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Sampled schools and regions of the Garadaffuu
EGEP evaluation Bari Schools: 3
Schools: 20 Cohortgirls: 27
. Cohortgirls: 175
Sahil

Schools: 9
Cohort girls: 90

Puntland

Somaliland (R

(ADRA)

Awdal
Schools: 14
Cohortgirls: 110

Nugaal
Schools: 21
Cohortgirls: 194

Maroodi Jeeh
Schools: 20

Cohortgirls: 167 Mudug
Hiiraan AN N 15 schools replaced
Schools: 2 ~
Cohortgirls: 14
Galmudug

6 schools replaced

Benadir & Galgaduud

Galmudug SchpoL‘s: 9
(CISP) Cohort girls: 89

Benadir
Schools: 14
Cohort girls: 160

* Approximate projectarea border

- Project area (implementer in parentheses)
. No. of schools at endline

No. of schools present at midline but replaced at
endline due to physical insecurity

R 1 > No. of schools replaced between regions
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‘There is a wise word that says: {If a girl
studies then she will eventually end up
her life in the kitchenl If I will be alive, |

will change that [sayingl. .. You can see

“if we could have a chance
to lead the country, we
would make it [al peaceful
country."-Somaliland girl

female ministers who are better than
men, it is understood that education is
important for girls .. If we complete our
education, we will do a lot, Insha

Allaah." -B&G girl

‘The
education of
girls is very
important. ..
before
people used
to think
different but
now they
understood
and seen the
value of an
educated girl
inthe
community.”
-Somaliland
teacher

*.Girls got education
access, they started to visit
girl in their houses and
registered them, then they
joined the school. earlier
they used to be ignorant
who only used to be in the
kitchen, -Puntland mother

*An educated girl .will be
benefit for her house, her
community and religion
as well." -Somaliland
mother

‘It is said that " anyone who teaches a boy
taught a person while the one who teaches
a girl a taught a nation.” Girls are leaving
every house, and | hope if those girls
complete education Somalia will leave the
poverty.” =Puntland girl

‘ will always support girls education
because it is said "educated girl is like
educated nation” girls should teach
from beginning up to the end.
Therefore, | want to benefit .. about
the gender issue, to get trainings of
gender issues.." ~Puntland MOE

‘I believe that
girls' education
should be
promoted, |
know the girls
and value of
education..
educated girls
help themselves
and their
families.”
-B&G father

‘I believe that
education for girls is
important; it's
something that is [al
must and it's their
right to .. educate
girls like the boys."
-Somaliland CEC

N
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Executive
Summary

This endline (EL) report is the third and final
part of a performance evaluation of the Educate
Girls, End Poverty (EGEP) program in Somaliland
(SL), Puntland (PL), and Benadir and Galmudug
(B&G), led by Relief International (RI) and fund-
ed by the United Kingdom's Department for
International Development's (DFID) Girls Ed-
ucation Challenge (GEC) Fund. The EGEP proj-
ect constitutes a consortium approach, with Rl
implementing activities in Puntland, Adventist
Development and Relief Agency (ADRA) in So-
maliland, and Comitato Internazionale per lo
Sviluppo dei Popoli in Benadir & Glamudug. This
evaluation document reports on the changes in
GEC's four key educational outcomes for girls,
which include learning, attendance, retention,
and enrollment, since the beginning of program
activities at baseline (BL) in January 2014. Wher-
ever possible, the report links observed chang-
es in these educational outcomes to EGEP proj-
ect interventions, utilizing supporting evidence
gleaned through quantitative and qualitative
surveys, interviews, and group discussions con-
ducted in schools, households, and communi-
ties.

Social Impact, Inc.,, (Sl) was contracted by Rl in
the fall of 2016 to conduct the endline evaluation
of EGEP; Sl also conducted the baseline evalua-
tion in 2014 and the midline (ML) evaluation in
early 2016. The endline evaluation followed a
pre-post, panel design methodology to better
understand the influence of evaluation subjects’
personal characteristics or motivations on the
outcomes of interest. At baseline, a cohort of
1,260 girls in 121 schools and their catchment
areas was selected to include out-of-school girls
(O0SG) as well as second and third graders. To
counter maturation bias in the learning out-
come, at baseline Sl tested older girls, creating
benchmarks to approximate the level at which
participating girls would be performing in school
without the intervention. SI then compared the
cohort girls’ scores at midline and endline to tar-
gets created from these benchmarks.

Project Theory of Change: The EGEP Theory
of Change is developed on the premise that
thereis no single ‘silver bullet' approach that can
ensure challenges related to girls’ education are
overcome. The project is implemented through
a multilevel holistic approach that suggests that
both demand and supply side barriers faced by
girls need to be tackled through community-led
interventions in partnership with the respective
Ministries of Education. This approach will then
lead to improvements in outcomes related to
enrollment, attendance, sustainability, and most
critically learning.

Design: In accordance with the study design, at
baseline SI randomly sampled a group of girls,
households, and schools. At midline, Sl followed
up with the same panel of girls, households,
and schools. At endline, SI followed up with
the same girls and schools, however, instead
of following up with the same households, we

followed up directly with households of cohort
girls. As a benefit, this change in methodology
allowed for household characteristics of cohort
girls to be more easily linked to their educational
outcomes. As a drawback, this departure from
the original methodology at BL and ML (where-
by households in the community were ran-
domly selected) meant that household-based
indicators were no longer comparable across
the three time periods. Thus, where house-
hold-based indicators are measured, we display
only the endline findings in this report.

Methodology: At endline SI focused heavily on
qualitative data collection as a means of inform-
ing, supplementing, and triangulating quantita-
tive results. SI carried out focus group discus-
sions (FGDs) with mothers, fathers, and girls, as
well as key informant interviews (Klls) with com-
munity education committee (CEC) members,
Ministry of Education (MOE) officials, and teach-
ers. As at midline, Sl utilized electronic data col-
lection (EDC) to facilitate quantitative surveying
and to ensure higher quality, more efficient, and
faster data collection. Using the Open Data Kit
(ODK) software, SI programmed six quantitative
tools: a household survey, school survey, class-
room headcount tool, classroom observation
tool, and a primary and secondary learning as-
sessment.

While most of the quantitative tools remained
the same from baseline and midline, at endline
Sl administered a new literacy learning test. Ex-
panded from 10 questions to 17, this test was
created to counter large ceiling effects (girls ob-
taining perfect 10/10 scores) observed at mid-
line. While the full new test is not comparable to
BL and ML, the first 10 questions of the test re-
main the same and are comparable across the
three data collection periods. In this report, we
display scores from both the original 10 ques-
tions and the expanded 17-question test.

Activities of the endline evaluation took place
between November 5 and December 17, 2016,
and included a data collection training for 40
enumerators and supervisors in Hargeisa, So-
maliland as well as six weeks of field data col-
lection. Trainings and data collection were con-
ducted and managed by the local data collection
firm Forcier Consulting, with appropriate input
and participation from SI and RI. Data collec-
tion in Puntland, Somaliland, and Benadir and
Galmudug project areas began on or around
November 11, 2016, and was completed by De-
cember 17, 2016. SI performed all data analysis
using Stata 14 software.

Sampling: At endline, Sl visited a total of 1,091
households, surveyed 106 primary schools,
and administered primary learning tests to
1,500 girls and 299 boys. Sl also conducted 49
separate qualitative FGDs and Klls. Recontact-
ing originally sampled girls, households, and
schools was not without challenge. Some girls
had moved schools, dropped out, or were dis-
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placed by physical and economic insecurity and could not be lo-
cated. Further, ISIS, Al-Shabab, and interclan violence in late 2016
delayed or prevented data collection in catchment areas of sever-
al sampled schools. Working closely with the data collection firm
to mitigate risks, SI was able to minimize attrition of cohort girls
at 18% and households at 15% (not taking into account replaced
schools in Galkayo), significantly better than the 37% and 31% at-
trition rates, respectively, at midline. Ten schools sampled at mid-
line were dropped at endline, mostly due to physical insecurity,
school closures, and end-of-year testing. At the onset of data col-
lection, interclan violence in Galkayo forced Sl to replace a total of
27 schools in the North and South Galkayo regions at endline. As
a result, findings displayed in this report for Puntland and Benadir
and Galmudug are not representative of the situation of girls in
North and South Galkayo.

Limitations: The endline evaluation had several major limitations,
including differences in seasonality of when ML and EL data col-
lection took place, lack of a control group to support attribution of
project interventions to observed outcomes, lack of learning test
data to create realistic endline benchmarks for Grade 3 cohort girls,
and large ceiling effects (perfect scores) on literacy tests. SI took
concerted steps to mitigate these risks prior to, during, and after
endline data collection. More information on limitations and our
mitigation strategies can be found in section 1.2.6 of this report.

Outcome-level findings: From BL to EL, EGEP activities saw pro-
gressively positive improvements for most of its outcome-level in-
dicators. For numeracy and literacy, primary school-level cohort
girls overall did not exceed their midline or endline targets. Broken
out by sub-group, OOSG surpassed their learning targets at mid-
line, and OOSG and grade 3 girls exceeded their numeracy targets
atendline. Secondary school girls exceeded midline targets for nu-
meracy but not literacy. Between BL and EL, attendance of cohort
girls rose by 9.2 percentage points, as measured by the classroom

headcount tool. As to retention, 72% of baseline cohort girls were
still in school at midline, 82% were still in school at endline, and, of
OOSG at baseline who were successfully recontacted at endline,
93% had enrolled in school. Enroliment of cohort girls between
baseline and midline increased by 3.4% and then decreased by
3.4% between midline and endline, amounting to a zero change
across the three data collection periods, per EGEP enrollment re-
cords.

Output-level findings: EGEP output-level interventions were
tracked via 20 output indicators, which can be found in the pro-
gram'’s logical framework in Annex 1. These interventions ranged
from community awareness activities, civil works construction, and
distribution of sanitary kits and solar lamps, to building capacity of
CECs and MOE officials and training teachers in girl-centered teach-
ing methods. The following table lays out the high-level findings
from output interventions. Significant associations between project
interventions and outcomes from regression analyses are bolded.

Regression analysis findings: S| carried out bivariate and mul-
tivariate regression analysis to determine the relationship of cer-
tain demographic, economic, social, and school-based factors and
program outputs on program outcomes (learning, attendance,
and enrollment). At endline, SI also combined these regression
analyses with drought-affected, conflict-affected, IDP, rural, urban,
and orphaned girls, to see the effect of outputs on the outcomes
of different populations of marginalized girls targeted by EGEP.
These quantitative analyses do not definitely attribute program
interventions to observed changes in program outcomes; rather,
they denote statistically significant positive or negative associa-
tions. Figure 1 shows the result of regression analyses, in particu-
lar the relationships between key interventions (the left-hand col-
umn) and target groups of marginalized girls (across the top) and
project outcomes (also across the top).

Table 1: Outcome-Llevel findings of the endline evaluation

A from Midline to

A from Baseline

. Baseline Midline Endline Endline T :
Key Outcome Indicator to Midline Endline
Value Value Value Target (points or %) (points or %)

Primary Learning:
numeracy (out of 10) — 00SG 12 >0 29 w38 +0.9 +0.6
Primary Learning: numeracy
(out of 10) — Grade 2 4.7 6.6 7.1 8.7 +1.9 +0.5
Primary Learning: numeracy
(out of 10) — Grade 3 6.3 6.9 7.4 7.3 +0.6 +0.5
Primary Learning: literacy (out
of 10) — 00SG 1.5 59 6.9 7.5 +4.4 +1.0
Primary Learning: literacy (out
of 10) — Grade 2 6.2 8.1 8.9 9.9 +1.9 +0.8
Primary Learning: literacy (out
of 10) — Grade 3 7.7 8.2 8.9 9.6 +0.5 +0.7
Secondary Learning: numeracy x
(out of 32%) 159 171 - 16.0 +1.2 -
Secondary learning: i o _
literacy (out of 32)* 14.6 161 176 1.5
Attendance 76.8% 81.8% 86.0% -- +5.0%PT +4.2%PT
Retention - 71.6% 82.0% -- - +10.4%PT
Enroliment (girls per school) 230 238 230 - +3.4% -3.4%

*At baseline, Forms 1 and 2 were tested; at midline, Forms 3 and 4 were tested; at endline, Forms 1 and 2 were tested
**Secondary learning targets displayed in Table 1 are ML targets given that the secondary cohort was tracked from BL to ML only.
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Project area findings: Throughout the report, SI disaggregated
key findings by project area to highlight key discrepancies among
intervention results and to assist Rl and EGEP in any future poten-
tial programmatic management decisions. Table 3 lays out the key
findings, both positive and negative.

Recommendations: Despite the oftentimes dire macroeconom-
ic and security context of the country, as well as a myriad of fi-
nancial, household, cultural, and personal barriers, interventions
carried out by EGEP have overall been met with positive results.
As there is no control group in this study, complete attribution
of EGEP interventions to observed change is not possible, yet in-
depth quantitative and qualitative analysis usefully triangulates
and informs the data collected to paint a picture in which girls’
educational outcomes in EGEP target areas are on the rise. With

Table 4 lays out recommendations from Social Impact for EGEP/
RI, for local grant organizations that continue the work, and for
donors such as DFID. While many of these refer to standalone
interventions, SI has observed that combining certain interven-
tions and focusing them on specific target populations of girls
has the potential to increase the value for money of project ac-
tivities. Drought, hunger, and financial burden appear to be the
largest barriers to achieving positive increases in key outcomes.
We find that combining school feeding programs with sanitary kit
distribution in rural, drought affected, and IDP areas, linking radio
awareness messaging and financial support interventions (such
as bursaries) in urban areas, and combining functional, private
latrines with the presence of a female mentor/advisor may pro-
duce compounded positive effects on program outcomes. To the
extent possible, interventions should target drought-affected and

certain tweaks, EGEP and future interventions have the potential ~ displaced populations of girls to achieve the greatest impact.

to contribute to the meaningful change taking place in the schools
and communities in which the organization works.

Table 2: Output-level findings of the endline evaluation

Intervention High-level findings and relationship to outcomes

Output 1: Marginalized girls are supported to enroll and stay in school by their communtiies, families, schools, and
mentors

81% of caregivers at endline said that people in the community have become more encourageing of
girls scceeding in school in the past 3 years.
90% of caregivers want a girl to achieve a college- or university-level education.
88% of caregivers want a girl to be “in education” when she turns 18.
Only 5% of caregivers cite a child's gender as an important factor in deciding whether he/she will be
enrolled in school.
37% of caregivers have heard or witnessed any type of awareness-raising activity in the past 3 years.
Of those who have heard of these activities, the most commonly stated activity heard or seen (at 46%)
was radio programs.
Of caregivers exposed to radio messages, 90% indicated having perceptions of the importance of girls'
education changed.

*  Households with a caregiver who had seen or heard an awareness-raising message in the past year were
associated with having more girls enrolled in school than households with a caregiver who had not heard
or witnessed an activity.

Differences in learning scores between girls who did and did not receive bursaries were not statisti-
cally significant.
Broken out by grade, girls who were OOSG at baseline appear to do slightly worse on learning tests at
lower grades compared to bursary girls but quickly catch up to their bursary counterparts as they age.
Girls who were OOSG when they received a bursary are initially significantly associated with lower
learning scores compared to girls who were ISG when they received a bursary; however, these differ-
ences become insignificant as girls age.

*  Qualitatively, bursaries were the most influential factor for improving enrolment, attendance, and reten-
tion of marginalized girls. This was expressed frequently across all FGDs and Kils.

Community-level aware-
ness raising activities on
girls'

education

Bursary support

Sanitary kit Qualitative evidence suggests that sanitary kits are essential for maintaining and improving atten-
distribution dance of girls
e Though it is notoriously difficult to measure quantitatively, one multiple regression model showed a pos-

itive association between sanitary kits and a girl's attendance and math scores. A Shapley decomposition
finds that sanitary kits explain more of the variation in math scores (9%) and enrollment (6%) than any oth-
er output intervention, and are the second highest driver of variation in attendance (12%).

Solar lamp At endline, 28% of girls had received a solar lamp since baseline.

distribution 17% of all girls use a solar lamp to do homework at night at endline.

Among girls who received a solar lamp in the previous year, 70% use them to do homework at night,
up from 57% at midline.
Among girls who had received a solar lamp between BL and ML, 40% were still using them at EL.
Among girls who had never received a solar lamp, 10% of girls at midline and 8% of girls at endline had
accessed solar lamps to do their homework at night.

e Provision of solar lamps to girls living in rural areas and drought-and conflict-affected areas has positive sig-
nificant effects on learning scores. In a Shapley decomposition, among output interventions, solar lamps are
the second highest driver of variation in reading scores (7%).
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Female mentors + Qualitatively, girls who have access to female mentors have higher psychosocial wellbeing at school.
CECs indicate that when girls’ clubs have female mentors and/or female CEC members as advisors,
they are much more involved with CECs in terms of advocacy.

Output 2: Primary and lower secondary schools across Puntland, Somaliland, Benadir and Galmudug provide a more

gender sensitive environment for learning and a more relevant quality of teaching for girls

Civil works - Atendline, 4% of girls identified a lack of water as something they did not like about school, down from
23% at midline. Also, 11% of girls identified insufficient latrines at endline, down from 31% at midline.
The overall proportion of girls reporting that their school had functioning latrines for girls rose steadily
from 79% at baseline to 82% at midline to 86% at endline.

The proportion of girls who feel comfortable using latrines at their school dropped precipitously from
baseline to midline (87% to 53%) and then rose again at endline to 61%. 23% of girls are uncomfort-
able but will still use a latrine. Nearly one in six girls (16%) will not use a latrine at school.

Water availability was cited as an improvement at school in the past year by 6% of girls at baseline,
skyrocketing to 40% of girls by endline.

At endline, 60% of girls say something improved at their school in the past year, up from 29% at base-
line.

According to girls, water availability, latrines/washrooms, lessons/teachers, and fairness to girls had
the the largest progressive improvements across the three data collection periods.

e Civil works construction in schools in rural and drought-affected areas and areas with internally displaced
persons (IDPs) are significantly associated with higher learning scores. The presence of girls' latrines at a
school had a positive significant correlation with attendance. Among all output interventions, Shapley
decomposition shows that civil works are the highest driver of variation in reading scores (7.5%).

Girls' clubs + The existence of girls’ clubs among schools is on the rise, in 64% of all schools at endline, up from 55%
at midline. Much of this gain came in Somaliland, which jumped from 21% to 48% of schools.
Qualitative data suggests that girls' clubs are contributing positively to empowerment of girls and that
girls’ clubs are extra strong when there is a female mentor/teacher at school who acts as an advisor
to the club.

* In bivariate regression models, a school with a girls’ club was associated with significantly higher average
learning scores in rural and drought-affected areas compared to schools in those areas that did not have

girls' clubs.
Girl-centered - The proportion of teachers using girl-centered teaching approaches decreased slightly overall from
teaching methods and midline to endline, down to only 30% of teachers.
psychological - Of those teachers employing girl-centered teaching techniques, nearly an equal proportion are EGEP
wellbeing trained and non-EGEP trained.

Psychosocial wellbeing of girls increased by 17% between baseline and endline, according to a 3-ques-
tion index on levels of happiness and safety at school.
Qualitative findings suggest that positive psychosocial wellbeing of girls at school appears to be driven
by accessibility of female figures at the school and improved privacy of latrines.

*  Regression findings suggest that as a girl's psychosocial wellbeing surpasses a high score (10/12), the average
days of school that she misses in the past two weeks drops substantially.

Mobile libraries *  Mobilielibraries were significantly associated with lower learning scores amonggirls at schools that received
mobile libraries. This does not necessarily indicate the intervention does not work; these schools may
have been generally underperforming compared to schools that did not get mobile libraries.
Qualitatively, girls indicated that mobile libraries contribute to improve reading and overall learning,
though the sample size (one FGD) was extremeley small.

Accelerated Learning +In 2 ALP FGDs, girls overwhelmingly cited positive aspects of the program and a strong desire to reen-
Program (ALP) classes roll in school after completion of the program.

46% of girls enrolled in ALP programs throughout the project lifetime are now enrolled in school.
School feeding - The proportion of schools with feeding programs managed by CECs stayed about the same from
programs midline to endline, at 61%.

EGEP feeding programs are almost entirely managed by CECs, whereas the same is true of only half
of non-EGEP feeding programs.
Qualitatively, feeding programs were cited as the number one reason parents send their children to
school.
Non-EGEP school feeding programs have a significant positive association with higher learning scores
for a wide variety of girls. Non-EGEP school feeding programs also have significant positive correlation
with attendance.

¢ Inregression models, EGEP-implemented school feeding programs were not significantly associated with
higher enrollment, attendance, or learning outcomes.

* In the Shapley decomposition model, feeding programs explain more of the variation in reading scores
(14%) and attendance (17%) than any other output intervention.
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Output 3: The Ministries of Education across all project areas and regions of Puntalnd, Somaliland, Benadir and Galmu-

dug provide leadership in promoting girls’ education and undertake routine monitoring of gender equality in education

MOE trainings and dia- |+ MOE Gender Focal points retain knowledge from gender trainings and speak articulately about the
logue between MOE and importance of girls' education and of conducting monitoring visits.
Overall, the proportion of schools receiving monitoring visits by MOE officials increased slightly be-
tween baseline and endline (67% to 70%).
Teaching quality remained the focus of most monitoring visits, as so indicated in 47% of all schools at
endline.
58% of schools had engaged with an MOE department in the previous year, primarily through group
or one-on-one meetings. Of schools engaging with the MOE, 74% did so with the Regional Education
Office (REO) and only 19% did so with the Gender Unit.
e Avisit from an MOE official in the past year was significantly associated with lower average learning scores
in drought-affected, IDP, and urban school. This may indicate that MOE officials are visiting the most under-
performing schools, a potentially positive finding.

Output 4: Communities, mothers, and girls participate routinely and more forcefully in education policy and in the plan-
ning, monitoring, and budgeting processes for their schools

CEC capacity building |+  The proportion of CECs with school development plans (SDPs) that had specific activities targeting girls

and CEC awards was already high at midline (92%). This proportion increased to 99% at endline.
The proportion of CECs with SDPs that are supported through financial or in-kind contributions in-
creased from 32% to 47% from midline to endline.
The proportion of schools where girls’ clubs and CECs interact fell from 71% to 58% between midline
and endline.

*  Matching cash grant awards to CECs to implement their SDPs are significantly associated with higher girls’
learning scores in rural and drought-affected areas, compared to schools in those areas that did not receive
awards.

Figure 1: Matrix of bivariate and multivariate regression analysis findings
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Table 3: Project area analysis summary findings

Project Notable findings
Area
Puntland + Households most often in IDP camps (19%) compared to other project areas; 26% of girls at endline stated that they went
to school hungry all or most days of the week.
+ The lowest average days of school missed in the last two weeks (0.87 days) for a girl in any project area
+ Highest enrollment rate of girls in all project areas, at an average of 90.7% of girls in a household enrolled in school.
+ Highest increase in enrolment among all project areas between BL and EL (7.7%), according to EGEP figures.
- Girls who receive solar lamps have the highest numeracy (8.0) and literacy scores (9.3) of all girls who receive solar lamps.
- Girls feel significantly more comfortable using latrines at school (73% at endline, compared to 55% in SL and 53% in B&G).
- Highest proportion of schools with teachers who use girl-centered teaching methods (43%)
+ Lowest psychosocial wellbeing of all project areas at endline (10.3/12.0)
+ Highest proportion of schools receiving an MOE monitoring visit in the past year (75%)
Schools are more likely than schools in other project areas to have engaged with the MOE in the past year (62%).
+ Schools are most likely to have a girls' club (80%) and most likely to have a girl participate in a girls’ club (25% of girls).
¢ Girls that receive solar lamps, girls at schools that have an EGEP-feeding program, girls at schools that have a girls’ club, and girls
at schools that have a civil works program are associated with higher average learning scores compared to schools and girls in
Puntland that do not have those interventions.
Somaliland | « Households are most rural (65%), least literate (47% of head of household [HOH]), and least educated (11% having sec-
ondary education or higher).
+ 56% of girls go to school hungry all or most days of the week.
- Greatest positive change among all project areas in attendance from BL to EL (15.7%).
- Highest average days of school missed in the last two weeks for a girl (1.42 days)
- Enrollment decreased from BL to EL overall by 16.6% according to headcounts and 18% according to EGEP enrollment
figures, the only project area to experience a decrease from BL to EL.
+ 16% of caregivers heard a radio message on girls’ education, compared to 81% of caregivers in B&G.
+ Girls who receive solar lamps had the highest percentage increase in learning scores from midline to endline (10.0 points)
compared to other project areas.
+ Only project area to experience progressive increases from BL to EL in the proportion of schools receiving an MOE mon-
itoring visit in the past year (68% at BL, 70% at ML, 74% at EL)
+ Highest proportion of schools receiving feedback after an MOE visit (55%)
- Lowest proportion of schools at endline with SDPs that are supported through financial or in-kind contributions (33%)
+ Schools are much less likely to have a girls’ club compared to other project areas (48%).
* @Girls that receive solar lamps in SL and schools that receive CEC awards are associated with higher average learning scores com-
pared to schools and girls in SL that do not have those interventions.
* Girls are strongly associated with lower overall learning scores, lower attendance, and lower enrollment compared to girls in PL
and B&G.
Benadir - Households are the most urban (88%), literate (66% of HOH), and educated (22% having secondary education or higher),
and yet the highest proportions of families report low cash flow (63%) and difficulty in affording to send a girl to school
Galmudug (76%).

+ 37% of girls go to school hungry all or most days of the week.

+ Highest average daily time spent on chores (4.2 hours); time spent on chores affected 22% of girls’ ability to go to school
and 26% of girls’ ability to do schoolwork.

- Proportion of caregivers citing violence at a girl's school in the past year is three times higher than in any other project
area (18%).

- Lowest enrollment rate of girls in all project areas (83.5%)

- The only project area to have an increase in enrollment from BL to EL (11.9%)

+ Caregivers more likely to have heard a radio message on girls' education compared to the other project areas (81% of
caregivers)

+ Smallest proportion of girls receiving solar lamps since the beginning of the project (13%) and smallest proportion of girls
using solar lamps to do their homework at night (4%)

- Largest increase from BL to EL in percentage of girls claiming that their school had functioning latrines (70% to 98%);
however, also the lowest proportion of girls who are comfortable using latrines at school (53%)

- Ateacher using girl-centered teaching techniques was 50% more likely to be EGEP-trained than not.

- Largest increase in psychosocial wellbeing scores from BL to EL among all project areas (25%)

+ Proportion of schools receiving an MOE monitoring visit decreased from 67% to 55%, the only project area to have expe-
rienced a negative change from BL to EL

+ Schools least likely of all project areas to have received feedback after an MOE visit (17%)

+ Schools least likely of all project areas to have engaged with the MOE in the past year (50%)

+ Higher proportion of schools at endline with SDPs that are supported through financial or in-kind contributions (89%
compared to 42% in Puntland and 33% in Somaliland)

+ The only project area to see a decrease between ML and EL in the proportion of schools with girls’ clubs (71% to 64%)

- Most likely to cite that girls’ clubs interact with CECs (62% of schools)

* Girlsin schools in B&G with a non-EGEP feeding program are associated with higher average learning scores compared to girlsin
schools in B&G that do not have that intervention.
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Table 4: Summary of key recommendations from Social Impact

For EGEP/RI

Continue to use radio for awareness mes-
saging in urban areas. For rural popula-
tions, use vehicles and printed materials as
well as local networks of trusted communi-
ty members, such as teachers and CECs, to
help raise awareness.Combin with financial
support interventions, such as bursaries.

For CECs/ Grantee organizations

Focus fundraising efforts on tuition fees
and school uniforms.

For donors/DFID

Advocate to WFP to expand/scale up their
school feeding programs, particularly in
drought-affected areas.

Ensure that rural girls have access to func-
tioning, consistent sources of light, such as
solar lamps.

CECs should continue to manage school
feeding programs, particularly in Somalil-
and in order to ensure their sustainability.

Advocate at the MOE level for increased
support of gender-specific interventions
at schools. This could include monitoring
of girl-centered activities and incentives for
good teaching.

Maintain bursary support, as a means to
ensure funds for enrolling girls, particularly
to those in Puntland and B&G.

Expand membership of females in CECs.

Incentivize and advocate at the MOE level
for the promotion of public-private part-
nerships between the MOE and private
institutions and/or NGOs for funding of
schools.

Consider adding holistic livelihood and in-
come-generating  activities/interventions
where appropriate.

Support schools to continue and strength-
en sanitary kit distribution programs,
particularly by utilizing female figures of
authority in the community. Standardize
methodology for distribution of sanitary
kits at the school level.

Maintain distribution of sanitary kits along-
side MHM behavior change communica-
tion campaigns.

Enlist CEC members and teachers to en-
courage enrollment of girls, particularly
among rural populations that are hard to
reach.

Assess the barriers that prevent teachers
from using girl-centered techniques.

CECs play an active role in maintaining and
raising funds for latrines.

Ensure that there are sufficient, function-
ing, and appropriate latrines for rural,
drought-affected, and IDP girls. Maintain
CEC awards to ensure funds exist for up-
grading latrines.

Promote and support girls’ clubs at
schools, particularly by headteachers and
CECs. Female mentors and/or female CEC
members should act as permanent advi-
sors to girls' clubs.




Socia Impact

Introdution

1.1 Background to Project
1.1.1 Project context

Somaliland, Puntland, and Benadir and
Galmudug: A fragile and conflict affected
context. Save the Children's Girls' Opportunity
Index rates these three project areas as the fifth
worst place in the world in which to be a girl’,
and one of the key contributing factors is the low
school completion rates. National statistics on
education fall far short of global averages, and
the challenges the country faces to deliver the
goal of universal primary education are numer-
ous. In these three areas, less than 42% of girls
enroll in primary school, falling to as low as 13%
in Benadir and Galmudug.? At least a third of
those girls have dropped out by grade 5. Across
all areas, enrollment and survival rates are con-
sistently higher for boys, rising to a difference of
10% in Puntland.? In recent years, progress has
been made globally on girls' education, particu-
larly during the course of the Millennium Devel-
opment Goals (MDGs): MDG 2 aimed to achieve
universal primary education by 2015, and the
attainment is currently 91% worldwide.* MDG 3,
on gender equality, also included education as
a core issue, and aimed to eliminate gender in-
equality in education at the primary level by 2005.
At the time of writing, this has been achieved,” al-
though the larger goal of achieving gender parity
at all levels by 2015 remains to be reached.®

Somaliland, Puntland, and Benadir and Galmu-
dug together are ranked as the most fragile state
in the world in the Fragile States Index.” States
are considered fragile per a range of indicators,
including levels of economic decline, human
flight, demographic pressures, human rights and
rule of law, and their ability to deliver essential
resources and services - including education - to
their populations. ISIS and Al Shabab’s threats
and attacks affect families and schools, especially
in Benadir, Galmudug, and Puntland. Somaliland
is comparatively stable and secure next to Punt-
land, Benadir and Galmudug, and this relative
stability has arguably enabled the area to estab-
lish a stronger public education system.

Education System: In the three project areas,
education services are under serious stress.

1Save The Children (2016), Every Last Girl, Save the Children,
London, see https://assets.savethechildren.ch/downloads/in-
dex_only_every_last_girl_print_version_inside_pags_3_10_16_3,
October 2016, p25

2 (July 2016) Education Statistics Year Book, 2015/16, Feder-
al Government Somalia, Education Management Information
System (EMIS) Unit, Mogadishu

3 (June 2016), Education Statistics Year Book, 2015/16, Punt-
land State of Somalia, EMIS Unit, Garowe

4 UN, ‘Millennium Development Goals and beyond 2015,
http://www.un.org/millenniumgoals/education.shtml (last
checked 05 Jan 2016)

5 UN, ‘Millennium Development Goals and beyond 2015
http://www.un.org/millenniumgoals/education.shtml (last
checked 05 Jan 2016)

6 UN, ‘Millennium Development Goals and beyond 2015
http://www.un.org/millenniumgoals/education.shtml (last
checked 05 Jan 2016)

7 Fund for Peace 2016, available at http:/fsi.fundforpeace.org/,
last checked 16 December 2016

Leadership, management, and accountability of
education and school systems across the coun-
try are weak and fragmented. All project areas
have some established school management ca-
pacity at the community level, with CECs fulfilling
school management responsibilities to varying
extents. The capacity of the respective Ministries
of Education is generally low, especially in Gal-
mudug, which has only recently been formalized
as a state. Schools in Benadir are largely private,
with the state maintaining little control over their
quality. The average revenue budget allocation
across the three project areas for education is
7% and more than 90% is spent on recurring
costs for personnel and operations. &This high-
lights the low priority for education and high
dependency on non-state financing in delivering
education services. Lack of strong central gov-
ernance creates a void for civil society organiza-
tions to fill, meeting the basic needs of popula-
tions facing acute poverty, widespread violence,
and a lack of essential services including health
and education.

There can be overlap and confusion between
Federal and State Ministries of Educations’ scope
and remit with relation to administrative and
financial management. Today, different actors
have managed education service provision in
their own ways. The overall education services
can be categorized under three types of deliv-
ery mechanisms: private, community, and public.
This has led to a diversity of curricula, medium of
instruction, syllabi, and examinations. Girls face
educational barriers across all project areas in
which EGEP operates. For example, of those girls
that start primary school, a significant propor-
tion have dropped out before they reach Grade
5: 33% in Somaliland,® 46% in Puntland,” and
48% in Benadir and Galmudug."" Despite these
commonalities, there are significant differences
between the specific geographical areas, both in
terms of the context and challenges.

The school system nationally is based on pri-
mary Grades 1-8 and secondary Forms 1-4. Of
the targeted EGEP secondary schools, only 10%
of teachers were female in 2016, and 42% of
schools had no female teachers at all.”? Teachers
are generally unqualified and untrained, leading
to poor teaching quality.”® This is compounded
by the language of instruction officially changing
to English at the secondary level. Teachers often
have a poor grasp of English, and only 8.5% of
teachers use English consistently in class.™ This

8 This data draws on information shared by the Somaliland
Ministry of Education and Higher Education and the Puntland
Ministry of Education and Higher Education respectively in
September 2016. It has not been published externally.

9 (April 2016) Education Statistics Year Book, 2014/15, Somalil-
and Government, Data and Statistics Unit (EMIS), Hargeisa, p19
10 (June 2016), Education Statistics Year Book, 2015/16, Punt-
land State of Somalia, EMIS Unit, Garowe. p19

11 (July 2016) Education Statistics Year Book, 2015/16, Feder-
al Government Somalia, Education Management Information
System (EMIS) Unit, Mogadishu

12 Relief International, EGEP Target school profiles

13 Federal Government Somalia 2016, p37

14 Somalia Youth Learners Initiative Baseline Report, Somalia
Program Support Services, USAID Somalia, 23 October 2015, p8
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leaves children at a significant disadvantage during assessments,
which are in English.

Drought: The country has been experiencing a protracted
drought. The situation has continued to worsen since the midline
evaluation was conducted as there has been little precipitation
during the Gu season. The humanitarian situation is deteriorating
rapidly and famine is possible in 2017."> EGEP target schools in
all three project areas have been affected. Due to the inter-reli-
ance of families and communities in rural and urban areas, most
are reported to be affected indirectly if not directly. While no hu-
man lives are officially reported to have been lost at this point,
the drought has claimed many livestock and forced families to mi-
grate. The latest findings from a countrywide seasonal assessment
conducted in December 2016 indicate that over 2.9 million people
face an elevated “emergency and crisis” status across the coun-
try through June 2017, a more than two-fold increase compared
to June 2016. Additionally, more than 3.3 million people face a
“stressed” status, bringing the total number of people facing acute
food insecurity across the country to over 6.2 million." Current
estimates suggest 250,000 people are currently displaced due to
the drought."”” As of February 2017, four EGEP-targeted schools
in Somaliland are closed due to drought with no immediate plans
to reopen. Schools are reporting that the student population has
been declining significantly due to forced migration.

Social context for girls' education: A mapping exercise con-
ducted by Relief International'® of secondary schools across the
country in August 2016 found that 37% of enrollments are girls,
and 37% of these girls dropout before Form 4, increasing the gen-
der gap in secondary education. The level of economic poverty
facing families in the country is extreme, a factor that prevents
many families from educating girls. There are also barriers relating
to particular marginalized groups. A high number of girls in the
three project areas fit into EGEP's severely marginalized catego-
ry which includes orphans, those affected by displacement, those
from impoverished female-headed households, and those from
ethnic or clan minorities.

Twelve percent of families EGEP works with are in IDP camps, but a
significant amount of those outside the camps are also affected by
displacement. Thirty percent of girls that EGEP provides bursary
support to are internally displaced persons (IDP). Over a million
people in the country are IDPs - amounting to 9% of the popu-
lation, with almost 400,000 in Mogadishu." The UN continues to
repatriate refugees from Dadaab and Kakuma refugee camps in
Kenya, to the southern part of the country. These returnees are
particularly economically marginalized and face numerous chal-
lenges, particularly psychosocial challenges which impacts their
ability to attend and succeed in school.

All girls and women face challenges, in particular those who have
had to leave their homes due to conflict and other disasters, those
who have become IDPs, those in female-household heads, and
adolescent mothers. In response to this situation, families may be
more inclined than before to keep girls within the home or to en-
courage them into early marriage, sometimes for reasons includ-
ing their daughters’ safety.

Among the barriers to girls’education in the country are deep-root-
ed attitudes and beliefs about women and girls' roles in the house-
hold and other social institutions, and associated behaviors which

15 UN OCHA, ‘Somalia: Humanitarian Snapshot (as of 9 March 2017).

16 Somalia NGO Education Cluster, February 2017

17 UN OCHA, 'Somalia: Humanitarian Snapshot (as of 9 March 2017).

18 EGEP Secondary School Mapping Exercise, August 2016

19 UNHCR, ‘Somalia: Overview Situation Report, April 2016, https://data.unhcr.org/
horn-of-africa/download.php?id=1889

are critical factors in determining whether a girl attends and excels
in school. However, it is when these beliefs combine with severe
economic challenges that support for the girl to attend school is
most commonly compromised. Without a regular household in-
come from a present male family member, for example, mothers
are increasingly needed to work on a daily basis, thus requiring a
girl in the family to stay home and perform household chores. It
should also be noted that many families do not live within easy
access to healthcare facilities and/or cannot meet the associated
costs. If a parent or other family member is ill, it is the girl that is
expected to remain home to care for the person.

Social expectations of girls to remain at home intensify as the girl
reaches adolescence. Furthermore, within the classroom, expec-
tations placed on girls are often different to those placed on boys:
girls are not necessarily expected to achieve at the same level as
boys, to hold leadership positions, and to complete the full edu-
cation cycle.

In 2015, the country ratified the UN Convention on the Rights of
the Child which states the minimum age for marriage to be 18.
However, this is not enforced and almost half of all girls are mar-
ried by the time they are 18 years old.2° Once married, it is usually
expected that the girl will remain in the home and not continue
with schooling. Early marriage is a practice heavily embedded in
the culture. A further driving factor for early marriage is poverty.
When families face significant economic pressures, early marriage
can be a way of reducing the number of mouths to feed in the
household. Economic pressures, influence of cultural norms, and
other factors can be further exacerbated by the effect of protract-
ed conflict.

1.1.2 Project theory of change and assumptions

The EGEP Theory of Change is developed on the premise that
there is no single ‘silver bullet’ approach that can ensure challeng-
es related to girls' education are overcome. The project is imple-
mented through a multilevel holistic approach. The EGEP Theory
of Change suggests that both demand and supply side barriers
faced by girls need to be tackled through community-led interven-
tions in partnership with the respective Ministries of Education,
and that this approach will lead to improvements in outcomes re-
lated to enrollment, attendance, sustainability, and most critically
learning.

The range of interventions conducted across this project is vast.
Firstly, the project tackles demand-side barriers to individual girls’
access and learning. This includes significant focus on aware-
ness-raising and behavior changing activities such as media mes-
saging in various contexts that promote the importance of girls’
education and learning. Economic barriers are tackled through the
provision of bursaries for the most marginalized girls. In Benadir,
Galmudug and Puntland, bursaries are distributed in the form of
payment of school fees; in Somaliland, bursaries are in the form of
conditional grants to families (as there are no primary school fees
in Somaliland). Safety net support is provided to the most margin-
alized girls, which includes the provision of items such as school
uniforms, shoes, bags, and exam fees to girls at risk of dropping
out. For both bursaries and safety net support, the most margin-
alized girls are identified for support, specifically IDPs, those from
ethnic and clan minorities, girls with disabilities, those affected by
displacement, and girls from the most impoverished households.
The majority of those identified fit into more than one of these cat-
egories. There are also activities focused on the girl and her needs

20 UNICEF, State of the World's Children, June 2016, New York, https://www.unicef.
org/publications/files/UNICEF_SOWC_2016.pdf, p152
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as an individual. Trained teacher mentors provide psychosocial
support as the precursor to girls’ wellbeing. They also distributing
sanitary kits along with menstrual hygiene advice to girls.

Secondly, the project tackles supply-side barriers at the school lev-
el, in terms of both facilities and teachers, with the aim of ensuring
that primary and lower secondary schools provide a more gender
sensitive environment for learning and a more relevant quality of
teaching for girls. The project also assesses physical infrastructure
needs and conducts classroom construction and renovations, la-
trine and water point construction, and the provision of school
furniture. School supplies, including chalk and chalkboards, work-
books, and pens, as well as supplementary reading books are
also distributed to all schools. To strengthen teaching quality, the
project supported teachers to attend two-year in-service teacher
training at accredited training institutions.

Thirdly, the project tackles supply-side barriers at the community
level, aiming for communities and girls themselves to participate
routinely and more forcefully in education policy and in the plan-
ning, and monitoring processes for their schools. Interventions in
this area mainly center on work with the Community Education
Committees, an entity that consists of parents and other commu-
nity members who hold some management and oversight respon-
sibility at the individual schools. Trainings with committees have
included in school management, maintenance of school facilities,
child protection, and approaches for getting out-of-school girls
into school. Training also addresses maintenance of the school
facilities.

Community Education Committees have also been trained and
provided ongoing one-to-one support in the development of their
School Development Plans and have developed proposals for
community interventions that will lead to girls being able to at-
tend school. These proposals include sustainable community ap-
proaches, either through time or resources input by the commu-
nities, and are being match-funded through a community grant.
The project is also training girls’ club leaders and providing lead-
ership skills which are aimed at increasing engagement between
the girls and CECs so that girls can advocate for their needs (see
Annex 15 for a complete description of the objectives and activi-
ties of girls’ clubs).

Finally, the project is tackling supply-side barriers at the institu-
tional level through supporting the respective Ministries of Educa-
tion at national, regional, and district levels to provide leadership
in promoting girls" education and undertake routine monitoring
of gender equality in education. Relief International has worked
with the Education Development Trust in training of Ministry of Ed-
ucation staff in gender-responsive learning and leadership skills,
alongside provision of office equipment to respective Ministry of
Education Gender Units, and facilitation of Pathways of Dialogue
workshops between Ministry of Education staff and Head Teach-
ers.

The Theory Change was based on the following assumptions:

e Girls are not directly targeted or threatened by terrorist

or criminal elements.

Extremist elements do not block the participation of girls.

Security conditions do not worsen significantly.

Participating teachers are committed to their profession.

The respective MOEs remains the key decision-makers

on education policy and planning.

e The CECs remain responsible for day-to-day school man-
agement in the country.

The EGEP project follows a consortium approach with RI as the
lead and organizations ADRA and CISP as implementing partners
in the consortium. While ADRA carries out activities in Somaliland,
CISP in B&G, and RI in Puntland, differences in activities imple-
mented among the three organizations and three project areas
are very minor. These small differences are found mostly in the im-
plementation of ALP classes, and financial support interventions
(given that SL schools are tuition-free). A full description of the dif-
ferences between programming among the three organizations
can be found in Annex 14.
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Table 5: EGEP Theory of Change

Aspects of Barriers to Strategy of Summary of Outputs
Education Overcome Change Activities P
Door to door, recruitment;
Social attitudinal change campaigns;
graduation ceremonies Marginalized girls are sup
component 1: | Mentors; tutors for home- ported to enroll and stay in
Demand-side | Psychological gverco(rjmng based learning; menstrual hy- [ school by their communi-
Baermri‘gps ~lae giene management ties, families, schools, and
Economic Bursaries; Safety Net Fund mentors
cultural Girls’ Education campaigns;
video exchanges
Social Training of rural teachers; mo-
bile libraries Primary and lower second-
School  refurbishment  (la- | ary schools across Punt-
Supply-side . Component 2: trines, water points, furniture, | land, Somaliland, Bena‘dir
(facilities and Economic | Overcoming classrpom renovation); school [ and  Galmudug proyyde
teachers) Supply-side supplies; text books; supple-|a more gender sensitive
Barriers mentary school feeding. environment for learning,
Girl project areas in schools; f'ﬂ”d a more re'evaf‘t qual-
Cultural remedial classes; workshops ity of teaching for girls
for boys
Political MOE ESSP and Gender Policy | The MOEs across Punt-
Supply-side Framework implementation; | land, Somaliland, Benadir
(institutions Component 3: capacity-building (human re- [ and Galquug provide
5t national Achieving Insti- [ sources, materials, skills); ad- leadership in  promoting
regional aﬁd Cultural tutpnal Sustain- | vocacy OfMOEtO nat|onalgov— girls edu;atlon an'd ulnder-
dicrict Iével) ability ernment; project ownership | take routine monitoring of
gender equality in educa-
tion
CEC School Development Plan | Communities, ~ mothers,
C . implementation; CEC curricu- | and girls themselves par-
omponent 4: lum / quality monitoring; Dias- | ticipate routinely and more
Supply-side Soci Achieving Finan- um 7 quatty o ng P nely .
ocial pora exchanges; girls’ groups | forcefully in  education

(community)

cial and Social
Sustainability

advocate for school and edu-
cation needs;
project ownership

policy, and the planning,
monitoring, and budgeting
processes for their schools

Impacts

The project will
change the
minds of commu-
nities, and boys
and girls alike
about the value
of girl's education,
and in this way will
get more girls into
school.

The project will
change the

lives of girls by
making resources
available, such as
good teachers and
safe spaces, that
will allow them to
complete a full
cycle of schooling
and achieve better
learning outcomes.

The project will

build the capac-

ity of the MoE
and Gender Units

enabling sustain-
ability.
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1.2 Monitoring and evaluation (M&E) ap-
proach and research methods

1.2.1 Evaluation approach

This report describes the endline evaluation findings of the End
Girls, End Poverty (EGEP) project, implemented by a Relief Interna-
tional (RI)-led consortium as part of the United Kingdom's Depart-
ment for International Development’s (DFID) Girls’ Education Chal-
lenge (GEC) program. This study employs a pre-post evaluation
design from baseline to midline to endline. The methodology in-
volves collecting and analyzing baseline, midline, and endline data
on program participants, with no control or comparison group.?'

This design will help to measure changes in academic achievement
of students in participating schools regarding the four primary
GEC indicators: enrollment, attendance, retention, and learning.
Since there is no formal control group, SI cannot directly attribute
changes in outcomes to the EGEP intervention alone. This design
is susceptible to threats such as maturation or history bias and
external contamination (i.e., trends in the outcome indicators over
time that are not caused by EGEP but rather by natural growth of
the children or external events), though we attempt to mitigate
these threats through triangulation using multiple quantitative
and qualitative data collection approaches.

Sl employed a panel or longitudinal design to better understand
the influence of evaluation subjects’ personal characteristics and
motivations on the outcomes of interest. At endline, Sl followed up
with the same panel of schools, households, and girls as at base-
line and midline to the furthest extent possible. This panel, known
as the “cohort,” was selected at baseline to include a balance of
out-of-school girls (OOSG) and second- and third- graders.

To counter maturation bias?? in the learning outcome, at baseline
Sl tested older girls to create benchmarks that approximated the
level at which participating girls would be performing in school
without the intervention. While these benchmarks provide useful
points of comparison for learning outcomes of participating stu-
dents, the use of these benchmarks should not be considered
a true counterfactual (i.e., the level at which the cohort students
would be performing had they not received the intervention), be-
cause benchmarked students at baseline could be quite different
from cohort girls at endline. For example, the scores of a girl used
for benchmarks do not account for potential changes in security,
policy, nutritional trends, school resources, or any of the myriad
differences that characterize the educational context of a third-
grade girl in 2013 versus that of one in 2016.

Data collection activities for the endline evaluation of the EGEP proj-
ect took place between November 5, 2016, and December 17, 2016.
Training for 40 data enumerators and team leaders was held in Har-
geisa, Somaliland from November 5-10, 2016. Trainings covered key
topics such as introduction to EGEP and the purpose of the evalu-
ation, data ethics, child protection, and review of all data collection
tools and protocols. Social Impact designed and directed the eval-
uation in consultation with Relief International. Trainings and data
collection were conducted and managed by the data collection firm
Forcier Consulting, with appropriate input and participation from Sl
and EGEP. Data collection in Puntland, Somaliland, and Benadir and
Galmudug project areas began on November 12 and was completed
by December 17, 2016. Sl performed all data analysis.

21 Inagreement with the Fund Manager, the evaluation approach was revised after
the baseline to exclude control schools. It was determined that a control group was
not feasible in the Somali context for reasons of acceptability and security.

22 Maturation bias is the natural, unobservable improvement of learning scores that
comes as a function of aging.

1.2.2 Sampling

In line with the pre-post panel design of the study, at endline Si fol-
lowed up with the same schools and cohort girls from the midline
evaluation to the furthest extent possible. Notable additions to the
sample frame at endline include:

e 299 grade 5 and 6 boys receiving learning tests to note
potential interesting gender differences,

e 56 grade 6 girls in non-intervention schools in Somalil-
and receiving learning tests to approximate a grade 6
benchmark for cohort girls,

e 3 focus group discussions with girls in the Accelerated
Learning Programme (ALP), and

e 9 keyinformant interviews with teachers.

Primary schools: Data collectors followed up with the 112 prima-
ry schools sampled at midline, a subset of the 172 primary schools
in which EGEP carries out interventions. Because of various rea-
sons,?® 24 primary schools were dropped at endline and replaced
with 18 primary schools benefiting from EGEP interventions and
in the same project areas as the dropped schools, amounting to
a total of 106 primary schools sampled (6 fewer than at midline).
At endline, approximately four of five cohort girls were located at
the primary schools; when an in-school cohort girl (ISG) could not
be located after several attempts, she was replaced with a peer in
the same school whose grade and age were as close as possible
to that of the original cohort girl, in accordance with Evaluation
Manager guidance.

Secondary schools: Data collectors set out to test all girls in Form
1 and Form 2 in the four secondary schools from midline. For ease of
logistics, a maximum of 25 girls in each form at each secondary school
were tested, a slight departure from the methodology at baseline and
midline, where all girls in the targeted form were tested. At endline,
four secondary schools were added to the sample to better balance
the number of secondary schools across the three project areas. A
total of 712 secondary learning assessments (336 Form 1, 376 Form
2) were carried out at the eight secondary schools at endline. The
cohort of secondary girls tracked from BL to ML had graduated by
endline and given the addition of several secondary schools, endline
secondary girls' learning scores do not reflect a cohort approach and
should be considered separately from baseline and midline findings.

Households: Because of a change in data collection methodology
at the household level between midline and endline,?* most sam-
pled households at endline were different from those at midline.
Per the original baseline methodology, approximately one-third of
households included a cohort girl who was OOSG at baseline; at
endline, to the extent possible, enumerators followed up directly
with the same households that were successfully recontacted at
midline. Where an original OOSG cohort girl could not be located
in a household, an eligible (aged 8-18) replacement girl was ran-
domly chosen from within the same household using a Kish grid.?
If no eligible girl existed in the household, data collectors searched
for eligible girls in the houses to the left and then to the right of

23 Twenty-four primary schools were dropped at endline because of physical inse-
curity in North Galkayo, South Galkayo, and Qandala, the refusal of a head teacher
to allow data collection at his school, and erroneous school names, which resulted in
duplicate schools. Only 18 schools were replaced, because of insufficient availability
of comparable EGEP schools. Sl added four additional secondary schools to make up
for this discrepancy.

24 At endline, in conjunction with EGEP, S revised its household survey methodology
to target solely the households of cohort girls. At baseline and midline, household se-
lection was done randomly in catchment areas regardless of whether a cohort girl was
living in the household. This methodology was changed to allow for easier linking of
household characteristics and cohort girls. Household findings are no longer compara-
ble among the three data collection periods because of this change in methodology.
25 SWTS Sample Design and Implementation, Module 3 Sampling Methodology, Inter-
national Labour Organization, pp 14-15 978-92-2-121419-9 [ISBN] 2009
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the original household. Where a household of an ISG cohort girl
could not be located for any reason, that girl's household was not
replaced, as doing so would preclude SI from linking girl-level out-
comes with her household-level characteristics. A total of 1,091
household surveys were carried out at endline, of which 166 were
replacements—an attrition rate of 15%. If we consider the 195
households at replacement schools, the effective attrition rate ris-
es to 32%.

Cohort girls: At endline, 1,026 cohort girls received learning tests,
compared to 1,132 at midline. Of endline cohort girls, 178 were
1-for-1 replacements at replacement schools. Of original cohort
girls not at replacement schools (n=848), 163 were replaced; this
constitutes an attrition rate of 18% (Table 6). If we consider the
178 replacement cohort girls at replacement schools, the effective
attrition rate rises to 39%. A total of 106 cohort girls were thus
not replaced between midline and endline for various reasons.?

26 Replacement of 106 cohort girls was not possible because of several factors,
including: schools closing prior to the end of data collection because of violence and
end-of-year schedules; girls unavailable because of end-of-year testing schedules;
refusals of head teachers at some schools to allow data collection; inability to match
midline girls' records to those endline girls.

27 Girls’modules were integrated into the households survey at baseline, separated into
a standalone tool at midline, and reintegrated into the household survey at endline.

28 At baseline and midline, school surveys were conducted at primary and secondary
schools. Given that secondary school data would not be analyzed as part of the eval-
uation, SI conducted school surveys at primary schools only at endline.

29 Includes girls tested in grades 1, 4, and 5 to establish benchmarks for midline.

30 Two focus groups were held in PL and B&G with girls in the ALP program.

Table 6: Targeted cohort sample at endline, by schooling age
No. of schools

School age ] sampled
Lower primary 358 .
(Grades 1-4) 106 primary
Upper primary 613 schools
(Grades 5-8)
Lower secondary 336
(Forms 1 and 2) 8 secondary
Upper secondary 376 schools
(Forms 3 and 4)

Table 7: Reasons for replacements of cohort girls at endline

Reasons for replacements n %
Girl moved away 85 52%
Girl is unknown 45 28%
Girl refused 2 1%
Girl was away during 5%
data collection

Girl's caregiver/HOH refused 6 4%
Girl changed school 5 3%
Girl married 5 3%
Girl was sick 2 1%
Other reason 5 3%
Total 163 | 100%

Table 8: Sample attainment, baseline to endline

Somaliland

BL ML

Benadir and
Galmudug

ML EL

Puntland

EL BL ML BL

Household Survey 1227 1170 1 1091 446 | 456 | 372 525 469 442 256 245 277
Girls" Module?” 669 785 | 1022 | 227 269 | 350 305 342 419 137 174 253
Classroom 780 | 136 | 207 | 258 | 56 | 88 317 36 82 139 44 42
Observation

Head 564 856 | 112 | 224 | 312 | 352 231 352 376 109 192 168
School Visit Survey?® 121 116 1 45 45 42 52 46 42 24 25 22
Learning

Assessment 1548% [ 1131 | 1025 | 510 | 372 | 367 642 438 396 396 321 262
(cohort girls)

Learning

Assessment 0 536 4 0 108 | 104 0 225 200 0 203 178
(bursary girls)

Learning 0 o [209] o | o |123] o 0 116 0 0 59
Assessment (boys)

Mothers FGD 6 6 6 2 2 2 2 2 2 2 2 2
Principals

& Teachers 7 0 9 3 0 3 2 0 3 2 0 3
Fathers FGD* 0 6 0 2 3 0 2 2 0 2 2
Girls FGD 0 9 15 0 3 5 0 3 5 0 3 5
CECKII 7 6 3 2 2 3 2 2 1 2 2
MOE KlI 6 6 2 3 2 4 3 2 0 0 2
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Bursary girls: At endline, S| followed up with girls who received
bursaries (termed “bursary girls”). Using lists of girls provided by
EGEP, SI conducted a random stratified sample of 690 in-school
bursary girls at midline—130 in Somaliland, 280 in Puntland, and
280 in Benadir and Galmudug, administering UWEZO learning
assessments and recording their attendance at school. In order
to gauge effects of enrollment status and receipt of bursary, ap-
proximately half of bursary girls sampled were OOSG when they
received a bursary and half were ISG. To facilitate logistical ease,
only bursary girls who also attended an originally sampled base-
line school were chosen to be sampled. Given that there was no
replacement strategy for bursary girls who could not be located,
data collectors successfully administered learning tests to 536 of
690 sampled bursary girls at midline. At endline, SI formulated a
replacement strategy for bursary girls: prior to data collection, a
suitable replacement bursary girl was identified in a school should
the original bursary girl at that school be unreachable. At endline,
S| carried out 474 learning tests with the same panel of bursary
girls from midline, with an effective attrition rate of 11% among
original schools and a total attrition rate of 25% when considering
replacement schools.

1.2.3 Tools

At endline, Sl employed the same quantitative and qualitative tools
as at midline. Notable differences from midline included:

e Addition of an extended 17-question learning assess-
ment on literacy

e Removal of the standalone girl's module (rather, imple-
menting it in full as part of the household survey)

e Addition of key informant interview guide for teachers/
female mentors

e Addition of focus group guide for adolescent mothers

e |n general, an increased emphasis on qualitative data to
inform quantitative data

A total of 13 tools were used in data collection: Qualitative tools
included a (1) girls focus group discussion (FGD) guide, (2) mothers
FGD guide, (3) fathers FGD guide, (4) Community Education Com-
mittee (CEC) key informant interview (KlI) guide, (5) Ministry of Edu-
cation (MOE) official Kl guide, (6) teacher/female mentor Kll guide,
and (7) adolescent mothers FGD guide. Quantitative tools includ-
ed a (8) household survey, (9) school survey, (10) headcount tool,
(11) classroom observation template, (12) primary school learn-
ing assessment, and (13) secondary school learning assessment.
All quantitative tools were developed and programmed using the
Open Data Kit (ODK) software and hosted online via the SurveyC-
TO platform. Quantitative surveys were implemented in the field
using Samsung smart phones.

Household Survey: At endline, In the catchment areas of the
schools, SI'administered a survey to households that contained
an OOSG cohort girl at midline and to households of ISG cohort
girls. The survey sought to gather information from families about
the cohort girl who lived in the household to better link her ed-
ucational outcomes with household characteristics. The primary
respondent was the caregiver for girls in the household. Ques-
tions captured topics from demographics, personal, economic,
and social questions about the head of household to attitudes
on girls" education. The survey also captured levels of vulnerability
(e.g., disabled or chronically ill household members), attitudes and
expectations regarding education, and how these elements affect-
ed family and educational decision-making. At endline, Sl used the
same household survey from midline, with some modifications.
Household surveys also included an embedded girl's module (a

standalone tool at midline), which was administered to an ISG co-
hort girl at the household.

School Survey: S| administered the same school visit question-
naire from midline, modified with some additional questions on
key EGEP output indicators. The survey captured school-based
factors that may affect the quality of education and appeal of the
school to local girls as well as information on school conditions
such as the number of teachers and classrooms; quality of facili-
ties, including construction materials and electricity; the availability
of water, sanitation, and hygiene facilities and separation of latrines
by gender; teachers' attendance at trainings on education quality
or gender-based issues; and the presence of feeding programs or
interventions from other groups. The survey verified enrollment,
attendance, and test score data of cohort girls, bursary girls, and
selected boys and recorded average enrollment and standardized
test score data at the school. The primary respondent was the
principal or head teacher. School surveys were carried out at 114
schools at endline.

Headcount/Attendance Spot Check: An attendance spot
check (headcount) was conducted of boys and girls in @ maximum
of eight classrooms per school (one per grade). The proportion of
the cohort as well as the overall headcount in attendance identi-
fied through this spot check was compared to the school atten-
dance records kept by teachers or school administrators. The
number and percent difference between the methods were not-
ed. Headcounts were carried out at 112 schools at endline.

Class Observations: A class observation tool supplemented oth-
er data with descriptions of a variety of practices in pedagogy and
classroom management. Data collectors carried out class obser-
vations in a maximum of two classrooms taught by EGEP-trained
teachers in each school. Enumerators observed a class and evalu-
ated teaching practices, giving particular attention to gender-sen-
sitive practices. Enumerators visited teachers twice during the
school day in four 10-minute observation blocks. The observations
were recorded by a single enumerator per classroom, sitting to
the side or in the back of the class to minimize disruption. Class-
room observations were carried out in all schools at endline.

Learning Assessment—Primary Schools: For numeracy, the
endline learning assessment tool was the same as the one used
at baseline and midline. As at baseline and midline, the endline
numeracy assessment was adapted based on the UWEZO (www.
uwezo.net), the East African adaptation of the Annual Status of
Education Report (ASER) Assessment Tool, and was conducted
in Somali. The assessment was chosen for its extensive use in
East Africa as well as its less intensive nature relative to the Early
Grade Reading Assessment (EGRA). The methodology at endline
was slightly different, though. At endline, SI used an expanded
17-question version of the literacy learning assessment tool, as
opposed to the 10-question version used at baseline and midline.
This decision was made in direct response to a high frequency of
literacy ceiling effects observed at midline. Prior to endline data
collection, SI worked with Rl and CARE International's SOMGEP
project to jointly develop and pilot the expanded version of the
literacy assessment. After successful piloting in October 2016, the
assessment was approved and adapted for the EGEP project in
early November and incorporated into the enumerator training.
Like previous data collection periods, at endline the learning as-
sessment was administered orally and individually to all cohort ISG
and OOSG, bursary girls, grade 6 girls in non-intervention schools
(to establish benchmarks), and a select number of boys at schools
or households. At endline, 1,863 primary learning assessments
were administered.
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Learning Assessment—Secondary Schools: S| developed the
secondary learning assessment to follow the themes and skill
types of the primary school testing but with higher level material
and was conducted in English. The material was developed based
on commonly used curricula for secondary schools in Puntland,
Somaliland, and Benadir and Galmudug. Both the numeracy
and literacy modules were piloted in Puntland, Somaliland, and
Benadir and Galmudug prior to baseline data collection and were
refined based on pilot results. The assessment was administered
as a written test in the English language, as English is the language
of instruction in secondary school. More secondary assessments
were conducted at endline to allow for a larger sample size and
thus provide a wider range of learning results. A cohort approach
was used from baseline to midline, though dropped at endline
as girls being tracked had graduated. At midline, 300 secondary
learning assessments were administered in four schools. At end-
line, 713 secondary learning assessments were administered in
eight schools.

Focus Group Discussions: At endline, focus group discussions
with mothers, fathers, and girls (with ISG and adolescent mothers)
provided meaningful programmatic data on perceptions toward
EGEP at the community level, general community support for girls’
education, and important insights on various EGEP output indica-
tors. Selection of school catchment areas in which focus groups
were to be held as well as the selection of focus group members
was done considering logistics and convenience, according to
traveling enumerator teams’ schedules and availability of com-
munity members and students: FGDs were not carried out, nor
were participants chosen, randomly. Focus groups were facilitated
by experienced qualitative interviewers from the data collection
firm who underwent a day-long training prior to field work. Each
FGD or Kl included a paper roster sheet that kept track of import-
ant details such as physical location, number of participants, and
participants’ gender and age, to facilitate subsequent data anal-
ysis. After a focus group took place, qualitative data were tran-
scribed from digital voice recordings and translated into English
by the data collection firm. Transcripts were reviewed for com-
mon themes and responses to questions using Dedoose software.
Key information gleaned from these interviews is synthesized and
presented throughout the report as a means of providing a more
nuanced understanding to the endline study. At endline, qualita-
tive interviewers facilitated 15 girls, 6 mothers, and 6 fathers focus
groups with a total of 162 participants

Key Informant Interviews: At endline, qualitative interviewers
carried out Klls with CEC members, teachers/female mentors, and
key MOE personnel to understand attitudes about girls" educa-
tion, barriers to change, and perceptions of GEC implementation
and management. Klls provided contextual information to inform
and triangulate quantitative data for several key EGEP output in-
dicators. KlIs were stratified across regions. At endline, qualitative
interviewers held a total of 6 MOE, 6 CEC, and 9 teacher/female
mentor Kils.

1.2.4 Quality Assurance

SI considers data quality to be of the utmost importance in all its
evaluation work. To that end, SI has developed a proprietary and
proven Data Collection Toolkit (DCT) as a standard practice for
all impact evaluations. Adherence to this system is governed by
a comprehensive toolkit containing a set of checklists, templates,
and guidelines, including a specialized Stata module developed in-
house for monitoring data quality. Tools are customized to the
unique needs of each project and cover all activities in the IE life
cycle, including: preparation and rapid start-up, fieldwork and data

collection, data management, data quality monitoring, and analy-
sis and reporting. For the midline evaluation, SI utilized its DCT be-
fore, during, and after data collection. Full details on how the DCT
was used during the endline evaluation can be found in Annex 4.

In conjunction with Relief International and Forcier Consulting,
Sl carried out a six-day enumerator training in Hargeisa, Somalil-
and, between November 5 and 10, 2016. Forty enumerators and
supervisors along with two Forcier staff, two SI staff, and two Rl
staff attended the training. The goal of the training was to famil-
iarize the data collection teams with the various quantitative and
qualitative tools and protocols, allow enumerators and team lead-
ers to review and give input to tools, give teams the opportunity
to role play and pilot the tools, and expose the teams to good
and ethical data collection processes. The training included the
following components: quantitative tool review (3 days), quanti-
tative tool role play (1 day), qualitative tool review and role play
for supervisors and female enumerators (1 day), field piloting of
quantitative tools in two school catchment areas (1 day), review of
data collection ethics and the RI Child Protection Policy (1 half day),
and review of data collection protocols and scenarios (1 half day).
Forcier Consulting monitored progress by all enumerators and su-
pervisors to ensure that they adequately understood the Somali
language tools and could implement tools appropriately. In two
cases, Forcier identified enumerators who were weak in language
comprehension. These enumerators were relegated to data col-
lection roles more appropriate to their comprehension levels. Rl
and Sl staff were present at all sessions to ensure that data collec-
tion teams understood the goal of EGEP and the various interven-
tions and to answer any relevant questions.

In addition to the DCT system and the in-country training, SI hired
two local consultants with past evaluation experience to carry out
data quality assurance activities concurrent with data collection.
Traveling independently of one another, the consultants conduct-
ed surprise visits to data collection teams in order to observe data
collection protocols and procedures and provide corrective guid-
ance as needed. Though consultants did not conduct actual data
collection, they were encouraged to participate in qualitative FGDs
and Klls where appropriate and were responsible for reviewing
daily quantitative data submissions on the SurveyCTO online data
platform. Consultants submitted weekly reports on data quality to
Sl.

1.2.5 Data Analysis

Endline data were imported from the SurveyCTO platform and an-
alyzed by Sl using Stata 14 software. Estimation of standard errors
and 95% confidence intervals were adjusted to account for clus-
ter-based sampling at the school level using the svy command.
In cases of attrition, Evaluation Manager (EM) guidelines were fol-
lowed to select replacement units as similar as possible to identify
and to treat replacement observations as endline values for mid-
line observations lost to follow-up.

For most key variables, t-tests were used to determine whether
differences in midline and endline means were statistically signif-
icant. However, for the learning and attendance outcomes of the
selected cohort, panel-based multivariate regression analysis us-
ing the xtreg command was used to test the significance of base-
line-to-midline and midline-to-endline changes while controlling
for basic factors known to be associated with these outcomes.
Bivariate and multiple regression models controlled for key girl,
household, and school-level characteristics as appropriate.



Social Impact

1.2.6 Limitations of the evaluation approach

Prior to endline data collection, SI recognized the potential for
problems to arise before, during, and after endline data collection.
To that end, Sl set forth a plan to mitigate potential risks associ-
ated with factors such as the timing of data collection during the
school calendar, attrition of the original sample, contamination of
the sample, attribution of effects, data quality issues, ethical con-
siderations, child protection, and physical security. As challenges
arose during training and data collection, Sl worked closely with RI
and Forcier Consulting to adapt and/or revise methodology ad hoc
to account for and overcome challenges while maintaining high
data quality and sticking to the set timeline. Despite these actions,
the endline evaluation has a number of limitations that should be
considered when interpreting results. The following table presents
major challenges and limitations faced during the endline evalua-
tion as well as the strategies employed to mitigate the respective
issues.
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Table 9: Summary of limitations, challenges, and mitigation strategies of the endline evaluation

Limitation/Challenge

Mitigation strategy

Timing of
data collec-
tion

Given the endline date for submission of
the final report to FM/DFID, data collec-
tion could not be carried out in February
2017 as originally planned and in line with
the same time period as midline, threat-
ening the comparability of data between
the two time periods. Furthermore, all
data collection needed to be completed
by December 15, 2016, prior to the close
of the school year, a tight timeline com-
plicated by CARE SOMGEP's concurrent
data collection in similar areas.

Working with Forcier Consulting, Sl increased the number of data collec-
tors by 10% over midline numbers and devised a plan to ensure optimal
efficiency of data collector team geographic coverage to ensure that data
collection finished on time. Further, while seasonality has the potential
to lead to variation in and incomparability of learning scores across data
collection periods, after careful consideration, the team determined that
seasonality would have little effect on learning scores, as no new teaching
was expected to happen happened between the end of the school year
in December 2016 and the beginning of the school year in early February
2017. Given that testing of girls happened across a 6-week period at mid-
line and endline, the team analyzed learning data and found no significant
differences in average scores of girls tested at the beginning and end of
data collection.

Attribution

Lack of a control group at baseline ne-
gates the ability to definitively attribute
project activities to observed change.

While it is not possible to have direct attribution without a control group,
the use of learning benchmarks mitigates maturation bias. Otherwise, we
sought to identify other potential external factors that could have led to
change when interpreting results and the likely contribution the EGEP
project made to them. These are discussed in Section 4 of the report.
Where quantitative data provides an incomplete picture, qualitative data
is presented to inform potential findings on the impact of EGEP activities
on program outcomes.

Attrition—
loss of cohort
girls and
households

Attrition levels were over 30% at mid-
line. High attrition rates again at endline
would affect data quality as the sample
becomes smaller and less representative
of the total population.

Forcier Consulting data collection teams employed an extensive recon-
tact protocol that ensured multiple attempts would be made to find an
original girl before she was replaced. Where possible, teams in different
areas coordinated to locate cohort girls. Data collection teams returned
to already-canvassed areas after data collection was complete to fol-
low up with girls who were initially unavailable to be interviewed. Using
these methods, attrition was minimized to 18% at endline (not counting
replaced schools in Galkayo). Sl replaced girls and households closely
following FM 1-for-1 replacement guidance to ensure that new girls and
households were similar to those who could not be located.

Attrition—
loss of
schools

At endline, a total of 28 schools used at
midline were dropped from the sample
because of various reasons. While many
of these schools were replaced, attrition
threatens representativeness of the sam-

ple.

Sl replaced these 28 schools with 22 schools in which EGEP interventions
were taking place since 2013 and which had not been selected for sam-
pling at baseline or midline. To minimize changes in balance of BL-ML-EL
characteristics, the replacement schools chosen were in the same project
areas, and cohort girls were replaced on a 1-for-1 basis. Findings mea-
sured at the school level, particularly attendance, should be interpreted
with caution.

Time delays
and grade 6
girls’ learning
scores

At baseline, Sl collected learning test data
from Grade 4 and 5 girls to establish end-
line benchmarks for Grade 2 and 3 co-
hort girls. Given the GEC extension of one
year between baseline and midline, there
were no data available to calculate end-
line learning targets for Grade 3 cohort
girls who would be in Grade 6 at endline.

At endline, SI planned to collect data on grade 6 girls' learning scores in
two non-EGEP schools per project area in order to create endline targets
for baseline grade 3 cohort girls. Because of security concerns, Sl was only
authorized to collect this data from schools in SL (56 girls in 5 schools
were tested). The resulting learning (numeracy and literacy) targets for
grade 3 girls at endline as well as the total overall targets and project area
disaggregations are thus biased toward SL girls’ learning scores (which
are on average lower than those from PL and B&G). Given this bias, we
do not recommend using this data as baseline or control figures for fol-
low-on GEC activities.

Generaliza-
tion of data
at the project
area level

Because of physical insecurity, all schools,
girls, and households in North and South
Galkayo had to be replaced.

While findings in this report disaggregate at the project area level, fi-
nal findings displayed are not representative of girls, schools, and their
households in North and South Galkayo.

Data quality
—errors

Erroneously programmed questions, par-
ticularly around what a girl does not like
at school, limited SI's ability to analyze key
output indicators.

Sl notes any errors in the respective sections and, where necessary and
appropriate, offers alternative methods of measuring an indicator.

Data quality
—school
register inac-
curacy

School registers were often found to have
data that appeared to be faked or highly
erroneous. This had the potential to skew
results and paint an inaccurate picture of
enrollment and attendance..

At midline and endline, S| relegated school register data to secondary
sources for analyzing key outcome and output indicators. In the case of
attendance, Sl used headcounts. For enrollment, SI used EGEP's official
enrollment numbers at the time of endline.




Ethical
consider-
ations

Four schools—one in Puntland, two in
Benadir and Galmudug, and one in So-
maliland—refused to let Forcier conduct
full or partial data collection activities.
Data was incomplete or not gathered at
all.

Forcier Consulting worked with the local RI office, its counterparts CISP
and ADRA, and local MOE contacts to ensure that data collection activities
were well explained and approved when there was uncertainty within the
community. Through these relationships, the number of refusals were
generally minimized at endline.

Physical
insecurity

Violence in Puntland (Qandala, North
Galkayo) and Benadir and Galmudug
(South Galkayo and Mogadishu) stalled
data collection for several days and in
some cases prevented data collection al-
together. As a result, Forcier Consulting
was not able to conduct data collection
activities in three schools in B&G, and it
was not possible to sample any schools
and Galkayo.

Sl and Forcier Consulting agreed that the security of Forcier's data collec-
tion teams was paramount to data collection. In some situations, teams
could carry out data collection in safer surrounding areas while waiting
for the violence to die down or access school catchment areas via round-
about, safer routes. A small number of girls in the sample were dropped
from midline to endline because of these issues.

School
closures and
erroneous
school
information

Due to misinformation around school
names and/or the end of the year test-
ing schedules, a total of seven schools
at endline closed before data collection
could be carried out. This delayed data
collection in some schools and prevented
Forcier from collecting data in others.

Forcier attempted to conduct as many data collection activities as possi-
ble, focusing first on school surveys, learning assessments, and house-
hold surveys. Forcier worked with principals to locate cohort girls and
their households in the community. As a result, most data collection oc-
curred, though two schools had to be dropped from the final sample.

Inability to
access MOE
in Galmudug

Given physical security concerns in
Galkayo, data collection teams were un-
able to interview MOE officials in Galmu-
dug. Output indicators measured under
Output 3 thus lack information from this
area and are not nationally representa-
tive findings.

Forcier teams successfully collected data from two MOE GFPs each in
Benadir (Mogadishu area), PL, and SL. Though we collect information on
some MOE level activities (IE monitoring), our inability to interview GFPs
in Galmudug means that we are unable to make larger conclusions about
the effectiveness of MOE level interventions there.

Repeated
testing bias

The same initial 10 questions of the learn-
ing assessments were used at baseline,
midline, and endline, which typically pos-
es a risk of children “learning the test” and
naturally performing better the second
time.

This risk is expected to be very low, as baseline and midline learning as-
sessments were retained by data collectors and not left at the schools,
and correct answers were not discussed with children after the assess-
ment. Nine to ten months had passed between midline and endline, and
Sl believed it was unlikely that students remembered the content.

Floor and
ceiling effects

At baseline and midline, floor and ceiling
effects were observed in the learning test
scores, potentially skewing learning re-
sults. At endline, ceiling effects were ex-
pected to be even higher, further limiting
our ability to observe the true changes in
girls’ learning scores.

At endline, in conjunction with Rl and CARE, SI used an expanded,
17-question test for the reading learning assessment. As a result, ceiling
effects were minimized at endline for reading. SI measured the change
in ceiling scores from data collection period to period and displays them
in Table 22 and Table 30. However, as the 17-question test was not used
at baseline or midline, it was not possible to observe progress in learning
over time using the test and consequently, the results from the 17-ques-
tion test have not been taken into account when establishing whether
the project learning targets have been achieved. Ceiling effects were low
on the numeracy assessment in all three rounds of data collection and
did not warrant a modified assessment. Ceiling effects were high on the
literacy assessment, reaching 63% at endline on the standard 10-section
assessment. Ceiling effects were much lower on the extended 17-section
literacy assessment, which reached as high as 31% at endline. Ceiling ef-
fects result in a less accurate picture of average learning scores; more
difficult assessments may be necessary in future rounds of data collection
to paint a clearer picture of improvements in girls' learning.

Biases in
qualitative
data collec-
tion

When analyzing audio transcriptions of
qualitative data collection, SI found that
questions were sometimes asked to par-
ticipants in FGDs and Klls in a leading
manner. Further, the school catchment
areas for FGDs and Kils were chosen
based on convenience sampling, not ran-
dom methods. These biases could lead to
misleading qualitative findings.

Sl worked with Forcier Consulting to identify and rectify transcripts that
needed clarification. To increase the diversity of responses and respon-
dents, Sl increased the number of qualitative events from 36 at midline
to 49 at endline. While methodology to implement FGDs and Klls may
have differed somewhat across data collection teams, all team leaders
received a thorough full-day qualitative training prior to data collection.
Fifteen percent of qualitative events were supervised by SI consultants to
ensure adhesion to protocol. Sl only reports qualitative data in this report
that has been triangulated by multiple sources in different FGDs and Kils.
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2.1 To what extent has the GEC
reached and affected
marginalized girls?

2.1.1 Who did the project target?

According to the definition established at base-
line by the Fund Manager, educationally margin-
alized girls are girls who are out of school or at
risk of dropping out of school. In Puntland, So-
maliland, and Benadir and Galmudug, where the
threat of violence is ever present and high levels
of poverty are the norm, EGEP considers all girls
in the project’s target communities as educa-
tionally marginalized.

Severe marginalization: While EGEP catego-
rizes all girls as marginalized, it also recognizes
deeper levels of marginalization. Certain inter-
ventions, most notably bursary support, are
provided only to girls who meet the standard
of “severe” marginalization, which means they
must fall into one of the following categories:

e Disabled

e From a minority group (ethnically or
clan-based)

e From a female-headed impoverished
household

e Girls affected by displacement (includ-
ing internally displaced, refugees and
returnees).

e Orphans (defined as a child with only
one or no parents alive, though this is
understood differently across project
areas)

e Those in severely conflict affected ar-
eas

Bursary Support: One of the main ways the
project targets the most severely marginalized
is through the provision of bursary support,
the beneficiaries of which all fall into one of the
above categories. In Puntland and Benadir and
Galmudug a significant proportion of the girls
targeted for bursary support were out-of-school
and brought into school through the support.
Over the course of the program, EGEP has sup-
ported 3,890 girls classified as severely margin-
alized across all project areas with bursary sup-
port. While this number is large, there are clearly
far more girls meeting the definition of “severely
marginalized” than the project is able to support.

This report makes an effort wherever possible,
taking into account sample size, to disaggregate
outcome findings by these key sub-groups con-
sidered as severely marginalized, such as or-
phans, IDPs, and girls with disabilities. Refer to
Annex 5 for a full list of targeted sub-groups.

Solar lamps: As with the bursary support, tar-
geting and distributions for other interventions
are made according to need. For solar lamps,
girls in rural areas were the first priority, hence
the largest number distributed in Somaliland

and lowest in B&G. Aside from rural/urban sta-
tus, further criteria for solar lamp distribution
focuses on the poorest girls with lowest access
to electricity, which is often IDPs.

Sanitary kits: Sanitary kits are distributed by
the female mentor at a school, with a large focus
on discretion. In some cases, the female men-
tor leaves the kits in a location where girls can
access whenever they need. In other cases, the
mentors distribute directly to the individual girl.
Kits are distributed to the poorest girls who are
unable to afford to buy kits themselves.

Targeting marginalized boys: Boys will have
benefited from the majority of school level in-
terventions, including but not limited to: school
classroom construction and rehabilitation,
teacher training, CEC training, school feeding,
remedial classes, men and boys' community
workshops, and provision of teaching and learn-
ing materials to schools. While it is recognized
that there are severely marginalized boys, these
groups were not targeted as part of this project
as resources available were focused on severely
marginalized girls.

2.1.2 Description of the sample
Schools (Table 10)

Contributions and support: Non-cash contri-
butions from CECs remained largely constant
from midline to endline on average, though
with variation when disaggregated by project
area. Schools in Somaliland reported increased
non-cash contributions from 7% to 24%, while
Puntland and Benadir and Galmudug showed
between 9 and 14 percentage points decreases.
Cash contributions from CECs decreased by 10
percentage points on average from midline to
endline across all project areas.

Monetary support from families increased from
5% at baseline to 16% at endline. Incentives for
teachers also increased across all project areas,
from 31% at baseline to 33% at midline to 48%
at endline. Schools with solar lamps significantly
increased from midline at 28% to 75% at end-
line, with Somaliland marking the highest at 95%
at endline and Puntland seeing a 50 percentage
points increase. The increasing trend for girls re-
ceiving scholarships continued across all project
areas, from 27% at baseline to 87% at midline
and 93% at endline. At endline, Somaliland had
the highest percentage in this category, at 98%.

Classroom setting: Number of teachers per
school gradually increased from 8.5 at baseline
to 12.4 at midline to 13.4 at endline on average.
Numbers of female teachers increased from 2.2
at baseline to 3.7 at endline. Th number of pupils
per teacher remained relatively constant from
baseline to endline, slightly decreasing from 28
to 27. Puntland and Somaliland had the lowest
pupil to teacher ratio at 25 each, compared to
35 in Benadir and Galmudug.
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Safety: At endline, less than 8% of caregivers (n=80) expressed
that it was fairly or very difficult or unsafe for a girl to get to school.
When it came to reasons for these difficulties, 90% of those care-
givers indicated that they were due to long distances, 21% said
they were due to harassment by other children, and 11% cited
harassment from other adults. At endline, 5% of caregivers indi-
cated that a girl had had a bad or dangerous experience or ex-
perienced harassment while traveling around her community in
the past year. Nine percent of all caregivers at endline stated that
there had been violence at a girl's school in the past year. Disag-
gregated by project area, this was 18% of caregivers in B&G and
6% of caregivers in each of Puntland and Somaliland.

Infrastructure: Despite the increase in access to water from
baseline to midline to endline, at endline, schools in Somaliland
(which are substantially more rural than the other project areas)
displayed significantly poorer access to water compared to other
project areas, with 69% having access to reliable water compared
t0 91% in Puntland and 86.3% in Benadir and Galmudug. This was
also the case for access to electricity: at endline, 26.2% of schools
in Somaliland recorded having reliable access to electricity, which
was an increase from baseline at 19% and midline at 9.3%. How-
ever, this was in stark contrast to 48% and 50% of schools in
Puntland and Benadir and Galmudug, respectively, that reported
reliable access to electricity at endline. While more schools had ac-
cess to reliable electricity in Puntland and Benadir and Galmudug,
they also showed a decreasing trend from baseline to midline to
endline in their access to reliable electricity. Across data collec-
tion periods, there was an increase in schools having only cement
floors, from 21% at baseline to 87% at endline. Separate toilets by
gender became more available with an increase in the number
of toilets available for girls from 1.8 at baseline to 3.7 at endline
on average across all project areas. Somaliland saw the largest
increase in this category, with 5.4 toilets on average at endline, up
from 3.3 at midline and 1.6 at baseline.

Households and cohort girls (Table 11)

Because of different sampling and data collection methodology,
findings of the endline household survey cannot be compared to
those at baseline and midline, except in the case of 371 O0SG
households followed across the three time periods (approximate-
ly 34% of the sample). Despite this, there were general trends and
comparisons observed across the three project areas. At endline,
1,091 household surveys were conducted, of which 166 were “re-
placements,” or households of girls who were randomly selected
in school to replace an original cohort girl and her household if
she could not be interviewed. Fourteen percent of households
(n=128) stated that there was a former household member under
18 who no longer lived at home. Of these household members
who left, 45% were female (n=57). The major reasons for female
household members under 18 leaving were for educational pur-
poses (21%), marriage (189%), migration (18%), and to help elderly
and other family members at home (16%).

Attitudes around girls' education: Across all project areas,
households expressed an overwhelming support for girls" educa-
tion, with 97% responding that it is usual to send girls to schools;
89.2% responding that it is common in the community to send
girls to school; and 81% responding that, over the course of the
project, the communities have become more encouraging for girls'
success in schools. Awareness-raising activities on girls' education
were heard or witnessed by 37% of caregivers.

Households' economic characteristics: 65% of households ex-
pressed difficulty with affording girls’ education. Specifically, 76%

of households in Benadir and Galmudug expressed great difficul-
ty with affording girls' education, compared to 51% in Puntland
and 69% in Somaliland. This was consistent with the flow of cash
income into the households, as 63% in Benadir and Galmudug
have recorded that they do not receive cash income for 10 days or
more. These percentages were lower in Puntland and Somaliland,
at 46% and 48%, respectively. In contrast to the 29% of house-
holds that have either TV or radio, on average 91% of households
had a working phone across all project areas.

Head of household (HOH) characteristics: 36% of selected
girls’ mothers were present in the household, compared to 63%
of selected girls' fathers. Aside from households in Somaliland,
35% of which were urban, most households surveyed were from
urban areas, with 75% in Puntland and 88% in Benadir and Galmu-
dug. A majority of the heads of the households were literate, with
Somaliland marking the lowest at 47% and Benadir and Galmu-
dug the highest at 66%. This was consistent with the percentage
of heads of households who attended madrassa, as Somaliland
had the lowest percentage of heads of households who attend-
ed madrassas at 50%, as opposed to 80% in Puntland and 73%
in Benadir and Galmudug. This was also consistent with the per-
centage of heads of households who received some secondary
education, with Somaliland recording the lowest at 11%, Puntland
at 14%, and Benadir and Galmudug at 22%.

Cohort girl characteristics: Nine percent of cohort girls are or-
phans. The average age of a cohort girl was 12.7, and the range
was from 6 to 18. The average cohort girl started school relatively
late: at 8.0 years of age, though this was as young as 7.5 years in
Somaliland and as old as 8.8 years in B&G. The average cohort
girl spends 5.0 hours per day in school, ranging from 4.8 in PL
and B&G to 5.4 in SL. On average, a cohort girl spends 2.8 hours
per day on household chores, ranging from 2.1 hours per day in
Somaliland at the low end to 4.2 hours per day in B&G. Fourteen
percent of caregivers stated that time spent at home on chores
stopped a girl from going to school (highest in B&G at 22%) and
18% said that it affected the amount of time she spent on her
homework (highest in B&G at 26%). When asked if there was any-
thing else that made it difficult for a girl to work at home, 52% of
caregivers said yes: 36% cited a lack of electricity/light, 14% cited a
lack of help or support, and 10% cited a lack of writing materials.

Girls receiving bursaries: The average age of bursary girls at
endline was 13.3, ranging from 5 to 18. The majority of bursary
girls were between grades 3 and 8, with 19% of girls in grade 8
and 15% of girls in grade 3. Non-bursary girls were, on average,
12.1 years old, with ages ranging from 6 to 18, and the majority of
these girls were in grades 2 to 5. Of all girls that received bursa-
ries in EGEP, approximately 44% were OOSG when they received
a bursary and 56% were ISG; the final endline sample of bursary
girls was approximately half ISG and half 0OSG when receiving a
bursary.

2.1.3 How well were target groups reached?

Interventions that targeted specific girls included: Bursary sup-
port; provision of school uniforms; remedial classes; provision of
solar lamps; provision of sanitary kits, Accelerated Learning Pro-
gramme classes.

Bursary support: Both in-school and out-of-school severely mar-
ginalized girls were identified through a process involving three
parties: an EGEP consortium staff member, the Community Edu-
cation Committee, and a Ministry of Education official. CECs were
trained in how to identify the girls and the set criteria to use in
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Social Impact

Table 11: Descriptive statistics of sampled households at endline

Total Puntland Somaliland GZ?&audrirdﬁ(g
Mean ] Mean ] Mean n Mean
HH found in IDP camp (%) 1091 93 442 18.8 372 3.0 277 2.9
Percent urban 1091 65.0 442 75.6 372 34.9 277 88.4
HH has functioning TV or radio (%) 1070 28.7 438 24.9 368 24.2 264 413
HH has any kind of working phone (%) 1073 91.2 438 89.3 368 91.8 267 93.6
HH makes payments to somebody to live in house (%) 957 236 376 29.8 344 11.0 237 32.1
HH has access to electricity (%) 1069 59.5 434 63.1 368 54.9 267 59.9
HH is in a safe neighborhood (%) 1077 92.6 440 93.6 367 89.9 270 94.4
Q)\/c(eart&i]gr? years of residence a HH has spent at current 1072 124 438 16 364 140 270 118
HOH attended madrassa (%) 1067 67.7 436 80.1 364 49.7 267 73.4
HOH literate (%) 1072 59.0 439 64.5 368 47.3 265 66.4
HOH has some completed secondary education (%) 1036 14.9 429 135 351 1.4 256 219
grl—oiun;e(gzgjer is part of a school committee or education 1074 74 437 69 368 101 269 45
;ﬂs,wétdhugiﬁ)ggvﬁtﬁ’g%:Safyggfa ; radio messages on | 797 | 295 | 283 | 339 | 281 | 270 | 233 | 270
HH with a caregiver who is satisfied with a school's:
Classrooms (%) 983 92.7 403 96.8 331 86.4 249 94.4
Toilets (%) 898 80.3 342 91.2 320 753 236 71.2
Textbooks (%) 893 853 355 952 330 79.4 208 77.9
Teaching (%) 980 92.4 400 96.5 332 83.1 248 98.4
Cohort girl's mother is member of HH (%) 1076 86.4 439 86.6 367 87.5 270 84.5
Cohort girl's father is member of HH (%) 1073 63.3 439 60.1 366 68.6 268 61.2
Proportion orphan (%) 1091 9.2 442 10.2 372 9.7 277 6.9
Cohort girl is literate (%) 1076 89.1 440 93.6 368 833 268 89.6
SH;(])gclii(gz)tes that it is difficult to afford for girl to go to 1013 64.8 418 69.4 342 50.9 553 759
Cohort girl received a bursary in past 3 yrs (%) 1070 279 437 27.7 364 26.1 269 30.9
ﬁg?%rfnﬁ'yr'tgeé‘?yvf Sscohrgglt(yo/i’)e of help from outside of | yogs | 445 | 434 | 145 | 364 | 99 | 267 | 195
% cohort girl received tutoring 827 22.2 308 15.6 284 23.6 235 294
Average time cohort girl spends on daily chores (hrs.) 914 2.8 390 2.7 323 2.1 201 472
Cohort girl has reeceived solar lamp in the past year (%) | 838 16.5 319 13.2 284 29.9 235 4.7
Average age cohort girl first started school (years of age) [ 1014 8.0 420 7.8 341 7.5 253 8.8

identification. Out-of-school girls were initially identified through
door-to-door visits conducted by the CECs. In-school girls were
initially identified through CECs in conversations with teachers
and head teachers. All girls identified for support were verified by
each of the three parties and a profile with photograph was made.
The project aimed to continue to support the same girls through
the life of the project and their attendance was monitored on a
monthly basis.

School uniforms: School uniforms were provided for in-school
girls considered at risk of dropping out of school without the provi-
sion of this safety net. In partnership with teachers, the CECs were
responsible for identifying the girls most in need of the uniforms.

Remedial classes: Remedial classes were provided for boys and
girls who were falling behind their peers in learning. The teachers
identified the children in their classes most in need of the addi-
tional coaching. They also made use of the children’s exam grades
to prioritize those who were most in need of the remedial classes.

Solar lamps: CECs in partnership with teachers were responsible
for identifying the girls most in need of solar lamps to enable them
to study in the evenings. Based on midline findings, any remaining
solar lamps were distributed to girls in rural areas and IDP camps.
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Sanitary kits: Sanitary kits were provided to all girls of the ap-
propriate age (generally in grade 6 and above). In response to
midline findings and ongoing project M&E findings, distributions
in the final year focused particularly on girls in rural areas and IDP
camps. Female teacher mentors were responsible for the provi-
sion of the kits to specific girls, along with accompanying menstru-
al hygiene management information. It is important to note that
girls were not always given the kits directly. To avoid any potential
embarrassment, discreet approaches were utilized wherever pos-
sible. For example, in many schools, the female teacher mentor
explained to the girls that the sanitary kits would be stored in a
particular office cupboard that they could access whenever they
wished without having to ask necessarily.

Accelerated Learning Program classes: This activity targeted
out of school young mothers and girls who had married early. The
CECs were responsible for identifying the girls who wanted to ac-
cess these non-formal classes. However, the activity initially start-
ed as a large group of girls who proactively approached EGEP staff
themselves and expressed the desire for support to learn.

Minority Groups: One particular subgroup that presented prob-
lems for targeting are those from minority groups- both ethnic
and clan-based minorities. Discussing clan minorities is largely a
taboo topic and controversial to raise. Minority groups are known
to face additional barriers, often facing discrimination, however
the problem is largely hidden. EGEP found that girls in minority
groups didn't like to be seen or labeled as a minority for fear of the
stigma attached.

The identification process for bursary beneficiaries was adapted
to address this challenge. While CEC members were involved in
the identification process for all girls, they were particularly crucial
in the case of identifying minority girls for bursaries. Project staff
and MoE officials relied on the local knowledge of the CECs — who
know the girls and the families best— and were therefore able to
identify the appropriate girls to support without causing any
shame or embarrassment to the girls themselves.

Dropouts: ALP and remedial courses target a combination of girls
who have either dropped out of school or never had the chance to
g0 to school. Reasons for girls dropping out of school are myriad;
quantitative analysis for dropouts was very limited at endline due
to the fact that only 3% of girls in households (a total of 33 girls) fit
into the definition of a “dropout” (they had gone to school the pre-
vious year but were no longer enrolled). Further, on average 4.3%
of girls in a school (9 girls per school on average) had dropped
out at endline. These small sample sizes precluded our ability to
make larger generalizations on dropouts, However, given quali-
tative findings on bursary dropouts and findings on the reasons
for replacement of cohort girls (Table 7), we can extrapolate that
the primary drivers of dropouts are migration to other areas and
household financial pressures.

2.2 What imgact has the project had on
marginalized girls' learning?

2.2.1 What impact has the project had on
literacy outcomes?

2.2.1.1 Methodology and design

As at baseline and midline, the endline literacy assessment was
adapted based on the UWEZO (www.uwezo.net), the East African
adaptation of the Annual Status of Education Report (ASER) As-
sessment Tool, and was conducted in Somali. The assessment
was chosen for its extensive use in East Africa as well as its less

intensive nature relative to the Early Grade Reading Assessment
(EGRA). At baseline, SI modified the open source UWEZO literacy
tests so that they were appropriate to the Somali language and
context and secured approval from the MOE to use the UWEZO.
The endline testing approach was also the same as at baseline
and midline, with literacy assessments being administered orally
and individually at school for all cohort and bursary girls who were
enrolled at the time of endline, and the test was administered at
the girl's home if the girl was not enrolled at endline.

Due to a high frequency of ceiling effects observed on the litera-
cy assessment at midline, Sl used an expanded 17-question ver-
sion of the literacy assessment tool at endline, as opposed to the
10-subsection version used at baseline and midline. The first 10
subsections were the same throughout the three time periods,
but an additional seven reading and listening comprehension sub-
sections were added at endline. Prior to endline data collection, S
worked with Rl and CARE International's SOMGEP project to jointly
develop and pilot the expanded version of the assessment. Af-
ter successful piloting in October 2016, the assessment was ap-
proved and adapted for the EGEP project in early November and
incorporated into the enumerator training. This extended literacy
test was used for all cohort and bursary girls regardless of their
age or grade. Further, Sl tested a small sample of 299 boys across
the sample schools so that comparisons could be made between
boys and girls.

The literacy section of the learning assessment included 17 Soma-
li reading subsections (See Annex 8). The subsections consisted
of two sections on letters, one on sounds, two on words, two on
reading sentences, and 10 on reading and listening comprehen-
sion. Each subsection has four questions, and the subsection is
scored as “0" for incorrect or else “1” for correct if the child gets
at least three out of four of the subsection’s questions right, for
a maximum of 17 points. The assessment is designed such that
questions become increasingly difficult as the assessment pro-
gresses. The original UWEZO assessment is conducted in a way
that the student can only progress to the next section if she or he
successfully completes the previous section. The adapted learning
assessment used in this evaluation is administered differently, so
that students complete all questions from start to finish, before
the final result is recorded. Figure 6 shows the breakdown of the
subtasks for the reading assessment, including the number of
questions.

For comparison purposes, the literacy findings below are present-
ed out of 10 total points, given that the literacy assessments at
baseline and midline were conducted based on a test out of 10.
Endline scores out of the 17-subsection extended test are pre-
sented after these comparisons. Midline literacy scores were com-
pared to target scores that incorporated the baseline benchmark
score plus a 0.2 standard deviation improvement over girls who
were in grade 4 at baseline (comparison to cohort grade 2 girls
expected to have aged into grade 4 at midline), grade 5 at baseline
(comparison to cohort grade 3 girls), and grade 1 girls (compared
to cohort OOSG). This one-year difference used to set the bench-
mark for OOSG reflects the fact that OOSG who enrolled did not
necessarily do so within one year of the baseline. An argument
could be made for using a more restrictive grade 2 benchmark. For
endline, these benchmarks were calculated based on the baseline
benchmark score plus a 0.2 standard deviation improvement over
girls who were in grade 5 at baseline (comparison to cohort grade
2 girls expected to have aged into grade 5 at endline), grade 6 at
baseline (comparison to cohort grade 3 girls), and grade 2 girls
(compared to cohort OOSG).
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2.2.1.2 Findings

At midline, a total of 1,508 girls completed the primary school
learning assessment. This included 482 girls receiving bursaries
and 1,026 girls not receiving bursaries. The average age of the
cohort group was just under 13, with ages ranging from 5 to 18.
Cohort girls were also asked a few questions about their house-
holds to provide a snapshot of their demographics and as poten-
tial data for further analysis. Nearly all (over 99%) of the girls speak
Somali at home. The majority (66%) live with both of their parents,
while 23% live with their mother only and nearly 9% are orphans
(defined as not living with either parent). When asked about their
parents’ occupations, girls reported a wide variety of occupations
for their fathers, with the plurality (8.3%) being a salesperson or
service worker. Over half of girls reported their mother's main oc-
cupation as being domestic chores inside the home. Further, a
large portion of girls reported low levels of education within the
household: nearly 40% of girls' fathers have no schooling, while
only 13% have completed some or all primary education and 4%
completed senior/upper secondary school. Lack of education is
more common for mothers, with over 50% of girls reporting that
their mothers have completed no schooling; but, nearly 17% of
mothers have completed some or all their primary education.

Finally, most schools' primary language of instruction was Soma-
li (near 90%), while only 8% of schools' primary language of in-
struction was English, making the difference not notable. When
it comes to who has authority over school curriculum, 64% of
schools' curriculum is controlled by the regional government and
national government (32% each), while 13% of schools' curriculum
is determined by the head teacher.

Using data from classroom observations, there is considerable
room for improvement among critical teaching styles. The major-
ity of students (84%) spent most of the time copying directly from
the board. Only 17% of teachers used student-centered activities
or games at any point during the observations, while only 33% and
32% of teachers asked open-ended questions that encourage crit-
ical thinking and questions that ask for student opinions, respec-
tively. Less than half of teachers (44%) called on or actively tried
to involve students who were not participating. Improving upon
these practices may improve students’ learning performance.

Of the 423 baseline OOSG recontacted or replaced at midline, 371
were retested at endline. Of these 371, 346 (93%) were enrolled
in school at the time of endline. This is an improvement from mid-
line, where 75% of baseline OOSG girls were enrolled in school.
Figure 2 below shows the distribution of grades that these 346
girls are enrolled in at endline and the endline grades of all cohort
girls and bursary girls. The plurality of the baseline OOSG (18.3%)
were enrolled in third grade; 16.2% were enrolled in fourth grade,
and 13.7% were enrolled in second grade. Less than 25% enrolled
in grades six, seven, and eight. It is important to consider the age
OO0SG were at baseline, as a young baseline age may imply that
a girl had naturally enrolled at midline or baseline rather than be-
cause of EGEP interventions. Figure 3 shows that overall, most out
of school girls were between the ages of 7 and 11 at baseline, a fact
that suggests that natural aging into first-time school enrollment
was not responsible for observed rates of enrollment for baseline
OOSG. This argument is strongest in Benadir and Galmudug, where
the average age of OOSG girls at baseline was 8 to 13. Somaliland
had the youngest girls; however, the majority were still ages 6-8 at
baseline—old enough to have already enrolled in school.

Changes in literacy scores from baseline to endline: Over-
all, scores from the literacy learning assessment improved from
baseline to midline and from midline to endline for each group of
cohort girls (out of school, grade two, grade three, and overall) as
well as in each project area. Given the two years between baseline
and midline and the additional year between midline and endline,
this was expected. When it came to literacy targets, all midline
groups except for OOSG did not surpass their respective targets
set for literacy. At endline, no subgroup of girls passed its target in
literacy, though they came very close.
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Figure 2: Endline grades of baseline cohort and bursary girls
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Figure 3: Baseline ages of baseline 00SG

Baseline to midline literacy scores: Girls' mean literacy scores
improved from baseline to midline at an even greater rate than
did numeracy scores, though girls overall fell short of the midline
target by 0.8 points out of 10. Girls who were out of school at
baseline improved the most, with their scores improving from 1.5
at baseline to 5.9 at midline (an increase of 4.4 points out of 10).
Girls who were in grades two and three at baseline also improved
notably, with grade 2 girls increasing to a mean of 8.1 points and
grade 3 girls increasing to a mean of 8.2 points (Table 12). When
compared against midline targets, all groups and subgroups fell
short of their respective targets, except for OOSG, which sur-
passed theirs by nearly one full point. Average literacy scores
disaggregated by project area followed the same trend, with girls’
scores improving from baseline to midline but falling below the
midline targets. Puntland came the closest to reaching its bench-
marks, with Somaliland being the furthest away.
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Figure 4: Literacy trends by cohort subgroup, Figure 5: Literacy trends by cohort subgroup,
baseline to midline baseline to midline
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Table 12: Cohort girls' literacy scores, baseline to midline

. A from ML .
Learning Baseline Midline BL to Proportion ML

cohort ML p-value t-value target oftarget target
subgroup met ERH

Mean Mean Mean

Total 1025 5 0.2 | 1025 7.3 0.2 23 0.0000 16.62 8.07 0.90

00SG/
G1
00SG 371 1.5 0.2 371 5.9 0.3 4.4 0.0000 17.50 4.81 1.23 mean at
baseline
+0.2 of

G4
mean at
baseline
+0.2 of

G5
mean at
baseline
+0.2 of

Mean of
grades
1,4, and
5atBL
plus 0.2
SD

Mean of
grades
1,4, and
5atBL
plus 0.2
SD

Mean of
grades
Benadirand [ 505 | 45 | 04 | 262 78 | 04 3 0.0000 9.99 8.60 0.91 1,4, and
Galmudug 5atBL
plus 0.2
SD

Grade 2 334 6.2 0.3 334 8.1 0.2 1.9 0.0000 9.02 9.37 0.86

Grade 3 321 7.7 0.2 321 8.2 0.2 0.5 0.0315 2.16 9.74 0.84

Puntland 396 6 0.3 396 8 0.2 2 0.0000 9.13 8.62 0.93

Somaliland 367 4.1 0.3 367 6.2 0.2 2.1 0.0000 9.82 7.15 0.87
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Table 13: Cohort girls’ literacy scores, midline to endline

Learning
cohort
subgroup

Midline Endline

EL

n mean SE mean SE

Total 1025 7.3 0.2 | 1025 8.2 0.1 0.9

A from
ML to p-value t-value

Propor-

tion of

target
met

Endline
Target

Endline
target basis
mean

Mean of
grades 2, 5,
and 6 at BL +
0.3 SD, weight-
ed by propor-
tion of grades
by cohort

0.0000 | 81770 8.59 0.95

00SG 371 59 03] 371 6.9 0.2 1.0

00SG/G2
mean at BL +
0.3 of grade 2
SD at baseline

0.0000 | 5.1045 7.45 0.93

Grade 2 334 8.1 02| 334 8.9 0.1 0.8

G5 mean at
BL+ 0.3 of of
grade 5 SD at

baseline

0.0000 | 5.0259 9.92 0.90

Grade 3 321 8.2 0.2 | 327 8.9 0.2 0.7

G6 mean at
BL+ 0.3 of
grade 6 SD at
baseline

0.0000 | 4.1210 9.61 0.93

Puntland 396 0.2 | 396 8.5 0.2 0.5

Mean of
grades 2, 5,
and 6 at BL +
0.3 SD, weight-
ed by propor-
tion of grades
in cohort

0.0022 | 3.0813 9.33 0.91

Somaliland | 367 6.2 02| 367 7.4 0.2 1.2

Mean of
grades 2, 5,
and 6 at BL +
0.3 SD, weight-
ed by propor-
tion of grades
in cohort

0.0000 | 6.4315 7.86 0.94

Benadir
and
Galmudug

262 7.8 04 | 262 8.9 0.2 1.1

Mean of
grades 2, 5,
and 6 at BL +
0.3 SD weight-
ed by propor-
tion of grades
in cohort

0.0000 | 4.5256 8.87 1.00

Midline to endline literacy scores: Similar to midline, girls' aver-
age literacy scores increased from midline to endline. Overall, girls
scored under their literacy targets at endline (8.2/8.5). Disaggre-
gated by baseline cohort grade, girls did not pass their respective
targets, with grade 2 girls scoring the furthest from their target
(8.9/9.9). Out of school girls’ average literacy scores were the clos-
est to their endline target, missing it by 0.55 points, and grade 3
girls missed it by 0.7 points. When disaggregated by project area,
only girls in Benadir and Galmudug met their respective endline
targets, while girls in Somaliland were 0.46 points away from their
target and girls in Puntland missed their target by 0.83 points out
of 10.

31 Endline Grade 3 targets were calculated using grade 6 girls' scores collected at
endline in 5 non-EGEP schools in Somaliland. Sample sizes were small and limited to
one project area; Sl urges caution in generalizing grade 3 targets to all cohort girls.
These grades are factored into the total endline target and the endline target of each
project area.

Endline literacy scores out of 17: It should be emphasized that
the majority of girls scored beyond 10, which was to be expected
given that at midline, approximately 55% of girls scored perfectly
on the literacy learning assessment, and 63% did so at endline.
Endline literacy scores out of 17 (using the extended literacy test)
are presented in Table 14. Overall, girls scored an average of near-
ly 12 points out of 17 on the extended literacy test. Even OOSG
scored nearly 10, with 9.7 points. Girls in Benadir and Galmudug
scored the highest, with 13.5 points, and girls in Somaliland scored
the lowest, with 10.5 points. This upward trend is further highlight-
ed below in Figure 6 and Figure 7, which present the distribution
of girls’ literacy scores across the reading subtasks. Girls scoring
a perfect 10 out of 10 increased from 32% at baseline to 55% at
midline and 63% at endline. Further, when looking at girls' scores
on the extended literacy test out of 17, 40% of girls scored 17 out
of 17. This is notably positive, particularly given that points 7-17
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Figure 6: Distributions of literacy scores by at baseline, midline, and endline (endline out of 10)
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Figure 7: Distribution of literacy scores at endline (out of 17)
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Table 15: Secondary girls’ literacy scores, baseline to midline

Learning cohort ML

Target

A from
BL to ML

subgroup

90% 100%

ML
Target Basis

Forms 3 &
Forms 1 & 2 4 mean at
(baseline) baseline +
Forms 3 & 4 209 146 6 300 16.1 2.2 15 17.6 02 of Forms
(midline) 3&4SD at
baseline

focus on reading and listening comprehension, meaning that girls
are developing and mastering the reading skills to become inde-
pendent readers.

Learning cohort

subgroup n

Table 14: Cohort girls’ literacy scores, endline (out of 17)
Endline (out of 17)

Mean SE

The distribution of scores on the literacy test offers further insight

into how girls are progressing toward becoming independent Total 1,025 113 0.2

readers. As Figure 6 and Figure 7 show, zero scores decreased | OOSG 371 9.7 0.4

drastically from over 30% at baseline to less than 5% at endline. Grade 2 334 3 03

Further, girls scored higher at endline on the more difficult sub- radge ! :

tasks, such as reading and listening comprehension. Grade 3 321 133 0.3
Puntland 396 12.2 03
Somaliland 367 10.5 0.4
Benadir and Galmudug 262 135 04




Social Impact

Secondary girls’ literacy scores: Table 15 and Table 16 present
literacy scores for secondary schools. At baseline, scores for forms
1and 2 are presented, and at midline, scores for forms 3 and 4 are
presented to show progression from baseline to midline, keeping
in mind that this group of girls is not the same girls were tested
between the two periods. However, at endline, given that Form 3
and 4 girls had graduated and EGEP activities directly target Forms
1 and 2, only scores for forms 1 and 2 are presented. For these
reasons, comparisons are not made between midline and endline.

Overall, secondary school girls improved from baseline to mid-
line in literacy. This improvement was by about 1.5 points out
of 32. Secondary girls did not meet the midline target in literacy
at midline. At endline, secondary girls scored an average of 13.4
points out of 32. Girls in form 1 scored an average of 13 points,
while girls in form 2 scored an average of 13.8 points, showing
an upward trend in scores as girls progress through secondary
school. Further, the secondary assessment is conducted in English
and is purely reading and listening comprehension based; thus,
this upward trend in scores is a positive sign that girls are learn-
ing and understanding English. However, girls scored nearly 2.5
points below the endline target, showing that room for improve-
ment remains. Worryingly, secondary girls (Form 1 and 2) at end-
line scored 1.2 points worse than Forms 1 and 2 did at baseline,
though the sample was very different between the two periods.
While the sample size is much larger at endline, the small number
of secondary schools sampled across all periods (5 at BL; 4 at ML;
8 at EL) limit our ability to make larger generalizations. Floor and
ceiling effects were negligible, with less than 1% of secondary girls
scoring zero and no secondary girls scoring perfectly.

Table 16: Secondary girls’ literacy scores, endline

Learning

Endline EL target
cohort $
subgroup Target basis

Forms 1 &
Forms 2 mean at
182 712 | 134 0.6 15.8 baseline + 0.2

of Forms 1 & 2
SD at baseline

2.2.1.3 Subgroup analysis

Boys' endline literacy scores: On average, boys scored slightly
higher than girls overall and higher or the same when disaggre-
gated by project area. On the 10-question test (Table 17), mean
scores reached 9.5 points overall, 0.1 points higher than girls at
endline. Boys in Puntland scored the highest, with an average of
9.8 points, 0.1 points higher than endline girls in Puntland. Boys
in Somaliland scored the lowest, with 9.2 points, 0.2 points high-
er than endline girls in Somaliland. There was no notable differ-
ence between boys' and girls' scores when scores were broken
down by grade, with boys in grade 5 scoring an average of 9.3
points and boys in grade 6 scoring an average of 9.8 points out
of 10. Boys' scores were high when using the extended test out
of 17 which, like girls, was to be expected given that ceiling effects
reached 82.3% on the literacy test scored out of 10 and 48.2% on
the extended literacy test scored out of 17. Overall, boys scored
an average of 14.8 points and reached as high as 15.8 points in
Benadir and Galmudug (Table 18). There was a slight difference
when broken down by grade, with boys in grade 5 scoring an aver-
age of 14.3 points and boys in grade 6 scoring an average of 15.6
points out of 17, meaning that boys are successfully progressing
toward becoming independent readers. Given that sampled boys
were in grades 5 or 6 only, boys’ scores were compared to the
scores of cohort girls who were in grades 5 and 6 as well. Boys

and girls performed similarly on the literacy test out of 10, with
boys scoring only slightly higher than girls overall and scoring the
same in Benadir and Galmudug. On the extended test, boys out-
performed girls at a greater magnitude, with the difference be-
ing the greatest in Somaliland (boys scored 13.9 points while girls
scored 13.1 points).

Recontacted versus replacement girls' literacy scores:
There was no notable difference in overall or cohort grade-dis-
aggregated mean scores between girls who were recontacted at
endline and girls who were replaced at endline. There was a slight
difference when disaggregated by project area, though. Somalil-
and had the largest difference, with recontacted girls scoring an
average of 7.5 and replaced girls scoring an average of 6.8; girls in
Puntland had the smallest difference, with recontacted girls scor-
ing 8.6 and replaced girls scoring 8.1. The differences between
the two groups of girls was slightly more notable when looking at
scores on the extended literacy test out of 17. Overall, recontacted
girls scored an average of 12 points out of 17 while replaced girls
scored an average of 11.6 points. It should be noted here that “re-
placement” girls do not include replaced Galkayo schools.

Literacy scores of ISG and 00SG: Comparisons were also made
between girls who were enrolled at the time of endline (ISG) and
girls who were not enrolled at endline (OOSG). However, it should
be noted that nearly all cohort girls were enrolled at the time of
endline, making the sample too small for significant comparison,
so these comparisons should be taken lightly. The difference in
scores between ISG and OOSG is high, with ISG scoring an average
of 8.4 points out of 10 and OOSG scoring an average of 3 points.
When using scores from the extended literacy test out of 17, ISG
scored an average of 12.2 points out of 17, and OOSG scored only
3.4 points.

Other key disaggregations: The evaluation team also disag-
gregated learning scores by urban/rural schools, schools in IDP
camps, drought-affected schools, and conflict-affected schools.
Scores were further disaggregated by girls' orphan and non-or-
phan status. Figure 8 below presents scores from baseline to
midline to endline for the location-based data (urban/rural, IDP,
drought-affected, and conflict-affected). In all groups, girls’ literacy
scores improved from baseline to midline and midline to endline,
but the differences were most notable among different groups.
The Shapley decomposition (Figure 52) shows that student and
household-level characteristics along with unobservable proj-
ect-area-level characteristics explain nearly two-thirds of the vari-
ation in literacy (10 and 17-question) scores. Therefore, hypothe-
ses set forth in the following sections on why certain groups score
better than others should be taken with caution.

Urban and rural schools: \When disaggregated by urban and ru-
ral schools, the improvements were most notable in urban schools
from baseline to midline and in rural schools from midline to end-
line. From baseline to midline, girls in rural schools improved by
nearly 2 points (from 4.7 to 6.6 points), while girls in urban schools
improved by over 2.5 points (from 4.8 to 7.4 points). From midline
to endline, girls in rural schools improved by 1.3 points (from 6.6
to 7.9 points), and in urban schooals, girls improved by 0.9 points
(from 7.4 to 8.3 points). Overall, rural girls score worse than ur-
ban girls, a fact that makes more sense when considering that the
majority of rural girls are found in Somaliland, the project area
suffering the most from hunger and with the lowest overall learn-
ing scores.
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Table 17: Boys’ literacy scores, endline (out of 10)

Table 18: Boys’ literacy scores, endline (out of 17)

Learning B?gth:ﬂig)e G(i;l:f:fd:i()r;e Boys Endline Girls Endline

cohort p-value (out of 17) (out of 17) p-value
mean SE n mean SE mean ] mean SE

Total 299 9.5 0.1 | 460 9.4 0.1 0.15 299 14.8 02 | 460 | 141 0.2 0.00

Puntland 116 9.8 0.1 187 9.7 0.1 0.28 116 15.3 041187 14.7 0.2 0.05

Somaliland 123 9.2 0.1 ] 203 9.0 0.2 0.28 123 13.9 0.4 | 203 | 131 03 0.07

Ei?rii'éﬁgd s9 | 97 |02 |70 97 | o1 0.87 59 | 158 |04 | 70| 153 | 03 | 029

Table 19: Recontacted versus replacement girls’ literacy scores,

Table 20: Recontacted versus replacement girls’

endline (out of 10) literacy scores, endline (out of 17)
Learning cohort Recontacted Replaced Recontacted Replaced
p-value p-value

subgroup mean mean n Mean 3 n Mean SE
Total* 870 8.2 0.1 156 8.1 03 0.58 870 12 0.2 156 1.6 0.5 0.40
00SG 300 6.9 0.3 71 7 0.5 0.81 300 9.7 0.4 71 9.9 0.8 0.74
Grade 2 288 8.9 0.2 46 9.2 0.3 0.39 288 13 03 46 13.4 0.6 0.51
Grade 3 282 8.9 0.2 39 8.7 04 0.60 282 134 03 39 124 0.7 0.20
Puntland 329 8.6 0.2 67 8.1 0.5 0.21 329 12.4 0.3 67 1.4 0.8 0.22
Somaliland 326 7.5 0.2 41 6.8 0.5 0.23 326 10.7 0.4 41 9.5 0.9 0.24
Benadir and

214 8.8 0.2 48 9.2 0.2 0.19 214 13.4 0.4 48 13.6 0.6 0.85
Galmudug

Table 21: Endline ISG versus OOSG literacy
scores, endline (out of 10)

Table 22: Endline ISG versus O0SG literacy scores,
endline (out of 17)

Learning

cohort

subgroup

Total 996 8.4 0.1 30 3 0.7 0.00 996 12.2 0.2 30 3.4 0.9 0.00
Puntland 388 8.6 0.2 8 54 1 0.00 388 12.3 03 8 55 1.1 0.00
Somaliland 355 7.7 0.2 12 0.6 0.3 0.00 355 10.9 04 | 12 0.6 03 0.00
Benadir and

Galmudug 252 9.1 0.2 10 4 1.1 0.00 252 13.8 0.4 10 52 2 0.00

IDP schools: Score improvements were most notable among girls
in non-IDP schools from baseline to midline and midline to end-
line. From baseline to midline, girls in non-IDP schools improved by
nearly 2.5 points (from 4.8 to 7.2 points), while girls in IDP schools
improved by just over 2 points (from 4.4 to 6.6 points). From mid-
line to endline, girls in non-IDP schools improved by 1 full point
(from 7.2 to 8.2 points), and in IDP schools, girls improved by just
under 1 point (from 6.6 to 7.5 points). IDP girls score the lowest
overall at endline, potentially due to the temporary and migratory
nature of the communities and IDP schools in which the girls live.

Drought-affected schools: \When disaggregated by drought-af-
fected status, the improvements were greatest in non-drought-af-
fected schools from baseline to midline, while from midline
to endline, the improvements were greatest among girls in
drought-affected schools. From baseline to midline, girls in
non-drought-affected schools improved by 2.5 points (from 4.8 to
7.3 points), while girls in drought-affected schools improved by 2
points (from 4.7 to 6.7 points). From midline to endline, girls in
non-drought-affected schools improved by 1 full point (from 7.3
to 8.3 points), and in drought-affected schools girls improved by
1.3 points (from 6.7 to 8.0 points). Girls in drought-affected area
score slightly below the mean at endline, potentially due in part
to high levels of hunger (Somaliland makes up 50% of sampled

drought-affected schools), and other unobservable project ar-
ea-level characteristics.

Conflict-affected schools: \When disaggregated by schools that
are affected by conflict, girls in conflict-affected schools improved
more from baseline to midline, while girls in non-conflict-affect-
ed schools improved more from midline to endline. From base-
line to midline, girls in non-conflict-affected schools improved by
2 points (from 4.7 to 6.7 points), while girls in conflict-affected
schools improved by over 3 points (from 4.9 to 8.2 points). From
midline to endline, girls in non-conflict-affected schools improved
by slightly over 1 point (from 6.7 to 7.9 points), and in conflict-af-
fected schools, girls improved by slightly under 1 point (from 8.2 to
9.1 points). Conflict-affected girls score highest of all sub-groups,
potentially due to the fact that most are located in B&G, a highly
urban project area where the majority of schools are privately-run.
B&G has the highest overall learning scores of all project areas.

Orphan status: There was not much difference in endline literacy
scores between girls who were orphans and those who were not,
though scores improved more for non-orphan girls from baseline
to midline. From baseline to midline, orphan girls improved by
2 full points (from 5.6 to 7.6 points), while non-orphan girls im-
proved by 2.4 points (from 4.9 to 7.3 points). From midline to end-
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line, orphan girls improved by just under 1 point (from 7.6 to 8.5
points), while non-orphan girls similarly improved by just under 1
point (from 7.3 to 8.2 points).

Disability status: Girls' disability status is drawn from the house-
hold survey, where questions about the cohort girl were asked re-
garding ability to hear, walk, see, remember/concentrate, self-care,
and communicate in the class language. The sample is too small to
make substantive conclusions (41 girls are recorded as disabled),
but the results offer insight as to how disabilities affect learning.
There was a notable difference between scores of disabled girls
and non-disabled girls across all three rounds of data collection,
with non-disabled girls scoring higher then disabled girls in each
round. At baseline, non-disabled girls outperformed disabled girls
by 1.2 points (6.6 and 5.4 points for non-disabled and disabled,
respectively). At midline, the difference was smaller, but non-dis-
abled girls still scored 0.8 points higher than disabled girls (7.8 ver-
sus 7.0 points). Finally, the difference was greatest at endline, with
non-disabled girls outperforming disabled girls by 2.2 points (8.4
versus 6.2 points). Scores improved among both groups across all
three data collection rounds, except for disabled girls from midline
to endline, where scores decreased by 0.8 points. When looking at
scores on the extended literacy test out of 17 points, non-disabled
girls scored 3.2 points higher than disabled girls (11.8 points for
non-disabled girls and 8.6 point for disabled girls).

Figure 8: Literacy scores, location-based,
baseline to midline to endline
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2.2.1.4 Literacy results in context of local/regional/ nation-
al environment, and ceiling effects

The UWEZO test (and the adapted version used in this evaluation)
is intended to measure competency at grade 2; however, it must
be noted that the majority of the cohort was in grades 4 and 5
at midline and grades 5 and 6 at endline. Ceiling effects were ex-
pected because girls were older at midline and endline and have
spent more time in the classroom and thus warranted the extend-
ed UWEZO test piloted and used at endline. An argument could be
made for a more advanced test, based on the high ceiling effects
for all groups on the extended test. Boys' ceiling effects on the ex-
tended test were the highest, at nearly 50%, with slightly over 40%
of bursary girls and slightly over 30% of cohort girls scoring 17
out of 17. Such high scores exhibit the quickly-developing reading
skills of girls and their ability to not only decipher letters and words
but to absorb and comprehend the content.

Cohort girls’ ceiling effects were further disaggregated by cohort
grade level and project area (Table 22). When disaggregated by
cohort group, results were as expected, with girls who were out of
school at baseline scoring a perfect score the least often and girls

who started in grade 3 at baseline scoring a perfect score the most
often. Ceiling effects were much lower on the extended 17-section
literacy assessment, but still reached 31% overall, meaning that a
more difficult assessment would be necessary in future rounds
of data collection. Further, ceiling effects were highest in Benadir
and Galmudug and lowest in Somaliland in all three rounds of data
collection and on both the 10-section literacy assessment and the
17-section literacy assessment, which is to be expected given that
scores in Somaliland were consistently the lowest when compared
to the other project areas.

Table 23: Ceiling effects, literacy

Learning co-

. . s Endline Endline
zsgagllioup Baseline Midline (out of 10) (out of17)
Overall 31.9% 54.9% 62.8% 31.0%
00SG 8.1% 38.8% 46.4% 22.9%
Grade 2 36.2% 61.7% 71.6% 32.6%
Grade 3 54.8% 66.4% 72.6% 38.6%
Puntland 42.4% 60.1% 66.7% 31.1%
Somaliland 19.4% 40.1% 52.3% 17.7%
Benadi d
Gzﬂfw'éfg” 336% | 67.9% 71.8% 49.6%

Itis important to note the role that external and contextual factors
played in results of the literacy outcome. Figure 52 shows a Shap-
ley decomposition of a multiple regression model of the influence
of various factors on literacy scores (out of 10) at endline. While
the model explains only 13% of all variation, the share of each
factor in that explained by student and household-level indicators,
followed by project-level unobservable variables (30%), school-lev-
el characteristics (17%), and conflict, drought, and IDP status com-
bined (10%). Though not insignificant, this leaves approximately
35% of variation explained by EGEP interventions.

2.2.2 What impact has the GEC had on numeracy
outcomes?

2.2.2.1 Methodology and design

As with literacy, the endline numeracy assessment was adapted
based on the UWEZO (www.uwezo.net), the East African adapta-
tion of the Annual Status of Education Report (ASER) Assessment
Tool, and was conducted in Somali. At baseline, SI modified the
open source UWEZO numeracy tests so that they were appro-
priate to the Somali language and context and secured approval
from the MOE to use the UWEZO. The endline testing approach
was also the same as at baseline and midline, with numeracy as-
sessments being administered orally and individually at school for
all cohort and bursary girls who were enrolled at the time of end-
line, and being administered at the girl's home if the girl was not
enrolled at endline. Further, the same test was used in all three
rounds of data collection, since ceiling effects remained low and
thus did not warrant an extended test. The same numeracy learn-
ing assessment was used for all cohort and bursary girls regard-
less of their age or grade. Further, Sl tested a small sample of 299
boys across the sample schools so that comparisons could be
made between boys and girls.

The numeracy section of the learning assessment included 10
math subsections (see Annex 8). These comprised subsections
on identifying and comparing two and three-digit numbers, oper-
ations (addition, subtraction, multiplication, and division), shapes,
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Table 24: Cohort girls’ numeracy scores, baseline to midline

Learning A between Mid-

cohort Baseline Midline

subgroup

Total 1025 39 [ 01| 1025 6.1 0.2

baseline
and
midline

Per-
(o]
mance

line
target

Midline

LR target basis

p-value

Mean

Mean of
grades 1, 4,
and 5 at BL
plus 0.2 SD

2.2 0.0000 | 18.6438 6.94 0.88

00SG 371 1.2 0.1 371 5 0.3

00SG/G1

mean at

baseline +
0.2 of

3.8 0.0000 | 17.8999 3.77 1.33

Grade 2 334 47 [ 02| 334 6.6 0.2

G4 mean at
baseline +
0.2 of

1.9 0.0000 | 10.6109 8.37 0.79

Grade 3 321 63 [ 02| 321 6.9 0.2

G5 mean at
baseline +
0.2 of

0.6 0.0003 3.6758 8.45 0.82

Puntland 396 4.5 02| 396 7 0.2

Mean of
grades 1, 4,
and 5 at BL
plus 0.2 SD

25 0.0000 | 13.7636 7.31 0.96

Somaliland 367 34 | 02| 367 4.8 0.2

Mean of
grades 1, 4,
and 5 at BL
plus 0.2 SD

1.4 0.0000 7.8485 6.43 0.75

Benadir and

Galmudug 262

38 | 03| 262 6.6 0.3

Mean of
grades 1, 4,
and 5 at BL
plus 0.2 SD

2.8 0.0000 | 10.8756 7.1 0.93

and time. Each subsection has four questions, and the subsection
is scored as “0 for incorrect or "1” for correct if the child gets at
least 3 out of 4 of the subsection’s questions right, for a maximum
of 10 points. The assessment is designed such that questions
become increasingly difficult as the assessment progresses. The
original UWEZO assessment is conducted in a way that the stu-
dent can only progress to the next section if she or he successfully
completes the previous section. The adapted learning assessment
used in this evaluation is administered differently, so that students
complete all questions from start to finish, before the final result is
recorded. Figure 11 shows the breakdown of the subtasks for the
math assessment, including the number of questions.

The numeracy findings below are presented out of 10 total points
for all three rounds of data collection (baseline, midline, and end-
line). Midline numeracy scores were compared to target scores
that incorporated the baseline benchmark score plus a 0.2 stan-
dard deviation improvement over girls who were in grade 4 at
baseline (comparison to cohort grade 2 girls expected to have
aged into grade 4 at midline), grade 5 at baseline (comparison
to cohort grade 3 girls), and grade 1 girls (compared to cohort
OO0SG). This one-year difference used to set the benchmark for
OO0SG reflects the fact that OOSG who enrolled did not necessarily
do so within one year of the baseline. An argument could be made
for using a more restrictive grade 2 benchmark. For endline, these
benchmarks were calculated based on the baseline benchmark
score plus a 0.2 standard deviation improvement over girls who
were in grade 5 at baseline (comparison to cohort grade 2 girls

expected to have aged into grade 5 at endline), grade 6 at baseline
(comparison to cohort grade 3 girls), and grade 2 girls (compared
to cohort OOSG).

2.2.2.2 Findings

At midline, a total of 1,508 girls completed the primary school nu-
meracy assessment. This included 482 girls receiving bursaries
and 1,025 girls not receiving bursaries. The average age of the co-
hort group was just under 13, with ages ranging from 5 to 18. Ad-
ditional demographics about these cohort girls is presented above
in the literacy section.

Baseline to midline numeracy scores: Numeracy mean scores
(Table 24) improved the most for girls who were out of school at
baseline, increasing nearly 4 points out of 10. This group of girls
is by far the most improved group, surpassing their midline target
by over 1.2 points. When disaggregated by project area, girls in
Somaliland underperformed girls in both Puntland and Benadir
and Galmudug at midline, following the same trend as at baseline.
Girls in Benadir and Galmudug have improved the most out of
the three project areas from baseline to midline (Table 24), but
girls in Puntland scored the highest at midline. Somaliland girls
missed their target by 1.6 points, while Puntland and Benadir and
Galmudug girls missed theirs by 0.3 and 0.5 points, respectively.
Further, ceiling effects were low, at only 7.3% at baseline and 7.4%
at midline.



Social Impact

Table 25: Cohort girls numeracy scores, midline to endline

A between End-
midline line
and
endline

Per-
for-
Mean mance

Learning
cohort
subgroup SE

Endline
target basis

p-value t-value

Mean of grades
2,5 and 6 at
BL plus 0.3 SD,
weighted by
proportion of
grades in cohort

0O0SG/G2 mean

005G 371 5 o3| 371 | 59 | o 0.9 0.0000 | 54480 | 574 | 1.03 [3Lbaseline+0.2
of grade 2 SD at

baseline

Total 1025 | 6.1 0.2 | 1025 6.7 0.1 0.6 0.0000 | 7.4333 7.01 0.96

G5 mean at
baseline + 0.3
of grade 5 SD at
baseline

Grade 2 334 6.6 02 | 334 7.1 0.2 0.5 0.0002 | 3.7444 8.65 0.82

G6 mean at
baseline + 0.3
of grade 6 SD at
baseline

Grade 3 321 6.9 0.2 | 321 74 0.1 0.5 0.0006 | 3.4466 7.28 1.02

Mean of grades
2,5,and 6 at BL
+0.3 SD, weight-
ed by propor-
tion of grades in
cohort

Puntland 396 7 0.2 | 396 7.3 0.1 0.3 0.0097 | 2.5973 7.55 0.97

Mean of grades
2,5 and 6 at BL
+ 0.3 SD, weight-
ed by propor-
tion of grades in
cohort

Somaliland | 367 4.8 0.2 | 367 5.8 0.2 1 0.0000 | 6.7205 6.51 0.89

Mean of grades
2,5 and 6 at BL
+0.2 SD, weight-
ed by propor-
tion of grades in
cohort

Benadir
and 262 66 [ 03] 262 7.2 0.2 0.6 0.0009 | 3.3494 7.15 1.01
Galmudug

Figure 11: Distribution of numeracy scores by subtask at abseline, idline, and endline
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Baseline Midline

Learning cohort

subgroup

n Mean SD n Mean SE

Forms 1 & 2 (baseilne)

209 [ 159 | 751299 | 171 24

Forms 3 & 4 (midline)

Table 26: Secondary girls’ numeracy scores, baseline and midline

A from
baseline
to midline

Midline

target Midline target basis

Forms 3 & 4 mean at baseline +

1.2 0.2 of Forms 3 & 4 SD at baseline

16

Table 27: Secondary girls' numeracy scores, endline

Learning Endline
cohort

subgroup Mean SE
Forms

182 712 13.6 0.7

Endline
target

17.4

Endline target basis

Forms 1 & 2 mean at baseline +
0.2 of Forms 3 & 4 SD at baseline

Figure 9: Numeracy trends by subgroup cohort,
baseline to midline
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Numeracy scores midline to endline:32 Girls performed better
on the numeracy learning assessment at endline, with grade 3 and
OOSG surpassing their respective targets and grade 2 falling well
short. OOSG performed the best, improving from midline by 0.9
points and surpassing their benchmark by nearly 0.2 points. Girls
in grade 2 improved from midline by 0.5 points but scored under
their benchmark by nearly 1.6 points. Overall, cohort girls did not
meet their numeracy targets for endline (6.7/7.0). All three project
areas improved from midline to endline, but only B&G met their
endline target. Girls in Somaliland improved the most, with scores
improving from 4.8 points at midline to 5.8 points at endline, how-
ever they fell short of their target by 0.7 points out of 10. Girls in
Puntland only improved by 0.3 points from midline to endline and
did not meet their target (7.3/7.6) (Table 25).

As with literacy, the distribution of numeracy scores offers insight
into whether girls are becoming proficient in all stages of math. As
can be seen in Figure 11, zero scores have decreased drastically
from baseline to endline. Over 30% of girls scored zero at base-
line, while less than 5% of girls scored zero at endline. Further,
girls at endline were scoring higher on the more difficult subtasks
such as multiplication, division, and shapes. These results show
that girls are not only mastering the basics of math but also the
more complex concepts.

32 Endline Grade 3 targets were calculated using Grade 6 girls’ scores collected at
endline in 5 non-EGEP schools in Somaliland. Sample sizes were small and limited to
one project area; Sl thus urges caution in generalizing Grade 3 targets to all cohort
girls. These grades are factored into the total endline target and the endline target
for each project area.

Figure 10: Numeracy trends by subgroup cohort,
midline to endline
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Secondary girls’ numeracy scores: Table 26 and Table 27 pres-
ent numeracy scores for secondary schools. As with literacy, at
baseline, scores for Forms 1 and 2 are presented, and at midline
scores for Forms 3 and 4 are presented, to show progression in
time among same group of girls from baseline to midline. Howev-
er, at endline, only scores for Forms 1 and 2 are presented, given
that the cohort from midline had graduates and, EGEP activities
target girls in Forms 1 and 2. For these reasons, comparisons are
not made between midline and endline.

Overall, secondary school girls improved from baseline to midline
in numeracy. This improvement was by 1.1 points out of 30. Sec-
ondary girls exceeded the midline target by 1.0. At endline, sec-
ondary girls scored an average of 13.6 points out of 30. Endline
numeracy scores were further disaggregated by grade level, with
girls in form 1 scoring an average of 13 points and girls in form
2 scoring an average of 14.3 points out of 30. As with literacy,
this upward trend in numeracy scores is an indication that girls
are learning and becoming proficient in more difficult math con-
cepts. However, girls scored nearly 4 points below the benchmark,
so there is still room for improvement. As with literacy, second-
ary girls at endline (Forms 1 and 2) scored significantly less than
Form 1 and 2 girls at baseline, though the sample between the
two periods was very different. Sample sizes of secondary schools
remained small throughout the data collection phases (5 schools
at BL; 4 at ML; 8 at EL), limiting our ability to make larger general-
izations. As with literacy, floor and ceiling effects were negligible,
with less than 1% of secondary girls scoring zero and 0 secondary
girls scoring perfectly.
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2.2.2.3 Subgroup Analysis

Boys® numeracy scores: Boys scored higher than girls overall
and when disaggregated by project area, following the same trend
as with the literacy assessment. Specifically, boys scored nearly
1.5 points higher than girls overall. The largest discrepancy was
in Somaliland, with girls scoring 5.8 and boys scoring 7.6 (a differ-
ence of 1.8 points). As with girls, though, ceiling effects remained
low, at only 6.4%. As with the literacy test out of 10, there was not
a notable difference between boys in grade 5 and grade 6 (boys
in grade 5 scored an average of 8.1 points, and boys in grade 6
scored an average of 8.3 points). Boys were sampled from grades
5 and 6 and thus compared to cohort girls from the same grades.
Boys slightly outperformed girls, with the greatest difference being
in Somaliland (boys scored 7.6, while girls scored 7.0).

Replaced and recontacted girls’ numeracy scores: As with
literacy, the difference between recontacted and replaced girls
was negligible. Overall, recontacted girls scored an average of 0.2
points higher than replaced girls, while the difference when bro-
ken down by cohort subgroup is similar or less. Girls in Somalil-
and had the largest discrepancy, with recontacted girls scoring
0.7 points higher than replaced girls; this follows the same trend
as the literacy assessment. It should be noted here that “replace-
ment” girls do not include replaced Galkayo schoals.

Table 28: Boys’ numeracy scores endline

Learn- Boys Endline Girls Endline
ing
cohort
sub- n mean SE SE
groups
Total 299 | 81 0.1 | 460 7.6 0.1 0.00
PL 116 | 84 0.2 | 187 8.2 0.1 0.12
SL 1231 76 0.2 | 203 7.0 0.2 0.00
B&G 59 83 03] 70 7.9 0.2 0.12

Table 29: Recontacted versus replacement girls’
numeracy scores, endline

Learn- Boys Endline Girls Endline
ing
cohort
sub- SE
groups
Total 870 6.8 0.1 156 6.6 02 | 038
00SG | 300 5.9 0.2 71 59 0.4 | 096
Grade 2 | 288 7.1 0.2 46 7.2 03| 074
Grade 3 | 282 7.4 0.1 39 7.2 03 [ 0.52.
PL 329 7.3 0.2 67 7 02 | 027
SL 326 5.9 0.2 41 52 05| 013
B&G 214 7.2 0.2 48 7.2 04 | 0.88

ISG and 00SG status: By the time of endline, nearly all cohort
girls were enrolled, making the sample too small for significant
comparisons; thus, the results discussed from Table 29 should be
taken lightly. Girls enrolled at endline (ISG) scored much higher
than girls not enrolled at endline (OOSG). On average, ISG scored
4.7 points higher than OOSG. The largest difference in scores was
in Somaliland, with ISG scoring 6 points on average and O0OSG
scoring only 0.5 points (a difference of 5.5 points).

Table 30: Endline ISG versus 00SG numeracy scores,

endline
Learning
cohort
sub-
group
Total 996 6.9 0.1 30 2.2 0.7 | 0.00
PL 388 73 0.1 8 43 1 0.03
SL 355 6 0.2 12 0.5 0.4 1] 0.00
B&G 252 7.4 0.2 10 2.7 1.3 | 0.00

Other disaggregations: Similar to literacy, the evaluation team
disaggregated numeracy scores by locations of particular inter-
est, including urban/rural schools, schools in IDP camp areas,
drought-affected schools, and conflict-affected schools. Scores
were also disaggregated by orphan and non-orphan status. Fig-
ure 12 below presents scores from baseline to midline to endline
for the location-based data (urban/rural, IDP, drought-affected,
and conflict-affected). Girls improved from baseline to midline
in all groups, but notably in different location-based groups. The
Shapley decomposition (Figure 52) shows that student and house-
hold-level characteristics along with unobservable project-ar-
ea-level characteristics explain 60% of the variation in numeracy
scores. Therefore, hypotheses set forth in the following sections
on why certain groups score better than others should be taken
with caution.

Urban and rural schools: Girls improved more in urban schools
from baseline to midline but more in rural schools from midline
to endline. This trend was the same as on the literacy test. From
baseline to midline, girls in rural schools improved by 1.5 points
(from 3.7 to 5.2 points) while girls in urban schools improved by
2.3 points (from 3.9 to 6.2 points). From midline to endline, girls
in rural schools improved by a full point (from 5.2 to 6.2 points),
and in urban schools’ girls improved by 0.7 points (from 6.2 to 6.9
points). Similar to literacy score results, rural girls do significantly
worse than urban schools, worse than the mean, and are over-
all the lowest numeracy scores in any subgroup, probably due to
the fact that the majority of rural girls are found in Somaliland, a
project area with well below average scores and most affected by
hunger and drought.

IDP schools: Girls in IDP schools improved the most from base-
line to midline, while improvement was greater among non-IDP
school girls from midline to endline. From baseline to midline, girls
in non-IDP schools improved by slightly over 2 points (from 3.8 to
5.9 points), while girls in IDP schools improved by slightly under
2 points (from 3.9 to 5.8 points). From midline to endline, girls in
non-IDP schools improved by 0.8 points (from 5.9 to 6.7 points),
and in IDP schools, girls improved by only 0.5 points (from 5.8 to
6.3 points). IDP girls score below the mean numeracy scores and
below non-IDP girls, potentially due to the temporary and migra-
tory nature of the communities and IDP schools in which they live
and study. Further, girls in IDP camps are more likely to be affected
by drought and conflict, further influencing their learning scores.

Drought-affected: Girls in non-drought-affected schools im-
proved more from baseline to midline, while the improvement
was the same in both groups from midline to endline. From base-
line to midline, girls in non-drought-affected schools improved by
2.2 points (from 3.9 to 6.1 points), while girls in drought-affected
schools improved by 1.7 points (from 3.7 to 5.4 points). From mid-
line to endling, girls in non-drought-affected schools improved by
0.8 points (from 6.1 to 6.9 points), and in drought-affected schools,
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girls similarly improved by 0.8 points (from 5.4 to 6.2 points). How-
ever, it is interesting to note that regression analysis of midline
results showed that, for the subset of cohort girls, being in a
drought affected area was associated with greater point changes
in reading scores from baseline to midline. Along with rural girls,
drought-affected girls score the lowest of any subgroup, and over
10% worse than non-drought affected girls. This is probably due
to the fact that nearly 50% of sampled schools in drought-affected
areas are in Somaliland, and girls in drought-affected schools are
much more likely to be hungry and displaced.

Conflict-affected: From baseline to midline, girls improved the
most in conflict-affected schools, while girls in non-conflict-affect-
ed schools improved more from midline to endline. From base-
line to midline, girls in non-conflict-affected schools improved by
1.7 points (from 3.8 to 5.5 points), while girls in conflict-affected
schools improved by nearly 3 points (from 3.9 to 6.8 points). From
midline to endline, girls in non-conflict-affected schools improved
by nearly a full point (from 5.5 to 6.4 points), and in conflict-affect-
ed schools, girls improved by 0.6 points (from 6.8 to 7.4 points).
Conflict-affected girls do significantly better in numeracy than
both the mean and non-conflict affected schools. This is undoubt-
edly due to project area-level characteristics, as the majority of
conflict-affected girls are in B&G, and to a lesser extent Puntland,
which, though wracked by violence in some areas, is substantially
more urban and with more privately-funded schools than Somalil-
and.

Orphan status: \When disaggregated by orphan status, there was
not much difference in scores. From baseline to midline, orphan
girls’ scores improved by slightly over 2 points (from 4.4 to 6.5
points), while non-orphan girls' scores improved by slightly under
2 points (from 3.9 to 6.0 points). From midline to endline, orphan
girls’ scores improved by 0.5 points (from 6.5 to 7.0 points), while
scores of non-orphan girls improved by 0.7 points (from 6.0 to 6.7
points).

Disability status: Girls' disability status is drawn from the house-
hold survey, where questions about the cohort girl were asked
regarding girls’ ability to hear, walk, see, remember/concentrate,
self-care, and communicate in the class language. As stated in
the literacy section, the sample is too small to make substantive
conclusions (41 girls are recorded as disabled and 92 are not),
but the results offer insight as to how disabilities affect learning.
Non-disabled girls outperformed disabled girls in all three rounds
of data collection. At baseline, non-disabled girls scored 0.9 points
higher than disabled girls (5.1 points versus 4.2 points). At midline,
non-disabled girls outperformed disabled girls by 1.1 points (7.0
versus 5.9 points). At endline, non-disabled girls scored 1.2 points
higher than disabled girls (6.8 points versus 5.6 points). Further,
while scores improved among both groups from baseline to mid-
line, scores declined from midline to endline. For non-disabled
girls, scores decreased from 7.0 points at midline to 6.8 points at
endline, while for disabled girls, scores decreased from 5.9 points
at midline to 5.6 points at endline.

2.2.2.4 Numeracy results in context of local/regional/na-
tional environment, and ceiling effects

The UWEZO test (and the adapted version used in this evalua-
tion) is intended to measure competency at grade 2; however, it
must be noted that most of the cohort was in grades 4 and 5 at
midline and grades 5 and 6 at endline. Ceiling effects were ex-
pected because girls were older at midline and endline and have
spent more time in the classroom, but ceiling effects were low at
all three rounds of data collection (baseline, midline, and endline)
and thus did not warrant an extended version of the assessment.

Ceiling effects for girls stayed below 8% across all three rounds
of data collection and below 7% for boys at endline. Bursary girls
had the highest ceiling effects, at 11% at midline but only 6% at
endline. Table 30 below presents ceiling effects for cohort girls
overall, disaggregated by cohort grade level and by project area.
There was no notable difference between cohort groups at mid-
line and endline, but at baseline, 15% of girls in grade 3 and only
2% of OOSG scored a perfect score. Further, ceiling effects were
lowest in Somaliland, which is to be expected given that scores in
Somaliland were consistently the lowest when compared to the
other project areas.

Figure 12: Numeracy scores, location-based, baseline to
midline to endline
mBL u ML mEL 7.4

6.9 6.7 6.9 6.8

Urban Rural Non-IDP Non-Conflict  Conflict

Non-Drought  Drought

Urban IDP Drought Conflict

Table 31: Ceiling effects, numeracy

Learning

cohort Baseline Midline Endline
subgroup

Overall 7.31% 7.41% 4.29%
00SG 2.16% 6.74% 4.04%
Grade 2 5.99% 7.78% 3.89%
Grade 3 14.64% 7.79% 4.98%
Puntland 7.32% 7.83% 4.55%
Somaliland 7.08% 3.81% 2.45%
g‘;?ﬂi%ug and | 76306 | 11.83% | 6.49%

Share of contextual factors in explaining variation in learn-
ing scores: It is important to note the role that external and con-
textual factors played in results of the numeracy outcome. Figure
52 shows a Shapley decomposition of a multiple regression model
of the influence various factors on numeracy scores (out of 10)
at endline. While the model explains only 15% of all variation, the
share of each factor in that explained variation is quite telling of
the overall effects of certain factors on numeracy score. Important
to note is the finding showing that the largest share of variation
(44%) is explained by project area-level unobservable indicators.
Student and household-level indicators explain another 14%,
school-level characteristics explain 11%, and conflict, drought, and
IDP status combined explain 7%. This leaves only approximately
20% of variation explained by EGEP interventions.
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Table 32: Girls' attendance, baseline to midline

A
p-value from BL
to ML
Tota Headcount 756 76.81 15 640 81.75 17 0.0010 4.94
Ola
Teacher 693 78.56 15 592 82.84 1.7 0.0005 428
Suntiand Headcount 318 81.9 1.7 292 84.07 2.4 0.4443 217
untian
Teacher 277 83.38 15 271 86.86 2.4 0.0222 3.48
_ Headcount 294 70.63 2.8 247 76.22 2.8 0.0515 5.59
Somaliland
Teacher 270 72.77 2 220 75.19 3 0.4149 242
Benadir and | Headcount 144 7817 35 101 88.56 2.5 0.0002 10.39
Galmudug [ Teacher 146 80.12 35 101 88.71 2.5 0.0004 8.59

Table 33: Boys' attendance, baseline to midline

Midline

FENEINE value A from BL
P to ML
n Mean Mean
Tota Headcount | 768 | 776 | 15| 642 | 81.21 | 1.8 | 0.0036 361
Otla
Teacher 719 | 7984 | 1.4 | 606 | 81.95 | 1.9 | 0.0660 2.11
buntiand Headcount | 317 | 79.76 | 20 | 294 | 8387 | 2.4 | 0.0822 4.11
untian
Teacher 291 8315 [ 16 | 277 | 8497 | 24 | 01389 1.82
, Headcount | 304 | 7487 | 24 | 250 | 753 | 32| 0511 0.43
Somaliland
Teacher 281 | 7464 | 26 | 231 | 7554 | 34 | 08634 09
Benadir and | Headcount | 147 | 7858 | 40 | 98 | 8834 | 23 | 0.0005 9.76
Galmudug | Teacher 1471 832 | 33| 98 | 8849 | 23 | 0.0020 5.29

Table 34: Girls’ attendance, midline to endline

Midline

Endline

A from
ML to EL
Mean Mean
Total Headcount 640 81.75 1.7 743 85.95 1.1 0.0000 4.2
ota
Teacher 592 82.84 1.7 637 87.52 1.1 0.0001 4.68
puntland Headcount 292 84.07 2.4 290 86.9 1.5 0.0047 2.83
untlan

Teacher 271 86.86 2.4 234 88.72 1.7 0.2212 1.86

, Headcount 247 76.22 2.8 319 86.36 15 0.0000 10.14

Somaliland

Teacher 220 75.19 3 280 87.13 15 0.0000 11.94
Benadir and | Headcount 101 88.56 2.5 134 82.89 3.7 0.0005 -5.67
Galmudug [ Teacher 101 88.71 2.5 123 86.12 3. 0.0471 -2.59

2.2.3 Qualitative support for literacy and
numeracy findings

Teaching quality: FGD and Kll respondents did not go into much
depth on the quality of teaching or certain pedagogical methadol-
ogies in the classroom. In two FGDs with ALP girls, they stated that
some teachers did not appear to take teaching seriously and of-
tentimes did not show up to class, leading many girls to drop out.
These findings were not observed in other FGDs. Further, quanti-
tative findings paint a fairly positive and stable picture of teachers

and their teaching practices: only 15% of caregivers stated that
a girl missed school sometimes due to a teacher's absence, and
92% of caregivers were satisfied with the teaching at a girl's school.

Gender differences: All else being equal, boys and girls should
not score significantly different from each other on learning tests.
The significant differences between girls and boys in literacy
scores in Table 18 and numeracy scores in Table 28 imply that
contextual factors play some unobservable role in affecting learn-
ing scores. While girls in FGDs expressed the notion that girls are
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Table 35: Boys' attendance, midline to endline

Midline Endline
A from
Mean Mean ML to EL
(%)

Total Headcount 642 81.21 1.8 741 85.48 1.2 0.0003 4.27

Teacher 606 81.95 1.9 628 87.2 1.2 0.0003 5.25
Puntland Headcount 294 83.87 2.4 294 87.28 1.6 0.0039 3.41

Teacher 277 84.97 2.4 231 89.52 1.7 0.0192 4.55
Somaliland | Headcount 250 75.3 3.2 313 84.6 1.8 0.0004 9.3

Teacher 231 75.54 34 277 86.32 1.7 0.0001 10.78
Benadir and | Headcount 98 88.34 2.3 134 83.59 2.8 0.0075 -4.75
Galmudug  [Teacher 98 88.49 23 120 84.76 2.9 0.0014 | 373

Figure 13: Out of the last 5 school days, for how many
days was attendance taken?
mOverall mPuntland mSomaliland m South Central ® Match  m Under reported = Over reported

Figure 14: Teachers’ records versus headcounts
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Table 36: Cohort attendance reported by head teacher, baseline to midline

Baseline Midline 5
Difference  p-value
n* Mean SE n* Mean SE

Overall 39 84.91% 0.03 60 90.70% 0.05 5.79 0.2327
Puntland 17 79.12% 0.05 21 81.22% 0.04 2.08 0.7196
Somaliland 16 89.30% 0.03 22 95.35% 0.12 6.05 0.3344
Benadir and 6 89.63% 0.08 17 96.39% 0.01 6.76 0.4976
Galmudug

*Data represent 39-60 schools with sufficient attendance records

Table 37: Cohort attendance reported by head teacher, midline to endline

Midline Endline X
Difference

Mean Mean
Overall 60 90.70% 0.05 58 89.21% 0.04 149 0.0285
Puntland 21 81.22% 0.04 16 94.04% 0.04 12.82 0.5548
Somaliland 22 95.35% 0.12 24 91.15% 0.09 420 0.1725
Benadir and 17 96.39% 0.01 18 82.34% 0.05 14.05 0.0258
Galmudug

*Data represent 58-60 schools with sufficient attendance records

smarter than boys, both qualitative and quantitative evidence sug-
gests that girls have large household obligations which may act
as obstacles in terms of attending school or having enough time
to do homework. Further, qualitative evidence suggests that girls
are under increased pressure to perform well in school, complete
their chores, and contribute to school development, findings that
were no, for the most part, observed in relation to boys who, ac-
cording to qualitative findings, use most of their free time to play
sports and spend time with friends.

Rural schools: Qualitative evidence suggests that rural schools
still face considerably stronger barriers to girls’ education than do
urban schools. Fathers, mothers, girls, CEC representatives, and
MOE representatives all indicated that distance to schools and
poor roads in rural areas persist as substantial barriers to atten-
dance and therefore learning. However, in light of these barriers,
girls in rural schools saw greater improvement in both literacy and
numeracy than did urban students at endline. This improvement
for rural schools from midline to endline may be partially attribut-
ed to increased interventions in rural schools implemented by
both the MOE and EGEP implementing partners. MOE represen-
tatives, mothers, and fathers all indicated an increase in the fre-
quency of MOE visits to the schools, in particular for monitoring.
Additionally, mothers, fathers, and CEC members indicated that,
with the help of NGOs such as RI, efforts are being made to reduce
the substantial barriers facing girls in rural communities. One ex-
ample includes working with teachers to provide extra educational
opportunities, such as extra lesson time, for rural students who
face additional barriers to attendance.

Conflict-affected schools: Qualitatively, while all FGD and Kl re-
spondents indicated that schools themselves are safe and secure,
it seems that at endline more respondents have safety concerns
for the girls as they travel to and from school. For example, in So-
maliland, a group of mothers in one FGD felt uncomfortable send-
ing their girls to school outside of urban areas as they felt it was
unsafe. Additionally, fathers in Benadir and Galmudug discussed
dangers such as car explosions on the roads to schools. Accord-
ing to qualitative evidence, in terms of psychosocial wellbeing and

attendance, conflict situations in the country between midline and
endline may have an impact on learning.

Orphan girls: While quantitative information indicates very little dif-
ference in the improvement of scores for orphan girls and non-or-
phan girls, the improvement in both numeracy and literacy for
orphan girls is especially remarkable given that qualitative data in-
dicates that orphan girls remain markedly more marginalized than
non-orphan girls. However, a profound shift from midline to endline
is highlighted in the qualitative data across all respondent types and
all three project areas: the community is internally working togeth-
er to ensure that one day all orphan girls will have equal access
to education. Mothers and fathers alike have discussed supporting
orphan girls" education in addition to the education of their own
children, even though their financial situations are bleak. Addition-
ally, CEC members discussed their extensive efforts in finding solu-
tions to the barriers faced by orphan girls. Girl students themselves
also indicated a desire to assist girls in their communities who are
particularly vulnerable, including orphaned girls. Therefore, based
on qualitative information, while girls who are orphaned appear to
face substantial barriers to learning, it is likely that these community
efforts will continue to make progress in diminishing those barriers.

Drought-affected girls: Quantitatively, the pattern regarding
the impact of drought on learning seems inconsistent when com-
pared to girls who are not drought-affected. However, qualitatively,
drought was mentioned as a barrier to learning, attendance, and
enrollment, most frequently by fathers. This seems to be particu-
larly true for pastoralist communities, such as those in Puntland.
Therefore, while drought-affected girls did see an increase in liter-
acy and numeracy scores, qualitative data indicates that drought
remains a barrier to learning to an unknown degree.
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2.3 What impact has the GEC had on
enabling marginalized girls to be in
school?

2.3.12 What effects has the GEC had on atten-
dance?

2.3.1.1 Methodology and design

The primary source of attendance rate measurement was from
in-classroom headcounts conducted by the enumerator on the
day of the school visit. One headcount for each grade was con-
ducted, with a maximum of eight grades/classrooms (if a school
had more than 8 grades, only the first 8 grades were done), and
both boys’ and girls’ attendance and enrollment were measured.
Data for attendance was collected via spot checks and school
registers. For spot checks, the number of children counted pres-
ent that day were divided by the total girls and boys listed in the
enrollment register to determine the attendance rate. For school
registers, spot check data were compared to teacher-recorded
attendance to determine level of reliability of recent attendance
recording at each school. This approach is consistent with what
was done at midline.

2.3.1.2 Findings

Baseline to midline girls’ and boys’ attendance: Present-day
attendance rates according to headcounts increased from base-
line to midline for both boys and girls by about 4%-5%. When dis-
aggregated by project area, headcount attendance rates followed
this positive trend for all project areas, most notably in Benadir
and Galmudug, where attendance rates increased by nearly 10%
for boys and 11% for girls. When looking at the school registers,
attendance rates increased overall from baseline to midline by
2-4% for both boys and girls. Project area disaggregation showed
the same positive trend across all project areas for both boys and
girls, again most notably in Benadir and Galmudug.

Midline to endline girls’ and boys’ attendance: Present-day
attendance rates according to headcounts increased overall
from midline to endline for both boys and girls by about 4%-5%.
When disaggregated by project area, headcount attendance rates
followed this positive trend for Somaliland and Puntland but de-
creased in Benadir and Galmudug by 5-6%. Somaliland improved
the most, by 9-10% for boys and girls. When looking at the school
registers, attendance rates increased overall from midline to end-
line by 3-5% for both boys and girls. Project area disaggregation
showed the same positive trend across Puntland and Somaliland,
but again, attendance decreased in Benadir and Galmudug, by
2.6%.

Reliability of attendance data: Enumerators also reviewed
teachers’ attendance records in detail. These practices were com-
pared against the headcounts to determine the reliability and ef-
ficacy of teachers’ attendance-keeping practices. Figure 13 shows
that the majority of teachers took attendance all five days of the
week at baseline, midline, and endline, with teachers in Benadir
and Galmudug performing the best but decreasing from midline
to endline (76% at baseline, 99% at midline, and 89% at endline).
After comparing these attendance records to headcounts, it was
found that over 80% of teachers' records matched the head-
counts at baseline and midline, but only 75.5% of teachers' re-
cords matched the headcounts at endline. In sum, the majority
of teachers are taking attendance consistently and reliably, and
the accuracy of their recordkeeping has improved from midline to
endline. However, this does not necessarily translate into accurate
school registers maintained by a school's head teacher.

Attendance data from school registers: In order to triangulate
headcount findings, school attendance records were reviewed for
each cohort girl. Total days attended in the current academic year
were divided by total possible days of attendance to determine
the attendance rate for each girl. This type of attendance data was
not available at many schools, and Sl discarded data from several
schools because of a lack of variation across girls, suggesting a lack
of reliable or truthful attendance-taking (i.e., all girls were recorded
to have perfect attendance or half-time attendance across the full
school year). This was especially true with baseline data, with only
39 schools’ data being usable. School records from the remain-
ing 58-60 schools showed a 5.8 percentage point improvement in
attendance in EGEP-supported schools from baseline to midline
and a 1.5 percentage point decrease in attendance from midline
to endline. Attendance was above 90% at midline and slightly be-
low 90% at endline, though, which is already relatively high. When
disaggregated by project area, attendance drastically increased
for girls in Puntland by 12.8%. This is in contrast to the headcount
data, where attendance improved dramatically in Somaliland but
only slightly in Puntland. Due to the small sample size of schools
with reliable school register data and the large school replace-
ment rate at endline due to inaccessibility of several schools in
Mudug and Galmudug regions, this method is not considered a
primary source of attendance measurement data collection and
findings are used only for triangulation purposes.

Attendance of bursary girls: Another comparison was made be-
tween girls at midline who had received bursaries for school versus
girls in the cohort who had not, for both midline and endline. These
results are presented in Figure 15. Reliable attendance records were
obtained for 420 bursary girls and 35 schools at midline, and 429
bursary girls and 41 schools at endline. Attendance rates decreased
slightly from midline to endline for both non-bursary and bursary girls.
However, attendance in Puntland improved for both groups from mid-
line to endline for both groups of girls, most notably for bursary girls
(anincrease of 16.4%). Attendance decreased only slightly for non-bur-
sary and bursary girls in Somaliland, and more dramatically in Benadir
and Galmudug (14.1% for non-bursary girls and 11.7% for bursary girls.
Again, this contrasts with headcount data, where attendance increased
in Somaliland and Puntland but decreased in Benadir and Galmudug.

Figure 15: School-reported attendance, by receipt of
bursary, midline and endline
W 00SG at baseline ML ® OOSG at baseline EL ®Bursary ML ®Bursary EL
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Attendance measure from household survey: A third triangu-
lation method for attendance came from the household survey.
Caregivers were asked how many days of school the selected girl
missed in the past two weeks (Figure 16). On average, cohort girls
missed 1.15 days. This figure was highest in Somaliland, where
girls missed an average of 1.42 days. Girls in rural areas missed
1.25 days, compared to 1.08 days in urban areas. Comparisons
to baseline and midline could not be made because of different
sampling and data collection methodology at endline compared
to baseline and midline.
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Figure 16: Average number of school days missed in the
last 2 weeks, asked at endline
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Qualitative support: Based on the qualitative data and accord-
ing to all participant types, attendance has improved in all three
project areas. Participants attributed this largely to an increase
in knowledge among community members, as a result of aware-
ness-raising carried out both by EGEP and internally by commu-
nity members themselves. Participants across all project areas,
including fathers and CEC members, also raised sanitary kits as a
critical component in improving attendance. For example, a father
in Benadir and Galmudug noted that “[sanitary kits] are useful,
and a lot of poor girls have benefited and are now able to attend
school.” Additionally, a female teacher in Somaliland stated: “Some
of the girls did not have sanitary pads at the time of menstruation,
so they would leave the school because they don't even have the
money to buy them. Now they can stay in school.” However, it was
noted by several respondents, including girl students, teachers,
and mothers, that while minimized, menstruation remains a bar-
rier to attendance. At endline, this appears to be less a matter of
lack of access to sanitary products and more an issue of lack of
education and a persisting stigma of shame. As one teacher in
Somaliland explained: “There are still girls who are afraid when
they receive menstruation, and so they stop their education. But
if mothers start to discuss menstruation, that would be a great
encouragement.” Additionally, a female student in Puntland in-
dicated that “you might feel shy, and you might fear that people
suspect, so you stay home.” Across project areas, several respon-
dents across teachers, girl students, and parents indicated that
some girls still believe that they cannot attend school during men-
struation, even though they have access to sanitary kits. Further, it
appears as though not all girls receive access to sanitary kits, cre-
ating an additional barrier for those girls in comparison to those
receiving kits.

Respondents also indicated that improvements to latrines have
improved attendance, most specifically as a result of the increased
privacy that these latrines have afforded. Otherwise, while civil
works such as classroom improvements were appreciated by all
respondents, a link between such civil works and attendance was
not reported.

Overall, respondents did not believe there was a substantial link
between bursaries and increased attendance, because even
non-bursary girls who are in school recognize that somebody is
paying for their education and therefore are motivated to do their
very best to attend every day. Parents, girls, and teachers across
all project areas expressed that low attendance is no longer an
issue, as the community has recognized the importance and value
of girls’ education.

Having female teachers also seems to have played a role in the
increased attendance at endline. All respondent types across all
three project areas indicated that having female teachers avail-
able for the girls is critical for their comfort and success in school.

Girls indicated that the increased confidence and comfort that they
experience by having female teachers at school encourages them
to attend school regularly. For example, a student in Benadir and
Galmudug explained: “There is a lady in school that we can tell our
ideas to. And she tells us what is good and bad. This motivates us to
g0 to school.” However, participants in this same FGD explained that
there is a need for more female teachers in the school. As one re-
spondent indicated: “I shy to talk about issues because most of the
teachers are men.” Parents also indicated this pattern of improved
attendance and motivation when female teachers and mentors are
present in schools. As one Puntland father stated: “There are more
obstacles that girls face as they become adults, but what has moti-
vated is getting female teachers. They have become motivated to go
to school now that they have female teachers.” Similarly, a Somalil-
and mother stated that she hopes to see more female teachers in
the schools, because it is going to “help our daughters so much.
They can feel comfortable talking to female teachers, and those
teachers will encourage them to continue in their education.”

While the qualitative data suggests that overall attendance has
improved, barriers to attendance do persist, such as the issue of
education around menstruation, as mentioned above. Additional-
ly, household obligations remain a barrier to attendance for girls.
Girls who are eldest in their families seem to face this barrier more
frequently, as parents rely on them heavily to fulfill household obli-
gations. However, it is important to note that overall, respondents
indicated that household obligations have decreased substantially
as a barrier to education, as parents have made an effort to allow
their daughters to attend school regularly, despite the critical role
girls play in taking care of the home. According to qualitative in-
formation, pastoralism also seems to be a barrier to attendance,
particularly in Puntland. This barrier to attendance seems to be
exacerbated by drought situations.

2.3.1.3 Subgroup analysis

We also analyzed the attendance of targeted groups of marginal-
ized girls using data from the household survey. Caregivers were
asked how many days of school the selected girl missed in the past
two weeks (Figure 16). Differences were notable in some areas,
particularly in that cohort girls in Puntland missed less (less than
1 day) than cohort girls in Somaliland and Benadir and Galmudug
in all location categories except for IDP status and conflict-affect-
ed status. Cohort girls in Somaliland and Benadir and Galmudug
missed around the same days in all location categories except
for IDP areas and non-conflict affected areas. Girls in Benadir
and Galmudug IDP areas missed an average of 2 days in the past
two weeks, while Somaliland girls missed only 0.88 days. Girls in
Benadir and Galmudug non-conflict-affected areas missed over 2
days, while Somaliland girls missed 1.37 days. Of all subgroups,
girls in drought-affected areas missed the most days in the last 2
weeks (an average of 1.39), whereas those not in drought areas
missed the least (1.01 days) (Table 38). These results should be
taken lightly, though, given the small sample in certain groups.

2.3.2 What effects has the GEC had on enroll-
ment?

2.3.2.1 Methodology and design

Multiple methods were used to generate enrollment figures, includ-
ing EGEP-reported enrollment figures, reviewing attendance reg-
isters, and asking head teachers, teachers, and primary caregivers
within the household. EGEP-reported enrollment figures obtained
through monitoring records are used as the primary method of data
collection for enrollment, given that household-reported enroliment
is not comparable over time and the EGEP-reported data contains a
more comprehensive number of schools' worth of data.
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2.3.2.2 Findings

Boys' enrollment was higher than girls’ enrollment (more boys
were enrolled than girls) in all three rounds of data collection, and
in Somaliland and Puntland. However, in Benadir and Galmudug,
girls’ enrollment was higher than boys' in all three rounds of data
collection. Further, enrollment increased overall from baseline to
midline, but decreased from midline to endline overall. This de-
crease was most pronounced in Somaliland, while Benadir and
Galmudug was the only area where enrollment increased from
midline to endline.

Enrollment trends were similar in secondary schools, with boys’
enrollment higher than girls’ enrollment in all three rounds of data
collection. Unlike primary school, though enrollment in secondary
schools increased from baseline to midline and from midline to
endline, indicating a positive trend in students continuing from pri-
mary to secondary school from baseline to endline.

Household surveys provide a representative sample of the en-
rollment rate of eligible girls in the community served by each
EGEP-supported school. However, this sample’s utility is limited
because at endline only the households of cohort girls were vis-
ited. Given that the household protocol changed at endline and
the sample and approach vary greatly from baseline and mid-
line methodology, comparisons cannot be made to baseline and
midline. Each household respondent was asked to provide the
enrollment status for each school-aged girl and boy living in the
household. Baseline and midline averages were calculated across
all girls and boys, accounting for clustering at the household level.

At endline, enrollment was high overall, ranging from 83.5% to
90.7%. Puntland enrollment was the highest, at over 90%. dis-
plays the data for enrollment rates as taken from the household
roster within the household survey. Girls'" enrollment was nearly
10% higher than boys'. When broken down by recontacted versus
substitute households, there was less than a 2% difference in girls’
enrollment (86.6% versus 88.3% for recontacted and substitute
households, respectively). The difference was greater for boys'
enrollment, at nearly 3% overall (78.0% versus 75.3% for recon-
tacted and substitute households, respectively). Somaliland and
Benadir and Galmudug drove most of this difference; in Somalil-
and, boys' enrollment was 75.3% in recontacted households and
68.9% in substitute households; in Benadir and Galmudug, boys’
enrollment was 70.3% in recontacted households and only 61.2%
in substitute households. S triangulated this data with EGEP's own
enrollment data obtained through their monitoring records, show-
ing data for all EGEP intervention schools (Table 39-Table 42).

2.3.2.3 Subgroup analysis

Following the same trend as overall enrollment, girls" enrollment
was high when disaggregated by location status, staying in the high
80-percent range. When disaggregated by project area, the num-
ber of observations is often too low to make accurate assumptions
(Table 44). still, Puntland enrollment was typically the highest while
Benadir and Galmudug enrollment was typically the lowest.

Boys' enrollment was lower than girls" enrollment when disaggre-
gated by location status, sometimes dipping into the low 70-per-
cent range. As for girls, the number of observations is often too
low to make accurate assumptions when disaggregated by project
area (Table 44). Still, Puntland enrollment was typically the highest,
while Benadir and Galmudug enroliment was typically the lowest.
Broken out by age according to the household survey (Table 46),
girls" enrollment is lowest at Age 8 (75%), but jumps between 80%
and 85% for Ages 8-18, with the highest levels of enrollment among
girls aged 11-15.
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Table 38: Average number of school days missed in the last 2 weeks, by location

Puntland Somaliland Bg:fn?lijrdaungd

Mean n Mean n Mean

Urban 636 | 1.08 | 288 0.89 152 | 1.22 | 196 1.27
Rural 306 | 1.25 | 164 0.86 118 | 1.51 24 1.46
IDP 1M1 [ 115 | 97 1.12 8 0.88 6 2.00
Non-IDP 831 | 1.14 | 309 0.80 308 [ 1.38 | 214 1.27
Drought 317 | 139 | 118 0.86 1311 1.76 | 68 1.60
Non-Drought | 625 | 1.01 | 288 0.89 185 | 1.09 | 152 1.14
Conflict 219 | 1.23 | 18 1.61 1 1.00 | 200 1.20
Non -Conflict | 723 [ 1.11 | 388 0.85 315 137 | 20 2.20

Table 39: EGEP total enrollment data, all intervention primary schools, baseline to midline

2014-2015 2015-2016 Diff. Total %
ifference

Mean Mean change
from 1

Boys Girls Boys Girls Boys Girls Total yearago
Total 165 | 260.0 | 2295 | 4804 | 172 | 273.8 | 2372 | 508 (138 | 7.7 | 276 5.7%
Somaliland 62 2569 | 220.0 | 4795 | 68 | 267.0 | 2111 | 4703 ] 101 | -89 | 92 -1.9%
Puntland 75 2329 | 193.6 | 4231 69 | 256.6 | 209.8 | 466.4 | 23.7 | 16.2 | 433 10.2%
Benadir and Galmudug 28 3395 | 3473 | 636.0 | 35 | 3205 [ 3418 [ 6623 | -19 | -55 [ 263 4.1%

Table 40: EGEP total enrollment data, all intervention primary schools, midline to endline

2015-2016 2016-2016 Diff Total %

ifference
Mean Mean change
from 1
Boys Girls Boys Girls Total Boys Girls Total yearago
Total 172 | 273.8 | 2372 508 172 | 2727 | 2302 | 500 | -11 -7 -8 -1.6%
Somaliland 68 | 267.0 | 211.1 470.3 68 | 2605 | 180.2 | 4331 | -65 |-309 | -37.2 -7.9%
Puntland 69 | 256.6 | 2098 | 4664 | 69 | 2440 | 2096 | 4536 |-126 | -02 | -12.8 -2.7%
Benadir and Galmudug | 35 | 3205 | 341.8 | 6623 | 35 | 3522 | 3680 | 7203 | 31.7 | 26.2 58 8.8%

Table 41: EGEP enrollment data, all intervention secondary schools, baseline to midline

2014-2015 2015-2016 Diff Total %
ifference
Mean Mean change
from 1
Boys Girls Boys Girls Total Boys Girls Total yearago
Total 43 224.5 149.8 | 3743 32 2984 | 1879 | 486 | 739 | 381 | 111.7 29.8%
Somaliland 13 302.6 148.7 | 4513 13 289.2 160.8 | 450.0| -13.4 | 121 -1.3 -0.3%
Puntland 12 2716 176.8 | 4484 12 3985 | 2527 | 6512|1269 | 759 | 202.8 452%
Benadir and Galmudug | 18 136.6 1326 | 269.2 7 143.9 1274 12713 7.3 -5.2 2.1 0.8%

Table 42: EGEP enrollment data, all intervention secondary schools, midline to endline

2015-2016 2016-2016 Diff Total %
ifference
Mean Mean change
n from 1
Boys Girls Boys Girls Total Boys Girls Total year ago
Total 32 298.4 187.9 486 32 3474 | 2388 586 49 50.9 100. 21%
Somaliland 13 289.2 160.8 450.0 13 3925 | 2452 | 6378|1033 | 844 187. 42%
Puntland 12 398.5 2527 651.2 12 402.2 | 2845 | 686.7| 3.7 31.8 35. 5%
Benadir and Galmudug 7 1439 127.4 2713 7 169.7 148.3 | 318.0 | 25.8 | 209 46.7 17%
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Table 43: Girls’ and boys' enrollment at endline, via household survey

Girls Boys
n mean SE n [ED SE
Overall 1,062 87.08% | 0.01 | 741 | 77.25% | 0.01
Puntland | 435 | 90.68% | 0.01 | 304 | 85.66% | 0.02
Somaliland [ 360 | 85.38% | 0.01 | 249 | 74.74% | 0.02
B&G 267 | 8351% | 0.02 | 188 ] 66.99% | 0.03

Table 44: Girls’ enrollment at endline, via the household survey, by location status

Overall Puntland Somaliland Benadir and Galmudug
Mean Mean n Mean n Mean
Urban 689 87.75% 307 91.35% 172 86.77% 216 83.51%
Rural 336 86.78% 125 89.92% 185 83.84% 26 92.63%
IDP 119 89.19% 102 88.86% 11 86.36% 6 100.00%
Non-IDP 906 87.20% 324 91.59% 346 85.22% 236 84.09%
Drought 354 85.26% 125 89.92% 154 84.47% 75 79.12%
Non-drought 671 88.58% 307 91.35% 203 85.85% 167 86.90%
Conflict 240 84.70% 18 96.76% 1 100 221 83.65%
Non-Conflict 785 88.27% 408 90.68% 356 85.21% 21 93.25%

Overall

Puntland

Table 45: Boys' enrollment at endline, via the household survey, by location status

Somaliland

Benadir and Galmu-

dug

Mean Mean n Mean Mean
Urban 689 83.22% 301 90.54% 172 85.20% 216 71.17%
Rural 336 79.25% 125 86.01% 185 78.43% 26 52.94%
IDP 119 88.19% 102 87.79% 11 100.00% 6 62.50%
Non-IDP 906 81.18% 324 89.75% 346 81.00% 236 69.51%
Drought 354 74.79% 125 86.01% 154 78.37% 75 51.85%
Non-drought 671 85.51% 301 90.54% 203 84.15% 167 77.78%
Conflict 240 71.93% 18 100.00% 1 100.00% 221 70.31%
Non-Conflict 785 85.01% 408 89.01% 356 81.77% 21 57.69%

Qualitative support regarding enrollment: Across
all project areas and across all FGDs and Kils, partic-
ipants indicated an increase in enrollment. A mother
from Somaliland noted: “The number of girls enrolling
in school is increasing day after day. In past no one was
caring about girls’ education, but now that the com-
munity understands, many girls are enrolling.” Another
mother added: “We are so happy and proud to see this
change. At the current time even the adult women are
going to school.” A teacher from Puntland stated: “The
first year we only had one girl in class 8, the next year
we had two, and now we have twenty . . . the parents are
pointing their finger at the school and saying ‘they are
improving students very well, especially the girls.” This
increase in enrollment was largely attributed to the fi-
nancial support (bursaries) provided by EGEP as well as
to awareness-raising on the part of EGEP and the com-
munity itself. According to a teacher in Somaliland, “the
most important change is the financial encouragement,
which allowed girls to continue their education.” A CEC
member in Puntland stated: “The change is because of

Table 46: via the household survey, by age

Age Overall Puntland Somaliland B&G
n mean n mean n mean n mean
8 139 | 75.10% | 53 | 80.90% | 53 | 72.99% | 33 | 69.17%
9 153 | 80.75% | 71 | 87.65% | 48 | 84.90% | 34 | 60.47%
10 190 | 84.06% | 81 | 89.10% | 71 86.39% | 38 | 68.97%
I 239 | 86.81% | 97 | 89.83% | 93 | 85.70% | 49 | 82.96%
12 266 | 86.66% | 124 | 90.02% | 82 | 84.68% | 60 | 81.42%
13 281 85.85% | 123 | 90.18% | 89 | 84.16% | 69 [ 80.33%
14 275 | 88.02% | 118 | 94.00% | 71 83.69% | 86 | 83.40%
15 198 | 86.44% | 88 | 90.38% | 60 | 82.39% | 50 | 84.38%
16 168 | 82.93% | 59 | 86.40% | 56 | 79.61% | 53 | 82.56%
17 81 81.24% | 27 | 8596% | 25 | 72.93% | 29 | 83.99%
18 87 81.89% | 35 | 87.21% | 26 | 77.63% | 26 | 78.97%
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Relief International. They pay many girls’ school fees. Now girls
who used to stay at home are being brought to school, and their
knowledge is increasing.” A Somaliland father shared that enroll-
ment increased because “the NGO met the local people, teachers,
and parents, and gave inspiration that we should let the girls learn.
After that, the parents gave an opportunity for the girls to learn,
and now the girls are in school.”

However, while respondents believe enrollment has improved
across all project areas, barriers still persist. Most detrimentally,
financial hardship appears to be the largest barrier to girls’ enroll-
ment in school. As one Somaliland father shared: “We all want all
of our children to be educated, but we cannot afford that. Then we
have to choose, and it is very difficult.” Additionally, while knowl-
edge and awareness among communities appears to have in-
creased substantially, lack of awareness among some community
members was cited several times across project areas as a barrier
to enrollment. More specifically, respondents indicated that girls
who are living with grandmothers or older relatives are typically
not encouraged to attend school, indicating a persistent gener-
ational barrier. Early marriage and adolescent motherhood was
still cited several times across participant types and project areas
as barriers to enrollment and retention, though these barriers ap-
pear to be continuously reducing. Lastly, girls who are members
of pastoralist families appear to face additional barriers to enroll-
ment as a result of the movement patterns of these families.

Sl notes that for enrollment, findings from the household survey
roster consistently show boys' levels of enrollment to be lower
than that of girls, while findings from EGEP's official school reg-
isters show the opposite. Given qualitative findings that suggest
cultural values which push for boys to go to school before girls,
the discrepancy in these findings is puzzling. This could be ex-
plained by the fact that all households surveyed at endline had, at
minimum, one girl enrolled in school (the cohort girl), potentially
upwardly biasing girl enrollment rates. We also hypothesize that,
given increased drought and conflict between ML and EL, overall
enrollment may have dropped for both sexes, though the drop
may have been less so for girls since households in catchment
areas continued to receive targeted EGEP aid specifically for girls
to enroll in school.
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2.4 What has worked, why, and with what effects?

2.4.1 How has the project performed against its target outputs in the logframe, and did the project
successfully overcome barriers to girls’ educational outcomes?

Table 47: Project performance against endline targets in logframe outputs®n=36 at midline; n=27 at endline

Output and Output indi- L . . . Endline
P P Activities Baseline level Midline level Endline target . Source
cators achieved

1.1 Percentage of people who

feel there is enough local B Awarghgssi SL: 58% SL: 83 % SL: 57% SL: 86%
support for girls to succeed raising activities in the PL: 65% PL: 90% PL: 51% PL: 77% HHS
; community B&G: 49% B&G: 83% B&G: 39% B&G: 80%
in school
1.2 Percentage of caregivers
and girls who have been
exposed to project aware- Awareness- SL: N/A SL: 80% SL: 20% SL: 96%
ness-raising activities and re- | raising activities in the PL: N/A PL: 73% PL: 20% PL: 81% HHS
port their perceptions of the community B&G: N/A B&G: 82% B&G: 20% B&G: 95%
importance of girls’ education
have changed
1.3 Percentage of caregivers/ Awareness-
girls with access to radio who | raising activities in the SL: N/A SL: 31% SL: 30% SL SL: 12%
listen to project radio broad- community, PL: N/A PL: 74% PL: 30% PL PL: 56% HHS
cast (n=118) particularly B&G: N/A B&G: 67% B&G: 30% B&G: 91%
radio programs
1.4 The increase in learning Numeracy: Numeracy: Numeracy: Numeracy:
levels of out-of-school girls SL: N/A SL: 56% SL: 32.9% SL: 66%
in maths and literacy who PL: N/A PL: 65% PL: 40% PL: 72%
receive bursaries to support Bursary B&G: N/A B&G: 71% B&G: 33% B&G: 72%
them to enroll in school distribution Literacy tests
Literacy: Literacy: Literacy: Literacy:
SL: N/A SL: 69% SL: 41.5%; SL: 81%
PL: N/A PL: 74% PL: 53%; PL: 85%
B&G: N/A B&G: 87% B&G: 40%; B&G: 89%
1.5 Percentage of girls receiv- Bursar SL: N/A SL: 96% SL: 90% SL: 99%
ing bursary support that stay distributi{)n PL: N/A PL: 94% PL: 90% PL: 87% RI'monitoring
in school B&G: N/A B&G: 99% B&G: 90% B&G: 99%
1.6 Attendance of girls who Sanitary kit SL: 68% SL: 73% Increase by 3% SL: N/A School survey
receive sanitary kits distribution PL: 89% PL: 89% from baseline in PL: N/A - deemed too
B&G: 99% B&G: 99% each zone B&G: N/A inaccurate at EL
1.7 Percentage of girls that Solar lamp SL: N/A SL: 75% SL: 50% SL: 78%
report using solar lamps distribution PL: N/A PL: 44% PL: 50% PL: 59% HHS
when doing their homework B&G: N/A B&G: 38% B&G: 50% B&G: 50%
ij;nii;c‘izzaf%ilsgf'l;'tsnvzzg o Civil works SL: 3% SL: 33% SL: 29% SL: 13%
lack of water in their school construction at PL: 15% PL: 26% PL:31% PL: 8% HHS
) . schools B&G: 12% B&G: 50% B&G: 30% B&G: 67%
environment
2.2 Percentage of girls who
report there being something Civil works SL: 35% SL: 45% SL: 49% SL: 38%
about their school envi- construction at PL: 26% PL: 75% PL: 49.7% PL: 65% HHS
ronment that they feel has schools B&G: 24% B&G: 77% B&G 41.9% B&G: 80%
improved in the past year
2.3 Percentage of girls who
cite their school club or Promotion of girls’ SL:22% SL:12% SL: 10% SL: 24%
extra-curricular activity as clubs at school PL: 20% PL:21% PL: 11.28% PL: 25% HHS
something they like about B&G: 14% B&G: 22% B&G: 10% B&G: 17%
school
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2.4 Percentage of trained

teachers demonstratin Teacher training in SL:47% SL:32% SL: 45% SL: 43% Classroom ob-
knowledge of irlfcentegred girl-centered ap- PL: 44% PL: 33% PL: 50% PL: 43% <ervation tool
approacﬁes toglearnmg proaches B&G: 43% B&G: 59% B&G: 45% B&G: 38%
2.5 Percentage of Commu-
nity Education Committees
(in Supplementary School Training of CECs to SL: N/A SL: 60% SL: 50% SL: 67%
Feeding (SSF) schools) playing | manage school feed- PL: N/A PL: 67% PL: 65% PL: 50% School survey
an active role in manage- ing programs B&G: N/A B&G: 57% B&G: 65% B&G: 100%
ment of the school feeding
programme
2.6 Percentage of girls Teacher training in SL:9.8% SL: 6% SL: 4.2% SL: 3%
reporting improved levels &
ofp < ch%socpia\ wellbeing at girl-centered ap- PL: 8.4% PL: 21% PL:3.3% PL: 1% HHS
Psy J proaches B&G: 8.6% BRG: 35% B&G: 2.7% B&G: 7%

school**

3.1 Percentage of trained MOE trainings on

MOE officials that report onder- SL:N/A SL: 75% SL: N/A SL: 100%
increased level of knowledge regs onsive PL: N/A PL: 50% PL: N/A PL: 100% Klls with MOE
around gender-responsive pon: B&G: N/A B&G: N/A B&G: N/A B&G: 100%
. education
education
3.2 Trained MOE staff in- MOE trainings on
crea;mgly momtormg geﬁder monitoring of schools <L 68% <L 70%
sensitivity of learning environ- for o oa0 SL: 20% of tar- 0 School survey;
ment in schools gender- PL 65% PL:88% get schools Sk /4% Klls with MOE
: B&G:67% B&G: 48%
responsive
education
?fa Chzche”tii?n ?rfcreHazzg Promotion of dialogue SL: N/A SL: 69% SL: 60% SL: 60% iﬁ?ﬂﬁ“&gé
o T oo |  between MOE and PL: N/A PL: 87% PL: 50% PL: 62% e it temch.
RO y schools B&G: N/A B&G:57% B&G: 40% B&G: 50% ors

4.1 Number of trained CECs Training of CECs in

establishing school develop-| SDP implementation; SL: N/A SL: 100% SL: 70% SL: 100%
ment plans that have specific | grant awards to CECs PL: N/A PL: 94% PL: 80% PL: 98% School survey
activities targeting girls to implement SDPs in B&G: N/A B&G: 71% B&G: 80% B&G: 100%
schools

4.2 Number of scholarships SL: N/A SL: N/A SL: N/A SL: RI monitoring
provided as a result of Dias- PL: N/A PL: N/A PL: 50% PL: records
pora internship program B&G: N/A B&G: N/A B&G: N/A B&G:
4.3 Number of CECs with
School Development Plans Training of CECs in SL: N/A SL: 15% SL: 40% SL: 33% RI monitoring
that are supported either SDP implementation PL: N/A PL: 44% PL: 50% PL: 42% records
through financial or in-kind B&G: N/A B&G: 52% B&G: 50% B&G: 89%
contributions (including time)
vocating o ool needs | dubastsehociamd | SNA o7 sl 50% oL 55
through the CECs training of CECs to PL: N/A PL: 63% PL: 80% PL: 59% School survey

B&G: N/A B&G: 93%% B&G: 80% B&G: 62%

work with girls’ clubs

*n=36 at midline; n=27 at endline
**Denotes change over the previous data collection period.

Please see Annex 12 which details the methodology for measuring all 20
Output Indicators.
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Output 1: Marqinalized girls are supported to enroll and stay in school by their com-
munities, families, schools, and mentors

e 11 Percentage of people who feel there is Community-level awareness raising events
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Barriers

enough local support for girls to succeed in
school

1.2 Percentage of caregivers and girls who have
been exposed to project awareness-raising ac-
tivities and report their perceptions of the im-
portance of girls’ education have changed

1.3 Percentage of caregivers/girls with access
to radio who listen to project radio broadcast
(N=118)

1.4 The increase in learning levels of out-of-
school girls in maths and literacy who receive
bursaries to support them to enroll in school
1.5 Percentage of girls receiving bursary sup-
port that stay in school

1.6 Attendance of girls who receive sanitary kits
1.7 Percentage of girls that report using solar
lamps when doing their homework

Lack of support to complete education:
Progress regarding girls’ enroliment, retention,
and learning is hindered due to prevailing be-
liefs and attitudes towards girls’ education. This
related to a lack of support for girls to achieve
well in school and complete the education cy-
cle.

Financial constraints: School-related costs
(school fees, uniforms, books, etc.) cause an
economic burden on households. Many girls
are unable to afford to go to school or afford
materials necessary to succeed in school, and
their enrollment, attendance and learning suf-
fer as a result. This can also lead to already-en-
rolled girls to drop out of school.

Menstruation: Some girls miss days of school
(lower attendance) when they are menstruating
because they do not have access to menstru-
al pads and/or lack critical knowledge around
menstrual hygiene management.

Lack of light: Lack of light (via electricity, gas,
etc.) in many homes means that girls are un-
able to study once it gets dark. Combined with
a girl's other responsibilities at home, this se-
verely limits the time she might have available
to do homework and study.

ies
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(2.1; 1.2; 1.3): These have the goal of promoting
support for girls’ education within the commu-
nity and ultimately increasing enrollment, atten-
dance and retention. EGEP implements sever-
al activities at the community level, including
household visits, community events, radio mes-
saging, and posting and distribution of materi-
als such as billboards, posters, and caps.

Bursaries (1.4; 1.5): EGEP provides bursaries in
the form of school fees (Puntland and Benadir
and Galmudug) or cash to families (Somaliland)
to offset costs associated with a girl's education.
It is expected that this offset will be an import-
ant factor in enabling a girl to enroll in school
and to attend school safe in the knowledge that
these costs have been met, ultimately, leading
to an increase in learning levels. The most se-
verely marginalised girls are identified to receive
the support. In all the project areas, girls’ atten-
dance is monitored on a monthly basis and
continued payment is conditional on continued
attendance. If problems are identified in a girls’
attendance then project staff and CEC mem-
bers investigate to identify the problem and
support the girl as necessary.

Sanitary kits: (1.6) EGEP distributes sanitary
kits to all schools. It is expected that receipt of
a sanitary kit, should improve the attendance of
a girl of menstruating age. Up until the midline
point, the kits distributed to girls were all re-us-
able (for three months). Given mixed reception
of these kits, the majority of distributions be-
tween midline and endline was changed to dis-
posable kits. Over 3,800 girls received bursaries
from EGEP over the course of the project

Solar lamps (1.7): EGEP distributes solar
lamps to the most marginalized girls at school.
Girls are encouraged to use solar lamps to do
homework at night. Due to access to electric-
ity being more limited in rural areas and IDP
camps, the distributions have been particularly
weighted towards those areas.
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1.1 Percentage of people who feel there
is enough local support for girls to
succeed in school

e 81% of caregivers at endline said that people in the i
community have become more encouraging of :
girls succeeding in school in the past three years. !

e 0% of caregivers want a girl to achieve a college !
or university level education, and 88% of caregiv- !
erswant a girl to be “in education” when she turns !
18. Only 5% of caregivers cite a child’s gender as '
an important factor in deciding if he or she will be |
enrolled in school. !

e Because of changes in methodology of house- :
hold data collection between endline and earlier i
phases of data collection, quantitative data for :
this output indicator is not comparable to base- i
line and midline data. As such, regression analysis ;
on changes between phases was not possible. E
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Methodology: The indicator on local support for girls’ education
in communities was measured primarily in a quantitative manner
via one question asked of a girl's primary caregiver on the house-
hold survey. These answers were triangulated through secondary
measures of qualitative data garnered in focus group discussions
(FGDs) with mothers and fathers and through key informant inter-
views (KIl) with CECs and teachers.

Limitation: In conjunction with EGEP, at endline SI altered the
methodology for administering household surveys from that of
baseline and midline. Specifically, SI did not follow up with the
same households visited in the first two data collection phases;
rather, at endline, Sl visited the households of cohort girls so that
cohort girls’ outcomes could be easier linked with their respec-
tive household characteristics. Because of this departure in meth-
odology, any quantitative results between endline and previous
data collection phases are incomparable, and therefore the report
displays only the endline quantitative results for output indicator
1.1. The question on the household survey “Is there enough local
support for girls' education in the community?” was removed by
FM at endline. Quantitative results for this indicator are measured
via a new question added at endline by FM: “In the past 3 years, do
you feel that people in your community have become more or less
encouraging for girls to succeed in school?”

Findings: In the past 3 years since the beginning of the project,
81% of caregivers report that people in their communities have
become more encouraging toward girls succeeding in school, 7%
report less encouraging, and 12% state no change at all. Disag-
gregated by project area, these numbers are similar, though it is
noteworthy that nearly one in five (18%) caregivers in Puntland
answered that there was no change in the past 3 years in attitudes
toward girls succeeding in school (Figure 17). Further, 89% of care-
givers report that in the past 3 years it has become more common
to send girls to school (Figure 18).

Figure 17: How have people’s attitudes toward girls suc-
ceeding in school changed in the past 3 years?

W Total m Puntland m Somaliland ® Benadir & Galmudug

86%

81% 80%

12% 11%

7% 6% 8% 8% 6%

More encouraging Less encouraging

No change

Figure 18: In the past 3 years, has it become more or less
common to send girls to school?

98%

84% 89%
o

89%

15%

8%
2% 0% 2% 0% . >% 2%

More Common Less Common No change

Qualitative Support: Across all mothers, fathers, and girls FGDs,
as well as all CEC Kils, all respondents indicated an increase in
community support from midline to endline. As one Benadir and
Galmudug teacher stated: “Previously girls were not involved in
education. Parents used to reject their daughters’ desires to go to
school. But now it seems the situation has changed. Parents want
the opportunity to send their girls to school.” Similarly, a Puntland
mother shared: “The community’s support for girls has increased
recently, because people now understand the importance of ed-
ucation. Before we used to say to the girls ‘cook rice and let the
boys study.” But this organization showed us the importance of
girls’ education.”

All respondents across all project areas attributed this continuous
increase in knowledge and community support for girls’ educa-
tion to the awareness raising initiatives of EGEP. According to all
respondent types, these EGEP efforts have gone further to equip
community members themselves to carry out awareness raising
efforts.

More notable than the increase in community support for girls' ed-
ucation, the qualitative data collectively indicates that community
members are now taking several actions to continue improving
support for girls' education within their communities. Teachers in
all three project areas indicated personal efforts to get OOSG in
school, including home visits. For example, a teacher from Benadir
and Galmudug shared, “meetings between the teachers and com-
munity members can make the community members and parents
active in finding solutions and make efforts and developments for
girls’ education.” One teacher and female mentor from Somaliland
shared that, “if a student faces a personal problem, | will search for
the reason for the problem and work with the students and par-
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ents to try to solve it.” Mothers shifted from speaking only about
how they have learned about the importance of girls' education
at midline to discussing how to help other families and girls in the
community at endline. One mother in Puntland stated, “We want
to support the other families who have children still in the house to
get support like we did.” Another mother from Somaliland shared,
“We want to reach other Somali communities.” Even the in-school
girls themselves are working together to assist marginalized girls.
As a Somaliland teacher noted, “the girls pave the way to solving
the difficult issues facing community girls. They even contribute
money among themselves when girls are in need.” Additionally,
fathers discussed sending orphan girls to school, even though fi-
nancial strain is difficult. For example, one father in Puntland who
is housing an orphan stated, “She is in school because she has en-
couragement from us and her education is improving.” According
to the FGDs, parents feel very responsible for awareness raising in
the community, because EGEP's awareness raising efforts encour-
aged them to send their daughters to school. Now, they want the
same for others.

All key informant interviews with CEC members indicated that,
not only do they see an increase in community support, but that
they themselves are more active within the community in trying to
break down the barriers to girls' education. CECs across all proj-
ect areas report that their main role is to manage relationships
between the community and the school, which includes assisting
families with personal struggles and encouraging OOSG to return
to school. As one Benadir and Galmudug CEC member men-
tioned: “The most important thing the committee exists for is to
protect girls from leaving education. We do this by raising aware-
ness to families, and sometimes financial support in very difficult
situations.” Members of CECs are no longer simply participating in
awareness raising activities carried out by organizations but are
establishing and implementing their own methods. This is a critical
shift from midline, highlighting the beginnings of community own-
ership and pride in participation of efforts for girls" education. As a
result, the qualitative data suggests that, while a massive financial
barrier stands in the way of sustainability across all project areas,
all respondent types believe that this desire to further the cause
of girls’ education will be sustained, and therefore there is a will to
establish financial solutions as a community.

Caregivers’ attitudes about girls’ education: Figure 19 shows
that among caregivers of cohort girls, a large proportion (90%)
want their girls to achieve the highest level of education possible
on the survey: to go to college or university. There were no mean-
ingful differences in this proportion when disaggregated by proj-
ect area, rural/urban, gender of HOH, or education level of HOH.

Figure 19: Level of schooling a caregiver wants for a girl now

90%

3% 1% 2% 5%
none primary lower secondary upper secondary  college or
(until 13 0or 14) (until15o0r 16) university

At endline, caregivers overwhelmingly expressed a desire for girls,
when they turn 18, to continue in education (as opposed to mar-

riage or work). While these results did not differ substantially when
disaggregated by urban/rural, gender of HOH, or education level
of HOH, there was a notable difference among Puntland caregiv-
ers who answered "marriage” and “working” more (and “in educa-
tion” less) than their Somaliland and Benadir and Galmudug coun-
terparts (Figure 20).

At endline, the factors that are important to a caregiver in deter-
mining if a child should go to school are overwhelmingly the child's
age and the child’s ability (Figure 21). A positive finding here is that
the child's gender plays a very small role (5% of respondents) in
determining whether a child should attend school. There were
no substantial differences in answers across key disaggregations.
Caregivers could select multiple responses to this question.

Mothers and fathers resoundingly reported lofty aspirations for
their daughters, both during their primary and secondary educa-
tion and for post-secondary education. One mother from Benadir
and Galmudug echoed the voices of many mothers and fathers
across all three areas when she said, regarding her aspirations for
her daughter, “I hope she will complete all the way through univer-
sity level.” Similarly, when asked which level of education he would
like his daughters to achieve, one father from Somaliland stated,
“| expect her to reach and prepare for two PhDs. It is good for
her to have good expectations.” While at midline, overall parents
indicated a desire to see girls complete secondary education, the
support for girls pursuing post-secondary education appears to
have increased immensely at endline.

Figure 20: Aspirations for a girl when she turns 18,
as expressed by caregiver, by project area

H Total W Puntland ® Somaliland
93% 92%

Benadir & Galmudug

88%

81%

11%
3% 5% 19 1% 7% gy 4% 4%

In education Married Working

Figure 21: Important factors for deciding if a child should
attend school, as expressed by caregiver

The jobs in the area for adults

If the school has a feeding program
Whether they are a boy or a girl
The child's ability

The child's age 86%

Sustainability: At endline, the qualitative data mirror the quan-
titative data regarding factors for deciding if a child should attend
school. All mothers and fathers across all project areas indicated
a desire to send all of their children to school. As one father ex-
pressed: “We want all of our children to go to school. We want
all of our daughters to reach university. But financially we cannot
afford this.” Because of financial barriers such as the one cited
above, mothers, fathers, CEC members, and MOE representatives
all concur that sustainability will be incredibly difficult to establish



Social Impact

Figure 22: Activities heard or witnessed by caregivers at endline
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once the project reaches completion. While parents desperately
want all their children to attend school and have demonstrated
increased awareness and support of the importance of girls’ edu-
cation, financial barriers may force parents to choose which chil-
dren are provided for. The qualitative data is mixed in this regard,
with some parents saying they would choose boys first and others
choosing girls. For those parents who choose boys first, it appears
to be for two reasons. First, parents worry considerably more
about the futures of their sons. To expand, parents believe their
sons are at a much higher risk of making poor decisions regarding
drugs and behavior, and they hope that providing their sons with
education will avoid such challenges. Secondly, in line with cultural
norms, parents still rely heavily on the support of their daughters
within the home. As such, when a choice must be made, parents
justify sending sons because daughters have a critical role in the
home. However, while this financial barrier is daunting, the behav-
ioral and ideological shift that has occurred within communities
regarding caregivers’ aspirations for their daughters’ education
appears to be lasting, impactful, and sustainable in the long term.

Additionally, at the point of endline, the quantitative data suggests
that girls are now surpassing boys in enrollment in many areas.
This could suggest that the situation is slowly shifting and that the
increased support for girls' education is slowly translating into ac-
tion, in terms of choosing girls to go to school.

Though BL and ML statistics are not presented in this section due
to differences in data collection methodology, it is important to
note the relatively large improvements in key community support
indicators between the three data collection periods. At baseline,
community support for girls’ education was only 45% (readjusted
to 59% at midline after attrition). By midline, this indicator had in-
creased to 86%. Proxy indicators (displayed in Figures 17-18) show
similarly high levels of community support (in the 80-90% range)
at endline. Further, the level of education that a caregiver wants
for a girl now increased dramatically from 42% at baseilne (read-
justed to 50%) to 82% at midline and 90% at endline (Figure 19).
While we cannot definitively attribute these changes to EGEP in-
terventions, given the significant increases and the fact that EGEP
is the only actor in the girls" education sphere in these particular
catchment areas, we believe that EGEP awareness-raising activi-
ties have played a large and important role in changing community
attitudes in this regard.

T-shirt Cap TV Radio Door-to-door visit

1.2 Percent of caregivers who have been
exposed to dproject awareness raising
activities and report havin Perceptions
of the importance of girls’ education
changed

e 37% of caregivers have heard or witnessed any
type of awareness raising activity in the past three
years.

e (Of those who have heard these activities, the most
commonly stated activity heard or seen was ra-
dio programs (46% of caregivers who had seen or
heard anything), followed by TV programs (33%),
posters (31%), and billboard (20%).

o Of caregivers exposed to project messaging, 9o%
indicated having perceptions of the importance of
girls’ education changed, measured by the level
of schooling they wish a girl to achieve when she
turns 18.

e Because of changes in methodology of house-
hold data collection between endline and earlier
phases of data collection, quantitative data for
this output indicator is not comparable to base-
line and midline data. As such, regression analysis
on changes between phases was not possible.
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Methodology: This indicator was measured primarily in a quan-
titative manner via two questions asked of a girl's primary caregiv-
er on the household survey. A caregiver was defined as “having a
positive perception of girls’ education” if they indicated that they
wished a girl to achieve a college or university level education. Giv-
en the incomparability of household-based endline data to pre-
vious data collection phases (see note on Limitations below), we
are unable to comment upon any actual change in this indicator
between data collection periods. These answers were triangulated
through secondary measures of qualitative data garnered in focus
group discussions with girls, mothers, and fathers.

Limitation: See limitation in Output 1.1 describing incomparabili-
ty of findings across all data collection periods.

Findings: Thirty-seven percent of caregivers reported seeing or
hearing any awareness raising activity in the past three years, and
this was consistent across project areas. The activities seen or
heard most often were radio programs (46% of those indicating
they had seen or heard any activity in the past three years), TV
programs (33%), posters (31%), and billboards (20%) (Figure 22).
Of all caregivers who had been exposed to any project messaging,
90% aspired for their girls to go to college or university. This pro-
portion was equal for those caregivers who had not been exposed
to project messaging.
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Table 48: Literacy results, bursary girls, midline

Learning Baseline scores of girls who  Midline scores of girls who

cohort were 00SG at baseline were 00SG at baseline Buksaryimidlineiscores Bursary
subgroup differences
n Mean SE n Mean SE n Mean SE
Total 371 1.5 0.2 371 59 0.3 466 8 0.3 6.5
Puntland 132 1.9 0.3 132 6.5 0.4 188 7.8 0.5 5.9
Somaliland 110 1.2 0.3 110 43 0.5 104 6.9 0.5 5.7
Benadir
and 128 13 0.4 128 6.6 0.5 174 8.8 0.4 7.5
Galmudug
Grade 3 n/a n/a n/a 57 6.7 0.7 55 7.8 0.4 1.1
Grade 4 n/a n/a n/a 45 8.0 0.5 61 8.6 0.5 0.6
Grade 5 n/a n/a n/a 33 8.4 0.6 57 9.2 0.3 0.8
Grade 6 n/a n/a n/a 22 9.4 0.3 57 8.6 0.4 -0.8
Grade 7 n/a n/a n/a 16 6.3 1.2 58 9.1 0.5 2.8
Grade 8 n/a n/a n/a 17 9.5 0.4 55 9.2 0.4 -0.3

Table 49: Literacy results, bursary girls, endline (out of 120)

Learning Midline scores of girls who  Endline scores of girls who

cohort were O0SG at baseline were 00SG at baseline Bursary'endline scores Bursary
subgroup ] Mean SE ] Mean SE ] Mean SE differences
Total 371 5.9 0.3 371 6.9 0.2 466 8.6 0.2 1.7
Puntland 132 6.5 0.4 132 7.4 0.3 188 8.7 0.3 1.3
Somaliland 110 4.3 0.5 110 4.8 0.3 104 8.1 0.4 3.3
genadi jgd 128 6.6 05 128 83 0.2 174 8.9 03 0.6
Grade 3 57 6.7 0.7 68 6.8 0.4 68 7.6 0.4 0.8
Grade 4 45 8.0 0.5 60 8.0 0.4 58 7.8 0.5 -0.2
Grade 5 33 8.4 0.6 41 9 0.4 48 8.9 0.5 0.1
Grade 6 22 9.4 0.3 25 9.5 0.4 55 9.1 0.3 -04
Grade 7 16 6.3 1.2 31 9.6 0.2 57 9.6 0.2 0.0
Grade 8 17 9.5 0.4 22 9.4 0.4 86 10.0 0.03 0.6

Table 50: Literacy results, bursary girls, by enrollment status when receiving a bursary, midline

Learning 0O0SG bursary ISG bursary All bursary
cohort group Mean Mean Mean
Total 236 8.1 0.4 225 7.9 0.4 0.604 46 8 0.3
Puntland 122 7.4 0.6 61 8.6 0.4 0.016 18 7.8 0.5
Somaliland n/a n/a n/a 104 6.9 0.5 n/a 104 6.9 0.5
Eg?riigfgd 114 8.7 0.5 60 8.9 0.6 0.634 178 8.3 0.4

Table 51: Literacy results, bursary girls, by enrollment status when receiving a bursary, endline (out of 10)

. 0OO0SG bursary ISG bursary All bursary
Learning cohort group
n Mean Mean Mean SE
Total 236 8.7 0.2 225 8.6 0.2 0.666 46 8.6 -0.2
Puntland 122 8.5 03 61 9 03 0.192 18 8.7 -0.3
Somaliland n/a n/a n/a 104 8.1 0.4 n/a 104 8.1 -04
Benadir and Galmudug 114 8.9 03 60 8.9 0.4 0.936 178 8.9 -0.3
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Table 52: Literacy results, bursary girls, by enrollment status when receiving a bursary, endline (out of 17)

Learning 0O0SG bursary ISG bursary All bursary

cohort group n Mean Mean Mean SE
Total 236 12.6 0.6 225 12.7 0.5 0.893 46 12.7 -04
Puntland 122 11.6 0.8 61 12.8 0.9 0.133 18 12.1 -0.7
Somaliland n/a n/a n/a 104 12 0.7 n/a 104 12.0 -0.7
gz?niﬁgjgd 114 | 136 | 136 | 60 137 | 08 0.906 174 137 | -06

Table 53: Literacy results, bursary girls, by marginalization status

Benadir and

Puntland Somaliland Galmudug

Mean n Mean n Mean
IDP 151 8.69 42 9.12 15 6.87 94 8.79
Non-IDP 310 8.57 141 8.47 89 8.33 80 9.03
Orphan 156 8.74 62 8.73 34 8.24 60 9.05
Non-orphan 305 8.54 121 8.56 70 8.06 114 8.82
Impoverished 169 8.72 123 8.69 46 8.78 0 n/a
Non-impoverished 292 8.55 60 8.47 58 7.59 174 8.90
Minority 81 8.69 9 8.56 14 7.64 58 8.97
Non-minority 380 8.59 174 8.62 90 8.19 116 8.86
Disabled 14 7.93 5 8.40 4 7.00 5 8.20
Non-disabled 447 8.63 178 8.62 100 8.16 169 8.92

Table 54: Numeracy results, bursary girls, midline

subgroup n Mean SE n Mean SE n Mean SE differences
Total 371 1.2 0.1 371 5 - 466 6.7 03 1.7
Puntland 132 1.6 03 132 5.6 03 188 6.8 03 1.2
Somaliland 110 1.0 0.2 110 34 04 104 5.6 0.4 2.2
gzmigug and [ 108 11 03 128 5.7 0.5 174 7.3 0.5 1.6
Grade 3 n/a n/a n/a 57 6.0 0.4 55 6.2 03 0.2
Grade 4 n/a n/a n/a 45 6.5 04 61 7.0 04 0.5
Grade 5 n/a n/a n/a 33 7.1 0.4 57 7.4 0.4 03
Grade 6 n/a n/a n/a 22 8.1 0.3 57 7.6 0.3 -0.5
Grade 7 n/a n/a n/a 16 6 1.1 58 7.6 04 1.6
Grade 8 n/a n/a n/a 17 8.5 04 55 7.6 03 -0.9

It is interesting to note the differences in reach of the particular
awareness raising activities in the different project areas. While
radio penetrated well in Puntland and Benadir and Galmudug,
this was not the case in Somaliland. These findings are similar to
those at midline and are likely due to the higher proportion of
target schools in rural areas (where radio ownership is low) of So-
maliland, compared to urban schools in Puntland and Benadir and
Galmudug. In response to the midline findings, EGEP report that
greater emphasis was placed on alternative awareness raising ac-
tivities to reach those in rural areas, which is reflected in the end-
line findings that show substantially higher reach through means
such as vehicles with loud speakers in Somaliland compared to
Puntland and Benadir and Galmudug.

Qualitative support: Consistent with midline findings, all FGD
respondents across all project areas indicated exposure to aware-
ness raising activities. In line with the quantitative data, qualitative-
ly, radio broadcasts were the most commonly referenced by all
respondent types and across all project areas. Respondents also
frequently mentioned community meetings and television broad-
casts as methods of spreading awareness of the importance of
girls’ education. At least one respondent in each FGD suggested
that these awareness raising efforts were impactful and that this
impact will be lasting. For example, one mother in Puntland shared
that through the EGEP awareness raising efforts the community
“has been told many things that were not known before, especially
that the quality of education for girls should not be different to
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Table 55: Numeracy results, bursary girls, endline

Learning Midline scores of girls who  Endline scores of girls who

cohort sub- were OOSG at baseline were O0SG at baseline Bursary endline scores Bursary
group n Mean SE ] Mean SE n Mean SE differences
Total 371 5 03 371 59 0.2 466 7.2 0.2 1.3
Puntland 132 5.6 03 132 6.4 0.2 188 7.3 0.2 0.9
Somaliland 110 34 0.4 110 4.2 0.3 104 6.6 03 24
Ezj‘nii‘drug and| g 57 05 128 6.9 03 174 7.4 03 0.5
Grade 3 57 6.0 0.4 68 58 0.2 68 6.2 0.3 0.4
Grade 4 45 6.5 0.4 60 6.7 0.3 58 6.2 0.5 -0.5
Grade 5 33 7.1 0.4 41 7.7 0.3 48 7.1 0.4 -0.6
Grade 6 22 8.1 0.3 25 7.9 0.4 55 7.6 0.3 -0.3
Grade 7 16 6 1.1 31 8.3 0.2 57 8.0 0.2 -0.3
Grade 8 17 8.5 0.4 22 7.9 0.5 86 8.1 0.2 0.2

Table 56: Numeracy results, bursary girls, by enrollment status when receiving a bursary, midline

Learning 00SG bursary ISG bursary All bursary
cohort

group n Mean Mean Mean

Total 122 7.2 0.3 61 7.5 0.3 200 7.3 0.2

Puntland n/a n/a n/a 104 6.6 0.3 104 6.6 0.3

Somaliland 114 7.2 03 60 7.7 0.2 178 7.4 0.3

Benadir and

Galmudug 236 7.2 0.2 225 7.1 0.2 482 7.2 0.2

Table 57: Numeracy results, bursary girls, by enrollment status when receiving a bursary, endline

Learning 00SG bursary ISG bursary All bursary
cohort group Mean Mean Mean

Puntland 122 7.2 0.3 61 7.5 0.3 200 7.3 0.2
Somaliland n/a n/a n/a 104 0.6 0.3 104 6.6 03
(Bazmigug and| 4y 7.2 03 60 7.7 0.2 178 7.4 03
Total 236 7.2 0.2 225 7.1 0.2 482 7.2 0.2

Table 58: Numeracy results, bursary girls, by marginalization status

Overall Puntland Somaliland Benadir and Galmudug

n Mean n Mean n Mean n Mean
IDP 151 7.35 42 7.79 15 6.60 94 7.28
Non-IDP 310 7.06 141 713 89 6.63 80 7.44
Orphan 156 7.19 62 7.45 34 6.44 60 7.33
Non-orphan 305 7.14 121 7.19 70 6.71 114 7.36
Impoverished 169 7.34 123 7.41 46 7.15 0 n/a
m’;}overishe S 292 7.05 60 7.02 58 6.21 174 7.35
Minority 81 7.16 9 7.44 14 6.29 58 7.33
Non-minority 380 7.16 174 7.27 90 6.68 116 7.36
Disabled 14 6.71 5 7.20 4 5.25 5 7.40
Non-disabled 447 7.7 178 7.28 100 6.68 169 7.35
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us than the quality of education for boys, and so girls should not
be given less accessibility to education than boys.” Additionally, a
father from Benadir and Galmudug stated: “Yes, the awareness
raising had an effect on the community. We learned a lot that we
did not know before, and that it is possible to give girls access to
education.”

Regression finding: Households with a caregiver who had seen
or heard an awareness raising message in the past year were
associated with having more girls enrolled in school than house-
holds with a caregiver who had not heard or witnessed an activity,
a finding that was statistically significant.

Sustainability: Sustainability findings for output 1.2 are similar to
those found in 1.1. While it was not something explored through
the endline data collection process, EGEP report that the approach
to awareness-raising is very much community-led; messages are
developed by girls and communities themselves. In community
events and radio shows, it is the girls, teachers, and community
members leading the discussions. The project reports that com-
munity events such as regular poetry and debating events have
gathered momentum and enthusiasm and it is possible that some
would continue beyond the life of the project.

1.3 Percent of caregivers/girls with
access to radio who listen to project
radio broadcast

e In households with access to a TV or radio, 60% E
of caregivers and 33% of girls had heard a radio |
message in the past year. :

e |n the past three years, of all caregivers and girls :
who had heard or witnessed an awareness activ- !
ity, 46% of caregivers and 29% chose radio mes- !
saging as a method they heard. '

e Findings vary considerably when it comes to proj- |
ect area and rural/urban geography. This could |
be due to intervention locations, the typical loca- X
tion of a radio in a particular area (at school, in :
the household, etc.) and/or radio ownership rates. :

e Caregivers, and to a lesser extent girls, are exposed i
to messaging regardless of having a functioning :
radio in their households. E
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Methodology: The indicator on access to radio and listening to
broadcasts was measured primarily in a quantitative manner via
two questions asked of a girl's primary caregiver on the house-
hold survey. Given the incomparability of household-based end-
line data to previous data collection phases (see note on Major
Limitations below), we are unable to comment upon any actual
quantitative change in the indicator from baseline and midline to
endline. Quantitative findings were triangulated through second-
ary measures of qualitative data garnered in focus group discus-
sions with girls, mothers, and fathers.

Limitation: See limitation in Output 1.1 describing incomparabili-
ty of findings across all data collection periods. “Access to a radio”
was not well defined in this study. A question in the household
survey asked households if they had a working radio or TV (29%
of the sample), and among those who did, 60% of caregivers and
33% of girls cited having heard a radio message promoting the
importance of girls’ education. This data does not necessarily re-
veal much given that it does not indicate whether a household
had a functioning TV, radio, or both. Further, the idea of "access” is

complex: a household may have access to a radio via a neighbor, a
different household, or other source. If we disregard the question
on possessing a functioning TV or radio, the data paints an inter-
esting picture of who and where radio messaging is reaching; the
following text and data utilizes this approach.

Findings: Figure 23 shows that overall, caregivers are much more
likely to have heard a radio message (46% of the sample) com-
pared to girls (29%). The differences are stark across project areas
and urban/rural settings. While in Puntland and Benadir and Gal-
mudug caregivers are more likely to hear a message on the radio
than a girl, the finding is reversed in Somaliland, where only 16%
of caregivers have heard messages compared to 27% of girls. Fur-
ther, girls cite hearing messages almost equally whether they are
inan urban or rural setting (31 and 27%, respectively), even though
radio/TV ownership rates between those two settings differ sub-
stantially. Caregivers are more than twice as likely to hear a mes-
sage if they are in an urban setting versus rural (56% compared to
24%), and, interestingly, a girl is more likely to hear a message than
a caregiver in a rural setting. In households that had a functioning
TV or radio, 60% of caregivers and 33% of girls had heard a radio
message on girls’ education in the past year (Figure 24).

Figure 23: Percent of caregivers and girls who heard a mes-
sage on girls’ education through the radio in the past 3 years
W Proportion of girls that have heard a radio message about girls' education
B Proportion of caregivers that have heard a radio message about girls' education

m Proportion of households with functioning radio or TV

81%

Benadir &
Galmudug

Puntland Somaliland Urban Rural Total

These findings could be explained by several factors, particularly
the location of radio awareness projects (both project area and
rural/urban location within project areas) and the typical location
that radios are accessed in an area (school versus the household,
for example). The proportion of those hearing messages on the
radio on girls’ education, be they a girl or a caregiver, is, on aver-
age, equal to or higher than the proportion of households that
own a functioning TV or radio in the same setting. This indicates
that community members, particularly caregivers, are hearing ra-
dio messages whether they own a radio or not.
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Figure 24: In households with a functioning radio, percent of

caregivers and girls who heard a message on girls’
education through the radio in the past 3 years

W Proportion of caregivers that have heard a radio message about girls' education

M Proportion of girls that have heard a radio message about girls' education

91%

26% 27%
0,

17
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Puntland Somaliland Benadir & Galmudug Total

Qualitative support: Consistent with midline, at endline, qualitative
data overwhelmingly supports that radio messages are being heard
and are encouraging girls’ education. Radio broadcasts were the
most commonly referenced awareness raising activity in FGDs and
Klls. However, it is important to note that radio broadcasts are the
only method that respondents were asked about specifically. Addi-
tionally, it seems as though mothers heard radio broadcasts the least
across all three project areas, and respondents in Benadir and Gal-
mudug reported hearing radio announcements more than others.

Regression finding: In drought-affected areas, girls of caregivers
who had heard a program on the radio on girls’ education were
associated with a positive significant increase in learning scores
compared to girls whose caregivers had not heard a radio message.

Sustainability: Sustainability findings for radio interventions are
similar to 1.1 and 1.2. Respondents in FGDs indicated that these
messages will have lasting impact because the encouragement
these broadcasts have provided to parents and community mem-
bers has helped to shape communities’ new approaches to girls'
education. One Somaliland father shared that he records the ra-
dio messages in order to hear them more carefully. Additionally,
a girl student from Puntland shared that “radios are motivating
people to teach the girls of the community, saying that ‘one who
teaches a girl has taught a nation.” Girls are leaving every house
to go to school now, and | hope if all of those girls can complete
education, [the country] can leave poverty.”

1.4 The increase in learning levels of out-
of-school girls in math and literacy who
receive bursaries to support them to
enroll in school

Girls who were OOSG at baseline (and did not
receive bursaries) appear to do slightly worse on
learning tests at lower grades compared to bur-
sary girls, but quickly catch up to their bursary
counterparts as they age.

Differences in learning scores between girls who
do and do not receive a bursary were not statisti-
cally significant.

Girls who were OOSG when they received a bursa-
ry are initially, for the most part, significantly as-
sociated with lower learning scores compared to
girls who were ISG when they received a bursary;
however, these differences become insignificant as
girls age.

Qualitatively, bursaries were the most influential
factor for improving enrolment, attendance, and
retention of marginalized girls, as expressed fre-
quently across all FGDs and KIls.
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Methodology: This is measured through learning assessments
administered to in-school girls who received bursaries. At midline,
529 bursary girls, randomly sampled from a list of over 3,000, were
tested, of whom 371 were successfully recontacted or replaced at
endline. Important analyses included effects on girls’ learning if a
bursary girl was ISG or OOSG when receiving her bursary and ef-
fects on learning based on the criteria for which a bursary girl was
chosen (IDP, orphan, impoverished, minority, or disabled). Answers
were triangulated through a secondary measure of qualitative data
garnered in FGDs with mothers, fathers, and girls.

Findings: Literacy scores of girls receiving bursaries improved
overall by 0.6 points from midline to endline overall and when dis-
aggregated by project area. Average girls' scores in Somaliland im-
proved the most, increasing from 6.9 points at midline to 8.1 points
at endline. Benadir and Galmudug scores were the highest at end-
line, with 8.9 points, but improved the least given that scores were
at 8.8 at midline (Table 48 and Table 49). Ceiling effects were slightly
higher with bursary girls than with cohort girls, with 62.5% of midline
bursary girls and 69% of endline bursary girls scoring 10 out of 10.
When looking at scores based on the extended literacy test out of
17 (Table 52), over 40% of bursary girls scored 17 out of 17. On aver-
age, girls scored 12.6 points out of 17, with Benadir and Galmudug
girls scoring the highest with 13.7 points and girls in Puntland and
Somaliland both scoring an average of 12 points. Based on these
results, girls likely could have benefited from an even more difficult
literacy assessment. Literacy scores (both literacy and numeracy) of
girls who were OOSG at baseline increased more than the literacy
scores of bursary girls between midline to endline; however, bur-
sary girls’ overall scores remain significantly higher than those of
girls who did not receive bursaries, probably because of differences
in the mean age of the two groups (those receiving bursaries are
on average 1.2 years older than those who did not receive bursa-
ries.) Given that bursary girls score much higher than girls who were
OO0SG at baseline, it is highly possible that ceiling effects play a role
in limiting the observed increase in learning scores of bursary girls
from midline to endline. Broken out by grade, girls who were OOSG
at baseline appear to do slightly worse than bursary girls at lower
grades but quickly catch up to their bursary counterparts as they



Social Impact

age (Table 48 and Table 49). A basic comparison of learning scores
between girls who did and didn't receive bursaries shows no signif-
icant differences between the two groups. The enroliment status
at which a bursary girl received her bursary (either OOSG or ISG)
is, for the most part, initially associated with significant differences
in scores, with ISGs benefiting most. However, as girls age, these
differences become insignificant. Thus, enrollment status when re-
ceiving a bursary (either OOSG or ISG) has a small effect at younger
ages but quickly disappears as girls age.®

Literacy scores by marginalization status: Overall, scores did
not differ notably when disaggregated by marginalization status.
The greatest difference was among disabled and non-disabled girls,
with non-disabled girls scoring 0.7 points higher than disabled girls.
However, there were only 14 girls considered disabled, so these re-
sults should be taken lightly.

Numeracy scores by marginalization status: As with literacy,
there was no notable difference between scores when disaggregat-
ed by marginalization status. Also like literacy, the greatest differ-
ence was between disabled and non-disabled girls. Non-disabled
girls scored nearly 0.5 points higher than non-disabled girls, though
the sample size is too small to make accurate conclusions.

Qualitative support: As discussed earlier, qualitative information
indicates that bursaries are the single most influential factor for im-
proving enrollment and retention for marginalized girls. This was
expressed frequently by all respondent types and across all proj-
ect areas. For example, one Benadir and Galmudug father shared:
“Girls who receive bursaries are different than other students who
have to look for school fees. They come to school every day and
don't meet the challenge that other students do, so they can focus
on learning.” Similarly, a female student from Benadir and Galmu-
dug added that “if you receive a scholarship you feel happiness and
you don't face any challenges, while the people who don't receive
scholarships face challenges like being forced to leave school, and
sometimes even to drop out.”

However, as noted earlier, respondents did not feel that bursa-
ries have a critical link to learning outcomes, specifically because
all in-school girls are receiving support to attend school, whether
from parents or bursaries. Therefore, respondents indicated that
this acknowledgment motivates all girls, non-bursary and bursary
alike, to work very hard in school. As one Benadir and Galmudug
teacher noted: “Girls who receive bursaries are motivated to come
to school and work very hard every day, and study very hard every
night. However, even girls who do not receive school fees from an
organization, they know that someone is working very hard to pay
for those fees. So, those girls work very hard, too. Overall, the girls
work very hard in school.” This qualitative data matched with the
quantitative data that suggested that bursary and non-bursary girls
performed almost equally on learning tests.

Sustainability: At baseline, the team added a question to the
school survey asking head teachers if CECs and/or school man-
agement support girls with their school fees. This question was
asked to try and ascertain the sustainability of bursary support,
particularly via CECs' continuing provision of bursaries after the
completion of EGEP. Across all project areas, 22% of schools re-
plied that CECs or school management are active in supporting
girls with their school fees. Project area variation was high: 25%
of schools in Puntland (n=10), 7% in Somaliland (n=3), and 45% in
B&G (n=10) supported girls with their school fees. If we exclude

33 Girls receiving bursaries in Somaliland were all ISG when they received a bur-
sary, therefore the Total (overall) mean score of ISG is not comparable to the total
(overall) mean of OOSG in tables 48, 49, 50, 54, and 55.

Somaliland schools that do not charge school fees, the proportion
rises to an average of 32%. While it is encouraging that nearly one
in three schools in Puntland and B&G provide this support, com-
munities must work to find ways to increase this proportion to
avoid the potential negative effects of losing bursary support on
girls’ educational outcomes.

Qualitatively, all respondents frequently expressed deep concern
regarding the end of bursary provision. However, these concerns
never pertained to learning specifically. This indicates that, for girls
who are able to remain in school without the provision of a bursary,
impacts on learning after the bursary has ended may be unclear.
The negative impact will be mostly on enrollment and retention for
those girls who cannot pay for school fees from other sources.

1.5 Percent of girls receiving bursary
support that stay in school

e 01.5% of girls who received bursary support since
baseline were still studying in school at endline or
had transitioned to upper education.
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Findings

Methodology: Data for this indicator was gathered by Relief In-
ternational. Data regarding the girls receiving bursary support
is updated regularly by Relief International in Puntland, ADRA in
Somaliland, and CISP in Benadir and Galmudug and uploaded to
the monitoring database. This data is triangulated with qualitative
data from monitoring tools, including Klls with bursary girls, which
include the question, “What difference has the fee waiver/bursary
support made to you?” A challenge experienced in collecting the
quantitative data is uncertainty around the reason why girls drop
out of school, as experienced at both midline and endline. It is
important to distinguish actual educational dropout from reloca-
tion to a different school or graduation to secondary school. EGEP
works closely with the schools and CECs to obtain this detail and
to follow up with girls who drop out of school.

Table 59: Criteria for determining a bursary girl “dropout™

No Possible status ri::::innte?js?
A Studying Yes
B Newly added Yes
C Transferred to another school Yes
D Transitioned to secondary Yes
E Transitioned to Ves

upper secondary
F Completed secondary Yes
G Joined Yes
H Migrated (outside No
| Married No
J Moved to another city No
K Dropped No

Findings: From baseline to endline, Rl supported a total of 3,890
girls with bursaries, 3,350 of which were still being supported at
the time of the endline evaluation. Of all girls supported with bur-
saries, 3,3616 were still in school or had transitioned to upper ed-
ucation by endline, for a retention rate of 93% (Table 60).



67
GEC EGEP Evaluation Endline Report

In the current academic year (2016-2017), EGEP supports 3,350
girls with bursaries. In the entirety of the project, EGEP has sup-
ported 3,890 girls, of which 3,616 have stayed in school, for a re-
tention rate of 93.0% ().

Table 60: Data on bursary girls at endline

Zone PL SL B&G Total
Total no. of bursary girls
supported between baseline [ 1825 | 988 | 1077 | 3890
and endline
No. bursary girls being sup- 12412 | 891 1047 | 3350
ported at time of endline
No. of bursary girls supported
between basel'me and endline 1614 | 954 | 1048 | 3616
who were retained in school
through the education cycle
% of bursary girls supported
between basel_me and endline 83.4% | 96.6% | 973% | 93.0%
who were retained in school
through the education cycle
Dropouts 176 34 13 223
Migrated outside Puntland, 5 0 0 5
Somaliland, and B&G
Moved to another city 30 0 16 46
In Primary 1309 | 572 824 | 2705
In Lower Secondary 218 136 161 515
In Upper Secondary 87 246 63 396

** including those who have completed secondary/joined
university

* percent is calculated as the corresponding number divided by
either the total primary or secondary figures

: Percent of girls receiving bursary support that stay in

school
Project Area
Status Total %
PL SL

(In-School) Studying 1116 | 891 975 | 2982 | 76%
Completed 0
Secondary 0 12 3 15 0%
Disqualified 13 0 0 13 0%
Dropped Out 172 34 13 219 6%
Migrated 5 0 0 5 0%
Moved to another city 30 0 16 46 1%
Newly Added 296 0 35 331 8%
Transferred to
Non-EGEP school 2 63 ! 66 2%
Transitioned to Lower 127 0 0 191 39%
Secondary
Tran5|t|oned to Uni- 0 0 5 5 0%
versity
Transitioned to Upper 79 0 37 16 39%
Secondary Level
Unknown 4 0 0 4 0%
Total 1838 | 1000 | 1085 | 3923 | 100%

Qualitative Support: Overwhelmingly, FGD and Kl respondents
across all project areas indicated that bursaries have remained
hugely influential in diminishing financial barriers to enrollment
and retention for girls. Respondents at endline continued to ex-
press an urgent need for more bursaries to allow additional mar-
ginalized girls to enroll and remain in school. As one Somaliland
teacher stated, “the most important change that has happened
has been from the money they gave to girls, which allowed the
girls to continue in their education.” Additionally, a father from
Puntland indicated: “Relief International paid for girls' school
fees, including orphans. When EGEP provided that help, mothers
brought their children to school. You can feel the changes when
you see the girls in school, because the number of girls has in-
creased since Relief International started helping them with bur-
saries.” Parents frequently indicated that, while they desperately
wish they could pay for their children’s school fees and additional
school-related expenses, the poor economic situation throughout
the country has made this impossible.

Sustainability: In all FGDs and Kills, respondents were deeply
concerned about the implications of ending the bursary program.
Respondents fear that many girls who have been given the oppor-
tunity to enroll and remain in school because of bursary provision
will no longer be able to stay in school. Additionally, the remaining
OOSG may not have the chance to attend school. Bursary pro-
visions, as a financial intervention, have the potential to affect a
household's ability to enroll their girl in school. Without efforts to
improve families’ financial situations as a whole, these improve-
ments in enrollment and retention are likely not sustainable.
Points raised in the indicator above also apply here: it is encourag-
ing to see that CECs are starting to support girls themselves with
bursary support; sustainability of this activity could largely rely on
them continuing to expand in this responsibility.

1.6 Attendance of girls who receive
sanitary kits

____________________________________________

e Qualitative evidence suggests that sanitary kits
are essential for maintaining and improving at-
tendance of girls.

e Regression analysis finds that girls at schools that
distribute sanitary kits are significantly associat-
ed with less days of school missed in the past two
weeks and higher math scores compared to girls
at schools that do not distribute kits.

e A Shapely decomposition showed that sanitary
kits were responsible for 12% of explained varia-
tion in girls” attendance measures (second among
all output interventions) and 9% of the variation in
math scores (higher share than any other output
intervention). See Annex 11 for more details.
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____________________________________________

Methodology: At baseline and midline, this indicator was mea-
sured quantitatively via school-based register attendance records
of girls in grades 6, 7, and 8 and supplemented by qualitative data
from focus groups with girls. Because of the low quality of school-
based records and a highly varied methodology in distribution
of sanitary kits among schools, we focus heavily on qualitative
methods to measure this indicator at endline. We also conduct
regression analysis of distribution of sanitary kits at the school
level (measured through the school survey) on attendance, since
23% of schools had not distributed sanitary kits to girls in the past
year—a proportion that was deemed large enough to use in a re-
gression model. These findings are explained below.
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Findings: Consistent with midline, qualitative data at endline sug-
gest that sanitary kits have a substantially positive impact on atten-
dance. Improving from midline, all girls in FGDs across all project
areas indicated that sanitary kits are distributed at their schools,
while 77% of head teachers answered in the school survey that
their school distributed sanitary kits in the past year. Mothers and
even fathers and CEC members supported this claim that sani-
tary kits are helpful to attendance, and by extension, learning.
Additionally, endline qualitative data suggests that girls are more
open about talking about the need for sanitary kits and also that
having female teachers present has been critical in girls’ comfort.
Girls indicated that the methods of distributing the sanitary kits
have improved, providing more privacy for the girls. At endline,
girls in Puntland and in Somaliland indicated that the kits are kept
at teachers’ homes, where they can collect them when needed.
Others indicated that sanitary kits are kept in private rooms, and
that with female teachers, it is not a challenge to retrieve them.
This was also recommended by the girl students at midline. As
one teacher stated: “When they brought sanitary kits for the girls it
made a big difference. It is possible that some of the girls did not
have sanitary pad during menstruation, and so they used to leave
school because they didn't have the money to buy pads.” Simi-
larly, a mother in Puntland shared that “the sanitary kits helped
the girls because before they were missing school for the whole
seven days. Now they can stay in the school. As a result, the girls
now have the freedom of both dealing with menstruation and also
learning at the same time. In the previous time there was not that
freedom.” A girl student from Somaliland stated that “the kits sup-
port us so much, because if you do not have the sanitary kit you
cannot come to school. You might feel too shy and worried. But
now you can come to school.” Qualitatively, aside from financial
support and awareness raising, sanitary kits were the most fre-
quently cited factor for improving attendance.

It is important to note that the pads themselves will not fully solve
the problem as some girls will continue due to the pain suffered
during menstruation. Ninety-eight percent of girls are subject to
infibulation, the most severe form of FGM. One of the side effects
is considerable pain and discomfort during menstruation—the
practice of sewing inhibits blood flow. Girls suffer from recurring
urinary tract infections and are often incapacitated during men-
struation, effects that are well documented in international re-
search and publications. Unsurprisingly, this issue is not frequently
being raised by girls during FGDs and Klls, as it is extremely taboo.
However, it has been raised by female Somali staff and occasion-
ally by female teachers. EGEP is not able to tackle this problem
directly, as the project is not in a position to provide pain relief
drugs to girls. Though there are significant advocacy campaigns
being conducted by agencies such as UNICEF to reduce this cul-
tural practice, the topic cannot currently be heavily incorporated
into EGEP behavior change campaigns, as its complexity would re-
quire substantial financial, programmatic, and human resources
to have any hope of effecting lasting change.

Regression finding: Girls at schools that had distributed sanitary
kits were significantly associated with less days of school missed in
the last two weeks and higher math scores compared to schools
that did not distribute sanitary kits.

Sustainability: Currently, the only sanitary kits available to the
girls are provided by EGEP. If the project ceases, new sources of
sanitary kits and funding will be necessary to continue this inter-
vention. Based on the enthusiastic responses on the part of all
respondents regarding the positive impact of sanitary kits on at-
tendance and learning, it is likely that attendance and therefore
also learning will be negatively impacted if sanitary kits are no lon-

ger available to marginalized girls. As discussed previously, teach-
ers, mothers, girls, fathers, and CEC members all emphasized the
role of sanitary kits in allowing girls to attend school without in-
terruption and focus on learning without the psychosocial stress
of menstruation happening during school. Therefore, high atten-
dance rates and continuous improvements in learning may not be
sustainable without ready access to sanitary kits. Further, a lack of
correct knowledge around MHM limits the effectiveness of sani-
tary kits. If girls are too embarrassed or uncomfortable and thus
stay home during menstruation, the total effect of this interven-
tion will be limited. Future sanitary kit interventions must continue
to integrate MHM behavior change activities to be both successful
and sustainable.

1.7 Percentage of girls that report using
solar lamps when doing their homework

At endline, 28% of girls had received a solar lamp
since baseline. This was highest in Somaliland
(36%) and lowest in B&G (13%).

At endline, 17% of all girls use a solar lamp to do
homework at night, down from 19% at midline.
Project area differences were large again, from
31% of girls in Somaliland to 4% of girls in Benadir
and Galmudug at endline.

Among girls who received a solar lamp in the
previous year, 70% use them to do homework at
night, up from 57% at midline. Girls in Somaliland
use them the most (78%) compared to just half of
the girls receiving them in Benadir and Galmudug.
Sustainability is encouraging: among girls who
had received a solar lamp between BL and ML,
40% were still using it at EL.

Among girls who had never received a solar lamp,
10% of girls at midline and 8% of girls at endline
had accessed solar lamps to do their homework
at night. Barrier: Lack of light (via electricity, gas,
etc.) in most homes means that girls are unable to
study once it gets dark. Given a girl’s other respon-
sibilities at home, this severely limits the time she
might have available to do homework and study.
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Methodology: At endline, SI measured this indicator by including
a question at the beginning of the learning assessment and trian-
gulated with two additional questions asked to cohort girls at the
household as part of the household survey. At the school level,
head teachers are asked if their school distributes solar lamps.
This indicator was also heavily informed by qualitative data from
girl, mother, and father focus groups.

Findings: From midline to endline, 28% of all sampled cohort girls
received a solar lamp. This was highest in Somaliland, where more
than one in three (36%) girls received a lamp, and lowest in B&G,
where less than one in seven (13%) received one (Figure 25). The
cumulative numbers are positive, as many girls who received lamps
between baseline and midline have retained them at endline.
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Figure 25: Cumulative proportion of girls who were given a
solar lamp between midline and endline
36%

EML  mEL (cumulative)

31%

28%

Puntland Somaliland Benadir & Galmudug Total

Figure 26 displays the proportion of girls using solar lamps to do
their homework at night when there is no light, regardless of hav-
ing received a solar lamp. Overall, between midline and endline,
the proportion dropped from 19% to 17%. The proportions of girls
using solar lamps to do their homework by project area more or
less mirror those found in Figure 25. Among all disaggregations,
girls in rural areas are using solar lamps the most to do their
homework—40% are doing so.

Figure 26: Proportion of girls using solar lamps to do home-

work at night
mMLmEL 40%40%
35%
31%
19%
14% 16% 7%
8% 1% gy,

4%

Puntland

Benadir &
Galmudug

Somaliland Urban Rural Total

Among girls who have received a solar lamp in the past year,
those who actually use the solar lamps to do homework at night
increased from 57% to 70% between the two data collection peri-
ods (Figure 27). The proportion is highest among rural girls (81%
of girls who received lamps) and in Somaliland (78%) and lowest
in Benadir and Galmudug (50%). These data make some sense,
since target girls in Somaliland are mostly rural and Benadir and
Galmudug is highly urban. While the proportion of girls who use
lamps to do their homework is similar to the proportion of girls
who have received lamps, Figure 27 shows that not all girls who
receive lamps are using them (70% at endline). An analysis of who
uses solar lamps to do their homework, broken out by receipt of
lamp at endline or midline (the question was not asked at base-
line) reveals that 10% of girls who did not receive a lamp at midline
used lamps to do their homework and 8% did so at endline. This
indicates that a small portion of girls are able to access solar lamps
regardless of receiving one, and girls may also be grouping around
solar lamps in communal areas to share the benefit.

At baseline, 5% of households cited using solar lamps as a source
of electricity, increasing to 15% at midline and 18% at endline. So-
maliland was by far the leader in using solar: at endline, 29% of
households there reported it as a main source of energy when
there was no light (up from 26% at midline), compared with 16%
in Puntland at endline (up from 8% at midline) and 5% in B&G at
endline (down from 8% at midline).

Figure 27: Among girls receiving solar lamps, proportion of
girls who use solar lamps to do homework at night

m ML mEL
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Solar lamps and learning scores

The methodology of this intervention differed from project area
to project area: in Somaliland, girls in grades 3-8 were given solar
lamps; in Puntland, this was only done for girls in grade 5, and, in
Benadir and Galmudug, lamps were given to girls in grades 7 and
8. This methodological difference may explain the wide variety in
scores seen in Figure 28 and Figure 29. To account for this, the
team focused its findings on changes in scores between midline
and endline, rather than the total score compared between proj-
ect areas. For both literacy and numeracy at endline, girls who
received solar lamps did slightly better than peers who did not
receive lamps, except on literacy in Benadir and Galmudug, where
they scored slightly worse. The findings in B&G are not surprising
given that B&G is 95% urban with higher rates of electricity than
other project areas, and girls in B&G report the lowest utilization
rates of solar lamps.

Figure 28: Solar lamps and numeracy scores
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Figure 29: Solar lamps and literacy scores
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Regression findings: Provision of solar lamps to girls living in ru-
ral areas, drought, and conflict-affected areas is significantly asso-
ciated with higher learning scores compared to girls in those areas
who did not receive solar lamps.
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Qualitative support: Qualitative evidence provided by all respon-
dent types suggests that solar lamps have a positive impact on
learning. Respondents indicated that solar lamps allow girls with-
out electricity to complete homework and study in the evening af-
ter household obligations are finished. As a teacher in Somaliland
shared, “the reason the girls became good, for example, in math,
is that the girl has materials for reading such as solar lamps, and
even when there is no light in the house and the family is poor,
the situation will not be the same because the studying, reading,
and reviewing will still increase.” Additionally, a female student in
Somaliland shared that “during night when there is no light, we use
solar lamps to read our lessons and learn because we don't have
electricity.” It would be interesting to understand what percentage
of girls that did not receive a solar lamp has other means of light.
Qualitative data at endline suggests that the increase in provision
of solar lamps was critical to girls' learning. As at midline, all moth-
er, father, and girl FGD respondents indicated solar lamps being
important to girls' ability to complete homework, especially consid-
ering household obligations that carry into the evening, as reflect-
ed in the quantitative findings above. Further, girls without solar
lamps reported that they often complete homework at neighbors’
homes with solar lamps. As one teacher in Somaliland shared, “the
solar lamps are very helpful to reading and learning because they
bring light so that the girls can read and learn. Therefore, ADRA is
very good.” Additionally, a mother in Somaliland requested that
more girls be provided with solar lamps because they are so im-
portant to girls’ abilities to learn outside of school. Fathers in Punt-
land also frequently indicated that solar lamps are related to im-
provements in learning. The girls echoed this, with one Somaliland
student explaining that “during the night when there is no other
light, we use solar lamps to read our lessons and study because
we don't have electricity.

Sustainability: An analysis of girls who receive solar lamps and
use them to do their homework shows that 40% of girls who
received a solar lamp at midline are still using them to do their
homework at endline. Further, at endline, among girls receiving
solar lamps in the past two years, 84% said they use their solar
lamps (the application was not specified) sometimes or often,
compared to 8% who never used it and 8% who confessed that
their lamp was not functioning. These numbers are relatively high
and are encouraging for the sustainability of this intervention in
terms of girls continuing to use the lamps after the project ends.

Currently, the only solar lamps available to the girls are provided
by EGEP. If the project ceases, new sources of solar lamps and
funding will be necessary to continue this intervention. As dis-
cussed above, FGD and Kll respondents indicate that access to so-
lar lamps has a positive relationship with learning outcomes. This
was indicated by mothers, fathers, girls, and teachers alike. There-
fore, solar lamps may play an important role in continued learning
improvements for marginalized girls. At endline, 8% of girls who
had received a solar lamp reported that their solar lamp was not
functioning. Without availability of materials or proper knowledge
on repairing broken solar lamps, these tools will eventually be-
come non-functional. Provision of solar lamps in the future will
thus require extended funding for not only the lamps themselves
but also proper maintenance and training.
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Output 2: Primary and lower secondary schools across Puntland, Somaliland, Benadir
and Galmudug provide a more gender sensitive environment for learning and a more
relevant quality of teaching for girls

Sub Indicators

Barriers

2.1 Percentage of girls who identify insufficient
latrines or lack of water in their school environ-
ment

2.2 Percentage of girls who report there being
something about their school environment
that they feel has improved in the past year
2.3 Percentage of girls who cite their school
club or extra-curricular activity as something
they like about school

2.4 Percentage of trained teachers demon-
strating knowledge of girl-centered approach-
es to learning

2.5 Percentage of Community Education Com-
mittees (in Supplementary School Feeding
[SSF] schools) playing an active role in manage-
ment of the school feeding programme

2.6 Percentage of girls reporting improved lev-
els of psychosocial wellbeing at school.

Lack of key infrastructure: EGEP has identi-
fied a lack of key infrastructure, teaching mate-
rials, and teaching methods as barriers to girls
going to school and learning effectively.

Gender inequalities in infrastructure: These
lead to girls often feeling uncomfortable at
school. Girls lack safe fora within which to con-
gregate and through which they can discuss
challenges they face, support each other in
studies, and advocate for their school needs
amongst other things.

Gender inequalities in teaching methods:
This leads to girls often feeling uncomfortable
at school or not being given an equal oppor-
tunity to learn. Girls are sometimes treated
unfairly compared to boys and are often less
willing to participate in class, negatively affect-
ing their learning levels.

Hunger: Girls oftentimes go to school hungry.
Many children have nutritional needs that are
not met either at home or through basic school
feeding, but for which supplementary food
items are required. A girl who is hungry is not
able to fully engage at school, thus affecting her
learning levels. While basic school feeding is
provided in some schools by outside agencies,
these programs lack potential for sustainability
due to the limited role played by the communi-
ty in managing and owning the activities.
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Construction of civil works (2.1; 2.2; 2.6): EGEP
constructs and/or refurbishes key school infra-
structure, such as classrooms, water tanks, and
latrines. At endline 49 schools sampled had re-
ceived civil works construction.

Formation of girls’ clubs (2.3; 2.6): EGEP en-
courages the formation of girls' clubs where
girls can meet safely and through which, in con-
junction with CECs, they can advocate for their
needs. In every school, the project trains Girls
Club Leaders, along with a female teacher men-
tor to support the club. The girls themselves
choose the kinds of activities they want to con-
duct as a club, and these include but are not
limited to study sessions, fundraising activities
to support other girls in their schools, sessions
to discuss menstrual hygiene, participation in
debating and poetry events.

Teacher and female mentor training (2.4;
2.6): EGEP supports in-service female teachers
to be holistically trained. This training is based
on locally required curriculum and includes
girl-centered approaches that encourage ap-
propriate treatment of girls in school. Teachers
participate in two-year-long training programs
at different universities or training institutions
depending on their location. EGEP specifically
targets the most marginalized teachers with the
least education and professional training. EGEP
also trains these teachers to act as female men-
tors to girls. At endline nearly all schools had
one EGEP-trained female teacher sampled.

Supplementary feeding programs (2.5): WFP
carries out feeding programs in many EGEP-in-
tervention schools. EGEP operated a pilot pro-
gramme, supplementing already existing WFP
feeding programs in some schools through
providing training to CECs to own and manage
the school feeding programme, while also pro-
viding nutritional items such as vegetables to
supplement the basic items provided by WFP.
At endline, 41 sampled schools had a feeding
program.

Capacity building of CECs (2.5): EGEP builds
the capacity of CECs to better support girls'
needs by encouraging CECs to interact with
girls’ clubs and to manage school feeding pro-
grams. EGEP also encourages increased female
CEC membership.
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2.1 Percentage of girls who identify
insufficient latrines or lack of water in
their school environment

Four percent of girls at endline identified a lack
of water in their school environment, down from
23% at midline. Eleven percent of girls identified
insufficient latrines at endline, down from 31% at
midline. Because of a methodological error, sam-
ple sizes for this indicator are extremely small and
should be interpreted with caution.

The overall proportion of girls reporting that
their school had functioning latrines for girls rose
steadily from 79% at baseline to 82% at midline
to 86% at endline. Nearly all of these gains were
made in Benadir and Galmudug, which increased
its share from 70% at baseline to 98% at end-
line, while the othereproject areas saw very little
change.

The proportion of girls who feel comfortable us-
ing latrines at their school dropped precipitously
from baseline to midline (87% to 53%) and then
rose again at endline to 61%. Nearly one in six
girls (16%) is not comfortable using latrines at her
school.

Water availability was cited as an improvement
at school in the past year by 6% of girls at base-
line, skyrocketing to 40% of girls by endline. A
large majority of this improvement happened in
Benadir and Galmudug.

Improvements in the indicators around civil works
construction in B&G make sense as work in that
project area was still ongoing through much of
the period between midline and endline but had
already finished in Puntland and Somaliland by
midline.
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Methodology: This indicator was measured by responses to
questions asked to girls in the household survey. The questions
centered on what a girl did and did not like about her school.

Limitation: At baseline, the question was phrased: “What are the
things that you feel are not good about this school?” compared to
a simple binary asked at midline and endline: “Are there things you
do notlike about school?” When the binary question was answered
in the affirmative at midline and endline, the respondent received
the original baseline question. The binary option at midline and
endline may have led many respondents to easily choose a nega-
tive answer, resulting in @ much smaller sample size of responses.
Though project area disaggregation is presented below, caution
should be taken, especially with regard to project area-based con-
clusions, given the extremely small sample size of responses.

Findings: At baseline, 79% of girls reported that their school had
functioning latrines for girls, increasing to 82% at midline and fur-
ther increasing to 86% at endline. Benadir and Galmudug made
up nearly all of the increases in this indicator, rising from 70% at
baseline to 98% at endline, while Puntland and Somaliland stayed
stagnant across the three periods (Figure 30).

Of all respondents, 42% of girls at baseline said there was some-
thing about their school that they did not like. At midline, only 7%
of girls said there was something about their school they did not
like (92 observations), and at endline this dropped to 4% of girls (27

observations). Between baseline and endline, no water availability
was cited by 10% (BL), 23% (ML), and 4% (EL) of girls as something
they did not like at their school. Insufficient/bad latrines were cited
by 3%, 31%, and 11% of girls over the three periods, respectively
(Figure 31). With such small sample sizes, results displayed in Fig-
ure 31 should be taken with caution.

To supplement this indicator, we show the changes from baseline
to midline to endline for the question “How comfortable are you
using latrines?” (Figure 32) as a means to showing improvement
on the portion of indicator 2.1 concerning latrines. Figure 33 un-
der indicator 2.2 shows the proportion of girls citing water avail-
ability improving over time. These findings can be used as a proxy
for indicator 2.1's portion on lack of water availability.

A girl's comfort level when using latrines has changed dramatically
and inexplicably between baseline and endline. At baseline, 87%
of girls surveyed were comfortable using latrines at their school,
10% were not comfortable but would still use them, and 3% were
not comfortable and would not use them (Figure 32). At midline,
this dropped to 53%, 31%, and 16%, respectively, and up slightly to
61%, 22%, and 16% at endline. While the increase from midline to
endline is encouraging, Sl believes that the transition into puberty
for most girls between baseline and endline may have caused the
massive drop in this indicator during that time period (at baseline
girls were 9.9 years old on average and 12.7 years old at endline).

Regression findings: Civil works construction in schools in rural,
drought-affected, and IDP areas are significantly associated with
higher learning scores compared to schools in these areas that
did not receive civil works.

Qualitative support: As discussed above, civil works improve-
ments, most specifically latrines and classrooms, have positive-
ly influenced attendance and learning among girls, according to
qualitative data. Girls feel more comfortable in school as a result of
private, improved latrines. One girl student from Somaliland stat-
ed: “Before, girls did not have those good toilets. We had outdoor
toilets that we were not using because we felt shy and we were
afraid people would see us out there. So we were fearful before.
Now they are better.” This encourages attendance, which in turn
improves learning. There is no qualitative evidence suggesting that
the classroom improvements have impacted learning. However,
all girl respondents indicated being thrilled about classroom im-
provements, which likely provided additional motivation to attend
lessons. One girl student in Puntland shared, about the receipt of
new chairs in classrooms, “when you bring for us some things new
and beautiful, it is inspiring us to go to school.”

Mirroring the quantitative findings, qualitative findings show that
latrines have markedly improved across all project areas. All FGD
girl student respondents indicated functional and private latrines
at their schools. In contrast to the quantitative findings, at endline
girls indicated comfort in using the latrines, even during menstrua-
tion. As one female student in Benadir and Galmudug stated, “the
latrines have improved over the last three years. Now the latrines
for girls are built in a special place, and boys and male teachers do
not use them.” This is a substantial improvement from qualitative
findings at the midline, in which the vast majority of girl students
indicated either no latrines or very poor latrines with no privacy.
Further, these respondents at midline indicated lacking latrines
and privacy as a barrier to psychosocial wellbeing and attendance.
Other respondent types also supported the girls’ claim that la-
trines have improved and are satisfactory. For example, one MOE
official from Puntland stated that “girls were not getting toilets in
the previous time, and the school used to have two public toilets.
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Figure 30: Proportion of girls who state that their school has functioning latrines for girls
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Figure 31: Proportion of girls citing select things that they do not like about school
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Now the organization built separate toilets for the girls, and that
has eliminated their shyness, and they are satisfied for learning.”

Sustainability: Financial barriers, a lack of maintenance, and/or a
lack of tools and materials to fix latrines, if they persist, may even-
tually become problematic, as the latrines need upkeep. As part
of civil works projects, EGEP trained many CECs in school main-
tenance, an activity that should support the sustainability of civil
works interventions. An analysis of the quantitative data shows
that approximately 22% (23/106) of schools at endline were re-
ceiving non-cash contributions from CECs. Of these schools, 22%
(5/23) of CEC donations were cited as relating to the refurbish-
ment, maintenance, or construction of civil works. The proportion
of schools where CECs give in-kind non-cash contributions around
civil works is very low. Given the nature of civil works interventions

such as latrines, the impact of the improved latrines should be
sustained in the short term, both in terms of impact on attendance
and learning. But, while it is encouraging that help from CECs is
happening in some schools, CECs will need to take a much larger
role in the maintenance of civil works, particularly girls’ latrines,
for this indicator to be sustainable in the long run. Qualitatively,
respondents, most markedly the girl students themselves, report
that improved latrines for girls have had a positive impact on at-
tendance, psychosocial wellbeing, and learning for girl students.
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2.2 Percentage of girls who report there
being something about their school
environment that they feel has improved
in the past year

e At endline, 60% of girls say something improved
at their school in the past yeare up from 29% at
baseline.

e Water availability, latrines/washrooms, lessons/
teachers, and fairness to girls experienced the
largest progressive improvements across the three
data collection periods.

e Alarge majority of these improvements happened
in Benadir and Galmudug.
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Methodology: This output was measured primarily through a
question asked to girls in the household survey and triangulated
through qualitative data from girls’ focus groups. Answers from
girls were cross-tabulated with a list of schools receiving civil works
from EGEP.

Findings: From baseline to midline to endline, the percentage of
girls who think their school environment had improved in some
way in the past year changed from 29% to 65% to 60%, respec-
tively. Classrooms remained the largest choice among girls as a
school improvement at baseline, midline, and endline (43%, 68%,
and 65% of girls, respectively). Water availability showed a large
progressive improvement over time, from 6% at baseline to 22%
at midline to 40% at endline. Latrines/washrooms, lessons/teach-
ers, and fairness toward girls also saw large progressive improve-
ments over the three data collection periods (Figure 33).

Looking at the distribution of school improvements across proj-
ect areas, Figure 34 compares the change from baseline to end-
line across project areas in the proportion of girls citing a specific
school improvement. The largest increases in school improvements
appear to come in Benadir and Galmudug, which saw an average
27 percentage point increase in the proportion of girls citing water
availability as an improvement between baseline and endline, a 10
percentage point increase for latrines/washrooms, a 31 percentage
point increase for lessons/teachers, and a 6 percentage point in-
crease for fairness toward girls. Somaliland saw the highest average
percentage point increases from baseline to endline in proportions
of girls citing classrooms (15 percentage points) and books (18 per-
centage points) as improvements in school.

Figure 33: Things that have improved at school in the past year
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Figure 34: Withineproject area average percentage point change from baseline to endline in proportios of girls citing
select school improvements
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Qualitative support: At endline, FGD respondents, including
girls, fathers, and mothers, indicated improvements in the schools.
This was consistent across all project areas. Most commonly cited
were the improvements to latrines (as discussed above), improve-
ments to classrooms, and satisfaction with teachers, most spe-
cifically female teachers. One CEC member in Somaliland shared
that the CEC participated in rehabilitating the school by building
new classrooms and a security fence around the school, as well
as providing additional renovations to the building. Additionally,
a father in Benadir and Galmudug indicated that EGEP initiatives
such as building good shelters for the students have been very
beneficial for students’ learning. One girl student in Puntland
shared about the receipt of new chairs in classrooms: “When you
bring for us some things new and beautiful, it is inspiring us to go
to school.” Neither improvements to nor a need for water avail-
ability was mentioned in any qualitative data. Overall, aside from
latrines, civil works were discussed minimally, specifically in terms
of their effects on learning, attendance, enrollment, and retention.
In fact, when civil works were discussed, respondents were often
indicating additional needs. For example, one mother in Benadir
and Galmudug stated that “the school needs a new waste tank to
keep the students’ health safe.”

Regression finding: The presence of girls’ latrines at a school
had a positive significant effect on attendance.

Sustainability: In the short term, positive impact from the variety
of civil works improvements cited at endline will be sustainable.
The improved classrooms and classroom material and improved
latrines will remain positive and satisfactory in the short term.
However, because of financial challenges, upkeep will be challeng-
ing in the years to come. In addition, as stated above, numerous
respondents of all types and across all project areas indicated
that. While they are happy with the improvements to date there
is still a need for additional latrines, improved classrooms, addi-
tional turbines to assist with the heat, and so on. Without financial
support and materials to complete these projects, the additional
improvements to learning and attendance that may have result-
ed will be halted. As noted previously, without further NGO inter-
vention, sustained upkeep of these improvements will likely rely
on continued actions by CEC members in terms of maintenance.
There have been some signs that CEC actions are taking place in
this regard, and they would need to both continue and scale up to
ensure sustainability.

2.3 Percentage of girls who cite their
school club or extra-curricular activity as
something they like about school

e Girls clubs are not selected by a large proportion
of girls as something they like about their school.
Only 1% chose the option at baseline, 2% at mid-
line, and 2% at endline.

e The existence of girls' clubs among schools is on
the rise, in 64% of all schools at endline, up from
55% at midline. Much of this gain came in Somalil-
and, which jumped from 21% to 48% of schools.

e The concept of “girls’ clubs” may not have been
well translated or understood by respondents at
midline, as girls’ clubs come in different forms at
different schools. According to qualitative findings
at endline, there appeared to be greater aware-
ness and consistency of understanding amongst
girls in relation to girls’ clubs.
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Methodology: This indicator is measured via a question on the
household survey that asks a girl what she likes at school. Chang-
es in this indicator are measured by the proportion of girls who
mention “clubs and/or extracurricular activities” as a spontaneous
answer to the question. Girls are not prompted with answer choic-
es. The indicator is supplemented and triangulated by qualitative
data from girls’ focus groups. After review at midline, we conclud-
ed that this methodology does not effectively capture progress (or
otherwise) on this activity, and therefore at endline increased em-
phasis was placed on consideration of other related quantitative
and qualitative findings.

Limitation: “Girls’ clubs” may be understood in different ways
among different groups of girls. At midline, in some places, the
term was understood by girls to refer to a physical space such as
a room, while others interpreted it as a group. At midline, SI en-
countered issues in correctly and comprehensively defining exact-
ly what a girl's club was in qualitative FGDs. At endline, Sl corrected
this by adding additional guidance in the qualitative training on
girls’ clubs. Quantitatively, the methodology for the question did
not ask enumerators to read the options aloud; only spontaneous
answers were recorded. This fact does not necessarily mean that
girls do not like girls’ clubs; rather, it indicates that they are not at
the forefront of girls’ minds when it comes to things they like about
school.

Findings: When asked what they liked about their school envi-
ronment, the vast majority of girls at baseline, midline, and end-
line chose teacher(s)/teaching (48%, 77%, and 82%, respectively).
The choice of clubs and extracurricular activities was only freely
mentioned 1% of the time at baseline, 2% at midline, and 2% at
endline. The answer choice of teachers/teaching/lessons encom-
passes many different types of answers; therefore, it is unclear
what exactly has improved over time. Given that Output 2.4 does
not necessarily show an increase in girl-centered teaching among
schools, itis unclear what is driving the improvements in teachers/
teaching/lessons observed in this indicator.

At endline, 64% of schools had a girls’ club, up from 55% at mid-
line. Much of this improvement was made up in Somaliland, where
the proportion of schools with girls' clubs increased substantially
from 21% at midline to 48% at endline (Figure 36). Though 64% of
schools had a girls’ club, among cohort girls, only 22% had partici-
pated in a girls’ club in the past year (Figure 37). Participation rates
of girls in girls’ clubs were varied across project areas and across
time periods but remain the highest in PL and SL at endline (25%
and 24%, respectively), and 17% in B&G. Between midline and
endline, there was a particularly high level of conflict in Benadir
and Galmudug due to both interclan disputes and federal elec-
tions. It was therefore not possible for EGEP project staff to make
frequent onsite monitoring visits to schools during that time. It is
possible that this factor led to less activity amongst girls’ clubs in
Benadir and Galmudug between midline and endline.

Qualitative support: While endline quantitative data does not
show significant increases in scores for girls clubs, qualitative data
suggests that many more girls are active in girls’ clubs and that
those participants look forward to girls’ clubs activities on a week-
ly basis. At midline, most girls seemed unaware of girls' clubs in
FGD responses. This was not the case at endline, with extensive
answers reported regarding both enjoyment of the club and ex-
planations of the clubs’ functioning. According to FGD responses,
girls’ clubs are creating a space for the students to work toward
solving both school and community problems as well as a place
for the girls to bond and support each other. Qualitative evidence
suggests that this is very empowering for the girls involved. When
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Figure 35: Things that girls like about their schools
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Figure 36: Proportion of schools with girls’ clubs,
by project area
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asked about the advantages of the girls’ club, a female teacher in
Puntland shared: “They are excited to meet every Thursday, and
this helps them have more motivation in school. The girls are hap-
py during girls’ club, and they are also glad that they have me to
consult with every week.” Another female teacher from Benadir
and Galmudug stated that the girls’ club is “very useful and [she]
hopes that all school girls will eventually participate.” As one fe-
male student from Somaliland explained, “the girls' club raises
awareness, helps with cleaning the school, gives advice to girls
who have left school, and helps girls solve any home problems.
It makes us feel good to help other students and to be leaders.”

Regression finding: A school with a girls' club was associat-
ed with significantly higher average learning scores in rural and
drought-affected areas compared to schools in drought-affected
and rural areas that did not have girls’ clubs.

Sustainability: Sustainability of the girls' club intervention seems
very likely, as the girls operate the clubs independently, with as-
sistance from female teachers and CEC members. Based on the
qualitative feedback, it appears participants will ensure its sustain-
ability, as there was no mention of any required funding or exter-
nal assistance to operate the clubs, and the members themselves,
along with their female mentors, facilitate the clubs internally.
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Figure 37: Proportion of girls participating
in girls’ clubs
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2.4 Percentage of trained teachers
demonstrating knowledge of
girl-centered approaches to learning

e The proportion of teachers using girl-centered
teaching approaches decreased slightly overall
from midline to endline, down to only 30% of
teachers. The proportion dropped by nearly 50%
in Benadir and Galmudug and increased by over
40% in Puntland.

e (Of those teachers employing girl-centered teach-
ing techniques, nearly an equal proportion are
EGEP trained and non-EGEP trained. Given that
the most marginalized teachers were targeted for
training, this could indicate that EGEP-trained
teachers have caught up to their already-trained
counterparts.IProject area variation on this indi-
cator is high.

e 72% of schools had at least one female teacher
who had undergone a 2-year service training since
baseline.
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Methodology: This indicator was measured primarily through
the use of the classroom observation tool, a checklist-based tool
that enumerators used in four 10-minute blocks in @ maximum of
two classrooms per school at midline and endline. The observa-
tion checklist measured key indicators on gender equity. At end-
line, it was employed in two classrooms per school: one taught
by teachers who had received EGEP trainings on girl-centered
approaches to learning and one with non-EGEP-trained teachers
to allow for subsequent comparative analysis. Selection of a class-
room for observation began after the end of the school survey,
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when enumerators explained the classroom observation exercise
to the head teacher and asked for his/her consent to do the class-
room observation. Teachers observed at midline are those iden-
tified by EGEP as having particularly weak teaching skills and thus
receiving training. Timeline of the intervention differed by project
area; whereas in Benadir and Galmudug and Puntland, the teach-
er training started in 2014, teachers in Somaliland only started
being trained in 2015 because of delays in obtaining appropriate
permissions from MOE. The baseline data collected for this indica-
tor utilized randomly selected teachers who had not yet received
training, whereas at midline, as much as possible, the teachers
observed were those being trained with EGEP support. It is worth
noting that the teachers selected to receive training are selected
because they are the most marginalized themselves and most in
need of training. As much as possible, they are female, and female
teachers tend to have received a lower level of education than
their male counterparts. EGEP also specified that teachers select-
ed must be those who have received no other training.

A teacher was said to use girl-centered teaching methods if he or
she treated female students as well as or better than male stu-
dents within the following criteria:

e NOT OBSERVED: Teacher provided positive, encouraging
feedback to a BOY: Teacher did not provide positive, en-
couraging feedback to a GIRL.

e NOT OBSERVED: Only GIRLS are disciplined physically in
class: BOYS not disciplined physically.

e NOT OBSERVED: Asked BOYS questions that are MORE
difficult than questions to GIRLS

e NOT OBSERVED: GIRLS had LESS access to desks, learn-
ing materials, etc. (e.g., same amount of sharing of books,
desks)

Findings: Teachers using girl-centered teaching methods did not
improve overall from baseline to endline (Figure 38). When dis-
aggregated by project area, all project areas had similar levels at
endline as they did at baseline, though at midline, B&G saw a large
improvement, whereas PL and SL saw large declines. Reasons for
these findings are uncertain:.differences in teacher training pro-
grams and their dates of completion could explain some of the
project area variation in this indicator, though qualitative data was
unclear. Further, seasonal variation in data collection could affect
findings. Teachers who are observed in exam periods (endline)
may exhibit different teaching styles than those observed teaching
at the beginning of the term (midline).

Figure 38: Percentage of teachers using girl-centered
teaching methods
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Importantly, Figure 39 shows the proportion of teachers em-
ploying girl-centered teaching methods at endline, disaggregat-
ed by training status, an equal proportion were EGEP and non-
EGEP trained teachers. Given that EGEP trainings targeted the
most marginalized teachers, These findings are positive and may

suggest that EGEP-trained teachers have caught up to their al-
ready-trained counterparts. In the case of Benadir and Galmu-
dug, %EGEP-trained teachers were nearly 50% more likely to use
girl-centered teaching methods compared to non-EGEP-trained
teachers (43% versus 29%, respectively). These findings, combined
with Figure 38, may also highlight the differences in quality of train-
iNg programs across project areas. Since non-EGEP-trained teach-
ers were not measured at midline, SI cannot compare midline and
endline statistics for the findings in Figure 39.

Figure 39: Proportion of teachers who employ girl-centered
teaching methods at endline, by training status

W Not EGEP-trained m EGEP-trained

45% 43%

43%

42%

42% 42%

40%

Benadir & Total

Galmudug

Somaliland

Puntland

Examining teacher training may shed light on the observed chang-
es of teachers using girl-centered methods between the data col-
lection periods and better explain which project areas are better
at using girl-centered techniques than others. In Figure 40, 72%
of schools have at least one female teacher that has undergone a
two-year EGEP training since baseline. This proportion was nearly
consistent across project areas, though changes between midline
and endline were greatest in Puntland and Somaliland which in-
creased their share of schools with a female trained teacher by
19 and 23 percentage points, respectively. B&G saw a small drop
in its cumulative proportion of schools due to some schools not
responding to the question at midline and replacements of some
schools at endline.

Figure 40: Cumulative proportion of schools with female
teachers receiving two-year in service trainings since
baseline
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Qualitative support: At endline, qualitative evidence from both
teachers and MOE officials suggests that teachers have been
trained extensively, but there was no qualitative indication of
trainings specifically regarding girl-centered methods. However, all
teachers across all project areas indicated that the trainings were
substantially beneficial to their teaching approaches, including for
girls. Additionally, MOE officials have indicated improvements in
monitoring systems, both in quality and frequency. This monitor-
ing has been improved to focus on girl-centered approaches, as
displayed in the classrooms.
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Regression finding: Schools with teachers who utilize girl-cen-
tered teaching techniques are significantly associated with higher
learning scores, particularly in rural and drought-affected areas,
compared to schools with teachers who do not use these tech-
niques.

Sustainability: Teacher trainings and MOE involvement, includ-
ing monitoring, rely heavily on financial support, according to
qualitative evidence. Therefore, it is possible that sustainability will
be challenging after completion of the project. In terms of those
teachers who have received training, the fact that the project fo-
cused on two-year holistic training, rather than a one-off short
course may mean that the learning will be sustained and those
teachers will continue to implement what they have learned. One
hundred percent of the teachers interviewed indicated that train-
ing was very important to their success as teachers and that they
in fact frequently requested additional training opportunities. Ad-
ditionally, several mother, father, and CEC respondents indicat-
ed that teachers are severely underpaid. This was indicated as a
substantial obstacle to students’ learning. EGEP provides incen-
tives for three teachers in each school, with the understanding
that the MoE will be supporting the remaining teachers; however,
the qualitative findings may suggest that these incentives may not
be sufficient or that teachers are not necessarily always receiving
their full salaries. Therefore, it can be stated that teachers are in
need of additional support moving forward, both financially and in
regard to training, in order to do their jobs effectively, which will
in turn improve learning, attendance, and enrollment. Additional-
ly, teachers indicated in interviews that they need more support
from school administration, specifically with respect to student
needs and disciplinary measures and by hiring additional qualified
teachers. Teachers also frequently indicated a need for additional
trainings in order to support their students, and specifically girl
students, to the best of their abilities.

2.5 Percentage of Community Education
Committees (in Supplementary School
Feeding [SSF] schools) playing an active
role in management of the school
feeding programme

e At endline, 72% The percentage of CECs in Sup- E
plementary School Feeding schools playeding an :
active role in management of the school feeding !
programme increased to 72% at endlineprogram, !
up from 69% at midline. '

e The proportion of schools with feeding programs :
managed by CECs stayed more or less the same :
from midline to endline, at 61%. EGEd feeding i
programs are almost entirely managed by CECs, :
whereas the same is true of only half of non-EGEP i
feedling programs. E
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Methodology: This indicator is measured quantitatively using
several questions from the school-based survey on the pres-
ence of a feeding program in school and management of such
programs by CECs. The indicator is also measured qualitatively via
data collected from Klls with CECs.

Findings: Feeding programs (implemented in a school either
by WFP or a combination of WFP and EGEP) were present in 21
schools sampled at midline and 41 schools sampled at endline.
Among all schools with feeding programs regardless of who imple-

mented the feeding program, 57% of head teachers (12 schools
of 21 responding) reported that CECs assisted in managing the
feeding program at midline, rising to 61% (17 of 28 schools re-
sponding) at endline. Disaggregating by entity implementing the
feeding program displays a very different picture. Schools where
EGEP is helping to implement a feeding program are much more
likely to have CECs managing these programs (69% and 72% at
midline and endline, respectively) compared to non-EGEP feed-
ing programs (20% and 40% at midline and endline, respectively).
When head teachers were asked at endline if CECs also managed
school feeding programs three years prior, or before the begin-
ning of EGEP programming, 45% of schools with a supplementary
feeding program answered affirmatively. Sample sizes were too
small to make meaningful project area disaggregation.

Figure 41: Proportion of schools with feeding programs
that report active management of
feeding program by CEC

EML WmEL

72%

69%

School has non-EGEP  School has EGEP-feeding
feeding program program

Total average

Though EGEP interventions do not focus on increasing the num-
ber of feeding programs in schools, it is important to note that the
reduction of these programs since baseline has produced inter-
esting reactions among mothers and girls. Though sample sizes
were very small, not having enough food provided at school was
cited as something a girl did not like about school 14% of the time
at endline, down from 27% at midline, and slightly up from 5% at
baseline. The percentage of girls who say they go to school hungry
all or most of the time rose from 22% at midline to 37% at end-
line, most significantly in Somaliland and Benadir and Galmudug,
and slightly dropping in Puntland. This could be explained in part
by significant drought in Somaliland and a sharp rise in conflict in
Benadir and Galmudug during those time periods.

Figure 42: Proportion of girls who go to school hungry all or
most of the time

56% EML BEL

37%

37%

Benadir &
Galmudug

Puntland Somaliland Total

Qualitative support: Among respondents who indicated that
their school has a feeding program, all indicated that the feeding
program improves enrollment and attendance. Fathers, mothers,
girl students, CEC members, and MOE officials all suggested a pos-
itive relationship between feeding programs and enrollment and
attendance. As one mother from Puntland shared, “feeding has
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played a great role in attendance the girls get to eat when they are
hungry. Also, girls were getting oil and that attracted a lot of girls
to join the school.” Another mother from Puntland echoed that
the feeding program has “been effective because it is possible that
mothers send their children to the schools while they are hungry,
and we know that hungry children will not study effectively and ef-
ficiently.” Additionally, when asked the main factor that may enable
girls to attend school, a mother in Benadir and Galmudug stated
that “number one, a feeding program is needed since they don't
have access to a break time and the school is far from home.” Fur-
ther, a Somaliland father stated that “the feeding program is good
because it allows the children to get food at school during break
times instead of coming back to their homes.”

Qualitative data at endline suggests that feeding programs are not
operating in several of the schools in Somaliland, Puntland, and
Benadir and Galmudug. This is expected as the supplementary
school feeding program was being piloted by EGEP in a selection
of schools, and WFP do not operate the basic school feeding pro-
gram in all schools. Overall, for schools that do have functional
feeding programs, qualitative data was insufficient to understand
the role of CECs in managing those feeding programs. However,
one CEC member in Puntland indicated that he takes the inven-
tory of the food provided by WFP and EGEP and signs off on that
inventory. Another CEC member in Benadir and Galmudug stat-
ed that, while there is no currently operating feeding program at
the school, a feeding program is part of their future development
plan. All other CEC respondents indicated that the school does not
have a feeding program.

It can be assumed that, with the current drought and high possi-
bility of famine, school feeding will become increasingly important
as a lifeline to children. Aside from contribution to the project out-
comes, it should be noted that this activity potentially contributes
to children’s basic survival. Arguably no outcomes can be achieved
in the near future if children reach a state of severe malnourish-
ment.

Regression findings: EGEP-implemented school feeding pro-
grams appear to have no significant correlation on program out-
comes. However, an interesting finding is that non-EGEP school
feeding programs are significantly associated with higher learning
scores for a wide variety of girls, compared to schools that had
no feeding program, though the effect is strongest for rural and
drought-affected schools. Non-EGEP school feeding programs
also have significant positive association with attendance com-
pared to schools that had no feeding program.

As the EGEP program only supplements and in no way diminishes
the WFP programs already operating, these findings are surprising.
As simple bivariate regression analysis does not take into account
other explanatory variables, it's possible that schools that receive
non-EGEP supplementary programs are lower performing schools
in the first place. Given that EGEP-supplementary programs are
managed by CECs, EGEP may do well to look at whether the CECs
are effectively managing the feeding programs as that is the key
difference between the two programs.

Sustainability: At endline, 61% of feeding programs at schools
were actively managed by a CEC. Moreover, this proportion was
even higher (72%) among schools with feeding programs that
were specifically implemented by EGEP (Figure 41). These findings
are encouraging for sustainability, as schools where CEC capacity
has been built to manage school feeding will have a higher chance
of continuing those programs after EGEP finishes. Given the reali-
ties of cyclical drought and famine in a context where the average

girl's level of hunger has increased in the past year (Figure 42),
school feeding programs play and will continue to play a major
role in girls’" educational outcomes. School feeding programs are
associated with positive, significant increases in enrollment of girls
and are cited qualitatively as one of the main reasons for why a
caregiver sends her girl to school. Sustainability of school feeding
programs will be a critical point of focus for any post-EGEP activ-
ities.

2.6 Percentage of girls reporting
improved levels of psychosocial wellbe-
ing at school

____________________________________________

e Psychosocial wellbeing of girls did not increase or
decrease overall between midline and endline, but
rose by 17% between baseline and endline.

e The bulk of change in psychosocial wellbeing from
baseline to endline was found in Benadir and
Galmudug and Puntland. Most of this change
came in the form of positive answers to the ques-
tion"How often do you feel unhappy at school?”
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Methodology: At baseline, midline, and endline, SI used three
questions from the girls’ module to gauge girls’ psychosocial well-
being:

e How often do you feel happy at school? All of the time,
most of the time, some of the time, or never?

e How often do you feel unhappy at school? All of the time,
most of the time, some of the time, or never?

e How often do you feel afraid at school? All of the time,
most of the time, some of the time, or never?

To fit the concept of psychosocial wellbeing to the logframe, an
index scale was created ranging from 0 to 12 (each question was
worth 4 points), with higher values representing healthier psycho-
social wellbeing. At midline and endline, SI added 10 more ques-
tions to the girls’ module to attain a more in-depth measure of
psychosocial wellbeing. Quantitative results were both triangulat-
ed and strengthened by key findings from girls' focus group dis-
cussions.

Findings: Between midline and endline, girls' psychosocial well-
being across all project areas stayed relatively the same. This
was mostly true when disaggregated by project area, where only
Benadir and Galmudug saw a meaningful change from midline to
endline (a decrease of 0.8 points or 7%). Between baseline and
endline, psychosocial wellbeing of girls positively increased 1.6
points overall from 9.0/12.0 to 10.6/12.0 (Figure 43). At endline,
girls' feelings of wellbeing was highest overall in Benadir and Gal-
mudug at 10.8/12.0 and smallest in Puntland at 10.3/12.0.

To better understand the issues that drove the most change in
girls’ psychosocial wellbeing, SI conducted an analysis of how
much each question contributed to changes in levels of psychoso-
cial wellbeing over the three data collection periods. Figure 44 lays
out the total point change from baseline to endline for the three
questions that make up the index for psychosocial wellbeing. The
bulk of the increase over time came from answers to the question
“How often do you feel unhappy at school?”, which contributed to
a total of a 1.2-point increase over the three data collection peri-
ods, followed by “How often do you feel afraid at school?”, which
contributed to a 0.5-point increase. Among project areas, Benadir
and Galmudug saw the highest changes in scores, with a total of
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Figure 43: Psychosocial wellbeing of girls from baselineto  Figure 44: Total overall point change from baseline to end-

midline to endline line among questions that make up index for psychosocial
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Figure 45: Psychosocial wellbeing of girls from midline to endline
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| have one good friend or more

a 2.2-point increase from baseline to endline, followed by Punt-
land, with an increase of 2.0 points. Somaliland girls’ psychosocial
wellbeing increased the least over the same timeframe, at approx-
imately 1.0 points.

Among the 10 new psychosocial questions asked at midline and
endline (Figure 45), there was no major change across the time
periods. In general, all 10 questions received highly satisfactory
answers. Girls most enthusiastically agreed that, “Girls have the
same right to go to school as boys,” “I have one good friend or
more,” and “Girls can be good leaders as well as boys.” (Figure 45).
The lowest scores were “I contribute to discussions and ideas in
school even if they are different from others’ideas” (3.4/4.0) and |
can openly talk about problems at school and propose solutions”
(3.4/4.0). Though these scores are not by any means low, they
signify that a girl's outward confidence at school—her desire or
motivation to draw attention to herself by speaking up, whether to
express an idea or register a complaint—may still be contentious.

Findings on female mentors and psychosocial wellbeing:
No FGDs or Klls specifically addressed female mentors. However,
as noted throughout the report, the increase in female teachers
and female CEC members has been invaluable to the girl students.
They feel more comfortable in school and receive support for solv-

0 1 2 3 4

ing problems. A teacher in Somaliland shared: “The girls have a
good faith in us. They are able to tell us their private concerns and
needs.” Similarly, a mother in Benadir and Galmudug expressed:
“I hope that | see more female teachers in the schools. This will
help our daughters, as they will feel more comfortable to talk with
them. Female teachers encourage the girls to continue in their ed-
ucation.” A father also echoed this sentiment, stating that “girls
face unique obstacles that boy do not face, but what has moti-
vated them is having female teachers. They look forward to going
to school now.” Additionally, a female student in Puntland shared
that “the female teacher advises us and help us find solutions to
our problems. She also motivates us to go very far in our edu-
cation.” As shared above, one male CEC member in Somaliland
shared: “Women play an important role in the CEC. If there were
no women in the CEC it would be impossible to achieve anything.
Mostly, the girls share their needs with female members of the
CEC because that is more comfortable for them. Later on, female
members of the CEC will share the needs of the girls with the en-
tire CEC, and we will work together to find solutions.” Given that
nearly 100% of sampled schools had a female mentor, quantita-
tive analysis was not possible on this output intervention.
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Qualitative support: At endline, qualitative data from girls' FGDs
strongly supports quantitative findings. All respondents indicated
being happy at school and thankful to have access to education.
Additionally, most girls reported that they are able to speak openly
to teachers, principals, and CEC members if they have a problem.
At endline, having access to additional female teachers and female
CEC members seems to have further increased the girls’ comfort
level from midline. In girls’ FGDs, participants said they had friends
at school and were happy to attend school to see those friends.
Supporting the quantitative evidence, girls enthusiastically agreed
that they should have the same rights as boys when regarding ed-
ucation, that girls are as smart, if not smarter than, boys, and that
girls can be great leaders.

Additionally, improving from midline when girls reported that they
can be great leaders, their answers were not followed by limita-
tions based on societal or religious standards. For example, at
midline, girls frequently indicated that their learning opportunities
were limited based on religious and societal standards, particular-
ly in regards to marriage. At midline, this was intimately linked to
financial pressure. As one Puntland father explained at midline:
“All poor girls are married, so this is the obstacle for the girls. There
is huge unemployment, fathers don't have jobs. That joblessness
caused early marriage, which then causes lack of girls’ education.”
Girls most commonly indicated at midline that, while they dream
of educational advancement, they would honor their families first.
This also translated to a near unanimous indication that the girls
would drop out of school to honor their husbands, if married be-
fore completing school. The vast majority of girls did not conform
to these ideas at endline. For example, resoundingly, girls indicat-
ed a right to choose their own spouses in their own time. As one
female student from Somaliland shared: “Girls have the right to
choose, because marriage is not meant to be created by force.
Women consider men as potential husbands for many reasons,
and she should be able to choose her husband based on her pri-
orities.” Similarly, a female student in Puntland shared: “It is not
good to take away freedom. The girls have rights, and they have
the right to choose who they marry and when.” At endline, girls do
not seem to acquiesce in societal or religious expectations placed
on them, even in situations in which a girl's marriage may have the
potential to economically support a family.

Regression finding: As a girl's level of psychosocial wellbeing in-
creases over 10, her average number of days missed of school in
the past two weeks drops substantially. Between 7 and 10, she
averages 1.1 days of school missed per two weeks. Between 10
and 12, this number drops to 0.9.

Sustainability: Based on qualitative information, the psychoso-
cial wellbeing of girls in school is largely dependent on community
support for girls’ education, as well as internal support by peers
and female mentors (i.e., teachers and CEC members), access to
sanitary kits, and private latrines. Access to each of these factors
seems to have a positive impact on girls’ psychosocial wellbeing.
As such, the positive effect of community support and female
mentors will easily be sustained because the shift in behavior and
ideology within communities will have lasting impact. The sustain-
ability of the positive impact resulting from access to sanitary kits
is largely dependent on the elimination of financial barriers and
lack of education around menstruation. In the long term, lack of
resources will also be relevant regarding latrines, as financial bar-
riers will need to be eliminated in order to maintain functioning
private latrines.



Social Impact

Output 3: The Ministries of Education across all project areas and regions of Punt-

land, Somaliland, and Benadir and Galmudug provide leadership in

education and undertake routine monitoring of gender equality in education
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Barriers

e 3.1 Percentage of trained MOE officials that re-

port increased level of knowledge around gen-
der responsive education

3.2 Trained MOE staff increasingly monitoring
gender sensitivity of learning environment in
schools

3.3 Percentage of head teachers reporting in-
creased dialogue with the Ministry of Education

Lack of key infrastructure: EGEP has identi-
fied a lack of key infrastructure, teaching mate-
rials, and teaching methods as barriers to girls
going to school and learning effectively.

Gender inequalities in infrastructure: These
lead to girls often feeling uncomfortable at
school. Girls lack safe fora within which to con-
gregate and through which they can discuss
challenges they face, support each other in
studies, and advocate for their school needs
amongst other things.

Gender inequalities in teaching methods:
This leads to girls often feeling uncomfortable
at school or not being given an equal opportu-
nity to learn. Girls are sometimes treated un-
fairly compared to boys and are often less will-
ing to participate in class, negatively affecting
their learning levels.

Hunger: Girls oftentimes go to school hungry.
Many children have nutritional needs that are
not met either at home or through basic school
feeding, but for which supplementary food
items are required. A girl who is hungry is not
able to fully engage at school, thus affecting her
learning levels. While basic school feeding is
provided in some schools by outside agencies,
these programs lack potential for sustainability
due to the limited role played by the community
in managing and owning the activities.
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Trainings to MOE/Gender Focal Points (3.1;
3.2; 3.3): Between baseline, midline and end-
line, EGEP held several different types of train-
ings with MOE officials to communicate the
importance of gender-responsive education.
Between baseline and midline, classroom train-
ings were provided for a range of MoE officials
across education departments. Between mid-
line and endline, the approach was adjusted
to focus more specifically on on-the-job train-
ings for Gender Focal Points within the Gender
Units, along with Regional Education Officers.
At endline, 6 GFPs (2 from each project area)
were interviewed in Klls.

During the midline and endline period, the
training approach differed across the proj-
ect areas: intensive training was provided
in-person by RI staff in Somaliland and Punt-
land. However, face-to-face trainings were not
possible in Benadir and Galmudug due to de-
terioration in security within the area, affect-
ing staff access. During this period, officials in
Benadir and Galmudug were instead support-
ed to participate in a three month long online
UNESCO training on gender and education.

romoting girls’
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3.1 Percentage of trained MOE officials
that report increased level of knowledge
around gender responsive education

e MOE Gender Focal points retain knowledge from
gender trainings and speak articulately about the
importance of girls’ education and of conducting
monitoring Vvisits. Many recognized the major
change in knowledge gained from these trainings
as compared to years prior.
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Methodology: This indicator was not measured at baseline. At
midline and endline, MoE staff were asked several questions in
Klls about gender equity in teaching. Responses to the questions
helped judge the effectiveness of the MOE training conducted by
EGEP.

Findings: As at midline, qualitative evidence suggests that MOE
officials from all three project areas have received additional gen-
der-sensitive training as well as training in monitoring. At endline,
one hundred percent of MOE respondents indicated that train-
ings improved their knowledge extensively around gender-sensi-
tive education and monitoring schools' performance. For example,
one MOE official from Puntland shared that “most of the trainings
were about awareness of girls’ education and improving the chal-
lenges that girls face. There is a big difference for myself from five
years ago when | joined the staff and now. I learned how to deal
with all types of students and how to recognize the exact needs
that exist for each. We now visit the schools frequently which help
us to know the exact needs of the girls’ education and in general.
This is why it is important for us to visit the schools regularly.” Sim-
ilarly, a Benadir and Galmudug MOE official added that “the train-
ings have been very beneficial to me. They have taught me about
equality, monitoring, and awareness. Therefore, we received a
lot of information that we could contribute to the community.” A
Somaliland MOE official discussed the impact of a Gender Main-
streaming and Leadership Training, which considered the needs
required by girls to continue their education and ways that the
MOE and other community actors can support them: “This training
improved our level of gender education and the education level of
the ministry itself.”

Sustainability: Al trainings identified in the MOE KlIs were ex-
ternal trainings in which the MOE officials participated. It is en-
couraging that all GFPs interviewed at endline were able to discuss
learning from the various trainings. GFPs in the three project areas
interviewed were females with an average age in the mid-to-late
twenties. Political transitions aside, the fact that the knowledge
from trainings has stayed with relatively young and invested public
servants bodes well for the sustainability of knowledge gain.

3.2 Trained MOE staff increasingly moni-
toring gender sensitivity of learning
environment in schools

Overall, the proportion of schools receiving mon-
itoring visits by MOE officialssincreased slightly
between baseline and endline (67% to 70%). Bro-
ken out byeproject area, Puntlandnsaw the larg-
est positive increases in this regard, while Benadir
and Galmudugnsaw the largest decreases. The
median number of monitoring Vvisits to a school
was two per year.

The proportion of schools in Somaliland receiving
feedback after an MOE monitoring visit nearly
doubled between midline and endline, while slight-
ly decreasing in the othereproject areas during the
same period.

Teaching quality remained the focus of most mon-
itoring visits, as so indicated in 47% of all schools
at endline.

49% of monitored schools in Somaliland received
a monitoring report after a visit, compared to 5%
in Puntland and 4% in B&G.

Methodology: At midline and endline, MoE staff were asked sev-
eral questions in Klls about gender equity in teaching. Responses
to the questions helped judge the effectiveness of the MOE train-
ing conducted by EGEP. The indicator was measured in a supple-
mental manner quantitatively via the school-based survey. Schools
were asked if MOE officials had made monitoring visits in the past
year to monitor facilities, teaching quality, or teacher attendance
and if these visits had increased in frequency over the past year.
These were followed up by questions asking schools if they had
received any feedback or reports after the visits. Additionally, the
indicator was measured through EGEP consultations with MoE
Officials and the gathering of monitoring reports produced as a
result of any monitoring visits.
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Limitation: The question on the school survey that asked “what
did MOE officials monitor at your school?” was erroneously pro-
grammed as a “select one answer” question as opposed to “select
multiple answers.” Responses to this question, therefore, do not
paint an entirely accurate picture of the full range of activities con-
ducted on monitoring visits. Findings displayed in Figure 46 relat-
ed to this question are interpreted to mean “one of the focuses of
the monitoring visit.”

Findings: At endline, visits from an MOE official to a school to con-
duct monitoring decreased to 70% from a midline value of 73%.
The median number of visits was two per year. The decrease was
mirrored in the overall proportion for the indicator on increases in
monitoring visits in the past year over the prior year, which saw a
drop from 54% of schools at midline to 45% at endline. At endline,
MOE officials spent the most time during their monitoring visits
observing teaching quality (47%), followed by facilities (26%), and
teacher attendance (20%). Encouragingly, 38% of schools report-
ed receiving some type of feedback after a monitoring visit, up
from 29% of schools at midline. In Figure 46, missing baseline val-
ues are due to the absence of the respective question at baseline.

Somaliland and Benadir and Galmudug saw slight increases in
MOE visits from midline to endline, while schools in Puntland,
though more likely to experience an MOE monitoring visit than
schools in other project areas, experienced a decrease in visits
from 88% of schools at midline to 75% at endline. At endline in
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Figure 46: MOE monitoring of gender sensitivity at endline
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Puntland and Somaliland, the proportion of schools receiving a
monitoring visit from the MOE in the past year was above baseline
value; this was not the case in Benadir and Galmudug, which saw a
large gap between the baseline value (67% of schools) and endline
(55%). The proportion of schools receiving feedback after a mon-
itoring visit nearly doubled in Somaliland from midline (28%) to
endline (55%), while slightly decreasing in the other project areas
(Figure 47).

Qualitative support: According to qualitative data, the MOE'’s
monitoring of schools has improved, including monitoring of gen-
der-sensitive methods. All MOE officials who participated in inter-
views indicated that, across all project areas, monitoring has in-
creased from occurring once per year to once every three months.
Additionally, components of their monitoring agenda focus spe-
cifically on gender-sensitive methods in the schools. Additionally,
all MOE officials indicated that additional trainings have been pro-
vided, improving their capabilities on the ground level while mon-
itoring is carried out. Endline qualitative evidence also suggests
positive relationships between the MOE and school management
across all three project areas, allowing for free-flowing communi-
cation and provision of recommendations to the schools.

In terms of the number of monitoring visits to target schools for
which a report has been produced, shows what was achieved by
the respective MOEs.

School received feedback on monitoring visit

Table 62: Number of target schools receiving MOE monitor-
ing visits for which a report has been produced

# of % of
# of mon-
schools o schools
. itoring .
Region moni- reports mon-
tored by tored that
produced .
MoE per- received a
by MoE
sonnel report
Somaliland Maroodi 15 6 40%
Jeeh
Awdal 12 50%
Sahil 10 60%
Total 37 18 49%
Puntland Muudug 27 1 4%
Bari 25 1 4%
Gardafuu 3 1 33%
Nugal 25 1 4%
Total 80 4 5%
Benadirand | Benadir 23 1 4%
Galmudug Mudug 0 0%
Galgadud 0 0%
Total 23 1 4%




85
GEC EGEP Evaluation Endline Report

Regression finding: Among some disaggregations of schools (ur-
ban, drought-affected, and IDP), a visit from an MOE official in the
past year was significantly associated with lower average learning
scores. This may indicate that MOE officials are visiting the most
underperforming schools, a potentially positive finding.

Sustainability: Continuance of monitoring visits will depend on
political will at the MOE level and availability of funds to pay for
monitoring visits. Currently some of the financial costs associated
with these visits (e.g. vehicle hire) are met by EGEP, however the
majority of visits takes place without EGEP support. This may sug-
gest potential sustainability in terms of continuation of monitoring
visits beyond the life of the project. However, it should also be
noted that EGEP provides ongoing incentives for the Gender Focal
Points and it is not clear whether these positions will continue to
operate without this financial support. In order for these interven-
tions to be sustainable, it may be necessary to advocate for the
MOE to take over such payments and incorporate the GFPs into
any existing payroll system.

3.3 Percentage of head teachers report-
ing increased dialogue with the Ministry
of Education

e In the previous year, 58% of schools had engaged
with an MOE department, primarily through
group or one-on-one meetings.

e Of schools engaging with MOE, 74% did so with
the REO, and only 19% did so with the Gender Unit.

Methodology: This indicator was measured primarily through the
school-based survey. Head teachers were asked if they had had any
contact with the MOE in the previous year, and if so, what type of
interaction and with what MOE entity. The quantitative data is trian-
gulated with qualitative data gathered from Klls with MOE officials.

Findings: Fifty-eight percent of schools surveyed had engaged
with an MOE official in the past year, down from 74% at midline
(Figure 48). Disaggregated by project area, Puntland had the high-
est proportion of schools at midline and baseline that had interact-
ed with MOE in the past year (87% and 62%, respectively), though
it also experienced the largest decline between the two periods.

Figure 48: Proportion of schools that have engaged with

the MOE in the past year
87% EML MEL
74% 69%

62% 60% 57% 50%

Benadir &
Galmudug

Puntland Somaliland

Total

Figure 49 displays the methods through which schools engaged
with the MOE. Of schools that had engaged in the past year,
engagement happened via four primary methods: group meet-
ings between several head teachers and an MOE official (35% of
schools), school-level events attended by an MOE official (34%),
town or district level events attended by an MOE official (32%), and
one-on-one meetings with MOE officials (31%).

Figure 49: Where dialogue happened between head teach-
ers and MOE at endline

Communication with MoE official by
phone

Meeting with MoE official when the
conduct a monitoring visit at the school

Meeting including MoE official and other

35%
Head Teachers

One-to-one meeting between yourself
and MoE official

Town or district level event attended by
MoE officiation (e.g. event to mark
international day of literacy)

32%

School level event attended by MoE

9
official (e.g. school graduation event) 34%

When asked about which MOE department they engaged with,
74% of schools stated the Regional Education Office (REO), fol-
lowed by Exam Board (32%), Curriculum Development Depart-
ment (27%), Quality Assurance Department (24%), and the Gender
Department/Unit (19%) (Figure 50).

Figure 50: MOE departments that teachers engaged with at
endline

Curriculum Development
Department

Exam Board
Quality Assurance Department
Gender Department/Unit

Regional Education Office 74%

Qualitative support: As noted above, MOE officials have indicat-
ed improved relationships and dialogue with school management,
including head teachers, which have improved the flow of infor-
mation and the ability of MOE to provide recommendations to the
teachers. One CEC member in Somaliland expanded on this, say-
ing that “there is direct communication between the ministry and
schools. | think it is particularly good and constructive communi-
cation. Teachers also work directly with an MOE employee to talk
about steps to contribute to the improvement of the school.” This
same MOE official indicated the influence of politics on ministry ef-
forts, saying "you know there’s politics here in Somaliland and they
always affect the policies of the ministry. For example, if the pres-
ident changes the minister, policy will change inside the ministry.
If the new minister comes up with a new and good policy for com-
munications, communication between the ministry and schools
will be good. It entirely depends on what kind of minister is run-
ning the MOE.” An MOE official from Benadir and Galmudug stated
that “the relationship between the MOE and schools is good. They
meet and have discussions, they tell each other their challenges,
and they reach common solutions.” Additionally, all teachers re-
ported positive relationships between school leadership and the
MOE. Very little additional qualitative information was provided.
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Sustainability: As these positive relationships between the MOE
and school management do not rely on the continued activities of
EGEP, the sustainability of these positive relationships and their
impact on improving girls' education is likely. However, as high-
lighted by one of the MOE officials above, the future of these rela-
tionships will depend on the political situation within the ministry.
It is possible that with each new minister, relationships between
the schools and ministry will shift. Thus, indicators under Output 3
are highly dependent on the political will of the day.
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Output 4: Communities, mothers, and girls participate routinely and more forcefully
i?l educgtioln policy, and in the planning, monitoring, and budgeting processes for
their schools
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Barriers

4.1 Number of trained CECs establishing school
development plans that have specific activities
targeting girls

4.2 Number of scholarships provided as a re-
sult of Diaspora internship programme

4.3 Number of CECs with School Development
Plans that are supported either through finan-
cial or in-kind contributions (including time)
4.4 Percentage of girls’ clubs advocating for
school needs through the CECs

Girls’ needs not included in School Devel-
opment Plans: There is a lack of clear man-
agement plans to ensure CEC actions aimed at
improving the school environment, and where
these plans exist, the particular needs of girls
are often not acknowledged or addressed. Con-
sequently, the CEC approach to management
and development of the school may not have
the intended impact for girls. Girls are left out
of the planning processes for their schools, and
thus issues and challenges related to girls are
not taken into account when schools design or
budget for activities.
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Training of CECs to implement SDPs (4.1;
4.3): EGEP trained CECs at the start of the proj-
ect, and provided refresher training half way
through the project. As part of the training ap-
proach, staff worked with CECs to support the
development and ownership of school develop-
ment plans (SDP) that include activities targeted
at addressing the needs of girls.

Cash awards to CECs (4.1; 4.3): EGEP gives
cash awards valued at $2,500 to high perform-
ing CECs to spend toward implementation of
their SDPs. At endline, 38 schools sampled had
CECs receiving cash awards.

Promotion of interaction between girls’ clubs
and CECs (4.4): EGEP promoted girls' clubs, safe
spaces in which girls can congregate and share
ideas. Female mentors and teachers encourage
girls to advocate for their needs through CECs.
In turn, CECs are also encouraged to increasing-
ly engage with and listen to the girls.
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4.1 Number of trained CECs establishing
school development plans that have
specific activities targeting girls

e The proportion of CECs with SDPs that had spe-
cific activities targeting girls was already high at
midline (92%). This proportion increased to 99%
at endline.

Findings
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Methodology: This indicator is measured through the number of
School Development Plans submitted to EGEP partners that have
then been assessed as having successfully included activities tar-
geting girls. The means of verification are the reports themselves,
copies of which are all held by the EGEP consortium.

Findings: All CECs connected to target schools in all project areas
have been trained, and the majority have now received refresh-
er training/ongoing one-to-one support from staff. A key output
of this process is the School Development Plan, which should
demonstrate what the CECs have learned through their training
and provides a plan that staff can use to follow up with the CEC
at regular intervals. As displayed in Table 63 and Table 64 be-
low, most CECs now have SDPs with interventions targeting girls.
This represents considerable progress, as this indicator was only
25% overall by the end of the second year of the project and has
jumped to 93% overall by midline and 99% at endline. On the basis
of the low achievement against this indicator at the end of year 2,
EGEP determined to provide additional one-to-one support and
refresher training to the CECs, recognizing that literacy levels are
so low that one-off training was not enough to produce genuine
meaningful output. Consortium partners are now working close-
ly in following up with the CECs regarding progress against their
SDPs and the specific actions contained.

Table 63: Trained CECs that have developed School Devel-
opment Plans with activities targeting girls at midline

Percent
of trained
Number of CECs
CECs with devel-
SDPs includ- oped SDPs
ing activities including
targeting girls activities
targeting
girls
Maroodi
Jeeh 37
i 0
Somaliland Awdal > 100%
Sahil 22
Puntland Bari & 29
Gardafu
0,
Mudug 21 94%
Nugal 25
Benadir and Galmudug 14
Galmudug  ['yiran 1 71%
Banadir 10
Total 92%

Table 64: Trained CECs that have developed School Devel-
opment Plans with activities targeting girls at endline

# of
# of trained
H 0,
No Project area Schools Cl::Cs % SDPs
with
SDPs
Puntland 81 79 98%
2 Somaliland 81 81 100%
3 Benadir and 35 35 100%
Galmudug
Total for all project areas 197 195 99%

Qualitative support: While qualitative evidence indicates that all
CECs have established school development plans, none of the CEC
respondents indicated that any component of those development
plans focused on implementing girl-specific activities. In fact, all
CEC qualitative data across all project areas indicates that these
development plans only focus almost entirely on civil works activi-
ties to improve the physical infrastructure of the schools.

Sustainability: The School Development Plans are developed
and owned by the CECs themselves. Due to low literacy among
CEC members, the development process took time and involved
many face-to-face sessions with EGEP staff. This intensive engage-
ment process will potentially have ensured that the knowledge
gained through the activity will be sustained and that the CECs will
genuinely feel that the plan is a document to follow and act upon.
EGEP ongoing monitoring has observed CECs taking increasing ac-
tions to support girls in school and to generally improve the school
environment. Such activities are taking place of the CEC members'
own accord, a positive sign for future sustainability.

4.2 Number of scholarships provided as a
result of Diaspora internship programme

This indicator relates to activities to be conducted by a local part-
ner, The African Future (TAF). The partnership between EGEP and
TAF ended prematurely for contractual reasons, and the indicator
was not achieved.

4.3 Number of CECs with School Devel-
o||10ment Plans that are sugported either
through financial or in-kind contributions
(including time)

e The proportion of CECs with SDPs that are sup-
ported through financial or in-kind contributions
increased from 32% to 47% from midline to end-
line.

e The proportion nearly doubled in Benadir and
Galmudug to 89% of all CECs with SDPs and more
than doubled in Somaliland up to 33% of all CECs
with SDPs.
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Methodology: This indicator is measured through recording the
number of School Development Plans that have been received by
EGEP partners and have been assessed by the partner and re-
spective MOE with activities containing a strong community con-
tribution component, be it through time or resources, and conse-
quently being awarded a match-funding grant.
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Findings: From midline to endline, the proportion of CECs with
SDPs that were supported by financial or in-kind contributions
increased from 32% to 47%. The largest increases were seen in
Benadir and Galmudug (from 52% to 89%) and Somaliland (from
15% to 33%), while Puntland saw a slight decrease (from 44% to
42%) over the same period (Table 65 and Table 66). Achievement
of this indicator shows that the CECs and schools are demonstrat-
ing motivation and improvement and taking ownership of the ac-
tion plans, including importantly considering ways in which they
themselves can contribute. Examples include SDPs being funded
for which the financial contribution will provide the materials for
a school fence and the community members themselves will pro-
vide the voluntary labor to construct the fence. Upon the school
awards, EGEP partners carry out follow-ups and monitoring visits
to schools to make sure schools are using the grants for the activ-
ities outlined as proposed.

Table 65: Number of CECs with School Development Plans
that are supported through contributions at midline

# CECs
I ﬁihae':i- atvgfdc:d awaofded
SDPs
J\QSLOOdl 37 6
Somaliland Awdal > 15%
Sanhil 22
T ERE
Puntland Mudug o1 44%
Nugal 25 10
' Galmudug 14
gz?rii'(;jgd Hiran 1 52%
Bendir 10
Total 181 58 32%

Regression finding: Schools in rural and drought-affected areas
that receive matching cash grant awards for their CECs to imple-
ment SDPs are significantly associated with higher learning scores
for girls, compared to girls in schools in those areas that did not
receive awards.

Qualitative support: All CEC Klls indicated an effort to fundraise
for the development plans among their communities. For exam-
ple, one CEC member in Somaliland shared that the CEC “main-
tained new chairs for the school by collecting money from parents.
And we also asked and received support from an NGO to provide
sporting equipment.” Another Somaliland CEC member indicated
that “fundraising comes from the community, business owners,
parents, and organizations. First, the CEC has a meeting to deter-
mine what they want to achieve and how much money is needed.
Then, the members go to community members and business and
explain the objectives. The members ask for support in terms of
money and also material.” A Puntland CEC member added that
“the money is used for many purposes. It is used to renovate the
schools, but also to support poor people and the school staff.” Ad-
ditionally, qualitative evidence suggests that CEC members them-
selves dedicate large amounts of their time toward implementing
the school development plans as well as finding solutions to any
problems that may arise, both for the school at large and also for
individual students and families. As a CEC member from Puntland

explained, “we participate in the construction and maintenance of
the school.”

Sustainability: Between midline and endline, CECs have played
a critical role in the support and implementation of school devel-
opment plans. The proportion of schools receiving cash contribu-
tions from CECs decreased from 30% to 20% between baseline
and midline, and the proportion of schools receiving in-kind (non-
cash) contributions stayed the same between the two periods at
22%. With regard to the cash contributions, it is possible that the
current drought situation has limited the ability of CECs to sus-
tain and increase this component between midline and endline as
many communities are facing additional challenges. School devel-
opment plans are critical for improving girls’ academic outcomes,
particularly when they incorporate girl-targeted programming, in-
clude support of girls’ clubs, and focus on civil works such as girls'
latrines. To that end, sustaining a school’s ability to implement its
SDP will be critical for post-EGEP programming, and CECs are the
most logical entity to continue SDP support. Twenty-three percent
of schools (24/106) currently receive cash, non-cash, or both con-
tributions from CECs; it will be critical that this proportion is in-
creased in the near future.

Qualitatively, it is evident that CECs across all project areas have
taken ownership of raising support for the needs of schools. This
internal ownership and the previous success of their fundraising ef-
forts indicates that sustainability is possible. Further, CECs seem to
be relying more heavily on internal sources such as local business-
es and individual community members. This indicates a certain in-
dependence from organizational support, such as that from EGEP,
indicating a chance of sustaining the necessary financial support
to implement the school development plans. For example, when
asked if the money comes from NGOs to support the school de-
velopment plans, a CEC member from Puntland stated that “mostly
[the CEC] strongly concentrates on the community. Sometimes we
concentrate specifically on the community’s businesspeople.” Given
the finding that girls’ clubs are more likely to succeed and girls are
happier in school when they have access to female mentors (teach-
ers, CECs), ensuring that CECs include a female voice in fundraising
and SOP implementation will be critical for the inclusion and suc-
cess of girl-centered activities at school in the future.

4.4 Percentage of girls' clubs advocating
for school needs through the CECs

e The proportion of schools where girls’ clubs and
CECs interact fell from 71% to 58% between mid-
line and endline, most drastically in Benadir and
Galmudug.
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Findings

Methodology: This indicator is measured quantitatively using
several questions from the school-based survey that center on
the existence of girls’ clubs, their activities, and interaction with
CECs. Itis triangulated heavily with qualitative data from girls' focus
groups and CEC Klls. This indicator was not included at baseline,
though it is assumed that the baseline value was zero, as the girls’
clubs had not yet been established, and the girls' club leaders and
teacher mentors had not yet been trained.

Findings: On average, 58% of girls' clubs interact with CECs across
all project areas, down from 71% at midline. There were decreases
in this indicator in each project area between the two data collec-
tion periods, though none was as drastic as in Benadir and Gal-
mudug, which dropped from 93% of schools with a girls’ club at
midline to 62% at endline.
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Table 66: Number of CECs with School Development Plans that are supported through contributions at endline
# of

trained # CECs with % Support-
#Schools CECs with % SDPs SDPs sup- ? epdp Remarks
SDPs ported
Darwish is
awarded
Nugal 25 25 31% 10 40% twice but
counted as
Puntland 1 here
Bari 26 26 32% 12 46%
Gardafu 3 3 4% 100%
Mudug 27 25 31% 32%
Total for Puntland 81 79 98% 33 42%
Maroodi 37 37 46% 15 41%
' Jeeh
Somaliland Awdal 22 22 27% 27%
Sahil 22 22 27% 27%
Total for Somaliland 81 81 100% 27 33%
Mogadishu 20 20 57% 16 80%
Benadir and Gal- [ _Galkacyo 20% 100%
mudug (B&G) Galgadud 20% 100%
Hiran 1 3% 1 100%
Total for Benadir and Galmudug 35 35 100% 31 89%
Grand Total 197 195 99% 91 47%

Figure 51: Proportion of schools with girls’ clubs that inter-
act with CECs

mML mEL

93%

Total

Benadir and
Galmudug

Puntland Somaliland

Qualitative support: Qualitative data at endline suggests that
relationships between CECs and girls’ clubs have strengthened.
Across all project areas, all CEC respondents and girls’ FGDs in-
dicated that the CECs and girls’ clubs work together to find solu-
tions to challenges. As one Somaliland CEC member shared, “we
try to discuss and raise questions about what is preventing girls
from progressing or improving, and we ask ourselves if we could
work together to reach solutions.” A Puntland CEC member also
added that the CEC meets “with the girls and tells the girls that
they are equal to boys and that they are important. The girls are
encouraged to become presidents and doctors. They are also en-
couraged not to get married fast and to first finish education.” Ad-
ditionally, a girl student from Somaliland shared that the girls “talk
with the CECs about any challenges that girls are facing, including
any family problems.” Additionally, qualitative evidence suggests
that having female members of CECs has been highly beneficial for
the girls, particularly in advocating for girl-specific needs. For ex-
ample, one male CEC member in Somaliland shared that “women

play an important role in the CEC. If there were no women in the
CEC it would be impossible to achieve anything. Mostly, the girls
share their needs with female members of the CEC because that
is more comfortable for them. Later on, female members of the
CEC will share the needs of the girls with the entire CEC, and we
will work together to find solutions.”

We note the large drop in the proportion of schools in B&G with
girls’ clubs advocating through CECs. SI hypothesizes that this is
most likely due to the worsening security situation between mid-
line and endline. The tension, both in relation to the election and
conflict in Galmudug, severely limited EGEP staff movement, a
fact which may have detrimentally affected this indicator as some
schools still require EGEP support to facilitate meetings between
the CECs and girls’ clubs. It is also may be likely that after-school
activities in general, and particularly those involving children, will
not have been operating so frequently given that parents may pre-
fer children to go directly home after school for safety reasons. Ad-
ditionally, EGEP local staff believe that schools, CECs, and commu-
nity members in general may not have prioritized these activities,
and their attention may have been focused on other larger events,
such as the elections in B&G.

Sustainability: As a result of the positive and independent na-
ture of these relationships, it appears the interaction and problem
solving of the girls’ clubs and CECs will be sustainable. In addition,
all CEC KllIs indicated that CECs are working to establish means to
step in and take over some of the EGEP initiatives and assistance.
Most notably, several CEC members discussed working toward
finding ways to cover school and uniform fees for marginalized
girls.
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2.4.1.1 Other interventions
Mobile libraries

Findings: Girls from one FGD in Somaliland were familiar with
mobile libraries and indicated that they think the intervention
helped with reading and learning in general. Additionally, the mo-
bile library enables girls to gauge their reading levels and provides
the use of school materials such as pens. In general, mobile li-
braries may result in learning improvements, however considering
the extremely small sample size during the evaluation (only three
respondents in on FGD were able to respond about mobile librar-
ies), we cannot make definitive statements about the intervention.
Quantitative analysis found significant negative associations be-
tween girls’ learning scores at schools that received mobile librar-
ies compared to girls' learning scores at schools that did not. This
does not necessarily indicate that the intervention is not working,
but rather that schools receiving the intervention may have been
low-performing in nature with girls who on average have low learn-
ing scores. An analysis of changes in learning scores across more
than one data collection period would help to clarify the findings
behind this intervention.

Accelerated Learning Program (ALP)

Some girls drop out of school, particularly those who get married
early, and young mothers. Though these girls might be able to
eventually return to school, by the time that they do they will have
fallen behind their peers in learning and worry that they would be
put in a class with younger children, a source of potential embar-
rassment. Girls who had dropped out of school reported to EGEP
that this was a significant barrier to them re-enrolling in school at
a later date. Additionally, some out of school adolescent girls have
never been to formal school. Realistically, they may not be likely to
start primary school at such a late age. Basic numeracy and liter-
acy skills would nonetheless
potentially benefit them in
their everyday lives. Howev-
er, outside the formal school
system, there are a lack of
facilities through which they
can access related courses.

—Puntland mother

To address this reality, EGEP implemented a discreet Accelerated
Learning Program (ALP) course of classes in Puntland and Benadir
and Galmudug, providing basic literacy and numeracy skills to out
of school girls. The aim was that this would enable some of the
girls to re-enroll in formal schooling at the end of the course, and,
for those that had never been to school, the aim was that the nu-
meracy and literacy skills gained would help them in their daily
lives even if they did not enroll in school. The course of classes was
provided by teachers from the EGEP target schools, making use
of the school facilities outside formal school hours of operation.

Findings: After completion of ALP courses, out of school girls in
Puntland reported wanting to return to mainstream schools. This is
considered a positive finding, since the goal of the ALP program is
toincrease girls’ confidence to return to school, particularly through
increasing their learning scores so that they can be placed among
peers close to their age. According to EGEP monitoring data, 46%
of girls who completed the ALP in Puntland have since re-enrolled
in formal school. In Benadir and Galmudug, the course started later
and has only recently ended. The intention is for some of the girls
to re-enroll in the new academic year beginning August 2017. The
eagerness of these drop-out girls to reenroll can be found in quali-
tative feedback: all ALP girls in FGDs reported a strong desire to re-

We would also like to support the other
Jamilies who have more children in the house
to get like the supports like we did.

turn to school. However, some suggested that teachers would not
let them return. As one 18-year-old OOSG explained, “we learned
a lot from those [ALP] classes, and now they are closed. If you re-
open again we would keep learning.” Further, a 13-year-old OOSG
explained, “if the teachers would allow me, | would go back and start
my lessons again. But the teacher does not accept us, and says ‘this
is not a sea anyone can come in and out of, go back and stay at your
home.' If the teacher accepts me | am ready to go back.” This sug-
gests that in some cases, further work needs to be done with the
schools to encourage them to allow girls to re-enroll.

Aside from Puntland, OOSG attending ALP classes indicated a de-
sire to re-enroll in mainstream schools but are unable to because
of financial barriers. Several ALP girls across all project areas indicat-
ed increased learning. For example, an ALP B&G girl stated, “I have
benefited many things [from ALP], especially reading and math.”
Additionally, another B&G girl explained that “non-formal education
has been good and is better than no education at all ... | dropped
out because of financial conditions facing me affecting my family.
My parents cannot afford to pay school fees.”

While not all girls who participate in the ALP program are dropouts,
girls in ALP FGDs indicated two reasons why some girls drop out
of school. First and most frequently cited were financial barriers.
For example, a female student in Benadir and Galmudug shared:
“Based on the financial situation, my parents cannot afford to pay
my school fees. Since they cannot afford to send all of us, they send
my brothers, and | stay home with my mother.” Similarly, a Punt-
land ALP girl shared that her mother “is a widow and we are poor.
For that reason, | left the school to work for her and help her keep
the children.” Another Puntland ALP student shared a similar story
in which her mother told her, “we cannot find our basic needs like
food. So please leave school and go to work.” Second, aside from
the financial barriers, some girls indicated that either the teachers
had left the school, and so the school closed, or that the teach-
ers and school were so poor-
ly operated that they felt the
education was not worth the
money. It is important to note
here that the ALP students
are not drop-outs from EGEP
target schools but other near-
by schools. As one of the fe-
male ALP students in B&G shared: “It is because of the teachers
that we have left school. They do not teach in a good way. They
come and write and then leave the school. How can we understand
if they are not teaching us?” Similarly, another female ALP studentin
B&G stated: “If the teachers change, | will come back to school. The
current teachers do not complete the full class periods. They leave
early. Nobody explains to you the lessons.”

2.4.2 Findings: Contextual factors and unintend-
ed effects

According to qualitative evidence, several contextual factors ap-
pear to have influenced the impact of several of the EGEP inter-
ventions. One such factor is the employment situation in Puntland,
Somaliland, and Benadir and Galmudug. High unemployment
rates have made financial instability an enormous barrier for
many families across all three project areas. As one father shared,
“when the father is trying to bring food to his family and yet there
are school fees and other demands still awaiting him, and he is
unemployed, he will be forced to choose which child can go to
school.” Fathers in Somaliland also frequently indicated that gov-
ernmental changes in the sea port have negatively affected the job
industry and therefore financial stability for many members of the
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Somaliland communities. This has made affording school-related
fees even more challenging for many fathers. One father stated
that the men “used to get a lot of benefits from working in the sea
port. But now that situation has changed because the government
has taken the port and given it to big businesses and big ships.”
Another Somaliland father added that “no one listens to the poor
people. They said that the port is for the government now, so keep
silent or be arrested.” While the port situation is unique to Somalil-
and, uncertainty in employment appears to have strong implica-
tions on enrollment across all three project areas.

Though not discussed in depth, several respondents across all
three project areas indicated that both the drought situation
and conflict situations in Puntland, Somaliland, and Benadir and
Galmudug pose barriers to attendance. Regarding drought, all
respondent types indicated that this barrier is most salient for
pastoralist families, as the drought forces those families to move
more frequently, reducing attendance in school. Additionally, the
drought has increased food insecurity, which has forced many
families to rely on their children to assist with seeking out sus-
tenance. Regarding conflict situations, these were mentioned as
a barrier to safety on the way to schools. Situations such as car
bombs on the roads can negatively impact attendance, though

The girls pave the way [for] the
difficult issues [facing] them,
they have contributed money
among themselves and now
they are strong girls [and] have
ambition and desire to contin-
ue their education, but [this]
wasn’t [happening] in the
previous year.

—Somaliland teacher

such situations were not discussed in depth. EGEP reports that
conflict and security causes additional challenges to implementa-
tion in certain areas, most notably in Benadir and Galmudug where
Al Shabab attacks are a frequent occurrence, as well as areas of
Puntland including North Galkayo (which faces repeated clan con-
flict) and Qandala (occupied by ISIS at the time this report was
written). These conflict situations limit staff access to geographic
areas which reduces the possibility for regular onsite monitoring
and causes frequent delays to implementation of activities.

Political changes were also identified as a factor influencing EGEP
outcomes, most specifically in terms of MOE policies and inter-
action with schools. As governmental changes occur, such as the
appointment of new leaders to the ministry, shifts in policy affect
the relationship between the MOE and schools. As a new pres-
ident has just been elected, it is likely that changes will occur in
the near future, though it is unclear whether these changes will
have a positive or negative impact on the progress made by EGEP.
This was indicated by several of the MoE officials who completed
interviews.

A contextual factor that has a significant impact on effectiveness
of the program is the low capacity of the state to support or fund
key public services. In a place with a barely functioning economy
and tax system to fund an education system, progress can be slow
in terms of ensuring sustainability of interventions. In many areas,
teachers are not regularly paid and schools do not receive mate-
rial and financial support from the respective ministries. They are

oftentimes fully reliant on communities and NGOs or UN agencies
as the respective ministries themselves do not necessarily have
the resources to distribute to the schools. Actors can advocate at
the federal and state levels for increased resources to be appor-
tioned to education, however, it must be acknowledged that the
pool of money being distributed across departments is relatively
small. There is a limit to how much can be done at the project-level
to affect the significant systemic change needed. The support of
donors such as DFID is critical as they may consider alternate ave-
nues of support and can use their access to internal high-level fora
to advocate for improvements across sectors.

Though minimal, qualitative evidence did highlight unintended ef-
fects of EGEP interventions as well. For example, in Somaliland, one
father indicated that ADRA interventions may have caused conflict
within communities. He stated, “we receive some resource like solar
lamps and school fees, but this makes conflicts. The agency makes
conflicts in the community because people who really need help
are not receiving any. The agency makes the conflicts but then the
agency people are only here once in the year, so the community
is left to deal with it.” Additionally, community members fear that
boys have become marginalized, particularly impoverished boys,
because of the lack of attention given to boys throughout EGEP in-
terventions. This is discussed more in depth in the gender equality
section of this report.

Similarly, some mothers and fathers have indicated that the sup-
port received during EGEP has caused some challenges for fam-
ilies internally. This is mostly due to not all children in a home re-
ceiving support and therefore gaining access to education. It is
also due to an increased burden on families to provide school-re-
lated materials (and their related costs) for more of their enrolled
children. For example, one father in Somaliland shared, “I have
a lot of girls, and | think ADRA has caused me problems. Five of
them study in school, and all of them need uniforms and other
supplies. | don't have work, and | honestly can't afford that, so it
causes problems in my home.” Another father added that “before
ADRA came our situation was okay. But they have caused many
problems for us. | have one daughter and | can't handle her needs.
ADRA isn't helping.” SI believes that these types of responses to
EGEP programming are more in response to the negative financial
situation of families and less so the programming of EGEP. It is
understandable that as the demand among communities for girls
to be educated increases, the financial burden on households to
provide for school-related materials will increase as well.

An encouraging, unexpected, and positive finding at endline was a
very apparent increase in the frequency of girls indicating a desire
to put off marriage until after they had completed their education.
This was a marked departure from qualitative findings at midline
where, because of financial, religious, and cultural pressures, girls
indicated they would honor their families’ wishes to marry over their
own personal desires to advance in school. At endline, in all girls’
FGDs across project areas, girls discussed their right to choose their
own spouses in time and to complete their education first.

Surprisingly, SI found a profound motivation at the community level
to help those girls who are most in need. Across all FGDs and Kils,
respondents indicated that communities now have a deep desire to
carry on education-related efforts to improve access to and quality of
girls’ education. Communities felt encouraged and equipped across
all three project areas to carry out those efforts on their own. CECs
and teachers reported working hard to reach OOSG and eliminate
the barriers they face. Girl students themselves indicated a desire to
work together to help the most marginalized girls in communities.
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Given the relative weakness of state-run services, most of the ed-
ucation service delivery is undertaken by NGOs and private actors
across the country. For the purpose of standardization and har-
monization of approaches and interventions, NGOs established
the Education Sector Coordination (ESC) mechanism, a platform
for policy and strategic level discussion which include the MOEs,
UN agencies, donors, and NGOs. There are more than 30 local and
international NGOs directly engaged in education service delivery
across the country. While qualitative and quantitative evidence of
the EGEP evaluation did not yield relevant findings on the role of
the (non-EGEP) NGO and humanitarian sector in education pro-
gramming, it is noteworthy to mention this relatively complex and
non-traditional environment in which education services are fund-
ed and delivered throughout the country.

2.4.3 Findings: Gender equality

At endline, qualitative information overwhelmingly suggests that
communities desire girls to have equal access to education as
boys. According to a Puntland CEC member, “itis a girl's right to be
educated equally as the boys.” As a Somaliland teacher highlight-
ed, “previously girls were not involved in the education sector. Par-

boys and girls. This is highlighted by a quote from a CEC mem-
ber in Puntland who stated that “an educated girl will benefit the
community. | have learned that if | need anything, my daughters
are the ones who will bring it to me.” Similarly, a Somaliland father
stated that “educated girls will be able to do more for her parents
and her family. She will feed her family and her parents whatever
she has, so she is a benefit.”

Additionally, as at midline, mothers, fathers, and CEC members
stressed the importance of not forgetting the boys. Widespread
concern was shared that impoverished boys are now becoming
marginalized because they are not receiving bursaries or other
support. For example, a Somaliland mother explained that “girls
always have support, but the boys do not. When the agencies visit,
they say they care about the girls, but it is like there is no one who
cares about the boys.” Additionally, one Puntland mother stated
that "education is very important for boys because it is dangerous
if the boys do not study. He may join a gang or rob people’s prop-
erty or chew gat.” Community members fear that boys are being
forgotten and that this will become evident in an increase in poor
behavior, such as substance abuse.

...as it has been said, ‘an educated girls equivalent to
an educated nation.’ Society’s backbone are the girls.

—Puntland CEC member

ents used to reject their daughters and not send them to school. It
seems that situation has changed. Now, girls are motivated by the
community to go to school.” A Puntland mother added, “before we
used to say, let the girls cook the rice and let the boys study. But
this organization has brought us a good thing, and now we send
the girls to school too. Girls have become free now.” This includes
parents’ aspirations for their daughters to progress even through
university levels. As one Puntland mother shared, “Me, | want her
to go all the way through university, unless she decides for herself
that she doesn't want to.” This statement highlights a critical shift
in ideology, not only in terms of parental aspirations for girls’ edu-
cation but also regarding beliefs around girls' rights to autonomy.

Additionally, it is evident that communities have not only realized
the unique needs of girls but are working to cater to those needs.
For example, mothers, fathers, and CEC members are working to-
gether to ensure that schools have adequate and private latrines
for girls. Further, girls have reported being treated equally within
classrooms, and both teachers and girls indicated that girl stu-
dents’ confidence levels within the classroom have increased. For
example, girls are becoming less shy to answer questions in class.
Across all project areas, girl students also indicated that for the
most part, boys support the girls in school, and vice versa. Quan-
titative data supports these findings, particularly around latrines
and girl-centered teaching.

While gender equality has improved substantially from midline to
endline, it is important to consider the nuanced support for girls'
education within communities. All mothers and fathers FGDs indi-
cate that support for girls education is largely based on this new-
found understanding that educated girls will better support the
family. This is drastically different from parental reasoning behind
supporting boys’ education, which is reported often as revolving
around education as a tool for keeping boys out of trouble. This
highlights the fact that, while communities are working to establish
equal access to education for girls, older generations’ desires for
girls’ education still reflect an unequal societal standard between

Qualitative data strongly supports an improved and further im-
proving situation regarding gender equality. An analysis of girls'
learning scores shows that they are on par with boys in reading
and slightly lagging behind boys in math. Given a cultural context
where girls typically have an extracurricular workload higher than
boys and receive worse treatment in school, this finding is en-
couraging. When it came to how boys view girls" education, 75%
of caregivers at endline expressed that boys had become more
supportive of girls" education in the past year.

One of the key ways the project has been working to enable girls
to have a stronger voice in relation to the direction of their edu-
cation, is through supporting increased engagement between the
Girls' Clubs and CECs. Qualitative data at endline suggests that
relationships between CECs and girls’ clubs have strengthened.
Across all project areas, all CEC respondents and girls' FGDs indi-
cated that the CECs and girls' clubs work together to find solutions
to challenges. CECs are key decision makers in school manage-
ment issues and this approach has ensured girls have increased
access and influence in this process.

The extent to which EGEP programming has been gender trans-
formative is unclear. At endline, girls continued to spend a large
amount of time on daily household chores (2.8 hours on average,
and as high as 4.2 hours in B&G). Further, some qualitative evi-
dence at endline among mothers and fathers indicated that if a
household is financially strapped, a boy may oftentimes be en-
rolled in school before a girl (the exception being in the case of
bursaries specifically for girls). While girls’ clubs are on the rise in
schools, qualitative evidence showed that girls more than boys
are expected to volunteer their time towards school development
activities (in one case, this included washing floors), while boys
anecdotally spent their free time playing sports and being with
friends. To be sure, support for girls’ education and the knowledge
that educating girls is important has improved dramatically and
sustainably among communities, yet cultural barriers remain to
achieving full gender equity.
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2.4.4 Findings: Innovation

Innovation is built in at various stages of the EGEP project. Some
approaches are innovative particularly in terms of their implemen-
tation in the setting of a fragile state. Provocative approaches have
empowered girls through creativity, introduced them to their So-
mali peers from the diaspora in the United States and Europe,
incorporated oral traditions into language arts programs, and in-
troduced sustainability in school feeding programs. Oftentimes in-
novations were borne out of the necessity of introducing interven-
tions in thoughtful and creative ways appropriate to a fragile state.

Key innovations in interventions and implementation may be
found in the following areas:

Girls® Clubs: Girls' clubs have proved a fertile ground for inno-
vation. In Benadir and Galmudug, CISP implemented a language
arts program that includes storytelling and poetry in acknowl-
edgment of the strong oral culture throughout the country. In all
three project areas, girls have had the opportunity to experiment
with a range of video activities as they create messages conveying
the importance of girls’ education. They develop and write video
scripts and produce and film the actual video. The films are about
the importance of girls going to school and the challenges they
face in doing so. The films
are being used as motiva-
tional pieces for sharing
with peers and as advocacy
tools for sharing with the
CECs and the MoE. EGEP
believes it to be an effective
approach; the creative pro-
cess itself is empowering,
and the projects build girls’
confidence and generate
enthusiastic engagement. —CEC member
Diaspora intern pro-

gram: In partnership with

The African Future in Puntland, Somaliland, Puntland, and B&G
diaspora girls living in Kenya, the United States, and Europe have
been invited to the country to spend time with their peers in Girls'
Clubs in Puntland. The “interns” attend the schools and develop
close relationships with the girls.

Teacher Mentoring: Female teacher mentors are trained to
work with the Girls’ Clubs and the wider female population in the
schools. One helpful approach was the decision to train the Girls’
Club Leaders (who are girls themselves, not teachers) with the
teacher mentors. The pairing was judged a success; mentors in
training were able to talk with the girls directly and hear first-hand
what challenges they faced and what kind of support they needed.

Training teacher mentors and the Girls' Club leaders together
raised self-confidence for both girls and teachers; it gave girls a
chance to have their say in the management of the school and in
other areas, improving their psychosocial wellbeing.

These innovations appear to have paid off. The existence of girls'
clubs among schools is on the rise, in 64% of all schools at endline,
up from 55% at midline. Endline results show that psychosocial
wellbeing of girls rose by 17% between baseline and endline, a
highly encouraging finding.

School management: Ensuring sustainability of programs is a
primary goal for EGEP. Part of the approach to sustainability is

If [it] stops the support of [ADRA] for the girls edu-
cation project we will cover it ... by asking [for] help
Jrom the government ... but it will never stop their
education support. And we are not worried for these
girls because of lack of money to study. We will
collaborate as teachers and CECs if that happens

and we will support the girls.

to work with school leaders so that they can maintain and con-
tinue innovations and programs introduced by EGEP. A good ex-
ample of this approach is a pilot supplementary school-feeding
program across the zones. The project approach utilizes a direct
alternative model of school feeding implemented without the
'supplementary’ component.

Additionally, school development plans across the zones are be-
ing funded where they demonstrate a significant component of
community contribution through time, money, or in-kind contribu-
tions. In Puntland, a pilot program offers conditional cash grants
to schools to start their own sustainable businesses to generate
funds for the schools. These innovative initiatives are discussed
more fully in the sustainability section of the report.

Bursary support: The EGEP approach to the provision of bursary
support is innovative in two ways. First, it is conditional: continued
support is dependent on girls maintaining a high level of atten-
dance. The schools are therefore providing monthly reports on the
attendance of bursary girls. This approach is atypical in the country,
as girls would not usually be monitored so closely in this sense.

The approach is more effective than the standard alternative of
unconditional support for a few reasons. It provides an incentive
for a girl to re-
tain a high level
of attendance.
Secondly, it
guards against
corruption and
nepotism in a
context where
this typical-
ly presents a
challenge. For
instance, head
teachers  and
others are not
able to replace
girls with their own relatives as the monitoring system will catch this.

The results amongst bursary-supported girls are very encourag-
ing. The approach has been judged as successful as the majority
of girls in the bursary program (93%) were retained in school and
EGEP monitoring records show their ongoing attendance has re-
mained high. This achievement is particularly encouraging consid-
ering the girls selected for bursary support are designated severe-
ly marginalized and therefore facing arguably greater challenges
than their peers.

The second way in which the approach is innovative is that it is
being implemented through two different mechanisms/interven-
tions in different areas, creating the opportunity for some form of
comparison. In Puntland and Benadir and Galmudug, the bursary
support is being provided through payment of school fees directly
to the school. In Somaliland, in the absence of school fees, condi-
tional cash grants are being provided to families to help meet the
costs of sending a girl to school. In Somaliland, this approach has
the added value of providing families with the opportunity to make
their own decisions in terms of expenditure.

Integrated Qoranic Schooling: EGEP had originally planned an
innovative intervention integrating Qoranic teachers into formal
primary schools in Benadir and Galmudug. This plan was seen as
an adaptation to the widespread expectation that girls and boys
will attend Qoranic school before beginning their formal educa-
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tion. EGEP planned to use lessons from the ‘integrated schooling’
approach practiced in some parts of Puntland as a new approach
in Benadir and Galmudug. Several meetings and negotiations with
federal-level Ministry of Education and the Ministry of Religious
Affairs personnel failed to reach a consensus on a plan of action.
When it became apparent that the issue had the potential to be-
come politically contentious and possibly jeopardize the position
of Rl and CISP, the plan was abandoned.

2.5 How sustainable are any changes the
project has led to?

2.5.1 How likely is it that the project's benefits
will be sustained?

EGEP must ensure that the gains that the project has made in
the past 3 years are sustained once EGEP ceases. To that end,
SI conducted qualitative data collection in FGDs and Klls to help
determine the most impactful factors for improving key outcomes,
why or why not beneficiaries and stakeholders believe gains will be
sustained in the short- and long-term, and what can be done to
ensure that the institutional, human, and physical infrastructure
and knowhow stay in place so that girls and their communities can
benefit from EGEP programming into the future.

The vast majority of qualitative information regarding sustainabil-
ity focused on one issue: the need for financial support to ensure
the continued positive impact of many of the EGEP interventions.
Most notably, provision of bursaries is indicated as an instrumen-
tal factor in ensuring enrollment and retention for marginalized
girls. Without continued financial support, across the board, re-
spondents indicated that the improvements in enrollment and
retention that have occurred throughout EGEP will likely see a de-
cline. To sustain financial interventions such as bursary support,
EGEP has worked with CECs to build their capacity to support girls
with school fees after EGEP finishes. While less than a quarter of
schools report that CECs support them in this endeavor, quali-
tative and quantitative support linking CECs to successful fund-
raising efforts bodes well for CECs' future role in sustaining this
intervention.

The provision of sanitary kits was cited frequently as a critical
component for improving attendance and learning. Several re-
spondents of varying types indicated that many marginalized girls
are unable to purchase their own sanitary materials. Qualitative
evidence suggests that knowledge of menstrual hygiene man-
agement is critical as girls transition to puberty, particularly in a
context in which menstruation is highly associated with shame.
The sustainability of improvements in attendance and learning
that are attributed to the provision of sanitary kits will not only be
linked to the continued availability of the kits but also to the con-
tinued implementation of a concerted behavior change campaign
around MHM.

Mothers, fathers, girls, and CEC members frequently indicated that
provision of school uniforms has assisted in enrollment, attendance,
psychosocial wellbeing, and learning. Many parents indicated that
without the receipt of a uniform, they would have been unable to
afford a uniform at all, and their daughters would like remain out of
school as a result. The purchasing of uniforms emerged as a ma-
jor financial impediment for families; the positive impact of uniform
provision on critical outcomes will likely be difficult to sustain with-
out continued financial support for these school-related materials,
particularly through fundraising from CECs.

The noted positive effects of latrines and other civil works on
attendance, learning, and psychosocial wellbeing is expected to

be sustainable in the short term. However, several factors may
pose challenges for long-term sustainability. Maintenance, refur-
bishment, and upkeep of civil works will be integral in the long
term. A lack of funds, tools, materials, and know-how to accom-
plish this may limit continued improvement and/or sustainability
of learning, attendance, and psychosocial wellbeing. When asked
about sustainability, respondents from every single FGD and Kil
indicated that financial barriers preventing construction and main-
tenance of civil works, including latrines, will make sustainability of
the progress made in terms of enroliment, retention, attendance,
and learning incredibly challenging. EGEP is working with CECs to
build their capacity around management of school-related con-
struction; however, quantitative data suggests that less than 10%
of schools are receiving cash or non-cash contributions for this
issue. Itis imperative that CECs or other community-based entities
plan for future maintenance of key civil works in order to sustain
the educational gains they are associated with.

While financial factors pose critical challenges to sustainability of
the progress seen throughout EGEP, the impact of awareness
raising and behavior change communication will ensure that com-
munity support for girls’ education is lasting. Across all FGDs and
Klls, when asked about sustainability, respondents indicated that,
while financial barriers will be challenging, communities now have
a deep desire to carry on these efforts to improve access to and
quality of girls’ education. Awareness-raising efforts carried out
throughout EGEP—radio messaging in urban areas in particular—
have encouraged and equipped community members across all
three project areas to carry out those efforts on their own. Aware-
ness raising messaging in rural areas has proven less conclusive.
However, qualitatively, SI finds that CECs and teachers are working
tirelessly to reach OOSG and eliminate the barriers they face. Girl
students themselves are working together to help those most crit-
ically marginalized girls in communities. Qualitative evidence sug-
gests that the incredible shift in community behaviors and ideolo-
gy regarding girls' education will be sustained and pushed forward
by the communities themselves.

Invested groups at the community level such as the CECs and girls’
clubs will continue to work together to overcome barriers that may
pose a threat to improvements in enrollment, attendance, learn-
ing, and retention. Respondents of all types and across all three
project areas discussed a desire to see equal and attainable ac-
cess to girls’ education reach all corners of the country. This desire
will drive the effort to overcome even the most difficult of barriers
and ensure sustainability of gains in girls’ educational outcomes.
Political will is an important aspect of sustainability as it relates
to MOE support of girls'" education initiatives. EGEP can build the
capacity and knowledge of MOE staff to focus on girl-centered
initiatives, but a simple change of administration has the poten-
tial to erase any work that EGEP has done. Over the course of
the project, EGEP's work with MOE staff, particularly Gender Focal
Points, has produced an environment at the MOE that appears to
be more knowledgeable of and motivated toward improving girls'
education. To that end, EGEP supported MOE to partake in UN
trainings that focus on routine school visits to build a sustainable
culture around monitoring. While visits of MOE officials to schools
has not necessarily improved from midline to endline, the pro-
portion of schools receiving feedback after a visit has. The school-
MOE dialogue, particularly with REOs, begun by EGEP is a first and
positive step in developing relationships between the community
and government that will continue to be self-sustaining into the
future.

Quantitative evidence shows strong, statistically significant posi-
tive associations between non-EGEP feeding programs and learn-
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ing scores, particularly in certain marginalized areas. To be clear,
this does not indicate that EGEP feeding programs are ineffective;
EGEP feeding programs may well be located within the lowest
performing schools, therefore biasing regression findings. Consid-
ering that school feeding was found to be highly associated with
increases in attendance and enrollment, continuing to make stra-
tegic partnerships with non-EGEP school feeding programs run
by WFP will allow for sustained and effective school feeding pro-
grams, ensuring that girls can keep learning and attending school.

Quantitative evidence shows that a lack of light/electricity is a ma-
jor impediment for a girl being able to do her school work, as ex-
pressed by 36% of caregivers at endline. Solar lamps appear to be
one of most impactful programs of EGEP, and girls are continuing
to use solar lamps long after receiving them. Four out of five girls
who receive a lamp use it in some way, and over 70% use it to do
their homework. Further, over 40% of girls who received a lamp
between baseline and midline were using it at endline, a fact that
bodes well for sustainability. In order to ensure that learning gains
from solar lamps continue in the future, distribution and mainte-
nance of solar lamps will need to be taken into account. Currently,
8% of girls who received a solar lamp report that it is not function-
ing. Over time, that proportion will grow, and without tools, materi-
al, and know-how to upkeep the lamps, improvements in learning
outcomes, particularly for rural girls, may not be sustained.

2.5.2 To what extent has the project leveraged
additional investment to sustain its activities?

EGEP does not have match-funding as part of its contractual ar-
rangement with DFID. Nonetheless, extensive funding has been
secured from other sources to further support the objectives of
the project, ensuring that the project benefits are spread beyond
the EGEP-target schools. The lessons identified through the strong
evaluation component of the project have been particularly useful
in ensuring the consortium has the data to demonstrate, firstly,
the extensive need, and secondly what approaches are successful
in meeting the need, and that therefore should be continued and
potentially expanded.

Over the course of the project, the following grants were secured
by the consortium for promoting girls’ education in Somaliland,
Puntland, and Benadir and Galmudug:

e FEUR 4,425,280 ‘Strengthening Equity, Access and Quality
Education’, funded by Norad

e FEUR 400,000 ‘Expanded Education’, funded by the Euro-
pean Union;

e USD 300,000 'Provision of education to IDPs’, funded by
UNOCHA

e USD 600,000 ‘Inclusive Education in Post Conflict Soma-
lia" funded by Norad

e USD 199,500 ‘Educate a Child’ funded by UNICEF

e FEUR 2,436,941 EImidoon Enhanced Action’ funded by EU

e USD 259,905 'Improved access to Education and WASH
services for drought affected students and teachers in
Bari, Puntland’ funded by UNOCHA

e USD 299,916 ‘Improved access to Education and WASH
services for drought affected students and teachers in
Nugal, Puntland’ funded by UNOCHA

e USD 300,000, ‘Supporting Emergency Education in Kis-
mayo’ funded by UNOCHA

e USD 54,169 ‘Girls’ Learning Education Enhancements’
funded by UNICEF

These grants are for activities focused on girls and boys, though
all have a greater focus on girls than boys in recognition of the
greater needs of girls in education in the given context. The figures
reported in Outcome 4 of the annexed Logframe represent two
thirds of the actual grant totals, or approximately the portion of
target beneficiaries of the grant money that are girls.

Additionally, in terms of in-kind support, ADRA International was
particularly impressed with the success of the solar lamps initia-
tive in EGEP and so provided match-funding from unrestricted
organizational funds. This amounted to about USD 50,000 and
ensured the procurement of an additional 800 solar lamps for the
program.

In addition to working to advocate for additional funds from do-
nors, a significant focus of the project has been working to build
the capacity of CECs and part of that process has been training
and encouraging them to increasingly provide in-kind and finan-
cial support to schools. CECs are demonstrating motivation and
improvement in terms of considering ways in which they them-
selves can contribute their time and funds to implementation of
school development plans. Qualitatively, it is evident that CECs
across all project areas have taken ownership of raising support
for the needs of schools. This internal ownership and the previous
success of their fundraising efforts seems to indicate that sustain-
ability is possible. Further, CECs appear to be relying more heavily
on local sources for funds, such as local businesses and individ-
ual community members. This indicates a certain independence
from organizational support, such as that of EGEP, and bodes well
for sustaining the necessary financial support to implement the
school development plans. The proportion of CECs with SDPs that
are supported through financial or in-kind contributions increased
from 32% to 47% from midline to endline, an encouraging finding.
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Conclusion

Project area disaggregation
Puntland

Households and cohort girls: Average demo-
graphic statistics of households and caregivers
of girls in Puntland are for the most part cen-
tered between the two extremes of Somaliland
and B&G. Among all project areas, households
in Puntland are found most often in IDP camps
(19%), caregivers are the most satisfied with toi-
lets at a girls’school (91%), and households have
the highest access to electricity (63%). Sixty-five
percent of caregivers are literate, 14% have at
least some secondary education, and house-
holds are 75% urban. Qualitative data suggests
that more communities in Puntland are pasto-
ralist and nomadic in nature compared to the
other project areas. Ten percent of cohort girls
in Puntland were orphans, higher than any oth-
er project area. Twenty-six percent of girls at
endline stated that they went to school hungry
all or most days of the week. In late 2016, ISIS-re-
lated conflict in Qandala and inter-clan conflict
in North Galkayo negatively affected data collec-
tion of the endline evaluation.

At endline, Puntland had the highest enroliment
rate of girls in all project areas, at an average of
90.7% of girls in a household enrolled in school,
nearly equivalent to the rate of boys' enrollment
in the project area. According to EGEP enroll-
ment figures, from baseline to endline, girls’ en-
rollment in Puntland increased overall by 7.7%,
the most positive increase of all project zones.

Solar lamps: Six in ten girls who received a so-
lar lamp in Puntland used it to do homework at
night at endline. Girls in Puntland who receive
solar lamps have the highest numeracy and lit-
eracy scores of all girls who receive solar lamps.

Civil works: When compared to the other project
areas, girls in Puntland feel significantly more com-
fortable using latrines at school (73% at endline,
compared to 55% in Somaliland and 53% in B&G).

Girl-centered teaching and psychoso-
cial wellbeing: The proportion of schools in
Puntland with teachers who use girl-centered
teaching methods was, along with Somaliland,
the highest at endline (43%). A teacher using
girl-centered teaching techniques in Puntland is

€ € In the past the community didn’t believe
in the girls education and they think
that the girls education doesn’t have any
quality and [girls] can’t complete the ed-
ucation, but in the last years they start
to believe in the girls education and now
they know the importance of [it]. 99

—Puntland teacher

Schools: The quality of schools increased sub-
stantially from baseline to endline in Puntland,
where 86% had cement floors at endline, up
from just 18% at baseline. The average number
of teachers increased from 7.3 to 11.8, sepa-
rate toilets for gender increased from 71% to
92%, and the number of toilets increased from
1.5 to 2.1. Schools with incentives for teachers
increased from 12% to 49%. Eighty-eight per-
cent of schools provided sanitary kits, and 70%
of schools provided solar lamps at endline.
Schools with feeding programs decreased from
83% to 33%.

Outcome-level findings: Girls in Puntland
missed their literacy endline target by more
than 0.5 points out of 10, but exactly met their
numeracy endline target. Girls' attendance rose
by 2.8%, as measured by headcounts, between
midline and endline, and by a total of 6.2% be-
tween baseline and endline. Attendance among
bursary and non-bursary girls changed by similar
amounts. The average days of school missed in
the last two weeks for a girl at endline was 0.87
days, the lowest of all project areas. IDP and con-
flict-affected girls had the highest above-average
number of days missed in the past two weeks.

as likely to be non-EGEP trained as EGEP-trained,
which indicates that EGEP-trained teachers have
caught up to their already-trained counterparts.

Of all project areas, psychosocial wellbeing in
Puntland was the lowest at endline (10.3/12.0),
though not significantly lower than the average
across project areas (10.6). However, Puntland
and B&G saw the highest positive changes be-
tween baseline and endline in the proportion of
girls who are less unhappy at school.

MOE monitoring and interaction: At end-
line among all project areas, Puntland had the
highest proportion of schools receiving an MOE
monitoring visit in the past year (75%), thought
this indicator had been as high as 88% at mid-
line.

Schools in Puntland are more likely than schools
in other project areas to have engaged with the
MOE in the past year (62%), though the project
area also experienced the largest decrease in this
indicator from midline to endline (87% to 62%).
Interaction with the MOE and schools in Puntland
is most likely to be done via a one-on-one meet-
ing between a head teacher and the REO.
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Girls' clubs: Schools in Puntland are most likely to have a girls'
club (80%) and most likely to have a girl participate in a girls’ club
(25% of girls) compared to schools in other project areas. Fifty-nine
percent of schools with girls’ clubs in Puntland cite that girls' clubs
interact with CECs, which is about the national average.

What appears to be working in Puntland and why: Bivariate
regression analysis on the 10-question learning test found that
girls in Puntland who receive solar lamps, girls at schools that have
an EGEP-feeding program, girls at schools that have a girls' club,
and girls at schools that have a civil works program are associated
with higher average learning scores compared to schools and girls
in Puntland that do not have those interventions.

Girls in Puntland score significantly above the overall mean in lit-
eracy and numeracy, but experienced the smallest improvements
from ML to EL among all project areas. We hypothesize that Punt-
land's scores are due to a relatively high level of non-government
run schools in the sample (43% are private or a combination of
public-private), indicating potentially better resourced and funded
schools and supplies, infrastructure, and teachers. It also may be
due to higher than average number of schools benefiting from
civil works (38%, and an intervention that was associated with
higher learning scores), and the fact that 57% of all feeding pro-
grams (also associated with higher learning scores) were found in
Puntland schools. Drought is still somewhat existent in Puntland
(though to a lesser degree than Somaliland) and Puntland is the
most displaced and pastoral of all project areas, facts which may
have led to the low increases in scores from ML to EL. Girls in
Puntland have the highest attendance among all girls nation-wide
(0.87 days missed in the past two weeks), significantly better than
Somaliland’s 1.42 and B&G's 1.28 days. These findings are prob-
ably due to a number of interacting factors. For one, at endline,
only 30% of schools in Puntland were rural, 30% of schools were
classified as drought-affected, and no schools were conflict-affect-
ed (mostly due to the dropping of schools in North Galkayo due
to physical insecurity and replacing in Bosaso and Garowe). These
three factors - rurality, conflict, and drought - are associated with
the largest quantities of missed days of school, and Puntland’s
relatively low levels of each probably contribute to its high atten-
dance rates.

Somaliland

Households and cohort girls: Households in Somaliland are the
most rural (65%), least literate (47% of HOH), and least educated
(11% having secondary education or higher). They have the least
difficulty in affording to send girls to school (51%), and girls spend
the least amount of average time per day on chores (2.1 hours).
Girls in Somaliland are the most affected by hunger: 56% cited that
they go to school hungry all or most days of the week, compared to
37% of girls in B&G and 26% in Puntland. This indicator increased
dramatically from just 10% of girls at midline. While there were no
conflict-related issues in Somaliland, elections in early 2016 nega-
tively affected some midline data collection activities.

Schools: Between baseline and endline, schools with only cement
floors increased from 26% to 93%, the average number of teach-
ers per school went from 8.3 to 13.3, female teachers per school
increased from 2.2 to 4.8, separate toilets by gender at a school in-
creased from 71% to 87%, and the number of latrines for girls per
school jumped from 1.6 to 5.4. One hundred percent of schools
in Somaliland distributed sanitary kits, and 95% distributed solar
lamps at endline. Schools with feeding programs increased from
59% to 71% between baseline and endline.

I am wishing that my daughter uses
what she studies to develop herself.

—Somaliland mother

Outcome-level findings: Girls in Somaliland fell the slightest bit
short of their endline literacy targets (7.4/7.48) and fell 0.4 points
short of their numeracy endline targets. Girls' attendance rose by
10.1%, as measured by headcounts, between midline and endline,
and by a total of 15.7% between baseline and endline, the great-
est positive change among all project areas. Attendance among
bursary and non-bursary girls changed by similar amounts. The
average days of school missed in the last two weeks for a girl at
endline was 1.42 days, the highest of all project areas. Rural and
drought-affected girls had the highest above average number of
days missed in the last two weeks.

At endline, 85.4% of girls in a household in Somaliland were en-
rolled in school, significantly higher than the 81.9% of boys en-
rolled. According to EGEP enrollment figures, from baseline to
endline, enrollment of girls in Somaliland decreased overall by
18%, the largest and the most negative change of all project zones.

Awareness-raising activities: Though rates of TV and radio
ownership were the lowest in Somaliland (24% of households), a
girl was just as likely to hear a radio message (27% of girls) as a
girl B&G, where TV and radio ownership rates were nearly double
those of Somaliland. Conversely, only 16% of caregivers heard a
radio message on girls’ education in Somaliland, compared to 81%
of caregivers in B&G.

Bursaries: Girls receiving bursaries scored a small amount bet-
ter than their non-bursary counterparts in Somaliland, making it
the only project area that saw any difference between the two
groups of girls in learning scores. This could be due to differenc-
es in methodology of the distribution of bursaries, as Somaliland
households receive direct cash injections as opposed to paying of
school fees in the other project areas.
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Solar lamps: Somaliland had the largest proportions of girls re-
ceiving solar lamps since the beginning of the program (36% at
endline) and using solar lamps to do their homework at night (31%
at endline), as well as the highest usage rates of solar lamps to
do homework at night specifically among girls who had received a
solar lamp (78%). Girls who receive solar lamps in Somaliland had
the highest percentage increase in both numeracy and reading
scores from midline to endline, compared to other project areas.

Girl-centered teaching: The proportion of teachers using girl-cen-
tered teaching techniques decreased slightly from baseline to end-
line. By endline, EGEP-trained teachers were nearly as likely as non-
EGEP trained teachers to use girl-centered teaching methods.

MOE interaction and monitoring: Somaliland was the only proj-
ect area to experience progressive increases across the three time
periods in the proportion of schools receiving an MOE monitoring
visit in the past year. The project area saw the highest proportion
of schools receiving feedback after an MOE visit (55%), compared
to only 29% in Puntland and 17% in B&G.

Sixty percent of schools in Somaliland engaged with the MOE in
the past year, though this is down 9 percentage points from the
year prior. Interaction with the MOE and schools in Somaliland is
most likely to be done via a group meeting with an MOE official
and other head teachers or at a school level event, typically involv-
ing the REO.

Support of SDPs by CECs: Compared to all other project areas, So-
maliland has the lowest proportion of schools at endline with SDPs
that are supported through financial or in-kind contributions (33%).

Girls' clubs: Schools in Somaliland are much less likely to have
a girls' club, compared to schools in other project areas (48% at
endline), though the project area experienced the largest increase
in schools with girls' clubs from midline to endline (up from 21%).
Fifty-five percent of schools with girls’ clubs cite that girls’ clubs
interact with CECs.

What appears to be working in Somaliland and why: Bivar-
iate regression analysis on the 10-question learning test found
that girls in Somaliland who receive solar lamps and schools that
receive CEC awards are associated with higher average learning
scores compared to schools and girls in Somaliland that do not
have those interventions. Schools in Somaliland that receive civil
works, have girls' clubs, and have teachers that use girl-centered
teaching techniques have weak but positive associations with
higher average learning scores compared to Somaliland schools
without those interventions.

In a multiple regression model, girls in Somaliland are strongly as-
sociated with lower overall math and reading scores, lower atten-
dance, and lower enrollment when compared to girls in Puntland
and B&G.

Learning scores among cohort girls in Somaliland are consistently
significantly lower than those in the other two project areas, and
Somaliland has the highest number of average missed days per
school in the past two weeks. We have several hypotheses for
these findings. For one, SL is substantially more rural (65%) com-
pared to PL (24%) and B&G (12%). Findings show that rural girls
are more likely to have lower math and reading scores and more
missed days of school. Further, girls in SL appear to have suffered
the most from drought (56% girls go to school hungry every day or
most of the time (Figure 42), and 49% of all sampled drought-af-
fected schools were found in SL), a fact which further negatively

affects both learning scores and attendance. Perhaps most telling,
all sampled schools in Somaliland are fully government-run, com-
pared to 57% in PL and just 18% in B&G. While this means that PL
and B&G schools are more likely to be private and thus require
tuition payments, an obstacle which has constituted a significant
barrier to girls’ enrollment, it also means that they receive argu-
ably better and more consistent funding as government spending
on education is already relatively low. Due to this fact, Somaliland
schools and their teachers are probably more under-resourced
than their PL and B&G counterparts, contributing to detrimental
school-level characteristics, such as increased teacher absences,
lack of teaching materials, insufficient classrooms and other infra-
structure, which further negatively affect girls’ learning.
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Benadir and Galmudug

Household and cohort girls: Households in B&G remain the
most urban (88%), literate (66% of HOH), and educated (22% hav-
ing secondary education or higher) of the three project areas, yet
the poorest when it comes to the proportion of families report-
ing low cash flow (63%) and having the most difficulty in affording
to send a girl to school (76%). The project area had the highest
proportion of girls receiving help from a non-family member for
school in the past year (20%). Girls in B&G spent the most time
on chores (4.2 hours per day), twice that of girls in Somaliland. On
average, this time spent on chores affected 22% of girls’ ability to
go to school and 26% of girls” ability to do schoolwork. The aver-
age girl in B&G first started school at 8.8 years of age, much older
than the project average of 8.0 and the average in Somaliland at
7.5. Hunger affected girls in B&G: 37% cited that they go to school
hungry all or most days of the week, up from 22% at midline. In
2016, Al Shabab-related violence and inter-clan warfare negatively
affected data collection in Mogadishu and South Galkayo.

Schools: Between baseline and endline, girl dropouts per school
increased dramatically from 9.1 to 20.2, while the number of boy
dropouts increased substantially less, from 9.0 to 12.7. At endline,
18% of caregivers said that there was violence at a girl's school in the
past year, three times higher than in any other project area. Schools
with access to electricity dropped from
67% to 50%, though schools with ce-
ment floors only increased from 19%
to 77%. The average number of teach-
ers per school increased from 11.9
to 16.2, though the average number
of female teachers land pupils per —B&G mother
teacher stayed relatively the same.

The proportion of schools with gender

separate toilets increased from 70% to

95%, and the average number of latrines for girls per school went
from 2.9 to 4.0. Forty-three percent of schools provided sanitary
kits, and 45% of schools provided solar lamps at endline. Schools
with feeding programs decreased from 86% at baseline to 18% at
endline.

Outcome-level findings: Girls in B&G exceeded both their liter-
acy and numeracy endline targets, the only project area to exceed
both. Girls' attendance declined by 5.6%, as measured by head-
counts between midline and endline, but increased by a total of
4.7% between baseline and endline. Attendance among bursary
and non-bursary girls changed by similar amounts. The average
days of school missed in the past two weeks for a girl at endline was
1.28 days, slightly higher than the average across all project areas of
1.15 days. Rural, IDP, and non-conflict-affected girls had the highest
above average number of days missed in the past two weeks.

At endline, B&G had the lowest enrollment rate of girls in all proj-
ect areas at an average of 83.5% of girls in a household enrolled in
school, though this was significantly higher than the 70% of boys
enrolled. According to EGEP enrollment figures, from baseline to
endline, enrollment of girls in B&G increased overall by 6%.

Awareness-raising activities: Caregivers in B&G were much
more likely to have heard a radio message on girls’ education com-
pared to the other project areas (81% of caregivers), most likely
because of higher than average radio or TV ownership rates (41%
of all households), though a girl in B&G was not more likely to have
heard radio messages than girls in other project areas.

The educated girl is important
to her family and she can help
her community as well.

School lamps: B&G had the smallest proportion of girls receiving
solar lamps since the beginning of the project (13% at endline) and
the smallest proportion of girls using solar lamps to do their home-
work at night (4% at endline), as well as the lowest usage rates of
solar lamps to do homework at night specifically among girls who
had received a solar lamp (50%). Of all girls receiving solar lamps
throughout the country, girls in B&G were the only ones to see a
decrease in numeracy scores between midline and endline.

Civil works: B&G saw the largest increase across all project areas
from baseline to endline in the percentage of girls claiming that
their school had functioning latrines (70% to 98%). However, the
project area has the lowest proportion of girls across all project
areas who are comfortable using latrines at school (53%).

Girls in B&G were the most likely to cite improvements in school
from baseline to endline compared to other project areas, and did
so most often for water availability, latrines, lessons/teachers, and
fairness toward girls.

Girl-centered teaching and psychosocial wellbeing: The
proportion of schools in B&G with teachers who use girl-centered
teaching methods dropped from midline to endline, the only proj-
ect area to have experienced a decrease in this indicator. The
drop was large, from 59% of all schools at midline to just 38% at
endline. However, a teacher using
girl-centered teaching techniques in
B&G was 50% more likely to be EGEP-
trained than not; in the other project
areas, the likelihood was nearly equal.

Girls in B&G saw the largest increase
in psychosocial wellbeing scores from

baseline to endline compared to the

other project areas and had the larg-
est positive change in the proportion of girls who were less afraid
to go to school. Along with Puntland, B&G saw the highest change
in the proportion of girls who are less unhappy at school between
baseline and endline.

MOE interaction and monitoring: From baseline to endline, the
proportion of schools in B&G receiving an MOE monitoring visit
decreased from 67% to 55%, the only project area to have expe-
rienced a negative change. Schools in B&G were the least likely of
all project areas to have received feedback after an MOE visit (17%
of schools at endline).

Schools in B&G are less likely than schools in other project areas
to have engaged with the MOE in the past year (50%), down from
57% the year prior. Interaction with the MOE and schools in B&G
is most likely to be done via a group meeting with an MOE official
and other head teachers, and most often with officials from the
Exam Board.

Financial support of SDPs: Compared to all other project ar-
eas, B&G has a much higher proportion of schools at endline with
SDPs that are supported through financial or in-kind contributions
(89% compared to 42% in Puntland and 33% in Somaliland).

Girls’ clubs: B&G was the only project area to have experienced
a decrease between midline and endline in the proportion of
schools with girls’ clubs (71% to 64%). However, of schools across
all project areas that have a girls’ club, those in B&G are most likely
to cite that girls' clubs interact with CECs (62% of schools).
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What appears to be working in B&G and why: Bivariate regres-
sion analysis on the 10-question learning test found that schools
in B&G that have a non-EGEP feeding program are associated with
higher average learning scores compared to schools and girls in
B&G that do not have that intervention. Bivariate regression on the
17-question learning test found that girls who receive solar lamps
in B&G have a weak but positive association with higher average
learning scores than girls in B&G who do not receive solar lamps.

Girls in B&G score the highest among all girls nationwide, though
the influence of EGEP interventions on learning is unclear. The proj-
ect area has lowest levels of drought (20% of sampled drought-af-
fected schools) and rurality (8% of all sampled rural schools), the
highest level of private or public-private run schools (82%), and
the highest proportion of girls receiving tutoring (30%), all of which
could potentially contribute to higher learning scores. Paradoxically,
B&G has relatively low attendance (1.28 days missed in a two-week
period, above the average of 1.15 days). Potential hypotheses could
revolve around the effect of conflict on attendance (the project area
records the highest levels of conflict-- 90% of all sampled conflict-af-
fected schools are in B&G), and the fact that only 17% of sampled
schools with school-feeding programs were in B&G even though
37% of girls in B&G go to school hungry every day or most days. Fur-
ther, a significantly below average proportion
of schools in B&G (43%) distributed sanitary
kits at endline, and the project area has the
lowest percentage of girls who are comfort-
able using latrines (53%). Quantitative and
qualitative data indicate that the availability
of sanitary kits and private latrines are large
drivers of attendance and may play a role in
explaining the attendance results in the proj-
ect area. B&G was the only project area to
register an increase in enrollment between
BL and EL, potentially due to EGEP-aware-
ness raising radio activities, relatively low lev-
els of drought, and the fact that the average
girl in B&G starts school an entire year or
more later than girls in other project areas. Though 76% of house-
holds in B&G cite that it is difficult to afford to send a girl to school
(the highest among all project areas), households may have over-
come this financial barrier: B&G had the highest proportion among
all project areas of girls receiving bursaries (31%) and girls receiving
outside help to stay in school (20%).

Summary findings of outcome indicators at endline

Learning: Overall, cohort girls did not meet their reading and
numeracy targets at endline. When disaggregated into grades,
OO0SG and Grade 3 girls exceeded their targets in numeracy but
not literacy, and Grade 2 girls fell short of both literacy and nu-
meracy targets. Among key sub-groups, broken out by grade, boys
and girls did not score significantly different from each other. On
literacy, conflict-affected girls scored the highest, and rural and
drought-affected girls scored the lowest. On math, conflict-affect-
ed girls scored the highest, and girls in IDP camps scored the low-
est. Ceiling effects on the 10-question learning test increased sub-
stantially across the three data collection periods to a high of 77%
at endline. Ceiling effects play a major role in limiting our ability to
accurately observe improvements in learning scores.

Attendance: Cohort girls’ attendance rose across all three project
areas on average between 4.2-4.7% from midline to endline, using
headcounts and teachers' records. Attendance rose in Puntland
and Somaliland but fell in Benadir and Galmudug. The average girl
misses 1.2 days of school in a two-week period at endline.

In the past, no one was
sending his daughters
to the school, but now
after we received the
help from the NGO and
Jrom the school princi-
pals the obstacles dis-
appear step by step.

—B&G father

Retention: Retention of girls in school was minimized at 82% of the
ISG cohort. Chief among reasons for loss of a girl from the cohort
was that she moved away in the previous year, accounting for just
over half of cases. Nearly 3in 10 lost cohort girls were unknown by
the head teacher at school. Among all cohort OOSG at baseline who
were successfully recontacted at midline and endline, only 25 of
371 OOSG, for a total enroliment rate of 93%. Though some natural
enrollment of OOSG was expected, an analysis of baseline O0OSG
age at baseline showed little proof that this was the case.

Enrollment: According to EGEP enroliment data, enrollment had
zero change from baseline to endline. Decreases were found in
Puntland and Somaliland; however, Benadir and Galmudug saw a
large increase in enrollment.

Explanation and interpretation

In order to explain these findings, SI looked at both quantitative
and qualitative data. Bivariate and multivariate regression analysis
was conducted on key outcomes using output interventions and
control variables at the school, household, and project area levels
in order to observe relationships between outputs and outcomes.
Where possible, we conducted multiple regression analysis on the
changes from baseline to midline to end-
line.

Decomposing the drivers of explained
variation of outcomes

According to Shapley decomposition,
EGEP output interventions explain be-
tween 17% and 35% of the variation in
reading scores (depending on the 17- or
10-question test), with 19% of the varia-
tion in math scores, 38% of the variation
in attendance measures, and 16% of the

variation in enrollment at endline (Figure
52). While the majority of variation in outcomes (learning, atten-
dance, and enrollment) is explained by household, school, exter-
nal/contextual, and project area factors outside of the influence
of EGEP, these data show that output interventions still play an
important role in determining key outcomes. Interventions that
contribute the most to variation of learning scores are feeding
programs (14% in of 10-question reading scores), sanitary kits (9%
of math scores), and solar kits and civil works (7% of 10-question
reading scores each). When it comes to attendance, the decompo-
sition indicates that sanitary kits and school feeding programs ac-
counts for 12% and 17% of variation, respectively. For enrollment,
sanitary kits explain 6% of the variation. See Annex 11 for more
information on the Shapley decomposition.
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Table 67: Groups of the Shapley decomposition in Figure 52

Group Variables
Group 1 | Student's individual and household level characteristics
Group 2 | ZoneProject areas
Group 3 | Urban versus rural
Group 4 | Conflict, drought-affected areas, and IDP camps
Group 5 Number of female teachers, number of
pupils per teacher, SDP, Latrines
Group 6 | Sanitary kit
Group 7 | Solar lamp
Group 8 | Feeding program (EGEP or non-EGEP)
Group 9 | Civil works
Group 10 | CEC award
Group 11 | Participation in girls’ club
Output 1

EL and the fact that EGEP is the sole actor in the girls’ education
sphere in catchment areas sampled, we believe awareness-raising
activities to have played a large and important role in improving
community support for girls’ education.

Girls who receive bursaries do not score significantly different
from girls who do not receive bursaries. Girls who receive bur-
saries score slightly higher than girls who were OOSG at baseline
and did not receive bursaries, though only at lower grades. As girls
who were OOSG at baseline age, they quickly catch up to their bur-
sary counterparts. There is initially a statistical difference in learn-
ing scores between a girl who was ISG and a girl who was O0SG
when receiving a bursary (in favor of ISG girls), though these dif-
ferences become insignificant as a girl ages. Attendance between
girlswho do and do not receive bursaries is comparable. Bursaries
in the form of cash grants in Somaliland may have a small effect
on girls' learning there. In Somaliland, girls who receive bursaries
perform better than their non-bursary counterparts on the new
17-question literacy test. This finding is interesting given that the
nature of bursaries in Somaliland is different than in Puntland and
Benadir and Galmudug. In Somaliland, school is free, and bursa-
ries come in the form of cash grants. At endline, qualitative data
matched quantitative data; girls felt strongly that receiving a bur-

Figure 52: Shapley decomposition: breaking down the drivers of explained variance on outcome measures

EGroupl mGroup2 mGroup3 mGroup4

ENROLLMENT

MISSED SCHOOL 11% 2%

MATH-10 (EL)

READ-10 (EL)

READ-17 (EL)

Program radio broadcasts is the awareness raising activity that
is reaching the most people, particularly in urban areas, with
positive correlations with enrollment. Households with a care-
giver who had seen or heard an awareness-raising message in
the past year were associated with having more girls enrolled in
school than households with a caregiver who had not heard or
witnessed an activity. In rural areas, vehicle announcements and
printed materials fare well. Radio programs appear to be reach-
ing the most people in urban areas, where ownership of radios is
highest. Where program radio is not penetrating, for instance in
rural Somaliland where ownership of radios is low, enrollment is
down, and where penetration is highest (Benadir and Galmudug),
enrollment has increased substantially. Community support for
girls’ education is very high, and EGEP awareness-raising activities,
particularly through radio, may be partly responsible. Qualitative
data is consistent between midline and endline and paints a clear
connection between radio activities and increased enrollment of
girls. In drought affected areas, a girl of a caregiver who had heard
a program on the radio on girls’ education was significantly asso-
ciated with higher learning scores compared to a girl whose care-
giver had not heard a radio message. In general, given the large in-
creases in community support for girl's education between BL and
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sary does not necessarily mean that one will have higher learning
scores. They stated that it was the motivational level of the girl that
mattered most. Bursaries were specifically cited in qualitative in-
terviews as being essential for many girls, particularly in Puntland
and Benadir and Galmudug, to be able to enroll in school.

Qualitative data suggests that sanitary kits have a positive signif-
icant association with girls" attendance in school. Quantitatively,
one multiple regression model showed a positive correlation of
sanitary kits with a girl's attendance, and a Shapley decomposition
finds that among all output interventions, sanitary kits explain the
most variation in math scores (9%), the most variation in enroll-
ment measures (6%), and the second most variation in attendance
(12%). Mothers, fathers, and CEC members support the claim that
sanitary kits are helpful for attendance and, by extension, learning.
Additionally, endline qualitative data suggests that girls are more
open about talking about the need for sanitary kits and that having
female teachers present has been critical in girls' comfort. Girls
indicated that the methods of distributing the sanitary kits have
improved, providing more privacy for the girls.

Provision of solar lamps to girls living in rural areas, drought, and
conflict-affected areas has positive significant correlation with
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learning scores compared to girls who did not receive solar lamps.
In a Shapley decomposition, solar lamps are second among all
output interventions in explaining the variation in reading scores
(7%). Quantitative and qualitative data suggests that girls in rural
areas share solar lamps to do their homework at night. Quantita-
tive findings show that less than half of girls in urban areas who
receive a solar lamp use it to do homework at night compared to
over 80% of girls in rural areas. Qualitative data at endline sug-
gests that provision of solar lamps was critical to girls’ learning.
Consistent with midline, all mother, father, and girl FGD respon-
dents indicated that solar lamps are important to a girl's ability to
complete homework, especially in light of household obligations
that carry into the evening. Quantitative evidence also suggests
that of those girls who use solar lamps, a substantial proportion
had never received one and are therefore using lamps belonging
to other girls. Qualitative evidence supported this finding, as girls
said they often complete homework at homes of their neighbors
who have solar lamps.

Output 2

Civil works construction in schools in rural, drought-affected, and
IDP areas are significantly associated with higher learning scores
compared to schools that did not receive civil works. The presence
of girls’ latrines at a school had a positive significant association with
attendance. Overall, Shapley decomposition shows that civil works
explain 7.5% of variation in reading scores. Girls claim that water
availability and quality of latrines have increased markedly from
baseline to endline in Benadir and Galmudug; however, there is lit-
tle evidence of any impact on key outcomes in that project area.
Qualitative findings show that latrines have markedly improved
across all project areas. All FGD girl student respondents indicat-
ed functional and private latrines at their schools. Quantitative evi-
dence shows girls’ comfort in using latrines steadily increasing from
midline to endline, a finding supported by qualitative data, where
girls indicated comfort in using latrines, even during menstruation,
which was a substantial improvement from qualitative findings at
midline. CEC members, mothers, and fathers supported the girls'
claims that latrines have improved and are satisfactory. Girls cite
that an improved latrine leads to higher attendance owing to in-
creased privacy at school and thus higher comfort.

There are more girls' clubs at endline compared to midline, and
qualitative data suggests that they are contributing positively to
empowerment of girls. In bivariate regression models, a school
with a girls’ club was associated with significantly higher average
learning scores in rural and drought-affected areas compared to
schools that did not have girls’ clubs. Many more girls are active
in girls’ clubs and look forward to girls’ clubs activities on a weekly
basis. At midline, a majority of girls seemed unaware of girls’ clubs
in FGD responses. This was not the case at endline, with extensive
answers reported regarding both enjoyment of the club and ex-
planations of the clubs’ functioning. According to FGD responses,
girls' clubs are creating a space for the students to work toward
solving both school and community problems, as well as a place
for the girls to bond and support each other. Qualitative evidence
shows that girls’ clubs are extra strong when there exists a female
mentor/teacher at school who acts as an advisor to the club.

Marginalized teachers targeted by EGEP for training appear to
have caught up to their already-trained peers in terms of teach-
ing skills; however, this does not translate into increased use of
girl-centered teaching methods. Schools with teachers who uti-
lize girl-centered teaching techniques are significantly positively
associated with higher learning scores, particularly in rural and
drought-affected areas, compared to schools with teachers who
do not use these techniques. EGEP-trained teachers use girl-cen-

tered teaching methods about as much as non-EGEP trained
teachers, except in Benadir and Galmudug, where they use it
more often. However, quantitative evidence suggests that the pro-
portion of teachers using girl-centered methods did not increase
from baseline to endline. In Klls, teachers cited that they had had
extensive training, though none were able to talk particularly about
girl-centered teaching methods. In Klls, teachers expressed a de-
sire to attend more trainings, especially to help them learn more
about how to teach girls. CECs expressed that a lack of funding
for training and highly underpaid teachers undermine the work of
increasing girl-centered teaching.

Quantitatively, EGEP-implemented school feeding programs ap-
pear to have no significant correlation on program outcomes.
However, an interesting finding is that non-EGEP school feeding
programs are significantly associated with higher learning scores
for a wide variety of girls, compared to schools that had no feeding
program, though the effect is strongest for rural and drought-af-
fected schools. Non-EGEP school feeding programs also have sig-
nificant positive association with attendance compared to schools

It’s possible that mothers may send
their children to the schools while
they’re hungry, and we knew that

hungry children will not study
effectively and efficiently.

—B&G mother

that had no feeding program. EGEP-implemented feeding pro-
grams show little effect on outcomes even though they are over-
whelmingly more likely to be managed by CECs than non-EGEP im-
plemented feeding programs. The proportion of girls who say they
go to school hungry all or most of the time increased by 68% from
midline to endline, most notably in Somaliland, where it increased
more than five-fold. This quantitative data, coupled with qualitative
data from mothers and fathers who cite the positive influence of
feeding programs on girls’ enrollment and attendance in school,
suggests that feeding programs remain both essential and im-
pactful. In several qualitative FGDs, feeding programs were cited
as the number one reason parents send their children to school.
In the Shapley decomposition model, feeding programs are re-
sponsible for between 6% and 14% of the explained variation on
learning scores and 17% of the variation in attendance measures,
the largest explainer of variation among all output interventions.

Qualitative findings suggest that positive psychosocial wellbeing
of girls at school appears to be driven by accessibility of female
figures at the school and improved privacy of latrines. Regression
findings suggest that as a girl's psychosocial wellbeing surpasses
a high score (10/12), the average days of school that she misses
in the past two weeks drops substantially. Psychosocial wellbeing
of girls increased between baseline and endline, mostly because
of large improvements in girls stating that they were less unhappy
and felt less afraid at school in Puntland and Benadir and Galmu-
dug. A majority of girls reported that they are able to speak openly
to teachers, principals, and CEC members if they have a problem.
In girls' FGDs, participants said they had friends at school and were
happy to attend school to see those friends. A critical improve-
ment from midline, at endline, when girls reported that they can
be great leaders, their answers were not followed by limitations
based on societal or religious standards.
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Output 3

MOE gender focal points have retained important general lessons
from EGEP trainings on girls’ education, though monitoring visits
to schools by MOE officials did not substantially increase between
baseline and endline and interactions between schools and MOE
decreased over the same period. Schools receiving feedback after
monitoring visits improved between midline and endline, to nearly
40%. About three in five schools interacted with MOE officials be-
tween midline and endline; nearly three quarters of these did so
through the REO. Relationships between MOE and schools were cit-
ed as positive at endline, though still highly dependent upon the po-
litical will of the minister in power. Among almost all disaggregations
of schools (urban, drought-affected, and IDP), a visit from an MOE
official in the past year was significantly associated with lower aver-
age learning scores. This may indicate that MOE officials are visiting
the most underperforming schools, a potentially positive finding.

Output 4

Matching cash grant awards to CECs to implement their SDPs
are significantly associated with higher learning scores for girls in
schools in rural and drought-af-
fected areas, compared to girls
in schools that did not receive
awards. Though EGEP-collected
data demonstrates that 99% of
schools have SDPs that focus
on girl-centered activities, CEC
members in Kils cited that SDPs
focus almost exclusively on civil
works construction at school.
Unsurprisingly, civil works and
CEC awards appear correlated,
and both have significant posi-
tive effects on key outcomes.

Though the number of girls’ clubs increased from midline to end-
line, the proportion that interact with CECs has declined, most
notably in Benadir and Galmudug. Most critically, the inclusion of
female members in CECs has, however, had highly positive effects
on girls' comfort levels at school, according to qualitative data.
Qualitative data suggests that the relationship between CECs and
girls’ clubs remains strong. Qualitative data suggests that CECs are
playing a much more involved role in the school than before, of-
ten fundraising on their own in the community and investing their
time in school improvements. CECs that have female members
have stronger ties to girls’ clubs, as girls feel comfortable confiding
in female members of CECs.

Other interventions and findings

Mobile libraries appear to have no positive quantitative impact
on key program outcomes. Qualitatively, girls indicate a positive
effect on learning, though the sample size (one FGD) was too small
to make larger generalizations. Female mentors were not spe-
cifically cited by girls in any FGDs and Klls, though the inclusion
of more female members of authority (CECs, teachers, etc.) has
made a very apparent and large impact on girls' psychosocial well-
being at school. Qualitative evidence from two FGDs of girls in ALP
classes suggests that these interventions were well received by
girls and that there is a high desire to reenroll in school following
the completion of classes. Girls in these classes expressed having
learned much and would enroll again were it not for financial bar-
riers. Forty-six percent of girls who went through ALP classes are
now enrolled in school.

My daughter is [an] orphan and she
didn’t study, but now the NGO pays her
school fee. ...I hope that she will complete
her education to the university level, be-
cause as a mother I can’t afford to buy
her education tools like the books and
pens, so I hope they help us more so I
can send all the children to the schools.

—B&G mother

Barriers and effects on marginalized populations

Grouped together, drought, conflict, and IDP status are powerful
external factors that affect learning outcomes for girls. Shapley
decomposition shows that these three factors alone explain be-
tween 7-10% of the variation in learning scores, and 24% of the
variation in attendance measures, and 10% of the variation in en-
rollment measures. In many regression models, they were statisti-
cally significant factors.

Drought: Girls affected by drought are significantly associated
with, on average, more days of missed school in the past two
weeks and lower enrollment in school compared to girls not af-
fected by drought. These girls are associated with fewer points
scored on the 17-question literacy test, though the finding was not
significant. Though girls affected by drought score fewer points on
average than girls who are not affected by drought, improvements
in overall 10-question learning test scores from midline to endline
were similar in both groups. Civil works, CEC awards, solar lamps,
girls’ clubs, radio awareness messages, girl-centered teaching, and
non-EGEP feeding programs are all associated with positive, sta-
tistically significant impacts on girls’ learning scores in drought-af-
fected areas compared to
schools, girls, or households in
drought-affected areas that do
not receive those interventions.

Conflict: Qualitative findings
suggest that girls in conflict areas
are often times sometimes not
sent to school for fear of danger.
Not only does conflict thus affect
their attendance and learning,
but it also affects their psycho-
social wellbeing. Girls who live in
conflict areas miss on average
slightly more days of school than
girls who do not live in these areas, though the finding is not sta-
tistically significant. Girls in conflict areas score on average more
points on learning tests than any other subgroup of marginalized
girls, though the finding is not statistically significant. When it came
to midline to endline improvements in learning scores, non-conflict
and conflict-affected girls did not significantly differ. Solar lamps
have significant positive effects on learning scores of girls in conflict
areas.

IDP: Girls living in IDP camps miss significantly more days of school
in the past two weeks than girls not in IDP camps and are signifi-
cantly less likely to be enrolled in school compared to girls who are
not in IDP camps. Girls in IDP camps score on average fewer points
on learning tests than their non-IDP counterparts, though the dif-
ferences are not significant. Improvements in learning scores from
baseline to endline have been similar among the two groups. Civil
works construction has strong positive significant effects on learn-
ing scores of IDP girls, compared to schools that did not receive
civil works construction.

Orphan: Findings at endline suggest that no matter the large
burdens that orphans face, all segments of the community (CECs,
girls’ clubs, teachers, etc.) have banded together to help orphans.
Differences in learning scores for orphans and non-orphans are
not significant. Orphans miss fewer days of school in the past two
weeks than both girls who have one or both parents at home.
Non-EGEP feeding programs have a small but statistically signifi-
cantimpact on orphans’ learning scores compared to schools that
received no feeding program.
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Rural: Girlsin rural areas still face barriers such as poor roads and
time walking to school. Girls in pastoralist communities, particular-
ly in Puntland, suffer academically because of frequent displace-
ments that are often exacerbated by drought. Girls in rural areas
miss more days of school than those in urban areas, though the
finding was not significant. On average, girls in rural areas score
lower on learning tests than girls in rural areas, though the finding
was not significant. From baseline to endline, both groups of girls
improved their learning scores at similar rates. Non-EGEP school
feeding programs, girls' clubs, and girl-centered teaching are asso-
ciated with a positive significant effect on learning scores of rural
girls compared to schools that did not have those interventions.
CEC awards appear to be associated with a positive significant ef-
fect on scores on the 17-question reading test in urban schools.

Other: According to qualitative data, there are specific types of
girls who face larger barriers to enrollment compared to their
peers. The eldest girl in a family is often kept out of school, as she
is responsible for household chores. Girls living with grandparents
or older relatives are often discouraged
from going to school so they can care for
their family members. Early marriage and
adolescent motherhood were cited as
major barriers to enrollment, though they
have declined in importance compared
to midline. In fact, at endline, girls more
than ever feel strongly about being able
to choose a husband and exercise their
rights to education, even in the face of
strong societal and religious expectations.
Parents still send their sons to school first,
and daughters are still expected to work
at home per traditional cultural values,
though this is improving. The more girls

Good changes happened
and girls got knowledge,
and they also got
welcoming and they left
whatever challenge they
used to face. Before we
used to say to the girls
‘cook the rice and let the
boys study,’ we also used
to send the girls to the
kitchen in order to cook for
the family. ...But [EGEP]

require some amount of knowledge and physical resources (tools,
materials, etc.) to ensure their upkeep when they eventually break
down. This is especially true in a country beset by physical insecu-
rity and poverty.

Over 60% of school feeding programs are managed by CECs. This
proportion increases to over 70% for EGEP-managed school feed-
ing programs specifically. Continued provision of food at school is
a critical intervention to increase attendance and improve learn-
ing. Hunger remains a chronic and cyclical issue in the Horn of
Africa. This reality, combined with high poverty levels, means that
many girls go to school hungry each day. Continued partnerships
with WFP and other humanitarian organizations to support and
implement feeding programs will not only motivate more caregiv-
ers to send girls to school, but it will also keep girls healthy and
allow them to do better in school.

Girls who receive solar lamps use them and continue to do so years
after receiving them. Over 80% of girls who receive a solar lamp
use it in some way, 70% use it to do home-
work, and over 40% of girls who received
lamps between baseline and midline are
still using them at endline. Furthermore,
10% of girls who do not receive a lamp are
able to access one to do homework. A lack
of light will continue to be a problem for
girls: 36% of caregivers noted that this was
a major impediment for a girl to do her
schoolwork. Ensuring a consistent sup-
ply of light, particularly in rural areas, will
g0 a long way to sustaining girls’ learning
scores. Solar lamps remain the only out-
put intervention of EGEP to attain signifi-
cant positive effects across the board on

G S gt gond vy
finding in all regression models on enroll- and I wish them good peers and who reap significant benefits on
ment. Jrom Allah. learning from their use. Given the respec-

tively large extracurricular work burden on
Sustainability —Puntland mother rural girls, it is critical to ensure that they

A small number of CECs are helping to

support girls to pay their school fees. Above all, financial support is
critical for sustainability and to ensure the continued positive im-
pact of most of the EGEP interventions. Most notably, provision of
bursaries and sanitary kits were indicated in FGDs as instrumen-
tal factors in ensuring enrollment, retention, and attendance for
marginalized girls. Without continued financial support for these
interventions, across the board, respondents indicated that the
improvements in enrollment, retention, and attendance that have
occurred throughout EGEP will likely see a decline. One in four
schools at endline was receiving support from CECs to help pay
girls’ school fees. In several Kils, CECs talked about trying to find
wasy to step in and manage funding of key programs after EGEP
ceases, particularly around uniforms and school fees.

Construction of critical civil works (classrooms and latrines) has
completed in all project areas, and the average school has twice
as many latrines at endline as it had at baseline. Of schools where
CECs give non-cash contributions, 20% of non-cash contributions
are in the form of maintenance on civil works. These works will
continue to play a role in improving or maintaining girls' education-
al outcomes in the short term. However, maintenance of physical
infrastructure and civil works interventions will be critical for long-
term sustainability. Construction or refurbishment of latrines and
classrooms, water sources, and even distribution of solar lamps all

have a constant source of light at night by
which they can study.

Gender Focal Points at the various MOEs appear to be more
knowledgeable of and motivated toward improving girls' edu-
cation. Political will is an important aspect of sustainability as it
relates to MOE support of girls’ education initiatives. The current
close relationships between communities and MOE officials could
be easily dissolved with a simple change of administration. The
school-MOE dialogue begun by EGEP is a first and positive step
in developing relationships between the community and govern-
ment that will continue to be self-sustaining into the future.

Communities overwhelmingly express strong academic aspira-
tions for their girls, particularly to go to university. They also ex-
press a deep desire to carry on efforts to improve access to and
quality of girls’ education. Awareness raising activities have suc-
ceeded in solidifying the idea of the importance of girls’ educa-
tion in communities. Efforts carried out by EGEP, particularly radio
messaging in urban area, have encouraged and equipped com-
munity members across all three project areas with the knowl-
edge and tools to carry out those efforts on their own.

Nearly one in four CECs is supporting school development plans
through cash and/or non-cash contributions. Qualitative data sug-
gests that CECs and teachers are working tirelessly to reach OOSG
and eliminate the barriers they face. Girl students themselves are
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working together to help those most critically marginalized girls in
communities. Community ownership of girls’ education initiatives
will help overcome individual barriers. CECs and girls’ clubs will
continue to work together to overcome the financial barriers that
may pose a threat to improvements in enrollment, attendance,
learning, and retention.
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Recommendations

Several factors limit us from making definitive
statements about which EGEP interventions
work across the board. For one, unobservable
characteristics vary largely from project area to
project area, and these characteristics explain
the most variation in key outcome measure-
ments. What works in Somaliland may not work
in B&G and vice versa. Secondly, the lack of a
counterfactual or control group precludes us
from establishing definitive causation between
EGEP interventions and observed changes in
outcomes. All of our findings, even statistically
significant ones, imply association or correla-
tion between interventions and outcomes and
should not be interpreted as implying that one
leads to the other. Lastly, the effect of exter-
nal factors, in particular drought, conflict, and
displacement, play a major role in affecting the
project's key outcomes and may overshadow
any effects from EGEP interventions. This last
point is especially critical, particularly when at-
tempting to define which or how EGEP interven-
tions can be improved and/or scaled up, as the
effect of EGEP interventions will be limited in the
face of overwhelming external influences. That
being said, given the large amounts of quanti-
tative and qualitative data collected at endline
and our efforts to triangulate among various
sources, we have identified what appear to be
the most critical interventions or combinations
of interventions for improving girls’ educational
outcomes and in what context they might reach
the highest number of girls. Improving learning
scores among the largest quantities of girls will
be especially important for future programming
that focuses its goal on reaching learning score
targets, particularly in light of the fact that over-
all and among most sub-groups, EGEP cohort
girls did not exceed their learning targets at
midline or endline.

Feeding programs and sanitary kit distribution
together account for 30% of variation in atten-
dance measurements and appear to have the
largest impact when carried out together in
rural and/or drought-affected, and to a lesser
extent IDP, areas. Hunger is a worrisome reality
across all project areas. The presence of a feed-
ing program at school is associated with higher
gains in learning and attendance across proj-
ect areas than almost all other interventions.
Feeding programs explain the most variation
in all major program outcomes (both 10 and
17-question literacy scores, numeracy scores,
and attendance), and are second only to sani-
tary kits in explaining the variation in enrollment.
In Puntland, even the potentially disastrous
combination of drought and displacement, two
factors which negatively affect attendance, is
overcome by the effect of school feeding alone.
Sanitary kit distribution played a larger role on
attendance than previously thought, accounting
for over 12% of the explained variation in the
attendance measure, and cited as extremely
influential in almost all girls’ FGDs. Combined
with a feeding program, the two interventions
account for 30% of the explained variation in at-

tendance and could be continued in tandem in
future programming,.

A combination of radio messaging and financial
support to girls to enrol in school appears to
drive gains in enrollment, particularly in urban
areas where population density and access to
radios are highest. Financial barriers remain as
probably the largest obstacle to enrolling girls
in school. This assertion is backed up by evi-
dence showing that the more girls there are in
a household, the lower the odds of a girl being
enrolled, as well as consistent findings on bur-
saries from FGDs. Financial support in the form
of bursaries or direct help to a girl from outside
of her family play important roles in limiting
the effect of financial barriers. Follow-on work
would do well to continue promaotion of girls'
education through mass media in high densi-
ty areas while ensuring to provide methods to
overcome households' financial barriers in en-
rolling girls.

Functional, private latrines for girls combined
with the presence of female mentors and/or
female CEC members appears to have a com-
pounded effect on girls’ psychosocial wellbeing,
and therefore attendance and learning. A multi-
ple regression model found latrines associated
with higher attendance; further, a girls' level of
comfort in using latrines may contribute sub-
stantially to attendance rates. Qualitative ev-
idence from FGDs and KllIs strongly suggests
that when there is a female community mem-
ber (a female mentor or a female CEC member,
for example) present at a school to advise and
liaise with girls and girls’ clubs, psychosocial
wellbeing is higher. High psychosocial wellbeing
is strongly associated with lower days of school
missed in a two-week period. Ensuring not only
that latrines for girls exist but that they are
maintained and functioning will be essential for
follow-on programming.

Of all observable external factors, drought and
displacement appear to have the largest effects
on key program outcomes; follow-on projects
may get the best value for money by targeting
drought-affected and displaced populations of
girls. Conflict had non-significant negative ef-
fects on learning and attendance, but not on en-
rollment. B&G has the highest levels of conflict,
yet the highest learning scores and enrollment.
We find that conflict may have become ubiqui-
tous in nature; while conflict was found to occa-
sionally result in the shutting down of schools
for periods of time, they typically reopened
within a few days. Only small proportions of
households indicated that it was unsafe for a
girl to go to school, and the negative effects on
attendance and learning caused by conflict ap-
pear be overcome with financial interventions.
Future programming looking for the greatest
impact for money should look to girls who suf-
fer the most and for whom interventions have
the strongest positive effects—those who are
drought-affected and displaced.
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Recommendation

Continue to use radio
for awareness messag-
ing in urban areas. For
rural populations, use
vehicles and printed
materials as well as local
networks of trusted com-
munity members, such
as teachers and CECs, to
help raise awareness.
Include financial sup-
port interventions (such
as bursaries) alongisde
media campaigns to en-
sure there are funds for
enrollment of girls.

Recommendations to EGEP/Relief International

Supporting evidence

Only 37% of caregivers country-wide had witnessed or
heard an awareness-raising event at endline; among
those who had, their girls were more likely than not to
be enrolled in school. In urban settings, among care-
givers hearing messages, 81% were through the radio.
In Somaliland, which is 65% rural, no one medium of
awareness raising reached more than 22% of caregiv-
ers (posters, billboards, and vehicle announcement
were the highest). Radio and TV ownership is low in ru-
ral areas, and there are few if any radio stations that
broadcast to these areas. Quantitative evidence sug-
gests that community support for girls’ education in
the past three years has increased dramatically, to the
point that communities are working together to ensure
that all girls can go to school. Teachers and CECs are
more involved than ever in identifying the most vulner-
able girls, particularly orphans, and advocating for their
enrollment in school. Financial barriers to enrollment
appear to be overcome by bursaries and other otside
assistance.

Assumptions

Teachers and CEC members have the time
and resources to conduct personal activities
on behalf of schools. Support for girls' edu-
cation remains high and does not encounter
large cultural or religious barriers after EGEP
ceases. In urban areas, financial support for
radio programs continues. Funding exists
(either through programming or outside sup-
port) for households to be able to afford to
send girls to school.

Ensure that rural girls
have access to function-
ing, consistent sources
of light, such as solar
lamps.

Rural girls use solar lamps at more than double the rate
of urban girls. Rural girls with solar lamps were asso-
ciated with significantly higher average reading scores
than rural girls who did not have solar lamps. Shapley
decomposition suggests that solar lamps are one of the
stronger interventions explaining variation in learning
scores. Qualitative and quantitative evidence shows
that girls in rural areas share solar lamps among them-
selves. Qualitative data suggests that it is an essential
intervention for allowing girls to study at night. Over
40% of girls who received a solar lamp between base-
line and midline were still using it at endline.

Financial resources exist to purchase and
distribute solar lamps after EGEP ceases. The
population has access to tools, materials, and
know-how to maintain and fix solar lamps.
Reasonable criteria for distribution is used so
as not to bring about ill will in communities.
Girls will continue to share solar lamps with
girls who did not receive one. Solar lamps are
not unreasonably co-opted by families for
other purposes such as cooking (a finding at
midline).

Maintain bursary sup-
port so that funds are
available in households
to pay for girls to go to
school, particularly for
households in Puntland
and B&G.

Though at endline bursaries were not significantly as-
sociated with above average learning scores or atten-
dance, qualitative evidence strongly suggests that if
bursaries were taken away, the poorest families would
be required to remove their children from school. Bur-
saries are essential in particular for paying school fees
in PL and B&G.

There is continued financial support to give
bursaries. Community and within-household
divisions are not strained by those who do
and do not get bursaries. CECs are involved
in deciding the recipients of bursary support
as means of fair disbursement. The econom-
ic situation for families does not change dra-
matically due to exterior factors.

Consider adding holis-
tic livelihood and in-
come-generating activi-
ties/interventions where
appropriate.

Many households lament the loss of a girl's labor in
the home when she is sent to school. Often, girls are
held back to take care of the home while a parent is
out searching for work. In most FGDs with parents and
girls, the removal of any sort of financial support was
considered a death blow to sustainability of projects.

Implementers are flexible and open to inte-
grating holistic livelihoods or income-gener-
ating activities into their programming. Inter-
ventions are context and culturally specific
and appropriate. Interventions do not cause
ill will within the community among members
who get them and those who do not. The
economic situation of households does not
change drastically because of outside factors.
Households spend new income on educa-
tion-related expenses.
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Maintain distribution of
sanitary kits alongside
MHM behavior change
communication cam-
paigns.

Sanitary kits were cited in most qualitative events as
being an integral intervention for girls' attendance at
school. Shapley decomposition shows sanitary kits
as explaining over 12% of variation in the attendance
measure, second only to feeding programs. Qualitative
findings suggest that current knowledge around MHM
remains an important aspect in ensuring that girls con-
tinue to go to school when menstruating.

Communities and community leaders are
open to programming around sensitive top-
ics. Programs involve local female figures of
authority who are willing and able to work on
MHM topics. Girls feel comfortable attend-
ing programs and discussing the topic. Girls
feel comfortable using sanitary kits. Sanitary
kits remain available and easily accessible for
girls.

Assess the barriers that
prevent teachers from
using girl-centered tech-
niques.

Less than half of teachers at EGEP schools are using
girl-centered techniques in class. From baseline to
endline, the proportion of teachers using girl-centered
teaching methods did not increase even as many were
trained in extensive two-year programs. Qualitative ev-
idence suggests teachers are woefully underpaid, and
this may have an effect on their teaching.

Trainings can be standardized and accurately
assessed across project areas. Teachers have
the motivation to use new techniques and
knowledge in class. Teachers are not so over-
ly burdened with other obstacles to teaching,
such as low pay or lack of materials, that they
are unable to implement girl-centered tech-
niques. There exists funding and/or political
will at the MOE to incentivize better teaching.

Ensure that there are
sufficient, functioning,
and appropriate latrines
for rural, drought-affect-
ed, and IDP girls. Main-
tain CEC awards so that
there are funds available
for latrine maintenance.

Civil works construction and CEC awards (which mostly
focus on civil works construction) were strongly posi-
tive and significantly associated with higher average
learning scores among IDP, drought-affected, and rural
populations. Qualitative evidence suggests that this is
mostly due to the availability of girls' latrines, particu-
larly those with added privacy. The availability of these
latrines helps girls feel more comfortable and increas-
es attendance at school. Thirty-eight percent of girls
at endline were uncomfortable using latrines, and this
may have contributed to lower attendance rates.

Funding, materials, tools, and know-how are
present and available to ensure sustained
upkeep of latrines. CECs are involved in the
sustainability plan for these civil works. Fe-
male figures of authority and/or girls are con-
sulted in latrine design and upkeep.
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Recommendation

Focus fundraising efforts
on tuition fees and school
uniforms.

Recommendations to CECs/local grantee organizations

Evidence

Financial barriers remain the largest obstacles
to sustainability of the majority of EGEP inter-
ventions. All girls in the three project areas are
defined as marginalized by EGEP, and financial
issues plague households’ abilities to send their
girls to school. Households will lose critical bur-
sary support from EGEP once the project finish-
es. At endline, uniforms emerged as one of the
largest expenses that families have for school.
Girls in PL and B&G, where school is not free,
would benefit most from bursaries for school
fees.

Assumptions

CECs/grantee organizations have continued
financial support to give bursaries or pay for
school uniforms. Community and within-house-
hold divisions are not strained by those who do
and do not get financial support. CECs are in-
volved in deciding the recipients of bursary sup-
port as means of fair disbursement.

School feeding programs
should be continued and/
or scaled up. CECs should
continue to manage school
feeding programs, particu-
larly in Somaliland in order
to ensure their sustainabil-

ity.

Provision of food at school was cited in many
qualitative events as the number one reason
parents send girls to school. The presence of a
school feeding program explains the most vari-
ation in nearly all key outcome measures. Hun-
ger remains extremely high in all three project
areas, but most acutely so in Somaliland.

CECs or government agencies can form partner-
ships with UN agencies or other humanitarian
bodies to support appropriate and consistent
food programs. CECs have the time and financial
resources to dedicate to managing school feed-
ing programs.

Expand membership of fe-
males in CECs.

At endline, girls felt more comfortable at school,
leading to higher attendance. Qualitative evi-
dence suggests that the bulk of this improve-
ment comes in the form of increased privacy in
latrines and the presence of female figures of
authority (teachers, CEC members) with whom
girls can interact. CECs cite that when they have
a female member, they are more easily able to
interact with and advocate on behalf of girls.

Women in the community are available and will-
ing to participate in CECs and do not experience
pushback from males or others in the communi-
ty. Girls continue to have confidence in dealing
with female figures of authority and can contin-
ue to assemble and advocate for their issues
through girls’ clubs.

Support schools to continue
and strengthen sanitary kit
distribution programs, par-
ticularly by utilizing trusted
female figures of authority
in the community. Stan-
dardize methodology for
distribution of sanitary kits
at the school level.

Levels of shame and embarrassment remain
high around this issue of menstruation. Girls
feel more comfortable in the presence of fe-
male mentors. Distribution of sanitary kits dif-
fers across schools and may prevent many girls
from being able to access kits.

Communities and community leaders are open
to programming around sensitive topics such
as menstruation. Programs involve local female
figures of authority who are willing and able to
work on MHM topics. Girls feel comfortable at-
tending programs and discussing the topic. Girls
feel comfortable obtaining and using sanitary
kits. Sanitary kits remain available and easily ac-
cessible for girls.

Enlist CEC members and
teachers to encourage en-
roliment of girls, particularly
among rural populations
that are hard to reach.

Quantitative evidence suggests that communi-
ty support for girls' education in the past three
years has increased dramatically, to the point
that communities are working together to en-
sure that all girls can go to school. Teachers and
CECs are more involved than ever in identifying
the most vulnerable girls, particularly orphans,
and advocating for their enrollment in school.
Quantitative evidence suggests rural popula-
tions are hard to access with awareness-raising
messages.

Teachers and CEC members have the time and
resources to conduct personal activities on be-
half of schools. Support for girls' education re-
mains high and does not encounter large cultural
or religious barriers after EGEP ceases.

CECs should play an active
role in maintaining and rais-
ing funds for latrines.

At endline, girls felt more comfortable at school,
leading to higher attendance. Qualitative ev-
idence suggests that this is mostly due to the
availability and enhanced privacy of girls' la-
trines. A school with a functioning girls’ latrine
was significantly associated with higher atten-
dance in a regression model.

CECs remain motivated to set aside funding for
upkeep of latrines. Materials, tools, and know-
how are present and available to ensure sus-
tained upkeep of latrines. Female figures of au-
thority and/or girls are consulted in latrine design
and upkeep.
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Promote and support girls’
clubs at schools, particularly
by head teachers and CECs.
Female mentors and/or
female CEC members should
act as advisors for girls’
clubs.

Though there was little mention of girls’ clubs at
midline, girls in FGDs at endline spoke highly of
theimpact of these clubs on their happiness and
ability to advocate for themselves at school. The
number of schools with girls’ clubs increased
from midline to endline and nearly doubled in
Somaliland. Qualitative data suggests that girls'

Girls continue to receive support and encourage-
ment in forming clubs at school. Head teachers
are active in setting aside a “safe space” for girls
to meet and discuss their issues. CECs are will-
ing and able to meet with girls’ clubs on a regular
basis. CECs continue to recruit female members
who actively engage with and advise girls' clubs.

clubs that have access to female CEC members
appear to be extra effective in their advocacy
efforts. Only 6 in 10 schools with girls’ clubs re-
port interactions between girls’ clubs and CECs.

Recommendation

Advocate to WFP to
expand/scale up their
school feeding pro-
grams, particularly in
drought-affected areas.

Recommendations to DFID and other donors

Evidence

Quantitative evidence showed that feeding programs ex-
plain the largest portion of variation in attendance com-
pared to any other intervention. Models show positive
significant associations between non-EGEP (WFP-only)
feeding programs and both attendance and learning,
particularly for drought-affected populations. Hunger is
high in all project areas, and in many qualitative events,
school feeding programs were cited as the number one
reason why parents send their children to school. Given
the drought in early 2017, school feeding programs will
continue to play a pivotal role in the daily lives of girls in
the project area.

Assumptions

WFP has available financial and human re-
sources and political will to expand and/or
partner into other schools. Cyclical weather
patterns and famine in the Horn of Africa
continue as they have historically. Note: The
effectiveness of WFP feeding programs does
not indicate that EGEP feeding programs are
not successful. Further investigation is need-
ed into the characteristics of the schools
that receive these feeding programs.

Advocate at the MOE
level for increased sup-
port of gender-specific
interventions at schools.
This could include mon-
itoring of girl-centered
activities and incentives
for good teaching.

Monitoring of girl-centered activities and teaching at
schools by the MOE is relatively low. Teachers frequent-
ly cite low salaries and financial issues as major barri-
ers to teaching. MOE KllIs suggest that GFPs are young,
motivated, and willing to play a larger role at the school
level. Upcoming elections and the respective changes in
public employees at the MOE could result in losses to
progress made on girl-centered issues at the MOE level.

DFID and MOE can maintain cordial rela-
tions before and after new elections. DFID
has relationships in place to effectively ad-
vocate at the government level. MOE is will-
ing and financially able to support increased
activities around girl-centered interventions.
Financial resources exist for teacher incen-
tives and they are enough to overcome oth-
er barriers (cultural, societal, religious, etc.)
to girl-centered teaching,.

Incentivize and advo-
cate at the MOE level

for the promotion of
public-private partner-
ships between the MOE
and public institutions
and/or NGOs for funding
of schools.

Public expenditures on education remain very low, po-
tentially affecting teaching quality, teacher availability,
school infrastructure, and school resources. The differ-
ences in proportion of publicly-funded schools in SL ver-
sus privately-funded schools in B&G may explain some
of the large discrepancies in teaching indicators and
learning scores between the two project areas.

MOE has the human resources, the techni-
cal knowledge, and the will to pursue and
manage public-private partnership agree-
ments. NGOs and private institutions exist
who are willing to partner with MOE. Re-
duction in funding burden results in higher
quality teaching and generally more positive
school-level indicators.
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