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1.	 EXECUTIVE SUMMARY
This executive summary will present the key findings, conclusions and 
recommendations arising from the alternative midline approach adopted by 
the Supporting Adolescent Girls’ Education (SAGE) programme in Zimbabwe, 
as well as an overview of the programme, the scope of the midline approach 
and the methodologies drawn on in this report.

1.1	 INTRODUCTION TO SAGE

1	 Launched by the legacy Department for International Development (DFID)
2	 Guidance Note: Gender Transformative Education and Programme: Plan International (2021)
3	 Zimbabwe’s largest provider of telecommunications services and a leading telecommunications, media, and technology company
4	 MoPSE (2015) The National Non-Formal Education Policy For Zimbabwe: Promoting Alternative Pathways To Increase Access To Quality 

Education In Zimbabwe.

The Girls’ Education Challenge (GEC) now 
led by the Foreign, Commonwealth and 
Development Office (FCDO) has been the 
leading global fund dedicated to girls’ education 
since 20121, supporting over 40 projects in 17 
countries. As part of its second phase, a second 
cohort of girls have been supported through 
its Leave No Girl Behind (LNGB) funding 
window, with a focus on the most educationally 
marginalised girls. 

The Supporting Adolescent Girls’ Education 
(SAGE) programme as funded through the 
LNGB window is a five-year programme which 
commenced in August 2018 and aims to 
achieve improved learning outcomes and assist 
transition into formal education, training or 
employment for 13,200 highly marginalised, out-
of-school adolescent girls in 11 districts across 
Zimbabwe. SAGE aims to reach the most 
educationally marginalised girls who have been 
unable to attend or sustain their attendance 
in formal schools to successfully acquire 
foundational literacy and numeracy skills at 
the proficiency level of Grade 5. As a gender 
transformative education programme, SAGE 
seeks to work at multiple levels to promote 
and improve education for girls by tackling the 
root causes of gendered social and economic 
barriers and to create an enabling environment 
for transforming unequal gender norms2.

The programme led by Plan International UK 
is implemented through a consortium of faith-
based, academic and private sector partners 
which include Plan International Zimbabwe 
(PIZ), the Open University (OU), Christian Blind 
Mission (CBM) UK, the Apostolic Women’s 
Empowerment Trust (AWET) and ECONET.3 
The programme is implemented under the 
oversight of the Ministry of Primary and 
Secondary Education (MoPSE) and seeks to 
operationalise their Non-Formal Education (NFE) 
Policy4 which promotes alternative pathways 
to increasing access to quality education for 
marginalised learners. 

SAGE focuses on providing high-quality, 
accelerated, non-formal education across 88 
accessible and girl-friendly Community-Based 
Learning Hubs (CBLHs). SAGE aims to deliver 
sustainable and transformative change through 
skills training, engagement with civil society and 
government stakeholders, and the mobilisation 
of parents, boys and the wider community to 
adopt more positive gender attitudes to support 
and protect girls and their education. 
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As part of a community-driven approach, 
services are based from CBLHs, which are 
aligned to a local school and supported by a 
Hub Development Committee (HDC) which 
leads the selection of hub sites, identification of 
volunteers and wider community mobilisation. 
Staff from Plan International, CBM and AWET 
provide in-country technical and operational 
leadership and maintain monitoring, evaluation, 
research and learning (MERL) and financial 
standards. Services are directly provided by a 
network of over 500 incentivised community 
volunteers in roles spanning Community 
Educators (CEs), Learning Assistants (LAs), 
Non-Formal Education (NFE) mentors, 
Champions of Girls’ Education (CoGE) 
facilitators and Mastercrafts persons. 

SAGE’s learning programme is centred 
around all girl learners attending six hours of 
session per week, consisting of four hours of 
the accelerated teaching and learning (ATL) 
sessions which cover numeracy and literacy and 
two hours of CoGE sessions. For boys, their 
focus in SAGE is promoting gender equality 
and girls’ rights. Therefore, they do not attend 
ATL sessions but undertake two hours of CoGE 
sessions. In CoGE, using a gender-synchronized 
programme, boys and girls work through most 
of the modules in their curriculum separately, 
but covering similar topics. They then come 
together for four sessions to dialogue on gender 
issues and other topics. 

SAGE’s Theory of Change5 (ToC) assumes 
that reducing barriers at the household, 
learning-space, community and system-
levels will improve girls’ access to high-quality 
education and skills acquisition, improve their 
confidence to learn, identify and proceed 
into positive transition pathways, as well as 
creating sustainable supportive and enabling 
environments at the community, district, and 
national-level.

5	 As per the revised Theory of Change as provided to the Fund Manager in August 2021

The three primary programme outcomes that 
SAGE and the GEC are striving for are:

•	 Learning: the improvement in literacy 
and numeracy performance of out-of-
school girls as well as their increased 
self-efficacy and life skills.

•	 Transition: an increase in likelihood 
of highly marginalised adolescent 
girls transitioning through non-formal 
education or back into formal education, 
into vocational or life skills training or into 
fully paid employment which could be 
self-employment. 

•	 Sustainability: the expectation that the 
changes brought about through SAGE 
are sustainable following the end of the 
programme, due to fundamental shifts 
in social norms, practices, behaviours or 
attitudes in the programme communities 
and through the continued efforts and 
increased capacity of local stakeholders 
and by relevant government stakeholders 
including the Ministry of Primary and 
Secondary Education (MoPSE) and the 
Ministry of Women’s Affairs, Community, 
Small and Medium Enterprise 
Development (MWACSMED). 
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1. EXECUTIVE SUMMARY

SAGE’s three overarching final outcomes 
are underpinned by five intermediate 
outcomes, specifically:

•	 Highly marginalised adolescent girls 
regularly attend high-quality, accelerated 
learning sessions (IO1);

•	 Highly marginalised adolescent girls have 
increased self-efficacy and life skills (IO2);

•	 Highly marginalised adolescent girls 
have improved levels of market relevant 
livelihood skills (IO3);

•	 Communities demonstrate more positive 
gender attitudes and actively support and 
protect girls (IO4);

•	 Strong and active partnerships with 
MoPSE officials and other civil society 
actors actively advocate for more 
inclusive, gender-responsive education 
policies (IO5).

These final and intermediate outcomes 
are supported by six outputs with the 
accompanying key interventions which seek to 
remove these barriers:

i.	 Out-of-school (OOS) adolescent girls are 
able to access high-quality accelerated 
learning programmes

ii.	 Community Educators & formal sector 
Non-Formal Education (NFE) mentors 
are trained and supported to employ 
inclusive, gender-responsive teaching 
strategies 

iii.	Adolescent girls and boys are supported 
to learn about and discuss life skills and 
their Sexual and Reproductive Health and 
Rights (SRHR)

iv.	 Adolescent girls and their families 
are supported to participate in skills 
development opportunities

v.	 Adolescent and adult champions of 
gender equality engage others in their 
communities in dialogue on girls’ rights

vi.	Programme evidence and learning 
– including girls’ own voices and 
experiences – are shared with key 
stakeholders at district and national level.
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1. EXECUTIVE SUMMARY

Overview of SAGE learners:

The SAGE programme currently includes 
six cohorts of girls who have joined the 
programme on a rolling enrolment basis. With 
a staggered launch approach, the first cohort 
(Cohort 1) was enrolled in seven districts and 
the second cohort (Cohort 2) in a further four 
districts, starting June 2019 and January 
2020 respectively. 

Since November 2020, an additional four 
cohorts have joined across all 11 districts 
as the challenge of enrolling marginalised 
girls necessitated the shift towards a rolling 
enrolment approach instead of defined 
enrolment periods.

Cohort 
Number

Number of 
districts 

Entry Date Number of girls 
enrolled in this cohort

1 7 May 2019 – Dec 2019 4,456

2 4 Jan 2020 – Oct 2020 2,285

3 11 Nov 2020 to Jan 2021 849

4 11 Feb 2021 to July 2021 1,996

5 11 Aug 2021 to October 2021 1,324

6 11 Nov 2021 to January 2022 957

Total 11 May 2019-January 2022 11,867
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SAGE also works with girls from seven 
sub-groups, based on an analysis of key 
characteristics that contribute and intersect 
to compound the educational marginalisation 
of girls. 

6	 This is the latest figure (as at March 2022) based on an updating of the programme’s database with data from CBM. Girls with disabilities 
have been identified using the Washington Group questions.

These are: gender, age, marital status, school 
experience, ability, religion, ethnicity and level 
of poverty/socio-economic status. Recognising 
the intersectional reality of girls participating in 
SAGE, girls can belong to multiple sub-groups. 

No. Characteristic Sub-group Definition Number of 
girls from 
this subgroup 
enrolled at 
midline point

% of 
overall 
cohort at 
midline 
point

1 Marital status
Age

Young 
mothers / 
expectant

Girls who are 
pregnant or have 
at least one child

4,741 40%

2 School 
experience

Girls who 
have never 
been to 
school

Girls who have 
no formal school 
experience

580 5%

3 Religion Girls 
from the 
Apostolic 
community

Girls who 
belong to an 
Apostolic family 
/ community 
or identify as 
Apostolic

7,256 61%

4 Ability Girls 
living with 
disabilities

Girls who are 
living with at least 
one disability

703 6%6 

5 Ethnicity Girls from 
ethnic 
minorities

Girls who are from 
the Kalanga and 
San ethnic groups

529 4%

6 Marital status
Age

Married 
girls

Girls who are 
currently married

4,172 35%

7 Level of poverty / 
socio-economic 
status

Girls 
engaged in 
labour

Girls who are 
engaged in 
income generating 
or subsistence 
activities to 
support their 
families

11,507 97%
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1. EXECUTIVE SUMMARY

1.2	 SCOPE OF ALTERNATIVE MIDLINE REPORT

This is not a traditional, external evaluator-
led midline evaluation report. Following 
the inception of the SAGE programme, the 
evaluation strategy centred on four external 
evaluator-led evaluations to be conducted at the 
baseline, two midline and final endline points. 
However, between 2019-20, SAGE’s evaluation 
strategy evolved due to the impact of the severe 
economic crisis in Zimbabwe which prompted 
a significant programme redesign. As a result, 
it was agreed to move to a simple pre-post 
evaluation model with no comparison cohort 
and a reduction from four to three evaluations 
following a shortening in programme duration.

Due both to the impact of the economic crisis 
in Zimbabwe and the onset of the COVID-19 
pandemic and associated lockdown restrictions, 
SAGE, in consultation with the GEC Fund 
Manager, decided to adopt an alternative 
approach to the midline evaluation led internally 
by the SAGE consortium, utilising the funds in 
an innovative, independent, and creative way. 

The alternative midline approach model centres 
on three key components which are broadly 
guided by the following questions:

•	 What progress can the programme 
demonstrate for each of its outcomes and 
intermediate outcomes? 

•	 What were the specific impacts of the 
pandemic on our intervention? 

These three key components are:

•	 Enhanced monitoring: The enhanced 
monitoring component sought to 
strengthen the programme’s capacity 
in both quantitative and qualitative 
data collection, analysis and reporting 
through targeted capacity building which 
will support SAGE to generate robust, 
high-quality data to inform programmatic 
adaptations until the programme closes in 
July 2023.

•	 Capacity building: The aim of this 
component was to support internal 
learning and enhanced monitoring for the 
remainder of the programme. As part of 
this initiative, Plan International expanded 
the scope of technical support from its 
existing partner, The Open University 
(OU), to strengthen its capacity in the 
monitoring and evaluation of progression 
towards learning outcomes in the SAGE 
programme. Further internal capacity was 
also led by teams in Plan International 
Zimbabwe. Structured capacity building 
has focused on boosting qualitative 
evidence as well as supporting the Plan 
International Zimbabwe (PIZ) team to 
develop quantitative data analysis skills. 

ENHANCED MONITORING

CAPACITY BUILDING

RESEARCH STUDY
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•	 Research study: The SAGE consortium 
compiled a research overview to 
streamline and align consortium research 
interests and identify appropriate research 
proposals across the remainder of the 
programme, including for the midline 
alternative. These research interests 
were then compared against evidence 
held for Outcomes and Intermediate 
Outcomes (as detailed below) to identify 
gaps which would guide prioritisation of 
research focus. The focus of the research 
selected via consortium consultation 
focused on the issue of attendance and 
retention, with the following research 
objectives identified: 

	– To assess risk factors leading to 
irregular attendance;

	– To explore the viability of opportunities 
pursued by the girls who have 
transitioned to employment before 
completing SAGE learning activities; 

	– To evaluate the effectiveness of 
strategies for retention and follow-up.

1.3	 OVERVIEW OF METHODOLOGIES

Within the overall scope of the alternative 
midline approach, a suite of different data 
collection methodologies was used to generate 
both quantitative and qualitative data relating 
to programme outcomes and intermediate 
outcomes. The majority of data collection was 
undertaken internally by the SAGE consortium 
and supported by the capacity building 
approach detailed above.

The methodologies employed as part of the 
midline alternative approach and the timeframes 
for data collection were as follows:

Methodology Timeframe of data collection

Learning Progress Assessments November-December 2020

Most Significant Change stories June 2021

Girl-to-girl learning conversations June-December 2021

Lessons learnt September 2021

KIIs with Apostolic community September 2021

Externally commissioned research study into 
attendance and retention 

July-November 2021
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Learning Progress Assessments: 

•	 Drawing on technical leadership provided 
by the OU, the SAGE programme has 
developed an alternative approach to 
assessing girls’ learning from the EGRA/
EGMA and SeGRA/SeGMA model 
conventionally used within the sector 
and across other GEC programmes. 
The rationale for this is based on 
a consideration of the SAGE girls’ 
backgrounds and circumstances, their 
potential prior learning experiences (both 
formal and informal), the purpose of the 
SAGE programme and the experience 
of SAGE hub volunteers in carrying out 
assessments. Since November 2020, 
the SAGE programme has been utilising 
Learning Progress Assessments (LPAs) 
designed by the OU, whereby Community 
Educators (CEs) lead the assessment of 
a girl’s learning progress at three points 
throughout her learning journey to form 
a picture of a girl’s learning in the three 
subjects (literacy, numeracy and English). 
LPAs tell CEs, district staff and the wider 
team how well girls have learned in the 
three different subject areas (literacy, 
numeracy, English) and indeed, their level 
of attainment. They are also designed to 
support CEs to strengthen and tailor their 
support to girls.

•	 Within this model, there are four 
assessment points for each girl:

	– Screening tool: a screening tool is 
used to determine a girl’s eligibility 
to join the SAGE programme. Girls 
are eligible to join SAGE if they have 
never been to school or have dropped 
out of school and have learning 
levels equivalent to below Grade 5 of 
formal schooling in either literacy and 
numeracy, or both subjects. 

	– Initial Progress Assessment (IPA): 
The IPA takes place within two to 
five weeks of a girl joining the SAGE 
programme and is carried out by the 
Community Educators, who are known 
to the girls. The IPA is framed as a 
starting point of both the girl’s actual 
learning level and the Community 
Educator’s knowledge of the girl.

	– Mid Progress Assessment (MPA): 
The MPA is administered to girls 
midway through their SAGE learning 
journey by Community Educators, 
after the completion of module 1c 
(equivalent to 1 year of the 2-year 
learning programme).

	– End Progress Assessment (EPA): 
The EPA takes place when a girl 
completes the SAGE programme, 
at the end of module 2c (Year 2). 
The EPA is designed to capture 
the progress by girl from the initial 
data point to end point, as the girl 
graduates from SAGE.

•	 For the purposes of this midline, analysis 
and reporting has focused on two distinct 
LPA datasets collected in November to 
December 2020. MPA data was collected 
from 2,713 girls in Cohort 1 and IPA data 
from 756 girls in Cohort 2. 

•	 The IPA cohort data here reflects the 
scores for girls after five weeks within 
the programme. The MPA data for 
Cohort 1 girls reflects the scores for girls 
after completing module 1c, which is 
equivalent to a year’s exposure to the 
programme. However, it is important to 
note that these girls’ engagement with 
SAGE has coincided with a period of 
immense disruption due to COVID-19 
which has affected the consistency 
of their exposure to the programme 
and means that their experience of 
SAGE learning interventions has been 
characterised by multiple interruptions. It 
is therefore difficult to state with certainty 
the precise length of these girls’ exposure 
to SAGE learning interventions. 
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Most Significant Change (MSC) stories:

•	 As part of the enhanced monitoring 
component of the midline approach, the 
SAGE programme collected 103 positive 
stories of change from girls and young 
women involved in the programme in 
June 2021. Participants in the MSC 
process were purposively sampled to 
ensure representation of SAGE’s seven 
identified sub-groups. The consortium 
then undertook a selection process 
to identify the seven stories (one for 
each sub-group) that most clearly 
demonstrated the impact that the SAGE 
programme has had on the girls’ lives.

Girl-to-girl learning conversations:

•	 This methodology centred on the 
facilitation of girl-to-girl conversations 
involving 14 girls, with each pair 
consisting of two girls from each 
of SAGE’s seven sub-groups. The 
conversations were guided by a set of 
questions focusing on what girls valued in 
their learning, their motivation for joining 
SAGE and their biggest successes since 
being part of the programme. These 
conversations were then converted into 
seven cameo case studies highlighting 
the diverse experiences of SAGE girls.

Lessons learnt process:

•	 As part of the midline, the SAGE team 
brought together hub volunteers in a 
participatory exercise to collect and 
document lessons learnt at hub level, 
focusing on four thematic areas linked 
to girls’ learning: progress assessments, 
enrolment, attendance and follow-up. 
The objective of the lessons learnt 
process was to improve programme 
outcomes by identifying opportunities 
for improvement or the wider adoption 
of successful practices at hub level by 
Community Educators.

KIIs with members of the 
Apostolic community:

•	 The Apostolic Women’s Empowerment 
Trust (AWET) undertook a series of 
Key Informant Interviews (KIIs) with 
members of the Apostolic community 
– including religious leaders and girls 
themselves – to gain deeper insights into 
the experiences of Apostolic girls, who 
constitute the second largest sub-group 
amongst the SAGE cohort, and to more 
fully understand the attitudes, beliefs 
and practices that influence their lives 
and education.

Externally commissioned research study:

•	 PIZ commissioned an independent 
study which was conducted by two 
Zimbabwean academics as part of the 
alternative midline approach to analyse 
risk factors associated with irregular 
attendance and risk of dropout from 
SAGE’s learning hubs and to assess the 
impact of dropout prevention strategies 
being employed by the programme. This 
area of inquiry was chosen for the study 
in response to programme monitoring 
data indicating that girls’ attendance at 
SAGE hubs was lower than expected 
and that a significant proportion of SAGE 
girls were exhibiting erratic attendance at 
SAGE sessions. The report can be found 
at Annex 7.
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1.4	 ANALYTICAL APPROACH

The analytical approach employed throughout 
this report is underpinned by the SAGE 
programme’s Theory of Change, linking to the 
three core outcomes of learning, transition 
and sustainability, and, where relevant, to the 
programme’s five intermediate outcomes. 
The findings in this executive summary 
have been structured according to the 
programme’s three core outcomes and, where 
relevant evidence has been collected, to its 
intermediate outcomes.

Although the midline alternative does not 
constitute an external evaluation study, the 
SAGE programme is committed to using 
the learning it produces to inform as many 
recommendations as possible to support 
programme adaptions. 

1.5	 LIMITATIONS

The alternative midline approach agreed with 
the Fund Manager is an ongoing process rather 
than a standalone evaluation. This report is not 
based on a single overarching methodological 
design and was not intended to gather data 
on every programmatic indicator; rather, it 
synthesises a combination of different data 
collection methodologies and approaches from 
which the consortium aimed to draw meaningful 
conclusions and develop actionable and 
contextualised recommendations, rather than 
deriving from a holistic evaluation design.

Capacity building is a key element of the 
alternative midline approach, and one of its 
strengths. However, this means that the majority 
of data collection and analysis presented in this 
report, was conducted internally by consortium 
staff as part of a learning process. This will 
strengthen monitoring and research functions 
for the duration of the programme but for this 
process it has led to some challenges with 
data collection and analysis and a lengthier 
analytical process. 

Access to stakeholders was limited due to 
COVID-19 restrictions. Certain types of data 
conventionally collected as part of an external 
evaluation, such as Household Survey data, 
were not collected, both because of logistical 
constraints and because they were not within 
the agreed scope of the alternative midline 
approach. There was limited data collection with 
community members, including men and boys, 
and no representation of Government officials.

The qualitative data collection undertaken for 
this midline has generated rich and valuable 
insights into individual girls’ experiences of 
SAGE and helped to build the programme’s 
understanding of girls’ learning journeys 
across diverse sub-groups, complementing 
SAGE’s girl-centred model. Although the 
volume of qualitative data is not sufficient to 
draw representative conclusions relating to the 
underlying factors influencing girls’ learning 
results, the girl-to-girl conversations and 
resulting cameo case studies have begun to 
explore girls’ experiences and perceptions of 
their own learning across the seven sub-groups.
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This is not a longitudinal study of girls’ learning 
as the learning data was collected from two 
different cohorts (girls from Cohorts 1 and 
2). Thus, it cannot currently be used to track 
individual learners’ progression from IPA to 
MPA, which limits the conclusions that can 
be drawn relating to the impact of the SAGE 
model on learning outcomes. However, at 
endline the programme will have individual 
girls’ learning data across multiple assessment 
points, allowing for longitudinal tracking of girls’ 
learning journeys.

Given the difference in learning assessment 
methodology from EGRA/EGMA to internal 
Learning Progress Assessments, the 
programme does not have direct comparative 
learning data from baseline, although there is 
sufficient alignment between sub-tasks in the 
LPA assessments and EGRA/EGMA to enable 
illustrative mapping of learning data from 
baseline to IPA and MPA, as shown in Section 
7.1.5. As the learning data analysed for this 
report was collected from two of the SAGE 
cohorts, it cannot be considered representative 
of all six current cohorts but provides a valuable 
snapshot of girls’ learning attainment at 
individual, hub and sub-group level.

1.6	 KEY FINDINGS

1.6.1	 LEARNING (OUTCOME 1)

Initial Progress Assessment results, gathered 
when girls have been attending the programme 
for 5 weeks, indicate a higher proportion of girls 
displaying weaker scores in numeracy than 
literacy, with a greater number of girls attaining 
‘no score’ or Grade 2 and below for numeracy. 
Explanations for this may include that those 
girls who have been unable to access schooling 
are less likely to have developed number skills, 
including number sense. This compares with 
girls who may have been using and accessing 
literacy as part of their everyday lives, for 
example, speaking and listening.

Of girls who undertook the IPA (Cohort 2), 18% 
attained a ‘no score’ in literacy and 27% in 
numeracy. At MPA, however, only 6% attained 
a ‘no score’ in literacy and 12% in numeracy. 
Conversely, at IPA 15% of girls achieved the 
highest scoring band (equivalent to Grade 
5+) in literacy and 17% in numeracy, whereas 
amongst the girls who undertook the MPA 
after the equivalent of a year’s exposure to the 
programme, 54% achieved the highest scoring 
band in literacy and 47% in numeracy. 
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At Mid Progress Assessment stage, girls 
performed better in literacy than numeracy. 
In MPA results, collected when girls have had 
the equivalent of a year’s exposure to SAGE 
learning interventions, girls scored much more 
highly in both literacy and numeracy than at IPA, 
as expected, but across the majority of sub-
groups and sub-tasks a higher proportion of 
girls scored in the top two bands in literacy than 
in numeracy.

This suggests that numeracy skills acquisition 
remains an area where girls require 
targeted support. 

After a year’s exposure to the programme, 
over 80% of girls achieved scores equivalent 
to Grades 2-4 or Grade 5+ in both literacy 
and numeracy, suggesting that SAGE has 
supported girls to develop knowledge and 
skills across both subjects.

The MPA results suggest that after a year’s 
exposure to the programme (equivalent to 
completing module 1c), girls are predominantly 
performing in the higher-grade colour bands, 
with a much smaller proportion of girls attaining 
‘no score’ or a score equivalent to Grade 2 
and below. While the cohorts for IPA and MPA 
potentially differ in terms of the literacy and 
numeracy skills they had acquired from prior 
school attendance, this strongly suggests that 
after a year’s exposure to the programme girls 
display knowledge and skills acquisition across 
both subjects in a severely disrupted context.

This is reflected by an illustrative mapping of 
results in equivalent sub-tasks from baseline 
to IPA and MPA, noting that these datasets 
pertain to different cohorts. While the sub-
tasks at IPA and MPA are not identical to those 
used within the EGRA and EGMA assessments 
at baseline, there are some sub-tasks which 
broadly reflect the same area of subject 
knowledge or skill development within literacy 
and numeracy (see Annex 4). This mapping 
confirms the picture of overall progress, 
with girls scoring more highly at MPA than 
IPA, and at IPA than at baseline. The graph 
below illustrates this progression for the reading 
comprehension sub-task.
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At IPA for literacy, a significant proportion of 
girls attained a ‘no score’ in Short Passage 
Reading (29%), Writing (25%), Word Reading 
(19%) and Comprehension (19%), indicating 
that these are areas where girls require targeted 
support in the first year of the programme. Of 
the girls who undertook the MPA, however, 70% 
scored in the highest colour band (equivalent 
to Grade 5+) for Short Passage Reading and 
45% for Comprehension. While these results 
pertain to two different cohorts, they suggest 
that the SAGE ATL curriculum is supporting 
girls to develop reading and comprehension 
skills in the context of severe disruption 
resulting from COVID-19.

At IPA for numeracy, over 40% of girls scored 
in either the white or blue colour bands 
(equivalent to ‘no score’ or ECD-Grade 2) in 
the majority of sub-tasks. At MPA, however, 
and noting that these are not the same girls 
assessed at IPA, the majority of girls scored 
in the higher bands for most sub-tasks. The 
exceptions were Multiplication and Division 
number operations, where there were around 
22% and 24% respectively scoring in the white 
band (equivalent to ‘no score’). This is not 
surprising given that these are more complex 
concepts and skills to grasp. These results 
suggest that SAGE is supporting girls to 
build foundational numeracy skills, but that 
areas for enhanced attention in the latter 
half of the programme (as reflected in the 
existing module materials) should include 
a focus on higher-order number operations 
including Multiplication and Division.
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At IPA, girls with disabilities had the lowest 
mean scores of any sub-group across both 
literacy and numeracy, and the highest 
proportion attaining ‘no scores’ (70% for 
literacy and 67% for numeracy). At MPA, 
however, and noting these are not the same 
girls as those assessed at IPA, girls with 
disabilities had higher mean scores than 
girls who had never been to school and a 
significantly lower proportion in the ‘no score’ 
colour band than at IPA. At MPA, 41% of girls 
with disabilities achieved the highest yellow 
colour band in literacy (equivalent to Grade 5+) 
and 33% in numeracy. This suggests that after 
a year’s exposure to the programme, SAGE 
is supporting girls with disabilities to build 
literacy and numeracy skills and knowledge. 

At MPA, girls who had never been to school 
displayed the lowest learning levels of any 
SAGE sub-group. While not surprising, this 
indicates the need for these girls to receive 
targeted support to build foundational literacy 
and numeracy skills.

Young mothers were the highest scorers at 
IPA in both literacy and numeracy. At MPA 
stage this group also performed highly, 
achieving the second highest mean score 
(behind girls from ethnic minorities) and with 
a high proportion scoring in the yellow colour 
band (equivalent to Grade 5+), particularly 
in literacy. The highest mean score at MPA 
was achieved by girls from ethnic minorities, 
although it should be noted that this group 
constituted a much smaller portion of the overall 
MPA sample than young mothers. 

Numeracy skills are particularly highly valued 
by girls participating in SAGE, who link it to 
their ability to generate income and achieve 
financial security. A recurring theme in the 
qualitative data (including the cameo case 
studies, the MSC stories and the attendance 
study) is the connection between the acquisition 
of numeracy skills and girls’ ability to go into 
business and generate income for themselves 
and their families. 

1.6.2	 ATTENDANCE (IO1)

The expansion of learning pathways 
available to girls in response to the 
COVID-19 pandemic has been very effective 
in increasing access and attendance. In 
Year 3, the SAGE programme successfully 
expanded beyond learning at only static hubs 
to a fully operationalised four-modality model 
which enabled girls to be reached through four 
learning support pathways: namely door-to-
door, by telephone, community-based small 
groups and hub-based learning. Shifting to a 
more flexible and inclusive model has enabled 
girls to choose their preferred pathway for 
accessing learning, with positive results. This 
strategy enabled the programme to reach 
88% of SAGE girls in Year 3 (August 2020-July 
2021), a substantial increase from 23% in the 
first programme quarter following the onset of 
COVID-19 when only phone-based support was 
available (May-July 2020). 

Support from communities and partners 
plays a critical role in girls’ attendance. In 
communities with high levels of community 
support for SAGE, girls’ self-reported 
attendance was higher than those without. 
Amongst girls who reported attending SAGE 
sessions regularly, the common factor 
mentioned across the hubs was strong 
community support based on appreciation of 
the benefits that the SAGE programme would 
bring to the girls. Some girls reported that 
their husbands encouraged them to attend, 
often because of the perceived benefits that 
participation in SAGE would bring to the 
household’s income.

There was a preference for practical skills 
training over literacy and numeracy sessions, 
especially amongst older learners and young 
mothers. Amongst older girls, married girls 
and young mothers, there was a perception 
that SAGE’s practical skills training component 
(ISOP) was more valuable to their future lives 
than ATL sessions, and some girls expressed a 
frustration that it had not yet started.
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According to the externally commissioned 
attendance study, learners from SAGE’s older 
age groups were more likely to think that the 
SAGE programme resonated with their wider 
aspirations than younger girls. 89% of girls 
aged 20-22 felt that the programme objectives 
aligned with their aspirations, dropping to 76% 
of girls aged 16-19 years and 63% of girls 
aged 10-15 years. This could be linked to the 
belief that SAGE would support them in their 
livelihoods, which is a higher priority for older 
girls due to their increased responsibilities and 
desire to support their families.

The household chore burden is the biggest 
barrier to girls’ attendance at SAGE sessions, 
especially amongst older girls. This was the 
most common reason given by girls surveyed 
for the attendance study for missing both ATL 
sessions (cited by 26%) and CoGE sessions 
(cited by 22%). The highest proportion of girls 
who cited this barrier were in the 20-22 age 
group, reflecting the likelihood of older girls 
bearing greater domestic responsibilities. This 
is linked to known entrenched gendered norms 
which expect girls and young women to fulfil a 
particular role within the household.

Sickness was the second most common 
reason for non-attendance, defined as 
including menstruation and the sickness of 
their children. 16% of girls cited this as a 
reason for missing ATL sessions and 12% for 
missing CoGE sessions. Girls listed a lack of 
sanitary items and pain relief as barriers to 
attending SAGE sessions during their periods. 
Other barriers to attendance include long 
distances to hubs and engagement in labour, 
particularly in rural areas. 

Some girls faced a backlash from husbands 
and communities resulting from patriarchal 
norms, particularly in rural areas. The 
externally commissioned attendance study 
found that, particularly in rural areas, married 
women and young mothers faced resistance 
from their husbands and families for a variety 
of reasons including the need to focus on 
household chores and care responsibilities, the 
fear of stigma related to having an ‘uneducated’ 
wife, the refusal by husbands who fear that 
the women might challenge their power after 
being more enlightened and concerns that the 
young women might engage in extra-marital 
affairs. Some girls also mentioned that they 
faced the risk of intimate partner violence if their 
husbands opposed their participation in SAGE. 
In rural hubs, some of the young married 
girls in polygamous families were prevented 
from attending SAGE sessions by the older 
wives, ostensibly out of jealousy. 

Girls from the Apostolic community face 
particular barriers to attendance. 60% of girls 
from this group, which traditionally upholds 
restrictive patriarchal norms, reported that 
they attended sessions regularly, compared to 
75% of girls from mainstream churches such 
as Roman Catholic, Anglican and Methodist 
denominations. A higher proportion of girls 
from the Apostolic community cited a lack of 
time as a barrier to attending SAGE sessions 
than from other religious groups, which could 
relate to the volume of religious activity as well 
as the domestic burden faced by girls from this 
community due to restrictive gender norms.

Girls with disabilities continue to face 
challenges attending SAGE sessions. A 
lower proportion of girls with disabilities (53%) 
reported attending SAGE sessions regularly, 
compared to 60% of other girls. Similarly, 
79% of girls with disabilities reported that 
they had missed at least one ATL session 
compared to 63% of girls without disabilities. 
This indicates that learners with a disability 
face numerous barriers in accessing learning 
facilities and lessons. Unlike other sub-groups, 
sickness rather than time poverty was the most 
common reason girls with disabilities cited for 
missing sessions.
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Support for girls’ participation in SAGE was 
also lower amongst certain ethnic groups, 
which has implications for girls’ attendance. 
Self-reported attendance at SAGE sessions was 
significantly lower among ethnic minorities such 
as Kalanga (20%), and Tonga (25%). 

1.6.3	 SELF-EFFICACY AND LIFE 
SKILLS (IO2)

Qualitative evidence from interviews with 
girls who participate in both ATL and CoGE 
sessions indicates that they have contributed 
strongly to improvements in girls’ self-
efficacy, confidence and relationships 
with others. 

Participation in SAGE, and particularly 
CoGE sessions, has helped strengthen 
girls’ self-efficacy, and this is linked to the 
development of their identities as learners. 
Self-efficacy refers to an individual’s belief in 
their own capabilities, particularly their abilities 
to face challenges ahead and complete tasks 
successfully. Girls credit their participation in 
SAGE with helping them to believe that they 
can achieve their goals and handle whatever 
they face in life. A theme that emerges from 
the qualitative data is that becoming a learner 
and the confidence associated with developing 
this identity has led to a shift in girls’ belief 
in their ability to deal with future challenges. 
There is evidence that girls are also able to 
track the evolution of their identities as learners, 
which they perceive as developing over time. 
There is a clear recognition by the girls of 
their own progress, successes and areas of 
weakness; girls are aware of where they are in 
their learning, where they are going next and 
how to get there. A girl who participated in the 
MSC stories, for example, says that because 
of her participation in the programme she feels 
confident that she will be able to complete a 
dressmaking course, and subsequently build 
a career that will enable her to provide for 
her family.

The acquisition of both literacy and 
numeracy and life skills through SAGE has 
contributed to an increase in girls’ self-
confidence. Girls link being able to read and 
write to practical skills that they believe will 
enable them to support their families and 
generate income. Girls also welcome the 
opportunity to learn practical skills, such as 
dressmaking, which they feel will empower 
them economically and give them greater 
agency over their futures. 

CoGE sessions have played a significant 
role in building girls’ confidence and agency. 
Qualitative evidence indicates that girls have 
gained confidence to build networks, speak out 
for themselves, and act as advocates for girls’ 
rights in their households and communities, 
including by encouraging peers and family 
members to join the programme. Girls also 
commented on the value of SAGE in introducing 
them to wider networks and the effect this has 
had on their outlook. 

Participation in SAGE, and particularly 
in CoGE sessions, has improved girls’ 
understanding of their rights which has the 
potential to have transformative effects on 
their relationships. There is evidence that, 
through learning about their rights in relation to 
GBV and SRHR, girls have been able to educate 
their partners and husbands and assert their 
autonomy within their households, which has 
positively influenced their relationships. CoGE 
sessions have also provided girls with a space 
in which they can question gender norms and 
stereotypes, expanding their notions of the roles 
that women can occupy in life.

While SAGE has supported girls to 
strengthen their self-efficacy and challenge 
gender norms, some stereotypes remain 
entrenched amongst SAGE girls. Whilst 
the CoGE sessions have helped in building 
girls’ knowledge on negative gender norms 
and SRHR, it appears there are some 
entrenched norms which persist and affect 
girls’ participation in programme activities. 
Programme monitoring data from May-July 
2021 indicated that 40% of girls did not agree 
with the statement that men and women should 
equally share household chores.
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1.6.4	 TRANSITION (OUTCOME 2)

At midline, girls express a preference 
for transitioning into skills training or 
employment over re-entering education. 
This was identified at baseline stage and 
substantiated both by monitoring data and 
midline findings. In June 2021, SAGE followed 
up with 1,561 learners who had been identified 
as at risk of dropping out due to their erratic 
attendance rates. From the 1,561 girls, 21% 
(321 girls) had transitioned. Of these 321 girls, 
82% had transitioned to either employment or 
self-employment.

The ISOP component is a major incentive 
for participation in SAGE, as it is perceived 
as providing opportunities for income-
generation. A recurring theme emerging from 
the attendance study was that, according 
to Head Teachers and CEs, girls in several 
hubs preferred the CoGE sessions to the 
ATL and were eager to participate in ISOP 
as they perceived them as offering routes to 
employment and income. 

The ISOP component is also a motivating 
factor for girls to attend ATL sessions, as 
participation in ISOP is conditional upon 
completing the ATL programme. Some girls 
were frustrated at delays in rolling out the ISOP 
component, which they felt should follow on 
more quickly from the completion of ATL.

Participation in SAGE supports girls to 
envisage and map out transition pathways. 
Girls value the skills they have gained or 
anticipate gaining through ATL, CoGE 
and ISOP sessions in supporting them to 
identify and achieve a variety of transition 
pathways. There is a clear link identified by girls 
between the development of their literacy and 
numeracy skills and their ability to transition into 
vocational training or employment pathways, 
validating the SAGE Theory of Change that 
supporting girls with access to high-quality 
education and skills acquisition will improve 
their confidence to learn, identify and proceed 
into positive transition pathways. Numeracy 
skills are particularly highly valued as enabling 
girls to generate income and transition into 
paid employment. Girls comment that SAGE 
has helped them to identify new directions 
in life and map out routes to achieve them, 
as well as strengthening their confidence 
through the acquisition of new skills to achieve 
existing aspirations.

Girls are supported to identify routes 
into paid employment and value the role 
SAGE plays in helping them identify viable 
employment pathways. SAGE’s role in 
supporting girls to envisage a transition into 
paid employment is a theme that occurs 
frequently throughout the midline data. Girls 
comment that the opportunity to learn practical 
skills will enable them to start their own 
businesses and provide for themselves and their 
families. Girls also identify professions which 
they believe SAGE will help them to achieve, 
such as the law or teaching, and the potential to 
achieve these pathways acts as a motivational 
factor for their participation in the programme.

Re-entering education remains an ambition 
for some SAGE girls. There is considerable 
evidence that entering training or employment 
is a more attractive transition pathway for many 
girls than re-entering education, particularly for 
older girls. However, there is a subset of SAGE 
girls for whom re-entering education remains a 
desirable transition pathway. 
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1.6.5	 COMMUNITY ATTITUDES TOWARDS 
GENDER (IO4)

There is evidence of male stakeholders 
demonstrating their support of SAGE girls 
in practical ways. This has been illustrated 
by religious leaders, boys and young men, 
husbands, parents, and caregivers aiding 
recruitment of girls, encouraging consistent 
attendance and providing additional materials. 
For example, this included start-up cash 
for some girls as part of their independently 
established savings groups and contributing 
additional ingredients, materials and tools, 
as part of the ISOP component. Qualitative 
evidence also indicates that levels of support 
for SAGE have changed over time as husbands, 
in particular, began to realise the benefits that 
their wives’ participation in SAGE could bring to 
their households.

SAGE has had some success in securing 
buy-in from community and religious 
leadership. For example, the AWET study 
found that the programme had received 
approval from the Head of Denomination in 
a particular district with high rates of child 
marriage through persistent engagement with 
church leadership. As noted in the attendance 
study, support from community leaders is 
a powerful tool in influencing attitudes and 
encouraging participation.

Whilst there has been progress in shifting 
male community attitudes towards gender, 
patriarchal norms are still entrenched. A KAP 
survey conducted as part of routine project 
monitoring with 117 adult men in October 2021 
revealed relatively high levels of progressive 
attitudes towards gender amongst men in 
SAGE communities. The men participating 
in the survey were parents or guardians of 
SAGE girls, including men who had taken 
part in intergenerational dialogues and male 
engagement sessions. 91% of respondents 
believed that young women should have the 
same opportunities to work outside the home 
as young men, and 85% disagreed that women 
should have to tolerate domestic violence. The 
high levels of positive knowledge are linked to 
male engagement sessions, which aim to shift 
regressive attitudes towards gender equality. 
However, negative attitudes towards gender 
equality continue to persist: 16% (n=19) of the 
male respondents said they believed women are 
not good leaders and 56% (n=66) believed that 
a wife should always obey her husband. 

Since their launch in March 2021, the 
programme has encountered some 
challenges engaging men in male clubs and 
inter-generational dialogues, predominantly 
due to a lack of time and motivation. Scheduling 
these sessions around sports events or planned 
government meetings has so far proved to 
be the most successful strategy for attracting 
male community members and engaging 
them in conversations around gender and 
girls’ education.
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1.6.6	 RELATIONSHIP WITH MINISTRY 
OFFICIALS/GOVERNMENT (IO5)

SAGE’s engagement and coordination 
with national and district stakeholders has 
facilitated a shift towards the sustainable 
handover of the programme to the 
Government of Zimbabwe and enabled a 
two-way process of systems strengthening 
and knowledge exchange. For example, in 
Year 4, professional development trainings for 
SAGE volunteers have started to be led by 
MoPSE staff such as District Lifelong Learning 
Coordinators (DLLCs) and District School 
Inspectors, with Plan staff providing technical 
support. Safeguarding and Child Protection 
trainings have been led with the Department for 
Social Services District officers, strengthening 
volunteers’ understanding of existing 
community-based child protection structures. 
Additionally, the engagement of the Ministry of 
Youth at national level to support the rollout of 
the ISOP component, has seen the programme 
being recognised by the ministry as contributing 
towards the achievement of its key result area of 
youth empowerment.

Since the baseline evaluation was 
conducted, the SAGE programme and its 
consortium members have consistently 
grown and maximised strong relationships 
with national and district stakeholders. 
This has resulted in sharing of programme 
learning, influencing of national policy, 
improved community access, co-design of 
teaching and learning materials for the ATL and 
ISOP components, conducting assessments 
together, joint monitoring and embedding 
sustainable approaches.

Partnerships have grown with multiple 
Ministries beyond MoPSE to include the 
Ministry of Women’s Affairs, Department of 
Social Development and the Ministry of Youth, 
spanning all eleven districts, with coordination 
at local, district, provincial and national-level 
platforms. District-level coordination and the 
support of district-level stakeholders has been 
invaluable to the rollout of SAGE activities and 
enabled girls to access learning even in the 
most challenging of circumstances, as shown 
through the granting of permission to conduct 
small group learning during strict lockdown 
periods in six districts.

Substantial achievements have been made 
in the uptake of SAGE’s learning materials. 
Through national and district level stakeholder 
engagement with MoPSE departments, 
particularly the Curriculum Development 
and Technical Service (CDTS), Non-Formal 
Education (NFE) and Learner Welfare and 
Psychological Services (LEPSI) departments in 
the accelerated learning material development 
process, the programme was able to facilitate 
the approval of SAGE materials for use in 
learning hubs. Furthermore, in 2021, SAGE 
accelerated learning materials were approved 
by MoPSE for use in schools and communities, 
resulting in the formal launch of the SAGE 
modules by the MoPSE Permanent Secretary in 
April 2021.

SAGE has influenced the recognition 
of teaching and learning approaches in 
supporting blended learning. For example, 
the small group learning concept introduced 
by the three GEC Zimbabwe partners is now 
part of the MoPSE Learning Catch Up Strategy. 
Also, some of SAGE teaching and learning 
reading cards have been integrated into the 
draft Implementation Framework of the MoPSE 
National Learning Catch Up Strategy. 
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1.7	 CONCLUSIONS

As the Education sector globally and in 
Zimbabwe rethinks and resets education 
service provision in the era of COVID-19, 
the SAGE programme as an innovative NFE 
model focused on out-of-school girls offers an 
example of how educationally marginalised girls 
of various identities, abilities, ethnicities and 
circumstances can be supported to learn, lead 
and thrive before and during a pandemic[1].

At the end of this alternative midline process, it 
is useful to revisit the guiding questions which 
underpinned it, namely: 

•	 What progress can the programme 
demonstrate for each of its outcomes and 
intermediate outcomes? 

•	 What were the specific impacts of the 
pandemic on our intervention? 

Learning Outcome

Mobilising flexible and multi-modal learning 
pathways has effectively supported 
educationally marginalised girls to access 
high-quality accelerated learning and life 
skills sessions

By pivoting to a multi-modal and flexible 
delivery model involving learning pathways 
spanning door-to-door learning, phone-based 
learning, small group learning and hub-based 
sessions, SAGE has enabled girls to exercise 
more control over how they would like to access 
learning content in the context of their individual 
circumstances. This is evident through the 
increase in service uptake, as well as the 
sustained demand for these modalities from 
girls even when the hubs reopen. This underpins 
SAGE’s strong progress towards its goal of 
supporting girls’ learning outcomes by enabling 
access to high quality learning and life skills.

In early 2020, the SAGE programme 
acknowledged the need to move towards 
distance learning but the onset of COVID-19 
fast-tracked this adaption. It is rewarding to 
see that the impact of COVID-19 has also 
been to open up new opportunities for girls 
who have been historically left behind but can 
now learn in a modality that meets their needs 
and enables them to access learning whilst 
balancing wider childcare, household and 
livelihood demands. The SAGE multi-modal 
model demonstrates how learning spaces and 
education services can fit around the lives of 
educationally marginalised girls. Its innovative 
design holds substantial potential to be tested 
at scale and influence how education provision 
at the system-level can be made flexible to 
accommodate the diverse needs of girls. 

Regular attendance requires the holistic 
support of peers, volunteers, families, male 
partners and communities 

The SAGE programme’s Theory of Change is 
founded on the assumed causal link between 
girls’ regular attendance at high-quality learning 
sessions and improved learning outcomes. 
This alternative midline process provides useful 
evidence as to the holistic and multi-pronged 
approach required to achieve this and the areas 
where SAGE is making progress towards this as 
well as areas of improvement needed. 

Supportive enabling environments at household, 
hub and community-level are highlighted as 
integral to girls’ attendance. For girls who 
reported attending SAGE sessions regularly, 
the common factor mentioned across the hubs 
was strong community support based on an 
appreciation of the benefits that the SAGE 
programme would bring to the girls. Some 
girls reported that their husbands encouraged 
them to attend, often because of the perceived 
benefits that participation in SAGE would 
bring to the household’s income. Girls also 
highlighted the strong support of volunteers, 
who have demonstrated their commitment to 
the girls’ learning.
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Through the research study and wider 
qualitative methods, the SAGE programme 
has gained a greater understanding of the 
barriers which impede girls’ learning journeys 
beyond initial access and their nuanced impact 
dependent on girls’ characteristics. This 
alternative midline process also unearthed 
examples of where SAGE’s standards and 
expectations may not be enacted, as well as 
the scale of transformative change needed. 
Evidence of the backlash some girls receive 
from their communities, peers and partners, 
as well as the burden of household chores 
and care responsibilities, demonstrate 
the importance of gender-transformative 
programming which seeks to tackle the root 
cause of gendered social barriers and mobilise 
change at the community-level. Efforts by the 
SAGE consortium continues to be essential 
to transform harmful patriarchal norms and 
highlight the ongoing journey still ahead in 
enacting girls’ rights to education. 

SAGE is supporting out-of-school girls to 
develop literacy and numeracy skills during a 
time of severe educational disruption

The rollout of the Learning Progress 
Assessment (LPA) model has enabled the SAGE 
programme to follow a girl-centred approach 
by utilising a volunteer-applied assessment 
methodology. Its results from 2,713 girls in 
Cohort 1 (who undertook the MPA) and 756 girls 
in Cohort 2 (who undertook the IPA) provide 
evidence that SAGE is successfully progressing 
girls towards improving their learning outcomes 
in literacy and numeracy. 

Results showing that girls have achieved higher 
learning scores in both literacy and numeracy, 
after a year’s exposure to the programme, 
despite being in a period of disruption caused 
by the COVID-19 pandemic, offer evidence 
as to the effectiveness of SAGE’s gender-
responsive, learner-centred and innovative 
accelerated teaching and learning programme 
and relevant adaptations made during the 
COVID-19 response. Encouragingly, the findings 
presented from the SAGE learning progress 
assessments undertaken between November 
and December 2020 present evidence that, 
after the equivalent of a year’s exposure to 
SAGE’s learning interventions, SAGE learners 
are achieving stronger results in literacy and 
numeracy despite the disruption caused by the 
pandemic. This reflects an approach whereby 
SAGE has focused on important foundational 
skills and, through the LPA approach, sought to 
understand where individual students are in their 
learning via a continuous assessment model. 

However, due to the cross-sectional nature 
of the learning assessment data analysed for 
this report, the programme is unable to track 
individual girls’ learning journeys and thus to 
identify definitively the extent to which SAGE 
has supported individual girls to improve their 
learning outcomes in literacy and numeracy. 
At endline, the programme will have data for 
individual girls across multiple assessment 
points, which will enable it to draw further 
conclusions about SAGE’s impact on learning. 
The consortium is proud of the achievements 
to date on the rollout of the LPA model and 
welcomes the learning resulting from this 
process that will help to refine the approach, 
including through further strengthening of data 
processes, communication and linkages into 
SAGE’s adaptive management approach. 
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Skills-based, gender-responsive and 
practical learning facilitates girls’ aspirations 
and motivation to enrol in accelerated 
learning programmes

This alternative midline process has 
strengthened the programme’s understanding 
of what educationally marginalised girls want 
to learn. Skills-based, gender-responsive and 
practical learning has been found to broaden 
girls’ aspirations and propel girls into new and 
previously unimagined pathways. 

SAGE has centred itself on the importance 
of acquiring practical skills, which girls have 
strongly associated with their ability to transition 
successfully and engage in income-generating 
activities in the future. This is particularly the 
case among older girls and young mothers, 
who voiced their preference for practical or 
vocational skills training over purely literacy and 
numeracy learning. The programme has been 
able to harness the desire for vocational skills 
training as an effective incentive for girls to enrol 
into and attend literacy and numeracy sessions 
by linking participation in ISOP to completion 
of the ATL component. For future programmes 
targeting out-of-school girls, this points toward 
the need for a holistic set of interventions 
incorporating a vocational skills or livelihoods 
element alongside other forms of learning. 

The CoGE model is an effective and valued 
mechanism for improving girls’ confidence, 
self-efficacy and agency, and should be 
considered for integration into other OOS 
programmes

SAGE has made successful progress in 
continuing to support girls to learn, build 
confidence and life skills and access vocational 
training through a time of immense disruption. 

The CoGE component is one of the 
programme’s core strengths and is valued 
highly by girls participating in SAGE. Evidence 
gathered in this process indicated that 
participation in CoGE has introduced girls 
to a variety of future pathways, while the 
confidence gained through CoGE sessions has 
strengthened girls’ belief in their capability to 
learn and achieve their chosen transition route, 
in line with SAGE’s ToC. Evidence has emerged 
through qualitative data that participating in 
CoGE sessions has supported girls to improve 
their self-efficacy and gain the confidence to 
advocate for themselves and others. 

Although results in this report are encouraging, 
other sources of data indicate that gendered 
norms are still prevalent, with 40% of girls 
disagreeing with the statement that men and 
women should equally share household chores. 
Evidence within this midline suggests that 
CoGE sessions provide girls with a space in 
which they can question gender norms and 
stereotypes and explore and expand their 
understanding of the roles that women can 
occupy in life. It is not clear yet whether this 
behaviour change process has been slowed by 
the onset of COVID-19 whereby girls have been 
challenged to gather in groups in and outside of 
SAGE sessions and whether one-on-one phone 
or household sessions by SAGE volunteers 
allow this exploration to fully take place. 

Becoming a Champion of Girls’ Education 
has a wider transformative influence

The CoGE curriculum not only invokes change 
at the individual-level but evidence gathered 
in this process demonstrates that when girls 
learn about their rights relating to GBV and 
SRHR, they share these messages within their 
households and communities, creating a ripple 
effect that contributes to positive changes in 
attitudes and behaviours. Evidence from girls 
that they themselves have become educators, 
by sharing their knowledge and experience with 
their partners and husbands, and that this has 
had a positive influence on their inter-personal 
relationships, is enlightening and demonstrates 
the strength of the CoGE component. 
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Transition Outcome

Girls’ preferred transition pathways may not 
conform to programme assumptions and 
more exploration of the impact of contextual 
and intersectional factors that shape girls’ 
aspirations is needed 

Despite four different transition pathways 
being promoted through SAGE, at midline, 
girls continued to express a preference for 
transitioning into skills training or employment 
over re-entering education. This was identified 
at baseline stage and has been substantiated 
both by monitoring data and midline findings. 

Findings in this process highlight a perception 
amongst girls and their husbands that 
participation in ISOP will aid their household 
income. In the context of the protracted 
economic crisis in Zimbabwe, compounded by 
the impact of COVID-19, it is unsurprising that 
pathways linked to skills acquisition and income 
generation are particularly valued. 

The preference amongst older girls and 
young mothers for vocational skills training is 
also indicative of a wider need to tailor and 
nuance interventions according to the needs 
of girls and young women at different life 
stages. Whilst there is considerable evidence 
that entering training or employment is a 
more attractive transition pathway for many 
girls than re-entering education, some girls 
expressed a desire to return to formal or non-
formal education. 

As the first cohort of SAGE girls graduate 
from early 2022, SAGE has an opportunity to 
assess transition preferences and add to the 
evidence base on how characteristics such as 
socio-economic status, age and marital status 
could influence both girls’ pathways and their 
successful transition. The programme has 
also yet to fully understand how information 
about available opportunities, as well as 
improved financial and emotional support 
from their families, influence girls’ preferences 
and success in pursuing their preferred 
transition pathways. 

Skills training is a major incentive for 
enrolment and participation in SAGE

The SAGE ToC proposes that transition 
outcomes will be achieved by highly 
marginalised adolescent girls having improved 
levels of market-relevant livelihood skills. This 
alternative midline process has demonstrated 
that SAGE’s skills training component which is 
centred on a community-based market driven 
approach has successfully progressed towards 
this outcome. 

This report’s inclusion of qualitative evidence 
provides a refreshing insight into what girls who 
are often seen as the ‘hardest to reach’ want in 
an accelerated learning programme and their 
transition journey when their ambitions and 
aspirations have been ignited. 

Although findings are based only on SAGE’s 
first cadre of ISOP participants, who have 
yet to graduate and for whom a larger body 
of evidence will be gathered in early 2022, 
the feedback from girls and their wider 
community has signalled that the ISOP 
component has been a major incentive for 
participation in SAGE, as it is perceived as 
providing opportunities for income-generation 
and employment. By tying entry to ISOP with 
attendance, the SAGE programme has been 
able to utilise girls’ energy and motivation to 
improve their participation in ATL and CoGE 
elements. By focusing on a community-based 
approach utilising local Mastercrafts people 
rather than supporting girls to access static or 
residential settings, it has demonstrated a more 
inclusive and resilient model. 

Girls value the skills they have gained or 
anticipate gaining through ATL, CoGE and ISOP 
sessions in supporting them to identify and 
achieve a variety of transition pathways. With 
a clear link developed between the acquisition 
of literacy and numeracy skills and their 
ability to transition into vocational training or 
employment, this validates the SAGE Theory 
of Change that supporting girls with access to 
high-quality education and market-relevant skills 
will improve their confidence to learn, identify 
and proceed into positive transition pathways. 
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Sustainability Outcome 

Support from the community and male 
stakeholders is key to supporting girls’ 
education with more work ahead on shifting 
harmful gendered norms 

Since its inception, the SAGE programme has 
employed a community-driven approach with 
community-based structures and members 
playing an integral role in the establishment 
of learning activities, enrolling girls and 
mobilising wider community support. This 
has provided positive indications that SAGE’s 
communities have been able to adopt more 
positive and supportive attitudes toward girls’ 
education and suggests that the impact of 
the programme will be sustained in the long 
term as per SAGE’s ToC. This approach has 
been intensified in SAGE’s third year, with the 
launch of specific interventions in the form of 
CoGE’s intergenerational dialogues and male 
engagement sessions. 

Findings have presented evidence of male 
stakeholders demonstrating their support 
to learners in practical ways. This has been 
illustrated by religious leaders, boys and young 
men, husbands, parents, and caregivers aiding 
the recruitment of girls, encouraging consistent 
attendance and providing additional materials. 
It also appears that mobilisation of support has 
taken time as SAGE’s reputation has grown 
within communities.

Although progress towards mobilising positive 
gendered attitudes is promising, the consortium 
is conscious of the longer journey ahead, with 
programme monitoring data still detecting a 
substantial minority of men who expressed 
regressive views. The programme has also 
encountered challenges in engaging men in 
men’s clubs and intergenerational dialogues due 
to a lack of time and motivation. The consortium 
will continue to adapt to not only mobilise 
support but facilitate transformative shifts at 
community-level. 

Strong partnerships with national and 
district-level stakeholders have been 
established and hold promise for the long-
term and sustainable handover of SAGE’s 
services 

SAGE’s collaboration with multiple government 
agencies at various levels has yielded tangible 
results and is one of SAGE’s key achievements. 
The approval of its accelerated learning 
materials by MoPSE in April 2021 for use in 
schools and communities, as part of a suite 
of resources to complement distance learning 
during school closures, remains one of the 
programme’s greatest contributions to the 
long-term provision of non-formal education 
in Zimbabwe. The SAGE programme has 
established itself as a programme that is able 
to demonstrate to government agencies the 
operational reality of implementing their policies 
as they aim to provide inclusive, equitable 
and quality education for highly marginalised 
learners. These small steps are contributing to 
ensuring the larger policy environment is made 
more responsive to girls’ needs.

SAGE’s effective collaboration and engagement 
at district level have also facilitated a shift 
towards service delivery being taken over 
by MoPSE staff, a practical step towards 
meaningful sustainability ahead of the 
programme closing in July 2023. 

By maximising its community-driven approach, 
the SAGE programme has offered an example of 
how community-based volunteers can maintain 
learning support through the most challenging 
of events. This level of independence and 
autonomy will aid the programme as it moves 
towards embedding a hub-specific focus 
through which hubs and their surrounding 
communities are taking ownership of activities 
and systematically reflecting on how they can 
strengthen support to learners. This has been 
bolstered by capacity building efforts through 
this alternative midline process and ongoing 
professional development activities which have 
provided technical support to programme staff, 
hub volunteers and district-level MoPSE staff. 
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SAGE has made substantive progress 
towards its core outcomes and will continue 
to build on this to strengthen the support 
provided to out-of-school girls in Zimbabwe 

Overall, evidence collected through this 
innovative and creative alternative midline 
approach indicates that the SAGE model has 
made strong progress towards the attainment 
of its three key outcomes of learning, transition 
and sustainability. 

For the SAGE consortium to be able to deliver 
services, enhance its monitoring of them, 
analyse and present those findings whilst 
mitigating the impact of the COVID-19 pandemic 
throughout 2020-2022 is a testament to the 
SAGE consortium’s commitment to learning 
within itself and for the girls, communities and 
government partners it supports. The SAGE 
consortium has valued the opportunity to utilise 
evaluation funds in what transpired to be an 
innovative, flexible and collaborative approach 
that has strengthened programme learning and 
the capacity of the wider consortium. It has 
also recognised and amplified the experiences 
and voices of girls, who have been “been out of 
sight and too silent for too long”. Cumulatively, 
this assists the SAGE consortium and wider 
stakeholders to continue to strengthen the 
quality of the services they deliver to out-of-
school girls in Zimbabwe. 

1.8	 RECOMMENDATIONS

These recommendations were developed 
through a participatory and reflective process 
involving the wider SAGE consortium. The 
emerging findings were shared with the 
consortium for review and each partner 
engaged in an internal reflection exercise to 
consider actionable recommendations to take 
forward based on the report’s findings. 

The consortium then conducted a participatory 
workshop to share the outcomes of each 
partner’s internal reflections and to create 
space for discussion. The ten recommendations 
below are for new actions and originate from 
this participatory reflection and discussion 
process. They are also complemented with 
existing adaptive measures which feature in 
previous chapters.
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RECOMMENDATIONS TO AID LEARNING OUTCOMES

Enhancing SAGE’s existing ‘Communities of Effective Practice’ 

The SAGE programme, with the technical leadership of the Open University, has established 
a strong and responsive continuous professional development model which has supported 
volunteers to implement the SAGE teaching and learning strategy, utilising gender-
responsive, inclusive and learner-centred pedagogies in pre- and current COVID-19 periods. 
This has been aided by the establishment of a ‘community of effective practice’ which draws 
upon a range of modalities including direct and virtual trainings, mentoring support, reflective 
tools, lesson observations, videos of good practice and partnerships with Teacher Training 
Colleges and district-level MoPSE representatives.

This alternative midline process has indicated areas for volunteers to further develop and 
suggested adjustments of existing modalities, with those that support SAGE’s sustainability 
outcomes of particular interest. 

LPA findings indicated a trend for lower learner scores in numeracy than literacy at IPA and 
MPA. Based on this, the consortium recommends pairing district teams based on identified 
areas of weakness and strength to further facilitate the sharing of expertise within SAGE’s 
communities of reflective practice. Additionally, the consortium will look to develop online CPD 
trainings focused on numeracy and incorporating EPEL videos. Community Educator trainings 
will look to include a focus on specific numeracy sub-tasks to identify where the issues are, 
both in terms of girls’ understanding and teaching practices. 

To support learners who are already attaining yellow band scores (Grade 5+) at MPA stage, the 
consortium recommends supporting educators to understand how they can provide extension 
work to stretch and motivate higher-achieving girls through differentiation of activities. As 
extension activities are already incorporated into SAGE’s ATL modules, this support will be 
undertaken through refresher training. 

1
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Strengthening learning support to specific sub-groups

In terms of further support required, IPA findings indicate that girls with disabilities enter the 
programme with the lowest literacy and numeracy attainment levels and hence have the 
furthest to travel in their learning to attain SAGE’s aim of Grade 5 equivalent proficiency. The 
programme will continue to encourage volunteers to utilise the SAGE Disability Directory, 
which was designed to support volunteers’ understanding of girls’ individual needs. However, 
the consortium recommends maximising its existing partnership with Teacher Training 
Colleges (TTCs) to aid the assessment of learners with disabilities. This would strengthen the 
programme’s ability to obtain data which reflects the true picture of the learners’ performance 
level and provide a mechanism for communities to understand how to support learners with 
disabilities even after SAGE closes. The consortium also recognises the benefits of further 
targeted hub-specific CPD on how to support learners with disabilities, which would build on 
learning gained from existing centralised programme-wide trainings. 

Given the lower scores at MPA stage for girls who have never been to school, it is 
recommended that CEs identify girls from this group and provide targeted support upon 
entry. It would also be beneficial for the programme to explore in more detail the specific 
barriers to learning for this group. Feedback gained in the early implementation of the 
MTRP indicated that girls who had never been to school struggled to study independently 
in times of limited movement. As the programme seeks to enhance its home-based learning 
component, it is envisaged this group will particularly benefit from this adaption which will 
engage and strengthen parents’ capacity to support learners at the home-level. 

Increasing learners’ awareness of SAGE objectives 

The girl-to-girl learning conversations illustrate the pride, value and identity that girls develop 
within the SAGE programme and in becoming a learner. The diverse benefits that learning 
brings them, from reading text messages to being able to calculate profits, is testament to the 
holistic model that SAGE has created. 

The challenge of this holistic model is maintaining a consistent understanding of what 
SAGE can provide and its objectives, which if misunderstood can also impact on learner 
engagement and wider enrolment and attendance. The feedback of some girls, particularly 
older girls and those with children, indicating that they perceive SAGE as too elementary 
for them and consequently feel that there is stigma attached to their attendance, or their 
preference for ISOP over ATL, challenges SAGE’s core principles that foundational literacy 
and numeracy underpin girls’ progression into life and vocational skills.

For girls who struggle to understand SAGE’s objectives and the linkage between foundational 
skills and life and vocational skills (the three components of SAGE being ATL, CoGE and 
ISOP) the consortium recommends further messaging and sensitisation at the community 
and hub-level to link the components and strengthen girls’ and communities’ understanding 
of how the ATL curriculum can facilitate girls’ transition into vocational and employment 
pathways. This would emphasise all three components’ crucial impact on their individual 
success, realistic timeframes for accessing ISOP, and the long-term benefits of SAGE. 

2
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Facilitating Safe and Gender Equitable and Socially Inclusive Learning Environments to 
aid attendance

By continuously seeking to understand the barriers external and internal to SAGE, SAGE 
aims to facilitate safe and inclusive learning environments for girls across a wide range 
of ethnicities, ages, identities and circumstances. Maintaining regular attendance of girls 
has been an ongoing challenge within SAGE, not aided by the disruptive onset of the 
COVID-19 pandemic. 

Girls’ feedback from the research study related to bullying and violence in the hubs prompted 
thorough investigation and follow-up measures and highlighted the need for consistent 
understanding by learners and volunteers of appropriate behavioural standards and reporting 
mechanisms. Current recommendations include monthly awareness raising to girls on 
safeguarding standards and reporting mechanisms by reinforcing messages currently in 
modules; including a module on bullying and hub codes of conduct in CoGE sessions; and 
refresher training for hub volunteers on safeguarding standards and their code of conduct. 

In relation to reports of tension in some sessions due to mixed age and ability-grouping, 
based on wider programme learning, the consortium believes mixed sessions can be 
effective for learning but recognises that issues can arise from this model. Therefore, it is 
recommended that a more hub/context-specific approach is required whereby if incidents 
occur and hub monitoring findings report concerns, then hub teams may be supported to 
reflect on whether a return to non-mixed groups is preferable.

In relation to girls’ reports of attendance being hindered by sickness and menstrual hygiene 
management, the programme is committed to referring girls to available local SRHR services 
and other programmes within and outside of PIZ and will renew efforts to identify more 
community-based sustainable approaches such as self-production of reusable pads. 

For girls with disabilities who reported challenges accessing hubs, the team will seek to 
ensure these girls are fully aware of and linked to small group or door-to-door sessions. 
However, it is recognised that this reduces opportunities for peer interaction. The team will 
explore the possibility of girls with disabilities being able to support site selection of future 
satellite hubs. 

Key to ensuring hubs meet girls’ needs is learning through follow-up activities what prevents 
girls from attending. Given 61% of girls surveyed reported not being aware of SAGE’s follow-
up measures, the consortium recommends increasing follow-up processes through its MERL 
team as well as through sustainability meetings held with HDCs at hub level, which reinforce 
the role of HDCs in supporting following up on girls identified as at risk of dropping out.

4
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Shifting harmful norms and attitudes

Findings in this alternative midline process illustrate promising and positive experiences 
of support from the wider community and men following involvement in SAGE’s CoGE 
focused activities.

Recommendations are for the content and discussion topics of male engagement and boys’ 
CoGE sessions to be adjusted to mobilise the shift of entrenched negative gender norms 
related to women’s leadership and GBV as well as on sharing of household responsibilities 
to aid girls’ participation in SAGE, in response to the findings from the attendance study 
that girls’ household chore burden was the biggest barrier to attendance. This would be 
particularly useful in Apostolic communities where a higher proportion of girls cited a lack of 
time as a barrier to attending SAGE sessions than from other religious groups. 

There is also an acknowledgment that behaviour change can be achieved through methods 
other than delivery of the CoGE curriculum. Many social norms approaches recognise and 
promote the power of role models in the change process. By acting as advocates and 
exemplifying positive change, role models can inspire changes in behaviour and practice 
within communities. Therefore, the SAGE programme will explore the possibility of publicising 
role models to promote the benefits of shifts in behaviour and attitudes that align to its 
gender-transformative agenda. 

RECOMMENDATIONS TO AID TRANSITION OUTCOMES

Expanding post-training support

SAGE’s vocational skills component (ISOP) has proven to be an extremely popular and 
motivating component. However, findings suggest that more expansive support may be 
valuable to girls after the training period to consolidate their skills into viable self/employment 
and by maximising linkages with existing services, government departments or supportive 
networks. These are to include the development of a ‘Transition Guide’ to aid signposting 
to further advisory services, facilitating access to local financial services, providing further 
information in management, marketing, technology, resources etc. through government 
departments, linking with and mainstreaming into local economic development programmes 
(such as the Ministry of Women’s Affairs Development Fund and Bank) and follow-up visits 
from these wider advisory and technical services. Key to girls’ success could be facilitating 
the creation and registration of sustainable community structures (self-help, savings and 
credit groups, business centres, girls and youth clubs, associations, association of those with 
disabilities peer to peer support networks).

5
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Mobilising community support

Adequate and appropriate equipment is essential to the production of quality products 
that are viable and competitive in the market. Cognisant of its budget constraints, the 
consortium proposed that the ISOP component strengthen its business development element 
and self-help, savings and credit groups as a strategy for equipping girls with a means to 
access capital and hence obtain profits that could assist them to purchase equipment and 
other resources that can help them grow, diversify and sustain their small businesses. This 
builds on programme learning which has found some hubs have independently organised 
themselves into savings and lendings groups and have managed to purchase extra resources 
to ensure continuity and growth of ISOP. 

Supporting transition to formal school 

Whilst it is acknowledged that the majority of learners have shown a preference to transition 
to employment/self-employment, the programme is also conscious of the fact that there 
are younger girls (10-14 years) who require support to enrol into formal schooling as per 
the policy provisions. In order to facilitate transition to formal school, support to learners 
will be provided in two ways: firstly through BEAM[1] support and secondly by signposting 
girls to other organisations supporting learners with school fees. Regarding BEAM support, 
the programme will leverage the support of the established Hub Development Committees 
(HDCs) to facilitate the enrolling of learners in formal school. This will be accomplished by 
linking HDCs and community level BEAM selection committees to co-opt SAGE learners 
under the BEAM support scheme. 

A community mapping exercise will be conducted by the programme to identify existing 
opportunities from other organisations that may be focusing on offering school fees 
assistance to out-of-school learners to enrol back into formal schools. The programme will 
engage with the identified organisations to facilitate girls to be considered for support. 

The programme will look to further assess the impact of age as a factor on transition pathway 
preference. This will enable the SAGE programme and similar NFE programmes to balance 
efforts and accommodate transition focus between two substantially different age-groups 
and direct these girls to the appropriate government partners for all viable pathways, which in 
the case of Zimbabwe sit under MoPSE and MoY. 

Underpinning all this support will be raising awareness to girls and parents/caregivers about 
the New Education Act[2] which prohibits schools from turning away learners for non-
payment of school fees and on the basis of pregnancy.

7
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RECOMMENDATIONS TO SUSTAINABILITY OUTCOMES

Enhancing the sustainability of the CoGE component

The CoGE component has demonstrated its value in improving girls’ self-efficacy and would 
benefit from strengthened partnerships and community linkages to ensure these changes 
and reach can be sustained post project-closure. The consortium recommends strengthening 
links with the most appropriate partners that will own, reinforce and support the intervention 
and ensure its impact. These include the Ministry of Women’s Affairs, Community, Small 
and Medium Enterprises Development (MWACSMED), traditional and religious Leaders, 
Community Based Organisations (CBOs) and women’s rights organisations. Although the 
SAGE programme has already been engaging with the MWACSMED, there is a need to 
strengthen that engagement by ensuring that CoGE clubs are integrated in MWACSMED’s 
action plans at community level. MWACSMED is the parent ministry under which CoGE clubs 
fall, hence its role will be essential to facilitate integration and recognition of CoGE clubs 
within their community level structures.

Other forums which the SAGE consortium believes could be of value in strengthening 
government engagement would be through the participation of the programme in the 
national-level Education Coordinating Group as a platform to advance SAGE’s influencing 
agenda. This would be aided by the support of the FCDO Zimbabwe office to gain access 
to this forum. This is in addition to the existing participation in national-level forums such as 
ECOZI and the Education Cluster.

Sustainability of SAGE’s Learning approach

The programme has tested innovations by offering different learning support pathways 
as part of COVID-19 adaptations and developed models around NFE delivery aligned 
to the updated curriculum’s objective of having learners exiting the education system 
with competency skills. These approaches offer great opportunities for strengthening 
the implementation of an inclusive NFE policy. To facilitate the recognition of the tested 
innovations at system level by the MoPSE, the programme will focus on delivering multi-
stakeholder learning events, starting with one scheduled for March 2022. These multi-
stakeholder learning events will create an opportunity to disseminate results such as 
those in this report and for relevant stakeholders to learn about the programme’s positive 
impact on the delivery of learning opportunities to hardest to reach marginalised girls. It 
is hoped that through such learning events, SAGE’s programme learning will support the 
effective rollout of an inclusive, relevant and quality NFE policy in Zimbabwe. 
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2.	 INTRODUCTION TO SAGE
The Girls’ Education Challenge (GEC) now led by the Foreign, Commonwealth 
and Development Office (FCDO) has been the leading global fund dedicated 
to girls’ education since 20127, supporting over 40 projects in 17 countries. 
As part of its second phase, a second cohort of girls have been supported 
through its Leave No Girl Behind (LNGB) funding window, with a focus on the 
most educationally marginalised girls. 

7	 Launched by the legacy Department for International Development (DFID)
8	 Guidance Note: Gender Transformative Education and Programme: Plan International (2021)
9	 Zimbabwe’s largest provider of telecommunications services and a leading telecommunications, media, and technology company
10	 MoPSE (2015) The National Non-Formal Education Policy For Zimbabwe: Promoting Alternative Pathways To Increase Access To Quality 

Education In Zimbabwe.

The Supporting Adolescent Girls’ Education 
(SAGE) programme as funded through the 
LNGB window is a five-year programme 
which commenced in August 2018 and aims 
to achieve improved learning outcomes and 
assist transition into formal education, training 
or employment for 13,200 highly marginalised, 
out-of-school adolescent girls in 11 districts 
across Zimbabwe. As a gender transformative 
education programme, SAGE seeks to work 
at multiple levels to promote and improve 
education for girls by tackling the root causes of 
gendered social and economic barriers and to 
create an enabling environment for transforming 
unequal gender norms8.

The programme led by Plan International UK 
is implemented through a consortium of faith-
based, academic and private sector partners 
which include Plan International Zimbabwe 
(PIZ), the Open University (OU), Christian Blind 
Mission (CBM) UK, the Apostolic Women’s 
Empowerment Trust (AWET) and ECONET.9 
The programme is implemented under the 
oversight of the Ministry of Primary and 
Secondary Education (MoPSE) and seeks to 
operationalise their Non-Formal Education (NFE) 
Policy10 which promotes alternative pathways 
to increasing access to quality education for 
marginalised learners. 

SAGE focuses on providing high-quality, 
accelerated, non-formal education across 88 
accessible and girl-friendly Community-Based 
Learning Hubs (CBLHs). SAGE aims to deliver 
sustainable and transformative change through 
skills training, engagement with civil society and 
government stakeholders, and the mobilisation 
of parents, boys and the wider community to 
adopt more positive gender attitudes to support 
and protect girls and their education. As part 
of a community-driven approach, services are 
based from CBLHs, which are aligned to a local 
school and supported by a Hub Development 
Committee (HDC) which leads the selection 
of hub sites, identification of volunteers and 
wider community mobilisation. Staff from Plan 
International, CBM and AWET provide in-
country technical and operational leadership 
and maintain monitoring, evaluation, research 
and learning (MERL) and financial standards. 
Services are directly provided by a network of 
over 500 incentivised community volunteers 
in roles spanning Community Educators 
(CEs), Learning Assistants (LAs), Non-Formal 
Education (NFE) mentors, Champions of 
Girls’ Education (CoGE) facilitators and 
Mastercrafts persons. 
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SAGE’s learning programme is centred 
around all girl learners attending six hours of 
session per week, consisting of four hours of 
the accelerated teaching and learning (ATL) 
sessions which cover numeracy and literacy 
and two hours of CoGE sessions. For boys, 
their focus in SAGE is promoting gender 
equality and girls’ rights. Therefore, they do not 
attend ATL sessions but undertake two hours 
of CoGE sessions per week. In CoGE, using 
a gender-synchronized programme, boys and 
girls work through most of the modules in their 
curricular separately, but covering similar topics. 
They then come together for four sessions to 
dialogue on gender issues and other topics. 

The three primary programme outcomes that 
SAGE and the GEC are striving for and to which 
progress is reviewed towards in this alternative 
midline process include:

•	 Learning: the improvement in literacy 
and numeracy performance of out-of-
school girls as well as their increased 
self-efficacy and life skills.

•	 Transition: an increase in likelihood 
of highly marginalised adolescent 
girls transitioning through non-formal 
education or back into formal education, 
into vocational or life skills training or into 
fully paid employment which could be 
self-employment. 

•	 Sustainability: the expectation that the 
changes brought about through SAGE 
are sustainable following the end of the 
programme, due to fundamental shifts 
in social norms, practices, behaviours or 
attitudes in the programme communities 
and through the continued efforts and 
increased capacity of local stakeholders 
and by relevant government stakeholders 
including the Ministry of Primary and 
Secondary Education (MoPSE) and the 
Ministry of Women’s Affairs, Community, 
Small and Medium Enterprise 
Development (MWACSMED). 
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3.	 PROGRAMME THEORY OF 
CHANGE AND BENEFICIARIES/
PARTICIPANTS:

Girls in Zimbabwe face a multitude of barriers to access an inclusive, quality 
education (see Section 3.2). SAGE’s Theory of Change11 (ToC) assumes 
that reducing barriers at the household, learning-space, community and 
system-levels will improve girls’ access to high-quality education and skills 
acquisition, improve their confidence to learn, identify and proceed into 
positive transition pathways, as well as creating sustainable supportive and 
enabling environments at the community, district, and national-level. See 
Annex 3 for the latest ToC as revised in August 2021. 

11	 As per the revised Theory of Change as provided to the Fund Manager in August 2021

SAGE’s three overarching final outcomes are 
underpinned by five intermediate outcomes, 
with the programme working on the basis that:

•	 Learning outcomes will be supported 
by highly marginalised adolescent 
girls regularly attending high-quality, 
accelerated learning sessions and 
increasing their self-efficacy and life skills.

•	 Transition outcomes will be supported 
by highly marginalised adolescent girls 
improving their levels of market relevant 
livelihood skills.

•	 Sustainability outcomes will be 
supported by communities adopting 
more positive gender attitudes and 
mobilising to support and protect girls, 
as well as strong and active partnerships 
being formed with Ministry officials and 
other civil society actors to advocate 
for more inclusive, gender-responsive 
education policies.

These final and intermediate outcomes 
are supported by six outputs with the 
accompanying key interventions which seek to 
remove these barriers:

i.	 Out-of-school (OOS) adolescent girls are 
able to access high-quality accelerated 
learning programmes

ii.	 Community Educators & formal sector 
Non-Formal Education (NFE) mentors 
are trained and supported to employ 
inclusive, gender-responsive teaching 
strategies 

iii.	 	Adolescent girls and boys are supported 
to learn about and discuss life skills and 
their SRHR

iv.	 Adolescent girls and their families 
are supported to participate in skills 
development opportunities

v.	 Adolescent and adult champions of 
gender equality engage others in their 
communities in dialogue on girls’ rights

vi.	Programme evidence and learning 
– including girls’ own voices and 
experiences – are shared with key 
stakeholders at district and national level.
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3.1	 BENEFICIARIES AND SUB-GROUPS

SAGE aims to reach the most educationally 
marginalised girls who have been unable to 
attend or sustain their attendance in formal 
schools to successfully acquire foundational 
literacy and numeracy skills at the proficiency 
level of Grade 5.

As per the communication shared with the GEC 
Fund Manager (FM) in March 2020, the SAGE 
programme streamlined its recommendations 
into seven sub-groups to specifically target 
support for and tailor its interventions in line 
with their needs, as well as to focus monitoring, 
evaluation and learning activities. 

These sub-groups originate from key axes of 
vulnerability and characteristics that contribute 
and intersect to compound the educational 
marginalisation of girls. These are: gender, age, 
marital status, school experience, ability, religion, 
ethnicity and level of poverty/socio-economic 
status. Therefore, the seven sub-groups included 
in the SAGE intervention and hence monitored 
by this alternative midline process are in the 
following table, along with their accompanying 
total enrolled numbers and the proportion of 
each sub-group within the overall cohort at 
the time of reporting. Please note, girls can 
hold multiple characteristics e.g. be a young 
mother, with a disability and from an Apostolic 
community so individual girls will be reported 
across multiple fields when analysis is presented.
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Table 1

12	 Enrolment figures as reported in the Q5 report and stated in baseline evaluation report in Annex 5: Beneficiaries table
13	 This is the latest figure (as at March 2022) based on an updating of the programme’s database with data from CBM. Girls with disabilities 

have been identified using the Washington Group questions.
14	 This figure was based on the programme’s internal mapping exercise at baseline across the entire SAGE cohort, during which there may 

have been inconsistent application of the Washington Group questions on disability. The external evaluator identified that a much higher 
proportion of girls within the treatment sample at baseline had a disability – 123 out of 416 girls in the sample (29.57%).

Total Number of girls enrolled

No. Characteristic Sub-group Definition Number/% 
of girls from 
this subgroup 
enrolled at 
midline point

Number/% of 
girls enrolled 
at baseline 
evaluation 
point

1 Marital status
Age

Young mothers 
/ expectant

Girls who are 
pregnant or have at 
least one child

4,741/40% 921/23%

2 School 
experience

Girls who have 
never been to 
school

Girls who have 
no formal school 
experience

580/5% 1,546/37%

3 Religion Girls from 
the Apostolic 
community

Girls who belong to 
an Apostolic family 
/ community or 
identify as Apostolic

7,256/61% 1,351/33%

4 Ability Girls living with 
disabilities

Girls who are living 
with at least one 
disability

703/6%13 54/1.3%14 

5 Ethnicity Girls from 
ethnic 
minorities

Girls who are from 
the Kalanga and 
San ethnic groups

529/4% Not available

6 Marital status
Age

Married girls Girls who are 
currently married

4,172/35% 805/19.7%

7 Level of 
poverty 
/ socio-
economic 
status

Girls engaged 
in labour

Girls who are 
engaged in 
income generating 
or subsistence 
activities to support 
their families

11,507/97% Not available

At midline approach reporting point 
(January 2022)

11,867

At baseline evaluation reporting point 
(Aug-Sept 2019)

4,07512
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SAGE programme participants enter and 
receive learning interventions as part of a cohort 
model. Theoretically, the Accelerated Teaching 
and Learning (ATL) programme offers each girl 
two years of learning. The first year of learning 
covers modules 1a to 1c and the second year 
covers modules 2a to 2c. This comes with the 
caveat that not all girls will have two years’ 
exposure to the ATL programme because they 
may start at a higher learning level than module 
1a. Additionally, girls who are enrolled later 
in the programme may not complete the two 
years before SAGE closes in July 2023. For 
these girls, the programme’s aim is that they 
will continue to learn using the SAGE approach 
under the oversight of MoPSE and communities 
post-programme closure. 

With a staggered launch approach, Cohort 
1 was the first cohort in seven districts and 
Cohort 2 in four districts, starting June 2019 
and January 2020 respectively. Since November 
2020, an additional four cohorts have joined 
as the challenge of enrolling marginalised 
girls necessitated the shift towards a rolling 
enrolment approach instead of defined 
enrolment periods. Therefore, girls’ exposure 
length to SAGE’s interventions will vary. Please 
see below for a breakdown of the cohort 
enrolment numbers and enrolment dates. 

Table 2

Cohort 
Number

Number of 
districts 

Entry Date Number of girls 
enrolled in this cohort

1 7 May 2019 – Dec 2019 4,456

2 4 Jan 2020 – Oct 2020 2,285

3 11 Nov 2020 to Jan 2021 849

4 11 Feb 2021 to July 2021 1,996

5 11 Aug 2021 to October 2021 1,324

6 11 Nov 2021 to January 2022 957

Total 11 May 2019-January 2022 11,867

The SAGE intervention is intended for two years 
although this has been altered, given recurrent 
lockdown measures throughout 2020-2021, 
with the first round of girls’ exits/graduations 
scheduled for March 2022 for girls in Cohorts 1 
and 2. 
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3.2	 EDUCATION IN ZIMBABWE 

15	 UNESCO Institute for Statistics – Data as of December 2021 https://data.worldbank.org/indicator/SE.PRM.UNER.FE?locations=ZW
16	 Education Cluster Strategy: Zimbabwe Preparedness and Response Strategy, 26 March 2020
17	 Zimbabwe Education Cluster: Humanitarian Response and COVID-19 Sitrep: 09 July 2020 – https://www.humanitarianresponse.info/sites/

www.humanitarianresponse.info/files/documents/files/zimbabwe_education_cluster_situation_report_7_09.07.2020.pdf

With a strained and under-resourced Education 
system, the right to access an inclusive and 
quality education in Zimbabwe has been 
unattainable for many children. In 2019, when 
SAGE’s direct services began, UNESCO 
reported 434,72315 out-of-school children 
of primary-school age in Zimbabwe, which 
represented 15% of all primary-school aged 
children. Of these, 199,509 were female, 
representing 14% of female primary school-
aged children. 

Marginalised girls in Zimbabwe face complex 
and interdependent barriers to accessing 
education. Gendered barriers are compounded 
by interaction with other axes of identity 
and marginalisation, including age, religion, 
economic status, ethnicity, geography, and 
disability, among others. Girls’ limited access 
to education is fundamentally underpinned by 
pervasive gender inequality. This manifests in 
discriminatory and harmful social norms and 
high rates of gender-based violence and harmful 
practices such as early child marriage. 

At a girl level, barriers to learning can be 
understood through studies such as SAGE’s 
baseline evaluation conducted in August-
September 2019, which can be found in Annex 
11. It found the most frequently experienced 
barriers to be physical accessibility/distance to 
school (70.53% of girls), menstruation (55.89%), 
a lack of safety net for GBV (36.71%) and a 
lack of voice and ability to speak up (20.35% of 
girls). The most cited reason for not enrolling in 
formal school was an inability to afford school 
fees, as reported by 91.12% of surveyed girls, 
in the treatment cohort.

In the life of the SAGE programme, significant 
contextual changes had occurred even before 
the COVID-19 pandemic, with the Zimbabwe 
Education Cluster noting, “The education 
system in Zimbabwe was already stretched 
before the COVID-19 pandemic as a result of 
multiple crises, including the impact of Cyclone 
Idai last year [2019], the economic crisis and 
hyperinflation and the ongoing drought”16. 
Pre-pandemic, the Cluster had estimated that 
of the more than 3.4 million children of school-
going age (3 to 12 years) in Zimbabwe, at 
least 1.2million (35%) needed emergency and 
specialised education services in 202017.

The Government of Zimbabwe swiftly 
responded to the onset of COVID-19 with a 
national disaster declared on 17 March 2020. 
National lockdown measures were instigated 
from 24 March 2020 (Year 2) prompting the 
closure of schools and aligned non-formal 
education interventions, such as SAGE.
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3.3	 COVID-19 CONTEXT

18	 ‘Education in crisis: COVID-19 and adolescent’s education in fragile contexts’, Plan International UK, July 2021

As seen globally, the COVID-19 pandemic 
has enacted irreversible harm on children’s 
education. Girls’ education has been especially 
hit hard by the pandemic. COVID-19 has 
exacerbated existing barriers such as an 
increase in gender-based violence, greater risk 
of unplanned or unintended pregnancy and 
having to take on the gendered burden of care 
work18 and increased livelihood activities. This 
has coincided with the disruption, closure or 
inaccessibility of vital safety, protection and 
SRHR services. 

With the guidance of the GEC Fund Manager, 
the SAGE consortium partners galvanised 
to assess the needs at girl, community and 
volunteer-level as well as access to technology; 
coordinate with key stakeholders including the 
Education Cluster; review secondary data and 
identify how to pivot services with appropriate 
adaptations that could flex to a new operational 
model which anticipated phased re-openings 
of hubs/schools but recurrent periods of 
lockdowns on a national and district basis. 

These findings guided the development and 
implementation of adapted activities as outlined 
in SAGE’s Immediate Response Plan (May-
August 2020) and the subsequent Medium-
Term Response Plan (MTRP) implemented 
in Year 3 between August 2020 to July 2021. 
Based on these timelines, all data presented 
in this alternative midline approach was 
collected and analysed since the onset of the 
COVID-19 pandemic.

In the face of multiple waves of increased 
and then decreased COVID-19 cases, the 
Zimbabwean government has employed a 
model of cyclical lockdowns dovetailed with 
periods of lessened or no restrictions. Since 
March 2020, this appeared as the following 
pattern of full, partial or no lockdowns. 

SAGE Project 
Quarter

Q7 Q8 Q9 Q10 Q11 Q12 Q13 Q14

SAGE Project Year Year 2 Year 3 Year 4

Year 2020 2021 22

Month M A M J J A S O N D J F M A M J J A S O N D J

Full lockdown 
measures in place

Partial lockdown 
measures in place / 
restricted access in 
some districts

No lockdown 
measures in place
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This has affected all levels of the SAGE 
programme – from girls being unable to attend 
learning hubs and access community-based 
services and peer support, to volunteers being 
unable to physically reach learners, periods of 
home-based learning and working for staff and 
volunteers and a shift to a flexible and agile 
delivery model – with ‘windows of opportunity’ 
where implementation is accelerated in line 
with reduced measures in place. SAGE has 
developed contingency plans and now operates 
within four operational categories spanning 
Red to Green, which align to the government 
lockdown phases. An additional complication 
has been regional/district variations in lockdown 
measures, with ongoing negotiations by PlZ 
teams with district stakeholders to secure 
some opening of access to allow continuation 
of small group and household-based direct 
contact activities. 

For SAGE learners, the main barriers to 
learning which initially emerged in the 
pandemic included: 

Variation in access by phone: Physical 
access to static learning hubs was prevented 
by the start of lockdown measures. The SAGE 
programme’s first analysis exercise was the 
verification of beneficiary contact details 
between March and May 2020, to assess 
whether a shift to phone-based support was 
feasible. First results indicated that only 56% 
(2,731) of beneficiary girls had access to mobile 
phones. This access also varied across the 
sub-groups with a SAGE’s needs assessment/
girls’ survey finding that access to a phone was 
less likely for girls with a disability, girls who 
have never been to school and girls from an 
Apostolic community19. In the programme’s first 
full quarter of phone-based support (May-July 
2020), it transpired that access to a phone did 
not translate to consistent usage of a phone. 

19	 Results found that of the girls surveyed who did not have access to a phone, 65% are Apostolic, 52% were girls with disabilities and 43% 
were girls who have never been to school.

20	 https://blogs.unicef.org/evidence-for-action/can-broadcast-media-foster-equitable-learning-amid-the-COVID-19-pandemic/

Only 45% of accessible girls (of those with 
access to a phone) and 23% of the overall 
cohort were successfully contacted and 
supported remotely through phone calls. 
Subsequent programme quarters have shown 
that whilst phone-based support can remain 
popular even when face-to-face contact has 
resumed, the main challenges on phone usage 
have been network connectivity, access to 
electricity for recharging and permission being 
granted via the primary phone user who is often 
a parent, caregiver or partner.

Digital inequity: MoPSE in collaboration with 
the Education Cluster developed initiatives to 
continue providing education through three 
strands comprising radio lessons, digital 
learning and distribution of print materials. 
Whilst these efforts played a significant role 
in ensuring continued quality learning support 
to learners, it has also raised equity related 
issues for SAGE learners who were already in 
marginalised communities. UNICEF reported 
that in Zimbabwe, only 26% of school-aged 
children from the poorest quintile have a radio at 
home and this reduces to .02% for television20. 
This was substantiated by a finding from 
SAGE’s needs assessment conducted in May 
2020, in which 48.7% of girls reported access 
to a radio and only 15.5% of girls had access to 
the internet. 
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Continuation in learning for most marginalised 
groups: SAGE’s needs assessment provided 
indications that a shift to independent, home-
based remote learning would be possible, 
with 40.8% of girls feeling confident and 
32.8% feeling somewhat confident to study by 
themselves. However the sub-groups of girls 
which reported being the least confident were 
girls living with a disability, girls from a migrant 
community and girls who have never been to 
school. This was later supported by volunteer 
feedback in the programme’s first full quarter of 
phone-based support (May-July 2020) whereby 
girls who faced difficulties in grasping concepts 
via phones were particularly girls in Cohort 2 who 
had only experienced one term before lockdown 
and those who had never been to school or 
had a disability. Further challenges related to 
expectations of available parental support for 
learning. This was indicated by analysis of SAGE 
beneficiary identification data which showed that 
almost 13% of heads of households have no 
schooling experience and a further 42.3% had 
only achieved ECD or Grade 1 level. 

Limited access to safety, protection and 
SRHR services: The SAGE COVID-19 needs 
assessment noted that 78% of girls said there 
were no support services available in their 
communities. Within this result, 100% of girls 
from ethnic minority groups and 84% of girls with 
disabilities noted having challenges in accessing 
safety and protection services. A national Child 
Rights and Protection Assessment (CRPA) in May 
2020 further noted that 31% of girls and 4% of 
girls with disabilities faced challenges in reporting 
abuse cases, with the main reasons including 
only 31% understanding reporting channels 
and 13% lacking knowledge of where to report 
cases.21 In a Rapid Assessment carried out by 
Plan International Zimbabwe in May 2020, issues 
of inadequate Menstrual Hygiene Management 
essentials, as well as contraceptives, condoms 
and other SRHR services, featured prominently 
in the findings. Consequently, there was an 
increased risk of unwanted pregnancies, sexually 
transmitted infections and gender-based violence 
(GBV) among SAGE’s adolescent learners, 
which could greatly hinder their opportunity to 
continue learning. 

21	 Child Rights and Protection Assessment report (April-June 2020)

Threatened resilience, self-efficacy and 
socio-emotional wellbeing: Recognising 
the socio-emotional impact of COVID-19 on 
learning was key, especially for marginalised 
adolescent girls. SAGE was already cognisant 
of baseline evaluation findings in which nearly 
8% of girls in the treatment group reported 
difficulties with anxiety and 6% with depression, 
22% reported a lack of voice and 14% of girls 
gained low scores for self-efficacy. Following 
the onset of the pandemic, in its needs 
assessments survey, the SAGE programme 
found 51% of girls noted feeling isolated, 
with variations across sub-groups; of those 
reporting feelings of isolation, 70% were girls 
from Apostolic communities and 46% were 
young mothers. 

Increased household demands and 
livelihood responsibilities: SAGE learners 
are predominantly from socio-economically 
vulnerable households, as demonstrated in the 
baseline evaluation, which reported that the 
most cited reason for girls not being enrolled 
in formal school was an inability to afford 
school fees, as stated by 91.12% of girls in 
the treatment cohort. SAGE’s cohort has been 
consistently made up of a high proportion 
of girls engaged in labour, as highlighted 
in Table 1 as 97% of the current cohort. 
With Zimbabwe’s pre-pandemic economy 
already fragile and 90% of the employable 
population working in the informal sector, 
it was anticipated that the pandemic would 
exacerbate existing vulnerabilities for SAGE 
learners and see an increase in responsibilities 
for income generation, on top of their existing 
heavy household and childcare demands. 
SAGE’s needs assessment found 42% of hub 
volunteers had observed shifts in learners’ 
household responsibilities and, in terms of girls’ 
expectations of how often they could study, 
results found 87% of girls anticipating they 
could study at least twice a week and 13% only 
once a week. 
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Gaps in volunteer capacities: An analysis of 
SAGE volunteers’ access to phone showed 
high levels of phone ownership, including 100% 
amongst Community Educators (CEs), CoGE 
Facilitators and NFE mentors and 75% for 
Learning Assistants (LAs). A Hub Volunteers 
Needs Assessment reported needs and 
priorities for girls and volunteers as accessing 
information on COVID-19, inclusive education 
for girls with disabilities, virtual learning 
and communication skills and dealing with 
sensitive issues. 

In response to these needs and barriers, the 
SAGE programme prioritised the following three 
areas: keeping girls safe; continuing to support 
girls in their learning journey; and monitoring 
their safety and learning. These formed the 
basis of the following adaptations which were 
incorporated into SAGE’s Immediate and 
Medium-Term Response Plans and started from 
April 2020. 

Continuation of learning and life skills 
support through expanding learning 
pathways: In Year 3, the SAGE programme 
successfully expanded access to learning 
beyond being held at only static hubs to a 
fully operationalised multi-modality model 
which enabled girls to be reached through 
four learning support pathways. These 
pathways were: 

This flexible and innovative approach to 
distance learning enabled a more bespoke and 
individualised approach, with certain modes 
prioritised for specific sub-groups of girls and 
their unique needs. For example, for girls that 
were less likely to be able to learn on their 
own due to having young children, living with 
a disability or not having access to a phone, 
support via small group and door-to-door 
contact was prioritised. Furthermore, services 
were more resilient to changes in the operating 
context, with services maintained through 
the provision of SAGE’s existing literacy and 
numeracy support and life skills, with boys 
and girls receiving additional risk awareness 
messaging to strengthen access to health, 
wellbeing and safeguarding information. 

Continuation of services has required significant 
and ongoing efforts spanning from community 
mobilisation, the adjusting of teaching and 
learning materials for both the ATL component 
and CoGE, as well as capacity building to aid 
volunteers to deliver sessions which rapidly 
shifted to being delivered remotely. For 
example, in the ATL component, the programme 
developed learning cards that established 
the key learning objectives from each unit/
module that would enable the girls to complete 
the module assessment. The learning cards 
were designed around telephone learning 
activities and small group learning and were 
also differentiated for three levels of ability. The 
consortium has also recognised the iterative 
nature of service delivery and the need to adjust 
interventions as the reality of accessing girls in 
a cyclical pattern of no, partial or full lockdown 
measures became apparent. Recent adaptions 
have focused on developing audio versions 
of sessions for use in radios, so that girls who 
have been repeatedly unable to utilise phone 
support in times of full lockdown, can continue 
with home-based learning. 

DOOR-TO-DOOR

BY TELEPHONE

IN COMMUNITY-BASED SMALL GROUPS

HUB-BASED LEARNING (ORIGINAL MODE)
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Strengthening access to safety and 
protection services: One of the most 
significant impacts of COVID-19 has been 
the weakening of accessibility of safety and 
protection services. The SAGE Girls’ survey 
noted that 78% of girls said there were no 
support services available in their communities. 
Within this result, 100% of girls from ethnic 
minority groups, 89% of internally displaced 
girls and 84% of girls with disabilities noted 
having challenges in accessing safety and 
protection services. In response to the gaps 
identified, the programme committed to 
building the capacity of community-based Child 
Protection Committees (CPCs) linking them 
to the Department of Social Development at 
district level. SAGE in its safeguarding activities 
also implemented direct awareness raising 
activities to girls, focusing on signposting 
services as captured in routinely updated 
service mapping which encompasses 
services for SRHR, GBV and Mental Health 
and Psychosocial Support (MPHSS). This 
information is disseminated to volunteers to 
facilitate referral pathways, with the aim of 
increasing reporting of cases. SAGE’s own 
safeguarding protocols were reviewed with the 
development and rollout to staff and volunteers 
of new Standard Operating Procedures (SOPs) 
focused on best practice when maintaining 
contact with programme participants, 
particularly with the expansion of phone-
based contact. 

Expanding CoGE support services to include 
psychosocial support (PSS): The programme 
invested in strengthening volunteers’ capacity 
to integrate MHPSS into CoGE sessions 
to aid girls and boys to develop positive 
coping mechanisms. This integration was 
implemented with support from REPSSI, a 
consulting organisation engaged to build staff 
and volunteers’ capacity on Psychological First 
Aid (PFA) training and to aid the integration of 
PSS activities into existing modules. This would 
enable volunteers to be better equipped to 
recognise PSS needs and hence refer to local 
specialised services for further support. Girls 
and boys also received wellbeing checks from 
volunteers, monthly SMS’s with messaging 
related to safeguarding and well-being. 

Expansion of Continuous Professional 
Development through embracing low-cost 
technology: COVID-19-induced closures 
meant the programme could not continue 
to provide face-to-face delivery of its 
continued professional development trainings 
to volunteers. However, the programme 
showed its agility in responding to the new 
contextual realities by adapting to use low-
cost WhatsApp technology as a platform to 
maintain contact with volunteers and to deliver 
continued professional development trainings. 
Through continued reflection on the use of 
the technology and feedback from volunteers, 
the programme modified its approach on 
WhatsApp usage by making it more volunteer 
and practice driven. The modified approach 
allowed an integration of offline tasks, which 
volunteers would practise before the actual 
remote WhatsApp training. Through this 
approach, volunteers have been able to receive 
trainings, which included: disability support, 
progress assessments, screening assessments, 
Psychological First Aid training, supporting 
virtual reflective conversation and learning 
differentiation. Feedback from facilitators on 
this model has been positive; for example, one 
noted: “The [training] model enables teamwork 
at hub level and by so doing they collectively 
take responsibility of what is happening at hub 
level, unlike in the old model where individual 
participation was key.” Another commented: 
“From the feedback I have received so far, 
the volunteers feel that the new model was 
good as it allowed them to share ideas during 
group work as well as learning from the other 
hub volunteers.” 

With the shift in the operational model due to 
recurrent lockdowns, the programme has now 
evolved to a hybrid model whereby trainings are 
delivered virtually or face-to-face, dependent on 
the lockdown measures in place at that time. 
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Strengthening of community-based 
structures: The consortium quickly recognised 
that its greatest asset at a time of restricted 
movement was its pre-existing and extensive 
community-based volunteer network, as well as 
its strong relationships with wider community 
stakeholders and groups such as Hub 
Development Committees, parents, religious 
leaders, and Child Protection Committees 
(CPCs). Therefore, adaptions focused on 
mobilising parents and caregivers to support 
different learning modalities, the recruitment of 
65 new volunteers to support the rollout of the 
multiple learning pathway model, provision of 
PPE and additional airtime to volunteers and 
strengthening of community referral pathways 
for safeguarding, protection and PSS services. 

For monitoring and evaluation activities to 
proceed in a new operating context, it also 
necessitated adapted approaches, which 
have included: 

•	 Adapted results frameworks: 
Monitoring was required to shift from 
indicators in the original logframe to 
the MTRP framework. The review and 
merging of these results frameworks into 
SAGE’s revised logframe was finalised 
and approved by the Fund Manager in 
October 2021. This results report is hence 
reviewed against this revised logframe, as 
found in Annex 2. 

•	 Digital modalities: Lockdown 
measures and restricted movement 
resulted in the shift from face-to-face 
modalities to phone-based tools and 
later hybrid approaches utilising both 
modalities. This has necessitated the 
revision of monitoring tools, revised 
survey durations, retraining of staff and 
enhanced safeguarding measures and 
operating protocols. 

•	 Agile planning: Monitoring activities 
have been accelerated in windows of 
opportunities between lockdowns to 
ensure group-based activities, face-
to-face trainings or observations are 
prioritised and that girls without phones 
could be included in monitoring activities.

•	 Increased mobilised and learner 
engagement to ensure inclusion 
when using digital modalities: For 
those learners with access to phones, 
additional engagement has been needed 
to firstly ascertain phone numbers and 
then to regularly update records as they 
change. This has required volunteer 
and community members’ follow-up 
and collaboration with Plan teams. 
Also, connectivity can be challenging 
particularly in border areas which has 
necessitated hybrid approaches including 
face-to-face follow-up.

•	 In-country capacity supported virtually 
with technical support: International 
technical teams or consultants have 
been unable to visit Zimbabwe and 
directly support monitoring and research 
activities or capacity building. Therefore, 
support has shifted to virtual means and 
increased virtual workshops, guidance 
documents and new techniques such as 
paired work.

•	 Inclusion of girls with disabilities: 
Shifting to phone-based services and 
monitoring has been vital but SAGE 
teams have been cognisant of its 
potential to exclude certain learners, 
particularly girls with disabilities who 
can be experiencing speech/language, 
visual, learning, intellectual, physical 
impairments or chronic health-related 
disorders. Therefore, without in-person 
support, SAGE liaised with parents, 
caregivers and members of the wider 
household to support the learners in 
phone-based monitoring exercises, as 
well as extending survey times. 
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3.4	 PROGRAMME STATUS FOR YEARS 4 AND 5

The SAGE programme is now beyond its mid-
point and in Year 4 of implementation, which will 
run between August 2021 to July 2022. Year 5 
will mark the final year of the SAGE programme, 
ahead of the programme’s closure on 31 
July 2023. 

Consequently, SAGE’s strategic approach is 
now focused on four key elements for years 4 
and 5. Recommendations from this alternative 
midline process will inform implementation 
of activities and necessary no/low-cost 
adaptations in Year 4 and 5. The four key 
elements are:

•	 Impact: Year 4 is the final full year of 
direct service implementation led by Plan 
International and the year when all SAGE 
learning and transition-focused outputs 
will come to fruition and hence the full 
impact of interventions should be first 
observed. This reflects the first round 
of graduations from the Accelerated 
Teaching and Learning (ATL), Champions 
of Girls’ Education (CoGE) and Integrated 
Skills Outreach Programme (ISOP) 
components, as well as the progression 
of activities within CoGE’s wider 
gender-transformative approach which 
includes male engagement clubs and 
intergenerational dialogues following their 
launch in Year 3. 

•	 Learning: Aligned with the above impact, 
Year 4 and 5 will be when the SAGE 
consortium intensively gathers, compiles, 
reflects and disseminates programme 
evidence, research and learning to key 
stakeholders including the Fund Manager 
and FCDO, communities, ministerial 
partners and the wider international 
development sector. This will feed into 
written learning products, videos, events, 
research papers and blogs. 

•	 Transition: With the first graduations in 
early 2022, SAGE’s first two cohorts should 
be proceeding into four exit pathways 
including skills training, education or 
self/employment with support and 
appropriate monitoring and follow-up to 
understand whether their intended paths 
are successfully accessed. Within these 
cohorts, over 2,700 girls will be supported 
to proceed in SAGE’s directly led Integrated 
Skills Outreach Programme (ISOP). 

•	 Sustainability: SAGE’s Sustainability 
Plan is currently grounded on three key 
aspects and underpinned by a strategic 
approach which values the handover of 
services to community and government 
actors to maximise long-term impact. 

A gradual phasing out of direct support will occur 
with a simultaneous increase in leadership of 
services at the hubs by community structures 
and relevant ministries. It is anticipated that 
from December 2022, the programme’s direct 
leadership on delivery of services will end and 
have been sufficiently transitioned to enable 
community structures to lead services, with Plan 
providing technical support only between January 
to July 2023. This period will also be when the 
SAGE team fully finalises its Close-Out Plan 
including monitoring, evaluation and operational 
aspects. From August 2023, with the SAGE 
programme closed, the learning hubs and learners 
will be supported by community structures with 
technical support from MoPSE/relevant ministries.

As detailed in the current Sustainability Plan (to 
be revised in Spring 2022), the key aspects are:

1.	 Uptake of SAGE accelerated learning 
materials and support approaches within 
the Ministry of Primary and Secondary 
Education (MoPSE)

2.	 Community capacity to support learning 
and social development of out-of-school 
(OOS) learners

3.	 Champions of Girls’ Education (CoGE) 
community clubs to be sustained at the 
community-level.
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4.	 INTRODUCTION TO SCOPE OF 
MIDLINE ALTERNATIVE

Following the inception of the SAGE programme, the evaluation strategy 
centred on four external evaluator-led evaluations to be conducted at the 
baseline, two midline and final endline points. The baseline evaluation 
employed a mixed-methods, longitudinal, cross-over design. Quantitative data 
was collected from 35 CBLH’s from Cohort 1 serving as a treatment cohort 
and from 12 communities in Cohort 2 serving as a comparison cohort. A total 
sample of 720 girls were surveyed (458 in the treatment sample and 262 in 
the comparison sample), with the final report approved by the Fund Manager 
in May 2020. Please see the report at: https://girlseducationchallenge.org/
media/swvdgiu0/sage-lngb-baseline-evaluation.pdf and Annex 11.

Between 2019-20, SAGE’s evaluation strategy 
evolved due to the impact of the severe 
economic crisis in Zimbabwe which prompted 
a significant programme redesign. Hence, 
it was agreed to move to a simple pre-post 
evaluation model with no comparison cohort 
and a reduction from four to three evaluations 
following a shortening in programme duration.

As planning for the midline evaluation began 
in early 2020, following the onset of the 
COVID-19 pandemic in March 2020, it was 
agreed with the Fund Manager that, given 
the challenging context in Zimbabwe and 
extensive lockdown measures which restricted 
access to programme participants, the impact 
of COVID-19 on the cohorts’ exposure to the 
learning intervention, the necessary programme 
changes and the longer remaining duration 
planned for existing cohorts, it would not be 
‘wholly ethical, meaningful or represent good 
value for money to continue with the Midline 
Evaluation for this cohort’. Therefore, the 
budget was recommended to be utilised for 
an alternative approach which would increase 
programme-level monitoring of the Medium-
Term Response Plan and adaptations due to 
COVID-19.

The SAGE consortium seized the opportunity 
to utilise substantial evaluation funds in an 
innovative, independent, and creative way 
and as part of an internal exercise. Led by 
Plan UK, cross- consortium consultations 
were undertaken which explored consortium 
partners’ interests of enquiry in relation to 
SAGE’s performance at this mid-way point. 
Questions explored included: 

•	 What were the things we would have 
wanted to know at this point if COVID-19 
had not struck? This included reviewing 
against the original key research/
evaluation questions included in the 
MEL Framework and assessed in the 
baseline evaluation.

•	 What are the things we want to know 
now, given the changes caused by the 
pandemic? Are any of the pre-pandemic 
questions still valid?

•	 How can we best utilise the midline 
budget, particularly when considering 
value for money?
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Possible options were reviewed spanning 
standalone monitoring exercises, enhanced 
monitoring by existing teams, light-touch 
evaluative exercises looking at specific 
outcomes for the cohorts not covered by 
the external evaluations, commissioning 
consultants, specific research only as well as 
no action. Reflections included consideration of 
existing team capacity, identified areas of gaps 
in monitoring and versus the baseline evaluation 
recommendations for the midline exercise 
(e.g. qualitative evidence) and the reliability 
of existing tools (e.g. OU-designed learning 
assessments versus EGRA/EGMAs). 

The main preferred option was enhanced 
monitoring, alongside specific research studies. 
There was unanimous agreement on including 
an element of boosting qualitative evidence 
and associated capacity building for Zimbabwe 
teams, as well as establishing more capacity at 
the community and country-level for learning 
progress assessment and attendance data 
collection, entry and analysis. It was also 
suggested that the additional elements explore 
the themes of learning, access and protection 
to build the story of how SAGE is performing 
at a higher level (beyond output-level) and to 
understand the impact of the pandemic. The 
consortium felt strongly that midline evaluation 
funds could be efficiently used as part of an 
internal exercise to enact a more sustainable 
impact, which sharply contrasts with the 
traditional requirement of commissioning 
external evaluators. By investing in expanding 
internal monitoring capabilities this would 
lead to strengthened monitoring outputs for 
the remainder of the programme (beyond the 
life of the MTRP) and would also enable the 
introduction, testing and integration of new 
methodologies and resources in a time when 
flexibility and adaptability of approaches is key. 

These discussions informed the design of the 
alternative midline approach model which were 
formalised in the Midline Alternative Inception 
Report (See Annex 1) as approved by the Fund 
Manager in May 2021.

The alternative midline approach model centres 
on three key components which are broadly 
guided by the following questions:

i.	 What progress can the programme 
demonstrate for each of its outcomes and 
intermediate outcomes? 

ii.	 What were the specific impacts of the 
pandemic on our intervention? 

These three key components are:

Its aim is to be a thorough review of progress 
made towards achieving programme goals, 
in the time-period following the baseline 
evaluation conducted in December 2019 (Year 
2) to the time of report writing in January 2022 
(Year 4). Gathering of in-depth learning evidence 
will support the programme’s work and 
adaptation for its remaining two years (Years 4 
and 5). 

The results reported in this alternative 
midline approach are not directly comparable 
to the baseline evaluation, given the differing 
methodologies. Findings are a snapshot of 
a range of activities undertaken over a long-
term period, as opposed to a defined short-
term period of data collection. Furthermore, as 
multiple different methodologies were chosen 
with different sampling approaches, it was 
decided that there would be no one single 
midline sample. Please see Table 5 (Respondent 
Table) for the overall breakdown of respondents. 

ENHANCED MONITORING

CAPACITY BUILDING

RESEARCH STUDY
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4.1	 PROCESS DESCRIPTION

4.1.1	 ENHANCED MONITORING 

Components: 

•	 Learning Progress Assessments

•	 Most Significant Change stories

•	 Girl-to-girl learning conversations

Timeframe: May 2021 – January 2022 with 
continuation of tools and approaches until end 
of programme. 

Logframe update:

Considering the significant changes enacted by 
the COVID-19 pandemic in terms of context and 
programme delivery, the consortium decided that 
as part of this process, it would be appropriate 
to map the initial SAGE logframe against the 
Medium-Term Response Plan (MTRP) framework 
and produce an updated framework, as agreed 
with the FM. This would enable the MEL team 
and wider consortium to have clarity on the 
gaps in the programme’s regular monitoring and 
determine which tools would be needed as part 
of an ‘enhanced monitoring approach’. 

The revised logframe was approved by the Fund 
Manager in October 2020 (see Annex 2) with 
a revised Theory of Change from September 
2021. This updated results framework 
incorporates the adaptations in SAGE service 
delivery, as well as the shift to a cyclical 
lockdown operational model. Results of this 
process are therefore reviewed against this 
revised logframe which incorporates MTRP and 
original logframe elements. 

The consortium identified the need for 
higher-level data for Outcome 1 (Learning) 
by harnessing existing learning progress 
assessments, as well as to boost qualitative 
evidence on the result of learning within the 
SAGE programme, through learning about girls’ 
experiences, skills gained and how these new 
skills will impact their lives. 

Harnessing learning assessments:

Since November 2020, the SAGE programme 
has been utilising learning progress 
assessments (LPAs) as designed by the 
consortium member Open University (OU), 
whereby Community Educators (CEs) lead the 
assessment of a girl’s learning progress at three 
points throughout her learning journey to form 
a picture of a girl’s learning in the three subjects 
(literacy, numeracy and English). LPAs tells CEs, 
district staff and the wider team how well girls 
have learned in the three different subject areas 
and indeed, their level of attainment. They are 
also designed to support CEs to strengthen and 
tailor their support to girls. To ensure reliability, 
the assessments provide a commentary for 
the CEs to follow, as well as guidance for what 
they should look out for in a girl’s response 
when allocating a score. Complemented by a 
Screening Assessment undertaken as part of 
the enrolment programme, the programme aims 
for four data points gathered for each girl. 

The consortium recognised learning assessment 
data would be a rich source of evidence at 
multiple levels for various stakeholder groups 
and for various purposes:
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•	 At hub-level: For use by Community 
Educators, Non-Formal Educators and 
Headteachers as well as SAGE district 
staff to assess learning progress of 
individual students as well as understand 
overall hub performance. This would 
enable corrective measures if no or 
limited learner progress was being 
made, through tailored teaching and 
learning interventions, increased capacity 
building and strengthening gaps in 
pedagogical approaches.

•	 At district-level: For use by SAGE 
district staff and MoPSE district officials 
to understand performance across 
multiple hubs at district-level and identify 
corrective or adaptive measures if gaps in 
progress were identified. 

•	 At national-level: For use by SAGE 
national staff and national MoPSE staff 
to understand SAGE’s programme 
impact across 11 districts, how progress 
assessments can evaluate improvements 
in learning outcomes and evidence 
impact of the SAGE model in meeting 
the learning needs of out-of-school 
girls. Evidence would aid influencing 
and advocacy efforts and support 
implementation of SAGE’s Sustainability 
Plan which seeks the national uptake of 
the SAGE model. 

•	 At programme-level: For use by SAGE 
consortium members, Fund Manager 
and FCDO to understand progress 
against outcome-level results, identify 
volunteer capacity building needs and 
evidence the effectiveness of the SAGE 
model in improving highly marginalised 
girls’ learning outcomes and for 
dissemination within the wider Education 
sector. It would aid the Fund Manager 
in understanding the value of progress 
assessment tools beyond the EGRA/
EGMA model. It also affords the unique 
opportunity of informing the non-formal 
education sector about the importance of 
analysing data at different levels, and the 
tools by which learning can be assessed.

Furthermore, the SAGE programme intends to 
continue using Learning Progress Assessments 
(LPAs) until programme close (as detailed later), 
with the intention that the LPA model provides 
more robust summative data than the previously 
used EGRA/EGMA tools in an external learner 
assessment evaluation model. This will support 
continuous programme adaptations and 
capacity building to improve the programme’s 
pedagogic process, and crucially to improve the 
educational outcomes of SAGE learners.

However, gaps in internal capacity to compile, 
analyse, interpret and disseminate robust 
data at all these levels were acknowledged. 
Therefore, funds were allocated for the Open 
University to expand their scope of work 
through the following objectives:

•	 To develop a technical guidance paper 
on ‘SAGE approach to the assessment of 
girls’ learning’.

•	 To develop a learning progress 
analysis framework.

•	 To provide guidance and support to the 
analysis of progress assessment data at 
the three data points.

•	 To provide academic and technical 
interpretation of the learning 
data analysed.

•	 To support the SAGE team to develop a 
series of qualitative case studies to better 
understand girls’ lived experiences of 
learning progress.

•	 To participate in and provide guidance to 
Fund Manager and MoPSE discussions.

•	 To develop skills and capacity of MERL, 
programme and District team members in 
these areas.

This scope of work has been designed across 
two phases: Phase 1 (March 2021-February 
2022) and Phase 2 (February- July 2022). A 
revised draft ToR (currently under review) can be 
viewed at Annex 9. 
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To ‘learn about learning’, the consortium 
appreciated that alongside robust quantitative 
data on learning progress, there was an equal 
need for qualitative evidence. A girl-to-girl 
learning conversation approach was selected 
to explore what girls value in their learning. 
This also aligned with SAGE’s MTRP results 
framework which proposed the start of case 
study collection. Again, internal capacity gaps 
were acknowledged and Plan International were 
keen to learn from OU’s academic expertise, 
given their role in leading existing case studies 
developed within the GEC-T Improving Girls’ 
Access through Transforming Education 
(IGATE) programme. 

Boosting Qualitative Evidence

Recommendations in the baseline evaluation 
had noted for consideration at midline, the 
need to ‘place greater emphasis on qualitative 
data at future evaluation points, particularly as 
the baseline was limited in exploring ‘why’ and 
‘how’ to better understand the reasons behind 
the quantitative results observed’. Although 
this midline process is not comparable, 
the consortium recognised the need for 
more qualitative data, including on gender 
norms, which enhanced monitoring could 
provide. Additionally, the baseline evaluation 
recommended, ‘At future evaluation timepoints, 
SAGE should consider increasing the number 
of community leaders to participate in KIIs. 
By incorporating additional perspectives, 
SAGE can gain a better understanding of the 
enabling environment for sustainability at the 
community level’.

The consortium identified the specific tools to 
be used would be: 

•	 Most significant change stories: 
This tool would involve the collection 
and selection of stories of change, 
developed by SAGE or its stakeholders, 
to assess change up to the midpoint of 
the intervention. 

•	 KIIs: Key Informant Interviews with 
community members. 

•	 Lessons learnt: thematic-focused 
exercise utilising Focus Group 
Discussions (FGDs) and KIIs where 
lessons learnt are documented through 
workshops at a hub level to directly 
gather volunteer feedback.
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4.1.2	 CAPACITY BUILDING

Timeframe: May 2021-January 2022

With an ambitious approach and a desire 
for high-quality enhanced monitoring for the 
remainder of the programme, the consortium 
reviewed where budget investment would have 
the most economical and effective results and 
build capacity across the entire monitoring 
process spanning from collection, cleaning, 
analysis, participatory review to dissemination. 
Although SAGE has dedicated MERL staff at 
UK and Zimbabwe-level, capacity building was 
also for wider district and community-level 
Plan and partner staff who also hold MERL 
responsibilities and guide programme delivery. 
In all, over 50 people at Zimbabwe and UK-level 
benefitted from at least one of the following 
activities. The main areas identified included: 

•	 Learning Progress Assessment: 
As detailed above, the OU expanded 
their scope of technical support to aid 
stakeholder capacity strengthening in 
compiling, analysis and dissemination 
of assessment results. Given travel 
restrictions, this was provided through 
only virtual means and included:

	– The development of the ‘SAGE 
Assessment Strategy – External’ 
which details the SAGE approach to 
the assessment of girls’ learning. This 
was shared with the Fund Manager in 
September 2021 – see Annex 8. 

	– Development of an analysis framework 
and templates for dissemination to 
a) MERL teams b) Fund Manager c) 
District teams d) national government.

	– Advisory support to Plan International 
team members as they undertook data 
analysis of LPA datasets.

	– The leadership of three virtual 
workshops with Plan International 
Zimbabwe and UK teams to 
collaboratively understand and 
interpret progress assessment data 
from different perspectives (e.g., girl, 
CE, hub, District).

	– The leadership of four virtual 
workshops held to collaboratively 
design and understand methodology 
and protocols for the girl-to-girl 
learning conversations component.

	– Guided pairwork on case study write-
up as well as review and cross-case 
analysis of the initial seven pairs of 
girl-to-girl learning conversations. 

Further capacity building in this time period has 
also included the OU, Plan UK and Zimbabwe 
teams leading an orientation meeting with the 
Fund Manager team on 27 September 2021. 
This focused on the learning assessment 
approach, which should aid the FM team as 
they interpret this results report. 

The above is in addition to the ongoing training 
supported by Plan and OU teams to hub 
volunteers in this period. For volunteers, training 
in Year 3 built on initial training in Year 2 and 
was heavily focused on how assessments 
should be carried out, the interpretation of 
results and then how to develop practice 
accordingly. Trainings included how to assess 
girls with disabilities, how to group girls 
based on assessment outcomes, how to 
accommodate girls with disabilities and low 
and high attainment levels, as well as how to 
understand the LPA data and use learnings to 
develop a hub action plan. Rollout of training 
was particularly impressive given the recurrent 
and strict lockdowns in Zimbabwe throughout 
this period which prompted the pivoting from 
face-to-face to Whatsapp-based training. 
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•	 Qualitative tools and analysis: 
Structured capacity building was led by 
the Plan International team through an 
in-person four-day training to 46 SAGE 
consortium staff in September 2021. 
Training facilitators were from across the 
consortium including Plan International, 
CBM and AWET. In response to feedback 
collected via a survey on capacity needs, 
the training was designed to equip SAGE 
consortium members with analysis and 
report writing skills utilising qualitative 
and quantitative data with a participatory 
and practical training format. Results from 
pre-and post-tests indicated an increase 
in the proportion of participants who 
were able to create and interpret pictorial 
representations of data and were aware 
of qualitative data collection methods. 
Participants reported feeling empowered 
by the training, with recommendations for 
similar training on a regular, bi-annual or 
annual basis. 

This training was complemented by a one-
day training in September 2021, held prior 
to the documentation of lessons learnt, in 
which the project team comprising of District 
Coordinators, MERL Coordinators and hired 
enumerators were supported to gain expertise 
in the documentation of lessons learnt by 
employing Focus Group Discussion (FGDs) and 
Key Informant Interviews (KIIs) as the major data 
collection techniques. The training sessions 
took the format of role plays and plenary 
discussions to ensure that participants gained 
knowledge on the expected approaches to the 
collection of data. 

•	 Data entry and compilation: The 
procurement of six laptops was 
recommended to aid data compilation 
across the three Programme Areas/
provinces. Items have been procured and 
received by relevant teams. 

•	 Data analysis and review: Capacity 
building initiatives by the OU and Plan 
teams are to be complemented by the 
procurement of analysis software such 
as SPSS. At the time of reporting, budget 
allocated to this, as well as contributing 
towards database hosting costs/
subscriptions, was still to be utilised with 
internal follow-up in progress. 

Staff also gathered in two in-person MEL 
Working Group meetings May and October 
2021 to review quarterly results and plan and 
review the outputs of enhanced monitoring. 

•	 Dissemination and integration of 
results into engaging learning products 
and communications: The procurement 
of four DLSR cameras was recommended 
so Plan Zimbabwe teams in the three 
provinces and the PIZ Communications 
Specialist could compile photographs of 
SAGE girls and activities to accompany 
monitoring and learning products, 
rather than relying on limited centralised 
resources. These items have been 
procured and distributed accordingly. 

Budget has been retained to support the 
printing of hard copies of this report for key 
stakeholders within Zimbabwe, as well as the 
design of a brochure to aid dissemination of 
results in an accessible format. This is planned 
for quarter 15 which spans February-April 2022. 
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4.1.3	 RESEARCH STUDY

Timeframe: May 2021-January 2022

The consortium led by Plan UK compiled a 
research overview to streamline and align 
consortium research interests and identify 
appropriate research proposals across the 
remainder of the programme, including for the 
midline alternative. These research interests 
were then compared against evidence held 
for outcomes and intermediate outcomes (as 
detailed below) to identify gaps which would 
guide prioritisation of research focus. 

The programme has focused on one research 
study given increased costs due to the research 
model needing to be adapted around lockdown 
measures in place. The research study chosen 
via consortium consultation focused on the 
issue of enrolment and retention, with the 
following research objectives identified: 

•	 To assess risk factors leading to irregular 
attendance 

•	 To explore the viability of opportunities 
pursued by the girls who have 
transitioned to employment before 
completing SAGE learning activities 

•	 To evaluate the effectiveness of strategies 
for retention and follow-up

From there a Terms of Reference (ToR) was 
developed between Plan UK and Zimbabwe 
teams and advertised in Zimbabwe, with 
international consultants not considered given 
travel restrictions and the preferred contextual 
knowledge, local language abilities and 
availability of reputable Zimbabwean academic 
and research actors. Plan Zimbabwe teams then 
led coordination with the consultants, provided 
primary documents and access to SAGE 
databases, mobilised respondents, facilitated 
data collection via phone and community-based 
contact and facilitated the review and validation 
process. Plan UK facilitated the process with 
the Fund Manager and internal technical teams 
to ensure research tools were appropriately 
approved and met required standards. Draft 
reports from the consultants were then reviewed 
thoroughly by consortium members and 
presented as part of a validation meeting in 
November 2021.

The below table as included in the Inception 
report assists in understanding how evidence 
gained by these components would aid 
understanding of progress at the outcome 
and intermediate outcome levels and would 
complement evidence obtained in the 
baseline evaluation. 
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Table 3

Outcome Measured at 
baseline

Evidence gathered by 
midline alternative

Outcome 1 – Learning: Highly marginalised 
adolescent girls have significantly improved 
learning outcomes

Yes Yes – Enhanced Monitoring 
and Capacity Building 

Harnessing learner progress assessments

Intermediate Outcome 1: Highly marginalised 
adolescent girls regularly attend high-quality, 
accelerated learning sessions

No Yes – Research study

Intermediate Outcome 2: Highly marginalised 
adolescent girls have increased self-efficacy 
and life skills

Yes Yes – Enhanced Monitoring 
and Capacity Building: 
Boosting qualitative evidence

Outcome 2 – Transition: Highly marginalised 
adolescent girls have transitioned through key 
stages of education, training or employment

No Yes – Enhanced Monitoring 
and Capacity Building: 
Boosting qualitative evidence

Intermediate Outcome 3: Highly marginalised 
adolescent girls have improved levels of 
market relevant livelihood skills

No22 No

Outcome 3 – Sustainability: The programme 
can demonstrate that the changes it has 
brought about (which increase learning and 
transition through education cycles) are 
sustainable

Yes Yes – Enhanced Monitoring 
and Capacity Building: 
Boosting qualitative evidence

Intermediate Outcome 4: Communities 
demonstrate more positive gender attitudes 
and actively support and protect girls 

Yes Yes – Enhanced Monitoring 
and Capacity Building: 
Boosting qualitative evidence

Intermediate Outcome 5: Strong and active 
partnerships with MoPSE officials and other 
civil society actors actively advocate for more 
inclusive, gender-responsive education policies

No Yes – Enhanced Monitoring 
and Capacity Building: 
Boosting qualitative evidence

22	 However, the VSLA study conducted by Plan Zimbabwe in March 2021 provides some evidence of this before the start of this interven-
tion component.
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5.	 OVERVIEW OF MIDLINE DATA
As part of the SAGE alternative midline approach, a suite of different data 
collection methodologies was used to generate both quantitative and 
qualitative data relating to programme outcomes and intermediate outcomes. 
Most data collection was undertaken internally by the SAGE consortium 
and supported by the capacity building approach detailed above. The SAGE 
consortium will continue to build upon and leverage the data collection skills 
developed through the midline process for the remainder of the programme 
to enhance and strengthen programme monitoring activities and generate 
robust, nuanced and in-depth data for the purposes of programmatic 
adaptations and learning. 

The methodologies employed as part of the midline alternative approach and the timeframes for 
data collection were as follows:

Table 4

Methodology Timeframe of data collection

Learning Progress Assessments November-December 2020

Most Significant Change stories June 2021

Girl-to-girl learning conversations June-December 2021

Lessons learnt September 2021

KIIs with Apostolic community September 2021

Externally commissioned research study into 
hub attendance and retention 

July-November 2021

The following sections will outline each of 
these methodologies in more detail, including 
(where appropriate) the sampling approaches 
used, the process for data collection and the 
analytical approaches employed. Because 
multiple different methodologies were used as 
part of the midline process which had different 
sampling approaches, there is not one single 
midline sample referred to in this report. 

The below table outlines the number of 
respondents in each methodology. A maximum 
of 3,920 girls have been engaged across this 
process, including through the IPA and MPA 
assessments, although it is likely that some 
girls will have been engaged in more than 
one methodology. 
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Table 5: Respondent Table23

Methodology

Sub-group breakdown (girls)

C
om

m
unity Leaders

R
eligious Leaders

Volunteers

H
ead Teachers/

m
entors/N

FE buddies

Parents/caregivers/
partners

Total N
um

ber of R
espondents

Young 
M

others

Apostolic 
C

om
m

unity

N
BTS

G
irls w

ith 
disabilities

Ethnic 
m

inority girls

G
irls engaged 

in labour

M
arried girls

Total

Total

Total

Total

Total

Initial Progress 
Assessments 46 413 81 33 0 676 39 0 0 0 0 0 756

Mid Progress 
Assessments 1415 1492 132 158 171 2618 1170 0 0 0 0 0 2713

AWET Kits 0 4 0 0 0 0 0 0 2 0 0 0 6

MSC stories 0 0 0 0 0 0 0 0 0 0 0 0 103

Case studies 2 2 2 2 2 2 2 0 0 0 0 0 14

Lessons learnt 0 0 0 0 0 0 0 0 0 64 0 0 94

Research 
study 113 196 29 19 26 323 93 3 0 47 33 124 538

23	 Of girls participating in the MSC stories, some chose to remain anonymous and thus the programme could not identify which sub-group(s) 
they belong to, hence only including the total number in this table.
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5.1	 LEARNING PROGRESS ASSESSMENTS 

Background:

Drawing on technical leadership provided by the 
OU, the SAGE programme has developed an 
alternative approach to assessing girls’ learning 
from the EGRA/EGMA and SeGRA/SeGMA 
model conventionally used within the sector and 
across other GEC programmes. The rationale 
for this is based on a consideration of the 
SAGE girls’ backgrounds and circumstances, 
their potential prior learning experiences (both 
formal and informal), the purpose of the SAGE 
programme and the experience of SAGE hub 
volunteers in carrying out assessments. 

Based on an understanding of the diverse 
profile of the SAGE cohort, and the 
intersectional barriers that SAGE girls face, 
the SAGE team felt that EGRA and EGMA 
could not adequately capture different forms 
of achievement beyond purely academic 
outcomes, and that the SAGE assessments 
needed to capture additional elements of a girl’s 
learning that would demonstrate all that she 
could achieve. EGRA and EGMA were originally 
designed to capture young children’s initial 
learning, which was felt to be too limiting in 
capturing a SAGE girl’s progress. For example, 
a 15-year-old girl with a disability who has 
never been to school before may find making 
friends, being accepted in a group and singing 
to be significant learning experiences and 
achievements. The SAGE assessments are 
designed to be more like a conversation than 
a test, to ensure the girl is at ease and able to 
respond as fully as possible. At the advice of 
one of the school psychologists, it was also 
suggested that one sub-task should be picture 
reading to enable girls with learning difficulties 
to be successful. 

These small steps of learning have been at the 
core of the design process, achieved through 
the way a girl’s scores are recorded. The 
SAGE team also considered that administering 
formal tests to SAGE girls would not be ethical 
or appropriate given the disruption to girls’ 
lives and learning caused by the COVID-19 
pandemic. The SAGE consortium continues 
to engage with the Fund Manager team as to 
whether the SAGE assessment approach which 
is seen as a robust and rigorous alternative 
to the traditional EGRA/EGMA assessments 
of learning and can be used at future 
evaluation points.

Assessment design:

An initial starting point for the screening 
tool was to use the analysis of the baseline 
EGRA and EGMA sub-tasks to identify the 
four specific areas in numeracy and literacy 
where girls scored lower. In addition, the team 
reviewed test materials in usage in the region, 
and ones beyond EGRA and EGMA. A core 
feature of the assessment approach was also 
that Community Educators who are known to 
the girls would administer the assessments, 
unlike with the EGRA and EGMA process where 
different enumerators may work with different 
girls each time. 
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The design of the SAGE assessments was 
influenced by the sample tests carried out by 
an organisation called Uwezo, part of Twaweza, 
an independent East African initiative that 
‘promotes access to information, citizen agency 
and improved service delivery outcomes 
across the region’ (Uwezo, 2013). Since 2010 
the Uwezo network has completed annual 
learning assessments in three countries in East 
Africa: Uganda, Kenya and Tanzania. In 2019, 
it published its eighth learning assessment 
report. The sample tests were reviewed both 
for content and layout, and a similar structure 
was used for the girl copy required to complete 
the LPA assessments. The Uwezo tests also 
provided content and context reliability. In 
addition, a globally available diagnostic test – 
the Burt Word Reading test – was used to level 
up the difficulty for the word reading sub-tasks 
across the SAGE assessments. 

To ensure that girls were not over-pressurised 
and therefore not able to demonstrate their 
best, advice was taken from all three tests 
to offer girls 3-5 (sub-task dependent) tries 
at an answer. This decision was based on a 
recognition of the critical importance for SAGE 
girls of avoiding feelings of failure, which may 
have been their previous school experience. 
The SAGE assessments were shared with 
district teams for piloting, and feedback was 
incorporated into the IPA/MPA training package 
for CEs and NFE mentors.

Assessment process:

Assessment for learning is embedded 
throughout the SAGE ATL programme and 
ongoing assessment is considered part of, 
rather than separate from learning. This is 
demonstrated within SAGE’s teaching and 
learning approach where learning sessions 
and materials are presented around a four-
part structure of Plan, Do, Assess/Feedback 
and Reflect. Community Educators routinely 
use Progress Books to capture each girl’s 
individual progress as they develop in an 
ongoing formative assessment process. This 
process of formative assessment enables CEs 
to differentiate tasks for learners, so that tasks 
are accessible to all with scope to challenge. It 
is anticipated that CEs will be more confident 
in recording girls’ learning in their Progress 
Books and, as such, they will become more 
experienced in completing the summative 
Learning Progress Assessments.

Assessment of learning (also called ‘summative 
assessment’) takes place at the end of specific 
blocks of learning. In SAGE, this type of 
assessment is called a progress assessment. It 
tells Community Educators, district staff and the 
wider team how well girls have learned in the 
three different subject areas (literacy, numeracy 
and English) and their wider level of attainment. 
To ensure reliability, the assessments provide 
a commentary for the CEs to follow, as well as 
guidance for what they should look out for in a 
girl’s response when allocating a score. Each of 
the four assessments are also accompanied by 
a training package of support. 
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1. Screening tool

Prior to joining SAGE, a screening tool is 
used to determine a girl’s eligibility to join the 
SAGE programme. Girls are eligible to join 
SAGE if they have never been to school or 
have dropped out of school and have learning 
levels equivalent to below Grade 5 of formal 
schooling in one or both literacy and numeracy. 
The screening tool is completed by the learning 
hub’s attached NFE mentor as they are not the 
girls’ direct educator and hence have some 
independence. NFE mentors are situated in 
the formal schools which are aligned to each 
hub and they hold a supervisory role within 
the SAGE programme. A core reason for NFE 
mentors undertaking the screening assessments 
was to avoid Community Educators being 
perceived as ‘testers’. In addition, the NFE 
mentor only makes a recommendation of a girl’s 
eligibility, with the final decision as to whether 
she joins determined by the SAGE programme 
team. In addition to being independent, 
completion by the NFE mentor (a member 
of school staff) avoids the possibility of hub 
volunteers facing backlash from the community 
if a girl is or is not recruited to the programme.

2. Initial Progress Assessment (IPA)

Once a girl is deemed eligible to join SAGE, an 
Initial Progress Assessment (IPA) takes place 
on her point of entry to the hub. The IPA takes 
place within two to five weeks of a girl joining 
the SAGE programme and is carried out by 
the Community Educators, who are known to 
the girls. The IPA is framed as a starting point 
of both the girl’s actual learning level and the 
Community Educator’s knowledge of the girl.

3. Mid Progress Assessment (MPA)

The Mid Progress Assessments are administered 
to girls midway through their SAGE learning 
journey by Community Educators, after the 
completion of module 1c (equivalent to the end 
of Year 1 of the ATL programme, although based 
on the screening tool and their existing learning 
levels not all girls necessarily join SAGE at the 
first module, module 1a). These are designed to 
provide a snapshot of a girl’s progress midway 
through the programme and support the 
Community Educators to respond to each girl’s 
learning needs. 

4. End Progress Assessment (EPA)

The End Progress Assessments take place 
when a girl completes the SAGE programme, 
at the end of module 2c (Year 2). The IPA and 
MPA are both designed to work independently 
and build on the previous assessment. The 
EPA is designed as a test-retest to capture the 
progress by girl from the initial data point to end 
point, as the girl graduates from SAGE.
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Assessment scoring: 

As a girl completes the sub-tasks within 
the assessments, which are designed to be 
undertaken at two different times (one in 
numeracy and one in literacy/English) and 
are 10-15 minutes long, the CE records her 
progress. Within each assessment, a girl has the 
opportunity to score within a range or ‘colour 
band’, each of which corresponds to grades 
within the formal school system. The use of 
overlapping colour coding allows for a ‘best 
fit’ within and across the subtasks and means 
that girls can be referred to as working within 
a particular colour band, rather than being 
reduced to a single absolute score. The colour 
bands (and their equivalents within the formal 
school system grades) are as follows (see table 
8 in Section 7.1.2 for more detail):

•	 White (no score)

•	 Blue (ECD – Grade 2)

•	 Pink (Grades 2-4)

•	 Yellow (Grade 5+)

Cohorts and timeframes:

The SAGE Learning Progress Assessments 
(LPAs) were approved for use in July 2020 and 
were rolled out for the first time in November/
December 2020. Cohort 1 of the SAGE girls 
were recruited between May-December 2019, 
and thus were midway through their SAGE 
journey when the LPAs were first administered. 
Cohort 1 therefore have not taken the IPA as 
they were too advanced in their learning by the 
time the LPAs were rolled out. Instead, Cohort 1 
took the MPA in November/December 2020 and 
will take their EPA in early 2022. For Cohort 1, 
who did not take an IPA, the EPA will be a test/
retest from MPA to EPA, whereas for Cohorts 
2-6 their EPA will be a test/retest from IPA 
to EPA.

Cohort 2 SAGE girls were recruited between 
January-October 2020 and had recently joined 
SAGE hubs in November/December 2020. 
They therefore took their IPA during the data 
collection period (November-December 2020) 
and will take their MPA in early 2022 following 
completion of module 1 followed by the EPA in 
late 2022 or early 2023. 

There are currently six cohorts of SAGE girls 
who have joined the programme on a rolling 
enrolment basis. See table 7 in Section 7.1 for 
more detail on the cohort structure.

The LPA data referred to in this report pertains 
to two different cohorts – MPA data for Cohort 
1 and IPA data for Cohort 2. This is therefore 
not a longitudinal study. The IPA data and MPA 
data provide a cross-sectional snapshot of the 
learning levels of two different cohorts of SAGE 
girls in November/December 2020. 

Sampling:

Every girl who joins SAGE is screened using 
the screening tool, and subsequently takes the 
IPA after two to five weeks at a SAGE learning 
hub (with the exception of Cohort 1 who only 
undertook initial screening due to the rollout 
of the IPA after they had commenced their 
studies). Similarly, every girl who completes 
Module 1c takes the MPA and every girl who 
graduates from SAGE takes the EPA (although 
for the later cohorts this may take place after 
the programme’s endline). The process is 
therefore conducted on a rolling basis, as girls 
are recruited to SAGE at different times. 

In practice, Community Educators administer 
Learning Progress Assessments to girls who are 
present at SAGE hubs during the assessment 
periods. If girls are not present on the day that 
the CEs are administering LPAs, CEs attempt 
to administer the assessment on a later date. 
Since the data collection period referred to in 
this report, the assessment period length has 
been increased from two weeks to one month to 
accommodate absenteeism. 
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Data collection:

The IPA and MPA data referred to in this 
report was collected over a two-week period 
in November and December 2020 by the CEs 
administering the assessments. During this data 
collection period, 2,713 Cohort 1 girls undertook 
the MPA and 756 Cohort 2 girls undertook the 
IPA. There are currently a total of 4,456 girls in 
Cohort 1 and 2,285 girls in Cohort 2, some of 
whom were not enrolled during the LPA data 
collection period due to SAGE’s strategy of 
rolling enrolment. 

Implementation of the tools was preceded and 
followed by significant capacity building of 
volunteers and staff. For volunteers, training in 
Year 3 built on initial training in Year 2 and was 
heavily focused on how assessments should be 
carried out, the interpretation of results and then 
how to develop practice accordingly. Trainings 
focused on how to assess girls with disabilities, 
how to group girls based on assessment 
outcomes including how to accommodate girls 
with disabilities and low and high attainment 
levels, as well as how to understand the 
MPA data and use learnings to develop a girl 
progress hub action plan. 

24	 Q10 of the programme – training entitled PD10

With the onset of COVID, the programme 
pivoted from face-to-face to Whatsapp-based 
training, with February 202124 seeing the 
programme launch an adapted training model 
to make it more hub and reflective focused. 
This new four-part model (following the SAGE 
teaching approach of Plan, Do, Assess/
Feedback, Reflect) evolved to cluster 3-4 hubs 
in one group and assign them specific tasks to 
work on together, using the session guides and 
learner workbook. Each hub is then expected to 
present the product of their discussions to other 
cluster members, with the final activity being 
a participant and facilitator driven reflection, 
captured over two days on the hub cluster 
WhatsApp channel. The new training model 
increased participation amongst hub volunteers 
and gave staff members insight on the areas 
where hub volunteers are confident, and the 
areas with which they required further training 
and support. It also supported the Teaching and 
Learning Team (a core team comprised of SAGE 
– Plan UK and Zimbabwe, and the OU team) 
to gain insight into the pedagogic practices 
within each hub to inform and enhance 
programme adaptations. 
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To ensure reliability, the assessments provide 
a commentary for the CEs to follow, as well as 
guidance for what they should look out for in a 
girl’s response when allocating a score. CEs are 
equipped with a Scoring Guide which provides 
clear guidance on how to translate raw scores 
into colour-coded bands. The ongoing use of 
Progress Books means that CEs are experienced 
in recording girls’ progress at the different sub-
task levels, aligning to the programme’s ongoing 
assessment for learning strategy. It is anticipated 
that CEs will be more confident in recording 
girls’ learning in their Progress Books and, as 
such, they will become more experienced in 
completing the assessments. Each of the four 
assessments are accompanied by a training 
package of support, currently administered 
via a hybrid model involving both face-to-face 
and Whatsapp training. NFE mentors (from the 
attached school) are also included in the training 
as they undertake the screening assessments. 
This also enables them to be skilled in the 
process and support the CEs in their attached 
hubs. CEs record girls’ assessments in paper 
forms which are then collated by district staff and 
can be used for immediate discussion as to how 
hubs and individual girls are attaining. 

Data management:

As mentioned above, CEs record girls’ 
responses to the assessments in paper forms 
which are then shared with district staff. District 
staff transfer the scores and colour-coding onto 
the SAGE database, and each girl’s assessment 
is linked to her individual ID. As well as ensuring 
each girl’s data is stored accurately, this also 
allows for any unusual progress (either way) 
to be highlighted and shared back with the 
district team.

Data analysis:

A core aspect of the capacity building 
component of the alternative midline approach 
has been supporting the SAGE team to analyse, 
interpret and utilise LPA data. The OU team 
led three workshops aimed at enhancing staff 
capabilities in quantitative data collection, data 
analysis, interpretation and dissemination (and 
a further four focused on qualitative data). For 
quantitative data, the three workshops included 
the co-development of an analysis framework 
to enable analysis at girl, subject and CE/hub 
level, how to support CEs, interpretation of 
data analysis results, how to explore potential 
adaptations to the programme at girl and hub 
level and how to take action at a district and 
national level.

To support this process, the MERL team at PIZ 
undertook analysis of the IPA and MPA data 
using Microsoft excel, disaggregating the data 
by subject, subtask, subgroup, district and 
hub, with quality assurance provided by the 
OU team.
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5.2	 MOST SIGNIFICANT CHANGE STORIES 

25	 https://www.betterevaluation.org/sites/default/files/most-significant-change.pdf
26	 https://www.mande.co.uk/wp-content/uploads/2005/MSCGuide.pdf

Background:

“The Most Significant Change technique facilitates 
project and program improvement by focusing the 
direction of work away from less-valued directions 
toward more fully shared visions and explicitly 
valued directions, e.g., what do we really want to 
achieve and how will we produce more of it? It 
can also help uncover important, valued outcomes 
not initially specified. It delivers these benefits by 
creating space for stakeholders to reflect, and by 
facilitating dynamic dialogue.” (Serrat, 2009)25

The Most Significant Change technique is a 
qualitative and participatory form of monitoring 
and evaluation based on the collection and 
systematic selection of stories of reported 
changes from development activities. The 
technique was developed by Rick Davies in the 
mid-1990s to meet the challenges associated with 
monitoring and evaluating a complex participatory 
rural development programme in Bangladesh.

In The ‘Most Significant Change (MSC)’ 
Technique: A guide to its use,26 written by the 
two original developers of MSC, Rick Davies 
and Jess Dart, Most Significant Change is 
described as:

“a form of participatory monitoring and 
evaluation. It is participatory because many 
project stakeholders are involved both in 
deciding the sorts of change to be recorded and 
in analysing the data. It is a form of monitoring 
because it occurs throughout the program cycle 
and provides information to help people manage 
the program. It contributes to evaluation because 
it provides data on impact and outcomes that 
can be used to help assess the performance of 
the program as a whole. Essentially, the process 
involves the collection of significant change 
(SC) stories emanating from the field level, and 
the systematic selection of the most significant 
of these stories by panels of designated 
stakeholders or staff.”

It is particularly valuable for monitoring and 
evaluating complex programmes, often in 
conjunction with other methodologies, as it 
captures unintended outcomes and provides 
insights into how different stakeholders within a 
programme ascribe value. 

Methodology and sampling:

SAGE programme staff collected 103 positive 
stories of change from girls and young 
women involved in the programme in June 
2021. Participants in the MSC process were 
purposively sampled to ensure representation of 
SAGE’s seven identified sub-groups, namely: 

•	 Girls/young women who have never been 
to school; 

•	 Girls/young women engaged in labour; 

•	 Girls/young women who are married; 

•	 Girls/young women from an 
ethnic minority; 

•	 Girls/young women from the 
apostolic community;

•	 Girls/young women with a disability;

•	 Girls/young women who are 
young mothers. 

In practice, a significant proportion of the girls 
who participated in the MSC process belonged 
to more than one of these sub-groups, strongly 
indicating the intersectional nature of identity 
and the multiple characteristics and barriers that 
SAGE girls possess and face. 
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Selection process: 

From the 103 positive stories of change 
collected, SAGE staff initially selected 14 
(two per sub-group) that they considered 
most significant, in that they most clearly 
demonstrated the impact that SAGE has had on 
the girls’ lives. While there were no strict criteria 
for this process, the programme selected 5 
‘domains of change’ to categorise the types 
of positive change the girls/young women had 
experienced. These domains were developed 
based on a light-touch thematic review of the 
103 stories. The domains of change chosen 
were ‘improved learning’, ‘self-efficacy’, 
‘transition’, ‘gender equality’ and ‘positive 
community attitude’. As with the sub-groups, 
there was considerable overlap between the 
different domains. 

Following this process, SAGE staff and PIZ 
and Plan UK undertook a further review of the 
14 selected stories and were invited to vote on 
the seven that they felt were most significant, 
ensuring that each sub-group was represented. 
For each pair of stories, staff reflected on which 
of the two conveyed most strongly the aims and 
impact of the SAGE programme. Through this 
process, seven stories of change were selected, 
which can be found in Annex 6. 

Data management and analytical approach:

All interviews were held in the language in 
which the girls felt most comfortable (primarily 
Shona or Ndebele) before being translated and 
transcribed into English by the PIZ team.

Once the seven most significant change stories 
were selected, SAGE undertook a thematic 
analysis process guided by the five domains 
of change and underpinned by both Plan 
International’s Gender Transformative Approach 
and the GEC’s Gender Equality and Social 
Inclusion (GESI) framework. 

Plan International’s approach to gender 
transformative programming identifies six 
elements which work together to facilitate 
meaningful and sustainable change to gender 
inequality and empowerment of girls and 
women. These six elements are:

1.	 identifying and addressing negative 
gender norms throughout the life course;

2.	 increasing the agency of girls, young 
women and marginalised groups; 

3.	 working with men and boys to instil 
positive masculinities and create 
champions of gender equality; 

4.	 improving both the daily conditions faced 
by girls, young women and marginalised 
groups and also shifting their position 
within society in a sustainable manner; 

5.	 acknowledging and addressing the 
diverse intersecting identities and needs 
of the groups we are seeking to support;

6.	 creating an enabling environment to 
support gender transformation from 
community to national policy level.

The GEC’s GESI approach outlines the 
spectrum from GESI absent to GESI 
transformative for gender and social inclusion. 
The most relevant distinction for Plan’s 
programming is between GESI sensitive and 
GESI transformative, with an organisational 
expectation that programmes would always 
be operating as at least GESI sensitive. The 
distinction between the two levels speaks most 
closely to Plan’s gender transformative element 
4 (improving the daily condition and long-term 
position of girls, women and marginalised 
groups). GESI sensitive is described as 
working around existing gender, disability or 
social exclusion barriers to achieve project 
objectives i.e. improving the daily conditions 
faced by girls by working around existing 
gendered restrictions. GESI transformative 
is described as actively seeking to transform 
inequalities for children in the long term despite 
gender, disability or any other characteristic 
i.e. improving the position of girls, women and 
marginalised groups within society.

Within this report, the findings from this 
thematic analysis have been integrated and 
triangulated with other data sources and 
presented under the relevant programme 
outcomes and intermediate outcomes in the 
chapters that follow. 
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5.3	 GIRL-TO-GIRL LEARNING CONVERSATIONS 

Background:

As part of the enhanced monitoring element of the 
midline alternative approach, the PIZ team was 
supported by the OU to develop skills in collecting 
and presenting case studies highlighting the diverse 
experiences of programme participants. 

To support the rollout of qualitative case 
study collection, four workshops were held to 
collaboratively design and understand methodology 
and protocols, focusing specifically on the area 
of power dynamics. These included developing 
a sampling framework which would be inclusive 
of SAGE’s diverse sub-groups, agreeing the 
approaches, tools and logistics for case study data 
collection and examining research protocols and girl 
recruitment procedures. The methodology centred 
on the facilitation of girl-to-girl conversations 
involving 14 girls, with each pair consisting of two 
girls from each of SAGE’s seven sub-groups.

Sampling:

The PIZ MERL team visited districts and engaged in 
conversation with SAGE community mobilisers, who 
work and live in the districts and know the girls and 
their families. COGE coordinators who were known 
to the girls worked closely with the MERL team to 
determine the sample of potential girls. Following 
these discussions, CoGE coordinators held an 
initial session to explain the nature and purpose 
of the research, the time commitment involved, 
safeguarding and COVID-19 guidelines and 
logistical considerations. The girls who remained 
interested in participating were then provided 
with more detail on the activity and the CoGE 
coordinator shared consent forms verbally, ensuring 
that the girl understood the voluntary nature of the 
research, scope and purpose. Consent was also 
confirmed at the start of the conversation with each 
girl, ensuring that the participants were aware they 
could withdraw at any point.

Methodology:

Peer-to-peer interviewing was chosen as the 
methodology for the case studies, to create space 
for the girls’ own voices to come to the fore and 
mitigate the risk of unequal power dynamics 
influencing the data. Fourteen girls took part in 
seven girl-to-girl conversations, supported by a Plan 
International Zimbabwe MERL team member who 
had participated in the preparatory workshops. The 
conversations were guided by a set of questions 
focusing on what girls valued in their learning, 
their motivation for joining SAGE and their biggest 
successes since being part of the programme.

Further, the approach built on the work of early 
years research (Clark, 2005) to use prompts 
including photographs and pictures, chosen by 
the girls/young women to reflect their view of 
their learning during the last year or so in the 
SAGE programme.

Data management and analytical approach:

The conversations were held in the girls’ mother 
tongue (either Shona or Ndebele) before being 
translated and transcribed into English by the 
PIZ team. A workshop, facilitated by the OU, was 
then held at which the PIZ team undertook an 
initial review of the transcripts to identify emerging 
themes and points of difference, reflecting on three 
key questions:

•	 What does learning progress mean at the 
level of an individual girl/young woman?

•	 How do girls/young women talk about their 
new skills?

•	 How do these skills feature in/impact on 
their lives?

Supported by the OU, the PIZ team built on the 
initial analysis undertaken during this workshop 
to convert the girl-to-girl conversations into seven 
cameo case studies, which can be found in Annex 
5. Emerging themes from the cameo case studies 
are also integrated into the narrative against 
relevant programme outcomes and intermediate 
outcomes within this report. 
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5.4	 LESSONS LEARNT 

Background:

The SAGE programme is committed to 
promoting a culture of sharing knowledge 
and the use of existing knowledge to 
achieve programme goals and contribute to 
organisational learning. By understanding 
what went well and what did not work, the 
programme teams can adjust their processes 
and approaches to future programmes. 

As part of the midline, the SAGE team collected 
and documented lessons learnt at hub level 
during a one-day event in September 2021. 
Collecting lessons learnt is an iterative process 
designed to improve the quality of outputs and 
provides an opportunity for team members 
and partners to discuss successes during 
the programme, unintended outcomes, and 
recommendations for others involved in similar 
future programmes. It also allows the team 
to discuss things that might have been done 
differently, the root causes of problems that 
occurred, and corrective actions to avoid these 
issues recurring.

Objective:

The objective of the lessons learnt process was 
to improve programme outcomes by identifying 
opportunities for improvement or the wider 
adoption of successful practices at hub level by 
Community Educators.

In this series of lessons learnt, the programme 
identified four thematic areas which are 
closely linked to girls’ learning: progress 
assessments; enrolment; attendance; and 
follow-up. The team worked with Community 
Educators to share their experiences as part 
of lessons learnt documentation by reflecting 
on what they have observed as working and 
not working in supporting girls to access 
education. The targeting of Community 
Educators was deliberate as they directly deal 
with the identified themes on a regular basis as 
compared with other hub level volunteers. 

Methodology:

The lessons learnt documentation process 
applied a qualitative research methodology 
which involved Community Educators sharing 
their experiences on what has been working 
and not working around the identified learning 
themes. The process was conducted to fill in 
information gaps pertaining to trends, generated 
through quantitative routine monitoring tools, 
which were being observed as varying across 
the identified four themes and across different 
hubs. The lessons learnt activity provided 
an opportunity for Community Educators to 
reflect and share experiences on what has 
been working well for them and where there 
was room for improvement. It also provided 
an opportunity for peer learning amongst hub 
level volunteers.

Prior to the documentation of lessons learnt, the 
project team consisting of District Coordinators, 
MERL Coordinators and hired enumerators 
went through a one-day capacity development 
training on qualitative data collection methods in 
September 2021. It focused on documentation 
of lessons learnt by employing Focus Group 
Discussions (FGDs) and Key Informant 
Interviews (KIIs) as the major data collection 
techniques. The training sessions took the 
format of role plays and plenary discussions to 
ensure that participants gained knowledge on 
the expected approaches to data collection. 

A three-step participatory reflection process 
was adopted for generating the lessons as 
shown in Figure 1 below. The first step involved 
the programme team deciding on learning 
themes informed by routine monitoring data. 
The identified themes were selected on their 
basis of being closely linked to learning success 
and where the programme was noticing 
disparities in terms of performance amongst the 
88 hubs. 
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Figure 1

The second step saw 87 Community 
Educators and seven District Lifelong Learning 
Coordinators (DLLCs) engaged in Programme 
Area (PA) clusters to share their experiences 
around a particular topic. The programme 
team provided monitoring data to CEs on 
hub-specific performance. Community 
educators reflected on the monitoring data to 
reflect on what was working and not working 
across different hubs within a particular 
topic. This refection process gave rise to 
the documentation of lessons learnt which 
were documented by hired enumerators. The 
participatory nature of the documentation 
process created opportunities for peer-to-peer 
learning and sharing of ideas. 

Dissemination:

The lessons learnt have been shared internally 
with programme staff to inform new programme 
adaptations to facilitate effective delivery. 
More importantly, they will also be shared with 
hub volunteers to facilitate cross learning. 
Externally, the lessons will be shared with other 
projects and partners in a process of knowledge 
exchange to share practical experiences on 
what works and does not work when supporting 
out-of-school girls to access education. 
Elements of the documented lessons learnt 
are also integrated into the relevant sections of 
this report.

1.
Identification 
of learning 
themes by 
programme 
team

3.
Compilation 

and validations 
of lessons by 

programme 
staff

Community 
educators reflection 

of the identified 
learning themes

2.
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5.5	 KIIs WITH MEMBERS OF THE APOSTOLIC COMMUNITY

Background:

The Apostolic Women’s Empowerment Trust 
(AWET), a SAGE consortium partner, undertook 
a series of Key Informant Interviews (KIIs) 
with members of the Apostolic community 
as part of the midline process to gain deeper 
insights into the experiences of Apostolic girls, 
who constitute the second largest sub-group 
amongst the SAGE cohort, and to more fully 
understand the attitudes, beliefs and practices 
that influence their lives and education. Their 
report can be found at Annex 13.

Girls and young women from the Apostolic 
community were identified as a key sub-
group at the programme design stage due to 
the additional sources of marginalisation and 
barriers to education they face. Girls from 
Apostolic households are particularly affected 
by restrictive gender norms and harmful 
practices, and girls in Apostolic communities 
are much more likely to experience early 
marriage and early pregnancy compared to girls 
belonging to other faiths.

Data collection and sampling: 

AWET used purposive sampling to conduct six 
KIIs: two with Apostolic religious leaders (aged 
between 30 and 70) and four with girls and 
young women from the Apostolic community 
who are participating in SAGE, who were 
aged between 15 and 19 years old. Face-to-
face interviews were conducted over a one-
week period. 

Data management and analytical approach:

All interviews were recorded on hard copies 
in vernacular languages, then translated and 
transcribed into English. The translated versions 
were quality assured by AWET staff to ensure 
that no information had been misrepresented or 
lost during the direct translation process. Where 
questions were raised over the translation, 
AWET revised the English version to restore 
the original meaning as far as possible. Both 
the original handwritten interview scripts 
and the translated transcripts were assigned 
corresponding references. 

Initially, the transcripts were manually read to 
comprehend the issues, extract themes and 
other classifications of data from the interview 
texts and gain an appreciation for the responses 
(both in vernacular and English translation). 
Transcripts were then systematically coded to 
generate themes and subthemes. 

The study used the Appreciative Inquiry 
method, which allowed for the understanding of 
positive elements within the Apostolic religion 
and the elimination of preconceived, negative 
assumptions about Apostolic religious groups. 
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5.6	 EXTERNALLY COMMISSIONED RETENTION AND 
ABSENTEEISM REPORT

Background:

Finally, PIZ commissioned an independent study 
as part of the alternative midline approach to 
analyse risk factors associated with irregular 
attendance and risk of dropout from SAGE’s 
learning hubs and to assess the impact of 
dropout prevention strategies being employed 
by the programme. This area of inquiry was 
chosen for the study in response to programme 
monitoring data indicating that girls’ attendance 
at SAGE hubs was lower than expected and 
that a significant proportion of SAGE girls were 
exhibiting erratic attendance at SAGE sessions. 
The research study was undertaken by two 
Zimbabwean academics working in education 
who were selected following a competitive 
tendering process. 

Objectives:

The specific objectives of the study were 
as follows: 

•	 To assess risk factors leading to irregular 
attendance 

•	 To explore the viability of opportunities 
pursued by the girls who have 
transitioned to employment before 
completing SAGE learning activities 

•	 To evaluate the effectiveness of strategies 
for retention and follow-up 

The findings of the study were intended to 
inform SAGE’s dropout prevention and retention 
strategy. The following guiding questions were 
outlined in the ToR, developed by PIZ:

•	 What are the risk factors leading to 
irregular attendance or dropping out from 
SAGE lessons? 

•	 What are the perceptions of 
SAGE’s follow-up measures from 
those beneficiaries with poor/
irregular attendance? 

•	 What skills and knowledge do 
hub volunteers need for effective 
beneficiary retention? 

•	 What are the key factors needed 
to facilitate the transition of highly 
marginalised girls into employment? 

•	 What are the key factors and programme 
delivery components which create higher 
demand and incentivise attendance 
among educationally marginalised girls? 

•	 What are the factors which have led to 
out-of-school girls not utilising SAGE 
services despite being eligible? 

•	 What factors in each district predict 
the likelihood of more girls requiring 
SAGE services? 

•	 Given the need for value-for-money, what 
adaptations need to be made to focus 
more resources on the most needy sub-
groups or regions where we have more 
educationally marginalised girls? 

•	 How effective are the retention 
mechanisms at hub level? 

•	 How is the community involved in 
attendance follow-up for adolescent girls? 

•	 How viable are the employment 
opportunities taken at the community 
level cited by those girls who have left for 
employment reasons? 
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Scope:

Under the initial design, the consultants had 
intended to conduct in-person data collection 
across all 11 SAGE districts. However, due to 
COVID-19 constraints this was then revised 
to involve two phases of data collection: one 
involving in-person data collection where 
possible and another reaching respondents 
who could not participate in face-to-face data 
collection via phone. 

In practice, the consultants conducted a 
first stage of data collection via phone as 
field visits could not be conducted due to 
movement restrictions. Telephone interviews 
were conducted with targeted girls, Community 
Educators, CoGE facilitators, parents/
caregivers of the targeted girls, community 
leaders head teachers and mentors in all 
the eleven SAGE districts between August 
and November 2021. In Bulilima district, 
participants could not be reached via telephone 
because of poor connectivity (this is due to 
most mobile phone users in Bulilima using 
Botswana cell phone lines, as they have better 
connectivity than Zimbabwean providers). As 
a result, the consultants conducted face-to-
face data collection in Bulilima, abiding by 
COVID-19 restrictions. 

Concerns were however raised by the SAGE 
team that conducting the majority of data 
collection over the phone in ten of eleven 
programme districts potentially excluded the 
hardest to reach girls and other stakeholders 
without access to phones. In response to these 
concerns, the consultants undertook a further 
phase of in-person data collection in November 
2021 in four districts, spanning the three 
provinces in which SAGE is implemented. 

Methodology and sampling:

The study employed a mixed-methods 
design involving a quantitative Girls’ Survey, 
Key Informant Interviews and FGDs. In each 
district, two learning hubs were purposively 
selected: one with the highest absenteeism 
rate and one with the highest retention rate 
in that district, with the intention of drawing 
comparisons between hubs with these different 
characteristics. However, in both categories of 
hubs, there were girls that reported that they 
had irregular attendance and those with regular 
attendance. The consultants took the decision 
to analyse girls according to their self-reported 
categories of attendance (regular, fairly regular 
or irregular) rather than by hub. Where they 
considered the type of hub to be germane to 
the findings, the consultants referred to it in 
their report. 

Participants were randomly selected from the 
database of SAGE participants provided by PIZ. 
At each learning hub the following participants 
were sampled: 

•	 Girls with records of irregular attendance 
(0-49% attendance of sessions) 

•	 Girls regularly attending SAGE sessions 
(more than 50% attendance) 

•	 Community Educators (CEs) 

•	 CoGE Facilitators (Championing of 
Girls Education) 

•	 School heads/mentors 

•	 Parents/Caregivers of girls participating in 
SAGE sessions or irregularly attending or 
have dropped out 

•	 Community Leaders (traditional, 
religious, political) 
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Data management and analysis:

All qualitative interviews were audio recorded 
by the research team. Upon completion of 
each interview, the interviewers completed an 
interview summary form. The audio data was 
then transformed into narrative data through 
developing detailed notes on issues emerging 
from the interview for each of the questions 
on the question guide. The notes were then 
analysed through thematic content analysis to 
identify key themes and draw conclusions from 
the emerging data. Quantitative data from the 
Girls’ Survey was imported from Kobo Collect 
into SPSS for cleaning and analysis. 
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6.	 EXPLANATION OF ANALYTICAL 
APPROACH 

The analytical approach employed throughout this report is underpinned 
by the SAGE programme’s Theory of Change, linking to the three core 
outcomes of learning, transition and sustainability, and, where relevant, to the 
programme’s five intermediate outcomes, which are as follows:

1.	 IO1: Highly marginalised adolescent girls 
regularly attend high-quality, accelerated 
learning sessions 

2.	 IO2: Highly marginalised adolescent girls 
have increased self-efficacy and life skills

3.	 IO3: Highly marginalised adolescent girls 
have improved levels of market relevant 
livelihood skills

4.	 IO4: Communities demonstrate more 
positive gender attitudes and actively 
support and protect girls

5.	 IO5: Strong and active partnerships 
with MoPSE officials and other civil 
society actors actively advocate for more 
inclusive, gender-responsive education 
policies

This report has been structured according to 
the programme’s three core outcomes and, 
where relevant evidence has been collected, 
to its intermediate outcomes. Evidence, both 
qualitative and quantitative, gathered through 
the various data collection processes outlined 
in Section 5, has been assessed against 
SAGE’s three core outcomes and intermediate 
outcomes with a view to demonstrating 
progress against programme goals. Data was 
not collected for IO3 (Highly marginalised 
adolescent girls have improved levels of market 
relevant livelihood skills) as the programme 
intervention relevant to this IO had not 
commenced by the time of data collection. 

Although the midline alternative does not 
constitute an external evaluation study, the 
SAGE programme is committed to using the 
learning it will produce to inform as many 
higher-level conclusions as possible.

6.1	 SAFEGUARDING

Ethical protocols:

All data collected as part of the midline 
approach was guided by the following ethical 
protocols and safeguarding policy, in line 
with the GEC Do No Harm policy and Plan 
International’s Global Safeguarding Children and 
Young People policy. 

The below table details some of the key actions 
undertaken to support activities conducted as 
part of this alternative midline approach. 
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Table 6

Category Ethical protocols

Overall approach •	 All monitoring, evaluation and research activities are guided by a 
strong safeguarding focus. This includes gaining informed consent, 
allowing participants to withdraw at any time, ensuring that data 
collectors are fully trained in ethical data collection and reporting 
mechanisms, maintaining participants’ anonymity, ensuring that only 
female data collectors interview girls.

•	 All staff, volunteers and external contractors involved in the 
alternative midline approach were required to sign Plan International’s 
Safeguarding policy and participate in safeguarding training.

Quantitative and 
qualitative data 
collection methods 
and tools 

•	 Specialists within the programme reviewed all tools and methods 
from the point of view of social inclusion and gender responsiveness, 
as well as local sensitivities and norms (for example, schedules 
for interviews with the girls and communities to fit household and 
community commitments).

•	 All data collection tools used for this alternative midline were 
reviewed by Plan Zimbabwe’s Safeguarding Coordinator with input 
from Plan UK technical specialists.

Quantitative and 
qualitative data 
collection process

•	 The SAGE project ensures that written consent from parents / carers 
are secured for participation in activities and comply with Plan 
International policies regarding videos, photography and the use 
of information. Assurance was given that any information collected 
will be confidential and will not be used for any purpose other than 
the stated purposes, which is primarily to improve the work of the 
SAGE programme. Participation of young people and / or usage 
of information and / or images and video can only take place after 
consent is obtained from both parents and young people. All data 
collection processes involved clear communication that consent 
can be withdrawn at any point without fear of losing any of the 
advantages delivered through the project.

•	 The programme produced consent forms for each of the participants 
which are securely stored. 

•	 Forms and processes for obtaining consent were reviewed and 
adapted in line with the particular needs e.g. literacy levels, 
disability etc. 

•	 For this alternative midline, all data collection involving girls was 
conducted by female staff or volunteers, with the exception of 
the Learning Progress Assessments which were administered by 
a trusted hub volunteer. In general, the programme aims to have 
only female staff members conducting interviews and focus group 
discussions with girls, especially in cases where sensitive information 
is being discussed. 
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Category Ethical protocols

Recruitment, 
training and 
supervision of 
personnel

•	 SAGE conducts regular safeguarding trainings for all staff and 
volunteers led by the SAGE Safeguarding Coordinator with technical 
support from Plan UK. For example, a refresher session for the 
consortium was held in November 2021 and included a focus on 
safeguarding and ethics in MERL.

•	 All staff and volunteers are screened and vetted before being 
engaged by the programme or having any interaction with 
SAGE participants.

•	 External contractors are recruited in accordance with the Fund 
Manager’s relevant guidance and vetted before commencing work. 
They are also required to sign and adhere to Plan International’s 
relevant policies. Internally, HR reviews employees’ level of contact 
with children, access to child data and the level of prevention checks 
needed for all relevant post-holders on an annual basis.

•	 Meeting safeguarding requirements is a key criterion in the selection 
of any external contractors. The consultants for the attendance 
study set out detailed safeguarding measures as part of their 
inception report, which the consortium monitored closely throughout 
the exercise.

•	 The training of enumerators included ethical issues and protocols. 
Project staff were involved in this training to ensure the particular 
needs of the girls, their families and communities were respected. 

•	 Data collectors were trained in sensitive interviewing strategies (for 
instance, asking about hypothetical situations rather than probing for 
personal experience) and in how to make safe and sensitive referrals 
in the event of a disclosure. 

•	 All data collectors involved in collecting data for this report received 
training in COVID-19 safety protocols. 

Dedicated 
Safeguarding 
Technical Support

•	 In line with the GEC Do No Harm Policy, the SAGE Safeguarding 
Coordinator is responsible for the mainstreaming, implementation 
and monitoring of child safeguarding and any protection risks within 
and outside the project, covering both staff and external evaluators. 
They are supported by Advisors at PIZ Country Office and Plan 
International UK.
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Category Ethical protocols

Risk Management •	 Additional safeguards are in place given that SAGE’s target 
beneficiaries are highly marginalised and vulnerable adolescent 
girls (some of whom are living with disabilities, others who may 
be survivors of gender-based violence (GBV) including child, 
early and forced marriage) and that sensitive subjects like SRHR 
may be discussed in MEL activities. The consortium-level risk 
register includes safeguarding risks, mitigation measures and 
escalation procedures. 

•	 SAGE has developed SOPs for working with girls with disabilities 
(as part of the SOPs on how to engage girls during COVID-19). 
Conducting monitoring and evaluation activities with girls with 
disabilities was also included in the programme’s training on 
safeguarding and ethics in MERL. 

•	 The programme has conducted safeguarding trainings for girls in 
hubs specifically to address safeguarding concerns that surfaced 
during the attendance research study. This involves ensuring girls are 
aware of made aware of safeguarding reporting channels.

•	 Safeguarding concerns raised through data collection activities 
conducted for this alternative midline approach have been followed 
up at hub level through technical monitoring visits and reported 
according to Plan International’s Global Safeguarding Children and 
Young People policy and reported to the donor (the UK’s Foreign, 
Commonwealth and Development Office) as per the agreed protocol.

•	 Risk assessments were conducted for all the data collection 
methodologies utilised within this report. Relevant permissions were 
gained, data collectors were trained in COVID-19 protocols, PPE was 
provided for data collectors and participants, and data collectors 
obtained informed consent.

Data recording, 
storage, analysis 
and reporting 

•	 The MEL team is responsible for ensuring all data are entered 
correctly into the mobile data collection platform for internal 
pieces. External contractors do the same for the pieces they are 
responsible for.

•	 All electronically collected data is securely stored at all times and 
is only accessible to consortium staff using authorised accounts. 
External reporting does not contain any personal or sensitive data.

•	 Any paper-based records (such as attendance sheets) are securely 
stored at CBLH level and only accessible to Community Educators 
and consortium staff. 
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6.2	 LIMITATIONS

Overall: 

From this initiative, the SAGE consortium has 
gained learning in terms of the programme 
results but particularly in how to manage and 
implement this innovative approach. Learning 
will be useful for other projects within the 
GEC project portfolio but also the wider civil 
society sector. 

The process required for this initiative has 
limitations and challenges. Overall, the 
timeframes of the alternative midline process 
required substantial extension from those 
stated in the Inception Report due to a range 
of challenges including compiling, synthesising 
and writing up results from assorted 
methodologies and to a standard that is in line 
with Plan International’s requirements as well 
as Fund Manager expectations, significant 
staffing changes in Plan UK and Zimbabwe 
MERL teams between June 2021 and 
January 2022 and delays to data collection or 
capacity building workshops, due to recurring 
lockdown measures. 

The alternative midline approach agreed with 
the Fund Manager is an ongoing process rather 
than a standalone evaluation. This report is not 
based on a single overarching methodological 
design and was not intended to gather data 
on every programmatic indicator; rather, it 
synthesises a combination of different data 
collection methodologies and approaches from 
which the consortium aimed to draw meaningful 
conclusions and develop actionable and 
contextualised recommendations, rather than 
deriving from a holistic evaluation design.

Capacity building is a key element of the 
alternative midline approach, and one of its 
strengths. However, due to this, the majority of 
data collection and analysis presented in this 
report was conducted internally by consortium 
staff and as part of a learning process. This will 
strengthen monitoring and research functions 
for the duration of the programme but has led 
to some challenges with data collection and 
analysis and a lengthier analytical process. 

It was not within the agreed scope of this 
midline approach to collect data for all 
outcome and intermediate outcome indicators. 
Quantitative data was collected against the 
learning outcome and attendance intermediate 
outcome; all other outcomes and intermediate 
outcomes have been assessed using qualitative 
data as part of the enhanced monitoring 
component. While this limits our ability to 
report against these quantitative indicators in 
the logframe, it has generated valuable in-
depth insights and amplified girls’ voices within 
this report.

As the scope of the approach was centred on 
certain outcome and intermediate outcomes, 
it did mean that safeguarding which is seen 
as a cross-cutting thematic area spanning all 
outcomes was not explicitly explored within this 
process, nor SAGE’s work towards referring 
girls into protection services. This was mainly 
due to prioritising the team’s capacity given 
SAGE’s comprehensive model, as well as the 
midline design process following a period of 
intensive focus on safeguarding standards, with 
the programme being approved as compliant 
with GEC Safeguarding Minimum Standards 
in October 2020. Girls’ feedback amongst 
qualitative components of this process has 
been particularly illuminating on unintended 
harms such as community backlash, bullying 
and violence and will drive the programme 
forward in improving safeguarding practice. 

Access to stakeholders was limited due to 
COVID-19 restrictions. Certain types of data 
conventionally collected as part of an external 
evaluation, such as Household Survey data, 
were not collected, both because of logistical 
constraints and because they were not within 
the agreed scope of the alternative midline 
approach. There was limited data collection with 
community members, including men and boys.
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The qualitative data collection undertaken for 
this midline has generated rich and valuable 
insights into individual girls’ experiences of 
SAGE and helped to build the programme’s 
understanding of girls’ learning journey 
across diverse sub-groups, complementing 
SAGE’s girl-centred model. Although the 
volume of qualitative data is not sufficient 
to draw representative conclusions relating 
to the underlying factors influencing girls’ 
learning results, the girl-to-girl conversations 
and resulting cameo case studies (Annex 5) 
have begun to explore girls’ experiences and 
perceptions of their own learning across the 
seven sub-groups.

There is no representation of Government 
officials in the data collection, which was 
also the case at baseline. This is because the 
consortium team wanted to prioritise girls’ 
and community voices at the midline but 
this group will be included as a stakeholder 
group as part of enhanced monitoring for the 
remainder of the programme and as part of 
the endline evaluation. Conclusions regarding 
the programme’s engagement with key 
stakeholders are therefore based on programme 
monitoring and learning rather than data 
specifically collected for this midline.

Learning Progress Assessments:

The Learning Progress Assessment data used 
in this report was collected over a two-week 
period in November and December 2020. 
Initial Progress Assessment data referred to in 
this report was collected from Cohort 2, and 
Mid Progress Assessment data was collected 
with Cohort 1. Due to logistical constraints, 
and particularly the disruption of lockdown 
measures, assessment data was not collected 
from the entirety of these two cohorts. This 
data is therefore a cross-sectional snapshot 
of these girls’ learning levels at a particular 
point in time. This is not a longitudinal study 
of girls’ learning as the data was collected 
from two different cohorts and thus cannot be 
used to track individual learners’ progression 
from IPA to MPA, which limits the conclusions 
that can be drawn relating to the impact of the 
SAGE model on learning outcomes. However, 
at endline the programme will have individual 
girls’ learning data across multiple assessment 
points, allowing for longitudinal tracking of girls’ 
learning journeys.

Given the difference in learning assessment 
methodology from EGRA/EGMA to internal 
Learning Progress Assessments, the 
programme does not have direct comparative 
learning data from baseline, although there 
is sufficient alignment between the LPA 
assessments and EGRA/EGMA sub-tasks to 
enable illustrative mapping of learning data from 
baseline to IPA and MPA, as shown in Section 
7.1.5. 

The learning assessment data analysed and 
reported on in this midline was collected in 
November-December 2020. The SAGE team 
focused on this dataset for analysis as it was 
compiled and quality assured in sufficient time 
to be used throughout the capacity building 
component and can be used to present findings 
at district, sub-task and subgroup level, as well 
as to support teaching practices at the hubs. 
For Cohorts 3-5, although some IPA data was 
collected during 2021, it was collected on a 
rolling basis after the analysis process had 
already begun. COVID-19 related lockdowns 
also resulted in some delays in this data being 
shared by the hub teams. 
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Due to the timeframes for the analysis of the 
LPA data captured and the need to undertake 
the capacity building utilising the data sets 
with national and hub level staff, the cohort 
included in the data presented within this 
report is therefore not representative of all six 
current cohorts. However, the data provides a 
valuable snapshot of girls’ learning attainment 
at individual, hub and sub-group level. See 
Section 8.1 for further discussion of the learning 
generated by the rollout of the LPA model.

Most Significant Change stories:

The selection of the seven Most Significant 
Change stories from the 103 collected in total 
was not based on any formal criteria, and did 
not involve a fully participatory process, as with 
a more thorough MSC process. Rather, SAGE 
staff considered which stories they felt most 
strongly conveyed the impact that SAGE had 
had on the girls’ lives. 

Attendance and retention study:

The original design of the research study 
involved a balance of face-to-face and in person 
data collection. However, due to COVID-19 
restrictions, most data were collected over the 
phone, reducing the inclusion of respondents 
without access to technology who are likely to 
be amongst the most marginalised. The design 
involved collecting data from two different types 
of hubs: those with higher attendance levels 
and lower attendance levels. Due to a decision 
on the part of the external consultants, the 
data were not disaggregated according to this 
distinction, limiting the conclusions that can be 
drawn about the factors that might influence 
attendance at a hub level. The analysis is based 
on girls’ self-reported attendance levels rather 
than actual attendance which also limits the 
reliability of the data.
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7.	 FINDINGS

7.1	 LEARNING CHAPTER (OUTCOME 1)

7.1.1	 INTRODUCTION TO LPA MODEL

The Learning Progress Assessment (LPA) model 
was introduced earlier in this report (Section 
5.1) with an explanation of the theoretical 
foundation, rationale for the approach, LPA 
assessment tools and training provided in the 
LPA methodology. This chapter commences 
with a further explanation of the respondents 
featured within the datasets presented here, 
building upon the information provided in 
Section 5 (table 5).

Within this chapter, the report will analyse and 
contextualise the learning scores taken from 
Initial Progress Assessments (IPA) and Mid 
Progress Assessments (MPA), two data points 
within the LPA model. Firstly, the chapter will 
present the overall mean scores for literacy and 
numeracy (totals), disaggregated by districts 
and by subject (numeracy, literacy). Then it will 
go on to analyse the data by sub-task scores 
for literacy and numeracy, with examples 
provided to draw comparisons between sub-
tasks taken from SAGE’s baseline evaluation 
(August-September 2019) and the IPA and MPA 
data gathered and analysed within this reporting 
period. The report then presents a summary and 
spotlight of specific findings in learning progress 
across the SAGE sub-groups and finally will 
examine datasets through a district lens. 

The ‘Initial Progress Assessment and Mid 
Progress Assessment Literacy and Numeracy 
Scores by District’ (Section 7.1.5), toward the 
end of this chapter includes an explanation of 
how LPA findings are already being used at 
hub level to inform programme implementation 
and strengthen CEs’ ability to differentiate their 
support to learners. As was outlined in the 
introduction to the LPA model earlier (Section 
5.1), IPA and MPA datasets gathered during 
the data capture period covered by this report 
were utilised within LPA training workshops 
at hub level. Community Educators and NFE 
mentors provided formal written summaries 
of their workshop for each hub, identifying 
areas of shared challenges for their learners, 
the corresponding continuing professional 
development needs for hub volunteers, and 
sharing the adaptations they were making to 
their pedagogic approaches in response to 
the progress shown by their learners. This 
chapter ends with a summary of programme 
recommendations for teaching and learning, 
with a more detailed summary of the action 
plans developed at district level to be found in 
Annex 12.
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Respondents:

The primary purpose of the LPAs was to enable 
Community Educators (CEs) to assess girls’ 
progress and to tailor their support to them 
accordingly to build on their strengths and 
address areas of weakness. The model was 
then adapted to be used as an evaluation 
tool, with appropriate emphasis on training of 
CEs to improve reliability of the assessments 
themselves and the data captured throughout 
the process. The LPA model enables the project 
to produce a statement about girls’ learning 
outcomes and to track their learning progress 
from initial to mid- and end-line points, which is 
a measure of progress towards Outcome 1 of 
the SAGE programme. 

The presentation of the data and findings 
below refer to 756 learners from Cohort 2 
who undertook the IPA, and 2,713 learners 
from Cohort 1 who undertook the MPA. IPAs 
were administered to newly enrolled girls, to 
determine their learning levels and inform CEs 
on effective approaches to support them, while 
MPAs were administered to girls who had 
completed module 1c (equivalent to a year of 
exposure to learning activities), to determine 
their learning progress from the start of 
the programme. 

It needs noting that the application of the 
LPA model of learner progress was designed 
throughout year 1 and applied throughout years 
2-3 of the project to date. Therefore, the design 
of the tools and capacity building required for 
their application has been cumulative. On this 
basis, this chapter provides an explanation of 
the IPA and MPA data, with an articulation of 
the process and impact of capacity building at a 
hub level as hub/district teams reflected on and 
adapted their pedagogic approach in response 
to their individual datasets. 

As shown in table 5 in Section 5, no formal 
sampling strategy was used for the LPA 
data presented here, as all SAGE girls are 
expected to undergo these assessments at 
some point. Therefore, the data presented 
here have been determined by the girls who 
were present at hubs during the assessment 
period. Unfortunately, lockdown restrictions 
impacted upon learner attendance and the 
use of the tools with all enrolled learners at the 
point of data capture. Restrictions, as detailed 
in the earlier Section 3.2, have led to multiple 
periods of no contact with learners. Lockdown 
restrictions were further compounded by 
additional absenteeism attributed to girls’ 
additional domestic and employment 
responsibilities. The programme responded 
to lockdown restrictions by moving to a multi-
learning pathway model including telephone-
based and small-group working within 
communities, but the impact of the pandemic 
has slowed girls’ learning, and the subsequent 
rollout of the LPA model of assessment and 
data capture. The consortium considered 
that conducting the learner assessments via 
telephone would be inappropriate, exclusionary 
to groups needing specific support such as girls 
with disabilities and could lead to inadequate 
data capture. 

The data presented here is a snapshot of two 
separate cohorts at a particular point in time 
in their learning. Therefore, the programme 
is not presenting a comparison of the same 
girls across the two data points but providing 
summaries on trends to emerge across sub-
tasks, sub-groups and districts at IPA and 
MPA. While it does not present longitudinal 
learning data and associated trends, this 
chapter is intended to support other educators 
in understanding the pedagogic design of the 
LPA model. 
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Status of LPA data collection for each cohort:

The programme has now instigated the rollout 
of the LPA model across all six enrolled cohorts. 
The majority of Cohort 1 (2,713 girls, referred 
to as Cohort 1a), who were enrolled between 
May and December 2019, had already been in 
the programme for some time when the LPA 
model was rolled out, so they did not complete 
an Initial Progress Assessment but did complete 
a Mid Progress Assessment (the MPA data for 
2,713 girls referred to in this chapter) and will 
also complete the End Progress Assessment in 
early 2022. Consequently, the programme will 
be able to track individual girls’ progress from 
MPA to EPA for Cohort 1a. 

The remainder of the girls in Cohort 1 (1,743, 
referred to as Cohort 1b) completed the IPA but 
not the MPA. Due to the programme’s strategy 
of rolling enrolment, these girls joined SAGE just 
after the MPA data had been collected and it 
was decided that they should join the existing 
Cohort 1, who were commencing module 2a. 
LPA data from these girls is not included in this 
report. These girls will complete the EPA in April 
enabling longitudinal tracking from IPA to EPA. 

Cohort 2 girls were enrolled between January-
October 2020 and completed the IPA in 
November-December 2020 (data from which are 
referred to in this chapter). They will complete 
the MPA in early 2022 and the EPA in December 
2022 (provided there are no further significant 
disruptions due to COVID-19 or other external 
factors) and thus, depending on the timeline 
of the endline, the programme may be able 
to track learning across all three data capture 
points for this cohort. 

Cohort 3 girls were enrolled between November 
2020 and January 2021 and completed their 
IPA in December 2020-January 2021. They 
will complete their MPA in early 2022 and will 
complete the EPA before the end of the project 
timeframe, after their completion of module 2c 
(the final module). However, the EPA assessment 
results for Cohort 3 may be collated too late 
for inclusion in the programme’s endline report 
(depending on the evaluation data gathering 
timeframe agreed with the Fund Manager). 
SAGE’s intention is that they will continue to be 
supported after the end of the programme at 
community level in conjunction with MoPSE, as 
stated in SAGE’s revised sustainability plan. At 
endline, it will therefore be possible to track these 
girls’ learning from IPA to MPA.

Cohorts 4-6 have completed the IPA (with 
the exception of some girls in Cohort 6 who 
are completing their IPA in early 2022) and 
will complete their MPA in December 2022. 
Similarly, by the time these girls complete 
module 2c the programme will be drawing to 
a close, so their EPA data may not be ready 
for inclusion in the endline due to its period of 
data gathering. However, the programme will 
continue to utilise the assessment data after 
endline data have been gathered, with CEs 
continuing to support girls learning, utilising 
individual and district data sets to inform their 
ongoing provision and adaptation. 

Across the six cohorts, there will be variation 
of datasets at endline; some learners will have 
longitudinal learner progress data across the 
three LPA data points, with others having 
learner progress across only two data points. 
However, the datasets available at endline will 
enable the programme to show individual girl-
level progress, with additional disaggregation of 
aggregate datasets as deemed most suitable.

The table below summarises the LPA data 
currently held and expected to be obtained 
for each cohort, with approximate timeframes. 
Please note that future dates are indicative 
and subject to change depending on school 
calendars and COVID-19 related disruptions. 
It should also be noted that the dates at which 
each cohort took the IPA are approximate as 
these initial assessments are conducted on a 
rolling basis. 
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Table 7: Cohort table

 Completed   Not completed   To be completed

Cohort Total Date 
enrolled

Screening IPA MPA EPA

Cohort 1a 2713 May 2019 – 
Dec 2019

  Nov-Dec 
2020

Mar-22

Cohort 1b 1743 Dec 2020-
Jan 2021

 Jan-Feb 
2021

 Mar-22

Cohort 2 2285 Jan 2020 – 
Oct 2020

 Nov-Dec 
2020

Feb-Mar 
2022

Dec-22

Cohort 3 849 Nov 2020-
Jan 2021

 Dec 2020-
Jan 2021

Apr-May 
2022

tbc

Cohort 4 1996 Feb 2021-
July 2021

 Feb 2021-
Aug 2021 

Dec-22 tbc

Cohort 5 1324 Aug 2021-
Oct 2021

 Aug 2021-
Nov 2021

Dec-22 tbc

Cohort 6 957 Nov 2021 
to January 
2022

 Jan 2022-
Feb 2022

Dec-22 tbc

7.1.2	 INITIAL PROGRESS ASSESSMENT AND MID PROGRESS ASSESSMENT TOTAL 
SCORES FOR LITERACY AND NUMERACY

This section examines the whole IPA and 
MPA datasets referred to within this chapter, 
across literacy and numeracy. It provides 
an explanation of the sub-tasks that have 
generated the total scores for literacy and 
numeracy for each girl, and how these scores 
have generated grade equivalency colour bands 
within the LPA model. 

The section intends to identify what can be 
asserted about the overall learning levels of 
Cohort 1 girls (those assessed through the MPA) 
and Cohort 2 girls (those assessed through 
the IPA). 

LPA scoring protocol: For the IPA and MPA the 
domains assessed for literacy are as follows:

IPA Speaking and listening (7); Letter/Sound knowledge 
(8); Word reading (30); Picture reading (2); Reading (18); 
Comprehension (5); Writing (11).

Total possible score (81)

MPA Speaking and listening (7); Letter/Sound knowledge (8); 
Word reading (30); Picture reading (3); Short passage 
reading (23); Comprehension (5); Writing (11).

Total possible score (87)
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Thus, there are scores for each domain (sub-
tasks) and an overall score. The sub-tasks and 
total scores are assigned a colour band, and 
this can be used to indicate overall score e.g., 
for literacy each girl will have seven domain 
scores and seven domain colour bands, 
along with a total score and corresponding 
colour band. 

For the IPA and MPA the domains assessed for 
numeracy are as follows:

IPA Number sense: Counting (3); Number recognition (9); 
Missing numbers (9); Comparing and ordering numbers (4); 
Place value (3); 

Number operations: Addition (6); Subtraction (6); 
Multiplication (6): Division (6).

Total possible score: 52 

MPA Number sense: Counting (3); Number recognition (9); 
Missing numbers (9); Comparing and ordering numbers (4); 
Place value (3); 

Number operations: Addition (6); Subtraction (6); 
Multiplication (6); Division (6).

Total possible score: 52

Thus, there are scores for each of the domains 
and an overall score. The scoring guide 
indicates that the assessor should give both a 
numerical score and a colour band (white, blue, 
pink and yellow; low to high scores) for each 
domain. The total scores can be assigned a 
colour band and this used to indicate overall 
score. Thus, each girl will have nine domain 
scores and nine domain colour bands, along 
with a total score and colour band.

As a girl completes the sub-tasks within the 
assessments (numeracy and literacy), the 
CE records her progress. Each of the subject 
areas (numeracy and literacy), gives a girl the 
opportunity to score in the white level (‘no 
score’), blue level (ECD- Grade 2), the pink level 
(Grade 2-4) and the yellow level (Grade 5+). 

The use of overlapping colour coding allows 
for a ‘best fit’ within and across the sub-tasks 
and also means that girls can be referred 
to as working within a particular colour-
banding, rather than being reduced to a single 
absolute score. 

The table below indicates the four colour bands, 
their equivalent school grades, and the total 
score ranges to which they correspond for IPA 
and MPA in both literacy and numeracy.



Midline Alternative Results Report for the Supporting Adolescent Girls’ Education (SAGE) programme  90

7. FINDINGS

Table 8

 Literacy Numeracy

Colour 
band

Grade 
equivalent

IPA scoring 
band

MPA scoring 
band

IPA scoring 
band

MPA scoring 
band

White No score 0-15 0-15 0-15 0-15

Blue ECD-Grade 2 16-33 16-34 16-21 16-21

Pink Grades 2-4 34-60 35-61 22-37 22-36

Yellow Grade 5+ 61-81 62-87 38-52 37-52

Overall scores in literacy and numeracy at 
IPA and MPA:

The data presented here are initially aggregated 
to a mean score for both literacy and numeracy 
for IPA and MPA, as well as a depiction of the 
distribution of girls across the colour bands. 
This aligns to the requirements of feedback to 
the Fund Manager on demonstrating the overall 
progress of learners across both subject areas. 
This chapter goes on to disaggregate IPA and 
MPA data for literacy and numeracy by sub-
task, by sub-group and then by district.

Below are the total scores for literacy and 
numeracy for IPA and MPA. This presents an 
overview of the data across both subject areas, 
across the whole of the IPA and MPA cohorts 
assessed, providing a snapshot of learners’ 
grade levels at the point of data capture.

It is important to note that girls who undertook 
the IPA (Cohort 2) have a differing profile 
from girls who undertook the MPA (Cohort 1). 
Cohort 1 girls were those recruited at the start 
of the programme (2019) and were screened 
utilising Wide Range Assessment Test (WRAT) 
administered by the MoPSE Learner Welfare 
and Psychological Services (LEPSI) department. 
It was later decided that this tool was less 
appropriate to assess the eligibility of girls for 
participation in SAGE as it enabled girls with 
higher levels of prior primary schooling to 
enrol in the programme in Cohort 1. Following 
subsequent feedback and upon review of the 
baseline evaluation findings, it was identified 
that a small number of these girls did not fully 
meet SAGE’s eligibility criteria of never having 
been to school or not having attained Grade 
5-level proficiency in literacy and numeracy. 
Therefore, SAGE modified its screening tool to 
ensure girls adequately met its eligibility criteria, 
which ensures now that only girls who have 
never been to school or who have dropped 
out before reaching Grade 5 proficiency in 
both literacy and numeracy can be enrolled. 
This means girls from Cohort 2 were recruited 
using this modified tool. As Cohort 1 girls were 
screened using a different tool, some of the 
outcomes may still reflect a small proportion of 
girls who would be expected to do well given 
their previous school experience. 
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Given that the IPA and MPA data are taken 
from two different cohorts with differing 
characteristics, it is important to note that this 
is not a longitudinal study but rather a snapshot 
of two different cohorts at different stages of 
their learning. When Cohort 1 girls undertake 
the EPA, the programme will be able to compare 
their EPA results with their MPA results; similarly, 
the programme will be able to track Cohort 2 
girls from IPA to MPA.

The IPA cohort data here reflects the scores 
for girls in Cohort 2 after five weeks within 
the programme. They were assessed at this 
point to capture their current learner levels, as 
they relate to the equivalency point within the 
primary grade levels defined by colour bands. 

The MPA data for Cohort 1 girls reflects the 
scores for girls after completing module 1c, 
which is equivalent to a year’s exposure to the 
programme. However, it is important to note 
that these girls’ engagement with SAGE has 
coincided with a period of immense disruption 
due to COVID-19 which has affected the 
consistency of their exposure to the programme 
and means that their experience of SAGE 
learning interventions has been characterised by 
multiple interruptions. It is therefore difficult to 
state with certainty the precise length of these 
girls’ exposure to SAGE learning interventions.

Analysis of overall IPA and MPA literacy and 
numeracy results:

The graph below shows the total proportion of 
Cohort 2 girls scoring within each colour band 
for literacy at IPA.

Figure 2: Initial Progress Assessment total scores for literacy
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The graph below shows the total proportion of 
Cohort 2 girls scoring within each colour band 
for numeracy at IPA.

Figure 3: Initial Progress Assessment total scores for numeracy

Girls who completed the IPA are Cohort 2 girls 
who fully met the criteria of SAGE participation 
of having never been to school or having left 
before attaining Grade 5 proficiency. Therefore, 
the IPA results are in line with the expectations 
of girls’ previous experiences, and what is 
expected in terms of specific literacy and 
numeracy performance at the lower end. 

The distribution between literacy and numeracy 
scores is broadly similar. In literacy, 37% of girls 
scored in the pink colour band – equivalent to 
Grades 2-4 – and 15% scored in the highest 
yellow colour band – equivalent to Grade 5+ – 
while in numeracy, 41% of girls achieved the 
pink band and 17% yellow. At IPA, this indicates 
that there are a similar proportion of higher 
attaining girls in both literacy and numeracy.

There is, however, a difference between girls 
attaining in the white (equivalent to ‘no score’) 
and blue (equivalent to ECD-Grade 2) scoring 
bands. In IPA for numeracy, there are almost 
twice as many ‘white’ girls as ‘blue’ (white 27%: 
blue 14%). In IPA literacy the ratio is almost 
reversed, with just over half as many ‘white’ girls 
than ‘blue’ girls (white 18%: blue 28%). 

Summary: 

The above findings suggest that at IPA, when 
girls have been attending the programme 
for 5 weeks, a higher proportion of girls 
displayed weaker scores in numeracy than 
literacy, with more girls attaining at a ‘no 
score’ level. Explanations for this may include 
that those girls who have been unable to access 
schooling are less likely to have developed 
number skills, including number sense. This 
compares with how girls have been using and 
accessing literacy as part of their everyday lives, 
for example through speaking and listening.
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The Accelerated Teaching and Learning (ATL) 
team, comprised of staff members from Plan 
UK, PIZ and the OU, have responded to the 
findings from the first wave of IPA data analysis 
and adapted the approach. Corresponding 
programme adaptations, Community Educator 
professional development, and curriculum and 
resource development are outlined at the end 
of the chapter, and workshop reports outlining 
how volunteers in each district responded to the 
results can be found at Annex 12.

Mid-Progress Assessment total scores for 
Literacy and Numeracy:

The girls who took the Mid Progress 
Assessment (Cohort 1) have completed the 
ATL curriculum up to module 1c, the equivalent 
to one year’s exposure to the programme 
(noting that disruptions due to COVID-19 
have interrupted girls’ experience of learning 
interventions). The below presents a visual 
representation of their MPA total scores for 
literacy and numeracy. 

Figure 4: Mid-Progress Assessment total scores for Literacy
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Figure 5: Mid-Progress Assessment total scores for Numeracy

At IPA stage, just over half of girls scored within 
the two highest bands (pink and yellow) for 
both literacy and numeracy. In the MPA, the 
proportion of girls scoring within these bands 
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the ratio of white to blue girls remains broadly 
the same, with around twice as many girls 
scoring in the white ‘no score’ band as the blue 
band (Grades 2-4). This suggests that there 
remains a core group of girls who struggle with 
basic literacy skills acquisition after a year’s 
exposure to the programme. 

Summary: 

After a year’s exposure to the programme 
(equivalent to completing module 1c), girls 
achieved considerably higher learning scores 
across both literacy and numeracy than 
girls who have just enrolled in SAGE. What 
the findings demonstrate is that girls who 
have only attended for 5 weeks (when they 
complete the IPA) are achieving at lower 
levels, as expected, when compared with 
girls who have had a year of exposure to 
the interventions. 

Of girls who undertook the IPA (Cohort 2), 18% 
attained a ‘no score’ in literacy and 27% in 
numeracy. At MPA, however, only 6% attained 
a ‘no score’ in literacy and 12% in numeracy. 
Conversely, at IPA 15% of girls achieved the 
highest scoring band (equivalent to Grade 
5+) in literacy and 17% in numeracy, whereas 
amongst the girls who undertook the MPA after 
a year’s exposure to the programme, 54% 
achieved the highest scoring band in literacy 
and 47% in numeracy.
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While the cohorts for IPA and MPA potentially 
differ in terms of the literacy and numeracy skills 
they had acquired from prior school attendance, 
the results suggest that after a year’s exposure 
to the programme girls are predominantly 
performing in the higher-grade equivalency 
colour bands, with a much smaller proportion of 
girls attaining ‘no score’ or a score equivalent to 
Grade 2 and below. This strongly suggests that 
after a year’s exposure to the programme girls 
display knowledge and skills acquisition across 
both subjects.

This comes with the caveat that the girls who 
undertook the IPA (Cohort 2) and the girls who 
undertook the MPA (Cohort 1) are two distinct 
cohorts with different characteristics, as Cohort 
2 girls were subject to more rigorous screening 
to ensure that they met eligibility criteria for 
participation in the programme (of never having 
been to school or having left before Grade 5). 
This snapshot of ‘progress’ reinforces prior 
knowledge that it was expected that a higher 
proportion of Cohort 2 girls would score in the 
lower bands due to the change in screening 
tool methodology and their lower exposure to 
learning interventions. However, it nevertheless 
suggests that exposure to learning through 
participation in SAGE has a positive effect on 
girls’ knowledge and skills in both literacy and 
numeracy in a severely disrupted context. 

7.1.3	 SUB-TASK ANALYSIS

The following section depicts the total mean 
scores for individual literacy and numeracy 
sub-tasks for Cohort 1 girls at MPA and Cohort 
2 girls at IPA. These data provide the ATL and 
hub teams with an opportunity to examine each 
sub-task in relation to the modular curriculum 
developed, addressing specific pedagogic 
adaptations required for numeracy and 
literacy modules and to support CEs’ ongoing 
professional development. 

IPA Literacy scores by sub-task:

Table 9 below shows the number of girls 
assessed at IPA by sub-task, the means scores 
for each sub-task and the colour band to which 
they correspond. The literacy sub-tasks are: 
speaking and listening, letter sound, word 
reading, picture reading, short passage reading, 
comprehension and writing. 

Although mean scores are spread across blue 
and pink bands, inspection of the colour band 
distributions at IPA indicate that a significant 
minority of girls are attaining the equivalent of 
‘no score’ for foundational literacy tasks: for 
Short Passage Reading, 29% of girls scored in 
the white band (equivalent to ‘no score’), 25% 
of girls attained a ‘no score’ for Writing and 
19% for both the Comprehension and Word 
Reading sub-tasks. In four of the seven sub-
tasks, around 50% of girls scored in the lower 
white and blue bands, although approximately 
one fifth of girls also achieved the highest yellow 
band (equivalent to Grade 5+).
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Table 9

Sub-task Sub-task Number of Number of 
Girls Assessed Girls Assessed 

Minimum Minimum MaximumMaximum Mean Mean Band Band 
equivalentequivalent

Speak Listen Speak Listen 756756 00 77 4.714.71 PinkPink

Letter Sound Letter Sound 756756 00 88 4.314.31 BlueBlue

Word Read Word Read 756756 00 3030 11.4211.42 PinkPink

Picture ReadPicture Read2727  756756 00 22 1.631.63 BlueBlue

Short Passage Short Passage 756756 00 1818 7.827.82 BlueBlue

Comprehension Comprehension 756756 00 55 2.232.23 PinkPink

Writing Writing 756756 00 1111 5.055.05 BlueBlue

27	 The maximum score a girl could achieve in this sub-task was capped at the blue band as it is a basic task.
28	 The maximum score a girl could achieve in this sub-task was capped at the blue band as it is a basic task.

Table 10 shows the proportion of girls who 
scored in each band for each sub-task at IPA, 
illustrating the distribution of girls performing at 
each level.

Table 10

Sub-task White  
(no score)

Blue  
(ECD-Grade 2)

Pink  
(Grades 2-4)

Yellow  
(Grade 5+)

Speak Listen 3% 8% 54% 35%

Letter Sound 16% 37% 25% 22%

Word Read 19% 32% 30% 19%

Picture Read28 6% 94% n/a n/a

Short Passage 29% 19% 34% 18%

Comprehension 19% 11% 48% 21%

Writing 25% 31% 24% 20%

IPA Numeracy Scores by sub-task:

Table 11 below shows the number of girls 
assessed at IPA by sub-task, the means scores 
for each sub-task and the colour band to which 
they correspond. The numeracy sub-tasks 
are split between Number Sense and Number 
operations, with five and four sub-tasks in these 
categories respectively. 

IPA numeracy scores are shown by sub-task, 
the mean scores for each sub-task and the 
corresponding colour band. 
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Table 11 

Sub-task Number 
of girls 
assessed 

Minimum Maximum Mean Band 
equivalent

Number 
sense

Counting29 756 0 3 2.4 Blue

Number 
Recognition 

756 0 9 4.38 Pink

Missing 
Number 

756 0 9 4.05 Pink

Comparing 
Ordering 

756 0 4 2.09 Blue

Place Value 756 0 3 1.15 Pink

Number 
Operations

Operation 
Addition 

756 0 6 3.08 Pink

Operation 
Subtraction 

756 0 6 2.79 Pink

Operation 
Multiplication 

756 0 6 1.97 Blue

Operation 
Division 

756 0 6 1.73 Blue

29	 The maximum score a girl could achieve in this sub-task was capped at the blue band as it is a basic task.

Table 12 indicates the distribution of girls across 
the different colour bands in numeracy at IPA.
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Table 12

Sub-task White  
(no score)

Blue  
(ECD-Grade 2)

Pink  
(Grades 2-4)

Yellow  
(Grade 5+)

Number 
sense

Counting30 17% 83% n/a n/a

Number 
Recognition 

21% 19% 34% 26%

Missing 
Number 

21% 25% 37% 17%

Comparing 
Ordering 

28% 30% 25% 16%

Place Value31 40% n/a 18% 42%

Number 
Operations

Operation 
Addition 

12% 18% 36% 25%

Operation 
Subtraction 

25% 19% 38% 19%

Operation 
Multiplication 

42% 22% 26% 10%

Operation 
Division 

49% 21% 19% 10%

30	 The maximum score a girl could achieve in this sub-task was capped at the blue band as it is a basic task.
31	 This sub-task is limited to the pink or yellow bands.

The IPA numeracy sub-task scores indicate 
that, although the higher-level number 
operations understandably show heavily 
skewed distributions towards the lower colour 
bands (particularly Multiplication and Division), 
some number sense sub-tasks are also 
weighted towards the lower bands, particularly 
‘Comparing and Ordering’, with 28% of girls 
in the white ’no score’ band, and ‘Place Value‘ 
(although for ‘Place Value’ girls could either 
receive ‘no score’ or achieve the yellow band in 
this sub-task). 

For the ‘Counting’ sub-task, 83% of Cohort 2 
girls at IPA were in the highest colour band they 
could achieve for this foundational sub-task (the 
blue band). This is to be expected given that 
even girls who have just joined SAGE are likely 
to have some ability to count. 

MPA Literacy scores by sub-task:

The MPA literacy scores for the various sub-
tasks are shown in Table 13, along with the 
mean scores and corresponding colour bands. 
As might be expected with those girls who were 
assessed through MPA (after a year’s exposure 
to the programme), the sub-task distributions 
are skewed to the top end. The exception is the 
Letter Sound sub-task, in which girls achieved 
lower scores. Although the mean is in the pink 
colour band (equivalent to Grades 2-4), 30% of 
girls scored in the lower blue band (equivalent 
to ECD-Grade 2). In the Short Passage Reading 
sub-task, on the other hand, 70% of girls 
achieved the highest yellow band, compared to 
29% at IPA. 
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In the Comprehension sub-task, 45% of girls 
scored in the highest yellow band and 44% in 
the pink band (equivalent to Grades 2-4). At 
MPA, the Writing sub-task has a more even 
distribution (though still skewed to the yellow 
band), with over 30% in the lower white and 
blue bands. 

32	 The maximum score a girl could achieve in this sub-task was capped at the blue band as it is a basic task.
33	 The maximum score a girl could achieve in this sub-task was capped at the blue band as it is a basic task.

With the exception of Letter Sound and Writing, 
at MPA, the proportion of girls scoring in the 
lower white and blue bands is approximately 
10-15%, compared to around 50% for most 
sub-tasks at IPA, indicating that girls are 
achieving at a considerably higher level after a 
year’s exposure to the programme.

Table 13 

Sub-task Number 
assessed 

Minimum Maximum Mean Band 
equivalent

Speak Listen 2713 0 7 4.82 Pink

Letter Sound 2713 0 8 5.08 Pink

Word Read 2713 0 30 19.74 Pink

Picture Read32 2713 0 3 2.26 Pink

Short Passage 2713 0 23 16.58 Yellow

Comprehension 2713 0 5 3.21 Yellow

Writing 2713 0 11 6.80 Pink

Table 14 indicates the proportions of girls 
achieving each colour band for MPA literacy 
sub-tasks.

Table 14

Sub-task Sub-task White  White  
(no score)(no score)

Blue  Blue  
(ECD-Grade 2)(ECD-Grade 2)

Pink  Pink  
(Grades 2-4)(Grades 2-4)

Yellow  Yellow  
(Grade 5+)(Grade 5+)

Speak Listen Speak Listen 4%4% 5%5% 52%52% 38%38%

Letter Sound Letter Sound 6%6% 30%30% 37%37% 27%27%

Word Read Word Read 6%6% 10%10% 29%29% 55%55%

Picture ReadPicture Read3333  12%12% 88%88% n/an/a n/an/a

Short Passage Short Passage 8%8% 5%5% 16%16% 70%70%

Comprehension Comprehension 6%6% 5%5% 44%44% 45%45%

Writing Writing 11%11% 23%23% 28%28% 38%38%
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MPA Numeracy by sub-task:

Table 15 shows the MPA numeracy scores for 
each sub-task, along with the mean scores and 
corresponding colour bands.

34	 The maximum score a girl could achieve in this sub-task was capped at the blue band as it is a basic task.
35	 A girl could attain either a no score or the highest scoring band in this sub-task as understanding of Place Value is binary.

Table 15

Sub-task Number 
assessed 

Minimum Maximum Mean Band 
equivalent

Number 
sense

Counting34 2713 0 3 2.66 Blue

Number 
Recognition 

2713 0 9 5.87 Pink

Missing 
Number 

2713 0 9 5.50 Pink

Comparing 
Ordering 

2713 0 4 2.86 Pink

Place Value35 2713 0 3 1.99 Pink

Number 
Operations

Operation 
Addition 

2713 0 6 3.96 Pink

Operation 
Subtraction 

2713 0 6 3.77 Pink

Operation 
Multiplication 

2713 0 6 3.32 Pink

Operation 
Division 

2713 0 6 3.32 Pink
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Table 16 indicates the proportions of girls 
achieving each colour band for MPA numeracy 
sub-tasks. 

36	 The maximum score a girl could achieve in this sub-task was capped at the blue band as it is a basic task.
37	 A girl could attain either a no score or the highest scoring band in this sub-task as understanding of Place Value is binary.

Table 16

Sub-task White  
(no score)

Blue  
(ECD-Grade 2)

Pink  
(Grades 2-4)

Yellow  
(Grade 5+)

Number 
sense

Counting36  9% 91% n/a n/a

Number 
Recognition 

9% 13% 32% 46%

Missing 
Number 

11% 20% 26% 43%

Comparing 
Ordering 

15% 18% 25% 43%

Place Value37 28% n/a n/a 72%

Number 
Operations

Operation 
Addition 

16% 9% 24% 51%

Operation 
Subtraction 

17% 10% 27% 46%

Operation 
Multiplication 

22% 13% 30% 35%

Operation 
Division 

49% 21% 19% 10%

As in the baseline evaluation (see Annex 11), 
learners at MPA performed best in number 
recognition, which is to be expected. Again, the 
MPA shows skewed colour band distributions 
towards the higher bands, with the exceptions 
being the Multiplication and Division number 
operations, where there are 22% and 24% of 
girls respectively scoring in the lowest white 
band. This is not surprising, as girls are less 
likely to have experienced higher order number 
operations such as Multiplication and Division 
before entering the programme. (Addition and 
Subtraction operations show less pronounced 
percentages at the lower two bands, although 
Subtraction is weaker than Addition). 

The distributions for the Multiplication and 
Division sub-tasks are almost bi-modal and 
hence the mean is not a good indicator of the 
performance of the group assessed. Most of the 
number sense sub-tasks have 40%-50% of girls 
scoring in the yellow colour band (equivalent 
to Grade 5+), though the means are in the 
pink band.
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Summary:

The analysis of IPA and MPA data by sub-task 
has provided the programming and district 
teams with insight into the areas within literacy 
and numeracy where girls require additional 
support. At IPA, Short Passage Reading, Word 
Reading, Writing and Comprehension for 
literacy, and Comparing and Ordering and Place 
Value within numeracy, are areas that needed to 
be considered as key target areas for learning 
for the first year of the programme. 

At IPA for literacy, a significant proportion of 
girls attained a ‘no score’ in Short Passage 
Reading (29%), Writing (25%), Word Reading 
(19%) and Comprehension (19%), indicating 
that these are areas where girls require targeted 
support in the first year of the programme. Of 
the girls who undertook the MPA, however, 70% 
scored in the highest colour band (equivalent to 
Grade 5+) for Short Passage Reading and 45% 
for Comprehension, with approximately 10% 
or under in the white ‘no score’ band in these 
sub-tasks. While these results pertain to two 
different cohorts, they suggest that the SAGE 
ATL curriculum is supporting girls to develop 
reading and comprehension skills in the context 
of severe disruption resulting from COVID-19.

From IPA to MPA there is a considerable 
reduction in the proportion of girls in the ‘no 
score’ band in the number sense sub-tasks, 
with the exception of the sub-task of Place 
Value. Place Value requires an ability to move 
from a concrete to an abstract understanding 
of numerical value, and is a prerequisite for 
progressing to higher order Number Operations 
skills such as Multiplication and Division. Once 
girls develop a basic sense of numbers up to 
ten, they need to develop a strong ’sense of ten’ 
as a foundation for both Place Value and mental 
calculation. This highlights the importance of 
identifying girls at MPA who have not grasped 
Place Value and supporting them accordingly so 
they can progress to Multiplication and Division.

Within the MPA findings, after a year’s exposure 
to the programme, the sub-task mean scores 
for literacy and numeracy are generally within 
the higher colour bands, which is what the 
programme would be expecting to display. 
However, areas for enhanced attention in 
the latter half of the programme for MPA 
girls include Letter Sound and Writing for 
literacy, and higher order number operations 
(Multiplication and Division) in numeracy. 

While the proportions of girls scoring in the 
lower two bands (white and blue) at MPA is 
lower for both literacy and numeracy than at 
IPA, the distribution of girls is more heavily 
weighted towards the upper two bands in 
literacy than in numeracy. This suggests that 
numeracy skills acquisition remains more 
of a challenge than literacy for SAGE girls 
after the equivalent of a year’s exposure to 
the programme. 

The ATL team have responded to the findings 
and adapted the programme, curriculum and 
CE training accordingly. These adaptations are 
outlined at the end of the chapter.
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7.1.4	 MAPPING OF BASELINE, IPA AND MPA SUB-TASKS 

Included in the data presented below are 
examples of where the programme has 
undertaken mapping of the original baseline 
findings that used EGRA and EGMA 
assessments and identified sub-tasks which 
are comparable to sub-tasks within the LPA 
model. While the sub-tasks at IPA and MPA are 
not identical to those used within the EGRA 
and EGMA assessments at baseline, there are 
some sub-tasks which broadly reflect the same 
area of subject knowledge or skill development 
within literacy and numeracy (see Annex 4). This 
data is a snapshot of the girls in each learner 
category for four specific sub-tasks at baseline, 
IPA and MPA. It does not track the progress of 
a specific cohort but provides an example of 
the ways in which the programme has and will 
undertake the mapping of SAGE learners as it 
amasses data through ongoing IPA, MPA and 
EPA assessments. 

This illustrative mapping of results from 
baseline to IPA and MPA confirms the picture 
of overall progress outlined in Section 7.1.3, 
with girls scoring more highly at MPA than IPA 
and baseline.

Figure 6: Letter/sound identification (baseline EGRA task 1) – letter/sound knowledge (LPA sub-task 2)
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This sub-task was chosen as an illustrative 
example as it is the underpinning for learning 
to read and spell in English. Other sub-tasks 
(Speaking and Listening/Writing) can be 
completed in home language. 

The baseline girls were from rural communities 
and therefore their access to written text/
environmental print in English may have been 
more limited. At IPA, a larger proportion of 
Cohort 2 girls were drawn from peri-urban 
areas. Therefore, the girls may have been 
exposed to more print in the environment 
and therefore have a better knowledge of 
concepts about print (Marie Clay, 2005), and an 
understanding that print carries meaning. 

Across all three assessments, all girls have 
made steady ‘progress’ in this literacy sub-task. 
Compared to the baseline, far fewer girls are in 
white (baseline – 29%, IPA – 16% and MPA – 
6%) and the exposure to vernacular in English is 
making a positive difference. 

Figure 7: Oral reading and fluency (short story) (baseline EGRA task 3a) – short passage reading (LPA 
sub-task 5)

Here there is an increase in girls scoring in the 
higher pink/yellow bands between baseline and 
MPA (64% compared to 86%). The increase in 
pink/yellow girls is much more marked between 
IPA and MPA, rising from 52% to 86%. The 
proportion of girls attaining a ‘no score’ is just 
8% at MPA (compared to 24% at baseline and 
29% at IPA). 

While this is not a direct tracking of the exact 
cohort of girls from baseline to IPA and MPA, 
the mapping of sub-task data indicates that 
after a year’s exposure to the programme there 
are far fewer girls achieving a ‘no score’ in this 
sub-task than at either baseline or IPA.
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Figure 8: Reading comprehension (short story) (baseline EGRA task 3b) – comprehension (LPA sub-
task 5)

At baseline just 31% of girls achieved scores 
corresponding to the higher pink/yellow bands, 
rising to 69% at IPA and 89% at MPA. 

Figure 9: Listening comprehension (baseline EGRA task 5) – (LPA model sub-task 1) Speaking and 
listening
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At baseline 38% are classed at ‘no score’, 
whereas at IPA/MPA this is down at under 5%. 
Just 26% of girls had scores equivalent to the 
higher pink/yellow colour bands at baseline. 
At the IPA stage this has increased to 89%, 
increasing marginally to 90% at MPA. This 
would suggest that girls’ speaking and listening 
skills have become relatively secure from IPA 
onwards, though the number of girls working at 
Grade 5+ has not increased by MPA.

Figure 10: Missing numbers (baseline EGMA task 3)- (LPA sub-task 3) Number sense: missing 
numbers

This sub-task is one of four number sense 
activities and was chosen as it is a strong 
indicator of girls’ numeracy knowledge. In 
missing number sub-tasks, to perform well, girls 
need to have progressed beyond rote learning 
and gained an understanding of ordinality, 
sequencing and magnitude, as it is not possible 
to memorise the likelihood of a particular 
number in a sequence. 

Baseline girls were more similar in prior 
knowledge to the Cohort 1 girls (MPA) in that 
they have had more exposure to schooling and 
therefore may have been expected to perform 
better. What the baseline to MPA scores do 
highlight is that if girls entered SAGE with some 
prior maths knowledge, the programme has 
done more to support girls move into higher 
banding (yellow – 8% to 43%) and pink/yellow 
(62% to 69%).
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Figure 11: Addition (level 2) (baseline EGMA task 4.2) – (LPA sub-task 6) Number operations: 

addition
At the baseline, 71% of girls gained scores 
equivalent to the higher pink/yellow LPA bands. 
This compares to 61% pink/yellow girls at IPA. 

The IPA/MPA premise highlighted above for the 
missing number sub-task mapping – that that 
if girls entered SAGE with some prior maths 
knowledge, the programme has done more 
to support girls move into higher banding – 
remains the same here, with girls displaying a 
small increase in accumulated pink and yellow 
band scoring at MPA compared to baseline.
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Figure 12: Subtraction (level 2) (baseline EGMA task 5.2) – (LPA sub-task 7) Number operations: 
subtraction

At the baseline, the proportion of girls who 
scored the equivalent of the higher pink and 
yellow bands is high at 63%. As with the two 
previous examples of numeracy mapping, 
baseline girls were more similar in prior 
knowledge to the Cohort 1 girls (MPA) with 
more exposure to schooling, therefore may 
have been expected to perform better. What 
the baseline to MPA scores highlight is that for 
SAGE girls with some prior maths knowledge, 
the programme has done more to support girls 
to move into higher banding (yellow – 29% to 
46%) and pink/yellow (63% to 73%).

Summary of data mapping for baseline, LPA 
and MPA datasets:

The significant increase in literacy performance 
of girls from baseline to IPA and MPA shows 
that the programmatic approach is working 
well, with CEs revisiting what works to galvanise 
pedagogic approaches and activities. The 
impact of one year of programme interventions 
on learners can be seen in the reduction of 
white ‘no score’ banding across all literacy sub-
tasks and the consistent increases in the pink 
and yellow colour banding. 

From baseline to MPA there is a core group 
of 11% (‘no score’) who appear to have 
made no progress in missing numbers. More 
focus will therefore be given in CE training on 
supporting girls at the lower end and planning 
for differentiation. As with the data mapping 
presented for literacy, there is an overall 
decrease in girls attaining the white colour 
band (equivalent to ‘no score’) for numeracy 
sub-tasks from baseline to MPA, along with an 
increase in girls achieving the higher pink and 
yellow colour bands from baseline to MPA. 

Cohort 1, who undertook the MPA, share similar 
characteristics in terms of exposure to prior 
schooling with those girls assessed within 
the treatment group at baseline. Therefore, 
a reasonable assertion would be that after a 
year’s programme exposure across literacy 
and numeracy, if girls entered SAGE with some 
prior literacy and numeracy knowledge, the 
programme has done more to support girls to 
move into higher bandings. 
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This indicative tracking across data capture 
points, while involving different groups of girls, 
has enabled the programme to assert initial 
findings indicating what the LPA data can tell 
us to date, by mapping what we know about 
varying cohorts’ sub-task scoring at baseline, to 
IPA and MPA. At endline the project will be able 
to depict longitudinal data tracking individual 
girls across sub-task development. Therefore, 
at endline, the programme will be able to see 
the impact of individual aspects of teaching 
and learning across literacy and numeracy 
core competencies, enabling identification of 
strengths and areas for development within the 
overall accelerated learning curriculum model. 

The mapping of baseline EGRA and EGMA 
tasks, to IPA and MPA sub-tasks for literacy 
and numeracy, has enabled the ATL team 
to consider the trends in attainment and 
development for literacy and numeracy. The 
subsequent programme adaptations, CE 
training and curriculum development feature at 
the end of the chapter. 

7.1.5	 SUB-GROUP ANALYSIS 

As detailed in Section 3.1, SAGE learners hold 
characteristics that contribute and intersect to 
compound their educational marginalisation. 
These originate from learners’ gender, age, 
marital status, school experience, ability, 
religion, ethnicity and level of poverty/socio-
economic status. SAGE has defined seven sub-
groups, namely: married girls, young mothers, 
girls from Apostolic communities, girls with 
disabilities, girls from ethnic minorities, girls who 
have never been to school and those engaged 
in labour. Given girls’ intersecting identities, girls 
may present across multiple sub-groups within 
the IPA or MPA datasets; a married girl may also 
be from the Apostolic community, for example.

The SAGE programme is interested to 
understand how these characteristics may 
affect girls’ learning journeys and hence how 
educators’ pedagogic practices should be 
tailored to provide appropriate support.

Table 17 below summarises trends across the 
sub-groups based on IPA and MPA data and 
re-presents baseline findings. Please note, 
baseline data have not been mapped to IPA 
and MPA findings so do not offer a direct 
comparison but help to build a deeper picture 
of emerging themes as they relate to sub-
group categories across the three datasets. 
SAGE recognises the need to accumulate more 
qualitative data relating to the experiences of 
girls with specific demographic characteristics 
in order to more fully contextualise and 
triangulate the LPA scores for different sub-
groups. 

A number of ‘spotlights’ have been selected to 
profile sub-groups which present particularly 
unique learning journeys and hence challenge 
the SAGE programme to adapt accordingly. 
(See Annex 10 for charts displaying the sub-
group data analysis). As highlighted previously, 
when reviewing mean scores across sub-groups 
the same girls can be represented several 
times across subgroup categories. However, 
considering the sub-group learner attainment 
through the lens of defining characteristics 
provides additional insight into the impact of 
learner identity on educational attainment. 
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At IPA, girls with disabilities had the lowest 
mean scores of any sub-group across both 
literacy and numeracy, and the highest 
proportion attaining ‘no scores’ (70% for literacy 
and 67% for numeracy). At MPA, however, and 
noting these are not the same girls as those 
assessed at IPA, girls with disabilities had higher 
mean scores than girls who had never been 
to school and a significantly lower proportion 
in the ‘no score’ colour band than at IPA. At 
MPA, 41% of girls with disabilities achieved 
the highest yellow colour band in literacy 
(equivalent to Grade 5+) and 33% in numeracy. 
This suggests that after a year’s exposure to 
the programme, SAGE is supporting girls with 
disabilities to build literacy and numeracy skills 
and knowledge. 

At MPA, girls who had never been to school 
displayed the lowest learning levels of any 
SAGE sub-group. While not surprising, this 
indicates the need for these girls to receive 
targeted support to build foundational literacy 
and numeracy skills.

Young mothers were the highest scorers at IPA 
in both literacy and numeracy. At MPA stage 
this group also performed highly, achieving the 
second highest mean score (behind girls from 
ethnic minorities) and with a high proportion 
scoring in the yellow colour band (equivalent 
to Grade 5+), particularly in literacy. The 
highest mean score at MPA was achieved by 
girls from ethnic minorities, although it should 
be noted that this group constituted a much 
smaller portion of the overall MPA sample than 
young mothers. 

In terms of sub-groups with unique learning 
journeys, results for young mothers and girls 
with disabilities prompt a closer review.

SPOTLIGHT ON LEARNING PROGRESS: YOUNG MOTHERS

As the highest scorers at IPA for both numeracy and literacy, as well as the high proportion scoring 
within the yellow band at MPA stage for literacy (60%), these girls constitute a unique group with 
interesting potential. Given the yellow band is equivalent to Grade 5+, it represents a sizeable 
number of girls who have attained SAGE’s learning goal by the mid-way point of the programme. 
This group can be provided with extension support and also be utilised to support their lower-
attaining peers. Interestingly, within one group, ability is not homogenous and can be starkly varied. 
This is demonstrated by how 2% of girls are still in the white band/no score range at MPA stage. 
This highlights the continued need for differentiated learning and for adaptations to assist capacity 
development of CEs to enable them to use data across subjects to set individual targets for girls 
within their next modules, and the application of individual differentiated activities.
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SPOTLIGHT ON LEARNING PROGRESS: GIRLS WITH DISABILITIES

Consistent with baseline findings, this group remains the group which enters the programme with 
the lowest literacy and numeracy attainment levels as demonstrated in IPA results and the reduction 
in the proportion of girls scoring no score in literacy and numeracy (70% and 67% respectively). 
This illustrates how they have the furthest to travel in their learning to attain SAGE’s aim of Grade 5 
equivalent proficiency. Encouragingly, when assessed within the MPA, this cohort made significant 
gains in literacy and numeracy skills and knowledge acquisition.

Adaptions planned to further advance this support include scaling up the capacity of CEs in 
managing the needs of girls with disabilities through reinforcing the use of the SAGE ‘Disability 
Directory’ which is a practical guide developed by the OU in Year 2 of the programme that details 
practical recommendations to support learners with a range of impairments and adjust teaching 
strategies accordingly when delivering numeracy and literacy concepts. This intervention can 
be facilitated virtually through the assistance of Teacher Training Colleges (TTCs) with whom a 
pre-existing partnership was established with the support of CBM. The programme will continue 
in the provision of adapted materials, braille books, audios and radios, large prints and fonts to 
enable learners to access content and continue practising learning both at school and home. The 
consortium is also keen to pilot the use of TTCs in assessing learners with disabilities as part of 
existing screening processes and the LPAs. This would strengthen the ability to obtain solid and 
reliable results to reflect the true picture of the learners’ performance level. Further targeted hub-
specific CPD on how to support learners with disabilities would enable follow-up to centralised 
trainings based on the particular context of each hub. 

The table below maps the attainment of each of 
the SAGE sub-groups at baseline, IPA and MPA 
(noting that these are different cohorts).
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Table 17: Summary of sub-group learning journeys

Subgroup Baseline findings IPA data MPA data

Married girls Highest mean of 
aggregated reading 
scores of all groups 
surveyed (52.86%). 

Highest mean of 
aggregated maths 
scores of all groups 
surveyed (74.86%)

Literacy: Second highest 
average mean score (54.9). 

Higher scoring in the pink and 
yellow colour bands at 44% 
and 41% respectively, with no 
married girls presenting within 
the while colour band of 0-15 
(‘no score’). 

Numeracy: Mean average 
score in line with average of all 
girls (24.3 vs 23.6 for all girls). 

38% of girls in this group 
scoring with the ‘no score’ 
range (0-15 range), 0% in blue 
with the remainder spread 
across the pink and yellow 
colour bands, at 18% and 
44% respectively. 

Literacy: Mean average score higher 
than average score for all girls (62.2 vs. 
58.5 for all girls). 

High proportion of girls presenting within 
the yellow band (59%) equivalent to 
Grade 5+ and significantly higher than 
at IPA (41% of girls). Lower proportion 
scoring in the blue and pink colour 
bands at 4% and 35% respectively, 
than at IPA stage which was 15% and 
44% respectively. 

Numeracy: Mean average score in line 
with average of all girls (32.8 vs 33.2 for 
all girls). 

Reduction in proportion of girls achieving 
scores less than Grade 2 equivalent 
(white and blue bands) – 18% compared 
to 38% at IPA. Increased proportion of 
girls scoring in pink band (37% now in 
pink). Same proportion of girls at MPA 
stage attaining in the yellow colour band 
as IPA (44%).

Young mothers Significantly higher 
reading and maths 
scores of girls who 
met the criteria vs 
girls who did not 
meet criteria.

Literacy: Highest average 
mean score amongst all sub-
groups (57.1). 

Girls in this group score with 
a high proportion across the 
pink band (Grade 2-4) at 35% 
and yellow bands at 52% for 
literacy and 2% of girls score in 
the white no band score. 

Numeracy: Highest average 
mean score amongst all sub-
groups (30.1). 

54% of girls score in the yellow 
band (Grade 5+). 

30% of girls also attained the 
white colour band (‘no score’) 
and no girls scored in the 
blue band.

Literacy: Mean average score higher 
than average score for all girls (62.4 vs. 
58.5 for all girls). 

At MPA, there is a lower proportion of 
girls scoring in the blue (ECD-Grade 2) 
and pink bands (Grade 2-4) compared to 
IPA. For blue this is 5% vs 11% and for 
pink, this is 33% vs 35%. 

The proportion of girls scoring in the 
yellow (grade 5+) colour bands at MPA is 
at 60% versus 52% at IPA. 

At this stage, 2% of girls score in the 
white band/’no score’ range. 

Numeracy: Mean average score in line 
with average of all girls (33.7 vs 33.2 for 
all girls). 

48% of those assessed for numeracy are 
within the yellow band (grade5+) – which 
is a lower proportion than at IPA stage. 

Smaller proportion of girls in this group 
at MPA stage in the white band (9% of 
learners versus 30% at IPA stage).
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Subgroup Baseline findings IPA data MPA data

Girls from 
Apostolic 
Communities

Girls from this group 
recorded higher mean 
of aggregated maths 
scores than reading 
scores (62.65% vs 
41.16% respectively).

Literacy: Mean average score 
in line with average of all girls 
(39.8 vs 37.82 for all girls). 

Numeracy: Second highest 
average mean score (25.3). 

Across literacy and numeracy, 
girls present with similar 
weightings across the four 
colour bands for literacy and 
numeracy, with the highest 
scores for both within the 
pink colour band (Grade 
2-4). 15% and 24% of 
Apostolic girls gain a 0-15 (‘no 
score’) across literacy and 
numeracy respectively.

Literacy: Mean average score slightly 
lower than average score for all girls (57.8 
vs. 58.5 for all girls). 

Numeracy: Mean average score in line 
with average of all girls (33.1 vs 33.2 for 
all girls). 

High proportion of girls within the pink 
and yellow colour bands (52% and 
45% across literacy and numeracy 
respectively) and the weighting of the 
girls in the pink colour band (Grade 2-4) 
is significantly higher at MPA than at 
IPA, along with a far higher proportion of 
girls at MPA presenting within the yellow 
colour band (Grade 5+) from 16% to 
52% for literacy and from 22% to 45% 
for numeracy. 

At this stage, over half (52%) of the 
Apostolic girls assessed demonstrated 
Grade 5+ equivalency in literacy with a 
smaller proportion just under half (45%) 
demonstrating the Grade 5+ equivalency 
in numeracy.

Girls with 
disabilities

Lowest mean of 
aggregated reading 
scores of all groups 
surveyed (29.75%). 

Lowest mean of 
aggregated maths 
scores of all groups 
surveyed (52.77%)

Literacy: lowest average mean 
score (15.3) of all sub-groups. 

Numeracy: lowest average 
mean score (11.1) of all sub-
groups. 

Girls with disabilities had the 
highest proportion within the 
white (‘no score’) colour bands, 
with 70% for literacy and 67% 
for numeracy, with an even 
spread of the remaining girls 
across the other colour band 
grade equivalencies.

Literacy: Mean average score lower than 
average score for all girls (45.7 vs. 58.5 
for all girls). 

Numeracy: Second lowest average mean 
score (26.4). 

Scores are significantly better than those 
girls who undertook the IPA highlighting 
the benefits of one year’s exposure 
to learning. 

Literacy scores show a reduction in girls 
scoring in the ‘no score’ band from 70% 
at IPA to 24% at MPA.

Scores show increase of proportion of 
girls in the pink and yellow bands, from 
12% to 30% for pink (Grade 2-4) and 
from 9% to 41% for yellow (Grade 5+). 

Scoring for numeracy shows similar 
improvements to those for literacy. The 
white (‘no score’) colour band girls have 
decreased within this subgroup from 67% 
to 30%, with the pink colour band (grade 
2-4) increasing from 18% to 30% and the 
yellow colour band (Grade 5+) increasing 
from 9% to 33%.
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Subgroup Baseline findings IPA data MPA data

Ethnic minority Girls from this group 
recorded higher mean 
of aggregated maths 
scores than reading 
scores (66.5% vs 
48.61% respectively).

Not included Literacy: Highest average mean score 
amongst all sub-groups (63.7). 

Numeracy: Highest average mean score 
amongst all sub-groups (39.2). 

The MPA dataset for girls from the 
ethnic minorities’ subgroup includes 171 
girls assessed at MPA only. However, 
the findings display that a very high 
proportion of girls (65% for literacy and 
71% for numeracy) demonstrate that 
they are scoring within the yellow colour 
banding (Grade 5+), the highest score of 
any sub-group for literacy across both 
subject areas.

Never been to 
school

Not included in 
baseline sub-group 
analysis

Literacy: Second lowest 
average mean score (28.8). 

Numeracy: Mean average 
score of 20.4 vs 23.6 for 
all girls. This is the second 
lowest mean score but 
considerably higher than girls 
with disabilities. 

Girls who had never been to 
school showed higher white 
colour band (‘no scores’) 
than other sub-groups, 
with the exception of girls 
with disabilities. 

Although the ‘no scores’ were 
low, there was still a relatively 
high proportion of girls who 
could demonstrate transferable 
knowledge and skills even 
without any prior schooling. 

Literacy: 23% of girls scored 
within the blue bands (ECD- 
grade2). 38% of girls scored 
within the pink colour band 
(Grade 2-4). Few scored in the 
yellow band (Grade 5+) with 
5% for literacy 

Numeracy: 14% of girls 
scored within the blue bands 
(ECD-Grade 2). 37% of girls 
scored within the pink colour 
band (Grade 2-4), 14% of girls 
scored in the yellow band.

Literacy: Lowest average mean score 
amongst all sub-groups (31). 

Numeracy: Lowest average mean score 
amongst all sub-groups (23.3). 

A small number of girls moved across the 
colour bands for literacy and numeracy, 
with an increase from 5% at IPA to 15% 
at MPA in the yellow band for literacy and 
14% at IPA to 21% at MPA for numeracy. 

The proportion of girls presenting as 
having ‘no score’ remained predominantly 
similar at IPA and MPA stage. At IPA for 
literacy, 33% of girls who had never been 
to school attained a ‘no score’, and at 
MPA it was 37%. For numeracy this was 
recorded as 36% attaining a ‘no score’ at 
IPA and 35% MPA. 

Girls who have never been to school 
show limited improvement and have the 
lowest MPA scores of all sub-groups.
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Subgroup Baseline findings IPA data MPA data

Engaged in 
labour

Significantly higher 
reading and maths 
scores of girls who 
met the criteria vs 
girls who did not 
meet criteria.

Literacy: Mean score in line 
with average of all girls (37.9 vs 
37.82 for all girls). 

Numeracy: Mean score in line 
with average of all girls (24 vs 
23.86 for all girls). 

At IPA, just under half of all 
girls presented as equivalent 
to Grade 2-4; the pink band 
for numeracy was reported at 
42% with a slightly lower result 
for numeracy. The white colour 
band scoring girls amounted 
to 26% for numeracy and 18% 
for literacy.

Literacy: Mean score in line with average 
of all girls (58.4 vs 58.5 for all girls). 

Numeracy: Mean score in line with 
average of all girls (33.1 vs 33.2 for 
all girls). 

At MPA, girls engaged in labour (the 
largest dataset analysed across the sub-
group categories) demonstrated that, 
after a year’s exposure to the programme 
(up to module 1c), 54% of girls scored in 
the yellow band (Grade 5+) for literacy, 
compared to 16% of those girls assessed 
at IPA. For numeracy, the yellow band 
scoring was 47%, compared to 18% of 
those girls assessed at IPA. 

Increases can also be seen across IPA 
to MPA in literacy and numeracy, across 
both the blue (ECD- Grade 2) and the 
pink (Grade 2-4) bands.

7.1.6	 DISTRICT-LEVEL ANALYSIS

This section provides an insight into the key 
emerging themes for literacy and numeracy 
attainment across districts, sharing how 
district teams have identified target areas for 
development within girls’ attainment levels for 
literacy and numeracy at both aggregate and 
sub-task level. Where possible, the section 
aligns this to the programme’s understanding 
of relative literacy and numeracy performance 
across sub-groups. The section also outlines 
how district and hub teams have reflected on 
the IPA and MPA data and responded to the 
findings through a series of workshops, to 
better understand girls’ educational attainment 
at entry (IPA) and after a year’s exposure to 
the programme at a district level. This district-
level analysis is designed for use by external 
stakeholders in Zimbabwe, including MoPSE, 
to support and inform conversations relating to 
strengthening educational outcomes for out-of-
school girls. 

Using the current datasets, the programme 
has been able to identify particular pedagogic 
challenges within each district which has 
supported CEs to identify issues at particular 
hubs and develop action plans accordingly. 
However, it should be noted that the datasets 
are limited in scope and of varying sample 
sizes, some of which are very small. At midline, 
the programme had conducted both IPA and 
MPA data collection in two districts; for the 
other districts discussed in this section, either 
IPA or MPA data were available for the midline 
analysis, as shown in Table 18 below.

The data presented here therefore does not 
allow the programme to identify consistent 
commonalities or trends between rural and 
urban districts or make assertions about why 
some districts are performing better than others. 
As the programme accumulates a greater 
volume of LPA data towards the endline phase 
it will be better placed to analyse trends within 
and between districts and make more robust 
assertions about differences between rural and 
urban contexts. 
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The following section introduces the IPA and 
MPA literacy and numeracy scores by district, 
firstly as mean (totals) within the tables below. 
The data is then presented by district as colour 
band graphs showing primary school grade 
equivalency, presenting datasets for literacy and 
numeracy at IPA and MPA in districts where the 
data were collected. 

The IPA data presented in this report were 
collected in six of the SAGE districts and the 
MPA data in seven districts, as shown in Table 
18 below. 

Table 18

IPA MPA

Hatcliffe Bulilima

Harare South Chimanimani

Epworth Epworth

Khami Imbizo

Mutoko Mutoko

Reigate Mutasa

Mutare Rural

SAGE operates across both rural and urban 
districts, as listed in Table 19. Rural areas 
are broadly defined as being characterised 
by an agrarian economy, retaining strong 
traditional practices and having limited access 
to services and infrastructure compared with 
urban districts.

Table 19

Rural Urban

Chimanimani Hatcliffe

Mutasa Epworth

Mutoko Imbizo

Mutare Rural Reigate

Bulilima Harare South

 Khami
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The data presented are contextualised at a 
district level drawing from written summaries 
provided by NFE mentors from LPA capacity 
building workshops. The workshops provided 
an opportunity to analyse and respond to 
learner assessment datasets at a hub and 
district level, enabling districts and their related 
hub teams to analyse individual learners’ 
progress and supporting them to adapt their 
approach and identify professional development 
needs for hub-based CEs. Each hub team 
within the district workshops was tasked with 
developing an action plan in response to their 
hub/district data analysis. A summary of the 
action plans developed at these workshops can 
be found at Annex 12. 

Workshops were led by the PIZ team with the 
support of Open University academic partners. 
Community Educators who attended the 
training session were predominantly MoPSE 
qualified and practising teachers.

IPA mean literacy scores by district:

The table below presents the IPA mean literacy 
scores by district. The minimum score for 
all districts is 0 and the maximum is 81 (as 
achieved in Harare South and Mutoko districts). 
The highest mean literacy score was in Mutoko 
district (49.03), a rural district. The lowest mean 
literacy was recorded in the urban district of 
Epworth (31.41).

Table 20: IPA literacy mean scores by district 

District Number of girls 
assessed 

Minimum Maximum Mean score 

Epworth 83 0 74 31.41 

Harare South 287 0 81 35.68 

Hatcliffe 164 0 72 38.62 

Khami 77 0 80 31.95 

Mutoko 98 1 81 49.03 

Reigate 47 0 80 35.13 

Total 756 36.97 
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The following district-level analysis is presented 
with the caveat that the total samples of girls 
within each sub-group assessed in each district 
varied significantly and in some cases were 
relatively small, limiting the strength of the 
assertions that can be made.

The overall mean IPA literacy score is 36.97. 
Epworth, Harare South, Hatcliffe, Reigate 
and Khami are all urban districts whereas 
Mutoko is a rural district. The IPA literacy 
mean scores for urban districts range from 
31.41 to 38.62, whereas the mean score for 
literacy for Mutoko, the only rural district in this 
dataset, is significantly higher at 49.03. One 
explanation for this could be that the sample of 
girls in Mutoko who undertook the IPA include 
a higher proportion of married girls (34 of the 
98 assessed) and Apostolic girls (54 of the 98 
assessed) than the urban districts. 

As highlighted in the sub-group section earlier, 
married girls sampled at baseline demonstrated 
the highest aggregate reading scores (52.86%) 
and married girls had the second highest mean 
literacy score of all sub-groups across the 
total IPA dataset. Mutoko also has a higher 
proportion of girls from the Apostolic community 
(54 of 98) whose mean IPA literacy score was 
just above the total (39.8 vs 37.82 for all girls). 
Therefore, scores for this district may reflect the 
wider trend within the IPA dataset of married 
girls and girls from the Apostolic community 
having prior knowledge of literacy upon entering 
the programme. 

IPA numeracy mean scores by district:

The table below highlights the numeracy scores 
by district. The minimum score for all districts 
was 0 and the maximum score was 52. Hatcliffe 
(urban) and Mutoko (rural) had the highest mean 
scores of 27.73 and 26.58 respectively. 

Table 21: IPA Numeracy mean scores by district 

District Number 
assessed 

Minimum Maximum Mean 

Epworth 83 0 51 22.29 

Harare South 287 0 49 21.44 

Hatcliffe 164 0 49 27.34 

Khami 77 0 50 22.73 

Mutoko 98 0 52 26.58 

Reigate 47 0 51 22.09 

Total  756   23.7 

After five weeks within the programme, IPA 
mean scores for numeracy are generally 
similar across districts with Hatcliffe and 
Mutoko scoring slightly higher. One common 
characteristic of the two districts is that they 
both have high proportions of girls from the 
Apostolic community. 

In Hatcliffe, 123 of the 164 girls assessed were 
from the Apostolic community and in Mutoko, 
54 of the 98 girls assessed were from this 
sub-group. Girls from the Apostolic community 
scored well in the baseline numeracy tasks and 
score consistently well within IPA numeracy 
scores overall, with the second highest average 
mean score (25.3). 
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MPA mean literacy scores by district:

The table below highlights the mean literacy 
scores by district at MPA. The range for MPA 
literacy scores was from 0-87; Chimanimani had 
the highest mean score of 68.54. 

Table 22: MPA literacy mean scores by district 

District Number 
assessed 

Minimum Maximum Mean 

Bulilima 338 0 87 61.87 

Chimanimani 438 1 87 68.54 

Epworth 153 0 87 40.35 

Imbizo 75 1 87 63.07 

Mutare Rural 488 9 83 57.54 

Mutasa 855 0 87 60.56 

Mutoko 366 0 87 46.51 

Total  2713   56.92 

The overall mean MPA literacy score was 56.92. 
For MPA literacy data disaggregated by district, 
Epworth (40.54) has a lower mean score for 
literacy than the other districts. Epworth has 
previously been identified as a lower-performing 
district, as reflected in the midline findings. 
Additionally, of the 153 girls who undertook the 
MPA in Epworth, 38 had never been to school 
(25%), a higher proportion than in any other 
district. The sample in Epworth who undertook 
the MPA also included a low number of married 
girls and young mothers who scored relatively 
highly at MPA compared to other sub-groups. 

MPA mean numeracy scores by district:

The table below presents the MPA mean 
numeracy scores by district. MPA numeracy 
scores ranged from 0-52. Chimanimani had the 
highest mean score (40.5) whereas Mutare Rural 
had the lowest mean score (25.6) at MPA (both 
rural districts). 
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Table 23: MPA mean numeracy scores by district

District Number 
assessed 

Minimum Maximum Mean 

Bulilima 338 0 52 38.41 

Chimanimani 438 0 52 40.53 

Epworth 153 0 52 27.61 

Imbizo 75 0 52 38.39 

Mutare Rural 488 0 43 25.62 

Mutasa 855 0 52 32.39 

Mutoko 366 0 52 33.19 

Total  2713   33.73 

As shown in Table 23, Epworth and Mutare have 
lower numeracy mean scores than the other 
districts. Again, for Epworth, as with the literacy 
scores above, the higher proportion of girls who 
have never been to school than other districts 
will likely have lowered the mean score. Even 
after a year of exposure to the programme, this 
sub-group started the programme with less 
formally acquired numeracy knowledge and 
skills than their peers. 

District data for IPA and MPA by colour band:

Included in this section are the IPA and MPA 
datasets for literacy and numeracy across 
grade-level equivalency colour bands for 
each of the eleven districts, with additional 
information provided specific to the district’s 
contexts and demographic characteristics of 
the learners sampled. For each district, the 
report will summarise the outcomes of district-
level workshops at which the LPA datasets were 
reviewed and analysed, and outline actions 
agreed at hub and district-level to address 
challenges that were identified in terms of 
girls’ learning. 

The analysis compares the proportions of 
girls scoring within each colour band in each 
district with the colour band distributions 
across the overall MPA and IPA cohorts to 
assess the relative performance at district-
level. Where possible, the section also presents 
hypotheses to explain the learning results in 
each district, supported by information provided 
by the PIZ team summarising the outcomes 
of the district-level workshops. However, as 
previously outlined, the limitations of the dataset 
restrict the programme’s ability to draw robust 
conclusions about the factors underlying LPA 
performance within different districts.

The workshops conducted within each 
district provided guidance to support the 
CEs in analysing the IPA and MPA dataset. 
Each district team was set the task of the 
development of hub-specific action plans to 
respond to the findings of their hub learning 
assessments. Data was provided for each 
hub including breakdowns of individual girls’ 
sub-task scores to support the identification 
of key areas of curriculum and activity focus. 
Workshops were attended by hub CEs and 
NFE mentors. More detail on the action plans 
developed at these workshops can be found in 
Annex 12.
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A table of district-level breakdowns of numbers 
of girls by sub-groups is provided to annotate 
some of the district-level hypotheses about 
the relevance of the composition of the sample 
within each district to the IPA and MPA results. 
Please note that girls can be represented within 
multiple sub-group categories. 

However, the breakdown of numbers of girls 
within sub-groups at a district level supports the 
programme’s understanding of the interpretation 
of colour band scoring for literacy and 
numeracy scores at both IPA and MPA for each 
district below. 

Table 24 

Key:
YM – Young mothers; AC -Girls from the Apostolic community
EM -Ethnic minority girls; NBTS – Never been to school;
EIL – Girls engaged in labour 

IPA

District Married YM AC Disabled EM NBTS EIL Total

Epworth 0 1 37 3 0 2 83 83

Harare South 5 6 158 10 0 14 287 287

Hatcliffe 0 0 123 4 0 38 164 164

Khami 0 1 24 10 0 17 20 77

Mutoko 34 37 54 1 0 1 98 98

Reigate 0 1 17 5 0 9 24 47

Total 39 46 413 33 0 81 676 756

Table 25

MPS

District Married YM AC Disabled EM NBTS EIL Total

Bulilima 1 77 82 17 165 14 277 338

Chimanimani 195 223 266 32 2 1 438 438

Epworth 3 3 52 1 0 38 147 153

Imbizo 17 24 13 9 3 4 52 75

Mutare Rural 325 337 358 27 1 13 488 488

Mutasa 539 640 458 50 0 40 854 855

Mutoko 90 111 263 22 0 22 362 366

Total 1170 1415 1492 158 171 132 2618 2713
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BULILIMA 

This district is in Matabeleland South Province and is bordered by Botswana, Tsholotsho and 
Mangwe. As enrolment of SAGE girls has grown the number of hubs within the district has 
increased from 12 to 15. Bulilima was one of the first seven districts in which learners were enrolled, 
and the girls participating in SAGE in this district are in Cohort 1. Girls in this district therefore 
undertook the MPA, data from which is presented below. 

Figure 13: Bulilima MPA literacy scores	 Figure 14: Bulilima MPA numeracy scores

District-level findings identified a high proportion 
of learners performing within the yellow colour 
band at MPA (equivalent to Grade 5+), with 
63% of girls achieving this band for literacy and 
67% for numeracy. This compares favourably 
to 54% and 47% respectively of all girls at MPA 
who scored in the highest yellow band. All sub-
groups are represented within the district and 
include a high proportion of girls from ethnic 
minorities (165 of 338 assessed), while just 
under a quarter of girls were from the Apostolic 
community (82 of 338). The strong performance 
of girls in Bulilima may be partially explained 
by the high representation of girls from ethnic 
minorities in the district who demonstrated the 
strongest results at MPA of the seven SAGE 
sub-groups. 

The district workshop focused on identifying 
the challenges faced by learners scoring within 
the white (‘no score’) band at 7% for literacy 
and 12% numeracy, and the blue colour band 
(equivalent to Grades 2-4) at 9% for literacy 
and 4% for numeracy. Addressing these scores 
was a key concern to the district team as the 
girls had already attended for a year. The district 
team identified that lower outcomes may be 
linked to sporadic attendance, which was 
identified as an issue in some hubs. 

The district team shared that the learners in 
lower colour bands were feeling disheartened, 
voicing concerns about a lack of progress and 
skills acquisition. 
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In response, the team discussed the link 
between poor attendance and individual girls’ 
scores, developing strategies to encourage 
improved attendance for learners who faced 
additional barriers. 

Through examining their data sets by sub-
task, CEs across the district team were able 
to identify subject areas of concern including 
topics where the learners had consistently 
scored at a low level. 

CHIMANIMANI 

Chimanimani has nine hubs all located in the west of the district. Learners in the hubs are 
dominated by girls in the 15-19 age category, with a smaller number of girls within the 10-14 age 
group. There was representation across the SAGE sub-groups including girls from the Apostolic 
community (266 of 438), married girls (195 of 438), young mothers (233 of 438) and a small number 
of girls with disabilities (32 of 438). The girls within Chimanimani district are from Cohort 1 and 
undertook the MPA.

Figure 15: Chimanimani MPA literacy scores 	 Figure 16: Chimanimani MPA numeracy scores

MPA learner scores within Chimanimani district 
show a high proportion of girls scoring within 
the yellow colour band (Grade 5+) at 76% in 
literacy and 70% for numeracy. This could 
be partly attributable to the fact that a high 
proportion of girls within the district had had 
some form of pre-Grade 5 schooling prior to 
leaving their studies and represented the older 
age categories, with only 1 of the 438 girls 
assessed having never been to school. 

District level sub-task results showed that 
some learners had difficulties in both literacy 
and numeracy, specifically letter sounds within 
literacy, but that those scoring in the white (‘no 
score’) band and blue (equivalent to Grades 2-4) 
found sub-tasks across numeracy assessment 
problematic. Hub teams highlighted that 
consistent challenges within a small number of 
numeracy results were of particular concern. 
CEs additionally highlighted concerns relating to 
their sign language skills when communicating 
with hearing impaired learners.
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EPWORTH 

Epworth is an urban resettlement in the south-eastern metropolitan area of Harare. The district has 
four Hubs. 37 of 83 girls who took the IPA in this district were from the Apostolic community, with all 
girls engaged in labour and very low numbers of other sub-groups. 

Figure 17: Epworth IPA literacy scores 	 Figure 18: Epworth IPA numeracy scores 

The scores from Cohort 2 IPA assessments 
within Epworth display a lower proportion of 
girls attaining the yellow colour band (equivalent 
to Grade 5+), at 10% for both literacy and 
numeracy, than across all girls. 

This compares to 15% and 17% of the total 
girls assessed at IPA achieving the yellow colour 
band for literacy and numeracy respectively. 
Girls in Epworth assessed at IPA performed 
considerably better at numeracy than literacy, 
with double the number of girls achieving the 
second highest pink band in numeracy (48%) 
than literacy (24%).
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Figure 19: Epworth MPA literacy scores 	 Figure 20: Epworth MPA numeracy scores

Epworth’s MPA data from Cohort 1 shows that 
the proportion of girls achieving the yellow 
band in both literacy and numeracy (26% and 
33% respectively) is significantly lower than 
the total MPA cohort, of whom 54% and 47% 
respectively scored in the yellow band in literacy 
and numeracy. The distribution across the 
blue and pink bands is relatively similar to the 
overall dataset, but the proportions attaining ‘no 
score’ were significantly higher than the total 
MPA cohort. 26% of girls assessed in Epworth 
scored in the white colour band for literacy after 
completing module 1c, compared to 6% overall, 
and 24% did so for numeracy, compared to 
12% overall. 

Explanations for this discussed at the district-
level workshop include sporadic attendance 
for a proportion of the district’s learners and a 
relatively high proportion of girls who have never 
been to school (38 of 153 girls assessed). 

It is also striking that a higher proportion of girls 
in Epworth scored in the ‘no score’ band at 
MPA, after a year’s exposure to the programme, 
than at IPA in both literacy and numeracy 
(although a much higher proportion also 
achieved the top two pink and yellow bands 
at MPA than at IPA, as expected). Epworth 
has previously been identified as a lower 
performing district and these data suggest that 
a significant proportion of girls in these hubs 
have struggled to grasp foundational skills in the 
first year of the programme. The data available 
at midline are not sufficient to explain the higher 
proportion of girls scoring in the white ‘no score’ 
colour band at MPA, but the programme will 
continue to review sub-task data from Epworth 
hubs to attempt to ascertain issues affecting 
learner scores in this district. 
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IMBIZO 

Imbizo is a district in Bulawayo province. The SAGE programme has five hubs linked to three 
schools in the outskirts of Bulawayo. This district has a high prevalence of illegal mines and 
levels of deprivation are severe, with many SAGE girls living in squatter camps and engaging in 
mining activities. 

The girls assessed at MPA in Imbizo included a high proportion of girls engaged in labour at just 
under three quarters of girls (52 of 75 assessed). Just under a third of the girls assessed were young 
mothers (24 of 75) with lower representation across other sub-groups. 

Figure 21: Imbizo MPA literacy scores 	 Figure 22: Imbizo MPA numeracy scores 

The MPA results indicate that, after completing 
module 1c (equivalent to a year of exposure to 
the programme), 65% of girls in Imbizo achieved 
the yellow colour band (Grade 5+) for literacy 
and 64% for numeracy, significantly higher than 
the total MPA cohort. The high numbers of girls 
achieving the higher grade level colour bands 
suggests that girls are showing strong levels of 
attainment in literacy and numeracy at MPA. 

The proportion of girls in the white colour band 
(‘no score’), while similar to the overall MPA 
cohort, was a key concern for CEs within the 
LPA workshops as this group demonstrated 
limited knowledge and skills acquisition after 
a year of exposure to the programme. While 
some work was required across the district 
to address the differentiation and additional 
attention required for girls who had achieved ‘no 
score’, the workshop was also an opportunity 
to look across the higher scoring colour bands. 
Analysis of hub and district sub-task data 
identified that girls were performing well in 
speaking and listening, letter sound/knowledge, 
comprehension and writing. The team identified 
successful strategies to achieve higher sub-
task scores across literacy to share with other 
district teams. 
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MUTARE RURAL 

Mutare rural is bounded on the east by Mozambique. The district has 10 hubs, two of which are in 
resettlement areas.

Sub-groups included within Cohort 1 who completed the MPA in this district included girls from the 
Apostolic community (358 of 488); a high proportion of the cohort were also young mothers (337 of 
488) and were married (325 of 488), with a small proportion of girls with disabilities (27 of 488). Only 
14 of 488 had never been to school. 

Figure 23: Mutare Rural MPA literacy scores 	 Figure 24: Mutare Rural MPA numeracy scores 

MPA findings for Mutare Rural show an 
interesting distribution across bands. While for 
literacy, the proportion of girls in the highest 
yellow colour band is lower than the overall 
MPA cohort at 47% (compared to 54%), the 
proportions in the two highest pink and yellow 
bands are actually higher than the total MPA 
cohort, at 92% compared to 86%. In numeracy, 
only 1% of girls achieved the yellow colour 
band but again the proportion across the two 
higher pink and yellow bands is on a par (or 
slightly higher) than across the overall cohort, at 
83% compared to 81% of all girls. 

In numeracy, 16% of girls scored in the blue 
colour band (equivalent to Grades 2-4), which 
is considerably higher than all girls at 7%. For 
literacy, the girls scoring in the blue colour band 
was on a par with the total. In both literacy and 
numeracy, only 1% of girls scored in the white 
‘no score’ band, lower than the 6% and 12% 
respectively across all girls assessed. 
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This indicates that, after a year of exposure 
to the programme, girls in this district are 
performing at a mid to high level with very few 
girls performing at a low level, but equally fewer 
girls achieving at a very high level compared to 
all girls. The sample of girls assessed at MPA 
in Mutare Rural consisted of very low numbers 
of girls who have never been to school, along 
with high numbers of girls from the Apostolic 
community and married girls, both groups who 
performed in line with all girls in terms of colour 
band distribution in both literacy and numeracy 
at MPA.

During the workshop, hub teams highlighted 
that some learners who were scoring in the 
blue band were struggling in both literacy and 
numeracy. District and hub level sub-task 
analysis found that learners were doing better in 
addition and subtraction than multiplication and 
division. Another feature of sub-task analysis 
at a hub level was that even the girls scoring 
within the yellow colour band in numeracy MPA 
were still struggling with division. This was 
identified as an area of focus for professional 
development for CEs. As with other teams, 
CEs reported concerns with their use of sign 
language for hearing impaired learners. 

MUTASA 

Mutasa District is a rural district in Manicaland Province, and includes 11 SAGE hubs. Mutasa’s 
economy is agriculture-based with villagers practicing semi-commercial agriculture. The district has 
several plantations and smaller holdings growing coffee, tea and bananas. Large scale commercial 
plantations produce timber and coffee. Girls in the valley cross the border seasonally in search of 
employment opportunities in Mozambique, with some girls working in the tea estates.

The girls assessed in Mutasa were Cohort 1 girls who undertook the MPA, with representation 
across all seven sub-groups. All but one of the girls assessed were engaged in labour (854 of 855). 
A high proportion of the girls assessed were young mothers (640 of 855), married girls (539 of 855) 
and girls from the Apostolic community (458 of 855). Girls with a disability constituted a smaller 
portion of the girls assessed (50 of 855) and 40 girls had never been to school.

Figure 25: Mutasa MPA literacy scores 	 Figure 26: Mutasa MPA numeracy scores 
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After completion of module 1c (equivalent to 
a year of exposure to the programme) over 
50% of girls scored within the yellow band 
(equivalent to Grade 5+) for literacy and 
numeracy, with limited variation across the 
subject areas. The distribution across the colour 
bands was very similar to the total across all 
girls in literacy. While 54% of girls achieved the 
yellow colour band in numeracy, compared to 
47% across the whole MPA cohort, there was 
also a relatively high proportion of girls scoring 
in the white band (‘no score’) after completing 
module 1c (17%), indicating some gaps in 
foundational numeracy skills. 

The district-level workshop focused on the need 
to identify any consistent sub-task or areas of 
the curriculum which were challenging for both 
lower and higher performing girls. CEs within 
the workshop indicated that girls achieving 
higher scores cited their recognition of the 
positive impact their newly acquired skills were 
having within their lives. The lower scores (in 
the white and blue colour bands) for numeracy 
aligned to the feedback CEs had received 
from learners relating to difficulties progressing 
in numeracy. 

MUTOKO 

Mutoko district lies within an agro-ecological region characterised by high temperatures, erratic 
rains and dry spells which result in high levels of food insecurity. The district has 11 hubs plus 4 
satellite hubs. 

Girls in Mutoko include both Cohort 1 and Cohort 2, with the following data pertaining to both 
the IPA and MPA. Of the girls who undertook the IPA, all were engaged in labour, while over 
half were from the Apostolic community. Of the 98 girls assessed, 34 were married and 37 were 
young mothers. 

Figure 27: Mutoko IPA literacy scores	 Figure 28: Mutoko IPA numeracy scores 
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In literacy, girls in Mutoko performed well above 
the totals across all girls at IPA. In numeracy, 
the distribution across colour bands was almost 
bi-modal with the highest proportion scoring 
in the yellow band (equivalent to Grade 5+) 
but a high proportion also scoring in the ‘no 
score’ category. 

Providing sufficient support to learners with very 
low foundational skill levels in numeracy was a 
feature of the district’s work and their ongoing 
focus on numeracy was addressed as a key 
area of focus for CEs and hub-level staff.

Figure 29: Mutoko MPA literacy scores 	 Figure 30: Mutoko MPA numeracy scores 

Sub-groups represented within the Mutoko MPA 
cohort included 263 girls from the Apostolic 
community and 111 young mothers. At MPA, 
girls in Mutoko performed better in numeracy 
than in literacy; only a third of girls achieved 
the yellow colour band in literacy compared 
to 54% across the whole MPA cohort, and a 
significantly higher proportion scored in the 
white colour band in literacy (16% compared 
to 6% across all girls). In numeracy, the 
distribution was much more aligned with the 
total MPA cohort, with 81% of girls achieving 
the higher pink and yellow colour bands.

Noting the significant difference in the sample 
sizes between girls assessed at IPA and MPA in 
Mutoko, a slightly higher proportion of girls also 
scored in the lowest ‘no score’ colour band at 
MPA, after a year’s exposure to the programme, 
than at IPA (16% at MPA and 11% at IPA). While 
the midline data is not sufficient to fully explain 
the reasons for this, it indicates issues affecting 
the acquisition of foundational literacy skills in 
this district. 

As with other district workshops, CEs 
highlighted the challenges of meeting the 
needs of girls with disabilities, particularly in 
relation to supporting girls with special needs. 
The workshop also included discussions of 
consistent challenges girls faced in grasping 
skills such as mixed operations in numeracy 
and calculating percentages. 
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HATCLIFFE

This district is an urban resettlement located in the northern central part of Harare Metropolitan, 
which has four SAGE hubs. The sub-groups represented within the girls who undertook the IPA 
included a high proportion of girls from the Apostolic community (123 of 164), while approximately a 
quarter had never been to school (38 of 164).

Figure 31: Hatcliffe IPA literacy scores	 Figure 32: Hatcliffe IPA numeracy scores 

The IPA scores for literacy and numeracy in 
Hatcliffe suggest that over half of girls entering 
the programme, assessed after five weeks 
attendance, have the skills equivalent to Grades 
2-4. While a lower proportion of girls scored 
within the yellow colour band in literacy than 
across the overall IPA cohort (9% compared 
to 15%), there was a much stronger weighting 
within the pink colour band (54% compared to 
37% of all girls). In numeracy, girls in Hatcliffe 
performed considerably better than the total 
IPA cohort, with 74% of girls scoring within the 
upper two bands compared to 58% of all girls. 

This common entry point of girls entering the 
SAGE programme at Grade 2-4 level was a 
feature of workshop discussion, along with 
addressing the needs of those learners who 
arrived with very little prior knowledge and skills 
in literacy and numeracy, with white scores 
of 12% for literacy and 19% for numeracy. 
Through the workshop’s analysis of data by 
sub-task, the team identified that girls in most 
hubs scored highly in letter sounds and word 
reading. This was attributed to the focus on 
these skills from the beginning of the SAGE 
programme, prior to the IPA assessment. Within 
numeracy, higher scoring girls performed well in 
counting and addition; this was attributed to the 
girls assisting their guardians with vending. 
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HARARE SOUTH 

Harare South is an urban district, the majority of which is a non-formal settlement. The suburb is 
densely populated, and hubs are located close residential areas. The district has five hubs.

Sub-groups which featured within the sample of girls assessed at IPA cohort included 158 girls from 
the Apostolic community with low representation across other sub-group categories.

Figure 33: Harare South IPA literacy scores 	 Figure 34: Harare South IPA numeracy scores 

The IPA assessment data for Cohort 2 in Harare 
South suggests that a significant number of girls 
commenced the programme with very limited 
or no prior numeracy skills. For literacy, the 
colour band distribution was relatively similar 
(although slightly lower) than that for the overall 
IPA cohort. 

The district team undertook sub-task analysis, 
identifying that Place Value, multiplication and 
division were very challenging to most learners, 
and therefore that a focus on these skills would 
be required. SAGE volunteers participating 
in the district-level workshop identified that 
literacy scores were generally higher because 
reading tasks were conducted in both local 
languages and English, enabling girls to use 
whichever language they felt most comfortable. 
Higher literacy scores were also attributed to a 
widespread interest in reading amongst girls at 
their hubs.
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REIGATE 

Reigate covers the Northeast of Bulawayo City. Most of the six SAGE hubs are within the town, 
around 10-15km outside of the Central Business District. Girls in these areas frequently rely on 
casual labour and entrepreneurship including vending, working as house maids and providing 
manual labour. Some of the communities in Reigate are overpopulated to the extent that the formal 
schools in these areas cannot house the school-age population. 

Sub-groups to feature within the district’s IPA data (Cohort 2) include 17 girls from the Apostolic 
community, with a small number of girls from across the other sub-group categories. Of the 47 girls 
assessed, 9 had never been to school.

Figure 35: Reigate IPA literacy scores 	 Figure 36: Reigate IPA numeracy scores 

Noting the small sample, literacy scores in 
Reigate show a fairly even distribution across 
colour bands, although they are weighted 
towards the lower end and with a significantly 
higher proportion in the white ‘no score’ band 
than across the total IPA cohort (28% compared 
to 18% of all girls). 60% of the girls assessed 
scored in the bottom two bands, compared to 
47% across all girls who undertook the IPA. 

In numeracy, a high proportion of girls attained 
within the ‘no score’ band, indicating low levels 
of existing numeracy skills for girls entering 
the programme which was identified as a 
key area for support by the district and hub 
teams. The sub-task analysis indicated that 
girls consistently found division, multiplication 
and comparing and ordering numbers the 
most challenging.
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KHAMI

Khami, an urban district, is one of five districts in Bulawayo Province located in the city of 
Bulawayo. The district has six community-based learning hubs. All the hub communities are 
categorised as low-income, with many of the girls within this district involved in part-time manual 
labour, including firewood vending and trading in waste materials. The girls assessed in Khami were 
from Cohort 2 and undertook the IPA. Of the 77 girls, 17 had never been to school, 24 were from the 
Apostolic community and 10 were girls with a disability, with very few married girls or mothers.

Figure 37: Khami IPA literacy scores 	 Figure 38: Khami IPA total numeracy scores 

In literacy, the proportion of girls in Khami 
scoring in the middle two bands (blue and 
pink) was on a par with the overall cohort, at 
66%. However, over a quarter of the girls who 
undertook the IPA scored in the white band, 
indicating very little prior numeracy knowledge, 
compared to 18% of all girls. In numeracy, the 
distribution of girls was similar to the total IPA 
cohort, although a lower proportion of girls 
achieved the highest yellow band. 

The proportion of girls in the ‘no score’ band 
was the same for both literacy and numeracy, 
at 26%. Of the 77 girls who undertook the IPA, 
22% (17) had never been to school while a 
further 13% (10) were girls with a disability, the 
sub-groups with the lowest overall attainment 
levels across the whole IPA cohort. 

Summary of district-level workshops and 
consolidation of programme adaptations 
from wider LPA analysis:

The focus of the district-level workshops held 
to date have been to discuss the ways in which 
the CEs could support girls within the lower 
end of the scoring to grasp the foundational 
concepts required to progress through the 
SAGE modules. Within these workshops, 
district and hub teams asserted the importance 
of utilising progress assessments for improving 
learning outcomes for the girls, in particular the 
ability to identify individual learners’ needs from 
their sub-task scores. 
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LPA data from both IPA and MPA has been 
captured and applied at a hub, district and 
programme-level to better understand the 
individual and collective needs of learners 
within each district, and provide the information 
required to develop CEs’ pedagogical skills 
and improve learner experience and outcomes 
within SAGE hubs. Following the district 
workshops, the learning generated from the 
analysis and reflection process, particularly at 
sub-task and sub-group level, was consolidated 
by the ATL team. This learning has informed 
programme adaptations to support CE 
professional development and to strengthen 
learning outcomes for girls at SAGE hubs. 
These adaptations are summarised below. 

Capacity building and continuous 
professional development:

•	 The programme has deployed a series 
of virtual CPD trainings sessions in 
numeracy and literacy to build CEs’ 
capacity and confidence. 

•	 Capacity development for CEs has 
aimed to bolster their understanding 
of how to use the LPA datasets across 
subjects, focusing on how CEs can 
use individual girls’ attainment data to 
support girls to progress through the 
ATL curriculum and in applying individual 
differentiated activities.

•	 Staff training has been facilitated for CEs 
entitled ‘Learnings from the IPA/MPA’, 
with workshops designed to build CEs’ 
capacity in the data capture and analysis 
required to apply the LPA model, enabling 
district and hub teams to identify areas 
for development and formulate hub-level 
actions plans.

•	 Staff training has been facilitated for 
CEs entitled ‘Supporting Learning 
Conversations’, designed to enable hub 
staff to identify girls’ specific learning 
needs in numeracy and literacy and 
supporting staff to use the information 
to teach girls at the right level for the 
next module.

•	 CE training has also involved increasing 
CEs’ understanding of peer learning 
approaches, focusing on how to work 
with high-attaining girls to assist girls with 
low attainment levels to improve skills in 
literacy and numeracy.

•	 From Year 4, the programme will apply 
eight internally developed Effective 
Practice, Effective Learning (EPEL) 
videos to demonstrate strong examples 
of pedagogic practice. Videos were 
developed by CEs and district teams to 
capture and share best practice within 
the programme.

•	 The programme has undertaken a 
capacity assessment of districts on 
strengths and weaknesses to facilitate 
targeted hub support; this will be 
supported by a CE needs assessment to 
formalise areas that CEs have identified 
as skills and knowledge gaps in literacy 
and numeracy.

Wider adaptations:

•	 SAGE has converted learning materials 
into disability friendly formats, such as 
audio content and large fonts.

•	 Ongoing and future activities to support 
girls with disabilities includes working 
with Teacher Training Colleges to assist 
by delivering inclusion trainings to 
SAGE volunteers. 

•	 Learning materials have been translated 
of learning materials into local languages.

•	 Planned procurement of radios and 
development of audio files of sessions to 
facilitate home-based learning.

•	 Reinforcing activities and approaches 
with the teaching and learning materials 
that support the progress of the lower 
attaining girls (those in white/blue colour 
bands to help them progress into the 
blue/pink banding) and the extension of 
the higher attaining girls.
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The above chapter is intended to provide an 
overview of SAGE’s approach to designing 
and delivering an innovative model of ongoing 
assessment for out-of-school learners led 
by community volunteers. At the point of the 
LPA data captured and analysed within this 
report, there were limitations in the scale and 
representativeness of the learner journey data 
given that IPA and MPA data was only collected 
from two of the current six cohorts, with very 
small samples within some districts. The data 
analysed has nevertheless provided valuable 
results that have informed adaptations to the 
programme’s design and pedagogic model at 
national, district and hub level. 

As the programme moves towards its endline 
phase, the LPA model will continue to support 
Community Educators to conduct formative 
assessments of learners and tailor their support 
accordingly, while informing the programme’s 
understanding of what works to support out-
of-school learners and contributing to the 
wider body of evidence on NFE programming 
within Zimbabwe and the wider sector. SAGE 
has compiled tools on the accelerated learning 
programme and a guidance note on the 
Learning Progress Assessment model which 
can be found on the Open Learn Create site 
here: https://www.open.edu/openlearncreate/
course/view.php?id=6892

7.2	 ATTENDANCE (IO1)

7.2.1 BACKGROUND:

Supporting girls and young women to attend 
SAGE sessions regularly is central to the 
programme’s theory of change, which posits 
that girls’ learning outcomes will be supported 
by regularly attending high-quality, accelerated 
learning sessions and increasing their self-
efficacy and life skills. 

Within this chapter, SAGE’s approach to 
supporting girls to attend sessions will 
be outlined, including adaptations to the 
programme’s approach to facilitate wider reach 
in the context of the COVID-19 pandemic. The 
report will then discuss key findings from the 
externally commissioned research study into 
attendance and retention and contextualise 
them using other sources of data collected as 
part of the midline approach. Finally, the chapter 
will outline key recommendations relating to 
girls’ attendance at SAGE sessions. 

As noted in Section 5.6, attendance and 
retention at SAGE hubs was identified in Year 
3 of the programme as an area of concern that 
merited additional research to establish the 
risk factors surrounding attendance and inform 
adaptations to the SAGE attendance strategy. 

Through programme monitoring, in Year 2 of 
the programme (August 2019-August 2020) 
SAGE identified a significant number of girls 
and young women who are attending fewer 
than half of SAGE sessions and are therefore 
deemed ‘at risk of dropout’. Barriers to 
attendance were further compounded by the 
onset of the COVID-19 pandemic in March 
2020. Approximately 36% of enrolled girls 
missed all their learning sessions between 
November 2020 and January 2021 because of 
lockdown measures.
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Within SAGE, dropout is recorded after the 
girl has given definite informed consent to be 
withdrawn from the programme or is deceased. 
As of June 2021, only 13 girls had met these 
criteria. The programme has purposefully 
created a narrow definition of dropout because 
of the likely erratic attendance of OOS girls and 
to ensure that girls understand that they can 
leave and re-enter the programme. Therefore, 
remaining girls are classified within three 
attendance categories of high concern, some 
concern and no concern. These categories 
were initially defined as corresponding to 
attendance levels of 0-49%, 50-79%, 80-100% 
respectively. However, with the approval of 
the Year 4-5 revised workplan and budget, the 
categories were adjusted to be 0-49%, 50-
64% and 65-100%, recognising the additional 
challenges presented by the COVID-19 
pandemic to regular attendance. 

Expanding learning opportunities in response 
to the COVID-19 pandemic to facilitate 
increased reach and support attendance:

In Year 3, the SAGE programme successfully 
expanded beyond learning at only static hubs 
to a fully operationalised four-modality model 
which enabled girls to be reached through four 
learning support pathways: namely door-to-
door, by telephone, community-based small 
groups and hub-based learning. This enabled 
SAGE services to increase reach and maintain 
contact with girls, even when regional and 
local lockdowns were enacted in response to 
fluctuating rates of COVID-19 cases. 

The expanded model with multiple support 
pathways has been SAGE’s greatest 
achievement in Year 3 enabling a flexible and 
inclusive model, in which the most marginalised 
girls were able to choose the most convenient 
pathway which fits their unique situation. 
Consequently, the programme completed 
Year 3 with an average reach of 88%3. This 
was a substantial increase from 23% in the 
first programme quarter following the onset of 
COVID-19 when only phone-based support was 
available (May-July 2020).

This model has been extremely well received, 
as demonstrated in attendance analysis as 
presented in the below Figure 39 presenting 
results from Year 3 which spanned August 2020 
to July 2021. For example, girls with disabilities 
and those from ethnic minority communities 
were the least supported with small groups, 
only 31% or 20% respectively, preferring 
hub-based or phone-based support, with girls 
with disabilities most benefitting from door-
to-door support (7%). However, married girls 
and young mothers most preferred the small-
group activities with 39% and 41% of their 
sessions utilising this modality. Overall, face to 
face interaction with volunteers and learners 
constituted the higher percentage of reach.
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Figure 39

Percentage of attendance for each support mode by sub-groups across Year 3

The girl-to-girl learning conversations 
conducted as part of this alternative midline 
have provided valuable evidence on the 
disruptions to girls’ learning resulting from 
COVID-19 and girls’ experiences of accessing 
learning through different modes. 

The importance and challenges of phone-
based learning are highlighted, as well as 
girls’ responses to those challenges. In a 
conversation between two married girls, the 
participants recall that they missed initial 
lessons that were remotely conducted via 
phone because their husbands controlled the 
phones, but that after some time they were able 
to convince their husbands to allow them to use 
their handsets. 

In another of the cameo case studies, two 
young mothers highlighted how COVID-19 has 
affected them and how they were no longer 
able to meet at the hub. They commented on 
difficulties they faced when the phone sessions 
were introduced, with one girl saying: “As for me 
learning using phones was stressing me at some 
point, it wasn’t fun.” However, as time went 
by, they grew accustomed to phone sessions 
despite the network and battery charging issues 
which meant that they missed some sessions; 
door-to-door input from community educators 
helped them catch up on their learning.

Other girls involved in the cameo case 
studies remarked on their appreciation for 
the opportunity to learn in small groups. A 
girl from the Apostolic community valued the 
potential for dialogue and interaction presented 
by this modality, noting that “small group 
learning is more fulfilling for it allows for more 
interaction and contact with the community 
educator and peers, it also allows for a two-way 
communication allowing for free [open] question 
asking sessions and also getting feedback from 
the community educator.” 
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Through the lessons learnt exercise involving 
hub volunteers, the flexibility of the SAGE 
model was also identified as a highly effective 
mechanism for increasing participation and 
reach, as it can accommodate the competing 
demands on girls’ time, which is highly valued 
by the girls as it enhances their chances of 
accessing educational opportunities. Key to this 
is consulting with the girls to understand their 
schedules and co-create the session timetable 
to maximise their chances of participating, 
while also generating a sense of ownership 
and responsibility. The involvement of learners 
in the designing of the session timetable is a 
key strategy that brings learners into decision 
making. It has also been noted that when 
learners are involved in the development of the 
session timetable it reduces non-attendance 
of sessions. 

In addition, Community Educators noted during 
the lessons learnt process that the introduction 
of sporting activities also served to mobilise and 
engage learners. A number of hubs reported an 
increase in enrolment and attendance, which 
volunteers attributed to the appeal of sporting 
activities and existence of playgrounds. This 
has promoted participatory learning and created 
a platform for learners with different abilities to 
interact and work together as a team. 

Despite the success of SAGE’s approach 
of expanding learning modalities to support 
attendance and facilitate increased reach, 
barriers to attendance have remained a concern 
for the programme. Attendance and retention 
were therefore prioritised as the subject of a 
standalone research study, commissioned in 
May 2021 as part of the midline approach. 

7.2.2	 INTRODUCTION TO ATTENDANCE AND RETENTION STUDY

As outlined in Section 5.6, the study employed a 
mixed-methods design involving a quantitative 
Girls’ Survey, Key Informant Interviews and 
FGDs. In each district, two learning hubs were 
purposively selected: one with the highest 
absenteeism rate and one with the highest 
retention rate in that district. In the Girls’ 
Survey, girls were asked to self-report their 
attendance levels as either regular (80% or 
more sessions), fairly regular (between half and 
80% of sessions), or irregular (fewer than half 
of sessions). 

During the interview, the data collectors 
explained the definitions of these three 
categories to the girls and asked them to self-
report their attendance to correspond to one of 
these three categories. 

The table below indicates the respondents for 
both quantitative and qualitative data collection:
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Table 26: Attendance study respondents

Data collection method

Respondent type FGDs KIIs Girls’ Survey

Girls with regular attendance (50-100%) 0 0 107

Girls with irregular attendance (0-49%) 5 0 223

Community Educators 0 28 0

CoGE facilitators 0 19 0

Head Teachers/NFE mentors 0 33 0

Parents/caregivers/partners 5 80 0

Community leaders 0 3 0

Total 10 163 330
 

38	 Although the eligibility criteria for SAGE and GEC is 10-19 years this increased age covers girls who were 19 years on enrolment and 
reflect the challenges in age verification as reported in SAGE Inception Report in 2019.

Demographic characteristics:

The majority of the respondents in the survey 
were located in rural areas (64%, n=212) while 
36% (n=119) were located in urban areas, 
including peri-urban areas. 

The biggest proportion of the respondents 
(41%, n=136) were in the 10-15 years age 
group, while 37% (n=123) were aged 16-19 
years and 22% of the respondents were 20-2238 
years old (n=72). 

Table 27: Girls’ Survey respondents by sub-group

Sub-group Number of 
respondents to 
Girls’ Survey

Married girls 85

Girls who had been divorced 8

Young mothers 113

Never been to school 29

Apostolic 195

Girls with disabilities 19

Ethnic minority girls (Kalanga, Tonga, San, Malawian, Zambian, Shangani) 26

Girls engaged in labour 324
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Girls’ employment status39 was less clear, 
as the majority of the respondents classified 
themselves as unemployed (87%, n=288) but 
were engaged in informal labour, while 10% 
(32) were self-employed and only 0.7% were 
formally employed (n=4).

39	 The term employment was understood to mean formal employment waged employment. Self-employment was perceived as being en-
gaged in some business that brings regular income to the girls. 

The majority of the girls surveyed (67%) had 
primary level education, 22% had secondary 
level education, 3% had ECD level education 
and 9% had no formal education. This indicates 
that a significant proportion of the girls involved 
in the attendance study had a relatively 
high level of prior education, having been to 
secondary school.

Table 28: Girls’ Survey respondents by district

District Number of respondents

Epworth 31

Imbizo 30

Mutare 30

Bulilima 27

Chimanimani 30

Harare South 32

Hatcliffe 30

Khami 31

Mutasa 31

Mutoko 30

Reigate 28

Total 330

Equal proportions of the girls surveyed – 41% – 
joined the SAGE programme in both 2019 and 
2020, while 18% began their participation in the 
programme in 2021, indicating that the majority 
of respondents were from Cohorts 1 and 2.

The consultants aimed to survey 20 girls with 
irregular attendance and 10 girls with regular 
attendance from two hubs in each of the 11 
districts (totalling 330 girls). The majority of 
data collection took place via phone due to 
COVID-19 lockdown restrictions, as outlined in 
Section 5.6.
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7.2.3	 FINDINGS

The study sought to assess risk factors that lead 
to irregular attendance of the SAGE sessions by 
the targeted girls across all the eleven districts. 
The assessment focused on individual, family-
related, academic and hub-related factors that 
influence irregular attendance of the girls. In this 
section we will outline the key findings from the 
attendance study, integrating qualitative data 
from other sources including the MSC stories 
and cameo case studies.

Barriers to attendance:

Lack of time resulting from household 
responsibilities was the most common reason 
girls gave for missing both Accelerated Teaching 
and Learning (ATL) and CoGE sessions, cited 
by 26% and 22% of girls respectively. The 
highest proportion of girls who cited this 
barrier were in the 20-22 age group, reflecting 
the likelihood of older girls bearing greater 
domestic responsibilities.

This theme also emerged through the girl-to-
girl conversations. In a conversation between 
two young mothers, the girls reflected on 
the challenges of balancing their domestic 
responsibilities and the gendered expectations 
placed on them with their efforts to attend SAGE 
sessions. They discussed how they must balance 
their household chores and childcare alongside 
their learning. One girl noted that “sometimes 
I face challenges with doing SAGE work as I 
have a school going child. I have to wake up…
do everything for him, bath, take him to school…
thereafter I go for my SAGE sessions”.

Her interlocutor agreed that she has similar 
issues arising from the role she is expected to 
fulfil as a wife and mother: 

“When I get up, I take my child to school. To 
make matters worse I am pregnant so from 
taking the child to school I go back home as my 
husband expects me to do all chores before I 
go for my sessions. By the time I get to the hub 
it’s late and there is only 20 minutes left to end 
of the session.” These testimonies illustrate the 
gendered barriers faced by girls participating in 
SAGE, particularly older girls and young mothers.

Figure 40
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The second most common reason given for 
missing SAGE sessions was sickness, which 
was defined as including menstruation and the 
sickness of their children. 16% of girls cited this 
as a reason for missing ATL sessions and 12% 
for missing CoGE sessions. Girls listed a lack 
of sanitary items and pain relief as barriers to 
attending SAGE sessions during their periods.

Long distances to the hubs and related security 
risks were also cited as reasons for missing 
sessions. As one girl who did not regularly 
attend SAGE sessions commented: “If I do not 
find someone to accompany me, I will not go 
because of the long distances we have to travel, 
sometimes through bushes, which makes it a 
security risk when you are travelling alone. So if 
you do not have someone to accompany you, 
you will end up missing lessons”. 

In rural districts such as Bulilima, long distances 
to the hubs and a lack of refreshments were 
cited as key reasons for missing sessions. 
However, the programme has sought to 
address this issue through the introduction of 
satellite hubs, which hub volunteers identified 
as an effective strategy during the lessons 
learnt process for improving enrolment 
and attendance. Distance to the hubs was 
highlighted as a major barrier to attendance at 
baseline, cited by 75% of learners. In response 
to the challenge, the programme started to 
establish satellite hubs to ensure learning 
services are easily accessible to learners. 15 
satellite hubs were established in Year 3 and 
12 are planned for Year 4 in rural communities. 
Following the introduction of satellite hubs, 
enrolment figures increased from 9,162 to 
10,885 in the space of 6 months and in the 
context of strict lockdown restrictions. 

Engagement in labour such as artisanal mining 
was a barrier to frequent attendance in some 
rural and peri-urban districts. In hubs such 
as Mthombothemba in the peri-urban Imbizo 
district, which had the highest rate of self-
reported infrequent attendance, stakeholders 
noted that many girls were engaged in labour 
in the mines or involved in transactional 
relationships with miners. 

Attendance was lower amongst girls 
who were not aware of the programme’s 
objectives, suggesting that an understanding of 
the programme was a motivating factor for girls 
to attend sessions. 75% of the girls surveyed 
said they were aware of the programme’s 
objectives while 25% said they were not, 
and 92% of those who did not know about 
the programme’s objectives were girls with 
irregular attendance.

Some girls faced a backlash from husbands 
and communities deriving from patriarchal 
gender norms, particularly in rural areas.

The study found that, particularly in rural areas, 
married women and young mothers faced 
resistance from their husbands and families for 
a variety of reasons including the need to focus 
on household chores and care responsibilities, 
the fear of stigma related to having an 
‘uneducated’ wife, the refusal by husbands who 
fear that the women might challenge their power 
after being more enlightened and concerns that 
the young women might engage in extra-marital 
affairs. Some girls also mentioned that they 
faced the risk of intimate partner violence if their 
husbands opposed their participation in SAGE.

“Some of us men are not comfortable to let our 
wives go and attend basic education sessions. 
One of the reasons is that when we married 
our wives, we lied to the communities that we 
married educated women, form six level. Now 
if the same community sees the same wife 
going for basic and elementary education, they 
start laughing at you saying you lied to us. So it 
becomes an embarrassment and some men will 
end up telling their wives to just stay at home. 
Some are also afraid that the women, when they 
learn about human rights, they will come back 
and challenge them and of course some are 
afraid that their wives will have the opportunity 
to engage in extramarital affairs during the SAGE 
lessons.” (Community leader, Mutare Rural) 

In rural hubs, some of the young married girls 
in polygamous families were prevented from 
attending the SAGE sessions by the older 
wives, ostensibly out of jealousy. 
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“Some of us are in polygamous families and we 
are the younger wives. When we came for the 
COGE lessons, we were taught how to become 
smart, to maintain personal hygiene and to look 
presentable. When that happens, the husband 
will start to give more attention to the smarter 
young wife and this does not go down well with 
the senior wives. They will then go and complain 
to the husband saying ‘Why are you favouring 
her? She is doing nothing here except spending 
time cleaning herself and going those useless 
lessons. If you are not careful, you will lose 
her very soon to younger men’. And once that 
happens the husband will withdraw you from the 
lessons.” (Married girl, FGD, Mutoko)

Lack of support from community and 
religious leaders affected attendance at 
SAGE sessions.

This relationship between knowledge of 
the programme and attendance was also 
influenced by the levels of support within a girl’s 
community about the aims of SAGE. Qualitative 
evidence indicated that attendance was higher 
in communities with greater awareness and 
support for the programme’s objectives, where 
girls were encouraged to attend sessions by 
their communities. 

Attendance was also found to be affected 
by religious activities in some of the districts. 
This is further complicated by the fact that 
some churches are reluctant to allow girls 
to attend SAGE sessions arguing that they 
should concentrate on their gender roles 
and responsibilities within their families. 
60% of girls from the Apostolic community, 
which traditionally places less value on girls’ 
education, reported that they attended sessions 
regularly, compared to 75% of girls from 
mainstream churches such as Roman Catholic, 
Anglican and Methodist denominations. In 
Manicaland Province, there were concerns from 
communities and girls that participated in FGDs 
that Apostolic churches are also reluctant to 
have girls attend sessions on a regular basis 
for fear that they might be influenced by the 
education they acquire to abandon or rebel 
against their religion. 

As noted by a community educator in Mutare: 
“I have been to two different hubs in different 
communities. In one of the sub-hubs, there 
are a lot of Mapostori (Apostolic members) 
who really do not value education. They do 
not want their girls to be educated because 
they will ‘open their eyes’ and hence there is 
general negativity towards girl education. In that 
community the attendance by girls has always 
been low despite several follow-up attempts. 
The reason being that the girls are often mocked 
and discouraged by their families from attending 
the SAGE lessons. In the other hub, attendance 
is high because the community leaders really 
appreciate the programme and they encourage 
the girls to go for the SAGE lessons. The girls 
come for the lessons without any fear of being 
ridiculed by community members and you see 
that attendance is fairly high in this hub. So 
community support and attitude is a key factor 
in influencing attendance.” 

A higher proportion of girls from the Apostolic 
community cited a lack of time as a barrier 
to attending SAGE sessions than from other 
religious groups, which could relate to the 
volume of religious activity (with some activities 
conducted mid-week over several days) as well 
as the domestic burden faced by girls from this 
community due to restrictive gender norms.
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Figure 41

There were also disparities in self-reported 
attendance between different ethnic 
groups which were attributed to traditional 
practices. The proportion of girls that reported 
frequently attending ATL sessions was highest 
among the Ndebele (63%) and the Shona (61%) 
groups but was significantly lower among 
ethnic minorities such as Kalanga (20%), and 
Tonga (25%). Certain ethnic minority groups in 
Zimbabwe have historically faced prejudice and 
discrimination which may affect their ability to 
participate in social and educational activities. 
Key informants consulted for the externally 
commissioned research study posited that 
reasons for lower attendance amongst girls from 
these groups may include the fact that certain 
ethnic minorities lived in very remote areas and 
practised traditional lifestyles. 

Key informants also asserted that a culture of 
dependency had grown amongst some ethnic 
groups due to previous NGO interventions and 
that support for SAGE had diminished when it 
became clear that there would be no material 
incentives for participating in the programme. 
These are the views of certain individuals 
consulted for the research study and do not 
represent the position of Plan International. 
The SAGE programme is interested in learning 
more about the experiences of ethnic minority 
girls through ongoing monitoring and as part of 
the endline. 
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Disability is a barrier to frequent attendance. 
A lower proportion of girls with disabilities (53%) 
reported attending SAGE sessions regularly, 
compared to 60% of other girls. Similarly, 
79% of girls with disabilities reported that 
they had missed at least one ATL sessions 
compared to 63% of girls without disabilities. 
This indicates that learners with disability 
face numerous barriers in accessing learning 
facilities and lessons. Unlike other sub-groups, 
sickness rather than time poverty was the most 
common reason girls with disabilities cited for 
missing sessions. Reasons included challenges 
travelling to and from hubs, a lack of assistive 
devices and the need to rely on external support 
to attend, and a lack of capacity amongst 
some CEs to support girls with disabilities. 
The SAGE programme has however provided 
training to CEs on inclusive education including 
the use of sign language and braille and 
collaborated with specialist Teacher Training 
Colleges in discussions on supporting learners 
with disabilities. 

Qualitative evidence indicates that there 
was a preference for practical skills 
training, especially amongst older learners. 
Older and more advanced learners also 
reported frustrations over the learning level 
of the curriculum and the challenges of 
mixed sessions.

Amongst some older girls, married girls and 
young mothers, there was a perception that it 
was damaging to their social status to be seen 
attending ATL sessions due to the nature of 
the curriculum. 

For example, one girl commented: “The lessons 
become a waste of time for those that will have 
reached a higher level of education, and besides 
people will laugh at us when they see mothers 
doing Grade 1 stuff that their children are 
supposed to do.”

A relatively high proportion (22%) of the 
respondents to the girl’s survey for the 
attendance study had been to secondary school 
and therefore had experienced a higher level 
of schooling than SAGE’s eligibility criteria 
which focuses on girls performing below 
Grade 5 proficiency level. There are a small 
number of girls in Cohort 1 who were enrolled 
in 2019 utilising a different tool (the WRAT 
test) which was decided to be less rigorous for 
out-of-school girls and thus joined SAGE with 
higher learning levels and more exposure to 
school than the girls intended to be targeted 
by SAGE. Since the enrolment of Cohort 1, 
SAGE modified its screening tool to ensure 
girls adequately met it eligibility criteria, which 
ensures now that only girls who have never 
been to school or who have dropped out before 
reaching Grade 5 proficiency in both literacy 
and numeracy can be enrolled. Furthermore, 
the screening tool also now enables girls to join 
SAGE at different learning levels based on their 
prior experience and learning levels. With these 
cumulative factors, it could contribute to why 
some girls may find certain areas of the SAGE 
learning programme easier, such as sub-tasks 
or subjects that they are more competent in and 
Module 1 which focuses on early foundational 
skills. This is corroborated by programme staff 
feedback, who report that girls do find Module 
2a and 2b harder and need substantial time to 
proceed through all modules.

Nevertheless, experiences of being stigmatised 
or ridiculed for being too old to start learning 
emerge in the qualitative data. In a girl-to-girl 
conversation between two married girls they 
discussed how, at first, their families, and 
others, were not receptive to them joining the 
SAGE programme: 

“At first some people used to laugh at us when 
they saw us going to SAGE sessions [laughs]. 
Even my husband used to say, ‘You want to start 
learning at such a grown age?’. Even my child 
would say ‘hee-hee mother you are going to 
school like me.’”
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There was also a perception that SAGE’s 
practical skills training component (ISOP) 
was more valuable to their future lives than 
ATL sessions, and some girls expressed a 
frustration that it had not yet started. A common 
perception among girls who reported attending 
ATL sessions irregularly was that the content 
was too theoretical and that practical skills 
would deliver more tangible benefits.

Girls commented that the frequency of ATL 
session at twice per week was too high and that 
more emphasis should be placed on practical 
skills training provided by ISOP and COGE. 

“Some of us have attained Grade 7 and some 
even have gone up to Form 1, so to come 
here and be taught a e i o u is not useful to us. 
People end up laughing at us saying we are 
wasting time. What is more important to us is 
skills training, which is taking long to come.” 
(FGD participant, Mutare) 

This feeling from some girls that they were too 
advanced for the ATL programme and that 
livelihoods and life skills would be of more 
value to them was also noted by some SAGE 
volunteers, for example this CoGE facilitator 
from Khami: 

“The girls, particularly those that have attained 
Grade 7 level, are more interested in the ISOP 
and COGE sessions, which are more practical 
and contribute to awareness of rights, SRHR 
issues and household income. However, there 
has been some frustration because the ISOP 
lessons have taken a bit long to come, so most 
of the time the girls are attending ATL lessons. 
You can only graduate to ISOP once you 
have attended a certain proportion of the ATL 
lessons.” (COGE Facilitator, Khami)

Another facilitator noted that older girls were 
more likely to be married or have greater 
domestic responsibilities, and therefore that 
their priorities for learning would be different 
from those of younger girls:

“For the older age group, some are married and 
some have children and their main concern is to 
get involved in income generating activities to 
be able to fend for their families. They are thus 
interested in life skills training compared to the 
younger generation who are mainly interested 
in being able to read and write and have hope 
of continuing with formal education in the long 
term.” (COGE Facilitator, Epworth) 

The proportion of girls who reported that they 
attended CoGE sessions infrequently was 
highest amongst 10-15 year olds (although 
still fairly low at 8%) followed by girls aged 16 
-19 (6%) and 20-22 years (4%), supporting the 
notion that girls are increasingly motivated to 
attend these sessions as they get older and face 
increased domestic responsibilities.

As girls aged, they were more likely to think 
that the SAGE programme resonated with their 
wider aspirations. 89% of girls aged 20-22 
felt that the programme objectives aligned 
with their aspirations, dropping to 76% of girls 
aged 16-19 years and 63% of girls aged 10-
15 years. While there was no clear explanation 
for this, it could be linked to the belief that 
SAGE would support them in their livelihoods, 
which is a higher priority for older girls due to 
their increased responsibilities and desire to 
support their families. In addition, the economic 
difficulties caused by COVID-19 have resulted 
in a more urgent need for skills development 
and income-generating opportunities. 
However, in some districts, there was a delay in 
securing equipment and materials for practical 
training which affected the rollout of the ISOP 
component and resulted in irregular attendance 
to ISOP sessions.

Some girls reported they have difficulties in 
grasping what is taught at the hubs, which 
disincentivised them from attending and 
completing assignments. Girls also highlighted 
the lack of textbooks at home as a challenge 
which could affect their motivation to learn. 
Another concern raised by girls was that 
mixing learners of different abilities in the same 
sessions was frustrating for more advanced 
learners. There were some reports that mixing 
learners of different ages in the same session 
could lead to tensions between older and 
younger girls.
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Communication challenges presented 
barriers to some girls attending SAGE. 
Through qualitative data it emerged that a 
lack of access to phones could result in girls 
missing out on information about the timing of 
sessions. As part of the programme’s COVID-19 
response, SAGE has expanded its learning 
modalities to include the delivery of sessions 
by phone, but girls without access to their own 
phones commented that they were unable 
to benefit from this option. The challenges of 
accessing learning opportunities via phone 
are also highlighted in the girl-to-girl learning 
conversations. In one of the cameo case studies 
featuring two young mothers, the girls recall that 
they missed initial lessons that were remotely 
conducted over the phone, but that later they 
were able to convince their husbands to allow 
them to use their handsets. Another of the 
cameo case studies reveals that door-to-door 
input from Community Educators helped the 
girls to catch up on their learning. 

Through the study, some girls reported 
alleged instances of bullying at the hubs as 
well as safeguarding concerns involving hub 
volunteers. Of the girls surveyed, 1.5% cited 
bullying and abuse as a reason for missing 
learning sessions. Some younger learners 
complained that they were subjected to hostile 
or violent behaviour from older learners. There 
were also a small number of reports of hub 
volunteers beating learners in some cases. 

All safeguarding concerns that surfaced during 
this research study have been reported and 
followed up according to Plan International’s 
Global Safeguarding Children and Young People 
policy and reported to the donor (the UK’s 
Foreign, Commonwealth and Development 
Office) as per the agreed protocol. At the time 
of this report being drafted, the investigation 
of these cases and selection of relevant 
recommendations were still ongoing and 
being managed within Plan UK, Zimbabwe 
and global safeguarding teams. Therefore, 
recommendations presented in this report 
in relation to these acts represent only initial 
recommendations based on programme staff’s 
limited information and do not represent the 
full and thorough follow-up that will occur by 
Plan International.

Community support for SAGE is critical in 
driving attendance.

An analysis of the motivational factors by 
hub category (those with higher and lower 
attendance) established that the motivational 
factors were similar across these hub 
categories. The chief determinant of attendance 
across hubs was the level of community support 
for the SAGE programmes. In hubs with a 
higher level of community support for the SAGE 
programme, regular attendance was relatively 
higher compared to those hubs with low levels 
of community buy-in. 

Amongst girls who reported regular attendance 
rates, the common factor mentioned across 
the hubs was strong community support based 
on appreciation of the benefits that the SAGE 
programme would bring to the girls. Where 
there was community buy-in, an enabling 
environment was created to support the girls’ 
attendance of the sessions. 

Encouragement from husbands played a role 
in promoting attendance at SAGE sessions.

During FGDs, it emerged that in urban areas 
married girls with children were more motivated 
to attend both the ATL and COGE sessions 
because of the hope on the part of their 
husbands that their participation in SAGE 
would enable them to generate income for 
their household in an economically challenging 
context. One girl commented on the link 
between her attendance at SAGE, economic 
pressures affecting her community, and the 
appeal of income-generating activities both for 
married girls and their husbands:
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“At this hub married women and young mothers 
are encouraged to attend because of the 
responsibilities that we carry. Our husbands 
have realised that the burden of looking after 
the family is becoming heavy for them because 
of the prevailing economic challenges and 
therefore they appreciate any efforts by their 
wives to bring in additional income into the 
household. That is why those that are married 
actually get encouraged by their husbands 
to attend because they hope that the training 
that they will get (from COGE and ISOP) will 
help us to run income generating projects that 
will generate income for the household. Girls 
with less responsibilities and burden, might 
not see the need for regular attendance.” (FGD 
participant, Harare South)

Similar testimonies emerged in the MSC 
stories in which girls reported that they were 
encouraged to attend SAGE by their husbands 
due to the perceived benefits that the skills they 
gained would bring to their households. 

Qualitative evidence also indicated a gradual 
shift in attitudes amongst girls’ husbands over 
the course of their participation in SAGE. In 
a cameo case study featuring two married 
girls, the girls recognised that, as time has 
progressed, their families’, and others’, opinions 
have changed. One girl illustrates this change 
by describing what she has noticed about her 
husband’s attitude and the effect this has had 
on her ability to study: 

“I realised on the first days when I started my 
SAGE sessions he wasn’t happy. He would say 
‘oh you are now going to your school’ but now 
he is realising I deserve respect here and there. 
When the educator calls me for learning I’m now 
able to leave serving him food and I go straight 
into my books.” 

Community volunteers were the most 
common entry point for girls joining SAGE. 
30% of girls who participated in the study 
were introduced to the programme by 
community volunteers, although peers were 
also a common channel, cited by 26%. 

Within the study, girls were asked what their 
main motivation was for joining SAGE. As per 
the graph below, the most cited reason was the 
desire to learn to read and write (61%), followed 
by the prospect of employment opportunities 
(30%). Other motivating factors mentioned 
included not wanting to be left behind in terms 
of development, the need to acquire life skills, 
being able to help children with homework, 
meeting with peers to share ideas for personal 
development, socialising with peers through 
playing sports and being empowered through 
gaining knowledge about their rights as girls 
and young women. 
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Figure 42: Motivational factors in attending SAGE sessions

Table 29: Motivational factors by age group

Motivational Factor 10-15 years 16-19 years 20-22 years 

Need to become literate 77% 50% 48%

Employment opportunities 15% 44% 32%

Encouraged by significant others 2% 2% 4%

Other reasons 5% 3% 15%

While the desire to become literate was the 
chief motivation across all three age groups, 
it is notable that the prospect of employment 
opportunities was a bigger pull factor for older 
girls. (Of the 15% (n=11) girls aged 20-22 who 
answered ‘other’, the majority (n=6) cited their 
desire to learn practical and life skills.)

Among young mothers, the need for 
employment opportunities and to become 
literate received equal weighting, while for 
girls who had never married, the need to 
become literate was the main motivation 
factor cited by the majority (70%) while the 
need for employment was cited by 20% of 
the respondents. For girls who were married, 
however, employment opportunities were 
the main motivational factor (cited by 54%) 
compared to the need to become literate (38%), 
indicating that generating income for their 
household is a priority for this group. 

Employment
opportunities
30%

The need to
become literate

61%

Encouraged by my
significant others
2%

Other (specify)
7%
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Across all ethnic groups, the majority of girls 
cited the need to become literate as the main 
motivational factor. Among learners with 
disability, 79% cited the desire to become 
literate as the main motivating factor for 
attending SAGE sessions while 11% prioritised 
employment opportunities. 

Being literate is highly valued in Zimbabwean 
society and it influences the respect afforded 
to individuals in their communities, as well as 
to open up opportunities for their employment 
and self-employment. These motivational 
factors imply that the expectations of the girls 
are anchored around tangible improvements in 
opportunities for themselves and their families 
as well as in social status. 

The opportunity afforded by participation in 
SAGE to develop peer networks and build social 
skills is a highly motivational factor for girls 
and young women and one from which they 
derive confidence. One girl involved in the study 
noted: “When I fell sick, my hub classmates 
and teacher were coming regularly to see me. It 
helped me a lot as I felt strong after the sickness 
because of the care and love they showed me”. 

This benefit of attending SAGE sessions also 
emerged in the MSC stories and cameo case 
studies, with one young mother commenting 
that “before I used to be a loner but through 
the programme now I have friends”. In a girl-to-
girl conversation between two young mothers, 
the girls hinted that they have missed coming 
together for face-to-face sessions as a result 
of the lockdown restrictions. One of the girls 
commented that “You have been out of sight 
and too silent for too long” while the other 
expressed gratitude “that we are able to meet 
like this…thanks to SAGE”. 

Effectiveness of follow-up measures: The 
attendance study asked learners if they were 
aware of the current measures put in place 
to support all SAGE girls to attend learning 
sessions. The majority of the respondents 
(61%) said they were not aware of such 
measures, while only 39% were aware. Of those 
respondents that were aware, the majority 
(52%) believed that the measures taken were 
effective, while 45% respondents were of the 
opinion, that follow-up measures were fairly 
effective. However, when asked whether anyone 
follows up with them if they do not attend a 
session, 62% replied that they did. This may 
indicate a need for greater clarity over what 
constitutes support for attendance, as most 
girls were not aware of any dedicated strategies 
supporting attendance, yet the majority also 
said that follow-ups took place if they did 
not attend. 

One girl reported: “The follow up they do is 
good because when you miss lessons they [hub 
volunteers] come home and they bring notes 
that others would have done so that no one is 
left behind.”

Limited access to phones for both volunteers 
and girls, challenges with transport and long 
distances and lack of support from parents/
communities were cited as issues affecting the 
effectiveness of the follow-up process. 

In conclusion, household responsibilities and 
domestic pressures are the biggest barrier 
to attendance, particularly for older girls. 
Some older girls or young mothers also believe 
that they will be stigmatised as a result of 
attendance at ATL sessions due to their age and 
their perceptions of the nature of the curriculum. 

Support from communities and partners is 
a critical determinant in driving or hindering 
attendance. In communities with high levels 
of community support for SAGE, girls’ self-
reported attendance was in higher than those 
without. Some girls reported that their husbands 
encouraged them to attend, often because 
of the perceived benefits that participation in 
SAGE would bring to the household’s income-
generating potential, but there were also reports 
of girls facing resistance from their husbands 
which was a barrier to attendance. 
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Girls from certain religious and ethnic 
groups, as well as girls engaged in labour 
and girls with disabilities face specific 
barriers to attending SAGE sessions. 
Distances to the hubs also pose a challenge, 
although the programme has sought to address 
this through expanding the modalities through 
which sessions are delivered.

There is a preference for practical skills 
training over ATL sessions due to the 
perception that it is more directly linked 
to income-generating opportunities. 
The prospect of participation in ISOP is a 
motivating factor for attendance at ATL and 
CoGE sessions, as it is conditional upon 
it, but there have been frustrations at the 
speed of the rollout of ISOP and delays in 
acquiring materials. 

7.2.4	 EXPLANATION OF HOW SAGE IS ADAPTING APPROACH TO ATTENDANCE

Attendance data has been illuminating in 
presenting unexpected trends of preference for 
modalities even when direct contact activities 
were resumed. For example, between August to 
October 2021, the SAGE programme reached 
9,422 girls, which is 87% of its enrolled cohort, 
with ATL and COGE sessions delivered using 
SAGE’s full range of support modes. This led to 
67% of girls attending a small group session; 
54% of girls attending phone-based sessions; 
28% of girls attending a session in a hub and 
16% of girls received door-to-door support. 
At sub-group level analysis, all subgroups 
were reached mainly through small groups 
except for girls with disabilities, of whom 
74% who were reached through phone-based 
support. Surprisingly, fewer girls were reached 
through hub support when compared to small 
groups and phone-based despite lockdown 
restrictions being lifted in this period. Girls’ 
appreciation for different modes of learning 
emerges through the girl-to-girl conversations. 
In a conversation between two Apostolic girls, 
one comments on the benefits of small group 
sessions for supporting learning: “small group 
learning is more fulfilling for it allows more 
interaction and contact with the community 
educator and peers, it also allows for a two-way 
communication allowing for free question asking 
sessions and also getting feedback from the 
community educator.” 

The trend could suggest the effectiveness 
of small group and phone-based learning in 
providing a more convenient learning modality 
for girls. Therefore, all four learning pathways 
have been maintained even when hubs can 
reopen, which differs to the planning scenario in 
the MTRP. 

In terms of access to learning, the programme 
has adapted to girls’ feedback on distance 
and the varying trends of attendance in rural 
and urban areas. As part of its annual strategic 
review and to ensure value for money, in 
Year 4, the SAGE consortium has decided to 
focus future resources in rural areas whilst 
still maintaining the existing 31 urban hubs. 
Therefore, to maximise the potential in rural 
communities for further enrolments, the 
programme will be increasing support to 
rural communities by restructuring its team of 
programme staff and volunteers, to ensure a 
more effective distribution of resources. 

A further 12 satellite hubs will be established in 
rural communities, in addition to the 15 hubs 
created in Year 3. Satellite hubs are learning 
spaces with basic infrastructure which are 
established with the collaboration of the local 
community and to which volunteers travel out 
to from their static hub and which girls gather 
to receive their sessions. By creating a network 
of learning spaces this reduces the distance to 
travel to learn. 
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Recognising attendance gaps have persisted for 
girls without or with limited access to phones or 
reliable connection, in Year 4, the programme 
will be strengthening home learning through 
the provision of radios to support girls and 
the provision of materials to facilitate home-
based learning and messages to parents and 
caregivers. These adaptations will ensure 
learners continue to access learning during strict 
lockdown periods, particularly those learners 
with limited access to phones or have network 
challenges. Dissemination of messages on home 
learning will be done through bulk SMS’s and via 
support from established SAGE structures such 
as the Hub Development Committees (HDCs) 
and will aim to engage parents and caregivers on 
the need for supporting learners at home. This 
model will also be prioritised for communities 
located along border lines with South Africa and 
Botswana. Male engagement through men’s 
groups will be a cornerstone of this approach, 
by mobilising husbands to support their wives to 
continue accessing learning.

Trends in attendance have also illustrated 
the reality of marginalised girls’ attendance 
patterns and erratic behaviour. This prompted 
the programme to make two changes in Year 
3. Firstly, the target for regular attendance was 
shifted to 65% rather than 80% of sessions 
to better reflect girls’ attendance patterns 
and contextual realities, with the programme 
confident that girls will still achieve learning 
progress with this lowered exposure. Secondly, 
SAGE has identified three levels of exposure 
for beneficiaries, with 10% of girls expected to 
enrol but not attend sessions but benefit from 
wider community-based interventions; 65% of 
girls to regularly attend and 25% to irregularly 
attend. Programme monitoring during Year 4 will 
seek to establish how closely these categories 
align to girls’ actual attendance patterns and 
tailor follow-up activities accordingly. 

7.3	 SELF-EFFICACY AND LIFE SKILLS (IO2)

7.3.1	 INTRODUCTION TO CHAMPIONS OF GIRLS EDUCATION (COGE) COMPONENT

The SAGE Theory of Change proposes that 
girls’ acquisition of life skills and improved 
self-efficacy and confidence will also in turn 
contribute to and support their learning. The 
SAGE programme aims for this by ensuring 
all learners are concurrently attending Plan 
International’s flagship life skills programme 
entitled ‘Champions of Change’ or as known 
in Zimbabwe, ‘Champions of Girls’ Education’ 
(CoGE).

CoGE aims to foster positive gender attitudes 
among adolescents and encourage healthier 
relationships and practices. The CoGE 
curriculum delivered by volunteer CoGE 
facilitators in a two-hour weekly session supports 
girls to explore key issues, including self-esteem, 
sexual reproductive and health rights (SRHR), 
Gender-Based Violence (GBV), early marriage 
and economic empowerment. CoGE facilitators 
have been supported through a programme of 
initial and refresher trainings held in person or 
remotely dependent on the status of lockdown 
restrictions. The consortium with the support 
of representatives from ministries including the 
Ministry of Women’s Affairs provides ongoing 
monitoring and technical support. 
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Since the baseline evaluation was conducted, 
the CoGE programme was successfully 
established, with sessions delivered to over 
8,600 girls.40 Recognising the importance of 
engaging girls’ male peers and partners in 
promoting gender equality, a parallel curriculum 
for boys fosters critical reflection on harmful 
masculinities and supports boys to become 
allies, working with girls toward greater equality 
in their communities. At the time of the midline 
reporting, 1,163 boys were attending sessions.

In addition to these sessions in single-sex safe 
spaces, the Champions of Change model also 
involves facilitation of coeducational spaces, 
creating opportunities for boys and girls to 
dialogue issues around gender and girls’ rights, 
self-esteem, healthy relationships and build 
mutual understanding. 

40	 Latest attendance figures from Q13 (August – October 2021) record 8,682 girls attending CoGE. This is lower than wider attendance figures 
reported for ATL (9,422 girls in the same period). This difference is largely due to ATL sessions being held twice a week, rather CoGE sessions 
are only once a week so ATL session are able to reach more girls due to the higher number of sessions per week compared to CoGE).

41	 First two modules for girls focus on ‘Being Assertive’ and ‘Being Gender Aware’. For boys, their first two modules focus on ‘Showing 
Solidarity’ and ‘Being a Young Man’.

42	 Akhtar, M. (2008). What is self-efficacy? Bandura’s 4 sources of efficacy beliefs. Positive Psychology. http://positivepsychology.org.uk/
self-efficacy-definition-bandura-meaning/

These four sessions are an integral part of the 
CoGE curriculum and occur at specific point 
in line with the completion of accompanying 
modules. The first occurrence of these co-
educational spaces was in 2019 when the first 
cohort of boys and girls had completed their 
Modules 1 and 241.

With the onset of COVID-19, activities were 
pivoted to be delivered through the four learning 
pathways. CoGE module content was adapted 
into bite-size sessions which girls could do 
remotely by phone with a volunteer. Modified 
sessions included an overview of the content, a 
vignette story to illustrate the issue, and follow 
up questions to check understanding and 
discuss values. Furthermore, the programme 
invested in external technical support to 
strengthen volunteers’ capacity to integrate 
Mental Health and Psychosocial Support 
(MHPSS) into CoGE sessions to aid girls and 
boys to develop positive coping mechanisms. 

7.3.2	 FINDINGS

Qualitative evidence from interviews with girls 
who participate in both ATL and CoGE sessions 
indicates that they have contributed strongly to 
improvements in girls’ self-efficacy, aspirations 
and relationships with others. 

Participation in SAGE strengthens girls’ self-
efficacy and capability to aspire.

Self-efficacy refers to an individual’s belief in 
their own capabilities, particularly their abilities 
to face challenges ahead and complete tasks 
successfully.42 

A key theme emerging from the Most Significant 
Change stories collected as part of the midline is 
that girls can envisage realising their aspirations 
because of the skills they have gained through 
participation in SAGE. A girl who has never been 
to school says that learning to read and write has 
enabled her to believe in her ability to realise her 
dream of becoming a doctor, and therefore that 
she can “foresee a bright future for herself”. 

The improvement in girls’ self-efficacy is 
linked to the development of their identities as 
learners. Across the cameo case studies, there 
is a common theme of the girls realising that 
they can learn; gaining confidence that they can 
learn; and often describing a journey, where 
they have had to overcome initial ridicule or their 
own lack of belief on their way to becoming and 
being a learner. 
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For example, in a conversation between 
two married girls, it emerges that the two 
participants did not finish their schooling and 
believed that education was over for them. 
They did not realise that they would get another 
chance for an education when they left school. 
One of the girls recounted how she had “given 
up on anything to do with schooling, I had told 
myself it’s over”. Through participation in SAGE 
sessions, however, they revealed that they have 
overcome initial doubts in their own abilities and 
have acquired skills in literacy and numeracy 
which they believe will support them to achieve 
in the future. 

Girls are also able to track the evolution of 
their identities as learners. There is a clear 
recognition by the girls of their own progress, 
successes and areas of weakness; girls are 
aware of where they are in their learning, where 
they are going next and how to get there. In 
one of the case studies, for example, a girl 
reflected: “I have gained confidence in reading, 
writing and mathematical operations, though I 
still need to improve on fractions”. The cameo 
case studies generate valuable insights into 
how girls perceive their progression as learners 
and indicate that girls are astute and self-aware 
in their assessments of their own development. 
Language used by the participants suggests 
that girls often view their learning as a journey 
and are able to track their progress over time. 

For example, in a conversation between two 
young mothers, one of the girls traced her 
understanding of fractions, saying: “When we 
started, I was blank on the topic of fractions, 
but now I understand better.” The other girl 
commented that she is now able to read some 
English sentences. Though they can read words, 
understanding their meaning is still a challenge. 
However, they are thankful for the translation into 
the local language which makes learning better 
for them: “All thanks to the translated stories.” 
One girl gave a specific example of how the 
translations have supported her understanding: “I 
don’t think we would be knowing this much if this 
SAGE project had not come to our place.”

A theme that emerges from the qualitative data 
is that becoming a learner and the confidence 
associated with developing this identity has led 
to a shift in girls’ belief in their ability to deal 
with whatever they may face in life. As one 
married girl said: 

“Now I can face my challenges differently. I’m 
able to deal with these challenges differently even 
if I’m married and a mother at a young age.” 

This conviction in their ability to succeed in the 
future is echoed in the MSC stories. A girl from 
an ethnic minority, who dropped out of school 
at Grade 1, has gained confidence through the 
programme to know that she “will not struggle 
with reading and writing” should she have the 
chance to return to formal school. A young 
mother, who has also never been to school, 
said that because of her participation in the 
programme she feels confident that she will be 
able to complete a dressmaking course, and 
subsequently build a career that will enable her 
to provide for her family. 

These testimonies reflect the transformative 
effect that the skills built through participation 
in SAGE can have on girls’ perceptions of their 
own capabilities to achieve aspirations that 
were previously out of reach, and to handle 
whatever may lie ahead. A girl with a disability 
who has never been to school urges other girls 
to join SAGE “because it gives another chance 
to people whose hope for a better future would 
have been lost”. Participation in SAGE has 
facilitated an expansion of girls’ horizons, a shift 
in their perceptions of their own capacity and an 
ability to envisage a “bright future” which girls 
now have the confidence to achieve. 
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Girls value the acquisition of practical skills 
which is linked to their sense of agency.

Also emerging from the Most Significant 
Change stories and cameo case studies is a 
strong emphasis on the practical application of 
skills acquired through SAGE, which girls link to 
their sense of agency over their own lives. This 
is a key element of Plan’s gender transformative 
approach, which involves increasing the agency 
of girls, young women and marginalised groups, 
and improving both the daily conditions faced 
by girls, young women and marginalised 
groups and their position within society in a 
sustainable manner. The appeal of learning skills 
that could be practically applied to support 
different aspects of their lives also emerged in 
the attendance research study, as discussed in 
Section 7.2.

Across the different (and intersecting) sub-
groups represented in the qualitative data, the 
skills gained through participation in SAGE 
have both an intrinsic and extrinsic value; 
being able to read and write, for example, 
is considered important but is also valuable 
because it supports the girls with other aspects 
of their lives. 

For example, a girl with a disability who 
dropped out of school and is a young mother 
reported that through SAGE she has “developed 
an interest in reading” in and of itself, but that 
this skill has also supported her as a mother as 
she can now help her child with their homework 
with confidence. The way in which academic 
skills acquired through SAGE underpin broader 
life skills is echoed elsewhere. A girl who is 
married and had dropped out of school similarly 
commented on how the improvements in 
literacy and numeracy skills means that she can 
help her children with their homework and use 
her phone to communicate. 

Girls focus on how they can use their 
knowledge and skills to support their livelihoods 
and in their future careers. Numeracy skills, in 
particular, are highly valued for their perceived 
benefits in enabling girls to achieve financial 
security. A recurring theme across the cases is 
how particular skills are related to business and 
the ability to generate income. For example, 
a young mother reflected that her learning 
in numeracy has enabled her to operate her 
vegetable vending business effectively, drawing 
on the addition and subtraction skills she had 
acquired. Words such as ‘investment’ and 
‘profit’ are used in meaningful ways.

In one of the cameo case studies, the girls 
express confidence that they will start their own 
businesses and link this to the numeracy skills 
they have gained. One girl asserted: 

“I will use numeracy skills that I get on SAGE 
especially calculations when I start my own 
business to check how much I have, money that 
I will use to pay my helpers, rent payments and 
my remaining profits.”

Similarly, a girl who is engaged in casual labour 
to provide for her child and lives alone at a 
squatter camp commented that numeracy 
is “the most important thing I have gained” 
because it enables her to do calculations which 
will support her in her work. Girls also welcome 
the opportunity to learn practical skills such as 
dressmaking which they feel will empower them 
economically and give them greater agency 
over their futures. 

Learning about rights is critical to building 
girls’ agency.

Agency is a key element of Plan’s gender 
transformative approach and the GEC’s 
GESI transformative approach. To improve 
girls’ agency, the programme is building 
their knowledge, confidence and critical 
consciousness and their ability to speak 
out about issues; to identify risks and self-
protect; and to engage in mobilising and 
influencing others. 



Midline Alternative Results Report for the Supporting Adolescent Girls’ Education (SAGE) programme  157

7. FINDINGS

To build girls’ agency the programme has 
explored opportunities for SAGE girls to 
participate at policy-influencing platforms 
to articulate their experience of systemic 
barriers which impede their access to learning, 
particularly in the shadow of the COVID-19 
pandemic. For example, in October 2021, the 
programme facilitated the participation of nine 
SAGE girls43 in a conference which it co-hosted 
with the Education Coalition for Zimbabwe 
(ECOZI)44 as part of International Day of the 
Girl commemorations, which were held under 
the theme, ‘Digital Generation: Our Voice – 
Leave No Girl Behind’. The conference brought 
together over 70 marginalised girls from rural 
and peri-urban communities, who were engaged 
as a critical stakeholder in the conversation 
on issues affecting girls’ education. Key policy 
issues raised by the girls centred on increasing 
financing for education, gender and social 
inclusion, online safety for girls and investments 
in rural learning institutions.

The confidence shown by the SAGE girls 
in articulating the barriers they experience 
to policy makers can be linked to their 
participation in Champions of Girls’ Education 
(CoGE) sessions where girls have been 
encouraged to be assertive. The use of role 
plays in CoGE sessions is particularly effective 
as it involves girls acting out situations from 
their daily lives, which has contributed to their 
ability to speak out on issues concerning them. 

For example, one of the SAGE learners 
highlighted how poor infrastructure in rural 
schools is widening the rural-urban divide in 
terms of accessing digital learning, which is 
contrary to government’s commitment to ‘Leave 
No One Behind’. As a result of the ECOZI 
event, there was an acknowledgement and 
commitments made by policy makers, including 
the Canadian Ambassador to Zimbabwe, on 
issues raised by the girls. 

43	 Of the nine girls in attendance, one was a girl with a disability, three were girls from Apostolic communities; three had Never been to 
school and two were adolescent mothers.

44	 Education Coalition of Zimbabwe

This demonstration of confidence in public 
platforms is corroborated by key findings from 
the girls’ survey conducted in October 2021 
which showed that 87% (n=233) of learners 
reported that their self-confidence has improved 
since joining SAGE. Furthermore, 90% of girls 
(n=233) responded that they are confident to 
handle challenges in their life while 9% are a 
little confident and 1% do not have confidence. 
Qualitative evidence strongly suggests that 
CoGE sessions, which aim to strengthen girls’ 
confidence and self-efficacy, have contributed 
to these results. 

Qualitative data points to the role girls’ 
participation in SAGE, and especially 
CoGE sessions, has played in supporting 
girls to build their confidence. A striking 
feature of multiple MSC stories is how 
participation in CoGE sessions has improved 
girls’ understanding of their rights which 
has in turn had a transformative effect on 
their relationships. 

“The SAGE programme has played a pivotal role 
in changing my life. Besides empowering me with 
literacy and numeracy skills, it has enlightened 
me with other important life lessons under CoGE 
(Champions of Girls’ Education). I now have great 
knowledge on girls’ rights and SRHR.”

A girl from the Apostolic community, in which 
patriarchal norms are particularly restrictive, 
reported that having married at 14 led to her 
being unprepared to handle the responsibilities 
of motherhood as she was herself a child and 
that she was physically and verbally abused 
because of this by her husband. This “took a 
toll on [her] confidence and self-worth” and she 
felt hopeless. As a result of the prevalent gender 
norms within her community she believed that 
the only purpose a girl could have was to get 
married and take care of her family. However, 
during CoGE sessions she learnt about SRHR, 
career options and children’s rights, which 
expanded her perceptions of the roles girls and 
women could occupy in life. 
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“It was through these sessions that I realised 
that the girl child is as important as the boy child 
is and has the potential to do well or even do 
better than boys when given equal opportunities 
[…] The most significant change brought by 
SAGE, was a change of mindset about the value 
of a girl child during CoGE sessions. Through 
CoGE sessions, I now know that I matter and 
can strive to be more than just a housewife. I 
now know how to take better care of my family 
and myself and there is now peace in my life.”

In one of the girl-to-girl conversations between 
young mothers from polygamous households, 
both girls shared that through CoGE sessions 
they had learned that they can venture into jobs 
that are perceived to be for men, noting that “a 
job has no gender”.

The value of CoGE sessions to girls also 
emerged through the attendance study, which 
asked girls what they liked the most about the 
sessions. Girls reported particularly enjoying 
sessions where they are taught about how 
to take care of themselves and assert their 
rights as girls and young women. They also 
valued learning about women’s rights, Gender 
Based Violence and where to report cases, 
menstrual hygiene and the problems associated 
with early marriages. Married young women 
appreciated sessions on family planning and on 
HIV prevention. 

While this midline did not directly explore how 
and whether girls’ knowledge and behaviours 
relating to SRHR had changed because of 
participation in SAGE, these findings resonate 
with a growing body of evidence which points 
to a relationship between improved self-
efficacy and better SRHR outcomes, and that 
strengthening girls’ knowledge about GBV and 
SRHR can contribute to improved self-efficacy.45 

45	 See for example Packer C, Ridgeway K, Lenzi R, et al. Hope, Self-Efficacy, and Crushed Dreams: Exploring How Adolescent Girls’ 
Future Aspirations Relate to Marriage and Childbearing in Rural Mozambique. Journal of Adolescent Research. 2020;35(5):579-604. 
doi:10.1177/0743558419897385

Rights-based education in CoGE sessions 
positively influenced girls’ relationships.

In the data collected by AWET with girls 
and community leaders from the Apostolic 
community, a similar theme emerged relating to 
the impact of rights-based education provided 
through SAGE on challenging entrenched 
gender norms. A girl interviewed by AWET 
said: “I am now equipped with basic life skills 
and am aware of referral channels to use if I 
encounter gender-based violence. I am capable 
of solving numeracy problems, and I now own 
a small business. I believe there has been a 
transformation between me and my husband 
because we now have enough food to feed our 
family, resulting in peace and harmony.”

Another girl credited SAGE with transforming 
her relationship with her husband. Before SAGE 
she accepted that violence was a legitimate 
way for her husband to treat her but in CoGE 
sessions she learnt it was not and shared this 
knowledge with her husband, who now no 
longer beats her. Similarly, a girl with a disability 
commented that COGE sessions had taught 
her about GBV and gender equality which has 
resulted in “peace at home with my husband”. 
While these stories may be exceptional, they 
clearly illustrate the transformative effect SAGE 
has had on girls’ knowledge of their rights 
and their ability to act on them within their 
households and communities.

There is also evidence of girls gaining confidence 
to build networks, advocate for the programme, 
and influence the views of others. Girls remarked 
on the value of SAGE in introducing them to 
wider networks and the effect this has had 
on their outlook. For example, a girl from 
the Apostolic community commented that 
“interacting with girls of my age, from different 
non-Apostolic background gave me a new 
perspective on life. I became so close to some 
of the learners that I am now comfortable to talk 
about matters that are important to me.”
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This confidence translates into how girls engage 
with others, as well as how they perceive 
themselves. Through the girls’ participation in 
SAGE, and particularly in CoGE sessions, there 
were instances of girls being able to speak out 
for themselves, acting as advocates for girls’ 
rights in their households and communities, 
and encouraging peers and family members to 
join the programme. One girl from the Apostolic 
community interviewed by AWET said: “I have 
been educated as a result of the COGE sessions 
that I attended, and I am now assertive and 
confident enough to say no to child marriages 
and educate my peers about the effects of child 
marriages on girls’ education”. 

A girl who had never been to school revealed 
that she now advocates for girls’ education 
and SAGE with both girls and parents in her 
community, while a girl with a disability noted 
how she had invited her younger brother’s wife 
to join, as she had also dropped out of school. 

This qualitative evidence indicates that SAGE 
and the CoGE sessions, in particular, have 
helped girls to envisage a positive future, which 
is related to long-term goalsetting including 
the mapping out of transitions to education 
and employment.46 As a girl from the Apostolic 
community said: “through CoGE sessions, I now 
know that I matter and can strive to be more 
than just a housewife.”

46	 Gavin, L. E., Catalano, R. F., Markham, C. M. (2010). Positive youth development as a strategy to promote adolescent sexual and repro-
ductive health. Journal of Adolescent Health, 46(Suppl. 3), S1S6. https://doi.org/10.1016/j.jadohealth.2009.12.017

47	 Overseas Development Institute (2017), Gender & Adolescence: Global Evidence (GAGE) Policy Brief: Girls’ Clubs and Life Skills Pro-
grammes: Positive potential, unanswered questions

These findings align with existing evidence 
indicating that life skills clubs are effective 
in improving participants’ self-confidence, 
supporting resilience and contributing to more 
gender-equitable attitudes.47 

It should however be noted that SAGE did not 
gather the perspectives of boys who participate 
in CoGE sessions as part of the alternative 
midline approach. SAGE does not have a specific 
intermediate outcome indicator relating to boys’ 
experiences of the programme and were thus not 
included within the scope of the midline. 

However, SAGE recognises that this represents 
a significant gap in the data and that there is 
considerable value in understanding both boys’ 
perspectives on SAGE interventions and how 
their attitudes and behaviours shape and interact 
with girls’ experiences within their communities. 
SAGE currently collects some data from boys 
through regular KAP surveys, and will continue to 
strengthen the inclusion of boys’ voices through 
ongoing quantitative and qualitative monitoring, 
as well as the endline evaluation.

7.3.3	 EXPLANATION OF HOW SAGE IS ADAPTING COGE APPROACH

As mentioned in a previous section, the most 
significant adaptation for the CoGE approach 
was the shortening of sessions into culturally 
relevant modules, centred on weekly session 
cards focusing on key messages which girls 
could do remotely with volunteer support 
via phone. 

The programme also invested in the translation 
of CoGE manuals into three local languages 
to ensure effective content delivery by CoGE 
facilitators, following programme learning that 
session quality and hence learner experience 
was being hindered by facilitator modules which 
include challenging technical information, being 
only available in English. 
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Programme data has also highlighted areas for 
adaption required in addressing negative gender 
norms. Whilst the CoGE sessions have helped 
in building girls’ knowledge on negative gender 
norms and SRHR, it appears there are some 
entrenched norms which persist and affect girls’ 
participation in programme activities. Attendance 
records have shown household chore load to be 
a recurring reason for absenteeism. KAP survey 
results collected May-July 2021 indicated that 
40% of girls did not agree with the statement that 
men and women should equally share household 
chores, with the highest rate of response from 
the Chimanimani district where 31% of girls did 
not agree with the statement. 

This result may be influenced by wider 
community values, for example, in Chimanimani 
which has a very high number of Apostolic 
girls who may be influenced by the upholding 
of patriarchal structures and male dominance 
which are prevailing in Apostolic communities. 

Therefore, the SAGE programme will focus 
on adapting its CoGE sessions to focus on 
addressing negative gender norms around 
work opportunities for women and men and 
sharing of household chores to ensure girls 
have improved knowledge and self-efficacy 
around those areas. This will be complemented 
by those activities seeking to transform wider 
community norms as undertaken through inter-
generational dialogues and male engagement.

SAGE learners have shown admirable 
confidence in national fora in articulating their 
experiences to policy makers of the barriers 
incurred to accessing education, which the 
programme has attributed to their participation 
in CoGE sessions where girls have been 
encouraged to be assertive and a range of 
participatory and active methodologies such as 
role play have aided their public speaking skills. 
Therefore, the programme will continue in Years 
4 and 5 to secure further opportunities for girls 
to share their experiences at national level, for 
example, in forums including ECOZI and the 
Education Coordination Group. 

7.4	 TRANSITION (OUTCOME 2)

7.4.1	 SAGE APPROACH TO TRANSITION

The SAGE programme aims for learning 
and skills acquired by girls to equip them to 
transition and exit the programme onwards 
into four pathways, with the programme aiming 
for 60% of girls to successfully transition into 
these pathways.

Girls’ views and preference for these proposed 
pathways has been ascertained through wider 
programme learning on transition preference 
and girls’ aspirations. This learning has been 
generated through the results gained from 
an initial Gender Analysis and girls survey 
undertaken as part of the baseline study, 
questions on aspiration in learning progress 
assessments and in girl-led research activities 
led by the OU. 

TRANSITIONING INTO AND THROUGH KEY STAGES 
OF FORMAL AND NON-FORMAL EDUCATION

TRANSITIONING INTO VOCATIONAL  
OR LIFE SKILLS

TRANSITIONING INTO FAIRLY PAID 
EMPLOYMENT

TRANSITIONING INTO SELF-EMPLOYMENT
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In terms of preference for pathways, although 
the programme was designed anticipating 
significant numbers of girls transitioning to formal 
education, this was challenged by baseline 
evaluation results. It was found the majority 
of respondents reported a wish to transition 
into vocational training or employment/self-
employment (47.6% and 47.1% respectively) 
and few aimed to transition into formal schooling 
(2.5%). This was attributed to the continued 
impact of economic crises in Zimbabwe reducing 
household incomes and the high proportion of 
girls enrolled and already engaged in labour. 
As detailed in the earlier section on programme 
participants, at this midline point, 97% of 
SAGE learners are believed to be engaged in 
labour, which in the Zimbabwean context is 
predominantly through informal employment 
which could include casual jobs such as farm 
workers, child minders and shopkeepers and 
where girls receive some form of payment. 

The SAGE programme has sought to support 
all girls in their progression into transition 
pathways by:

•	 Noting girls’ aspirations at enrolment 
stage and including these in 
SAGE’s database.

•	 Facilitating discussions between CEs 
and students at the end of module 
1c, particularly in terms of girls’ 
interest and eligibility for SAGE’s ISOP 
programme, interest in returning to 
school and understanding if girls will be 
seeking employment.

•	 At module 2c stage, learning materials 
incorporate upcoming graduations 
and encourage girls to revisit previous 
conversations and reflect on their next 
steps after leaving SAGE.

•	 In preparing for post-transition support, 
the programme team encourages 
discussions between girls so they can 
connect with peers holding similar 
aspirations to explore the possibility of 
mutual support.

•	 Ensuring all girls complete the 
module focusing on ‘Becoming 
Economically Empowered’ as part of the 
CoGE programme.

•	 Mapping transition pathways and 
identifying the partnerships with 
government and local stakeholders that 
will leverage success. Key relationships 
include with the MoPSE and the Ministry 
of Youth.

In terms of support for specific pathways:

For transition into non/formal education, SAGE 
has been engaging MoPSE representatives at 
district and national level to facilitate enrolment 
of SAGE learners under its Basic Education 
Assistance Module (BEAM). This programme 
covers primary and secondary education 
school fees for students who cannot afford 
them and is coordinated with the Department of 
Social Services (DSS). At community level, the 
project is working closely with HDCs to ensure 
learners get the necessary support to access 
this programme.

For transition into skills training, as detailed 
below, the SAGE programme established 
its own skills training programme called 
the Integrated Skills Outreach Programme 
(ISOP), for learners aged 15-19 years and 
utilising a community-based approach and in 
collaboration with the Ministry of Youth. 

For girls who identify a wish to pursue 
employment opportunities/self-employment/
entrepreneurial independently or following 
graduation from the ISOP component, SAGE’s 
activities will include undertaking business 
development training, piloting the linking in of 
girls with local business people and providing 
opportunities to link girls in with local markets at 
market fairs, as well as linking them into wider 
NGO or government-led activities or services 
such as small loans accessible through the 
Ministry of Women’s Affairs. 
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As the first graduations for girls in Cohort 1 
and 2 are planned for March 2022, cohort-
wide results of transition outcome will not be 
included in this exercise and will be a focus 
of the endline evaluation. The programme will 
follow up with girls from Cohorts 1 and 2 after 
they have graduated from SAGE to understand 
the pathways they have taken and use this data 
to report on the transition outcome at endline. 

The programme will also explore enablers 
and barriers to girls’ transition. At the midline 
point, review of existing recorded transitions 
is possible as well as reflections on girls’ 
aspirations and experiences of SAGE’s skills 
training component. 

7.4.2	 INTRODUCTION TO THE INTEGRATED SKILLS OUTREACH PROGRAMME  
(ISOP APPROACH) 

As the transition outcome has been shaped 
by girls’ aspirations, it has also been shaped 
by the needs and capacities of local markets, 
government capacity and guided by a 
community-driven approach. 

The programme is community-based (rather 
than residential or institutional) which makes it 
safer and more inclusive given the vulnerabilities 
of SAGE’s learners and makes it more relevant 
in terms of providing skills via locally identified 
Mastercrafts people, who are present in girls’ 
communities and whose skills are in line with 
girls stated interests. It is envisaged that this 
approach will promote income generation by 
girls and local development. 

The programme design centres on ensuring 
the target of 6,000 girls undertake and 
successfully complete a two-month course, 
with girls’ eligibility determined by the criteria 
of them being at least 15 years old, having 
completed modules 1a and 2c and having 
attended at least 65% of their ATL and CoGE 
sessions. By January 2022, a total of 2,035 
learners had successfully started their ISOP 
trainings with support from 191 locally identified 
Mastercrafts people.

Starting with a mapping of vocational skills 
conducted in May 2020, the programme was 
able to ascertain the vocational skills in which 
adolescent girls would want to be trained. 
Community participation was invaluable in 
identifying the 250 Mastercrafts people for 
the trades as chosen by the girls and this 
also helped in addressing potential cases of 
resistance from community members. 

This process has resulted in the establishment 
of 12 trade-specific courses across the 
11 districts. Trades selected encompass 
hairdressing and dressmaking to trades such as 
carpentry, upholstery and fence-making which 
challenge traditional gender stereotypes. 

The ISOP component falls under the oversight 
of the Ministry of Youth (MoY), with the SAGE 
programme proactively engaging ministry 
representatives to offer technical guidance. In 
collaboration with the Ministry of Youth (MoY) 
and Vocational Training College (VTC) experts, 
the SAGE programme has conducted training 
of Mastercrafts people as well as co-developing 
ISOP training materials, standardised course 
outlines, step-by-step guides and assessment 
guides for each course. These assessment 
guides have supported the rollout of ISOP 
learner assessments, which aid the monitoring 
of competencies gained. By implementing 
a consistent structure, content, methods of 
teaching and ultimately learning outcomes, 
it should ultimately lead to girls obtaining a 
recognised certificate of participation from the 
MoY. Upon graduation from ISOP, as stated 
earlier, girls will then be supported to be 
able to initiate their own income-generating 
activities with linkages facilitated into local 
markets, entrepreneurs, business mentors 
and employers.
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7.4.3	 FINDINGS

48	 This follow-up survey was only conducted with a subset of SAGE girls who had already been identified as at risk of dropping out of the 
programme, and thus should not be considered representative of the wider cohort, but provides further evidence in addition to the base-
line and midline indicating girls’ preference for transitioning into employment.

49	 This follow-up survey was conducted prior to the rollout of SAGE’s ISOP component, reducing availability of vocational training pathways.

As noted above, the SAGE baseline identified 
that a relatively small proportion of girls 
expressed an interest in re-entering education. 
This is corroborated by monitoring data 
collected in June 2021 in which SAGE followed 
up with 1,561 learners who had been identified 
as at risk of dropping due to their erratic 
attendance rates.48

The major objective for the follow-up exercise 
was to determine the reasons for erratic 
attendance and to map the girls who had 
transitioned along SAGE’s three intended 
transition pathways. From the 1,561 girls, 
21% (321 girls) had transitioned. Of the 21%, 
82% transitioned to either employment or 
self-employment; 17% transitioned to formal 
schools and 1% to vocational skills.49

Figure 43: Graph to show numbers of girls transitioning disaggregated by sub-group
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From the above graph it is interesting to note 
that no girl from the sub-group categories 
of girls with disabilities and ethnic minorities 
transitioned back to formal school when 
compared with the other five sub-group 
categories. The observation is not surprising 
for two reasons. Firstly, most schools lack 
infrastructure which is inclusive and lack skilled 
personnel who can accommodate the needs 
of learners with disabilities. Hence, many girls 
with disabilities prefer participating in SAGE’s 
learning hubs which are community-based 
and where they are better accommodated. 
Secondly girls from ethnic minorities are 
affected by distance as there are few schools in 
their communities. 

It is also interesting to note the low number 
of married girls and adolescent mothers who 
transitioned to formal schools. This could be an 
indication of the start of the impact of the new 
Education Amendment Act, which mandates 
school not to turn away girls on the grounds 
of being pregnant or married. Although higher 
rates are aimed for, it could illustrate the limited 
community awareness of girls’ rights and the 
barriers of childcare and household duties 
which prevent girls from fulfilling a full school-
day as well as a preference for self/employment 
reflecting their need to earn to support 
their children.

The ISOP component is a major incentive 
for participation in SAGE, as it is perceived 
as providing opportunities for income-
generation.

Qualitative data collected as part of the 
midline approach supports the hypothesis 
that entering training or employment is a more 
popular pathway for SAGE girls than re-entering 
education. A recurring theme emerging from the 
attendance study was that, according to Head 
Teachers and CEs, girls in several hubs preferred 
the CoGE sessions to the ATL and were eager 
to participate in ISOP as they perceived them 
as offering routes to employment and income. 
As attending ATL sessions was a condition for 
participating in ISOP, it could be argued that 
for some girls their attendance at ATL was an 
indication of their interest in transitioning into 
skills-based employment.

Across the cameo case studies, girls often 
articulated their desire to go into business, 
linking this to their developing literacy and 
numeracy skills. In a conversation between 
two young mothers, the girls link their business 
ideas with the opportunity to make money, 
become financially independent and provide for 
their own families, with one participant stating: 
“I should not be that child who is always asking 
for everything from parents.” 

On the converse side, delays experienced in the 
procurement of local materials for skills training 
had a negative impact on girls’ experiences 
of skills training and hence attendance, which 
could threaten their acquisition of these key 
skills within the finite ISOP course duration. 

The girls in Mutare Rural noted that they had 
received training in various skills including 
baking, dressmaking and hairdressing, but 
that a lack of adequate access to the required 
equipment disincentivised them from attending. 
One FGD participant said: “We only have one 
sewing machine that was donated by one of 
the lady teachers and all 15 of us have to take 
turns to use that machine. We also do not have 
baking ingredients and equipment to practise 
hairdressing. So there is no point coming every 
day if we have nothing to use during the training.”

The ISOP programme has illustrated 
girls’ interest in a skills-based curriculum, 
which provides useful learning as to what 
educationally marginalised girls seek in what 
can be their ‘second chance’ for education 
and highlights how their transition pathways 
fuel their motivation early in their learning 
journey. The appeal of building skills which have 
practical real-life application is echoed in the 
MSC stories and cameo case studies, although 
girls also value learning in and of itself and 
some aspire to re-enter formal school. 

As noted in Section 7.2, girls attach a high 
value to SAGE’s potential to support them with 
practical skills that will enable them to enter 
income-generating pathways. The attendance 
study reported that “some of the girls believed 
that the ATL lessons [...] are too many and focus 
should instead be more on the practical skills 
training provided by ISOP”. 
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In addition to this, “some of the girls believed 
that they spend most of their focus on the 
ATL sessions and yet what they really need 
are vocational skills that they can use to 
generate income for their livelihoods. They 
also bemoaned the lack of tools to use during 
their practical trainings such as baking, dress 
making, detergent making among other skills. 
Some learners compared the SAGE programme 
to the DREAMS50 programme which they think 
has better learning outcomes because of its 
focus on practical skills training”. 

This proclivity for practical skills may be guided 
by married young women and young women 
with children who shoulder childcare and 
livelihood responsibilities and hence prioritise 
practical skills training over ATL sessions, as 
they believe it will expedite their potential to 
earn more and support their household. 

Findings were interesting in terms of the speed 
at which some learners wish to transition versus 
the programme model. The research study 
noted that “learners felt that there should be a 
quick transition from the ATL sessions to the 
more practical ISOP life skills training. Some 
of the learners are more interested in life skills 
training, which they believe will enable them 
to embark on income generating projects. The 
slow transition frustrates some of the learners 
who will end up missing the ATL sessions”. 

Participation in SAGE supports girls to 
envisage and map out transition pathways.

Qualitative data provides evidence of girls 
articulating their aspirations for the future and 
their sense of new opportunities opening up to 
them because of the skills they have gained. 

50	 Determined, Resilient, Empowered, AIDS-Free, Mentored, and Safe (DREAMS) is a USAID funded programme which aims to  reduce 
new HIV infections among adolescent girls and young women by 40 percent in ten sub-Saharan countries, including Zimbabwe. The 
programme offers vocational and livelihoods training.

For some girls, their participation in SAGE has 
helped them conceive of alternative realities 
which they could not previously envisage. 
Girls express enthusiasm for the skills training 
provided through ISOP, which had not yet started 
when the MSC stories were collected. There is 
also a clear link between literacy and numeracy 
skills they have developed and their ability to 
transition into vocational training or employment 
pathways, validating the SAGE Theory of Change 
that supporting girls with access to high-quality 
education and skills acquisition will improve their 
confidence to learn, identify and proceed into 
positive transition pathways. 

For example, a young mother who is engaged in 
labour commented on how learning numeracy 
will support her to improve her livelihood 
and transition into paid employment: “The 
most important thing that I have gained in the 
SAGE programme is that I can now do proper 
mathematics which will help me in trading as I 
will be able to make calculations”. 

Girls are supported to identify routes 
into paid employment and value the role 
SAGE plays in helping them identify viable 
employment pathways.

SAGE’s role in supporting girls to envisage a 
transition into paid employment is a theme that 
occurs frequently throughout the midline data. 
In the attendance study, one girl commented 
that she is currently unemployed and that the 
opportunity to learn a practical skill such as 
soap making through SAGE will enable her 
to start her own business. Girls also identify 
professions which they believe participation in 
SAGE will help them to achieve, such as the 
law or teaching, and this acts as a motivational 
factor for their attendance. 
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Another young mother linked the progress 
she has made in literacy and numeracy to the 
possibility of entering training and, eventually, 
paid employment. As a result of the ATL 
sessions, she can now recognise names and 
phone numbers. She added: “This has made 
my life to be easy and I am happy with the 
progress I have made. I am now looking forward 
to starting a dress making course with Plan 
international. Now I have the confidence that 
after I have finished the course, I can make a 
career out of dressmaking and be able to take 
care of my children financially hence give them 
a decent life. I am so grateful for the impact that 
the programme has had on my life.”

Part of the value that girls ascribe to SAGE is 
its role in supporting them in both new and 
existing aspirations, and in helping them map 
out pathways to achieve them. For the young 
mother above, SAGE has helped her identify a 
new goal in life which she has the confidence to 
achieve through participation in skills training. 

Across the cameo case studies, girls frequently 
identified pathways into trade and business 
that they felt confident they could achieve 
with the help of skills acquired through SAGE. 
Girls mapped out a diverse range of business 
opportunities and in some cases weighed up 
the advantages of certain pathways over others. 
For example, in a conversation between two 
Apostolic girls who are also young mothers, 
one girl reflected on a picture she likes from one 
of the SAGE learning modules which shows 
a woman farming tomatoes. Through this 
picture, she has learned that not much capital 
is required to start tomato farming, unlike her 
previous ambition of chicken rearing. 

“It showed me that growing tomatoes did not 
require a lot of money; you only need to buy the 
seeds and plant them. There is minimal manual 
labor required and the profit I get from the sale 
of the tomatoes enables me to take care of my 
family. I can even use locally sourced manure to 
use as fertiliser for my tomatoes.”

Other girls have mapped out professions such 
as hairdressing, carpentry and tailoring, and 
a notable feature of their language is often 
an awareness of the practical considerations 
involved in attaining these goals.

Re-entering education remains an ambition 
for some SAGE girls.

For other girls, their participation in SAGE has 
strengthened their confidence in their ability to 
realise existing aspirations that were previously 
out of reach. A girl who has never been to 
school, for example, said that when she joined 
SAGE, she “knew that through the programme 
[she] was going to get a chance to go to school 
which had been my desire for a long time.” 

She added: “It had always been my dream 
to go to school and I would always feel sad 
seeing other children of my age putting on their 
school uniforms and going to school.” She 
also commented on the opportunity SAGE has 
given her to learn dressmaking and beading 
and opening up additional transition pathways 
into employment. 

As discussed previously, there is considerable 
evidence that entering training or employment 
is a more attractive transition pathway for many 
girls than re-entering education. Re-entering 
education does however remain an ambition 
and a reality for some. A girl from an ethnic 
minority who participated in the MSC process 
commented that she has always wished to go 
back to school. As a result of the learning she 
has achieved through SAGE, she now feels 
confident in her ability to do so. “I am happy 
that if I get a chance to go back to school, I will 
not struggle with reading and writing.” 

A girl who has never been to school and who 
now recruits other girls in her community to join 
SAGE noted that some girls in her community 
have joined the programme but then transferred 
to other schools.
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In conclusion, girls value the skills they have 
gained or anticipate gaining through ATL, 
CoGE and ISOP sessions in supporting them 
to identify and achieve a variety of transition 
pathways. Girls comment that SAGE has 
helped them to identify new directions in life 
and map out routes to achieve them, as well 
as strengthening their confidence through 
the acquisition of new skills to achieve 
existing aspirations. 

Data collected through the midline also 
indicates that entering training or employment 
is a more popular pathway for SAGE girls 
than re-entering education, and that girls view 
participation in SAGE as a route into skills 
training and employment. 

7.4.4	 EXPLANATION OF HOW SAGE IS ADAPTING APPROACH TO SUPPORT GIRLS’ 
TRANSITION 

As explained earlier, as a new component and 
with girls approaching graduations, learning 
and hence adaptations are more limited in 
this outcome. However, there are some are 
that the SAGE programme will be further 
enhancing. The programme acknowledges the 
need for post-training and graduation support. 
Therefore, it will purse the development of 
a transition guide to collate information to 
aid girls as they progress further into their 
chosen transition pathways. This information 
could include signposting to relevant services 
and government departments and improving 
linkages to sustainable community structures 
such as self-help, savings and credit groups. 

Adjustments were made to SAGE’s overall 
approach to support girls to become 
economically empowered, with the removal 
of the Village Savings and Loans Association 
(VSLA) component from the SAGE model given 
the impact of the COVID-19 pandemic making 
this an unfeasible model. Therefore, some wider 
skills such as saving and lending, budgeting 
and basic financial literacy have been enhanced 
in the ISOP component. Current programme 
learning has suggested the need to this 
strengthen the existing business development 
component, with girls showing gaps in their 
understanding of the concepts of budget and 
costing. Further support on this component 
is suggested from the Mastercrafts persons, 
MWACSMED and the MoY. 

In terms of mitigating delays in material delays 
or gaps on equipment, given budget constraints 
and the need for sustainable measures, the 
SAGE consortium will continue in its efforts to 
encourage communities to assist learners. By 
October 2021, the programme had witnessed 
the emergence of community philanthropic 
support in some communities, whereby 
community members had been donating 
training equipment to learners such as sewing 
machines and hand tools.

The key challenge has been ensuring the 
continuity of practical skills training measures 
during the COVID-19 pandemic, in which 
effective distance learning platforms and 
pedagogical resources to support remote 
instruction for vocational skills training are 
generally lacking. Therefore, the SAGE team is 
analysing the twelve ISOP trades to determine 
which are compatible with each of the four 
learning support pathways and exploring which 
innovative approaches could be used such as 
the small group approach, 1-on-1 training for 
girls requiring individualised support, mobile 
training and the use of pre-recorded sessions. 
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7.5	 SUSTAINABILITY (OUTCOME 3)

7.5.1	 COMMUNITY ATTITUDES TOWARDS GENDER (IO4)

The SAGE ToC proposes that a sustainable 
transformation of existing discriminatory gender 
norms requires the involvement of the entire 
community surrounding girls. For this reason, 
SAGE works directly not only with girls, but also 
with boys and men through the CoGE model 
to promote greater gender equality and more 
equitable gender norms. The two main activities 
in this area are establishing community-based 
male engagement clubs and holding inter-
generational dialogues.

The establishment of 88 men’s clubs (one per 
hub) in February-April 2021 has provided a 
forum for SAGE CoGE male facilitators to work 
with adult men, targeting fathers and husbands 
of participating adolescent girls and guide 
them through a curriculum, which explores 
positive masculine role models and challenging 
entrenched negative gender attitudes 
and practice. 

Intergenerational dialogues within the CoGE 
component aim to ensure boys’ and girls’ 
commitment to gender equality is supported 
by their families and their communities, with 
the first dialogues started between February 
to April 2021. Bringing young men and young 
women together with other members of their 
families and communities supports them to 
share their experiences and initiate an open 
dialogue on issues that affect them. Dialoguing 
with decision-makers in their communities is 
particularly powerful and allows girls and boys 
to exercise their agency and agree on positive 
actions to combat harmful practices that will 
be supported by the whole community. These 
activities include community awareness raising 
sessions led by young people to engage others 
and share information on issues that matter 
to them. The dialogues are facilitated by the 
volunteers and one meeting occurs per quarter 
for each hub (81 dialogues took place in Q13).

SAGE also utilises its Hub Development 
Committees to mobilise community support to 
girls’ education. In Year 3, 87 contextualised 
sustainability action plans spanning SAGE’s 88 
hubs were developed through engagements 
with 1,083 HDC members. Key actions 
highlighted from the plans include enhancing 
collaboration between community leadership, 
School Development Committees (SDCs), 
community members, hub volunteers and 
the school on sustaining learner enrolment, 
attendance and exploring transition options. 
Future support will respond to their voiced need 
for support around governance systems and 
resource mobilisation at the local level to ensure 
the effective continuation of hub activities 
following programme closure. 
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7.5.2	 FINDINGS 

SAGE actively seeks to transform inequalities 
as a GESI transformative programme and 
works with men and boys to instil positive 
masculinities and create champions of gender 
equality through the approaches outlined above. 

A KAP survey conducted as part of routine 
project monitoring with 117 adult men in 
October 2021 revealed relatively high levels 
of progressive attitudes towards gender 
amongst men in SAGE communities. The men 
participating in the survey were parents or 
guardians of SAGE girls, including men who 
had taken part in intergenerational dialogues 
and male engagement sessions. 91% of 
respondents believed that young women should 
have the same opportunities to work outside 
the home as young men, and 85% disagreed 
that women should have to tolerate domestic 
violence. The high levels of positive knowledge 
are linked to male engagement sessions, 
which aim to shift regressive attitudes towards 
gender equality. However, negative attitudes 
towards gender equality continue to persist: 
16% (n=19) of the male respondents said they 
believed women are not good leaders and 56% 
(n=66) believed that a wife should always obey 
her husband. 

Additionally, KAP findings revealed that 
most men (63%) agree that it is the sole 
responsibility of the girl to prevent pregnancy. 
It was also noted that for those who disagree 
with the statement that “It is the girl’s 
responsibility to prevent pregnancy”, 55% 
(n=43) of the men were not yet married. Going 
forward, targeted support on adult male 
engagement will be provided focusing on 
women’s leadership, Gender Based Violence 
(GBV), sexual reproductive health and equal 
employment opportunities.

Positively, religious leaders, boys and young 
men, husbands, parents, and caregivers of 
SAGE girls are actioning their support of 
SAGE girls in practical ways. This has been 
demonstrated in them aiding recruitment of 
girls, encouraging consistent attendance and 
providing additional materials. For example, 
this included start-up cash for some girls 
as part of their independently established 
savings groups and contributing additional 
ingredients, materials and tools, as part of the 
ISOP component. 

Interviews with leaders from the Apostolic 
community provided evidence that SAGE’s 
engagement with some communities has 
been successful in overcoming concerns 
and generating buy-in. Through persistent 
engagement with church leadership, who 
hold positions of great influence in Apostolic 
communities, AWET found that the programme 
had received approval from the Head of 
Denomination in a particular district with 
high rates of child marriage. As discussed in 
Section 7.2, support from community leaders 
is a powerful tool in influencing attitudes and 
shaping social norms. 

There is mixed evidence about the levels of 
support amongst community members and 
husbands for girls’ participation in SAGE.

As discussed in Section 7.3, when girls learn 
about their rights relating to SRHR and GBV 
it can lead to a positive ripple effect within 
households and communities, driving positive 
changes in attitudes and behaviours. 

Within the Most Significant Change stories 
there are also instances of girls being supported 
by their husbands to attend SAGE, even 
within relationships that had been abusive. 
Participants in FGDs for the attendance 
research study also noted that some husbands 
were supportive of their wives attending SAGE 
due to the expectation that their participation 
in CoGE and ISOP would enable the young 
women to contribute economically to 
the household.
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However, the research study also surfaced 
instances of opposition and backlash to girls’ 
participation in SAGE from husbands and 
other community members. These attitudes 
were found to be more prevalent in rural areas 
and grounded in fears that, through gaining 
an education and increased independence, 
girls and young women would challenge 
the prevailing patriarchal norms within their 
households and communities. 

Male respondents revealed that it could be 
perceived as shameful to be married to a 
woman who is considered uneducated, or, 
conversely, that it was not deemed necessary 
for married women to learn as they should be 
prioritising their family.

One community leader said: “Some of us men 
are not comfortable to let our wives go and 
attend basic education sessions. One of the 
reasons is that when we married our wives, 
we lied to the communities that we married 
educated women, form six level. Now if the 
same community sees the same wife going 
for basic and elementary education, they start 
laughing at you saying you lied to us. So it 
becomes an embarrassment and some men will 
end up telling their wives to just stay at home. 
Some are also afraid that the women, when they 
learn about human rights, they will come back 
and challenge them and of course some are 
afraid that their wives will have the opportunity 
to engage in extramarital affairs during the SAGE 
lessons.” (Community leader, Mutare Rural) 

These findings speak to the degree to which 
patriarchal norms are entrenched within certain 
communities, and the need for continued 
focus on the programme’s work engaging men 
and boys.

7.5.3	 EXPLANATION OF HOW SAGE IS ADAPTING COMMUNITY 
ENGAGEMENT APPROACH

Activities under Intermediate Outcome 
5 were launched in March 2021 and are 
thus the most nascent in the programme, 
particularly as their launches were hindered 
by extended lockdown measures. Adaptions 
to date have included male engagement clubs 
shifting to reach participants in lockdown by 
switching to Whatsapp-based conversations. 
Male engagement in men’s clubs and 
intergenerational dialogues has been quite 
challenging because of lack of time and interest. 
Therefore, CoGE sessions have adapted to be 
conducted during (before or after) sport events 
and around planned government meetings. 

These have proved to be successful strategies 
to approach male members of the society and 
engage them in conversations around gender 
and girls’ education. The SAGE programme 
will continue to strengthen the implementation 
of intergenerational dialogues by ensuring 
specific community-level action plans are 
established and acted upon to address 
emerging issues, particularly those linked to 
instances of opposition and backlash to girls’ 
participation in SAGE from husbands and other 
community members.
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7.5.4	 RELATIONSHIP WITH MINISTRY OFFICIALS/GOVERNMENT (IO5)

The SAGE ToC proposes the crucial need for 
strong and active partnerships to be formed 
with Ministry officials and other civil society 
actors to advocate for more inclusive, gender-
responsive education policies. 

SAGE’s stakeholder engagement approach 
has centred on collaboration and partnership 
since the programme design phase, with 
service delivery launched under the formal 
oversight of the Ministry of Primary and 
Secondary Education (MoPSE). Since the 
baseline evaluation was conducted, the SAGE 
programme and its consortium members 
have consistently grown and maximised 
strong relationships with national and district 
stakeholders. This has resulted in sharing of 
programme learning, influencing of national 
policy, improved community access, co-
design of teaching and learning materials for 
the ATL and ISOP components, conducting 
assessments together, joint monitoring and 
embedding sustainable approaches. Regular 
coordination is undertaken through district level 
stakeholder engagement meetings across the 
three Programme Areas/provincial operational 
areas which focus on sharing progress 
updates, plans, addressing specific issues 
and strengthening support and synergies. 
Additionally, district-level multi stakeholder 
engagement is also undertaken through joint 
monitoring, visits which include multiple 
ministries and facilitate direct exposure to SAGE 
good practice. 

Resultantly, the programme has been able 
to secure permission to conduct small group 
learning during strict lockdown periods in 
six districts. Partnerships have grown with 
multiple Ministries beyond MoPSE to include 
the Ministry of Women’s Affairs, Department of 
Social Development and the Ministry of Youth 
and span all eleven districts, with coordination 
at local, district, provincial and national-
level platforms. 

As the programme looks towards its closure 
by July 2023, its sustainability planning and 
strategic review has recognised the following 
key aspects:

•	 Uptake of SAGE accelerated learning 
materials and support approaches within 
the Ministry of Primary and Secondary 
Education (MoPSE)

•	 Community capacity to support learning 
and social development of out-of-school 
(OOS) learners sustained under the 
technical oversight of MoPSE

•	 Champions of Girls Education (CoGE) 
community clubs to be sustained

These three objectives are underpinned by a 
strategic shift of leadership and service delivery 
from Plan International to community structures 
and MoPSE and other relevant ministries. It can 
be envisaged as below:

AUG 2021-DEC 2022

SAGE Programme
direct supporting
delivery of services

Community structures 
leading services 
with Plan providing 
technical support until 
programme close

Community structures 
leading services 
with technical support 
from MoPSE/relevant 
ministries

JAN-JUL 2023 AUG 2023 ONWARDS
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In terms of progress to date, the shift away from 
the SAGE consortium directly leading services 
has begun and evidences the consortium’s 
commitment to a sustainable model. For 
example, in Year 4, volunteers professional 
development trainings have started to be led by 
MoPSE staff such as District Lifelong Learning 
Coordinators and District School Inspectors, 
with Plan staff providing technical support whilst 
Safeguarding and Child protection trainings 
were led by the Department for Social Services 
District officers. The consortium is also planning 
to trial new incentive models for volunteers 
to establish a more sustainable model which 
can be maintained post-project closure. 
Consultations with other active projects have 
been undertaken ahead of discussions with 
HDC’s and MoPSE.

Substantial achievements have been made 
in the uptake of SAGE’s learning materials. 
Through national and district level stakeholder 
engagement with MoPSE departments, 
particularly the Curriculum Development 
and Technical Service (CDTS), Non-Formal 
Education (NFE) and Learner Welfare and 
Psychological Services (LEPSI) departments in 
the Accelerated learning material development 
process, the programme was able to facilitate 
the approval of SAGE materials for use in 
learning hubs. Furthermore, in 2021, SAGE 
accelerated learning materials were approved 
by MoPSE for use in schools and communities, 
as part of resources materials to complement 
distance learning during a period of heightened 
school closures where a gap was identified 
for print materials to support marginalised 
communities, as well as support for early 
grade school learners needing to catch up on 
learning when returning to school. This resulted 
in the formal launch of the SAGE modules by 
the MoPSE Permanent Secretary in April 2021 
leading to the materials being uploaded on 
MoPSE website http://mopse.co.zw. 

Through collaborating with other GEC 
Zimbabwe partners (CAMFED and World Vision), 
the programme has managed to influence the 
recognition of teaching and learning approaches 
in supporting blended learning. For example, 
the small group learning concept introduced 
by the three GEC Zimbabwe partners is 
now part of the MoPSE Learning Catch Up 
Strategy. Also, some of SAGE teaching and 
learning reading cards have been integrated 
into the draft Implementation Framework of the 
MoPSE National Learning Catch Up Strategy. 
The uptake of these materials was one of 
SAGE’s greatest achievements in Year 3 and 
illustrates a clear achievement of ensuring 
sustainable and long-term impact. Anecdotal 
feedback has been gained suggesting that 
learning progress assessments and SAGE 
materials have been utilised by teachers in 
formal schools. The programme has also 
seen some school heads embracing teaching 
and learning practices from SAGE hubs and 
adapting them for implementation in their 
schools. For example, one school head 
from Chimanimani district confirmed his 
commitment to explore administering SAGE 
Learning Progress Assessments at school 
level to help them determine learning levels, 
following his participation in a SAGE training on 
progress assessments.

The school head commented: “The school-hub 
linkage has created opportunities for resource 
sharing and learning. I have learned new ideas 
on progress assessment at my school.” 

MoPSE has been in the forefront of facilitating 
of sustainability action plans at hub-level. Issues 
discussed during the HDC meetings included 
financing of volunteer incentives, maintenance 
of renovated structures and preparatory 
discussions ahead of the sustainable volunteer 
incentive piloting. These discussions have been 
heavily aligned and guided by the MoPSE and 
Council policy which elaborates expectations 
for communities on how to take over projects 
after programme closures and enables the 
sharing of lessons learnt which will aid SAGE’s 
close-out planning.
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As highlighted in the introduction, the SAGE 
programme works with and has expanded 
partnership with multiple government 
departments, with SAGE now even enhancing 
linkages between them. Joint monitoring 
visits have been ongoing with different 
relevant government ministries which include 
Women’s Affairs, MoPSE, Department of Social 
Development and MoY. A joint exposure visit 
was conducted in May 2021, with the other 
two GEC projects in Zimbabwe which are led 
by CAMFED and World Vision. The monitoring 
visits aimed at influencing scaling up of 
sustainability actions. The programme optimised 
the opportunity to share good practices and 
lessons learnt during implementation with 
the government stakeholders. Feedback also 
highlighted how the departments were able 
to learn about each department’s strategies 
and identify linkages based on the visit. The 
consortium will look to replicate these multi-
stakeholder learning events and exposure visits 
further across Years 4 and 5. By sharing SAGE’s 
good practice, it will inform the implementation 
and refinement of MoPSE’s NFE policies and 
aid long-term service provision for marginalised 
learners in Zimbabwe.

In terms of strengthening community-based 
protection mechanism, in Year 3, Plan partnered 
with the Department of Social Development 
to enhance referral, psychosocial support and 
reporting mechanisms. DSD Officers were 
part of trainings of volunteers on local referral 
pathways and cascaded the MHPSS training to 
all volunteers. Their participation was invaluable, 
with volunteers gaining greater appreciation of 
the role and knowledge of DSD in child welfare 
issues. Volunteers were also made aware of the 
community-based child protection structures 
that work with DSD, which directly contributed 
to volunteers reporting 10 cases to them. This is 
a more sustainable approach which will aid the 
reporting of protection cases even after the end 
of SAGE programme. 

Plan and the DSD also built the capacity of 
Child Protection Committees (CPCs) to ensure 
that the CPCs were well prepared to deal 
with cases and offer protection services at 
community level, as per their mandate, and 
CPCs were made aware of referral pathways so 
they can handle and deal with cases effectively 
and efficiently. It is also anticipated that during 
future lockdown restrictions, CPCs will be 
able to assist and support survivors of abuse 
at the community-level and ensure they liaise 
with relevant service delivery organisations 
for appropriate support. The programme also 
strengthened collaboration with CPCs so they 
can assist to raise awareness on safeguarding 
together with volunteers in communities, as well 
as to lead on safeguarding trainings themselves. 

The engagement of Ministry of Youth at 
national level to support the roll out of the ISOP 
component to support transition pathways 
has seen the programme being recognised 
by the ministry as contributing towards the 
achievement of its key result areas of youth 
empowerment, hence its inclusion in high-level 
Cabinet reports, as explained in Section 7.4. 

A key driver to this outcome is the ensuring of 
programme evidence and learning including 
girls’ own voices and experiences are shared 
with key stakeholders at district and national 
level. This alternative midline process looked 
to achieve this using qualitative tools such 
as the MSC stories, case studies and KIIs 
and then the dissemination of findings to key 
stakeholders. Results will complement findings 
from wider programme research which includes 
participatory girl-led research led by the OU and 
the experiences of girls shared at district-level 
and national-level education to influence key 
civil society and Ministry stakeholders.
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Creating a sense of responsibility amongst 
community leadership is critical in leveraging 
their support. 

The SAGE programme is a community-based 
programme. As such, involvement of community 
level leadership is critical towards ensuring 
wider community support and sustainability 
of interventions. 

To secure sustained support from local 
leadership, the programme deliberately included 
local leadership representation in the Hub 
Development Committee (HDC). The HDC 
committee mirrors the Parents Association 
or School Development Committees (SDCs) 
as existing in formal schools; however, the 
HDC is a deliberate creation to help support in 
addressing the needs of out-of-school learners. 
Through their participation in HDC committee 
activities, the local leadership has become 
aware of issues affecting out-of-school learners 
and the resulting support required. As a result 
of this local leadership support, there has been 
an emerging trend of community philanthropic 
activities whereby local leadership is mobilising 
resources to support effective provision of 
learning for girls at community level. 

Local leaders have also become advocates for 
the programme, disseminating information in 
communities, promoting enrolment of eligible 
girls and identifying safe learning spaces. 

The key lesson the programme has learnt from 
its engagement with community leadership 
through the Hub Development Committees 
is that they are more effective in supporting 
interventions if they are given a degree 
of responsibility and ownership over the 
implementation of the programme. 
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8.	 CONCLUSIONS
As the Education sector globally and in Zimbabwe rethinks and resets 
education service provision in the era of COVID-19, the SAGE programme as 
an innovative NFE model focused on out-of-school girls offers an example of 
how educationally marginalised girls of various identities, abilities, ethnicities 
and circumstances can be supported to learn, lead and thrive before and 
during a pandemic51.

51	 Text based on introduction of the ‘Global Education Evidence Advisory Panel. (2022). Prioritizing learning during COVID-19: The most 
effective ways to keep children learning during and postpandemic. [K. Akyeampong, T. Andrabi, A. Banerjee, R. Banerji, S. Dynarski, R. 
Glennerster, S. Grantham-McGregor, K. Muralidharan, B. Piper, S. Ruto, J. Saavedra, S. Schmelkes, H. Yoshikawa]. Washington D.C., 
London, Florence: The World Bank, FCDO, and UNICEF Office of Research – Innocenti’.

At the end of this alternative midline process, it 
is useful to revisit the guiding questions which 
underpinned it, namely: 

•	 What progress can the programme 
demonstrate for each of its outcomes and 
intermediate outcomes? 

•	 What were the specific impacts of the 
pandemic on our intervention? 

Learning Outcome

Mobilising flexible and multi-modal learning 
pathways has effectively supported 
educationally marginalised girls to access 
high-quality accelerated learning and life 
skills sessions

By pivoting to a multi-modal and flexible 
delivery model involving learning pathways 
spanning door-to-door learning, phone-based 
learning, small group learning and hub-based 
sessions, SAGE has enabled girls to exercise 
more control over how they would like to access 
learning content in the context of their individual 
circumstances. This is evident through the 
increase in service uptake from phone-support 
to the expansion of small group and household-
level modalities, as well as the sustained 
demand for these modalities from girls even 
when the hubs reopen. This underpins SAGE’s 
strong progress towards its goal of supporting 
girls’ learning outcomes by enabling access to 
high quality learning and life skills.

In early 2020, the SAGE programme 
acknowledged the need to move towards 
distance learning but the onset of COVID-19 
fast-tracked this adaption. It is rewarding to see 
that the impact of COVID-19 has been to open 
up new opportunities for girls who have been 
historically left behind but can now learn in a 
modality that meets their needs and enables 
them to access learning whilst balancing wider 
childcare, household and livelihood demands. 
Within a participatory research strand led by the 
OU and for further dissemination in 2022, girls 
voiced their wish to be asked what they want 
to learn and for ‘Learning spaces to fit around 
our lives rather than assuming we can change 
our lives to fit into learning spaces’. The SAGE 
multi-modal model demonstrates how learning 
spaces and education services can fit around 
the lives of educationally marginalised girls. Its 
innovative design holds substantial potential to 
be tested at scale and influence how education 
provision at the system-level can be made 
flexible to accommodate the various needs 
of girls. 
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Furthermore, the shift in learning modalities 
away from static locations and large groups can 
also open up new benefits for girls’ learning 
and social development. As reported in section 
7.2.5, girls appreciate the shift to small group 
learning and find it more fulfilling given the 
increased interaction with peers and educators, 
as well as access to ‘two-way communication’ 
and faster feedback. Girls have shown 
through their actions and testimonies that they 
appreciate the opportunity to continue learning 
through small group sessions and the ongoing 
support from CEs both through door-to-door 
visits and via phone.

Pivoting services was a strenuous operational 
manoeuvre but SAGE illustrates how, despite 
the disruption and damage caused by the 
pandemic, it has been able to ensure that 
the unique learning needs of educationally 
marginalised girls are assessed, adapted 
towards and that local volunteers have been 
supported to respond to these needs.

The SAGE programme fully acknowledges 
that more is required in terms of maintaining 
access, with the views of girls with disabilities 
reinforcing the need for girls’ and community’s 
participation when identifying new sites and the 
continued need for satellite hubs which enable 
volunteers to serve a wider catchment area. 

Regular attendance requires the holistic 
support of peers, volunteers, families, male 
partners and communities 

The SAGE programme’s Theory of Change is 
founded on the assumed causal link between 
girls’ regular attendance at high-quality learning 
sessions and improved learning outcomes. 
This alternative midline process provides useful 
evidence as to the holistic and multi-pronged 
approach required to achieve this and the 
areas where SAGE is making progress towards 
this as well as areas of improvement needed. 
The commissioning of the research study 
component was instigated by the programme’s 
monitoring of attendance rates and the 
emerging negative impact caused by the 
onset of the COVID-19 pandemic and resulting 
restrictive measures and hub closures. 

Supportive enabling environments at household, 
hub and community-level are highlighted as 
integral to girls’ attendance, with evidence 
from this process that SAGE has been able to 
progress and support the development of these. 
For girls who reported attending SAGE sessions 
regularly, the common factor mentioned across 
the hubs was strong community support based 
on appreciation of the benefits that the SAGE 
programme would bring to the girls. In addition, 
some girls reported that their husbands 
encouraged them to attend, often because 
of the perceived benefits that participation in 
SAGE would bring to the household’s income. 
Girls also highlighted the strong support of 
volunteers, who demonstrate their commitment 
and passion for the girls learning, even to the 
extent of thoughtful actions such as taking 
notes to the homes of absent learners. In 
multiple accounts, girls refer to the strength 
and joy that developing peer relationships and 
friendships through SAGE has brought them, 
with these contributing to girls’ attendance, 
learning and wellbeing.

Through the research study and wider 
qualitative methods, the SAGE programme 
has gained a greater understanding of the 
barriers which impede girls’ learning journeys 
beyond initial access and their nuanced impact 
dependent on girls’ characteristics. Barriers 
include cultural and religious practices and the 
impact of gender norms, including resistance 
from husbands and community leaders and 
girls’ household chore burden, as well as 
health-related issues such as menstruation and 
geographical distance to hubs. Factors such as 
early marriage, pregnancy and motherhood can 
act as obstacles to learning, but interestingly 
can also be mobilised by girls as sources of 
motivation; girls reported that their desire to 
support and provide for their families (both 
through income-generation and other forms 
of support such as being able to help their 
children with homework) served as an incentive 
to acquire both literacy and numeracy and 
practical life skills. 
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This alternative midline process also unearthed 
examples of where SAGE’s standards and 
expectations may not be enacted, as well as 
the scale of transformative change needed. 
The alleged instances of bullying and violence 
in hubs highlighted to the consortium the need 
to reinforce safeguarding and behavioural 
standards to learners, as well as volunteers. 
Evidence of the backlash some girls receive 
from their communities, peers and partners, 
as well as the burden of household chores 
and care responsibilities, demonstrate 
the importance of gender-transformative 
programming such as SAGE, whereby learning 
activities are complemented by interventions 
including CoGE which seek to tackle the root 
cause of gendered social barriers and mobilise 
change at the community-level. Efforts by 
the SAGE consortium partners, particularly 
within Apostolic communities, are still essential 
to transform harmful patriarchal norms and 
highlight the ongoing journey still ahead in 
enacting girls’ rights to education. 

SAGE is supporting out-of-school girls to 
develop literacy and numeracy skills during a 
time of severe educational disruption

The rollout of the Learning Progress 
Assessment (LPA) model has enabled the SAGE 
programme to follow a girl-centred approach 
by utilising a volunteer-applied assessment 
methodology. Its results from 2,713 girls in 
Cohort 1 (who undertook the MPA) and 756 girls 
in Cohort 2 (who undertook the IPA) provide 
evidence that SAGE is successfully progressing 
girls towards improving their learning outcomes 
in literacy and numeracy. 

Results showing that girls have achieved higher 
learning scores in both literacy and numeracy, 
after a year’s exposure to the programme, 
despite being in a period of disruption caused 
by the COVID-19 onset, offer evidence as to 
the effectiveness of SAGE’s gender-responsive, 
learner-centred and innovative accelerated 
teaching and learning programme and relevant 
adaptations made during the MTRP phase. 

With the onset of the pandemic, it prompted 
concern that learning would be lost and 
progress halted. Encouragingly, the findings 
presented from the SAGE learning progress 
assessments undertaken between November 
and December 2020 present evidence that 
following completion of module 1c, equivalent 
to a year’s exposure to SAGE’s learning 
interventions, SAGE learners are achieving 
stronger results in literacy and numeracy. 
This reflects an approach whereby SAGE 
has focused on important foundational skills 
and, through the LPA approach, sought to 
understand where individual students are in 
their learning via a continuous assessment 
model. This has led to educators structuring 
their pedagogical approach to teach at the 
right level, providing tailored support and even 
sending notes to those who missed sessions. 
As seen through the cameo case studies, girls’ 
feedback on their learning experiences offers 
a welcome and rarely gained insight into the 
experience of being an out-of-school learner, 
the impact of their second chance to learn, a 
shift to identifying themselves as learners and 
their pride in their achievements in gaining 
literacy and numeracy skills. 

However, due to the cross-sectional nature 
of the learning assessment data analysed for 
this report, the programme is unable to track 
individual girls’ learning journeys and thus to 
identify definitively the extent to which SAGE 
has supported individual girls to improve their 
learning outcomes in literacy and numeracy. 
At endline, the programme will have data for 
individual girls across multiple assessment 
points such as for Cohort 1 girls from MPA 
to EPA stage and Cohort 2 girls from IPA to 
MPA stage, which will enable it to draw further 
conclusions about SAGE’s impact on learning. 
The consortium is proud of the achievements 
to date on the rollout of the LPA model and 
welcomes the learning that results from this 
process that will help to refine the approach, 
including through further strengthening of data 
processes, communication and linkages into 
SAGE’s adaptive management approach. 
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Skills-based, gender-responsive and 
practical learning facilitates girls’ aspirations 
and motivation to enrol in accelerated 
learning programmes

This alternative midline process has also 
added to understanding on what educationally 
marginalised girls want to learn. Skills-based, 
gender-responsive and practical learning has 
been found to broaden girls’ aspirations and 
propel girls into new and previously unimagined 
pathways. This is aided by the integration of 
aspiration as a driving concept from SAGE’s 
inception phase, actualised through a gender 
analysis exercise, ongoing participatory 
research and teaching and learning materials 
in which every unit is centred on stories which 
present new and unimagined pathways to girls. 
These unit stories have strongly resonated 
with girls and aspirations borne from these 
emerged as a key theme in the girl-to-girl 
learning conversations. 

SAGE has centred itself on the importance 
of acquiring practical skills, which girls have 
strongly associated with their ability to transition 
successfully and engage in income-generating 
activities in the future. This is particularly the 
case among older girls and young mothers, 
who voiced their preference for practical or 
vocational skills training over purely literacy and 
numeracy learning. The programme has been 
able to harness the desire for vocational skills 
training as an effective incentive for girls to enrol 
into and attend literacy and numeracy sessions 
by linking participation in ISOP to completion 
of the ATL component. For future programmes 
targeting out-of-school girls, this points toward 
the need for a holistic set of interventions 
incorporating a vocational skills or livelihoods 
element alongside other forms of learning. 

The CoGE model is an effective and valued 
mechanism for improving girls’ confidence, 
self-efficacy and agency, and should be 
considered for integration into other OOS 
programmes 

SAGE has made successful progress in 
continuing to support girls to learn, build 
confidence and life skills and access vocational 
training through a time of immense disruption. 

The CoGE component is one of the 
programme’s core strengths and is valued 
highly by girls participating in SAGE. Evidence 
gathered in this process indicated that 
participation in CoGE has introduced girls 
to a variety of future pathways, while the 
confidence gained through CoGE sessions 
has strengthened girls’ belief in their capability 
to learn and achieve their chosen transition 
route, in line with SAGE’s ToC. Through the 
MSC stories, girl-to-girl conversations and 
attendance study, evidence emerged that 
participating in CoGE sessions has supported 
girls to improve their self-efficacy and gain 
the confidence to advocate for themselves 
and others. 

Findings suggest that the process of change 
between knowledge, to attitudes to practice 
requires time and reinforcement. Although 
results in this report are encouraging, when 
reviewed versus programme monitoring data 
from May-July 2021, it was indicated that 
40% of girls did not agree with the statement 
that men and women should equally share 
household chores. Evidence within this 
alternative midline suggests that CoGE sessions 
provide girls with a space in which they can 
question gender norms and stereotypes and 
explore and expand their understanding of 
the roles that women can occupy in life. It is 
not clear yet whether this behaviour change 
process has been slowed by the onset of 
COVID-19 whereby girls have been challenged 
to gather in groups in and outside of SAGE 
sessions and whether one-on-one phone or 
household sessions by SAGE volunteers allow 
this exploration to fully take place. 
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Becoming a Champion of Girls’ Education 
has a wider transformative influence

The CoGE curriculum not only invokes change 
at the individual-level but evidence gathered 
in this process demonstrates that when girls 
learn about their rights relating to GBV and 
SRHR, they share these messages within their 
households and communities, creating a ripple 
effect that contributes to positive changes in 
attitudes and behaviours. Evidence from girls 
that they themselves have become educators, 
by sharing their knowledge and experience with 
their partners and husbands, and that this has 
had a positive influence on their inter-personal 
relationships, is enlightening and demonstrates 
the strength of the CoGE component. 

Transition Outcome

Girls’ preferred transition pathways may not 
conform to programme assumptions and 
more exploration of the impact of contextual 
and intersectional factors that shape girls’ 
aspirations is needed 

Despite four different transition pathways 
being promoted through SAGE, at midline, 
girls continued to express a preference for 
transitioning into skills training or employment 
over re-entering education. This was 
identified at baseline stage too and has been 
substantiated both by monitoring data and 
midline findings. During Year 3 (June 2021), 
SAGE followed up with 1,561 learners who had 
been identified as at risk of dropping due to 
their erratic attendance rates. From the 1,561 
girls, 21% (321 girls) had transitioned. Of the 
21%, 82% transitioned to either employment 
or self-employment; 17% transitioned to formal 
schools and 1% to vocational skills.

Findings in this process highlight a perception 
amongst girls and their husbands that 
participation in ISOP will aid their household 
income. In the context of the protracted 
economic crisis in Zimbabwe, it is unsurprising 
that pathways linked to skills acquisition and 
income generation are particularly favoured, 
with the possibility that the worsening of 
Zimbabwe’s economic status, following the 
onset of COVID-19, is likely to have added to 
this motivation. 

The preference amongst older girls and young 
mothers for vocational skills training is also 
indicative of a wider need to tailor and nuance 
interventions according to the needs of girls 
and young women at different life stages. 
Whilst there is considerable evidence that 
entering training or employment is a more 
attractive transition pathway for many girls than 
re-entering education, some girls expressed 
a desire to return to formal or non-formal 
education. It is also imperative not to overlook 
the younger age groups not eligible for ISOP 
(aged 10-14 years), who graduate from SAGE 
with over two years of learning exposure. 
Although the programme understands that 
for a subset of girls, re-entering education 
remains a desirable transition pathway, it 
does not conclusively understand if it is this 
younger group. Assumptions are made based 
on younger girls feeling more confident to 
return to school given that their same-aged 
peers are in secondary education, as well as 
older girls being more engaged in childcare and 
livelihood responsibilities. 

As the SAGE team rolls out a new quantitative 
survey tool to assess transition preferences 
with the first cohort of graduates from February 
2022, the programme will be able to add to the 
evidence base on how characteristics such 
as socio-economic status, age and marital 
status could influence girls’ preferred transition 
pathways and their successful transition. The 
programme has also yet to fully understand 
how information about available opportunities, 
as well as improved financial and emotional 
support from their families, influence girls’ 
preferences and success in pursuing their 
preferred transition pathways. 
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Skills training is a major incentive for 
enrolment and participation in SAGE

The SAGE ToC proposes that transition 
outcomes will be achieved by highly 
marginalised adolescent girls having improved 
levels of market-relevant livelihood skills. This 
alternative midline process has demonstrated 
that SAGE’s skills training component, which is 
centred on a community-based market driven 
approach, has successfully progressed towards 
this outcome. 

This report’s inclusion of qualitative evidence 
provides a refreshing insight into what girls 
who are often seen as the ‘hardest to reach’ 
want in an accelerated learning programme and 
their transition journey when their ambitions 
and aspirations have been ignited, in what 
has previously been referred to, as their 
‘second chance’. 

Although findings are based only on SAGE’s 
first cadre of ISOP participants who have 
yet to graduate and for whom a larger body 
of evidence will be gathered in early 2022, 
the feedback from girls and their wider 
community has signalled that the ISOP 
component has been a major incentive for 
participation in SAGE, as it is perceived as 
providing opportunities for income-generation 
and employment. By tying entry to ISOP with 
attendance, the SAGE programme has been 
able to utilise girls’ energy and motivation to 
improve their participation in ATL and CoGE 
elements. Achieving this force of sustained 
interest by girls is particularly impressive when 
viewed alongside the concurrent influence of 
COVID-19 which hindered the start of ISOP 
sessions, rollout of volunteer trainings and 
delivery of procured items. By focusing on 
a community-based approach utilising local 
Mastercrafts people rather than supporting girls 
to access static or residential settings, it has 
demonstrated a more inclusive and resilient 
model, although the consortium continues to 
evaluate how to sustain girls’ learning when 
small group activities are not permitted under 
lockdown measures. Identifying the gaps 
or misperceptions in girls’ understanding of 
ISOP’s timing and alignment with other learning 
components illustrates the need to reinforce 
messaging regarding programme objectives. 

As findings indicate, girls value the skills they 
have gained or anticipate gaining through ATL, 
CoGE and ISOP sessions in supporting them 
to identify and achieve a variety of transition 
pathways. With a clear link developed between 
the acquisition of literacy and numeracy skills 
and their ability to transition into vocational 
training or employment pathways, it validates 
the SAGE Theory of Change that supporting 
girls with access to high-quality education 
and market-relevant skills will improve their 
confidence to learn, identify and proceed into 
positive transition pathways. 

Sustainability Outcome 

Support from the community and male 
stakeholders is key to supporting girls’ 
education with more work ahead on shifting 
harmful gendered norms 

Since its inception, the SAGE programme has 
employed a community-driven approach with 
community-based structures and members 
playing an integral role in the establishment of 
learning activities, enrolling girls, maintaining 
attendance and mobilising wider community 
support. This has provided positive indications 
that SAGE’s communities have been able 
to adopt more positive and supportive 
attitudes toward girls’ education, leading to 
girls enjoying a more enabling environment 
that supports their education, and suggests 
that programme impacts will be sustained 
as per SAGE’s ToC. This approach has been 
intensified in SAGE’s third year, with the 
launch of specific interventions in the form of 
CoGE’s intergenerational dialogues and male 
engagement sessions. 
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This alternative midline process did not 
specifically gather evidence from community 
members, but findings from across the 
qualitative sources have presented evidence of 
male stakeholders demonstrating their support 
to learners in practical ways. This has been 
illustrated by religious leaders, boys and young 
men, husbands, parents, and caregivers aiding 
the recruitment of girls, encouraging consistent 
attendance and providing additional materials. 
It appears that the mobilisation of support has 
taken time as SAGE’s reputation has grown, 
with qualitative evidence indicating that levels 
of support for SAGE have changed over time 
as husbands began to realise the benefits that 
their wives’ participation in SAGE can bring to 
their households.

Support from communities and community 
leaders has been critical in encouraging 
attendance and participation in SAGE. Amongst 
girls who reported regular attendance rates, 
the common factor mentioned across the 
hubs was strong community support based 
on appreciation of the benefits that the SAGE 
programme would bring. In communities with 
traditionally lower levels of support for girls’ 
education, such as the Apostolic community, 
successful engagement with religious leaders 
was instrumental in creating an enabling 
environment for girls to participate in the 
programme, with AWET essential to mobilising 
this support. 

Although progress towards mobilising positive 
gendered attitudes is promising, the consortium 
is conscious of the longer journey ahead, 
with programme monitoring data utilising 
KAP surveys still detecting a substantial 
minority of men who expressed regressive 
views. The programme has also encountered 
challenges in engaging men in men’s clubs and 
intergenerational dialogues due to a lack of time 
and motivation. The consortium will continue to 
adapt to not only mobilise support but facilitate 
transformative shifts at community-level. 

Strong partnerships with national and 
district-level stakeholders have been 
established and hold promise for the long-
term and sustainable handover of SAGE’s 
services 

SAGE’s collaboration with multiple government 
agencies at various levels has yielded tangible 
results and is one of SAGE’s key achievements. 
The approval of its accelerated learning 
materials by MoPSE in April 2021 for use in 
schools and communities, as part of a suite 
of resources to complement distance learning 
during school closures, remains one of the 
programme’s greatest contributions to the 
long-term provision of non-formal education 
in Zimbabwe. Through sharing of programme 
learning, joint monitoring visits and engagement 
in national fora, the SAGE programme has 
established itself as a programme that is able 
to demonstrate to government agencies the 
operational reality of implementing their policies 
as they aim to provide inclusive, equitable 
and quality education for highly marginalised 
learners. These small steps are contributing to 
ensuring the larger policy environment is made 
more responsive to girls’ needs.

SAGE’s effective collaboration and engagement 
at district level have also facilitated a shift 
towards service delivery being taken over 
by MoPSE staff, a practical step towards 
meaningful sustainability ahead of the 
programme closing in July 2023. 
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By maximising its community-driven approach, 
the SAGE programme has offered an example of 
how community-based volunteers can maintain 
learning support through the most challenging 
of events. This level of independence and 
autonomy will aid the programme as it moves 
towards embedding a hub-specific focus 
through which hubs and their surrounding 
communities are taking ownership of their own 
activities and systematically reflecting on how 
they can strengthen support to learners. This 
has been bolstered by capacity building efforts 
through this alternative midline process and 
ongoing professional development activities 
which have enabled technical support for 
programme staff, hub volunteers and district-
level MoPSE staff. Hub volunteers are now able 
to analyse and reflect on girls’ learning data on 
a regular basis to identify strengths and gaps 
and differentiate their support. This capacity 
not only enhances individualised support but 
integrates well with SAGE’s sustainability 
plan which aims for communities to continue 
supporting their hubs to operate beyond the 
end of the programme. 

Overall, evidence collected through this 
innovative and creative alternative midline 
approach indicates that the SAGE model has 
made strong progress towards the attainment 
of its three key outcomes of learning, transition 
and sustainability. 

For the SAGE consortium to be able to 
deliver services, enhance its monitoring of 
them, analyse and present those findings 
whilst mitigating the impact of the COVID-19 
pandemic throughout 2020-2022 is a testament 
to the SAGE consortium’s commitment 
to learning within itself and for the girls, 
communities and government partners it 
supports. The SAGE consortium has valued 
the opportunity to utilise evaluation funds in 
what transpired to be an innovative, flexible and 
collaborative approach that has strengthened 
programme learning and the capacity of the 
wider consortium. It has also recognised and 
amplified the experiences and voices of girls, 
who have been “been out of sight and too 
silent for too long”. Cumulatively, this assists 
the SAGE consortium and wider stakeholders 
to continue to strengthen the quality of the 
services they deliver to out-of-school girls 
in Zimbabwe. 
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8.1	 LEARNINGS FROM ALTERNATIVE MIDLINE APPROACH TO 
BE INCORPORATED INTO ENDLINE

Conducting the alternative midline approach 
internally has generated a considerable amount 
of learning which SAGE intends to use to inform 
the endline process. 

1.	 The enhanced monitoring approach and 
capacity building provided by the OU 
has proved invaluable in boosting the 
SAGE team’s qualitative data collection 
capabilities. Prior to the investment 
in enhanced monitoring through the 
alternative midline, qualitative data capture 
on SAGE was a limited component of 
programme monitoring. Through the 
investment and training in qualitative 
approaches, qualitative monitoring is 
becoming an integral part of SAGE’s 
MERL approach, as evidenced through 
the MSC stories and girl-to-girl learning 
conversations drawn upon for this report. 
As the programme approaches the 
endline phase, SAGE will continue to 
utilise qualitative methodologies to aid the 
programme’s in-depth understanding of its 
effectiveness and impact at intermediate 
outcome and outcome level, and to 
contextualise and nuance quantitative 
findings. The consortium will continue its 
focus on qualitative evidence collection 
through the collection of case stories and 
MSC stories and with further capacity 
building to be conducted internally and 
determined by analysis of capacity 
development. In particular, the programme 
aims to collect qualitative data that will 
support SAGE to explore and understand 
aspects of girls’ and CEs’ experiences 
of teaching and learning and factors 
influencing girls’ learning results at a 
district and sub-group level. Building on 
the internal qualitative capacity developed 
through the alternative midline, SAGE will 
seek to ensure that qualitative approaches 
are at the core of the endline methodology, 
drawing on data collected internally, 
and supporting the programme to tell a 
meaningful story which places girls’ and 
community members’ voices at the centre. 

2.	 The qualitative data collected at 
midline has predominantly focused on 
girls participating in SAGE. This has 
partly been a deliberate choice and 
partly driven by logistical constraints 
(often due to COVID-19) which have 
restricted access to other stakeholders. 
Qualitative evidence generated through 
interviews with SAGE girls, in addition 
to a limited number of testimonies 
from male community members, have 
generated initial insights into ways in 
which communities engage with and 
perceive SAGE as well as broader 
attitudes towards the value of education 
for out-of-school girls and young women 
and how these intersect with gender 
norms. Incorporating these voices more 
fully into ongoing monitoring between 
now and endline and the endline 
itself will provide SAGE with a deeper 
understanding of the effectiveness of the 
programme’s engagement with men and 
boys and the sustainability of its GESI 
transformative approach.
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3.	 The alternative midline process has 
enabled the rollout and testing of a 
learning progress assessment model 
which enables analysis at hub, district 
and programme level to strengthen the 
programme’s understanding of girls’ 
progress towards literacy and numeracy 
outcomes. By investing in capacity 
building, the SAGE programme has been 
able to move from the theoretical model 
of the LPAs to practical implementation. 
This has led to the utilisation of results 
by hub educators to guide individualised 
support, the identification of wider 
learning needs at a sub-task and 
sub-group level, and as an internal 
mechanism to chart girls’ learning 
progress. The consortium is proud of 
these achievements to date and eager to 
further enhance its rollout. Ahead of the 
endline evaluation, the consortium will 
seek to maintain activities started from 
this alternative midline process, and the 
enhanced scope of work by the Open 
University on utilising learning progress 
assessments will continue its focus on 
capacity building specifically on results 
from the MPA to EPA stage.

However, there have been considerable 
challenges with the rollout of the LPA 
model, which is an ongoing learning 
process for the SAGE team at Hub, 
district, PIZ and consortium level. SAGE’s 
rolling enrolment model necessarily 
means that IPAs are administered on 
a continuous basis as girls enter the 
programme, which has implications for 
CE capacity. There have been delays in 
some instances of LPA data being shared 
from Hub level to the programme and 
M&E teams. The iterative nature of the 
LPA model also poses challenges for the 
analysis process as the team is working 
with a continuously changing dataset, 
with data coming in from different hubs 
and districts at different times. Going 
forward, and in line with SAGE’s adaptive 
management approach, a priority area 
for the programme is to tighten the 
loop between data collection, sharing, 
analysis, dissemination and feedback to 
ensure that LPA data is being maximised 
to inform the programme’s strategic 
approach to teaching and learning 
and ultimately strengthen the support 
offered to SAGE girls. Although the 
foundations of this have been installed 
through capacity building, technical 
documents and through the current 
trialling of the model, the consortium 
acknowledges that learning will guide 
necessary improvements. 
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4.	 The Learning Progress Assessment data 
analysed and reported on for this midline 
has generated some preliminary findings 
on the learning levels of Cohorts 1 and 
2 at a particular point in time. This has 
allowed for comparisons within each of 
the IPA and MPA datasets at a sub-task, 
sub-group and district level. Within this 
report, we have also been able to outline 
how learning data has been used at hub 
level to inform volunteers’ understanding 
of individual girls’ learning and identify 
areas of strength and weakness 
which has enabled them to tailor and 
differentiate their pedagogical approach. 
Based on analyses of equivalent subtasks 
from baseline, we have also been able 
to map these to IPA and MPA data and 
to project tentative conclusions about 
girls’ learning levels according to length 
of exposure to the programme (as noted 
throughout, these assessments are of 
different girls in two different cohorts). 
As the data collected for this report is 
cross-sectional rather than longitudinal, 
we have, however, not been able to 
track girls’ learning journeys over time 
and draw conclusions about the impact 
of the programme on individual girls’ 
learning outcomes. At endline, we will 
have longitudinal data across IPA, MPA 
and (depending on timeframes) EPA 
for individual girls which will facilitate 
the tracking of individual girls in certain 
cohorts. Within this approach, we will 

nevertheless need to take into account 
the complexity of the SAGE cohort 
model, in particular:

•	 The rolling enrolment approach 
which means that girls within the 
same cohort join the programme at 
different times;

•	 The implications of the screening 
process, principally the fact that 
girls start the programme at different 
stages of learning and with a variety of 
prior experience and this determines 
the module in which they are enrolled;

•	 The implications this has for girls’ 
length of exposure to the programme. 
For example, if following the screening 
tool a girl joins the programme in 
module 1c, she will take the MPA after 
being exposed to the programme for a 
shorter period of time than a girl who 
joins at module 1a, due to her existing 
learning levels being higher;

•	 As a result of the factors above, the 
programme expects to have different 
sets of learning data for different 
cohorts at endline. 

Overall, the unique and complex nature of the 
SAGE cohort will entail specific and detailed 
considerations for how we track girls’ learning 
outcomes at endline. 
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9.	 RECOMMENDATIONS 
These recommendations were developed through a participatory and 
reflective process involving the wider SAGE consortium. The emerging 
findings were shared with the consortium for review and each partner 
engaged in an internal reflection exercise to consider actionable 
recommendations to take forward based on these findings. The consortium 
then conducted a participatory workshop to share the outcomes of 
each partner’s internal reflections and to create space for discussion. 
The recommendations below are for new actions and originate from this 
participatory reflection and discussion process. They are also complemented 
with existing adaptative measures which feature in previous chapters.

RECOMMENDATIONS TO AID LEARNING OUTCOMES

Enhancing SAGE’s existing ‘Communities of Effective Practice’ 

The SAGE programme, with the technical leadership of the Open University, has established 
a strong and responsive continuous professional development model which has supported 
volunteers to implement the SAGE teaching and learning strategy via high-quality delivery 
using SAGE teaching and learning materials by utilising gender-responsive, inclusive and 
learner-centred pedagogies in pre- and current COVID periods. This has been aided by the 
establishment of a ‘community of effective practice’ which draws upon a range of modalities 
including direct and virtual trainings, mentoring support, reflective tools, lesson observations, 
videos of good practice and partnerships with Teacher Training Colleges and district-level 
MoPSE representatives.

This process has indicated areas for volunteers to further develop and suggested 
adjustments of existing modalities, with those that support SAGE’s sustainability outcomes of 
particular interest. 

As presented in Section 7.1, LPA findings indicated a trend for lower learner scores in 
numeracy than literacy at IPA and MPA. Based on this, the consortium recommends pairing 
district teams based on identified areas of weakness and strength to further facilitate the 
sharing of expertise within SAGE’s communities of reflective practice. Additionally, the 
consortium will look to develop online CPD trainings focused on numeracy and incorporating 
EPEL videos. CE trainings will look to include a focus on specific numeracy sub-tasks to 
identify where the issues are, both in terms of girls’ understanding and teaching practices. 

To support learners who are already attaining yellow band scores (Grade 5+) at MPA stage, 
the consortium recommends supporting educators to understand how they can provide 
extension work to stretch and motivate higher-achieving girls through differentiation of 
activities. As extension activities are already incorporated into SAGE’s ATL modules, this 
support will be undertaken through refresher training. 

1
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Strengthening learning support to specific sub-groups

In terms of further support required, IPA findings indicate that girls with disabilities enter the 
programme with the lowest literacy and numeracy attainment levels and hence have the 
furthest to travel in their learning to attain SAGE’s aim of Grade 5 equivalent proficiency. As 
noted in the Learning Chapter under adaptions, the programme will continue to encourage 
volunteers to utilise the SAGE Disability Directory, which was designed to support volunteers’ 
understanding of girls’ individual needs. However, the consortium recommends maximising 
its existing partnership with Teacher Training Colleges (TTCs) to aid the assessment of 
learners with disabilities as part of existing screening processes and in LPAs. 

This would strengthen the obtaining of solid and reliable results to reflect the true picture of 
the learners’ performance level and provide a mechanism for communities to understand how 
to support learners with disabilities even after SAGE closes. The consortium also recognises 
the benefits of further targeted hub-specific CPD on how to support learners with disabilities, 
which would build on learning gained from existing centralised programme-wide trainings. 
This would enable hub volunteers to work together on issues they recognise as most 
pertinent in their hubs based on the specific needs of their enrolled girls with disabilities. 

Given the lower scores at MPA stage for girls who have never been to school, it is 
recommended that CEs identify girls from this group and provide targeted support upon 
entry. It would also be beneficial for the programme to explore in more detail the specific 
barriers to learning for this group. Feedback gained in the early implementation of the 
MTRP indicated that girls who had never been to school struggled to study independently 
in times of limited movement. As the programme seeks to enhance its home-based learning 
component, it is envisaged this group will particularly benefit from this adaption which will 
engage and strengthen parents’ capacity to support learners at the home-level. 

2
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Increasing learners’ awareness of SAGE objectives 

The girl-to-girl conversations illustrate the pride, value and identity that girls develop within 
the SAGE programme and in becoming a learner. The diverse benefits that learning brings 
them, from reading text messages to being able to calculate profits, is testament to the 
holistic model that SAGE has created. 

The challenge of this holistic model is maintaining a consistent understanding of what 
SAGE can provide and its objectives, which if misunderstood can also impact on learner 
engagement and wider enrolment and attendance. The feedback of some girls, particularly 
older girls and those with children, indicating that they perceive SAGE as too elementary 
for them and consequently feel that there is stigma attached to their attendance, or their 
preference for ISOP over ATL, challenges SAGE’s core principles that foundational literacy 
and numeracy underpin girls’ progression into life and vocational skills.

The consortium recommends follow-up internal analysis and monitoring to understand 
which girls relayed these views and if they are girls who have entered at higher school 
experience levels based on their results in the programme’s first screening tool which was 
less rigorous, or following the rollout of SAGE’s current screening tool which enables girls 
performing under Grade 5 equivalent in at least one subject to enter. Furthermore, monitoring 
would aid understanding in whether these views persist through module 1 and through to 
module 2 in both subjects and in all sub-tasks, or feature more in the earlier stages of girls’ 
learning journeys.

For girls who struggle to understand SAGE’s objectives and the linkage between foundational 
skills and life and vocational skills (the three components of SAGE being ATL, CoGE and 
ISOP), the consortium recommends further messaging and sensitisation at the community 
and hub-level to link the components and strengthen girls’ and communities’ understanding 
of how the ATL curriculum can facilitate girls’ transition into vocational and employment 
pathways. This would emphasise all three components’ crucial impact on their individual 
success, realistic timeframes for accessing ISOP, and the long-term benefits of SAGE. This 
would also aid those communities and learners from ethnic groups who suggested support 
had diminished when SAGE’s lack of learner incentives became clear.

3
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Facilitating Safe and Gender Equitable and Socially Inclusive Learning Environments to 
aid attendance

By continuously seeking to understand the barriers external and internal to SAGE, SAGE 
aims to facilitate safe and inclusive learning environments for girls across a wide range 
of ethnicities, ages, identities and circumstances. Maintaining regular attendance of girls 
has been an ongoing challenge within SAGE, not aided by the disruptive onset of the 
COVID-19 pandemic. 

Girls’ feedback from the research study related to bullying and violence in the hubs prompted 
thorough investigation and follow-up measures and highlighted the need for consistent 
understanding by learners and volunteers of appropriate behavioural standards and reporting 
mechanisms. Current recommendations include monthly awareness raising to girls on 
safeguarding standards and reporting mechanisms by reinforcing messages currently in 
modules; including a module on bullying and hub codes of conduct in CoGE sessions; and 
refresher training for hub volunteers on safeguarding standards and their code of conduct. 
Monitoring by SAGE staff will also be strengthened to assess the impact of trainings and 
messaging from the delivery-level to the girls’ understanding. 

In relation to reports of tension in some sessions due to mixed age and ability-grouping, 
based on wider programme learning, the consortium believes mixed sessions can be 
effective for learning but recognises that issues can arise from this model. Therefore, it is 
recommended that a more hub/context-specific approach is required whereby if incidents 
occur and hub monitoring findings report concerns, then hub teams may be supported to 
reflect on whether a return to non-mixed groups is preferable.

In relation to girls’ reports of attendance being hindered by sickness and menstrual hygiene 
management, the programme is challenged in terms of budget and availability of sustainable 
approaches. The programme is not in the position to provide sanitary items or pain relief. 
However, it is committed to referring girls to available local SRHR services and other 
programmes within and outside of PIZ and will renew efforts to identify more community-
based sustainable approaches such as self-production of reusable pads. We can commit to 
linking girls to other programmes both within and outside PIZ. 

For girls with disabilities who reported challenges accessing hubs, the team will seek to 
ensure these girls are fully aware of and linked to small group or door-to-door sessions. 
However, it is recognised that this reduces opportunities for peer interaction. The team will 
explore the possibility of girls with disabilities being able to support site selection of future 
satellite hubs. 

Key to ensuring hubs meet girls’ needs is learning through follow-up activities what prevents 
girls from attending. Given 61% of girls surveyed reported not being aware of SAGE’s follow-
up measures, the consortium recommends increasing follow-up processes through its MERL 
team as well as through sustainability meetings held with HDCs at hub level, which reinforce 
the role of HDCs in supporting following up of girls identified as at risk of dropping out.

4
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Shifting harmful norms and attitudes

Findings in this alternative midline process illustrate promising and positive experiences 
of support from the wider community and men following involvement in SAGE’s CoGE 
focused activities.

Recommendations are for the content and discussion topics of male engagement and boys’ 
CoGE sessions to be adjusted to mobilise the shift of entrenched negative gender norms 
related to women’s leadership and GBV as well as on sharing of household responsibilities 
to aid girls’ participation in SAGE, in response to the findings from the attendance study 
that girls’ household chore burden was the biggest barrier to attendance. This would be 
particularly useful in Apostolic communities where a higher proportion of girls cited a lack of 
time as a barrier to attending SAGE sessions than from other religious groups. 

There is an acknowledgment that behaviour change can also be achieved through methods 
other than delivery of the CoGE curriculum. Many social norms approaches recognise and 
promote the power of role models in the change process. Role models may persuade people 
to adopt new norms, condemn existing norms and/or simply make an alternative seem 
feasible where previously it was unimaginable. They may be community leaders, religious 
figures or other boys, girls or adults who challenge particular norms or who have done so 
in the past and can be seen as living proof that adjusting attitudes and behaviour can lead 
to positive outcomes. Therefore, the SAGE programme could look to publicise role models 
to promote the benefits of new behaviour that complement CoGE activities and align to its 
gender-transformative approach. 

5
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RECOMMENDATIONS TO AID TRANSITION OUTCOMES

Expanding post-training support

SAGE’s vocational skills component (ISOP) has proven to be an extremely popular and 
motivating component. However, findings suggest that more expansive support may be 
valuable to girls after the training period to consolidate their skills into viable self/employment 
and by maximising linkages with existing services, government departments or supportive 
networks. These are to include the development of a ‘Transition Guide’ to aid signposting 
to further advisory services, facilitating access to local financial services, providing further 
information in management, marketing, technology, resources etc. through government 
departments, linking with and mainstreaming into local economic development programmes 
(such as the Ministry of Women’s Affairs Development Fund and Bank) and follow-up visits 
from these wider advisory and technical services. 

Mobilising community support

Adequate and appropriate equipment is essential to the production of quality products that 
are viable and competitive in the market. Cognisant of its budget constraints, the consortium 
proposed that the ISOP component strengthen its business development element and self-help, 
savings and credit groups as a strategy for equipping girls with a means to access capital and 
hence obtain profits that could assist them to purchase equipment and other resources that 
can help them grow, diversify and sustain their small businesses. This builds on programme 
learning which has found some hubs have independently organised themselves into savings and 
lendings groups and have managed to purchase extra resources to ensure continuity and growth 
of ISOP. 

6
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Supporting transition to formal school 

Whilst it is acknowledged the majority of learners have shown a preference to transition to 
employment/self-employment, the programme is also conscious of the fact that there are 
younger girls (10-14 years) who require support to enrol into formal schooling as per the 
provisions of MoPSE policies. To facilitate transition to formal school, support to learners will 
be provided in two ways: firstly through BEAM52 support and secondly by signposting girls 
to other organisations supporting learners with school fees. Regarding BEAM support, the 
programme will leverage the support of the established Hub Development Committees (HDCs) 
to facilitate the enrolling of learners in formal school. This will be accomplished by linking HDCs 
and community level BEAM selection committees to co-opt SAGE learners under the BEAM 
support scheme. 

A community mapping exercise will be conducted by the project to identify existing 
opportunities from other organisations that may be focusing on offering school fees assistance 
to out-of-school learners to enrol back into formal schools. The programme will engage with the 
identified organisations to facilitate girls to be considered for support. 

The programme will look to further assess the impact of age as a factor on transition pathway 
preference. This will enable the SAGE programme and similar NFE programmes to balance 
efforts and accommodate transition focus between two substantially different age-groups and 
direct these girls to the appropriate government partners for all viable pathways, which in the 
case of Zimbabwe sit under MoPSE and MoY. 

Underpinning all this support will be raising awareness to girls and parents/caregivers about the 
New Education Act53 which prohibits schools from turning away learners for non-payment of 
school fees and on the basis of pregnancy.

52	 Basic Education Assistance Module (BEAM), is a government led scheme to support orphans and vulnerable children with school fees 
payments. Each school has a BEAM  selection committee which lead the selection of eligible girls at community level.

53	 New Education Act, 2020 Section 68C(i) 

8
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RECOMMENDATIONS TO SUSTAINABILITY OUTCOMES

Enhancing the sustainability of the CoGE component

As highlighted in its findings, the CoGE component has demonstrated its value in improving 
girls’ self-efficacy and would benefit from strengthened partnerships and community 
linkages to ensure these changes and reach can be sustained post-programme closure. The 
consortium recommends strengthening links with the most appropriate partners that will own, 
reinforce and support the intervention and ensure its impact. These include the Ministry of 
Women’s Affairs, Community, Small and Medium Enterprises Development (MWACSMED), 
traditional and religious leaders, Community Based Organisations (CBOs) and women’s rights 
organisations. Although the SAGE programme has been engaging with the MWACSMED, as 
demonstrated by the role of District Ward Coordinators in the delivery of training (an approach 
adopted across all SAGE training), there is a need to strengthen that engagement by ensuring 
that CoGE clubs are integrated in MWACSMED’s action plans at community level including 
the recommendation for the involvement of Community Development Coordinators (CDCs), 
who are government staff, in the facilitation of the male engagement groups. MWACSMED is 
the parent ministry under which CoGE clubs fall, hence their role will be essential to facilitate 
integration and recognition of CoGE clubs within their community level structures.

Other forums which the SAGE consortium believes could be of value in strengthening 
government engagement would be through the participation of the programme in the 
national-level Education Coordinating Group as a platform to advance SAGE’s influencing 
agenda. This would be aided by the support of the FCDO Zimbabwe office to gain access 
to this forum. This is in addition to the existing participation in national-level forums such as 
ECOZI and the Education Cluster.

Sustainability of SAGE’s Learning approach

The programme has tested innovations by offering alternative learning support pathways 
as part of COVID-19 adaptations and developed models around NFE delivery aligned 
to the updated curriculum’s objective of having learners exiting the education system 
with competency skills. These approaches offer great opportunities for strengthening 
the implementation of an inclusive NFE policy. To facilitate the recognition of the tested 
innovations at system level by the MoPSE, the programme will focus on delivering multi-
stakeholder learning events, starting with one scheduled for March 2022. These multi-
stakeholder learning events will create an opportunity to disseminate results such as 
those in this report and for relevant stakeholders to learn about the programme’s positive 
impact on the delivery of learning opportunities to hardest to reach marginalised girls. It 
is hoped that through such learning events, SAGE’s programme learning will support the 
effective rollout of an inclusive, relevant and quality NFE policy in Zimbabwe. 

9
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1. Introduction



After the onset of the pandemic, the Fund Manager (FM) communicated that it will no longer be required of the LNGB Supporting Adolescent Girls’ Education (SAGE) programme in Zimbabwe to conduct an external evaluator-led midline (initially planned for autumn 2020) due to safety, practical and ethical concerns. 



The SAGE programme is currently nearing the end of Year 3, with the end date currently scheduled to be July 2023. Two cohorts of girls (C1 starting June 2019 and C2 starting January 2020) are at different points in the intervention, which is being monitored via the Mid-Term Response Plan (MTRP) framework until the end of July 2021.  



This report outlines the alternative approach proposed by the SAGE programme to replace the external midline evaluation study that would have been conducted under normal circumstances. The document includes the following:



· Purpose 

· Approach – Logframe update, components, tools, risks and limitations

· Methodology

· Timeline and budget

· Outputs



The midline alternative is an internal exercise to be carried out by consortium partners led by Plan International UK, with external contractors contributing to specific components. It builds on the baseline evaluation report which was conducted in December 2019 and references documents developed by the SAGE consortium and the FM – see Annexes.





2. Purpose



The aim of the midline alternative process is to carry out a comprehensive review of progress towards achieving programme goals, centred on gathering in-depth learning and evidence of where we are to support the programme’s work and adaptation for the remaining two years – more details are provided in the next section. Where learning evidence lines up with pre-existing indicators, we will report against them.



This exercise will not use the same methodology as the baseline, given its nature, and the changes in context and the appropriateness of some baseline tools. Baseline evaluation recommendations for the midline stage (see Annex 3) have been, and will continue to be, taken into account in the design of the approach and tools for the midline alternative process.





3. Approach



The approach chosen by the SAGE consortium includes the following main components: 



· Enhanced monitoring, including two associated elements of capacity building and procurement

· Research including up to two discrete pieces 



Although the midline alternative does not constitute an external evaluation study, the SAGE programme is committed to using the learning it will produce to inform as many higher-level conclusions as possible. Therefore, the two components above will be designed to supply evidence for these.



In the long term, the SAGE programme intends to integrate methodologies and resources utilised in the midline alternative exercise (Phase 1) into programmatic and MEL activities beyond the specific timeframe of this exercise (Phase 2) – more details under 3.2.



3.1 Logframe update



Considering the significant changes brought about by Covid-19 in terms of context and programme delivery, the consortium decided that it would be appropriate to first map the initial SAGE logframe against the Medium-term Response Plan (MTRP) framework and produce an updated framework, as agreed with the FM. This would enable the MEL team to have clarity on the gaps in the programme’s regular monitoring and determine which tools would be needed as part of the enhanced monitoring.     



At the time of writing, the updated results framework containing outcomes, intermediate outcomes, outputs and indicators (see Annex 1) has been sent to the FM for review, with a fully updated logframe and Theory of Change (ToC) to follow. The updated results framework takes into account the adaptations SAGE has introduced to its delivery, as well as the real possibility for further lockdowns and disruptions to activities to reoccur in the future.



3.2 Components



3.2.1 Enhanced monitoring



The enhanced monitoring component will seek to provide higher-level data for Outcome 1 – Learning by harnessing existing progress assessments, as well as to develop qualitative evidence on what learning has done for the girls – what they can do now and how these new skills will impact their lives. Both of these processes will require capacity building for consortium staff in Zimbabwe, which the SAGE programme regards as essential to ensure long-term full utilisation of tools, high-quality analysis and robust understanding and use of results. 



a. Harnessing learning progress assessments



Consortium member Open University (OU) have designed a series of learning progress assessments to be used by Community Educators (CEs) throughout a girl’s learning journey. These were initially rolled out in November 2020 and together form a picture of a girl’s learning in the three subjects (literacy, numeracy and English) – see Annex 6 for more details.



In total there are four data points to be gathered for each girl: one prior to the girl joining the programme (Screening Assessment), one at a girl’s point of entry into the learning hub (Initial Progress Assessment) one at the mid-point or after a year of learning (Mid Progress Assessment) and one at the end of the programme or after two years of learning (End Progress Assessment).  



The Fund Manager’s requirement for the measurement of progress was the use of EGRA and EGMA tests.  The team felt that the SAGE learning progress assessments needed to capture additional elements of a girl’s learning that would demonstrate all that she could achieve and provide CEs with tools to tailor their support for each girl to improve their learning. EGRAs and EGMAs were originally designed to capture very specific domains of initial learning, which was felt to be limiting in capturing a SAGE girl’s progress. For example, a 15-year-old girl with a disability who has never been to school may find making friends, being accepted in a group and singing to be significant learning experiences. Therefore, the SAGE assessments include, as part of a speaking and listening task, an opportunity for a girl to share her motivation for joining SAGE, her greatest achievement, her aspiration after leaving SAGE and what she is most proud of. At the advice of a school psychologist, it was also suggested that one sub-task should be picture reading to enable girls with learning difficulties to be successful. These small steps of learning have been at the core of the design process, achieved through the way a girl’s scores are recorded. 



The SAGE programme intends to continue using the above learning progress assessments beyond the midline alternative, following the assessment schedule for the two beneficiary cohorts and any girls who join through rolling enrolment.



b. Boosting qualitative evidence



As indicated in the baseline evaluation and reflected in the consortium-wide consultation for this process, the programme has identified the need for more qualitative data, including on gender norms, which enhanced monitoring could provide. 



At the time of writing, the programme is still working to determine the specific tools that it will seek to develop in support of this. The programme is currently considering tools such as: 



· Most significant change: This tool would involve the collection and selection of stories of change, developed by SAGE or its stakeholders, to assess change up to this point in the intervention. 



· FGDs and KIIs: These tools form part of Plan’s Champions of Change (CoC) MEL package and thus should work well for assessing the Champions of Girls Education (CoGE) component.



The programme would seek to also focus the above on IO.2 and on the transition and sustainability outcomes to cover the gaps identified in the summary matrix – see Section 4.4.



c. Capacity building



A SAGE capacity needs review has identified the following for capacity building:



· Learning progress assessments: As part of this initiative, Plan International is expanding the scope of technical support from its existing partner, The Open University (OU) to strengthen its capacity in the monitoring and evaluation of progression towards learning outcomes in the SAGE programme. The first phase of this support will take place during the midline alternative, with two more phases scheduled for the remainder of the project. The full draft of the ToR document for this piece is available as Annex 4.



· Qualitative tools and analysis: Structured capacity building (including externally-led) for consortium staff on the use of specific qualitative tools and related data analysis.



· Data analysis: Consortium partners in Zimbabwe are keen to develop data analysis skills (including on dedicated software platforms) to support both regular and enhanced monitoring, as well as midline reporting of learning. 



The above needs will be met via both in-person and remote formal training sessions, depending on the Covid-19 context, and will be carried out by both local and international trainers.



d. Procurement and staffing



To support the implementation of enhanced monitoring by the local teams in Zimbabwe, the programme is also proposing to utilise funds to support necessary procurement and staffing needs. The procurement involves software (likely SPSS, to be confirmed) and database hosting costs, as well as basic IT and media equipment that will support the collection and analysis of qualitative data. Additional staffing is also required to assist with collecting and processing increased amounts of data e.g. from progress assessments.



3.2.2 Research studies



The programme has compiled a research overview to streamline and align consortium research interests and identify appropriate research proposals across the remainder of the programme, including for the midline alternative – see Annex 7. These research interests were then compared against the evidence as required to ensure that all outcomes have sufficient evidence gathered at the midline point.



The programme proposes to focus on one research piece for the midline alternative (Phase 1) with an additional one or two pieces expected across phases 2 and 3. Under Phase 1, the proposed research study is on the issue of enrolment and retention, looking at the below questions:



· What are the key factors and programme delivery components which determine significantly more demand for enrolment and sustained attendance of educationally marginalised girls? 

· What are the factors which have led to out-of-school girls not utilising SAGE services despite being eligible?

· Can the analysis of these factors in each district identify the likelihood of more girls requiring SAGE services?

· Given the need for value-for-money, should the programme make substantial adaptations to focus resources in particular sub-groups / regions where those key factors are present?



3.3 Risks and limitations 



The programme is aware of risks and limitations that could impact on the effective and successful delivery of these components.



3.3.1 Risks



		Risk

		Mitigation measures



		Limited time to implement exercise

		The programme will prioritise implementation components to achieve outputs during an agreed timeframe.





		Further disruption due to the Covid-19 pandemic

		The programme has adapted its delivery methods to mitigate further lockdowns or school closures due to Covid-19 and has specific action plans for R/A/G zones within the country. 



The programme is currently guided in implementation by an anticipation of a return to extreme lockdown measures from May onwards in line with the winter season in Zimbabwe. In the case of the midline alternative, this will likely mean that some activities will be carried out remotely or move online as much as possible, while others may not be possible.





		FCDO funding cuts

		The programme is aware that FCDO will imminently announce budget cuts across the GEC portfolio. In the event that the SAGE budget is drastically reduced for Year 3, the requested budget for this activity will need to be reviewed and reduced accordingly. This could limit the scope of activities and will hinder any committed expenditures.





		Programme unable to reach a wide range of girls to include in research and qualitative monitoring techniques

		The programme will ensure all subgroups, geographies and ages are represented in its sampling and that they can be reached by phone in the event of further lockdowns.

 







3.3.2 Limitations



· As the midline alternative will not use the same methodology as the baseline study, establishing progress will rely on a different set of evidence and will require a higher degree of interpretation given the Year 3 shift to the MTRP and subsequent update of the logframe. 



· As an internally led exercise, external reviewers may not view its conclusions as sharing the same degree of impartiality / rigour (though SAGE will strive to embed validity constructs throughout the exercise).





4. Methodology 



4.1 Questions



The midline alternative’s active[footnoteRef:2] components – harnessing progress assessments, boosting qualitative evidence and research studies – will be broadly guided by the below questions: [2:  By ‘active’ components we mean those which are expected to produce learning and evidence, as opposed to the ‘passive’ components such as capacity building and procurement.] 




· What progress can we demonstrate for each of our outcomes and intermediate outcomes?

· What were the specific impacts of the pandemic on our intervention?



4.2 Data collection and processing



· Learning progress assessments: Data collection will be done by CEs at specific points in the learning journey of each beneficiary, depending on the cohort they were in. Due to the nature of the assessments, the Plan Zimbabwe MEL team will organise transcription from paper forms into an electronic format (to be determined, likely Solstice or Excel) and ensure data cleaning. Analysis will be done by the Plan Zimbabwe team with support from OU, likely using SPSS.



· Qualitative data: Data collection will be done by the Plan Zimbabwe MEL team and programmes staff such as Community Mobilisers unless external expertise will be used for a certain tool (to be determined). For data cleaning and analysis, the data will be collected electronically as much as possible, though pen and paper will be the only practical way for some methods.



· Research studies: Data collection and processing will be carried out by external contractors in accordance with Plan International’s policies and relevant FM guidance.



4.3 Sampling



· Learning progress assessments: Sampling is not relevant for the progress assessment, since these will be carried out for the entire population of girl beneficiaries.



· Qualitative data / Research studies: While specific methods may require adaptation, on the whole the sampling will be purposive to cover the two cohorts, sub-groups (see Annex 7) ages and geographies involved as much as possible. 



4.4 Summary matrix



The below details what evidence has been / will be produced for outcome and intermediate outcome at the baseline and midline alternative points:  



		Outcome

		Measured at baseline

		Evidence gathered by midline alternative



		Outcome 1 - Learning: Marginalised girls have significantly improved learning outcomes

		Yes

		Yes – Harnessing progress assessments



		Intermediate Outcome 1: OOS adolescent girls regularly attend accelerated learning sessions

		No

		Yes – Research study



		Intermediate Outcome 2: OOS adolescent girls have increased self-efficacy and life skills

		Yes

		Yes – Boosting qualitative evidence



		Outcome 2 - Transition: Marginalised girls have transitioned through key stages of education, training or employment

		No

		Yes – Boosting qualitative evidence



		Intermediate Outcome 3: Adolescent girls and their families have improved skills and increased access to financial resources 

		No[footnoteRef:3] [3:  However, the VSLA study conducted by Plan Zimbabwe in March 2021 provides some evidence of this before the start of this intervention component.] 


		No



		Outcome 3 - Sustainability: The programme can demonstrate that the changes it has brought about (which increase learning and transition through education cycles) are sustainable

		Yes

		Yes – Boosting qualitative evidence



		[bookmark: _Hlk3812743]Intermediate Outcome 4: Communities demonstrate more positive gender attitudes and actively support and protect girls 

		Yes

		Yes – Boosting qualitative evidence



		Intermediate Outcome 5: Strong and active partnerships with MoPSE officials and other civil society actors actively advocate for more inclusive, gender-responsive education policies



		No

		Yes – Boosting qualitative evidence







4.5 Ethics and safeguarding



This section is an updated version of the same content found in the MEL Framework:



Ethical protocols



		Category

 

		Ethical protocols



		Overall approach 

		· All those from whom data are collected will be given appropriate feedback on how the programme is affecting them and / or those who are involved in it e.g. the families of girls on a regular basis.





		Quantitative and qualitative data collection methods and tools 

		· Our monitoring will be largely survey-based (at both individual and group / household level) using mobile data collection technology to collect both quantitative and qualitative data as much as possible. 

· All external consultants will be required to comply with Plan International UK policies (including those of Plan International Zimbabwe for field work) and will be briefed on the relevant ethical standards in advance.

· Specialists within the project will examine all tools and methods from the point of view of social inclusion and gender responsiveness, as well as local sensitivities and norms (for example, schedules for interviews with the girls and communities).





		Quantitative and qualitative sampling approaches

		· Local teams will carefully identify and recruit beneficiaries via house-to-house surveys prior to the baseline using pre-defined criteria. The categories used in the structured elements of the sampling will reflect the diversity of beneficiaries that the project wants to reach. Particular efforts will be made to ensure hard-to-reach girls are included in MEL activities.

· The selection of communities will be done in an unbiased way as per the Fund Manager MEL Guidance. The SAGE Project will use purposive sampling within each district and CBLH. 





		Quantitative and qualitative data collection process

		· We will ensure that written consent from parents / carers is secured for participation in activities and comply with Plan International policies regarding videos, photography and the use of information. Assurance will be given that any information collected will be confidential and will not be used for any purpose other than the stated purposes, which will primarily be to improve the work of the SAGE Project. Consent will also be obtained from young people themselves, using youth-friendly tools. Participation of young people and / or usage of information and / or images and video can only take place after consent is obtained from both parents and young people. We will clearly communicate that consent can be withdrawn at any point without fear of losing any of the advantages delivered through the project.

· We will prepare consent forms for each of the informants involved and it will be important to use them in conjunction with the information sheets for each of the respondents.

· Forms and processes for obtaining consent will also be reviewed and adapted in line with the particular needs e.g. literacy levels, disability etc. 

· We will aim to have only female staff members conducting interviews and focus group discussions with girls, especially in cases where sensitive information is being discussed. If this is not possible, we need to have a female present, with the option to pull out of the exercise if girls are not comfortable with this arrangement. 





		Recruitment, training and supervision of personnel

		· External contractors will be recruited in accordance with the Fund Manager’s relevant guidance and vetted before commencing work. They will also be required to sign and adhere to Plan International's relevant policies Internally, HR will review employees’ level of contact with children, access to child data and the level of prevention checks needed for all relevant post-holders on an annual basis.

· Project staff will receive ethical training and sensitisation to the needs of the girls who will benefit from the programme, in addition to the usual ethical principles of data collection with which they are familiar.

· External evaluator ToRs and the relevant selection procedures will include criteria relating to ethical issues and their procedures of ensuring ethical processes will be examined. 

· The training of enumerators will include ethical issues and protocols. Project staff will be involved in this training to ensure the particular needs of the girls, their families and communities are respected. 

· Any staff that will be collecting information on violence against girls will be trained in sensitive interviewing strategies (for instance, asking about hypothetical situations rather than probing for personal experience) and in how to make safe and sensitive referrals in the event of a disclosure. 

· The supervision of field work will include examining ethical procedures and they will report to the SAGE lead on ethics.





		Data recording, storage, analysis and reporting 

		· The MEL team is responsible for ensuring all data are entered correctly into the mobile data collection platform for internal pieces. External contractors will do the same for the pieces they are responsible for.

· All electronically collected data will be securely stored at all times and will only be accessible to consortium staff using authorised accounts. Our external reporting will not contain any personal or sensitive data.

· Any paper-based records (such as attendance sheets) will be securely stored at CBLH level and only accessible to Community Educators, consortium staff and external contractors.









[bookmark: _Toc530154934]Safeguarding of children and vulnerable adults



· In line with the GEC Do No Harm Policy, our dedicated SAGE Safeguarding Coordinators are responsible for the mainstreaming, implementation and monitoring of child safeguarding and any protection risks within and outside the project, covering both staff and external evaluators. 

· Safeguarding training and monitoring will be carried out on a regular basis.

· Additional safeguards will be put in place given that our target beneficiaries are highly marginalised and vulnerable adolescent girls (some of whom are living with disabilities, others who may be survivors of gender-based violence (GBV) including child, early and forced marriage) and that sensitive subjects like SRHR will be included in MEL activities. The consortium-level risk register includes safeguarding risks, mitigation measures and escalation procedures. 

· Meeting safeguarding requirements will be a key criterion in the selection of any external contractors. They will then set out detailed safeguarding measures as part of their inception report(s), which the consortium will monitor closely throughout each research exercise.

· More details on the above can be found in the SAGE Self-Audit Submission and the SAGE Safeguarding Strategy.





5. Timeline and budget



5.1 Timeline



[image: ]



Note: Some components of the midline alternative will go beyond Year 3, such as the OU capacity building piece and the additional of some qualitative methods to the regular monitoring.



5.2 Budget.



[image: Table
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6. Outputs



The output of the midline alternative will consist of a final report compiling new learning and an account of activities carried out using the midline budget, following a structure to be proposed by SAGE, in consultation with the FM. This is to be sent to the FM by the end of August 2021 and will be available for review alongside the Year 3 Annual Report, accompanied by the report resulting from the research study and any datasets collected during the initiative. 



The SAGE programme will disseminate the report to both internal and external stakeholders, and use the report to guide adaptations where required, particularly to guide its Year 3 Annual Review.





[bookmark: _Annexes]Annexes



Annex 1 – Proposed results framework (as of 07/04/2021):









Annex 2 – Baseline evaluation outputs – final report, subgroup analysis and gender analysis (as of 07/05/2020):









 



Annex 3 – Summary of recommendations made at baseline phase for consideration at the midline evaluation 



· Baseline data suggests regional disparities around GBV and girls’ access to related safety resources. Additional items should be added at the midline assessment to explore these regional differences and better understand how to support girls in less supported areas.

· Considering the high scores at baseline on self-efficacy questions, the EE recommends adding in additional questions to the girls’ survey to provide more detail on girls’ experiences as they relate to self-efficacy. SAGE should consider adding practical scenario questions to gather more nuanced data on girls’ perceptions and experiences related to self-efficacy.

· Place greater emphasis on qualitative data at future evaluation points, particularly as the baseline was limited in exploring ‘why’ and ‘how’ to better understand the reasons behind the quantitative results observed.

· At future evaluation timepoints, SAGE should consider increasing the number of community leaders to participate in KIIs. By incorporating additional perspectives, SAGE can gain a better understanding of the enabling environment for sustainability at the community level.



Annex 4 – MEL Framework (as of 14/12/2018):









Annex 5 – Draft ToR for capacity building by OU (as of 30/03/2021):









Annex 6 – The SAGE approach to assessing girls’ learning (as of 31/03/2021):









Annex 7 – SAGE Research Overview (as of 08/04/2021)









Annex 8 – Sub-groups to be used for data analysis (as of 11/03/2021):



		No.

		Sub-group

		Definition

		Rationale



		1

		Young mothers / expectant

		Girls who are pregnant or have at least one child

		Identified at proposal stage as a vulnerable group at risk of being out of school.



		2

		Girls who have never been to school

		Girls who have no formal school experience

		This is a high priority target group for LNGB funding



		3

		Girls from the Apostolic community

		Girls who belong to an Apostolic family / community or identify as Apostolic



		The Apostolic community is a group which holds conservative views on girls’ education, SRHR, gender etc.



		4

		Girls living with disabilities

		Girls who are living with at least one disability

		Girls with disabilities face particularly challenging barriers to accessing education



		5

		Girls from ethnic minorities

		Girls who are from the Kalanga and San ethnic groups



		Language of instruction and other barriers exclude girls from ethnic minorities from education



		6

		Married girls

		Girls who are currently married

		Girls who get married are often expected to de-prioritise their education



		7

		Girls engaged in labour

		Girls who are engaged in income generating or subsistence activities to support their families

		Girls who must provide for their families have a high risk of dropping out of school and low attendance







Annex 9 – ToRs of research study (as of DD/MM/2021):



To be added…
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Proposed results framework


						Proposed results framework


						Note: This tab contains the proposed update to the SAGE logframe as of March 2021. The 'Mapping' tab includes the original logframe vs MTRP mapping. The Initial ToC (visual) tab is to show which IO corresponde to which output - an updated version of the ToC will be produced once the below is agreed.





						Impact			Outcome			Outcome-level Indicators (O)			Intermediate Outcomes (IO)			IO-level Indicators			Outputs			Output-level Indicators			What has changed and why			FM comments


						N/A			Learning - Highly marginalised adolescent girls have significantly improved learning outcomes			O.1.1 - % of highly marginalised girls supported by GEC with improved aggregate learning outcomes (Progress Assessment) 			IO.1 - Highly marginalised adolescent girls regularly attend high-quality, accelerated learning sessions 			IO.1.1 - % of highly marginalised adolescent girls regularly attending sessions
IO.1.2: % of community educators using inclusive, gender sensitive pedagogy approaches			OP.1 - Highly marginalised adolescent girls are able to access high-quality accelerated learning programmes			OP.1.1 - % of girls reached by each support mode
OP.1.2 - % of girls satisfied with level of support for learning
OP.1.3 - # of learners assessed through progress assessments
OP.1.4 - % of girls satisfied with their learning environment			> Updated and consolidated O.1.1 and O.2.2 indicators into new O.1.1 indicator removing references to EGRA/EGMA
> Updated IO.1, IO.1.1 indicator and OP.1  to reflect new delivery pathways
> Updated OP.1.2 and removed OP1.3 / MTRP 1.5 indicator because we are now looking at learning environment on the whole; new OP indicators are MTRP indicators 1.1, 1.2 and 1.4; removed MTRP indicator 1.3 because CO cannot track who received what, only total no. distributed
> Moved OP.2.1 indicator up to IO level as new IO.1.2 indicator; kept OP1.2 and removed OP.2.3 indicator to keep no. indicators manageable
> Old OP.3.1 and 3.2 replaced with MTRP indicators 3.1 and 3.2 to focus on support to girls 
> Consortium requests feedback from FM on OP.1.4 incl. measurement



																					OP.2 - Community educators and formal sector NFE mentors are trained and supported to employ inclusive, gender-responsive teaching strategies  			OP.2.1 - % of community educators and formal sector NFE mentors benefitting from professional development activities  


															IO.2 - Highly marginalised adolescent girls have increased self-efficacy and life skills 			IO.2.1 - % of highly marginalised adolescent girls demonstrating improved self-efficacy
IO.2.2 - % of highly marginalised adolescent girls demonstrating improved knowledge, attitudes and practices on gender and SRHR			OP.3 - Highly marginalised adolescent girls and boys are supported to learn about and discuss life skills and their SRHR, through remote and community-based modalities			OP.3.1 - # of girls reached with life skills and PSS support
OP.3.2 - % of girls satisfied with level of life skills and PSS support


									Transition - Highly marginalised adolescent girls have transitioned through key stages of education, training or employment			O.2.1 - % of highly marginalised adolescent girls who have transitioned into and through key stages of education formal education and training (vocational / life-skills) 			IO.3 - Highly marginalised adolescent girls and their families have improved skills and increased access to financial resources 			IO.3.1 - % of highly marginalised girls aged 15-19 who have accessed a VSLA reporting improved access to financial resources 			OP.4 - Adolescent girls and their families are supported to participate in VSLAs and skills development opportunities 			OP.4.1 - # of highly marginalised girls aged 15-19 enrolled in ISOP vocational training who complete the programme
OP.4.2 - # of VSLA agents trained			> Wording of O.2.1 indicator updated as because employment is difficult to ascertain and understand if it is a positive transition
> Removed IO.3.2 and IO.3.3 indicators because of limited time for VSLA participants to mature and exhibit the intended changes
> Replaced old OP.4.1 and OP.4.2 indicators with old OP.4.3 and MTRP indicator 4.2 for same reasons as above, new OP.4.1 indicator reference to certificates removed


									Sustainability - The project can demonstrate that the changes it has brought about (which increase learning and transition through education cycles) are sustainable			O.3.1 - # of community leaders / Community Educators reporting that CBLHs will continue to function after the project ends
O.3.2 - # of district-level education officials that have participated in Hub learning monitoring visits 
O.3.3 - # of SAGE-supported materials on ATL and inclusive and gender-responsive education approved by MoPSE			IO.4 - Communities demonstrate more positive gender attitudes and actively support and protect girls			IO.4.1 - % of community members demonstrating improved gender attitudes
IO.4.2 - Perception of safety and security amongst girls in the community			OP.5 - Adolescent and adult champions of gender equality engage others in their communities in dialogue on girls' rights 			OP.5.1 - % of girls aware of protection and safety support services available in their communities
OP.5.2 - # of beneficiaries referred to support services
OP.5.3 - # of communities that have made commitments to combat child marriage and support girls' education following the inter-generational dialogue process
OP.5.4 - % of adult men enrolled in men's groups demonstrating positive knowledge, attitudes and practices on gender equality 			> Removed old O.3.1, O.3.4 and O.3.6 indicators as due to Covid 19, the target communities have limited economic opportunities, which will affect achievement at community, system and government level> Replaced O.3.3 with updated IO.5.1 indicator at national level, now also linked to Sustainability Plan
> Old O.3.5 indicator becomes new IO.5.1 and removed references to National Education Forum from 
> Removed IO.4.3 indicator as it was self-reporting, the first two are sufficient
> Replaced old OP.5.1 and OP.5.5 indicators with MTRP indicators 5.3 and 5.5 as the resulting indicators represent our intervention better
> Kept IO.5 as the project is an active participant of national education forum and this is an opportunity for influencing
> Removed OP.5.2 indicator as it was too ambitious due to pandemic. This is an important indicator for measuring sustainability. We may need to include this as performance activity in the work plan.  Increased government leverage is a key factor for sustainability. However, due to covid 19 as well as declining macro-economic condition in Zimbabwe, it’s difficult to come up with realistic targets. 
> Replaced old OP.6.1 and OP.6.2 indicators with MTRP indicators 6.1 and 6.2 as they are worded better


															IO.5 - Strong and active partnerships with MoPSE officials and other civil society actors actively advocate for more inclusive, gender-responsive education policies			O.5.1 - % of relevant MoPSE officials who support NFE initiatives			OP.6 - Programme evidence and learning - including highly marginalised girls' own voices and experiences - are shared with key decision-makers at district and national level 			OP.6.1 - # of learning products produced through research studies / project monitoring
OP.6.2 - # of learning events with district and national decision-makers





									Summary 


									Outcome			3


									Outcome-level Indicators (O)			5


									Intermediate Outcomes (IO)			5


									IO-level Indicators			8


									Outputs			6


									Output-level Indicators			15








Mapping


						Logframe vs MTRP Mapping


						Impact			Outcome			Outcome-level Indicators			Intermediate Outcomes (IO)			IO-level Indicators			Outputs Logframe			Output-level Indicators Logframe			Outputs MTRP Fw			Output-level Indicators MTRP Fw


						N/A			Learning - Highly marginalised adolescent girls have significantly improved learning outcomes			O.1.1 - Aggregate average literacy score (EGRA)

O.1.2 - Aggregate average numeracy score (EGMA)			IO.1 - Highly marginalised adolescent girls regularly attend high-quality, accelerated learning sessions in Community-Based Learning Hubs 			IO.1.1 - % of highly marginalised adolescent girls regularly attending sessions in CBLHs			OP.1 - Highly marginalised adolescent girls are able to access high-quality accelerated learning programmes through CBLHs			OP.1.1 - # of Highly marginalised adolescent girls reached with high-quality accelerated learning programmes

OP.1.2 - % of highly marginalised adolescent girls who are satisfied with the CBLH learning environment in terms of accessibility and safety

OP.1.3 - # of Community-Based Learning Hubs established and fit for purpose 			O.1 - Highly marginalised adolescent girls are able to access high-quality accelerated learning programmes through Community-Based Learning Hubs including remote and community based modalities			1.1 % of girls reached by each support mode

1.2 % of girls satisfied with level of support for learning

1.3 # of IEC related materials distributed in communities

1.4 # of learners assessed through progress assessments

1.5  # of hubs assessed and deemed fit for purpose


																					OP.2 - Community educators and formal sector NFE mentors are trained and supported to employ inclusive, gender-responsive teaching strategies			OP.2.1 - # of educators demonstrating improved knowledge and understanding of inclusive, gender-responsive pedagogy 

OP.2.2 - # of Community Educators who show improvement on performance assessments 

OP.2.3 - # of Community Educators regularly attending reflection sessions			O.2 - Community educators and formal sector NFE mentors are trained and supported to employ inclusive, gender-responsive teaching strategies  			2.1 # of hub personnel benefitting from relevant professional development according to assessed needs

2.2 % of volunteers are using inclusive, gender sensitive pedagogy


															IO.2 - Highly marginalised adolescent girls have increased self-efficacy and life skills 			IO.2.1 - % of highly marginalised adolescent girls demonstrating improved self-efficacy

IO.2.2 - % of highly marginalised adolescent girls demonstrating improved knowledge, attitudes and practices on gender and SRHR			OP.3 - Highly marginalised adolescent girls and boys are supported to learn about and discuss life skills and their SRHR 			OP.3.1 - % of highly marginalised adolescent girls and boys who complete the Champions of Change (CoC) curriculum journey demonstrating positive knowledge and attitudes on gender and SRHR 

OP.3.2. - % of trained CoC facilitators demonstrating positive knowledge and attitudes on gender and SRHR			O.3 - Highly marginalised adolescent girls and boys are supported to learn about and discuss life skills and their SRHR, through remote and community based modalities			3.1 # of girls reached with life skills and PSS support

3.2 % of girls satisfied with level of life skills and PSS support


									Transition - Highly marginalised adolescent girls have transitioned through key stages of education, training or employment			O.2.1 - % of highly marginalised adolescent girls who have transitioned into and through key stages of education (formal / non-formal); training (vocational / life-skills) or fairly-paid employment (incl. self-employment)			IO.3 - Highly marginalised adolescent girls and their families have improved skills and increased access to financial resources 			IO.3.1 - % of highly marginalised girls aged 15-19 who have accessed a VSLA reporting improved access to financial resources 

IO.3.2 - % of adult female VSLA participants reporting increased capacity to invest in education 

IO.3.3 - Confidence in vocational skills score of highly marginalised girls aged 15-19 who participated in ISOP training			OP.4 - Highly marginalised adolescent girls and their families are supported to participate in VSLAs and skills development opportunities 			OP.4.1  % of adult females enrolled in VSLAs reporting increased skills in basic financial planning and management

OP.4.2 - % of highly marginalised girls aged 15-19 enrolled in VSLAs reporting increased skills in basic financial planning and management

OP.4.3 - # of highly marginalised girls age 15-19 enrolled in ISOP vocational training who complete the programme and receive a certificate 			O.4 - Adolescent girls and their families are supported to participate in VSLAs and skills development opportunities 			4.1 # of girls supported to transition or participate into ISOP existing activities

4.2 # of VSLA agents trained


									Sustainability - The project can demonstrate that the changes it has brought about (which increase learning and transition through education cycles) are sustainable			O.3.1 - Average allocation of resources to the education of girls

O.3.2 - # of community leaders / Community Educators reporting that CBLHs will continue to function after project end (Endline)

O.3.3 - % of Community Educators who feel they are able to fulfil their roles

O.3.4 - % of Hub Development Committees that are functional

O.3.5 - % of relevant MoPSE officials who support Girls' National Education Forum / other relevant initiatives

O.3.6a - # of district-level education officials that have participated in Hub monitoring visits (Midline)

O.3.6b - # of new initiatives taken by MoPSE officials aligned to Girls' National Education Forum joint advocacy goals (Endline)

			IO.4 - Communities demonstrate more positive gender attitudes			IO.4.1- % of community members demonstrating improved gender attitudes (demonstrating increased mean / median attitudes on selected scales)

IO.4.2 - Perception of safety and security amongst girls in the community

IO.4.3 - % of marginalised girls who feel they are given appropriate support to stay in school / learning environment			OP.5 - Adolescent and adult champions of gender equality engage others in their communities in dialogue on girls' rights 			OP.5.1 - % of young women and young men who report feeling listened to in community decision-making processes 

OP.5.2 - # of communities that have made commitments to combat child marriage and support girls' education following the inter-generational dialogue process

OP.5.3 - % of adult men enrolled in men's groups demonstrating positive knowledge, attitudes and practices on gender equality 

OP.5.4 - % of trained CBCPC members demonstrating improved knowledge and attitudes around child-friendly, inclusive, gender-sensitive approaches to protection			O.5 - Adolescent and adult champions of gender equality engage others in their communities in dialogue on girls' rights 			5.1 # of inter-generational meetings held

5.2 # of beneficiaries reached with safeguarding messaging 

5.3 % of girls aware of protection and safety support services available in their communities
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2.  Executive summary 



Background 



Supporting Adolescent Girls Education (SAGE) is a 6-year programme funded by the United 
Kingdom’s Department for International Development (DFID). It is being implemented by a 
consortium of diverse partners led by Plan International UK and supported by Apostolic Women’s 
Empowerment Trust, Christian Blind Mission (CBM), Econet, Open University and Plan 
International Zimbabwe.  



Working across 11 districts in 
Zimbabwe, SAGE aims to support 
21,780 marginalised girls aged 10–
19 to improve their learning 
outcomes and transition to further 
education or employment. SAGE 
will implement accelerated non-
formal education (NFE) in 132 
community-based learning hubs 
(CBLHs) with a focus on learning, 
transition and sustainability (Figure 1). 



Approach  



The external evaluation of the SAGE programme employs a mixed-methods, longitudinal, cross-
over design. The evaluation utilises data from learning assessments, a package of quantitative 
and qualitative instruments and ongoing project monitoring tools. The variety of tools, respondents 
and methods allow data to be triangulated and linked across evaluation questions and project 
outcome indicators. Because SAGE will roll out activities in a cohort design across 4 cohorts, the 
evaluation uses subsequent cohorts as a comparison group. Girls enrolled in Grades 3, 5 and 7 
in formal school were assessed and their scores were used to establish benchmarks.  



The baseline sample is drawn from cohort C1A, while the second cohort (C2) acts as the 
comparison group for C1A. The next planned data collection will be in 12 months and will collect 
data from C1A. The baseline sampling and data collection took place approximately 2 months 
after girls enrolled in the SAGE programme.1 For the baseline study, quantitative data were 
collected from 35 CBLHs in C1A, serving as a treatment cohort, and from 12 communities in C2, 
serving as a comparison cohort (Error! Reference source not found.2). 



 
1 The start date for learning sessions in CBLHs varied by site; in some cases, girls continued to enrol in the weeks following the start 
of lessons as well as after the start of baseline data collection. 



(Re)Enrol in formal/non-formal 
schooling



Enrol in vocational or life-skills 
training



Transition into safe, fairly paid 
(self-)employment



Complete a third year of (optional) 
CBLH



Transition 
pathways



Figure 1: SAGE transition pathways 
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Figure 2: Baseline sample sizes 



 



Staff from the SAGE programme  pre-identified marginalised subgroups and enrolled girls from 
these subgroups during beneficiary selection—including girls between the ages of 10 and 19 who 
had less than a Grade 5 equivalent literacy and numeracy ability.2 The demographics of girls 
selected for the baseline samples are described in Figure 3. The expected proportion of girls with 
disabilities was 6%; the baseline data suggest that over 29% of girls in the treatment cohort and 
over 27% of girls in the comparison cohort had at least one functional difficulty. A high 
replacement3 rate in the baseline sample—4 out of 5 girls in the treatment cohort and 2 out of 3 
girls in the comparison cohort—means that beneficiary identification data points were not 
available for the majority of the sample at the time of baseline. As a result, analyses by some 
subgroups were not initially possible: caregiver status, marital status, whether they had ever been 
to school, grade level at which they dropped out, and religion.  Subsequently, SAGE staff collected 
data from two-thirds of girls in the treatment cohort – C1A – on these missing data points.  The 
results of these additional analyses on the sample for whom the data are available, are provided 
in Annex 19.   



Figure 3: Baseline sample by subgroups—functional difficulty, age, district and replacement status 



 



Educational marginalisation analysis, barriers and analysis of projects’ gender approach 



The Gender Analysis, which was completed prior to the baseline, identified key barriers that 
negatively impacting girls’ ability to participate in schooling. These barriers included the 
accessibility of school, with girls referencing long distances and safety traveling to/from school as 
issues; gender-based violence (GBV), including early marriage, early pregnancy, sexual 
exploitation and violence; lack of familial approval for girls’ education; lack of access to sexual 
reproductive health and rights (SRHR) education and low self-esteem as potential barriers to girls’ 



 
2 Using the WRAT assessment by MoPSE. 
3 At baseline, SAGE provided STS with a list of girls enrolled in CBLHs. STS used this list to randomly select girls to 
participate in the baseline evaluation. During data collection, if the pre-identified girls were not available on the 
day of data collection, SAGE identified replacement girls to participate in the study.  
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education. The baseline report uses survey items to quantify some aspects of the barriers girls 
may face. (Figure 4). More girls in the treatment cohort reported facing accessibility as a barrier 
than any other; lack of support and resources during menstruation was second most common.4 



Figure 4: Percent of C1A girls experiencing barriers identified in the gender analysis and baseline 
evaluation 



 



Baseline levels 



Learning assessments5 — When assessed for their literacy skills using an Early Grade Reading 
Assessment (EGRA), girls’ in both the treatment and comparison cohorts performed at a Grade 
3–5 level; there were no significant differences between their scores. Girls in Grade 7 scored 
significantly higher than both the treatment and comparison cohorts. When assessed for 
numeracy using an Early Grade Mathematics Assessment (EGMA), treatment and comparison 
cohort girls performed at the Grade 3 level; there were no significant differences between their 
scores. Girls enrolled in Grades 5 and 7 had scored significantly higher than both the treatment 
and comparison cohorts (Figure 5).6  
 



Figure 5: EGRA and EGMA aggregate mean scores for girls in C1A, C2 and Grades 3, 5 and 7 



Note: Mean aggregate scores are shown for C1A (treatment cohort), C2 (comparison cohort) and benchmark grades 3, 5 and 7. The group(s) 
with significantly higher scores than the remaining groups is indicated with a red outline. 



Figure 6 shows the distribution of the EGRA aggregate score for the treatment cohort in 
increments of 10. While the aggregated mean score was 44.55, as many girls (n=55) scored zero 
as scored between 40–50 (n=56); fewer than half that number of girls (n=27) had the highest 
possible score. 



 
4 The accessibility barrier captured girls who reported traveling more than 30 minutes to CBLH. The menstruation barrier included 
girls who said they do not have materials to use during menstruation, missed school because of menstruation or had no one to talk 
to about menstruation. 
5 Both learning assessments define learner categories as non-learners who answered 0% of questions correctly, emergent learners 
who answered 1–40% of questions correctly, established learners who answered 41–80% of questions correctly and proficient 
learners who answered 81–100% of questions correctly. 
6 The aggregate EGRA and EGMA scores are computed per FM guidance. The EGRA score is an average percentage correct for 
all subtasks except Oral Reading Fluency, which is on a 0–100 fluency scale of correct words per minute. The EGMA score is an 
average percentage correct for all subtasks. The resulting scale is 0–100 for both tests. 
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Figure 6: Distribution of aggregate EGRA scores, C1A 



 



Figure 7 compares the EGRA performance for girls in the treatment cohort to those in Grade 5 
using proportions of learner categories.7 Overall, girls in the treatment cohort struggled most with 
the reading and listening comprehension subtasks followed by the decoding subtasks. More than 
one-third (41.61%) and almost half (48.15%) of girls scored as non-learners in the short and long 
reading comprehension subtasks respectively. More than one-third (37.69%) of girls scored as 
non-learners on the listening comprehension subtask, and more than one-quarter (29.98%) of 
girls scored as non-learners on the letter sound identification subtask. Although girls in Grade 5 
also struggled with reading comprehension, a smaller proportion—only about one-quarter 
(19.83% and 38.02%, respectively, on the short and long passages)—scored as non-learners. 
Girls in the treatment cohort and in Grade 5 are most likely to be proficient on the familiar word 
subtask (60.78%). When asked to read a long and short passage of connected text, nearly one-
quarter (23.53% and 24.62%, respectively) of girls in the treatment cohort scored as non-learners 
while only 3 percent of Grade 5 girls did. Conversely, more than one-third (41.18% and 35.95%, 
respectively) of girls in the treatment cohort and a similar proportion of girls (45.45% and 33.06%, 
respectively) in Grade 5 were proficient at reading the short and long passages.   



 



 
7 The average EGRA aggregate score of girls in Grade 5 was comparable to the scores of girls in Cohort 1A. As a 
result, the performance by learner categories of these two groups are compared at the subtask level. 



55 50



25 22



34



56 51 51 47
41



27



0 <10 10-20 20-30 30-40 40-50 50-60 60-70 70-80 80-90 90-100



n











11 
 



Figure 7: Proportion of girls in learner categories by EGRA subtask, C1A and Grade 5 



Figure 8 shows the distribution of the EGMA aggregate score for the treatment cohort of girls in 
increments of 10. While the mean score was 66.25, a plurality of girls (n=105) scored in the 80–
90 band, followed by the 90–100 band (n=91). Few girls (n= 5) scored zero on EGMA subtasks. 



Figure 8: Distribution of aggregate EGMA scores, C1A 
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Figure 9 compares the EGMA performance for girls in the treatment cohort to those in Grade 3 
using learner categories.8 The largest proportion of girls from both the treatment cohort and Grade 
3 were proficient in number recognition followed by quantity discrimination, addition level 1 and 
subtraction level 1. On the more difficult subtasks, just more than one-quarter of girls in the 
treatment cohort were proficient in subtraction level 2 (28.98%) and word problems (27.89%); 
these proportions were higher than those among Grade 3 girls. The missing number subtask 
appeared to have been the most difficult for girls; only 7.63% of the treatment group scored as 
proficient learners, although almost 50% scored as established learners (53.59%). Among the 
benchmark group, fewer than 2% of girls were proficient at the subtask.  



Figure 9: Proportion of girls in learner categories by EGMA subtask, C1A and Grade 3 



  
 



Given these findings, the project appears to have enrolled girls who average a Grade 5 literacy 
level and a Grade 3 numeracy level. However, treatment girls struggled more than their formal 



 
8 The average EGMA aggregate score of girls in Grade 3 was comparable to the scores of girls in Cohort 1A. As a 
result, the performance by learner categories of these two groups are compared at the subtask level. 
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education peers on the reading and listening comprehension EGRA subtasks and the missing 
number EGMA subtask.  



The baseline report also examined learning assessments’ ability to capture growth over time. 
Based on the baseline results, both the EGRA and EGMA appear to have ceiling effects. Two 
EGRA subtasks—familiar word reading and oral reading fluency-short—are most unlikely to 
capture growth over time. On the EGMA, only the missing number subtask does not appear to 
have a ceiling effect; all other subtasks are unlikely to capture growth over time. Based on 
discussions with the fund manager (FM), Plan will develop equated forms to compare 
performance at future timepoints. 



Transition — Girls surveys administered at baseline show that 98.04% of C1A girls say they 
believed they will complete CBLH. Of those, almost half (47.62%) reported that they hope to 
transition to vocational training subsequently, and a similar proportion (47.12%) said they want to 
work in a safe, fairly paid job after CBLH. However, less than 2% of girls responded that they 
hoped to go to formal schooling after completing CBLH. At least 4 districts had no girls who intend 
to re-enter formal schooling. Most of the girls who did say they intend to return to formal schooling 
live in rural settings. The assumptions underlying the programme’s theory of change (ToC)—
particularly the proportion of girls who may re-enter formal schooling—will need to be reassessed. 



Sustainability — Sustainability findings—presented for the system, community and learning 
space indicators—are drawn from qualitative data. The overall score on the sustainability 
scorecard was 1.4 out of 4, which indicates some foundation for sustainability but also substantial 
room for growth. System sustainability refers to education officials’ knowledge about and 
responsiveness to marginalised girls’ educational needs. While there is evidence of system-wide 
support for marginalised learners’ education, it is unclear if the Ministry of Primary and Secondary 
Education (MoPSE) will have funding available to support and sustain SAGE initiatives after the 
project ends. Evidence of community sustainability was slightly weaker, although it was based on 
limited data. Among the 5 respondents, there is evidence of a perceived misalignment of the 
programme goals and community expectations that may hinder communities’ appetite for 
continuing the work after the programme’s completion. Evidence of sustainability of learning 
space was limited at baseline and drawn primarily from the Gender Analysis. Those results 
suggest that there are notable barriers that should be addressed in order for the quality of the 
learning space to be maintained after SAGE’s end. However, given the limited evidence, a more 
nuanced understanding of learning space sustainability should be ascertained at the next 
evaluation.  



Intermediate outcomes — In addition to the primary outcomes, SAGE outlines 5 intermediate 
outcomes (IO) to measure the programme’s success; Figure 10 summarizes baselines values 
and key findings. Overall, girls in both cohorts 1A and 2 who had high levels of self-efficacy, more 
positive gender attitudes and high levels of SRHR knowledge scored higher on the learning 
assessments than did girls who had low levels, as measured by the indices for each IO. Although 
indicators for attendance (IO1) and life skills (IO3) were scored at 0.00 because learning sessions 
had not yet begun, qualitative findings highlight several considerations that SAGE should consider 
to ensure regular attendance, effective skills and access to financial resources. Girls’ gender 
attitudes and knowledge of SRHR (IO2) were notably low at baseline, as were gender attitudes 
at the community level (IO4). The average life-skills score (outcome 3) was 29.22 on a 52-point 
scale, indicating that the average girl in the treatment cohort has room for growth in this area. 
Findings related to community support showed low levels of existing support, with room for growth 
over time.  
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Figure 10: Key baseline intermediate outcomes, C1A 



 



Generally, assumptions in SAGE’s ToC regarding subgroups and barriers appear to hold true. 
The most prevalent social, economic and educational barriers uncovered through the baseline 
are already considered in SAGE intervention planning. However, it is unclear if these assumptions 
may need to be adjusted once the beneficiary enrolment information is updated to include all girls 
in cohort 1A, including those who served as replacements in the baseline sample.  



Recommendations 



The following summarizes top priorities identified from the baseline evaluation. Additional and 
detailed recommendations can be found in section 9. 



1. Collect missing demographic information for girls who were subsequently enrolled in 
CBLHs; disaggregate results by subgroups to determine if additional information regarding 
barriers can be obtained. Most importantly, when data is available, Plan can better 
understand learning assessment results by these subgroups as well as differences in life-
skills, self-efficacy, gender perceptions and other IOs by these subgroups. 



2. Review EGRA and EGMA instruments to address ceiling effects. 



3. Ensure that monitoring data captures changes in enrolment. 



In
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IO1
Attendance



- Individual-level barriers: lack of accesibility for girls with disabilities



- Household-level barriers: lack of parental or family support, chore burden, preference for 
boys education over girls'



- Community-level barriers:long distances to school, safety, low-quality instruction, corporal 
punishment



Source: FGD



IO2
Self-efficacy and 
SRHR knowledge



- Girls' self-efficacy mean score: 2.67 out of 3.00



- Girls' gender attitudes mean score: 1.05 out of 2.00



- Girls' SRHR knowledge mean score: 14.91 out of 30.00



Source: Girls survey



IO3
Improved skills and increased access to 



financial resources



- Girls have limited access to vocational and livelihood skills training



Source: FGDs



IO4
Communities demonstrate more 



positive gender attitudes and actively 
support and protect girls 



- Community gender attitudes mean score: 25.42 out of 53.00



- Perception of safety and security support mean score:3.56 out of 5.00



- Girls feel they are supported to stay in school mean score: 7.81 out of 10.00



Source: Boys survey, caregiver survey, girls survey



IO5
Strengthened distrct and national 



leadership and engagement in 
marginalised adolescent girls' 



education



- Funding and resource allocation for non-formal education remains a challenge



Source: KIIs
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4. Emphasize qualitative data at future evaluation points, exploring ‘why’ and ‘how’ to better 
understand the reasons behind observed quantitative results. 



5. Review the Year 1 CBLH curriculum for literacy and numeracy to ensure that girls who are 
above a grade 3 level are also challenged. 



6. Use monitoring data and analysis by beneficiary demographics to better understand girls’ 
intentions for transition and, in turn, to inform programme activities. 



7. Provide training to CBLH facilitators on differentiated instruction and inclusive education 
strategies to meet the needs of all learners. 
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3. Background to project 



3.1 Project context, target beneficiary groups and theory of change  
 



 



Since independence in 1980, Zimbabwe has made great strides in improving access to education. 
Yet in recent years, significant macroeconomic and political challenges have led to declining 
investment in the education sector, with corresponding impacts on learners’ enrolment and 
performance. Marginalised learners—including girls and those with disabilities—are at particular 
risk of being left behind. 



The SAGE programme targets communities where girls face a number of complex and 
interdependent barriers to accessing education: widespread poverty; long distances to the 
nearest school; time spent on house chores or childcare; inadequate school infrastructure in terms 
of accessibility, WASH, or menstrual hygiene management (MHM); gender-inadequate 
pedagogy; and stigma around disability. These are compounded by gender inequality, community 
attitudinal barriers to education—including early marriage and pregnancy—sexual violence and 
boys’ and men’s limited awareness of SRHR.  



SAGE will work in the most affected areas, including Apostolic Christian communities; remote, 
rural areas; peri-urban informal settlements; and communities with high levels of economic 
migration where absent parents have left children unsupported.9 Already economically 
precarious, these communities have been particularly impacted by Zimbabwe’s protracted 
economic crisis, with visible impacts on girls’ access to education.  



 
9 The programme has used national and regional-level statistics and its knowledge of the local context to determine the most 
appropriate locations for its interventions. At the community level, it has engaged with ministry staff and community leaders to 
identify and mobilise potential beneficiary households. 



Project to complete  



• Please outline:  



o The main contextual factors that have influenced the project design (e.g. political, 



economic, social, environmental, legal and/or educational policy/system context). 



o How gender inequalities and marginalisation impact the education of girls in these areas.  



o If the context is the same or different across all the areas the project is working (e.g. is 



one more rural? Does one area have higher poverty, different language or education 



system/policy? Etc.). 



o How your project defines its direct beneficiaries. This definition should include the main 



characteristics girls must have to be enrolled into your project. Please also ensure you 



discuss if any prioritisation criteria was used to select the most marginalised direct 



beneficiaries and if the project was oversubscribed. 



o If applicable, how the direct beneficiaries were selected for cohort one and how future 



cohorts will be selected.  



• Complete Table 1, 2 and 3. 



• Add your Project’s latest ToC diagram in this document or as an annex and briefly summarise it, 



including the activities, intermediate outcomes, assumptions and barriers you’re aiming to 



overcome. 
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The targeted beneficiary girls come from 11 ‘target’ districts in Zimbabwe: Bulilima, Chimanimani, 
Epworth, Harare South, Hatcliffe, Imbizo, Khami, Mutare Rural, Mutasa, Mutoko and Reigate.10 
The baseline assessment was conducted in 7 of the target districts, ahead of launching 
programme activities in the remaining 4 districts. Table 1 summarizes the proportions of Cohort 
1A girls attending formal schooling, dropout status, the level at which they dropped out and age 
group. Data is taken from beneficiary enrollment information shared by Plan with School-to-
School International (STS) at the time of baseline sampling. Table 2 summarizes the transition 
pathways for girls supported by SAGE, Table 3 describes the indirect beneficiary groups (See 
Annex 5 for additional details), and Figure 11 summarizes the programme’s ToC.  



Table 1: Summary of direct beneficiaries  



Direct beneficiary numbers  Total figures  



Total number of girls reached in C1A  4,075 (enrolled) 



Total number of girls expected to reach by the end of project 
in all cohorts 



21,780 



Ever attended formal schooling  
Proportion of total direct 
beneficiaries (%) 



Never been to school  1,546 (37%) 



Been to school but dropped out 2,526 (63%) 



Dropout level 
Proportion of total direct 
beneficiaries (%) 



Dropped out before secondary school  1,550 (38%) 



Dropped out during secondary school 976 (24%) 



Age banding  
Proportion of total direct 
beneficiaries (%) 



10–14 461 (37%) 



15–19  2,611 (63%) 



 
10 Epworth, Harare South and Hatcliffe are peri-urban districts of the capital Harare. Imbizo, Khami and Reigate are peri-urban areas 
of the country’s second largest city, Bulawayo. The remaining 5 districts are rural. 
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Table 2: Proposed intervention pathways 



Interventio
n pathway 



Which 
girls 
follow 
this 
pathway
? 



How 
many 
girls 
follow 
this 
pathwa
y for 
C1A?  



How long 
will the 
interventio
n last? 



How 
many 
cohort
s are 
there?  



What 
literacy 
and 
numerac
y levels 
are the 
girls 
starting 
at?  



What 
does 
success 
look like 
for 
learning
?  



What does 
success look like 
for transition?11  



Accelerate
d Learning 
Programm
e (ALP) and 
Champions 
of Girls 
Education 
(CoGE) 



Out-of-
school 
(OOS) 
girls 
aged 10–



14  



1,461 2 years 
with an 
optional 
third year 



4 Up to 
Grade 7 



ALP 
Year 1 = 
Grades 
1–3 
 



ALP 
Year 2 = 
Grades 
4–5 
 



ALP 
Year 3 = 
Grades 
6–7 



Enrolled in 
formal 
education / NFE 



ALP,  



CoGE and 



Village 
Savings and 
Loans 
Associations 



(VSLA) 



OOS 
girls 
aged 15–



19 



2,611 As above 4 As above As 
above 



Enrolled in NFE / 
Integrated Skills 
Outreach 
Programme 
(ISOP)  / (Self-) 
Employment / 
Entrepreneurshi
p 



Table 3: Indirect beneficiary groups 



Group Interventions received 
Total number reached 
for C1A  



Boys  ALP and CoGE sessions  1,357 



Community Educators 
ALP and gender-sensitive pedagogy training 
sessions and follow-up reflection workshops 



124 



Learning Assistants As above 62 



CoGE Facilitators CoGE facilitation training 122 (70 women) 



 
11 It is important to note that the final decision on transition belongs to the girls themselves. 
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Figure 11: Summary of the theory of change 



Outcomes 1 Learning 2 Transition 3 Sustainability Assumptions 



Assumed  



causal links 



If girls regularly attend 
accessible, community-based 
learning sessions, staffed by 
well-trained and supportive 
community educators (CEs), 
they will attain desired 
learning outcomes. Girls’ 
acquisition of life skills and 
improved self-efficacy and 
confidence will in turn 
contribute to and support 



their learning. 



If girls have improved skills, 
access to financial resources, 
information and the ability to 
act on available 
opportunities—as well as 
improved financial and 
emotional support from their 
families—they will be able to 
transition into further formal 
or informal education, 
training or (self-) 



employment, as they desire. 



If communities adopt more 
positive and supportive 
attitudes toward girls’ 
education, and if the larger 
policy environment is made 
more responsive to girls’ needs, 
girls will enjoy a more enabling 
environment that supports 
their education and project 
impacts will be sustained.  



► Community engagement 
and mobilisation efforts are 
sufficient to mitigate 
resistance, stimulate demand 
for education and enable 
highly marginalised girls’ 
participation in all components 
of the programme 



 



► Training and incentive 
structures are sufficient to 



support and retain CEs  



 



► Improvements in household 
economic security are not 
undermined by economic 
shocks and opportunities exist 



and are open to girls 



 



► National- and district-level 
education officials remain 
supportive of the programme 
as a whole 



 



► Relevant national- and 
district-level child protection 
officials remain supportive of 
efforts to work through and 
strengthen community-based 
protection mechanisms  



 



► Political will of government 
to work in partnership with 
INGOs is maintained 



 



► The political situation 
remains sufficiently stable for 
the project to continue its 



operations 



Intermediate 
Outcomes 



   



IO1 – Highly marginalised 
adolescent girls regularly 
attend high-quality, 
accelerated learning sessions 
in CBLHs 



IO3 – Highly marginalised 
adolescent girls and their 
families have improved skills 
and increased access to 
financial resources 



IO4 – Communities 
demonstrate more positive 
gender attitudes and actively 
support and protect girls 



IO2 – Highly marginalised 
adolescent girls have 
increased self-efficacy and 
life skills 



IO5 – Strong and active 
partnerships with MoPSE 
officials and other civil society 
actors actively advocate for 
more inclusive, gender-
responsive education policies 



Outputs    



OP1 – Highly marginalised 
adolescent girls can access 
high-quality accelerated 
learning programmes 
through CBLHs 



OP4 – Highly marginalised 
adolescent girls and their 
families are supported to 
participate in VSLAs and skills 
development opportunities 



OP5 – Adolescent and adult 
champions of gender equality 
engage others in their 
communities in dialogue on 
girls' rights 



OP2 – CEs and formal sector 
NFE mentors are trained and 
supported to employ 
inclusive, gender-responsive 
teaching strategies 



 



OP6 – Programme evidence and 
learning, including girls' own 
voices and experiences, are 
shared with key stakeholders at 
district and national level. 



OP3 – Highly marginalised 
adolescent girls and boys are 
supported to learn about and 
discuss life skills and their 
SRHR 
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4.  Baseline evaluation approach and methodology  



The following section presents information on the baseline evaluation approach, including details 
on the overall evaluation purpose and questions, quantitative and qualitative methodologies, data 
collection tools, enumerator training and operational baseline data collection. The baseline was 
conducted by the SAGE program’s external evaluator (EE), STS, and a local data collection firm, 
Select Research. 



4.1 Evaluation purpose and evaluation questions  



The overall purpose of the SAGE programme baseline evaluation is to test the assumptions 
outlined in the programme’s ToC (Figure 11). The evaluation is designed to provide meaningful 
and relevant findings of the programme design and its ability to meet the programme outcomes 
as they are related to IOs.  



SAGE program’s primary evaluation questions and data sources available at baseline are outlined 
in Table 4. Four project-level evaluation questions guide all Leave No Girl Behind (LNGB) 
projects, and the evaluation sub-questions align with SAGE program’s ToC. These questions 
measure the assumptions the programme was designed on, and the results for these evaluation 
sub-questions are aggregated across the sample to answer primary evaluation questions.  



The evaluation employed both quantitative and qualitative methods. STS and Plan worked 
together to ensure the findings are presented in a fair and reliable manner.  



Table 4: Evaluation questions, summary of qualitative and quantitative data, analysis required to 
answer question 



Evaluation question  
Qualitative data and 
analysis required 



Quantitative data and 
analysis required 



GEC evaluation questions 



Process  
Was the programme successfully designed and implemented according to 
stakeholders? 



Impact  
What impact did the programme have on the learning and transition of 
marginalised girls, including girls living with disabilities? How and why was this 
impact achieved? 



Value for 
Money 



Did the programme demonstrate good value for money approach? 



Effectiveness 
What worked and what did not work to increase the learning and transition of 
marginalised girls (as defined by the programme)? 



Sustainability 
How sustainable were the activities funded by the GEC and was the programme 
successful in leveraging additional interest and investment? 



SAGE evaluation questions 



1. Which activities and methodologies have 



been most effective in improving literacy 
n/a 



Learning Assessments  
(EGRA and EGMA) 
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and numeracy skills for highly marginalised 



girls? 



2. What impact did the programme have on 



the transition of highly marginalised girls 



into education, learning, training or work 



opportunities? 



n/a 



Data was not collected 
on transitions at 
baseline; intentions to 
transition were 
available  



3. How sustainable were the programme 



activities? Was the programme successful 



in leveraging additional interest, 



investment and policy change? 



KIIs with MoPSE district 
and national official, 
community leader, 
NGO and INGO leader 
and formal head 
teachers  



n/a 



4. What are the contributions of ALPs 



delivered through CBLHs towards the 



transition to formal or NFE by highly 



marginalised girls? 



n/a 
Data was not collected 
on transitions at 
baseline 



5. What are the contributions of VSLAs and 



skills development opportunities for highly 



marginalised girls’ transition to (self-) 



employment? 



n/a 
Data on VSLAs and 
financial skills was not 
collected at baseline.  



6. What are the key factors needed to 



facilitate the transition of highly 



marginalised girls into education, training 



or employment and to increase learning? 



7. What types of interventions are effective in 



building non-cognitive skills? 



8. What were the most cost-effective and 



impactful activities/methodologies across 



the intervention? 



n/a 
Data was not collected 
on transitions at 
baseline 



9. How successfully did the programme 



reduce barriers to full participation in 



education or vocational education for 



highly marginalised girls? 



10. How effective were programmatic 



elements or adaptations at contributing to 



the desired change? 



n/a Girls Survey 



11. To what extent are CBLH activities—both 



the ALP and CoGE sessions—contributing 



toward improvements in highly 



 



Girls survey  



Household survey—



boys 
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4.2 Overall evaluation design 



The purpose of this evaluation is to establish baseline values at the start of the implementation of 
the SAGE programme. In turn, these values will allow the programme to assess change over time 
in delivery, effectiveness, value for money and impact.  



To measure the LNGB evaluation questions and the SAGE programme’s evaluation questions, 
the baseline study uses a mixed-method, longitudinal, cross-over design.12 The evaluation will 
utilise data from learning assessments and a package of quantitative and qualitative instruments 
from different respondents in subsequent timepoints. Additionally, SAGE will conduct regular 
monitoring of indicators outlined in the logframe. The variety of tools, respondents and methods 
allow for the data to be triangulated and linked across evaluation questions and indicators.  



Because SAGE will initiate activities in a cohort design across 4 cohorts, the evaluation uses 
beneficiaries in a subsequent cohort as a comparison group and girls enrolled in formal school in 
Grades 3, 5 and 7 to establish benchmarks. As described in the monitoring, evaluation and 
learning (MEL) framework, the first cohort (C1A) will be the first treatment group, receiving the 



 
12 As per definition in LNGB MEL Guidance p. 143, and as noted in the MEL Framework submitted to FM December 14, 2018. 



marginalised girls’ self-esteem and social 



networks? 



12. How and to what extent has the 



programme fostered positive changes in 



gender attitudes and practices among 



different stakeholders—including girls or 



young women; boys or young men; 



mothers, fathers and other caregivers; and 



community and religious leaders—to create 



a more protective and supportive 



environment for highly marginalised girls? 



What factors have enabled or inhibited 



these changes? 



KII with community 
leader 



Girls survey  



Household survey –
Parent/caregiver  



Household survey—



boys 



13. How do communities and government 



come together in a sustainable way to 



provide improved life opportunities for 



girls? 



KIIs with government 
officials and community 
leaders 



n/a 



14. What impact does the programme have on 



the life of the girls involved? To what 



extent has the programme enabled 



changes in girls’ aspirations and agency? 



n/a Girls survey  



15. What is the impact of the programme on 



the local community through its CEs and 



girls who have more life-chances and 



associated skills? 



KII with community 
leader 



Girls survey  



Household survey –
Parent/caregiver 



Household survey—



Boys  
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ALP intervention in 63 CBLHs across 7 districts (Figure 12). The baseline sample is drawn from 
the first cohort, C1A. The second cohort (C1B) will include 4 districts and will receive the SAGE 
intervention approximately 6 months after C1A. The third cohort (C2) acts as the comparison 
group and is set to receive the intervention 18 months after C1A in 33 CBLHs across the initial 7 
districts. The cohorts come from different geographical areas of the 11 target districts. The 
districts were selected by Plan prior to baseline. 



Figure 12: Phasing of cohorts for intervention and corresponding evaluation activities 



 



A joint sampling approach was used for the SAGE evaluation. Specifically, STS and the 
programme collected data from girls who were randomly sampled from C1A for a treatment group 
and C2 for a comparison group. The team collected IO data from a smaller sample of other 
respondents—parents and caregivers, boys and community leaders—in the CBLHs and 
communities where sampled girls live. Project monitoring data on attendance is expected to be 
collected from all CBLHs by SAGE during the interventions and reported in subsequent evaluation 
reports. 



The baseline evaluation design adheres to the current logframe and MEL framework. To examine 
the ToC’s assumptions between IOs and outcomes, STS linked all data to girls’ unique identifiers, 
allowing for analysis of the relationship between scores and outcomes. Additionally, the 
evaluation design is gender equality and social inclusion accommodating. The evaluation design 
considers gender, disability and other social differences and inequalities. These characteristics 
are explicitly accommodated in the selection of programme beneficiaries, evaluation tools’ design 
and administration protocols, respondents sampling, enumerators’ selection and training and 
evaluation results’ reporting.  



The baseline evaluation took place at the start of Year 1 of the SAGE intervention starting with 
sample selection in July and submission of the final baseline report in December 2019. Given the 
need to identify participants for the evaluation, sampling and data collection took place 
approximately 2 months after girls were enrolled in the programme.  The start date for learning 
sessions in CBLHs varied by site; in some cases, girls continued to enrol in the weeks following 
the start of lessons.  



The baseline evaluation report combines qualitative data collected during the Gender Analysis 
study, limited qualitative data collected during baseline and quantitative data collected at baseline 
for learning, transition and IOs reporting. 



The programme’s MEL framework originally outlined a census-based evaluation. Due to budget 
and timing constraints, this was changed, and girls were randomly sampled from SAGE CBLH 
sites to participate in the baseline evaluation. The sampling approach is described in further detail 
in section 4.4. 



4.3 Evaluation ethics  



STS adhered to SAGE ethics, child protection and safeguarding policies throughout the baseline 
process. This included providing all enumerators and Select Research staff with relevant policies 
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and engaging SAGE to present on the policies during enumerator trainings. Enumerators were 
provided with SAGE persons of contact for each district to ensure that any ethical issues that 
arose could be mitigated or reported. A summary of the ethical protocols and the baseline 
approaches to adhering to protocols is presented in Supplementary Table 1.  



Supplementary Table 1: Ethical protocols and baseline approaches 



Ethical issue or protocol Baseline approach 



Administrative, technical and 
physical safeguards to protect the 
confidentiality of those 
participating in research 



All STS staff received certification on Human Subjects 
Research as required by institutional review boards. STS 
trained all staff and enumerators on the importance of 
confidentiality, especially for vulnerable populations. Data 
was uploaded electronically and stored in password protected 
databases. STS designed data collection logistics to ensure 
confidentiality of respondents is maintained to the highest 
extent possible. All evaluation data was saved using unique 
IDs to minimize the ability of respondent information to be 
unmasked. 



Safeguards for those conducting 
research 



SAGE’s safeguarding coordinator monitored risks associated 
with those conducting research. The safeguarding 
coordinator reviewed the data collection plans and provided 
feedback to ensure that the plans addressed safeguarding 
needs. 



Child-safe physical safeguards for 
children participating in research 



SAGE’s safeguarding coordinator monitored risks associated 
with children participating in research. STS, with support from 
Plan, trained enumerators on the SAGE Programme 
Safeguarding Strategy and Implementation Action Plan. STS 
designed data collection logistics to ensure proper gender and 
cultural sensitivities were considered during data collection. 



Adherence to good practice 
guidelines on researching violence 
against women and girls 



STS collected data from adult men and women as well as 
adolescent boys and girls to assess gender norms and 
awareness of GBV. Given the necessity to avoid the re-
traumatisation of survivors, protect confidentiality and 
minimize risk, STS trained all enumerators on best practices 
around researching violence against women and girls. 
Enumerators also learned ways to make safe and sensitive 
referrals in the event of disclosures during data collection. 
This training adhered to SAGE’s procedures for referrals and 
disclosures. 



Appropriate time allocated to 
engage with children participating 
in research 



During the pilot, STS tested the assessment and survey 
lengths and made recommendations to streamline the tools 
to help respondents feel comfortable and to avoid fatigue 
during data collection. In addition, STS trained enumerators 
on ways to build rapport and make respondents comfortable, 
as well as strategies for structuring the data collection 
schedule at each site to provide respondents with short 
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Ethical issue or protocol Baseline approach 



breaks, particularly for the girls participating in both the 
learning assessments and survey. STS also ensure that 
additional time for assessments was allocated to children with 
disabilities, as per best practices.  



Data protection protocols and 
secure maintenance procedures for 
personal information 



All STS staff received certification on Human Subjects 
Research as required by institutional review boards. STS 
trained all staff and enumerators on the importance of 
confidentiality, especially for vulnerable populations. Data 
was uploaded electronically and stored in password-protected 
databases. STS designed data collection logistics to ensure 
confidentiality of respondents is maintained to the highest 
extent possible. All evaluation data was saved using unique 
IDs to minimize the ability of respondent information to be 
unmasked. 



Parental consent concerning data 
collection from children or collation 
of data about children; age and 
ability appropriate assent processes 
based on reasonable assumptions 
about comprehension for the ages 
of children and the disabilities they 
intend to involve in the research 



STS, in collaboration with Plan, ensured that, when possible, 
consent is sought from parents or caregivers for all 
respondents under the age of 18. Respondents under the age 
of 18 were asked for their assent to take part in the research. 
Where parents or caregivers were asked to consent and 
children did not assent, the view of the child was respected. 
Consent and assent protocols were administered at the start 
of each data collection tool. STS trained enumerators on 
steps to take if consent or assent was not given. STS also 
trained enumerators on best practices for soliciting assent 
from children with disabilities. 



Appropriate spaces and 
methodologies tailored in 
consideration of unique needs of 
girls and boys, including those with 
disabilities 



STS followed EGRA and EGMA best practices on establishing 
physical spaces for testing, including ensuring that 
respondents were assessed in a quiet and private location 
with no disruptions. Enumerators ensured that any portions 
of the surveys will be administered in private locations where 
responses were not be observable to outsiders. Further, STS 
ensured that data collection teams were composed of 
females due to survey content and cultural sensitivities. STS 
designed and implemented individualized accommodations 
for children with disabilities to ensure their unique needs were 
met in the assessment context. 



Appropriate language and 
communication for different ages 
and the disabilities of children 
involved in the research 



STS made learning assessment instructions and survey items 
available in Shona and Ndebele to ensure that respondents 
could answer questions in a language familiar to them. STS 
designed and implemented individualized accommodations 
for children with disabilities to ensure their unique needs were 
met in the assessment context. 
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Ethical issue or protocol Baseline approach 



Age-appropriate participation of 
girls, including in the development 
of data collection tools 



SAGE provided a list of age-appropriate beneficiaries from 
whom STS selected the sample. STS distributed all data 
collection tools to Plan for review before and after the pilot to 
ensure local knowledge of age-appropriateness was 
considered. Further, STS adjusted data collection tools after 
piloting to ensure that they were appropriate for the 
populations to which they were administered during 
operational data collection. 



 



4.4 Quantitative evaluation methodology 



Quantitative evaluation tools 



Five baseline evaluation surveys and 2 learning assessments were developed and used for the 
quantitative component of the evaluation per the MEL framework. The development of the 
learning assessments for SAGE is described in additional detail in the corresponding sections. 
STS and Plan collaboratively developed the survey tools, detailed in Error! Reference source 
not found., prior to pretesting and data collection. They include a girls survey and 4 household 
surveys––boys survey, parent/caregiver survey, head of household (HoH) survey and transition-
benchmark survey for girls in formal schools. The tools combined numerous domains relevant to 
the programme’s ToC and items that corresponded to the programme’s logframe indicators. Each 
tool uses LNGB templates as the initial source of items. Following the compilation of these items 
and additional programme-specific items within each tool, STS shared drafts with Plan and 
partners, who commented and provided revised or new items based on the project’s indicators 
and specific implementation priorities.13, 14 All items’ sources and revisions were tracked in a 
master file. All surveys were shared with the FM for review and approval prior to the pre-test and 
operational data collection.  



Table 5: Quantitative evaluation tools at baseline 



Tool name 
Relevant 
indicator(s) 



Who 
developed 
the tool?  



Was tool 
piloted? 



How were piloting 
findings acted upon (if 
applicable) 



Was tool 
shared 
with the 
FM?  



Was FM 
feedback 
provided?  



Girls survey  



IO.2.1 



IO.2.2 



IO.4.1 



IO.4.2 



IO.4.3 



STS, Plan  Yes 



Minor modifications 
to translations and 
problematic items 
made following pilot  



Yes Yes 



Boys Survey  
IO.2.1 



IO.2.2 
STS, Plan Yes Minor modifications 



to translations and 
Yes Yes 



 
13 Plan provided adapted items from the Gender Norm Attitudes scale and Gender Equitable Men scale. See Nanda, Geeta. 2011. 
Compendium of Gender Scales. Washington, DC: FHI 360/C-Change.  
14 Plan provided self-efficacy items adapted from Chen, G., Gully, S.M. and Eden, D. (2001) ‘Validation of a New General Self-
Efficacy Scale’, Organizational Research Methods, 4 (1): 62-83. 
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Tool name 
Relevant 
indicator(s) 



Who 
developed 
the tool?  



Was tool 
piloted? 



How were piloting 
findings acted upon (if 
applicable) 



Was tool 
shared 
with the 
FM?  



Was FM 
feedback 
provided?  



IO.4.1 



IO.4.2 



IO.4.3 



problematic items 
made following pilot 



Head of 
Household 
Survey  



IO.4.1 



IO.4.2 



IO.4.3 



STS, Plan Yes 
Minor modification to 
problematic item 
following pilot 



Yes Yes 



Parent / 
Caregiver 
Survey  



IO.4.1 



IO.4.2 



IO.4.3 



STS, Plan Yes 
Minor modification to 
problematic item 
following pilot 



Yes  Yes  



Transitional-
benchmark 
Survey  



O.1.1 



O.1.2 
STS, Plan Yes 



Minor modification to 
problematic item 
following pilot 



Yes  Yes  



EGRA 
O.1.1 



O.1.2 



STS 
(adapted 
from 
existing 
tools) 



Yes  



Based on the pilot, 
revisions were made 
to reading passage, 
reading 
comprehension, and 
listening passage to 
align with quality 
guidance 



Yes Yes 



EGMA 



O.1.1 



O.1.2 



 



STS 
(adapted 
from 
existing 
tools) 



Yes  



Significant updates 
made to addition level 
2, subtraction level 2, 
and word problems to 
align with quality 
guidance 



Yes Yes 



It is expected that the 5 surveys should remain relatively stable across the evaluation points, with 
only minor revisions or additions required.15 Additional forms of the learning assessments will be 
developed for future timepoints to respond to programme evaluation questions using data 
collected for equating.  



Enumerators 



STS and Select Research worked collaboratively to recruit, hire and train enumerators for the 
pilot and operational baseline data collection activities. STS provided Select Research with a list 
of key qualifications and job descriptions, and Select Research recruited local, female 
enumerators who fit the required qualifications. Following initial screenings, oral interviews and 
reference checks, Select Research selected 11 enumerators and 3 supervisors for the 



 
15 This assumes that the programme’s ToC also remains stable across evaluation points. 
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quantitative activity. Two supervisors oversaw Shona-language teams, and one supervisor 
oversaw the Ndebele-language team. All selected enumerators had prior experience conducting 
surveys either on paper or electronically. 



Before training commenced, all selected enumerators signed contracts with Select Research that 
stipulated their expected roles and expected ethical and professional conduct during training and 
data collection. Additionally, all enumerators underwent police security clearance checks as 
required by Plan as part of its child safety and protection procedures for all persons working under 
their programmes.  



The baseline quantitative enumerator training, facilitated by STS with support from Select 
Research and Plan, took place from 25–28 July 2019 in Harare. During the training, all 
enumerators participated in large group sessions to introduce the data collection tools and 
procedures. The enumerators worked in pairs, by language, to practice administering the tools. 
Training sessions included: 



• Baseline study purpose and research ethics 



• Introduction to SAGE programme 



• Safeguarding and child protection 



• EGRAs and EGMAs  



• Surveys 



• Using tablets for data collection 



• Team roles and responsibilities 



• Accommodations for schools with disabilities 



• Data collection logistics 



• Supervisor roles and responsibilities 



All enumerators and supervisors participated in the quantitative pilot, which took place on 29 July 
2019 in Harare and Mutoko. Each enumerator administered 15 learning assessments and 5 of 
each quantitative survey. Enumerators provided feedback on their experience and specific 
components of the tools; their feedback was incorporated into the revisions presented to Plan and 
the FM prior to the start of operational data collection. After approval from Plan and the FM on 
changes from the pilot, training on the final operational tools was held on 2 August 2019. 



The supervisor training day was held on 1 August 2019; it included sessions on supervisory roles 
and responsibilities during data collection. On the last day of training, Select Research divided 
the enumerators into 3 teams: 1 Shona teams with 4 enumerators and one supervisor-
enumerator, and one Ndebele team with 3 enumerators and one supervisor-enumerator.  



Quantitative data collection 



Quantitative data collection took place from 4 August through 10 September 2019. CBLH visits 
varied from one to 2 days, depending on the CBLH sample targets. Shona team A was assigned 
to CBLHs in the Epworth, Mutasa and Mutuko districts; Shona team B to the Chimanimani and 
Mutare Rural districts; and Ndebele team C to Bulilima and Imbizo districts.  
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All data was collected electronically on Android-based tablets. The learning assessments were 
administered to girls using Tangerine®, and surveys were administered using SurveyCTO. At the 
end of each day of data collection, supervisors uploaded all data from their team’s tablets to the 
software servers. STS’s quality control team downloaded and securely stored all raw data on a 
password-protected server for daily review, cleaning and analysis. After data collection was 
completed, Select Research ensured that the software and data were permanently deleted from 
the tablets and that any paper documents with identifying information were discarded.  



Data quality was assured through several strategies. The use of tablets for electronic data capture 
mitigated data entry errors and helped ensure data quality, consistency and collection efficiency. 
Records were linked across tools using SAGE’s unique beneficiary IDs, which were programmed 
into all tools and populated into the dataset. During community visits, supervisors completed 
tracking sheets to keep a record of girls who had been assessed; girls who completed the girls 
survey; and parents, caregivers, heads of households or boys who completed any surveys. As a 
result, it was possible for STS’s quality control team to know which and how many tools were 
completed daily, determine any data quality issues and ensure that the correct girls were sampled. 
Any issues or challenges were recorded into a data collection tracker, and STS’s quality control 
team coordinated directly with team supervisors through WhatsApp to reconcile any quality 
issues. 



Quantitative data cleaning and storage 



STS stores all raw data on a password-protected server. Raw datasets are subject to 3 levels of 
data cleaning based on a standard protocol. During the first level, final raw data are labelled and 
reviewed to ensure the data was uploaded within the data collection period; any duplicates were 
removed; the number of records per CBLH was checked against the expected sample; and 
consent was received for all respondents. In the second level, disposition codes taken from the 
quality control team’s data collection tracker are integrated and applied to the data to identify, 
remove or adjust cases based on issues uncovered during the data collection.16 Afterwards, 
analysts again reviewed datasets for duplicates, missing data, and inconsistencies. Finally, at the 
third level, analysts compute learning assessment subtask scores, aggregate literacy and 
numeracy scores and survey composite scores. Outliers are identified and examined for 
inconsistencies. At the end of the 3 levels of cleaning, datasets are merged to complete the 
analysis.  



Quantitative data analysis 



All quantitative data were analysed using Stata and IBM SPSS® software platforms. The learning 
assessment analysis included girls who were sampled and had unique ID numbers that matched 
the SAGE enrolment database. For girls in the original sample, these unique IDs were provided 
prior to data collection by Plan. For the replacements, STS and Plan matched the girls in the data 
set with the ID numbers in the enrolment database. The raw learning assessment data includes 
1,167 records. The final analytical learning assessment file contains 1,061 records. 



Similarly, the girls survey analysis included girls who were sampled and had a unique ID number 
that matched the enrolment database, as well as replacement girls where the unique IDs were 
matched following data collection. Raw data from the girls survey includes 737 records. The final 
girls survey analysis file contains 664 records.  



 
16 Disposition codes are STS’s internal system for data cleaning. Specifically, disposition codes are used to indicate the type of 
issue in a record or data point and the proposed resolution. During the cleaning process, disposition codes assist the analyst to 
determine the extent of discrepancies in a specific record or a specific variable and make appropriate decisions about the data 
quality and cleaning. 











30 
 



Household survey analysis includes parents, caregivers and heads of households of girls who 
were sampled and had a unique ID number that matched the enrolment database, as well as 
replacement girls in which case, unique IDs were matched following data collection. The surveys 
also included boys who are related to or residing in the same house as girls in the sample. At 
each site, 7 caregivers, 2 heads of household and 2 boys participated in the evaluation to provide 
community-level data. The raw parent/caregiver survey data file contains 346 records from the 
sample and replacement girls’ households; the final parent/caregiver survey analytical file 
contains 346 records. The raw HoH survey data file contains 127 records from sample and 
replacement girls’ households; the final HoH survey analytical file contains 100 records. The raw 
boys survey data file contains 114 records from sample and replacement girls’ households; the 
final boys survey analytical file contains 100 records. 



The survey datasets were merged to enable an analysis of marginalisation characteristics and 
barriers to education. Finally, these datasets were merged with the learning assessment dataset.  



All results use the unit of analysis that most accurately reflects the way in which the data was 
collected, and items were structured. For all learning data, results are presented across girls, as 
the unit of analysis is the individual learner. For survey data, the unit of analysis varies. For 
indexes related to aspects of the community, the unit of analysis is respondents but is described 
as the community. 



For the learning assessment, scores and learning bands were computed and reported per LNGB 
guidance. Guidance for aggregate scoring in subsequent evaluation points may be revised to 
account for fluency rates on timed subtasks, instead of reporting only percentage correct.17 



STS created composites—or indexes—for IO indicators by mapping survey items to indicators. 
The mapping of items to indicators and the construction of composites was shared with Plan and 
reviewed with the FM prior to analysis. Relevant but non-overlapping items from the girls and 
household surveys were included in indices constructed for each indicator.18 Although the majority 
of indexes were constructed based on the theory underlying the survey construction, the reliability 
of each composite was also checked by computing Cronbach’s alpha (Annex 14).19  



Learning tests  



SAGE’s learning assessments were adapted from existing EGRAs and EGMAs that had been 
previously administered in Zimbabwe.20 Both the learning assessments instructions were 
administered in Shona and Ndebele, with the subtasks measuring performance in English. Shona 
and Ndebele were selected because they are the primary languages in the districts where the 
baseline was administered. 



Details on both learning assessments’ subtasks are included in Supplementary Table 2. Most 
subtasks included autostops—early stop rules—meaning that if learners do not correctly answer 
a predetermined set of items, the subtask would automatically stop, and enumerators would move 
to the next subtask. These were established to allow learners to efficiently move through the 
assessment and to prevent learners from spending a long period testing skills that they do not 
have. This allowed for respondents with low learning levels to forgo attempting all items on each 
subtask. The length of time allocated for each timed subtask is discussed in Supplementary Table 



 
17 The FM will provide additional guidance on scoring at midline based on conversations with the funder.  
18 Only respondents who answered 25% or more of the underlying items were included in the index calculation. 
19 Cronbach’s alpha is a measure of internal consistency or scale reliability. It measures how closely related a set of items are within 
a defined group. 
20 The learning assessments were developed in 2015 by World Vision under the GEC-funded Improving Girls’ Access through 
Transforming Education (IGATE) programme and under the Malawi National Reading Program funded by USAID in 2018.  
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2. For similar reasons, learners who did not correctly answer any items on the addition or 
subtraction level 1 subtasks were not asked items from the corresponding level 2 subtasks.  



Supplementary Table 2: Learning assessments 



Tool name Subtask  Purpose  Administration Scoring 



EGRA Letter sound 
identification 



Alphabet knowledge Timed—2 minutes; 
autostop after first 
10 items 



Correct letter 
sounds per 
minute; 100 items 
total 



Familiar word 
reading 



Sight-word 
recognition and 
decoding  



Timed—2 minutes; 
autostop after first 5 
items 



Correct familiar 
words per minute; 
50 items total 



Oral reading 
fluency  
(short story) 



Decoding and 
reading fluency 



Timed—2 minutes; 
autostop after 6 
items 



Correct words per 
minute; 65 items 
total 



Reading 
comprehension 
(short story) 



Reading 
comprehension 



Untimed; number of 
questions asked 
corresponds to how 
many items read in 
oral reading fluency 
passage 



Correct out of 5 



Oral reading 
fluency  
(long story) 



Decoding and 
reading fluency 



Timed – 3 minutes; 
autostop after 6 
items 



Correct words per 
minute; 93 items 
total 



Reading 
comprehension 
(long story) 



Reading 
comprehension 



Untimed; number of 
questions asked 
corresponds to how 
many items read in 
oral reading fluency 
passage 



Correct out of 5 



Listening 
comprehension 



Oral language 
comprehension and 
vocabulary 



Untimed; all 
questions asked of 
all respondents 



Correct out of 5 



EGMA Number 
recognition 



Numerals and 
numericities 
identification 



Timed—2 minutes; 
no autostop 



Correct per 
minute; 20 items 
total 



Quantity 
discrimination 



Numerical 
magnitudes 
comparisons 



Untimed; autostop 
after 4 consecutive 
incorrect items 



Correct out of 10 



Missing numbers Number patterns 
identification 



Untimed; autostop 
after 4 consecutive 
incorrect items 



Correct out of 10 
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Tool name Subtask  Purpose  Administration Scoring 



Addition  
(level 1) 



Arithmetic skills Timed—2 minutes; 
no autostop 



Correct per 
minute; 20 items 
total 



Addition  
(level 2) 



Arithmetic skills Untimed; no 
autostop; only 
administered if 
respondent 
correctly answered 
at least one item 
correct on addition 
level 1 



Correct out of 5 



Subtraction 
(level 1) 



Arithmetic skills Timed—2 minutes; 
no autostop 



Correct per 
minute; 20 items 
total 



Subtraction 
(level 2) 



Arithmetic skills Untimed; no 
autostop; only 
administered if 
respondent 
correctly answered 
at least one item 
correct on 
subtraction level 1 



Correct out of 5 



Word problems Conceptual and real-
word mathematics 
understanding 



Untimed; autostop 
after 4 consecutive 
incorrect items 



Correct out of 6 



Quantitative sample selection  



After Plan developed the MEL framework, STS drafted the inception report. During this phase, 
STS, Plan and the FM carried out discussions regarding the sample size, specifically resource 
constraints for conducting a census level baseline study. Based on those conversations—which 
are documented in the inception report and a subsequent memo—the final sampling approach 
approved in collaboration with the FM was a 3-stage clustered random sampling approach that 
adheres to the sampling standards set forth by the FM (Supplementary Table 3). The 3-stage 
approach accounts for the clustering of girls in CBLHs. To determine the sample size, the 
sampling methodology first used the requisite sampling parameters to determine the number of 
girls in the sample, assuming a simple random selection (Supplementary Table 4). Next, this 
sample size was increased to account for the attrition rate of 30%. Finally, the sample was 
increased again to account for the design effect of a 3-stage sampling approach (Supplementary 
Table 5).  



Upon receiving the sampling frame, the sample for the comparison group was again adjusted 
because the number of available CBLHs in the comparison cohort was significantly lower than 
expected. Specifically, when the sampling frame was received, STS identified 3 major differences 
from the original intended population: 
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1. The proportions of the population between treatment and comparison cohorts were 
assumed to be 0.52 from previously available data, but in the final sampling frame is 0.40. 



2. The number of eligible girls in each CBLH varied widely when applying the eligibility 
criteria, including: 



i. Dropped out before secondary OR 



ii. Newly enrolled and under 16 years old OR 



iii. Identified as a girl with disabilities OR 



iv. Performed below a Grade 5 level on the Wide Range Achievement Test 



The final eligible population was 846 girls in the comparison group and 4,568 in the 
treatment group. 



3. The number of communities with small enrolments were high in the comparison group. A 
threshold of at least 20 enrolees was used for the treatment group to ensure that the 
requisite number of girls were available for the study. For comparison communities, when 
applying the threshold of 20 or more, only 10 communities were available. Instead, a 
threshold of 15 girls enrolled was applied to increase the number of eligible CBLHs to 12. 
All 12, therefore, were selected for the sample. 



Based on these parameters, the resulting design effect was 3.5. The change in the population 
proportion, design effect and the smaller number of eligible communities in the comparison group 
resulted in having to recompute the power calculations. The resulting sample is shown in 
Supplementary Table 6. 



Supplementary Table 3: Proposed sample standards 



Minimum detectable effect 
0.4 standard deviations  
(this was approved with the FM on 29 April 2019) 



Level of significance 5% 



Power 80% 



Attrition buffer 30% 



ICC21 0.1 



Supplementary Table 4: Proposed power calculations22 



Test family t tests 



Statistical test Means: difference between 2 independent means (2 groups) 



Type of power analysis A priori: Compute required sample size—given α, power and effect size 



 
21 UK Aid Girls’ Education Challenge, LNGB MEL Guidance July 2018, 117. 
22 Computed using G-Power. 
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Input parameters Output parameters 



Tail(s) 2 
Non-centrality 
parameter δ 



2.8123106 



Effect size d 0.4 Critical t 1.9709056 



α err prob 0.05 Df 218 



Power (1-β err prob) 0.8 Sample size group 1 145 



Allocation ratio N2/N1 0.52 



Sample size group 2 75 



Total sample size 220 



Actual power 0.7995291 



Supplementary Table 5: Proposed learning sample sizes 



Group 
Total number 
of CBLHs 



Treatment 
learners per 
CBLH 



Total number 
of learners to 
be assessed 



Design 
Effect 



Effective 
number of 
learners  
(SRS-
equivalent n) 



Treatment 35 12 420 2.1 200 



Comparison 28 16 448 2.5 179 



Supplementary Table 6: Actual learning sample sizes feasible in the sampling frame 



Group 
Total number 
of CBLHs 



Learners per 
CBLH 



Total number 
of learners to 
be assessed 



Design 
Effect 



Effective 
number of 
learners  
(SRS-
equivalent n) 



Treatment 35 12 375 2.1 179 



Comparison 12 20 250 3.5 72 



The power calculations were reviewed with Plan and the FM, who agreed to a two-stage sampling 
approach. Based on these power calculations, the C1A sample included a first-stage random 
selection of 35 CBLHs, proportional to the total number of CBLHs in C1A by district (see 
Supplementary Table 6). The C2 sample, which serves as a comparison, included 28 CBLHs. 
However, when the final sampling frame was received from Plan, only 12 communities identified 
to participate in the C2 intervention met the criteria for inclusion in the baseline data collection as 
comparison sites.  



The final sample for the baseline study included 420 girls for the treatment group and 250 girls 
for the comparison group. In line with the joint sample approach, all of the girls selected for 











35 
 



learning assessments also responded to the girls survey. Sample sizes for the remaining 3 
household surveys were determined based on resources. Specifically, there were sufficient 
resources for 895 surveys to be administered to other respondent groups. As such, STS and Plan 
distributed these surveys as follows: 70% to be conducted with parents/caregivers, 15% to be 
conducted with heads of household and 15% to be conducted with boys. Using a mapping of 
items to indicators, surveys with parents/caregivers were determined to have greater importance 
to respond to the programme logframe. 



To achieve this sample size, and to ease logistics and administration, the number of respondents 
to test or survey was determined per site based on the proportional quotas. At treatment sites, 
teams were mandated to collect a quota of 12 learning assessments, 12 girls surveys, 7 
parent/caregiver surveys, 2 HoH surveys and 2 boys surveys. At comparison sites, a minimum 
number of learning assessments and girls surveys to be administered was determined based on 
the size of the CBLH. At the comparison sites, enumerators collected data from 15–26 girls, 7 
parents/caregivers, 2 heads of households and 2 boys. At schools in the communities selected 
for benchmarking data, 45 learning assessments were mandated in Grades 3, 5, and 7 as well 
as 45 benchmarking surveys. In all, the baseline sample yielded a one-to-one ratio of learning 
assessments to girls surveys. All other respondent groups data are available at the community 
level. 



Following the selection of the CBLHs per district, STS conducted the second stage of the sampling 
procedure and randomly selected 12 girls and 5 replacements from each selected C1A CBLH. In 
C2 comparison sites, STS randomly selected 15–26 girls per site depending on the size of the 
site. All girls selected for the learning assessments also participated in the girls survey. At each 
CBLH, 7 parent/caregivers, 2 heads of household and 2 boys comprised the sample for the 
household surveys. As a result, the findings presented are aggregated for parent/caregivers, 
heads of household and boys. 



CBLH facilitators and SAGE staff were responsible for mobilizing the girls and their caregivers, 
heads of household and boys to the assessment site for data collection. If selected girls were 
unavailable, the CBLH facilitator contacted the 5 replacements and their caregivers. If the quotas 
were still unmet, CBLH facilitators mobilized any other eligible girls to the assessment site to 
participate in the baseline. The names of replacement girls were entered manually into Tangerine 
and SurveyCTO. Supervisors also created paper-based replacement lists to serve as a back-up.  



Quantitative sample sizes  



Table 6: Quantitative sample sizes 



Tool name  Sample 
size agreed 
in MEL 
framework 
– 
treatment 



Sample size 
agreed in 
MEL 
framework 
– 
comparison 



Actual 
sample 
size – 
treatment 



Actual 
sample size 
– 
comparison  



Remarks on why anticipated 
and actual sample sizes are 
different  



EGRA / 
EGMA  



420 250 459 264 The MEL framework and the 
Inception report suggested a 
census administration with a 
1:1 ratio for the girls, 
parents/caregivers, HoH and 
boys surveys. However, 











36 
 



Tool name  Sample 
size agreed 
in MEL 
framework 
– 
treatment 



Sample size 
agreed in 
MEL 
framework 
– 
comparison 



Actual 
sample 
size – 
treatment 



Actual 
sample size 
– 
comparison  



Remarks on why anticipated 
and actual sample sizes are 
different  



during the writing of the 
inception report, a cluster-
based sample was found to be 
more appropriate given the 
constraints of the budget. At 
the time of writing the 
inception report, the sample 
of girls was expected to be 
895. The budget allowed for 
895 non-girl surveys to be 
administered, and therefore, 
this allocation was distributed 
among the 3 remaining 
surveys as follows: 70% 
parent/caregiver, 15% HoH 
and 15% boys.  



In some cases, CBLHs were 
not able to mobilize sufficient 
respondents at each site. In 
these instances, SAGE staff 
mobilized additional girls at 
other sites in the district to 
reach the overall target. Due 
to this over-sampling at some 
sites, the final totals were 
greater than the original 
sample.  



Girls 
Survey 



420 250 416 248 In some instances, girls were 
not able to complete the 
survey. Data collection notes 
indicate that some girls had to 
leave the CBLH prior to 
completing the survey, 
explaining the difference in 
the total number of learning 
assessments compared to the 
survey.  



Parent / 
Caregiver 
Survey 



420 250 257 89 Because of budgetary 
constraints, the one-to-one 
ratio could not be adhered to 
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Tool name  Sample 
size agreed 
in MEL 
framework 
– 
treatment 



Sample size 
agreed in 
MEL 
framework 
– 
comparison 



Actual 
sample 
size – 
treatment 



Actual 
sample size 
– 
comparison  



Remarks on why anticipated 
and actual sample sizes are 
different  



for girls to survey 
respondents. Instead the 
proportion used to arrive at 
the number of caregiver 
surveys was 70%. To ease the 
logistics of data collection, 
this equated to 7 surveys per 
CBLH. This also enabled the 
data collection team to 
adhere to the data collection 
schedule, which called for one 
day per C1A CBLH and up to 2 
days per C2 CBLH.  



Head of 
Household 
Survey 



420 250 77 23  Because of budgetary 
constraints, the one-to-one 
ratio could not be adhered to 
for girls to survey 
respondents. Instead, the 
proportion used to arrive at 
the number of HoH surveys 
was 15%. To ease the logistics 
of data collection, this 
equated to 2 surveys per 
CBLH. 



Boys 
Survey 



420 250 72 28 Because of budgetary 
constraints, the one-to-one 
ratio could not be adhered to 
for girls to survey 
respondents. Instead, the 
proportion used to arrive at 
the number of boys surveys 
was 15%. To ease the logistics 
of data collection, this 
equated to 2 surveys per 
CBLH. 



Representativeness of the sample 



Demographics of the baseline sample are presented in Table 7 through Table 10. The 
representativeness of the baseline sample has been assessed by comparing these tables with 
the tables in Error! Reference source not found.. Overall, the baseline sample was drawn to be 
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representative of the total beneficiary population. However, with almost 80% replacement of the 
sample during data collection, the EE could not determine the representativeness of the baseline 
data. 



Table 7: Sample breakdown by intervention pathways 



Intervention pathway (girls reported intentions 
after CBLH completion) 



Sample proportion of intervention group 
(%) 



Re-entry into formal education  2.76% 



Vocational training  47.62% 



Employment/self-employment 47.12% 



Get married / other / don’t know / refused  2.51%23 



Table 8: Sample breakdown by regions 



Region  



Sample 
proportion of 



C1A 
beneficiaries 



(%)24 



Sample 
proportion of C2 



beneficiaries 
(%)25 



Proportion of 
girls in baseline 
survey dataset 



(%) – 
intervention 



Proportion of 
girls in baseline 
survey dataset 
surveyed (%) – 



comparison 



Bulawayo 4.00% 2.00% 5.23% 7.58% 



Harare 18.00% 53.00% 11.11% 11.36% 



Manicaland 60.00% 34.00% 66.67% 67.80% 



Mashonaland East 6.00% 8.00% 6.54% 12.88% 



Matabeleland South 12.00% 3.00% 10.46% 0.38% 



Source 
beneficiary database, 
C1A 



beneficiary database, 
C2 



cleaned data analysis 
file 



cleaned data analysis 
file 



N =  N = 4568 N = 876 N = 459 N = 264 



Table 9: Sample breakdown by age 



Age  
(adapt as 
required) 



Sample 
proportion of C1A 
beneficiaries (%)26 



Sample 
proportion of C2 



beneficiaries (%)27 



Proportion of girls 
in baseline survey 



dataset of 
intervention (%) 



Proportion of girls 
in baseline survey 
dataset surveyed 



of comparison (%) 



Aged <10 (%)  12.28% 6.22% 0.67% 3.45% 



Aged 10 (%) 4.68% 4.68% 4.23% 6.13% 



 
23 The proportion of girls in the treatment cohort by sub-category are: 0.3% said ‘get married and care for my family’, 0.5% said 
‘other’, and 1.8% said ‘don’t know’. 
24 Proportions are based on the beneficiaries provided by Plan in the baseline sampling frame. 
25 Proportions are based on the beneficiaries provided by Plan in the baseline sampling frame. 
26 Proportions are based on the beneficiaries provided by Plan in the baseline sampling frame. 
27 Proportions are based on the beneficiaries provided by Plan in the baseline sampling frame. 
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Age  
(adapt as 
required) 



Sample 
proportion of C1A 
beneficiaries (%)26 



Sample 
proportion of C2 



beneficiaries (%)27 



Proportion of girls 
in baseline survey 



dataset of 
intervention (%) 



Proportion of girls 
in baseline survey 
dataset surveyed 



of comparison (%) 



Aged 11 (%) 3.44% 3.44% 2.67% 3.07% 



Aged 12 (%) 4.07% 4.07% 3.56% 6.13% 



Aged 13 (%) 5.93% 5.93% 5.12% 11.49% 



Aged 14 (%) 26.27% 26.27% 10.24% 13.41% 



Aged 15 (%) 7.20% 7.20% 7.80% 12.26% 



Aged 16 (%) 6.50% 6.50% 8.24% 11.11% 



Aged 17 (%) 4.95% 4.95% 11.80% 11.88% 



Aged 18 (%) 5.65% 5.65% 16.93% 8.43% 



Aged 19 (%) 7.88% 7.88% 27.39% 12.26% 



Aged 20 + (%) 0.09% 0.00% 1.34% 0.38% 



Unknown 15.74% 15.74%   



Source: 
 



N =  



Beneficiary database, 
C1A 



N = 4568 



Beneficiary database, C2 



N = 876 



Cleaned data analysis 
file 



N = 449 



Cleaned data analysis 
file 



N = 261 



Table 10: Sample breakdown by disability 



Domain of 
difficulty 



Proportion 
of girls in 
baseline 
survey 



dataset of 
intervention 



(%) 



Proportion 
of girls in 
baseline 
survey 



dataset 
surveyed of 
comparison 



(%) 



Guidance 



(record as true if they meet the criteria below) 



Seeing 6.04% 2.02% If CF1=1 AND (CF2=3 OR CF2=4) 



OR 



If CF1=2 AND (CF3=3 OR CF3=4) 



Hearing 2.17% 1.22% If CF4=1 AND (CF5=3 OR CF5=4) 



OR 



If CF4=2 AND (CF6=3 OR CF6=4) 



Walking  2.66% 2.42% If CF7=1 AND (CF8=3 OR CF8=4) OR (CF9=3 OR 
CF9=4) 



OR 
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Domain of 
difficulty 



Proportion 
of girls in 
baseline 
survey 



dataset of 
intervention 



(%) 



Proportion 
of girls in 
baseline 
survey 



dataset 
surveyed of 
comparison 



(%) 



Guidance 



(record as true if they meet the criteria below) 



If CF7=2 AND (CF12=3 OR CF12=4) OR (CF13=3 OR 
CF13=4) 



Self-care 0.48% 0.81% CF14=3 OR CF14=4 



Communication  3.38% 2.02% CF15=3 OR CF15=4 



OR 



CF16=3 OR CF16=4 



Learning 6.33% 4.03% CF17=3 OR CF17=4 



Remembering 8.01% 4.84% CF18=3 OR CF18=4 



Concentrating  2.68% 2.86% CF19=3 OR CF19=4 



Accepting 
Change 



2.94% 6.17% CF20=3 OR CF20=4 



Controlling 
Behaviour 



2.93% 3.66% CF21=3 OR CF21=4 



Making Friends 4.84% 2.42% CF22=3 OR CF22=4 



Anxiety 7.93% 9.27% CF23=1 



Depression 6.01% 4.03% CF24=1 



Girls with 
disabilities 
overall 



29.57% 27.42% Note: The percentage of girls with disabilities 
(functional difficulty) is represented by those for 
whom at least one domain is coded 3 or 4 [1 for 



Anxiety or Depression] (true) as shown above. This 
is the total proportion meeting at least one of the 



criteria outlined above. When reporting this, please 
ensure you do it accurately do not take the sum of 



the %s above as it will result in double counting. 



Source: 



N =  



Girls survey 



N = 416  



Girls Survey 



N = 248 



Challenges in baseline data collection and limitations of the evaluation design 



STS and SAGE faced several challenges during the quantitative data collection and analysis: 
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• Many girls and caregivers initially selected into the sample were unavailable during data 



collection. The overall replacement rate was 76.9%, with only 167 girls from the original 



sample available for testing and surveying. Among the intervention cohort, 81.3% of the 



sample was replaced; among the comparison cohort, 68.6% of the sample was replaced. 



The highest replacement rate for the girls survey was among girls aged 15–19 and in the 



Manicaland district (377 replacement girls). Most girls recruited as replacements are 



programme beneficiaries – their participation was confirmed by Plan as of this writing – 



and therefore were retained in the baseline sample. Several girls indicated they were 



enrolled in school; SAGE staff followed up and determined these girls are enrolled in 



CBLHs, not in formal schools. Due to the high level of replacements, key demographic 



information collected in the enrolment database was not available at baseline for 



disaggregation, including girls’ caregiver status, marital status, whether they had ever 



been to school, grade level at which they dropped out and religion. Although the 



parent/caregiver survey asks key demographic questions, these were not available for all 



girls in the survey, and the enrolment database remains the only source of this 



demographic information. At future timepoints, Plan may consider adding the demographic 



questions to the girls surveys to ensure the data can be disaggregated by these key 



characteristics.  



• Of the girls who participated in the learning assessments, 8.20% were missing survey 



responses. This means that the final data set does not include a complete one-to-one ratio 



of learning assessment data to girls survey data.  



• The team attempted to match replacement girls to the girl in the original sample according 



to key demographics and barriers. During data collection, enumerators noted in the daily 



tracking sheets the matches between the original sampled girl and her replacement. It was 



not always feasible to find a match with all key demographics and barriers given time 



constraints and data collection schedule. The SAGE team used the age and enrolment 



requirements for replacement girls to participate in the baseline, but certain demographics 



or barriers may not have been applicable to each replacement girl.  



• Due to limited time and budget, STS and SAGE did not pilot survey items prior to the 



operational baseline data collection. Instead, surveys were pretested with a limited 



number of respondents to assess the length of the surveys, appropriateness of Shona and 



Ndebele translations of instructions and relevance of items for the target population. 



Without sufficient sample sizes, it was not possible to test the reliability of items before 



operational baseline data collection. At future evaluation points, additional items may be 



added to the indices to improve the index reliability measure. 



• Although STS trained enumerators on accommodating girls with disabilities during the 



assessment and provided notes on which girls would require accommodations based on 



programme screening data, only 32 girls (4.40%) used the large-print stimuli 



accommodation and no girls (0.00%) used assistive devices such as glasses, magnifiers 



or hearing aids. This was likely because the number of girls selected into the sample who 



were identified by SAGE disability screening partners as needing assistive devices was 



small, and because the programme had not yet distributed devices at the time of baseline 



data collection. Additionally, enumerators knew the accommodations required for girls who 



had been pre-selected on the sample and replacement lists; however, they would not have 
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known any special needs for girls who were identified on the day of data collection. If any 



girls from the baseline sample are provided with assistive devices during the intervention, 



they will no longer be able to be in the sample because the girls must use—or not use—



the same devices at each evaluation time point. It would be unethical not to allow a girl to 



use an assistive deceive just to ensure comparability.  



• STS assumed a 6% prevalence rate of girls with disabilities (GWD) based on initial 



programme targets. Their screenings were only conducted in the treatment communities. 



This proportion is significantly lower than the proportion of girls who reported having some 



or a lot of difficulty on the child functioning questions of the Washington Group questions 



in the baseline survey.  



Cohort tracking and next evaluation point 



To facilitate tracking the same girls from the baseline into subsequent evaluation points, STS 
captured the names and unique IDs of all girls and any parents, boys, caregivers or heads of 
households sampled. Identifiers are available and should be verified by the project for 
replacement girls so that the same girls can be identified in future evaluation points as well as 
project monitoring data with evaluation data. The EE will need to rely on SAGE staff and CBLH 
facilitators to locate sampled girls at the next evaluation point to ensure adherence to the 
longitudinal design of the evaluation. The second midline and the endline evaluations will provide 
an opportunity for Plan to follow-up with girls on their transition pathways.28  



4.5 Qualitative evaluation methodology 



Qualitative data collection tools  



The qualitative tools that were administered at baseline are detailed in Table 12. Qualitative 
baseline findings were supplemented by data collected through the Gender Analysis, as sample 
sizes for baseline were small due to budget limitations. In addition to providing findings related 
sustainability, qualitative tools also examined baseline status of O2 Transition, IO4 Communities 
demonstrate more positive gender attitudes and IO5 Strong and active partnerships with MoPSE 
officials and other civil society actors actively advocate for more inclusive, gender-responsive 
education policies.  



Table 11: Qualitative evaluation tools 



Tool name 
Relevant 
indicator(s)  



Who developed 
the tool?  



Was tool 
piloted?  



How were 
piloting findings 
acted upon (if 
applicable) 



Was FM 
feedback 
provided?  



KII with 
MoPSE 
officials29  



O3.5 



O3.6a 



O3.6b 



IO5.1 



IO5.2 



STS, Plan  No n/a  n/a 



 
28 Attrition buffers were incorporated into sample size calculations to account for girls from the baseline sample who cannot be 
tracked and assessed in year 3 and year 5 evaluation points. See Error! Reference source not found.. 
29 Includes district and national officials. 
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Tool name 
Relevant 
indicator(s)  



Who developed 
the tool?  



Was tool 
piloted?  



How were 
piloting findings 
acted upon (if 
applicable) 



Was FM 
feedback 
provided?  



KII with 
community 
leaders 



O3.1 



O3.2 



IO4.1 



IO4.2 



IO4.3 



STS, Plan  No n/a n/a 



KII with formal 
school head 



O2.1 



O3.1 



O3.2 



IO4.1 



IO4.2 



IO4.3 



STS, Plan  No n/a  n/a 



Qualitative sample selection and sample sizes 



The baseline qualitative sample was developed in consideration of budgetary limitations, and the 
sample selection was conducted purposively. All respondents were pre-selected by SAGE staff. 
Sample sizes by type of key informant interview (KII) are included in Table 12. All sample sizes 
agreed upon in the inception report were met during operational data collection. 



Table 12: Qualitative sample sizes 



Tool 
Beneficiary 
group 



Sample size 
agreed in MEL 
framework 30 



Actual sample 
size 



Remarks on why there are 
major differences between 
anticipated and actual 
sample sizes (if applicable) 



KII with MoPSE 
officials 



District-level 
officials 



4 4 n/a 



National-level 
officials 



1 1 n/a 



KII with 
community 
leaders 



n/a 2 2 n/a 



KII with formal 
school head 



n/a 3 3 n/a 



Qualitative field researchers  



Similar to the selection and hiring process for the quantitative enumerators, STS and Plan worked 
collaboratively to recruit, hire and train qualitative field researchers for the operational baseline 
data collection activities. Based on previous experience with qualitative research, 3 data collection 



 
30 Sample sizes were proposed in Inception Report. 
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team supervisors were selected for the KII qualitative survey data collection. The selected field 
researchers had extensive prior experience with qualitative research—including administering 
focus group discussions (FDGs) and KIIs with adolescents on SRHR and GBV topics. One 
researcher was fluent in Ndebele, and 2 were fluent in Shona. Before training commenced, the 
selected field researchers signed contracts with Select Research that stipulated their expected 
roles and expected professional conduct during training and data collection.  



The baseline qualitative researcher training, facilitated by STS with support from Select and 
SAGE, took place on 1 August in Harare. Training sessions covered the objectives of the SAGE 
study and the qualitative component, qualitative research practices and an overview and practice 
of each KII. All 3 researchers were trained in facilitation and note-taking to enable them to rotate 
roles during the data collection. 



Qualitative data collection  



Qualitative data collection took place from 5 August to 19 September 2019. STS drafted a 
schedule of for each qualitative activity, and SAGE developed the final schedule for the KIIs. 
Qualitative researchers contacted SAGE district staff prior to their visit to reconfirm the schedule 
of activities and ensure respondent participation.  



All KIIs were administered in English and Shona or Ndebele. Researchers took detailed field notes 
and reflections during the activities. Researchers were required to securely submit a debrief form 
and expanded notes in English at the end of each day. Researchers supplemented their 
expanded notes with audio-recordings. Although STS requested that these were submitted each 
night, researchers ultimately completed these within a 2- to 3-day time period. Delays were due 
to the rigour of the data collection schedule and the quantity of qualitative data collected each 
day.  



STS reviewed documents daily for completeness, outstanding questions, concerns or 
clarifications. STS and the qualitative researchers communicated during data collection by 
WhatsApp, following up with questions about the data and quotas as well as any logistical 
challenges that may have been encountered. 



Qualitative data handling and analysis  



Qualitative researchers managed transcription and translation per STS guidance. The notetaker 
took handwritten field notes during KIIs.31 Utilizing the handwritten field notes as references, the 
notetaker and facilitator collaboratively completed an expanded notes template in English for each 
KII. The most pertinent quotes were also typed up verbatim in the language of the interview, 
translated to English and included in the expanded field notes. Qualitative researchers did not 
complete verbatim transcripts and translations; however, their expanded field notes and 
translations of key quotes from local language to English were reviewed and cross-checked by 
the facilitator to ensure quality and accuracy. 



Qualitative researchers uploaded all data—including expanded field notes—to STS’s secured, 
password-protected server. All raw qualitative data and materials were returned to the local data 
collection firm, Select Research, after the completion of data collection. 



Finalized expanded field notes were coded and analysed systematically in Microsoft Word. All 
coding was completed by a single user. The qualitative data analysis methodology incorporated 
an iterative approach and included content analysis and constant comparison of narrative data to 



 
31This included quotes, key points and themes that emerged for each question, non-verbal activity or body language, as well as any 
big ideas, thoughts or take-aways from the note-taker. 
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identify and validate emerging themes. A list of themes was developed based on the LNGB 
baseline report template and SAGE’s outcomes and IOs. Qualitative data were coded according 
to these themes. While observations by researchers were included in the qualitative analysis, 
reflections and recommendations are clearly distinguished from the raw data and findings. 



Challenges in baseline qualitative data collection, handling and analysis and limitations of 
the qualitative aspects of the evaluation design 



Due to time, budget and logistical constraints, STS utilized detailed field notes in place of fully 
translated transcriptions. Expanded field notes produced by the note-taker enabled a quicker 
turnaround that was less labour intensive and fit within the budget constraints the baseline 
evaluation. However, the discussions, reflections and insights from KIIs may be limited due to a 
lack of full transcriptions and translations. 



The number of KIIs that could be conducted at baseline was limited due to budget constraints. 
District officials, community leaders and formal school heads were interviewed from a subset of 
SAGE’s intervention areas. Qualitative findings from KIIs should be understood as only 
representing a portion of the programme’s districts. 
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5. Key characteristic subgroups and barriers of baseline 
samples 



The following section examines the main characteristics of the subgroups of interest and the 
barriers to learning and transition that they face. This section also examines the intersection 
between the main barriers and the characteristics to help determine how appropriate the SAGE 
programme activities are for these subgroups and if the ToC is appropriate. Barriers were drawn 
from the qualitative study, and STS used surveys to quantify barrier prevalence to the extent 
feasible.  



5.1 Educational marginalisation 



SAGE identified the characteristic subgroups presented in Table 13, which are a critical part of 
girls’ enrolment marginalisation criteria. Proportions of girls by disability are presented in Table 
10. 



Table 13: Characteristic subgroups 



Characteristic  Proportion of 
sample with 



this 
characteristic 



N of subgroup 



 



How characteristic was 
calculated 



 



Girl with disabilities 29.57% 123 out of 416 Calculated using the 
Washington Group 
Functional Difficulty 
Questions. Girls counted as 
having a disability if they 
have one or more functional 
difficulty. 



 



Age Group: 9 and under 0.67% 3 out of 449 Used age given by girl on 
Learning Assessment. If no 
age given there, used age 
given by girl on girls survey. 



Age group: 10–14 25.84% 116 out of 449 



Age group: 15–19 72.16% 324 out of 449 



Age group: 20 and older 1.34% 6 out of 449 



SAGE identified the following additional characteristics for programme beneficiaries in the 
programme’s TOC and collected these data during beneficiary selection: high poverty, high chore 
burden, married or about to get married, has or is expecting a child, religion and chronic illness. 
These characteristics are maintained in the enrolment database for beneficiaries on an ongoing 
basis. Given the high number of replacement girls in the sample, this information is not available 
for all girls in the final baseline sample. As a result, EE could not disaggregate baseline learning 
outcomes by these characteristics.  



The key barriers to learning and transition available for disaggregation are listed in Error! 
Reference source not found.. To populate these barriers, STS used a mixed-methods 
approach. First, STS analysed the Gender Analysis report (Annex 12) to identify the key barriers 
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mentioned by adolescent girls in the FGDs.32 The key barriers to education identified through 
qualitative data included challenges related to the accessibility of schools, including long 
distances to school and safety travelling to or from school;  GBV, including early marriage, early 
pregnancy, sexual exploitation and violence; families’ lack of approval for girls’ education, lack of 
access to learning about SRHR and low self-esteem.  



The results presented in this section cover quantitative data that is not included in the IOs 
section.33 Quantitative items in the girls survey captured specific aspects of the barriers identified 
in the Gender Analysis. Therefore, this section is not intended to replace the broader findings in 
the Gender Analysis but to provide subgroups for further disaggregating outcomes. 



For each barrier identified in the Gender Analysis, related items from the quantitative girls survey 
were mapped and used for disaggregation. In the Gender Analysis and the girls survey, 
accessibility was defined as long distances to school and safety concerns when travelling to 
school, as well as the physical accessibility of the school infrastructure. To measure this barrier 
with the quantitative data, one item on the girls survey tracked girls who reported travelling more 
than 30 minutes to CBLH. The quantitative analysis did not explicitly examine perceptions of and 
experiences around GBV. Rather, the quantitative data examined whether girls reported having 
a safety net for GBV, including a safe space in the community outside of their home and knowing 
where to go if they experience violence. Using 5 items in the girls survey, the barrier focuses on 
girls’ perceived lack of safety net for GBV. The quantitative data also examined girls’ perceptions 
around the concept of a girl’s right to an education. This barrier was measured using 5 items in 
the girls survey that addressed if a girl perceived education as a child’s right. At baseline, the 
quantitative data indicated a lack of voice and ability to speak up as an additional barrier girls 
face. This was defined as girls who are not able to talk to a parent or caregiver about issues that 
are important to them, who cannot speak up for girls’ rights in the community and who lack the 
confidence to work with others to help girls access education. This barrier was measured using 
an index of 3 items on the girls survey. Table 14 lists the barriers for which quantitative data were 
available and the proportion of the sample within that subgroup.  



Table 14: Barriers 



Barriers: Identified in 
quantitative surveys 



Proportion of 
sample affected 
by this barrier  



N of subgroup 



 



How barrier was calculated using 
the survey data 



 



Accessibility 70.53% 280 out of 397 Girls who reported traveling more 
than 30 minutes to CBLH on girls 
survey 



Lack safety net for GBV 36.71% 152 out of 414 Girls who report at least two of the 
3 criteria from the girls survey: not 
having a safe place in community, 
not having somewhere safe to go 
outside the home, and not 
knowing where to go for support if 
they experience violence 



 
32 Girls included in the Gender Analysis were not necessarily included in the baseline, as the Gender Analysis took place several 
months prior to the baseline. Nevertheless, sample selection criteria for the Gender Analysis was similar to enrolment, and girls’ 
experiences from the Gender Analysis are likely similar to those girls included in the baseline sampling frame. 
33 Once items that were intended to report on IO’s were analyzed, remaining items were used to describe the sample by subgroups 



and barriers to avoid any overlap of items with IO indices. 
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Barriers: Identified in 
quantitative surveys 



Proportion of 
sample affected 
by this barrier  



N of subgroup 



 



How barrier was calculated using 
the survey data 



 



Lack of right to an 
education 



4.79% 22 out of 459 Girls who perceive that at least two 
of the following criteria from the 
girls survey are true: that children 
do not have the right to go to 
school and CBLH; that girls do not 
have the right to go to school and 
CBLH; that boys do not have the 
right to go to school and CBLH; 
that children with disabilities do 
not have the right to go to school 
and CBLH. 



Lack of enabling 
environment for quality 
education 



11.03% 45 out of 408 



 



Girls who reported 'no' or strongly 
disagree/disagree' to at least 3 of 
the following 8 items on the girls 
survey are facing barriers: school 
has books, computers, drinking 
water facilities, seats, toilet to use, 
and CE makes students feel 
welcome, treats boys and girls 
differently and often absent for 
class  



Menstruation 55.89% 



 



204 out of 365 



 



Any girl who says she does not 
have materials to use during 
period, misses school because of 
period OR has no one to talk to 
about period is classified as facing 
the barrier 



Lack of voice and ability 
to speak up 



20.35% 



 



81 out of 398 



 



Any girls who does not feel able to 
talk to parents / caregivers / 
spouses about issues that are 
important to them; to speak up for 
girls’ rights in community; or feel 
confident to work with others to 
make sure other girls can access 
education 
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Findings indicate that accessibility to school is the most frequently experienced barrier—70.53% 
of girls experienced this barrier at baseline. Menstruation and a lack of safety net for GBV were 
also mentioned by girls—55.89% of girls mentioned barriers around menstruation, and 36.71% 
indicated lacking a safety net.  



5.2 Intersection between key characteristics subgroups and barriers  



The intersections between characteristic subgroups and barriers are presented in Table 15.34 
Girls in 4 age groups are included—two are the focus age groups for SAGE interventions. The 
youngest age group includes 3 girls who were age 9 or under, and the oldest age group includes 
5 girls who were age 20 or older. Subsequent analyses by age group exclude these two groups 
due to the small sample sizes and because they are outside of the focus of SAGE interventions.  



Accessibility is the most common barrier faced by girls—affecting at least two-thirds of girls with 
disabilities, girls aged 10–14 and girls aged 15–19. Across all subgroups, one-third of girls lack a 
safety net for GBV. Girls who faced barriers related to menstruation tended to be aged 10–14, 
followed by girls with disabilities. At least one-quarter of girls with disabilities and a slightly smaller 
proportion of girls aged 10–14 lack of voice or have an inability to speak up.  



 



 
34 Statistical (chi-squared) tests are not included on relationships between marginalisation characteristics and barriers, as the 
sample was not powered to be large enough to make generalisations within subgroups. 
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Table 15: Key barriers to education by characteristic subgroups 
 



Girl with 
disabilities 
(n=115) 



Age group: 9 and 
under (n=3) 



Age group: 10–



14 (n=103) 
Age group: Age 15–19 
(n=279) 



Age group: 20 and 
older (n=5) 



Accessibility 
 



31.43% of girls 
who walk 30 
minutes or more 
to CBLH have a 
functional 
difficulty (88 of 
280). 
 
76.52% of girls 
with a functional 
difficulty walk 30 
or more minutes 
to CBLH (88 of 
115). 



 



0.73% of girls who 
walk 30 or more 
minutes to CBLH 
are aged 9 and 
under (2 out of 
274). 
 
66.67% of girls who 
are aged 9 and 
under walk 30 or 
more minutes to 
CBLH (2 out of 3.) 



 



25.55 % of girls 
who walk 30 or 
more minutes to 
CBLH are aged 
10–14 (70 out of 
274). 
 
67.96% of girls 
who are aged 
10–14 walk 30 or 
more minutes to 
CBLH (70 out of 
103.) 



 



72.63% of girls who 
walk 30 or more 
minutes to CBLH are 
aged 15–19 (199 out of 
274). 
 
71.33% of girls who are 
aged 15–19 walk 30 or 
more minutes to CBLH 
(199 out of 279.) 



 



1.09% of girls who 
walk 30 or more 
minutes to CBLH 
are aged over 20 (3 
out of 274). 
 
60.00% of girls who 
are aged over 20 
walk 30 or more 
minutes to CBLH (3 
out of 5.) 



 



Lack of safety net for GBV 29.61% of girls 
who face 
barriers around a 
lack of a safety 
net for GBV have 
a functional 
difficulty (45 of 
152). 
 
36.89% of girls 
who have a 
functional 
difficulty face 



0.67% of girls who 
face a lack of a 
safety net for GBV 
are aged 9 and 
under (1 out of 
150). 
 
33.33% of girls who 
are aged 9 and 
under face barriers 
around a lack of a 
safety net for GBV 
(1 out of 3.) 



26.67 % of girls 
who face 
barriers around a 
lack of a safety 
net for GBV are 
aged 10–14 (40 
out of 150). 
 
35.71% of girls 
who are aged 
10–14 face 
barriers around a 
lack of a safety 



70.00 % of girls who 
face barriers around a 
lack of a safety net for 
GBV are aged 15–19 
(105 out of 150). 
 
36.71% of girls who are 
aged 15–19 face 
barriers around a lack 
of a safety net for GBV 
(105 out of 286.) 



 



2.67 % of girls who 
face barriers 
around a lack of a 
safety net for GBV 
are aged 20 and 
older (4 out of 150). 
 
80.00% of girls who 
are aged 20 and up 
face barriers 
around a lack of a 
safety net for GBV 
(4 out of 5.) 
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Girl with 
disabilities 
(n=115) 



Age group: 9 and 
under (n=3) 



Age group: 10–



14 (n=103) 
Age group: Age 15–19 
(n=279) 



Age group: 20 and 
older (n=5) 



barrier around a 
lack of a safety 
net for GBV (45 
of 122). 



 



 net for GBV (40 
out of 112.) 



 



 



Lack of right to an education 



 



31.82% of girls 
lacking a 
perceived right 
to an education 
have a functional 
difficulty (7 out 
of 22). 
 
5.69% of girls 
with functional 
difficulties lack a 
perceived right 
to an education 
(7 out of 123). 



 



None of the 3 girls 
aged 9 and under 
lack a perceived 
right to an 
education. 



 



36.36% of girls 
who lack a 
perceived right 
to an education 
are aged 10–14 
(8 out of 22). 
 
6.90% of girls 
aged 10–14 lack 
a perceived right 
to an education 
(8 out of 116). 



 



63.32% of girls who 
lack a perceived right 
to an education are 
aged 15–19 (14 out of 
22). 
 
4.32% of girls aged 15–



19 lack a perceived 
right to an education 
(14 out of 324). 



 



None of the 6 girls 
aged 20 and older 
lack a perceived 
right to an 
education. 



 



Lack an enabling 
environment for quality 
education 



42.22% of girls 
lack an enabling 
environment for 
quality 
education have a 
functional 
difficulty (19 out 
of 45). 
 



2.22% of the girls 
who lack an 
enabling 
environment for 
quality education 
are aged 9 and 
under (1 out of 45). 
 
33.33% of the girls 



17.78% of the 
girls who lack an 
enabling 
environment for 
quality 
education are 
aged 10–14 (8 
out of 45). 
 



73.33% of the girls who 
lack an enabling 
environment for 
quality education are 
aged 15–19 (33 out of 
45). 
 
11.66% of the girls 
aged 15–19 lack an 



6.67% of the girls 
lack an enabling 
environment for 
quality education 
are aged 20 and up 
(3 out of 45). 
 
60.00% of the girls 
aged 20 and up lack 











52 
 



 
Girl with 
disabilities 
(n=115) 



Age group: 9 and 
under (n=3) 



Age group: 10–



14 (n=103) 
Age group: Age 15–19 
(n=279) 



Age group: 20 and 
older (n=5) 



15.70% of girls 
with a functional 
difficulty lack an 
enabling 
environment for 
quality 
education (19 
out of 121). 



 



aged 9 and under 
lack an enabling 
environment for 
quality education (1 
out of 3). 



 



7.27% of the girls 
aged 10–14 lack 
an enabling 
environment for 
quality 
education (8 out 
of 110). 



 



enabling environment 
for quality education 
(33 out of 283). 



 



an enabling 
environment for 
quality education (3 
out of 5). 



 



Menstruation 28.43% of girls 
facing barriers 
around 
menstruation 
have a functional 
difficulty (58 out 
of 204). 
 
55.24% of girls 
with a functional 
difficulty face 
barrier around 
menstruation 
(58 out of 105.) 



 



1.50% of girls 
facing barriers 
around 
menstruation are 
aged 9 and under (3 
out of 200). 
 
100% of girls aged 
9 and under face 
barriers around 
menstruation (3 
out of 3). 



 



26.00% of girls 
facing barriers 
around 
menstruation 
are aged 10–14 
(52 out of 200). 
 
74.29% of girls 
aged 10–14 face 
barriers around 
menstruation 
(52 out of 70). 



 



70.00% of girls facing 
barriers around 
menstruation are aged 
15–19 (140 out of 200). 
 
50.18% of girls aged 
15–19 face barriers 
around menstruation 
(140 out of 279). 



 



2.50% of girls 
facing barriers 
around 
menstruation are 
aged 20 and older 
(5 out of 200). 
 
83.33% of girls 
aged 20 and up 
face barriers 
around 
menstruation (5 
out of 6). 



 



Lack of voice and the ability 
to speak up 



35.80% of girls 
who lack voice 
and the ability to 
speak up have 
functional 



1.25% of girls who 
lack voice and the 
ability to speak up 
are aged 9 or under 
(1 out of 80). 



23.75% of girls 
who lack voice 
and the ability to 
speak up are 
aged 10–14 (19 



75.00% of girls who 
lack voice and the 
ability to speak up are 
aged 15–19 (60 out of 
80). 



None of the 6 girls 
aged 20 and older 
lack voice and the 
ability to speak up. 
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Girl with 
disabilities 
(n=115) 



Age group: 9 and 
under (n=3) 



Age group: 10–



14 (n=103) 
Age group: Age 15–19 
(n=279) 



Age group: 20 and 
older (n=5) 



difficulties (29 
out of 81). 
 
24.58% of girls 
with disabilities 
lack voice and 
the ability to 
speak up (29 out 
of 118). 



 



 
33.33% of girls aged 
9 and under lack 
voice and the 
ability to speak up 
(1 out of 3). 



 



out of 106). 
 
17.92% of girls 
aged 10–14 lack 
voice and the 
ability to speak 
up (19 out of 
106). 



 



 
21.82% of girls aged 
15–19 lack voice and 
the ability to speak up 
(60 out of 80). 
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5.3 Appropriateness of project activities to the characteristic subgroups and barriers 
identified 



Using the available baseline data, there do not appear to be any unanticipated characteristic 
subgroups that were not considered in intervention planning.  Appropriateness of project activities 
should be re-examined when enrolment data are collected for the large number of replacement 
girls. Due to the limited nature of the data available in the baseline surveys, greater emphasis 
should be placed on the Gender Analysis findings for a description of subgroups and barriers. 
Furthermore, once beneficiary data for the replacement sample is available, subgroup analyses 
should be conducted.  



To measure the prevalence of all barriers and characteristics in the Gender Analysis and 
enrolment database, additional information needs to be collected for all sampled beneficiaries. 
Given the transient population SAGE is targeting, it would be useful to triangulate this information 
between Plan’s ongoing monitoring, beneficiary selection database and quantitative surveys at 
each evaluation point to more fully understand the prevalence and trends of these barriers and 
characteristics.  



The programme interventions appear to address key barriers for key characteristic subgroups as 
identified in the Gender Analysis. Accessibility is a major barrier identified through the baseline 
survey and should be monitored routinely for girls. The programme should also ensure that girls, 
especially older girls, have a safety net for reporting and discussing issues around GBV. The 
programme should also ensure that girls age 15–19 receive support to develop their sense of 
voice and the ability to speak up. Additionally, the programme should closely monitor and support 
girls with disabilities and functional difficulties as 76.52% of girls with a functional difficulty walk 
more than 30 minutes to CBLH, 36.84% report a lack of safety net for issues around GBV and 
55.24% reported barriers around menstruation.  



Assumptions in the programme’s ToC regarding subgroups and barriers hold true based on the 
findings of the Gender Analysis and limited relevant quantitative data available in the baseline. 
Further analysis by SAGE may be warranted once the beneficiary selection database is updated 
to include the replacement girls in the baseline sample.  



 



See management response in Annex 18.   



Project to complete 



• The project should respond to the external evaluators’ comments on the above 
questions. In particular the project should respond to: 
 



o Why the projects theory of change may not correspond with some of the key 
barriers or characteristic subgroups identified. 



o Whether the project plans to review some aspects of their Theory of change in 
light of these findings. 
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6.  Outcome findings 
 



Baseline results for the following SAGE outcomes are presented in this section: 



• O1: Number of highly marginalised girls supported by GEC with improved learning 
outcomes35 



• O2: Number of marginalised girls who have transitioned through key stages of education, 
training or employment 



• O3: Project can demonstrate that the changes it has brought about which increase 
learning and transition through education cycles are sustainable 



 



6.1 Learning outcomes 



SAGE’s first outcome is improved learning outcomes. This section will present findings on the 
following indicators: 



• O1.1: Number of highly marginalised girls supported by GEC with improved literacy 
outcomes 



• O1.2: Number of highly marginalised girls supported by GEC with improved numeracy 
outcomes  



Baseline findings for the third learning outcome—O1.3 Number of highly marginalised girls 
supported by GEC with improved life skills outcomes—are detailed in Section 7.2. This third 
learning outcome was added in discussions with the FM who requested it be included in this 
baseline report. 



The below diagram outlines the learning levels girls are starting with and their expected level by 
the subsequent evaluation points: 



 



 



According to the programme’s selection criteria, beneficiaries were eligible if they performed 
below Grade 5 equivalent on the Wide Range Assessment Tests. These tests were conducted 
post-enrolment on 2,612 girls, or 64% of the total beneficiaries in C1A. The test was not possible 
to conduct with the entire cohort due to the limited capacity of the MoPSE team to conduct the 
assessments. As a result, not all girls who were in C1A were fully screened and deemed eligible 
prior to enrolment. Similarly, this data is not available for all girls in the baseline.  



The first year of the CBLH aims to ensure girls’ literacy and numeracy levels are on par with Grade 
2 and 3 literacy and numeracy curricula, while the second and optional third year aim for a Grade 
5 and 7 equivalent, respectively. Two years of instruction in the CBLH should allow girls to re-
enter formal school at Grades 5 or 7, should they wish to take that transitional pathway. To 



 
35 Baseline results for O1.3 Number of highly marginalised girls supported by GEC with improved life skills outcomes are presented 
in section 7.2. 
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compare the current learning levels of girls in the baseline sample, beneficiaries’ scores were 
compared to those of girls in Grades 3, 5 and 7 in formal state schools in the target districts. While 
the comparison in this section focuses on girls in the sample compared to girls in formal schooling, 
the study does not assess whether girls in grades 3, 5 and 7 are performing at the grade-level 
expectations for their grade.  



The second evaluation point in 2020, as stated in the MEL and confirmed by Plan, will be at the 
midline point for C1A and will re-assess the girls from C1A after they complete one year of CBLH.  



Headline results  



Girls in the treatment cohort, C1A, are compared to girls in formal schools, or the benchmark 
group. On the EGRA, girls in the treatment cohort performed below a Grade 7 level and at a 
Grade 3–5 level, on average.36 On the EGMA, girls in the treatment cohort performed below a 
Grade 5 level and at a Grade 3 level, on average.37  



Girls in both the treatment cohort and the benchmark group appeared to have stronger 
performance in mathematics than in literacy, as evidenced by the higher proportion of girls in the 
‘proficient’ learner category. In general, fewer girls from either group were unable to answer a 
single item correctly on a subtask in mathematics than did so in literacy. Furthermore, the 
relationship between EGRA and EGMA performance shows that girls with higher overall EGRA 
scores tended to have higher EGMA scores. The strongest relationships were observed between 
EGRA overall score and the missing numbers, subtraction levels 1 and 2 and word problems 
subtasks.  



Baseline findings by cohort and benchmark grade are presented in Supplementary Table 7. There 
was no statistically significant difference between the treatment cohort’s scores and the 
comparison cohort’s scores, meaning that the two cohorts are comparable at baseline. 



Supplementary Table 7: Baseline findings by cohort and benchmark  
 



C1A— 
Treatm



ent 



C2— 
Compar



ison 



Significan
t 
differenc
es 
between 
C1A and 
C2 



Benchma
rk Grade 



3 



Benchma
rk Grade 



5 



Benchma
rk Grade 



7 



Significan
t 
differenc
es 
between 
C1A and 
Benchma
rk 



EGRA 
Aggregate 
Score (overall 
score across 7 
subtasks) 



44.55 41.82 No 
difference 



38.75 49.18 67.40 BM Grade 
7 
significant
ly higher 
than C1A 
& C2 



 
36 Girls in Grade 7 have significantly higher EGRA scores than girls in the treatment cohort but there is no significant difference in 
the performance of girls in Grades 3 or 5 and the treatment cohort. 
37 Girls in Grade 5 and 7 have significantly higher EGMA scores than girls in the treatment cohort but there is no significant 
difference in the performance of girls in Grade 3 and the treatment cohort. 
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C1A— 



Treatm
ent 



C2— 
Compar



ison 



Significan
t 
differenc
es 
between 
C1A and 
C2 



Benchma
rk Grade 



3 



Benchma
rk Grade 



5 



Benchma
rk Grade 



7 



Significan
t 
differenc
es 
between 
C1A and 
Benchma
rk 



EGMA 
Aggregate 
(overall score 
across 8 
subtasks) 



66.25 67.65 No 
difference 



65.93 78.90 87.74 BM Grade 
5 and 7 
significant
ly higher 
than C1A 
& C2 



 



Literacy 



Girls’ baseline literacy findings are first presented in two ways: first using learner categories 
provided in the report template, and second using mean percentage correct scores.  



First, the proportions of girls in each of the 4 learner categories is compared across the treatment 
cohort and the comparison cohort (Figure 13) and with the benchmark group Grade 5 (Tables 
17a and 17b) by subtask.38 Learner categories are defined as non-learners who answered 0% of 
questions correctly, emergent learners who answered 1–40% of questions correctly, established 
learners who answered 41–80% of questions correctly and proficient learners who answered 81–
100% of questions correctly. 



Then, the mean percentage correct scores are compared across the treatment cohort and the 
same two groups: first, the comparison cohort and second, the Grade 5 benchmark group. Since 
the average aggregate literacy score for girls in the treatment cohort is below that of girls in Grade 
7 but comparable to that of girls in Grades 3 and 5 benchmark groups, the analysis focuses 
specifically on comparisons to Grade 5 girls within the benchmark group. With both comparisons, 
statistically significant differences are identified (Supplementary Table 7). 



Results by Learner Categories 



Figure 13 and Tables 17a and 17b present the proportions of girls in each learner category by 
EGMA subtask for C1A and Grade 3 girls, respectively. Overall, girls in the treatment group 
struggled most with comprehension as a skill followed by decoding. The highest proportion of girls 
were classified as non-learners in reading and listening comprehension subtasks and the letter 
sound identification subtask.  



The highest proportion of non-learners were observed in the reading comprehension subtasks, 
both on the short and the long passage. Specifically, 41.61% and 48.15% of girls were unable to 



 
38 Because girls in the treatment cohort performed comparably to girls in Grades 3 and 5, no comparisons are made to girls in Grade 
7. 
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answer a comprehension question correctly on the short and long passages, respectively.39 
Similarly, 37.69% of girls were non-learners on the listening comprehension subtask. By 
comparison, in the benchmark group (Grade 5), 19.83% and 38.02% girls were non-learners on 
the reading comprehension short and long passages, respectively, and 23.14% on the listening 
comprehension (Table 17b).  



When examining the proportion of learners who were proficient on the comprehension subtasks, 
approximately one in 10 girls in the treatment cohort was classified as proficient in reading 
comprehension—11.11% on the short passage and 9.80% on the long passage. In listening 
comprehension, the lowest proportion of girls on any subtask was classified as proficient—6.97%. 
Compared to girls in Grade 5, the proportion of girls who were in the proficient category on the 
short and long reading comprehension subtasks was 7.44% and 6.61% respectively; on the 
listening comprehension subtask, 4.13% were in the proficient category (Table 17b).  



On letter sound identification and familiar word reading, more girls in the treatment cohort are 
proficient in whole word reading than in decoding. Specifically, 16.78% and 60.78% of girls in the 
treatment cohort were proficient on letter sound identification and familiar word reading, 
respectively. At the same time, almost one-third of treatment girls were non-learners on the letter 
sounds subtask and almost one in 5 were non-learners on the familiar word reading subtask—
suggesting that there are girls who continue to struggle with both tasks. When compared to girls 
in the benchmark group, the trend was similar to that observed among the treatment cohort. 
Specifically, 38.02% of Grade 5 girls were non-learners on letter sound and 4.13% on familiar 
word reading while 13.22% of girls were proficient in letter sounds and 76.86% were proficient in 
familiar word reading (Table 17b).  



When asked to read two passages of connected text—one short text consisting of 65 words and 
one long text consisting of 93 words—one-quarter of girls in the treatment cohort were non-
learners while one-third were proficient—41.18% on the short passage and 35.95% on the long 
passage. Of the girls in Grade 5, less than 5% were non-learners on either reading passage 
(3.31%) and almost half were proficient on the short passage (45.45%) and one-third on the long 
passage (33.06%) (Table 17b).  



 
39 Reading comprehension zero scores are comprised of girls who were not given the opportunity to answer any questions due to 
receiving a zero score on the oral reading fluency subtask; and girls who were asked comprehension questions but did not get any 
correct. 
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Figure 13: Proportion of girls in literacy learner categories by subtask, C1A and C2 



 



Literacy Results by Mean Percentage Correct Scores 



Statistical significance tests on the percentage correct scores were conducted to compare the 
performance of girls in the treatment cohort to the two other groups—girls in the comparison 
cohort and girls in the benchmark group. Results of these significance tests are shown by subtask 
in Supplementary Table 7. The results show that girls in the treatment cohort had, on average, 
statistically significantly higher mean percentages correct than did girls in Grade 5 on the letter 
sound subtask, but the opposite was true for the familiar word subtask. For all other EGRA 
subtasks, there were no statistically significant differences between the treatment cohort and 
Grade 5 girls on the average percentage correct scores. Compared to girls in the comparison 
cohort, girls in the treatment cohort had comparable scores at baseline on all EGRA subtasks. 
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Supplementary Table 8: Mean literacy scores by subtask and significance results between C1A, C2 
and Grade 5 



 
C1A 
(treatment) 



C2 
(comparison) 



Benchmarking 
Grade 5 



Significant 
differences 
between C1A 
and C2 



Significant 
differences 
between C1A 
and G5 



n Mean n Mean n Mean 



Mean Aggregate 
Literacy Score 



459 44.55 264 41.82 119 49.18 No difference No difference 



Letter Sound Avg. 
Percentage 
Correct 



459 40.43 264 28.44 119 29.92 No difference C1>BM G5 



Familiar Word 
Avg. Percentage 
Correct 



459 67.70 264 67.08 114 87.67 No difference C1<BM G5 



Listening 
Comprehension 
Avg. Percentage 
Correct 



457 30.28 264 27.73 112 31.96 No difference No difference 



Oral Reading 
Fluency Short 
Passage (Correct 
Words Per 
Minute) 



458 65.13 264 76.70 113 85.19 No difference No difference 



Reading 
Comprehension 
Short Passage 
Avg. Percentage 
Correct  



459 32.81 264 31.89 112 36.43 No difference No difference 



Oral Reading 
Fluency Long 
Passage (Correct 
Words Per 
Minute) 



458 65.61 263 66.47 112 87.69 No difference No difference 



Reading 
Comprehension 
Long Passage 
Avg. Percentage 
Correct  



459 29.41 264 28.94 112 32.86 No difference No difference 



Note: Fluency scores for Oral Reading Fluency short and long passages show the mean fluency score before the fluency ranges were 
capped at 100 for inclusion in the aggregate EGRA score.  
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Ceiling effects appear at baseline on the familiar word reading, oral reading fluency short passage 
and oral reading fluency long passage subtasks. More than one-third of girls in the treatment 
cohort were proficient on the reading passages. The same trends are observed for girls in the 
benchmark Grade 5 group, suggesting that more difficult passages would be needed to capture 
the reading levels of girls in the benchmark group as well. Of these 3 subtasks, the subtask most 
unlikely to capture girls’ growth in reading skills at midline is the familiar word subtask, followed 
by oral reading fluency short passage and finally the long passage. The intention of including two 
passages of varying lengths was to mitigate the high proportion of proficient readers on the short 
passage observed in the pilot. However, it seems the long passage is inadequate to capture girls’ 
learning at midline.  



Given these findings, the programme appears to have enrolled girls who, on average, have 
relatively high overall EGRA scores, but have low scores in subtasks such as reading and listening 
comprehension. Because girls have literacy skills comparable to those of girls in Grade 5 in formal 
schooling, the first year of intervention materials may be misaligned for some girls, as the 
materials are intended to match a Grade 3 level. As mentioned before, the current analysis does 
not include a comparison of girls in formal schooling and the expectations of students at Grades 
3, 5 and 7 based on the curriculum in each grade. As such, it is outside of the scope of this 
evaluation to determine whether the materials developed for Year 1 of the programme are at the 
appropriate learning level for girls in the project; this exercise should be conducted by Plan 
following the baseline.  



Indicator O1.1 will measure improved literacy outcomes of girls participating in the programme 
after one year of CBLH participation. Alignment of learning materials to expectations in Grade 3 
and 5, for those girls who chose this transition pathway, should be examined prior to the next time 
point. However, due to the high levels of performance of the girls in the treatment group, at least 
3 of the current literacy subtasks—familiar word reading, oral reading short passage, and oral 
reading long passage—appear to be inadequate to capture the growth in girl’s literacy skills.  



Numeracy 



Girls’ baseline numeracy findings are presented in the same way as literacy findings. First, the 
proportions of girls in each of the 4 learner categories is compared across treatment cohort with 
the comparison cohort (Figure 14) and with the benchmark Grade 3 group (Table 16a and 16b) 
by subtask. Then, the mean percentage correct scores are compared between the treatment 
cohort and two groups. Because the average aggregate numeracy score is below that of girls in 
Grades 5 and 7 but comparable to that of girls in Grade 3, numeracy analysis focuses on 
comparisons to Grade 3 girls. With both comparisons, statistically significant differences are 
identified (Supplementary Table 8).  



Results by Learner Categories 



Figure 14 and Tables 16a and 16b present the proportions of girls in each learner category by 
EGMA subtask for C1A and Grade 3 girls, respectively. Overall, the majority of girls in the 
treatment cohort are proficient in number recognition, quantity discrimination, addition level 1 and 
subtraction level 1, while the majority are established learners on the missing number 
identification subtask. Similar to the treatment group, the missing numbers subtask was the most 
difficult for  Grade 3 girls, only 1.22% of girls scored as proficient learners. 
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The largest proportion of girls in the treatment cohort scored as proficient on the number 
recognition subtask—almost 3 out of 4 girls (71.02%), while 2.83% received zero scores. The 
second-largest proportion of girls scored as proficient learners on the quantity discrimination and 
addition level 1 subtask—64.49% and 64.27%, respectively. Among Grade 3 girls, the largest 
proportion of proficient learners was also observed on the number recognition subtask—73.17% 
of Grade 3 girls were proficient—followed by the quantity discrimination subtask—57.32% (Figure 
14).  



On addition and subtraction, the proportion of non-learners in the treatment group was 
comparable—with 7.63 and 8.28%. respectively, of students unable to answer any addition or 
subtraction items correctly. Of those who answered at least one item correctly in the level 1 
subtask, 6.32% were unable to answer any addition level 2 items correctly and 11.76% were 
unable to answer any subtraction level 2 items correctly. The proportion of non-learners on the 
level 2 subtasks in the treatment cohort were higher than the proportion of non-learners on these 
subtasks in Grade 3 girls—13.94% versus 4.88%in addition level 2 and 20.04% versus 13.41% 
on subtraction level 2 (Table 16b).  



On the word problems subtask, the proportion of girls who were non-learners was comparable 
across the treatment cohort (21.35%) and Grade 3 girls (20.73%). However, the proportion of girls 
in the treatment cohort who were proficient was statistically significantly higher than in the Grade 
3 group. Almost one-third of girls in the treatment cohort were proficient in word problems 
(27.89%) while only one in 10 girls in Grade 3 was proficient (7.32%) (Table 16b).  



Numeracy Results by Mean Percentage Correct Scores 



Statistical significance tests on the percentage correct scores were conducted to compare the 
performance of girls in the treatment cohort to two other groups: first, girls in the comparison 
cohort and second, girls in formal schooling in Grade 3 from the benchmark group. Results of 
these significance tests are shown by subtask in Supplementary Table 5. The results show that 
girls in the treatment cohort had, on average, significantly higher mean scores than girls in the 
benchmark Grade 3 group on the word problems subtask. There were no statistically significant 
differences on the average percentage correct score between treatment and benchmark (grade 
3) groups on the remaining EGMA subtasks. Further, there were no significant differences in the 
average percentage correct score between treatment and comparison cohorts on any EGMA 
subtasks. 
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Figure 14: Proportion of girls in numeracy learner categories by subtask, C1A and C2 



  
 



Supplementary Table 9: Mean numeracy scores by subtask and significance results between C1A, 
C2 and Grade 3 



 
C1A 



(treatment) 
C2 



(comparison) 
Benchmarking 



Grade 3 
Significant 
differences 
between C1A 
and C2 



Significant 
differences 
between C1A 
and G3 



n Mean n Mean n Mean 



Mean Aggregate 
Numeracy Score 



457 66.25 262 67.65 73 65.93 No difference No difference 



Number 
Recognition Avg. 
Percentage 
Correct 



457 83.97 262 84.87 71 91.97 No difference No difference 
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C1A 



(treatment) 
C2 



(comparison) 
Benchmarking 



Grade 3 
Significant 
differences 
between C1A 
and C2 



Significant 
differences 
between C1A 
and G3 



n Mean n Mean n Mean 



Quantity 
Discrimination 
Avg. Percentage 
Correct 



456 80 262 79 72 85 No difference No difference 



Missing Number 
Avg. Percentage 
Correct 



454 50 262 51 72 54 No difference No difference 



Addition Level 1 
Avg. Percentage 
Correct 



454 77.14 261 77.72 71 81.62 No difference No difference 



Addition Level 2 
Avg. Percentage 
Correct 



457 67 262 69 73 71 No difference No difference 



Subtraction Level 
1 Avg. Percentage 
Correct 



452 69.68 262 70.23 71 67.18 No difference No difference 



Subtraction Level 
2 Avg. Percentage 
Correct 



457 59 262 61 73 58 No difference No difference 



Word Problems 449 46.03 261 49.23 70 29.29 No difference C1A> G3 
Note: Fluency scores for Oral Reading Fluency short and long passages show the mean fluency score before the fluency ranges were 
capped at 100 for inclusion in the aggregate EGRA score. 



As with the EGRA, ceiling effects do appear to be a concern when examining the fluency rates 
for timed subtasks and percentage correct scores for untimed subtasks on the EGMA. The only 
subtask that appears to have fewer than 10% of girls in the proficient category is missing numbers. 
For all other subtasks, at least one-quarter and as many as three-quarters of girls in the treatment 
cohort were proficient learners.40 As a result, the current EGMA subtasks may not adequately 
capture girls’ growth over time.  



Given these findings, the programme appears to have targeted girls with relatively high overall 
EGMA score but lower scores on the missing numbers subtask. Since girls’ have numeracy skills 
comparable to those of girls in Grade 3 in formal schooling, the first year of intervention materials 
should be reviewed.  



Indicator O1.2 will measure improved numeracy outcomes of girls participating in the programme; 
but given the high risk of ceiling effects, additional items or subtasks need to be added to capture 
numeracy improvement over time. 



 
40 While the results for the benchmark group suggest that the word problem subtask may not have a ceiling effect, the results from 
the treatment cohort show that the tool may have a ceiling effect. 
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Table 16a: Foundational numeracy skills, C1A 



Categories Subtask 
1 
 



Number 
Recogni



tion 



Subtask 
2 
 



Quantit
y 



Discrimi
nation 



Subtask 
3 
 



Missing 
Number



s 



Subtask 
4 
 



Addition 
(1) 



Subtask 
5 
 



Addition 
(2) 



Subtask 
6 



Subtract
ion (1) 



Subtask 
7 



Subtract
ion (2) 



Subtask 
6 
 



Word 
problem



s 



Non-
learner 0% 



2.83% 7.63% 11.11% 7.63% 13.94% 8.28% 20.04% 21.35% 



Emergent 
learner  
1–40% 



8.28% 6.10% 26.58% 6.75% 15.03% 11.98% 16.56% 24.40% 



Establishe
d learner 
41–80% 



17.43% 21.13% 53.59% 20.26% 30.72% 27.67% 33.99% 24.18% 



Proficient 
learner  
81–100% 



71.02% 64.49% 7.63% 64.27% 39.87% 50.54% 28.98% 27.89% 



Source:  



N= 459 
100% 99% 99% 99% 100% 98% 100% 98% 



Table 16b: Foundational numeracy skills, Grade 341 



Categories Subtask 
1 
 
Number 
Recogni
tion 



Subtask 
2 
 
Quantit
y 
Discrimi
nation 



Subtask 
3 
 
Missing 
Number
s 



Subtask 
4 
 
Additio
n (1) 



Subtask 
5 
 
Additio
n (2) 



Subtask 
6 



 



Subtrac
tion (1)  



Subtask 
7  



 



Subtrac
tion (2) 



Subtask 
6 
 
Word 
problem
s 



Grade 3  



Non-learner 
0% 



0.00% 1.22% 3.66% 0.00% 4.88% 3.66% 13.41% 20.73% 



Emergent 
learner 1–



40% 



2.44% 2.44% 18.29% 4.88% 14.63% 8.54% 20.73% 39.02% 



 
41 Results for Grades 5 and 7 can be found in Annex 13. 
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Categories Subtask 
1 
 
Number 
Recogni
tion 



Subtask 
2 
 
Quantit
y 
Discrimi
nation 



Subtask 
3 
 
Missing 
Number
s 



Subtask 
4 
 
Additio
n (1) 



Subtask 
5 
 
Additio
n (2) 



Subtask 
6 



 



Subtrac
tion (1)  



Subtask 
7  



 



Subtrac
tion (2) 



Subtask 
6 
 
Word 
problem
s 



Established 
learner 41–



80% 



10.98% 26.83% 64.63% 32.93% 40.24% 50.00% 34.15% 18.29% 



Proficient 
learner 81–



100% 



73.17% 57.32% 1.22% 48.78% 29.27% 24.39% 20.73% 7.32% 



Source:  



N= 82 
87% 88% 88% 87% 89% 87% 89% 85% 



Table 17a: Foundational literacy skills, C1A 



Categories Subtask 
1 
 
Letter 
Sound 



Subtask 
2 
 
Familiar 
Word 
Reading 



Subtask 
3 
 
Oral 
Reading 
Fluency – 
Short  



Subtask 
4 
 
Oral 
Reading 
Compreh
ension –
Short 



Subtask 
5 
 
Oral 
Reading 
Fluency – 
Long 



Subtask 
6 



 



Oral 
Reading 
Compreh
ension – 
Long 



Subtask 
7 



 



Listening 
Compreh
ension 



Non-learner 
0% 



28.98% 17.65% 23.53% 41.61% 24.62% 48.15% 37.69% 



Emergent 
learner 1–



40% 



20.48% 10.89% 11.98% 27.67% 15.03% 23.97% 35.73% 



Established 
learner 41–



80% 



33.77% 10.68% 23.09% 19.61% 24.18% 18.08% 19.17% 



Proficient 
learner 81–



100% 



16.78% 60.78% 41.18% 11.11% 35.95% 9.80% 6.97% 



Source:  



N=459 
100.00% 100.00% 99.78% 100.00% 99.78% 100.00% 99.56% 
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Table 17b: Foundational literacy skills, Grade 542  



Categories Subtask 
1 
 



Letter 
Sound 



Subtask 
2 
 



Familiar 
Word 



Reading 



Subtask 
3 
 



Oral 
Reading 



Fluency – 
Short 



Subtask 
4 
 



Oral 
Reading 



Compreh
ension –



Short 



Subtask 
5 
 



Oral 
Reading 



Fluency – 
Long 



Subtask 
6 



 



Oral 
Reading 



Compreh
ension – 



Long 



Subtask  
7 



 



Listening 
Compreh



ension 



Grade 5 



Non-learner 
0% 



38.02% 4.13% 3.31% 19.83% 3.31% 38.02% 23.14% 



Emergent 
learner 1–



40% 



28.10% 2.48% 8.26% 47.93% 14.88% 24.79% 47.11% 



Established 
learner 41–



80% 



19.01% 10.74% 36.36% 17.36% 41.32% 23.14% 18.18% 



Proficient 
learner 81–



100% 



13.22% 76.86% 45.45% 7.44% 33.06% 6.61% 4.13% 



Source:  



N= 121 
98.35% 94.21% 93.39% 92.56% 92.56% 92.56% 92.56% 



Results for life skills, Outcome 1.3, are presented in section 7.2. 



6.2 Characteristic subgroup analysis of the learning outcome 



Subgroup and barriers analysis 



Literacy and numeracy aggregate scores by subgroup and barrier are presented in Table 18: for 
girls in the treatment and comparison cohorts.43 There were no statistically significant differences 
in girls’ average aggregate literacy or numeracy scores in the treatment group by province. There 
was a weak but statistically significant correlation between age and average aggregate literacy 
and numeracy scores. The correlation between age and the overall EGRA score was 0.34, and 
the correlation between age and the overall EGMA score was 0.32. These correlations suggest 
that although older girls perform better, there was high variability in performance despite age. 
Using the age groups provided by Plan, girls who are 15–19 years old had higher literacy and 
numeracy aggregate scores than girls who are 10–14 years old.  



 
42 Results for Grades 3 and 7 can be found in Annex 13. 
43 Information for subgroup analysis was not collected from girls in the benchmark sample. 
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The majority of girls were from rural areas. However, here were no statistically significant 
differences in girls’ performance between urban, peri-urban and rural areas. Finally, there were 
no differences in girls’ performance by the language in which instructions were provided, Shona 
or Ndebele. 



Girls who had at least one disability—based on the Washington Group Child Functioning 
questions—are classified as having a functional disability.44 As noted previously, 29.57% of girls 
in the treatment cohort have a functional disability as do 27.42% of girls in the comparison cohort. 
Girls in the treatment cohort who have at least one functional disability have statistically 
significantly lower literacy and numeracy performance than do girls in the treatment cohort who 
do not have functional disabilities. Among the comparison cohort, however, there were no 
differences in the aggregate scores between girls with functional difficulties and those without. In 
the treatment cohort, girls who had functional difficulties with seeing, walking or communicating 
had lower numeracy scores than did girls who do not have those functional disabilities. Girls who 
had communication disabilities in the intervention cohort had lower literacy scores than do girls 
who did not have a functional disability in communication. There were no statistically significant 
differences in these subgroups among the comparison cohort. 



By subgroup, girls in the treatment cohort who face a barrier in accessibility—defined as long 
distances to school or CBLH—had statistically significantly lower literacy and numeracy 
aggregate scores than do girls in the treatment cohort who did not face this barrier. Similarly, girls 
in the treatment cohort who perceived that they lack the right to education had lower literacy and 
numeracy aggregate scores than do girls in the treatment cohort who did not have this perception. 
Finally, girls in the treatment cohort who lack of a voice and ability to speak up had lower EGMA 
performance than do girls in the treatment cohort who did not face this barrier. At baseline, there 
were no differences between girls who did face the following barriers and those who did not: lack 
of enabling environment for quality education and barriers related to menstruation.  



Table 18: Scores by key characteristic subgroups and barriers 



 Treatment Group (C1A) Comparison Group (C2) 



  n Avg. 
EGRA 
score 



Avg. 
EGMA 
score 



Significant 
Difference 



n Avg. 
EGRA 
score 



Avg. 
EGMA 
score 



Significant 
Differences 



All girls  459 44.55 66.25  264 41.82 67.65  



Age group 1: 10–



14 years old 
111 32.19 57.89 Grp 2 > grp 1 102 32.05 50.90 Grp 2 > grp 1 



 



Age group 2: 15–



19 years old 
316 49.29 69.97 146 59.13 76.97 



Province  
  



     



Bulawayo 24 44.44 64.98 none 20 41.53 61.98 



Harare 51 52.52 75.78 30 52.45 77.95 



 
44 In the treatment cohort, 61 girls had 1 functional disability, 36 had 2 functional disabilities, 13 had 3, 6 had 4, 5 had 5 and 2 had 6. 
In the comparison cohort, 42 girls had 1 functional disability, 18 had 2, 3 had 3, 3 had 4 and 1 had 6. 
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 Treatment Group (C1A) Comparison Group (C2) 



  n Avg. 
EGRA 
score 



Avg. 
EGMA 
score 



Significant 
Difference 



n Avg. 
EGRA 
score 



Avg. 
EGMA 
score 



Significant 
Differences 



Manicaland 306 46.02 72.89 179 37.84 64.90 Mash. E 
EGRA > 
Manicaland 



Mashonaland 
East 



30 52.52 75.78 34 53.27 75.90 



Matabeleland 
South 



48 46.02 72.89 1 51.45 77.71 



District  
  



     



Bulilima 48 46.02 72.89 EGRA: Chim 
> Mut. 
Rural; 
EGMA: Bul, 
Chim, 
Mutasa, 
Mutoko > 
Mut. Rural 



1 51.45 77.71 EGRA, 
EGMA: ep, 
Mutasa, 
Mutoko > 
Chim; 



  



Chimanimani 64 52.77 72.91 69 28.25 54.97 



Epworth 51 43.04 67.12 30 52.45 77.95 



Imbizo 24 36.24 55.36 20 41.53 61.98 



Mutare_Rural 130 38.30 57.21 89 40.79 69.60 



Mutasa 112 46.82 69.47 21 56.88 78.05 



Mutoko 30 52.52 75.78 34 53.27 75.90 



Area  
  



     



Urban 3 14.70 57.99 none 21 42.97 64.37 none 



Peri-urban 77 43.28 65.94 27 48.06 76.24 



Rural 336 45.36 67.41 200 41.12 67.68 



Language in which instructions were given on assessment 



Shona 387 44.88 66.10 none 243 41.81 68.08 none 



Ndebele 72 42.76 67.04 21 42.00 62.73 



Disability subgroup 



Seeing 25 34.01 55.80 EGMA: has < 
does not 



5 41.52 77.88 None 



Hearing 9 41.71 65.51 None 3 5.89 36.25 EGRA, 
EGMA: has < 
does not 



Walking 11 29.98 46.69 EGMA: has < 
does not 



6 43.97 63.54 None 
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 Treatment Group (C1A) Comparison Group (C2) 



  n Avg. 
EGRA 
score 



Avg. 
EGMA 
score 



Significant 
Difference 



n Avg. 
EGRA 
score 



Avg. 
EGMA 
score 



Significant 
Differences 



Self-care 2 44.74 69.79 none 2 0.79 5.00 EGMA: has < 
does not 



Communication 14 20.49 35.65 EGRA, 
EGMA: has < 
does not 



5 20.28 51.21 none 



Learning, 
Remembering 
and 
Concentrating  



46 11.28 34.27 none 19 39.89 60.59 none 



Accepting 
Change, 
Controlling 
Behaviour and 
Making Friends  



39 23.34 48.42 none 23 35.71 66.88 none 



Mental Health 
(Anxiety and 
Depression) 



40 33.72 57.61 none 27 36.70 61.45 none 



Subgroup 



Girls with at least 
1 functional 
disability 



123 29.75 52.77 EGRA, 
EGMA: has < 
does not 



68 39.37 65.82 none 



Accessibility—



long distances to 
school 



280 42.79 65.67 EGRA, 
EGMA: has < 
does not 



9 33.62 61.48 none 



Lack safety net 
for GBV 



152 43.42 65.10 none 95 33.93 63.55 EGRA, 
EGMA: has < 
does not 



Lack of right to 
an education 



22 45.51 50.68 EGRA, 
EGMA: has < 
does not 



7 32.26 59.76 None 



Lack of enabling 
environment for 
quality education 



45 45.51 65.64 None 0 0 0 n/a 
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 Treatment Group (C1A) Comparison Group (C2) 



  n Avg. 
EGRA 
score 



Avg. 
EGMA 
score 



Significant 
Difference 



n Avg. 
EGRA 
score 



Avg. 
EGMA 
score 



Significant 
Differences 



Logistic barriers 
during menses 



204 43.65 66.09 None 110 38.62 63.65 EGRA, 
EGMA: has < 
does not 



Lack of voice and 
ability to speak 
up 



81 39.92 59.61 EGMA: has < 
does not 



50 31.13 60.61 EGRA, 
EGMA: has < 
does not 



Note: Differences between girls who face the barrier and those who do not are statistically compared within the treatment cohort and within the 
comparison cohort. Significant differences at the p<0.05 level are indicated.  



 



Intermediate Outcomes Analysis 



To understand the relationships between different levels of the SAGE ToC, average literacy and 
numeracy scores are presented by IO indicator scores in Supplementary Table 10. IOs and the 
indices used to report against each of the IO are described in detail in section 7. IOs that were 
measured at the girl-level are used to disaggregate learning outcomes in this section. 
Furthermore, results for the treatment and comparison cohort are presented and statistically 
significant differences within each cohort are discussed by subgroup.  



Overall, girls in both cohorts who had high levels of self-efficacy, more positive gender attitudes, 
and high levels of SRHR knowledge had higher literacy and numeracy scores than did girls who 
had low levels of these IOs, as measured by the indices for each IO. The perception of safety 
mattered among the treatment cohort, where girls who had low levels of perceived safety had 
lower EGMA aggregate scores but comparable EGRA scores. No differences in learning 
outcomes were observed among the comparison cohort by perceptions of safety index. Finally, 
there were no differences between girls with a high level of perceived community support for 
education and those with a low level of perceived community support, in either the treatment or 
comparison cohorts. 



With the life-skills outcome, girls who had a high level of life-skills had higher literacy and 
numeracy scores than did girls with low levels. This was true for both the treatment and the 
comparison cohort. 
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Supplementary Table 10: Learning scores by intermediate outcomes, C1A and C2 



  Treatment cohort Comparison cohort 



n Average 
literacy 



score 
(aggreg



ate) 



Average 
numerac
y score 
(aggreg



ate) 



significa
nt 
differen
ces 



n Average 
literacy 



score 
(aggreg



ate) 



Average 
numerac
y score 
(aggreg



ate) 



significa
nt 
differen
ces 



All girls  459 44.55 66.25 
 



264 41.82 67.65 
 



Low Self-
Efficacy 
(IO2.1) 



60 33.27 52.45 EGRA, 
EGMA: 
low< 
high 



38 28.77 51.98 EGRA, 
EGMA: 
low< 
high 



High Self-
Efficacy 
(IO2.1) 



356 46.69 69.53 210 44.43 71.29 



Low gender 
attitudes (IO 
2.2 gender) 



403 44.03 66.74 EGRA, 
EGMA: 
low< 
high 



244 41.37 67.85 EGRA, 
EGMA: 
low< 
high 



High gender 
attitudes (IO 
2.2 gender) 



12 72.77 83.65 4 82.34 97.66 



Low SRHR 
(IO2.2 SRHR) 



370 42.34 64.87 EGRA, 
EGMA: 
low< 
high 



232 40.50 67.38 EGRA, 
EGMA: 
low< 
high 



High SRHR 
(IO2.2 SRHR) 



45 65.61 86.63 16 64.20 82.19 



Low 
community 
gender 
attitudes (IO 
4.1) 



n/a n/a n/a n/a  n/a n/a n/a n/a  



High 
community 
gender 
attitudes (IO 
4.1) 



n/a n/a n/a n/a n/a n/a 



Low 
perceived 
safety 
(IO4.2) 



188 41.56 63.11  EGMA: 
low< 
high 



238 42.28 68.51 no 
differenc
e 
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  Treatment cohort Comparison cohort 



n Average 
literacy 



score 
(aggreg



ate) 



Average 
numerac
y score 
(aggreg



ate) 



significa
nt 
differen
ces 



n Average 
literacy 



score 
(aggreg



ate) 



Average 
numerac
y score 
(aggreg



ate) 



significa
nt 
differen
ces 



High 
perceived 
safety 
(IO4.2) 



228 47.39 70.33 10 35.97 64.04 



Low 
community 
support for 
girls’ 
education 
(IO4.3) 



148 44.31 65.43 no 
differenc
e 



237 42.55 68.89 no 
differenc
e 



High 
community 
support for 
girls’ 
education 
(IO4.3) 



268 45.00 67.97 11 30.77 56.29 



Low life-skills 
(Outcome 
1.3) 



388 43.37 66.00 EGRA, 
EGMA: 
low< 
high 



241 40.92 67.66 EGRA, 
EGMA: 
low< 
high 



High life-
skills 
(Outcome 
1.3) 



27 66.32 84.87 7 80.35 91.46 



Note: significant differences are indicated at the p<0.05 level. Differences in learning outcomes by community-level gender attitudes (IO 
4.1) were not possible since the items comprising this index were administered to a sub-sample of boys, heads-of-households and 
parent/caregivers within each community and not associated with individual girls’ learning outcomes. Low and high groups for each index 
were defined in collaboration with Plan and the FM—high scores are defined as at or above 75% of the score range, low scores are defined 
as below 75% of the score range. See Table 7 for descriptions of each IO and the construction of the indices. 



Additionally, the relationships between the IOs and the learning outcomes were examined using 
the correlation between the index scores and learning outcome scores, shown in Supplementary 
Table 11. In contrast to the previous analysis—which uses high and low groups to explore the 
proportions of girls in each group and the differences in learning outcomes by these groups—an 
analysis by correlations tells how scores are directly related.45 Results show that higher literacy 



 
45 Relationships between 2 scores are typically examined using the Pearson Correlation, with a range of 0 to 1, with 0 indicating no 
relationship between the 2 scores and 1 indicating perfect relationship between the 2 scores. Correlations that are large—above 0.7 
or more—indicate that there is a strong relationship between the 2 variables, suggesting that a change in one score is likely to be 
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and numeracy scores were moderately associated with higher life-skills scores and higher SRHR 
knowledge scores and weakly associated with perceived safety score, self-efficacy and gender 
attitudes.  



Supplementary Table 11: Pearson correlations between learning scores and IO scores 



Learning 
Outcome 



IO 2.1 
Self-



Efficacy 
Score 



IO 2.2 
Gender 



attitudes 
Score 



IO 2.2 
SRHR 
Score 



IO 4.2 
Perceived 



Safety 
Score 



IO 4.3 
Community 
Support for 
Education 



Score 



Outcome 2. 
Life-skills 



Score 



EGRA 
Aggregate 
Score 



0.185** 0.362** 0.524** 0.152** 0.068 0.539** 



EGMA 
Aggregate 
Score 



0.274** 0.357** 0.557** 0.121** 0.046 0.576** 



Note: 2 asterisks (**) indicates that the correlation is significant at the 0.01 level. 



 



6.3 Transition outcome 



SAGE’s second outcome is a transition through key stages of education, training or employment. 
This section will present baseline findings that relate to the following indicators: 



• O2.1a: Percentage of highly marginalised girls who have transitioned into formal/non-
formal schooling46 



• O2.1b: Percentage of highly marginalised girls who have transitioned into training 
(vocational training, life-skills training)  



• O2.1c: Percentage of highly marginalised girls who have transitioned into fairly paid 
employment or self-employment 



 



 



 
associated with a change in the other variable. Correlations between 0.4 and 0.7 are considered moderate, and correlations below 
0.4 are considered weak. Note that these relationships indicate associations, and not causation between the 2 scores. The 
relationships described below are for all girls in the treatment and comparison cohort together, since the trends in relationships 
observed above were similar in the 2 cohorts. At subsequent evaluation points, however, the variability in the correlations between 
treatment and comparison cohorts will be of interest to explore independently. 
46 This does not include continued participation in SAGE activities, but with formal/non-formal options outside of the SAGE activities. 



Project to complete  



• Complete the table overleaf by outlining the transition pathways for your main 
intervention pathway groups.  
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Table 19: Transition pathways 



Intervention 
pathway 
tracked for 
transition 



Please describe the 
possible transition 
pathways for this group  



Aim for girls’ transition for 
next evaluation point  



Aim for girls’ transition 
level by the time 
project stops working 
with cohort  



Girls age 10–



14 
Continue into formal 
schooling 



 



Enter vocational 
training5 



 



Employment or self-
employment 



• Enrols into school  



• Enters third (optional 
year) of CBLH 



• Enters vocational 
training 



• Positive Employment or 
self-employment 



 



If above fails, girl completes 
at least 2 years of CBLH but 
does not transition into 
school, years 3 CBLH, 
training or employment 



• Enrols into school 
or continues to be 
in school and 
progressing 
through the 
relevant grades 



• Enters vocational 
training (after the 
age of 15) 



• Positive 
Employment or 
self-employment  
 



If above fails, girl 
completes at least 2 
years of CBLH but does 
not transition into 
school, years 3 CBLH, 
training or employment 



Girls age 15–



19 
Continue into formal 
schooling 



 



Enter vocational training 
(after the age of 15) 



 



Employment or self-
employment 



• Enrols into school  



• Enters third (optional 
year) of CBLH 



• Enters vocational 
training 



• Employment or self-
employment 



 



If above fails, girl completes 
at least 2 years of CBLH but 
does not transition into 
school, years 3 CBLH, 
training or employment 



• Enrols into school 
or continues to be 
in school and 
progressing 
through the 
relevant grades 



• Enters vocational 
training 



• Employment or 
self-employment 
 



If above fails, girl 
completes at least 2 
years of CBLH but does 
not transition into 
school, years 3 CBLH, 
training or employment 
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Pathway analysis  



The pathway analysis is appropriate for girls enrolled in SAGE activities in C1A, but girls’ 
responses regarding their intentions to transition suggest that formal schooling may be an under-
utilized option. As stated in the ToC, girls are expected to participate in 2 years of CBLH—with an 
optional third year. They then have the opportunity to transition into formal schooling, vocational 
training or employment/self-employment. Based on girls’ responses when asked their intentions 
at baseline, the majority of beneficiaries aim to transition into vocational training or 
employment/self-employment; few aim to transition into formal schooling. 



At baseline, girls’ transition pathways are estimated based on girls’ intentions to transition. Girls 
were asked if they believe they will finish CBLH; 98.04% said yes, 0.49% said no, and 1.47% said 
they did not know. Girls who said they intend to finish CBLH were then asked about their hopes 
for themselves after CBLH. First, results by subgroup are presented for girls in the treatment 
cohort in Supplementary Table 5, followed by a comparison between the treatment cohort and 
the benchmark group in Supplementary Table 12.  



Supplementary Table 12: Percentage of girls’ hopes after completing CBLH, C1A 



Group 
(transition) 



N Formal 
education 



Vocational 
training 



Employment or 
self-



employment 



Get married, 
other, don’t 



know, 
Refused47 



All girls 399 2.76% 47.62% 47.12% 2.51% 



District 



Bulilima 48 8.51% 44.68% 44.68% 2.13% 



Chimanimani 64 0.00% 71.11% 28.89% 0.00% 



Epworth 51 0.00% 13.95% 86.05% 0.00% 



Imbizo 24 0.00% 33.33% 52.38% 14.29% 



Mutare Rural 130 4.39% 50.88% 40.35% 4.4% 



Mutasa 112 1.98% 51.49% 45.54% 0.99% 



Mutoko 30 0.00% 50.00% 50.00% 0.00% 



Area 



Urban 3 0.00% 100% 0.00% 0.00% 



Peri-urban 69 0.00% 27.54% 68.12% 4.35% 



Rural 327 3.36% 51.38% 43.12% 2.14% 



Language of instruction of assessment 



Shona 331 2.11% 48.94% 47.13% 1.81% 



 
47 The proportion of girls in the treatment cohort by sub-category are: 0.3% said ‘get married and care for my family’, 0.5% said 
‘other’, and 1.8% said ‘don’t know’. 
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Group 
(transition) 



N Formal 
education 



Vocational 
training 



Employment or 
self-



employment 



Get married, 
other, don’t 



know, 
Refused47 



Ndebele 68 5.88% 41.18% 47.06% 5.88% 



Age Group 



Age 10–14 101 6.93% 33.66% 55.45% 3.97% 



Age 15–19 272 1.10% 54.04% 43.38% 1.47% 



Barriers 



Girls with at least 
1 functional 
disability 



117 2.56% 37.61% 56.41% 3.41% 



Accessibility—



long distances to 
school 



273 2.20% 50.55% 44.69% 2.56% 



Lack safety net 
for GBV 



147 2.04% 49.66% 45.58% 2.72% 



Lack of right to an 
education 



22 9.09% 45.45% 40.91% 4.55% 



Lack of enabling 
environment for 
quality education 



43 4.65% 37.21% 51.16% 6.98% 



Logistic barriers 
during menses 



196 4.08% 47.96% 43.37% 4.59% 



Lack of voice and 
ability to speak up 



79 1.27% 45.57% 48.10% 5.06% 



Of the 399 girls in C1A who believed they would complete CBLH, almost half reported that they 
hoped to go to vocational training and the other half reported that they hoped to go into 
employment or self-employment. Only 2.76% reported that they would re-enter formal education 
and 2.51% reported that they would get married and take care of their family, other, do not know 
or refused to answer.  



At least 4 districts had no girls reporting that they intend to re-enter formal schooling. In 
Chimanimani and Mutasa, girls reported that they want to go into vocational training while the 
majority of girls in Epworth and Imbizo reporting that they want to go to employment or self-
employment. None of the 72 girls in urban and peri-urban areas reported that they want to re-
enter formal schooling. 
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By age group, a larger proportion of girls in the 10–14 group (6.93%) reported that they hoped to 
return to primary school after completing CBLH; however, the majority still preferred vocational 
training (33.66%) or employment/self-employment (55.45%). A larger proportion of girls in older 
age groups reported that they hope to go to vocational training (54.04%) and only a few reported 
they wanted to return to formal schooling (1.10%).  



Headline analysis  



The post-CBLH hopes of girls in the treatment cohort are compared to the post-school hopes of 
girls in the benchmark group (Supplementary Table 13). The majority of girls in the benchmark 
group hope to continue in formal education as would be expected while the majority of girls in the 
treatment cohort hope to go into vocational training or employment. In the programme’s logframe 
an estimated 70% of girls are expected to transition into formal or non-formal schooling, 30% into 
vocational training and 10% into self-employment or employment. It appears that these estimates 
are not aligned with the intentions expressed by girls in the treatment cohort in the baseline 
survey. However, the baseline surveys do not examine the intersection between the barriers with 
missing data—ethnicity, stated religion of household, school experience, including drop-out 
status, and carer status. Qualitative data from the Gender Analysis (Annex 12) along with further 
analysis once missing data are obtained can together provide a nuanced understanding of how 
the transition pathways supported under the project may need to be adjusted, if at all.  



Furthermore, 7.93% or 32 girls in the treatment cohort reported at the time of the surveys that 
they were enrolled in formal school. SAGE followed-up with these girls and all 32 girls confirmed 
they are not enrolled in formal schools and are therefore eligible to participate in CBLHs. Data for 
girls who have never been to school or who have been to school but dropped out were not 
available to report in Table 20 due to the high rate of replacement in the sample—almost 80%. 
As of this writing, Plan does not have enrolment information from the replacement girls in order 
to report against these categories for the sample. 



Supplementary Table 13: Percentage of girls’ hopes after completing CBLH, C1A and Grades 3, 5 
and 7 



Age group 
(transition) 



N Formal 
education48 



Vocational 
training 



Employment 
or self-



employment 



Get married, other, 
don’t know, Refused49 



Treatment 
Cohort 



399 2.76% 47.62% 47.12% 2.51% 



Benchmark 
group—all 
Grades (3,5,7) 



212 95.79% 0.00% 0.93% 3.27% 



Grade 3 44 95.45% 0.00% 0.00% 4.55% 



Grade 5 84 95.24% 0.00% 2.38% 2.38% 



Grade 7 82 98.78% 0.00% 0.00% 1.22% 



 
48 Among the benchmarking group, students were also able to select ‘go to an ALP’; only 1 student in grade 5/6 selected this option. 
49 The proportion of girls in the treatment cohort by sub-category are: 0.3% said ‘get married and care for my family’, 0.5% said 
‘other’, and 1.8% said ‘don’t know’. 
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Age group 
(transition) 



N Formal 
education48 



Vocational 
training 



Employment 
or self-



employment 



Get married, other, 
don’t know, Refused49 



Note: girls in the Treatment Cohort were asked about their hopes after completing CBLH. Girls in the benchmark group, who are currently 
enrolled in formal schooling, were asked “thinking about next year (January 2020) what do you expect you will be doing?” 



Table 20: Status at baseline, C1A and C2 



Status  Treatment Cohort (%)  Comparison Cohort (%) 



Never been to school (%) Not available  n/a 



Been to school, but 
dropped out  



Not available n/a 



Not currently enrolled in 
formal school 



92.07% 89.11% 



Currently enrolled in 
formal school  



0 10.89% (n=27) 



Currently employed  Not available n/a 



Source:  



N =  



416 248 



Note: following this analysis, STS shared the list of girls in the intervention group who said they were currently enrolled in formal school 
with Plan for follow-up and confirmation of their enrolment. At the time of this writing, no further information was available to update these 
data. 



6.4 Sustainability outcome  



Baseline evidence on O3 Sustainability is presented in the following section for system, 
community and learning space indicators and primarily draws upon qualitative data.  



System 



The EE conducted KIIs with 5 government officials—4 district-level officials and one national-level 
official—whowork within SAGE intervention areas. These interviews focused on understanding 
current support for marginalised girls’ education, support for NFE programmes and alignment of 
SAGE with government priorities. All interviewees had been familiarised with the programme 
through workshops held in Harare or in their district. All mentioned that they had been tasked with 
some form of oversight of programme activities. These oversight activities included supervising 
teaching and learning activities, selecting schools and teachers to support the programme, and 
planning activities that the programme will undertake. One official noted that running CBLHs out 
of formal schools increased integration. Another official was dissatisfied with the collaboration 
with SAGE to-date, noting that, although SAGE had agreed to design programme activities 
collaboratively, there had not been close coordination, and programme activities had been 
designed without MoPSE input.  



All government officials who were interviewed stated that the MoPSE put strengthening support 
and programming for marginalised girls’ education at a high priority at the national and district 
levels. One respondent stated that the government did not discriminate by gender, and that 
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government policies were targeted at improving education for all learners—not just girls. Officials 
also noted the high level of alignment between MoPSE priorities and policies and the SAGE 
programme. The MoPSE currently has mandates to reach zero illiteracy and to have NFE 
programmes in all primary and secondary schools, as well as to build vocational skills, which 
officials noted are scaffolded by SAGE programming. One official said that the MoPSE initiatives 
and SAGE are complementary programmes working together to reach the same goal. 



Evident through interviews with government officials is that funding remains a significant barrier 
to the sustainability of the SAGE programme. Nearly all respondents mentioned that the 
government’s NFE initiatives had been unsuccessful due to the lack of remuneration provided to 
the teachers. Specifically, although the MoPSE had passed a policy that all primary and 
secondary schools should run NFE programmes, the government had informed district officials 
that no funds would be made available to pay teachers who run the programmes. Additionally, 
one district official exhibited scepticism over the ability of a nongovernmental programme to be 
sustainable, as their funding is not long-term. A respondent mentioned that MoPSE generally 
refers donors to support education in marginalised areas, as there are not sufficient government 
funds for these areas.  



When asked about ways to motivate MoPSE staff to more actively support marginalised girls’ 
education, officials suggested that community engagement is critical. One official said that it is an 
obstacle if the community environment is not friendly to an initiative and that the MoPSE alone 
cannot do anything but instead needs the community to support a programme. One official 
specifically mentioned that village heads and kraals should be encouraged to assist. A common 
theme across responses was the need for educator buy-in; specifically, that teachers and 
communities should not view the programming for marginalised girls as extra work. One 
respondent said that the MoPSE would not be able to support a SAGE-type activity more than 
part-time. Other suggestions included holding forums to allow like-minded people to meet and 
create solutions, to conduct workshops with communities, and to develop success stories. 



Given this evidence, the proposed system sustainability score at baseline using the sustainability 
scorecard is 2.00. There is evidence of system-wide support for marginalised learners’ education, 
and the SAGE programme closely aligns with MoPSE priorities. SAGE has also engaged key 
district officials in planning and oversight of the programme. However, it is unclear if the MoPSE 
will have funding available to support and sustain SAGE activities after the end of the programme.  



Community 



Two community leaders responded to KIIs focused on exploring engagement with the SAGE 
programme, communities’ relationship with the programme, possible positive and negative 
outcomes of the programme and potential for community-led sustainability. Both community 
leaders reported that SAGE had engaged with them at the development and enrolment stages. 
One respondent said they had been tasked with recruitment and engagement at the beginning of 
the programme, and the other said they had provided input into potential barriers to participation. 
When asked about their community’s relationship with the programme to-date, one respondent 
said that the community was responding well and that most potential beneficiaries—including the 
respondent’s daughter—had enrolled. The other respondent said that the relationship had been 
good so far but that community members had doubts about whether the programme would be 
successful and that there had been misinformation spread about the programme’s activities, 
including that it would provide food and goods provisions. One noted that many men were initially 
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against the programme, as they believed that the police would become involved and punish them 
for cases of early marriage. 



Three school heads within communities involved in the SAGE programme participated in KIIs. 
They acknowledged being engaged in the programme through community outreach meetings and 
recruitment activities, and one said that a teacher from his school served as a mentor for the 
programme. 



Expected outcomes of the programme as explained by community leaders included employment 
creation for young women, reduction in adolescent pregnancy, increased literacy and reduction 
in child marriage. The community leaders also stated that they hoped that beneficiaries would 
finish the programme with basic life skills, go to tertiary and higher learning institutions and be 
able to make a living, which would, in turn, help the community grow in a positive direction. 
Another community leader said that there were no problems so far, but that the programmes 
should actively engage boys in the community so they do not feel left out. A school head said that 
the presence of SAGE might decrease interest in formal school. 



One school head expressed that the programme should consider an ALP that is shorter than 2 
years so that adolescent girls can finish their learning sessions and quickly earn a living. Another 
school head said that, although he prefers to focus on the positives of the programme, an increase 
in adolescent pregnancies might be possible because of the inclusion of boys in the programme. 
Further, findings from community leaders, parents and young men during the Gender Analysis 
indicated that some believed that women up to age 30 could benefit from the programme, as there 
is high demand and need to support those who missed out on their education due to early 
marriage and financial constraints. 



Both community leader respondents said that the community could run CBLHs after the end of 
the programme under conditions. One said that the community would run the programme only 
when community members see positive results of the programme. The other respondent said that 
they would need materials and tutors to be able to run the programme. One school head 
emphasized that the programme needs to invest in good training of staff so that it can sustain 
itself and not be an end in itself. He said that it must be integrated into government structures so 
that there is sustainability. Another school head emphasized the need for support with resources 
—books, infrastructure, classrooms—in order for the programme to be sustained. 



Given the evidence, the proposed community sustainability score at baseline is 1.00. Although 
there is evidence of programme engagement, there appears to be potential misalignment in 
programme goals and community expectations and understanding of the programme, which may 
hinder communities’ appetite for sustainability after the programme’s completion. Furthermore, 
there appear to be positive and potentially negative perceptions regarding the benefits of the 
interventions to girls, suggesting that shifting community perceptions and ensuring a clear 
understanding of the programme’s goals are a pre-requisite for sustainability at the community 
level. Baseline evidence was limited, however, as it only drew from 3 school heads and 2 
community leaders. STS recommends that a wider range of community actors are engaged in 
data collection at the next evaluation point to better understand the enabling environment for 
sustainability at the community level. 
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Learning space 



Limited data were available to evaluate conditions for sustainability in the learning space at 
baseline. Instead, sustainability at the learning space will be highly dependent on the 
programme’s ability to address potential barriers to attendance and learning that girls experienced 
prior to involvement with the SAGE programme. One of the barriers uncovered through the 
Gender Analysis,50 which captured girls’ pre-existing feelings about learning environments and 
were not specific to CBLH, included low quality of instruction. Specifically, girls expressed 
concerns that the SAGE programme may not incorporate child-friendly, inclusive or gender-
responsive teaching and learning strategies. For example, when discussing barriers at the school, 
girls mentioned teachers being unfriendly, fearing teachers, being beaten, fearing being beaten 
by teachers, and teachers’ manipulating girls into sexual relationships. Additional barriers detailed 
in the Gender Analysis included dirty learning facilities, bullying, stigma and discrimination of 
programme participants and long distances to learning centres and safety in transit. These 
barriers, though specific to girls’ previous learning experiences, should be taken into 
consideration, as they previously limited girls’ participation in education. Failure to mitigate these 
barriers could limit the programme’s sustainability at the learning space. 



An additional factor affecting sustainability may be the lack of resources available to support 
CBLH teachers. Government officials, community leaders and school heads all expressed 
concerns over remuneration to teachers in charge of running NFE programmes. Based on 
feedback provided from respondents, without appropriate incentives, CBLHs may face challenges 
in recruiting and maintaining quality educators after the end of the programme.  



Given the evidence, the proposed learning space sustainability score at baseline is 0.00. There 
are significant existing barriers to sustainability that should be addressed for the quality of the 
learning space to be maintained after the end of the programme. Interviews with community 
educators and community members at the next evaluation point will provide a more nuanced 
understanding of sustainability conditions at the learning space. 



Table 21: Sustainability indicators 



 System Community Learning space 



Indicator 1: % of relevant MoPSE 
officials who support Girls' 
National Education Forum / 
other relevant initiatives 



 



Results: All interviewed 
MoPSE officials said that 
girls’ education initiatives 
were high priority. 



Average allocation of 
resources to the 
education of girls 



 



Results: NA 



% of Community 
Educators who feel they 
are able to fulfil their 
roles 



 



Results: NA 



 
50 The Gender Analysis took place prior to the start of the programme, and the research focused on understanding girls’ previous 
experiences with learning environments. Though not specifically applicable to CBLH, SAGE should consider the learning space 
findings of the Gender Analysis as it designs and rolls out the programme. 
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 System Community Learning space 



Indicator 2: # of district-level 
education officials that 
have participated in Hub 
monitoring visits (Midline) 



 



Results: NA 



# of community 
leaders / Community 
Educators reporting 
that CBLHs will 
continue to function 
after project end 
(Endline) 



 



Results: Both 
community leaders 
expected CBLHs to be 
run by community after 
the end of SAGE, with 
conditions. 



% of Hub Development 
Committees that are 
functional 



 



Results: NA 



Indicator 3: # of new initiatives taken 
by MoPSE officials aligned 
to Girls' National Education 
Forum joint advocacy goals 
(Endline) 



 



Results: NA 



  



Baseline 
Sustainability Score 
(0–4) 



2.00 1.00 0.00 



Overall 
Sustainability Score 
(0–4, average of the 
3-level scores) 



1.40  



(weighted score) 



Note: Weighted score is based on weights assigned by Plan in the logframe as follows: 60% system, 20% community, 20% learning space 



 



Project to complete  



Complete the table below by answering the questions in the table. Once completed, provide 
narrative analysis of the points raised in the table to explain the change the project intends to 
achieve. Ensure your analysis reflects the scores your external evaluator rated for each of 
your sustainability indicators. 
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Table 22: Changes needed for sustainability 



Questions to 
answer 



System Community CBLH Family / 
/household 



Girl  



Change: what 
change should 
happen by the end 
of the 
implementation 
period 



 CBLHs are 
recognised 
and become 
part of the 
mainstream 
education 
system; 
SAGE 
materials 
approved for 
use by all 
schools 
offering NFE; 
budget 
allocated for 
CBLHs in 
other 
communities 



Communities 
acknowledge 
CBLHs as a 
valuable 
education 
opportunity 
and develop a 
sense of 
ownership 
with relation 
to the hubs  



Community 
Educators 
(CE) and 
learning 
assistance 
(LA) are 
driven by the 
desire to 
make a 
difference in 
their 
communities; 
school heads 
and NFE 
buddies see 
CEs as part of 
the education 
system and 
record data in 
EMIS; HDCs 
develop and 
adopt action 
plans to 
improve hubs 



Families 
acknowledge 
CBLHs as a 
valuable 
education 
opportunity; 
recognise that 
girls have a right 
to be educated 
as much as boys 



Girl learners 
believe that 
attaining 
fluency in 
literacy and 
numeracy is 
not academic 
but critical 
life skills 
components 
that will see 
them move 
from one 
step of their 
life to the 
next 



Activities: What 
activities are aimed 
at this change? 



Activities 
under 
Outcome 3 
and Output 6 
(logframe) 



Activities 
under 
Outcomes 3, 
4 and 5 
(logframe) 



Activities 
under 
Outcomes 1 
and 2 
(logframe) 



Activities under 
Outcomes 4 and 
5 (logframe) 



Activities 
under 
Outcomes 1, 
3 and 4 
(logframe) 



Stakeholders: Who 
are the relevant 
stakeholders? 



MoPSE, incl. 
District 
School 
Inspectors 
and Lifelong 
Learning 
Coordinators 



Community 
leaders, 
parents / 
husbands, 
employers, 
CoGE 
facilitators 



Community 
Educators, 
Learning 
Assistants, 
school heads 
and NFE 
buddies, HDC 
members  



Parents, 
caregivers, 
husbands 



Highly 
marginalised 
adolescent 
girls 



Factors: what 
factors are 
hindering or 



Lack of funds 
for NFE at the 
national level 



Community 
attitudes 



Attitudes 
towards 
certain 



Attitudes 
towards girls’ 
education, 



Attitudes 
towards 
education 
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Questions to 
answer 



System Community CBLH Family / 
/household 



Girl  



helping achieve 
changes? Think of 
people, systems, 
social norms etc. 



due to the 
economic 
crisis 
affecting 
Zimbabwe 



towards NFE, 
poverty 



categories of 
girls, 
outdated 
teaching 
standards, 
lack of funds, 
attitudes 
towards NFE 



conservative 
social norms and 
attitudes 
towards gender 
and SRHR, 
poverty 



(NFE in 
particular), 
attitudes 
towards 
gender and 
SRHR, 
poverty 
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7. Key Intermediate outcome findings 



Baseline results for the following SAGE IOs are presented in this section: 



• IO1: OOS adolescent girls regularly attend accelerated learning sessions in CBLHs 



• IO2: OOS adolescent girls have increased self-efficacy and life skills 



• IO3: Adolescent girls and their families have improved skills and increased access to 
financial resources 



• IO4: Communities demonstrate more positive gender attitudes and actively support and 
protect girls 



• IO5: Strong and active partnerships with MoPSE officials and other civil society actors 
actively advocate for more inclusive, gender-responsive education policies 



For each IO, qualitative findings from the Gender Analysis are also summarized where 
appropriate, in addition to any available quantitative findings from the baseline study. Additionally, 
tables show the results for the girls in the treatment and comparison groups by subgroup; results 
for girls in the treatment group comparing those facing barriers and not facing barriers are 
provided in the narrative below each table. Two results are presented at baseline—the mean 
score on an index and the proportion of girls categorized as having high scores, defined as at or 
above 75% of the score on an index. This cut-off at 75% of the index score was established based 
on Plan’s guidance for high scores and is applied to all indices created for SAGE programme 
indicators. 



7.1 Key Intermediate outcome findings 



IO1: Attendance  



SAGE’s first IO is attendance. Specifically, the programme ToC assumes that improved 
attendance to sites of learning is a prerequisite for better learning, transition and sustainability for 
marginalised girls. At baseline, since programming had just begun at CBLHs, the baseline 
attendance level is set at zero and is based on CBLH attendance records.  



IO1 indicators and relevant baseline information are detailed in Table 23: IO1 Attendance 
indicators, C1A 



. Qualitative findings for this IO will provide critical feedback to the programme about how to 
support attendance over the years of the programme. 



Table 23: IO1 Attendance indicators, C1A 



IO IO indicator Sampling 
and 
measuring 
technique 
used  



Who 
collected 
the 
data?  



Baseline 
level  



 



Target for 
next 
evaluation 
point 



Will IO 
indicator 
be used 
for next 
evaluation 
point? 
(Y/N) 



IO1: 
Attendance  



IO1.1: % of 
girls regularly 



Girls 
survey; 



Select 
Research 



Girls – 0% Girls – 60%% Yes 
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IO IO indicator Sampling 
and 
measuring 
technique 
used  



Who 
collected 
the 
data?  



Baseline 
level  



 



Target for 
next 
evaluation 
point 



Will IO 
indicator 
be used 
for next 
evaluation 
point? 
(Y/N) 



attending 
session in 
CBLHs 



HoH 
survey; 
Caregiver 
survey 



 



 



Main qualitative findings  



• The FGDs indicated there are several household level barriers to attendance including a lack of 
parental or family support for girls attending school, including a high chore burden making it 
difficult to attend school chores and a preference to send boys to school over girls.  



• The FGDs also highlighted several community-level barriers to attending formal schools, 
including long distances to schools, issues of safety while girls are in transit and low-quality 
instruction in schools, including poor instructional techniques and corporal punishment. FGDs did 
not explore girls’ perceptions of CBLHs, as CBLHs had not yet been established. 



• The FGDs also highlighted some challenges related to the attendance of girls with disabilities. 
The discussions suggested that in some instances, girls with disabilities are not able to physically 
access schools.  



Main findings  



The qualitative and quantitative data collected at baseline provided substantial insight into girls’ 
perceived barriers to attendance in the SAGE programme. Because these beneficiaries had 
recently enrolled in CBLHs at the time of baseline, the barriers identified are likely informed by 
their previous experiences with the formal school system. Barriers are grouped by individual-level 
and community-level and include, but are not limited to, the barriers described in Error! 
Reference source not found. of section 5. 



While attendance records were not available for the baseline report, among the treatment cohort, 
98.60% of girls say they are enrolled in CBLH and among the comparison cohort, 5.20% say they 
are currently enrolled in CBLH.51, 52 It is unclear why girls in the comparison cohort would report 
that they are currently enrolled as selection for this cohort has yet to commence. In the event girls 
from the comparison group are in fact enrolled in CBLH during the first year, the comparison at 
midline should exclude these girls from the comparison cohort and reassign their baseline data 
to the treatment cohort. 



 
51 Of the remaining six girls in the intervention group who said they were not currently enrolled in CBLH, 5 were replacement girls. 
These girls did not provide any reasons as to why they were not enrolled in CBLH. 
52 Thirteen comparison girls reported being enrolled in CBLH. These girls were from Chinamano, Mutoko Central, Chitekwe, and 
Gandai A. Of these girls, 7 were replacements.  
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Other girls survey questions provide context around girls’ perceptions of CBLHs and their learning 
environments. Of the 416 treatment respondents who reported that they are enrolled in CBLH, 
97.75% agree or strongly agree that their CE makes them feel welcome in the classroom and 
17.21% agree or strongly agree that their CE is often absent for class. The majority (99.04%) of 
girls in the treatment cohort said that CBLH is important for what they want to do when they grow 
up. Similarly, 98.80% of girls in the treatment cohort think that it is important for children to go to 
school and CBLH, and 98.31% think that they have a right to go to school and CBLH. However, 
when asked about their ability to choose whether they can attend or stay in education, 63.45% of 
girls agreed or strongly agreed that they could not choose. 



The qualitative data from the Gender Analysis suggests that girls perceive a variety of barriers to 
their attendance in school. Because the Gender Analysis took place prior to the beginning of 
CBLH learning, these perceptions are likely based on their experience in formal schools and can 
provide formative information to the SAGE treatment. On the girls survey, the most commonly 
cited reason for not enrolling in formal school was an inability to afford school fees, with 91.12% 
of girls in the treatment cohort stating this was the reason they were not enrolled. Other reasons 
for not enrolling included being married or about to be married (6.79%); having or expecting a 
child (4.96%); disability (1.57%); and chronic illness (0.78%). Similar to the girls survey, girls in 
the Gender Analysis reported challenges to attendance when there is a lack of family support for 
education. They cited household chores and responsibilities, as well as prioritizing boys’ 
education as reasons for their lack of attendance in school. Both the girls survey and the Gender 
Analysis also indicated that low-quality education opportunities influence whether a girl attends 
school. In the Gender Analysis, girls’ responses suggested that poor instruction and corporal 
punishment in school are reasons for not attending. Finally, distance to schools, as well as a girl’s 
sense of safety travelling to and from school are potential barriers to school attendance. 



Reflections 



Because the baseline took place at the start of CBLH learning sessions treatment, data collection 
for IO1 focused primarily on identifying potential obstacles or barriers to access to, attendance at 
and completion of CBLH through quantitative and qualitative methods. The findings under IO1 at 
baseline should be used to provide formative feedback to the programme in order to reduce or 
eliminate obstacles and barriers that learners may confront in the coming years of the programme.  



At baseline, perceptions of barriers to attendance from quantitative and qualitative data were used 
to report against this IO. At the next evaluation point, several new tools or items will be introduced 
to track indicators under IO1. The quantitative tools or items that STS suggests adding include 



• For IO1.1: 
o Classroom observations including headcount attendance at evaluation points and 



programme monitoring data 
o Classroom attendance records, if available 
o Additional girls survey items regarding frequency of attendance at CBLHs 
o Additional household survey items regarding frequency of attendance of girls at 



CBLHs 



Between evaluation periods, SAGE should ensure that attendance records from CBLHs are 
consistently tracked and collated. The monitoring data on attendance should be combined with 
data collected at the next evaluation point to report on trends in attendance across the sample 
during the intervening months. 
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Targets 



SAGE established IO1 targets based on specific contextual knowledge. Baseline results did not 
provide any data to contradict current assumptions of possible attendance rates at the next 
evaluation period. 



See the management response section in Annex 18.  



IO2: Adolescent girls have increased self-efficacy and life skills 



SAGE’s second IO is that adolescent girls have increased self-efficacy and life skills. Specifically, 
the programme ToC assumes that improved knowledge and understanding of self-efficacy and 
life skills are prerequisites for better learning, transition and sustainability outcomes for 
marginalised girls. The indicators in this section measure and report on girls’ self-efficacy as well 
as SRHR and gender KAPs, while results for life skills are reported separately in Section 7 as it 
has been requested by the FM and Plan to include this as an additional outcome for SAGE. In 
the analysis for this outcome, STS first compared the overall mean scores of the girls in the 
treatment and comparison cohorts to evaluate if there are statistically significant differences. Next, 
STS compared treatment girls’ mean scores by subgroup —for example, girls facing barriers 
around menstruation compared to those not facing such barriers—in order to better understand 
what factors affect girls’ scores. 



IO2 indicators and relevant baseline information are detailed in Table 24: IO2 Self-efficacy and 
life skills indicators 



. Item-level frequencies are available in Annex 15. Two results are presented at baseline—the 
mean score on an index, and the proportion of girls categorized as having high scores, defined 
as at or above 75% of the score on an index.53 This cut-off at 75% of the index score was based 
on Plan’s guidance for high scores and is applied to all indices created for SAGE programme 
indicators. At midline, the number of girls with improved mean scores over baseline should be 
reported, as well as the proportion of girls in the high score category. 



 
53 The index for self-efficacy, IO 2.1, included a scoring range from 0-3. For IO2.2, the gender attitudes index used a scoring range 
from 0-2, and the SRHR index used a scoring range from 0-30.  



Project Checks on Intermediate Outcomes 



Ensure that the IO analysis reflects the links between different levels in the logframe and 
informs the validity of the Theory of Change. This includes checking whether the EE (?) have: 
  



• Measured and analysed all IO indicators presented in logframe. 
• Disaggregated the data according to the logframe. 
• Used both the qualitative and quantitative analysis stated in the logframe.  
• Related the IO analysis to the analysis of Outcomes. 
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Table 24: IO2 Self-efficacy and life skills indicators 



IO IO indicator Sampling 
and 
measurin
g 
techniqu
e used  



Who 
collecte
d the 
data?  



Index 
name 



Baseline 
level for 
Treatmen
t Cohort  



Target 
for next 
evaluatio
n point 



Will IO 
indicator 
be used 
for next 
evaluatio
n point? 
(Y/N) 



IO2: OOS 
adolescen
t girls 
have 
increased 
self-
efficacy 
and life 
skills 



IO2.1: % of 
marginalised 
girls 
demonstratin
g improved 
self-efficacy 



Girls 
survey 



STS Self-
Efficacy 



Mean 
score – 
2.67 on an 
index; 
85.58% of 
girls 
considere
d having a 
high score 
at 
baseline 



90% of 
girls have 
a high 
score at 
midline  



Yes 



IO2: OOS 
adolescen
t girls 
have 
increased 
self-
efficacy 
and life 
skills 



IO2.2: % of 
marginalised 
girls 
demonstrating 
improved 
knowledge, 
attitudes and 
practices on 
gender and 
SRHR 



Girls 
survey 



STS Gender 
Attitudes 



Mean 
score – 
1.05 on 
index; 
2.89% of 
girls 
considere
d having a 
high score 
at 
baseline 



20% 
above 
baseline 



Yes 



IO2.2: % of 
marginalised 
girls 
demonstratin
g improved 
knowledge, 
attitudes and 
practices on 
gender and 
SRHR 



Girls 
survey 



STS SRHR 
Knowledg
e 



Mean 
score – 
14.91 on 
index; 
10.84% of 
girls 
considere
d having a 
high score 
at 
baseline 



20% 
above 
baseline 



Yes 



 Main qualitative findings  
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IO IO indicator Sampling 
and 
measurin
g 
techniqu
e used  



Who 
collecte
d the 
data?  



Index 
name 



Baseline 
level for 
Treatmen
t Cohort  



Target 
for next 
evaluatio
n point 



Will IO 
indicator 
be used 
for next 
evaluatio
n point? 
(Y/N) 



 • FGDs suggest that low self-esteem and lack of opportunities to learn about SRHR are 
barriers girls’ self-esteem and life skills.  



 



Main findings  



IO2.1 % of marginalised girls demonstrating improved self-efficacy 



At baseline, girls responded to items on a self-efficacy instrument related to overcoming 
challenges, achieving goals, perceptions of personal capabilities, and perceptions of individual 
performance on tasks.54 The self-efficacy index for IO2.1 contained a set of 6 items, with 
response options scaled from 0–3.Girls in both treatment and comparison groups had high self-
efficacy scores. In the treatment group, girls have a mean self-efficacy score of 2.67, while girls 
in the comparison group have a mean self-efficacy score of 2.63.  



Because the indicator for IO2.1 measures improvement in scores, impossible to show on the 
baseline, STS also grouped girls into those with high scores and low scores to better understand 
where improvement might happen. The cut off for high scores were provided by Plan at 75% of 
the scale or a score of 2.25. Girls who score 2.25 or higher are categorized as high scores, and 
girls who score less than 2.25 are categorized as low scores. The proportions of girls in high and 
low score categories by subgroups and barriers are presented in Supplementary Table 14, which 
provides the mean scores on the self-efficacy index, as well as the percentage of girls with high 
and low scores. Overall, the majority of both treatment and comparison girls fall into the high score 
category. As a result, it appears that high sense of self-efficacy, overall, is a characteristic of the 
population of intended beneficiaries. 



Supplementary Table 14: IO2.1 Self-efficacy results by subgroup and barrier 



Characteristic Treatment vs 
Comparison 



Number of 
respondents 
in subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



All girls Treatment 416 2.67 Low score 14.42% 



High 
score 



85.58% 



Comparison 248 2.63 Low score 15.32% 



High 
score 



84.68% 



 
54 The self-efficacy items were adapted from Chen, G., Gully, S.M. and Eden, D. (2001) ‘Validation of a New General Self-Efficacy 
Scale’, Organizational Research Methods, 4 (1): 62-83. 
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Characteristic Treatment vs 
Comparison 



Number of 
respondents 
in subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



Barrier: 
Accessibility/Long 
distance to School 



Treatment 280 2.69 Low score 14.29% 



High 
score 



85.71% 



Comparison 9 2.59 Low score 11.11% 



High 
score 



88.89% 



Barrier: Lack of safety 
net for GBV 



Treatment 152 2.73 Low score 13.16% 



High 
score 



86.84% 



Comparison 95 2.54 Low score 16.84% 



High 
score 



83.16% 



Barrier: Perceived lack of 
right to education 



Treatment 22 2.61 Low score 9.09% 



High 
score 



90.91% 



Comparison 7 2.69 Low score 14.29% 



High 
score 



85.71% 



Barrier: Lack of enabling 
environment for quality 
education* 



Treatment 45 2.55 Low score 20.00% 



High 
score 



80.00% 



Comparison 0 n/a Low score 0.00% 



High 
score 



0.00% 



Barrier: More barriers 
due to menstruation* 



Treatment 204 2.63 Low score 15.20% 



High 
score 



84.80% 



Comparison 110 2.58 Low score 19.09% 



High 
score 



80.91% 



Treatment 81 2.54 Low score 20.99% 
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Characteristic Treatment vs 
Comparison 



Number of 
respondents 
in subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



Barrier: Lack of 
voice/ability to speak 
up*** 



High 
score 



79.01% 



Comparison 50 2.38 Low score 28.00% 



High 
score 



72.00% 



Barrier: Girl has 
functional difficulty* 



Treatment 123 2.57 Low score 19.51% 



High 
score 



80.49% 



Comparison 68 2.54 Low score 22.06% 



High 
score 



77.94% 



Girls 10–14 years old Treatment 107 2.65 Low score 15.89% 



High 
score 



84.11% 



Comparison 95 2.62 Low score 17.89% 



High 
score 



82.11% 



Girls 15–19 years old Treatment 279 2.69 Low score 13.98% 



High 
score 



86.02% 



Comparison 141 2.68 Low score 12.06% 



High 
score 



87.94% 



Bulawayo** Treatment 24 2.35 Low score 29.17% 



High 
score 



70.83% 



Comparison 19 2.57 Low score 21.05% 



High 
score 



78.95% 



Harare** Treatment 48 2.76 Low score 14.58% 



High 
score 



85.42% 
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Characteristic Treatment vs 
Comparison 



Number of 
respondents 
in subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



Comparison 25 2.66 Low score 16.00% 



High 
score 



84.00% 



Manicaland** Treatment 269 2.65 Low score 15.61% 



High 
score 



84.39% 



Comparison 169 2.62 Low score 14.79% 



High 
score 



85.21% 



Mashonaland East** Treatment 28 2.81 Low score 7.14% 



High 
score 



92.86% 



Comparison 34 2.67 Low score 14.71% 



High 
score 



85.29% 



Matabeleland South** Treatment 47 2.80 Low score 4.26% 



High 
score 



95.74% 



Comparison 1 2.50 Low score 0.00% 



High 
score 



100.00% 



Note: One asterisk (*) indicates a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.05. Three asterisks indicate a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.001. 



These high scores seem to contradict findings from the FGDs and Gender Analysis, in which OOS 
and highly marginalized girls, especially young mothers and girls with disabilities who face high 
levels of stigma and discrimination within learning environments from peers and/or teachers –– 
frequently cited low self-esteem as a barrier to improving self-efficacy and life skills. Therefore, to 
better understand what factors may affect self-efficacy scores for girls in the treatment group, 
statistical tests were used to evaluate if the differences in mean scores between subgroups within 
the treatment group at baseline are significant (Supplementary Table 14).55 Asterisks in 



 
55 A t-test is a type of inferential statistic used to determine if there is a significant difference between the means of 2 groups (for 
example, treatment and comparison groups). T-tests were used to test the differences in means between girls categorized as facing 
a barrier compared to those not facing the barrier. ANOVA is an inferential statistic that determines if there is a significant difference 
between the means of 3 or more groups, and was used to test differences in means for girls in different age groups and from 
different regions. 
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Supplementary Table 14  indicate that for girls in the treatment group, the difference in mean 
scores between those who face barriers and those who do not is statistically significant. 
Significant differences were observed for girls who lack an enabling environment for quality 
education; girls with barriers around menstruation; girls who lack voice or an ability to speak up; 
and girls with at least one functional difficulty. Girls lacking an enabling environment for quality 
education have an average self-efficacy score of 2.55 compared to those who do not face this 
barrier (2.70). Girls with barriers around menstruation have an average self-efficacy score of 2.63 
compared to those who do not face this barrier who average 2.74. Girls lacking voice or an ability 
to speak up have a significantly lower average self-efficacy score (2.54) compared to those who 
do not have low self-esteem (2.73). Additionally, girls with functional difficulty have a significantly 
lower average self-efficacy score (2.57) compared to those who do not have functional difficulty 
(2.72). The data also shows significant differences between the average scores of girls in the 
treatment cohort from different regions, with girls from Bulawayo’s mean score of 2.35 being 
statistically lower than girls from all other regions. Girls from Harare have a mean score of 2.76; 
girls from Manicaland have a mean score of 2.65, girls from Mashonaland East have a mean 
score of 2.81; girls from Matabeleland South have a mean score of 2.80.  



IO2.2 % of marginalised girls demonstrating improved knowledge, attitudes and 
practices on gender and SRHR  



Results for IO2.2 are reported as scores on 2 indices. Girls were asked 17 items to assess their 
gender KAP, addressing themes such as women in the workplace, girls’ education and gender 
roles in the home.56 Additionally, girls responded to questions about sexual and reproductive 
health topics such as sexually transmitted diseases, examples of sexual and reproductive health 
rights, and practices around SRHR topics. Because this indicator measures 2 different KAP 
categories, 2 separate indices were created for this indicator. Items were reviewed and revised 
by SAGE to ensure alignment with the curriculum they will deliver over the life of the programme.  



Gender index 



The gender KAP measure is based on the Gender Equitable Men Scale57 and supplemented with 
customized survey items (see Supplementary Table 15 for a list of items).58 Girls are scored on a 
scale from 0.00 to 2.00. Those scoring above a 1.50, the 75% mark on the scale, are considered 
to have a high score on the gender items. A very small percentage of girls—2.89%—had high 
scores on the gender KAP index. Overall, girls in the treatment group have a statistically 
significantly higher mean gender KAP score than girls in the comparison group. Treatment girls 
score 1.05 on average, while comparison girls score 0.99 on average. A comparison of treatment 
and comparison girls by subgroup is presented in Supplementary Table 15. Furthermore, the 
scale was subdivided by thematic groups and mean scores are presented in Supplementary Table 
16. On a scale of 0–2, girls had the highest scores—indicating positive perceptions—on 
aspirations (1.73) followed by gender stereotypes (1.48) and violence and blame (1.17) and the 
lowest scores—indicating negative perceptions—on masculinity (0.56), and sexual relationships 
(0.69). When compared to girls in the comparison cohort, girls in the treatment cohort had higher 
mean scores on gender stereotypes, masculinity and domestic roles.  



 
56 all negatively worded items were recoded in reverse, resulting in a scale with higher scores indicating more positive perceptions. 
57Nanda, Geeta. “Compendium of Gender Scales.” Compendium of Gender Scales, September 2011. https://www.c-



changeprogram.org/content/gender-scales-compendium/pdfs/4. GEM Scale, Gender Scales Compendium.pdf. 
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Supplementary Table 15: IO2.2 Gender attitudes and practices 



Characteristic Treatment vs 
Comparison 



Number of 
respondents 
in subgroup 



Mean Score Category Proportion of 
total in 
subgroup 



All girls^ Treatment 415 1.05 Low score 97.11% 



High score 2.89% 



Comparison 248 0.99 Low score 98.39% 



High score 1.61% 



Barrier: 
Accessibility/L
ong distance 
to School 



Treatment 280 1.06 Low score 96.79% 



High score 3.21% 



Comparison 9 1.09 Low score 100.00% 



High score 0.00% 



Barrier: Lack 
of safety net 
for GBV 



Treatment 152 1.05 Low score 98.03% 



High score 1.97% 



Comparison 95 0.93 Low score 98.95% 



High score 1.05% 



Barrier: 
Perceived lack 
of right to 
education* 



Treatment 22 0.94 Low score 100.00% 



High score 0.00% 



Comparison 7 0.87 Low score 100.00% 



High score 0.00% 



Barrier: Lack 
of enabling 
environment 
for quality 
education* 



Treatment 45 1.13 Low score 93.33% 



High score 6.67% 



Comparison 0 n/a Low score 0.00% 



High score 0.00% 



Barrier: More 
barriers due to 
menstruation
* 



Treatment 203 1.03 Low score 97.04% 



High score 2.96% 



Comparison 110 0.98 Low score 100.00% 



High score 0.00% 



Barrier: Lack 
of voice/ability 
to speak up 



Treatment 81 1.04 Low score 100.00% 



High score 0.00% 



Comparison 50 0.89 Low score 100.00% 



High score 0.00% 



Barrier: Girl 
has functional 
difficulty* 



Treatment 123 1.00 Low score 96.75% 



High score 3.25% 



Comparison 68 1.00 Low score 95.59% 



High score 4.41% 



Girls 10–14 
years old*** 



Treatment 107 0.96 Low score 98.13% 



High score 1.87% 



Comparison 95 0.94 Low score 100.00% 



High score 0.00% 
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Characteristic Treatment vs 
Comparison 



Number of 
respondents 
in subgroup 



Mean Score Category Proportion of 
total in 
subgroup 



Girls 15–19 
years old*** 



Treatment 278 1.09 Low score 97.84% 



High score 2.16% 



Comparison 141 1.02 Low score 97.16% 



High score 2.84% 



Bulawayo Treatment 24 0.98 Low score 87.50% 



High score 12.50% 



Comparison 19 0.99 Low score 100.00% 



High score 0.00% 



Harare Treatment 48 1.05 Low score 95.83% 



High score 4.17% 



Comparison 25 1.10 Low score 92.00% 



High score 8.00% 



Manicaland Treatment 268 1.06 Low score 98.51% 



High score 1.49% 



Comparison 169 0.96 Low score 100.00% 



High score 0.00% 



Mashonaland 
East 



Treatment 28 1.04 Low score 100.00% 



High score 0.00% 



Comparison 34 1.03 Low score 94.12% 



High score 5.88% 



Matabeleland 
South 



Treatment 47 1.05 Low score 93.62% 



High score 6.38% 



Comparison 1 0.94 Low score 100.00% 



High score 0.00% 
Note: One asterisk (*) indicates a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.05. Three asterisks indicate a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.001. One caret (^) indicates a difference between treatment and comparison girls at p<0.001. 



Supplementary Table 16: IO2.2 Gender attitudes and practices by thematic group 



Thematic 
Group 



Items Included Mean Score 
Treatment 
Cohort 



Mean Score 
Comparison 
Cohort 



Gender 
Stereotypes* 



Boys are naturally better than girls in 
maths and sciences. 



Girls and women can be good leaders. 



1.48 1.37 



Masculinity* Boys lose respect if they cry or talk about 
their problems. 



.56 .43 
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Thematic 
Group 



Items Included Mean Score 
Treatment 
Cohort 



Mean Score 
Comparison 
Cohort 



If someone insults a man, he should 
defend his reputation with force if he has 
to. 



A man should have the final word about 
decisions in his home. 



Aspirations Higher education is just as important for 
girls as it is for boys. 



Young women should have the same 
opportunities to work outside the home 
as young men. 



1.73 1.68 



Domestic 
Roles* 



Men and women should share equal 
responsibility for household chores and 
childcare. 



A woman should obey her husband in all 
things. 



.93 .82 



Sexual 
Relationship 



If a girl says no to sex, her partner should 
respect that. 



It is a girl’s responsibility to avoid getting 
pregnant. 



A girl should be able to decide who and 
when she marries. 



.69 .70 



Violence and 
Blame 



It is not a girl's fault if a male student or 
teacher sexually harasses her, it is the 
fault of the male involved. 



Girls wearing short dresses provoke boys. 



A girl or woman never deserves to be 
beaten. 



A woman should not tolerate violence to 
keep her family together. 



A man using violence against his wife or 
girlfriend is a private matter that shouldn't 
be discussed outside the couple. 



1.17 1.12 



Note: all negatively worded items were recoded in reverse, resulting in a scale with higher scores indicating more positive perceptions. One 
asterisk (*) indicates a difference in treatment girls’ mean scores and comparison girls’ mean scores at p<0.05. 



The scores of girls in the treatment cohort differ significantly on the gender KAP by certain 
subgroups (Supplementary Table 15). Girls who perceive the lack of a right to education have a 
significantly lower average gender norms score (0.94) compared to those who do perceive a right 
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to an education (1.06). The data also suggests that girls lacking an enabling environment for 
quality education have significantly higher gender scores (1.13) than those who do not face this 
barrier (1.05). Girls who face barriers with menstruation also demonstrate significantly lower 
gender norms scores (1.03) than girls who do not experience that barrier (1.10). Girls with one or 
more functional difficulties have a mean score of 1.00, significantly lower than the mean score of 
1.07 for girls who do not have functional difficulties. Finally, there are statistically significant 
differences in the mean scores of girls by age group. Girls aged 10–14 have a mean score of 
0.96; girls 15 and older have a mean score of 1.09.59 



SRHR Index 



The SRHR KAP index is made up of 30 items (see Supplementary Table 17 for list of items) and 
scored on a scale from 0–30. Girls scoring above 22.50, the 75% mark on the scale, are 
considered to have a high score. Around one-tenth of treatment girls—10.84%—have high scores 
on the SRHR KAP index. Overall, girls in the treatment cohort again show statistically significantly 
higher mean scores than comparison girls on the SRHR index. Treatment girls score 14.91 on 
average on the index, while comparison girls score 13.81. Differences in treatment and 
comparison girls’ mean scores and proportions with high scores are outlined in Supplementary 
Table 17. 



Supplementary Table 17: IO2.2 SRHR knowledge attitudes and practices 



Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of total 
in subgroup 



All girls^ Treatment 415 14.91 Low score 89.16% 



High 
score 



10.84% 



Comparison 248 13.81 Low score 93.55% 



High 
score 



6.45% 



Barrier: 
Accessibility/Long 
distance to School 



Treatment 280 14.81 Low score 89.29% 



High 
score 



10.71% 



Comparison 9 16.44 Low score 88.89% 



High 
score 



11.11% 



Barrier: Lack of 
safety net for GBV 



Treatment 152 14.99 Low score 89.47% 



High 
score 



10.53% 



 
59 Because of the high percentage of replacement girls surveyed at baseline, responses were collected from girls outside of SAGE 
eligibility criteria—namely girls aged 7-9 and 20+. The results for these girls are presented in Annex 11. 
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Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of total 
in subgroup 



Comparison 95 12.34 Low score 95.79% 



High 
score 



4.21% 



Barrier: Perceived 
lack of right to 
education 



Treatment 22 13.23 Low score 90.91% 



High 
score 



9.09% 



Comparison 7 12.00 Low score 85.71% 



High 
score 



14.29% 



Barrier: Lack of 
enabling 
environment for 
quality education 



Treatment 45 15.10 Low score 91.11% 



High 
score 



8.89% 



Comparison 0 n/a Low score 0.00% 



High 
score 



0.00% 



Barrier: More barriers 
due to 
menstruation*** 



Treatment 203 14.33 Low score 90.64% 



High 
score 



9.36% 



Comparison 110 12.10 Low score 96.36% 



High 
score 



3.64% 



Barrier: Lack of 
voice/ability to speak 
up* 



Treatment 81 13.70 Low score 92.59% 



High 
score 



7.41% 



Comparison 50 12.14 Low score 100.00% 



High 
score 



0.00% 



Barrier: Girl has 
functional difficulty 



Treatment 123 12.78 Low score 95.12% 



High 
score 



4.88% 



Comparison 68 13.37 Low score 97.06% 
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Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of total 
in subgroup 



High 
score 



2.94% 



Girls 10–14 years 
old*** 



Treatment 107 9.57 Low score 99.07% 



High 
score 



0.93% 



Comparison 95 10.39 Low score 100.00% 



High 
score 



0.00% 



Girls 15–19 years 
old*** 



Treatment 278 17.06 Low score 84.89% 



High 
score 



15.11% 



Comparison 141 16.49 Low score 90.07% 



High 
score 



9.93% 



Bulawayo Treatment 24 14.25 Low score 87.50% 



High 
score 



12.50% 



Comparison 19 12.58 Low score 89.47% 



High 
score 



10.53% 



Harare*** Treatment 48 10.75 Low score 100.00% 



High 
score 



0.00% 



Comparison 25 14.44 Low score 100.00% 



High 
score 



0.00% 



Manicaland Treatment 268 15.44 Low score 88.43% 



High 
score 



11.57% 



Comparison 169 13.31 Low score 94.67% 



High 
score 



5.33% 
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Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of total 
in subgroup 



Mashonaland East Treatment 28 14.88 Low score 82.14% 



High 
score 



17.86% 



Comparison 34 16.25 Low score 88.24% 



High 
score 



11.76% 



Matabeleland 
South*** 



Treatment 47 16.48 Low score 87.23% 



High 
score 



12.77% 



Comparison 1 23.00 Low score 0.00% 



High 
score 



100.00% 



Note: One asterisk (*) indicates a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.05. Three asterisks indicate a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.001. One caret (^) indicates a difference between treatment and comparison girls at p<0.05. 



STS further analysed differences in treatment girls’ scores comparing girls in barrier subgroups 
with those not in barrier subgroups. Girls facing barriers around menstruation have a significantly 
lower score (14.33) compared to girls who do not face these barriers (17.39). Girls with low self-
esteem have significantly lower scores (13.70) compared to girls who did not (15.37). There are 
also significant differences in scores on the SRHR index between girls who had a functional 
difficulty (12.78) and those who do not (15.81). As might be expected, there are statistically 
significant differences in the average SRHR scores for girls of different age groups as well, with 
younger girls having a lower average score than older girls on both indices. Region is a factor in 
treatment girls’ SRHR scores, with significant differences between treatment girls from Harare 
(10.75) and Matabeleland South (16.48) (Supplementary Table 17).  



Reflections 



The high mean score of 2.67 and very high percentage of girls with high scores in indicator 2.1—
self-efficacy—indicate that girls in both cohorts 1 and 2 have a high sense of self-assurance and 
the belief that they can take action and bring about change. This is a strong asset that the 
programme should leverage. However, these scores mean that there may not be room for growth 
on this measurement scale. In future evaluation points, STS recommends supplementing the 
baseline scale, which mostly uses questions about general beliefs of self, with questions about 
practical scenarios to capture a more nuanced perspective of girls’ self-efficacy. This will require 
enhanced qualitative tools that ask girls to respond to situations and demonstrate self-efficacy 
rather than their agreement with concepts around self-efficacy. 



In contrast to the high percentage of girls with self-efficacy scores in IO2.1, much lower 
percentages of girls had high scores on the gender KAP and SRHR KAP indices for IO2.2. Both 
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indices for indicator 2.2 had relatively high-reliability coefficients (0.63 for the gender KAP; 0.82 
for the SRHR KAP), thus are proving to be effective scales measuring the desired domains or 
KAPs. The low percentage of girls with high scores may be a result of the types of questions 
asked. For example, the SRHR KAP asks girls to indicate knowledge about circumstances under 
which a girl can get pregnant. This may be the knowledge that younger girls have not yet learned 
or that girls are not yet comfortable responding to. As the Gender Analysis points out, only 1% of 
girls aged 10–14 years old are sexually active, but the overwhelming majority (99.1%) lack 
comprehensive knowledge around pregnancy.60 Furthermore, girls age 15–19 are more likely to 
have had their first sexual experience (25%), and a very large majority (93%) still lack 
comprehensive knowledge around pregnancy.61 Thus, the low percentages of girls with high 
scores represent an opportunity for growth in these areas that the SAGE curriculum will cover. 



Furthermore, since the addition of life-skills as the third outcome for SAGE, this IO should be 
revised to exclude life-skills and instead be reworded as follows: ‘adolescent girls have increased 
self-efficacy, gender and SRHR knowledge, attitudes and practices’.  



Targets 



The programme logframe sets the target for the next evaluation point at a 20% increase from 
baseline levels. This would mean that 100% of girls receive a high self-efficacy score; 22.14% of 
girls receive a high gender score, and 29.15% of girls receive a high SRHR score. However, 
because a 20% increase for the self-efficacy indicator would mean more than 100% of girls are 
categorized as having high self-efficacy, STS suggests setting the target to 90% of girls 
categorized as having high scores. 



These targets, set at changing social norms and attitudes in addition to knowledge and practices, 
are quite ambitious. It should be noted that frequently with this type of change, self-reported rates 
of knowledge or self-efficacy may at first stagnate or even decrease as learners’ frames of 
reference expand and change with new knowledge. Should such a pattern emerge, SAGE might 
consider including retrospective pre-test type questions on the endline to capture responses 
aligned to girls’ changed frames of reference.62 



See management response in Annex 18.  



 
60 Republic of Zimbabwe Ministry of Health and Child Care. Zimbabwe National Adolescent Fertility Study. [SAGE Proposal 
Language] 
61 Ibid. 
62 https://archive.globalfrp.org/evaluation/the-evaluation-exchange/issue-archive/evaluation-methodology/the-retrospective-pretest-
an-imperfect-but-useful-tool 



Project Checks on Intermediate Outcomes 



Ensure that the IO analysis reflects the links between different levels in the logframe and 
informs the validity of the Theory of Change. This includes checking whether the EE have: 
  



• Measured and analysed all IO indicators presented in logframe. 
• Disaggregated the data according to the logframe. 
• Used both the qualitative and quantitative analysis stated in the logframe.  
• Related the IO analysis to the analysis of Outcomes. 
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IO3: Adolescent girls and their families have improved skills and increased access to 
financial resources 



SAGE’s third IO is improved skills and increased access to financial resources. Specifically, the 
programme ToC assumes improved skills and increased access to financial resources are a 
prerequisite for better learning, transition and sustainability outcomes for marginalised girls. 



Since formal financial instruction had not yet begun at CBLH centres at baseline, the focus of data 
collection for this indicator was to identify current access to Village Savings and Loan Associations 
(VSLAs) and financial resources. SAGE should use this information to help inform the structure 
and focus of treatments for CBLH facilitators. 



Table 25:  IO3 Improved skills and increased access to financial resources 



IO IO indicator Sampling 
and 
measuring 
technique 
used  



Who 
collected 
the 
data?  



Baseline 
level  



Target for next 
evaluation 
point 



Will IO indicator 
be used for next 
evaluation 
point? (Y/N) 



IO3: 
Adolescent 
girls and 
their 
families 
have 
improved 
skills and 
increased 
access to 
financial 
resources 



IO3.1: % of 
highly 
marginalised 
girls aged 
15–19 who 
have 
accessed a 
VSLA 
reporting 
improved 
access to 
financial 
resources  



Girls 
survey, 
HoH 
survey, 
Caregiver 
survey 



STS 0 N/A Yes63 



IO3: 
Adolescent 
girls and 
their 
families 
have 
improved 
skills and 
increased 
access to 
financial 
resources 



IO3.2: % of 
adult female 
VSLA 
participants 
reporting 
increased 
capacity to 
invest in 
education 



NA at 
baseline 



NA at 
baseline  



0 TBC  Yes 



 
63 The VSLA groups will be established by the next evaluation point. These groups will support mothers of girls participating in 
SAGE programmes.  
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IO IO indicator Sampling 
and 
measuring 
technique 
used  



Who 
collected 
the 
data?  



Baseline 
level  



Target for next 
evaluation 
point 



Will IO indicator 
be used for next 
evaluation 
point? (Y/N) 



IO3: 
Adolescent 
girls and 
their 
families 
have 
improved 
skills and 
increased 
access to 
financial 
resources 



IO3.3: 
Confidence 
in vocational 
skills score 
of highly 
marginalised 
girls aged 
15–19 who 
participated 
in ISOP 
training 



N/A at 
baseline 



N/A at 
baseline 



0 TBC TBC  



Main qualitative findings  



• At the individual level, the FGDs suggest girls have limited access to vocational and livelihood 
skills training. Girls responses indicated that, particularly in rural areas, where girls reported that 
these types of centres are more often located in towns and cities and are difficult to access from 
rural areas. Additionally, girls reported that a lack of resources, such as the ability to pay school 
fees or lack of access to capital for businesses are also barriers to financial skills and resources.  



 



Main findings  



Because VSLA sessions had not yet begun, quantitative baseline data for indicators IO3.1, IO3.2 
and IO3.3 were not collected. However, some relevant information was gathered from the HoH 
survey, providing contextual information about their access to financial services. Of the 100 
respondents, only 13.00% report having access to financial services. These 13.00% were from 
Harare, Manicaland, and Matabeleland South. The services they list having access to include 



• Village savings and loans (53.85%) 



• Savings groups (23.08%) 



• Banks and financial services cooperatives (15.38%) 



• Other services (30.77%) 



Beyond this, the Gender Analysis provides insight into the availability of livelihood trainings and 
limited resources to improve financial resources. For example, young mothers in Mutare Rural 
noted that there are no training centres near their communities since all the centres are in town. 
Moreover, although they would like to enrol in the available training centres in Mutare Rural, they 
cannot afford the bus fare for travel. Similarly, in the FGD on girls with disabilities in Imbizo, it was 
mentioned that the girls’ parents lack a source of income and, therefore, cannot afford to pay their 
daughters’ school fees. Similar sentiments around parents’ lack of access to sources of income 
and employment opportunities were expressed in FGDs in Mutare Rural. 
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Reflections 



Because learning sessions, as well as VSLAs and ISOP training, had not yet started at the time 
of data collection, data collection for IO3 focused primarily on current skills and access to financial 
resources. As a result, limited findings are presented under IO3 at baseline.  



At the next evaluation point, several new tools or items should be introduced to track indicators 
under IO3. These include: 



• For IO3.1, additional items should be added to the girls survey around financial literacy 
and access to financial services, based primarily on the programme curriculum. 



• For IO3.2:  
o Additional girls survey items and/or focus group questions that specifically report 



against the indicator “girls’ capacity to invest in education.” 
o Develop a qualitative FGD for girls, specifically examining financial services and 



how girls interpret investments in education. 



• For IO3.3: Evaluators will use program records to disaggregate self-efficacy and other 
relevant IO scores by those who participated in the ISOP trainings compared to those who 
did not. The next evaluation point should also include questions in the girls survey based 
on programme curriculum around vocational skills. 



Targets 



SAGE should work with the FM to establish IO3 targets based on specific contextual knowledge. 
Baseline results are limited and do not provide sufficient context to estimate realistic yet 
aspirational targets. 



See management response in Annex 18.  



IO4: Communities demonstrate more positive gender attitudes and actively support and 
protect girls 



SAGE’s fourth IO is an improvement in community members’ use of more positive gender 
attitudes and active support and protection for girls. Specifically, the programme ToC assumes 
that improved gender attitudes and support are prerequisites for better learning, transition and 
sustainability outcomes for marginalised girls. 



IO4 indicators and relevant baseline information are detailed in Table 26: IO4 Improvement in 
community members' understanding and use of support mechanisms for marginalised girls’ 
indicators 



Project Checks on Intermediate Outcomes 



Ensure that the IO analysis reflects the links between different levels in the logframe and 
informs the validity of the Theory of Change. This includes checking whether the EE (?) have: 
  



• Measured and analysed all IO indicators presented in logframe. 
• Disaggregated the data according to the logframe. 
• Used both the qualitative and quantitative analysis stated in the logframe.  
• Related the IO analysis to the analysis of Outcomes. 
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. Indicator IO4.1: Percentage of community members demonstrating improved gender attitudes, 
is reported at the community level. At baseline, the proportion of communities with a high score 
on the gender attitudes index is zero. The mean Community Gender Attitude index score is 25.52 
on a scale of 1 to 53 for treatment communities and 25.15 for comparison communities. At midline, 
the proportion of communities with improved scores over baseline should be reported for this 
indicator. Item-level frequencies are available in Annex 15. 



Indicators IO4.2 and IO4.3 are reported as mean scores at the individual girl level. At midline, the 
proportion of girls with improved scores over baseline should be reported for both of these 
indicators. In the analysis for these 2 indicators, STS first compared the overall mean scores of 
the treatment and comparison girls to evaluate if there were statistically significant differences. 
Next, STS compared treatment girls’ mean scores by subgroup (for example, girls facing barriers 
around menstruation compared to those not facing such barriers) in order to better understand 
what factors affect girls’ scores. For IO4.2: Perception of safety and security amongst girls in the 
community, treatment girls at baseline have a mean score of 3.56 out of 5.00. 54.81% of all girls 
have a high score, defined as at or over 3.75 out of 5. For IO4.3: Percentage of marginalised girls 
who feel they are given appropriate support to stay in school / learning environment, treatment 
girls have a mean score of 7.81, and 64.42% of girls have a high score—defined as at or over 
7.50 out of 10. 



Table 26: IO4 Improvement in community members' understanding and use of support 
mechanisms for marginalised girls’ indicators 



IO IO indicator Sampling 
and 
measurin
g 
technique 
used  



Who 
collecte
d the 
data?  



Baseline 
level  



Target for 
next 
evaluation 
point 



Will IO 
indicator 
be used 
for next 
evaluatio
n point? 
(Y/N) 



IO4: 
Communitie
s 
demonstrate 
more 
positive 
gender 
attitudes and 
actively 
support and 
protect girls 



IO4.1: % of 
community 
members 
demonstrating 
improved 
gender 
attitudes 
(demonstratin
g increased 
mean / median 
attitudes on 
selected 
scales) 



Boys 
survey, 
Caregiver 
survey, 
HoH 
survey 



 Mean 
community 
score at 
baseline was 
25.52. 0% of 
communitie
s had a high 
score. 



20% of 
communitie
s have a high 
score 



Yes 
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IO IO indicator Sampling 
and 
measurin
g 
technique 
used  



Who 
collecte
d the 
data?  



Baseline 
level  



Target for 
next 
evaluation 
point 



Will IO 
indicator 
be used 
for next 
evaluatio
n point? 
(Y/N) 



IO4: 
Communitie
s 
demonstrate 
more 
positive 
gender 
attitudes and 
actively 
support and 
protect girls 



IO4.2: 
Perception of 
safety and 
security 
amongst girls 
in the 
community 



Girls 
survey 



 Mean score 
of 3.56. 
54.81% of 
girls had a 
high score. 



N/A Yes 



IO4: 
Communitie
s 
demonstrate 
more 
positive 
gender 
attitudes and 
actively 
support and 
protect girls 



IO4.3: % of 
marginalised 
girls who feel 
they are given 
appropriate 
support to stay 
in school / 
learning 
environment 



Girls 
survey 



 Mean score 
of 7.81. 
64.42% of 
girls had a 
high score. 



20% above 
baseline 



Yes 



Main qualitative findings  



•  At the individual level, FGDs suggest that girls often have a higher chore burden at home, 
making it more difficult to find the time for schooling and education-related activities.  



• At the household level, FGDs indicate that families may prioritize boys’ education over girls’ 
education.  



• At the community level, FGDs suggest that GBV and harmful community practices, such as early 
marriage and early pregnancy, as well as religious beliefs and practices, can serve as barriers to 
girls accessing education.  



 



Main findings  



IO4.1 Percentage of community members demonstrating improved gender 
attitudes (demonstrating increased mean / median attitudes on selected scales) 
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Quantitative data was collected to understand community attitudes and perceptions towards 
gender. Questions from the boys survey, the caregiver survey and the HoH survey, based on the 
Gender Equitable Men scale and the Gender Norm Attitudes scale64, were used to understand 
community member perceptions of gender norms, girls’ education, SRHR, and GBV, and an index 
was developed for each tool. For boys in the community, an index was developed using 18 items 
to understand their gender attitudes and perceptions. The mean score for boys on this index was 
9.26 and the maximum score was 12 out of 18. For caregivers, an index of 12 items was 
developed, and for heads of household, an index of 12 items was developed, also measuring 
gender attitudes and perceptions. The mean score for caregivers on this index was 8.23 and the 
maximum score was 11 out of 12. The mean score for heads of household was 8.09 and the 
maximum score was 10.50 out of 12. There were no significant differences in the respondent-
level scales between treatment and comparison cohorts. 



These respondent-level indices were aggregated at the community level to create a single index, 
ranging from 0–42.65 Aggregation at the community-level was necessary due to the limited sample 
size at each CBLH. Based on this Community Gender Attitudes index, 0% of communities have 
high scores for gender attitudes and practices, defined as a score at or above 31.50, 75% of the 
scale. No statistically significant differences are found in the mean score by treatment versus 
comparison community, where treatment communities have a mean of 25.52 and comparison 
communities have a mean of 25.15. Similarly, there are no significant differences by region, as 
outlined in table 26.66  



Table 27: IO4.1 Community gender attitude scores, by region 



Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



All Communities Treatment 35 25.52 Low score 100.00% 



High score 0.00% 



Comparison 13 25.15 Low score 100.00% 



High score 0.00% 



Bulawayo Treatment 2 25.64 Low score 100.00% 



High score 0.00% 



Comparison 1 20.93 Low score 100.00% 



 
64 Nanda, Geeta. “Compendium of Gender Scales.” Compendium of Gender Scales, September 2011. https://www.c-



changeprogram.org/content/gender-scales-compendium/pdfs/4. GEM Scale, Gender Scales Compendium.pdf. 
65 Responses for each item were first reduced to a 0-1 scale; negatively worded items were reverse coded. For each respondent 
group, the total score was computed. At the community level, the 3 respondent-level scores were added together resulting in an 
index of 42 items on a range of 0-42. 
66 The subgroups presented in other IO tables were calculated based on girls’ individual responses. No community-level barriers 
were calculated and thus are not presented here. 
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Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



High score 0.00% 



Harare Treatment 5 23.22 Low score 100.00% 



High score 0.00% 



Comparison 1 23.00 Low score 100.00% 



High score 0.00% 



Manicaland Treatment 22 25.86 Low score 100.00% 



High score 0.00% 



Comparison 9 25.54 Low score 100.00% 



High score 0.00% 



Mashonaland 
East 



Treatment 2 25.92 Low score 100.00% 



High score 0.00% 



Comparison 2 26.58 Low score 100.00% 



High score 0.00% 



Matabeleland 
South 



Treatment 4 26.21 Low score 100.00% 



High score 0.00% 



Comparison 0 n/a Low score 0.00% 



High score 0.00% 



Results from FGDs presented in the Gender Analysis provide some insight into these rates on 
the Community Gender Attitudes index. Young men expressed their perception that domestic 
violence in the community was linked with poverty, thus indicating that meeting basic needs is 
perceived as a higher priority than treating women equitably. For example, one young man in 
Mutare Rural commented ‘if we get enough food to eat some of our problems will go away 
including domestic violence’. Within KIIs, the low or lesser value placed on girls’ education was 
often associated with Mutare Rural and Apostolic communities—and was mentioned in both KIIs 
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with SAGE partners, as well as Apostolic and non-apostolic community leaders in Mutare Rural. 
A common reason for this were beliefs that girls will marry into other families, and therefore, 
paying for her education would be a waste of resources. Moreover, preference to invest in boys’ 
education over girls more broadly, especially when facing financial shortages or constraints, was 
also noted. This further supports the low scores on the Community Gender Attitudes index, as 
many questions ask about these values directly.  



IO4.2 Perception of safety and security amongst girls in the community 



Results for IO4.2 are reported at baseline as a girls’ mean scores on a Perceived Safety index. 
The Perceived Safety index consists of 5 items on the girls survey asking about girls’ knowledge 
of safe places in their community and perception of community safety. The index is scored by 
adding each girls’ responses resulting in a scale of 0.00 to 5.00, with a higher score indicating 
greater perceived safety. At baseline, the average score for treatment girls is 3.56 out of 5, with 
54.81% of girls receiving a high score—defined as at or above 3.75, 75% of the scale. This is 
significantly higher than the mean for comparison girls, who scored an average of 1.69 on the 
index. 



Table 28: IO4.2 Girls’ perceptions of community safety 



Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



All girls^ Treatment 416 3.56 Low score 45.19% 



High score 54.81% 



Comparison 248 1.69 Low score 95.97% 



High score 4.03% 



Barrier: 
Accessibility/Long 
distance to School 



Treatment 280 3.64 Low score 42.50% 



High score 57.50% 



Comparison 9 4.11 Low score 22.22% 



High score 77.78% 



Barrier: Lack of safety 
net for GBV*** 



Treatment 152 2.53 Low score 100.00% 



High score 0.00% 



Comparison 95 0.62 Low score 100.00% 



High score 0.00% 



Barrier: Perceived lack 
of right to education 



Treatment 22 3.32 Low score 54.55% 



High score 45.45% 



Comparison 7 1.71 Low score 85.71% 
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Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



High score 14.29% 



Barrier: Lack of 
enabling environment 
for quality education 



Treatment 45 3.49 Low score 51.11% 



High score 48.89% 



Comparison 0 n/a Low score 0.00% 



High score 0.00% 



Barrier: More barriers 
due to menstruation 



Treatment 204 3.55 Low score 44.12% 



High score 55.88% 



Comparison 110 1.60 Low score 97.27% 



High score 2.73% 



Barrier: Lack of 
voice/ability to speak 
up 



Treatment 81 3.42 Low score 53.09% 



High score 46.91% 



Comparison 50 1.24 Low score 98.00% 



High score 2.00% 



Barrier: Girl has 
functional difficulty 



Treatment 123 3.51 Low score 46.34% 



High score 53.66% 



Comparison 68 1.87 Low score 89.71% 



High score 10.29% 



Girls 10–14 years old Treatment 107 3.52 Low score 49.53% 



High score 50.47% 



Comparison 95 1.39 Low score 97.89% 



High score 2.11% 



Girls 15–19 years old Treatment 279 3.59 Low score 42.65% 



High score 57.35% 



Comparison 141 1.92 Low score 95.04% 



High score 4.96% 



Bulawayo*** Treatment 24 3.00 Low score 70.83% 
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Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



High score 29.17% 



Comparison 19 1.16 Low score 100.00% 



High score 0.00% 



Harare*** Treatment 48 3.50 Low score 50.00% 



High score 50.00% 



Comparison 25 1.92 Low score 88.00% 



High score 12.00% 



Manicaland*** Treatment 269 3.51 Low score 46.84% 



High score 53.16% 



Comparison 169 1.53 Low score 98.82% 



High score 1.18% 



Mashonaland East*** Treatment 28 4.25 Low score 17.86% 



High score 82.14% 



Comparison 34 2.62 Low score 85.29% 



High score 14.71% 



Matabeleland 
South*** 



Treatment 47 3.81 Low score 34.04% 



High score 65.96% 



Comparison 1 1.00 Low score 100.00% 



High score 0.00% 



Note: One asterisk (*) indicates a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.05. Three asterisks indicate a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.001. One caret (^) indicates a difference between treatment and comparison girls at p<0.001. 



Analysis of treatment girls’ mean scores by barrier subgroup revealed significant differences in 
girls’ score according to whether or not they face barriers related to a safety net for GBV. Girls 
lack a safety net related to GBV have a mean Perceived Safety score of 2.53, while girls who do 
not have a mean score of 4.18. Additionally, there are significant differences in girls in the 
treatment cohort’s mean scores by region. The mean score of girls from Bulawayo is lowest, at 
3.00. Girls from Harare have a mean score of 3.50; girls from Manicaland have a mean score of 
3.51; girls from Matabeleland South have a mean score of 3.81; and girls from Mashonaland East 
have the highest scores with a mean of 4.25 (Table 28).  



IO4.3 % of marginalised girls who feel they are given appropriate support to stay 
in school / learning environment 
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Results for IO4.3 are reported at baseline as a mean score on the Support for Education Index, 
which measures girls’ perception of learning facilities through a CBLH sub-index and perceived 
caregiver support for education on a Caregiver Support sub-index. The Support for Education 
index uses 10 items from the girls survey and is scored on a scale of 0.00 to 10.00, with a higher 
score indicating that the girl has better quality CBLH learning facilities and perceives more support 
from her caregiver.  



There is a statistically significant difference in mean scores between treatment girls and 
comparison girls, with treatment girls showing a mean Support for Education score of 7.81 while 
comparison girls show a mean score of 4.72. Table 28 provides more details about girls’ mean 
index scores by subgroup. 



Table 29: IO4.3 Girls’ perceptions of support for education 



Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



All girls^ Treatment 416 7.81 Low score 35.58% 



High score 64.42% 



Comparison 248 4.72 Low score 95.56% 



High score 4.44% 



Barrier: 
Accessibility/Long 
distance to School 



Treatment 280 7.90 Low score 32.14% 



High score 67.86% 



Comparison 9 8.44 Low score 22.22% 



High score 77.78% 



Barrier: Lack of safety 
net for GBV 



Treatment 152 7.88 Low score 36.84% 



High score 63.16% 



Comparison 95 4.44 Low score 97.89% 



High score 2.11% 



Barrier: Perceived lack 
of right to education 



Treatment 22 7.77 Low score 31.82% 



High score 68.18% 



Comparison 7 5.14 Low score 85.71% 



High score 14.29% 



Barrier: Lack of 
enabling environment 
for quality 
education*** 



Treatment 45 6.33 Low score 86.67% 



High score 13.33% 



Comparison 0 n/a Low score 0.00% 
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Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



High score 0.00% 



Barrier: More barriers 
due to menstruation 



Treatment 204 7.71 Low score 37.25% 



High score 62.75% 



Comparison 110 4.56 Low score 97.27% 



High score 2.73% 



Barrier: Lack of 
voice/ability to speak 
up*** 



Treatment 81 7.35 Low score 45.68% 



High score 54.32% 



Comparison 50 4.70 Low score 96.00% 



High score 4.00% 



Barrier: Girl has 
functional difficulty 



Treatment 123 7.71 Low score 32.52% 



High score 67.48% 



Comparison 68 4.97 Low score 89.71% 



High score 10.29% 



Girls 10–14 years old Treatment 107 8.07 Low score 24.30% 



High score 75.70% 



Comparison 95 4.65 Low score 97.89% 



High score 2.11% 



Girls 15–19 years old Treatment 279 7.74 Low score 38.35% 



High score 61.65% 



Comparison 141 4.79 Low score 94.33% 



High score 5.67% 



Bulawayo Treatment 24 7.38 Low score 50.00% 



High score 50.00% 



Comparison 19 3.16 Low score 100.00% 



High score 0.00% 



Harare Treatment 48 8.21 Low score 16.67% 
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Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



High score 83.33% 



Comparison 25 5.28 Low score 88.00% 



High score 12.00% 



Manicaland Treatment 269 7.62 Low score 43.49% 



High score 56.51% 



Comparison 169 4.69 Low score 98.82% 



High score 1.18% 



Mashonaland East Treatment 28 8.25 Low score 17.86% 



High score 82.14% 



Comparison 34 5.44 Low score 82.35% 



High score 17.65% 



Matabeleland South Treatment 47 8.40 Low score 12.77% 



High score 87.23% 



Comparison 1 1.00 Low score 100.00% 



High score 0.00% 



Note: One asterisk (*) indicates a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.05. Three asterisks indicate a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.001. One caret (^) indicates a difference between treatment and comparison girls at p<0.001. 



 



To better understand the factors affecting the scores of girls in the treatment cohort, the analysis 
compared the mean scores of treatment cohort girls facing specific barriers with those who do not 
face these barriers. Treatment girls’ Support for Education scores differ significantly between girls 
depending on if they lack an enabling environment for quality education; lack voice or the ability 
to speak up; and what region they are from. Girls lacking an enabling environment for quality 
education have an average score of 6.33, significantly lower than girls not facing this barrier 
(8.08). Girls lacking voice or the ability to speak up have an average score of 7.35, again 
significantly lower compared to other girls’ average of 7.96. Finally, girls from different regions 
have significant differences in scores. Girls from Bulawayo have the lowest mean scores (7.38); 
girls from Manicaland have a mean score of 7.62; girls from Harare have a mean score of 8.21; 
girls from Mashonaland East have a mean score of 8.25; and girls from Matabeleland South have 
the highest scores with 8.40 (Table 29).  



Analysis of the sub-indices also provides some insight into the mean scores of girls in the 
treatment cohort. The CBLH sub-index, on a scale of 0.00 to 5.00, measures girls’ perceptions of 
the quality of CBLH facilities, and thus uses items only asked of girls currently attending CBLH. 











  



GEC LNGB Baseline Evaluation Report template 
| 



117 



 



Girls in the treatment cohort have a mean score of 3.21 out of 5, above the midpoint of the scale, 
indicating that they find the CBLH facilities to be a supportive learning environment. The Caregiver 
Support index, also measured from 0.00 to 5.00, uses items asked of all girls. Girls in the 
treatment cohort showed a very high mean score of 4.56 of 5 on this sub-index.  



Reflections 



It is likely that the treatment cohort has significantly higher scores than the comparison cohort 
since girls in the comparison cohort have yet to enrol in CBLH, and at least half of the items were 
in reference to support to stay in school and learning environment. Overall, there is significant 
room for growth on indicator IO4.1, given that no communities received high Community Gender 
Attitudes scores. At the next evaluation point, it would be useful to compare girls’ gender scores 
(IO2.2) to Community Gender Attitudes scores from members in their households, if a one-to-one 
ratio of girls surveys and household surveys can be followed. Caregivers of individual girls would 
provide responses that can then be matched to individual girls. 



The Perceived Safety scores of girls in the treatment cohort support qualitative findings from the 
Gender Analysis: the programme should focus initial efforts on girls who lack a safety net around 
GBV as well as girls in Bulawayo, where scores were significantly lower than other regions. Girls 
in this category are those who report not having a safe place in the community, somewhere safe 
to go outside the home or where to go for support if they experience violence. Recommendations 
from the Gender Analysis include creating increasing awareness and community sensitisation of 
safe, accessible and confidential locations and procedures to report incidents of GBV, as well as 
how to assist victims and refer cases to appropriate authorities while closely monitoring for any 
perceived backlash. Additionally, qualitative tools should be enhanced to collect more nuanced 
information about girls’ perceptions of safety in the community and at CBLH and/or going to/from 
the hubs. 



To better understand mismatches between girls’ perceived caregiver support for education, and 
actual caregiver support for education, it would be useful to collect caregivers’ levels of support 
for girls’ education at the midline. In addition to items added for IO4.1, STS will supplement the 
caregiver survey with items for IO4.2 and match caregiver responses to individual girls’ 
responses.  



Targets 



The programme logframe sets ambitious targets for the indicators in IO4 at the next evaluation 
point that should be carefully reviewed by SAGE. For I04.1—Percentage of community members 
demonstrating improved community gender attitudes, the logframe target is set at a 20% increase 
above the baseline. This would mean 20% of communities show an increase in score since the 
indicator is not calculated at the individual level. STS recommends SAGE review this target given 
community-level change often requires more time than individual-level change. Additionally, the 
logframe does not provide a target for IO4.2—Perceptions of safety and security amongst girls in 
the community. Finally, the target for IO4.3—Percentage of marginalised girls who feel they are 
given appropriate support to stay in school / learning environment is also set at a 20% increase 
at midline. Given that this indicator is partially driven by how supportive CBLH facilities are, this 
should also be reviewed by SAGE in consideration with priorities to support these facilities in the 
first stage of the programme. 
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See management response section in Annex 18.  



IO5: Strong and active partnerships with MoPSE officials and other civil society actors 
actively advocate for more inclusive, gender-responsive education policies 



SAGE’s fifth IO is strengthened district and national leadership and engagement in marginalised 
adolescent girls’ education. Specifically, the programme ToC assumes that stronger 
governmental engagement in marginalised adolescent girls’ education is a prerequisite for better 
learning, transition and sustainability outcomes for marginalised girls. 



IO5 indicators and relevant baseline information are detailed in Error! Reference source not 
found.9. Item-level frequencies are available in Annex 15. Baseline data for IO5 was comprised 
of qualitative findings from KIIs and desk research completed during the gender-equality-and-
social-inclusion analysis.  



Table 30: IO5 Strengthened district and national leadership and engagement in marginalised 
adolescent girls' education indicators 



IO IO indicator Sampling 
and 
measuring 
technique 
used  



Who 
collected 
the data?  



Baseline 
level  



Target for 
next 
evaluation 
point 



Will IO 
indicator 
be used 
for next 
evaluation 
point? 
(Y/N) 



IO5: Strong 
and active 
partnerships 
with MoPSE 
officials and 
other civil 
society actors 
actively 
advocate for 
more 
inclusive, 
gender-



IO5.1: # of 
SAGE-supported 
materials on 
inclusive and 
gender-
responsive 
education 
approved by 
MoPSE 



KIIs; Gender 
Analysis 



STS  10 TBC  Yes 



Project Checks on Intermediate Outcomes 



Ensure that the IO analysis reflects the links between different levels in the logframe and 
informs the validity of the Theory of Change. This includes checking whether the EE (?) have: 
  



• Measured and analysed all IO indicators presented in logframe. 
• Disaggregated the data according to the logframe. 
• Used both the qualitative and quantitative analysis stated in the logframe.  
• Related the IO analysis to the analysis of Outcomes. 
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IO IO indicator Sampling 
and 
measuring 
technique 
used  



Who 
collected 
the data?  



Baseline 
level  



Target for 
next 
evaluation 
point 



Will IO 
indicator 
be used 
for next 
evaluation 
point? 
(Y/N) 



responsive 
education 
policies 



IO5: Strong 
and active 
partnerships 
with MoPSE 
officials and 
other civil 
society actors 
actively 
advocate for 
more 
inclusive, 
gender-
responsive 
education 
policies 



IO5.2: Increased 
resources 
allocated by 
MoPSE to 
support NFE 



KIIs; Gender 
Analysis 



STS 0 TBC  TBC 



Main qualitative findings  



• KIIs with government officials suggest that officials have a good understanding of the SAGE 
programme and support NFE for OOS adolescent girls. Qualitative data suggest that MoPSE 
priorities and policies are in alignment with the SAGE intervention.  



• KIIs indicate funding will remain a barrier to the sustainability of non-formal accelerated learning 
for adolescent girls.  



Main findings  



Baseline data collection tools did not focus on indicators under IO5 given the national scope of 
this outcome. However, findings from the Gender Analysis identify previously unidentified 
potential champions for girls’ education in civil society and at the local level that may contribute 
to this outcome. For example, OOS adolescent girls identified the police and headmen as 
potential allies they might turn to for advice, as well as community child workers and churches. 



IO5.1: Number of SAGE-supported materials on inclusive and gender-responsive 
education approved by MoPSE 



SAGE received a letter of support from the Ministry of Education confirming their support to the 
programme on material development. Specifically, the material development process works with 
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the MoPSE curriculum development and technical services to provide direction to materials and 
ensure alignment with the national curriculum.  



IO5.2 Increased resources allocated by MoPSE to support non-formal education 



As presented in the Gender Analysis, STS conducted a total of 12 KIIs with 13 respondents, 
including 10 men and 3 women, to understand perspectives on NFE.67 Six KIIs were conducted 
with community leaders, 4 with parents or caregivers and 2 with SAGE partners.68 According to 
KII respondents, funding and resource allocation for NFE remain a challenge. For example, while 
policy mandates that schools implement NFE programs, the government is not able to provide 
additional funds to the districts for the teachers delivering the programs. It is unclear if the MoPSE 
will have funding available to support and sustain SAGE activities after the end of the programme.  



Reflections 



It is unclear how much the indicators as stated will be able to capture the strengthening of 
government support in marginalised girls’ education. While SAGE activities are aligned with 
government goals, funding and resource support for NFE are limited. SAGE should evaluate their 
strategy for strengthening government support and ensure that it has the potential to lead to the 
changes being measured in their selected indicators.  



At the next evaluation point, the following actions should be taken to ensure that indicator data is 
adequately collected: 



• Government official survey to capture quantitative data on government involvement and 
support for NFE 



• Investigate the strategy for strengthening government support for SAGE activities 



Qualitative data for IO5 indicators will be captured from the district- and national-level government 
officials. Efforts should be made to target interviews to officials with the greatest interaction and 
knowledge of SAGE and marginalised girls’ education initiatives.  



See the management response section in Annex 18.  



 
67 One KII with Apostolic religious community leaders included 2 male respondents.  
68 KIIs with community leaders included 3 targeted subgroups: (1) community leaders, such as traditional authorities, chiefs or 
religious leaders; (2) local girls’ rights leaders and advocates; and (3) Apostolic religious leader.  



Project Checks on Intermediate Outcomes 



Ensure that the IO analysis reflects the links between different levels in the logframe and 
informs the validity of the Theory of Change. This includes checking whether the EE (?) have: 
  



• Measured and analysed all IO indicators presented in logframe. 
• Disaggregated the data according to the logframe. 
• Used both the qualitative and quantitative analysis stated in the logframe.  
• Related the IO analysis to the analysis of Outcomes. 



 



Project Checks on Intermediate Outcomes 



Ensure that the IO analysis reflects the links between different levels in the logframe and 
informs the validity of the Theory of Change. This includes checking whether the EE (?) have: 
  



• Measured and analysed all IO indicators presented in logframe. 
• Disaggregated the data according to the logframe. 
• Used both the qualitative and quantitative analysis stated in the logframe.  
• Related the IO analysis to the analysis of Outcomes. 
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7.2 Life skills 



Life skills are a key component of the outcomes targeted in IO 2; however, it is reported separately 
here as a key skill. Plan developed an index to measure girls’ life skills, comprised of domains 
specifically related to the SAGE curriculum, and provided this to STS for analysis. The index also 
builds on IOs lower in the programme’s ToC. Specifically, the life skills index contains 52 items 
from the following domains already measured and reported under the IOs: attitudes towards 
education, self-esteem, self-confidence, SRHR KAPs, child protection knowledge and attitudes, 
and attitudes towards GBV. 



To calculate baseline levels of life skills, each girl’s mean score on the life skills index was 
computed as a sum of her index responses, with higher scores indicating a better grasp of the life 
skills the programme aims to build. Then, girls’ scores were categorized as high and low—high 
life skills scores were defined as scores over 39.75, that is 75% of the life skills index. 5.13% of 
all girls received a high life skill score on the baseline. Item-level frequencies are available in 
Annex 15. 



Main findings  



Findings for life skills are presented in Supplementary Table 18. Overall, girls in the treatment 
cohort have significantly higher mean life skills scores compared to girls in the comparison cohort. 
Girls in the treatment cohort have a significantly higher mean score of 29.22, while comparison 
girls have a mean score of 27.46. In sum, 6.51% of treatment girls received high scores, compared 
to 2.82% of comparison girls.  



Supplementary Table 18: Life skills index results by subgroup and barrier 



Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



All girls^ Treatment 415 29.22 Low 
score 



93.49% 



High 
score 



6.51% 



Comparison 248 27.46 Low 
score 



97.18% 



High 
score 



2.82% 



Barrier: 
Accessibility/Long 
distance to School 



Treatment 280 29.21 Low 
score 



93.93% 



High 
score 



6.07% 



Comparison 9 30.67 Low 
score 



88.89% 
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Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



High 
score 



11.11% 



Barrier: Lack of safety 
net for GBV 



Treatment 152 29.37 Low 
score 



96.05% 



High 
score 



3.95% 



Comparison 95 25.30 Low 
score 



98.95% 



High 
score 



1.05% 



Barrier: Perceived lack of 
right to education 



Treatment 22 26.55 Low 
score 



90.91% 



High 
score 



9.09% 



Comparison 7 24.82 Low 
score 



100.00% 



High 
score 



0.00% 



Barrier: Lack of enabling 
environment for quality 
education 



Treatment 45 29.71 Low 
score 



88.89% 



High 
score 



11.11% 



Comparison 0 n/a Low 
score 



0.00% 



High 
score 



0.00% 



Barrier: More barriers 
due to menstruation*** 



Treatment 203 28.34 Low 
score 



92.61% 



High 
score 



7.39% 



Comparison 110 25.56 Low 
score 



98.18% 



High 
score 



1.82% 
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Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



Barrier: Lack of 
voice/ability to speak 
up* 



Treatment 81 27.69 Low 
score 



97.53% 



High 
score 



2.47% 



Comparison 50 24.50 Low 
score 



100.00% 



High 
score 



0.00% 



Barrier: Girl has 
functional difficulty*** 



Treatment 123 26.41 Low 
score 



96.75% 



High 
score 



3.25% 



Comparison 68 26.97 Low 
score 



100.00% 



High 
score 



0.00% 



Girls 9 years old and 
under*** 



Treatment 0 n/a Low 
score 



0.00% 



High 
score 



0.00% 



Comparison 0 n/a Low 
score 



0.00% 



High 
score 



0.00% 



Girls 10–14 years old*** Treatment 107 23.02 Low 
score 



99.07% 



High 
score 



0.93% 



Comparison 95 23.64 Low 
score 



100.00% 



High 
score 



0.00% 



Girls 15–19 years old*** Treatment 278 31.73 Low 
score 



92.09% 
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Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



High 
score 



7.91% 



Comparison 141 30.59 Low 
score 



96.45% 



High 
score 



3.55% 



Girls 20 years old and 
older*** 



Treatment 0 n/a Low 
score 



0.00% 



High 
score 



0.00% 



Comparison 0 n/a Low 
score 



0.00% 



High 
score 



0.00% 



High 
score 



3.57% 



Bulawayo** Treatment 24 27.16 Low 
score 



87.50% 



High 
score 



12.50% 



Comparison 19 26.26 Low 
score 



89.47% 



High 
score 



10.53% 



Harare** Treatment 48 25.19 Low 
score 



100.00% 



High 
score 



0.00% 



Comparison 25 29.20 Low 
score 



100.00% 



High 
score 



0.00% 



Manicaland** Treatment 268 29.79 Low 
score 



94.03% 
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Characteristic Treatment vs 
Comparison 



Number of 
respondents in 
subgroup 



Mean 
Score 



Category Proportion of 
total in 
subgroup 



High 
score 



5.97% 



Comparison 28 26.70 Low 
score 



98.22% 



High 
score 



1.78% 



Mashonaland East** Treatment 47 29.36 Low 
score 



92.86% 



High 
score 



7.14% 



Comparison 34 30.32 Low 
score 



94.12% 



High 
score 



5.88% 



Matabeleland South** Treatment 47 31.02 Low 
score 



87.23% 



High 
score 



12.77% 



Comparison 1 36.25 Low 
score 



100.00% 



High 
score 



0.00% 



Note: One asterisk (*) indicates a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.05. Two asterisks indicate a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.01. Three asterisks indicate a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.001. One caret (^) indicates a difference between treatment and comparison girls at p<0.01. 



To better understand factors driving the scores of girls in the treatment cohort, the analysis 
compared the scores of girls in the treatment cohort facing barriers with those not facing barriers. 
Results show that girls in the treatment cohort with more barriers due to menstruation have a 
mean score of 28.34, statistically significantly lower than those without as many barriers due to 
menstruation (32.24). The same trend is seen for girls who feel they lack voice or cannot speak 
up. Girls who feel they lack voice have a mean score of 27.69, statistically significantly lower than 
girls who do not feel this way (29.86). Similarly, treatment girls with functional difficulties have a 
mean score of 26.41, again statistically significantly lower than their counterparts without 
functional difficulties (30.40) (Supplementary Table 18).  
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Reflections 



Baseline levels of life skills scores mirror those of the IOs that support this index. Very few girls 
met the cut-off for high life skills scores, indicating that the programme is well-positioned to 
support girls in this area of development, specifically girls who face barriers around menstruation, 
girls with low self-esteem, girls with functional difficulties, younger girls, and girls from Harare and 
Bulawayo regions. 



Because the current life skills index is based on several items that are used for other IOs as well, 
there is an opportunity to supplement these items with additional items that support other domains 
of the SAGE curriculum not currently included in the index at the midline. Finally, rewording IO2 
to exclude life skills is recommended, since the life skills outcome was requested to be added 
during baseline analysis. 
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8.  Conclusions  



This baseline report presents comprehensive, mixed-method evidence of the current status of 
outcomes and IOs for SAGE’s C1A and C2 beneficiaries. A summary of the findings and 
implications for the planned interventions are detailed in this section. 



Learning outcomes 



Overall, girls in the treatment cohort performed comparably to girls in Grades 3 and 5 in formal 
schooling on the learning assessments. Because the selection criteria of beneficiaries included 
girls who were not proficient at the Grade 5 level based on the equivalent Wide Range 
Assessment Tests score, these results corroborate the selection criteria. The average aggregate 
EGRA score among girls in the treatment cohort is 44.55, in the comparison cohort it is 41.82, 
and in the benchmark group of Grade 5 girls it is 49.18. There were no statistically significant 
differences between the aggregate EGRA scores of girls in the treatment and comparison groups. 
Girls in the treatment cohort struggled the most with comprehension and decoding, as 
demonstrated by the high proportion of girls who were classified as non-learners in both reading 
and listening comprehensions subtasks and the letter sound identification subtask.  



On the EGMA, girls in the treatment cohort performed at a Grade 3 level overall. The average 
aggregate EGMA score among girls in the treatment cohort is 66.25; it is 67.65 in the comparison 
cohort and 65.93 in the Grade 3 benchmark group. As with the EGRA, there were no statistically 
significant differences between the aggregate EGMA scores of girls in the treatment cohort and 
those in the comparison cohort. The majority of girls in the treatment cohort are proficient in 
number recognition, quantity discrimination and addition level 1, while the majority were emergent 
on the missing number identification subtask. Similar to the SAGE’s cohort, girls in Grade 3 had 
the most difficulty with the missing numbers subtask.  



SAGE identified girls as having a functional disability if they ahd at least one disability based on 
the Washington Group Child Functioning questions. By this definition, girls in the treatment cohort 
with at least one functional disability had statistically significantly lower literacy and numeracy 
performance than girls without any functional disabilities. There was not a statistical difference in 
the comparison group.  



Transition outcomes 



SAGE identified 3 potential pathways for girls following their participation in CBLHs. These include 
enrolment in the formal school system, enrolment into vocational training and employment. The 
pathway analysis is appropriate for the beneficiary girls; however, girls’ responses indicate that 
transition to formal schooling may be an under-utilized option. The majority of girls indicated that 
they aim to transition into vocational training or employment after completing the CBLH. At 
baseline, 98.04% of beneficiaries believe they will finish CBLH with 2.76% indicating they hope 
to enrol in formal education, 47.62% hope to enrol in vocational training, 47.12% hope to be 
employed and 2.51% either hope to get married or did not know what they plan to do.  



The programme’s logframe estimates 70% of girls will transition into formal or non-formal 
schooling, 30% into vocational training and 10% into self-employment or employment. These 
estimates do not align with C1A girls’ intentions and need to be revisited so that programme -
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supported pathways can accommodate girls intending to go into vocational training or 
employment.  



Sustainability outcomes 



Sustainability findings at baseline—presented for school, system and community indicators—
were drawn from qualitative data via KIIs. To measure system-level indicators, the baseline 
included KIIs with 5 government officials—4 district-level officials and one national-level official—
who work within SAGE intervention areas. KIIs focused on understanding current support for 
marginalised girls, as well as support for NFE programs. The government officials indicated that 
they are familiar with SAGE, gaining this familiarity from attending SAGE workshops in Harare 
and the districts. Additionally, all officials had been tasked with a level of oversight for SAGE 
activities. All respondents indicated that SAGE specifically, and non-formal girls’ education 
generally, remain high priorities for MoPSE; however, all also felt that funding for these programs 
remains a challenge. At the community-level, 2 community leaders were interviewed via KIIs to 
explore community engagement with the SAGE programme. Both leaders participated in the 
development and enrolment stages of the SAGE programme. At the school level, 3 school heads 
within communities involved in the SAGE programme participated in KIIs and reported on their 
engagement in community outreach and recruitment activities.  



Overall, the KIIs suggest that challenges will persist in sustaining the SAGE programme. 
Respondents indicated that material provision, training for teachers and staff, integration within 
the government system and a lacking community support for girls’ education all challenge the 
programme moving forward. Given the evidence, the weighted SAGE sustainability score at 
baseline is 1.40 out of 4.00.  



Theory of change  



Assumptions in the programme’s ToC regarding subgroups and barriers appear to hold true. The 
most prevalent social, economic and educational barriers uncovered through the baseline are 
already considered in SAGE’s intervention planning and were explored during the Gender 
Analysis. These include support for girls’ SRHR—specifically menstrual health— GBV and 
community support for girls’ education. However, it is unclear if and how these assumptions may 
need to be adjusted once the beneficiary enrolment information is updated to include all girls 
enrolled in the first cohort, including those who served as replacements in the baseline sample.  



Risks 



Given the high level of sensitivity surrounding SAGE’s beneficiaries, the programme should be 
aware of any heightened stigma or security threats that arise for the girls who attend CBLHs. 
Because girls and their caregivers noted safety and security at and on the way to school as 
barriers, the programme should closely monitor any threats faced by participants as a result of 
their attendance. Given mentions of physical and sexual violence against girls, the programme 
should also ensure training on proper safeguarding to ensure that staff are aware of abuse signs 
and reporting mechanisms.  
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9.  Recommendations 



This section reflects on baseline findings and provides recommendations to SAGE’s staff.  



Monitoring, evaluation and learning of the project  



• Considering the high scores at baseline on self-efficacy questions, STS recommends 
adding questions to the girls survey to provide more detail on girls’ experiences related to 
self-efficacy. SAGE should consider adding practical scenario questions to gather more 
nuanced data on girls’ perceptions and experiences related to self-efficacy.  



• The programme should develop additional, equated learning assessment forms to be used 
in future evaluation time points. These equated forms should accommodate the ceiling 
effects observed for both the EGRA and EGMA. SAGE should develop more complex 
items for the familiar word reading and oral reading fluency EGRA subtasks and all EGMA 
subtasks except missing number identification. The addition of items will have implications 
for piloting and comparability to baseline results. 



• Data on whether respondents are young mothers, members of the apostolic community 
or engaged in labour was not collected in the girls survey at baseline. Given the large 
number of replacement girls, this data was also unavailable in the enrolment database. 
To triangulate this information and ensure the data can be disaggregated by these 
subgroups, STS recommends adding additional items to the girls survey to capture this 
information.  



• Baseline data suggests regional disparities around GBV and girls’ access to related safety 
resources. Additional items should be added at the midline assessment to explore these 
regional differences and better understand how to support girls in less supported areas.  



• To better understand the nuances of girls’ gender scores and communities’ gender scores, 
SAGE should consider conducting one-to-one girls surveys and parent/caregiver surveys. 
This would allow implements to directly match girls’ gender scores with the community 
gender attitudes scores of their parent/caretaker.  



• To better report on attendance indicators for girls enrolled in CBLHs, SAGE should 
consider collecting additional attendance information, including headcounts during 
classroom observations, classroom attendance records and data from items on the girls 
survey and household surveys that capture attendance frequency.  



• To better understand girls’ financial literacy and access to financial services, SAGE should 
consider adding qualitative data—including FGDs—with girls participating in CBLHs and 
the financial literacy curriculum.  



• To better understand girls’ perceptions of financial resources and investment in education, 
SAGE should consider disaggregating self-efficacy scores by girls who participate in ISOP 
trainings and those who did not.  



• To better understand the nuances of the quantitative data, SAGE should consider adding 
additional qualitative tools to provide additional information and insight to support survey 
findings.  



• Given the qualitative findings that reported challenges around quality learning spaces, 
SAGE should continue to include questions about learning spaces in future evaluation 
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points to unearth whether these concerns relate to previous experience in schools or 
persist in the CBLHs.  



• Qualitative data suggested potential challenges to recruiting and maintaining quality 
educators in CBLHs. SAGE should explore and monitor these challenges through routine 
M&E.  



• SAGE should monitor enrolment and attendance data in CBLHs, confirming that girls who 
participated in a baseline communities have not enrolled in a neighbouring CBLH.  



• To better understand ways to strengthen girls’ enrolment and attendance in CBLHs, SAGE 
should consider adding additional qualitative questions to parents, caregivers, and 
community leaders to identify potential strategies for addressing these challenges.  



• Based on findings relating to the perceptions of safety questions, SAGE should consider 
adding additional qualitative tools to gather more nuanced data about girls’ perceptions of 
safety within the community.  



Programme design 



• Given the range of scores on the EGMA at baseline, SAGE should continue to incorporate 
differentiated approaches to mathematics instruction to support all beneficiaries, including 
the high proportion of girls who scored proficient at baseline and may benefit from more 
complex mathematics instruction.  



• SAGE should consider reviewing the mathematics curriculum to ensure the modules 
provide opportunities for girls to continue to build on their mathematics skills and 
knowledge. Because many girls are already performing at a Grade 3 level—which is the 
target for Year 1 in CBLH instruction—the current modules may not have enough new and 
complex content to ensure the girls continue to build on their mathematics understanding 
and skills.  



• In mathematics, 7.63% of girls scored proficient on the missing number subtask. SAGE 
should investigate whether this is a misalignment in how girls were previously taught early 
multiplication skills or whether the SAGE modules incorporate skip counting and repeated 
addition to building these foundational multiplication skills.  



• In general, respondents appeared to struggle on the reading and listening comprehension 
EGRA subtasks as well as in decoding. SAGE should consider reviewing the curriculum 
to ensure classroom instruction provides sufficient opportunities for girls to build and 
practise these skills. SAGE may also determine whether girls’ higher proficiency in familiar 
word reading is a consequence of their prior instruction and how, or if, decoding skills have 
previously been taught.  



• Given the programme’s aim to provide the equivalent of a Grade 3 education at the end 
of Year 1, the programme may consider focusing recruitment and enrolment to girls with 
less than Grade 3 schooling.  



• There may be a mismatch between the programme’s transition pathways for beneficiaries 
and the intended transition pathways girls reported. At baseline, transition pathways are 
estimated based on girls’ stated intentions to transition following CBLH. 98.04% of 
beneficiaries believe they will finish CBLH with 2.76% indicating they hope to enrol in 
formal education, 47.62% hoping to enrol in vocational training, 47.12% planning for 
employment/self-employment and 2.51% plan to get married or did not know what they 
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plan to do following CBLH. It appears that Plan’s estimates for the proportions of girls who 
will enter into each pathway are not aligned with the intentions expressed by girls. 
However, the baseline surveys do not examine the intersection between the barriers with 
missing data—ethnicity, stated religion of household, school experience, including drop 
out status and carer status. Qualitative data from the Gender Analysis along with further 
analysis once missing beneficiary data is obtained may provide a nuanced understanding 
of how the transition pathways supported under the programme could need to be adjusted. 
If current trends remain, the programme should work to deconstruct existing perceptions 
of access to formal education and ensure beneficiaries do not assume vocational training 
and employment are their only option.  



• At baseline, girls identified as having a functional disability on the Washington Group Child 
Functioning Questions had statistically significantly lower literacy and mathematics 
scores. More than one-quarter of the baseline sample were girls with one or more 
functional difficulties. To meet the needs of this population, SAGE should provide training 
to CBLH facilitators on differentiated instruction and inclusive education strategies to meet 
the needs of all learners.  



• Based on quantitative data from the girls survey and FGDs with girls in the Gender 
Analysis, many girls—particularly in Bulawayo—had low scores on perceived safety, with 
many girls reporting a lack of a safety net for GBV. SAGE should consider adding 
interventions to provide support to girls who report lacking a safety net for GBV. Based on 
FGDs, this support could take the form of increased community awareness and 
community sensitisation for safe, accessible and confidential locations and procedures to 
report GBV.  



• Based on the girls survey data, approximately 75% of girls who lack voice and the ability 
to speak up were 15–19 years old. SAGE should continue to explore this age gap through 
the Champions of Girls Education (CoGE) programme.  



• Because programme activities around financial services had not started at the time of the 
baseline, SAGE should consider using the data collected from the household surveys to 
inform the design and implementation of VSLAs and ISOPs to better target IO3—improved 
skills and increased access to financial resources.  



• Because a low percentage of girls received high scores on the Gender KAP and SRHR 
KAP survey items, SAGE should review the programme’s curriculum and prioritize 
opportunities to increase knowledge on SRHR issues, such as the ways in which a girl 
can get pregnant.  



Sustainability  



• SAGE should consider increasing the number of community leaders who participate in 
future KIIs. By incorporating additional perspectives, SAGE can gain a better 
understanding of the environment that will enable sustainability at the community level.  



• Based on findings in the KIIs with MoPSE officials, SAGE should evaluate their strategy 
for strengthening government support and capacity to lead SAGE-like programmes in the 
future and focus on building shared accountability for aspects of the programme that align 
with the MoPSE.  



• SAGE should consider adding a quantitative survey for government officials to provide 
data on the government’s involvement in NFE.  
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10. Annexes 
 



Annex 1: Baseline evaluation submission process 



Please submit all baseline reports and accompanying annexes to your respective evaluation 
officer. Please note, some annexes can be sent for FM review separately and before the baseline 
report analysis is completed. We advise programmes and EEs to follow the sequence outlined 
below to speed up the review process and avoid unnecessary back and forth. Where possible, 
we also advise that programmes and EEs do not begin their baseline report analysis until annex 
8 is signed off by the FM. 



Annexes to submit for FM review any time before the baseline report is completed:  
 



• Annex 3: Cohort approach evaluation 



• Annex 4: Beneficiaries table (sample data) 



• Annex 5: Beneficiaries table (Project mapping data) 



• Annex 5: MEL framework 



• Annex 6: External evaluator’s inception report (where applicable) 



• Annex 7: Data collection tools used for baseline 



• Annex 8: Datasets, codebooks and programs 



• Annex 9: Learning test pilot and calibration 



• Annex 10: Sampling framework  



 



Annexes to finalise after annex 11 ‘Datasets, codebooks and programs’ is signed off by the 
FM:  



• Annex 2: Logframe 



• Annex 11: External evaluator declaration 



• Annex 12: Project management response 
 



Annex 2: Logframe 



Annex 



2_Logframe.xlsx
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Annex 3: Cohort approach evaluation  



 



The SAGE programme uses an adapted cross-over design69 looking at both participant and 
programme analysis across 4 cohorts. Each of the 4 cohorts will be receiving the intervention for 
2 years, with an optional third year available to both the treatment (pathfinder) and comparison 
groups.  



The first cohort (C1A in Figure 15 below) will be our treatment group, receiving the ALP 
intervention in 63 CBLHs across 7 districts, while the second cohort (C1B) attending another 36 
CBLHs in the remaining 4 districts, will receive the intervention from 6 months later. This 
staggered approach is necessary in order for the deployment of the intervention in new districts 
to be done in a manageable way. The third cohort (C2), which will act as our comparison group, 
will receive the intervention in 33 CBLHs across the initial 7 districts, with the final cohort (C3) 
starting a year later across all 11 districts. The 4 cohorts will come from different geographical 
areas of the 11 target districts, identified before the baseline. 



Figure 15: Phasing of cohorts for intervention and corresponding evaluation activities 



 



We will carry out evaluations at baseline, midline and endline for all 4 cohorts. The C1A and C2 
baseline and endline will be externally led, as will the C1A midline and the C1A follow-up. The 
timing of the C1A endline could be subject to change—for instance, if at the midline point it 
becomes clear that most girls intend to stay on for the optional third year of teaching, the C1A 
endline could be pushed back to the end of the third year (however, this will need to be weighed 
against the cost implications). Moreover, due to budget constraints, the remaining evaluations will 
be internal ‘light-touch’ reviews and follow-ups led by consortium MEL staff, with potential input / 
support from other INGO actors in the Zimbabwe context. These exercises will be looking at 
Outcomes 1 and 2 (IOs 1 to 3) only and will be conducted on smaller samples using only the tools 



 
69 As per definition in LNGB MEL Guidance p. 143. 



Project to complete  



• Please outline if and how you will evaluate learning and, if applicable, transition and any 
key intermediate outcomes for your other cohorts (i.e. will some be evaluated internally 
etc.? If so, how).  



• Please explain the logic for your approach. For instance, why were certain cohorts 
prioritised to be externally evaluated over others?  



 



Please note, this is only required if projects have multiple cohorts and are not commissioning 
your External Evaluator to evaluate all cohorts. 
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relevant to those IOs. During the endline, when some of them will coincide with an externally led 
process, they will be treated as separate exercises. 



The learning and transition performance of the comparison group will enable us to understand 
whether improvements in our programming have contributed to better learning and transition 
outcomes for our target beneficiaries. This design will also allow for assessing the sustainability 
of our intervention for both the treatment and comparison groups at endline, as this will usually 
happen after the first 3 cohorts have completed their ALPs (3 years later in the case of cohort 
C1A).  



However, our analysis will be complicated by the fact that, even within the treatment group, there 
may be different lengths of treatment for different individuals. For example, girls who have had 
some prior experience of primary or secondary education might be able to transition into a school 
in one year, before the full ALP is undertaken. Likewise, movement into either of the other 
alternatives can occur at any time within the period the programme is running, while new girls 
could join a learning hub later in the year. Thus, the analysis needs to consider for all learners the 
length of their experience of the intervention. 



Annex 4: Beneficiaries table (sample data) 



The table below provides data on the characteristic’s subgroups and barriers.  



Table 31: Characteristic subgroups and barriers of sample for portfolio level aggregation and 
analysis 



Characteristic/Barrier  Proportion of baseline sample (%) 



Disability 29.57% 



Age 9 and under 0.67% 



Age 10–14 25.84% 



Age 15–19 72.16% 



Age 20 and over  1.34% 



Barrier: Accessibility 70.53% 



Lack safety net for GBV 36.71% 



Lack of right to an education 4.79% 



Lack enabling environment for quality education 11.03% 



Barriers around menstruation 55.89% 



Lack voice and ability to speak up 20.35% 



Ethnicity Not available 



Household stated religion Not available 



School experience Not available 



Drop-out status Not available 
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Characteristic/Barrier  Proportion of baseline sample (%) 



Carer status Not available  



 



Annex 5: Beneficiaries table (project mapping data) 



 



Table 32: Direct beneficiaries by age 



Age (adapt as 
required) 



Proportion of C1A direct 
beneficiaries (%) 



Data source – Project monitoring data, 
data from sample used in external 
evaluation or assumption? 



Aged <10  3 (0.7%) Initial beneficiary identification exercise 
data, updated with enrolment data 



Aged 10  141 (3.4%)  



Aged 11  90 (2.2%)  



Aged 12  110 (2.7%)  



Aged 13  144 (3.5%)  



Aged 14  976 (24%)  



Aged 15 988 (24%)  



Aged 16  232 (5.8%)  



Project to complete  



• Please fill in the tables below and overleaf. In the first instance, use your project 
monitoring data. If you haven’t collected the relevant data, use your sample data 
to extrapolate to your whole beneficiary population. If you do not have data from 
your beneficiary data or sample, please put ‘NA’ in the relevant cell.  



• Describe the methodology used for calculating the number of direct and indirect 
beneficiaries for cohort one and, if applicable, the assumptions you have made for 
calculating the number you expect to reach by the end of the intervention. 



• Comment on the number of direct beneficiaries that you estimate as still meeting 
your definition of educational marginalisation and how you’ve verified this.  



• If any direct beneficiaries do not meet your definition or are outside the age 
criteria (<10 and >20), are already in formal school or have already completed the 
grade level your project is aiming to get the girls up to, please outline your 
rationale for this and why they were selected as a beneficiary.  



• If the direct and indirect beneficiary numbers of girls meeting your definition of 
educational marginalisation is different to the numbers outlined in your original 
proposal, please comment on the reasons why.  



• How accurate you feel your data is on the age of beneficiaries. For instance, did 
you collect birth certificates or just rely on the girls’ self-reported data?  
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Age (adapt as 
required) 



Proportion of C1A direct 
beneficiaries (%) 



Data source – Project monitoring data, 
data from sample used in external 
evaluation or assumption? 



Aged 17  282 (6.9%)  



Aged 18  414 (10.2%)  



Aged 19  698 (17%)  



Aged 20 +  695 (17%)  



N = 4,075 (100%) 



 



Note: The above data relies on girls’ self-reported age data as 3,708 (90%) of the enrolled girls did not have any form of ID. We are also 
aware that in some regions the heads of household would report some girls to be 18 years of age even though they seemed younger, as 
they feared being reported to the police for under-age marriage. N =  



Table 33: Target groups by out-of-school status 



Status  Proportion of C1A direct 
beneficiaries (%) 



Data source – Project monitoring data, data from 
sample used in external evaluation or assumption? 



E.g. Never 
been to formal 
school  



1,546 (37%)  Same as for Table 31 



E.g. Been to 
formal school, 
but dropped 
out  



2,526 (63%)  



N = 4,075 



Table 34: Direct beneficiaries by drop-out grade 



Level of schooling 
before dropping out 
(adapt wording as 
required) 



Proportion of C1A direct 
beneficiaries (%) 



Data source – Project monitoring data, data 
from sample used in external evaluation or 
assumption? 



Grade 0 / Early 
Childhood 
Development (ECD) 
A&B 



17 (0%) Same as for Table 31 



Grade 1  32 (0.8%)  



Grade 2  102 (2.5%)  



Grade 3  132 (3.3%)  



Grade 4  156 (3.8%)  



Grade 5  176 (4.3%)  
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Level of schooling 
before dropping out 
(adapt wording as 
required) 



Proportion of C1A direct 
beneficiaries (%) 



Data source – Project monitoring data, data 
from sample used in external evaluation or 
assumption? 



Grade 6  226 (5.5%)  



Grade 7 709 (17.6%)  



Form 1  166 (4.1%)  



Form 2 266 (6.5%)  



Form 3 288 (7.1%)  



Form 4 247 (6.1%)  



Form 5 5 (0.1%)  



Form 6 4 (0.1%)  



N = 4,075 



Table 35: Other selection criteria 



Selection 
criteria 



Proportion of C1A direct 
beneficiaries (%) 



Data source – Project monitoring data, data 
from sample used in external evaluation or 
assumption? 



Disabled 54 (1.3%) Formal disability assessment data 



Married 805 (19.7%) Same as for Table 31 



Young 
mothers 
(incl. 
expectant) 



921 (23%) 



Apostolic 
religion 



1,351 (33%) 



N = 4,075  
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Table 36: Other beneficiaries 



Beneficiary type Total 
project 
number for 
C1A 



Total number by 
the end of the 
project.  



Comments Data source – 
Project 
monitoring 
data, data from 
sample used in 
external 
evaluation or 
assumption? 



Learning beneficiaries 
(boys) – as above, but 
specifically counting boys 
who will get the same 
exposure and therefore 
be also expected to 
achieve learning gains, if 
applicable. 



1,357 N/A Ongoing 
recruitment  



CoGE 
registration 
forms  



Community Educators – 
number of 
teachers/tutors who 
benefit from training or 
related interventions. If 
possible /applicable, 
please disaggregate by 
gender and type of 
training, with the 
comments box used to 
describe the type of 
training provided. 



124 196 The remaining 72 
CEs will be 
recruited before 
the ALP starts in 
the 4 districts of 
cohort C1B 



SAGE 
employment 
records 



Learning Assistants 62 36 As above As above 



CoGE Facilitators 122 196 As above CoGE 
volunteering and 
training records 



Female community 
members  



0 N/A No VLSA 
activities are 
scheduled until 
2020 



– 



These numbers are based on the beneficiary selection database. Given the high rate of 
replacement girls during baseline data collection, an updated beneficiary database will be needed.  
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Annex 5: MEL framework 



Annex 5_MEL 



Framework.pdf
 



 



Annex 6: External evaluator’s inception report (where applicable) 



Annex 6_EE Inception 



Report.pdf
 



 



Annex 7: Data collection tools used for baseline 



Annex 7_Data 



Collection Tools.docx
 



 



Annex 8: Datasets, codebooks and programs 



See attached documents.  



 



Annex 9: Learning test pilot and calibration 



Annex 9_Learning 



test pilot and calibration.pdf
 



Annex 10: Sampling framework 



Annex 8_Sampling 



Framework.xlsx
 



 



Annex 11: Intermediate outcome significance test table 



Annex 11_IO 



significance test annex table.xlsx
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Annex 12: Gender Analysis 



SAGE Gender 



Analysis Report_REVISED_7June2019.pdf
 



 



Annex 13: Expanded results tables 



Table 37: Expansion of Table 16b: Foundational numeracy skills, Grades 3, 5 and 7 



Categories Subtask 
1 
 
Number 
Recogni
tion 



Subtask 
2 
 
Quantit
y 
Discrimi
nation 



Subtask 
3 
 
Missing 
Number
s 



Subtask 
4 
 
Additio
n (1) 



Subtask 
5 
 
Additio
n (2) 



Subtask 
6 



 



Subtrac
tion (1)  



Subtask 
7  



 



Subtrac
tion (2) 



Subtask 
6 
 
Word 
problem
s 



Grade 5 



Non-learner 
0% 



0.00% 0.00% 1.65% 0.83% 0.83% 0.83% 3.31% 5.79% 



Emergent 
learner 1–



40% 



0.83% 0.00% 14.88% 2.48% 2.48% 2.48% 9.09% 36.36% 



Established 
learner 41–



80% 



5.79% 23.97% 67.77% 11.57% 11.57% 23.14% 34.71% 28.93% 



Proficient 
learner 81–



100% 



85.95% 68.60% 8.26% 77.69% 77.69% 66.12% 45.45% 20.66% 



Source:  



N= 121 
93% 93% 93% 93% 93% 93% 93% 92% 



Grade 7 



Non-learner 
0% 



0.00% 0.00% 0.00% 0.00% 0.00% 0.74% 2.96% 3.70% 



Emergent 
learner 1–



40% 



0.00% 0.00% 2.22% 0.74% 2.96% 2.22% 0.74% 17.04% 
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Categories Subtask 
1 
 
Number 
Recogni
tion 



Subtask 
2 
 
Quantit
y 
Discrimi
nation 



Subtask 
3 
 
Missing 
Number
s 



Subtask 
4 
 
Additio
n (1) 



Subtask 
5 
 
Additio
n (2) 



Subtask 
6 



 



Subtrac
tion (1)  



Subtask 
7  



 



Subtrac
tion (2) 



Subtask 
6 
 
Word 
problem
s 



Established 
learner 41–



80% 



1.48% 1.48% 8.89% 2.96% 22.96% 8.15% 31.11% 21.48% 



Proficient 
learner 81–



100% 



98.52% 98.52% 88.89% 96.30% 74.07% 88.89% 65.19% 57.78% 



Source:  



N= 135 
100% 100% 100% 100% 100% 100% 100% 100% 



Table 38: Expansion from Table 17b: Foundational literacy skills, Grades 3, 5 and 7 



Categories Subtask 
1 
 



Letter 
Sound 



Subtask 
2 
 



Familiar 
Word 



Reading 



Subtask 
3 
 



Oral 
Reading 



Fluency – 
Short 



Subtask 
4 
 



Oral 
Reading 



Compreh
ension –



Short 



Subtask 
5 
 



Oral 
Reading 



Fluency – 
Long 



Subtask 
6 



 



Oral 
Reading 



Compreh
ension – 



Long 



Subtask 7 



 



Listening 
Compreh



ension 



Grade 3 



Non-learner 
0% 



37.80% 3.66% 2.44% 31.71% 4.88% 50.00% 32.93% 



Emergent 
learner 1–



40% 



26.83% 9.76% 28.05% 37.80% 45.12% 21.95% 34.15% 



Established 
learner 41–



80% 



28.05% 14.63% 39.02% 14.63% 24.39% 12.20% 15.85% 



Proficient 
learner 81–



100% 



6.10% 64.63% 19.51% 4.88% 14.63% 4.88% 6.10% 



Source:  



N= 82 
98.78% 92.68% 89.02% 89.02% 89.02% 89.02% 89.02% 
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Categories Subtask 
1 
 



Letter 
Sound 



Subtask 
2 
 



Familiar 
Word 



Reading 



Subtask 
3 
 



Oral 
Reading 



Fluency – 
Short 



Subtask 
4 
 



Oral 
Reading 



Compreh
ension –



Short 



Subtask 
5 
 



Oral 
Reading 



Fluency – 
Long 



Subtask 
6 



 



Oral 
Reading 



Compreh
ension – 



Long 



Subtask 7 



 



Listening 
Compreh



ension 



Grade 7 



Non-learner 
0% 



36.30% 0.74% 0.74% 11.85% 1.48% 18.52% 17.78% 



Emergent 
learner 1–



40% 



19.26% 0.74% 3.70% 26.67% 7.41% 17.78% 32.59% 



Established 
learner 41–



80% 



22.96% 5.93% 23.70% 37.04% 18.52% 32.59% 30.37% 



Proficient 
learner 81–



100% 



21.48% 92.59% 71.85% 24.44% 72.59% 31.11% 19.26% 



Source:  



N= 135 
100.00% 100.00% 100.00% 100.00% 100.00% 100.00% 100.00% 



 



 



Annex 14: Cronbach’s Alphas 



Annex 14_Cronbach's 



Alphas_Barriers and IOs.pdf
 



 



Annex 15: Intermediate Outcome Frequencies 



Annex 15_IO 



Frequencies.pdf
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Annex 16: External evaluator declaration 



Name of project: SAGE  



Name of External evaluator and contact information: School-to-School International, 1005 
Terra Nova Boulevard, Suite 1, Pacifica, CA 94044 



Names of all members of the evaluation team: Laura Conrad, Hetal Thukral, Aimee Reeves, 
Anne Laesecke, Melyssa Sibal 



Laura Conrad certifies that the independent evaluation has been conducted in line with the 
Terms of Reference and other requirements received. 



Specifically: 



• All of the quantitative data was collected independently (Initials: ). 



• All data analysis was conducted independently and provides a fair and consistent 



representation of progress (Initials: ). 



• Data quality assurance and verification mechanisms agreed in the terms of reference with 



the project have been soundly followed (Initials: ). 



• The recipient has not fundamentally altered or misrepresented the nature of the analysis 



originally provided by School-to-School International (Initials: ). 



• All child protection protocols and guidance have been followed (initials: ). 



• Data has been anonymised, treated confidentially and stored safely, in line with the GEC 



data protection and ethics protocols (Initials: ). 



Laura Conrad 



(Name) 



 



School-to-School International 



(Company) 



 



13 December 2019 



(Date) 



 



Annex 17: Useful resources 



Evaluation, analysis and reporting 



• World Bank, 2016, Impact Evaluation in Practice – 2nd Edition - 
https://www.worldbank.org/en/programs/sief-trust-fund/publication/impact-evaluation-in-
practice  



• HM Treasury, ‘The Green Book: Appraisal and Evaluation in Central Government’. 2018 
- 
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment
_data/file/685903/The_Green_Book.pdf 





https://www.worldbank.org/en/programs/sief-trust-fund/publication/impact-evaluation-in-practice


https://www.worldbank.org/en/programs/sief-trust-fund/publication/impact-evaluation-in-practice


https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/685903/The_Green_Book.pdf


https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/685903/The_Green_Book.pdf
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• J-PAL, Introduction to Evaluations - 
https://www.povertyactionlab.org/sites/default/files/resources/Introduction%20to%20Eval
uations%20%281%29.pdf 



• Better Evaluation - https://www.betterevaluation.org/ 



 



Gender and power analysis 



• Sida, 2013, Power Analysis: Experiences and challenges (Concept Note). Stockholm: 
Swedish International Development Cooperation Agency (Sida) - 
https://www.sida.se/contentassets/83f0232c5404440082c9762ba3107d55/power-
analysis-a-practical-guide_3704.pdf  



• DFID, 2009, 'Gender and Social Exclusion Analysis How To Note', A Practice Paper, 
Department for International Development, London, UK - 
http://www.gsdrc.org/docs/open/se9.pdf  



• European Bank for Reconstruction and Development, Gender Tools and Publications - 
https://www.ebrd.com/gender-tools-publications.html 



 





https://www.povertyactionlab.org/sites/default/files/resources/Introduction%20to%20Evaluations%20%281%29.pdf


https://www.povertyactionlab.org/sites/default/files/resources/Introduction%20to%20Evaluations%20%281%29.pdf


https://www.betterevaluation.org/


https://www.sida.se/contentassets/83f0232c5404440082c9762ba3107d55/power-analysis-a-practical-guide_3704.pdf


https://www.sida.se/contentassets/83f0232c5404440082c9762ba3107d55/power-analysis-a-practical-guide_3704.pdf


http://www.gsdrc.org/docs/open/se9.pdf


https://www.ebrd.com/gender-tools-publications.html
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Annex 18: Project management response 



 



Overall, the project acknowledges that the external evaluation team have conducted the 
evaluation and compiled results in a thorough, diligent and reliable manner and have been able 
to confirm and challenge existing understanding in a variety of results. Key findings of the 
evaluation report corroborate assumptions held at design stage and featured within the Theory 
of Change and confirm what the project is currently learning from the implementation of 
activities and ongoing field feedback. 
 



Project to complete  



• What is the project’s response to the key findings in the report? Make sure to refer 
to main conclusions  
 



This is an opportunity to describe where the project feels the evaluation findings have 
confirmed or challenged existing understanding and/or added nuance to what was already 
known. For instance, have findings shed new light on relationships between outputs, 
intermediate outcomes, and outcomes and the significance of barriers for certain groups of 
girls – and how these can be overcome? This should include critical analysis and reflection 
on the project theory of change and the assumptions that underpin it. 



 



• What is the project’s response to the conclusions and recommendations in the 
report?  
 



The management response should respond to the each of the external evaluator’s 
recommendations that are relevant to the grantee organisation. The response should make 
clear what changes and adaptations to implementation will be proposed as a result of the 
recommendations and which ones are not considered appropriate, providing a clear 
explanation why. 



 



• Does the external evaluator’s conclusion of the projects’ approach to addressing 
gender inequalities across activities correspond to the projects’ ambitions and 
objectives? 
 



• What is the project’s response to any GESI risks identified by the evaluator? 
 



• What changes to the logframe will be proposed to DFID and the fund manager?  
 



The management response should outline any changes that the project is proposing to do 
following any emergent findings from the baseline evaluation. This exercise is not limited to 
outcomes and intermediate outcomes but extends also to outputs. 



 



• What are the project’s reflections on the ambition of the project? 
 



Given the learning base levels and characteristics of beneficiaries presented, does the 
project propose to change its learning and/or transition pathways and targets originally 
articulated? 
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However, the project does believe that there are significant challenges in terms of added 
nuance to what is already known, given the lack of disaggregation by demographic sub-groups 
and scarcity of qualitative data. 
 
The lack of disaggregation by demographic sub-groups was mainly due to the high replacement 
rate of girls in the baseline sample and the challenges of enrolling and accurately70 obtaining the 
basic demographic data of these girls in time for the baseline data analysis. However, the 
project is particularly eager to understand these barriers to and experiences of learning for 
marginalised girls, recognising their heterogeneity and how factors such as being a young 
mother, Apostolic girl and dropout grade impact learning and intersect one another. The project 
reports this as a key learning emerging from working with out-of-school girls, whereby their 
existing life demands can conflict with the project’s evaluation and data collection efforts. With 
the remaining demographic data expected to be compiled by the end of 2019, SAGE will carry 
out the disaggregation and data analysis either internally or externally, depending on available 
funds and staff capacity.  
 
As noted in the Executive Summary, the evaluation recommends that future evaluations “place 
greater emphasis on qualitative data at future evaluation points, particularly as the baseline was 
limited in exploring ‘why’ and ‘how’ to better understand the reasons behind the quantitative 
results observed”. Qualitative data was somewhat limited in the main study as it was initially 
considered and confirmed by the Fund Manager that the gender analysis represented a 
sufficient amount of qualitative data for the baseline. 
  
In terms of findings across each outcome:  
 
Learning outcomes 
 
Findings on learning outcomes of girls with wide-ranging and varying learning levels have 
confirmed the results of screening assessments conducted by the project to determine eligibility 
of girls in the programme, especially for girls who dropped out of school post grade 5 but have 
been found to be performing below expected Grade 5 levels. This finding has already created 
implementation challenges regarding the delivery of learning sessions, confirming that 
Community Educators (CEs) require longer-term support on implementing differentiated 
learning. In response to this finding and challenge of working with composite classes, the 
project has started the process of building educators’ capacity around differentiated learning. 
Although the first module in the ALP (1a) did not bring to prominence the issues of differentiated 
learning (as the assumption was that girls would be operating at below grade 3 level); the 
project is pleased to report that differentiated learning has begun to be factored in in Module 1b 
and 1c following reflection sessions with CEs before the development of each module. 
Additionally, the framework for Module 2/Year 2 has a deliberate focus on differentiated learning 
including drawing lessons from formal school interventions such as Performance Lag Address 
programme (PLAP) and Early Reading Initiative (ERI). A recent co-design workshop with 
relevant MoPSE departments in materials development, the project captured “what success 



 
70 The project noted that a small number of girls aged 9 and 20 have therefore been included in the sample. While it is unclear 
whether they are enrolled or not, this highlights a challenge with certifying the age of beneficiaries, as fewer than 15% of the 
girls identified so far could present IDs upon enrolment or contact with SAGE staff. The project is working with communities to 
find the best ways to ensure only eligible girls are ever mobilised / enrolled by the project and avoid having to turn any 
marginalised girls away. 
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would look like” for different girls with different learning levels. This understanding will be 
factored in the subsequent CE trainings. 
 
However, the programme does believe that there are other factors that need to be considered 
alongside this in terms of the sample and the wider context. Higher proportions of 15-19 year 
old girls are represented in the treatment sample versus the general Cohort 1, for example in 
Cohort 1 they represent 24.98%, yet in the sample they represent 63%.  Based on our field 
observations, we can assume that older girls are more likely to have had secondary school 
experience, but further analysis of treatment and comparison cohort versus school experience 
and  point of dropout data is required to explore the possibility that school experience 
significantly impacts on learning results.  
 
This is reinforced by the finding that there was a weak but significant correlation between age 
and average aggregate literacy and numeracy scores (correlation between age and the overall 
EGRA score was 0.34 and the correlation between age and the overall EGMA score was 0.32) 
suggesting that although older girls perform better, there was high variability in performance 
despite age. Furthermore, girls who are 15-19 years old had higher literacy and numeracy 
aggregate scores than girls who are 10-14 years old. As explained earlier, further 
disaggregation by sub-groups would aid the project to understand more about the non-learners 
versus highly proficient girls and hence, how to tailor teaching and learning strategies for 
SAGE’s wider ranging student cohort.  
 
The programme also has some reservations in benchmarking girls against those in the formal 
system given that this assumes that girls in the formal system are effectively learning and 
performing at the requisite grade, in line with curriculum expectations. Given that only 7% of the 
Grade 5 girls are proficient in in listening and reading comprehension (page 59) this does raise 
questions as to whether they are fully demonstrating what is required by the Grade 5 curriculum, 
which could explain the limited differences in some sub-tasks to the treatment girls. Open 
University (who also work on the GECT IGATE programme in Zimbabwe) have flagged that they 
have observed low-attaining girls performing under grade-level expectations in that programme, 
so referring to other GEC programmes may also add to the project and Fund Manager’s 
understanding on this issue.  
 
It would also be interesting to understand more about the differences between achievement 
between literacy and numeracy, particularly as to why girls score lower in numeracy. For 
example, the finding on page 149, that “the perception of safety mattered among the treatment 
cohort, where girls who had low levels of perceived safety had lower EGMA aggregate scores, 
but comparable EGRA scores” indicates that factors outside of the classroom could have a 
bearing on numeracy acquisition. SAGE will look at carrying out additional analysis on the 
relationship between literacy and numeracy achievement once the complete dataset is 
available, such as regression or a multi-level model looking at the effect of proficiency bands in 
EGRA subtasks on EGMA scores. 
 
Transition 
 
The findings on preferred transition pathway have greatly challenged assumptions at design 
stage but do corroborate with programme feedback in the implementation phase. The 
programme had been reporting that high proportions of girls were stating a preference to 
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transition into vocational training skills and employment, as opposed to returning to formal 
school. Whilst this challenges the assumptions at design stage and existing logframe targets, 
whereby 70% beneficiaries were expected to wish to transition into formal school, it is possible 
that current developments within the Zimbabwean economic climate may be attributing to this 
shift of choice. For example, girls are more likely to choose immediate livelihood interventions 
rather than the longer-term benefits that education affords when faced with low and drastically 
reducing household incomes due to inflationary conditions. Additionally, since 2017, increasing 
number of formal teachers have either been going on strike or issued threats of going on strike, 
citing poor working conditions which may have impacted on the perceived value and stability of 
the formal education system. Based on the above, this change in preference will need to be 
reflected in logframe targets.  
 
In response to this shift, the programme has brought forward the component of Integrated Skills 
Outreach Programme (ISOP), a vocational skills training programme, into year 2 to meet girls’ 
expectations and to encourage girls’ longer-term attendance. Although many girls expressed an 
interest in receiving skills training, limited budget and spaces will lead to participation of girls to 
be guided by strict eligibility criteria. 
 
Sustainability 
 
The lowered sustainability scores (1 for community and 0 for learning space) could be 
anticipated given the infancy of the programme and that the SAGE approach is not commonly 
understood by many as it is a non-formal education component, which often is overshadowed 
by the formal education system both in terms of funding and receiving support. However, the 
programme thinks it is positive that participation by school heads and community leaders has 
been reported. The project shares the concerns of misalignment in programme goals and 
community expectations but would flag that given the small sample number, it would be 
advisable to replicate these surveys to a wider sample to consider whether these opinions are 
truly representative. The programme is also intending to roll out inter-generational dialogues in 
Year 2 to launch awareness raising on gendered issues may also provide an avenue to clarify 
these misconceptions about SAGE. However, these results will be useful for adjusting future 
community messaging. Currently, to increase awareness levels on the benefits of community-
based learning mechanisms, the programme is learning from current hub experiences of 
engaging communities. During CE trainings, CEs shared some of their emerging best practices 
such as conducting end-of-term hub closing ceremonies in which girls were given an opportunity 
to showcase what they are learning in hubs to the broader community. These innovative 
community engagement approaches are expected to yield positive results in terms of having 
communities appreciate SAGE activities and becoming motivated to support. The project will 
move towards encouraging other hubs to conduct such activities. 
 
The project had existing concerns that MoPSE will not have funding available to support and 
sustain SAGE after the end of the programme.  Furthermore, the project has identified existing 
policies which are less supportive of NFE programming for girls. For example, although MoPSE 
recognises non-formal education (NFE), it does not specify NFE learners as beneficiaries of 
some learning polices such as support on birth registration and some school heads seem to 
focus support on learners who are formally enrolled in schools, with those registered under NFE 
not receiving the same level of support. These observations may be attributable to policies 
which are unclear in terms of giving direction to school heads to include NFE learners. The 
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project recognises the need to enhance MoPSE engagement in key policy issues to address 
these identified gaps. The Fund Manager’s recent guidance on viewing sustainability as “Long 
lasting girls’ empowerment, for current and future generations” opens up further avenues to 
explore these findings with MoPSE, in the next review of the project’s Sustainability Plan in 
2020. 
 
In terms of response to intermediate outcomes, findings indicate that overall, girls in both 
cohorts who had high levels of self-efficacy, high levels of positive gender attitudes, and high 
levels of SRHR knowledge had higher literacy and numeracy scores than girls who had low 
levels of these intermediate outcomes, was an interesting finding and supports the project’s 
Theory of Change that increased self-efficacy and life skills can positively impact on learning 
outcomes. However, as mentioned earlier, further disaggregation of data is needed to 
understand the level of skills and knowledge across sub-groups and hence how to tailor 
approaches.  
 
The results for high scores in self-efficacy are particularly surprising, with the project curious as 
to whether the length of intervention exposure ahead of data collection could possibly have 
influenced this, based on the highly positive field-based feedback from girls at the end of Term 1 
on their experiences in the Champions of Girls Education (CoGE) component, which explored 
aspects such as confidence and assertiveness. For example, the hubs were officially opened in 
the first week of June, with lessons starting two weeks later, so there will have been roughly 
seven weeks between the start of lessons and data collection. The project is keen to explore 
these findings further through qualitative methods.   
 
The project noted boys in the community received quite low scores in terms of their gender 
attitudes and perceptions (9.26 mean score out of a maximum of 18) which confirms the need 
for the CoGE component to be continued alongside ALP sessions. However, results exploring 
positive community gender attitudes are relatively limited due to the nature of the report 
template and that only a limited number of head of households and caretakers could be 
interviewed due to budget issues. Furthermore, the project would suggest that although 
negative perceptions are listed and a misalignment in terms of the community’s expectations of 
the project, the misconceptions are of a positive nature in terms of how education can aid a 
girl’s transition to a more positive future e.g. expected outcomes of the programme as explained 
by community leaders included employment creation for young women, reduction in adolescent 
pregnancy, increased literacy and reduction in child marriage. This suggests that positive 
perceptions of the project are evident as a result of previous community messaging efforts. To 
better understand and monitor this aspect, the project will include community perceptions in the 
development of regular monitoring tools and midline evaluation tools.   
 
The below table maps where baseline evaluation findings support (or otherwise) in terms of the 
barriers identified in the project Theory of Change: 
 



Barrier Supported by 
main study 



Supported by 
Gender 
Analysis 



New 



Time poverty    
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Poor quality school infrastructure  (for GWDs)   



Distance    



Quality of instruction    



Low perceived value of education    



Stigma around young mothers and girls with 
disabilities 



   



Gender based violence and harmful practices    



Discriminatory religious, social and gender norms    



Limited opportunities for adolescents to learn 
about and discuss SRHR 



   



Economic barriers    



Safety and security at and on the way to/from the 
learning hubs 



   



 
As yet, there are no findings in support of the following barriers: Limited skills development 
opportunities; limited opportunities for community-level dialogue and discussion on gender 
issues; weak community-level protection mechanisms; non-gender responsive education 
policies; lack of coordination among civil society actors interested in supporting girls’ education. 
The project proposes to use monitoring and midline tools to gain more information on these 
barriers. 
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• What is the project’s response to the conclusions and recommendations in the report?  
 



Thematic focus Implication and Recommendation Response 



Monitoring, 
evaluation and 
learning of the 
project  
 



Considering the high scores at baseline on self-efficacy questions, 
the EE recommends adding in additional questions to the girls’ 
survey to provide more detail on girls’ experiences as they relate 
to self-efficacy. SAGE should consider adding practical scenario 
questions to gather more nuanced data on girls’ perceptions and 
experiences related to self-efficacy. 



 



Agreed for actioning at midline evaluation 
stage.  



Monitoring, 
evaluation and 
learning of the 
project  
 



The programme should develop additional equated learning 
assessment forms to be used at future evaluation timepoints. 
These equated forms also need to accommodate the ceiling effects 
described in this report for both the EGRA and EGMA assessments. 
 



Agreed for actioning ahead of midline 
evaluation stage. See also below response. 



Monitoring, 
evaluation and 
learning of the 
project  
 



Given the baseline data, SAGE should consider developing 
additional subtasks to capture growth in literacy and in 
mathematics between timepoints before the next evaluation 
point. For EGRA, familiar word reading and oral reading fluency 
subtasks, and on EGMA, all but missing number identification 
subtasks, appear to have ceiling effects. SAGE should consider 
these ceiling effects and develop more complex items for each of 
these subtasks for subsequent evaluation points. The addition of 
items will also have implications for piloting and comparability to 
baseline results. Given the criteria for selection of girls as well, 
higher difficulty subtasks and items are recommended 



Agreed for actioning ahead of midline 
evaluation stage. The project confirms that 
assessment tools should include more 
complex subtask corresponding to learning 
levels. At baseline some tasks included infant 
level tasks as expected learning levels were to 
vary from Grade 1 to Grade 5 but shifting to 
grade 3 to 5 syllabus level expectations may 
be necessary. As mentioned above, we believe 
this is due to the identification of a significant 
proportion of older girls (aged 15-19) who will 
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 have potentially undergone more schooling 
compared to younger girls. 



Monitoring, 
evaluation and 
learning of the 
project  
 



At baseline, data on whether respondents are young mothers, 
members of the apostolic community or engaged in labour was not 
collected in the girls’ survey. Given the large number of 
replacement girls, this data was also unavailable in the enrolment 
database. To triangulate this information and ensure the data can 
be disaggregated, STS recommends adding additional items to the 
girls’ survey to capture this information for future cohorts, 
particularly if replacement is likely.  
 



As discussed above, the programme will seek 
to collate the outstanding replacement girls’ 
data and explore whether internal or external 
analysis is possible, recognising the more 
immediate need for this data. The 
recommendation to include demographic data 
in future girls’ surveys is also agreed to 
prevent this issue from re-occurring.   



Monitoring, 
evaluation and 
learning of the 
project  
 



Ensure that monitoring data continues to capture changes in 
enrolment as the high rate of replacement suggests that girls who 
were enrolled were not in attendance while other girls who were 
not enrolled were present at the time of baseline, which occurred 
2 months after the start of CBLH activities. 
 



The project was still in the process of finalising 
its attendance tracking and enrolment 
processes and tools during the baseline data 
collection. Meanwhile, there has been 
progress on this, and it is expected that the 
relevant tools, systems and capacity building 
will be rolled out in early 2020. 



 



Monitoring, 
evaluation and 
learning of the 
project  
 



Baseline data suggests regional disparities around GBV and girls’ 
access to a safety net for GBV related issues. Additional items may 
be added at midline to explore these regional differences and to 
better understand how to support girls in these areas.  
 



Agreed for actioning at midline evaluation 
stage. 



Monitoring, 
evaluation and 
learning of the 
project  



Place greater emphasis on qualitative data at future evaluation 
points, particularly as the baseline was limited in exploring ‘why’ 
and ‘how’ to better understand the reasons behind the 
quantitative results observed. 



Agreed for actioning ahead of midline 
evaluation stage. See also related points in the 
headline paragraph above. 
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Programme 
Design 



Given the range of scores on the EGMA at baseline, SAGE should 
consider incorporating differentiated mathematics instruction to 
support all beneficiaries, including the high proportion of girls who 
are scoring proficient at baseline and may benefit from more 
complex mathematics instruction than grade 3 equivalent content.  
 



The project has started the process of building 
educator capacity on learning differentiation 
to enable them to support different learning 
needs of all girls. For example, the Module 2 
framework developed has elaborated plans to 
draw lessons from the PLAP and ERI (formal 
school interventions) to ensure that struggling 
learners are supported to catch up with high 
performing learners. ALP materials to be 
developed will also include “facilitator tips” to 
differentiate learning tasks to meet learners’ 
operating levels. 



 



Programme 
Design 



SAGE should consider reviewing the mathematics curriculum to 
ensure the modules provide opportunities for girls to continue to 
build on their mathematics skills and knowledge. Since many girls 
are already performing at a grade 3 level, which is the target for 
one year of CBLH instruction, the current modules may not have 
enough new and complex content to ensure the girls continue to 
build on their mathematics understanding and skills.  
 



Module 2 framework currently being 
developed is incorporating these points by 
ensuring that the curriculum covers up to 
Grade 5 level. Whereas as the current 
modules typically reflect one grade per unit 
e.g. 2a= Grade 3, the project will explore 
whether Module 2 grades should cover an 
array of activities covering Grades 3-5 in each 
module to accommodate all learning levels.  



 



Programme 
Design 



In mathematics, 7.63% of girls scored proficient on the missing 
number subtask. SAGE should investigate whether this is a 
misalignment in how girls were previously taught early 
multiplication skills, and whether the SAGE modules incorporate 



This will be considered within the framework 
for Module 2 / Year 2 curriculum. 
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skip counting and repeated addition to build these foundational 
multiplication skills.  
 



Programme 
Design 



In general, respondents appeared to struggle on the reading and 
listening comprehension subtasks as well as in decoding. SAGE 
should consider reviewing the curriculum to ensure classroom 
instruction provides enough opportunities for girls to build and 
practice these skills and whether girls’ higher proficiency in familiar 
word reading is a consequence of their prior instruction and if and 
how decoding skills may have been previously taught.  
 



This is being considered within the framework 
for Module 2 / Year 2 curriculum. 



Programme 
Design 



Given the programme aims to provide the equivalence of a Grade 
3 education at the end of Year 1, the programme may consider 
focusing recruitment and enrolment on girls with less than Grade 3 
schooling.  
 



The programme has developed a three-phase 
recruitment approach recognising that girls’ 
willingness to enrol and attend is variable 
given their level of marginalisation, age and 
previous school experience. The programme 
will continue to pursue enrolment strategies 
that aid the enrolment of girls with lower / no 
school experiences, for example through peer-
based activities. 



 



Programme 
Design 



There appears to be a mismatch between the programme’s 
transition pathways for beneficiaries and the intended transition 
pathways girls reported. At baseline, transition pathways are 
estimated based on girls’ stated intentions to transition following 
CBLH. 98.04 percent of beneficiaries believe they will finish CBLH 
with 2.76 percent indicating they hope to enrol in formal 
education, 47.62 percent hoping to enrol in vocational training, 
47.12 percent planning for employment/self-employment and 



The programme appreciates and agrees with 
this finding and will look to understand further 
these existing bias or perceptions. Factors 
such as age need further exploration, with 
results on page 72 suggesting that for in-
school girls, as they get older, they see staying 
in formal education as a more interesting 
transition route conversely, in the out of 
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2.51% plan to get married or did not know what they plan to do 
following CBLH. SAGE should ensure the program is providing 
adequate support for girls to understand all pathways available to 
them and provide support to identify an intended transition 
pathway. The programme should work to deconstruct existing 
biases or perceptions of access to formal education at the girl and 
community level, to ensure beneficiaries do not assume vocational 
training and jobs are their only option. 



 



school population it is the younger girls are 
more interested in school. 



Programme 
Design 



At baseline, girls identified as having a functional disability on the 
Washington Group Child Functioning Questions, had significantly 
lower literacy and mathematics scores on the learning 
assessments. More than one-quarter of the baseline sample was 
girls with one or more functional difficulties. To meet the learning 
needs of this population, SAGE should provide training to CBLH 
facilitators on differentiated instruction and inclusive education 
strategies to meet the needs of all learners.  
 



Training on disability inclusive approaches has 
been a part of existing CE induction and 
refresher training. However, the original 
project design to provide longer-term, 
community-based specialised support has 
been challenged, as the intended support of 
Special Needs Education teachers from the 
MoPSE is not possible as these specialised 
teachers are not readily available. The project 
has started a process of engaging teacher 
training colleges for possible partnership and 
training of CEs to fill this gap. 



 



Sustainability  
 



At future evaluation timepoints, SAGE should consider increasing 
the number of community leaders to participate in KIIs. By 
incorporating additional perspectives, SAGE can gain a better 
understanding of the enabling environment for sustainability at 
the community level.  



 



Agreed for actioning at midline evaluation 
stage. 
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Sustainability  
 



Based on findings in the KIIs with MoPSE officials, SAGE should 
evaluate their strategy for strengthening government support and 
capacity to lead SAGE-like programmes in the future.  



 



This will be reviewed as part of the project’s 
Sustainability Plan review in 2020. As above, 
the project recognises the need to enhance 
MoPSE engagement in key policy issues to 
address identified gaps. 



 



 



In addition, the project suggests other factors that need to be considered for future evaluations: 



• Given a small number of comparison girls who reported as being enrolled in the programme and receiving the intervention 
(5.2%), we would recommend for these girls to be included in the treatment group, in order to avoid their results skewing 
comparison scores. The project assumes for this time, that comparison scores are unaffected given the relatively limited 
intervention exposure time.  
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• Does the external evaluator’s conclusion of the projects’ approach to addressing 



gender inequalities across activities correspond to the projects’ ambitions and objectives? 
 
The project considers itself gender-accommodating in its programming, as evidenced by the 
gender analysis study having informed the development of a project gender strategy and a 
review of the GESI tool. The project’s key focus following the baseline results will be on 
ensuring that community members and learners themselves are more gender-aware, while a 
key action going forward will be to support CoGE facilitators to ensure they engage in delivering 
CoGE sessions in a transformative manner.  
 



• What is the project’s response to any GESI risks identified by the evaluator? 
 
The evaluator has highlighted three elements of risks to which the project has responded to. 
The risks are all previously known to the programme, with further evaluations and data 
collection and analysis to understand what mitigating measures would be most effective. 
 



Risk flagged Project Response 



Given the high level of sensitivity of SAGE 
Zimbabwe beneficiary girls, the project should be 
aware of any heightened stigma or security 
threats that arise for the girls who are attending 
CBLHs. 



The project is aware of this. Beyond ensuring a 
clear understanding of safeguarding and 
reporting mechanisms, the programme looks to 
minimise negative community perceptions 
through the establishment of community-led Hub 
Development Committees and the participation 
of boys and husbands through the Champions of 
Girls Education component.  



 



Girls and their caregivers noted safety and 
security at and on the way to school as barriers, 
so the project should closely monitor any threats 
faced by participants as a result of their 
attendance. 



The project agrees that this is an ongoing issue 
and looks to mitigate this through a range of 
actions – for instance, girls are encouraged to 
group up or buddy with one another so they can 
travel to hubs together; the project is trialling 
satellite hubs to minimise the distance travelled; 
and the Champions of Girls Education Module 10 
will work with girls to explore issues around 
movement and safety.  



 



Given mentions of physical and sexual violence 
against girls, the project should also ensure 
proper safeguarding training, particularly of staff, 
to be aware of signs and reporting mechanisms. 



Safeguarding training is already part of the 
programme design for all staff and hub-level 
volunteers.  
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• What changes to the logframe will be proposed to DFID and the fund manager?  
 
No major changes are expected, but adjustment to indicator targets are noted for those with 
existing ceiling effects, while adjustments to other indicator targets will also be considered. 
Logframe changes are listed below and will be explored further with the Fund Manager and 
wider consortium members:  
 



Outcome: 



Transition targets: reduce expectation of number of girls to pursue formal schooling route (based on 
current findings, the project may look to proceed with 5% for formal school, then 45% for skills and 
45% for employment) 



Revisions to be considered for IO.2 and IO.4.3 targets 



Targets to be set for IO.3, IO.4.2 and IO.5 



Outputs 



Revisions to be considered for all output targets 



 
• What are the project’s reflections on the ambition of the project? 
 
The project believes that the evaluation report findings indicate that no major changes are 
required in terms of shifts within the learning and transition-focused outcomes. However, the 
programme will make specific adjustments within the overall project ambition focusing on the 
following areas: 
 
• The curriculum of the accelerated learning programme will be adjusted to ensure that it is 



relevant to the current learning levels, that it is addressing a wide range of learning levels as 
well as particular gaps, for example in reading and listening comprehension skills.   



• Transition pathway targets will be revised with regards to those expected to transition into 
formal school versus skills training and (self-) employment.  
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Annex 19. Additional sub-group analysis 
 
As noted in the Management Response (Annex 18) due to challenges with accurately (1) obtaining the 
required demographic data of replacement girls in the baseline sample, an additional sub-group analysis 
was undertaken in February-March 2020 to accompany baseline findings. Data from treatment areas was 
re-analysed by the external evaluator (EE) with the below narrative developed by the project. This 
document accompanies the dataset and explains key findings, as well as the project response to 
challenges or aspects hindering full data-analysis. 
 
This annex details the following: 
 
1) Confirmation of data available for analysis 
2) Definition of key sub-groups 
3) Sample breakdown by main demographics 
4) Learning outcome data by sub-group 
5) Analysis of dropout by age  
6) Intermediate outcome (IO) scores by sub-group 



7) Barriers reported by girls by sub-group 
8) Specific findings by sub-group 
9) Transition outcomes by sub-group 
10) Further analysis requested by the project 
11) Further programme actions based on sub-
group analysis 



 
The sub-group analysis dataset is the following: 



Tables_by_subgrou



ps_May_072020.xlsx
 



 
(1) The project noted that a small number of girls aged 9 and 20 have been included in the sample. While it is unclear 
whether they are enrolled or not, this highlights a challenge with certifying the age of beneficiaries, as fewer than 15% of 
the girls identified so far could present IDs upon enrolment or contact with SAGE staff. The project is working with 
communities to find the best ways to ensure only eligible girls are ever mobilised / enrolled by the project and avoid having 
to turn any marginalised girls away. 



 
 



1) Confirmation of data available for analysis 
 
The project was only able to obtain demographic data from 66.8% of the girls sampled from the treatment 
areas and 35.1% of girls sampled from the comparison areas, as per the below table: 
 
Table I. Percentage of total sample vulnerability data available 



Total sample:  
720 girls 



Treatment sample:  
458 girls 



Comparison sample:  
262 girls 



Original treatment 
sample:  
83 girls 



Replacement treatment 
sample:  
375 girls 



Original comparison 
sample:  
82 girls 



Replacement comparison 
sample:  
180 girls 



Of which % 
demographic data 



available:  
89% (74 girls) 



Of which % demographic 
data obtained:  



62%% (232 girls) 



Of which % demographic 
data available:  
100% (82 girls) 



Of which % demographic 
data obtained:  
5% (10 girls) 



Treatment sample % demographic data available: 
66.8% (306 girls) 



Comparison sample % demographic data available: 
35.1% (92 girls) 



Total sample % demographic data available: 
55.2% 



 
It is important to clarify that all treatment area replacement girls were actual beneficiaries of the 
programme. However, the rolling enrolment approach meant that some of them joined the hubs after the 
sampling had been done, and there was not enough time to collect their identification information before the 
follow-up was carried out. During that time, some of them had already left the hub (either migrating from 
their areas or due to marriage). The missing information for those still in the hub but who were unavailable 
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during the follow-up was not collected in time as per the established learner registration process, a 
challenge that the programme is aware of and currently working to resolve.  
 
In light of this, as well as the likelihood of significant changes to the comparison cohorts envisaged by the 
project redesign (ongoing at the time of writing) we have decided to focus the sub-group analysis on the 
treatment group, where we have 66.8% of the demographic data – as adding in the comparison group 
would lower that percentage to 55.2%.  
 
The above challenges present an issue with the generalisability of the results since demographic data are 
available to varying degrees among sub-groups of girls. The impact of this is reflected across the sub-group 
analysis results, which makes it difficult for the programme to make broad generalisations. Throughout the 
analysis, caveats are provided to flag where the percentage of complete data is particularly low or 
disproportionate. For instance, the data available from Mutasa and Mutoko was more complete than that 
available from Epworth and Bulilima districts. This means some of the conclusions are biased towards 
districts where the data was more complete. 
 



Figure I 



 
 
 



2) Definition of key sub-groups 
 
As per the SAGE programme MEL Framework and at proposal phase, the programme proposed to work 
with girls from the following sub-groups: 
  
• Adolescent mothers 
• Adolescent married girls 
• Girls from single-parent households  
• Girls with disabilities 
• Girls living with extended family  
• Girls at risk of early marriage 
• Girls engaged in labour (2) 



• Girls who have been internally displaced  
• Girls from Apostolic communities  
• Girls from ethnic minorities (defined as Kalanga, 



Ndebele and San) 
• Girls from migrant communities 
• Girls whose parents cannot afford fees 



 
(2) Please note the programme has adapted this category name from its previous term of ‘worst forms of child labour, 
including transactional sex’ given the difficulty to ascertain this at identification stage and the sensitivity of disclosure. 



 
 



3) Sample breakdown by main demographics 
 
When reviewing the dataset, the tables should be read with the following in mind:  
 



• 0 – Meets criterion / 1 – Does not meet criterion / 999 – Missing relevant data. Where 1 is missing it 
means no girls met the criterion.  



• N% is the percentage meeting the relevant criterion. 



• Where A, B or C is found alongside a value in the dataset, this denotes a significant statistical 
difference between that sub-group and rest in that category. Results are based on two-sided tests 
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assuming equal variances. For each significant pair, the key of the smaller category appears in the 
category with the larger mean. The significance level for upper case letters (A, B, C) is .05. Categories 
were not used in comparisons if the sum of case weights is less than ten. Tests are adjusted for all 
pairwise comparisons within a row of each innermost sub-table using the Bonferroni correction. 



 
There were no girls in the sample who met the ‘At risk of early marriage’ and ‘Refugee / migrant / IDP’ 
criteria (3) therefore these subgroups are not analysed further. 
 



(3) This information came from our identification survey – if a girl had a married sibling of a similar age she was 
considered ‘at risk’ and if a girl said she had moved from a different part of the country for reasons of natural disaster or 
conflict. In addition, two more vulnerability criteria appear in the data tables which were not included in the above sub-
groups (which correspond to the proposal stage) namely ‘Chronic illness’ and ‘Distance to school over govt. limit’ both of 
which come from direct questions in the identification survey. Our sampling however was not purposive to this extent and 
thus no girls from these categories were found in the baseline sample. 



 
For the treatment girls whose demographic data we have, the proportion of each sub-group vs the rest of 
the sample with available demographic data is as follows: 
 



Figure II. Sub-groups by vulnerability criteria 



 
 



4) Learning outcome data by sub-group 
 



Within each sub-group, reading and math scores for girls who met the criteria were compared to those who 
did not meet the criteria. Table II summarizes the results of the pairwise significance tests comparing the 
mean scores of the two groups, by sub-group. Note that the analyses did not include additional control 
variables and the results presented below exclude girls who were missing the data (i.e., comparison is only 
between girls who were ‘0’ on the criteria and those who were ‘1’ on the criteria). 
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Figure III 



 
 
Table II. Significance of differences by sub-group on mean math and reading aggregate scores 



Sub-group Reading scores of 



girls who meet the 



criteria vs girls 



who do not meet 



criteria 



Math scores of 



girls who meet the 



criteria vs girls 



who do not meet 



criteria 



Additional details on sample with 



available data 



Young mother 
/ expectant 



Significantly higher Significantly higher Does not control for age of girls, which is 
highly correlated with this criterion. Highest 
number of young mothers / expectant were 
in Mutare rural (33) and Mutasa (33) with 
fewest in Bulilima (2) and Epworth (1). 



Married Significantly higher Significantly higher Does not control for age of girls, which is 
highly correlated with this criterion. Highest 
number of girls who reported being married 
were in Mutasa (31) and Mutare rural (22) 
with none in Bulilima, Epworth and Imbizo. 



Parents 
cannot afford 
fees 



No difference Significantly lower Majority of girls whose parents cannot 
afford fees were in Mutare rural (80) and 
Mutasa (69) and the fewest were in Imbizo 
and Bulilima (14 each). 



Single parent 
/ carer HH 



No difference No difference Highest number of single parent/carer 
households were in Bulilima (15) and 
fewest in Mutoko (2). 



Child living 
with extended 
family 



No difference Significantly higher Highest number of children living with 
extended family were in Mutasa (57) and 
fewest were in Bulilima and Chimanimani (4 
each). 



Engaged in 
labour 



Significantly higher Significantly higher Correlated with age. Majority of girls 
engaged in labour were in Mutasa (88) and 
Mutare rural (72) and the fewest were in 
Epworth (11) and Imbizo (3).  



Apostolic No difference No difference Highest proportion of Apostolic girls were in 
Mutare rural (63) and Mutasa (50) and 
fewest were in Bulilima (2). 



Ethnic 
minorities 



No difference No difference Overall 14 girls identified as ethnic 
minorities. 6 were in Bulilima, 7 in Imbizo 
and 1 in Mutasa. 



Girls with 
disabilities 



Significantly lower Significantly lower The greatest proportion of girls with 
disabilities were in Mutare rural (37) and 
Mutasa (29) and fewest were in Mutoko (7). 
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To aid comparison with the wider sample, the below diagram showing EGRA and EGMA aggregate mean 
scores for girls in C1A, C2 and benchmarked girls in Grades 3, 5 and 7 has been extracted from the main 
baseline report: 



Figure IV 



 
Aggregate reading scores 
 
On the aggregate reading score, young mothers / expectant, married girls, girls engaged in labour and girls 
without disabilities have significantly higher scores than girls who are not mothers, those who are not 
married, those not engaged in labour and those with disabilities respectively.  
 
Aggregate math scores 
 
On the aggregate math score, young mothers / expectant, girls who are married, girls whose parents can 
afford fees, girls living with extended family, girls engaged in labour and girls without a disability have 
significantly higher aggregate math scores than girls who are not mothers, those who are not married, 
those not engaged in labour, those whose parents cannot afford fees, girls not living with extended family 
and those with a disability respectively. Differences were observed whether those missing vulnerability data 
were included or not. 
 



• As the above overview indicates, the vast majority of reading aggregated scores and all math 
aggregated scores for all sub-groups rank as ‘established learners’ (41-80%). 



• Only girls with disabilities would rank as ‘emergent learners’ (1-40%) for reading scores and none would 
rank as ‘non-learner’ (0%) or ‘proficient learners’ (80-100%).  



• The highest three aggregate scores were all attained in math by married girls (74.86%); young mothers 
/ expectant (73.93%) and girls living with extended family (69.44%). All are above the treatment group 
EGMA average aggregate score of 66.25%.  



• The lowest three scores were all attained in reading by girls with disabilities (29.75%); Apostolic girls 
(41.16%); and girls whose parents cannot afford school fees (41.79%). All are below the EGRA average 
aggregate score of 44.55%. 



Figure V 



 



 
 



Figure VI 
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• All sub-groups performed best at the familiar word reading and number recognition tasks. 



• Young mothers / expectant, married girls and girls who are engaged in labour have significantly higher 
scores than those who are not in all but one sub-task. 



• The learning comprehension score of girls with disabilities was the lowest score obtained for any 
reading sub-task (15%). The familiar word reading score of girls from ethnic minorities was the highest 
score obtained for any reading sub-task (76%). 



• The word problems score of girls with disabilities was the lowest score obtained for any math sub-task 
(31%). The number recognition score of young mothers / expectant was the highest score obtained for 
any math sub-task (91%). 



Figure VII 



 
Figure VIII 



 
 
School experience 
 



• Girls were asked if they had ever been to school, then for those who responded yes, they were asked 
the number of years of since they’ve dropped out of school (see Figure VIII above) and the total number 
of years of schooling they completed (not shown). By age group, about one-in-ten girls (11.3%) ages 
10-14 had never been to school and one-quarter (26.9%) of girls ages 15-19 had never been to school. 
These data must be interpreted with caution since schooling experience information was missing from 
two-thirds of girls ages 10-14 and one-half of girls ages 15-19. 



• Comparing girls by their response on the first question, there is no significant difference on the reading 
or the math aggregate score between girls who have never been to school (n=121, mean reading score 
=  46.98%, mean math score = 66.55%) and those who have (n=103, mean reading score=44.50%, 
mean math score = 68.14%). Of note, girls who were missing information on prior schooling also had 
comparable scores to those with data (n=234, mean reading score=43.40%, mean math score = 
43.40%).. This is an interesting finding which we will be investigating further at the midline stage. 



• Among those who said they had been to school, more years of schooling completed was associated 
with higher reading and math scores. Girls who had completed 5-8 years of schooling had significantly 
higher reading and math aggregate scores than girls who had 0-2 years of schooling, but there were no 
significant differences between girls with 3-4 years schooling and those with 5-8 years schooling.  



• Girls with 9 or more years of schooling significantly outperformed all other girls.  



• Among those who said they had been to school, the trend suggests that the more years that have 
passed since a girl dropped out the lower the girls’ math and reading scores (Figure VIII). However, 
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statistically significant differences between groups were only observed with those who most recently 
dropped out and those who dropped out 8 or more years ago, with girls who had dropped out in the last 
2 years had significantly higher reading scores than girls who dropped out 8 years or more ago.  



• There were no significant differences in reading aggregate scores between girls who had dropped out 
between 2-4 years ago, 4-6 years ago or 6-8 years ago. 



 
 



5) Analysis of dropout by age  
 



• For the purposes of this analysis, the number of years of schooling and number of years since dropout 
were grouped into 2-year intervals.  



• Full data on the dropout stage was available for only 30% of the treatment sample.  



• The average number of years since dropout is 2.74 years. 



• The sampled girls were most likely to have between 5-8 years of schooling – half of girls aged 15-19 
and two-thirds of girls aged 10-14.  



• Most sampled girls also seem to have dropped out in the past 2 years – three quarters of girls 10-14 
and half of those aged 15-19 are in this category – consistent with beneficiary identification findings. 
One quarter of girls aged 15-19 dropped out between 4-6 years ago.  



• Bulilima and Epworth districts have the highest percentages of girls who have dropped out up to 2 years 
prior to the baseline, while Epworth and Mutoko have the highest number of girls who have dropped out 
over 8 years before that (with the caveat that the actual sample numbers involved are quite small).  



• The highest actual numbers of girls who dropped out were in Mutasa and Mutare Rural districts. 
 



Figure VIII 



 
 
 



6) Barriers reported by girls by sub-group 
 



• On average, significantly more girls who said their parents cannot afford fees (59%) girls engaged in 
labour (50%) and girls with disabilities (42%) have reported facing barriers to education.  



• At the opposite ends of the spectrum, on average, significantly fewer girls from ethnic minorities (5%) 
married girls (10%) girls from single parent households (10%) and young mothers / expectant (15%) 
have reported facing barriers to education. 



• Having at least one functional difficulty is the most common barrier to education (35% of girls have said 
they faced this).  



• The least common barrier to education is the lack of voice and ability to speak up (reported by 22% of 
girls) though with great variation among the sub-groups – for instance, 67% of girls whose parents 
cannot afford fees and the same percentage of Apostolic girls said they face it. 



• 62% of girls engaged in labour reported low self-esteem and 54% of them said menstruation is a barrier 
to education. 
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• Accessibility is a barrier reported by 28% of girls on average – highest for girls whose parents cannot 
afford fees (55%) and girls engaged in labour (53%). 



 
Figure IX 



 
 
 
 
 



Figure X 



 
 
 



7) Intermediate outcome (IO) scores by sub-group 
 
IO2. Adolescent girls have increased self-efficacy and life skills 
 



• Girls who were mothers / expectant, married girls and girls engaged in labour have significantly higher 
gender norm scores and SRHR knowledge than girls who were not mothers / expectant, unmarried and 
not engaged in labour respectively.  



• Girls whose parents cannot afford fees scored significantly lower on SRHR knowledge than girls who 
did not indicate this. Girls living with their extended family on the other hand scored significantly higher 
than those who lived with their parents.  



• Girls with disabilities scored significantly lower on self-efficacy, SRHR and gender norms than girls 
without disabilities.  



 
IO4. Communities demonstrate more positive gender attitudes and actively support and protect girls 



 



• Married girls and girls living with extended family scored significantly lower on the Complete Education 
Support Index than unmarried girls and those who lived with their parents. 



• There were no significant differences between the sub-groups and the rest of the treatment sample in 
terms of the Perceived Safety Index. 



 
 



8) Specific findings by sub-group 
 
To understand girls learning journeys by sub-groups further, the specific findings by sub-groups are as 
follows: 



 
Table III. Specific findings by sub-group 



 Learning outcomes IO scores Barriers 



Young 
mothers 



• Significantly higher 
aggregate math scores 
(74%) and basic addition 



• Significantly higher 
gender norm scores and 
SRHR knowledge than 



• Only 15% reported 
facing barriers to 
education 
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(87%) scores than girls 
who have no children 
(61% and 72% 
respectively) 



• The number recognition 
score of young mothers / 
expectant was the 
highest score obtained 
for any math sub-task 
(91%) 



girls who have no 
children 



• Average aggregate math score for full sample: 67% / Sub-group difference: +7% 



• Average basic addition score for full sample: 77% / Sub-group difference: +10% 



• Average number recognition score for full sample: 84% / Sub-group difference: +7% 



 Learning outcomes IO scores Barriers 



Married girls • Significantly higher 
aggregate math scores 
(75%) and missing 
numbers scores (61%) 
than unmarried girls 
(62% and 47% 
respectively) 



• Significantly higher 
aggregate reading 
scores (53%) than 
unmarried girls (41%) 



• Higher gender norm 
scores and SRHR 
knowledge than 
unmarried girls 



• Only 10% reported 
facing barriers to 
education 



• Average aggregate math score for full sample: 67% / Sub-group difference: +8% 



• Average missing numbers score for full sample: 51% / Sub-group difference: +10% 



• Average aggregate reading score for full sample: 43% / Sub-group difference: +10% 



Girls from 
single 
parent / 
carer 
households 



N/A N/A • Significantly fewer girls 
(10%) have reported 
facing barriers to 
education compared to 
other sub-groups 



Girls with 
disabilities 



• Significantly lower 
aggregate reading 
scores (30%) and math 
scores (53%) than girls 
without disabilities (51% 
and 73% respectively) 



• The only sub-group to 
rank as ‘emergent 
learners’ (1-40%) for 
aggregate reading 
scores  



• The listening 
comprehension score of 
girls with disabilities was 
the lowest score 
obtained for any reading 
sub-task (15%)  



• The word problems 
score of girls with 
disabilities was the 
lowest score obtained 
for any math sub-task 
(31%) 



• Scored significantly 
lower on self-efficacy, 
SRHR and gender 
norms than girls without 
disabilities 



• Significantly more girls 
with disabilities (42%) 
have reported facing 
barriers to education 
compared to other sub-
groups 



• Average aggregate reading score for full sample: 43% / Sub-group difference: -13% 
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• Average aggregate math score for full sample: 67% / Sub-group difference: -14% 



• Average listening comprehension score for full sample: 29% / Sub-group difference:    
-14% 



• Average word problems score for full sample: 48% / Sub-group difference: -17% 



 Learning outcomes IO scores Barriers 



Girls living 
with 
extended 
family 



• Obtained the third 
highest math aggregate 
score (69%) 



• Scored significantly 
higher on SRHR 
knowledge and gender 
norms than those who 
lived with their parents  



• Scored significantly 
lower on the Complete 
Education Support Index 
than those who lived 
with their parents 



N/A 



• Average aggregate math score for full sample: 67% / Sub-group difference: +2% 



Girls 
engaged in 
labour 



• Obtained significantly 
higher aggregate math 
scores (68%) than girls 
who are not engaged in 
labour (54%) 



• Scored significantly 
higher than those who 
are not engaged in 
labour in all but one 
EGMA sub-task 
(advanced subtraction – 
60% vs 47%) 



N/A • 62% reported low self-
esteem  



• 54% and 53% of them 
said menstruation and 
accessibility respectively 
constitute barriers to 
education 



• Average aggregate math score for full sample: 67% / Sub-group difference: +1% 



• Average advanced subtraction score for full sample: 60% / Sub-group difference: 0% 



Apostolic 
girls 



• Obtained the second 
lowest aggregate score 
for reading (41%) but 
overall had comparable 
scores to girls from non-
Apostolic on reading, 
math and life-skills 



N/A  • 40% reported facing 
barriers to education  



• 66% said they lack a 
voice and the ability to 
speak up 



• Average aggregate reading score for full sample: 43% / Sub-group difference: -2% 



Girls from 
ethnic 
minorities 



• The familiar word 
reading score of girls 
from ethnic minorities 
was the highest score 
obtained for any reading 
sub-task (76%) 



• There were no statistical 
differences between the 
reading, math and life-
skills scores of girls from 
ethnic minorities than 
those who are not from 
ethnic minorities. These 
results may be skewed 
due to the small n size 
of these results (only 14 
girls were identified in 
this sub-group) and 
findings should be 
interpreted with caution 



• Significantly fewer girls 
from ethnic minorities 
(5%) have reported 
facing barriers to 
education compared to 
other sub-groups (again 
with the caveat that the 
actual sample numbers 
involved are quite small) 



• Average familiar word score for full sample: 67% / Sub-group difference: +9% 



Girls whose 
parents 
cannot 
afford fees 



• Obtained the third 
lowest aggregate score 
for reading (42%) but 
overall had comparable 



• Scored significantly 
lower on SRHR 
knowledge than girls 
who did not indicate this 



• 60% reported facing 
barriers to their 
education  
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reading and life-skills 
scores to girls who did 
not indicate this. 



• 66% said they lack a 
voice and the ability to 
speak up  



• Accessibility is a barrier 
reported by 55% of girls 
in this category 



• Average aggregate reading score for full sample: 43% / Sub-group difference: -1% 



 
Table IV. Learning, life-skills and IO outcomes by sub-group 



 



No. girls Aggregate 
EGRA 



Aggregate 
EGMA 



Life-skills 
mean index 



score 



IO.2.1 (SE1) 
and IO.2.2 



(GN, SRHR) 
mean index 



scores 



IO.4.2 (CS) 
and IO.4.3 



(CES) mean 
index 



scores 



All girls C2 – 
Comparison 
cohort 



264 41.82 67.65 27.46 SE: 2.63 
GN:0.99 
SRHR: 
13.81 



CS:  1.69 
CES: 4.72  



All girls C1A 
– Treatment 
cohort 



459 44.55 66.25 29.22 SE: 2.67 
GN:1.05 
SRHR: 
14.91 



CS: 3.56 
CES: 7.81 



Young 
mothers 



88 50.95** 73.93** 33.95** SE: 2.66 
GN:1.12** 
SRHR: 
19.14** 



CS: 3.71 
CES: 7.53 



Married girls 71 52.86** 74.86** 34.43** SE: 2.71 
GN:1.13** 
SRHR: 
19.40** 



CS: 3.75 
CES: 7.34 



Girls from 
single parent 
/ carer 
household 



55 41.85 61.40 27.96 SE: 2.68 
GN:1.06 
SRHR: 
15.44 



CS: 3.53 
CES: 7.90 



Girls with 
disabilities 



12 29.75 52.77 23.63 SE: 2.57 
GN:0.98 
SRHR: 
10.38 



CS: 3.00 
CES: 6.83 



Girls living 
with 
extended 
families 



130 47.15 69.44** 30.86** SE: 2.67 
GN:1.08 
SRHR: 
16.37** 



CS: 3.58 
CES: 7.48 



Girls 
engaged in 
labour 



244 45.55** 67.84** 30.10** SE: 2.69 
GN:1.08 
SRHR: 
15.58 



CS: 3.65 
CES: 7.60 



Apostolic 
girls 



160 41.16 62.65 29.10 SE: 2.67 
GN:1.03 
SRHR: 
14.98 



CS: 3.63 
CES: 7.63 



Girls from 
ethnic 
minorities 



14 48.61 66.50 28.96 SE: 2.38 
GN:0.99 
SRHR: 
16.00 



CS: 3.50 
CES: 8.21 



 
1 Acronyms used in this table: SE – Self-efficacy; GN – Gender norms; SRHR – Sexual and reproductive health rights; CS – 
Community safety; CES – Complete education support 
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Girls whose 
parents 
cannot 
afford fees 



244 41.79 62.97** 28.87 SE: 2.66 
GN:1.05 
SRHR: 
14.65 



CS: 3.63 
CES: 7.66 



 
 



9) Transition outcome by sub-group 
 
Transition outcomes by sub-group are presented in the updated Supplementary Table 12 below. This 
shows the percentage of girls from different sub-groups indicating their intentions after completing SAGE.  
 
Supplementary Table 1: Percentage of girls’ hopes after completing CBLH, C1A 
Group (transition) No. 



girls 
Formal 



education 
Vocational 



training 
Employment or 



self-
employment 



Get married / 
Other / Don’t 



know / 
Refused2 



All girls 399 2.76% 47.62% 47.12% 2.51% 



District 
Bulilima 48 8.51% 44.68% 44.68% 2.13% 
Chimanimani 64 0.00% 71.11% 28.89% 0.00% 



Epworth 51 0.00% 13.95% 86.05% 0.00% 
Imbizo 24 0.00% 33.33% 52.38% 14.29% 



Mutare Rural 130 4.39% 50.88% 40.35% 4.4% 
Mutasa 112 1.98% 51.49% 45.54% 0.99% 



Mutoko 30 0.00% 50.00% 50.00% 0.00% 
Area 



Urban 3 0.00% 100% 0.00% 0.00% 
Peri-urban 69 0.00% 27.54% 68.12% 4.35% 



Rural 327 3.36% 51.38% 43.12% 2.14% 
Language of instruction of assessment 



Shona 331 2.11% 48.94% 47.13% 1.81% 
Ndebele 68 5.88% 41.18% 47.06% 5.88% 



Age group 
Age 10–14 101 6.93% 33.66% 55.45% 3.97% 



Age 15–19 272 1.10% 54.04% 43.38% 1.47% 
Schooling history 



Never been to 
school 



101 5.9% 55.1% 35.64% 9.90% 



Dropped out less 
than 2 years ago 



66 0.00% 54.55% 45.45% 0.00% 



Dropped out 2.1-4 
years ago 



21 0.00% 47.62% 52.38% 0.00% 



Dropped out 4.1-6 
years ago 



29 3.40% 44.83% 44.83% 3.40% 



Dropped out 6.1-8 
years ago 



4 0.00% 50.00% 50.00% 0.00% 



Dropped out more 
than 8 years ago 



4 0.00% 50.00% 50.00% 0.00% 



Sub-groups 



Young mothers 76 1.32% 53.95% 44.74% 0.00% 
Married girls 58 1.72% 53.45% 44.83% 0.00% 



Girls whose 
parents cannot 
afford fees 



161 1.86% 50.31% 45.34% 2.48% 



 
2 The proportion of girls in the treatment cohort by sub-category are: 0.3% said ‘Get married and care for my family’, 0.5% said 
‘Other’, and 1.8% said ‘Don’t know’. 
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Group (transition) No. 
girls 



Formal 
education 



Vocational 
training 



Employment or 
self-



employment 



Get married / 
Other / Don’t 



know / 
Refused2 



Girls from single 
parent / carer 
household 



16 0.00% 62.50% 37.50% 0.00% 



Girls living with 
extended families 



115 0.87% 52.17% 46.09% 0.87% 



Girls engaged in 
labour 



174 1.72% 51.15% 46.40% 1.72% 



Apostolic girls 114 1.80% 53.51% 42.11% 2.63% 
Girls from ethnic 
minorities 



13 7.7% 46.15% 46.15% 0.00% 



Barriers 



Girls with at least 1 
functional disability 



117 2.56% 37.61% 56.41% 3.41% 



Accessibility—long 
distances to school 



273 2.20% 50.55% 44.69% 2.56% 



Lack safety net for 
GBV 



147 2.04% 49.66% 45.58% 2.72% 



Lack of right to an 
education 



22 9.09% 45.45% 40.91% 4.55% 



Lack of enabling 
environment for 
quality education 



43 4.65% 37.21% 51.16% 6.98% 



Logistic barriers 
during menses 



196 4.08% 47.96% 43.37% 4.59% 



Lack of voice and 
ability to speak up 



79 1.27% 45.57% 48.10% 5.06% 



 
 



10) Further analysis requested by the project 
 
The programme will be looking to complete the following by the time of the sign-off:  
 



• Separating the girls who have never been to school as a sub-group for further analysis. 
 
 



11) Further programme actions based on sub-group analysis 
 



Areas of focus in the short and medium term will include:  
 



• Wider consortium and staff consultation on baseline findings and how they will feed into our adaptive 
management approach. 



• Recovering as much of the missing baseline sample data as possible and running further internal 
analysis to learn more about each sub-group – e.g. trends related to accessibility barriers – 
complemented by regular monitoring data.   



• Supporting girls with disabilities, who obtained the lowest aggregate scores in both reading (24.92%); 
and math (52.77%). 



• Supporting girls whose parents cannot afford fees and Apostolic girls, as two thirds of girls in those sub-
groups said they lack a voice and the ability to speak up. 
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1. Introduction 
School-to-School International (STS) was contracted to complete a Targeted Gender Analysis for 



the Supporting Adolescent Girls’ Education (SAGE) programme as part of their broader work 



as the external evaluators for the SAGE baseline. The Gender Analysis, supported by Select 



Research focuses on highly marginalised out-of-school (OOS) adolescent girls.1 It was carried 



out in Mutare Rural and peri-urban Imbizo, Zimbabwe between February and March 2019; 



primary qualitative data collection took place from April 11 to 16, 2019. This report details the 



findings of the study and is organized into four chapters: 1) introduction, 2) methodology, 3) 



study findings by research questions and 4) recommendations and conclusions.  



 



Programme Background. The United Kingdom Department for International Development 



(DFID) is funding a six-year programme SAGE in Zimbabwe, which is being implemented by a 



consortium of diverse partners led by Plan International UK. Other partners include Apostolic 



Women’s Empowerment Trust (AWET), Christian Blind Mission (CBM), Econet, Open 



University, and Plan International Zimbabwe. Working across 11 districts of Zimbabwe, the 



programme’s comprehensive initiative is to ensure that 21,780 highly marginalised OOS 



adolescent girls age 10–19 have improved learning outcomes and can transition to education, 



training or employment in Zimbabwe. SAGE will focus on providing high-quality, accelerated, 



non-formal education in 132 accessible, girl-friendly community-based learning hubs (CBLHs). 



SAGE’s Programme Logic Model focuses on learning, transition and sustainability outcomes.2 



Associated intermediate outcomes (IOs) are listed in Table 1. 



 
Table 1. SAGE Outcomes and Intermediate Outcomes 



Outcome Intermediate Outcome 



Outcome 1. 
Learning 



IO1. Highly marginalised girls regularly attend high-quality, accelerated learning sessions 
in CBLH 



IO2. Highly marginalised adolescent fields have increased self-efficacy and life-skills 



Outcome 2. 
Transition 



IO3. Highly marginalised girls and their families have improved skills and increased 
access to financial resources 



Outcome 3. 
Sustainability 



IO4. Communities demonstrate more positive gender attitudes and actively support and 
protect girls 



IO 5. Strong active partnerships with Ministry of Primary and Secondary Education 
(MoPSE) officials and other civil society actors actively advocating for more inclusive, 
gender-responsive education policies 



  



                                                      
1 Select Research serves as the local data collection firm and partner subcontracted under STS for the SAGE external evaluation 



baseline. 
2 The SAGE Programme Logic Model can be found in the annex. 
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Targeted Gender Analysis Purpose. The Targeted Gender Analysis is designed to examine how 



gender and social inequalities may impact the activities and outcomes of the SAGE programme. 



Furthermore, the study aims to fill in gaps in knowledge and evidence regarding the experience 



and perspectives of specific subgroups within SAGE communities: younger adolescent girls 



aged 10–14; girls within Apostolic communities; young mothers; girls with disabilities; and 



adolescent boys and young men. Findings from the analysis will be used to generate concrete 



recommendations for supporting gender-sensitive project implementation, including SAGE 



curricula, strategies and approaches. 



 



Research Questions. The following research questions were identified and examined to address 



the objectives of the Gender Analysis:  



1. What are the aspirations of highly marginalised OOS girls in the SAGE target areas of 



Zimbabwe? How do these differ by subgroup? What are the expectations of highly 



marginalised girls in the SAGE target areas of Zimbabwe? How do these differ by 



subgroup? 



2. What are the sociocultural norms and practices that impact highly marginalised 



adolescent girls’ (and boys’) ability to enrol in, regularly attend and successfully engage 



in accelerated learning sessions in CBLHs or other SAGE activities, as well as their 



ability to transition onward into further education, training or income-generating 



activity? How do these differ by subgroups? 



3. What types of support for adolescent girls’ rights and education exist and can be 



leveraged within the target communities?  



The research questions and analysis will be grounded in the SAGE Programme Logic Model, 



with a focus on outcome and the IO levels. 



2. Methodology  
The following section outlines the research methodology employed for completing the SAGE 



Targeted Gender Analysis. This includes details on the methodology, sampling, data collection 



and analysis, as well as limitations and constraints. 



Data Collection Methods. Data for the targeted gender analysis were gathered from two 



purposively sampled programme districts—Mutare Rural and peri-urban Imbizo—using 



qualitative and participatory methodologies. The data collection methods and the sources of 



data include the following:  



• Review of relevant literature and documents identified by the SAGE team,3  



• Key informant interviews (KIIs) with community leaders, parents and caregivers of OOS 



adolescent girls and SAGE partners, and 



                                                      
3 This included relevant government, donor and NGO reports, including those that focus on highly-marginalised OOS girls’ 



aspirations, education and life goals within the SAGE programme target provinces and districts, along with gender and disability-



related policies and laws governing the programme area. The list of documents and the literature review are provided in the annex.  
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• Participatory focus group discussions (FGDs)4 with highly marginalised OOS girls 



identified as eligible beneficiaries for the SAGE programme, as well as adolescent boys 



and young men identified as eligible beneficiaries for the SAGE programme’s 



Champions of Change (CoC) activity.5 



Sampling and Sample Size. In consultation with SAGE staff, STS developed a sample to capture 



a diverse range of experiences and perspectives across subgroups, respectful of the time, budget 



and logistical constraints of the study. Peri-urban Imbizo in Matabeleland province and Mutare 



Rural in Manicaland province were selected for data collection. Four sites were identified by 



SAGE based on criteria including ruralness, geographic location and other demographic 



characteristics, such as language. One site was identified in peri-urban Imbizo and three sites 



identified in Mutare Rural, including two Apostolic communities. Table 2 illustrates the 



demographic variability captured across the two districts.  



Table 2. Criteria for Site Selection within Target Districts 



Criteria Mutare Rural Imbizo 



Geographic region6 



Southwestern cluster7 ✔  



Eastern cluster8  ✔ 



Urbanicity 



Rural ✔  



Peri-urban  ✔ 



Language 



Shona ✔  



Ndebele  ✔ 



Religious identity 



Apostolic Christian community ✔ ✔ 



Non-apostolic community ✔  



As outlined in Table 3, 14 FGDs were conducted in total, including 10 FGDs with highly 



marginalised OOS adolescent girls.9 A total of 94 girls and young women participated—71 in 



Mutare Rural and 23 in Imbizo. Four FGDs were completed with adolescent boys and young 



                                                      
4 FGDs included participatory learning activities to gain in-depth, nuanced insights into the perceptions, experiences and 



constraints faced by SAGE target beneficiary populations. 



5 The CoC activity will introduce modules, including the Being a Champion of Change, committed to support girls and women, being 



a young man, showing solidarity, being responsible regarding sexuality and being non-violent in personal relationships. The model 



will also provide a platform to discuss the opportunities and challenges for boys and young men as a group and to learn from each 



other to enhance their ties and strengthen the support network that they are building. 
6 A third Northern cluster, which included Epworth and Mutoko, was part of the original sampling frame; however, it was removed 



to enable the inclusion of a more diverse number of FGD subgroups within the other two clusters. The other two clusters were 



prioritised as there is already a more substantial amount of information and data regarding the population in the Northern cluster.  
7 The Southwestern cluster includes Mutasa and Mutare Rural. While Chimanimani was also included in the original sample for this 



cluster, it was not accessible at time of data collection due to the impact of tropical cyclone Idai; therefore, was not included in the 



final sample. 
8 The Eastern cluster includes rural Bulilima and peri-urban Imbizo. 
9 While the original target was 12 FGDs, high levels of community interest and turn-out of respondents led to two additional FGDs. 
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men. A total of 34 adolescent boys and young men participated—18 in Mutare Rural and 16 in 



Imbizo. 



Table 3. Number of FGDs and Respondents by Type and Location 



FGD Type 



Mutare 
(rural) 



Imbizo 
(peri-urban) 



Total 



FGDs 
# FGD 



participants 
FGDs 



# FGD 
participants 



Total 
FGDs 



Total # FGD 
participant 



Highly marginalised OOS 
adolescent girls 



7 71 3 23 10 94 



Adolescent boys and 
young men 



2 16 2 18 4 34 



Total 9 86 5 41 14 128 



As illustrated by the sampling framework, capturing the experiences and perspectives of OOS 



adolescent girls across key subgroups was prioritised for the Targeted Gender Analysis. As 



highlighted in Table 4, of the 10 FGDs conducted with adolescent girls,10 three FGDs were 



conducted with early adolescent girls aged 10–14, two FGDs with girls with disabilities11 and 



three FGDs with young mothers.12  



  



                                                      
10 While the original sampling frame targeted eight FGDs with OOS adolescent girls, a high level of community interest and turn-



out of respondents led to two additional FGDS. At the first site in Mutare Rural, one additional younger adolescent girls FGD was 



conducted. At the second site—an Apostolic community—a single Apostolic girls FGD was segmented into two FGDs: one 



targeting younger adolescent girls and one for young mothers.  
11 The FGDs with girls with disability included girls with difficulties in hearing and communicating, girls with cognitive difficulties, 



girls with visual difficulties, girls physical or mobility difficulties and girls with autism. For girls with difficulties related to 



communication or speech, parents and caregivers were also engaged as part of the FGD and helped communicate their opinions 



and perspectives.  
12 Please note that due to the potentially sensitive nature of collecting demographic data on girls’ and young women’s marital 



status—including the potential for unintended disclosures of underage marriage—the subgroup of young mothers was selected 



over a ‘married young women’ subgroup. No additional sampling criteria, data or disaggregation related to marital status were 



collected or analysed. 
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Table 4. Highly Marginalised OOS Adolescent Girls FGDs by Subgroups and Location 



Adolescent Girls 
Subgroups 



Mutare 
(rural) 



Imbizo 
(peri-urban) 



Total 



FGDs 
# FGD 



participants 
FGDs 



# FGD 
participants 



Total 
FGDs 



Total # FGD 
participant 



Early adolescent girls 
(age 10–14) 



3* 32 1 12 4 44 



Young mothers  
(age 16–19) 



2* 20 1 9 3 29 



Adolescent girls with 
disabilities 



1 9 1 2 2 11 



Adolescent girls in 
Apostolic communities* 



1* 10 – – 1* 10 



Total 6 71 3 23 10 94 



Note: Starred (*) figures indicate at least one of the FGDs in this subgroup were conducted in Apostolic communities.  



In addition to the one general FGD conducted with adolescent girls in one Apostolic 



community (Table 3), one of the early adolescent FGDs and one young mother FGD in Mutare 



Rural were also held in Apostolic communities, bringing the total number of FGDs with 



Apostolic girls to three.13 



A total of four FGDs were completed with adolescent boys and young men - two in Imbizo and 



two in Mutare Rural. Two subgroups were targeted and completed, with one adolescent boys 



FGD14 and one young men/husbands FGD15 per district.   



As detailed in Table 5, a total of 12 KIIs were completed with 13 respondents, including 10 men 



and three women.16 Six KIIs were conducted with community leaders, four with parents or 



caregivers and two with SAGE partners.17  



  



                                                      
13 A total of 32 OOS adolescent girls from two target Apostolic communities in Mutare Rural participated in the data collection. The 



number of participants by subgroup is as follows: 13 girls age 10–14 participated in the younger adolescent girl FGD; 9 girls aged 



16–19 in the young mothers FGD; and 10 girls aged 10–19 in the Apostolic girls FGD.  
14 One of these FGDs was conducted in an Apostolic Christian community site.  
15 More specifically, husbands of OOS young women who may be eligible beneficiaries for the SAGE programme. 
16 One KII with Apostolic religious community leaders included two male respondents.  
17 KIIs with community leaders included three targeted subgroups: (1) community leaders, such as traditional authorities, chiefs or 



religious leaders; (2) local girls’ rights leaders and advocates; and (3) Apostolic religious leader.  











8 



 



Table 5. Number of Respondents by KII Type, Location and Sex 



KII Respondent Type Mutare 
(rural) 



Imbizo 
(peri-urban) 



Total 



Respondent Sex M F Total M F Total M F Total 



Community leaders 5 – 5 1 1 2 6 1 718 



Parents or caregivers 1 1 2 1 1 2 2 2 4 



SAGE partners19 – – – – – – 2 – 2 



Total 6 1 7 2 2 4 10 3 13 



 



Data Collection and Analysis. In preparation for data collection, STS led a three-day qualitative 



data collector training20 with 13 participants—11 data collectors21 and two team leaders from 



Select Research—from April 8 to 10, 2019. Given the high vulnerability of the beneficiary 



population, all research team members were young women. A field-test of the Adolescent Girls 



FGD Guide was also conducted as part of the training in peri-urban Harare.22  



Two teams—one in peri-urban Imbizo and one in Mutare Rural—conducted data collection 



concurrently from April 11 to 16, 2019. Depending on the preferred language of respondents, 



data collection was conducted in Shona or Ndebele. SAGE provided coordination and support 



in identification, recruitment and mobilisation of participants for FGDs and KIIs within 



sampled communities prior to and during data collection. The qualitative data analysis 



methodology incorporated an iterative approach and included content analysis and constant 



comparison of narrative data to identify and validate emerging themes using NVivo Pro 12.  



Limitations and Challenges. The following limitations and constraints in the data collection, 



analysis and reporting have been identified: 



• Due to logistical and budget constraints, it was not possible to include all of SAGE’s 11 



target districts in the data collection. Data collection was limited to two districts across 



two provinces: peri-urban Imbizo in Matabeleland province and Mutare Rural in 



Manicaland province. Overall, findings from these FGDs and KIIs were similar to those 



identified in the literature review, especially Plan’s 2015 Counting the Invisible Report,23 



which included data from older adolescent girls in Kwekwe district in the Midlands 



                                                      
18 While six KIIs with community leaders were conducted, there was a total of seven participants as one of these KIIs, including two 



community leaders. 
19 This included representatives from AWET and CBM identified by SAGE conducted in Harare. 
20 The training focused on building participants’ familiarity with the discussion guides and content; learning qualitative data 



collection protocols, procedures, and best practices; building confidence and abilities to facilitate the FGDs and KIIs; and building 



data capture and note-taking skills. To ensure protocols are followed when collecting the data, targeted sessions on child protection, 



research ethics and corresponding protocols were included in the data collection training. 
21 Data collectors served as facilitators and note-takers during data collection. 
22 The field-test, conducted in Epworth, provided training participants an opportunity to field-test the tool and administration 



protocols, practice and/or observe the roles of facilitator, note-taker or supervisor, as well as provide practice in conducting a 



debriefing session. 
23 Plan International. Hear Our Voices: Do Adolescent Girls’ Issues Really Matter? Plan International, 2015. 
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province and Epworth district in Harare province, increasing confidence that this 



study’s findings may be relevant for the SAGE districts more broadly.  



• The purposive qualitative sampling approach may be susceptible to gatekeeper bias. To 



reduce this, clear criteria for selecting qualitative research sites were utilised to ensure 



variation.  



• Potential respondent bias in the qualitative data is indeterminate. However, this was 



examined during data analysis by triangulating data across key stakeholders, as well as 



through findings in the literature review.  



• The analysis of qualitative data may be subject to bias, missing information and errors as 



raw data was limited to expanded field notes that were typed and submitted in 



English.24 Therefore, measures to cross-check the quality of field notes were put in place 



to mitigate this limitation, including incorporating daily team debriefing sessions and 



notes write-ups to serve as additional reference points, as well as reviews of expanded 



field notes by team supervisors. 



• Due to time and budget constraints, translations of tools and protocols into the local 



language were not feasible. To mitigate miscommunication and misunderstanding, 



detailed reviews of each item, as well as administration procedures, were completed 



during the data collector training.  



• Power and group dynamics within FGDs have the potential to impact the reliability and 



validity of the qualitative data. To mitigate this, FGDs aimed for homogeneity in terms 



of age, gender and other key criteria where feasible. Facilitators were trained on how to 



facilitate inclusive discussions and note-takers were trained to document group 



dynamics.  



3. Study Findings 
In this section, findings from the qualitative analysis are presented for each of the Gender 



Analysis research questions. Findings are mainly drawn from FGDs with OOS adolescent girls, 



with additional context or background provided from the literature review as well as KIIs from 



other key stakeholders—community leaders, parents, caregivers and SAGE partners—and 



FGDs with adolescent boys and young men. Where relevant, emergent themes or differences 



between subgroups—such as young mothers, girls with disabilities, or girls in Apostolic 



communities—are highlighted.  



Research Question 1 



RQ1. What are the aspirations of highly marginalised out-of-school girls in the SAGE target areas of 



Zimbabwe? How do these differ by subgroup? What are the expectations of highly marginalised girls (and 



boys) in the SAGE target areas of Zimbabwe? How do these differ by subgroup? 



                                                      
24 Full transcriptions or translations of FGD or KII audio-recording in Shona and Ndebele into English were not feasible due to time 



and budget constraints. Quotes in local language were identified by the note-taker using the audio-recordings and fieldnotes as 



references. These were then translated into English in expanded field notes by the notetaker in consultation with the FGD or KII 



facilitator and the team leader.  
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To understand the aspirations, hopes and dreams of highly marginalised OOS girls within 



SAGE communities, FGD were conducted with younger adolescent girls, young mothers, girls 



with disabilities and adolescent girls in Apostolic communities. During the FGD, girls discussed 



their livelihood or career aspirations, educational aspirations, barriers to achieving these goals 



and recommendations for supporting their aspirations.25 Findings are detailed to provide the 



programme with an opportunity to crosscheck and reflect on the extent to which SAGE 



programme learning and transition activities align with and support girls in their desired 



livelihood and education goals. Recommendations related to what girls think needs to change 



to enable them to realise these aspirations and recommendations for what support is needed are 



discussed later in the report.  



Livelihood and Career Aspirations. Findings from this study were similar to those from Plan’s 



(2016) Counting the Invisible: Girls’ Rights and Realities.26 These indicate that older adolescent girls 



in Zimbabwe centre their life goals around four main themes: ‘education, employment, family 



and “having a better life”’.27 Some of the most common career or livelihood aspirations girls in 



the SAGE study identified included becoming teachers, nurses, dressmakers, tailors, doctors, 



drivers, business people or working in hotels and catering. Other noted aspirations mentioned 



less frequently include becoming an accountant, police officer, soldier, carpenter, hairdresser, 



lawyer, headmistress, president, musician, electrician, engineer or trained in early childhood 



development. Overall, the livelihood options mentioned by the girls were similar to those noted 



by other key stakeholders—such as parents, community leaders, adolescent boys and young 



men. 



• Interest in careers such as teachers and nurses were often described by girls through the 



lens of wanting to provide a caring and supportive role in their communities or 



wanting to follow the paths of individuals that girls look up to, such as teachers. For 



example, in Mutare Rural, one younger adolescent girl shared the following: ‘I want to be 



a nurse, so I can help sick people’, and another younger adolescent girl in an Apostolic 



community noted she wanted to become a teacher because ‘I admire teachers’. 



• Nurses and teachers were noted as also having the benefit of being viewed positively as 



learned individuals in their community.  



• Other careers such as those of pilots, doctors and drivers were identified as aspirational 



goals for girls and noted for their potential to earn significant money and support 



comfortable lifestyles for themselves and their families. For example, in Mutare Rural, 



one younger adolescent girl shared ‘I want to be a driver because I want to drive my own 



vehicle and to drive a bus so that I can get money from passengers’.  



                                                      
25 This section and associated questions for Adolescent Girls Focus Group Discussion Guide was adapted from Girl Effect’s (2013) Girl 



Consultation Toolkit: For Girls in Poverty. https://exchange.youthrex.com/toolkit/girl-consultation-toolkit-girls-poverty 
26 Please note that while the findings of this report are not statistically representative, it does include older adolescent girls (aged 15–



19) across three different locations in Zimbabwe, including both urban and rural settings. Furthermore, it includes groups of girls 



with diverse identities reflecting intersectional characteristics and/or intersecting vulnerabilities.  
27 In the Plan study, ‘having a better life’ comprised of better accommodation, marrying someone with money, money to pay for 



food and to live a life free of marital violence. Plan International. Counting the Invisible – Girls’ rights and realities: Technical report – 



Zimbabwe. 2016. Pp. 21. 
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• In addition, girls also expressed interest in topics or areas they enjoy or feel well suited 



for. For example, one younger adolescent girl in Imbizo noted her desire to become a till 



operator because she is passionate about computers; another younger adolescent girl in 



Mutare Rural noted, ‘I want to be a shoemaker because I just like it’. An additional younger 



adolescent girl in an Apostolic community described wanting to become a hotel chef 



because she enjoys cooking.  



• Across different career aspirations, many of the girls and young women noted the 



importance of making money as part of their aspirations to enable them to support 



family members, such as their parents, siblings, grandmothers and their children. For 



example, in one FGD with younger adolescent girls in Mutare Rural, one girl expressed 



‘I want to work so I can build a house for my grandmother’ and another girl shared ‘I want to 



be a teacher so I can get money to fund my siblings in terms of education.’ 



• In addition, a couple of aspirations not directly linked to livelihoods were also 



identified by younger adolescent girls in Apostolic communities, such as being a kind-



hearted person who helps other in need, as well as becoming an educated woman in 



order to find a good husband as well as be able to manage and budget money.  



• Other girls noted limitations on their aspirations related to their lack of education. One 



younger girl in an Apostolic community noted that she hopes to become a farmer 



because she did not go to school. 



Young Mothers. For young women who are married and have children, aspirations were often 



linked to their desire for increased self-sufficiency and reducing their financial dependence on 



their husbands. In one FGD with young mothers in Mutare Rural, the participants strongly 



agreed that they wanted to increase their independence. As one young mother stated: ‘it is 



difficult to depend on the husband's allowance since the pay outs are insufficient to cover basic family 



needs’. More specifically, young mothers expressed interest in dressmaking and tailoring. They 



noted it as an opportunity for self-reliance, as they could generate some income and make 



clothes for themselves and their children to wear. Similarly, a young mother from an Apostolic 



community shared her interest in poultry keeping as a means of independence as well as 



enabling her to better provide for her children: ‘I want my children to eat a better diet [and] at the 



same time to become independent’. This aligned with findings from the Plan 2015 report , which 



noted that while married girls shared similar themes in their life goals with their non-married 



counterparts, their aspirations ‘were often linked to their responsibility to provide for their 



children and family’, including expectations around contributing to household income.28  



Girls with Self-Identified Disabilities. Similar hopes and dreams—such as becoming a tailor, 



dressmaker or doctor or returning to school to become a teacher—were discussed in the focus 



groups with girls with disabilities. One girl expressed how she would like to further her studies 



and be like her friend who is at boarding school. Another desired to gain vocational training in 



baking so that she can become self-employed. In addition, one girl noted that she hopes to 



become a maid because she believes this is the only job that she can do to support her parents, 



                                                      
28 Plan International. Counting the Invisible – Girls’ rights and realities: Technical report – Zimbabwe. Pp. 23. 
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given her vision impairment. Moreover, in the girls with disabilities FGD in Mutare Rural, girls 



expressed their desire to follow a daily routine—including self-care, returning to school and 



being ‘less of a burden’ to their families. For example, one participant shared ‘my best interest is 



to go to school so that I may be able to do [my] daily routine on my own as well as read and write’. 



Girls in Apostolic Communities. Overall, no major variations in hopes and aspirations emerged 



within FGDs in Apostolic communities. Similar to other girls, some apostolic younger 



adolescent girls expressed interest in becoming drivers and pilots because they want to become 



rich or earn a lot of money. 



Aspirations for SAGE. Girls were asked what they specifically hope to learn or achieve through 



participating in the SAGE programme. Several key themes emerged: 



• Girls expect to become educated and to learn to read and write through the SAGE 



programme. 



• Many girls hope their participation in SAGE will enable them to re-enrol in school to 



gain academic credentials required for future employment—such as obtaining Ordinary-



level credentials. While only four parents and caregivers were interviewed, in general, 



they supported their daughters’ aspirations to re-enrol. Younger girls and girls with 



disabilities were more likely to express a desire to enrol in school, whereas young 



mothers desire to re-enrol was mixed. For example, in one FGD with young mothers in 



Mutare Rural, seven of the eleven young women expressed that they would be 



comfortable re-enrolling in school; four stated that they would prefer to enrol in 



vocational training so that they could start their own business.  



• Girls, especially young mothers, also hope to gain vocational skills to enable them to 



perform income-generating activities that could help provide financial support to cover 



their and their families’ basic needs, as well as pay for school fees. Support or training 



on income-generating activities included sewing or dress making, gardening, poultry, 



framing, baking, carpentry as well as beauty/therapy and hotel and catering. This 



aligned with the expectations highlighted by other key stakeholders, such as parents and 



community leaders. 



• Girls hope to build their self-efficacy and confidence through SAGE. They stated that 



they want to be enlightened, empowered and independent and to have the ability to 



make decisions.  



• Girls see SAGE as an opportunity to gain respect and voice in their communities. 



Within FGDs with young mothers, the participants expressed that they often feel 



overlooked or looked down on in their community because they are uneducated. 



Through SAGE, they hope to erase this stigma. They also see the programme as a 



mechanism for their concerns and voices to be heard.  



Young Mothers. As one young mother from Imbizo shared, ‘we [young mothers] have learnt life the 



hard way. We would be grateful to get a second chance in life and be in a position to pursue our dreams’. 



Young mothers also see SAGE as an opportunity for them to become educated and serve as role 



models for their children, other young girls and women in their communities. Other key 
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stakeholders also shared their expectation that SAGE participants can serve as role models. As 



previously noted, the importance of vocational training and support for income-generating 



activities was expressed as especially pertinent for young mothers—and sometimes preferable 



to re-enrolling in formal education—given their other domestic responsibilities. For example, 



one young mother from an Apostolic community in Mutare Rural stated ‘it is better for me to 



enrol in vocational training program and look for a job than to enrol back to secondary school as they 



process takes too long’. 



Girls with disabilities. In addition to the other commonly cited themes, girls with disabilities see 



SAGE as an opportunity to curb stigma they face in their community associated with disability, 



to prove that disability does not mean inability and to gain life skills to take care of themselves 



and their families. After one adolescent girl with a self-identified disability stated ‘I wish to learn 



and acquire sustainable life skills so that I can be able to take care of myself and family’, the rest of the 



girls clapped in agreement. Acquiring knowledge and life-skills that can help participants 



function and fit within their society and communities were also noted. Furthermore, in FGDs 



with girls with disabilities, the importance of gaining basic literacy skills so that they can read 



and understand danger signs—such as ‘beware of dog’—was also noted. 



Girls in Apostolic Communities. Overall, no major variations in aspirations for SAGE were 



apparent within FGDs with adolescent girls in Apostolic communities. 



Barriers and Limitations to Achieving Their Aspirations. Girls were also asked what types of 



barriers or constraints they encountered in achieving their aspirations. Some of the most 



common barriers cited included: 



• Financial constraints; 



• Gender-based violence (GBV)—including early marriage, early pregnancy, sexual 



exploitation and violence—including in transit to and from learning or training sites 



• Household chores or domestic responsibilities; 



• Lack of support or approval from parents, caregivers or husbands; and 



• Inaccessibility and distance to training centres and schools in remote areas like Mutare 



Rural, including the potential of violence in transit. 



One of the main issues that emerged is the girls’ lack of education credentials may impede them 



from pursuing certain careers or livelihoods. For example, professional careers—such as 



becoming a teacher, nurse or doctor—require continued education. Moreover, other livelihood 



positions, even those available through vocational training—such as hotel work and catering—



may require ordinary level credentials. As on younger adolescent girls in Imbizo stated, ‘the 



Ordinary-level certificate is very important for one to realise her hopes and dreams’. 



Young Mothers. Lack of childcare support, as well as lack of support or approval from husbands, 



were noted as barriers for young mothers’ in achieving their aspirations. In addition, unplanned 



pregnancies and pressure from a husband or family members to have many children were also 



mentioned.  
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Girls with disabilities. Stigma and discrimination against people living with disabilities, as well as 



inadequate school facilities, were noted barrier for girls with disabilities achieving their 



educational aspirations. One girl with a disability in Mutare Rural also shared financial 



constraints as a barrier, noting: “my parents cannot afford to send me to school they are currently 



unemployed and not engaged in any income-generating projects.’ In addition, the Plan’s Counting the 



Invisible: Girls’ Rights and Realities also highlights inconsistencies in inclusive education 



approaches as a challenge for girls with disabilities regarding achieving their educational 



aspirations.29 Communities were often viewed as a limiting, rather than an enabling, factor.30 



Girls in Apostolic Communities. Religious beliefs within the Apostolic communities that view 



occupations around medicine—such as nursing—negatively were another cited barrier. As one 



younger adolescent girl noted, ‘My family belief does not allow me to be nurses since administering of 



pills is forbidden and is regarded as a sin’.  



Barriers to achieving girls’ aspirations closely mirror the barriers to girls and young women’s 



engagement in the SAGE programme more broadly and, therefore, will be discussed in more 



detail in the next section to reduce redundancy. 



Research Question 2  



RQ2. What are the sociocultural norms and the practices that impact highly marginalised adolescent 



girls’ (and boys’) ability to enrol in, regularly attend and successfully engage in accelerated learning 



sessions in community-based learning hubs (CBLHs) or other SAGE activities? 



To understand the different social, cultural norms and practices girls (and boys) encounter that 



may impact their ability to participate in SAGE, the FGD guides utilised an adapted version of 



the participatory activity The Girl Path.31 The activity focused on identifying potential barriers 



and solutions for girls’ participation in SAGE at the individual level, family/household level 



and community level, as well as within the learning site.32 Barriers identified by OOS adolescent 



girls related to each IO are detailed in this section and build on barriers identified in the SAGE 



Programme Logic Model. Barriers for boys’ and young men’s participation in the CoC activity 



can be found under IO2. Recommendations on how to address the barriers, as well as a 



preliminary review of the extent to which the programme has identified approaches to 



mitigating these barriers, will be presented in the final section of the report. A summary of key 



barriers by IO is listed. 



IO1. Barriers for highly marginalised adolescent girls regularly attending high-quality 



accelerated learning sessions in CBLHs.  



                                                      
29 Plan International. Counting the Invisible – Girls’ rights and realities: Technical report – Zimbabwe. Pp. 49. 
30 Plan International. Counting the Invisible – Girls’ rights and realities: Technical report – Zimbabwe. Pp. 31. 
31 This participatory learning activity for the Adolescent Girls Focus Group Discussion Guide was adapted from EMPower’s ‘Girls’ 



Voices, Girls’ Priorities: Participatory, Innovative Tools for Capturing Girls’ Realities and Understanding Changes in their Lives’ 



http://www.empowerweb.org/wp-content/uploads/2013/07/Girls-Voices-Girls-Priorities-toolkit.pdf. 
32 For boys and young men, The Girl Path activity was further adapted to specifically discuss potential barriers and solutions for 



boys and young men’s participation in the Champion of Change activity. 
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• Lack of approval or permission from key family members for girls and young women to 



participate. This was noted as a potential barrier if parents—having limited understanding 



of SAGE—are not sufficiently sensitized on the programme or place a low value on girls’ 



education. For example, a younger adolescent girl in Apostolic community in Mutare Rural 



stated ‘My parents are not educated, so how will they send me to school if they do not know the 



benefits of being educated. It seems they do not care about education’. Girls who are orphans and 



living with stepparents were noted as more likely to face resistance within their households 



in gaining permission and necessary support as they are often neglected.  



• Time poverty and domestic burdens or household chores burden girls’ time to study or 



attending education or training. Issues of time management were also noted. This is further 



supported by the IGATE gender analysis report findings which also highlight that ‘the 



heavy burden placed on girls in terms of gender-defined household responsibilities has 



deprived the girl child of time to concentrate on schoolwork and to socialise with peers’.33 



• Long distances to school or training sites, as well as lack of safety in transit, was a 



frequently cited concern across FGDs and KIIs. Safety concerns included fear of harassment 



or sexual assault, attacks from animals, traffic accidents, as well as weather or 



environmental dangers like heavy rain and flooding. Concern over sexual assault in route 



was a commonly cited concern across subgroups; girls with disabilities were noted as being 



especially vulnerable. 



• Low quality of instruction. Girls expressed concerns that the SAGE programme may not 



incorporate child-friendly, inclusive or gender-responsive teaching and learning strategies. 



For example, when discussing barriers at the school or learning site, girls mentioned 



teachers being unfriendly, fearing teachers, being beaten, fearing being beaten by teachers, 



and teachers’ manipulating girls into sexual relationships.  



• Bullying, stigma and discrimination from older participants, peers who are not part of the 



programme, or community members in general were noted. Concern over bullying or 



teasing over quality or trendiness of clothing, as well as lack of appropriate uniform, were 



also discussed. Girls who are young mothers, girls with disabilities, and girls in high 



poverty or receiving assistance were noted as vulnerable to discrimination and bullying 



from peers in the programme, peers outside of the programme and teachers.  



Young Mothers. A major barrier identified by young mothers was the lack of approval or 



permission from husbands to participate as their husbands hold the main decision-making 



power in the household. Young men and husbands also expressed concern that if young 



women are becoming more educated, then they may begin to feel superior to their husbands 



and leave or divorce them. Young women aired similar concerns, with one young mother in an 



Apostolic community stating, ‘my husband will never allow me to enrol back to school because he will 



think I will dump him after I complete the program and find employment’. This echoes the findings in 



Plan’s Counting the Invisible: Girls’ Rights and Realities report where married girls noted control, 



                                                      
33 Zimbizi, George and Chingarande, Sunungurai. Broad Gender Analysis and Needs Assessment for Adolescent Girls in Matabeleland 



North, Matabeleland South, Masvingo and Midlands Provinces of Zimbabwe. Harare, Zimbabwe: IGATE Consortium. 2014. Pp. 30. 



 











16 



 



jealousy and violence within their marriages as barriers to achieving their dreams and with 



husbands who ‘did not want them spending time in a school or workplace for fear they would 



better themselves by learning more or earning more than them’.34 Perceptions that the 



programme and vocational training would enable or facilitate opportunities for young women 



to engage in illicit or extra-marital affairs were noted. Young men expressed concern that when 



women become educated, then they will no longer be submissive to their husbands as the head 



of the household. For example, one young man in an FGD in Imbizo shared the following 



concern about the SAGE programme: ‘emancipated and educated women tend to disrespect their 



husbands; hence this may result in domestic violence outbreaks’. Furthermore, the IGATE study noted 



in one district the perception that girls and women are being victimised by increased domestic 



violence because their (alleged) superior marketplace prowess is perceived to be marginalising 



of men and their husbands.35 



In addition, many of the limitations highlighted by the older adolescent girls in Plan’s Counting 



the Invisible: Girls’ Rights and Realities point to a disconnect between young mothers’ aspirations 



and that of their husbands, in-laws and parents. Whereas girls may express aspirations towards 



continuing their education or getting a job, they often are contending with competing 



expectations from their families that girls and young women should prioritise their 



reproductive roles as homemakers, carers and mothers first and foremost.36 



Young mothers also noted a lack of childcare support during sessions as a constraint. They 



noted that it is difficult to attend sessions with a child; however, they have no money to pay a 



child minder, and their husbands are not comfortable babysitting. Interviews with young 



mothers in PLAN’s Counting the Invisible report further reinforces the barriers motherhood 



presents for girls who wish to attend school:  



As a young mother, I think life stands still the moment you have a baby. You do not have 



time to go to school. This is the same predicament that the other young mothers face. They 



must wait for some more years, maybe two years, before going back to school. You cannot 



find any reliable person to stay with the baby whilst you go to school. There should be 



many Day Care Centres which enrol children as young as six months so that the mothers 



can go back to school. (Adolescent mother, married, Redcliff)37 



 



In addition, the literature review highlights how girls who are pregnant or young mothers face 



an additional barrier to re-enrollment. For example, Zimbabwe’s Schools Re-entry Policy 



ostensibly allows pregnant girls to return to school after delivery, but in practice, this is 



extremely difficult. The Policy requires that young mothers must re-enrol in a different school 



                                                      
34 Plan International. Counting the Invisible – Girls’ rights and realities: Technical report – Zimbabwe. Pp. 26. 
35 Zimbizi, George and Chingarande, Sunungurai. Broad Gender Analysis and Needs Assessment for Adolescent Girls in Matabeleland 



North, Matabeleland South, Masvingo and Midlands Provinces of Zimbabwe. Harare, Zimbabwe: IGATE Consortium. 2014. Pp. 25. 
36 Plan International. Counting the Invisible – Girls’ rights and realities: Technical report – Zimbabwe. Pp. 25-28. 
37 Plan International. Counting the Invisible – Girls’ rights and realities: Technical report – Zimbabwe. Pp. 47 
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than the one that they previously attended. As a result, young mothers may have to travel much 



further to access education.38  



 



Young mothers in FGDs also noted discrimination from teachers and peers. In addition, Plan’s 



Hear Our Voice report highlighted how young mothers who dropped out and re-enrol face 



significant discrimination and stigma from teachers and other students. One FGD participant 



from the target district Khami confirmed, ‘Girls are mocked by teachers and other students and are 



stigmatised for falling pregnant at an early stage’.39 



 



Girls with disabilities. Many of the issues previously highlighted are further compounded for 



girls with disabilities. For example, participants commented on how schools that cater to 



children with disabilities are very expensive and far from their home. The very few that do 



exist are in cities like Harare and Bulawayo, but remote areas have none. One of the 



respondents said ‘If only the organisation can build learning and residing centres for us so that we may 



stay there, and our parents will be visiting us as it will make life easier for us’.  



 



Girls with disabilities were noted as especially vulnerable to sexual assault, including on the 



way to and from school. In FGD with girls with disabilities in Mutare Rural, the high risk for 



sexual abuse on the way to and from school was cited as a major reason that parents accompany 



their children to and from school every day. Another transit or transport concern noted by 



participants is that girls with disabilities might require physical assistance getting to and 



from the site, but parents and caregiver may not be available or able to provide this support on 



a consistent basis, compounding the barriers related to distance and accessibility. For example, 



one girl noted, ‘I am not able to walk to and from school because I do not have a wheelchair, and my 



parent cannot carry me to school. I feel I am becoming a burden for my parent as she is the one who 



carries me around’. 



 



Furthermore, in one FGD with girls with disabilities in Mutare Rural, all the girls’ agreed that 



there is a lack of trained teachers at the school to mentor, address and understand their specific 



needs. In an FGD with girls with disabilities in Mutare Rural, one girl noted ‘some teachers are 



not patient with us and sometimes neglect us from the rest of the children’. This was similar to 



findings in the literate review; namely, a National Assessment on Out of School Children in 



Zimbabwe indicated ‘many schools do not have facilities or qualified staff for disabled children. 



Some schools were reported not to accept children with disabilities.’40 



 



Girls with disabilities also cited stigma and discrimination against individuals living with 



disabilities as a barrier to participation. In Mutare Rural, girls with disabilities in an Apostolic 



community expressed their fear of being unable to fit in when learning together with non-



disabled individuals. Similarly, girls with disabilities in Imbizo cited that other students at 



school would laugh at their condition. One girl noted ‘the reason why I don’t want to go to school is 



                                                      
38 Republic of Zimbabwe Ministry of Health and Child Care (MoHCC). Zimbabwe National Adolescent Fertility Study. [SAGE Proposal 



Language] 
39 Plan International. Hear Our Voices: Do Adolescent Girls’ Issues Really Matter? Plan International, 2015. [SAGE Proposal Language] 
40 Manjengwa, Jeanette. National Assessment on Out of School Children in Zimbabwe. Harare, Zimbabwe: Ministry of Primary and 



Secondary Education (MoPSE). 2015. Pp. 59.  
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because other children laugh at me because of my disability. At the end, I feel isolated since no one wants 



to play with me’.  



Girls in Apostolic Communities. While young mothers both within and outside Apostolic 



communities cited lack of permission from parents as a barrier, some young mothers in 



Apostolic community in Mutare Rural more directly linked it to religious beliefs: ‘my husband 



does not allow me to go to school or clinics due to Apostolic religion beliefs, and if I pursue further my 



education or go to a clinic I will be regarded as unclean, and therefore it will result in divorce’. 



Furthermore, KIIs with key stakeholders also expressed norms around early marriage within 



Apostolic communities as barriers. For example, one SAGE partner KII respondent indicated 



that the apostolic sect has this norm of encouraging girls to get married at an early age, so 



anything that goes against the belief is shunned. As a result, such religious sects discourage 



their children from participating in programmes such as SAGE as they believe that such 



programmes teach children to rebel against their religious practice.  



 



In addition, a lack of financial support was noted as an issue due to large family sizes and 



parents being unable to send all their children to schools. This was echoed in other KIIS 



conducted in Mutare rural with community leader both within and outside the Apostolic 



communities. One Apostolic community leader did, however, note that even though Apostolic 



sect do not encourage girls’ education, young fathers are beginning to realise the importance of 



education among girls. More broadly, this aligns with literature review findings that indicate 



within Apostolic sect religion, parental expectation for girls from their families were noted as 



emphasising early marriage and childbearing, and in some sects ‘discouraging girls from 



attending school beyond the primary level for fear that they would be “contaminated” and 



rebel against the communities’ doctrines and values’.41 



 



IO2. Barriers to highly marginalised adolescent girls (and boys) increasing self-efficacy and 



life-skills.  



• Low self-esteem of OOS adolescent girls—especially young mothers and girls with 



disabilities who face high-levels stigma and discrimination within learning environments 



from peers and/or teachers—was a commonly cited barrier. 



• Limited opportunities for adolescents to learn about and discuss their sexual and 



reproductive health and rights (SRHR) is an identified barrier in the SAGE Programme 



Logic Model. While the data collection did not focus on this issue specifically, early and 



unwanted pregnancies were cited as barriers across stakeholders. According to the literature 



review findings, while only 1% of girls age 10 –14 years old are sexually active, the 



overwhelming majority (99.1%) lack comprehensive knowledge around pregnancy.42 



                                                      
41 Zimbizi, George and Chingarande, Sunungurai. Broad Gender Analysis and Needs Assessment for Adolescent Girls in Matabeleland 



North, Matabeleland South, Masvingo and Midlands Provinces of Zimbabwe. Harare, Zimbabwe: IGATE Consortium. 2014. Pp. 20. 
42 Republic of Zimbabwe Ministry of Health and Child Care (MoHCC). Zimbabwe National Adolescent Fertility Study. [SAGE Proposal 



Language] 
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Furthermore, while girls age 15–19 are more likely to have had their first sexual experience 



(25%), a very large majority (93%) still lack comprehensive knowledge around pregnancy.43 



Young Mothers. While the data collection did not focus on this issue specifically, young mothers 



in Apostolic communities noted unmet family planning needs and their limited access to or 



control over their reproduction and childbearing. Their husbands and families desired large 



families, and birth control use—and use of clinics or medicine in general—was highly 



discouraged in their communities. Young mothers viewed this lack of autonomy and control 



over their sexual and reproductive health (SRH) as negatively impacting their ability to enrol 



and engage in education and other training opportunities. Moreover, this fundamental 



exclusion from basic SRH services was echoed in the literature review—10.4 percent of women 



respondents to Zimbabwe National Statistical Agency (ZIMSTAT’s) Multiple Indicator Cluster 



Survey identified birth spacing and family planning as an ‘unmet need for contraception’—



suggesting that such barriers to access are not exclusive to Apostolic communities.44 In addition 



to myths about sexual needs, misinformation about the legality of contraceptive use for youth is 



associated with limiting access to SRH. According to findings cited in Progressio’s Price of 



Womanhood report:  



Widespread misconceptions about legal restrictions on adolescents’ access to 



contraceptives…. makes it difficult for sexually active, unmarried 15–19 year olds to 



obtain effective contraceptive methods and they, therefore, struggle to protect 



themselves from unwanted pregnancy. This unmet need for contraception has increased 



steadily amongst this group from 44% in 1999 to 62% in 2011.45 



In addition, the degree to which women are viewed as property by their husbands often 



correlates with the bride price, or lobola, paid by a husband to secure his bride. In interviews 



compiled for Progressio’s Price of Womanhood, husbands would ‘refer to the high price paid, 



expecting his wife to fulfil the duties society associates with being married: having many 



children’. This reinforces how the cultural tradition of a lobola ‘manifests social norms that 



impede on young women’s and girls’ free decision making over when and how often to get 



pregnant’.46 



 



Girls with disabilities. Another concerning issue around SRHR that emerged was related to the 



possibility of forced sterilisation of girls with disabilities in response to high prevalence of 



sexual assault. A UN women case study from 2018, Ensuring Access to Justice for Women and Girls 



with Disabilities in Zimbabwe, noted that ‘in addition to the types of abuse faced by all women 



and girls, those with disabilities are also at risk of forced or coerced institutionalisation; forced 



                                                      
43 Ibid. 
44 Zimbabwe National Statistics Agency (ZIMSTAT). Multiple Indicator Cluster Survey 2014, Key Findings. Harare, Zimbabwe: 



ZIMSTAT. 2014. Pp. 25-26. 
45 Progressio. The Price of Womanhood: Girls’ and Young Women’s Sexual and Reproductive Health and Rights in Zimbabwe. London, 



England: Progressio. 2016. Pp 6.  
46 Ibid. Pp. 34. 
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abortion and/or sterilisation’.47 In one FGD with girls with disabilities, it was noted that in 



response to the high rate of sexual abuse the girls with disabilities encountered, concerned 



mothers are taking their daughters for family planning to prevent pregnancy. For example, a 



parent of one of the girls took her daughter for sterilisation after the girl was raped. It was also 



noted that several of the girls were placed on family planning methods, namely, the Depo 



Contraceptive method. It was unclear to what degree the girls were consulted in this decision 



regarding their SRH or the extent to which girls’ free and informed consent was obtained. 



Additional follow-up is needed with girls with disabilities and their family members to better 



understand and respond to this potential violation of the girls’ SRHR. Moreover, the issue 



reiterates the broader concerns around the lack of preventive measures to protect girls with 



disabilities from sexual violence as well as the potential lack of autonomy or recognition of girls’ 



with disabilities SRHR. 



Girls in Apostolic Communities. As with young mothers, limited access to or control over young 



women’s reproduction and childbearing, external pressure to produce large families and 



discouragement from using clinics, birth control or medicine in general are barriers in Apostolic 



communities. Findings from the literature review also indicate SRH services are sometimes 



entirely inaccessible for certain youth, particularly those in Apostolic communities: ‘some 



Apostolic-affiliated participants reported they had never been tested because their 



denomination and/or husbands did not allow them to do so, with similar directives against 



immunisation and family planning’.48 This lack of access to SRH services is part of a broader 



exclusion from the formal healthcare system for Johane Marange-affiliated Apostolic 



participants, who ‘consistently reported that they were not allowed to go to hospitals or 



clinics’.49 



 



IO3. Barriers to highly marginalised girls and their families to improving [vocational and/or 



livelihoods] skills and increasing access to financial resources 



• Limited [vocational and livelihood] skills development opportunities are available to girls 



and young women. For example, young mothers in Mutare Rural noted that there are no 



training centres near their communities since all the centres are in town. Moreover, although 



they would like to enrol in the available training centres in Mutare Rural, they cannot afford 



the bus fare for travel. In addition, older adolescent girls in the Plan 2015 study identified 



educational status, rural location and age as limiting factors related to their employment 



opportunities. The negative effects of these factors and poverty were further compounded 



for girls with disabilities.50 



                                                      
47 ‘Ensuring Access to Justice for Women and Girl with Disabilities Survivors of Violence in Zimbabwe.’ UN Women | UN Trust 



Fund to End Violence against Women. Accessed May 30, 2019. http://untf.unwomen.org/en/news-and-



events/stories/2018/07/ensuring-access-to-justice-for-women-and-girl-with-disabilities-survivors-of-violence-in-zimbabwe. 
48 Hallfors, et. al. ‘I thought if I marry the prophet I would not die’…. SAHARA-J: Journal of Social Aspects of HIV/ AIDS, 13:1 (2016). Pp. 



184.     
49 Ibid. 
50 Plan International. Counting the Invisible – Girls’ rights and realities: Technical report – Zimbabwe. Pp. 27. 
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• Limited economic resources and access to information and opportunities to improve their 



financial resources for girls, young women and their families were also noted. In the FGD 



on girls with disabilities in Imbizo, it was mentioned that the girls’ parents lack a source of 



income, and therefore cannot afford to pay their daughters’ school fees. Similar sentiments 



around parents’ lack of access to sources of income and employment opportunities were 



expressed in FGDs in Mutare Rural. Similarly, Plan’s Counting the Invisible: Girls’ Rights and 



Realities noted that the most common challenge older adolescent girls cited in realising their 



dreams related to economic difficulties, especially related to lack of funds to support school 



fees or start-up capital for business. In the face of economic hardship, ‘the need to meet the 



survival needs of a family becomes the priority and girls’ right to attend school, for 



example, becomes less important in the face of such adversity’.51 Moreover, 



MoHCC/UNFPA Adolescent Fertility Study, financial constraints were cited by girls of all 



ages as the principal factor for not attending school.52  



IO4. Barriers to communities demonstrating more positive gender attitudes and actively 



support and protect girls. 



GBV and harmful practices, such as high rates of early marriage and early pregnancy, were 



discussed as negatively impacting girls’ ability to partake in the programme. In Imbizo, early 



marriage and pregnancy were associated with gold panning activities; in Mutare Rural it was 



often associated with Apostolic religious communities. Bullying, harassment and sexual 



violence were major concerns noted by adolescent girls. Young men expressed their perception 



that domestic violence in the community was linked with poverty. For example, one young man 



in Mutare Rural commented ‘if we get enough food to eat some of our problems will go way including 



domestic violence’. 



 



• The extent to which low perceived value of education for girls was cited as an explicit or 



perceived barrier varied across respondent types and location. Within KIIs, the low or lesser 



value placed on girls’ education was often associated with Mutare Rural and Apostolic 



communities—and was mentioned in both KIIs with SAGE partners, as well as Apostolic 



and non-apostolic community leaders in Mutare Rural. A common reason for this were 



beliefs that girls will marry into other families, and therefore, it would be a waste of 



resources. Moreover, preference to invest in boys’ education over girls more broadly, 



especially when facing financial shortages or constraints, was also noted. For example, one 



SAGE partner respondent remarked how the current economic crisis also causes challenges 



resulting in parents prioritising the education of their sons more than that of their 



daughters. Rationales cited for this preference include boys’ education being valued more as 



they will stay within the family. 



• Adolescent boys and young men identified the following potential barriers to participation 



in the CoC activity, which is one of the key mechanisms the programme means to utilise to 



                                                      
51 Plan International. Counting the Invisible – Girls’ rights and realities: Technical report – Zimbabwe. Pp. 33. 
52 Republic of Zimbabwe Ministry of Health and Child Care (MoHCC). Zimbabwe National Adolescent Fertility Study. [SAGE Proposal 



Language] 
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achieve IO3. Many of the barriers identified are similar to those girls noted for participation; 



however, boys and young men tended to express being negatively perceived or laughed at 



by peers or community members more frequently than girls.  



o Lack of approval or permission from family members to participate. For example, 



parents might feel ashamed if their child is benefiting from donors, think their child 



is running away from doing their duties or work or are generally not supportive of 



their child. One adolescent boy in Mutare stated: ‘If our parents are well informed about 



the CoC program they won’t deny us the opportunity to participate because sometimes they 



think we are running away from doing work since nowadays we are harvesting our grains 



and it is so much work to be done’. Wives may also deny husbands the opportunity of 



participating or suspect their husbands are having an extra-marital affair if the 



teacher is female. 



o Religious beliefs such as those in the Apostolic sect may deny members from 



participating. 



o Bullying, stigma or discrimination from other community members or peers not 



participating in the programme was flagged as a barrier. This includes fear of being 



looked down upon for participating or being labelled ‘donor people’. One young 



man in Mutare Rural noted that ‘people in this area actually have a problem, they laugh at 



others who are beneficiary of programmes like this one you are bringing saying it is meant for 



people who are out of their minds’.53 Adolescent boys in Imbizo also expressed fear 



around other community members’ perception of the programme: ‘We welcome the 



program, but we do not know what other people in the community think, they might not like 



the program then we become bad people for supporting the programme’. Moreover, another 



young man discussed being harassed or laughed at on the way to and from the 



activity and being labelled as ignorant. Potential jealousy from those not 



participating in the programme was noted as well. 



o Low self-esteem and self-confidence could also impact boys and young men’s 



ability to participate or engage. For example, boys and young men cited concerns 



over feeling out of place due to worn out or old-fashioned clothes, fear of being 



laughed at or otherwise disrespected when expressing opinions, fear of being asked 



difficult questions or to read or write when they are illiterate and general shyness in 



working and participating in a group. 



o Boys and young men expressed fear of wasting time in a programme that yields 



nothing or being laughed at if the programme brings them nothing.54  



                                                      
53 While additional information regarding where the fear of discrimination for participation from other community members stems 



from was not evident in the available fieldnotes, however, this should be a topic for additional inquiry as part of future community 



mobilisation and sensitisation.  
54 Although it was unclear based on the available raw data if boys and young men were requesting direct renumeration for 



participation, the desire for additional support through vocational training, start-up loans for incoming generating activities, and/or 



other material support for basic necessities - such as food and clothing - or large equipment to support livelihood like mining was 



evident. 
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o Long distance to the site is also a concern, especially around transport and safety 



risks—such as attacks from animals or accidents—or environmental issues like the 



flooding of rivers and bridges. 



o Time poverty related to household or work responsibilities were also named. In 



Mutare Rural this was discussed in relation to responsibilities such as herding cattle 



and farming; in Imbizo, it related to spending most of their time in the mines. 



o Barriers related to poverty were acknowledged, such as hunger and insufficient 



access to resources like stationary supplies. Boys in Imbizo and young men in 



Mutare Rural both cited hunger as a barrier to learning and participation. Young 



men in Mutare Rural noted that participants are not be getting adequate food at 



home and participation in the CoC sessions on an empty stomach would be difficult. 



o The quality of the CBLH infrastructure—whether it was dirty, friendly, or had 



adequate toilet facilities—were also stated concerns. 



o Fear of being initiated into Satanism was noted as a reason that might prevent 



participation in an FGD with young men/husbands in Mutare Rural. Participants 



indicated they had heard of situations wherein people were deceived into 



participating in a programme that had a hidden Satanism agenda.55 



o Lack of identity documents such as a birth certificate can hinder eligibility, 



participation or certification. 



IO 5. Barriers to strong, active partnerships with MoPSE officials and other civil society 



actors actively advocating for more inclusive, gender-responsive education policies. 



• Backlash from communities against advocacy for girls’ rights was one barrier identified in 



terms of building partnerships. For example, an Apostolic community leader noted that 



some non- and government organisations—such as ZIMSTAT and the Diocese of Mutare 



Community Care Programme—were not very effective because he believed they hid the 



true purpose and focus of their activity; namely he felt that they pretended to be supporting 



everyone but were only focused on girls. Furthermore, he noted that some nongovernment 



organisations worked with the police to identify and arrest men engaged in underage 



marriage, which in turn angered the community members. In turn, the SAGE programme 



should be especially cognizant and purposeful in its policies and protocols around 



collecting sensitize-data around girls’ marital status, the impact and protocols for reporting 



child marriage if disclosures occur (especially in light of do no harm policies), as well as 



develop clear strategies and mechanisms to mitigate potential backlash within communities. 



 



Research Question 3 



Q3. What type of support for adolescent girls’ rights and education exists and can be leveraged within 



target communities? 



                                                      
55While additional information regarding where the fear of Satanism stems from was not evident in the available fieldnotes, 



however, this is a potential topic for additional inquiry as part of future community mobilisation and sensitisation.  
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Data were collected during FGD with adolescent girls and young women about their existing 



social networks and support systems. In addition, other key stakeholders—community leaders, 



parents and SAGE partners—were asked about what, if any, efforts supporting girls’ right and 



girls’ education currently exist in their communities. Responses are detailed to highlight 



potential leverage points for the SAGE programme to support IO4: Communities demonstrate 



more positive gender attitudes and actively support and protect girls; and IO5: Strong and 



active partnerships with MoPSE officials and other civil society actors actively advocate for 



more inclusive, gender-responsive education policies.  



During the FGDs, OOS adolescent girls were asked several questions about their social 



networks to better understand existing mechanisms and support-systems girls turn to when 



they need advice, as well as whom they view as role models, potential allies or mentors. The 



findings are detailed here as this information can help inform the SAGE programme’s 



understanding of potential gatekeepers, influencers and agents of change, as well as identify 



existing support networks SAGE can build upon and strengthen.  



Advice. When OOS adolescent girls were asked about whom they turn to when they have a 



problem and need advice, several different types of individuals were highlighted both within 



and outside the girls and young women’s families.  



• Female family members. Most girls responded they would turn to family members for 



advice; mothers, aunts, sisters and grandmothers were most commonly cited.56 For the most 



part, girls noted they felt supported and comfortable talking with family members who 



were understanding. This aligns with findings from Plan’s 2015 report, which found that 



older adolescent girls usually turned to female relatives—including mothers, sisters, aunts 



and grandmothers—when they are worried about something and that girls often saw female 



relatives as a source of strength and support.57 



• Male members of the household were also mentioned as individual girls turn to for advice, 



although less frequently; this included fathers, uncles, nephews and grandfathers. Also, of 



note, preference for turning to male family members was often connected to them being the 



family member the girls felt closer to or simply because this family member loved them. 



This mirrors findings from the Plan 2015 report which also indicated that, a smaller number 



of older adolescent girls in their study indicated that they turn to male relatives to talk to—



including fathers, uncles, grandfathers and husbands. 58 



• Community members outside the family. When dealing with more specific problems or 



issues, seeking advice from individuals outside of the family was noted. Some girls 



mentioned that they go to the head of their kraal (local agricultural community) or to the 



counsellor when they need to be considered as a beneficiary for a food aid programme. Girls 



in Apostolic communities mentioned turning to church leaders and female youth advisors 



for advice. One of the girls with a disability noted that she would seek advice from the 



                                                      
56 Aunts were noted knowledgeable regarding sexuality. This was echoed in the literature review. 
57 Plan International. Counting the Invisible – Girls’ rights and realities: Technical report – Zimbabwe. 
58 Plan International. Counting the Invisible – Girls’ rights and realities: Technical report – Zimbabwe. Pp. 29 
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headmaster for help in enrolling in formal education or from the headman because he know 



her family background. Similar types of individuals outside of the family were also 



identified in the literature review. For example, Plan’s Counting the Invisible: Girls’ Rights and 



Realities noted that older adolescent girls in the study mentioned turning to friends, church 



leaders and counsellors. The report also indicated, however, that a considerable number of 



girls reported that they had no one to talk to or only had someone to talk to sometimes.59 



 



Young Mothers.60 Responses from young mothers in Mutare Rural differed from those of other 



girls in several notable ways. For example, depending on the context of the issue, young 



mothers noted they would turn to their mother-in-law, husband, head man or other older 



women in their community when seeking advice.61 In addition, the young mothers noted that 



they first consult with their husbands on issues because their husbands have the power to make 



decisions, and the young women would not do anything without their approval. In addition, 



young Apostolic mothers in Mutare Rural noted that if they are experiencing issues with their 



husband—for example, if their husband beat them—they would seek the advice of the headman 



because their husband would listen to the headman’s advice, as he was another man, more than 



that of a woman. Furthermore, the Apostolic young mothers in Mutare Rural highlighted their 



counsellor and counsellor’s wife as strong resources, people to whom they could turn when in 



need of advice.62 One young mother in Mutare Rural also shared her belief that it is better to tell 



a stranger—such as SAGE staff—her problems because people within the community would 



gossip about the problem if disclosed. Interestingly, young mothers in one FGD in Imbizo also 



stated they do not seek external help due to lack of confidentiality; they believe the best people 



to confide in are their family members. 



Allies or Mentors. When asked about mentors or potential allies for themselves and girls like 



them in their communities, OOS adolescent girls identified several different people and 



organisations:  



• Police, headmen or teachers were allies not previously mentioned in discussions about 



whom OOS adolescent girls turn to for advice. Younger girls in Mutare Rural 



highlighted teachers as good mentors and allies, noting teachers sometimes provide 



stationary to girls who cannot afford to buy their own. 



• Church leaders and female youth advisors were identified by girls in Apostolic 



communities as good mentors because they provide girls with the knowledge that 



empowers them.  



                                                      
59 Plan International. Counting the Invisible – Girls’ rights and realities: Technical report – Zimbabwe. Pp. 29 
60 As previously noted, due to the potentially sensitive nature of collecting demographic data on girls and young women’s marital 



status – including the potential for unintended disclosures of underage marriage – the subgroup of young mothers was selected 



over a ‘married young women’ subgroup and no additional sampling criteria, data or disaggregation’s related to marital status 



were collected or analysed. 
61 A trustworthy neighbour was also mentioned by a young mother in Mutare Rural.  
62 It was unclear in the dataset whether this was referring to an Apostolic pastor or not. 
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• Aunts were mentioned as good mentors as they empower girls with knowledge about 



sexuality and provide good advice. 



• Churches were noted as playing a significant role in assisting people 



• Community child workers were another noted ally. 



In addition, while some men were clearly cited as allies by girls, the findings from the FGDs 



with adolescent boys and young men indicated that there may be an even broader role for 



male family and community members to serve as allies in supporting girls and young women. 



Of the boys and young men who participated in the FGDs, there was a high level of interest 



expressed in participating in CoC and supporting their sisters and wives in the programme. The 



topics or areas that they appeared to be most interested in supporting included improving 



communication between husbands and wives, reducing domestic violence in their homes, 



reducing early marriage and decreasing GBV. In Imbizo, reducing unplanned pregnancy and 



support for accessing family planning were also discussed. 



Literature review findings provide additional insights on several key figures who can support 



change. For example, Plan’s 2015 report notes communities, families and parents—fathers, 



brothers, and adolescent boys in particular—must be pushed to challenge existing negative 



gender norms through awareness-raising activities that highlight discriminatory attitudes and 



the impact of sexual violence as well as engaging men as agents of change.63 Elder women 



leaders and civil society organisations were also acknowledged as powerful resources and 



potential community advocates.64  



 



Young Mothers. Aunties and nephews were mentioned as allies by young mothers if they have a 



fight with their husbands. In Mutare Rural, village heads were discussed as a resource for 



settling land disputes issue. Mothers-in-law were also cited by young mothers in Mutare Rural 



as they help provide food when there is a shortage, as well as share wisdom on how to attend to 



a sick child. 



Girls in with disabilities. Churches were noted as playing a significant role in assisting people 



and girls with disabilities though physiotherapy and donations. 



Girls in Apostolic Communities. Church leaders and female youth advisors were cited by girls in 



Apostolic communities as good mentors because they provided the knowledge that empowers 



girls. Aunts were regarded as good mentors as they enlighten girls and empower them with 



knowledge about sexuality and provide good advice. 



Role Models. When asked about role models within their community, OOS adolescent girls’ 



responses echoed their stated aspirations and dreams.  



• Professionals, such as doctors and nurses, were identified by girls in Mutare Rural as 



role models in their community because they were learned individuals who earned 



money; bus inspectors or pilots were also identified based on perceptions of high 



                                                      
63 Plan International. Counting the Invisible – Girls’ rights and realities: Technical report – Zimbabwe. Pp. 85-86. 
64 Plan International. Counting the Invisible – Girls’ rights and realities: Technical report – Zimbabwe. Pp. 86. 
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earning potential. Other professionals—such as insurance consultants, tailors, cooks, 



and people involved in poultry projects—were noted as they have businesses in their 



community and have built nice homes. 



• Family members were commonly mentioned. For example, participants named girls’ 



guardian—mothers, grandmothers, uncles—because they are kind-hearted and take care 



of families, a grandmother because she is a hard worker in the field, a sister who 



completed her advanced level education and is currently enrolled in university and a 



grandfather because he is a successful businessman. One girl also mentioned her aunt as 



her role model because, although she failed and dropped out of school, she enrolled in a 



catering course and now is a chef at a hotel.  



• Teachers were noted as they earn a living and can take care of their families.  



• Community, religious and political leaders were sometimes cited. Girls mentioned 



their headman as he is good at governing people, pastors because they pray for people 



and the president because he leads the nation. 



• A local Ministry of Health worker and behaviour change facilitator was identified by 



younger girls in Imbizo as a mentor, ally and role model because she stands up for other 



people’s rights, is a hard worker, and is always ready to help young girls who need her 



assistance. 



Literature review findings from the IGATE gender analysis report highlighted how, in some 



districts, girls perceived roles models did not necessarily correlate with educational attainment 



or outcomes. In contrast, role models included ‘people who had abandoned school and went to 



work in neighbouring countries as they exhibit more wealth and wellbeing than those that have 



invested their time in education’.65 While these findings did not emerge in this data, it is an 



important consideration and may be more prevalent in other geographic areas.  



Young Mothers. Young mothers in Imbizo identified family members as their role models in 



general, whereas young mothers in Mutare Rural noted several different types of role models. 



For example, one young mother noted her aunt as a role model because, although her aunt used 



to be a maid, she later enrolled in cake making course and now can earn a living out of it. 



Another young mother mentioned her friend who goes to school as a role model; another 



mentioned an agricultural administrator as someone who helps the community when they are 



affected by drought and experience low yields. However, one young mother stated she does not 



see anyone in her community that can be a role model because most of the people are poor.  



Girls with Self-Identified Disabilities. In Imbizo, one of the girls with disabilities identified her 



aunt as a role model because she is a hard worker. In Mutare Rural, another girl with a 



disability noted that the headmaster of a nearby school as a role model. Furthermore, one girl 



mentioned seeing a person with a disability on television weaving with her legs and was 



inspired by this person. 



                                                      
65 Zimbizi, George and Chingarande, Sunungurai. Broad Gender Analysis and Needs Assessment for Adolescent Girls in Matabeleland 



North, Matabeleland South, Masvingo and Midlands Provinces of Zimbabwe. Harare, Zimbabwe: IGATE Consortium. 2014. Pp. 12. 
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Girls in Apostolic Communities. Roles models discussed by girls in Apostolic communities were 



not significantly different than those named by other adolescent girls or subgroups.  
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4. Recommendations and Conclusions 
Recommendations by Intermediate Outcome 



Drawing on the findings from FGD and KII data, the Table 6 summarises OOS adolescent girls 



and other key programme stakeholders’ recommendations for addressing key issues and 



barriers to the five IOs identified in the SAGE Programme Logic Model. Additionally, Table 6 



captures the type of support highly marginalised OOS girls articulated needing to improve their 



learning outcomes and transition opportunities. It also highlights existing or planned SAGE 



approaches that align with stakeholder recommendations as well as additional gender and 



social inclusion considerations for implementation related to the identified barrier where 



relevant. Furthermore, barriers and solutions expressed by adolescent boys and young men 



regarding their participation in the CoC activity can be found under IO4. More general 



recommendations for the SAGE programme, not specific to an individual IO, are also noted.  
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Table 6. Recommendations and Considerations by Intermediate Outcome 



Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



IO1. Highly marginalised girls regularly attend high-quality, accelerated learning sessions in CBLH 



Time poverty—



domestic 



burdens/household 



chores burden girls’ 



time to study or 



attending 



education/training 



• Girls identified the following 



strategies for mitigating this challenge: 



complete chores early in the morning, 



so girls are free to attend sessions later 



in the day; request permission to do 



chores after programme so girls are not 



too tired during sessions and can 



concentrate; parents or other 



household family members sensitised 



about the negative impact of high 



household chore burden on girls 



learning; share chores with other 



household members such as brothers, 



other siblings or parents 



• Girls and other stakeholder also 



recommended building or 



strengthening girls’ time management 



skills. 



• Engagement with parents and 



local/religious leaders to enable girls’ 



participation. 



• Make sure community sensitisation 



and dialogues with parents/caregivers, 



husbands and/or in-laws include 



increasing awareness about how the 



high level of household chore 



negatively impacts girls’ education and 



transition outcomes, as well as 



establishing dialogues on identifying 



and implementing strategies to 



mitigate this barrier 



• Consider the inclusion of time 



management and/or negotiating 



sharing of chore burden as part of self-



efficacy and life skills curriculum. 



Lack of childcare 



support for young 



mothers during 



sessions 



• Young mothers requested a child 



minder be provided at the CBLH sites. 



 



• To assist young mothers, childcare 



support organised. 



• In supporting young mothers, negative 



or unintended consequences of 



childcare support should be examined 



and mitigated. For example, ensure the 



solution does not come at the expense 



of exploiting unpaid labour of other 



                                                      
66 Issues and barriers are categorized to align with the dignified barriers highlighted in the Programme Logic Model. If no relevant category existed, it was added as needed. 
67 This is drawn from the SAGE Programme Logic and can be understood as an initial, preliminary capturing of SAGE responses. It may be updated or refined by SAGE as they gain a more 



nuanced, detailed understanding of the approach, implementation, content, and/or curriculum associated with each activity. 
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Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



girls or young women, as well as make 



sure appropriate child protection safety 



measures are in place. In addition, 



engagement with the husbands/fathers 



in taking increased responsibility for 



childcare coverage while young 



mothers are in sessions could also be 



explored and supported by including 



sessions on fatherhood or childcare 



skills building in CoC. Established 



strategies may be drawn from leading 



organisations on fatherhood such as 



Promundo.68 



Poor quality of 



school 



infrastructure—



schools are not girl-



friendly or accessible 



for girls with 



disabilities  



• Girls noted CBLHs and training sites 



should be close, accessible to children 



with disabilities, and conducive to 



learning in all weather conditions. 



 



 



 



• CBLHs outfitted as accessible, girl-



friendly spaces. 



• Consider including a participatory 



learning activity where girls map safe 



or dangerous hotspots in and around 



CBLH sites as part of the early CoC 



modules. The findings can be used as 



part of advocacy within communities 



to push for actively supporting and 



protecting girls. 



• Ensure CBLHs meet minimum 



standards for being girl and disability-



friendly (such as accessible toilets, 



clean water, classrooms are accessible 



and/or reasonable accommodations 



                                                      
68 Promundo’s Program P which provides concrete strategies for engaging men in active caregiving from their partner’s pregnancy through their child’s early years is of particular relevance. 



https://promundoglobal.org/resources/program-p-a-manual-for-engaging-men-in-fatherhood-caregiving-and-maternal-and-child-health/#. Findings from case studies on the briefing paper 



Getting Men to Care Social Norms and Men’s Participation in Unpaid Care Work produced by Promundo may also be of interest. https://promundoglobal.org/resources/getting-men-to-care-social-



norms-and-mens-participation-in-unpaid-care-work/?lang=english. 





https://promundoglobal.org/resources/program-p-a-manual-for-engaging-men-in-fatherhood-caregiving-and-maternal-and-child-health/


https://promundoglobal.org/resources/getting-men-to-care-social-norms-and-mens-participation-in-unpaid-care-work/?lang=english


https://promundoglobal.org/resources/getting-men-to-care-social-norms-and-mens-participation-in-unpaid-care-work/?lang=english
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Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



exist to remove all physical barriers 



removed, etc.). 



• Monitor the quality of the CBLH 



infrastructure to support continued 



maintenance and upkeep. 



Long distance to 



school + lack of 



safety in transit  



• Girls noted sites need to be 



somewhere nearby, centrally located 



and easily assessible; sites should be 



away from public places like bars and 



shops to avoid being disturbed. 



• Girls also recommended moving in 



groups or having a parent, sibling or 



other family member accompany them 



on the way to and from the sites as a 



safety measure, as well as clearing of 



the brush or tall grass on the paths, 



and reporting dog attacks to parents 



or headman. 



• Community members could also help 



younger girls cross rivers if there is 



flooding, or bridges could be built, so 



girls don’t get washed away when 



crossing the river. 



• For girls with disabilities—especially 



mobility constraints—support for their 



transport to and from the location 



should be taken into consideration, 



especially if parents/caregivers are 



unable to assist them. They also 



requested the provision of wheelchairs 



where needed. 



• CBLHs to be selected in easily 



accessible locations. 



• As part of the school mapping exercise, 



make sure it includes discussion of 



safety on the way to and from school, 



including obstacles such as rivers or 



forests, and includes girls with 



disabilities in the discussion. 



• Mobility/transport for girls with 



disabilities to and from sites need to be 



carefully considered, especially as they 



are extra vulnerable to exploitation 



during transit. 
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Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



Low quality of 



instruction—



teachers do not 



incorporate child-



friendly, inclusive, or 



gender-responsive 



teaching and 



learning strategies 



• Girls requested SAGE recruit 



professionally skilled training 



personnel who are friendly, caring and 



patient. 



• Teachers should be advised not to 



physical or emotionally abuse 



learners. 



• The need for training and skills in 



understanding and addressing the 



needs of girls with disabilities was 



also noted. 



• Girls also recommended teachers and 



facilitators should be evaluated so if 



they are not friendly to learners or 



discriminate against girls with 



disabilities (or other characteristics), 



they can be dismissed and replaced. 



• While some girls expressed a desire 



for recruitment of teachers to take 



place from within their communities 



as they would know and understand 



local context and families, other girls 



disagreed as they believed it’s better 



for teachers to be outsiders who 



would not discriminate based on their 



girls’ family background. 



• Another recommendation that 



emerged from the adolescent girls was 



that teachers and facilitators should be 



• SAGE will provide training for 



community educators and formal 



sector non-formal education mentors 



on inclusive, gender-responsive 



teaching strategies. 



• Ongoing follow-up support and 



continuing professional development 



will be provided for community 



educators and formal sector non-



formal education mentor. 



• Inclusive, accelerated learning 



materials to be developed. 



• Consider establishing clear codes of 



conduct and expectations for all 



teachers/facilitators/trainers, including 



around corporal punishment, 



discrimination and abusive behaviour. 



• Reporting mechanism for abuse should 



be established and clearly 



communicated to participants and 



other key stakeholders. Mechanisms 



may include anonymous reporting 



boxes, focal teachers, telephone 



helplines or online reporting.  



• Recommend drawing on RTI 



international’s Guide for Strengthening 



Gender Equality and Inclusiveness in 



Teaching and Learning Materials 69 when 



updating or adapting learning material  



• Ongoing monitoring of 



teachers/facilitators/trainers should 



include specific focus on the extent to 



which they are implementing gender 



and inclusive pedagogy and practices. 



• When training on inclusive 



pedagogies, explore if there are any 



opportunities to leverage or build upon 



lessons learned, materials or human 



capacity related to teacher training 



from Leonard Cheshire Disability 



Zimbabwe’s Inclusive Education 



                                                      
69 https://eccnetwork.net/wp-content/uploads/8460-3_DERP_Gender_Guide_V3_102715_r9_FNL.pdf 





https://eccnetwork.net/wp-content/uploads/8460-3_DERP_Gender_Guide_V3_102715_r9_FNL.pdf
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Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



women to avoid manipulation of girls 



into sexual relationships with male 



teachers. 



pilot—such as drawing on existing 



teacher training materials like the 



‘Inclusive Education Teacher’s 



Manual’.70 



Financial constraints 



and economic 



barriers  



• Girls recommend support be provided 



to cover school and exam fees, 



stationary, books and uniforms are 



provided due to financial constraints.  



• Young girls in Imbizo noted: ‘we want 



simple uniforms that we are all able to 



have not these expensive uniforms 



sold by toppers shops.’ 



• They also noted the need for 



assistance to cover other basic needs. 



For example, given food shortages 



girls often face, they recommended 



provisions of food be provided at the 



site.  



• Young mothers also expressed the 



need for sanitary pads and pampered 



for their babies, as well as protective 



clothing such as umbrellas and 



raincoats for travel to and from the site 



during the rainy season. 



• Provision of school supplies is 



planned. 



• SAGE approach assumes causal link 



with vocational training and Village 



Savings and Loans Associations 



(VSLAs) will increase girls’ and their 



families’ access to financial resources, 



in turn reducing economic barriers 



and increasing their ability to cover 



basic needs.  



• The programme may consider 



purposely linking or connecting girls in 



need with relevant support mechanism 



or opportunities in their communities 



(instead of providing direct additional 



support directly) 



• Careful review, consideration and 



prioritisation of which, if any, 



identified basic needs (or financial 



support to cover basic needs) are truly 



critical or essential to the girls’ 



participation and success in the 



programme and need to be added 



either for specific type of highly 



marginalised beneficiaries, or across 



the board for all girls participating. 



Lack of 



approval/permission 



of key family 



members for girls 



• Girls noted sensitisation on 



importance and benefits of the 



programme for girls and young 



women, their families and the broader 



community would be essential, with 



• Engagement with parents and 



local/religious leaders to challenge 



stigma and enable girls’ participation. 



• For young mothers and/or married 



young women, there needs to explicitly 



target husbands for sensitisation, as 



well as in-laws (especially mothers-in-



law). 



                                                      
70 http://www.leonardcheshire.org.zw/2017/06/06/inclusive-education-ie/ 





http://www.leonardcheshire.org.zw/2017/06/06/inclusive-education-ie/
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Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



and young women 



to participate 



targeted focus and sharing of 



programme details with parents, 



caregivers and husbands as most 



critical. Mothers-in-law may also be 



support or hindrance, and therefore 



should also be included in 



sensitisation efforts. 



• As noted by young men, their 



simultaneous participation and 



benefitting from programme activities 



may help facilitate gaining their 



approval.  



Bullying, stigma 



and discrimination  



• To address bullying, stigma and 



discrimination, sensitisation among 



girls should be conducted to treat each 



other equal, and with respect, cases of 



bullying should be reported to the 



teachers, and broader community 



sensitisation should also be 



implemented. 



• Uniforms should either be provided to 



prevent bullying, combat shame 



around worn-out clothes and reduce 



competition around fashion. Girls also 



recommended girls have a say in the 



type of uniform required, for example 



simply requiring a black skirt and 



white top which is affordable and 



more accessible. 



• Engagement with parents and 



local/religious leaders to challenge 



stigma and enable girls’ participation. 



• CoCs session should also include a 



focus on building empathy and 



addressing bullying—especially 



around young mothers, girls with 



disabilities, and clothing; recommend 



drawing on best practices from the 



GBV literature and best practices.71 



IO2. Highly marginalised adolescent fields have increased self-efficacy and life-skills 



                                                      
71 For example, Global Working Group to End SRGBV & UNGEI 2018, A Whole School Approach to Prevent School-Related Gender-Based Violence. http://www.ungei.org/Whole-School-Approach-to-



Prevent-SRGBV-Minimum-Standards-Framework-UNGEI.pdf or the activity handbooks around stopping SRGBV for pupils, teachers and community members produced by the 



USAID/Uganda Literacy Achievement and Retention Activity’s (LARA) project: 



https://shared.rti.org/resources?country%5B%5D=34505&type%5B%5D=294&sort_bef_combine=field_artifact_month_and_year_value+DESC.  





http://www.ungei.org/Whole-School-Approach-to-Prevent-SRGBV-Minimum-Standards-Framework-UNGEI.pdf


http://www.ungei.org/Whole-School-Approach-to-Prevent-SRGBV-Minimum-Standards-Framework-UNGEI.pdf


https://shared.rti.org/resources?country%5B%5D=34505&type%5B%5D=294&sort_bef_combine=field_artifact_month_and_year_value+DESC
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Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



Low self-esteem of 



OOS adolescent girls 



• The programme should include a 



specific focus on boosting self-



confidence. 



• Recommend guidance and counselling 



support, especially to help girls (and 



boys) not focus so much on getting 



married, instead plan for future. 



• Girls with disabilities—KII with SAGE 



partners noted girls with disabilities 



need additional counselling to boost 



their self-esteem. 



• Increased self-efficacy is part of the 



CoC model. 



• Girls with disabilities—Consider 



leveraging or linking girls with 



disabilities with other DPO 



programmes or activities such as peer 



mentoring to increase their exposure 



and networks with other youth that 



may be facing similar difficulties, to 



reduce feelings of isolation and low-



self-esteem, and increase exposure to 



potential roles models and allies; for 



example, Leonard Cheshire Disability 



has led a peer-mentoring programme 



called Young Voices.72 



Girls and young 



women have limited 



[vocational and 



livelihood] skills 



development 



opportunities  



• Community leaders, parents, and 



adolescent boys and young men 



recommended girls and young women 



be trained on practical areas, such as 



sewing, farming, poultry, gardening, 



baking, cooking, 



dressmaking/tailoring, hairdressing 



and carpentry. Note: this aligns with 



many of the aspirations girls identified 



as potential incoming-generating 



activities they would be interested in. 



• One community leader mentioned ICT 



as critical to ensure girls are not left 



behind in terms of technology. 



• Information and support sessions on 



opportunities and transition options 



will be provided. 



• Community-based vocational training 



will be provided through the Ministry 



of Youth’s integrated Skills Outreach 



Programme. 



• Mentorship opportunities with local 



female businesswomen. 



• Apprenticeship with local businesses. 



• Consider to what extent the type of 



vocational and livelihoods skill 



training may reinforce and/or 



challenge gender norms and 



stereotypes within the communities. 



• Continue to monitor for any potential 



backlash or unintended consequences 



related to vocational skills training or 



income-generating activities, for 



example, related to potential risks in 



the livelihood activity itself or on the 



way to and from, anger from husbands 



or other (male) community members 



who may feel excluded or left behind. 



Girls, young women 



and their families 



• Girls recommended SAGE could help 



with accessing resources such as 



• VSLAs will be established for older 



adolescent girls (15–19). 



• Continue to monitor for any potential 



backlash or unintended consequences 



                                                      
72 Zimbabwe, Leonard Cheshire Disability. 2015. ‘Leonard Chesire Disability Zimbabwe SRH Programme.’ YouTube. Published September 14, 2017. Accessed May 31, 2019. 



https://www.youtube.com/watch?v=UrckPif9Ec0. 





https://www.youtube.com/watch?v=UrckPif9Ec0
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Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



have limited 



economic resources 



and access to 



information and 



opportunities to 



improve their 



financial resources 



sewing machines, and security guards 



to protect resources. 



• Community leader noted support in 



providing capital would be critical to 



girls and young women being able to 



execute the training skills they gain. 



• VSLAs established for mothers of an 



adolescent with participation 



conditioned on investment in girls’ 



education/training. 



related to VSLAs and/or increasing 



women’s economic power within the 



household, for example, anger from 



husbands or other community 



members who may feel excluded or 



denied access to VSLA, potential 



increases in domestic violence related 



to shifting economic power dynamics 



within households. 



IO4. Communities demonstrate more positive gender attitudes and actively support and protect girls 
 



GBV and harmful 



practices  



• One community leader emphasised 



the importance of teaching girls about 



the referral systems for reporting 



abuse and what to do if they 



encounter it. 



• Girls highlighted that abusive parents 



need to be reported to the police to be 



punished or to neighbours to be 



counselled. 



• Girls noted sexual abuse and forced 



marriages should be reported to the 



police. 



• Young mothers in Apostolic 



communities expressed their willing 



to use contraceptives in private, for 



example, using contraceptive methods 



like injections in secret to prevent 



unwanted pregnancies since their 



husbands want to have so many 



children yearly.  



• Training and capacity-building for 



community-based child protection 



committees. 



• CoC will address issues around 



healthy relationships, GBV, SRHR 



including menstrual hygiene 



management), etc. 



• Men’s groups for husband/father of 



adolescent girls led by champions of 



positive masculinity. 



• Child protection committee should 



focus on increasing awareness and 



community sensitisation of safe, 



accessible and confidential procedures 



to report incidents of GBV, as well as 



how to assist victims and refer cases to 



appropriate authorities.  



• The highly sensitive approach required 



to addressing issues such as 



early/forced marriage and SRHR as 



there is considerable variation in 



support for or against the practices, 



especially in Apostolic communities 



and the programme needs to closely 



monitor any potential backlash. 



• Young Mothers. The CoC model 



around SRHR - especially in Apostolic 



communities—should aim to facilitate 



dialogues and negotiations between 



spouses that can help bridge the gap 



between husbands desired family size 
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Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



as compared to their wives, as well as a 



willingness to engage in various family 



planning approaches. 



• Girls with disabilities: SRHR sessions 



must also take into consideration the 



lived experiences and challenges of 



girls with disabilities in relation to this 



topic, including addressing potential 



for forced sterilisation and increased 



vulnerability to sexual exploitation and 



abuse.73 As noted previously, the 



programme should leverage or build 



on existing resources and networks 



such as those from Leonard Cheshire 



Disability Zimbabwe and Zimcare.  



Lack of approval or 



permission from 



family members for 



boys/young men 



participation in CoC 



• Boys and young men in both Rural 



Mutare and Imbizo emphasized the 



importance of parents being 



sensitised, with young men noting 



parents need to be assured that the 



program is meant to benefit their 



children so that they allow them to 



participate. 



• They also noted the need for clear 



channels of communication from the 



learning cites to individuals at their 



homes. 



• In one FGD with young men in 



Mutare Rural, participants strongly 



• Engagement with parents and 



local/religious leaders to challenge 



stigma and enable [boys and young 



men’s] participation. 



 



                                                      
73 For example, a 2011 briefing paper by Open Society Foundation, Sterilization of Women and Girls with Disabilities, highlights guidelines and specific considerations for women and girls with 



disabilities in regard to forced sterilization. https://www.opensocietyfoundations.org/publications/sterilization-women-and-girls-disabilities-0#publications_download 





https://www.opensocietyfoundations.org/publications/sterilization-women-and-girls-disabilities-0#publications_download
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Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



agreed in the recommendation, both 



wives and husbands should mutually 



agree to take part in the program to 



avoid suspicion in terms of cheating. 



Religious beliefs 



such as those in the 



Apostolic sect may 



deny male members 



from participating in 



CoC 



• Young men in Mutare Rural stressed 



the importance of involving and 



informing individuals from the 



apostolic sect. 



• Engagement with parents and 



local/religious leaders to challenge 



stigma and enable [boys and young 



men’s] participation. 



 



Low self-esteem and 



self-confidence 



could also impact 



boys and young 



men’s ability to 



participate or engage 



• Young men in Mutare Rural noted 



those who lack confidence need to be 



given a lot of time to practice so that 



they can gain confidence. 



• They also noted the programme could 



offering counselling to those with low-



self-esteem. 



• They also mentioned participants need 



clothes or money to buy clothes, so 



they do not feel out of place. 



• Moreover, they highlighted that the 



participants who lack confidence 



should continuously come to boost 



their confidence.  



• In order to address fear and shame 



around illiteracy, young men in 



Mutare Rural also recommend 



teaching boys and young men to read 



and write. 



• Increased self-efficacy is part of the 



CoC mode. 



 



Bullying, stigma or 



discrimination from 



• Boys in Imbizo noted community 



sensitisation meetings are needed to 



• Engagement with parents and 



local/religious leaders to challenge 



• Selection criteria for recruitment and 



participation of boys and men in SAGE 
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Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



other community 



members or peers 



not participating in 



the programme was 



flagged as a barrier 



for boys/young men 



participation 



make sure that everyone is aware of 



the program and its objectives; to 



make sure everyone is aware of the 



programme. 



• Young men in Mutare Rural also 



stated those who laugh and look 



down upon us need to be sensitised 



and educated so that they will not 



laugh at those who will be learning. 



Sensitisation to all members of the 



society so that they will not disturb us 



on the way to and from the site.  



• Moreover, they expressed ‘we need 



private learning centres so that we 



may not be seen at our learning cites’. 



• To reduce discrimination due to social 



background, adolescent boys in 



Imbizo recommend the programme 



enrol people from the same social 



class. For example, one stated ‘do not 



mix us with people from high social 



status [as] we won’t be free to 



participate]’. 



stigma and enable [boys and young 



men’s] participation. 



activities- including CoC - needs to be 



set and clearly communicated across 



the broader community from the 



beginning to reduce potential conflict 



or jealousy from those who are either 



not eligible or selected for 



participations. 



• The programme should also further 



examine the severity, locations, and 



perpetrators of bullying and 



discrimination anticipated and/or 



experienced by boys and young men in 



transit to and from the learning site. 



This could be done through 



participatory learning activities site 



mapping exercise to identify risks 



spots, individuals identified as 



perpetrating the mocking or bullying, 



and brainstorms solutions for 



mitigating these. 



• CoCs session should also include a 



focus on building empathy and 



addressing bullying. 



Boys and young men 



expressed fear of 



wasting time in a 



programme that 



yields nothing or 



being laughed at if 



the programme 



brings them nothing. 



• Young men in Mutare Rural stressed 



participants should be assured that the 



program will benefit them. 



• They also suggested that those 



interested in participating in the 



program should be assured that at the 



end of the course, they should be 



examined and awarded certificates of 



 • The objectives, anticipated outcomes 



and content of the curriculum of the 



CoC programme need to be clearly and 



consistently communicated to both 



potential participants and community 



members at large to manage 



expectations and potential 



disappointment that may lead to a 
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Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



completion, noting this, in turn, 



motivate others to participate in such 



initiative. 



backlash. This includes clearly 



articulating which aspects or 



components of the CoC activity – as 



well as broader SAGE programme – 



boys and young will be eligible for; for 



example, is it limited CoC life-skills 



sessions - or is their potential 



additional material support, vocational 



training, income-come generating 



support, and/or literacy and numeracy 



skills training. 



Long distance to the 



site impedes boys 



and young men’s 



participation in CoC 



• Young men in Mutare Rural requested 



transport be provided to the learning 



centres because the distances from 



their homes are too long. 



• They also requested the roads be 



cleared and made safe—for example 



clearings off bushes and long grass, so 



the road is passable. 



• Moreover, the recommended 



construction of big bridges so 



participants can cross in the rainy 



season. 



• CBLHs to be selected in easily 



accessible locations. 



• The programme may explore including 



a community engagement and support 



activity focused on clearing and/or 



maintaining the roads to and from the 



learning sites.  



Time poverty 



related to household 



or work 



responsibilities—



such as herding 



cattle and farming in 



Mutare Rural or 



spending most of 



• Adolescent boys stressed that the time 



and venue of the training site should 



be determined by the participants so 



that it fits in well with their household 



schedule. They also noted the 



importance of keeping track of the 



closing time of the training sessions so 



that they travel before sunset. 
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Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



their time in the 



mines in Imbizo 



• Young men in Mutare Rural noted the 



time needs to be managed so that the 



husbands can get time to do their 



personal work. 



Barriers for boys 



and young men 



related to poverty 



were acknowledged, 



such as hunger and 



insufficient access 



to resources like 



stationary supplies. 



 



• Young men in Mutare Rural 



highlighted the importance of buying 



and providing enough stationary 



needed for participants to learn. 



• Young men in Mutare Rural noted 



participants require adequate food at 



home. 



• Boys in Imbizo also noted 



refreshments should be provided at 



learning sites to address the 



participant hunger. 



  



IO 5. Strong, active partnerships with MoPSE officials and other civil society actors actively advocating for more inclusive, gender-responsive education policies 



Lack of coordination 



among civil society 



actors interested in 



supporting girls’ 



education 



• One stakeholder noted the importance 



of the involvement of various 



organisations to complement the 



existing government efforts to educate 



a girl. 



• Partnerships/alliances with other civil 



society organisation. 



• Explore potential partnerships 



with other active ministries, 



organisations and programmes 



identified as supporting girls 



and girls education in KIIs – 



including Ministry of Youth, 



Ministry of Health, MWAGCD, 



Child Care Workers (CCWs), 



community health care works, 



Basic Education Assistance 



Module (BEAM), Family AIDS 



Council Trust (FACT), USAID 



DREAMS initiative 
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Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



• Can also explore partnership 



with programmes identified in 



the literature reviews, such as 



Campaign for Female Education 



(CAMFED), Capernaum Trust, 



Basic Education Assistance and 



the Lutheran Development 



Services.74 MWAGCD and 



MoPSE were also noted for 



carrying out periodic campaigns 



on the girl child’s right to 



education in various schools 



and communities and to raise 



awareness on children’s rights 



which could be amplified or 



leveraged by the programme  



• Girls with disabilities. Linkages 



with disabled persons 



organizations (DPOs) would also 



be advantageous. Potential allies 



working with children and 



people with disabilities noted in 



the KIIs include Leonard 



Cheshire Disability Zimbabwe, 



Ford Peace Federation, Tnzeve 



School of the Deaf in Mutare, 



Jairo’s Jiri, World Vision, as well 



as universities and teachers’ 



colleges. 



                                                      
74 Communities interviewed reported that most of these institutions provide school fees and stationery, while CAMFED also provides sanitary wear and school uniforms 
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Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



• Working with men. A potential 



resources and allies for working 



with men include the following 



organizations included in the 



MenEngage network in 



Zimbabwe: SAfAIDS -the 



network coordinator, 



MWENGO, African Fathers 



Initiative, Ecumenical Support 



Services (ESS), Zimbabwe 



African Fathers for Peace, 



Students and Youths Working 



on Reproductive Health Action 



Team (SAYWHAT), ZIYON.75 



Other stakeholder concerns/recommendation (not specifically aligned to a single IO) 



The age range for 



girls’ eligibility in 



the programme is 



too constrictive  



• Multiple stakeholders—including 



community leaders, parents, and 



young men—expressed their concern 



that the programme needs to expand 



the SAGE eligibility criteria for young 



women upwards to age 30, as there 



are many young women in their 



communities who missed out on their 



education due to early marriage and 



financial constraints, are interested in 



the programme, and who would 



benefit from the support. 



• Current eligibility criteria for age cut-



off is 19 years old, but young women 



between 20 and 30 years old may be 



eligible for the VSLA programming if 



they have daughters engaged in the 



SAGE programme. 



• SAGE should carefully consider the 



appropriateness and potential impact 



of a broader age range on dynamic 



within activities at the site level and 



appropriateness of training content 



within activities. If deemed 



feasible/appropriate, may consider 



discussing with the Fund Manager 



(FM) if there is any flexibility for 



expanding the age range for 



beneficiaries up to 30 years old, 



especially in sites with a low number of 



eligible OOS girls aged 10 -19. If 



determined appropriate and approved 



                                                      
75 http://menengage.org/regions/africa/zimbabwe/ 





http://menengage.org/regions/africa/zimbabwe/
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Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



by FM, would likely require 



disaggregating all beneficiary numbers 



and monitoring data by relevant age 



brackets—for example, 10–14; 15–19; 



20–30—to enable Leave No Girl Behind 



to accurately roll-up figures into 



broader cross-project reporting.  



OOS boys and 



young men are 



excluded from 



accelerated learning 



and vocational 



training 



• Multiple stakeholders, especially 



community leaders, expressed their 



concern that OOS boys and young 



men are excluded from accelerated 



learning and vocational training 



activities despite evidence of interest 



and perceived need. 



• Boys and young men will be eligible 



for the CoC activity through SAGE but 



not accelerated learning and 



vocational training. 



• Carefully review and consider if there’s 



any potential/need for including a 



small proportion of OOS boys, 



especially highly marginalised boys, in 



activities beyond CoC, such as the 



accelerated learning or vocational 



training, especially in sites with low 



number of eligible OOS girls, to reduce 



potential backlash over the ‘exclusion’ 



of boys. Would also need to carefully 



consider the impact of gender/power 



dynamic within the learning setting if 



boys were to be included. 



Failure of the 



Ordinary-level 



exams hinders OOS 



girls’ ability to 



achieve their 



aspirations  



• Key stakeholders recommend the 



programme consider paying for exams 



and supporting girls who have failed 



their Ordinary Levels. 



 • SAGE would need to carefully review 



and determine to what extent, if any, 



this fits within the scope and overall 



objective of the programme. 



Girls who are 



enrolled in formal 



primary school may 



be encouraged to 



drop-out and enrol 



• Some key stakeholders cautioned that 



the programme would need to be very 



clear in the purpose of the activity and 



the eligibility criteria—cautioning that 



some parents/family members of girls 



 • SAGE should closely monitor the 



impact of the programming on and its 



relationship with primary school 



enrolment that there is not an 



unintended consequence of dropping 
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Issue/Barrier66 Stakeholder Recommended Responses 
Existing/Planned SAGE Approach or 
response67 



Additional Gender and Social Inclusion 
Considerations for Implementation 



in SAGE if it’s seen 



as a closer, cheaper 



and less time-



intensive option 



than formal school 



currently enrolled in school may 



prefer to send their girls through 



SAGE. 



out of formal school in favour of 



enrolling in SAGE. 



Political affiliation 



or association 



within SAGE could 



negatively impact 



the programme  



• Multiple stakeholders recommended 



the programme avoid any political 



affiliation or association as it will 



negatively impact the programme’s 



effectiveness. 
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Broad Recommendations from Adolescent Girls, Young Mothers, Boys and Young Men—If they 
were in charge! 
As part of the FGDs, girls were asked to imagine if girls like them were in charge in their 



community, what actions would they take to improve the lives of OOS girls, including around 



education. Several key themes arose.76 Most commonly, adolescent girls shared that they would 



provide education or school-related support; they also said they would provide financial or 



material support, such as food assistance and clothing. Other topics discussed by girls, boys and 



young men77  included addressing issues related to GBV—such as early marriage, early 



pregnancy, abuse or violence—and supporting girls’ livelihoods, vocational trainings or 



income-generating projects.  



 



Education or school-related support was frequently mentioned, including providing for girls’ 



school fees and stationary, building more schools in rural areas to reduce travel time and 



distance and increasing parents’ and communities’ awareness on the importance of girls’ 



education.  



 



Younger adolescent girls. In the FGD with younger girls in Mutare Rural, participants noted 



they would pay school fees for OOS girls. One younger adolescent girl in Mutare Rural stated 



that if she were in charge of her community ‘I will pay school fees for all girls who have parents who 



cannot afford to send them to school’. Girls also mentioned that they would provide stationary, 



pens, books, food and shoes; help in building schools; and encourage other girls to go to school 



by raising awareness among community members. A second FGD with younger girls in the 



same community mirrored the responses from the first; girls expressed that they would provide 



school fees and stationary, as well as build schools that were closer to girls’ homes. In addition, 



the girls noted they would provide sanitary wear.  



 



Girls with disabilities. In the FGD with girls with disabilities in Imbizo, the participants agreed 



that if they were in charge, they would provide facilities that cater to students with disabilities 



at their local schools because these can only be found in big cities and not in rural settings.  



 



Young mothers. Young mothers in Imbizo and in Mutare Rural Apostolic and non-apostolic 



communities all mentioned building schools to increase access to education. Young mothers in 



Mutare Rural also mentioned providing support for school fees, books and food. In addition, 



young mothers in Mutare Rural’s Apostolic communities noted they would work to ensure girls 



go to school and acquire as much education as possible rather than letting them get married at a 



tender age.  



 



Apostolic girls. In a FGD in Mutare Rural with younger Apostolic girls (aged 10–14), 



participants noted that they would set aside funds to pay the school fees for OOS girls; build 



many schools so no area would be left out and shorten the distance girls have to walk to attend 



school; help link girls with needed resources, such as the BEAM program; and advise girls to 



focus on their education so they will not be looked down upon and can make decisions for 



                                                      
76 Boys and young men were asked a similar question to relate to if boys/young men like them oversaw their communities. 
77 Boys and young men were asked a similar question to relate to if boys/young men like them oversaw their communities. 











48 



 



themselves. One girl noted, ‘Given the opportunity to be in charge in this community, I will make sure 



that all girls in this community are going to school’. 



 



In a separate FGD with girls in the same Apostolic community, girls noted that they would 



provide uniforms, stationary, satchels and free lunch so girls would feel comfortable at school. 



Young mothers in Apostolic communities also mentioned that they would raise awareness to 



community member of the Apostolic sect that education, not forced marriage, is the key to a 



girl’s success.  



 



Adolescent boys in Mutare Rural who participated in the FGD in the Apostolic community 



noted that if they were in charge in their community, they would sensitise parents to the 



benefits of education for their children, and that, therefore, parents would allow their children 



to participate in educational programs. The FGD conducted with adolescent boys in Imbizo did 



not mention any actions they would take specifically related to education. Instead, they focused 



on addressing broader societal and GBV concerns related to early marriage, pregnancy and 



sexual activity.  



 



Young men/husbands. Young men and husbands in the Mutare Rural highlighted that they 



would build many schools in the community so that no girl child would be left behind. They 



also highlighted sensitising parents and community members to encourage and motivate 



children to go to school. In Imbizo, young men and husbands noted that they would provide 



provisions for school funds and relevant stationary to support girls’ in their education. 



 



Addressing issues related to GBV—such as early marriage, early pregnancy, abuse or 



violence—were also discussed, including societal concerns around sex work, drug abuse, and 



‘idleness’. In Imbizo at a FGD with younger adolescent girls, one girl stated that she would ban 



operations of the local beer hall where most girls in the community have falling astray into 



sexual relations and drug abuse and thus becoming pregnant as teenagers; the closure of beer 



halls was seconded by the group. One of the girls also shared that she would ban people who 



were not community members from coming into the village for mining activities; she viewed 



them as perpetrators of crimes in her community: ‘They commit all different crimes, such as forcing 



young girls into sexual acts and stealing phones; they do all these criminal activities because they know 



that nobody knows them’. In addition, she noted this group of people made it difficult for girls to 



move around or even go to school. 



 



Young mothers. Young mothers in Imbizo noted that, given the opportunity, they would build 



more socials hubs to promote behaviour change—for example, around reducing the number of 



sex workers, teenage pregnancies, drug abuse and idleness in their community. Young mothers 



in the Rural Mutare FGD said they would address issues of abuse by involving the police and 



doing awareness campaigns. Young mothers in Apostolic communities also mentioned 



ensuring girls go to school and acquire as much education as possible rather than letting them 



get married at a tender age. 



 



Apostolic girls. FGD with younger adolescent girls in Apostolic communities in Mutare Rural 



indicated that they would punish every man who marries girls. Another FGD with adolescent 
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girls in different Apostolic community stated that, as community leaders, they would arrest 



men who marry off their young daughters to older men. Young mothers in Apostolic 



communities also mentioned that they would raise awareness to community member of the 



Apostolic sect that education is the key to a girl’s success. 



 



Adolescent boys. In Imbizo, adolescent boys stated that if they were in charge, they would come 



up with a programme that would empower girls in their communities, so that girls would not 



rush into getting married at a tender age and, thus, reduce unplanned pregnancies. They also 



noted they would ban illegal mining activities as they viewed this as contributing to girls’ 



engagement in transactional sex as well as early and unplanned pregnancies. One boy noted, 



‘we want all the illegal gold panners who do not belong in the community to be chased away because they 



destroy our sisters’ lives’. They also stated that they would like to restrict girls from entering beer 



halls because that is where they believe girls’ lives get spoiled. The rationale and assumptions 



for this recommendation is worth additional consideration, as well as potentially unpacking 



with boys in CoC activities, as it relates to restricting or controlling women’s access to certain 



spaces within their community based on gender. In contract, one of the girls in Imbizo’s 



recommendation was to ban beer halls more broadly, rather than be sex-specific restrictions. 



Adolescent boys in Mutare Rural noted that if given the opportunity to be in charge in their 



community, then they would give stiff penalties to perpetrators of child abuse and, as noted 



previously, make men who marry young girls pay fines and be reported to the police. Boys 



would also identify all the girls who were married at an early age and teach them courses that 



would help them get money to take care of their children. Furthermore, boys would allow girls 



to wear what they desired—such as trousers—rather than forcing them to wear skirts and 



dresses. 



 



Young men/husband. In Imbizo, young men and husbands stated that if they were in charge, 



then they would provide various family planning methods to curb unwanted pregnancies. They 



also consistently stated that they would like to see girls in their community move away from 



sex work and spending their time in pubs, and instead to being women of virtue, who have 



dignity in the society, be good parents and be in a position to curb the inheritance of poverty 



from destroying the next generation. In Mutare Rural, young men and husband noted that, 



given the opportunity be in charge in their community, they would make girls’ grievances 



heard by advocating for them and making their concerns known to police. They also said they 



would give the girls an opportunity to freely speak out their concerns and help in providing 



information about where to report when they are in trouble and procedures to follow. For 



example, participates noted that if a girl is raped, she should consider it an emergency and 



report it to the ChildLine Number 116. In addition, they would educate parents around 



evolving fashions so that they allow their daughters to wear trousers – and challenge the stigma 



that associates girl and young women wearing trousers with promiscuity.  



 



Girls’ livelihoods or vocational trainings or income-generating projects. While it was less 



commonly discussed, some FGDs noted how they would support girls in livelihoods. For 



example, in an FGD with girls with disabilities in Imbizo, participants noted that it was 



necessary to capacitate girls their age with vocational training so that they can become self-



employed. They also highlighted the importance of helping and supporting income-generating 
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activities to keep girls occupied and avoid cases of early teenage pregnancy. In addition, in an 



FGD with younger adolescent girls in Apostolic communities in Mutare Rural, participants 



indicated that they would teach girls self-sustaining projects like sewing so that girls could earn 



a living; they also wanted to provide funds to parents to conduct income-generating projects, so 



that they could provide for their families. Furthermore, as noted previously, adolescent boys in 



Mutare Rural said that if given the opportunity to be in charge in their community, they would 



identify all the girls who were married at an early age and teach them a course to help them get 



money to take care of their children. 



 



Conclusions 



Overall, the findings from the Targeted Gender Analysis indicate that the SAGE programme 



has employed considerable due diligence to ensure that the gender and social inequalities that 



may impact the programme activities and outcomes have been identified and incorporated into 



the programme design, Programme Logic Model and activities.  



The findings on OOS girls’ aspirations and expectations of the SAGE programme align with the 



programme’s activity approach—transition pathways include multiple options that are 



responsive to the varied aspirations, opportunities and constraints OOS girls encounter, 



especially related to their experiences of multiple or compounding marginalisation. In addition, 



the Gender Analysis indicates that the SAGE Programme Logic Model provides a solid base 



and a strong understanding of the various barriers that may impact adolescent girls’ ability to 



enrol and engage in the programme activities. Many of the recommendations identified by OOS 



girls and other key stakeholders as means for mitigating the major barriers have already been 



incorporated into the programme design activities. Findings from this study can, therefore, be 



utilised to build upon or further refine these strategies as needed.  



Additionally, many of the barriers identified by boys and young men for participation in the 



CoC activity mirror the barriers girls face in participating in the SAGE programme more 



broadly. Therefore, similar approaches and strategies identified to mitigate challenges faced by 



girls may be considered and adapted to address issues boys and young men face in 



participating in the programme. More specific recommendations for engagement of boys and 



young men can also be found in Table 6 under IO4.  



Lastly, discussions around existing social networks for girls and community support for girls’ 



rights and education highlight potential avenues that can be used to inform SAGE’s 



understanding of the key gatekeepers, influencers and agents of change. These individuals may 



be engaged to help support and amplify SAGE’s work in communities in order to create more 



positive gender attitudes and support for girls.
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Annex A. SAGE Programme Logic Model 
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Annex B: Recruitment and Mobilisation Considerations by Tool Type 



and Subgroup 
The SAGE team, including relevant SAGE consortium partners CBM and AWET, were 



responsible for communicating with individual or community contacts and facilitating 



identification, recruitment and introduction of participants to be invited to participate in the 



FGDs or KIIs for the SAGE Targeted Gender Analysis.78 The following details and 



considerations for the identification, recruitment and mobilisation process were provided to the 



SAGE team as reference.  



• FGDs: For each FGD, six to eight participants should be identified and recruited to 



participate in the discussions. Each FGD is anticipated to take about 1.5 hours. 



• Highly marginalised early adolescent girls (Aged 10–14): Recruitment and mobilisation 



should focus on OOS adolescent girls between the ages of 10–14 years old who have 



been identified as eligible beneficiaries for the SAGE programme.  



• Young mothers: Recruitment and mobilisation should focus on OOS young mothers 



who have been identified as eligible beneficiaries for the SAGE programme. 



• Adolescent girls with self-identified disabilities: Identification and mobilisation for 



girls with disabilities who are eligible beneficiaries for the SAGE programme should be 



done in close coordination and under the advisement of CBM. The Washington Group 



Questions should NOT be utilised to identify specific girls, as this information is for 



understanding the prevalence of disability within the SAGE population, not as a 



diagnostic tool. CBM should check participants’ needs—in terms of seating 



arrangements and interpretation requirements—in advance so they can best be 



accommodated within the focus groups. This information should be shared back to 



SAGE and STS as soon as possible, so it can be incorporated into the data collector 



training accordingly. This also includes ensuring that the location where the FGD will 



take place is accessible.  



• Apostolic girls. Identification and mobilisation of girls in Apostolic Christian 



community site(s) who have been identified as eligible beneficiaries for the SAGE 



programme should be done in close coordination and under the advisement of AWET.  



• Adolescent Boys (age 14–18). Recruitment should focus on adolescent boys who have 



been identified as potential beneficiaries or participants in the CoC programme. 



Recruitment of adolescent boys with sisters who have been identified as eligible SAGE 



programme is preferred, if feasible. The targeted age range for adolescent boys is 14 to 



18 years old.  



• Young Men/Husbands (age 20–30). Recruitment should focus on identifying young men 



who are potential beneficiaries or participants in the CoC programme. While 



recruitment and inclusion of young men who are married to young women who are 



                                                      
78 This applies to both the field test and operational data collection.  
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OOS and potential beneficiaries of the SAGE programme is the main priority, 



recruitment should NOT directly pull from girls’ beneficiary identification data or 



marital status due to the sensitivity around child marriage. Instead, recruitment should 



emphasise young men’s engagement as potential participants in CoC, rather than their 



role as husbands. The targeted age range for this group is young men 20–30 years old. 



• KIIs. These interviews are designed to administer to one individual per interview.79 



• Parents or Caregivers: Within each cluster, recruitment and mobilisation should focus 



on identifying one male and one female parent or caregiver of girls who has been 



identified as eligible beneficiaries for the SAGE programme. If possible, parents of girls 



with self-identified disabilities may be prioritised. 



• Community Leaders: Within each site, identification and recruitment of one community 



leader for participation in this KII. Community leaders should align with SAGE’s 



definitions of community leaders, including whom the programme intends to work with 



in communities—such as traditional authorities, chiefs or religious leaders—preferably 



those with knowledge and understanding of the experiences, challenges and 



opportunities available to marginalised girls in their communities. Recruitment and 



inclusion of community leaders from marginalised groups—including women, youth 



and peoples with disabilities—is ideal.  



• Local Leaders from Girls’ Rights and Advocacy: In addition to community leaders 



within the selected sites, one local leader(s) per cluster working in civil society or other 



mechanisms that focuses on support for girls’ rights, girls’ education or gender equality 



should also be identified and recruited for participation in this KII. This may be 



individuals or organisations at the site or district level.  



• SAGE Consortium Partners: This will include two KIIs with SAGE consortium partners: 



one KII with key programme staff from AWET Zimbabwe and one KII with individuals 



from CBM. SAGE should identify the most appropriate person for this interview to be 



completed from each organisation as well as whether Select should anticipate these to 



take place in Harare or during fieldwork in the clusters. 



  



                                                      
79 If more than one individual from the targeted group—community leader, local girls’ rights leader, or SAGE consortium partner—



is interested and available to participate at the designated date and time, the KII may be administered as a group interview but the 



potential impact of power dynamics—such as age, gender, and level of authority within the community—within the interview must 



be taken into consideration and mitigated. The decision on whether a group interview is appropriate should be determined in 



consultation with the team supervisor and/or STS gender specialist. 
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Annex C. Data Collection Tools  
STS utilised several different qualitative instrument guides as part of the SAGE Gender 



Analysis data collection. The tools utilised during the study can be found in the following links.  



Focus Group Discussion Guides 
Adolescent Girls Focus Group Discussion Guide  



FGD Adolescent Girls 



SAGE GA Final.pdf  



Adolescent Boys/Young Men Focus Group Discussion Guide  



FGD Adolescent Boys 



Young Men SAGE GA Final.pdf 



 



Key Informant Interview Guides 
Community Leader Key Informant Interview Guide  



KII Community 



Leader SAGE GA Final.pdf 



Parent/Caregiver Key Informant Interview Guide  



KII Parent Caregiver 



SAGE GA Final.pdf  



SAGE Partners Key Informant Interview Guide  



KII SAGE Partners GA 



Final.pdf  
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Annex D. Literature Review (Updated) 
STS submitted the literature review summary findings for the SAGE Gender Analysis by 



domain and sub-question on March 25, 2019. Summary findings on sub-questions related to the 



sexual and reproductive health domain were later added and incorporated into the literature 



review. The updated literature review document can be found by clicking the icon. 



Gender_Analysis_Lit_



Review_Summary_Bullets_Revised_Jun2019.docx 
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1. Introduction  
 
Start date: 16 August 2018 / End date: 31 December 2024 / Budget: £13,483,553.61 
 
The SAGE (Supporting Adolescent Girls Education) Project is a comprehensive initiative to ensure that 
21,780 highly marginalised OOS (out-of-school) adolescent girls aged 10-19 have improved learning 
outcomes and can transition to education, training or employment. Working across 11 districts of 
Zimbabwe, a consortium of diverse partners led by Plan International UK including faith-based, academic 
and private sector actors will focus on providing high-quality, accelerated, non-formal education in 132 
accessible, girl-friendly Community-Based Learning Hubs (CBLHs).  
 
The SAGE Project will target communities where girls face a number of complex and inter-dependent 
barriers to accessing education. These include Apostolic Christian communities; remote, rural areas; peri-
urban informal settlements; and communities with high levels of economic migration, where absent parents 
have left children unsupported. Already economically precarious, these communities have been particularly 
impacted by Zimbabwe’s protracted economic crisis, with visible impacts on girls’ access to education.  
 
Strong evidence1 exists to show that the following interventions can improve girls’ attendance and learning 
outcomes: eliminating direct costs of schooling; providing community-based education close to girls’ homes 
with flexible scheduling; ensuring school facilities are girl-friendly and include adequate WASH / menstrual 
hygiene management (MHM) facilities; providing teachers with training in inclusive and gender-responsive 
pedagogy; providing adolescents with comprehensive information on sexual and reproductive health and 
rights (SRHR) and life skills. By implementing these interventions as a package and providing girls with 
free, flexible, community-based, gender-responsive education – as well as working with boys, parents, and 
community and religious leaders to enable girls’ participation – we expect that girls will achieve the desired 
learning outcomes. 
 
After supporting girls to achieve basic learning outcomes, SAGE aims to open up multiple transition 
pathways for participating girls, into schooling, training or employment. Mothers of younger adolescents will 
be supported to engage in Village Savings and Loans Associations (VSLAs) and develop skills to enable 
them to financially support their daughters’ further education. VSLAs have been proven to improve 
women’s economic security in many contexts2 and specifically to increase spending on children’s 
education. Older adolescents will also be supported to access VSLAs and skills development opportunities. 
There is promising evidence that skills training and savings groups – especially when combined with life 
skills – can enable young women’s transition into successful income-generating activities. 
 
The SAGE project will work with communities through a package of interventions, including engaging men 
and boys through the Champions of Change (CoC) model to encourage positive masculinities; mobilising 
community and religious leaders to combat harmful practices; strengthening community-based child 
protection committees; youth-led awareness-raising and advocacy to promote girls’ rights. It is expected 
that this package of interventions will lead to a more supportive and protective environment for girls. There 
is promising evidence from Plan projects and the wider sector3 that these interventions can improve 
children’s participation in school and reduce the prevalence of harmful practices. At an institutional level, 
the project will engage with education officials to ensure buy-in and encourage linkage of the CBLHs to the 
formal sector, as envisioned by Zimbabwe’s Non-Formal Education (NFE) Policy. Through the Girls’ 
National Education Forum, the SAGE consortium will share learning and engage in coordinated civil society 
advocacy, contributing to sustainable shifts in policy and practice.   
 



 
1 Unterhalter, E. et al. (2014) Interventions to Enhance Girls’ Education and Gender Equality. Education Rigorous Literature Review 
Series, UK Department for International Development, London / Sperling, G. and Winthrop, R. (2016) What Works in Girls’ 
Education: Evidence for the World’s Best Investment 
2 Buvinic, M. and O’Donnell, M. (2016) Revisiting What Works: Women, Economic Empowerment and Smart Design. Centre for 
Global Development, UN Foundation 
3 UNICEF (2009) What Are We Learning About Community-Based Child Protection Mechanisms? An Inter-Agency Review of the 
Evidence From Humanitarian and Development Settings / Malhotra, A. et al. (2011) Solutions to End Child Marriage: What the 
Evidence Shows. ICRW 
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In addition to the vertical causal pathways discussed above leading for each outcome, it is important to 
note that the Intermediate Outcomes (IOs) are also inter-dependent and mutually reinforcing. For example, 
increases in girls’ self-efficacy (IO2) are expected to contribute toward both girls’ attendance (IO1) and their 
acquisition of vocational skills (IO3). Similarly, positive shifts in community attitudes and practices (IO4) are 
expected to contribute toward and support the achievement of IO1, IO2 and IO3. Interventions at the level 
of the individual girl, learning environment, community and education sector cumulatively contribute to the 
creation of a sustainable enabling environment for girls. 
 
Figure 1. Summary of the Theory of Change: 



 
Outcomes 1 Learning 2 Transition 3 Sustainability Assumptions 
Assumed  
causal links 



If girls regularly attend 
accessible, community-based 
learning sessions, staffed by 
well-trained and supportive 
Community Educators (CEs), 
they will attain desired learning 
outcomes. Girls’ acquisition of 
life skills and improved self-



efficacy and confidence will also 
in turn contribute to and support 
their learning. 



If girls have improved skills, 
access to financial resources, 
and information and the ability to 
act on available opportunities 
(as well as improved financial 
and emotional support from their 
families) they will be able to 
transition into further formal or 



informal education, training or 
(self-) employment, as they 
desire. 



If communities adopt more 
positive and supportive attitudes 
toward girls’ education, and if 
the larger policy environment is 
made more responsive to girls’ 
needs, girls will enjoy a more 
enabling environment that 
supports their education and 



project impacts will be 
sustained.   



► Community engagement and 
mobilisation efforts are 
sufficient to mitigate resistance, 
stimulate demand for education 
and enable highly marginalised 
girls’ participation in all 
components of the programme 
► Training and incentive 



structures are sufficient to 
support and retain Community 
Educators  
► Improvements in household 
economic security are not 
undermined by significant 
economic shocks and 
opportunities exist and are 
open to girls 
► National and district-level 
education officials remain 
supportive of the programme as 
a whole 
► Relevant national and 
district-level child protection 
officials remain supportive of 
efforts to work through and 
strengthen community-based 
protection mechanisms   
► Political will of government to 
work in partnership with INGOs 
is maintained 
► The political situation 
remains sufficiently stable for 
the project to continue its 
operations 



Intermediate 
Outcomes 



IO1 – Highly marginalised 
adolescent girls regularly attend 
high-quality, accelerated 
learning sessions in CBLHs 



IO3 – Highly marginalised 
adolescent girls and their 
families have improved skills 
and increased access to 
financial resources 



IO4 – Communities demonstrate 
more positive gender attitudes 
and actively support and protect 
girls 



IO2 – Highly marginalised 
adolescent girls have increased 
self-efficacy and life skills 



IO5 – Strong and active 
partnerships with MoPSE 
officials and other civil society 
actors actively advocate for 
more inclusive, gender-
responsive education policies 



Outputs OP1 – Highly marginalised 
adolescent girls are able to 
access high-quality accelerated 
learning programmes through 
CBLHs 



OP4 – Highly marginalised 
adolescent girls and their 
families are supported to 
participate in VSLAs and skills 
development opportunities 



OP5 – Adolescent and adult 
champions of gender equality 
engage others in their 
communities in dialogue on girls' 
rights 



 OP2 – Community Educators 
and formal sector NFE mentors 
are trained and supported to 
employ inclusive, gender-
responsive teaching strategies 



 OP6 – Programme evidence and 
learning - including girls' own 
voices and experiences - are 
shared with key stakeholders at 
district and national level. 



 OP3 – Highly marginalised 
adolescent girls and boys are 
supported to learn about and 
discuss life skills and their 
SRHR 



  



 
The SAGE Project Theory of Change connects the six outputs to the improvements in girls learning and 
their transition into education, training and employment and to the sustainability of the underlying approach 
in communities and government policy. 
 
The SAGE GEC MEL Framework is a key document which provides guidance on tracking progress 
against plans and assessing the quality of implementation. It describes how learning will be fed back into 
the design, resource allocation and direction of the initiative throughout its duration. The MEL Framework is 
a result of consultation between all consortium members and approved by the Fund Manager (FM). As 
such, it applies to all their activities as part of the SAGE Project and any subsequent updates to it will be 
subject to agreement from all the above-mentioned parties. 
 
 



2. Ethics  
 



The project team will follow ethical guidelines as prescribed by the British Sociological Association 
Statement of Ethical Practice 2017 and the DfID Ethics Principles for Research and Evaluation when 
carrying out monitoring and evaluation activities throughout the lifetime of this project. Plan International UK 
will also look to integrate its upcoming Ethical Monitoring, Evaluation and Research Framework, which 
establishes our commitment to ethical standards in monitoring, evaluation and research initiatives and 
ensures that the well-being, dignity, rights and safety of children, young people and other participants 
involved in data collection, analysis and dissemination are respected and protected. In addition, all 
research into forms of violence against girls will adhere to best practice principles and ethical guidelines set 





https://planinternationaluk-my.sharepoint.com/:p:/g/personal/planukshare_plan-uk_org/ETmIzD5MC1ZFkYSD2AI0rzoBzFLXbzBgZm4Pj_IeWqIfYg?e=PKEZD5


https://www.britsoc.co.uk/media/24310/bsa_statement_of_ethical_practice.pdf


https://www.britsoc.co.uk/media/24310/bsa_statement_of_ethical_practice.pdf


https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/67483/dfid-ethics-prcpls-rsrch-eval.pdf


https://path.azureedge.net/media/documents/GBV_rvaw_complete.pdf
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out by WHO and PATH, while OU-led research will need to comply with the OU Human Research Ethics 
Committee protocols. 
 



2.1 Individual lead on ethics 
 
The MEL Specialist for Plan International UK and the MER Specialist for Plan International Zimbabwe will 
ensure that all MEL activities conducted by all consortium partners as part of the SAGE Project are in line 
with the ethical policy agreed with the FM. Their responsibilities will be to ensure that: 
 



• The MEL ethical policy agreed with the FM is implemented correctly with regards to gender, social 
inclusion, safeguarding and protection of the rights of all those providing information through the 
project’s MEL activities 



• All staff who are responsible for instrument design, as well as data collection, management, analysis 
and reporting, are adequately trained in the agreed ethical principles and protocols 



• Staff are advised on ethical issues that arrive in the course of implementing MEL processes 



• Any incidents where ethical procedures are thought to be breached are dealt with so as to protect and 
safeguard all respondents from whom data are obtained 



• There is coordination with the Accountable Grant Arrangement (AGA) contact and the GEC Programme 
Manager at Plan International UK to report to the FM any incidents of a breach of ethics and how they 
have been dealt with 



 
2.2 Ethical issues identified  



 
The focus of the project is on empowering and enabling adolescent girls who are most vulnerable and 
disadvantaged in particularly deprived areas of Zimbabwe. Thus, the main beneficiaries are likely to be at 
higher risk of exploitation and subject to safeguarding issues, in addition to the need to protect the rights of 
all those who are involved in providing information to the project through MEL activities. This includes girls 
who may have physical, emotional and cognitive impairments, which need to be taken into account when 
data are collected (this being central to the inclusive, gender-responsive pedagogy that the girls will 
experience). Specific issues that have been identified with regards to MEL work are outlined below: 
 



• Promoting the participation of highly marginalised adolescent girls – In communities where girls 
are particularly disadvantaged and marginalised, their views are not generally sought or valued. There 
will be difficulties in identification, approaching and discussing issues with them particularly around 
reporting violence, abuse or other safeguarding issues. These will be exacerbated in the case of girls 
living with disabilities, for which tools will be adapted. 
 



• Inclusion of violence and sexual and reproductive health and rights (SRHR) issues in MEL 
activities: As part of Plan International’s global Champions of Change model, both boys and girls 
(including married ones) will undertake modules looking at sexuality, SRHR, living free of violence and 
maintaining non-violent relationships, for which we will utilise a well-established MEL toolkit inclusive of 
consent forms, knowledge, attitude and practice (KAP) surveys, focus group discussions (FGDs) and 
key informant interviews (KII). Great care will be taken to adhere to best practices around researching 
violence against women and girls, including steps to avoid the re-traumatisation of survivors, protect 
confidentiality and minimise risk, and ensure all data collectors are properly equipped to make safe and 
sensitive referrals in the event of disclosures. 



 



• Child protection – We will maintain a focus on child protection and safeguarding throughout the 
duration of the project, by mainstreaming actions to be detailed as part of a SAGE Project Safeguarding 
Strategy and Implementation Action Plan led by the SAGE Safeguarding Coordinator. This will include 
coordinating activities with community-based child protection mechanisms to influence community 
perceptions and attitudes on girls’ participation. Also, all MEL staff, partners and project volunteers will 
undertake induction and annual refresher training on safeguarding, which will ensure a clear 
understanding of project expectations and safeguarding standards. Regular follow-ups with these 
groups will take place to address sensitive issues around barriers which children face in utilising these 





https://path.azureedge.net/media/documents/GBV_rvaw_complete.pdf


http://www.open.ac.uk/research/sites/www.open.ac.uk.research/files/files/Documents/Ethics-Principles-for-Research-with-Human-Participants.pdf


http://www.open.ac.uk/research/sites/www.open.ac.uk.research/files/files/Documents/Ethics-Principles-for-Research-with-Human-Participants.pdf
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reporting mechanisms, with special attention to children living with disabilities. Reporting mechanisms 
will be established for the SAGE Project to complement wider beneficiary feedback mechanisms. 



 



• Related to MEL processes – There are a number of MEL-related ethical issues that have to be dealt 
with both during data collection and data-handling (including analysis) which all involved in these 
processes need to be aware of, and strict procedures must be adhered to by all – for instance, 
assessing disability in some contexts. In addition, informed consent requires standard documentation 
and procedures to ensure it is willingly given (more details in the table below). Therefore, as part of the 
above-mentioned Safeguarding Implementation Action Plan, a dedicated GDPR-compliant data 
protection guidance document will be developed for MEL staff to guide overall practice.  



 



• General approach to data collection ethics – The enumerator (data collector) has a responsibility 
both to the respondents in the learning hub, household or community (girls, Community Educators, 
parents / carers, community leaders etc.) and should always behave in a professional manner and treat 
them with respect. The fact that the main beneficiaries are vulnerable girls means that all enumerators 
and those involved in MEL activities must be particularly conscious of their power in the relationship and 
the danger of using this power to obtain data in an unethical way. For respondents whose impediments 
and disabilities make answering questions or even gaining consent problematic, special care and 
enabling steps need to be taken to facilitate their full and willing participation in MEL activities. We also 
need to consider adapting our practice depending on the sub-groups we are working with. 



 
2.3 Ethical protocols  



 
Table 1. Ethical protocols for MEL  



Aspect of MEL 
  



Ethical protocols developed  



Overall MEL approach  • The SAGE Project will employ a comparison group which will receive the intervention 2.5 
years later – we see this as more ethical than some girls not receiving the intervention at all. 
Thus, as the comparison group become beneficiaries, the relationship with them is not 
exploitative. Both groups will be identified at the baseline point and we will carry out a midline 
and endline for each group. Internally-led reviews will be conducted for staggered groups. We 
will apply longitudinal tracking to all cohorts for both the learning and transition outcomes. 



• All those from whom data are collected will be given appropriate feedback on how the 
programme is affecting them and / or those who are involved in it e.g. the families of girls on a 
regular basis. 
 



Quantitative and 
qualitative data collection 
methods and tools  



• Our monitoring will be largely survey-based (at both individual and group / household level) 
using mobile data collection technology to collect both quantitative and qualitative data.  



• All external consultants will be required to comply with Plan International UK policies (including 
those of Plan International Zimbabwe for field work) and will be briefed on the relevant ethical 
standards in advance. 



• Specialist teams within the project will examine all tools and methods from the point of view of 
social inclusion and gender responsiveness, as well as local sensitivities and norms (for 
example, schedules for interviews with the girls and communities). 
 



Quantitative and 
qualitative sampling 
approaches 



• Local teams will carefully identify and recruit beneficiaries via house-to-house surveys prior to 
the baseline using pre-defined criteria. The categories used in the structured elements of the 
sampling will reflect the diversity of beneficiaries that the project wants to reach. Particular 
efforts will be made to ensure hard-to-reach girls are included in MEL activities. 



• As the number of districts covered by external evaluations is fairly small (seven) we will seek 
to take samples from all of them. The selection of communities will be done in an unbiased 
way as per the Fund Manager MEL Guidance. The SAGE Project will use simple random 
sampling within each district and learning hub.  
 



Quantitative and 
qualitative data collection 
process 



• We will ensure that written consent from parents / carers is secured for participation in 
activities and comply with Plan International policies regarding videos, photography and the 
use of information. Assurance will be given that any information collected will be confidential 
and will not be used for any purpose other than the stated purposes, which will primarily be to 
improve the work of the SAGE Project. Consent will also be obtained from young people 
themselves, using youth-friendly tools. Participation of young people and / or usage of 
information and / or images and video can only take place after consent is obtained from both 
parents and young people. We will clearly communicate that consent can be withdrawn at any 
point without fear of losing any of the advantages delivered through the project. 
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• We will prepare consent forms for each of the informants involved and it will be important to 
use them in conjunction with the information sheets for each of the respondents. 



• Forms and processes for obtaining consent will also be reviewed and adapted in line with the 
particular needs e.g. literacy levels, disability etc.  



• We will aim to have only female staff members conducting interviews and focus group 
discussions with girls, especially in cases where sensitive information is being discussed. If 
this is not possible, we need to have a female present, with the option to pull out of the 
exercise if girls are not comfortable with this arrangement.  
 



Recruitment, training and 
supervision of MEL 
personnel 



• Independent Evaluators will be recruited in accordance with the Fund Manager’s relevant 
guidance and vetted before commencing work. They will also be required to sign and adhere 
to Plan International's relevant policies Internally, HR will review employees’ level of contact 
with children, access to child data and the level of prevention checks needed for all relevant 
post-holders on an annual basis. 



• Project MEL staff will receive ethical training and sensitisation to the needs of the girls who will 
benefit from the programme, in addition to the usual ethical principles of data collection with 
which they are familiar. 



• External evaluator ToRs and the relevant selection procedures will include criteria relating to 
ethical issues and their procedures of ensuring ethical processes will be examined.  



• The training of enumerators will include ethical issues and protocols. Project staff will be 
involved in this training to ensure the particular needs of the girls, their families and 
communities are respected.  



• Any staff that will be collecting information on violence against girls will be trained in sensitive 
interviewing strategies (for instance, asking about hypothetical situations rather than probing 
for personal experience) and in how to make safe and sensitive referrals in the event of a 
disclosure.  



• The external evaluator’s supervision of field work will include examining ethical procedures 
and they will report to the SAGE MEL individual lead on ethics. 
 



Data recording, storage, 
analysis and reporting  



• The MEL team is responsible for ensuring all data are entered correctly into the mobile data 
collection platform.  



• All electronically collected data will be securely stored at all times and will only be accessible 
to consortium MEL staff using authorised accounts. Our external reporting will not contain any 
personal or sensitive data. 



• Any paper-based records (such as attendance sheets) will be securely stored at CBLH level 
and only accessible to Community Educators, consortium MEL staff and Independent 
Evaluators (as well as enumerators). 
 



 



2.4 Safeguarding of children and vulnerable adults 
 



• In line with the GEC Do No Harm Policy, our dedicated SAGE Safeguarding Coordinator will be 
responsible for the mainstreaming, implementation and monitoring of child safeguarding and any 
protection risks within and outside the project, covering both staff and external evaluators.  



• Safeguarding training and monitoring will be carried out on a regular basis. 



• Additional safeguards will be put in place given that our target beneficiaries are highly marginalised and 
vulnerable adolescent girls (some of whom are living with disabilities, others who may be survivors of 
gender-based violence (GBV) including child, early and forced marriage) and that sensitive subjects like 
SRHR will be included in MEL activities. The consortium-level risk register includes safeguarding risks, 
mitigation measures and escalation procedures.  



• Meeting safeguarding requirements will be a key criteria in the selection of External Evaluators, as per 
Sections 6 and 10 in the baseline ToR (see Annexes). They will then set out detailed safeguarding 
measures as part of the inception report, which the consortium will monitor closely throughout each 
evaluation exercise. 



• More details on the above can be found in the SAGE Self-audit submission.   
 
 



3. Monitoring  
 
The purpose of monitoring is to understand and improve how the implementation of the project is 
progressing. This is not just a data collection and reporting activity, but one focusing on quality assurance 
and actions to improve our programming based on the data collected. Such monitoring, and the actions that 





https://planinternationaluk.sharepoint.com/:w:/r/sites/DevelopmentProgrammes/SAGEZimbabweHub/Monitoring%20Evaluation%20and%20Learning/Reference/GEC%20SAGE%20Zimbabwe%20Revised%20Safeguarding%20Self-audit%20Tool%20COMPLETE%20210618.docx?d=w63253329802e40629ca97290a2082344&csf=1&e=r9UycW
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result from it, will be a key part of the reporting and technical monitoring as required by the FM and feed 
into the wider programme approach. 
 



3.1 Outputs monitoring 
 
We will be using a combination of quantitative, qualitative and observational instruments and methods to 
monitor the SAGE Project. Monitoring tools for output indicators are divided into the following three groups: 
 
Group 1 – Tools for recording numbers participating 
Group 2 – Tools that record a view, attitude or skill of respondents  
Group 3 – Tools that require someone to make a judgement of / collect data on a situation  
 
The monitoring tools required for indicators in Group 1 are attendance / occurrence records: 
 



• OP.1.1: # of Highly marginalised adolescent girls reached with high-quality accelerated learning 
programmes 



• OP.2.3: # of Community Educators regularly attending reflection sessions 



• OP.3.1: # of highly marginalised girls and boys who complete the Champions of Change (CoC) 
curriculum journey demonstrating positive knowledge and attitudes on gender and SRHR 



• OP.4.3: # of highly marginalised girls aged 15-19 enrolled in the Integrated Skills Outreach Programme 
(ISOP) vocational training who complete the programme and receive a certificate 



• OP.5.2: # of communities that have made commitments to combat child marriage and support girls' 
education following the inter-generational dialogue process 



• OP.6.1: # of learning products produced through the participatory research process 



• OP.6.2: # of sector learning events held to share evidence and learning from the SAGE Project 
 
In addition to the above, we will also internally monitor CE’s attendance at initial and refresher trainings and 
CoC facilitators’ attendance at initial / refresher trainings and reflection sessions. 
 
For OP.1.1 and OP.2.3 Plan International will set up, deploy and maintain a mobile attendance tracking 
system consisting of unique learner codes and mobile data collection surveys built on the Solstice 
platform4.This will require a minimal amount of piloting and training for Community Educators (CE’s) to use. 
However, this is dependent on CEs either using their own smartphones and / or connections to submit the 
information or the project providing them with such devices and data. Given this dependency on variable 
factors, paper attendance records will be kept by CEs as a back-up option, with a long-term aim to deploy 
mobile data collection across all 132 learning hubs. SAGE Project MEL staff will conduct regular spot 
checks to verify the credibility of CE records. Full details on our mobile data collection approach will be 
included in a process document by the end of February 2019. 
 
For OP.3.1 onwards (in the above list) we will only require well-structured records and minimal training of 
the project staff to complete correctly. 
 
The tools in Group 2 (questionnaires and interviews for view, attitude or skill) require an instrument with 
some level of development so that they can be used directly with respondents (whether in interview, 
observation or self-completion) and in order to assess changes: 
 



• OP.1.2: % of highly marginalised adolescent girls who are satisfied with the CBLH learning environment 
in terms of accessibility and safety 



• OP.3.2: # of trained CoC facilitators demonstrating positive knowledge and attitudes on gender and 
SRHR 



• OP.4.1: % of adult females enrolled in VSLAs reporting increased skills in basic financial planning and 
management 



 
4 Solstice is a free mobile platform designed to replace paper surveys and forms, making it easy to analyse, action and share data. 
To learn more, please visit this link: http://bit.ly/AboutSolstice  



 





https://solstice.global/#/


http://bit.ly/AboutSolstice
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• OP.4.2: % of highly marginalised girls aged 15-19 enrolled in VSLAs reporting increased skills in basic 
financial planning and management 



• OP.5.1: % of young women and young men who report feeling listened to in community decision-
making processes 



• OP.5.3: % of adult men enrolled in men's groups demonstrating positive knowledge, attitudes, and 
practices on gender equality 



• OP.5.4: % of trained Community-based Child Protection Committee (CBCPC) members demonstrating 
improved knowledge and attitudes around child-friendly, inclusive, gender-sensitive approaches to 
protection 



 
The tools in Group 3 (judgement-based instruments) also require development, but these are for use by 
skilled data collectors:  
 



• OP.1.3: # of Community-Based Learning Hubs established and fit for purpose 



• OP.2.1: # of educators demonstrating improved knowledge and understanding of inclusive, gender-
responsive pedagogy (disaggregated by Community Educators and NFE mentors) 



• OP.2.2: # of Community Educators who show improvement on performance assessments  
 
These will require the following instruments:  
 



• CBLH Infrastructure Assessment Tool – This is an observation checklist focusing on assessing 
whether learning hubs are fit for purpose, using pre-defined criteria. 
 



• Pedagogy observation schedule – This is a systematic observation schedule, with a focus on both 
the inclusive, gender-responsive pedagogy and the accelerated learning pedagogy. Together it is these 
facets of pedagogy that will improve the learning outcomes of the girls. The observation schedule will 
be adapted from existing instruments that are used in school classrooms but modified to focus on 
inclusion and gender-responsiveness, and to take account of the more informal learning situation that 
will prevail in the learning hubs.  
 
The schedule will have three elements: a) CEs self-report on their classroom behaviour; b) sampling of 
at least 30 minutes of a learning session; and c) event sampled observation of the whole lesson 
including the use of resources and inclusive teaching strategies. This tool will not be required for the 
baseline (as there will be no CBLHs in operation at the time) but will be required at evaluation point 2 in 
March 2020 and in subsequent midline and endline evaluations. Development and testing procedures 
will be carried out in late 2019. Note that this schedule will also be used along with the intermediate 
outcomes and outcomes measures to provide an explanation of results (see Section 5.2). 



 
Table 2: Outputs for measurement 



Output indicator Level at which 
monitoring 
activity will take 
place  
 



What will be the 
key area(s) of 
focus for the 
monitoring? 



Tool and mode of 
data collection  
 



Rationale  
 



Frequency of 
data collection 



OP.1.1: # of Highly 
marginalised 
adolescent girls 
reached with high-
quality accelerated 
learning 
programmes 



CBLH – Learners Attendance Attendance 
records made by 
Community 
Educators 
(captured and 
returned 
electronically) 



Written records 
can be perishable 
and hard to 
access; the 
attendance 
tracking system 
will solve this and 
allow for near real-
time adaptation 
and response to 
absenteeism; 
paper records to 
be kept as back-up 
 



Daily (monthly 
checks) 
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OP.1.2: % of 
Highly 
marginalised 
adolescent girls 
who are satisfied 
with the CBLH 
learning 
environment in 
terms of 
accessibility and 
safety 
 



CBLH – Learners Accessibility and 
safety of learning 
environment 



Analysis of 
community 
scorecards 
(hardcopy 
transferred to 
mobile survey); 
FGDs and KIIs 
(with guidance in 
local languages) 



Community 
scorecard captures 
both qualitative 
and quantitative 
satisfaction levels; 
also serving as a 
potential feedback 
and accountability 
mechanism for the 
project 
 



Quarterly 



OP.1.3: # of 
Community-Based 
Learning Hubs 
established and fit 
for purpose 



CBLH – External 
evaluator, Hub 
Development 
Committees (TBC) 



Establishment and 
quality of CBLHs 



CBLH 
Infrastructure 
Assessment Tool 



The checklist will 
capture a set of 
criteria that CBLHs 
will have to meet 
to be fit for 
purpose 
 



Quarterly 



OP.2.1: # of CEs 
demonstrating 
improved 
knowledge and 
understanding of 
inclusive, gender-
responsive 
pedagogy 
(disaggregated by 
Community 
Educators and 
NFE mentors) 
 



CBLH – 
Community 
Educators 



The pedagogy of 
educators 



Learning session 
observation using 
systematic 
observation 
schedule 



This schedule can 
assess knowledge 
and understanding 
through actual 
performance of 
educators 



Quarterly 



OP.2.2: # of 
Community 
Educators who 
show improvement 
on performance 
assessments  
 



CBLH – 
Community 
Educators 



Improvement in 
pedagogy and 
content knowledge 



Teacher learning 
performance report 



Enables 
identification of 
educator learning 
needs / gaps and 
feeds into 
improvements in 
continuous 
professional 
development 
programme 
 



Annual 



OP.2.3: # of 
Community 
Educators 
regularly attending 
reflection sessions 
 



Community 
Educators and 
mentors (teachers 
from the nearest 
school) 



Attendance Attendance 
records held by 
session facilitators 
/ NFE mentors  



Prevents relatively 
infrequent 
sessions from 
limiting 
professional 
development; 
paper records to 
be kept as back-up 
 



Quarterly 



OP.3.1: % of girls 
and boys who 
complete the 
Champions of 
Change (CoC) 
curriculum journey 
demonstrating 
positive knowledge 
and attitudes on 
gender and SRHR 
 



Girls and boys in 
the programme 



Completion of 
curriculum journey 



CoC attendance 
records to be kept 
by CoC facilitators 
using attendance 
tracking system; 
CoC-specific KAP 
surveys 



Prevents relatively 
infrequent 
sessions which 
could limit 
learning; paper 
records to be kept 
as back-up 
 



Quarterly 



OP.3.2: % of 
trained CoC 
facilitators 
demonstrating 
positive knowledge 



CoC facilitators Positive 
knowledge and 
attitudes on 
gender and SRHR 



Pre- / post-test 
scores from CoC 
facilitator training 



Difficult to observe 
facilitators so 
demonstration has 
to be through 
Solstice survey 



Quarterly 
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and attitudes on 
gender and SRHR 
 



OP.4.1: % of adult 
females enrolled in 
VSLAs reporting 
increased skills in 
basic financial 
planning and 
management 
 



Adult females  Skills in basic 
financial planning 
and management 



VSLA monitoring 
tool 



The tool will 
assess relevant 
aspects for a 
sample of 
participants 



Annually 



OP.4.2: % of 
highly 
marginalised girls 
aged 15-19 
enrolled in VSLAs 
reporting 
increased skills in 
basic financial 
planning and 
management 
 



Girls aged 15-19 Skills in basic 
financial planning 
and management 



VSLA monitoring 
tool 



Same as above Annually 



OP.4.3: # of highly 
marginalised girls 
aged 15-19 
enrolled in ISOP 
vocational training 
who complete the 
programme and 
receive a 
certificate 
 



Girls aged 15-19 ISOP training 
completion / 
certification 



ISOP enrolment 
and certification 
records; VSLA 
monitoring tool 



Plan Zimbabwe 
will work to gain 
access to ISOP 
records (ministry-
run training 
programme); the 
VLSA monitoring 
tool will collect 
information from 
the girls and any 
records provided 
to them e.g. 
certificates 
  



Annually 



OP.5.1: % of 
young women and 
young men who 
feel listened to in 
community 
decision-making 
processes 
 



Young women and 
young men 



Community 
decision-making 
processes 



Community 
monitoring tool 



The tool captures 
self-reported data 
on levels of 
decision making 



Annually  



OP.5.2: # of 
communities that 
have made 
commitments to 
combat child 
marriage and / or 
support girls' 
education 
following the 
intergenerational 
dialogue process 
 



Community 
leaders 



Combatting child 
marriage and / or 
support girls' 
education 
following the 
intergenerational 
dialogue process 



Community 
monitoring tool; 
knowledge, 
attitude and 
practice (KAP) 
surveys, FGDs 
and KIIs 



Tested qualitative 
approaches that 
will capture 
lessons learned 



Annually 



OP.5.3: % of adult 
men enrolled in 
men's groups 
demonstrating 
positive 
knowledge, 
attitudes, and 
practices on 
gender equality 
 



Adult men enrolled 
in men's groups 
(community level) 



Knowledge, 
attitudes and 
practices on 
gender equality 



Household surveys 
with verified 
Gender Norm 
Attitudes Scale 
and Gender 
Equitable Men 
Scale 



Attitude scale will 
be developed to 
assess knowledge 
and attitudes 



Annually  



OP.5.4: % of 
trained CBCPC 
members 



CBCPC members 
(community level) 



Knowledge and 
attitudes around 
child-friendly, 



Pre- / post test 
scores from 



Qualitative 
approaches will 



Annually 
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demonstrating 
improved 
knowledge and 
attitudes around 
child-friendly, 
inclusive, gender-
sensitive 
approaches to 
protection 
 



inclusive, gender-
sensitive 
approaches to 
protection 



trainings for 
CBCPC members 



capture lessons 
learned 



OP.6.1: # of 
learning products 
produced from 
participatory 
research process 
 



Learning products Report output Data captured 
from consortium 
output reports 



To promote 
learning on girls’ 
aspirations 



Annually  



OP.6.2: # of sector 
learning events 
held to share 
evidence and 
learning from the 
SAGE project 
 



Learning events Event occurrence Data captured 
from consortium 
output reports and 
minutes of events 



To promote wider 
sector learning 
based on project 
findings 



Annually 



 
3.2 Adaptive management 



 
Monitoring data collected by the project will be essential for continuous learning and ensuring adaptation of 
the project’s implementation approach over time. Below are some key components of this: 
 



• Internal coordination and utilisation of data and results: Adaptative management requires a holistic 
programme approach, which the SAGE programme will maximise through the establishment of an 
internal governance structure made up of three working groups – Technical, Operational and MEL – 
made up of representatives from all consortium partners. The working groups will meet on a fortnightly 
to quarterly basis and utilise monitoring data to look at progress and also to inform the Review and 
Adaptaton Meeting with the FM. 
 



• Near real-time data and use of technology: The programme will incorporate technology where 
appropriate to maximise the possibility of gathering near real-time data and utilise it in decision-making. 
For example, by utilising the Solstice online platform, rather than waiting for quarterly or annual results 
of monitoring visits, project MEL staff will be able to remotely analyse attendance rates much more 
often. Depending on the data received, they will be able to adapt the implementation to match the 
specific needs of CBLHs and beneficiaries in different contexts. Furthermore, Plan International will be 
able to develop different types of surveys and instantly deploy them to Community Educators’ 
smartphones, requesting additional information about the situation they are encountering. This will 
generate valuable quantitative and qualitative information to guide adaptation and strengthen our ability 
to adapt in response to realities on the ground.  



 



• Coordination by district-level staff and MoPSE: However, some level of action will be expected at 
each level of data collection (site of the activity). Thus, if a District Coordinator collects monitoring 
information that has implications for the implementation in their area, the project would expect action to 
improve the situation. For example, if attendance is dropping off in particular learning hubs, then the 
District Coordinator should try to find out the issues that lie behind this. It may be that there is 
something that is happening at a more general level within the area that the causes this (local food 
security or weather issues) that cannot be solved by individual action. Similarly across districts, where 
the Head Office project team needs to take action. This will mean that data collection at each level will 
be accompanied by reflections on the meaning of the data at that level, in as much as this is known or 
understood, so that these can be considered alongside the data at a higher level (e.g. the district).  



 



• Learning and reflection mechanisms – Learning will be facilitated by regular, participatory reflection 
sessions at all levels before submitting reports to the project management. Moreover, MEL staff will be 
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able to generate dashboards and regular reports both to technical working groups and to the SAGE 
Steering Committee which will provide an important forum for generating lessons and motivating 
adaptation of the project in response to monitoring efforts. 



 
3.3 Gender equality and social inclusion 



 
The SAGE Project strives to be gender transformative i.e. to actively challenge and change harmful gender 
norms and power relations. This will be aided by the development of a Gender Strategy informed by a 
gender analysis to be conducted in the project inception phase. The project’s adherence to GEC GESI 
standards for planning and implementation will be assessed as part of the technical monitoring utilising the 
FM-mandated GESI tool on a six-monthly basis. The monitoring of Outputs 1.2, 2.1, 3.2, 5.3 and 5.4 will 
provide specific data to illustrate the programmes’ effectiveness of moving towards achieving a gender 
equality and social inclusion transformative approach.  
 
As a starting point, it will be critical to have MEL team, project staff, partners and an Independent Evaluator 
with gender and social inclusion expertise. This will be aided by induction training and guidance on gender-
sensitive MEL produced by the SAGE Programme Gender Coordinator, who will also assess staff gender 
and social inclusion awareness levels. MEL activities will assist in tracking organisational capacity and 
cultures of these two important variables, through continuous self-assessments and post-tests. 
 
All monitoring tools will collect data on key variables such as gender, disability (form and type) age and 
level of education as part of the personal demographics information. The project understands that disability 
assessment raises ethical issues in some or all contexts. We will adapt the Washington Group 
methodology5 on disability when identifying beneficiaries and, where possible, disability data will 
differentiate between the type and severity of disability of beneficiaries as we need to understand how 
different disability sub-groups respond to the intervention. We will also develop a technical guidance note 
(in consultation with Christian Blind Mission) on the right procedures to be followed while collecting data 
from persons living with disabilities.  
 



3.4 Informing intermediate outcomes and outcomes progress 
 
We will work to ensure the data we collect is of high quality to ensure that the project is able to validate and 
review its Theory of Change and achieve its intermediate outcomes and outcomes. Our monitoring 
database will contain some evidence to support findings and will be available to external evaluators and the 
Fund Manager. Monitoring dashboards and reports will provide information on factors accounting for 
changes both intended and unintended and will therefore be packaged according to the different audiences 
in the SAGE information chain.  
 
As outcome-related findings will be a major focus at the evaluation points, there will only be some very 
selective monitoring progress on outcomes for the following reasons:  
 



• Measurement is done through specialist instruments, requiring properly trained people to collect data, 
which can only be done during the midline and endline evaluation. For example, IO.2.2 – ‘% of 
marginalised girls demonstrating improved knowledge, attitudes, and practices on gender and SRHR’ 
requires a special instrument to measure. Furthermore, the two learning outcome indicators (numeracy 
and literacy measures through EGMA and EGRA) are specifically only to be used at baseline, midline 
and endline. 



• Some of the outcomes will take time to develop; for example, transition will almost certainly be 
something that occurs mainly at the end of a ‘learning year’ and monitoring this more frequently would 
be uninformative. 



 
There are, however, some Intermediate outcomes that will be monitored regularly and frequently, such as 
IO.1.1 – ‘% of girls regularly attending session in CBLHs’ and IO.4.2 – ‘% of children who are aware of 
protection mechanisms and who would report violence / abuse’. The former (IO.1.1) will be part of the 
attendance tracking system which will enable data to be collected in near real-time (though for some 



 
5 http://www.washingtongroup-disability.com  





http://www.washingtongroup-disability.com/
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CBLHs it may only be uploaded to the central database monthly) while the latter (IO.4.2) will entail reports 
of violence or abuse that will be reported monthly as a separate but related monitoring element (part of the 
safeguarding procedures). 
 



3.5 Safeguarding 
 
Safeguarding children and vulnerable adults will be central to all SAGE monitoring activities. The SAGE 
Project will assess staff capacity needs on safeguarding on an annual basis through refresher training 
sessions and self-assessments, providing the basis for recommendations on staff technical capacity.  
 
We are committed to the continuous improvement of our safeguarding efforts, which emphasise prevention 
of sexual exploitation and abuse and other forms of violence or harm. The capacity strengthening will also 
include managing the misuse of power, status, or trusted position for any sexual or other exploitative 
purposes. We will develop and implement a Safeguarding Implementation Strategy which will include a 
monitoring framework and performance indicators, with monitoring to be led by Safeguarding District Focal 
Points and the SAGE Safeguarding Coordinator. A key part of this strategy will be monitoring adherence to 
the safeguarding and protection policies by SAGE staff, volunteers, partners and contractors. Furthermore, 
when measuring IO.4.2 we will also look at the robustness of reporting mechanisms, the creation of a safe 
reporting environment and beneficiaries’ intention to report cases will be measured. Any safeguarding 
concerns or reports collected through MEL activities or feedback mechanisms will be reported immediately 
to Safeguarding Focal Points as per Plan International’s safeguarding procedures and to the Fund Manager 
as per contractual obligations. 
 
Our monitoring tools will collect information disaggregated by sex, disability, ethnicity and other relevant 
social inclusion variables. In each programme area, Plan Zimbabwe’s Safeguarding Focal Point will be 
equipped with tools to collect information on any safeguarding incidents as per Plan International’s 
protocols, with partner staff supported to utilise such tools. We will ensure that all tools involving children 
meet the safeguarding and child protection thresholds on time (simple tools with short administration 
duration); language (toolbox to contain translated versions e.g. FGD guides in local languages); and 
method (participatory and edutainment methods to be used). 
 
 



4. Key evaluation questions  
 
We have identified a number of evaluation questions (inclusive of programme-level) and several sub-
questions connected to our learning strategy (see Section 12.1) to answer through the SAGE Project 
evaluations. The questions can be grouped as follows: 
 
Evaluation of results  
 
The first three questions directly address the three outcomes – learning, transition and sustainability6: 
 
Q1. Which activities / methodologies have been most effective in improving literacy and numeracy skills 



for highly marginalised girls? 
Q2. What impact did the project have on the transition of highly marginalised girls into education / 



learning / training or work opportunities? 
Q3. How sustainable were the project activities and was the programme successful in leveraging 



additional interest, investment and policy change? 
 
Note that the Theory of Change indicates that the evidence base around both transition and sustainability 
at the outcome level is ‘Promising’ rather than ‘Strong’. The remaining outcome (learning) has a ‘Strong’ 
evidence base and thus it is more appropriate to also encapsulate it within questions that focus on 
particular aspects of the programme. An investigation of the below questions will thus relate the data 
collected for the different intermediate outcomes under this outcome: 



 
6 Questions 1-3 will entail the disaggregation of data to take account of the following: marginalisation criteria sub-groups e.g. girls 
living with disabilities; girls aged 10-14 and girls aged 15-19. 
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Q4. What are the contributions of accelerated learning programmes delivered through CBLHs towards 



the transition to formal / non-formal education by highly marginalised girls? 
Q5. What are the contributions of VSLAs and skills development opportunities for highly marginalised 



girls’ transition to (self-)employment? 
 



It is assumed that the samples for the baseline and subsequent midline and endline studies for all 
outcomes will be based on the same girls. Similarly, for some of the intermediate outcomes, the sample will 
be the same as for the outcome to enable the analysis of the linked data sets. This will be done for: 
 



• IO.1.1 – % of highly marginalised girls regularly attending session in CBLHs 



• IO.2.2 – % of marginalised girls demonstrating improved knowledge, attitudes, and practices of gender 
and SRHR 



• IO.3.1 – % of highly marginalised girls aged 15-19 participating in VSLAs who report improved access 
to financial resources 



• IO.3.2 – % of adult female VSLA participants reporting increased capacity to invest in education 
 
In addition, there will be data on pedagogy obtained from the outputs, in particular OP.2.1 – ‘# of educators 
demonstrating improved knowledge and understanding of inclusive, gender-responsive pedagogy’.7 The 
data on the above can thus be related to the learning outcome data (from indicators O.1.1 and O.1.2 on 
literacy and numeracy) to answer questions Q3 and Q4. These research questions are seen as 
explanations of the results, which will add to the results of the project on the individual and intermediate 
outcomes through an analysis of the linking of data sets on the various measures. 
 
Testing Theory of Change links 
 
There are a number of other questions on the links between transition and sustainability that will require 
additional work outside the analyses of results carried out for research questions Q4 and Q5. Two 
questions reflecting a concern specifically for transition, address both the positive and negative factors 
which enable it: 



 
Q6. What are the key factors needed to facilitate the transition of highly marginalised girls into education 



/ training / employment and to increase learning?  
─ What types of interventions are effective in building non-cognitive skills? 
─ What were the most cost-effective and impactful activities / methodologies across the 



intervention? 
Q7. How successfully did the project reduce barriers to full participation in education or vocational 



education for highly marginalised girls? 
─ How effective were programmatic elements / adaptations at contributing to the desired change? 



Q8. To what extent are CBLH activities (both the ALP and CoC sessions) contributing toward 
improvements in highly marginalised girls’ self-esteem and social networks? 



 
These questions will require some further investigation around transition as they address the contextual 
factors in transition that may not be evident in the data to answer questions Q4 and Q5. We will undertake 
qualitative research based on case studies of girls who make transitions both successfully and 
unsuccessfully and carry out a sampling of girls in different situations to reflect the issues. For example, to 
take into account location (e.g. cultural differences between communities, the degree of remoteness of an 
area); the situation of individual girls (e.g. learning needs, absentee parents, young carers, schooling 
experience); and access to / opportunities for school, employment and training. It is possible to conduct 
interviews rather than more complex case studies (which require a wider range of data and possibly be 
conducted over time). 
 
Currently there are two distinct lines in the sustainability element of the Theory of Change: community 
attitudes / engagement and the role of policy and government agencies. It would be important to 



 
7 For this observational data of community educators teaching in learning hubs will be collected through systematic observation. 
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understand these elements and how they come together (or not) to improve the life chances of girls in the 
longer term. The research question with a focus on sustainability would thus be: 
 
Q9. How and to what extent has the project fostered positive changes in gender attitudes and practices 



among different stakeholders – including girls / young women; boys / young men; mothers, fathers and 
other caregivers; and community and religious leaders – to create a more protective and supportive 
environment for highly marginalised girls? What factors have enabled or inhibited these changes?  



Q10. How do communities and government come together in a sustainable way to provide improved life 
opportunities for girls? 



 
These questions will also require case studies of communities, but will take a wider look in seeing how the 
government policy and practice affects the opportunities available for girls. 
 
Participatory research 
 
This kind of research reflects the commitment of the project to seek results as seen through the eyes and 
voices of those who benefit i.e. the marginalised girls, ensuring inclusion is central to our methodology. 
Although improvements in learning outcomes (particularly being numerate and literate) and more positive 
transitions (to school, employment or training) are measures of the impact of the SAGE Project, the 
statistical picture can under-rate the impact on the life of the individuals who benefit.8 Thus, the case 
studies indicated above for transition, could be configured to look at the impact of the programme on the life 
of girls and their families and to do this through involving them in the process of research. A potential 
research question for this could be: 
 
Q11. What impact does the project have on the life of the girls involved? To what extent has the project 



enabled changes in girls’ aspirations and agency? 
 
The investigation of this kind of research question will be the subject of a separate and later longitudinal 
participatory research piece by the Open University. 
 
Similarly, the case studies could be not just of individual girls, but of communities. This will relate to the 
sustainability element in the results, but need not be confined to this. For example, the creation of 
Community Educators and development of a number of more literate / numerate girls, some with 
employment, some creating (self-)employment, will all contribute to the community and have an impact on 
it. Clearly, if a CE were to team up with one of the girls who benefitted from the programme to create a pre-
school group, this would be a major impact completely missed by any of the evaluation data as represented 
by the results. A potential question to capture this might be: 



 
Q12. What is the impact of the project on the local community through its Community Educators and girls 



who have more life-chances and associated skills? 
 
 



5. Evaluation design  
   



5.1 Research design  
 
The SAGE Project uses an adapted cross-over design9 looking at both participant and programme 
analysis across four cohorts. Each of the four cohorts will be receiving the intervention for two years, with 
an optional third year available to both the treatment (path-finder) and comparison groups.  
 



 
8 In addition, there is the point that a 0.2 standard deviation improvement (as required by the FM) has no real educational or life 
experience meaning to an individual (e.g. it may not be the difference between reading or not). There are also critiques of the whole 
idea of ‘effect size’ as a measure of impact and hence effectiveness of a treatment e.g. Simpson (2018) Princesses are bigger than 
elephants: Effect size as a category error in evidence-based education, British Educational Research Journal, 44 (5): 897-913. 
9 As per definition in LNGB MEL Guidance p. 143. 
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The first cohort (C1A in Figure 2 below) will be our treatment group, receiving the Accelerated Learning 
Programme (ALP) intervention in 63 CBLHs across 7 districts, while the second cohort (C1B) attending 
another 36 CBLHs in the remaining 4 districts, will receive the intervention from six months later. This 
staggered approach is necessary in order for the deployment of the intervention in new districts to be done 
in a manageable way. The third cohort (C2), which will act as our comparison group, will receive the 
intervention in 33 CBLHs across the initial 7 districts, with the final cohort (C3) starting a year later across 
all 11 districts. The four cohorts will come from different geographical areas of the 11 target districts, 
identified before the baseline – see map in Section 6.1. 



 
Figure 2. Phasing of cohorts for intervention and corresponding evaluation activities 



 



 
 



We will carry out evaluations at baseline, midline and endline for all four cohorts. The C1A and C2 
baselines and endlines will be externally-led, as will the C1A midline and the C1A follow-up. The timing of 
the C1A endline could be subject to change – for instance, if at the midline point it becomes clear that most 
girls intend to stay on for the optional third year of teaching, the C1A endline could be pushed back to the 
end of the third year (however, this will need to be weighed against the cost implications). Moreover, due to 
budget constraints, the remaining evaluations will be internal ‘light-touch’ reviews and follow-ups led by 
consortium MEL staff, with potential input / support from other INGO actors in the Zimbabwe context. These 
exercises will be looking at Outcomes 1 and 2 (Intermediate Outcomes 1 to 3) only, and will be conducted 
on similarly calculated samples (proportional to the cohort size) using only the tools relevant to those IOs. 
During the endline, when some of them will coincide with an externally-led process, they will be treated as 
separate exercises. 
 
The learning and transition performance of the comparison group will enable us to understand whether 
improvements in our programming have contributed to better learning and transition outcomes for our 
target beneficiaries. This design will also allow for assessing the sustainability of our intervention for both 
the treatment and comparison groups at endline point, as this will usually happen after the first three 
cohorts have completed their ALPs (three years later in the case of cohort C1A). We will also use an 
innovative approach to attendance tracking and retention for regular monitoring (see Section 3.1) which will 
strengthen our evaluation exercises. 
 
However, our analysis will be complicated by the fact that, even within the treatment group, there may be 
different lengths of treatment for different individuals. For example, girls who have had some prior 
experience of primary or secondary education might be able to transition into a school in one year, before 
the full ALP is undertaken. Likewise, movement into either of the other alternatives can occur at any time 
within the period the programme is running, while new girls could join a learning hub later in the year. Thus, 
the analysis needs to take into account for all learners the length of their experience of the intervention.  
 



5.2 Measuring outcomes  
 
Table 3: Outcomes for measurement 



Outcome Level at which 
measurement will 
take place  



Tool and mode of 
data collection 



Rationale Frequency of data 
collection 



Outcome 1 – 
Learning 
 



Highly marginalised 
girls have significantly 
improved learning 
outcomes 
 



CBLH – Learners EGRA and EGMA – 
Quantitative 



Standard tools 
required by LNGB 



All evaluation points 











   
 



17 



 



Outcome 2 – 
Transition 
 



Highly marginalised 
girls have transitioned 
through key stages of 
education, training or 
employment 
 



Household – Learners Household survey – 
Quantitative 
 
FGD and KIIs – 
Qualitative  
 



Low-cost, 
comprehensive way to 
assess results 



Midline (1 and 2) and 
endline 



Outcome 3 – Sustainability / See Section 5.3 below 
 



Intermediate 



Outcome 1: Highly 
marginalised girls 



regularly attend 
accelerated learning 
sessions in CBLHs 
 



CBLH – Learners and 
Community Educators 



Attendance tracking 
system using mobile 
data collection platform 
and unique learner 
codes – Quantitative 



This will enable faster, 
more targeted 
adaptation 



Daily attendance data 
submissions and 
quarterly spot-checks 



Intermediate 



Outcome 2: Highly 
marginalised girls 



have increased self-
efficacy and life skills 
 



Household – Learners 
and boys in the 
community 



Dedicated tool (to be 
developed) – 
Quantitative and 
qualitative 



N/A During annual visits 



Intermediate 
Outcome 3: Highly 
marginalised girls and 
their families have 
improved skills and 
increased access to 
financial resources 
 



Household – Learners 
and adult female family 
members 



VSLA monitoring tool 
(to be developed) / 
Household survey – 
Quantitative and 
qualitative 



N/A All evaluation points 



Intermediate 
Outcome 4: 
Communities 
demonstrate more 
positive gender 
attitudes and actively 
support and protect 
girls 
 



Household –
Community members, 
including children 



Household surveys 
with verified Gender 
Norm Attitudes Scale 
and Gender Equitable 
Men Scale – 
Quantitative and 
qualitative 



Low-cost, 
comprehensive way to 
assess results 



All evaluation points 



Intermediate 
Outcome 5: Strong 
and active 
partnerships with 
MoPSE officials and 
other civil society 
actors actively 
advocate for more 
inclusive, gender-
responsive education 
policies 
 



Ministry of Primary and 
Secondary Education 
(MoPSE) 



KIIs, official 
publications / websites 
– Qualitative 



Low-cost, 
comprehensive way to 
assess results 



Midline and endline 



 
5.2.1 Outcomes 



 
Data for Outcome 1 (Learning) will be collected by the Independent Evaluator, using the standard EGRA 
and EGMA instruments to measure literacy and numeracy. The evaluators will construct the three unique 
tests for the baseline, midline and endline. For girls with certain types of disabilities, the expectation would 
be that they are given more time to complete the tests and that the Learning Assistants are available to 
support the process as agreed. We will need to ensure that the level of support provided is enough without 
causing any bias to the results achieved. The Independent Evaluator will need to identify ways to 
administer the learning assessments to a sample of girls with disabilities, drawing on their previous 
experience, our learning from Plan UK’s GEC-T project and the experience of consortium partners CBM.  
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In the case of Outcome 2 (Transition) the Independent Evaluator will verify the data collected by the project 
on the transition destinations of girls and also conduct a survey of girls as a cross-check and to collect 
some more details on context e.g. reasons. Efforts will be made to triangulate this with attendance records 
from programmes like ISOP etc. We will also use the attendance tracking system to obtain detailed records 
on the period of participation in the programme to enable the treatment effect to be analysed with this 
variable10. All the data on these two outcomes will be quantitative to fulfil the needs to report to the logframe 
milestones and targets. We will also use qualitative data collected during the baseline to explore and define 
what a successful transition means to our target communities. 
 



5.2.2 Intermediate outcomes 
 
The measurement of intermediate outcomes will be undertaken by the Independent Evaluator. 
 
Monitoring data collected over the course of the project will be used to inform / support data collected by 
the evaluators. The first four intermediate outcomes (learning hub attendance, girls’ self-efficacy, financial 
skills and resource access, and community attitudes) will require instrument development by the project 
MEL staff with support from consortium technical specialists in order to produce quantitative data for the 
logframe results. Apart from the technology involved in recording girls’ attendance we will use existing 
instruments, which will require adaptation and minor piloting.  
 
Data for Intermediate Outcome 3 (Gender attitudes in the community) will be collected as part of the 
household surveys, FGDs and KIIs undertaken as part of the Outcome 3 (Sustainability) data collection 
happening at the community level).11 Similarly, data for Intermediate Outcome 5 (National level ministry 
partnerships) will be collected by the Independent Evaluator as part of the national level of Outcome 3 data 
collection. As with Outcome 3 data, there will be qualitative analysis of these (given the limited number of 
respondents, quantitative analysis will not be relevant). 
 
Apart from the learning outcome measurement for numeracy and literacy there are a variety of instruments 
to be developed or adapted. Some require more development than others, particularly where no similar 
instrument exists (e.g. the Community Educators’ satisfaction survey) and others will require only adaption 
from existing instruments (e.g. self-efficacy questionnaire).  
 
New instruments to be developed 
 
All the instruments discussed here will undergo piloting to establish their reliability and validity: 
 



• Attendance tracking system – The recording of attendance is relatively simple, but the development will 
be in automating it through the use of technology – see more in Section 3.1. This has training 
implications for community educators in using this system, which will be part of their initial training and 
support. This will be needed for the start of the programme, but not the baseline.  
 



• Household survey on gender attitudes – Household surveys are well understood, but the developmental 
element will be to gauge community and family members gender attitudes, which will require some 
psychometric analysis to ensure it is a robust set of question items. This tool will incorporate the Gender 
Norm Attitudes Scale / Gender Equitable Men Scale (see below). As some respondents will be illiterate, 
the questions will be read out by an enumerator in the local language. This instrument will be needed 
for the baseline study.  



 



• Records of girls’ transition – This development work is relatively straightforward, in that it only requires 
as exhaustive as possible list of possible destinations of the girls after their involvement in the 
programme (combined with data on their length of time in it). These destinations will be under 
classifications of entry to school / recognised training / employment (self or other). Community 
Educators, Learning Assistants and Hub Development Committee members will work with learners to 
develop individual transition plans and identify the best ways to maintain contact after girls leave the 



 
10 This will have to be combined with attendance data for individuals. 
11 As noted below, this instrument will be developed by the project MEL staff. 
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ALP. Community Educators will also be asked to keep records of the details of transition and how a girl 
can be located both as a backstop and cross-check (though there may be issues with tracking girls after 
they leave the project). This development work will not be needed until after the start of the programme, 
assuming that transitions within the year will not be in the first months (drop-outs will nevertheless be 
recorded, along with reasons at any stage). 



 



• VSLA monitoring tool – This is a new tool, but one that will contain relative simple indicators related to 
savings, such as savings behaviour and amounts involved. This tool is required for monitoring Output 4, 
but does not need to be created until well into the first year given that VSLA activities only start later. 
Although it is primarily an evaluation instrument, it could be used to monitor savings rates on a more 
regular basis than at evaluation points. 



 



• Scorecard on satisfaction with CBLHs – This tool will assess girls’ satisfaction with the CBLH learning 
environment in terms of accessibility and safety. We are likely to be adapting an existing Plan 
International tool for this, as currently utilised in Plan UK’s current GEC-T programme. 



 



• Gender and SRHR questionnaire – This is a specialised tool we will need to develop to assess 
marginalised girls’ knowledge, attitudes and practices on gender and SRHR. 



 
Existing instruments 
 
These instruments have either been used by one of the consortium partners in a similar situation or were 
drawn from the relevant literature along with robust data on validity and reliability. Some checking will be 
required to be assured of face and content validity and then will be checked by a small trial with the 
respondent group. 
 



• Self-efficacy questionnaire – There are many such questionnaires and a search of published work is 
underway. It is expected that this will require some adaptation and possibly translation (though literacy 
may be an issue). This will require piloting with a small group of potential respondents (in another 
district from those included) to ensure it performs as expected. This instrument is required for the 
baseline study. 
 



• Gender Norm Attitudes Scale12 / Gender Equitable Men Scale13 – All three of these instruments exist 
and have been used by the partners. They will be adapted for use in this context, including translation if 
required (though literacy may be an issue). As with the above, this will require piloting with a small 
group of potential respondents and is required for the baseline study. 



 



• Attendance spot-checks and head counts during visits – This will rely on existing tools, but which will 
require some adaptation for use as part of the CBLH monitoring procedure. Paper attendance records 
will be checked against data submitted electronically.  



 



• Champions of Change MEL tools – This is a specific package of MEL tools to be used with Plan 
International’s CoC model. We will need to adapt some of these for use in our project, particularly for 
monitoring Output 3.  
 
5.3 Sustainability  



 
Table 4: Sustainability outcome for measurement 



Outcome Where will 
measurement take 
place? 



What source of 
measurement / 
verification will you 
use? 
 



Rationale  
 



Frequency of data 
collection 



Outcome 1 –  
Sustainability 



Community Household surveys, 
FGDs and KIIs with 



The most appropriate 
way of collecting 



Bi-annually  



 
12 https://www.c-changeprogram.org/content/gender-scales-compendium/attitudes.html  
13 https://www.c-changeprogram.org/content/gender-scales-compendium/gem.html  





https://www.c-changeprogram.org/content/gender-scales-compendium/attitudes.html


https://www.c-changeprogram.org/content/gender-scales-compendium/gem.html
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The project can 
demonstrate 
that the changes 
it has brought 
about are 
sustainable 



community members – 
Quantitative and 
qualitative 



information from the 
community (though 
literacy is an issue) 
 



CBLH Community Educators’ 
satisfaction survey and 
district-level activity logs  
– Quantitative and 
qualitative 
 



These are a group who 
will be literate and part 
of the project, so can be 
surveyed 
 



Bi-annually and 
quarterly (for the logs) 



System KIIs with MoPSE 
officials, district 
education staff  
Independent audit (desk 
review) of MoPSE 
initiatives – Qualitative  



The status of this group 
and the nature of the 
issues require an 
interview 
 
An audit of documents / 
initiatives will provide 
expression and 
confirmation of the 
interview data  
 



Annually and quarterly 
(district-level) 
 
Endline 



 
The indicators at the three levels provide the basis for the external evaluator to analyse sustainability 
against the sustainability scorecard:  
 



• At the community level, the household survey, focus group discussions (FDGs) and key informant 
interviews (KIIs) will provide evidence on financial resources allocated to education for girls and the 
functionality of the learning hubs. Community respondents will provide evidence through both questions 
with pre-determined responses (or figures that can be noted) as part of the survey and through 
interviews / FDGs with open-ended responses, in their own language through an enumerator. This will 
avoid any issues with literacy that questionnaires would entail. The data would be subject to both 
quantitative and qualitative analysis to provide evidence for the scorecard. 
 



• At the CBLH (learning hub) level, Community Educators will complete a questionnaire to indicate their 
satisfaction with various elements of their role and support provided to them (see below). In addition, 
district-level activity logs will enable us to analyse Hub Development Committees functionality.  



 



• At the national level, the indicators will be investigated through qualitative means and the analysis will 
reflect this. Data from interviews and document analysis will be coded and numerically analysed, along 
with a qualitative analysis and both will be reported. 



 
However, as indicated with regards to the evaluation questions, there will be a qualitative strand of 
research addressing research questions Q3, Q4, Q8 and Q9. These will be undertaken largely after the 
midline, except in the case of the OU-led participatory research which will take place after the baseline and 
continue throughout the life of the project (in as much as the girls who take part on this are willing to 
continue). This will enable learning and findings from the midline to be used in refining the approach to be 
taken in these qualitative approaches. 
 
Instrument development 
 



• Community Educators’ satisfaction survey – Although this requires development, it is relatively 
straightforward to gauge satisfaction through a number of dimensions of the work of Community 
Educators. This is not required for the baseline, as there will be no learning hubs or Community 
Educators in place at that time. 
 



• KIIs with MoPSE stakeholders, official publications / websites – The questions for this interview are also 
straightforward and will focus on a range of pre-determined behaviours of advocacy (with due 
allowance for unexpected ones). However, this will need a skilled interviewer, who has the ability to ask 
probing follow-up questions. The search for and analysis of the publications and websites will be based 
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on identifying examples of officials who are aware of the Girls' National Education Forum etc. This will 
not be required until the midline point. 



 



• District-level activity logs – These activity logs are intended to record the extent to which Hub 
Development Committees (HDCs) are functional. These activity logs will be kept by each development 
committee and project staff will monitoring them on a quarterly basis to check that they are being used 
and to gauge the nature of the activity. The activities will be analysed using a pre-determined set of 
criteria for functionality (see logframe commentary). 



 
 



6. Quantitative sampling framework  
 
IMPORTANT! As of 14 December 2018, the project has not yet identified individual beneficiaries. As per 
the revised project plan, this is scheduled between December 2018 and February 2019, at which point we 
will be updating this section. Therefore, the below section is temporarily using vulnerability criteria and 
target beneficiary numbers as per the project proposal.  
 



6.1 Target groups  
 
The SAGE Project will target 21,780 OOS girls aged 10-19 years who have either never been enrolled in 
school (an estimated 10%) or who have dropped out before completing basic education (Grade 7). Girls 
aged 10-14 and 15-19 years, will be seen as two distinct sub-groups. The learning levels of a sample of 
identified beneficiaries will be assessed at baseline. The different needs of the two age groups may 
translate into a variable length of treatment at the individual level (e.g. older girls with more experience of 
school may have more propensity for early transition) which has implications for the sampling. 
 
The girls will be located in our 11 target districts: Bulilima, Chimanimani, Epworth, Harare South, Hatcliffe, 
Imbizo, Khami, Mutare Rural, Mutasa, Mutoko, Reigate14 (a detailed list of communities is available in the 
annexed Draft Sampling Framework). We are currently intending to set up 9 CBLHs in each district, with a 
total 120 learners of all ages per learning hub per cohort.  
 
                                        Figure 3. Map of SAGE Project intervention districts and phasing 



 
 
 



 
14 Epworth, Harare South and Hatcliffe are peri-urban districts of the capital Harare, while Imbizo, Khami and Reigate are peri-
urban areas of the country’s second largest city, Bulawayo. The remaining five districts are rural. 
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Beneficiary identification  
 
The SAGE Project will target the ‘hardest to reach’ girls not only in terms of geographical isolation, but also 
socio-economic marginalisation – for instance, will will be working with highly marginalised girls both in 
remote rural areas like Chimanimani, Mutare and Mutasa, but also in peri-urban districts of the country’s 
two largest cities, such as Epworth, Hatcliffe and Imbizo.  
 
In all districts, we will undertake community mobilisation activities consisting of direct engagement meetings 
with community and religious leaders, as well as with parents and the wider community to communicate the 
SAGE approach and its value. Furthermore, the project will liaise with formal education institutions and 
authorities (e.g. MoPSE) on data and referrals for known OOS girls in those communities.  
 
Girls will be identified, contacted and recruited via house-to-house surveys, which will incorporate the 
Washington Group short set of questions on disability. Emphasis will be placed on supporting and recruiting 
girls who meet at least one of the following vulnerability criteria:15  
 



• Adolescent mothers – est. 35% of target beneficiaries 



• Adolescent married girls 



• Girls from single-parent households  



• Girls living with disabilities – est. 6% of target beneficiaries 



• Orphan girls living with their extended family  



• Girls at risk of early marriage e.g. who have a sister who was married early  



• Girls engaged in the worst forms of child labour, including transactional sex – est. 60% of target 
beneficiaries 



• Girls who have been internally displaced – est. 15% of target beneficiaries 



• Girls from Apostolic communities – est. 20% of target beneficiaries 



• Girls from ethnic minorities – est. 10% of target beneficiaries 



• Girls from migrant communities – est. 10% of target beneficiaries 
 



Consortium partners will play a key role in identifying and selecting these highly marginalised girls. For 
example, local partner AWET will build on their community links to access hard-to-reach, closed Apostolic 
communities and sensitise Apostolic church leaders about the project benefits in order for them to further 
disseminate messages to the Apostolic community. AWET will then carry out recruitment and selection of 
Apostolic girls according to the above vulnerability criteria. Moreover, consortium partner CBM will assist in 
identifying and recruiting girls living with disabilities. It will be critical to carry out community outreach to 
directly engage the girls, who are usually isolated indoors. CBM work with a network of disability-focused 
partner organisations who actively maintain databases of people living with disabilities.  
 
The SAGE Project will also engage men and boys (both OOS and from nearby schools) supporting them to 
adopt positive masculinity using Plan International’s Champions of Change (CoC) approach. The CoC 
model involves the creation of single-sex safe spaces for girls and for boys to explore issues around self-
esteem, healthy relationships and gender identity. The project also brings young men and young women 
together at various points in the curricular journey in co-educational spaces to share their experiences and 
open dialogue on gender issues. Boys and girls are then supported to engage in inter-generational 
dialogues with decision-makers in their community, to discuss gender inequality and agree positive actions 
to combat harmful practices. Young people are also equipped to conduct wider community awareness-
raising on gender, working in partnership with other youth-led civil society actors. 
 



6.2 Control groups / counterfactual scenario  
 
Because of ethical issues around working with highly marginalised and vulnerable girls (see Table 1 on p.4) 
the SAGE Project will be using a comparison group as part of an adapted cross-over design as its main 
approach to measuring additionality. The comparison group will be identified at the same time as the 
treatment group, before the baseline – were this to be done later, we would not have any group against 



 
15 Percentages will not add up to 100% as we are likely to find a significant overall/intersectionality of vulnerabilities. 
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which to compare outcomes for the treatment cohort. Due to capacity issues explained in Section 5.1 
cohorts C1B and C3 will be identified in the months before their intervention is meant to start. One potential 
challenge is the fact that the comparison group will only be receiving the intervention 2.5 years after the 
treatment group, which could make it difficult to attract, retain and track girls in the comparison group for 
the midline and baseline (before they start). See Section 6.3.3 for more details. 
 



6.3 Cohort tracking  
 
Because of capacity issues, the roll-out of the intervention will be staggered as per Figure 2 (p. 13). As 
such, our estimated treatment group (C1A) size will be 7,560 girls in seven districts, while the comparison 
group (C2) will consist of 3,960 girls from the same districts, but located in different areas. Given that 80% 
of OOS girls aged 10-14 and 41.5% of OOS girls 15-19 cited the inability to pay school fees as their main 
reason for dropping out of school16 both the treatment and comparison communities selected will be those 
most economically deprived areas, with the most OOS children in their respective districts. To ensure the 
relevance of our findings, our treatment and comparison communities will have very similar characteristics 
in terms of average household income, rural / urban split, linguistic diversity and levels of marginalisation. 
Efforts have also been made to select the initial intervention communities from geographically separate 
areas to prevent contamination.  
 
The seven districts covered by the initial roll-out represent a mix of rural and peri-urban areas (see footnote 
above) and have been selected using a mix of published official national statistics, relevant studies, as well 
as previous work and FGD exercises carried out by Plan International Zimbabwe in 2017 – see Section B 
of the project proposal. The remaining two cohorts (C1B and C3) will be tracked and assessed through 
internal reviews, as described in Figure 2.  
 
A comprehensive approach will be developed to follow up and track beneficiaries given the complexity of 
demands they face outside of the learning hub and the limited time they spend in the ALP, as opposed to a 
formal education setting. Supported by the development of a Student Enrolment, Retention and Tracking 
Procedure (to be developed towards the end of the baseline, as per MEL work plan) processes will be 
detailed on how a range of programme personnel will coordinate the tracking of students within their 
cohorts. For example, this will include individual transition plans developed by Community Educators for 
each girl, annual sample checks and follow-ups at the community level by Community Educators, Learning 
Assistants, Hub Development Committee members, consortium district-level staff, school personnel and 
government authorities, where appropriate.  
 



6.3.1 Learning cohort  
 
The learning and transition outcomes will be measured for both the treatment and comparison groups, with 
different sample sizes within a joint sampling approach. Upon identification, each girl will receive a unique 
learner code (e.g. C1A0001) against which we will be recording a number of characteristics e.g. name, age 
/ date of birth, learning ability / grade, vulnerability criteria as well as contact details. The codes will be 
printed on cards and handed out to girls (if they are lost, we will organise regular replacement rounds). 
Community Educators will use these codes to track attendance (as described in Section 3.1) as well as 
learning and transition outcomes throughout the duration of the project.   
 



6.3.2 Transition cohort  
 
At this stage, we define a ‘successful transition’ as follows: a) Schooling: Gilrs enrol in a primary or 
secondary school; b) Training: Girls enrol in a recognised training establishment / scheme; c) Employment: 
Girls are employed (and can show evidence e.g. payslip) or become self-employed and have evidence of 
an income. 
 



 
16 Ministry of Health and Child Care (MoHCC) / UNFPA (2016). Zimbabwe National Adolescent Fertility Study, Harare 
 
 





http://zimbabwe.unfpa.org/sites/default/files/pub-pdf/UNFPA%20NAFS%20Main%20Report%20%202016%20For%20Web.pdf
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The definition of a successful transition will be finalised after the baseline, with all girls from the treatment 
cohort to be followed up in their transition, be it a successful or unsuccessful transition. Note that girls who 
leave a learning hub to enrol into formal education before completing their ALP will be deemed as having 
successfully transitioned rather than dropped out. Challenges with tracking are likely to be linked to 
geographical and social mobility, with the treatment and comparison groups drawn across 69 communities 
and the target group drawn from an age group who are likely to be at a point in their lives when they are 
more mobile e.g. entering marriage and / or motherhood, moving in search of work etc. We will use the 
information obtained through our beneficiary identification household surveys to track the girls after they 
have left the CBLH. 
 



6.3.3 Replacement strategy 
 
We need to take into account the likelihood that during the life of the project some of the girls may drop out 
of the project while others may want to join after the start date of ALP. The project will develop a Student 
Enrolment, Retention and Tracking Procedure which will include a strategy for replacement or later addition 
of beneficiaries in the inception phase.  
 
The programme may also look to maintain the contact information of girls aged 8-9 years at the point of 
beneficiary identification, to whom we may offer a place later in the process, if they report no possibility of 
entering formal school. We could also carry out additional beneficiary identification exercises every year. 
However, for ethical reasons, we do not envisage turning away girls who wish to join a learning hub later in 
the programme (within certain time limits). The consultation with girls and their families will make it clear 
that entering formal education takes precedence over entering our ALP, but in some cases this may not be 
possible due to financial or geographical constraints.  
 
Review and analysis by senior programme staff will be required to ensure that the programme has reached 
its targets for enrolment. This review will occur on a quarterly basis and will utilise mapping tools to 
understand where and which learning hubs have under-enrolled and have available spaces. In the case of 
under-utilised learning hubs, there will be expectations for community and district teams to revisit 
community mobilisation methods and work with the Hub Development Committee towards increasing 
learner enrolment. This is particularly likely in the early stages of the project, when community awareness 
and trust in the programme will be nascent. On the other hand, if a learning hub is over-subscribed, we will 
prioritise girls whose situations are defined by the most marginalisation criteria. 
 



6.3.4 Power calculations and sample sizes  
 
Table 5. Standards for sample sizes for learning and transition outcomes 



Minimum detectable effect  0.2 standard deviations for learning sample; 10% for transition sample 



Level of significance  5%  



Power  95% (min. 80%) 



Attrition buffer 30% 



 
We have calculated the sample based on a 95% confidence level and a 5% interval. For both the learning 
and the transition outcome, we will use a total sample size of 1,202 girls, of which 789 will be in the 
treatment group and 413 will be in the comparison group, as per the calculations below (we will use the 
learning sample size as it is the larger one). We will not use clusters, as we intend to visit each learning 
hub. For the baseline, we will increase the sample size by 30% to a total of 1,563 (1,026 and 537 
respectively) in order to allow for attrition. The individual girls will be selected through simple random 
sampling within each district and learning hub (roughly 147 girls per district and 16 girls per hub). 
 
Table 6. Power calculations and sample sizes (computed using GPower) 



Learning  Transition 



t tests – Means: Difference between two independent means 
(two groups) 
 
Analysis: A priori: Compute required sample size 
Input: Tail(s) = One 
 Effect size d = 0.2 
 α err prob = 0.05 



z tests – Proportions: Difference between two independent 
proportions 
 
Analysis: A priori: Compute required sample size  
Input: Tail(s) = One 
 Proportion p2 = 0.4 
 Proportion p1 = 0.3 
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 Power (1-β err prob) = 0.95 
 Allocation ratio N2/N1 = 0.523 
 
 
Output: Noncentrality parameter δ =
 3.2929967 
 Critical t =
 1.6461244 
 Df = 1200 
 Sample size group 1 = 789 
 Sample size group 2 = 413 
 Total sample size = 1202 
 Actual power =
 0.9501476 
 



 α err prob = 0.05 
 Power (1-β err prob) = 0.95 
 Allocation ratio N2/N1 = 0.523 
 
Output: Critical z =
 1.6448536 
 Sample size group 1 = 713 
 Sample size group 2 = 373 
 Total sample size = 1086 
 Actual power =
 0.9501269 
 



 
6.3.5 Benchmarking  



 
The first year of the ALP aims to take learners up to the level of Grade 3 in terms of literacy and numeracy, 
while the second and optional third year aim to take them up to a level equivalent to Grade 5 and 7 
(respectively) in a formal state school. Therefore, for the learning outcome, we will benchmark at baseline 
using EGRA and EGMA tests against a sample of 15 Grade 3 girls, 15 Grade 5 girls and 15 Grade 7 girls 
from the school nearest to a randomly chosen treatment learning hub in each district, totaling 315 girls. For 
the transition outcome, we will benchmark at baseline using a short questionnaire against a sample of 20 
girls from one randomly chosen treatment community in each district, totaling 140 girls aged from 12 to 21 
(minimum and maximum ages for leaving the project after a full ALP). Neither sample will be tracked. 
 
 



7. Qualitative sampling  
 
The qualitative research we suggested in Section 4 requires case studies, FGDs and KIIs, as well as 
relevant CoC MEL tools (still to be determined) to be applied to individual girls and communities, 
Community Educators, CoC facilitators and HDC members as appropriate. These studies address different 
questions, with the first set relating more specifically to girls: 
 
Q6. What are the key factors needed to facilitate the transition of highly marginalised girls into education 



/ training / employment and to increase learning?  
─ What types of interventions are effective in building non-cognitive skills? 
─ What were the most cost-effective and impactful activities across the intervention? 



Q7. How successfully did the project reduce barriers to full participation in education or vocational 
education for highly marginalised girls? 
─ How effective were programmatic elements / adaptations at contributing to the desired change? 



Q8. To what extent are CBLH activities (both the ALP and CoC sessions) contributing toward 
improvements in girls’ self-esteem and social networks? 



 
As indicated earlier, these will consist of case studies and hence the sampling focuses on the choice of 
girls to be the cases studied. They are, however, distinct from the girls chosen as part of the participatory 
research, which is dealt with below. 
 
The key factors and barriers in research questions Q6 and Q7 have to be seen in the context of particular 
communities (as well as the more general national context). Thus, it would be prudent to enable the linking 
of data by combining the sampling of girls with that of communites to enable sampling from within particular 
communities, which themselves will be the subject of a qualitative study. This is the situation in studying the 
following question:  
 
Q12. What is the impact of the programme on the local community through its Community Educators and 



girls with more life-chances and associated skills? 
 











   
 



26 



 



The sampling for the studies associated with these three questions (Q6, Q7 and Q12) will thus be nested, 
with the communities being chosen first, then within them particular girls selected for study. The selection 
for these communities will be purposeful, with a focus on both communities which are supportive and those 
who inhibit opportunities for girls. The baseline will provide data for this selection, along with the initial work 
with communities to enrol girls into the project (which will occur prior to the baseline). It is envisaged that 
seven communities will be selected (one from each district), which reflect different contexts e.g. 
remoteness, general socio-economic level, cultural differences etc. with four being seen as largely positive 
and three largely negative towards the education of girls. 
 
Within these communities we will chose 35 girls (five in each community) to reflect differences in age, 
educational experience, socio-economic status of the family, marital / motherhood status, family 
circumstances e.g. girls acting as main carers for other children. 
 
Table 7: Qualitative sampling approaches  



Qualitative method of 
data collection  



Sampling approach Sub-groups intended 
to participate  



Intended sample 
sizes and brief 
rationale for these 
 



Limitations of the 
sampling approach 
and potential bias  



Case studies of girls Purposeful Girls participating in the 
project 



35 girls – Five from 
each of seven 
communities, one 
community from each 
district 



The criteria used to 
select will involve 
compromises, and 
other factors may 
intervene. Also there is 
an issue of drop-out 
that will introduce bias 
by reducing number of 
the more vulnerable 
girls in the sample. 
 



Case studies of 
communities 



Purposeful Communities whose 
girls are participating in 
project 



Seven communities, 
one community from 
each district (same 
sample as above) 



The limited number of 
communities will mean 
there is little chance of 
representing the range 
of these in the 
population. The criteria 
of positive and 
negative views on 
education of girls may 
not be so obvious or 
turn out to be a more 
complex situation. Both 
of these will lead to 
unpredictable bias. 
 



 
In investigating the community and national levels and their impact on the opportunities for girls, the same 
samples of communities as those for question Q12 above can be used to investigate the following two 
questions:  
 
Q9. How and to what extent has the project fostered positive changes in gender attitudes and practices 



among different stakeholders – including girls / young women; boys / young men; mothers, fathers 
and other caregivers; and community and religious leaders – to create a more protective and 
supportive environment for highly marginalised adolescent girls? What factors have enabled or 
inhibited these changes?  



Q10. How do communities and government come together in a sustainable way to provide improved life 
opportunities for girls? 



 
For the participatory studies, the sampling will be opportunistic and will reflect the willingness of girls to 
participate. This sampling will also be part of a separate design that will be submitted later. 
 
 



8. Baseline study  











   
 



27 



 



 
The SAGE Project is scheduled to start working with girls in learning hubs in May 2019. Prior to that, 
between December 2018 and February 2019, our community engagement teams will start work to 
encourage the recruitment of girls for participation in project activities, creating a detailed database of 
communities, households and individual girls who have been contacted, along with their willingness (or not) 
to take part. They will also record a range of data on the girls to enable sample selection (see Section 6). 
This database will form the basis of sampling by the Independent Evaluator. The consortium will also work 
to obtain permission for the baseline from MoPSE, then carry out sensitisation activities at district, school 
and community levels. The baseline itself will take place between February and April 2019. See more 
details in Section 13.1. 
 
 



9. Evaluation governance  
 



9.1 Evaluation steering group 
 
All external evaluations and internal review exercises for the SAGE Project will be overseen by the SAGE 
Project Steering Committee (see the Annexes for the current Governance Arrangements Plan shared with 
FM in November 2018) formed of staff from each of the consortium members, as follows: 
 



Consortium partner Job title 
  
AWET Project Manager 
CBM UK Programme Manager 
CBM Zimbabwe Project Manager (TBC) 
Econet Ruzivo Manager 
Open University Senior Project Manager  
Plan International UK GEC Programme Manager 
Plan International Zimbabwe Programme Manager 



 
The Steering Committee will sign off on all terms of reference, contracts and reports generated for and by 
evaluation exercises and any relevant internal reviews throughout the duration of the project. They will also 
ensure evaluations are properly resourced / capacitated, provide management responses and put in place 
action plans to follow up on recommendations. 
 
All terms of reference, contracts and reports will be reviewed and led by the MEL Working Group who are 
made up of the following staff: 
 



Consortium partner Job title 
  
AWET Project Manager 
CBM Zimbabwe M&E Officer 
Econet Not represented (private sector entity, no M&E staff) 
Open University Professorial Advisor 
Plan International UK MEL Specialist 
Plan International Zimbabwe MER Specialist, M&E Coordinator (x3) and Country MER 



Specialist 



   
9.2 External evaluator 



 
We intend to procure a new external evaluator through a competitive tender process, using the guidance, 
profile and ToR template provided by the Fund Manager and in line with Plan International UK’s 
procurement procedures. Following the advertisement of the ToR through relevant channels, we expect to 
receive expressions of interest (EoIs) from interested applicants. We will assess each applicant based on 
their submission and invite those who are most promising to send full proposals. These will be reviewed 
and scored by the MEL Working Group and then reviewed by Steering Committee members according to a 
common assessment grid to ensure the process is fair and effective. The key criteria include: 
 



• Evaluator(s) / team skills and competence (education, gender, social inclusion, statistics / econometrics 
and project management expertise) and structure (for teams) 
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• Experience in conducting similarly complex, large-scale, evaluations using quasi-experimental mixed-
methods approach, with knowledge of the Zimbabwe context as desirable 



• Definition of a detailed and robust methodology that are appropriate to the project 



• A sound workplan and timeline clearly listing key activities and roles during the evaluation process 



• A rigorous child safeguarding policy and ethical protocols around research, aligned with relevant 
international, consortium and GEC policies and standards 



• A budget plan that is realistic, relevant to the expected work and represents value for money 
 
Based on the above, the top three applicants will be shortlisted and invited to an in-depth interview. They 
will select the right applicant based on their ability to demonstrate technical skills and an understanding of 
the approach to implement the evaluation, as well as value for money and an appropriate team structure to 
respond to the technical and operational needs of the evaluation in-country.  
 
The evaluation consultant / organisation will be hired for the baseline. If they can demonstrate high 
standards and produce high-quality work, we will invite them to re-tender for the two midline and endline 
evaluations, which will also have to be part of a fair and transparent procurement process, with their 
experience likely to aid their selection, which could lead to consistency of approach and more efficiency.   
 
The MEL Specialist in Plan International UK will be responsible for commissioning and project managing all 
evaluation exercises, with in-country management by the Plan Zimbabwe MER Specialist and additional 
support from the project MEL Working Group and advisory inputs from the Fund Manager. Please find 
more details on the criteria and requirements in the annexed Terms of Reference for External Evaluators.  
 



9.3 Data validation 
 
Once the Independent Evaluator is contracted, they will run the entire evaluation process independently 
and autonomously, using their own staff and enumerators. The project MEL and programme staff will be 
involved to share relevant documentation with the evaluator(s) to answer any questions the evaluator(s) 
might have and to review data collection tools (some of which they will have created beforehand) and feed 
back on reports. None of the project staff will at any moment be helping the Independent Evaluator to 
collect or analyse data, or even to recruit local enumerators or staff. However, they may be involved in 
training ennumerators on the CBLH observation schedule and assess their gender sensitivity and 
inclusiveness skills as part of data collection.  
 
To validate the veracity of the data collected, the project will request that the Independent Evaluator share 
the raw dataset. This might be to ensure triangulation and cross-checking with some of the data already 
held within project monitoring systems. Any suspicious or unlikely data will be investigated at the request of 
the project MEL Working Group, with evaluator(s) expected to provide reasons and causes behind data 
that seem to be outliers or unlikely. If the problem is related to data collection procedures, the project team 
will expect the evaluator(s) to take corrective measures in due course. To reduce the errors related to 
procedure or the use of technology, thorough training must be provided to the enumerators or any sub-
contractors by the external evaluator(s) with support from the relevant project MEL staff. 
 
 



10. Data quality assurance  
 



10.1 Training 
 
The SAGE Project will use the inception phase at each evaluation point to ensure that the external 
evaluator(s) have a full understanding of the project, its objectives, its interventions and the tools being 
used to collect data, and that they are aware of expectations regarding data quality as well as Plan 
International’s approach to gender equality, social inclusion and safeguarding.  The project team and 
evaluator(s) will need to work closely to establish a common understanding of approaches and to get clarity 
on each of the tools employed.  
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Once contracted, it will be the remit of the external evaluator(s) to provide a detailed and comprehensive 
training to the enumerators and field supervisors. This training will not only look at using the tools, but also 
at research ethics, child safeguarding, disability and gender sensitivity when carrying out the evaluation. 
The project will ensure that the external evaluator(s) and their subcontractors adhere to the consortium and 
GEC policies on these areas by integrating them into all relevant contracts. Project staff will support the 
training to ensure a full understanding of the project and its context, as well as providing support for the 
session to be delivered well.  
 
In addition, there will be training for the SAGE Project MEL staff to enable them to collect monitoring data, 
especially that which monitors intermediate outcomes. This training will need to include the following: 
 



• Outline of the SAGE Project and the evaluation 



• General safeguarding and inclusive issues (including special needs of the girls) 



• Outline of the process and instruments 



• Detailed training on each of the instruments 



• Details of the procedures for data collection and handling in general 



• Ethical issues with regard to data collection (including instrument-specific issues) 



• Safe and sensitive handling of disclosures of violence  



• Details of data collection in learning hubs and communities (including obtaining permissions and 
informed consent from Community Educators, parents / carers, community representatives and the girls 
themselves, and a checklist to ensure correct data collection) 



• Data checking and submission 



• Reporting issues with data collection (debriefing) 



• Roles and responsibilities of data supervisor(s) and enumerators and of the SAGE MEL staff vs 
external evaluator(s) 



 
10.2 Piloting 



 
Following immediately from the Independent Evaluator’s training for field supervisors and enumerators, 
there will be several days of testing and piloting the data collection tools and approaches in a nearby 
community. The project MEL staff will facilitate the selection of the pilot community based on their 
accessibility and similar characteristics to the project target areas e.g. girls within the same age range, 
facing similar barriers and challenges to education etc. The evaluator(s), with potentially one or two key 
project MEL staff, will accompany the field supervisors and enumerators to the site in order to test the tools 
and approaches as if they were in the real communities. During the piloting, field supervisors and 
enumerators will be able to ask all the questions they might have or seek solutions if they encounter any 
challenges when administering particular tools.  
 
At the end of each day, the evaluator(s) will hold an after-action review (AAR) to collect feedback from the 
enumerators and field supervisors on the data collection approaches and the tools themselves. We suggest 
that the external evaluators allow for some time after the piloting stage (1-3 days) to incorporate the 
feedback and suggestions into the design and make adjustments / improvements where needed to the data 
collection tools and approaches. 
 
In Section 5.2 we identified the need for piloting instruments for both intermediate outcomes and their 
related output measures, distinguishing between new and existing instruments. Some new instruments are 
relatively straightforward, so only those where development requires trials in the field are considered here. 
Furthermore, not all new tools will require piloting prior to the baseline, so only those that do are mentioned 
below. Apart from the attendance tracking system, the following instruments require piloting: 
 



• New – Household survey on gender attitudes and questionnaire on gender and SRHR (new) 



• Existing – EGRA and EGMA tests, questionnaire on self-efficacy, Gender Norm Attitudes Scale and 
Gender Equitable Men Scale 
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The existing instruments in the above list require a trial with a small group of respondents to ensure that the 
minimal adaption for the SAGE context do not cause problems with respondents (community and girls). For 
the new instruments a more substantial development will be required that includes: 
 



• Initial design of the instrument (drawing on experience) 



• Consultation in the field with those who work with the respondents to check the face and content validity 



• Trial with a small group of respondents to ensure there are no serious problems 



• Piloting with a larger group to enable some statistical analysis to validate and check reliability 



• Managing changes to the instrument in response to this piloting 
 
Note: The translation of relevant materials into the two main local languages (Shona and Ndebele) as well 
as any other languages needed in a specific context also needs to be considered and factored into all 
relevant timelines. This is also valid for any adaptations for learners living with disabilities e.g. translating 
EGRA and EGMA tests into Braille. 
 



10.3 Data cleaning, editing and translation  
 
The external evaluator(s) will be required to provide a clean dataset of raw data to the project MEL staff as 
one of the main deliverables. SAGE MEL staff will need to go over the dataset and run some analysis to 
ensure that the results found match the results from the evaluators. Any data that is deemed very sensitive 
and needs to remain anonymous will be sanitised. Any dataset required by the Fund Manager will first be 
cleaned by the external evaluator(s) (perhaps using data cleaning software) then checked by the project 
MEL staff before being submitted.  
 
Where open-ended, qualitative responses and data are obtained, these will be transcribed and translated 
from the local language into English. At this stage it will then be subject to analysis (either coding or 
another type qualitative analysis e.g. thematic). 
 
 



11. Risks and risk management  
 
Table 8: MEL-related risks and mitigation 



Potential risks 
 



Probability of risk 
occurring over the course 
of the project 
Low / Medium / High 



Potential impact on 
project’s success 
Low / Medium / High 



Proposed actions to 
mitigate risks that have 
both significant probability 
and impact / importance 
 



Higher than expected attrition 
(at midline and beyond) due 
to factors beyond our control 
e.g. economic, political etc.  
 



High Medium  Replacement by individuals 
who meet the criteria as 
described in Section 6.3.3 
 



Contamination of comparison 
group due to geographic 
proximity or other projects 
becoming active in their area 



High Low Efforts to ensure the 
selection of comparison 
communities which are far 
away from treatment 
communities and 
comprehensive mapping 
documents showing 
programme presence 
accessible to all field staff; 
identifying and maintaining 
awareness of other projects 
starting work in our areas 
 



Occurence of safeguarding 
incidents during / related to 
MEL activities 
 



Medium  High For details on mitigation 



please see the the SAGE 



Sageguarding Self-audit 
submission 
 





https://planinternationaluk.sharepoint.com/:w:/r/sites/DevelopmentProgrammes/SAGEZimbabweHub/Monitoring%20Evaluation%20and%20Learning/Reference/GEC%20SAGE%20Zimbabwe%20Revised%20Safeguarding%20Self-audit%20Tool%20COMPLETE%20210618.docx?d=w63253329802e40629ca97290a2082344&csf=1&e=r9UycW


https://planinternationaluk.sharepoint.com/:w:/r/sites/DevelopmentProgrammes/SAGEZimbabweHub/Monitoring%20Evaluation%20and%20Learning/Reference/GEC%20SAGE%20Zimbabwe%20Revised%20Safeguarding%20Self-audit%20Tool%20COMPLETE%20210618.docx?d=w63253329802e40629ca97290a2082344&csf=1&e=r9UycW


https://planinternationaluk.sharepoint.com/:w:/r/sites/DevelopmentProgrammes/SAGEZimbabweHub/Monitoring%20Evaluation%20and%20Learning/Reference/GEC%20SAGE%20Zimbabwe%20Revised%20Safeguarding%20Self-audit%20Tool%20COMPLETE%20210618.docx?d=w63253329802e40629ca97290a2082344&csf=1&e=r9UycW
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Occurence of unintended 
negative consequences as a 
result of project MEL 
activities 
 



Medium High As per the above submission, 
we will carry out a Do No 
Harm (DNH) assessment and 
develop tools to monitor our 
DNH approach throughout 
the project life cycle 
 



Girls are re-traumatised or 
otherwise put at risk while 
discussing sensitive topics 
e.g. GBV 
 



Medium High Data collectors will be 
thoroughly trained in gender-
sensitive approaches to MEL 
and equipped to make safe 
and sensitive referrals in the 
event of a disclosure 
 



Difficulties finding the 
external evaluator(s) with the 
right standards, skill set and 
competencies 
 



Medium High Thorough procurement 
process and recruitment will 
help select consultants with 
the right profile; planning well 
ahead of time for recruitment 
and seeking advice from the 
FM when needed, as well as 
utilising external networks 
within the MEL and education 
sector 
 



Hired external evaluator(s) 
performance is not 
satisfactory 



Medium High Add quality-related 
requirements and penalties in 
the contract; MEL staff 
checks in regular meetings, 
reviews of milestones 
including fieldwork 
 



Delays and / or increased 
cost of evaluations due to 
volatility in the Zimbabwe 
operating environment 
 



Medium Medium External evaluators will be 
required to submit and 
implement a comprehensive 
risk management plan before 
each evaluation exercise e.g. 
see Section 7 of baseline 
ToR 
 



The learning agenda is seen 
as ad-hoc and not well 
embedded in project’s 
activities  



Medium Medium We will employ a 
collaborative approach to 
identify learning priorities and 
train staff on how to embed 
this in programme activities 
 



Inclement weather conditions Medium Low Data collection for evaluation 
purposes, during the rainy 
season will be avoided as 
much as possible; MEL 
activities by roving field staff 
may be limited but will 
continue by hub-based staff  
 



MEL staff turnover Low (first half) to Medium 
(second half) 



High Working with line managers 
to ensure retention; working 
with HR to set up an efficient 
handover process; ensuring 
new starters receive a 
tailored induction, including 
training where necessary 
 



Lack of records on those who 
make transitions out of the 
programme 
 



Low Medium  Monitoring of attendance, 
personal transition plans, 
annual sample checks and 
follow-ups of likely drop-outs 
or transitions by CEs, 
Learning Assistants and HDC 
members 
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Poor quality monitoring data Low High MEL training with relevant 
project staff will be held by 
the MER Specialist at the 
beginning of the project, with 
a focus on monitoring 
activities and monitoring data 
collection; follow-up training 
will be provided through the 
life of the programme 
 



 
 



12. Learning  
 



12.1 Learning strategy 
 
Improving girls’ life chances through education (learning and transition) as part of a sustainable approach, 
cannot be achieved through a piecemeal implementation of interventions – it needs to be approached in a 
holistic way, with core components influencing and reinforcing one another i.e. teaching quality, positive 
change in community gender and social norms, and active / collaborative engagement of governments and 
local authorities are key to the project’s success. 
 
For this, as part of the inception activities, the SAGE programme will look to establish a concise learning 
agenda and work collaboratively to support it throughout the duration of the project. Regular reflection 
exercises will be set up by Plan International Zimbabwe to ensure we learn as we go and are able to inform 
Fund Manager and organisational reporting and learning requirements. 
 
We will collaborate across the consortium and with all external stakeholders for the production and 
transmission of knowledge, carry out participatory research, ensuring they respond to asking questions 
qualitatively while sharing challenges, experiences and success stories. Collaborative learning activities 
can include face-to-face conversations, meetings, online forums etc. Methods for examining collaborative 
learning processes include conversation analysis and statistical discourse analysis.  
 
As per Output 6, the following activities are envisaged and budgeted for to ensure programme evidence 
and learning (including girls' own voices and experiences) are shared with key stakeholders at district and 
national level. 
 



• Short term participatory research project on the development of peer support relationships between 
NFE Mentors and Community Educators 



• Actively participating in the Education Coalition alongside civil society actors to lobby for girls’ 
education 



• Involvement in the national girls’ education events 



• Longitudinal participatory research on girls' aspirations  



• Facilitate sharing of attendance and learning data with district-level education officers for 
incorporation into national Education Management Information System (EMIS) 



 
We are committed to use an adaptive management approach, integrating project design, management 
and monitoring to systematically test assumptions in order to adapt and learn. Therefore, evidence and 
findings from regular monitoring, external evaluations and internal reviews will be used to test assumptions; 
review and reflect on implementation (including with stakeholders); strategically inform decisions to adapt 
programmatic / management components of the project; explicitly document planning and implementation 
processes and their successes and failures in order to avoid a repetition of errors; and improve strategic 
thinking and dialog process as well as strategic operations planning. 
 
We will also set up feedback and accountability mechanisms to enable our beneficiaries, partners and 
other stakeholders to not only share complaints about the project with the project team, but also share 
feedback on interventions which could include suggestions on improving or adapting specific activities. The 
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project team will be required to acknowledge all feedback and complaints received through these 
mechanisms and address / respond to the complaints in a timely way. To set up the mechanisms in the 
community and at learning hub level, SAGE Project staff will involve the stakeholders and decide 
collaboratively with them on which tools to put in place that are the most appropriate for them. This will not 
only ensure buy-in and usage, but also strengthen relationships. We will need a variety of different 
available channels to ensure marginalised groups (those who are illiterate, those living with disabilities, 
those who may not have access to a mobile phone etc.) are all able to use these mechanisms. 
 
More informally, we expect District Coordinators and other field staff, including MEL staff, to engage with 
stakeholders and gather their insights during monitoring visits, then produce observational reports when 
back in the office to share with each other and the core project team using the Project Diary on the SAGE 
Zimbabwe Hub17.  
 
Aside from operational learning, we will also join several core GEC learning clusters to learn and share 
from other GEC / LNGB projects:  
 



• Learning Cluster 1 – Teaching, learning and assessment  



• Learning Cluster 4 – Social norms  
 



12.2 Stakeholder engagement, dissemination and influencing 
 
The SAGE Project consortium sees accountability to communities as paramount. During project start-up, 
close out and throughout the lifetime of the project, we will engage with our girls, communities and schools 
on what exactly we aim to achieve and how they can feed into these processes. This will be informed by 
the development of a SAGE Programme Stakeholder Engagement Strategy in the inception phase. In all 
MEL activities, the project will be informed by a utilisation-focused approach, with the explicit aim of 
identifying the use and primary intended users of all MEL outputs, so as to increase the usability of outputs 
and increase buy-in from relevant stakeholders. For example, the baseline report will be actively shared 
with project stakeholders, including as a youth-friendly summary and which will be adapted in order to be 
accessible by girls with disabilities. Results of key evaluation points, beginning with the baseline, will be 
used to continue ongoing discussions with duty-bearers at the local level and will feed into the consortium 
partners’ national-level advocacy and campaigning. 
 
During the inception phase, a Community Participation Standard Operating Procedure (SOP) will be 
developed which will examine how to facilitate ongoing community engagement and communications.  
During project implementation, HDC members and consortium staff will aim to update to communities and 
stakeholders on project activities and what we have achieved; this will be done through ongoing monitoring 
visits, participation in community meetings and structures already in place, and the use of transparency 
boards. We will organise Annual Participatory Planning and Reflection (APPR) meetings to enable girls, 
boys and other key stakeholders to be involved in designing, reviewing and adapting the programme. They 
will be involved in key decision-making, planning for the next phase inviting beneficiaries and other 
stakeholders to share feedback. Where possible, it will be valuable to have girls and any boys involved 
support the project teams in the data collection and analysis processes (for example, by supporting to verify 
learning hub / attendance) as they will be able to provide a clear child-friendly focus on the tools and 
processes used. This will also mean they take ownership and responsibility, further contributing to the long-
term sustainability of this work.  
 
There will be a range of different techniques used throughout the project to ensure successful stakeholder 
engagement, dissemination and influencing. These will be particularly important to ensure the long-term 
sustainability of support to highly marginalised girls around education: 



 



• Participatory community workshops (co-led by HDC members) held to discuss project findings and 
discuss specific ways project legacy can continue in each community without LNGB funding.  



 
17 The SAGE Zimbabwe Hub is a SharePoint collaboration site used by the LNGB SAGE consortium. 
 
 











   
 



34 



 



• Creating publications and information that is user-friendly for all stakeholders, particularly the girls. 
Taking learning from the previous GEC projects e.g. GATE Sierra Leone, we know child-friendly visual 
flyers and posters that describe project’s interventions and impact distributed and made available in 
prominent place in communities have worked successfully. The inclusion of photos, diagrams, drawings 
and quotes (possibly including stories of change) have also proven successful. 



• SAGE consortium partners (in line with Output 6) will be responsible for leading and / or participating in  
education-focused learning events and interactive sessions with key educational actors and 
stakeholders including MoPSE and other ministries, other (I)NGOs and actors working in Zimbabwe’s 
education sector to promote the work of the SAGE Project, share and disseminate learning, and 
influence future policy and research. 



 
 



13. MEL work plan  
 



13.1 Timetable 
 
Baseline activities include initial consultation over the general approach including measurements and 
instruments, sample selection (including database preparation) instrument development, field work 
preparation and conduct, data preparation and analysis and reporting. Table 9 below summarises the C1A 
baseline workplan and a fuller version will be created separately. The assumption is that field work will take 
place in weeks 15-16. The baseline study will include the work of the independent evaluator on the three 
outcomes, as well as those conducted by the MEL team of the project, on the intermediate outcome 
indicators where data can be collected, namely: 
 



• IO.2.1 % of highly marginalised adolescent girls demonstrating improved self-efficacy 



• IO.2.2 % of highly marginalised adolescent girls demonstrating improved knowledge, attitudes, and 
practices on gender and SRHR 



• IO.3.3 Confidence in vocational skills score of highly marginalised girls aged 15-19 who participated in 
ISOP training 



• IO.4.1 % of community members demonstrating improved gender attitudes 



• IO.4.2 % of children who are aware of protection mechanisms and who would report violence / abuse 



• IO.4.3 % of highly marginalised adolescent girls citing a social / cultural barrier as a reason for non-
access to / completion of education 



 
As indicated in Section 5.2, the instruments associated with these intermediate outcomes will be part of the 
instrument development and testing in the preparation weeks prior to the baseline.  
 
Table 9: Outline work plan for baseline study 



Activity / Week 1-2 3-4 5-6 7-8 9-10 11-12 13-14 15-16 17-18 19-20 21-22 



Consultations18            



Sample 
selection19 



           



Instrument 
development & 
testing 



           



Preparation for 
field work 



           



Field work            



Data preparation 
and analysis 



           



Report 
preparation  



           



 
The draft work plan for the complete project is available in the Annexes below. 
 



 
18 These will take place initially over the MEL Framework as a whole, secondly with regard to new instruments (see Section 10.2). 
19 The first phase is the recruitment of girls to provide a database for the second phase selection in weeks 15-16. 
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13.2 Responsibilities 
 
The MEL Specialist for Plan International UK and the MER Specialist for Plan International Zimbabwe are 
responsible for the development and implementation of the SAGE Project MEL Framework. In addition, the 
SAGE Project MEL Working Group (formed of all relevant consortium MEL staff) has been set up and is 
now operational, with the following responsibilities:  
 



• Results and performance management (monitoring outputs and intermediate outcome targets) 
according to the agreed MEL Framework; target setting and tracking  



• Quality assurance of field delivery for results and making adaptation recommendations using learning 
from regular monitoring 



• Oversight of evaluation progress and the implementation of the agreed learning strategy 



• Ensuring our MEL approach is fully integrated into operations; providing leadership of technical tools 
and practice to support field teams 



• Ensuring timely inputs are provided to the Fund Manager and other consortium teams e.g. updating the 
quarterly work plan, financial reporting, internal audits etc. 



• Escalating issues of technical non-performance or concerns beyond local capacity through the Project 
Manager(s) to the Steering Committee 



 
The responsibilities of external evaluator(s) will be detailed in the relevant Terms of Reference, found in the 
Annexes below. 
 
 



 Annexes 
 
SAGE Project Logframe (Revised) 



 



GEC%20SAGE%20Zi



mbabwe%20-%20Logframe%20Revised%2014122018.xlsx
 



 



Draft Sampling Framework V2 
 



GEC%20SAGE%20Sa



mpling%20Framework%20Dec%202018%20DRAFT2.xlsx
 



Terms of Reference for External Evaluators FINAL 
 



GEC SAGE Terms of 



Reference for External Evaluator.pdf
 



 



Draft MEL Work Plan V2 
 



GEC%20SAGE%20M



EL%20Work%20Plan%20DRAFT%202.xlsx
 



Governance Arrangements Plan 
 



GEC LNGB 



Governance Arrangements Plan_14 11 2018.pdf
 



 



Draft evaluation and monitoring tools  
– Not yet available 
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DRAFT TERMS OF REFERENCE – ‘LEARNING ABOUT LEARNING’ ASSIGNMENT


Additional technical support for enhanced monitoring and use of learning assessments in the SAGE programme. 


Purpose of Assignment:


Plan International is seeking additional technical support from its existing partner (Open University) to strengthen its capacity in the monitoring and evaluation of progression towards learning outcomes in the Supporting Adolescents Girls’ Education (SAGE) programme. The onset of COVID-19 has prompted a move away from an externally contracted midline evaluation towards a reliance on internal methods. 


There are two purposes:


1) The programme recognises capacity gaps in being able to compile, analyse and disseminate findings from learning progress assessments at multiple levels of the consortium and within different stakeholder groups.  


2) A robust approach in using learning progress assessment data will also lead to other benefits, such as being able to use assessment results to guide volunteer capacity building to better aid girls’ learning experiences and influence the Fund Manager in adjusting outcomes to be measured by progress assessment findings rather than tools such as the EGRA/EGMA. 	Comment by Hetal Thukral: Has there been analysis done on the relationship between egra/egma and the PA?


Objectives:


In collaboration with the SAGE MERL and programme teams, (i) to evidence girls’ learning progress in accordance with the SAGE teaching and learning approach in ways that enable project learnings; (ii) to meet and shape Fund Manager requirements; and (iii) strengthen advocacy to the Ministry of Primary and Secondary Education (MoPSE).  


Specific Objectives: 


· To develop technical guidance paper on ‘SAGE approach to the assessment of girls' learning’.


· To develop learning progress analysis framework.


· To provide guidance and support to the analysis of IPA, MPA and EPA data.


· To provide academic and technical interpretation of the learning data analysed.


· To develop a series of qualitative case studies on the impact of girls’ learning.


· To participate in and provide guidance to Fund Manager and MoPSE discussions.


· To develop skills and capacity of MERL, programme and District team members in these areas.


Guiding Questions:


· How can progress assessment results be maximised to evaluate progress towards meeting the programme learning outcome (i.e. highly marginalised adolescent girls have significantly improved learning outcomes)?


· What does the girls’ learning mean in terms of what they can now do and how do these new skills feature/impact their lives?


· What insights can the project draw in order to better support girls’ learning in future cohorts?


· How can the project use these results to influence Fund Manager and MoPSE attitudes to evaluating and promoting girls’ learning? 


Methodology:


To undertake this assignment, The Open University will apply quantitative techniques in respect of the analysis of the learning progress assessment data; academic and technical expertise in literacy, numeracy and learn English to interpret the results; and, in addition, qualitative case study methodology to better understand girls’ lived experiences of learning progress.


Overall Timelines:


Plan International has advised for deliverables to be aligned to short/medium/long-term timelines (i.e. Phase 1, 2 and 3) respectively.


Currently, these are envisaged as:


· Phase 1: April – July 2021 (to end of Project Year 3)


· Phase 2: August 2021 – January 2022 (first half of Year 4) 


· Phase 3: November 2021 – April 2022 (middle part of Year 4)


Key Deliverables:


1) Technical guidance paper on ‘SAGE approach to the assessment of girls’ learning’.  This document articulates the overall technical approach.


2) Analysis framework and templates for dissemination to a) MERL teams b) Fund Manager c) District teams d) national government, including disaggregation of results by sub-groups at each level.


3) Support to data analysis (at least twice weekly over anticipated 4-week period of analysis).


4) Briefing to share learning progress assessment analysis results with District and programme teams and Technical and MERL Working Groups.


5) Jointly developed case studies (up to 14 individual case studies on impact of girls’ learning and a cross case analysis in each Phase).


6) Capacity development through ongoing collaborative working on deliverables 1 – 5, including three practical workshops on analysis and case study methodology.


Breakdown of deliverables across the three phases:


Phase 1: Cohort 1 MPA & Cohort 2 IPA


1. Develop draft paper on ‘SAGE approach to the assessment of girls' learning’.


To include SAGE teaching and learning principles, programme learning design, assessing learning, progress assessment tool design, validity and reliability, recording and monitoring.





2. Develop, in collaboration with Plan colleagues, analysis framework and associated templates to aid analysis, with particular reference to:


a. Midline and Fund Manager reporting requirements.


b. District Co-ordinators needs for supporting hub teams.


c. Potential for referencing back to baseline.


This will include:


i. Statistical analysis and database work to enable the production of literacy and numeracy composite scores, domain scores and colour banding of all of these, with visualisation.


ii. Database work to link learning progress assessments to background information of the girls to enable disaggregation using FM sub-groups.


This will be an iterative process, with possibilities explored and refined, as analyses are produced.





3. Provide guidance and support, as the analysis takes place by Zimbabwe MERL team, including on presentation of data.   An OU specialist will be available for equivalent of 6 days over an anticipated 4-week period of analysis for meetings and ad hoc advice and guidance.





4. Provide academic and technical interpretation of the learning progress data analysed to inform narrative for Fund Manager and to lead briefing to inform project on areas of strength and areas for development across the programme and with reference to Districts and hubs.





5. Lead on development of a series of up to fourteen qualitative case studies on the impact of girls’ learning and a cross case analysis, including exploring understandings of what girls can now do and how these new skills feature / impact their lives.  Draw on the effective practice, effective learning work to show links as to the nature of teaching experiences and practices of Community Educators that lead to these learning outcomes for girls. The research team will work in pairs of OU and Plan Zimbabwe team members and develop the case studies together.





6. Develop skills and capacity of MERL and programme team members as set out above, including three practical workshops on analysis and case study methodology.





7. Review of midline report to ensure results are accurately presented to Fund Manager. 





Phase 2: Cohort 2 MPA (for further details, see Phase 1 above)


1. Participation in meeting with Fund Manager to support dissemination of findings as presented in the midline report.





2. Further develop draft paper on ‘SAGE approach to the assessment of girls' learning’.





3. Refine, in collaboration with Plan colleagues, analysis framework and associated templates for the Phase 2 learning progress assessment data, with particular reference to:


a. National Government (central and local) for advocacy purposes.


b. Progress from IPA to MPA.





4. Provide guidance and support, as new analyses take place by Zimbabwe MERL team, including on presentation of data.





5. Provide academic and technical interpretation of the learning data analysed to inform narrative for Fund Manager and Government, and lead briefing to inform project on areas of strength and areas for development across the programme and with reference to Districts and hubs.





6. Lead on development, in collaboration with Plan colleagues, of a series of qualitative case studies and a cross case analysis on the impact of girls’ learning.





7. Develop skills and capacity of MERL and programme team members as set out above, including three practical workshops on analysis and case study methodology.


Phase 3: Cohort 1 EPA (for further details, see Phase 1 above)


1. Finalise paper on ‘SAGE approach to the assessment of girls' learning’.





2. Refine, in collaboration with Plan colleagues, analysis framework and associated templates for Phase 3 learning progress assessment data, with particular reference to:


a. Progress from MPA to EPA.





3. Provide guidance and support, as new analyses take place by Zimbabwe MERL team, including on presentation of data.





4. Provide academic and technical interpretation of the learning data analysed to inform narrative for Fund Manager and Government, and lead briefing to inform project on areas of strength and areas for development across the programme and with reference to Districts and hubs.





5. Lead on development, in collaboration with Plan colleagues, of a series of qualitative case studies and a cross case analysis on the impact of girls’ learning.





6. Develop skills and capacity of MERL and programme team members as set out above, including three practical workshops on analysis and case study methodology.





Indicative Timelines for Deliverables: 


			Deliverable


			Phase 1


			Phase 2


			Phase 3





			1) Technical guidance paper on ‘SAGE approach to the assessment of girls’ learning’





OU to write; Plan to comment





			01/01/21 – 28/05/21








			04/10/21 – 26/11/21








			17/01/22 – 11/03/22











			2) Analysis framework and templates for dissemination to a) MERL teams b) Fund Manager c) District teams d) national government





OU to lead; Plan to contribute





			06/04/21 – 16/04/21








			04/10/21 – 15/10/21








			17/01/22 – 28/01/22











			3) Support to data analysis





Plan to do analysis; OU to give capacity development & support





			19/04/21 – 14/05/21








			18/10/21 – 12/11/21








			31/01/22 – 25/02/22











			4) Briefing to share learning progress assessment analysis results





OU to lead; Plan to contribute





			17/05/21 – 28/05/21








			15/11/21 – 26/11/21








			28/02/22 – 11/03/22











			5) Jointly developed case studies on impact of girls’ learning and a cross case analysis





OU & Plan to do together; OU to give capacity development





			31/05/21 – 23/07/21








			19/11/21 – 21/01/22








			14/03/22 – 29/04/22











			6) Capacity development








			Included within above


			Included within above


			Included within above
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APPENDIX: SAGE LEVELS OF ASSESSMENT: A girl’s learning journey





			SAGE LEVELS OF ASSESSMENT





			Tool


			Internal/ External


			Administered by whom?


			When?


			Purpose


			Area(s) assessed


			Outcome





			Learning assessments





			Early Grade Reading Assessment


(EGRA)


			External


			External evaluator 


			Baseline





Midline[footnoteRef:1]
 [1:  Due to Coronavirus Pandemic midline assessment suspended.  More emphasis has been placed on programme monitoring tools by the Fund Manager. ] 



Endline


			Track progression of learning outcomes at evaluation points 


			Skills tested include Letter Sound Identification, Familiar Word, Invented Word, Short Paragraph – Word per Minute (WPM) and Comprehension.


			Aggregate average score demonstrating % increase from baseline





			Early Grade Maths Assessment 


(EGMA)


			External


			External evaluator


			Baseline





Midline[footnoteRef:2] [2: ] 






Endline


			Track progression of learning outcomes at evaluation points


			Skills tested include Number Identification, Quantity Discrimination, Missing Numbers, Addition, Subtraction and Word Problems, including multiplication and division.


			Aggregate average score demonstrating % increase from baseline





			Eligibility screening assessments





			House to house survey


			Internal


			Project MEL staff/hired enumerators


			


			Gathers information to inform project staff if girl is likely to meet SAGE eligibility criteria


			Information gathered from head of household and girl including: age, highest school grade completed, ethnicity and religion. 


			Survey data





Add to database





			Internal screening tool


			Internal


			NFE buddies/


headteachers


			Following identification as potentially eligible for the SAGE programme


			Determines if girls have gaps in basic skills >Grade 5,
eligibility for programme & potential entry level. 


			There are 5 sub-tasks for numeracy and literacy/Learning English


Number sense: Counting; number recognition; missing numbers 


Number operations: Addition; subtraction


Literacy: Speaking and listening


Learning English: letter/sound knowledge; short passage reading; reading comprehension; & listening comprehension


All sub-tasks are scored and recorded, but only 2 numeracy sub-tasks (addition/subtraction) and 2 literacy sub-tasks (reading & listening comprehension) count towards the recommendation


These sub-tasks reflect findings from the baseline that girls find these four tasks the most difficult. 


			Recommendation to SAGE team to make final decision





Add to database





			Initial Progress Assessment





			Initial Progress Assessment


			Internal


			CEs


			Welcome Week/s – complete by Week 5


Or at girl’s first attendance


			CEs to assess girls on entry to the Hub 


			There are 9 sub-tasks for numeracy
Number sense: Counting; number recognition; missing numbers; comparing and ordering; place value 


Number operations: Addition; subtraction; multiplication; division


There are 7 sub-tasks for literacy/Learning English


Literacy: Speaking and listening


Learning English: letter/sound knowledge; word reading; picture reading; short passage reading; comprehension; & writing


Other: Girls’ motivation for attending Hub


All sub-tasks are scored and recorded


			Individual programme baseline assessment scores





Add to database





			Ongoing in-module assessment





			Module 1a assessment


			Internal


			CEs


			End of Module 1a


			Ongoing assessment


			Numeracy: For girls to count, recognise, order and compare numbers.


Literacy: For girls to respond to questions


Learning English; For girls to say letter sounds and names and read tricky words.


			Progress Record Book





			Module 1b assessment


			Internal


			CEs


			End of Module 1b


			Ongoing assessment


			Numeracy: For to count, order and compare numbers and carry out simple operations.


Learning English: For girls to be able to read and understand a simple text.


			Progress Record Book





			Mid Progress Assessment





			Mid Progress Assessment


			Internal


			CEs


			End of Module 1c


			CEs to assess girls at the end of Module 1c (completion of 3 modules)


			There are 9 sub-tasks for numeracy
Number sense: Counting; number recognition; missing numbers; comparing and ordering; place value 


Number operations: Addition; subtraction; multiplication; division


There are 7 sub-tasks for literacy/Learning English


Literacy: Speaking and listening


Learning English: letter/sound knowledge; word reading; picture reading; short passage reading; comprehension; & writing


Other: Girls’ aspiration on completion of SAGE; Girl reflection on biggest success since joining SAGE


All sub-tasks are scored and recorded


			Individual assessment scores, comparison with IPA





Add to database





			Ongoing in-module assessment





			Module 2a assessment


			Internal


			CEs


			End of Module 2a


			Ongoing assessment


			Numeracy:


Using appropriate problem-solving strategies.


Learning English: To prepare a short speech and to present to an audience.


			Progress Record Book





			Module 2b assessment


			Internal


			CEs


			End of Module 2b


			Ongoing assessment


			Numeracy:


To demonstrate skills in


Number and Number Operations (addition, subtraction, multiplication, division, percentages


and decimals).


Learning English:


To demonstrate skills in independent writing, including handwriting, punctuation and content.


			Progress Record Book





			End Progress Assessment





			End Progress Assessment


			Internal


			CEs


			End of Module 2c or at agreed transition point[footnoteRef:3] [3:  Some high attaining girls may be identified as being able to transition out of SAGE onto an agreed pathway.  They may not necessarily complete all six modules.] 



			CEs to assess girls at the end of Module 2c (completion of 6 modules)











			For Cohort 1
MPA Test/Re-test


Number: Number sense – counting; number recognition; missing numbers; comparing and ordering; and number operations


Literacy: Speaking and listening


Learning English: letter/sound knowledge; picture reading; word reading; comprehension, writing


Other: Girls’ aspiration on completion of SAGE; Girl reflection on biggest success since joining SAGE


All sub-tasks are scored and recorded





For Cohort 2


IPA Test/Re-test


Numeracy: Number sense – counting; number recognition; missing numbers; comparing and ordering; and number operations


Literacy: Speaking and listening


Learning English: letter/sound knowledge; picture reading; word reading; comprehension, writing


Other: Girls’ motivation for attending Hub


All sub-tasks are scored and recorded


			Individual assessment scores, comparison with IPA and MPA.  Key is comparison between MPA test and MPA retest





Add to database

















Individual assessment scores, comparison with IPA and MPA.  Key is comparison between IPA test and IPA retest





Add to database
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SAGE Programme – Overview paper





SAGE Research Overview





Last modified: 12/04/2021








Introduction





Purpose





The purpose of this document is three-fold: 





· To streamline and align consortium strategic research interests and identify appropriate research proposals for the midline alternative (Phase 1) and for the remainder of the programme (Phase 2)


· To propose several criteria for making decisions on the selection of research


· Last but not least, to look at the research pieces proposed so far, with a tentative scoring using the suggested criteria





Definition





‘Research is defined as original investigation, undertaken in order to gain knowledge and understanding about issues critical for programme and influencing priorities, through the use of qualitative and quantitative research methodologies.’ (Plan International Research and Evaluation Agenda, July 2018)





Background





To date, SAGE research has consisted of the following:





· OU-led research strands: 


· Understanding girls’ aspirations through storytelling- three different phases


· CE / School buddy research- include current final questions


· Evaluation research questions (see Annexes)


· Gender analysis


· Emerging research interests which arise as the programme is implemented


· VSLA assessment


· Tracking and assessing girls’ progress


· Effective practice and learning


· Stories of girls’ learning gains


· Girls’ transition and dropout


· Capturing good practice





Ethics and safeguarding





This section is an updated version of the same content found in the MEL Framework:





Ethical protocols





			Category


 


			Ethical protocols





			Overall approach 


			· All those from whom data are collected will be given appropriate feedback on how the programme is affecting them and / or those who are involved in it e.g. the families of girls on a regular basis.








			Quantitative and qualitative data collection methods and tools 


			· Our monitoring will be largely survey-based (at both individual and group / household level) using mobile data collection technology to collect both quantitative and qualitative data as much as possible. 


· All external consultants will be required to comply with Plan International UK policies (including those of Plan International Zimbabwe for field work) and will be briefed on the relevant ethical standards in advance.


· Specialists within the project will examine all tools and methods from the point of view of social inclusion and gender responsiveness, as well as local sensitivities and norms (for example, schedules for interviews with the girls and communities).








			Quantitative and qualitative sampling approaches


			· Local teams will carefully identify and recruit beneficiaries via house-to-house surveys prior to the baseline using pre-defined criteria. The categories used in the structured elements of the sampling will reflect the diversity of beneficiaries that the project wants to reach. Particular efforts will be made to ensure hard-to-reach girls are included in MEL activities.


· The selection of communities will be done in an unbiased way as per the Fund Manager MEL Guidance. The SAGE Project will use purposive sampling within each district and CBLH. 








			Quantitative and qualitative data collection process


			· We will ensure that written consent from parents / carers is secured for participation in activities and comply with Plan International policies regarding videos, photography and the use of information. Assurance will be given that any information collected will be confidential and will not be used for any purpose other than the stated purposes, which will primarily be to improve the work of the SAGE Project. Consent will also be obtained from young people themselves, using youth-friendly tools. Participation of young people and / or usage of information and / or images and video can only take place after consent is obtained from both parents and young people. We will clearly communicate that consent can be withdrawn at any point without fear of losing any of the advantages delivered through the project.


· We will prepare consent forms for each of the informants involved and it will be important to use them in conjunction with the information sheets for each of the respondents.


· Forms and processes for obtaining consent will also be reviewed and adapted in line with the particular needs e.g. literacy levels, disability etc. 


· We will aim to have only female staff members conducting interviews and focus group discussions with girls, especially in cases where sensitive information is being discussed. If this is not possible, we need to have a female present, with the option to pull out of the exercise if girls are not comfortable with this arrangement. 








			Recruitment, training and supervision of personnel


			· External contractors will be recruited in accordance with the Fund Manager’s relevant guidance and vetted before commencing work. They will also be required to sign and adhere to Plan International's relevant policies Internally, HR will review employees’ level of contact with children, access to child data and the level of prevention checks needed for all relevant post-holders on an annual basis.


· Project staff will receive ethical training and sensitisation to the needs of the girls who will benefit from the programme, in addition to the usual ethical principles of data collection with which they are familiar.


· External evaluator ToRs and the relevant selection procedures will include criteria relating to ethical issues and their procedures of ensuring ethical processes will be examined. 


· The training of enumerators will include ethical issues and protocols. Project staff will be involved in this training to ensure the particular needs of the girls, their families and communities are respected. 


· Any staff that will be collecting information on violence against girls will be trained in sensitive interviewing strategies (for instance, asking about hypothetical situations rather than probing for personal experience) and in how to make safe and sensitive referrals in the event of a disclosure. 


· The supervision of field work will include examining ethical procedures and they will report to the SAGE lead on ethics.








			Data recording, storage, analysis and reporting 


			· The MEL team is responsible for ensuring all data are entered correctly into the mobile data collection platform for internal pieces. External contractors will do the same for the pieces they are responsible for.


· All electronically collected data will be securely stored at all times and will only be accessible to consortium staff using authorised accounts. Our external reporting will not contain any personal or sensitive data.


· Any paper-based records (such as attendance sheets) will be securely stored at CBLH level and only accessible to Community Educators, consortium staff and external contractors.














[bookmark: _Toc530154934]Safeguarding of children and vulnerable adults





· In line with the GEC Do No Harm Policy, our dedicated SAGE Safeguarding Coordinators are responsible for the mainstreaming, implementation and monitoring of child safeguarding and any protection risks within and outside the project, covering both staff and external evaluators. 


· Safeguarding training and monitoring will be carried out on a regular basis.


· Additional safeguards will be put in place given that our target beneficiaries are highly marginalised and vulnerable adolescent girls (some of whom are living with disabilities, others who may be survivors of gender-based violence (GBV) including child, early and forced marriage) and that sensitive subjects like SRHR will be included in MEL activities. The consortium-level risk register includes safeguarding risks, mitigation measures and escalation procedures. 


· Meeting safeguarding requirements will be a key criteria in the selection of external contractors. They will then set out detailed safeguarding measures as part of their inception report(s), which the consortium will monitor closely throughout each research exercise.


· More details on the above can be found in the SAGE Self-Audit Submission and the SAGE Safeguarding Strategy.








Consortium research priorities





Below are the research priorities as identified by partners in the SAGE consortium:





AWET





· Impact of the SAGE interventions on child protection issues within the Apostolic community





CBM (UK and Zimbabwe)





· Impact of Covid-19 on GWDs and have we adapted as expected


· Effects of disability inclusion trainings on CE’s knowledge, attitudes and practices


· Changes to learning outcomes of GWDs following support through assistive devices


· Changes to learning outcomes of GWDs following hub adaptations


· Changes in knowledge attitudes and practices in the community in relation to how they understand disability and has it reduced discrimination in community settings





Open University





· Understanding girls’ aspirations through storytelling


· CE / School buddy research


· Tracking and assessing girls’ progress





Plan UK / GH





Plan UK currently does not have its own research agenda, instead it seeks to align itself with Plan International’s Global Hub research and evaluation agenda, which defines the following areas of interest:





Inclusive quality education: 





· Strategies for NGOs to increase access to inclusive education


· Approaches for gender-transformative, quality inclusive pedagogy


· Understanding the role of schools in keeping girls safe and protected


· Developing relevant digital skills for girls through education


· Effects of girls’ participation in school governance on inclusive quality education and active citizenship





Youth employment and entrepreneurship:





· Impact of economic migration on women and communities, especially young women


· Plan International’s role in influencing private sector practice for equality and diversity


· Economic recovery for communities affected by disaster or conflict, with a focus on girls


· Transition to employment for young people graduating from non-formal education


· Barriers and enablers to young women’s asset creation and labour force engagement





Girls, boys and youth as active drivers of change:





· Redefining youth leadership


· Methods of influencing decision-making processes


· Youth activism in the context of shrinking civil space


· Young women’s pathways to power


· The effect of youth movements on policy and gender norm change





Sexual reproductive health and rights:





· Understanding and addressing the SRHR needs of 10-14-year olds


· Accessibility to quality and inclusive SRH services for children, adolescents and youth


· Approaches to support married adolescents, pregnant girls and young mothers


· Relationship between policy, norms and practice on CEFM





Early childhood development:





· Men’s engagement in ECD


· Understanding and addressing the impact of gender socialisation on young girls and boys


· Supporting parents / caregivers in alternative family structures to provide nurturing care


· Effective parenting / caregiving programming in humanitarian settings


· Learning from implementation of Plan’s CLAC approach in different contexts





Protection from violence:





· The effectiveness of CBCPMs in protecting children from violence


· The effect of intimate partner violence and family violence on girls and boys


· Involving children in their own protection 


· Power dynamics and gendered social norms 


· Gender and the worst forms of child labour





The full GH research and evaluation agenda contains more specific suggestions for each of the above categories and is available here: 





https://planinternational.sharepoint.com/sites/planetapps/Programmes/ProgrammeLibrary/GLO-Research_and_Evaluation_Agenda-Final-IO-Eng-jul18.pdf 





Plan Zimbabwe





The CO does not have a specific research strategy, but any strategy should support the influencing agenda (still in draft). Current suggestions include:





· How GWDs are impacted by our intervention 


· How Apostolic girls are impacted by our intervention – particularly with respect to social norms 


· Attendance of hard to reach beneficiaries, what affects it, what we can do to improve it








Criteria for prioritising future research





Working on the assumption that the consortium will be looking at proposals put forward for research, the following criteria are proposed for prioritising them:





· Alignment – Does the research proposal align with any existing research priorities / gaps? If so, which and for what organisation?


· Impact – What level could the research impact – beneficiary, community, district, national / consortium?


· Applicability – Could the potential findings / recommendations be implemented within the project and if so, what level of effort would that entail?





The above could be scored on a scale of 0 – None / 1 – Weak / 2 – Moderate / 3 – Strong for alignment and applicability (where the score is higher for alignment with more organisations’ priorities) and 1 – Beneficiary, 2 – Community, 3 – District, 4 – National / Consortium for impact, with a minimum of 1 and maximum of 11. 





Minimum scores have not been considered, but this could be an option – for instance, a minimum total score of 7/11 and/or no proposals going through if they score the minimum for any category.





Current research proposals





Proposal 1 – Haifa Ungapen, Safeguarding Advisor at Plan UK





· An internal reflective process-focussed learning piece on safeguarding processes adopted in SAGE, with a possible option to correlate our experience in SAGE with our experience on the other two GEC projects happening within Plan UK. The driving questions for this piece would be:





· What type(s) of dynamic(s) did the FM-led safeguarding processes result in at the level of Plan UKNO, Plan Zimbabwe, and our partners and how did these contribute to advance or hinder safeguarding?


· At the level of implementation, what effectiveness did these processes drive?


· At the level of implementation, what added value – if any – did these processes drive?


· Based on all the above, what lessons and recommendations would we have for similar projects going forward?





Proposal 2 – Haifa Ungapen, Safeguarding Advisor at Plan UK





· An impact / outcome-focused piece of research on safeguarding/protection/gender, which I am very happy to say is now much clearer in its scope and question. This idea has come from 1) the work Mercy has put into the safeguarding procedures for the recruitment and disengagement of volunteers; 2) a conversation I had with Tsungai around emotional abuse; and 3) a conversation I had with Caroline around sustainability. 





All of these have really brought to the fore how, by surrounding itself with a safeguarding bubble, a project that essentially focussed on education while applying a gender-transformative lens / approach to it, acted as an entry point into community-based protection discourse and systems strengthening, with implications on transforming gender norms and on sustainability of change. The questions then become:





· How does the shift from putting the onus on communities to strengthen their child and VAWG protection mechanisms to holding ourselves accountable first, through safeguarding, impact the protection landscape in communities?


· What about this approach has worked, especially in terms of:


· Supporting gender transformative dimensions of the project


· Addressing emotional abuse (on top of physical and sexual abuse)


· Promoting a sustainable approach within our organisation and within communities (at district level, at national level)





Proposal 3 – Olga de Biaggio, UKNO Gender Advisor





“… it might be worth exploring a bit more how different girls can be reached, and also how effective the communication through different means can be. Maybe a research question we could include in the midline alternative [could be]: 





· What have been the main challenges but maybe also some of the successes of trying to continue the work of the hubs during Covid?”





Proposal 4 – Caroline Dean, UKNO Programme Manager





· CD to add question on attendance tracking and enrolment based on Teaching & Learning meeting.





Additional proposals





1. Cristian Anton, UKNO MEL Specialist, supporting Plan Zimbabwe’s question ‘Attendance of hard to reach beneficiaries, what affects it, what we can do to improve it’ 


2. Cristian Anton, UKNO MEL Specialist, supporting CBM Zimbabwe’s question ‘Impact of Covid-19 on GWDs and have we adapted as expected’


3. From Plan International’s agenda: ‘Effective approaches to reach 10-14 year olds with information, support and services in development and emergency contexts’


4. Olga de Biaggio, UKNO Gender Advisor at Plan UK: ‘How effective is it to conduct some of the training / group activities remotely?‘





Ranking





To aid selection, consortium members will be asked to assess the priority of each research question on a phase-based approach. The below is an example of how some of the current research proposals could be ranked, as follows:





			Proposal no.


			Alignment


			Impact


			Applicability


			Total score


			Comments





			Proposal 1


			0


			4


			1


			5


			Reflective piece which is not directly aligned to any research priority, but could have impacts at the consortium level. As it is looking back, some of the findings may have applicability for the remainder of the project, but the level of effort is unclear.





			Proposal 2


			1


			4


			2


			7


			Reflective piece with potential links to Plan’s protection from violence research priority area, with and which could have impacts at the consortium level. May have more applicability for the remainder of the project as it is broader in scope.





			Proposal 3


			0


			4


			3


			7


			Reflective piece which is not directly aligned to any research priority, but could have impacts at the consortium level. May have good applicability for the remainder of the project as it is broader in scope.











As things stand, the current research proposals do not appear to be well aligned with organisational research priorities within the SAGE consortium, though they could have some impacts at the consortium level, with Proposal 3 having the most applicability. 








Next steps





Proposals could be scored by several relevant consortium staff as part of a survey and an average score calculated to decide which one to pursue. 





Should existing proposals not meet the set criteria, the consortium should endeavour to identify research priority areas that align with most organisations’ agendas and then explore questions within them (these are available for each of Plan International’s GH agenda – see link above).








Annexes 





[bookmark: _1._Key_evaluation]1. Key evaluation questions 





The stated evaluation questions for the SAGE programme (as stated in the MEL Framework) are as follows:





			Question





			1. Which activities / methodologies have been most effective in improving literacy and numeracy skills for highly marginalised girls?





			2. What impact did the programme have on the transition of highly marginalised girls into education / learning / training or work opportunities?





			3. How sustainable were the programme activities and was the programme successful in leveraging additional interest, investment and policy change?





			4. What are the contributions of accelerated learning programmes delivered through CBLHs towards the transition to formal / non-formal education by highly marginalised girls?





			5. What are the contributions of VSLAs and skills development opportunities for highly marginalised girls’ transition to (self-) employment?





			6. What are the key factors needed to facilitate the transition of highly marginalised girls into education / training / employment and to increase learning?


· What types of interventions are effective in building non-cognitive skills?


· What were the most cost-effective and impactful activities / methodologies across the intervention?





			7. How successfully did the programme reduce barriers to full participation in education or vocational education for highly marginalised girls?


· How effective were programmatic elements / adaptations at contributing to the desired change?





			8. To what extent are CBLH activities (both the ALP and CoGE sessions) contributing toward improvements in highly marginalised girls’ self-esteem and social networks?





			9. How and to what extent has the programme fostered positive changes in gender attitudes and practices among different stakeholders – including girls/young women; boys / young men; mothers, fathers and other caregivers; and community and religious leaders – to create a more protective and supportive environment for highly marginalised girls? What factors have enabled or inhibited these changes?





			10. How do communities and government come together in a sustainable way to provide improved life opportunities for girls?





			11. What impact does the programme have on the life of the girls involved? To what extent has the programme enabled changes in girls’ aspirations and agency?





			12. What is the impact of the programme on the local community through its Community Educators and girls who have more life-chances and associated skills?











2. Gender analysis questions





The gender analysis (part of the baseline) explored the following research questions:





			1. [bookmark: _Toc7640891]What are the aspirations of highly marginalised out-of-school girls in the SAGE target areas of Zimbabwe? How do these differ by subgroup? What are the expectations of highly marginalised girls (and boys) in the SAGE target areas of Zimbabwe? How do these differ by subgroup?








			2. What are the sociocultural norms and the practices that impact highly marginalised adolescent girls’ (and boys’) ability to enrol in, regularly attend and successfully engage in accelerated learning sessions in community-based learning hubs (CBLHs) or other SAGE activities?








			3. What type of support for adolescent girls’ rights and education exists and can be leveraged within target communities?
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Annex 10 - Data analysis of IPA and MPA results by sub-groups

Below are the literacy and numeracy scores presented for IPA and MPA across sub-groups, initially as tables depicting the totals across sub-groups for both subject areas, then using graphs which depict the colour banding to denote learners' alignment to the primary grade system. While this data cannot be presented as progress data across the same cohort, it presents a snapshot of two different cohorts with emerging themes within each data point, which align to particular sub-groups. 

IPA and MPA literacy and numeracy results presented as total mean scores by sub-groups 

Total mean IPA scores by sub-group:

Table 1: IPA literacy mean – all girls: 37.2  

		Literacy (total possible 81)



		Subgroup

		# Girls assessed

		Minimum

		Maximum

		Mean



		Married girls

		39

		20

		81

		54.9



		Young mothers

		46

		12

		81

		57.1



		Apostolic

		413

		0

		81

		39.8



		Girls with disabilities

		33

		0

		73

		15.3



		Ethnic minority 

		0

		 

		 

		 



		NBTS

		81

		0

		74

		28.8



		Engaged in labour

		676

		0

		81

		37.9





 

Table 2: IPA numeracy mean – all girls: 23.6

		IPA Numeracy (total possible 52)



		Subgroup

		# Girls assessed

		Minimum

		Maximum

		Mean



		Married girls

		39

		0

		52

		24.3



		Young mothers

		46

		0

		52

		30.1



		Apostolic

		413

		0

		52

		25.3



		Girls with disabilities

		33

		0

		50

		11.1



		Ethnic minority 

		0

		 

		 

		 



		NBTS

		81

		0

		42

		20.4



		Engaged in labour

		676

		0

		52

		24





 

Total mean MPA scores by sub-group

Table 3: MPA literacy mean - all girls: 58.5

		MPA literacy (total possible 87)



		Subgroup

		# Girls assessed

		Minimum

		Maximum

		Mean



		Married girls

		1170

		0

		87

		62.2



		Young mothers

		1415

		0

		87

		62.4



		Apostolic

		1492

		0

		87

		57.8



		Girls with disabilities

		158

		0

		85

		45.7



		Ethnic minority 

		171

		0

		87

		63.7



		NBTS

		132

		0

		86

		31



		Engaged in labour

		2618

		0

		87

		58.4





 

Table 4: MPA numeracy mean – all girls: 33.2

		MPA numeracy (total possible 52)



		Subgroup

		# Girls assessed

		Minimum

		Maximum

		Mean



		Married girls

		1170

		0

		52

		32.8



		Young mothers

		1415

		0

		52

		33.7



		Apostolic

		1492

		0

		52

		33.1



		Girls with disabilities

		158

		0

		52

		26.4



		Ethnic minority 

		171

		0

		52

		39.2



		NBTS

		132

		0

		52

		23.3



		Engaged in labour

		2618

		0

		52

		33.1





 

 Results by colour band for each individual sub-group



Married Girls

IPA literacy total scores - married girls:	

[image: ]



 

  

IPA numeracy total results - married girls:

[image: ]



IPA results for married girls within literacy denote higher scoring in the pink and yellow colour bands at 44% and 41% respectively, with no married girls presenting within the while colour band of 0-15 (no score). Within numeracy, the weighting of married girls at IPA within the 0-15 range (no score) is 38% with the remainder spread across the pink and yellow colour bands, at 18% and 44% respectively. 

 

MPA literacy total scores – married girls:      

[image: ]    

 

MPA numeracy total scores – married girls:

[image: ]

 

MPA results for married girls for literacy are weighted to the yellow colour band at 59%, an increase in totals achieving grade 5+ from the totals for married girls at baseline, showing learner progression after a year of programme exposure. There are lower proportions of girls scoring below the equivalent of grade 2 at 2% and 4% respectively. 

For numeracy at MPA a total of 18% of girls present as achieving scores less than grade 2 equivalent. This is the most significant development across the married girl datasets, given thatat IPA, 38% of married girls scored 0-15 (no score) for numeracy. This progression can be aligned to the programme's recognition of challenges faced within numeracy for this sub-group at IPA and its programmatic focus on addressing the lack of any accumulative learning in numeracy.

Apostolic girls

IPA literacy total scores - Apostolic girls:

   [image: ]

IPA numeracy total scores - Apostolic girls:

 [image: ]

Apostolic girls at IPA across literacy and numeracy present with similar weightings across the four colour bands for literacy and numeracy, with the highest scores for both within the pink colour band (grade 2-4). 15% and 24% of Apostolic girls gain a 0-15 (no score) across literacy and numeracy respectively. 

MPA literacy total scores – Apostolic girls:   

   

 [image: ]

 

 

 

MPA numeracy total scores – Apostolic girls:
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The MPA Apostolic cohort is comprised of 1462 of girls from the MPA total of 2714 presented here. Apostolic girls from Cohorts 1 and 2, captured at MPA, present with a high proportion of girls within the pink and yellow colour bands (52% and 45% across literacy and numeracy respectively) The weighting of the girls in the pink colour band (grade 2-4) is significantly higher at MPA than at IPA, along with a far higher proportion of girls at MPA presenting within the yellow colour band (grade 5+) from 16% to 52% for literacy and from 22% to 45% for numeracy. This shows that over half of the Apostolic girls to complete the MPA at this data point demonstrate grade 5+ in literacy with a smaller proportion just under half demonstrating the grade 5+ equivalency in numeracy. 

Young Mothers

IPA literacy total scores - young mothers:
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IPA numeracy total scores - young mothers:
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At IPA, young mothers score with a high proportion across the pink band (grade 2-4) at 35% and yellow bands at 52% for literacy.  For numeracy, the yellow band (grade 5+) score is also high at 54% but with 30% of girls also showing as 'white' (no score) and no girls scoring in the blue band. 

MPA Literacy total scores – young mothers:

[image: ]

MPA Numeracy total scores – young mothers:
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Within the MPA scores for young mothers, 60% of those assessed for literacy and 48% for those assessed for numeracy are within the yellow band (grade5+), with a small decrease in Numeracy attainment at MPA than IPA with a smaller proportion 48% scoring in the yellow band (grade 5+).

Young mothers have the same 2% (no score) at IPA as at MPA. There are increases in girls scores across the blue (ECD- Grade 2) and yellow (grade 5+) colour bands, suggesting improved learner scores at MPA than IPA for Literacy. For Numeracy there are more significant changes for young mothers within the IPA and MPA cohort scores. At IPA, numeracy scores included 30% within the white (no score) colour band; for the MPA cohort this had fallen to only 9% of learners within this sub-group. Although the yellow (grade 5%+) colour band score had dropped slightly, there was an increase in the blue (ECD-Grade 2) from 0 to 8% and pink (grade 2-4) colour bands 15% to 35%. Overall, there were significantly higher scores for numeracy at MPA than at IPA.

Girls with disabilities 

IPA literacy total scores - Girls with disabilities:
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IPA numeracy total scores - Girls with disabilities:
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Girls with disabilities had the highest proportion within the white (no score) colour bands, with 70% for literacy and 67% for numeracy, with an even spread of the remaining girls across the other colour band grade equivalencies. This aligns to the overall findings of the EGRA and EGRA testing of literacy and numeracy at Baseline (insert ref) with this sub-group, demonstrating the least ability to demonstrate prior literacy and numeracy skills acquisition. 

MPA numeracy total scores – Girls with disabilities:
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MPA literacy total scores – Girls with disabilities: 
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Within the cohort of girls with disabilities captured at MPA, who had received one year's exposure to the programme (completing the programme to module 1C) the scores are significantly better than those who performed at IPA. Literacy scores show a reduction from 70% ‘no score’ to 24% as ‘no score’, from 12% to 10% for blue (ECD- Grace 2), from 12% to 30% for pink (Grade 2-4) and from 9 to 41% for yellow (grade 5+). 

The MPA cohort of girls with disabilities scoring for numeracy shows similar improvements to those for literacy. The white (no score) colour band girls have decreased within this subgroup from 67% to 30%, with the pink colour band (grade 2-4) increasing from 18% to 30% and the yellow colour band (grade 5+) increasing from 9% to 33%. The datasets taken from girls who fall within this subgroup category at baseline, to those assessed at IPA and then the subgroup at MPA, show that girls with disabilities within the programme are able to demonstrate significant improvements at each data capture point. 

Never been to School

IPA literacy total scores - Never been to school:
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IPA numeracy total scores - Never been to school:
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At IPA, girls who had never been to school showed higher white colour band (no scores) than other sub-groups, with the exception of girls with disabilities, with 33% for literacy and 37% for numeracy. Scores for blue (ECD- grade2) for literacy were 23% and for numeracy 14%. 38% of girls scored within the pink colour band (grade 2-4) for literacy and 37% for numeracy. Few scored in the yellow band (grade 5+) with 5% for literacy and 14% for numeracy. Although the 'no-scores' were low, there was still a relatively high proportion of girls who could demonstrate transferrable knowledge and skills even without any prior schooling.

MPA literacy total scores – Never been to school:

[image: ]



MPA Numeracy total scores – Never been to school:
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From the cohort of girls assessed at MPA who had never been to school a small number of girls moved across the colour bands for literacy and numeracy, with an increase from 5% at IPA to 15% at MPA in the yellow band for literacy and 14% at IPA to 21% at MPA for numeracy. Those presenting as having 'no score' remained predominantly static from IPA to MPA, with IPA literacy scores of 33% and MPA scores of 37%; for numeracy this was recorded as 36% at IPA and 35% MPA. Girls who have never been to school show limited improvement in scoring of the IPA and MPA cohorts.  This highlights that attention needs to be paid to adaptations for girls who present with this sub-group demographic characteristic. The total number of girls this relates to is 87 girls assessed IPA and 132 at MPA.

 

Engaged in labour

IPA literacy total scores - Engaged in labour:
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IPA numeracy total scores - Engaged in labour:
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The 'engaged in labour' sub-group category includes the majority of girls assessed at IPA (676 of the 756 total) and MPA (2618 of the 2713 total). At IPA, just under half of all girls presented as equivalent to grade 2-4; the pink band for numeracy was reported at 42% with a slightly lower result for numeracy. The white colour band scoring girls amounted to 26% for numeracy and 18% for literacy.

 

MPA Literacy total scores – Engaged in labour:

[image: ]

 

 

 

 

 

MPA Numeracy total scores – Engaged in labour: 
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At MPA, girls engaged in labour (the largest data set analysed across the sub-group categories) demonstrated that, after a year’s exposure to the programme (up to module 1C), 54% of girls scored in the yellow band (grade 5+) for literacy, up from 16% of those girls assessed at IPA. For numeracy, the yellow band scoring was 47%, up from 18% of those girls assessed at IPA. Far fewer girls at IPA scored in the lowest grade equivalency white colour band (no score) at 6% for literacy and 11% for numeracy.  Increases can also be seen across IPA to MPA in literacy and numeracy, across both the blue (ECD- grade 2) and the pink (grade 2-4).

 

Ethnic Minority 

 

The IPA cohort data presented here did not include any girls from ethnic minorities.

MPA Literacy total scores – Ethnic minority: 
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MPA Numeracy total scores – Ethnic minority:
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The MPA data set for girls from the ethnic minorities’ subgroup includes 171 girls assessed at MPA only. However, the findings display that a very high proportion of girls (65% for literacy and 71% for numeracy) demonstrate that they are scoring within the yellow colour banding (grade 5+). The highest score of any sub-group analysis for literacy across both subject areas.

 

Summary of subgroup analysis findings

· Girls with disabilities at baseline and IPA presented as having the lowest scores of any sub-group characteristics. When assessed within the MPA, this cohort made significant gains in literacy and numeracy skills and knowledge acquisition. 

 

In response to the findings the ATL team have developed the programme and approach as per the areas listed below.

Corresponding programme adaptations; Community Educator professional development; curriculum and resource development:

· Scale up the capacity of CES in handling girls with disabilities through reinforcing the use of the SAGE disability directory this will strengthen CES capacity in supporting not just learners with sensory impairment but a wide range of disabilities through adjusting teaching strategies when delivering numeracy and literacy concepts. This intervention can be facilitated virtually through the assistance of TTCs, CBM and OU.   

· Provision of adapted materials brailed books, audios and radios, large prints and fonts to enable learners to access content and continue practicing learning both at school and home. 

· Pilot the use of TTCs in assessing learners with disabilities for effective screening, IPAS, MPAS, EPAS and reflect the true picture of the learners performance level. (proposal 1 hub per P.A)

· Targeted hub specific CPD on how to support learners with disabilities as a way of strengthening and follow up centralised training which assumes all the hubs and personnel have similar challenges.
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2.  Executive summary 


Background 


Supporting Adolescent Girls Education (SAGE) is a 6-year programme funded by the United 
Kingdom’s Department for International Development (DFID). It is being implemented by a 
consortium of diverse partners led by Plan International UK and supported by Apostolic Women’s 
Empowerment Trust, Christian Blind Mission (CBM), Econet, Open University and Plan 
International Zimbabwe.  


Working across 11 districts in 
Zimbabwe, SAGE aims to support 
21,780 marginalised girls aged 10–
19 to improve their learning 
outcomes and transition to further 
education or employment. SAGE 
will implement accelerated non-
formal education (NFE) in 132 
community-based learning hubs 
(CBLHs) with a focus on learning, 
transition and sustainability (Figure 1). 


Approach  


The external evaluation of the SAGE programme employs a mixed-methods, longitudinal, cross-
over design. The evaluation utilises data from learning assessments, a package of quantitative 
and qualitative instruments and ongoing project monitoring tools. The variety of tools, respondents 
and methods allow data to be triangulated and linked across evaluation questions and project 
outcome indicators. Because SAGE will roll out activities in a cohort design across 4 cohorts, the 
evaluation uses subsequent cohorts as a comparison group. Girls enrolled in Grades 3, 5 and 7 
in formal school were assessed and their scores were used to establish benchmarks.  


The baseline sample is drawn from cohort C1A, while the second cohort (C2) acts as the 
comparison group for C1A. The next planned data collection will be in 12 months and will collect 
data from C1A. The baseline sampling and data collection took place approximately 2 months 
after girls enrolled in the SAGE programme.1 For the baseline study, quantitative data were 
collected from 35 CBLHs in C1A, serving as a treatment cohort, and from 12 communities in C2, 
serving as a comparison cohort (Error! Reference source not found.2). 


 
1 The start date for learning sessions in CBLHs varied by site; in some cases, girls continued to enrol in the weeks following the start 
of lessons as well as after the start of baseline data collection. 


(Re)Enrol in formal/non-formal 
schooling


Enrol in vocational or life-skills 
training


Transition into safe, fairly paid 
(self-)employment


Complete a third year of (optional) 
CBLH


Transition 
pathways


Figure 1: SAGE transition pathways 







8 
 


Figure 2: Baseline sample sizes 


 


Staff from the SAGE programme  pre-identified marginalised subgroups and enrolled girls from 
these subgroups during beneficiary selection—including girls between the ages of 10 and 19 who 
had less than a Grade 5 equivalent literacy and numeracy ability.2 The demographics of girls 
selected for the baseline samples are described in Figure 3. The expected proportion of girls with 
disabilities was 6%; the baseline data suggest that over 29% of girls in the treatment cohort and 
over 27% of girls in the comparison cohort had at least one functional difficulty. A high 
replacement3 rate in the baseline sample—4 out of 5 girls in the treatment cohort and 2 out of 3 
girls in the comparison cohort—means that beneficiary identification data points were not 
available for the majority of the sample at the time of baseline. As a result, analyses by some 
subgroups were not initially possible: caregiver status, marital status, whether they had ever been 
to school, grade level at which they dropped out, and religion.  Subsequently, SAGE staff collected 
data from two-thirds of girls in the treatment cohort – C1A – on these missing data points.  The 
results of these additional analyses on the sample for whom the data are available, are provided 
in Annex 19.   


Figure 3: Baseline sample by subgroups—functional difficulty, age, district and replacement status 


 


Educational marginalisation analysis, barriers and analysis of projects’ gender approach 


The Gender Analysis, which was completed prior to the baseline, identified key barriers that 
negatively impacting girls’ ability to participate in schooling. These barriers included the 
accessibility of school, with girls referencing long distances and safety traveling to/from school as 
issues; gender-based violence (GBV), including early marriage, early pregnancy, sexual 
exploitation and violence; lack of familial approval for girls’ education; lack of access to sexual 
reproductive health and rights (SRHR) education and low self-esteem as potential barriers to girls’ 


 
2 Using the WRAT assessment by MoPSE. 
3 At baseline, SAGE provided STS with a list of girls enrolled in CBLHs. STS used this list to randomly select girls to 
participate in the baseline evaluation. During data collection, if the pre-identified girls were not available on the 
day of data collection, SAGE identified replacement girls to participate in the study.  


Treatment 
cohort (C1A) 
learning 
assessments 
and surveys 
in 35 CBLHs


459
Comparison 
cohort (C2) 
learning 
assessments 
and surveys 
in 12 CBLHs


264
Benchmark 
group 
learning 
assessments


338
Caregiver, 
head-of-
household 
and boys 
surveys in 
cohorts 1A 
and 2


546


Key 
informant 
interviews


10


29.6 25.8


72.2


5.2 11.1


66.7


6.5 10.5


81.3


27.4
40.2


55.9


7.6 11.4 6.8 12.9
0.4


68.6


Girls with
functional
difficulties


Age 10-14 Age 15-19 Bulawayo Harare Manicaliand Mashonaland
East


Matabeleland
South


Replacement
(sampled girl not
available at time


of data
collection)Treatment (C1A) (%) Comparison (C2) (%)
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education. The baseline report uses survey items to quantify some aspects of the barriers girls 
may face. (Figure 4). More girls in the treatment cohort reported facing accessibility as a barrier 
than any other; lack of support and resources during menstruation was second most common.4 


Figure 4: Percent of C1A girls experiencing barriers identified in the gender analysis and baseline 
evaluation 


 


Baseline levels 


Learning assessments5 — When assessed for their literacy skills using an Early Grade Reading 
Assessment (EGRA), girls’ in both the treatment and comparison cohorts performed at a Grade 
3–5 level; there were no significant differences between their scores. Girls in Grade 7 scored 
significantly higher than both the treatment and comparison cohorts. When assessed for 
numeracy using an Early Grade Mathematics Assessment (EGMA), treatment and comparison 
cohort girls performed at the Grade 3 level; there were no significant differences between their 
scores. Girls enrolled in Grades 5 and 7 had scored significantly higher than both the treatment 
and comparison cohorts (Figure 5).6  
 


Figure 5: EGRA and EGMA aggregate mean scores for girls in C1A, C2 and Grades 3, 5 and 7 


Note: Mean aggregate scores are shown for C1A (treatment cohort), C2 (comparison cohort) and benchmark grades 3, 5 and 7. The group(s) 
with significantly higher scores than the remaining groups is indicated with a red outline. 


Figure 6 shows the distribution of the EGRA aggregate score for the treatment cohort in 
increments of 10. While the aggregated mean score was 44.55, as many girls (n=55) scored zero 
as scored between 40–50 (n=56); fewer than half that number of girls (n=27) had the highest 
possible score. 


 
4 The accessibility barrier captured girls who reported traveling more than 30 minutes to CBLH. The menstruation barrier included 
girls who said they do not have materials to use during menstruation, missed school because of menstruation or had no one to talk 
to about menstruation. 
5 Both learning assessments define learner categories as non-learners who answered 0% of questions correctly, emergent learners 
who answered 1–40% of questions correctly, established learners who answered 41–80% of questions correctly and proficient 
learners who answered 81–100% of questions correctly. 
6 The aggregate EGRA and EGMA scores are computed per FM guidance. The EGRA score is an average percentage correct for 
all subtasks except Oral Reading Fluency, which is on a 0–100 fluency scale of correct words per minute. The EGMA score is an 
average percentage correct for all subtasks. The resulting scale is 0–100 for both tests. 


70.5
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environment for quality


education
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Figure 6: Distribution of aggregate EGRA scores, C1A 


 


Figure 7 compares the EGRA performance for girls in the treatment cohort to those in Grade 5 
using proportions of learner categories.7 Overall, girls in the treatment cohort struggled most with 
the reading and listening comprehension subtasks followed by the decoding subtasks. More than 
one-third (41.61%) and almost half (48.15%) of girls scored as non-learners in the short and long 
reading comprehension subtasks respectively. More than one-third (37.69%) of girls scored as 
non-learners on the listening comprehension subtask, and more than one-quarter (29.98%) of 
girls scored as non-learners on the letter sound identification subtask. Although girls in Grade 5 
also struggled with reading comprehension, a smaller proportion—only about one-quarter 
(19.83% and 38.02%, respectively, on the short and long passages)—scored as non-learners. 
Girls in the treatment cohort and in Grade 5 are most likely to be proficient on the familiar word 
subtask (60.78%). When asked to read a long and short passage of connected text, nearly one-
quarter (23.53% and 24.62%, respectively) of girls in the treatment cohort scored as non-learners 
while only 3 percent of Grade 5 girls did. Conversely, more than one-third (41.18% and 35.95%, 
respectively) of girls in the treatment cohort and a similar proportion of girls (45.45% and 33.06%, 
respectively) in Grade 5 were proficient at reading the short and long passages.   


 


 
7 The average EGRA aggregate score of girls in Grade 5 was comparable to the scores of girls in Cohort 1A. As a 
result, the performance by learner categories of these two groups are compared at the subtask level. 


55 50


25 22


34


56 51 51 47
41


27


0 <10 10-20 20-30 30-40 40-50 50-60 60-70 70-80 80-90 90-100
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Figure 7: Proportion of girls in learner categories by EGRA subtask, C1A and Grade 5 


Figure 8 shows the distribution of the EGMA aggregate score for the treatment cohort of girls in 
increments of 10. While the mean score was 66.25, a plurality of girls (n=105) scored in the 80–
90 band, followed by the 90–100 band (n=91). Few girls (n= 5) scored zero on EGMA subtasks. 


Figure 8: Distribution of aggregate EGMA scores, C1A 
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Figure 9 compares the EGMA performance for girls in the treatment cohort to those in Grade 3 
using learner categories.8 The largest proportion of girls from both the treatment cohort and Grade 
3 were proficient in number recognition followed by quantity discrimination, addition level 1 and 
subtraction level 1. On the more difficult subtasks, just more than one-quarter of girls in the 
treatment cohort were proficient in subtraction level 2 (28.98%) and word problems (27.89%); 
these proportions were higher than those among Grade 3 girls. The missing number subtask 
appeared to have been the most difficult for girls; only 7.63% of the treatment group scored as 
proficient learners, although almost 50% scored as established learners (53.59%). Among the 
benchmark group, fewer than 2% of girls were proficient at the subtask.  


Figure 9: Proportion of girls in learner categories by EGMA subtask, C1A and Grade 3 


  
 


Given these findings, the project appears to have enrolled girls who average a Grade 5 literacy 
level and a Grade 3 numeracy level. However, treatment girls struggled more than their formal 


 
8 The average EGMA aggregate score of girls in Grade 3 was comparable to the scores of girls in Cohort 1A. As a 
result, the performance by learner categories of these two groups are compared at the subtask level. 
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education peers on the reading and listening comprehension EGRA subtasks and the missing 
number EGMA subtask.  


The baseline report also examined learning assessments’ ability to capture growth over time. 
Based on the baseline results, both the EGRA and EGMA appear to have ceiling effects. Two 
EGRA subtasks—familiar word reading and oral reading fluency-short—are most unlikely to 
capture growth over time. On the EGMA, only the missing number subtask does not appear to 
have a ceiling effect; all other subtasks are unlikely to capture growth over time. Based on 
discussions with the fund manager (FM), Plan will develop equated forms to compare 
performance at future timepoints. 


Transition — Girls surveys administered at baseline show that 98.04% of C1A girls say they 
believed they will complete CBLH. Of those, almost half (47.62%) reported that they hope to 
transition to vocational training subsequently, and a similar proportion (47.12%) said they want to 
work in a safe, fairly paid job after CBLH. However, less than 2% of girls responded that they 
hoped to go to formal schooling after completing CBLH. At least 4 districts had no girls who intend 
to re-enter formal schooling. Most of the girls who did say they intend to return to formal schooling 
live in rural settings. The assumptions underlying the programme’s theory of change (ToC)—
particularly the proportion of girls who may re-enter formal schooling—will need to be reassessed. 


Sustainability — Sustainability findings—presented for the system, community and learning 
space indicators—are drawn from qualitative data. The overall score on the sustainability 
scorecard was 1.4 out of 4, which indicates some foundation for sustainability but also substantial 
room for growth. System sustainability refers to education officials’ knowledge about and 
responsiveness to marginalised girls’ educational needs. While there is evidence of system-wide 
support for marginalised learners’ education, it is unclear if the Ministry of Primary and Secondary 
Education (MoPSE) will have funding available to support and sustain SAGE initiatives after the 
project ends. Evidence of community sustainability was slightly weaker, although it was based on 
limited data. Among the 5 respondents, there is evidence of a perceived misalignment of the 
programme goals and community expectations that may hinder communities’ appetite for 
continuing the work after the programme’s completion. Evidence of sustainability of learning 
space was limited at baseline and drawn primarily from the Gender Analysis. Those results 
suggest that there are notable barriers that should be addressed in order for the quality of the 
learning space to be maintained after SAGE’s end. However, given the limited evidence, a more 
nuanced understanding of learning space sustainability should be ascertained at the next 
evaluation.  


Intermediate outcomes — In addition to the primary outcomes, SAGE outlines 5 intermediate 
outcomes (IO) to measure the programme’s success; Figure 10 summarizes baselines values 
and key findings. Overall, girls in both cohorts 1A and 2 who had high levels of self-efficacy, more 
positive gender attitudes and high levels of SRHR knowledge scored higher on the learning 
assessments than did girls who had low levels, as measured by the indices for each IO. Although 
indicators for attendance (IO1) and life skills (IO3) were scored at 0.00 because learning sessions 
had not yet begun, qualitative findings highlight several considerations that SAGE should consider 
to ensure regular attendance, effective skills and access to financial resources. Girls’ gender 
attitudes and knowledge of SRHR (IO2) were notably low at baseline, as were gender attitudes 
at the community level (IO4). The average life-skills score (outcome 3) was 29.22 on a 52-point 
scale, indicating that the average girl in the treatment cohort has room for growth in this area. 
Findings related to community support showed low levels of existing support, with room for growth 
over time.  
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Figure 10: Key baseline intermediate outcomes, C1A 


 


Generally, assumptions in SAGE’s ToC regarding subgroups and barriers appear to hold true. 
The most prevalent social, economic and educational barriers uncovered through the baseline 
are already considered in SAGE intervention planning. However, it is unclear if these assumptions 
may need to be adjusted once the beneficiary enrolment information is updated to include all girls 
in cohort 1A, including those who served as replacements in the baseline sample.  


Recommendations 


The following summarizes top priorities identified from the baseline evaluation. Additional and 
detailed recommendations can be found in section 9. 


1. Collect missing demographic information for girls who were subsequently enrolled in 
CBLHs; disaggregate results by subgroups to determine if additional information regarding 
barriers can be obtained. Most importantly, when data is available, Plan can better 
understand learning assessment results by these subgroups as well as differences in life-
skills, self-efficacy, gender perceptions and other IOs by these subgroups. 


2. Review EGRA and EGMA instruments to address ceiling effects. 


3. Ensure that monitoring data captures changes in enrolment. 


In
te


rm
ed


ia
te


 O
tc


o
m


es


IO1
Attendance


- Individual-level barriers: lack of accesibility for girls with disabilities


- Household-level barriers: lack of parental or family support, chore burden, preference for 
boys education over girls'


- Community-level barriers:long distances to school, safety, low-quality instruction, corporal 
punishment


Source: FGD


IO2
Self-efficacy and 
SRHR knowledge


- Girls' self-efficacy mean score: 2.67 out of 3.00


- Girls' gender attitudes mean score: 1.05 out of 2.00


- Girls' SRHR knowledge mean score: 14.91 out of 30.00


Source: Girls survey


IO3
Improved skills and increased access to 


financial resources


- Girls have limited access to vocational and livelihood skills training


Source: FGDs


IO4
Communities demonstrate more 


positive gender attitudes and actively 
support and protect girls 


- Community gender attitudes mean score: 25.42 out of 53.00


- Perception of safety and security support mean score:3.56 out of 5.00


- Girls feel they are supported to stay in school mean score: 7.81 out of 10.00


Source: Boys survey, caregiver survey, girls survey


IO5
Strengthened distrct and national 


leadership and engagement in 
marginalised adolescent girls' 


education


- Funding and resource allocation for non-formal education remains a challenge


Source: KIIs
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4. Emphasize qualitative data at future evaluation points, exploring ‘why’ and ‘how’ to better 
understand the reasons behind observed quantitative results. 


5. Review the Year 1 CBLH curriculum for literacy and numeracy to ensure that girls who are 
above a grade 3 level are also challenged. 


6. Use monitoring data and analysis by beneficiary demographics to better understand girls’ 
intentions for transition and, in turn, to inform programme activities. 


7. Provide training to CBLH facilitators on differentiated instruction and inclusive education 
strategies to meet the needs of all learners. 


  







16 
 


3. Background to project 


3.1 Project context, target beneficiary groups and theory of change  
 


 


Since independence in 1980, Zimbabwe has made great strides in improving access to education. 
Yet in recent years, significant macroeconomic and political challenges have led to declining 
investment in the education sector, with corresponding impacts on learners’ enrolment and 
performance. Marginalised learners—including girls and those with disabilities—are at particular 
risk of being left behind. 


The SAGE programme targets communities where girls face a number of complex and 
interdependent barriers to accessing education: widespread poverty; long distances to the 
nearest school; time spent on house chores or childcare; inadequate school infrastructure in terms 
of accessibility, WASH, or menstrual hygiene management (MHM); gender-inadequate 
pedagogy; and stigma around disability. These are compounded by gender inequality, community 
attitudinal barriers to education—including early marriage and pregnancy—sexual violence and 
boys’ and men’s limited awareness of SRHR.  


SAGE will work in the most affected areas, including Apostolic Christian communities; remote, 
rural areas; peri-urban informal settlements; and communities with high levels of economic 
migration where absent parents have left children unsupported.9 Already economically 
precarious, these communities have been particularly impacted by Zimbabwe’s protracted 
economic crisis, with visible impacts on girls’ access to education.  


 
9 The programme has used national and regional-level statistics and its knowledge of the local context to determine the most 
appropriate locations for its interventions. At the community level, it has engaged with ministry staff and community leaders to 
identify and mobilise potential beneficiary households. 


Project to complete  


• Please outline:  


o The main contextual factors that have influenced the project design (e.g. political, 


economic, social, environmental, legal and/or educational policy/system context). 


o How gender inequalities and marginalisation impact the education of girls in these areas.  


o If the context is the same or different across all the areas the project is working (e.g. is 


one more rural? Does one area have higher poverty, different language or education 


system/policy? Etc.). 


o How your project defines its direct beneficiaries. This definition should include the main 


characteristics girls must have to be enrolled into your project. Please also ensure you 


discuss if any prioritisation criteria was used to select the most marginalised direct 


beneficiaries and if the project was oversubscribed. 


o If applicable, how the direct beneficiaries were selected for cohort one and how future 


cohorts will be selected.  


• Complete Table 1, 2 and 3. 


• Add your Project’s latest ToC diagram in this document or as an annex and briefly summarise it, 


including the activities, intermediate outcomes, assumptions and barriers you’re aiming to 


overcome. 
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The targeted beneficiary girls come from 11 ‘target’ districts in Zimbabwe: Bulilima, Chimanimani, 
Epworth, Harare South, Hatcliffe, Imbizo, Khami, Mutare Rural, Mutasa, Mutoko and Reigate.10 
The baseline assessment was conducted in 7 of the target districts, ahead of launching 
programme activities in the remaining 4 districts. Table 1 summarizes the proportions of Cohort 
1A girls attending formal schooling, dropout status, the level at which they dropped out and age 
group. Data is taken from beneficiary enrollment information shared by Plan with School-to-
School International (STS) at the time of baseline sampling. Table 2 summarizes the transition 
pathways for girls supported by SAGE, Table 3 describes the indirect beneficiary groups (See 
Annex 5 for additional details), and Figure 11 summarizes the programme’s ToC.  


Table 1: Summary of direct beneficiaries  


Direct beneficiary numbers  Total figures  


Total number of girls reached in C1A  4,075 (enrolled) 


Total number of girls expected to reach by the end of project 
in all cohorts 


21,780 


Ever attended formal schooling  
Proportion of total direct 
beneficiaries (%) 


Never been to school  1,546 (37%) 


Been to school but dropped out 2,526 (63%) 


Dropout level 
Proportion of total direct 
beneficiaries (%) 


Dropped out before secondary school  1,550 (38%) 


Dropped out during secondary school 976 (24%) 


Age banding  
Proportion of total direct 
beneficiaries (%) 


10–14 461 (37%) 


15–19  2,611 (63%) 


 
10 Epworth, Harare South and Hatcliffe are peri-urban districts of the capital Harare. Imbizo, Khami and Reigate are peri-urban areas 
of the country’s second largest city, Bulawayo. The remaining 5 districts are rural. 
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Table 2: Proposed intervention pathways 


Interventio
n pathway 


Which 
girls 
follow 
this 
pathway
? 


How 
many 
girls 
follow 
this 
pathwa
y for 
C1A?  


How long 
will the 
interventio
n last? 


How 
many 
cohort
s are 
there?  


What 
literacy 
and 
numerac
y levels 
are the 
girls 
starting 
at?  


What 
does 
success 
look like 
for 
learning
?  


What does 
success look like 
for transition?11  


Accelerate
d Learning 
Programm
e (ALP) and 
Champions 
of Girls 
Education 
(CoGE) 


Out-of-
school 
(OOS) 
girls 
aged 10–


14  


1,461 2 years 
with an 
optional 
third year 


4 Up to 
Grade 7 


ALP 
Year 1 = 
Grades 
1–3 
 


ALP 
Year 2 = 
Grades 
4–5 
 


ALP 
Year 3 = 
Grades 
6–7 


Enrolled in 
formal 
education / NFE 


ALP,  


CoGE and 


Village 
Savings and 
Loans 
Associations 


(VSLA) 


OOS 
girls 
aged 15–


19 


2,611 As above 4 As above As 
above 


Enrolled in NFE / 
Integrated Skills 
Outreach 
Programme 
(ISOP)  / (Self-) 
Employment / 
Entrepreneurshi
p 


Table 3: Indirect beneficiary groups 


Group Interventions received 
Total number reached 
for C1A  


Boys  ALP and CoGE sessions  1,357 


Community Educators 
ALP and gender-sensitive pedagogy training 
sessions and follow-up reflection workshops 


124 


Learning Assistants As above 62 


CoGE Facilitators CoGE facilitation training 122 (70 women) 


 
11 It is important to note that the final decision on transition belongs to the girls themselves. 
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Figure 11: Summary of the theory of change 


Outcomes 1 Learning 2 Transition 3 Sustainability Assumptions 


Assumed  


causal links 


If girls regularly attend 
accessible, community-based 
learning sessions, staffed by 
well-trained and supportive 
community educators (CEs), 
they will attain desired 
learning outcomes. Girls’ 
acquisition of life skills and 
improved self-efficacy and 
confidence will in turn 
contribute to and support 


their learning. 


If girls have improved skills, 
access to financial resources, 
information and the ability to 
act on available 
opportunities—as well as 
improved financial and 
emotional support from their 
families—they will be able to 
transition into further formal 
or informal education, 
training or (self-) 


employment, as they desire. 


If communities adopt more 
positive and supportive 
attitudes toward girls’ 
education, and if the larger 
policy environment is made 
more responsive to girls’ needs, 
girls will enjoy a more enabling 
environment that supports 
their education and project 
impacts will be sustained.  


► Community engagement 
and mobilisation efforts are 
sufficient to mitigate 
resistance, stimulate demand 
for education and enable 
highly marginalised girls’ 
participation in all components 
of the programme 


 


► Training and incentive 
structures are sufficient to 


support and retain CEs  


 


► Improvements in household 
economic security are not 
undermined by economic 
shocks and opportunities exist 


and are open to girls 


 


► National- and district-level 
education officials remain 
supportive of the programme 
as a whole 


 


► Relevant national- and 
district-level child protection 
officials remain supportive of 
efforts to work through and 
strengthen community-based 
protection mechanisms  


 


► Political will of government 
to work in partnership with 
INGOs is maintained 


 


► The political situation 
remains sufficiently stable for 
the project to continue its 


operations 


Intermediate 
Outcomes 


   


IO1 – Highly marginalised 
adolescent girls regularly 
attend high-quality, 
accelerated learning sessions 
in CBLHs 


IO3 – Highly marginalised 
adolescent girls and their 
families have improved skills 
and increased access to 
financial resources 


IO4 – Communities 
demonstrate more positive 
gender attitudes and actively 
support and protect girls 


IO2 – Highly marginalised 
adolescent girls have 
increased self-efficacy and 
life skills 


IO5 – Strong and active 
partnerships with MoPSE 
officials and other civil society 
actors actively advocate for 
more inclusive, gender-
responsive education policies 


Outputs    


OP1 – Highly marginalised 
adolescent girls can access 
high-quality accelerated 
learning programmes 
through CBLHs 


OP4 – Highly marginalised 
adolescent girls and their 
families are supported to 
participate in VSLAs and skills 
development opportunities 


OP5 – Adolescent and adult 
champions of gender equality 
engage others in their 
communities in dialogue on 
girls' rights 


OP2 – CEs and formal sector 
NFE mentors are trained and 
supported to employ 
inclusive, gender-responsive 
teaching strategies 


 


OP6 – Programme evidence and 
learning, including girls' own 
voices and experiences, are 
shared with key stakeholders at 
district and national level. 


OP3 – Highly marginalised 
adolescent girls and boys are 
supported to learn about and 
discuss life skills and their 
SRHR 
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4.  Baseline evaluation approach and methodology  


The following section presents information on the baseline evaluation approach, including details 
on the overall evaluation purpose and questions, quantitative and qualitative methodologies, data 
collection tools, enumerator training and operational baseline data collection. The baseline was 
conducted by the SAGE program’s external evaluator (EE), STS, and a local data collection firm, 
Select Research. 


4.1 Evaluation purpose and evaluation questions  


The overall purpose of the SAGE programme baseline evaluation is to test the assumptions 
outlined in the programme’s ToC (Figure 11). The evaluation is designed to provide meaningful 
and relevant findings of the programme design and its ability to meet the programme outcomes 
as they are related to IOs.  


SAGE program’s primary evaluation questions and data sources available at baseline are outlined 
in Table 4. Four project-level evaluation questions guide all Leave No Girl Behind (LNGB) 
projects, and the evaluation sub-questions align with SAGE program’s ToC. These questions 
measure the assumptions the programme was designed on, and the results for these evaluation 
sub-questions are aggregated across the sample to answer primary evaluation questions.  


The evaluation employed both quantitative and qualitative methods. STS and Plan worked 
together to ensure the findings are presented in a fair and reliable manner.  


Table 4: Evaluation questions, summary of qualitative and quantitative data, analysis required to 
answer question 


Evaluation question  
Qualitative data and 
analysis required 


Quantitative data and 
analysis required 


GEC evaluation questions 


Process  
Was the programme successfully designed and implemented according to 
stakeholders? 


Impact  
What impact did the programme have on the learning and transition of 
marginalised girls, including girls living with disabilities? How and why was this 
impact achieved? 


Value for 
Money 


Did the programme demonstrate good value for money approach? 


Effectiveness 
What worked and what did not work to increase the learning and transition of 
marginalised girls (as defined by the programme)? 


Sustainability 
How sustainable were the activities funded by the GEC and was the programme 
successful in leveraging additional interest and investment? 


SAGE evaluation questions 


1. Which activities and methodologies have 


been most effective in improving literacy 
n/a 


Learning Assessments  
(EGRA and EGMA) 
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and numeracy skills for highly marginalised 


girls? 


2. What impact did the programme have on 


the transition of highly marginalised girls 


into education, learning, training or work 


opportunities? 


n/a 


Data was not collected 
on transitions at 
baseline; intentions to 
transition were 
available  


3. How sustainable were the programme 


activities? Was the programme successful 


in leveraging additional interest, 


investment and policy change? 


KIIs with MoPSE district 
and national official, 
community leader, 
NGO and INGO leader 
and formal head 
teachers  


n/a 


4. What are the contributions of ALPs 


delivered through CBLHs towards the 


transition to formal or NFE by highly 


marginalised girls? 


n/a 
Data was not collected 
on transitions at 
baseline 


5. What are the contributions of VSLAs and 


skills development opportunities for highly 


marginalised girls’ transition to (self-) 


employment? 


n/a 
Data on VSLAs and 
financial skills was not 
collected at baseline.  


6. What are the key factors needed to 


facilitate the transition of highly 


marginalised girls into education, training 


or employment and to increase learning? 


7. What types of interventions are effective in 


building non-cognitive skills? 


8. What were the most cost-effective and 


impactful activities/methodologies across 


the intervention? 


n/a 
Data was not collected 
on transitions at 
baseline 


9. How successfully did the programme 


reduce barriers to full participation in 


education or vocational education for 


highly marginalised girls? 


10. How effective were programmatic 


elements or adaptations at contributing to 


the desired change? 


n/a Girls Survey 


11. To what extent are CBLH activities—both 


the ALP and CoGE sessions—contributing 


toward improvements in highly 


 


Girls survey  


Household survey—


boys 
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4.2 Overall evaluation design 


The purpose of this evaluation is to establish baseline values at the start of the implementation of 
the SAGE programme. In turn, these values will allow the programme to assess change over time 
in delivery, effectiveness, value for money and impact.  


To measure the LNGB evaluation questions and the SAGE programme’s evaluation questions, 
the baseline study uses a mixed-method, longitudinal, cross-over design.12 The evaluation will 
utilise data from learning assessments and a package of quantitative and qualitative instruments 
from different respondents in subsequent timepoints. Additionally, SAGE will conduct regular 
monitoring of indicators outlined in the logframe. The variety of tools, respondents and methods 
allow for the data to be triangulated and linked across evaluation questions and indicators.  


Because SAGE will initiate activities in a cohort design across 4 cohorts, the evaluation uses 
beneficiaries in a subsequent cohort as a comparison group and girls enrolled in formal school in 
Grades 3, 5 and 7 to establish benchmarks. As described in the monitoring, evaluation and 
learning (MEL) framework, the first cohort (C1A) will be the first treatment group, receiving the 


 
12 As per definition in LNGB MEL Guidance p. 143, and as noted in the MEL Framework submitted to FM December 14, 2018. 


marginalised girls’ self-esteem and social 


networks? 


12. How and to what extent has the 


programme fostered positive changes in 


gender attitudes and practices among 


different stakeholders—including girls or 


young women; boys or young men; 


mothers, fathers and other caregivers; and 


community and religious leaders—to create 


a more protective and supportive 


environment for highly marginalised girls? 


What factors have enabled or inhibited 


these changes? 


KII with community 
leader 


Girls survey  


Household survey –
Parent/caregiver  


Household survey—


boys 


13. How do communities and government 


come together in a sustainable way to 


provide improved life opportunities for 


girls? 


KIIs with government 
officials and community 
leaders 


n/a 


14. What impact does the programme have on 


the life of the girls involved? To what 


extent has the programme enabled 


changes in girls’ aspirations and agency? 


n/a Girls survey  


15. What is the impact of the programme on 


the local community through its CEs and 


girls who have more life-chances and 


associated skills? 


KII with community 
leader 


Girls survey  


Household survey –
Parent/caregiver 


Household survey—


Boys  
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ALP intervention in 63 CBLHs across 7 districts (Figure 12). The baseline sample is drawn from 
the first cohort, C1A. The second cohort (C1B) will include 4 districts and will receive the SAGE 
intervention approximately 6 months after C1A. The third cohort (C2) acts as the comparison 
group and is set to receive the intervention 18 months after C1A in 33 CBLHs across the initial 7 
districts. The cohorts come from different geographical areas of the 11 target districts. The 
districts were selected by Plan prior to baseline. 


Figure 12: Phasing of cohorts for intervention and corresponding evaluation activities 


 


A joint sampling approach was used for the SAGE evaluation. Specifically, STS and the 
programme collected data from girls who were randomly sampled from C1A for a treatment group 
and C2 for a comparison group. The team collected IO data from a smaller sample of other 
respondents—parents and caregivers, boys and community leaders—in the CBLHs and 
communities where sampled girls live. Project monitoring data on attendance is expected to be 
collected from all CBLHs by SAGE during the interventions and reported in subsequent evaluation 
reports. 


The baseline evaluation design adheres to the current logframe and MEL framework. To examine 
the ToC’s assumptions between IOs and outcomes, STS linked all data to girls’ unique identifiers, 
allowing for analysis of the relationship between scores and outcomes. Additionally, the 
evaluation design is gender equality and social inclusion accommodating. The evaluation design 
considers gender, disability and other social differences and inequalities. These characteristics 
are explicitly accommodated in the selection of programme beneficiaries, evaluation tools’ design 
and administration protocols, respondents sampling, enumerators’ selection and training and 
evaluation results’ reporting.  


The baseline evaluation took place at the start of Year 1 of the SAGE intervention starting with 
sample selection in July and submission of the final baseline report in December 2019. Given the 
need to identify participants for the evaluation, sampling and data collection took place 
approximately 2 months after girls were enrolled in the programme.  The start date for learning 
sessions in CBLHs varied by site; in some cases, girls continued to enrol in the weeks following 
the start of lessons.  


The baseline evaluation report combines qualitative data collected during the Gender Analysis 
study, limited qualitative data collected during baseline and quantitative data collected at baseline 
for learning, transition and IOs reporting. 


The programme’s MEL framework originally outlined a census-based evaluation. Due to budget 
and timing constraints, this was changed, and girls were randomly sampled from SAGE CBLH 
sites to participate in the baseline evaluation. The sampling approach is described in further detail 
in section 4.4. 


4.3 Evaluation ethics  


STS adhered to SAGE ethics, child protection and safeguarding policies throughout the baseline 
process. This included providing all enumerators and Select Research staff with relevant policies 
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and engaging SAGE to present on the policies during enumerator trainings. Enumerators were 
provided with SAGE persons of contact for each district to ensure that any ethical issues that 
arose could be mitigated or reported. A summary of the ethical protocols and the baseline 
approaches to adhering to protocols is presented in Supplementary Table 1.  


Supplementary Table 1: Ethical protocols and baseline approaches 


Ethical issue or protocol Baseline approach 


Administrative, technical and 
physical safeguards to protect the 
confidentiality of those 
participating in research 


All STS staff received certification on Human Subjects 
Research as required by institutional review boards. STS 
trained all staff and enumerators on the importance of 
confidentiality, especially for vulnerable populations. Data 
was uploaded electronically and stored in password protected 
databases. STS designed data collection logistics to ensure 
confidentiality of respondents is maintained to the highest 
extent possible. All evaluation data was saved using unique 
IDs to minimize the ability of respondent information to be 
unmasked. 


Safeguards for those conducting 
research 


SAGE’s safeguarding coordinator monitored risks associated 
with those conducting research. The safeguarding 
coordinator reviewed the data collection plans and provided 
feedback to ensure that the plans addressed safeguarding 
needs. 


Child-safe physical safeguards for 
children participating in research 


SAGE’s safeguarding coordinator monitored risks associated 
with children participating in research. STS, with support from 
Plan, trained enumerators on the SAGE Programme 
Safeguarding Strategy and Implementation Action Plan. STS 
designed data collection logistics to ensure proper gender and 
cultural sensitivities were considered during data collection. 


Adherence to good practice 
guidelines on researching violence 
against women and girls 


STS collected data from adult men and women as well as 
adolescent boys and girls to assess gender norms and 
awareness of GBV. Given the necessity to avoid the re-
traumatisation of survivors, protect confidentiality and 
minimize risk, STS trained all enumerators on best practices 
around researching violence against women and girls. 
Enumerators also learned ways to make safe and sensitive 
referrals in the event of disclosures during data collection. 
This training adhered to SAGE’s procedures for referrals and 
disclosures. 


Appropriate time allocated to 
engage with children participating 
in research 


During the pilot, STS tested the assessment and survey 
lengths and made recommendations to streamline the tools 
to help respondents feel comfortable and to avoid fatigue 
during data collection. In addition, STS trained enumerators 
on ways to build rapport and make respondents comfortable, 
as well as strategies for structuring the data collection 
schedule at each site to provide respondents with short 
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Ethical issue or protocol Baseline approach 


breaks, particularly for the girls participating in both the 
learning assessments and survey. STS also ensure that 
additional time for assessments was allocated to children with 
disabilities, as per best practices.  


Data protection protocols and 
secure maintenance procedures for 
personal information 


All STS staff received certification on Human Subjects 
Research as required by institutional review boards. STS 
trained all staff and enumerators on the importance of 
confidentiality, especially for vulnerable populations. Data 
was uploaded electronically and stored in password-protected 
databases. STS designed data collection logistics to ensure 
confidentiality of respondents is maintained to the highest 
extent possible. All evaluation data was saved using unique 
IDs to minimize the ability of respondent information to be 
unmasked. 


Parental consent concerning data 
collection from children or collation 
of data about children; age and 
ability appropriate assent processes 
based on reasonable assumptions 
about comprehension for the ages 
of children and the disabilities they 
intend to involve in the research 


STS, in collaboration with Plan, ensured that, when possible, 
consent is sought from parents or caregivers for all 
respondents under the age of 18. Respondents under the age 
of 18 were asked for their assent to take part in the research. 
Where parents or caregivers were asked to consent and 
children did not assent, the view of the child was respected. 
Consent and assent protocols were administered at the start 
of each data collection tool. STS trained enumerators on 
steps to take if consent or assent was not given. STS also 
trained enumerators on best practices for soliciting assent 
from children with disabilities. 


Appropriate spaces and 
methodologies tailored in 
consideration of unique needs of 
girls and boys, including those with 
disabilities 


STS followed EGRA and EGMA best practices on establishing 
physical spaces for testing, including ensuring that 
respondents were assessed in a quiet and private location 
with no disruptions. Enumerators ensured that any portions 
of the surveys will be administered in private locations where 
responses were not be observable to outsiders. Further, STS 
ensured that data collection teams were composed of 
females due to survey content and cultural sensitivities. STS 
designed and implemented individualized accommodations 
for children with disabilities to ensure their unique needs were 
met in the assessment context. 


Appropriate language and 
communication for different ages 
and the disabilities of children 
involved in the research 


STS made learning assessment instructions and survey items 
available in Shona and Ndebele to ensure that respondents 
could answer questions in a language familiar to them. STS 
designed and implemented individualized accommodations 
for children with disabilities to ensure their unique needs were 
met in the assessment context. 
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Ethical issue or protocol Baseline approach 


Age-appropriate participation of 
girls, including in the development 
of data collection tools 


SAGE provided a list of age-appropriate beneficiaries from 
whom STS selected the sample. STS distributed all data 
collection tools to Plan for review before and after the pilot to 
ensure local knowledge of age-appropriateness was 
considered. Further, STS adjusted data collection tools after 
piloting to ensure that they were appropriate for the 
populations to which they were administered during 
operational data collection. 


 


4.4 Quantitative evaluation methodology 


Quantitative evaluation tools 


Five baseline evaluation surveys and 2 learning assessments were developed and used for the 
quantitative component of the evaluation per the MEL framework. The development of the 
learning assessments for SAGE is described in additional detail in the corresponding sections. 
STS and Plan collaboratively developed the survey tools, detailed in Error! Reference source 
not found., prior to pretesting and data collection. They include a girls survey and 4 household 
surveys––boys survey, parent/caregiver survey, head of household (HoH) survey and transition-
benchmark survey for girls in formal schools. The tools combined numerous domains relevant to 
the programme’s ToC and items that corresponded to the programme’s logframe indicators. Each 
tool uses LNGB templates as the initial source of items. Following the compilation of these items 
and additional programme-specific items within each tool, STS shared drafts with Plan and 
partners, who commented and provided revised or new items based on the project’s indicators 
and specific implementation priorities.13, 14 All items’ sources and revisions were tracked in a 
master file. All surveys were shared with the FM for review and approval prior to the pre-test and 
operational data collection.  


Table 5: Quantitative evaluation tools at baseline 


Tool name 
Relevant 
indicator(s) 


Who 
developed 
the tool?  


Was tool 
piloted? 


How were piloting 
findings acted upon (if 
applicable) 


Was tool 
shared 
with the 
FM?  


Was FM 
feedback 
provided?  


Girls survey  


IO.2.1 


IO.2.2 


IO.4.1 


IO.4.2 


IO.4.3 


STS, Plan  Yes 


Minor modifications 
to translations and 
problematic items 
made following pilot  


Yes Yes 


Boys Survey  
IO.2.1 


IO.2.2 
STS, Plan Yes Minor modifications 


to translations and 
Yes Yes 


 
13 Plan provided adapted items from the Gender Norm Attitudes scale and Gender Equitable Men scale. See Nanda, Geeta. 2011. 
Compendium of Gender Scales. Washington, DC: FHI 360/C-Change.  
14 Plan provided self-efficacy items adapted from Chen, G., Gully, S.M. and Eden, D. (2001) ‘Validation of a New General Self-
Efficacy Scale’, Organizational Research Methods, 4 (1): 62-83. 
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Tool name 
Relevant 
indicator(s) 


Who 
developed 
the tool?  


Was tool 
piloted? 


How were piloting 
findings acted upon (if 
applicable) 


Was tool 
shared 
with the 
FM?  


Was FM 
feedback 
provided?  


IO.4.1 


IO.4.2 


IO.4.3 


problematic items 
made following pilot 


Head of 
Household 
Survey  


IO.4.1 


IO.4.2 


IO.4.3 


STS, Plan Yes 
Minor modification to 
problematic item 
following pilot 


Yes Yes 


Parent / 
Caregiver 
Survey  


IO.4.1 


IO.4.2 


IO.4.3 


STS, Plan Yes 
Minor modification to 
problematic item 
following pilot 


Yes  Yes  


Transitional-
benchmark 
Survey  


O.1.1 


O.1.2 
STS, Plan Yes 


Minor modification to 
problematic item 
following pilot 


Yes  Yes  


EGRA 
O.1.1 


O.1.2 


STS 
(adapted 
from 
existing 
tools) 


Yes  


Based on the pilot, 
revisions were made 
to reading passage, 
reading 
comprehension, and 
listening passage to 
align with quality 
guidance 


Yes Yes 


EGMA 


O.1.1 


O.1.2 


 


STS 
(adapted 
from 
existing 
tools) 


Yes  


Significant updates 
made to addition level 
2, subtraction level 2, 
and word problems to 
align with quality 
guidance 


Yes Yes 


It is expected that the 5 surveys should remain relatively stable across the evaluation points, with 
only minor revisions or additions required.15 Additional forms of the learning assessments will be 
developed for future timepoints to respond to programme evaluation questions using data 
collected for equating.  


Enumerators 


STS and Select Research worked collaboratively to recruit, hire and train enumerators for the 
pilot and operational baseline data collection activities. STS provided Select Research with a list 
of key qualifications and job descriptions, and Select Research recruited local, female 
enumerators who fit the required qualifications. Following initial screenings, oral interviews and 
reference checks, Select Research selected 11 enumerators and 3 supervisors for the 


 
15 This assumes that the programme’s ToC also remains stable across evaluation points. 
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quantitative activity. Two supervisors oversaw Shona-language teams, and one supervisor 
oversaw the Ndebele-language team. All selected enumerators had prior experience conducting 
surveys either on paper or electronically. 


Before training commenced, all selected enumerators signed contracts with Select Research that 
stipulated their expected roles and expected ethical and professional conduct during training and 
data collection. Additionally, all enumerators underwent police security clearance checks as 
required by Plan as part of its child safety and protection procedures for all persons working under 
their programmes.  


The baseline quantitative enumerator training, facilitated by STS with support from Select 
Research and Plan, took place from 25–28 July 2019 in Harare. During the training, all 
enumerators participated in large group sessions to introduce the data collection tools and 
procedures. The enumerators worked in pairs, by language, to practice administering the tools. 
Training sessions included: 


• Baseline study purpose and research ethics 


• Introduction to SAGE programme 


• Safeguarding and child protection 


• EGRAs and EGMAs  


• Surveys 


• Using tablets for data collection 


• Team roles and responsibilities 


• Accommodations for schools with disabilities 


• Data collection logistics 


• Supervisor roles and responsibilities 


All enumerators and supervisors participated in the quantitative pilot, which took place on 29 July 
2019 in Harare and Mutoko. Each enumerator administered 15 learning assessments and 5 of 
each quantitative survey. Enumerators provided feedback on their experience and specific 
components of the tools; their feedback was incorporated into the revisions presented to Plan and 
the FM prior to the start of operational data collection. After approval from Plan and the FM on 
changes from the pilot, training on the final operational tools was held on 2 August 2019. 


The supervisor training day was held on 1 August 2019; it included sessions on supervisory roles 
and responsibilities during data collection. On the last day of training, Select Research divided 
the enumerators into 3 teams: 1 Shona teams with 4 enumerators and one supervisor-
enumerator, and one Ndebele team with 3 enumerators and one supervisor-enumerator.  


Quantitative data collection 


Quantitative data collection took place from 4 August through 10 September 2019. CBLH visits 
varied from one to 2 days, depending on the CBLH sample targets. Shona team A was assigned 
to CBLHs in the Epworth, Mutasa and Mutuko districts; Shona team B to the Chimanimani and 
Mutare Rural districts; and Ndebele team C to Bulilima and Imbizo districts.  
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All data was collected electronically on Android-based tablets. The learning assessments were 
administered to girls using Tangerine®, and surveys were administered using SurveyCTO. At the 
end of each day of data collection, supervisors uploaded all data from their team’s tablets to the 
software servers. STS’s quality control team downloaded and securely stored all raw data on a 
password-protected server for daily review, cleaning and analysis. After data collection was 
completed, Select Research ensured that the software and data were permanently deleted from 
the tablets and that any paper documents with identifying information were discarded.  


Data quality was assured through several strategies. The use of tablets for electronic data capture 
mitigated data entry errors and helped ensure data quality, consistency and collection efficiency. 
Records were linked across tools using SAGE’s unique beneficiary IDs, which were programmed 
into all tools and populated into the dataset. During community visits, supervisors completed 
tracking sheets to keep a record of girls who had been assessed; girls who completed the girls 
survey; and parents, caregivers, heads of households or boys who completed any surveys. As a 
result, it was possible for STS’s quality control team to know which and how many tools were 
completed daily, determine any data quality issues and ensure that the correct girls were sampled. 
Any issues or challenges were recorded into a data collection tracker, and STS’s quality control 
team coordinated directly with team supervisors through WhatsApp to reconcile any quality 
issues. 


Quantitative data cleaning and storage 


STS stores all raw data on a password-protected server. Raw datasets are subject to 3 levels of 
data cleaning based on a standard protocol. During the first level, final raw data are labelled and 
reviewed to ensure the data was uploaded within the data collection period; any duplicates were 
removed; the number of records per CBLH was checked against the expected sample; and 
consent was received for all respondents. In the second level, disposition codes taken from the 
quality control team’s data collection tracker are integrated and applied to the data to identify, 
remove or adjust cases based on issues uncovered during the data collection.16 Afterwards, 
analysts again reviewed datasets for duplicates, missing data, and inconsistencies. Finally, at the 
third level, analysts compute learning assessment subtask scores, aggregate literacy and 
numeracy scores and survey composite scores. Outliers are identified and examined for 
inconsistencies. At the end of the 3 levels of cleaning, datasets are merged to complete the 
analysis.  


Quantitative data analysis 


All quantitative data were analysed using Stata and IBM SPSS® software platforms. The learning 
assessment analysis included girls who were sampled and had unique ID numbers that matched 
the SAGE enrolment database. For girls in the original sample, these unique IDs were provided 
prior to data collection by Plan. For the replacements, STS and Plan matched the girls in the data 
set with the ID numbers in the enrolment database. The raw learning assessment data includes 
1,167 records. The final analytical learning assessment file contains 1,061 records. 


Similarly, the girls survey analysis included girls who were sampled and had a unique ID number 
that matched the enrolment database, as well as replacement girls where the unique IDs were 
matched following data collection. Raw data from the girls survey includes 737 records. The final 
girls survey analysis file contains 664 records.  


 
16 Disposition codes are STS’s internal system for data cleaning. Specifically, disposition codes are used to indicate the type of 
issue in a record or data point and the proposed resolution. During the cleaning process, disposition codes assist the analyst to 
determine the extent of discrepancies in a specific record or a specific variable and make appropriate decisions about the data 
quality and cleaning. 
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Household survey analysis includes parents, caregivers and heads of households of girls who 
were sampled and had a unique ID number that matched the enrolment database, as well as 
replacement girls in which case, unique IDs were matched following data collection. The surveys 
also included boys who are related to or residing in the same house as girls in the sample. At 
each site, 7 caregivers, 2 heads of household and 2 boys participated in the evaluation to provide 
community-level data. The raw parent/caregiver survey data file contains 346 records from the 
sample and replacement girls’ households; the final parent/caregiver survey analytical file 
contains 346 records. The raw HoH survey data file contains 127 records from sample and 
replacement girls’ households; the final HoH survey analytical file contains 100 records. The raw 
boys survey data file contains 114 records from sample and replacement girls’ households; the 
final boys survey analytical file contains 100 records. 


The survey datasets were merged to enable an analysis of marginalisation characteristics and 
barriers to education. Finally, these datasets were merged with the learning assessment dataset.  


All results use the unit of analysis that most accurately reflects the way in which the data was 
collected, and items were structured. For all learning data, results are presented across girls, as 
the unit of analysis is the individual learner. For survey data, the unit of analysis varies. For 
indexes related to aspects of the community, the unit of analysis is respondents but is described 
as the community. 


For the learning assessment, scores and learning bands were computed and reported per LNGB 
guidance. Guidance for aggregate scoring in subsequent evaluation points may be revised to 
account for fluency rates on timed subtasks, instead of reporting only percentage correct.17 


STS created composites—or indexes—for IO indicators by mapping survey items to indicators. 
The mapping of items to indicators and the construction of composites was shared with Plan and 
reviewed with the FM prior to analysis. Relevant but non-overlapping items from the girls and 
household surveys were included in indices constructed for each indicator.18 Although the majority 
of indexes were constructed based on the theory underlying the survey construction, the reliability 
of each composite was also checked by computing Cronbach’s alpha (Annex 14).19  


Learning tests  


SAGE’s learning assessments were adapted from existing EGRAs and EGMAs that had been 
previously administered in Zimbabwe.20 Both the learning assessments instructions were 
administered in Shona and Ndebele, with the subtasks measuring performance in English. Shona 
and Ndebele were selected because they are the primary languages in the districts where the 
baseline was administered. 


Details on both learning assessments’ subtasks are included in Supplementary Table 2. Most 
subtasks included autostops—early stop rules—meaning that if learners do not correctly answer 
a predetermined set of items, the subtask would automatically stop, and enumerators would move 
to the next subtask. These were established to allow learners to efficiently move through the 
assessment and to prevent learners from spending a long period testing skills that they do not 
have. This allowed for respondents with low learning levels to forgo attempting all items on each 
subtask. The length of time allocated for each timed subtask is discussed in Supplementary Table 


 
17 The FM will provide additional guidance on scoring at midline based on conversations with the funder.  
18 Only respondents who answered 25% or more of the underlying items were included in the index calculation. 
19 Cronbach’s alpha is a measure of internal consistency or scale reliability. It measures how closely related a set of items are within 
a defined group. 
20 The learning assessments were developed in 2015 by World Vision under the GEC-funded Improving Girls’ Access through 
Transforming Education (IGATE) programme and under the Malawi National Reading Program funded by USAID in 2018.  
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2. For similar reasons, learners who did not correctly answer any items on the addition or 
subtraction level 1 subtasks were not asked items from the corresponding level 2 subtasks.  


Supplementary Table 2: Learning assessments 


Tool name Subtask  Purpose  Administration Scoring 


EGRA Letter sound 
identification 


Alphabet knowledge Timed—2 minutes; 
autostop after first 
10 items 


Correct letter 
sounds per 
minute; 100 items 
total 


Familiar word 
reading 


Sight-word 
recognition and 
decoding  


Timed—2 minutes; 
autostop after first 5 
items 


Correct familiar 
words per minute; 
50 items total 


Oral reading 
fluency  
(short story) 


Decoding and 
reading fluency 


Timed—2 minutes; 
autostop after 6 
items 


Correct words per 
minute; 65 items 
total 


Reading 
comprehension 
(short story) 


Reading 
comprehension 


Untimed; number of 
questions asked 
corresponds to how 
many items read in 
oral reading fluency 
passage 


Correct out of 5 


Oral reading 
fluency  
(long story) 


Decoding and 
reading fluency 


Timed – 3 minutes; 
autostop after 6 
items 


Correct words per 
minute; 93 items 
total 


Reading 
comprehension 
(long story) 


Reading 
comprehension 


Untimed; number of 
questions asked 
corresponds to how 
many items read in 
oral reading fluency 
passage 


Correct out of 5 


Listening 
comprehension 


Oral language 
comprehension and 
vocabulary 


Untimed; all 
questions asked of 
all respondents 


Correct out of 5 


EGMA Number 
recognition 


Numerals and 
numericities 
identification 


Timed—2 minutes; 
no autostop 


Correct per 
minute; 20 items 
total 


Quantity 
discrimination 


Numerical 
magnitudes 
comparisons 


Untimed; autostop 
after 4 consecutive 
incorrect items 


Correct out of 10 


Missing numbers Number patterns 
identification 


Untimed; autostop 
after 4 consecutive 
incorrect items 


Correct out of 10 
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Tool name Subtask  Purpose  Administration Scoring 


Addition  
(level 1) 


Arithmetic skills Timed—2 minutes; 
no autostop 


Correct per 
minute; 20 items 
total 


Addition  
(level 2) 


Arithmetic skills Untimed; no 
autostop; only 
administered if 
respondent 
correctly answered 
at least one item 
correct on addition 
level 1 


Correct out of 5 


Subtraction 
(level 1) 


Arithmetic skills Timed—2 minutes; 
no autostop 


Correct per 
minute; 20 items 
total 


Subtraction 
(level 2) 


Arithmetic skills Untimed; no 
autostop; only 
administered if 
respondent 
correctly answered 
at least one item 
correct on 
subtraction level 1 


Correct out of 5 


Word problems Conceptual and real-
word mathematics 
understanding 


Untimed; autostop 
after 4 consecutive 
incorrect items 


Correct out of 6 


Quantitative sample selection  


After Plan developed the MEL framework, STS drafted the inception report. During this phase, 
STS, Plan and the FM carried out discussions regarding the sample size, specifically resource 
constraints for conducting a census level baseline study. Based on those conversations—which 
are documented in the inception report and a subsequent memo—the final sampling approach 
approved in collaboration with the FM was a 3-stage clustered random sampling approach that 
adheres to the sampling standards set forth by the FM (Supplementary Table 3). The 3-stage 
approach accounts for the clustering of girls in CBLHs. To determine the sample size, the 
sampling methodology first used the requisite sampling parameters to determine the number of 
girls in the sample, assuming a simple random selection (Supplementary Table 4). Next, this 
sample size was increased to account for the attrition rate of 30%. Finally, the sample was 
increased again to account for the design effect of a 3-stage sampling approach (Supplementary 
Table 5).  


Upon receiving the sampling frame, the sample for the comparison group was again adjusted 
because the number of available CBLHs in the comparison cohort was significantly lower than 
expected. Specifically, when the sampling frame was received, STS identified 3 major differences 
from the original intended population: 
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1. The proportions of the population between treatment and comparison cohorts were 
assumed to be 0.52 from previously available data, but in the final sampling frame is 0.40. 


2. The number of eligible girls in each CBLH varied widely when applying the eligibility 
criteria, including: 


i. Dropped out before secondary OR 


ii. Newly enrolled and under 16 years old OR 


iii. Identified as a girl with disabilities OR 


iv. Performed below a Grade 5 level on the Wide Range Achievement Test 


The final eligible population was 846 girls in the comparison group and 4,568 in the 
treatment group. 


3. The number of communities with small enrolments were high in the comparison group. A 
threshold of at least 20 enrolees was used for the treatment group to ensure that the 
requisite number of girls were available for the study. For comparison communities, when 
applying the threshold of 20 or more, only 10 communities were available. Instead, a 
threshold of 15 girls enrolled was applied to increase the number of eligible CBLHs to 12. 
All 12, therefore, were selected for the sample. 


Based on these parameters, the resulting design effect was 3.5. The change in the population 
proportion, design effect and the smaller number of eligible communities in the comparison group 
resulted in having to recompute the power calculations. The resulting sample is shown in 
Supplementary Table 6. 


Supplementary Table 3: Proposed sample standards 


Minimum detectable effect 
0.4 standard deviations  
(this was approved with the FM on 29 April 2019) 


Level of significance 5% 


Power 80% 


Attrition buffer 30% 


ICC21 0.1 


Supplementary Table 4: Proposed power calculations22 


Test family t tests 


Statistical test Means: difference between 2 independent means (2 groups) 


Type of power analysis A priori: Compute required sample size—given α, power and effect size 


 
21 UK Aid Girls’ Education Challenge, LNGB MEL Guidance July 2018, 117. 
22 Computed using G-Power. 
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Input parameters Output parameters 


Tail(s) 2 
Non-centrality 
parameter δ 


2.8123106 


Effect size d 0.4 Critical t 1.9709056 


α err prob 0.05 Df 218 


Power (1-β err prob) 0.8 Sample size group 1 145 


Allocation ratio N2/N1 0.52 


Sample size group 2 75 


Total sample size 220 


Actual power 0.7995291 


Supplementary Table 5: Proposed learning sample sizes 


Group 
Total number 
of CBLHs 


Treatment 
learners per 
CBLH 


Total number 
of learners to 
be assessed 


Design 
Effect 


Effective 
number of 
learners  
(SRS-
equivalent n) 


Treatment 35 12 420 2.1 200 


Comparison 28 16 448 2.5 179 


Supplementary Table 6: Actual learning sample sizes feasible in the sampling frame 


Group 
Total number 
of CBLHs 


Learners per 
CBLH 


Total number 
of learners to 
be assessed 


Design 
Effect 


Effective 
number of 
learners  
(SRS-
equivalent n) 


Treatment 35 12 375 2.1 179 


Comparison 12 20 250 3.5 72 


The power calculations were reviewed with Plan and the FM, who agreed to a two-stage sampling 
approach. Based on these power calculations, the C1A sample included a first-stage random 
selection of 35 CBLHs, proportional to the total number of CBLHs in C1A by district (see 
Supplementary Table 6). The C2 sample, which serves as a comparison, included 28 CBLHs. 
However, when the final sampling frame was received from Plan, only 12 communities identified 
to participate in the C2 intervention met the criteria for inclusion in the baseline data collection as 
comparison sites.  


The final sample for the baseline study included 420 girls for the treatment group and 250 girls 
for the comparison group. In line with the joint sample approach, all of the girls selected for 







35 
 


learning assessments also responded to the girls survey. Sample sizes for the remaining 3 
household surveys were determined based on resources. Specifically, there were sufficient 
resources for 895 surveys to be administered to other respondent groups. As such, STS and Plan 
distributed these surveys as follows: 70% to be conducted with parents/caregivers, 15% to be 
conducted with heads of household and 15% to be conducted with boys. Using a mapping of 
items to indicators, surveys with parents/caregivers were determined to have greater importance 
to respond to the programme logframe. 


To achieve this sample size, and to ease logistics and administration, the number of respondents 
to test or survey was determined per site based on the proportional quotas. At treatment sites, 
teams were mandated to collect a quota of 12 learning assessments, 12 girls surveys, 7 
parent/caregiver surveys, 2 HoH surveys and 2 boys surveys. At comparison sites, a minimum 
number of learning assessments and girls surveys to be administered was determined based on 
the size of the CBLH. At the comparison sites, enumerators collected data from 15–26 girls, 7 
parents/caregivers, 2 heads of households and 2 boys. At schools in the communities selected 
for benchmarking data, 45 learning assessments were mandated in Grades 3, 5, and 7 as well 
as 45 benchmarking surveys. In all, the baseline sample yielded a one-to-one ratio of learning 
assessments to girls surveys. All other respondent groups data are available at the community 
level. 


Following the selection of the CBLHs per district, STS conducted the second stage of the sampling 
procedure and randomly selected 12 girls and 5 replacements from each selected C1A CBLH. In 
C2 comparison sites, STS randomly selected 15–26 girls per site depending on the size of the 
site. All girls selected for the learning assessments also participated in the girls survey. At each 
CBLH, 7 parent/caregivers, 2 heads of household and 2 boys comprised the sample for the 
household surveys. As a result, the findings presented are aggregated for parent/caregivers, 
heads of household and boys. 


CBLH facilitators and SAGE staff were responsible for mobilizing the girls and their caregivers, 
heads of household and boys to the assessment site for data collection. If selected girls were 
unavailable, the CBLH facilitator contacted the 5 replacements and their caregivers. If the quotas 
were still unmet, CBLH facilitators mobilized any other eligible girls to the assessment site to 
participate in the baseline. The names of replacement girls were entered manually into Tangerine 
and SurveyCTO. Supervisors also created paper-based replacement lists to serve as a back-up.  


Quantitative sample sizes  


Table 6: Quantitative sample sizes 


Tool name  Sample 
size agreed 
in MEL 
framework 
– 
treatment 


Sample size 
agreed in 
MEL 
framework 
– 
comparison 


Actual 
sample 
size – 
treatment 


Actual 
sample size 
– 
comparison  


Remarks on why anticipated 
and actual sample sizes are 
different  


EGRA / 
EGMA  


420 250 459 264 The MEL framework and the 
Inception report suggested a 
census administration with a 
1:1 ratio for the girls, 
parents/caregivers, HoH and 
boys surveys. However, 
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Tool name  Sample 
size agreed 
in MEL 
framework 
– 
treatment 


Sample size 
agreed in 
MEL 
framework 
– 
comparison 


Actual 
sample 
size – 
treatment 


Actual 
sample size 
– 
comparison  


Remarks on why anticipated 
and actual sample sizes are 
different  


during the writing of the 
inception report, a cluster-
based sample was found to be 
more appropriate given the 
constraints of the budget. At 
the time of writing the 
inception report, the sample 
of girls was expected to be 
895. The budget allowed for 
895 non-girl surveys to be 
administered, and therefore, 
this allocation was distributed 
among the 3 remaining 
surveys as follows: 70% 
parent/caregiver, 15% HoH 
and 15% boys.  


In some cases, CBLHs were 
not able to mobilize sufficient 
respondents at each site. In 
these instances, SAGE staff 
mobilized additional girls at 
other sites in the district to 
reach the overall target. Due 
to this over-sampling at some 
sites, the final totals were 
greater than the original 
sample.  


Girls 
Survey 


420 250 416 248 In some instances, girls were 
not able to complete the 
survey. Data collection notes 
indicate that some girls had to 
leave the CBLH prior to 
completing the survey, 
explaining the difference in 
the total number of learning 
assessments compared to the 
survey.  


Parent / 
Caregiver 
Survey 


420 250 257 89 Because of budgetary 
constraints, the one-to-one 
ratio could not be adhered to 
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Tool name  Sample 
size agreed 
in MEL 
framework 
– 
treatment 


Sample size 
agreed in 
MEL 
framework 
– 
comparison 


Actual 
sample 
size – 
treatment 


Actual 
sample size 
– 
comparison  


Remarks on why anticipated 
and actual sample sizes are 
different  


for girls to survey 
respondents. Instead the 
proportion used to arrive at 
the number of caregiver 
surveys was 70%. To ease the 
logistics of data collection, 
this equated to 7 surveys per 
CBLH. This also enabled the 
data collection team to 
adhere to the data collection 
schedule, which called for one 
day per C1A CBLH and up to 2 
days per C2 CBLH.  


Head of 
Household 
Survey 


420 250 77 23  Because of budgetary 
constraints, the one-to-one 
ratio could not be adhered to 
for girls to survey 
respondents. Instead, the 
proportion used to arrive at 
the number of HoH surveys 
was 15%. To ease the logistics 
of data collection, this 
equated to 2 surveys per 
CBLH. 


Boys 
Survey 


420 250 72 28 Because of budgetary 
constraints, the one-to-one 
ratio could not be adhered to 
for girls to survey 
respondents. Instead, the 
proportion used to arrive at 
the number of boys surveys 
was 15%. To ease the logistics 
of data collection, this 
equated to 2 surveys per 
CBLH. 


Representativeness of the sample 


Demographics of the baseline sample are presented in Table 7 through Table 10. The 
representativeness of the baseline sample has been assessed by comparing these tables with 
the tables in Error! Reference source not found.. Overall, the baseline sample was drawn to be 
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representative of the total beneficiary population. However, with almost 80% replacement of the 
sample during data collection, the EE could not determine the representativeness of the baseline 
data. 


Table 7: Sample breakdown by intervention pathways 


Intervention pathway (girls reported intentions 
after CBLH completion) 


Sample proportion of intervention group 
(%) 


Re-entry into formal education  2.76% 


Vocational training  47.62% 


Employment/self-employment 47.12% 


Get married / other / don’t know / refused  2.51%23 


Table 8: Sample breakdown by regions 


Region  


Sample 
proportion of 


C1A 
beneficiaries 


(%)24 


Sample 
proportion of C2 


beneficiaries 
(%)25 


Proportion of 
girls in baseline 
survey dataset 


(%) – 
intervention 


Proportion of 
girls in baseline 
survey dataset 
surveyed (%) – 


comparison 


Bulawayo 4.00% 2.00% 5.23% 7.58% 


Harare 18.00% 53.00% 11.11% 11.36% 


Manicaland 60.00% 34.00% 66.67% 67.80% 


Mashonaland East 6.00% 8.00% 6.54% 12.88% 


Matabeleland South 12.00% 3.00% 10.46% 0.38% 


Source 
beneficiary database, 
C1A 


beneficiary database, 
C2 


cleaned data analysis 
file 


cleaned data analysis 
file 


N =  N = 4568 N = 876 N = 459 N = 264 


Table 9: Sample breakdown by age 


Age  
(adapt as 
required) 


Sample 
proportion of C1A 
beneficiaries (%)26 


Sample 
proportion of C2 


beneficiaries (%)27 


Proportion of girls 
in baseline survey 


dataset of 
intervention (%) 


Proportion of girls 
in baseline survey 
dataset surveyed 


of comparison (%) 


Aged <10 (%)  12.28% 6.22% 0.67% 3.45% 


Aged 10 (%) 4.68% 4.68% 4.23% 6.13% 


 
23 The proportion of girls in the treatment cohort by sub-category are: 0.3% said ‘get married and care for my family’, 0.5% said 
‘other’, and 1.8% said ‘don’t know’. 
24 Proportions are based on the beneficiaries provided by Plan in the baseline sampling frame. 
25 Proportions are based on the beneficiaries provided by Plan in the baseline sampling frame. 
26 Proportions are based on the beneficiaries provided by Plan in the baseline sampling frame. 
27 Proportions are based on the beneficiaries provided by Plan in the baseline sampling frame. 
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Age  
(adapt as 
required) 


Sample 
proportion of C1A 
beneficiaries (%)26 


Sample 
proportion of C2 


beneficiaries (%)27 


Proportion of girls 
in baseline survey 


dataset of 
intervention (%) 


Proportion of girls 
in baseline survey 
dataset surveyed 


of comparison (%) 


Aged 11 (%) 3.44% 3.44% 2.67% 3.07% 


Aged 12 (%) 4.07% 4.07% 3.56% 6.13% 


Aged 13 (%) 5.93% 5.93% 5.12% 11.49% 


Aged 14 (%) 26.27% 26.27% 10.24% 13.41% 


Aged 15 (%) 7.20% 7.20% 7.80% 12.26% 


Aged 16 (%) 6.50% 6.50% 8.24% 11.11% 


Aged 17 (%) 4.95% 4.95% 11.80% 11.88% 


Aged 18 (%) 5.65% 5.65% 16.93% 8.43% 


Aged 19 (%) 7.88% 7.88% 27.39% 12.26% 


Aged 20 + (%) 0.09% 0.00% 1.34% 0.38% 


Unknown 15.74% 15.74%   


Source: 
 


N =  


Beneficiary database, 
C1A 


N = 4568 


Beneficiary database, C2 


N = 876 


Cleaned data analysis 
file 


N = 449 


Cleaned data analysis 
file 


N = 261 


Table 10: Sample breakdown by disability 


Domain of 
difficulty 


Proportion 
of girls in 
baseline 
survey 


dataset of 
intervention 


(%) 


Proportion 
of girls in 
baseline 
survey 


dataset 
surveyed of 
comparison 


(%) 


Guidance 


(record as true if they meet the criteria below) 


Seeing 6.04% 2.02% If CF1=1 AND (CF2=3 OR CF2=4) 


OR 


If CF1=2 AND (CF3=3 OR CF3=4) 


Hearing 2.17% 1.22% If CF4=1 AND (CF5=3 OR CF5=4) 


OR 


If CF4=2 AND (CF6=3 OR CF6=4) 


Walking  2.66% 2.42% If CF7=1 AND (CF8=3 OR CF8=4) OR (CF9=3 OR 
CF9=4) 


OR 
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Domain of 
difficulty 


Proportion 
of girls in 
baseline 
survey 


dataset of 
intervention 


(%) 


Proportion 
of girls in 
baseline 
survey 


dataset 
surveyed of 
comparison 


(%) 


Guidance 


(record as true if they meet the criteria below) 


If CF7=2 AND (CF12=3 OR CF12=4) OR (CF13=3 OR 
CF13=4) 


Self-care 0.48% 0.81% CF14=3 OR CF14=4 


Communication  3.38% 2.02% CF15=3 OR CF15=4 


OR 


CF16=3 OR CF16=4 


Learning 6.33% 4.03% CF17=3 OR CF17=4 


Remembering 8.01% 4.84% CF18=3 OR CF18=4 


Concentrating  2.68% 2.86% CF19=3 OR CF19=4 


Accepting 
Change 


2.94% 6.17% CF20=3 OR CF20=4 


Controlling 
Behaviour 


2.93% 3.66% CF21=3 OR CF21=4 


Making Friends 4.84% 2.42% CF22=3 OR CF22=4 


Anxiety 7.93% 9.27% CF23=1 


Depression 6.01% 4.03% CF24=1 


Girls with 
disabilities 
overall 


29.57% 27.42% Note: The percentage of girls with disabilities 
(functional difficulty) is represented by those for 
whom at least one domain is coded 3 or 4 [1 for 


Anxiety or Depression] (true) as shown above. This 
is the total proportion meeting at least one of the 


criteria outlined above. When reporting this, please 
ensure you do it accurately do not take the sum of 


the %s above as it will result in double counting. 


Source: 


N =  


Girls survey 


N = 416  


Girls Survey 


N = 248 


Challenges in baseline data collection and limitations of the evaluation design 


STS and SAGE faced several challenges during the quantitative data collection and analysis: 
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• Many girls and caregivers initially selected into the sample were unavailable during data 


collection. The overall replacement rate was 76.9%, with only 167 girls from the original 


sample available for testing and surveying. Among the intervention cohort, 81.3% of the 


sample was replaced; among the comparison cohort, 68.6% of the sample was replaced. 


The highest replacement rate for the girls survey was among girls aged 15–19 and in the 


Manicaland district (377 replacement girls). Most girls recruited as replacements are 


programme beneficiaries – their participation was confirmed by Plan as of this writing – 


and therefore were retained in the baseline sample. Several girls indicated they were 


enrolled in school; SAGE staff followed up and determined these girls are enrolled in 


CBLHs, not in formal schools. Due to the high level of replacements, key demographic 


information collected in the enrolment database was not available at baseline for 


disaggregation, including girls’ caregiver status, marital status, whether they had ever 


been to school, grade level at which they dropped out and religion. Although the 


parent/caregiver survey asks key demographic questions, these were not available for all 


girls in the survey, and the enrolment database remains the only source of this 


demographic information. At future timepoints, Plan may consider adding the demographic 


questions to the girls surveys to ensure the data can be disaggregated by these key 


characteristics.  


• Of the girls who participated in the learning assessments, 8.20% were missing survey 


responses. This means that the final data set does not include a complete one-to-one ratio 


of learning assessment data to girls survey data.  


• The team attempted to match replacement girls to the girl in the original sample according 


to key demographics and barriers. During data collection, enumerators noted in the daily 


tracking sheets the matches between the original sampled girl and her replacement. It was 


not always feasible to find a match with all key demographics and barriers given time 


constraints and data collection schedule. The SAGE team used the age and enrolment 


requirements for replacement girls to participate in the baseline, but certain demographics 


or barriers may not have been applicable to each replacement girl.  


• Due to limited time and budget, STS and SAGE did not pilot survey items prior to the 


operational baseline data collection. Instead, surveys were pretested with a limited 


number of respondents to assess the length of the surveys, appropriateness of Shona and 


Ndebele translations of instructions and relevance of items for the target population. 


Without sufficient sample sizes, it was not possible to test the reliability of items before 


operational baseline data collection. At future evaluation points, additional items may be 


added to the indices to improve the index reliability measure. 


• Although STS trained enumerators on accommodating girls with disabilities during the 


assessment and provided notes on which girls would require accommodations based on 


programme screening data, only 32 girls (4.40%) used the large-print stimuli 


accommodation and no girls (0.00%) used assistive devices such as glasses, magnifiers 


or hearing aids. This was likely because the number of girls selected into the sample who 


were identified by SAGE disability screening partners as needing assistive devices was 


small, and because the programme had not yet distributed devices at the time of baseline 


data collection. Additionally, enumerators knew the accommodations required for girls who 


had been pre-selected on the sample and replacement lists; however, they would not have 
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known any special needs for girls who were identified on the day of data collection. If any 


girls from the baseline sample are provided with assistive devices during the intervention, 


they will no longer be able to be in the sample because the girls must use—or not use—


the same devices at each evaluation time point. It would be unethical not to allow a girl to 


use an assistive deceive just to ensure comparability.  


• STS assumed a 6% prevalence rate of girls with disabilities (GWD) based on initial 


programme targets. Their screenings were only conducted in the treatment communities. 


This proportion is significantly lower than the proportion of girls who reported having some 


or a lot of difficulty on the child functioning questions of the Washington Group questions 


in the baseline survey.  


Cohort tracking and next evaluation point 


To facilitate tracking the same girls from the baseline into subsequent evaluation points, STS 
captured the names and unique IDs of all girls and any parents, boys, caregivers or heads of 
households sampled. Identifiers are available and should be verified by the project for 
replacement girls so that the same girls can be identified in future evaluation points as well as 
project monitoring data with evaluation data. The EE will need to rely on SAGE staff and CBLH 
facilitators to locate sampled girls at the next evaluation point to ensure adherence to the 
longitudinal design of the evaluation. The second midline and the endline evaluations will provide 
an opportunity for Plan to follow-up with girls on their transition pathways.28  


4.5 Qualitative evaluation methodology 


Qualitative data collection tools  


The qualitative tools that were administered at baseline are detailed in Table 12. Qualitative 
baseline findings were supplemented by data collected through the Gender Analysis, as sample 
sizes for baseline were small due to budget limitations. In addition to providing findings related 
sustainability, qualitative tools also examined baseline status of O2 Transition, IO4 Communities 
demonstrate more positive gender attitudes and IO5 Strong and active partnerships with MoPSE 
officials and other civil society actors actively advocate for more inclusive, gender-responsive 
education policies.  


Table 11: Qualitative evaluation tools 


Tool name 
Relevant 
indicator(s)  


Who developed 
the tool?  


Was tool 
piloted?  


How were 
piloting findings 
acted upon (if 
applicable) 


Was FM 
feedback 
provided?  


KII with 
MoPSE 
officials29  


O3.5 


O3.6a 


O3.6b 


IO5.1 


IO5.2 


STS, Plan  No n/a  n/a 


 
28 Attrition buffers were incorporated into sample size calculations to account for girls from the baseline sample who cannot be 
tracked and assessed in year 3 and year 5 evaluation points. See Error! Reference source not found.. 
29 Includes district and national officials. 
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Tool name 
Relevant 
indicator(s)  


Who developed 
the tool?  


Was tool 
piloted?  


How were 
piloting findings 
acted upon (if 
applicable) 


Was FM 
feedback 
provided?  


KII with 
community 
leaders 


O3.1 


O3.2 


IO4.1 


IO4.2 


IO4.3 


STS, Plan  No n/a n/a 


KII with formal 
school head 


O2.1 


O3.1 


O3.2 


IO4.1 


IO4.2 


IO4.3 


STS, Plan  No n/a  n/a 


Qualitative sample selection and sample sizes 


The baseline qualitative sample was developed in consideration of budgetary limitations, and the 
sample selection was conducted purposively. All respondents were pre-selected by SAGE staff. 
Sample sizes by type of key informant interview (KII) are included in Table 12. All sample sizes 
agreed upon in the inception report were met during operational data collection. 


Table 12: Qualitative sample sizes 


Tool 
Beneficiary 
group 


Sample size 
agreed in MEL 
framework 30 


Actual sample 
size 


Remarks on why there are 
major differences between 
anticipated and actual 
sample sizes (if applicable) 


KII with MoPSE 
officials 


District-level 
officials 


4 4 n/a 


National-level 
officials 


1 1 n/a 


KII with 
community 
leaders 


n/a 2 2 n/a 


KII with formal 
school head 


n/a 3 3 n/a 


Qualitative field researchers  


Similar to the selection and hiring process for the quantitative enumerators, STS and Plan worked 
collaboratively to recruit, hire and train qualitative field researchers for the operational baseline 
data collection activities. Based on previous experience with qualitative research, 3 data collection 


 
30 Sample sizes were proposed in Inception Report. 
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team supervisors were selected for the KII qualitative survey data collection. The selected field 
researchers had extensive prior experience with qualitative research—including administering 
focus group discussions (FDGs) and KIIs with adolescents on SRHR and GBV topics. One 
researcher was fluent in Ndebele, and 2 were fluent in Shona. Before training commenced, the 
selected field researchers signed contracts with Select Research that stipulated their expected 
roles and expected professional conduct during training and data collection.  


The baseline qualitative researcher training, facilitated by STS with support from Select and 
SAGE, took place on 1 August in Harare. Training sessions covered the objectives of the SAGE 
study and the qualitative component, qualitative research practices and an overview and practice 
of each KII. All 3 researchers were trained in facilitation and note-taking to enable them to rotate 
roles during the data collection. 


Qualitative data collection  


Qualitative data collection took place from 5 August to 19 September 2019. STS drafted a 
schedule of for each qualitative activity, and SAGE developed the final schedule for the KIIs. 
Qualitative researchers contacted SAGE district staff prior to their visit to reconfirm the schedule 
of activities and ensure respondent participation.  


All KIIs were administered in English and Shona or Ndebele. Researchers took detailed field notes 
and reflections during the activities. Researchers were required to securely submit a debrief form 
and expanded notes in English at the end of each day. Researchers supplemented their 
expanded notes with audio-recordings. Although STS requested that these were submitted each 
night, researchers ultimately completed these within a 2- to 3-day time period. Delays were due 
to the rigour of the data collection schedule and the quantity of qualitative data collected each 
day.  


STS reviewed documents daily for completeness, outstanding questions, concerns or 
clarifications. STS and the qualitative researchers communicated during data collection by 
WhatsApp, following up with questions about the data and quotas as well as any logistical 
challenges that may have been encountered. 


Qualitative data handling and analysis  


Qualitative researchers managed transcription and translation per STS guidance. The notetaker 
took handwritten field notes during KIIs.31 Utilizing the handwritten field notes as references, the 
notetaker and facilitator collaboratively completed an expanded notes template in English for each 
KII. The most pertinent quotes were also typed up verbatim in the language of the interview, 
translated to English and included in the expanded field notes. Qualitative researchers did not 
complete verbatim transcripts and translations; however, their expanded field notes and 
translations of key quotes from local language to English were reviewed and cross-checked by 
the facilitator to ensure quality and accuracy. 


Qualitative researchers uploaded all data—including expanded field notes—to STS’s secured, 
password-protected server. All raw qualitative data and materials were returned to the local data 
collection firm, Select Research, after the completion of data collection. 


Finalized expanded field notes were coded and analysed systematically in Microsoft Word. All 
coding was completed by a single user. The qualitative data analysis methodology incorporated 
an iterative approach and included content analysis and constant comparison of narrative data to 


 
31This included quotes, key points and themes that emerged for each question, non-verbal activity or body language, as well as any 
big ideas, thoughts or take-aways from the note-taker. 
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identify and validate emerging themes. A list of themes was developed based on the LNGB 
baseline report template and SAGE’s outcomes and IOs. Qualitative data were coded according 
to these themes. While observations by researchers were included in the qualitative analysis, 
reflections and recommendations are clearly distinguished from the raw data and findings. 


Challenges in baseline qualitative data collection, handling and analysis and limitations of 
the qualitative aspects of the evaluation design 


Due to time, budget and logistical constraints, STS utilized detailed field notes in place of fully 
translated transcriptions. Expanded field notes produced by the note-taker enabled a quicker 
turnaround that was less labour intensive and fit within the budget constraints the baseline 
evaluation. However, the discussions, reflections and insights from KIIs may be limited due to a 
lack of full transcriptions and translations. 


The number of KIIs that could be conducted at baseline was limited due to budget constraints. 
District officials, community leaders and formal school heads were interviewed from a subset of 
SAGE’s intervention areas. Qualitative findings from KIIs should be understood as only 
representing a portion of the programme’s districts. 
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5. Key characteristic subgroups and barriers of baseline 
samples 


The following section examines the main characteristics of the subgroups of interest and the 
barriers to learning and transition that they face. This section also examines the intersection 
between the main barriers and the characteristics to help determine how appropriate the SAGE 
programme activities are for these subgroups and if the ToC is appropriate. Barriers were drawn 
from the qualitative study, and STS used surveys to quantify barrier prevalence to the extent 
feasible.  


5.1 Educational marginalisation 


SAGE identified the characteristic subgroups presented in Table 13, which are a critical part of 
girls’ enrolment marginalisation criteria. Proportions of girls by disability are presented in Table 
10. 


Table 13: Characteristic subgroups 


Characteristic  Proportion of 
sample with 


this 
characteristic 


N of subgroup 


 


How characteristic was 
calculated 


 


Girl with disabilities 29.57% 123 out of 416 Calculated using the 
Washington Group 
Functional Difficulty 
Questions. Girls counted as 
having a disability if they 
have one or more functional 
difficulty. 


 


Age Group: 9 and under 0.67% 3 out of 449 Used age given by girl on 
Learning Assessment. If no 
age given there, used age 
given by girl on girls survey. 


Age group: 10–14 25.84% 116 out of 449 


Age group: 15–19 72.16% 324 out of 449 


Age group: 20 and older 1.34% 6 out of 449 


SAGE identified the following additional characteristics for programme beneficiaries in the 
programme’s TOC and collected these data during beneficiary selection: high poverty, high chore 
burden, married or about to get married, has or is expecting a child, religion and chronic illness. 
These characteristics are maintained in the enrolment database for beneficiaries on an ongoing 
basis. Given the high number of replacement girls in the sample, this information is not available 
for all girls in the final baseline sample. As a result, EE could not disaggregate baseline learning 
outcomes by these characteristics.  


The key barriers to learning and transition available for disaggregation are listed in Error! 
Reference source not found.. To populate these barriers, STS used a mixed-methods 
approach. First, STS analysed the Gender Analysis report (Annex 12) to identify the key barriers 
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mentioned by adolescent girls in the FGDs.32 The key barriers to education identified through 
qualitative data included challenges related to the accessibility of schools, including long 
distances to school and safety travelling to or from school;  GBV, including early marriage, early 
pregnancy, sexual exploitation and violence; families’ lack of approval for girls’ education, lack of 
access to learning about SRHR and low self-esteem.  


The results presented in this section cover quantitative data that is not included in the IOs 
section.33 Quantitative items in the girls survey captured specific aspects of the barriers identified 
in the Gender Analysis. Therefore, this section is not intended to replace the broader findings in 
the Gender Analysis but to provide subgroups for further disaggregating outcomes. 


For each barrier identified in the Gender Analysis, related items from the quantitative girls survey 
were mapped and used for disaggregation. In the Gender Analysis and the girls survey, 
accessibility was defined as long distances to school and safety concerns when travelling to 
school, as well as the physical accessibility of the school infrastructure. To measure this barrier 
with the quantitative data, one item on the girls survey tracked girls who reported travelling more 
than 30 minutes to CBLH. The quantitative analysis did not explicitly examine perceptions of and 
experiences around GBV. Rather, the quantitative data examined whether girls reported having 
a safety net for GBV, including a safe space in the community outside of their home and knowing 
where to go if they experience violence. Using 5 items in the girls survey, the barrier focuses on 
girls’ perceived lack of safety net for GBV. The quantitative data also examined girls’ perceptions 
around the concept of a girl’s right to an education. This barrier was measured using 5 items in 
the girls survey that addressed if a girl perceived education as a child’s right. At baseline, the 
quantitative data indicated a lack of voice and ability to speak up as an additional barrier girls 
face. This was defined as girls who are not able to talk to a parent or caregiver about issues that 
are important to them, who cannot speak up for girls’ rights in the community and who lack the 
confidence to work with others to help girls access education. This barrier was measured using 
an index of 3 items on the girls survey. Table 14 lists the barriers for which quantitative data were 
available and the proportion of the sample within that subgroup.  


Table 14: Barriers 


Barriers: Identified in 
quantitative surveys 


Proportion of 
sample affected 
by this barrier  


N of subgroup 


 


How barrier was calculated using 
the survey data 


 


Accessibility 70.53% 280 out of 397 Girls who reported traveling more 
than 30 minutes to CBLH on girls 
survey 


Lack safety net for GBV 36.71% 152 out of 414 Girls who report at least two of the 
3 criteria from the girls survey: not 
having a safe place in community, 
not having somewhere safe to go 
outside the home, and not 
knowing where to go for support if 
they experience violence 


 
32 Girls included in the Gender Analysis were not necessarily included in the baseline, as the Gender Analysis took place several 
months prior to the baseline. Nevertheless, sample selection criteria for the Gender Analysis was similar to enrolment, and girls’ 
experiences from the Gender Analysis are likely similar to those girls included in the baseline sampling frame. 
33 Once items that were intended to report on IO’s were analyzed, remaining items were used to describe the sample by subgroups 


and barriers to avoid any overlap of items with IO indices. 
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Barriers: Identified in 
quantitative surveys 


Proportion of 
sample affected 
by this barrier  


N of subgroup 


 


How barrier was calculated using 
the survey data 


 


Lack of right to an 
education 


4.79% 22 out of 459 Girls who perceive that at least two 
of the following criteria from the 
girls survey are true: that children 
do not have the right to go to 
school and CBLH; that girls do not 
have the right to go to school and 
CBLH; that boys do not have the 
right to go to school and CBLH; 
that children with disabilities do 
not have the right to go to school 
and CBLH. 


Lack of enabling 
environment for quality 
education 


11.03% 45 out of 408 


 


Girls who reported 'no' or strongly 
disagree/disagree' to at least 3 of 
the following 8 items on the girls 
survey are facing barriers: school 
has books, computers, drinking 
water facilities, seats, toilet to use, 
and CE makes students feel 
welcome, treats boys and girls 
differently and often absent for 
class  


Menstruation 55.89% 


 


204 out of 365 


 


Any girl who says she does not 
have materials to use during 
period, misses school because of 
period OR has no one to talk to 
about period is classified as facing 
the barrier 


Lack of voice and ability 
to speak up 


20.35% 


 


81 out of 398 


 


Any girls who does not feel able to 
talk to parents / caregivers / 
spouses about issues that are 
important to them; to speak up for 
girls’ rights in community; or feel 
confident to work with others to 
make sure other girls can access 
education 
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Findings indicate that accessibility to school is the most frequently experienced barrier—70.53% 
of girls experienced this barrier at baseline. Menstruation and a lack of safety net for GBV were 
also mentioned by girls—55.89% of girls mentioned barriers around menstruation, and 36.71% 
indicated lacking a safety net.  


5.2 Intersection between key characteristics subgroups and barriers  


The intersections between characteristic subgroups and barriers are presented in Table 15.34 
Girls in 4 age groups are included—two are the focus age groups for SAGE interventions. The 
youngest age group includes 3 girls who were age 9 or under, and the oldest age group includes 
5 girls who were age 20 or older. Subsequent analyses by age group exclude these two groups 
due to the small sample sizes and because they are outside of the focus of SAGE interventions.  


Accessibility is the most common barrier faced by girls—affecting at least two-thirds of girls with 
disabilities, girls aged 10–14 and girls aged 15–19. Across all subgroups, one-third of girls lack a 
safety net for GBV. Girls who faced barriers related to menstruation tended to be aged 10–14, 
followed by girls with disabilities. At least one-quarter of girls with disabilities and a slightly smaller 
proportion of girls aged 10–14 lack of voice or have an inability to speak up.  


 


 
34 Statistical (chi-squared) tests are not included on relationships between marginalisation characteristics and barriers, as the 
sample was not powered to be large enough to make generalisations within subgroups. 
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Table 15: Key barriers to education by characteristic subgroups 
 


Girl with 
disabilities 
(n=115) 


Age group: 9 and 
under (n=3) 


Age group: 10–


14 (n=103) 
Age group: Age 15–19 
(n=279) 


Age group: 20 and 
older (n=5) 


Accessibility 
 


31.43% of girls 
who walk 30 
minutes or more 
to CBLH have a 
functional 
difficulty (88 of 
280). 
 
76.52% of girls 
with a functional 
difficulty walk 30 
or more minutes 
to CBLH (88 of 
115). 


 


0.73% of girls who 
walk 30 or more 
minutes to CBLH 
are aged 9 and 
under (2 out of 
274). 
 
66.67% of girls who 
are aged 9 and 
under walk 30 or 
more minutes to 
CBLH (2 out of 3.) 


 


25.55 % of girls 
who walk 30 or 
more minutes to 
CBLH are aged 
10–14 (70 out of 
274). 
 
67.96% of girls 
who are aged 
10–14 walk 30 or 
more minutes to 
CBLH (70 out of 
103.) 


 


72.63% of girls who 
walk 30 or more 
minutes to CBLH are 
aged 15–19 (199 out of 
274). 
 
71.33% of girls who are 
aged 15–19 walk 30 or 
more minutes to CBLH 
(199 out of 279.) 


 


1.09% of girls who 
walk 30 or more 
minutes to CBLH 
are aged over 20 (3 
out of 274). 
 
60.00% of girls who 
are aged over 20 
walk 30 or more 
minutes to CBLH (3 
out of 5.) 


 


Lack of safety net for GBV 29.61% of girls 
who face 
barriers around a 
lack of a safety 
net for GBV have 
a functional 
difficulty (45 of 
152). 
 
36.89% of girls 
who have a 
functional 
difficulty face 


0.67% of girls who 
face a lack of a 
safety net for GBV 
are aged 9 and 
under (1 out of 
150). 
 
33.33% of girls who 
are aged 9 and 
under face barriers 
around a lack of a 
safety net for GBV 
(1 out of 3.) 


26.67 % of girls 
who face 
barriers around a 
lack of a safety 
net for GBV are 
aged 10–14 (40 
out of 150). 
 
35.71% of girls 
who are aged 
10–14 face 
barriers around a 
lack of a safety 


70.00 % of girls who 
face barriers around a 
lack of a safety net for 
GBV are aged 15–19 
(105 out of 150). 
 
36.71% of girls who are 
aged 15–19 face 
barriers around a lack 
of a safety net for GBV 
(105 out of 286.) 


 


2.67 % of girls who 
face barriers 
around a lack of a 
safety net for GBV 
are aged 20 and 
older (4 out of 150). 
 
80.00% of girls who 
are aged 20 and up 
face barriers 
around a lack of a 
safety net for GBV 
(4 out of 5.) 
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Girl with 
disabilities 
(n=115) 


Age group: 9 and 
under (n=3) 


Age group: 10–


14 (n=103) 
Age group: Age 15–19 
(n=279) 


Age group: 20 and 
older (n=5) 


barrier around a 
lack of a safety 
net for GBV (45 
of 122). 


 


 net for GBV (40 
out of 112.) 


 


 


Lack of right to an education 


 


31.82% of girls 
lacking a 
perceived right 
to an education 
have a functional 
difficulty (7 out 
of 22). 
 
5.69% of girls 
with functional 
difficulties lack a 
perceived right 
to an education 
(7 out of 123). 


 


None of the 3 girls 
aged 9 and under 
lack a perceived 
right to an 
education. 


 


36.36% of girls 
who lack a 
perceived right 
to an education 
are aged 10–14 
(8 out of 22). 
 
6.90% of girls 
aged 10–14 lack 
a perceived right 
to an education 
(8 out of 116). 


 


63.32% of girls who 
lack a perceived right 
to an education are 
aged 15–19 (14 out of 
22). 
 
4.32% of girls aged 15–


19 lack a perceived 
right to an education 
(14 out of 324). 


 


None of the 6 girls 
aged 20 and older 
lack a perceived 
right to an 
education. 


 


Lack an enabling 
environment for quality 
education 


42.22% of girls 
lack an enabling 
environment for 
quality 
education have a 
functional 
difficulty (19 out 
of 45). 
 


2.22% of the girls 
who lack an 
enabling 
environment for 
quality education 
are aged 9 and 
under (1 out of 45). 
 
33.33% of the girls 


17.78% of the 
girls who lack an 
enabling 
environment for 
quality 
education are 
aged 10–14 (8 
out of 45). 
 


73.33% of the girls who 
lack an enabling 
environment for 
quality education are 
aged 15–19 (33 out of 
45). 
 
11.66% of the girls 
aged 15–19 lack an 


6.67% of the girls 
lack an enabling 
environment for 
quality education 
are aged 20 and up 
(3 out of 45). 
 
60.00% of the girls 
aged 20 and up lack 
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Girl with 
disabilities 
(n=115) 


Age group: 9 and 
under (n=3) 


Age group: 10–


14 (n=103) 
Age group: Age 15–19 
(n=279) 


Age group: 20 and 
older (n=5) 


15.70% of girls 
with a functional 
difficulty lack an 
enabling 
environment for 
quality 
education (19 
out of 121). 


 


aged 9 and under 
lack an enabling 
environment for 
quality education (1 
out of 3). 


 


7.27% of the girls 
aged 10–14 lack 
an enabling 
environment for 
quality 
education (8 out 
of 110). 


 


enabling environment 
for quality education 
(33 out of 283). 


 


an enabling 
environment for 
quality education (3 
out of 5). 


 


Menstruation 28.43% of girls 
facing barriers 
around 
menstruation 
have a functional 
difficulty (58 out 
of 204). 
 
55.24% of girls 
with a functional 
difficulty face 
barrier around 
menstruation 
(58 out of 105.) 


 


1.50% of girls 
facing barriers 
around 
menstruation are 
aged 9 and under (3 
out of 200). 
 
100% of girls aged 
9 and under face 
barriers around 
menstruation (3 
out of 3). 


 


26.00% of girls 
facing barriers 
around 
menstruation 
are aged 10–14 
(52 out of 200). 
 
74.29% of girls 
aged 10–14 face 
barriers around 
menstruation 
(52 out of 70). 


 


70.00% of girls facing 
barriers around 
menstruation are aged 
15–19 (140 out of 200). 
 
50.18% of girls aged 
15–19 face barriers 
around menstruation 
(140 out of 279). 


 


2.50% of girls 
facing barriers 
around 
menstruation are 
aged 20 and older 
(5 out of 200). 
 
83.33% of girls 
aged 20 and up 
face barriers 
around 
menstruation (5 
out of 6). 


 


Lack of voice and the ability 
to speak up 


35.80% of girls 
who lack voice 
and the ability to 
speak up have 
functional 


1.25% of girls who 
lack voice and the 
ability to speak up 
are aged 9 or under 
(1 out of 80). 


23.75% of girls 
who lack voice 
and the ability to 
speak up are 
aged 10–14 (19 


75.00% of girls who 
lack voice and the 
ability to speak up are 
aged 15–19 (60 out of 
80). 


None of the 6 girls 
aged 20 and older 
lack voice and the 
ability to speak up. 
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Girl with 
disabilities 
(n=115) 


Age group: 9 and 
under (n=3) 


Age group: 10–


14 (n=103) 
Age group: Age 15–19 
(n=279) 


Age group: 20 and 
older (n=5) 


difficulties (29 
out of 81). 
 
24.58% of girls 
with disabilities 
lack voice and 
the ability to 
speak up (29 out 
of 118). 


 


 
33.33% of girls aged 
9 and under lack 
voice and the 
ability to speak up 
(1 out of 3). 


 


out of 106). 
 
17.92% of girls 
aged 10–14 lack 
voice and the 
ability to speak 
up (19 out of 
106). 


 


 
21.82% of girls aged 
15–19 lack voice and 
the ability to speak up 
(60 out of 80). 


 


 


 


 







  


GEC LNGB Baseline Evaluation Report template 
| 


54 


 


5.3 Appropriateness of project activities to the characteristic subgroups and barriers 
identified 


Using the available baseline data, there do not appear to be any unanticipated characteristic 
subgroups that were not considered in intervention planning.  Appropriateness of project activities 
should be re-examined when enrolment data are collected for the large number of replacement 
girls. Due to the limited nature of the data available in the baseline surveys, greater emphasis 
should be placed on the Gender Analysis findings for a description of subgroups and barriers. 
Furthermore, once beneficiary data for the replacement sample is available, subgroup analyses 
should be conducted.  


To measure the prevalence of all barriers and characteristics in the Gender Analysis and 
enrolment database, additional information needs to be collected for all sampled beneficiaries. 
Given the transient population SAGE is targeting, it would be useful to triangulate this information 
between Plan’s ongoing monitoring, beneficiary selection database and quantitative surveys at 
each evaluation point to more fully understand the prevalence and trends of these barriers and 
characteristics.  


The programme interventions appear to address key barriers for key characteristic subgroups as 
identified in the Gender Analysis. Accessibility is a major barrier identified through the baseline 
survey and should be monitored routinely for girls. The programme should also ensure that girls, 
especially older girls, have a safety net for reporting and discussing issues around GBV. The 
programme should also ensure that girls age 15–19 receive support to develop their sense of 
voice and the ability to speak up. Additionally, the programme should closely monitor and support 
girls with disabilities and functional difficulties as 76.52% of girls with a functional difficulty walk 
more than 30 minutes to CBLH, 36.84% report a lack of safety net for issues around GBV and 
55.24% reported barriers around menstruation.  


Assumptions in the programme’s ToC regarding subgroups and barriers hold true based on the 
findings of the Gender Analysis and limited relevant quantitative data available in the baseline. 
Further analysis by SAGE may be warranted once the beneficiary selection database is updated 
to include the replacement girls in the baseline sample.  


 


See management response in Annex 18.   


Project to complete 


• The project should respond to the external evaluators’ comments on the above 
questions. In particular the project should respond to: 
 


o Why the projects theory of change may not correspond with some of the key 
barriers or characteristic subgroups identified. 


o Whether the project plans to review some aspects of their Theory of change in 
light of these findings. 
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6.  Outcome findings 
 


Baseline results for the following SAGE outcomes are presented in this section: 


• O1: Number of highly marginalised girls supported by GEC with improved learning 
outcomes35 


• O2: Number of marginalised girls who have transitioned through key stages of education, 
training or employment 


• O3: Project can demonstrate that the changes it has brought about which increase 
learning and transition through education cycles are sustainable 


 


6.1 Learning outcomes 


SAGE’s first outcome is improved learning outcomes. This section will present findings on the 
following indicators: 


• O1.1: Number of highly marginalised girls supported by GEC with improved literacy 
outcomes 


• O1.2: Number of highly marginalised girls supported by GEC with improved numeracy 
outcomes  


Baseline findings for the third learning outcome—O1.3 Number of highly marginalised girls 
supported by GEC with improved life skills outcomes—are detailed in Section 7.2. This third 
learning outcome was added in discussions with the FM who requested it be included in this 
baseline report. 


The below diagram outlines the learning levels girls are starting with and their expected level by 
the subsequent evaluation points: 


 


 


According to the programme’s selection criteria, beneficiaries were eligible if they performed 
below Grade 5 equivalent on the Wide Range Assessment Tests. These tests were conducted 
post-enrolment on 2,612 girls, or 64% of the total beneficiaries in C1A. The test was not possible 
to conduct with the entire cohort due to the limited capacity of the MoPSE team to conduct the 
assessments. As a result, not all girls who were in C1A were fully screened and deemed eligible 
prior to enrolment. Similarly, this data is not available for all girls in the baseline.  


The first year of the CBLH aims to ensure girls’ literacy and numeracy levels are on par with Grade 
2 and 3 literacy and numeracy curricula, while the second and optional third year aim for a Grade 
5 and 7 equivalent, respectively. Two years of instruction in the CBLH should allow girls to re-
enter formal school at Grades 5 or 7, should they wish to take that transitional pathway. To 


 
35 Baseline results for O1.3 Number of highly marginalised girls supported by GEC with improved life skills outcomes are presented 
in section 7.2. 
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compare the current learning levels of girls in the baseline sample, beneficiaries’ scores were 
compared to those of girls in Grades 3, 5 and 7 in formal state schools in the target districts. While 
the comparison in this section focuses on girls in the sample compared to girls in formal schooling, 
the study does not assess whether girls in grades 3, 5 and 7 are performing at the grade-level 
expectations for their grade.  


The second evaluation point in 2020, as stated in the MEL and confirmed by Plan, will be at the 
midline point for C1A and will re-assess the girls from C1A after they complete one year of CBLH.  


Headline results  


Girls in the treatment cohort, C1A, are compared to girls in formal schools, or the benchmark 
group. On the EGRA, girls in the treatment cohort performed below a Grade 7 level and at a 
Grade 3–5 level, on average.36 On the EGMA, girls in the treatment cohort performed below a 
Grade 5 level and at a Grade 3 level, on average.37  


Girls in both the treatment cohort and the benchmark group appeared to have stronger 
performance in mathematics than in literacy, as evidenced by the higher proportion of girls in the 
‘proficient’ learner category. In general, fewer girls from either group were unable to answer a 
single item correctly on a subtask in mathematics than did so in literacy. Furthermore, the 
relationship between EGRA and EGMA performance shows that girls with higher overall EGRA 
scores tended to have higher EGMA scores. The strongest relationships were observed between 
EGRA overall score and the missing numbers, subtraction levels 1 and 2 and word problems 
subtasks.  


Baseline findings by cohort and benchmark grade are presented in Supplementary Table 7. There 
was no statistically significant difference between the treatment cohort’s scores and the 
comparison cohort’s scores, meaning that the two cohorts are comparable at baseline. 


Supplementary Table 7: Baseline findings by cohort and benchmark  
 


C1A— 
Treatm


ent 


C2— 
Compar


ison 


Significan
t 
differenc
es 
between 
C1A and 
C2 


Benchma
rk Grade 


3 


Benchma
rk Grade 


5 


Benchma
rk Grade 


7 


Significan
t 
differenc
es 
between 
C1A and 
Benchma
rk 


EGRA 
Aggregate 
Score (overall 
score across 7 
subtasks) 


44.55 41.82 No 
difference 


38.75 49.18 67.40 BM Grade 
7 
significant
ly higher 
than C1A 
& C2 


 
36 Girls in Grade 7 have significantly higher EGRA scores than girls in the treatment cohort but there is no significant difference in 
the performance of girls in Grades 3 or 5 and the treatment cohort. 
37 Girls in Grade 5 and 7 have significantly higher EGMA scores than girls in the treatment cohort but there is no significant 
difference in the performance of girls in Grade 3 and the treatment cohort. 
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C1A— 


Treatm
ent 


C2— 
Compar


ison 


Significan
t 
differenc
es 
between 
C1A and 
C2 


Benchma
rk Grade 


3 


Benchma
rk Grade 


5 


Benchma
rk Grade 


7 


Significan
t 
differenc
es 
between 
C1A and 
Benchma
rk 


EGMA 
Aggregate 
(overall score 
across 8 
subtasks) 


66.25 67.65 No 
difference 


65.93 78.90 87.74 BM Grade 
5 and 7 
significant
ly higher 
than C1A 
& C2 


 


Literacy 


Girls’ baseline literacy findings are first presented in two ways: first using learner categories 
provided in the report template, and second using mean percentage correct scores.  


First, the proportions of girls in each of the 4 learner categories is compared across the treatment 
cohort and the comparison cohort (Figure 13) and with the benchmark group Grade 5 (Tables 
17a and 17b) by subtask.38 Learner categories are defined as non-learners who answered 0% of 
questions correctly, emergent learners who answered 1–40% of questions correctly, established 
learners who answered 41–80% of questions correctly and proficient learners who answered 81–
100% of questions correctly. 


Then, the mean percentage correct scores are compared across the treatment cohort and the 
same two groups: first, the comparison cohort and second, the Grade 5 benchmark group. Since 
the average aggregate literacy score for girls in the treatment cohort is below that of girls in Grade 
7 but comparable to that of girls in Grades 3 and 5 benchmark groups, the analysis focuses 
specifically on comparisons to Grade 5 girls within the benchmark group. With both comparisons, 
statistically significant differences are identified (Supplementary Table 7). 


Results by Learner Categories 


Figure 13 and Tables 17a and 17b present the proportions of girls in each learner category by 
EGMA subtask for C1A and Grade 3 girls, respectively. Overall, girls in the treatment group 
struggled most with comprehension as a skill followed by decoding. The highest proportion of girls 
were classified as non-learners in reading and listening comprehension subtasks and the letter 
sound identification subtask.  


The highest proportion of non-learners were observed in the reading comprehension subtasks, 
both on the short and the long passage. Specifically, 41.61% and 48.15% of girls were unable to 


 
38 Because girls in the treatment cohort performed comparably to girls in Grades 3 and 5, no comparisons are made to girls in Grade 
7. 
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answer a comprehension question correctly on the short and long passages, respectively.39 
Similarly, 37.69% of girls were non-learners on the listening comprehension subtask. By 
comparison, in the benchmark group (Grade 5), 19.83% and 38.02% girls were non-learners on 
the reading comprehension short and long passages, respectively, and 23.14% on the listening 
comprehension (Table 17b).  


When examining the proportion of learners who were proficient on the comprehension subtasks, 
approximately one in 10 girls in the treatment cohort was classified as proficient in reading 
comprehension—11.11% on the short passage and 9.80% on the long passage. In listening 
comprehension, the lowest proportion of girls on any subtask was classified as proficient—6.97%. 
Compared to girls in Grade 5, the proportion of girls who were in the proficient category on the 
short and long reading comprehension subtasks was 7.44% and 6.61% respectively; on the 
listening comprehension subtask, 4.13% were in the proficient category (Table 17b).  


On letter sound identification and familiar word reading, more girls in the treatment cohort are 
proficient in whole word reading than in decoding. Specifically, 16.78% and 60.78% of girls in the 
treatment cohort were proficient on letter sound identification and familiar word reading, 
respectively. At the same time, almost one-third of treatment girls were non-learners on the letter 
sounds subtask and almost one in 5 were non-learners on the familiar word reading subtask—
suggesting that there are girls who continue to struggle with both tasks. When compared to girls 
in the benchmark group, the trend was similar to that observed among the treatment cohort. 
Specifically, 38.02% of Grade 5 girls were non-learners on letter sound and 4.13% on familiar 
word reading while 13.22% of girls were proficient in letter sounds and 76.86% were proficient in 
familiar word reading (Table 17b).  


When asked to read two passages of connected text—one short text consisting of 65 words and 
one long text consisting of 93 words—one-quarter of girls in the treatment cohort were non-
learners while one-third were proficient—41.18% on the short passage and 35.95% on the long 
passage. Of the girls in Grade 5, less than 5% were non-learners on either reading passage 
(3.31%) and almost half were proficient on the short passage (45.45%) and one-third on the long 
passage (33.06%) (Table 17b).  


 
39 Reading comprehension zero scores are comprised of girls who were not given the opportunity to answer any questions due to 
receiving a zero score on the oral reading fluency subtask; and girls who were asked comprehension questions but did not get any 
correct. 
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Figure 13: Proportion of girls in literacy learner categories by subtask, C1A and C2 


 


Literacy Results by Mean Percentage Correct Scores 


Statistical significance tests on the percentage correct scores were conducted to compare the 
performance of girls in the treatment cohort to the two other groups—girls in the comparison 
cohort and girls in the benchmark group. Results of these significance tests are shown by subtask 
in Supplementary Table 7. The results show that girls in the treatment cohort had, on average, 
statistically significantly higher mean percentages correct than did girls in Grade 5 on the letter 
sound subtask, but the opposite was true for the familiar word subtask. For all other EGRA 
subtasks, there were no statistically significant differences between the treatment cohort and 
Grade 5 girls on the average percentage correct scores. Compared to girls in the comparison 
cohort, girls in the treatment cohort had comparable scores at baseline on all EGRA subtasks. 
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Supplementary Table 8: Mean literacy scores by subtask and significance results between C1A, C2 
and Grade 5 


 
C1A 
(treatment) 


C2 
(comparison) 


Benchmarking 
Grade 5 


Significant 
differences 
between C1A 
and C2 


Significant 
differences 
between C1A 
and G5 


n Mean n Mean n Mean 


Mean Aggregate 
Literacy Score 


459 44.55 264 41.82 119 49.18 No difference No difference 


Letter Sound Avg. 
Percentage 
Correct 


459 40.43 264 28.44 119 29.92 No difference C1>BM G5 


Familiar Word 
Avg. Percentage 
Correct 


459 67.70 264 67.08 114 87.67 No difference C1<BM G5 


Listening 
Comprehension 
Avg. Percentage 
Correct 


457 30.28 264 27.73 112 31.96 No difference No difference 


Oral Reading 
Fluency Short 
Passage (Correct 
Words Per 
Minute) 


458 65.13 264 76.70 113 85.19 No difference No difference 


Reading 
Comprehension 
Short Passage 
Avg. Percentage 
Correct  


459 32.81 264 31.89 112 36.43 No difference No difference 


Oral Reading 
Fluency Long 
Passage (Correct 
Words Per 
Minute) 


458 65.61 263 66.47 112 87.69 No difference No difference 


Reading 
Comprehension 
Long Passage 
Avg. Percentage 
Correct  


459 29.41 264 28.94 112 32.86 No difference No difference 


Note: Fluency scores for Oral Reading Fluency short and long passages show the mean fluency score before the fluency ranges were 
capped at 100 for inclusion in the aggregate EGRA score.  
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Ceiling effects appear at baseline on the familiar word reading, oral reading fluency short passage 
and oral reading fluency long passage subtasks. More than one-third of girls in the treatment 
cohort were proficient on the reading passages. The same trends are observed for girls in the 
benchmark Grade 5 group, suggesting that more difficult passages would be needed to capture 
the reading levels of girls in the benchmark group as well. Of these 3 subtasks, the subtask most 
unlikely to capture girls’ growth in reading skills at midline is the familiar word subtask, followed 
by oral reading fluency short passage and finally the long passage. The intention of including two 
passages of varying lengths was to mitigate the high proportion of proficient readers on the short 
passage observed in the pilot. However, it seems the long passage is inadequate to capture girls’ 
learning at midline.  


Given these findings, the programme appears to have enrolled girls who, on average, have 
relatively high overall EGRA scores, but have low scores in subtasks such as reading and listening 
comprehension. Because girls have literacy skills comparable to those of girls in Grade 5 in formal 
schooling, the first year of intervention materials may be misaligned for some girls, as the 
materials are intended to match a Grade 3 level. As mentioned before, the current analysis does 
not include a comparison of girls in formal schooling and the expectations of students at Grades 
3, 5 and 7 based on the curriculum in each grade. As such, it is outside of the scope of this 
evaluation to determine whether the materials developed for Year 1 of the programme are at the 
appropriate learning level for girls in the project; this exercise should be conducted by Plan 
following the baseline.  


Indicator O1.1 will measure improved literacy outcomes of girls participating in the programme 
after one year of CBLH participation. Alignment of learning materials to expectations in Grade 3 
and 5, for those girls who chose this transition pathway, should be examined prior to the next time 
point. However, due to the high levels of performance of the girls in the treatment group, at least 
3 of the current literacy subtasks—familiar word reading, oral reading short passage, and oral 
reading long passage—appear to be inadequate to capture the growth in girl’s literacy skills.  


Numeracy 


Girls’ baseline numeracy findings are presented in the same way as literacy findings. First, the 
proportions of girls in each of the 4 learner categories is compared across treatment cohort with 
the comparison cohort (Figure 14) and with the benchmark Grade 3 group (Table 16a and 16b) 
by subtask. Then, the mean percentage correct scores are compared between the treatment 
cohort and two groups. Because the average aggregate numeracy score is below that of girls in 
Grades 5 and 7 but comparable to that of girls in Grade 3, numeracy analysis focuses on 
comparisons to Grade 3 girls. With both comparisons, statistically significant differences are 
identified (Supplementary Table 8).  


Results by Learner Categories 


Figure 14 and Tables 16a and 16b present the proportions of girls in each learner category by 
EGMA subtask for C1A and Grade 3 girls, respectively. Overall, the majority of girls in the 
treatment cohort are proficient in number recognition, quantity discrimination, addition level 1 and 
subtraction level 1, while the majority are established learners on the missing number 
identification subtask. Similar to the treatment group, the missing numbers subtask was the most 
difficult for  Grade 3 girls, only 1.22% of girls scored as proficient learners. 
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The largest proportion of girls in the treatment cohort scored as proficient on the number 
recognition subtask—almost 3 out of 4 girls (71.02%), while 2.83% received zero scores. The 
second-largest proportion of girls scored as proficient learners on the quantity discrimination and 
addition level 1 subtask—64.49% and 64.27%, respectively. Among Grade 3 girls, the largest 
proportion of proficient learners was also observed on the number recognition subtask—73.17% 
of Grade 3 girls were proficient—followed by the quantity discrimination subtask—57.32% (Figure 
14).  


On addition and subtraction, the proportion of non-learners in the treatment group was 
comparable—with 7.63 and 8.28%. respectively, of students unable to answer any addition or 
subtraction items correctly. Of those who answered at least one item correctly in the level 1 
subtask, 6.32% were unable to answer any addition level 2 items correctly and 11.76% were 
unable to answer any subtraction level 2 items correctly. The proportion of non-learners on the 
level 2 subtasks in the treatment cohort were higher than the proportion of non-learners on these 
subtasks in Grade 3 girls—13.94% versus 4.88%in addition level 2 and 20.04% versus 13.41% 
on subtraction level 2 (Table 16b).  


On the word problems subtask, the proportion of girls who were non-learners was comparable 
across the treatment cohort (21.35%) and Grade 3 girls (20.73%). However, the proportion of girls 
in the treatment cohort who were proficient was statistically significantly higher than in the Grade 
3 group. Almost one-third of girls in the treatment cohort were proficient in word problems 
(27.89%) while only one in 10 girls in Grade 3 was proficient (7.32%) (Table 16b).  


Numeracy Results by Mean Percentage Correct Scores 


Statistical significance tests on the percentage correct scores were conducted to compare the 
performance of girls in the treatment cohort to two other groups: first, girls in the comparison 
cohort and second, girls in formal schooling in Grade 3 from the benchmark group. Results of 
these significance tests are shown by subtask in Supplementary Table 5. The results show that 
girls in the treatment cohort had, on average, significantly higher mean scores than girls in the 
benchmark Grade 3 group on the word problems subtask. There were no statistically significant 
differences on the average percentage correct score between treatment and benchmark (grade 
3) groups on the remaining EGMA subtasks. Further, there were no significant differences in the 
average percentage correct score between treatment and comparison cohorts on any EGMA 
subtasks. 
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Figure 14: Proportion of girls in numeracy learner categories by subtask, C1A and C2 


  
 


Supplementary Table 9: Mean numeracy scores by subtask and significance results between C1A, 
C2 and Grade 3 


 
C1A 


(treatment) 
C2 


(comparison) 
Benchmarking 


Grade 3 
Significant 
differences 
between C1A 
and C2 


Significant 
differences 
between C1A 
and G3 


n Mean n Mean n Mean 


Mean Aggregate 
Numeracy Score 


457 66.25 262 67.65 73 65.93 No difference No difference 


Number 
Recognition Avg. 
Percentage 
Correct 


457 83.97 262 84.87 71 91.97 No difference No difference 
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C1A 


(treatment) 
C2 


(comparison) 
Benchmarking 


Grade 3 
Significant 
differences 
between C1A 
and C2 


Significant 
differences 
between C1A 
and G3 


n Mean n Mean n Mean 


Quantity 
Discrimination 
Avg. Percentage 
Correct 


456 80 262 79 72 85 No difference No difference 


Missing Number 
Avg. Percentage 
Correct 


454 50 262 51 72 54 No difference No difference 


Addition Level 1 
Avg. Percentage 
Correct 


454 77.14 261 77.72 71 81.62 No difference No difference 


Addition Level 2 
Avg. Percentage 
Correct 


457 67 262 69 73 71 No difference No difference 


Subtraction Level 
1 Avg. Percentage 
Correct 


452 69.68 262 70.23 71 67.18 No difference No difference 


Subtraction Level 
2 Avg. Percentage 
Correct 


457 59 262 61 73 58 No difference No difference 


Word Problems 449 46.03 261 49.23 70 29.29 No difference C1A> G3 
Note: Fluency scores for Oral Reading Fluency short and long passages show the mean fluency score before the fluency ranges were 
capped at 100 for inclusion in the aggregate EGRA score. 


As with the EGRA, ceiling effects do appear to be a concern when examining the fluency rates 
for timed subtasks and percentage correct scores for untimed subtasks on the EGMA. The only 
subtask that appears to have fewer than 10% of girls in the proficient category is missing numbers. 
For all other subtasks, at least one-quarter and as many as three-quarters of girls in the treatment 
cohort were proficient learners.40 As a result, the current EGMA subtasks may not adequately 
capture girls’ growth over time.  


Given these findings, the programme appears to have targeted girls with relatively high overall 
EGMA score but lower scores on the missing numbers subtask. Since girls’ have numeracy skills 
comparable to those of girls in Grade 3 in formal schooling, the first year of intervention materials 
should be reviewed.  


Indicator O1.2 will measure improved numeracy outcomes of girls participating in the programme; 
but given the high risk of ceiling effects, additional items or subtasks need to be added to capture 
numeracy improvement over time. 


 
40 While the results for the benchmark group suggest that the word problem subtask may not have a ceiling effect, the results from 
the treatment cohort show that the tool may have a ceiling effect. 
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Table 16a: Foundational numeracy skills, C1A 


Categories Subtask 
1 
 


Number 
Recogni


tion 


Subtask 
2 
 


Quantit
y 


Discrimi
nation 


Subtask 
3 
 


Missing 
Number


s 


Subtask 
4 
 


Addition 
(1) 


Subtask 
5 
 


Addition 
(2) 


Subtask 
6 


Subtract
ion (1) 


Subtask 
7 


Subtract
ion (2) 


Subtask 
6 
 


Word 
problem


s 


Non-
learner 0% 


2.83% 7.63% 11.11% 7.63% 13.94% 8.28% 20.04% 21.35% 


Emergent 
learner  
1–40% 


8.28% 6.10% 26.58% 6.75% 15.03% 11.98% 16.56% 24.40% 


Establishe
d learner 
41–80% 


17.43% 21.13% 53.59% 20.26% 30.72% 27.67% 33.99% 24.18% 


Proficient 
learner  
81–100% 


71.02% 64.49% 7.63% 64.27% 39.87% 50.54% 28.98% 27.89% 


Source:  


N= 459 
100% 99% 99% 99% 100% 98% 100% 98% 


Table 16b: Foundational numeracy skills, Grade 341 


Categories Subtask 
1 
 
Number 
Recogni
tion 


Subtask 
2 
 
Quantit
y 
Discrimi
nation 


Subtask 
3 
 
Missing 
Number
s 


Subtask 
4 
 
Additio
n (1) 


Subtask 
5 
 
Additio
n (2) 


Subtask 
6 


 


Subtrac
tion (1)  


Subtask 
7  


 


Subtrac
tion (2) 


Subtask 
6 
 
Word 
problem
s 


Grade 3  


Non-learner 
0% 


0.00% 1.22% 3.66% 0.00% 4.88% 3.66% 13.41% 20.73% 


Emergent 
learner 1–


40% 


2.44% 2.44% 18.29% 4.88% 14.63% 8.54% 20.73% 39.02% 


 
41 Results for Grades 5 and 7 can be found in Annex 13. 
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Categories Subtask 
1 
 
Number 
Recogni
tion 


Subtask 
2 
 
Quantit
y 
Discrimi
nation 


Subtask 
3 
 
Missing 
Number
s 


Subtask 
4 
 
Additio
n (1) 


Subtask 
5 
 
Additio
n (2) 


Subtask 
6 


 


Subtrac
tion (1)  


Subtask 
7  


 


Subtrac
tion (2) 


Subtask 
6 
 
Word 
problem
s 


Established 
learner 41–


80% 


10.98% 26.83% 64.63% 32.93% 40.24% 50.00% 34.15% 18.29% 


Proficient 
learner 81–


100% 


73.17% 57.32% 1.22% 48.78% 29.27% 24.39% 20.73% 7.32% 


Source:  


N= 82 
87% 88% 88% 87% 89% 87% 89% 85% 


Table 17a: Foundational literacy skills, C1A 


Categories Subtask 
1 
 
Letter 
Sound 


Subtask 
2 
 
Familiar 
Word 
Reading 


Subtask 
3 
 
Oral 
Reading 
Fluency – 
Short  


Subtask 
4 
 
Oral 
Reading 
Compreh
ension –
Short 


Subtask 
5 
 
Oral 
Reading 
Fluency – 
Long 


Subtask 
6 


 


Oral 
Reading 
Compreh
ension – 
Long 


Subtask 
7 


 


Listening 
Compreh
ension 


Non-learner 
0% 


28.98% 17.65% 23.53% 41.61% 24.62% 48.15% 37.69% 


Emergent 
learner 1–


40% 


20.48% 10.89% 11.98% 27.67% 15.03% 23.97% 35.73% 


Established 
learner 41–


80% 


33.77% 10.68% 23.09% 19.61% 24.18% 18.08% 19.17% 


Proficient 
learner 81–


100% 


16.78% 60.78% 41.18% 11.11% 35.95% 9.80% 6.97% 


Source:  


N=459 
100.00% 100.00% 99.78% 100.00% 99.78% 100.00% 99.56% 
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Table 17b: Foundational literacy skills, Grade 542  


Categories Subtask 
1 
 


Letter 
Sound 


Subtask 
2 
 


Familiar 
Word 


Reading 


Subtask 
3 
 


Oral 
Reading 


Fluency – 
Short 


Subtask 
4 
 


Oral 
Reading 


Compreh
ension –


Short 


Subtask 
5 
 


Oral 
Reading 


Fluency – 
Long 


Subtask 
6 


 


Oral 
Reading 


Compreh
ension – 


Long 


Subtask  
7 


 


Listening 
Compreh


ension 


Grade 5 


Non-learner 
0% 


38.02% 4.13% 3.31% 19.83% 3.31% 38.02% 23.14% 


Emergent 
learner 1–


40% 


28.10% 2.48% 8.26% 47.93% 14.88% 24.79% 47.11% 


Established 
learner 41–


80% 


19.01% 10.74% 36.36% 17.36% 41.32% 23.14% 18.18% 


Proficient 
learner 81–


100% 


13.22% 76.86% 45.45% 7.44% 33.06% 6.61% 4.13% 


Source:  


N= 121 
98.35% 94.21% 93.39% 92.56% 92.56% 92.56% 92.56% 


Results for life skills, Outcome 1.3, are presented in section 7.2. 


6.2 Characteristic subgroup analysis of the learning outcome 


Subgroup and barriers analysis 


Literacy and numeracy aggregate scores by subgroup and barrier are presented in Table 18: for 
girls in the treatment and comparison cohorts.43 There were no statistically significant differences 
in girls’ average aggregate literacy or numeracy scores in the treatment group by province. There 
was a weak but statistically significant correlation between age and average aggregate literacy 
and numeracy scores. The correlation between age and the overall EGRA score was 0.34, and 
the correlation between age and the overall EGMA score was 0.32. These correlations suggest 
that although older girls perform better, there was high variability in performance despite age. 
Using the age groups provided by Plan, girls who are 15–19 years old had higher literacy and 
numeracy aggregate scores than girls who are 10–14 years old.  


 
42 Results for Grades 3 and 7 can be found in Annex 13. 
43 Information for subgroup analysis was not collected from girls in the benchmark sample. 
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The majority of girls were from rural areas. However, here were no statistically significant 
differences in girls’ performance between urban, peri-urban and rural areas. Finally, there were 
no differences in girls’ performance by the language in which instructions were provided, Shona 
or Ndebele. 


Girls who had at least one disability—based on the Washington Group Child Functioning 
questions—are classified as having a functional disability.44 As noted previously, 29.57% of girls 
in the treatment cohort have a functional disability as do 27.42% of girls in the comparison cohort. 
Girls in the treatment cohort who have at least one functional disability have statistically 
significantly lower literacy and numeracy performance than do girls in the treatment cohort who 
do not have functional disabilities. Among the comparison cohort, however, there were no 
differences in the aggregate scores between girls with functional difficulties and those without. In 
the treatment cohort, girls who had functional difficulties with seeing, walking or communicating 
had lower numeracy scores than did girls who do not have those functional disabilities. Girls who 
had communication disabilities in the intervention cohort had lower literacy scores than do girls 
who did not have a functional disability in communication. There were no statistically significant 
differences in these subgroups among the comparison cohort. 


By subgroup, girls in the treatment cohort who face a barrier in accessibility—defined as long 
distances to school or CBLH—had statistically significantly lower literacy and numeracy 
aggregate scores than do girls in the treatment cohort who did not face this barrier. Similarly, girls 
in the treatment cohort who perceived that they lack the right to education had lower literacy and 
numeracy aggregate scores than do girls in the treatment cohort who did not have this perception. 
Finally, girls in the treatment cohort who lack of a voice and ability to speak up had lower EGMA 
performance than do girls in the treatment cohort who did not face this barrier. At baseline, there 
were no differences between girls who did face the following barriers and those who did not: lack 
of enabling environment for quality education and barriers related to menstruation.  


Table 18: Scores by key characteristic subgroups and barriers 


 Treatment Group (C1A) Comparison Group (C2) 


  n Avg. 
EGRA 
score 


Avg. 
EGMA 
score 


Significant 
Difference 


n Avg. 
EGRA 
score 


Avg. 
EGMA 
score 


Significant 
Differences 


All girls  459 44.55 66.25  264 41.82 67.65  


Age group 1: 10–


14 years old 
111 32.19 57.89 Grp 2 > grp 1 102 32.05 50.90 Grp 2 > grp 1 


 


Age group 2: 15–


19 years old 
316 49.29 69.97 146 59.13 76.97 


Province  
  


     


Bulawayo 24 44.44 64.98 none 20 41.53 61.98 


Harare 51 52.52 75.78 30 52.45 77.95 


 
44 In the treatment cohort, 61 girls had 1 functional disability, 36 had 2 functional disabilities, 13 had 3, 6 had 4, 5 had 5 and 2 had 6. 
In the comparison cohort, 42 girls had 1 functional disability, 18 had 2, 3 had 3, 3 had 4 and 1 had 6. 
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 Treatment Group (C1A) Comparison Group (C2) 


  n Avg. 
EGRA 
score 


Avg. 
EGMA 
score 


Significant 
Difference 


n Avg. 
EGRA 
score 


Avg. 
EGMA 
score 


Significant 
Differences 


Manicaland 306 46.02 72.89 179 37.84 64.90 Mash. E 
EGRA > 
Manicaland 


Mashonaland 
East 


30 52.52 75.78 34 53.27 75.90 


Matabeleland 
South 


48 46.02 72.89 1 51.45 77.71 


District  
  


     


Bulilima 48 46.02 72.89 EGRA: Chim 
> Mut. 
Rural; 
EGMA: Bul, 
Chim, 
Mutasa, 
Mutoko > 
Mut. Rural 


1 51.45 77.71 EGRA, 
EGMA: ep, 
Mutasa, 
Mutoko > 
Chim; 


  


Chimanimani 64 52.77 72.91 69 28.25 54.97 


Epworth 51 43.04 67.12 30 52.45 77.95 


Imbizo 24 36.24 55.36 20 41.53 61.98 


Mutare_Rural 130 38.30 57.21 89 40.79 69.60 


Mutasa 112 46.82 69.47 21 56.88 78.05 


Mutoko 30 52.52 75.78 34 53.27 75.90 


Area  
  


     


Urban 3 14.70 57.99 none 21 42.97 64.37 none 


Peri-urban 77 43.28 65.94 27 48.06 76.24 


Rural 336 45.36 67.41 200 41.12 67.68 


Language in which instructions were given on assessment 


Shona 387 44.88 66.10 none 243 41.81 68.08 none 


Ndebele 72 42.76 67.04 21 42.00 62.73 


Disability subgroup 


Seeing 25 34.01 55.80 EGMA: has < 
does not 


5 41.52 77.88 None 


Hearing 9 41.71 65.51 None 3 5.89 36.25 EGRA, 
EGMA: has < 
does not 


Walking 11 29.98 46.69 EGMA: has < 
does not 


6 43.97 63.54 None 
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 Treatment Group (C1A) Comparison Group (C2) 


  n Avg. 
EGRA 
score 


Avg. 
EGMA 
score 


Significant 
Difference 


n Avg. 
EGRA 
score 


Avg. 
EGMA 
score 


Significant 
Differences 


Self-care 2 44.74 69.79 none 2 0.79 5.00 EGMA: has < 
does not 


Communication 14 20.49 35.65 EGRA, 
EGMA: has < 
does not 


5 20.28 51.21 none 


Learning, 
Remembering 
and 
Concentrating  


46 11.28 34.27 none 19 39.89 60.59 none 


Accepting 
Change, 
Controlling 
Behaviour and 
Making Friends  


39 23.34 48.42 none 23 35.71 66.88 none 


Mental Health 
(Anxiety and 
Depression) 


40 33.72 57.61 none 27 36.70 61.45 none 


Subgroup 


Girls with at least 
1 functional 
disability 


123 29.75 52.77 EGRA, 
EGMA: has < 
does not 


68 39.37 65.82 none 


Accessibility—


long distances to 
school 


280 42.79 65.67 EGRA, 
EGMA: has < 
does not 


9 33.62 61.48 none 


Lack safety net 
for GBV 


152 43.42 65.10 none 95 33.93 63.55 EGRA, 
EGMA: has < 
does not 


Lack of right to 
an education 


22 45.51 50.68 EGRA, 
EGMA: has < 
does not 


7 32.26 59.76 None 


Lack of enabling 
environment for 
quality education 


45 45.51 65.64 None 0 0 0 n/a 
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 Treatment Group (C1A) Comparison Group (C2) 


  n Avg. 
EGRA 
score 


Avg. 
EGMA 
score 


Significant 
Difference 


n Avg. 
EGRA 
score 


Avg. 
EGMA 
score 


Significant 
Differences 


Logistic barriers 
during menses 


204 43.65 66.09 None 110 38.62 63.65 EGRA, 
EGMA: has < 
does not 


Lack of voice and 
ability to speak 
up 


81 39.92 59.61 EGMA: has < 
does not 


50 31.13 60.61 EGRA, 
EGMA: has < 
does not 


Note: Differences between girls who face the barrier and those who do not are statistically compared within the treatment cohort and within the 
comparison cohort. Significant differences at the p<0.05 level are indicated.  


 


Intermediate Outcomes Analysis 


To understand the relationships between different levels of the SAGE ToC, average literacy and 
numeracy scores are presented by IO indicator scores in Supplementary Table 10. IOs and the 
indices used to report against each of the IO are described in detail in section 7. IOs that were 
measured at the girl-level are used to disaggregate learning outcomes in this section. 
Furthermore, results for the treatment and comparison cohort are presented and statistically 
significant differences within each cohort are discussed by subgroup.  


Overall, girls in both cohorts who had high levels of self-efficacy, more positive gender attitudes, 
and high levels of SRHR knowledge had higher literacy and numeracy scores than did girls who 
had low levels of these IOs, as measured by the indices for each IO. The perception of safety 
mattered among the treatment cohort, where girls who had low levels of perceived safety had 
lower EGMA aggregate scores but comparable EGRA scores. No differences in learning 
outcomes were observed among the comparison cohort by perceptions of safety index. Finally, 
there were no differences between girls with a high level of perceived community support for 
education and those with a low level of perceived community support, in either the treatment or 
comparison cohorts. 


With the life-skills outcome, girls who had a high level of life-skills had higher literacy and 
numeracy scores than did girls with low levels. This was true for both the treatment and the 
comparison cohort. 
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Supplementary Table 10: Learning scores by intermediate outcomes, C1A and C2 


  Treatment cohort Comparison cohort 


n Average 
literacy 


score 
(aggreg


ate) 


Average 
numerac
y score 
(aggreg


ate) 


significa
nt 
differen
ces 


n Average 
literacy 


score 
(aggreg


ate) 


Average 
numerac
y score 
(aggreg


ate) 


significa
nt 
differen
ces 


All girls  459 44.55 66.25 
 


264 41.82 67.65 
 


Low Self-
Efficacy 
(IO2.1) 


60 33.27 52.45 EGRA, 
EGMA: 
low< 
high 


38 28.77 51.98 EGRA, 
EGMA: 
low< 
high 


High Self-
Efficacy 
(IO2.1) 


356 46.69 69.53 210 44.43 71.29 


Low gender 
attitudes (IO 
2.2 gender) 


403 44.03 66.74 EGRA, 
EGMA: 
low< 
high 


244 41.37 67.85 EGRA, 
EGMA: 
low< 
high 


High gender 
attitudes (IO 
2.2 gender) 


12 72.77 83.65 4 82.34 97.66 


Low SRHR 
(IO2.2 SRHR) 


370 42.34 64.87 EGRA, 
EGMA: 
low< 
high 


232 40.50 67.38 EGRA, 
EGMA: 
low< 
high 


High SRHR 
(IO2.2 SRHR) 


45 65.61 86.63 16 64.20 82.19 


Low 
community 
gender 
attitudes (IO 
4.1) 


n/a n/a n/a n/a  n/a n/a n/a n/a  


High 
community 
gender 
attitudes (IO 
4.1) 


n/a n/a n/a n/a n/a n/a 


Low 
perceived 
safety 
(IO4.2) 


188 41.56 63.11  EGMA: 
low< 
high 


238 42.28 68.51 no 
differenc
e 
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  Treatment cohort Comparison cohort 


n Average 
literacy 


score 
(aggreg


ate) 


Average 
numerac
y score 
(aggreg


ate) 


significa
nt 
differen
ces 


n Average 
literacy 


score 
(aggreg


ate) 


Average 
numerac
y score 
(aggreg


ate) 


significa
nt 
differen
ces 


High 
perceived 
safety 
(IO4.2) 


228 47.39 70.33 10 35.97 64.04 


Low 
community 
support for 
girls’ 
education 
(IO4.3) 


148 44.31 65.43 no 
differenc
e 


237 42.55 68.89 no 
differenc
e 


High 
community 
support for 
girls’ 
education 
(IO4.3) 


268 45.00 67.97 11 30.77 56.29 


Low life-skills 
(Outcome 
1.3) 


388 43.37 66.00 EGRA, 
EGMA: 
low< 
high 


241 40.92 67.66 EGRA, 
EGMA: 
low< 
high 


High life-
skills 
(Outcome 
1.3) 


27 66.32 84.87 7 80.35 91.46 


Note: significant differences are indicated at the p<0.05 level. Differences in learning outcomes by community-level gender attitudes (IO 
4.1) were not possible since the items comprising this index were administered to a sub-sample of boys, heads-of-households and 
parent/caregivers within each community and not associated with individual girls’ learning outcomes. Low and high groups for each index 
were defined in collaboration with Plan and the FM—high scores are defined as at or above 75% of the score range, low scores are defined 
as below 75% of the score range. See Table 7 for descriptions of each IO and the construction of the indices. 


Additionally, the relationships between the IOs and the learning outcomes were examined using 
the correlation between the index scores and learning outcome scores, shown in Supplementary 
Table 11. In contrast to the previous analysis—which uses high and low groups to explore the 
proportions of girls in each group and the differences in learning outcomes by these groups—an 
analysis by correlations tells how scores are directly related.45 Results show that higher literacy 


 
45 Relationships between 2 scores are typically examined using the Pearson Correlation, with a range of 0 to 1, with 0 indicating no 
relationship between the 2 scores and 1 indicating perfect relationship between the 2 scores. Correlations that are large—above 0.7 
or more—indicate that there is a strong relationship between the 2 variables, suggesting that a change in one score is likely to be 
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and numeracy scores were moderately associated with higher life-skills scores and higher SRHR 
knowledge scores and weakly associated with perceived safety score, self-efficacy and gender 
attitudes.  


Supplementary Table 11: Pearson correlations between learning scores and IO scores 


Learning 
Outcome 


IO 2.1 
Self-


Efficacy 
Score 


IO 2.2 
Gender 


attitudes 
Score 


IO 2.2 
SRHR 
Score 


IO 4.2 
Perceived 


Safety 
Score 


IO 4.3 
Community 
Support for 
Education 


Score 


Outcome 2. 
Life-skills 


Score 


EGRA 
Aggregate 
Score 


0.185** 0.362** 0.524** 0.152** 0.068 0.539** 


EGMA 
Aggregate 
Score 


0.274** 0.357** 0.557** 0.121** 0.046 0.576** 


Note: 2 asterisks (**) indicates that the correlation is significant at the 0.01 level. 


 


6.3 Transition outcome 


SAGE’s second outcome is a transition through key stages of education, training or employment. 
This section will present baseline findings that relate to the following indicators: 


• O2.1a: Percentage of highly marginalised girls who have transitioned into formal/non-
formal schooling46 


• O2.1b: Percentage of highly marginalised girls who have transitioned into training 
(vocational training, life-skills training)  


• O2.1c: Percentage of highly marginalised girls who have transitioned into fairly paid 
employment or self-employment 


 


 


 
associated with a change in the other variable. Correlations between 0.4 and 0.7 are considered moderate, and correlations below 
0.4 are considered weak. Note that these relationships indicate associations, and not causation between the 2 scores. The 
relationships described below are for all girls in the treatment and comparison cohort together, since the trends in relationships 
observed above were similar in the 2 cohorts. At subsequent evaluation points, however, the variability in the correlations between 
treatment and comparison cohorts will be of interest to explore independently. 
46 This does not include continued participation in SAGE activities, but with formal/non-formal options outside of the SAGE activities. 


Project to complete  


• Complete the table overleaf by outlining the transition pathways for your main 
intervention pathway groups.  







  


GEC LNGB Baseline Evaluation Report template 
| 


75 


 


Table 19: Transition pathways 


Intervention 
pathway 
tracked for 
transition 


Please describe the 
possible transition 
pathways for this group  


Aim for girls’ transition for 
next evaluation point  


Aim for girls’ transition 
level by the time 
project stops working 
with cohort  


Girls age 10–


14 
Continue into formal 
schooling 


 


Enter vocational 
training5 


 


Employment or self-
employment 


• Enrols into school  


• Enters third (optional 
year) of CBLH 


• Enters vocational 
training 


• Positive Employment or 
self-employment 


 


If above fails, girl completes 
at least 2 years of CBLH but 
does not transition into 
school, years 3 CBLH, 
training or employment 


• Enrols into school 
or continues to be 
in school and 
progressing 
through the 
relevant grades 


• Enters vocational 
training (after the 
age of 15) 


• Positive 
Employment or 
self-employment  
 


If above fails, girl 
completes at least 2 
years of CBLH but does 
not transition into 
school, years 3 CBLH, 
training or employment 


Girls age 15–


19 
Continue into formal 
schooling 


 


Enter vocational training 
(after the age of 15) 


 


Employment or self-
employment 


• Enrols into school  


• Enters third (optional 
year) of CBLH 


• Enters vocational 
training 


• Employment or self-
employment 


 


If above fails, girl completes 
at least 2 years of CBLH but 
does not transition into 
school, years 3 CBLH, 
training or employment 


• Enrols into school 
or continues to be 
in school and 
progressing 
through the 
relevant grades 


• Enters vocational 
training 


• Employment or 
self-employment 
 


If above fails, girl 
completes at least 2 
years of CBLH but does 
not transition into 
school, years 3 CBLH, 
training or employment 
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Pathway analysis  


The pathway analysis is appropriate for girls enrolled in SAGE activities in C1A, but girls’ 
responses regarding their intentions to transition suggest that formal schooling may be an under-
utilized option. As stated in the ToC, girls are expected to participate in 2 years of CBLH—with an 
optional third year. They then have the opportunity to transition into formal schooling, vocational 
training or employment/self-employment. Based on girls’ responses when asked their intentions 
at baseline, the majority of beneficiaries aim to transition into vocational training or 
employment/self-employment; few aim to transition into formal schooling. 


At baseline, girls’ transition pathways are estimated based on girls’ intentions to transition. Girls 
were asked if they believe they will finish CBLH; 98.04% said yes, 0.49% said no, and 1.47% said 
they did not know. Girls who said they intend to finish CBLH were then asked about their hopes 
for themselves after CBLH. First, results by subgroup are presented for girls in the treatment 
cohort in Supplementary Table 5, followed by a comparison between the treatment cohort and 
the benchmark group in Supplementary Table 12.  


Supplementary Table 12: Percentage of girls’ hopes after completing CBLH, C1A 


Group 
(transition) 


N Formal 
education 


Vocational 
training 


Employment or 
self-


employment 


Get married, 
other, don’t 


know, 
Refused47 


All girls 399 2.76% 47.62% 47.12% 2.51% 


District 


Bulilima 48 8.51% 44.68% 44.68% 2.13% 


Chimanimani 64 0.00% 71.11% 28.89% 0.00% 


Epworth 51 0.00% 13.95% 86.05% 0.00% 


Imbizo 24 0.00% 33.33% 52.38% 14.29% 


Mutare Rural 130 4.39% 50.88% 40.35% 4.4% 


Mutasa 112 1.98% 51.49% 45.54% 0.99% 


Mutoko 30 0.00% 50.00% 50.00% 0.00% 


Area 


Urban 3 0.00% 100% 0.00% 0.00% 


Peri-urban 69 0.00% 27.54% 68.12% 4.35% 


Rural 327 3.36% 51.38% 43.12% 2.14% 


Language of instruction of assessment 


Shona 331 2.11% 48.94% 47.13% 1.81% 


 
47 The proportion of girls in the treatment cohort by sub-category are: 0.3% said ‘get married and care for my family’, 0.5% said 
‘other’, and 1.8% said ‘don’t know’. 
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Group 
(transition) 


N Formal 
education 


Vocational 
training 


Employment or 
self-


employment 


Get married, 
other, don’t 


know, 
Refused47 


Ndebele 68 5.88% 41.18% 47.06% 5.88% 


Age Group 


Age 10–14 101 6.93% 33.66% 55.45% 3.97% 


Age 15–19 272 1.10% 54.04% 43.38% 1.47% 


Barriers 


Girls with at least 
1 functional 
disability 


117 2.56% 37.61% 56.41% 3.41% 


Accessibility—


long distances to 
school 


273 2.20% 50.55% 44.69% 2.56% 


Lack safety net 
for GBV 


147 2.04% 49.66% 45.58% 2.72% 


Lack of right to an 
education 


22 9.09% 45.45% 40.91% 4.55% 


Lack of enabling 
environment for 
quality education 


43 4.65% 37.21% 51.16% 6.98% 


Logistic barriers 
during menses 


196 4.08% 47.96% 43.37% 4.59% 


Lack of voice and 
ability to speak up 


79 1.27% 45.57% 48.10% 5.06% 


Of the 399 girls in C1A who believed they would complete CBLH, almost half reported that they 
hoped to go to vocational training and the other half reported that they hoped to go into 
employment or self-employment. Only 2.76% reported that they would re-enter formal education 
and 2.51% reported that they would get married and take care of their family, other, do not know 
or refused to answer.  


At least 4 districts had no girls reporting that they intend to re-enter formal schooling. In 
Chimanimani and Mutasa, girls reported that they want to go into vocational training while the 
majority of girls in Epworth and Imbizo reporting that they want to go to employment or self-
employment. None of the 72 girls in urban and peri-urban areas reported that they want to re-
enter formal schooling. 
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By age group, a larger proportion of girls in the 10–14 group (6.93%) reported that they hoped to 
return to primary school after completing CBLH; however, the majority still preferred vocational 
training (33.66%) or employment/self-employment (55.45%). A larger proportion of girls in older 
age groups reported that they hope to go to vocational training (54.04%) and only a few reported 
they wanted to return to formal schooling (1.10%).  


Headline analysis  


The post-CBLH hopes of girls in the treatment cohort are compared to the post-school hopes of 
girls in the benchmark group (Supplementary Table 13). The majority of girls in the benchmark 
group hope to continue in formal education as would be expected while the majority of girls in the 
treatment cohort hope to go into vocational training or employment. In the programme’s logframe 
an estimated 70% of girls are expected to transition into formal or non-formal schooling, 30% into 
vocational training and 10% into self-employment or employment. It appears that these estimates 
are not aligned with the intentions expressed by girls in the treatment cohort in the baseline 
survey. However, the baseline surveys do not examine the intersection between the barriers with 
missing data—ethnicity, stated religion of household, school experience, including drop-out 
status, and carer status. Qualitative data from the Gender Analysis (Annex 12) along with further 
analysis once missing data are obtained can together provide a nuanced understanding of how 
the transition pathways supported under the project may need to be adjusted, if at all.  


Furthermore, 7.93% or 32 girls in the treatment cohort reported at the time of the surveys that 
they were enrolled in formal school. SAGE followed-up with these girls and all 32 girls confirmed 
they are not enrolled in formal schools and are therefore eligible to participate in CBLHs. Data for 
girls who have never been to school or who have been to school but dropped out were not 
available to report in Table 20 due to the high rate of replacement in the sample—almost 80%. 
As of this writing, Plan does not have enrolment information from the replacement girls in order 
to report against these categories for the sample. 


Supplementary Table 13: Percentage of girls’ hopes after completing CBLH, C1A and Grades 3, 5 
and 7 


Age group 
(transition) 


N Formal 
education48 


Vocational 
training 


Employment 
or self-


employment 


Get married, other, 
don’t know, Refused49 


Treatment 
Cohort 


399 2.76% 47.62% 47.12% 2.51% 


Benchmark 
group—all 
Grades (3,5,7) 


212 95.79% 0.00% 0.93% 3.27% 


Grade 3 44 95.45% 0.00% 0.00% 4.55% 


Grade 5 84 95.24% 0.00% 2.38% 2.38% 


Grade 7 82 98.78% 0.00% 0.00% 1.22% 


 
48 Among the benchmarking group, students were also able to select ‘go to an ALP’; only 1 student in grade 5/6 selected this option. 
49 The proportion of girls in the treatment cohort by sub-category are: 0.3% said ‘get married and care for my family’, 0.5% said 
‘other’, and 1.8% said ‘don’t know’. 
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Age group 
(transition) 


N Formal 
education48 


Vocational 
training 


Employment 
or self-


employment 


Get married, other, 
don’t know, Refused49 


Note: girls in the Treatment Cohort were asked about their hopes after completing CBLH. Girls in the benchmark group, who are currently 
enrolled in formal schooling, were asked “thinking about next year (January 2020) what do you expect you will be doing?” 


Table 20: Status at baseline, C1A and C2 


Status  Treatment Cohort (%)  Comparison Cohort (%) 


Never been to school (%) Not available  n/a 


Been to school, but 
dropped out  


Not available n/a 


Not currently enrolled in 
formal school 


92.07% 89.11% 


Currently enrolled in 
formal school  


0 10.89% (n=27) 


Currently employed  Not available n/a 


Source:  


N =  


416 248 


Note: following this analysis, STS shared the list of girls in the intervention group who said they were currently enrolled in formal school 
with Plan for follow-up and confirmation of their enrolment. At the time of this writing, no further information was available to update these 
data. 


6.4 Sustainability outcome  


Baseline evidence on O3 Sustainability is presented in the following section for system, 
community and learning space indicators and primarily draws upon qualitative data.  


System 


The EE conducted KIIs with 5 government officials—4 district-level officials and one national-level 
official—whowork within SAGE intervention areas. These interviews focused on understanding 
current support for marginalised girls’ education, support for NFE programmes and alignment of 
SAGE with government priorities. All interviewees had been familiarised with the programme 
through workshops held in Harare or in their district. All mentioned that they had been tasked with 
some form of oversight of programme activities. These oversight activities included supervising 
teaching and learning activities, selecting schools and teachers to support the programme, and 
planning activities that the programme will undertake. One official noted that running CBLHs out 
of formal schools increased integration. Another official was dissatisfied with the collaboration 
with SAGE to-date, noting that, although SAGE had agreed to design programme activities 
collaboratively, there had not been close coordination, and programme activities had been 
designed without MoPSE input.  


All government officials who were interviewed stated that the MoPSE put strengthening support 
and programming for marginalised girls’ education at a high priority at the national and district 
levels. One respondent stated that the government did not discriminate by gender, and that 
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government policies were targeted at improving education for all learners—not just girls. Officials 
also noted the high level of alignment between MoPSE priorities and policies and the SAGE 
programme. The MoPSE currently has mandates to reach zero illiteracy and to have NFE 
programmes in all primary and secondary schools, as well as to build vocational skills, which 
officials noted are scaffolded by SAGE programming. One official said that the MoPSE initiatives 
and SAGE are complementary programmes working together to reach the same goal. 


Evident through interviews with government officials is that funding remains a significant barrier 
to the sustainability of the SAGE programme. Nearly all respondents mentioned that the 
government’s NFE initiatives had been unsuccessful due to the lack of remuneration provided to 
the teachers. Specifically, although the MoPSE had passed a policy that all primary and 
secondary schools should run NFE programmes, the government had informed district officials 
that no funds would be made available to pay teachers who run the programmes. Additionally, 
one district official exhibited scepticism over the ability of a nongovernmental programme to be 
sustainable, as their funding is not long-term. A respondent mentioned that MoPSE generally 
refers donors to support education in marginalised areas, as there are not sufficient government 
funds for these areas.  


When asked about ways to motivate MoPSE staff to more actively support marginalised girls’ 
education, officials suggested that community engagement is critical. One official said that it is an 
obstacle if the community environment is not friendly to an initiative and that the MoPSE alone 
cannot do anything but instead needs the community to support a programme. One official 
specifically mentioned that village heads and kraals should be encouraged to assist. A common 
theme across responses was the need for educator buy-in; specifically, that teachers and 
communities should not view the programming for marginalised girls as extra work. One 
respondent said that the MoPSE would not be able to support a SAGE-type activity more than 
part-time. Other suggestions included holding forums to allow like-minded people to meet and 
create solutions, to conduct workshops with communities, and to develop success stories. 


Given this evidence, the proposed system sustainability score at baseline using the sustainability 
scorecard is 2.00. There is evidence of system-wide support for marginalised learners’ education, 
and the SAGE programme closely aligns with MoPSE priorities. SAGE has also engaged key 
district officials in planning and oversight of the programme. However, it is unclear if the MoPSE 
will have funding available to support and sustain SAGE activities after the end of the programme.  


Community 


Two community leaders responded to KIIs focused on exploring engagement with the SAGE 
programme, communities’ relationship with the programme, possible positive and negative 
outcomes of the programme and potential for community-led sustainability. Both community 
leaders reported that SAGE had engaged with them at the development and enrolment stages. 
One respondent said they had been tasked with recruitment and engagement at the beginning of 
the programme, and the other said they had provided input into potential barriers to participation. 
When asked about their community’s relationship with the programme to-date, one respondent 
said that the community was responding well and that most potential beneficiaries—including the 
respondent’s daughter—had enrolled. The other respondent said that the relationship had been 
good so far but that community members had doubts about whether the programme would be 
successful and that there had been misinformation spread about the programme’s activities, 
including that it would provide food and goods provisions. One noted that many men were initially 
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against the programme, as they believed that the police would become involved and punish them 
for cases of early marriage. 


Three school heads within communities involved in the SAGE programme participated in KIIs. 
They acknowledged being engaged in the programme through community outreach meetings and 
recruitment activities, and one said that a teacher from his school served as a mentor for the 
programme. 


Expected outcomes of the programme as explained by community leaders included employment 
creation for young women, reduction in adolescent pregnancy, increased literacy and reduction 
in child marriage. The community leaders also stated that they hoped that beneficiaries would 
finish the programme with basic life skills, go to tertiary and higher learning institutions and be 
able to make a living, which would, in turn, help the community grow in a positive direction. 
Another community leader said that there were no problems so far, but that the programmes 
should actively engage boys in the community so they do not feel left out. A school head said that 
the presence of SAGE might decrease interest in formal school. 


One school head expressed that the programme should consider an ALP that is shorter than 2 
years so that adolescent girls can finish their learning sessions and quickly earn a living. Another 
school head said that, although he prefers to focus on the positives of the programme, an increase 
in adolescent pregnancies might be possible because of the inclusion of boys in the programme. 
Further, findings from community leaders, parents and young men during the Gender Analysis 
indicated that some believed that women up to age 30 could benefit from the programme, as there 
is high demand and need to support those who missed out on their education due to early 
marriage and financial constraints. 


Both community leader respondents said that the community could run CBLHs after the end of 
the programme under conditions. One said that the community would run the programme only 
when community members see positive results of the programme. The other respondent said that 
they would need materials and tutors to be able to run the programme. One school head 
emphasized that the programme needs to invest in good training of staff so that it can sustain 
itself and not be an end in itself. He said that it must be integrated into government structures so 
that there is sustainability. Another school head emphasized the need for support with resources 
—books, infrastructure, classrooms—in order for the programme to be sustained. 


Given the evidence, the proposed community sustainability score at baseline is 1.00. Although 
there is evidence of programme engagement, there appears to be potential misalignment in 
programme goals and community expectations and understanding of the programme, which may 
hinder communities’ appetite for sustainability after the programme’s completion. Furthermore, 
there appear to be positive and potentially negative perceptions regarding the benefits of the 
interventions to girls, suggesting that shifting community perceptions and ensuring a clear 
understanding of the programme’s goals are a pre-requisite for sustainability at the community 
level. Baseline evidence was limited, however, as it only drew from 3 school heads and 2 
community leaders. STS recommends that a wider range of community actors are engaged in 
data collection at the next evaluation point to better understand the enabling environment for 
sustainability at the community level. 







  


GEC LNGB Baseline Evaluation Report template 
| 


82 


 


Learning space 


Limited data were available to evaluate conditions for sustainability in the learning space at 
baseline. Instead, sustainability at the learning space will be highly dependent on the 
programme’s ability to address potential barriers to attendance and learning that girls experienced 
prior to involvement with the SAGE programme. One of the barriers uncovered through the 
Gender Analysis,50 which captured girls’ pre-existing feelings about learning environments and 
were not specific to CBLH, included low quality of instruction. Specifically, girls expressed 
concerns that the SAGE programme may not incorporate child-friendly, inclusive or gender-
responsive teaching and learning strategies. For example, when discussing barriers at the school, 
girls mentioned teachers being unfriendly, fearing teachers, being beaten, fearing being beaten 
by teachers, and teachers’ manipulating girls into sexual relationships. Additional barriers detailed 
in the Gender Analysis included dirty learning facilities, bullying, stigma and discrimination of 
programme participants and long distances to learning centres and safety in transit. These 
barriers, though specific to girls’ previous learning experiences, should be taken into 
consideration, as they previously limited girls’ participation in education. Failure to mitigate these 
barriers could limit the programme’s sustainability at the learning space. 


An additional factor affecting sustainability may be the lack of resources available to support 
CBLH teachers. Government officials, community leaders and school heads all expressed 
concerns over remuneration to teachers in charge of running NFE programmes. Based on 
feedback provided from respondents, without appropriate incentives, CBLHs may face challenges 
in recruiting and maintaining quality educators after the end of the programme.  


Given the evidence, the proposed learning space sustainability score at baseline is 0.00. There 
are significant existing barriers to sustainability that should be addressed for the quality of the 
learning space to be maintained after the end of the programme. Interviews with community 
educators and community members at the next evaluation point will provide a more nuanced 
understanding of sustainability conditions at the learning space. 


Table 21: Sustainability indicators 


 System Community Learning space 


Indicator 1: % of relevant MoPSE 
officials who support Girls' 
National Education Forum / 
other relevant initiatives 


 


Results: All interviewed 
MoPSE officials said that 
girls’ education initiatives 
were high priority. 


Average allocation of 
resources to the 
education of girls 


 


Results: NA 


% of Community 
Educators who feel they 
are able to fulfil their 
roles 


 


Results: NA 


 
50 The Gender Analysis took place prior to the start of the programme, and the research focused on understanding girls’ previous 
experiences with learning environments. Though not specifically applicable to CBLH, SAGE should consider the learning space 
findings of the Gender Analysis as it designs and rolls out the programme. 







  


GEC LNGB Baseline Evaluation Report template 
| 


83 


 


 System Community Learning space 


Indicator 2: # of district-level 
education officials that 
have participated in Hub 
monitoring visits (Midline) 


 


Results: NA 


# of community 
leaders / Community 
Educators reporting 
that CBLHs will 
continue to function 
after project end 
(Endline) 


 


Results: Both 
community leaders 
expected CBLHs to be 
run by community after 
the end of SAGE, with 
conditions. 


% of Hub Development 
Committees that are 
functional 


 


Results: NA 


Indicator 3: # of new initiatives taken 
by MoPSE officials aligned 
to Girls' National Education 
Forum joint advocacy goals 
(Endline) 


 


Results: NA 


  


Baseline 
Sustainability Score 
(0–4) 


2.00 1.00 0.00 


Overall 
Sustainability Score 
(0–4, average of the 
3-level scores) 


1.40  


(weighted score) 


Note: Weighted score is based on weights assigned by Plan in the logframe as follows: 60% system, 20% community, 20% learning space 


 


Project to complete  


Complete the table below by answering the questions in the table. Once completed, provide 
narrative analysis of the points raised in the table to explain the change the project intends to 
achieve. Ensure your analysis reflects the scores your external evaluator rated for each of 
your sustainability indicators. 
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Table 22: Changes needed for sustainability 


Questions to 
answer 


System Community CBLH Family / 
/household 


Girl  


Change: what 
change should 
happen by the end 
of the 
implementation 
period 


 CBLHs are 
recognised 
and become 
part of the 
mainstream 
education 
system; 
SAGE 
materials 
approved for 
use by all 
schools 
offering NFE; 
budget 
allocated for 
CBLHs in 
other 
communities 


Communities 
acknowledge 
CBLHs as a 
valuable 
education 
opportunity 
and develop a 
sense of 
ownership 
with relation 
to the hubs  


Community 
Educators 
(CE) and 
learning 
assistance 
(LA) are 
driven by the 
desire to 
make a 
difference in 
their 
communities; 
school heads 
and NFE 
buddies see 
CEs as part of 
the education 
system and 
record data in 
EMIS; HDCs 
develop and 
adopt action 
plans to 
improve hubs 


Families 
acknowledge 
CBLHs as a 
valuable 
education 
opportunity; 
recognise that 
girls have a right 
to be educated 
as much as boys 


Girl learners 
believe that 
attaining 
fluency in 
literacy and 
numeracy is 
not academic 
but critical 
life skills 
components 
that will see 
them move 
from one 
step of their 
life to the 
next 


Activities: What 
activities are aimed 
at this change? 


Activities 
under 
Outcome 3 
and Output 6 
(logframe) 


Activities 
under 
Outcomes 3, 
4 and 5 
(logframe) 


Activities 
under 
Outcomes 1 
and 2 
(logframe) 


Activities under 
Outcomes 4 and 
5 (logframe) 


Activities 
under 
Outcomes 1, 
3 and 4 
(logframe) 


Stakeholders: Who 
are the relevant 
stakeholders? 


MoPSE, incl. 
District 
School 
Inspectors 
and Lifelong 
Learning 
Coordinators 


Community 
leaders, 
parents / 
husbands, 
employers, 
CoGE 
facilitators 


Community 
Educators, 
Learning 
Assistants, 
school heads 
and NFE 
buddies, HDC 
members  


Parents, 
caregivers, 
husbands 


Highly 
marginalised 
adolescent 
girls 


Factors: what 
factors are 
hindering or 


Lack of funds 
for NFE at the 
national level 


Community 
attitudes 


Attitudes 
towards 
certain 


Attitudes 
towards girls’ 
education, 


Attitudes 
towards 
education 
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Questions to 
answer 


System Community CBLH Family / 
/household 


Girl  


helping achieve 
changes? Think of 
people, systems, 
social norms etc. 


due to the 
economic 
crisis 
affecting 
Zimbabwe 


towards NFE, 
poverty 


categories of 
girls, 
outdated 
teaching 
standards, 
lack of funds, 
attitudes 
towards NFE 


conservative 
social norms and 
attitudes 
towards gender 
and SRHR, 
poverty 


(NFE in 
particular), 
attitudes 
towards 
gender and 
SRHR, 
poverty 
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7. Key Intermediate outcome findings 


Baseline results for the following SAGE IOs are presented in this section: 


• IO1: OOS adolescent girls regularly attend accelerated learning sessions in CBLHs 


• IO2: OOS adolescent girls have increased self-efficacy and life skills 


• IO3: Adolescent girls and their families have improved skills and increased access to 
financial resources 


• IO4: Communities demonstrate more positive gender attitudes and actively support and 
protect girls 


• IO5: Strong and active partnerships with MoPSE officials and other civil society actors 
actively advocate for more inclusive, gender-responsive education policies 


For each IO, qualitative findings from the Gender Analysis are also summarized where 
appropriate, in addition to any available quantitative findings from the baseline study. Additionally, 
tables show the results for the girls in the treatment and comparison groups by subgroup; results 
for girls in the treatment group comparing those facing barriers and not facing barriers are 
provided in the narrative below each table. Two results are presented at baseline—the mean 
score on an index and the proportion of girls categorized as having high scores, defined as at or 
above 75% of the score on an index. This cut-off at 75% of the index score was established based 
on Plan’s guidance for high scores and is applied to all indices created for SAGE programme 
indicators. 


7.1 Key Intermediate outcome findings 


IO1: Attendance  


SAGE’s first IO is attendance. Specifically, the programme ToC assumes that improved 
attendance to sites of learning is a prerequisite for better learning, transition and sustainability for 
marginalised girls. At baseline, since programming had just begun at CBLHs, the baseline 
attendance level is set at zero and is based on CBLH attendance records.  


IO1 indicators and relevant baseline information are detailed in Table 23: IO1 Attendance 
indicators, C1A 


. Qualitative findings for this IO will provide critical feedback to the programme about how to 
support attendance over the years of the programme. 


Table 23: IO1 Attendance indicators, C1A 


IO IO indicator Sampling 
and 
measuring 
technique 
used  


Who 
collected 
the 
data?  


Baseline 
level  


 


Target for 
next 
evaluation 
point 


Will IO 
indicator 
be used 
for next 
evaluation 
point? 
(Y/N) 


IO1: 
Attendance  


IO1.1: % of 
girls regularly 


Girls 
survey; 


Select 
Research 


Girls – 0% Girls – 60%% Yes 
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IO IO indicator Sampling 
and 
measuring 
technique 
used  


Who 
collected 
the 
data?  


Baseline 
level  


 


Target for 
next 
evaluation 
point 


Will IO 
indicator 
be used 
for next 
evaluation 
point? 
(Y/N) 


attending 
session in 
CBLHs 


HoH 
survey; 
Caregiver 
survey 


 


 


Main qualitative findings  


• The FGDs indicated there are several household level barriers to attendance including a lack of 
parental or family support for girls attending school, including a high chore burden making it 
difficult to attend school chores and a preference to send boys to school over girls.  


• The FGDs also highlighted several community-level barriers to attending formal schools, 
including long distances to schools, issues of safety while girls are in transit and low-quality 
instruction in schools, including poor instructional techniques and corporal punishment. FGDs did 
not explore girls’ perceptions of CBLHs, as CBLHs had not yet been established. 


• The FGDs also highlighted some challenges related to the attendance of girls with disabilities. 
The discussions suggested that in some instances, girls with disabilities are not able to physically 
access schools.  


Main findings  


The qualitative and quantitative data collected at baseline provided substantial insight into girls’ 
perceived barriers to attendance in the SAGE programme. Because these beneficiaries had 
recently enrolled in CBLHs at the time of baseline, the barriers identified are likely informed by 
their previous experiences with the formal school system. Barriers are grouped by individual-level 
and community-level and include, but are not limited to, the barriers described in Error! 
Reference source not found. of section 5. 


While attendance records were not available for the baseline report, among the treatment cohort, 
98.60% of girls say they are enrolled in CBLH and among the comparison cohort, 5.20% say they 
are currently enrolled in CBLH.51, 52 It is unclear why girls in the comparison cohort would report 
that they are currently enrolled as selection for this cohort has yet to commence. In the event girls 
from the comparison group are in fact enrolled in CBLH during the first year, the comparison at 
midline should exclude these girls from the comparison cohort and reassign their baseline data 
to the treatment cohort. 


 
51 Of the remaining six girls in the intervention group who said they were not currently enrolled in CBLH, 5 were replacement girls. 
These girls did not provide any reasons as to why they were not enrolled in CBLH. 
52 Thirteen comparison girls reported being enrolled in CBLH. These girls were from Chinamano, Mutoko Central, Chitekwe, and 
Gandai A. Of these girls, 7 were replacements.  
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Other girls survey questions provide context around girls’ perceptions of CBLHs and their learning 
environments. Of the 416 treatment respondents who reported that they are enrolled in CBLH, 
97.75% agree or strongly agree that their CE makes them feel welcome in the classroom and 
17.21% agree or strongly agree that their CE is often absent for class. The majority (99.04%) of 
girls in the treatment cohort said that CBLH is important for what they want to do when they grow 
up. Similarly, 98.80% of girls in the treatment cohort think that it is important for children to go to 
school and CBLH, and 98.31% think that they have a right to go to school and CBLH. However, 
when asked about their ability to choose whether they can attend or stay in education, 63.45% of 
girls agreed or strongly agreed that they could not choose. 


The qualitative data from the Gender Analysis suggests that girls perceive a variety of barriers to 
their attendance in school. Because the Gender Analysis took place prior to the beginning of 
CBLH learning, these perceptions are likely based on their experience in formal schools and can 
provide formative information to the SAGE treatment. On the girls survey, the most commonly 
cited reason for not enrolling in formal school was an inability to afford school fees, with 91.12% 
of girls in the treatment cohort stating this was the reason they were not enrolled. Other reasons 
for not enrolling included being married or about to be married (6.79%); having or expecting a 
child (4.96%); disability (1.57%); and chronic illness (0.78%). Similar to the girls survey, girls in 
the Gender Analysis reported challenges to attendance when there is a lack of family support for 
education. They cited household chores and responsibilities, as well as prioritizing boys’ 
education as reasons for their lack of attendance in school. Both the girls survey and the Gender 
Analysis also indicated that low-quality education opportunities influence whether a girl attends 
school. In the Gender Analysis, girls’ responses suggested that poor instruction and corporal 
punishment in school are reasons for not attending. Finally, distance to schools, as well as a girl’s 
sense of safety travelling to and from school are potential barriers to school attendance. 


Reflections 


Because the baseline took place at the start of CBLH learning sessions treatment, data collection 
for IO1 focused primarily on identifying potential obstacles or barriers to access to, attendance at 
and completion of CBLH through quantitative and qualitative methods. The findings under IO1 at 
baseline should be used to provide formative feedback to the programme in order to reduce or 
eliminate obstacles and barriers that learners may confront in the coming years of the programme.  


At baseline, perceptions of barriers to attendance from quantitative and qualitative data were used 
to report against this IO. At the next evaluation point, several new tools or items will be introduced 
to track indicators under IO1. The quantitative tools or items that STS suggests adding include 


• For IO1.1: 
o Classroom observations including headcount attendance at evaluation points and 


programme monitoring data 
o Classroom attendance records, if available 
o Additional girls survey items regarding frequency of attendance at CBLHs 
o Additional household survey items regarding frequency of attendance of girls at 


CBLHs 


Between evaluation periods, SAGE should ensure that attendance records from CBLHs are 
consistently tracked and collated. The monitoring data on attendance should be combined with 
data collected at the next evaluation point to report on trends in attendance across the sample 
during the intervening months. 
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Targets 


SAGE established IO1 targets based on specific contextual knowledge. Baseline results did not 
provide any data to contradict current assumptions of possible attendance rates at the next 
evaluation period. 


See the management response section in Annex 18.  


IO2: Adolescent girls have increased self-efficacy and life skills 


SAGE’s second IO is that adolescent girls have increased self-efficacy and life skills. Specifically, 
the programme ToC assumes that improved knowledge and understanding of self-efficacy and 
life skills are prerequisites for better learning, transition and sustainability outcomes for 
marginalised girls. The indicators in this section measure and report on girls’ self-efficacy as well 
as SRHR and gender KAPs, while results for life skills are reported separately in Section 7 as it 
has been requested by the FM and Plan to include this as an additional outcome for SAGE. In 
the analysis for this outcome, STS first compared the overall mean scores of the girls in the 
treatment and comparison cohorts to evaluate if there are statistically significant differences. Next, 
STS compared treatment girls’ mean scores by subgroup —for example, girls facing barriers 
around menstruation compared to those not facing such barriers—in order to better understand 
what factors affect girls’ scores. 


IO2 indicators and relevant baseline information are detailed in Table 24: IO2 Self-efficacy and 
life skills indicators 


. Item-level frequencies are available in Annex 15. Two results are presented at baseline—the 
mean score on an index, and the proportion of girls categorized as having high scores, defined 
as at or above 75% of the score on an index.53 This cut-off at 75% of the index score was based 
on Plan’s guidance for high scores and is applied to all indices created for SAGE programme 
indicators. At midline, the number of girls with improved mean scores over baseline should be 
reported, as well as the proportion of girls in the high score category. 


 
53 The index for self-efficacy, IO 2.1, included a scoring range from 0-3. For IO2.2, the gender attitudes index used a scoring range 
from 0-2, and the SRHR index used a scoring range from 0-30.  


Project Checks on Intermediate Outcomes 


Ensure that the IO analysis reflects the links between different levels in the logframe and 
informs the validity of the Theory of Change. This includes checking whether the EE (?) have: 
  


• Measured and analysed all IO indicators presented in logframe. 
• Disaggregated the data according to the logframe. 
• Used both the qualitative and quantitative analysis stated in the logframe.  
• Related the IO analysis to the analysis of Outcomes. 
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Table 24: IO2 Self-efficacy and life skills indicators 


IO IO indicator Sampling 
and 
measurin
g 
techniqu
e used  


Who 
collecte
d the 
data?  


Index 
name 


Baseline 
level for 
Treatmen
t Cohort  


Target 
for next 
evaluatio
n point 


Will IO 
indicator 
be used 
for next 
evaluatio
n point? 
(Y/N) 


IO2: OOS 
adolescen
t girls 
have 
increased 
self-
efficacy 
and life 
skills 


IO2.1: % of 
marginalised 
girls 
demonstratin
g improved 
self-efficacy 


Girls 
survey 


STS Self-
Efficacy 


Mean 
score – 
2.67 on an 
index; 
85.58% of 
girls 
considere
d having a 
high score 
at 
baseline 


90% of 
girls have 
a high 
score at 
midline  


Yes 


IO2: OOS 
adolescen
t girls 
have 
increased 
self-
efficacy 
and life 
skills 


IO2.2: % of 
marginalised 
girls 
demonstrating 
improved 
knowledge, 
attitudes and 
practices on 
gender and 
SRHR 


Girls 
survey 


STS Gender 
Attitudes 


Mean 
score – 
1.05 on 
index; 
2.89% of 
girls 
considere
d having a 
high score 
at 
baseline 


20% 
above 
baseline 


Yes 


IO2.2: % of 
marginalised 
girls 
demonstratin
g improved 
knowledge, 
attitudes and 
practices on 
gender and 
SRHR 


Girls 
survey 


STS SRHR 
Knowledg
e 


Mean 
score – 
14.91 on 
index; 
10.84% of 
girls 
considere
d having a 
high score 
at 
baseline 


20% 
above 
baseline 


Yes 


 Main qualitative findings  
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IO IO indicator Sampling 
and 
measurin
g 
techniqu
e used  


Who 
collecte
d the 
data?  


Index 
name 


Baseline 
level for 
Treatmen
t Cohort  


Target 
for next 
evaluatio
n point 


Will IO 
indicator 
be used 
for next 
evaluatio
n point? 
(Y/N) 


 • FGDs suggest that low self-esteem and lack of opportunities to learn about SRHR are 
barriers girls’ self-esteem and life skills.  


 


Main findings  


IO2.1 % of marginalised girls demonstrating improved self-efficacy 


At baseline, girls responded to items on a self-efficacy instrument related to overcoming 
challenges, achieving goals, perceptions of personal capabilities, and perceptions of individual 
performance on tasks.54 The self-efficacy index for IO2.1 contained a set of 6 items, with 
response options scaled from 0–3.Girls in both treatment and comparison groups had high self-
efficacy scores. In the treatment group, girls have a mean self-efficacy score of 2.67, while girls 
in the comparison group have a mean self-efficacy score of 2.63.  


Because the indicator for IO2.1 measures improvement in scores, impossible to show on the 
baseline, STS also grouped girls into those with high scores and low scores to better understand 
where improvement might happen. The cut off for high scores were provided by Plan at 75% of 
the scale or a score of 2.25. Girls who score 2.25 or higher are categorized as high scores, and 
girls who score less than 2.25 are categorized as low scores. The proportions of girls in high and 
low score categories by subgroups and barriers are presented in Supplementary Table 14, which 
provides the mean scores on the self-efficacy index, as well as the percentage of girls with high 
and low scores. Overall, the majority of both treatment and comparison girls fall into the high score 
category. As a result, it appears that high sense of self-efficacy, overall, is a characteristic of the 
population of intended beneficiaries. 


Supplementary Table 14: IO2.1 Self-efficacy results by subgroup and barrier 


Characteristic Treatment vs 
Comparison 


Number of 
respondents 
in subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


All girls Treatment 416 2.67 Low score 14.42% 


High 
score 


85.58% 


Comparison 248 2.63 Low score 15.32% 


High 
score 


84.68% 


 
54 The self-efficacy items were adapted from Chen, G., Gully, S.M. and Eden, D. (2001) ‘Validation of a New General Self-Efficacy 
Scale’, Organizational Research Methods, 4 (1): 62-83. 
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Characteristic Treatment vs 
Comparison 


Number of 
respondents 
in subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


Barrier: 
Accessibility/Long 
distance to School 


Treatment 280 2.69 Low score 14.29% 


High 
score 


85.71% 


Comparison 9 2.59 Low score 11.11% 


High 
score 


88.89% 


Barrier: Lack of safety 
net for GBV 


Treatment 152 2.73 Low score 13.16% 


High 
score 


86.84% 


Comparison 95 2.54 Low score 16.84% 


High 
score 


83.16% 


Barrier: Perceived lack of 
right to education 


Treatment 22 2.61 Low score 9.09% 


High 
score 


90.91% 


Comparison 7 2.69 Low score 14.29% 


High 
score 


85.71% 


Barrier: Lack of enabling 
environment for quality 
education* 


Treatment 45 2.55 Low score 20.00% 


High 
score 


80.00% 


Comparison 0 n/a Low score 0.00% 


High 
score 


0.00% 


Barrier: More barriers 
due to menstruation* 


Treatment 204 2.63 Low score 15.20% 


High 
score 


84.80% 


Comparison 110 2.58 Low score 19.09% 


High 
score 


80.91% 


Treatment 81 2.54 Low score 20.99% 
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Characteristic Treatment vs 
Comparison 


Number of 
respondents 
in subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


Barrier: Lack of 
voice/ability to speak 
up*** 


High 
score 


79.01% 


Comparison 50 2.38 Low score 28.00% 


High 
score 


72.00% 


Barrier: Girl has 
functional difficulty* 


Treatment 123 2.57 Low score 19.51% 


High 
score 


80.49% 


Comparison 68 2.54 Low score 22.06% 


High 
score 


77.94% 


Girls 10–14 years old Treatment 107 2.65 Low score 15.89% 


High 
score 


84.11% 


Comparison 95 2.62 Low score 17.89% 


High 
score 


82.11% 


Girls 15–19 years old Treatment 279 2.69 Low score 13.98% 


High 
score 


86.02% 


Comparison 141 2.68 Low score 12.06% 


High 
score 


87.94% 


Bulawayo** Treatment 24 2.35 Low score 29.17% 


High 
score 


70.83% 


Comparison 19 2.57 Low score 21.05% 


High 
score 


78.95% 


Harare** Treatment 48 2.76 Low score 14.58% 


High 
score 


85.42% 
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Characteristic Treatment vs 
Comparison 


Number of 
respondents 
in subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


Comparison 25 2.66 Low score 16.00% 


High 
score 


84.00% 


Manicaland** Treatment 269 2.65 Low score 15.61% 


High 
score 


84.39% 


Comparison 169 2.62 Low score 14.79% 


High 
score 


85.21% 


Mashonaland East** Treatment 28 2.81 Low score 7.14% 


High 
score 


92.86% 


Comparison 34 2.67 Low score 14.71% 


High 
score 


85.29% 


Matabeleland South** Treatment 47 2.80 Low score 4.26% 


High 
score 


95.74% 


Comparison 1 2.50 Low score 0.00% 


High 
score 


100.00% 


Note: One asterisk (*) indicates a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.05. Three asterisks indicate a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.001. 


These high scores seem to contradict findings from the FGDs and Gender Analysis, in which OOS 
and highly marginalized girls, especially young mothers and girls with disabilities who face high 
levels of stigma and discrimination within learning environments from peers and/or teachers –– 
frequently cited low self-esteem as a barrier to improving self-efficacy and life skills. Therefore, to 
better understand what factors may affect self-efficacy scores for girls in the treatment group, 
statistical tests were used to evaluate if the differences in mean scores between subgroups within 
the treatment group at baseline are significant (Supplementary Table 14).55 Asterisks in 


 
55 A t-test is a type of inferential statistic used to determine if there is a significant difference between the means of 2 groups (for 
example, treatment and comparison groups). T-tests were used to test the differences in means between girls categorized as facing 
a barrier compared to those not facing the barrier. ANOVA is an inferential statistic that determines if there is a significant difference 
between the means of 3 or more groups, and was used to test differences in means for girls in different age groups and from 
different regions. 
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Supplementary Table 14  indicate that for girls in the treatment group, the difference in mean 
scores between those who face barriers and those who do not is statistically significant. 
Significant differences were observed for girls who lack an enabling environment for quality 
education; girls with barriers around menstruation; girls who lack voice or an ability to speak up; 
and girls with at least one functional difficulty. Girls lacking an enabling environment for quality 
education have an average self-efficacy score of 2.55 compared to those who do not face this 
barrier (2.70). Girls with barriers around menstruation have an average self-efficacy score of 2.63 
compared to those who do not face this barrier who average 2.74. Girls lacking voice or an ability 
to speak up have a significantly lower average self-efficacy score (2.54) compared to those who 
do not have low self-esteem (2.73). Additionally, girls with functional difficulty have a significantly 
lower average self-efficacy score (2.57) compared to those who do not have functional difficulty 
(2.72). The data also shows significant differences between the average scores of girls in the 
treatment cohort from different regions, with girls from Bulawayo’s mean score of 2.35 being 
statistically lower than girls from all other regions. Girls from Harare have a mean score of 2.76; 
girls from Manicaland have a mean score of 2.65, girls from Mashonaland East have a mean 
score of 2.81; girls from Matabeleland South have a mean score of 2.80.  


IO2.2 % of marginalised girls demonstrating improved knowledge, attitudes and 
practices on gender and SRHR  


Results for IO2.2 are reported as scores on 2 indices. Girls were asked 17 items to assess their 
gender KAP, addressing themes such as women in the workplace, girls’ education and gender 
roles in the home.56 Additionally, girls responded to questions about sexual and reproductive 
health topics such as sexually transmitted diseases, examples of sexual and reproductive health 
rights, and practices around SRHR topics. Because this indicator measures 2 different KAP 
categories, 2 separate indices were created for this indicator. Items were reviewed and revised 
by SAGE to ensure alignment with the curriculum they will deliver over the life of the programme.  


Gender index 


The gender KAP measure is based on the Gender Equitable Men Scale57 and supplemented with 
customized survey items (see Supplementary Table 15 for a list of items).58 Girls are scored on a 
scale from 0.00 to 2.00. Those scoring above a 1.50, the 75% mark on the scale, are considered 
to have a high score on the gender items. A very small percentage of girls—2.89%—had high 
scores on the gender KAP index. Overall, girls in the treatment group have a statistically 
significantly higher mean gender KAP score than girls in the comparison group. Treatment girls 
score 1.05 on average, while comparison girls score 0.99 on average. A comparison of treatment 
and comparison girls by subgroup is presented in Supplementary Table 15. Furthermore, the 
scale was subdivided by thematic groups and mean scores are presented in Supplementary Table 
16. On a scale of 0–2, girls had the highest scores—indicating positive perceptions—on 
aspirations (1.73) followed by gender stereotypes (1.48) and violence and blame (1.17) and the 
lowest scores—indicating negative perceptions—on masculinity (0.56), and sexual relationships 
(0.69). When compared to girls in the comparison cohort, girls in the treatment cohort had higher 
mean scores on gender stereotypes, masculinity and domestic roles.  


 
56 all negatively worded items were recoded in reverse, resulting in a scale with higher scores indicating more positive perceptions. 
57Nanda, Geeta. “Compendium of Gender Scales.” Compendium of Gender Scales, September 2011. https://www.c-


changeprogram.org/content/gender-scales-compendium/pdfs/4. GEM Scale, Gender Scales Compendium.pdf. 
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Supplementary Table 15: IO2.2 Gender attitudes and practices 


Characteristic Treatment vs 
Comparison 


Number of 
respondents 
in subgroup 


Mean Score Category Proportion of 
total in 
subgroup 


All girls^ Treatment 415 1.05 Low score 97.11% 


High score 2.89% 


Comparison 248 0.99 Low score 98.39% 


High score 1.61% 


Barrier: 
Accessibility/L
ong distance 
to School 


Treatment 280 1.06 Low score 96.79% 


High score 3.21% 


Comparison 9 1.09 Low score 100.00% 


High score 0.00% 


Barrier: Lack 
of safety net 
for GBV 


Treatment 152 1.05 Low score 98.03% 


High score 1.97% 


Comparison 95 0.93 Low score 98.95% 


High score 1.05% 


Barrier: 
Perceived lack 
of right to 
education* 


Treatment 22 0.94 Low score 100.00% 


High score 0.00% 


Comparison 7 0.87 Low score 100.00% 


High score 0.00% 


Barrier: Lack 
of enabling 
environment 
for quality 
education* 


Treatment 45 1.13 Low score 93.33% 


High score 6.67% 


Comparison 0 n/a Low score 0.00% 


High score 0.00% 


Barrier: More 
barriers due to 
menstruation
* 


Treatment 203 1.03 Low score 97.04% 


High score 2.96% 


Comparison 110 0.98 Low score 100.00% 


High score 0.00% 


Barrier: Lack 
of voice/ability 
to speak up 


Treatment 81 1.04 Low score 100.00% 


High score 0.00% 


Comparison 50 0.89 Low score 100.00% 


High score 0.00% 


Barrier: Girl 
has functional 
difficulty* 


Treatment 123 1.00 Low score 96.75% 


High score 3.25% 


Comparison 68 1.00 Low score 95.59% 


High score 4.41% 


Girls 10–14 
years old*** 


Treatment 107 0.96 Low score 98.13% 


High score 1.87% 


Comparison 95 0.94 Low score 100.00% 


High score 0.00% 
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Characteristic Treatment vs 
Comparison 


Number of 
respondents 
in subgroup 


Mean Score Category Proportion of 
total in 
subgroup 


Girls 15–19 
years old*** 


Treatment 278 1.09 Low score 97.84% 


High score 2.16% 


Comparison 141 1.02 Low score 97.16% 


High score 2.84% 


Bulawayo Treatment 24 0.98 Low score 87.50% 


High score 12.50% 


Comparison 19 0.99 Low score 100.00% 


High score 0.00% 


Harare Treatment 48 1.05 Low score 95.83% 


High score 4.17% 


Comparison 25 1.10 Low score 92.00% 


High score 8.00% 


Manicaland Treatment 268 1.06 Low score 98.51% 


High score 1.49% 


Comparison 169 0.96 Low score 100.00% 


High score 0.00% 


Mashonaland 
East 


Treatment 28 1.04 Low score 100.00% 


High score 0.00% 


Comparison 34 1.03 Low score 94.12% 


High score 5.88% 


Matabeleland 
South 


Treatment 47 1.05 Low score 93.62% 


High score 6.38% 


Comparison 1 0.94 Low score 100.00% 


High score 0.00% 
Note: One asterisk (*) indicates a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.05. Three asterisks indicate a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.001. One caret (^) indicates a difference between treatment and comparison girls at p<0.001. 


Supplementary Table 16: IO2.2 Gender attitudes and practices by thematic group 


Thematic 
Group 


Items Included Mean Score 
Treatment 
Cohort 


Mean Score 
Comparison 
Cohort 


Gender 
Stereotypes* 


Boys are naturally better than girls in 
maths and sciences. 


Girls and women can be good leaders. 


1.48 1.37 


Masculinity* Boys lose respect if they cry or talk about 
their problems. 


.56 .43 
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Thematic 
Group 


Items Included Mean Score 
Treatment 
Cohort 


Mean Score 
Comparison 
Cohort 


If someone insults a man, he should 
defend his reputation with force if he has 
to. 


A man should have the final word about 
decisions in his home. 


Aspirations Higher education is just as important for 
girls as it is for boys. 


Young women should have the same 
opportunities to work outside the home 
as young men. 


1.73 1.68 


Domestic 
Roles* 


Men and women should share equal 
responsibility for household chores and 
childcare. 


A woman should obey her husband in all 
things. 


.93 .82 


Sexual 
Relationship 


If a girl says no to sex, her partner should 
respect that. 


It is a girl’s responsibility to avoid getting 
pregnant. 


A girl should be able to decide who and 
when she marries. 


.69 .70 


Violence and 
Blame 


It is not a girl's fault if a male student or 
teacher sexually harasses her, it is the 
fault of the male involved. 


Girls wearing short dresses provoke boys. 


A girl or woman never deserves to be 
beaten. 


A woman should not tolerate violence to 
keep her family together. 


A man using violence against his wife or 
girlfriend is a private matter that shouldn't 
be discussed outside the couple. 


1.17 1.12 


Note: all negatively worded items were recoded in reverse, resulting in a scale with higher scores indicating more positive perceptions. One 
asterisk (*) indicates a difference in treatment girls’ mean scores and comparison girls’ mean scores at p<0.05. 


The scores of girls in the treatment cohort differ significantly on the gender KAP by certain 
subgroups (Supplementary Table 15). Girls who perceive the lack of a right to education have a 
significantly lower average gender norms score (0.94) compared to those who do perceive a right 
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to an education (1.06). The data also suggests that girls lacking an enabling environment for 
quality education have significantly higher gender scores (1.13) than those who do not face this 
barrier (1.05). Girls who face barriers with menstruation also demonstrate significantly lower 
gender norms scores (1.03) than girls who do not experience that barrier (1.10). Girls with one or 
more functional difficulties have a mean score of 1.00, significantly lower than the mean score of 
1.07 for girls who do not have functional difficulties. Finally, there are statistically significant 
differences in the mean scores of girls by age group. Girls aged 10–14 have a mean score of 
0.96; girls 15 and older have a mean score of 1.09.59 


SRHR Index 


The SRHR KAP index is made up of 30 items (see Supplementary Table 17 for list of items) and 
scored on a scale from 0–30. Girls scoring above 22.50, the 75% mark on the scale, are 
considered to have a high score. Around one-tenth of treatment girls—10.84%—have high scores 
on the SRHR KAP index. Overall, girls in the treatment cohort again show statistically significantly 
higher mean scores than comparison girls on the SRHR index. Treatment girls score 14.91 on 
average on the index, while comparison girls score 13.81. Differences in treatment and 
comparison girls’ mean scores and proportions with high scores are outlined in Supplementary 
Table 17. 


Supplementary Table 17: IO2.2 SRHR knowledge attitudes and practices 


Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of total 
in subgroup 


All girls^ Treatment 415 14.91 Low score 89.16% 


High 
score 


10.84% 


Comparison 248 13.81 Low score 93.55% 


High 
score 


6.45% 


Barrier: 
Accessibility/Long 
distance to School 


Treatment 280 14.81 Low score 89.29% 


High 
score 


10.71% 


Comparison 9 16.44 Low score 88.89% 


High 
score 


11.11% 


Barrier: Lack of 
safety net for GBV 


Treatment 152 14.99 Low score 89.47% 


High 
score 


10.53% 


 
59 Because of the high percentage of replacement girls surveyed at baseline, responses were collected from girls outside of SAGE 
eligibility criteria—namely girls aged 7-9 and 20+. The results for these girls are presented in Annex 11. 
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Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of total 
in subgroup 


Comparison 95 12.34 Low score 95.79% 


High 
score 


4.21% 


Barrier: Perceived 
lack of right to 
education 


Treatment 22 13.23 Low score 90.91% 


High 
score 


9.09% 


Comparison 7 12.00 Low score 85.71% 


High 
score 


14.29% 


Barrier: Lack of 
enabling 
environment for 
quality education 


Treatment 45 15.10 Low score 91.11% 


High 
score 


8.89% 


Comparison 0 n/a Low score 0.00% 


High 
score 


0.00% 


Barrier: More barriers 
due to 
menstruation*** 


Treatment 203 14.33 Low score 90.64% 


High 
score 


9.36% 


Comparison 110 12.10 Low score 96.36% 


High 
score 


3.64% 


Barrier: Lack of 
voice/ability to speak 
up* 


Treatment 81 13.70 Low score 92.59% 


High 
score 


7.41% 


Comparison 50 12.14 Low score 100.00% 


High 
score 


0.00% 


Barrier: Girl has 
functional difficulty 


Treatment 123 12.78 Low score 95.12% 


High 
score 


4.88% 


Comparison 68 13.37 Low score 97.06% 
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Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of total 
in subgroup 


High 
score 


2.94% 


Girls 10–14 years 
old*** 


Treatment 107 9.57 Low score 99.07% 


High 
score 


0.93% 


Comparison 95 10.39 Low score 100.00% 


High 
score 


0.00% 


Girls 15–19 years 
old*** 


Treatment 278 17.06 Low score 84.89% 


High 
score 


15.11% 


Comparison 141 16.49 Low score 90.07% 


High 
score 


9.93% 


Bulawayo Treatment 24 14.25 Low score 87.50% 


High 
score 


12.50% 


Comparison 19 12.58 Low score 89.47% 


High 
score 


10.53% 


Harare*** Treatment 48 10.75 Low score 100.00% 


High 
score 


0.00% 


Comparison 25 14.44 Low score 100.00% 


High 
score 


0.00% 


Manicaland Treatment 268 15.44 Low score 88.43% 


High 
score 


11.57% 


Comparison 169 13.31 Low score 94.67% 


High 
score 


5.33% 
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Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of total 
in subgroup 


Mashonaland East Treatment 28 14.88 Low score 82.14% 


High 
score 


17.86% 


Comparison 34 16.25 Low score 88.24% 


High 
score 


11.76% 


Matabeleland 
South*** 


Treatment 47 16.48 Low score 87.23% 


High 
score 


12.77% 


Comparison 1 23.00 Low score 0.00% 


High 
score 


100.00% 


Note: One asterisk (*) indicates a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.05. Three asterisks indicate a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.001. One caret (^) indicates a difference between treatment and comparison girls at p<0.05. 


STS further analysed differences in treatment girls’ scores comparing girls in barrier subgroups 
with those not in barrier subgroups. Girls facing barriers around menstruation have a significantly 
lower score (14.33) compared to girls who do not face these barriers (17.39). Girls with low self-
esteem have significantly lower scores (13.70) compared to girls who did not (15.37). There are 
also significant differences in scores on the SRHR index between girls who had a functional 
difficulty (12.78) and those who do not (15.81). As might be expected, there are statistically 
significant differences in the average SRHR scores for girls of different age groups as well, with 
younger girls having a lower average score than older girls on both indices. Region is a factor in 
treatment girls’ SRHR scores, with significant differences between treatment girls from Harare 
(10.75) and Matabeleland South (16.48) (Supplementary Table 17).  


Reflections 


The high mean score of 2.67 and very high percentage of girls with high scores in indicator 2.1—
self-efficacy—indicate that girls in both cohorts 1 and 2 have a high sense of self-assurance and 
the belief that they can take action and bring about change. This is a strong asset that the 
programme should leverage. However, these scores mean that there may not be room for growth 
on this measurement scale. In future evaluation points, STS recommends supplementing the 
baseline scale, which mostly uses questions about general beliefs of self, with questions about 
practical scenarios to capture a more nuanced perspective of girls’ self-efficacy. This will require 
enhanced qualitative tools that ask girls to respond to situations and demonstrate self-efficacy 
rather than their agreement with concepts around self-efficacy. 


In contrast to the high percentage of girls with self-efficacy scores in IO2.1, much lower 
percentages of girls had high scores on the gender KAP and SRHR KAP indices for IO2.2. Both 
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indices for indicator 2.2 had relatively high-reliability coefficients (0.63 for the gender KAP; 0.82 
for the SRHR KAP), thus are proving to be effective scales measuring the desired domains or 
KAPs. The low percentage of girls with high scores may be a result of the types of questions 
asked. For example, the SRHR KAP asks girls to indicate knowledge about circumstances under 
which a girl can get pregnant. This may be the knowledge that younger girls have not yet learned 
or that girls are not yet comfortable responding to. As the Gender Analysis points out, only 1% of 
girls aged 10–14 years old are sexually active, but the overwhelming majority (99.1%) lack 
comprehensive knowledge around pregnancy.60 Furthermore, girls age 15–19 are more likely to 
have had their first sexual experience (25%), and a very large majority (93%) still lack 
comprehensive knowledge around pregnancy.61 Thus, the low percentages of girls with high 
scores represent an opportunity for growth in these areas that the SAGE curriculum will cover. 


Furthermore, since the addition of life-skills as the third outcome for SAGE, this IO should be 
revised to exclude life-skills and instead be reworded as follows: ‘adolescent girls have increased 
self-efficacy, gender and SRHR knowledge, attitudes and practices’.  


Targets 


The programme logframe sets the target for the next evaluation point at a 20% increase from 
baseline levels. This would mean that 100% of girls receive a high self-efficacy score; 22.14% of 
girls receive a high gender score, and 29.15% of girls receive a high SRHR score. However, 
because a 20% increase for the self-efficacy indicator would mean more than 100% of girls are 
categorized as having high self-efficacy, STS suggests setting the target to 90% of girls 
categorized as having high scores. 


These targets, set at changing social norms and attitudes in addition to knowledge and practices, 
are quite ambitious. It should be noted that frequently with this type of change, self-reported rates 
of knowledge or self-efficacy may at first stagnate or even decrease as learners’ frames of 
reference expand and change with new knowledge. Should such a pattern emerge, SAGE might 
consider including retrospective pre-test type questions on the endline to capture responses 
aligned to girls’ changed frames of reference.62 


See management response in Annex 18.  


 
60 Republic of Zimbabwe Ministry of Health and Child Care. Zimbabwe National Adolescent Fertility Study. [SAGE Proposal 
Language] 
61 Ibid. 
62 https://archive.globalfrp.org/evaluation/the-evaluation-exchange/issue-archive/evaluation-methodology/the-retrospective-pretest-
an-imperfect-but-useful-tool 


Project Checks on Intermediate Outcomes 


Ensure that the IO analysis reflects the links between different levels in the logframe and 
informs the validity of the Theory of Change. This includes checking whether the EE have: 
  


• Measured and analysed all IO indicators presented in logframe. 
• Disaggregated the data according to the logframe. 
• Used both the qualitative and quantitative analysis stated in the logframe.  
• Related the IO analysis to the analysis of Outcomes. 


 







  


GEC LNGB Baseline Evaluation Report template 
| 


104 


 


IO3: Adolescent girls and their families have improved skills and increased access to 
financial resources 


SAGE’s third IO is improved skills and increased access to financial resources. Specifically, the 
programme ToC assumes improved skills and increased access to financial resources are a 
prerequisite for better learning, transition and sustainability outcomes for marginalised girls. 


Since formal financial instruction had not yet begun at CBLH centres at baseline, the focus of data 
collection for this indicator was to identify current access to Village Savings and Loan Associations 
(VSLAs) and financial resources. SAGE should use this information to help inform the structure 
and focus of treatments for CBLH facilitators. 


Table 25:  IO3 Improved skills and increased access to financial resources 


IO IO indicator Sampling 
and 
measuring 
technique 
used  


Who 
collected 
the 
data?  


Baseline 
level  


Target for next 
evaluation 
point 


Will IO indicator 
be used for next 
evaluation 
point? (Y/N) 


IO3: 
Adolescent 
girls and 
their 
families 
have 
improved 
skills and 
increased 
access to 
financial 
resources 


IO3.1: % of 
highly 
marginalised 
girls aged 
15–19 who 
have 
accessed a 
VSLA 
reporting 
improved 
access to 
financial 
resources  


Girls 
survey, 
HoH 
survey, 
Caregiver 
survey 


STS 0 N/A Yes63 


IO3: 
Adolescent 
girls and 
their 
families 
have 
improved 
skills and 
increased 
access to 
financial 
resources 


IO3.2: % of 
adult female 
VSLA 
participants 
reporting 
increased 
capacity to 
invest in 
education 


NA at 
baseline 


NA at 
baseline  


0 TBC  Yes 


 
63 The VSLA groups will be established by the next evaluation point. These groups will support mothers of girls participating in 
SAGE programmes.  
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IO IO indicator Sampling 
and 
measuring 
technique 
used  


Who 
collected 
the 
data?  


Baseline 
level  


Target for next 
evaluation 
point 


Will IO indicator 
be used for next 
evaluation 
point? (Y/N) 


IO3: 
Adolescent 
girls and 
their 
families 
have 
improved 
skills and 
increased 
access to 
financial 
resources 


IO3.3: 
Confidence 
in vocational 
skills score 
of highly 
marginalised 
girls aged 
15–19 who 
participated 
in ISOP 
training 


N/A at 
baseline 


N/A at 
baseline 


0 TBC TBC  


Main qualitative findings  


• At the individual level, the FGDs suggest girls have limited access to vocational and livelihood 
skills training. Girls responses indicated that, particularly in rural areas, where girls reported that 
these types of centres are more often located in towns and cities and are difficult to access from 
rural areas. Additionally, girls reported that a lack of resources, such as the ability to pay school 
fees or lack of access to capital for businesses are also barriers to financial skills and resources.  


 


Main findings  


Because VSLA sessions had not yet begun, quantitative baseline data for indicators IO3.1, IO3.2 
and IO3.3 were not collected. However, some relevant information was gathered from the HoH 
survey, providing contextual information about their access to financial services. Of the 100 
respondents, only 13.00% report having access to financial services. These 13.00% were from 
Harare, Manicaland, and Matabeleland South. The services they list having access to include 


• Village savings and loans (53.85%) 


• Savings groups (23.08%) 


• Banks and financial services cooperatives (15.38%) 


• Other services (30.77%) 


Beyond this, the Gender Analysis provides insight into the availability of livelihood trainings and 
limited resources to improve financial resources. For example, young mothers in Mutare Rural 
noted that there are no training centres near their communities since all the centres are in town. 
Moreover, although they would like to enrol in the available training centres in Mutare Rural, they 
cannot afford the bus fare for travel. Similarly, in the FGD on girls with disabilities in Imbizo, it was 
mentioned that the girls’ parents lack a source of income and, therefore, cannot afford to pay their 
daughters’ school fees. Similar sentiments around parents’ lack of access to sources of income 
and employment opportunities were expressed in FGDs in Mutare Rural. 
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Reflections 


Because learning sessions, as well as VSLAs and ISOP training, had not yet started at the time 
of data collection, data collection for IO3 focused primarily on current skills and access to financial 
resources. As a result, limited findings are presented under IO3 at baseline.  


At the next evaluation point, several new tools or items should be introduced to track indicators 
under IO3. These include: 


• For IO3.1, additional items should be added to the girls survey around financial literacy 
and access to financial services, based primarily on the programme curriculum. 


• For IO3.2:  
o Additional girls survey items and/or focus group questions that specifically report 


against the indicator “girls’ capacity to invest in education.” 
o Develop a qualitative FGD for girls, specifically examining financial services and 


how girls interpret investments in education. 


• For IO3.3: Evaluators will use program records to disaggregate self-efficacy and other 
relevant IO scores by those who participated in the ISOP trainings compared to those who 
did not. The next evaluation point should also include questions in the girls survey based 
on programme curriculum around vocational skills. 


Targets 


SAGE should work with the FM to establish IO3 targets based on specific contextual knowledge. 
Baseline results are limited and do not provide sufficient context to estimate realistic yet 
aspirational targets. 


See management response in Annex 18.  


IO4: Communities demonstrate more positive gender attitudes and actively support and 
protect girls 


SAGE’s fourth IO is an improvement in community members’ use of more positive gender 
attitudes and active support and protection for girls. Specifically, the programme ToC assumes 
that improved gender attitudes and support are prerequisites for better learning, transition and 
sustainability outcomes for marginalised girls. 


IO4 indicators and relevant baseline information are detailed in Table 26: IO4 Improvement in 
community members' understanding and use of support mechanisms for marginalised girls’ 
indicators 


Project Checks on Intermediate Outcomes 


Ensure that the IO analysis reflects the links between different levels in the logframe and 
informs the validity of the Theory of Change. This includes checking whether the EE (?) have: 
  


• Measured and analysed all IO indicators presented in logframe. 
• Disaggregated the data according to the logframe. 
• Used both the qualitative and quantitative analysis stated in the logframe.  
• Related the IO analysis to the analysis of Outcomes. 
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. Indicator IO4.1: Percentage of community members demonstrating improved gender attitudes, 
is reported at the community level. At baseline, the proportion of communities with a high score 
on the gender attitudes index is zero. The mean Community Gender Attitude index score is 25.52 
on a scale of 1 to 53 for treatment communities and 25.15 for comparison communities. At midline, 
the proportion of communities with improved scores over baseline should be reported for this 
indicator. Item-level frequencies are available in Annex 15. 


Indicators IO4.2 and IO4.3 are reported as mean scores at the individual girl level. At midline, the 
proportion of girls with improved scores over baseline should be reported for both of these 
indicators. In the analysis for these 2 indicators, STS first compared the overall mean scores of 
the treatment and comparison girls to evaluate if there were statistically significant differences. 
Next, STS compared treatment girls’ mean scores by subgroup (for example, girls facing barriers 
around menstruation compared to those not facing such barriers) in order to better understand 
what factors affect girls’ scores. For IO4.2: Perception of safety and security amongst girls in the 
community, treatment girls at baseline have a mean score of 3.56 out of 5.00. 54.81% of all girls 
have a high score, defined as at or over 3.75 out of 5. For IO4.3: Percentage of marginalised girls 
who feel they are given appropriate support to stay in school / learning environment, treatment 
girls have a mean score of 7.81, and 64.42% of girls have a high score—defined as at or over 
7.50 out of 10. 


Table 26: IO4 Improvement in community members' understanding and use of support 
mechanisms for marginalised girls’ indicators 


IO IO indicator Sampling 
and 
measurin
g 
technique 
used  


Who 
collecte
d the 
data?  


Baseline 
level  


Target for 
next 
evaluation 
point 


Will IO 
indicator 
be used 
for next 
evaluatio
n point? 
(Y/N) 


IO4: 
Communitie
s 
demonstrate 
more 
positive 
gender 
attitudes and 
actively 
support and 
protect girls 


IO4.1: % of 
community 
members 
demonstrating 
improved 
gender 
attitudes 
(demonstratin
g increased 
mean / median 
attitudes on 
selected 
scales) 


Boys 
survey, 
Caregiver 
survey, 
HoH 
survey 


 Mean 
community 
score at 
baseline was 
25.52. 0% of 
communitie
s had a high 
score. 


20% of 
communitie
s have a high 
score 


Yes 
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IO IO indicator Sampling 
and 
measurin
g 
technique 
used  


Who 
collecte
d the 
data?  


Baseline 
level  


Target for 
next 
evaluation 
point 


Will IO 
indicator 
be used 
for next 
evaluatio
n point? 
(Y/N) 


IO4: 
Communitie
s 
demonstrate 
more 
positive 
gender 
attitudes and 
actively 
support and 
protect girls 


IO4.2: 
Perception of 
safety and 
security 
amongst girls 
in the 
community 


Girls 
survey 


 Mean score 
of 3.56. 
54.81% of 
girls had a 
high score. 


N/A Yes 


IO4: 
Communitie
s 
demonstrate 
more 
positive 
gender 
attitudes and 
actively 
support and 
protect girls 


IO4.3: % of 
marginalised 
girls who feel 
they are given 
appropriate 
support to stay 
in school / 
learning 
environment 


Girls 
survey 


 Mean score 
of 7.81. 
64.42% of 
girls had a 
high score. 


20% above 
baseline 


Yes 


Main qualitative findings  


•  At the individual level, FGDs suggest that girls often have a higher chore burden at home, 
making it more difficult to find the time for schooling and education-related activities.  


• At the household level, FGDs indicate that families may prioritize boys’ education over girls’ 
education.  


• At the community level, FGDs suggest that GBV and harmful community practices, such as early 
marriage and early pregnancy, as well as religious beliefs and practices, can serve as barriers to 
girls accessing education.  


 


Main findings  


IO4.1 Percentage of community members demonstrating improved gender 
attitudes (demonstrating increased mean / median attitudes on selected scales) 
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Quantitative data was collected to understand community attitudes and perceptions towards 
gender. Questions from the boys survey, the caregiver survey and the HoH survey, based on the 
Gender Equitable Men scale and the Gender Norm Attitudes scale64, were used to understand 
community member perceptions of gender norms, girls’ education, SRHR, and GBV, and an index 
was developed for each tool. For boys in the community, an index was developed using 18 items 
to understand their gender attitudes and perceptions. The mean score for boys on this index was 
9.26 and the maximum score was 12 out of 18. For caregivers, an index of 12 items was 
developed, and for heads of household, an index of 12 items was developed, also measuring 
gender attitudes and perceptions. The mean score for caregivers on this index was 8.23 and the 
maximum score was 11 out of 12. The mean score for heads of household was 8.09 and the 
maximum score was 10.50 out of 12. There were no significant differences in the respondent-
level scales between treatment and comparison cohorts. 


These respondent-level indices were aggregated at the community level to create a single index, 
ranging from 0–42.65 Aggregation at the community-level was necessary due to the limited sample 
size at each CBLH. Based on this Community Gender Attitudes index, 0% of communities have 
high scores for gender attitudes and practices, defined as a score at or above 31.50, 75% of the 
scale. No statistically significant differences are found in the mean score by treatment versus 
comparison community, where treatment communities have a mean of 25.52 and comparison 
communities have a mean of 25.15. Similarly, there are no significant differences by region, as 
outlined in table 26.66  


Table 27: IO4.1 Community gender attitude scores, by region 


Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


All Communities Treatment 35 25.52 Low score 100.00% 


High score 0.00% 


Comparison 13 25.15 Low score 100.00% 


High score 0.00% 


Bulawayo Treatment 2 25.64 Low score 100.00% 


High score 0.00% 


Comparison 1 20.93 Low score 100.00% 


 
64 Nanda, Geeta. “Compendium of Gender Scales.” Compendium of Gender Scales, September 2011. https://www.c-


changeprogram.org/content/gender-scales-compendium/pdfs/4. GEM Scale, Gender Scales Compendium.pdf. 
65 Responses for each item were first reduced to a 0-1 scale; negatively worded items were reverse coded. For each respondent 
group, the total score was computed. At the community level, the 3 respondent-level scores were added together resulting in an 
index of 42 items on a range of 0-42. 
66 The subgroups presented in other IO tables were calculated based on girls’ individual responses. No community-level barriers 
were calculated and thus are not presented here. 
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Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


High score 0.00% 


Harare Treatment 5 23.22 Low score 100.00% 


High score 0.00% 


Comparison 1 23.00 Low score 100.00% 


High score 0.00% 


Manicaland Treatment 22 25.86 Low score 100.00% 


High score 0.00% 


Comparison 9 25.54 Low score 100.00% 


High score 0.00% 


Mashonaland 
East 


Treatment 2 25.92 Low score 100.00% 


High score 0.00% 


Comparison 2 26.58 Low score 100.00% 


High score 0.00% 


Matabeleland 
South 


Treatment 4 26.21 Low score 100.00% 


High score 0.00% 


Comparison 0 n/a Low score 0.00% 


High score 0.00% 


Results from FGDs presented in the Gender Analysis provide some insight into these rates on 
the Community Gender Attitudes index. Young men expressed their perception that domestic 
violence in the community was linked with poverty, thus indicating that meeting basic needs is 
perceived as a higher priority than treating women equitably. For example, one young man in 
Mutare Rural commented ‘if we get enough food to eat some of our problems will go away 
including domestic violence’. Within KIIs, the low or lesser value placed on girls’ education was 
often associated with Mutare Rural and Apostolic communities—and was mentioned in both KIIs 
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with SAGE partners, as well as Apostolic and non-apostolic community leaders in Mutare Rural. 
A common reason for this were beliefs that girls will marry into other families, and therefore, 
paying for her education would be a waste of resources. Moreover, preference to invest in boys’ 
education over girls more broadly, especially when facing financial shortages or constraints, was 
also noted. This further supports the low scores on the Community Gender Attitudes index, as 
many questions ask about these values directly.  


IO4.2 Perception of safety and security amongst girls in the community 


Results for IO4.2 are reported at baseline as a girls’ mean scores on a Perceived Safety index. 
The Perceived Safety index consists of 5 items on the girls survey asking about girls’ knowledge 
of safe places in their community and perception of community safety. The index is scored by 
adding each girls’ responses resulting in a scale of 0.00 to 5.00, with a higher score indicating 
greater perceived safety. At baseline, the average score for treatment girls is 3.56 out of 5, with 
54.81% of girls receiving a high score—defined as at or above 3.75, 75% of the scale. This is 
significantly higher than the mean for comparison girls, who scored an average of 1.69 on the 
index. 


Table 28: IO4.2 Girls’ perceptions of community safety 


Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


All girls^ Treatment 416 3.56 Low score 45.19% 


High score 54.81% 


Comparison 248 1.69 Low score 95.97% 


High score 4.03% 


Barrier: 
Accessibility/Long 
distance to School 


Treatment 280 3.64 Low score 42.50% 


High score 57.50% 


Comparison 9 4.11 Low score 22.22% 


High score 77.78% 


Barrier: Lack of safety 
net for GBV*** 


Treatment 152 2.53 Low score 100.00% 


High score 0.00% 


Comparison 95 0.62 Low score 100.00% 


High score 0.00% 


Barrier: Perceived lack 
of right to education 


Treatment 22 3.32 Low score 54.55% 


High score 45.45% 


Comparison 7 1.71 Low score 85.71% 
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Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


High score 14.29% 


Barrier: Lack of 
enabling environment 
for quality education 


Treatment 45 3.49 Low score 51.11% 


High score 48.89% 


Comparison 0 n/a Low score 0.00% 


High score 0.00% 


Barrier: More barriers 
due to menstruation 


Treatment 204 3.55 Low score 44.12% 


High score 55.88% 


Comparison 110 1.60 Low score 97.27% 


High score 2.73% 


Barrier: Lack of 
voice/ability to speak 
up 


Treatment 81 3.42 Low score 53.09% 


High score 46.91% 


Comparison 50 1.24 Low score 98.00% 


High score 2.00% 


Barrier: Girl has 
functional difficulty 


Treatment 123 3.51 Low score 46.34% 


High score 53.66% 


Comparison 68 1.87 Low score 89.71% 


High score 10.29% 


Girls 10–14 years old Treatment 107 3.52 Low score 49.53% 


High score 50.47% 


Comparison 95 1.39 Low score 97.89% 


High score 2.11% 


Girls 15–19 years old Treatment 279 3.59 Low score 42.65% 


High score 57.35% 


Comparison 141 1.92 Low score 95.04% 


High score 4.96% 


Bulawayo*** Treatment 24 3.00 Low score 70.83% 
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Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


High score 29.17% 


Comparison 19 1.16 Low score 100.00% 


High score 0.00% 


Harare*** Treatment 48 3.50 Low score 50.00% 


High score 50.00% 


Comparison 25 1.92 Low score 88.00% 


High score 12.00% 


Manicaland*** Treatment 269 3.51 Low score 46.84% 


High score 53.16% 


Comparison 169 1.53 Low score 98.82% 


High score 1.18% 


Mashonaland East*** Treatment 28 4.25 Low score 17.86% 


High score 82.14% 


Comparison 34 2.62 Low score 85.29% 


High score 14.71% 


Matabeleland 
South*** 


Treatment 47 3.81 Low score 34.04% 


High score 65.96% 


Comparison 1 1.00 Low score 100.00% 


High score 0.00% 


Note: One asterisk (*) indicates a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.05. Three asterisks indicate a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.001. One caret (^) indicates a difference between treatment and comparison girls at p<0.001. 


Analysis of treatment girls’ mean scores by barrier subgroup revealed significant differences in 
girls’ score according to whether or not they face barriers related to a safety net for GBV. Girls 
lack a safety net related to GBV have a mean Perceived Safety score of 2.53, while girls who do 
not have a mean score of 4.18. Additionally, there are significant differences in girls in the 
treatment cohort’s mean scores by region. The mean score of girls from Bulawayo is lowest, at 
3.00. Girls from Harare have a mean score of 3.50; girls from Manicaland have a mean score of 
3.51; girls from Matabeleland South have a mean score of 3.81; and girls from Mashonaland East 
have the highest scores with a mean of 4.25 (Table 28).  


IO4.3 % of marginalised girls who feel they are given appropriate support to stay 
in school / learning environment 
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Results for IO4.3 are reported at baseline as a mean score on the Support for Education Index, 
which measures girls’ perception of learning facilities through a CBLH sub-index and perceived 
caregiver support for education on a Caregiver Support sub-index. The Support for Education 
index uses 10 items from the girls survey and is scored on a scale of 0.00 to 10.00, with a higher 
score indicating that the girl has better quality CBLH learning facilities and perceives more support 
from her caregiver.  


There is a statistically significant difference in mean scores between treatment girls and 
comparison girls, with treatment girls showing a mean Support for Education score of 7.81 while 
comparison girls show a mean score of 4.72. Table 28 provides more details about girls’ mean 
index scores by subgroup. 


Table 29: IO4.3 Girls’ perceptions of support for education 


Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


All girls^ Treatment 416 7.81 Low score 35.58% 


High score 64.42% 


Comparison 248 4.72 Low score 95.56% 


High score 4.44% 


Barrier: 
Accessibility/Long 
distance to School 


Treatment 280 7.90 Low score 32.14% 


High score 67.86% 


Comparison 9 8.44 Low score 22.22% 


High score 77.78% 


Barrier: Lack of safety 
net for GBV 


Treatment 152 7.88 Low score 36.84% 


High score 63.16% 


Comparison 95 4.44 Low score 97.89% 


High score 2.11% 


Barrier: Perceived lack 
of right to education 


Treatment 22 7.77 Low score 31.82% 


High score 68.18% 


Comparison 7 5.14 Low score 85.71% 


High score 14.29% 


Barrier: Lack of 
enabling environment 
for quality 
education*** 


Treatment 45 6.33 Low score 86.67% 


High score 13.33% 


Comparison 0 n/a Low score 0.00% 
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Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


High score 0.00% 


Barrier: More barriers 
due to menstruation 


Treatment 204 7.71 Low score 37.25% 


High score 62.75% 


Comparison 110 4.56 Low score 97.27% 


High score 2.73% 


Barrier: Lack of 
voice/ability to speak 
up*** 


Treatment 81 7.35 Low score 45.68% 


High score 54.32% 


Comparison 50 4.70 Low score 96.00% 


High score 4.00% 


Barrier: Girl has 
functional difficulty 


Treatment 123 7.71 Low score 32.52% 


High score 67.48% 


Comparison 68 4.97 Low score 89.71% 


High score 10.29% 


Girls 10–14 years old Treatment 107 8.07 Low score 24.30% 


High score 75.70% 


Comparison 95 4.65 Low score 97.89% 


High score 2.11% 


Girls 15–19 years old Treatment 279 7.74 Low score 38.35% 


High score 61.65% 


Comparison 141 4.79 Low score 94.33% 


High score 5.67% 


Bulawayo Treatment 24 7.38 Low score 50.00% 


High score 50.00% 


Comparison 19 3.16 Low score 100.00% 


High score 0.00% 


Harare Treatment 48 8.21 Low score 16.67% 
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Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


High score 83.33% 


Comparison 25 5.28 Low score 88.00% 


High score 12.00% 


Manicaland Treatment 269 7.62 Low score 43.49% 


High score 56.51% 


Comparison 169 4.69 Low score 98.82% 


High score 1.18% 


Mashonaland East Treatment 28 8.25 Low score 17.86% 


High score 82.14% 


Comparison 34 5.44 Low score 82.35% 


High score 17.65% 


Matabeleland South Treatment 47 8.40 Low score 12.77% 


High score 87.23% 


Comparison 1 1.00 Low score 100.00% 


High score 0.00% 


Note: One asterisk (*) indicates a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.05. Three asterisks indicate a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.001. One caret (^) indicates a difference between treatment and comparison girls at p<0.001. 


 


To better understand the factors affecting the scores of girls in the treatment cohort, the analysis 
compared the mean scores of treatment cohort girls facing specific barriers with those who do not 
face these barriers. Treatment girls’ Support for Education scores differ significantly between girls 
depending on if they lack an enabling environment for quality education; lack voice or the ability 
to speak up; and what region they are from. Girls lacking an enabling environment for quality 
education have an average score of 6.33, significantly lower than girls not facing this barrier 
(8.08). Girls lacking voice or the ability to speak up have an average score of 7.35, again 
significantly lower compared to other girls’ average of 7.96. Finally, girls from different regions 
have significant differences in scores. Girls from Bulawayo have the lowest mean scores (7.38); 
girls from Manicaland have a mean score of 7.62; girls from Harare have a mean score of 8.21; 
girls from Mashonaland East have a mean score of 8.25; and girls from Matabeleland South have 
the highest scores with 8.40 (Table 29).  


Analysis of the sub-indices also provides some insight into the mean scores of girls in the 
treatment cohort. The CBLH sub-index, on a scale of 0.00 to 5.00, measures girls’ perceptions of 
the quality of CBLH facilities, and thus uses items only asked of girls currently attending CBLH. 
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Girls in the treatment cohort have a mean score of 3.21 out of 5, above the midpoint of the scale, 
indicating that they find the CBLH facilities to be a supportive learning environment. The Caregiver 
Support index, also measured from 0.00 to 5.00, uses items asked of all girls. Girls in the 
treatment cohort showed a very high mean score of 4.56 of 5 on this sub-index.  


Reflections 


It is likely that the treatment cohort has significantly higher scores than the comparison cohort 
since girls in the comparison cohort have yet to enrol in CBLH, and at least half of the items were 
in reference to support to stay in school and learning environment. Overall, there is significant 
room for growth on indicator IO4.1, given that no communities received high Community Gender 
Attitudes scores. At the next evaluation point, it would be useful to compare girls’ gender scores 
(IO2.2) to Community Gender Attitudes scores from members in their households, if a one-to-one 
ratio of girls surveys and household surveys can be followed. Caregivers of individual girls would 
provide responses that can then be matched to individual girls. 


The Perceived Safety scores of girls in the treatment cohort support qualitative findings from the 
Gender Analysis: the programme should focus initial efforts on girls who lack a safety net around 
GBV as well as girls in Bulawayo, where scores were significantly lower than other regions. Girls 
in this category are those who report not having a safe place in the community, somewhere safe 
to go outside the home or where to go for support if they experience violence. Recommendations 
from the Gender Analysis include creating increasing awareness and community sensitisation of 
safe, accessible and confidential locations and procedures to report incidents of GBV, as well as 
how to assist victims and refer cases to appropriate authorities while closely monitoring for any 
perceived backlash. Additionally, qualitative tools should be enhanced to collect more nuanced 
information about girls’ perceptions of safety in the community and at CBLH and/or going to/from 
the hubs. 


To better understand mismatches between girls’ perceived caregiver support for education, and 
actual caregiver support for education, it would be useful to collect caregivers’ levels of support 
for girls’ education at the midline. In addition to items added for IO4.1, STS will supplement the 
caregiver survey with items for IO4.2 and match caregiver responses to individual girls’ 
responses.  


Targets 


The programme logframe sets ambitious targets for the indicators in IO4 at the next evaluation 
point that should be carefully reviewed by SAGE. For I04.1—Percentage of community members 
demonstrating improved community gender attitudes, the logframe target is set at a 20% increase 
above the baseline. This would mean 20% of communities show an increase in score since the 
indicator is not calculated at the individual level. STS recommends SAGE review this target given 
community-level change often requires more time than individual-level change. Additionally, the 
logframe does not provide a target for IO4.2—Perceptions of safety and security amongst girls in 
the community. Finally, the target for IO4.3—Percentage of marginalised girls who feel they are 
given appropriate support to stay in school / learning environment is also set at a 20% increase 
at midline. Given that this indicator is partially driven by how supportive CBLH facilities are, this 
should also be reviewed by SAGE in consideration with priorities to support these facilities in the 
first stage of the programme. 
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See management response section in Annex 18.  


IO5: Strong and active partnerships with MoPSE officials and other civil society actors 
actively advocate for more inclusive, gender-responsive education policies 


SAGE’s fifth IO is strengthened district and national leadership and engagement in marginalised 
adolescent girls’ education. Specifically, the programme ToC assumes that stronger 
governmental engagement in marginalised adolescent girls’ education is a prerequisite for better 
learning, transition and sustainability outcomes for marginalised girls. 


IO5 indicators and relevant baseline information are detailed in Error! Reference source not 
found.9. Item-level frequencies are available in Annex 15. Baseline data for IO5 was comprised 
of qualitative findings from KIIs and desk research completed during the gender-equality-and-
social-inclusion analysis.  


Table 30: IO5 Strengthened district and national leadership and engagement in marginalised 
adolescent girls' education indicators 


IO IO indicator Sampling 
and 
measuring 
technique 
used  


Who 
collected 
the data?  


Baseline 
level  


Target for 
next 
evaluation 
point 


Will IO 
indicator 
be used 
for next 
evaluation 
point? 
(Y/N) 


IO5: Strong 
and active 
partnerships 
with MoPSE 
officials and 
other civil 
society actors 
actively 
advocate for 
more 
inclusive, 
gender-


IO5.1: # of 
SAGE-supported 
materials on 
inclusive and 
gender-
responsive 
education 
approved by 
MoPSE 


KIIs; Gender 
Analysis 


STS  10 TBC  Yes 


Project Checks on Intermediate Outcomes 


Ensure that the IO analysis reflects the links between different levels in the logframe and 
informs the validity of the Theory of Change. This includes checking whether the EE (?) have: 
  


• Measured and analysed all IO indicators presented in logframe. 
• Disaggregated the data according to the logframe. 
• Used both the qualitative and quantitative analysis stated in the logframe.  
• Related the IO analysis to the analysis of Outcomes. 
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IO IO indicator Sampling 
and 
measuring 
technique 
used  


Who 
collected 
the data?  


Baseline 
level  


Target for 
next 
evaluation 
point 


Will IO 
indicator 
be used 
for next 
evaluation 
point? 
(Y/N) 


responsive 
education 
policies 


IO5: Strong 
and active 
partnerships 
with MoPSE 
officials and 
other civil 
society actors 
actively 
advocate for 
more 
inclusive, 
gender-
responsive 
education 
policies 


IO5.2: Increased 
resources 
allocated by 
MoPSE to 
support NFE 


KIIs; Gender 
Analysis 


STS 0 TBC  TBC 


Main qualitative findings  


• KIIs with government officials suggest that officials have a good understanding of the SAGE 
programme and support NFE for OOS adolescent girls. Qualitative data suggest that MoPSE 
priorities and policies are in alignment with the SAGE intervention.  


• KIIs indicate funding will remain a barrier to the sustainability of non-formal accelerated learning 
for adolescent girls.  


Main findings  


Baseline data collection tools did not focus on indicators under IO5 given the national scope of 
this outcome. However, findings from the Gender Analysis identify previously unidentified 
potential champions for girls’ education in civil society and at the local level that may contribute 
to this outcome. For example, OOS adolescent girls identified the police and headmen as 
potential allies they might turn to for advice, as well as community child workers and churches. 


IO5.1: Number of SAGE-supported materials on inclusive and gender-responsive 
education approved by MoPSE 


SAGE received a letter of support from the Ministry of Education confirming their support to the 
programme on material development. Specifically, the material development process works with 
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the MoPSE curriculum development and technical services to provide direction to materials and 
ensure alignment with the national curriculum.  


IO5.2 Increased resources allocated by MoPSE to support non-formal education 


As presented in the Gender Analysis, STS conducted a total of 12 KIIs with 13 respondents, 
including 10 men and 3 women, to understand perspectives on NFE.67 Six KIIs were conducted 
with community leaders, 4 with parents or caregivers and 2 with SAGE partners.68 According to 
KII respondents, funding and resource allocation for NFE remain a challenge. For example, while 
policy mandates that schools implement NFE programs, the government is not able to provide 
additional funds to the districts for the teachers delivering the programs. It is unclear if the MoPSE 
will have funding available to support and sustain SAGE activities after the end of the programme.  


Reflections 


It is unclear how much the indicators as stated will be able to capture the strengthening of 
government support in marginalised girls’ education. While SAGE activities are aligned with 
government goals, funding and resource support for NFE are limited. SAGE should evaluate their 
strategy for strengthening government support and ensure that it has the potential to lead to the 
changes being measured in their selected indicators.  


At the next evaluation point, the following actions should be taken to ensure that indicator data is 
adequately collected: 


• Government official survey to capture quantitative data on government involvement and 
support for NFE 


• Investigate the strategy for strengthening government support for SAGE activities 


Qualitative data for IO5 indicators will be captured from the district- and national-level government 
officials. Efforts should be made to target interviews to officials with the greatest interaction and 
knowledge of SAGE and marginalised girls’ education initiatives.  


See the management response section in Annex 18.  


 
67 One KII with Apostolic religious community leaders included 2 male respondents.  
68 KIIs with community leaders included 3 targeted subgroups: (1) community leaders, such as traditional authorities, chiefs or 
religious leaders; (2) local girls’ rights leaders and advocates; and (3) Apostolic religious leader.  


Project Checks on Intermediate Outcomes 


Ensure that the IO analysis reflects the links between different levels in the logframe and 
informs the validity of the Theory of Change. This includes checking whether the EE (?) have: 
  


• Measured and analysed all IO indicators presented in logframe. 
• Disaggregated the data according to the logframe. 
• Used both the qualitative and quantitative analysis stated in the logframe.  
• Related the IO analysis to the analysis of Outcomes. 


 


Project Checks on Intermediate Outcomes 


Ensure that the IO analysis reflects the links between different levels in the logframe and 
informs the validity of the Theory of Change. This includes checking whether the EE (?) have: 
  


• Measured and analysed all IO indicators presented in logframe. 
• Disaggregated the data according to the logframe. 
• Used both the qualitative and quantitative analysis stated in the logframe.  
• Related the IO analysis to the analysis of Outcomes. 
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7.2 Life skills 


Life skills are a key component of the outcomes targeted in IO 2; however, it is reported separately 
here as a key skill. Plan developed an index to measure girls’ life skills, comprised of domains 
specifically related to the SAGE curriculum, and provided this to STS for analysis. The index also 
builds on IOs lower in the programme’s ToC. Specifically, the life skills index contains 52 items 
from the following domains already measured and reported under the IOs: attitudes towards 
education, self-esteem, self-confidence, SRHR KAPs, child protection knowledge and attitudes, 
and attitudes towards GBV. 


To calculate baseline levels of life skills, each girl’s mean score on the life skills index was 
computed as a sum of her index responses, with higher scores indicating a better grasp of the life 
skills the programme aims to build. Then, girls’ scores were categorized as high and low—high 
life skills scores were defined as scores over 39.75, that is 75% of the life skills index. 5.13% of 
all girls received a high life skill score on the baseline. Item-level frequencies are available in 
Annex 15. 


Main findings  


Findings for life skills are presented in Supplementary Table 18. Overall, girls in the treatment 
cohort have significantly higher mean life skills scores compared to girls in the comparison cohort. 
Girls in the treatment cohort have a significantly higher mean score of 29.22, while comparison 
girls have a mean score of 27.46. In sum, 6.51% of treatment girls received high scores, compared 
to 2.82% of comparison girls.  


Supplementary Table 18: Life skills index results by subgroup and barrier 


Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


All girls^ Treatment 415 29.22 Low 
score 


93.49% 


High 
score 


6.51% 


Comparison 248 27.46 Low 
score 


97.18% 


High 
score 


2.82% 


Barrier: 
Accessibility/Long 
distance to School 


Treatment 280 29.21 Low 
score 


93.93% 


High 
score 


6.07% 


Comparison 9 30.67 Low 
score 


88.89% 
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Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


High 
score 


11.11% 


Barrier: Lack of safety 
net for GBV 


Treatment 152 29.37 Low 
score 


96.05% 


High 
score 


3.95% 


Comparison 95 25.30 Low 
score 


98.95% 


High 
score 


1.05% 


Barrier: Perceived lack of 
right to education 


Treatment 22 26.55 Low 
score 


90.91% 


High 
score 


9.09% 


Comparison 7 24.82 Low 
score 


100.00% 


High 
score 


0.00% 


Barrier: Lack of enabling 
environment for quality 
education 


Treatment 45 29.71 Low 
score 


88.89% 


High 
score 


11.11% 


Comparison 0 n/a Low 
score 


0.00% 


High 
score 


0.00% 


Barrier: More barriers 
due to menstruation*** 


Treatment 203 28.34 Low 
score 


92.61% 


High 
score 


7.39% 


Comparison 110 25.56 Low 
score 


98.18% 


High 
score 


1.82% 
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Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


Barrier: Lack of 
voice/ability to speak 
up* 


Treatment 81 27.69 Low 
score 


97.53% 


High 
score 


2.47% 


Comparison 50 24.50 Low 
score 


100.00% 


High 
score 


0.00% 


Barrier: Girl has 
functional difficulty*** 


Treatment 123 26.41 Low 
score 


96.75% 


High 
score 


3.25% 


Comparison 68 26.97 Low 
score 


100.00% 


High 
score 


0.00% 


Girls 9 years old and 
under*** 


Treatment 0 n/a Low 
score 


0.00% 


High 
score 


0.00% 


Comparison 0 n/a Low 
score 


0.00% 


High 
score 


0.00% 


Girls 10–14 years old*** Treatment 107 23.02 Low 
score 


99.07% 


High 
score 


0.93% 


Comparison 95 23.64 Low 
score 


100.00% 


High 
score 


0.00% 


Girls 15–19 years old*** Treatment 278 31.73 Low 
score 


92.09% 
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Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


High 
score 


7.91% 


Comparison 141 30.59 Low 
score 


96.45% 


High 
score 


3.55% 


Girls 20 years old and 
older*** 


Treatment 0 n/a Low 
score 


0.00% 


High 
score 


0.00% 


Comparison 0 n/a Low 
score 


0.00% 


High 
score 


0.00% 


High 
score 


3.57% 


Bulawayo** Treatment 24 27.16 Low 
score 


87.50% 


High 
score 


12.50% 


Comparison 19 26.26 Low 
score 


89.47% 


High 
score 


10.53% 


Harare** Treatment 48 25.19 Low 
score 


100.00% 


High 
score 


0.00% 


Comparison 25 29.20 Low 
score 


100.00% 


High 
score 


0.00% 


Manicaland** Treatment 268 29.79 Low 
score 


94.03% 
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Characteristic Treatment vs 
Comparison 


Number of 
respondents in 
subgroup 


Mean 
Score 


Category Proportion of 
total in 
subgroup 


High 
score 


5.97% 


Comparison 28 26.70 Low 
score 


98.22% 


High 
score 


1.78% 


Mashonaland East** Treatment 47 29.36 Low 
score 


92.86% 


High 
score 


7.14% 


Comparison 34 30.32 Low 
score 


94.12% 


High 
score 


5.88% 


Matabeleland South** Treatment 47 31.02 Low 
score 


87.23% 


High 
score 


12.77% 


Comparison 1 36.25 Low 
score 


100.00% 


High 
score 


0.00% 


Note: One asterisk (*) indicates a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.05. Two asterisks indicate a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.01. Three asterisks indicate a difference in treatment girls’ mean scores between those in a subgroup versus those not in a subgroup at 
p<0.001. One caret (^) indicates a difference between treatment and comparison girls at p<0.01. 


To better understand factors driving the scores of girls in the treatment cohort, the analysis 
compared the scores of girls in the treatment cohort facing barriers with those not facing barriers. 
Results show that girls in the treatment cohort with more barriers due to menstruation have a 
mean score of 28.34, statistically significantly lower than those without as many barriers due to 
menstruation (32.24). The same trend is seen for girls who feel they lack voice or cannot speak 
up. Girls who feel they lack voice have a mean score of 27.69, statistically significantly lower than 
girls who do not feel this way (29.86). Similarly, treatment girls with functional difficulties have a 
mean score of 26.41, again statistically significantly lower than their counterparts without 
functional difficulties (30.40) (Supplementary Table 18).  
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Reflections 


Baseline levels of life skills scores mirror those of the IOs that support this index. Very few girls 
met the cut-off for high life skills scores, indicating that the programme is well-positioned to 
support girls in this area of development, specifically girls who face barriers around menstruation, 
girls with low self-esteem, girls with functional difficulties, younger girls, and girls from Harare and 
Bulawayo regions. 


Because the current life skills index is based on several items that are used for other IOs as well, 
there is an opportunity to supplement these items with additional items that support other domains 
of the SAGE curriculum not currently included in the index at the midline. Finally, rewording IO2 
to exclude life skills is recommended, since the life skills outcome was requested to be added 
during baseline analysis. 
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8.  Conclusions  


This baseline report presents comprehensive, mixed-method evidence of the current status of 
outcomes and IOs for SAGE’s C1A and C2 beneficiaries. A summary of the findings and 
implications for the planned interventions are detailed in this section. 


Learning outcomes 


Overall, girls in the treatment cohort performed comparably to girls in Grades 3 and 5 in formal 
schooling on the learning assessments. Because the selection criteria of beneficiaries included 
girls who were not proficient at the Grade 5 level based on the equivalent Wide Range 
Assessment Tests score, these results corroborate the selection criteria. The average aggregate 
EGRA score among girls in the treatment cohort is 44.55, in the comparison cohort it is 41.82, 
and in the benchmark group of Grade 5 girls it is 49.18. There were no statistically significant 
differences between the aggregate EGRA scores of girls in the treatment and comparison groups. 
Girls in the treatment cohort struggled the most with comprehension and decoding, as 
demonstrated by the high proportion of girls who were classified as non-learners in both reading 
and listening comprehensions subtasks and the letter sound identification subtask.  


On the EGMA, girls in the treatment cohort performed at a Grade 3 level overall. The average 
aggregate EGMA score among girls in the treatment cohort is 66.25; it is 67.65 in the comparison 
cohort and 65.93 in the Grade 3 benchmark group. As with the EGRA, there were no statistically 
significant differences between the aggregate EGMA scores of girls in the treatment cohort and 
those in the comparison cohort. The majority of girls in the treatment cohort are proficient in 
number recognition, quantity discrimination and addition level 1, while the majority were emergent 
on the missing number identification subtask. Similar to the SAGE’s cohort, girls in Grade 3 had 
the most difficulty with the missing numbers subtask.  


SAGE identified girls as having a functional disability if they ahd at least one disability based on 
the Washington Group Child Functioning questions. By this definition, girls in the treatment cohort 
with at least one functional disability had statistically significantly lower literacy and numeracy 
performance than girls without any functional disabilities. There was not a statistical difference in 
the comparison group.  


Transition outcomes 


SAGE identified 3 potential pathways for girls following their participation in CBLHs. These include 
enrolment in the formal school system, enrolment into vocational training and employment. The 
pathway analysis is appropriate for the beneficiary girls; however, girls’ responses indicate that 
transition to formal schooling may be an under-utilized option. The majority of girls indicated that 
they aim to transition into vocational training or employment after completing the CBLH. At 
baseline, 98.04% of beneficiaries believe they will finish CBLH with 2.76% indicating they hope 
to enrol in formal education, 47.62% hope to enrol in vocational training, 47.12% hope to be 
employed and 2.51% either hope to get married or did not know what they plan to do.  


The programme’s logframe estimates 70% of girls will transition into formal or non-formal 
schooling, 30% into vocational training and 10% into self-employment or employment. These 
estimates do not align with C1A girls’ intentions and need to be revisited so that programme -
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supported pathways can accommodate girls intending to go into vocational training or 
employment.  


Sustainability outcomes 


Sustainability findings at baseline—presented for school, system and community indicators—
were drawn from qualitative data via KIIs. To measure system-level indicators, the baseline 
included KIIs with 5 government officials—4 district-level officials and one national-level official—
who work within SAGE intervention areas. KIIs focused on understanding current support for 
marginalised girls, as well as support for NFE programs. The government officials indicated that 
they are familiar with SAGE, gaining this familiarity from attending SAGE workshops in Harare 
and the districts. Additionally, all officials had been tasked with a level of oversight for SAGE 
activities. All respondents indicated that SAGE specifically, and non-formal girls’ education 
generally, remain high priorities for MoPSE; however, all also felt that funding for these programs 
remains a challenge. At the community-level, 2 community leaders were interviewed via KIIs to 
explore community engagement with the SAGE programme. Both leaders participated in the 
development and enrolment stages of the SAGE programme. At the school level, 3 school heads 
within communities involved in the SAGE programme participated in KIIs and reported on their 
engagement in community outreach and recruitment activities.  


Overall, the KIIs suggest that challenges will persist in sustaining the SAGE programme. 
Respondents indicated that material provision, training for teachers and staff, integration within 
the government system and a lacking community support for girls’ education all challenge the 
programme moving forward. Given the evidence, the weighted SAGE sustainability score at 
baseline is 1.40 out of 4.00.  


Theory of change  


Assumptions in the programme’s ToC regarding subgroups and barriers appear to hold true. The 
most prevalent social, economic and educational barriers uncovered through the baseline are 
already considered in SAGE’s intervention planning and were explored during the Gender 
Analysis. These include support for girls’ SRHR—specifically menstrual health— GBV and 
community support for girls’ education. However, it is unclear if and how these assumptions may 
need to be adjusted once the beneficiary enrolment information is updated to include all girls 
enrolled in the first cohort, including those who served as replacements in the baseline sample.  


Risks 


Given the high level of sensitivity surrounding SAGE’s beneficiaries, the programme should be 
aware of any heightened stigma or security threats that arise for the girls who attend CBLHs. 
Because girls and their caregivers noted safety and security at and on the way to school as 
barriers, the programme should closely monitor any threats faced by participants as a result of 
their attendance. Given mentions of physical and sexual violence against girls, the programme 
should also ensure training on proper safeguarding to ensure that staff are aware of abuse signs 
and reporting mechanisms.  


  







  


GEC LNGB Baseline Evaluation Report template 
| 


129 


 


9.  Recommendations 


This section reflects on baseline findings and provides recommendations to SAGE’s staff.  


Monitoring, evaluation and learning of the project  


• Considering the high scores at baseline on self-efficacy questions, STS recommends 
adding questions to the girls survey to provide more detail on girls’ experiences related to 
self-efficacy. SAGE should consider adding practical scenario questions to gather more 
nuanced data on girls’ perceptions and experiences related to self-efficacy.  


• The programme should develop additional, equated learning assessment forms to be used 
in future evaluation time points. These equated forms should accommodate the ceiling 
effects observed for both the EGRA and EGMA. SAGE should develop more complex 
items for the familiar word reading and oral reading fluency EGRA subtasks and all EGMA 
subtasks except missing number identification. The addition of items will have implications 
for piloting and comparability to baseline results. 


• Data on whether respondents are young mothers, members of the apostolic community 
or engaged in labour was not collected in the girls survey at baseline. Given the large 
number of replacement girls, this data was also unavailable in the enrolment database. 
To triangulate this information and ensure the data can be disaggregated by these 
subgroups, STS recommends adding additional items to the girls survey to capture this 
information.  


• Baseline data suggests regional disparities around GBV and girls’ access to related safety 
resources. Additional items should be added at the midline assessment to explore these 
regional differences and better understand how to support girls in less supported areas.  


• To better understand the nuances of girls’ gender scores and communities’ gender scores, 
SAGE should consider conducting one-to-one girls surveys and parent/caregiver surveys. 
This would allow implements to directly match girls’ gender scores with the community 
gender attitudes scores of their parent/caretaker.  


• To better report on attendance indicators for girls enrolled in CBLHs, SAGE should 
consider collecting additional attendance information, including headcounts during 
classroom observations, classroom attendance records and data from items on the girls 
survey and household surveys that capture attendance frequency.  


• To better understand girls’ financial literacy and access to financial services, SAGE should 
consider adding qualitative data—including FGDs—with girls participating in CBLHs and 
the financial literacy curriculum.  


• To better understand girls’ perceptions of financial resources and investment in education, 
SAGE should consider disaggregating self-efficacy scores by girls who participate in ISOP 
trainings and those who did not.  


• To better understand the nuances of the quantitative data, SAGE should consider adding 
additional qualitative tools to provide additional information and insight to support survey 
findings.  


• Given the qualitative findings that reported challenges around quality learning spaces, 
SAGE should continue to include questions about learning spaces in future evaluation 
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points to unearth whether these concerns relate to previous experience in schools or 
persist in the CBLHs.  


• Qualitative data suggested potential challenges to recruiting and maintaining quality 
educators in CBLHs. SAGE should explore and monitor these challenges through routine 
M&E.  


• SAGE should monitor enrolment and attendance data in CBLHs, confirming that girls who 
participated in a baseline communities have not enrolled in a neighbouring CBLH.  


• To better understand ways to strengthen girls’ enrolment and attendance in CBLHs, SAGE 
should consider adding additional qualitative questions to parents, caregivers, and 
community leaders to identify potential strategies for addressing these challenges.  


• Based on findings relating to the perceptions of safety questions, SAGE should consider 
adding additional qualitative tools to gather more nuanced data about girls’ perceptions of 
safety within the community.  


Programme design 


• Given the range of scores on the EGMA at baseline, SAGE should continue to incorporate 
differentiated approaches to mathematics instruction to support all beneficiaries, including 
the high proportion of girls who scored proficient at baseline and may benefit from more 
complex mathematics instruction.  


• SAGE should consider reviewing the mathematics curriculum to ensure the modules 
provide opportunities for girls to continue to build on their mathematics skills and 
knowledge. Because many girls are already performing at a Grade 3 level—which is the 
target for Year 1 in CBLH instruction—the current modules may not have enough new and 
complex content to ensure the girls continue to build on their mathematics understanding 
and skills.  


• In mathematics, 7.63% of girls scored proficient on the missing number subtask. SAGE 
should investigate whether this is a misalignment in how girls were previously taught early 
multiplication skills or whether the SAGE modules incorporate skip counting and repeated 
addition to building these foundational multiplication skills.  


• In general, respondents appeared to struggle on the reading and listening comprehension 
EGRA subtasks as well as in decoding. SAGE should consider reviewing the curriculum 
to ensure classroom instruction provides sufficient opportunities for girls to build and 
practise these skills. SAGE may also determine whether girls’ higher proficiency in familiar 
word reading is a consequence of their prior instruction and how, or if, decoding skills have 
previously been taught.  


• Given the programme’s aim to provide the equivalent of a Grade 3 education at the end 
of Year 1, the programme may consider focusing recruitment and enrolment to girls with 
less than Grade 3 schooling.  


• There may be a mismatch between the programme’s transition pathways for beneficiaries 
and the intended transition pathways girls reported. At baseline, transition pathways are 
estimated based on girls’ stated intentions to transition following CBLH. 98.04% of 
beneficiaries believe they will finish CBLH with 2.76% indicating they hope to enrol in 
formal education, 47.62% hoping to enrol in vocational training, 47.12% planning for 
employment/self-employment and 2.51% plan to get married or did not know what they 
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plan to do following CBLH. It appears that Plan’s estimates for the proportions of girls who 
will enter into each pathway are not aligned with the intentions expressed by girls. 
However, the baseline surveys do not examine the intersection between the barriers with 
missing data—ethnicity, stated religion of household, school experience, including drop 
out status and carer status. Qualitative data from the Gender Analysis along with further 
analysis once missing beneficiary data is obtained may provide a nuanced understanding 
of how the transition pathways supported under the programme could need to be adjusted. 
If current trends remain, the programme should work to deconstruct existing perceptions 
of access to formal education and ensure beneficiaries do not assume vocational training 
and employment are their only option.  


• At baseline, girls identified as having a functional disability on the Washington Group Child 
Functioning Questions had statistically significantly lower literacy and mathematics 
scores. More than one-quarter of the baseline sample were girls with one or more 
functional difficulties. To meet the needs of this population, SAGE should provide training 
to CBLH facilitators on differentiated instruction and inclusive education strategies to meet 
the needs of all learners.  


• Based on quantitative data from the girls survey and FGDs with girls in the Gender 
Analysis, many girls—particularly in Bulawayo—had low scores on perceived safety, with 
many girls reporting a lack of a safety net for GBV. SAGE should consider adding 
interventions to provide support to girls who report lacking a safety net for GBV. Based on 
FGDs, this support could take the form of increased community awareness and 
community sensitisation for safe, accessible and confidential locations and procedures to 
report GBV.  


• Based on the girls survey data, approximately 75% of girls who lack voice and the ability 
to speak up were 15–19 years old. SAGE should continue to explore this age gap through 
the Champions of Girls Education (CoGE) programme.  


• Because programme activities around financial services had not started at the time of the 
baseline, SAGE should consider using the data collected from the household surveys to 
inform the design and implementation of VSLAs and ISOPs to better target IO3—improved 
skills and increased access to financial resources.  


• Because a low percentage of girls received high scores on the Gender KAP and SRHR 
KAP survey items, SAGE should review the programme’s curriculum and prioritize 
opportunities to increase knowledge on SRHR issues, such as the ways in which a girl 
can get pregnant.  


Sustainability  


• SAGE should consider increasing the number of community leaders who participate in 
future KIIs. By incorporating additional perspectives, SAGE can gain a better 
understanding of the environment that will enable sustainability at the community level.  


• Based on findings in the KIIs with MoPSE officials, SAGE should evaluate their strategy 
for strengthening government support and capacity to lead SAGE-like programmes in the 
future and focus on building shared accountability for aspects of the programme that align 
with the MoPSE.  


• SAGE should consider adding a quantitative survey for government officials to provide 
data on the government’s involvement in NFE.  
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10. Annexes 
 


Annex 1: Baseline evaluation submission process 


Please submit all baseline reports and accompanying annexes to your respective evaluation 
officer. Please note, some annexes can be sent for FM review separately and before the baseline 
report analysis is completed. We advise programmes and EEs to follow the sequence outlined 
below to speed up the review process and avoid unnecessary back and forth. Where possible, 
we also advise that programmes and EEs do not begin their baseline report analysis until annex 
8 is signed off by the FM. 


Annexes to submit for FM review any time before the baseline report is completed:  
 


• Annex 3: Cohort approach evaluation 


• Annex 4: Beneficiaries table (sample data) 


• Annex 5: Beneficiaries table (Project mapping data) 


• Annex 5: MEL framework 


• Annex 6: External evaluator’s inception report (where applicable) 


• Annex 7: Data collection tools used for baseline 


• Annex 8: Datasets, codebooks and programs 


• Annex 9: Learning test pilot and calibration 


• Annex 10: Sampling framework  


 


Annexes to finalise after annex 11 ‘Datasets, codebooks and programs’ is signed off by the 
FM:  


• Annex 2: Logframe 


• Annex 11: External evaluator declaration 


• Annex 12: Project management response 
 


Annex 2: Logframe 


Annex 


2_Logframe.xlsx
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Annex 3: Cohort approach evaluation  


 


The SAGE programme uses an adapted cross-over design69 looking at both participant and 
programme analysis across 4 cohorts. Each of the 4 cohorts will be receiving the intervention for 
2 years, with an optional third year available to both the treatment (pathfinder) and comparison 
groups.  


The first cohort (C1A in Figure 15 below) will be our treatment group, receiving the ALP 
intervention in 63 CBLHs across 7 districts, while the second cohort (C1B) attending another 36 
CBLHs in the remaining 4 districts, will receive the intervention from 6 months later. This 
staggered approach is necessary in order for the deployment of the intervention in new districts 
to be done in a manageable way. The third cohort (C2), which will act as our comparison group, 
will receive the intervention in 33 CBLHs across the initial 7 districts, with the final cohort (C3) 
starting a year later across all 11 districts. The 4 cohorts will come from different geographical 
areas of the 11 target districts, identified before the baseline. 


Figure 15: Phasing of cohorts for intervention and corresponding evaluation activities 


 


We will carry out evaluations at baseline, midline and endline for all 4 cohorts. The C1A and C2 
baseline and endline will be externally led, as will the C1A midline and the C1A follow-up. The 
timing of the C1A endline could be subject to change—for instance, if at the midline point it 
becomes clear that most girls intend to stay on for the optional third year of teaching, the C1A 
endline could be pushed back to the end of the third year (however, this will need to be weighed 
against the cost implications). Moreover, due to budget constraints, the remaining evaluations will 
be internal ‘light-touch’ reviews and follow-ups led by consortium MEL staff, with potential input / 
support from other INGO actors in the Zimbabwe context. These exercises will be looking at 
Outcomes 1 and 2 (IOs 1 to 3) only and will be conducted on smaller samples using only the tools 


 
69 As per definition in LNGB MEL Guidance p. 143. 


Project to complete  


• Please outline if and how you will evaluate learning and, if applicable, transition and any 
key intermediate outcomes for your other cohorts (i.e. will some be evaluated internally 
etc.? If so, how).  


• Please explain the logic for your approach. For instance, why were certain cohorts 
prioritised to be externally evaluated over others?  


 


Please note, this is only required if projects have multiple cohorts and are not commissioning 
your External Evaluator to evaluate all cohorts. 
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relevant to those IOs. During the endline, when some of them will coincide with an externally led 
process, they will be treated as separate exercises. 


The learning and transition performance of the comparison group will enable us to understand 
whether improvements in our programming have contributed to better learning and transition 
outcomes for our target beneficiaries. This design will also allow for assessing the sustainability 
of our intervention for both the treatment and comparison groups at endline, as this will usually 
happen after the first 3 cohorts have completed their ALPs (3 years later in the case of cohort 
C1A).  


However, our analysis will be complicated by the fact that, even within the treatment group, there 
may be different lengths of treatment for different individuals. For example, girls who have had 
some prior experience of primary or secondary education might be able to transition into a school 
in one year, before the full ALP is undertaken. Likewise, movement into either of the other 
alternatives can occur at any time within the period the programme is running, while new girls 
could join a learning hub later in the year. Thus, the analysis needs to consider for all learners the 
length of their experience of the intervention. 


Annex 4: Beneficiaries table (sample data) 


The table below provides data on the characteristic’s subgroups and barriers.  


Table 31: Characteristic subgroups and barriers of sample for portfolio level aggregation and 
analysis 


Characteristic/Barrier  Proportion of baseline sample (%) 


Disability 29.57% 


Age 9 and under 0.67% 


Age 10–14 25.84% 


Age 15–19 72.16% 


Age 20 and over  1.34% 


Barrier: Accessibility 70.53% 


Lack safety net for GBV 36.71% 


Lack of right to an education 4.79% 


Lack enabling environment for quality education 11.03% 


Barriers around menstruation 55.89% 


Lack voice and ability to speak up 20.35% 


Ethnicity Not available 


Household stated religion Not available 


School experience Not available 


Drop-out status Not available 
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Characteristic/Barrier  Proportion of baseline sample (%) 


Carer status Not available  


 


Annex 5: Beneficiaries table (project mapping data) 


 


Table 32: Direct beneficiaries by age 


Age (adapt as 
required) 


Proportion of C1A direct 
beneficiaries (%) 


Data source – Project monitoring data, 
data from sample used in external 
evaluation or assumption? 


Aged <10  3 (0.7%) Initial beneficiary identification exercise 
data, updated with enrolment data 


Aged 10  141 (3.4%)  


Aged 11  90 (2.2%)  


Aged 12  110 (2.7%)  


Aged 13  144 (3.5%)  


Aged 14  976 (24%)  


Aged 15 988 (24%)  


Aged 16  232 (5.8%)  


Project to complete  


• Please fill in the tables below and overleaf. In the first instance, use your project 
monitoring data. If you haven’t collected the relevant data, use your sample data 
to extrapolate to your whole beneficiary population. If you do not have data from 
your beneficiary data or sample, please put ‘NA’ in the relevant cell.  


• Describe the methodology used for calculating the number of direct and indirect 
beneficiaries for cohort one and, if applicable, the assumptions you have made for 
calculating the number you expect to reach by the end of the intervention. 


• Comment on the number of direct beneficiaries that you estimate as still meeting 
your definition of educational marginalisation and how you’ve verified this.  


• If any direct beneficiaries do not meet your definition or are outside the age 
criteria (<10 and >20), are already in formal school or have already completed the 
grade level your project is aiming to get the girls up to, please outline your 
rationale for this and why they were selected as a beneficiary.  


• If the direct and indirect beneficiary numbers of girls meeting your definition of 
educational marginalisation is different to the numbers outlined in your original 
proposal, please comment on the reasons why.  


• How accurate you feel your data is on the age of beneficiaries. For instance, did 
you collect birth certificates or just rely on the girls’ self-reported data?  
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Age (adapt as 
required) 


Proportion of C1A direct 
beneficiaries (%) 


Data source – Project monitoring data, 
data from sample used in external 
evaluation or assumption? 


Aged 17  282 (6.9%)  


Aged 18  414 (10.2%)  


Aged 19  698 (17%)  


Aged 20 +  695 (17%)  


N = 4,075 (100%) 


 


Note: The above data relies on girls’ self-reported age data as 3,708 (90%) of the enrolled girls did not have any form of ID. We are also 
aware that in some regions the heads of household would report some girls to be 18 years of age even though they seemed younger, as 
they feared being reported to the police for under-age marriage. N =  


Table 33: Target groups by out-of-school status 


Status  Proportion of C1A direct 
beneficiaries (%) 


Data source – Project monitoring data, data from 
sample used in external evaluation or assumption? 


E.g. Never 
been to formal 
school  


1,546 (37%)  Same as for Table 31 


E.g. Been to 
formal school, 
but dropped 
out  


2,526 (63%)  


N = 4,075 


Table 34: Direct beneficiaries by drop-out grade 


Level of schooling 
before dropping out 
(adapt wording as 
required) 


Proportion of C1A direct 
beneficiaries (%) 


Data source – Project monitoring data, data 
from sample used in external evaluation or 
assumption? 


Grade 0 / Early 
Childhood 
Development (ECD) 
A&B 


17 (0%) Same as for Table 31 


Grade 1  32 (0.8%)  


Grade 2  102 (2.5%)  


Grade 3  132 (3.3%)  


Grade 4  156 (3.8%)  


Grade 5  176 (4.3%)  
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Level of schooling 
before dropping out 
(adapt wording as 
required) 


Proportion of C1A direct 
beneficiaries (%) 


Data source – Project monitoring data, data 
from sample used in external evaluation or 
assumption? 


Grade 6  226 (5.5%)  


Grade 7 709 (17.6%)  


Form 1  166 (4.1%)  


Form 2 266 (6.5%)  


Form 3 288 (7.1%)  


Form 4 247 (6.1%)  


Form 5 5 (0.1%)  


Form 6 4 (0.1%)  


N = 4,075 


Table 35: Other selection criteria 


Selection 
criteria 


Proportion of C1A direct 
beneficiaries (%) 


Data source – Project monitoring data, data 
from sample used in external evaluation or 
assumption? 


Disabled 54 (1.3%) Formal disability assessment data 


Married 805 (19.7%) Same as for Table 31 


Young 
mothers 
(incl. 
expectant) 


921 (23%) 


Apostolic 
religion 


1,351 (33%) 


N = 4,075  
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Table 36: Other beneficiaries 


Beneficiary type Total 
project 
number for 
C1A 


Total number by 
the end of the 
project.  


Comments Data source – 
Project 
monitoring 
data, data from 
sample used in 
external 
evaluation or 
assumption? 


Learning beneficiaries 
(boys) – as above, but 
specifically counting boys 
who will get the same 
exposure and therefore 
be also expected to 
achieve learning gains, if 
applicable. 


1,357 N/A Ongoing 
recruitment  


CoGE 
registration 
forms  


Community Educators – 
number of 
teachers/tutors who 
benefit from training or 
related interventions. If 
possible /applicable, 
please disaggregate by 
gender and type of 
training, with the 
comments box used to 
describe the type of 
training provided. 


124 196 The remaining 72 
CEs will be 
recruited before 
the ALP starts in 
the 4 districts of 
cohort C1B 


SAGE 
employment 
records 


Learning Assistants 62 36 As above As above 


CoGE Facilitators 122 196 As above CoGE 
volunteering and 
training records 


Female community 
members  


0 N/A No VLSA 
activities are 
scheduled until 
2020 


– 


These numbers are based on the beneficiary selection database. Given the high rate of 
replacement girls during baseline data collection, an updated beneficiary database will be needed.  
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Annex 5: MEL framework 


Annex 5_MEL 


Framework.pdf
 


 


Annex 6: External evaluator’s inception report (where applicable) 


Annex 6_EE Inception 


Report.pdf
 


 


Annex 7: Data collection tools used for baseline 


Annex 7_Data 


Collection Tools.docx
 


 


Annex 8: Datasets, codebooks and programs 


See attached documents.  


 


Annex 9: Learning test pilot and calibration 


Annex 9_Learning 


test pilot and calibration.pdf
 


Annex 10: Sampling framework 


Annex 8_Sampling 


Framework.xlsx
 


 


Annex 11: Intermediate outcome significance test table 


Annex 11_IO 


significance test annex table.xlsx
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Annex 12: Gender Analysis 


SAGE Gender 


Analysis Report_REVISED_7June2019.pdf
 


 


Annex 13: Expanded results tables 


Table 37: Expansion of Table 16b: Foundational numeracy skills, Grades 3, 5 and 7 


Categories Subtask 
1 
 
Number 
Recogni
tion 


Subtask 
2 
 
Quantit
y 
Discrimi
nation 


Subtask 
3 
 
Missing 
Number
s 


Subtask 
4 
 
Additio
n (1) 


Subtask 
5 
 
Additio
n (2) 


Subtask 
6 


 


Subtrac
tion (1)  


Subtask 
7  


 


Subtrac
tion (2) 


Subtask 
6 
 
Word 
problem
s 


Grade 5 


Non-learner 
0% 


0.00% 0.00% 1.65% 0.83% 0.83% 0.83% 3.31% 5.79% 


Emergent 
learner 1–


40% 


0.83% 0.00% 14.88% 2.48% 2.48% 2.48% 9.09% 36.36% 


Established 
learner 41–


80% 


5.79% 23.97% 67.77% 11.57% 11.57% 23.14% 34.71% 28.93% 


Proficient 
learner 81–


100% 


85.95% 68.60% 8.26% 77.69% 77.69% 66.12% 45.45% 20.66% 


Source:  


N= 121 
93% 93% 93% 93% 93% 93% 93% 92% 


Grade 7 


Non-learner 
0% 


0.00% 0.00% 0.00% 0.00% 0.00% 0.74% 2.96% 3.70% 


Emergent 
learner 1–


40% 


0.00% 0.00% 2.22% 0.74% 2.96% 2.22% 0.74% 17.04% 
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Categories Subtask 
1 
 
Number 
Recogni
tion 


Subtask 
2 
 
Quantit
y 
Discrimi
nation 


Subtask 
3 
 
Missing 
Number
s 


Subtask 
4 
 
Additio
n (1) 


Subtask 
5 
 
Additio
n (2) 


Subtask 
6 


 


Subtrac
tion (1)  


Subtask 
7  


 


Subtrac
tion (2) 


Subtask 
6 
 
Word 
problem
s 


Established 
learner 41–


80% 


1.48% 1.48% 8.89% 2.96% 22.96% 8.15% 31.11% 21.48% 


Proficient 
learner 81–


100% 


98.52% 98.52% 88.89% 96.30% 74.07% 88.89% 65.19% 57.78% 


Source:  


N= 135 
100% 100% 100% 100% 100% 100% 100% 100% 


Table 38: Expansion from Table 17b: Foundational literacy skills, Grades 3, 5 and 7 


Categories Subtask 
1 
 


Letter 
Sound 


Subtask 
2 
 


Familiar 
Word 


Reading 


Subtask 
3 
 


Oral 
Reading 


Fluency – 
Short 


Subtask 
4 
 


Oral 
Reading 


Compreh
ension –


Short 


Subtask 
5 
 


Oral 
Reading 


Fluency – 
Long 


Subtask 
6 


 


Oral 
Reading 


Compreh
ension – 


Long 


Subtask 7 


 


Listening 
Compreh


ension 


Grade 3 


Non-learner 
0% 


37.80% 3.66% 2.44% 31.71% 4.88% 50.00% 32.93% 


Emergent 
learner 1–


40% 


26.83% 9.76% 28.05% 37.80% 45.12% 21.95% 34.15% 


Established 
learner 41–


80% 


28.05% 14.63% 39.02% 14.63% 24.39% 12.20% 15.85% 


Proficient 
learner 81–


100% 


6.10% 64.63% 19.51% 4.88% 14.63% 4.88% 6.10% 


Source:  


N= 82 
98.78% 92.68% 89.02% 89.02% 89.02% 89.02% 89.02% 
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Categories Subtask 
1 
 


Letter 
Sound 


Subtask 
2 
 


Familiar 
Word 


Reading 


Subtask 
3 
 


Oral 
Reading 


Fluency – 
Short 


Subtask 
4 
 


Oral 
Reading 


Compreh
ension –


Short 


Subtask 
5 
 


Oral 
Reading 


Fluency – 
Long 


Subtask 
6 


 


Oral 
Reading 


Compreh
ension – 


Long 


Subtask 7 


 


Listening 
Compreh


ension 


Grade 7 


Non-learner 
0% 


36.30% 0.74% 0.74% 11.85% 1.48% 18.52% 17.78% 


Emergent 
learner 1–


40% 


19.26% 0.74% 3.70% 26.67% 7.41% 17.78% 32.59% 


Established 
learner 41–


80% 


22.96% 5.93% 23.70% 37.04% 18.52% 32.59% 30.37% 


Proficient 
learner 81–


100% 


21.48% 92.59% 71.85% 24.44% 72.59% 31.11% 19.26% 


Source:  


N= 135 
100.00% 100.00% 100.00% 100.00% 100.00% 100.00% 100.00% 


 


 


Annex 14: Cronbach’s Alphas 


Annex 14_Cronbach's 


Alphas_Barriers and IOs.pdf
 


 


Annex 15: Intermediate Outcome Frequencies 


Annex 15_IO 


Frequencies.pdf
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Annex 16: External evaluator declaration 


Name of project: SAGE  


Name of External evaluator and contact information: School-to-School International, 1005 
Terra Nova Boulevard, Suite 1, Pacifica, CA 94044 


Names of all members of the evaluation team: Laura Conrad, Hetal Thukral, Aimee Reeves, 
Anne Laesecke, Melyssa Sibal 


Laura Conrad certifies that the independent evaluation has been conducted in line with the 
Terms of Reference and other requirements received. 


Specifically: 


• All of the quantitative data was collected independently (Initials: ). 


• All data analysis was conducted independently and provides a fair and consistent 


representation of progress (Initials: ). 


• Data quality assurance and verification mechanisms agreed in the terms of reference with 


the project have been soundly followed (Initials: ). 


• The recipient has not fundamentally altered or misrepresented the nature of the analysis 


originally provided by School-to-School International (Initials: ). 


• All child protection protocols and guidance have been followed (initials: ). 


• Data has been anonymised, treated confidentially and stored safely, in line with the GEC 


data protection and ethics protocols (Initials: ). 


Laura Conrad 


(Name) 


 


School-to-School International 


(Company) 


 


13 December 2019 


(Date) 


 


Annex 17: Useful resources 


Evaluation, analysis and reporting 


• World Bank, 2016, Impact Evaluation in Practice – 2nd Edition - 
https://www.worldbank.org/en/programs/sief-trust-fund/publication/impact-evaluation-in-
practice  


• HM Treasury, ‘The Green Book: Appraisal and Evaluation in Central Government’. 2018 
- 
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment
_data/file/685903/The_Green_Book.pdf 



https://www.worldbank.org/en/programs/sief-trust-fund/publication/impact-evaluation-in-practice

https://www.worldbank.org/en/programs/sief-trust-fund/publication/impact-evaluation-in-practice

https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/685903/The_Green_Book.pdf

https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/685903/The_Green_Book.pdf
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• J-PAL, Introduction to Evaluations - 
https://www.povertyactionlab.org/sites/default/files/resources/Introduction%20to%20Eval
uations%20%281%29.pdf 


• Better Evaluation - https://www.betterevaluation.org/ 


 


Gender and power analysis 


• Sida, 2013, Power Analysis: Experiences and challenges (Concept Note). Stockholm: 
Swedish International Development Cooperation Agency (Sida) - 
https://www.sida.se/contentassets/83f0232c5404440082c9762ba3107d55/power-
analysis-a-practical-guide_3704.pdf  


• DFID, 2009, 'Gender and Social Exclusion Analysis How To Note', A Practice Paper, 
Department for International Development, London, UK - 
http://www.gsdrc.org/docs/open/se9.pdf  


• European Bank for Reconstruction and Development, Gender Tools and Publications - 
https://www.ebrd.com/gender-tools-publications.html 


 



https://www.povertyactionlab.org/sites/default/files/resources/Introduction%20to%20Evaluations%20%281%29.pdf

https://www.povertyactionlab.org/sites/default/files/resources/Introduction%20to%20Evaluations%20%281%29.pdf

https://www.betterevaluation.org/

https://www.sida.se/contentassets/83f0232c5404440082c9762ba3107d55/power-analysis-a-practical-guide_3704.pdf

https://www.sida.se/contentassets/83f0232c5404440082c9762ba3107d55/power-analysis-a-practical-guide_3704.pdf

http://www.gsdrc.org/docs/open/se9.pdf

https://www.ebrd.com/gender-tools-publications.html
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Annex 18: Project management response 


 


Overall, the project acknowledges that the external evaluation team have conducted the 
evaluation and compiled results in a thorough, diligent and reliable manner and have been able 
to confirm and challenge existing understanding in a variety of results. Key findings of the 
evaluation report corroborate assumptions held at design stage and featured within the Theory 
of Change and confirm what the project is currently learning from the implementation of 
activities and ongoing field feedback. 
 


Project to complete  


• What is the project’s response to the key findings in the report? Make sure to refer 
to main conclusions  
 


This is an opportunity to describe where the project feels the evaluation findings have 
confirmed or challenged existing understanding and/or added nuance to what was already 
known. For instance, have findings shed new light on relationships between outputs, 
intermediate outcomes, and outcomes and the significance of barriers for certain groups of 
girls – and how these can be overcome? This should include critical analysis and reflection 
on the project theory of change and the assumptions that underpin it. 


 


• What is the project’s response to the conclusions and recommendations in the 
report?  
 


The management response should respond to the each of the external evaluator’s 
recommendations that are relevant to the grantee organisation. The response should make 
clear what changes and adaptations to implementation will be proposed as a result of the 
recommendations and which ones are not considered appropriate, providing a clear 
explanation why. 


 


• Does the external evaluator’s conclusion of the projects’ approach to addressing 
gender inequalities across activities correspond to the projects’ ambitions and 
objectives? 
 


• What is the project’s response to any GESI risks identified by the evaluator? 
 


• What changes to the logframe will be proposed to DFID and the fund manager?  
 


The management response should outline any changes that the project is proposing to do 
following any emergent findings from the baseline evaluation. This exercise is not limited to 
outcomes and intermediate outcomes but extends also to outputs. 


 


• What are the project’s reflections on the ambition of the project? 
 


Given the learning base levels and characteristics of beneficiaries presented, does the 
project propose to change its learning and/or transition pathways and targets originally 
articulated? 
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However, the project does believe that there are significant challenges in terms of added 
nuance to what is already known, given the lack of disaggregation by demographic sub-groups 
and scarcity of qualitative data. 
 
The lack of disaggregation by demographic sub-groups was mainly due to the high replacement 
rate of girls in the baseline sample and the challenges of enrolling and accurately70 obtaining the 
basic demographic data of these girls in time for the baseline data analysis. However, the 
project is particularly eager to understand these barriers to and experiences of learning for 
marginalised girls, recognising their heterogeneity and how factors such as being a young 
mother, Apostolic girl and dropout grade impact learning and intersect one another. The project 
reports this as a key learning emerging from working with out-of-school girls, whereby their 
existing life demands can conflict with the project’s evaluation and data collection efforts. With 
the remaining demographic data expected to be compiled by the end of 2019, SAGE will carry 
out the disaggregation and data analysis either internally or externally, depending on available 
funds and staff capacity.  
 
As noted in the Executive Summary, the evaluation recommends that future evaluations “place 
greater emphasis on qualitative data at future evaluation points, particularly as the baseline was 
limited in exploring ‘why’ and ‘how’ to better understand the reasons behind the quantitative 
results observed”. Qualitative data was somewhat limited in the main study as it was initially 
considered and confirmed by the Fund Manager that the gender analysis represented a 
sufficient amount of qualitative data for the baseline. 
  
In terms of findings across each outcome:  
 
Learning outcomes 
 
Findings on learning outcomes of girls with wide-ranging and varying learning levels have 
confirmed the results of screening assessments conducted by the project to determine eligibility 
of girls in the programme, especially for girls who dropped out of school post grade 5 but have 
been found to be performing below expected Grade 5 levels. This finding has already created 
implementation challenges regarding the delivery of learning sessions, confirming that 
Community Educators (CEs) require longer-term support on implementing differentiated 
learning. In response to this finding and challenge of working with composite classes, the 
project has started the process of building educators’ capacity around differentiated learning. 
Although the first module in the ALP (1a) did not bring to prominence the issues of differentiated 
learning (as the assumption was that girls would be operating at below grade 3 level); the 
project is pleased to report that differentiated learning has begun to be factored in in Module 1b 
and 1c following reflection sessions with CEs before the development of each module. 
Additionally, the framework for Module 2/Year 2 has a deliberate focus on differentiated learning 
including drawing lessons from formal school interventions such as Performance Lag Address 
programme (PLAP) and Early Reading Initiative (ERI). A recent co-design workshop with 
relevant MoPSE departments in materials development, the project captured “what success 


 
70 The project noted that a small number of girls aged 9 and 20 have therefore been included in the sample. While it is unclear 
whether they are enrolled or not, this highlights a challenge with certifying the age of beneficiaries, as fewer than 15% of the 
girls identified so far could present IDs upon enrolment or contact with SAGE staff. The project is working with communities to 
find the best ways to ensure only eligible girls are ever mobilised / enrolled by the project and avoid having to turn any 
marginalised girls away. 
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would look like” for different girls with different learning levels. This understanding will be 
factored in the subsequent CE trainings. 
 
However, the programme does believe that there are other factors that need to be considered 
alongside this in terms of the sample and the wider context. Higher proportions of 15-19 year 
old girls are represented in the treatment sample versus the general Cohort 1, for example in 
Cohort 1 they represent 24.98%, yet in the sample they represent 63%.  Based on our field 
observations, we can assume that older girls are more likely to have had secondary school 
experience, but further analysis of treatment and comparison cohort versus school experience 
and  point of dropout data is required to explore the possibility that school experience 
significantly impacts on learning results.  
 
This is reinforced by the finding that there was a weak but significant correlation between age 
and average aggregate literacy and numeracy scores (correlation between age and the overall 
EGRA score was 0.34 and the correlation between age and the overall EGMA score was 0.32) 
suggesting that although older girls perform better, there was high variability in performance 
despite age. Furthermore, girls who are 15-19 years old had higher literacy and numeracy 
aggregate scores than girls who are 10-14 years old. As explained earlier, further 
disaggregation by sub-groups would aid the project to understand more about the non-learners 
versus highly proficient girls and hence, how to tailor teaching and learning strategies for 
SAGE’s wider ranging student cohort.  
 
The programme also has some reservations in benchmarking girls against those in the formal 
system given that this assumes that girls in the formal system are effectively learning and 
performing at the requisite grade, in line with curriculum expectations. Given that only 7% of the 
Grade 5 girls are proficient in in listening and reading comprehension (page 59) this does raise 
questions as to whether they are fully demonstrating what is required by the Grade 5 curriculum, 
which could explain the limited differences in some sub-tasks to the treatment girls. Open 
University (who also work on the GECT IGATE programme in Zimbabwe) have flagged that they 
have observed low-attaining girls performing under grade-level expectations in that programme, 
so referring to other GEC programmes may also add to the project and Fund Manager’s 
understanding on this issue.  
 
It would also be interesting to understand more about the differences between achievement 
between literacy and numeracy, particularly as to why girls score lower in numeracy. For 
example, the finding on page 149, that “the perception of safety mattered among the treatment 
cohort, where girls who had low levels of perceived safety had lower EGMA aggregate scores, 
but comparable EGRA scores” indicates that factors outside of the classroom could have a 
bearing on numeracy acquisition. SAGE will look at carrying out additional analysis on the 
relationship between literacy and numeracy achievement once the complete dataset is 
available, such as regression or a multi-level model looking at the effect of proficiency bands in 
EGRA subtasks on EGMA scores. 
 
Transition 
 
The findings on preferred transition pathway have greatly challenged assumptions at design 
stage but do corroborate with programme feedback in the implementation phase. The 
programme had been reporting that high proportions of girls were stating a preference to 
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transition into vocational training skills and employment, as opposed to returning to formal 
school. Whilst this challenges the assumptions at design stage and existing logframe targets, 
whereby 70% beneficiaries were expected to wish to transition into formal school, it is possible 
that current developments within the Zimbabwean economic climate may be attributing to this 
shift of choice. For example, girls are more likely to choose immediate livelihood interventions 
rather than the longer-term benefits that education affords when faced with low and drastically 
reducing household incomes due to inflationary conditions. Additionally, since 2017, increasing 
number of formal teachers have either been going on strike or issued threats of going on strike, 
citing poor working conditions which may have impacted on the perceived value and stability of 
the formal education system. Based on the above, this change in preference will need to be 
reflected in logframe targets.  
 
In response to this shift, the programme has brought forward the component of Integrated Skills 
Outreach Programme (ISOP), a vocational skills training programme, into year 2 to meet girls’ 
expectations and to encourage girls’ longer-term attendance. Although many girls expressed an 
interest in receiving skills training, limited budget and spaces will lead to participation of girls to 
be guided by strict eligibility criteria. 
 
Sustainability 
 
The lowered sustainability scores (1 for community and 0 for learning space) could be 
anticipated given the infancy of the programme and that the SAGE approach is not commonly 
understood by many as it is a non-formal education component, which often is overshadowed 
by the formal education system both in terms of funding and receiving support. However, the 
programme thinks it is positive that participation by school heads and community leaders has 
been reported. The project shares the concerns of misalignment in programme goals and 
community expectations but would flag that given the small sample number, it would be 
advisable to replicate these surveys to a wider sample to consider whether these opinions are 
truly representative. The programme is also intending to roll out inter-generational dialogues in 
Year 2 to launch awareness raising on gendered issues may also provide an avenue to clarify 
these misconceptions about SAGE. However, these results will be useful for adjusting future 
community messaging. Currently, to increase awareness levels on the benefits of community-
based learning mechanisms, the programme is learning from current hub experiences of 
engaging communities. During CE trainings, CEs shared some of their emerging best practices 
such as conducting end-of-term hub closing ceremonies in which girls were given an opportunity 
to showcase what they are learning in hubs to the broader community. These innovative 
community engagement approaches are expected to yield positive results in terms of having 
communities appreciate SAGE activities and becoming motivated to support. The project will 
move towards encouraging other hubs to conduct such activities. 
 
The project had existing concerns that MoPSE will not have funding available to support and 
sustain SAGE after the end of the programme.  Furthermore, the project has identified existing 
policies which are less supportive of NFE programming for girls. For example, although MoPSE 
recognises non-formal education (NFE), it does not specify NFE learners as beneficiaries of 
some learning polices such as support on birth registration and some school heads seem to 
focus support on learners who are formally enrolled in schools, with those registered under NFE 
not receiving the same level of support. These observations may be attributable to policies 
which are unclear in terms of giving direction to school heads to include NFE learners. The 
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project recognises the need to enhance MoPSE engagement in key policy issues to address 
these identified gaps. The Fund Manager’s recent guidance on viewing sustainability as “Long 
lasting girls’ empowerment, for current and future generations” opens up further avenues to 
explore these findings with MoPSE, in the next review of the project’s Sustainability Plan in 
2020. 
 
In terms of response to intermediate outcomes, findings indicate that overall, girls in both 
cohorts who had high levels of self-efficacy, high levels of positive gender attitudes, and high 
levels of SRHR knowledge had higher literacy and numeracy scores than girls who had low 
levels of these intermediate outcomes, was an interesting finding and supports the project’s 
Theory of Change that increased self-efficacy and life skills can positively impact on learning 
outcomes. However, as mentioned earlier, further disaggregation of data is needed to 
understand the level of skills and knowledge across sub-groups and hence how to tailor 
approaches.  
 
The results for high scores in self-efficacy are particularly surprising, with the project curious as 
to whether the length of intervention exposure ahead of data collection could possibly have 
influenced this, based on the highly positive field-based feedback from girls at the end of Term 1 
on their experiences in the Champions of Girls Education (CoGE) component, which explored 
aspects such as confidence and assertiveness. For example, the hubs were officially opened in 
the first week of June, with lessons starting two weeks later, so there will have been roughly 
seven weeks between the start of lessons and data collection. The project is keen to explore 
these findings further through qualitative methods.   
 
The project noted boys in the community received quite low scores in terms of their gender 
attitudes and perceptions (9.26 mean score out of a maximum of 18) which confirms the need 
for the CoGE component to be continued alongside ALP sessions. However, results exploring 
positive community gender attitudes are relatively limited due to the nature of the report 
template and that only a limited number of head of households and caretakers could be 
interviewed due to budget issues. Furthermore, the project would suggest that although 
negative perceptions are listed and a misalignment in terms of the community’s expectations of 
the project, the misconceptions are of a positive nature in terms of how education can aid a 
girl’s transition to a more positive future e.g. expected outcomes of the programme as explained 
by community leaders included employment creation for young women, reduction in adolescent 
pregnancy, increased literacy and reduction in child marriage. This suggests that positive 
perceptions of the project are evident as a result of previous community messaging efforts. To 
better understand and monitor this aspect, the project will include community perceptions in the 
development of regular monitoring tools and midline evaluation tools.   
 
The below table maps where baseline evaluation findings support (or otherwise) in terms of the 
barriers identified in the project Theory of Change: 
 


Barrier Supported by 
main study 


Supported by 
Gender 
Analysis 


New 


Time poverty    







  


GEC LNGB Baseline Evaluation Report template 
| 


151 


 


Poor quality school infrastructure  (for GWDs)   


Distance    


Quality of instruction    


Low perceived value of education    


Stigma around young mothers and girls with 
disabilities 


   


Gender based violence and harmful practices    


Discriminatory religious, social and gender norms    


Limited opportunities for adolescents to learn 
about and discuss SRHR 


   


Economic barriers    


Safety and security at and on the way to/from the 
learning hubs 


   


 
As yet, there are no findings in support of the following barriers: Limited skills development 
opportunities; limited opportunities for community-level dialogue and discussion on gender 
issues; weak community-level protection mechanisms; non-gender responsive education 
policies; lack of coordination among civil society actors interested in supporting girls’ education. 
The project proposes to use monitoring and midline tools to gain more information on these 
barriers. 
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• What is the project’s response to the conclusions and recommendations in the report?  
 


Thematic focus Implication and Recommendation Response 


Monitoring, 
evaluation and 
learning of the 
project  
 


Considering the high scores at baseline on self-efficacy questions, 
the EE recommends adding in additional questions to the girls’ 
survey to provide more detail on girls’ experiences as they relate 
to self-efficacy. SAGE should consider adding practical scenario 
questions to gather more nuanced data on girls’ perceptions and 
experiences related to self-efficacy. 


 


Agreed for actioning at midline evaluation 
stage.  


Monitoring, 
evaluation and 
learning of the 
project  
 


The programme should develop additional equated learning 
assessment forms to be used at future evaluation timepoints. 
These equated forms also need to accommodate the ceiling effects 
described in this report for both the EGRA and EGMA assessments. 
 


Agreed for actioning ahead of midline 
evaluation stage. See also below response. 


Monitoring, 
evaluation and 
learning of the 
project  
 


Given the baseline data, SAGE should consider developing 
additional subtasks to capture growth in literacy and in 
mathematics between timepoints before the next evaluation 
point. For EGRA, familiar word reading and oral reading fluency 
subtasks, and on EGMA, all but missing number identification 
subtasks, appear to have ceiling effects. SAGE should consider 
these ceiling effects and develop more complex items for each of 
these subtasks for subsequent evaluation points. The addition of 
items will also have implications for piloting and comparability to 
baseline results. Given the criteria for selection of girls as well, 
higher difficulty subtasks and items are recommended 


Agreed for actioning ahead of midline 
evaluation stage. The project confirms that 
assessment tools should include more 
complex subtask corresponding to learning 
levels. At baseline some tasks included infant 
level tasks as expected learning levels were to 
vary from Grade 1 to Grade 5 but shifting to 
grade 3 to 5 syllabus level expectations may 
be necessary. As mentioned above, we believe 
this is due to the identification of a significant 
proportion of older girls (aged 15-19) who will 
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 have potentially undergone more schooling 
compared to younger girls. 


Monitoring, 
evaluation and 
learning of the 
project  
 


At baseline, data on whether respondents are young mothers, 
members of the apostolic community or engaged in labour was not 
collected in the girls’ survey. Given the large number of 
replacement girls, this data was also unavailable in the enrolment 
database. To triangulate this information and ensure the data can 
be disaggregated, STS recommends adding additional items to the 
girls’ survey to capture this information for future cohorts, 
particularly if replacement is likely.  
 


As discussed above, the programme will seek 
to collate the outstanding replacement girls’ 
data and explore whether internal or external 
analysis is possible, recognising the more 
immediate need for this data. The 
recommendation to include demographic data 
in future girls’ surveys is also agreed to 
prevent this issue from re-occurring.   


Monitoring, 
evaluation and 
learning of the 
project  
 


Ensure that monitoring data continues to capture changes in 
enrolment as the high rate of replacement suggests that girls who 
were enrolled were not in attendance while other girls who were 
not enrolled were present at the time of baseline, which occurred 
2 months after the start of CBLH activities. 
 


The project was still in the process of finalising 
its attendance tracking and enrolment 
processes and tools during the baseline data 
collection. Meanwhile, there has been 
progress on this, and it is expected that the 
relevant tools, systems and capacity building 
will be rolled out in early 2020. 


 


Monitoring, 
evaluation and 
learning of the 
project  
 


Baseline data suggests regional disparities around GBV and girls’ 
access to a safety net for GBV related issues. Additional items may 
be added at midline to explore these regional differences and to 
better understand how to support girls in these areas.  
 


Agreed for actioning at midline evaluation 
stage. 


Monitoring, 
evaluation and 
learning of the 
project  


Place greater emphasis on qualitative data at future evaluation 
points, particularly as the baseline was limited in exploring ‘why’ 
and ‘how’ to better understand the reasons behind the 
quantitative results observed. 


Agreed for actioning ahead of midline 
evaluation stage. See also related points in the 
headline paragraph above. 
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Programme 
Design 


Given the range of scores on the EGMA at baseline, SAGE should 
consider incorporating differentiated mathematics instruction to 
support all beneficiaries, including the high proportion of girls who 
are scoring proficient at baseline and may benefit from more 
complex mathematics instruction than grade 3 equivalent content.  
 


The project has started the process of building 
educator capacity on learning differentiation 
to enable them to support different learning 
needs of all girls. For example, the Module 2 
framework developed has elaborated plans to 
draw lessons from the PLAP and ERI (formal 
school interventions) to ensure that struggling 
learners are supported to catch up with high 
performing learners. ALP materials to be 
developed will also include “facilitator tips” to 
differentiate learning tasks to meet learners’ 
operating levels. 


 


Programme 
Design 


SAGE should consider reviewing the mathematics curriculum to 
ensure the modules provide opportunities for girls to continue to 
build on their mathematics skills and knowledge. Since many girls 
are already performing at a grade 3 level, which is the target for 
one year of CBLH instruction, the current modules may not have 
enough new and complex content to ensure the girls continue to 
build on their mathematics understanding and skills.  
 


Module 2 framework currently being 
developed is incorporating these points by 
ensuring that the curriculum covers up to 
Grade 5 level. Whereas as the current 
modules typically reflect one grade per unit 
e.g. 2a= Grade 3, the project will explore 
whether Module 2 grades should cover an 
array of activities covering Grades 3-5 in each 
module to accommodate all learning levels.  


 


Programme 
Design 


In mathematics, 7.63% of girls scored proficient on the missing 
number subtask. SAGE should investigate whether this is a 
misalignment in how girls were previously taught early 
multiplication skills, and whether the SAGE modules incorporate 


This will be considered within the framework 
for Module 2 / Year 2 curriculum. 
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skip counting and repeated addition to build these foundational 
multiplication skills.  
 


Programme 
Design 


In general, respondents appeared to struggle on the reading and 
listening comprehension subtasks as well as in decoding. SAGE 
should consider reviewing the curriculum to ensure classroom 
instruction provides enough opportunities for girls to build and 
practice these skills and whether girls’ higher proficiency in familiar 
word reading is a consequence of their prior instruction and if and 
how decoding skills may have been previously taught.  
 


This is being considered within the framework 
for Module 2 / Year 2 curriculum. 


Programme 
Design 


Given the programme aims to provide the equivalence of a Grade 
3 education at the end of Year 1, the programme may consider 
focusing recruitment and enrolment on girls with less than Grade 3 
schooling.  
 


The programme has developed a three-phase 
recruitment approach recognising that girls’ 
willingness to enrol and attend is variable 
given their level of marginalisation, age and 
previous school experience. The programme 
will continue to pursue enrolment strategies 
that aid the enrolment of girls with lower / no 
school experiences, for example through peer-
based activities. 


 


Programme 
Design 


There appears to be a mismatch between the programme’s 
transition pathways for beneficiaries and the intended transition 
pathways girls reported. At baseline, transition pathways are 
estimated based on girls’ stated intentions to transition following 
CBLH. 98.04 percent of beneficiaries believe they will finish CBLH 
with 2.76 percent indicating they hope to enrol in formal 
education, 47.62 percent hoping to enrol in vocational training, 
47.12 percent planning for employment/self-employment and 


The programme appreciates and agrees with 
this finding and will look to understand further 
these existing bias or perceptions. Factors 
such as age need further exploration, with 
results on page 72 suggesting that for in-
school girls, as they get older, they see staying 
in formal education as a more interesting 
transition route conversely, in the out of 
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2.51% plan to get married or did not know what they plan to do 
following CBLH. SAGE should ensure the program is providing 
adequate support for girls to understand all pathways available to 
them and provide support to identify an intended transition 
pathway. The programme should work to deconstruct existing 
biases or perceptions of access to formal education at the girl and 
community level, to ensure beneficiaries do not assume vocational 
training and jobs are their only option. 


 


school population it is the younger girls are 
more interested in school. 


Programme 
Design 


At baseline, girls identified as having a functional disability on the 
Washington Group Child Functioning Questions, had significantly 
lower literacy and mathematics scores on the learning 
assessments. More than one-quarter of the baseline sample was 
girls with one or more functional difficulties. To meet the learning 
needs of this population, SAGE should provide training to CBLH 
facilitators on differentiated instruction and inclusive education 
strategies to meet the needs of all learners.  
 


Training on disability inclusive approaches has 
been a part of existing CE induction and 
refresher training. However, the original 
project design to provide longer-term, 
community-based specialised support has 
been challenged, as the intended support of 
Special Needs Education teachers from the 
MoPSE is not possible as these specialised 
teachers are not readily available. The project 
has started a process of engaging teacher 
training colleges for possible partnership and 
training of CEs to fill this gap. 


 


Sustainability  
 


At future evaluation timepoints, SAGE should consider increasing 
the number of community leaders to participate in KIIs. By 
incorporating additional perspectives, SAGE can gain a better 
understanding of the enabling environment for sustainability at 
the community level.  


 


Agreed for actioning at midline evaluation 
stage. 
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Sustainability  
 


Based on findings in the KIIs with MoPSE officials, SAGE should 
evaluate their strategy for strengthening government support and 
capacity to lead SAGE-like programmes in the future.  


 


This will be reviewed as part of the project’s 
Sustainability Plan review in 2020. As above, 
the project recognises the need to enhance 
MoPSE engagement in key policy issues to 
address identified gaps. 


 


 


In addition, the project suggests other factors that need to be considered for future evaluations: 


• Given a small number of comparison girls who reported as being enrolled in the programme and receiving the intervention 
(5.2%), we would recommend for these girls to be included in the treatment group, in order to avoid their results skewing 
comparison scores. The project assumes for this time, that comparison scores are unaffected given the relatively limited 
intervention exposure time.  
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• Does the external evaluator’s conclusion of the projects’ approach to addressing 


gender inequalities across activities correspond to the projects’ ambitions and objectives? 
 
The project considers itself gender-accommodating in its programming, as evidenced by the 
gender analysis study having informed the development of a project gender strategy and a 
review of the GESI tool. The project’s key focus following the baseline results will be on 
ensuring that community members and learners themselves are more gender-aware, while a 
key action going forward will be to support CoGE facilitators to ensure they engage in delivering 
CoGE sessions in a transformative manner.  
 


• What is the project’s response to any GESI risks identified by the evaluator? 
 
The evaluator has highlighted three elements of risks to which the project has responded to. 
The risks are all previously known to the programme, with further evaluations and data 
collection and analysis to understand what mitigating measures would be most effective. 
 


Risk flagged Project Response 


Given the high level of sensitivity of SAGE 
Zimbabwe beneficiary girls, the project should be 
aware of any heightened stigma or security 
threats that arise for the girls who are attending 
CBLHs. 


The project is aware of this. Beyond ensuring a 
clear understanding of safeguarding and 
reporting mechanisms, the programme looks to 
minimise negative community perceptions 
through the establishment of community-led Hub 
Development Committees and the participation 
of boys and husbands through the Champions of 
Girls Education component.  


 


Girls and their caregivers noted safety and 
security at and on the way to school as barriers, 
so the project should closely monitor any threats 
faced by participants as a result of their 
attendance. 


The project agrees that this is an ongoing issue 
and looks to mitigate this through a range of 
actions – for instance, girls are encouraged to 
group up or buddy with one another so they can 
travel to hubs together; the project is trialling 
satellite hubs to minimise the distance travelled; 
and the Champions of Girls Education Module 10 
will work with girls to explore issues around 
movement and safety.  


 


Given mentions of physical and sexual violence 
against girls, the project should also ensure 
proper safeguarding training, particularly of staff, 
to be aware of signs and reporting mechanisms. 


Safeguarding training is already part of the 
programme design for all staff and hub-level 
volunteers.  
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• What changes to the logframe will be proposed to DFID and the fund manager?  
 
No major changes are expected, but adjustment to indicator targets are noted for those with 
existing ceiling effects, while adjustments to other indicator targets will also be considered. 
Logframe changes are listed below and will be explored further with the Fund Manager and 
wider consortium members:  
 


Outcome: 


Transition targets: reduce expectation of number of girls to pursue formal schooling route (based on 
current findings, the project may look to proceed with 5% for formal school, then 45% for skills and 
45% for employment) 


Revisions to be considered for IO.2 and IO.4.3 targets 


Targets to be set for IO.3, IO.4.2 and IO.5 


Outputs 


Revisions to be considered for all output targets 


 
• What are the project’s reflections on the ambition of the project? 
 
The project believes that the evaluation report findings indicate that no major changes are 
required in terms of shifts within the learning and transition-focused outcomes. However, the 
programme will make specific adjustments within the overall project ambition focusing on the 
following areas: 
 
• The curriculum of the accelerated learning programme will be adjusted to ensure that it is 


relevant to the current learning levels, that it is addressing a wide range of learning levels as 
well as particular gaps, for example in reading and listening comprehension skills.   


• Transition pathway targets will be revised with regards to those expected to transition into 
formal school versus skills training and (self-) employment.  
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Annex 19. Additional sub-group analysis 
 
As noted in the Management Response (Annex 18) due to challenges with accurately (1) obtaining the 
required demographic data of replacement girls in the baseline sample, an additional sub-group analysis 
was undertaken in February-March 2020 to accompany baseline findings. Data from treatment areas was 
re-analysed by the external evaluator (EE) with the below narrative developed by the project. This 
document accompanies the dataset and explains key findings, as well as the project response to 
challenges or aspects hindering full data-analysis. 
 
This annex details the following: 
 
1) Confirmation of data available for analysis 
2) Definition of key sub-groups 
3) Sample breakdown by main demographics 
4) Learning outcome data by sub-group 
5) Analysis of dropout by age  
6) Intermediate outcome (IO) scores by sub-group 


7) Barriers reported by girls by sub-group 
8) Specific findings by sub-group 
9) Transition outcomes by sub-group 
10) Further analysis requested by the project 
11) Further programme actions based on sub-
group analysis 


 
The sub-group analysis dataset is the following: 


Tables_by_subgrou


ps_May_072020.xlsx
 


 
(1) The project noted that a small number of girls aged 9 and 20 have been included in the sample. While it is unclear 
whether they are enrolled or not, this highlights a challenge with certifying the age of beneficiaries, as fewer than 15% of 
the girls identified so far could present IDs upon enrolment or contact with SAGE staff. The project is working with 
communities to find the best ways to ensure only eligible girls are ever mobilised / enrolled by the project and avoid having 
to turn any marginalised girls away. 


 
 


1) Confirmation of data available for analysis 
 
The project was only able to obtain demographic data from 66.8% of the girls sampled from the treatment 
areas and 35.1% of girls sampled from the comparison areas, as per the below table: 
 
Table I. Percentage of total sample vulnerability data available 


Total sample:  
720 girls 


Treatment sample:  
458 girls 


Comparison sample:  
262 girls 


Original treatment 
sample:  
83 girls 


Replacement treatment 
sample:  
375 girls 


Original comparison 
sample:  
82 girls 


Replacement comparison 
sample:  
180 girls 


Of which % 
demographic data 


available:  
89% (74 girls) 


Of which % demographic 
data obtained:  


62%% (232 girls) 


Of which % demographic 
data available:  
100% (82 girls) 


Of which % demographic 
data obtained:  
5% (10 girls) 


Treatment sample % demographic data available: 
66.8% (306 girls) 


Comparison sample % demographic data available: 
35.1% (92 girls) 


Total sample % demographic data available: 
55.2% 


 
It is important to clarify that all treatment area replacement girls were actual beneficiaries of the 
programme. However, the rolling enrolment approach meant that some of them joined the hubs after the 
sampling had been done, and there was not enough time to collect their identification information before the 
follow-up was carried out. During that time, some of them had already left the hub (either migrating from 
their areas or due to marriage). The missing information for those still in the hub but who were unavailable 
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during the follow-up was not collected in time as per the established learner registration process, a 
challenge that the programme is aware of and currently working to resolve.  
 
In light of this, as well as the likelihood of significant changes to the comparison cohorts envisaged by the 
project redesign (ongoing at the time of writing) we have decided to focus the sub-group analysis on the 
treatment group, where we have 66.8% of the demographic data – as adding in the comparison group 
would lower that percentage to 55.2%.  
 
The above challenges present an issue with the generalisability of the results since demographic data are 
available to varying degrees among sub-groups of girls. The impact of this is reflected across the sub-group 
analysis results, which makes it difficult for the programme to make broad generalisations. Throughout the 
analysis, caveats are provided to flag where the percentage of complete data is particularly low or 
disproportionate. For instance, the data available from Mutasa and Mutoko was more complete than that 
available from Epworth and Bulilima districts. This means some of the conclusions are biased towards 
districts where the data was more complete. 
 


Figure I 


 
 
 


2) Definition of key sub-groups 
 
As per the SAGE programme MEL Framework and at proposal phase, the programme proposed to work 
with girls from the following sub-groups: 
  
• Adolescent mothers 
• Adolescent married girls 
• Girls from single-parent households  
• Girls with disabilities 
• Girls living with extended family  
• Girls at risk of early marriage 
• Girls engaged in labour (2) 


• Girls who have been internally displaced  
• Girls from Apostolic communities  
• Girls from ethnic minorities (defined as Kalanga, 


Ndebele and San) 
• Girls from migrant communities 
• Girls whose parents cannot afford fees 


 
(2) Please note the programme has adapted this category name from its previous term of ‘worst forms of child labour, 
including transactional sex’ given the difficulty to ascertain this at identification stage and the sensitivity of disclosure. 


 
 


3) Sample breakdown by main demographics 
 
When reviewing the dataset, the tables should be read with the following in mind:  
 


• 0 – Meets criterion / 1 – Does not meet criterion / 999 – Missing relevant data. Where 1 is missing it 
means no girls met the criterion.  


• N% is the percentage meeting the relevant criterion. 


• Where A, B or C is found alongside a value in the dataset, this denotes a significant statistical 
difference between that sub-group and rest in that category. Results are based on two-sided tests 
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assuming equal variances. For each significant pair, the key of the smaller category appears in the 
category with the larger mean. The significance level for upper case letters (A, B, C) is .05. Categories 
were not used in comparisons if the sum of case weights is less than ten. Tests are adjusted for all 
pairwise comparisons within a row of each innermost sub-table using the Bonferroni correction. 


 
There were no girls in the sample who met the ‘At risk of early marriage’ and ‘Refugee / migrant / IDP’ 
criteria (3) therefore these subgroups are not analysed further. 
 


(3) This information came from our identification survey – if a girl had a married sibling of a similar age she was 
considered ‘at risk’ and if a girl said she had moved from a different part of the country for reasons of natural disaster or 
conflict. In addition, two more vulnerability criteria appear in the data tables which were not included in the above sub-
groups (which correspond to the proposal stage) namely ‘Chronic illness’ and ‘Distance to school over govt. limit’ both of 
which come from direct questions in the identification survey. Our sampling however was not purposive to this extent and 
thus no girls from these categories were found in the baseline sample. 


 
For the treatment girls whose demographic data we have, the proportion of each sub-group vs the rest of 
the sample with available demographic data is as follows: 
 


Figure II. Sub-groups by vulnerability criteria 


 
 


4) Learning outcome data by sub-group 
 


Within each sub-group, reading and math scores for girls who met the criteria were compared to those who 
did not meet the criteria. Table II summarizes the results of the pairwise significance tests comparing the 
mean scores of the two groups, by sub-group. Note that the analyses did not include additional control 
variables and the results presented below exclude girls who were missing the data (i.e., comparison is only 
between girls who were ‘0’ on the criteria and those who were ‘1’ on the criteria). 
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Figure III 


 
 
Table II. Significance of differences by sub-group on mean math and reading aggregate scores 


Sub-group Reading scores of 


girls who meet the 


criteria vs girls 


who do not meet 


criteria 


Math scores of 


girls who meet the 


criteria vs girls 


who do not meet 


criteria 


Additional details on sample with 


available data 


Young mother 
/ expectant 


Significantly higher Significantly higher Does not control for age of girls, which is 
highly correlated with this criterion. Highest 
number of young mothers / expectant were 
in Mutare rural (33) and Mutasa (33) with 
fewest in Bulilima (2) and Epworth (1). 


Married Significantly higher Significantly higher Does not control for age of girls, which is 
highly correlated with this criterion. Highest 
number of girls who reported being married 
were in Mutasa (31) and Mutare rural (22) 
with none in Bulilima, Epworth and Imbizo. 


Parents 
cannot afford 
fees 


No difference Significantly lower Majority of girls whose parents cannot 
afford fees were in Mutare rural (80) and 
Mutasa (69) and the fewest were in Imbizo 
and Bulilima (14 each). 


Single parent 
/ carer HH 


No difference No difference Highest number of single parent/carer 
households were in Bulilima (15) and 
fewest in Mutoko (2). 


Child living 
with extended 
family 


No difference Significantly higher Highest number of children living with 
extended family were in Mutasa (57) and 
fewest were in Bulilima and Chimanimani (4 
each). 


Engaged in 
labour 


Significantly higher Significantly higher Correlated with age. Majority of girls 
engaged in labour were in Mutasa (88) and 
Mutare rural (72) and the fewest were in 
Epworth (11) and Imbizo (3).  


Apostolic No difference No difference Highest proportion of Apostolic girls were in 
Mutare rural (63) and Mutasa (50) and 
fewest were in Bulilima (2). 


Ethnic 
minorities 


No difference No difference Overall 14 girls identified as ethnic 
minorities. 6 were in Bulilima, 7 in Imbizo 
and 1 in Mutasa. 


Girls with 
disabilities 


Significantly lower Significantly lower The greatest proportion of girls with 
disabilities were in Mutare rural (37) and 
Mutasa (29) and fewest were in Mutoko (7). 
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To aid comparison with the wider sample, the below diagram showing EGRA and EGMA aggregate mean 
scores for girls in C1A, C2 and benchmarked girls in Grades 3, 5 and 7 has been extracted from the main 
baseline report: 


Figure IV 


 
Aggregate reading scores 
 
On the aggregate reading score, young mothers / expectant, married girls, girls engaged in labour and girls 
without disabilities have significantly higher scores than girls who are not mothers, those who are not 
married, those not engaged in labour and those with disabilities respectively.  
 
Aggregate math scores 
 
On the aggregate math score, young mothers / expectant, girls who are married, girls whose parents can 
afford fees, girls living with extended family, girls engaged in labour and girls without a disability have 
significantly higher aggregate math scores than girls who are not mothers, those who are not married, 
those not engaged in labour, those whose parents cannot afford fees, girls not living with extended family 
and those with a disability respectively. Differences were observed whether those missing vulnerability data 
were included or not. 
 


• As the above overview indicates, the vast majority of reading aggregated scores and all math 
aggregated scores for all sub-groups rank as ‘established learners’ (41-80%). 


• Only girls with disabilities would rank as ‘emergent learners’ (1-40%) for reading scores and none would 
rank as ‘non-learner’ (0%) or ‘proficient learners’ (80-100%).  


• The highest three aggregate scores were all attained in math by married girls (74.86%); young mothers 
/ expectant (73.93%) and girls living with extended family (69.44%). All are above the treatment group 
EGMA average aggregate score of 66.25%.  


• The lowest three scores were all attained in reading by girls with disabilities (29.75%); Apostolic girls 
(41.16%); and girls whose parents cannot afford school fees (41.79%). All are below the EGRA average 
aggregate score of 44.55%. 


Figure V 


 


 
 


Figure VI 


 
 
Sub-task scores 
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• All sub-groups performed best at the familiar word reading and number recognition tasks. 


• Young mothers / expectant, married girls and girls who are engaged in labour have significantly higher 
scores than those who are not in all but one sub-task. 


• The learning comprehension score of girls with disabilities was the lowest score obtained for any 
reading sub-task (15%). The familiar word reading score of girls from ethnic minorities was the highest 
score obtained for any reading sub-task (76%). 


• The word problems score of girls with disabilities was the lowest score obtained for any math sub-task 
(31%). The number recognition score of young mothers / expectant was the highest score obtained for 
any math sub-task (91%). 


Figure VII 


 
Figure VIII 


 
 
School experience 
 


• Girls were asked if they had ever been to school, then for those who responded yes, they were asked 
the number of years of since they’ve dropped out of school (see Figure VIII above) and the total number 
of years of schooling they completed (not shown). By age group, about one-in-ten girls (11.3%) ages 
10-14 had never been to school and one-quarter (26.9%) of girls ages 15-19 had never been to school. 
These data must be interpreted with caution since schooling experience information was missing from 
two-thirds of girls ages 10-14 and one-half of girls ages 15-19. 


• Comparing girls by their response on the first question, there is no significant difference on the reading 
or the math aggregate score between girls who have never been to school (n=121, mean reading score 
=  46.98%, mean math score = 66.55%) and those who have (n=103, mean reading score=44.50%, 
mean math score = 68.14%). Of note, girls who were missing information on prior schooling also had 
comparable scores to those with data (n=234, mean reading score=43.40%, mean math score = 
43.40%).. This is an interesting finding which we will be investigating further at the midline stage. 


• Among those who said they had been to school, more years of schooling completed was associated 
with higher reading and math scores. Girls who had completed 5-8 years of schooling had significantly 
higher reading and math aggregate scores than girls who had 0-2 years of schooling, but there were no 
significant differences between girls with 3-4 years schooling and those with 5-8 years schooling.  


• Girls with 9 or more years of schooling significantly outperformed all other girls.  


• Among those who said they had been to school, the trend suggests that the more years that have 
passed since a girl dropped out the lower the girls’ math and reading scores (Figure VIII). However, 
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statistically significant differences between groups were only observed with those who most recently 
dropped out and those who dropped out 8 or more years ago, with girls who had dropped out in the last 
2 years had significantly higher reading scores than girls who dropped out 8 years or more ago.  


• There were no significant differences in reading aggregate scores between girls who had dropped out 
between 2-4 years ago, 4-6 years ago or 6-8 years ago. 


 
 


5) Analysis of dropout by age  
 


• For the purposes of this analysis, the number of years of schooling and number of years since dropout 
were grouped into 2-year intervals.  


• Full data on the dropout stage was available for only 30% of the treatment sample.  


• The average number of years since dropout is 2.74 years. 


• The sampled girls were most likely to have between 5-8 years of schooling – half of girls aged 15-19 
and two-thirds of girls aged 10-14.  


• Most sampled girls also seem to have dropped out in the past 2 years – three quarters of girls 10-14 
and half of those aged 15-19 are in this category – consistent with beneficiary identification findings. 
One quarter of girls aged 15-19 dropped out between 4-6 years ago.  


• Bulilima and Epworth districts have the highest percentages of girls who have dropped out up to 2 years 
prior to the baseline, while Epworth and Mutoko have the highest number of girls who have dropped out 
over 8 years before that (with the caveat that the actual sample numbers involved are quite small).  


• The highest actual numbers of girls who dropped out were in Mutasa and Mutare Rural districts. 
 


Figure VIII 


 
 
 


6) Barriers reported by girls by sub-group 
 


• On average, significantly more girls who said their parents cannot afford fees (59%) girls engaged in 
labour (50%) and girls with disabilities (42%) have reported facing barriers to education.  


• At the opposite ends of the spectrum, on average, significantly fewer girls from ethnic minorities (5%) 
married girls (10%) girls from single parent households (10%) and young mothers / expectant (15%) 
have reported facing barriers to education. 


• Having at least one functional difficulty is the most common barrier to education (35% of girls have said 
they faced this).  


• The least common barrier to education is the lack of voice and ability to speak up (reported by 22% of 
girls) though with great variation among the sub-groups – for instance, 67% of girls whose parents 
cannot afford fees and the same percentage of Apostolic girls said they face it. 


• 62% of girls engaged in labour reported low self-esteem and 54% of them said menstruation is a barrier 
to education. 







8 


 


• Accessibility is a barrier reported by 28% of girls on average – highest for girls whose parents cannot 
afford fees (55%) and girls engaged in labour (53%). 


 
Figure IX 


 
 
 
 
 


Figure X 


 
 
 


7) Intermediate outcome (IO) scores by sub-group 
 
IO2. Adolescent girls have increased self-efficacy and life skills 
 


• Girls who were mothers / expectant, married girls and girls engaged in labour have significantly higher 
gender norm scores and SRHR knowledge than girls who were not mothers / expectant, unmarried and 
not engaged in labour respectively.  


• Girls whose parents cannot afford fees scored significantly lower on SRHR knowledge than girls who 
did not indicate this. Girls living with their extended family on the other hand scored significantly higher 
than those who lived with their parents.  


• Girls with disabilities scored significantly lower on self-efficacy, SRHR and gender norms than girls 
without disabilities.  


 
IO4. Communities demonstrate more positive gender attitudes and actively support and protect girls 


 


• Married girls and girls living with extended family scored significantly lower on the Complete Education 
Support Index than unmarried girls and those who lived with their parents. 


• There were no significant differences between the sub-groups and the rest of the treatment sample in 
terms of the Perceived Safety Index. 


 
 


8) Specific findings by sub-group 
 
To understand girls learning journeys by sub-groups further, the specific findings by sub-groups are as 
follows: 


 
Table III. Specific findings by sub-group 


 Learning outcomes IO scores Barriers 


Young 
mothers 


• Significantly higher 
aggregate math scores 
(74%) and basic addition 


• Significantly higher 
gender norm scores and 
SRHR knowledge than 


• Only 15% reported 
facing barriers to 
education 
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(87%) scores than girls 
who have no children 
(61% and 72% 
respectively) 


• The number recognition 
score of young mothers / 
expectant was the 
highest score obtained 
for any math sub-task 
(91%) 


girls who have no 
children 


• Average aggregate math score for full sample: 67% / Sub-group difference: +7% 


• Average basic addition score for full sample: 77% / Sub-group difference: +10% 


• Average number recognition score for full sample: 84% / Sub-group difference: +7% 


 Learning outcomes IO scores Barriers 


Married girls • Significantly higher 
aggregate math scores 
(75%) and missing 
numbers scores (61%) 
than unmarried girls 
(62% and 47% 
respectively) 


• Significantly higher 
aggregate reading 
scores (53%) than 
unmarried girls (41%) 


• Higher gender norm 
scores and SRHR 
knowledge than 
unmarried girls 


• Only 10% reported 
facing barriers to 
education 


• Average aggregate math score for full sample: 67% / Sub-group difference: +8% 


• Average missing numbers score for full sample: 51% / Sub-group difference: +10% 


• Average aggregate reading score for full sample: 43% / Sub-group difference: +10% 


Girls from 
single 
parent / 
carer 
households 


N/A N/A • Significantly fewer girls 
(10%) have reported 
facing barriers to 
education compared to 
other sub-groups 


Girls with 
disabilities 


• Significantly lower 
aggregate reading 
scores (30%) and math 
scores (53%) than girls 
without disabilities (51% 
and 73% respectively) 


• The only sub-group to 
rank as ‘emergent 
learners’ (1-40%) for 
aggregate reading 
scores  


• The listening 
comprehension score of 
girls with disabilities was 
the lowest score 
obtained for any reading 
sub-task (15%)  


• The word problems 
score of girls with 
disabilities was the 
lowest score obtained 
for any math sub-task 
(31%) 


• Scored significantly 
lower on self-efficacy, 
SRHR and gender 
norms than girls without 
disabilities 


• Significantly more girls 
with disabilities (42%) 
have reported facing 
barriers to education 
compared to other sub-
groups 


• Average aggregate reading score for full sample: 43% / Sub-group difference: -13% 
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• Average aggregate math score for full sample: 67% / Sub-group difference: -14% 


• Average listening comprehension score for full sample: 29% / Sub-group difference:    
-14% 


• Average word problems score for full sample: 48% / Sub-group difference: -17% 


 Learning outcomes IO scores Barriers 


Girls living 
with 
extended 
family 


• Obtained the third 
highest math aggregate 
score (69%) 


• Scored significantly 
higher on SRHR 
knowledge and gender 
norms than those who 
lived with their parents  


• Scored significantly 
lower on the Complete 
Education Support Index 
than those who lived 
with their parents 


N/A 


• Average aggregate math score for full sample: 67% / Sub-group difference: +2% 


Girls 
engaged in 
labour 


• Obtained significantly 
higher aggregate math 
scores (68%) than girls 
who are not engaged in 
labour (54%) 


• Scored significantly 
higher than those who 
are not engaged in 
labour in all but one 
EGMA sub-task 
(advanced subtraction – 
60% vs 47%) 


N/A • 62% reported low self-
esteem  


• 54% and 53% of them 
said menstruation and 
accessibility respectively 
constitute barriers to 
education 


• Average aggregate math score for full sample: 67% / Sub-group difference: +1% 


• Average advanced subtraction score for full sample: 60% / Sub-group difference: 0% 


Apostolic 
girls 


• Obtained the second 
lowest aggregate score 
for reading (41%) but 
overall had comparable 
scores to girls from non-
Apostolic on reading, 
math and life-skills 


N/A  • 40% reported facing 
barriers to education  


• 66% said they lack a 
voice and the ability to 
speak up 


• Average aggregate reading score for full sample: 43% / Sub-group difference: -2% 


Girls from 
ethnic 
minorities 


• The familiar word 
reading score of girls 
from ethnic minorities 
was the highest score 
obtained for any reading 
sub-task (76%) 


• There were no statistical 
differences between the 
reading, math and life-
skills scores of girls from 
ethnic minorities than 
those who are not from 
ethnic minorities. These 
results may be skewed 
due to the small n size 
of these results (only 14 
girls were identified in 
this sub-group) and 
findings should be 
interpreted with caution 


• Significantly fewer girls 
from ethnic minorities 
(5%) have reported 
facing barriers to 
education compared to 
other sub-groups (again 
with the caveat that the 
actual sample numbers 
involved are quite small) 


• Average familiar word score for full sample: 67% / Sub-group difference: +9% 


Girls whose 
parents 
cannot 
afford fees 


• Obtained the third 
lowest aggregate score 
for reading (42%) but 
overall had comparable 


• Scored significantly 
lower on SRHR 
knowledge than girls 
who did not indicate this 


• 60% reported facing 
barriers to their 
education  
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reading and life-skills 
scores to girls who did 
not indicate this. 


• 66% said they lack a 
voice and the ability to 
speak up  


• Accessibility is a barrier 
reported by 55% of girls 
in this category 


• Average aggregate reading score for full sample: 43% / Sub-group difference: -1% 


 
Table IV. Learning, life-skills and IO outcomes by sub-group 


 


No. girls Aggregate 
EGRA 


Aggregate 
EGMA 


Life-skills 
mean index 


score 


IO.2.1 (SE1) 
and IO.2.2 


(GN, SRHR) 
mean index 


scores 


IO.4.2 (CS) 
and IO.4.3 


(CES) mean 
index 


scores 


All girls C2 – 
Comparison 
cohort 


264 41.82 67.65 27.46 SE: 2.63 
GN:0.99 
SRHR: 
13.81 


CS:  1.69 
CES: 4.72  


All girls C1A 
– Treatment 
cohort 


459 44.55 66.25 29.22 SE: 2.67 
GN:1.05 
SRHR: 
14.91 


CS: 3.56 
CES: 7.81 


Young 
mothers 


88 50.95** 73.93** 33.95** SE: 2.66 
GN:1.12** 
SRHR: 
19.14** 


CS: 3.71 
CES: 7.53 


Married girls 71 52.86** 74.86** 34.43** SE: 2.71 
GN:1.13** 
SRHR: 
19.40** 


CS: 3.75 
CES: 7.34 


Girls from 
single parent 
/ carer 
household 


55 41.85 61.40 27.96 SE: 2.68 
GN:1.06 
SRHR: 
15.44 


CS: 3.53 
CES: 7.90 


Girls with 
disabilities 


12 29.75 52.77 23.63 SE: 2.57 
GN:0.98 
SRHR: 
10.38 


CS: 3.00 
CES: 6.83 


Girls living 
with 
extended 
families 


130 47.15 69.44** 30.86** SE: 2.67 
GN:1.08 
SRHR: 
16.37** 


CS: 3.58 
CES: 7.48 


Girls 
engaged in 
labour 


244 45.55** 67.84** 30.10** SE: 2.69 
GN:1.08 
SRHR: 
15.58 


CS: 3.65 
CES: 7.60 


Apostolic 
girls 


160 41.16 62.65 29.10 SE: 2.67 
GN:1.03 
SRHR: 
14.98 


CS: 3.63 
CES: 7.63 


Girls from 
ethnic 
minorities 


14 48.61 66.50 28.96 SE: 2.38 
GN:0.99 
SRHR: 
16.00 


CS: 3.50 
CES: 8.21 


 
1 Acronyms used in this table: SE – Self-efficacy; GN – Gender norms; SRHR – Sexual and reproductive health rights; CS – 
Community safety; CES – Complete education support 
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Girls whose 
parents 
cannot 
afford fees 


244 41.79 62.97** 28.87 SE: 2.66 
GN:1.05 
SRHR: 
14.65 


CS: 3.63 
CES: 7.66 


 
 


9) Transition outcome by sub-group 
 
Transition outcomes by sub-group are presented in the updated Supplementary Table 12 below. This 
shows the percentage of girls from different sub-groups indicating their intentions after completing SAGE.  
 
Supplementary Table 1: Percentage of girls’ hopes after completing CBLH, C1A 
Group (transition) No. 


girls 
Formal 


education 
Vocational 


training 
Employment or 


self-
employment 


Get married / 
Other / Don’t 


know / 
Refused2 


All girls 399 2.76% 47.62% 47.12% 2.51% 


District 
Bulilima 48 8.51% 44.68% 44.68% 2.13% 
Chimanimani 64 0.00% 71.11% 28.89% 0.00% 


Epworth 51 0.00% 13.95% 86.05% 0.00% 
Imbizo 24 0.00% 33.33% 52.38% 14.29% 


Mutare Rural 130 4.39% 50.88% 40.35% 4.4% 
Mutasa 112 1.98% 51.49% 45.54% 0.99% 


Mutoko 30 0.00% 50.00% 50.00% 0.00% 
Area 


Urban 3 0.00% 100% 0.00% 0.00% 
Peri-urban 69 0.00% 27.54% 68.12% 4.35% 


Rural 327 3.36% 51.38% 43.12% 2.14% 
Language of instruction of assessment 


Shona 331 2.11% 48.94% 47.13% 1.81% 
Ndebele 68 5.88% 41.18% 47.06% 5.88% 


Age group 
Age 10–14 101 6.93% 33.66% 55.45% 3.97% 


Age 15–19 272 1.10% 54.04% 43.38% 1.47% 
Schooling history 


Never been to 
school 


101 5.9% 55.1% 35.64% 9.90% 


Dropped out less 
than 2 years ago 


66 0.00% 54.55% 45.45% 0.00% 


Dropped out 2.1-4 
years ago 


21 0.00% 47.62% 52.38% 0.00% 


Dropped out 4.1-6 
years ago 


29 3.40% 44.83% 44.83% 3.40% 


Dropped out 6.1-8 
years ago 


4 0.00% 50.00% 50.00% 0.00% 


Dropped out more 
than 8 years ago 


4 0.00% 50.00% 50.00% 0.00% 


Sub-groups 


Young mothers 76 1.32% 53.95% 44.74% 0.00% 
Married girls 58 1.72% 53.45% 44.83% 0.00% 


Girls whose 
parents cannot 
afford fees 


161 1.86% 50.31% 45.34% 2.48% 


 
2 The proportion of girls in the treatment cohort by sub-category are: 0.3% said ‘Get married and care for my family’, 0.5% said 
‘Other’, and 1.8% said ‘Don’t know’. 
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Group (transition) No. 
girls 


Formal 
education 


Vocational 
training 


Employment or 
self-


employment 


Get married / 
Other / Don’t 


know / 
Refused2 


Girls from single 
parent / carer 
household 


16 0.00% 62.50% 37.50% 0.00% 


Girls living with 
extended families 


115 0.87% 52.17% 46.09% 0.87% 


Girls engaged in 
labour 


174 1.72% 51.15% 46.40% 1.72% 


Apostolic girls 114 1.80% 53.51% 42.11% 2.63% 
Girls from ethnic 
minorities 


13 7.7% 46.15% 46.15% 0.00% 


Barriers 


Girls with at least 1 
functional disability 


117 2.56% 37.61% 56.41% 3.41% 


Accessibility—long 
distances to school 


273 2.20% 50.55% 44.69% 2.56% 


Lack safety net for 
GBV 


147 2.04% 49.66% 45.58% 2.72% 


Lack of right to an 
education 


22 9.09% 45.45% 40.91% 4.55% 


Lack of enabling 
environment for 
quality education 


43 4.65% 37.21% 51.16% 6.98% 


Logistic barriers 
during menses 


196 4.08% 47.96% 43.37% 4.59% 


Lack of voice and 
ability to speak up 


79 1.27% 45.57% 48.10% 5.06% 


 
 


10) Further analysis requested by the project 
 
The programme will be looking to complete the following by the time of the sign-off:  
 


• Separating the girls who have never been to school as a sub-group for further analysis. 
 
 


11) Further programme actions based on sub-group analysis 
 


Areas of focus in the short and medium term will include:  
 


• Wider consortium and staff consultation on baseline findings and how they will feed into our adaptive 
management approach. 


• Recovering as much of the missing baseline sample data as possible and running further internal 
analysis to learn more about each sub-group – e.g. trends related to accessibility barriers – 
complemented by regular monitoring data.   


• Supporting girls with disabilities, who obtained the lowest aggregate scores in both reading (24.92%); 
and math (52.77%). 


• Supporting girls whose parents cannot afford fees and Apostolic girls, as two thirds of girls in those sub-
groups said they lack a voice and the ability to speak up. 
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Summary of SAGE district-level LPA action plans



This document summarises the outcomes of a series of district-level workshops held as part of the SAGE programme at which Hub and district staff reviewed and reflected on the Learning Progress Assessment data for their districts, with the aim of identifying gaps in girls’ learning and developing action plans to respond to these needs. The workshops provided an opportunity to analyse and respond to learner assessment datasets at a hub and district level, providing an opportunity for districts and their related hub teams to analyse their individual learners’ progress and supporting them to adapt their approach and identify professional development needs for hub-based CEs. Each hub team within the district workshops was tasked with developing an action plan in response to their hub/district data analysis. Workshops were led by the Plan International Zimbabwe team with the support of Open University academic partners.

		District

		Summary of action plans



		Bulilima

		For Bulilima, the key areas of focus were subtraction and addition of fractions for numeracy, and word reading in literacy. In response the district team have/will: 



· Adapted their approach to activities to include utilising objects that girls can use to ‘practise’ their skills at home e.g. encouraging girls to use cutting fruit at home to develop their understanding of adding fractions.   

· Grouped learners within sessions by colour band to support learner differentiation 

· Celebrated group achievements by colour band to encourage all learners within the colour banding group 

· Encouraged peer-to-peer learning between girls within the lower and higher colour bands to support lower-performing girls and to provide additional pedagogic challenges for higher performers 

· Identified and paired higher and lower performing hubs to enable knowledge exchange and learning. 

· Utilised the consistently lower sub-task scores as the stimulus for skills development for WhatsApp-based district training clusters.





		Chimanimani

		Hub teams highlighted that consistent challenges within a small number of numeracy results were of a particular concern. CEs additionally highlighted concerns relating to their sign language skills when communicating with hearing impaired learners. 

In response the district team have/will: 

 

· Enabled facilitators to encourage learners to do independent and small group work to encourage individual mastery of content, reflecting the principle of ‘doing rather than seeing’. 

· Continued to provide mentoring and coaching support visits to CEs within hubs. 

· Developed targeted differentiated activities with additional time allocated to girls who scored within the lower colour bands, utilising the girls’ last point of learner success within literacy and numeracy as the first building block of targeted activities. 

· Developed hub CEs’ skills development sessions, targeting subject areas of need identified from district and hub-level analysis of MPA findings. 

· Ensure that CEs self-evaluate based on the results of LPA to inform methodology which benefits all students at their levels 

· Revisit sign language skills development and training. 

· Respond to challenges with number recognition, counting and division, using domestic scenarios and objects to support girls with ‘practising’ skills at home. 





		Epworth

		Issues discussed at the workshop included sporadic attendance for a proportion of the district's learners and a relatively high proportion of girls who have never been to school. In response to the findings the workshop identified a need to: 

 

· Provide learners with remedial work in all subject areas identified as problematic, specifically those learners within the white (no score) colour band. 

· Make use of easily accessible media to support learners to grasp difficult concepts. 

· Vary teaching methods so that individuals learning needs are differentiated. 

· Make use of real-world scenarios and domestically available learning resources to assist those with difficulties in numeracy, especially addition and subtraction. 

· Ensure that CEs are committed to using the strategies identified during the training to improve individualised and differentiated support to learners. 





		Imbizo

		Analysis of hub and district sub-task data identified that girls were performing well in speaking and listening, letter sound/knowledge, comprehension and writing. The team identified successful strategies to achieve higher sub-task scores across literacy to share with other district teams. Actions identified included:

 

· Supporting girls to improve on word reading, comprehension and punctuation. 

· Providing girls with a broader range of reading materials to support their skills development in letter and sound knowledge and to broaden their vocabularies. 

· Encouraging girls to converse in English at home and within hubs. 

· Differentiating learner activity for the lowest performing learners, considering small group work and targeted time and resource provision within hub sessions. 

· Sharing the strategies for successful literacy and numeracy subject areas with other districts. 





		Mutare Rural

		During the workshop, hub teams highlighted that some learners who were scoring in the blue band were struggling in both literacy and numeracy. District and hub level sub-task analysis found that learners were doing better in addition and subtraction than multiplication and division. Another feature of sub-task analysis at a hub level was that even the girls scoring within the yellow colour band in numeracy MPA were still struggling with division. This was identified as an area of focus for professional development for CEs. As with other teams, CEs reported concerns with their use of sign language for hearing impaired learners. 



In response to the findings, the district team identified the following areas for development:  

   

· Ensuring that learners complete independent small group work and individual work to support grasping of concepts.  

· Encouraging learners to bring their own counters so they can continue with counting, addition and subtraction activities by replicating them at home. 

· Conducting a review meeting for hub staff to discuss approaches to support learners with sub-tasks identified as posing challenges for learners. 

· Revisiting the approach to supporting learners with a hearing impairment. 





		Mutasa

		The district-level workshop focused on the need to identify any consistent sub-task or areas of the curriculum which were challenging for both lower and higher performing girls. Action identified included:



· Encouraging CEs to use domestic scenarios and household items in their delivery of numeracy, to enable girls to re-visit the activities in domestic settings 

· The introduction of numeracy-focused games, especially focusing on the sub-tasks which are consistently achieving lower scores 

· CEs will continue to teach a wide range of girls at various levels but cluster them within hub sessions to differentiate to ability, this will support the CE to set tasks and circulate the session across smaller ability-focused grouping 

· The district will ensure that the LPA models' application is embedded within each hub, revisiting the approach within hub training 





		Mutoko

		Providing sufficient support to learners with very little foundational skills in numeracy was a feature of the district’s work and their ongoing focus on numeracy was addressed as a key area of focus for CEs and hub-level staff.  

The district team responded to the workshop by committing to: 

 

· Having a sequence of teaching and learning activity moving from simple to complex on each topic e.g., simple additions, more addition with more digits and number stories  

· Revisiting training on sign language and special needs activity differentiation   

· Continuing to produce and share simple materials to support CEs to apply the LPA model 





		Hatcliffe

		Through the workshops analysis of data by sub-task, the team identified that girls in most hubs scored highly in letter sounds and word reading. This was attributed to the focus on these skills from the beginning of the SAGE programme, prior to the IPA assessment. Within numeracy, higher scoring girls performed well in counting and addition; this was attributed to the girls assisting their guardians with vending.  



District and hub teams responded to the findings by committing to: 

 

· Providing learners with remedial work in all areas where they are having difficulties and making use of new media to facilitate learners’ grasp of difficult concepts 

· Varying teaching methods to differentiate to learners’ abilities and requirements 

· Making use of locally available learning resources to assist those with difficulties in numeracy, especially addition and subtraction whilst at home 





		Harare South

		CEs listed the tasks that were consistently badly performed within sub-tasks and those which were performed well, using this learning to inform their hub development plan. The team identified several ways to adapt their approach including: 

 

· The use of games to enhance understanding in numeracy 

· New numeracy topics  be introduced only to those who would have understood the previous topic fully 

· Teaching methods need to be varied for learners to understand the breadth of numeracy and literacy concepts





		Reigate

		In response to low numeracy scores the team discussed developing the use of: 

 

· flashcards to aid in number recognition 

· Domestic objects to help with counting, division and multiplication ‘practice’ at home 

· Additional focus on numeracy development for girls within the white no-score colour band, grouping girls within sessions and providing targeted CE support





		Khami

		In numeracy, a high proportion of girls attained within the ‘no score’ band, indicating low levels of existing numeracy skills for girls entering the programme which was identified as a key area for support by the district and hub teams. The sub-task analysis indicated that girls consistently found division, multiplication and comparing and ordering numbers the most challenging.  



The district team summarised their approach to the LPA model: 

 

· The district and hub teams are now using the LPA model to consistently identify and address gaps in their session delivery strategies 

 

· Hubs identified their strengths and weaknesses formulating action plans to strengthen areas they thought were contributing to the girls scoring low marks on given subjects 

 

· At hub level, the progress assessments are now an integral part of consistently checking learner progress to inform strategies to ensure learners are supported to progress.  
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Key Informant Interview Report on Apostolic Leaders' Perceptions of Apostolic Girls' Education.

Introduction

 This report summarizes the major findings from interviews with six key informant groups: two with an Apostolic leader (aged 30-70 years old) and four with an Apostolic learner (aged 15-19 years). The primary goal of these interviews was to gain insight into religious leaders' knowledge and attitudes toward the education of Apostolic girls. This data will be used to develop communication strategies and to ensure an increase in the number of Apostolic girls enrolled in SAGE hubs. AWET identified key religious leaders Mutumwa Noah (High priest of Johanne Marange) and Apostolic leaners on gender stereotyping and social norms, trends, and priorities regarding girls' education recruitment and drop out as part of the project's needs assessment. Face-to-face interviews were conducted over a one-week period. The interviews were conducted in order to obtain an accurate picture of the Apostolic learner's difficulties, strengths, and education.

The methodology used to design the survey instruments, protocols, and key informant subjects is described in the first section of this report. In the second section, we will go over AWET's qualitative findings. We identified three primary objectives of the key informant interview process at the start of this project. The goals are as follows:

1. To build on existing research on overcoming obstacles to adolescent girls' education.

 2 Changes in the Apostolic Community's Social Behaviour Regarding Girls' Education

3. To ascertain which channels/strategies are most effective for communicating with Apostolic congregants in order to increase the enrolment of Apostolic girls in Mutare rural SAGE hubs (Buwerimwe).

Results For affected Apostolic girls, there is juvenile delinquency and social deviance, unwanted pregnancy, pregnancy complications, miscarriages, maternal deaths, and compromised ignorance about sexual and reproductive health rights and decision making. Stress, anxiety, and depression were identified as barriers to the education of Apostolic girls.

Conclusion: There is a need to raise awareness about the importance of girls' education, GBV response and referral pathways, and child protection sensitization. Provide caregivers with parenting skills, as well as establish appropriate referral pathways for the identified health effects and provide psychosocial support to emotionally affected survivors. The study suggests that Apostolic women be economically empowered, as well as receive information, education, and counselling about the negative effects of GBV on both males and females. To reduce the heinous effects of GBV, there is a need for more education on grievance procedures as well as increased policy enforcement.

Background 

The Zimbabwean government has made significant progress in ensuring that women have equal access to education and opportunities for economic empowerment, whether through formal or informal paid work. Some studies have even found that when women have independent salaries and job security, they are less likely to remain in abusive relationships because they can provide for their own and their children's needs

GBV has been identified as a major driver of traditional, cultural, and religious practices, as well as a barrier to Apostolic girls education, particularly against women. Apostolic girls are denied educational opportunities as a result of child marriages, which are more prevalent in Apostolic communities as a result of religious practices attributed to the occurrence of patriarchal orientation and religious teaching that subjects women to submission to men, as derived from church doctrine.

Research methodology

Study design

The study focused on Apostolic Religious Leaders (30-70) and Apostolic Adolescents (15-19years) of reproductive age (18-49 years). These adolescent girls were chosen because they are more vulnerable to child marriage and its consequences. Buwerimwe was purposefully chosen because it had a higher rate of child marriage and illiterate Apostolic girls than other Districts. The study employed qualitative methods. To collect qualitative data, key informant interviews and in-depth interviews were used. Three in-depth interviews with Apostolic leaders in the Mutare Rural district were conducted to supplement these data. In-depth interviews with leaders included a participatory exercise to stimulate discussion about the nature and scope of their roles in Apostolic churches.

Data Collection Methods and Tools 

All interviews were recorded on hard copies (handwritten notes) in vernacular languages, then translated and typed into English. The translated versions were double-checked to ensure that no information had been misrepresented or lost during the direct translation process. The interview notes with questionable translation were reviewed and improved in order to restore the meaning and information without adding new words. Both the original handwritten interviews and the translated, typed interviews were assigned corresponding references. The typed English transcripts were formatted in MS Word for export to the qualitative data analysis software NVivo 8. Then, for analysis in NVivo 8, two files, individual interviews and key informant interviews, were created, with each file containing MS Word transcripts and the attributes (socio-demographics). To represent the interview, a corresponding/matching code number was assigned to each document (transcript) and attribute.

Initially, the transcripts were manually read in order to comprehend the issues, extract themes and other classifications of data from the interview texts, and gain an appreciation for the responses (both in vernacular and English translation). The NVivo 8 software was used to analyse the English transcripts (MS Word formatted), and the researcher systematically coded the interviews and created themes and subthemes. Using NVivo coding, additional themes emerged from key informant interviews and focus groups. We conducted a content analysis of the individual responses' statements. The frequency with which information appeared was examined, as well as the context in which it was used. Most importantly, the development of themes and categories was guided by study objectives, and this research used emergent patterns growing out of the data or standing out.

Analytical Frameworks 

The study used the Appreciative Inquiry method, which allowed for the understanding of positive elements within the Apostolic religion and the elimination of preconceived, negative assumptions about Apostolic religious groups. This study was heavily influenced by the Belief Model from an analytical standpoint.

To comprehend the behavioural determinants that lead to the acceptance or rejection of Apostolic girls' education and social practices within the Apostolic community We recognize that no single framework can explain all of the factors that influence and are influenced by girls' education. As a result, we were drawn to an eclectic analytical framework or a hybrid approach that combined the best elements of the two analytical frameworks (Belief Model and Religion-Cultural Thesis) to promote a better understanding of the obstacles to Apostolic girls education among Apostolic religious groups, particularly determinants of behaviour and social practices affecting women and adolescent girls.

Context Analysis 

This report is unique because it focuses on the Apostolic sect, an ultra-conservative group. Previous studies did not focus on the Apostolic community, which is a unique community with its own set of rigid cultural norms. Semi-conservative and liberal Apostolic groups have ambiguous teachings and church doctrine., because of their low literacy levels, these women are frequently unaware of their rights, where to seek help, and what constitutes gender-based violence. Women are not allowed to speak out against these violations in most of these cultures, and if they do, they are subjected to various forms of abuse, including verbal, emotional, and physical violence.

The report differs in that it addresses the voices of Apostolic members who have indicated a lack of knowledge, use, and access to contraceptive methods. The ethos of sexual and reproductive health services, according to young Apostolic girls, is based on asocial and legal norms that children have no business engaging in sex. Obstacles to access and use of contraception. Furthermore, specific misconceptions about contraceptive use were found to influence behavior.

In Adolescent pregnancies are also primarily caused by a lack of access to information on adolescent sexual and reproductive health (ASRH), as many Apostolic children are unaware of their rights and responsibilities in this area. They are not permitted to visit the clinic because churches do not promote the use of clinics. Girls become pregnant at such a young age because they lack knowledge about condom use and are unaware of health issues and how to prevent pregnancies. 



The main challenge that Apostolic women of child-bearing age (18-49 years) or adolescents in early marriages face is a lack of Sexual and Reproductive Health education. Pregnancy rates are high in the Apostolic community. The more pregnancies a woman has in her lifetime, the more she suffers.

Sociodemographic of participants

According to the findings, the vast majority of respondents were unemployed. The unemployed made up 52% of the respondents, with the informal and formal sectors accounting for 27% and 21%, respectively. It was also noted that 70% of respondents had a primary education, 18% had a secondary education, and 12% had a higher education.

Output 5: Adolescent and adult champions of gender equality engage others in their communities in dialogue on girls' rights

Findings

Poverty related

The study's findings appeared to imply that some poverty is a barrier to girls' education.

One participant submitted:

“Men can lose their cool when you ask for something as simple as tomato money, and they can blow it and beat you up for it. "The SAGE project has managed to emancipate me." I am now equipped with basic life skills and am aware of referral channels to use if I encounter gender-based violence. I am capable of solving numeracy problems, and I now own a small business. I believe there has been a transformation between me and my husband because we now have enough food to feed our family, resulting in peace and harmony.”

Similarly, in-depth interviews bolstered the notion that there is a link between Apostolic girls' lack of education and child marriages.

Outcome 3: The project can demonstrate that the changes it has brought about (which increase learning and transition through education cycles) are sustainable

According to the report's findings, physically abused adolescent girls and women are more likely to have reproductive health problems. All respondents stated that they had at least one R.H problem as a result of physical abuse, and that they had been exposed to STIs such as HIV and AIDS. Forced marriages have an impact on women's right to choose their fertility and education. Despite the difficulties, Apostolic Communities are exhibiting more positive gender attitudes and actively supporting and protecting girls.

These are participants remarks”

“One 19-year-old young mother who was forced into marriage said, "I was forced into marriage at the age of 13." My husband is 61, and I am the eldest of his four wives. My wish was to have three children, but I now have five. I am not involved in the decision-making process regarding the spacing and number of children. The study also discovered that the decision to use contraception in forced marriages is entirely up to the husband. In-depth interviews with all adolescent girls and young mothers supported this viewpoint.” 

“My husband (under the influence of his relatives) forbids me from using contraception. He always says that we should have as many children as possible for the sake of lineage. Most of the time, he claims that limiting the number of children is contrary to God's wishes for fruitfulness and multiplying as expressed in Genesis 1:28 or Leviticus 26:9”. As a result, I dropped out of school so that I could care for my family. Despite this, I am grateful to SAGE because their Community Educators, along with AWET field officer Blessing Makwinja, were able to persuade my husband to allow me to return to school. This has been a significant change in my life; the project has provided me with a second chance at education.

During the in-depth interview, one Apostolic adolescent revealed that Apostolic girls were pledged to senior church members for spiritual and material benefits.



She had this to say:



“The Apostolic sect has a habit of forcing adolescent girls into forced marriages soon after puberty. "I am grateful to the SAGE project." I have been educated as a result of the COGE sessions that I attended, and I am now assertive and confident enough to say no to child marriages and educate my peers about the effects of child marriages on girls' education.

 

The study also discovered an inverse relationship between forced marriage and the girl's educational level and employment status. According to indications, the majority of girls in the apostolic community who were forced into marriages had only a primary education and were not employed in Buwerimwe. The SAGE project has resulted in social and behavioural changes in Apostolic communities regarding girls' education.



Output Indicator: % of adult men enrolled in men's groups demonstrating positive knowledge, attitudes and practices on gender equality.



Religion has a significant impact on how church members behave and what they value as a group. As a result, getting a program like SAGE endorsed by its leadership is difficult, especially because girls' education can be perceived as a threat to the status quo of male dominance.

AWET persistence engagement, the program received approval from the Head of Denomination Noah, who stated, “Apostolic members of the Johanne Marange support girl’s education, I am in support of girls acquiring education and will support the SAGE project.  This is good initiative that you have done to empower Apostolic girls especially girls from Johanne Marange, we have to demystify the negative perceptions and views about Johanne Marange not supporting education.”

The group's leader's endorsement helps SAGE create an enabling environment for girls in this sub-group to access education opportunities and gain control and decision-making in their own lives.

I am astonished by the performance of my wife; she can now read and write. Thanks to the ATL session that she has been attending it has helped and she has improved her education. I fully support the SAGE project and I will ensure that more girls get enrolled in the SAGE hubs,” remarked a husband from an Apostolic community in acknowledgement of how SAGE is transforming lives through education.

Summary of educational barriers and recommendations

		Barriers to Apostolic girls’ education 

		Recommendations 



		Poverty related

		Economic empowerment projects for long-term viability.



		Disagreement between religious doctrine and equal rights.

		Co-creation to realign religious doctrine and Zimbabwean laws and policies on gender equality and empowerment.



		Polygamy, forced child marriages, and intergenerational marriages are all examples of human rights violations.

		• Use Zimbabwean laws to protect girls from child marriages by educating Apostolic leadership and members on the legal requirements for child marriages.

Prosecution of those responsible for and perpetrators of child marriages.

• Making use of biblical teachings on faithfulness.







Conclusion 

Access to girls' education is not only the most difficult problem in the context of Apostolic communities; there are also other grave challenges, such as a lack of basic rights and gender-based violence, healthcare and equal economic opportunities, and disenfranchisement of the girl child in marriage decisions to refuse or enter marriage. However, significant strides have been made to ensure gender transformative behaviour in the Apostolic community since the inception of the SAGE projects.


Information



				
GIRLS' EDUCATION CHALLENGE
LOGICAL FRAMEWORK TEMPLATE 

A logical framework or logframe is required for all GEC projects. 

Applicants are asked to fully complete all sections of the logical framework - noting that further revision is possible during the inception stage. 

Please refer to the guidance associated with this logframe template for more detailed information on how to complete it (LNGB Handbook: Annex A Outcomes and Logframe Guidance). Please pay particular attention to the section on boys and gender disaggregation.

Please also refer to the additional guidance provided on this refresh - especially around consolidating MTRP output frameworks and logframes.

IMPORTANT INFORMATION ON COMPLETING THE LOGFRAME
• Each logframe must be saved as a separate file in Excel format (*.xls)
• The font should be no smaller than Arial 9 when completed.
• Information on Outcome 1 and Outcome 2 on learning and transition respectively will be complemented by a more in-depth Outcomes Spreadsheet to be submitted alongside the project Baseline.
• Note that Outcomes 1 and 2 allow for data on boys to be reported where this is feasible and makes sense in the context of your intervention. Note however that as the core focus should still be on your target girls, there is no expectation to set targets for boys.
• Similar disaggregation of reporting by gender is permissable at the Intermediate Outcome and Output levels where applicable, and only where it is relevant.
• The logframe must include between 3 and 5 Intermediate Outcomes.  Please delete Intermediate Outcome rows not used.
• Data for all Outcomes and Intermediate Outcomes should be collected by the project's external evaluator at evaluation points (Baseline and subsequent evaluation points). Outcome and Intermediate Outcome impacts and targets must clearly match the relevant indicator.
• Outcome indicator data may also be collected by project monitoring - especially sustainability. IO indicator data should also be collected by project monitoring data. 
• The logframe must not include any more than 6 Outputs.
• Output indicators must be reported against annually and can come from project's own internal monitoring and data collection. Impact and targets must clearly match the relevant output indicator and will be assessed as part of the Annual Review of each project. There should be no more than 4 indicators per Output.
• Projects are required to set Output weightings for each Output. The Output weightings should reflect the weight of contribution of each output to the Intermediate and Full Outcomes. The sum total of budget weightings must equal 100% and must be rounded to the nearest 5%.
• The assumptions and risks column must be completed for all indicators in all sections. Means of verification information must be completed as part of the MEL framework development process. 


Logframes which do not conform to the above criteria will not be considered.





Outcomes 1, 2 - IOs



				Project Name:		Supporting Adolescent Girls' Education (SAGE)				Lead Partner:		Plan International UK

				Project Number:		4100				Country: 		Zimbabwe



				OUTCOME 1 - Learning		Literacy improvement indicator		Notes relating to any changes/ revisions				Baseline - March 2019		Evaluation point 2 - August 2021		Endline - January 2023		Assumptions		Means of verification + frequency- MONITORING						Means of verification - EVALUATION

				Highly marginalised adolescent girls have significantly improved learning outcomes
		O.1.1 - Aggregate average literacy score 
		Same Indicator but revised means of verification from EGRA/EGMAs to project's progress assessment tool		Girls		45		TBC		Target: 65% of girls improved (TBC)		- The political situation remains sufficiently stable  for the project to continue operation.
- Political will of government to work in partnership with INGOs is maintained
- National- and district-level education officials remain supportive of The programme as a whole
- Community engagement and mobilisation efforts are sufficient to mitigate resistance, stimulate demand for education, and enable girls’ participation in all components of the programme
-Movement restrictions and renewed health standards required to mitigate impact of COVID-19 can be adapted to. The programme always anticipates being able to resume face to face contact and that phone/home-based learning will be continuable even in most extreme lockdowns.		 - Summative initial and end of module progress assessment scores, known as the IPA, MPA and EPA respectively. 

						 - Evaluation points

																Actual

						Input (HR)						FCDO (FTEs)		Consortium (FTEs)				Source

						Inputs (£)						FCDO (£)		Consortium (£)		FCDO share (%)		Outcome spreadsheets

						Numeracy improvement indicator						Baseline - March 2019		Evaluation point 2 - August 2021		Endline - January 2023				 - Summative initial and end of module progress assessment scores, known as the IPA, MPA and EPA respectively. 

						 - Evaluation points

						O.1.2 - Aggregate average numeracy score		Same Indicator but revised means of verification from EGRA/EGMAs to project's progress assessment tool		Girls		66		TBC		Target: 65% of girls improved (TBC)		- The political situation remains sufficiently stable  for the project to continue operation.
- Political will of government to work in partnership with INGOs is maintained
- National- and district-level education officials remain supportive of The programme as a whole
- Community engagement and mobilisation efforts are sufficient to mitigate resistance, stimulate demand for education, and enable girls’ participation in all components of the programme
-Movement restrictions and renewed health standards required to mitigate impact of COVID-19 can be adapted to. The programme always anticipates being able to resume face to face contact and that phone/home-based learning will be continuable even in most extreme lockdowns.

																Actual

						Input (HR)						FCDO (FTEs)		Consortium (FTEs)				Source

						Inputs (£)						FCDO (£)		Consortium (£)		FCDO share (%)		Outcome spreadsheets

				RISK RATING

														Evaluation point 2 - August 2021

				OUTCOME 2 - Transition		Outcome Indicator		Notes relating to any changes/ revisions				Baseline - March 2019		Evaluation point 2 - August 2021		Endline - January 2023		Assumptions		 - Individual transition survey, records of transition pathways, post-transition follow-up						 - Evaluation points

				Highly marginalised adolescent girls have transitioned through key stages of education, training or employment
		O.2.1 - % of highly marginalised adolescent girls who have transitioned into and through key stages of education (formal / non-formal); training (vocational / life-skills) or fairly-paid employment (incl. self-employment)
		Same Indicator 		Girls				Target: 30%		Target: 60%		- The political situation remains sufficiently stable  for the project to continue operation.
- Political will of government to work in partnership with INGOs is maintained
- National- and district-level education officials remain supportive of The programme as a whole
- Community engagement and mobilisation efforts are sufficient to mitigate resistance, stimulate demand for education, and enable girls’ participation in all components of the programme
-Movement restrictions and renewed health standards required to mitigate impact of COVID-19 can be adapted to. The programme always anticipates being able to resume face to face contact and that phone/home-based learning will be continuable even in most extreme lockdowns.

														Actual: 21% transtioned (employment, formal school and skills training) 		Actual

						Input (HR)						FCDO (FTEs)		Consortium (FTEs)				Source

						Inputs (£)						FCDO (£)		Consortium (£)		FCDO share (%)		Outcome spreadsheets



				RISK RATING



				OUTCOME 3 - Sustainability		SEE 'OUTCOME 3' TAB



				INTERMEDIATE OUTCOME 1 		IO Indicator 1		Notes relating to any changes/ revisions				Baseline - March 2019		Evaluation point 2 - August 2021		Endline - December 2022		Assumptions		Means of verification + frequency- MONITORING						Means of verification - EVALUATION

				IO.1 - Highly marginalised adolescent girls regularly attend high-quality, accelerated learning sessions 		IO.1.1 - % of highly marginalised adolescent girls regularly attending sessions		Indicator changed from original of " % of highly marginalised adolescent girls regularly attending session in CBLHs" to reflect expanded delivery model of community/household based sessions. Target has also been reduced from 80% to 65% to reflect programme's experience of attendance rates, particularly through the pandemic.		Girls				Target: 80% attendance rate		Target: 65% of enrolled girls and 65% attendance rate		- Community engagement and mobilisation efforts are sufficient to mitigate resistance, stimulate demand for education, and enable girls’ participation in all components of the programme
- Project content is engaging and meaningful to the girls
-Movement restrictions and renewed health standards required to mitigate impact of COVID-19 can be adapted to. The programme always anticipates being able to resume face to face contact and that phone/home-based learning will be continuable even in most extreme lockdowns.		 - Quarterly: qualitative case studies (minimum 1 per district )
- Attendance tracking tools (hub + remote)
- Learning observation tools						Endline surveys with Ces, girls and parents/caregivers     Midline: Research study

														Actual: Total number of girls reached is 8,610 out of the overall year 3 target of 7,340, representing a 17% overachievement.  Attendance categories was as follows: 70% attended 0-49% of the learning sessions -, 11% attended 50-64% of the learning sessions and 19% attended 65% and above of the learning sessions 		Actual

						IO.1.2: % of community educators using inclusive, gender sensitive pedagogy approaches		Introduced in 2021 revision to intermediate outcome level but previous included in OP.2.2 as number of volunteers demonstrating gender sensitive pedagogy approaches		Volunteers				Target: 198 Community Educators, 60 NFE mentors		Target: 90% of volunteers

														Actual: 214 CEs (83% of CE's)		Actual

				RISK RATING



				INTERMEDIATE OUTCOME 2		IO 2 Indicators		Notes relating to any changes/ revisions				Baseline - March 2019		Evaluation point 2 - March 2020		Endline - December 2022		Assumptions		Means of verification + frequency- MONITORING						Means of verification - EVALUATION

				IO.2 - Highly marginalised adolescent girls have increased self-efficacy and life skills 		IO.2.1 - % of highly marginalised adolescent girls demonstrating improved self-efficacy		Same Indicator 		Girls				Target: 40% above baseline (original logframe)		90% (as per baseline recommendation)		- Community engagement and mobilisation efforts are sufficient to mitigate resistance, stimulate demand for education, and enable girls’ participation in all components of the programme
- Project content is engaging and meaningful to the girls
-Movement restrictions and renewed health standards required to mitigate impact of COVID-19 can be adapted to. The programme always anticipates being able to resume face to face contact and that phone/home-based learning will be continuable even in most extreme lockdowns.		Girls KAP survey 
Qualitative tool MSC and Case studies 
KAP Survey 
						Endline surveys with girls and parents/caregivers

												Actual: mean self-efficacy score of 2.67				Actual: 



						IO.2.2 - % of highly marginalised adolescent girls demonstrating improved knowledge, attitudes and practices on gender and SRHR		Same Indicator 		Girls				10% above baseline 		20% above baseline  ( as per baseline recommendation)				Girls KAP survey 
Qualitative tool MSC and Case studies 
KAP Survey 
						Endline surveys with girls and parents/caregivers



												Actual: Mean Gender Equitable Men Scale was 1.05 and mean SRHR KAP index was 14.91		Actual: 		Actual: 

				RISK RATING



				INTERMEDIATE OUTCOME 3		IO 3 Indicators		Notes relating to any changes/ revisions				Baseline - March 2019		Evaluation point 2 - March 2020		Endline - December 2022		Assumptions		Means of verification + frequency- MONITORING						Means of verification - EVALUATION

				IO.3 - Highly marginalised adolescent girls have improved levels of market relevant livelihood skills		IO.3.1 - Girls have felt empowered to make informed and relevant choices on their transition pathways that best account for their individual circumstances.		Revised for year 4 after VSLA component was removed.  		Girls						Girls feel empowered to make informed decision- 80% of girls considered having a high score on an Empowerment Index		- Community engagement and mobilisation efforts are sufficient to mitigate resistance, stimulate demand for education, and enable girls’ participation in all components of the programme
- Project efforts to create an inclusive and accessible learning environment for marginalised girls are sufficient
- Relevant national- and district-level child protection officials remain supportive of efforts to work through and strengthen community-based protection mechanisms  
- Improvements in household economic security are not undermined by significant economic shocks
- Civil society appetite for joint advocacy work is maintained
-Movement restrictions and renewed health standards required to mitigate impact of COVID-19 can be adapted to. The programme always anticipates being able to resume face to face contact and that phone/home-based learning will be continuable even in most extreme lockdowns.		Qualitative tool MSC and Case studies 
KAP Survey 						Endline surveys with girls and parents/caregivers
FM Evaluation Household Girls Survey tool ( inclusive of questions focused on Empowerment)



						IO 3.2 - % of marginalised girls who demonstrate vocational competencies at the end of the training		Revised for year 4 after VSLA component was removed.  		Girls						80% of girls who have undertaken ISOP component				
Girls Skills Survey -ISOP Graduates 						Endline surveys with girls who have completed vocational skills training



				RISK RATING



				INTERMEDIATE OUTCOME 4		IO 4 Indicators		Notes relating to any changes/ revisions				Baseline - March 2019		Evaluation point 2 - March 2020		Endline - December 2022		Assumptions		Means of verification + frequency- MONITORING						Means of verification - EVALUATION

				IO.4 - Communities demonstrate more positive gender attitudes and actively support and protect girls		IO.4.1 - % of community members (parents or caregivers) demonstrating improved gender attitudes
		Same Indicator 		Girls				Target: 20% above baseline 		Targets: 50% above baseline		- Community engagement and mobilisation efforts are sufficient to mitigate resistance, stimulate demand for education, and enable girls’ participation in all components of the programme
- Project efforts to create an inclusive and accessible learning environment for marginalised girls are sufficient
- Relevant national- and district-level child protection officials remain supportive of efforts to work through and strengthen community-based protection mechanisms  
- Improvements in household economic security are not undermined by significant economic shocks
- Civil society appetite for joint advocacy work is maintained
--Movement restrictions and renewed health standards required to mitigate impact of COVID-19 can be adapted to. The programme always anticipates being able to resume face to face contact and that phone/home-based learning will be continuable even in most extreme lockdowns.		Community Survey 
Girls Survey 
						Endline surveys with girls and parents/caregivers

												Actual: Mean community score at baseline was 25.52. 0% of communities had a high score.		Actual:		Actual:

						IO.4.2 - Perception of safety and security amongst girls in the community		Same Indicator 		Girls		Target		Target: N/A		Target: 26% above baseline of girls scoring minimum of 3.75 out of 5/high score on Perceived Safety index				Girls Survey, annually 						Endline FM Evaluation Household Girls Survey tool (to extract specific questions to measure Perceived Safety index)

												Actual: The average score is 3.56 out of 5, with 54.81% of girls receiving a high score—defined as at or above 3.75, 75% of the scale



						IO.4.3 - % of marginalised girls who feel they are given appropriate support to stay in school / learning environment		Same Indicator 		Girls 		Actual: Support for Education score of 7.81      53% of girls reported Low Community Support for Education and 39% reported High Community Support for Education		Target: 40% above baseline 		Target: 50% above baseline 				Community Survey 
Girls Survey 
						Endline surveys with girls and parents/caregivers

				RISK RATING										Actual		Actual

												Baseline - March 2019		Evaluation point 2 - March 2020		Endline - March 2024 (N/A IF NOT APPLICABLE, SPECIFY YEAR IF APPLICABLE)

				INTERMEDIATE OUTCOME 5		IO 5 Indicators		Notes relating to any changes/ revisions				Baseline - March 2019		Evaluation point 2 - March 2020		Endline - December 2022		Assumptions		Means of verification + frequency- MONITORING						Means of verification - EVALUATION

				IO.5 - Strong and active partnerships with MoPSE officials and other civil society actors actively advocate for more inclusive, gender-responsive education policies		O.5.1 - Recognition and adoption of SAGE NFE initiatives by MoPSE		Revised as reflects that project will be strengthening local, provincial and national project engagement and provides broader scope of achievement than previous indicator which was focused on materials only. Previous indicator was " IO.5.1 - # of SAGE-supported materials on inclusive and gender-responsive education approved by MoPSE"		Girls				Target: At least one SAGE initiative is adopted by relevant ministry.		Target: At least one SAGE initiative is adopted by relevant ministry.		- MoPSE, schools and other stakeholder buy-in 
- Macroeconomic situation does not worsen - affecting participation in community activities
--Movement restrictions and renewed health standards required to mitigate impact of COVID-19 can be adapted to. The programme always anticipates being able to resume face to face contact and that phone/home-based learning will be continuable even in most extreme lockdowns.
		MoPSE officials survey / QUAL TOOL KII 
MoPSE Feedback 						Endline surveys with MoPSE stakeholders 
MoPSE Letter (acknowledgement of SAGE leraning materials for use)
MoPSE Website 

														Actual:  1 		Actual: 

								O.5.2 Removed to reflect unfeasibility in prolonged economic crisis. Was " IO.5.2 - Increased resources allocated by MoPSE to support non-formal education"



				RISK RATING



												 





Outcome 3



				OUTCOME 3 - Sustainability		Contributing Intermediate Outcome(s)		Outcome Indicators		Notes relating to any changes/ revisions		Baseline - March 2019
				Evaluation point 2 - August 2021
				Endline - December 2022
				Assumptions		Means of verification + frequency (project monitoring and evaluations as appropriate)

				The project can demonstrate that the changes it has brought about (which increase learning and transition through education cycles) are sustainable		Communities demonstrate more positive gender attitudes and actively support and protect girls 		O.3.1 - # of community leaders reporting that CBLHs will continue to function after the project ends		Targets changed noting the move away from the FM Sustainability Scorecard scale rating						Target: Different tools proposed which may give non comparable results.				Target: 88 community leaders (Faith leaders, Hub Development Committee and village leaders)				- Community buy-in
- Macroeconomic situation does not worsen - affecting participation in community activities		Endline: Household surveys, FGDs and KIIs with community members 

												Actual: Community using the sustainability score at baseline = 1.00								Actual

								O.3.2 - Committment from district-level stakeholders to continue monitoring and support SAGE initiatives  		New										Target: 11 Community driven initiatives supported by district stakeholders 						Endline: KIIs in target communities and with provincial and national stakeholders 

																				Actual

								O.3.3 - SAGE-supported materials on ATL and inclusive and gender-responsive (COGE) education approved by relevant government ministries 		New										Target: Approved SAGE materials 						Endline surveys with MoPSE stakeholders 
MoPSE Letter (acknowledgement of SAGE leraning materials for use)
MoPSE Website 

																				Actual

				RISK RATING:





Outputs



				OUTPUT 1		Output Indicator		Notes relating to any changes/ revisions				Year 1 - July 2019		Year 2 - July 2020		Year 3 - July 2021		Year 4 - July 2022		Year 5- July 2023		Assumptions		Means of verification

				Highly marginalised adolescent girls are able to access high-quality accelerated learning programmes		OP.1.1 - % of girls reached by each support mode
		MTRP Indicator maintained to accommodate shift to four delivery pathways.   		Girls		Target: 0		Target: 6,000 (80%)		Target: 7,340  ( no % target)		Target: 90% of enrolled girls 		Target: 90% of enrolled girls 		- Project efforts are sufficient to create an inclusive and accessible learning environment are sufficient
COVID 19 Remain Manageable 
		OP.1.1 - Quarterly Review: Attendance tracking tools (hub + remote) 

												Actual		Actual: 5,341 (89%)		Actual: 8,610 (115%)		Actual		Actual

												Definition:



						OP.1.2 - % of girls satisfied with level of support for learning		MTRP Indicator maintained to accommodate shift to four delivery pathways.   		Girls		Target: 0		Target: 		Target: 60% of enrolled girls 		Target: 80% of enrolled girls 		Target: 90% of enrolled girls 				OP.1.2 - Quarterly Review: Girls' survey

												Actual		Actual: 		Actual: 96%		Actual:		Actual:

												Definition:



						OP.1.3 - # of learners assessed through progress assessments		MTRP indicator maintained to track improvements in literacy and numeracy progress per module 		Girls		Target: 0		Target: 11,180		Target: 5,741		Target: 60% of enrolled girls		Target: 60% of enrolled girls				OP.1.3 - Quarterly Review: IPA, MPA and EPA (summary sheets) 

												Actual		Actual		Actual: 3,469		Actual:		Actual:

												Definition:



						OP.1.4 - % of girls satisfied with their learning environment		Adapted from original logframe OP 1.2 and to reflect varying environments in four delivery pathways Was not included in MTRP with hub assessment through staff/community assessment.		Girls		Target: 0		Target: 10% of girls enrolled (534) 		Target: N/A		Target: 80% of enrolled girls 		Target: 90% of enrolled girls 				OP.1.4 - Girls' survey 

												Actual		Actual: 86%		Actual		Actual		Actual:

												Definition:



				IMPACT WEIGHTING (20%)		Input (HR)						FCDO (FTEs)		Consortium (FTEs)		Others (FTEs)

				RISK RATING		Inputs (£)						FCDO(£)		Consortium (£)		Others (£)		FCDO share (%)



				OUTPUT 2		Output Indicator		Notes relating to any changes/ revisions				Year 1 - July 2019		Year 2 - July 2020		Year 3 - July 2021		Year 4 - July 2022		Year 5- July 2023		Assumptions		Means of verification

				Community educators and formal sector NFE mentors are trained and supported to employ inclusive, gender-responsive teaching strategies  		OP.2.1 - % of community educators and formal sector NFE mentors benefitting from professional development activities  		MTRP Indicator maintained. Previous indicator measuring educators demonstration of gender sensitive pedagogies has now moved to I.O 1.2. Removal of 2.2 as performance assessments were not deemed not of use and removal of 2.4 to focus on two key performance indicators.		Volunteer		Target		Target		Target: 80% of volunteers		Target: 80% of volunteers		Target: 90% of volunteers		- Training and support package is sufficient to equip Community Educators to deliver high-quality, inclusive, gender-responsive learning
- Incentive structures are sufficient to attract and retain Community Educators 
- Absence / turnover among Community Educators can be mitigated by training up Learning Assistants 
- NFE mentors at formal schools remain committed to the programme
- Incentive structures and support are sufficient to motivate NFE mentors  
COVID 19 remain manageable 		OP.2.1: Quarterly Review: SAR (Solstice survey) 
Hub volunteers' survey 


												Actual		Actual		Actual: 100%		Actual		Actual:

												Definition:



				IMPACT WEIGHTING (10%)		Input (HR)						FCDO (FTEs)		Consortium (FTEs)		Others (FTEs)

				RISK RATING		Inputs (£)						FCDO(£)		Consortium (£)		Others (£)		FCDO share (%)



				OUTPUT 3		Output Indicator		Notes relating to any changes/ revisions				Year 1 - July 2019		Year 2 - July 2020		Year 3 - July 2021		Year 4 - July 2022		Year 5- July 2023		Assumptions		Means of verification

				Highly marginalised adolescent girls and boys are supported to learn about and discuss life skills and their SRHR 		OP.3.1 - # of girls reached with life skills and PSS support		Maintaing MTRP indicator 		Girls		Target: 		Target: 		Target:6,580		Target: 11,880 (90% of target girls) 		Target: 11,880 (90% of target girls) 		- Training and support package is sufficient to equip Community Educators to deliver high-quality, inclusive, gender-responsive learning
- Incentive structures are sufficient to attract and retain Community Educators 
- Absence / turnover among Community Educators can be mitigated by training up Learning Assistants 
- NFE mentors at formal schools remain committed to the programme
- Incentive structures and support are sufficient to motivate NFE mentors  		OP.3.1 – Quarterly Review: Attendance tracking tools (hub + remote) 

												Actual		Actual		Actual: 8,610 (131%)		Actual		Actual:

												Definition:



						OP.3.2 - % of girls satisfied with level of life skills and PSS support		Maintaing MTRP indicator 		Girls		Target: 		Target: 		Target: 80%		Target: 80% of enrolled girls 		Target: 90% of enrolled girls 				OP.3.2 – Quarterly Review: Girls' survey

												Actual		Actual		Actual: 96%		Actual		Actual:

												Definition:



				IMPACT WEIGHTING (20%)		Input (HR)						FCDO (FTEs)		Consortium (FTEs)		Others (FTEs)

				RISK RATING		Inputs (£)						FCDO(£)		Consortium (£)		Others (£)		FCDO share (%)



				OUTPUT 4		Output Indicator		Notes relating to any changes/ revisions				Year 1 - July 2019		Year 2 - July 2020		Year 3 - July 2021		Year 4 - July 2022		Year 5- July 2023		Assumptions		Means of verification

				Highly marginalised adolescent girls and their families are supported to participate in skills development opportunities 
		OP.4.1 - # of highly marginalised girls aged 15-19 enrolled in ISOP vocational training who complete the programme		In original logframe as OP 4.3 but with removal of reference to receiving certificate		Girls		Target: 0		Target: 500		Target: 1,840 girls 		Target: 3000 enrolled grils 		Target: 3000 enrolled girls 		-  ISOP offers training in viable, locally relevant vocations  		OP.4.1 – Quarterly Review: ISOP register + SAR (Solstice survey) 

												Actual: 0		Actual: 0		Actual: 0		Actual		Actual:

												Definition:



				IMPACT WEIGHTING (25%)		Input (HR)						FCDO (FTEs)		Consortium (FTEs)		Others (FTEs)

				RISK RATING		Inputs (£)						FCDO(£)		Consortium (£)		Others (£)		DFID share (%)



				OUTPUT 5		Output Indicator 5.1		Notes relating to any changes/ revisions				Year 1 - July 2019		Year 2 - July 2020		Year 3 - July 2021		Year 4 - July 2022		Year 5- July 2023		Assumptions		Means of verification

				Adolescent and adult champions of gender equality engage others in their communities in dialogue on girls' rights 		OP.5.1 - % of girls aware of protection and safety support services available in their communities		Maintaining MTRP indicator to acknowledge increase in child protection cases arising from  COVID-19 outbreak and lockdown restrictions.		Girls		Target: 		Target:		Target: 80%		Target: 80% of enrolled girls 		Target: 90% of enrolled girls 		Community leaders are willing to engage in intergenerational dialogue with young people. 
- Community engagement and mobilization efforts are sufficient to support shifts in attitudes and practices. 
- Adult men retained to participate in Men's groups.
- Child protection structures can be strengthened in all target communities. 
- Relevant national- and district-level child protection officials remain supportive of efforts to work through and strengthen community-based protection mechanisms.  
		"OP.5.1 – Quarterly Review: Girls' survey (Solstice) 

												Actual		Actual: 		Actual: 94%		Actual		Actual:

												Definition:



						OP.5.2 - # of beneficiaries referred to support services		Maintaining MTRP indicator to acknowledge increase in support required for protection/wellbeing issues arising from COVID 19 outbreak		Girls		Target: 		Target: 		Target: 2,024 girls 		Target: 792 girls (6% of target)		Target: 381 girls (3% of target)				OP.5.2 – Quarterly Review: Project / CBCPC records plus SAR (Solstice survey

												Actual		Actual		Actual: 27 girls 		Actual		Actual:

												Definition: Reduction in Year 5 target based on increased girls awareness of services, so more self referrals or lowered need.



						OP.5.3 - # of communities that have made commitments to combat child marriage and support girls' education following the inter-generational dialogue process		Same Indicator  from original logframe (OP 5.2)		Communities		Target: 0		Target: 30		Target: 		Target: 88 communities 		Target: 88 communities 				OP.5.3 – Quarterly Review: Community survey

												Actual: 0		Actual: 0 		Actual		Actual		Actual:

												Definition:



						OP.5.4 - % of adult men enrolled in men's groups demonstrating positive knowledge, attitudes and practices on gender equality 		Same Indicator  from original logframe (OP 5.3)		Men		Target: 0		Target: 30%		Target: 		Target: 60% of participating men 		Target: 70% of participating men 				OP.5.4 – Quarterly Review: FGD 

												Actual: 0		Actual: 0		Actual		Actual		Actual:

												Definition:



				IMPACT WEIGHTING (20%)		Input (HR)						FCDO (FTEs)		Consortium (FTEs)		Others (FTEs)

				RISK RATING		Inputs (£)						FCDO(£)		Consortium (£)		Others (£)		FCDO share (%)





				OUTPUT 6		Output Indicator		Notes relating to any changes/ revisions				Year 1 - July 2019		Year 2 - July 2020		Year 3 - July 2021		Year 4 - July 2022		Year 5- July 2023		Assumptions		Means of verification

				Programme evidence and learning - including highly marginalised girls' own voices and experiences - are shared with key decision-makers at district and national level 		OP.6.1 - # of learning products produced through research studies / project monitoring		Same Indicator 		Wider Sector		Target:0		Target: 1		Target: 1		Target: 4 Learning Products Produced		Target: 3 Learning Products 		Civil society is engaged and interested in SAGE project learning 		OP.6.1 – Quarterly Review: SAR

												Actual: 0		Actual: 1		Actual: 1		Actual		Actual:

												Definition:



						OP.6.2 - # of learning events with district and national decision-makers		Same Indicator 		Wider Sector		Target:0		Target: 1		Target: 1		Target: 4 Learning Events Conducted		Target: 3 Learning Events 		Civil society is engaged and interested in SAGE project learning 		OP.6.1 – Quarterly Review: SAR 

												Actual: 0		Actual: 1		Actual: 3		Actual		Actual:

												Definition:



				IMPACT WEIGHTING (5%)		Input (HR)						FCDO (FTEs)		Consortium (FTEs)		Others (FTEs)

				RISK RATING		Inputs (£)						FCDO(£)		Consortium (£)		Others (£)		FCDO share (%)





										FCDO						Match		TOTAL

						Project Delivery





Indicator Bank

		GEC INDICATOR BANK

		Themes		Definition		Activity Examples		Example indicators (non-exhaustive)		Aspects of quality to include in monitoring (non-exhaustive)		Source

		Continuation of teaching and learning				Remote learning, continuous professional development and support for teachers, household engagement in learning, assessment for learning, TLM provision, making ministry or project resources available		Assessment of access options (radio, internet, phone etc) available to beneficiaries has been carried out 		Inclusion factored into the assessment

								Number of learning packs distributed (direct and indirect beneficiaries)		Curricula, textbooks and other learning materials are inclusive, conflict-sensitive, gender-transformative, promote SEL and PSS etc

								Number of beneficiaries receiving equipment or adapted learning material to facilitate access 		adherence to quality principles for digital materials; 		FM

								Number of teachers and facilitators participating in professional development 		ability of teachers to respond to differing needs using remote methodologies; 

								Number of teachers trained in distance learning facilitation		teachers report increased understanding 

								Number of teachers and other education personnel benefitting from relevant professional development according to assessed needs		teacher satisfaction and confidence in delivering the remote sessions;		INEE

								% of females among teachers/administrators trained 		Training is relevant to the role		INEE

								Curriculum or learning materials are approved by national authorities or compatible with national system curricula		Learning material matched to previous needs assessments of beneficiaries

								# of peer support activities		% of beneficiaries who feel connected with others

								proportion of learners with access to necessary technology to access learning		the extent to which beneficiaries actively engage with material when they 'attend';

								(For digital) Average hours spent accessing learning technology		motivation levels of girls/teachers		FM

								Number of caregivers informed about learning material/access options. 		beneficiaries’ and caregivers' views and value attached; 		FM

								Number of caregivers informed about ways to support beneficiary learning at home		community-related attitudes towards the intervention		FM

								Number of participatory radio/TV/online broadcasts published		Relevance of content to the target group

								# of beneficiaries who reportedly listen to at least 50% of the radio education program broadcasts either from home or in listening groups		% of beneficiary listeners who report engagement and learning during the sessions		Relief Web

								% beneficiary engagement with learning intervention		extent to which gender and inclusion are reflected in the materials and approaches; 

								System to formatively assess learning of beneficiaries in place 		
self-awareness of teachers to their own strengths and areas for improvement; 		FM

		Return to school/ learning centres				Enrolment campaigns, catch-up classes etc., strategic approaches to building back better, close engagement with ministry officials locally		Number of beneficaries regularly attend catch-up classes (define regular)		Those attending include the most marginalised sub-groups of GEC target group

								Number of beneficaries reached with enrolment/back to school campaigns		Extent to which enrollment campaigns are inclusive 

								proportion of beneficiaries and of caregivers who report that enrollment campaigns influenced their decision to re-enroll		Appropriateness of enrollment campaign content

								proportion of previously enrolled students who re-enroll into school/learning centres		
Relevance of catch-up classes to the curriculum exposure lost during lockdown

								# of caregivers reached with enrolment/back to school campaigns		Community attitudes towards re-enrollment

								# of beneficiaries who report that they feel it is safe to attend/re-enroll in their re-opened school/learning centre		Girls understanding of safety/hygiene measures when re-enrolling back in school/learning centres

								# of caregivers who report they have received sufficient information on how to re-enroll their children

								# of caregivers who support their children's attendance in catch-up classes

								# of beneficiaries directly supported to re-enroll in school/learning centres		Quality of instruction and appropriateness of level 

								# of government officials trained to assess schools are appropriately safe for re-opening (following appropriate WHO and gvt guidelines)		Government and teacher self reported awareness of their knowledge of hygiene and safety measures

								# of project schools and community-based learning centres that have been deemed safe for return by government officials (following appropriate WHO or gvt guidelines)		Community involvement in assessing safety of schools and learning centres prior to re-opening

								# of project schools and community-based learning centres that have developed a return to school strategy		Community involvement in developing the strategy; appropriateness of strategy

								# of schools/learning centres with strategies in place to track attendance, maximise retention and follow up on irregular attendance		Appropriateness of strategy

								# of teachers trained in wellbeing and social/emotional skills		Quality of training; targeting of teachers

								# of teachers trained on school and classroom hygiene and virus protection practices		Quality of training; targeting of teachers

								# of beneficiaries with access to a safe community-based learning centre (disaggregated by disability as a minimum)		Catch up classes are pitched at the right level of learning needs

								Use of catch up classes		teachers have training and materials for catch up classes

								# of beneficiaries who can reach a safe school within their community (disaggregated by disability as a mininum)		Includes the most marginalised girls

		Wellbeing and Resilience				Supporting social and emotional learning; developing coping skills; life skills; training for community mobilisers		Number of beneficiaries that complete well-being and/or resilence skills development course 

(Examples of course themes include: SEL/PSS/ risk awareness/ environmental education/ conflict prevention)		Girls'views on the relevance of the course to their lives/context

Girls are able to identify ways in which acquired life skills can help them build their resilience

Girls report positive and supportive interactions in key relationships

								Number of community mobilisers that successfully complete C-19 outreach training		Community mobilisers views on their ability to teach PSS/SEL effectively 

								Number of community mobilisers that successfully complete C-19 outreach training		Community mobilisers report feeling confident in their ability to teach effectively 
Monitor listening in on lesson confirms community mobilisers is adminstering course to a satisfactory standard

								Connor-Davidson Resilience Scale (CD-RISC) score		Beneficiaries trained report that their resilience has improved as a result of training 
Beneficiaries trained can provide at least one appropriate example of how they used course to improve their resilence 

								Brief Resilience Scale (BRS) score		Beneficiaries trained report that their resilience has improved as a result of training 
Beneficiaries trained can provide at least one appropriate example of how they used course to improve their resilence 



								The Resilience Scale (TRS) score

								The Warwick-Edinburgh Mental Wellbeing Scales (WEMWBS) score

								Number of beneficiaries reached with psychosocial materials/resources (adapted or appropriate for COVD19 context)		Girls self-perception of ability to cope with day to day chores and activity

								Number of girls supported through regular/weekly telephone calls from project.		Girls' views on quality of support and guidance received. 

								 Self-care sessions conducted in safe spaces/support groups.		Girls' views on the quality of self-care sessions and materais. 

		Social protection and safety 				Bursaries, health and hygiene interventions, WASH, cash, SRHR services, protection, 
nutrition		Number of beneficaries receiving cash transfers 		Bursaries are at a appropriate level to have impact; targeting is adapted to C-19

								Number of beneficaries receiving bursaries 		The transfers reach the intended beneficiary; targeting is adapted to C-19

								Number of beneficiaries with improved access to a water source		Water source meets WHO C-19 standards

								Number of beneficaries receiving hygiene kits 		Contents of kit are relevant

								Number of beneficaries receiving sanitary packs		Is this pack sufficient to last for prolonged time; is targeting of kits reaching the most marginalised?

								Number of beneficiaries receiving dry food rations		nutritional value of the rations; targeting reaches the most marginalised girls

								Number of hygiene facilities renovated in accordance with country and WHO guidelines		Does the community believe the facility pereceived as safe for use students and teachers/other staff?

								Number of beneficiaries reached with COVID-19 messaging aligned with Government and WHO guidelines 		Are members of the community putting health messaging into practice and are they disseminate the messages to others?  

								% of girls with access to SRHR services		Access is equitable including for most marginalised; services meet the girls' needs

								Number of beneficiaries reached with SRHR messaging		Is the messaging appropriate and accessible, does it follow appropriate guidelines

								Number of girls using VAWG social welfare services		Was the messaging meaningful, understandable and relevant (according to girls, parents, community members)		DFID

								Number of girls reporting GBV		Reporters are representative of the GEC cohort.  Reports are met with appropriate response

								Number of girl beneficiaries married by the age of a)15 or b)18 years of age				World Bank

								Female teenage pregnancy rate

								# and % children in need of child protection who are referred to support services				Bond

								Of high-risk protection cases registered, % that receive at least one service within 48 hours 		The service received is appropriate and of good quality.		Bond

								Number of households supported through financial interventions (VSLA's, bursaries, cash transfers)		The households represent the most marginalised within the GEC target group

								Percentage of girls impacted by traditional initiation activties

		Influencing society and institutions – combatting exclusionary norms				Community awareness-raising, positive community leadership, caregiver participation in learning, advocating and collaboration		# beneficaries reached with education messaging		Girls, including girls with disabilities, are engaging in regular study 

								# beneficaries reached with safeguarding messaging 		Girls' increased sense of safety

								# beneficaries reached with SRH messaging		Quality of messaging: consistent with GEC safeguarding advice

								# of messages delivered (of different types?)		Relevance of messages to target delivery group(s)

								Usage time and (or) frequency of viewership by caregiver or community leadership (for digital content)		Relevance of content

								# of virtual/ e meetings held by CAP members		Engagement of participants; actions resulting from meetings

								Individual or collective actions by community members		Appropriateness of actions; aligns with other local actions; gender breakdown of those taking action

								% of children receiving case management support who have their case plan developed within X weeks of the initial assessment		Quality of case plan: comprehensive, responds to needs, consistent.		IRC

								Community leadership has conducted a community safety audit during this period, % that took specific actions to address risks		Appropriateness of actions; quality of safety audit		IRC

								Of high-risk protection cases registered, % that receive at least one service within 48 hours 		Quality of service provided		IRC

								# and % of community members who state that they would feel safe reporting a suspected incident of violence/abuse against children		Gender breakdown of +ve responses		Bond

								# and % of parents/caregivers who monitor and support children’s learning at home		Nature of support (appropriate level, length of time, well-informed and supported)		Bond

								# and % of parents/caregivers who support children’s development at home		Nature of support (appropriate level, length of time, well-informed and supported)		Bond

								# of local community leaders promoting awareness raising messages about the value of education for girls and boys		Quality of content; appropriate timing and targeting; GESI sensitive		Bond

								# of community groups who respond/engage/participate?		Quality of response/engagement/participation - is it appropriate, relevant, equitable, inclusive?
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FM-GEC Logframe IO wording

				IO 1: Good social norms		Positive change in attitudes and perceptions re: girls' edu and return to school

				IO 2: Good econ opp		Positive change in financial barriers to education

				IO 3: Supply of education		Improved supply of formal or non-formal education for girls

				IO 4: Good teaching		Effective teaching, facilitating or support to learning 

				IO 5: Good content		Effective content to support learning (ie., packs, books, radio lessons)

				IO 6: Good management		Effective management of formal/non-formal learning spaces (school, learning centre, study group)

				IO 7: No GBV		Improvement to reporting, prevention, management of all forms of GBV

				IO 8: Good confidence		Improvement of girls’ self-esteem, self-efficacy, self-confidence

				IO 9: Sustained good effects		Improvement in individual, community, school, system-level sustainability





Logframe (Old)



				ORGANISATION NAME		Plan International UK 

				PROJECT NAME		Supporting Adolescent Girls' Education (SAGE) 



				OUTCOME		Outcome Indicator 1				Baseline		Milestone 1		Milestone 2		Target (date)		Assumptions and Risks

				Marginalised girls have significantly improved learning outcomes and have transitioned to education, training, or employment.		Number of marginalised girls supported by GEC with improved learning outcomes.
(Boys with improved learning outcomes can be tracked as secondary beneficiaries)		GIRLS - Planned										The political  situation remains sufficiently stable  for the project to continue operation 

Political will of government to work in partnership with INGOs is maintained

National- and district-level education officials remain supportive of the programme as a whole 

Community engagement and mobilization efforts are sufficient to mitigate resistance, stimulate demand for education, and enable girls’ participation in all components of the programme





								21780		Source

										Literacy + numeracy + life skills/SRH knowledge. Data captured through project external evaluations (Baseline, Midline and Endline), with life skills measured as an additional learning outcome through annual KAP survey administered to CoC participants as part of project monitoring.


						Outcome Indicator 2.1				Baseline		Milestone 1		Milestone 2		Target (date)

						Number of marginalised girls who have transitioned into formal or informal education programmes.
(Boys with improved transition can be tracked as secondary beneficiaries)		GIRLS - Planned

								15246		Source

										Survival Rates using Enrolment, attendance and drop out data from household surveys and attendance spot-checks (Baseline, Midline, and Endline). SMS attendance monitoring system will provide a secondary mode of collecting dropout data. These two modes will be analysed side-by-side and cross-checked against each other.


						Outcome Indicator 2.2				Baseline		Milestone 1		Milestone 2		Target (date)

						Number of marginalised girls who have transitioned into vocational training relevant to the pursuit of their career
(Boys with improved transition can be tracked as secondary beneficiaries)		GIRLS - Planned

								6534		Source

										Data from household surveys (Baseline, Midline, and Endline) as well as proposed SMS attendance monitoring system (with ISOP instructors equipped with smartphones to scan attendees and track transition outcomes) + qualitative interviews with girls who have made 'successful' transitions and with girls who have not made successful transitions.



						Outcome Indicator 2.3				Baseline		Milestone 1		Milestone 2		Target (date)

						Number of marginalised girls who have transitioned into safe, fairly-paid employment or self-employment
(Boys with improved transition can be tracked as secondary beneficiaries)		GIRLS - Planned

								2178		Source

										Data from household surveys (Baseline, Midline, and Endline) + qualitative interviews with girls who have made successful transitions and with girls who have not made successful transitions.


						Outcome Indicator 3				Baseline		Milestone 1		Milestone 2		Target (date)

						Project can demonstrate that the changes it has brought about which improve learning and transition are sustainable.		Planned

										Source								RISK RATING

										More information will be provided in project Sustainability Plan. See application Section F for suggested indicators and measurement strategies. 

				INPUTS (£)		DFID (£)				Govt (£)		Other (£)		Total (£)		DFID SHARE (%)

						8,655,291.52				- 0		961,695.37		9,616,986.89		90%

				INPUTS (HR)		DFID (FTEs)





				INTERMEDIATE OUTCOME		Intermediate Outcome Indicator 1.1				Baseline		Milestone 1		Milestone 2		Target (date)		Assumptions & Risks

				1. OOS adolescent girls regularly attend high-quality, accelerated learning sessions in Community-Based Learning Hubs 		Improvement in marginalised girls' attendance in Community Learning Hubs (weighted average percentage)
		GIRLS - Planned										Community engagement and mobilization efforts are sufficient to mitigate resistance, stimulate demand for education, and enable girls’ participation in all components of the programme

Project efforts to create an inclusive and accessible learning environment for marginalised girls are sufficient

Relevant national- and district-level child protection officials remain supportive of efforts to work through and strengthen community-based protection mechanisms  

Improvements in household economic security are not undermined by significant economic shocks

Civil society appetite for joint advocacy work is maintained









								19602		Source

										Daily attendance data collected through SMS attendance monitoring system + spot checks and head counts during quarterly visits by staff (both project and MoE) 
 + External Baseline, Midline, Endline

						Intermediate Outcome Indicator 1.2 				Baseline		Milestone 1		Milestone 2		Target (date)

						#/% of Community Educators demonstrating application of inclusive, gender responsive pedagogy in classroom practice 		Planned

								262		Source

										During annual visits: data captured through observations of Learning Hub sessions (with Learning Hub Observation Tool) + External Baseline, Midline, Endline




						Intermediate Outcome Indicator 1.3				Baseline		Milestone 1		Milestone 2		Target (date)

						#/% of girls enrolled in Community Hubs reporting who are satisfied with the learning support they receive & increase in average or median degree of satisfaction

								19602		Source

										 During annual visits: data captured through administration of School Scorecard Tool to measure satisfaction with learning support + External Baseline, Midline, Endline

						Intermediate Outcome Indicator 2.1				Baseline		Milestone 1		Milestone 2		Target (date)

				 2. OOS adolescent girls have increased self-efficacy and life skills		#/% of marginalized girls demonstrating improved self-efficacy		Planned

								19602		Source

										During annual visits: data captured through KAP survey with girls, using validated General Self Efficacy Scale (Schwarzer and Jerusalem, 1995) + External Baseline, Midline, Endline

						Intermediate Outcome Indicator 2.2				Baseline		Milestone 1		Milestone 2		Target (date)

						#/% of marginalized girls/boys demonstrating improved knowledge, attitudes, and practices on gender and SRHR 		Planned

								19602		Source

										Pre-/post-tests from CoC participants using verified Gender Norm Attitudes Scale (Waszak, Severy, Kafafi, and Badawi, 2000) + verified Gender Equitable Men Scale (Barker, Nascimento, Pulerwitz, Ricardo, Segundo, and Verma, 2006) + SRH knowledge index (to be developed) 
+ External Baseline, Midline, Endline 

						Intermediate Outcome Indicator 3.1				Baseline		Milestone 1		Milestone 2		Target (date)

				3. Adolescent girls and their families acquire skills and have increased access to financial resources 

		#/% of older adolescent girls (15-19) participating in VSLAs who report improved access to financial resources 		Planned

								8712		Source

										During annual visits: data captured through VSLA monitoring tool (to be developed) 
+ External Baseline, Midline, Endline

						Intermediate Outcome Indicator 3.2				Baseline		Milestone 1		Milestone 2		Target (date)

						#/% of adult female VSLA participants who feel that meeting education/training expenses has been made easier		Planned

								8712		Source

										During annual visits: data captured through VSLA monitoring tool (to be developed) 
+ External Baseline, Midline, Endline

						Intermediate Outcome Indicator 3.3				Baseline		Milestone 1		Milestone 2		Target (date)

						#/% of older adolescent girls (15-19) who participated in ISOP training who report increased confidence in their vocational skills 		Planned

								8712		Source

										During annual visits: data captured through VSLA monitoring tool (to be developed) 
+ External Baseline, Midline, Endline

						Intermediate Outcome Indicator 4.1				Baseline		Milestone 1		Milestone 2		Target (date)

				 4. Communities adopt more positive gender attitudes and are mobilized to support and protect girls		#/% of community members demonstrating improved gender attitudes, demonstrating increased mean/median attitudes on selected scales		Planned

								14000		Source

										During annual visits: data captured through household surveys, with verified Gender Norm Attitudes Scale and  Gender Equitable Men Scale + External Baseline, Midline, Endline

						Intermediate Outcome Indicator 4.2				Baseline		Milestone 1		Milestone 2		Target (date)

						#/% of children who are aware of protection mechanisms and who would report violence/abuse 		Planned

								20691		Source

										During annual visits: data captured through household surveys + External Baseline, Midline, Endline   

						Intermediate Outcome Indicator 4.3				Baseline		Milestone 1		Milestone 2		Target (date)

						% of girls citing a social/cultural barrier as a reason for non-access to/ completion of education		Planned

								2178		Source

										During annual visits: data captured through household surveys + External Baseline, Midline, Endline   

						Intermediate Outcome Indicator 5.1 				Baseline		Milestone 1		Milestone 2		Target (date)

				 5. Strong and active partnerships are formed with Ministry officials and other civil society actors to advocate for more inclusive, gender-responsive education policies
		#/% of Ministry officials aware of Girls' National Education Forum & who approve of its work 		Planned

								1044		Source

										During annual visits: data captured through Key Informant Interviews with Ministry officials

						Intermediate Outcome Indicator 5.2 				Baseline		Milestone 1		Milestone 2		Target (date)

						# of new initiatives taken by Ministry officials aligned to Girls' National Education Forum joint advocacy goals 		Planned

								4		Source								RISK RATING

										During annual visits: data captured through Key Informant Interviews with Ministry officials + independent Endline audit (desk review) of Ministry initiatives.

				INPUTS (£)		DFID (£)				Govt (£)		Other (£)		Total (£)		DFID SHARE (%)

						8,655,291.52						961,695.37		9,616,986.89		90%

				INPUTS (HR)		DFID (FTEs)





				OUTPUT 1		Output Indicator 1.1				Baseline		Milestone 1		Milestone 2		Target (date) 		Assumptions & Risks

				OOS adolescent girls are able to access high-quality accelerated learning programmes through Community-Based Learning Hubs (CBLHs) 		#/% of OOS adolescent girls who are satisfied with the Community Hub learning environment in terms of accessibility and safety		Planned										Project efforts are sufficient to create an inclusive and accessible learning environment are sufficient

Appropriate facilities to serve as CBLHs can be identified in all project communities 

								20691		Source

										 During annual visits: data captured through administration of School Scorecard Tool to measure satisfaction with learning environment + External Baseline, Midline, Endline

						Output Indicator 1.2				Baseline		Milestone 1		Milestone 2		Target (date)

						# of Community-Based Learning Hubs established and fit for purpose 		Planned

								132		Source

										During annual visits: Community Hub Infrastructure Assessment Tool (observational checklist)

				IMPACT WEIGHTING (%)		Output Indicator 1.3				Baseline		Milestone 1		Milestone 2		Target (date)

				20%				Planned

										Source								RISK RATING



				INPUTS (£)		DFID (£)				Govt (£)		Other (£)		Total (£)		DFID SHARE (%)

						1,880,489.00						252,610.69		2,133,099.69		88%

				INPUTS (HR)		DFID (FTEs)







				OUTPUT 2		Output Indicator 2.1				Baseline		Milestone 1		Milestone 2		Target (date) 		Assumptions & Risks

				Community educators and formal sector NFE mentors are trained and supported to employ inclusive, gender-responsive teaching strategies  		#/% of educators demonstrating improved knowledge and understanding of inclusive, gender responsive pedagogy (disaggregated by Community Educators and NFE mentors)		Planned										Training and support package is sufficient to equip Community Educators to deliver high-quality, inclusive, gender-responsive learning

Incentive structures are sufficient to attract and retain Community Educators 

Absence/turnover among Community Educators can be mitigated by training up Learning Assistants 

NFE mentors at formal schools remain committed to the programme

Incentive structures and support are sufficient to motivate NFE mentors  

								264 Community Educators
80 NFE mentors		Source

										Pre-post tests from Community Educator and NFE mentor training 


						Output Indicator 2.2				Baseline		Milestone 1		Milestone 2		Target (date)

						#/% of Community Educators who show improvement on learning exams 		Planned

								264		Source

										Data captured through teacher learning examinations during Baseline, Midline and Endline

						Output Indicator 2.3				Baseline		Milestone 1		Milestone 2		Target (date)

						#/% of Community Educators who are satisfied with their roles and the support they receive		Planned

										Source

								264		During annual visits: Teacher satisfaction survey tool (to be developed)




				IMPACT WEIGHTING (%)		Output Indicator 2.4				Baseline		Milestone 1		Milestone 2		Target (date)

				10%		#/% of Community Educators 'regularly' attending reflection sessions		Planned

								264		Source								RISK RATING

										Attendance records from reflection sessions kept by NFE Mentors using SMS-based attendance system 


				INPUTS (£)		DFID (£)				Govt (£)		Other (£)		Total (£)		DFID SHARE (%)

						3,755,186.44				0		199,896.75		3,955,083.19		95%

				INPUTS (HR)		DFID (FTEs)





				OUTPUT 3		Output Indicator 3.1				Baseline		Milestone 1		Milestone 2		Target (date) 		Assumptions & Risks

				Adolescent girls and boys are supported to learn about and discuss life skills and their SRHR 		#/% of girls/boys who complete the Champions of Change (CoC) curriculum journey		Planned										Training and support package is sufficient to equip CoC facilitators to deliver high-quality sessions

Adolescents can be recruited and retained to participate in the CoC programme


								Girls: 21780
Boys: 2640		Source

										CoC attendance records kept by CoC facilitators using SMS-based attendance system

						Output Indicator 3.2				Baseline		Milestone 1		Milestone 2		Target (date)

						#/% of trained CoC facilitators demonstrating positive knowledge and attitudes on gender and SRHR 		Planned

								132		Source

										Pre-/post-test scores from CoC facilitator training 

				IMPACT WEIGHTING (%)		Output Indicator 3.3				Baseline		Milestone 1		Milestone 2		Target (date)

				20%				Planned

										Source								RISK RATING



				INPUTS (£)		DFID (£)				Govt (£)		Other (£)		Total (£)		DFID SHARE (%)

						464,143.85				0		94,118.96		558,262.80		83%

				INPUTS (HR)		DFID (FTEs)







				OUTPUT 4		Output Indicator 4.1				Baseline		Milestone 1		Milestone 2		Target (date) 		Assumptions & Risks

				Adolescent girls and their families are supported to participate in VSLAs and skills development opportunities 
		#/%  of adult females enrolled in VSLAs reporting increased skills in basic financial planning and management		Planned										Work with community leaders/men's groups is sufficient to ensure that participating women and older adolescents are able to keep control over income and influence household allocation of resources toward girls' education.

ISOP offers training in viable, locally relevant vocations  

								3300		Source

										During annual visits: data captured through VSLA monitoring tool (to be developed) for girls aged 15-19 
+ External Baseline, Midline, Endline

						Output Indicator 4.2				Baseline		Milestone 1		Milestone 2		Target (date)

						#/% of older adolescent girls (age 15-19)  enrolled in VSLAs reporting increased skills in basic financial planning and management		Planned

								3357		Source

										During annual visits: data captured through VSLA monitoring tool (to be developed) for girls aged 15-19 
+ External Baseline, Midline, Endline

				IMPACT WEIGHTING (%)		Output Indicator 4.3				Baseline		Milestone 1		Milestone 2		Target (date)

				25%		#/% of older adolescent girls (age 15-19) enrolled in ISOP vocational training who complete the programme and receive a certificate 		Planned

								6500		Source								RISK RATING

										During annual visits: data captured through VSLA monitoring tool (to be developed) for girls aged 15-19 
+ External Baseline, Midline, Endline

				INPUTS (£)		DFID (£)				Govt (£)		Other (£)		Total (£)		DFID SHARE (%)

						1,073,938.19				0		197,021.65		1,270,959.84		84%

				INPUTS (HR)		DFID (FTEs)





				OUTPUT 5		Output Indicator 5.1				Baseline		Milestone 1		Milestone 2		Target (date) 		Assumptions & Risks

				Adolescent and adult champions of gender equality engage others in their communities in dialogue on girls' rights 		#/% of young women/young men who feel listened to in community decision-making processes 		Planned										Community leaders are willing to engage in intergenerational dialogue with young people. 
Community engagement and mobilization efforts are sufficient to support shifts in attitudes and practices. 
Adult men can be recruited and retained to participate in Men's groups.
Child protection structures exist and can be strengthened in all target communities. 
Relevant national- and district-level child protection officials remain supportive of efforts to work through and strengthen community-based protection mechanisms.  


								Source

								17424		During annual visits: data captured through community monitoring tool

						Output Indicator 5.2				Baseline		Milestone 1		Milestone 2		Target (date)

						
#/% of communities that have made commitments to combat child marriage and/or support girls' education following the intergenerational dialogue process		Planned

								Source

								120		During annual visits: data captured through community monitoring tool

				IMPACT WEIGHTING (%)		Output Indicator 5.3				Baseline		Milestone 1		Milestone 2		Target (date)

				20%		#/% of adult men enrolled in Men's groups demonstrating positive knowledge, attitudes, and practices on gender equality 		Planned

								Source

								1200		During annual visits: data captured through household surveys, with verified Gender Norm Attitudes Scale and  Gender Equitable Men Scale + External Baseline, Midline, Endline

						Output Indicator 5.4				Baseline		Milestone 1		Milestone 2		Target (date)

						#/% of trained CBCPC members demonstrating improved knowledge and attitudes around child-friendly, inclusive, gender-sensitive approaches to protection		Planned

								Source										RISK RATING

								1188		Pre-/post test scores from trainings for CBCPC members

				INPUTS (£)		DFID (£)				Govt (£)		Other (£)		Total (£)		DFID SHARE (%)

						587,775.73				0		85,746.98		673,522.71		87%

				INPUTS (HR)







				OUTPUT 6		Output Indicator 6.1				Baseline		Milestone 1		Milestone 2		Target (date) 		Assumptions & Risks

				Programme evidence and learning - including girls' own voices and experiences - are shared with key decision-makers at district and national level 		# of learning products produced from participatory research process		Planned										Civil society is engaged and interested in SAGE project learning 

								Source

								4		During annual visits: data captured from consortium output reports


				IMPACT WEIGHTING (%)		Output Indicator 6.2				Baseline		Milestone 1		Milestone 2		Target (date)

				5%		# of sector learning events held to share evidence and learning from the SAGE project 		Planned

								Source										RISK RATING

								4		During annual visits: data captured from consortium output reports and minutes of events 

				INPUTS (£)		DFID (£)				Govt (£)		Other (£)		Total (£)		DFID SHARE (%)

						893,758.32				0		132,300.34		1,026,058.66		87%

				INPUTS (HR)		DFID (FTEs)



						DFID 						Match		TOTAL

				Project Delivery		8,655,291.52						961,695.37		9,616,986.89
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Barriers

Activities

Output

Intermediate 

outcome

Outcome

Sustainability

Communities adopt more positive gender attitudes and are mobilized to support and protect girls 

Non-gender responsive education policies 

Policies are not informed by or responsive to girls’ experiences and needs

Distance 
Long distances to school + lack of safety in transit





Discriminatory religious, social, and gender norms

Discriminatory norms and attitudes that undervalue girls and constrain their opportunities

Strong and active partnerships are formed with Ministry officials and other civil society actors to advocate for more inclusive, gender-responsive education policies

Learning

Highly marginalised adolescent girls regularly attend high-quality, accelerated learning sessions 



Poor quality school infrastructure 
Schools are often not girl-friendly or accessible for girls with disabilities

Assumed causal link:  If girls regularly attend accessible, community-based learning sessions, staffed by well-trained and supportive Community Educators, they will attain desired learning outcomes. Girls’ acquisition of life skills and improved self-efficacy and confidence will also in turn contribute to and support their learning. 

Evidence base: Strong* 











Quality of instruction 

Under-qualified teachers not adequately trained in their subject matter or in inclusive, gender-responsive teaching strategies 

Low perceived value of education 
Poor quality of instruction, limited employment opportunities, and traditional gender roles and expectations contribute to negative perceptions of the value of education for girls.

 Highly marginalised adolescent girls have increased self-efficacy and life skills 

Transition

Time poverty 
Domestic burdens limit girls' time to study or attend education/training





Economic barriers

High cost associated with schooling/training present significant economic barriers to girls seeking to access education and training

Highly marginalised adolescent girls have improved levels of market relevant livelihood skills

OOS adolescent girls are able to access high-quality accelerated learning programmes

Community educators & formal sector NFE mentors are trained and supported to employ inclusive, gender-responsive teaching strategies  

Adolescent girls and boys are supported to learn about and discuss life skills and their SRHR 

Inclusive, accelerated learning materials developed

Provision of school supplies

Childcare support organized

Engagement with parents and local/religious leaders to challenge stigma and enable girls’ participation

Training for community educators and formal sector NFE mentors  on inclusive, gender-responsive teaching strategies 

Ongoing follow-up support and continuing professional development for community educators and formal sector NFE mentors 

Champions of Change: parallel modules for adolescent boys and girls to address issues around healthy relationships, GBV, SRHR (including MHM), etc. 

Engagement with parents and local/religious leaders to enable adolescents' participation

Adolescent girls and their families are supported to participate in skills development opportunities 

Information and support sessions on opportunities and transition options 

Support to register with formal schools for girls who wish to re-enrol

Community-based vocational training provided through the Ministry of Youth’s Integrated Skills Outreach Programme

Mentorship from local female businesswomen

Apprenticeships with local businesses

 

Adolescent and adult champions of gender equality engage others in their communities in dialogue on girls' rights 



Intergenerational dialogues involving young people and community decision-makers

Youth-led community awareness raising on gender equality and the value of  education for all girls 

Men's groups for husbands/fathers of adolescent girls led by champions of positive masculinity 

Training and capacity-building for community-based child protection committees

 

Programme evidence and learning - including girls' own voices and experiences - are shared with key stakeholders at district and national level.



Participatory girl-led research 

Partnerships/alliances with other civil society organizations

Leading contribution to the Girls' National Education Forum

District-level and national-level Girls’ National Education Forum conferences held, involving key civil society and Ministry stakeholders  

 

Gender-based violence and harmful practices 
High rates of early marriage and early pregnancy due to cultural and religious norms, prevalence/acceptance of sexual violence, transactional sex, limited knowledge of SRHR, etc. 

Stigma around young mothers and girls with disabilities
Stigma and shame among parents and among girls themselves prevent young mothers and girls with disabilities from accessing opportunities 

Limited skills development opportunities 

Those with low educational attainment, limited economic resources, and/or mobility constraints have few options available to them. 

Limited opportunities for adolescents to learn about and discuss their SRHR

Lack of coordination among civil society actors interested in supporting girls’ education 

Limited opportunities for community-level dialogue and discussion on gender issues 

Weak community-level protection mechanisms Community-based protection mechanisms are often inactive and/or insufficiently child-friendly and gender responsive. 

Cross-Cutting

Barriers



Assumptions:

Community engagement and mobilization efforts are sufficient to mitigate resistance, stimulate demand for education, and enable girls’ participation in all components of the programme

Training and incentive structures are sufficient to support and retain Community Educators 

Learning progress and youth economic empowerment are not undermined by significant economic shocks

National- and district-level education officials remain supportive of the programme as a whole 

Relevant national- and district-level child protection officials remain supportive of efforts to work through and strengthen community-based protection mechanisms  

Political will of government to work in partnership with INGOs is maintained

The political  situation remains sufficiently stable  for the project to continue  operation 

Movement restrictions and renewed health standards required to mitigate impact of COVID-19 can be adapted to. The programme always anticipates being able to resume face to face contact and that phone/home-based learning will be continuable even in most extreme lockdowns.





Assumed causal link: If girls have improved skills, access to financial resources, and information about available opportunities – as well as improved financial and emotional support from their families – they will be able to transition into further formal or informal education, training, or (self-)employment, as they desire. 

Evidence base: Promising

Assumed causal link: If communities adopt more positive and supportive attitudes toward girls’ education, and if the larger policy environment is made more responsive to girls’ needs, girls will enjoy a more enabling environment that supports their education, and project impacts will be sustained.  

Evidence base: Promising

*In assessing the evidence base to support the intervention design, we have adopted the following classification system: 

Strong – A number of rigorous studies, including randomized control trials, from several country contexts point to strong evidence of impact 

Promising – Fewer and/or less rigorous studies are available, but data still suggests promising evidence of impact

More research needed – Limited rigorous evidence is currently available to support the efficacy of this intervention

Evidence is drawn from systematic and literature reviews on girls’ education , women’s economic empowerment, and child protection programming. Please see Section C Q1b for more detail. 

Attitude

Conservative religious attitudes prevent open discussion about SRHR’ 
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Literacy (EGRA led)

		EGRA				SAGE

		Task		Name		Task		Name

		Task 1		Letter sound identification		Subtask 2		Letter/sound knowledge

		Task 2		Familiar word reading		Subtask 3		Word reading

		Task 3a		Oral reading fluency (short story)		Subtask 5		Short passage reading

		Task 3b		Reading comprehension (short)		Subtask 6		Comprehension

		Task 4a		Oral reading fluency (long)

		Task 4b		Reading comprehension (long)

		Task 5		Listening comprehension		Subtask 1		Speaking and listening

						Subtask 4		Reading: picture reading

						Subtask 7		Writing





Numeracy (EGMA led)

		EGRA				SAGE

		Task		Name		Task		Name

		Task 1		Number recognition		Subtask 1		Counting 

						Subtask 2		Number recognition

		Task 2		Quantity discrimination		Subtask 4		Comparing and ordering numbers

		Task 3		Missing numbers		Subtask 3		Missing numbers

		Task 4.1		Addition (level 1)		Subtask 6		Addition (blue)

		Task 4.2		Addition (level 2)		Subtask 6		Addition (pink and yellow)

		Task 5.1		Subtraction (level 1)		Subtask 7		Subtraction (blue)

		Task 5.2		Subtraction (level 2)		Subtask 7		Subtraction (pink and yellow)

		Task 6		Word problems

						Subtask 5		Place value

						Subtask 8		Multiplication

						Subtask 9		Division





Comparison

		Baseline assessment (EGRA/EGMA)				Cohort C1A - Baseline

tc={8FDC88ED-9522-4AFD-93FC-4A15A27F5AE9}: [Threaded comment]

Your version of Excel allows you to read this threaded comment; however, any edits to it will get removed if the file is opened in a newer version of Excel. Learn more: https://go.microsoft.com/fwlink/?linkid=870924

Comment:
    From Table 17A: Foundational literacy skills, C1A, GEC LNGB Baseline Evaluation Report p66								SAGE Assessments				Initial Progress Assessment (IPA)								Mid Progress Assessment (MPA)

						Non-learner 0%		Emergent learner 1-40%		Established learner 41-80%		Proficient learner 81-100%						NS
%		Blue
%		Pink
%		Yellow
%		NS
%		Blue
%		Pink
%		Yellow
%				This data is a snapshot of the girls in each learner category for specific subtasks at the Baseline, the Initial Progress Assessment and the Mid Progress Assessment points. It is not tracking the progress of a specific cohort. 
Baseline: n = 459, IPA: n=756, MPA: n=2713

						NS
%		Blue
%		Pink
%		Yellow
%

		Task 1		Letter sound identification		29		20		34		17		Subtask 2		(2) Letter/sound knowledge		16		37		25		22		6		30		36		27

		Task 2		Familiar word reading		18		11		11		61		Subtask 3		(3) Word reading		19		32		30		19		6		10		29		55

		Task 3a		Oral reading fluency (short story)		24		12		23		41		Subtask 5		(5) Short passage reading		29		19		34		18		8		5		16		70

		Task 3b		Reading comprehension (short story)		42		28		20		11		Subtask 6		(6) Comprehension		19		11		48		21		6		5		44		45

		Task 4a		Oral reading fluency (long story)		25		15		24		36																										Literacy: word reading

		Task 4b		Reading comprehension (long story)		48		24		18		10																										NS
%		Blue
%		Pink
%		Yellow
%

		Task 5		Listening comprehension		38		36		19		7		Subtask 1		(1) Speaking and listening		3		8		54		35		4		5		52		38				Baseline		18		11		11		61

														Subtask 4		(4) Reading: picture reading																				IPA		19		32		30		19

														Subtask 7		(7) Writing																				MPA		6		10		29		55

		Task 1		Number recognition		3		8		17		71		Subtask 1
Subtask 2		(1) Number sense: counting
(2) Number sense: number recognition		21		19		34		26		9		13		32		46

		Task 2		Quantity discrimination		8		6		21		64		Subtask 4		(4) number sense: comparing and ordering numbers		28		30		25		16		15		18		25		43						Numeracy: Number recognition

		Task 3		Missing numbers		11		27		54		8		Subtask 3		(3) Number sense: missing numbers		21		25		37		17		11		20		26		43						NS
%		Blue
%		Pink
%		Yellow
%

		Task 4.1		Addition (level 1)		8		7		20		64		Subtask 6		(6) Number operations: addition		21		18		36		25		16		9		24		51				Baseline		3		8		17		71

		Task 4.2		Addition (level 2)		14		15		31		40		Subtask 6		(6) Number operations: addition																				IPA		21		19		34		26

		Task 5.1		Subtraction (level 1)		8		12		28		51		Subtask 7		(7) Number operations: subtraction		25		19		38		19		17		10		27		46				MPA		9		13		32		46

		Task 5.2		Subtraction (level 2)		20		17		34		29		Subtask 7		(7) Number operations: subtraction

		Task 6		Word problems		21		24		24		28

														Subtask 5		(5) Number sense: place value

														Subtask 8		(8) Number sense: multiplication

														Subtask 9		(9) Number sense: division

						C1a, n=459												IPA, n=755								MPA, n= 2713



























From Table 17A: Foundational literacy skills, C1A, GEC LNGB Baseline Evaluation Report p66





Proportion of students by learner category colours  

Word reading 







NS
%	

Baseline	IPA	MPA	17.649999999999999	19	6	Blue
%	

Baseline	IPA	MPA	10.89	32	10	Pink
%	

Baseline	IPA	MPA	10.68	30	29	Yellow
%	

Baseline	IPA	MPA	60.78	19	55	







Proportion of students by learner category colours

Number Recognition



NS
%	

Baseline	IPA	MPA	2.83	21	9	Blue
%	

Baseline	IPA	MPA	8.2799999999999994	19	13	Pink
%	

Baseline	IPA	MPA	17.43	34	32	Yellow
%	

Baseline	IPA	MPA	71.02	26	46	










Bulilima District: Makhulela Hub

Girl-to-girl conversation

The conversation took place in September 2021 with two girls who live in Makhulela, Bulilima District in the Matabeleland South Province. Makhulelela is 130 km from Plumtree town which is 100km from Bulawayo, the second capital of Zimbabwe. This rural area is remote with limited network coverage. The girls attend the SAGE learning hub which is located within the Makhulela primary school.



The two girls in this conversation represent girls in the ‘Youth Mother’ category of the seven sub-groups defined by the SAGE programme. The young women are 18 and 19 years old, and both live with their husbands, one has a child aged 3 years and the other is just over 2 ½ years old.  Both young women live relatively local to their SAGE learning hub, with one travelling 2km and the other 3.5km - both girls walk to the hub.  The girls share a key motivator for them in attending SAGE they would rather bear the burden of the heat when travelling to the hubs than sit at home, as one of them said ‘It was lonely at home.’



In discussion, the girls reveal how the SAGE sessions have taught them new things. They have learned that sports can be taken as a career where you might end up going overseas. [One of the unit stories tells the story of the Gems, the Zimbabwean netball team who featured in the 2019 World Cup.] ‘Think of it, they [The Gems] played in 2019 but we only got to know about them now.’ The girls also reveal how limited access to radio and television can deprive them of access to information. 



The girls go on to reveal how SAGE has improved their numeracy and literacy skills. One of the girls cites that when she started the SAGE sessions, she knew nothing on the topic of fractions, but now she understands better, ‘When we started, I was blank on the topic of fractions, but now I understand better.’  Through their responses, the girls reveal one of the strategies they employed when faced with new and challenging learning.  



One girl says:


I didn’t even know what a fraction was too.



The other agrees:



You hear people saying ‘Fraction’ and you just agree too!

[bookmark: _Hlk94191152]The other girl also says that she is now able to read some English sentences. Though they can read words, understanding their meaning is still a challenge. However, they are so thankful for the translation into the local language which makes learning better for them: ‘All thanks to the translated stories.’  One girl gives a specific example of how the translations have supported her understanding: ‘I don’t think we would be knowing this much if this SAGE project had not come to our place.’   One girl also gives an example of how her numeracy skills can help her in everyday life, ‘You can also know how to handle club money and giving proper change to customers.’

[bookmark: _Hlk94194363]The girls reveal that the literacy and numeracy skills they acquired from the SAGE programme will be used to start their own business.  The girls link their business ideas with the opportunity to make money and provide for their own families, ‘I should not be that child who is always asking for everything from parents.’   In their conversation, one of the girls reveals that she wants to start her own salon business, ‘Hairdressing will help us, soon it will be December Christmas Miss, people want to plait their hair and if you know you can get yourself good money’.   The other girl wants to start beekeeping, ‘If all goes well, I will start keeping bees. It seems honey has money.’



The girls are aware that the COVID-19 pandemic has slowed down their learning process.  In their location of Makhulela, the communication network is a challenge and often only available after midnight, when the girls are asleep.   The girls did not enjoy the switch to the telephone mode of learning and feel it delayed their progress.  

One girl says: 

Don’t mention the issue of phones.  I do not like phone-based learning. 

The other girl agrees: 

It’s difficult to get lessons through the phone. Some of us fall further behind. We find ourselves responding very late to what the Community Educator will have shared long time ago. 

The girls also feel that the pandemic has held back their learning, and because of this their opportunity to move onto the skills training component of the programme (ISOP).  

This Corona has worsened our situation. I usually ask myself when sitting at home what the 	person who invented Corona was thinking.

This person drew us back. We could be far by now.

Imagine we could now be into our skills training (both laugh).



Despite all the challenges posed by COVID-19, the girls enjoyed SAGE sessions, as one of the reveals that she enjoyed Module 1C, particularly the story of Kudzi;


[bookmark: _Hlk94190414]I am inspired by Kudzi in Module 1c. I want to be a businesswoman, now that I have gained confidence in reading, writing and mathematical operations, though I still need to improve on fractions.


When asked about their futures and what they will do beyond SAGE, one girl comments:  

	I look forward to educating others on what I gained from Sage, especially living with people 	with disabilities, like albinos to sit down and chat with them as they are people like us. 

The girls also highlight there has been progression in their learning.

The opportunity to be with the SAGE Project is once in a lifetime, as I can now see where my life is heading to. I still need to learn more, especially reading English.



Much thanks to SAGE. We eventually understood.




Chimanimani District: Chakohwa Hub 

Girl-to-girl conversation





This conversation took place in September 2021 with two girls who live in Chakohwa. The hub they attend is situated in the arid region 5 of Zimbabwe along the Mutare – Birchenough bridge highway. The community of Chakohwa is predominantly made up of small-scale subsistence farmers who survive by growing vegetables for sale alongside the busy highway which is within Chimanimani district’s ward 2 where these two girls are based.



The two girls in this conversation represent girls in the ‘Young Mothers’ category of the seven sub-groups defined by the SAGE programme. Girl 1 lives 2km away from the hub whilst Girl 2 lives 1.5 km away from the hub. They are both married, and Girl 1 is 20 years old whilst Girl 2 is 19 years old. Both have a daughter; Girl 1’s is two years old, and Girl 2’s is a one-year-old. Both share that a key motivator for them in attending SAGE is to be the family bread winner since their husbands are not employed.



The Corona virus induced lockdown greatly affected both young mothers since they were unable to attend face to face SAGE sessions. Girl 2 says: ‘I was unreachable for real because of the Covid 19 pandemic. Things are not well out there’. One impact was that they missed initial lessons that were remotely conducted via the cellphone; these girls did not have access. As time progressed, they were able to convince their husbands to allow them to use their handsets; the husbands agreed demonstrating their support for their wives’ studies. The young mothers hint that they have really missed coming together for the face-to-face sessions with Girl 1 saying: ‘You have been out of sight and too silent for too long’ and Girl 2 ‘I am glad that we are able to meet like this…thanks to SAGE’.



[bookmark: _Hlk94190851]In terms of learning, Girl 2 was grateful that her learning in numeracy enabled her to operate her vegetable vending business effectively drawing on the addition and subtraction skills she had acquired. She said: 



Even myself I learnt a lot from this module even on numeracy because even at the market where I go and sell if you do not know maths, how to add and subtract you can even give someone the wrong change…even more than they should get which can negatively affect a business venture.



Both girls also reveal how SAGE has improved their literacy and in particular helped them to be able to read, write and communicate in English.



Girl 1 is inspired by the story of Kudzai in Module 1 who managed to open a hairdressing salon. She says:



[bookmark: _Hlk94192996]l realised that Kudzai was a hearing-impaired girl who managed to re-enroll in school via SAGE since she now had a sign language assistant. She also got determined to open her own hairdressing shop to help fellow people with various disabilities proving that "disability is not inability".





Both girls state that Kudzai’s story also helped them to understand the needs of people with disabilities. 



[bookmark: _Hlk94180335][bookmark: _Hlk94193232]The conversation of the young mothers reveals that SAGE has improved their lives in various ways as they indicate that they have learned ‘a lot of new things that help [them] to coexist with others in society’ (Girl 2) such as the skill of working together and how it is important to learn from others. Girl 1 describes one of the module stories which developed her understanding of the importance of this skill: 



that story about Chiedza and Zanele where they are sewing. Chiedza and Zanele were new friends. Zanele had her own sewing company. Zanele was given a lot of orders to sew school uniforms before she asked Chiedza for help. Chiedza came and helped Zanele to sew the uniforms. Chiedza was paid a nice dress for assisting Zanele. 



One of the young mothers (Girl 1) intends to use the skills she acquired to start a restaurant business while the other mother intends to enroll in a vocational learning course ‘so that l have something visible in life’ (Girl 2).




Epworth Case Study: Girl to girl conversation

This is a conversation between two learners from Epworth District, Domboramwari Hub, who are aged 16 and 17 respectively. Epworth District is located about twelve kilometres from Harare city centre. It is a high-density, peri-urban, dormitory town. Due to the harsh economic times that the country has been passing through for the past decade, crime has been on the increase in this overcrowded suburb and most youths have turned to risky behaviour, such as begging and vending in order to earn a living. One of the girls in the conversation is involved in vending as a source of income.

This conversation took place in September 2021. The girls were attending learning sessions. However, due to COVID-19 restrictions, learning was in small groups (rather than at the community learning hub). 

The girls highlighted examples of what they learned from Module 1c. Girl 1 cited that she is interested in the story, ‘A ramp for the MOPSE-SAGE hub’ where there is a person with a disability. She learned the importance of having facilities that are accessible for people with disabilities. 

“I learnt that there are girls who were there, namely Vimbai, Bethsaida and Glory. So Vimbai 	arrived with Bethsaida and helped her to enter.  Then Glory thanked Vimbai for making the 	way accessible to people with disabilities and Vimbai said don’t mention, I was happy to 		help”.

[bookmark: _Hlk94193117]Girl 2 stated that she remembered the story on ‘Building something new’” “about people who engaged in a debate about refurbishing toilets”. In the discussion, Girl 1 highlighted the importance of community participation on issues regarding their community. She also referred to the importance of the internet and information that can be easily accessed on the internet. 

“They were discussing about the toilet site.  Some were suggesting the old toilet designs and yet we now have new designs. Fortunate then brought up the idea of the latest toilet designs and people agreed to her suggestion because she had clearly told them that she had searched about them on the internet. People then adopted her idea. That is what I learnt.”

The girls realize the importance of proper toilets for public health.  “We will work together with our elders to improve our sanitary facilities.”

The girls have learned reading and writing from SAGE. Girl 2 says:

“The SAGE project has helped me a lot, in terms of reading and writing. Now I can read and write.”

[bookmark: _Hlk94194160]This learning extends to wider life skills.  Girl 1 says:

 “SAGE has helped me to read and to be assertive”.

At the same time, each girl identifies areas in which they want to improve.

	“I want to get better at counting numbers and reading.” 

“I want to get better at reading and writing.”

The girls also look forward.

“l am looking forward to be a teacher”. 

“l am looking forward to finish my SAGE sessions”.

Alongside this, the girls talk about the specific skills they intend to use in the future.  

For numeracy, these are “adding and multiplying” and “counting and subtracting”.  

For learning English, they are “reading and speaking” and “reading”.  

For literacy, “speaking and listening” and “speaking and observing” are highlighted.  








Imbizo District

Girl-to-girl conversation

The conversation took place in September 2021 with two girls who live in Imbizo district. Imbizo district is a peri-urban district which is characterised by farming and mining as major economic activities. Most boys and girls are engaged in casual labour in mines and local farms.  

The two girls in this conversation represent girls in the ‘Married Girls’ group of the seven sub-groups defined by the SAGE programme. The young women are both 19 years old and they live in Springs Farm Village and Hinny Junction Village which are 1km and 2km from the hub.  They are both mothers to children that are five years old and attend primary school. One girl (Girl B) is also pregnant with her second child.

In their discussion about SAGE, it is revealed that the two young mothers did not finish their schooling and believed that education was over for them. They did not realise that they would get another chance for an education when they left school. Girl B recounts how she had ‘given up on anything to do with schooling, I had told myself it’s over’. She states that this was because her mother was unable to fund her education any longer and the impact was that she ‘gave up on my dreams’. Girl A acknowledges that she:

  never knew that after having a child someone would say I am not old and I still have opportunities in life

Both girls describe the challenges they must overcome to attend the SAGE sessions. They discuss how they must balance their household chores and childcare alongside their learning. For example, Girl A describes how:

‘sometimes I face challenges with doing SAGE work as I have a school going child. I have to wake up… do everything for him, bath, take him to school… thereafter I go for my SAGE sessions”. 

She emphasises that the school is not nearby which adds to her time challenges. Girl B agrees that she has similar issues: ‘Same!! It is the same with your situation’ and elsewhere she gives more detail:

When I get up, I take my child to school. To make matters worse I am pregnant so from taking the child to school I go back home as my husband expects me to do all chores before I go for my sessions. By the time I get to the hub it’s late and there is only 20 minutes left to end of the session..

[bookmark: _Hlk94184840]They discuss how, at first, their families, and others, were not receptive to them joining the SAGE programme. They were mocked for being too old to start learning:

 At first some people used to laugh at us when they saw us going to SAGE sessions, hee-hee (laughs). Even my husband used to say, “You want to start learning at such a grown age?” ...even my child would say “hee-hee mother you are going to school like me” (Girl B)

[bookmark: _Hlk94184880]However, they recognise that, as time has progressed, their families’, and others’, opinions have changed. Girl B illustrates this change by describing what she has noticed about her husband’s attitude and the difference this has made to her being able to study:

I realized on the first days when I started my SAGE sessions he wasn’t happy. He would say “oh you are now going to your school” but now he is realizing I deserve respect here and there. When the educator calls me for learning I’m now able to leave serving him food and I go straight into my books.

[bookmark: _Hlk94195039][bookmark: _Hlk94194777]In their discussion, the young mothers highlight how COVID-19 has affected them and how they were no longer able to meet at the hub. They discussed their difficulties when the phone sessions were introduced saying ‘As for me learning using phones was stressing me at some point, it wasn’t fun’ (Girl A). However, as time went by, they got used to these phone sessions although they did indicate they faced network challenges and battery charging issues which meant that they missed some sessions; door to door input from community educators helped them catch up on these. 

[bookmark: _Hlk94185669]In their conversation, they disclosed that, at first, they had challenges with Mathematics saying, ‘At first I used to think it’s boring but after one or two sessions I’m now trying, I was totally blank especially on Math’ (Girl B) and ‘Ya! maths was really hard friend’ (Girl A). The young mothers explained how SAGE sessions helped them in their mathematical understanding so that one of them reveals she now enjoys this subject. They offer evidence that their literacy skills have also developed with Girl A stating:

 SAGE helps us a lot as I had dropped out at grade 7… reading words for me was a challenge but sir…. taught me… now I can read’.  

Another skill they are aware they have acquired is their ability to communicate effectively in English, a skill which they believe will be useful to them when communicating with those who don’t understand their local language (Ndebele). 

They also discuss the business skills they have acquired linking these to their numeracy skills:

[bookmark: _Hlk94190961]I will use numeracy skills that I get on SAGE especially calculations when I start my own business to check how much I have, money that I will use to pay my helpers, rent payments and my remaining profits. (Girl A)

They are both confident that they will start their own business, one describing that it will be a sewing business.  They compare how they will learn from the mistakes of Aneni who they studied in Module 2a.  They note that Aneni sought to please her friends so that her business wasn’t profitable. 

[bookmark: _Hlk94194066]Finally, the young mothers reveal in their discussion that SAGE has also taught them how to overcome life challenges which is a skill they will continue to use in their day-to-day lives. Girl A states:

 Now I can face my challenges differently. I’m able to deal with these challenges differently even if I’m married and a mother at a young age.


Mutare District: Girl to girl conversation 

The conversation took place in September 2021 between two Apostolic girls who live in Mutare rural, in the Manicaland Province, near the border of Mozambique. The girls come from Masasi community in Ward 28, and they belong to Mahihi hub which is approximately 3-4km away from their village. 

Both girls are married with children, they joined SAGE as adolescent mothers. One is aged 17 with a daughter of 1yr and eight months, whilst the other is 19 with a baby aged six months. The girls were victims of child marriage due to their church’s doctrine. 

[bookmark: _Hlk94194860]At the time the conversation took place, the girls were accessing learning through small group learning which was their preferred mode. The girls had been grouped according to geographical location and happen to come from the same village, they were also grouped according to the module learning level, in this case the girls had been studying Module 2b.  Since both girls belonged to the Apostolic community, they had earlier attended an annual conversion church conference in July. The gathering took place at the Marange shrine where all apostolic members nationwide gather. On return to their community due to the upsurge in Covid 19 cases in the country, they were asked to self-isolate from hub activities, so they accessed learning through the phone call modality, “not my preferred learning modality”, says the 17-year-old adolescent mother.  The girls are happy to be learning in small groups once again, with one saying, “small group learning is more fulfilling for it allows more interaction and contact with the community educator and peers, it also allows for a two-way communication allowing for free [open] question asking sessions and also getting feedback from the community educator.”

[bookmark: _Hlk94193352]As the conversation goes on, one girl states there is a picture she likes, it shows a lady who farms tomatoes (Module 2b, Unit 4, p.35). She learned from the picture that not much capital is required to start tomato farming, unlike their previous desired livelihood of chicken rearing.  

It showed me that growing tomatoes did not require a lot of money , you only need to buy 	the seeds and plant them. There is minimal manual labor required and the profit I get 	from the sale of the tomatoes enables me to take care of my family. I can even use locally 	sourced manure to use as fertilizer for my tomatoes.

The other girl likes the same picture and says it motivates her to do her skills work at home and at her own pace.  She had also learned that she could be self-sufficient through owning a garden and farming for a living.  This would enable her to raise funds for children’s school fees and take care of her family’s needs. 

I have seen that growing tomatoes in my own garden and making sure that they are well 	nourished will enable me to get more money in return, which I would be able to use to 	pay for my children’s school fees and take care of my family.

In the discussion, the other girl also reveals she enjoyed addition and subtraction, as she found those to be easy skills:-

[bookmark: _Hlk94194004]I liked addition and subtraction, I found those to be easy.
 She wanted to be able to read and write and to be able to use calculations to solve mathematical problems. The other girl also alludes to the fact that the SAGE project has helped her learn how to read and write and count.  Interestingly she says that she is now able to help her children do their homework. 

SAGE has helped me to..?

Learn to read and write and count[ing], and it has also helped me to help my children to 	do their homework.

The girls believe the SAGE project will equip them with the skills they will use in the future in order to achieve their desired life goals.  One girl looks forward to being a businesswoman as a carpenter and explains that she will learn how to start her own business and repair wooden objects. The other girl intends to be a dressmaker. 








Mutasa District: Sagambe hub: Girls to girl conversation 

The conversation took place in September 2020 between two girls who live in the Mutasa district rural area, close to the Mozambique border in the Eastern Highlands. Both girls reside in Mapureti village which is about 5km from the Sagambe hub where the girls attend their sessions.    Neither girl has been to school due to early marriage. 

One of the girls is aged 15 years old and she is the sixth wife in a polygynous marriage whilst the other girl is aged 19 years old, and she is a fourth wife in a different family. The 15-year-old young mother has one child who is 9 months old. The other girl has two children who are aged 2 and 1. At the time the conversation was conducted, COVID-19 restriction measures had been relaxed and learners were attending small-group sessions near their village. 

In the discussion, the girls share the SAGE sessions they enjoyed the most was Module 1b most.

[bookmark: _Hlk94193670]One girl says she enjoys the story in Unit two which is about the aunt of Precious. [The unit story features the Akashinga women – an all-female anti-poaching group].  The girls reveal that in the story they had learned about Akashinga and their role in keeping wild animals safe, but they both girls also share they had learned that they can venture into jobs that are perceived to be for men.  

A: I thought this job was meant for man only so I learnt that that even women can also do 	this job.

B: [laughs] So women can also do that job. 

A: Yes, we can do this I learnt that anyone can do whatever job they decide to do, a job has 	no gender. 

B: Very true we should also try to do these jobs. 

The girls also reflect on the story where they learned about Chiedza [one of the pen portrait girls] who had the opportunity to visit the capital city of Harare. From the story, one of the girls says that she has learned to be brave and adventurous. 

The girls begin to reflect on their learning.  When asked what numeracy skills she has learned, one girl answers:-

When people come to buy my things on the market, I can now calculate the correct change 	(smiling) so that means that I will now have some profit.

[bookmark: _Hlk94193900]She also shares her hopes for the future as she would like, “to be someone who will be able to look after herself.”  She aims to do this by opening her salon where she will learn to cut hair and her customers will be teachers and school children.

[bookmark: _Hlk94186003][bookmark: _Hlk94186092]Since the two girls had never been to school, they were excited because the project had helped them to be able to read and write. One of the girl intends to use her new reading and writing skills when sending and receiving text messages, “using WhatsApp that is being used these days. It helps us for easy communication.”

The same girl reflects on what she might do in the future, and it is evident that the SAGE sessions have made her think about starting a business. 

I am looking forward to starting my business of selling tomatoes to get money to take care of 	my family.

In the future the girls intend to use the skills they have acquired in SAGE to be self-sufficient and to take care of their families.  It is evident that the girls, who had no prior formal learning are proud of their new skills.

[bookmark: _Hlk94185137]A: As for me SAGE has helped me to be self-sufficient at work and to take care of my family. 	Also I am now able to read and write. 

B: Very true SAGE has really helped us. 






Mutoko

The conversation took place at Musanhi community learning hub in Mutoko District in September 2021. Musanhi Hub is in the rural part of Mutoko District. Mutoko is known for being a very mountainous region of Zimbabwe and, as such, is an important source of granite stone. The conversation involved the community educator and two learners. The learners live an average of 5 kilometres away from the learning hub which is housed within Musanhi School. 

The learners are both young mothers, aged 20 years and 19 years.  One young woman has an intellectual and physical disability, and the other has an intellectual disability. Both young women have children aged 3 and 4 years old. One of the young women has never been to school, whilst the other one dropped out from school in grade four (4). 

 At the time of the conversation, the country was still in the COVID-19 lockdown, level 2. During level 2 people were allowed to gather but in limited numbers. AS learners they have some intellectual challenges, hence they were learning through a mixed approach of individual ‘door-to –door' learning visits and small-group learning. Both young women are enrolled in the SAGE Integrated Skills Outreach Programme (ISOP) which they attend on a small group basis until the end of the course. They are both involved in the baking skills component.  

In their discussion Girl A revealed that she enjoyed the story of Glory who was helping her aunt with different recipes.  

“Glory was helping her aunt. She helped her aunt with different types of recipes. She was 	first 	taught how to do the recipes; now she is able to do them even when in a wheelchair.”

The girls said the story helped them to improve their writing, reading, and understanding skills. They further stated Glory was being taught a variety of cooking recipes which they also learned. 

Inspired by the story Girl A said she intends to be a baker:

“I will make my own oven, bake my buns so that people come to buy them. So that I get 		money to support me. Even you will be buying saying let’s just pass by Girl A’s vending stall.”

[bookmark: _Hlk94185391]She then described the numeracy skills she has acquired.

“I will be able to count how many buns I have made and how much money I have made. I will 	be able to calculate my money and pocket it.”

Girl B sees herself becoming a house maid.

At the same time, both young women cited that they are still facing difficulties.  Girl A points out that she had never been to school: 

 “I am still finding it difficult to read both English and Shona (local language), as I have never been to school. My peers are already ahead of me in terms of schooling. They even make fun of me because of my age and my inability to read. However, I wish could read and be able to hold a pen firmly as my hands will be shaking. When I am holding a pen it’s more slippery than a pencil, then I opt for the pencil.”

Girl B points to family attitudes:

“Reading is difficult for me. Even holding the books. There are cases when my husband tears 	up my books. Even when I tell him not to or he can get arrested. He says he does not care 	about what my teachers say, he will beat them. I will just respond with an oh okay.”

However, their desire is strong to be able to read and write. 

Girl A says:

 “SAGE did help us. Some of us had never been to school, and when we heard about SAGE, 	we gave thanks to God that we had been rescued, given that we had never ever gone to 		school. We were looked down upon because they would say, what I can do? “ 

The young women expressed their views on being educated.

Girl A says: “A person that is not educated cannot succeed.

Girl B adds:  Cannot excel.”

The discussion showed that the learners are passionate about learning, however both young women said that reading and comprehension were still challenges to them. They require more practical sessions than theory, since one was a dropout, and the other has never been to school. During the discussion, the young women showed they loved a literacy session where a young woman was helping her aunt with baking.
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Imagine being a 17-year-old young mother who is unable to follow instructions on a clinic card and misses key dates for taking your child to a clinic for immunisation because you have never been to school. 



Imagine being a 13-year-old girl with a physical disability and you have never been to school because you are always hidden at home. Sometimes your parents feel ashamed of you and you have no friends to play with.



It is difficult to imagine that. Yet this is the everyday reality of some young girls in the marginalised communities of Zimbabwe. These are the girls who are easily left out of developmental programmes unless we take a deliberate stance to identify and support them. 



Obert Chigodora, SAGE Project Manager, 2021
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The Supporting Adolescent Girls’ Education (SAGE) programme is a UK aid-funded comprehensive education programme aimed at ensuring that 13,200 highly marginalised out-of-school adolescent girls aged 10 to 19 years have improved learning outcomes and can transition to education, training or employment.



Working across 11 districts of Zimbabwe, a consortium of diverse partners led by Plan International UK and including faith-based organisations (AWET), academic institutions (Open University UK), private sector actors (Econet) and NGOs (Plan International Zimbabwe and CBM) focus on providing high-quality, accelerated, non-formal education in 88 accessible, girl-friendly Community-Based Learning Hubs.









“The most significant change (MSC) technique is a form of participatory monitoring and evaluation. It is participatory because project stakeholders are involved both in deciding the sorts of change to be recorded and in analysing the data. It is a form of monitoring because it occurs throughout the programme cycle and provides information to help people manage the programme. It contributes to evaluation because it provides data on impact and outcomes that can be used to help assess the performance of the programme as a whole. 



“Essentially, the process involves the collection of most significant change (MSC) stories emanating from the field level, and the systematic selection of the most significant of these stories by panels of designated stakeholders or staff. The designated staff and stakeholders are initially involved by ‘searching’ for project impact. Once changes have been captured, the stakeholders select the stories they think demonstrate the most significant change of the programme.”



Davies, R. & Dart, J., (2005), The ‘Most Significant Change’ (MSC) Technique: A Guide to Its Use





SAGE collected positive stories of change from girls and young women involved in the programme in June 2021. By providing opportunities for girls and young women to tell their own stories about their experiences of the SAGE programme, SAGE aimed to amplify girls’ voices and build a more detailed picture of the lived experiences of girls and young women with different backgrounds and characteristics. 



These seven stories, selected by programme staff as the most significant, represent the wide range of girls and young women SAGE works with and illuminate the diverse experiences of the girls who participate in the programme.  



*All photos credit to Plan International Zimbabwe
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[image: ]I am a single mother, aged 18 years old. I live in a local squatters’ camp with my son, who is a year and seven months old. 

I don’t know the whereabouts of his father. I am finding it hard to look after the child alone. I am surviving on casual labour to buy food for us. I have a stepmother who hates my child very much and this is why I’ve decided to stay here alone.

Because I didn’t finish school, our Community Educator invited me to join the SAGE programme. Sometimes I abscond from lessons because I will be doing piece jobs to fend for my child. 

However, the SAGE programme has helped me a lot, especially with numeracy. The most important thing I have gained is that I can now do proper mathematics. This will help me in trading as I will be able to make calculations. I hope the project will continue.







.







gg

“I AM SURVIVING ON CASUAL LABOUR”
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Michelle*





*All names have been changed to protect identities.
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“My dream is to become a nurse. So I study really hard at the Learning Hub because this will take me one step closer to my dream. I want to be able to help my own children with their homework.” 
–  Charlotte, 10





I enrolled in the programme. We began to learn mathematics and how to read and write. We are now also learning dressmaking and beading. The programme gave me an opportunity to have the greatest achievement ever in my life. I can now read and write. 

Now I am looking forward to joining the formal school. I foresee a bright future for myself as I can see myself become the doctor I always wanted to be. My mother and my grandmother are also happy at the progress that I have made so far. 



I can now advocate for girls’ education in our community. I have been encouraging some young girls who are not going to school to come and join the programme. I also talk to parents with girls who do not learn to bring their children to join the SAGE programme. 



I would then recommend that Plan International increases their girls’ enrolment as our community needs their help and then increases the number of school days from two days to four days a week.”

Mudiwa



.

“I am 12 years old and I’ve never been to school. I used to spend my days helping with chores at home. I come from a family of seven, my grandmother, mother, my two aunties, two cousins and me. I last saw my father in 2018. He left home saying he was going to look for a job and he has never come back. 



Because my mother and grandmother aren’t working, they can’t afford to send me to school. And because of my father’s absence, I still don’t have a birth certificate, which will make it difficult for me to register with a school. My mother tried to teach me to read and write at home, but I couldn’t understand what I was being taught.



My life was turned around one day when a villager came to our home and was talking about a new learning programme that has come to our village. She told us about the SAGE programme which helps children who are over 10 and who don’t go to school. I was extremely excited. It had always been my dream to go to school and I would always feel sad seeing other children of my age putting on their school uniforms and going to school. 





.










“I’VE NEVER BEEN TO SCHOOL”



“It had always been my dream to go to school and I would always feel sad seeing other children of my age putting on their school uniforms and going to school.”
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“My teacher has taught me what to do to prevent COVID-19 over the phone. The teacher taught me that I must stay at home during the lockdown, wash my hands with soap or ash and clean running water regularly, wear a mask and observe a physical distance of at least one metre apart when in a public place.’’

–   Anesu, 12







“I AM A MOTHER OF TWO CHILDREN”



“For the first time in my life I can now write my name and I can now read some few words at the age of 23 years.”






[image: ]
The programme also gave me an opportunity to meet and learn with other girls. Before I used to be alone but I now have friends. 



The most significant change in my life is that for the first time in my life I can now write my name and I can now read some few words at the age of 23 years. With practice and time, I believe I will be able to read and write efficiently. Through the teachings I can now read and dial phone numbers and I can now identify some names to make calls. This has made my life easier. I am happy with the progress I have made. 



I am now looking forward to starting a dressmaking course with Plan International. I have the confidence that after I have finished the course, I can make a career and be able to take care of my children financially and give them a decent life. I am so grateful for the impact that the programme has had on my life. I recommend that the programme be extended to those girls who are willing to learn but cannot afford school fees. Everyone deserves to know how to write their name.”

Namisa





.

“Being a mother, living in a remote village without ever having gone to school, I am now in the oddest place I could be found – in school. 



I am a mother of two children, a three-year-old boy and a three-month-old daughter. We are 10 in our family, eight children and our parents. In our family, no one has ever been to school except my young brother who is now in Grade 2. We could not afford to go to school because we were many, we did not have school fees, we did not have clothes to wear and had no food to eat. I sustain myself through doing menial jobs for soap and food as my children’s fathers are not bringing enough child support for their children. 



A villager introduced my family to the SAGE programme in 2019. I was excited about it and highly interested. It is unfortunate that some of my siblings were not interested in going to school even for free, apart from my young sister and myself. Our mother agreed that we could join the programme.  



We met very friendly teachers who were patient with us and taught us until our eyes were opened. The programme allows me to bring my children to school which is an advantage as no one will watch them for me otherwise. I do not have to miss school because of them except when they are sick. 





.

“Due to my disability, I was not able to write but ever since I joined this class a lot has changed. I can now write my name and am still eager to learn numbers. This will help me in my sewing business which I intend to set up with help of the SAGE Master Crafts initiative.” 

–  Elizabeth, 19








“I grew up in a family of eight and am the second born. Life became harder after my parents divorced when I was in the fifth grade. Our grandmother took us and when I reached Grade 7, she could no longer afford to send us to school. My situation was worsened as I struggled with reading due to my poor eyesight, which caused my bad results at school.



Life as a school dropout became unbearable. At 14 I looked for a job in a nearby community as a maid. While working, I got pregnant with my employer’s son and we got married. At the age of 15 I gave birth to my first child and at the age of 18 I had my second child.



In 2019, my husband and I heard about the SAGE programme in our community which is helping students who have dropped out like me. My husband encouraged me to join in and I too wanted to be part of it as I was surrounded by educated people from his family. This motivated me to develop more interest in learning especially English. So, in June 2019, I registered and enrolled for the programme. 



Ever since then, life changed. The most significant change brought by the SAGE programme in my life was the improvement of my eyesight through spectacles. I got spectacles from the programme after an assessment was done at our hub for visually impaired people. This has improved my reading skills.



Also, through the programme I have acquired knowledge and skill that I did not have before. I have developed an interest in reading such that my English has improved and I can even help my child’s homework with much confidence.”

Thandie



I recommend school dropouts and adolescent mothers to join the SAGE programme because it gives another chance to people whose hope for a better future would have been lost. Also, for the disabled, it offers assistive devices not only to the visually impaired people but to the physically challenged too.”







“I STRUGGLED WITH READING DUE TO POOR EYESIGHT”



“The most significant change brought by the SAGE programme in my life was the improvement of my eyesight through spectacles.”





“I come from a polygamous Apostolic family. I have never been to school. In the Apostolic church doctrine, opportunities for a girl child are limited. Growing up, our father never prioritised girls’ education. As a girl, I was supposed to stay at home doing household chores until I was old enough to be married. As expected, I got married at the age of 14 and I now live with my husband and child. 



Being a married adolescent mother was not easy because it came with responsibilities. I struggled with how to properly take care of my child, as I was a child myself. My husband constantly mocked me and sometimes physically abused me. Because I never went to school, I didn’t have the knowledge and confidence to make informed decisions about my life, family and wellbeing. I felt hopeless and believed that the only ambition and purpose a girl child could have was to get married and take care of her family.  



In 2019, a Plan International officer came and talked about a project for adolescent girls’ education. I started attending Hub lessons and Champions of Girls’ Education (CoGE) sessions.







.

The lessons have greatly improved my reading and writing skills, which I was not able to do before. 



During CoGE sessions, I learnt about adolescent sexual reproductive health, career guidance and children’s rights. It was through these sessions that I realised that the girl child is as important as the boy child and has the potential to do well or even better than boys when given equal opportunities. Interacting with girls of my age from different backgrounds gave me a new perspective on life. I became so close to some of the students that I am now comfortable to talk about lots of things.  



The most significant change brought by SAGE was a change of mindset about the value of a girl child. Through CoGE sessions, I now know that I matter and can strive to be something other than a housewife. I now know how to take better care of my family and myself and there is now peace in my life. I hope the programme reaches more girls. I recommend Plan International do campaigns in our community to educate people on the importance of the girl child. In addition, there is need for income generating projects to empower girls to be independent and provide for their families.”

Mercy





.








“I COME FROM AN APOSTOLIC FAMILY”





“Through Champions of Girls’ Education sessions, I now know that I matter and can strive to be something other than a housewife.”
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“Before I joined the SAGE project, I felt neglected and lived an excluded life. I could not read or write and I was hard of hearing. I had no life and no future.”



“The SAGE programme has given me a new life that I never imagined possible. I am very happy.  I never  miss a day of school.” 

–  Faith, 16





“I am 12 years old. My parents separated when I was very young. My two sisters and I went to live with my mother’s parents. My grandparents faced serious financial challenges as they were unemployed. My grandmother always promised to take me to school, however she failed to get money for paying my fees and buying stationery and uniforms. I only enrolled for Grade 0 and failed to proceed to Grade 1. I stayed at home and spent most of my time washing plates, fetching water and firewood. 



I joined the SAGE programme in 2020. My sisters, who enrolled for the program in 2019, invited me to register so that I could have the opportunity to learn like them. I went to the Community Educator’s home to register in company of my grandmother. 



So far, I have done CoGE (Champions of Girls’ Education) and accelerated learning lessons. The most significant change that the SAGE programme has brought to my life has been giving me the opportunity to learn reading and writing. My grandmother had only taught me how to write my name and count numbers. I am now able to read and write a lot of words. This has been the greatest opportunity in my life since I had dropped out of school at Grade 0. I have always wished to go back to school. I am happy that if I get a chance to go back to school, I will not struggle with reading and writing.



The SAGE programme has changed my life. Besides literacy and numeracy, I’ve learned other important life lessons under CoGE. I now have great knowledge on girls’ rights and Sexual and Reproductive Health and Rights. I am very grateful for being part of this programme. I am also happy that I am about to start receiving a training on traditional pot making. I am very confident that I’ll be able to support myself after receiving full training.”

Namisa




[image: ]


“MY PARENTS SEPARATED WHEN I WAS VERY YOUNG”



“The most significant change that the SAGE programme has brought to my life has been giving me the opportunity to learn reading and writing.”





Girls listening to a public health broadcast about how to avoid COVID-19.



Plan International Zimbabwe has been combatting coronavirus in the communities were the SAGE programme works.







“I am the youngest in a family of seven children. Life became harder after our parents died of HIV/AIDS. We lived as orphans in such extreme poverty that dropped out of school in Grade 5. 



At the age of 10, I went to Mutare and worked as a maid for a year. Because of my age, the job was harder and difficult for me. I gave it up. When I returned home, I had nothing to do and poverty became the order of the day. 



So, in early 2017, I decided to get married at the age of 15, thinking that at least I would have financial stability. But my problems grew worse. I married a man who was also poor and we were blessed with twins. Worse still was the absence of peace in my marriage as my husband physically abused me. I did not have any say and he believed that beating me was discipline. This became our way of living.



We attended a village meeting in 2019 where Plan International staff introduced the SAGE project. Because it targeted people like school dropouts and married girls, I joined in. In June 2019, I started Hub lessons with my husband’s support. I have acquired knowledge. My literacy and numeracy skills have improved to the point that I can help my children with their homework. I can also read and write messages on my phone, which I couldn’t do before.



The most significant change brought by SAGE is the presence of peace in my marriage. Through the Champions of Girls’ Education sessions, I can now handle marital issues with maturity. I though being beaten was right and never reported it to anyone. CoGE enlightened me about my rights and gender-based violence, which I in turn shared with my husband at home. Through this, my husband is no longer abusive and we have peace at home.



Thus, I thank SAGE for enlightening me and helping better my marriage such that we have peace. I recommend the programme to spread all over the country since a lot of married girls lack knowledge. This programme helps stop gender-based violence and teaches about rights.”

Angela





“I DECIDED TO GET MARRIED AT 15”



“The most significant change brought by SAGE is the presence of peace in my marriage. Through the Champions of Girls’ Education sessions, I can now handle
marital issues with maturity.”
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[bookmark: _Toc88996669][bookmark: _Toc51832762]1. INTRODUCTION  



[bookmark: _Toc88996670]1.1 About the Report  

Plan International commissioned an independent study for its Supporting Adolescent Girls Education (SAGE) programme in Zimbabwe to analyse risk factors associated with irregular attendance and risk of dropout from SAGE’s learning hubs and to assess the impact of drop-out prevention strategies being employed by the programme. The assessment was conducted between July and November 2021 in all the 11 project districts by a team of independent consultants. This report presents synthesised findings from this assessment as well as recommendations for improving students’ retention and attendance and effectiveness of retention strategies. 



[bookmark: _Toc51832763][bookmark: _Toc88996671]1.2 Project Background 

Plan International is implementing the SAGE Programme in 11 districts of Zimbabwe through a consortium of diverse partners including Faith Based Organisations (FBOs), academic institutions and the private sector. SAGE aims at providing comprehensive education, training or employment to 13,200 highly marginalised Out Of School (OOS) adolescent girls aged 10-19 years in the targeted districts. The programme focuses on providing high quality, accelerated, non-formal education through a total of 88 learning hubs spread across the 11 districts. Although the programme has managed to maintain a high enrolment of the girls through introducing rolling registration and enrolment, the programme has also reported challenging and erratic patterns of attendance for a high number of girls who are deemed “at risk of dropout” due to their irregular attendance which is defined as attending 0-49% of sessions. The onset of the COVID-19 pandemic has further compounded the challenges to ensuring girls regularly attend their learning sessions.  About 36% of enrolled beneficiaries missed all their learning sessions during the period November 2020 to January 2021.  Follow-up monitoring data has established various reasons for absenteeism, which include: long distances, sickness, lack of interest, migration, employment and early marriages. There are also some beneficiaries who stop attending sessions opting to explore the employment transition pathway although the extent of the viability of this pathway is not clear.

In the SAGE programme, dropout is recorded after the beneficiary has given definite informed consent to be withdrawn from the programme or is deceased. As of June 2021, only 13 girls had met these criteria[footnoteRef:2]. The programme has purposefully created a narrow definition of dropout because of the likely erratic attendance of OOS girls and to ensure that girls understand that they can leave and re-enter the programme. Therefore, remaining girls are classified within three attendance categories of high concern, some concern and no concern with categories based on 0-49%, 50-79%, 80-100% respectively[footnoteRef:3]. The programme has also made deliberate efforts to sensitise the programme staff, hub volunteers and relevant stakeholders on how to deal with irregular attendance to prevent dropout cases at the hub level. The assigning of the dropout category is the final measure, as it would remove beneficiaries from attendance registers and cease follow-up actions.  [2:  This low number is also why this research study sample focuses on irregular attenders rather than dropped out girls. ]  [3:  As detailed in SAGE’s Student Retention Strategy and as detailed within the Medium-Term Response Plan Results Framework at the time of research commissioning. Since October 2021, the programme has had a revised logframe in which the definition of ‘regular attendance’ has shifted to 65% and hence categories for attendance have adjusted to 0-49%, 50-64%, 65% -110%.] 


The label of “dropout” is also not frequently applied or encouraged for use as it places stigmatisation and perceptions of failure onto girls, which is not in line with SAGE’s approach of empowering girls and removing negative attitudes. It may also discourage girls to re-enter a programme where they have been deemed as “out”. Therefore, this study refers to irregular attendance or high rates of absenteeism which signal girls at high risk of dropout, in addition to dropout.

The SAGE programme has considered that absenteeism and dropping out are related to risk factors in four different domains: individual, academic (module content), family-related, and hub-related. The main purpose of this assignment was therefore to assess absenteeism and dropout risk factors and evaluate the effectiveness of dropout and absenteeism prevention strategies put in place by the programme. 

[bookmark: _Toc88996672][bookmark: _Toc51832764]1.3 Purpose and Objectives of the analysis  

Given the above context of the project in terms of attendance rates, the main purpose of this analysis was to assess absenteeism and dropout risk factors and evaluate the effectiveness of prevention strategies that have been put in place by the programme. Based on the findings of the assessment recommendations on strategies to improve retention and reduce absenteeism rates and dropouts were to be proffered. 

The following were the specific objectives of the assignment:

· To assess risk factors leading to irregular attendance 

· To explore the viability of opportunities pursued by the girls who have transitioned to employment before completing SAGE learning activities 

· To evaluate the effectiveness of strategies for retention and follow-up

The findings of the assessment will inform the review of the programme strategy for dropout prevention and retention of the targeted girls. 



[bookmark: _Toc88996673]1.4 Guiding Questions for the Analysis  

The analysis was guided by the following questions which were outlined in the Terms of reference. 



What?

a) What are the risk factors leading to irregular attendance or dropping out from SAGE lessons? 

b) What are the perceptions on follow-up measures from those beneficiaries with poor/irregular attendance? 

c) What skills and knowledge do hub volunteers need for effective beneficiary retention?

d) What are the key factors needed to facilitate the transition of highly marginalised girls into employment? 

e) What are the key factors and programme delivery components which create higher demand and incentivise attendance among educationally marginalised girls? 

f) What are the factors which have led to out-of-school girls not utilising SAGE services despite being eligible?

g) What factors in each district predict the likelihood of more girls requiring SAGE services?

h) Given the need for value-for-money, what adaptations need to be made to focus more resources on the most needy sub-groups or regions where we have more educationally marginalised girls?  

How?

a) How effective are the retention mechanisms at hub level? 

b) How is the community involved in attendance follow-up for adolescent girls?  

c) How viable are the employment opportunities taken at the community level cited by those girls who have left for employment reasons? 

























[bookmark: _Toc88996674]2. METHODOLOGY 

[bookmark: _Toc88996675]2.1 Design 

The analysis employed a mixed-method or a pluralist method approach, where both qualitative and quantitative methods were used in collecting data.  Use of mixed methods did not only offer diverse perspectives to the research issue but also promoted participation of different groups of stakeholders, allowed multiple voices to be heard, provided a more holistic picture of the SAGE programme and allowed for triangulation of data for reliability and validity as data from different sources was compared and any inconsistencies followed up on. Data from multiple sources provided means to develop defendable conclusions about the assessment. The analysis was guided by the DAC evaluation principles of impartiality and independence and ethical conduct. 



[bookmark: _Toc88996676]2.2 Sampling 

Figure 1 below shows the sampling frame used for the analysis. 

Figure 1: Sampling Frame

Districts (11)

-Key informant Interviews

-MoPSE







Learning Hub B: High Retention Rate 



Learning Hub A: High Absenteeism Rate 
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Sampling of Districts 

Sampling of Districts 

All the 11 project districts were sampled for the analysis. The 11 project districts are Bulilima, Chimanimani, Epworth, Harare Rural (South), Harare Urban (Hatcliffe), Imbizo, Khami, Mutare Rural, Mutasa, Mutoko and Reigate.. 

Selection of Learning Hubs

In each district, two learning hubs were purposively selected. One hub with the highest absenteeism rate and one hub with the highest retention rate in that district were selected. This purposive sampling enabled the assessment to identify factors in each district that lead to targeted girls irregularly attending or dropping out of the learning hubs as well as factors that promote retention of the targeted girls in the learning hubs. 

Selection of Participants 

Participants were selected from the data base of SAGE participants that was provided to the participants by PIZ. At each learning hub the following participants were sampled:

· Girls with the least number of attendance days (0-49% attendance of sessions)

· Girls regularly attending SAGE sessions (more than 50% attendance) 

· Community Educators (CEs)

· CoGE Facilitators (Championing of Girls Education)

· School heads/mentors 

· Parents/Caregivers of girls participating in SAGE sessions or irregularly attending 

· Community Leaders (traditional, religious, political) 

Table 1 below shows the number of participants in the study: 

Table 1: Number of participants by district and category

		District 

		Girls with irregular attendance (Survey &FGDs

		Girls regularly attending (Survey) 

		Community Educators/Learning assistant (In-depth Interviews)

		CoGE facilitator (In-depth Interviews) 

		Head teachers/mentor/buddy

(In-depth Interviews) 

		Parents/Care Givers/husbands 

(In-depth Interviews)

		Community Leaders 

(In-depth Interviews)



		Harare South

		22+1FGD (7)

		10

		4

		2

		3

		7+1 FGD (9)

		-



		Epworth 

		21

		10

		2

		2

		4

		8

		2



		Mutasa 

		21

		10

		4

		2

		4

		6

		



		Khami

		21+1FGD (12)

		10

		2

		2

		4

		8  + 1 FGD (7)

		-



		Mutoko

		20 + 1 FGD (12)

		10

		2

		2

		4

		9  + 1 FGD (8)

		-



		Imbizo

		20

		10

		3

		2

		3

		8

		-



		Mutare

		20 + 1 FGD (10)

		10

		2

		2

		3

		8  + 1 FGD (8) 

		-



		Chimanimani

		20

		10

		3

		2

		4

		8

		-



		Hatcliffe 

		20

		10

		3

		2

		1

		8

		-



		Reigate 

		19

		9

		4

		1

		3

		8

		1



		Bulilima 

		20 + 1 FGD (12)

		8

		1

		-

		1

		1 FGD (12) 

		-



		Totals 

		224 +  5 FGDs

		107

		28

		19

		33

		80 + 5 FGDs

		3









[bookmark: _Toc88996677]2.3 Data Collection Methods and Process 

The initial design for the study entailed undertaking field visits for data collection in all the eleven districts. This design was however changed because of the surge in COVID-19 infections during the third wave which resulted in movement restrictions and a national lockdown being imposed by the government. In response to the COVID-19 situation, the data gathering process was divided into two stages.

In the first stage, data collection was conducted virtually through the phone as field visits could not be conducted due to movement restrictions. Telephone interviews were conducted with targeted girls, Community Educators, COGE facilitators, parents/care givers of the targeted girls, community leaders head teachers and mentors. Ten districts were reached during the first stage. The 11th district, Bulilima, could not be reached through telephone because of poor connectivity in the district.  Most of the people in the district use Botswana cell phone lines as they have better connectivity to the Botswana network than the Zimbabwe network.

Stage two of the study was designed to reach out to targeted girls and their parents who could not be accessible through cell phones through physical field data collection visits. After the relaxation of the lockdown restrictions, data collection was conducted physically in Bulilima District where a survey with the targeted girls was undertaken together with two Focus Group Discussions with targeted girls and parents/community members. KII were also conducted with the COGE facilitators. Bulilima was the only district where respondents could not be reached during the stage 1 owing to communication challenges as the district has a poor mobile telephone network. 

During the study, there were concerns that since only telephone interviews were conducted virtually in 10 districts, the research had excluded those marginalised and poor girls and their parents without access to cell phones and therefore their voices were not represented in the study. A decision was made to reach out to these targeted girls and their parents through field visits to selected districts where FGDs would be conducted. Four districts were purposefully selected, representing the four provinces in which the SAGE programme is being implemented. Only one district was selected per province because of similarities in social, cultural and economic characteristics of district in each targeted province. The four districts that were sampled were Mutare Rural (Manicaland Province), Mutoko (Mashonaland East Province), Harare South (Harare Province) and Khami (Bulawayo Province). In each of the sampled districts, learning hubs with high absenteeism rates were sampled and targeted girls with irregular attendance and without access to cell phones and their parents were selected to participate in FGDs.  



The following methods were employed to collect data during the assessment.

[bookmark: _Toc88996678]2.2.1 Desk Review 

Relevant programme project documents were reviewed by the consultants to get deeper insights into the programme background, implementation process and retention and dropout challenges being experienced by the targeted girls and strategies being embarked on to increase retention rate and reduce dropout rate. Documents reviewed included the Project Proposal Document, progress reports, student retention strategy, student database attendance reports and other relevant documents. The purpose of the review was to have a clear understanding of the project’s design, objectives, implementation process, achievements and challenges with regard to attendance rates. The review also enabled the consultant to understand strategies employed by the project to address the issue of hub dropouts. Information from documents review was used to complement that which was collected through the survey and in-depth interviews with project participants.

[bookmark: _Toc88996679]2.2.2 Key Informant/In-depth Interviews 

Key Informant Interviews (KII) and in-depth interviews were conducted with key stakeholders and project participants who because of their positions, have expert knowledge on issues around informal education in general and factors influencing dropping out from the hubs. These interviews with conducted virtually over the phone with school heads responsible for overseeing the learning hubs, mentors or buddies who are teachers assigned to supervise the hubs, Community Educators, Champions for Girls Education (COGE), community leaders and hub committee members and parents/care givers/husbands  of girls participating in the SAGE project. As indicated in Table 1 above, a total of 163 Key Informant and In-depth Interviews were conducted across the 11 districts.  

[bookmark: _Toc88996680]2.2.3 Survey Questionnaire 

A survey was conducted across the 11 districts with targeted girls. The survey was conducted telephonically in 10 districts and in-person in one district, with all responses captured using the electronic KoboCollect data collection software. The survey targeted both regular attendees and irregular attendees or those girls that had dropped out of the learning hubs. The survey targeted a total of 30 girls per district in two hubs, 20 of the girls being irregular attendees or dropouts while 10 were regular attendees for a total of 300 girls across the 10 project districts. The survey managed to reach a total of 331 girls, of whom 224 had irregular attendance while 107 had good attendance[footnoteRef:4].  This represents over 100% achievement of target in terms of the total targeted sample.   [4:  Irregular is attendance is attending less than 50% of the sessions (targeting girls with the least attendance in each hub) while regular attendance was defined as attending more than 50% of the sessions] 


The distribution of the respondents across the districts is as reflected in figure 1 below: 















Figure 1: Distribution of respondents by district





Only Reigate and Bulilima Districts failed to meet the target of 30 interviews due to the unavailability of an adequate number of girls. However the response rate for the two districts was still high at more than 90%. In three districts, the targeted sample was exceeded by one respondent while in one it was exceeded by two.



[bookmark: _Toc51832783][bookmark: _Toc88996681]2.3 Data Management and Analysis

The assessment gathered both qualitative and quantitative data. Quantitative data was captured from the targeted girls through a survey. The qualitative data was gathered through desk review, Key Informant Interviews (KIIs), In-depth interviews and Focus Group Discussions with project participants.   All qualitative interviews were audio recorded by the research team. Upon completion of each interview, the interviewers completed an interview summary form. The audio data was then transformed into narrative data through developing detailed notes on issues emerging from the interview for each of the questions on the question guide. The notes were then analysed through thematic content analysis to identify key issue emerging and then drawing out meaningful conclusions from the emerging data. 

For the survey, the quantitative data was imported from Kobo Collect into SPSS for cleaning and analysis. Descriptive statistics were then generated through cross-tabulations to bring out responses on factors leading to absenteeism and effectiveness of strategies put in place to curb dropouts. 

Data security: The research team ensured a high level of data security. All data collected (both audio and electronic) was kept securely by team members in password protected tablets to ensure that it was not accessed by people who were not authorized to access it. The survey data was transmitted electronically by each enumerator to the KoboCollect password protected central server that was accessed only by the consultants and Plan International evaluation manager. 



[bookmark: _Toc88996682]2.4 Ethical Considerations

The consultants complied with Plan International Global Children Safeguarding Policy, Young People Policy and other required policies. The research team went through research ethics training before commencing data collection. For the 10 districts where data collection was done virtually, verbal informed consent was obtained while for Bulilima District where fieldwork was conducted physically written informed consent was obtained for each participant above 18 years and for those below 18 years, consent was obtained from parents/guardians first and thereafter assent was obtained from the under-18 respondent. An opportunity to ask questions until the participants understood fully the objectives of the study and the implications of their participation was provided to the participants. Participants were assured of confidentiality and the right to withdraw from the assessment at any time of the interview. Confidentiality was maintained by avoiding names and other identifiers. Verbal consent instead of written informed consent was used because the interviews were conducted virtually. 



[bookmark: _Toc88996683]2.6 Ensuring Inclusivity

From the student data base, girls with disabilities and other marginalised girls such as apostolic girls, married girls and young mothers were identified from the SAGE database and deliberately included to ensure that their views and experiences were also captured in this study. Their inclusivity status was confirmed with the hub volunteers. During the first stage of the study, data was collected virtually through the phone and during the second phase (after lifting of the national lockdown) field visits were undertaken to five districts for face to face interviews (in Bulilima District where respondents could not be reached in phase one due poor connectivity) and FGDs targeting those poor and vulnerable girls and parents/caregivers without access to phones to ensure that their voices are represented in the study. Efforts were made to identify in each district girls with disability and ensuring that they participated in the study. 



[bookmark: _Toc88996684]2.4 Limitations  

Data collection in 10 of the districts was conducted virtually owing to COVID-19 lockdown restrictions during the first phase of the research. The main limitation during this stage were difficulties encountered in connecting with the sampled girls in the Plan database. Some of the phone numbers were no longer in existence, some of the girls had migrated and therefore could not be reached on the original numbers that they had registered in the database and some of the telephone numbers belonged to their parents/guardians who at the time of the interviews were located far away from where the girls were. The research team had to replace those girls originally sampled that were not reachable after several attempts with other girls within the same hub and falling in the same sampling category. In Bulilima, data collection was done physically after easing of the lockdown restrictions. However, some of the girls could not be available because they had migrated. A decision was later made after the lifting of the lockdown to deliberately target those girls and their parents without access to cell phones so that their voices in four districts in all the provinces where SAGE is being implemented to ensure that their voices were also captured. These girls and their parents/caregivers/husbands participated in FGDs. 































































[bookmark: _Toc88996685]3. KEY FINDINGS 

The following are the key findings of the assessment. 



[bookmark: _Toc88996686]3.1 Demographic Characteristics 

(a) Geographical location 

The majority of the respondents in the survey were located in rural areas (64%) while 36% were located in urban areas, including peri-urban areas. 

(b) Age of respondents 

Figure 2 below shows the age of girls that participated in the survey.  

Figure 2: Age of respondents





The biggest proportion of the respondents (41%) were in the 10-15 years age group, while 37% were aged 16-19 years and the 20-24 years age group comprised 22% of the respondents. The oldest respondents were aged 22 years. 

(c) Marital Status and number of children 

The respondents’ marital status is reflected in figure 3 below. 

Figure 3: Marital Status





The majority of the respondents (72%) were never married, 26% were married and another 2% were divorced. In the survey, girls who had never married constituted the biggest proportion of girls that have enrolled for SAGE sessions. 

The highest proportion of girls that were married was in Mutasa (8%), followed by Mutare (7%) and Chimanimani (6%).  None of the respondents in the urban and peri-urban locations of Epworth, Harare South, Hatcliffe and Reigate were married. The proportion of girls married was higher in rural locations compared to urban and peri-urban districts. The higher proportion of married girls in the three Manicaland Province districts of Mutasa, Mutare and Chimanimani reflects the influence of the apostolic churches in the province, some of which promote early and child marriages. 

The majority of the respondents (66%) did not have any children while 34% had at least one child. Of those that had at least one child, the majority (91%) lived in rural locations while only 9% were located in urban areas. Mutasa district had the highest proportion of girls with at least one child (9%), followed by Mutare (8%) and Chimanimani (7%).  The highest proportion of girls with at least one child was among the 20-24 years age group (18%), followed by the 16-19 years (16%) and the 10-15 years (0.7%). Only 2 respondents in the 10-15 years had at least one child.  



(d) Level of Education and Employment Status 

Figure 4 below shows the level of education of the respondents. 

Figure 4: Level of Education





The majority (67%) had primary education, while 22% had secondary level education, 9% had none and only 3% had ECD level education. Hatcliffe, Khami and Mutoko had the highest proportion of those with no-education (2%). Imbizo and Mutare did not have any respondents with no-education while the remaining districts had less than 1% of the respondents having no-education. Chimanimani and Imbizo had the highest proportion of respondents with secondary level education at 6% and 5% respectively while Epworth and Hatcliffe had no respondents with secondary education. Among those with no education, the majority (72%) were in the 10-15 years group, followed by the 20-24 years age group (21%). Only 7% of the 16-19 years had no education. The majority of those with no education (86%) were never married. The majority of the respondents (62%) with no education belonged to the apostolic sect religion. 

In terms of employment[footnoteRef:5], the majority of the respondents classified themselves as unemployed (87%) although they were engaged in labour, while 10% were self-employed and only 0.7% were formally employed. Chimanimani and Mutasa districts had the highest proportion of the respondents that reported themselves as self-employed (both at 3%). Those that classified themselves as self-employed were mostly engaged in farming, vending, piece jobs and hair dressing.  [5:  The term employment was understood to mean formal employment where one would get a monthly or weekly wage on a regular basis. Self-employment was perceived as being engaged in some business that brings regular income to the girls.  ] 


(e) Religion 

Respondents were asked to state the religion that they belong to. Figure 5 below shows the religious affiliation of the respondents. 

Figure 5: Religion of respondents





The majority of the respondents belonged to the apostolic churches (59%), followed by Pentecostal and mainstream churches (Roman Catholic, Anglican, Methodist etc) all 16%, other churches (6%) and none (3%). Mutare, Chimanimani, and Mutoko Districts had the highest proportion of respondents that belong to apostolic churches (8%), followed by Mutasa (7%), Khami (6%), Harare South (6%) and Epworth and Hatcliffe (all 4%). The remaining districts had less than 4% of the respondents belonging to apostolic churches. 



(f) Ethnicity 

The majority of the respondents were Shona (73%), followed by Ndebeles (23%). Ethnic minorities included the Kalanga (3%) and Tongas (2%). Of the 3% that were grouped under “other” category, most belonged to the San ethnic group (34%), followed by those who identified themselves as of Malawian origin (22%) and Zambian and Shangani at 11%.



Figure 6: Ethnicity





(g) Disability Status 

Is indicated in Figure 7 below, nineteen or 6% of the respondents had some form of disability. These girls were identified in the SAGE database and their disability status was confirmed by the hub volunteers. 

Figure 7: Disability





Of those girls with disability that participated in the study, almost half (47%) had a visual impairment, 21% had speech and language impairment, another 21% had physical disability while 11% had intellectual disability. The highest proportion of respondents with disability who participated in the study was in Chimanimani and Khami (both at 1.7% or n=5) followed by Mutasa (1% or n=3). Epworth had no participant with disability who participated in the study as all those that were identified were no longer staying in the district and could not be contacted while the rest of the districts had 1 respondent with disability who participated in the study.

In terms of education, the majority of the girls with disability had primary level education (63%), while 21% had no education and 11% had secondary education and 5% had ECD level education. The proportion of those without any education is higher among people with disability compared to the overall proportion of the sample of 9% no education. 



[bookmark: _Toc88996687]3.2 Location of the SAGE Project within Communities 

The analysis sought to establish how the SAGE programme was situated in the communities across the 11 districts where the project is being implemented. The objective was to establish the extent to which the targeted participants and communities knew about the project and its objectives and whether the project is relevant to the needs of the communities and the targeted girls. Uptake of development initiatives is largely dependent on relevance of the project to the needs of the community and the perception about the value addition that the project brings to the quality of life in the community. If the project is not owned by the communities uptake will be low and the sustainability potential of that project will be fragile.  

Period participating in the project

Figure 5 below shows when the respondents started participating in SAGE sessions across the 11 districts.



Figure 8: Year targeted girls started participating in SAGE sessions





The largest proportion of the respondents started attending SAGE sessions in 2019 and 2020 (both 41%), while 18% started in 2021. For 2019, the highest proportion was in Epworth and Mutare (both at 7%) followed by Chimanimani and Mutasa (6%) and Mutoko (4%) while the remaining district had less than 4%. For 2020, the highest proportion was in Khami and Hatcliffe (both at 7%) followed by Harare South and Reigate (both at 6%) and Mutoko (5%). The rest of the districts less than 4%. The highest proportion of those that started in 2021 was in Imbizo (5%) followed by Harare South (4%). The rest of the districts had less than 4%. 

Figure 9 below indicates the source of information about the SAGE programme.  

Figure 9: Who introduced you to the SAGE Programme





The girls were first introduced to the SAGE project through community volunteers (30%). Among the respondents who have heard about SAGE through community volunteers, 42.3% were aged 16-19 years, another equal portion (42.3%) were aged 20-24 years and the final 15.4 % were aged 10-15 years. On the other hand, 26.4% of the research participants indicated that information about the SAGE programme reached them through their peers and this was broken down as follows: 11.8% (10-15 years), 9.4% (16-19 years) and 5.2% (20-24 years). Moreover, a handful of respondents also confirmed that they have heard about SAGE through the following channels: church (2.4%), community leader (7.9%), parents (12.1%), teacher (10.9%) and Plan International (5.2%). The findings of the current research suggests that community volunteers as well as friends and peers were the most functional referral network for the SAGE programme across all learners’ age groups in the sampled districts.

Knowledge about the project and its objectives and alignment with the girls’ aspirations 

The majority of the girls that participated in the study (75%) knew about the objectives of the SAGE programme while 25% did not know as shown in figure 10 below. 



Figure 10: Knowledge about the project and its objectives and alignment with girls’ and community aspirations





Of those that did not know about the objectives, the majority (92%) were irregular attendees while 8% were regular attendes. Regular attendees had greater awareness about the objectives of the programme than those that were irregular attendees because they were constantly intouch with the hub volunteers who were more knowledgeable about the SAGE project than the other sources of information such as friends, church and parents. 

The fact that the majority of the girls know about the objectives of the project and identify with its objectives provides a good basis for motivating the girls to participate in SAGE sessions. There is however need for further engagement with those girls that did not know about the objectives of the project and therefore had less appreciation of how the project can be a catalyst towards the achievement of their aspirations. The highest proportion of those that did not know about the project was in Reigate (7%) followed by Hatcliffe (5%) and Mutoko and Harare South (both at 4%). All the respondents in Epworth and Mutare knew about the objectives of the SAGE programme. For the rest of the districts, the proportion of those that did not know the objectives ranged between 1-3%. Among those that did not know about the objectives, the highest proportion  was among the 10-15 years age group (16%) followed by the 16-19 years age group (8.3%) and the 20-24 years (2%). This shows that knowledge about the SAGE objectives increased with age and more therefore needs to be done to create awareness among the younger age groups. 

The majority of the girls (75%) felt that the objectives resonate with their personal development aspirations as young girls while 25% did not think they resonated.The district with the least proportion of those that believed that the objectives resonated with their aspirations was in Reigate (25%) followed by Mutoko and Hatcliffe (50%) and Harare South (59%). In the rest of the districts, more than 80% believed that the objectives of SAGE resonate with their aspirations. 

Figure 11 below shows how the learners believed the SAGE programme resonates with their aspirations by age.

Figure 11: Resonance of objectives with aspirations





The perception that the programme objectives resonate with the aspirations of the learners increased with age with the majority of the 20-24 years (89%) believing in resonance of objectives with aspirations, followed by the 16-19 years (76%) and the 10-15 years (63%). 

FGDs with the girls revealed that almost all the girls knew about the objectives of the SAGE programme and concurred that the programme’s objectives were in alignment with their aspirations as young girls. 

“At first we did not understand clearly what this SAGE was all about. But after attending the first few sessions we undersood that it was there to make us able to read and write as some of us were not able to do so. We could not even read messages on the phone and it is embarassing to have to always ask someone to read the message for you. Some of us could not even go to town because we could not read or write, it was actually a source of shame. We could not even count money and have proper change. But our participation in SAGE has really helped us to open our eyes. We can now read and write, we know our rights, we also know how to be smart. We used to smell a lot (laughter) because we did not know proper personal hygiene. Even if I open a small business I will be able to interact with customers, count my money and calculate change. The SAGE sessions have been a revelation for us, were were in the dark. Those of our peers who have not been coming do not really know how important learning is to them”. (FGD Participant, Mutare Rural) 



The majority (90%) of those that did not think that the objectives resonate with their aspirations were irregular attendees who believed that the SAGE lessons were not relevant to their needs. This was particulary the case for those that have attained a higher level of education who thought that the basic lessons that they were being taught were of little value to them as they have already passed the basic learning stage as reiterated by a participant in an FGD in Mutare:

“Some of us have attained Grade 7 and some even have gone up to Form 1, so to come here and be taught a e i o u is not useful to us. People end up laughing at us saying we are wasting time. What is more important to us is skills training, which is taking long to come” (FGD participant, Mutare) . 



Key informant and in-depth interviews with stakeholders and participants of the programme such as school heads, mentors, community facilitators and CoGE were generally aware of the objectives of the project and they also generally appreciated the value of the project in making education accessible to marginalised girls in their communities.

“SAGE is a very good programme. In this community we have a lot of girls who have dropped out of school and some have not even got beyond grade one, particularly among the VaPostori (Apostolic) religious sect. Some of the girls do not even know how to read and write and this programme teaches them basic literacy and numeracy, which is a good thing. We really appreciate the programme and some of them are now able to read and write. We can’t have people who are illiterate in this country in the 21st century.  We really appreciate this programme as a community” (Community Facilitator, Mutoko) 

 Among care givers and parents, level of awareness was varied with some exhibiting a high level of awareness while others had less appreciation of the objectives of the SAGE programme.  

___________________________________________________________________________

In communities with a higher level of awareness and better appreciation of the objectives of SAGE, there was better attendance by the girls as the girls were encouraged by the communities as noted by a community educator in Mutare: “I have been to two different hubs in different communities. In one of the sub-hubs, there are a lot of Mapostori (Apostolic members) who really do not value education. They do not want their girls to be educated because they will “open their eyes” and hence there is general negativity towards girl education. In that community the attendance by girls has always been low despite several follow-up attempts. The reason being that the girls are often mocked and discouraged by their families from attending the SAGE lessons. In the other hub, attendance is high because the community leaders really appreciate the programme and they encourage the girls to go for the SAGE lessons. The girls come for the lessons without any fear of being ridiculed by community members and you see that attendance is fairly high in this hub. So community support and attitude is a key factor in influencing attendance’ (Community Educator, Mutare)





[bookmark: _Toc88996688]3.3 Risk Factors Leading to Irregular Attendance 

[bookmark: _Toc88996689]3.3.1 Girls aged 10-19 years not in school  

Across all the 11 districts, community members interviewed such as community leaders, teachers, caregivers/parents and volunteers all acknowledged that there are girls aged 10-19 years that were not attending formal school. The following categories of girls were identified by the community members as the ones that were mostly not attending school:

· Girls from poor and vulnerable households

· Orphans 

· Girls with disability 

· Young mothers 

· Married girls and unmarried girls from the apostolic churches 

The identification of these groups of girls by the communities validates the targeting of the SAGE programme which also targeted the same groups of girls. 

A number of reasons were put forward as to why the girls are not attending school. Girls from poor and vulnerable households drop from school mainly because their parents or guardians are unemployed and therefore lack financial resources to finance the education of their daughters. In districts such as Imbizo and Harare South, communities used to survive as farm labourers but due to disruptions resulting from the land reform programme and the inability of new farmers to absorb farm labour, most households have found themselves without any viable income generating activities to support their families. This has resulted in these households failing to send their children to school leading to the girls dropping out.

Orphans constitute a significant proportion of girls not in school. This is largely because some of them are double orphans who have lost both parents and most live with grandparents that are too old to engage in meaningful economic activities. Communities noted that these orphans drop out of school to support their families and siblings by engaging in piece jobs or other income generating activities such as vending and artisanal mining. 

Girls with disability were also identified as dropping out of school because of mobility challenges in accessing the schools. These girls with disability have different impairments ranging from physical, visual, hearing and cognitive impairments. The girls lack assistive devices such as wheel chairs, walking sticks, hearing aids and braille to assist them to access the local schools and to participate in the learning activities. Without such devices, most of the girls with disabilities simply drop out of school. Across the districts, 6% of the girls that participated in the survey have some disabilities and of these 9% had never been to school. 

Some of the girls were not attending school because they got married or became pregnant along the way. Once they got pregnant or got married, society expects them to concentrate on their families and in the case of those that got married, spouses were not comfortable to allow their young wives to continue going to formal schools. As married women, the young girls are expected to focus on their gender roles and responsibilities which revolves around reproductive related activities. Girls most affected are mostly from some of the apostolic churches that encourage early marriages. Some of these religious sects are reluctant to send their daughters to school and often pull them out of school to marry them off.  

The communities were asked if there are other initiatives in their locality to help girls that have dropped out of formal school to continue with their education. Across all the 11 districts, SAGE was the main initiative promoting literacy and numeracy among girls that have dropped out of formal school. Other initiatives in the districts such as Basic Education Assistance Module (BEAM) (which is a government initiative) and the Determined, Resilient, Empowered, AIDS-Free, Mentored, and Safe (DREAMS) project[footnoteRef:6]CAMFED, SASA, Caritas, Mavambo Trust (which are all CSO/NGO initiatives), and local church initiatives were also targeting disadvantaged girls and bringing them back into both formal schools and informal education but coverage was generally limited owing to resource constraints. 	 [6:  DREAMS is a USAID supported project aimed at reducing new HIV infections among adolescent girls and young women by 40 percent in Zimbabwe.] 


[bookmark: _Toc88996690]3.3.2 SAGE sessions attendance levels 

As highlighted in the SAGE attendance monitoring reports, about 36% of enrolled participants missed learning sessions during the period November 2020 to January 2021 due to the national lockdown measures imposed to contain the spread of the COVID-19 pandemic. In the survey, girls were asked how frequently they attended ATL and COGE SAGE sessions with an estimated attendance of 0-49% being regarded as not frequent, 50-79% % fairly frequent and +80%% as frequent. Two hubs in each district were purposively selected: one with a relatively higher level of attendance and one with a relatively lower level of attendance. However in both categories of hubs, there were girls that reported that they had irregular attendance and those with regular attendance. The girls were then clustered according to their self-reported levels of attendance: regular; irregular; fairly regular. The analysis was then based on these three categories to understand the reasons for that level of attendance regardless of hub because even in hubs with a fairly high level of attendance we would still want to understand the reasons for those who are irregular attendees. So we considered clustering the girls according to self-reported attendance levels more important than clustering their response by hub category. Where applicable we provided hub category explanations related to the level of attendance. 

Figure 10 below shows the responses from the girls. 

Frequency of Attendance of COGE compared to ATL sessions 

Figure 10 below shows the frequency of attending SAGE ATL and COGE sessions across the 11 districts. 

Figure 12: Frequency of attending SAGE ATL and COGE sessions



The majority of the respondents regarded their attendance of both ATL and COGE SAGE sessions as frequent (59% for ATL and 52% for COGE) while 32% for ATL and 30% for COGE considered their attendance to be fairly frequent. A significantly higher proportion of the respondents described their attendance for COGE as not frequent (18%) compared to their attendance for ATL (9%). The girls and key informants interviewed revealed that there were more ATL sessions that were conducted compared to the COGE sessions hence the frequency of attendance for ATL was higher compared to that for COGE.

“The girls, particularly those that have attained grade 7 level, are more interested in the ISOP and COGE sessions, which are more practical and contribute to awareness of rights, SRHR issues and household income. However, there has been some frustration because the ISOP and COGE lessons have taken a bit long to come, so most of the time the girls are attending ATL lessons. You can only graduate to COGE and ISOP once you have attended a certain proportion of the ATL lessons” (COGE Facilitator, Khami)   

The fact that ATL attendance is a requirement of progressing to ISOP and COGE has meant that the girls had attended more ATL sessions compared to COGE and ISOP. 

Frequency of attendance by location 

The highest proportion of those not frequently attending SAGE ATL sessions was in Imbizo where 2% of the respondents reported infrequent attendance, followed by Reigate (1%) while for the rest of the districts, less than 1% reported infrequent attendance. For those that reported infrequent attendance, the highest proportion was among the 16-19 years age group (43%) followed by the 10-15 years (36%) and 20-24 years (21%). 

For the COGE sessions the highest proportion with infrequent attendance was in Harare South (6%); Chimanimani (3%); Reigate, Imbizo and Bulilima all at (2%); and Mutare (1%). The rest of the districts had less than 1% of the respondents reporting infrequent attendance. Infrequent attendance was highest among the 10-15 years (8%) followed by 16-19 years (6%) and 20-24 years (4%). This shows that the younger age groups are more likely to miss COGE and ISOP sessions than the older age groups who find the sessions more relevant in teaching them life skills and for generation of household incomes as responsibilities for the household increase with age as noted by one COGE facilitator:

For the older age group, some are married and some have children and their main concern is to get involved in income generating activities to be able to fend for their families. They are thus interested in life skills training compared to the younger generation who are mainly interested in being able to read and write and have hope of continuing with formal education in the long term (COGE Facilitator, Epworth) 

The more practical skills training therefore attract more attendance among older girls than younger girls with limited family responsibility. 



Frequency of attendance by hub and category

In each district, two hubs were purposively sampled, one hub with relatively higher level of attendance and one hub with a relatively low level of attendance. Table 2 below shows frequency of attendance of hubs with relatively low levels of attendance in each district. 

Table 2: Frequency of attendance of Hubs with relatively low level of attendance

		District 

		

Hubs

		ATL

		COGE



		

		

		Fairly frequent

		Frequently

		Not Frequent

		Fairly frequent

		Frequently

		Not Frequent



		Harare South 

		Hillview

		12.5%

		75%

		12.5%

		12.5%

		37.5%

		50%



		Mutasa 

		Sagambe

		60%

		33.3%

		6.7%

		40%

		53.3%

		6.7%



		Epworth 

		Domboramwari

		26.7%

		73.3%

		0%

		6.7%

		80%

		13.3%



		Hatcliffe 

		Freindship

		78.6%

		7.1%

		14.3%

		71.4%

		28.6%

		0%



		Reigate 

		Makokoba

		7.7%

		76.9%

		15.4%

		7.7%

		69.2%

		23.1%



		Mutoko 

		Chisambira

		52.9%

		35.3%

		11.8%

		64.7%

		29.4%

		5.9%



		Mutare Rural

		Wendumba

		25%

		75%

		0%

		41.7%

		50%

		8.3%



		Chimanimani 

		Nenohwe

		33.3%

		60%

		6.7%

		26.7%

		53.3%

		20%



		Bulilima 

		Makulela 1

		44.4%

		33.3%

		22.2%

		33.3%

		33.3%

		33.3%



		Imbizo

		Mvutho

		14.3%

		61.9%

		23.8%

		9.5%

		71.4%

		19%



		Khami 

		Godlwayo

		17.6%

		70.6%

		11.8%

		11.8%

		76.5%

		11.8%





Among the hubs with relatively low level of attendance in each district, Mvutho hub in Imbizo District had the highest proportion of learners who reported not frequently attending ATL lessons (24%), followed by Makulela 1 hub in Bulilima (22%), Makokoba in Reigate (15%) and Hillview hub in Harare South (13%). In Mvuto, key informants noted that the girls there prefer the COGE and ISOP lessons to ATL lessons which they consider to be too theoretical. 

“The only challenge is that they are doing theory and there is no practical since there is no material to do practical. All the girls are forthcoming especially on the skills compared to numeracy and literacy. A lot of girls are also involved in labour in this district and this tends to affect attendance. Young girls are lured by gold panners, and they start cohabiting with these gold panners (artisanal miners) who are grade 7 drop outs, 15-20 years, both from primary and secondary school. Marriage has been the greatest factor leading to drop out.” Head Teacher, Imbizo District 

Engagement in labour, gold mining and frequent relocation of families were identified as some of the key factors leading to infrequent attendance of SAGE sessions by the girls. The artisanal miners were described as aggressive and violent and this makes it unsafe for some of the girls to travel long distances going to the hubs.  Mvuto is also a commercial farming area and most families come and go as seasonal workers and this affects frequency of attendance. 

In Bulilima, the issue of long distances to the hub and the non-availability of the expected food handouts were cited as some of the reasons for infrequent attendance by the girls. Some of the girls had expected the SAGE programme to provide refreshments during training as was being done in other programmes in the district while some insisted that a promise for refreshments was made when they first heard about the programme. 

For COGE and ISOP, the highest rate for infrequent attendance was in Hillview hub Harare South (50%) followed by Makulela1 in Bulilima (33%) and Makokoba in Reigate (23%). In Harare, transition from ATL to COGE/ISOP activities took time to take off because there were no materials for the practical training of the girls and hence the high level of irregular attendance. 

“The organisers of the programme should stick to their promises. Our children were expecting to be trained on practical skills that they can use to start income generating activities and up to now nothing has happened. This frustrates the girls who have been very expectant” (In-depth interview with a parent of a child attending SAGE, Harare South) 

In Bulilima long distances and lack of materials for practical training were cited as the main reasons for the infrequent attendance of COGE/ISOP sessions by the girls. 

Table 3 below shows attendance rates for the sampled hubs with relatively high levels of attendance. 











Table 3: Hubs with relatively high levels of attendance

		

Districts 

		Hubs

		

		ATL

		

		COGE



		

		

		Frequently

		Fairly frequent

		Not Frequent

		Frequently

		Fairly frequent

		Not Frequent



		Harare South 

		Blackfordby 

		81.3%

		12.5%

		6.3%

		37.5%

		0%

		62.5%



		Mutasa 

		Makwara

		56.3%

		43.8%

		0%

		62.5%

		37.5%

		0%



		Epworth 

		Chizungu

		75%

		25%

		0%

		68.8%

		31.3%

		0%



		Hatcliffe 

		Bhagi Prince Robert

		25%

		75%

		0%

		12.5%

		81.3%

		6.3%



		Reigate 

		Aishleb

		60%

		26.7%

		13.3%

		40%

		26.7%

		33.3%



		Mutoko

		Chikukwa

		76.9%

		23.1%

		0%

		61.5%

		38.5%

		0%



		Mutare rural

		Mafararikwa

		76.5%

		23.5%

		0%

		68.8%

		31.3%

		0%



		Chimanimani

		Hot Springs

		80%

		6.7%

		13.3%

		46.7%

		6.7%

		46.7%



		Bulilima

		Makulela 2

		22.2%

		72.2%

		5.6%

		22.2%

		66.7%

		11.1%



		Imbizo

		Mthombothema

		66.7%

		0%

		33.3%

		66.7%

		0%

		33.3%



		Khami

		St Peters’

		78.6%

		21.4%

		0%

		92.9%

		7.1%

		0%







For ATL, the hub with the highest rate of infrequent attendance was Mthombothema (33%) in Imbizo District. Key informants noted that a lot of girls in the districts were engaged in labour, including artisanal mining which makes it difficult for them to frequently attend SAGE sessions. As noted by a CE,



“For some of the girls the attitude is negative. The major challenge is the curriculum, it teaches theory and there is nothing tangible that the girls can gain from this training. They prefer training that will develop specific skills that they can use to generate incomes for their families’ (CE, Imbizo) 

“The older youth laugh at the young people and discourage them to attend as they are told that they won’t benefit anything. Most of the times the girls go with gold panners to get money because they won’t be going to school.” (COGE facilitator, Imbizo)

The common perception among irregular attendees therefore was that they will not benefit anything tangible from the training. This was compounded by the fact that some of the girls were engaged in labour in the mines and were also lured by artisanal miners into transactional relationships. 

For those with high regular attendance rates, the common factor mentioned across the hubs was strong community support based on appreciation of the benefits that the SAGE programme would bring to the girls. Where there was community buy in, an enabling environment was created to support the girls’ attendance of the sessions. 

Frequency of attendance by marital status and number of children 

Figure 11 below shows the frequency of attendance of ATL sessions by marital status.

Figure 13: Frequency of attendance by marital status



In each marital category, the majority reported that they were frequently attending ATL sessions with the highest proportion being among divorcees (75% i.e. 5 out of 7 respondents) followed by the never married and the married both at 59%. The never married had a higher proportion of those not frequently attending ATL sessions (9%) compared to 5% of the married respondents. Divorcees did not record any infrequent attendance. For those not frequently attending, the highest proportion (57%) was among those without children compared to those with at least one child (43%). 

During FGDs, it emerged that in urban areas those that are married and with children were more motivated to attend both the ATL and COGE sessions because of the hope that the acquired knowledge will lead to an improvement in the quality of their lives. 

“At this hub married women and young mothers are encouraged to attend because if the responsibilities that we carry. Our husbands have realised that the burden of looking after the family is becoming heavy for them because of the prevailing economic challenges and therefore they appreciate any efforts by their wives to bring in additional income into the household. That is why those that are married actually get encouraged by their husbands to attend because they hope that the training that they will get (from COGE and ISOP) will help us to run income generating projects that will generate income for the household. Girls with less responsibilities and burden, might not see the need for regular attendance” (FGD participant, Harare South)  



The same sentiments were also echoed by a head teacher in Imbizo District:

“Normally those who are married attend most as they are mature and realise the need to attend the sessions”. Head Teacher responsible for monitoring the hub. 

In rural areas however, married women and young mothers faced resistance from their husbands and families for a variety of reasons including the need to focus on gender roles and responsibilities, refusal by husbands who fear that the women might challenge their power after being more enlightened and fear that the young women might engage in extra-marital affairs. 

“Some of us men are not comfortable to let our wives go and attend basic education sessions. One of the reasons is that when we married our wives, we lied to the communities that we married educated women, form six level. Now if the same community sees the same wife going for basic and elementary education, they start laughing at you saying you lied to us. So it becomes an embarrassment and some men will end up telling their wives to just stay at home. Some are also afraid that the women, when they learn about human rights, they will come back and challenge them and of course some are afraid that their wives will have the opportunity to engage in extramarital affairs during the SAGE lessons. (Community leader, Mutare Rural) 

___________________________________________________________________________

“Well, I think being educated is good but of what use should someone start grade one when they are already married. There is need to concentrate on family. Some of these women when they go to SAGE, they become thick headed and they start talking about rights and so forth. Some will even say after I graduate I can get a job and I will leave you (laughter).So you see, that is why some husbands will prevent their wives from attending these lessons. It can cause problems in households.” Male FGD participant whose wife is attending SAGE sessions, Bulawayo



In rural hubs, some of the young married girls in polygamous families were prevented from attending the SAGE sessions by the senior wives, ostensibly out of jealousy. 

“Some of us are in polygamous families and we are the younger wives. When we came for the COGE lessons, we were taught how to become smart, to maintain personal hygiene and to look presentable. When that happens, the husband will start to give more attention to the smarter young wife and this does not go down well with the senior wives. They will then go and complain to the husband saying “Why are you favouring her? She is doing nothing here except spending time cleaning herself and going those useless lessons. If you are not careful, you will lose her very soon to younger men”. And once that happens the husband will withdraw you from the lessons’ (Young married girl participant in an FGD, Mutoko)



Gender dynamics within rural households present attendance barriers for married young women. 









Frequency of attendance and employment status

Among respondents that were employed, the majority (75%) frequently attended ATL lessons while 25% attended fairly frequently. Not formally employed reported infrequent attendance of the ATL sessions. For those that are self-employed, the majority (56%) reported frequent attendance of ATL sessions, while 41% reported fairly frequent attendance only 3.1% reported infrequent attendance. The unemployed had a frequent rate of attendance of 59%, fairly frequent (32%) and infrequent attendance of 9%. The rate of infrequent attendance was thus highest among the unemployed, followed by the self-employed. This is likely because the unemployed and self-employed spend most of their time pursuing livelihood activities and therefore more likely to miss sessions. 

Frequency of attendance by religion 

The highest proportion of those that frequently attended was among mainstream churches (75%) such Roman Catholic, Anglican, Methodist etc, followed by Pentecostal churches (62%) and apostolic churches (60%) and those with no religion (55%). Infrequent attendance was highest among Pentecostal churches (12%), and was 9% among those without any religion and followed by apostolic and mainstream churches both at 8%. As noted by one girl participant in an FGD;

“Some go to church on Tuesdays and this is the day we have classes, so the girls that go to these churches miss classes. The churches that do mid-week sessions include both the apostolic and some Pentecostals who do weekday services” (FGD participant, Harare South)  



Attendance is affected by religious activities in some of the districts. This is further complicated by the fact that some of the churches are reluctant to allow girls to attend SAGE sessions arguing that they should concentrate on their gender roles and responsibilities within their families. 



Frequency of attendance by ethnicity 

There were significant differences in frequency of attendance by ethnicity. The proportion of those that frequently attended ATL sessions was highest among the Ndebele (63%) and the Shona (61%) but was significantly lower among ethnic minorities such as Kalanga (20%), and Tonga (25%). The proportion of the girls infrequently attending was highest among the Ndebele (16%) (although they have the highest frequent attendance as well), followed by the Tonga (13%) and Kalanga (10%). The ethnic minorities had a higher rate of infrequent attendance compared to the majority ethnic group the Shona whose rate was only 5%.  An in-depth interview with a key informant revealed some of the reasons for infrequent attendance among the Kalanga and San ethnic minorities in the district: 







“In this district, the San live in very remote areas and live almost a hunter and gatherer life. So many donors have been operating in the communities providing them with food handouts. While this is good, it has created dependency syndrome among these people. When SAGE came, some of the parents sent their children to participate with the hope that they will get some food handouts along the way. When that did not happen, the rate of attendance decreased”.  

FGDs also revealed that in Bulilima, distance was a major factor as some of the leaners have to travel long distances to attend lessons. Because of the proximity of Bulilima District and Botswana, many youth drop out of school to go and work in Botswana or South Africa. As one girl in an FGD noted,

“There is a lot of peer pressure in this community. A lot of young people dropout and cross the border into Botswana and South Africa and many local young people admire these dropouts when they come back home driving and with goodies. This encourages other young girls to follow in their footsteps.”

 A number of factors thus affect attendance of ethnic minorities in Bulilima District. 



Attendance by disability status 

The proportion of girls with disability that frequently attended ATL sessions is lower (53%) compared to the rest of the girls (60%). The proportion of girls with disability that did not frequently attend the sessions was also higher (11%) compared to the rest of the girls (8%). The results show that girls with disability face more pronounced barriers in attending SAGE sessions compared to their counterparts without disability as noted during an FGD with parents/community members:

“We have a number of girls with disability in this community. They are largely invisible because they face challenges in terms of movement. When they want to go for hub lessons, they need to have someone to assist them to get there and sometimes there is no one available to do so. Some have no wheel chairs. Besides some of the information is not accessible and the hub teachers lack capacity to handle the girls with disability. It is a real challenge” (FGD participant, Bulawayo) 



The situation of girls with disability is even worse in rural areas where they have to travel long distances to go to the hubs. In some of the districts, for example Mutare, the teachers have had to visit the girls with disability to deliver lessons but that requires a lot of time. The teachers noted that they lack assistive devices to facilitate learning such as hearing aids and braille. The teachers lack capacity in sign language to assist those with hearing and speech impairments.  











[bookmark: _Toc88996691]3.3.3 Ever missed ATL and COGE sessions 

The girls were asked if they had ever missed any ATL or COGE sessions since they started participating in the SAGE programme and their responses are as reflected in Figure 7 below: 



Figure 14: Have you ever missed any ATL and COGE sessions before?





More girls had ever missed ATL sessions (64%) compared to COGE sessions (58%). This probably indicates more interest in COGE/ISOP sessions compared to ATL sessions as the former offers life skills and practical skills that the Out of School girls can utilise to generate income for their households. Key informants interviewed also indicated that those girls that had attained a higher level of education (say Grade 7) were more interested in COGE sessions than ATL sessions because of the practical utility of the skills that they gain from COGE sessions. However, since more ATL sessions were conducted compared to COGE/ISOP sessions, the likelihood of girls missing ATL sessions was much higher compared to SAGE/ISOP sessions. 



Missing of SAGE Sessions by location 

For ATL, the highest proportion that ever missed a session was in Mutasa (9%), followed by Mutoko (8%); Hatcliffe and Bulilima both 7%; Chimanimani, Epworth and Khami all at 6%; Mutare and Imbizo 5%; and the remaining districts were all below 3%.  

The highest proportion of girls ever missing COGE lessons was in Mutasa where 9% of the respondents reported that they had ever missed the sessions, followed by Mutoko (7%), Chimanimani (7%), Hatcliffe and Mutare (both at 7%), Bulilima (6%), Harare South (4%), Epworth and Khami (both at 3%) while for the rest of the districts it was below 3%.  The rural districts had a higher proportion of girls who had ever missed COGE/ISOP sessions compared to the urban areas. Rural hubs had challenges in procuring materials to use in training, resulting in some of the girls missing sessions. The girls in Mutare Rural noted that,

“We have received skills training on baking, dress making and hair dressing, but we don’t have the materials to use in practicals.  We only have one sewing machine that was donated by one of the lady teachers and all 15 of us have to take turns to use that machine. We also do not have baking ingredients and equipment to practice hair dressing. So there is no point coming everyday if we have nothing to use during the training” (FGD with girls, Mutare Rural)



In some of the hubs, for example Mutoko, Bulilima and Chimanimani it took time to identify trainers with the required skills and hence there were delays in starting the ISOP sessions. 

Missing of SAGE Sessions by age-group

Of those that reported ever missing ATL sessions within age groups, the highest proportion was among the 20-24 years (82%), followed by 16-19 years (61%) and 10-15 years (56%). The same pattern was reflected for the COGE sessions where the proportion of those that reported ever missing a session was highest proportion was among the 20-24 years (77%) followed by 16-19 years (54%) and 10-15 years (52%). The 20-24 years recorded the highest proportion of those ever missing SAGE sessions. Several reasons were put forward to explain this trend during in-depth interviews and FGDs. Increase in age comes with more responsibilities. There are more girls in this age group that are married and young mothers compared to the other younger age groups and this implies that girls in this age group have a heavier burden when it comes to gender roles and household responsibilities. The girls have to perform their reproductive roles of caring for the children, providing food for the family and they get engaged in labour to generate income for the household. 

“When you get married, you start having more responsibilities. You have to feed your children, wash clothes, bath them, make sure that they get prepared for school and take them to clinic if they are not feeling well while at the same time you need to ensure there is food, firewood and water for the household. You at time get overwhelmed that the chances of missing the sessions are high. Besides, you have to ask for permission from your husband, who depending on his mood, might refuse to grant you that permission” (Girls FGD participant, Mutoko). 

There were also cases where the older girls were ridiculed for attending basic ATL sessions with younger girls. 

“What I dislike is being teased by others for my dress, age and the fact that I had never been to school. I dislike the habit of teasing each other.  Some of the younger girls and community members will start saying “old woman, where were you all along to want to start A E I O U or one plus one”. This can be embarrassing and you can end up quitting if you are not strong (FGD participant, Mutoko) 

Older girls thus face multiple challenges that can act as barriers to regular attendance. 

Missing of SAGE sessions by marital status and number of children. 

The biggest proportion of those reporting ever missing ATL sessions was among married women (80%), followed by those that are divorced (75%) and the never married (57%). Married young women and divorcees have heavier burdens of domestic responsibilities which increases the likelihood of them ever missing sessions.  The never married are much more flexible to attend the sessions and hence their level of ever missing sessions is relatively lower compared to the other marital status categories. The proportion of girls that ever missed an ATL session was considerably higher among those girls with children (85%) compared to those without children (55%). This also reflects the extra responsibilities that those girls with children have compared to those with none. With the added responsibility of looking after children the likelihood of ever missing the SAGE sessions increases significantly. 



Missing of SAGE sessions by employment status 

Self-employed girls were more likely to ever miss ATL sessions as 78% reported ever missing sessions while 75% of the formally employed ever missed sessions, followed by 62% of the unemployed. Those that are self-employed and the formally employed will spend most of their time running their businesses and at work respectively, and hence the chances of missing the SAGE sessions are relatively high. For those that identified themselves as unemployed, they also get engaged in both paid and unpaid labour to support their families. Some of them do piece jobs for paid labour while most are also engaged in unpaid labour as part of their domestic roles and responsibilities.   



Missing of SAGE sessions by religion 

The proportion of those that missed SAGE sessions within types of religion was highest among those girls that belong to the apostolic sects (67%), followed by Pentecostal churches (60%) and mainstream churches (50%). This reflects the demanding schedules of the apostolic and Pentecostal churches that require girls to dedicate a significant portion of their time towards church related activities. FGDs revealed that Pentecostal and apostolic churches have a lot of mid-week activities which coincide with the days that the girls are supposed to go for SAGE sessions.



“Some of the churches we have in this community conduct mid-week mass and other activities. Pentecostal churches go for mid work prayers on Tuesdays and Thursdays, while for apostolic churches they can conduct week long congregations during which time the girls will miss school. The mainstream churches such as Roman Catholic and Anglican mainly conduct their masses once a week on Sunday” (Community leader, Khami)  



In Manicaland Province, there were concerns from communities and girls that participated in FGDs that apostolic churches  are also reluctant to have girls attend school on a regular basis for fear that they might be influenced by the education they acquire to abandon or rebel against their religion. 



Missing of SAGE sessions by Ethnicity 

Among ethnic groups, the Kalanga had the highest proportion (90%) of leaners that reported ever missing SAGE lessons, followed by the Tonga (75%) and the Shona (67%). The Ndebele had the lowest proportion of learners reporting ever missing sessions (53%). The Kalanga and Tonga are ethnic minorities who live in areas with poor network connection, poor infrastructure and travel long distances to school, which makes the probability of missing learning sessions high. 



Missing of SAGE sessions by Disability Status  

Among learners with disability, the majority (79%) reported ever missing ATL lessons. The proportion among learners with disability ever missing sessions is higher than among those learners without disability (63%). This indicates that learners with disability face numerous barriers in accessing learning facilities and lessons.  



[bookmark: _Toc88996692]3.3.4 Overall risk factors leading to irregular attendance of the SAGE sessions 

The assessment sought to assess risk factors that lead to irregular attendance of the SAGE sessions by the targeted girls across all the eleven districts. The assessment focused on individual, family related, academic and hub related factors that influence irregular attendance of the girls. 

A number of factors were identified as risk factors that lead to the irregular attendance by girls of the SAGE sessions which can ultimately lead to the learners dropping out of the SAGE programme altogether. During the survey the girls that had indicated that they had missed SAGE sessions were asked to give reasons why they had missed some ATL and COGE Sessions and their responses are as indicated in Figures 15 and 16 below: 

Figure 15: Reasons for missing ATL sessions





A number of reasons were put forward by the respondents for missing some of the SAGE ATL learning sessions. Household chores that lead to time poverty was the lead reason for not attending ATL sessions cited by 26% of the respondents. This was followed by sickness (16%), distance too long (5%) and employment and piece jobs (4%). Other reasons cited included not being interested in the SAGE sessions, being discouraged by a significant other, having migrated and not knowing that the sessions were being conducted (all at 2% each).  Lack of food and having married were mentioned by 1% of the respondents. Five respondents (1.5%) cited bullying and abuse as a reason for missing learning sessions. Other reasons mentioned by less than 1% of the respondents were lack of transport, network challenges and pregnancy. 

Respondents were also asked reasons for missing the COGE sessions and their responses are as reflected below in Figure 9 below.


Figure 16: Reasons for missing COGE sessions





The three major reasons cited for not attending COGE sessions were similar to those put forward by the respondents for missing ATL sessions. The main reason put forward was time poverty due to household chores (22%), sickness (12%), lack of interest (6%), distance too long (6%), employed (3%), discouraged by significant other (3%), did not know about the sessions (2%) and network challenges(2%). Lack of food, having married, migrated and lack of transport were mentioned by less than 1% of the respondents. 



Some of the overall key risk factors leading to irregular attendance are discussed below in detail. 



(a) Gender roles and responsibilities leading to time poverty

As has already been noted in the preceding sections, the main reason put forward by the girls for missing SAGE sessions was time poverty related to the gender roles and responsibilities traditionally assigned to the girl child. Girls, whether married or not married, are expected to play both reproductive and productive roles within the household which leaves them with very limited free time for recreation or for attending the SAGE sessions. These gender roles and responsibilities that the girls are engaged in include the following: 

· Food preparation, washing clothes and cleaning 

· Fetching water and firewood which sometimes entails the girls travelling long distances 

· Caring for children, the elderly and other household members

· Looking after younger siblings when the parents are away 

· Caring for young babies and taking them for baby clinic 

· Attending funerals in the community where the girls provide labour for cooking, fetching water etc 

· Pregnancy which makes it difficult for the girls to walk long distances to attend SAGE sessions 

· Working in the fields 

For married girls the domestic responsibilities mentioned above might be even more of an imperative and therefore they might have even less adequate time to attend the hub sessions. For those staying with their in-laws because their husbands are away for work, the married girls have to seek permission from the in-laws to attend the SAGE sessions, and if the in-laws do not value education, that permission can be denied as the in-laws would expect the daughter in law to focus on household chores and raising her family instead of going to school. 

Below are some of the excerpts from the girls and young married women on why they had irregular attendance:	

· “I am married and staying with my in-laws and everyone will be looking up to me to do the household chores” 

· “I have a very young baby which I cannot leave at home with anyone”

· “I was left in custody of the house, my mother was not around”

· “I will be fetching firewood or taking my child to the clinic”



It is particularly difficult for the married girls and those that are mothers to travel long distances going to the hubs as that would create time poverty where the girls and young women would not have enough time to complete their household chores. Some of the girls and young women reported that their spouses were uncomfortable to let them attend the sessions and will discourage or stop them from attending as the girls are expected to fulfil their gender roles and responsibilities. Other spouses fear that the young married women and girls will engage in extramarital affairs when they spend long periods of time outside the home. In some instances, the married girls and young women have been subjected to domestic violence for insisting on attending the SAGE lessons[footnoteRef:7]. FGDs also revealed similar factors as barriers to regular attendance: [7:  All safeguarding concerns that surfaced during the course of this study have been reported and followed up according to Plan International’s Global Safeguarding Children and Young People policy and reported to the donor (the UK’s Foreign, Commonwealth and Development Office) as per the agreed protocol.
] 




Before you attend, you have to seek permission from your husband and some might refuse to grant you that permission. Some might grant you the permission, but then get influenced by the community. The community is not really supportive as some will be saying we are just interested in moving up and down without doing some productive things. So the husband can have change of mind after getting negative comments about the programme from peers. If you insist on going, that can lead to GBV and some end up abandoning the lessons’ (Girls FGD participant, Mutoko) 



Women in general and young mothers in particular bear the traditional gender role of providing food for their family. In this regard, when there is no food in the household they embark on piece jobs to enable them to provide for their children and their families. As noted earlier on this report, the majority of the respondents (87%) regarded themselves as unemployed and only 10% were self-employed. This implies that for the majority of the girls, they have to take up piece jobs (maricho) and engage in income generating activities such as selling vegetables in order to feed their families. This leaves them with very little time to attend SAGE sessions. Some of the girls indicated that they also miss sessions because they will be hungry as there will not be enough food in the household. 

In Harare South, it was noted that some of the parents are sex workers and they relegate household chores to their girl children while they concentrate on their sex work. These young girls will find it difficult to have time to participate in hub sessions. 



(b) Sickness 

Sickness of the girls themselves and that of their children and significant others was cited as the second major reason for irregular attendance of both ATL and CoGE SAGE sessions and was mentioned by 16% and 12% of the respondents respectively. The main forms of sickness identified were monthly menstrual periods and sickness of babies. During menstrual cycles, some of the girls found it difficult to attend SAGE sessions because they will be lacking sanitary wear and others experienced period pain but could not afford medication to manage the pain. In such situations, the girls simply missed the SAGE sessions. Below is an excerpt from one of the girls that participated in the survey:

“Some of the girls lack sanitary wear during menstrual periods. You can’t go to school where you mix with others in such a state” 



FGDs with the girls also confirmed that the lack of sanitary wear was also contributing to the girls missing lessons.

“The issue of sanitary wear is an important one. If you do not have proper sanitary wear, you do not feel comfortable to go and mix with other community members in case you get embarrassed by a “leakage”. So that means you will also not feel comfortable to go for lessons with others. So you will see most girls will miss lessons for a whole week every month in some cases because they do not have sanitary wear. Can the programme consider providing us with sanitary wear or at least teach some of us skills to make reusable sanitary wear” (FGD with girls, Mutoko). 



Those with new babies noted that the babies need intensive attention and that they had to regularly go to the clinics to have the babies attended to. This results in some of the young mothers missing the SAGE sessions. 



(c) Long distances to the learning hubs

Long distances to the learning hubs was cited as the third main reason that acted as a hindrance to attendance of SAGE sessions. This was particularly the case for pregnant girls and young women.



“When you are pregnant, especially when you are towards expecting, it is difficult to travel long distances going to the hubs because when you get there you will be tired and at times hungry such that it will be difficult to concentrate. That is the reason why you find most women who are pregnant stop going to the hubs”.  (Hub young mother participant)



Other young women were concerned by their security as they travel long distances to the hubs. 

“If I do not find someone to accompany me, I will not go because of the long distances we have to travel, sometimes through bushes, which makes it a security risk when you are travelling alone. So if you do not have someone to accompany you, you will end up missing lessons” (Hub irregular participant)  



Long distances to learning hubs are thus a hindrance to regular attendance for the girls and young women both in terms of physical exhaustion and in terms of their security. The issue of security was also highlighted during FGDs with the girls.

“In this areas there are a lot of “makorokoza” (illegal gold miners), and they are a violent lot because there is a lot of drug abuse among these people. So to pass through the area that they operate in is risky, particularly for girls. So at times we end up travelling long distances to the hubs to avoid passing through the areas that they operate in. This then becomes a barrier that affects regular attendance. (Girls FGD, Khami) 



(d) Lack of awareness of SAGE sessions, objectives and resonance with aspirations 

Three percent (3%) of the respondents reported that they irregularly attend ATL sessions and CoGE sessions (1.5%) because they did not receive information that the sessions were running. The respondents noted that some of the communication about the SAGE sessions comes through cell phones, which some of the girls and young women do not have, resulting in them missing out on some of the communication. Other girls and young women also noted that some of the sessions are conducted through cell phone based platforms which are difficult to access because of network challenges. During the survey, some of the girls and young women had to be reached through their parents’ or guardians’ cell phones as they did not have the gadgets. Below are some excerpts from the young women and girls:

· “I have not been called to attend”

· “I have not been told where the lessons are”

· “I never got the message about when lessons will be” 



FGDs also confirmed that lack of access to and ownership of lessons presents a communication challenge between the CE and COGE facilitators leading to some of the girls missing lessons:

The programme really has to look into the challenge of some of the girls not having access to phones. We communicate with the girls through the phones first, and if we fail to do so we have to travel and try to find them at their homes. But this is not easy because here you have to travel long distances and we are not always able to do so resulting in some of the girls missing important information” CE, Bulilima

___________________________________________________________________________

Some of us do not have cell phones of our own. We have to rely on phones from our parents or neighbours. So sometimes when the facilitators call us, the phone owner will tell you to hurry up with his or her phone because they would want to go about their business and you quickly end the conversation. Sometimes they do not even tell you that they got the message from the facilitators and we therefore end up missing communication from the facilitators. On top of that some of the lessons are being conducted via the phones which we do not have, so we become disadvantaged (Girl FGD participant, Harare South) 

As noted earlier on in this report, the majority of the girls (75%) knew the objectives of the SAGE programme and another 75% felt that the programme resonated with their aspirations as young girls. Although the level of awareness of the objectives of the SAGE programme was high, there is a significant proportion of the respondents (25%) who were neither aware of the objectives nor believed that the objectives were in alignment with their aspirations as girls. This was mainly related to the level of exposure to the information on SAGE with those that were regularly in contact with community volunteers more likely to be knowledgeable than those that were not and got their information from other sources such as friends, church and parents who might not have enough information about the SAGE programme themselves.  The assumption is that the targeted girls would be motivated to participate in the SAGE programme if they are aware and fully understand the programme’s objectives and the benefits that it would bring to them should they graduate from the programme. Lack of awareness would thus lead to lack of appreciation of the programme and ultimately irregular attendance that can lead to the girls eventually dropping out of the programme. One Community Educator noted that,



“We really need to do more work to create awareness in the communities about the SAGE programme and the benefits it brings to out of school girls in the long run. Some parents do not understand what the project seeks to achieve. They think if a girl falls pregnant and gets married, the girl should focus on raising the family instead of going back to school. And even some of the girls do not understand why they should go back to school to learn about numeracy and literacy. They would rather prefer practical skills training because they know that they can use the skills acquired to generate income for their families”. (Community Educator, Mutasa) 



The lack of appreciation of benefits that the girls can derive from the SAGE programme leads to the development of personal attitudes that discourage the girls from participating in the SAGE sessions. The situation can be compounded by lack of appreciation and awareness of the objectives of the programme by guardians/parents or spouses. More engagement is thus needed with both the targeted girls and their parents, guardians and spouses. 

(e)  Discouraged by significant others  

Five percent (5%) and 3% of the girls and young women that had infrequent attendance attributed their irregular attendance of the CoGE and ATL sessions respectively to discouragement by their significant others while 2% (ATL) and 1% (CoGE) stopped attending because they got married. The significant others were either their husbands or parents/care givers who encouraged them to concentrate on household chores and looking after their families as noted by some married young woman: 



“Some of the young women have pulled out of the sessions because they were starting to have problems with their husbands who were starting to feel uncomfortable and did not see the value of spending time at the sessions instead of doing household chores”

___________________________________________________________________________ 

“Their husbands will not be comfortable with them attending, so they don’t allow them to attend sessions at times”

__________________________________________________________________________

“I started to have challenges at home with my husband” 

___________________________________________________________________________

“Some (married young women) say their husbands are jealous of them and accuse them of loose behaviour while at school”



The girls and young women also mentioned that parents at times prevent them from attending sessions for religious reasons. The girls are required to attend church sessions instead of attending the SAGE sessions as noted below by girls who participated in the survey and key informants:

“Girls from the apostolic churches are required to go to “Chitsidzo” (church sessions) and at times they go there for more than a week. During this period they cannot go to school” 

___________________________________________________________________________

“Some guardians do not allow girls to attend. They think that it is more important to attend church sessions than SAGE sessions” 

___________________________________________________________________________

“Girls from the apostolic churches participate the least in SAGE sessions. Some of these churches do not value these sessions. In fact they do not value education in general” (Mentor)



Other parents, particularly from some of the apostolic churches, were preventing the girls from attending the sessions for fear that the girls will be “contaminated”. During COGE sessions girls are trained on different life skills such as women’s rights and SRHR issues. This tends to expose the girls to increased awareness of their rights which they will end up demanding at home which will ultimately conflict with the patriarchal religious notion that women and girls should be submissive to men. Some of the girls will end up refusing to be coerced into forced marriages because of this enlightenment. In-depth interviews and FGDs revealed that some community members tried resisting the programme because of these reasons:

“When we started, there was resentment from some of the community members, mainly apostolic, who were opposed to the teachings of COGE. They complained that “you are making these girls rebel against us because of what you are teaching them. Now we cannot control them”.  In this community early and child marriages are perceived as normal, so speaking against it created some friction with some religious leaders. It was really a challenge but with continuous engagement, things are improving a bit” (Mentor, Mutare rural). 

___________________________________________________________________________

“I think some of the reason that men feel uncomfortable (to allow wives to attend sessions) is that some of the things that they are taught during their sessions, contradict out cultural and religious values. When the women come back they start telling us that we are equal, and in fact might want to control us. The women at times start boasting that they are now better educated that us. If that happens no man will like it” (Male participant in a community FGD) 







(f) Personal, curriculum and hub related factors 

Two percent (2%) of the girls who infrequently attended SAGE sessions attributed their irregular attendance for CoGE sessions to being “not interested” while 6% gave the same reason for not attending ATL sessions. The lack of interest was attributed to a number of reasons. Some of the girls were not interested because they just “don’t feel like going to school” while others felt that the SAGE sessions were “boring” because at times they are made go through Grade One material yet they would have already attained a higher level of education as reflected in the excerpt below :

“We are at times made to do grade one stuff, despite the fact that some would have reached grade 7. The lessons become a waste of time for those that will have reached a higher level of education, and besides people will laugh at us when they see mothers doing grade one stuff that their children are supposed to do” (Young mother during the survey) 

__________________________________________________________________________

“Sometimes we are made to sing songs. I think that is childish and men of us do not want to do that” (FGD participant, Harare South) 





Some of the girls reported they have difficulties in grasping what is being taught at the hubs. This causes the girls to get frustrated and as a result to attend the lessons less frequently. Other girls were failing to complete their assignments due to these difficulties and the situation is compounded by the fact that they do not have text books to use when they go home to improve their knowledge. 

Below are some of the reasons advanced by the girls for being unable or lacking interest to regularly attend SAGE lessons:

Lack of confidence to attend SAGE lessons together with their peers as they do not have nice clothes to look presentable. With clothing that they consider unpresentable, the girls and young women feel out of place and hence they feel uncomfortable to mix with their peers during the sessions. 

“If you do not have decent clothes, clothes that are torn, you feel embarrassed to attend public meetings, let alone to be in class with girls of your own age who might be better dressed than yourself. That is why at times you see young girls engaging in relationships with older men and artisanal miners to get money to buy food and clothes so that they are presentable in public. You lose confidence when you are not decently dressed and when you are not even putting on shoes”. (Young married woman)



Lack of incentives in the SAGE programme unlike similar programmes such as DREAMS where participants were given USD5 for attending. The girls suggested incentives in the form of refreshments as some of them travel long distances and when they get to the hubs, they will be tired and hungry and hence they felt that provision of refreshments will energise them for the lessons. This was also confirmed during FGDs: 

“Some of the girls and their parents thought they were going to be given goodies and food when the programme was introduced. But when that did not happen, some were discouraged and started missing lessons.” (FGD with community members, Bulilima) 



Key informants in some of the district attributed the demand for incentives from the communities to the dependency syndrome that has crept in amongst communities because of NGO activity in these areas. Communities tend to get discouraged from participating in development initiatives that are not tied to the provision of food. 

Community discouragement: Some of the girls complained that they at times avoid going to the hub sessions for fear of being laughed at by community members for attending school when they are already a mother. The girls complained that:

“At times our peers laugh at us that we are wasting our time by doing grade one work instead of looking for money to feed our families. When some go to the sessions, they go secretly for fear of being laughed at” (Married young woman in an FGD, Mutare) 



This was particularly with young married girls and young mothers, whereby community attitudes can be biased towards expecting girls to concentrate on raising their families, rather than going to school as they are no longer “children”. Communities expect young unmarried girls to attend school rather than those that are married or have children. Community Educators also noted that some of the girls stop attending sessions because they will be laughed at by their peers. One Community Educator noted that:



“Yes, we have had girls complaining that they are being derided for coming to school when they have already children. They are often told that ‘you have decided to become adults by being married and having children, so why should you want to go back to school? Who will look after your children? School is for children and not for adults.’ Such community attitudes discourage young girls and women from attending the hub sessions” (Community Educator) 

Key informants expressed the need to increase awareness on the importance of girls and young women continuing with education even if they have children or are married among communities. 

Parents interviewed acknowledged that some of them do not understand the programme and therefore they do not encourage their children to participate. 



Teasing and Bullying: Some of the young girls explained that their lack of interest in attending hub session is caused by the fact that they are bullied by older students. In some hubs, both young girls and older women are put in the same class and at times they do not relate well because of age differences. Young girls with children are sometimes derided for having children at a very young age and the young girls resent the fact that the older women want to act as their mothers. 

“Some young participants are not handled well by older participants. We do not feel welcome there (at the hubs). Some girls bully others by pouring sand on their heads.” (Young mother) 

“At times, because of limited time and the fact that we handle many students when we are few, we put girls of all age groups in one class and we have noted that at times this creates tension and the young girls do not participate because they feel dominated by the older young women. With more resources and time, girls of different age groups need to be separated” (CoGE Facilitator)

Similar sentiments emerged during FGDs with girls in selected districts:

· “What I dislike is being teased by others for my dress, age and the fact that I have  never been to school” 

· “I dislike the habit of teasing each other” 

Girls FGD participants, Mutoko

The fear of being bullied has triggered loss of interest in the SAGE sessions for some of the girls, particularly the young married girls and young girls with children.  

Scepticism over impact of SAGE on livelihoods: Among some of the girls, there is a perception that the SAGE programme will have limited impact on their lives. As observed by girls and hub volunteers who participated in the survey:



“We don’t know where we are heading because we have been attending these sessions with no positive outcome so far”. (Young woman who participated in the survey)



“Some participants cite that there is nothing meaningful to gain from the program as they compare to DREAMS participants” (Community Educator) 



Some of the girls believed that the ATL lessons that are conducted three times a week are too many and focus should instead be more on the practical skills training provided by ISOP and COGE . Married young women and young women with children generally experience time poverty caused by gender roles and responsibilities that the girls shoulder and therefore they need to prioritise practical skills training over ATL sessions.  In some hubs, girls with different learning levels participate in the same classes, and this becomes boring for those girls with a higher education level as they will see the sessions as repetition. Some of the girls believed that they spend most of their focus on the ATL sessions and yet what they really need are vocational skills that they can use to generate income for their livelihoods. They also bemoaned the lack of tools to use during their practical trainings such as baking, dress making, detergent making among other skills. Some learners compared the SAGE programme to the DREAMS programme which they think has better learning outcomes because of its focus on practical skills training. 

Issues related to volunteers in some hubs

Some of the girls in some hubs (e,g. Harare South, Bulilima, and Mutare) indicated that they do not think some of the volunteers that teach at the hubs have adequate skills to teach them. Some of the volunteers were considered too old to teach the girls and young women modern livelihood skills and hence some of the girls did not see the value of attending their sessions. FGDs also revealed several factors why some of the girls have low perception of the hub volunteers in a few of the hubs:



“Some of our teachers come for lessons late and finish early. We will end up not having adequate time to cover all what we are supposed to cover”.  (Girls FGD participant, Harare South)

_________________________________________________________________________________

“Some of the teachers are rude and impatient and they do not consider that we have lagged behind from our age mates and hence we are not at the same level” (Girls FGD Participant, Khami)

_________________________________________________________________________________

“Some of the learners look down upon us just because we stay in the same village and they think ‘what can she teach us, we are the same’ and it shows in their attitudes” (Community Educator, Mutare Rural) 

Overall however, the girls were satisfied with the level of capacity that the volunteers have and appreciated their efforts and skills during the sessions. 



Poverty: Lack of adequate food and hunger has made some of the girls miss lessons as they are not able to travel long distances and attend lessons on an empty stomach. As some of the girls noted, 



“There will be no food at home so I can’t go to SAGE whilst I'm hungry. The food situation at home may be bad so one may decide to go and work for food rather than attend sessions”. 



Inadequate food is thus forcing some of the girls to miss sessions as they spend time doing piece jobs in order to buy food for their families. This was particularly the case for married girls and those with children who bear the responsibility of providing food for their households. Hub volunteers also mentioned that due to poverty, some of the girls were engaged in transactional sex with artisanal miners who are operating in several of the targeted districts such as Imbizo and Chimanimani. Some of the girls end up cohabiting with the artisanal miners and in the process end up missing SAGE sessions.  



Disability: Across all the districts, girls with disability face challenges in attending the SAGE sessions although they have expressed interest to attend. Most of the schools in the communities have no special needs classes to cater for the needs of girls with disability and hence these girls find it more preferable to attend the hub classes where they are taught practical skills. However, attending the hub sessions is a challenge mostly because of movement difficulties as some of the girls have physical disability but they do not have wheelchairs to help them travel to the hub centres. In some districts, for example in Imbizo, facilitators have had to visit the girls with disabilities in their homes to make them catch up with lessons. Some of the material was also not accessible to girls with visual and hearing impairments and hence the girls with disabilities sometimes get left out even if they want to attend. The SAGE programme has however been trying to address the issue of learning material accessibility by training CEs in sign language and adoption of braille for the visually impaired learners. 



Girls providing labour: Eight percent (8%) of the girls and young women not attending SAGE session frequently cited their involvement in piece jobs as the reason why they were not able to attend SAGE sessions regularly. The girls will be working most of the time and therefore do not have time to attend the sessions on a regular basis. Some of the girls are involved in artisanal mining and they spend most of their time doing mining activities. Both married and unmarried girls and young women across all age groups are involved in piece jobs (maricho) such as weeding and domestic work while others are involved in vending and petty trading as a way of raising income for their households. 

Political polarisation: In some communities, for example Harare South and Khami, political polarisation was reported to be affecting girls’ attendance of SAGE sessions. If the facilitator is perceived to be from a particular political party, care givers/parents/guardians are reluctant to send their children if they belong to a different political party. 







“We sometimes have political issues since this area is a resettlement. If the facilitator is affiliated to a certain party there might be resistance from the community as they think that their children will be forced to support that political party” (CoGE Facilitator”) 

 Political sensitivity in some district is therefore a factor that affects girls’ attendance of SAGE sessions, particularly in resettlement areas.













[bookmark: _Toc88996693]3.3.5 Risk factors by location and population group 



(a) Risk factors by location

Time poverty: Lack of time owing to gender roles and responsibilities was the most common reason cited for missing SAGE sessions, mentioned by 26% of the respondents across all 11 districts.  Out of this cohort citing this reason, the highest proportion came from Mutasa (20%), followed by Mutoko (18%), Mutare (14%) and Bulilima (13%). The other districts had on average 5% of respondents that identified this reason. The reason of time poverty was more pronounced in rural districts compared to urban and peri-urban districts. This is an indication that the rural girl is more burdened by gender responsibilities compared to the urban or peri-urban girl. 

Sickness: this was identified as the second most important barrier to attending SAGE sessions by 16% of the respondents. Out of this group of respondents, the biggest proportion was from Hatcliffe (19%), followed by Epworth, Khami and Mutasa (all 13%), and Bulilima, Chimanimani, Imbizo (all 9%) and the rest of the districts less than 4%.

Distance: Almost 5% of the respondents gave the reason that the distance to where SAGE lessons were conducted was too long. Of this 5%, the largest proportion was from Hatcliffe (31% of the respondents in this category), followed by Mutoko (25%) and Mutasa (19%). Mutare Rural, Bulilima and Chimanimani had an average of 12% while Epworth, Imbizo, Harare South, Khami and Reigate did not have any respondents that identified long distances as a barrier. Almost all the districts except for Hatcliffe that had respondents complaining about long distances are rural districts, where learners have to travel long distances to reach the learning hub centres. The challenge was less pronounced in urban areas. 

Employment: slightly more than 4% of the respondents mentioned employment as the main reason for missing learning sessions. This was more pronounced in Chimanimani which had the majority of the respondents in this category (57%). All the other districts had less than 20% of the respondents giving this reason. 

Other factors leading to missing of SAGE lessons mentioned by less than 2% of the respondents include being discouraged by significant other; having married (by 4 respondents in Imbizo, Mutare, Chimanimani and Mutoko); lack of food (by 3 respondents in Epworth, Imbizo and Harare South); and lack of interest (by 6 respondents in Epworth, Imbizo, Bulilima, Hatcliffe and Khami). These other factors were not of significantly high importance from the perspective of the learners across the 11 districts 













(b) Risk factors by age group 

Figure 17 below shows the risk factors by age group for those girls that were not frequently attending SAGE sessions.   

Figure 17: Risk factors by age group





Among the 10-15 years age group the main reason put forward by the majority of those girls who missed SAGE sessions was lack of time (mentioned by 36% of the respondents) followed by sickness (25%), distance too long (11%), not interested (8%) and migrated (7%). None of the respondents missed sessions because they got married. 

Among the 16-19 years, lack of time was mentioned by the majority (53%), followed by sickness (26%), employment (11%), distance too long (4%) and discouraged by significant other (4%). No one in this age group mentioned that she did not attend because they were not interested or because of lack of food. 5% missed sessions because they got married. 

In the 20-22 years age group, the majority missed sessions because of lack of time (53%), followed by sickness (25%) and distance too long (8%). No one in this age group missed lessons because of lack of food, lack of interest or due to marriage. 

Across all age groups, lack of time was identified as the main reason for missing SAGE sessions, followed by sickness. Gender roles and responsibilities increase significantly impact on girls’ attendance across all age groups. However this is more impactful among the older girls in the 20-22 years age group as they have increased responsibilities for taking care of the family particularly when they get married or have children.   

Sickness was identified as the second most significant reason for missing SAGE sessions by all age groups. This mainly relates to the sickness of the girls themselves particularly with regard to the menstrual cycle and to the sickness of significant others in the family such as children and other family members which forces the girls spend time caring for the sick persons. The issue of distance was more pronounced among the 10-15 years, understandably so because of their young age which makes it difficult for them to travel long distances. 



(c) Risk factors by marital status 

Figure 18 below shows risk factors by marital status. 

Figure 18: Risk Factors by Marital Status



Among the divorced there were two main reasons identified for missing SAGE sessions. These were lack of time, mentioned by 67% of the respondents and sickness mentioned by 33%. Though divorced, these young women have a huge burden of looking after their families as they have to play both female and male roles. Among the married, lack of time was again identified as the major reason for missing SAGE sessions (47%) followed by sickness (24%). The issue of distance was also identified as a risky factor (9%). Among the never married lack of time (36%) and sickness (27%) were again identified as the main reasons for missing SAGE sessions. This was followed by distance too long (7%), employment (6%) migration (5%), not interested (4%) ad discouraged by significant other. 

The proportion of the respondents that mentioned lack of time as a barrier was higher among the divorced (67%) compared to the married (47%) and the never married (36%). Because the divorced have to play a double role, they are therefore more likely to be more burdened than their married counterparts whose partners or husbands play masculine roles in looking after the family. The never married, most of them without children, are less burdened than the other two marital categories. 



(d) Risk factors by employment status

There were only 3 girls that were formally employed that reported missing SAGE sessions. Two of the girls cited lack of time because of their employment demands as the main reason for missing SAGE sessions while the other cited sickness. Of the 25 girls who were self-employed who reported missing lessons, 44% cited lack of time due to their responsibilities in the home, followed by sickness (32%) and employment demands in their self-run businesses (16%). A few cited migration (4%) and marriage (4%) as the reason for missing the sessions.  



Figure 19: Risk factors for the unemployed





For the unemployed, time poverty was identified as the main reason for missing SAGE sessions (40%), followed by sickness (25%) and long distances among other reasons. Unemployed girls spend their time fending for their families and the opportunities for income generation come in a haphazard way such that it is difficult for them to have a solid and consistent timetable for attending SAGE sessions. Sickness of the unemployed girls and of significant others affect their attendance as they bear the burden of looking after the sick. 

(e) Risk factors by religion 

Figure 20 below shows the reasons for missing SAGE sessions by religion.  

Figure 20: reasons for missing SAGE sessions by religion



Among the apostolic sects, lack of time was cited as the main reason for missing SAGE sessions cited by 46% of the respondents who reported missing sessions. This was followed by sickness (25%), employment (8%) and distance too long (7%). There was a similar pattern among those that belong to the Pentecostal churches where 36% cited lack of time while 16% cited sickness, 13% did not remember the reason for missing, 7% got married and another 7% cited employment. For the mainstream churches the main reasons cited were sickness (38%) followed by lack of time (27%), distance too long (15%) and being employed (8%). 

Lack of time was higher among apostolic churches followed by Pentecostal and the mainstream churches. This reflects the level of church activity among girls who end up with time poverty as some of these activities are conducted mid-week and for several days per week. On the other hand the traditional churches mainly have their church activities over the weekends.  

(f) Risk factors disability status 

Among learners with disability, the reason cited for missing SAGE sessions by the majority of the respondents was sickness (37%), followed by lack of time (16%) and long distances (11%). Given that these learners suffer from various disabilities, they experience health challenges more frequently than their counterparts that are not disabled and hence they are likely to miss sessions due to these sicknesses related to the nature of the disability. Though disabled, the learners are also expected to perform gender roles and responsibilities which leads to time poverty in some cases. For those that have physical disability, the issue of distances to the learning hubs becomes a significant factor particularly for those without wheel chairs. 

However none of the disabled learners cited lack of food, marriage, lack of interest or being discouraged by significant other as a reason for missing SAGE sessions. This indicates that all the disabled learners are interested in accessing education and that they are being supported by their families with food and protection.  



[bookmark: _Toc88996694]3.4 Motivational Factors 

The assessment sought to establish factors that motivate girls to regularly attend SAGE sessions. It is important to establish factors that motivate girls to attend SAGE sessions as these will inform retention strategies that the SAGE programme can employ to reduce irregular attendance and dropout rates. An analysis of the motivational factors by hub category (relatively high regular attendance and relatively low regular attendance) established that the motivational factors were similar across these hub categories.  However the main underlying difference was the level of community support for the SAGE programmes. In hubs with a higher level of community support for the SAGE programme, regular attendance was relatively higher compared to those hubs with low level of community buy-in. 













Figure 10 below shows the responses from the girls.

Figure 21: Motivational factors in attending SAGE sessions



The main motivating factor cited by the girls for attending SAGE sessions is the need to become literate (61%) while others cited employment opportunities (30%) and 2% were encouraged by significant others. Other motivating factors mentioned included not wanting to be left behind in terms of development, the need to acquire life skills, being able to help children with homework, meeting with peers to share ideas for personal development, socialising with peers through playing sports and to be empowered as a girl and young women, particularly on the need not to get married at a young age. 



Table 4 below shows motivational factors by age group:

Table 4: Motivational factors by age group

		Motivational Factor

		10-15 years 

		16-19 years 

		20-24 years 



		Need to become literate

		77%

		50%

		48%



		Employment opportunities 

		15%

		44%

		32%



		Encouraged by significant others 

		2%

		2%

		4%



		Other reasons 

		5%

		3%

		15%







Among the three age groups, the main motivating factor cited by the 10-15 years age group was the need to become literate (77%), followed by employment opportunities (15%). Among the 16-19 years age group the need to become literate was the main motivation factor (50%) followed by employment opportunities (44%) while among the 20-24 years the need to become literate was cited by 48% and employment opportunities by 32%. The overriding motivational factor across age groups is the need to become literate and the need for widening employment opportunities which is highest among the 16-19 years (44%) followed by the 20-24 years (32%) and is least among the 10-15 years (15%). 



Among the single mothers , the need for employment opportunities and to become literate received equal weighting, while for married learners, the need for employment opportunities was a motivational factor for the majority (54%) compared to the need to become literate (38%). Facing pressure from their spouses to focus on the family and the need to take care of their children is more likely to push married learners to prioritise employment opportunities that generate income over the need to become literate. For girls who had never married, the need to become literate was the main motivation factor cited by the majority (70%) while the need for employment was cited by 20% of the respondents. 

In terms of religion, the need to become literate was cited by the majority of learners (53%) that belong to the apostolic sects while the need for employment was rated second (38%). For the mainstream churches the need for literacy was the main motivating factor cited by the majority (58%) followed by the need for employment (21%). The pattern was the same for Pentecostal church goers as the majority cited the need for literacy as the main motivation factor. . 

Across all ethnic groups, the majority cited the need to become literate as the main motivational factor. Among learners with disability, the main motivating factor for attending SAGE sessions was the need for literacy which was cited by the majority (79%) while 11% prioritised employment opportunities. 

Some of the girls mentioned that they are motivated to attend the sessions because they want to become lawyers, teachers, police officers and nurses among other professions. Others were motivated by the attitudes of CEs and CoGE facilitators who were always encouraging the girls to participate. The following excerpts from the girls that participated in the survey reveal the motivation for learning: 



“I like to attend the learning sessions because it brings a positive change to us girls so that we can be able to do things on their own” 

__________________________________________________________________________

“I attend because I feel important and they are (Community Educators and CoGE facilitators) concerned with my progress” 

___________________________________________________________________________

“I am currently unemployed so if I learn a practical course at the hub, for example soap making, I will be able to do my own business”

___________________________________________________________________________

“I was not able to read or write but now it has improved´



All the motivational factors mentioned revolved around the need for personal development through increased literacy and increased employment opportunities as the girls acquire new life skills that they can use to generate incomes for their families. Being literate is considered highly in society and it determines the respect one is accorded in that community. It also opens up opportunities for employment and self-employment. These motivational factors imply that the expectations of the girls are anchored around tangible improvements in livelihoods opportunities for themselves and their families as well as in social status. Seeing others that have graduated from SAGE having enhanced livelihoods will thus as a key motivator for other girls to enrol into the hub sessions. 

The social capital accumulated during the SAGE sessions is highly valued by the girls as they have managed to create friendship networks and relationships beyond the hubs. They encourage each other in times of need and this companionship has become a motivational factor for attending the SAGE lessons. As one of the girls noted:



“When I fell sick, my hub classmates and teacher were coming regularly to see me. It helped me a lot as I felt strong after the sickness because of the care and love they showed me”. 



Sharing life experiences and ideas with other girls and young women in the same situation has thus helped the girls to look forward to attending the hub sessions. 



What the learners like most about SAGE sessions 

During the survey, the learners were asked to state what they like most about ATL and CoGE sessions. Most of the learners liked the fact that the ATL sessions are teaching them numeracy and literacy, and how to be able to read and write. This was considered important because communities look down upon a person who cannot read and write and having the numeracy and literacy capacity is an asset when running own businesses. The learners also liked the business numeracy skills that they were being taught. 



Other learners liked most the dancing and singing that they do during the sessions as this helps them to socialise with each other and create friendship networks which they use to encourage each other to continue with education. As one of the leaners expressed:



“It's an escape. You forget about the tough home life and really get a chance to enjoy with your peers”



 Young mothers liked the fact that there is someone to look after their babies when they are learning.



“Even if I have a child at the lessons there are people who look after them whilst I am learning” (Young mother)



Other learners liked the subjects that they learnt, in particular English, Mathematics, Gender Studies, financial literacy, sewing, cooking and hair dressing. The learners were happy and content with the learning methods by the teachers and the patience that they have in teaching the learners as expressed below by one of the leaners:  

“I like the patience that our mentors have, they really help us learn. They also follow up on homework to encourage us”



The teachers were described as very friendly, encouraging and highly motivating such that one looks forward to the next session. In general, the learning environment was one of the key issues that was liked by the learners. 



For the CoGE sessions, the learners particularly liked sessions where they are taught about how to take care of themselves and how to empower themselves and claim their rights as girls and women. They liked sessions on women’s rights, how to protect themselves from sexual harassment and abuse, child abuse, Gender Based Violence and where to report cases, menstrual hygiene and the problems associated with early marriages. Married young women appreciated sessions on family planning and on HIV prevention. 



What the learners did not like about SAGE sessions 

Although the majority of the learners expressed their liking for the SAGE sessions, there were areas that were identified that need improvements. The learners were asked what they do not like about the SAGE sessions and a number of areas were identified including the following:



· Mixing grades and different age groups into one class: in some hubs, different grades were mixed and attended the same sessions. The learners noted that this makes it difficult as the learners are at different learning levels and therefore those with a higher level will perceive the lessons as a waste of time as they will be taught about things that they already know. One learner observed that:



“We learn things for grade ones. What is the use of that when I had reached grade 6. They should separate us according to our different levels”. 



Young learners were also uncomfortable to be mixed with more mature learners as they will be dominated and at times bullied by the older learners. Teachers acknowledged that at times they mix different groups of learners owing to time and human resource constraints. Unmarried girls and young women were also uncomfortable to be mixed with married older women. In some hubs, the teacher to learner ratio is very high, making it difficult for the teachers to have separate sessions for the different categories of learners and to make effective follow up on those missing lessons. 



· Teasing and Bullying: some of the young learners complained that they are being bullied by their older colleagues. The bullying at times includes beatings. Teachers were also alleged to be beating learners in some cases. All safeguarding concerns that surfaced during the course of this study have been reported and followed up according to Plan International’s Global Safeguarding Children and Young People policy and reported to the donor (the UK’s Foreign, Commonwealth and Development Office) as per the agreed protocol.



· Distribution of soap for hygiene purposes:  some of the younger learners felt that there is inequitable distribution of soap as a COVID-19 prevention measure as older learners outmanoeuvre the younger girls and some of the teachers give first preference to their favourite learners.   



· Learning infrastructure: some of the hubs were reported to be having broken furniture which results in some of the learners sitting on the floor during lessons. 



· Number and length of sessions: some learners expressed disappointment that the learning sessions, which are conducted twice a week, were few and short in duration. They preferred more frequent sessions of between three to five times a week and longer sessions. During the survey learners observed that:

 

“The session times are too short if only they could be longer as they end just as one is starting to enjoy them”

____________________________________________________________________

“They are short (sessions) sometimes, we also want to spend time at school just like other children”



· Teachers skipping sessions: some of the learners complained that some teachers were skipping lessons without informing them. The learner will have travelled long distances and to go back without attending the lessons is disappointing for them.



· Taking long to transition to the ISOP technical skills training: learners felt that there should be a quick transition from the ATL sessions to the more practical ISOP life skills training. Some of the learners are more interested in life skills training, which they believe will enable them to embark on income generating projects. The slow transition frustrates some of the learners who will end up missing the ATL sessions. 



· Inadequate learning material for COGE: for some of the hub sessions, the learners noted that only the teachers had learning material. This makes it difficult for the learners to read when they are back home as they have to rely on notes from the hub volunteer. As noted by a learner who participated in the survey: 



“Currently the teacher is the only one with a copy (of learning material) and we would really like to have copies to work with” 

	

Learning and reference material and textbooks need to be available for effective learning at home particularly for CoGE sessions.



[bookmark: _Toc88996695]3.5 Perception of Effectiveness of Retention and Follow up Measures  

The assessment sought to establish the perceptions of the girls and key informants on the effectiveness of follow up measures taken on those SAGE students with irregular attendance. The SAGE programme has a retention strategy which has equipped the hub volunteers, community leadership and Child Protection Committees with strategies for following up on irregular attendees. These strategies include following up with parents and learners to find out the reasons why they were missing lessons through calling over the phone or visiting them at their homesteads. Leaning peers residing close to those learners missing lessons are also sent to establish the reasons for being absent and report to the facilitators. Girls with both regular and irregular attendance records as well as key informants’ views were sought on the effectiveness of the follow up strategy. 

The learners were asked if they were aware of the current measures put in place to support all SAGE girls to attend learning sessions. The majority of the respondents (61%) were not aware of such measures while only 39% were aware. Of those respondents that were aware, the majority (52%) believed that the measures taken were effective while 45% were of the opinion that they were fairly effective and only 3% believed that they were not effective. The few that believed that the measures were not effective mentioned that the SAGE programme has not delivered on its promises namely the provision of sanitary wear, food and money to the hub session learners. 

The learners were also asked if they think communities were supportive and involved in efforts to recruit and retain girls in the hubs. Figure 18 below shows the responses of the girls that participated in the survey: 

Figure 22: Community support of the recruitment and retention of girls in the hub







Most of the respondents (43%) believed that communities were very supportive, while 37% thought that they were fairly supportive and 10% believed that they were not supportive at all. Another 10% did not know whether the communities were supportive or not.  Hub volunteers generally agreed that the communities were supportive as they supported in the construction of toilets at the hubs for the learners, engaged the police Victim Friendly Unit (VFU) to enable the girls to have safe passage when they travel to the hubs and allowed the girls to have access to their phones for communication among other forms of support they provided. 

For those believing that the communities were not supportive, the following reasons were provided to support their perceptions:

· Lack of appreciation of the importance of education in general and of the SAGE programme in particular

· Inadequate information about the SAGE programme and its objectives 

· Reluctance to let the girls attend sessions instead of concentrating on domestic roles and responsibilities at home

· Inadequate appreciation and awareness of women’s rights and gender issues 

More effort is needed to increase community support for the SAGE programme through increased awareness about its objectives and expected outcomes. The girls urged their respective communities to support and encourage them to continue attending SAGE lessons instead of discouraging and laughing at them. Other girls were urged to encourage their colleagues to attend SAGE lessons by sharing stories about their educational journeys under the SAGE programme. Girls that will have successfully completed the SAGE courses should act as role models and be able to train other girls within their communities. 

Girls that participated in the survey were asked if follow ups were undertaken if they fail to attend SAGE lessons to establish the reasons for their non-attendance and their responses are as reflected in Figure 19 below:



Figure 23: If you fail to attend SAGE learning sessions, does someone come to find out why you failed to attend those sessions?



The majority of the girls (62%) reported that someone follows up should they fail to attend SAGE sessions while 38% reported that no one follows up. Of those respondents reporting that follow ups were being made, the majority (67%) believed that the follow ups were adequate, while 25% believed that they were fairly adequate and 2% were of the opinion that they were inadequate. The majority of the respondents felt that adequate follow up measures were being undertaken for irregular attendees to establish the reasons for their absence. The following are some of the excerpts from the girls regarding follow up measures:



“Because most of the times we might forget the days that we are supposed to attend so they will be reminding us all the time”

___________________________________________________________________________

“The follow up they do is good because when you miss lessons they come home and they bring notes that others would have done so that no one is left behind”

___________________________________________________________________________

“When you have a problem they will understand and teach you what others were taught” 



Hub volunteers interviewed also generally concurred that the follow up measures are effective as many girls who had stopped attending hub sessions have regained to continue with their education. 

A significant proportion however believed that improvements are needed on the follow up measures. These girls noted that it is not always the case that the CEs and CoGE make follow ups when girls miss sessions. At times they make calls to the students rather than make physical follow ups and since some of the students do not have personal phones, the communication fails to get through. CEs and CoGE facilitators noted that it is difficult to follow up with students who live far away from the hubs because of the long distances they have to walk. In such cases they resort to using phones, either calling directly or sending text messages. The challenge however is that some of the students do not have easy access to phones. 

As noted by one mentor:

“When they don’t come after follow up, normally the people staying with the child do not support the girl and motivate her to attend the sessions even after engaging the parent. Some parents think that the girl child is not gaining anything” (Hub mentor) 



This implies therefore that parental support is key in making the girls re-join the sessions after follow up. Awareness creation is therefore critical in making the parents and care givers appreciate the benefits that accrue to the girls if they graduate from the SAGE sessions. 

Community Educators and COGE facilitators interviewed reported that they make follow ups on those learners that are not attending the sessions consistently to establish the reasons for the inconsistent attendance. 



“We make follow up with a learner who misses two or three consecutive sessions to find out the reasons for the no-show. For those with phones, we call them but it is much more difficult for those without access to phones because we are forced to travel long distances to reach their homes. We try our best, but sometimes we are unable to reach all of them” (CE, Bulilima) 



The CEs and COGE facilitators encounter a number of difficulties in following up. Besides the long distances that they have to travel, they are at times given frosty reception by the spouses or care givers of the learners that they will be following up on. 

“It’s not easy doing follow ups. At times when you get there, you can tell from the body language that you are not welcome. Sometimes they tell the girls to hide and when you ask where the learner is, you are informed that she travelled when you will have been informed by the neighbours that she is around. So in such situations there is nothing you can do. But we don’t give up. We continue reengaging the spouse or care giver until we make them see reason. We win some of them but others we fail” (CE, Mutare Rural) 



Other CEs and COGEs have had to seek the intervention of community leaders to engage those parents or spouses who prevent the learners from attending sessions. 



Suggestions for improving follow up measures 

During the assessment both the girls and the key informants were asked to provide recommendations to improve follow up and retention measures for those students irregularly attending SAGE sessions. A number of suggestions were put forward by the girls that participated in the survey including the following: 



· Providing bicycles for CE and CoGE facilitators so that they can make physical follow ups rather than doing so through calls and text messages. The students acknowledged that physical visits are more effective as the CEs are able to engage face to face with the students as well as with their parents, care givers or spouses to discuss any challenges that they may be facing in attending sessions. The students also added that it is more motivating to be physically visited by the teachers than to be contacted through the phone. In Bulilima District, cell phone connectivity is very poor and hence bicycles will go a long way in ensuring that the teachers access the leaners physically. 



· Increase the number of hub volunteers: in some hubs teacher to learner ratio is very high thereby making it difficult for the volunteers to effectively follow up on those learners not attending sessions on a regular basis. Both learners and the hub volunteers suggested that the number of volunteers be increased to make the learner to teacher ratio manageable. With fewer learners, it becomes easier for the teachers to make follow ups on those learners that miss lessons. 



· Providing learners with basic phones: some of the learners do not own handsets and used cell numbers of their parents or guardians to register for the programme. When messages are sent through the phones by the teachers, some of the messages are not delivered because the owner of the cell phone might not be in the same place with the targeted learner. If the learners are provided with own handsets, they will be able therefore to access the messages from the teachers conveniently. 



· Airtime for communication: the programme should continue to provide airtime to hub volunteers so that they can make follow ups through phones for those children that live far away. 



· Peer follow up mechanism: the learners suggested the peer follow up mechanism should be put in place to enable fellow learners to make a follow up with their colleagues not attending the sessions to find out the causes for the irregular attendance. The peers can then report to the teachers about the challenges that their colleague will be facing. If the challenges are serious, the teachers can then make physical follow ups to discuss with the leaners and their significant others. 



· Creating awareness among the parents/caregivers, spouses, community leaders and community based follow up mechanisms: suggestions were also put forward to create awareness among parents on the importance of the leaners continuing with their education and the importance of regularly attending SAGE sessions. Once there is buy-in from the parents, they can then support their children to continue with education. The community can also create community based monitoring and follow up mechanisms supported by traditional leaders such as chiefs and village heads to ensure that the learners have regular attendance. The structure can also establish the reasons why some of the learners become irregular attendees and discuss with the parents on how to address any problem that might be affecting the learning patterns of the targeted girls. 



Suggestions for strengthening retention measures  

The following suggestions were put forward by both the learners and hub volunteers to strengthen the retention measures for the SAGE programme.



· Regular follow ups by hub volunteers to find out reasons for irregular attendance and encourage the learners to come back to school. The volunteers should also have the opportunity to discuss with the parents/guardians or spouses of the targeted learners to create awareness on the importance of attending the hub sessions. 



· Create awareness among communities, traditional and religious leaders on the importance of girls’ education in general and the SAGE programme in particular. Community dialogue sessions and workshops for community leaders can be conducted to create this awareness. The awareness should not only be centred on the importance of SAGE sessions but on gender equality awareness in order to address time poverty issues that the SAGE learners experience due to their gender roles and responsibilities. Awareness creation on the need for sharing household responsibilities will go a long way in ensuring that the communities appreciate the need to ensure that the girls and young women are freed from the time poverty trap that they are currently in. 



· Food, sanitary wear support and other incentives: learners observed that one of the reasons for skipping sessions was hunger. In districts where there are food deficits such as Mutare and Bulilima, the SAGE programme should consider providing food packs to the leaners so that they do not have to miss the lessons due to hunger. Alternatively, the programme can provide cash pay outs to enable the learners to buy their own food. There were also concerns that girls miss sessions when they are on their menstrual cycle because they lack adequate sanitary wear. Supporting the hub learners with sanitary wear and refreshments, will ensure increased attendance by the leaners as noted by one mentor:





“They are currently being provided with soap, sanitisers and masks, if this could be done sustainably so that they don’t have to worry about these things. Sometimes they get refreshments and this improved attendance. They should borrow the DREAMS approach where girls are provided with $2 to buy what they want” (Mentor) 



· Role models and success stories: the SAGE programme should identify success stories of girls and young women who have gone through similar programmes who have made it by utilising the skills acquired through the learning sessions. This can inspire the SAGE learners and the communities that it can be done as they see and hear the success stories from the role models themselves. 



· Adequate tools and equipment: the SAGE programme was urged to provide adequate tools and equipment for the skills training component. This will enable the learners to have practical experience in the technical skills training sessions, which they can later on apply when they embark on their income generating activities. One of the gaps identified was that there were no adequate tools and equipment to use during the SAGE CoGE sessions. With the requisite tools and equipment available, the learners’ interest will be increased and the likelihood that they will complete the sessions will be high as they will be eager to complete the ISOP training and start their own income generating activities. 



· Fulfilling promises: learners complained that there are some unfulfilled promises by the SAGE programme. Not fulfilling the promises has led to frustrations among some of the learners, which might lead to irregular attendance. Some of the unfulfilled promises identified by the learners include a timeframe for beginning practical skills training that has not been adhered to and provision of food to children accompanying their mothers to the hubs and provision of sanitary wear to the leaners. 



· Provision of Certificates of Completion: providing certificates of completion will not only act as a motivational factor but will ensure that the graduates are recognised in the community and they can use these certificates to apply for jobs or financial assistance to support their businesses. Where certificates are provided, participants are likely to be motivated to complete the learning programme in order to be given the certificates. Certification invokes a sense of pride and achievement among participants. 



· Hub uniforms: the girls noted that being provided with clothing such as T-shirts, hats and bags will enable the communities to identify the SAGE programme learners and appreciate the importance of the programme. This can also act as an incentive and generate a sense of pride and shared identity among the learners for them to remain participating in the hub sessions. 





[bookmark: _Toc88996696]3.6 Skills and Knowledge needed by Hub Volunteers for Effective Beneficiary Retention



During the assessment, learners and key informants were asked to identify skills and knowledge that hub volunteers needed for effective learning support and in order to effectively retain the targeted beneficiaries. The assumption is that learners are likely to be more motivated to attend learning hubs if they have the perception that the hub volunteers have a high level of skill and are highly knowledgeable to impart impactful knowledge that is life-changing to the beneficiaries.  If the hub volunteers are perceived to be lacking knowledge and skill, the learners will see no point in attending the hub sessions. 



The following were the skills and knowledge that were identified as needed by the hub volunteers. 

· Communication skills: the learners noted that hub volunteers needed improved communication skills so that they can connect well with the learners and for effective follow up of irregular attendees. Learners in some cases were not aware of when the SAGE sessions were being conducted which resulted in them missing some of the sessions. The volunteers should use appropriate communication methods to enable all the learners to access the information, including those without access to phones. 



· Time keeping: for effective utilisation of time slots allocated for the SAGE sessions, the teachers need to be good time keepers. Learners observed that some of the teachers started their lessons late and hence most of the leaners felt that the sessions were short and not adequate to cover all the essential elements of the curriculum. 



· ICT skills: learners were eager to acquire ICT skills so that their learning could fit in with modern trends in ICT which they can utilise for running their income generating activities and communication. If the hub volunteers could be equipped with such skills they could then in turn introduce and improve the ICT skills of the learners to enable them to utilise gadgets such as computers and virtual means of communication. 



· Counselling skills: both learners and key informants felt that all the hub volunteers should be equipped with counselling skills to enable them to effectively engage learners who might be facing challenges at home and at school. Some of the learners are facing abuse at home and this will result in them loosing concentration and not participating during lessons or missing the sessions altogether. With good counselling skills, learners facing difficulties will have a high chance of continuing with their education. As noted by one mentor:



“They (hub teachers) need counselling skills to handle these girls, so that they address their problems according to the specific needs” (Mentor) 

____________________________________________________________________

“We need trainings on the different skills to manage adolescents. Sometimes they disclose so much to us but we are not so fully equipped to manage their complex issues that they share with us” (CoGE).



The learning facilitators thus needed psycho-social skills to manage situations that the adolescent girls go through particularly in their young marriages. 



· Disability friendly skills: Some of the learners have various forms of disability and yet the hub volunteers are not adequately equipped with skills to meet the learning needs of the disabled learners.  Learners suggested that the teachers be equipped with skills such as sign language and skills to handle students with learning difficulties. Without these skills, learners with disability will be left behind as they will not benefit from the sessions that do not meet their particular needs. Learners with disabilities will likely dropout if they do not benefit from the sessions.  



· COVID-19 prevention knowledge: some of the learners noted that they are afraid of contracting the COVID-19 virus at the hubs and therefore are likely to play it safe by staying at home. They suggested that the hub volunteers be equipped with knowledge on COVID-19 prevention so that they are able to take effective measures to make learning hubs safer as well as being able to equip learners with knowledge on the virus. 



· Safeguarding skills: both the learners and the hub volunteers recommended that the latter be equipped with safeguarding skills to ensure a safe learning environment for all the learners which is free from bullying and other forms of abuse. The hub volunteers need more training on gender equality, sexual abuse and harassment, Gender Based Violence and women’s rights to enable the girls and young women to claim their rights and exist in a free environment both at home and at the hub centres. 



· Technical skills training: learners suggested that the hub volunteers should undergo technical skills training in specific areas such as garment making, hair dressing, and poultry and baking so that they are able to impart practical skills to the learners. If learners transition from being learners to becoming skilled entrepreneurs who can be self-employed or gainfully employed elsewhere, they will act as role models for other learners who are more likely to continue attending hub sessions in order to reach the same levels. To achieve this, it requires mastercrafts persons who are technically competent to impart these skills on learners.  



[bookmark: _Toc88996697]3.7 Exploring economic/employment opportunities that exist for girls who want to transition into employment

Exploring the viability of economic and employment opportunities for girls who have transitioned to employment before completing activities was one of the focus of this study. The majority of the learners that participated in the survey (59%) were of the opinion that there were no viable economic opportunities that exist for girls that want to transition into employment while 41% believed that such opportunities existed. Those that believed that the prevailing economic environment provides very little opportunities for young girls cited the macro-economic situation which is characterised by high unemployment, inflation, shortage of local currency and corruption as the main reasons. For those that believed that the opportunities exist, the following opportunities were identified as indicated in figure 12 below: 



Figure 24: Economic and employment opportunities

[image: ]

Several economic and employment opportunities were identified. The most common opportunity cited by respondents was hairdressing identified by 32% of those that believed opportunities existed, followed by dress making (28%), poultry (chicken farming) (16%) vending (8%) and horticulture (7%). Other opportunities identified included baking, catering, detergent making, formal jobs, house helpers, livestock rearing, craft and welding. An analysis of the identified opportunities shows that the girls and young women identified those opportunities that are traditionally regarded as female trades while the male trades, which in most cases are better paying such welding and livestock rearing, were given little preference. Only 4% of the respondents believed that they could get formal jobs, an indication of lack of confidence in the formal job market in the context of high unemployment in Zimbabwe. 

Asked whether the identified economic opportunities were likely to provide the girls and young women with long term sustainable benefits, the majority of the girls (61%) believed the economic opportunities would not bring long term sustainable benefits. Only 21% of the respondents believed that the opportunities were highly likely to bring sustainable benefits while 15% thought it was fairly likely and 3% believed it was unlikely. Believing in the viability of existing opportunities is a key motivating factor for the girls to participate in the SAGE programme. When they believe that there are no viable opportunities, they might perceive participation in skills training to be a waste of time leading to their dropping out. Part of the CoGE training should therefore focus on developing the confidence and self-belief of the leaners so that they can compete using the acquired skills to develop themselves and improve their livelihoods.  

Viability of the identified opportunities 

The viability and sustainability of the identified economic and employment opportunities will largely depend on a number of factors including the following:

· Technical skills training: the learners should receive adequate technical skills training to enable them to produce quality goods that can compete on the market. The quality of training however depends on the quality of teachers and their level of competence in particular trades. The training also requires equipment and materials that the trainees will use in real life situations. Some of the hubs lack this equipment and materials and hence the training will become largely theoretical rather than practical and the trainees will find it difficult to apply the skills in real life situations. 



· Post Training Support: for the leaners to start their income generating activities viably, they need start-up capital and material support to buy stock and equipment to use in their ventures. Most of the girls come from poor families and hence they cannot afford to raise the needed start-up capital. The SAGE project should consider group financing and supporting the creation of Internal Savings and Lending (ISAL) groups. 



· Market Analysis Capacity: the learners’ capacity for market analysis should be developed so that they can be realistic in identifying viable market opportunities for their intended income generating projects. The SAGE programme should also assist the leaners to establish local markets. For example the project can negotiate with local schools to supply them with uniforms made from hub learners who will have embarked on dress making. The same could be done with those rearing chickens who can supply local boarding schools. 



· Basic financial literacy: all the SAGE learners who would want to progress to ISOP should go through this training so that they can develop financial management skills that are key for the success of their business ventures. 



[bookmark: _Toc88996698]4.  KEY CONCLUSIONS 

The following are the key conclusions of the assessment:

· Grounding of SAGE in communities: the SAGE programme and its objectives were generally well known across all districts by the majority of learners, hub facilitators and community members. The majority of the learners also believed that the objectives of the programme resonate with their aspirations as girls and young women. This indicates strong community engagement when the project was introduced and this is key for community support, ownership and sustainability of the project. However, of concern is the fact that close to a quarter of the targeted girls were not aware of the objectives of the project and without this awareness, the motivation for attending the SAGE sessions is not established. 



· Risk factors leading to dropouts and irregular attendance: the relevance of the SAGE programme to the needs of the targeted girls and young women was noted to be high across all districts as there are significant numbers of girls that have dropped out of school due to a variety of reasons. The assessment concluded that the key risk factors for irregular attendance and dropping out are: time poverty linked to gender roles and responsibilities shouldered by the targeted girls and young women that include reproductive, productive and community roles; menstrual hygiene management challenges;; long distances to hub centres; engagement in labour to generate income for the family; discouragement by significant others; marriage; hunger; and communication breakdown with the hub facilitators among other factors. Personal reasons for irregular attendance included lack of agency; bullying; scepticism about the benefits that the programme will bring; lack of incentives; and disability among other factors. Girls with disability in particular face a number of challenges that include: difficulty in accessing the hub centres if they have physical disability or visual impairment; inaccessible learning material; lack of adequate facilitators trained in sign language; and lack of friendly and accessible learning facilities at the hub centres such as classrooms with ramps and toilets that are friendly to girls with disability. Girls in rural areas face challenges of travelling long distances compared to their urban counterparts. Girls belonging to apostolic and Pentecostal churches encounter religious norms, values and practices that increase their chances of missing SAGE sessions compared to girls in mainstream churches. 



· Motivational factors: learners are mainly motivated by the need to acquire basic numeracy and literacy; employment and economic opportunities that the learning is likely to bring; and the learning environment and the possibility of creating connections with other girls, and the encouragement that they get from their facilitators. 



· Negative perception of the programme: these included the slow transition from the ATL sessions to the skills training based ISOP component which the learners believe will equip them with skills to engage in viable income generating activities; mixing different age groups and learners at different levels in one class; bullying; lack of incentives; poor learning infrastructure; shorter learning sessions; and occasional absences of some Community Educators from scheduled sessions. 



· Follow up measures: follow up measures on those learners not regularly attending lessons were largely regarded as effective by learners, hub volunteers and parents. There is however need for improved effectiveness through the provision of means of transport to the facilitators so that they can physically visit the learners when they miss lessons. 



· Skills and knowledge of hub facilitators: across the districts, the learners and community members were generally satisfied with the skills and knowledge of the facilitators. There were however suggestions for improvement in skills in counselling; ICT skills; communication; time keeping; safeguarding; COVID-19 prevention; and disability friendly skills. 



· Economic opportunities for girls who transition to employment: a number of viable opportunities exist including dress making, hair dressing, poultry, cross-border trading, buying and selling and vending among others. However for the girls to benefit from these opportunities there is need for continued support in the form of start-up capital and material support and intensive skills training by competent and qualified trainers. 







































[bookmark: _Toc88996699]5. RECOMMENDATIONS



The following are the key recommendations of the assessment:



		Key Focus Area

		Recommendations 



		Addressing Risk Factors leading to irregular attendance and dropouts and strengthening retention measures  

		· Community engagement: Continuously engage, through regular dialogue sessions, religious, traditional/cultural and political leaders, learners, parents and caregivers, spouses and other community members to create awareness on the importance of continued education for the targeted girls so that they have an appreciation of both SAGE objectives and how these resonate with the aspirations of the targeted beneficiaries. The engagement will reduce instances where community members or peers of the targeted girls discourage these girls from attending the SAGE sessions. It will also address issues around politicisation of some of the SAGE sessions reported in districts such as Imbizo and Harare South. 



		

		· Role models and success stories: girls and young women who have successfully graduated from the SAGE programme or similar programmes such as DREAMs and are doing well should be used as role models and sources of inspiration for the targeted beneficiaries by being invited to share their experiences with the leaners during sessions to convince them that despite the challenges that they are facing, they can still make it in life if they go through the SAGE sessions. 



		

		· Gender mainstreaming to address time poverty and GBV: Mainstream gender awareness in SAGE activities through conducting regular dialogue sessions with both learners and community members (religious, traditional, cultural and political leaders, spouses/partners, parents/caregivers,) to address the issue of time poverty that the targeted beneficiaries experience related to their assigned gender roles and responsibilities. These gender awareness activities should involve parents/care givers and spouses of the targeted beneficiaries to enable them to appreciate the need to reduce the domestic burden of the targeted girls and young women through sharing of household responsibilities. The gender awareness should also address issues of women’s rights, early and child marriages and GBV. Partners of young women attending SAGE sessions need to be engaged in these gender and GBV awareness programmes so that they can support instead of resisting their spouses’ participation in the SAGE programme. 



		

		· Menstrual hygiene support and incentives: consider supporting the learners with menstrual hygiene kits and other incentives such as refreshments and food to increase participation of the targeted beneficiaries from poor and vulnerable household who cannot afford them. Expectations among the learners for incentives are high based on the promises made by the programme and the precedence set by similar programmes such as DREAMS.



		

		· Supporting girls with disability: more support is needed for girls with disability for them to access SAGE activities. The support should include providing assistive devices such as wheelchairs for mobility and hearing aids and providing friendly and accessible material such as braille and audios. More facilitators should be trained in sign language.



		

		· Improve communication between the learners and facilitators: through provision of smart cell phones to the learners who do not own such gadgets to enable them to receive communications related to hub activities. Some of the learners failed to attend sessions because of communication breakdown with the facilitators. The smart phones can also be used for virtual lessons, which are the most feasible option particularly in the context of the COVID-19 pandemic. The facilitators should also be continuously supported with airtime. Peer to peer communication also needs to be strengthened so that those without phones can get the communication from their peers who live in the same community with access to phones. 



		

		· Agency Training: the SAGE sessions need to focus on building the confidence of the targeted beneficiaries through agency training and invoking the “power within” to address confidence deficits in some of the girls triggered by issues such as lack of decent clothing and derision from some community members and peers who discourage the girls from attending the sessions.



		

		· Addressing issues of bullying: More efforts are needed to translate into practice Plan International’s safeguarding policy to address issues of bullying within the hubs and train all learners on this policy so that they understand that bullying is a violation of individual rights and is not tolerated at the hubs. The policy needs to be translated into vernacular in simple and understandable language and distributed to the learners and community members during SAGE sessions and during community dialogue sessions on gender equality and GBV. 



		

		· Branded clothing for learners and facilitators: as this is a source of motivation and means of identification of participants in the programme. 



		

		· Incentives for facilitators: although the facilitators are volunteers, there is need to consider increasing their incentives to match those provided by similar programmes such as DREAMS as a way of motivating them to regularly and conduct sessions in a timely manner.  



		Follow up measures 

		· Mobility of hub volunteers: follow up measures for girls with irregular attendance were considered to be more effective when the hub facilitators physically visited the learners and their parents to discuss the challenges that the learners are facing and to assess the environment in which the learner is living. Physical follow ups were limited because of mobility constraints and hence the SAGE programme should consider providing bicycles so that they can reach leaners located in distant communities.  



		

		· Increase number of facilitators: to enable effective follow up of irregular attendees as each facilitator will have a manageable number of learners. This will also enable separate classes of same age groups and of learners with the same level of education to be conducted. The current facilitator to learner ratio makes it not feasible to conduct these separate sessions. 



		Curriculum 

		· Separate classes for different age groups and learners at different levels: there is need to have separate classes for different age groups and according to level of education to enable the sessions to be relevant and useful for every participant in a particular class.  



		

		· Quick transition to ISOP skills training component: the curriculum should be structured in such a way that there is a quick transition to life skills training component which married and young women with children seem to be more interested in because this component is directly linked to improved household income. For those girls and young women with upper primary and secondary level education, the prolonged focus on literacy and numeracy (which they consider to be too basic and regard as grade one content) and the delay in transitioning to skills training is frustrating and often leads to irregular attendance.   



		

		· Frequency and length of lessons: the majority of the learners regarded the twice weekly lessons as inadequate and preferred to increase the frequency to between four to five times a week particularly for the single girls without children whose gender roles and responsibilities burden is less compared to married and girls with children. They also requested for the sessions to be longer in duration to enable them to cover more ground during each session.  



		

		· Tools and materials for training: these should be provided for the CoGE sessions to enable the learners to have practical and real life experience in using these tools. Upon graduation, the learners will be equipped with practical skills to run their income generating projects. 



		

		· Provision of certificates of completion: this needs to be done as the certificates are a source of pride and motivation for other learners and can be used when applying for employment of for start-up loans.  



		

		· Skills training in male dominated trades: the SAGE programme should start skills training girls in male dominated but more lucrative trades such as carpentry, metal fabrication and livestock rearing in order to break the gender barriers in those trades. 



		Strengthening skills and knowledge of education facilitators 

		· Training on counselling: hub teachers need training on counselling to enable them to effectively handle psychosocial issues presented by learners, the majority of whom are teenagers and adolescents in difficult circumstances. The teachers should be able to handle learners going through difficult circumstances such as sexual abuse, GBV and bullying and know how/where to refer them further if needed. 



		

		· Disability friendly skills: More hub teachers need training to equip them with skills such as sign language so that they are able to create a learning environment that meets the learning needs of targeted beneficiaries with disability. Some of the hub teachers highlighted that they lack these skills. 

· Technical skills training: the facilitators should be qualified and have adequate skills training in the trade that they are offering training in to ensure that the learners are equipped with the requisite skills to start their own income generating projects. 



		

		· ICT skills: hub facilitators need further strengthening in ICT skills and the use of computers so that they are able to impart the same skills to learners and to deliver lessons virtually using ICT particularly in the context of COVID-19. The exposure of learners may also support them to adopt e-commerce when they embark on income generating projects. 



		

		· COVID-19 Prevention: there is need to further strengthen the COVID-19 prevention capacity of hub facilitators to enable them to interact with leaners and conduct their lessons safely. The prevention information will then be shared with the learners who will in turn share with their families and the community in general. 



		

		· Time keeping: there is need for Plan International to further stress to the CEs  the need  to attend scheduled sessions on time and if at all they fail to do so for some reason, this should be communicated well in advance so that learners do not have to travel long distances for lessons that have been postponed. 



		Capitalising on existing economic opportunities 

		· The SAGE programme should increase the skills level of the targeted girls so that they are able to capitalise on existing economic opportunities.  Post-training support in the form of mentorship and incubation, start-up kits and capital, market analysis and negotiating local marketing deals should also be provided

























[bookmark: _Toc88996700]ANNEXES 



[bookmark: _Toc88996701]Study Tools 









[bookmark: _MON_1685417745][bookmark: _MON_1685417789][bookmark: _MON_1685972065]



[bookmark: _Toc88996702]Consent Forms 





[bookmark: _MON_1685417975]

Distribution of respondents by district



Epworth	 Imbizo	 Mutare	Bulilima	Chimanimani	Harare South (Rural)	Hatcliffe	Khami	Mutasa	Mutoko	Reigate	31	30	30	27	30	32	30	31	31	30	28	

Number of respondents











10-15 years	16-19 years	20-24 years	136	121	73	



Married	Divorced	Never married	85	8	237	



Level of Education 



ECD	None	Primary	Secondary	2.8000000000000001E-2	8.7999999999999995E-2	0.67300000000000004	0.215	







African Traditional Religion	Apostolic	Mainstream churches 	None	Other (Specify)	Pentecostal	6.0000000000000001E-3	0.59099999999999997	0.158	3.3000000000000002E-2	5.5E-2	0.158	

Percentage













Kalanga	Ndebele	Other (specify)	Shona	Tonga	10	81	9	222	8	



Yes	No	19	311	







Year that girls started participating in SAGE 





2019	2020	2021	0.41199999999999998	0.41199999999999998	0.17599999999999999	

Who introduced the girls to the SAGE programme 



10-15 years	Church	Community leader	Community volunteer	Friends	Other ( specify)	Parents	Plan	Teacher	6.0000000000000001E-3	1.2E-2	0.106	0.11799999999999999	0.03	5.5E-2	1.4999999999999999E-2	7.0000000000000007E-2	16-19 years	Church	Community leader	Community volunteer	Friends	Other ( specify)	Parents	Plan	Teacher	8.9999999999999993E-3	3.3000000000000002E-2	0.11799999999999999	9.4E-2	1.2E-2	4.8000000000000001E-2	2.1000000000000001E-2	0.03	20-22 years	Church	Community leader	Community volunteer	Friends	Other ( specify)	Parents	Plan	Teacher	8.9999999999999993E-3	3.3000000000000002E-2	7.5999999999999998E-2	5.1999999999999998E-2	8.9999999999999993E-3	1.7999999999999999E-2	1.4999999999999999E-2	8.9999999999999993E-3	

Percentage











No 	Yes	82	248	

10-15 years	Yes	No	0.63200000000000001	1.4999999999999999E-2	16-19 years	Yes	No	0.76	8.0000000000000002E-3	20-24 years	Yes	No	0.89	1.4E-2	

Percentage









ATL	Fairly frequent	Frequently	Not frequent	0.32400000000000001	0.59099999999999997	8.5000000000000006E-2	COGE	Fairly frequent	Frequently	Not frequent	0.30299999999999999	0.51800000000000002	0.17899999999999999	

PERCENTAGE









Married 	

Frequently 	Fairly frequently 	Infrequently 	59	37	5	Divorced 	

Frequently 	Fairly frequently 	Infrequently 	75	25	0	Never married 	

Frequently 	Fairly frequently 	Infrequently 	59	31	9	

Percentage 







Yes	ATL	COGE	0.63600000000000001	0.57899999999999996	No	ATL	COGE	0.36399999999999999	0.42099999999999999	









Discouraged by significant other	Distance is too long	Employed	Got married	Lack of food	Lack of time/gender roles 	&	 responsibilities 	Migrated	Sickness	Not interested	Other (Specify)	Did not know 	1.7999999999999999E-2	4.8000000000000001E-2	4.2000000000000003E-2	1.2E-2	8.9999999999999993E-3	0.25800000000000001	2.1000000000000001E-2	0.16400000000000001	1.7999999999999999E-2	2.4E-2	2.1000000000000001E-2	Reasons for missing SAGE learning sessions 





Percentage 









Discouraged by significant other	Distance is too long	Employed	Got married	Lack of food	Lack of time/gender roles 	&	 responsibilities 	Migrated	Lack of transport	Sickness	Not interested	Network challenges	Did not know 	2.7E-2	5.8000000000000003E-2	3.3000000000000002E-2	3.0000000000000001E-3	3.0000000000000001E-3	0.215	8.9999999999999993E-3	3.0000000000000001E-3	0.115	6.0999999999999999E-2	2.1000000000000001E-2	1.4999999999999999E-2	







Reasons for missing SAGE sessions by age group 



10-15 years 	

Discouraged by significant other	Distance too long 	Don’t know 	Employed 	Got married 	Lack of food 	Lack of time 	Migrated 	Not interested 	Other 	Sickness 	1	11	1	5	0	4	36	7	8	3	25	16-19 years 	

Discouraged by significant other	Distance too long 	Don’t know 	Employed 	Got married 	Lack of food 	Lack of time 	Migrated 	Not interested 	Other 	Sickness 	4	4	7	11	5	0	35	1	0	5	26	20-22 years 	

Discouraged by significant other	Distance too long 	Don’t know 	Employed 	Got married 	Lack of food 	Lack of time 	Migrated 	Not interested 	Other 	Sickness 	3	8	2	3	0	0	53	2	0	3	25	







Risk factors by marital status



Divorced	Discouraged by significant other	Distance too long 	Don’t know 	Employed 	Got married 	Lack of food 	Lack of time 	Migrated 	Not interested 	Other 	Sickness 	0	0	0	0	0	0	67	0	0	0	33	Married 	Discouraged by significant other	Distance too long 	Don’t know 	Employed 	Got married 	Lack of food 	Lack of time 	Migrated 	Not interested 	Other 	Sickness 	2	9	2	9	6	0	47	0	0	3	24	Never Married 	Discouraged by significant other	Distance too long 	Don’t know 	Employed 	Got married 	Lack of food 	Lack of time 	Migrated 	Not interested 	Other 	Sickness 	4	7	4	6	0	2	36	5	4	4	27	

Percentages 









Risk factors for the unemployed 



Unemployed 	

Discouraged by significant other	Distance too long 	Don’t know 	Employed 	Got married 	Lack of food 	Lack of time 	Migrated 	Not interested 	Other 	Sickness 	3	9	4	5	2	2	40	1	3	4	25	







Reasons for missing SAGE sessions by religion 



Apostolic 	Discouraged by significant other	Distance too long 	Don’t know 	Employed 	Got married 	Lack of food 	Lack of time 	Migrated 	Not interested 	Other 	Sickness 	3	7	2	8	2	1	46	2	2	3	25	Pentecostal 	Discouraged by significant other	Distance too long 	Don’t know 	Employed 	Got married 	Lack of food 	Lack of time 	Migrated 	Not interested 	Other 	Sickness 	0	1	13	7	7	1	36	6	0	10	16	Mainstream 	Discouraged by significant other	Distance too long 	Don’t know 	Employed 	Got married 	Lack of food 	Lack of time 	Migrated 	Not interested 	Other 	Sickness 	0	15	0	8	0	1	27	0	1	1	38	

%









Percent	

Employment opportunities	Encouraged by my significant others	Other (specify)	The need to become literate	29.4	2.1	6.7	60.9	



Don’t know	Fairly supportive	Not supportive at all	Yes, very supportive	10.3	37.299999999999997	10	42.4	

Percentage 











No	Yes	38.200000000000003	61.8	
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			SUPPORTING ADOLESCENT GIRLS EDUCATION (SAGE) PROGRAMME 


DROPOUT AND STUDENT RETENTION ANALYSIS: RISK FACTORS AND IMPACT OF RETENTION STRATEGIES 








			


Introduction








My name is………………………..I am part of the team assigned to carry out a study on factors leading to girls’ poor or irregular attendance  or dropping out of the informal education programme being implemented by Plan International under the SAGE programme in this community. The study also seeks to assess the effectiveness of the retention strategies currently being used under the programme to ensure that the targeted girls do not drop out of the hub and that they regularly attend the hubs. The study further seeks to capture community recommendations on what strategies can be employed to motivate the targeted girls to attend the informal education sessions on a regular basis as well as to explore the viability of opportunities for girls who have transitioned to employment before completing SAGE learning activities 


As you are one of the girls that participated in the SAGE programme in this community, we value your views on the project that is why we have approached you for this interview. The discussion will take about 30 minutes of your time. Information collected through this evaluation will be kept confidential and your name will not be captured to protect your identity. Are you willing to be interviewed? [If willing, please inform the respondent that they are free to stop the interview at any point and are not obliged to respond to all questions.








			Administrative Information 





			1. Household questionnaire/Survey number 


			





			2. Insert Date of Data Collection


			_______/06/2021





			3. Research Assistant Code 


			





			4. District Code


			1. Harare South (Rural)


2. Hatcliffe


3. Epworth


4. Bulilima


5. Khami


6. Chimanimani


7. Mutare


8. Imbizo


9. Mutasa


10. Mutoko


11. Reigate 





			5. Hub Name 


			





			6. Village Name


			





			Demographic Information 





			7. Respondent Age 


			1=10-15 years


2=16-19 years 





			8. Marital Status 


			1=Never Married 


2=married 


3=Divorced 


4=Widowed 


5=Cohabiting 





			9. Number of children 


			1=None 


2=at least one 





			10. Level of Education 


			1=None


2=Primary 


3=Secondary


4=Tertiary 





			11. Employment status 


			1=unemployed 


2=self-employed (specify type)


3=formally employed 


4=other (specify)





			12. Religion 


			1=Mainstream churches (Catholic, Anglican, etc)


2=Pentecostal 


3=Apostolic 


4=African Traditional Religion


5=None 





			13. Ethnicity 


			1=Shona


2=Ndebele


3=Kalanga


4=Tonga


5=Shangani


6=Other (specify)





			14. Disability status 


			1=None


2=Disabled (specify) 





			PARTICIPATION IN THE SAGE PROGRAMME





			15. When did you start participating in the programme?


			1=2018


2=2019


3=2020


4=2021





			16. How did you get to hear about the programme? 


			1=Community volunteer 


2=Parents/guardians


3=Friends


4=Church


5=Teacher 


6=Community leader


7=Plan


8=Other ( specify)








			17. Do you know the objectives of the informal education programme? 


			1=Yes 


2=No (Skip to 19)





			18. If yes do the objectives the objectives of the programme resonate with your aspirations as a young girl? 


			1=Yes


2=No





			19. How would you describe your attendance of programme activities/classes 


			1=Regular (Skip to 21)


2=Irregular 


3=Dropped out 


4-Never attended 





			20. If you are an irregular attendee or you have dropped out or you have never attended, what are the reasons for doing so?  


			1=Not interested 


2=Lack of time 


3=Distance is long


4=Got married 


5=Discouraged by significant other 


6=Sickness 


7=Employed


8=Migrated 


9=Other (Specify) 





			21. What motivates you to be a regular attendee? 


			1=the need to become literate 


2=employment opportunities 


3=encouraged by my significant others 


4=Other (specify)


5=NA





			DROP OUT RISK FACTORS





			22. What do you feel about the follow-up measures that are done for those girls that have poor/irregular attendance? 


			1=Satisfied 


2=Satisfied to some extent 


3=Not satisfied 


4=Don’t know about the follow ups (Skip to 24)








			23. Do think the follow up measures are effective in making girls come back to the hubs and attend lessons regularly? 


			1=Very effective 


2=Fairly effective 


3=Not at all effective 


4=Don’t know 





			24. How can the follow up measures be made more effective?


			Explain your answer_________________________________________________________________________________________________________________________________________________________________________________________________________________





			25. Do the hub volunteers have adequate skills for effective beneficiary retention?


			1=Yes 


2=NO


3=Don’t Know





			26. What skills do you think the hub volunteers need for effective beneficiary retention? 


			Mention the skills _______________________________________________________________________________________________________________________________________________________________________________________________________________________





			27. Are there any economic/employment opportunities that exist for girls who want to transition into employment in this district/community?


			1=Yes 


2=No (skip to 30)





			28. If Yes, please identify them


			Identify opportunities ____________________________________________________________________________________________________________________________________________________________________________





			29. How viable are these opportunities 


			1=Very Viable


2=Fairly viable 


3=Not viable 


4=Don’t know





			Effectiveness of Retention Measures





			30. Are current measures being taken to retain the targeted girls in hubs effective? 


			1=Yes 


2=Not effective 


3=Fairly effective 


4=Don’t Know





			31. What can be done to ensure high retention of the targeted girls in the hubs?


			List the actions that can be done and by who_________________________________________________________________________________________________________________________________________________________________________





			32. Is the community supportive and involved in efforts to recruit and retain girls in the hubs?


			1=Yes, very supportive


2=Fairly supportive 


3=Not supportive at all


4=Don’t know 





			Thank you for your participation








			





			














SUPPORTING ADOLESCENT GIRLS EDUCATION (SAGE) PROGRAMME 




 




DROPOUT AND STUDENT RETENTION ANALYSIS: RISK FACTORS AND IMPACT OF RETENTION STRATEGIES 




 




 




 




Introduction




 




 




 




My name is………………………..I am part of the team assigned to carry out a study on factors leading to girls’ poor or irregular 




attendance  or dropping out of the informal education programme being implemented by Plan International under the SAGE 




programme in this




 




community. The study also seeks to assess the effectiveness of the retention strategies currently being used under 




the programme to ensure that the targeted girls do not drop out of 




the hub 




and that they regularly attend 




the hubs




. The study f




urther 




seeks to capture community recommendations on what strategies can be employed to motivate the targeted girls to attend the 




informal education sessions on a regular basis as well as to 




explore the viability of opportunities for girls who have transit




ioned to 




employment before completing SAGE learning activities 




 




As you are one of the girls that participated in the SAGE programme in this community, we value your views on the project tha




t is 




why we have approached you for this interview. 




The discussion 




will take about 30 minutes of your time. Information collected through 




this evaluation will be kept confidential and your name will not be captured to protect your identity. Are you willing to be 




interviewed? 




[If willing, please inform the respondent that 




they are free to stop the interview at any point and are not obliged to respond to all 




questions.




 




 




Administrative Information 




 




1.




 




Household questionnaire/Survey number




 




 




 




2.




 




Insert Date of Data Collection




 




_______/06/2021




 




3.




 




Research Assistant Code




 




 




 




4.




 




District 




Code




 




1. Harare South (Rural)




 




2. Hatcliffe




 




3. Epworth




 




4. Bulilima




 




5. Khami




 




6. Chimanimani




 




7. Mutare




 




8. Imbizo




 




9. Mutasa




 




10. Mutoko




 




11. Reigate 




 




5.




 




Hub Name 




 




 




6.




 




Village Name




 




 




Demographic Information 




 




7.




 




Respondent Age 




 




1=10




-




15 years




 




2=16




-




19 years 




 




8.




 




Marital Status 




 




1=Never Married 




 




2=married 




 




3=Divorced 




 




4=Widowed 




 




5=Cohabiting 




 




9.




 




Number of children 




 




1=None 




 




2=at least one 




 




10.




 




Level of Education 




 




1=None




 




2=Primary 




 




3=Secondary




 








SUPPORTING ADOLESCENT GIRLS EDUCATION (SAGE) PROGRAMME    DROPOUT AND STUDENT RETENTION ANALYSIS: RISK FACTORS AND IMPACT OF RETENTION STRATEGIES     



  Introduction       My name is………………………..I am part of the team assigned to carry out a study on factors leading to girls’ poor or irregular  attendance  or dropping out of the informal education programme being implemented by Plan International under the SAGE  programme in this   community. The study also seeks to assess the effectiveness of the retention strategies currently being used under  the programme to ensure that the targeted girls do not drop out of  the hub  and that they regularly attend  the hubs . The study f urther  seeks to capture community recommendations on what strategies can be employed to motivate the targeted girls to attend the  informal education sessions on a regular basis as well as to  explore the viability of opportunities for girls who have transit ioned to  employment before completing SAGE learning activities    As you are one of the girls that participated in the SAGE programme in this community, we value your views on the project tha t is  why we have approached you for this interview.  The discussion  will take about 30 minutes of your time. Information collected through  this evaluation will be kept confidential and your name will not be captured to protect your identity. Are you willing to be  interviewed?  [If willing, please inform the respondent that  they are free to stop the interview at any point and are not obliged to respond to all  questions.    



Administrative Information   



1.   Household questionnaire/Survey number     



2.   Insert Date of Data Collection  _______/06/2021  



3.   Research Assistant Code     



4.   District  Code  1. Harare South (Rural)   2. Hatcliffe   3. Epworth   4. Bulilima   5. Khami   6. Chimanimani   7. Mutare   8. Imbizo   9. Mutasa   10. Mutoko   11. Reigate   



5.   Hub Name    



6.   Village Name   



Demographic Information   



7.   Respondent Age   1=10 - 15 years   2=16 - 19 years   



8.   Marital Status   1=Never Married    2=married    3=Divorced    4=Widowed    5=Cohabiting   



9.   Number of children   1=None    2=at least one   



10.   Level of Education   1=None   2=Primary    3=Secondary  
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SUPPORTING ADOLESCENT GIRLS EDUCATION (SAGE) PROGRAMME 





DROPOUT AND STUDENT RETENTION ANALYSIS: RISK FACTORS AND IMPACT OF RETENTION STRATEGIES 





KEY INFORMANT QUESTION GUIDE FOR PLAN INTERNATIONAL SAGE PROGRAMME STAFF





Name of Respondent______________________________________________________________________________________


Position in the organization: ______________________________________________________________________________


Length of stay in the position_____________________________________________________________________________


Venue of Interview: _______________________________________________________________________________________


Date of Interview :____________________________________________(dd/mm/yyyy)


Starting Time_______Ending Time________Total Time Taken_____________________











Section A: Programme Background 


1.  Could you give a brief background of the SAGE programme and the role you play in the programme.


2. What are the main objectives of the programme and to what extent do you think these objectives are being achieved?


3. Can you describe the pattern of attendance of the targeted girls in the programme and in particular districts, giving quarterly figures since the programme started implementation. Probe for the following sub-groups:


· Girls who have never been to school


· Girls from the Apostolic community


· Girls living with disabilities


· Girls from ethnic minorities


· Married girls


· Girls engaged in labour


· Young mothers 














Section B: Drop Out Risk Factors 


4. What do you think are the risk factors leading to dropout from the programme or irregular attendance? Probe for risks related to the following domains:


· Personal


· Family


· Community 


· Academic/Curriculum 


5. What are the perceptions on follow-up measures from those participants with poor/irregular attendance? 


6. How effective are the follow up measures done by the programme? How can the follow up measures be improved?


7. What skills and knowledge does the hub volunteers need for effective beneficiary retention?


8. What are the key factors needed to facilitate the transition of highly marginalised girls into employment? 


9. What are the key factors and programme delivery components which determine significantly more demand for enrolment and sustained attendance of educationally marginalised girls?  


10. What are the factors which have led to out-of-school girls not utilising SAGE services despite being eligible?” 


Section C: Effectiveness of Retention Measures 


11. How effective are the retention and follow-up mechanisms at hub level? 


12. How effective is current community involvement in continued learning for adolescent girls and supporting retention and follow-up measures?  


13. How viable are the available employment opportunities, at the community level, for girls who drop out of the project? 


14. Given the need for value-for-money, how will the programme make substantial adaptations to focus resources in particular sub-groups/regions demonstrating those key factors” ?


15. What strategies should the SAGE programme employ to ensure regular attendance by the targeted groups of girls?


Thank you for your participation
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Name of 




Respondent___________________________




__________________________________




_________________________




 




Position in the organization: ____________________




_______________________________




___________________________




 




Length of stay in the position___________




_________




_____________________




____________________________________




 




Venue of Interview: ________________




__________________________________




_____________________________________




 




Date of Interview :____________________________________________(dd/mm/yyyy)




 




Starting Time_




______Ending Time________Total Time Taken_____________________




 




 




 




 




Section A: Programme Background 




 




1.
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the programme.
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What are the main objectives of the programme and to what 
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these objectives are being achieved?
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Girls from the Apostolic community




 




o




 




Girls living with disabilities




 




o




 




Girls from ethnic minorities




 




o




 




Married girls




 




o




 




Girls engaged in labour




 




o




 




Young mothers 




 




 




 




 




 








1         SUPPORTING ADOLESCENT GIRLS EDUCATION (SAGE) PROGRAMME      DROPOUT AND STUDENT RETENTION ANALYSIS: RISK FACTORS AND  IMPACT OF RETENTION STRATEGIES      KEY INFORMANT QUESTION GUIDE FOR PLAN INTERNATIONAL  SAGE PROGRAMME S TAFF     Name of  Respondent___________________________ __________________________________ _________________________   Position in the organization: ____________________ _______________________________ ___________________________   Length of stay in the position___________ _________ _____________________ ____________________________________   Venue of Interview: ________________ __________________________________ _____________________________________   Date of Interview :____________________________________________(dd/mm/yyyy)   Starting Time_ ______Ending Time________Total Time Taken_____________________         Section A: Programme Background    1.     Could you give a brief background of the SAGE programme and the role you  play in   the programme.   2.   What are the main objectives of the programme and to what  extent do you think  these objectives are being achieved?   3.   Can you describe the pattern of attendance of the targeted girls in the  programme and in particular districts, giving quarterly figures since the  programme started implementation. Probe for the follo wing sub - groups:   o   Girls who have never been to school   o   Girls from the Apostolic community   o   Girls living with disabilities   o   Girls from ethnic minorities   o   Married girls   o   Girls engaged in labour   o   Young mothers           





image5.emf

FGD Guide_Targeted  Girls.docx




FGD Guide_Targeted Girls.docx




[image: ]





SUPPORTING ADOLESCENT GIRLS EDUCATION (SAGE) PROGRAMME 





DROPOUT AND STUDENT RETENTION ANALYSIS: RISK FACTORS AND IMPACT OF RETENTION STRATEGIES 





FOCUS GROUP DISCUSSION GUIDE:  TARGETED GIRLS (IRREGULAR ATTENDEES OR DROPOUTS) 


Introduction


My name is………………………..I am part of the team assigned to carry out a study on factors leading to girls’ poor or irregular attendance  or dropping out of the informal education programme being implemented by Plan International under the SAGE programme in this community. The study also seeks to assess the effectiveness of the retention strategies currently being used under the programme to ensure that the targeted girls do not drop out of the learning hubsscho and that they regularly attend at the hubsschool. The study further seeks to capture community recommendations on what strategies can be employed to motivate the targeted girls to attend the informal education sessions on a regular basis as well as to explore the viability of opportunities for girls who have transitioned to employment before completing SAGE learning activities 


As you are the targeted girls by the SAGE programme in this community, we value your views on the project that is why we have approached you for this interview. The discussion will take about an hour of your time. Information collected through this evaluation will be kept confidential and your name will not be captured to protect your identity. Are you willing to be interviewed? [If willing, please inform the respondent that they are free to stop the interview at any point and are not obliged to respond to all questions.








Project Geographical Location (District): ______________________________________


Ward_____________________________________________________________________


Name of FGD Facilitator: _________________________________________________________


Name of Notetaker:_____________________________________________________________


Group of participants_____________________________________________________________


Confirm the length interviewees have participated in programme (give a range)__________________


Number of Participants:_______


Date of Focus Group Discussion :________________________________( dd/mm/yyyy)


Starting Time_______Ending Time________Total Time Taken_____________________























Demographic Information of Participants 


			Participant #


			Age 


			Marital Status 


			Level of Education 


			Means of livelihood 


			Religion 


			Ethnicity 


			Disability Status 


			No. of children 
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			5. 
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Section A: Programme Background 


1.  When did you start to participate in Plan International’s informal education programme?


2. Can you describe how you were recruited to participate in the programme?


3. Describe how you participated in the programme giving details on the activities you did/are doing in the programme and how often you do those activities?


4. What is your understanding of the objectives of the informal education programme? 


5. Do the objectives of the programme resonate with the aspirations of the targeted girls in the community? 


6. Can you tell us what you liked most and what you did not like about your participation in the informal education programme?


7. How would you describe the pattern of attendance by the targeted girls in the programme? Is it regular or irregular?


8. What do you think are the reasons for the pattern of attendance you have described above?


9. Is the pattern of attendance different for the following groups of girls? If it is different, why is that the case?


·  Girls who have never been to school


· Girls from the Apostolic community


· Girls living with disabilities


· Girls from ethnic minorities


· Married girls


· Girls engaged in labour


· Young mothers 








Section B: Drop Out Risk Factors 


10. What do you think are the risk factors leading to dropout from the programme or irregular attendance? Probe for risks related to the following domains:


· Personal


· Family


· Community 


· Academic/Curriculum 


11. What do you feel about the follow-up measures that are done for those girls that have poor/irregular attendance? 


12. How effective are the follow up measures done by the programme? How can the follow up measures be improved?


13. What skills and knowledge does the hub volunteers need for effective beneficiary retention?


14. What economic/employment opportunities exist for girls who want to transition into employment in this district/community? 


15. What are the key factors needed to facilitate the transition of highly marginalised girls into employment of the identified economic opportunities? 


16. What are the key factors and programme delivery components which determine significantly more demand for enrolment and sustained attendance of educationally marginalised girls?  


17. What are the factors which have led to out-of-school girls not utilising SAGE services despite being eligible?” 


Section C: Effectiveness of Retention Measures 


18. How effective are the retention and follow-up mechanisms at hub level? 


19. How effective is current community involvement in continued learning for adolescent girls and supporting retention and follow-up measures?  


20. How viable are the available employment opportunities, at the community level, for girls who drop out of the project? 


21. Given the need for value-for-money, how will the programme make substantial adaptations to focus resources in particular sub-groups/regions demonstrating those key factors” ?


22. What strategies should the SAGE programme employ to ensure regular attendance by the targeted groups of girls?





Thank you for your participation
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TARGETED GIRLS (IRREGULAR ATTENDEES
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Introduction




 




My name is………………………..I am part of the team assigned to carry out a study on factors leading 




to girls’ poor or irregular attendance  or dropping out of the informal education programme being 




implemented by Plan International under the SAGE programme in this




 




community. The study also seeks 




to assess the effectiveness of the retention strategies currently being used under the programme to 




ensure that the targeted girls do not drop out of 




the learning hubs




 




and that they regularly attend 




at the 




hubs




. T




he study further seeks to capture community recommendations on what strategies can be 




employed to motivate the targeted girls to attend the informal education sessions on a regular basis as 




well as to 




explore the viability of opportunities for girls who ha




ve transitioned to employment before 




completing SAGE learning activities 




 




As 




you are the targeted girls by the SAGE programme 




in this community, we value your views on the 




project that is why we have approached you for this interview. 




The discussion will 




take about an hour of 




your time. Information collected through this evaluation will be kept confidential and your name will not 




be captured to protect your identity. Are you willing to be interviewed? [If willing, please inform the 




respondent that they are




 




free to stop the interview at any point and are not obliged to respond to all 




questions.




 




 




 




Project Geographical Location (District): ______________________________________




 




Ward_____________________________________________________________________




 




Name of 




FGD Facilitator: _________________________________________________________




 




Name of Notetaker:_____________________________________________________________




 




Group of participants_____________________________________________________________




 




Confirm the length interviewees have participated in programme (give a range)__________________




 




Number of Participants:_______




 




Date of Focus Group Discussion :________________________________( dd/mm/yyyy)




 




Starting Time_______Ending Time________Total Time T




aken_____________________
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SUPPORTING ADOLESCENT GIRLS EDUCATION (SAGE) PROGRAMME 





DROPOUT AND STUDENT RETENTION ANALYSIS: RISK FACTORS AND IMPACT OF RETENTION STRATEGIES 





FGD GUIDE COMMUNITY 





Name of Respondent______________________________________________________________________________________


Position in the organization: ______________________________________________________________________________


Length of stay in the position_____________________________________________________________________________


Venue of Interview: _______________________________________________________________________________________


Date of Interview :____________________________________________(dd/mm/yyyy)


Starting Time_______Ending Time________Total Time Taken_____________________











Demographic Information of Participants 


			Participant #


			Age 


			Marital Status 


			Level of Education 


			Means of livelihood 


			Religion 


			Ethnicity 


			Disability Status 


			No. of children 





			1. 
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Section A: Programme Background 


1.  Could you give a brief background of the SAGE programme and the role you play in the programme.


2. What are the main objectives of the programme and to what extent do you think these objectives are being achieved?


3. Can you describe the pattern of attendance of the targeted girls in the programme and in particular districts, giving quarterly figures since the programme started implementation. Probe for the following sub-groups:


· Girls who have never been to school


· Girls from the Apostolic community


· Girls living with disabilities


· Girls from ethnic minorities


· Married girls


· Girls engaged in labour


· Young mothers 














Section B: Drop Out Risk Factors 


4. What do you think are the risk factors leading to dropout from the programme or irregular attendance? Probe for risks related to the following domains:


· Personal


· Family


· Community 


· Academic/Curriculum 


5. What are the perceptions on follow-up measures from those participants with poor/irregular attendance? 


6. How effective are the follow up measures done by the programme? How can the follow up measures be improved?


7. What skills and knowledge does the hub volunteers need for effective beneficiary retention?


8. What are the key factors needed to facilitate the transition of highly marginalised girls into employment? 


9. What are the key factors and programme delivery components which determine significantly more demand for enrolment and sustained attendance of educationally marginalised girls?  


10. What are the factors which have led to out-of-school girls not utilising SAGE services despite being eligible?” 


Section C: Effectiveness of Retention Measures 


11. How effective are the retention and follow-up mechanisms at hub level? 


12. How effective is current community involvement in continued learning for adolescent girls and supporting retention and follow-up measures?  


13. How viable are the available employment opportunities, at the community level, for girls who drop out of the project? 


14. Given the need for value-for-money, how will the programme make substantial adaptations to focus resources in particular sub-groups/regions demonstrating those key factors” ?


15. What strategies should the SAGE programme employ to ensure regular attendance by the targeted groups of girls?


Thank you for your participation
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play in




 




the programme.




 




2.
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Group Consent Form


I………………………………………………………… and other members known to me beforehand and others introduced during a meeting held today voluntarily agreed to participate in this study and to be recorded as part of the proceedings. The study purpose was fully explained to us and we had the opportunity to ask questions about the study. We were assured of the confidentiality of our responses and that any report of the results of this evaluation our individual identities would remain anonymous. As confirmation of my consent to take part in the meeting/session I willingly entered my name onto a register of participants and affixed my signature thereto.
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DROPOUT ANALYSIS: RISK FACTORS AND IMPACT OF


PREVENTION STRATEGIES 








Individual Consent Form





I………………………………………………………… voluntarily agree to participate in this study and agree to be recorded. The study purpose has been fully explained to me and I had the opportunity to ask questions about the study. I have also been assured of the confidentiality of my responses. Further, I understand that in any report of the results of this evaluation my identity will remain anonymous. 


I understand that I am free to withdraw my participation at any point and can contact any of the people involved in the evaluation to seek further clarification and information. 





Signature of research participant ----------------------------------------- Date---------------------------------------


Signature of interviewer__________________________________Date________________________
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questions about the study. I have also been assured of the confidentiality of




 




my responses. Further, I 




understand that in any report of the results of this evaluation my identity will remain anonymous. 
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people involved in the evaluation
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The SAGE approach to the assessment of girls’ learning 


The SAGE accelerated learning programme 
 
Learning outcomes 
 
The aim of the SAGE programme is for adolescent girls (aged 10-19) to attend learning at SAGE girl-friendly, 
safe, accessible learning hubs with the aim of improving their literacy and numeracy skills.   SAGE positions 
home language as first teacher, so literacy skills in the programme refer to competence in home language 
across the skills of speaking, listening, reading and writing.   Learning English is a specific and separate strand 
within the learning materials in terms of taught content and it forms a separate assessment strand.    
 
The success of girls on the SAGE programme is also measured by their transition onto a number of exit 
pathways: 


• a return to formal education 


• entry into employment 
• enrolling on government courses, or setting up a small business 


 
If girls have improved literacy and numeracy skills, access to financial resources, and information about 
available opportunities – as well as improved financial and emotional support from their families – they will be 
able to transition onto educational training programmes, or (self-) employment opportunities or to return to 
formal education in primary schools, as they desire. 
 
Learning activities 
The programme is designed around low-threshold, high-ceiling learning activities, which are essential for CEs 
to differentiate appropriately tasks for learners, so that tasks are accessible to all with scope to challenge.  
These types of activities are grounded in a growth mindset philosophy (advocated by Carol Dweck 2017).   The 
starting point is that everyone can do well in a subject but making mistakes and demonstrating resilience are 
part of a healthy learning process.  In practice, this means that learning tasks start in the same way but there 
is potential to extend learning, as well as support learning.  Activities are written in such a way that CEs can 
adapt according to the needs of the learners, and activities are framed around the notion that All girls can 
achieve but some girls will be able to achieve more, and some (a few) higher attaining girls will be able to 
manage further challenge.  Activities within the learning materials are progressive and cyclical whilst still 
being distinct and coherent within sessions.  This is achieved through a four-part teaching sequence: Plan, 
Do, Assess and Reflect (see examples in the module materials).   
 
Assessing learning 
The role of ongoing formative assessment: assessment for learning 
The ongoing use of progress books allows CEs to capture each girl’s individual progress related to the skills 
they develop.  It provides information on the different starting points of the girls as captured through the 
Initial Progress Assessment.  The Progress Book forms part of the evidence of practice captured through 
observations using the Teaching and Learning Observation tool (see Appendix E).  
 
The role of ongoing summative assessment: assessment of learning 
Assessment of learning (also called ‘summative assessment’) takes place at the end of specific blocks of 
learning. In SAGE, this type of assessment is called a progress assessment. It tells CEs, district staff and the 
wider team how well girls have learned in the three different subject areas (literacy, numeracy, English) and 
indeed, their level of attainment. The session guides explain how to carry out the assessments, when they 
should take place and how to record them.    For Modules 1a, 1b, 2a and 2b the assessment outcomes are 
recorded in the Progress book.   For Module 1c and 2c there are more formalised assessments called the Mid 
Progress assessment and the End Progress assessment, which unsurprisingly take place at the middle and the 
end of the programme.  An initial assessment, the Initial Progress Assessment takes place when girls first enter 
the hub.  The next section will explain these progress assessments in more detail.  
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The SAGE approach to the assessment of girls’ learning 


Four data points 
Each of the three progress assessments forms part of a girl’s assessment of her learning journey.  In addition, 
an initial screening assessment is used to determine a girl’s eligibility to join the SAGE programme.   In total 
there are four data points.   One prior to a girl joining the programme (screening assessment), one at a girl’s 
point of entry to the learning hub (Initial Progress Assessment), one at the mid-point or after a year of 
learning (Mid Progress Assessment), and one at the end of the programme or after two years of learning (End 
Progress Assessment).   
 


1. Screening assessment 
The first of the four data points is the screening assessment, part of the data collection within the 
eligibility screening process1. The role of the screening is to determine a girl’s eligibility to join SAGE 
(for example, a girl may be too advanced and therefore SAGE is not the appropriate programme for 
her to join).   There are 5 sub-tasks for numeracy and 5 sub-tasks for literacy. All sub-tasks are scored 
and recorded.  Only 2 numeracy sub-tasks (addition/subtraction) and only 2 literacy sub-tasks 
(reading & listening comprehension) determine a girl’s eligibility to join the SAGE programme.  These 
sub-tasks have been chosen because the project’s initial baseline information (undertaken in 2019) 
highlighted that these were areas where girls scored lowest. 
 
The screening tool is completed by the learning hub’s attached school buddy because they are 
independent & schools associated with a hub have a supervisory role within the SAGE programme.  In 
addition, the buddy only makes a recommendation of a girl’s eligibility, with the final decision as to 
whether she joins determined by the SAGE project team.  In addition to being independent, 
completion by the buddy (a member of school staff) avoids the possibility of hub volunteers being 
victimised by the community if a girl was/was not recruited to the programme.  Detailed guidance for 
the screening tool is provided for the buddies, in addition to 0.5 day of professional development 
(Professional Development Activity 8 – December 2020). 
 


2.  Initial Progress Assessment (IPA) 
For a programme designed to support girls move on from their last point of successful learning, it was 
important to design an assessment that would provide CEs with specific knowledge about the girls 
attending their hubs.  This assessment, the Initial Progress Assessment (IPA) takes place within the 
first five weeks of a girl joining the SAGE programme and, like the Mid Progress (IPA) and End 
Progress (EPA) assessment (see Point 3 below), is carried out by the CEs.   
 


3. Mid Progress and End Progress Assessments (MPA and EPA) 
The MPA and EPA provide a snapshot of a girl’s learning mid-way through the programme and at the 
end of the programme.  These assessments are called the Mid-Progress and End Progress 
Assessment and are completed at the end of Module 1c (end of Year 1) and Module 2a (end of the 
programme, Year 2). 
 


Detailed guidance for the IPA, MPA and EPA is provided for the hub volunteers (CEs, learning assistants).  In 
addition, a 2-hour professional development session (PD6, October 2020) was provided for hub volunteers.  
 
TEST DESIGN 
 
The progress assessments were created as part of the learning design process.  Each module has a set of 
learning outcomes and as such the assessment strand is an integrated part of the learning process.  As 
activities are authored, consideration is given as to how smaller units of learning can be assessed and how this 
can form together to create a picture of a girl’s learning across a module in the three subjects (literacy, 
numeracy and English).   As such, the progress assessments have been designed as progress by girl tests.  
 


 
1 Local SAGE teams also include house-to-house survey information to support initial identification of girls.  
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This process was then further refined and formalised for the purpose of the IPA, the MPA and the EPA.   The 
steps in the design process included drawing on the initial basis of the assessment strand, test construction, 
validity measures, reliability measures, and a process of piloting.  
 
Initial basis of design 
In developing the assessments, it was important to consider the background of the girls, their potential prior 
learning experiences (informal and formal), the purpose of the learning programme and the experience of the 
hub volunteers in carrying out assessments.   
 
As the FCDO Fund Manager’s measurement of progress was through EGRA and EGMA (Early Grade Reading 
and Mathematics) outcomes, the team felt that the SAGE assessments needed to capture additional 
elements of a girl’s learning that would demonstrate all that she could achieve.   EGRA and EGMA were 
originally designed to capture young children’s initial learning, which was felt to be too limiting in capturing a 
SAGE girl’s progress.  For example, a 15-year-old girl with a disability who has never been to school before 
may find making friends, being accepted in a group and singing as a significant learning experience.  
Therefore, the SAGE assessments include, as part of a speaking and listening task, an opportunity for a girl to 
share her motivation for joining SAGE, her greatest achievement, her aspiration after leaving SAGE and what 
she is most proud of.  At the advice of one of the school psychologists, it was also suggested that one sub-task 
should be picture reading to enable girls with learning difficulties to be successful.   These small steps of 
learning have been at the core of the design process, achieved through the way a girl’s scores are recorded.   
 
In 2020, the FCDO Fund Manager agreed that the SAGE assessment approach provided a robust and rigorous 
alternative to the traditional EGRA/EGMA assessments of learning, and can be used for the project mid-line 
evaluation.   
 
Recording progress 
As a girl completes the sub-tasks within the assessments, which are designed to be undertaken at two 
different times (numeracy + literacy/English) and are 10-15 minutes long (see example in Appendix A), the CE 
records her progress.   Each of the three subject areas gives a girl the opportunity to score in the blue level 
(ECD-Grade 2), the pink level (Grade 2-4) and the yellow level (Grade 5+).   The use of overlapping colour-
coding allows for a ‘best fit’ within and across the sub-tasks and also means that girls can be referred to as 
working within a particular colour-banding, rather than being reduced to a single absolute score.  
 
Scores are collated numerically colour-coded using the SAGE scoring guide (see example in Appendix B) and 
recorded on the Progress Assessment Form (example in Appendix C).  
 
The dual system of recording (onto the SAGE database connected to a girl’s ID number) enables girl at-a-
glance progress to be noted, but it also enables an at-a-glance hub progress assessment to be made.  For 
example, one hub may have girls attaining well in aspects of numeracy and less so in literacy.  Therefore, a 
key question for the district team is whether the CE is more confident in teaching numeracy than literacy, and 
to consider additional support.  Conversely, a hub that is attaining highly may have a CE who is very 
experienced and able to develop capacity within a hub cluster.   
 
The assessment is designed as a progress by girl test; however, the numerical scores also allow for aggregate 
scores at a hub, district and programme level.   It is possible to collate the scores, show their distribution and 
to measure % progress from IPA to MPA to EPA, or from IPA to EPA.  The scores can be sliced in a variety of 
ways.  Likely of most importance to SAGE is that the learning gains for girls at the initial lower end (screening 
assessment and/or IPA) across the programme can be captured.  
 
Assessment construction 
The draft assessments were shared with the Core Review Group (key stakeholders, including Ministry 
officials) and discussed with the Accelerated Teaching & Learning (ATL) teams before final changes were 
made.   
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Validity measures 
An initial starting point for the screening tool was to use the analysis of the baseline EGRA and EGMA sub-
tasks (as previously mentioned) to identify the four specific areas in numeracy and literacy where girls scored 
lower.  In addition, the team reviewed test materials in usage in the region, and ones beyond EGRA and 
EGMA.   A strength of the SAGE approach to assessment is that the CEs are known to the girls.  This is a major 
difference with the EGRA and EGMA process where different enumerators may work with different girls each 
time.  We see this as a strength and not a potential flaw, as the additional layers of reliability mentioned here 
ensures that girls are showing their usual progress (as cross referenced with previous assessments and 
progress books).  A core reason for school buddies undertaking the screening assessments was to avoid CEs 
being seen as ‘testers’, and instead the IPA is framed as a starting point of both the girl’s actual learning level 
and the CE’s knowledge of the girl.   
 
The design of all four assessments was influenced by the sample tests carried out by an organisation called 
Uwezo, part of Twaweza, an independent East African initiative that ‘promotes access to information, citizen 
agency and improved service delivery outcomes across the region’ (Uwezo, 2013, p.2)2.  Since 2010 the Uwezo 
network has completed annual learning assessments in three countries in East Africa, Uganda, Kenya and 
Tanzania.  In 2019, it published its eighth learning assessment report.   The sample tests were reviewed both 
for content and layout, and a similar structure was used for the girl copy required to complete the 
assessments (Appendix D).    The Uwezo tests also provided content and context reliability.    
 
In addition, a globally available diagnostic test - the Burt Word Reading test - was used to level up the difficulty 
for the word reading sub-tasks across the IPA, MPA and EPA.  The same process was applied for the 
letter/sound correspondence sub-task based on the Toe-by-Toe Diagnostic Test and the Toe-by-Toe Reading 
Test, which was cross-referenced to the Burt Reading test.   
 
To ensure that girls are not over-pressurised and therefore not able to demonstrate their best, advice was 
taken from all three tests to offer girls 3-5 (sub-task dependent) tries at an answer.  This decision means that 
girls have a chance to move into the next colour-banding, thus allowing for them to achieve in the next 
banding in case there are anomalies within the sub-tasks.  It also means that girls are not trying too hard, or 
spending too long on one aspect.  Crucially for SAGE girls is for them to avoid feelings of failure, which may 
have been their previous school experience.   
 
Reliability measures 
To ensure reliability, the assessments provide a commentary for the CEs to follow, as well as guidance for 
what they should look out for in a girl’s response when allocating a score.  The Scoring Guide (Appendix B) 
provides clear guidance on how to translate raw scores into colour-coded bands.    
 
The ongoing use of Progress Books means that CEs are experienced in recording girls’ progress at the different 
sub-task levels.  In addition, the two preliminary assessments (screening assessment and IPA) can be used to 
cross-reference a girl’s starting attainment, even though for the purposes of the learning programme it is the 
journey from IPA to EPA which is most pertinent.  It is anticipated that CEs will be more confident in recording 
girls’ learning in their Progress Books and, as such, they will become more experienced in completing the 
assessments.  Therefore, this additional check (screening assessment to IPA) adds additional reliability.    
 
Each of the four assessments are accompanied by a training package of support, currently administered 
through a 2-hour WhatsApp training with pre-reading tasks for attendees.  When restrictions allow, this 
training will take place face-to-face.  School buddies (from the attached school) are also included in the 
training as they undertake the screening assessments. This also enables them to be skilled in the process and 
support the CEs in their attached hubs.  This also allows for good SAGE progress to reflect back into the 
formal schooling system.  
 


 
2 https://www.uwezo.net/ 
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Ongoing cross-checking of assessments are completed by the school buddy through the Progress Books and 
the Teaching and learning observation tool (see example in Appendix E) also includes a section for observers to 
review the use of Progress Books.   
 
The assessment forms are collated by district staff and can be used for immediate discussion as to how hubs 
and individual girls are attaining.  Transferring the scores and colour-coding onto the SAGE database and 
connected to a girl’s individual ID will also ensure that any unusual progress (either way) should also be 
highlighted and shared back with the district team.  Three workshops were held with all SAGE district teams 
and the MERL team (Monitoring, Evaluation, Research & Learning) to share best practice approaches to 
understanding the data.  The workshops included gap tasks for participants to use real-time data and present 
their findings back to the team in the second workshop.  This ensures that shared messages, key learnings 
and best practices are consistent and that the process is dynamic and girl-led.  For example, a key question in 
the training is ‘We know what the girl has attained, so what happens next?’, both at girl level and hub level.  
 
Piloting 
The progress assessments were shared with the ATL team and district team for trial and completion.  
Feedback from the team was then included into the IPA/MPA training package for CEs and school buddies 
(PD6, October 2020) in the form of key messages (see examples in Appendix F).   
 
Adaptations 
Due to the pandemic, the internal screening tool was adapted to enable the screening to take place over the 
telephone (Appendix G).  


 
End Progress Assessment timeline 
The IPA and MPA are both designed to work independently and build on the previous assessment. The End 
Progress Assessment (EPA) is designed as a test-retest in order to capture the progress by girl from the initial 
data point to end point, as the girl graduates from SAGE.  
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APPENDIX A 
EXAMPLE OF SUB-TASKS (IPA: Literacy/Learning English) 
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APPENDIX B 
EXAMPLE OF SCORING GUIDE (IPA: NUMERACY) 
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APPENDIX C 
EXAMPLE OF PROGRESS ASSESSMENT FORM (IPAF) 
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APPENDIX D 
EXAMPLE OF GIRL COPY: NUMERACY (IPA) 
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APPENDIX E 
EXAMPLE FROM TEACHING AND LEARNING OBSERVATION TOOL 
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APPENDIX F 
EXAMPLES OF KEY MESSAGES (IPA/MPA PD6 TRAINING, OCTOBER 2020)  
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APPENDIX G 
ADAPTATIONS – INTERNAL SCREENING TOOL (TELEPHONE VERSION) 
 


  








DRAFT TERMS OF REFERENCE – ‘LEARNING ABOUT LEARNING’ ASSIGNMENT

UPDATED 10 JANUARY 2022



Additional technical support for enhanced monitoring and use of learning assessments in the SAGE programme. 

Purpose of Assignment:

Plan International is seeking additional technical support from its existing partner (Open University) to strengthen its capacity in the monitoring and evaluation of progression towards learning outcomes in the Supporting Adolescents Girls’ Education (SAGE) programme. The onset of COVID-19 has prompted a move away from an externally contracted midline evaluation towards a reliance on internal methods. 

There are two purposes:

1) The programme recognises capacity gaps in being able to compile, analyse and disseminate findings from learning progress assessments at multiple levels of the consortium and within different stakeholder groups.  

2) A robust approach in using learning progress assessment data will also lead to other benefits, such as being able to use assessment results to guide volunteer capacity building to better aid girls’ learning experiences and influence the Fund Manager in adjusting learning outcomes to be measured by progress assessment findings rather than tools such as the EGRA/EGMA. 

Objectives:

In collaboration with the SAGE MERL and programme teams, (i) to evidence girls’ learning progress in accordance with the SAGE teaching and learning approach in ways that enable project learnings; (ii) to meet and shape Fund Manager requirements; and (iii) strengthen advocacy to the Ministry of Primary and Secondary Education (MoPSE).  

Specific Objectives: 

· To develop technical conceptual paper on ‘SAGE approach to the assessment of girls' learning’.

· To develop learning progress analysis framework.

· To provide guidance and support to the analysis of IPA, MPA and EPA data.

· To provide academic and technical interpretation of the learning data analysed.

· To develop a series of qualitative case studies on the impact of girls’ learning.

· To participate in and provide guidance to Fund Manager and MoPSE discussions.

· To develop skills and capacity of MERL, programme and District team members in these areas.

Guiding Questions:

· How can progress assessment results be maximised to evaluate progress towards meeting the programme learning outcome (i.e. highly marginalised adolescent girls have significantly improved learning outcomes)?

· What does the girls’ learning mean in terms of what they can now do and how do these new skills feature/impact their lives?

· What insights can the project draw in order to better support girls’ learning in future cohorts?

· How can the project use these results to influence Fund Manager and MoPSE attitudes to evaluating and promoting girls’ learning? 

Methodology:

To undertake this assignment, The Open University will apply quantitative techniques in respect of the analysis of the learning progress assessment data; academic and technical expertise in literacy, numeracy and learn English to interpret the results; and, in addition, qualitative case study methodology to better understand girls’ lived experiences of learning progress.

Overall Timelines:

Plan International has advised for deliverables to be aligned to short/medium-term timelines (i.e. Phase 1 and 2) respectively.

Currently, these are envisaged as:

· Phase 1: March 2021 – February 2022 (to middle of Project Year 4)

· Phase 2: February 202s – July 2022 (second half of Project Year 4) 

Key Deliverables:

1) Technical conceptual  paper on ‘SAGE approach to the assessment of girls’ learning’.  This document articulates the overall technical approach.

2) Analysis framework and templates for dissemination to a) MERL teams b) Fund Manager c) District teams d) national government, including disaggregation of results by sub-groups at each level.

3) Support to data analysis (at least twice weekly over anticipated 4-week period of analysis).

4) Briefing to share learning progress assessment analysis results with District and programme teams and Technical and MERL Working Groups.

5) Jointly developed case studies (up to 7 case studies of 14 girls on impact of girls’ learning and a cross case analysis in each Phase).

6) Capacity development through ongoing collaborative working on deliverables 1 – 5, including three practical workshops on analysis and case study methodology.

Breakdown of deliverables across the two phases:

Phase 1: Cohort 1 MPA & Cohort 2 IPA

1. Develop draft technical conceptual paper on ‘SAGE approach to the assessment of girls' learning’.

To include SAGE teaching and learning principles, programme learning design, assessing learning, progress assessment tool design, validity and reliability, recording and monitoring.



2. Develop, in collaboration with Plan colleagues, analysis framework and associated templates to aid analysis, with particular reference to:

a. Midline and Fund Manager reporting requirements.

b. District Co-ordinators needs for supporting hub teams.

c. Potential for referencing back to baseline.

This will include support for:

i. Statistical analysis and database work to enable the production of literacy and numeracy composite scores, domain scores and colour banding of all of these, with visualisation.

ii. Database work to link learning progress assessments to background information of the girls to enable disaggregation using FM sub-groups.

This will be an iterative process, with possibilities explored and refined, as analyses are produced.



3. Provide guidance and support, as the analysis takes place by Zimbabwe MERL team, including on presentation of data.   An OU specialist will be available for equivalent of 6 days over an anticipated 4-week period of analysis for meetings and ad hoc advice and guidance.



4. Provide academic and technical interpretation of the learning progress data analysed to inform narrative for Fund Manager and to lead briefing to inform project on areas of strength and areas for development across the programme and with reference to Districts and hubs.



5. Lead on development of a series of up to seven qualitative case studies on the impact of girls’ learning and a cross case analysis, including exploring understandings of what girls can now do and how these new skills feature / impact their lives.  Draw on the effective practice, effective learning work to show links as to the nature of teaching experiences and practices of Community Educators that lead to these learning outcomes for girls. The research team will work in pairs of OU and Plan Zimbabwe team members and develop the case studies together.



6. Develop skills and capacity of MERL and programme team members as set out above, including three practical workshops on analysis and case study methodology.



7. Review of midline report to ensure results are accurately presented to Fund Manager. 



Phase 2: Cohort 1 EPA (for further details, see Phase 1 above)

1. Finalise technical conceptual paper on ‘SAGE approach to the assessment of girls' learning’.



2. Refine, in collaboration with Plan colleagues, analysis framework and associated templates for Phase 2 learning progress assessment data, with particular reference to:

a. Progress from MPA to EPA.



3. Provide guidance and support, as new analyses take place by Zimbabwe MERL team, including on presentation of data.



4. Provide academic and technical interpretation of the learning data analysed to inform narrative for Fund Manager and Government, and lead briefing to inform project on areas of strength and areas for development across the programme and with reference to Districts and hubs.



5. Lead on development, in collaboration with Plan colleagues, of a series of qualitative case studies and a cross case analysis on the impact of girls’ learning.



6. Develop skills and capacity of MERL and programme team members as set out above, including three practical workshops on analysis and case study methodology.



Indicative Timelines for Deliverables: 

		Deliverable

		Phase 1

		

		Phase 2



		1) Technical conceptual paper on ‘SAGE approach to the assessment of girls’ learning’



OU to write; Plan to comment



		01/03/21 – 30/09/21

NB: Technical guidance paper also completed



		

		01/02/22 – 30/04/22





		2) Learning progress analysis framework and templates for dissemination to a) MERL teams b) Fund Manager c) District teams d) national government 



OU to lead; Plan to contribute



		01/03/21 – 30/11/21





		

		01/02/22 – 28/02/22

Refined, as above





		3) Support to data analysis



Plan to do analysis; OU to give capacity development & support



		01/03/21 – 30/11/21





		

		01/03/22 – 31/03/22

(for EPA)





		4) Briefing to share learning progress assessment analysis results



OU to lead; Plan to contribute



		01/07/21 – 28/02/22





		

		01/04/22 – 31/07/22

(for EPA)





		5) Jointly developed case studies on impact of girls’ learning and a cross case analysis



OU & Plan to do together; OU to give capacity development



		01/05/21 – 28/02/22



		

		01/03/22 – 

31/07/22

(7 new cameo case study conversations)





		6) Capacity development





		Included within above

		

		Included within above







