TEGINT Project baseline study:  Volume 1: 

Analysis of TEGINT baseline data in TANZANIA

Executive summary
This report on the baseline studies for the TEGINT (Transforming Education for Girls in Nigeria and Tanzania) project analyses data collected in Tanzania between 2007 and 2009 as part of the first phase of the project’s work. TEGINT is a special education initiative initiated in 2007 as a partnership between ActionAid, Maarifa ni Ufunguo (Maarifa) in Tanzania, and Community Action for Popular Participation (CAPP) in Nigeria, funded by Comic Relief and the Tubney Charitable Trust. The overall goal of the project is to achieve a transformation in the education of girls in Tanzania and Nigeria, enabling them to enrol and succeed in school by addressing key challenges and obstacles that hinder their participation in education and increase their vulnerability to HIV/AIDS.  The TEGINT project works in 57 schools (47 primary and 10 secondary) in six districts in northern Tanzania: Arusha municipal, Monduli, Moshi Rural, Hai, Babati and Mbulu. 
Three volumes of the TEGINT baseline study are available (one on Tanzania, one on Nigeria and one cross-country comparative report). This volume reports in detail on a multi-faceted investigation undertaken in the schools in which TEGINT is working in Tanzania (a summary report is available). 

The baseline study set out to investigate seven areas relating to the goal and objectives of TEGINT in the schools in which it is at work:

1. What girls attending these schools say about their schooling, what obstacles they anticipate encountering and how they feel these can be overcome;  

2. What the gender profiles in enrolment, attendance and progression in the schools in which the project is working are and how these may be similar or different to other schools in the district;  

3. What insight these indicators suggest on girls’ views relating to the support they receive with schooling;  

4. Teacher conditions, notably class sizes, teacher qualifications, gender and teacher deployment, forms of training on gender and HIV and the extent to which teachers consider the schools in which they work support girls’ education; 
5. What payments schools’ receive and how these relate to the school gender profiles and girls’ views on their schooling;  
6. The work of school committees, the training they have provided for their members and to parents, their approaches to addressing gender-based violence at school and how gender mainstreaming in management may or may not relate to gender profiles regarding girls’ progression and attainment and girls’ views on their schooling;  
7. How gender, generation and processes for community connection bear on views about the obstacles girls confront in progressing their education and the forms of mobilisation that should be used to address this. 
Data for the baseline study report was collected in three sweeps:

· A pilot collection of quantitative and qualitative data in November 2007;

· The main baseline survey in May 2008; 

· Additional collection of qualitative data in 14 schools in September-October 2009.

Summary of key findings and recommendations

Key Finding 1: Girls have high aspirations for their education despite concerns with poverty, gender-based violence, the consequences of early pregnancy and marriage and lack of facilities.  Girls’ views about overcoming obstacles tend to focus on short-term and less sustainable interventions, like sponsorship to pay school fees.  

Recommendations: 

i) Girls should be supported to develop a better understanding of their rights to education

ii) Government education policy should be further developed to address girls’ concerns with poverty, gender-based violence, early pregnancy and marriage and lack of facilities. These policies should be widely disseminated, understood and implemented.

Key Finding 2: Girls identify poverty, lack of school facilities, and distance from school as major obstacles to schooling in places where they can easily see other girls who do not experience such obstacles. They tend to be silent on these obstacles in places where poverty levels are higher and there are greater distances to walk to school. In addition, there is considerable silence on gender-based violence.

Recommendations:

i) Girls’ clubs should work to develop girls’ understanding about school conditions in other areas of Tanzania

ii) Girls and their families should be supported to voice demands for better school conditions

iii) Government should provide sufficient schools within a short walking distance for all children, including nomadic pastoralist communities.

Key Finding 3: Where teachers have higher levels of qualifications, girls are more able to articulate a wider range of demands for their schooling. Where there are larger numbers of female teachers there is more gender parity in attendance, progression and attainment. Teacher training colleges have given more attention to HIV training than gender.

Recommendations:

i) Support teachers currently in post to improve their qualifications

ii) Support the posting of female teachers to challenging areas through incentives, housing, transport allowance etc

iii) Support TTCs to develop PRESET & INSET gender training for teachers, linked with HIV training, as appropriate.  

Key Finding 4: Government funding for schooling is not sufficient. Many schools where gender parity in attendance, progression and attainment is not a problem are supplementing government funding with very high levies from parents and communities. 

Recommendations: 

i) Increase government funding to schools to decrease the reliance on parents’ contributions, which discriminates against the poorest

ii) Work with School Management Committees (SMCs) and district officials to build their capacity in financial management, budget tracking and their ability to maximise their entitlement to government funding.

Key Finding 5: Better levels of gender parity in attendance, progression and attainment are found in schools where School Management Committees have more women members and are highly proactive. However, SMCs have limited capacity to respond to gender-based violence. 

Recommendations:

i) Work with SMCs and communities to increase the numbers of active women serving on SMCs

ii) Work with SMCs to develop their capacity for outreach on gender and EFA, and to play their role effectively 

iii) Work with SMCs, parents, teachers and community organisations to develop their capacity to respond to gender based violence taking account of girls’ rights.  
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1. Introduction and Aims

This report on the baseline studies for the TEGINT (Transforming Education for Girls in Nigeria and Tanzania) project analyzes data collected in Tanzania between 2007 and 2009 as part of the first phase of the project’s work. 

1.1 Background to TEGINT

TEGINT is a special education initiative instigated in 2007 as a partnership between ActionAid, Maarifa ni Ufunguo (Maarifa) in Tanzania, and Community Action for Popular Participation (CAPP) in Nigeria, funded by Comic Relief and the Tubney Charitable Trust.

The overall goal of the project is to achieve a transformation in the education of girls in Tanzania and Nigeria, enabling them to enrol and succeed in school by addressing key challenges and obstacles that hinder their participation in education and increase their vulnerability to HIV/AIDS. 

The project objectives are to work in both countries:

1. To build the capacity of girls (and boys) in the project areas to challenge gender discrimination.

2. To promote participatory modules on gender and HIV/AIDS in national pre- service and in-service teacher training in Tanzania and Nigeria

3. To facilitate capacity building and ongoing support to school management committees and wider community addressing girls’ rights in education and HIV/AIDS.

4. To facilitate the development of legal and policy frameworks, and good practice, that will enhance and protect girls’ rights in school.

5. To build the capacity of CAPP and Maarifa ni Ufunguo as leading national organizations in education, gender and HIV/AIDS.

In addition to these objectives a period of discussion by all project partners in the early stages of work led to the articulation of three learning questions, finalised in April 2008. These indicated the kind of changes this significant effort might generate. The TEGINT learning questions are: 

1. What is the importance of working collaboratively, and in a sustained and systematic way, with all the different stakeholders at different levels?

2. What factors are most important in bringing about the change needed to transform education for girls and how do these factors interact in the diverse communities in which TEGINT works?
3. How does the allocation and management of financial resources (and the support of community structures to demand and monitor these) affect the inclusion and retention of girls in school?

From these learning questions a project hypothesis was generated, namely:

We can truly transform the education of girls by working with diverse individuals and organisations on a sustained and systematic basis in a strategic and combined way at multiple levels, using participatory and dialogic methods and explicitly addressing gender discrimination.

For the project to be successful we will need to:

· Build on the existing strengths and track record of credible national NGOs (Maarifa and CAPP), strengthening their skills (particularly in child participation and gender), and building their capacity for implementation and monitoring and evaluation;

· Rigorously monitor work through the use of external reputable research institutes that build evidence to influence policy and practice at regional, national and international levels;

· Work in close collaboration with research and intervention organisations to use a combined approach that links the community-level initiatives, research and advocacy in the project.

This volume of the three volume baseline study reports on a multi-faceted investigation undertaken in the schools in which the project is working in Tanzania. This report is the outcome of discussions within the project partnership over the design, analysis, and assessment of the findings from a number of inter-linked research projects concerned with collecting baseline data. It is thus in itself an attempt to rigorously monitor the project as part of a contribution to better understanding policy and practice for girls’ education.

1.2 The Project Partnership

A number of different organisations are collaborating on TEGINT through processes of joint planning, evaluation and collaborative implementation. Key project partners involved in directly implementing project activities are:

ActionAid is a leading international NGO that works with local partners to fight poverty worldwide though securing basic human rights, including the right to education. Staff in ActionAid offices in Nigeria, Tanzania and the International Education team coordinate the TEGINT partnership.

Maarifa ni Ufunguo (‘Knowledge is the Key’) was established in 1998 working with communities in northern Tanzania.  Its vision is of achieving quality education, which promotes access, equity and social integration, and which is affordable and ethically managed. 

Community Action for Popular Participation (CAPP) was founded in 1993 in Nigeria. It has a membership base of 13,000. Its mission is to empower communities to participate in all decisions that affect their lives and livelihoods so as to bring about a just and democratic Nigeria. CAPP places particular emphasis on education, and has trained School Management Committees and worked in schools across northern Nigeria.

The project design for TEGINT comprises a significant research component, where data is used to consider aspects of project planning, implementation and evaluation. The main research institutions working with TEGINT on these baseline studies have been:

Bureau of Education Research and Evaluation (BERE)is a research unit of the Department of Education at the University of Dar es Salaam. A team led by Professor J. Galabawa contributed to the design, collection and analysis of quantitative and qualitative data from Tanzania, and participated in a number of meetings reflecting on the links between research and project implementation (for full details of all those contributing to discussions see Appendix 1). 

Institute of Education, University of London (IOE). A team based in the Centre for Critical Education Policy Studies, led by Professor Elaine Unterhalter, helped design the baseline research and undertook the analysis and writing of this report in consultation with Maarifa, ActionAid, and BERE.  This team is coordinating the cross-country analysis, and leading the dissemination of the research to an international audience.  Some members of this team (see Appendix 1) have participated in reviewing and refining the research in relation to project implementation.

The project funders have contributed actively to discussions of aims, learning questions, research design, analysis, implementation and evaluation. The main donors are:  

Comic Relief - a UK based charity which raises funds and awareness, and distributes money for specific charitable purposes in support of the vision of ‘a just world free from poverty’. The award to TEGINT was one of the first in a new proactive programme of grant-making, which covers strategic grants to support key organisations with longer term secure funding, usually around 5 years, to enable systemic engagement and to scale up or replicate work to have greater influence in their sectors.

The Tubney Charitable Trust - a UK grant-making trust who have provided financial support to the project in association with Comic Relief.

1.3 Aims for the baseline study

The baseline study on the schools in which TEGINT is operating in Tanzania aims to examine their provision of education for girls and boys and assess the views of a number of key groups on gender and schooling, with a view to mapping the perspectives of diverse individuals and organisations. It is an attemptto see what understandings different groups have of gender discrimination in school, how to address it  and what differences might exist between aspirations for gender equality and education and actual conditions in schools. 

The study focuses on seven key areas relating to the goal and objectives of TEGINT in the schools in which it works:

i) What girls attending these schools say about their schooling, what obstacles they anticipate encountering and how they feel these can be overcome;

ii) What the gender profiles in enrolment, attendance and progression in the schools in which the project is working are and how these may be similar or different to other schools in the district; 

iii) What insight these indicators suggest on girls’ views relating to the support with schooling they receive; 

iv) Teacher conditions, notably class size, qualifications, gender and teacher deployment, forms of training on gender and HIV and the extent to which teachers consider the schools in which they work support girls’ education; 

v) What payments schools receive and how these relate to the school gender profiles and girls’ views on their schooling; 

vi) The work of  school committees, the training they have provided for their members and to parents, their approaches to addressing gender based violence at school and  how gender mainstreaming in management may or may not relate to gender profiles regarding girls’ progression and attainment and girls’ views on their schooling; 

vii) How gender, generation and processes for community connection bear on views about the obstacles girls confront in progressing their education and the forms of mobilisation that should be used to address this.   

1.4 Organisation of the Reports

Volume 1 of the baseline report provides an outline of how the baseline was conceptualised and the methodological approach utilised.  It describes the research process and the phases of data analysis. It summarizes some of the key findings from this Tanzania study (volume 2) and the Nigeria study (volume 3) and discusses some of the implications of the analysis for the work of TEGINT and for the general field of inquiry into gender and education in Africa.   

This volume of the TEGINT baseline report focuses on Tanzania. In the next section (Section 2) we set the scene and provide some background discussion regarding the analysis of gender and schooling in Tanzania and the policy and socio-economic context in which the baseline data was collected and analyzed. This section also briefly considers how this baseline research study may contribute to current debates in the literature on gender and schooling in Tanzania. 

The research process for the baseline studies for the TEGINT project in Tanzania is outlined in Section 3. A fuller treatment of the conceptual and methodological issues related to the collection and analysis of data for the project as a whole is set out in Volume 1. 

Section 4 provides some contextual background information on the six districts in northern Tanzania in which TEGINT is working and on Maarifa’s activities in the early phases of the project. 

The remaining sections of the report draw on the empirical data collected for the baseline studies.  Section 5 analyses girls’ views on the capacity of their schools to support their education, the obstacles they think they might face in progressing with their education, assesses girls’ experiences of poverty and violence, and outlines their views on the forms of action they think might help them overcome difficulties and constraints. Section 6 presents data drawing out aspects of gender in enrolment, attendance, progression and completion in the schools in which TEGINT is working and assesses these in relation to other schools in the locale and some of the experiences girls recount. Schools in the project are ranked in terms of a gender profile, a summary measure of enrolment, progression and attainment. The relationship of this ranking to girls’ views about the support they receive with their education is assessed.

Section 7 reports on teachers’ work and conditions.  It examines pupil: teacher ratios, teachers’ level of qualifications, the distribution of male and female teachers and in-service training. It considers how all these processes might interact with the gender profiles of schools. It also discusses teachers’ views on how well schools support girls’ education and the match between these views and those of girls themselves.  

Section 8 looks at the different forms of finance the schools in which the project is working receive.  It assesses different financial regimes in schools in relation to school gender profiles and assessments by girls and teachers regarding how well schools support girls’ education.

Section 9 considers the work of School Management Committees (SMCs) and assesses the proportion of female members and connections between women’s presence as decision-makers, schools’ gender profile and the views of girls and teachers on the capacity of schools to support girls’ education. This section also looks at the training SMCs have conducted, and the extent to which gender mainstreaming, or paying some attention to gender equality issues, has been a feature of school management.  Schools in which the project is working are ranked according to a gender management profile score and connections between the gender management profile with the gender profile on girls’ progression and completion, and with girls’ views concerning their schooling, are examined. 

Section 10 analyses gender, generation and community connection with regard to views about girls’ schooling, the obstacles that girls might encounter and forms of mobilisation on girls education that are considered useful. 

Section 11 draws conclusions from the findings from the baseline studies in relation to the work of the project in Tanzania and some debates in the literature on gender and girls’ schooling.

2. Setting the scene

2.1 National Policy Context
In the last decade there has been a spectacular increase in enrolment in primary education in Tanzania. Primary school enrolment grew by 50% from 4.4 million in 2000 to 6.6 million in 2003, increasing by 50% again to total 8.4 million in 2009 (Pitamber and Hamza, 2005; MoEVT, 2009).  Primary education was made free in 2001, which enabled an extra 4 million children to access schooling (MoEVT, 2009). Throughout this period national statistics have shown equal numbers of girls and boys enrolling in primary school with UNESCO reporting a gender parity index (GPI) of 0.99 for net enrolment ratio (NER) in 2007 (UNESCO, 2010, 418).

Table 1: Key education and gender indicators, 1995-2008

	
	1995
	2000
	2006
	2007
	2008
	2009

	Primary NER (girls/boys)
	(48/47)
	(48/46)
	(97/99)
	94/94
	(96/96)
	

	Primary retention to Grade 5 (girls/boys)
	(84/78)
	(80/76)
	(91/83)
	89/85
	
	

	Secondary GER (girls/boys)
	(5/6)
	(5/6)
	20
	31
	36
	44

	Secondary NER F1-4 


	
	
	13
	21
	24
	29

	GPI NER (F1-4)


	
	
	1.15
	1.08
	0.99
	0.96

	Pass rate Form 2 (girls)
	
	
	76 

(69)
	92 

(89)
	68 

(65)
	

	Pass rate Form 4 CSEE exam
	
	
	89
	99
	84
	


Source: Unterhalter, 2007, 161; MoEVT 2009; UNESCO, 2010, 426; UIS, 2010

Despite this impressive achievement, there have been some groups of children who have not been able to enrol in school or attend regularly, and it is clear from examinations at the end of the primary phase of schooling that girls’ attainment is significantly lower than boys. The Ministry of Education and Vocational Training’s Basic Education Statistical Tables (BEST) data indicated that in 2009 332,000 children between the ages of 7 and 13 were not in school, although the NER was above 90% in all regions except one (MoEVT 2009).  However, findings from the 2007 Household Budget Survey (HBS) indicated a lower NER at 84% and highlighted how enrolment was associated with wealth quintiles, although there had been significant improvement in enrolment rates for the poorest quintiles over the last ten years (Bureau of Statistics, 2008 cited in MOEVT, 2009).  This survey may give a more accurate picture of numbers enrolled than administrative data from schools as it is based on responses at household level, where there is no incentive for families to inflate the numbers of children enrolled at school. 

Table 2: Primary NER by wealth quintile and rural/urban location 2000-2007

	
	NER poorest quintile
	NER richest quintile
	NER rural
	NER urban

	2000/2001
	47
	72
	56
	71

	2007
	78
	91
	82
	91


Source: Household Budget Survey Table 4.1, Rapid Poverty Assessment 2008, cited in MoEVT, 2009. 
The figures on wealth, poverty, location and increasing enrolment (Table 2) show increasing numbers of those from the poorest quintile in primary school, an increase of more than a third in six years, and a nearly 50% increase in the NER of children in rural areas. However, the differences between primary NER in the richest and poorest quintile, and rural and urban areas, indicate that poverty and rurality continue to undermine the capacity of children to enrol and remain in school over a full primary cycle.  

Poverty also affects progression to secondary school, and particularly so as secondary school fees have not yet been abolished. Here again there has been considerable expansion with the NER increasing from 13.4% in 2006 to 29.1% in 2009. The GPI has oscillated between 1.15 in 2006, when fewer pupils were in school to 0.96 in 2009 as more students progressed (MoEVT, 2009). Data from the World Bank indicates that in 2004/5, only 1.6% of those enrolled in secondary school were from the poorest wealth quintile compared with 62.3% from the wealthiest quintile (Hoogeveen, 2007). More recent assessments from the 2007 HBS indicate that 10% of those attending secondary school were from the lowest quintile, compared with 25% from the wealthiest (Hoogeveen and Ruhinduka, 2009; Government of Tanzania, 2009). 

Current estimates of the proportion of people living in poverty in Tanzania range from 21-25% (World Bank, 2007, cited in RAWG, 2007) to – using the international ‘dollar-a-day’ poverty line – around 57.5% (Hoogeveen, 2007).  The 2007 HBS indicated that some 12.9 million Tanzanians lived below the poverty line compared to 11.4 million during the 2000-2001 period; poverty rates in 2007 were highest in rural areas with 37.6% of rural households living below the basic needs poverty line, compared with 24.1% of households in urban areas (Government of Tanzania, 2009). However, a more refined approach to measuring poverty developed by the Oxford Human Poverty Initiative uses a Multiple dimensions of Poverty Indicator (MPI), which captures deprivations in health and educational outcomes, and key services, such as water, sanitation and electricity. As many of these services are free in Tanzania this review assessed that while 89% of Tanzanians are extremely income-poor, only 65% are MPI poor (OHPI, 2010).  Poverty clearly remains a significant element for policy attention if all children are to be supported to remain in school but the ways in which poverty and gender inequality do or do not connect in Tanzania has not been fully studied.  
The rapid expansion of education has meant that teachers now work with larger classes than before the introduction of free primary education. This may partly account for larger proportions of children, a majority of whom are girls, failing the exam at the end of primary school. A reduction in exam passes since 2007 coincides with the first cohort of children enrolled under the free primary education at the beginning of the decade completing the primary cycle. Table 3 shows how a much smaller proportion of girls, compared to boys, pass this exam and that this trend predated the effects of the introduction of free primary education.

Table 3: Proportion passing the primary school leaving examination 2005-2008
	
	Proportion who sat the exam & passed
	Proportion girls who sat the exam & passed
	Proportion boys who sat exam & passed

	2005
	62
	
	

	2006
	70
	
	

	2007
	53
	
	

	2008
	54
	45
	63

	2009
	
	46
	60


Source: MoEVT, 2009

Concern with aspects of gender equity in education has been an element of government policy in Tanzania for decades.  A range of documents have outlined a vision for gender equity and the expansion of education. These include the Tanzanian Constitution (URT, 1977/1998), Tanzania’s Vision 2025 (URT, 1998), the Education and Training Policy (MOEC, 1995), Education and Training Sector Development Programme (URT, 2001), Mkakati wa Kukuza Uchumi na Kupunguza Umaskini Tanzania (MKUKUTA) (URT, 2005), the MKUKUTA status report (REPOA, 2006), the MKUKUTA draft annual implementation report (URT, 2007b), the ESDP policy for 2008-2017 (URT, 2007a), the Primary Education Development Plan (PEDP II) 2007-2011 and the Secondary Education Development Plan SEDP (II) 2010-2015. Each contains a commitment to gender equity although the emphases are slightly different. 

The most widely held orientation is in terms of WID (women in development) with an assurance that women and men, boys and girls will be assured equal access to and progression through education. The Constitution (URT, 1977/1998) states that:

“...the Government and all its agencies [will] provide equal opportunities to all citizens, men and women alike without regard to their colour, tribe, religion, or station in life” (paragraph 9.g)
Every person has the right to self education, and every citizen shall be free to pursue education in a field of his choice up to the highest level according to his merits and ability. The Government shall endeavour to ensure that there are equal and adequate opportunities to all persons to enable them to acquire education and vocational training at all levels of schools and other institutions of learning” (paragraph 11.2 - 3). 
In the mid 1990s emphasis was on the provision of education institutions. Thus the Education and Training Policy (URT, 1995) stated:

The Government shall guarantee access to pre-primary and primary education and adult literacy to all citizens as a basic right.
The Government shall promote and ensure equitable distribution of education institutions.
But a much fuller statement of schools securing more than equal access but also no longer ‘breeding and manifest[ing]’ inequality was set out in the 1998 document Tanzania’s Vision 2025 (URT, 1998). 

Ideally, a nation's development should be people-centred, based on sustainable and shared growth and be free from abject poverty. For Tanzania, this development means that the creation of wealth and its distribution in society must be equitable and free from inequalities and all forms of social and political relations which inhibit empowerment and effective democratic and popular participation of social groups (men and women, boys and girls, the young and old and the able-bodied and disabled persons) in society. In particular, by the year 2025, racial and gender imbalances will have been redressed such that economic activities will not be identifiable by gender or race. All social relations and processes which manifest and breed inequality, in all aspects of the society (i.e., law, politics, employment, education, culture), will have been reformed" (paragraph 1.2.1)
The government’s poverty alleviation strategy MKUKUTA, introduced in 2005 and formulated through a process that included the government, development partners and civil society, concentrates on reducing income poverty, improving human capabilities, survival and social well-being.  There is a stress on alleviating extreme vulnerability of the poor.  The strategy was partly based on the Vision 2025, partly on the MDG framework and partly a response to the ways in which, since the beginning of the decade, debt relief had been successfully channelled into education, health, and infrastructure projects such as roads (URT, 2005). MKUKUTA recognised that poverty is multi-dimensional and that gender inequities have a major impact on poverty. Its provisions were divided into three clusters; Cluster One focused on Growth and Reduction of Income Poverty; Cluster Two focused on Improvement of the Quality of Life and Social Well-Being; and Cluster Three focused on Governance and Accountability. 
Income poverty has been tackled through macro-economic policies and reforms which promote export-oriented expansion and diversification. Improvement in human capabilities, survival and social well-being focused on improving service delivery, notably through the abolition of primary school fees.  Local communities are expected to identify the needs of vulnerable groups and turn to the Government and external donors to help address these (URT, 2001).  Under Cluster II, Goal 1 emphasised gender equality in access:

ensuring equitable access to quality primary and secondary education for boys and girls, universal literacy among women and men, and expansion of higher technical and vocational education  (URT, 2005 )
In addition there was commitment to addressing conditions in which gender inequities might persist, notably: 

· Improved survival, health and well-being of all children and women and of specially vulnerable groups
· Access to clean, affordable and safe water, sanitation, decent shelter and a safe and sustainable environment and thereby, reduced vulnerability from environmental risk

· Adequate social protection and rights of the vulnerable and needy groups with basic needs and services

· Systems in place to ensure effective universal access to quality public services that are affordable and available (URT, 2005).  
However, since 2005 a number of commentators have drawn attention to ways in which the broad focus on improving access has not fully translated into equity. The 2005 Education Sector Situation Analysis (Carr-Hill et al., 2005) highlighted difficulties in equitable distribution between districts. A number of other studies suggest that issues of equity and inclusion in education have not been given sufficient attention, (Mascarenhas, 2007; Raynor et al, 2007; Hoogeveen and Ruhinduka, 2009; Okkolin et al, 2010) particularly when aspects of gender inequality within schools, disability, poverty and language issues are assessed.  The role of monitoring of inequity in education has also been critiqued.

The ‘Partnership Framework Memorandum governing General Budget Support for implementation of Mkukuta’ (URT, 2006b) gives clear outlines for monitoring, evaluating and reporting on agreed indicators, targets and actions listed in the PAF – drawn primarily from the MKUKUTA monitoring system. However, the indicators set are very broad, results are not consistently gender-disaggregated, and – apart from the 2005 baseline with gender disaggregation - there is no focus on marginalised or excluded groups. In a review of gender monitoring in MKUKUTA in 2009 Professor Mascarenhas of the University of Dar es Salaam highlighted that this was not consistently attended to.  She called for gender analysis based on sex disaggregated data to be mandatory for all monitoring reports (PF Secretariat, 2009).

The Complementary Basic Education in Tanzania programme (COBET) is one instance of an initiative used to address poverty where gender inequalities appear to be being reproduced, not overcome. COBET was designed to help those excluded from primary education re-enter through a non-formal channel.  Children may be excluded because of poverty, possibly because they are orphans or street children and cannot pay school charges. Some may not be able to attend because they are engaged in work. COBET enrolments have dropped from 185,206 in 2007 to 82,989 in 2009, when boys’ participation was 56% (MoEVT 2007; MoEVT 2009).

The rapid expansion of education at primary and secondary level in Tanzania and the broadly equal numbers of girls and boys enrolled has widened opportunities considerably, particularly for poor and rural children. However, the extent to which widening access has been accompanied a full enough recognition of forms and processes of gender inequality, both within schools and in the wider society, has been an issue of considerable discussion (Mascarenhas, 2007; Okkolin et al., 2010; Morley, 2010; Ellis et al., 2007; Mkuchu, 2009; Brown, 2007). A key component of this hinges on analyses of uneven achievements and forms of gender equality in Tanzania, both within and beyond the education sector.

2.2 Gender issues in Tanzania

Tanzania has made strong commitments to gender equality in a range of government policy documents and in the actions of a well organised civil society.  Constitutional amendments in 2000 made discrimination against women illegal and protected women’s rights to own land. The Tanzania Development Vision 2025 aspires to attain ‘gender equality and the empowerment of women in all socio-economic and political relations and cultures’  (URT, 1999) and the  National Strategy for Gender Development (URT, 2005) set out an aspiration for gender mainstreaming to be achieved in all government departments.  

Within the poverty reduction strategy process MKUKUTA, gender is addressed throughout the framework, with some strong indicators for measuring progress. However, a review in 2009 found that gender analysis had not been systematically carried out and that only three out of eight reports scored “Good” for systematically disaggregating data or looking at gender issues, one scored “Fair” and four scored “Low” (PF Secretariat, 2009). Gender is thus a major thread in MKUKUTA, but there is insufficient systematic attention to these issues within the reporting framework, limiting the scope for action. 

Civil society has been actively engaged in monitoring government policy and campaigning for women’s rights. The Tanzania Gender Networking Programme (TGNP) works to bring about social transformation through promoting gender equality and empowerment, from grassroots to national policy level. In 2007 it published a gender profile of Tanzania (Mascarenhas, 2007) which acknowledged the presence of women in political decision-making, gains in women’s access to economic resources, education and health. However it highlighted women’s continued insecurities in access to land despite legal reforms.  These were often associated with the persistence of customary law and practices which inhibited women’s inheritance rights. A number of socio-cultural practices and inequalities with regard to health and risk of violence meant that much work on gender equality remained to be done.  The report identified key areas for gender equality initiatives as early marriage, the maintenance of a mesh of local legal practices entrenching male authority over marriage and land, and female genital mutilation (FGM). It pointed out how these combined with inadequate access to reproductive health and family planning provision, higher levels of HIV infection for women compared to men, and high levels of rape and domestic violence in some areas. This analysis suggests the significance of reviewing the effects of these practices in the education sector in order to explore whether schools might reproduce the socialization to subordination, or whether schools might be contributing to positive change.

Activities by government and civil society have translated into some impressive achievements. On the Gender Empowerment Measure (GEM), which ranks women’s capacity to exercise political and economic empowerment, Tanzania was ranked 44 out of 177 countries in 2007, indicating that women have made considerable gains.  30% of seats in the national parliament are held by women; women comprise 49% of legislators, senior officials and managers and 32% of professional and technical workers; the ratio of female to male earned income is 0.73 (UNDP, 2007: 332). In the global gender gap rankings of 2008, which looks at the ratio of women to men in wage earning, labour force participation, political presence, literacy, education level, health and survival, Tanzania ranked 38 out of 130 countries, ahead of other countries in East Africa and of Nigeria, but a little below countries in Southern Africa such as Mozambique, Lesotho, South Africa and Botswana (World Economic Forum, 2008).  

However, alongside women’s political and economic participation, there are other trends regarding poverty and low levels of human development where gender inequalities raise concerns. Tanzania ranks 132 out of 179 countries on the UNDP’s Gender Development Index (UNDP, 2008).  Women’s life expectancy at birth (52.6) is slightly higher than men (50.5), but between 1995 and 2005 only 62% of women were literate compared to 77.5% of men.  Women’s estimated earned income in US$ purchasing power parity was 627, compared with 863 for men.  UNESCO (2010, 419) reported for 2000-2007, 72% of adults over 15 were literate, but the GPI was only 0.83. Tanzania has one of the highest maternal mortality rates in Africa with an estimated 6 women dying for every 1,000 live births (Demographic and Health Survey, NBS, 2005). The gender dimensions of the HIV epidemic remain evident (Table 4).
Table 4: HIV Prevalence in Tanzania

	
	Women
	Men
	Total

	Residence
	
	
	

	    Urban
	10.6
	6.4
	8.7

	    Rural
	5.3
	4.0
	4.7

	Education
	
	
	

	    None
	6.0
	5.5
	5.9

	    Primary incomplete
	6.0
	4.1
	5.0

	    Primary complete
	7.3
	4.9
	6.2

	    Secondary+
	4.9
	3.4
	4.0

	Age
	
	
	

	    15-19
	1.3
	0.7
	1.0

	    20-24
	6.3
	1.7
	4.3

	    25-29
	7.9
	5.0
	6.7

	    30-34
	10.4
	7.4
	9.1

	    35-39
	9.5
	10.6
	10.0

	    40-44
	7.6
	6.7
	7.2

	    45-49
	6.8
	6.1
	6.4

	Total aged 15-49
	6.6
	4.6
	5.7


Source: Tanzania AIDS Commission et al, 2008.

It can be seen that in the country as a whole women have a higher HIV prevalence rate than men.  Women in urban areas are much more likely than women in rural areas or men to be infected. Prevalence rates for women rise more quickly with age than for men, which may indicate intergenerational sex, a risk factor for HIV. Young women aged 20-24 and 30-34 have very high prevalence rates, as do men in middle age, notably 35-39. Girls with no education or only primary levels have higher prevalence levels than girls with secondary or higher education, and the same is true for boys, although the prevalence is lower.

Two social processes thus appear to be happening simultaneously.  Some women are gaining access to well paid jobs, economic resources, a good level of education and positions of political influence. But this is not the case for all women: many continue to be exposed to gender inequalities with regard to health, education and livelihoods.  Data collected by the TGNP in 2007 indicated that one out of three women in Tanzania had never attended school, compared to one out of four men. Problems in accessing healthcare were felt most acutely by the poorest women.  Almost 20% of men work in professional, clerical, sales or skilled manual jobs, compared to 9% of women. Half of women aged 25-49 had been married before they were 19.  Violence against women was widely condoned with 60% of women and 42% of men believed wife beating was justified (TGNP and Macro International Inc, 2007). The intersections of being poor, female and living in a rural area are shown starkly in results from the 2004-05 Demographic and Health Survey and the 2003-04 HIV/AIDS Indicator Survey (DHS, 2004, 15), which shows that ‘poor, rural women, with little or no education are particularly likely to have little exposure to media, to hold low social status, to have large numbers of children, and to have limited or no access to family planning.  They are also most likely to marry and have children early, to give birth in unsafe conditions, and to lack access to adequate health care’.  Caplan and Topan’s work (2004) over 40 years with communities in the Coast region reports on perceptions of inequality and wellbeing and  views that conditions had worsened.

TEGINT was established to work to support education and rights claims amongst young girls in  locations associated with poverty, rurality and more limited access to schools, so that they would have the capabilities to work for gender equality. The next section reviews both the academic literature on gender and schooling in Tanzania and provides an outline sketch of the national and regional education system in which TEGINT is working.  

This section has discussed that there are strong commitments in gender, including gender mainstreaming, throughout policies and government departments in Tanzania, but monitoring of gender is not addressed consistently, for example gaps in sex disaggregated data, limiting scope for action. There have been gains in women’s participation in political decision-making and women’s access to economic resources, education and health, and Tanzania stands in a favourable position in the region. However access to land and inheritance and bodily integrity is inhibited by local legal and socio-cultural practices reinforcing male dominance over resources and marriage, including FGM, early marriage, rape and domestic violence. There are still large gender gaps in adult literacy, high maternal mortality and women are more vulnerable to HIV. HIV patterns suggest high levels of intergenerational sex, with young women particularly vulnerable. Those with less education and in urban areas are more vulnerable. These all suggest that some women are able to benefit from gains and have access to income, status and influence alongside their male compatriots, whilst many women (particularly the poorest, rural women with little education) persistent gender inequalities remain or may well have worsened
2.3 Issues in gender and schooling

The gender equitable expansion of enrolment in primary and secondary schooling throughout Tanzania over the decade means that the country is well on the way to meeting targets set by government and CSOs. However, at higher levels of education there is less gender equity (Table 5).  Thus, while there is gender parity through primary school,  girls comprised 45% of those passing the end of the primary examination, 47% of those enrolled in secondary school, 44% of those passing examinations at the end of secondary school, and only 31% of those gaining the highest grades at A-levels ensuring university access.  Women comprised only 32% of undergraduates at university, and an even smaller proportion of those achieving post-graduate qualifications. These figures indicate that gender inequalities operate within schools and the wider society to make it harder for girls, compared to boys, to progress in their education. 

Table 5: Gender and successive exclusion from education
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This assessment is supported by studies that look at aspects of gender inequity in different areas of the education system.  Vavrus (2003, 2005) has looked at the effects of structural adjustment policies and the HIV epidemic on teachers and learners in a secondary school in Moshi Rural district, drawing out how economic downturns reinforce gendered exclusions and assumptions about appropriate forms of femininity.  Okkolin et al (2010) show how gender parity, evident in the expansion of provision for primary education, does not translate fully into secondary schooling or support for children with disabilities. They conclude on the need for policy to move from gender sensitization to gender responsiveness taking on board the multiple formations of gender inequality in society.

Raynor et al (2007) analysed the 2006 Certificate of Secondary Education Examination (CSEE) results by subject, as recorded by the National Examinations Council of Tanzania, focussing on the 16 subjects with over 1000 candidates. They pointed out that girls performed better than boys in only two subjects: Kiswahili and Arabic.  In Arabic, girls’ entry for the exam was slightly higher than boys, and they achieved about 10% more passes than boys.  For Kiswahili, 87.6% girls and 83.8% boys passed. However, there were only 36,957 girls entered compared with 50,960 boys meaning that girls who entered had a slightly better chance of passing than boys.. In the other 14 subjects, boys had consistently higher numbers of entries (nearly double for Physics), and higher pass rates (over 10% more passes in Agriculture, Basic Maths, Computer Studies, Engineering, Geography, History, and Physics).  

Mkuchu (2009) studied the portrayal of gender roles in 40 textbooks used in primary schools and concluded that women were under-represented in the portrayal of leadership roles, ownership of property, participation in sport and leisure and the use of technology. Although gender-biased language is not present Mkuchu noted an assumption across all texts about stereotypes of femininity and masculinity. He concluded that only minimal forms of regulation existed to redress gendered portrayals in textbooks.
A number of studies, some of which draw on data from the regions in which TEGINT is working, have looked at whether and in what ways school might provide protection against HIV for girls and boys. Vavrus’ (2006) survey with girls and boys in upper primary school found that, despite adequate knowledge of maths and language, girls had less knowledge of HIV than boys. Plummer et al. (2007) noted how the social relations in school, marked by patchy attendance, corporal punishment and limited training for teachers, meant that this was not a supportive environment for educating girls or boys about the epidemic. Njau et al. (2009) surveyed teenagers at school about the extent to which they felt confident or comfortable with girls refusing to have sex, noting a considerable difference in the responses of girls and boys on this.  Boys associated abstinence with sharing a room with a younger brother and the right of girls to say no to sex; girls linked it with living with both parents and having the confidence to refuse sex with someone who has power or authority over them (ibid).  Other studies examine how schools support girls with information regarding adolescence and menstruation (Sommer, 2010; Njau et al., 2009).  This data suggest that school, while providing important access to education, may not be a site where gender inequalities are routinely addressed.

Much of the writing on adult women’s low levels of literacy highlights this as a risk factor in relation to HIV and other health problems (e.g. Watson-Jones et al, 2009). Montgomery, Mwenge, Konkongo & Pool (2006) draw out how health workers’ assumptions about rural women’s ignorance undermine the effectiveness of interventions to share knowledge about malaria treatment). While Meena (2008) draws attention to the difference between the youth literacy rate and that of adults, showing that amongst 15-24 year olds (2000-2007 data) there was a 78% literacy rate with a GPI of 0.97, while for adults over 15 there was 72% literacy with a GPI of 0.83. Meena draws attention to how a lack of adult education exacerbates harsh conditions for the poorest women. These studies underline the importance of developing strategies to support girls’ learning in school so that they do not leave school without good levels of literacy and numeracy.

Some studies highlight gender issues at higher education level. Onsongo (2009) compares efforts at gender mainstreaming in Tanzania favourably compared with more diffuse policies in Kenya, and Morley (2010) and Morley, Leach & Lugg (2009) show how difficult it has been to shift deeply rooted cultures of misogyny entrenched in higher education institutes, and how affirmative action policies for female students have not benefitted girls from the poorest quintiles.

All these studies highlight that, despite gender equitable expansion of enrolments and opening opportunities to girls and women, many challenges for instituting and normalising gender equality remain.

Mobilization for gender equality in education in Tanzania has been associated with the Tanzanian chapter of the Forum for African Women Educationalists (FAWE). FAWE played a pioneering role in launching the Tuseme programme (Tuseme, meaning ‘speak out’, is a school-based initiative designed to empower girls) operating in over a dozen African countries (Diaw, 2008). Tuseme clubs gather girls to discuss issues of gender inequality and develop their skills to address these issues. FAWE has also established a number of centres of excellence with gender responsive schools, and worked on gender responsive pedagogies. However, these initiatives have been undertaken in a relatively small number of schools and to date have not been evaluated.

FAWE in Tanzania has also lobbied for a policy to allow pregnant schoolgirls to re-enter schooling (Diaw, 2008). In 2007 a national Consultative Meeting on a re-entry policy for pregnant schoolgirls was conducted to gather views.  In 2010 the UN assisted the Government of Tanzania develop a re-entry policy for formerly pregnant schoolgirls with a view to this being implemented nationally at district level (UNCDF 2010). 

The UN Girls’ Education Initiative (UNGEI) in 2004 held a national forum to build partnerships and propose procedures for implementing girls’ education strategies.  Initiatives suggested included advocacy on corporal punishment and the exclusion of pregnant school girls, strengthening and sensitizing school committees, and developing life skills education. In its review of ten years of its work the organisation commented on its contribution to gender policy development in education in Tanzania, but gave few details (UNGEI, 2010).

The literature on gender and schooling in Tanzania clusters around two poles. There are a good number of studies on the overall gender pattern of the education system and the points at which numbers of girls and women are present and absent. However, there are very few studies of education practices associated with gender relations in particular schools or groups of schools. The links between gender, schooling and health have almost wholly been studied in terms of health provision, with very little attention to education questions. While there are a number of important initiatives concerned with advocacy for girls’ education or gender equality, very few of these initiatives have been researched in terms of their processes and outcomes. The baseline studies for the TEGINT project are therefore among the first to look at gender issues across a number of schools and a number of dimensions that bear on gender equality in the provision of schooling.  

2.4 The administration and funding of education in Tanzania

Most education administration is decentralised, particularly for primary education.  District Authorities (also called Local Government Authorities or LGAs) are responsible for the management and delivery of all primary school services within their boundaries. This includes developing and monitoring plans (ostensibly involving meaningful community participation), oversight and disbursement of funds to schools and technical support to externally appointed School Committees and to Village Councils. Structures below district level support school management and ensure community participation: Ward Education Coordinators coordinate primary school development within the wards, including facilitating community participation, supporting schools to develop Whole School Development Plans and oversight of government funds. Village Councils play an oversight role in education delivery. Whole School Development Plans and accompanying budgets, as well as financial and progress reports developed by School Management Committees and administration, are submitted to the Village Council, who then submit to the Ward Education Coordinator, upon which the documents pass to the district authority. The Regional Secretariats play an advisory role and provide technical support, as well as communicating between districts to zonal and national levels. The President’s Office - Regional Administration and Local Government (PO-RALG) oversees the decentralisation of government functions, including education, to the local level. It coordinates and monitors regional education development plans with MOEVT (PEDP 2001).

Meanwhile, officially, much of the management of secondary schooling is maintained at regional and district levels. For example, Regional administration confirm appointments of School Committee members, coordinate and supervise national examinations, select secondary Form 1 students and handle student transfers and repetitions. District (and to a lesser extent ward) level coordinates school construction and student bursary programmes. School Committees are distinct from school management committees. The school management committee manages the day-to-day running of a school and develops the School Development Plan and budget, which are submitted to the School Committee (who are externally appointed) who approve the plans and oversee their implementation, and manage student disciplinary cases (SEDP 2004).

MOEVT focuses on policy development and setting and monitoring national standards. There are national level parastatal organisations that also play a key role in policy formulation and implementation including Tanzania Institute of Education (TIE), which is the main body responsible for curriculum development. TIE develops syllabi and specifies standards for educational materials, class sizes, provides training for teachers on new curricula and teaching methods, and monitors curriculum implementation in schools.

Education responsibilities and budgets are spread across several ministries, a factor which adds to the complexity of tracking education inputs. From 2000 public expenditure on education has increased markedly, including in relation to other government expenditure, particularly between 2003 and 2005. .
Table 6: Trends of Budgetary Funding of Education Sector by level 
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2003/04

 

2004/05

 

2005/06

 

2006/07

 

2007/08

 

Pr

imary Education 

 

45.9%

 

63.1%

 

55.8%

 

53.9%

 

49.1%

 

Secondary Education 

 

10.1%

 

15.0%

 

14.9%

 

13.2%

 

15.7%

 

Vocational Training 

 

1.1%

 

0.8%

 

1.3%

 

1.2%

 

1.7%

 

Teacher Education 

-

 MoEVT 

 

3.9%

 

0.9%

 

1.2%

 

1.1%

 

1.7%

 

Administration

 

6.4%

 

3.6%

 

3.9%

 

5.0%

 

2.7%

 

Folk Developmen

t 

 

0.6%

 

0.2%

 

0.3%

 

0.3%

 

0.3%

 

University Education

 

21.8%

 

12.0%

 

16.9%

 

19.9%

 

23.9%

 

Technical Education

 

2.0%

 

1.1%

 

1.6%

 

1.6%

 

1.3%

 

Other Tertiary

 

4.9%

 

2.6%

 

2.9%

 

2.4%

 

2.6%

 

UNESCO Commission 

-

 MoHEST

 

0.1%

 

0.0%

 

0.1%

 

0.0%

 

0.0%

 

Science & Technology 

-

 MoHEST

 

0.7%

 

0.3%

 

0.5%

 

0.6%

 

0.5%

 

Administration 

-

 MoHEST

 

2.5%

 

0.4%

 

0.7%

 

0.8%

 

0.3%

 

Percent of Total Govt. Budget

 

12.6%

 

18.7%

 

17.4%

 

18.8%

 

18.3%

 

 


Source: (GOT, 2007, p.10)
A comprehensive Public Expenditure Tracking Survey (PETS) was undertaken on behalf of the Government of Tanzania in 2009 with the involvement of many partners. It provides important data on education spending and its relationship with school functioning and outcomes (Claussen and Assad 2010).  The main sources of funding for schooling at primary level is in the form of an Education Block Grant, a Capitation Grant and a Development Grant disbursed from central government to district authorities, in order to provide free primary education. These grants have helped to increase access to education. 

Education Block Grants comprise three components: (1) for teacher salaries based on the number of teaching positions in each council; (2) covers “Other Charges”, which is intended for council wide activities, including public examinations, with remaining funds transferred to schools to top up the Capitation Grants (allocation based on enrolment figures and school development plans); (3) a discretionary allocation for special schools (which are only applicable to some district councils). One weakness is that councils with higher pupil - teacher ratios are often the poorest and receive the least funding. They tend to have lower capacity in managing funds and be more likely to under-utilise funding provided. Teachers’ salaries are paid directly from the district council (Claussen and Assad 2010).

Capitation grants and Development grants are the two principal grants allocated to schools. The Capitation grant is meant for school learning and teaching facilities, including textbooks and school administrative costs, and was established to replace UPE fees which were being paid by parents before the Primary Education Development Plan (PEDP). The grant is sent to councils based on the number of school age children in the district. In 2008 4,189 TSh (3.3 USD) per pupil was received by schools, 8.3% less than the pupil allocation sent by central government to district councils. Only 4% of schools received the recommended 10,000 TSh in 2008. This had dropped to 6,000 TSh per pupil by the time of TEGINT qualitative study in 2009.It is often disbursed in instalments as a result of government budget constraints. Many schools experience delays receiving the grant with some grants arriving in schools the year after it was intended. There is much variation in allocation between schools and the population-based formula is not strictly applied (Claussen and Assad 2010).

The Development grant is provided by the government during PEDP Phase One (July, 2002- June, 2006) to cater for school infrastructure including plastering, roofing, painting, classrooms, toilets, teachers’ houses and fixtures.  Start up costs for construction of foundations and erecting the walls are raised through parents’ contributions (Vavrus & Moshi, 2009). It is allocated by district councils to schools based on rehabilitation and investment needs. In 2008 Development grants were received by 18% of schools, and an additional 6% of schools received in-kind support, that is councils purchasing equipment, materials or personnel directly for schools (Claussen and Assad 2010).

Vavrus and Moshi(2009) surveyed parents in 2000 and in 2006 at four schools in Moshi Rural and noted the wide range of additional charges and the increasing amounts paid, despite the introduction of free primary education. The PETS identified parental contributions comprise 28.4% of non-wage school resources. This data,from school heads and school management committees, are likely to be underestimates because not all contributions (including in-kind contributions, which are common in rural areas) are recorded. Urban schools receive higher levels of parental contribution and higher income from other sources such as NGOs (Claussen and Assad 2010).  The key categories of school expenditure recorded are construction (30%), textbooks and learning materials (29%) and administration costs (9%) (ibid.).

Funding for secondary schools comes from the Regional Sub-Treasury, although district councils also contribute small amounts. The budget allocation per secondary school pupil per year was TSh 150,752 (119 USD) of which Tsh 138,610 per pupil (109 USD) was received by schools, approximately half of which was for salaries and the remainder for running costs. This contrasts starkly with per pupil funding for primary education, which is much lower. Non-staff costs, including running costs, school fee subsidies and improvement of infrastructure, are provided through 14 different government grants. Rural secondary schools received higher per pupil funding than urban schools (because of the government’s prioritisation of funding community schools, which are concentrated in rural areas), but there is a high amount of variation between schools within neighbouring areas (Claussen and Assad 2010). 

Capitation grants are provided to subsidise school fees for parents, which averaged TSh 26,630 per student. 10.7% of schools received the full government fee subsidy, meaning that all parents were exempt from fee payment and 95% of schools received some government subsidies for school fees for parents exempted because of inability to pay.  Parental contributions (i.e. school levies and other contributions) are higher for rural than urban schools, and many parents eligible for exemptions are still paying cash contributions to schools (Claussen and Assad 2010). It seems that many schools are receiving government grants to cover school fees whilst also charging parents.  These funds may be being used to fund extra teachers not on the government payroll, but despite this pupil: teacher ratios remain higher in rural areas (ibid).  Exam pass rates are not correlated with pupil: teacher ratio overall, but only with ratio of pupils to teachers on government payroll. Teachers recruited on contract (outside government payroll) tend to be less well qualified (ibid). This suggests that rural schools may not be getting enough funding for teacher salaries, and they attempt to compensate by charging parents. This enables them to employ more teachers, but these are lower skilled or qualified teachers and schools may well be paying them less. There is variation in the amount of additional funds schools have to employ teachers outside of the government payroll system (within urban/rural category) based on government grants and parental contributions. For example, some have high grants and contributions so can employ extra teachers; some do not and cannot (ibid). 
The Development Grant is based on needs assessments and varies considerably by school.  It was on average TSh 72,699 per pupil in 2008 – much higher than Capitation Grants – and rural community schools received the major share. Expenditure on school development is lower than what is received by schools, that is, not all of the grant is spent and some remains in school accounts or is spent on other items (ibid).

Decentralised finance has been associated with increases in funding for children to enrol in school, but very little is known about how the additional costs schools are charging affect gender issues, and how some of the concerns about lower qualified teachers in rural areas, an outcome of the funding model, links with attempts to build gender equality. Both of these areas are investigated in the TEGINT Baseline Study.

3. The research process for the TEGINT baseline studies 

The TEGINT project operates in 57 schools in six districts in northern Tanzania:  Arusha municipal, Monduli, Moshi Rural, Hai, Babati and Mbulu.  Data for the baseline study report was collected in three sweeps:

· A pilot collection of quantitative and qualitative data in November 2007

· The main baseline survey in May 2008 

· Additional collection of qualitative data in September-October 2009

The pilot phase of the study was used to trial research instruments and approaches to data collection. Preliminary discussions within the project partnership between December 2007 and February 2008 led to a decision to focus data collection for the main phase of the baseline primarily on a survey, with some collection of administrative records and observations in schools. The instruments used for this pilot phase are included in Appendix 2.  A review of the analysis of the baseline data in March 2009 led to a decision to collect a small quantity of additional qualitative data to gain greater insights into issues concerning poverty, violence in schools and aspects of school management that were particularly pertinent in the main baseline survey phase. For this qualitative phase focus group discussions were organised in 14 schools and a participatory poverty tree exercise was used with prompts on understanding violence and school governance structures (Appendix 3).

Data for the main survey component of the study was collected from all 57 schools in which the project is working (Table 7). 

Table 7: TEGINT baseline survey 2008; number of schools by district
	
	Primary schools
	Secondary schools
	Total schools

	Arusha municipal
	7
	1
	8

	Monduli
	8
	2
	10

	Moshi Rural 
	8
	2
	10

	Hai
	8
	1
	9

	Babati

	8
	2
	10

	Mbulu
	8
	2
	10

	TOTAL
	47
	10
	57


25 enumerators worked under the direction of BERE, supported by staff from Maarifa ni Ufunguo. Survey and administrative data was collected in all schools.  However,  not all administrative data was collected from all schools and there are some data gaps in some schools in relation to enrolment, attendance and pass rate data (Appendix 4).  Respondents to the survey comprised teachers, older girls, Principals, members of School Management Committees and Village Executive Officers (Table 8). 
Table 8: Baseline survey (2008): Respondents by district

	
	Girls
	Teachers
	TTC Principal
	SMBC/ PTA
	VEOs
	Total

	Arusha 
	74
	64
	1
	7
	7
	153

	Monduli
	101
	54
	1
	10
	10
	176

	Moshi Rural 
	100
	82
	3
	10
	5
	200

	Hai
	89
	62
	0
	9
	9
	169

	Babati
	100
	44
	0
	10
	9
	163

	Mbulu
	100
	72
	0
	10
	10
	192

	Total
	564
	378
	5
	56
	50
	1,053


In the qualitative phase of the study in 2009, data was collected from two to three schools in each district, selected on the basis of analysis of data from the main baseline survey. It was intended that FGDs would be held in:

(i) Schools where largest promotion of girls reported poverty as a major obstacle and with lowest gender profile, 

(ii) All schools where violence was reported, 

(iii) Schools with biggest discrepancy in girls’ aspirations and results (proportion of girls who sat exams and who passed all exams).

Researchers visited 14 schools split over six districts, six in urban and eight in rural areas (Table 9).  For most schools research officers reported a full set of focus group discussions with the five intended groups (female pupils, male pupils, female parents, male parents and School Management Committee members) along with the number of participants in each FGD.  However as set out in Appendix 4, data from all sites was not fully reported. Data from one district (Moshi Rural) was thus treated as indicative of views expressed, rather than as a full account of the FGD. In Mbulu, SMCmembers refused to participate without one week notice and financial recompense for their time.
Table 9: Sampling for qualitative study (* indicates no record of numbers participating)

	
	
	
	
	No. of participants in FGD

	District
	School code in district
	Rural/ urban
	Total  no. of schools
	Girls
	Boys
	Female parents
	Male parents
	School Committee

	Arusha 
	 
	 
	2
	
	
	
	
	 

	Primary
	2
	urban
	
	6
	6
	4
	
	

	Primary
	5
	rural
	 
	7
	6
	7
	6
	3

	Monduli
	 
	 
	2
	 
	 
	 
	 
	 

	Primary
	5
	rural
	
	7
	6
	6
	5
	3

	Primary
	10
	rural
	 
	6
	6
	5
	5
	3

	Moshi Rural 
	 
	 
	3
	 
	 
	 
	 
	 

	Primary
	5
	rural
	
	6 
	6 
	6 
	6 
	6 

	Primary
	7
	urban
	
	6 
	6 
	6 
	6 
	6 

	Secondary 
	10
	rural
	 
	6 
	6 
	6 
	6 
	6 

	Hai
	 
	 
	2
	 
	 
	 
	 
	 

	Primary
	1
	urban
	
	6
	*
	7
	4
	3

	Primary
	3
	urban
	 
	6
	6
	6
	6
	2

	Babati
	 
	 
	2
	 
	 
	 
	 
	 

	Primary
	5
	rural
	
	*
	6
	6
	4
	6

	Primary
	7
	rural
	 
	*
	6
	4
	6
	*

	Mbulu
	 
	 
	3
	 
	 
	 
	 
	 

	Primary
	2
	rural
	
	*
	6
	6
	5
	2

	Primary
	7
	urban
	
	6
	6
	4
	3
	3

	Secondary 
	9
	urban
	 
	8
	6
	2
	4
	0 

	
	
	
	
	
	
	
	
	

	Total
	
	
	14
	
	
	
	
	

	Urban
	
	
	6
	
	
	
	
	

	Rural
	
	
	8
	
	
	
	
	


The TEGINT research procedures and processes are further reflected upon in papers prepared by members of the project team (Unterhalter et al, 2009a; Unterhalter et al, 2009b; Heslop et al, 2010). In the analysis that follows this report engages with some of the complex epistemological and methodological issues raised.  

4. Districts in which TEGINT is working: some outline profiles

Each of the six districts in which the TEGINT project is working has a different socio-economic profile and different histories of schooling and gender relations. This section provides some contextual background, which has been a key resource in interpreting data collected for the baseline studies.

Figure 1: Map of Tanzania including the districts in which TEGINT works (highlighted in purple)
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4.1 Socio-economic overview 

Information from the Tanzania Poverty and Human Development Report indicates some very different socio-economic conditions across the six districts in which TEGINT is working. Around half the population in two districts, Babati and Mbulu, were classified on the basis of information collected for the 2002 census as living below the poverty line (Table 10). In these two districts infant mortality was very high. In Mbulu less than a quarter of households had access to piped or protected water. 

In three districts, Moshi Rural, Monduli and Hai, about a quarter of the population was estimated as living below the poverty line, and the infant mortality rates were lower than in Babati and Mbulu, although the proportion of children whose mother and/or father had died was similar. Arusha Municipal, closest to the urban centre at Arusha, had only 12% of the population classified as below the poverty line, but infant mortality was high and the proportion of children whose parent(s) had died was higher than in some other districts. Income poverty and relatively high levels of infant mortality are therefore an issue in all the districts in which the project is working.

Table 10: Socio-economic indicators of districts in which TEGINT is working

	
	
	
	Percentages


	
	

	
	Population below poverty line (2000/1)
	Children under 18 whose mother and/or father have died
	Households using piped or protected water source
	Households with flush toilet/improved ventilated pit latrine
	Infant mortality rate (per 1,000 live births)

	Arusha
	12
	9.0
	99
	21.7
	39

	Monduli
	24
	8.1
	49
	1.3
	35

	Moshi Rural 
	28
	9.3
	75
	3.7
	40

	Hai
	22
	8.8
	68
	3.5
	44

	Babati
	50
	8.0
	56
	1.5
	59

	Mbulu
	49
	7.2
	24
	0.6
	69


N.B: percentages from 2002 unless stated otherwise.

Source: Govt of Tanzania (2005)

HIV prevalence is also a matter of some concern (Table 11). There are some clear gender differences in prevalence with women more than twice as likely to be HIV positive as men in Kilamanjaro and more than three times as likely as men in Manyara region. 

Table 11: HIV Prevalence by region

	Region (districts)
	Women
	Men
	Total

	Arusha (Arusha, Monduli)
	0.8
	2.7
	1.6

	Kilimanjaro (Moshi Rural, Hai)
	2.5
	1.2
	1.9

	Manyara (Babati, Mbulu)
	2.3
	0.7
	1.5


Source: Tanzania AIDS Commission et al, 2008.

Maarifa ni Ufunguo’s study ‘The Impact of HIV/AIDS on Education’ (2003) showed that a majority of pupils and teachers in northern Tanzania have been directly and indirectly affected by the pandemic (Maarifa, 2003).  The study revealed that girl orphans were more vulnerable to abuse and discrimination and more likely to contract HIV than boy orphans.  Girls are often expected to take on a greater share of family burdens and may have to beg for food and financial assistance from outsiders, thus exposing themselves to exploitation and unscrupulous community members.

There are a number of NGOs and CSOs working for the education of children from pastoralist communities in Tanzania, some of which are active in the districts in which TEGINT works. These include TAPHEN (Tanzanian Pastoralist and Hunting and gathering Education Network), and the Masaai Women’s Development Organisation (MWDO), who administer USAID’s secondary scholarship programme for girls.  

4.2 Selected district level data on education

2005 data on education levels by district (Table 12) show that Arusha has the highest levels of adult literacy with good literacy levels for women. The pupil-teacher ratio and primary NER in this district is adequate.  Moshi Rural and Hai also have high general literacy levels and very good levels of women’s literacy whereas in Babati and Mbulu only around two thirds of adults are literate and the proportion of women who are literate is less than men. Monduli, although not the district with the largest population below the poverty line or the highest level of infant mortality, has a very low proportion of literate adults, with only 35% of women literate. The primary NER in 2004 was the lowest of all these districts in which TEGINT works.  

Table 12: Tanzania: selected education indicators for the districts in which TEGINT is working

	
	% Literate adults 15yrs + 
	% Literate males 15yrs+
	% Literate females 

15yrs +
	Primary education net enrolment rate
	Primary education 

pupil-teacher ratio, 2004
	Primary education 

pupil-classroom ratio, 2004

	Arusha
	94
	96
	93
	93
	46
	87

	Monduli
	43
	53
	35
	71
	49
	66

	Moshi Rural
	89
	
	85
	99
	43
	49

	Hai
	86
	89
	83
	96
	42
	59

	Babati
	70
	76
	64
	100
	66
	71

	Mbulu
	67
	71
	62
	86
	63
	63


Source: Government of Tanzania (2005)
Enrolment rates (2009) for the districts in which TEGINT is working (Table 13) show that girls’ NER in Arusha and Kilimanjaro is slightly lower than the national NER, while in Manyara the regional average is the same as the national average. All 3 regions have a GPI for enrolments that is roughly similar to the national GPI.

Table 13: Primary Enrolment by region, 2009

	 
	National 2009
	Arusha 2009
	Kilimanjaro 2009
	Manyara 2009

	 
	 
	Arusha
	Moshi Rural
	Babati

	 
	
	Monduli
	Hai
	Mbulu

	GER male
	111
	100
	102
	109

	GER female
	110
	102
	102
	108

	GER total
	111
	101
	102
	109

	GPI (GER)
	1.00
	1.01
	1
	0.99

	NER male
	96
	92
	92
	96

	NER female
	96
	93
	93
	96

	NER total
	96
	93
	93
	96

	GPI (NER)
	1.00
	1.01
	1.01
	0.99


Source: MoEVT, 2009.

4.3 District profiles and school locations 

In each district, District Education Officers agreed to the project working in schools selected collaboratively by the project and the district office. These schools may or may not share features with other schools in those districts. Table 14 indicates the urban or rural classification of selected schools.

Table 14: Urban/rural location of schools by district

	District
	Urban/peri-urban
	Rural
	Total
	% urban

	Arusha
	5
	3
	8
	63

	Monduli
	4
	6
	10
	40

	Moshi Rural 
	2
	8
	10
	20

	Hai
	5
	4
	9
	56

	Babati
	4
	6
	10
	40

	Mbulu
	4
	6
	10
	40

	Total
	24
	33
	57
	42


In Arusha district the project is working primarily in urban/peri-urban schools, and in Hai a high proportion of the schools it is active in are in urban or peri-urban locations, but there are also a good number of schools in rural areas.  In the other four districts the project working in more rural than urban schools. This is particularly the case in Moshi Rural district, where eight of the ten schools are in rural locations.

The socio-economic, education and health data on the districts in which the project is operating outlined above provide only a broad brush-stroke indication of a number of features that are important to understand in order to interpret the baseline data. In addition the project team generated more detailed profiles of each district partly from desk research and partly from workshop discussions.

4.3.1 Arusha Municipal District

Arusha Municipal is divided into rural, urban and peri-urban areas and livelihood strategies vary between the areas.  The project is operating in five schools in urban/peri-urban areas, a few kilometres from Arusha city centre where the urban environment allows trading and commercial activities. Agricultural activities are limited to small fruits and vegetables and gardening, with no grazing (that is, livestock grazing on cereal crops) for hybrid cattle and poultry.  Three schools are located in rural, predominately pastoralist areas, where free range grazing of large herds of cattle is the main source of livelihood by the Maasai communities, although small scale agriculture is increasing. 

Rural Arusha is agro-pastoral, with inhabitants growing maize and beans and rearing cattle. The main responsibility for herding cattle falls to the men, although women herd smaller cattle and sell cows’ milk, from which they derive their own income.  Land is family-owned and run.  In practice this means that women work on the land whilst men sell the crops and keep the majority of the earnings: women are producers whilst men are owners.  Child labour is used between February and March, which can result in absenteeism from school. 

In urban Arusha there is also a gendered division of labour.  Arusha is a tourist centre and this brings particular employment opportunities.  Men are employed as guides, whilst women make and sell crafts (e.g. beading) and work in hotels. Tourism also brings sex work, a high HIV prevalence and large number of orphans. A report by HakiKazi (2004) noted that the majority of people in Arusha city depend on commercial and trade activities and industrial manufacturing in both small and medium scale enterprises. Tourism, small scale farming and, more recently, construction, are also identified as areas of economic activity (Hakikazi Catalyst, 2004). 

The main indigenous ethnic groups in Arusha city include Meru, Arusha and Maasai (Uiso et al., 2006).  HakiKazi’s report indicates that despite high unemployment in urban areas, rural to urban migration from the surrounding areas is high (and is contributing to high population growth) (Hakikazi Catalyst, 2004).  Haram, in her study of Meru women in urban Arusha, notes that whilst Meru men have long been involved in urban migration, more recently Meru women – particularly young and unmarried women - have begun to take part in a variety of economic activities outside the mountain farming system and are migrating to urban areas (Haram, 2004).
NGOs (for example, Hakikazi, Maarifa and World Vision) and some churches are working to challenge unequal gender relationships
.  Women are active in some churches and are able to take on leadership roles, including as pastors.  Local Government Agencies (LGAs) are highly respected. However, there is no clear coordination between LGAs and traditional leaders and  conflict can arise between official policies and traditional practices and values, with implications for the role of traditional leaders. 
Despite HakiKazi identifying poor and inadequate social and economic infrastructure as a particular problem in the district (Hakikazi Catalyst, 2004), workshop discussions suggest that in urban areas social services are good and there are good levels of voluntary counselling and testing (VCT) for HIV. However in rural areas there is poor infrastructure: hospitals and teachers’ housing is poor, schools are often far from bus routes and during the rainy season it is not possible to use the roads.  

Maarifa ni Ufunguo’s work in Arusha 

Maarifa has been working on programmes in two wards (Mbili and Terrati, the latter being home to two schools involved in the TEGINT project) since 1998. The programme was focused on formal and non-formal education with gender and HIV as cross cutting themes. In the communities in which the TEGINT project is taking place, workshop discussions suggest that traditional leaders have a strong influence over attitudes towards girls’ education and influence marriage practices and School Management Committees (SMCs).  However this influence has been affected by tourism, which has resulted in the fragmentation of Maasai culture.

Communities have accepted the TEGINT project and the cultural issues it raises,seen how it can be incorporated into their traditions and havemade commitments to mobilising resources. Maarifa’s approach to community sensitisation has involved facilitating meetings among LGA’s and traditional leaders to review and reflect on problems associated with girls’ education and develop an action plan and the development of enabling structures involving girls, teachers, and community circles.

A number of outcomes from the project were evident over the period of collecting baseline data, notably:

· Some SCs have started challenging traditional cultural practices that militate against girls’ education

· First Aid kits are in place in two schools and toilets are more suitable for girls

· There are high levels of cooperation with the LGAs

· Maarifa has been appointed to be on the school feeding committee

· By-laws have been put in place to promote attendance

· During Global Week of Action in 2008 the community in Terrati ward committed themselves to build one primary school, one secondary school and teacher houses.  

However a number of challenges have also been noted. Maarifa’s system of planning and implementation of activities did not succeed in drawing in community members from the district and there were problems with timing. Bad weather in 2008 destroyed infrastructure during the rainy seasons and there was resistance to new ideas such as the use of condoms.  In 2008, Maarifa felt it was important to investigate the capacity of SMCs, teachers, government officials, and traditional leaders to deal with issues regarding gender and HIV/AIDS.  Early marriage and pregnancies were believed to be increasing.  The high rates of unemployment were a matter of concern, but their impact on gender, schooling and health were not known.

4.3.2 Moshi Rural District

TEGINT is located in two urban schools and eight rural schools in the district, which is in Kilimanjaro region.  The northern part of the district, where three project schools are located, is an agricultural area. The southern part is home to five project schools and inhabited by agro-pastoralist communities that grow rice, coffee and bananas and practice open and zero grazing.  Vavrus (2005) notes that “most adults in Old Moshi are farmers whose families grow the staple food, bananas, and the major cash crop, coffee.  In addition to farming, adults and youth are often engaged in other forms of labour, including teaching, carpentry, and clerical work in the town of Moshi, the capital of the Kilimanjaro region.” (Vavrus, 2005, 185). Some people own cattle, employing the practice of open grazing.  Some child labour is used, particularly on rice farms.

As in neighbouring Hai district, the population in much of Moshi Rural is Chagga
.  Vavrus 
 ADDIN EN.CITE 

(2002, 2003, 2005)
 explains how the Chagga have had a long historical interest in education including for girls predating the British Administration of Tanganyika in 1920.  Pare speakers also have significant presence in Moshi Rural. Vavrus notes that “although the Chagga constitute only 5 percent of Tanzania’s total population, their strong identification with schooling, Christianity, and commercial coffee farming for nearly a century has resulted in a disproportionate number of the country’s schools being built in Kilimanjaro by parent organizations, churches, and the state” (Vavrus, 2005, 177). This historical support for formal education may explain the fact of a well organised education sector– although distances to schools are significant for some communities – and that as well as public schools, Moshi Rural has many private schools and a University.  There are very large numbers of schools in Moshi Rural established by churches, parent organisations and the state. Their good reputation brings competition for places and children attend from outside the district. 

Moshi Rural has relatively good infrastructure, including schools as well as hospitals, roads, public and private transport, and dispensaries. This may be due to the Chagga’s relative prosperity linked to their proximity to important intra and international trading networks (Vavrus, 2005). However, this prosperity has been affected in recent years as the coffee sector has been hit by the effects of national Structural Adjustment Policies.  In 2003 Vavrus observed that rural to urban migration of men meant that as coffee production declined, “women in particular… must find way to make a living in rural areas under conditions with less Government support for agriculture because they are overrepresented in rural communities on the mountain” (Vavrus, 2003, 240).  Soini (2003) notes that population growth and environmental damage, coupled with scarcity of land, lack of financial capital and the effects of the drought in 2000 have led to increasing levels of poverty.  

Project partners in workshop discussions indicated that the CCM (Chama cha Mapinduzi) political party, the national ruling party, is dominant in the district.  Many of the district’s leaders have formal education.  Traditional leaders may influence household decision making.

Particular issues relating to gender and schooling in the district identified during discussions include levels of polygamy and practices of wife/widow inheritance as well as early marriages in some areas – particularly Mabogini and Kahe wards, where some of the schools in which the project is working are located.  Support to orphans and issues around single parenthood were concerns, as were high rates of HIV transmission and high levels of unemployment.  Despite the functioning education system, the distance to schools from some communities is long and there is insufficient land for building new schools.  Truancy was also identified as an issue, with petty business being practiced by boys during school hours.

Maarifa ni Ufunguo’s work in the district

Maarifa had not worked in Moshi Rural Rural district until the TEGINT project started.  In 2008 Maarifa staff felt that Community and District officers had accepted the project and there has been good cooperation from Government, communities, SMCs and TTC Principals and councillors.  The District Adult Education Officer has cooperated with Maarifa’s activities in planning and awareness-raising initiatives have taken place in communities. The level of understanding of the project was felt to be high, perhaps partly because there are other NGOs working in the district.
4.3.3 Hai District

Hai district lies adjacent to Moshi Rural in Kilimanjaro region, covering the western slopes of Kilimajaro. The project operates in fourschools in rural locations and five in urban/peri-urban settings.  The north-east part of Hai, where four schools are located, is predominately agricultural and the northern mountain area is predominantly inhabited by the Chagga. Communities formerly depended on coffee growing as the major source of income and have suffered with the recent decline of coffee prices. The southern part, where the other 5 schools are located, is agro-pastoralist and ethnically diverse including Chagga and Maasai peoples.  Historically coffee – introduced by colonialists in the 1920s (Mercer, 1999) – has been a major cash crop. However, workshop discussions suggested that the market has collapsed and Mercer notes that the demise of cooperative subsidies under the Structural Adjustment Plans has also contributed to the decline in coffee production. A wide range of crops are currently grown in the area, including coffee, banana, beans, cabbage, cow pea, maize, onion, potato, sweet potato, taro, tomato and yam (Soini, 2003).  There has also been an increase in off-farm incomes including labour migration, usually by men who leave periodically for work, while women remain to look after the farm and family (Mercer, 1999).  

Workshop discussions with project partners indicate that the District Commissioner has a significant influence on technical issues in the council, but there has been bottom-up planning. However, plans are segmented, with no integration between different departments.  The District Council was viewed as very cooperative with NGOs with an annual meeting taking place between NGOs and the council.  Ten years ago Mercer (1999) noted a vibrant non-governmental sector including small-scale income-generating women’s groups, as well as international donors and national NGOs involved in supporting CBOs.  However, project partners suggested that although in the northern part communities have been willing to contribute to development projects, there were few NGOs working in the southern part of the district, which was also neglected by district officers.  Infrastructure in the southern part is poor, particularly roads, water and social services. 

Mercer (1999) noted that the Chagga in Hai district achieved prosperity under missionary influences, which encouraged and supported the construction of schools, dispensaries and hospitals. Workshop participants recognised the value that parents place on formal education in the northern part of the district, but noted that in the southern wards parents have been reluctant to take girls to school and disadvantaged groups have less access to education.  Other issues identified included a lack of understanding of education policies by school committees, high prevalence of HIV
 in the north and child pregnancies, early marriages, occasional truancy, domestic violence and rape.

Maarifa ni Ufunguo’s work in Hai district

Maarifa has undertaken education work (addressing schooling, non-formal education, gender and HIV) in two wards in Hai district. These wards, Machame East and Masama Rundugai, are home to eight of the nine schools involved in TEGINT.  In 2008 Maarifa noted that communities were integrating work on TEGINT into Maarifa’s existing programme.  Community ownership of the project has been established, as demonstrated in Masama Rundugai ward where the district council’s department of Community Development took the initiative of preparing and celebrating activities for Global Action Week, working with Maarifa and others.

4.3.4 Monduli District

Monduli district,in Arusha region, forms part of the Great East African Rift Valley with a number of isolated mountains among generally flat and rolling plains.  Steep escarpments extend along the western border. The project works in six schools in rural locations and four in urban/peri-urban areas. 

The ethnic groups in the district are primarily the Maasai and Waarusha as well as other non-indigenous groups. Monduli is principally livestock-keeping with some farming, although this is limited due to the dryness of the area.  The district was hit by prolonged drought in 2009 and communities suffered from food shortages that adversely affected schools, including 7 TEGINT schools.  Communities and schools had to depend on food donations from the government as well as the World Food Programme.  Other economic activities include trading goods such as precious stones and minerals.  Levels of income poverty are high and large numbers of children work: the 2000-2001 Household Budget Survey (HBS) estimated that around 70% of children between ages 5 to 14 were working (National Bureau of Statistics, 2002).
Despite relatively high population growth rates, the district is very scarcely populated. Monduli has poor social services particularly medical facilities. Primary schools have poor basic facilities, lack of toilets and playgrounds. There is poor infrastructure, including roads, which are particularly badly affected during the rainy season. 

Maarifa consider that laws and policies of the government of Monduli have not been sensitive to the pastoral ways of life of much of the population. Workshop discussions identified a number of problems associated with gender and schooling including high drop-out rates linked to deaths, truancy or pregnancy and early marriage of girls. Participants noted that boys are taken out of school to look after cattle.  Child pregnancies and FGM were viewed as particular problems for girls, as were insufficient numbers of female teachers, high levels of illiteracy in  some wards and insufficient knowledge of issues relating to education, gender, HIV and AIDS, and girls’ and women’s rights. A number of deep rooted cultural beliefs and practices were felt to stand in the way of progress on girls’ education.

Maarifa ni Ufunguo’s work in Monduli District

Maarifa has worked on education programmes prior to the start of the TEGINT project in Makuyuni ward, where most of the schools in which TEGINT works are based.  In 2008 project staff felt TEGINT had been accepted by the different stakeholders in the district, partly due to credibility of Maarifa ni Ufunguo in the area.  Maarifa was invited to participate in all education matters in the district including the celebration of the Day of the African Child and Adult Education Week.  Challenges associated with working in Monduli include the need to use translators in some villages where people cannot communicate in Swahili and the views of male community members who have been unwilling to collaborate with female staff.

4.3.5 Mbulu district

Mbulu is in Manyara region.  TEGINT operates in six schools in rural areas and four in urban/peri-urban areas.  These four schools are located in Mbulu ward where urban lifestyles prevail and trading and commercial activities being the main economic activities. Of the six rural schools, three are set in areas favourable for agricultural activities and livestock keeping and three are in areas known for agricultural activities, especially garlic farming.  The majority of people in this district are pastoralist.

There have been high levels of poverty recorded over 25 years in the district with local perceptions that this is linked to a lack of access to markets and unfair prices. Periodic food crises and child-malnutrition have been noted. There are large herds in the district, but around one third of the population do not own cattle (Netherlands Ministry of Foreign Affairs, 2004). Pigs are kept, and Mbulu was badly affected by the Swine Flu pandemic in 2009. The Iraqw comprise 90% of the population, practising crop cultivation and cattle husbandry.  There has been increasing land pressure, resulting in the out-migration of young people from several areas (Chachage et al, 2001).  According to an analysis written for the Netherlands Ministry of Foreign Affairs (IOB, 2004) traditional social values have been eroded by conversion to Christianity, modern education and ‘development’, which young people regard as a means to becoming a modern Tanzanian.

Maarifa ni Ufunguo’s work in Mbulu District

Maarifa had not previously worked in Mbulu prior to the start of the TEGINT project.

4.3.6 Babati District

Babati district is in Manyara region, neighbouring Mbulu. TEGINT is operating in six rural schools and four in urban/peri-urban areas. The major economic activity of adults is agricultural labour with a small proportion of pastoralism.  Rural communities keep cattle and other animals including pigs and Babati was also hit by the swine flu pandemic in 2009. Women and children have historically been responsible for grazing cattle (Börjesson, 2005). Crops such as maize, wheat, onions and garlic form an important part of Babati’s economic activity.  However, producers receive low prices for products due to the presence of middle-men.  There is also a shortage of farming land.  According to Maarifa, child labour is used in wheat plantations.

Schools are scattered and the distance between school and a pupil’s home is often long (upto 15km), with journeys regularly unsafe. Drought means that lack of water is a major problem in schools. In some areas, there is also a serious shortage of teachers – for example, in Ufana ward there are 4 teachers to 400 pupils.  School Management Committees were using university students as teachers and role models for girls. A lack of secure accommodation for girls was believed to make girls particularly vulnerable. An initiative began in 2008 to construct a hostel for girls.   Maasai and Iraqw ethnic groups are both present in the district. According to workshop discussions, Maasai men have a particular influence on SMC, but their capacity is a concern.
Men dominate the formal political spaces in Babati: in 2005, 81 of the 82 Village Executive Officers, 18 of the 21 Ward Officers, and 21 of the 31 District Councillors were men (Börjesson, 2005). However women’s participation at community level is increasing – particularly in village level committees relating to health, water and land use (Börjesson, 2005). Snyder (2006) explored how women in the district had organized themselves – for example, in 1996, mothers in Bashanet marched to protest against the high pregnancy rate amongst girls in primary school education.

Maarifa suggested some differences existed between the community and government on laws and policies, for example, regarding child pregnancy.  The local government was felt to be ineffective in carrying out laws and policies and its planning was viewed as top-down.  Other issues identified by Maarifa staff as affecting education and gender equality included the dominance of hierarchical values, lack of enrolment of children who are over seven years of age, high repetition rates, which sometimes lead to drop-out, and misconceptions regarding the effectiveness of condoms.  Child pregnancies and child marriage are undocumented.  

Maarifa ni Ufunguo’s work in Babati district

Maarifa had not worked in Babati before the start of the TEGINT project. In 2008 Maarifa secured a commitment from district officials and the district councillor for the NGO to work in the district.

4.4 Social context and processes of change

The districts in which TEGINT operates highlight a range of contexts.  At one end of a continuum, urban Arusha offers a wide range of employment and education prospects with opportunities for social mobilisation and women’s leadership, but conditions in rural Arusha provide for less adequate infrastructure, although Maarifa has done work with communities who have pledged to build schools. At the other end of the spectrum, Monduli and Mbulu, both of which are principally livestock-keeping areas, have suffered badly from drought and have few schools and health facilities. Both districts have lower overall levels of literacy than the other districts in which TEGINT is working and in Monduli there is a particularly low level of women’s literacy.  In the middle of this continuum are districts which in the past have had good levels of income from coffee production or maize and a long orientation to educating girls (Moshi Rural, Hai, Babati) but which are currently suffering from falling prices and lack of land. In these areas women’s activism and presence in local committees has been noted and in Hai and Moshi Rural there are high levels of women’s literacy.

Maarifa has been working in some districts for quite a long time (Arusha, Hai, Moshi Rural and Monduli), with a particular range of relationships, while in others (Mbulu, Babati) Maarifa’s presence is associated only with the TEGINT project. In some districts (Arusha, Hai, Moshi Rural) there are a large number of NGOs and CBOs, while in others there are relatively few. 

In addition to differences between the districts in which TEGINT is working there are also particular differences between rural and urban schools. One issue to be investigated is whether there are features common to all rural schools, across districts, or whether particular local conditions also affect the impact of rurality on levels of gender inequality.

In all six districts in which TEGINT is working, concerns for transforming girls’ education need to be seen as part of local struggles over political and cultural leadership, the consequences of harsher livelihood conditions (lack of land, drought, falling prices), and some of the effects of HIV.  The expansion of school enrolment throughout Tanzania represents an important opportunity for children living in these districts, but the challenges associated with socio-economic contexts and the forms of education provision sometimes make it difficult for girls, boys, parents and the wider community to realise the promise of enrolment and success. 

In the following sections, which draw on data collected for the baseline studies, we look at seven key areas:

1) What girls say about their current school, obstacles they anticipate to reaching the level of education they aspire to and forms of mobilisation they advocate to support them;  

2) How gender patterns of enrolment, attendance, progression and completion can be interpreted in relation to changing politico-economic and socio-cultural conditions; the extent to which the schools in which the project is working are similar or different to other schools in the districts; how the schools in which the project may be ranked, and the extent to which the views of girls regarding their schools’ support for girls’ education matches profiles from the administrative data;  

3) Teacher distribution, qualification, and forms of INSET, the relationship of this to gender profiles of the schools in which the project is working and similarities and differences between the views of teachers and girl pupils on how well schools are supporting girls’ education;  

4) How schools are funded and links between different forms of income schools have available gender profiles of progression and completion, and the views of girls and their teachers of the support schools provide to girls’ schooling;  

5) School Management Committees which manage schools, the inclusion of women in decision-making, training for school committee members and their work in mainstreaming gender; how schools in which the project is working can be ranked according to a gender management profile;  

6) How gender, generation and aspects of community articulation affect the ways in which obstacles to girls’ education are understood and forms of mobilization advocated.  

5: Transforming education? Girls’ views on their education, the obstacles they face and how to overcome these

The survey conducted in 2008 and the FGDs in 2009 collected data on how girls viewed their schooling, paying particular attention to their understandings of poverty and violence and whether they saw any links between these and progress through school.  

Girls are generally very positive about their schools, with 62% of girls saying their school is supporting girls’ education well or very well and only 4% saying poorly. They have high aspirations for their education, with 87% of girls saying they wish to go to university or obtain a tertiary qualification (Table 15). The reasons given are mostly economic but also tied to increasing their relative status in society and providing a ‘role model’ for others.

Table 15: Girls’ educational aspirations

	
	
	% responding

	Level of education they wish to achieve
	Primary
	0

	
	Secondary
	13

	
	Tertiary/University
	87

	Reason
	Profession
	41

	
	Employment
	86

	
	Recognition
	11

	
	Role Model
	23


In the survey, girls in the last year of primary school were asked how they viewed their schooling and what obstacles they felt they might encounter in progression and attainment.  Table 16 show that girls were generally positive about the extent to which they considered their school supports girls’ education.  Almost a third of girls said their school supported girls’ education ‘very well’, with another third saying it supported ‘well’ and another third describing its performance as ‘average’. Only 5%of girls described their school’s performance on girls’ education as ‘poor’ or ‘very poor’.  This strong affirmation of the schools they are attending and belief in their school’s capacity to support the education of girls more generally gives an important endorsement of TEGINT’s aim to work with girls in schools, but it also raises questions as to whether girls ‘believe’ in and invest aspirations in schools that are not able to deliver adequate support for gender equality and girls’ advancement.  This clear endorsement of schools they are attending also points to the need to understand how girls see obstacles to achieving a desired level of education.

However, some marked differences across districts are evident. In the schools in which the project is working in Arusha, nearly half the girls surveyed thought their school supported girls’ education very well, while less than a quarter of girls shared this view in the schools in which the project is at work in Moshi Rural, Hai and Monduli.  The very positive view of a significant proportion of girls in Arusha was also evident in Babati.  While only small proportions of girls thought their school did not provide good support to girls’ education in Hai, 14% of girls surveyed felt the level of support was poor or very poor. Some of the significance of these patterns, and some of the issues they raise are discussed later in the report in Section 10.

Table 16: Girls’ views on the schools in which TEGINT is working

	
	How well do you think your school supports

girls’ education? (response in %)

	
	Very well
	Well
	Average
	Poorly
	Very poorly

	Arusha
	45
	16
	38
	1
	0

	Monduli
	23
	55
	22
	0
	0

	Moshi Rural 
	19
	41
	37
	3
	0

	Hai
	24
	33
	29
	12
	2

	Babati
	40
	21
	35
	2
	2

	Mbulu
	28
	27
	42
	3
	0

	
	
	
	
	
	

	All Girls
	29
	33
	34
	4
	1


Table 17 presents girls’ views on the key obstacles that they think will prevent them from achieving the level of education they hope to achieve.  From the table it is apparent that poverty and pregnancy are perceived to be the main obstacles affecting girls’ education, with six in ten citing the former and more than half (54%) citing the latter.  Early marriage was also perceived to be a significant obstacle, with more than one third of girls citing this.  Similarly, just under one third of girls cited ill health and a lack of school facilities.  One in five believed their parents may withdraw them from school.  Poverty and parents withdrawal of girls from school may refer to conditions within households and communities or it may highlight aspects of the levies and fees charged by schools, despite the formal abolition of fees in 2001.  Ill health may also be associated with poverty. These issues were explored in greater depth in the FGDs in 2009 (see below).  Two other major obstacles which girls highlighted – pregnancy and early marriage - relate to gender relations concerned with sexuality, family and community politics.

Table 17: Girls’ views on the obstacles that will prevent them from achieving their desired level of education

	
	% who mentioned

	Early marriage
	35

	Poverty
	61

	Parents withdraw from school
	20

	Old for class
	4

	Lack of facilities
	31

	Distance from school
	7

	Ill health
	28

	Pregnancy
	54


Table 18 examines girls’ perceptions of obstacles to their education, reviewing these in relation to the schools in which TEGINT is working by district.  Significant variations by district are evident.  Early marriage was perceived to be a more significant issue by girls in the schools in Arusha and Monduli than in schools in other districts, although it was widely assumed in discussions in the early phases of the project that early marriage might be a particular problem for girls in Babati and Mbulu.  The response in Monduli may reflect the large pastoralist population, where early marriage forms part of cattle exchanges, but in the predominantly urban schools the project is working with in Arusha this response was somewhat unexpected.  

The districts where the greatest proportions of girls cited poverty were Arusha, Moshi Rural and Babati, suggesting that this is a problem in both urban (because people do not own land) and rural settings.  However, it also appears that in the districts in which girls walk the furthest to school (Monduli, Babati and Mbulu), very few girls cite this as an obstacle, while it is cited by a quarter of girls in Arusha. These somewhat surprising findings have led the project team to consider that in areas where girls can see good conditions for other children attending school, notably Arusha, Moshi Rural and Hai, they comment more on their own lack of facilities (relative poverty). By contrast, in districts where all school facilities are poor, and all children walk long distances (Monduli, Mbulu) girls do not comment as much on this absolute level of poverty. Ill health and pregnancy were raised as barriers to education in all the districts. 

Table 18: Girls’ views on the obstacles that will prevent them from achieving their desired level of education, by district

	
	% who mentioned

	
	Arusha
	Monduli
	Moshi Rural
	Hai
	Babati
	Mbulu

	Early marriage
	60
	65
	36
	26
	24
	20

	Poverty
	88
	50
	80
	62
	81
	40

	Parents withdraw from school
	26
	18
	34
	18
	19
	17

	Old for class
	12
	1
	7
	0
	7
	1

	Lack of facilities
	29
	8
	41
	63
	45
	16

	Distance from school
	25
	4
	6
	4
	7
	6

	Ill health
	31
	17
	38
	29
	27
	43

	Pregnancy
	55
	85
	59
	37
	51
	58


Considering findings on obstacles to girls’ education from an urban-rural perspective, Table 19 shows some interesting patterns, which support findings noted above.  Concerns over poverty are more intense in urban settings, but still significant among pupils in both urban and rural schools.  Ill health is notable as a key concern particularly in urban schools, perhaps reflecting the strong spectre of HIV/AIDS in urban settings. There is greater concern about parents withdrawing girls from school among those in urban schools, again suggesting the significance of relative poverty. The FGDs looked at this in greater depth (see below).

Table 19: Girls’ views on the obstacles that will prevent them from achieving their desired level of education, by urban-rural location of schools 

	
	% mentioned

	
	Urban schools
	Rural schools

	Early marriage
	44
	35

	Poverty
	74
	63

	Parents withdraw from school
	26
	20

	Old for class
	7
	4

	Lack of facilities
	32
	36

	Distance from school
	12
	6

	Ill health
	42
	25

	Pregnancy
	63
	55


There is a link between poverty and education in the minds of the girls interviewed for the FGDs.  Individuals in two urban schools (in different districts) felt that ‘being unable to send children to school’ was one of the key definitions of poverty. Participants across four districts identified a lack of education, or ‘ignorance’ more generally, as a cause of poverty. But most consensus, across rural and urban schools, was found with the reverse notion that poverty created an obstacle to education. The main effect that was noted was on attendance, with drop-out or truancy mentioned in every district except one.  There was also an awareness, in a smaller number of groups, that those pupils who overcame this initial barrier and were able to attend school still had to deal with the effect of poverty on their ‘performance or ability to progress’. Poverty could create barriers directly related to schooling (some FGDs noted ‘unable to afford school fees’) or barriers which might have an indirect effect (such as poor health and lack of food, between them noted in every school as effects of poverty, which will clearly impact on pupils’ ability to progress and achieve). 

One urban group of girls claimed that although boys and girls were sent to school on an equal basis, girls suffered the effects of poverty more due to a higher demand for them to complete household chores outside of school hours.  This would also be an indirect barrier to schooling in that working long hours (a reality attested to by boys’ and parents’ groups as well) will affect concentration as well as impact on study time. This contrasts with the impact of poverty of boys, who in terms of labour obligations and support for the family, were more likely to be absent during school hours due to involvement in petty trade.  

A further effect of poverty, which was mentioned by more rural girls’ than urban, was that of early pregnancy and forced marriages.  It was also mentioned in the discussion on violence, predominantly by rural groups. Girls’ groups’ definitions and experiences of violence were for the most part focused on physical and sexual violence: harassment, abuse and rape were mentioned in both rural and urban groups, and many of the examples of violence offered were of girls punished or excluded from schools due to sexual activity.
Four boys’ focus groups associated lack of education with poverty, while only one girls’ group did. In addition many more boys than girls raised the lack of land and cattle as causes of poverty. Boys’ FGDs commented on lack of access to tools, technology and low productivity of assets as causes of poverty, issues that girls did not mention at all. This signals that livelihood strategies mean some aspects of poverty may disrupt boys’ schooling more immediately than girls’.

All the focus groups were asked to comment on what they understood as the roots of poverty. There were 14 of each type of focus group discussion (girls, boys, mothers and fathers) in the study. There was no clear consensus across groups although lack of education (as outlined above) was one of the most frequently cited causes by young people and their parents. Drought was mentioned by five girls’ groups, five boys’ groups and four groups made up of male parents, but only two made up of female parents.  Four girls’ FGDs and five boys’ commented on lack of employment as a cause of poverty but only one mothers’ group and one fathers’ group concurred with this.  Lack of land was mentioned by four girls’ groups, seven boys’ groups, five mothers’ groups and three fathers’ groups.  Laziness was seen as a cause of poverty by 5 girls’ FGDs, 9 boys’, 8 mothers’ and 5 fathers’, while alcoholism was seen as a cause by 5 girls’ FGDs, 6 boys’, 7 mothers’ and 6 fathers’.  It can be seen that exogenous causes of poverty (drought and lack of employment or land) were much less likely to be mentioned than endogenous causes (lack of education, laziness, or alcoholism). However, the FGDs were generally made up not of those who were struggling to stay in school, or keep their children there, but of those who were generally well known to TEGINT project officers and therefore most likely often in school. It is thus difficult to draw conclusions from this regarding what aspects of poverty might make schooling for girls difficult.

The survey in 2008 collected data from girls in the last year of primary school and junior secondary school on what might help them overcome obstacles to their education.  Sponsorship was most commonly cited with 56 per cent of girls mentioning this as important (Table 20).  More than four in ten girls also mentioned additional ‘family life education’ and increased education for parents on the importance of girls’ education. Just fewer than four in ten girls cited the importance of improved facilities (schools or transport), with only one in three believing that stopping early marriage would make a difference.  A markedly low proportion of girls cited the importance of abolishing fees and levies for schools here, which is surprising given the prominence of sponsorship as the most frequently cited solution to overcoming educational obstacles. This raises questions of interpretation.  Fees have formally been abolished, but schools continue to charge levies. Girls might view these as ‘required’ and not amenable to change. 

Table 20: Girls’ views on how to overcome obstacles to attaining their desired level of education

	
	% mentioned

	Sponsorship
	56

	Provision of facilities
	38

	Stop early marriage
	34

	Abolish fees and levies
	20

	Family Life Education
	40

	Enlightenment of parents
	42


Looking at responses by district in Table 21, girls in Arusha, Moshi Rural and Babati were more likely than in other districts to cite sponsorship as key to overcoming educational obstacles.  This may reflect an increased prevalence of poverty in these areas (cited as a key obstacle in Table 18 above) with Babati historically having large numbers below the poverty line and Moshi Rural experiencing declining coffee incomes.  The ‘political’ notion of abolishing fees and levies as a means to achieve education was most often cited in Arusha and by girls attending schools in urban regions generally.  In Monduli very high proportions of girls mentioned the need for enlightenment of parents and the stopping of early marriage.  Monduli has large nomadic pastoralist communities where early marriage is associated with economic activity to expand herds. In this district there is a large generation division between adults without schooling and their daughters (Tables 12 and 13) which might also explain the girls’ stress on ‘enlightening’ parents.

Table 21: Girls’ views on how to overcome obstacles to attaining their desired level of education, by district

	
	% mentioned, by district

	
	Arusha
	Monduli
	Moshi Rural
	Hai
	Babati
	Mbulu

	Sponsorship
	84
	45
	81
	58
	83
	26

	Provision of facilities
	35
	22
	60
	68
	46
	24

	Stop early marriage
	58
	62
	37
	23
	31
	15

	Abolish fees and levies
	56
	4
	46
	18
	11
	4

	Family Life Education
	65
	60
	52
	18
	22
	50

	Enlightenment of parents
	58
	74
	51
	38
	19
	38


The data suggest girls at school have a strong commitment to their education, but that they are aware that processes over which they have little control – poverty, early marriage, pregnancy and ill health – will present obstacles to achievement.  In three districts (Arusha, Moshi Rural and Babati) sponsorship was seen as a key way to overcome the obstacles they confront.  These are also the same districts where the most girls mentioned poverty as the prime obstacle they expected to encounter.  In Section 8 we review this in the light of the fees charged by schools in each district.  Reviewing finance available for schooling and the provision of additional school facilities (mentioned by a high proportion of girls in Hai and Moshi Rural) indicate political and economic changes that can be taken at the level of the state, while improving family life education, mentioned by a high proportion in four districts points to curriculum changes or the provision of extra-curricular activity.

A high proportion of girls in Arusha and Monduli advocated for a stop to early marriage, which had been cited more frequently by girls in these districts regarding obstacles they might encounter to schooling.  This suggests concern with legal, social and cultural changes, whichare also entailed by girls concern to enlighten parents.

Thus the girls surveyed and interviewed point to a transformation of their education through making it more accessible (financially and through infrastructural provision), more relevant through teaching about conditions of  family life, and more engaged with the concerns of their parents relating to early marriage or non-educational priorities.  Girls do not comment on the size of their classes, the work of their teachers or the undertakings of School Management Committees.  In the sections that follow we review girls’ characterisations and aspirations for their schooling in the light of data on school conditions.  We also assess whether adults taking gender issues seriously has an impact on the school experience of girls.  

6: Gender profiles of enrolment, attendance, progression and completion 

Government effort in education since 2001 have focussed on expanding enrolment for all children and getting girls into primary school.  The baseline data on the schools in which TEGINT is working show reasonable levels of gender parity with regard to enrolment and attendance, but some issues of concern relating to progression and completion.  In some districts the project is working in schools that have better GPIs in enrolment, progression and completion than the district average, but in some these are worse.

6.1 Gender, enrolment and attendance at the schools in which TEGINT is working: Comparison with districts

Table 22 reports the average number of girls and average number of boys enrolled in the primary schools (Class 1-7) in which the project is working in each district (Note: as mentioned on page 36 above, the number of schools in each district in which the project is working range between 8 and 10).  ‘Gender parity 2008’ denotes the average number of girls enrolled expressed as a proportion of the average number of boys enrolled in 2008.
Table 22: Gender parity in primary enrolment (Class1-7) in schools in which TEGINT is working by district and district averages 2008

	
	Average number of girls enrolled Classes 1-7
	Average number of boys enrolled Classes 1-7
	Gender parity 2008 in schools TEGINT is working in (& for region)*

	
	
	
	

	Total
	319
	326
	0.98

	
	
	
	

	By District
	
	
	

	Arusha 
	687
	671
	1.03 (0.96)

	Monduli
	275
	309
	0.89 (0.96)

	Moshi Rural 
	268
	258
	1.06 (0.88)

	Hai
	169
	171
	1.01 (0.88)

	Babati
	232
	251
	0.92 (0.95)

	Mbulu
	319
	334
	0.97 (0.99)


*Calculated from MoEVT, 2009

Overall, it can be seen that slightly lower numbers of girls than boys were enrolled in the project primary schools, though the difference was very marginal. However, patterns at the overall level mask important differences between districts in girls' and boys’ enrolment.  For the schools linked to the project located in Arusha  and Moshi Rural , girls tended to represent more than half of the school population, while in schools working with the project in Monduli, Babati and Mbulu they tended to represent markedly less than half.  The schools in which the project is working have a better GPI in terms of numbers enrolled than the average for the region in the 2008 in Arusha, Moshi Rural and Hai, but a worse GPI than the average for other schools in the region in Monduli, Babati and Mbulu.  As Table 14 above indicated in Monduli, Babati and Mbulu the project is working in more rural than urban schools. The under-representation of girls in the schools in which the project is working in these districts, compared to district averages may indicate particular issues related to enrolment for rural girls.

When the differences between schools identified as urban and rural are assessed the average GPI in enrolment does not seem to be noticeably different in fact it is slightly higher in rural areas: 0.97 in urban areas and 0.99 in rural areas. 

Table 23: Gender parity index in primary enrolment (Class 1-7) 2008 in schools in which TEGINT is working by district and urban-rural characteristics

	
	Urban / peri-urban schools
	Rural schools
	All schools

	Total
	.97
	.99
	.98

	By District
	

	
Arusha 
	1.02
	1.04
	1.03

	
Monduli
	.83
	.91
	.89

	
Moshi Rural 
	1.04
	1.06
	1.06

	
Hai
	1.03
	1.00
	1.01

	
Babati
	.89
	.96
	.92

	
Mbulu
	.93
	.98
	.96


In some districts (Arusha, Moshi Rural and Hai) the GPI in enrolments is the same in that in both the urban and rural schools there are more girls than boys.  In the schools in the other districts there are more boys than girls in both urban and rural schools, but with larger gender gaps in favour of boys in urban, rather than rural schools in Monduli, Babati and Mbulu, although in this last district the gap is not quite as large as in the other two.

Data was collected on gender and enrolments by class in order to ascertain whether the numbers of girls decreased in higher classes, a trend noted nationally by the Education Sector Performance Report (URT, 2008, p. 28) and in BEST data (MoEVT, p. 12).  Table 24 shows average gender parity figures for the schools in each district, disaggregated by individual primary classes.

Table 24:  Gender parity in enrolment (female: male ratio) in each class (1-7) in schools in which TEGINT is working by district, 2008


	
	Class 1
	Class 2
	Class 3
	Class 4
	Class 5
	Class 6
	Class 7

	Arusha
	1.02
	1.03
	0.96
	1.03
	1.08
	0.97
	1.11

	Monduli
	0.98
	0.83
	0.95
	1.03
	0.89
	0.96
	0.90

	Moshi Rural
	0.94
	1.03
	1.12
	1.02
	1.44
	1.30
	0.99

	Hai
	0.89
	1.16
	1.00
	1.32
	1.07
	0.91
	1.03

	Babati
	1.01
	0.91
	0.95
	0.88
	1.01
	0.94
	0.98

	Mbulu
	0.95
	1.08
	0.97
	0.88
	1.40
	1.03
	1.17


In the schools in which TEGINT is working in several districts (Babati, Mbulu, Moshi Rural), a particular drop in girls’ enrolment relative to boys’ can be noted between Class 3 and Class 4, suggesting that this is a key point at which girls may drop out of school. Similarly, in the schools in Monduli a shift in gender parity seems to occur between Class 1 and Class 2. However, given that the opposite pattern can be seen in Hai between Class 1 and 2, it may be that trends are ‘unstable’ because they are based on records of a small proportion of schools within districts.  The pattern for each district as a whole cannot be examined as published data on number of children enrolled by class and region are not available.  However, in the three districts in which the project is working primarily in rural schools and where the overall GPI of enrolments was worse than the regional average (Monduli, Babati and Mbulu) there is no noticeable exit of girls in the higher classes.  In the schools in Mbulu there are more girls than boys from Class 4, in Babati there are more girls than boys in class 5 and then a drop in class 6 and 7, while in Monduli more boys than girls are enrolled in every class, except class 4. This may be linked to boys dropping out of school to fulfil expectations to herd cattle after puberty in pastoralist communities.

Similarities between the schools in which the project is working and the district data are considered by looking at whether gender parity in lower and upper phases of primary school has similar or different features.  Table 25 looks at this as an average for the schools in each district in which the project is working and for the regions. 

Table 25: Average Gender parity in enrolment (female: male ratio) in banded school years (Class 1-3 and Class 4-7) in the schools in which the project is working (and the region as a whole
) by region, 2008

	
	Class 1-3
	Class 4-7

	
	TEGINT schools
	Regional data
	TEGINT schools
	Regional data

	Arusha
	1.00
	0.94
	1.03
	0.93

	Monduli
	0.90
	0.94
	0.92
	0.93

	Moshi Rural
	1.02
	0.96
	1.11
	0.97

	Hai
	0.97
	0.96
	1.04
	0.97

	Babati
	0.94
	0.91
	0.92
	0.95

	Mbulu
	0.95
	0.91
	0.97
	0.95


Table 25 suggests that in the schools in which the project is working, gender parity within different districts (with the exception of Moshi Rural and Hai, where girls tend to dominate in terms of enrolment in the upper years of primary) does not differ markedly between Classes 1-3 and Classes 4-7.  Differences between districts can be seen across the school years, however, with Babati and Monduli giving cause for concern as regards girls’ enrolment compared with boys’.  This supports the picture painted in Table 11.  In comparison to the district averages, although data is only available at class level for government and non-government schools for 2005, the GPI in enrolment in the schools in which the project is working in lower primary (class 1-3) is better than the regional GPI in all districts except Monduli, while in upper primary (class 4-7) it is higher than the regional GPI in every district except Monduli and Babati. 

With regard to attendance, positive patterns for girls can be seen (as for enrolment). Table 26 presents proportions of enrolled boys and girls who were in attendance on February 15th 2008.  On this day, slightly higher proportions of girls than boys attending in the majority of districts could be seen.  Government success in ensuring girls are enrolled at and attend school relative to boys seems clear, though low attendance rates in particular districts – for example Monduli, Hai and Mbulu – where the project is working primarily in rural schools (Monduli and Mbulu) and where a number of studies have noted increasing poverty associated with lack of cattle and falling prices (Netherlands Ministry, 2004; Mercer 1999).  

In the FGDs on causes and effects of poverty, both girls and boys  attending the two sampled schools in Hai district noted ‘not attending school’ as an outcome of poverty, and in one school both commented that girls had ‘more workload at home’ than boys.  This effect was corroborated at this school by the mothers’ FGD and the head teacher who noted that in poor families girls did more work at home when their mothers were away.  At the other school, mothers, fathers and members of the School Management Committee noted school dropout or ‘inability to educate children’ as an effect of poverty suggesting more generalised difficulties than just attending school, while noting gender issues in the form of ‘mistreatment of pregnant girls’. This level of agreement across all groups where data was collected was not seen in other districts with the exception of Monduli. Here, our analysis of responses suggests reasons for lack of attendance as an outcome of poverty can be divided into three strands: ‘parents not being able to send children to school’ alongside ‘pupils not being able to concentrate in class because of the lack of food at home and at school’ and ‘lack of motivation because there is no possibility of continuing in secondary school’.  

The qualitative data suggest particular local physical and social conditions at the schools in Monduli and Hai that result in low attendance for girls and boys and making this a particular area of note across generations and different constituencies. For example, the drought conditions in Monduli were a major issue mentioned by every group across the district, but in addition there was agreement in several groups around the problem of ‘early pregnancy/marriage’, and the not-unrelated issue of ‘women having no say in household decision-making’.  

Considering the average proportion of enrolled girls and boys who attended the schools in which the project is working on the census day (Table 26)it can be seen that markedly lower proportions of boys attended school that day in four out of six districts. In Hai and Mbulu, TEGINT project staff thought a reason for this may relate to increased social responsibilities for boys, for example taking care of cattle after circumcision at age 12 or contributing to off-farm economic activities. Only in the Arusha schools were fewer girls than boys attending as a proportion of children enrolled.  
Table 26: Gender parity in proportions of enrolled students who attend (Class1-7) in all TEGINT project schools, Tanzania, 2008

	
	Average proportion of girls attending Classes 1-7
	Average proportion of boys attending

Classes 1-7
	Gender parity 2008

	
	%
	%
	

	Total
	91
	89
	1.03

	By District
	

	Arusha
	98
	100
	0.98

	Monduli
	89
	87
	1.02

	Moshi Rural
	92
	90
	1.03

	Hai
	87
	82
	1.07

	Babati
	99
	99
	1.00

	Mbulu
	80
	74
	1.08


Table 27 looks at the proportion of enrolled girls and boys attending the schools allocated to the project considering those schools that can be classified rural and urban. Despite relatively even levels of attendance between boys and girls, lower proportions of girls and boys attend in schools in rural areas, suggesting increased household responsibility for girls and boys there compared to urban areas. There is a higher proportion of girls attending, compared to boys, in the rural schools in which TEGINT is working.

Table 27: Gender parity in proportions of enrolled students who attend (Class1-7) in all schools in which TEGINT project worked, Tanzania, 2008

	
	Average proportion of girls attending Classes 1-7
	Average proportion of boys attending

Classes 1-7
	Gender parity 2008

	
	%
	%
	

	Total
	91
	89
	1.03

	Urban/ rural 
	

	Urban
	95
	94
	1.03

	Rural
	90
	88
	1.03


Table 28 indicates more girls than boys are enrolled in schools in which the project is working in rural areas in every district except Babati, while more girls than boys are also enrolled in all schools located in urban areas, except in Arusha.

Table 28: Gender parity index in enrolment (Class1-7) 2008 in schools in which TEGINT is working by district and urban-rural characteristics

	
	Urban/peri-urban schools
	Rural schools
	All schools

	Total
	1.03
	1.03
	1.03

	By District
	

	
Arusha
	.97
	1.02
	.98

	
Monduli
	1.03
	1.02
	1.02

	
Moshi Rural
	-
	1.03
	1.03

	
Hai
	1.07
	1.07
	1.07

	
Babati
	1.01
	.98
	1.00

	
Mbulu
	1.11
	1.07
	1.08


Examining patterns of attendance as a proportion of enrolment by class in different districts in Table 29, it seems gender parity patterns in attendance are relatively even across the different school years. In Hai an interesting pattern can be noted with the particular dominance of girls who attend in the upper years (Classes 5 and 6).  Girls also tend to attend markedly more than boys do in the upper school years in Mbulu (Classes 6 and 7).  In both these districts commentators have noted declining markets for farm produce, possibly requiring boys to take work further away from home thus disrupting attendance.

Table 29: Gender parity in proportions attending (female: male ratio) in each class (1-7) by district, 2008


	
	GPI in attendance by class

	
	Class 1
	Class 2
	Class 3
	Class 4
	Class 5
	Class 6
	Class 7

	District
	

	Arusha
	1.01
	0.93
	1.01
	1.04
	0.98
	0.95
	0.98

	Monduli
	0.99
	1.01
	1.01
	1.10
	1.02
	1.07
	1.00

	Moshi Rural
	1.04
	1.00
	1.00
	1.04
	0.97
	1.01
	1.08

	Hai
	1.03
	1.02
	0.98
	1.01
	1.22
	1.39
	1.01

	Babati
	1.01
	1.03
	0.98
	0.97
	0.95
	1.02
	0.99

	Mbulu
	1.00
	1.11
	1.05
	1.12
	1.08
	1.11
	1.18


Table 30: Gender parity in proportions attending (female: male ratio) in banded school years (Class 1-3 and Class 4-7) by district, 2008  

	
	Class 1-3
	Class 4-7

	District
	

	Arusha
	0.98
	0.98

	Monduli
	1.01
	1.05

	Moshi Rural
	1.02
	1.02

	Hai
	0.99
	1.09

	Babati
	1.00
	0.94

	Mbulu
	1.04
	1.08


Similarly in Table 30, district-level patterns of gender parity in the schools in which the project is working are generally consistent between the lower and upper years of primary school.  The pattern in the schools in Hai on the day the census was taken girls tended to attend more than boys in the upper years. However, in Babati attending girls on the census day were slightly under-represented in the upper school years.  Whether this relates to lack of water, noted as a problem in the district, and older girls not attending during menstruation, or whether there are other reasons for this pattern merits further investigation.  During the FGDswith girls in the two sampled schools in Babati, both mentioned their own experiences of ‘male teachers engaging in love affairs with girl pupils forcefully’ and male teachers requiring girls to perform house chores at their homes ‘so as to seduce them’.  It was felt that girls at secondary school were particularly vulnerable to this harassment and violence, from teachers, boys and members of the wider community due to their unsafe living conditions (away from home, in ‘ghettos’ near the school).  These were some of the most explicit accounts of gender-based violence given by girls across all the focus groups and might be one element to explain the trend in falling girls attendance in the upper years in Babati.  The rural location of both the Babati schools also effects teacher recruitment and retention, with consequential effects: one school had had no female teachers for three years; while at the other a teacher known to be having sex with a pupil was not punished ‘for fear of losing him’.

Table 31 shows actual proportions of enrolled girls attending school in the schools in which the project is working in different districts and different classes in 2008.  Figures over 100 per cent denote instances where some girls may have been attending class who were not formally registered on the school roll.  This can occur where students are studying for exams as part of the COBET (Complimentary Basic Education in Tanzania) initiative, which provides education to girls who have missed schooling. Local schools might allow their gradual mainstreaming back into the educational system through sitting in formal school classes to prepare for exams.
Table 31: Schools in which TEGINT is working: Proportions of girls attending in each class (1-7) by district, 2008


	
	Proportions of girls attending by class

	
	Class 1
	Class 2
	Class 3
	Class 4
	Class 5
	Class 6
	Class 7

	District
	%
	%
	%
	%
	%
	%
	%

	Arusha
	97
	93
	101
	103
	98
	95
	99

	Monduli
	88
	87
	92
	93
	88
	92
	92

	Moshi Rural
	87
	88
	90
	90
	96
	90
	88

	Hai
	75
	75
	83
	82
	88
	100
	90

	Babati
	98
	102
	99
	97
	97
	100
	99

	Mbulu
	97
	93
	101
	103
	98
	95
	99


From Table 31, it can be noted that significant differences in proportions of girls attending exist between districts.  Attendance is high in the schools in Arusha, as might be expected given Arusha’s more affluent and urban character.  In the schools in Hai there are comparatively low proportions of girls attending in Classes 1 and 2. Within the schools in Babati, attendance for girls looks strong in all school years, but it should be borne in mind that GPI in enrolment overall in Babati is low, with dispersed schools and a significant population of nomadic pastoralistsand that the GPI of attendance as a proportion of enrolment in upper primary was lower than other districts (see above). 

Table 32: Proportions of girls attending in banded school years (Class 1-3 and Class 4-7) by district, 2008

	
	Class 1-3
	Class 4-7

	District
	%
	%

	Arusha
	97
	98

	Monduli
	89
	90

	Moshi Rural
	86
	84

	Hai
	75
	86

	Babati
	96
	96

	Mbulu
	82
	81


Finally, on proportions of girls attending schools in which the project works, differences between districts remain (Table 32).  The schools assigned to the project in Arusha have consistently high girl pupil attendance both in the lower and upper years of primary school.  In Babati the schools also have high attendance (though in a context of low girls’ enrolment overall) and there is a clear issue with low proportions attending in the lower years in the schools in which the project is working in Hai.  Even in Classes 4-7 in the schools in Hai, only 86%of girls attend school.  The proportions attending in lower and upper primary school in Mbulu are also very low.

Table 33 presents an encouraging picture of gender parity in terms of school enrolment and attendance in the schools in which the project is working, bearing out that these schools accord with national trends.  While female populations in the primary schools assigned to the project were just 0.94 times the size of male populations in 2002, six years later in 2008 they were 0.98 times the size of male populations.  Proportions of girls attending these schools were higher than proportions of boys attending in both 2002 and 2008, without much change over time, though this does suggest some possible concern regarding boys’ attendance. However, reporting on gender parity in the schools assigned to the project says little about actual proportions of boys and girls attending.
Table 33: Changes in gender parity in enrolment and attendance over time, 2002-2008

	
	2002
	2008
	Change 02-08

	Gender parity in enrolment
	0.94
	0.98
	+0.04

	Gender parity in attendance
	1.04
	1.03
	-0.01


  By way of a proxy for comparison Table 34 looks at the proportion of girls and boys passing the Grade 4/5 examination in 2005 and 2009 in the regions and districts in which TEGINT is working. In 2005 and 2009 girls and boys in the regions in which TEGINT is working had higher exam pass rates at the end of grade four compared to national results, although in 2009 there wasa decline in the proportion of children passing the Grade 4 exam, with the largest fall amongst girls and boys in Arusha region.  The national gender gap in 2005 at 0.96 was higher than in Arusha region, the same as in Manyara, and slightly lower than in Kilamanjaro.  However in 2009 the national gender gap (0.99) was not as good as the gender parity achieved in Arusha.  In both Kilamanjaro and Manyara more girls were passing at Grade 4 than boys.  In all three regions the GPI had improved from 2005 suggesting that the improving enrolment and attendance GPI between 2002 and 2008 in the schools in which the project is working are broadly in line with district trends with regard to performance at Grade 4/5.

Table 34: Percentage of pupils passing Grade 5 exam 2009 (2005)

	Region
	National
	Arusha
	Kilimanjaro
	Manyara

	Districts included
	 
	Arusha
	Moshi  Rural
	Babati

	
	
	Monduli
	Hai
	Mbulu

	Percentages passing Grade 5 (4)exam
	85 (88)
	88 (95)
	94 (97)
	90 (90)

	Percentages girls passing Grade 5 (4) exam
	84 (87)
	88 (96)
	96 (97)
	91(90)

	Percentages boys passing Grade 5 exam
	85(88)
	88(95)
	93(96)
	89(90)

	GPI pass rate
	0.99 (0.96)
	1.00 (0.98)
	1.04(0.91)
	1.03 (0.96)


Source: calculated from 2005 and 2009 BEST data, MoEVT, 2006; 2009

In the schools that have seen greatest gender parity improvements in enrolment/attendance over time (Table 35), the schools in Hai and Babati stand out with regard to improving girls’ enrolment.  Within the schools selected in Hai this has meant almost total gender parity between boys and girls on enrolment (1.01 in 2008), but with the schools allocated to the project in Babati there is still some way to go (0.92 in 2008) and closer examination of the political and socio-economic context of these schools is necessary to understand why gains have been lower than Hai, for example.  Similarly, while the schools allocated in Monduli, with its large nomadic pastoralist population,  have seen some improvement in girls’ enrolment relative to boys’ over time, in 2008 female populations in the schools in Monduli in which the project was working were still on average just 0.89 times the size of male populations.
Table 35: Schools in which the project is working: Changes in gender parity in enrolment and attendance over time, 2002-2008 by district

	
	Gender parity in enrolment
	Gender parity in attendance

	
	2002
	2008
	Change 02-08
	2002
	2008
	Change 02-08

	District
	
	
	
	
	
	

	
Arusha
	1.03
	1.03
	+0.00
	0.99
	0.98
	-0.01

	
Monduli
	0.86
	0.89
	+0.03
	0.99
	1.02
	+0.03

	
Moshi Rural
	1.04
	1.06
	+0.01
	1.02
	1.03
	+0.01

	
Hai
	0.91
	1.01
	+0.11
	1.04
	1.07
	+0.03

	
Babati
	0.87
	0.92
	+0.05
	1.02
	1.00
	-0.03

	
Mbulu
	0.97
	0.97
	+0.00
	1.14
	1.08
	-0.06


Gender parity in attendance has improved in the schools in Babati and Mbulu, tending towards more equal female and male attending populations over time from a starting point where attending female populations in these schools were comparatively larger (these remained larger in 2008).  In the schools selected in districts such as Hai, female attendance has become (even) more dominant relative to male attendance, and the overall picture might be one where male attendance gives greater cause for concern, albeit only at the primary school level. Female participation in education becomes more problematic in all the schools in which the project works as girls progress beyond primary school into secondary, as illustrated below. 

It is salient here to consider the impact of rural/urban character on possible changes over time.  In terms of schools within the sample for the TEGINT project, most districts had a mixture of urban and rural schools, so it is difficult to establish urban-rural differences by looking at district level disaggregation of findings.  Table 36 below shows enrolment and attendance gender parity patterns over time between urban and rural schools allocated to the project.  While differences over time between the two types of school were negligible in terms of attendance, there has been a clearer improvement in school enrolment in schools in rural areas compared with urban areas between 2002 and 2008 (+0.06 compared with +0.02).

Table 36: Changes in gender parity in enrolment and attendance over time, 2002-2008, by urban-rural character

	
	Gender parity in enrolment
	Gender parity in attendance

	
	2002
	2008
	Change 02-08
	2002
	2008
	Change 02-08

	Urban/ rural 
	
	
	
	
	
	

	
Urban
	0.95
	0.97
	+0.02
	1.02
	1.03
	+0.01

	
Rural
	0.93
	0.99
	+0.06
	1.01
	1.03
	+0.02


Enrolment and attendance in the schools in which TEGINT is working thus appear very much in line with trends remarked at district, regional and national level since 2002, which document the success of the government policy on expanding enrolments and securing gender parity.  

6.2 Progression in primary school

Progression is conceptualised here as pupils having been enrolled in a junior class at a particular (earlier) ‘X’ point in time and then enrolled in a more senior class year at a particular (later) ‘Y’ point in time. In order to know whether individual pupils have indeed progressed through school in this way, full administrative data tracking individual pupils would be required. However only school-level data on overall pupil numbers per class (classes 1-7) in different years was available, so progression has been defined here as a comparison between class sizes of girls and boys in more junior years at point in time ‘X’, and class sized in more senior years at point in time ‘Y’. 

Table 37 compares boys’ and girls’ progression from ‘Junior Primary’ (Class 1-4) to ‘Senior Primary’ (Class 5-7) between 2004 and 2008 in the schools in which the project is working.  Numbers of girls in Class 5 (2008) are expressed as a proportion of numbers of girls in Class 1 (2004).  Numbers of boys in Class 5 (2008) are also expressed as a proportion of numbers of boys in Class 1 (2004).  Proportions of girls progressing are then compared with proportions of boys progressing in a gender parity ratio.

Table 37: Schools in which TEGINT is working: Gender parity in proportions progressing from Junior Primary to Senior Primary, 2004-2008

	
	Proportion of girls progressing
	Proportion of boys progressing
	Gender parity in progression

	
	%
	%
	

	Total
	113
	101
	1.18

	By District
	

	
Arusha
	93
	87
	1.05

	
Monduli
	108
	116
	1.05

	
Moshi Rural
	71
	63
	1.32

	
Hai
	97
	115
	0.89

	
Babati
	190
	130
	1.25

	
Mbulu
	106
	95
	1.44


A data irregularity can be spotted in Table 37 that within some districts and indeed overall, proportions progressing from Class 1 to Class 5 are more than 100 per cent. This can be explained by the use of school-level data for analysis – Class 5 sizes are likely to be inflated compared with Class 1 sizes because new pupils will have arrived at school later than Year 1, and some may be repeating a year. Discernible differences in progression between girls and boys at this level of education are therefore difficult to find. However, a markedly low progression rate for both boys and girls in Moshi Rural between 2004 and 2008 would merit further consideration. 

Table 38: Gender parity in pass rates at Grade 5 by region according to government statistics 

	Region
	Percentages passing Grade 5 exam
	GPI pass rate

	
	Total
	Girls
	Boys
	

	National
	85
	84
	85
	0.99

	Arusha (Arusha, Monduli)
	88
	88
	88
	1.00

	Kilimanjaro (Moshi Rural, Hai)
	94
	96
	93
	1.04

	Manyara (Babati, Mbulu)
	90
	91
	89
	1.03


Pass rates are considered as a proxy to compare progression in the TEGINT project with wider data (Table 38). The proportion of girls progressing from junior to senior primary school in the schools in which TEGINT is working is better than the overall pass rate for the Arusha and Manyara regions, but worse than the regional figure for Kilimanjaro. 

When compared with the national picture on progression rates calculated the same way (Table 39) we see that progression rates in schools where TEGINT is working are on average higher for boys and girls than is the case nationally, although as previously stated this hides variation between districts. The data also suggests that there is gender parity in progression nationally, compared to the schools in which TEGINT is working where a higher proportion of girls are progressing. 

Table 39: Gender parity in progression to Grade 5 according to government statistics

	
	Number girls (boys) enrolled in Gr1 in 2005
	Number girls (boys) enrolled in Gr5 in 2009
	Proportion girls(boys) progressing
	GPI in progression

	Girls
	668,350 
	614,823 
	92 
	1.02

	Boys
	680,087
	610,857
	90
	


Source: MoEVT, 2009.

Table 40 considers broader progression from the beginning to the end of primary school. Numbers of girls/boys in Class 7 (2008) are expressed as a proportion of girls/ boys in Class 1 (2002).  Overall, proportions progressing from Class 1 to Class 7 in the schools in which the project is working appear to be higher for girls than for boys consistent with government efforts to improve girls’ enrolment. The data signal the possible significance of boys’ increased involvement in herding, agricultural work or off-farm activities in conditions of economic downturn. 

In Monduli, progression was high for both boys and girls in the schools in which the project is working and these schools had the second closest gender parity (after Moshi Rural, though the latter here had low proportions progressing overall). The conditions that have contributed to these high progression rates would bear further investigation, particularly given the pattern of gender parity in each class noted above.

Table 40: Gender parity in proportions progressing from Class 1 to Class 7, 2002-2008

	
	Proportion of girls progressing
	Proportion of boys progressing
	Gender parity in progression

	
	%
	%
	

	Total
	89
	77
	1.19

	
	
	
	

	By District
	
	
	

	
Arusha
	75
	67
	1.14

	
Monduli
	99
	96
	1.12

	
Moshi Rural
	67
	74
	0.96

	
Hai
	93
	71
	1.41

	
Babati
	98
	83
	1.19

	
Mbulu
	94
	69
	1.34


Table 41 enables us to look at these pass rates to the end of the primary phase in the schools in which the project is working in comparison to overall figures for the pass rates at the end of grade 7 for the regions.  It can be seen that the pass rates for girls in the schools in which TEGINT is working in all districts are better than the pass rates at the end of grade 7 for each region.

Table 41: Gender parity in pass rates at Grade 7 by region according to government statistics

	Region
	Percentages passing Grade 7 exam
	GPI pass rate

	
	Total
	Girls
	Boys
	

	National
	53
	46
	60
	0.76

	Arusha (Arusha, Monduli)
	66
	64
	69
	0.93

	Kilimanjaro (Moshi Rural, Hai)
	57
	59
	55
	1.06

	Manyara (Bababti, Mbulu)
	58
	53
	63
	0.84


Source: MoEVT, 2009

Comparing rural to urban areas in which TEGINT is working (Table 42), we can observe markedly lower progression rates for boys and girls in schools in rural areas. However, in both urban and rural areas girls are more likely than boys to progress. Explanations by members of the project team propose that in rural areas both boys and girls tend to have higher work burdens: boys have responsibility for agricultural work and girls’ domestic work is much more onerous because of limited infrastructure. In both settings, girls may be able to fit household chores around school, whilst boys’ work (farming or trading) may more likely take place during school hours, affecting their ability to progress in school. In addition, in more urban areas boys, not girls, are more likely to be involved in trading. The FGDs bear this out: slightly more boys’ FGDs, compared to girls’, mentioned inability to afford school costs as an outcome of poverty, and boys’ (not girls’) also mentioned low household income, lack of land, death of cattle, and parents’ low appreciation of the value of education as effects of poverty.  Barriers to education for boys may be linked to livelihood strategies and expectations to bring income into the family home.

Table 42: Gender parity in proportions progressing from Class 1 to Class 7, 2002-2008

	
	Proportion of girls progressing
	Proportion of boys progressing
	Gender parity in progression

	
	%
	%
	

	Total
	89
	77
	1.19

	Urban/ rural 
	

	
Urban
	97
	87
	1.17

	
Rural
	76
	68
	1.18


By using proxy indicators it can be seen that, overall, girls are more likely to progress through primary school to Grade 5 and Grade 7 than boys. Progression rates are higher in schools in which TEGINT is working than in regional and national government data. Despite this, there is much variation between districts and both girls and boys are vulnerable to dropping out of school.  Progression was lower for both boys and girls in rural areas, where time-related demands for engagement in agricultural and domestic work are likely to be higher.

6.3 Examination performance in primary school

From data presented above, no clear and consistent patterns in boys’ and girls’ enrolment, attendance or progression can be seen strongly at the primary level in the schools in which TEGINT is working.  Boys and girls tend to perform more or less equally and where there is cause for concern, it often relates to the under-enrolment, under-attendance or under-progression of boys.  However, the picture begins to change when progression through primary school is conceptualised differentlyas proportions of girls and boys in schools who have been enrolled over time and then passed Grade 7 end examinations. 

Table 43: Schools in which TEGINT is working by district: Gender parity in proportions progressing from Class 2 and then passing Grade 7 exams, 2002-2007

	
	Proportion of girls progressing (%)
	Proportion of boys progressing (%)

	Total
	56
	63

	By District
	

	
Arusha 
	50
	63

	
Monduli
	79
	83

	
Moshi Rural 
	28
	23

	
Hai
	58
	65

	
Babati
	45
	59

	
Mbulu
	60
	62


Table 43 shows numbers of boys and girls in the schools in each district in which the project is working who passed exams at the end of Class 7 (2007), expressed as a proportion of boys/girls who were enrolled in Class 2 in 2002.  In this analysis girls clearly perform less well than boys.  Overall, 63%of boys progressed from Class 2 enrolment to passing exams in Class 7, compared with just 56%of girls.  Under-performance of girls occurs in all districts except Moshi Rural , the district with the longest history of women’s education, a high female literacy rate and high levels of activism for sending children to school.  The gap between boys’ and girls’ progression were widest in Arusha and Babati. 

Table 44 looks at a similar calculation for the regions in which the project is working using published data and calculating the numbers passing Class 7 examinations in 2008 as a proportion of those enrolled in Class 4 in 2005.  This data suggests that progression in the schools in which the project is working is worse for girls but better for boys than the regional figures in Arusha; considerably worse for girls and boys in Moshi Rural compared to the regional figures; and somewhat worse for girls and boys in Hai compared to regional data.  The schools in which the project is working in Babati and Mbulu have better progression rates than those for the Manyara region as a whole. 

Table 44: Progression from Grade 4 to passing P7 examinations by region

	
	Proportion of girls progressing
	Proportion of boys progressing

	
	%
	%

	Arusha (Arusha & Monduli)
	53
	52

	Kilamanjaro (Moshi Rural & Hai)
	52
	45

	Manyara (Babati & Mbulu)
	42
	44


Calculated from BEST 2005 (Table 2a) & BEST 2009 (Table 2.13)

Despite particular under-progression for boys in the schools in which the project is working in rural areas, boys in rural schools (Moshi Rural excepted) are still more likely than girls in rural areas to progress and pass their Class 7 exams (Table 45), although this is the regional trend only in Manyara (Table 44). Some reasons proposed by the project team related to the content and nature of girls’ household responsibilities.  The unremitting nature of household chores could mean that although girls attend school they are less able to study after school, which affects their performance.  Meanwhile, boys who manage to go to school have more chance of success as they are excused from household chores (those boys who work to earn income tend not to attend school at all).  In the FGDs equal numbers of boys’ and girls’ groups commented on lack of school progression and performance as an outcome of poverty, an issue also mentioned by mothers but not fathers.  However, many more girls’ and mothers’ groups than boys’ and fathers’ groups commented on dropout and truancy as a consequence of poverty, suggesting that some girls’ lack of success in examinations and progression is associated with factors in school and the household that have particular salience for women.

In the rural schools in which the project is working, proportions progressing and passing exams overall are very much lower (around one third less) for girls and boys in comparison with urban areas (Table 45).

Table 45: Gender parity in proportions progressing from Class 2 and then passing exams in Class 7, 2002-2007, by urban-rural character

	
	Proportion of girls progressing
	Proportion of boys progressing

	
	%
	%

	Total
	56
	63

	Urban/ rural 
	
	

	
Urban
	72
	80

	
Rural
	43
	48


What might explain patterns of gender parity around progression and exam passing, namely that boys outperform girls? Looking at Table 46, it seems that girls enrolled in Class 7 in 2007 were markedly more likely than boys in Class 7 to be entered for exams, and of those enrolled in Class 7, equal proportions (59%) of girls and boys pass their exams. There is therefore a possibility of issues with the quality and support for girls in exam preparation and / or that girls may be being entered for exams before they are ready. Once entered, girls are less likely than boys to pass, even though their ability to pass is the same as boys. 

Table 46: Schools in which TEGINT is working: Primary 7 examination performance, 2007

	
	% girls
	% boys
	GPI

	Proportion enrolled who were entered for p7 exam
	96
	89
	1.08

	Proportion entered who passed p7 exam
	61
	67
	.91

	Proportion enrolled who passed p7 exam
	59
	59
	.99


The standard use of the term pass rates refers to the proportion of those entered for exams that pass. All districts follow the overall pattern of girls having lower pass rates than boys except for schools in Moshi Rural and Hai districts (Table 47). However, both these districts have the lowest overall pass rates, so it is more that boys seem to be performing substantially less well in Grade 7 exams, rather than girls doing better, in comparison with other districts. Analysing pass rates as a proportion of those enrolled, fewer girls are entered and fewer girls pass than boys in Arusha, whilst in Moshi Rural and Hai, more girls are entered and more girls pass than boys.  In Monduli, more girls are entered but pass rates are lower than boys meaning that boys do outperform girls overall.

Table 47: Schools in which TEGINT is working: Primary class 7 examination performance, 2007, by district

	District
	Proportion of enrolled entered for exam
	Proportion of those entered passing
	Proportion of those enrolled passing

	 
	Girls
	Boys 
	GPI
	Girls
	Boys
	GPI
	Girls
	Boys
	GPI

	Arusha 
	86
	93
	.93
	71
	83
	.86
	62
	77
	.80

	Monduli
	109
	91
	1.19
	55
	71
	.78
	60
	65
	.93

	Moshi Rural 
	102
	95
	1.07
	38
	32
	1.19
	38
	30
	1.28

	Hai
	105
	93
	1.14
	56
	46
	1.21
	58
	43
	1.38

	Babati
	77
	73
	1.05
	70
	85
	.82
	53
	62
	.87

	Mbulu
	98
	89
	1.10
	74
	82
	.91
	73
	73
	.99


Government statistics on pass rates (Table 48) can be compared to those in the middle column of Table 47. Both girls and boys do better in the schools in which TEGINT is working in Arusha district than the regional average, but in Monduli girls are less likely to pass. Schools in Moshi Rural and Hai follow the regional pattern of girls outperforming boys, but actual pass rates are lower for both. Meanwhile the opposite occurs in Babati and Mbulu: pass rates in TEGINT schools in these districts are significantly higher than those in Manyara region as a whole, and the regional pattern of boys outperforming girls follows in the project schools.

Table 48: Regional Percentage of pupils passing Grade 7 exam, 2008

	Region
	National
	Arusha
	Kilimanjaro
	Manyara

	Districts included
	 
	Arusha
	Moshi Rural
	Babati

	
	
	Monduli
	Hai
	Mbulu

	Percentages passing Grade 7 exam
	53
	66
	57
	58

	Percentages girls passing Grade 7 exam
	46
	64
	59
	53

	Percentages boys passing Grade 7 exam
	60
	69
	55
	63

	GPI pass rate
	0.76
	0.93
	1.06
	0.84


The proportion of girls and boys sitting exams who progress to secondary school is shown in Table 49(the number in brackets show the difference in proportions between those passing the P7 exam (Table 48) and those entering secondary school). The national data shows that smaller proportions of girls and boys go to secondary school than pass P7 exams, yet in Arusha and Kilimajaro regions equal or higher proportions progress to secondary school, suggesting that all children who pass in these two regions enter the next level of education. In Manyara a large proportion of girls and boys pass end of primary school exams but do not enter secondary school.

Table 49: Percentage of pupils sitting Grade 7 exam who progress to secondary school, 2008

	Region
	National
	Arusha
	Kilimanjaro
	Manyara

	Districts included
	 
	Arusha
	Moshi Rural
	Babati

	
	
	Monduli
	Hai
	Mbulu

	Percentages of those sitting exams selected for Form 1
	47 (-6)
	66 (0)
	57 (0)
	46 (-12)

	Percentages of girls sitting exams selected for Form 1
	42 (-4)
	67 (+3)
	59 (0)
	43 (-10)

	Percentages of boys sitting exams selected for Form 1
	52 (-8)
	69 (0)
	55 (0)
	49 (-14)

	GPI
	0.80
	0.97
	1.06
	0.88


In the primary schools in which TEGINT is working girls’ end of primary school exam pass rates are overall lower than boys. Exam performance is much lower in rural than urban schools. However, this section has shown that the usual way of calculating pass rates conceals the fact that the same proportion of girls and boys who are enrolled in P7 pass their exams, but a larger proportion of girls are entered for exams. Different patterns can be seen in the different districts in which TEGINT is working, both in terms of overall pass rates and gender parity in pass rates. Regional data suggests that in Arusha and Kilimanjaro pupils who pass the end of primary school exam do go on to secondary school but a significant number do not in Manyara.

6.4 Exam performance in secondary school -

Girls’ examination performance at secondary school level looks to be the opposite of that in primary school. At the secondary school level (Table 50) girls are markedly less likely than boys to be entered for exams (ratio 0.81) and the GPI of those passing exams as a proportion of those entered is considerably higher (favouring girls) in the schools in which the project is working compared to the national figure of 0.90 (favouring boys).

Table 50: Secondary schools in which TEGINT is working: Gender parity in secondary school examination performance, 2007

	Gender parity (girls: boys) in entry to secondary school exam
	0.81

	Gender parity (girls: boys) in passing secondary school exam (for those entered)
	1.20  (0.90*)


*Taken from 2007 BEST data, MoEVT 2009

Within this context of girls being less likely than boys to be entered for secondary school exams, once entered they are (unlike at primary level) more likely than boys (ratio 1.20) to pass those exams.  This correlates to some literature on girls’ education and secondary schooling in Tanzania that suggests that when there was very little access to secondary school only girls from more socially advantaged backgrounds took this up (Stambach 1998; Vavrus, 2002). DHS data (2004-5) suggests that the national GPI of attendance at secondary school indicates many more rural girls than boys attend (GPI 1.22), although for girls from poorest and richest quintiles the attendance ratios are in favour of boys (0.55 and 0.82 respectively).  In the absence of regional data on secondary school exam performance, it is difficult to say whether the schools in which TEGINT works represent better or worse contexts for girls’ attainment at this level.  

6.5 School gender profiles  

Based on the data above a ‘gender profile’ was constructed to gain a summary measure of outcomes that would capture the extent to which each school in which TEGINT is working was succeeding in supporting girls’ education.  Variables included in calculating gender profile scores were as follows: 

· Gender parity in girls to boys enrolled in Classes 1-7 in 2008.

· Gender parity in the proportions of girls to boys enrolled in Classes 1-7 in 2008 who were attending on February 15th 2008. 

· Gender parity in proportions of girls compared with proportions of boys who progressed from junior primary (Class 1) to senior primary (Class 5) between 2004 and 2008. 

· Gender parity in the proportion of Class 7 girls compared with Class 7 boys who were entered for end of primary school exams in 2007. 

· Gender parity in the proportions of girls compared with boys entered for Class 7 exams who then passed Class 7 exams in 2007.

· Gender parity in proportions of girls compared with proportions of boys who were retained between Class 1 in 2002 and Class 7 in 2008. 

· Gender parity in proportions of girls compared with proportions of boys who progressed from Class 2 (in 2002) and went on to pass Class 7 exams (in 2007). 

· Gender parity in proportions of girls compared with proportions of boys in 2008 who were repeating either Class 4 (end of junior primary) or Class 7 (end of senior primary). 

A mean was calculated of all the above values for each school, with particular indicators weighted more heavily than others (enrolment indicators and year repeating indicators weighted x 1; attendance, progression and exam entry indicators weighted x 2; indicators related to the passing of exams weighted x 3).  Average school scores on gender parity were then calculated. A score of less than one meant worse results for girls than for boys. A score of greater than one meant better results for girls than for boys. Scores were then ranked 1-57 and split into three equal groups (above average, average and below average) for purposes of analysis, particularly in examining relationships with other variables.

Distributions of schools falling into the different bands within different districts (Table 51) highlight Arusha, Monduli and Babati as the districts where the schools have poorer performance on girls’ education.  The schools in Moshi Rural and Hai have stronger overall performance on outcomes for girls. It should be borne in mind that gender parity rather than promotion of girls’ education per se is being measured. ‘Success’ in particular regions on girls’ education, may indicate issues around the enrolment, attendance or progression of boys.  

Table 51: School gender profiles, by district

	
	School gender profile

	District
	Below average
	Average
	Above average
	Total

	
	%
	%
	%
	%

	
Arusha
	57
	43
	0
	100

	
Monduli
	43
	43
	14
	100

	
Moshi Rural
	30
	10
	60
	100

	
Hai
	13
	38
	50
	100

	
Babati
	44
	33
	22
	100

	
Mbulu
	20
	40
	40
	100


In Monduli, the district with the lowest level of women’s literacy, and Babati, the district with the highest level of poverty, the project is working in schools with larger proportions of below average gender profiles; in Moshi Rural, with high levels of women’s literacy and low poverty, and Hai, with high levels of women’s literacy, TEGINT is working in schools with high proportions of above average gender profiles. The absence of any schools in Arusha with above average gender profiles is puzzling given the high literacy levels and higher incomes, but may indicate that the project has been directed to work in some of the schools with the poorest catchment areas and that more affluent families may not be accessing state schools.  

While the urban schools in which the project is working tended more towards average or above average gender profiles, rural schools tended clearly towards below average gender profiles. Reasons for this may relate to issues such as higher pupil teacher ratios and greater economic responsibilities of school age children. 

Table 52: School gender profiles, by urban-rural character

	
	School gender profile

	
	Below average
	Average
	Above average
	Total

	Urban/ rural 
	%
	%
	%
	%

	
Urban
	30
	35
	35
	100

	
Rural
	37
	33
	30
	100


This section has shown that the schools in which TEGINT is working have, like virtually all schools in Tanzania, shown gender parity in enrolment and attendance ratios throughout the primary cycle although, in rural areas, it has tended to be boys in certain classes who do not attend.  However, many of the rural schools in which the project is working have not had good examination results for girls and boys, and schools in some districts have somewhat worse records on progression and attainment than regional statistics, (although in some district results are better).  There is a greater proportion of below average gender profiles for rural schools TEGINT is working in and for schools in districts where there are lower levels of women’s literacy and a large proportion of the population live in poverty.   

How much do girls’ views about the level of support schools provide to meet their educational aspirations match the gender profiles of those schools? Table 53 compares girls’ views on the extent to which they consider their schools support girls’ education with the ‘reality’ of school gender based outcomes assessed through the gender profiles. In some instances girls are prone to speak positively about their school even when the school is under-performing relative to other schools. Almost four in ten of those who described their school as supporting girls’ education ‘very well’ were attending schools where gender profile performance was ‘below average’. Similarly four in ten of those describing their school as performing ‘well’ were attending schools in the below average gender profile category.  

Table 53: Girls’ views on school support for girls’ education compared with actual school gender profile performance

	
	By school gender profile
	

	
	Below
	Average
	Above
	Total

	Very well
	39
	26
	35
	100

	Well
	38
	25
	38
	100

	Average
	25
	45
	30
	100


When girls’ views on school quality are compared with actual school performance in terms of proportions of girls passing Class 7 exams (Table 54) we see that 40% and 35%of those girls whose school’s performance was above average did feel their schools performed ‘very well’ or ‘well’, respectively.. However, 26%and 36%of those who felt their school performed ‘very well’ or ‘well’ respectively were also attending schools whose female exam passes were below average. No pupils whose school fell below average on girls’ exam passes described the school as ‘very poor’ on girls’ education. Transforming girls’ education may thus entail some work with girls to understand the nature of the conditions of teaching and learning at their school and how they can make reasonable demands for more support with passing examinations. It is noticeable that a lack of support for learning was not mentioned as an obstacle girls anticipated, yet processes in school as much as outside are likely to be a barrier.

Table 54: Girls’ views on school quality compared with actual school performance on proportions of girls passing Class 7 exams 

	
	By girls’ exam passes
	

	
	Below
	Average
	Above
	Total

	Very well
	26
	34
	40
	100

	Well
	36
	28
	35
	100

	Average
	31
	43
	26
	100

	Poor
	29
	71
	0
	100

	Very poor
	0
	50
	50
	100


Table 55: Girls’ views on school quality compared with actual school performance on proportions of girls progressing from junior primary (Class 1) to senior primary (Class 5) 

	
	By girls’ school progression
	

	
	Below
	Average
	Above
	Total

	Very well
	32
	43
	25
	100

	Well
	33
	25
	42
	100

	Average
	28
	32
	39
	100

	Poor
	39
	39
	22
	100

	Very poor
	50
	0
	50
	100


Considering girls’ views on school quality broken down by the extent to which schools in which TEGINT is working perform well on girls’ progression (from Class 1 to Class 5) around a third of both those girls who described their school as performing both ‘well’ and ‘very well’ on school support for girls’ education were enrolled in schools where performance on progression was below average (Table 55). Interestingly, of the girls who described their school as ‘very poor’ in this sense, 50 per cent were in below average schools and 50 per cent were in above average schools regarding progression from junior to senior primary. 

This data suggest that girls surveyed tend to have high aspirations for their schooling but do not have much perspective on their potential for progression or attainment or whether problems rest with individual girls, their families, communities or with arrangements in school. This is unsurprising as with the exception of highly politicised student mobilisations against aspects of schooling, for example in South Africa in the 1970s and 1980s (Unterhalter et al, 1991; Nkomo, 1990) or in Chile during the ‘Penguins’ revolution against privatization (Chovanec and Benitez, 2008), both of which involved primarily secondary school students, critical views by young people on their schooling are not much reported. 

When girls’ views on the obstacles that will prevent them achieving their desired level of education are analysed in relation to school gender profile (Table 56) it can be seen that schools supporting a higher level of progression and attainment for girls were also the schools where girls were more likely to cite a range of problems that might hamper their education.

Table 56: Girls’ views on the obstacles that will prevent them from achieving their desired level of education, by school gender profile performance

	
	Gender profile of school 

	
	% who mentioned

	
	Below average
	Average
	Above average

	Early marriage
	65
	93
	69

	Poverty
	82
	100
	88

	Parents withdraw from school
	24
	29
	19

	Old for class
	29
	0
	6

	Lack of facilities
	12
	36
	31

	Distance from school
	29
	36
	19

	Ill health
	47
	29
	38

	Pregnancy
	41
	93
	69


In above average gender profile schools girls were more likely than in other schools to cite difficulties with a lack of facilities, the risk of pregnancy, poverty and early marriage.  Conversely in schools with a below average gender profile, while early marriage and poverty were mentioned by significant proportions, only small proportions mentioned lack of facilities. It appears that in schools that ‘do more’ for girls there is more refusal to accept the lack of school facilities and an increased awareness of the problems around gender and education. Similarly, while girls in above average schools cite pregnancy as a key risk to their education, it may be that they are not yet pregnant but their awareness around the risks of pregnancy mean they are less likely to become pregnant.  This suggests that the more critical and aware girls might become of their schooling, the more they would be able to advance notions of gender equality within the school and beyond.  

7.  Teachers

A number of studies on girls’ retention at school point to the significance of the presence of female teachers (King & Hill, 1993; Glick, 2008; Sperandino & Kagoda, 2009; Athill & Jha, 2009) as an encouragement to parents that their daughters will be safe, and because of the positive role models female teachers present.  However, the extent to which it is simply the presence of a woman in a classroom, or other features associated with her employment and the form of her relationship with male colleagues has not been much examined. There has also been remarkably little research on whether particular features of teachers’ conditions of employment might support girls’ schooling or action on gender equality. Data from the baseline studies allows us to consider some of these features of teacher employment and explore their relationship with the school gender profile and girls’ aspirations.

7.1 Pupil: Teacher ratios

Pupil: teacher ratios (PTR) in the schools in which TEGINT is working have fairly high numbers of pupils for each teacher (Table 57), raising concern over the possible quality of teaching in these schools. In addition, pupil: teacher ratios have shifted dramatically over the six years between 2002 and 2008. Whereas in 2002 schools in the data had an average of 30 pupils for every teacher, in 2008 they had an average of 42 pupils for every teacher. 
Table 57: Schools in which TEGINT is working: Pupil teacher ratios, 2002 and 2008 

	
	2002
	2008

	
	%
	%

	Ratio of pupils: teachers
	30:1
	42:1


This data correlates to government efforts to promote mass pupil enrolment in order to take forward the Mkukuta strategy and meet the MDGs Improved enrolment without corresponding funding for an increase in numbers are likely to have had implications for the quality of education girls and boys receive.  

Table 58: Pupil teacher ratios, 2002 and 2008, in schools in which TEGINT is working by district

	
	2002
	2008

	
	%
	%

	Ratio of teachers: pupils
	

	
Arusha 
	41:1
	42:1

	
Monduli
	39:1
	46:1

	
Moshi Rural 
	15:1
	35:1

	
Hai
	35:1
	38:1

	
Babati
	33:1
	51:1

	
Mbulu
	37:1
	45:1


Breaking down pupil: teacher ratios to the schools in which the project is working in each district, Table 58 shows that the districts with the greatest lapse in ‘school quality’ with regard to PTR are in Moshi Rural and Babati. In 2002 PTR in the schools in these districts were 15 and 33 pupils per teacher respectively; in 2008 the figures were 35 and 51 pupils per teacher respectively. PTRs have consistently been poor (over 40 students to 1 teacher) in the schools in which the project is working in Arusha between 2002 and 2008, but have remained steady over time and in 2008 three other districts performed worse on pupil-teacher ratios. 

The three districts in which TEGINT works that had higher proportions of schools with below average gender profiles were Arusha, Monduli and Babati. The schools in Arusha have had consistently high PTRs and in Monduli and Babati these have increased quite markedly between 2002 and 2008. The ways in which high PTRs may have particular consequences for girls’ progression and attainment merits further investigation.

Table 59: Pupil teacher ratios, 2002 and 2009, nationally and by region

	
	2002
	2009

	National average
	53:1
	54:1

	Arusha (Arusha, Monduli)
	55:1
	42:1

	Kilimanjaro (Moshi Rural, Hai)
	40:1
	36:1

	Manyara (Bababti, Mbulu)
	-
	52:1


Source: MoEVT, 2002; MoEVT, 2009

PTRs in schools in which TEGINT is working (Table 58) contrast with the national picture (Table 59) where the PTR has remained fairly constant between 2002 and 2009 at 53:1 and54:1 respectively.  The national PTR is lower than those in schools in which TEGINT works.  The national ratio also hides regional variation, which will partly explain the difference. In fact, the PTRs in schools the project is working in broadly match regional averages shown in Table 59 for 2009.
In the rural areas in which the project is working, the increase in the number of pupils per teacher has been even larger (Table 60). Pupil: teacher ratios have remained steady – if poor – in schools in urban areas but they have changed dramatically in rural areas overall, from 27:1 in 2002 to 45:1 in 2008.  There is a little more difference for 2002 ratios with those in schools allocated to the project lower than regional averages. 

Table 60: Pupil teacher ratios, 2002 and 2008, by urban-rural character

	
	2002
	2008

	
	%
	%

	Ratio of teachers: pupils
	
	

	
	
	

	
Urban schools
	35:1  
	37:1

	
Rural schools
	27:1 
	45:1 


Overall we can see that pupil: teacher ratio averages for schools in which the project is working are in line with regional averages, with there are significant variation between regions, from 36:1 in Kilimanjaro to 52:1 in Arusha - all better than the national average. 

7.2 The gender profile of teachers

The literature on gender and attainment has given considerable attention to the question of whether more female teachers support better retention and progression of girls at school (King & Hill, 1991; Carrington, Tymms, and Merrell 2008).  Studies in some countries show positive effects on girls’ enrolment if more female teachers are employed, although they are not able to prove a causal link (Glick, 2008; Carrington, Tymms, and Merrell, 2008).  They suggest that when children’s attitudes to learning are examined and data is controlled for socio-economic status, teacher’s gender is not a factor in student’s attainment.  In the context of the particular issues with gender and education in Tanzania which affect the work of TEGINT, that is opportunities to enter and progress in primary school but many concerns about whether schools support learning to advance gender equality within them and in the society beyond, the sexual division of labour among teachers has some salience.

Table 61: Schools in which TEGINT is working: Gender parity in teaching staff profiles, 2002 and 2008 

	
	2002
	2008
	Change 02-08

	
	
	
	

	Ratio of women: men
	2.62
	2.02 (1.02*)
	-0.60


*National GPI teachers, taken from BEST 2008 data, MoEVT, 2009, p. 18

Table 61 shows teaching in the schools in which TEGINT is working to be a highly feminised profession.  Although numbers of women teaching in these schools dropped relative to men between 2002 and 2008, in 2008 there were still twice as many female teachers as male teachers.  This contrasts starkly with the national picture of gender parity in primary teaching.  This may indicate more men being drafted into the profession over time, especially in rural areas, in order to cope with enrolment increases. 

Table 62: Gender parity in teaching staff profiles by district, 2002 and 2008

	
	2002
	2008
	Change 02-08

	
	
	
	

	Ratio of women: men
	
	
	

	
Arusha
	5.93
	3.18
	-2.75

	
Monduli
	1.72
	0.88
	-0.83

	
Moshi Rural 
	4.90
	4.03
	-0.87

	
Hai
	2.31
	1.60
	-0.71

	
Babati
	0.55
	1.04
	0.49

	
Mbulu
	1.35
	1.49
	0.13


Looking at the schools TEGINT is working in by district (Table 62), we can see that in 2002 teaching was most feminised in Arusha, with six times as many female staff as male staff. This is a familiar pattern in other areas of Tanzania where women tend to take teaching jobs where their husbands work and so female teaching is particularly dominant within urban centres of employment (Barrett, 2008). Change over time within Arusha suggests a particular urban influx of male teachers, possibly to cope with increased pupil enrolments. Male teachers tend to have a stronger presence in more deprived and more rural areas (for example in Babati; these areas can also be perceived as less safe and supportive for women), though Moshi Rural stands out as an exception here, with between 4 and 5 female teachers for every male teacher, possibly because of the long history of women’s education in the district. 

Findings above are to some degree supported by Table 63 below, which shows that teaching is markedly more feminised in the urban schools in which the project is working compared with rural schools. These urban schools are also where girls perform better overall, with gender profile scores tending towards average and above average (Table 51).  

Table 63: Gender parity in teaching staff profiles by urban-rural character, 2002 and 2008

	
	2002
	2008
	Change 02-08

	
	
	
	

	Ratio of women: men
	
	
	

	
Urban schools
	4.06
	2.63
	-1.43

	
Rural schools
	2.00
	1.80
	-0.20


Data was also collected in a number of teacher colleges, including gathering information about the relative number of male and female trainees and staff at the colleges. Exploring further the notion of teaching as a feminised profession (albeit one where women tends towards diplomas and men are more likely to hold degrees), gendered patterns within academic and professional success can also be seen. Table 64 shows gender parity ratios for the composition of teacher trainees in the colleges surveyed in the districts in 2002, 2004, 2006 and 2007. It also shows gender parity ratios for the staff who train teacher trainees in these four years. Female teacher trainee group sizes were either equal to or greater than the sizes of male teacher trainee groups between 2002 and 2007. This paints a picture which suggests women have had a strong presence in teacher training colleges as trainees. However, looking at staff compositions within colleges, while women were strongly represented as trainees, they were under-represented as qualified and more senior staff training teacher trainees. In all four years for which data was available, women made up less than half of college staff, with the picture being more unequal in 2007 (0.67) than in 2002 (0.79). 

Table 64: Gender parity in teacher colleges, teacher trainees and staff

	
	Female: male GPI

	Teacher trainees
	

	Gender parity 2002
	2.11

	Gender parity 2004
	1.07

	Gender parity 2006
	0.87

	Gender parity 2007
	1.01

	
	

	Staff
	

	Gender parity 2002
	0.79

	Gender parity 2004
	0.50

	Gender parity 2006
	0.73

	Gender parity 2007
	0.67


Schools were banded according to gender parity among teaching staff as a key independent variable for examining school gender outcomes. Numbers of female staff in 2008 were divided by numbers of male staff in 2008, such that scores of greater than one indicated more female than male staff (with scores of less than one indicating fewer female than male staff). Schools were grouped according to gender parity score: 1) below average proportions of women; 2) average proportions of women; 3) above average proportions of women.  The picture with regard to gender parity among teachers and a school gender profile is discussed below but before considering this, some aspects of INSET provision are reviewed (Tables 81-83). 

7.3 Teacher qualifications

Teaching qualifications fall into four main categories with respect to primary education: degree, diploma and Certificate III Grades A, B and C. Grade IIIC teachers have completed primary education and undergone a short course; grade IIIB teachers have completed primary education and undertaken three to four years of teacher training; grade IIIA teachers have completed secondary education and undertaken 3-4 years of teacher training. In 1995 the Education and Training Policy made Grade IIIA the minimum qualification for teachers in primary schools. Candidates entering teacher training colleges must now hold O-level certificates.  An upgrading programme has aimed to bring non-Grade A certificate holders up to O level standard through distance education, but there remain primary school teachers who have not undergone this programme (Komba and Nkumbi, 2008).
In each school in which the survey was conducted head teachers were asked to provide data on the highest qualification of their staff in 2002 and 2008. The tables below summarise this.  Numbers are calculated as the mean percentage distribution of qualifications at each school; hence they may not add up to 100%.  It can be seen that (as in Table 65), in 2002 the majority of female and male teachers across all schools did not hold the minimum qualification set by the Government for teaching in primary schools. In Babati this was 100% of female teachers and 96% of male teachers. Arusha district fared better with 59% of women teachers and 37% of men not holding the minimum qualification. Overall women were more likely than men to hold the minimum teaching qualification. Proportions of women and men with diplomas and degrees were significantly higher in Mbulu and Moshi Rural than in other districts.

Table 65: Percentage of female and male teachers holding each qualification, by district, in 2002 

	2002
	Women
	Men

	District
	IIIb
	IIIa
	Diploma
	Degree
	IIIb
	IIIa
	Diploma
	Degree

	Arusha 
	59
	41
	0
	0
	37
	43
	0
	0

	Monduli
	75
	0
	4
	2
	89
	0
	1
	2

	Moshi Rural
	66
	7
	23
	0
	62
	22
	20
	0

	Hai
	83
	17
	0
	0
	76
	14
	0
	0

	Babati
	100
	0
	0
	0
	96
	0
	4
	0

	Mbulu
	88
	0
	11
	1
	78
	0
	16
	5

	Total
	78
	8
	8
	1
	84
	11
	7
	2


*Note these numbers are calculated as the mean percentage distribution of qualifications at each school, hence they may not add up to 100%.

By 2008 the picture had changed somewhat, with higher proportions of women and men holding the minimum teaching qualification (Table 66).  However, the majority of teachers in the schools in which TEGINT is working 60% of women and 61% of men still do not hold the Certificate IIIA or higher. The improvements have been greatest, for both women and men, in Arusha, Moshi Rural, and Babati districts, whilst in Hai there are an increased proportion of under-qualified male teachers.  The proportion of women and men holding degrees and diplomas in the teaching profession has also improved since 2002, although these teachers are still in the minority. 

Table 66: Percentage of female and male teachers holding each qualification, by district, in 2008 

	2008
	Women
	Men

	District
	iiib
	iiia
	Diploma
	Degree
	iiib
	iiia
	Diploma
	Degree

	Arusha 
	23
	96
	13
	1
	15
	69
	20
	2

	Monduli
	80
	0
	13
	1
	80
	0
	9
	3

	Moshi Rural
	31
	49
	22
	0
	32
	43
	22
	1

	Hai
	75
	13
	0
	0
	88
	13
	0
	0

	Babati
	78
	1
	12
	0
	71
	4
	13
	1

	Mbulu
	80
	0
	10
	0
	71
	0
	17
	2

	Total
	61
	25
	12
	0
	60
	21
	14
	1


*Note these numbers are calculated as the mean percentage distribution of qualifications at each school, hence they may not add up to 100%.

Table 67: Percentage change 2002-2008 of female and male teachers holding each qualification, by district

	Change 02-08
	Women
	Men

	District
	iiib
	iiia
	Diploma
	Degree
	iiib
	iiia
	Diploma
	Degree

	Arusha 
	-36
	+55
	+13
	+1
	-23
	+26
	+20
	+2

	Monduli
	+5
	0
	+9
	-1
	-9
	0
	+8
	0

	Moshi Rural
	-35
	+41
	-2
	+0
	-30
	+21
	+2
	+1

	Hai
	-8
	-4
	0
	0
	+11
	-2
	0
	0

	Babati
	-22
	+1
	+12
	0
	-25
	+4
	+9
	+1

	Mbulu
	-7
	0
	-2
	-1
	-6
	0
	+2
	-3

	Total
	-16
	+17
	+4
	-1
	-25
	+10
	+7
	0


When the 2008 qualifications of teachers in the schools in which TEGINT operates are compared with 2009 BEST data on teacher qualifications in the 3 regions we see a stark contrast. Whilst the majority of primary school teachers are not qualified up to Certificate Grade IIIA level in the schools that the project is working in, government statistics show that less than 10% are under-qualified in the regions as a whole (Table 68).  

Table 68: Qualifications of primary school teaching staff  (BEST figures)

	Percentage of teachers with:
	National 2009
	Arusha (Arusha, Monduli)
	Kilimanjaro (Moshi Rural, Hai)
	Manyara (Bababti, Mbulu)
	National 2005

	
	
	
	
	
	M


	F


	All



	Certificate Grade B/C 
	10
	9
	6
	3
	40
	43
	42

	Certificate Grade A
	85
	67
	90
	95
	58
	54
	56

	Certificate Diploma
	5
	23
	3
	2
	2
	3
	3

	Degree qualification
	1
	1
	0
	0
	0
	0
	0

	Pupil teacher ratio
	42
	36
	52
	54
	 
	 
	 


Source:  calculated from National BEST data, MoEVT 2009 p.35; MoEVT 2005, table4.5 

Teacher qualifications by urban-rural location (Table 69) shows that there is not a high degree of variation. The main difference is with the IIIa qualification: both women and men are less likely to hold this in rural schools than in urban schools where TEGINT is working.

Table 69: Percentage of female and male teachers holding each qualification, by urban-rural characteristic, in 2008

	2008
	Women
	Men

	
	IIIb
	IIIa
	Diploma
	Degree
	IIIb
	IIIa
	Diploma
	Degree

	Urban/peri-urban
	60
	42
	10
	0 
	54
	28
	14
	2

	rural
	61
	18
	14
	0 
	63
	20
	14
	1

	Total
	61
	27
	12
	0 
	60
	23
	14
	1


*Note these numbers are calculated as the mean percentage distribution of qualifications at each school, hence they may not add up to 100%.

Table 70 shows associations between changing girls’ attendance, changing teacher qualifications and changing pupil: teacher ratios over time. Here it can be noted that change in girls’ attendance between 2002 and 2008 was positively associated with improving teacher qualifications over the same period. This means that as teacher qualifications and grades increased within a school, so did proportions of girls attending school. However, it should be noted that correlations are fairly weak and that correlation does not imply causation and it cannot therefore be assumed that improvements in girls’ attendance in particular schools was necessarily caused by improving teacher grades/ qualifications. More notably and with a stronger correlation, a positive relationship can be noted in Table 70 between changing pupil: teacher ratios and changing girls’ attendance patterns. In schools where the number of teachers increased in a school relative to its number of pupils between 2002 and 2008, the proportion of girls enrolled who actually attended also improved.

Table 70: Correlations between changing girls’ attendance and changing school characteristics, 2002-2008

	
	Changing girls’ attendance 

	Changing teacher qualifications 
	0.15

	Changing pupil teacher ratios
	0.31


Overall levels of qualifications and staff seniority within schools in which the project is working constituted an important independent variable by which to consider gender outcomes.  Qualification profiles and bands were constructed (see Appendix 5).  Qualification profiles by district are given in Table 71. From this, it can be seen that the schools in which the project is working in Arusha have a particularly qualified teaching workforce, which is interesting given its relative under-performance in terms of school gender profiles. The schools in Babati had a particularly poorly qualified workforce, which seems to fit with its generally poor performance on the school gender profile. This also may help explain some lack of activity on gender outreach work and school management discussed below.  

Table 71: Teacher qualification profiles by district

	
	School teacher qualification profile

	District
	Below average
	Average
	Above average
	Total

	
	%
	%
	%
	%

	
Arusha
	0
	13
	88
	100

	
Monduli
	50
	40
	10
	100

	
Moshi Rural
	10
	40
	50
	100

	
Hai
	63
	38
	0
	100

	
Babati
	78
	11
	11
	100

	
Mbulu
	20
	50
	30
	100


Breaking down patterns by schools’ urban-rural character, it can be noted that teaching workforces were least qualified in rural schools (Table 72). Such findings square with poorer gender profile performance in these schools overall, and with particularly increased pressure in rural areas for more teachers, who must become qualified quickly and therefore are less likely to hold diplomas/ degrees. The expansion of enrolment in many rural schools has been associated with the deployment of teachers with lower qualifications in many of these areas.

Table 72: School teacher qualification profiles by urban-rural character

	
	School teacher qualification profile

	
	Below average
	Average
	Above average
	Total

	Urban/ rural 
	%
	%
	%
	%

	
Urban
	30
	25
	45
	100

	
Rural
	40
	37
	23
	100


The analysis in this section suggests that teacher qualifications in the schools in which TEGINT is operating are somewhat lower than in the regions as a whole. To what extent do these patterns concerning gender and teacher qualifications link with girls’ views about their schooling?  Table 73 indicates that where teachers are better qualified, girls are more likely to cite numerous barriers to their education – early marriage, poverty, ill health (perhaps reflecting awareness of HIV/AIDS) and pregnancy. This may be a function of increased political mobilisation, NGO activity and general awareness-raising activities among more educated teachers.  Conversely, in schools where teacher qualifications are below average girls were less likely to comment on anxieties about early marriage, lack of facilities, distance from school, or fears of pregnancy. The only area in which girls attending schools with less qualified teachers commented on as much as girls with averagely qualified teachers were anxieties about being old for their class or suffering ill health. Both of these say something about personal difficulties that might ‘just happen’.  All other obstacles cited, indicate some awareness about social, cultural, and economic relations in society. It therefore appears that more qualified teachers may not correlate strongly with improved gender profiles, but do seem to be an important component of wider social understanding among girls.  

Table 73: Girls’ views on the obstacles that will prevent them from achieving their desired level of education, by school teacher qualification profile

	
	Teacher qualifications within school 

	
	% who mentioned

	
	Below average
	Average
	Above average

	Early marriage
	58
	63
	77

	Poverty
	19
	17
	31

	Parents withdraw from school
	3
	3
	9

	Old for class
	34
	30
	34

	Lack of facilities
	5
	1
	17

	Distance from school
	22
	30
	41

	Ill health
	56
	52
	69

	Pregnancy
	58
	63
	77


Table 74 supports this pattern indicating girls in schools where teacher qualifications fell above average (and these tended also to be urban schools) were more likely than in other schools to cite ‘political’ or ‘economic’ solutions to the obstacles they faced, notably sponsorship (to cover costs), improved facilities, stopping early marriage, provision of family life education and the enlightenment of parents.  Significantly, they were also more ‘political’ in that they were markedly more likely than in schools where teacher qualifications were below average or average (45 per cent compared with 10 per cent and 13 per cent, respectively) to cite the abolition of fees and levies as important. Girls in schools with less qualified teachers did call for the provision of facilities in similar proportions, but with regard to all other solutions suggested these girls were less forthcoming than girls attending schools with better qualified teachers.

Table 74: Girls’ views on how to overcome obstacles to attaining their desired level of education, by school teacher qualification profile

	
	% mentioned

	
	By school teacher qualification profile

	
	Below
	Average
	Above

	Sponsorship
	57
	61
	70

	Provision of facilities
	40
	41
	44

	Stop early marriage
	38
	25
	52

	Abolish fees and levies
	10
	13
	45

	Family Life Education
	32
	41
	66

	Enlightenment of parents
	40
	42
	60


This data suggest that improving the qualification level of teachers may be a very important strategy to pursue in supporting girls to assess their educational conditions and identify solutions to obstacles for which they can help mobilise support.

7.4  Teachers and INSET

A number of studies (Vavrus, 2005; Mwanga, Jensen et al, 2007; Helleve, Flisher et al, 2009) have noted the limited levels of training and support teachers receive as a factor in why initiatives to teach children about HIV are not as successful as may be anticipated. Baseline data was collected on the number of teachers who had received training on gender and HIV/AIDS.

First, from teacher college data (Table 75) it can be shown that markedly greater action has been taken for training on HIV/ AIDS than it has on issues of gender and education.

Table 75: Teacher college training in the last year on gender and HIV/AIDS  

	
	Yes
	No

	
	%
	%

	Gender
	20
	80

	HIV/ AIDS
	100
	–


In 2008 all teacher colleges had provided training in the last year for future teachers on issues of HIV/AIDS, whereas only one in five colleges sampled had provided teacher trainees with training and information on issues of gender. Gendered patterns whereby girls are more likely than boys to be entered for but not pass primary school exams might be causally related to such an absence of training on gender and education.  

Table 76: Changing average proportions receiving INSET training on HIV and sex, 2004 and 2008

	
	2004
	2008
	Change 02-08

	
	%
	%
	%

	Average proportions:
	

	Basic teacher training on sex
	–
	16
	

	Special course on sex
	–
	15
	

	Basic teacher training on HIV/ AIDS
	13
	26
	+13

	Special course on HIV/ AIDS
	13
	32
	+19


A similar picture is evident in the schools TEGINT is working in (Table 77) to that painted in teacher colleges, in that greater proportions of schools have provided training on HIV/ AIDS than on ‘sex’ (though issues arise around research instruments here, where training on gender may have been interpreted during fieldwork as sex education). In 2004 no training was given in any school on ‘sex’ (or indeed gender) compared with approximately 15 per cent of schools in 2008. HIV/AIDS training was more prominent, with 13 per cent of schools providing this in 2004 and around 3 in ten schools providing it in 2008. However, levels of training overall were low despite improvements over time.  

Breaking down INSET training figures by district (Table 77), the schools assigned to the project in Moshi Rural stand out as those with the greatest proportion educating staff on HIV/AIDS. Levels of training in schools assigned to the project in Arusha are low at 4 per cent in 2008 (with no Arusha schools associated with the project providing training on HIV/AIDS in 2004).  Such figures are surprising given the urban character of Arusha and its status as a tourist centre, meaning it suffers greater problems with HIV/AIDS than more rural areas.  Similarly, Table 78 indicates that rural schools allocated to TEGINT – not urban schools as might be expected given greater need in urban areas – have been those with the greatest levels of training/ improvements in amounts of training provided on HIV/AIDS, over time.   

Table 77:  Changing average proportions receiving INSET training* on HIV and sex, 2004 and 2008

	
	2004
	2008

	
	Level of sex training
	Level of HIV/AIDS training
	Level of sex training
	Level of HIV/AIDS training

	
	Basic 
	Special 
	Basic 
	Special 
	Basic 
	Special 
	Basic 
	Special 

	
	%
	%
	%
	%
	%
	%
	%
	%

	Arusha 
	–
	–
	7
	5
	–
	–
	4
	4

	Monduli
	​–
	–
	22
	–
	16
	–
	13
	–

	Moshi Rural 
	–
	–
	16
	16
	–
	–
	66
	58

	Hai
	–
	–
	22
	33
	26
	26
	54
	29

	Babati
	–
	–
	–
	–
	–
	–
	11
	–

	Mbulu
	–
	–
	11
	–
	21
	–
	–
	–


*Respondents were asked about whether training was ‘basic’ – just one or two hours – or ‘special’ involving a full day or more.
Table 78:  Changing average proportions receiving INSET training* on HIV and sex, 2004 and 2008

	
	2004
	2008

	
	Level of sex training
	Level of HIV/AIDS training
	Level of sex training
	Level of HIV/AIDS training

	
	Basic 
	Special 
	Basic 
	Special 
	Basic 
	Special 
	Basic 
	Special 

	Schools:
	%
	%
	%
	%
	%
	%
	%
	%

	
Urban 
	–
	–
	11
	8
	11
	–
	18
	11

	
Rural
	–
	–
	13
	20
	20
	18
	38
	47


*Respondents were asked about whether training was ‘basic’ – just one or two hours – or ‘special’ involving a full day or more.

A banded variable was created in order to group schools by levels of INSET training provided comprises a selected number of administrative data variables also used in the overarching ‘school management performance’ summary variable (section 9). Schools were scored and ranked according to the extent to which they provided INSET staff training on HIV and sex in 2008.  Schools were then grouped into three bands: 1) below average levels of INSET training; 2) average levels of INSET training; 3) above average levels of INSET training.  There is a high level of variation between districts: 90% of schools in Babati and Monduli fall below average in INSET training, whilst in Hai 90% of schools are above average.

Table 79: Banded In-service training on HIV and gender profile score 2008, by district

	 
	Arusha
	Monduli
	Moshi Rural
	Hai
	Babati
	Mbulu
	Total

	Below Average
	38
	50
	50
	11
	90
	90
	56

	Average
	25
	20
	0
	0
	10
	0
	9

	Above average
	38
	30
	50
	89
	0
	10
	35

	Total
	100
	100
	100
	100
	100
	100
	100


Table 80: Girls’ views on the obstacles that will prevent them from achieving their desired level of education, by school levels of INSET training on HIV/ AIDS and gender

	
	Levels of INSET training on HIV/ AIDS and gender 

	
	% who mentioned

	
	Below average
	Average
	Above average

	Early marriage
	30
	73
	44

	Poverty
	65
	68
	68

	Parents withdraw from school
	20
	27
	24

	Old for class
	4
	5
	5

	Lack of facilities
	29
	30
	40

	Distance from school
	6
	9
	11

	Ill health
	33
	32
	27

	Pregnancy
	56
	77
	58


Where schools are ‘above average’ on INSET training, girls in these school were no more likely than in other schools to cite pregnancy as a problem, and they were less likely than in other schools to cite ill health (including HIV/AIDS) as a potential barrier to their education. Thus, it seems that general teacher education as opposed to intensive ‘microwaving’, i.e. giving teachers short intensive bouts of training, seems more effective for raising the awareness of girls on important potential barriers to their educational progression. 

On the notion of overcoming obstacles rather than simply identifying them (as in Table 80) the extent to which teachers in a school had received INSET training on HIV/AIDS and gender did appear to be associated with girls perceptions on how to overcome obstacles. As in schools where teachers were more qualified, schools with above average levels of INSET training were associated with girls’ increased citing of facilities, sponsorship, stopping early marriage, family life education, enlightenment of parents and the abolition of fees and levies as key solutions to overcoming educational obstacles. 

Table 81: Girls’ views on how to overcome obstacles to attaining their desired level of education, by school INSET TRAINING profile

	
	% mentioned

	
	By school INSET training profile

	
	Below
	Average
	Above

	Sponsorship
	59
	67
	66

	Provision of facilities
	37
	37
	51

	Stop early marriage
	30
	63
	43

	Abolish fees and levies
	14
	26
	32

	Family Life Education
	39
	58
	49

	Enlightenment of parents
	38
	67
	55


Thus in reviewing four elements associated with teacher deployment and training in the schools in which the project is working– class size, teacher qualifications, teacher gender, and additional INSET training on HIV and gender – it can be seen that in some districts the schools in which the project is working are better than district or national averages, notably with regard to class size and teacher qualifications. The gender patterns of teacher deployment in the project areas are very different to the national picture, with much more women working in the project schools. This may well reflect district variation (district data was not available to make comparisons). It suggests that girls do have role models with regard to aspirations for future employment and do, potentially, have women they can turn to for advice. However, the solutions girls offer for overcoming obstacles to their education only explicitly draw on teachers in relation to family life education. Nonetheless schools with better educated teachers were those where girls were more able to identify problems and strategies. Better trained teachers, whose training was complemented by INSET courses, were a particularly valuable resource for girls, and this appears a more sustainable resource than just INSET provision alone.

We now turn to look at how teacher training and deployment bear on girls’ progression and attainment at school as captured by school gender profiles.

7.5   Teacher conditions and school gender profiles

Table 82 looks at a number of aspects of teacher conditions in relation to the proportions of girls’ attending school. Attendance increased in the schools in which the project works in Arusha, Monduli and Moshi Rural, whereas it decreased in other districts. A particularly sharp decline in attendance in Babati schools may relate to school management factors (discussed below). As might be expected, girls’ attendance suffered more in schools where teachers were less well qualified, with attendance actually increasing in schools where the teaching workforce was qualified to a better than average level. 

Table 82: Changing proportions of girls attending school by key school characteristics, 2002-2008 

	
	% Change in proportions of girls attending school, 2002-2008

	Overall change 02-08
	-3

	District:
	

	
Arusha
	5

	
Monduli
	4

	
Moshi Rural
	12

	
Hai
	-6

	
Babati
	-15

	
Mbulu
	-10

	Urban/ rural 
	

	
Urban
	-11

	
Rural
	+1

	Teacher qualifications:
	

	
Low
	-15

	
Medium
	-2

	
High
	6

	Teacher gender profile:
	

	Low numbers of women
	-14

	Average numbers of women
	1

	High numbers of women
	2

	Pupil teacher ratio:
	

	Poor
	0

	Average
	-13

	Better than average
	4

	INSET training on HIV/ gender
	

	Poor
	-2

	Average
	-18

	Better than average
	0

	Separate toilet for boys and girls
	-4

	Class 7 has its own room
	-6

	All girls have desks and chairs
	-1

	All girls have textbooks
	0


Improvements in girls’ attendance could be seen in schools where greater proportions of teaching staff were female (perhaps explaining increased attendance in Arusha) and also where pupil: teacher ratios were better. A lack of action on HIV and gender INSET training seems to be associated with decreasing girls’ attendance over time. Decreases in attendance were also slightly less severe in schools where girls and boys had separate toilets, where Class 7 had its own classroom and where all girls had facilities such as desks, chairs and textbooks.  Table 83 takes a close look at teacher conditions and variation in proportions of girls being entered for and passing exams at the end of primary school (Class 7). 

In schools with the most qualified workforces, lower proportions of girls tend to be entered for exams but higher proportions of girls entered for exams tend to pass (Table 83).  In urban schools (where teachers are more qualified), girls are less likely to be entered for exams, but more likely to pass when entered. Conversely in rural schools (where teacher qualifications are lower) exam entry rates are higher for girls but pass rates are markedly lower. 

Table 83: Girls’ primary school exam performance by key school characteristics, 2007

	
	% girls entered for Class 7 exam
	% girls entered who passed Class 7 exam

	District:
	
	

	
Arusha
	86
	71

	
Monduli
	109
	55

	
Moshi Rural
	102
	38

	
Hai
	105
	56

	
Babati
	77
	70

	
Mbulu
	98
	74

	Urban/ rural 
	
	

	Urban
	94
	70

	Rural
	99
	54

	Teacher qualifications:
	
	

	
Low
	98
	63

	
Medium
	97
	55

	
High
	92
	68

	Teacher gender profile:
	
	

	Low numbers of women
	84
	54

	Average numbers of women
	102
	61

	High numbers of women
	99
	67

	Pupil teacher ratio:
	
	

	Poor
	97
	58

	Average
	90
	57

	Better than average
	103
	69

	INSET on HIV/ gender
	
	

	Poor
	96
	65

	Average
	83
	54

	Better than average
	100
	57


A more feminised workforce seems to make a positive difference both to proportions of girls entered for exams and passing those exams once entered, which may indicate an increased understanding by female teachers of girls educational needs, with positive impacts on school quality. Similarly, school quality in terms of better pupil: teacher ratios seems to make a positive difference to proportions of girls entered for and passing exams. In terms of INSET training on HIV and gender, schools that excel in this to a greater degree tend to enter slightly greater proportions of girls for exams than do other schools, but as appears to be the case throughout Table 83, entering large proportions of girls for exams does not necessarily indicate success for those girls in terms of exam passes.  

Table 84 examines change over time in proportions of girls being entered for or passing end of primary school exams. A positive picture is painted in that proportions of girls passing exams have increased markedly across the board, and this is accompanied by a slight increase overall in proportions of girls being entered for exams.  Within subgroups, districts with the greatest increases in proportions passing exams were Babati and Mbulu, where there are reasonable levels of women’s literacy and Arusha and Hai where women’s literacy is high (Table 84). However, in the case of Babati and Arusha, increased passes were accompanied by marked decreases in proportions of girls entered for exams. Hai, by contrast, increased both proportions of girls being entered for and passing exams.  ‘Double positive’ results such as this could also be seen where no violence was reported, where high proportions of teaching staff were female, where INSET training on HIV/ gender was better than average and where pupil: teacher ratios were better than average.  

Table 84: Change over time (2002-2007) in girls’ primary school (Class 7) exam performance by key school characteristics

	
	% point change  girls entered for exam
	% point change girls entered who passed exam

	Overall
	+4
	+41

	District:
	
	

	
Arusha
	-15
	+40

	
Monduli
	+18
	+33

	
Moshi Rural
	+1
	+15

	
Hai
	+20
	+40

	
Babati
	-35
	+58

	
Mbulu
	-1
	+50

	Urban/ rural 
	
	

	
Urban
	-4
	36

	
Rural
	+3
	35

	Teacher qualifications:
	
	

	
Low
	+3
	+45

	
Medium
	+6
	+33

	
High
	-9
	+45

	Teacher gender profile:
	
	

	Low numbers of women
	-10
	+47

	Av. numbers of women
	+3
	+36

	High numbers of women
	+4
	+44

	Pupil teacher ratio:
	
	

	Poor
	+3
	+48

	Average
	-4
	+43

	Better than average
	+5
	+28

	INSET on HIV/ gender
	
	

	Poor
	-2
	+48

	Average
	-10
	+41

	Better than average
	+5
	+31


Table 85: Key teaching indicators and school gender profiles

	Gender profile score
	% adequately qualified women (Cert IIIA and above)
	% adequately qualified men (Cert IIIA and above)
	Pupil: teacher ratio2008
	GPI teachers 08

	Low
	44
	52
	54:1
	1.04

	Average
	36
	39
	53:1
	2.68

	High
	24
	20
	46:1
	2.85

	Total
	34
	36
	51:1
	2.20


Counter-intuitively it appears from Table 85 that the proportion of adequately qualified women and men is higher in schools with lower gender profiles. Table 86, which looks at teacher qualification profiles and school gender profiles, shows no clear pattern and supports Table 85, indicating that there are actually fewer schools than we would expect that have high gender profiles and high teacher profiles. The reasons for this would merit closer investigation.

Table 85 also suggests there is no clear relationship between PTR and gender profile score.  However, there does seem to be a clear relationship between proportion of female teachers and gender profile score – those with low scores have approximately equal numbers of men and women; those with average or above average performance with regard to girls’ education have almost three times as many female teachers as male in the school. This suggests that although women are not any better qualified than men they do have a positive impact on girls’ outcomes.

Table 86: Teacher qualifications profiles and school gender profiles

	
	Gender profile band

	Teacher qualification
	Low
	Average
	High
	Total

	Low
	31
	41
	41
	38

	Average
	25
	24
	47
	32

	High
	44
	35
	12
	30

	Total
	100
	100
	100
	100


7.6  Teachers’ views on schools’ support to girls’ education 

Teachers were surveyed about how well they thought the schools in which they were working supported girls’ education. Fifty-four per cent of teachers felt that their school’s support for girls’ education was ‘above average’, with 44 per cent saying their school performance was ‘average’ (Table 87). Only two per cent of teachers believed their school was below average in supporting girls’ education. 

Table 87: Teachers’ views on school quality

	
	How well do you think your school supports

girls’ education?

	
	Above average
	Average
	Below average

	
	%
	%
	%

	Teachers
	54
	44
	2


However, teachers’ positive assessments of the performance of their schools in relation to girls’ education needs to be examined in the light of indicators of progression and attainment. Before turning to these it is illuminating to review what teachers consider the main obstacle to girls reaching their desired level of education.

35 per cent of teachers who believed their school performed above average in supporting girls’ education were teaching in schools whose gender profile performance was below average. More than one third of teachers who believed school quality around girls’ education was ‘above average’ taught in schools where proportions of girls passing exams were actually below average (Tables 88 and 89), or where proportions of girls progressing from Class 1 to Class 5 were below average (Table 90). This proposes more work with teachers in understanding school conditions, similarities and differences with other schools and the reasons for this.

Table 88: Teachers’ views on school quality compared with actual school gender profile performance

	
	By school gender profile
	

	
	Below
	Average
	Above
	Total

	Above average
	35
	39
	26
	100

	Average
	29
	24
	47
	100

	Below average
	33
	33
	33
	100


Table 89: Teachers’ views on school quality compared with actual school performance on proportions of girls passing Class 7 exams

	
	By girls’ exam passes
	

	
	Below
	Average
	Above
	Total

	Above average
	34
	43
	24
	100

	Average
	32
	32
	36
	100

	Below average
	14
	43
	43
	100


Table 90: Teachers’ views on school quality compared with actual school performance on proportions of girls progressing from junior primary (Class 1) to senior primary (Class 5)

	
	By girls’ school progression
	

	
	Below
	Average
	Above
	Total

	Above average
	33
	39
	28
	100

	Average
	39
	25
	35
	100

	Below average
	29
	57
	14
	100


With regard to attendance, Table 91 shows teachers’ views on how well they felt their school performed, broken down by actual quintile school performance on attendance. Here greater levels of realism can be seen, perhaps as a result of greater specificity in what teachers were being asked (i.e. attendance rather than ‘supporting’ girls’ education). Where schools were in the lowest attendance quintile, a concentration proportion of teachers merely answered that results were average. Of those teachers answering ‘good’ or ‘very good’ for school attendance, only 17 per cent and 7 per cent respectively were in the bottom school attendance quintile. 

Table 91: Teachers views on school attendance compared with actual quintile performance on attendance

	
	By ranked quintile performance on attendance

	
	Lowest
	2
	3
	4
	Highest
	Total

	Teachers
	
	
	
	
	
	

	Very good
	7
	26
	21
	26
	21
	100

	Good
	17
	20
	20
	27
	16
	100

	Average
	37
	14
	24
	14
	12
	100

	Poor
	50
	50
	0
	0
	0
	100

	Very poor
	–
	–
	–
	–
	–
	–


This section suggests that a number of issues associated with teacher employment are of significance for transforming girls’ education. Firstly, the presence of female teachers does appear particularly significant in relation to supporting girls’ progression and attainment. Secondly, improved general qualifications for teachers combined with INSET gives particular support to girls in articulating both the obstacles they confront and a range of solutions. Thirdly, teachers in schools with the lowest gender profile scores tended to think that their school supported girls’ education well, and vice versa. This suggests that the highest performing schools for girls employ teachers who are more aware of acceptable standards and able to critique school quality. It is cause for concern that large proportions of teachers in the lowest performing schools consider their schools to be supporting girls’ education well, and more work needs to be done in these schools to help teachers understand the conditions of their schools and how they relate to positive outcomes for girls.

8.  School finance

A number of studies have drawn attention to the ways in which the introduction of free primary education has been operationalised in local settings (Vavrus and Moshi, 2009; Da Corta and Price, 2009). The schools in which TEGINT is working were surveyed on the range of sources from which they received funds.  There is a very wide variation across districts for primary schools in the level of funding (Table 92). The schools in Arusha have the highest income, nearly three times those in Monduli and Mbulu, and nearly three times that available to schools in Moshi Rural, Hai and Babati. The schools in Arusha are securing the highest amount from the capitation grant, and together with the schools in Mbulu the highest amount from other sources (which will include fees paid by parents). Schools in Monduli seem to have received a large amount from the Development grant, but nothing from ‘other sources’. 

Funding is partially allocated on a per pupil basis. When we look at the average school income per pupil in different districts we see significant variations, with Arusha and Hai receiving twice as much as Babati and Moshi Rural. This may be because of differences in capacity and accountability in financial management, corroborating findings from the Public Expenditure Tracking Survey that schools in poorer areas are less likely to fully utilise funds due to lower capacity and therefore receive lower levels of funding (Claussen and Assad 2010).  However, it should be noted that whilst data on capitation grants were obtained from almost all primary schools, school income in the form of development grants and other sources was only available in 11 and 8 schools respectively, and so may not give the complete picture of school income.
Table 92: Primary schools in which TEGINT is working: Average income per school by district (Tanzanian shillings) 2007

	District
	Capitation Grant
	Development Grant
	Other Sources
	Total school income 
	Enrolment
	Total income per pupil

	Arusha 
	7,402,087
	4,316,667
	1,069,000
	11,595,634
	1,358 
	8,539 

	Monduli
	2,759,155
	13,400,000
	 -
	4,496,754
	584 
	7,700 

	Moshi Rural 
	1,819,982
	12,852
	621,000
	2,288,559
	526 
	4,351 

	Hai
	1,309,795
	4,033,333
	600,000
	2,897,295
	340 
	8,521 

	Babati
	2,363,158
	 -
	600,000
	2,013,095
	483 
	4,168 

	Mbulu
	6,241,027
	5,766,667
	2,768,875
	4,296,832
	653 
	6,580 

	Total
	3,587,048
	5,069,350
	1,264,719
	4,172,293
	657 
	6,347 

	N
	42
	11
	8
	43
	
	


The amounts charged through different levies by the schools in each district in which the project is working are shown in Table 93. The largest amounts charged are for school fees, with exceptionally high fees charged in Hai and also in Arusha. Schools in Hai appear to charge parents significantly more than schools in other districts for almost all types of levies, most notably for food, even when calculated on a per pupil basis. 

Table 93: Mean school levies charged by district (Tsh)

	District
	Arusha
	Monduli
	Moshi Rural
	Hai
	Babati
	Mbulu
	Total average

	School Fees
	59,571
	0
	0
	1,177,778
	0
	0
	239,500

	PTA
	0
	0
	0
	0
	0
	188
	33

	Development
	571
	0
	375
	588,889
	0
	0
	115,370

	Sports
	71
	0
	0
	0
	500
	0
	87

	Health
	71
	0
	0
	20,622
	0
	125
	4,067

	Exams
	692,429
	36
	625
	44,444
	5,857
	750
	115,201

	Textbooks
	0
	71
	0
	0
	286
	738
	183

	Exercise Books
	4,857
	0
	0
	0
	0
	0
	739

	Clubs/ Societies
	357
	0
	19
	21,100
	14
	0
	4,188

	Administration/ Registration Fees
	29
	0
	1,519
	374,167
	86
	25
	73,492

	Report Cards
	29
	143
	456
	61,489
	669
	0
	12,238

	ID Cards Fees
	157
	129
	38
	407,233
	1,329
	0
	79,928

	School Badge
	86
	0
	81
	185,244
	86
	138
	36,308

	Agriculture Support
	0
	0
	681
	0
	0
	0
	118

	Security Fee
	314
	21,561
	713
	33,333
	229
	125
	10,031

	Food
	343
	143
	3,238
	3,648,600
	7,693
	3,213
	716,223

	Caution Money
	0
	0
	0
	0
	0
	0
	0

	Total
	1,145,400
	30,555
	6,450
	5,834,444
	11,321
	5,750
	1,383,123

	Mean per pupil
	843
	52
	12
	17,160
	23
	9
	2,104


Table 94 looks at schools by their gender profile score, the average amount of income they have, the average amount they charge in fees, and the average number enrolled. Schools with a low and average gender profiles have, on average, a higher level of school income from government grants than the highest performing schools. The schools with an average gender profile score have generally greater numbers of pupils enrolled, so this may be partly the reason (capitation grants being tied to school enrolment).  Levies charged to parents do not seem to be related to size of school enrolment, but there is a clear pattern between levies and performance: girls do comparatively better in schools where the highest levies are charged. This suggests that higher ‘performance’ with regard to gender equality is being secured by greater contributions from parents. This means that, with business as usual, better gender profile scores can only be secured by charging parents more for schooling which undermines the idea of gender equality working together with strategies that address poverty.  A key issue this raises from TEGINT is how to secure the kinds of outcomes ‘purchased’ by parents through school levies in schools with high gender profiles, for schools where these kinds of contributions cannot be sought from parents. 

Table 94: Average school income and levies charged (Tsh) by gender band

	School gender profile score band 2008
	Total school income
	Total levies charged
	Mean number of pupils per school

	Low
	4,903,934
	390,523
	646

	Medium
	5,206,548
	502,112
	788

	High
	2,726,116
	598,397
	508

	Total
	4,175,160
	501,963
	644


Table 95 shows a different manifestation of the same problem. The mean capitation grant per pupil is lowest in schools with teachers with lower qualifications, and higher in schools with more qualified teachers. Given that the teachers with the lowest qualifications tend to be employed in more rural schools, schools with the poorest facilities are getting less, rather than more, than other schools in mean capitation grant, indicating that school funding is not working redistributively. 

Table 95: Mean capitation grant per pupil (Tsh), by teacher qualification profile band
	Teacher qualification
	Mean capitation grant per pupil

	Below average
	5024

	Average
	6626

	Above average
	11500

	Total
	7447


 

9. Gender mainstreaming and school management

Gender mainstreaming has been used since the mid-1990s as both a strategy and tactic within institutions and organizations to ensure a focus on gender issues. It has been a feature of education planning at national and local levels of government and in NGOs, and is often associated with particular techniques of ensuring women have a key position in decision-making and that organisations give concern with gender equality a significant place in planning (Moser and Moser, 2005; Unterhalter and North, 2010). How much has gender mainstreaming been a feature of school management in the schools in which TEGINT is working?

In keeping with the decentralized management of education introduced in Tanzania all the schools in which the project was working were managed by a School Management Committee.  The extent to which the SMCwere themselves engaged with issues of gender parity was a concern in the baseline survey. 

Table 96: Gender parity in School Management Committee composition by district

	
	Female: Male ratio (GPI)

	District: 
	

	
Arusha
	0.87

	
Monduli
	0.55

	
Moshi Rural
	0.59

	
Hai
	0.90

	
Babati
	0.38

	
Mbulu
	0.71


No school in which TEGINT is working had gender parity in SMC membership.  Arusha and Hai were the districts closest to gender parity between male and female SMC members (0.87 and 0.90 respectively), possibly reflecting the feminised nature of teaching in Arusha.  The finding for Hai accords well with high levels of women’s literacy and accounts of women’s participation in a vibrant NGO sector (Mercer, 1999); however, in Babati women were particularly under-represented on SMCs (0.38), although in this district where women’s local activism has been noted (Snyder 2006) the reason for under representation on SMCs merits closer examination. Rural-urban distinctions show women to be slightly less well represented in the schools in rural areas (0.34) than in urban areas (0.37). 

Overall a pattern of male dominance in SMC compositions is not surprising. Head teachers must be included in SMC membership, as must Village and Ward education officers. These roles are almost always filled by men. Male dominated SMCs may well have an impact on the extent to which quality of educational experience for girls or gender equality as an aspiration for the school is identified as a local priority. 

A clear association between the extent to which women are represented on SMCs and the extent to which the school performs well on ‘gender profile’ outcomes – enrolment, attendance, progression, exam entry and exam passing – for girls is shown in Table 97. Where gender profile outcomes were above average in schools, the average female to male ratio on SMCs was 0.83. Where outcomes were below average, the ratio was 0.55. Thus, it may well be that there is causal relationship between the presence of women on SMCs and the extent to which energy is channelled into supporting girls’ education. 
Table 97: Relationship between gender parity in SMC composition and school gender profile performance

	
	Female: Male ratio (GPI)

	School gender profile: 
	

	
Below average
	0.55

	
Average
	0.64

	
Above average
	0.83


However, perhaps surprisingly Table 98 shows that an increased female presence on SMCs was associated with lower levels of attendance for girls and with lower proportions progressing through school years or being entered for exams. 

Table 98: Correlation between key school characteristics and gender parity on the SMC

	
	Female: male ratio (GPI) on SMC

	Proportion of enrolled girls attending, 2008
	-0.14

	Proportion of enrolled girls entered for p7 exams, 2007
	-0.12

	Proportion of girls entered for p7 exams who passed, 2007
	0.17

	Proportion of girls progressing from junior to senior primary, 2004-2008
	-0.12

	Proportion of girls progressing from p1-p7, 2002-2008
	-0.08

	Proportion of girls retained who passed p7 exams, 2002-2007
	0.21


A positive association seems to exist between increased female presence on SMCs and girls actually passing exams once entered. A negative relationship between women on the SMC and girls’ enrolment and attendance may indicate that women have been deployed on the SMC in order to tackle a longstanding problem. Schools with higher proportions of women on SMCs and higher proportions passing exams may indicate the positive benefits of SMC members who can relate to the issues faced by girls studying for exams. However, correlations here are weak and it should be noted that covariance between school characteristics does not necessarily mean some are the cause of others. 

Head teachers and SMC members were asked their views on school quality (support for girls’ education) and school attendance rates. On support for girls’ education (Table 99), most were positive, answering ‘well’ or ‘very well’. Head teachers were more positive in their responses than SMC members, with 41 per cent of heads answering ‘very well’ compared with 29 per cent of SMC members. Similarly on exam passes, 

Comparing perceptions with reality on school gender profile performance (Table 100), greater proportions of head teachers than SMC members tended to fall into the category of misperception, in terms of citing school support for girls’ education as being very strong despite the reality being below average. 

Table 99: Head teachers’ and SMC members’ views on school quality

	
	How well do you think this school supports

girls’ education?

	
	Very well
	Well
	Average
	Poorly

	
	%
	%
	%
	%

	Head teachers
	41
	38
	20
	2

	SMCs
	29
	41
	29
	2


Table 100: Head teachers’ and SMC members’ views on school quality compared with actual school gender profile performance

	
	By school gender profile
	

	
	Below
	Average
	Above
	Total

	Head teachers:
	
	
	
	

	
Very well
	35
	40
	25
	100

	
Well
	35
	30
	35
	100

	
Average
	30
	30
	40
	100

	
Poorly
	0
	0
	100
	100

	
	
	
	
	

	SMC:
	
	
	
	

	
Very well
	13
	33
	53
	100

	
Well
	47
	37
	16
	100

	
Average
	38
	31
	31
	100

	
Poorly
	0
	0
	100
	100


Table 101: Head teachers’ and SMC members’ views on school quality compared with actual school performance on proportions of girls passing Class 7 exams

	
	By girls’ exam passes
	

	
	Below
	Average
	Above
	Total

	Head teachers:
	
	
	
	

	
Very well
	37
	32
	32
	100

	
Well
	40
	13
	47
	100

	
Average
	13
	75
	13
	100

	
Poorly
	–
	–
	–
	–

	
	
	
	
	

	SMC:
	
	
	
	

	
Very well
	27
	33
	40
	100

	
Well
	38
	46
	15
	100

	
Average
	38
	23
	38
	100

	
Poorly
	0
	0
	100
	100


Similarly in terms of perception versus reality around girls’ exam passes (Table 101), of those head teachers answering ‘very well’ for school quality, 37 per cent were in schools performing below average on girls’ exam passes. The same figure for SMC members was just 27 per cent, indicating marginally more realistic responses from SMC members on school support for girls’ education. Views were more similar between heads and SMC members on girls’ progression through schools (Table 102). However, there remained significant unrealism among both groups. Of those answering that their school supported girls’ education ‘very well’, more than one third performed below average in terms of girls’ progression from Class 1 to Class 5. 

Table 102: Head teachers’ and SMC members’ views on school quality compared with actual school performance on proportions of girls progressing  from junior primary (Class 1) to senior primary (Class 5)

	
	By girls’ progression
	

	
	Below
	Average
	Above
	Total

	Head teachers:
	
	
	
	

	
Very well
	37
	26
	37
	100

	
Well
	39
	28
	33
	100

	
Average
	20
	50
	30
	100

	
Poorly
	0
	100
	0
	100

	
	
	
	
	

	SMC:
	
	
	
	

	
Very well
	36
	36
	29
	100

	
Well
	22
	39
	39
	100

	
Average
	47
	20
	33
	100

	
Poorly
	0
	100
	0
	100


Table 103: Head teachers’ and SMC members’ views on attendance compared with actual school attendance performance

	
	By ranked quintile performance on attendance

	
	Lowest
	2
	3
	4
	Highest
	Total

	Head teachers:
	
	
	
	
	
	

	Very good
	8
	8
	25
	33
	25
	100

	Good
	22
	30
	22
	9
	17
	100

	Average
	25
	13
	13
	38
	13
	100

	Poor
	–
	–
	–
	–
	–
	–

	Very poor
	–
	–
	–
	–
	–
	–

	
	
	
	
	
	
	

	SMC:
	
	
	
	
	
	

	Very good
	0
	33
	33
	22
	11
	100

	Good
	26
	13
	17
	26
	17
	100

	Average
	18
	27
	18
	9
	27
	100

	Poor
	–
	–
	–
	–
	–
	–

	Very poor
	–
	–
	–
	–
	–
	–


Finally, Table 103 compares head teachers’ and SMC members’ perceptions on girls’ attendance with the reality of school performance on girls’ attendance. Again more realistic responses were given around attendance than on generic perceptions of support for girls’ education. Still, of SMC members answering ‘very good’ on attendance, one third were within schools in the second lowest attendance quintile. Similarly, of head teachers answering that girls’ attendance within their school was ‘good’, one in five were in schools that fell into the bottom girls’ attendance quintile. 

This data suggest that head teachers and SMCs have very little strong evidence on which to base their understanding of whether girls at their school are or are not attending, progressing or achieving well. This suggests the significance of working with school communities to make them aware of important activities techniques like regular data collection, gender profiling, and building insight into both the nature of, and remedies for, particular features of gender inequality.

9.1 The training work of SMCs

Table 104 examines proportions of SMCs in different districts that have provided workshops for members on a range of different topics. Overall, SMCs were more likely to provide training on issues such as school management, budget tracking and resource mobilisation, but less likely to provide training on matters such reproductive health or the MDGs / Education for All (EFA). Moderate numbers of SMCs did claim to have provided training for members around gender issues, although it should be noted that there are potentially broad interpretations of what might be termed ‘provision of training’ – from a full scale workshop or dedicated training course through to merely having heard the word ‘gender’ mentioned in overarching SMC training. SMCs in Moshi Rural indicated higher levels of training on HIV/ AIDS (also on reproductive health) than in Arusha, where only one in three SMCs had provided training on HIV/AIDS; the high levels of education within many families in Moshi Rural might account for this (given the same pattern did not occur for rural schools overall). The schools in which the project works in Hai indicated greater training activity on the MDGs and EFA than other districts, with almost half of all SMCs having provided these workshops.  

Table 104: SMC workshops for members, by district

	Groups
	% mentioned

	
	By district

	
	Arusha
	Monduli
	Moshi Rural
	Hai
	Babati
	Mbulu

	HIV/AIDS
	33
	29
	50
	22
	0
	11

	Gender
	33
	57
	50
	44
	33
	22

	School management
	33
	71
	50
	89
	50
	89

	MDGs/EFA
	17
	14
	0
	44
	0
	0

	Reproductive health
	17
	14
	50
	11
	0
	0

	Budget tracking
	50
	29
	75
	67
	50
	56

	Resource mobilisation
	33
	29
	50
	67
	67
	22


Table 105 below breaks down the extent to which school committees with differing gender profiles provided workshops for members on key areas. Notably a clear pattern can be seen between schools which have engaged in gender training for school committee members and those which have above average performance on girls’ educational outcomes. Workshops on HIV/AIDS and reproductive health seem more concentrated in the schools where outcomes on girls’ education are poorest. Again this may relate to such workshops occurring in schools where challenges and problems around HIV/AIDS and reproductive health are greatest (hence affecting girls’ performance at school). 

Table 105: SMC workshops for members, by school gender profile

	
	% mentioned

	
	By school gender profile

	
	Below average
	Average
	Above average

	HIV/AIDS
	33
	14
	25

	Gender
	33
	43
	50

	School management
	67
	71
	58

	MDGs/EFA
	25
	7
	17

	Reproductive health
	17
	7
	8

	Budget tracking
	67
	57
	42

	Resource mobilisation
	67
	29
	42


A pattern also emerges in that schools with the greatest focus on resource mobilisation, budget tracking and school management seem to be most concentrated in the ‘below average’ category in terms of outcomes for girls. This may suggest a necessity for some shifting focus in workshops within these schools, so that energy can be concentrated more directly on matters related to gender or that attention is given to the relationship between gender and these areas.

Table 106: SMC training for parents, by district

	
	% yes

	District
	

	
Arusha
	14

	
Monduli
	30

	
Moshi Rural
	10

	
Hai
	33

	
Babati
	70

	
Mbulu
	20


Looking more carefully at the provision of SMC training for parents by district (Table 107), the notion of more deprived districts providing greater levels of training for parents does seem to emerge in support of what has been said about Table 106. While many districts are similar in the extent to which their schools provide training for parents, the schools the project is working with in Babati stands out with seven in ten of its SMCs claiming this. However, given that a large proportion of schools in this district fell into the lowest band for gender profile, it is evident that at the time of the baseline this training was not impacting on gender equity outcomes for girls in school.  

Table 107 gives data on the extent to which SMCs have taken action to provide parents with training on issues around girls’ education, looking at this by school gender profile. 

Table 107: SMC training for parents, by school gender profile 

	
	% yes

	School gender profile
	

	
Below average
	41

	
Average
	24

	
Above average
	35


The schools with the least strong performance on girls’ education were also those schools which were most likely to have provided training for parents on issues around girls’ education. Two things may be happening here: such schools may be defensively overstating the extent to which they have provided such training given their poor performance on gender. However, schools where action is taken on training parents may also coincide with schools where poverty and gender inequality are greatest and where the need for parental training is most apparent (hence action is taken). The training may indeed be encouraged by local officials as a form of provision to help the vulnerable, as outlined in Mkukuta. Particularly high proportions claiming to have provided training for parents could be seen in rural areas compared with urban areas (41 per cent compared with 24 per cent, respectively), and these tend to be the areas with poorer gender outcomes.  

Higher proportions of schools providing training for parents were also noted in the schools with above average gender profile performance. Here an explanation may lie in the notion that SMC provision of training for parents ‘makes a difference’ to gender outcomes for schools. However, it may also lie in the fact that greater provision of training for parents occurs in schools where there is greater social advantage and greater education among the educational community (parents, children, teachers, the school committee) as a whole. 

Breaking down results on outreach work by school gender profiles in terms of outcomes, Table 108 shows that schools which focus particularly on pastoralist/ nomadic communities, girls involved in hawking and house chores and children affected by HIV/AIDS tend also to be schools which are above average in terms of gender based outcomes. These schools tend more than others to target many different vulnerable groups, including orphans and vulnerable children and those who cannot afford to pay, rather than focusing largely on these latter groups at the expense of other groups (such as those infected with/ affected by HIV/AIDS). 

Table 108: SMC views on which disadvantaged groups have been targeted by the board for work on girls’ education in 2008, by school gender profile

	Groups
	% mentioned

	
	By school gender profile

	
	Below average
	Average
	Above average

	Pastoralists / Nomadic
	31
	24
	53

	Families with children living with disability
	38
	24
	24

	Families who cannot pay school fees / levy
	77
	88
	65

	Girls involved in hawking / house chores
	15
	47
	35

	Orphans / Vulnerable Children
	92
	76
	82

	Children infected or affected with HIV/AIDS
	15
	41
	35

	Children of Internally Displaced Persons / Refugees
	0
	6
	0


Interestingly Table 108 also suggests (in accordance with Table 105) that schools with highest gender profiles are also the schools that pay least attention to families who cannot pay school fees or levies. This might be because these families are not attending these schools, bearing out the suggestion that poorer parents, who are more the target of school committee outreach regarding non-payment of levies, are sending their children to schools with average and lower gender profiles.  

9.2 Responding to gender-based violence in school

Recent research (Parkes & Chege, 2010; Leach & Mitchell, 2006; Dunne, Humphreys, and Leach, 2006) has highlighted sexual harassment and gender-based violence in or on the way to school as an important, but under-researched, aspect of why girls may not attend or progress in school. 

Within the TEGINT quantitative data, there was no school in which the project was working where reported violence went alongside a lack of action, although it might be noted here that forms of action taken on violence vary widely from, for example, physical punishment or forced marriage between the victims and the perpetrators.  However, in the qualitative data, some very disturbing instances of violence were recounted, in particular in schools in Hai and Babati. In one school in which the project works in Babati, field notes recounted an instance of sexual abuse of a young girl by a teacher: 

The school’s location makes it vulnerable in terms of attracting and retaining teachers. The parents narrated a case where a teacher was caught red handed making love to one of students, but the school committee found it difficult to follow up the case for fear of losing the teacher and also discouraging other teachers from coming to, or remaining at, the school (field notes, school in Babati).

At this school girls commented both on sexual harassment by teachers and on teachers not coming to classes to teach: noting they were ‘not taught as required i.e. teachers do not attend lessons’.  Male teachers, they said, ‘engage in love affairs with girl pupils, forcefully.’  In addition, they ’send girls to their homes to assist with house chores, including cooking, with the intention of getting privacy so as to seduce them.’ Four girls, it was said, had been subject to harassment in this form and secondary school girls, living in groups on their own, were particularly vulnerable.

At another primary school in Babati it was noted that in 2009 ‘3 Standard VII pupils did not complete school because of pregnancy, and 2 Standard VI pupils were no longer in school due to pregnancy.’ Here there was concern with ‘multiple rapes’ which involved several girls being forced to have sex a number of times with groups of boys assaulting them in the classroom after school hours.  Girls were reportedly subjected to numerous situations where they were at risk of gender-based violence. “Frog leaping especially when in menstruation – it is very embarrassing” one pupil said.  Girls were sent to the river to fetch water for teachers when there was no tap water.  Here they were raped by their fellow school boys. It was noted that male teachers forced girls to have love affairs with them or humiliated and insulted them.  One pupil said, ‘our teacher normally tell “kama umebalehe ni huko huko”’ (meaning, if you are sexually matured do not express it here).  Girls felt they could not rely on support from teachers and said “if you refuse to accept teacher’s proposal at the end of the term he will recommend you badly”.  

Girls in schools in Hai did not mention sexual violence at all, however field notes picked up a number of other instances of sexual violence: “…sometimes when you are sent to shop a boy may touch your breasts and if there are people around they may laugh at you….” (male parents).  A case of rape of a boy was also highlighted.  

Table 109, based on the survey, shows by district the extent to which gender-based violence has occurred in project schools, as reported by either the Head teacher or a school committee member, and the extent to which action had been taken. What is prominent are generally high proportions of schools in which violence against girls has occurred – 40 to 50 per cent of schools in most districts. Hai is conspicuous as the district with lowest levels of school violence, though even here it is reported in one in three of the schools. In Babati and Mbulu reports of violence have occurred in 50 per cent of schools in which the project works.  This data from the survey is corroborated by data from the qualitative study during which girls talked less about sexual violence (noting a culture of silence) but riots were widely reported in one school.

Table 109: Violence in school, by district

	
	No violence reported
	Violence reported; action taken

	District
	%
	%

	
Arusha
	63
	38

	
Monduli
	60
	40

	
Moshi Rural
	60
	40

	
Hai
	67
	33

	
Babati
	50
	50

	
Mbulu
	50
	50

	Total
	58
	42


In rural schools, violence was less likely than in urban schools to have been reported (Table 110). 

Table 110: Violence in school, by urban-rural character

	
	No violence reported
	Violence reported; action taken

	Urban/ rural 
	%
	%

	
Urban
	48
	52

	
Rural
	67
	33

	Total
	58
	42


Possible under-reporting of violence give cause for concern. A generally good record with virtually no incidents of school violence against girls and a denial of the existence of violence despite many instances might well both be reported as ‘no violence’ within data provided for the baseline study. There may also be differing interpretations of what counts as ‘violence’ against girls, with perhaps only the most serious cases being counted or reported, so a healthy degree of scepticism is required with regard to Table 109 and 110.  

Table 111 below shows forms of action taken on gender-based school violence, as reported by head teachers in schools where violence has occurred, disaggregated by district.Overall, certain forms of action were more common than others. Expulsion and suspension of the perpetrators of violence were relatively uncommon, compared with what might seem a rather less harsh ‘warning’ (though it should be noted that head teachers were able to select multiple answers from a list of actions taken within their school). Physical punishment was more common than counselling or improving security, and there was a certain reliance on reporting of violence to SMC members, whose role it may then be to determine appropriate further action.  From the table, it can also be seen that some forms of action were more common in certain districts than in others. Whereas in Arusha and Hai physical punishment was the most common action taken, regions such as Babati tended towards reporting to SMCs and the VEO. No significant differences emerged between rural and urban areas.

Table 111: Head teacher reporting on the form of action taken where school-based violence has been reported

	Groups
	% mentioned

	
	By district (in schools where violence reported)

	
	Arusha
	Monduli
	Moshi Rural
	Hai
	Babati
	Mbulu

	Report to VEO
	0
	33
	50
	0
	100
	0

	Report to SMC
	0
	67
	50
	50
	100
	0

	Expulsion
	0
	33
	0
	0
	33
	0

	Suspension
	0
	0
	0
	0
	33
	0

	Physical punishment
	100
	0
	50
	100
	33
	50

	Warning
	0
	33
	50
	100
	67
	50

	Improve security
	0
	0
	0
	0
	67
	50

	Counselling
	0
	0
	0
	50
	33
	100


Qualitative data highlight a number of issues. Even in the most extreme case of rape attitudes to gender and violence can prevent cases being seen as a violation and handled accordingly. Even if cases are seen as requiring action justice is often sought informally in the form of payments from the perpetrator to the girl’s family:

One of the school management members indicated the difficulties involved in prosecuting cases where the girls had been forced into making love with teachers or even other members of the community. It is difficult to get the evidence that is necessary for the culprits to be convicted. The culture in the area does not consider love making with a girl to be a serious offence. Normally traditional sanctions are applied to the culprits, with the result that the girls especially if they get pregnant lose their chance for education. Parents tend to side with the culprit once he is able to meet the traditional fines. (Field notes, school in Babati district).

A case was described where women mobilised themselves to take action in response to the rape of a schoolgirl, but again this resulted in informal payments rather than taking the case though official channels. 

The head narrated a case where a girl was gang raped by a number of boys from the community. As to what happened thereafter, the head intimated that through demonstrations by women in the community, some of the culprits were apprehended while others have since left the village. However, traditional methods of reparation – which involve some payment of material things to the community that has been shamed, were applied to the perpetrators. The girl was allowed to continue with her studies but she has since left the school and she now lives in X a town which is far away from the community. (Field notes, school in Babati district).

These extracts suggest that school leadership do have awareness that these forms of action are not appropriate, and may be more successful in ensuring appropriate action is taken with the support of community leadership, as in the following case:

The head of the school also reported that, after the perpetrators had paid the traditional fines, the Ward Executive Officer (WEO) (who is not the Iraqw ethnic group), felt that further action needs to be taken against the perpetrators. Thus two of the boys have since been arrested and the case is still in court. (Field notes, school in Babati district).
Although cases of sexual violence against boys were rarely discussed, when they were no action was taken either. It may be even more unlikely that action is taken in these cases because of notions of masculinity and a sense of shame or embarrassment in uncovering the rape of a boy: 

”... a certain child was being sodomized. We noticed that as his health was deteriorating and was looking depressed. We made a follow up and discovered that he had been severely hurt in his anus. We were so annoyed and went to see his parents but they did not cooperate so we ended there ... “ (Headteacher, school in Hai district).
Cases of violence were widely reported in schools in which the project is working. Data suggests that some form of action is usually taken, but these do not tend to involve working through official channels and may not be in the best interests of girls themselves. 

9.3 Constructing gender management profiles

Data collected for the baseline study from numerous sources were brought together in order to create a summary variable for school management performance on girls’ education. Management performance on girls’ education is conceptualised as comprising elements such as: provision of training and information for teachers, parents and pupils on issues such as gender, HIV/ AIDS, reproductive health and educational management; involvement with political campaigning organisations; outreach activities to help the most disadvantaged and socially excluded families; and the mobilisation of pupils and staff in order to promote community development.  Appendix 5 explains the variables included in the gender management profiles and how they were created.   

Data on school management profiles by district is given in Table 112. Arusha, Moshi Rural and Hai in particular have greater school management proactivity.  In Arusha, this does not seem to have made a significant difference to its low performance on school gender profiles. However in Hai and Moshi Rural, both of which also have high levels of women’s literacy, there does seem to be an association between stronger performance on school management and schools having above average performance on girls’ education. From the management summary variable, it can be noted that schools in Babati largely had below average proactivity in terms of management. This corresponds with below average gender profile performance in Babati. It also opens up the question as to how to translate the women’s activism on social issues noted in that district into proactive school management strategies.

Table 112: School management profiles, by district

	
	School management profile

	District
	Below average
	Average
	Above average
	Total

	
	%
	%
	%
	%

	Arusha
	13
	38
	50
	100

	Monduli
	30
	40
	30
	100

	Moshi Rural
	20
	30
	50
	100

	Hai
	11
	22
	67
	100

	Babati
	70
	20
	10
	100

	Mbulu
	50
	50
	0
	100


A clear rural-urban divide is notable (Table 113) whereby urban schools tended more strongly towards strong management profiles, but rural schools tended more strongly towards weak management profiles. This corresponds with poorer gender profile performance in rural schools, but sits less well with findings indicating greater school committee training for parents in rural schools. It may be that energies within rural schools focus most on training for parentsto the exclusion of a broader range of strong school management initiatives. 

Table 113: School management profiles, by urban-rural character

	
	School management profile

	
	Below average
	Average
	Above average
	Total

	Urban/ rural 
	%
	%
	%
	%

	
Urban
	19
	38
	43
	100

	
Rural
	37
	30
	33
	100


How does gender mainstreaming in school management relate to key indicators of gender equity in schooling? Table 114 considers change in girls’ attendance over time by aspects of school management.  A particularly sharp decline in attendance within Babati schools can be noted, which may well relate to school management factors as indicated above. Indeed, it can be seen that where school management was simply average or below average, attendance for girls declined over time, compared with schools where management was strong and girls’ attendance increased over time. Similarly, given poorer gender outcomes and poorer management structures in rural schools, it is not surprising that attendance within rural schools for girls declined by 11 per cent between 2002 and 2008. 

Table 114: Changing proportions of girls attending school by key school management characteristics, 2002-2008 

	
	% Change in proportions of girls attending school, 2002-2008

	Overall change 02-08
	-3

	District:
	

	
Arusha
	5

	
Monduli
	4

	
Moshi Rural
	12

	
Hai
	-6

	
Babati
	-15

	
Mbulu
	-10

	Urban/ rural 
	

	
Urban
	-11

	
Rural
	+1

	School management:
	

	
Below average
	-4

	
Average
	-8

	
Above average
	2

	Violence in school:
	

	No incidents reported
	4

	Incident reported; action taken:
	-20

	Report to VEO
	-40

	Report to SMC
	-36

	Physical punishment
	-27

	Warning
	-44

	Improve security
	-19

	Counselling
	-40


A particularly interesting finding appears in terms of the impact that gender based violence has on girls’ attendance at school (Table 114).  Attendance for girls increased by 4 per cent over time in schools where no violence had been reported. However, in schools where violence had occurred (even where action was taken) girls’ attendance dropped by 20 per cent between 2002 and 2008.  Forms of action taken regarding violence also seem to have had an impact on the extent to which girls’ attendance dropped. ‘Strong’ measures such as physical punishment or an improvement in school security seemed to have the least detrimental impact (-27 and -19 per cent respectively); ‘weak’ measures such as counselling or a warning had a far more detrimental impact (-40 and -44 per cent respectively). Improvements in girls’ attendance could be seen in schools where greater proportions of teaching staff were female (perhaps explaining increased attendance in Arusha) and also where pupil: teacher ratios were better. A lack of action on HIV and gender INSET training seems to be associated with decreasing girls’ attendance over time. Decreases in attendance were also slightly less severe in schools where girls and boys had separate toilets, where Class 7 had its own classroom and where all girls had facilities such as desks, chairs and textbooks. 

How much does the form of school management impact on girls’ exam entry and success?  Table 115 takes a close look at variation in proportions of girls being entered for and passing exams at the end of primary school (Class 7). 

Table 115: Girls’ primary school exam performance by key school management characteristics, 2007

	
	% girls entered for Class 7 exam
	% girls entered who passed Class 7 exam

	District:
	
	

	
Arusha
	86
	71

	
Monduli
	109
	55

	
Moshi Rural
	102
	38

	
Hai
	105
	56

	
Babati
	77
	70

	
Mbulu
	98
	74

	Urban/ rural 
	
	

	Urban
	94
	70

	Rural
	99
	54

	School management:
	
	

	
Below average
	89
	65

	
Average
	99
	63

	
Above average
	97
	57

	Violence in school:
	
	

	No incidents reported
	102
	57

	Incident reported; action taken
	90
	66


Some concern might be raised about schools with the highest scores on management. It seems mass numbers of girls (97 per cent) have been entered for exams, but lower proportions have passed than in schools where fewer pupils have been entered.  The relationship between higher gender management profiles and lower exam rate success is difficult to understand and would merit much closer exploration.

Lower proportions of girls are entered for exams in schools where gender-based violence have been reported. This is likely to be related to decreased girls’ attendance in such schools, as indicated earlier in the report. A more feminised workforce does seem to make a positive difference both to proportions of girls entering for exams, and also to passing those exams once entered, which might indicate an increased understanding by female teachers of female pupils’ educational needs, with positive impact on school quality. In terms of INSET training on HIV and gender, schools that excel in this to a greater degree do tend to enter slightly greater proportions of girls for exams than do other schools, but as appears to be the case throughout Table 115, entering large proportions of girls for exams does not necessarily indicate success for those girls in terms of exam passes.  

Table 116 examines change over time in proportions of girls being entered for or passing end of primary school exams. Proportions of girls passing exams have increased markedly across the board, and this is accompanied by a slight increase overall in proportions of girls being entered for exams. 

Within subgroups in Table 116, it can be noted that districts with the greatest increases in proportions passing exams were Babati and Mbulu, where there are reasonable levels of women’s literacy and Arusha and Hai where women’s literacy is high. However, in the case of Babati and Arusha, increased passes were accompanied by marked decreases in proportions of girls being entered for exams. Hai by contrast increased both proportions of girls being entered for and passing exams. ‘Double positive’ results such as this could also be seen where no violence was reported, where high proportions of teaching staff were female, where INSET training on HIV/ gender was better than average and where pupil teacher ratios were better than average.   

Table 116: Change over time (2002-2007) in girls’ primary school (Class 7) exam performance by key school management characteristics

	
	% point change  girls entered for exam
	% point change girls entered who passed exam

	Overall
	+4
	+41

	District:
	

	
Arusha
	-15
	+40

	
Monduli
	+18
	+33

	
Moshi Rural
	+1
	+15

	
Hai
	+20
	+40

	
Babati
	-35
	+58

	
Mbulu
	-1
	+50

	Urban/ rural 
	

	
Urban
	-4
	36

	
Rural
	+3
	35

	School management:
	

	
Below average
	+5
	+42

	
Average
	+1
	+35

	
Above average
	-2
	+43

	Violence in school:
	

	No incidents reported
	+9
	+37

	Incident reported; action taken
	-8
	+44


This data raises some questions about causation and correlations. It seems that improving the overall quality of learning and teaching for girls (improving gender profiles) correlates with more active school management committees, who give more attention to the problems of fees and levies, which bear on girls’ concerns with poverty. However, while the work with school committees may be a useful focus, it may not be absolutely decisive in ensuring optimum progression and achievement for girls at school. In addition, a range of approaches need to be taken to understand and change the gendered environment in which girls are growing up.   

10. Gender, generation and community alignments: contrasting views on obstacles to girls’ education, how to overcome them, and aspects of gender equality

This section of the report explores similarities and differences in the views of girls and adults who work in education regarding the obstacles girls face in progressing with their schooling. It also discusses the extent to which mobilisations by SMCs have engaged with girls’ concerns and whether school committees in particular kinds of schools are more responsive than others to transforming education for girls.

Tables 117-119 present the views of VEOs, SMCs and head teachers regarding the activities that keep children out of school.  These results should be compared with the views of girls discussed in Table 17, Chapter 5 regarding what they felt would keep them out of school. It can be seen that, while head teachers share a similar range of concerns to girls, VEOs and SMCs do not. 
Table 117: Village Executive Officerviews on the activities in which children out of school engage during school time 

	
	% mentioned overall
	% mentioning girls’ involvement
	% mentioning boys’ involvement

	Family
	88
	88
	76

	Religious
	52
	50
	44

	Rites and rituals
	44
	40
	42

	Sports
	54
	38
	54

	Hawking
	44
	34
	34

	Paid employment
	58
	50
	50

	Household chores
	84
	84
	52

	Work on family farm
	90
	86
	80


For VEOs, while boys were perceived as being more likely to miss school for recreational reasons such as sports, girls were more likely to miss school for family reasons, household chores (84 per cent mentioned girl’s involvement here compared with just 52 per cent mentioning boys’ involvement) or work on the family farm. Boys and girls were perceived equally as participating in paid employment and hawking.  For VEOs none of the major obstacles girls mentioned relating to pregnancy, early marriage, or health worries are mentioned. Girls’ concerns with poverty may be reflected in VEOs’ acknowledgement of agricultural work, hawking and paid employment being reasons girls might not attend school, but girls’ concern with poverty in the survey and in the FGDs comes out in a more ‘neutral’ form in the view of VEOs suggesting seasonal work on the family farm, rather than hardship or discrimination.

Similarly, SMCs’ do not highlight the vulnerabilities girls express regarding pregnancy or early marriage, and only a minority consider poverty might be hampering girls’ attendance.

Table 118: SMC views on the reasons girls do not attend school

	Reasons
	% mentioned

	Fees
	16

	Cost of uniforms
	25

	Cost of books
	9

	Cost of transport
	4

	Parents see educating sons as more important
	36

	Work in the home
	59

	Care for siblings (brothers/sisters)
	52

	Care for elderly relatives
	36

	Care for sick relative
	39

	Income earning, Contribution to family work, etc.
	48

	Ill health
	48

	Belief that schooling harms girls’ chances of getting married
	36

	Cultural beliefs practices forbid girls to go to school
	38

	Anxiety about girls’ safety on the way to school
	18

	Anxiety about girls’ safety in school
	5


The most commonly cited reason members of SMCs felt girls did not attend school related to work in the home. Six in ten board members cited this, with almost four in ten citing care for sick and elderly relatives and almost five in ten citing contribution to family work. This confirms VEOs’ perceptions about girls’ participation in household chores and family responsibilities. Almost four in ten SMC members felt beliefs concerning the undesirability of educated girl marrying posed obstacles to girls’ education. Almost four in ten also cited the importance of cultural beliefs that forbid girls from going to school and the notion that parents see educating sons as more important.  These views indicate some considerable distance between what SMCs think and the views of girls, regarding both themselves and their parents’ concerns.

While SMCs shared with girls a concern that ill health was an obstacle to attending school, the two areas that for girls presented major obstacles – poverty and pregnancy/early marriage – have very little profile in the reasons cited for non-participation by SMC members.  Issues associated with school costs (of uniform, books, transport) were mentioned by a minority of board members. The necessity to contribute to the family income was mentioned by less than half the respondents. Thus, girls appear to take their work at home for granted, and are most worried by the personal politics of gender (pregnancy, early marriage) and the effects of poverty, while SMCs most frequently cite the sexual division of labour in the household (which SMCs can do little to change) as the reasons girls are not in school. There thus appear some significant communication gaps that need to be bridged between the issues that most concern girls and those that concern the SMCs who can take crucial decisions on the quality of that education.

Table 119 shows that head teachers share a similar perspective to girls in that they acknowledge the issues that concern girls (pregnancy, early marriage and poverty), although they do not rank these precisely in the ways the girls do. However, other obstacles girls note, particularly ill health, do not feature on the head teachers’ lists, except possibly with regard to HIV/AIDS. While the overwhelming majority of girls mentioned issues concerning poverty as the major obstacle to keep them out of school, for head teachers the most commonly cited reason girls do not attend school is the requirement to work outside home. This may be associated with poverty, but may be associated with other family or community relationships. What is clear, however, is that of all the adult groups surveyed head teachers’ views were the most connected to those of girls in school. It appears work needs to be done to build improved understanding with SMCs and VEOs regarding the insights of girls and head teachers. There are thus challenges, to some extent with regard to generation, but clearly with regard to forms of community connection. 

Table 119: Head teachers’ views on the reasons boys and girls do not attend school

	Reasons
	Girls
	Boys

	Family not able to pay fees/levy
	30
	25

	Not sufficient teachers
	20
	20

	Poor school facilities
	23
	27

	Not achieving well
	38
	34

	No opportunities for future study (secondary school or higher)
	20
	21

	Fighting/bullying/violence in school
	11
	9

	Fighting/bullying/violence out of school
	11
	11

	HIV/AIDS
	14
	13

	Issues around sexual development
	25
	20

	Teenage pregnancy
	36
	23

	Required to work at home
	23
	13

	Early marriage
	43
	27

	Required to work outside home
	45
	32

	Distance to school/road safety
	21
	20

	Peer pressure
	30
	29

	Parents’ attitudes
	27
	29


Table 120 presents the data on the variation in views between girls, teachers, head teachers and SMC members by district. The level of variation between views was categorised into little, some and lots of variation. It can be seen that the widest variation was in the schools the project is working with in Moshi Rural and Mbulu.

Table 120: Variation at school level between girls, teachers, head teachers and SMC members, by district

	District Name
	Arusha 
	Monduli
	Moshi Rural
	Hai
	Babati
	Mbulu

	1 Little variation
	6
	7
	4
	5
	6
	2

	2 Some variation
	2
	3
	5
	4
	4
	7

	3 Lots of variation
	0
	0
	1
	0
	0
	1

	Total 
	8
	10
	10
	9
	10
	10

	Mean score
	1.3
	1.3
	1.7
	1.4
	1.4
	1.9


Seperating head teachers’ views by school gender profile, the schools with the highest gender profiles, that is those that were delivering the best outcomes for girls’ schooling, were those whose ranking of the obstacles girls faced were most in line with girls’ own views. Schools with the lowest gender profile were most likely to comment on girls’ domestic responsibilities, although this group was also in tune with girls’ fears on early pregnancy. Head teachers in the schools with above average gender profiles commented more frequently on the lack of teachers, but less frequently on poor school facilities. They were also much more likely to comment on the requirements for girls to engage in work because of poverty and the effects of peer pressure, than head teachers from schools with lower gender profiles. Once again, this finding suggests that systemic change, notably better teacher qualifications and more gender equitable outcomes of schooling is correlated with schools being more in touch with girls’ aspirations and anxieties. We do not know whether this is because of in school or out of school factors, but it suggests and important area for activity. 
Table 121: Head teachers’ views on the reasons boys and girls do not attend school, by school gender profile performance

	Reasons
	Girls (by school gender profile)
	Boys (by school gender profile)

	
	Below
	Average
	Above
	Below
	Average
	Above

	Family not able to pay fees/levy
	33
	33
	33
	29
	27
	36

	Not sufficient teachers
	20
	20
	27
	21
	20
	29

	Poor school facilities
	40
	27
	20
	43
	33
	21

	Not achieving well
	33
	47
	47
	29
	53
	43

	No opportunities for future study (secondary school or higher)
	27
	27
	20
	21
	40
	21

	Fighting/bullying/violence in school
	13
	13
	13
	14
	13
	7

	Fighting/bullying/violence out of school
	0
	20
	20
	14
	13
	14

	HIV/AIDS
	13
	33
	7
	7
	20
	7

	Issues around sexual development
	27
	27
	33
	29
	20
	21

	Teenage pregnancy
	60
	33
	40
	29
	20
	43

	Required to work at home
	40
	20
	20
	7
	27
	7

	Early marriage
	40
	47
	60
	36
	27
	36

	Required to work outside home
	47
	47
	73
	14
	47
	57

	Distance to school/road safety
	20
	27
	20
	29
	13
	29

	Peer pressure
	20
	33
	60
	29
	27
	57

	Parents’ attitudes
	13
	60
	20
	29
	60
	14


The data thus suggest that the focus of mobilisation work with SMCs may have not made the appropriate forms of community connection that are responsive enough to girls’ views.  Table 122 shows the work that SMCs have done with regard to social exclusion.  Most commonly their work has been discussion upward with community leaders, and while they have done some work with regard to poverty and fee or levy support for the poorest, very little of their work appears to address girls’ concerns with pregnancy, early marriage or ill health.  In Table 20 (Chapter 5) girls’ views about what would assist them were outlined, with sponsorship mentioned most frequently, followed by work with their parents and changes in the curriculum. While household visits suggest dialogue with parents, and fee or levy support might be a component of sponsorship, girls’ concerns with changes in the curriculum do not feature on the list of projects SMCs undertake, and the level of girls’ concern with poverty and the need for sponsorship does not seem to be matched by the work of SMCs. 

Table 122: SMC activities carried out with socially disadvantaged groups

	Activities
	% mentioned

	House visits
	39

	Discussions with community leaders
	75

	Community theatre/Dance/Cultural activities 
	5

	Fees/levy support
	59

	Advocacy visits to policy makers
	11

	Counselling
	55


Table 123 shows that schools with higher gender profiles have SMCs that more frequently mentioned different kinds of outreach, with the exception of counselling and advocacy visits to policy makers. These schools do appear the most active with regard to fee /levy support.

Table 123: SMC activities carried out with socially disadvantaged groups, by school gender profile

	Groups
	% mentioned

	
	By school gender profile

	
	Below average
	Average
	Above average

	House visits
	21
	53
	63

	Discussions with community leaders
	71
	88
	94

	Community theatre/Dance/Cultural activities 
	14
	0
	6

	Fees/levy support
	57
	65
	75

	Advocacy visits to policy makers
	14
	18
	6

	Counselling
	71
	59
	56


Table 124 also suggests that schools with a higher gender profile also had SMCs that were more active in monitoring enrolments and attendance, supervising teachers, and encouraging action on gender equality, although they mentioned action on HIV less frequently than schools with only average gender profiles.

Table 124: SMC action in key areas, by school gender profile

	
	% mentioned

	
	By school gender profile

	
	Below average
	Average
	Above average

	Monitoring school enrolments
	88
	88
	100

	Checking on attendance
	88
	82
	100

	Monitoring numbers passing exams
	88
	88
	94

	Checking on gender balance in exam passes
	69
	71
	59

	Contacting families where children don’t attend
	81
	76
	82

	Ensuring teachers teach lessons
	69
	53
	82

	Ensuring teachers mark homework
	25
	29
	53

	Encouraging action on HIV/AIDS
	31
	47
	41

	Encouraging action on gender equality
	44
	47
	65


This data raises some questions about causation and correlations. It seems that improving the overall quality of learning and teaching for girls (improving gender profiles) correlates with more active SMCs, who give more attention to the problems of fees and levies, which bear on girls’ concerns with poverty. Table 125 shows this in a different way looking at the relationship of schools’ gender profiles with their gender management score. It can be seen that schools with low gender management profiles are over-represented in schools with low gender profile scores and under-represented among schools with high gender profile scores, while schools with high gender management profiles are under-represented in low gender profile score schools and over-represented in average and above-average gender profile score schools. There is thus some association between the activities of school committees and improved gender profile, but the nature of the relationship is not clear. As this is a key component of one of the TEGINT learning questions, this too would merit more investigation.

Similar issues and the need for more investigation are raised in Table 126, where it can be seen that there is no clear pattern between the gender management profile score and the range of issues girls raised

Table 125: Obstacles to schooling cited by girls, by gender management profile score
	
	Percentile Group of management profile

	
	Below average
	Average
	Above average
	Total

	Early Marriage
	27
	43
	36
	35

	Poverty
	62
	61
	60
	61

	Parents withdraw from School
	26
	15
	20
	20

	Old for Class
	5
	5
	3
	4

	Lack of Facilities
	32
	25
	34
	30

	Distance from school
	7
	11
	3
	7

	Ill Health
	28
	32
	24
	28

	Pregnancy
	55
	56
	51
	54


The last aspect of community strategies we look at document how the views of girls, teachers, and SMCs about their ideals for schooling line up with the reality.  In the majority of schools in which TEGINT is working in Arusha, Monduli and Babati the school communities tend to be over-optimistic about school quality, while those in Moshi Rural and Hai tend to be more realistic (Table 127).  

Table 126: Gender management score, by school gender profile score

	
	Banded school gender profile score

	Gender management 

profile score
	Below average
	Average
	Above average
	Total

	Low
	35
	35
	12
	27

	Average
	41
	18
	47
	35

	High
	24
	47
	41
	37

	Total
	100
	100
	100
	100


The data thus suggest some important generational divisions with regard to how gender inequalities are redressed. Often SMCs do not appear to have appropriate channels of communication open with girls or head teachers regarding the form of gendered inequalities girls confront. However, it does appear that schools that are better at delivering good rates of attendance and progression for girls are also better at monitoring school level data on attendance, teacher performance and gender equality, and are more likely to be undertaking activities to mobilize to address aspects of poverty or parents withdrawing girls from school

Table 127: School ratings of difference between perceptions and actual quality, by district; frequencies and mean ratings 

	
	Number of schools

	District Name
	Arusha 
	Monduli
	Moshi Rural 
	Hai
	Babati
	Mbulu

	Very over-optimistic
	1
	0
	2
	2
	0
	2

	Over-optimistic
	5
	8
	1
	1
	6
	3

	About right
	1
	2
	7
	6
	4
	5

	Pessimistic
	1
	0
	0
	0
	0
	0

	Total 
	8
	10
	10
	9
	10
	10

	Mean score 
	2.3
	2.1
	2.5
	2.4
	2.4
	2.3


11. Conclusions

This baseline study set out to investigate seven areas relating to the aims of TEGINT in the schools in which it is at work:

i. What girls attending these schools say about their schooling, what obstacles they anticipate encountering and how they feel these can be overcome

ii. What the gender profiles in enrolment, attendance and progression in the schools in which the project is working are and  how these may be similar or different to other schools in the district;  

iii. What insight these indicators suggest on girls’ views relating to the support with schooling they receive

iv. Teacher conditions, notably class size, teacher  qualifications, gender and teacher deployment, forms of training on gender and HIV and the extent to which teachers consider the schools in which they work support girls’ education
v. What payments schools receive and how these relate to the school gender profiles and girls’ views on their schooling
vi. The work of  school committees, the training they have provided for their members and to parents, their approaches to addressing gender based violence at school and  how gender mainstreaming in management may or may not relate to gender profiles regarding girls’ progression and attainment and girls’ views on their schooling
vii. How   gender, generation and processes for community connection bear on views about the obstacles girls confront in progressing their education and the forms of mobilisation that should be used to address this. 
The conclusions from the baseline report and some of the implications for the project from this data areas are discussed as follows:

11.1 Obstacles to girls’ education

Girls have high aspirations for their education, but the majority highlight poverty, pregnancy and early marriage as the major obstacles they anticipate will prevent them from completing their education. Their suggestions for transformation are partly economic - enhancing sponsorship and abolishing fees and levies – partly focused on enhancing provision within the school – improving the curriculum and facilities – and partly tied up with challenging gender relations within their families and communities.  However, as the report indicates, SMCs have only partially taken on the concerns of girls in organising their community mobilisation work. There is thus a challenge to enhance the levels of communication between girls, teachers, SMCs and community organisations in order to open the space for more substantive gender equality.

Key Finding 1: 

Girls have high aspirations for their education despite concerns with poverty, gender based violence, the consequences of early pregnancy and marriage and lack of facilities.  Girls’ views about overcoming obstacles tend to focus on short-term and less sustainable interventions, like sponsorship to pay school fees.  

Recommendations: 

i) Girls should be supported to develop a better understanding of their rights to education.

ii) Government education policy should be developed to address girls’ concerns with poverty, gender based violence, early pregnancy and marriage and lack of facilities. These policies should be widely disseminated, understood and implemented.

11.2 Is TEGINT working in the most gender inequitable schools? 

While many commentators have pointed out that the enormous expansion of education provision in Tanzania has not been uniform throughout the country and that there are many challenges, particularly with regard to poverty, rurality and a range of inequalities, the baseline data suggest that the project is not uniformly working in schools with large gender gaps in enrolment, attendance or progression, and is sometimes located in schools with better indicators than district or regional averages. TEGINT works in a wide range of schools, assessed on the basis of the gender profile scores, and, while this does make it difficult to give the project a uniform direction, it does allow the variation between different kinds of schools to be noted and engaged in planning activities.

11.3 Gender profiles and girls’ perspectives on schooling

Girls are generally very positive about their schools, but when girls’ views about their schooling are matched with schools’ actual performance in supporting progression and achievement there are some worrying gaps. Almost four in ten of those girls who described their school as supporting girls’ education ‘very well’ were attending schools where gender profile performance was categorised as below average.  Similarly four in ten of those describing their school as performing ‘well’ were attending schools categorised in the below average gender profile category.  Around a third of those girls who described their school as performing both ‘well’ and ‘very well’ on school support for girls’ education were enrolled in schools where performance on progression was below average. In schools that did more to ensure girls progressed and achieved well in schooling, girls were more articulate about the problems they faced. Thus it appears that in some contexts girls might be highly aspirational, despite schools not being able to support this, and that girls may complain less the worse their school supports them.  Girls tend to comment more critically and perceptively on conditions in their school and how to change this in schools where teachers are better trained. The challenge appears to be to work with schools on enhancing learning and teaching, and with girls in helping them to utilise that learning to articulate the challenges they face.  

Finding 2: 

Girls identify poverty, lack of school facilities, and distance from school as major obstacles to schooling in places where they can easily see other girls who do not experience such obstacles. They tend to be silent on these obstacles in places where poverty levels are higher and there are greater distances to walk to school. In addition, there is considerable silence on gender based violence.

Recommendations:

i) Girls’ clubs should work to develop girls’ understanding about school conditions in other areas of Tanzania

ii) Girls and their families should be supported to voice demands for better school conditions.

iii) Government should provide sufficient schools within a short walking distance for all children, including nomadic pastoralist communities.

11.4 Teacher conditions and support to girls’ schooling

Data suggest that while not all the schools in which TEGINT is working have very high pupil teacher ratios or large numbers of teachers with low levels of qualification, higher levels of teacher qualification seem to impact on improved levels of girls’ attendance, but do not seem to result in more schools achieving higher gender profile scores.  The reasons why there are more highly qualified teachers in schools with lower gender profiles needs further investigation. However, it appears that more female teachers have more positive results on schools’ gender profiles and on the articulacy of girls in voicing problems regarding their education. The implications appear to be to work with teacher unions and DEOs to look at the deployment of female teachers, and to conduct more in-depth investigation as to why improved levels of teacher qualification, while translating into improved attendance, do not seem to be associated with higher gender profiles. Teacher Colleges and INSET has focussed much more on training on HIV than on gender equality,

Finding 3: 

Where teachers have higher levels of qualifications, girls are more able to articulate a wider range of demands for their schooling. Where there are larger numbers of female teachers there is more gender parity in attendance, progression and attainment. Teacher training colleges have given more attention to HIV than gender.

Recommendations:

i) Support teachers currently in post to improve their qualifications

ii) Support the posting of women teachers to challenging areas through incentives, housing, transport allowance etc.

iii) Support TTCs to develop PRESET & INSET gender training for teachers, linked with HIV training, as appropriate.

11.5 School funding

Although basic education is nominally free, the data confirm a very wide range of charges made by the schools in which the project is working. It appears that schools that have higher gender profiles, that is ensure better progression and achievement for girls, are also schools that receive the least income from government grants, but charge the most in levies. This suggests that government funding is focusing on the lowest performing schools, which seems like a fair policy, but firstly, increased funding does not seem to be translating into better results, and secondly, the better performing schools may be underfunded and are managing this by charging levies to parents, suggesting that families have to pay more for a decent education for their daughters. This presents some significant challenges in terms of understanding the dynamics of school funding and engaging with the discriminatory levies.

Finding 4: 

Government funding for schooling is not sufficient. Many schools where gender parity in attendance, progression and attainment is not a problem are supplementing government funding with very high levies from parents and communities. 

Recommendations: 

i) Increase government funding to schools to decrease the reliance on parents’ contributions, which discriminates against the poorest

ii) Work with SMCs and district officials to build their capacity in financial management, budget tracking and their ability to maximise their entitlement to government funding.

11.6 The work of SMCs

Gender mainstreaming has not been carried out systematically with SMCs who carry a great deal of responsibility for school finances and monitoring school provision. Women make up a minority of members of SMCs.  It appears that their task of monitoring is difficult as head teachers and SMCs have very little hard data on which to base their understanding of whether girls at their school are or are not attending, progressing or achieving well. Incidents of violence correlate with drops in girls’ attendance, and while data has been gathered on some very worrying levels of gender based violence, SMCs and head teachers do not seem very well supported or informed in dealing with this. Improved gender management profiles for SMCs are associated with more girls being entered for examination in Class 7, but lower levels of girls passing.  There does appear to be some association between the level of activity of the SMC (the gender management profile) and good outcomes for girls (the gender profile) however, the relationship between these is not clear and needs much greater investigation. This suggests that while the work with SMCs may be a useful focus for  activity, it may not be decisive in ensuring very good progression and achievement for girls at school. In addition to this, a range of approaches need to be taken to understand and change the gendered environment in which girls are growing up.

Finding 5: 

Better levels of gender parity in attendance, progression and attainment are found in schools where SMCs have more women members and are highly proactive. However, SMCs have limited capacity to respond to gender based violence. 

Recommendations:

i) Work with SMCs and communities to increase the numbers of active women serving on SMCs.

ii) Work with SMCs to develop their capacity for outreach on gender and EFA, and to play their role effectively.  

iii) Work with SMCs, parents, teachers and community organisations to develop their capacity to respond to gender based violence taking account of girls’ rights.

11.7 Gender, generation and community

When girls’ views on the obstacles they envisage in their education and how to overcome these are set alongside those of adults, with some responsibility for their schooling at community level, it is evident that there are significant gaps. SMC members and VEOs tend not to share the perspective of girls, while their head teachers have a closer connection. In schools that are more successful in ensuring girls’ progression and achievement, where there are better qualified teachers, there is a better fit between the views of girls on the kinds of actions that should be taken to support their education and the outreach work done by the older generation. A key area for work therefore links with enhancing learning and teaching for girls, as this seems to support improved communication with adults about obstacles and how to overcome them to transform education for girls.

The study confirms the importance of further investigation into the form of working in a sustained and strategic way at multiple levels with teachers, parents, VEOs, school committees, communities and girls themselves to transform girls’ education. It highlights the importance of looking at in-school and out-of-school factors to bring about significant and sustainable change for gender equality. 
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Appendix 2: Research instruments: Tanzania
Interview schedule for VEO/Village Chair


QID______
1. Name of village:

2. Region:
District:

Ward:

Village:

3. Today’s date:     Date……………… Month………………. Year……………

4. Sex:
Female
Male

5. Date in post (year):

6. Since 2005 have there been any representations made from this village to local, regional or national government officials on the subject of girls’ education?
Yes
No

If yes, please give details:

	Date
	Issue
	Form of representation
	Number involved
	Outcome

	
	
	
	Female
	Male
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	


7. List all activities that children out of school engage in during school time (Prompt)
	
	Activity
	Girls involved
	Boys involved

	
	Yes
	No
	Yes
	No
	Yes
	No

	Family
	
	
	
	
	
	

	Religious
	
	
	
	
	
	

	Rights and rituals
	
	
	
	
	
	

	Sports
	
	
	
	
	
	

	Hawking
	
	
	
	
	
	

	Paid employment
	
	
	
	
	
	

	Household chores
	
	
	
	
	
	

	Work on family farm
	
	
	
	
	
	

	Other


	
	
	
	
	
	


8. Have there been any instances of violence or abuse against girls in this village in the last 3 years? 
Yes
No

If yes, please detail what action was taken? (Prompt)

	Action
	Yes
	No

	Reported to VEO/village chair
	
	

	Sent away/banishment
	
	

	Ostracised/frozen out
	
	

	Fine (community)
	
	

	Police/legal redress
	
	

	Physical punishment/caning
	
	

	Warning/caution
	
	

	Religious sanctions
	
	

	Forced to marry
	
	


9. We have some questions about women’s participation in community decisions. For each of the following decisions, do women participate? (prompt)
	Decision making about
	Do women participate

	
	Yes
	No
	Don’t know

	Provision of health facilities
	
	
	

	Provision of infrastructure (water, roads)
	
	
	

	Establishing religious centres (mosques, churches)
	
	
	

	To send child to school
	
	
	

	Take child to hospital
	
	
	

	Other:


	
	
	


10. In your view, for this area, what is school attendance like for:

	
	Very good
	Good
	Average
	Poor
	Very poor

	Girls
	
	
	
	
	

	Boys
	
	
	
	
	


11. In your view, in this area, how well do you think the community supports girls’ education?

	Very well
	Well
	Average
	Poorly
	Very Poorly


Teacher Training College
Enumerator names:

Date of visit:

Please introduce the project, research and yourselves and relate issues of confidentiality, participation, the right to non-participation/withdrawal from the research process before using each tool with each group.

Note:

Interviews are semi-structured – questions do not have to be asked in order but the conversation should be allowed to flow, with the interview schedule being used to by the enumerators to check that all issues are covered. It is recommended that interviews last approximately 45 minutes – 1 hour, except with the Head Teacher which will last longer as there is more data to be collected.

Tool 1: Principal Interview

	1. Name

	2. Name of TTC/CoE

	3. Year in post

	4. Qualifications (of Principal)

	5. Number of teacher trainees by sex:

	    2002

	    2004

	    2006

	    2007

	6. Number of staff in TTC/CoE by sex:

	    2002

	    2004

	    2006

	    2007

	    2008


7. Any training for staff in last year on gender? Yes/No

· If yes, by whom?  DEO/INSET/PRESET/NGO/Other

· When? (Give month and year)

· How often? (Give number of times/year)

· Who participated? (Give numbers of men and women teachers)?

8. Any training for staff in the last year on HIV/AIDS? Yes/No

· If yes, by whom?  DEO/INSET/PRESET/NGO/Other

· When? (Give month and year)

· How often? (Give number of times/year)

· Who participated? (Give numbers of men and women teachers)?

9. Is HIV/AIDS dealt with in TTC/CoE curriculum?

· As a single unit

· Within several subjects – which?

· In general student meetings

· Not dealt with

10. Is gender dealt with in TTC/CoE curriculum?

· As a single unit

· Within several subjects – which?

· In general student meetings

· Not dealt with

11. (i)
What type of materials on HIV/AIDS do you use?

Lesson plans/Information booklets/Easy reading materials/Other

12. (ii)
Where are they from?

Ministry of Education Headquarters  
[   ]

Curriculum Institute



[   ]

Teacher Resource Centres


[   ]

NGOs






[   ]

UNICEF





[   ]

Other (mention)______________________________________

13. Is this material useful?

 Yes
[   ]

No
[   ]

If yes, why?

If no, why not?

14. (i)
What type of materials on Gender do you use?

Lesson plans/Information booklets/Easy reading materials/Other

(ii)
Where are they from?

Ministry of Education Headquarters  
[   ]

Curriculum Institute



[   ]

Teacher Resource Centres


[   ]

NGOs






[   ]

UNICEF





[   ]

Other (mention)______________________________________

15. Is this material useful?

 Yes
[   ]

No
[   ]

If yes, why?

If no, why not?

16. What would you say is the main approach to HIV/AIDS taken in TTC curriculum?

17. What would you say is the main approach to gender taken in TTC curriculum?

DODOSO LA MWALIMU





QID: ______

(Swahili – see below for English translation)

(a)
Jina la shule:…………………………………………………………………..

(b)
Elimu yako:  Msingi  [     ]   Sekondari   [     ]     Elimu ya juu  [     ]

(c)
Mkoa………………………  Wilaya………………….. kata ……………… Kijiji/mtaa………………………………..

(d)
Tarehe ya leo (/tarehe/mwezi/mwaka)…………..…………………………

(e)
Jinsi:  ME
[     ]
     KE  [     ]

(f)
Je umehitimu mafunzo ya ualimu:   Ndiyo  [     ]   Hapana  [     ]


Kama ndiyo, ni mafunzo ya aina gani? Weka alama ya vema (() panapohusika

	Cheti cha Ualimu
	Diploma
	Digrii (1)
	Digrii (Uzamili)

	
	
	
	


 (g)
(i)
Ni lini ulianza kazi katika kituo hiki cha kazi  (mwezi/mwaka)…..................................................


(ii)
Taja daraja lako la sasa kwa kuweka alama ya vema (() panapohusika

	Grade IIIC
	Grade IIIB
	Grade IIIA
	Diploma
	Digrii

	
	
	
	
	



(i)
Unafundisha masomo mangapi?..................................................

(h)
Tangu mwezi Juni 2007 hadi sasa, umewahi kuhudhuria mafunzo (warsha/semina yoyote) kuhusu UKIMWI:

 Ndiyo  [    ]
Hapana 
[     ]

(i)
Tangu mwezi Juni 2007 hadi sasa, je umewahi kuhudhuria mafunzo yoyote ya jinsia na elimu kwa mtoto wa kike?

Ndiyo

[     ]
Hapana 
[     ]

(j)
(i)
Je umewahi kuyatumia maarifa ya UKIMWI, jinsia na Elimu kwa mtoto wa kike kwa vitendo?

Ndiyo

[     ]
Hapana 
[     ]


(ii)
Kama ni ndiyo, ni hatua gani halisi ulizochukua. Weka alama ya vema (() panapohusika katika jedwali hapa chini

	Mabadiliyo yaiyotokea
	Masuala ya UKIMWI
	Jinsia na Elimu kwa mtoto wa kike

	
	Ndiyo
	Hapana
	Ndiyo
	Hapana

	Kuzungumza na walimu wengine
	
	
	
	

	Kutoa maelezo/taarifa darasani km. Stadi za maisha
	
	
	
	

	Msaada mahususi/maalumu kwa watoto waliothirika
	
	
	
	

	Kuzungumza zaidi na wazazi
	
	
	
	

	Shughuli nyingine nje ya masomo darasani
	
	
	
	

	Mengineyo (taja)
	
	
	
	


 (k)
(i)
Je unajihusisha na asasi yoyote inayoshawishi kuhusu elimu?

Ndiyo

[     ]
Hapana 
[     ]

(ii)
Kama jibu ni ndiyo ni aina gani ya asasi? Weka alama ya vema (() panapohusika

	Asasi za aina gani
	Ndiyo
	Hapana

	kiserikali
	
	

	Kijamii/zisizo za kiserikali
	
	

	Watu binafsi
	
	


(l)
Je unashirikiana kikamilifu na  vyama vya wafanyakazi?

Ndiyo

[     ]
Hapana 
[     ]

(m)
(i)
Je unashiriki kikamilifu katika elimu kwa mtoto wa kike?

Ndiyo

[     ]
Hapana 
[     ]


(ii)
Kama ni ndiyo ni aina gani ya asasi Weka alama ya vema (() panapohusika

	Aina
	Ndiyo
	Hapana

	Serikali
	
	

	Asasi za kiraia/kijamii
	
	

	Asasi za watu binafsi
	
	


(iii)
Kama ni ndiyo, umejishughulisha katika shughuli gani kwa mwaka jana 2007

	
	Ndiyo
	Hapana

	Kujenga uweleweshaji
	
	

	Uhamasishaji
	
	


(n)
(i)
Katika kijiji/mtaa, je wapo watu au makundi yanayojihusisha na masuala ya Elimu kwa mtoto wa kike

Ndiyo

[     ]
Hapana 
[     ]


(ii)
Kama ni ndiyo nani hujihusisha zaidi?

Wanawake
[     ]
Wanaume
[     ]

 (o)
Katika muhula huu wa shule, kwa maoni yako, mahudhurio ya wanafunzi yakoje? Weka alama ya vema (() panapohusika
	
	Vizuri sana
	Vizuri
	Wastani
	Dhaifu
	Dhaifu sana

	Wasichana
	
	
	
	
	

	Wavulana
	
	
	
	
	


(p)
Kwa maoni yako unafikiri shule yako inahimiza kwa kiwango gani elimu kwa watoto wa kike? Weka alama ya vema (() panapohusika
	Kiwango cha juu
	Wastani 
	Kiwango cha chini
	Kiwango cha chini sana

	
	
	
	


ASANTE SANA

Teacher survey - self completion
(translation)

QID: ______
12. Please give your name:

13. Please give the name of the school:

14. What is the school level?
Primary

JSS

15. State:


LGA:


Village/Community:

16. Today’s date (mm/dd/yy):

17. Are you:
Female
Male

18. Do you have a teaching qualification?
Yes
No
If Yes, what type?

	Certificate
	Diploma
	Degree
	Masters

	
	
	
	


Please give date received for highest qualification (year):

19. When were you posted to this school (mm/yy)?
What is your grade level?

For how many classes are you the form teacher?


None
  
One
    More than 1

20. From June 2007 to now, have you received any training on HIV/AIDS?

· Yes

· No

21. From June 2007 to now, did you receive training on gender and education or girls’ schooling?

· Yes

· No

22. Have you put any of the training mentioned above into practice?

· Yes

· No

If yes, what specific actions have you taken (tick as many as apply)?

	Changes made
	HIV/AIDS issues
	Gender and education or girls’ schooling

	
	Yes
	No
	Yes
	No

	Talking more with other teachers
	
	
	
	

	Giving information to class e.g. through Family Life Education
	
	
	
	

	Special support for children affected
	
	
	
	

	Talking more with parents
	
	
	
	

	Providing extra curricular activities
	
	
	
	

	Other


	
	
	
	


23. Are you involved in any organisations that influence education?

· Yes

· No

If yes, what type of organisation:

	Type
	Yes
	No

	Government
	
	

	Civil Society Organisation/NGO
	
	

	Private
	
	


24. Do you take an active part in your trade union?

· Yes

· No

25. Are you involved in any campaign to promote girls’ education?

· Yes

· No

If yes, what type of organisation:

	Type
	Yes
	No

	Government
	
	

	Civil Society Organisation/NGO
	
	

	Private
	
	


If yes, what activities have you participated in during in the last year?

	Activities
	Yes
	No

	Advocacy
	
	

	Sensitisation
	
	

	Mobilisation
	
	


26. In this village/area, are there any people or groups who are active on the issue of girls’ education?

27. Yes

28. No

If yes, who is more active:
Female
Male

29. This term, in your view, what has attendance been like for:

	
	Very good
	Good
	Average
	Poor
	Very poor

	Girls
	
	
	
	
	

	Boys
	
	
	
	
	


30. In your view, how well do you think your school encourages girls’ education?

	Very well
	Well
	Average
	Poorly
	Very Poorly


Thank you!

-------------------------------------------------------------------

Interview with older girls




QID ______

10 girls randomly selected from each of Class 6 in primary school and Form 3 in ordinary level school

Name of school:

Region:

District:

Ward:

Village::

Age:

Class:

1. In the last week (Monday to Friday):

Did you: (Prompt)

	Activity
	Yes
	No

	Miss any school
	
	

	Do homework
	
	

	Play with friends
	
	

	Do sport/games (e.g. football, athletics)
	
	

	Attend clubs
	
	

	Do childcare
	
	

	Care for an adult
	
	

	Do housework (cooking, cleaning, washing at home)
	
	

	Do work on the farm/with livestock
	
	

	Work to earn income (hawking etc)
	
	

	Attend religious ceremonies
	
	

	Attend other ceremonies
	
	

	Absent through ill health
	
	

	Other


	
	


2. What level of education do you wish to achieve?


1: Primary
2: Secondary

3: Tertiary (University)

2.1. What are the reasons for this? (Do not prompt)

	Reason
	Tick if applies

	Profession
	

	Employment
	

	Recognition
	

	Role model
	


2.2. What obstacles will make attaining this level of education difficult for you? (Tick all that apply) (Do not prompt)

	Obstacle
	Tick if mentioned

	Early marriage
	

	Poverty
	

	Parents withdraw from school
	

	Old for class
	

	Lack of facilities
	

	Distance from school
	

	Ill health
	

	Pregnancy
	

	Other:


	


2.3. What will help you overcome these obstacles? (Do not prompt)
	Help
	Tick if mentioned

	Sponsorship
	

	Provision of facilities
	

	Stop early marriage
	

	Abolish fees and levies
	

	Family Life Education
	

	Enlightenment of parents
	

	Other:


	


3. In 2008 have you received any training or information at school on HIV/AIDS?

Yes/No

3.1. If yes, what information did you receive?


(Do not prompt)

	Information on
	Tick

	How HIV is transmitted/not transmitted
	

	How HIV is prevented
	

	Knowledge of condoms
	

	Where to get help
	

	Stigma and discrimination
	


4. In 2008, have you received any training or information on issues related to girls’ and women’s rights?

Yes/No

4.1. If yes, what information did you receive? (Prompt)

	Information on
	Yes
	No

	Girls have rights to stay at school


	
	

	Girls do not have to be married before 18
	
	

	Women can participate in school governing bodies
	
	

	Women can hold senior positions in government
	
	

	Other:


	
	


5. In your view, how well do you think your school encourages girls’ education?

	Very well
	Well
	Average
	Poorly
	Very Poorly


-------------------------------------------------------------------

SMC survey – Interview with









QID______

31. Name of school:

32. Today’s date:

33. What is your role:
Chairperson
Vice-chairperson
Secretary

Treasurer
Other:

34. Sex:
Female
Male

35. What is the sex composition of your Board/Committee?

Number of:
Males:


Females:

36. What workshops have been attended by Board/Committee members in the last one year (June 2007 – May 2008)? (Prompt)
	Topic
	Workshop
	Women attending
	Men attending
	Written records

	
	Yes
	No
	Yes
	No
	Yes
	No
	Yes
	No

	HIV/AIDS
	
	
	
	
	
	
	
	

	Gender 
	
	
	
	
	
	
	
	

	School Management
	
	
	
	
	
	
	
	

	MDGs/EFA
	
	
	
	
	
	
	
	

	Reproductive Health
	
	
	
	
	
	
	
	

	Budget Tracking
	
	
	
	
	
	
	
	

	Resource Mobilization
	
	
	
	
	
	
	
	

	Others
	
	
	
	
	
	
	
	


If records, ask to see

37. Has your SBMC/PTA organised any training for parents in the last one year? 

Yes

No
38. What disadvantaged groups in the community has the Board/Committee targeted for work on girls’ education in 2008? (Prompt)
	Groups
	Yes
	No

	Pastoralists/Nomadic
	
	

	Families with children living with disability
	
	

	Families who cannot pay school fees/levy
	
	

	Girls involved in hawking/house chores
	
	

	Orphans/Vulnerable Children
	
	

	Children infected or affected with HIV/AIDS
	
	

	Children of Internally Displaced Persons/Refugees
	
	

	Others
	
	


39. What activities have been carried out with or for these groups: (Prompt)
	Activities
	Yes
	No

	House visits
	
	

	Discussions with community leaders
	
	

	Community theatre/Dance/Cultural activities 
	
	

	Fees/levy support
	
	

	Advocacy visits to policy makers
	
	

	Counselling
	
	

	Others
	
	


40. In 2008 has any action been taken in the following areas? (Prompt)
	Actions
	Yes
	No

	Monitoring school enrolments
	
	

	Checking on attendance
	
	

	Monitoring numbers passing exams
	
	

	Checking on gender balance in exam passes
	
	

	Contacting families where children do not attend
	
	

	Ensuring teachers teach lessons
	
	

	Ensuring teachers mark homework
	
	

	Encouraging action on HIV/AIDS
	
	

	Encouraging action on gender equality
	
	

	Other activities:


	
	


41. In 2008 have there been any reports of violence/abuse against girls?

Yes

No

If yes, please tick the relevant actions taken by the Board/Committee? (Prompt)
	Action
	Tick

	Report to VEO/village chair
	

	Fine
	

	Physical punishment
	

	Warning
	

	Report to law enforcement
	

	Improve security
	

	Others


	


42. This term, in your view, what has attendance been like for:

	
	Very good
	Good
	Average
	Poor
	Very poor

	Girls
	
	
	
	
	

	Boys
	
	
	
	
	


43. In your view what are the reasons girls do not attend school. Please tick all that apply: (Prompt)
	Reasons
	Tick if mentioned

	Fees
	

	Cost of uniforms
	

	Cost of books
	

	Cost of transport
	

	Parents see educating sons as more important
	

	Work in the home
	

	Care for siblings (brothers/sisters)
	

	Care for elderly relatives
	

	Care for sick relative
	

	Income earning, Contribution to family work, etc.
	

	Ill health
	

	Belief that schooling harms girls’ chances of getting married
	

	Cultural beliefs practices forbid girls to go to school
	

	Anxiety about girls’ safety on the way to school
	

	Anxiety about girls’ safety in school
	

	Other
	


44. We have some questions about women’s participation in decisions. For each of the following decisions, do women participate? (Prompt)
	Decision making about
	Do women participate

	
	Yes
	No
	Don’t know

	School fees
	
	
	

	Content of schooling
	
	
	

	To send child to school
	
	
	

	Choice of school
	
	
	

	Keep or withdraw child from school
	
	
	

	Take child to hospital
	
	
	

	Other:


	
	
	


45. In your view, how well do you think this school supports girls’ education?

	Very well
	Well
	Average
	Poorly
	Very Poorly


46. Please show us the minutes for SBMC/PTA meetings in 2008.

Enumerator: Were any women present at the meetings?


Yes
No

Enumerator: Do the minutes record any mention of discussion of HIV/AIDS

Yes/No

Enumerator: Any discussion of gender

Yes/No

SCHOOL BASED RECORDS

B 1.1
Registration in Primary Schools (Analysis of Register for 2002, 2004, 2006, 2008)

School:_______________________________________________________________

REGION_____________________________________________________________

District_______________________________________________________________
Ward/Street___________________________________________________________
DATA AVAILABLE? YES      NO 
(Take February 15, or nearest school day, each year)

	Class
	Date and Number of Pupils 

	
	February…..2002
	February…..2004
	February…..2006
	February…..2008

	
	Girls
	Boys
	Girls
	Boys
	Girls
	Boys
	Girls
	Boys

	1
	
	
	
	
	
	
	
	

	2
	
	
	
	
	
	
	
	

	3
	
	
	
	
	
	
	
	

	4
	
	
	
	
	
	
	
	

	5
	
	
	
	
	
	
	
	

	6
	
	
	
	
	
	
	
	

	7
	
	
	
	
	
	
	
	


B 2.1
ATTENDANCE IN PRIMARY SCHOOLS (ANALYSIS OF REGISTER FOR 2002, 2004, 2006, 2008)

School:_______________________________________________________________

REGION_____________________________________________________________

District_______________________________________________________________
Ward/Street___________________________________________________________
DATA AVAILABLE ?   YES      NO 
 (Take February 15, or nearest school day, each year)

	Class
	February…..2002
	February…..2004
	February…..2006
	February…..2008

	
	Girls
	Boys
	Girls
	Boys
	Girls
	Boys
	Girls
	Boys

	1
	
	
	
	
	
	
	
	

	2
	
	
	
	
	
	
	
	

	3
	
	
	
	
	
	
	
	

	4
	
	
	
	
	
	
	
	

	5
	
	
	
	
	
	
	
	

	6
	
	
	
	
	
	
	
	

	7
	
	
	
	
	
	
	
	


REPETITION IN PRIMARY SCHOOLS (ANALYSIS OF REGISTER FOR 2002, 2004, 2006, 2008)

B 3.1
REPETITION BY SEX

School:_______________________________________________________________

REGION_____________________________________________________________

District_______________________________________________________________
Ward/Street___________________________________________________________
DATA AVAILABLE ?   YES      NO 
 (Take February 15, or nearest school day, each year)

	Class
	February…..2002
	February…..2004
	February…..2006
	February…..2008

	
	Girls
	Boys
	Girls
	Boys
	Girls
	Boys
	Girls
	Boys

	1
	
	
	
	
	
	
	
	

	2
	
	
	
	
	
	
	
	

	3
	
	
	
	
	
	
	
	

	4
	
	
	
	
	
	
	
	

	5
	
	
	
	
	
	
	
	

	6
	
	
	
	
	
	
	
	

	7
	
	
	
	
	
	
	
	


B 4.
PROGRESSION IN PRIMARY SCHOOLS
B 4.1.1:Enrolment in Primary 1 in 2002 and Primary 5 in 2006 by Class and Sex

School:_______________________________________________________________

REGION_____________________________________________________________

District_______________________________________________________________
Ward/Street___________________________________________________________
DATA AVAILABLE ?   YES      NO 
 (Take February 15, or nearest school day, each year)

	Enrolment in Primary 1 on February…..2002
	Enrolment in Primary 5 on February ….2006

	Total Girls
	Total Boys
	Total Girls
	Total Boys

	
	
	
	


PROGRESSION FROM JUNIOR TO SENIOR PRIMARY SCHOOL, 2004 TO 2008
B 4.2.1 
Enrolment in Primary 1 in 2004 and Primary 5 in 2008 by Class and Sex

School:_______________________________________________________________

REGION_____________________________________________________________

District_______________________________________________________________
Ward/Street___________________________________________________________
DATA AVAILABLE ?   YES      NO 
 (Take February 15, or nearest school day, each year)

	Enrolment in Primary 1 on February….2004
	Enrolment in Primary 5 on February…2008

	Girls
	Boys
	Girls
	Boys

	
	
	
	


6.
ATTAINMENT IN PUBLIC EXAMINATIONS

6.1. PRIMARY SCHOOL LEAVING CERTIFICATE EXAMINATION, 2002 - 2007

REGION_____________________________________________________________

District_______________________________________________________________
Ward/Street___________________________________________________________
	YEAR
	NUMBER OF CANDIDATES WHO SAT EXAM
	PASS IN ALL SUBJECTS

	
	FEMALE
	MALE
	TOTAL
	FEMALE
	MALE
	TOTAL

	2002
	
	
	
	
	
	

	2003
	
	
	
	
	
	

	2004
	
	
	
	
	
	

	2005
	
	
	
	
	
	

	2006
	
	
	
	
	
	

	2007
	
	
	
	
	
	

	TOTAL
	
	
	
	
	
	




6.2. ANALYSIS OF ORDINARY SECONDARY SCHOOL CERTIFICATE EXAMINATION RESULTS, 2002 - 2007

SCHOOL______________________________________________________

REGION_____________________________________________________________

District_______________________________________________________________
Ward/Street___________________________________________________________
	YEAR
	NO OF CANDIDATES

WHO SAT EXAM
	 NO OF CANDIDATES WHOSE FULL ESULTS WERE RELEASED
	PASSED IN ALL SUBJECTS

	
	FEMALE
	MALE
	FEMALE
	MALE
	FEMALE
	MALE

	2002
	
	
	
	
	
	

	2003
	
	
	
	
	
	

	2004
	
	
	
	
	
	

	2005
	
	
	
	
	
	

	2006
	
	
	
	
	
	

	2007
	
	
	
	
	
	


7.1. NUMBER OF TEACHERS IN PRIMARY SCHOOLS BY SEX

SCHOOL______________________________________________________

REGION_____________________________________________________________

District_______________________________________________________________
Ward/Street___________________________________________________________
	NUMBERS OF TEACHERS

	2002
	2004
	2006
	2008

	Female
	Male
	Female
	Male
	Female
	Male
	Female
	Male

	
	
	
	
	
	
	
	



7.2.
NUMBER OF TEACHERS IN PRIMARY SCHOOL BY QUALIFICATION AND SEX

SCHOOL______________________________________________________

REGION_____________________________________________________________

District_______________________________________________________________
Ward/Street___________________________________________________________
	NUMBERS OF TEACHERS

	Qualification
	2002
	2004
	2006
	2008

	
	Female
	Male
	Female
	Male
	Female
	Male
	Female
	Male

	NCE
	
	
	
	
	
	
	
	

	B.ED
	
	
	
	
	
	
	
	

	B.A./B.SC ED
	
	
	
	
	
	
	
	

	M.A/M.SC ED
	
	
	
	
	
	
	
	

	OTHER
	
	
	
	
	
	
	
	


7.3 Topics of training delivered to all teachers 2004 – 2008 and numbers of teachers attending training (from head teacher checklist).

SCHOOL______________________________________________________

REGION_____________________________________________________________

District_______________________________________________________________
Ward/Street___________________________________________________________
	Topics of Training
	NUBER OF TEACHERS ATTENDING

	
	2004
	2005
	2006
	2007
	2008

	
	Female 
	Male
	Female 
	Male
	Female 
	Male
	Female 
	Male
	Female 
	Male

	Sex
	
	
	
	
	
	
	
	
	
	

	HIV/AIDS
	
	
	
	
	
	
	
	
	
	


7.4 
NUMBER OF TEACHERS (M/F) ATTENDING SPECIAL COURSES 2004 – 2008 (FROM HEAD TEACHER CHECKLIST).

SCHOOL______________________________________________________

REGION_____________________________________________________________

District_______________________________________________________________
Ward/Street___________________________________________________________
	SPECIAL

COURSE

ATTENDED
	NUBER OF TEACHERS ATTENDING

	
	2004
	2005
	2006
	2007
	2008

	
	Female 
	Male
	Female 
	Male
	Female 
	Male
	Female 
	Male
	Female 
	Male

	Sex
	
	
	
	
	
	
	
	
	
	

	HIV/AIDS
	
	
	
	
	
	
	
	
	
	


9.1
Number of Girls Pregnant 2005 – 2007.

SCHOOL______________________________________________________

REGION_____________________________________________________________

District_______________________________________________________________
Ward/Street___________________________________________________________
	YEAR
	NUMBER OF GIRLS PREGANT

	2005


	

	2006


	

	2007


	


9.2
Number of cases girls withdrawn from school on account of early marriage 2005 – 2007).

SCHOOL______________________________________________________

REGION_____________________________________________________________

District_______________________________________________________________
Ward/Street___________________________________________________________
	YEAR
	NUMBER OF GIRLS WITHDRAWN FOR EARLY MARRIAGE

	2005


	

	2006


	

	2007


	


Observation schedule on school conditions:


QID _______

Researchers to please tick appropriate boxes unless otherwise indicated.

Name of school:

Type of school:
Primary
Ordinary Level

	
	Girls
	Boys

	1 Go into each classroom and count total numbers attending school
	
	

	2 When school bell rings after short break, do all pupils go to class? None/Some/All 
	None
	Some
	All
	None
	Some
	All

	3 If some, how many are out of class:
	Fewer than 10
	10-20
	More than 20
	Fewer than 10
	10-20
	More than 20

	4 List classes and describe classroom accommodation
	Class
	Own room
	Shared
	Outside

	
	1
	
	
	

	
	2
	
	
	

	
	3
	
	
	

	
	4
	
	
	

	
	5
	
	
	

	
	6
	
	
	

	
	7
	
	
	

	
	Girls
	Boys

	Choose a Primary 1 or a JSS1 class:
	
	

	5 Look at the classroom furniture (Tick one that applies):

No children have desks or chairs
	
	

	Some children have desks or chairs
	
	

	All children have desks and chairs
	
	

	Choose a Primary 6 or a JSS3 class:
	
	

	6 Look into the classroom during a lesson
	
	

	How many in class?
	
	

	How many in the front row?
	
	

	How many in the back row?
	
	

	6.1 Do you see evidence of (tick all that apply):

Students asking questions in lessons?
	
	

	Students initiating?
	
	

	Small group discussion?
	
	

	Class discussion?
	
	

	6.2 In a core subject, look at the textbooks the children have: How many textbooks are there?
	
	

	Tick one of:

All children have textbooks
	
	

	No children have textbooks
	
	

	In the front row, how many pupils have a textbook? (give numbers)

In the back row, how many pupils have a textbook? (give numbers)
	
	

	7 Watch the children play outside at break. What are the main activities?

(record three key activities by sex)
	
	

	
	
	

	
	
	

	8 How many functional latrines at the school?
	For staff:
	

	9 
	For students:
	

	Is there a separate latrine for boys and girls?
	Yes
	No

	10 Are there any posters/murals about HIV/AIDS or gender? (Tick all that apply)
	School walls
	

	
	Trees
	

	
	Notice board
	

	
	Classroom
	

	
	Staff room
	

	
	Head’s office
	

	
	Other
	


Appendix 3: Instruments used for qualitative data collection

Girls Focus Group Discussion Guide
Suggested time: 1 hour 

Step 1:
Introduction and Warm up Session

a) Explain about the baseline survey objectives

b) Inform participants that notes of the discussion will be taken

c) Assure participants that the whole discussion will be confidential

Step 2:
Poverty Tree Exercise

a) Explain to the participants what a poverty tree is.

b) All participants are involved in drawing up a poverty tree 

Step 3:
Core Discussion

a) Probe participants on their perception of ‘violence’

b) Probe around forms of violence that participants have either experienced/known about/heard about

c) If any event of violence has been experienced, probe around the event.

d) Ask each girl in the FGD what she thought/did/ did she change anything

Step 4:
Wrap up Session

a) Provide an opportunity for participants to ask questions of their own and allow interaction

Boys Focus Group Discussion Guide
Suggested time: 1 hour 

Step 1:
Introduction and Warm up Session

a) Explain about the baseline survey objectives

b) Inform participants that notes of the discussion will be taken

c) Assure participants that the whole discussion will be confidential

Step 2:
Poverty Tree Exercise

a) Explain to the participants what a poverty tree is.

b) All participants are involved in drawing up a poverty tree 

Step 3:
Core Discussion

a) Probe participants on their perception of ‘violence’

b) Probe around forms of violence that participants have either experienced/known about/heard about

c) If any event of violence has been experienced, probe around the event.

d) Ask each boy in the FGD what he thought/did/ did he change anything

Step 4:
Wrap up Session

a) Provide an opportunity for participants to ask questions of their own and allow interaction

Female Parents Focus Group Discussion Guide
Suggested time: 1 hour 

Step 1:
Introduction and Warm up Session

a) Explain about the baseline survey objectives and some of the findings of the baseline study

b) Inform participants that notes of the discussion will be taken

c) Assure participants that the whole discussion will be confidential

d) Probe female parents’ levels of education and activities they are currently doing

e) Do a brief family mapping of 2 generations’ level of education

Step 2:
Poverty Tree Exercise

a) Explain to the participants what a poverty tree is.

b) All participants are involved in drawing up a poverty tree 

Step 3:
Core Discussion

a) Probe participants on their perception of ‘violence’

b) Probe around forms of violence that participants have either experienced/known about/heard about

c) If any event of violence has been experienced, probe around the event.

d) Ask each parent in the FGD what she thought/did during the event. 

e) Probe any consequences for how girls/boys or their parents thought about school as a result of this

f) Perform a ranking exercise on how school governance committee deals with questions of gender and schooling 

Step 4:
Wrap up Session

a) Provide an opportunity for participants to ask questions of their own and allow interaction

Male Parents Focus Group Discussion Guide

Suggested time: 1 hour 

Step 1:
Introduction and Warm up Session

a) Explain about the baseline survey objectives and some of the findings of the baseline study

b) Inform participants that notes of the discussion will be taken

c) Assure participants that the whole discussion will be confidential

d) Probe female parents’ levels of education and activities they are currently doing

e) Do a brief family mapping of 2 generations’ level of education

Step 2:
Poverty Tree Exercise

a) Explain to the participants what a poverty tree is.

b) All participants are involved in drawing up a poverty tree 

Step 3:
Core Discussion

a) Probe participants on their perception of ‘violence’

b) Probe around forms of violence that participants have either experienced/known about/heard about

c) If any event of violence has been experienced, probe around the event.

d) Ask each parent in the FGD what she thought/did during the event. 

e) Probe any consequences for how girls/boys or their parents thought about school as a result of this

f) Perform a ranking exercise on how school governance committee deals with questions of gender and schooling 

Step 4:
Wrap up Session

a) Provide an opportunity for participants to ask questions of their own and allow interaction

School Governance Committee Focus Group Discussion Guide

Suggested Time: 1 hour

Step 1:
Introduction and Warm up Session

a) Explain about the baseline survey objectives and some of the findings of the baseline study

b) Inform participants that notes of the discussion will be taken

c) Assure participants that the whole discussion will be confidential

d) Probe participants level of education and activities they are currently doing

e) Probe how long they have been members of the school governance committee

f) Probe whether they are involved in any other community organizations (e.g. faith based, marketing, women’s organizations etc.)

Step 2:
History of School Governance Committee

a) Probe when school governance committee was established

b) Probe whether membership has changed over the last five (5) years and in what ways

c) Probe whether gender balance has been maintained in the committee and how

d) Probe when the last meeting of the committee took place

e) Probe the issues discussed during the last committee meeting

f) Probe how often the committee meets

Step 3:
Financial Issues

a) Probe how the school is financed

b) Probe what works in this arrangement and what needs to change

Step 4:
History of Violence

a) Probe whether there have been events of violence at the school – Further background on incident of violence reported at school? Who was involved? What happened? Any impact on girls/boys’ schooling? Are reporting mechanisms are adequate?

Step 5:
Poverty Tree Exercise

a) Explain to the participants what a poverty tree is.

b) All participants are involved in drawing up a poverty tree 

Step 4:
Wrap up Session

a) Provide an opportunity for participants to ask questions of their own and allow interaction

Interview Protocol for School Head Teachers

Suggested Time: 30 Minutes

Step 1:
 Complete School Profile Record

a) Ask for the date that the school was established

b) Enquire for the school financial sources e.g. from the government, from levies, other sources (Checklist)

Step 2:
History of Violence

b) Probe whether there have been events of violence at the school – Further background on incident of violence reported at school? Who was involved? What happened? Any impact on girls/boys’ schooling? Are reporting mechanisms are adequate?

Step 3:
Poverty

a)  Is poverty an issue for the children in this school? In what ways? How does it affect girls? How does it affect boys? Are there any gender issues in the school you want to comment about?

N.B:
If we do not have a full set of administrative data for the school do a head count of girls and boys in each class on the day of the visit (this could take up to 2 hours; 2nd project officer) 

Appendix 4: TEGINT baseline survey 2008; forms of data collected in study schools 

	 
	Arusha Municiple
	Monduli
	Moshi Rural
	Hai
	Babati
	Mbulu
	Total

	Administrative data
	Pri
	7
	7
	8
	9
	7
	8
	46

	
	Sec
	1
	2
	2
	0
	3
	2
	10

	
	All
	8
	9
	10
	9
	10
	10
	56

	Enrolment 2008
	Pri
	7
	6
	8
	8
	7
	8
	44

	
	Sec
	1
	2
	2
	0
	3
	2
	10

	
	All
	8
	8
	10
	8
	10
	10
	54

	Enrolment and Attendance 2008
	Pri
	7
	6
	8
	8
	7
	8
	44

	
	Sec
	0
	2
	1
	0
	2
	2
	7

	
	All
	7
	8
	9
	8
	9
	10
	51

	Pass rate data 2008
	Pri
	6
	6
	5
	5
	6
	5
	33

	
	Sec
	0
	1
	0
	0
	1
	2
	4

	
	All
	6
	7
	5
	6
	7
	7
	37

	Survey data
	Pri
	7
	7
	8
	9
	7
	8
	46

	
	Sec
	1
	2
	2
	0
	3
	2
	10

	
	All
	8
	9
	10
	9
	10
	10
	56


 Notes on data collection for qualitative study 

	1) No data provided for FGD - not clear if FGD did not proceed, or information not recorded.

	(2) All groups reported in Moshi Rural as having same number of attendees. Due to the noted similarity of findings from all FGDs, these figures may not be reliable. 

	(3) No. of attendees not included in FGD report. 

	(4) SMC members refused to participate without one week's notice and financial recompense for their time (not offered by project).



	 
	 
	 
	 
	No. of participants in FGD

	District
	School code in district
	Rural/ urban
	Total  no. of schools
	Girls
	Boys
	Female parents
	Male parents
	SMC

	Arusha 
	 
	 
	2
	 
	 
	 
	 
	 

	Primary
	2
	urban
	 
	6
	6
	4
	(1)
	(1)

	Primary
	5
	rural
	 
	7
	6
	7
	6
	3

	Monduli
	 
	 
	2
	 
	 
	 
	 
	 

	Primary
	5
	rural
	 
	7
	6
	6
	5
	3

	Primary
	10
	rural
	 
	6
	6
	5
	5
	3

	Moshi Rural
	 
	 
	3
	 
	 
	 
	 
	 

	Primary
	5
	rural
	 
	6 (2)
	6 (2)
	6 (2)
	6 (2)
	6 (2)

	Primary
	7
	urban
	 
	6 (2)
	6 (2)
	6 (2)
	6 (2)
	6 (2)

	Secondary 
	10
	rural
	 
	6 (2)
	6 (2)
	6 (2)
	6 (2)
	6 (2)

	Hai
	 
	 
	2
	 
	 
	 
	 
	 

	Primary
	1
	urban
	 
	6
	(3)
	7
	4
	3

	Primary
	3
	urban
	 
	6
	6
	6
	6
	2

	Babati
	 
	 
	2
	 
	 
	 
	 
	 

	Primary
	5
	rural
	 
	(3)
	6
	6
	4
	6

	Primary
	7
	rural
	 
	(3)
	6
	4
	6
	(3)

	Mbulu
	 
	 
	3
	 
	 
	 
	 
	 

	Primary
	2
	rural
	 
	(3)
	6
	6
	5
	2

	Primary
	7
	urban
	 
	6
	6
	4
	3
	3

	Secondary 
	9
	urban
	 
	8
	6
	2
	4
	0 (4)

	 
	 
	 
	 
	 
	 
	 
	 
	 

	Total
	 
	 
	14
	 
	 
	 
	 
	 

	Urban
	 
	 
	6
	 
	 
	 
	 
	 

	Rural
	 
	 
	8
	 
	 
	 
	 
	 


 

Appendix 5: Construction of composite indicators

Appendix 5A: How the school gender profiles were constructed

Variables included in calculating gender profile scores were as follows: 

· Gender parity in girls to boys enrolled in Classes 1-7 in 2008.

· Gender parity in the proportions of girls to boys enrolled in Classes 1-7 in 2008 who were attending on February 15th 2008. 

· Gender parity in proportions of girls compared with proportions of boys who progressed from junior primary (Class 1) to senior primary (Class 5) between 2004 and 2008. 

· Gender parity in the proportion of Class 7 girls compared with Class 7 boys who were entered for end of primary school exams in 2007. 

· Gender parity in the proportions of girls compared with boys entered for Class 7 exams who then passed Class 7 exams in 2007.

· Gender parity in proportions of girls compared with proportions of boys who were retained between Class 1 in 2002 and Class 7 in 2008. 

· Gender parity in proportions of girls compared with proportions of boys who progressed from Class 2 (in 2002) and went on to pass Class 7 exams (in 2007). 

· Gender parity in proportions of girls compared with proportions of boys in 2008 who were repeating either Class 4 (end of junior primary) or Class 7 (end of senior primary). 

A mean was calculated of all the above values for each school, with particular indicators weighted more heavily than others (enrolment indicators and year repeating indicators weighted x 1; attendance, progression and exam entry indicators weighted x 2; indicators related to the passing of exams weighted x 3).  Average school scores on gender parity were then calculated. A score of less than one meant worse results for girls than for boys. A score of greater than one meant better results for girls than for boys. Scores were then ranked 1-57 and split into three equal groups (above average, average and below average) for purposes of analysis, particularly in examining relationships with other variables.

Appendix 5B: How teachers’ qualification bands were constructed

Each school teacher within the  data  set was coded as belonging to a particular grade which corresponded with the level of teaching qualification received:

· IIIB

· IIIA

· Diploma 

· Degree

Here, IIB denotes the most junior teachers and those with degrees are the most senior grade teachers within a school. Each staff member with his/ her requisite grade was weighted according to seniority within a newly constructed variable, i.e. 

· IIIB x 1

· IIIA x 2

· Diploma x 3

· Degree x 4

Seniority scores for all staff within a school were then summed, giving each school an overarching score for the qualifications and grades of its staff. Fifty-five schools were ranked on the basis of staff grades/ qualifications and, as for other summary variables, were grouped into three bands: 1) below average (20 schools); 2) average (18 schools); and 3) above average (17 schools). 

Appendix 5C: How the gender management profiles for schools were constructed

Variables included in the overarching management summary variable were drawn from administrative data in addition to interviews with head teachers, teachers, SMC members and girl pupils themselves. They were as follows: 

From administrative data

· Provision of staff training on HIV/AIDS in 2008

· Provision of staff training on sex in 2008

From interviews with head teachers

· Work with the following disadvantaged groups in the community on girls’ education in 2008: 

· Pastoralists/ nomads

· Families who have children living with a disability

· Families who cannot pay school fees 

· Girls involved in hawking or household chores

· Orphans or vulnerable children

· Children infected with or affected by HIV/ AIDS

· Children of internally displaced persons or refugees

· Forms of activity carried out with these disadvantaged groups, including house visits, discussions with community leaders, community theatre, support with fees, counselling and advocacy visits to policy makers. 

· Specific home visits made to families whose children do not attend school. 

· School involvement with government, non-government, trade union and other education campaigning organisations.

· Provision of workshops for teachers, parents and SMC members on school funding, employing teachers, improving girls’ enrolment and attendance and HIV/ AIDS. 

· Mobilisation of girls within the school to carry out community development activities, tree planting and involvement with building or renovating local schools.  

From interviews with teachers

· Averages were calculated for all teachers interviewed within each school on the extent to which they had received training on HIV/AIDS and gender and education/ girls’ schooling. Data on the extent to which training received had been put into practice was also included.  

From interviews with SMC members

· SMC members’ attendance at workshops on: HIV/AIDS, gender, school management, the Millennium Development Goals/ Education for All, reproductive health, budget tracking and resource mobilisation. 

· Provision of training by the SMC or Parent Teacher Association specifically for parents within the last year. 

· SMC work on girls’ education with key disadvantaged groups in the community (as listed above for head teachers)

· Particular SMC activities carried out in order to help these disadvantaged groups (as listed above for head teachers)

· SMC action in 2008 in the following areas:

· Monitoring school enrolments

· Checking on attendance

· Monitoring numbers passing exams

· Checking on gender balance in exam passes

· Contacting families where children do not attend

· Ensuring teachers both teach lessons and mark homework

· Encouraging action on HIV/AIDS and gender equality 

From interviews with girls

· As with data for teachers, averages were calculated for all (usually 10) girls interviewed in each school on the extent to which:

· detailed information on HIV/AIDS had been given (e.g. information on HIV transmission and prevention, use of condoms, where to get help, and stigma and discrimination);

· detailed information on girls’ and women’s rights had been given (e.g. the right to stay at school, not to be married before 18, to participate in school governing bodies and to hold senior positions within government). 

Relative ‘success’ or evidence of action on these key school management indicators was summed (with points for every category and sub-category listed above) into an overall management score for each school. Fifty seven schools were ranked according to this score and were grouped into three bands: 1) below average performance (19 schools); 2) average performance (19 schools); 3) above average performance (19 schools).  
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� Based on 2005 data from BEST (regional statistics 2006; enrolments by district and class in govt and non govt schools)


�Proportions over 100 per cent within proportions of girls entered for exams denote (as indicated earlier in the report) schools where greater numbers of girls are entered for exams than are actually enrolled in Class 7 that year.   Such can happen in schools where the government ‘COBET’ initiative occurs and excluded pupils are in the process of being ‘mainstreamed’ back into the education system, so are sitting exams without being fully registered at school. 








