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1. EXECUTIVE SUMMARY
The EAC programme is a three-year primary education programme implemented by 
a consortium comprised of Mercy Corps as the lead member and Mercy-USA1. The 
programme began in March 2018 and will continue through to February 2021. It aims 
to enhance educational opportunities for out-of-school children in South Central 
Somalia, Puntland and Somaliland. 

The study assessed the prevailing situation in the intervention areas, with respect to 
the programme's objectives and anticipated outcomes. It established a benchmark and 
contextual evidence on the programme indicators, against which the EAC consortium 
can determine progress. The findings should inform decision-making on the schools 
targeted by the programme in years 2 and 3. The evidence and data collection tools 
from the baseline will also support refinement of the programme’s monitoring and 
evaluation (M&E) framework, and the tools can be adopted for programme M&E. 

The overall programme objective is to provide access to quality primary education. 
The specific programme outcomes include: enrolling out of school children in schools; 
and improving the quality and equity of education, the management and supervision 
of schools, and the capacity of Ministry of Education officials. 

Data collection for this baseline study took place between 18 September and 8 
October 2018. Random sampling was used to select 84 of the 121 schools in the 
EAC intervention zones. The study used various data collection methods to collect 
information in order to respond to the questions. This included undertaking document 
review, administering household surveys2 and teacher questionnaires, and conducting 
interviews with head teachers and focus group discussions (FGDs) with children and 
community education committee (CEC)/community members. 

Key findings from the study are presented below against each question.

KEY FINDINGS
Of the 84 schools sampled, 2 (2%) were girl-only schools and 82 (98%) were mixed. 
45 schools (54%) were primary only, 35 (42%) were primary and secondary, and 3 
(4%) were Integrated Quranic Schools. 65 schools (77%) were located in urban areas 
and 19 (23%) were in rural locations. The number of school classrooms ranged from 
3 to 23 for primary only, from 4 to 36 for primary and secondary, and from 3 to 8 for 
Integrated Quranic Schools.

WHAT IS THE ENROLMENT AND RETENTION IN SAMPLED SCHOOLS?
The academic year for primary education in Somalia begins in August and runs 
through to May. Most of the sampled schools enrol children at the beginning of the 
school year only, typically in August and September. Some schools permit children to 
enrol at any time during the academic year, especially children transferring to a new 
school.

Total enrolment in primary classes 1-8 across the schools sampled for this study 
was 39,898 in 2017/18 and, at the time of data collection3 - close to the start of the 
2018/2019 school year - was 43, 088 children. Average enrolment was 513 pupils per 
school. 

Enrolment across all sampled schools decreased in class one, and increased in classes 

1 Concern Worldwide were initially part of the consortium and participated in the training of 
enumerators for this study, but not data collection.

2 These households had children enrolled in school.
3 The academic year 2018/2019 started in August, 2018 in some schools but in others, schools 

started in October 2018. The data were collected late September – early October 2018.
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two through eight. In all but 19 sampled schools, enrolment in class one was lower 
at the start of the 2018/2019 school year than in the 2017/18 school year. Girls' 
enrolment at the beginning of the 2018/2019 school year accounted for 46.9% of 
total enrolment across all schools in the study and there was little change in this figure 
from 2017/18.

Average enrolment in Puntland was substantially higher than in Somaliland and South 
Central, and the percentage of girls enrolled for 2018/19 was greatest in South 
Central. However, while compared with 2017/18, the percentage of girls enrolled fell 
in South Central, it increased in Somaliland and Puntland. 

WHAT ARE THE BARRIERS TO SCHOOL ENROLMENT FOR OOSC 
(ENROLMENT, RETENTION AND TRANSITION)? WHAT SPECIFIC 
CHALLENGES DO GIRLS AND VULNERABLE POPULATIONS FACE?
The study identified barriers to enrolment that are additional to those mentioned  
in the programme proposal; two key ones are (1) lack of parental support and (2) 
limited community participation in primary education, including a lack of community 
mobilisation and awareness of the importance of education, especially among rural 
communities. Reasons for lack of parental support were poor parental care, a lack 
of interest or background in education, and illiteracy. All barriers to enrolment 
highlighted in the programme proposal were mentioned in some capacity by 
respondent groups, particularly socio-economic status.

Financial factors, in particular the costs of sending children to school (school fees, 
textbooks, uniforms and transportation), are considered as the most significant 
barriers to primary school enrolment according to caregivers, head teachers, children, 
community leaders and MOE officials. Parents with more than two children of 
school going age reported struggling significantly more with financing their children’s 
education. For those with more than five children this was even more substantial. 

Child labour is the second most reported barrier and one that is particularly linked to 
three vulnerable groups: poor households, pastoral communities, and girls. Children 
from these three groups, along with IDPs, are most unlikely to enrol in schools. For 
children, unlike for other respondents, sickness and a lack of interest in education are 
causes of low attendance and, ultimately, lower retention rates.

Household heads have a positive attitude towards sending both boys and girls 
to school and see no specific disadvantage to educating either. However, some 
household heads also felt that, in general, there was some preference for boys' 
education over girls' in the community and that this was a barrier for girls. In addition, 
early marriage was commonly mentioned as a gender-specific barrier to enrolment 
and a cause of drop-out for girls.  

WHAT IS THE AVAILABILITY AND CONDITION OF INFRASTRUCTURE AND 
FACILITIES IN SCHOOLS?
The findings validate the infrastructure priorities of the programme, namely 
construction/rehabilitation of classrooms, latrines, water points, girl-friendly spaces 
and provision of potable water. Additionally, the study found schools have significant 
needs in relation to hygiene due to a lack of functional handwashing facilities, which 
are given less priority by the EAC programme.

There appears to be a relationship between enrolment and availability of classrooms/
school spaces. Additional classrooms or rehabilitation of existing ones is necessary, 
since the majority were assessed as average or poor. The bulk of schools with class-
rooms in poor condition were in South Central Somalia.

Evidence shows a clear need to expand access to water, sanitation and hygiene 
(WASH) facilities and girl-friendly spaces. According to the infrastructure assessments, 
less than two-thirds of schools provided access to safe drinking water and an 
even lower percentage had gender-segregated sanitation facilities for boys and 
girls. Girl-friendly spaces are not viewed as an infrastructure development priority 
by headteachers, yet they were extremely uncommon across schools sampled. 

Female pupils mentioned these spaces would support girls to attend school during 
menstruation instead of staying at home and missing school days.

WHAT CAPACITY GAPS AND TRAINING NEEDS DO TEACHERS HAVE? 
WHAT ARE THE RECOMMENDED STRATEGIES TO BUILD CAPACITY?
The majority of teachers have a teaching qualification, with teaching diploma being 
the most common highest teaching qualification. Extra support for teachers with no 
formal qualification is a possible option, although these teachers reported their own 
teaching competence as on a par with qualified teachers.

Overall, headteachers felt teacher competencies could be improved and they men-
tioned that many teachers had not received training. Teachers rated their compe-
tencies higher in areas where they had been trained and had experience such as 
child-centred teaching, although it is difficult to say if this is being practiced, as class-
room observations were not conducted. The majority of teachers reported a lack of 
experience in teaching children with disabilities45 and therefore rated their abilities as 
poor in this area. This aligns well with the proposed training in the programme, which 
foresees training on sensitive teaching methods aimed at ensuring disabled children 
are not ignored or overlooked in the classroom.

The findings show that teaching methods for effective learning appears to be a key 
teacher training need, as indicated by headteachers, teachers and MOE staff. Teachers 
specifically referred to additional training needs in the areas of classroom manage-
ment and lesson plan preparation. In addition, there are training needs for particular 
subjects, most notably mathematics, languages and science. 

On training preferences, teachers overwhelmingly preferred face-to-face training 
which was of longer duration, suggesting preference for more interactive approaches 
that provide the opportunity to practice. 

WHAT LEARNING AND TEACHING MATERIALS ARE AVAILABLE TO 
CHILDREN AND TEACHERS?
Both text books and teaching materials are in short supply in schools. English, 
mathematics and science textbooks are particularly scarce, whilst Islamic studies and 
Arabic textbooks are more widely available. Where children indicated an insufficient 
number of textbooks they tended to suggest that the teacher would be in possession 
of some. School teachers in Puntland have the least number of text books, whilst 
the pattern is more varied in Somaliland and South Central Somalia. There is some 
evidence from enrolled children to suggest that scarcity of teaching materials 
negatively affects learning outcomes.

Teaching materials that are particularly in short supply include menstruation-related 
materials. Where available, teaching materials are generally deemed to be of poor 
quality. Teaching resources were particularly short in South and Central Somalia 
as compared to Somaliland and Puntland. The most common materials required by 
teachers are textbooks and blackboards or whiteboards.

A variety of curricula are used, including those from other countries, and there is 
a perception among some headteachers that there is no common, well-developed 
Somali curriculum for primary education.

4 Children with disabilities include ‘those who have long-term physical, mental, intellectual 
or sensory impairments which in interaction with various barriers may hinder their full and 
effective participation in society on an equal basis with others’ (UNCRPD, 2006).

5 A 2011 report titled ‘Disability Rights in Somalia’ released by the Swedish International 
Development Cooperation Agency confirms that the number of disabilities in Somalia 
increases by 20 people daily, and suggests 12-15% of the population are disabled. http://
www.somalidisability.org/somalia-is-one-of-the-worst-places-in-the-world-that-people-with-
special-needs-can-live-in/.

http://www.somalidisability.org/somalia-is-one-of-the-worst-places-in-the-world-that-people-with-special-needs-can-live-in/
http://www.somalidisability.org/somalia-is-one-of-the-worst-places-in-the-world-that-people-with-special-needs-can-live-in/
http://www.somalidisability.org/somalia-is-one-of-the-worst-places-in-the-world-that-people-with-special-needs-can-live-in/
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WHAT PERCEPTIONS DO TEACHERS AND COMMUNITY LEADERS HAVE 
TOWARDS ACCELERATED LEARNING?

The majority of teachers and community leaders are aware of accelerated learning, 
and there is clear support for it, including within the MOE. The support amongst 
teachers is particularly strong as they recognise the high need for it due to large 
numbers of over-aged children in their schools and communities. 

Most schools offer some kind of accelerated learning, but a common approach is not 
being adopted across schools, and understanding of the concept varies. According 
to FGDs with children, the majority of school children felt comfortable learning with 
pupils of different ages; however, some older children reported feel uncomfortable, 
which may lead to them dropping out of school. 

While most teachers expressed support for accelerated learning, key bottlenecks 
noted were a lack of teachers trained on it, a shortage of learning and teaching 
materials, and inadequate space to accommodate accelerated learners. According 
to community leaders and head teachers, teacher incentives and top-up salaries for 
teachers were recommended to encourage uptake of accelerated learning. 

WHAT IS THE LEVEL OF COMMUNITY PARTICIPATION IN PROMOTING 
ENROLMENT AND MANAGING SCHOOLS? 

Parents/caregivers recognise the benefits of educating their children. The perceived 
benefits include better jobs and the ability to read and write, whilst a very few 
reported that it would lead to a better marriage.  

Just over half of parents support their children with homework and some monitor 
their progress by checking exercise books and exam results. (Much of the reported 
monitoring was minimal according to FGDs with children.) Around a third of parents 
had collected a report on their child’s performance. The primary reason for being 
unable to support their children was lack of literacy skills. Evidence suggests that 
there is some interaction between parents and teachers, via parent teacher meetings, 
although this is still lacking as over half of parents had not attended one in the last 12 
months. There is general community support to promote enrolment, although there 
exist some barriers that restrict community support.

Many schools (53 of 80) have a school improvement plan in place ready to be 
implemented with potential support from the programme. However, financial 
barriers to community contribution may restrict the degree of support that CECs 
and the wider community can provide. There is a need to train the CECs, many of 
whom reported not receiving any training in the last 12 months. Key training gaps 
include development and implementation of a school improvement plan, community 
mobilisation strategies, monitoring of teacher/school performance and leadership 
skills. 

WHAT CAPACITY GAPS AND TRAINING NEEDS DO MOE STAFF HAVE? 
There are institutional capacity constraints within the MOE. Evidence suggests that 
this limits its ability to undertake key activities, including being unable to undertake 
adequate monitoring and supervision of schools and teacher performance, community 
mobilisation, and coordination. The reasons for this include inadequate staff numbers, 
technical capacity and a lack of financial resources. 

Key MOE training needs are in the areas of management, leadership, communication, 
coordination and policy implementation at central government level. The programme 
proposal, however, refers to training on planning, management and leadership 
practices. In addition, there is a need to develop technical capacity to conduct 
quality assurance activities as mentioned in the programme proposal and community 
mobilisation at district/regional level, as well as capacity strengthening on EMIS to 

ensure more timely reporting and uptake of findings at regional level. Data suggested 
that practical on-the-job training would be an effective training intervention.

TABLE I: ALIGNMENT BETWEEN BASELINE FINDINGS AND PROGRAMME PROPOSAL 

INTERVENTION 
AREA

EXTENT OF ALIGNMENT 
BETWEEN BASELINE FINDINGS 
AND ASSESSMENT GIVEN IN 
PROGRAME PROPOSAL 

KEY ELEMENTS OF 
INTERVENTION TO BE 
CHANGED/ADDED/
REINFORCED

COMPLETELY 
ALIGNED 

PARTIALLY 
ALIGNED 

NOT 
ALIGNED 

Enrolment/
retention X

• A focus on child level 
verification for measuring 
enrolment/retention of OOSC

Barriers to 
primary education

X

• Lack of parental support 
and lack of community 
engagement to be considered 
by the programme as key 
barriers

Infrastructure 
and facilities in 
schools

X
• More focus on school hygiene 

infrastructure (handwashing 
facilities)

Teacher training 
needs

X

• Include training on teaching 
methods that enable effective 
learning

• Include training on 
following specific subjects: 
mathematics, languages and 
science

Learning and 
teaching materials X

• Focus on provision of 
textbooks as schools are 
lacking in them

Accelerated 
learning

X

• More focus on training 
teachers, ensuring sufficent 
learning space, and sensitising 
teachers and community 
leaders on what accelerated 
learning is 

Community 
participation 
in promoting 
enrolment and 
managing schools

X

• Focus on implementing 
school improvement 
management plans alongside 
supporting their development 
where they do not exist

MOE training 
needs

X

• Consider training on 
communication, coordination 
and policy implemenation 
for central government MOE 
staff

• Consider training on 
community mobilisation for 
district/regional MOE staff
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RECOMMENDATIONS

1. ENROLMENT AND RETENTION

1.1 A 100% door to door survey should be conducted, in collaboration with the 
education department, to identify out-of-school children. Without this data 
there is no systematic way to ensure that all children of school-going age are 
identified and enrolled. We realise that enrolment of all OOSC is beyond the 
programme's remit, however undertaking this survey, even on a sample basis, could 
constitute good annual practice for the education department/MoE. [EAC consortium]

1.2 Child-level verification should be adopted for obtaining retention data. The 
programme should look to collect child-level verified data, rather than relying 
on school records, for accurate calculation of retention as a result of the 
interventions, to be compared against the proposed target of an 80% retention 
rate. This method will involve actively collecting and retaining child-specific 
information that indicates the situation of an enrolled child prior to enrolment. 
This will require additional resources or time and data collection should be 
planned and monitored meticulously. [EAC consortium]

1.3 The programme should address high average enrolments in schools in Puntland, 
where average number of classrooms do not deviate from other zones. The 
building of schools, along with the construction of classrooms, in regions with 
high average enrolment (in Puntland as well as others) could tackle overcrowding 
of schools in the most efficient way. [EAC consortium]

1.4 Community mobilisation strategies should focus on enrolment of girls, but not 
neglect boys. The girl-to-boy primary school enrolment ratio is relatively low 
compared with other low-income countries (0.469 for 2018/19 from this study 
versus 0.480 in 2017 for low-income countries6) and is unchanged from the 
previous school year. The community had mostly positive attitudes to educating 
girls, so community mobilisation campaigns can help to raise awareness about 
educating both boys and girls. [EAC consortium; Somalia education stakeholders]

2. BARRIERS TO ENROLMENT

2.1 Interventions should be employed that tackle financial barriers facing children 
and families. Children in non-government funded schools, vulnerable groups 
and large families should be targeted. The provision of scholarships and support 
with school fees could be an effective barrier-tackling intervention since all 
respondent groups reported that the cost of sending children to school was 
a major barrier, including expenses for school fees, textbooks, uniforms and 
transportation. Families with more than two children of school-going age, in 
particular families with more than five children of school-going age, should be 
targeted with financial support. Vulnerable groups should also be targeted with 
financial support, including IDPs, children living in pastoralist communities and 
children in low-income families. [EAC consortium; Somalia education stakeholders]

2.2 A lack of parental support/community involvement should be viewed as a 
significant barrier by the programme and interventions should seek to enhance 
parental/community engagement with education. Interventions should consist 
of community mobilisation campaigns, providing parents with literacy support, 
encouraging more parent-teacher meetings and implementing out of school/
homework clubs run by educated members of community. These should all 
seek to engage the community and to support children lacking support from 
parents. This should also target parents who are not literate themselves and 
have young children who will become of school going age in the future. This 
recommendation should be treated as the start of a longer term investment 
involving other stakeholders. [EAC consortium; Somalia education stakeholders]

6 UIS.STAT (UNESCO), September 2018: http://data.uis.unesco.org/Index.aspx?queryid=156#.

2.3 The programme should consider more emphasis on tackling child labour 
and put forward clear interventions to address this, given that children, 
community leaders and households all cited it as a major barrier to enrolment7. 
Mobilisation campaigns/gatherings addressing parents and employers and 
outlining the long-term benefits of educating children would help to discourage 
child labour. In addition, further research is suggested to identify which groups 
are most affected by child labour (e.g. girls, children from poor families) and 
implications on their lives. [EAC consortium]

3. SCHOOL INFRASTRUCTURE

3.1 Target South Central Somalia, in particular Hiraan, Gedo and Banadir regions, 
for classroom rehabilitation. These locations recorded the highest proportion of 
schools with classrooms in poor condition. [EAC consortium; Somalia education 
stakeholders]

3.2 Ensure a stronger focus on improving school hygiene infrastructure. This 
intervention is given less priority in the programme proposal than water supply 
and sanitation activities yet a significant lack of school handwashing facilities 
was apparent across all zones. [EAC consortium; current and potential programme 
donors; Somalia education stakeholders]

3.3 Implement a multi-dimensional response to address the multiple WASH 
needs that schools are likely to have. This will support a cohort and integrated 
response since the study found that schools that do not provide safe drinking 
water to children are also likely to not have gender-segregated sanitation 
facilities. [EAC consortium; Somalia education stakeholders]

4. TEACHER TRAINING

4.1 Include classroom observation as part of a comprehensive teacher training 
needs assessment. This will complement and add to the evidence on training 
needs self-reported by teachers collected through the study. It should 
be undertaken jointly with the MOE as a way to build their capacity for 
undertaking similar assessments in the future.  [MoE, EAC consortium]

4.2 Build interactive approaches into teacher training interventions that provide 
teachers opportunities to practice. This would align with the preferences 
stated by teachers for face-to-face training of longer duration. [EAC consortium; 
Somalia education stakeholders]

4.3 Consider targeting teachers with no formal teaching qualification for teacher 
training. These teachers were found in schools and they may require additional 
training and support. [EAC consortium]

4.4 Consider including classroom management, teaching methods for effective 
learning, and lesson plan preparation when developing teacher training 
interventions. [EAC consortium]

5. TEACHING AND LEARNING MATERIALS

5.1 EAC interventions should focus on improving the provision of text books and 
teaching materials in Somali schools. There is an extreme scarcity of these 
resources. Only 1 per cent of teachers surveyed said that they had enough text 
books and teaching materials. Given that English, mathematics and science 
text books are in particularly short supply, EAC programmes should target the 
distribution of resources in these subjects. Distribution of free textbooks could 
be a jointly undertaken with other donors and MOE. [EAC consortium]

7 Data from Save the Children suggests 49% of children in Somalia are engaged in child labour: 
https://www.savethechildren.org/us/what-we-do/where-we-work/africa/somalia.

http://data.uis.unesco.org/Index.aspx?queryid=156
https://www.savethechildren.org/us/what-we-do/where-we-work/africa/somalia
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5.2 Consider prioritising the improvement of text book availability in Puntland 
schools. Puntland consistently ranked as having the least number of books. In 
the districts of Mudug and Nugal there were a high proportion of teachers who 
said there were no text books in their schools. [EAC stakeholders]

5.3 Advocate for the MOE curriculum to be used across the whole of Somalia. 
While the vast majority of schools in Puntland and Somaliland have adopted 
the MOE curriculum, take-up of this country-wide initiative in South Central 
Somalia remains inadequate. This could help with implementing standardised 
examinations across all zones and regions. [MoE; EAC consortium]

6. ACCELERATED LEARNING

6.1 Ensure accelerated learning interventions in targeted schools consider the 
accelerated learning services schools may be providing already. There appears 
to be no common approach to the adoption of this form of learning in schools 
that offer it. [EAC consortium]

6.2 Center accelerated learning interventions on the following key activities: 
increased number of trained teachers, sufficient space in schools to 
accommodate accelerated learners, and improved availability of learning and 
teaching materials. [EAC consortium; Somalia education stakeholders]

6.3 Sensitise teachers and community leaders on what accelerated learning is. 
This would serve to improve awareness of accelerated learning and address 
misconceptions among some teachers and community leaders that this form of 
learning is associated with children that have reduced potential to learn. [EAC 
consortium; Somalia education stakeholders]

7. COMMUNITY PARTICIPATION

7.1 CECs require training in specific areas and the programme should consider 
incentives for CEC contribution such as community awarded certificates/
prizes recognising the efforts of members. Required areas of training include 
financial management (including fundraising), how to monitor school/teacher 
performance, community mobilisation and implementation of SIMPs. [EAC 
consortium; Somalia education stakeholders]

7.2 School improvement management plans are in place in the majority of 
schools, and the programme should focus on supporting schools with the 
implementation of these plans. During the first year, while the programme is 
focusing on the development of plans, it would be effective to also identify 
schools with a plan already in place to launch support for implementation 
during the same period. Tailored trainings with CECs/headteachers on how to 
implement SIMPs will be an efficient strategy. [EAC consortium]

7.3 Community mobilisation campaigns should incorporate resource mobilisation 
strategies, in particular of financial resources. According to the study, financial 
support is a primary community contribution to schools and one that CECs 
most value. There is also insufficient instances of such support. The programme 
should support the establishment of efficient fundraising and resource mobilisation 
mechanisms  if possible to allow this support to flourish. [EAC consortium]

8. MOE TRAINING NEEDS

8.1 At central government level, develop MOE capacity in the areas of 
management, leadership, communication, coordination and policy 
implementation. [EAC consortium]

8.2 At district/regional level, strengthen MOE technical capacity to conduct quality 
assurance activities at school level and community mobilisation. [EAC consortium]

8.3 Conduct an in-depth assessment of MOE training needs to build on the 
evidence provided by the baseline and inform the development of specific 
capacity-building interventions. [EAC consortium]

2. BACKGROUND
2.1 EDUCATION CONTEXT IN SOMALIA

The start of the civil war in Somalia in 1991 led to the breakdown of formal learning 
systems. The central government disintegrated, teachers and children abandoned 
education, and schools were destroyed or re-purposed for another use. A series of 
humanitarian emergencies linked to drought, flooding and continued conflict has 
compounded the situation. 

At least two generations have had limited formal schooling opportunities as a result. 
Less than a fifth of the population aged between 6-13 years is enrolled in primary 
school (17 per cent)8. Sharp regional disparities are apparent, with South Central 
Somalia the most affected by the collapse of formal learning systems – see Figure 1. 

8  Educational characteristics of the Somali people, volume 3. UNFPA, 2016.

FIGURE 1: NET ENROLMENT RATIO IN SOMALIA, BY REGION, 2014
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Source: Educational characteristics of the Somali people, volume 3. UNFPA, 2016.

Note: The net enrolment ratio (NER) is the number of children of official primary school age (6-13 years 
in Somalia) that are enrolled in primary education to the total population of children of official primary 
school age, expressed as a percentage. Reporting on the indicator relies on good population data. The 
last population survey for Somalia was conducted between October 2013 and March 2014. A list of 
definitions for key programme and other indicators is provided in Annex 1. Blue: regions in Somaliland. 
Green: Puntland. Orange: South Central Somalia.

The regions observing the lowest NER were all in South Central, where it ranged from 
1.9 in Middle Shabelle to 24.3 in Mudug. In Somaliland, the NER ranged from 13.3 in 
Sanaag to 37.4 in Woqooyi Galbeed, which was the best performing region in Somalia; 
in Puntland where NER data is reported for two regions, Nugaal’s NER (19.6) trailed 
Bari’s (29.7).

The creation of a new federal government in August 2012 has contributed to an 
improved enabling environment for providing education services. Somaliland and 
Puntland have developed their own education strategic plans. In South Central 
Somalia, a transitional education strategy is in place and new state governments have 
been set up and are gradually assuming responsibility to provide education services. 
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2.2 OVERVIEW OF THE EDUCATE A CHILD PROGRAMME

A consortium composed of Mercy Corps as the lead member and Mercy-USA is 
implementing a three-year primary education programme co-funded by Educate a 
Child (EAC) to enhance educational opportunities for out-of-school children (OOSC)9. 
The implementation period for the programme is March 2018 to February 2021 and it 
covers all three zones of Somalia: Puntland, Somaliland, and South Central Somalia.

The programme targets locations that have the highest education needs and aims to 
support a total of 75 schools in South Central Somalia, 27 schools in Somaliland and 
19 schools in Puntland – see Table 1. There is a staggered approach to implementation 
whereby, the programme identifies different schools to support in each of the three 
years of the programme.

9  OOSC are children of the official primary school age-range or older not participating in a 
primary or secondary level education programme.

TABLE 1: REGIONS AND NUMBER OF SCHOOLS TARGETED BY EAC PROGRAMME, BY 
ZONE

ZONE REGIONS
# OF SCHOOLS 
TARGETED, YEAR 
1

# OF SCHOOLS 
TARGETED, 
YEARS 1-3

Puntland Mudug, Nugal, Karkar (3) 3 19
Somaliland Awdal, Maroodi Jeeh, Sahil and 

Sool (4)
6 27

South Central 
Somalia

Lower Shabelle, Middle Shabelle, 
Bay, Lower Juba, Gedo, Hiraan, 
Mudug, Banadir (8)

21 75

All zones 30 121

The overall objective of the programme is to provide access to quality primary 
education for 81,489 OOSC who have never enrolled into primary school or have 
dropped out. The programme has four result/outcome areas and examples of 
the activities under each area are listed below – the full results framework of the 
programme and proposed activities is provided in Annex 2:

SOMALI OOSC ARE ENROLLED IN SUPPORTED SCHOOLS 

• Coordinate school needs assessment and develop infrastructure plan for public 
schools (including selected Madrasahs)

• Rehabilitate and/or construct classrooms, schools and essential facilities

• Establish and enrol overaged children into accelerated learning programmes  for 
reintegration into formal education

3. IMPROVED QUALITY AND EQUITY OF EDUCATION IN SUPPORTED SCHOOLS 
AND MADRASAHSEACHERS AND HEAD TEACHERS

• Identify needs andgaps within current teacher practices at public schools and 
Madrasahs

• Train new and existing teachers on identified skill sets

• Provide teaching and learning materials for accelerated learning programmes 

4. IMPROVED MANAGEMENT AND SUPERVISION OF SCHOOLS AND MADRASAHS 

BY EDUCATION STAKEHOLDERS 

• Conduct community mobilisation campaigns

• Build the capacity of school management committees/community education 
committees (CECs) and school management committees

• Provide small grants to CECs

5. ENHANCED CAPACITY FOR MINISTRY OF EDUCATION, CULTURE, AND HIGHER 
EDUCATION (MOE) OFFICIALS TO COORDINATE, MONITOR AND SUPERVISE 
EDUCATION SERVICES AT REGIONAL AND DISTRICT LEVELS 

• Conduct a capacity needs assessment to identify constraints in the 
management/leadership and technical capacity of MOEs

• Develop and implement capacity-building plans for MOE staff

• Support strengthening of the education management information system (EMIS)

2.3 OBJECTIVE OF BASELINE STUDY

The study aimed to assess, prior to implementation of the programme, the prevailing 
situation in intervention areas, with respect to the programmes’ objectives and 
anticipated outcomes10. It intended to establish benchmark and contextual evidence 
on the programme indicators, against which the EAC consortium can determine 
progress.

The evidence generated is expected to support Mercy Corps and Mercy-USA 
to validate the programme’s Theory of Change and assumptions made at design 
stage. The findings should inform decision-making on the schools targeted by the 
programme in years 2 and 3. The evidence and data collection tools from the baseline 
will also support refinement of the programme’s M&E framework and the tools can be 
adopted for programme monitoring and evaluation. 

The baseline sought to collect evidence on eight guiding questions – see Table 2. 
The questions were developed considering the proposed interventions and indicators 
of the programme and areas where more information was required by the EAC 
consortium as it proceeded with programme implementation.

10  See Annex 3 for the Terms of Reference.

TABLE 2: RESEARCH QUESTIONS ADDRESSED IN BASELINE STUDY

RESULT 
AREA BASELINE STUDY QUESTIONS

Outcome 1 • What is the enrolment and retention in sampled schools?
Outcome 1 • What are the barriers to school enrolment for OOSC (enrolment, 

retention and transition)? What specific challenges do girls and 
vulnerable populations face?

Outcome 1 • What is the availability and condition of infrastructure and facilities in 
schools?

Outcome 2 • What capacity gaps and training needs do teachers have? What are the 
recommended strategies to build capacity?

Outcome 2 • What learning and teaching materials are available to children and 
teachers? 

Outcome 2 • What perceptions do teachers and community leaders have towards 
accelerated learning?



54BASELINE REPORT EDUCATE A CHILD PROGRAMME, SOMALIA

Outcome 3 • What is the level of community participation in promoting enrolment 
and managing schools? How can this be improved?

Outcome 4 • What capacity gaps and training needs do MOE staff have? What are 
the recommended strategies to build capacity?

The end users of the evaluation are the EAC consortium members, while the report and 
findings will also be relevant to stakeholders implementing or funding primary education 
programmes in Somalia.

2.4 EVALUATION SCOPE AND METHODOLOGY

2.4.1 LOCATIONS AND SCHOOLS COVERED UNDER THE BASELINE

The baseline was conducted in 14 of the 15 regions in which the programme is being 
implemented, covering Puntland, Somaliland, and South Central Somalia. Middle Shabelle 
was the only region targeted by the programme that did not form part of the baseline due 
to security considerations at the time of data collection. Data collection took place between 
18 September and 8 October 2018, following design of the data collection instruments and 
enumerator training.

In total, 84 schools earmarked for possible support by Mercy Corps and Mercy-USA under 
the programme were sampled within the 14 regions in the three zones11. The target to 
sample, in each zone, half the total number of schools targeted during the three year period 
of the programme was met or exceeded in two of the three zones – see Figure 2. A minimum 
of two schools were sampled in each region and the average was six schools per region.

11  See Annex 4 for the full list of schools.
12  Rural/urban contexts were self-defined by enumerators familiar with the environment.

FIGURE 2: NUMBER OF SCHOOLS SAMPLED: ACTUAL VERSUS PLANNED, BY ZONE
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Over three-quarters of schools surveyed were in urban areas (77 per cent), ranging from 90 
per cent in Puntland to 56 per cent in Somaliland12. In six out of the 14 regions, all schools 
were in urban locations: Karkar, Mudug (Puntland), Banadir, Bay, Hiraan, Lower Shabelle 
(South Central Somalia) – see Table 3. 

The majority of schools sampled in Puntland (80 per cent) and Somaliland (100 per cent) 
provided primary education only whereas in South Central Somalia most schools offered 
both primary and secondary education (59 per cent) – see Figure 3. Only three of the 84 

schools were Integrated Quranic Schools offering both Quranic and basic education 
(literacy and numeracy). Two of the schools were in South Central Somalia (Hiraan and 
Banadir regions) and one in Puntland (Nugal).

TABLE 3: NUMBER OF SCHOOLS SAMPLED, DISAGGREGATED RURAL/URBAN, REGION 
AND ZONE

# OF RURAL 
SCHOOLS

# OF URBAN 
SCHOOLS

TOTAL # OF 
SCHOOLS 
SAMPLED

% OF TOTAL 
SCHOOLS 
URBAN

PUNTLAND 1 9 10 90%

Karkar 0 3 3 100%
Mudug 0 3 3 100%
Nugal 1 3 4 75%

SOMALILAND 7 9 16 56%

Awdal 2 1 3 33%
Maroodi Jeeh 1 6 7 86%
Sahil 2 1 3 33%
Sool 2 1 3 33%

SOUTH CENTRAL SOMALIA 11 47 58 81%

Banadir 0 15 15 100%
Bay 0 3 3 100%
Gedo 4 1 5 20%
Hiraan 0 9 9 100%
Lower Juba 3 5 8 63%
Lower Shabelle 0 2 2 100%
Mudug 4 12 16 75%

TOTAL 19 65 84 77%

FIGURE 3: PROPORTION OF SCHOOLS SAMPLED, BY SCHOOL TYPE AND ZONE
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Note: Primary refers to schools that offer formal education between grades 1-8 only, excluding secondary 
education; primary and secondary denotes schools that provide formal education for grades 1-8 and 
secondary education from form 1; Integrated Quranic schools offer both Quranic and basic education 
(literacy and numeracy). Across all zones, 54 per cent of schools were primary; 42 per cent primary and 
secondary; and 4 per cent Integrated Quranic schools.
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2.4.2 DATA COLLECTION METHODS

Eight data collection tools administered to teachers and children in schools, MOE 
representatives and households were designed to triangulate multiple data sources 
and perspectives13. The design of the tools was guided by a mixed-methods approach 
to provide information on the baseline questions, as shown in Table 4. Before data 
collection commenced, the tools were validated by focal points from Mercy Corps, 
Mercy-USA and Concern Worldwide14. They were also tested and refined during the 
training of enumerators. 

Three of the eight data collection instruments were designed in Ona for mobile 
data collection. These tools contained a relatively high proportion of closed-ended 
questions that suited technology-enabled data collection. 

13 These instruments are provided in Annex 5.
14 Concern Worldwide were no longer part of the consortium after the stage of training 

enumerators and so did not participate in data collection.

TABLE 4: BASELINE QUESTIONS AND DATA SOURCES 

DATA SOURCES/ DATA COLLECTION INSTRUMENTS
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1 What is the enrolment and 
retention in sampled schools?

2 What are the barriers to school 
enrolment for OOSC?

3 What is the availability and 
condition of infrastructure and 
facilities in schools?

4 What capacity gaps and training 
needs do teachers have?

5 What learning and teaching 
materials are available to 
children and teachers?

6 What perceptions do teachers 
and community leaders have 
towards accelerated learning?

7 What is the level of community 
participation in promoting 
enrolment and managing schools?

8 What capacity gaps and training 
needs do MOE staff have?

Note: Most relevant data collections tools for each question are highlighted blue. Instruments coloured 
grey were administered through mobile data collection (Ona). 

KEY INFORMANT INTERVIEWS

Semi-structured interviews were conducted with 84 headteachers15 and seven MOE 
representatives at central and regional government levels. Nine in ten headteachers 
were male with little variation across the three zones – see Table 5. Female 
headteachers recorded a slightly higher average length of time in current position 
than their male counterparts (7.3 years versus 6.5 years).

15 Of these 84 headteachers, three were deputy headteachers.
16 10 schools in Puntland and 16 schools in Somaliland. Questionnaires were verified 

for 55 schools in South Central Somalia. Eight of the 180 teachers were deputy 
headteachers.

TABLE 5: KEY INFORMANT INTERVIEWS WITH HEADTEACHERS: TOTAL NUMBER AND 
BACKGROUND INFORMATION ON RESPONDENTS, DISAGGREGATED BY ZONE

PUNTLAND SOMALILAND SOUTH CENTRAL 
SOMALIA TOTAL

Number of key informant 
interviews conducted 10 16 58 84

Headteachers interviewed: 
Percentage female 10% 20% 9% 11%

Headteachers interviewed:  
Percentage male 90% 80% 91% 89%

Av. length of time in current 
position – female 12.0 years 2.3 years 9.4 years 7.3 years

Av. Length of time in current 
position – male 7.7 years 8.9 years 5.7 years 6.5  years

Note: Caution should be exercised when interpreting data by region for average length of time in current 
position for female headteachers due to the small sample size.

Six of the seven key informant interviews with MOE representatives were at the 
central government level – see Table 6. Interviewees were identified based on the 
relevance of their role to the thematic areas within the baseline questions; they 
included director-level staff responsible for primary education and a representative for 
teacher training.

TABLE 6: KEY INFORMANT INTERVIEWS WITH MINISTRY OF EDUCATION 
REPRESENTATIVES: TOTAL NUMBER, DISAGGREGATED BY GOVERNMENT LEVEL AND 
ZONE

DISTRICT REGIONAL CENTRAL TOTAL

Puntland - - 2 2
Somaliland - - 2 2
South Central Somalia - 1 2 3
TOTAL - 1 6 7

Note: In Somaliland, one interview was conducted involving two respondents.

TEACHER QUESTIONNAIRE

In total, 180 teachers in 81 schools completed a questionnaire – see Table 7. The 
questionnaire requested information on training needs and the adoption of teaching 
methods such as learner-centred teaching16. It also served as a useful tool to 
understand the availability of teaching and learning materials in schools.
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TABLE 7: NUMBER OF TEACHER QUESTIONNAIRES COMPLETED, DISAGGREGATED BY 
GENDER OF TEACHER AND ZONE

17  The survey indicated that 45.6 per cent of the population was below the age of 15 years.

QUESTIONNAIRES COMPLETED

FEMALE TEACHERS MALE TEACHERS FEMALE AND 
MALE TEACHERS

Puntland # 9 13 22
% 40.9 59.1

Somaliland # 6 23 29
% 20.7 79.3

South Central Somalia # 21 108 129
% 16.3 83.7

TOTAL # 36 144 180
% 20.0 80.0

More than half of teachers that completed a questionnaire were within the 25-
34 years age group (54 per cent). This observation is consistent with the relatively 
youthful population in Somalia, as indicated in the country’s most recent population 
survey in 2013/1417. 

FIGURE 4: PROPORTION OF TEACHERS THAT COMPLETED A QUESTIONNAIRE, 
BY AGE GROUP
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FOCUS GROUP DISCUSSIONS

In total, 800 children enrolled in 82 schools participated in focus group discussions 
averaging ten children. In the FGDs, children had the opportunity to identify factors 
that influence enrolment and retention. The FGDs were open to male and female 
children in classes 6-8 since these classes contain the oldest children and therefore 
the most likely to contribute and participate in the discussion. 

There was no major difference in the participation of girls and boys as more than 
half (54 per cent) of all focus group discussions contained an equal number of girls 
and boys – see Figure 5. In South Central, fewer boys participated in focus group 
discussions – this was most evident in Mudug where girl enrolment was higher at the 

time of data collection. In three schools in South Central, focus group discussions 
comprised girls only (two of these were all girl schools). Once questions for both 
genders had been completed and boys had left, questions designed for girls only were 
administered. They were facilitated by a female enumerator or a female teacher if a 
female enumerator was unavailable.

The focus group discussions with children were organised so as to minimise 
disruption to their normal learning and routine. They took place during school hours 
and were arranged around breaks so that children were not diverted from their regular 
learning. Enumerators also communicated with teachers and requested that they go 
through any teaching the children may have missed. 

18  All schools reported that they have a CEC in place.

FIGURE 5: NUMBER OF CHILDREN PARTICIPATING IN FOCUS GROUP DISCUSSIONS, BY 
GENDER AND ZONE
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Note: Nine FGDs were conducted in Puntland; 15 in Somaliland; 58 in South and Central Somalia.

Focus group discussions were held with 445 community leaders who formed part 
of 80 Community Education Committees (CECs18) – see Table 8. FGDs took place at 
the schools after enumerators had mobilised community leaders prior to their visit 
to schools. On average, each FGD comprised 5.6 participants, although this varied 
by school and ranged from 2-13 people. Nearly two-thirds of community leaders 
participating in the FGDs were male (60 per cent).

TABLE 8: FOCUS GROUP DISCUSSIONS WITH COMMUNITY LEADERS: TOTAL NUMBER 
AND DISAGGREGATED BY GENDER OF RESPONDENTS, AND ZONE

# OF FGDS # OF FEMALE 
PARTICIPANTS

# OF MALE 
PARTICIPANTS

TOTAL # 
OF FGD 

PARTICIPANTS

Puntland 10 20 30 50
Somaliland 12 28 11 39
South Central Somalia 58 132 224 356
TOTAL 80 180 265 445
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FIGURE 6: FOCUS GROUP DISCUSSION, JUBBA PRIMARY AND SECONDARY SCHOOL, 
LOWER JUBA

19 Retention is defined by the programme as a cohort of OOSC enrolled in a given 
education programme in a given education cycle who return to an education 
programme, regardless of repetition in the following education cycle.

20 Class 8 is not considered. Collecting data on primary school graduation was beyond the scope 
of the study.

SCHOOL ENROLMENT AND CHILD RETENTION DATA COLLECTION FORM

A form to collect primary school enrolment for 2017/18 and 2018/19 and retention 
for 2017/18 was developed. Retention data intended to provide an indication of the 
retention of children in the primary education system regardless of repetition prior to 
the implementation of the programme19.  The retention rate was computed for classes 
1-7 for each school, using the following formula in Figure 720.

FIGURE 7: FORMULA APPLIED TO CALCULATE ESTIMATED RETENTION RATE FOR 2017/18

ER = (E2018/19 / E2017/18) x 100

Where: 

ER = estimated retention rate for cohort enrolled in 2017/18

E2017/18 = enrolment in 2017/18 for classes 1-7 (baseline enrolment cohort)

E2018/19 = enrolment in 2018/19 of children from the baseline enrolment cohort

E2018/9 = enrolment in 2018/19 of children repeating classes 1-7 + enrolment in 2018/19 
of children in classes 2-8 promoted in 2017/18)

Enrolment data was available for all schools for 2018/19 and all but one school 
for 2017/18, disaggregated by gender and class in most cases. The overall school 
enrolment numbers tended to be presented on the wall of school buildings such as the 
headteachers’ room. Class by class data was unavailable in four schools for 2018/19. 
Obtaining data on enrolment of vulnerable children proved more challenging and was 
unavailable for a quarter of schools in 2018/19 (24 per cent).

INFRASTRUCTURE ASSESSMENT

The baseline included an infrastructure assessment for 83 schools – see Table 9. 
The tool recorded the availability and condition of basic infrastructure required to 
enable access to education. In particular, this information will help to determine the 
infrastructure needs of schools and priority areas for intervention.

21 Due to the limited number of schools and regions included in the sample, evidence collected 
for South Central Somalia should be viewed as indicative and not representative of the 
context in the entire zone.  

TABLE 9: NUMBER OF SCHOOL INFRASTRUCTURE ASSESSMENTS, BY ZONE

# OF INFRASTRUCTURE 
ASSESSMENTS

Puntland 10
Somaliland 15
South Central Somalia 58
TOTAL 83

HOUSEHOLD SURVEYS

In total, 104 surveys were administered to caregivers/parents identified by 
headteachers in eight regions, the majority in Somaliland21 – see Table 10. The 
information enabled triangulation of evidence from schools and was useful to 
understand the perspectives of caregivers/parents that had children enrolled in 
school. Two-thirds of caregivers/parents self-reported that they were the head of 
household (68 per cent) and 31 per cent were the spouse of household head. The 
majority of respondents were female (70 percent) and this was particularly evident for 
spouse of household head (97 percent were female). 

TABLE 10: NUMBER OF SURVEYS ADMINISTERED TO CAREGIVERS, BY ZONE AND REGION

# OF SURVEYS
PUNTLAND 44

Karkar 12
Mudug 16
Nugal 16

SOMALILAND 50

Awdal 11
Maroodi Jeeh 18
Sahil 10
Sool 11

SOUTH CENTRAL SOMALIA 10

Bay 10
TOTAL 104

Note: Ten surveys were conducted in one region (Bay) in South Central Somalia, in line with the availability 
of enumerators to administer these surveys.
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FIGURE 9: PARTICIPANTS AT A TWO-DAY TRAINING EVENT FOR BASELINE STUDY  
ENUMERATORS, MOGADISHU, SEPTEMBER 2018

2.4.4 FIELDWORK ACTIVITIES

Enumerators were divided into small teams and given responsibility for administering 
the data collection tools in the regions they were located. Data collection took place 
simultaneously across the three zones and each team worked under the guidance 
of an overall supervisor supported by EAC programme staff. A range of quality 
assurance methods were adopted, including review and feedback on data collected by 
enumerators.

2.4.5 ETHICAL CONSIDERATIONS AND SAFEGUARDS

The evaluation placed significant importance to ethical considerations, including child 
safeguarding, impartiality and do no harm principles. Ethical issues were included 
in the training provided to enumerators and the study ensured all respondents 
participated on a voluntary basis. Prior to the start of data collection activities, 
enumerators explained to respondents that they could refuse to answer any questions 
or withdraw from the activity at any time without penalty.

Throughout the data collection, when an enumerator was in the presence of children 
they were accompanied by other children or another enumerator. FGDs took place 
with small groups of pupils on school premises during normal school hours and in 
some cases multiple enumerators facilitated the sessions. The evaluation also ensured 
the confidentiality of respondents. The information collected has been stored in 
locked file cabinets and the online and hard copy versions were shared with the 
evaluation team only. The anonymity of respondents was maintained throughout the 
study.

In South Central Somalia, more caregivers reported that their highest level of 
education was either none or pre-school (70 per cent). None of the caregivers in that 
zone had enrolled in tertiary education, unlike in Puntland and Somaliland where 16 
per cent and 14 per cent of respondents respectively reported this as their highest 
level of education – see Figure 8. 

22  The training was delivered by Action Against Hunger UK.

FIGURE 8: HIGHEST EDUCATION LEVEL OF HOUSEHOLD RESPONDENT, BY ZONE
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2.4.3 ENUMERATOR TRAINING

A two-day training programme was conducted for over 30 enumerators in Puntland, 
Somaliland, South Central Somalia, between 16-17 September in Mogadishu 
and Hargeisa and 22-23 September in Garowe22. The gender composition of staff 
consortium members limited the number of female enumerators available to the study.

TABLE 11: NUMBER OF ENUMERATORS TRAINED FOR BASELINE STUDY, BY GENDER 

FEMALE 
PARTICIPANTS

MALE 
PARTICIPANTS

TOTAL 
PARTICIPANTS

Puntland # - 4 4
% 0.0 100.0

Somaliland # 1 4 5
% 20.0 80.0

South Central Somalia # 3 19 22
% 13.6 86.4

TOTAL # 4 27 31
% 12.9 87.1 100

Participants at the training included representatives from Mercy Corps, Mercy-USA, 
Concern Worldwide and MOE staff in Puntland and Somaliland. The training covered 
the baseline methodology, data collection tools, ethical considerations, and mobile 
data collection.
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2.4.6 DATA ENTRY

School-level data on enrolment and retention was entered into a database 
and cleaned for inconsistencies and missing data23. Background information of 
respondents for KIIs and FGDs were added to the database. An accompanying 
database contains the datasets generated through mobile data collection for the 
infrastructure assessment, teacher questionnaire and household survey.

2.4.7 DATA ANALYSIS

The analytical framework guiding the analysis is guided by the baseline study 
questions and programme indicators, and uses triangulation across data sources. 

Triangulation of multiple data sources and perspectives was adopted to give a robust 
understanding of the issues analysed and to check the consistency of findings across 
relevant data collection instruments.

NVivo was used for organisation and analysis of the qualitative evidence24. A coding 
framework guided by the baseline questions was developed and applied to code and 
analyse, in a consistent manner, information from the FGDs and KIIs using NVivo. 
Microsoft Excel was adopted for the quantitative analysis. In some cases, quantitative 
findings were derived from coding of the qualitative evidence in NVivo.

2.4.8 STUDY LIMITATIONS

Insecurity and access to locations: The security situation and presence of non-state 
armed groups in the country, in particular in South Central Somalia, rendered some 
schools inaccessible for inclusion in the EAC programme and this study. Middle 
Shabelle was not included in the baseline despite being a region targeted by the 
programme.

Information collected from respondents: The majority of responses recorded from 
KIIs and FGDs could have had greater depth, which impacted the evidence base upon 
which this report was generated25. Most enumerators facilitated sessions and took 
notes at the same time. 

The analysis also needed to take into account patterns apparent in some of the 
qualitative evidence. Identical information was reported for some schools in paper 
based tools (FGDs and KII with head teachers), which made zonal and regional 
analysis and examination of the frequency of observations across the sample 
problematic in some instances. These instances were not so numerous as to affect the 
results significantly and were left out of the analysis where appropriate.

It should be noted that only children in classes 6-8 participated in the child FGDs. As 
such, their views may not be representative of all children enrolled in sampled primary 
schools.

Timing: Although the EAC programme began in March 2018, it is worth noting that 
the data collection for the baseline was conducted in September 2018 when the 
2018/19 school year (year 1 of programme) and some programme activities were 
already underway. It should be emphasised that enrolment data was collected when 
schools were still enrolling children and in some schools may continue throughout the 
school year. As such, it is expected that the final enrolment population for 2018/19  

23 The database accompanies this report as a key output from the evaluation.
24 A qualitative data analysis software.
25 It is not clear whether this was due to brief answers from respondents or enumerators 

summarising responses rather than providing extra details (the latter seems most likely).

will be higher than recorded, and thus there should be careful interpretation of 
changes from 2017/18.

Data on enrolment and retention: It is not a straightforward exercise to estimate 
retention and several points that have potential to contribute to measurement error 
are noted in Section 3.1. In order to provide assurance on the accuracy of enrolment 
and retention data analysed, it would be ideal to undertake child-level verification if 
resources permit. 

Household surveys: The study methodology viewed household surveys as a means to 
identify OOSC and the barriers they face to accessing primary education. However, 
for ease of data collection considering time constraints and given difficulties in 
securing interviews with households in urban settings, the approach in the data 
collection was for headteachers to select caregivers. Surveyed households therefore 
comprised children enrolled in school only and the baseline did not collect information 
from OOSC or their families. Ten surveys were conducted in one region only in 
South Central Somalia and this evidence should be viewed as indicative and not 
representative of the context across the entire zone.

Respondent biases: Most of the tools used to collect data for this study required 
self-reported answers from respondents. Not all answers will necessarily reflect the 
true perceptions of respondents where they feel that judgements could be made on 
their character. For example, certain respondents may hide their true perceptions 
on gender equality. Additionally, certain respondents may feel that they could gain 
from answering in a particular way. For example, head teachers may portray a more 
negative picture of their school to encourage more support from the programme.
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3. KEY FINDINGS
The key findings in this section are presented according to each of the eight baseline 
questions. The analysis is centred on areas most relevant to proposed interventions 
and corresponding indicators of the EAC programme. 

3.1      PUPIL ENROLMENT AND RETENTION IN SAMPLED SCHOOLS

KEY FINDINGS
• Total enrolment across all schools included in the study in the school year 2018/19 

(August to May) was 43,088 by early October 2018 when most schools had closed 
enrolment for the school year, 9,318 of which were newly enrolled (children enrolled 
in 2018/19 who were not attending the same school in the previous academic year). 
Of these newly enrolled children 5,501 were newly enrolled into class 1 while the 
remaining 3,817 were newly enrolled across classes 2-8.

• Average enrolment in Puntland was substantially higher than Somaliland and South 
Central and percentage of girls enrolled for 2018/19 was greatest in South Central. 
However, compared with 2017/18 the percentage of girls enrolled fell in South 
Central while it increased in Somaliland and Puntland. 

• From 2017/18 to 2018/19 total enrolment across all schools increased in classes 2-8 
but decreased in class 1. 42 of 79 schools that provided class-by-class data for both 
years had reductions in class 1 enrolment including all schools in Somaliland. Only 
19 schools had increases of 10 or more students enrolled in class 1. This could have 
implications for where EAC programme should target enrolment.

3.1.1   ENROLMENT BY ZONE

Figure 10 shows that total enrolment across the 83 schools included in the sample, 
increased by over 2,500 from 2017/18 to 2018/19, from 39,898 to 42,598 children. 
The majority of this increase was in South Central with 2,831 more children enrolling 
in 2018/19 than 2017/18. Total enrolment across Somaliland decreased by nearly 
600. Subsequent sections will show a greater breakdown of these figures by gender 
and region. It is worth noting that since 8th October 2018 when data collection was 
completed, enrolment has continued and therefore the final figure for total enrolment 
in 2018/19 will be higher.

FIGURE 10: TOTAL ENROLMENT FOR 2017/18 AND 2018/19, BY ZONE

PUNTLAND

SOMALILAND

SOUTH CENTRAL 

2017/18

23,217
7,061

9,620

TOTAL
39,898

2018/19

26,211
7,341

9,046

TOTAL
42,598

Note: data for 2017/2018 for Darul Qurac School in Puntland was not provided and therefore data for 
2018/2019 is not included here in order to provide a fair comparison of both years. Total enrolment 
including this school was 43,088.

TABLE 12: ENROLMENT AND KEY CHANGES FROM 2017/18 TO 2018/19, BY ZONE

26 Newly enroled figures were not entirely reliable as will be discussed in the retention section. 
27 It was beyond the scope of the study to determine whether these newly enrolled students 

qualified as OOSC prior to enrolment. 
28 With total enrolment across 84 of 121 schools included in the programme being 43,088 this 

target of 19,428 newly enrolled children is significant. 
29 It would be interesting to ascertain whether class 1 students typically enrol later than in other 

classes. This lag may explain the reduction in class 1 enrolment as of when data was collected.

ZONE TOTAL 
ENROLMENT
(2018/19)

AVERAGE 
ENROLMENT 
(2018/19)

DIFFERENCE 
IN AVERAGE 
ENROLMENT 
(2018/19 
-2017/18)

PERCENTAGE 
OF GIRLS 
(2018/19)

DIFFERENCE IN 
PERCENTAGE OF 
GIRLS (2018/19 
-2017/18)

South Central 26,211 452 +52 47.6 -0.7

Somaliland 9,046 565 -36 45.9 +0.6

Puntland 7,831 816 +31 45.3 +0.7

Total 43,088 513 +31 46.9 +0.1

Note: For total enrolment, all 84 schools are included. For other columns, in the interest of year on year 
comparison, Darul Qaran school is excluded as 2017/18 data was not available.

In total across all 84 schools 43,088 children were enrolled in school for the school 
year 2018/19 as of when this data was collected. The breakdown of this figure into 
the three zones is shown in table 12. 

Average enrolment in Puntland was substantially greater than the other two zones 
with 816 students per school whereas Somaliland averaged 565 students and South 
Central averaged only 452 students per school.,. Three of the 10 observed schools 
in Puntland had more than 900 enrolled students in 2018/19 whereas only six of 
the 58 schools in South Central exceeded this figure. Findings in section 3.3.1 reveal 
that average number of classrooms per school is similar across all three zones. This 
suggests that overcrowding in schools in Puntland could be a consideration going 
forward. 

Percentage of girls enrolled for 2018/19 was greatest in South Central suggesting 
that gender-related barriers to education could be less prevalent in this zone 
compared with Somaliland and Puntland. However, compared with 2017/18 the 
percentage of girls enrolled fell in South Central while increasing in Somaliland and 
Puntland. This downward trend is primarily due to schools in the Bay and Lower 
Shabelle regions.

Prior to the 8th October 2018 when data collection stopped, 9,318 students had 
newly enrolled across the 79 schools that provided this data26 . This figure includes 
those newly enrolled in class 1 (5,501 children). Those newly enrolled in other classes 
totalled 3,817 children27. The EAC programme intends to enrol 19,428 OOSC children 
by the end of the first year28. 

From 2017/18-2018/19, enrolment increased persistently across grades 2-8 while 
the only instance of a decrease in enrolment by class was for class 1 - see figure 11. 
The most significant decrease in class 1 enrolment was in schools in Puntland while 
class 1 enrolment increased in schools in Somaliland. Further work could be done to 
investigate the causes of this29. It is also important to remember that we do not have 
figures for how many children there are of school entry age. 
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FIGURE 11: TOTAL ENROLMENT FOR 2017/18 AND 2018/19, BY CLASS

30 It would be interesting to know whether schools in Puntland have reduced their class 1 intake 
in the last 4-5 years hence why the current enrolment in classes 5 and 6 is so much larger. 
Another consideration is that poor record keeping could have resulted in inaccurate data. 
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Enrolment across schools included in the study in South Central increased in all 
classes except class 1 while enrolment across schools included in the study in 
Puntland increased in all classes except class 2 and 8– see figure 12.  Enrolment 
across schools included in the study in Somaliland increased in classes 3, 6 and 7. 
This shows increase in enrolment in South Central and Puntland to be reasonably 
consistent across all classes while enrolment in Somaliland is more volatile. 

Enrolment across schools included in the study in South Central and Somaliland were 
generally skewed towards the lower classes while enrolment across schools included 
in the study in Puntland was generally skewed towards the higher classes. It would be 
expected that enrolment would be skewed towards the lower classes as students drop 
out. It is not clear from the study what has caused a surge in enrolment into the latter 
classes (particularly 3 and 5) across school in Puntland.30

FIGURE 12: ENROLMENT FOR 2017/18 AND 2018/19, BY CLASS FOR ALL THREE ZONES
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FIGURE 12 CONTINUED

31 Two of the 84 schools included in the study were all girl schools. One is Bhondere girls 
orphanage (Banadir region) and one is Dr. Abdala Deerow primary (Bay region).
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3.1.2    ENROLMENT IN SOUTH CENTRAL

TABLE 13: ENROLMENT IN SOUTH CENTRAL FOR SCHOOL YEAR 2017/18 BY REGION 
AND GENDER

REGION NO. OF 
SCHOOLS

TOTAL 
ENROLMENT

TOTAL MALE 
ENROLMENT

TOTAL FEMALE 
ENROLMENT

PERCENTAGE 
OF GIRLS

AVERAGE 
ENROLMENT 
PER SCHOOL

Banadir 15 6,425 3,355 3,070 47.8 403

Bay 3 1,937 664 1,273 65.7 646

Gedo 5 1,367 638 729 53.3 273

Hirran 9 2,595 1,491 1,104 42.5 288

Lower 
Juba

8 6,531 3,704 2,827 43.3 816

Lower 
Shabelle

2 613 327 286 46.7 307

Mudug 16 3,749 1,832 1,917 51.1 234

Total 58 23,217 12,011 11,206 48.3 400

Total enrolment across the 58 observed schools in South Central in 2017/18 was 
23,217 with an average of 400 per school – see table 13. Schools in Lower Juba 
averaged the highest pupils per school (816) while Mudug averaging the lowest (234). 
Schools in Banadir and Lower Juba accounted for over half of the total enrolled pupils 
in South Central.

Overall, the percentage of girls enrolled in schools in South Central in 2017/18 was 
48.1%. Schools in Bay region averaged the highest percentage (partly due to one 
of the three schools being an all-girls school)31. Two additional regions, Gedo and 
Mudug, had more girls enrolled than boys. Banadir also contained an all-girls school, 
despite this it’s percentage of girls enrolled was less than 50%. The percentage of girls 
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enrolled in schools in Hiiran was only 42.5% suggesting gender barriers could be of 
concern in this region. Similarly, the percentage of girls enrolled in schools in Lower 
Juba was only 43.3%.

TABLE 14: ENROLMENT IN SOUTH CENTRAL FOR SCHOOL YEAR 2018/19 BY REGION 
AND GENDER

REGION NO. OF 
SCHOOLS

TOTAL 
ENROLMENT

TOTAL MALE 
ENROLMENT

TOTAL FEMALE 
ENROLMENT

PERCENTAGE 
OF GIRLS

AVERAGE 
ENROLMENT 
PER SCHOOL

Banadir 15 7,914 4,121 3,793 47.9 528

Bay 3 2,203 847 1,356 61.6 734

Gedo 5 1,134 512 622 54.9 227

Hirran 9 2,698 1,563 1,135 42.1 300

Lower 
Juba

8 7,839 4,480 3,359 42.8 980

Lower 
Shabelle

2 556 301 255 45.9 278

Mudug 16 3,867 1,913 1,954 50.5 242

Total 58 26,211 13,737 12,474 47.6 452

Total enrolment across all 58 observed schools in South Central in 2018/19 was 
26,211 with an average of 452 students- see table 14. This marked an increase in 
enrolment of nearly 3,000 with an average of 47 more students per school from 
2017/18. On average, enrolment increased significantly across schools in Banadir 
(1,489 children) and Lower Juba (1038 children) regions across this period. Decreases 
in enrolment were apparent in Gedo and Lower Shabelle regions. Schools in Lower 
Juba region remained the highest average enrolment per school while schools across 
Gedo remained the lowest.

Overall in 2018/19, the percentage of girls enrolled in observed schools in South 
Central was 47.6%, a 0.7 per cent decrease on 2017/18. The main cause of this was 
the reduction in this figure for Bay and Lower Shabelle regions. The percentage of girls 
increased in this period by 1.6% in Gedo. Other regions saw incremental decreases or 
increases in this figure.

3.1.3    ENROLMENT IN SOMALILAND

TABLE 15: ENROLMENT IN SOMALILAND FOR SCHOOL YEAR 2017/18 BY REGION AND 
GENDER

REGION NO. OF 
SCHOOLS

TOTAL 
ENROLMENT

TOTAL MALE 
ENROLMENT

TOTAL FEMALE 
ENROLMENT

PERCENTAGE 
OF GIRLS

AVERAGE 
ENROLMENT 
PER SCHOOL

Awdal 3 1,121 604 517 46.1 374

Maroodi 
jeeh

7 6,212 3,575 2,637 42.5 887

Sahil 3 836 427 409 48.9 279

Sool 3 1,451 654 797 54.9 484

Total 16 9,620 5,260 4,360 45.3 601

Total enrolment across all 16 observed schools across Somaliland in 2017/18 was 
9620 with an average of 601 students per school – see table 15. Schools in Maroodi-
Jeeh had the highest average enrolment per school while Sahil averaged the lowest. 
Schools in Maroodi-Jeeh accounted for nearly 2/3 of the total enrolment in observed 
schools.

Overall, the percentage of girls enrolled in school was 45.3%. Sool was the only 
region to enrol more girls than boys. This is mainly due to Gummeys Primary school 
in this region, which had enrolled nearly double the girls than boys. The percentage 
of girls was lowest in Maroodi-Jeeh at only 42.5%. Similarly to Hiiran region in South 
Central, this suggests that gender barriers to education could be of concern in this 
region.

32 According to EMIS statistics, in the school year 2015/16 total enrolment in Primary school 
across all schools in Somaliland was 255,716. This figure will have changed by now but still 
provides context for the coverage of this study and the EAC programme.

33 2017/18 data for Darul Qaran school in Puntland was not available and it is therefore left out 
of year by year comparison data

TABLE 16: ENROLMENT IN SOMALILAND FOR SCHOOL YEAR 2018/19, BY REGION AND 
GENDER

REGION NO. OF 
SCHOOLS

TOTAL 
ENROLMENT

TOTAL MALE 
ENROLMENT

TOTAL FEMALE 
ENROLMENT

PERCENTAGE 
OF GIRLS

AVERAGE 
ENROLMENT 
PER SCHOOL

Awdal 3 1,080 597 483 44.7 360

Maroodi 
jeeh

7 6,206 3,461 2,745 44.2 887

Sahil 3 769 390 379 49.3 256

Sool 3 991 443 548 55.3 330

Total 16 9,046 4,891 4,155 45.9 565

Total enrolment across all 16 observed schools across Somaliland in 2018/19 was 
9046 with an average of 565 students per school32 - see table 16. This marked a 
decrease of nearly 600 students and an average of 36 students per school from 
2017/18. This decrease in enrolment was persistent across all four regions but 
particularly significant in the three schools observed in Sool. Enrolment across the 
seven schools in Maroodi-Jeeh decreased by only six students and these schools now 
make up over 2/3 of enrolment in observed schools in Somaliland.

Overall the percentage of girls enrolled in observed schools was 45.9%, a 0.6% 
increase on 2017/18. Only schools in Awdal averaged a reduction in the percentage 
of girls enrolled (1.4%) while the other three regions saw slight increases in this figure.

3.1.4    ENROLMENT IN PUNTLAND33

TABLE 17: ENROLMENT IN PUNTLAND IN SCHOOL YEAR 2017/18, BY REGION AND 
GENDER

REGION NO. OF 
SCHOOLS

TOTAL 
ENROLMENT

TOTAL MALE 
ENROLMENT

TOTAL FEMALE 
ENROLMENT

PERCENTAGE 
OF GIRLS

AVERAGE 
ENROLMENT 
PER SCHOOL

Karkar 3 1,203 708 495 41.1 401

Mudug 3 3,126 1,724 1,402 44.8 1,042

Nugal 3 2,732 1,479 1,253 45.9 911

Total 9 7,061 3,911 3,150 44.6 785

Total enrolment across the nine observed schools in Puntland for the 2017/18 school 
year was 7061 with an average of 785 students per school – see table 17. Schools 
in Mudug had the highest average enrolment per school with schools in Karkar 
averaging the lowest.
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Overall, the percentage of girls enrolled in school was 44.6%. All three regions had 
enrolled significantly more boys than girls. Schools in Karkar averaged 41.1%, the 
lowest of the three regions.

TABLE 18: ENROLMENT IN PUNTLAND IN SCHOOL YEAR 2018/19, BY REGION AND GENDER

REGION NO. OF 
SCHOOLS

TOTAL 
ENROLMENT

TOTAL MALE 
ENROLMENT

TOTAL FEMALE 
ENROLMENT

PERCENTAGE 
OF GIRLS

AVERAGE 
ENROLMENT 
PER SCHOOL

Karkar 3 1,423 791 632 44.4 474

Mudug 3 2,999 1,649 1,350 45.0 1,000

Nugal 3 2,919 1,575 1,344 46 973

Total 9 7,341 4,015 3,326 45.3 816

Note: Darul Qaran is left out here for fair year by year comparison data. Its enrolment in 2018/19 was 
490.

Total enrolment across all observed schools in Puntland for the 2018/19 school year 
was 7341 with an average of 816 students per school – see table 18. This marked 
a small increase in enrolment on 2017/18 with 300 additional students and 31 
additional students per school on average. Enrolment has reduced in Mudug with, on 
average, over 40 fewer students per school. Enrolment across schools in Karkar and 
Nugal increased.

Overall the percentage of girls enrolled in school was 45.3%, an increase of 0.7% 
compared with 2017/18. All three regions saw increases in this figure but the most 
significant change was a 3.4% increase across schools in Karkar.

3.1.5    SCHOOL SIZES

For over half of schools observed (57%), 2018/19 enrolment was in the range of 
0-400 children while 8.3% of schools enrolled over 1,200 children – see table 19. 
23.8% of schools enrolled between 401 and 800 students while 10.7% of schools 
enrolled between 801 and 1,200 schools.

In South Central nearly 85% of schools enrolled 800 students or less. Only one 
school, Horyal Primary in Juba, enrolled more than 1,200 students. Enrolment of over 
800 children was only apparent in 8 of 58 schools, 5 of these instances in Lower Juba 
region. Schools in Gedo, Hiran and Mudug all had a vast majority of schools enrolling 
400 students or less.

In Somaliland 13 of 16 schools enrolled 800 students or less, only in Maroodijeeh 
region were more than 800 students enrolled in any school. In Maroodijeeh, 43% 
of schools had more than 1,200 students (1,396 in Ahmed Dhacay school, 1,557 in 
Qhudac Dheer school and 1,632 in Sh Muhamed Warsame school).

In Puntland, 40% of schools enrolled more than 800 students, in only 2 schools were 
fewer than 400 students enrolled. Karkaar was the only region with schools where 
400 or fewer students were enrolled.

TABLE 19: ENROLMENT RANGES 2018/19, BY ZONE 

ZONE/REGION 0-400 401-800 801-1200 1,200+ TOTAL 
SCHOOLS

South Central 63.8 20.7 12.1 3.4 58

Somaliland 56.3 25.0 0 18.8 16

Puntland 20.0 40.0 20.0 20.0 10

Total 57.1 23.8 10.7 8.3 84

3.1.6    RETENTION

Retention numbers observe a cohort of children enrolled in a given education 
programme in a given education cycle who return to an education programme, 
regardless of repetition in the following education cycle. Year on year retention rates 
reveal dropout rates which have implications for quality of schooling as well as the 
prevalence of barriers to education. 

The generalised approach to collecting retention data as used by this study did not 
generate accurate results and a reliable, general retention rate figure for all schools 
could not be calculated. Figures of over 100% were generated in some regions34. 
Repeated, newly enrolled and promoted were the three columns in the school 
enrolment and retention tool relevant to this calculation. Enumerators had significant 
problems with accurately distributing pupils across these categories. A mix of data 
collection issues and, primarily, insufficient data kept on records by schools were 
likely causes of this. This finding should encourage the programme to use child level 
verification for retention data.35

The retention rate of pupils from 2017/18 to 2018/19 was 74.3% across five 
regions36 included in the study – see table 20. Schools in Mudug region had the 
highest retention rate of 84.1% with schools in Sool had significantly the lowest of 
48.1% meaning the drop-out rate was 51.9%. 

Across these regions, of pupils who enrolled in 2017/18, 71.8% were promoted 
to the next class in 2018/19 and 2.5% repeated the year37. A ratio of around 1:29 
students repeated class versus being promoted. This is an indication of the success 
of teaching and of how many students are progressing through the education system 
and a reflection of school/Government policy. Repetition rates were particularly high 
in Sool where 8% of all pupils enrolled in 2017/18 repeated the class. In Hiran region, 
only 0.5% of pupils repeated the year.

21 of the 84 schools included in the study reported zero repeating students in 
2018/19. A further 25 schools reported 1-5 repeating students in 2018/19. The 
scope of the study was not able to determine the causes of such low repetition 
rates; whether they are a result of successful schooling, school policy that promotes 
students regardless of achievement or poor school records. The programme may seek 
to inspect particular schools with low/zero38 repetition rates to determine the reasons 
behind them.

34 According to MOE statistics from 2015/16, similar issues were reported for retention rate 
calculations. They also generated figures of over 100 per cent in some instances and linked 
this too misreporting by schools. They also generated unrealistic retention figures of around 
90 per cent similar to the one generated from this study where all 14 regions were included.

35 UNESCO statistics revealed that in low-income countries, dropout rates averaged 49 per 
cent in primary schools. This further indicates that generalised results generated from school 
records are not reflecting a realistic figure.

36 After close inspection of regional retention data, only these five regions were deemed reliable 
due to the problems outlines above.

37 See paragraph below for limitations of retention figures generated by the study.
38 See baseline database for reference to these schools.
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TABLE 20: RETENTION RATES FROM 2017/18-2018/19 ACROSS FIVE REGIONS. INCLUDES 
RATES OF PROMOTED, REPEATED AND DROP-OUT OF CLASS 1-7 STUDENTS FROM 
2017/18-2018/19

REGION TOTAL ENROLMENT 
CLASS 1-7 
2017/18

RETENTION 
RATE

PROMOTED 
%

REPEATED 
%

DROPPED-
OUT %

Gedo 1,303 82.4 81.0 1.4 17.6

Hiran 2,563 87.5 86.9 0.5 12.5

Mudug SC 3,367 84.1 82.3 1.8 15.9

Sahil 815 75.4 71.7 3.7 24.6

Sool 1,406 48.1 40.1 8.0 51.9

Total 9,454 78.2 75.6 2.6 21.8

39 Household chores fall under the category of child labour in this analysis.

3.2 BARRIERS TO PRIMARY SCHOOL ENROLMENT 

KEY FINDINGS
• Financial factors are the most significant barrier to primary school enrolment, in 

particular the costs of sending children to school. Costs identified were school fees, 
textbooks, uniforms and transportation.

• Child labour was the second most reported barrier to primary school education and 
linked to poor households, pastoralist communities and girls.

• Lack of parental support, children being not interested in school and lack of 
community awareness/engagement were also amongst most reported barriers 
but these are not mentioned in the project proposal. The programme should look 
to incorporate considerations of these barriers into interventions that seek to 
enhance enrolment of OOSC, working more closely with parents. This highlights 
that the programme may want to draw additional focus towards addressing people’s 
perceptions of education.

3.2.1   BARRIERS IDENTIFIED BY DIFFERENT RESPONDENT GROUPS
Costs of sending children to school is the main barrier to primary school enrolment 
according to children, community leaders, headteachers,  caregivers and MOE staff- 
see table 21.  Across all the relevant data collection methods, financial factors were 
the most regularly reported barrier. Prohibitive costs included school fees, textbooks, 
uniforms and transportation.

Child labour was the second most frequently cited barrier to enrolment according 
to children FGDs (37 of 78), community leaders FGDs (19 of 76) and the household 
survey (40 of 104). Headteachers deemed this less significant as it ranked fourth in 
their responses. In particular, FGDs mentioned a tendency for parents to keep girls 
at home for household chores39. In addition, according to FGDs, poorer families 
were more inclined to keep children of both genders at home to engage in income 
generating activities.

TABLE 21: BARRIERS TO PRIMARY SCHOOL EDUCATION MOST COMMONLY MENTIONED, 
BY DATA SOURCE

40 There was no evidence to suggest that parent’s education affected these particular parental 
involvements according to the household surveys.

41 Children included in FGDs were mostly in classes 6-8 and so responses reflect the views of 
older primary school children.

BARRIER KII HEAD-
TEACHER

FGD 
CHIL-
DREN

FGD 
COM-

MUNITY 
LEADERS

HOUSE-
HOLD 

SURVEY

KII MOE

Costs of sending child to 
school

1st 1st 1st 1st

Child labour 4th 2nd 2nd 3rd

Lack of parental support 3rd 3rd 3rd 2nd

Lack of community en-
gagement/awareness

2nd 4th

Inadequate classroom fa-
cilities

4th

Displacement 5th 5th

Child not interested in 
school

4th

Child Sickness 5th

Distance to school 5th

Note: Barriers shaded in grey were also identified in the EAC programme proposal. Due to the limited 
sample for MOE interviews, barriers have not been ranked and should not be viewed as exhaustive.

Lack of parental support ranked in the top three barriers. General reasons for the 
lack of parental support were poor parental care, a lack of interest or background 
in education and not being literate. Findings in section 3.7.1 revealed that less than 
half of caregivers had attended a PTA meeting in the last 12 months, that 43% never 
support with homework and that only 36% of parents had collected a report on 
their childs performance40. These findings could explain some of the reasons as to 
why lack of parental support is considered to be a significant barrier to education. 
Consultations with the MOE indicated that in the context of high unemployment, 
some caregivers do not see the value of education if there are limited employment 
prospects following school completion.

Household heads and children did not deem displacement a significant barrier, 
while headteachers and community leaders did, according to the ranking system 
in table 21. This does highlight a limitation of the scope of the study since only 
children attending school and household heads with children attending school were 
interviewed. This may explain the absence of displacement in these groups’ responses, 
since it is likely that those who had experienced displacement were not included in 
the study.

Children provided a unique insight into barriers, with sickness and a lack of interest 
in education acting as key causes of low attendance and, ultimately, lower retention 
rates, while none of the other groups mentioned these factors41. Additionally, 
as mentioned in section 3.6.3, accelerated learning students reported feeling 
uncomfortable being older than the normal age for their class, which could cause them 
to drop-out. Another respondent specific theme was headteachers and community 
leaders identifying the same top five barriers according to the ranking system in table 
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21. This suggests that these two groups have a similar ‘outside’ perspective on what 
households struggle with in regards to sending children to school. 

TABLE 22: ADDITIONAL DETAILS ON KEY BARRIERS IDENTIFIED BY VARIOUS RESPONDENT 
GROUPS

CATEGORY ADDITIONAL DETAILS

Costs of sending child to 
school

School fees, school materials, uniforms, transportation

Child labour Particularly children from poor families, pastoralist families 
and girls

Lack of parental support No education background, illiterate, parents don’t deem 
education important, poor parental care

Community engagement Lack of trust, lack of community mobilisation, lack of aware-
ness, ignorance particularly of rural communities

Displacement Refugees, lack of residence, pastoralist communities, 

Distance to school In particular children in countryside, no schools in some 
areas

Inadequate classroom facilities Classes too small or in too few numbers, lack of school ma-
terials (textbooks, tables etc.)

Child sickness
Child not interested in school Prefer sports to classrooms, not aware of importance of 

education

FIGURE 13: ENUMERATORS FACILITATING A CHILD FOCUS GROUP DISCUSSION, SOUTH 
CENTRAL SOMALIA

• Girls
• IDPs
• Children from a poor background
• Disabled children
• Refugees42

42 All sampled schools in Lower Jubba reported a substantial amount of refugees enrolled in 
schools. An intervention targeted at refugees could be considered by the programme in 
schools in this region.

43 Reasons for household heads in Somaliland citing cost as a main barrier could be due to non-
fee related costs such as transportation or school materials/uniforms. In addition, they may 
be looking beyond their own situation at the context in Somalia as a whole, or even from their 
own experiences prior to 2011 when education was made free.

• Children from pastoralist  
communities

• Children separated from their  
parents

• Minority groups43

3.2.2   BARRIERS TO ENTRY HOUSEHOLD SURVEY
According to household surveys, financial restrictions is the main factor adversely 
affecting enrolment, repetition and drop-out rates. 83% (n=104) of household heads 
indicated that the cost of sending children to school is one of three main barriers to 
enrolment. 59% reported that being unable to afford basic school items is one of three 
main causes of children repeating the school year. 54% suggested that school being 
too expensive for parents was one of three main reasons for drop-outs.

94% (n=17) of caregivers with more than six children of school going age in their 
household mentioned financial struggles as a main barrier to education while only 
69% (n=36) caregivers with one or two children of school going age mentioned this 
as a main barrier – see table 23. This indicates that parents with more children are 
struggling significantly more with financing their child’s education. With finance being 
the most commonly mentioned barrier across respondent groups this reveals large 
families as a key demographic to be a target for the EAC programme.

TABLE 23: WHETHER RESPONDENT TO HOUSEHOLD SURVEY MENTIONED COSTS AS 
ONE OF THREE MAIN BARRIERS, BY NUMBER OF CHILDREN AGED 6-16 IN HOUSEHOLD

NUMBER OF CHILDREN 6-16 TRUE (%) FALSE (%)

0-2 69 31

3-5 86 14

6+ 94 6

Across all 44 household surveys conducted in Puntland, 100% of caregivers indicated 
costs of sending children to school as a top three barrier while in Somaliland this 
figure was far less at 64% of the 50 household surveys conducted – see table 24. An 
explanation for this could be that, as of 2011, schools in Somaliland became free for 
children, and instead Government funded44.

Children from poor backgrounds, IDPs, and girls are the groups most likely not to 
enrol according to community leader FGDs and headteacher interviews. These three 
main groups tie back to some of the main barriers mentioned by other respondents, 
in particular financial and displacement-related barriers. The following groups were 
mentioned by community leaders and headteachers as groups unlikely to enrol in 
primary education:
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TABLE 24: PERCENTAGE AND NUMBER OF HOUSEHOLD SURVEYS THAT INDICATED 
COSTS, CHILD LABOUR AND LACK OF PARENTAL SUPPORT AS ONE OF THE THREE MAIN 
BARRIERS TO ENROLMENT, BY ZONE AND REGION

44 This is only speculation on the part of household heads as the majority do not have 
children repeating class. Still it provides some context as to why the community feel 
students repeat school years.

45 This appears to contradict previous point regarding respondents seeing no disadvantages 
to sending girls to school. Potentially household heads feel that other parents have 
this preference rather than themselves. Respondent bias could also be a factor – some 
respondents may not want to reveal that they personally have a preference for boys education 
over girls.

46 This was indicated by a number of respondents. More work could be done to investigate how 
common such instances are.

COSTS (%) CHILD 
LABOUR (%)

LACK  OF 
PARENTAL 

SUPPORT (%)

QUANTITY OF 
RESPONSES 
(NUMBER)

SOUTH CENTRAL 90 20 0 10

Bay 90 20 0 10

SOMALILAND 64 42 40 50

Awdal 82 55 55 11

Maroodijeeh 67 28 44 18

Sahil 60 50 30 10

Sool 45 46 27 11

PUNTLAND 100 41 52 44

Karkar 100 33 58 12

Mudug 100 25 38 16

Nugal 100 56 63 16

Total 83 38 41 104

The three main causes of students repeating class according to household surveys 
are being unable to afford basic school items (61 of 104), poor household living 
conditions (53 of 104) and lack of learning materials (44 of 104)44. These factors are 
slightly different to barriers to enrolment as these are more of a reflection of quality of 
education a child receives once enrolled. An additional cause of repetition commonly 
mentioned was children being unable to attend examinations (36 of 104). 

3.2.3.    GENDER BARRIERS
The majority of household heads felt that there were no gender specific 
disadvantages for sending children to school. This suggests that parents do not 
prioritise one gender over another with regards to schooling and therefore this is not 
a significant barrier to education for either gender. 

Preference for boys education was also mentioned by household heads as a key 
gender-based barrier45. This barrier ties directly into two of the top three key 
barriers identified by respondents. As highlighted by some respondent in FGDs and 
headteacher KIIs parents struggling to meet the costs of sending children to school 
may be more inclined to send boys to school rather than girls. In addition, if parents 
need support with housework, they may be more inclined to use girls and send the 
boys to school46. 

As highlighted by the section on school infrastructure and facilities, female pupils are 
particularly disadvantaged by a lack of gender-sensitive WASH facilities. Respondent 
groups did not directly indicate this as a significant barrier suggesting that the 

community as a whole are unaware of this as a barrier.

3.2.4    BARRIERS IDENTIFIED BY STUDY VS INITIAL BARRIERS IDENTIFIED 
BY THE PROGRAMME
The following is a list of barriers identified in the programme proposal:

• Distance to school

• Inadequate facilities (specifically overcrowding of classrooms)

• Poor learning environment (specifically lack of gender sensitive facilities)

• Poor quality of education

• Financial factors

• Child labour

• Preference for boys

• Disaster/conflict

• Displaced children

• Droughts/floods

A lack of parental support was the most common barrier identified by the study but 
not identified by the programme – see table 21. Data from all sources suggests that 
lack of parental support was one of the three main barriers to education. Parental 
involvement is clearly a factor affecting school participation and should be targeted by 
the programme. 

A lack of community awareness/engagement was highlighted as a top five barrier 
by headteachers (ranked 2nd) and community leaders (ranked 4th) but not by the 
programme. This is a similar area to parental support and suggests that this lack of 
support to children extends beyond the household, to the culture of the community as 
a whole. This stresses the importance of engaging communities in mobilization events 
to encourage communities to provide support to children where necessary. 

All barriers to enrolment highlighted in the programme proposal were mentioned in 
some capacity by respondent groups – see table 25.  Lack of gender sensitive facilities 
was the only category to be mentioned by only one respondent group (caregivers). 
This should not downplay the significance of this as a barrier. As discussed in section 
3.3, many observed school lack gender-sensitive WASH facilities as well as girl 
friendly spaces.

TABLE 25: PERCENTAGE OF TIMES BARRIERS HIGHLIGHTED IN THE PROPOSAL THAT DID 
NOT FEATURE IN THE TOP FIVE KEY BARRIERS FROM THIS STUDY WERE MENTIONED 

HEADTEACHER 
KII

FGD CHILDREN FGD 
COMMUNITY 
LEADERS

HOUSEHOLD 
SURVEY

Lack of gender 
sensitive facilities

11%

Poor quality of 
education

13% 6% 8% 22%

Disaster/conflict 10% 3% 15% 8%

Displacement 9% 4% 17% 11%

Droughts/floods 5% 5% 10%
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3.3 AVAILABILITY AND CONDITION OF INFRASTRUCTURE AND 
FACILITIES IN SCHOOLS

KEY FINDINGS
• Overall, the survey validates the infrastructure priorities of the EAC programme, 

namely the construction/rehabilitation of classrooms, latrines, water points, girl 
friendly spaces and provision of potable water. Additionally, the study found schools 
have significant needs in relation to hygiene due to a lack of functional handwashing 
facilities, which are given less priority by the EAC programme.

• There appears to be a correlation between enrolment and availability of classrooms/
school spaces. Additional classrooms or rehabilitation of existing ones is a top 
infrastructure development priority with majority being rated as average or poor. 

• Evidence shows a clear need to expand access to WASH facilities in schools to 
enhance access to education and reduce exposure to preventable diseases. Less than 
two-thirds of schools surveyed provided access to safe drinking water and an even 
lower proportion operated with gender-segregated sanitation facilities for boys and 
girls.

• The data also underlines the multi-dimensional WASH needs of schools. Two-thirds 
of schools surveyed that did not provide safe drinking water to children also had no 
gender-segregated sanitation facilities.

• The study revealed that while gender-sensitive WASH facilities and girl friendly 
spaces were extremely uncommon, investment in these areas would address 
specific needs that some female pupils have. This is particularly the case for female 
pupils who have reached puberty and require school facilities that enable effective 
menstrual hygiene management.

3.3.1 CLASSROOMS

There as little variation between zones in average number of classrooms per school 
(eleven classrooms), but there were noticeable differences according to school 
type. Primary schools recorded an average of nine classrooms compared to 13 
classrooms for primary and secondary schools. Five of the top ten schools for quantity 
of classrooms were among the ten schools that reported the highest enrolment in 
2018/1947 which may indicate that there is a correlation between good access and 
enrolment. 

Classroom improvement is a high priority for headteachers48. Half of all headteachers 
(48 per cent) mentioned classrooms as their top infrastructure development priority49. 
Responses referred to a need for additional classrooms and rehabilitation of existing 
classrooms. Data from the infrastructure assessment provides support for this finding; 
less than one-quarter of schools surveyed had classrooms rated as good (24 per 
cent)50 – see Table 26.

47 Further research would be required to indicate more conclusively if there is an association 
between enrolment and classroom numbers.

48 Rehabilitation/construction of classrooms is an activity of the EAC programme linked to 
improving OOSC’s access to quality education.

49 The top three infrastructure development priorities of each school are contained in the 
baseline database accompanying this publication.

50 Classrooms were assessed to be in good condition if they performed positively on the 
following dimensions: classroom poses no risk to the safety of children; roof is adequate (e.g. 
no leaking); no major cracks in wall; windows are satisfactory (not broken, can close); door is 
ok (lockable, can shut); and floor is adequate (cemented).

The bulk of schools with classrooms in poor condition were in South Central Somalia, 
where 19 per cent of classrooms are in a poor state. South Central Somalia accounted 
for the top three regions for highest proportion of schools with classrooms in poor 
condition: Hiraan (44 per cent); Gedo (40 per cent); and Banadir (27 per cent).

51  Functionality considered if classrooms were in use.

TABLE 26: CONDITION OF SCHOOL CLASSROOMS, BY ZONE AND REGION

GOOD AVERAGE POOR

PUNTLAND 0% 90% 10%

Karkar 0% 100% 0%
Mudug 0% 100% 0%
Nugal 0% 75% 25%

SOMALILAND 13% 87% 0%

Awdal 0% 100% 0%
Maroodi Jeeh 14% 86% 0%
Sahil 50% 50% 0%
Sool 0% 100% 0%

SOUTH CENTRAL SOMALIA 31% 50% 19%

Banadir 36% 36% 27%
Bay 33% 67% 0%
Gedo 20% 40% 40%
Hiraan 0% 56% 44%
Lower Juba 88% 13% 0%
Lower Shabelle 100% 0% 0%
Mudug 13% 81% 6%

TOTAL 24% 62% 14%

Overall, two-thirds of schools (65 per cent) operate with all their classrooms 
functioning – this rises to 80 per cent in Puntland51. The findings for Somaliland, on 
the other hand, revealed that at least one non-functioning classroom was the norm 
for most schools (67 per cent) – see Table 27. Across the entire sample, the medium 
number of non-functional classrooms per school was two. 

 
FIGURE 14: PRIMARY SCHOOL CLASSROOM, SOMALILAND 
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TABLE 27: FUNCTIONAL STATUS OF CLASSROOMS, BY ZONE

52 The EAC programme includes proposed activities to construct and equip girl friendly spaces. 
This baseline defined girl friendly areas as girl/female teacher-only areas where girls or 
female teachers could stay. The availability of gender separated sanitation facilities was 
assessed separately. Data indicating a dedicated girl friendly space was available and in use 
was reported for three schools. This includes one school for which a female prayer room is 
available.

% OF SCHOOLS WITH MEDIUM # OF 
NON-FUNCTIONING 

CLASSROOMSALL CLASSROOMS 
FUNCTIONING

SOME CLASSROOMS 
FUNCTIONING

Puntland 80% 20% 1.5
Somaliland 33% 67% 1.5
South Central Somalia 70% 30% 2
TOTAL 65% 35% 2

Note: Medium number of non-functioning classrooms corresponds to schools that have at least one non-
functioning classroom.

3.3.2 GIRL FRIENDLY SPACES

The study found that girl friendly spaces were extremely uncommon across schools 
sampled52 yet this was not viewed as an infrastructure development priority for 
headteachers. The importance of girl friendly spaces was evident in FGDs with female 
pupils who indicated these spaces would make it easier for girls to attend school 
during menstruation instead of otherwise staying at home and missing school days.

3.3.3 SAFE DRINKING WATER

Piped water was the most common water source among schools sampled – 63 per 
cent of schools had access to this source of water. Although public tap ranked second 
(27 per cent), it was less prevalent in South Central Somalia (15 per cent) than in 
Puntland (70 per cent) and Somaliland (40 per cent). In Somaliland, water tanks were 
more likely (27 per cent) than any other zone – see Figure 15.

FIGURE 15: WATER AVAILABILITY IN SCHOOLS, BY TYPE OF WATER SOURCE AND ZONE
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Access to safe drinking water was more common in schools sampled in Puntland 
and Somaliland in comparison to South Central Somalia. 90 per cent of schools in 
Puntland and 80 percent in Somaliland provided potable drinking water to children, 
in contrast to one in two schools in South Central Somalia (54 per cent). It should 
not be overlooked that even where safe drinking water was available, some children 
surveyed expressed dissatisfaction, citing shortages and unreliability. Most of the 
schools that offered potable drinking water relied on one type of water source (62 per 
cent). 

South Central Somalia observed the greatest disparity in access to safe drinking 
water. In Bay and Lower Juba, every school sampled had potable drinking water. In 
Gedo, on the other hand, none of the five schools surveyed offered safe drinking 
water to children – see Figure 16.

53 Data on the quality of water provided by water tanks was unavailable.
54 In total, two schools had an absence of a sanitation facility: one in Mudug, South Central 

Somalia, and another in Maroodi Jeeh.

FIGURE 16: PROPORTION OF SCHOOLS THAT HAVE ACCESS TO SAFE DRINKING WATER, 
BY REGION.
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Note: Mudug P corresponds to Mudug region in Puntland. Blue: regions in Somaliland. Green: Puntland. 
Orange: South Central Somalia. Across all zones, 63 per cent of schools provided access to safe drinking 
water.

The evidence indicates that water provided through public tap and piped water was 
more likely to be safe to drink than water from other sources. Whereas 71 per cent of 
public taps delivered safe drinking water, this was 33 per cent for boreholes53.

21 out of the 29 schools that were without safe drinking water did have facilities that 
provided water to children – typically piped water. However, these facilities offered 
unsafe water. The most frequently cited explanations for piped water not being safe 
was that the water was non-purified, saline or hard in nature, while some wells were 
unprotected. 

3.3.4 SANITATION

While the overwhelming majority of schools had a sanitation facility in the form of 
a pit latrine (97 per cent), only half offered gender-segregated sanitation facilities 
to both boys and girls54. Puntland was the best performing zone on this measure 
boosted by encouraging data for Karkar where every school surveyed operated with 
single-gender toilet facilities. Somaliland recorded the lowest proportion of schools 
with these facilities even though the region that indicated the highest needs was in 
South Central Somalia (Gedo) – see Table 28). 
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TABLE 28: AVAILABILITY OF GENDER-SEGREGATED FACILITIES IN SCHOOLS, BY REGION 
AND ZONE

55 Only 13 per cent of schools were assessed to be in good condition in Mudug, South Central 
Somalia.

GENDER-SEGREGATED FACILITIES AVAILABLE TO 
GIRLS AND BOYS

# OF SCHOOLS % OF SCHOOLS

PUNTLAND 6 60.0%

Karkar 3 100.0%
Mudug 1 33.3%
Nugal 2 50.0%

SOMALILAND 7 46.7%

Awdal 2 66.7%
Maroodi Jeeh 3 42.9%
Sahil 1 50.0%
Sool 1 33.3%

SOUTH CENTRAL SOMALIA 28 51.9%

Banadir 7 63.6%
Bay 2 66.7%
Gedo 1 20.0%
Hiraan 3 33.3%
Lower Juba 7 87.5%
Lower Shabelle 2 100.0%
Mudug 6 37.5%

TOTAL 41 51.9%

Pupils, in particular girls, indicated the absence of gender-separated sanitation 
facilities resulted in a lack of privacy, but even where such facilities were available 
children may still have concerns if toilets were close together or near to facilities for 
teachers. The absence of lockable doors inside toilets was another factor cited by 
children that impacted privacy and discouraged use.

The data underlines the multi-dimensional WASH needs of schools as two-thirds 
of schools that did not provide safe drinking water to children also had no gender-
segregated sanitation facilities. The highest concentration of such schools were 
found in South Central Somalia, in particular Mudug – see Figure 17. The majority 
of headteachers in Mudug indicated that toilets were either their second or third 
infrastructure priority after classrooms, revealing the multiple issues faced by schools 
in that region55. Conversely, Figure 17 shows regions like Karkar and Lower Juba 
where all or a high proportion of schools already provide both potable water and 
gender-segregated facilities. 

FIGURE 17: DISTRIBUTION OF SCHOOLS WITHOUT GENDER-SEGREGATED SANITATION 
FACILITIES AND SAFE DRINKING WATER, BY REGION

56 The study defined functional handwashing facilities as those in use with water available at 
the facility. They were assessed to be in good condition if they performed positively on the 
following dimensions: water available; drainage; firm stand; suitable for all learners in terms of 
height; soap available.
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FIGURE 18: PROPORTION OF SCHOOLS THAT PROVIDE SAFE DRINKING WATER AND 
GENDER-SEGREGATED FACILITIES FOR GIRLS AND BOYS
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3.3.5 HYGIENE

A lack of handwashing facilities in schools surveyed is apparent across all zones – 
only 28 per cent of schools operated with functional handwashing facilities56. These 
were slightly more common in Puntland where 40 per cent of schools were equipped 
with such facilities versus 27 per cent in Somaliland and 26 per cent in South Central 
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Somalia. Regionally, it is worth noting that none of the schools sampled in Sahil 
and Sool (Somaliland) and Gedo and Lower Shabelle (South Central Somalia) had a 
functioning handwashing facility – see Figure 19.

FIGURE 19: PROPORTION OF SCHOOLS WITH A FUNCTIONAL HANDWASHING FACILITY, 
BY REGION
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A slightly higher proportion (33 per cent) of rural schools operated with functional 
handwashing facilities compared to schools in urban areas (26 percent). Half 
of schools that did provide such facilities to children had only one, while most 
handwashing facilities were within 10 metres of a latrine (78 per cent).

The overwhelming bulk of schools did not provide a dedicated place for girls to 
dispose menstrual hygiene items (95 per cent). Female pupils commented that 
availability of facilities designed to accommodate disposal of such materials would 
support them to attend school during menstruation. Alternative disposal options that 
they relied upon included the toilet, a dustbin if available or disposal at home. The 
provision of a facility for girls to wash and dry menstrual hygiene materials was even 
less likely – only one school across the entire sample offered this.

3.4 CAPACITY GAPS AND TRAINING NEEDS OF TEACHERS

KEY FINDINGS
• Majority of teachers (86%) have a teaching qualification with teaching diploma being 

the most common highest teaching qualification. Extra support for teachers with 
no formal qualification is a possible option, although based on self-reporting these 
teachers believed their teaching competence was on a par with qualified teachers.

• Teachers rated their competencies higher in areas where they had been trained and 
had experience such as child centred teaching, although it’s difficult to say if this 
is being practiced as classroom observations were not conducted. The majority of 
teachers rated themselves as poor in terms of their ability to teach children with 
disabilities as they had not had the opportunity to teach these children.

• The findings show that teaching methods to enable effective learning appears to be 
a key teacher training need, as indicated by headteachers, teachers and MOE staff. 
Teachers specifically referred to further training needs in the areas of classroom 
management and lesson plan preparation. In addition, there are training needs for 
particular subjects, most notably: Mathematics; languages; and science. 

• On training preferences, teachers overwhelming preferred face-to-face training 
which was of longer duration suggesting preference for more interactive approaches 
that provide opportunity to practice. 

3.4.1 TEACHER QUALIFICATIONS

Overall, 86 per cent of teachers surveyed reported having a teaching qualification, 
indicating a minimum qualification of an education diploma57. This high level of 
qualified teachers is consistent across all zones. Consultations with MOE staff 
indicated that it was more challenging to recruit qualified teachers in rural areas and a 
slightly higher proportion of teachers in such locations have no teaching qualification 
(18 per cent).

A teaching diploma was the most common highest teaching qualification reported 
by 41 per cent of respondents. A further 18 per cent indicated a bachelor’s degree in 
education and one percent a postgraduate diploma in education. Teachers in Puntland 
were most likely to have a teaching diploma while short teacher courses were more 
common in Somaliland as the highest teaching qualification. Table 30 presents the 
percentage of teachers surveyed, disaggregated by highest teaching qualification and 
zone.

57 The definition of a qualified primary teacher adopted by the study is based on the minimum 
standard of an education diploma qualification.

58 The study did not seek to assess application of these teaching methods. Definitions of terms 
are provided in Annex 1.

59 Examples of practices cited by teachers who self-assessed themselves as good for conflict-
sensitive approaches included: avoiding to support or appearing to support parties to a 
dispute, storytelling that promotes peace and its benefits, and delivering lessons on the 
importance of peace.

TABLE 29: PROPORTION OF TEACHERS SURVEYED, BY HIGHEST TEACHING 
QUALIFICATION AND ZONE

BACHELOR’S 
DEGREE IN 
EDUCATION

DIPLOMA 
IN 

TEACHING

EDUCATION 
CERTIFICATE

SHORT 
TEACHER 
COURSE 

POST 
GRADUATE 

DIPLOMA IN 
EDUCATION

NONE

Puntland 5% 64% 14% 5% 0% 14%

Somaliland 3% 52% 10% 17% 0% 17%

South Central Somalia 24% 35% 12% 13% 1% 13%

TOTAL 18% 41% 12% 13% 1% 14%

Note: Cells highlighted green indicate teaching qualifications counted by the study to assess qualified 
primary teachers. Two per cent of respondents marked other for highest teaching qualification.

3.4.2 PERCEPTIONS OF TEACHERS ON THEIR TEACHING COMPETENCIES

Very few teachers (four per cent) rated themselves as poor in child-centered teaching 
as compared to their competence in conflict sensitive approaches and teaching 
children with disabilities. . Teachers were asked to rate their competence in a range 
of teaching methods and approaches, such as multi-grade teaching and positive 
discipline58. Many more teachers (34 per cent) rated themselves as poor in terms of 
their ability to teach children with disabilities59 and 18 per cent for conflict-sensitive 
approaches. Only two per cent of teachers self-assessed themselves as poor in 
positive discipline approaches. The data did not vary by highest teaching qualification, 
gender or age of teacher. These findings are consistent with consultations with school 
children who generally commented that the quality of teaching was good while also 
indicating that some teacher training was required.
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FIGURE 20: TEACHER SELF-ASSESSMENT OF COMPETENCE, BY TEACHING METHOD

60  None of the teachers provided explanation for their responses.   
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Note: Teachers were asked to rate their competence on various teaching methods. Three options were 
available: good, average and poor.

A higher proportion of teachers in Somaliland rated their competence as good in 
all teaching methods except for conflict-sensitive approaches where 52 per cent 
assessed themselves as poor60. Another noticeable divergence was in South Central 
Somalia: 45 per cent of teachers believed their competence to teach children with 
disabilities was poor, compared to nine per cent in Puntland and seven per cent in 
Somaliland – see Figure 21.

FIGURE 21: TEACHER SELF-ASSESSMENT OF COMPETENCE, BY TEACHING METHOD AND 
ZONE
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FIGURE 21 CONTINUED

61 0.6 per cent of the enrolled population in sampled schools were reported to be disabled in 
2018/19.

62 Two-thirds (65 per cent) of teachers indicated training was a priority area for support from the 
Ministry of Education.
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More teachers in Somaliland rated their ability on accelerated learning as good than 
in Puntland (62 per cent versus 27 per cent) – see Figure 22. Overall, one in five 
teachers self-assessed their competence on accelerating learning as poor (18 per 
cent).

FIGURE 22: TEACHER SELF-ASSESSMENT OF COMPETENCE TO DELIVER ACCELERATED 
LEARNING, BY ZONE
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Prior training and experience were key determinants of the self-reporting of teachers 
on competency. Teachers rating themselves as poor in child-centered teaching 
indicated they had not received training. On the other hand, teachers identifying 
themselves as good referred to their experience and that it was their preferred 
approach to teaching. The most common reason for a poor self-assessment for 
teaching children with disabilities was that teachers did not have experience of 
working with students with disabilities61. This indicates the importance of having 
experience and being trained.

3.4.3 TEACHER TRAINING NEEDS

Classroom management and teaching methods featured prominently in the 
responses of teachers identifying training needs62. Teachers were keen to be trained 
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on techniques that support effective lesson delivery – some cited modern teaching 
methodologies without specifying further detail. Training on lesson plan preparation 
was also cited by teachers – see Figure 23. 

Teachers tended to identify multiple training needs, which implies training 
programmes that cover several themes may be more effective. For accelerated 
learning, teachers indicated training on the curriculum and teaching methodologies 
appropriate for older children would be useful.

Headteachers and MOE staff provided confirmation that teachers need support on 
the use of different teaching methods that allow for effective learning and instruction 
adjusted to the education level of all pupils. They highlighted the need for subject-
based training and support in the areas of teaching aides and time management. 
Mathematics, languages and science were noted as subjects students particularly 
struggle in. The available information also indicated that where a school has recently 
adopted a new curriculum, teachers may require support for its implementation.

FIGURE 23: PRIORITY TRAINING NEEDS IDENTIFIED BY TEACHERS SURVEYED
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Note: The number by each training need indicates how many times the term was referred to during 171 
teacher questionnaires for which information was available. It should be noted that several responses did 
not include sufficient detail to enable specific needs to be identified and coded. 

3.4.4 TEACHER TRAINING PREFERENCES

Two-thirds of teachers cited good training materials as the top attribute they look for 
from training (65 per cent). Ten per cent of teachers placed more emphasis on good 
trainers and seven per cent believed opportunities to practise was most important. 
These findings were consistent across all zones.

FIGURE 24: TEACHERS’ PERCEPTIONS ON TOP THREE ATTRIBUTES OF TRAININGS
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Note: Other categories included practical and interesting content (5 per cent), training tailored to the 
context in region (5 per cent) and examples of best practice (3 per cent).

Majority of teachers (74 per cent) listed face-to-face training as their preferred 
training method, followed by distance learning (23 per cent), peer mentoring, and 
supervision and feedback (2 per cent each). A slightly higher proportion of teachers 
expressed preference for distance learning in South Central Somalia (25 per cent) 
compared to Puntland (18 per cent) and Somaliland (17 per cent).  

Only one per cent of teachers indicated they preferred a training duration of one 
day and 22 per cent responded that it would depend on the training. Training lasting 
6-30 days was the most popular option selected by 37 per cent of teachers, followed 
by 1-5 days (27 per cent). The major difference zonally was for the category ‘it would 
depend on the training’, which was a more likely response in Somaliland (55 per cent) 
than the 22 per cent average for all zones.

3.5 LEARNING AND TEACHING MATERIALS AVAILABLE TO CHILDREN 
AND TEACHERS

KEY FINDINGS
• Both text books and teaching materials are in short supply in Somali schools. English, 

mathematics and science textbooks are particualrly scarce. 

• School teachers in Puntland have the least number of text books whilst the pattern is 
more varied in Somaliland and South Central Somalia.

• Islamic studies and Arabic textbooks are less scarce

• Teaching materials are also in short supply, particularly menstruation related63 and 
where available teaching materials are generally deemed to be of poor quality. Having 
access to menstruation related material did not seem to affect girl’s enrolment rates. 

• Fewer teachers in South and Central Somalia had teaching resources in their schools 
as compared to Somaliland or Puntland 

• There is some evidence to suggest that scarcity of teaching materials negatively 
affects learning outcomes. 

• Variety of curricula is used and there a perception that Somali curriculum is not 
adequate for primary education

 
3.5.1  QUANTITY OF TEXT BOOKS

Textbooks are in short supply across regions and schools with 25% of surveyed 
teachers, 45% school leaders and 57% children reporting that they had no textbooks. 
74 per cent teachers (n-171) stated they had ‘some but not enough text books’ whilst 
only one head teacher and 10% children (n=82) reported having sufficient number 
of textbooks. Where children indicated an insufficient number of textbooks they 
tended to suggest that the teacher would be in possession of some. School teachers 
in Puntland have the least number of text books whilst the pattern is more varied in 
Somaliland and South Central Somalia (refer to Table 30). 

63 Menstruation related teaching materials refer to teaching resources that cover the menstrual 
cycle.

TABLE  30: TEACHER’S VIEWS ON QUANTITY OF TEXT BOOKS IN SCHOOLS 

  ENOUGH SOME BUT 
NOT ENOUGH 

NONE

PUNTLAND 0 68 32
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Karkar 0 100 0
Mudug 0 74 26
Nugal 0 22 78
SOMALILAND 3 72 24

Awdal 0 83 17
Maroodi Jeeh 8 67 25
Sahil 0 80 20
Sool 0 67 33
SOUTH CENTRAL 1 78 21

Banadir 0 48 52
Bay 0 100 0
Gedo 0 100 0
Hiraan 4 71 25
Lower Juba 0 100 0
Lower Shabelle 0 100 0
Mudug 0 100 0
Total 1 74 25

Note: Due to rounding, total percentages may not add up to 100. N = 171.

English, mathematics and science text books are more scare than other textbooks. 
Nearly 80 per cent of all teachers surveyed (n=171) said that there was a shortage of 
books in these three subjects, which was also confirmed by head teachers and school 
leaders. However there is less scarcity of Islamic studies and Arabic textbooks with 
only 50% of teachers reporting a shortage (n=171)

TABLE 31: TEACHERS VIEWS OF SHORTAGE OF TEXT BOOKS

TEXTBOOK YES NO
English 80 19
Mathematics 78 21
Science 77 22
Islamic studies 53 46
Arabic 51 47

Note: n = 171

3.5.2   QUANTITY OF TEACHING MATERIALS

Teaching materials64 are also in short supply across the sampled Somali schools with 
majority of teacher and head teachers reporting having access to some materials. 
87 per cent of teachers surveyed (n=171) said that they have ‘some but not enough’ 
teaching materials whilst 13 per cent teachers and 29 per cent head teachers (n=82) 
said they have no materials in their schools. Majority of the available teaching 
materials are considered by head teachers to be of poor quality.  There is particular 
shortage of teaching materials related to menstruation with only 3 (n=82) girl’s FGDs 
reporting they have access to such material. Although this is a very small sample 
having access to teaching materials related to menstruation had no particular effect 
on female enrolment rates (in two of these schools, which are mixed gender, this was 
43 and 45 per cent). 

64 Teaching materials is a generic term to describe the resources teachers can use to deliver 
teaching. Teaching materials can support child learning and increase student performance.

There is some evidence to suggest that the scarcity of teaching materials negatively 
affects learning outcomes. In 20 per cent of focus group discussions (16/82), children 
said that the lack of materials in their school had a detrimental effect on learning.

Fewer teachers in South and Central Somalia had teaching resources in their schools 
– (17 per cent (n=92) whereas teachers in Somaliland or Puntland had more. Only 3 
per cent of Somaliland survey respondents (n=29), for instance, said that they had no 
teaching materials, (refer to Table 32). 

TABLE 32:  TEACHER’S VIEWS ON QUANTITY OF TEACHING MATERIALS IN SCHOOL

 ENOUGH SOME BUT 
NOT ENOUGH 

NONE

PUNTLAND 0 90 10

Karkar 0 100 0
Mudug 0 86 14
Nugal 0 100 0
SOMALILAND 0 97 3

Awdal 0 83 17
Maroodi Jeeh 0 100 0
Sahil 0 100 0
Sool 0 100 0
SOUTH CENTRAL 1 82 17

Banadir 4 64 32
Bay 0 100 0
Gedo 0 80 20
Hiraan 0 79 21
Lower Juba 0 95 5
Lower Shabelle 0 83 17
Mudug 0 100 0
Total 1 87 13

Note: n = 171

3.5.3   TEACHING MATERIALS BY TYPE 

The most common materials required by teachers are text books and blackboards or 
whiteboards. Over 60 per cent of teachers in the sample (n=171) said that they need 
these items.

TABLE 33: TEACHERS' VIEWS ON TEACHING MATERIALS REQUIRED 

 YES NO 
Text books / books 74 25
Blackboard / whiteboard 63 37
Objects / pictures 44 56
Computer / laptop / iPad 30 70
Maps 22 78
Wall charts 19 80
Videos / video projector 17 82
Flashcards 7 92
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Toys 5 95
Audio tapes / records 4 96
Tape recorder 1 99

65 An inventory check here is defined as system for verifying and the quantity and condition of 
items (e.g. text books) possessed by a school. 

66 A limited number of schools indicated they provide accelerated learning services on weekends 
and during holidays.

Note: n = 171

3.5.4   INVENTORY CHECKS AND CURRICULA

Only 30 per cent (25/82) of head teachers said that their school had an inventory 
check65. All of the respondents who said that their school had such an inventory 
check were based in South Central (no inventory checks were reported in Puntland or 
Somaliland). In cases where there were no textbooks or teaching materials there were 
no inventory checks. Inventory log books  were considered unnecessary due to lack of 
school resources. 

A majority of head teachers (63 per cent) have opted to use the country-wide 
Ministry of Education (MOE) curriculum (sometimes referred to as the ‘FPENS’ 
curriculum). All Somaliland schools in the sample used the national-level curriculum 
n=16). Seven out of ten Puntland schools had the MOE curriculum in place (while the 
remaining schools used either a Kenyan or Puntland-specific curriculum). 

Variety of curricula is in use in South Central Somalia. While 52 per cent (n=58) head 
teachers in this region follow the MOE curriculum, it is also common for international 
curricula to be followed. For example 29 per cent of South Central schools (n=58) 
use a Kenya curriculum (or combination of Kenyan and official MOE curricula) and 
16 per cent UNICEF or UNESCO curricula. One South Central school followed the 
Saudi Arabian curriculum. Another South Central school used a Qur’anic curriculum.  
Respondents who use an alternative curricula often argued that MOE or Somalia-level 
curricula was inadequate for primary-level education.  

3.6 PERCEPTIONS OF TEACHERS AND COMMUNITY LEADERS 
TOWARDS ACCELERATED LEARNING

KEY FINDINGS
• Most schools offer some kind of accelerated learning, but a common approach is not 

being adopted across schools. 

• There is clear support for accelerated learning among teachers, community leaders 
and MOE staff linked to high needs to accommodate a large population of overaged 
children. 

• Increasing access to accelerated learning requires an increase in trained teachers, more 
learning and teaching materials, additional space to accommodate accelerated learners, 
and teacher incentives. It also requires more to be done to enable older children to feel 
comfortable learning with younger children.

3.6.1 AVAILABILITY AND UNDERSTANDING OF ACCELERATED LEARNING 
SERVICES
Most but not all schools offer some kind of accelerated learning, but there is no 
common approach to its adoption. Some schools implement accelerated learning 
using a two-shift system. This entails separate tuition to accelerated learners in the 
afternoon66 with the intention to enrol learners into normal classes following an 

examination. Other schools have integrated accelerated learners into regular classes 
and provide extra support to these children. The fact that some schools (15 percent) 
do not have a system in place to provide accelerated learning and four out of five 
teachers agree that the system should be implemented in schools suggests that the 
EAC programme can expect to receive good support from relevant stakeholders 
should it decide to implement accelerated learning activities. 

Evidence indicates that the majority of teachers and community leaders are aware 
of accelerated learning, but understanding over what it means varies. Around 15 
per cent of headteachers reported they do not have a system in place to accelerate 
the learning of overaged children. It is worth highlighting that some teachers and 
community leaders associated accelerated learning with children who have reduced 
potential to learn, suggesting further sensitisation on accelerated learning by the EAC 
programme would be beneficial.

3.6.2 PERCEPTIONS ON ACCELERATING LEARNING

The study found clear support for accelerated learning among teachers, 
community leaders and MOE staff. Four in five teachers strongly agreed or agreed 
that accelerated learning should be implemented in their school (79 per cent). 
Support for accelerated learning among teachers was strong in each zone but 
highest in Somaliland, where 90 per cent of teachers indicated they supported its 
implementation – see Figure 25. Community leaders and MOE representatives also 
expressed overwhelming support for accelerated education67.

67 One MOE respondent in South Central Somalia recommended that each school should have at 
least three classes for accelerated learning.

FIGURE 25: PERCEPTIONS OF TEACHERS ON ACCELERATED LEARNING, BY ZONE
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Note: Teachers were asked if accelerated learning should be adopted in their school. Data in figure may not 
exactly match to data in text; this is due to rounding.

Teachers substantiated their support for accelerating learning by referring to the high 
need for it because of large numbers of over-aged children in their communities – see 
Figure 26 for example quotes from respondents.
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FIGURE 26: SELECTED QUOTES FROM TEACHERS AND COMMUNITY LEADERS ON 
ACCELERATED LEARNING

“accelerated learning should be adopted in this school because there are many over aged chil-
dren in this town and in the surrounding villages”

– TEACHER, HIRAAN

“accelerated learning is very important especially in a country like Somalia with decades of civil 
war and so many people missed education during all those years”

– COMMUNITY LEADER, BANADIR

68 One MOE respondent in South Central Somalia recommended that each school should have at 
least three classes for accelerated learning.

69 For teacher training needs on accelerated learning, see Section 3.4.4.

Evidence indicates that the majority of teachers and community leaders are aware 
of accelerated learning, but understanding over what it means varies. Around 15 
per cent of headteachers reported they do not have a system in place to accelerate 
the learning of overaged children. It is worth highlighting that some teachers and 
community leaders associated accelerated learning with children who have reduced 
potential to learn, suggesting further sensitisation on accelerated learning by the EAC 
programme would be beneficial.

The study found clear support for accelerated learning among teachers, 
community leaders and MOE staff. Four in five teachers strongly agreed or agreed 
that accelerated learning should be implemented in their school (79 per cent). 
Support for accelerated learning among teachers was strong in each zone but 
highest in Somaliland, where 90 per cent of teachers indicated they supported its 
implementation – see Figure 25. Community leaders and MOE representatives also 
expressed overwhelming support for accelerated education68.

Teachers substantiated their support for accelerating learning by referring to the high 
need for it because of large numbers of over-aged children in their communities – see 
Figure 26

3.6.3 FACTORS TO CONSIDER IF THERE IS PROVISION OF ACCELERATED 
LEARNING SERVICES

While most teachers expressed support for accelerated learning, key bottlenecks 
noted were a lack of teachers trained on it69, a shortage of learning and teaching 
materials, and inadequate space to accommodate accelerated learners. Nearly one 
in ten teachers that reported challenges with the implementation of accelerated 
education referred to a lack of or no accelerated learning curriculum. This represents 
an important barrier for the EAC programme to consider as targeted instruction is 
critical to enable children to progress through learning at a quicker speed.

Certain factors need to be considered when implementing accelerated programmes. 
Those reported included sufficient learning spaces (additional classrooms) and trained 
teachers – see Figure 27. 

FIGURE 27: PERCEPTIONS ON PRIORITY FACTORS ACCELERATED LEARNING 
PROGRAMMES SHOULD CONSIDER

70 Teacher incentives were cited in 13 out of 80 FGDs with community leaders.
71 The programme should consider how these top-up salaries are funded. If such top-up salaries 

are funded through fees from accelerated learners, it may reduce their enrolment and 
retention.

72 These children referred to a sense of disappointment and shame.

TEACHER
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(25)

LEARNING AND
TEACHING MATERIALS

(19)

CURRICULUM
(14)

Notes: The number by each factor indicates how many times the term was referred to during 80 FGDs 
with community leaders. Sufficient learning space typically referred to availability of furnished classrooms. 
Teacher incentives relates to financial inducements. Moral support includes encouragement to support 
accelerated learners to enrol in accelerated education programmes. 

Community leaders and headteachers consider teacher incentives to be important 
(more than teachers). Community leaders reported that teachers who provide lessons 
to accelerated learners outside of regular school hours require top-up salaries paid 
by schools70. Consultations with headteachers confirmed teacher incentives were an 
important consideration for accelerated learning programmes. This is a relevant point 
for the EAC programme71. 

Majority of school children felt comfortable learning with pupils of different ages; 
however, some older children reported feel uncomfortable which may lead to them 
dropping out of school72. Children that are content to learn with younger or older 
students commented that it was normal to learn with pupils of varying ages. In some 
contexts, accelerating learning has been found to lead to bullying or conflict with 
religious beliefs, but the study found little evidence of this in the Somalia context.

3.7  THE LEVEL OF COMMUNITY PARTICIPATION IN PROMOTING 
ENROLMENT AND MANAGING SCHOOLS

KEY FINDINGS
• Findings from FGDs with community leaders found that school improvement 

management plans had been formally developed in 67% (53 of 80) of schools. 
Indicator 3.1 of the EAC programme indicates that 30% of schools will be 
implementing such a plan. This finding indicates that a majority of schools have a plan 
in place and that these plans are ready, with for support from the programme, to be 
implemented.

• Community leaders reported that in the last 12 months 75% (55 of 73) of CECs 
had not received training. Key training gaps mentioned by community leaders 
were development and implementation of a school improvement plan, community 
mobilisation strategies, monitoring of teacher/school performance and leadership 
allocation/skills.
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• Financial support is the biggest need for CECs and the biggest barrier to community 
participation are financial restrictions. CECs generate their funds from the community. 
72% (54 of 75) FGDs with community leaders indicated that the biggest barrier to 
community participation are finance related. The current situation is that CECs biggest 
needs are funds and, according to community leaders, the community are unable to 
provide them. 

• Around half (49%) of respondents to the household survey said that a member 
of their household had participated or attended a community event organised to 
promote child enrolment in schools in the past 12 months. This finding provides some 
relevant context for indicator 3.1.1 of the EAC programme which aims to have 49 
schools and madrasahs conducting community mobilisation campaigns. 

3.7.1    PARENTAL SUPPORT AND VIEWS ON IMPORTANCE OF 
EDUCATION73

Almost half of the children receive support with homework at home when they 
need it. During household interviews, 58% (n=91) household heads reported that 
somebody in the house helps with homework either frequently74 or sometimes. 
In general, home support seems to be available to just over half of the students 
(through either household heads or siblings) (42% of parents said they never help with 
homework). The most common reason reported by children for not receiving support 
was lack of literacy amongst parents. This finding has implications for out of school 
support mechanisms that may need to be put in place for children whose families 
are unable to help them with homework or finding alternatives to homework where 
children are unable to do it themselves. The strong assumption behind homework is 
that children can do it but experience shows that there are consequences of not doing 
it which over time may affect child’s progress and decision to drop out. 

Parents/caregivers monitor their child’s progress at school but with varying degrees 
of intensity: This is an indication of level of interest that caregiver’s have towards the 
child’s education. However, the level of monitoring reported did vary. Some children 
reported their caregivers simply asking about school in the evening. Many, though, 
said their caregivers monitored more closely with calls and meetings with teachers, 
checking exercise books and monitoring exam results. 

There is interaction between some caregivers/parents and head teachers/teachers 
which indicates interest in children’s education. More than half of household heads 
had met with a headteacher or teacher in the last 12 months (72 of 103) and almost 
half had attended parent-teacher meeting which aim to encourage engagement. 
Responses also revealed that 43 had attended a school celebration, performance or 
sport event. However only 37 had collected their child’s report which is quite low. It 
suggests that most parents are not monitoring their child’s performance, which may 
be because this requires more literacy skills than attending an event.

Parents/caregivers recognise the various benefits of educating their children. The 
household survey indicated that 75% (n=103) of household heads felt that enrolment 
in primary school education will lead to a better job in the future and ability to read 
and write. These responses are an initial indication of community perceptions of 
benefits of education, which could encourage participation. However only 17% 
mentioned that being educated would lead to a better marriage. This could be a factor 
that encourages female enrolment, even amongst parents who do not deem female 
education as important.

73 The data used for this section is not representative 
74 Frequently means more than once a week

3.7.2    COMMUNITY PARTICIPATION IN EDUCATION 

All community members agreed that community participation in the children’s 
education is important. Most saw the importance of a thriving education system and 
felt that schools in their respective regions require support from the community to be 
successful. Financial support was the most commonly reported community assistance 
provided to schools. Table 34 categorises and quantifies the responses from all 80 
community FGDs when asked what community assistance is provided for education. 

TABLE 34: WAYS IN WHICH COMMUNITIES ARE INVOLVED IN EDUCATION 

CATEGORY DESCRIPTION RESPONSES 

Financial support Fundraising, supporting with school fees, paying 
teacher salaries

33

Encouraging enrolment/
retention

Mobilizing community members to enrol their 
children, enrolling OOSC 

22

Monitoring Monitoring teacher performance, enrolment/
retention/drop-out rates, school performance, 
attendance 

20

Awareness raising Advocacy, awareness of school importance, reaching 
out to Government bodies, community mobilisation 

18

School infrastructure 
improvements

Construction/repairing of infrastructure, general 
improvements to school infrastructure

12

Resource mobilisation Sourcing and providing school learning materials, 
infrastructure development resources

11

Conflict resolution Finding solutions to conflicts for school both 
internally and externally

9

School activities Sports activities, homework clubs, school 
improvement activities, general support

6

Cleaning of compound Garbage collection, cleaning services 5

Teacher recruitment Identifying candidates, selecting candidates 4

Decision making General problem solving and improvement planning 3

Total responses 143

Communities are reported to be participating in activities to encourage parents to 
enrol their children in primary school. Respondents in 74%  of FGDs (n=74) reported 
that their communities had participated in such activities in the last 3 months, which 
is the start of annual enrolment period.  Helping to increase enrolment is partly the 
role of the community and so this particular responsibility is very important for CECs 
and community leaders to take up. 

Household members are attending community events organised to promote child 
enrolment, however this varies across zones and regions. Around half of respondents 
to the household survey said that a member of their family had participated in a 
school event in the past 12 months that promoted enrolment.  No respondents in 
South Central said that they had attended such an event. In Puntland, 56% said 
that someone in their household had attended such an event, with 81% in Mudug 
region but only 25% in Nugal region. In Somaliland, 50% said that someone in their 
household had attended such an event, with 80% in Sahil region and only 27% in 
Awdal region. These figures are relevant to indicator 3.1.1 of the EAC programme.



5150BASELINE REPORT EDUCATE A CHILD PROGRAMME, SOMALIA

TABLE 35: HOUSEHOLD MEMBER’S PARTICIPATION IN COMMUNITY EVENTS ORGANISED 
TO PROMOTE CHILD ENROLMENT, DISAGGREGATED BY ZONE AND REGION.

YES NO DON’T KNOW TOTAL 
RESPONSES

SOUTH CENTRAL 0 100% 0 10

Bay 0 100% 0 10

SOMALILAND 50% 48% 2% 50

Awdal 27% 73% 0 11

Maroodi_jeeh 44% 50% 6% 18

Sahil 80% 20% 0 10

Sool 55% 45% 0 11

PUNTLAND 56% 38% 6% 44

Karkar 58% 42% 0 12

Mudug P 81% 19% 0 16

Nugal 25% 56% 19% 16

Total 49% 47% 4% 104

School improvement management plans are reported to be in place. Of the 80 
FGDs with community leaders, 53 said their school had clear school improvement 
management plans. The vast majority of these said that the community was consulted 
during the development through either CECs or meetings between teachers and 
community leaders.  In cases where formal plans do not exists, informal plans are 
reported to be in place. However it is important to highlight that some teachers and 
CEC have not received the necessary training on how to conduct management plans. 
Only two of ten schools in Puntland had a plan in place – see table 36. This feedback 
is relevant to indicator 3.1 of the EAC programme.

TABLE 36: PERCENTAGE OF SCHOOLS WITH SCHOOL IMPROVEMENT MANAGEMENT 
PLAN IN PLACE, BY ZONE

ZONE PLAN IN PLACE

South Central 80%
Somaliland 20%
Puntland 76%
Total 66%

3.7.3    COMMUNITY EDUCATION COMMITTEES (CECS) 

Schools have CEC’s in place and vast majority are reported to meeting monthly: All 84 
head teachers interviewed said that their school had a CEC in place. The majority of 
these were composed of between five and nine members, the male-female split was 
fairly even consisting of parents, teachers and active community members. Indicator 
3.1.2 indicates that a functioning CEC meets at least every 3 months. The majority 
reported that they meet at least monthly. It is important to note that this data is not 
completely reliable since many of the responses indicated the ‘planned’ regularity 
with which CECs meet and do not explicitly state that they do meet that regularly. 
Common practise, according to community leaders, is to meet when problem arise. 

The majority of headteachers felt that CECs play a key role in enabling the community 
to contribute, and work with, schools to ensure optimal performance and support. 
A most common reason was mobilisation, both of the community in supporting the 

schools functioning and of OOSC thus improving enrolment and retention. Other 
things mentioned on multiple occasions were:

• Conflict resolution

• Problem solving

• Fundraising

• Quality checks of teaching

• Hiring teachers

• Contribute to infrastructure development plans

• School accountability

• A medium between community and schools

• Monitor school attendance and performance

• Resource mobilization

• Decision making

• Community engagement 

Not all CECs however appear to have a decision making role in teacher recruitment as 
almost 50% head teachers said this was the case in their schools (44 out of 82) whilst 
others attributed this role to MOE officials or headteachers.

Most head teachers responded positively regarding CEC contribution to the school 
with 80% rating this as good or average. The majority of community leaders felt 
that the roles and responsibilities of the CEC are clearly defined although a third felt 
that the MOE had not provided much guidance or support on outlining roles and 
responsibilities clearly.  

All head teachers said that the schools provided the CEC with information relating to 
school performance such as exam results, enrolment figures and retention/drop-out 
rates and school activities. 

3.7.4     BARRIERS TO COMMUNITY PARTICIPATION

Being unable to provide financial support to schools is reported as the most common 
barriers to community participation:  Many community members struggle to pay 
school fees and so any additional financial support is not viable. Providing funds 
is a key element of community support with fundraising being a key agenda for 
CECs. Community members do not always have the disposable funds to make this 
contribution.

Time restrictions and lack of importance are commonly reported barriers to 
community participation:  In many communities, particularly pastoralist communities, 
people must dedicate their time to income generating activities and therefore struggle 
to participate in school related activities. Other responses centred around the lack 
of importance that many individuals place on education, particularly uneducated 
individuals or those who do not trust in the system. These barriers will be most 
prevalent in poorer regions. 

Additional commonly reported barriers included a lack of engagement and 
mobilization efforts from the school. For those sections of the community unaware 
of the importance of the education system or unaware of the support they could 
be giving it must be the schools responsibility to engage them. Where this does not 
happen, segments of the community will remain separate from the education system.
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A lack of financial incentives for CECs prevents them from participating: A lack of 
financial incentives for CEC members was widely reported by community leaders and 
head teachers since membership is a voluntary role. This indicates that time allocation 
for CEC work may be low on the priority list for members with income generating 
activities taking priority.

Low education and a lack of training of CEC members: CECs do not receive support 
from anywhere and are therefore not monitored, trained or guided. It was reported 
that training on CEC’s roles and responsibilities  was necessary in order to improve 
their functioning. It is important to note that most respondents considered this as 
MOE’s role. 

3.7.5    CEC TRAINING

Community leaders reported that in the last 12 months 55 of 73 CECs had not 
received training. Those who did mentioned a rage of trainings received including 
conflict resolution, feeding, sanitation, school management, capacity building and the 
role of community participation. Most said that they were useful. Those who did not 
feel the trainings were useful indicated that they did not have the resources to put the 
training into practise.

According to community leaders the four key CEC training needs are related to 
development and implementation of a school improvement plan, community 
mobilisation strategies, monitoring of teacher/school performance and leadership 
allocation75/skills. These training themes were mentioned most regularly although 
community engagement and mobilisation was also mentioned and lack of skills to do 
this was considered a barrier. Training needs are highlighted in Figure 28.

75 Allocation referred to who should take on the responsibility of leadership and what are their 
responsibilities/authority in this position

76 These findings were generated from the responses of seven MOE officials interviews (six at 
the central level and one at the regional level).

FIGURE 28: PRIORITY CEC TRAININGS ACCORDING TO COMMUNITY LEADERS

DEVELOPMENT AND
IMPLEMENTATION OF A

SCHOOL IMPROVEMENT PLAN

COMMUNITY
MOBILIZATION

STRATEGIES

MONITORING OF
SCHOOL/TEACHER

PERFORMANCE

LEADERSHIP
ALLOCATION/SKILLS

Note: Other suggested trainings included:
• Resource mobilisation
• Conflict resolution
• Finance management
• Tackling gender barriers to education
• Tackling IDP barriers to education
• Teacher parent associations
• General roles and responsibilities

3.8 MOE TRAINING NEEDS

KEY FINDINGS76

• Evidence suggests MOE’s limited capacity to undertake key activities, linked to 
inadequate staff numbers, technical capacity and a lack of financial resources. These 
findings suggest significant opportunities to improve MOE’s capacity to deliver primary 
education services.

• Key MOE training needs reported were in the areas of management, leadership, 
communication, coordination and policy implementation at central government 
level and technical capacity to conduct quality assurance activities and community 
mobilisation at district/regional level. 

• The survey provided some information on the capacity development needs of the 
MOE; however, the EAC programme will need to conduct a comprehensive needs 
assessment of MOE needs to inform the development of specific capacity-building 
interventions.

3.8.1 CAPACITY GAPS AND TRAINING NEEDS OF MOE

There are several institutional capacity constraints, most significantly limited 
numbers of MOE staff and gaps in skills and knowledge amongst existing staff. 
Interviewees commented that the situation is compounded by a lack of financial 
resources to implement activities under MOE’s mandate. Some respondents felt 
that during MOE recruitment processes, more consideration could be given to 
qualifications and the introduction of job descriptions would give roles more clarity 
and direction. 

Major MOE training needs at central government level are in the areas of 
management, leadership, communication, coordination and policy implementation. 
One respondent substantiated the need for training on coordination by citing the 
need to work with multiple MOE departments responsible for primary education. 
Capacity strengthening on the Ministry’s Educational Management Information 
System (EMIS) was also noted to ensure more timely reporting and to have uptake at 
regional level.

There is potential to strengthen MOE’s quality assurance activities, in particular 
on-site monitoring and supervision of schools and teachers. 57 per cent of teachers 
indicated their school had been visited by MOE staff in the past year (Table 37), 
of which one quarter reported this was on a monthly basis (28 per cent). Some 
teachers commented that on-site monitoring and supervision would benefit from the 
development and use of quality assurance assessment tools, while others noted it 
would be useful to receive more feedback following school visits.

Head teachers identified key training needs of MOE staff in the following areas: 
monitoring and supervision of schools and teacher performance, community 
mobilisation, and coordination expertise. Headteachers indicated the need to 
improve MOE’s technical expertise to assess school needs and advise on appropriate 
action to improve the running of schools. 

TABLE 37: TEACHER RESPONSES TO THE QUESTION OF WHETHER MOE STAFF HAVE 
VISITED THEIR SCHOOL IN PAST TWELVE MONTHS, BY ZONE

YES NO DON’T KNOW

Puntland 95% 0% 5%
Somaliland 83% 17% 0%
South Central Somalia 43% 45% 12%
TOTAL 57% 35% 9%

7.8.2 TRAINING PREFERENCES

The available information indicated that practical on-the-job training would be an 
effective training intervention. One respondent suggested it would be beneficial to 
develop partnerships with other MOEs in the region to share expertise and experience.
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4. CONCLUSIONS AND 
RECOMMENDATIONS
The following is a collection of key findings as highlighted by the report thus far by 
analysis sections.

KEY FINDINGS

WHAT IS THE ENROLMENT AND RETENTION IN SAMPLED SCHOOLS?
Total enrolment across all schools included in the study in the school year 2018/19 at 
the time of data collection was 43,088, 9,318 of which were newly enrolled. Of these 
newly enrolled children 5,501 were newly enrolled into class 1 while the remaining 
3,817 were newly enrolled across classes 2-8.

Average enrolment in Puntland was significantly higher than Somaliland and South 
Central and percentage of girls enrolled for 2018/19 was greatest in South Central. 
However, compared with 2017/18 the percentage of girls enrolled fell in South 
Central while increasing in Somaliland and Puntland. 

From 2017/18 to 2018/19 total enrolment across all schools increased in classes 2-8 
but decreased in class 1. 42 of 79 schools that provided class-by-class data for both 
years had reductions in class 1 enrolment including all schools in Somaliland. Only 
19 schools had increases of 10 or more students enrolled in class 1. This could have 
implications for where EAC programme should target enrolment.

WHAT ARE THE BARRIERS TO SCHOOL ENROLMENT FOR OOSC 
(ENROLMENT, RETENTION AND TRANSITION)? WHAT SPECIFIC 
CHALLENGES DO GIRLS AND VULNERABLE POPULATIONS FACE?

Financial factors are the most significant barrier to primary school enrolment, in 
particular the costs of sending children to school. Costs identified were school fees, 
textbooks, uniforms and transportation.

Child labour was the second most reported barrier to primary school education and 
linked to poor households, pastoralist communities and girls.

Lack of parental support, children being not interested in school and lack of 
community awareness/engagement were also amongst most reported barriers 
but these are not mentioned in the project proposal. The programme should look 
to incorporate considerations of these barriers into interventions that seek to 
enhance enrolment of OOSC, working more closely with parents. This highlights 
that the programme may want to draw additional focus towards addressing people’s 
perceptions of education.

WHAT IS THE AVAILABILITY AND CONDITION OF INFRASTRUCTURE AND 
FACILITIES IN SCHOOLS?
The findings validate the infrastructure priorities of the programme, namely 
construction/rehabilitation of classrooms, latrines, water points, girl friendly spaces 
and provision of potable water. Additionally, the study found schools have significant 
needs in relation to hygiene due to a lack of functional handwashing facilities, which 
are given less priority by the EAC programme.

There appears to be a correlation between enrolment and availability of classrooms/
school spaces. However, additional classrooms or rehabilitation of existing ones is a 
top infrastructure development priority with majority being rated as average or poor. 
The bulk of schools with classrooms in poor condition were in South Central Somalia.

Evidence shows a clear need to expand access to WASH facilities and girl friendly 

spaces. Less than two-thirds of schools surveyed provided access to safe drinking 
water and an even lower had gender-segregated sanitation facilities for boys and girls. 
Girl friendly spaces are not viewed as an infrastructure development priority and an 
overwhelming number of schools did not provide a dedicated place for girls to dispose 
menstrual hygiene items. 

WHAT CAPACITY GAPS AND TRAINING NEEDS DO TEACHERS HAVE? 
WHAT ARE THE RECOMMENDED STRATEGIES TO BUILD CAPACITY?
Majority of teachers have a teaching qualification with teaching diploma being the 
most common highest teaching qualification. Extra support for teachers with no 
formal qualification is a possible option, although based on self-reporting these 
teachers believed their teaching competence was on a par with qualified teachers.

Teachers rated their competencies higher in areas where they had been trained and 
had experience such as child centred teaching, although it’s difficult to say if this is 
being practiced as classroom observations were not conducted. Majority of teachers 
rated themselves as poor in terms of their ability to teach children with disabilities as 
they had not had the opportunity to teach such children.

The findings show that key teacher training needs include classroom management, 
teaching methods to enable effective learning, and lesson plan preparation. In 
addition, there are training needs for particular subjects, most notably: mathematics, 
languages and science. Teachers tended to identify multiple training needs, which 
implies training programmes that cover multiple themes may be more effective. 

On training preferences, teachers overwhelming preferred face-to-face training which 
was of longer duration suggesting preference for more interactive approaches that 
provide opportunity to practice. 

WHAT LEARNING AND TEACHING MATERIALS ARE AVAILABLE TO 
CHILDREN AND TEACHERS?
Both text books and teaching materials are in short supply in schools. English, 
mathematics and sceince textbooks are particualrly scarce, whilst Islamic studies and 
Arabic textboosk are more widely available. Where children indicated an insufficient 
number of textbooks they tended to suggest that the teacher would be in possession 
of some. School teachers in Puntland have the least number of text books, whilst 
the pattern is more varied in Somaliland and South Central Somalia. There is some 
evidence to suggest that scarcity of teaching materials negatively affects learning 
outcomes. 

Teaching materials which are particularly in short supply includes menstruation related 
and where available teaching materials are generally deemed to be of poor quality. 
Teaching resources were particularly short in South and Central Somalia as compared 
to Somaliland or Puntland. The most common materials required by teachers are 
textbooks and blackboards or whiteboards.

Variety of curricula is used including that from other counties and there is a 
perception that Somali curriculum is not adequate for primary education

WHAT PERCEPTIONS DO TEACHERS AND COMMUNITY LEADERS HAVE 
TOWARDS ACCELERATED LEARNING?

Evidence indicates that the majority of teachers and community leaders are aware 
of accelerated learning, and there is clear support for it including within MOE. The 
support amongst teachers is particularly strong as they recognise the high need for it 
due to large numbers of over aged children in their schools and communities. 

Most schools offer some kind of accelerated learning, but a common approach is not 
being adopted across schools and understanding over the concept varies.  Majority of 
school children felt comfortable learning with pupils of different ages; however, some 
older children reported feel uncomfortable which may lead to them dropping out of 



5756BASELINE REPORT EDUCATE A CHILD PROGRAMME, SOMALIA

school. 

While most teachers expressed support for accelerated learning, key bottlenecks 
noted were a lack of teachers trained on it, a shortage of learning and teaching 
materials, and inadequate space to accommodate accelerated learners. Teacher 
incentives and top-up salaries for teachers were recommended to encourage uptake 
of accelerated learning. 

WHAT IS THE LEVEL OF COMMUNITY PARTICIPATION IN PROMOTING 
ENROLMENT AND MANAGING SCHOOLS? 
Findings from FGDs with community leaders found that school improvement 
management plans had been formally developed in 67% (53 of 80) of schools. 
Indicator 3.1 of the EAC programme indicates that 30% of schools will be 
implementing such a plan. This finding indicates that a majority of schools have a plan 
in place and that these plans are ready, with for support from the programme, to be 
implemented.

Community leaders reported that in the last 12 months 75% (55 of 73) of CECs 
had not received training. Key training gaps mentioned by community leaders 
were development and implementation of a school improvement plan, community 
mobilisation strategies, monitoring of teacher/school performance and leadership 
allocation/skills.

Financial support is the biggest need for CECs and the biggest barrier to community 
participation are financial restrictions. CECs generate their funds from the community. 
72% (54 of 75) FGDs with community leaders indicated that the biggest barrier to 
community participation are finance related. The current situation is that CECs biggest 
needs are funds and, according to community leaders, the community are unable to 
provide them. 

Around half (49%) of respondents to the household survey said that a member of their 
household had participated or attended a community event organised to promote 
child enrolment in schools in the past 12 months.  This finding provides some relevant 
context for indicator 3.1.1 of the EAC programme which aims to have 49 schools and 
madrasahs conducting community mobilisation campaigns. 

WHAT CAPACITY GAPS AND TRAINING NEEDS DO MOE STAFF HAVE? 
There are institutional capacity constraints within MOE. Evidence suggests that this 
limits its ability to undertake key activities. This includes being able to undertake 
adequate monitoring and supervision of schools and teacher performance, community 
mobilisation, and coordination.  The reasons for this are linked to inadequate staff 
numbers, technical capacity and a lack of financial resources. 

Key MOE training needs are in the areas of management, leadership, communication, 
coordination and policy implementation at central government level. In addition 
to this there is a need to develop technical capacity to conduct quality assurance 
activities and community mobilisation at district/regional level as well as capacity 
strengthening on EMIS to ensure more timely reporting and uptake of findings at 
regional level. Data suggested that practical on-the-job training would be an effective 
training intervention. 

RECOMMENDATIONS

1. ENROLMENT AND RETENTION

1.1 A 100% door to survey should be conducted, in collaboration with the 
education department, to identify out of school children. Without this data 
there is no systematic way to ensure that all children of school going age 
are identified and enrolled. We realise that enrolment of all OOSC is beyond 
the programmes remit, however even if it is undertaken on a sample basis it 
could act as good annual practice for the education department/MoE. [EAC 
consortium]

1.2 Child level verification should be adopted for obtaining retention data.

 The programme should look to collect child-level verified data, rather than 
relying on school records, for accurate calculation of retention as a result of the 
interventions, to be compared against the proposed target of an 80% retention 
rate. This will require additional resources/time and data collection should be 
planned/monitored meticulously. [EAC consortium]

1.3 The programme should address high average enrolments in schools in 
Puntland, where average number of classrooms do not deviate from other 
zones. The building of schools, along with the construction of classrooms, 
in regions with high average enrolment (not only in Puntland) could tackle 
overcrowding of schools in the most efficient way. [EAC consortium]

1.4 Community mobilization strategies should focus on enrolment of girls, but 
not neglect boys. Girl to boy ratio is relatively low (compared with other low-
income countries) and is unchanged from previous school year. The community 
had mostly positive attitudes to educating girls and so community mobilization 
campaigns can help to raise awareness about educating both boys and girls. 
[EAC consortium; Somalia education stakeholders]

2. BARRIERS TO ENROLMENT

2.1 Interventions should be employed that tackle financial barriers facing children 
and families. Children in non-Government funded schools, vulnerable groups 
and large families should be targeted. The study indicates that providing 
scholarships and support with school fees could be the most effective barrier-
tackling interventions. Families with more than two children of school going 
age, in particular families with more than five children of school going age, 
should be a targeted with financial support. Vulnerable groups should also be 
targeted with financial support including IDPs, children living in pastoralist 
communities and children in low-income families. [EAC consortium; Somalia 
education stakeholders]

2.2 A lack of parental support/community involvement should be viewed as a 
significant barrier by the programme and interventions should seek to enhance 
parental/community engagement with education. Interventions should consist 
of community mobilisation campaigns, providing parents with literacy support, 
encouraging more parent-teacher meetings and implementing out of school/
homework clubs run by educated members of community. These should all seek 
to engage the community and to support children lacking support from parents. 
[EAC consortium; Somalia education stakeholders]

2.3 The programme should put more emphasis on tackling child labour and put 
forward clear interventions to address this. Mobilisation campaigns/gatherings 
addressing parents and employers and outlining the long-term benefits of 
educating children would help to discourage child labour. In addition, further 
research is suggested to identify which groups are most affected by child labour 
(e.g. girls, children from poor families) and implications on their lives. [EAC 
consortium]
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3. SCHOOL INFRASTRUCTURE

3.1 Target South Central Somalia, in particular Hiraan, Gedo and Banadir regions, 
for classroom rehabilitation. These locations recorded the highest proportion 
of schools with classrooms in poor condition [EAC consortium; Somalia education 
stakeholders]

3.2 Ensure a stronger focus on improving school hygiene infrastructure. This 
intervention is given less priority by the programme yet a significant lack 
of school handwashing facilities was apparent across all study zones [EAC 
consortium; current and potential programme donors; Somalia education 
stakeholders]

3.3 Implement a multi-dimensional response to address the multiple WASH 
needs that schools are likely to have.  This will support a cohort and integrated 
response since the study found that schools that do not provide safe drinking 
water to children are also likely to not have gender-segregated sanitation 
facilities [EAC consortium; Somalia education stakeholders]

4. TEACHER TRAINING

4.1 Include classroom observation as part of a comprehensive teacher training 
needs assessment. This will complement and add to the evidence on training 
needs self-reported by teachers collected through the study [EAC consortium]

4.2 Build interactive approaches into teacher training interventions that provide 
teachers opportunities to practice. This would align with the preferences stated 
by teachers for face-to-face training of longer duration [EAC consortium; Somalia 
education stakeholders]

4.3 Consider targeting teachers with no formal teaching qualification for teacher 
training. These teachers were found in schools and they may require additional 
training and support [EAC consortium]

4.4 Consider including classroom management, teaching methods for effective 
learning, and lesson plan preparation when developing teacher training 
interventions [EAC consortium]

5. TEACHING AND LEARNING MATERIALS

5.1 EAC interventions should focus on improving the provision of text books and 
teaching materials in Somali schools. There is an extreme scarcity of these 
resources. Only 1 per cent of teachers surveyed said that they had enough text 
books and teaching materials. Given that English, mathematics and science 
text books are in particularly short supply, EAC programmes should target the 
distribution of resources in these subjects. Distribution of free textbooks could 
be a jointly undertaken with other donors and MoE. [EAC consortium]

5.2 Consider prioritising the improvement of text book availability in Puntland 
schools. Puntland consistently ranked as having the least number of books. In 
the districts of Mudug and Nugal there were a particularly high proportion of 
teachers who said there were no text books in their schools. [EAC stakeholders]

5.3 Advocate for a consistent currciulum to be used across the whole of Somalia. 
While the vast majority of schools in Puntland and Somaliland have adopted the

 MOE curriculum, take up of this country-wide initiative in South Central 
Somalia remains inadequate.  This could help with implementing standardised 
examinations across all zones and regions. [MoE; EAC consortium]

6. ACCELERATED LEARNING

6.1 Ensure accelerated learning interventions in targeted schools consider the 
accelerated learning services schools may be providing already. There appears  

 to be no common approach to the adoption of this form of learning in schools 
that offer it [EAC consortium]

6.2 Center accelerated learning interventions on the following key activities: 
increase the number of trained teachers, ensure sufficient space in schools to 
accommodate accelerated learners, and improve the availability of learning and 
teaching materials [EAC consortium; Somalia education stakeholders]

6.3 Sensitise teachers and community leaders on what accelerated learning is. 
This would serve to improve awareness of accelerated learning and address 
misconceptions amongst some teachers and community leaders that this form 
of learning is associated with children that have reduced potential to learn [EAC 
consortium; Somalia education stakeholders]

7. COMMUNITY PARTICIPATION

7.1 CECs require training in specific areas and the programme should consider 
incentives for CEC contribution such as community awarded certificates/
prizes recognising the efforts of members. Required areas of training include 
financial management (including fundraising), how to monitor school/teacher 
performance, community mobilisation and implementation of SIMPs. [EAC 
consortium; Somalia education stakeholders]

7.2 School improvement management plans are in place in majority of schools and 
the programme should focus on supporting schools with implementation of 
these plans. 

 During the first year, the programme is focusing on the development of plans, it 
would be effective to also identify schools with a plan already in place to launch 
support for implementation during the same period. Tailored trainings with 
CECs/headteachers on how to implement SIMPs will be an efficient strategy. 
[EAC consortium]

7.3 Community mobilisation campaigns should incorporate resource mobilisation 
strategies, in particular of financial resources. According to the study, financial 
support is a primary community contribution to schools and one that CECs 
most value. There is also insufficient instances of such support. The programme 
should support the establishment of efficient fundraising and resource 
mobilisation mechanisms to allow this support to flourish. [EAC consortium]

8. MOE TRAINING NEEDS

8.1 At central government level, develop MOE capacity in the areas of 
management, leadership, communication, coordination and policy 
implementation [EAC consortium]

8.2 At district/regional level, strengthen MOE technical capacity to conduct 
quality assurance activities at school level and community mobilisation [EAC 
consortium]

8.3 Conduct an in-depth assessment of MOE training needs to build on the 
evidence provided by the baseline and inform the development of specific 
capacity-building interventions [EAC consortium]
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ANNEX 1: DEFINITIONS FOR 
KEY EAC PROGRAMME AND 
OTHER INDICATORS
Accelerated learning: Consists of a range of teaching techniques to help increase a 
learner’s ability to absorb, understand and retain information and allow learners to 
progress through learning at a rapid speed, for children who may have enrolled late 
and are not in a class corresponding to their age.
Child-centered teaching: Encompasses methods of teaching that shift the focus of 
instruction from the teacher to the child. It is intended to address the distinct learning 
needs, aspirations and backgrounds of individual students / groups of students.

Cohort: A group of pupils who enter or are enrolled in a primary education program in 
the same education cycle.  

Commitments on out of school children: The Life of Project OOSC enrolment target 
as stated in the Grant Agreement.
Conflict-sensitive teaching: Refers to teaching that considers the conflict context and 
aims to minimise the negative impact (contribution to conflict) and maximise positive 
impact (contribution to peace).

Enrolment: Refers to individuals officially registered in a given educational program, or 
stage or module thereof, regardless of age, but not necessarily attending.

Integrated Quranic school: Refers to a school that offers both Quranic and basic 
education (literacy and numeracy)

Multi-grade teaching: Refers to a situation where a teacher has responsibility for 
teaching students across more than one class within a timetabled period.

Net enrolment ratio: The number of children of official primary school age that are 
enrolled in primary education to the total population of children of official primary 
school age, expressed as a percentage77.

Out of school children: Children of the official primary school age-range or older who 
are not participating in primary or secondary level education program.

Positive discipline: Focuses on positive aspects of behaviour and teaching children 
how to behave and supporting them to understand the consequences of their 
behaviour.

Primary school: Refers to a school that offers formal education between grades 1-8 
only, excluding secondary education

Primary and secondary school: Refers to a school that provides formal education 
between grades 1-8 and secondary education from form 1

Retention: A cohort of OOSC enrolled in a given education programme in a given 
education cycle who return to an education programme, regardless of repetition in 
the following education cycle.

Survival rate: Percentage of a cohort of students enrolled in the first grade of a given 
level or cycle of education in a given school year who are expected to reach a given 
grade, regardless of repetition78.

77  UN.
78  UNESCO.

ANNEX 2: RESULTS 
FRAMEWORK OF EAC 
PROGRAMME

GOAL:  INCREASED ACCESS TO QUALITY AND EQUITABLE PRIMARY EDUCATION 
FOR 81,489 SOMALI OUT-OF-SCHOOL-CHILDREN
Outcome 1: Somali Out of 
School Children are enrolled 
in supported schools 

Outcome 2: Improved 
quality and equity of 
education in supported 
schools  and Madrasahs

Outcome 3: Improved 
management and 
supervision  of schools and 
Madrasahs by education 
stakeholders

OUTPUTS OUTPUTS OUTPUTS

Output 1.1: Classrooms 
constructed or rehabilitated 
in schools and Madrasahs

Output 1.2: WASH 
infrastructure constructed/
rehabilitated and supplies 
provided to schools, 
Madrasahs and surrounding 
communities  

Output 1.3: Schools and 
Madrasahs receive furniture

Output 1.4: School and 
community gender forums 
established

Output 1.5: Enrollment 
drives for OOSC are 
conducted

Output 2.1:  Teachers and 
Head teachers trained on 
identified skills sets

Output 2.2: Teaching and 
learning materials provided 
to schools and madrasahs

Output 2.3: Children 
reached with WASH, 
hygiene kit, deworming and 
vaccination services

Output 3.1: Increased 
community participation in 
school programs

Output 3.2: Community 
ownership and management 
of school programs 
strengthened

Output 3.3:  Project staff, 
teachers, and MoE trained 
on gender and gender 
mainstreaming

Output 3.4: MoE staff 
have improved capacity to 
carry out coordination and 
supervision at the regional 
and district level

ACTIVITIES: ACTIVITIES: ACTIVITIES:

1.1.0 Coordinate needs 
assessment and develop 
infrastructure plan for public 
schools (including selected 
Madrasahs)

2.1.1 Identify needs and 
gaps within current teacher 
practices at public schools 
and Madrasahs

3.1.1 Conduct Community 
Mobilization  Campaigns

3.1.2 Carry out Quarterly 
Community Education and 
Engagement Sessions

1.1.1 Mobilize communities 
to donate  land and local 
construction materials

2.1.2 Train new and existing 
teachers on identified skill 
sets

3.1.3 Carry out Outreach 
Campaigns at health centers 

1.1.2 Construction and/or 
rehabilitation of schools, 
classrooms and other 
essential facilities3

2.2.1 Develop and distribute 
Teaching and Learning 
Materials (TLM) in schools 
and madrassahs

3.2.1 Build capacity of 
school management 
committees/Community 
Education Committees

https://en.wikipedia.org/wiki/Teaching
https://en.wikipedia.org/wiki/Teacher
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1.1.3 Construction and 
rehabilitation of Madrassahs 
classrooms

2.2.2 Provide teaching 
and learning materials– 
accelerated learning 
programs for overage 
children for reintegration 
into formal education

3.2.2 Support development 
of School Improvement 
Management Plans (SIMPs)

1.2.1 Provide Health 
and WASH Community 
Infrastructure Support

2.3.1  Carry out School and 
Community Campaigns 
(Global Handwashing Day)

3.2.3 Provide small grants 
to CECs

1.3.1 Provide school 
furniture to Schools and 
Madrassahs 

2.3.2 Provide WASH 
Hygiene Kit support to 
schools and communities 
around

3.3.1  Conduct gender 
and gender mainstreaming 
training for EAC project staff 

1.4.1 Establish Women 
Councils for Girl Child 
Education (WCGCE) at 
regional/ district level to 
advocate for girls enrollment 
in schools

2.3.3 Provide hygiene/ 
sanitary kit to newly 
enrolled adolescent girls

3.3.2 Conduct gender 
mainstreaming and gender 
prioritization training for 
teachers and MOE staff 

1.4.2 Establish and support 
Girls Empowerment Forums 
(GEF) at school level 

2.3.4 Conduct School 
Deworming / Vaccination 
Campaigns

3.4.1 Train MoE staff on 
management and leadership 
practices 

1.5.1 Establishing and 
enroll overaged children 
into accelerated learning 
programs for reintegration 
into formal primary 
education

2.3.5 Conduct School 
Nutrition Campaigns / 
Nutrition Screening 

3.4.2 Support the 
Strengthening of  the EMIS

1.5.2 Enroll OOSC in 
primary schools and 
Madrasahs

2.3.6. Provide School Health 
& Nutrition Support 

3.4.3 Provide technical 
support to MoE at regional 
& district level

Assumptions

-IDPs/returnees will not 
relocate 

-Parents allow children 
attend school 

-Parents and communities/
government provide/donate 
land for infrastructure 
development

-Security situation allows 
access to schools 

-The economy and political 
environment allows for 
business transactions

Assumptions

-Teachers are willing and 
able to apply skills learned

-Security situation allows 
access to all target areas

Assumptions

-Communities continue to 
maintain the attitude to 
participate and own school 
program

-Community is not forced to 
leave or migrate to another 
location due disasters like 
floods, drought and war/ 
fighting

-Government departments 
and ministries at national, 
regional and district level 
continue to work with 
Consortium members

- MoE staff have the 
resources necessary to 
monitor schools – transport, 
staff per diems

-MOE staff are willing to be 
trained and participate in 
the training

ANNEX 3: TERMS OF 
REFERENCE FOR EAC 
BASELINE STUDY
A. PROGRAM BACKGROUND

Mercy Corps, Mercy USA and ARC having identified education as a priority need in 
Somalia; South Central Regions, Puntland and Somaliland, have formed the Wax Bar 
Carruurta Soomaaliyeed (Educate Somali Children) Consortium (ESCC) to support 
integrated and innovative approaches to develop education in Somalia (South and Central 
Regions, Puntland and Somaliland). In line with the mission, vision and goals of Educate 
a Child (EAC), the mandate of the Wax Bar Carruurta Soomaaliyeed Consortium is to 
increase access to high-quality, sustainable education for the children of Somalia (South 
and Central Regions, Puntland and Somaliland).  With vast experience implementing 
education programs in Somalia; South Central Regions, Puntland and Somaliland and 
strong on-the-ground presence in all three zones (over 15 independently operated field 
offices).

Somalia; South Central Regions, Puntland and Somaliland is globally rated as one 
of the countries with the lowest enrolment in primary education. The majority of 
children have continued to be deprived of formal schooling since the education system 
collapsed in early 1990s. An estimated 30 per cent of total school age children have 
access to learning opportunities while more than three million children of school going 
age remain out-of-school, with the most affected in southern and central Somalia. 
In addition, only 17 per cent of children living in rural areas or in IDPs settlements 
are enrolled in primary schools79.  The consortium wishes to contribute to ongoing 
initiatives to increase educational opportunities for Out-Of-School Children (OOSC) 
in Somalia (South and Central Regions, Puntland and Somaliland). Over the course of 
three years, the project will enrol 81,489 Out-Of-School Children (OOSC) who would 
otherwise not go to school and provide them with safe, accessible, and quality learning 
environments and meaningful teaching instruction. OOSC children will be reached 
through the construction and rehabilitation of 262 new and existing classrooms, 
training and recruitment of 504 teachers, and the sensitization and empowerment of 
school communities in 204 schools (inclusive of Madrasah). All school interventions will 
be embedded in their respective communities, with local residents and the Ministry of 
Education (MoE) trained and equipped to support such schools to ensure sustainability 
and integration into the education system. This program will provide an effective and 
demonstrable result to improve the lives of current and future school age children in 
Somalia (South and Central Regions, Puntland and Somaliland).

In all three zones of Somalia; South Central, Puntland and Somaliland the Education 
Sector Strategic Plans (ESSPs) of the respective Ministries of Education (MOEs) have 
a priority to accelerate progress towards achievement of quality universal primary 
education. The consortium will support each of the Ministry of Educations (MOEs) in 
the achievement of their individual plans and targets in increasing access to primary 
education for OOSC.

The program’s overall Goal/Objective is “To provide access and quality primary education 
for 81,489 Out-of-School-Children through improve access to equitable primary education, 

79  Somalia 2018 Humanitarian Needs Overview. www.unocha.org/somalia
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improve teaching and learning, improve community participation and ownership of school 
programs, enhanced capacity of MOE officials to coordinate and supervise education 
services” 

The program’s overall anticipated outcomes are as follows; 

1. Increased access to quality and equitable primary education for - 81,489 Out-
of-School-Children

2. Improved teaching and learning through teacher training, mentoring and 

3. supervision support

4. Improved school community participation and ownership of school programs

5. Enhanced capacity of MOE officials to coordinate and supervise 
education services (includes REOs and DEOs who oversee regional  
coordination

Several key intermediary results that should lead to these outcomes are as listed 
below;

i. Improve access to equitable primary education through school infrastructure 
development

ii. Coordinated needs assessment and development infrastructure plan for public 
schools (including selected Madrasahs)

iii. Needs and gaps identified within current teacher practices at public schools 
and Madrasahs

iv. Review and contextualization of teacher training modules, materials and 
guides

v. Establish and train new and existing Community Education Committees (CECs)

vi. Community sensitization and mobilization

vii. Inception and Consultative Planning Meetings held.

viii. Capacity building of MOE staff on identified needs and gaps

The EAC program will target and be implemented all three zones i.e., South Central 
Somalia, Somaliland, and Puntland.  The Somaliland Region targeted areas are 
Moridijeex, Sahil, Awdal, Sanaag & Sool. The Puntland Region targeted areas are 
Mudug, Nugal, Karkaar. The South-Central Somalia target areas are (8 regions): Lower 
Shabelle, Middle Shabelle, Bay, Lower Juba, Gedo, Hiraan, Galgadud/Galmudug & 
Banadir.

The above details are unpacked and expounded in the program documents that will 
be shared with the shortlisted consultants to enable preparation of detailed inception 
reports at the commencement of the consultancy. 

B. TASK DESCRIPTION

OBJECTIVES OF BASELINE ASSESSMENT

The overall objective of the proposed baseline study is to assess prevailing situations 
in the EAC program focus areas in Somalia, with respect to the stated program 
objectives and anticipated outcomes. The baseline will in this regard seek to verify 
assumptions and pre-conditions made during project design as well as provide 
quantitative and qualitative data on the proposed performance measures alongside 

the results framework. The findings of this study should enable the program team to 
refine and/or validate the overall Theory of Change, and to refine the proposed MEAL 
system as well as refine targets.

AREAS OF INQUIRY

The successful consultant will be expected to help the EAC program team in achieving 
the following specific baseline objectives:

i. To map out the concentration of out of school children in the target areas To 
assess community attitudes towards children’s education 

ii. To assess the CEC, MoE gaps and needs and recommend strategies to build  
capacity of existing community education committees, Ministry of educations 
staff

iii. To assess the drop-out rates and point out the possible (Gender-
disaggregated) reasons for leaving school.  

iv. Assess the number of teacher in the target area including their profile and 
capacity gap including training needs, skill needs, and gender composition. 

v. To establish what are the available training modules materials and learning 
materials and guides for teachers and students in the schools.

vi. To collect the total enrolment and status of the schools in the target region. 

vii. To address cross-cutting issues ranging from disaster, conflicts, gender 
violence, cultural, insecurity and inter-clan clashes and point out how it is 
affecting the school enrolments.

viii. To assess any barriers to accessing to education leading to low enrolments as 
well transitioning periods.

ix. Map out vulnerabilities and explore how best schools can accommodate the 
needs of vulnerable children

x. Map out education related interventions by other NGOs within the past 2-3 
years

a. Efforts previously made to address OOSC 

b. What is going on currently where to prevent duplication 

The successful consultant will therefore undertake the baseline study so as to set 
benchmarks for EAC’s selected indicators as one of the key steps towards establishing 
a robust monitoring, evaluation and learning system for the program. The consultant 
will be responsible for assisting the project management in designing a structured 
approach for the baseline study, templates/tools to be used by the study teams and 
carry out the analysis and report writing. The baseline study should generate primary 
data on key indicators to be maintained and updated in a database during the project 
implementation and afterwards.

METHODOLOGY

This proposed baseline will be led by an independent consultant and is aimed at 
determining the frequency or prevalence (or level) of indicator performance measures 
prior to implementation of the project. The baseline assessment will collect both 
quantitative and qualitative data on the various capacities and needs in targeted 
schools and at MOE. In strict conformity the best industry standards on assessments 
and evaluation to ensure that the data we collect is used to generate knowledge and 
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inform our learning approach and operations so we achieve the best results for boys, 
and girls in our programs. The consultant will also review MoE documents such as the 
education sector support plan,

The consultants will be expected to develop a detailed and systematic methodology 
that can be replicated toward the conclusion of implementation to assess changes in 
performance measures in terms of: access to quality and equitable primary education, 
quality of teaching and learning, community participation and ownership of school 
program, capacity of MOE officials to coordinate and supervise education services at 
regional and district level. Specifically we need to understand the level of participation 
from the community in school activities and how this can be strengthened by the 
project.  The selection of method or methods for the baseline assessment should 
principally take into account the areas of inquiry as well as balance cost, feasibility, and 
the level of rigor needed to measure the status of the project performance indicators 
at the onset of the project. Project documents; log frame and performance monitoring 
plan and other relevant documents will be avail to the consultant for details specific 
indicators to look for.

During the design phase of the baseline survey, the consultant will work closely with 
the EAC program team. The EAC team will review and approve the baseline survey 
methodology including sample size and sampling design, data collection tools and data 
analysis methods. Based on the understanding if the TOR, the consultant will provide a 
detailed methodology

C. EXPECTED OUTPUTS

The successful bidder will be expected to deliver on the following main items;

i. Two page proposal; Indicating their understanding the task and proposed 
methodology to be reviewed and approved by project management as well as 
a timeline for completing the baseline assessment

ii. Detailed Financial proposal; Outlining key costs in line with field work plan 
and LOE

iii. Inception report; Upon review of the Technical and Financial proposals by 
the program team, an inception report with revised and detailed approach/
methodology and workplan should be submitted no later than the end of first 
week of mobilization. 

iv. Data collection tools: Household questionnaire (s), interview guides, checklist 
etc.

v. Clean datasets, code book and syntax

vi. Final report: The evaluation report should represent a thoughtful, well-
researched, and well-organized effort to objectively asses the status of the 
baseline conditions. The report should ideally be in line with the following 
outline; 

a. Executive summary: should present a concise and accurate statement 
of the most critical elements of the report.

b. Introduction and background

c. Evaluation methodology: should be explained in detail and all sources 
of information properly identified.

d. Limitations to the assessment: should be adequately disclosed in the 

report, with particular attention to the limitations

e. Assessment findings: should be presented as analysed facts, evidence, 
and data.

f. Conclusion: should be specific, concise, and supported by strong 
quantitative or qualitative evidence.

g. Recommendations: they should be supported by a specific set of 
findings and should be action-oriented, practical and specific.

h. Dissemination: short presentation to key stakeholders on findings and 
recommendations

SPECIFICATIONS FOR CONSULTANT 

The Consultant is expected to have the following qualifications/specialized 
knowledge/experience required to complete the task;

i. University degree in education, social science, research and statistics or a 
related field. Advanced university degree would be an asset;

ii. Minimum three years of professional work experience at national or 
international level in areas of general education reforms, primary education, 
human and child rights. Experience working in the UN or other international 
development organization is an asset;

iii. Proven experience in research and evaluation;

iv. Ability to travel to and within Somalia to carry out primary data collection.

v. Experience in the use of participatory appraisal techniques in data collection

vi. Ability to work under pressure and meet tight deadlines;

vii. Strong interpersonal and communications skills – ability to convey 
information, create partnerships and work as a member of a team;

viii. Fluent in written and spoken English;

ix. Experience working in Somalia is a requirement.
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ANNEX 4: LIST OF SAMPLED 
SCHOOLS IN THE BASELINE 
ASSESSMENT
PUNTLAND

NO. SCHOOL NAME REGION

1 Darwiish primary school Nugal
2 Horseed primary school Nugal
3 Nawawi primary and secondary Nugal
4 Madarasatu Darul Quran Nugal
5 Abdiladif Bilaal primary school Karkar
6 Nawawi horgoble primary Karkar
7 Hormuud primary school Karkar
8 Salaama primary school Mudug 
9 Mudug Primary school Mudug 
10 Barkhadle Primary school Mudug 

SOMALILAND

NO. SCHOOL NAME REGION

1 Qudhac Dher Maroodi Jeeh
2 Biyo Dhacay Maroodi Jeeh
3 Ahmed Dhagah Maroodi Jeeh
4 Sheikh Yusuf Kowneen Maroodi Jeeh
5 Waraabe Salaan Maroodi Jeeh
6 Sh Muhumed Warsame Maroodi Jeeh
7 Kalabaydh primary school Maroodi Jeeh
8 Lafaruug Sahil
9 Sh Adan Kulmiye Sahil
10 Hudisa Sahil
11 Gumeys Sool
12 Ceel dhaab primary school Sool
13 Omar Bin Khadab Sool
14 Hussein Migane Awdal
15 Tulli Awdal
16 Galbeedi Awdal

SOUTH CENTRAL SOMALIA

NO. SCHOOL NAME REGION

1 Ainu Shamsi Primary and Secondary School Banadir
2 Shabelle Primary School Banadir
3 Hantiwadaq Primary and Secondary School Banadir
4 Maalim Jamac Primary and Secondary School Banadir
5 Agoonta Boondhere( girls boarding) Banadir
6 Moalim Jama Primary and Secondary School Banadir
7 Dhame yasin artan Banadir
8 Barbe Primary School Banadir
9 AL-Nasri Primary School Banadir
10 Majamul Qura Primary Banadir
11 Sh.Canole Primary Banadir
12 Sh.Daud Primary Banadir
13 Al - Amal Primary & Secondary School Banadir
14 Gashanle Hassan Primary Banadir
15 Madarasatul Hudda Banadir
16 Dr Abdulahi Derow Girls School Bay
17 Dr. Ayub Primary and Secondary School Bay
18 Hawlwadag Primary & Secondary Secondary Bay
19 Elwak primary school Gedo
20 Imamu shafici Gedo
21 Busar Primary and Secondary School Gedo
22 Likooley Primary & Secondary School Gedo
23 Samaroole Primary & Seconday School Gedo
24 Bundoweyn pri Hiraan
25 Xawatako primary Hiraan
26 Holwadag Primary Hiraan
27 Jalalaqsi Primary school Hiraan
28 Mahas Primary School Hiraan
29 Nasrudiin Primary Hiraan
30 Oktobar Primary Hiraan
31 Bulo Burte primary Hiraan
32 Rawdatul Iman primary Hiraan
33 Horyal Primary & Secondary School Lower Juba
34 Jubba Primary and Secondary School Lower Juba
35 Ganane Primary and Secondary School Lower Juba
36 Ahmed Bin Hambal Primary & Secondary School Lower Juba
37 Dhobale Primary School Lower Juba
38 Wamo Primary School Lower Juba
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39 Rugta Primary & Secondary School Lower Juba
40 Khalid Bin Walid Pri & Sec School Lower Juba
41 Hawa Abdi Primary and Secondary School Lower Shabelle
42 Iftin Primary and secondary School Lower Shabelle
43 Al-hikma Primay School Mudug
44 Al-Beder Primary School Mudug
45 Waberi Primary School Mudug
46 Abdullahi Cisse Primary School Mudug
47 Wadajir Primary School Mudug
48 Horn of Africa Primary School Mudug
49 Mudug primary Mudug
50 Alshacab primary Mudug
51 Elgula Mudug
52 Wisil primary Mudug
53 Gawan primary Mudug
54 Eldhibir Mudug
55 Kalabyr Primary School Mudug
56 Howlwadag Primary School Mudug
57 Sheikh Ali Pri & Sec Mudug
58 Badabado Pri & Sec Mudug

ANNEX 5: DATA COLLECTION 
INSTRUMENTS
KEY INFORMANT INTERVIEW_HEADTEACHER

1. INTRODUCTION

1. Thank them for agreeing to take part in this interview and making time available. 
Note prayer times and mention if this is due to coincide with the meeting.

2. Mercy Corps and Mercy-USA for Aid and Development are implementing a 
primary education programme called Educate A Child. The programme aims to 
provide access to quality primary education for out-of-school children across 
Somalia. 

3. To understand the current primary education situation more, in particular the 
situation faced by schools, we are conducting interviews with headteachers.

4. The questions asked focus on your experience of working in this school as 
headteacher. We expect the discussion will take about an hour.

5. The interview is led by an independent evaluator from Action Against Hunger 
UK80, a non-governmental organisation from the United Kingdom.

6. Information collected through the interview is confidential. It will be consolidated 
into a report and there will be no way to identify that you provided this 
information. In instances where personal reflections / quotes are used, names will 
be anonymised.

7. At this point, do you have any questions?

2. BACKGROUND INFORMATION

Responses Enumerator guidance
Interview details
KIH1.1 Name of enumerator
KIH1.2 Name of note taker
KIH1.3 Date of interview 

(dd,mm,yy)
Schedule interviews 
inside school hours – 
during headteacher 
breaks if possible

KIH1.4 Method 1= Face-to-face

2= Skype

3= Phone

4= Email
KIH1.5 Start time
School identification

80  Adjust accordingly.
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KIH1.6 Name of school
KIH1.7 Region
KIH1.8 District
KIH1.9 Village
Interviewee details
KIH1.10 Name of interviewee
KIH1.11 Gender
KIH1.12 Position 1= Headteacher

2= Deputy headteach-
er

3= Other (speci-
fy)……………………..

If the headteacher is 
unavailable, interview 
the duty headteacher 
instead

KIH1.13 Length of time in po-
sition

Specify number of 
months if less than 
one year

3. BARRIERS TO SCHOOL ENROLMENT

Questions to ask Enumerator guidance
KIH2.1 What are the main barriers to primary school 

enrolment for out-of-school children?
KIH2.2 Are there specific groups of children who are 

more likely to not enrol in primary school? 
KIH2.3 Does the school monitor out-of-school children 

in the community and support them to enrol 
and stay in school? If yes, how does the school 
monitor these children?

KIH2.4 Are there vulnerable or marginalised children 
enrolled in this school? Please explain.

Probe: displaced 
children, orphans, mi-
nority ethnic groups, 
children from nomadic 
/ pastoralist commu-
nities, pregnant girls 
or young mothers, for-
mer child soldiers, HIV 
positive children

KIH2.5 How do you keep track of enrolment and at-
tendance? Do you enrol children during the 
course of the academic year? Or is it one time 
enrolment at the start of the academic year (if 
so, how long does this last)

KIH2.6 Do girls or boys face any challenges to enrolling 
and staying in school based on their gender (i.e. 
because they are a girl or a boy)?  

KIH2.7 Is drop out an issue at this school? What 
are the reasons for children dropping out of 
school?

Probe: the % of chil-
dren that drop out 
each year

KIH2.8 What does the school do to stop children from 
dropping out and once they have dropped out 
what do you do to try to get them back into 
school?  

4. INFRASTRUCTURE

Questions to ask Enumerator guidance
KIH3.1 What are the top three immediate infrastruc-

ture development priorities of this school?
Excludes learning and 
teaching materials 
(covered later)

KIH3.2 How does the school fund the development 
and maintenance of its infrastructure and facil-
ities?

KIH3.3 How does the school maintain the cleanliness 
of the latrine facilities? Who has the responsi-
bility for this?

KIH3.4 How does the school maintain the classrooms? 
Who has the responsibility for this?

5. LEARNING AND TEACHING MATERIALS

Questions to ask Enumerator guidance
KIH4.1 Does the school keep an inventory of text-

books and teaching materials? Where are these 
kept? Please explain.

An inventory of text-
books refers to re-
cords of received and 
distributed textbooks/
teaching materials

KIH4.2 How would you rate the quantity of textbooks 
available at this school? If there are not enough 
textbooks, in which subjects is there a short-
age?

Enough textbooks 
refers to a situation 
where every child has 
a subject textbook and 
there are some spare 
ones in the school as 
well

KIH4.3 How would you rate the quantity of teaching 
materials available at this school? Please ex-
plain.

KIH4.4 What curriculum does this school use? Why are 
you using that curriculum?

6. TEACHER QUALIFICATIONS / TEACHING PRACTICE

Questions to ask Enumerator guidance
KIH5.1 How many teachers do you have at this school? 

What is the number of children they teach in a 
class?

KIH5.2 In your opinion, could the teaching at this 
school be improved? For example, in terms of 
the subjects taught, how children are taught, or 
the way teachers teach children with learning 
difficulties? What key training needs do teach-
ers at this school have?
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KIH5.3 How would you rate the capacity of teachers 
in this school to deliver child-centered, multi-
grade and conflict-sensitive teaching?

Child-centered teaching 
encompasses methods 
of teaching that shift the 
focus of instruction from 
the teacher to the child. It 
is intended to address the 
distinct learning needs, as-
pirations and backgrounds 
of individual students / 
groups of students 

Multi-grade teaching re-
fers to a situation where 
a teacher has responsibil-
ity for teaching students 
across more than one 
curriculum class within a 
timetabled period 

Conflict-sensitive teaching 
refers to teaching that 
considers the conflict con-
text and aims to minimise 
the negative impact (con-
tribution to conflict) and 
maximise positive impact 
(contribution to peace)

KIH5.4 What does this school do with overaged chil-
dren and children who have been out of the 
education system for a long time? Does the 
school do anything to accelerate their learning?

KIH5.5 Has accelerated learning been integrated into 
teaching at this school? If not, what needs to 
happen for accelerated learning to be imple-
mented in this school?

Accelerated learning con-
sists of a range of teach-
ing techniques to help 
increase a learner’s ability 
to absorb, understand and 
retain information and 
allow learners to progress 
through learning at a rapid 
speed, for children who 
may have enrolled late and 
are not in a class corre-
sponding to their age

KIH5.6 In your opinion, what are the opportunities 
and challenges with implementing accelerated 
learning in schools?

7. COMMUNITY EDUCATION COMMITTEE

Questions to ask Enumerator guidance
KIH6.1 In your opinion, do CECs contribute to quality 

primary education, school enrolment and re-
tention?

Examples could in-
clude resource mo-
bilisation, school ac-
countability, promote 
child enrolment, con-
flict resolution

KIH6.2 Does this school have a CEC? If so, what is its 
composition?

KIH6.3 In what ways is the CEC involved in the running 
and decision-making of this school?

Note that there may 
not be a functioning 
CEC in the community

KIH6.4 Does the CEC have a decision-making role in 
the recruitment of teachers at this school?

KIH6.5 Does the school provide any information to the 
CEC? For example, on its performance. Please 
explain.

KIH6.6 How would you rate the support provided to 
this school by the CEC?

KIH6.7 Can you identify any gaps in capacity with the 
CEC that limits its ability to support children to 
access quality education? 

8. MINISTRY OF EDUCATION

Questions to ask Enumerator guidance
KIH7.1 Does this school receive any support from the 

Ministry of Education / district or regional edu-
cation officers? Please explain.

KIH7.2 Have district/regional education officers visited 
the school in the past 12 months? If yes, what 
is it that they do during their school visits? 

KIH7.3 What information is this school required to 
provide regularly to district/regional education 
officers?

Examples include 
enrolment data, exam-
inations performance 

KIH7.4 In what areas could the capacity of district/
regional education officers be improved so that 
they are able to support teachers and schools?

KIH7.5 In what areas would you like to see additional 
support from the Ministry of Education / dis-
trict/regional education officers to enable this 
school to provide quality education to children?

KII_MINISTRY OF EDUCATION 

1. INTRODUCTION

1. Thank them for agreeing to take part in this interview and making time available. 
Note prayer times and mention if this is due to coincide with the meeting.

2. Mercy Corps and Mercy-USA for Aid and Development are implementing a 
primary education programme called Educate A Child. The programme aims to 
provide access to quality primary education for out-of-school children across 
Somalia. 

3. To understand the current primary education situation more, in particular the role 
and contribution of the Ministry of Education, we are conducting interviews with 
key Ministry staff at the central and regional levels and, where the structures exist, 
at district level, too.

4. The questions asked focus on your experience of working in the Ministry of 
Education and they refer to primary education. We expect the discussion will take 
about an hour.

https://en.wikipedia.org/wiki/Teaching
https://en.wikipedia.org/wiki/Teacher


7776BASELINE REPORT EDUCATE A CHILD PROGRAMME, SOMALIA

5. The interview is led by an independent evaluator from Action Against Hunger 
UK81, a non-governmental organisation from the United Kingdom.

6. Information collected through the interview is confidential. It will be consolidated 
into a report and there will be no way to identify that you provided this 
information. In instances where personal reflections / quotes are used, names will 
be anonymised.

7. At this point, do you have any questions?

2. BACKGROUND INFORMATION

Responses Enumerator guidance
Interview details
KIE2.1 Name of enumerator
KIE2.2 Name of note taker
KIE2.3 Date of interview 

(dd,mm,yy)

KIE2.4 Method 1= Face-to-face

2= Skype

3= Phone

4= Email
KIE2.5 Start time
Interviewee details
KIE2.6 Name

KIE2.7 Gender
KIE2.8 Job title
KIE2.9 Length of time in po-

sition
1= <1 year

2= 1-3 years

3= 3-7 years

4= >7 years
KIE2.10 Level of government 1= Central

2= Regional

3= District
KIE2.11 Ministry department E.g. EMIS, Teacher Ed-

ucation unit

Questions to ask Enumerator guidance
KIE2.12 Can you please explain what your role is?
KIE2.13 Are you aware that the EAC programme was 

launched in July 2018?

81  Adjust accordingly.

KIE2.14 Based on the interventions of the EAC pro-
gramme, how do you think it contributes to the 
Ministry’s Education Sector Strategic Plan?

3. CAPACITY GAPS AND TRAINING NEEDS OF MOE

Questions to ask Enumerator guidance
KIE3.1 How would you rate the institutional capacity 

of the Ministry in terms of the policies, pro-
cedures and systems in place to support staff 
at central and regional levels to execute their 
duties? 

High priority question

KIE3.2 In your opinion, what interventions would 
improve institutional capabilities within the 
Ministry to support the delivery of quality edu-
cation and increase enrolment and retention in 
primary schools? Please explain.

KIE3.3 How would you rate the quantity and technical 
capacity of Ministry staff at central, regional 
and district levels?

KIE3.4

In what areas could the technical skills and 
knowledge of central, regional and district level 
staff be improved so that they can support the 
delivery of quality education and improved en-
rolment and retention?

KIE3.5 Turning to your role, what training and support 
do you need in order to be more effective in 
your job?

KIE3.6 Have you received any training in the past 12 
months? How useful was it? What areas of your 
work did it help you to improve?

KIE3.7 Do you have any preference on the format 
for training and support? What key elements 
should it comprise?

 

Probe: Face-to-face 
workshops, mentoring, 
distance learning etc. 

Key elements: good 
training materials, par-
ticipative, follow-up 
activities after training 
etc.

4. BARRIERS TO PRIMARY SCHOOL ENROLMENT

Questions to ask Enumerator guidance
KIE4.1 What are the major barriers to primary educa-

tion enrolment for out-of-school children?
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KIE4.2 Are there specific groups of children who are 
more likely to not enrol in primary education?

Probe: Displaced chil-
dren, orphans, preg-
nant girls or young 
mothers, minority 
ethnic groups, former 
child soldiers, HIV 
positive children

KIE4.3 What does the Ministry do to support children 
to enrol and stay in school?

KIE4.4 Does the Ministry follow up and take action 
when children drop out of school?

KIE4.5 What strategies could be implemented to in-
crease the number of children enrolled in pri-
mary education and to prevent dropout?

5. SUPPORT TO SCHOOLS BY MINISTRY OF EDUCATION

Questions to ask Enumerator guidance
KIE5.1 What support does the Ministry provide to 

schools in terms of education planning, man-
agement and resourcing?

KIE5.2 What support does the Ministry provide to 
communities to enable them to play an active 
role in the education of children?

KIE5.3 What does the Ministry do to coordinate the 
interventions of stakeholders in the sector?

KIE5.4 Does the Ministry undertake on-site supervi-
sion and monitoring of schools?

I.e. Does the Ministry 
physically visit schools. 

If no skip to question 
KIE5.7

KIE5.5 If yes to the above, which staff do this? Do staff 
visit all schools and what is the frequency of 
visits? 

KIE5.6 What do staff do during school supervision vis-
its? Whom do they consult? What information 
do they collect from schools and how is this 
information used?

KIE5.7 Does the Ministry face any challenges in terms 
of on-site monitoring of schools? 

KIE5.8 Does the Ministry monitor the performance of 
district/regional education staff?

KIE5.9 In addition to on-site supervision of schools, 
does the Ministry monitor schools in any other 
way?

Examples could in-
clude phone call, ed-
ucation cluster meet-
ings

6. PRODUCTION OF EDUCATION STATISTICS

Questions to ask Enumerator guidance
KIE6.1 What school data does the Ministry collect? 

Which departments collect this data and what 
is the process followed?

Determine if child-lev-
el enrolment data is 
collected and shared 
externally

KIE6.2 Are you aware of what data is available from 
EMIS? Do you use EMIS data in your work?

KIE6.3 What are the challenges with collecting, ana-
lysing and using education data from schools? 

KIE6.4 What are the key training needs of Ministry 
staff related to the collection, analysis and use 
of school-level primary education data?

KIE6.5 Does the Ministry share the data it collects 
from schools with other stakeholders in the 
sector, such as NGOs and communities?

KIE6.6

In what ways does the Ministry use the 
data collected from schools to deliver evi-
dence-based interventions aimed at delivering 
quality primary education and improved enrol-
ment and retention?

7. TEACHER QUALIFICATIONS / TEACHING PRACTICES / CLASSROOM 
MATERIALS

Questions to ask Enumerator guidance
KIE7.1 Is there a teacher qualifications framework in 

place? If so, how is it being implemented?
KIE7.2 Is there a Teacher Code of Conduct that is 

signed by teachers before they start to teach?
KIE7.3 How do you rate the quality of teaching in pri-

mary schools? Please explain. 
KIE7.4 Are there any areas of teaching that could be 

improved? What teacher training does the Min-
istry provide?

Probe: Qualifications 
of teachers, teaching 
methods, attendance 
at school, psycho-so-
cial support to chil-
dren, refresher training 
to address emerging 
issues
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KIE7.5 In your opinion, what is the capacity of teach-
ers to deliver child-centered, multi-grade and 
conflict-sensitive teaching?

Child-centered teaching 
encompasses methods 
of teaching that shift the 
focus of instruction from 
the teacher to the child. It 
is intended to address the 
distinct learning needs, as-
pirations and backgrounds 
of individual students / 
groups of students 

Multi-grade teaching re-
fers to a situation where 
a teacher has responsibil-
ity for teaching students 
across more than one 
curriculum class within a 
timetabled period

Conflict sensitive teaching 
refers to teaching that 
considers the conflict con-
text and aims to minimise 
the negative impact (con-
tribution to conflict) and 
maximise positive impact 
(contribution to peace)

KIE7.6 What do you think about accelerated learning 
and the integration of it in schools?

Accelerated learning con-
sists of a range of teach-
ing techniques to help 
increase a learner’s ability 
to absorb, understand and 
retain information and 
allow learners to progress 
through learning at a rapid 
speed, for children who 
may have enrolled late and 
are not in a class corre-
sponding to their age

KIE7.7 What are the opportunities and challenges 
with accelerated learning?

KIE7.8 Do teacher and learner materials in schools 
fully align with the latest national curriculum?

FOCUS GROUP DISCUSSION_COMMUNITY LEADERS_ EAC BASELINE_
SEPTEMBER 2018 

1. INTRODUCTION

1. Thank participants for agreeing to take part in this discussion and making time 
available. Note prayer times and mention if this is due to coincide with the 
meeting.

2. This discussion forms part of a study Mercy Corps and Mercy-USA for Aid and 
Development are undertaking for a primary education programme, which aims 
to provide access to quality primary education for out-of-school children across 
Somalia. 

3. All the questions asked focus on primary school education, in particular the 

participation of the community in primary school activities. We expect the 
discussion will take about an hour.

4. Discussions are led by independent evaluators from Action Against Hunger UK82, 
a non-governmental organisation from the United Kingdom. 

5. Information collected through the discussion is strictly confidential. It will be 
consolidated into a report and there will be no way to identify that you provided 
this information. In instances where personal reflections / quotes are used, names 
will be anonymised.

6. At this point, do you have any questions?

2. BACKGROUND INFORMATION

Responses Enumerator guidance

FGC2.1 Name of enumerator

FGC2.2 Name of note taker

FGC2.3 Name of school

FGC2.4 Number of females at 
the FGD

FGD: Focus Group 
Discussion

FGC2.5 Number of males at 
the FGD

FGC2.6 Physical location 
where FGD is taking 
place

E.g. school or commu-
nity centre

FGC2.7 Village

82  Adjust accordingly.

https://en.wikipedia.org/wiki/Teaching
https://en.wikipedia.org/wiki/Teacher
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FGC2.8 District

FGC2.9 Region

FGC2.10 Date of FGD (dd,m-
m,yy)

FGC2.11 Start time

Questions to ask Enumerator guidance

Could everyone please introduce themselves 
and say their role in the community and wheth-
er they have / have had in the past / will have 
children enrolled in primary school?

 

Begin with a short 
round of introduc-
tions – it’s good to 
know who is in the 
discussion and this will 
put into context the 
responses

3. LEVEL OF COMMUNITY PARTICIPATION IN SCHOOL ACTIVITIES AND 
HOW THIS CAN BE STRENGTHENED

Questions to ask Enumerator guidance

FGC3.1 In your opinion, is it important that commu-
nities participate in the education of children, 
including primary school activities? If so, in 
what ways? 

  

FGC3.2 What are the possible entry points or oppor-
tunities for communities to engage in primary 
school activities?

Prompt: examples 
would be schools 
sharing information, 
consultation with 
community leaders 
etc. 

FGC3.3 In what ways is this community involved in the 
education of children at this school?

 

Note the subsequent 
questions which ask 
for more specification

FGC3.4 In the past three months, did the community 
participate in any activities to encourage par-
ents to enrol their children in primary school?

FGC3.5 Does the school have a school improvement 
management plan? If so, did the CEC engage 
the community in its development?

FGC3.6 Does the community monitor the performance 
of this school in any way? If so, how do they 
do this and what indicators or issues do they 
monitor?

Examples include 
monitoring school 
examination results, 
school enrolment, 
teacher attendance/
turnover

FGC3.7 Is the community involved in the construction, 
rehabilitation, expansion, or maintenance of 
this school? If so, in what ways?

FGC3.8 Does the community monitor the situation of 
any specific groups of children within the com-
munity? E.g. refugee children, displaced chil-
dren, disabled children, or children from ethnic 
minorities

FGC3.9 Does the community make any financial or 
in-kind contributions to schools? If so, who de-
termines what activities are supported by the 
funds and how is the school accountable to the 
community for the management of the funds?

In-kind contributions 
refer to the provision 
of goods or giving 
time to schools like 
helping in building or 
maintaining / cleaning 
the school, rather than 
financial resources
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FGC3.10 What are the barriers that prevent commu-
nities from contributing to the running of 
schools?

FGC3.11 What strategies could be adopted by schools 
or the Ministry of Education to improve the 
participation of community members in prima-
ry education?

4. COMMUNITY EDUCATION COMMITTEES (CECS)

Questions to ask Enumerator guidance

FGC4.1 In your opinion, in what ways can CECs con-
tribute to primary education?

FGC4.2 When was the CEC in this community estab-
lished? How often does it meet?

FGC4.3 Are the roles and responsibilities of the CEC 
clearly defined and agreed upon by primary 
schools and the Ministry of Education?

Skip question for KIIs 
with community lead-
ers

FGC4.4 Which groups of people are represented on the 
CEC? How are CEC members identified? How 
long does their term last?

FGC4.5 What are the challenges faced by the CEC and 
what are the possible solutions?

FGC4.6 Has the CEC received training in the past 12 
months? If so, what  training was provided and 
was it useful?

Skip question for KIIs 
with community lead-
ers

FGC4.7 Does the CEC have any training needs? What 
training topics would be most useful to you?

Skip question for KIIs 
with community lead-
ers

5. BARRIERS TO PRIMARY SCHOOL ENROLMENT

Questions to ask Enumerator guidance

FGC5.1 Can you provide information on the out-of-
school children in this community? Who are 
they and where are they located?

High priority question. 
Out-of-school children 
refers to children of 
primary school age or 
older who have not 
participated in primary 
or secondary educa-
tion for a minimum of 
30 consecutive days

FGC5.2 What are the major barriers to primary school 
enrolment for out-of-school children?

  

FGC5.3 What does the CEC do to support children to 
enrol and stay in school?

FGC5.4 Why may children drop out of school?

FGC5.5 Does the CEC follow up and take action where 
there are children who have dropped out / are 
not attending school?

FGC5.6 Do girls and boys face any challenges to ac-
cessing primary education based on their gen-
der? If so, what does the CEC do to help over-
come these issues?
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6. ACCELERATED LEARNING

Questions to ask Enumerator guidance

FGC6.1 Accelerated learning aims to increase access to 
education by enabling learners such as over-
aged children to progress through education at 
a quicker speed. 

Have you come across accelerated learning 
before? Do you have any views on it? 

  

FGC6.2 What factors need to be considered before 
accelerated learning is implemented in schools? 
Are you aware of any issues that have arisen in 
this school?

If they are not aware 
of / have experience 
with accelerated 
learning, consider if it 
would be appropriate 
to ask this question

This brings us to the end of our discussion. Is there anything you would like to add in 
addition to what you have said already? Thank everyone for participating.

End time of FGD:

FOCUS GROUP DISCUSSION_SCHOOL CHILDREN_EAC BASELINE_
SEPTEMBER 2018 

1. INTRODUCTION

1. Thank the children for agreeing to take part in this discussion and making time 
available. Note prayer times and mention if this is due to coincide with the 
discussion.

2. This discussion is part of a study Mercy Corps and Mercy-USA for Aid and 
Development are undertaking for a primary education programme. The 
programme aims to provide access to quality primary education for out-of-school 
children. 

3. All the questions asked focus on your experiences of primary school education 
and attending school. We expect the discussion will take about 45-60 minutes.

4. The session is led by an independent evaluator from Action Against Hunger UK83, 
a non-governmental organisation from the United Kingdom.

5. Information collected through the discussion is confidential. It will be consolidated 
into a report and there will be no way to identify that you provided this 
information. In instances where personal reflections / quotes are used, names will 

83  Adjust accordingly.

be anonymised.

6. The discussion is voluntary. Please do say if you would prefer to not take part. 

7. At this point, do you have any questions?

8. Before commencing with further questions, start with a short fun activity to 
create a positive group dynamic and help the children to feel comfortable – e.g. 
singing and dancing, clapping, storytelling etc.

Questions to ask Enumerator guidance

FGC1.1 Could everyone please introduce themselves 
and say what class they are in and what their 
favourite subject is? 

Begin with a short 
round of introduc-
tions – it’s good to 
know who is in the 
discussion and this will 
put into context the 
responses

2. BACKGROUND INFORMATION ON FGD

Enumerator responses Enumerator guidance

FGC2.1 Name of enumerator A male enumerator 
should conduct the 
FGD with boys. A 
female enumerator 
can conduct a FGD 
with boys and girls. 
FGDs are to be con-
ducted with boys and 
girls separately. It is 
important there are 
female enumerators. 
If there are none 
available, leave the 
girl-only questions to 
the end and request a 
female teacher to ask 
these – go through 
the questions with the 
female teacher before 
they do this. If there is 
no female teacher, a 
male can conduct the 
FGD – but in this case, 
the male enumerator 
should not ask any of 
the girl-only questions
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FGC2.2 Name of note taker

FGC2.3 Name of school

 

FGC2.4 Village

FGC2.5 District

FGC2.6 Region

FGC2.7 Date of FGD (dd,m-
m,yy)

FGC2.8 Start time of FGD The FGD should take 
place within school 
hours. It would be im-
portant that children 
are not diverted from 
their normal learning, 
so organise the FGD 
around breaks and PE 
lessons if applicable. 
Talk to their teachers 
and request that they 
go through any teach-
ing the children have 
missed

FGC2.9 Number of girls at the 
FGD

There should be no 
more than 10 children 
in each FGD

FGC2.10 Number of boys at the 
FGD

There should be no 
more than 10 children 
in each FGD

FGC2.11 Classes represented in 
the FGD

 The FGD should tar-
get children who are in 
class 6 and above only

3. BARRIERS TO PRIMARY EDUCATION ENROLMENT

Questions to ask Enumerator guidance

FGSC3.1 In your opinion, why do some children not at-
tend school?

FGSC3.2 Are there any particular groups of children 
that you know who do not go to school? Why 
do you think they don’t go to school? Is there 
anything that the school/teachers or villagers/
the community does to get these children into 
school?

FGSC3.3

Does the school allow out-of-school children 
to enrol at any time during the school year, or 
only at the beginning of the school year? Please 
explain.

If at the beginning of 
the school year, es-
tablish how long the 
period for enrolment 
is after the start of the 
school year

FGSC3.4 What could be done to get out-of-school chil-
dren into school?

FGSC3.5 In your view, what are the underlying causes of 
school dropout for both boys and girls 
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FGSC3.6 What could be done to reduce the number of 
children who drop out of school by parents, the 
school or the community?

FGSC3.7 In your view, what are the main reasons for 
children to repeat class?

FGSC3.8 Does conflict or natural disasters like drought 
or flooding affect your or other children’s ability 
to attend school?

Drought and flooding 
are examples – refer 
to other shocks as ap-
plicable

FGSC3.9 Do girls and boys face any challenges to at-
tending primary education based on their gen-
der (i.e. because they are a girl or a boy)?

FGSC3.10 In your opinion, what are the community’s per-
ceptions towards a girl child education?

FGSC3.11 Do you prefer to be taught by a male or female 
teacher? Why?

4. GIRL HYGIENE NEEDS – TO BE COVERED IN THE GIRL-ONLY FGD

Questions to ask Enumerator guidance

FGSC4.1 How many of you use sanitary items like sani-
tary pads?

Before beginning with 
these questions, start 
by explaining the men-
strual cycle

FGSC4.2 Are there any sanitary or hygiene items avail-
able for girls on a regular basis at this school? If 
so, how useful are they? Do they meet all your 
needs?

Probe: who funds 
them? Do girls pay for 
them? How are they 
distributed? Do girls 
need to ask for them?

FGSC4.3 Can you explain what your sanitary and hy-
giene needs are? What items would support 
you to attend school?

Probe: specific items 
like sanitary pads, un-
derwear, soap etc.

FGSC4.4 Some girls miss school or leave school early 
when they are menstruating. Does this happen 
at this school? 

Probe: frequency? 
Duration? Certain girls 
only?

FGSC4.5 In your opinion, what would make it easier 
for girls to attend school and learn effectively 
during menstruation?

Probe: menstrua-
tion-related educa-
tion, WASH facilities, 
support, sanitary or 
hygiene items 

5. SCHOOL INFRASTRUCTURE AND FACILITIES

Questions to ask Enumerator guidance

FGSC5.1 Do you have a reliable source of safe drinking 
water in this school? If so, how satisfied are 
you with it – very satisfied, satisfied or not sat-
isfied? Why do you say so?

Safe drinking water 
refers to water that is 
available on the school 
premises, from a pro-
tected source, treat-
ed/purified (free from 
faecal and chemical 
contamination), and is 
without a salty taste

FGSC5.2 Do you have sanitation and hygiene facilities 
like toilets and handwashing facilities in this 
school? If so, how satisfied are you with the 
quantity and their condition – very satisfied, 
satisfied or not satisfied? Why do you say so? 
How can they be improved?
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FGSC5.3 Do the toilet facilities provide sufficient priva-
cy? 

Privacy exists if chil-
dren are comfortable 
using the facilities

 

Probe: Toilet facilities 
separated by gender? 
Lockable from the in-
side? Boys/girls toilets 
close to each other?

FGSC5.4 Do the toilet facilities have a specific place to 
dispose menstrual hygiene materials? 

Question to be asked 
to girls only

FGSC5.5 Are girls able to wash and dry menstrual hy-
giene materials within the toilet facilities? 

Question to be asked 
to girls only

6. LEARNING MATERIALS AND TEACHING PRACTICES

Questions to ask Enumerator guidance

FGSC6.1 Do you have textbooks? If so, do you share the 
textbooks in class? If yes, how many children 
share per book? For which subjects do you 
share textbooks?

 

FGSC6.2 Are menstruation-related education materials 
available at this school?

Question to be asked 
to girls only

FGSC6.3 Aside from textbooks, what other classroom 
materials help you to learn? Are these available 
in this school?

FGSC6.4 What do you think about the learning process 
in this school? In your opinion, could it be im-
proved in any way?

Probe: quality of 
teaching

FGSC6.5 Are teachers always present for their lessons? 
Please explain.

FGSC6.6 Are you comfortable with the number of chil-
dren in your class? Is it too high or too low? 
Please explain. 

FGSC6.7 What form of punishment do you receive from 
teachers and in response to what? Do you 
think it is reasonable?

FGSC6.8  How do you feel learning with younger/older 
children?

7. CAREGIVER AND COMMUNITY PARTICIPATION IN PRIMARY EDUCATION

Questions to ask Enumerator guidance

FGSC7.1 Does anyone in your household help you with 
your homework? If so, who is it? How fre-
quently and for how long on average?

FGSC7.2 Does your caregiver monitor how well you per-
form in school?

Probe: meetings with 
teachers, reviewing/
enquiring about exam-
ination results, check-
ing exercise books
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FGSC7.3 Does anyone in your household contribute to 
the running of this school?

Probe: funds/mate-
rials/labour for infra-
structure development 
or maintenance, CEC 
member, Parents 
Teachers Association 
(PTA) member

Thank the children for participating and reiterate that the information provided is 
confidential. 

End time of FGD:

HOUSEHOLD SURVEY_EAC BASELINE_SEPTEMBER 2018 

1. INTRODUCTION 

1. Good day. My name is …………………………………………………………………………
…………. I am part of a team conducting research on primary education in 
this community. Mercy Corps and Mercy-USA for Aid and Development 
are implementing a primary education programme across Somalia. The 
programme aims to provide access to quality primary education for out-of-
school children. 

2. We are interviewing households to understand whether children in the 
household are enrolled in school and to gather information on how caregivers 
are involved in the education of children under their care. This household has 
been selected on a random basis and we would like the head of the household 
to participate in the study by answering some questions that we have. 

3. We will use the information to prepare a report, which will inform the 
interventions implemented under the primary education programme. All the 
information you provide is confidential. The report will not mention specific 
names and there will be no way to identify that you provided this information.

4. Participation in the survey is voluntary. We expect it to last around 45-60 
minutes. At this point, do you have any questions? Is the household head or 
someone else in the household available to participate in this survey?

…………………

I agree to participate in the study by responding to this household questionnaire

Signature / fingerprint of interviewee: 
………………………………………………………………………

Date of survey (day, month, year):
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2. HOUSEHOLD INFORMATION

Enumerator com-
ments

Guidance for enumerator

HS2.1 Name of enumerator

HS2.2 Respondent agreed to be inter-
viewed

1= Yes

2= No

If the household declined, thank them 
for their time and move on 

HS2.3 Respondent to questionnaire 1= Household head

2= Spouse of household head

3= Other (specify)

Ask to speak to the household head. If 
unavailable, request to interview a care-
giver in the household

Select/tick one answer only

HS2.4 Gender of respondent 1= Female

2= Male

Select/tick one answer only

HS2.5 Age of respondent 1= 15-24

2= 25-34

3= 35-49

4= 50+

5= Respondent did not answer ques-
tion

The respondent should be 18 
years and above
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Highest education level of respondent 1= Preschool

2= Primary

3= Secondary

4= Tertiary

5= No education

6= Other (specify)

Enumerator comments Guidance for enumerator

HS2.7 Region

HS2.8 District

HS2.9 Village

HS2.10 Rural or urban 1= Rural

2= Urban

Select/tick one answer only

HS2.11 Total number of household members This refers to the de jure household – 
i.e. count the people usually resident in 
the household, regardless of whether 
they are present or absent
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HS2.12 Number of females, aged 6-16 years

HS2.13 Number of females outside this age group

HS2.14 Number of males, aged 6-16 years

HS2.15 Number of males outside this age group



103102BASELINE REPORT EDUCATE A CHILD PROGRAMME, SOMALIA

3. SCHOOL ATTENDANCE

Ask the following information for all children in the household aged 6-16 years

A B C D E F G H I K L M N O

Name Age Gender Relation-
ship

to house-
hold head

Ever at-
tended 
school

If NO to 
E, ever 
received 
any other 
type of 
education

If YES 
to F, 
please 
explain

If YES 
to E, 
ap-
prox. 
age 
child 
began 
school

If YES to 
E, attend-
ing school 
in current 
academic 
year

If YES to I, 
which level

If YES to 
I, which 
grade 

If NO to I, 
what was the 
highest level 
reached

If NO to I, 
what was 
the high-
est grade 
reached

If NO to I, why 
is the child not 
in school now

Can give up to 
THREE rea-
sons

1=

6-9

2=

10-16

1= Male

2= Fe-
male

1= Daugh-
ter

2= Son

3= Niece

4= Nephew

5= Grand-
child

6= Step-
child

7= Adopted

8= Cousin 

9=Other 

1= Yes

2= No

1= Yes

2= No

1= Yes

2= No

1= Pre-
school

2= Primary

3= Second-
ary

1= Class 1

2= Class 2

3= Class 3

4= Class 4

5= Class 5

6= Class 6

7= Class 7

8= Class 8

9= Form 1

10= Form 
2

11= Form 
3

12= Form 
4

13= Pre-
school

14= Don’t 
know

15= Other 
(specify)

1= Preschool

2= Primary

3= Secondary

4= Don’t 
know

1= Class 1

2= Class 2

3= Class 3

4= Class 4

5= Class 5

6= Class 6

7= Class 7

8= Class 8

9= Form 1

10= Form 2

11= Form 3

12= Form 4

13= Pre-
school

14= Don’t 
know

15= Other

1= Completed 
school

2= Too expen-
sive / could 
not afford

3= Too far 
away

4= Is working 
(home or job)

5= Poor quali-
ty/ uninterest-
ing

6= Poor aca-
demic perfor-
mance

7= Illness

8= Got mar-
ried

9= Pregnancy

10= Dis-
placed/ Relo-
cated

11= Safety 
concerns

12= Too old to 
continue

13= Conflict 
with beliefs

14= Expelled

15= Care-
giver(s) died

16= Other 
(specify)
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A B C D E F G H I K L M N O

Name Age Gender Relation-
ship

to house-
hold head

Ever at-
tended 
school

If NO to 
E, ever 
received 
any other 
type of 
education

If YES 
to F, 
please 
explain

If YES 
to E, 
ap-
prox. 
age 
child 
began 
school

If YES to 
E, attend-
ing school 
in current 
academic 
year

If YES to I, 
which level

If YES to 
I, which 
grade 

If NO to I, 
what was the 
highest level 
reached

If NO to I, 
what was 
the high-
est grade 
reached

If NO to I, why 
is the child not 
in school now

Can give up to 
THREE rea-
sons

1=

6-9

2=

10-16

1= Male

2= Fe-
male

1= Daugh-
ter

2= Son

3= Niece

4= Nephew

5= Grand-
child

6= Step-
child

7= Adopted

8= Cousin 

9=Other 

1= Yes

2= No

1= Yes

2= No

1= Yes

2= No

1= Pre-
school

2= Primary

3= Second-
ary

1= Class 1

2= Class 2

3= Class 3

4= Class 4

5= Class 5

6= Class 6

7= Class 7

8= Class 8

9= Form 1

10= Form 
2

11= Form 
3

12= Form 
4

13= Pre-
school

14= Don’t 
know

15= Other 
(specify)

1= Preschool

2= Primary

3= Secondary

4= Don’t 
know

1= Class 1

2= Class 2

3= Class 3

4= Class 4

5= Class 5

6= Class 6

7= Class 7

8= Class 8

9= Form 1

10= Form 2

11= Form 3

12= Form 4

13= Pre-
school

14= Don’t 
know

15= Other

1= Completed 
school

2= Too expen-
sive / could 
not afford

3= Too far 
away

4= Is working 
(home or job)

5= Poor quali-
ty/ uninterest-
ing

6= Poor aca-
demic perfor-
mance

7= Illness

8= Got mar-
ried

9= Pregnancy

10= Dis-
placed/ Relo-
cated

11= Safety 
concerns

12= Too old to 
continue

13= Conflict 
with beliefs

14= Expelled

15= Care-
giver(s) died

16= Other 
(specify)

Complete for EACH child where YES to Column I: attending school in current 
academic year
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Enumerator comments

(A)

Enumerator guidance

(B)

HS3.2A Does [child name] have any is-
sues / challenges at school

1= No problem (satisfied)

2= Lack of learning materials

3= Poor teaching

4= Lack of teachers

5= Inadequate facilities

6= Bullying

7= Corporal punishment

8= Other (specify)………………………………………

9= Don’t know

You may tick more than one 
option

HS3.3A Is the child repeating a class? 
I.e. are they in the same class as 
the previous academic year?

1= Yes

2= No

3= Don’t know

Select/tick one answer only
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HS3.2B Does [child name] have any is-
sues / challenges at school

1= No problem (satisfied)

2= Lack of learning materials

3= Poor teaching

4= Lack of teachers

5= Inadequate facilities

6= Bullying/Discrimination

7= Corporal punishment

8= Other (specify)………………………………………

9= Don’t know

You may tick more than one 
option

HS3.3B Is the child repeating a class? 
I.e. are they in the same class 
as last year (previous academic 
year?

1= Yes

2= No

3= Don’t know

Select/tick one answer only
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4. CAREGIVERS’ INVOLVEMENT IN CHILD’S SCHOOLING AND SCHOOL 
ACTIVITIES / MANAGEMENT

Ask the following questions if there are children aged 6-16 years attending school in current 
academic year (2018/19)

Enumerator comments

(A)

Guidance

(B)

HS4.1 Do you or anyone else in the 
household help with home-
work? 

1= Frequently

2= Sometimes

3= Never

4= Don’t know

Frequently refers to more than 
once a week

Select/tick one answer only

HS4.2 Have you or any adult in this 
household attended a PTA 
meeting in the past 12 months?

1= Yes

2= No

3= Don’t know

PTA: Parents Teachers Asso-
ciation

Select/tick one answer only

HS4.3 Have you or any adult in this 
household gone to primary 
school for any of the following 
reasons in the past 12 months?

1= Meeting with headteacher or teacher

2= School celebration, performance or sports 
event

3= To collect reports on a child in this household

You may select/tick more than 
one answer
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HS4.4 Have you or anyone else in the 
household provided any of the 
following support to a primary 
school in the past 12 months?

1= Funds for school infrastructure development 
or maintenance

2= Materials for school infrastructure develop-
ment or maintenance

3= Labour for school infrastructure develop-
ment or maintenance

You may select/tick more than 
one answer

Ask the following question if there are children aged 6-16 not enrolled in school

Enumerators comments

(A)

Guidance

(B)

HS4.5A Do you or anyone else in the 
household provide any form of 
education support to children 
in the household not enrolled in 
school

1= Teach them

2= Listen to them read / read to them

3= Support them with exercises / homework

4= Give them tests

5= Answer study questions they have 

6= Take them to lessons

7= Other (specify)………………………………………

You may select/tick 
more than one answer
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5. CAREGIVERS’ ATTITUDES / EXPERIENCE

Enumerator comments

(A)

Guidance

(B)

HS5.1 Based on your experience, what 
are the major barriers to enrol-
ment in primary education?

1= Costs of sending child to school

2= Child labour / household responsibilities

3= Low quality of education

4= Distance to travel to school

5= Inadequate classroom facilities

6= Inadequate WASH facilities

7= Lack of parental support

8= Safety concerns / conflict

9= Inconsistent with beliefs

10= Early marriage

11= Pregnancy

12= Preference for boys’ education

13= Under-representation of female teachers

14= Displacement

15= Drought / flooding

A maximum of three 
options can be selected

Child has special edu-
cation needs refers to 
physical disability



117116BASELINE REPORT EDUCATE A CHILD PROGRAMME, SOMALIA

HS5.2 Based on your experience, why 
do some primary school children 
repeat classes?

1= Unable to afford basic school items

2= Poor household living conditions

3= Child labour / household responsibilities

4= Lack of learning materials like textbooks

5= Poor classroom learning environment

6= Inadequate teacher qualifications

7= Teacher absenteeism

8= Child illness

9= Pregnancy

10= Displaced/ relocated

11= Child has special education needs

12= Language of instruction

13= Unable to attend examinations

14= Death of caregiver

15= No/lack of school feeding programme

A maximum of three 
options can be selected

Child has special edu-
cation needs refers to 
physical disability
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HS5.3 Based on your experience, why 
do some children drop out of 
primary school?

1= Too expensive / cannot afford

2= Distance to school

3= Is working (home or job)

4= Poor quality/ uninteresting

5= Poor academic performance

6= Illness

7= Got married

8= Pregnancy

9= Displaced/ Relocated

10= Safety concerns

11= Too old to continue

12= Inconsistent with beliefs

13= Expelled

14= Died

15= Corporal punishment

A maximum of three 
options can be selected
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HS5.4 Based on your experience, what 
are the benefits of children at-
tending primary school?

1= Find (better) job

2= Provide more support to household/ caregivers

3= Learn to read and write

4= Learn vocational skills

5= Develop morals / discipline

6= Learn about religion

7= Critical thinking skills

8= A better marriage

9= Food provided by school

10= Social status

11= Social interaction skills

12= Less vulnerable to militancy/extremism

13= No benefits

14= Other (specify)………………………

You may tick more than 
one answer
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HS5.5 Based on your experience, are 
there any disadvantages to 
sending a girl to school?

1= No disadvantages

2= Expensive

3= Lose child’s labour

4= Needs to re-locate from village

5= Later marriage / harder to find a partner for mar-
riage

6= Other (specify)…………………………..

You may tick more than 
one answer

HS5.6 Based on your experience, are 
there any disadvantages to 
sending a boy to school?

1= No disadvantages

2= Expensive

3= Lose child’s labour

4= Needs to re-locate from village

5= Later marriage / harder to find a partner for mar-
riage

6= Other (specify)………………………..

You may tick more than 
one answer

HS5.7 Do you agree with the following 
statement?

When necessary, parents should 
keep their children away from 
school to work at home or help 
in the household

1= Agree

2= Disagree

3= Not sure

Select/tick one answer 
only
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HS5.8 Do you agree with the following 
statement?

It is more important to send a 
girl to school than to send a boy 
to school

1= Agree

2= Disagree

3= Not sure

Select/tick one answer 
only

HS5.9 Do you agree with the following 
statement?

Overage children should not be 
taught in primary school

1= Agree

2= Disagree

3= Not sure

Select/tick one answer 
only

HS5.10 Do you agree with the following 
statement?

Primary schools should teach 
more practical skills, like agricul-
ture or livestock

1= Agree

2= Disagree

3= Not sure

Select/tick one answer 
only

HS5.11 Do you think girls in primary 
school should be taught by a 
male teacher, a female teacher, 
or does it not matter?

1= Male

2= Female

3= Either male or female

Select/tick one answer 
only

HS5.12 Do you think boys in primary 
school should be taught by a 
male teacher, a female teacher, 
or does it not matter?

1= Male

2= Female

3= Either male or female

Select/tick one answer 
only
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6. COMMUNITY / MINISTRY OF EDUCATION INVOLVEMENT IN PRIMARY 
EDUCATION

Enumerators comments

(A)

Guidance

(B)

HS6.1 Has anyone from your commu-
nity come to your household 
to promote child enrolment in 
school in the past 12 months?

1= Yes

2= No

3= Don’t know

Select/tick one answer 
only

HS6.2 Have you or anyone else in this 
household participated in or 
attended any community events 
organised to promote child en-
rolment in schools in the past 
12 months?

1= Yes

2= No

3= Don’t know

Select/tick one answer 
only

HS6.3 Does the Ministry of Education/
Education Department/Educa-
tion Officers provide any sup-
port to primary schools in this 
community?

1= Yes

2= No

3= Don’t know

Select/tick one answer 
only
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HS6.4 If YES to question HS6.3, what 
support does the Ministry of 
Education/ Education Depart-
ment/Education Officers pro-
vide?

1= Financial resources

2= School supervision / quality assurance

3= Support to schools with planning and manage-
ment

4= Teacher training

5= Development of national curriculum / education 
policies

6= Organise national examinations

7= Provision of learning/teaching materials

8= Other (specify)………………………………….

You may tick more than 
one answer
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SCHOOL INFRASTRUCTURE AND FACILITIES 
ASSESSMENT_EAC BASELINE_SEpTEMBER 2018 

The purpose of this assessment is to ascertain whether schools have the required 
infrastructure and facilities that enable access to quality education. It entails 
inspecting the school premises and assessing the availability and condition of the 
schools’ buildings and facilities. Before starting, please explain the purpose of the 
assessment and what it entails to the head teacher and confirm permission to carry it 
out. 

1. SCHOOL IDENTIFICATION

Enumerator comments Guidance for enumerator

O1.1 Name of enumerator

O1.2 Date of assessment |____|____|                |____|____|         |__1__|_8___|

                                       Day                        Month                   Year

O1.3 Name of school

O1.4 Region

O1.5 District

O1.6 Village

O1.7 Rural or urban Rural Urban Tick one option only
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O1.8 School type Primary Primary and secondary IQS Primary refers to a school 
that offers formal educa-
tion between grades 1-8 
only, excluding secondary 
education

Primary and secondary 
refers to a school that 
provides formal education 
between grades 1-8 and 
secondary education from 
form 1

IQS (integrated Quranic 
school) refers to a school 
that offers both Quranic 
and basic education (litera-
cy and numeracy)

Tick one option only

O1.9 Sponsor Government NGO/UN Private Community Diaspora Other (specify): Sponsor refers to the 
school’s funders. If there 
are many funders, report 
the largest ones – those 
that provide most of the 
school’s funding 

Multiple options allowed

O1.10 School contact num-
ber
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2. BUILDINGS

Available

(A)

Quantity 

(B)

Functioning

(C)

Condition

(D)

Enumerator comments

(E)

Guidance for enumerator

(F)

O2.1 Classrooms 1= Yes

2= No                  

1= All are

2= Some are

If so, how many are 
functioning

………………….

How many are not 
functioning

………………….

3= None are

1= Good

If so, how many are 
in good condition

………………….

2= Average

3= Poor

If so, how many are 
in poor condition

………………….

Please explain in col-
umn E             

Please complete based on an as-
sessment of all classrooms

For functional, consider if children 
are sitting in the classroom

For condition, select Good if the 
following:

- Poses no risk to the safety of 
children

- Roof is ok (e.g. no leaking)

- No major cracks in wall

- Windows are ok (not broken, 
can close)

- Door is ok (lockable, can close)

- Floor is ok (cemented)

Tick one option only

O2.2 Head teacher’s 

Office

 

1= Yes

2= No                  

1= Yes

2= No

1= Good

2= Average

3= Poor

Tick one option only
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O2.3 Staff room 1= Yes

2= No                  

 

1= Yes

2= No

3= Some are

1= Good

2= Average

3= Poor

Tick one option only

O2.4 Library 1= Yes

2= No                  

1= Yes

2= No

1= Good

2= Average

3= Poor

Tick one option only

O2.5 Kitchen 1= Yes

2= No                  

1= Yes

2= No

3= Some are

1= Good

2= Average

3= Poor

Kitchen refers to a space that en-
ables a school to prepare meals. It 
does not include canteen facilities

For condition, select Good if the 
following:

- Sheltered (lockable door)

- Water available

- Ventilation

Tick one option only

O2.6 Storage facility for learning 
and teaching materials

1= Yes

2= No  

1= Yes

2= No

3= Some are

1= Good

2= Average

3= Poor

Tick one option only
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3. GIRL FRIENDLY SPACES

Available

(A)

Quantity

(B)

Enumerator comments

(C)

Guidance for enumerator

(D)

O3.1 Dedicated girl only spaces 1= Yes

2= No

If yes, please explain in col-
umn C            

A girl friendly space is a girl/female teach-
er-only area for girls/female teachers to 
rest/stay. Does not include WASH facilities, 
which are covered later

Please what items and facilities you above in 
Column C

Tick one option only

4. SAFE DRINKING WATER

Available to 
CHILDREN 

(A)

If available, is it within or 
near school

(B)

Quantity of water 
sources available

(C)

Functioning

(D)

Water is safe 
to drink

(E)

Enumerator comments

 (F)

Guidance for enumerator

(G)

O4.1 Piped water 1= Yes

2= No

                  

1= Within school

2= Near school

3= Not near to school

1= All are

2= Some are

3= None are

Please explain 
in column F             

 

1= Yes

2= No                  

 

 For quantity, state the 
number of pipes

Near refers to a distance 
of 30 metres or less from 
the boundary of the school 
premises

Safe drinking water refers 
to water that is available 
on the school premises, 
from a protected source, 
treated/purified (free from 
faecal and chemical con-
tamination), and without a 
salty taste

Tick one option only
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O4.2 Protected well 1= Yes

2= No        

          

1= Within school

2= Near school

3= Not near to school

1= All are

2= Some are

3= None are

Please explain 
in column F             

1= Yes

2= No                  

 

 Near refers to a distance 
of 30 metres or less from 
the boundary of the school 
premises

Tick one option only

O4.3 Public tap 1= Yes

2= No                  

 

1= Within school

2= Near school

3= Not near to school

1= All are

2= Some are

3= None are

Please explain 
in column F             

1= Yes

2= No                  

 

 Near refers to a distance 
of 30 metres or less from 
the boundary of the school 
premises

Tick one option only

O4.4 Borehole/

shallow well

 

1= Yes

2= No

                  

1= Within school

2= Near school

3= Not near to school

1= All are

2= Some are

3= None are

Please explain 
in column F             

1= Yes

2= No                  

 

 Near refers to a distance 
of 30 metres or less from 
the boundary of the school 
premises

Tick one option only
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O4.5 Other – please spec-
ify

………………………

1= Yes

2= No           

       

1= Within school

2= Near school

3= Not near to school

1= All are

2= Some are

3= None are

Please explain 
in column F             

1= Yes

2= No                  

 

Near refers to a distance 
of 30 metres or less from 
the boundary of the school 
premises

Tick one option only

5. SANITATION FACILITIES AVAILABLE TO CHILDREN

Available to 
CHILDREN 

(A)

If available, 
is it within or 
near school

(B)

Quantity func-
tional 

(C)

Condition

(D)

Enumerator comments

(E)

Guidance for enumerator

(F)

O5.1 Pit toilet

 

1= Male 

         

2= Female

3= Shared

4= No  

1= Within 
school

2= Near 
school

3= Not near 
to school

|____|   Male 

|____|   Female                                       

|____|   Shared                                     

           

1= Good

2= Average

3= Poor

 

Please explain in 
column E          

Near refers to a distance of 30 metres or less from 
the boundary of the school premises.

For condition, select Good if the following:

- Ventilation

- Lockable

- Water available (whether connected or not)

- Pit cover

- Sheltered

Multiple options allowed for column A only 
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O5.2 Other – please specify

…………………

1= Male 

         

2=Female

3=Shared     

1= Within 
school

2= Near 
school

3= Not near 
to school

|____|   Male 

|____|   Female                                       

|____|   Shared                                     

1= Good

2= Average

3= Poor

Please explain in 
column E           

 

Near refers to a distance of 30 metres or less from 
the boundary of the school premises

Multiple options allowed for column A only

O5.3 Is there any evidence 
that the sanitation fa-
cilities have been cus-
tomised to the needs 
of disabled children? 

1= Yes

2= No

 

Disability refers to physical disability

Latrines should have wide openings so that chil-
dren with wheel chairs/ crutches can enter and 
should not have steps or steep slopes to the en-
trance 

Tick one option only
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6. HYGIENE

Available to children

(A)

Quantity functional

(B)

Condition

(C)

Enumerator comments

(D)

Guidance for enumerator

(E)

O6.1 Handwashing facility 1= Male 

         

2=Female

3=Shared

4= No    

Please explain in column 
D             

|____|   Male 

|____|   Female                                       

|____|   Shared                                     

                                      

1= Good

2= Average

3= Poor

Please explain in column 
D             

 

Functional requires the facility to be in 
use and there needs to be water avail-
able at the facility for it to be function-
al

For condition, select Good if the fol-
lowing:

- Water available

- Drainage

- Firm stand

- Suitable for all learners (height)

- Soap available 

Multiple options allowed for column A 
only

O6.2 Approximate distance between 
the handwashing facility and the 
sanitation facility

1= Less than 10 metres           

2= 11–20 metres

3= More than 20 metres

4= Not applicable

Tick one option only
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O6.3 A place within the facility for girls 
to dispose menstrual hygiene 
items

1= Yes

2= No

3= Don’t know

Tick one option only

O6.4 Facilities for girls to wash and dry 
menstrual hygiene materials?

1= Yes

2= No

3= Don’t know

Tick one option only

For ‘Yes’, there should be a designated 
area within the handwashing facility 
for girls to wash/dry menstrual hygiene 
materials

O6.5 Is there any evidence that the 
handwashing facility has been 
customised to the needs of dis-
abled children? 

1= Yes

2= No 

If Yes, please explain in column D             

Disability refers to physical disability

Tick one option only

Please consult with school staff if you do not have the information for any sections. 
Please return the completed form to your supervisor.
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TEACHER QUESTIONNAIRE_EAC BASELINE_SEPTEMBER 2018 

Mercy Corps and Mercy-USA for Aid and Development are implementing a primary 
education programme called Educate A Child (EAC). The programme aims to provide 
access to quality primary education for out-of-school children across Somalia. To 
understand the current situation in schools more, the programme team is visiting 
schools and collecting information from teachers and children. We would very much 
appreciate it if you could complete this teacher questionnaire on a voluntary basis. All 
the information you provide is confidential and there will be no way to identify that 
you provided this information. Please skip any questions you prefer not to answer. 
The questionnaire should take around 20 minutes to complete. Thank you. 

1. BACKGROUND TEACHER INFORMATION

Space for teacher comments

(A)

Guidance

(B)

TQ1.1 What is the name of this 
school?

TQ1.2 What is your gender? 1= Female

2= Male    

   

Tick one option only

TQ1.3 What is your age group? 1= 15-24

2= 25-34

3= 35-49

4= 50+

Tick one option only
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TQ1.4 What is your position? 1= Teacher

2= Deputy head teacher

3= Other (speci-
fy)………………………………………………

Tick one option only

TQ1.5 How many years have you been 
teaching?

1= 0–3 years

2= 4–10 years

3= 11–20 years

4= >20 years

Tick one option only

TQ1.6 When did you start teaching at 
this school?

|____|____|                      |____|____|

     Month                                   Year
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TQ1.7 Which subjects do you teach? 1= Arabic

2= English

3= Islamic studies

4= Mathematics

5= Sciences

6= Social sciences

7= Somali

Other – please speci-
fy……………………………………… 

You can select multiple 
options
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TQ1.8 What is your highest academic 
qualification?

1= Primary school certificate

2= Secondary school certificate

3= University degree (e.g. BA/BSc in edu-
cation)

4= Master’s degree

5= Diploma

6= College certificate

7= No academic background

8= PhD

9= Other – please speci-
fy………………….………………..

We understand you may 
have multiple academic 
qualifications – please 
tick the highest one 
only
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TQ1.9 What is your highest teaching 
qualification?

1= Certificate in education

2= Diploma in teaching

3= Bachelor of education

4= Post graduate diploma in education

5= Short teaching course

6= None 

7=Other – please speci-
fy………………………………… 

We understand you may 
have multiple teaching 
qualifications – please 
tick the highest one 
only

2. TRAINING NEEDS

Space for teacher comments

(A)

Guidance

(B)

TQ2.1 Have you 
received any 
pre-service 
teacher train-
ing?

1= Yes

2= No

If Yes, please provide more information in column A

Pre-service teacher 
training is training 
provided to teach-
ers before they 
begin teaching
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TQ2.2 Have you 
received any 
in-service 
teacher train-
ing/

refresher 
course  on 
emerging 
issues in the 
past 12

months 

1= Yes

2= No

If No, please skip to question TQ2.4. Otherwise proceed to question TQ2.3

Examples of 
emerging issues 
include family life 
education, guid-
ance and counsel-
ling, and special 
education needs 
for children

TQ2.3 Please can 
you provide 
some infor-
mation on 
the training(s) 
you received 
in the past 12 
months in the 
next column

Training What 
did it 
cover?

Where was 
it?

What 
was the 
duration?

What type of 
institution(s) pro-
vided the train-
ing?

How useful 
was it?

What was the effect 
on your teaching per-
formance?

Did you notice 
any effect on the 
children’s perfor-
mance?

Regional denotes 
countries that 
are members of 
the East African 
Community (EAC): 
Burundi, Kenya, 
Rwanda, Tanzania, 
South Sudan and 
Uganda

Duration refers 
to actual training 
time. It excludes 
travel to/from 
training venues

NGOs: Non-Gov-
ernmental Organi-
sations

MOE: Ministry of 
Education, Culture 
and Higher Educa-
tion, Somalia

Tick one option 
only



163162BASELINE REPORT EDUCATE A CHILD PROGRAMME, SOMALIA

Space for teacher comments (A) Guidance

(B)

TQ2.4 Please could you 
explain any teacher 
training needs that 
you have? 

TQ2.5 Please rank from 1 to 
3 your preferred type 
of teacher training

 

“1” indicates your 
most preferred type. 
“2” indicates your 
second preference. 
“3” indicates your 
third preference

      Explain your responses in column A
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TQ2.6 What duration do 
you prefer teacher 
training to be?

1= 1 day

2= 1–5 days

3= 6–30 days

4= >30 days 

5= It would depend on the training

Duration refers to actual train-
ing time. It excludes travel to/
from training venues

Tick one option only

TQ2.7 In your opinion, what 
are the key attributes 
teacher 

training should have?

Please tick a maxi-
mum of THREE op-
tions

1= Good training materials

2= Opportunities to practise

3= Tailored to the context in my region

4= Practical and interesting content

5= Examples of best practice

6= Good trainers / speakers

7= It is participative / group work

8= Follow-up activities after training – e.g. monitoring visits by the 
trainer / exercises that are assessed by the trainer

9= Training venue is close to where I stay

10= Accreditation

11= Other – please specify………………………………………………………

Please tick a maximum of 
THREE options only
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TQ2.8 The next few ques-
tions will ask about 
your competence 
in various teaching 
methods

How would you rate 
your competence in 
delivering 

child-centered teach-
ing?

1= Good

2= Average

3= Poor

Please explain your response in column A

Child-centered teaching en-
compasses methods of teach-
ing that shift the focus of 
instruction from the teacher 
to the child. It is intended to 
address the distinct learning 
needs, aspirations and back-
grounds of individual students 
/ groups of students 

Tick one option only 

TQ2.9 How would you rate 
your competence in 
delivering

multi-grade teach-
ing?

1= Good

2= Average

3= Poor

Please explain your response in column A 

Multi-grade teaching refers 
to a situation where a teacher 
has responsibility for teaching 
students across more than 
one class within a timetabled 
period 

Tick one option only

TQ2.10 How would you rate 
your competence in 
delivering

teaching to children 
with disabilities? 

1= Good

2= Average

3= Poor

Please explain your response in column A 

TQ2.11 How would you rate 
your competence in

conflict-sensitive 
approaches?

1= Good

2= Average

3= Poor

Please explain your response in column A

Conflict sensitive teaching re-
fers to teaching that considers 
the conflict context and aims 
to minimise the negative im-
pact (contribution to conflict) 
and maximise positive impact 
(contribution to peace)

Tick one option only

https://en.wikipedia.org/wiki/Teaching
https://en.wikipedia.org/wiki/Teaching
https://en.wikipedia.org/wiki/Teacher
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TQ2.12 How would you rate 
your competence in 
positive discipline 
approaches?

1= Good

2= Average

3= Poor

Please explain your response in column A

Positive discipline focuses on 
positive aspects of behaviour 
and teaching children how to 
behave and supporting them 
to understand the conse-
quences of their behaviour 

Tick one option only

3. TEACHING AND LEARNING MATERIALS

Space for teacher comments

(A)

Guidance

(B)

TQ3.1 How would you assess the 
quantity of teaching materials 
at this school?

1= None

2= Some but not enough

3= Enough

Please explain your response in column A

If Enough, please skip to question TQ3.3. Otherwise 
proceed to question TQ3.2

Teaching materials is a generic 
term to describe the resources 
teachers can use to deliver 
teaching. Teaching materials 
can support child learning and 
increase student performance

Tick one option only
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TQ3.2 What teaching materials do you 
require? 

Please tick a maximum of 
THREE options

1= Blackboard / whiteboard

2= Textbooks / books

3= Objects / pictures

4= Toys

5= Flashcards

6= Wallchart

7= Maps

8= Audio tapes / records

9= Videos / video projector

10= Tape recorder

11= Computer / laptop / iPad

12= Other – please specify………………………………….

Please explain in column A how the three options you 
ticked will enable you to teach more effectively

Tick a maximum of THREE 
options only – thinking about 
the critical gaps you have with 
teaching materials
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TQ3.3 How would you assess the 
quantity of textbooks at this 
school?

1= None

2= Some but not enough

3= Enough

If Enough, please skip to question TQ4.1. Otherwise 
proceed to question TQ3.4

‘Enough’ refers to a situa-
tion where every child has a 
textbook and there are some 
spare ones as well

 

Tick one option only

TQ3.4 In which subject areas is there a 
shortage of textbooks?

1………………………………………………………………..

2………………………………………………………………..

3……………………………………………………………….

4……………………………………………………………….

4. ACCELERATED LEARNING

Space for teacher comments

(A)

Guidance

(B)

TQ4.1 In the scenario where an over-
aged child is enrolled in school, 
what will you do?

1= Treat the child the same as any other 
child

2= Provide additional support to speed up 
the learning process

3= Ignore the child

4= Other – please specify………………………

………………………………………………………………
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