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EXECUTIVE SUMMARY 

Introduction 

The HATUTAN program (Hahán ne’ebé Atu fó Tulun ho Nutrisaun no Edukasaun) or “Food to Support 
Nutrition and Education” in English) is a five-year initiative to build a partnership between schools and their 
communities to improve literacy, learning, health and nutrition for children and adults in Timor-Leste. Working 
in partnership with the Government of Timor-Leste (GOTL) and key development stakeholders, the HATUTAN 
program focuses on two strategic objectives: (1): Improved literacy of School-Aged Children, and (2): 
Increased Use of Health, Nutrition and Dietary Practices. The HATUTAN program is funded by the US 
Government through the Foreign Agricultural Service of United States Department of Agriculture (USDA) 
under the McGovern Dole International Food for Education and Child Nutrition Program. The Ministry of 
Education, Youth and Sports is the lead government of Timor-Leste (GOTL) partner, in collaboration with the 
Ministries of Health (MOH), State Administration (MSA) and Agriculture and Fisheries (MAF). The program is 
implemented by a consortium led by CARE International in Timor-Leste together with Mercy Corps and 
WaterAid.  

The program will work in four municipalities namely: Ainaro, Ermera, Liquica and Manatuto. Support for the 
School Feeding Program will operate at the national and municipal level and in all the schools covered by the 
GOTL School Feeding Program in the four municipalities (estimated at 440 schools). The priority is to support 
the government SFP to fully operate in all basic education and preschools throughout the school year as per 
plan. As an interim measure, however, the program will import USDA provided food commodities of fortified 
rice, pinto beans and fortified vegetable oil to the estimated 90,000 preschool and primary-aged children in 
440 schools in the first trimester of school years 2020-2022.1 

Methodology 

The HATUTAN baseline evaluation used a mixed-method quasi-experimental design, triangulating information 
from different sources and methods. Data were collected between February and April 2019 in nine 
municipalities in Timor-Leste. This study included 2461 students who completed first grade and were in the 
first trimester of second grade, 865 households, and 143 second grade classrooms within 90 comparison 
schools and 99 treatment schools. In addition, parents and teachers participated in 35 focus group 
discussions, and 12 school coordinators or directors participated in individual interviews. 

Five instruments were included in this study: 

1. Early Grade Reading Assessment (EGRA) to assess literacy of students who had completed first grade. 
 

2. Classroom observation tool to identify grade two teacher practices 
 

3. School survey to assess school resources, teacher and student enrolment and attendance, and the 
school feeding program 
 

4. Household survey to identify household composition, savings and loan information, student 
attendance, gender-based violence, and health and nutrition knowledge 
 

                                           

1 See Appendix E for the results framework. 
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5. Interview / focus group protocol for parents, teachers and school directors/coordinators 

Demographics 

Nine municipalities were included in the baseline study: four treatment and five comparison. Most of the 
schools in the treatment district (81.8%) were located in rural areas compared to urban or town-based areas, 
and grade two students were fairly evenly distributed between males (52.1%) and females (47.9%). In 
terms of households, most heads of household were men in both the treatment (69.4%) and comparison 
schools (69.2%), and nearly all caregivers2 were female (89.9% in treatment and 92.1% in comparison). 
About three-fourths of both heads of household and caregivers identified Tetun as a primary language in the 
treatment group. The percentage was lower for the comparison group (about 65%). About one-third of 
heads of household (31.7%) and caregiver (35.9%) reported having no education, and the majority of 
households had between five and eight people living in the home. 

Literacy Results 

The first McGovern-Dole strategic objective is to improve literacy of school-aged children. The HATUTAN 
results framework highlights three factors that contribute to improved literacy of school-age children: quality 
of instruction, student attentiveness, and student attendance.  

Overall literacy scores 

Students tested in EGRA had completed first grade and two to three months of second grade. Therefore 
throughout this report they shall be referred to as ‘first grade students’ for EGRA comparison purposes.The 
EGRA testincluded five task areas: letter name knowledge, reading non-words, reading familiar words, 
passage reading, and reading comprehension. Overall literacy scores were calculated as the average across 
all five tasks. Students in the comparison group scored an average of 13.6 percent compared to 10.6 percent 
in the treatment schools. Girls’ literacy scores were higher than boys on average (13.6% vs 10.2%).  

The students performed the best on letter name knowledge, reading an average of 21 letters out of 100 
(20.6%) in one minute. They correctly identified four out of 60 non-words (6.9%), six of the 60 familiar 
words (10.7%), and about six out of 60 words in a passage (9.4%), on average. They answered about two 
of the five comprehension questions (17.7%) that required literal recall from the text and less than one of 
the five comprehension questions (5.7%) that required inferential interpretation from the passage. Out of the 
word-related tasks, students struggled the most with non-words which demonstrated their limited 
understanding of letter sounds.  

Quality of instruction 

Quality of instruction was measured through teacher observations in Tetum language classes. Data collectors 
observed several engaging teaching practices, as well as two traditional practices. While about half of all 
grade two teachers (56.2%) used both traditional practices, more than two-thirds of them (67.1%) 
demonstrated at least four of the engaging teaching strategies. Out of nine engaging teaching practices, 
teachers in both the comparison and treatment schools demonstrated an average of about five during the 
lesson. Positive findings include a high proportion of teachers reading to students (67%); using games to 
teach (54%); and 48% of the teachers conducting group reading activities, in line with the new curricular 
guidance and potentially as a result of the exposure to previous trainings. There were differences between 

                                           

2 Caregivers were largely composed of mothers or fathers (89%), but also included grandparents or other 
relatives. 
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male and female teachers on several of the practices. Female teachers were more likely to read to students, 
use games or exercises, have students read by themselves, and have students work in groups.  

Teachers described their attempts to engage students through activitiesbut identified many challenges in 
doing so. They noted that boys (often described as “naughty”) bullied or teased the girls, leading them to 
withdraw from classroom activities. Some teachers also said that girls (often referred to as “too shy”) need 
encouragement to open up more. While positive teaching practices were noted by the data collectors to 
address these issues, there was also some evidence of negative behaviors including corporal punishment. 
Teachers indicated an awareness of legal provisions against corporal punishment but expressed the difficulty 
of managing classes without it.  

The results framework highlights five sub-factors that contribute to the quality of instruction: more consistent 
teacher attendance, better access to school supplies and materials, improved literacy instruction materials, 
increased skills and knowledge of teachers, and increased skills and knowledge of school administrators. In 
terms of teacher attendance, less than one-fourth of schools (22.2%) had at least 80 percent of teachers 
present on the day of data collection and the day before. Parents noted that teacher absenteeism and 
lateness are common issues, while teachers expressed a belief that absences were acceptable if they were 
planned ahead and if another teacher covered their class.3 

School supplies and literacy instruction materials are a challenge to quality of instruction due to the financial 
cost. Parents found it difficult to purchase supplies, while schools balanced their concessional funds carefully. 
About half of schools (52.4%) were reported to have some books or magazines available in grade two 
classrooms at the time of observation. Teachers and school coordinators commented that the most 
commonly available materials were Lafaek magazines.  

Teachers and school administrators require knowledge and skills in order to improve the quality of 
instruction. Teachers expressed an awareness of the need to engage students and are grateful for the 
curriculum and other guidance materials available to them. They mentioned training on non-violent teaching 
methodologies, the new curriculum, and on the use of local materials to teach. Coordinators also described 
training on non-violent teaching strategies and the new curriculum, as well as on teacher management.  

Student Attentiveness 

Nearly all students (95.9%) self-reported that they are attentive in class. However, other data suggest that 
their responses were inflated. Data collectors observed ten students at a time for one minute and recorded 
the number of attentive4 students. Only about one-third of classrooms (32.4%) had at least seven attentive 
students. Teachers and coordinators also commented that students struggle to pay attention in classes. The 
issue of disengaged and withdrawn students was a key point raised by respondents in focus groups.  

The results framework includes two sub-factors that contribute to student attentiveness: student hunger and 
access to food. In terms of student hunger, most students (87.3%) reported eating that day. Despite this, 
mothers and fathers referenced hunger and food insecurity in focus groups. They described using multiple 
strategies to cope with food insecurity, including borrowing food from neighbors, restricting food eaten, 

                                           

3 Teachers made no mention of what the double workload of the teacher filling in would do to the quality of 
lesson of both classes. 

4 Attentiveness meaning students who were listening to or participating in the classroom activities using one-
minute intervals during a focused observation of a group of 10 students. 
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eating only once a day, selling livestock, eating vegetables from home gardens, and doing seasonal work to 
earn money to buy food.  

Regarding food access, nearly all schools (93.1%) reported having a menu for school feeding, and a similar 
number (92.6%) said they buy food from local farmers some or all of the time. However, other data suggest 
meals are served infrequently. The government school feeding program was not operating during most of the 
data collection period due to lack of access to the funds at the start of the fiscal year.5 Parents described 
multiple issues with implementation of the school feeding program, including long interruptions in the 
provision of meals, poor quality of food, lack of variety and conflicts in the management of the program. 
PTAs seemed to have limited participation in overseeing the process. 

Student Attendance 

Student attendance rates ranged from an average of 58 percent in grade one to 73 percent for grade six. 
The biggest difference in attendance was between grade one and grade two, with grade two (68%) having 
higher attendance than grade one (58%). On average, girls had slightly higher attendance rates than boys in 
all grade levels except for grade three where it was equal.  

The results framework includes five sub-factors that contribute to student attendance: economic and cultural 
incentives, health-related absences, school infrastructure, student enrollment, and community understanding 
of the benefits of education. Parents described how often children miss school to help their parents with 
planting, harvesting and taking care of livestock. They explained that the children’s work is essential for them 
to earn a minimum income, which is then invested in their education. More than half of caregivers (52.7%) 
reported that their second grade student missed at least one day in the last month due to illness. However, 
this was not mentioned widely in interviews with parents. It is possible that absences due to illness are 
justified and therefore not mentioned.  

In terms of infrastructure, most schools had a kitchen (88.5%), though condition was not recorded. Fewer 
had food storage (64.3%), and canteens (student eating areas) were uncommon (13.2%). About seven in 
ten schools (69.8%) had at least one toilet, but fewer than half (47.8%) had a specific toilet for girls. Water 
and electricity were available in a little more than half of schools (57.7% and 53.4%, respectively). Parents 
often described school infrastructure as poor, noting a range of issues that affect teachers’ ability to teach. 
Complaints include lack of facilities such as kitchens, damage caused by strong winds, lack of fences, limited 
number of classrooms, and poor maintenance of existing facilities. Some communities worked to improve 
infrastructure with PTAs building fences and kitchens. 

Student enrolment contributes to student attendance. Average enrolment is highest in grade one with a 
mean of 32 students per school. The remaining grades have a mean of 24 to 25 students per school. Parents 
consistently remarked on the importance of education and spoke about sacrifices they make to support the 
financial and opportunity costs of education. They reported using their savings for school supplies and 
uniforms; on the other hand, parents living in extreme poverty are unlikely to be able to support such costs, 
with potentially negative consequences for student participation in learning activities. While parents appeared 
strongly committed to enroll their children in school, their perceptions about the importance of consistent 
attendance are far more mixed. They expressed major concerns about teacher absenteeism and also their 

                                           

5 Only one school out of 99 in the treatment group (1%) served a meal on the day of data collection. More 
comparison schools (30%) reported serving a meal that day as data was collected at the end of the first 
trimester from these schools. 
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dependence on children to complete household chores. Parents stated that they value education, but if their 
children are not learning in school it is better to keep them home.  

Health and Nutrition Results 

The second McGovern-Dole strategic objective is to increase the use of health, nutrition and dietary practices. 
The results framework indicates that healthy practices decrease health-related absences in school, thus 
improving school attendance and contributing to improved literacy.  

Nutrition Practices 

Caregivers interviewed during the household survey reported the types of food they consumed the prior day. 
Nearly all females (99.9%) of childbearing age (15-49 years old) said they ate grains, roots or tubers. 
Vitamin A-rich dark green leafy vegetables and other vitamin A-rich vegetables were also commonly 
consumed (78.7% and 85.3%, respectively). A dietary diversity score was computed for women of 
childbearing age. On average, they consumed 3.3 food groups out of nine on the previous day. Children 
between the ages of 6 and 23 months consumed in average 1.9 food groups out of seven on the previous 
day and most children under the age of 6 months (69.1%) were exclusively breastfed.  

The results framework indicates that six factors contribute to increased use of health, nutrition and dietary 
practices: knowledge of health and hygiene practices, knowledge of safe food prep and storage practices, 
knowledge of nutrition, access to clean water and sanitation services, access to preventative health 
interventions, and access to requisite food prep and storage tools and equipment. Three of these sub-factors 
relate to knowledge. Caregivers demonstrated knowledge of healthy hygiene practices by identifying positive 
behaviors related to clean living. They were also able to name nutrition recommendations (including around 
breastfeeding) and recognized the importance of safe food prep and storage. However, other data suggest 
that the knowledge does not always translate to change in behavior. Mothers explained they are often too 
overloaded with house and farm work to pay attention to hygienic practices. This is made more difficult with 
a large number of children and limited access to water sources. In reference to breastfeeding practices, they 
described its importance but said there was some level of conflict with grandparents or elders who advised 
them differently.  

The last three sub-factors related to access issues. Access to clean water was limited with only about four in 
ten (42.1%) saying they had water available for the whole year, but most households (82.2%) had access to 
a toilet of some kind. In terms of access to preventative health interventions, only about a quarter of 
respondents (27.2%) said they could afford this all the time. Savings and loans were not commonly used for 
medical expenses. Finally, about two-thirds of schools (64.3%) said they had some or enough storage space, 
while a little more than half (54.3%) said they had enough space to store food for one month. 

Gender and Power Results 

A gender analysis was conducted using eight key areas of inquiry. Data related to sexual and gendered 
division of labor show that girls are much more likely than boys to do housework (75.7% vs 50.3%). 
However, perceptions differed between male and female caregivers. Male caregivers perceived girls and boys 
to have similar involvement in housework, while female caregivers noticed a disparity.  

In terms of household decision-making, a higher percentage of female caregivers believe they are 
responsible for decisions about what children should eat and their hygiene practices (52% and 59.5%). Male 
caregivers were more likely to say the decision was made jointly. However, on decision-making questions 
related to control of productive assets, three in ten (30.5%) reported their spouse made decisions about 
large purchases compared to less than one in ten (8.1%) who said they made the decision with over half 
(56.2%) indicating joint decision making. The gap was even larger for male caregivers where almost half 
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(44.2%) said they made the decision compared to only a couple (2.6%) who said it was their spouse’s 
responsibility.  

Another area of inquiry is access to public spaces and services, which looks at the safety of girls when 
entering public areas. In general, caregivers perceived the walk to school to be safe for both boys and girls. 
Caregivers with boys were only slightly more likely (93.1%) to say it was safe compared to caregivers with 
girls (91.3%). However, in terms of women being able to participate meaningfully in public spheres, there 
was a difference between male and female caregivers. Males were more likely than women to participate in 
agriculture extension services and farmer’s groups. In addition, nearly all women (91%) said they would 
need to ask their spouse before attending an agriculture training. 

The gender analysis also assessed womens’ abilities to control their own bodies. A high percentage of 
caregivers (both male and female) believed a husband was justified for beating his wife in a number of 
circumstances. Almost half (47.9%) of female caregivers in the treatment group believe a husband is justified 
in hitting or beating his wife if she neglects the children. In terms of violence in a classroom setting, 
caregivers perceived boys to be more likely to receive corporal punishment than girls in school. 

Related to educational aspirations and interests, most male and female caregivers believed that girls and 
boys were equally skilled at reading and writing, as well as math. However, of the caregivers who believed 
there was a difference, males were more likely to report that girls were better at reading, writing and math 
than boys. On the other hand, female caregivers were more likely to say that boys were better in these 
areas.  

Predictive Analysis Results 

Literacy 

A hierarchical linear modeling analysis revealed six statistically significant predictors of literacy scores: study 
group, student age, student gender, reading books at home, and working memory (attentiveness). Of all the 
predictors, reading books or magazines at home showed the strongest difference. Students who read at 
home scored an average of 7.3 points higher on their literacy assessment than students who did not read at 
home.  

Teaching practices 

A linear regression model highlighted two statistically significant predictors of engaging teaching practices: 
class size and the presence of books or magazines. Teachers tended to decrease the number of engaging 
teaching strategies during their lesson as class size increased. On the other hand, the availability of books or 
magazines increased the number of engaging practices. 

Student attentiveness 

A linear regression model determined three statistically significant predictors of student attentiveness: 
teacher gender, having students copy from the board most of the time, and using games or other active 
exercises. Students were more likely to pay attention to female teachers than male teachers. In addition, 
they were more attentive when the lesson required them to copy from the board, despite this not being a 
preferred strategy. Attention also increased when teachers used games or other active teaching exercises. 

Student absences 

Four statistically significant predictors of student absences were identified in a regression model: student 
age, serious illness in past year, difficulty with self-care, and safety walking to school. Older students were 
slightly less likely than younger students to miss school, though it is a small difference. In addition, students 
with a serious illness in the last year and those who were reported to have difficulty with self-care tended to 
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be absent more frequently. Students whose parents reported it was unsafe walking to school were also more 
likely to be absent.  

Health knowledge 

Three statistically significant predictors of caregivers’ health knowledge were determined through a 
regression model: caregiver’s highest level of education, toilet available at home, and ability to afford doctor 
and clinic visits. As caregivers’ level of education increased, so did their health knowledge, though the 
increase was small. In addition, availability of a toilet at home was positively related with health knowledge, 
as was the ability of a household to afford doctor and clinic visits.  

Learning Agenda Discussion 

The McGovern-Dole Learning Agenda aims to answer questions related to school meal program 
implementation and education. In addition, the HATUTAN program-specific learning agenda focuses on 
questions related to literacy, health, nutrition, agriculture, gender-based violence and sustainability. The 
lessons are summarized in three categories: education (including literacy), school meal program 
implementation (including health, nutrition, and agriculture), and gender-based violence. Sustainability will be 
addressed in the program implications section. 

Education 

Both McGovern-Dole and HATUTAN program-specific learning agendas want to understand the effects of 
school meal interventions on student literacy. The baseline was conducted when the government school 
feeding program was not operating due to access to funds in the first quarter of the Timorese fiscal year. 
Only only one percent of treatment schools provided meals on the day of data collection despite 93 percent 
having a menu for school feeding. The inconsistency in meals served made it difficult to identify any pre-
existing relationships between school feeding programs and literacy scores based on survey data. However, 
parents noted during interviews that students’ attendance and attentiveness in school increased when meals 
were available. Unfortunately, they also expressed frustration at the inconsistency of meals and lack of 
information about the feeding program. 

The McGovern-Dole learning agenda also asks about the impact of school meal interventions on resources of 
teachers, such as classroom time, teacher incentives and teacher capacity. Classroom time on task may 
improve when students’ nutrition needs are met. Only one to six students out of ten were observed paying 
attention during a one minute observation in about 70 percent of treatment classrooms. As parents and 
teachers noted, hunger affects students’ abilities to be attentive in school. In addition, teacher motivation 
may also increase as teachers observe changes in students’ learning capacity. It is possible that teachers do 
not feel compelled to have consistent attendance when they view student motivation to be low. Finally, 
teachers are likely to see more positive outcomes from engaging teaching practices when students are fed 
and ready to learn. While these practices naturally engage students to a higher degree, well-fed students are 
likely to engage even more.  

School meal program implementation 

The McGovern-Dole learning agenda aims to understand the community-level systems of governance and 
management that are required for successful implementation of school meal programs. This relates to the 
HATUTAN program-specific learning agenda questions about the kinds of partnerships and exit strategies that 
are most effective at ensuring program sustainability. One gap related to governance and management is the 
low involvement of PTAs. The data show a lack of understanding about the role of PTAs in schools, as well as 
the limited opportunities for PTA meetings. 
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Both the McGovern-Dole and HATUTAN program-specific learning agendas ask about the sustainability of 
meal program components, such as food production, local procurement, and food preparation. In terms of 
food preparation, kitchen space is available in most treatment schools (93.9%) but limited access to clean 
water for preparing meals may raise a sanitation concern. Related to food production and local procurement, 
school coordinators noted that food produced by local farmers is not enough to feed their students every day 
at school, which leads them to rely on walking long distances to the market to purchase food. 

Both learning agendas want to understand the impact of school feeding programs on student and community 
health. McGovern-Dole specifically asks about health equity in terms of poverty, gender and geography. The 
HATUTAN program is interested in the potential to decrease health-related absences. Much of the data in the 
household survey give insight into knowledge and awareness of healthy practices, but little data demonstrate 
actual health practices or health status. One proxy is the number of food groups consumed by the caregiver 
the previous day, known as the women’s dietary diversity score. Out of nine food group options, women in 
the treatment group between the ages of 15 and 49 consumed an average of 3.3 the prior day. Minimum 
dietary diversity is generally considered to be consumption of foods from at least five of the groups.  

The McGovern Dole learning agenda includes a focus on effective methods for food safety. In a similar way, 
the HATUTAN program looks at WASH interventions. Effective WASH interventions at the school-level may 
contribute to efforts to ensure food safety. At baseline, schools reported varying water, sanitation and 
hygiene practices and opportunities related to food safety. Parents expressed concern over the food safety 
conditions in the schools stating that the preparation methods were not always hygienic and could lead to 
illnesses. They were also worried about the quality of the rice, especially after it has been stored for a long 
time. 

Gender-based violence 

The HATUTAN program-specific learning agenda aims to understand the ways in which the combination of 
school meal programming with activities to address sexual and gender-based violence (SGBV) can affect 
learning outcomes and health practices. While baseline data do not allow for this kind of analysis, the current 
status of SGBV is useful for program planning. More than half of female caregivers in the treatment group 
(56.7%) believed a husband was justified hitting or beating his wife in at least one situation of the four 
presented: going out without telling him, neglecting the children, arguing with him, or burning his food. This 
is considerably lower than other studies on SGBV in Timor-Leste, which suggests the responses may be 
under-reported in this baseline study.  

Program Implications 

Baseline evaluation data can inform ongoing development and implementation of the HATUTAN program 
workplan. HATUTAN staff presented the baseline results to the MEYS-led Program Management team, a body 
that provides guidance to the HATUTAN program and in a workshop with stakeholders in July 2019. 
Suggested actions include: strengthening teachers’ abilities to deliver the curriculum lesson plans that focus 
on decoding the letter symbol to sounds; encourage greater student access to reading materials at school 
with reading time and home lending options; re-activate PTAs and mobilize parents to participate in school 
feeding and other activities; accompanying younger children on the walk to school especially in the rainy 
season;  and prioritize work with parents to provide a healthy and safe home environment with reading 
opportunities and good hygiene practices to reduce student absences.The following section addresses 
evaluation questions from four key areas: design/relevance, effectiveness, sustainability, and gender and 
power relationships.  

Design / Relevance 
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The HATUTAN program design considers a wide variety of factors that are known to impact both literacy and 
health. While the work plan aligns closely with the results framework and local context, some findings from 
the baseline data offer additional considerations. These relate to teacher attendance, teacher training, class 
size, reading materials at home, student attendance, and school feeding.  

 Quantitative and qualitative data both highlight teacher attendance as a major challenge. Only about 
two in ten (21.2%) treatment schools had a teacher attendance rate of at least 80 percent on the day 
of data collection and the prior day. While monitoring and compliance are important elements for 
ensuring teacher accountability, enforcement is only one component. Teachers described interactions 
regarding their attendance to be harsh or critical. Attention should be given to the power dynamics 
and relationships between teachers and community members.  
 

 Qualitative data indicate that teachers understand the importance of using child-centered teaching 
strategies but need more training to implement the strategies. The HATUTAN work plan provides 
opportunities for teachers to gain skills and practice in this area. One challenge relates to the skills 
and abilities of the deputy directors to provide training to teachers. It will be important to study the 
effectiveness of the Ministry system of having them provide inservice teaching support to teachers, as 
well as the deputy directors’ skills to do so. In addition, attention should be given to the way in which 
teachers perceive the support.  

 Classroom observation data showed a negative relationship between class size and use of engaging 
teaching practices. This was validated by teachers’ comments that their classroom is difficult to 
manage with so many students. However, teachers also suggested that it was appropriate for other 
teachers to handle their students if they were absent. This indicates their limited recognition for the 
impact of class size on learning. 

 Students who read at home had higher literacy scores, on average, than students who didn’t read at 
home. In addition, teachers with access to books and magazines were more likely to use engaging 
teaching strategies. The HATUTAN program includes the production of books and supplemental 
reading materials. Increased availability of reading materials will likely have a positive impact on 
quality of instruction and students’ literacy rates. 

 Second grade students had an average attendance rate of 69 percent across treatment schools. 
Interview data with parents revealed a high prevalence for keeping children home to help with 
household or agricultural tasks. They noted a reliance on their children to support the family’s 
livelihood, or to care for younger siblings while parents worked. In addition, some parents noted a 
lack of incentive for kids to attend school when meals were not served. The Hatutan work plan 
addresses student attendance in a number of ways, including school meals.  
 

 The HATUTAN work plan clearly specifies the responsibility of school administration and the PTA for 
implementing the school feeding program rather than involving teachers. This is important because 
the School Feeding Program Manual specifies that teachers should not be involved in school feeding. 
However, about one in three treatment schools (31.3%) reported that teachers were at least in part 
responsible for oversight of the feeding program. It may be necessary to further define roles and 
responsibilities. 

Effectiveness 

Effectiveness of the HATUTAN program will depend on a variety of factors, which will be unique to each 
community’s own context. Municipal-based teams will need to be aware of these differences to figure out 
how engagement approaches need to differ. Despite these differences, the baseline data show a few major 
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factors that are universally important and will either help or hurt the progress of the program depending 
upon how they are implemented. 

 Schools reported limited infrastructure to support a school feeding program. This lack of infrastructure 
will be a challenge to address because of the financial implications. The HATUTAN program aims to 
address this by building school administrator skills in proposal development. However, additional 
creativity on the part of schools and PTAs will be necessary. 

 Parent-teacher associations (PTAs) play a critical role in the success of the feeding program, but the 
household and school surveys indicate that parents do not clearly understand the role of the PTA. In 
addition, parents voiced frustration over limited awareness of issues pertaining to the feeding 
program. Much of the success of the school feeding program will hinge on the ability to sustain active 
PTAs within communities.  

 The HATUTAN work plan includes training with administrators on budgeting, procurement, HR 
management, community mobilization, classroom management, and much more. Given the intense 
workload, fatigue may set in. School administrators’ commitment will be essential to the program, so 
HATUTAN staff will need to pay close attention to levels of motivation and dedication to the work. 

Sustainability 

The HATUTAN work plan includes a focus on sustainability by addressing systems-level change through 
advocacy and capacity building at the local, regional and national levels. Several factors will be critical to 
consider in the sustainability of the HATUTAN program: the training approach, partnerships, and policy 
implementation. 

 Ten of the twelve activities in the HATUTAN work plan rely on training as a key element of the work. 
This intentional focus on developing practical skills and reinforcing their application in the classroom 
will be critical to sustainability efforts. In addition, it is likely that a proportion of trained teachers and 
administrators will transition out of the schools due to retirement, other job opportunities or simply 
due to transfer to other locations, among other reasons. This may result in loss of capacity, affecting 
sustainability. Therefore, an attrition plan is necessary to ensure that new teachers and administrators 
replacing those who left will have the opportunity to develop their classroom and school management 
skills beyond the timeline of this program.  
 

 The HATUTAN work plan identifies partnerships with the government of Timor-Leste, the private 
sector, international development partners, farmer groups, community development agents, and 
PTAs. This emphasis on partnerships supports the sustainability of the program, in addition to 
maximizing the potential for impact.  
 

 The way in which policies are implemented affect perceptions from those at the ground-level. Top-
down implementation may appear to be successful, but often has quiet resistance from those 
responsible for carrying out the task or initiative. The HATUTAN program takes a collaborative 
approach by involving community members, teachers, and parents, which is critical for sustainability.  

Gender and power relationships 

Of the first grade level students tested, girls demonstrated higher literacy scores in school and were 
perceived by caregivers to be more capable than boys of doing well in reading, writing and math. However, 
adult women appeared to have limited to no power in decision-making activities in households and were less 
involved in community groups than adult men. Evidence indicates that girls’ agency and confidence start to 
be challenged at a young age, leading to feelings of inferiority as they get older.  
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Many factors may influence girls’ confidence levels, including the difference in how male teachers treat girls 
compared to boys. They were less likely to use engaging teaching practices with girls. Caregivers also 
revealed that girls carried a lot of the work load in homes compared to boys. Expectations of girls were 
extremely high in all areas of their lives: at home and at school. The HATUTAN program’s attention on 
gender awareness and SGBV prevention trainings for teachers, school administrators, community leaders, 
and VSLAs is an important component to increasing gender equity in households and communities.  

Conclusion and Recommendations 

Findings from the HATUTAN baseline evaluation provide high-level conclusions around literacy development, 
school feeding, and health and nutrition that can inform program implementation.  

Literacy development 

Primary grade literacy development requires a multi-faceted approach. Key focus areas include quality 
instruction, student attentiveness and student attendance. Quality instruction must not only be focused on 
child-centered strategies, but also on teachers’ knowledge of early grade literacy development. Teachers 
appear to have limited knowledge on literacy development, particularly when it is in students’ second or third 
language. They place a strong focus on learning the alphabet (i.e., letter names) without including a 
foundation in sounds, vocabulary development and listening comprehension.   

Student attentiveness and attendance are both a precursor and result of quality instruction. High quality 
teaching may incentivize students to be engaged and to show up at school. However, there are limitations to 
what quality instruction can achieve by itself. Parents noted that students were more likely to go to school 
when meals were served, in addition to being able to pay attention better. As a result, teachers work doubly 
hard to engage students in order to compensate for their hunger.  

School feeding 

The baseline evaluation study reveals three overarching goals for school feeding: 1) meals will be served 
daily, 2) meals will be nutritious, and 3) meals will be prepared safely. Each of these three goals is dependent 
upon solid partnerships within communities and municipalities, as well as sustainable implementation 
strategies. Opportunities for developing partnerships may look different in each local context, but one 
commonality across all communities is the need for a strong PTA to manage the partnerships. The HATUTAN 
program’s emphasis on establishing and strengthening PTAs is central to developing a school feeding 
program that is sustainable, uses healthy food, and supports an infrastructure for safe preparation. 

Health and nutrition 

Baseline data show that parents possess knowledge of positive health and hygiene practices, safe food prep 
and storage practices, as well as nutrition practices. However, it was less clear how their knowledge 
translated to practices. For example, several parents noted that caregivers are too busy to pay attention to 
proper hygiene for themselves and their children. While knowledge is a critical component of behavior 
change, it will not change behavior by itself. 

Regarding access, baseline data show that access to clean water and sanitation, and food preparation and 
storage equipment is minimal. Financial barriers impede these efforts, yet they are essential to creating an 
environment that promotes health and nutrition. The HATUTAN work plan partially addresses this by training 
school administrators on writing proposals for infrastructure upgrades. Additional creativity will be required to 
ensure that households and communities have access to clean water and sanitation facilities, as well as 
equipment for safe food preparation and storage.  
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INTRODUCTION 

Timor-Leste, the world’s second newest country, became a sovereign state in 2002. The country had 
unilaterally declared its independence from Portuguese colonial rule in 1975 but was nearly immediately 
invaded by Indonesia. The Indonesian occupation lasted until 1999, when the Timorese chose independence 
in a referendum supervised by the United Nations. In the aftermath of the referendum, pro-Indonesia armed 
militia destroyed nearly all infrastructure and terrorized the population, resulting in the displacement of nearly 
75% of the population6. While numbers are disputed, it is estimated that over 100,000 Timorese died as a 
result of the Indonesian occupation, and hundreds to thousands in the violence that followed the 1999 
referendum7.  

Timor-Leste comprises the eastern half of the island of Timor, the enclave of Oecussi, the island of Atauro 
and the islet of Jaco. Timor is part of the Lesser Sunda Islands, situated north-west of Australia’s Northern 
Territory. The Timorese territory is marked by a diversity of landscapes and microclimates, ranging from dry 
coastal plains to the high peaks of its central mountain range. Most of the rivers are seasonal, with limited 
availability of water across the territory.8 Timor-Leste is highly vulnerable to natural disasters, including 
drought, flooding, landslides and earthquakes; climate change poses a severe threat to the viability of fishing 
and subsistence agriculture, and its effects are intensified due by deforestation9. The country’s national 
budget is heavily dependent on the revenue from the gas fields10 near the Southern coast, but agriculture 
remains the main occupation for the majority of the population (60%), particularly in rural areas11.  

The country is divided in 12 municipalities and one Special Administrative Region12. Each municipality is 
subdivided in administrative posts. Road access from the capital to municipal capitals and administrative 
posts has improved considerably in recent years, while access to rural and remote areas remains difficult, 
particularly during the rainy season. Access to electricity and telecommunications (reaching 97% of the 
population13) have improved dramatically during recent years. 

The Education System in Timor-Leste 

Since 2002, Timor-Leste has made enormous progress in increasing access to education. The devastating 
loss of infrastructure in the aftermath of the 1999 referendum resulted in partial or complete destruction of 
80% of the schools14. The newly independent country also faced a dramatic shortage of skilled teachers. 
Since then, the Ministry of Education, Youth and Sports (MEYS) developed a policy framework for the sector 
and made major investments to improve infrastructure, increasing the number of schools offering cycle one 
and two grades of basic education (grades 1-6) from 848 in 200415 to 1134 in 201516; provided Bacharelato17 
courses to teachers; developed a relevant curriculum that takes into account teachers’ limitations and 
enables a multilingual approach in Cycles 1 and 2 of Basic Education; and decentralized its operational 

                                           

6
Asia Foundation (2017) State of Conflict and Violence, p.182 

7 Ibid, p.182 
8 FAO (2011) Aquastat Survey 
9 World Bank Climate Change Knowledge Portal, accessed in May 24, 2019 
10 77% of funds for the 2018 National Budget were provided by the Petroleum Fund (http://timor-leste.gov.tl/wp-
content/uploads/2018/08/2018_08_27_Discurso_orcamento_PT.pdf, accessed in May 24, 2019) 
11 National Directorate of Statistics of Timor-Leste, 2015 Census Tables, Occupation 
12 Lei no 3/2014, 18 June 2017 
13 CIA Factbook, Timor-Leste, accessed in May 24, 2019 
14 World Bank Group (2011) Timor-Leste Country Program Evaluation 2000-2010, p.2 
15 Ministry of Education, Youth and Sports of Timor-Leste, National Education Strategic Plan 2011-2030, p.16 
16 Ministry of Education, Youth and Sports of Timor-Leste, Education Databook 2015, p.17 
17 Part-time course over three years, leading to the minimum teaching qualification recognized in country. The bacharelato should not be confused 
with a bachelor’s degree. 

http://timor-leste.gov.tl/wp-content/uploads/2018/08/2018_08_27_Discurso_orcamento_PT.pdf
http://timor-leste.gov.tl/wp-content/uploads/2018/08/2018_08_27_Discurso_orcamento_PT.pdf
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structure to allow for increased support to rural and remote areas. These efforts resulted in a sharp increase 
in the net enrolment rate, from 67% in 2004 to 93% in 201018, but dropping to 88% in 201519 and 82% in 
201820. Timor-Leste invested 12% of its national budget in education in 201821; a 2019 study indicated that 
the Ministry of Education accounts for 7% of the public expenditure (exceeding the expenses reported on 
Social Services and Health), but about two-thirds of it correspond to teachers’ salaries22. 

Timor-Leste defines Basic Education as the nine initial years of education, divided in three cycles of four, two 
and three years respectively23. Basic education is universal, free and compulsory24 in Timor-Leste, as 
established by the Basic Education Law of 2008, and all children between the ages of 6 and 17, who have not 
yet completed basic education, are expected to attend school25. Basic education schools are organized in 
clusters formed by a central school offering all three cycles of basic education, headed by a School Director, 
who oversees a group of filial schools offering cycle 1 and 2 classes. Central schools are typically located in 
municipal capitals and administrative posts (administrative posts), closer to main roads or on the main road, 
while filial schools are typically located in rural and remote areas. Filial schools are headed by a school 
coordinator. As part of the decentralization of the education system, the deputy director of the central school 
is expected to provide technical assistance and coaching to filial school coordinators and teachers. All schools 
are expected to have Parent-Teacher Associations (Conselho dos Pais)26.   

Pre-primary education is included in Timor-Leste’s policy framework, but its coverage is far more limited, 
particularly in rural areas. By 2015, there were only 287 pre-schools in the whole territory, with 10,108 
students, compared to 1,134 schools and 48,345 students in grade 127. The national gross enrolment rate in 
pre-primary education is only 14%28. 

Education Outcomes 

Despite the progress made during the past two decades, Timor-Leste’s education sector still faces major 
challenges. The combination of a strong push for universal primary education, rapid population growth and 
teacher shortages resulted in overcrowded classrooms, particularly in early primary grades. Limited teacher 
capacity and student absenteeism affect learning and retention, reducing system efficiency. Repetition rates 
in early grades are high: 25% in grade 1, 17% in grade 2 and 14% in grade 329. An analysis of the between-
grade and within-grade dropout rates indicated that 7% of the students in grades 1, 4 and 5 drop out of 
school, with nearly 20% dropping out in grade 6 (transitional grade to the third cycle of basic education, 
usually available only in central schools, but not in remote locations)30. Available MEYS data from 2018 
indicates dropout rates of 6% in Grade 1 and 4% in Grades 2 and 331. A longitudinal analysis of student 
attendance in five municipalities – Bobonaro, Ermera, Liquica, Manatuto and Viqueque - showed an average 

                                           

18 Ministry of Education, Youth and Sports of Timor-Leste, National Education Strategic Plan 2011-2030, p.17 
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attendance of 80% in control schools32. Thirty percent of the students reported missing 15 or more 
consecutive school days33. There are major disparities in education attainment between urban and rural 
areas, as well as different municipalities34. Education outcomes are systematically worse for boys across all 
basic education grades (1-9), with higher repetition and dropout rates for boys in comparison to girls, and 
lower transition rates for boys35.   

Literacy assessments conducted in country show substantial gaps in performance: a 2011 EGRA study found 
that the average reading fluency score for Tetum passage reading for grade 2 students was 18 words per 
minute; while no benchmarks for Tetum fluency are available, it is unlikely that this would be sufficient for 
reading comprehension. Not surprisingly, the average reading comprehension score was extremely low 
(0.16%). The study acknowledged sampling limitations that do not allow for it to be considered as nationally 
representative though. Key factors affecting reading fluency and reading comprehension included the 
availability of printed materials at home; reading with family members; absenteeism; teacher participation in 
the in-service training program; and student participation in the school feeding program. Speaking Tetum at 
home is also a predictor of higher reading scores, highlighting the importance of supporting students from 
other linguistic backgrounds36. Timor-Leste has a rich linguistic diversity, with 32 languages identified in the 
2015 Census, of which 25 have at least one thousand speakers37. Tetum Prasa (Tetum-Praça), the language 
with the highest number of speakers in country, is the official language of instruction during the first four 
years of basic education, with Portuguese, the official language of instruction in upper grades, being 
introduced orally in grade 1. The national curriculum adopts the use of mother tongues other than Tetum for 
oral support in early grades38, but the use of mother tongues in class is a sensitive subject, with many 
teachers and parents considering that local languages have a lesser status than Tetum or Portuguese39.  

A 2013 SABER policy assessment indicated that while the country has established a career regime for 
teachers and put in place minimum training standards, teacher professional development requires further 
investment. While professional development is mandatory, it has no stipulated time nor response to 
perceived needs40. The MEYS is currently working with the Partnership for Human Development (PHD), a 
program funded by the Australian Department for Foreign Affairs and Trade (DFAT), to strengthen the 
capacity of deputy central school teachers to provide classroom coaching to teachers and to standardize the 
coaching protocol.   

Key Priorities of the Education System 

The National Education Strategic Plan (NESP) 2011-2030 established three key priorities, namely achieving 
universal completion of basic education by 2030, eliminating illiteracy among youth, and achieving gender 
parity by 2015. In order to achieve the NESP’s objectives, a broad reform of the education system is being 
implemented, including the operationalization of a decentralized structure; ensuring that all teachers have 
minimum qualification for their respective positions; and implementation of the new curriculum. The NESP 
includes the attainment of foundational skills in literacy and numeracy as a key indicator of teaching quality, 

                                           

32 Creative Associates International (2015) Do Early Warning Systems and Student Engagement Activities Reduce Dropout? Findings from the School 
Dropout Prevention Pilot Program Impact Evaluation in Timor-Leste. Volume 1: Main Findings, p. 52 
33 Ibid, p.7 
34 UNICEF (2014) Situation Analysis of the Children in Timor-Leste, p. 122 
35 MEYS EMIS data, available at http://www.moe.gov.tl/?q=node/217 (2017 data for repetition and transition, 2018 data for dropout; accessed on 
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namely “Substantial improvements in results of a series of standardised quality measurements in schools 
(EGRA/EGMA)”41. 

Timor-Leste’s School Feeding Program 

The Government of Timor-Leste (GOTL) has a national School Feeding Program (SFP) for all basic education 
students (grade 1-9) as an incentive to increase school attendance, address nutritional needs and stimulate 
the local economy. School feeding was initially implemented by the World Food Program (WFP) in five of the 
most vulnerable municipalities in 2005, later expanding to a sixth municipality. In 2008, the GOTL started 
implementing the SFP in the remaining seven municipalities. The two programs were merged in 2009, and 
the GOTL took over the program in 201142. By 2015, the program was reaching 352,676 students43.  

The Organic Law of the Ministry of Education, Article 26 (approved in April 2013) established the National 
Directorate for School Social Actions (Direção Nacional de Ação Social Escolar, DNASE), which is in charge of 
social actions in school and of overseeing school engagement in the school feeding program. The Ministry of 
Health (MOH), Ministry of Agriculture and Fisheries (MAF) and the National Food Security Council (Konsellu 
Nasionál Seguransa Alimentár Timor-Leste, KONSANTIL, under the Prime-Minister’s Office) also inform the 
implementation of the school feeding program, given the multi-sectoral nature of its activities. 

The SFP provides budgetary support (25 cents per child per day) and distributes unfortified rice (75-100g/ 
child/ day) to all schools providing basic education classes in the country.44 ,  cooks prepare the rice and 
purchase other products locally to prepare a meal. The program relies on parent involvement in the selection 
process of the cook and for regular monitoring. While the program is established, funded45, and enjoys 
substantial political commitment, it suffers from systemic inefficiencies, meaning funds and rice do not 
consistently reach all schools for all the planned school days. National government budgetary and school 
reporting delays at the start of each calendar year mean that neither funds nor rice reach schools from 
January to March. This is a particular challenge since it coincides with Timor-Leste’s ‘hungry period’ 
(November/ December to January/ February) when the previous year’s subsistence staples have been 
consumed but the new season’s produce is not yet ready. School administrators further delay the process 
with late submission of data and financial reporting, which holds up the disbursement of the next funding 
tranche. 

The program’s implementation difficulties undercut the potential draw for student attendance. The 
government EMIS data show a sudden increase in student registration starting in 2007 with parents and 
teachers mentioning the SFP as a main incentive to register for school. Food distribution became irregular in 
2010, however, and a survey conducted in 2011 indicated that 44% of the students at risk of dropout were 
too hungry to pay attention to class46. 

The Nutrition Situation in Timor-Leste 

There have been ongoing efforts to improve the nutritional status of the population in Timor-Leste, but 
undernutrition remains a pressing development challenge. Rates of malnutrition are high with almost half of 
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all children (46%) under 5 years of age stunted (too short for age)47. Wasting levels (weight for height) 
represent a serious public health concern at 24% of children under five.48 In addition, 40% of children age 6-
59 months are anemic49. Only 13% of children aged 6-23 months consume a minimal acceptable diet (meal 
frequency and dietary diversity)50. For women of reproductive age, 27% are underweight and 23% are 
anemic51. Seventy-five percent of infants were breastfed within one hour of birth and 50% received 
exclusively breastfeeding up to six months of age52. 

The health system is led by the Ministry of Health, which operates a network of referral hospitals linked to 
Community Health Centers at municipal level, which are connected to village-level health posts. A network of 
community volunteers (Family Health Promoters or Promotor Saúde Família/PSF) operates the “Integrated 
Community Health Service” (SISCa), which disseminates basic health information through village-level 
sessions and household visits, providing screening, basic advice and referrals to health posts. SISCa PSFs are 
often the first point of contact for most remote communities. The 2017 Report on Malnutrition in Timor Leste 
indicates that SISCa functionality is not consistent country wide. The capacity to deliver growth promotion 
and Infant and Young Child Feeding (IYCF) promotion is limited and quality of growth monitoring is not 
sufficient for early detection of faltering growth53. A new integrated system (Programa Nacional Saúde na 
Família, or National Family Health Program) was launched in 2018, under which doctors, nurses and 
midwives will carry out joint household visits54. Funding to the health sector had systematically increased 
through the years, reaching $67M in 201455, but declining to $22.7M in 201856.  

The National Health Strategic Plan 2011-2030 defines maternal and child health as its key priorities. Key 
indicators include: the reduction of the mortality rates among infants and children under five; increased 
breastfeeding rates for children under six months of age, reaching a minimum of 60%; at least 50% of the 
schools providing a feeding program as per guidelines provided; increased community engagement in 
nutrition and food security programs; and at least 60% of the population having access to clean water and 
sanitation facilities57. The Strategic Plan also emphasizes the need for investments in behavior change 
communication. In 2018 the Ministry of Health hosted a Symposium on SBCC to support better nutrition and 
health; however, Timor Leste does not yet have a National SBCC strategy as an essential tool to address 
malnutrition and guide development partners.  

The development of water and sanitation infrastructure is under the responsibility of the Ministry of Public 
Works, specifically the Directorate of Water Supply Service and the Directorate for Basic Sanitation Services; 
the Ministry of Health’s Environmental Health Department is responsible for promoting hygiene and sanitation 
practices. These units have limited resources, capacity and coordination mechanisms. Water Supply 
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Management Groups supervise the maintenance and use of water systems at community level but receive 
limited oversight and support58. 

Timor-Leste has a National Nutrition Strategy 2014-2019 (approved in 2013, to be revised in 2019) and a 
National Basic Sanitation Policy (approved in 2012). Their implementation remains limited due to reduced 
funding and capacity for execution of the available budget. Resources for water and sanitation works in rural 
areas remain very limited; skilled human resources at municipal level are scarce, and the budget covers 
mostly staff salaries59.  

Health, Nutrition and Hygiene Practices 

Access to healthcare has progressively increased since 2002 but still remains limited. Up to 68% of the 
children under five with diarrhea were treated in a health facility60; and only 49% of the births takes place in 
a health facility61. Maternal mortality is 195/ 100,000 births62. The national mortality rate for children under 
five is 41/1,00063. Access to healthcare is particularly difficult in rural areas, due to the poor condition of 
roads, the time needed to reach a facility and the financial burden of paying for transportation fees64.  

Child malnutrition is the most critical health issue in Timor-Leste, and despite declining in recent years, 
remains extremely high. Fourty-six percent of the children under five are stunted (too short for age); 24% 
are wasted (too thin for height) and 40% underweight (too thin for age)65. Malnutrition is more common in 
rural areas with stunting rates varying across municipalities from as low as 29% in Ermera to 60% in 
Ainaro66. It is rooted on multiple causes, starting with non-exclusive breastfeeding: 64% of the babies under 
up to one month of age are exclusively breastfed, decreasing to 35% at age 4-5 months.67 Children of 
malnourished mothers are more likely to suffer from malnutrition. Of women of reproductive age (15-49) 
23% are anemic and 13% of the men in the same age cohort are anemic, as well as 40% of the children 
between 6-59 months68. The high incidence of diarrhea among children under five is another immediate 
cause of malnutrition, linked to poor hygiene and sanitation practices and limited availability of water. The 
situation is aggravated by high rates of household food insecurity: 73% of the households have at least one 
month of low food consumption, particularly during the 3 to 4 months of the ‘hungry season’69. Lack of 
dietary diversity is also a contributing factor to malnutrition with only 13% of all children aged 6-23 months 
meet criteria for a Minimal Acceptable Diet (MAD) which measures both meal frequency and diversity70.  In 
addition, the 2019 Integrated Food Security Phase Classification (IPC)71 report highlights that 70% of total 
calories consumed are from starchy staples such as rice, bread or cassava.  

Climate change-related decreases in agriculture production, loss of harvests, loss of stored grain to pests and 
disasters further compound food insecurity, particularly for the most vulnerable households. While the GOTL 
has introduced some safety nets, such as bolsa da mãe (cash transfers for mothers in extremely vulnerable 
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conditions) and pension schemes for veterans and the elderly, allocating a total of $48M to those in the 2018 
National Budget72, most households in rural areas depend on subsistence agriculture and lack sufficient cash 
income to buy food during the ‘hungry season’. While limited information is available on the subject, 
traditional food consumption practices and food taboos practiced by different ethnic groups in Timor-Leste 
may affect nutrition outcomes, particularly the overvalue placed on the consumption of rice. The value placed 
on traditional medicine and rituals may also affect healthcare-seeking behaviors73. Limitations in access to 
information and ability to reach the healthcare system in rural and remote areas hinder behavior change.   
 

Poor hygiene and sanitation practices further aggravate malnutrition. Seventy-four percent of the rural 
households has access to an improved74 water source, and only 42% of the rural households have access to 
an improved75 latrine 76. Thirty-five percent of the rural households practice open defecation77. Handwashing 
practices are poor, with 20% washing their hands before preparing food, 3% before feeding a child and 
1.6% after using the toilet78. It is important to consider, however, that access to water is often difficult for 
rural households, particularly during the dry season. Thirty-four percent of the households had to walk 30 
minutes or more to fetch water79. Considering the size of households and the large number of young children 
in most households, the burden on mothers to obtain sufficient water to maintain minimum hygiene 
standards should not be underestimated. Access to WASH infrastructure is also limited at school and in 
health facilities. Thirty-five percent of the schools lack basic sanitation and 46% do not have access to 
improved water sources; it is estimated that 40% of the cases of diarrhea at school result from transmission 
at school80. More than 50% of the health posts lack running water81. 

Gender and Power 

Since the country’s independence in 2002, gender equality has been emphasized as an important goal in 
national development and considerable progress has already been made in addressing inequalities through 
legislation, policy development, institutional mechanisms, and raised public awareness. The Secretariat of 
State for the Promotion of Equality and Inclusion / Secretaria de Estado para a Igualdade e Inclusão under 
the Prime Minister’s Office is the main public institution working on gender rights in Timor-Leste. 

Timor-Leste is a patriarchal society in which social norms and cultural values influence gender roles. Men are 
expected to be responsible for decision making in the household and are the major income earners in the 
formal economy. While there is relatively high female representation in the Parliament (38%)82, most 
community leaders are men: Only 5% of the village chiefs (xefe suco) are women83. In most rural 
households, women and men share the role of providing for their families, with women working on 
agriculture, raising livestock, production of handicrafts and small businesses. On the other hand, reproductive 
activities – caring for the home and children – are the near-exclusive responsibility of women and girls. 
Religious and cultural values reinforce male authority and restrict the choices available to women and girls. 
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Cultural practices that perpetuate gender inequality have included polygamy; customary principles relating to 
property rights and inheritance; and the traditional marriage agreement between families from patrilineal 
groups, where brides move from the house of their parents (wife-givers, fetosan) to the house of the groom 
(wife-takers, umane), and families exchange gifts, with the ‘wife-taking’ household providing livestock, gold 
and/or money in the process. While the fetosa’a-umane relationship between households is a fundamental 
pillar of the Timorese culture and ultimately represents a pact between sacred houses, with mutual 
responsibilities for both families, and attaches value (hafolin) to the wife84, it may also lead to a sense of 
ownership of the wife and contribute to gender-based violence. New brides have limited voice and decision-
making power within the household85 and limited decision-making in relation to reproductive health86. The 
condition of new brides is not only the result of a gender relationship, but also of power dynamics within the 
household, with the new bride often having to show deference to the mother-in-law and senior women in the 
husband’s household. These dynamics may hinder the ability of a young wife to make decisions on 
healthcare and childcare and may lead to a deference to the grandmother or mother-in-law to follow 
traditional health practices87, such as post-partum seclusion and non-exclusive breastfeeding. 

Attitudes and practices toward gender may vary considerably between matrilineal and patrilineal ethnic 
groups. Matrilineal communities pass down inheritance through the female line and expect the groom to 
move to live with them, while in patrilineal groups, the wife moves into the groom’s home. There are three 
matrilineal groups in Timor-Leste: Bunak, Tetum-Terik and Galolen, corresponding to 13% of the total 
population88. All three groups are represented in HATUTAN’s targeted areas. The status, authority and power 
of women vary also across matrilineal areas. Patriarchal structures and gendered roles are not absent. Men 
are visible and play an important role in decision-making processes, most of which are made jointly. In 
matrilineal communities, women inherit land but still depend on men to make decisions about it89. 

Previous studies conducted in Timor-Leste indicate the presence of a strong gendered division of work, 
where women are responsible for household chores, caring for children and taking care of livestock and 
home gardens. The gendered division of work is already present in early adolescence; a study conducted 
with students in grades 5 and 6 indicated that girls perform significantly more chores than boys and have less 
leisure time90. Women’s heavy workload can impact on their children’s health and on the quality of childcare. 
This is particularly true in rural areas; in a study conducted in 2012 in Liquica, women said that they have so 
much work that they sometimes forget to eat, so they chew betel nut to suppress their hunger. Because of 
their workload, they are unable to pay maximum attention to their children. Men reportedly have more time 
to rest than women. Two community health volunteers in Liquica said that some mothers do not breastfeed 
their children because they are too busy. In some instances, however, such as when the wife is sick or has 
just given birth, the husband may take over some of the household tasks, such as cooking91. Anecdotal 
reports indicate that women tend to consume a lower quantity of food, and to consume food of lower quality; 
this pattern is associated with the order in which household members take their meals, with women generally 
eating after men and children.  
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Gender parity has been achieved in education, but an inverted gender gap has emerged. The net enrolment 
rate (NER) for girls is 94% compared to 86% for boys. The gap widens at secondary level, with an NER of 
44% for girls and 33% for boys92. The repetition rate for grade 1 is 29% for girls, compared to 23% for 
boys93. On the other hand, women are a minority among the teachers with a university or college degree, 
representing only 35% of the total94. While the proportion of girls who drop out of school in Timor-Leste is 
lower than the proportion of boys at all grades, it is important to note that the reasons behind dropout differ 
for girls and boys. Twenty-five percent of the girls believed that their teachers think that boys are smarter 
than girls, and over 30% believed that boys should stay in school longer than girls. Nearly 25% of the female 
dropouts reported that boys make girls uncomfortable; 17% affirmed that boys harassed girls; 33% felt 
unsafe on the way to school and 24% felt unsafe at school 95.  

Gender-Based Violence and Violence Towards Children 

Most of the women in Timor-Leste (74%) believe that there are some cases in which a husband is justified in 
hitting his wife96. Sixty-four percent of the women living in rural areas think that a woman should not refuse 
sexual intercourse with her husband under any circumstances97. The DHS found that nationally as many as 
29% of women over 15 years old had been subjected to violence by an intimate partner in the 12 months 
preceding the survey98; only 20% of the survivors had sought help99. The experience of intimate partner 
violence had a detrimental impact on children’s mental and physical health100.  

A law on Domestic Violence was passed in 2010, and implementation is in its early stages. The law defines 
domestic violence as a public crime, allowing reporting by members of the public and no longer depending 
only on the survivor’s testimony. Traditional attitudes regarding gender-based violence as a internal family 
matter are highly prevalent though, often resulting in survivors confiding in family and friends but less often 
bringing cases to court. Additionally, families may prefer to engage traditional leaders and arbitrators, settling 
the case in exchange for compensation to the family of the survivor; survivors may also face strong pressure 
from the families involved to avoid tarnishing their reputation101. Limited reporting mechanisms and capacity 
of the police and justice system to respond to survivors still hinder the implementation of the law, despite 
progress such as the creation of special Victim Protection Units under the police system102. A gender analysis 
of the 2016 national budget noted that no funding had been allocated to the implementation of the law103.  

Quantitative data on violence against children is scarce. A 2006 study found that 67% of the children had 
been beaten with a stick by teachers and 39% had been slapped by them; similarly, 60% had been beaten 
with a stick by parents. The Ministry of Education promotes positive discipline measures in the revised 
curriculum and a 2017 government decree law requires teaching and non-teaching staff to promote a healthy 
school environment based on mutual respect and use peaceful disciplinary measures, specifically setting out 
sanctions for use of any kind of violence on the part of teaching or administrative staff.  104  
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98 Ibid, p.299 
99 Ibid, p.305 
100 Asia Foundation (2016) Understanding Violence Against Women and Children in Timor-Leste: Findings from the Nabilan Baseline Study, p.106 
101 Justice System Programme (2011) Customary Law and Domestic Violence in Timor-Leste. Approaches to Domestic Violence against Women in 
Timor-Leste: A Review and Critique.  
102 Ibid, p.28 
103 https://www.laohamutuk.org/econ/OGE16/UNWomenOGE16en.pdf, accessed on May 25, 2019 

104 Decree Law Number 29/2017. 

http://www.moe.gov.tl/?q=node/217
http://www.moe.gov.tl/?q=node/217
https://www.laohamutuk.org/econ/OGE16/UNWomenOGE16en.pdf
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HATUTAN Program Summary 

The HATUTAN program (Hahán ne’ebé Atu fó Tulun ho Nutrisaun no Edukasaun) or “Food to Support 
Nutrition and Education” in English) is a five-year initiative to build a partnership between schools and their 
communities to improve literacy, learning, health and nutrition for children and adults in Timor-Leste. Working 
in partnership with the Government of Timor-Leste (GOTL) and key development stakeholders, The 
HATUTAN program focuses on two strategic objectives: (1) Improved literacy of school-aged children, and 
(2) increased use of health, nutrition and dietary practices. The HATUTAN Program is funded by the US 
Government through the Foreign Agricultural Service of United States Department of Agriculture (USDA) 
under the McGovern-Dole International Food for Education and Child Nutrition Program. The key objective of 
the McGovern-Dole Program is to “reduce hunger and improve literacy and primary education, especially for 
girls.” The Program considers that by providing school meals, teacher training and related support, school 
enrollment and academic performance will increase; and this effect will be maximized and sustained by 
improving children’s health and learning capacity before they enter primary school by offering nutrition 
programs for pregnant and nursing women, infants and pre-schoolers105. The Ministry of Education, Youth 
and Sports is the lead GOTL partner, in collaboration with the Ministries of Health (MOH), State 
Administration (MSA) and Agriculture and Fisheries (MAF). The program is implemented by a consortium led 
by CARE International in Timor-Leste together with Mercy Corps and WaterAid.  

HATUTAN will focus its interventions in four key areas including: 1) increasing the capacity of government 
agencies, school administrators, and community-based organizations (i.e., PTAs, village savings and lending 
associations (VSLAs), etc.) to better manage, fund, and monitor a comprehensive school feeding program 
and support nutrition, health, hygiene improvements in homes and schools; 2) improving tools, techniques, 
and learning environments to increase literacy skills; 3) overcoming social norms to increase gender equality, 
reduce sexual and gender based violence (SGBV), ensure equal learning opportunities for girls, and improve 
nutrition and WASH practices through targeted social behavior change communications (SBCC) and 4); 
increasing food production and income generating activities through farmer trainings, establishing VSLAs, and 
enabling community development agents to profitably provide health and nutrition-focused goods and 
services. 

The program will work in four municipalities (Ainaro, Ermera, Liquica and Manatuto)106, benefitting an 
estimated total of 462,806 students, teachers, school administrators, parents, farmers and public officials. 
Support for the School Feeding Program will operate at the national and municipal level and in all the schools 
covered by the GOTL School Feeding Program in the four municipalities (estimated at 440 schools). The 
priority is to support the government SFP to fully operate in all basic education and preschools throughout 
the school year as per plan. As an interim measure, however, the program will import USDA provided food 
commodities of fortified rice, pinto beans and fortified vegetable oil to the 90,000 preschool and primary-
aged children in 440 schools for three months in the first trimester of school years 2020-2022. In 
coordination with the Ministry of Education, a total of 220 remote and underserved107 primary and pre-
primary schools were selected based on agreed criteria to receive the full intervention support, including 

                                           

105 As per USDA’s McGovern-Dole key objectives, outlined in https://www.fas.usda.gov/programs/mcgovern-dole-food-education-program.  
106 These municipalities were selected based upon a composite ranking for all 12 municipalities and special region of Oecussi, calculated using 
education data: youth literacy rate (age 15-24); adult literacy rate (age 15+); primary net enrollment rate; proportion of out-of-school children; 
dropout rate; transition rate; repetition rate; promotion rate; teacher-pupil ratio; and health and nutrition statistics. 
107 The criteria for selection prioritized schools that are remote, rural and more difficult access; lacking infrastructure (kitchen); not receiving 

significant assistance from other development partners programs; and in some cases, if there are challenges in school management as identified by 
the relevant municipal school inspection services and Education Offices. 

 

https://www.fas.usda.gov/programs/mcgovern-dole-food-education-program
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school- and community-level activities to improve literacy, health, nutrition and hygiene outcomes and shift 
underlying gendered practices.   

The present baseline study serves a dual purpose: To determine baseline values against which the future 
impact of the HATUTAN program will be assessed; and to identify factors affecting the expected outcomes, 
thus informing the refinement of proposed interventions to maximize the likelihood of impact.  

METHODOLOGY 

The HATUTAN baseline evaluation used a mixed-method quasi-experimental design, triangulating information 
from different sources and methods (e.g., quantitative and qualitative) to enhance the reliability and 
comprehensiveness of findings. Data were collected between February and April 2019 in nine municipalities 
with nine teams of 36 data collectors. This study involved the administration of the Early Grade Reading 
Assessment (EGRA) to 2,461 second grade students across nine municipalities (four treatment; five 
comparison). Of these students, 865 were randomly selected for their heads of household and caregivers to 
be interviewed. In addition, data collectors conducted 143 second grade classroom observations and 189 
school surveys. A total of 47 qualitative interviews/focus groups were completed with mothers and fathers 
(separately), teachers and school directors/ coordinators, as shown in Table 1 below:  

Table 1 - Qualitative interviews 

  Fathers Mothers Teachers 
Director/ 
Coordinator 

Ainaro 5 6 5 5 

Ermera 3 3 3 3 

Liquica 2 2 2 2 

Manatuto 2 2 2 2 

Total 12 13 11 12 

Grade Selection 

Reading assessments for McGovern-Dole funded initiatives are usually conducted with students at the end of 
Grade 2 or at the beginning of Grade 3. In this case, however, the assessments were conducted at the end 
of the first trimester of the school year with Grade 2 students. The reasons for grade selection are twofold:  

-The HATUTAN program started to be implemented in October 2018, immediately before the end of the 2018 
school year (which ended in mid-November). Due to the time required for the procurement of evaluation 
services, tool development and local approvals, it was not possible to start the baseline data collection until 
the middle of the first trimester of school year 2019. Additionally, data collection was a protracted process 
due to the rainy season and poor condition of the roads in the remote areas targeted by the program. 

-The program opted for assessing Grade 2 instead of Grade 3 students given that (i) data collection was 
already taking place two to three months into the school year and (ii) extremely high repetition and dropout 
rates in Grades 1 and 2 result in the most at-risk children not reaching Grade 3; therefore, reading 
assessment results are likely to be artificially higher due to the exclusion of the most vulnerable108.  

                                           

108 The average national repetition rates in Grades 1 and 2 are 25% and 17%, reaching 31% and 21% in targeted municipalities. The average 

national dropout rates for the same grades are 6% and 4%, respectively, but as high as 9% and 6% in targeted municipalities. Previous EGRA results 

show a dramatic improvement in Grade 3, which is potentially linked to the exclusion of the most vulnerable children during previous grades.(EMIS) 
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For this reason, adhering to universal EGRA practice, the students tested at the beginning of grade 2 will be 
assessed as grade 1 students.  

Sampling 

In January 2019, CITL selected the target schools in the four municipalities considering vulnerability criteria 
that included (but are not limited to) absence of similar interventions other than the national school feeding 
program; and a composite score including education outcomes; location (rural/ urban); and distance from 
the main road. The list of selected schools was approved by the MEYS previous to sampling. The list of 
schools formed the sampling framework from which the 104 treatment schools were selected for the 
baseline. Sampled schools were selected using stratified random sampling, considering the distribution of the 
student population per municipality in targeted schools.  

Following selection of treatment schools, comparable sub-districts were matched with the treatment 
administrative posts based on language, size, location, and livelihood. (See Table 2.) Comparison schools 
were then identified by selecting a set of schools with a similar average “remoteness” score to that of the 
treatment schools selected in the matched administrative post. Both treatment and comparison schools 
included only public schools that are currently not involved in interventions focusing on reading and school 
feeding, other than nationwide programs covering all municipalities.  

Table 2. Treatment and comparison administrative posts 

Treatment municipality 
Treatment administrative 

post 
Comparison administrative 

posts 

Ainaro 

Ainaro Liquidoe 

Hatubuilico Turiscai / Liquidoe 

Hatu'udo Zumalai 

Maubisse Same 

Ermera 

Atsabe Bobonaro 

Ermera Vila Aileu 

Hatolia Caelaco 

Letefoho Caelaco / Bobonaro 

Railaco Laulara 

Liquica Maubara Atabae 

Manatuto 

Laclo Remexio 

Laclubar Alas / Fatuberliu 

Laleia Vemasse 

Manatuto Vila Vemasse 

Soibada Alas / Fatuberliu 

Table 3 shows the number of participating schools, classrooms, households and students for each 
municipality. Further information on each group is included in the demographics section of this report. 

Table 3. Number of participating schools, classrooms, households and students, by municipality 

  
School Survey 

Classroom 
Observation 

Household Survey EGRA 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 
Count 

Column 
N % 

Municipality (Treatment) 
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Ainaro 28 28.3% 27 27.6% 131 27.0% 360 24.9% 

Ermera 41 41.4% 41 41.8% 208 42.9% 631 43.6% 

Liquica 11 11.1% 11 11.2% 55 11.3% 190 13.1% 

Manatuto 19 19.2% 19 19.4% 91 18.8% 266 18.4% 

Total 99 100% 98 100% 485 100% 1447 100% 

Municipality (Comparison) 

Aileu 23 25.6% 12 26.7% 98 25.8% 234 23.1% 

Baucau 3 3.3% 2 4.4% 14 3.7% 48 4.7% 

Bobonaro 32 35.6% 13 28.9% 136 35.8% 356 35.1% 

Covalima 10 11.1% 8 17.8% 40 10.5% 146 14.4% 

Manufahi 22 24.4% 10 22.2% 92 24.2% 230 22.7% 

Total 90 100% 45 100% 380 100% 1014 100% 

All Municipalities 

Total 189 100% 143 100% 865 100% 2461 100% 

Sample size calculation 

As per the evaluation plan approved by the USDA, the sample size for students was calculated considering a 
0.2 standard deviation effect size; 5% significance level; 80% power; and a design effect of 2109. The sample 
size considered 30% attrition and was powered to allow for sex disaggregated data. The effect size has been 
purposively set at a lower level in comparison with effect sizes obtained by CARE in other settings to avoid 
underpowering the sample; it also takes into consideration the potential for losses in learning due to 
prolonged absenteeism during the period of data collection at midline, which corresponds to the peak of the 
rainy season. The sample size for parents was calculated considering 5% significance level, 80% power and a 
design effect of 2, and is calibrated based on a 15 percent point change in knowledge of improved nutrition 
practices110.   

Grade 2 students in selected schools were randomly sampled from attendance lists for the early grade 
reading assessment. At the time of data collection, school had been in session for two to three months of the 
school year; therefore, students had completed first grade and were at the first trimester of Grade 2. The 
original sample was set at 20 students per school; the actual average was 13 students per school, largely due 
to absenteeism; dropout; and small class sizes in very remote schools. In small classes where the total 
number of students was equal or lower to the stipulated sample size, a ‘take all’ approach was used. The 
household sample was randomly selected from the list of assessed students, with an overall sample of five 
HoHs and caregivers per location. In households where mothers of children under two or children under six 
months of age were present, they were interviewed as well. 

Instruments 

Data collectors conducted the Early Grade Reading Assessment (EGRA) with second grade students, a 
household survey with randomly selected households, a classroom observation in second grade Tetum 
language classes, and a school survey at each school. In addition, parents, teachers and school 
coordinators/directors participated in interviews to provide qualitative data for the study. The tools and the 
methodology for their administration were reviewed by the Ministry for Education, Youth and Sports, which 
provided approval for the study. In addition, the tools and the study design were reviewed also by officials 
from the Ministry of Health, Ministry of Agriculture and Fisheries and KONSANTIL. The recommendations for 

                                           

109 The sample size was calculated as N=2*[(Z1-α/2+Z1-β)/ES], where ES is the estimated effect size. 
110 The sample size was calculated as N=[D*(Z1-α+Z1-β)2*[p1-(1-p1)+p2(1-p2)]]/(p2-p1)2 
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modifications were incorporated in the tools and study design. The instruments for each method are 
described below. 

Early Grade Reading Assessment (EGRA) 

The EGRA used in this study was adapted to Tetum-Prasa (language of instruction in grade two) following 
guidance in the 2016 EGRA Toolkit111. The adaptation considered previous assessments conducted in Timor-
Leste. Native speakers of the main local languages in the sampled areas were consulted to identify which 
letters and sounds are particularly uncommon/ non-existent in their respective primary languages, but found 
in Tetum. Subsequently, more than 80 common words that would be relevant universally to Timorese 
children, whether they live in coastal or mountain villages, were identified in Tetum by speakers of the 
language, through the review of MEYS-approved reading materials and consultations to validate regular use 
of these words in daily interactions with children112. The assumption that those were high frequency words 
familiar to children and therefore used in classrooms was then validated by consultations with speakers of 
the other six main languages used in the targeted areas (Tetum Terik, Mambae, Tokodede, Kemak, Galolen, 
Bunak). The list was refined to exclude words that included difficult/ uncommon sounds in one or more of 
those languages and words that could have ambiguous meaning in another language. Tasks on letter 
recognition, non-word and familiar word reading reflect a progressive increase in the level of difficulty of the 
letter/word. Additionally, sounds and letters that are not used in these languages were minimized in the 
Tetum tasks in order to reduce bias for students with a different mother tongue. Two rounds of instrument 
piloting were conducted with Grade 2 students in non-targeted schools to calibrate the level of difficulty of 
the tasks. The first round of piloting was conducted in three rural, non-sampled schools in Ermera, Liquica 
and Manatuto; a floor effect was observed across the three locations113. A revised version was developed, 
reducing the level of difficulty across all tasks. The revised version was tested in two additional schools in Dili 
(due to the compressed schedule, testing in the municipalities was not possible), with a total of 41 students. 
Based on the results, additional modifications were made on the phrasing and sequence of reading 
comprehension questions. The Ministry of Education shared the reading assessments tools with advisors who 
had worked on previous reading assessments in Timor-Leste, and their combined feedback was incorporated 
in the tool, helping to make the assessment comparable to previous EGRA tests conducted in country. (See 
Appendix A for the final instrument.) 

The EGRA consisted of five sections: letter name knowledge, reading non-words, reading familiar words, 
passage reading, and reading comprehension (two levels114). Raw scores were calculated for each section 
based on the number of correct responses. The raw score was divided by the total possible to produce the 
percent correct score for each section. Each section’s percent correct score was weighted equally to produce 
the overall literacy score. (See Table 4.)  

Table 4. EGRA sections and calculations 

Section Item Types Total Possible Calculation 

Letter name knowledge 100 letters 100 Percent correct letters 

Reading nonwords 60 words 60 Percent correct words 

Reading familiar words 60 words 60 Percent correct words 

Passage reading 60 words 60 Percent correct words 

                                           

111 RTI International. (2016). Early Grade Reading Assessment Toolkit, Second Edition.  
112 As per guidance in the 2016 EGRA Toolkit (reference above), p.58 
113 20 students were assessed during this first round. Given the floor effect observed in all locations the pilot was interrupted. 
114 The assessment included two reading comprehension tasks, each one with a short text and an associated set of reading comprehension questions. 
The second task was included based on CARE’s previous experience of conducting literacy programming in other countries, where EGRA was 
adequately calibrated at the baseline, but showed a near-ceiling effect at midline due to large gains. The introduction of a more difficult task prevents 
the ceiling effect in subsequent evaluation rounds.  
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Passage comprehension 10 questions 10 Percent correct words 

Overall literacy score  --  -- Average of percent correct 

A reliability analysis was conducted to determine the extent to which the sections of the EGRA are correlated 
and can create a reasonable scale score (i.e., overall literacy score). This is measured using Cronbach’s 
alpha. An extremely high reliability score of 0.934 was produced, which indicates the items measure a similar 
literacy construct. 

Considering the multilingual context and the range of different practices used by teachers, enumerators were 
instructed to accept any correct response to letter identification, regardless if the letter was identified in 
Tetum, Portuguese or in a local language other than Tetum. In a similar manner, enumerators were 
instructed to accept different accents as correct in word and passage reading tasks. Practical exercises on 
different letter names across languages and local accents were conducted with enumerators during the 
training to ensure the application of this protocol in the field.  

A pictorial working memory test was included in the student assessment. Research highlights that the 
amount of information stored in working memory depends on the focus and level of attention115. In this case, 
the working memory test is being used as a proxy indicator of attentiveness. After completing the EGRA, a 
set of images representing common objects / animals was presented to the child, with the enumerator 
presenting the images individually, mentioning the name of the object / animal in the drawing, and 
instructing the child to look at each image carefully and remember the images later. The images were then 
taken away and the child was asked to recall as many objects as possible. The test was based on standard 
working memory tests used in clinical psychology, adapted for field administration. A total of 19 images were 
used. The number of images, the content and the clarity of the images were piloted and refined; the overall 
number of images was increased and some of the images were replaced due to lack of clarity in 
interpretation of their meaning.  

Students who are not Tetum speakers received instructions to each task in their mother tongue (although the 
tasks themselves were conducted in Tetum, such as familiar words and passage reading). This allowed the 
study to disambiguate between students not being able to perform the task due to their language skills, or 
due to poor reading skills.  

Classroom Observation 

Team leaders conducted classroom observations in second grade Tetum language classes for nearly all 
treatment schools and about half of comparison schools. The classroom observation tool consisted of a set of 
teaching practices that data collectors observed, including copying from the board, reading to the students, 
and using games. They marked “observed” or “not observed” for each practice. In addition, data collectors 
observed teacher behavior toward girls and boys, such as whether they encouraged, asked questions to, or 
used angry voices with girls and boys. The classroom observation tool was developed based on existing tools 
used by CARE, originally developed under the Patsy Collins Trust Fund Initiative and currently in use under 
the global Girls’ Education Challenge. The tool includes items on teacher background; reading practices in 
class; child-centered teaching practices and student participation; student access to materials; gendered 
practices; use of physical and verbal violence against students; and use of formative assessments. While 
CARE uses timed classroom observations in other countries, most of the observations were not timed in this 
study, as systematic issues were observed during the pilot with the use of a timed protocol. The only timed 

                                           

115 Cowan, N. Working Memory Underpins Cognitive Development, Learning and Education. Educ Psychol Rev. 2014 Jun 1; 26(2): 
197–223.  
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observation was a one-minute assessment of student attentiveness (conducted with a subgroup of 10 
students clustered in one side of the class).  

A reliability analysis was conducted with the engaging teaching practices to determine whether they were 
correlated to justify a scale score. Nine of the 13 items were strongly correlated with a Cronbach’s alpha 
score of 0.801. (See Table 5.) When included in the scale, the remaining four items did not drop the 
reliability score very much (0.786) but were removed in order the have the strongest scale possible. 

 

Table 5. Engaging teaching practices scale 

Items included in the scale Items NOT included in the scale 

Students participate in reading activities 
with others 

Teacher asks open questions  

Students read by themselves Teacher reads to the students 

Teacher uses games or exercises  Students work together in groups 

Teacher calls on inactive students to engage 
them in activities 

Teacher uses the reading corner for literacy 
activities 

 Teacher asks the students' opinion.  

Teacher encourages male students   

Teacher encourages female students   

Teacher asks questions to male students   

Teacher asks questions to female students   

School Survey 

The school survey was administered with school directors or coordinators. It collected data on teacher 
attendance, student enrolment and attendance, as well as infrastructure including water, electricity, toilets, 
kitchen and storage space. In addition, schools reported where they procured food from for the school 
feeding program, as well as the types of food served that day, if any. Student enrolment and dropout data 
were copied from school records. Student attendance was collected both through head counts and by 
copying data recorded in attendance registers.  

Household Survey 

The household survey was conducted with the families of second grade students included in the EGRA 
assessment. The household survey was developed using existing items from surveys previously conducted by 
CARE under the global Girls’ Education Challenge, as well as standard FFP surveys. The instrument covered a 
wide variety of topics for the head of household and caregiver. The head of household answered questions 
about the number of people living in the household and its composition. They also reported on household 
savings and loans and the ways in which they are used. Caregivers were asked about student attendance at 
school, the school feeding program, gender-based violence, nutrition knowledge and practices, and hygiene 
knowledge, among other topics. Specific attention was given to breastfeeding for pregnant and lactating 
mothers. The tool was pre-tested in rural areas of Dili and refined based on the results, as well as on the 
feedback received from government and development partners.  

During the first week of data collection, a widespread issue with the validity of a question on identification of 
hygiene practices was observed. An additional set of questions was developed, using a pictorial approach for 
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enhanced clarity. Respondents were asked to identify if they should wash their hands before doing the 
activities depicted in each picture in a set of images; (2) if they should wash their hands after doing the 
activities represented in each picture in a second set of images; and (3) to identify good hygiene behaviors in 
a set of images. After initial validity testing with a field sample, these questions were appended to the 
household survey and deployed for use in the remaining households.  

Dietary diversity scores were calculated for women caregivers of child-bearing age (15-49). The score was 
created based on the USAID’s Office of Food for Peace Indicators Handbook (2015)116. Caregivers reported 
the foods they consumed during the prior day, which were subsequently coded according to nine food group 
categories. Scores were assigned on a scale of 0 to 9 indicating the number of food groups each caregiver 
consumed the previous day. (See Table 6.) 

Table 6. Women’s dietary diversity food group categories 

Food Groups Question 

Grains, roots and tubers Maize, rice, bread, cereals/porridge, noodles, rice, mash/residue or other foods 
made from grains such as maize or wheat 

White potatoes, white yams, white sweet potato, cassava, or any other foods made 
from roots 

Legumes, beans, nuts and 
seeds 

Any foods made from beans, peas, lentils, peanuts 

Any foods made from nuts and seeds such as pumpkin, sunflower seeds 

Dairy products Milk or food prepared with milk (DO NOT count condensed milk here) 

Eggs Eggs 

Organ Meat Any liver, kidney, heart, blood or other organ meats from domesticated animals 
such as cow, pig, goat, chicken or duck 

Any organs from wild animals, such as game meat, bush rats, birds, wild pigeons, 
guinea fowl, deer, wild boar 

Flesh foods and other 
miscellaneous small animal 
protein 

Any meat such as beef, pork, lamb, goat, chicken, or duck 

Any flesh from wild animals, such as game meat, bush rats, wild birds, deer, wild 
boar, wild goat 

Fresh or dried fish, shellfish or seafood 

Grubs, snails or insects 

Vitamin A-rich dark green 
leafy vegetables 

Dark green leafy vegetables such as spinach, kangkung, lettuce, mostard greens, 
pumpkin leaves, cassava leaves or potato leaves 

Other vitamin A-rich 
vegetables and fruits 

Pumpkin, carrots, squash, orange flesh sweet potatoes or or any other dark yellow 
or orange fleshed roots, tubers and vegetables 

Ripe mangoes, ripe papaya, melon, passionfruit or other fruits that are dark yellow 
or orange inside 

                                           

116 USAID. (April 2015). Food for Peace Indicators Handbook. Part I: Indicators for Baseline and Final Evaluation Surveys.  
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Foods made with red palm oil 

Other fruits and vegetables Any other vegetables, like cucumbers, tomatoes, cabbage, eggplant, etc. 

Any other fruits like watermelon, tamarind, jackfruit etc. 

  Any indigenous (wild fruits) 

Dietary diversity scores were also calculated for children between the ages of 6 and 23 months. Caregivers 
reported the foods their child consumed during the prior day, which were coded according to seven food 
group categories. Scores were assigned on a scale of 0 to 7 indicating the number of food groups each child 
consumed the previous day. (See Table 7.) 

Table 7. Children between 6-23 months dietary diversity food group categories 

Food Groups Question 

Grains, roots and tubers 
Thin porridge 

Maize, rice, bread, cereals/porridge, noodles, rice, mash/residue or other foods 
made from grains such as maize or wheat 

White potatoes, white yams, white sweet potato, cassava, or any other foods made 
from roots 

Legumes and nuts Any foods made from beans, peas, lentils, peanuts 

Any foods made from nuts and seeds such as pumpkin, sunflower seeds 

Dairy products Infant formula 

Milk such as tinned, powdered, or fresh animal 

Milk or food prepared with milk (DO NOT count condensed milk here) 

Eggs Eggs 

Flesh foods (meat, fish, 
poultry, and liver/organ 
meats) 

Any meat such as beef, pork, lamb, goat, chicken, or duck 

Any organs from wild animals, such as game meat, bush rats, birds, wild pigeons, 
guinea fowl, deer, wild boar 

Any flesh from wild animals, such as game meat, bush rats, wild birds, deer, wild 
boar, wild goat 

Fresh or dried fish, shellfish or seafood 

Vitamin A-rich fruits and 
vegetables 

Dark green leafy vegetables such as spinach, kangkung, lettuce, mostard greens, 
pumpkin leaves, cassava leaves or potato leaves 

Pumpkin, carrots, squash, orange flesh sweet potatoes or or any other dark yellow 
or orange fleshed roots, tubers and vegetables 

Ripe mangoes, ripe papaya, melon, passionfruit or other fruits that are dark yellow 
or orange inside 

Other fruits and vegetables Any other vegetables, like cucumbers, tomatoes, cabbage, eggplant, etc. 

Any other fruits like watermelon, tamarind, jackfruit etc. 
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  Any indigenous (wild fruits) 

*Questions not included in the analysis for children ages 6-23 months who did not breastfeed. 

 

Focus Groups/Interviews 

Focus groups and qualitative interviews were conducted with parents (mothers and fathers separately), 
teachers and school directors/ coordinators. In the case of teachers, interviews were conducted where only 
one teacher was available at the school.  

Interview guides for parents were prepared to provide in-depth information on absenteeism/ lateness, 
including patterns, causes and means of addressing it; workload sharing practices at the household and the 
impact of the gendered division of work on health, hygiene and nutrition; traditional practices on nutrition 
and childcare; breastfeeding; healthcare seeking behaviors; perceptions about student learning and the 
factors affecting it; school feeding practices; perceptions about school management, participatory 
management/PTA engagement in school governance, and accountability practices; practices on savings and 
decision-making on the use of savings; ability to increase farming production and perceptions about 
participation in farmers’ groups; occurrence and disclosure of violence and gender-based violence; and 
perceptions about the use of physical and verbal violence against students. 

Interview guides for directors and coordinators included questions on perceived management responsibilities; 
previous training and perceptions about training; PTA engagement and perceptions of its value; student and 
teacher attendance; what works to teach children to read and which are the major challenges in teaching 
literacy; classroom management and student participation; school feeding (practices, management and 
challenges). Female directors/ coordinators were asked to respond specific questions about potential 
challenges in gender relationships when performing their role. Interview guides for teachers included 
questions on attendance, learning and classroom management.  

Data Collection 

CARE received over 3000 applications for the enumerator positions: nine Team Leaders and 27 Data 
Collectors. A preselection was made of applicants based on previous data collection experience and skills in 
target local languages. This first group did a practical test and those meeting the cut-off point proceeded to 
the interview. A total of 205 data collector candidates attended the practical test and 54 of these passed to 
the interview. A total of 34 (14 male /20 female) were selected for the training course only with an end of 
training test required before they would be hired. Team leaders were trained for 11 days, including five days 
of training jointly with data collectors. Training topics included introduction to the program; child protection; 
prevention of sexual harassment and abuse; research ethics and informed consent for adults and children; 
confidentiality and data security; using electronic data collection forms; working with children; review of the 
quantitative tools; data quality control; mock practice; field practice; and final test. Team leaders received 
additional modules on team management and reporting; workplan; data quality control; qualitative data 
collection; and more extensive field practice. MEYS staff participated in training sessions and provided input 
on data collection procedures and tools. Based on results of the post-training test, nine Team Leaders were 
selected (4 male / 5 female) and 27 (12 male / 15 female) data collectors.  

Before the training, all data collectors received a detailed explanation on CARE’s policies on child protection 
and protection from sexual harassment and abuse, received copies of those, and were required to sign their 
agreement with both policies.  

Data collection began on February 25, 2019 and ended on April 15, 2019. Teams spent an average of one 
and a half days at each school collecting data with students, teachers, school coordinators/directors, and 
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families. They used electronic data collection tools (using xls forms uploaded into ONA117) to allow for real-
time data verification and cleaning.  

Qualitative data was recorded with the consent of participants. All data was transcribed, translated and coded 
using emerging themes.  

Informed Consent and Child Protection Practices 

Each team leader initially requested consent from the director/coordinator (as applicable - or authorized 
representative in case of his/her absence) to carry out the study at the school, explaining its purpose and the 
confidential nature of the responses. The director/coordinator provided electronic signatures (in the tablets) 
confirming consent for each student assessed. Following that, the team leader requested consent from the 
Grade 2 teacher (s) to carry out the EGRA with selected students, explaining the random selection process, 
the confidential nature of the responses, and the right to refuse (from both teachers and students). Once 
consent was received, each enumerator introduced him/herself to the class and explained that they were 
conducting a study to support education for children in Timor-Leste. 

Previous to sampling students at the classroom, the school director/ coordinator, the teacher and all the 
students were informed of their right to refuse to participate. Acknowledging that in many cases, children 
might not openly refuse, particularly given cultural norms on obeying adults, team leaders and enumerators 
were instructed to select an alternate if the child showed signs of reluctance or fear (not approaching the 
enumerator when called; recoiling; hiding; crying etc), and to ask the teacher not to insist with the child to 
participate. On the other hand, team leaders and enumerators have also received strict instructions to assess 
only randomly sampled children to avoid a bias towards better students selected by teachers, or extroverted 
students.  

Once a student was randomly selected in class, and before starting the test, the enumerator again asked 
each participant – individually to avoid peer/ teacher pressure - if he/she wanted to participate in an ‘activity’ 
(the words ‘test’ or ‘assessment’ were not used with students due to the potential negative perceptions 
associated to them, particularly considering the impact on children who had not yet learned to read). 
Enumerators then explained to each child that if he/she choose not to participate, there would be no 
consequences; and if he/she decided to participate, their responses would not be shared with his/her teacher 
or parents or individually identified in any manner.  

Children were informed of their right to interrupt the activity at any time. Enumerators were strictly 
instructed and monitored to conduct the assessment with children in public spaces, usually in outside spaces 
where shade was available. Spaces were pre-selected by enumerators to allow for the assessment to be 
conducted outside earshot of the teacher and other students, or other adults nearby, but within their full 
view. The team leader monitored the process to avoid any inappropriate contact or form of abuse towards 
children or attempts to provide answers or hints of answers to children. 

The EGRA administration protocol was developed to create an enabling, comfortable environment for the 
child, preventing stigmatization/ trauma to those who are struggling to read or of children with cognitive 
disabilities. The child copies were printed using large font sizes to ensure readability. The enumerators 
started the interaction with the child with consent, a short introduction and a non-related activity (song, 
game or story, as per the enumerator’s preference) to reduce potential anxiety/ fear, considering that 

                                           

117 ONA is an online system for collection, aggregation and visualization of electronic data. Data aggregated into ONA can be exported into multiple 

formats.  
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interacting with strangers is an unusual occurrence for many children in rural and remote areas. If the child 
was unable to recognize any letters (Task 1), or subsequently, was unable to read any non-words (Task 2) 
the reading assessment was terminated. Before letting the child go, enumerators were instructed to tell the 
child a story and ask questions, thus avoiding any perceptions from the teacher or colleagues that the child 
had been ‘returned’ due to his/her inability to read. Enumerators were instructed to stop the assessment 
immediately if the child started crying or demonstrated other signs of being upset.  

At the household level, the head of household and caregiver were informed of their right to refuse to 
participate or to terminate the interview at any time. A do-no-harm protocol was observed, with questions on 
domestic violence only being asked if the female caregiver was interviewed alone.  

In a similar manner, all participants of focus groups and interviews were informed of their right not to 
participate and to exit the interview at any time. Participants were asked for their consent to the interview 
and to being recorded.  

In line with principles of confidentiality, child protection and protection of vulnerable respondents, 
enumerators were instructed not to take photos or videos of any respondents. All data contained in this 
report has been anonymized to ensure protection and confidentiality, in light with principles of research 
ethics. 

Data Quality Control 

Instruments were translated into Tetum by a Tetum-speaking CARE staff. The EGRA was originally developed 
in Tetum and backtranslated into English. Translations were subsequently checked by an independent 
translator.  

The independent evaluator and CARE’s Senior Research and Learning Advisor and M&E officers monitored 
research processes in the field during the first week of deployment to ensure that protocols were being 
followed; emerging issues were timely addressed; and team leaders could clarify any procedural questions. 
CARE’s M&E officers conducted ongoing checks on teams throughout data collection, with particular attention 
to cases where high attrition rates or issues impeding data collection had been reported in order to validate 
the reasons for those.   

Electronic data uploaded by teams was checked on a daily basis for completeness, accuracy and consistency. 
Field locations were validated vis a vis school GPS coordinates. Errors were reported immediately to team 
leaders for correction.  

Data Analysis 

As this was a baseline survey, the main aim of the data analysis was to provide an updated situation analysis 
to inform the program design and establish baseline values. The main forms of data analysis included: 

1. Descriptives of students, household, and school demographics  
2. Descriptives for each question (frequency distributions, means, and standard deviations) 
3. Comparison of means to determine statistical significance between demographic groups (e.g., gender, 

location, study group) 
4. Calculation of literacy scores, teaching practices, and health knowledge  
5. Hierarchical linear modeling to determine student and school-level predictors of literacy 

Study Limitations  

As with any study, there are limitations that must be addressed. First, there is potential response bias, which 
means respondents’ answers may not be wholly accurate or truthful. In cases where respondents provide 
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self-reported information, there is often a strong desire to respond in a socially acceptable manner. While the 
design of the instruments and the interview protocol tried to account for this by using clear language and 
creating a comfortable environment in which to respond, response bias is unavoidable. Some instances 
where this may have occurred (e.g., students’ self-reports of their ability to pay attention in class) were 
noted in the results section. Results were extensively triangulated for validation; for instance, student self-
reports of attentiveness were triangulated with data on student attentiveness collected during classroom 
observations conducted in their classes. 

Second, the sample sizes are too small within each municipality and language group to generalize the results 
at those levels118. This report includes data disaggregated for study group and gender, where possible. 
Comprehensive data are included in the data summary appendix (separate Excel file) but should not be 
generalized to the general population in those municipalities (treatment or comparison locations), nor can be 
used as national-level data.   

Third, it was not possible to have perfect matches between treatment and comparison administrative posts. 
In some cases, the best matching comparison administrative post already had too many schools with similar 
interventions. In addition, there were two problems in matching languages between treatment and 
comparison groups. The Laclubar schools include students belonging to a very small linguistic group, which is 
not comparable to others; and while Manatuto Vila and Vemasse share many characteristics, 
the language makeup is different. 

Fourth, bad weather and poor road conditions increased the amount of time needed for data collection. This 
led the team to prioritize the collection of some data items from treatment schools over comparison schools. 
For example, infrastructure questions were removed from the school survey for comparison schools near the 
end of the data collection period. This was justified since the program interventions will be focused on 
developing infrastructure for treatment schools only. Available data are reported in the results section and 
the low sample size is noted. 

Fifth, wherever inconsistent patterns were observed, the data was removed from the analysis. This reduced 
the sample size for some variables. The limitation is noted in the respective sections of the analysis. 

Sixth, due to an error in coding, data on the sex of the head of household is missing for part of the 
households interviewed. The limitation is noted in the respective analysis section. 

Seventh, the attrition rate (40%) in the student sample was higher than the originally anticipated 30% due 
to high absenteeism (32% of the students were not in class on the day of the survey) and dropout (3% of 
the students had already dropped out of school since the beginning of the school year). In some cases, 
enumerators spent additional time at schools in order to contact sampled students who had been absent but 
could be contacted.  

Eighth, school records were not available for some classes/ schools, due to a variety of reasons (had been 
lost due to disasters, records were locked in cabinets and the coordinator was absent, etc). In those cases, 
enrolment, dropout and attendance data (other than head counts) could not be obtained.  

 

                                           

118 Powering the sample adequately to disaggregate results per municipality and mother tongue would have required an extremely 

large number of interviews, which would have increased costs exponentially and potentially required an expansion of the project 
area, as it might exceed the actual student population in targeted areas.  
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DEMOGRAPHICS 

Schools 

The HATUTAN baseline study included schools from nine municipalities in Timor-Leste. The treatment schools 
were located in four municipalities: Ainaro, Ermera, Liquica, and Manatuto. The comparison schools came 
from Aileu, Baucau, Bobonaro, Covalima, and Manufahi. Within the treatment municipalities, most schools 
(81.8%) were located in rural areas compared to being in towns. All but one treatment school participated in 
both the school survey and classroom observation, while about half of the comparison schools participated in 
both.   

Students 

Sampled grade two students at each participating school were invited to participate in the Early Grade 
Reading Assessment (EGRA). Overall, 2461 student participated in the EGRA across all nine municipalities. 
Student responses were fairly evenly distributed between males (52.1%) and females (47.9%). More than 
half (58.8%) were from one of the four treatment municipalities. (See Table 8.) 

Table 8. Student participants, by gender 

  

Total Male Female 

Count Row N % Count Row N % Count Row N % 

Municipality (Treatment) 

Ainaro 360 100% 180 50.0% 180 50.0% 

Ermera 631 100% 343 54.4% 288 45.6% 

Liquica 190 100% 89 46.8% 101 53.2% 

Manatuto 266 100% 136 51.1% 130 48.9% 

Total 1447 100% 748 51.7% 699 48.3% 

Municipality (Comparison) 

Aileu 234 100% 123 52.6% 111 47.4% 

Baucau 48 100% 28 58.3% 20 41.7% 

Bobonaro 356 100% 180 50.6% 176 49.4% 

Covalima 146 100% 75 51.4% 71 48.6% 

Manufahi 230 100% 127 55.2% 103 44.8% 

Total 1014 100% 533 52.6% 481 47.4% 

All Municipalities 

Total 2461 100% 1281 52.1% 1180 47.9% 

Households 

About five households were randomly selected from each school to participate in the household survey. The 
head of household (HOH) was interviewed first, followed by the primary caregiver (if different from the 
HOH). A total of 865 households were included in the interview with 485 being from treatment communities 
and 380 being from comparison communities. Due to an error, information on HOH gender is not available 
for 312 households. Of the available data, about two-thirds of the heads of household were men in the 
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treatment (69.4%) and comparison (69.2%) groups. Nearly all of the caregivers were female in the 
treatment (89.9%) and comparison (92.1%) households. (See Table 9.) 

Table 9. Head of household and caregiver participants, by gender 

  

Head of Household Caregiver 

Total Male Female Total Male Female 

Count 
Row 
N % 

Count 
Row 
N % 

Cou
nt 

Row 
N % 

Count 
Row N 

% 
Coun

t 
Row 
N % 

Count 
Row 
N % 

District (Treatment) 

Ainaro 40 100% 33 82.5% 7 17.5% 131 100% 2 1.5% 129 98.5% 

Ermera 50 100% 28 56.0% 22 44.0% 208 100% 34 
16.3
% 

174 83.7% 

Liquica 21 100% 20 95.2% 1 4.8% 55 100% 4 7.3% 51 92.7% 

Manatuto 62 100% 39 62.9% 23 37.1% 91 100% 9 9.9% 82 90.1% 

Total 173 100% 120 69.4% 53 30.6% 485 100% 49 
10.1
% 

436 89.9% 

District (Comparison) 

Aileu 98 100% 62 63.3% 36 36.7% 98 100% 16 
16.3
% 

82 83.7% 

Baucau 14 100% 5 35.7% 9 64.3% 14 100% 3 
21.4
% 

11 78.6% 

Bobonaro 136 100% 124 91.2% 12 8.8% 136 100% 3 2.2% 133 97.8% 

Covalima 40 100% 30 75.0% 10 25.0% 40 100% 0 0.0% 40 
100.0

% 

Manufahi 92 100% 42 45.7% 50 54.3% 92 100% 8 8.7% 84 91.3% 

Total 380 100% 263 69.2% 117 30.8% 380 100% 30 7.9% 350 92.1% 

Language 

Households spoke a variety of languages across all of the municipalities. Most heads of household (HOH) and 
caregivers indicated that they speak more than one language. About three-fourths of HOH (75.7%) and 
caregivers (76.5%) in the treatment group spoke Tetum. In the comparison group, about two-thirds of HOH 
(65%) and caregivers (64.2%) spoke Tetum. Mambae is the second most frequently spoken language in the 
treatment areas. (See Table 10.) 

Table 10. Head of household and caregiver primary languages, by study group  

  

Head of Household Caregiver 

Comparison (n=380) Treatment (n=485) Comparison (n=380) Treatment (n=485) 

Count % of total Count % of total Count % of total Count % of total 

Bunak 46 12.1% 27 5.6% 46 12.1% 25 5.2% 

Galolen 1 0.3% 23 4.7% 1 0.3% 22 4.5% 

Idate 0 0.0% 54 11.1% 0 0.0% 55 11.3% 

Kemak 126 33.2% 51 10.5% 129 33.9% 52 10.7% 

Mambae 131 34.5% 278 57.3% 128 33.7% 274 56.5% 

Mdiki 0 0.0% 4 0.8% 0 0.0% 4 0.8% 

Tetum 247 65.0% 367 75.7% 244 64.2% 371 76.5% 

Tetum Terik 46 12.1% 15 3.1% 44 11.6% 15 3.1% 

Tokodede 1 0.3% 53 10.9% 1 0.3% 51 10.5% 
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The results highlight the need to develop adequate strategies for behavior change communication in local 
languages, in order to reach non-Tetum speaking caregivers and HOHs. Overall, the proportion of non-Tetum 
speakers is higher among female HOHs (74% compared to 65% of male HOHs); the difference is nearly 
significant.119 

Thirty-three percent of the Grade 2 students in treatment sites and 39% of those in comparison sites do not 
speak Tetum. In treatment areas, the proportion of non-Tetum speakers varies considerably: 15% in Ainaro, 
28% in Ermera, and 55% in Liquica and Manatuto. As noted previously, the results cannot be generalized to 
the whole student population in the municipality but indicate the need for additional effort in bridging primary 
local languages and Tetum in early primary grades in the treatment sites.  

Highest rate of education 

About one-third of heads of household (31.7%) and caregivers (35.9%) reported having no education. Only 
about four in ten had more than a primary education (37.9% for HOH; 37.1% for caregivers). Respondents 
from the treatment group tended to have lower rates of education than those from the comparison group. 
(See Table 11.)  

 

Table 11. Head of household and caregiver levels of education, by study group 

  

Total Comparison Group Treatment Group 

Count 
Column N 

% 
Count 

Column N 
% 

Count 
Column N 

% 

Head of household 

No education 270 31.7% 102 27.1% 168 35.2% 

Primary education 260 30.5% 113 30.1% 147 30.8% 

Pre-secondary education 121 14.2% 58 15.4% 63 13.2% 

Secondary education 169 19.8% 86 22.9% 83 17.4% 

University 33 3.9% 17 4.5% 16 3.4% 

Total 853 100.0% 376 100.0% 477 100.0% 

Caregiver 

No education 309 35.9% 125 33.1% 184 38.2% 

Primary education 232 27.0% 99 26.2% 133 27.6% 

Pre-secondary education 143 16.6% 69 18.3% 74 15.4% 

Secondary education 160 18.6% 76 20.1% 84 17.4% 

University 16 1.9% 9 2.4% 7 1.5% 

Total 860 100.0% 378 100.0% 482 100.0% 

Female heads of household are more likely than male heads of household to have some kind of education. 
About three out of ten males (30.6%) have no education compared to only two out of ten females (19%). 
However, males are more likely to have a university education (6.1%) than female heads of household 
(0.6%). (See Table 12.) 

Table 12. Head of household levels of education, by gender 

  Total Male Female 

                                           

119 Χ2 (1, N=553)=3.67, p<0.06 
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Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

No education 270 31.7% 116 30.6% 32 19.0% 

Primary education 260 30.5% 119 31.4% 53 31.5% 

Pre-secondary 
education 

121 14.2% 46 12.1% 42 25.0% 

Secondary education 169 19.8% 75 19.8% 40 23.8% 

University 33 3.9% 23 6.1% 1 0.6% 

Total 853 100.0% 379 100.0% 168 100.0% 

Number of people in the household 

Most households (62.7%) had between five and eight people. About one in three (29.4%) had nine or more 
people. This distribution was similar between treatment and comparison groups. (See Table 13.) 

Table 13. Number of people in household, by study group 

  

Total 
Study Group 

Comparison Treatment 

Count 
Column N 

% 
Count 

Column N 
% 

Count 
Column 

N % 

Number of people in the household 

1 to 4 people 69 8.0% 32 8.4% 37 7.6% 

5 to 8 people 542 62.7% 248 65.3% 294 60.6% 

9 or more people 254 29.4% 100 26.3% 154 31.8% 

Total 865 100.0% 380 100.0% 485 100.0% 

For the treatment group, the distribution of household size was similar for rural and urban locations. Rural 
locations were slightly more likely (32.4%) to have nine or more people in a household compared to urban 
(or town-based) locations (28.9%). (See Table 14.) 

Table 14. Number of people in household, by location 

  
Rural Urban 

Count Column N % Count Column N % 

Number of people in the household 

1 to 4 people 29 7.3% 8 8.9% 

5 to 8 people 238 60.3% 56 62.2% 

9 or more people 128 32.4% 26 28.9% 

Total 395 100.0% 90 100.0% 

Disability 

Caregivers were asked if the students participating in the EGRA had some form of disability. The Washington 
Group short set of questions120 on disability was used for the assessment. The prevalence of physical 
disabilities is relatively low, with hearing disabilities being the highest (5 and 6% for treatment and 

                                           

120 http://www.washingtongroup-disability.com/wp-content/uploads/2016/01/The-Washington-Group-Short-Set-of-Questions-on-

Disability.pdf 
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comparison, respectively). On the other hand, cognitive disabilities and mental health issues are reportedly 
extremely high. More than a third of the caregivers affirmed that the assessed students have difficulty 
remembering or concentrating, which may be related to nutritional issues. Twenty-three percent of the 
caregivers in the treatment areas affirmed that the assessed child demonstrates severe anxiety daily, weekly 
or monthly, and 10% affirmed that the child is very sad or depressed daily, weekly or monthly. (See Table 
15). 

Table 15 - Prevalence of different types of disability among Grade 2 students, per study group121 

  
Comparison Treatment 

Count Column N % Count Column N % 

Disability prevalence among assessed Grade 2 students 

Vision 7 1.8% 8 1.6% 

Hearing 21 5.5% 23 4.7% 

Mobility 3 0.8% 3 0.6% 

Remembering/ 
Concentrating 

131 34.7% 184 38.3% 

Self-care 75 10.7% 87 17.9% 

Communication 53 14% 75 15.5% 

Anxiety122 97 25.5% 115 23.7% 

Depression123 50 13.2% 50 10.3% 

 

LITERACY RESULTS 

Overall literacy scores 

Students who participated in the Early Grade Reading Assessment (EGRA) were assessed in five task areas: 
letter name knowledge, reading non-words, reading familiar words, passage reading, and reading 
comprehension. Each task was scored based on the percent of items correctly answered out of the total 
number of items. An overall literacy score was calculated as the average of the five task scores124. Students 
in the comparison group received an average score of 13.6 percent, and students in the treatment group 
scored an average of 10.6 percent. Overall, 66% of the students could not read a single non-word (64% 
treatment, 68% comparison). 

The students tested performed the best on letter name knowledge with an average score of about 21 
percent. In other words, students correctly identified an average of 21 letters out of 100 (20.6%) in one 
minute. The remaining four tasks had average scores between seven and 12 percent. On average, students 

                                           

121 Prevalence is calculated by adding together the proportion of caregivers who respond that the child had “some difficulty” or “a lot 

of difficulty” in the modality, thus capturing data both on mild and severe cases. 
122 Prevalence is calculated as caregivers reporting that the child seems very anxious or worried daily, weekly or monthly. 
123 Prevalence is calculated as caregivers reporting that the child seems very sad or depressed daily, weekly or monthly. 
124 The reading comprehension score was calculated as the mean of the two sets of comprehension scores (set 1 and set 2).   



Page 51 of 197 

correctly identified four out of 60 non-words (6.9%), six of the 60 familiar words (10.7%), and about six out 
of 60 words in a passage (9.4%). They answered about two of the five comprehension questions (17.7%)125 
that required literal recall from the text and less than one of the five comprehension questions (5.7%) that 
required inferential interpretation from the passage. There was a small, but statistically significant, difference 
between treatment and comparison students with treatment students scoring slightly lower on average. As 
measured by Cohen’s d, the effect sizes for all tasks were between .15 and .19. This can be interpreted to 
mean that the practical significance between the treatment and comparison groups is small. (See Table 16 
and Figure 1.) The difference in performance between treatment and comparison sites is not surprising, 
given that treatment municipalities had been selected based on their lower education outcomes. There is also 
a potential effect of the additional exposure time of comparison students to Grade 2 classes, as data was 
collected from comparison schools mostly towards the end of the survey; it is unlikely, however, that two to 
three weeks of exposure would have a significant impact on the results.  

The relatively large standard deviations indicate that there is a wide spread of scores within all sections. In 
other words, there is not a cluster of students around the mean score; rather scores are more spread out. 
There exists a wide range of ability levels across the tested students.  

Table 16. Literacy means, standard deviations, and confidence intervals (CI), by study group 

  Count Min. Max.  Mean SD 
95% CI 

(low) 

95% CI 

(high) 

Letter name knowledge 

Comparison***     1014 0.0 95.0 22.3 18.0 21.2 23.4 

Treatment   1447 0.0 100.0 19.5 17.2 18.6 20.3 

Total 2461 0.0 100.0 20.6 17.6 19.9 21.3 

Reading non-words 

Comparison***     1014 0.0 100.0 8.2 13.6 7.4 9.1 

Treatment   1447 0.0 100.0 5.9 11.3 5.3 6.5 

Total 2461 0.0 100.0 6.9 12.3 6.4 7.4 

Reading familiar words 

Comparison***     1014 0.0 100.0 12.5 18.4 11.4 13.6 

Treatment   1447 0.0 100.0 9.4 15.6 8.6 10.2 

Total 2461 0.0 100.0 10.7 16.8 10.0 11.4 

Passage reading 

Comparison***     1014 0.0 100.0 11.2 20.1 10.0 12.5 

Treatment   1447 0.0 100.0 8.2 17.0 7.3 9.1 

Total 2461 0.0 100.0 9.4 18.4 8.7 10.2 

Reading comprehension (Set 1: Literal) 

Comparison***     1014 0.0 100.0 21.0 36.0 18.8 23.2 

Treatment***    1447 0.0 100.0 15.4 31.5 13.8 17.1 

Total 2461 0.0 100.0 17.7 33.5 16.4 19.1 

Reading comprehension (Set 2: Inferential) 

                                           

125 Reading comprehension on literal recall questions appears to be the second strongest task on average, but this is due to the low 
number of comprehension questions asked compared to words and letters. For example, answering one comprehension question out 
of five gives the students 20%, while they would need to read 12 words correctly to get the same score.   
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Comparison***     1014 0.0 100.0 6.8 16.3 5.8 7.8 

Treatment   1447 0.0 100.0 4.9 13.6 4.2 5.6 

Total 2461 0.0 100.0 5.7 14.8 5.1 6.2 

Overall literacy score 

Comparison***     1014 0.0 92.0 13.6 17.3 12.6 14.7 

Treatment   1447 0.0 88.0 10.6 14.8 9.9 11.4 

Total 2461 0.0 92.0 11.9 15.9 11.2 12.5 

Note: The confidence intervals (CI) provide the range in which we can be 95% certain that the true population mean lies between the low CI and the 
high CI.  Statistical significance: * p<.05; ** p<.01; ***p<.001 

 

Figure 1. Average percent correct for EGRA tasks, by group 

There was a statistically significant difference between males and females on each of the tasks, with females 
scoring higher on all of them. On average, female students earned an average literacy score of 13.6 percent 
compared to 10.2 percent for males. While these differences were statistically significant, the effect size in all 
cases measured by Cohen’s d was between .17 and .23, which are considered small effects. (See Table 17 
and Figure 2.) Overall, 8% of the treatment girls and 9% of the treatment boys could not recognize any 
letters, while 64% of the girls and 72% of the boys in the treatment group could not read any non-words.  

Table 17. Literacy means and standard deviations, by gender 

  Count Minimum Maximum Mean SD 
95% CI 

(low) 

95% CI 

(high) 

Letter name knowledge  

Boys 1281 0.0 100.0 18.9 16.9 18.0 19.9 

Girls*** 1180 0.0 99.0 22.5 18.2 21.4 23.5 

Total 2461 0.0 100.0 20.6 17.6 19.9 21.3 

Reading non-words  

Boys 1281 0.0 100.0 5.8 11.7 5.2 6.5 
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Girls*** 1180 0.0 78.3 8.0 12.9 7.3 8.7 

Total 2461 0.0 100.0 6.9 12.3 6.4 7.4 

Reading familiar words  

Boys 1281 0.0 100.0 8.9 15.2 8.1 9.7 

Girls*** 1180 0.0 100.0 12.7 18.2 11.6 13.7 

Total 2461 0.0 100.0 10.7 16.8 10.0 11.4 

Passage reading   

Boys 1281 0.0 100.0 7.6 16.6 6.7 8.6 

Girls*** 1180 0.0 100.0 11.4 20.1 10.2 12.5 

Total 2461 0.0 100.0 9.4 18.4 8.7 10.2 

Reading comprehension (Set 1: Literal) 

Boys 1281 0.0 100.0 14.6 31.0 12.9 16.3 

Girls*** 1180 0.0 100.0 21.1 35.8 19.1 23.2 

Total 2461 0.0 100.0 17.7 33.5 16.4 19.1 

Reading comprehension (Set 2: Inferential) 

Boys 1281 0.0 100.0 5.1 14.1 4.3 5.8 

Girls*** 1180 0.0 100.0 6.3 15.4 5.4 7.2 

Total 2461 0.0 100.0 5.7 14.8 5.1 6.2 

Overall literacy score  

Boys 1281 0.0 92.0 10.2 14.8 9.4 11.0 

Girls*** 1180 0.0 81.3 13.6 17.0 12.7 14.6 

Total 2461 0.0 92.0 11.9 15.9 11.2 12.5 

 
Note: The confidence intervals (CI) provide the range in which we can be 95% certain that the true population mean lies between the low CI and the 
high CI. Statistical significance: * p<.05; ** p<.01; ***p<.001 
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Figure 2. Average percent correct for EGRA tasks, by gender 

The McGovern-Dole Standard Outcome #1 relates to improved literacy of school-aged children. The 
corresponding indicator is the percent of students who, by the end of two grades of primary schooling, 
demonstrate that they can read and understand the meaning of grade level text. As per EGRA standards, 
students should respond at least 80% of the questions correctly to be considered; in this case, as a large 
proportion of the students is learning in a second language, it was considered that students must answer at 
least one comprehension question in order to meet this standard. About one in four (26%) students were 
able to achieve this outcome. There was a statistically significant difference between comparison and 
treatment groups with the comparison group scoring higher.  (See Table 18.) Only 12% of the students in 
the treatment group and 17% of those in the comparison group could respond at least 80% of the reading 
comprehension questions (level 1) correctly. 

Table 18. Standard Outcome #1: Student literacy 

  

Total 

Study Group 

Comparison Treatment 

Count 
Column 

% 
Count Column % Count Column % 

Standard Outcome 1. Percentage of students who demonstrate that they can read and 
understand the meaning of grade level text 

Not achieved 1820 74.0% 713 70.3% 1107 76.5% 

Achieved 641 26.0% 301 29.7% 340 23.5% 

Total 2461 100.0% 1014 100.0% 1447 100.0% 
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Literacy Section Scores 

Letter Name Knowledge 

Students were shown a page containing 100 letters and asked to read as many as possible in 60 seconds. 
Less than half of the students (43.7%) could read more than 20 out of the 100 letters in one minute. Only 
about one out of ten students (12.5%) read more than 40 letters during the allotted time. (See Table 19.) 

Table 19. Letter name knowledge, by study group 

  

Total 

Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Correct letters per minute 

0 letters 217 8.8% 91 9.0% 126 8.7% 

1-10 letters 650 26.4% 228 22.5% 422 29.2% 

11-20 letters 517 21.0% 202 19.9% 315 21.8% 

21-30 letters 455 18.5% 198 19.5% 257 17.8% 

31-40 letters 313 12.7% 142 14.0% 171 11.8% 

41 or more letters 308 12.5% 152 15.0% 156 10.8% 

Total 2460 100.0% 1013 100.0% 1447 100.0% 

While students’ fluency score was only 21 letters per minute on average, their accuracy for naming letters 
was much higher. The first 25 unique letters in the task provide the best example of this since they were 
shown to the most students. Only students doing well on the assessment had a chance to read the letters 
later in the assessment which makes responses to the remaining letters biased. Table 20 shows the 
percentage of correctly named letters, ranging from 43 percent to 87 percent for students in the treatment 
group. This tells us that students know their letters fairly well but need to work on fluency.  

Table 20. Specific letter knowledge (treatment group) 

  
  

Total 
Count 

Treatment 

Count 
Column 

N % 

Letter name knowledge   

B 1185 1030 86.9% 

o 1219 1057 86.7% 

U 889 760 85.5% 

E 968 818 84.5% 

S 1361 1143 84.0% 

N 861 723 84.0% 

k 1238 1031 83.3% 

i 1388 1120 80.7% 

a 1393 1096 78.7% 

Z 645 497 77.1% 

u 1343 1016 75.7% 

R 1281 965 75.3% 



Page 56 of 197 

m 1368 1019 74.5% 

f 926 689 74.4% 

p 594 442 74.4% 

T 1010 736 72.9% 

L 1378 992 72.0% 

T 1394 996 71.4% 

e 1305 891 68.3% 

h 771 522 67.7% 

X 664 443 66.7% 

n 1322 852 64.4% 

V 1125 678 60.3% 

d 1080 651 60.3% 

j 702 304 43.3% 

Reading Non-words 

Students were shown a list containing 60 non-words and asked to read as many as they could in 60 seconds. 
About two-thirds of students (66.4%) were not able to read any of the words. One in three students (29%) 
could read between one and 20 words, while less than five percent could read more than 20 words. (See 
Table 21.) While students’ accuracy in naming letters was fairly good (as seen in section 1), their ability to 
name the corresponding sounds appears to need attention.  Non-words, in particular, require a strong 
understanding of sounds in order to apply them to words that do not hold a meaning.  

Table 21. Non-word recognition, by study group 

  

Total 

Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Correct non-words per minute  

0 no-words  1635 66.4% 648 63.9% 987 68.2% 

1-10 non-words 389 15.8% 142 14.0% 247 17.1% 

11-20 non-words  324 13.2% 165 16.3% 159 11.0% 

21-30 non-words 91 3.7% 48 4.7% 43 3.0% 

31 or more non-words  22 0.9% 11 1.1% 11 0.8% 

Total 2461 100.0% 1014 100.0% 1447 100.0% 

Reading Familiar Words 

Students were shown a list of 60 familiar words and asked to read as many as they could in 60 seconds.  In 
general, more students were able to read familiar words than the non-words. Still, about three out of five 
(60.3%) students could not read any familiar words. Three in ten students (28.8%) could read between 1 
and 20 words, while one in ten (11%) could read more than 20 words. (See Table 22). Similar to reading 
non-words, students need a strong understanding of letter sounds in order to read words. The low word 
scores indicate that sound recognition has not been adequately developed yet for these second grade 
students. 
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Table 22. Familiar word recognition, by study group 

  

Total 

Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Correct familiar words per minute 

0 words  1483 60.3% 582 57.4% 901 62.3% 

1-10 words 307 12.5% 112 11.0% 195 13.5% 

11-20 words  401 16.3% 175 17.3% 226 15.6% 

21-30 words 191 7.8% 98 9.7% 93 6.4% 

31 or more words  79 3.2% 47 4.6% 32 2.2% 

Total 2461 100.0% 1014 100.0% 1447 100.0% 

Passage Reading  

Students were asked to read a short passage containing 60 words. The interviewers marked the words that 
were correctly and incorrectly pronounced. About two-thirds (66.7%) of grade two students could not read 
any of the words. One-fourth (23.9%) could read between one and 20 words, and about one in 10 (9.4%) 
students could read more than 20 words. (See Table 23.) These results are expected given students’ low 
abilities to read non-words and familiar words.  

Table 23. Passage word recognition, by study group 

  

Total 

Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Correct passage words per minute 

0 words  1642 66.7% 636 62.7% 1006 69.5% 

1-10 words 308 12.5% 133 13.1% 175 12.1% 

11-20 words  280 11.4% 122 12.0% 158 10.9% 

21-30 words 126 5.1% 67 6.6% 59 4.1% 

31 or more words  105 4.3% 56 5.5% 49 3.4% 

Total 2461 100.0% 1014 100.0% 1447 100.0% 

Passage Comprehension 

Students were asked 10 comprehension questions: five after reading the first passage and another five after 
reading a second non-scored126 passage. The first five consisted of literal questions (i.e., the answers could 
be found in the text), while the second set of five were more advanced and included inferential questions 
(i.e., the answer could be figured out using clues in the text). With low rates of reading, it is not surprising 
that many students could not answer the questions. About one out of four of the students tested (25.8%) 
answered one or more comprehension questions correctly in the first set, while even fewer (16.1%) 

                                           

126 Passage reading fluency was assessed using the first passage only. 
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answered one or more in the second set of five questions. Combined, only six percent answered seven or 
more questions correctly. (See Table 24.)  

Table 24. Comprehension questions, by study group 

  

Total 

Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Correct comprehension questions (Set 1) 

0 questions 1826 74.2% 715 70.5% 1111 76.8% 

1-2 questions 195 7.9% 78 7.7% 117 8.1% 

3-4 questions 221 9.0% 111 10.9% 110 7.6% 

5 questions 219 8.9% 110 10.8% 109 7.5% 

Total 2461 100.0% 1014 100.0% 1447 100.0% 

Correct comprehension questions (Set 2) 

0 questions 2064 83.9% 823 81.2% 1241 85.8% 

1-2 questions 328 13.3% 156 15.4% 172 11.9% 

3-4 questions 65 2.6% 32 3.2% 33 2.3% 

5 questions 4 0.2% 3 0.3% 1 0.1% 

Total 2461 100.0% 1014 100.0% 1447 100.0% 

Correct comprehension questions (Sets 1 and 2 combined) 

0 questions 1820 74.00% 713 70.30% 1107 76.50% 

1-2 questions 158 6.40% 62 6.10% 96 6.60% 

3-4 questions 159 6.50% 79 7.80% 80 5.50% 

5-6 questions 176 7.20% 84 8.30% 92 6.40% 

7-10 questions 148 6.00% 76 7.50% 72 5.00% 

Total 2461 100.00% 1014 100.00% 1447 100.00% 

As noted above, the first set of questions were easier to answer than the second set. Between 14 and 23 
percent of students answered individual questions correctly in the first set, whereas only two to 14 percent 
answered the second set of questions correctly. (See Table 25.) In addition to relying upon reading skills, this 
higher-level task requires students to understand the meaning of a story. Reading comprehension is 
strengthened through listening comprehension exercises that can be practiced extensively while students 
develop word recognition.  

Table 25. Specific comprehension questions, by study group 

  

Total 

Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

SECTION 1: 
Who is the owner of the goat?  

Incorrect 1906 77.4% 745 73.5% 1161 80.2% 

Correct 555 22.6% 269 26.5% 286 19.8% 
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Total 2461 100.0% 1014 100.0% 1447 100.0% 

Why was Mila feeling sad? 

Incorrect 2019 82.0% 797 78.6% 1222 84.5% 

Correct 442 18.0% 217 21.4% 225 15.5% 

Total 2461 100.0% 1014 100.0% 1447 100.0% 

Why was Mila feeling happy? 

Incorrect 2095 85.1% 832 82.1% 1263 87.3% 

Correct 366 14.9% 182 17.9% 184 12.7% 

Total 2461 100.0% 1014 100.0% 1447 100.0% 

Where did Mila and the goat go back to? 

Incorrect 1975 80.3% 783 77.2% 1192 82.4% 

Correct 486 19.7% 231 22.8% 255 17.6% 

Total 2461 100.0% 1014 100.0% 1447 100.0% 

What were Mila and her brother doing together? 

Incorrect 2129 86.5% 849 83.7% 1280 88.5% 

Correct 332 13.5% 165 16.3% 167 11.5% 

Total 2461 100.0% 1014 100.0% 1447 100.0% 

SECTION 2: 
Why did Akai want to leave quickly for school? 

Incorrect 2270 92.3% 916 90.4% 1354 93.6% 

Correct 190 7.7% 97 9.6% 93 6.4% 

Total 2460 100.0% 1013 100.0% 1447 100.0% 

What was Mila doing early in the morning? 

Incorrect 2124 86.4% 849 83.8% 1275 88.2% 

Correct 335 13.6% 164 16.2% 171 11.8% 

Total 2459 100.0% 1013 100.0% 1446 100.0% 

How was Mila able to finish the work quickly? 

Incorrect 2413 98.3% 991 98.1% 1422 98.4% 

Correct 42 1.7% 19 1.9% 23 1.6% 

Total 2455 100.0% 1010 100.0% 1445 100.0% 

Why did their mother feel happy? 

Incorrect 2367 96.7% 969 96.1% 1398 97.1% 

Correct 81 3.3% 39 3.9% 42 2.9% 

Total 2448 100.0% 1008 100.0% 1440 100.0% 

What was the important thing their mother taught them? 

Incorrect 2411 98.0% 989 97.6% 1422 98.3% 

Correct 48 2.0% 24 2.4% 24 1.7% 

Total 2459 100.0% 1013 100.0% 1446 100.0% 

Contributing Factors to Literacy 

The results framework highlights three factors that contribute to improved literacy of school-age children. 
These include quality of instruction, student attentiveness, and student attendance. The framework also 
points to sub-factors that may contribute to each of the three factors. (See Table 26.) Each of these factors 
and sub-factors is discussed in the following sections with their corresponding data from the baseline study. 
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Table 26. Factors contributing to literacy per results framework  

Factor Sub-factors 

Improved quality of 
literacy instruction 

More consistent teacher attendance 

Better access to school supplies and materials 

Improved literacy instruction materials 

Increased skills and knowledge of teachers 

Increased skills and knowledge of school administrators 

Improved student 
attentiveness 

Reduced short-term hunger 

Increased access to food 

Improved student 
attendance 

Increased economic and cultural incentives  

Reduced health-related absences 

Improved school infrastructure 

Increased student enrollment 

Increased community understanding of benefits of education 

Quality of Instruction 

Quality of instruction was measured through teacher observation data in Tetum language classes. Data 
collectors observed several engaging teaching practices, as well as two traditional practices that have 
historically been overused in Timorese classrooms. While about half of all grade two teachers (56.2%) used 
both traditional practices, more than two-thirds of them (67.1%) demonstrated at least four of the engaging 
teaching strategies. (See Table 27.) 

Table 27. Number of teaching practices observed, by study group  

  

Total 

Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Number of engaging teaching practices  

0 practices 0 0.0% 0 0.0% 0 0.0% 

1-3 practices 48 33.6% 13 28.9% 35 35.7% 

4-6 practices 59 41.3% 20 44.4% 39 39.8% 

7-9 practices 36 25.2% 12 26.7% 24 24.5% 

Total 143 100.0% 45 100.0% 98 100.0% 

Number of traditional teaching practices  

0 practices 15 10.5% 9 20.0% 6 6.1% 

1 practice 47 32.9% 16 35.6% 31 31.6% 

2 practices 81 56.6% 20 44.4% 61 62.2% 

Total 143 100.0% 45 100.0% 98 100.0% 
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In terms of specific traditional practices, nearly three-quarters of teachers had their students spend most of 
their time copying from the board (74.7%) or repeating the teacher (71.2%). Teachers in the treatment 
schools were much more likely to show these practices than their counterparts in comparison schools, 
particularly in relation to copying from the board. Eight out of ten teachers in treatment schools (82%) had 
students copy the board compared to only six of ten teachers in comparison schools (58.7%). (See Table 
28.)  

The majority of the Grade 2 teachers (70%) observed in treatment schools had attended secondary school 
only, with 14% having completed Bacharelato127 and 13% having graduated from a teacher training 
institutes. A similar pattern was observed among Grade 2 teachers observed in comparison schools: 64% had 
finished secondary school only, while 15% had completed Bacharelato and 20% had graduated from teacher 
training institutes. In both treatment and comparison schools, 80% of the Grade 2 teachers whose classes 
were observed had at least five years of teaching experience. On the other hand, 46% of the Grade 2 
teachers in treatment schools had taught Grade 2 classes for two years or less; 38% of the Grade 2 teachers 
in comparison school also have two years or less of experience in teaching this grade. 

One difference between classes observed in treatment schools and those observed in comparison schools 
was class size. Comparison school class sizes ranged from 4 to 39 students with an average of 16, while 
treatment school class sizes ranged from 2 to 77 with a mean of 20. As noted in the predictive analysis 
section later in the report, class size is a statistically significant predictor of engaging teaching practices. That 
is, teachers were less likely to use engaging practices as the class size increased. This is a potential reason 
for the difference between treatment and comparison schools. 

Table 28. Traditional teaching practices, by study group 

  

Total (n=143) 
Study Group 

Comparison (n=45) Treatment (n=98) 

Count 
% of 
Total 

Count % of Total Count % of Total 

Traditional Teaching Practices 

Students spend most of the time 
copying from the board 

107 74.8% 27 60.0% 80 81.6% 

Students spend most of the time 
repeating the teacher 

102 71.3% 29 64.4% 73 74.5% 

Out of nine engaging teaching practices, teachers in both comparison and treatment schools demonstrated 
an average of about five during the observed lesson. The fewest teachers were observed using a reading 
corner for literacy activities (25.2%), while the most commonly observed strategy was asking open questions 
(87.4%). Other positive findings include 67% of the teachers reading to students; 54% using games to 
teach; and 48% using group reading activities (See Table 29 and Figure 3.) These findings reflect the new 
curricular guidance for primary education; it is also likely that previous trainings have contributed to such 
results. There were several differences between male and female teachers in terms of teaching practices. In 
general, female teachers were more likely to demonstrate engaging teaching practices than male teachers128. 
For example, more than half of female teachers (53%) had students read to themselves compared to only 
about one-third of male teachers (37%). Other differences are highlighted in Figure 4 below.  

                                           

127 The Bacharelato is the minimum certification for teaching in Timor-Leste. The completion of the Bacharelato serves exclusively as 

a certification for teaching primary school and should not be confused with a bachelor’s degree in education. 
128 Male teachers are slightly older than female teachers (43 compared to 39 years of age, in average); it is therefore unlikely that 

the differences observed may be related to age. 
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Table 29. Engaging teaching practices, by study group 

  

Total (n=143) 
Study Group 

Comparison (n=45) Treatment (n=98) 

Count 
% of 
Total 

Count % of Total Count % of Total 

Engaging Teaching Practices             

Teacher asks open questions  125 87.4% 39 86.7% 86 87.8% 

Teacher reads to the students 96 67.1% 31 68.9% 65 66.3% 

Teacher calls on inactive students to 
engage them in activities 

89 62.2% 30 66.7% 59 60.2% 

Teacher uses games or exercises  77 53.8% 29 64.4% 48 49.0% 

Teacher asks the students' opinion. 72 50.3% 22 48.9% 50 51.0% 

Students participate in reading 
activities with others 

69 48.3% 19 42.2% 50 51.0% 

Students read by themselves 65 45.5% 19 42.2% 46 46.9% 

Students work together in groups 55 38.5% 16 35.6% 39 39.8% 

Teacher uses the reading corner for 
literacy activities 

36 25.2% 11 24.4% 25 25.5% 

 

Figure 3. Teaching practices, by study group 
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Figure 4. Teaching practices, by teacher gender 

Qualitative data collected from teachers through focus groups indicates awareness of the benefits of learner-
centered methodologies. Most teachers recognized the importance of using songs, games and activities to 
engage students, in addition to using existing books, local materials and Lafaek magazines. They also 
described how group literacy activities may help struggling students by pairing them with students who know 
how to read. While teachers could state the value of using child-centered strategies, they have also 
expressed limited knowledge of how to operationalize these activities. They have frequently referred to 
traditional methods, particularly the need for repetition and rote learning, in addition to a focus on exclusively 
teaching the alphabet before moving on to syllables and words.  

The McGovern-Dole Custom Outcome #6 relates to improved teaching practices. The corresponding indicator 
is the percent of teachers adhering to improved learning practices in schools. Teachers must demonstrate a 
minimum of four engaging practices during their teacher observation to meet this standard. About two-thirds 
of teachers (67.1%) achieved this outcome. (See Table 30.)  
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Table 30. Custom Outcome #6: Teaching practices 

  

Total 

Study Group 

Comparison Treatment 

Count 
Column 

% 
Count Column % Count Column % 

Custom Outcome 5: Percentage of teachers adhering to improved learning practices in 
schools 

Not achieved 48 33.6% 13 28.9% 35 35.7% 

Achieved 95 66.4% 32 71.1% 63 64.3% 

Total 143 100.0% 46 100.0% 100 100.0% 

Male and female teachers treated girls and boys differently in some of their teaching practices. While female 
teachers’ behaviors were similar in their approach to both boys and girls, male teachers appeared to treat 
boys more positively. About two-thirds of female teachers encouraged boys (66.7%) and girls (65.4%), and 
slightly fewer asked questions to boys (60.3%) and girls (61.5%). On the other hand, six in ten male 
teachers (61.8%) encouraged boys compared to only five in ten (52.9%) encouraging girls. Similarly, six in 
ten (57.4%) asked boys questions, while only about five in ten (48.5%) asked questions to girls. (See Table 
31). 

Table 31. Positive teacher behavior toward boys and girls, by study group 

  

Total (n=143) 
Study Group 

Comparison (n=45) Treatment (n=98) 

Count 
% of 
Total 

Count % of Total Count % of Total 

Positive teacher behavior (gender differences) 

Teacher encourages male students 91 63.6% 26 57.8% 65 66.3% 

Teacher encourages female 
students 

85 59.4% 28 62.2% 57 58.2% 

Teacher asks questions to male 
students 

83 58.0% 27 60.0% 56 57.1% 

Teacher asks questions to female 
students 

78 54.5% 27 60.0% 51 52.0% 

Teachers indicated that two categories of students tend not to participate in class – girls (often referred to as 
“too shy”) and those who do not know how to read and may be too afraid to ask questions. Teachers 
described different ways of engaging these students, including the use of activities (songs and games) to 
build student self-confidence; group work; asking them questions; praising their contributions; and seeking 
to understand the reasons leading to withdrawal from classroom activities (such as being bullied by other 
students). Traditional gender norms clearly affect teachers’ perceptions of student participation, with girls 
being described as ‘quiet’ and boys as ‘naughty’.  

This happens if they don’t know how to read; or if you enter a classroom, all girls are 
silent. The boys are naughty. As teachers, we ask questions in a nice manner. We 
approach them but they may be afraid of us, so we cannot be harsh with them or they 
will become even more afraid. It’s better to approach them and ask questions, speaking 
softly to them. (Teacher, male, Ermera) 
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Girls sometimes do not participate in class. We use different ways of attracting them, 
speaking nicely to them. Many girls are too shy or afraid to come to the front of the class. 
We always motivate them to participate in the same way as the other students, 
particularly those in Grades 1-2. Each one of us has our own way of helping girls to 
participate in class. Sometimes we use games, each subject has games in the lesson 
plans, which can be used to engage girls. They can participate in the games and feel that 
they are as capable as the boys. Sometimes a girl comes to the front and the other 
students make fun of her; she feels shy. We tell the boys that they cannot do that. 
(Teacher, female, Liquica) 

Male and female teachers were similar in their use of angry voices toward students. About one-quarter of all 
teachers (male and female) directed an angry voice toward boys (26.7%) and girls (23.3%). Female teachers 
were more likely than male teachers to use corporal punishment on both boys (10.3%) and girls (7.7%). 
Males were observed doing this at a lower rate (1.5% and 4.4%, respectively). (See Table 32.) The results 
are likely to be influenced by social desirability bias; that is, the teachers acted differently in front of an 
observer. It is possible that the actual rates of corporal punishment and verbal violence are considerably 
higher. 

Table 32. Negative teacher behavior toward boys and girls, by study group 

  

Total (n=143) 
Study Group 

Comparison (n=45) Treatment (n=98) 

Count 
% of 
Total 

Count % of Total Count % of Total 

Negative teacher behavior (gender differences) 

Teacher uses angry voice tone or 
harsh language with male students 

37 25.9% 11 24.4% 26 26.5% 

Teacher uses angry voice tone or 
harsh language with female 
students 

33 23.1% 10 22.2% 23 23.5% 

Teacher uses corporal punishment 
with girls 

6 4.2% 0 0.0% 6 6.1% 

Teacher uses corporal punishment 
with boys 

9 6.3% 1 2.2% 8 8.2% 

The prevalence of the use of verbal and physical discipline is likely to be considerably higher than observed. 
Forty percent of caregivers in both treatment and comparison sites have reported that teachers shout at 
students who have done something wrong; 36% of the caregivers in treatment sites and 31% of those in 
comparison sites reported that teachers beat children who have done something wrong. Teachers also assign 
chores to children as a punishment, as reported by 26% of the caregivers in treatment sites and 29% of 
those from comparison areas. Seventeen percent of the caregivers in the treatment group and 10% of the 
those in the comparison sites affirmed that the assessed student is sometimes afraid of going to school. 
Among the children whose caregivers reported being afraid of going to school, 14% are boys and 13% are 
girls.  

School coordinators and teachers indicated that they are aware of the legal provisions against the use 
corporal punishment in class. Some teachers explained how the use of corporal punishment and harsh 
language may affect student motivation and participation, with a particularly negative effect on struggling 
students. Some teachers explained how they seek to organize students to minimize noise and disruption and 
use games and songs to keep them engaged in class. 
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The teacher has to speak softly with very young children, has to entertain them with a 
song before starting the lesson. If we enter the classroom angrily as if we were holding a 
machete, the children will feel afraid. We can ask questions and they will be unable to 
respond to anything. (Coordinator, male, Ainaro)  

When they are making noise we tell them to be quiet. We tell them to sing, or ask them 
to draw or write so they can stop playing and can pay attention to what we are teaching. 
If we just watch what they are doing, they will make more noise, but if we use different 
ways [of managing the class] they will start to think. We cannot show anger or beat 
them, and therefore need to use positive ways [of managing the class]. (Teacher, male, 
Ainaro) 

On the other hand, teachers and coordinators mentioned the challenges of managing large classes, 
particularly in early grades, without resorting to violent methods. Teachers and coordinators have 
consistently pointed out the young age of early grade students as a barrier for managing large classes. These 
remarks may reflect the teachers’ past experience with an education system where children often did not 
start school until they were much older (age 9-10).    

We know that today’s students are very young, so each teacher must follow their own 
conscience and be as patient as they can, but we normally do not use harsh language 
with the students, even though they are making noise in the class. (Coordinator, male, 
Manatuto) 

With so many children, we think that if we don’t beat them, don’t yell at them, they will 
only become worse. The students bother each other, jump up and down while we are 
teaching, and therefore we have to tell them to be quiet during the lesson to understand 
it. Because under this current system we cannot beat them, cannot bring a stick, cannot 
yell at them or pinch their ears, all we can do is to try to reason with them. It is really 
difficult to do that when we have to manage so many children. (Teacher, male, 
Manatuto) 

In some cases, coordinators have noted that teachers may be disciplined for using corporal punishment, but 
that teachers would only be held accountable if using certain types of violence. “Lighter” forms of 
punishment seem to be considered as acceptable. In one case, the coordinator described working together 
with the PTA to hold teachers accountable. 

We only pick up on serious cases, such as heavy beatings, but in this school we haven’t yet had a case of 
physical [punishment], beatings such as we are teaching and pinch their ears. (Coordinator, Manatuto) 

It happened with my Grade 1 teacher because he beat a child. I’ve called him immediately and now it doesn’t 
happen anymore. Use verbal threats only, don’t use the stick or beatings. (Coordinator, Ermera) 

Quantitative data indicates that 39% of the caregivers in treatment sites and 36% of those in comparison 
sites believe that there are circumstances when it is justifiable for a teacher to use corporal punishment on 
boys, and 33% of the caregivers in both treatment and comparison sites affirmed the same for girls. During 
qualitative interviews, parents – mostly mothers, but also some fathers - expressed mixed attitudes in 
relation to the use of corporal punishment. Some parents were aware of the ban on corporal punishment, 
mentioning its potential negative impact on children, and complaining of teachers’ use of corporal 
punishment. Others indicated that they support the use of violence in class. While parents do not support 
harsh physical punishment, several parents expressed their support for “lighter” beatings. Parents and 
teachers both remarked how today’s “younger” students need to be treated differently to avoid trauma. 
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Sometimes the teacher beats them, and the children become afraid and cannot go back 
to school. If the teacher arrives late, the students are playing outside and making noise. 
When our children arrive from school, we always ask, “What did you learn today?”. Some 
of them had lessons but some didn’t because their teachers did not come, so they were 
just playing and chasing each other. (Mother, Manatuto) 

If the teacher beats the children, it’s because the children did something wrong during 
class. If they [the children] behave correctly, the teachers won’t beat them. (Mother, 
Ainaro) 

We ask them, you can beat [the children]. We parents who are not educated can beat 
them but using small sticks only, not the big ones as these may hurt their heads and they 
won’t be able to learn the lessons if the teachers and ourselves beat them daily using big 
sticks. This is different from Indonesian times, when older children attended school. Now 
younger children are going to school, so if they are beaten like this [heavily], they will be 
afraid and won’t come to school. (Mother, Manatuto)   

Parental attitudes towards use of violent punishment in school mirror their own attitudes and practices 
towards children at home. Several parents expressed their support for the use of corporal punishment as a 
means of disciplining children at home. 

If they don’t go to school, we beat them so they will attend regularly. (Mother, Manatuto) 

Teacher attendance 

The results framework identifies teacher attendance as a sub-factor that contributes to the quality of 
instruction. Teacher attendance was collected at the school level as part of the school survey. Data collectors 
recorded the number of permanent, contract and volunteer teachers at each school, as well as the number of 
teachers in attendance that day and the previous day. Due to an error in recording129, 46 schools were not 
included in the analysis.  

On average, school records showed that about three-fourths of teachers (74%) were in attendance the day 
before the survey. On the day of data collection, the average dropped to only six in ten teachers (61%) in 
attendance. This may be due to the prior day’s attendance being collected from school records as opposed to 
head counts that were done on the day of data collection. School records may be inflated representations of 
teacher attendance, making head counts more reliable. In addition, head count data show that grade two 
teacher attendance rates were substantially higher than the overall teacher attendance rate. Schools had an 
average of 80 percent of grade two teachers in attendance on the day of the survey. Second grade teacher 
attendance rates may be higher because of their knowledge that data collectors would be present. In 
general, treatment schools were more likely to have higher teacher attendance. (See Table 33.) 

 

                                           

129 Enumerators recorded the overall number of teachers per school, as well as figures disaggregated by gender and employment 
category. Discrepancies between these variables were observed in 46 schools, resulting in the removal of data for those schools. 
Further investigation indicated that in some cases, enumerators recorded the total number of teachers under ‘male’, while in other 
cases, errors did not seem to be linked to a specific reason. Given the inability to determine which was the accurate number, CARE 
has opted to remove all inconsistent records. 
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Table 33. Teacher attendance means and standard deviations, by study group 

  Count Minimum Maximum Mean 
Standard 
Deviation 

95.0% 
Lower 
CL for 
Mean 

95.0% 
Upper 
CL for 
Mean 

Percentage of teachers in attendance yesterday 

Comparison 68 0 1 0.71 0.32 0.63 0.79 

Treatment 67 0 1 0.77 0.25 0.71 0.83 

Total 135 0 1 0.74 0.28 0.69 0.79 

Percentage of teachers in attendance today 

Comparison 69 0 1 0.55 0.38 0.45 0.64 

Treatment 67 0 1 0.68 0.24 0.62 0.74 

Total 136 0 1 0.61 0.32 0.56 0.67 

Percentage of grade 2 teachers in attendance today 

Comparison 67 0 1 0.72 0.45 0.61 0.83 

Treatment 64 0 1 0.88 0.25 0.83 0.95 

Total 131 0 1 0.80 0.38 0.74 0.87 

McGovern-Dole Custom Outcome #6 for teacher attendance originally intended to measure the percentage of 
schools in which at least 80 percent of teachers were present on 90 percent of school days. Data collection 
did not allow for accurate teacher attendance records, so the indicator was adjusted to represent attendance 
on the day of the survey and the day before. The criteria for achieving this outcome is having at least 80 
percent of teachers present on both of these days. Only about two out of ten schools (22.2%) achieved an 
80 percent teacher attendance rate on these two days. (See Table 34.) It is important to note that the 
teacher attendance rate observed at the baseline may be lower than average due to weather conditions. 
Data was collected during the peak of the rainy season, when severe flooding and impassable roads had an 
impact on teacher’s ability to access schools on foot, as in the qualitative findings described below.  

Table 34. Custom Outcome #6: Teacher attendance 

  

Total 

Study Group 

Comparison Treatment 

Count 
Column 

% 
Count Column % Count Column % 

Custom Outcome 6: Percent of schools in which at least 80 percent of teachers were present 
yesterday and today 

Not achieved 147 77.8% 69 76.7% 78 78.8% 

Achieved 42 22.2% 21 23.3% 21 21.2% 

Total 189 100.0% 90 100.0% 99 100.0% 

During qualitative interviews, parents noted that teacher absenteeism and lateness are common issues. 
Teachers are often absent due to trainings, receiving salaries, illness, attending to family matters or due to 
the weather and road conditions. There seems to be a general tolerance of absences due to illness (“up to 
three days”, “if the coordinator is informed”), personal matters (such as funerals and traditional ceremonies) 
and weather conditions. Teachers and school coordinators reported that absences are acceptable if 
communicated beforehand. 
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If it’s a private matter or a very important issue, we request leave time to the 
coordinator. We can be absent, but it’s because we have been allowed to take leave. 
[Teacher, male, Ainaro] 

Sometimes we are also absent, for example I don’t come to school once or twice a 
month, but we help each other. If we don’t come to the school, our colleagues give 
lessons to the students, because it’s not ok to simply abandon them if we don’t come to 
school. [Teacher, female, Ainaro] 

As the teachers noted in the quotes above, they consider the presence of a teacher adequate to meeting the 
needs of students despite the fact that the workload and class size is doubled for the covering teacher. 
Quality of instruction naturally decreases when this occurs, but teachers did not voice an awareness of this 
effect. On the other hand, parents noted that some teachers have been on sick leave for long periods (six 
months, one year) without a replacement.  

Some teachers don’t come to school, are sick all the time, and then the students cannot 
attend class. The notebooks of the students in grades 1 and 2 are completely blank 
because the teacher is sick all the time. [Mother, Ainaro]   

In some of the locations, PTAs are reportedly following up on teacher absenteeism; in those cases, teachers 
have referred to the PTA’s actions as “harsh”. The following quotes, from two schools in Manatuto, illustrate 
parents’ and teachers’ perspectives on PTA engagement to address teacher absenteeism: 

Sometimes the children only have classes three times a week because those are the only 
days the teachers come to the school. During the other three days, the students are left 
on their own to play and forget what they have learned. I’m a PTA member and when the 
teacher does not show up, or does not behave well in class, we tell the teachers that they 
cannot treat the children like that, because they should behave as parents to educate the 
children for a better future. If they don’t show up and teach, this will have a negative 
impact on the children. We always seek means of solving this situation with the teachers 
so they can can attend regularly.  [Father, Manatuto] 

This PTA is very harsh. For example, if we don’t come to school today, tomorrow they 
won’t ask why, but our ears will be burning till the time we send the student report cards 
[until the break]. If the teacher is often absent, it’s better not to come at all. If we are 
sick, it’s not an issue. [Teacher, male, Manatuto]   

This school has a strong management, a PTA chair. If we don’t show up, the chair of the 
PTA may decide to criticize us or do something else. The parents’ representative may 
decide to tell the coordinator that the teacher is absent too often. [Teacher, male, 
Manatuto]  

Teachers, parents and school coordinators indicated that teacher absenteeism is particularly common during 
the rainy season, affecting those who need to cross rivers and/or walk long distances to come to school. 
Long distances are associated with persistent lateness.  

As I was in the van to come to the school, there was a flash flood. I had to save my life. I 
couldn’t wade into the river and risk my life. [Teacher, male, Ermera] 

The problem is with [respecting] school hours. What does the rule say, that the school 
should start at 8 or 9:30? Teachers who live far away sometimes arrive late at the school. 
We want the government to fix this issue. They have to build a place at the school for the 
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teachers who live far away, so that our children can have access to education during the 
hours established by the government. We parents know that the children are only in class 
for half of the time they should be there. [Father, Ermera] 

Not surprisingly, persistent teacher absenteeism has a negative effect on student motivation:  

Because teachers are absent, for example the grade 2 teacher, the students are also 
demotivated. They say that the teacher did not come or that there is no teacher. To be 
blunt, they are not active. [Mother, Ainaro]. 

Some coordinators reported holding teachers accountable for absences, but only when those had 
not been ‘justified’. Even marking teachers as absent in the attendance list was considered as a 
‘sanction’, however, showing that this is uncommon. In some cases, coordinators also pointed 
out that it is difficult to hold teachers accountable for absenteeism without stronger disciplinary 
measures. (for example, missed days being discounted from salaries).   

If the teachers are often absent, we apply sanctions, mark them as absent in the attendance list 
to put pressure on them so they won’t do it again in the future. (Coordinator, Manatuto) 

If the director sees that the teacher has already been absent twice, [the director] has to take 
action, check specifically on him/her to make him/her reflect on it. Because we are in a remote 
location, there are two ways of justifying the absence, can use a justification letter or can do it 
verbally, as applicable. It’s a big issue when the teacher comes from far away, where there is no 
electricity and he/she cannot justify via phone. If there are two unjustified absences, I have to 
speak with him/her to say that if this happens once again, I will need to report it and your salary 
will be discounted. (Coordinator, Ainaro) 

At the beginning of the year, the superintendent came to tell us that the way of preventing 
teachers’ absences is through the attendance list, if [the teacher] is absent for a day, [they] will 
discount it from the teacher’s monthly salary. But even when we reported it, nothing happened, 
the salary was not discounted. Another thing that would make them afraid is if we evaluate their 
performance as ‘insufficient’ based on the absences and send it to [the municipal office]. But at 
the [municipal office], they called the teachers to fix it themselves, so there is nothing to make 
them afraid. (Coordinator130) 

School supplies and materials 

The results framework identifies the availability of school supplies and materials as a sub-factor that 
contributes to the quality of instruction. Parents described in their interviews how poor families struggle to 
pay for student supplies and school materials, often using savings to do so. While the cost of basic materials 
is low, it poses a burden to low-income families who depend on selling seasonal produce in local markets.  

We mostly save $1, $2 to buy notebooks, shoes and other things. We can only make $5 
or $10 per day with our small business. [Father, Manatuto] 

We use [savings] to buy notebooks and pens for the children, and to replace their old 
uniform and shoes when they can no longer be used. We pay for transportation for them 
to go to school [Mother, Ainaro] 

                                           

130 Municipality not included due to reference to municipal office in quote. 
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Qualitative data indicates that in some cases, PTA members are contributing to provide furniture to schools, 
although their support seems to be primarily to infrastructure repairs, such as building fences and working on 
the school garden:  

They always come [to the school] and help with desks and chairs. [Mother, Liquica] 

School coordinators and teachers have described how they use concessional funds to purchase supplies, 
although funds may not be sufficient for all needs.  

For example, sometimes we don’t have books, lack supplies, and receive support for 
those through concessional funds [capitation grant]. We listen to the issues, make a plan 
and then support those needs using the concessional funds. [Coordinator, female, 
Manatuto] 

We are very careful to use our concessional funds. We normally use them to buy school 
materials, such as paper, and to maintain the computer and the printer, so we can 
implement our lesson plans. We also ask for assistance because we struggle to purchase 
all the materials – there are lots of them. [Teacher, Ainaro] 

Literacy instruction materials 

The results framework identifies the availability of literacy instruction materials as a sub-factor that 
contributes to the quality of instruction. The school survey collected information on the presence of a reading 
corner in grade two classrooms and availability of reading materials (i.e., books or magazines). About half of 
schools (52.4%) had books or magazines in the classroom, but only about one-third (34.4%) had a reading 
corner established. About the same percentage (32.3%) had both a reading corner and reading materials. 
(See Table 35.) The survey did not assess the number of materials per student. 

Table 35. Reading materials and reading corner, by study group 

  

Total (n=189) 
Study Group 

Comparison 
(n=90) 

Treatment (n=99) 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Reading Materials and Resources         

Reading Corner 65 34.4% 28 31.1% 37 37.4% 

Books or magazines 99 52.4% 43 47.8% 56 56.6% 

Reading corner AND 
books/magazines 

61 32.3% 27 30.0% 34 34.3% 

McGovern-Dole Custom Outcome #7 identifies the percentage of schools that have age-appropriate reading 
materials in classrooms. The survey did not assess age-appropriateness of reading materials131, so only the 
presence of materials is factored into the outcome. Slightly more than half of schools (52.4%) achieved this 
outcome. (See Table 36.)  

 

                                           

131 Enumerators are not qualified teachers or education staff and would have been unable to conduct a reliable assessment of the age 
appropriateness of the books and reading materials available in the classroom.  
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Table 36. Custom Outcome #7: Reading materials 

  

Total 

Study Group 

Comparison Treatment 

Count 
Column 

% 
Count Column % Count Column % 

Custom Outcome 7: Percentage of schools with reading materials in classrooms 

Not achieved 90 47.6% 47 52.2% 43 43.4% 

Achieved 99 52.4% 43 47.8% 56 56.6% 

Total 189 100.0% 90 100.0% 99 100.0% 

Teachers and coordinators described the limited availability of reading materials as an issue. The use of 
reading corners and libraries was not mentioned in qualitative interviews. Teachers repeatedly mentioned 
Lafaek magazines as the main material available to support reading activities at school, other than the 
curricular guides: 

Lack of books. There are no books from the Ministry, we have only received the 
curriculum and the materials from CARE [Lafaek]. [Coordinator, male, Ainaro] 

The first challenge is the lack of books, and the second is the training to teach young 
students who struggle to read, learn very slowly and need a bit of patience to teach them 
to read. [Coordinator, male, Ermera] 

Teachers have described how they use Lafaek magazines in literacy development activities:  

To teach them to read, we use materials such as Lafaek […] We can split the words in 
Lafaek’s texts into syllables and letters. [Teacher, female, Ainaro] 

What we do to teach them to read is to point out to the drawings in the Lafaek magazine 
and ask if they know those. We ask them to look at the illustrations and them to look at 
the letters, and to guess which letters are those. Otherwise, it would be difficult for us as 
there is a new rule that we cannot be angry at the students. Many times, the students are 
afraid, and we ask them to look first at the drawings. Lafaek’s content is very 
comprehensive. We ask the students if they know the letters or not, for example if the 
word starts with A or B, ask the student if they know the different letters, and when you 
put two letters together, what is their sound? [Teacher, female, Ainaro]  

Skills/knowledge of teachers 

The results framework identifies the skills and knowledge of teachers as a sub-factor that contributes to the 
quality of instruction. Teachers mentioned the use of positive classroom management techniques and 
student-centered methodologies. Teachers seem to be at a transitional moment – learning new, non-violent 
ways of managing large classes; learning how to work with very young students vis-à-vis their previous 
experience in managing an older population of new students (particularly for those who have a longer 
teaching experience); and incorporating the use of participatory methodologies in classroom practice. 
Teachers are increasingly aware of the need to engage students who are not participating in class, and seem 
to be trying approaches to attract the interest of children who are not paying attention, or have withdrawn 
from participating in activities.  

If the children are making a lot of noise, we try to do things we have learned during 
trainings. First, we sing short songs so they can calm down, and then go back to our 



Page 73 of 197 

lessons; if they make noise again, we use signs, for example “lock your mouth”, which 
they already know, and they mimic the teacher. [Teacher, male, Ainaro] 

If they are not participating or are distracted, we need to get closer to them, ask how 
they are feeling, tell a short story, and play with them so we can try their minds. The 
teacher has to teach according to the character of each student. They may have a clever 
mind even though they are naughty. [Teacher, male, Ainaro]  

It’s clear that the students in grades 1-3 are not mentally prepared to deal with us being 
angry or shouting at them. When we shout at them, they become even more afraid of us. 
Because of this, we need to use a different methodology, for example praising them for 
the results of their work even when it’s not correct. This is a good way to ensure that 
they will be interested in improving their learning. [Coordinator, male, Manatuto] 

On the other hand, teachers seem to have a narrow approach to literacy skills development, mostly focused 
on letter identification. Teachers’ descriptions of the strategies that can be used to improve literacy skills 
development seem to echo a traditional approach based on rote learning. Teachers from rural and remote 
locations also seem to have a self-defeating attitude, “We who live in the mountains are like this”.  

For example, to teach the students to read first they need to learn the alphabet by heart. 
They need to learn to repeat it like a Hail Mary. They need to learn by heart A to Z. Then 
we ask them [the students] to read by themselves. [Coordinator, male Manatuto] 

It all depends on the alphabet. They need to learn it by heart, know it well. If the student 
already knows how to read letters, we say that he already knows how to read. Most 
students already know the alphabet, but some still don’t know how read because they 
don’t know A, B, C, etc. When the student doesn’t know how to read we go back to teach 
the alphabet. [Teacher, male, Manatuto] 

Teachers described how they are using the standardized lesson plans mandated by the curriculum, and their 
appreciation of those. Some teachers described using drawings and local materials in creative activities and 
games to illustrate the meaning of words and help students to learn to read. 

The lesson plans have been provided already and they have been prepared well. Most of 
them only have practical activities though. For example, at the beginning of grade 1, it’s 
only about playing. The learning process is just practical – playing, talking, standing up so 
the children can get used to it. Every day we form a line, then a circle, and we follow up 
like this. After they have learned the alphabet we go back to it to play and start the 
letters again. We sing about the letters so they can learn about them. [Teacher, female, 
Ainaro] 

We have already received lesson plans for all subjects. We need to use them well so 
children can learn to read. [Coordinator, male, Manatuto] 

If they haven’t yet learned to read, the teacher will show them the letters together with 
drawings. The teacher will show them the picture of an animal so the children can learn 
the letters [in the animal’s name], as well as numbers, and this will help to prepare their 
mind so they can learn better. [Teacher, female, Ermera] 

[The teachers] Use games so the children who haven’t yet learned how to read can play 
with cutting paper to form letters. The teacher will then mix the letters and then ask the 
children to look for some letters among them. [Coordinator, male, Liquica] 
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None of the teachers referred to the use of local languages in class or to the challenges of teaching students 
in a second language. This might reflect the political sensitiveness of the issue, the teachers’ own perceptions 
of the value of local languages other than Tetum, the perception of local languages as appropriate for use at 
home only, and/or dynamics of power within communities. Several of the parents – particularly mothers – 
used local languages during interviews, suggesting that illiterate/ low-literate parents do not master Tetum 
(as confirmed in the quantitative analysis, which indicates that up to a third of the heads of household do not 
speak Tetum); on the other hand, teachers, who are among the most educated members of the community, 
may want to dissociate themselves from the use of local languages.  

Teachers mentioned that they did receive training on non-violent teaching methodologies, on the new 
curriculum and on the use of local materials to teach. Only one teacher mentioned having received specific 
training on reading skills development. This person had been trained by a mobile library project.  

Skills/knowledge of school administrators 

The results framework identifies the skills and knowledge of school administrators as a sub-factor that 
contributes to the quality of instruction. The school survey measured one component of school administrator 
skills through frequency of coaching to teachers. About four in ten directors or coordinators (42.6%) 
surveyed said they provide coaching to teachers on a weekly basis. About one in ten (8.5%) said they never 
coached teachers. Administrators in treatment schools were slightly more likely to say they had never 
coached. (See Table 37.) 

Table 37. School administrator coaching, by study group 

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Frequency of coaching by director/coordinator to teachers 

Weekly 80 42.6% 38 42.7% 42 42.4% 

Monthly 39 20.7% 17 19.1% 22 22.2% 

Quarterly or less 53 28.2% 30 33.7% 23 23.2% 

Never coached 16 8.5% 4 4.5% 12 12.1% 

Total 188 100% 89 100% 99 100% 

Qualitative data from teachers and administrators suggests that some coordinators are coaching the teachers 
on literacy skills development. Some coordinators described receiving coaching orientation from school 
directors and a coaching manual. In some cases, coordinators have mentioned forming working groups with 
teachers to discuss common issues and find solutions.  

I ask my coordinator for help, how I can find a better way to teach. [Teacher, female, 
Liquica, when asked about what could be done to improve students’ reading skills] 

When we are teaching [subject] content, we always ask the coordinator to help with the 
issues we face when teaching the students. This helps the teacher to pay attention and 
be able to teach the students as required by the curriculum. [Teacher, male, Ermera]  

Yes, I help them [the teachers] on a daily basis. There is an annual plan, I provide 
coaching and motivation to the teachers three times a month for each grade. 
[Coordinator, male, Ermera] 



Page 75 of 197 

I provide coaching according to the manual we have received. I provide guidance 
according to this manual, not deviating from it. [Coordinator, Ainaro] 

Working group, so the teachers can ask questions to each other, and all teachers can 
talk. This is our method. [Coordinator, male, Ainaro] 

Coordinators consistently mentioned the need to support teachers on classroom management, particularly in 
helping teachers to apply non-violent approaches with younger students. This seems to be more common 
than guidance on content delivery, perhaps reflecting the coordinators’ own familiarity and zone of comfort. 
Several coordinators also described their coaching role as ‘consoling’ or ‘motivating’ the teachers. 

Administrators described that they have received training on the new curriculum, on non-violent classroom 
management techniques, and on teacher management (including following school hours).  

Student Attentiveness 

The results framework points to student attentiveness as a factor that influences students’ literacy scores. 
Student attentiveness was measured in a few different ways. First, students reported whether or not they felt 
they could pay attention in class. Positive responses are likely over-reported, as nearly all students (95.9%) 
said they could pay attention. Therefore, McGovern-Dole Custom Outcome 12 must be considered in relation 
to other measures to gain a more complete understanding of attentiveness. (See Table 38.)  

Table 38. Custom Outcome #12: Student attentiveness 

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

% 
Count Column % Count Column % 

Custom Outcome 12: Percent of students who report they are attentive in class 

Not achieved 99 4.1% 35 3.5% 64 4.5% 

Achieved 2314 95.9% 969 96.5% 1345 95.5% 

Total 2413 100.0% 1004 100.0% 1409 100.0% 

Data collectors’ observations of student attentiveness during the classroom observation provide more insight 
into reality. They observed ten students for one minute and recorded the number of attentive students. Only 
about one-third of classrooms (32.4%) had seven or more of the ten students attentive during the time 
observed. (See Table 39.) 

Table 39. Student attention in class, by study group 

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Number of students paying attention (out of 10 selected)  

0 students 1 0.7% 1 2.3% 0 0.0% 

1-3 students 31 22.3% 5 11.4% 26 27.4% 

4-6 students 61 43.9% 20 45.5% 41 43.2% 

7-10 students 46 33.1% 18 40.9% 28 29.5% 

Total 139 100.0% 44 100.0% 95 100.0% 



Page 76 of 197 

Following the EGRA, students participated in a pictorial working memory test. Working memory refers to 
information actively sustained for a limited period of time in the brain so that the individual can perform a 
cognitive task, such as reading a short text and understanding its meaning. It is widely accepted that working 
memory is critical for reading comprehension; the words read are temporarily stored so that the child can 
understand the meaning of a sentence or a text132. Research shows that student working memory is affected 
by short-term hunger133. Research highlights that the amount of information stored in working memory 
depends on the focus and level of attention134. In this case, the working memory test is being used as a 
proxy indicator of attentiveness. 

During the test, students were shown 19 pictures and asked to remember them. After the pictures were put 
away, students named as many items as they could. About four in ten students (40.6%) could remember 
nine or more out of the 19 items. Two in ten students (21.5%) could only remember one to four items. (See 
Table 40.) This correlates to an average of eight pictures remembered for both the treatment and 
comparison groups. (See Table 41.) 

Table 40. Pictorial working memory results, by study group 

  

Total 

Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Number of correct pictures recalled           

0 items 0 0.0% 0 0.0% 0 0.0% 

1-4 items 518 21.5% 209 20.9% 309 21.9% 

5-8 items 914 37.9% 380 38.1% 534 37.8% 

9-12 items 764 31.7% 302 30.3% 462 32.7% 

13 or more items 214 8.9% 107 10.7% 107 7.6% 

Total 2410 100.0% 998 100.0% 1412 100.0% 

 

Table 41. Pictorial working memory means and standard deviations, by study group 

  Count Minimum Maximum Mean 
Standard 
Deviation 

95.0% 
Lower 
CL for 
Mean 

95.0% 
Upper 
CL for 
Mean 

Pictorial working memory 

Comparison 1014 1 18 8 4 8 8 

Treatment 1447 1 19 8 3 7 8 

Total 2461 1 19 8 4 8 8 

                                           

132 Abadzi, H. (2008) Efficient Learning for the Poor: New Insights into Literacy Acquisition for Children. International Review of 
Education, 54 (5-6), pp 581-604.  
133 Ke, J. & Ford-Jones, E.L. Food Insecurity and Hunger: A Review of the Effects on Children’s Health and Behaviour. Paediatrics 
Child Health 2015 Mar: 20 (2):89-91  
134 Cowan, N. Working Memory Underpins Cognitive Development, Learning and Education. Educ Psychol Rev. 2014 Jun 1; 26(2): 
197–223.  
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During qualitative interviews, teachers and coordinators indicated that many students struggle to pay 
attention to classes and to participate in activities. In all focus groups conducted with teachers, the issue of 
disengaged and withdrawn students was a key point raised by the respondents. Some students were 
described as ‘unable to get the information’ or ‘unable to focus attention’ on what is being taught. Parents 
and teachers also described how short-term hunger affects students’ ability to pay attention to content and 
to engage in class.  

Sometimes they don’t pay attention to the class. [Coordinator, male, Manatuto] 

Children’s attentiveness is low and it makes teaching very difficult. [Coordinator, male, 
Liquica] 

The students’ attentiveness is low and this is a major challenge for the teachers. 
[Coordinator, male, Ermera] 

Sometimes they are hungry, when it’s time for the break they don’t have time to rest. 
They don’t want to study, they don’t want to listen to the class. [Mother, Ermera] 

Caregivers indicated that about four in ten students (36.7%) have at least some difficulty remembering 
things or concentrating. (See Table 42.) The results indicate that this is the most common type of disability, 
and may be linked to working memory issues, potentially arising from a history of malnutrition and/or 
persistent illness. This is validated in a comparison of means for pictorial working memory scores for the 
groups of students with no difficulty remembering or concentrating, some difficulty and a lot of difficulty. The 
results of the one-way analysis of variance (ANOVA) show that there is a statistically significant difference 
between students that have no difficulty remembering and those that have some or a lot of difficulty 
remembering. In addition, there is a statistically significant difference between those with some difficulty and 
those with a lot of difficulty. In other words, students who were reported as having difficulty remembering 
things were more likely to perform poorly on the working memory test. Additional comparisons of means 
were done for all EGRA literacy tasks. All tasks except for letter name knowledge showed statistically 
significant differences. (See Table 43.) 

Table 42. Student difficulty remembering, by study group 

  
Total 

Study Group 

Comparison Treatment 

Count Column N % Count Column N % Count Column N % 

Student has difficulty remembering things or concentrating 

No difficulty 544 63.3% 247 65.3% 297 61.7% 

Some difficulty 293 34.1% 121 32.0% 172 35.8% 

A lot of difficulty 22 2.6% 10 2.6% 12 2.5% 

Total 859 100.0% 378 100.0% 481 100.0% 
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Table 43. Comparison of literacy means by student memory or concentration  

  
Difficulty remembering things or concentrating 

Results of ANOVA 
No difficulty Some difficulty A lot of difficulty 

Literacy tasks Mean 
Standard 
Deviation 

Mean 
Standard 
Deviation 

Mean 
Standard 
Deviation 

F-
statistic 

p-value 

Letter name knowledge 21.4 17.6 19.8 17.7 13.3 14.0 2.75 0.064 

Reading non-words 8.5 13.8 5.8 11.4 3.2 9.2 5.45 0.004** 

Reading familiar words 13.3 19.0 9.1 15.5 5.0 13.7 6.79 0.001** 

Passage reading 11.9 21.0 8.4 16.2 4.2 14.5 4.23 0.015* 

Reading 
comprehension 

15.4 26.2 10.9 22.0 5.9 17.9 4.24 0.015* 

Pictorial working 
memory 

41.16 18.89 39.78 17.99 25.36 17.84 7.80 
<.001**

* 

Student hunger 

The results framework identifies student hunger as a sub-factor that contributes to student attentiveness. 
Prior to the EGRA, students reported whether or not they had eaten any food that day. This is part of the 
McGovern-Dole Custom Outcome #13 which assesses student hunger. Most students (87.3%) said they had 
eaten that day. There was very little difference between the comparison and treatment groups. It is possible 
this response is inflated and should be compared with other data sources to gain a more accurate picture. 
(See Table 44.) Due to the age of the students, no follow-up questions on the quantity or type of food were 
asked, as it is unlikely that the child would be able to provide reliable or complete answers, given limited 
numeracy skills and memory issues. 

 

Table 44. Custom Outcome #13: Student hunger  

  

Total 

Study Group 

Comparison Treatment 

Count 
Column 

% 
Count Column % Count Column % 

Custom Outcome 13: Percentage of students who report that they did not consume any 
food during the school day 

Not achieved 311 12.7% 118 11.7% 193 13.4% 

Achieved 2143 87.3% 894 88.3% 1249 86.6% 

Total 2454 100.0% 1012 100.0% 1442 100.0% 

A lower, but substantial proportion of caregivers declared that they had not eaten anything for a whole day 
during the past month. It is important to note that data collection was conducted during Timor-Leste’s 
‘hunger season’, immediately before the maize harvest, when most household stocks of food have been 
depleted. Intense rains during this period also led to loss of produce in home gardens. (See Table 45). 
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Table 45. Household food security, by study group 

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Time in past 30 days when caregiver or others went without eating for a whole day due to lack of 
money or other resources 

No 780 93.2% 350 95.1% 430 91.7% 

Yes 57 6.8% 18 4.9% 39 8.3% 

Total 837 100.0% 368 100.0% 469 100.0% 

Qualitative data from mothers and fathers includes a wide range of references to hunger and food insecurity, 
reflecting the degree of vulnerability of the targeted population. While quantitative data shows that the 
majority of the households ate at least once a day during the past month, this does not reflect the full extent 
of food insecurity in targeted areas. Qualitative findings show that households use multiple strategies to cope 
with food insecurity, reducing the quality and quantity of food consumed, losing household assets and facing 
debt. The responses are in line with findings from previous studies conducted by CARE during the El Niño 
response in 2016, which indicated that skipping meals was a common coping mechanism, particularly among 
women, who prioritized their children over themselves135. 

Respondents described that they cope with food insecurity by borrowing food from neighbors; restricting the 
types of food eaten and the amount consumed; eating only once a day; selling livestock; eating vegetables 
produced in home gardens; and doing seasonal work (weeding, planting) to earn money to buy food. Even 
those who are able to earn some money through work or selling animals may face challenges to access food 
during the rainy season, given the distance and the limited accessibility of markets.  

We need to count it [the food]. Eat fruit or bread in the morning, maize or yam for lunch, 
alternating the two. [Mother, Manatuto] 

We reduce food portions. [Father, Ermera] 

We cook less food, count what we eat and drink until it’s time for the harvest.  [Father, 
Ermera] 

During the hungry season, we reduce the food, eat some local food at breakfast to be 
able to hold till the evening. [Mother, Ainaro] 

We have livestock such as chicken and pigs and can bring them to the market to sell, so 
we can get money to buy food for the household. During the rainy season though, the 
rivers are full and we cannot get there. [Father, Ainaro] 

As parents, we ask for help from our families so we can eat on the days when there is no 
food, then we pay it back. There is no shame in it as we adults can endure hunger, but 
the little children are our responsibility, what else could we do for our children? We look 
around for food, ask the neighbors. If we get some food, I’ll get it and then pay it back. If 
this is urgent, we cannot go and buy it as [the market] it’s too far away. [Mother, Ainaro] 

Respondents (particularly male) noted that providing enough food for the family is a man’s responsibility; 
men are expected to farm to feed the family. This may pose an added burden on husbands during times of 

                                           

135 CARE (2016) El Nino Rapid Gender Analysis 
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food insecurity and/or when the household is facing climate-related harvest losses. Although this area was 
not explored in this study, the added pressure on men to provide for the family may exacerbate domestic 
and intimate partner violence during times of food insecurity.  

The fathers have to farm [to prevent hunger] [Father, Manatuto] 

The father is the head of the family, which has more than ten people. The father has to 
work hard to earn money, to be able to get enough food to support the family, so they 
can eat every day. The family cannot ask others for help. As a father I have to work hard 
so I can feed all of them and they can have access to education. [Father, Ermera] 

As a father, my children and wife don’t know what hunger is, they always have food. As 
men, we need to find any means to provide food for our homes. [Father, Ermera] 

The men are responsible for this [providing food]. [Father, Ainaro] 

Access to food 

The results framework identifies access to food as a sub-factor that contributes to student attentiveness. The 
school survey includes data on school feeding programs and their ability to provide meals for students. 
Nearly all schools (93.1%) reported having a menu for school feeding. Only 30% of the comparison schools 
and 48% of the treatment schools affirmed that they buy food from local farmers all of the time. However, 
very few schools served a meal on the day of the data collection. More comparison schools (30%) served on 
meal on that day compared to only one school (1%) in the treatment school sample. (See Table 46.) The 
difference is explained by the time period when data was collected in schools. Enumerators visited treatment 
schools first in February and March, then followed by comparison schools with data collection extending into 
April. Many schools received the budget transfer for school feeding at the end of March and early April, 
allowing for one to two weeks of school feeding to occur in the first trimester. Despite the difference 
observed when schools had already received the budget transfer, the findings suggest that school feeding is 
limited at best, and does not consistently incorporate the use of local produce.  

Table 46. School feeding, by study group  

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Does the school have a menu for school feeding? 

No 12 6.3% 5 5.6% 7 7.1% 

Yes 176 93.1% 84 93.3% 92 92.9% 

Don't Know 1 0.5% 1 1.1% 0 0.0% 

Total 189 100.0% 90 100.0% 99 100.0% 

Does the school buy local food from farmers for school feeding? 

No 14 7.4% 10 11.1% 4 4.0% 

Yes, sometimes 101 53.4% 53 58.9% 48 48.5% 

Yes, all the time 74 39.2% 27 30.0% 47 47.5% 

Total 189 100.0% 90 100.0% 99 100.0% 

Did the school provide meals to the students today? 

No 161 85.2% 63 70.0% 98 99.0% 

Yes 28 14.8% 27 30.0% 1 1.0% 

Total 189 100.0% 90 100.0% 99 100.0% 
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Parents strongly support having a school feeding program and mentioned its many benefits in terms of 
motivating students, increasing attendance and attentiveness, and helping the most vulnerable students to 
stay in school.  

When there are school meals, the students attend regularly, but when they hear that 
there is no meal, they lack motivation to go to school. [Father, Manatuto] 

While the school feeding was going on, it was very helpful for the parents, because it 
made children attend school regularly. [Father, Ainaro] 

For example, most children live far from school and they have to wake up very early, they 
just go to school without having eaten breakfast because they are afraid that they will 
arrive late. If there is a school feeding program, it helps the schoolchildren a lot, 
responding to their needs. If there is no school feeding program, the parents need to 
wake up very early to prepare some rice. If they have to cook early in the morning but 
there is no electricity, they have to cook the evening before. [Father, Ainaro] 

Among schools that affirmed purchasing local farmers’ produce, a wide range of foods are reportedly being 
procured from local farmers for school meals. This includes 90 percent of schools having purchased dark 
green vegetables, 70 to 73 percent pumpkins, carrots, and variety of potatoes, and nearly 60 percent beans, 
peas, and soybeans. Watermelon, coconut oil, and fresh milk were among the least available foods. Coconut 
oil is produced for export or sale at the capital, and given its cost, hardly accessible to schools. Fresh milk is 
not included in most traditional Timorese diets, and its production is very limited; in the few locations where 
it is available, it is expensive. (See Table 47.) The survey did not assess the frequency, quantity or 
seasonality of purchase of local produce, but the following table indicates that only up to 39% of the schools 
that served a meal (mostly in comparison sites) had actually incorporated local produce other than maize136.    

Table 47. Food procured from local farmers, by study group (only in schools that procured food from local farmers)  

  

Total (n=175) 
Study Group 

Comparison 
(n=80) 

Treatment (n=95) 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Type of food procured from local farmers 

dark green vegetables such as water 
spinach, lettuce, mustard, pumpkin leaves, 
cassava leaves 

157 89.7% 71 88.8% 86 90.5% 

pumpkin, carrot, purple sweet potato 128 73.1% 55 68.8% 73 76.8% 

potato, taro, yellow sweet potato, cassava 123 70.3% 51 63.8% 72 75.8% 

beans, peas, soybeans, peanuts 104 59.4% 41 51.3% 63 66.3% 

beef, pork, sheep, goat, chicken or duck 100 57.1% 39 48.8% 61 64.2% 

Eggs 81 46.3% 33 41.3% 48 50.5% 

rice, maize, bread 80 45.7% 36 45.0% 44 46.3% 

cucumber, tomato, cabbage, eggplant 73 41.7% 29 36.3% 44 46.3% 

condiments 50 28.6% 26 32.5% 24 25.3% 

                                           

136 While most of the schools that served a meal reportedly served rice, it is unlikely that the rice is locally sourced, given the limited 

availability and higher cost of local rice.  
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fish (fresh or dried), shrimp or other 
seafood 

39 22.3% 19 23.8% 20 21.1% 

tofu or tempe 32 18.3% 15 18.8% 17 17.9% 

mango, papaya, honeydew melon, 
passionfruit or other yellow fruits 

24 13.7% 8 10.0% 16 16.8% 

milk (not condensed milk) 14 8.0% 4 5.0% 10 10.5% 

coconut oil 8 4.6% 4 5.0% 4 4.2% 

watermelon, tamarind, jackfruit 7 4.0% 3 3.8% 4 4.2% 

Out of the 28 schools that provided a meal on the day of the survey, nearly all of them (89.3%) served rice, 
maize or bread. The next most common foods were beans, dark green vegetables, and yellow or orange root 
vegetables (e.g., potatoes, carrots, cassava). (See Table 48.) Only a quarter of the 28 schools that served 
meals served high nutrient density local foods such as pumpkin, with less than 11% of those serving animal 
source protein. 

Table 48. Food served at school, by study group 

  

Total (n=28) 
Study Group 

Comparison 
(n=27) 

Treatment (n=1) 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Foods included in the day's meal             

rice, maize, bread or foods prepared with 
rice, maize or wheat 

25 89.3% 24 88.9% 1 100.0% 

beans, peas, soybeans or peanuts 11 39.3% 10 37.0% 1 100.0% 

dark green vegetables such as water 
spinach, spinach, lettuce, mustard, 
pumpkin leaves, cassava leaves 

10 35.7% 9 33.3% 1 100.0% 

pumpkin, carrot, purple sweet potato 7 25.0% 6 22.2% 1 100.0% 

potato, taro, yellow sweet potato, cassava, 
sago 

6 21.4% 5 18.5% 1 100.0% 

beef, pork, sheep or goat meat, chicken or 
duck 

3 10.7% 2 7.4% 1 100.0% 

eggs 3 10.7% 3 11.1% 0 0.0% 

fish (fresh or dry), shrimp or another 
seafood 

2 7.1% 2 7.4% 0 0.0% 

condensed milk  1 3.6% 1 3.7% 0 0.0% 

Cucumber, tomato, cabbage, eggplant 0 0.0% 0 0.0% 0 0.0% 

mango, papaya, honeydew melon, 
passionfruit or another yellow fruit 

0 0.0% 0 0.0% 0 0.0% 

watermelon, tamarind, jackfruit 0 0.0% 0 0.0% 0 0.0% 

fresh milk (not condensed milk) 0 0.0% 0 0.0% 0 0.0% 

During interviews, some coordinators remarked that they face issues buying nutritious, locally grown food in 
rural locations; the quantity and variety is limited in rural markets and access to larger markets is difficult. 
The main issue, however, is the cost of local food, which exceeds the $0.25/day budget allocated for each 
child’s meal. Some schools are asking parents to contribute vegetables to the school meal, as the funds are 
insufficient to buy produce from farmers. 
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The cooking menus [are a challenge]. Sometimes we want to buy meat but there is none 
available here, because this is a remote place. Nonetheless, we believe that the school 
feeding grant is being used as it should be. We always coordinate with the School 
Director. If one food item is not available, we use a different menu. [Coordinator, female, 
Manatuto] 

It’s difficult to buy locally grown food here because the food produced in the village is not 
enough for 100 children to eat. There isn’t enough cassava or potato, so we have to go to 
the market. It’s very difficult though because there are many schools and the food comes 
from Same [in another municipality]. [Coordinator, male, Ainaro] 

We buy rice and then other things, such as water spinach, pumpkin, and then plan for the 
coming days. We buy local chicken. […] Then we make tea for the children. The $0.25 
are not sufficient. [Coordinator, female, Manatuto] 

Before we used to buy chickens and vegetables, if the community killed a calf, we would 
try to get the meat. Since 2017, we have used [the funds] to buy bread, cakes and milk 
for the children. [Coordinator, male, Liquica] 

We buy chayote squash137, white mustard greens, they buy those daily based on the 
menu, each one costs $0.25. If we buy bread and eggs, it’s a major problem because 
$0.25 buys one egg and one piece of bread. When we provide meals, the children bring 
their younger siblings, they all come to eat. If we buy those, how do we do about quality 
and quantity? This is a flawed system. For example, to buy only one bunch of vegetables, 
it’s $0.50. [Coordinator, Ainaro] 

Several coordinators explained that schools do not procure directly from local farmers, but rather buy from 
the market138, while others purchase food from farmers living nearby. In some schools the money is provided 
to the cook to make the purchases as per the SFP manual guidance. However, at some other schools the 
coordinator is involved in overseeing the food purchases.  

We don’t liaise with farmers, they don’t sell directly to the school. We buy directly from 
the market, we have no contact with farmers. [Coordinator, male, Liquica] 

We don’t have farmers’ cooperatives here yet, and because of that, we buy whatever is 
planted by the community as long as they have enough to sell. For example, if they plant 
vegetables, they may have a direct contract with the cook, if they keep livestock they 
come and we can buy from them. [Coordinator, male, Liquica] 

Qualitative data also indicate a number of issues in the implementation of the school feeding program. 
Children are reportedly spending less time in class due to the time needed to serve meals. Some PTAs are 
clearly overseeing the SFP and local procurement of food for meals, while others have apparently no 
engagement in it at all. 

Sometimes there is no time to feed the children. The break is supposed to take 30 
minutes, but sometimes takes far longer. This was a challenge last year. I’ve spoken with 

                                           

137 Known locally as lakeru mutin. 

138 It is possible that some schools have reported ‘market purchase’ when buying from farmers selling in local markets. 
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the cook to start cooking before classes start. We need to follow the school hours. 
[Coordinator, male, Liquica] 

The community itself decides who will prepare the meals. They hold the funds and 
manage them, taking some of it to compensate for their work [cooking]. It’s their chief 
who manages their work, we just wait for the report. [Coordinator, male, Ainaro] 

Caregivers reported on aspects of the school feeding program during the household survey. The question 
asked them to respond based on a time that the school provided meals even though school feeding was not 
happening consistently at that moment. Hardly any caregivers from the treatment group (1.9%) said meals 
had been provided in the previous week, while about half from the comparison group (56.9%) said meals 
had been provided. (See Table 49.) There is no clear reason for this disparity, but the results align with what 
was reported in the school survey as well. Although meals were inconsistent and frequently not happening, 
most parents said the quantity of food is sufficient (89.7%), prepared in a hygienic manner (92.3%), 
available every day (91.6%), and tasty (90%). (See Table 50.) It is possible that responses are influenced by 
desirability bias and fear that criticism of school activities might lead to retaliation, as during qualitative 
interviews, parents’ responses provided a different picture of the school feeding program. 

Table 49. Parent reports of meals served, by study group 

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

School provided meals to students last week 

No 604 74.6% 149 43.1% 455 98.1% 

Yes 206 25.4% 197 56.9% 9 1.9% 

Total 810 100.0% 346 100.0% 464 100.0% 

Table 50. Parent reports of meal quality and availability, by study group  

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

The quantity of the food is sufficient. 

Agree completely 508 66.9% 233 71.7% 275 63.4% 

Agree somewhat 173 22.8% 59 18.2% 114 26.3% 

Disagree somewhat 64 8.4% 24 7.4% 40 9.2% 

Disagree completely 14 1.8% 9 2.8% 5 1.2% 

Total 759 100.0% 325 100.0% 434 100.0% 

The food is prepared in a hygienic manner. 

Agree completely 519 72.7% 231 76.7% 288 69.7% 

Agree somewhat 140 19.6% 47 15.6% 93 22.5% 

Disagree somewhat 37 5.2% 13 4.3% 24 5.8% 

Disagree completely 18 2.5% 10 3.3% 8 1.9% 

Total 714 100.0% 301 100.0% 413 100.0% 

The food is available every day. 

Agree completely 544 71.2% 243 75.0% 301 68.4% 

Agree somewhat 156 20.4% 58 17.9% 98 22.3% 
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Disagree somewhat 36 4.7% 13 4.0% 23 5.2% 

Disagree completely 28 3.7% 10 3.1% 18 4.1% 

Total 764 100.0% 324 100.0% 440 100.0% 

The food is tasty. 

Agree completely 439 65.3% 197 68.9% 242 62.7% 

Agree somewhat 166 24.7% 54 18.9% 112 29.0% 

Disagree somewhat 46 6.8% 19 6.6% 27 7.0% 

Disagree completely 21 3.1% 16 5.6% 5 1.3% 

Total 672 100.0% 286 100.0% 386 100.0% 

The results above do not provide a complete picture. Anecdotal information obtained from schools and 
officials indicated that the implementation of school feeding was limited in the last few years, and even in 
previous years was mostly not able to deliver meals in the first trimester. During focus groups, parents 
described multiple issues with the current implementation of the school feeding program, mentioning long 
interruptions in the provision of meals, poor quality of the food, lack of variety and conflicts in the 
management of the school feeding program at the school. While PTA engagement in approving expenses 
was repeatedly mentioned, several PTAs seemed to have very limited participation in overseeing the process. 
Parents expressed their frustration at the lack of information on SFP issues and SFP management in general. 

The quality is ok, but it was better before. Now it’s not implemented well. It has stopped. 
The quality is good because they give yam, cassava, banana to the children. [Mother, 
Liquica] 

They have to tell the cook to change the food and wash the vegetables till they are clean. 
The rice sometimes is dirty, has not been washed, comes mixed with insects. Have to tell 
them to wash it. It’s better if they don’t give frozen chicken to the children, change to 
another meat. [Mother, Ermera] 

Because the government implements the school feeding program like this, eating one day 
and not eating another day, this makes the children sick. For example, when they go to 
school, we keep some food for their lunch, but when they come home, they say that they 
have eaten already. Then we stop keeping their lunch, but they come back home and say 
that they haven’t eaten. This affects their health and is not right. Sometimes they eat, 
sometimes they don’t, this can make them sick. [Father, Liquica] 

We question the quality of the school meals, we see them preparing noodles and rice for 
lunch, sometimes egg and rice only. We see that this is not balanced for nutrition. We 
parents received information from the health staff that we should eat different types of 
food for good nutrition. They need to change the menu, it’s the same every day. [Father, 
Ermera] 

While PTAs are intended to play a key role in the implementation of the school feeding program, data from 
the school survey indicate it is mostly under the responsibility of the school director or coordinator. About 
three-quarters of schools (74.6%) said the director or coordinator was responsible for oversight of the 
program. About three in ten schools (30.7%) said the PTA was responsible. (See Table 51.) Schools could 
select more than one individual or group as a response to this question, so the summary data show that only 
about one in ten schools (9.5%) had PTA oversight, while about six in ten schools (59.3%) had school staff 
oversight. This differs for treatment and comparison schools with treatment schools slightly more likely to 
have PTA involvement. (See Table 52.)  
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Table 51. School feeding oversight, by study group 

  

Total (n=189) 
Study Group 

Comparison 
(n=90) 

Treatment (n=99) 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Responsible for oversight of school feeding 

Director or coordinator 141 74.6% 73 81.1% 68 68.7% 

Deputy director 14 7.4% 6 6.7% 8 8.1% 

PTA 58 30.7% 20 22.2% 38 38.4% 

Teachers 43 22.8% 12 13.3% 31 31.3% 

       

 

Table 52. School feeding oversight summary, by study group 

  
Total 

Study Group 

Comparison Treatment 

Count Column N % Count Column N % Count Column N % 

Responsible for oversight of school feeding 

No oversight 19 10.1% 9 10.0% 10 10.1% 

PTA oversight only 18 9.5% 5 5.6% 13 13.1% 

School staff oversight 
only 

112 59.3% 61 67.8% 51 51.5% 

PTA and school staff 
oversight combined 40 21.2% 15 16.7% 25 25.3% 

Total 189 100.0% 90 100.0% 99 100.0% 

One problem with PTA oversight of school feeding is the limited frequency in which PTAs meet. Nearly six out 
of ten schools (59.3%) reported that the PTA had not met that year. This was lower for treatment schools 
(53.3%), but still demonstrates a significant barrier to their involvement in school feeding. (See Table 53.) 
Active PTA involvement could be a critical factor in strengthening the feeding program and making it more 
consistent. The majority of the schools (95% treatment, 94% comparison) affirmed that they have a PTA, 
but in nearly half of those (44% treatment, 48% comparison), the PTA reportedly has only one member, and 
is therefore unlikely to be functional. Only in 31% of the treatment sites and 13% of the comparison sites 
with PTAs, the PTA is formed by five or more members.  

Table 53. Frequency of PTA meetings, by study group 

  
Total 

Study Group 

Comparison Treatment 

Count Column N % Count Column N % Count Column N % 

Last time the PTA met at the school 

Last week 6 3.4% 4 4.7% 2 2.2% 

Last month 16 9.0% 6 7.1% 10 10.9% 

More than a month ago 50 28.2% 19 22.4% 31 33.7% 
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Did not meet this year 105 59.3% 56 65.9% 49 53.3% 

Total 177 100.0% 85 100.0% 92 100.0% 

Student Attendance 

The results framework points to student attendance as a factor that influences students’ literacy scores. 
Student attendance was measured through the school survey that recorded enrolment by grade level, as well 
as current day attendance. On average, attendance rates ranged from 58 percent for grade one and 73 
percent for grade six. The biggest difference in attendance rates was between grade one and grade two, 
with grade two (68%) being ten percentage point higher than grade one (58%) on average. There is a great 
deal of variability between schools on attendance rates. This is indicated by the relatively large standard 
deviation. (See Table 54 and Figure 5.) On average, girls had slightly higher attendance rates than boys in all 
grade levels (68.6% compared to 67.7%) except for grade three where it was equal. None of these 
differences were statistically significant (See Figure 6.) No differences were observed in the attendance rates 
of treatment students from rural and ‘semi-urban’ (small town) schools, regardless of the grade, but it should 
be noted that the sample for attendance is primarily formed by rural schools (80% of the total). 

Table 54. Student attendance means and standard deviations, by study group 

  Count Minimum Maximum Mean 
Standard 
Deviation 

95.0% 
Lower 
CL for 
Mean 

95.0% 
Upper 
CL for 
Mean 

Grade 1 Attendance Rate 

Comparison 90 0.0 1.0 0.53 0.31 0.44 0.62 

Treatment 99 0.0 1.0 0.61 0.24 0.55 0.67 

Total 189 0.0 1.0 0.58 0.27 0.53 0.63 

Grade 2 Attendance Rate 

Comparison 90 0.0 1.0 0.66 0.28 0.59 0.73 

Treatment 99 0.1 1.0 0.69 0.23 0.64 0.74 

Total 189 0.0 1.0 0.68 0.25 0.63 0.72 

Grade 3 Attendance Rate 

Comparison 90 0.0 1.0 0.67 0.32 0.57 0.76 

Treatment 99 0.0 1.0 0.71 0.25 0.65 0.76 

Total 189 0.0 1.0 0.69 0.28 0.64 0.74 

Grade 4 Attendance Rate 

Comparison 90 0.0 1.0 0.69 0.34 0.59 0.79 

Treatment 99 0.0 1.0 0.71 0.22 0.66 0.76 

Total 189 0.0 1.0 0.70 0.27 0.65 0.75 

Grade 5 Attendance Rate 

Comparison 90 0.0 1.0 0.67 0.36 0.54 0.79 

Treatment 99 0.0 1.0 0.75 0.21 0.70 0.80 

Total 189 0.0 1.0 0.73 0.27 0.67 0.78 

Grade 6 Attendance Rate 

Comparison 90 0.0 1.0 0.66 0.37 0.53 0.80 

Treatment 99 0.0 1.0 0.76 0.24 0.70 0.82 

Total 189 0.0 1.0 0.73 0.29 0.67 0.78 

Overall Attendance Rate 
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Comparison 90 0.0 1.0 0.67 0.28 0.58 0.75 

Treatment 99 0.0 1.0 0.70 0.21 0.65 0.76 

Total 189 0.0 1.0 0.69 0.24 0.64 0.73 

 

Figure 5. Student attendance rates, by grade and study group  
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Figure 6. Student attendance rates, by grade and gender 

McGovern-Dole Standard Outcome #2 assesses the percentage of schools with an average student 
attendance rate of at least 80 percent. About four in ten schools (38.2%) achieved this outcome. There was 
little difference between treatment and comparison schools on this outcome. (See Table 55.) 

Table 55. Standard Outcome #2: Student attendance 

  

Total 

Study Group 

Comparison Treatment 

Count 
Column 

% 
Count Column % Count Column % 

Standard Outcome 2: Percent of schools with an average student attendance rate of at least 
80 percent 

Not achieved 63 61.8% 29 63.0% 34 60.7% 

Achieved 39 38.2% 17 37.0% 22 39.3% 

Total 102 100.0% 46 100.0% 56 100.0% 

Caregivers reported the main reasons for their children missing school the previous week. More than half of 
them (52.6%) said their children were sick, while about one in ten said the child did not want to go to school 
(11.4%) or there was a natural disaster such as strong rains (8.8%). (See Table 56.) Qualitative data provide 
additional insight into the reasons for student absences, suggesting that household responsibilities and farm 
work may be stronger reasons than the survey data show. It should also be noted that in the survey, the 
questions referred specifically to the Grade 2 student participating in EGRA, and that chores/ farming have a 
lesser impact on absenteeism due to the child being very young. Questions in the qualitative interviews 
referred to student absenteeism in general. The sections below on economic and cultural incentives, as well 
as community understanding of benefits, discuss this in more detail. 

Table 56. Parent reports of reasons for student absences, by study group 

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Main reason for missing school last week 

Sick 185 52.6% 70 57.4% 115 50.0% 

Did not want to go to 
school 

40 11.4% 22 18.0% 18 7.8% 

Natural disaster, strong 
rains 

31 8.8% 5 4.1% 26 11.3% 

Funeral, wedding or other 
traditional ritual 

12 3.4% 3 2.5% 9 3.9% 

Household responsibilities 9 2.6% 0 0.0% 9 3.9% 

Teacher did not attend 9 2.6% 1 0.8% 8 3.5% 

Farm work 6 1.7% 4 3.3% 2 0.9% 

Helped parents with 
business 

3 0.9% 0 0.0% 3 1.3% 

Did not have school 
materials 

2 0.6% 1 0.8% 1 0.4% 

Total 352 100.0% 122 100.0% 230 100.0% 
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More female students (57%) were reportedly absent due to being sick, in comparison to male students 
(48%), while more male students were absent due to attending a funeral, wedding or traditional ceremony, 
or farm work (although the proportion of students absent due to ceremonies or farm work is minimal). Table 
57 shows reasons for absenteeism disaggregated by gender. 

Table 57 - Reasons for student absenteeism, by gender 

  

Total 
Gender 

Male Female 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Main reason for missing school last week 

sick 185 52.6% 83 48.0% 102 57.0% 

household chores or caring 
for other people within 

the household 

9 2.6% 5 2.9% 4 2.2% 

funeral, wedding or 
traditional ritual 

12 3.4% 8 4.6% 4 2.2% 

did not have school 
materials 

2 0.6% 0 0.0% 2 1.1% 

farm work 6 1.7% 4 2.3% 2 1.1% 

helped parents with 
business 

3 0.9% 3 1.7% 0 0.0% 

did not want to go to 
school 

40 11.4% 20 11.6% 20 11.2% 

natural disaster, strong 
rains 

31 8.8% 14 8.1% 17 9.5% 

teacher did not attend 
9 2.6% 5 2.9% 4 2.2% 

Total 352 100.0% 122 100.0% 230 100.0% 

Dropout rates provide insight into school attrition. Dropout data was collected from school records and is 
limited to the number of students who had dropped out since the beginning of the school year – therefore, 
since January 2019. For all grades, the average dropout rates ranged from one to three percent. They were 
the highest for grades one and two for both the treatment and comparison groups. (See Table 58 and Figure 
7.) Girls and boys had similar dropout rates at each grade level. There was not a statistically significant 
difference between them. (See Figure 8.)  

It is important to note, however, that these figures may not provide a complete picture of the situation as 
students may drop out later in the school year or stop attending school without parents formally 
communicating to teachers that the student has dropped out. Among the assessed Grade 2 students, 14% 
had dropped out before and returned to school (14% comparison; 13% treatment). Sixteen percent of the 
boys and 12% of the girls had dropped out at least once since they have first enrolled in school. 

Caregivers reported that 37% of the Grade 2 treatment students and 31% of the comparison students 
participating in EGRA had a previous history of repetition. Repetition is similar for boys (35%) and girls 
(34%).  

Grade 2 students who were reported by their caregivers to demonstrate severe anxiety daily, weekly or 
monthly were much more likely not to want to go to school (33%) than those who do not demonstrate 
severe anxiety (19%). In a similar manner, twice as many Grade 2 students reported by their caregivers to 
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show signs of depression daily, weekly or monthly do not want to go to school (16%), compared to those 
who are reportedly not depressed (8%). The findings suggest that mental health issues may play a major 
role in dropout.  

Table 58. Student dropout means and standard deviations, by study group 

  Count Minimum Maximum Mean 
Standard 
Deviation 

95.0% 
Lower CL 
for Mean 

95.0% 
Upper CL 
for Mean 

Grade 1 Dropout Rate 

Comparison 90 0.00 0.26 0.03 0.06 0.01 0.04 

Treatment 99 0.00 0.34 0.03 0.07 0.02 0.05 

Total 189 0.00 0.34 0.03 0.06 0.02 0.04 

Grade 2 Dropout Rate 

Comparison 90 0.00 0.50 0.03 0.07 0.01 0.05 

Treatment 99 0.00 0.33 0.03 0.06 0.01 0.04 

Total 189 0.00 0.50 0.03 0.07 0.02 0.04 

Grade 3 Dropout Rate 

Comparison 90 0.00 0.37 0.02 0.07 0.01 0.04 

Treatment 99 0.00 0.29 0.02 0.04 0.01 0.03 

Total 189 0.00 0.37 0.02 0.05 0.01 0.03 

Grade 4 Dropout Rate 

Comparison 90 0.00 0.20 0.01 0.04 0.00 0.02 

Treatment 99 0.00 0.40 0.02 0.06 0.01 0.03 

Total 189 0.00 0.40 0.02 0.05 0.01 0.02 

Grade 5 Dropout Rate 

Comparison 90 0.00 0.05 0.01 0.01 0.00 0.01 

Treatment 99 0.00 0.21 0.02 0.04 0.01 0.03 

Total 189 0.00 0.21 0.01 0.04 0.01 0.02 

Grade 6 Dropout Rate 

Comparison 90 0.00 0.11 0.01 0.02 0.00 0.01 

Treatment 99 0.00 0.32 0.02 0.05 0.01 0.03 

Total 189 0.00 0.32 0.01 0.04 0.01 0.02 

Overall Dropout Rate 

Comparison 90 0.00 0.33 0.03 0.05 0.01 0.04 

Treatment 99 0.00 0.21 0.02 0.04 0.01 0.03 

Total 189 0.00 0.33 0.02 0.05 0.02 0.03 
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Figure 7 - Student dropout rates, by grade and study group 

 

 

Figure 8 - Student dropout rates, by grade and gender 
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Economic and cultural incentives 

The results framework identifies economic and cultural incentives as a sub-factor that contributes to student 
attendance. Qualitative data suggest that student absenteeism is heavily associated with their participation in 
agricultural work. Parents described how children often miss school to help their parents with planting, 
harvesting and taking care of livestock. Parents have repeatedly mentioned that they send their children to 
school (potential desirability bias), but sometimes “require their help” with chores. Parents have explained 
that the children’s work is essential for them to earn a minimum income, which is then invested in their 
education. Families working in coffee plantations seem to be particularly dependent on their children’s work, 
although maize farmers have also described how they depend on children’s contribution.  

We get busy in May, June, July as the coffee ripens, if the coffee ripens late then we start 
in July, August. Although we are busy with the coffee [harvest], we send our children to 
school, we always send our children to school. [Mother, Ermera, when asked about 
seasonal absenteeism]    

We are farmers, we do heavy work and we also need our children to help us when it’s 
time to work [harvest]. If they don’t help us, it becomes very difficult to farm. We need to 
have economic stability to pay for their education, to support them in the future. It’s very 
tough to be a farmer. [Father, Ermera] 

We need our children’s help during the coffee harvest. During those three months, they 
help with the harvest so we can get money to pay for their school expenses and to feed 
the family in months like February, March and April. [Father, Ermera] 

In November, December and January, we are very busy with farming, planting maize and 
weeding. In April and May, during the dry season, we plant the dry maize. Sometimes we 
are too busy to wash our children and prepare them to school. They help us during those 
months and they also fetch water for us to drink while we are working. [Mother, Ainaro] 

Parents, particularly mothers, also mentioned how they depend on children’s help to perform household 
chores, care for younger siblings and take care of sick family members.  

If a family has six or eight children, only four or five go to school. I’ll need to keep one of 
the younger ones. I’ll be alone if they all go to school; because of that I tell them that 
one has to stay to look after the young ones. When I’m alone, there is no need to send 
all of them to school, but they have to help me for one or two days. If the mother is sick, 
they don’t go to school, so they can care for the mother and father. [Mother, Ermera] 

On the other hand, mothers and fathers also mentioned the need to allocate time to education as well as 
household chores, ensuring that children attend school regularly.  

We need to send them to school regularly. When it’s time to go to school, they go to 
school, and when they leave, they help their parents. [Mother, Ermera] 

While teachers often reported that students are absent due to traditional ceremonies, the qualitative data 
collected in this study on children’s participation in those ceremonies is scarce. Additionally, only a small 
proportion of students were reportedly absent due to ceremonies. It is clear, however, that most households 
participate in traditional cermeonies and that paying for them is one of the main use of savings. It is possible 
that the use of savings for funerals and other traditional ceremonies may affect household ability to pay for 
the costs of education, as well as for nutritious food during the ‘hungry season’ or for healthcare expenses.  
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Health-related absences 

The results framework identifies health-related absences as a sub-factor that contributes to student 
attendance. Parents and caregivers reported the number of school days their child missed in the last month 
due to illness. More than half of the students (52.7%) missed at least one day in the last month because 
they were sick. This was similar between comparison and treatment groups. (See Table 59.) 

Table 59. Student absences due to illness, by study group 

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Number of school days missed last month due to illness 

None 409 47.3% 180 47.4% 229 47.2% 

1 to 2 days 248 28.7% 100 26.3% 148 30.5% 

3 to 5 days 142 16.4% 71 18.7% 71 14.6% 

6 or more days 66 7.6% 29 7.6% 37 7.6% 

Total 865 100.0% 380 100.0% 485 100.0% 

McGovern-Dole Custom Outcome #16 aims to reduce the number of days absent from school due to illness. 
Since baseline data will not show a reduction, the indicator was adjusted to report the percentage of days a 
student was absent from school due to illness. The mid-point and final evaluation will be able to report a 
change in attendance using the same indicator below. (See Table 60.) 

Table 60. Custom Outcome #16: Student absence due to illness 

  
Total 

Study Group 

Comparison Treatment 

Count Column N % Count Column N % Count Column N % 

Custom Outcome 16: Percentage of days absent from school due to illness 

Non-illness 456 52.7% 200 52.6% 256 52.8% 

Illness 409 47.3% 180 47.4% 229 47.2% 

Total 865 100.0% 380 100.0% 485 100.0% 

The results mirror previous observations from a large-scale study conducted with grades 4 to 6 at-risk 
students and dropouts, where illness was found to be the main cause of absenteeism139. While student illness 
was identified in the survey as a reason for absence, it was not mentioned by parents in the interviews as a 
cause of absenteeism. Illness among parents, particularly mothers, was mentioned as a reason for keeping 
children (particularly girls) at home to do domestic chores and look after younger siblings. It is possible that 
neither parents nor teachers consider that students are ‘absent’ (“falta”) if they are sick, as this is a 
legitimate/ justified reason for missing class. One of the lessons learned during the implementation of the 
USAID-funded School Dropout Prevention Pilot Project’s early warning system was that teachers often did not 
record a student’s absence if it was perceived to be “justified” (either due to illness or to death in the family). 
A similar pattern was observed with teachers in the present qualitative study; both teachers and coordinators 
seem to consider that absences due to illness are not actual “absences”.  

                                           

139 Creative Associates International (2014) Timor-Leste Situational Analysis: Factors and Conditions that Affect Dropout.  
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If the teacher is sick or on paternity leave, they cannot come. […] it’s really an absence if 
there is no notification. [Coordinator, male, Liquica] 

If we are sick, it’s not a problem [to be absent]. [Teacher, male, Manatuto] 

School infrastructure 

The results framework identifies school infrastructure as a sub-factor that contributes to student attendance. 
School infrastructure was assessed as part of the school survey. Data collectors reported whether the school 
had toilets, water, electricity, a kitchen, food storage, and a canteen (i.e., space to eat). Most schools 
(88.5%) had a kitchen at the school (though condition was not reported), but fewer had food storage 
(64.3%). Canteens were not common with only about one in ten schools (13.2%) having one available. In 
terms of toilets, about seven in ten schools (69.8%) had at least one toilet which could be used by the 
students, but fewer than half (47.8%) had a specific toilet available for girls. Water and electricity were 
available in a little more than half of schools (57.7% and 53.4%, respectively). (See Table 61.) 

Due to time constraints caused by poor weather and road conditions, data on infrastructure were not 
collected from about 60 comparison schools regarding the presence of a kitchen, canteen and food storage 
spaces. The results are included below, but data for the comparison schools should not be generalized due to 
the small sample size.  

Table 61. School infrastructure, by study group 

  

Total 
Study Group 

Comparison Treatment 

Total Count 
Column 

N % 
Total Count 

Column 
N % 

Total Count 
Column 

N % 

Kitchen 131 116 88.5% 32 23 71.9% 99 93 93.9% 

Toilet(s) 189 132 69.8% 90 62 68.9% 99 70 70.7% 

Food storage 129 83 64.3% 30 14 46.7% 99 69 69.7% 

Water 189 109 57.7% 90 48 53.3% 99 61 61.6% 

Electricity 189 101 53.4% 90 42 46.7% 99 59 59.6% 

Canteen   129 17 13.2% 30 0 0.0% 99 17 17.2% 

A disparity exists between rural and urban schools, particularly in relation to toilets and electricity. Urban 
schools were more likely to have at least one toilet (83.3%) compared to rural schools (67.9%), as well as 
electricity (83.3% for urban and 54.3% for rural). They were also more likely to have a kitchen and food 
storage. (See Table 62.) 

Table 62. School infrastructure, by location (treatment only) 

  

Location 

Rural   Urban   

Total Count Column N % Total Count Column N % 

Kitchen 81 75 92.6% 18 18 100.0% 

Toilet(s) 81 55 67.9% 18 15 83.3% 

Food storage 81 55 67.9% 18 14 77.8% 

Water 81 51 63.0% 18 10 55.6% 

Electricity 81 44 54.3% 18 15 83.3% 

Canteen   81 14 17.3% 18 3 16.7% 
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In relation to water, more than half of schools (53.4%) said they had piped water at their school. The 
remaining schools were divided in their access with almost 16 percent saying there was no water or it was 
too far away. (See Table 63.) Rural schools were more likely to have water access than urban schools. The 
primary difference was that about one in ten rural schools had a spring or water brought from a spring to 
their school, while that option was not available in urban or town-based schools. 

Table 63. Water source, by study group 

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Water source 

Piped water at 
school 

101 53.4% 45 50.0% 56 56.6% 

Piped water nearby 
32 16.9% 17 18.9% 15 15.2% 

No water available 
or too far away 

30 15.9% 14 15.6% 16 16.2% 

Spring water 9 4.8% 2 2.2% 7 7.1% 

Rainwater 
harvesting 

6 3.2% 3 3.3% 3 3.0% 

Well or pump 
nearby 

5 2.6% 4 4.4% 1 1.0% 

Well at school 4 2.1% 3 3.3% 1 1.0% 

Borehole at school 2 1.1% 2 2.2% 0 0.0% 

Total 189 100.0% 90 100.0% 99 100.0% 

Each school was given an infrastructure score out of six points. One point was assigned for presence of each 
of six infrastructure elements: toilet, water, electricity, kitchen, food storage and a canteen. About half of the 
schools (52.7%) had at least four of the six elements. (See Table 64.) Once again, these results include only 
one-third of all comparison schools since there was missing data related to kitchen, canteen, and food 
storage availability. 

Table 64. Infrastructure score, by study group  

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Total infrastructure score 

0 5 3.9% 2 6.7% 3 3.0% 

1 9 7.0% 7 23.3% 2 2.0% 

2 11 8.5% 6 20.0% 5 5.1% 

3 36 27.9% 8 26.7% 28 28.3% 

4 41 31.8% 5 16.7% 36 36.4% 

5 23 17.8% 2 6.7% 21 21.2% 

6 4 3.1% 0 0.0% 4 4.0% 

Total 129 100.0% 30 100.0% 99 100.0% 
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Three McGovern-Dole outcomes relate to infrastructure, including overall improved infrastructure (Custom 
Outcome #8), an improved water source (Custom Outcome #27), and improved sanitation (Custom Outcome 
#28). Improved infrastructure is based on criteria of having at least four of the six elements (52.7%). The 
water source outcome is achieved when the school has water access at the school (57.7%). Sanitation is 
measured by having at least one toilet at the school (69.8%). (See Table 65.) Differences between 
comparison and treatment schools should be interpreted cautiously given the low sample size for comparison 
schools.  

Table 65. Custom Outcomes #8, 27, 28: Infrastructure 

  

Total 

Study Group 

Comparison Treatment 

Count 
Column 

% 
Count Column % Count Column % 

Standard Outcome 8: Number of schools with improved infrastructure 

Not achieved 61 47.3% 23 76.7% 38 38.4% 

Achieved 68 52.7% 7 23.3% 61 61.6% 

Total 129 100.0% 30 100.0% 99 100.0% 

Standard Outcome 27: Number of schools with an improved water source 

Not achieved 80 42.3% 42 46.7% 38 38.4% 

Achieved 109 57.7% 48 53.3% 61 61.6% 

Total 189 100.0% 90 100.0% 99 100.0% 

Standard Outcome 28: Number of schools using improved sanitation facilities 

Not achieved 57 30.2% 28 31.1% 29 29.3% 

Achieved 132 69.8% 62 68.9% 70 70.7% 

Total 189 100.0% 90 100.0% 99 100.0% 

Parents often described school infrastructure as poor, noting a range of issues that affect teachers’ ability to 
teach. Complaints include lack of facilities such as kitchens; damage caused by strong winds; lack of fences, 
resulting in animals roaming freely; limited number of classrooms, resulting in overcrowded classes; and poor 
maintenance of existing facilities.  

The school is in very bad shape, we need to fix it. There is no water and because of that, 
children eat dry noodles [snack] with dirty hands. The toilets and the kitchen are also in 
poor shape. [Mother, Ainaro] 

Animals come into the school, and they have to clean their droppings. We need to put 
animals into pens. [Mother, Manatuto] 

The problem is that the school is in very poor condition. Students toilets were built but 
there is no maintenance. They defecate in the open and become ill. [Father, Ermera] 

Some communities described their contribution to improve infrastructure, with PTAs building fences and 
kitchens. In some cases, the collaboration between the community and the school clearly contributes to 
improve infrastructure, while in others, delays and lack of clarity on roles and responsibilities in improving 
infrastructure are an issue. Interestingly, parents did not mention any community contribution to the 
construction of toilets, although parents noted the lack of functional toilets as an issue in several locations.  

There is no kitchen to cook in. They [the cooks] cook in their friends’ homes and then 
bring the food to the children. There is a new coordinator and he is bringing in aluminum 
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sheets for the roof. The community has built a kitchen, but the aluminum sheets for the 
roof haven’t arrived yet. [Mother, Manatuto] 

There are opportunities to strengthen the collaboration between parents and school staff to improve 
infrastructure, given parental awareness of its value and the clear needs at school. This requires, however, a 
stronger, mutually accountable relationship between the school and the community, as many parents pointed 
out that the services offered by the school do not meet their expectations (due to teacher absenteeism, 
among other points). The quotes below, from parents and school staff in the same community in Ainaro, are 
a clear example of this situation.  

I feel bad to see the poor condition of the school, insufficient chairs and desks. The 
system used to teach the children at school does not follow the curriculum guidelines, 
sometimes visitors come from the Municipality and they always say that there is need for 
parents and teachers to collaborate to fix this school. We parents are ready to cooperate 
to improve this situation. The children always tell us that there is no place to sit in our 
school, our teachers don’t come to the school, and we don’t learn anything. [Mother, 
Ainaro] 

As teachers, we are concerned that there aren’t enough desks for the students, they all 
sit together, and the desks are large and heavy, difficult to move around. [Coordinator, 
male, Ainaro] 

School enrolment 

The results framework identifies school enrolment as a sub-factor that contributes to student attendance. 
School enrolment was collected from records at each school. In general, grade one classes have the highest 
mean of 32 students per school. The remaining grades two through six have a mean of 24 to 25 students per 
school. The standard deviation is quite large, indicating great variability between schools140. (See Table 66.) 

Table 66. School enrolment sizes, by study group 

  Count Minimum Maximum Mean 
Standard 
Deviation 

95.0% 
Lower CL 
for Mean 

95.0% 
Upper CL 
for Mean 

Grade 1  

Comparison 90 0 79 24 18 20 28 

Treatment 99 0 196 40 29 33 46 

Total 189 0 196 32 26 28 36 

Grade 2 

Comparison 90 0 71 19 15 16 22 

Treatment 99 0 111 29 22 24 33 

Total 189 0 111 24 19 21 27 

Grade 3 

Comparison 90 0 73 20 15 17 24 

Treatment 99 0 96 29 21 24 33 

Total 189 0 96 25 19 22 28 

Grade 4 

Comparison 90 0 62 19 15 16 23 

                                           

140 The difference is expected, as many of the remote schools serve isolated villages with a small population.  
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Treatment 99 0 105 29 21 25 33 

Total 189 0 105 24 19 22 27 

Grade 5 

Comparison 90 0 98 22 23 17 27 

Treatment 99 0 100 27 21 23 32 

Total 189 0 100 25 22 22 28 

Grade 6 

Comparison 90 0 90 21 22 16 26 

Treatment 99 0 111 28 23 23 32 

Total 189 0 111 25 23 21 28 

Total 

Comparison 90 0 448 126 102 103 149 

Treatment 99 0 575 181 127 154 208 

Total 189 0 575 155 119 137 173 

Community understanding of benefits 

The results framework identifies community understanding of benefits as a sub-factor that contributes to 
student attendance. During qualitative interviews, parents consistently remarked on the importance of 
education and spoke about the sacrifices they make to support the financial and opportunity costs of 
education. The most tangible evidence is the use of savings for education. Saving to support the costs of 
their children’s school supplies and uniform, as well as a future investment in their high school and university 
costs in the municipal or country’s capital was a recurrent theme in interviews.  

We use [savings] to buy things for the house, to buy shoes, pens, books. [Mother, 
Manatuto] 

We save money so our children can go to high school and university, to pay semestral 
fees, so they will be able to graduate. [Mother, Ermera] 

We parents are responsible [for the children], regardless if we want it or not we need to 
work till we are exhausted and ask each other for help. I have seven children, whether I 
want it or not I need to save money to support their education. [Father, Ainaro] 

While parents are strongly committed to enroll their children and keep them in school, their perceptions 
about the importance of consistent attendance are far more mixed and sometimes contradictory. As 
discussed above, parents expressed major concerns about teacher absenteeism and articulated the 
importance of having teachers attend consistently. When it comes to farm and household chores, however, 
parents explained how they depend on their children’s contribution and therefore consider these absences as 
needed/ acceptable. Mothers expressed that they depend on their children’s (particularly daughters) support 
with chores, while both mothers and fathers explained how children’s work in the coffee and maize farms is 
essential to the family.  

Last but not least, parents also expressed that while placing a high value on education, they have concerns 
about the value of sending children to school when teachers are absent and children are left to roam around 
the school/ village. Parents noted that if children are not learning anything at school, they may be better off 
at home. They also expressed that the provision of school meals enhances the value of sending children to 
school, but some noted that this is valuable only as long as the children are learning something. 
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They just play at school, don’t learn anything. Sometimes some of the children come to 
school and fight. [Father, Ermera] 

While the school feeding program was going on, many children would come to school. 
When there is no school feeding, there are less children coming to class. We parents 
sometimes send our children to school, but when they get there they don’t do anything; 
when they finish eating, they come back home without having learned anything. [Father, 
Ermera] 

Communities appear to strongly support education. However cultural and financial concerns, as well as 
perceptions of return on investment, tend to reduce their commitment to attendance and retention. 

HEALTH AND NUTRITION RESULTS 

Health, Nutrition, and Dietary Outcomes 

Health, nutrition, and dietary practices are difficult to measure through household surveys. In-depth 
observations and interviews are required to gain an accurate understanding of the practices occurring within 
households. The HATUTAN baseline data includes data on consumption of a variety of foods for the caregiver 
and children under two. However, the remaining data elements primarily contribute to improved practices 
rather than data on the practices themselves. The recommendations section of this report addresses possible 
methods for collecting information on health, nutrition, and dietary practices in the future. This report will 
focus on the sub-factors identified in Table 67 as reasonable contributors to the increased use of health, 
nutrition, and dietary practices within households. 

Table 67. Factors contributing to health and nutrition per the results framework 

Factor Sub-factors 

Increased use of 
health, nutrition and 
dietary practices 

Improved knowledge of health and hygiene practices 

Increased knowledge of safe food prep and storage practices 

Increased knowledge of nutrition 

Increased access to clean water and sanitation services 

Increased access to preventative health interventions 

Increased access to requisite food prep and storage tools and 
equipment 

 

Nutrition Practices 

Caregivers interviewed during the household survey reported on the types of food they consumed the prior 
day. Females of child-bearing age are of particular importance given the impact their nutrition has on a 
baby’s development. Nearly all (99.9%) females between the ages of 15 and 49 reported that they ate a 
grain such as rice, maize, or bread. Vitamin A-rich dark green leafy vegetables and other vitamin A-rich 
vegetables were also commonly consumed (78.7% and 85.3%, respectively). Much smaller percentages of 
women said they ate other vegetables and fruits (21.7%), legumes, beans, nuts or seeds (12.5%), eggs 
(11.2%), flesh foods (8.5%), organ meat (4.7%), and dairy products (1.9%). Therefore, the majority of the 
households are living on a carbohydrate-based diet with little access to protein sources. (See Table 68.) 
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Table 68. Food consumed by women of childbearing age (15-49), by study group 

  
Total (n=686) 

Study Group 

Comparison (n=305) Treatment (n=381) 

Count Column N % Count Column N % Count Column N % 

Grains, roots and tubers 685 99.9% 305 100.0% 380 99.7% 

Other vitamin A-rich vegetables and fruits 585 85.3% 264 86.6% 321 84.3% 

Vitamin A-rich dark green leafy vegetable 540 78.7% 243 79.7% 297 78.0% 

Other vegetables and fruits 149 21.7% 69 22.6% 80 21.0% 

Legumes, beans, nuts and seeds 86 12.5% 25 8.2% 61 16.0% 

Eggs 
77 11.2% 32 10.5% 45 11.8% 

Flesh foods and other miscellaneous 
small animal protein 58 8.5% 26 8.5% 32 8.4% 

Organ meat 32 4.7% 15 4.9% 17 4.5% 

Dairy products 13 1.9% 2 0.7% 11 2.9% 

The women’s dietary diversity score (WDDS) reflects the diversity of food groups in a woman’s diet. In the 
baseline study, the dietary diversity score for all women between ages 15 and 49 was 3.3. This means they 
consumed an average of 3.3 food groups out of nine on the previous day. There was very little difference 
between the comparison and treatment groups. Women in the treatment group had a WDDS of 3.3 
compared to 3.2 for the comparison group.  

The limited dietary diversity reflects not only nutrition practices, but also the pattern of the ‘hungry season’ – 
the pre-harvest period when household stores of food have been depleted and families resort to coping 
strategies such as limiting the consumption of food. It also highlights the importance of the provision of 
quality school feeding, enabling children to eat at least once a day a balanced meal. 

Mothers of children under two years of age reported the foods consumed by their children between 6 and 23 
months old the prior day. Almost all of these children (96%) consumed grains, roots or tubers, and about 
half (47.4%) ate vitamin A-rich fruits and vegetables. Very few children between 6 and 23 months consumed 
dairy products (including formula, milk, or any food prepared with milk), eggs, legumes and nuts, or meat. 
(See Table 69.) Dietary diversity scores were calculated for this group of children, similar to the method for 
women of childbearing age but with seven instead of nine food groups.141 The children between 6 and 23 
months old in this sample consumed an average of 1.9 food groups out of seven on the previous day. Scores 
were similar between treatment and comparison groups. Children in the comparison group ate from an 
average of 1.9 food groups, while children in the treatment group ate from an average of 1.8 food groups. 
Minimum dietary diversity for children is generally considered to be consumption of foods from at least four 
of the seven food groups in the calculation. 

 

                                           

141 Breastfed and non-breastfed children were included in the same analysis since very few of the non-
breastfed children consumed milk.  
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Table 69. Food consumed by children between the ages of 6 and 23 months, by study group 

  
Total (n=175) 

Study Group 

Comparison (n=77) Treatment (n=98) 

Count Column N % Count Column N % Count Column N % 

Grains, roots and tubers 168 96.0% 75 97.4% 93 94.9% 

Vitamin A-rich fruits and 
vegetables 

83 47.4% 39 50.6% 44 44.9% 

Dairy products 25 14.3% 11 14.3% 14 14.3% 

Eggs 
22 12.6% 12 15.6% 10 10.2% 

Legumes and nuts 9 5.1% 2 2.6% 7 7.1% 

Flesh foods (meat, fish, poultry, 
and liver/organ meats) 9 5.1% 5 6.5% 4 4.1% 

Other fruits and vegetables 9 5.1% 3 3.9% 6 6.1% 

Most of the 68 children under the age of 6 months (69.1%) were exclusively breastfed. Infants in the 
treatment group were more likely to be breastfed (72.7%) compared to infants in the comparison group 
(62.5%). Very few mothers reported that their infants had consumed formula the prior day (11.4%) or any 
tinned, powered or animal milk (4.6%). 

In addition, taboos on the consumption of specific foods, specifically for children, babies and pregnant 
women or women who have just given birth, are prevalent in many communities in Timor-Leste. Previous 
research conducted in Liquica and Ermera on traditional nutrition practices indicated a preference for feeding 
children with rice instead of maize, as rice is perceived as a ‘soft’, appropriate food for them. Previous 
findings also indicated a range of taboos for pregnant women, including the consumption of cold water; 
coconut water; goat meat; fish; chili peppers; banana flowers; cassava leaves; and “hard foods” in general. 
Other taboos mentioned by specific clans/ villages associated to a given sacred house or ancestor, and 
applicable to the entire family, include the consumption of fish, dog meat, pork, goat lungs and mung 
beans142.  

Qualitative data collected as part of the present study indicate that several communities follow ancestral 
practices that ban the consumption of specific foods for children and pregnant women, while recommending 
feeding them other types of food. Some communities indicated that traditional practices are waning, while 
others remarked that traditional practices should be followed strictly to prevent children and women from 
becoming ill or dying. Examples include:  

 Soibada, Manatuto: No consumption of long beans. Consider that children and pregnant women 
can become ill or die if consuming bitter melon, peanut, egg, papaya (general ban on yellow fruits). It 
is believed that young children should not eat papaya or pumpkin as this may cause bronchitis. 
Traditional ban on eating tuna.  

 Laclo, Manatuto: Children cannot eat the tail or tongue of animals sacrificed for ceremonies. 
Women who have just given birth should not eat goat meat or chickens that have died naturally 
(belief that children may develop epilepsy if they do).   

                                           

142 Castro, A.F. (2013) An Approach to the Field Habits of Three Communities in Timor-Leste. 
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 Maubara, Liquica: Pregnant women should eat bitter foods such as papaya leaves, bitter melon 
leaves, breadfruit and boiled corn. Some respondents affirmed no longer following traditional 
practices, while others do. 

 Letefoho, Ermera: Children should not eat maize, just rice porridge. Pregnant women and children 
cannot eat lemon. Animals sacrificed during ceremonies cannot be eaten by pregnant or women who 
have married into the community (new brides)143.  

 Hatolia, Ermera: Children cannot eat the meat of animals slaughtered during traditional ceremonies. 
Young children cannot eat watermelon, soybean, salted peanuts, papaya, egg or chili peppers.  

 Hatu’udo, Ainaro: Cannot eat wild birds. Babies should be given banana and soybeans, while older 
children can eat sago and rice porridge. Children cannot eat egg or breadfruit.  

 Maubisse, Ainaro: Maize should be pounded before being given to children.  

In some cases, communities affirmed that health workers provided recommendations on nutrition for 
pregnant mothers and women who have just given birth and for feeding newborn babies. This includes 
recommendations on exclusive breastfeeding, but also other advice. 

We follow the advice received from the midwife or the doctor. We cannot feed the babies, 
should just breastfeed them till they are six months old. Should feed them the colostrum 
immediately and breastfeed for this period of time. We can only eat salt one week after 
the birth. After the baby is born, the mother cannot eat tuna or bitter melon. [Mother, 
Liquica] 

Knowledge of health and hygiene 

The results framework identifies knowledge of health and hygiene as a sub-factor that contributes to health, 
nutrition and dietary practices. McGovern-Dole Custom Outcome #21 for knowledge of hygiene practices 
originally intended to measure the percentage of caregivers who could identify at least three healthy hygiene 
practices. However, data collectors reported difficulty in gathering reliable responses to this question. There 
was confusion around the meaning of hygienic practices or ‘clean living’. A new item replaced the original 
item in which caregivers responded to a set of 28 pictures and identified those that represented healthy 
behaviors. Most caregivers were able to correctly identify the healthy hygiene practices. (See Table 70.) 
While knowledge is a necessary precursor to behavior change, it does not alone change behavior. Additional 
attention needs to be given to the gap between knowledge and behavior. 

Table 70. Knowledge of healthy hygiene practices, by study group 

  

Total (n=527) 
Study Group 

Comparison 
(n=363) 

Treatment 
(n=164) 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Hygiene knowledge 

Wash hands before eating 518 98.3% 358 98.6% 160 97.6% 

Wash hands before feeding children 517 98.1% 356 98.1% 161 98.2% 

Drink boiled water 511 97.0% 353 97.2% 158 96.3% 

                                           

143 Rural Timorese communities rarely slaughter livestock because animals are kept for consumption during traditional ceremonies 
(funerals, consecration of a sacred house, etc) or exchanged between families as part of the practice of barlake (wedding agreements 
between ‘wife-giving’ and ‘wife-taking’ households, involving the exchange of gifts and livestock). Therefore, traditional ceremonies 
are among the few occasions when poor families eat meat. It is unclear if the ban on eating the meat of animals slaughtered during 
ceremonies applies to all meat, or only to organs.  
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Wash hands before preparing food 507 96.2% 351 96.7% 156 95.1% 

Wash hands after cleaning children 505 95.8% 346 95.3% 159 97.0% 

Wash hands after using the toilet 505 95.8% 348 95.9% 157 95.7% 

Wash fruits and vegetables 503 95.4% 345 95.0% 158 96.3% 

Trim the nails 503 95.4% 350 96.4% 153 93.3% 

Brush the teeth 503 95.4% 347 95.6% 156 95.1% 

Cover the food after preparing it 502 95.3% 348 95.9% 154 93.9% 

Wash the dishes 497 94.3% 348 95.9% 149 90.9% 

Use the toilet to urinate/ defecate 496 94.1% 349 96.1% 147 89.6% 

Wash clothes 494 93.7% 345 95.0% 149 90.9% 

Wash hands after picking the trash 493 93.5% 341 93.9% 152 92.7% 

Wash hands after caring for animals 492 93.4% 341 93.9% 151 92.1% 

Wash hands before caring for children 491 93.2% 344 94.8% 147 89.6% 

Use sandals / shoes 485 92.0% 341 93.9% 144 87.8% 

Bury the trash 477 90.5% 331 91.2% 146 89.0% 

Clean a running nose 463 87.9% 323 89.0% 140 85.4% 

This appeared to be an easy task for the caregivers. As such, the original indicator needed to be adjusted to 
a different standard. The new standard is to identify at least 17 out of 19 healthy hygiene practices. This was 
accomplished by most of the caregivers (86%) in the sample. (See Table __.) 

Table 71. Custom Outcome #26. Knowledge of hygiene practices 

  

Total 

Study Group 

Comparison Treatment 

Count 
Column 

% 
Count Column % Count Column % 

Custom Outcome 21: Percentage of participants who can identify important 
hygiene/sanitation practices 

Not achieved 74 14.0% 42 11.6% 32 19.5% 

Achieved 453 86.0% 321 88.4% 132 80.5% 

Total 527 100.0% 363 100.0% 164 100.0% 

Despite being able to accurately identify the healthy hygiene practices, caregivers tended to falsely identify 
two negative practices as being healthy. About two-thirds (67.7%) stated that keeping livestock in the house 
or kitchen was hygienic. About one in four (22.4%) reported that throwing trash outside on the ground was a 
positive practice. (See Table 71.)  

Table 72. Knowledge of unhealthy hygiene practices, by study group 

  

Total (n=527) 
Study Group 

Comparison 
(n=363) 

Treatment 
(n=164) 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Unhealthy Hygiene Practice 

Keep livestock/animals in the house or kitchen 357 67.7% 250 68.9% 107 65.2% 

Throw trash outside 118 22.4% 84 23.1% 34 20.7% 
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Qualitative data indicates that while parents may be aware of hygiene practices, they may not be followed 
consistently. Mothers and fathers explained how mothers are often too overloaded with house and farm work 
to pay attention to practices such as handwashing, dressing children in clean clothes and keeping young 
children clean. Mothers also struggle with taking care of a large number of children, often having to prioritize 
small babies and being unable to help other children with their personal hygiene. This situation is further 
compounded by the limited access to water sources and by the gendered division of work at home, where 
the burden of taking care of young children falls largely on the mother.  

Mothers are very busy taking care of babies. Fathers go to the farm and come back late, 
so the mothers [are too busy] to wash their hands every time they do something. They 
cannot wash their hands because they are busy holding the baby or cleaning the baby. If 
she is doing it all alone because the children went to school, there is no time to wash 
hands. [Father, Manatuto] 

We get sick because we work, don’t wash our hands, sometimes are in a hurry because 
we are cleaning a child and pick the food with dirty hands, and then get sick because our 
hands were dirty. [Mother, Manatuto] 

This situation always happens, for example the children are playing, we ask them to come 
and eat, they don’t wash their hands. In the rural areas where we live, the fathers are too 
busy and don’t help the mothers. [Father, Liquica] 

Sometimes we are too busy and forget to wash the children’s hands. It’s also hard to get 
water. [Father, Ermera] 

Knowledge of safe food prep and storage 

The results framework identifies knowledge of safe food prep and storage as a sub-factor that contributes to 
health, nutrition and dietary practices. Qualitative data suggests that parents are concerned about hygiene 
standards in the preparation of school meals, and at least some PTAs are involved in overseeing meal 
preparation and securing food storage spaces. Some PTA members mentioned their dissatisfaction with the 
quality of the rice received and the storage conditions. On the other hand, coordinators have clearly 
mentioned that parents are “not involved" in the oversight of meal preparation or commodity storage.  

I see that the cooks are not cooking properly or feeding the children as they should. I 
have told them that they need to prepare the portions carefully, measuring what will be 
eaten in a day to avoid preparing extra food. They need to wash the food, cook with 
hygiene, and serve the food properly because the students are very young. [Father, 
Manatuto] 

I’m a new member of the PTA, started a year ago, but can see that they are cooking 
properly and providing good food for the children. The rice is of poor quality though. […] 
When the rice is stored for a long time, it spoils and has pests in it. We ask for good 
quality rice. [Father, Manatuto] 

As parents we have been following up on this and have shared our concerns with the 
administrative post administrator and the municipal director of education, so they can 
monitor the school feeding program, particularly in regard to nutrition and hygiene. The 
children are eating outside instead of within the class. [Father, Ermera] 

We leave this in the hands of the cooks, we just control it. [Coordinator, male, Manatuto] 
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Yes, the PTA oversees the meal preparation and provide guidance to those who prepare 
the meals. [Coordinator, male, Ermera] 

Knowledge of nutrition 

The results framework identifies knowledge of nutrition as a sub-factor that contributes to health, nutrition 
and dietary practices. The household survey gathered information from pregnant and lactating women, as 
well as parents of school children, about their knowledge of nutrition. Respondents named the best nutrition 
recommendations without being prompted with ideas. More than half (53.6%) identified the importance of 
providing a variety of nutritious local foods to infants and young children. (See Table 72.)  

Table 73. Mothers’ nutrition knowledge, by study group 

 
Total (n=865) 

Study Group 

Comparison 
(n=380) 

Treatment 
(n=485) 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Nutrition recommendations identified by mothers 

Use a variety of nutritious local foods 
for infants and young children 

464 53.6% 189 49.7% 275 56.7% 

Initiate breastfeeding within one hour 
of delivery 

314 36.3% 162 42.6% 152 31.3% 

Exclusively breastfeed for six months 262 30.3% 138 36.3% 124 25.6% 

Introduction of appropriate, safe and 
adequate complementary foods at 6 
months up to 2 years and beyond 

244 28.2% 124 32.6% 120 24.7% 

Feed foods rich in iron 241 27.9% 102 26.8% 139 28.7% 

Feeding frequent meals and snacks to 
child 

240 27.7% 109 28.7% 131 27.0% 

Breastfeed frequently on demand, 
both day and night 

236 27.3% 111 29.2% 125 25.8% 

Take children to health promotion 
sessions or health facility 

189 21.8% 91 23.9% 98 20.2% 

Continue breastfeeding for 1 to 2 
years 

151 17.5% 75 19.7% 76 15.7% 

Ensure timely immunizations 147 17.0% 73 19.2% 74 15.3% 

Maintains health card to monitor 
growth and development of child 

140 16.2% 62 16.3% 78 16.1% 

Ensure child sleeps under treated 
mosquito net 

138 16.0% 63 16.6% 75 15.5% 

Appropriate care for pregnant and 
lactating women, including adequate 
quantities of nutritious food 

89 10.3% 46 12.1% 43 8.9% 

Continue or increase breastfeeding 
when mother or child is sick 

66 7.6% 31 8.2% 35 7.2% 
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When infant unable to suckle, 
provide expressed breastmilk in cup 
or tube 

37 4.3% 24 6.3% 13 2.7% 

McGovern-Dole Custom Outcome #23 relates to nutrition knowledge. Mothers must identify a minimum of 
three important nutrition or dietary recommendations to meet this standard. About half of mothers (49.2%) 
achieved this outcome. (See Table 73.)  

Table 74. Custom Outcome #23: Nutrition knowledge 

Custom Outcome 23: Percentage of participants in program target groups who can identify 
at least three important nutrition/dietary recommendations. 

Not achieved 439 50.8% 176 46.3% 263 54.2% 

Achieved 426 49.2% 204 53.7% 222 45.8% 

Total 865 100.0% 380 100.0% 485 100.0% 

Since participants were asked only about their knowledge of nutrition, the table above may not reflect the 
participants’ own practices, but rather their knowledge of the best practices. Qualitative data suggests that 
both mothers and fathers are well aware of the importance of exclusive breastfeeding up to six months of 
age; it was mentioned in all focus groups, and participants also described the importance of listening to 
health staff advice on the breastfeeding. Participants mentioned that this has generated some level of conflict 
with grandparents or elders who advised them differently on breastfeeding practices but also expressed a 
preference for following medical advice.   

When a baby is born, we normally breastfeed [him/her] first, and after six months, start 
feeding [him/her] traditional food such as rice porridge, maize and others. We listen to 
the information from the health clinic and the SISCa program, which is the closest to us 
as it is run at the administrative post and the village. [Mother, Ermera] 

First we go to the clinic so they can tell is that we should give porridge to the child. The 
grandparents also give us advice, and sometimes they ask, “What are you going to do at 
the hospital?” [Father, Ainaro] 

On the other hand, some mothers mentioned introducing food as early as four months, 
and in some cases, if the mother is too ill or is unable to breastfeed the child.  

We start breastfeeding at birth till six months. In my own case though, the child started 
asking for food, so at four months I’ve started giving sun [powdered milk]. [Father, 
Liquica] 

When the child is three months old, we give sun [powdered milk] and when he reaches 
six months, give him porridge. [Mother, Ermera] 

Access to clean water and sanitation 

The results framework identifies access to clean water and sanitation as a sub-factor that contributes to 
health, nutrition and dietary practices. Respondents to the household survey reported whether they had 
access to drinking water for the whole year, as well as if their household had a toilet of any kind. About four 
in ten (42.1%) said they had water available for the whole year, and eight in ten (82.2%) said they had a 
toilet of some kind. (See Table 74.) 
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Table 75. Drinking water and toilets, by study group 

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Drinking water is available the whole year 

No 501 57.9% 186 48.9% 315 64.9% 

Yes 364 42.1% 194 51.1% 170 35.1% 

Total 865 100.0% 380 100.0% 485 100.0% 

Household has a toilet of some kind 

No 154 17.8% 52 13.7% 102 21.0% 

Yes 711 82.2% 328 86.3% 383 79.0% 

Total 865 100.0% 380 100.0% 485 100.0% 

       

The majority of the households obtain water from a public tap (32% treatment, 41% comparison), followed 
by water piped into the yard (27% treatment, 20% comparison). Springwater transported through bamboo 
pipes is the third most common option (19% treatment, 10% comparison). Only 11% of the treatment 
households and 8% of those in comparison areas have water piped into the dwelling. (Table 75) 

Table 76 - Most frequent household water source, by study group 

 
Total (n=865) 

Study Group 

Comparison 
(n=380) 

Treatment 
(n=485) 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Water sources used by households 

piped into dwelling 
89 10.3% 34 8.9% 55 11.3% 

piped into yard/ plot 
204 23.6% 74 19.5% 130 26.8% 

public tap 310 35.8% 156 41.1% 154 31.8% 

borehole 

41 4.7% 26 6.8% 15 3.1% 

dug well (protected) 29 3.4% 19 5.0% 10 2.1% 

dug well (unprotected) 
17 2.0% 6 1.6% 11 2.3% 

river or lake 
41 4.7% 27 7.1% 14 2.9% 

rainwater harvesting 
3 0.3% 0 0.0% 3 0.6% 

spring/ springwater transported 
through bamboo pipes 

131 15.1% 38 10.0% 93 19.2% 

Total 865 100% 380 100% 485 100% 
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The school survey included a number of items related to water access and sanitation. It should be noted that 
more than 60 of the comparison schools did not provide responses to these questions, so their percentages 
should be interpreted with caution. Overall, about two-thirds of schools (64.3%) had clean water available to 
prepare meals, but only about one third (37.2%) had a handwashing station available. In addition, less than 
half of schools (43.5%) reported using detergent often or everyday to clean the kitchen. (See Table 76.) 

Table 77. School sanitation, by study group 

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Clean water available to prepare meals 

No 41 35.7% 12 54.5% 29 31.2% 

Yes 74 64.3% 10 45.5% 64 68.8% 

Total 115 100.0% 22 100.0% 93 100.0% 

Handwashing station 

No 81 62.8% 23 76.7% 58 58.6% 

Yes 48 37.2% 7 23.3% 41 41.4% 

Total 129 100.0% 30 100.0% 99 100.0% 

Use detergent to clean kitchen 

No 24 20.9% 5 22.7% 19 20.4% 

Sometimes 41 35.7% 9 40.9% 32 34.4% 

Often 6 5.2% 0 0.0% 6 6.5% 

Every day 44 38.3% 8 36.4% 36 38.7% 

Total 115 100.0% 22 100.0% 93 100.0% 

Access to preventative health interventions 

The results framework identifies access to preventative health interventions as a sub-factor that contributes 
to health, nutrition and dietary practices. Caregivers were asked if they could afford to take someone to the 
doctor or a clinic, if needed. About one-quarter of respondents (27.2%) said they could afford to do this all 
the time compared to one-third who said they could only do this some or most of the time (37.4%) or never 
(35.5%). (See Table 77.) It should be noted, however, that access to healthcare in remote areas is also 
conditioned by distance and lack of transportation options, and in the rainy season, by accessibility (as many 
sites may become inaccessible for days due to washed out roads and impassable river crossings). 

Table 78. Access to healthcare, by study group 

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Can afford the cost of taking someone in the household to the doctor or clinic 

Never 307 35.5% 125 32.9% 182 37.5% 

Sometimes 274 31.7% 106 27.9% 168 34.6% 

Most of the time 49 5.7% 26 6.8% 23 4.7% 

All the time 235 27.2% 123 32.4% 112 23.1% 

Total 865 100.0% 380 100.0% 485 100.0% 



Page 110 of 197 

Heads of households reported whether anyone in the home had savings or a loan, as well as the primary 
uses of that money. About half of households (50.6%) had savings and about one-quarter (24.8%) had a 
loan. However, very few reported that the money was used for health care (17.1% for saving and 16.7% for 
loans); it is unclear, however, if this refers to the fact that healthcare is provided free of cost (although there 
are costs associated to transportation) or if families are not accessing healthcare. Education expenses, food 
and traditional ceremonies were the most common uses for money in savings or loans. (See Table 78.) 

Table 79. Use of savings and loans 

  
Savings (n=438) Loans (n=214) 

Count Column N % Count Column N % 

Education expenses 376 85.8% 149 69.6% 

Food 375 85.6% 128 59.8% 

Funeral/ wedding/ traditional ceremony 215 49.1% 85 39.7% 

Agriculture (including livestock, seeds, plough) 119 27.2% 32 15.0% 

Invest in business 117 26.7% 62 29.0% 

Health care 75 17.1% 35 16.4% 

Household asset (e.g. phone or motorcycle) 53 12.1% 22 10.3% 

Pay debt 18 4.1% 16 7.5% 

Qualitative data indicates that mothers are accessing healthcare, but primarily through SISCa (outreach 
services). In most cases, mothers indicated that they are able to access services without asking permission to 
do so, while in some cases, mothers and fathers both noted the need to seek approval from grandparents 
first.  

No one stops us from going and most people attend [SISCa]. We don’t need to ask as 
this is good for our health. [Mother, Ainaro] 

It’s better if we ask the grandparents, we are used to seek their advice. Sometimes the 
grandparents ask what we are going to do at the hospital, and we also advise them to go 
and see the doctor. [Father, Ainaro] 

Access to requisite food prep and storage tools 

The results framework identifies access to requisite food prep and storage tools as a sub-factor that 
contributes to health, nutrition and dietary practices. Various questions were asked on the school survey 
regarding food prep materials and storage. Again, many data points related to these items were missing from 
comparison schools.  

In terms of food preparation, most schools (88.5%) had a kitchen and all (100%) had a stove. However, no 
schools had electric or gas stoves. They all relied on wood stoves for cooking. Only about two-thirds (64.3%) 
had clean water available to prepare meals, and less than half had a scale in the kitchen (55.7%). (See Table 
79.) 
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Table 80. Food preparation tools, by study group 

  
Total 

Study Group 

Comparison Treatment 

Count Column N % Count Column N % Count Column N % 

Kitchen at the school 

No 15 11.5% 9 28.1% 6 6.1% 

Yes 116 88.5% 23 71.9% 93 93.9% 

Total 131 100.0% 32 100.0% 99 100.0% 

Type of stove 

Electricity 0 0.0% 0 0.0% 0 0.0% 

Gas 0 0.0% 0 0.0% 0 0.0% 

Wood 115 100.0% 22 100.0% 93 100.0% 

Total 115 100.0% 22 100.0% 93 100.0% 

Clean water to prepare meals 

No 41 35.7% 12 54.5% 29 31.2% 

Yes 74 64.3% 10 45.5% 64 68.8% 

Total 115 100.0% 22 100.0% 93 100.0% 

Scale in the kitchen 

No 51 44.3% 11 50.0% 40 43.0% 

Yes 64 55.7% 11 50.0% 53 57.0% 

Total 115 100.0% 22 100.0% 93 100.0% 

 
The school survey provided data on storage spaces at or near each school. About two-thirds of schools 
(64.3%) said they had some or enough storage space available. Out of that group, most of the schools 
(81.9%) had the storage located at the school. A little more than half of the schools (54.3%) said they would 
have enough space to store food for one month and another quarter (27.9%) said they had some space to 
store food, but not quite enough for one month. (See Table 80.) 

Table 81. Storage spaces, by study group 

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Storage space144 

No 46 35.7% 16 53.3% 30 30.3% 

Yes, some 47 36.4% 6 20.0% 41 41.4% 

Yes, enough 36 27.9% 8 26.7% 28 28.3% 

Total 129 100.0% 30 100.0% 99 100.0% 

                                           

144 Regardless if located at the school or at another building nearby. 
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Storage located at the school 

No 15 18.1% 8 57.1% 7 10.1% 

Yes 68 81.9% 6 42.9% 62 89.9% 

Total 83 100.0% 14 100.0% 69 100.0% 

Storage sufficient to store food for one month145 

No 23 17.8% 4 13.3% 19 19.2% 

Yes, some 36 27.9% 9 30.0% 27 27.3% 

Yes, enough 70 54.3% 17 56.7% 53 53.5% 

Total 129 100.0% 30 100.0% 99 100.0% 

 
Most of the storage spaces had cement floors (79.1%) and brick walls (57.8%). Nearly all of them (96.9%) 
had an aluminum roof, but about two in ten (18.6%) were leaking. (See Table 81.) Most storage spaces were 
reported to have adequate ventilation (78.9%) and were at least somewhat clean (77.5%). About one 
quarter of the storage spaces (24.8%) did not have any method for raising food off the ground. (See Table 
82.) Because proper storage is a critical element of keeping food safe, specific attention will need to be given 
to the circumstances at each school. The data provide additional information on the size of the storage space 
at each school, as well as the number bags of rice that could be stored in the space. 

Table 82. Storage space materials, by study group 

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Storage space floor 

Cement 102 79.1% 26 86.7% 76 76.8% 

Gravel 1 0.8% 0 0.0% 1 1.0% 

Mud 8 6.2% 1 3.3% 7 7.1% 

Sand 4 3.1% 1 3.3% 3 3.0% 

Tile 6 4.7% 1 3.3% 5 5.1% 

Wood or bamboo 8 6.2% 1 3.3% 7 7.1% 

Total 129 100.0% 30 100.0% 99 100.0% 

Storage space walls 

Bricks 67 57.8% 17 63.0% 50 56.2% 

Mix 20 17.2% 8 29.6% 12 13.5% 

Sand 4 3.4% 0 0.0% 4 4.5% 

Tile 2 1.7% 0 0.0% 2 2.2% 

Wood or bamboo 23 19.8% 2 7.4% 21 23.6% 

Total 116 100.0% 27 100.0% 89 100.0% 

Storage space roof 

Bamboo 3 2.3% 0 0.0% 3 3.0% 

Aluminum 125 96.9% 29 100.0% 96 97.0% 

Tile 0 0.0% 0 0.0% 0 0.0% 

Leaves 1 0.8% 0 0.0% 1 1.0% 

                                           

145 Regardless if located at the school or at another building nearby. 
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Total 129 100.0% 29 100.0% 100 100.0% 

Leaking roof 

No 105 81.4% 28 93.3% 77 77.8% 

Yes 24 18.6% 2 6.7% 22 22.2% 

Total 129 100.0% 30 100.0% 99 100.0% 

 

Table 83. Storage sanitation, by study group 

  

Total 
Study Group 

Comparison Treatment 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Ventilation in the storage space 

No 27 21.1% 6 20.7% 21 21.2% 

Yes 101 78.9% 23 79.3% 78 78.8% 

Total 128 100.0% 29 100.0% 99 100.0% 

Clean storage space 

No 29 22.5% 2 6.7% 27 27.3% 

Somewhat 50 38.8% 12 40.0% 38 38.4% 

Mainly 26 20.2% 13 43.3% 13 13.1% 

Yes 24 18.6% 3 10.0% 21 21.2% 

Total 129 100.0% 30 100.0% 99 100.0% 

Method for raising food off the ground 

Pallets   60 53.1% 13 59.1% 47 51.6% 

Shelves 5 4.4% 1 4.5% 4 4.4% 

Other 20 17.7% 5 22.7% 15 16.5% 

None 28 24.8% 3 13.6% 25 27.5% 

Total 113 100.0% 22 100.0% 91 100.0% 

GENDER AND POWER RESULTS  

A gender analysis was conducted following the key areas of inquiry defined in the Good Practices Brief by the 
CARE International Gender Network. The key areas of inquiry were defined by CARE based on extensive field 
research, compiled in a 2009 Strategic Impact Inquiry on the characteristics and conditions of gender and 
power relations. The key areas of inquiry correspond to areas where gender and power relations are typically 
negotiated across different contexts146.  

Sexual/gendered division of labor 

Caregivers reported household tasks completed by their second grade boy or girl. Slightly more caregivers 
with a second grade girl (89.4%) said the girl cared for younger or older family members compared to 
caregivers with a second grade boy (82.3%). The disparity is much greater in relationship to housework. 

                                           

146 https://www.care.org.au/wp-content/uploads/2015/02/Good-Practices-Brief.pdf 
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More than three-quarters of caregivers with a girl (75.7%) said the girl did housework compared to only half 
of caregivers with a boy (50.3%). However, perceptions from male and female caregivers differed greatly in 
this area. Male caregivers viewed boys and girls as doing housework at similar rates (82.1% and 82.5% 
respectively), while female caregivers said three-quarters of girls (75%) and less than half of boys (47.2%) 
did housework. In other words, male caregivers tended to perceive boys as doing more housework than 
female caregivers perceived them doing.  

In terms of agricultural work, boys overall (54.2%) were viewed to do this type of work more than girls 
(43%). However, male caregivers viewed the difference to be even greater (61.5% for boys compared to 
42.5% for girls). Caregivers had similar perceptions of boys’ and girls’ involvement in non-agricultural family 
businesses (24.1% and 22.5%, respectively). Male and female caregiver perspectives did not differ very 
much on this task, although it is possible that boys and girls may be doing different tasks when working on 
family business. (See Table 83) 

A slightly higher percentage of caregivers perceived girls to spend more time on daily tasks than boys. About 
two in ten caregivers with girls (18.5%) said the girl spent at least half a day on tasks compared to fewer 
caregivers with boys (15.7%). Male caregivers with a boy second grader were more likely than male 
caregivers with a girl second grader to report their child spending half a day or more on household tasks 
(21.1% vs 17.9%). Conversely, female caregivers with a girl were more likely than female caregivers with a 
boy to report half day or more on tasks (18.6% vs 15.1%). This means that male caregivers tend to perceive 
boys spending more time on daily tasks, while female caregivers view girls as spending more time on daily 
tasks. (See Table 84) The survey did not ask questions related to leisure or time spent on leisure activities or 
sleep; CARE’s previous research with students in upper primary grades indicated that boys spend significantly 
more time on leisure activities than girls147.  

There was only a slight difference in the perception of caregivers with boy and girl second graders on 
whether tasks made students late for school (15.3% vs 14.5%). However, a much higher percentage of male 
caregivers with boys (28.2%) perceived their boy to be late for school compared to male caregivers with girls 
(10.3%) who perceived their girl to be late for school. Female caregivers were fairly equal in their 
perceptions (14.1% for boys and 14.9% for girls). A similar observation was made for perceptions on 
whether tasks reduced boys’ and girls’ time for studying.  

Table 84. Houshold tasks for boys and girls, by caregiver gender (treatment only) 

  

Total Male caregiver Female caregiver 

Total Count 
Column 

N % 
Total Count 

Column 
N % 

Total Count 
Column 

N % 

Household tasks             

Caring for 
younger or older 
family members 

Boys 436 359 82.3% 39 29 74.4% 397 330 83.1% 

Girls 426 381 89.4% 39 35 89.7% 387 346 89.4% 

Doing housework 
(e.g. cooking or 
cleaning) 

Boys 437 220 50.3% 39 32 82.1% 398 188 47.2% 

Girls 428 324 75.7% 40 33 82.5% 388 291 75.0% 

                                           

147 CARE (2009) Gender-Based Differences in Late Primary Students in Timor-Leste, p.3 
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Fetching water 
or firewood Boys 437 375 85.8% 39 36 92.3% 398 339 85.2% 

Girls 428 378 88.3% 40 37 92.5% 388 341 87.9% 

Agricultural work 
(e.g. guarding 
livestock; 
planting, 
watering or 
harvesting crops) 

Boys 437 237 54.2% 39 24 61.5% 398 213 53.5% 

Girls 428 184 43.0% 40 17 42.5% 388 167 43.0% 

Family business 
or work outside 
the home (non-
agricultural) 

Boys 436 105 24.1% 39 10 25.6% 397 95 23.9% 

Girls 423 95 22.5% 40 9 22.5% 383 86 22.5% 

Table 85.  Time on household tasks and impact on boys and girls, by caregiver gender 

Total 

Total Male Caregiver Female Caregiver 

Total Count 
Column 

N % 
Total Count 

Column 
N % 

Total Count 
Column 

N % 

Student 
spend half 
day or more 
on tasks 

Boys 428 67 15.7% 38 8 21.1% 390 59 15.1% 

Girls 416 77 18.5% 39 7 17.9% 377 70 18.6% 

Tasks make 
student late 
for school at 
least 
sometimes  

Boys 430 66 15.3% 39 11 28.2% 391 55 14.1% 

Girls 422 61 14.5% 39 4 10.3% 383 57 14.9% 

Tasks reduce 
student’s 
time to 
study 

Boys 425 79 18.6% 39 11 28.2% 386 68 17.6% 

Girls 413 57 13.8% 38 4 10.5% 375 53 14.1% 

Household decision-making 

The questions about decisions related to children’s eating and hygiene practices did not provide “my spouse” 
as a response option. Division of responses may look different if it had been included. Based on the data 
available, a higher percentage of female caregivers believe they are the ones responsible for deciding what 
children should eat and their hygiene practices (52% and 59.5%, respectively). Male caregivers were more 
likely to say these decisions were made jointly by themselves and their spouse. In terms of deciding what 
babies should eat, only female caregivers responded to this question. More than half (56.3%) said they made 
the decision. (See Table 85) 
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Table 86. Decision making on children’s eating and hygiene, by caregiver gender 

  
Male Caregiver Female Caregiver 

Count Column N % Count Column N % 

Who makes the decision 
on what children should 
eat in this household? 

Myself 24 30.4% 409 52.0% 

Myself and my 
spouse 

52 65.8% 359 45.7% 

Others 3 3.8% 18 2.3% 

Total 79 100.0% 786 100.0% 

Who makes the decision 
on children's hygiene 
practices in your 
household? 

Myself 29 36.7% 468 59.5% 

Myself and my 
spouse 

47 59.5% 296 37.7% 

Others 3 3.8% 22 2.8% 

Total 79 100.0% 786 100.0% 

Who makes the decision 
on what your baby 
should eat? 

Myself NA NA 45 56.3% 

Myself and my 
spouse 

NA NA 32 40.0% 

Others NA NA 3 3.8% 

Total NA NA 80 100.0% 

Control of productive assets 

In general, both female and male caregivers perceived decisions about assets to be made jointly between 
both spouses (ranging from 35.4% to 66.8%, depending upon the question). However, in households where 
the decision was not made jointly, there was a large difference between male spouses and female spouses. 
For example, three in ten female caregivers (30.5%) reported their spouse making decisions about large 
household purchases compared to less than one in ten (8.1%) who said they made those decision.  

There was an even bigger disparity in perceptions for male caregivers where almost half (44.2%) said they 
made decisions about large purchases compared to only a couple (2.6%) who said their spouse made those 
decisions. There was a similar trend in relation to decisions related to planting gardens or selling produce, 
chickens, or livestock. The only decision-making question where female caregivers appeared to have more of 
the final say was on small household purchases. More than half of female caregivers (53%) believed they 
had the final say. However, far fewer male caregivers (26.6%) agreed. (See Table 86) 
 

Table 87. Decision making on purchases and business, by caregiver gender 

  
Male Caregiver Female Caregiver 

Count Column N % Count Column N % 

Who has the final say on 
LARGE household 
purchases? 

Myself 34 44.2% 62 8.1% 

My spouse 2 2.6% 233 30.5% 

Myself and my 
spouse 

35 45.5% 430 56.2% 

Others 6 7.8% 40 5.2% 

Total 77 100.0% 765 100.0% 

Who has the final say on 
SMALL household 
purchases? 

Myself 26 32.9% 416 53.0% 

My spouse 21 26.6% 62 7.9% 

Myself and my 
spouse 

30 38.0% 278 35.4% 
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Others 2 2.5% 29 3.7% 

Total 79 100.0% 785 100.0% 

Who has the final say if 
you want to start a small 
business? 

Myself 27 38.6% 107 15.9% 

My spouse 1 1.4% 96 14.3% 

Myself and my 
spouse 

39 55.7% 448 66.8% 

Others 3 4.3% 20 3.0% 

Total 70 100.0% 671 100.0% 

Who has the final say 
about what to plant in 
the small garden? 

Myself 36 47.4% 145 20.6% 

My spouse 3 3.9% 137 19.5% 

Myself and my 
spouse 

33 43.4% 389 55.3% 

Others 4 5.3% 32 4.6% 

Total 76 100.0% 703 100.0% 

Who has the final say 
about what to plant in 
the large garden? 

Myself 29 40.3% 77 11.3% 

My spouse 1 1.4% 153 22.4% 

Myself and my 
spouse 

38 52.8% 410 60.1% 

Others 4 5.6% 42 6.2% 

Total 72 100.0% 682 100.0% 

Who has the final say on 
whether or not to sell 
your produce? 

Myself 28 39.4% 99 15.6% 

My spouse 7 9.9% 95 14.9% 

Myself and my 
spouse 

32 45.1% 410 64.5% 

Others 4 5.6% 32 5.0% 

Total 71 100.0% 636 100.0% 

Who has the final say on 
whether or not to sell or 
consume a chicken? 

Myself 32 42.1% 160 21.6% 

My spouse 5 6.6% 130 17.6% 

Myself and my 
spouse 

35 46.1% 419 56.6% 

Others 4 5.3% 31 4.2% 

Total 76 100.0% 740 100.0% 

Who has the final say on 
whether or not to sell or 
consume large livestock? 

Myself 27 37.0% 48 6.4% 

My spouse 2 2.7% 167 22.3% 

Myself and my 
spouse 

37 50.7% 473 63.2% 

Others 7 9.6% 61 8.1% 

Total 73 100.0% 749 100.0% 

During qualitative interviews, most of the participants, both men and women, affirmed consulting their 
spouse on decisions on the use of savings – generally for food and school expenses. Some of the men 
affirmed that the wife makes the decision (in Tetum-Terik speaking areas), but in the same locations, the 
women affirmed consulting the spouse. In one case, a man explained that he gives the money to the wife for 
safekeeping, but the decision on the use of savings is made jointly by the couple.   

At home or within the family, [I] have to ask my wife before using the money. (Father, Ainaro) 
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The decision [to use savings] depends on the agreement between us, wife and husband148. (Mother, Ainaro) 

[I] speak with my husband and then use the money.If the husband is not here, I just use it. (Mother, 
Ermera) 

The head of the family makes the decision to use the money to buy something. (Mother, Liquica) 

[I] have to ask my wife. (Father, Manatuto) 

The man works and gives the earnings to the wife for safekeeping. After we have earned 100 or 200 dollars, 
we give to the wife to keep and to buy things, but she consults the husband before buying. The money is not 
kept for long; some of our children are older and others are very young, so we need to spend money to buy 
things such as notebooks for them. The wife and the husband talk to each other before using the money.  
(Father, Manatuto) 

Access to public spaces and services 

In general, caregivers perceived the walk to school to be safe for both girls and boys. Caregivers with boys 
were only slightly more likely (93.1%) to say it was safe compared to caregivers with girls (91.3%). While 
female caregivers perceived a similar percentage of boys and girls to not want to go to school (40.8% and 
38.7%, respectively), male caregivers with boys were much more likely to say that the boys didn’t want to go 
to school (59%) compared to fewer male caregivers with girls (23.1%). A similar trend showed for being 
afraid to go to school. Male caregivers with boys (23.1%) said their boys were sometimes afraid to go to 
school. Fewer female caregivers with boys (13.4%) reported a similar behavior.  (See Table 87)

                                           

148 The original in Tetum is ‘inan-aman’, literally ‘mother and father’, used to refer to the wife and husband (translated as ‘wife and 

husband’ to avoid confusion). 
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Table 88. Deterrents for boys’ and girls’ school attendance, by caregiver gender 

  

Total Male Caregiver Female Caregiver 

Total Count 
Column 

N % 
Total Count 

Column 
N % 

Total Count 
Column 

N % 

Safe to walk to school Boys 473 407 93.1% 39 36 92.3% 398 371 93.2% 

Girls 427 390 91.3% 40 37 92.5% 387 353 91.2% 

Student sometimes 
doesn't want to go to 
school 

Boys 436 
185 42.4% 39 23 59.0% 397 162 40.8% 

Girls 427 
159 37.2% 39 9 23.1% 388 150 38.7% 

Student is sometimes 
afraid to go to school 

Boys 435 
62 14.3% 39 9 23.1% 396 53 13.4% 

Girls 427 57 13.3% 39 3 7.7% 388 54 13.9% 
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In terms of location, caregivers in urban areas (27.5%) were much more likely than caregivers in rural areas 
(15.3%) to say that their boys were afraid to go to school sometimes. There was no difference for caregivers 
with females between urban and rural areas. (See Table 88). 

Table 89. Boys’ and girls’ fear of going to school, by location (treatment only) 

  

Rural Urban 

Total Count 
Column 

N % 
Total Count 

Column 
N % 

Student is sometimes 
afraid to go to school 

Boys 
209 32 15.3% 40 11 27.5% 

Girls 
183 29 15.8% 50 8 16.0% 

Qualitative data on experiences of violence indicate that concerns are quite different for girls and boys. 
Parents indicated that boys are often involved in fights with other boys, play truant and get into trouble with 
other community members. In several cases, parents reported using that they themselves resort to physical 
punishments and verbal violence against boys. Parents regard male students who play truant and dropouts 
who are not working as ‘troublemakers’ who cause issues in the community.    

They get drunk, don’t go to school, are loitering around, start getting into fights. (Mother, Manatuto) 

The boys here face it [violence], parents very often insult boys when they are angry, and when they are very 
angry, parents insult and beat them. (Father, Ermera) 

Yes, this place is safe, but sometimes they [boys] fight each other, cause trouble. For example, here they get 
involved in martial arts groups and then when they are coming back, they are tortured by other groups. 
(Father, Ermera) 

Boys are affected by violence, for example in the community they fight, don’t go to school, can become 
dropouts and then are angry and fighting every day. They don’t listen to their parents, or to the authorities 
such as the head of the village, and the community speaks ill of them, says that they are uneducated.   
(Mother, Ermera) 

In the case of girls, parents mostly consider that the journey to school is safe and that ther daughters are 
safe at school; in some locations, however, parents expressed their concern about risks when walking far 
from home, including harassment and violence.   

I’d say that this suku is safe, but not other places. Violence [against girls] happen when they walk in distant 
places. It’s safe if they stay close to the parents and unsafe when they are away from the parents. (Father, 
Manatuto) 

It’s not good because of the kids who insult and harass them, but they need to inform the teacher. [Mother, 
Ermera] 

Claiming rights and meaningful participation in public decision-making 

More male caregivers (38.9%) said they had access to agriculture extension services compared to female 
caregivers (23.9%). Similarly, more male caregivers said they were a member of a farmer’s group (33.3% vs 
19.9%). When asked if they would be able to attend an agricultural training, nearly all said they could, but 
there was a difference between males and females. Almost all males said they could (97.2%) compared to 
fewer females (85.6%). The biggest reason for females not being able to attend is a lack of time, but even 
females who said they could attend noted that they would need to ask their husband or family for approval. 
(See Table 89) 
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Table 90. Caregiver access to agricultural partnership groups, by gender 

  

Total 
Caregiver 

Male Female 

Count 
Column 

N % 
Count 

Column 
N % 

Count 
Column 

N % 

Do you have access to 
agriculture extension 

services/PPL? 

No 305 74.8% 22 61.1% 283 76.1% 

Yes 103 25.2% 14 38.9% 89 23.9% 

Total 408 100.0% 36 100.0% 372 100.0% 

Are you a member of any 
farmers' group? 

No 325 78.9% 24 66.7% 301 80.1% 

Yes 87 21.1% 12 33.3% 75 19.9% 

Total 412 100.0% 36 100.0% 376 100.0% 

Would you be able to 
attend an agricultural 

training? 

No 52 13.3% 1 2.8% 51 14.4% 

Yes 339 86.7% 35 97.2% 304 85.6% 

Total 391 100.0% 36 100.0% 355 100.0% 

Would you need to ask 
your family/ husband for 

approval to attend the 
training? 

No 82 10.0% 15 20.3% 67 9.0% 

Yes 734 90.0% 59 79.7% 675 91.0% 

Total 
816 100.0% 74 100.0% 742 100.0% 

Control over one’s body 

A high percentage of caregivers (both male and female) believed a husband was justified for beating his wife 
in a number of cirumstances. Almost half (47.9%) of female caregivers in the treatment group believe a 
husband is justified in hitting or beating his wife if she neglects the children. About four in ten (40.8%) 
believe it is justified if she goes out without telling him, and nearly three in ten (28.2%) said it was 
appropriate if she argued with him. Approximately two in ten (18.9%) said it was justified if she burned his 
food. (See Table 90). 

Table 91. Justification for beating wives, by caregiver gender 

  

Total Male Caregiver Female Caregiver 

Total Count 
Column 

N % 
Total Count 

Column 
N % 

Total Count 
Column 

N % 

Husband is justified in beating his wife if… 

If she goes out without 
telling him 

499 204 40.9% 43 18 41.9% 456 186 40.8% 

If she neglects the 
children 

505 244 48.3% 44 23 52.3% 461 221 47.9% 

If she argues with him 
502 138 27.5% 44 9 20.5% 458 129 28.2% 

If she burns the food 
499 93 18.6% 43 7 16.3% 456 86 18.9% 

During qualitative interviews, women described domestic violence as common and usually associated to the 
consumption of alcohol. 

Domestic violence happens to me, between me and my husband. It’s not just insults, it happens when he 
drinks. He is normal if he is sober, but when he is drunk, he just keeps beating me. (Mother, Ermera) 
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Drinking, abuses and beatings are a big issue, but sexual abuse isn’t. [Mother, Ainaro] 

Qualitative data suggests that reporting on domestic violence is uncommon. Women are either unable to 
report cases due to the economic dependence on husbands, or the case is seen as a ‘family matter’. Findings 
are similar to previous research on domestic violence in Timor-Leste, described in the Introduction section.  

I have to be patient, I just keep quiet. I don’t report it because I have many children. (Mother, Ermera)  

Domestic violence happens in families, because there are disagreements and insults, and then violence 
happens, and most of the times, it’s solved within the family itself. [Father, Ermera] 

Violence and restorative justice 

Caregivers reported on the way in which teachers handle misbehaviors in class. More caregivers with boys 
(49.4%) reported that teachers gave their boys verbal warnings compared to caregivers with girls (44.2%). 
However, caregivers with boys were also more likely to say that their boys received corporal punishment than 
girls (35.9% vs 31.5%), were assigned chores (29.3% vs 25.5%), informed the parents (33% vs 27.1%), 
and had a conversation with the child (49.2% vs 45.1%). (See Table 91). 

Table 92. Parent perceptions on teacher handling of misbehavior, by caregiver gender 

  

Total 
Caregiver 

Male Female 

Total Count 
Column 

N % 
Total Count 

Column 
N % 

Total Count 
Column 

N % 

Gives a 
verbal 
warning 

Boys 
437 216 49.4% 39 27 69.2% 398 189 47.5% 

Girls 
428 189 44.2% 40 19 47.5% 388 170 43.8% 

Shouts at the 
child 

Boys 
437 173 39.6% 39 19 48.7% 398 154 38.7% 

Girls 
428 172 40.2% 40 17 42.5% 388 155 39.9% 

Uses 
corporal 
punishment 

Boys 
437 157 35.9% 39 11 28.2% 398 146 36.7% 

Girls 
428 135 31.5% 40 7 17.5% 388 128 33.0% 

Assigns 
chores to the 
child 

Boys 
437 128 29.3% 39 14 35.9% 398 114 28.6% 

Girls 
428 109 25.5% 40 9 22.5% 388 100 25.8% 

Inform the 
parents 

Boys 
437 144 33.0% 39 15 38.5% 398 129 32.4% 

Girls 
428 116 27.1% 40 11 27.5% 388 105 27.1% 

Have a 
conversation 
with the 
child 

Boys 
437 215 49.2% 39 25 64.1% 398 190 47.7% 

Girls 
428 193 45.1% 40 21 52.5% 388 172 44.3% 
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Both male and female caregivers said that it was more justifiable to use corporal punishment on boys than 
girls (Table 92). 

Table 93. Parent perceptions on corporal punishment of boys and girls, by caregiver gender 

  

Total 
Caregiver 

Male Female 

Total Count 
Column 

N % 
Total Count 

Column 
N % 

Total Count 
Column 

N % 

Are there any 
instances when it 
is justifiable for 
the teacher to use 
corporal 
punishment...? 

on 
boys? 766 286 37.3% 68 23 33.8% 698 263 37.7% 

on 
girls? 762 249 32.7% 66 19 28.8% 696 230 33.0% 

 

Aspirations and Strategic Interests 

Most male and female caregivers believed that girls and boys were equally skilled at reading and writing, as 
well as math. However, a greater percentage of male caregivers than female caregivers believed that girls 
were more skilled at reading and writing (36.9% and 19.1%, respectively) and math (27% and 16.3%). 
Conversely, female caregivers were more likely than male caregivers to say that boys were more skilled in 
reading and writing (8.4% and 1.5%) and math (9.9% and 4.8%).  

In general, male and female caregivers perceived boys’ and girls’ experiences at school to be equal. Nearly all 
of them reported that teachers encourage both to participate in classroom activities (97% for male caregivers 
and 93.3% for female caregivers). In terms of students being able to ask questions and ask the teacher for 
help, female caregivers were more likely to think it was equal than male caregivers. A higher percentage of 
male caregivers believed that girls were more able to ask questions and ask for help. (See Table 93) 

Table 94. Parent perceptions of gender differences in school, by caregiver gender 

  
Total 

Caregiver 

Male Female 

Count Column N % Count 
Column N 

% 
Count 

Column N 
% 

Who do you think is 
more skilled at 
reading and writing? 

Equal 540 71.5% 40 61.5% 500 72.5% 

Girls more   156 20.7% 24 36.9% 132 19.1% 

Boys more   59 7.8% 1 1.5% 58 8.4% 

Neither   0 0.0% 0 0.0% 0 0.0% 

Total 755 100.0% 65 100.0% 690 100.0% 

Who do you think is 
more skilled in 
mathematics? 

Equal 550 73.1% 43 68.3% 507 73.6% 

Girls more   129 17.2% 17 27.0% 112 16.3% 

Boys more   71 9.4% 3 4.8% 68 9.9% 

Neither   2 0.3% 0 0.0% 2 0.3% 

Total 752 100.0% 63 100.0% 689 100.0% 
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Who does the 
teacher encourage 
to participate in 
classroom 
activities? 

Equal 694 93.7% 64 97.0% 630 93.3% 

Girls more   24 3.2% 1 1.5% 23 3.4% 

Boys more   18 2.4% 1 1.5% 17 2.5% 

Neither   5 0.7% 0 0.0% 5 0.7% 

Total 741 100.0% 66 100.0% 675 100.0% 

Who is able to ask 
questions in class? 

Equal 626 89.3% 49 83.1% 577 89.9% 

Girls more   53 7.6% 8 13.6% 45 7.0% 

Boys more   19 2.7% 2 3.4% 17 2.6% 

Neither   3 0.4% 0 0.0% 3 0.5% 

Total 701 100.0% 59 100.0% 642 100.0% 

Who is able to ask 
the teacher for 
help? 

Equal 659 92.3% 53 86.9% 606 92.8% 

Girls more   32 4.5% 5 8.2% 27 4.1% 

Boys more   18 2.5% 3 4.9% 15 2.3% 

Neither   5 0.7% 0 0.0% 5 0.8% 

Total 714 100.0% 61 100.0% 653 100.0% 

Caregivers were asked the maximum level of education they could support for their second grade boy or girl. 
The responses were likely given with a desire to answer in a socially acceptable way in order to avoid shame. 
Most of them said they could support their boys (80%) and girls (76%) through university. As such, this 
question doesn’t give a true picture for differences between household abilities and desires to support girls 
and boys differently through school. 

PREDICTIVE ANALYSIS RESULTS 

Predictors of literacy 

Hierarchical linear modeling (HLM) was used to determine what percentage of variability in reading scores 
was a result of the school in which the child was enrolled. This is called the intraclass correlation coefficient 
(ICC).149 It was determined that 25.8% of the variability in students’ reading scores was a result of their 
school. This percentage indicates that students’ literacy scores are in part related to school-level factors. 

The HLM included seven student-level predictors that were identified as being statistically significant during a 
step-wise linear multiple regression analysis.150 These included age, gender, caregiver education level, 
attended preschool, reads at home, school attendance, student’s working memory, and toilet available at 

                                           

149 The ICC is calculated by dividing the between group variation by the sum of the between group and within group variation.  
150 The initial set of variables in the regression analysis included age, gender, language, caregiver education level, number of people in household, 
working memory score, attended preschool, reads at home, toilet available at home, school attendance, proximity to school, parent literacy, and 
family nutrition. Those with the least significance were removed through the step-wise regression and not included in the final model. 
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home. The HLM also included five school-level variables: study group, books/magazines at school, student 
attentiveness, engaging teacher practices, and grade two enrolment.  

Table 94 shows the coefficients, standard error, t-statistics, and p-values for student-level and school-level 
predictors. The sections following the table include interpretations of all statistically significant predictors. 
Literacy scores, the outcome variable used in the analysis, range from 0 to 100 points with 90 percent of 
second graders scoring less than 38 points.   

Table 95. School and student level predictors of literacy 

  Coefficient 
Standard 

Error 
t-statistic p-value 

School-level:         

Study group -7.9 2.93 -2.70 0.008** 

Books/magazines available 3.9 2.27 1.71 0.090 

Student attentiveness 0.4 0.51 0.87 0.388 

Engaging teacher practices 0.3 0.42 0.70 0.488 

Grade two enrolment 0.0 0.05 -0.08 0.937 

Student-level:         

Age 2.6 0.83 3.12 0.002** 

Gender 6.4 1.49 4.30 <.001*** 

Student's working memory 0.3 0.06 4.43 <.001*** 

Caregiver education level 0.4 0.34 1.05 0.296 

Attended preschool 2.2 2.14 1.01 0.315 

School absences -1.2 0.63 -1.97 0.050* 

Reads at home 7.3 1.54 4.75 <.001*** 

Toilet available at home 2.3 1.90 1.20 0.230 
Statistical significance: * p<.05; ** p<.01; ***p<.001 

Study group 

Students in the comparison group were more likely than students in the treatment group to perform better 
on the literacy assessment. On average, there was a 7.9 point difference in literacy scores, while holding all 
other variables constant.  

Student age 

Student age is a strong predictor of literacy scores. On average, students’ literacy scores increased 2.6 points 
with each additional year when other variables in the model are held constant. Second graders between the 
ages of 6 and 10 were included in this analysis.  

Student gender 

Girls were more likely than boys to score higher on the EGRA. Controlling for all variables in the model, girls 
scored an average of 6.4 points more than boys. 
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Read books or magazines at home 

Reading books or magazines at home proved to be a statistically significant predictor of students’ literacy 
scores. Holding all variables constant, students who were reported reading books or magazines at home 
achieved an average of 7.3 points more on their literacy assessment than students who were reported not 
reading at home.  

Working memory (attentiveness) 

A working memory score was calculated based on a 19-item pictorial working memory test. This score was a 
statistically significant predictor of literacy scores. With each increase of one item answered correctly, 
students’ literacy scores increased by an average of .3 points while holding all variables constant. In other 
words, the difference between a student who remember five items compared to 15 items would be three 
points. 

School absences 

Caregivers in the household study reported the number of days their child missed school in the last week. 
School absences were a statistically significant predictor of literacy. For each additional day absent in the last 
week, students’ literacy scores decreased by 1.2 points on average while controlling for all other variables. 
The difference between a student who missed three days in the last week compared to a student who missed 
no days would be an average of 3.6 points. 

Predictors of engaging teaching practices 

A linear regression model was conducted to determine predictors of engaging teaching practices. The 
regression model included six variables: teacher gender, training beyond secondary school, class size, 
availability of books or magazines, electricity, and number of years experience. The adjusted r-squared of 
0.107 indicates that 10.7 percent of the variance in teaching practices can be explained by this model. 

Table 95 shows the coefficients, standard error, t-statistics, and p-values for each predictor. The sections 
following the table include interpretations of the statistically significant variables. Engaging teaching practice 
scores range from 0 to 9 points. 

Table 96. Predictors of engaging teaching practices 

  Coefficient 
Standard 

Error 
t-statistic p-value 

Teacher gender 0.6 0.46 1.30 0.106 

Training beyond secondary 
school 

0.3 0.51 0.67 0.502 

Class size -0.1 0.02 -3.61 <.001*** 

Books or magazines  1.5 0.46 3.34 <.001*** 

Electricity 0.4 0.49 0.80 0.425 

Number of years of 
experience 

0.0 0.04 -0.16 0.876 

Statistical significance: * p<.05; ** p<.01; ***p<.001 
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Class size 

The number of students in the classroom was a statistically significant predictor of engaging teaching 
practices, while holding the other variables constant. For every 10 additional students in the class, the 
number of engaging practices dropped by an average of one. 

Books or magazines 

Teachers who had access to books or magazines were more likely to use engaging teaching practices than 
those who did not have access to books or magazines. On average, they used more than one additional (1.5) 
teaching practice than teachers without access to these materials.   

Predictors of student attentiveness 

A linear regression model was conducted to determine predictors of student attentiveness in the classroom. 
The regression model included 18 variables: teacher gender, training beyond secondary school, school meal 
that day, and each of the teaching practices from the classroom observation tool. The adjusted r-squared of 
0.06 indicates that six percent of the variance in teaching practices can be explained by this model. 

Table 96 shows the coefficients, standard error, t-statistics, and p-values for each predictor. The sections 
following the table include interpretations of the statistically significant variables. Student attentiveness 
scores range from 0 to 10, which corresponded with the number of students out of 10 who were attentive 
during a one minute observation. 

Table 97. Predictors of student attentiveness 

  Coefficient 
Standard 

Error 
t-statistic p-value 

Teacher gender 1.00 0.436 2.305 0.023* 

Training beyond secondary 
school 

0.80 0.470 1.710 0.090 

School meal that day 0.60 0.600 0.994 0.322 

Copy from the board 1.04 0.513 2.015 0.046* 

Repeat after the teacher -0.21 0.468 -0.442 0.659 

Reading activities with others 0.61 0.520 1.166 0.246 

Students read by themselves -0.22 0.495 -0.434 0.665 

Teacher reads to the students 0.49 0.461 1.058 0.292 

Use reading corner -0.16 0.499 -0.314 0.754 

Games or other active 
exercises 

1.27 0.454 2.790 0.006** 

Teacher asks open questions  0.27 0.661 0.407 0.685 

Teacher asks the students' 
opinion  

0.32 0.512 0.620 0.536 

Teacher encourages inactive 
students 

0.36 0.560 0.643 0.522 

Students work together in 
groups 

-0.33 0.486 -0.678 0.499 

Teacher encourages male 
students  

0.15 0.693 0.222 0.825 
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Teacher encourages female 
students  

-0.46 0.699 -0.651 0.516 

Teacher asks questions to 
male students 

-0.56 0.866 -0.651 0.516 

Teacher asks questions to 
female students 

-0.28 0.842 -0.338 0.736 

Statistical significance: * p<.05; ** p<.01; ***p<.001 

Teacher gender 

There was a statistically significant difference in student attentiveness depending on the teacher’s gender. 
Students with a female teacher were more likely to pay attention than those with a male teacher. Holding all 
other variables constant, one additional student out of 10 was observed as being attentive for female 
teachers than male teachers.  

Copy from the board 

While it is not preferred for students to spend most of their time copying from the board, the classroom 
observation revealed that students are likely to pay more attention while copying. One additional student 
(1.04) out of 10 was observed as being attentive while copying from the board compared to observations 
where students were not copying from the board most of the time. 

Games or other active exercises 

Games or other active teaching exercises appeared to hold the attention of more students. On average, more 
than one additional student (1.27) was viewed as being attentive compared to students not involved in 
games or other active exercises. 

Predictors of student absences 

The intraclass correlation coefficient (ICC) was calculated to determine the extent to which student absences 
could be predicted by the school. The ICC of .028 means that only 2.8 percent of the variability in student 
absences was a result of their school. Therefore, individual-level factors are the most relevant predictors for 
absence. 

A linear regression analysis included seven variables: student age, student gender, time spent on household 
tasks, serious illness in last year, difficulty with self care, time spent walking to school, and safety walking to 
school. The adjusted r-squared of 0.06 indicates that six percent of the variance in student absences can be 
explained by this model. 

Table 97 shows the coefficients, standard error, t-statistics, and p-values for each predictor. The sections 
following the table include interpretations of the statistically significant variables. Student absence scores, 
range from 0 to 5, which corresponded with the number of days the student missed the previous week as 
reported by the caregiver. 

Table 98. Predictors of student absences from school 

  Coefficient 
Standard 

Error 
t-statistic p-value 

Student age 0.08 0.04 1.97 0.049* 

Student gender 0.08 0.09 0.91 0.365 

Time spent on household 
tasks 

0.02 0.06 0.31 0.758 
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Serious illlness in last year 0.28 0.14 2.03 0.042* 

Difficulty with self care 0.42 0.09 4.72 <.001*** 

Time spent walking to school 0.06 0.08 0.74 0.460 

Safety walking to school -0.23 0.08 2.93 0.004** 

Statistical significance: * p<.05; ** p<.01; ***p<.001 

Student age 

Older second grade students were slightly less likely than younger second grade students to miss school in 
the week prior to data collection. Although it is a small difference and perhaps not practically significant, each 
additional year of age results in an average decrease of .1 day, while holding all other variables constant. In 
other words, the difference between a six year old second grader and a 10 year old would be almost half a 
day. 

Serious illness in last year 

Students with a serious illness in the last year were more likely to be absent from school in the previous 
week than students without a serious illness. On average students with a previous serious illness missed the 
equivalent of one-fourth a day each week, which is about one full day each month more than students who 
did not have a serious illness the previous year. 

Difficulty with self care 

Students who were reported by their caregivers to have difficulty with self-care, such as washing all over or 
dressing, missed more school than those without this difficulty. On average and holding all other variables 
constant, students who had a lot of difficulty with self-care missed almost a full day (.84) more of school 
each week than students with no difficulty. The difference between students with no difficulty and those with 
some difficulty was about half day (.42) of school. 

Safety walking to school 

Students whose parents reported it was unsafe walking to school were more likely to be absent than those 
whose parents said it was safe. When asked how safe it was to walk to school, parents were given the 
options of very unsafe, fairly unsafe, fairly safe, and very safe. The difference in days absent between those 
who reported it being very unsafe compared to very safe was nearly three-quarters of a day each week on 
average, or three days each month.  

Predictors of health knowledge 

The results framework identifies “increased use of health, nutrition and dietary practices” as a McGovern-Dole 
priority outcome. However, the household survey mostly collected information on health knowledge rather 
than health behaviors. While knowledge is required for a behavior to change, behaviors do not always 
change when one has the knowledge. Health knowledge serves as the best possible proxy for the baseline 
study. 

A linear regression analysis was conducted to identify predictors of caregivers’ health knowledge. The 
regression included seven variables: caregiver’s highest level of education, toilet available at home, ability to 
afford doctor/clinic visits, number of fruits and vegetables consumed, number of hygiene practices identified, 
and food security. The adjusted r-squared of 0.067 indicates that 6.7 percent of the variance in health 
knowledge can be explained by this model. 
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Table 98 shows the coefficients, standard error, t-statistics, and p-values for each predictor. The sections 
following the table include interpretations of the statistically significant variables. Nutrition knowledge scores 
range from 0 to 15, which corresponds with the number of health practices the respondent identified during 
the household survey. Importantly, about three-fourths of caregivers (76.3%) named four or fewer practices. 

Table 99. Predictors of health knowledge 

  Coefficient 
Standard 

Error 
t-statistic p-value 

Caregiver highest level of 
education 

0.26 0.124 2.058 0.040* 

Toilet available at home 1.46 .427 3.415 0.001** 

Can afford doctor/clinic visits 0.38 0.118 3.227 0.001** 

Number of food groups 
consumed previous day 

-0.23 .133 -1.689 0.092 

Number of hygiene practices 
identified 

0.03 0.073 .376 0.707 

Food security -1.13 0.624 -1.804 .072 

Statistical significance: * p<.05; ** p<.01; ***p<.001 

Caregiver’s highest level of education 

There was a statistically significant difference on ability to name positive health practices between caregivers 
with higher levels of education than those with lower levels of education. Levels of education were divided 
into no education, primary education, pre-secondary education, secondary education, and university. The 
difference between education levels was small with only a .26 increase for each level of education. In other 
words, while controlling for all variables, the difference between a caregiver with no education and one with 
a university level education was the ability to name one more health practice. 

Toilet available at home 

The difference in ability to name positive health practices between caregivers with a toilet at home and those 
without was statistically significant. On average, those with a toilet could name about one and half more 
nutrition practices than those without a toilet, while holding all other variables constant.  

Ability to afford doctor/clinic visits 

There was a statistically significant difference between caregivers who could afford doctor and clinic visits 
and those who could not afford them on their ability to name positive health practices. Possible response 
options regarding ability to afford doctor visits were never, sometimes, most of the time, and all the time. 
Those who could afford medical visits all the time on average named one more health practice than those 
who could never afford them, while controlling for all variables. 

LEARNING AGENDA DISCUSSION 

The McGovern-Dole Learning Agenda aims to answer questions related to school meal program 
implementation and education. In addition, the HATUTAN program-specific learning agenda focuses on 
questions related to literacy, health, nutrition, agriculture, gender-based violence and sustainability. While the 
full analysis of these questions will be undertaken during the mid-term and final evaluations, the baseline 
study identified key findings related to these topics that will inform program implementation and future 
evaluations. For simplicity purposes, the learning agenda categories have been combined into education 
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(including literacy), school meal program implementation (including health, nutrition, and agriculture), and 
gender-based violence. Sustainability will be addressed in the program implications section. Findings will be 
differentiated according to their respective learning agendas and are focused on results of the treatment 
group in order to best inform program implementation 

Education 

Effect of school feeding on literacy 

Both McGovern-Dole and HATUTAN program-specific learning agendas want to understand the effects of 
school meal interventions on student literacy. At baseline, school feeding was mostly not operational during 
the first trimester of the year, having been observed only in 1% of treatment schools providing meals on the 
day of data collection despite 93 percent having a menu for school feeding. School meals were just observed 
during the last two weeks of data collection, after the transfer of SFP funds to the municipal government for 
disbursement to the schools. The inconsistency in meals served made it difficult to identify any pre-existing 
relationships between school feeding programs and literacy scores based on survey data. However, parents 
noted during interviews that students’ attendance and attentiveness in school increased when meals were 
available. Unfortunately, they also expressed frustration at the inconsistency of meals and lack of information 
about the feeding program. 

In terms of literacy students in the treatment group had an average literacy score of 11.9 percent, which is 
the average score of all five tasks. Nearly all students (91.3%) were able to name at least one of the letters 
in one minute. Accuracy levels for students in the treatment group were fairly high for the letters they 
identified. Out of the first 25 unique letters a range of 60 to 87 percent of students in the treatment group 
identified 24 of them accurately. While their accuracy for letter identification was generally high, their fluency 
rates were low. 

Following the letter knowledge task, a range of 62 to 70 percent of students in the treatment group could not 
identify any non-words, familiar words or words in the passage. As a result, more than three-quarters 
(76.5%) could not answer any of the comprehension questions. This reveals a gap between letter and word 
knowledge. Students’ accuracy on letters was high, but likely their knowledge of corresponding sounds is 
low, making it difficult to read words. Efforts should focus on building both letter and sound knowledge to 
serve as a foundation for reading words. In order to build reading comprehension skills, a focus should be on 
listening comprehension while students are building their reading skills. Students’ ability to understand what 
they hear will serve as a precursor to understanding what they read. 

Effect of school feeding on teachers 

The McGovern-Dole learning agenda asks about the impact of school meal interventions on resources of 
teachers, such as classroom time, teacher incentives and teacher capacity. As described in the section above, 
school feeding was inconsistent for the baseline study making it difficult to draw an existing connection 
between school meals and teacher outcomes. However, some potential relationships are identified in the 
results framework, as described below. 

Classroom time on task may improve when students’ nutrition needs are met. At baseline, most students in 
the treatment group (95.5%) reported being attentive in class, but the classroom observation revealed that 
only one to six students out of 10 were paying attention in class in 70 percent of the treatment classrooms. 
There are a variety of possible reasons for this, but hunger is a key factor. Parents and teachers noted in the 
interviews that hunger affects students’ abilities to pay attention in class.  

Teacher motivation may also increase as teachers observe changes in students’ learning capacity. At 
baseline, teacher attendance was inconsistent. Only two in 10 treatment schools achieved the outcome of at 
least 80 percent of teachers present on both the day of data collection and the day before. Teachers 
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reported that absences were justified if planned ahead and if their class was covered by another teacher. 
They did not appear to view their attendance as having a critical impact on students’ abilities, perhaps 
because students’ limited attention feels insurmountable. It is possible that teachers do not feel compelled to 
have consistent attendance when they view student motivation to be low. 

Finally, teachers are likely to see more positive outcomes from engaging teaching practices when students 
are fed and ready to learn. At baseline, about two-thirds of teachers in treatment schools (64.3%) used four 
or more engaging practices during the classroom observation. While these practices naturally engage 
students to a higher degree, particularly when using games and other active exercise151, well-fed students 
are likely to engage even more.  

School meal program implementation 

Community-level systems 

The McGovern-Dole learning agenda aims to understand the community-level systems of governance and 
management that are required for successful implementation of school meal programs. This relates to the 
HATUTAN program-specific learning agenda questions about the kinds of partnerships and exit strategies that 
are most effective at ensuring program sustainability. At baseline, respondents from about half of treatment 
schools (51.5%) said that school staff were responsible for school feeding, including the director or 
coordinator, deputy director or teachers. This contrasts with only one in ten schools (13.1%) that said PTAs 
had oversight of the feeding program.  

The low involvement of PTAs in school feeding is evidenced by a lack of understanding of the role of PTAs in 
schools, as well as the limited opportunities for PTA meetings. Household surveys revealed that most 
caregivers did not have a clear understanding of PTAs nor their role in the school. Data collectors reported 
much confusion from caregivers regarding the PTA questions. This may be a result of the lack of PTA 
meetings at the school and the fact that nearly half of the PTAs had only one member and are potentially not 
functional. More than half of respondents from treatment schools (53.3%) reported not having a PTA 
meeting during the current school year. Another one-third (33.7%) said it was more than a month ago (or in 
practice, during the past school year).  

Food production, procurement, and preparation 

Both the McGovern-Dole and HATUTAN program-specific learning agendas ask about the sustainability of 
meal program components, such as food production, local procurement, and food preparation. In terms of 
food preparation, kitchen space is available in most treatment schools (93.9%) but limited access to clean 
water for preparing meals may raise a sanitation concern. Only seven in ten schools (68.8%) reported having 
access to clean water for this purpose. Attention needs to be given to the suitability of spaces for food 
preparation.  

Related to food production and local procurement, nearly all respondents from treatment schools (96%) 
reported that their school buys local food from farmers for school feeding at least sometimes, although the  
the school feeding was not operational in those schools at the time of the survey; only one out of 99 
treatment schools (1%) served a meal that day. The most common foods reportedly procured by treatment 
schools from local farmers, when the school feeding is operational, were dark green vegetables (90.5%), 
pumpkins, carrots, or purple sweet potatoes (76.8%), potatoes, taro, or cassava (75.8%), and beans, peas, 
soybeans, or peanuts (66.3%). School coordinators noted that food produced by local farmers is not enough 

                                           

151 A regression analysis showed that games or other active teaching exercises appeared to hold the attention of more students (1.27 
more students on average).  
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to feed their students every day at school, which leads them to rely on walking long distances to the market 
to purchase food. 

Student and community health 

Both learning agendas want to understand the impact of school feeding programs on student and community 
health. McGovern-Dole specifically asks about health equity in terms of poverty, gender and geography. The 
HATUTAN program is interested in the potential to decrease health-related absences. 

The baseline data provide limited ways to measure the health of the community. Much of the data collected 
give insight into knowledge and awareness of healthy practices, but little data demonstrate health practices 
or health status. One proxy may be the consumption of fruits and vegetables by caregivers. There was little 
difference between caregivers from rural areas compared to urban or town-based areas. About one-quarter 
of caregivers from each location (24.5% for rural and 26.7% for town-based) reported consuming at least 
three fruits or vegetables the previous day. The difference between male and female caregivers is greater. 
More than one-third of male caregivers (36.7%) reported eating three or more fruits or vegetables compared 
to fewer than one-fourth (24.3%) of females. Fruit and vegetable consumption is one of many possible ways 
to look at community health. Additional measures of health should be considered for the mid-term and final 
evaluation. 

Regarding health-related absences, more than half of students (52.8%) were reported by caregivers to have 
missed at least one day of school in the last month due to illness. Students in rural areas were only slightly 
more likely (22.8%) to miss three or more days of school for an illness compared to students from town-
based schools (20%). Similarly, female students were a little more likely (24.4%) than male students 
(22.6%) to miss three or more days due to illness. Mid-term and final evaluation data will provide more 
insight into these figures when related to a consistent school feeding programs.    

Food safety and WASH 

The McGovern Dole learning agenda includes a focus on effective methods for food safety. In a similar way, 
the HATUTAN program looks at WASH interventions. Effective WASH interventions at the school-level may 
contribute to efforts to ensure food safety. 

At baseline, schools reported varying water, sanitation and hygiene practices and opportunities related to 
food safety. As reported earlier, about two-thirds of treatment schools (68.8%) had clean water available for 
food preparation. In addition, only four in ten (41.4%) have a handwashing station at the school and only 
about one-third (38.7%) said they use detergent every day to clean the kitchen. Parents expressed concern 
over the food safety conditions in the schools stating that the preparation methods were not always hygienic 
and could lead to illnesses. They were also worried about the quality of the rice, especially after it has been 
stored for a long time. 

In terms of storage space, about three-fourths of treatment schools (72.7%) were considered to be least 
somewhat clean. The results may reflect a bias from the enumerators, however, as photos of the locations 
suggest otherwise. A similar percentage (72.5%) said that food was raised off the ground in some manner, 
either with pallets, shelves or another way.  

Gender-based violence 

The HATUTAN program-specific learning agenda aims to understand the ways in which synchronization of 
school meal programming with activities to address sexual and gender-based violence (SGBV) can affect 
learning outcomes and health practices. While baseline data do not allow for this kind of analysis, the current 
status of SGBV is useful for program planning. More than half of female caregivers in the treatment group 
(56.7%) believed a husband was justified hitting or beating his wife in at least one situation of the four 
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presented: going out without telling him, neglecting the children, arguing with him, or burning his food. This 
is considerably lower than other studies on SGBV in Timor-Leste, which suggests the responses may be 
under-reported in this baseline study. In addition, teachers noted that girls were often shy in school and 
afraid to come to the front of the room because boys would make fun of them. The gender-based aggression 
(and socialization of roles) starts at a young age and must be addressed for both adults and children (male 
and female) in order to change the environment of acceptance for this behavior.   

PROGRAM IMPLICATIONS  

Baseline evaluation data can inform ongoing development and implementation of the HATUTAN program 
workplan. The following section addresses evaluation questions from four key areas: design/relevance, 
effectiveness, sustainability, and gender and power relationships.  

Design/Relevance 

The HATUTAN program design considers a wide variety of factors that are known to impact both literacy and 
health. The proposed strategies in the work plan consider resources, training, capacity building, 
infrastructure, advocacy and partnerships. While the work plan aligns closely with the results framework and 
local context, some findings from the baseline data offer additional considerations. 

Teacher attendance 

Quantitative and qualitative data both highlight teacher attendance as a major challenge. Only about two in 
ten (21.2%) treatment schools had a teacher attendance rate of at least 80 percent on the day of data 
collection and the prior day. Many factors contribute to inconsistent attendance, including trainings, receiving 
salaries, illness, family matters, poor weather conditions, and more. As shown in the results framework, 
teacher attendance is a factor in improving quality of literacy instruction. Two work plan activities specifically 
address teacher attendance: developing a monthly calendar to track teacher attendance (sub-activity 1.8), 
strengthening PTA capacity in teacher attendance monitoring (sub-activity 2.4)  and supporting school 
administrators as supervisors in human resource management and the daily operation of the school (sub-
activities 1.3 and 1.5). 

Monitoring and compliance are important elements for ensuring teacher accountability. However, 
enforcement is only one component. Interview data highlight some existing oversight of teacher attendance 
on the part of schools and PTAs, but teachers often described these interactions as harsh or critical. Careful 
attention needs to be given to the manner in which oversight is provided. Criticism, even if warranted, could 
produce animosity between teachers and school administrators or community members. While strict 
oversight may appear to solve the problem (i.e., teachers show up), it may negatively impact other aspects 
of the work, including the quality of instruction in the classroom. 

Success of this program largely depends on teachers, which means that attention must be given to 
attracting, training and retaining them. As a result, the HATUTAN program should carefully consider both the 
approach to monitoring and compliance, as well as additional motivational incentives that encourage 
consistent teacher attendance.  

Teacher training 

Qualitative data indicate that teachers understand the importance of using child-centered teaching strategies, 
but highlight limited knowledge of how to operationalize them. The HATUTAN work plan provides 
opportunities for teachers to gain skills and practice in this area, as well as increasing their access to literacy 
materials. This aligns well with the results framework’s focus on increasing the skills and knowledge of 
teachers. Activity 3 of the work plan highlights nine sub-activities focused on training teachers, including 
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teacher mentoring, capacity to use local resources in literacy instruction, and capacity on positive discipline 
and classroom management.   

One area of consideration is sub-activity 3.2 which focuses on providing teacher mentoring. The work plan 
notes that “central schools host quarterly teacher meetings across the school cluster to review the 
curriculum, plan classes and share experiences”. It also explains that deputy directors will observe teachers 
and provide feedback. Consideration should be given to the relationship between the deputy director and 
teachers, in addition to the credibility of the deputy director. Where trust exists between these groups, 
mentoring could be very positive. Where mistrust and a lack of credibility exist, teachers may be resistant 
and feel fearful about any repercussions. The classroom observation data include evidence that some 
teachers already exhibit high-quality teaching. Where available, those ‘positive deviants’ could be used as 
examples in coaching processes; additionally, teacher-to-teacher mentorships may be effective in some 
instances.   

Class size 

Classroom observation data showed a negative relationship between class size and use of engaging teaching 
practices. As class size increased, teachers were less likely to use engaging teaching practices. This was 
validated by teachers’ comments that their classroom is difficult to manage with so many students. However, 
they contradicted this idea by also suggesting that it was appropriate for other teachers to handle their 
students if they were absent. This indicates limited recognition for the impact of class size on learning. 
Rather, the focus was primarily on classroom management. While it may be difficult to decrease class sizes in 
general, attention on consistent teacher attendance will help prevent teachers from having to manage double 
classes. In addition, the activities in the HATUTAN program focused on supporting teacher coaching (Activity 
3) could also focus on strategies for managing large class sizes.  

Reading materials at home and school 

Students who read at home had higher literacy scores, on average, than students who didn’t read at home. 
In addition, teachers with access to books and magazines were more likely to use engaging teaching 
strategies. The HATUTAN work plan addresses the issue of reading materials through Activity 6, which is the 
production of books and supplemental reading materials. Sub-activities range from publishing content in 
Lafaek for students, re-printing materials developed by other organizations that are approved by the Ministry, 
and supporting schools to establish or manage their libraries or reading corners to increase student contact 
time with reading resources. Increased availability of reading materials will likely have a positive impact on 
quality of instruction and students’ literacy rates, as demonstrated by the baseline data. 

Student attendance 

Second grade students had an average attendance rate of 69 percent across treatment schools. Parents 
reported that most students missed school because they were sick, didn’t want to go, or there was bad 
weather. However, interview data with parents revealed a high prevalence for keeping children home to help 
with household or agricultural tasks. They noted a reliance on their children to support the family’s livelihood, 
or to care for younger siblings while parents worked. In addition, some parents noted a lack of incentive for 
kids to attend school when meals were not served. The Hatutan work plan addresses student attendance in a 
number of ways, including school meals (activity #8) and establishing good health and hygiene practices 
(activity #11). In addition, sub-activity 2.6 focuses on promoting parent interest in education. The Lafaek 
community magazine presents an opportunity to educate about the benefits of school attendance.  

Another reason for student absences, based on data from the household survey, is a lack of safety when 
walking to school. While most parents in the treatment group (84.2%) reported the walk to school was very 
safe, there was a statistically significant difference in attendance between students with a very safe walk to 
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school and other students. Those with a very safe walk had higher attendance on average. The current 
HATUTAN work plan does not address safety, but it may be an issue that could be addressed by PTAs. 

 School Feeding152 

The School Feeding Program Manual153 introduced the principle that “teachers should only focus on teaching 
and learning activity and limit their involvement in school feeding program” (p. 6). The baseline data show 
that about one in three respondents from treatment schools (31.3%) stated teachers were at least in part 
responsible for oversight of school feeding. The HATUTAN work plan clearly specifies the responsibility of 
school administration, the PTA and the contracted school cook (s) for implementing the SFP rather than 
involving teachers. However, given the current involvement of teachers in school feeding, it may be 
necessary to define roles and responsibilities to clarify expectations.  

The manual also states that “every basic school must, together with the Parents-Teachers Association, 
establish the School Feeding Program Committee (KPME), which is responsible for planning, procurement, 
administration, financial management and monitoring of the program” (p. 7). The KPME consists of the 
school director or coordinator, the Gabinete Apoiu Tekniku (GAT) or Technical Support Office, and the PTA 
members. The HATUTAN work plan references involvement from each of these three entities/individuals in 
the operation of the school feeding program. While their roles and responsibilities are clear, there is no 
reference to ways in which they collaborate. Since the GAT official is located at the central school and other 
members are at their respective schools, it is difficult to find opportunities for them to meet in person. 
Consideration should be given to the level of collaboration needed amongst this group. 

Effectiveness 

Effectiveness of the HATUTAN program will depend on a variety of factors, which will be unique to each 
community’s own context. For example, literacy rates, teacher and student attendance, school infrastructure 
and access to food are greatly variable between communities. Municipal-based teams will need to be acutely 
aware of these differences in order to figure out how their engagement approaches need to differ. Despite 
these differences, the baseline data show a few major factors that are universally important and will either 
help or hurt the progress of the program depending upon how they are implemented. 

School Infrastructure 

An effective school feeding program requires the necessary infrastructure to support it. Most of the treatment 
schools (93.9%) reported having a kitchen at school. However, fewer than three-quarters (69.3%) had some 
or enough space to store food and less than two in ten (17.2%) had a canteen or space for students to eat. 
Only about two-thirds (68.8%) said there was access to clean water to prepare the meals. This lack of 
infrastructure will be a challenge to address because of the financial implications. The HATUTAN program 
aims to address this by building school administrator skills in proposal development. However, creativity on 
the part of schools and PTAs will be necessary to address these needs. 

Parent-Teacher Associations 

Parent-teacher associations (PTAs) play a critical role in the success of the feeding program. They are 
referenced in the School Feeding Program Manual as a key component, and the HATUTAN work plan includes 
a strong emphasis on establishing and strengthening PTAs (activity 2). The baseline data from both the 

                                           

152 The baseline focused only on the school-level implementation of the school feeding program. The HATUTAN project will also work 

with municipal and national level officials to improve the consistent delivery of the government program.  

153 National Directorate for School Social Actions, May 14, 2013. 
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household survey and the school survey indicate that parents do not clearly understand the role of the PTA. 
More than half of respondents (53.3%) from treatment schools said that the PTA has not met this year, and 
less than four out of ten (38.4%) reported any involvement from the PTA in the oversight of school feeding. 
Given the confusion around PTAs, it’s possible that both of these figures are inflated. In addition, parents 
voiced frustration over limited awareness of issues pertaining to the feeding program. These data highlight 
the importance of activity #2 in the overall program implementation. Much of the success of the school 
feeding program will hinge on the ability to sustain active PTAs within communities.  

School Administration 

Similar to the role of the PTAs, much of the program’s success is reliant on the ability and motivation of 
school administrators to address a wide range of issues. For good reason, the HATUTAN work plan includes 
intensive training with administrators on budgeting, procurement, HR management, community mobilization, 
classroom management, and much more. Most of the directors and coordinators (75.5%) who responded to 
the school survey either had a teaching degree (bachelor’s) or had attended a teacher training college. 
However, even with teaching knowledge and skills, fatigue may set in. Their commitment will be essential to 
the program, so HATUTAN staff will need to pay close attention to administrators’ involvement.  

Sustainability 

Sustainability must be at the forefront of all decisions in order to realize potential benefits in the future. The 
HATUTAN work plan includes a focus on sustainability by addressing systems-level change through advocacy 
and capacity building at the local, regional and national levels (e.g., policy change, partnership development). 
Data show that there is a strong desire on the part of administrators, teachers, parents, and community 
members to improve health and literacy rates. Several factors will be critical to consider in the sustainability 
of the HATUTAN program.  

Training approach 

Ten of the twelve activities in the HATUTAN work plan rely on training as a critical element of the work. This 
heavy focus on training requires careful attention to a couple of related issues. First, training should be 
considered as a circular process. In order for information to be learned and applied, it needs to be revisited 
multiple times with opportunities for reflection and application to specific contexts. A research study 
conducted by Kraft, Blazar, and Hogan (2018)154 advocates for coaching as an alternative or complementary 
approach to training. Effective coaching supports the transformation of knowledge and skills into practice by 
focusing on practical skills development repeatedly until teachers are confident in their abilities. 

Second, training implementation should consider teacher and school administrator attrition. When turnover 
occurs within schools, there must be a plan for ensuring that any progress made by the school is well 
documented and available for the new teachers and administrators so they are better able to sustain the 
momentum of improvements. Strong community ownership and support for the school will increase the 
likelihood of effective onboarding of new school staff.  

Partnerships 

The HATUTAN work plan identifies partnerships with the government of Timor-Leste, the private sector, 
international development partners, farmer groups, community development agents, and PTAs. This 
emphasis on partnerships supports the sustainability of the program, in addition to maximizing the potential 
for impact. Specifically, the work plan highlights ways in which schools, PTAs, farmer groups, and savings 
and lending groups work collaboratively to achieve the common goal of a well-managed and sustainable 

                                           

154 Kraft, M.A., Blazar, D., & Hogan, D. (2018). The effect of teacher coaching on instruction and achievement: A meta-analysis of the 
causal evidence. Review of Educational Research, 88(4), 547-588. 
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school feeding program. Best practices around partnerships include clear expectations and shared 
accountability, ongoing comprehensive professional development for all partners, a plan for long-term 
sustainability, and a communication plan to share progress and challenges.  

Policy implementation  

The way in which policies are implemented affect perceptions from those at the ground-level. Top-down 
implementation may appear to be successful, but often has quiet resistance from those responsible for 
carrying out the task or initiative. The HATUTAN program takes a collaborative approach to the 
implementation of policies and practices through intentional planning and systems development. The 
involvement of community members, teachers, and parents is critical for the efforts to be sustained. Without 
their buy-in and authentic desire to make a change, they may comply with a change on the surface level and 
return to previous practices when they aren’t being observed. Their own ideological beliefs play into their 
decisions on whether or not to carry-out the practices to the fullest extent. As such, one may assume that 
change has occurred, when the reality is often hidden from view. 

Gender and Power Relationships 

Gender and power relationships became apparent at different levels with a notable shift between girls’ 
confidence and abilities at a young age compared to adult women in the communities. While girls were more 
likely than boys to demonstrate higher engagement and achievement in school, adult women appeared to 
have limited to no power in decision-making activities in households and were less involved in community 
partnerships (e.g., extension services or farmer groups). Girls demonstrate great academic potential in 
second grade, and most parents even suggested that girls were better learners than boys. However, 
evidence indicates that girls’ agency and confidence start to be challenged at a young age, which leads to 
feelings of inferiority. 

Many factors may influence girls’ confidence levels. Classroom observations showed that male teachers were 
less likely to use positive engaging practices with girls, while female teachers used them at the same rate 
between boys and girls. Girls were also viewed as “shy” by teachers and were reported to be teased 
frequently by boys. In the household survey, caregivers revealed that girls carried a lot of the work load in 
homes compared to boys. They were reported to be responsible for more of the housework, as well as caring 
for younger and older family members. While a higher percentage of boys were responsible for agricultural 
work, many of the girls took on that responsibility as well. Caregivers’ expectations of girls in terms of both 
household contributions and academic performance were extremely high. At some point, girls cannot keep up 
with their education and all of the household obligations. In addition, they are conditioned to behave in ways 
that keep them from asking questions in school in order to prevent their embarrassment. Activity 7 
(Extracurricular Activities) provides a platform for girls to develop their leadership skills and experience non-
traditional gender roles, boosting girls’ voice and increasing their classroom participation.  

The HATUTAN program’s attention to gender awareness and SGBV prevention trainings for teachers, school 
administrators, community leaders, and VSLAs is an important component to increasing gender equity in 
households and communities. One potential gap is the absence of students in the gender trainings. Their 
inclusion may be a prime opportunity for preventing the power divide from growing. Activity 2.8 – Social 
Analysis and Action – provides an opportunity for dialogue with communities to challenge traditional gender 
roles for girls and boys, and to address underlying causes of gender-based violence. In particular, there is a 
clear need to address barrier for boys and traditional perceptions of masculinity, which are proving to be  
detrimental to boys’ education outcomes.  
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CONCLUSIONS AND RECOMMENDATIONS 

Conclusions 

Findings from the HATUTAN baseline evaluation provide high-level conclusions that can inform program 
implementation moving forward. Many of these lessons are already included in the HATUTAN program work 
plan, which is a testament to the intentional planning on the part of CITL staff. These conclusions validate 
their approach to improving health and literacy for primary grade students across the four municipalities in 
which they will be working.  

Literacy development 

Primary grade literacy development requires a multi-facted approach. As indicated in the results framework, 
and validated by the baseline study findings, key focus areas include quality instruction, student 
attentiveness and student attendance. Quality instruction must not only be focused on child-centered 
strategies, but also on teachers’ knowledge of early grade literacy development. The baseline data suggest 
that teachers understand the value of child-centered approaches, even if they struggle with their 
implementation. However, they appear to have less knowledge about the ways in which young children 
develop literacy skills, particularly when it is in their second or third language. Classroom observation and 
EGRA results indicate that teachers place a strong focus on learning the alphabet (i.e., letter names). 
Students’ accuracy for identifying letters is fairly strong, despite relatively low fluency, but it does not 
translate to word recognition or comprehension skills. Teachers appear to approach literacy from an isolated 
standpoint in which letters much be learned before moving on to words. Instead, literacy development occurs 
from holistic instruction that includes a foundation in sounds, vocabulary development, and listening 
comprehension. Regardless of the use of child-centered strategies, students must be interested in the 
content. Simply learning letter names, no matter how fun the game, will not hold students’ attention. 
Instead, their interest must be engaged through stories in order to develop a curiosity about the world. 

Student attentiveness and attendance are both a precursor and result of quality instruction. High quality 
teaching may incentivize students to be engaged and to show up at school. However, there are limitations to 
what quality instruction can achieve by itself. When students suffer from malnutrition and hunger, even the 
best instruction will not show results if students are absent physically or mentally. As the results framework 
and baseline data show, school meals contribute to both of these issues. Parents noted that students were 
more likely to go to school when meals were served, in addition to being able to pay attention better. 
Teachers frequently noted the challenge of teaching disengaged and withdrawn students. As a result, 
teachers resort to focusing almost exclusively on classroom management in order to engage students. They 
are working extra hard in order to compensate for student hunger, which takes away from effective literacy 
instruction and ultimately student learning. 

While this study did not conduct a detailed analysis of household economic conditions, the extreme poverty 
faced by households is likely to have a direct impact on malnutrition and in parental ability to support 
education-related expenses, such as purchasing school supplies and school uniforms. Parents reported 
education-related expenses as one of the main uses of savings. The expansion of safety nets such as school 
grants to provide free stationery to students is likely to contribute to improved attendance and literacy 
outcomes.  

School feeding 

Similar to literacy development, effective implementation of the school feeding program relies on a multitude 
of factors. The baseline evaluation study reveals three overarching goals for school feeding: 1) meals will be 
served daily, 2) meals will be nutritious, and 3) meals will be prepared safely. Each of these three goals is 
dependent upon solid partnerships within communities and municipalities, as well as sustainable 
implementation strategies. Effective partnerships are essential for ensuring strong management of the 
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program, including infrastructure development and reliable funding from the government. In addition, local 
partnerships with farmer groups and extension services will support access to healthy food while 
simultaneously spurring economic growth in the community. Partnerships may also support infrastructure 
improvements that contribute to the sustainability of the program and the ability to prepare and store food 
safely. Opportunities for developing partnerships may look different in each local context, but one 
commonality across all communities is the need for a strong PTA to play a leading role in supporting the 
partnerships. The HATUTAN program’s emphasis on establishing and strengthening PTAs is central to 
developing a school feeding program that is sustainable, uses healthy food, and supports an infrastructure 
for safe preparation. HATUTAN’s investment in advocacy and capacity building for timely transfer of SFP 
funds is a key foundational step to enable this outcome. 

Health and nutrition 

The HATUTAN program aims to increase the use of positive health, nutrition and dietary practices within each 
community, including at home and at school. The results framework includes a variety of factors in promoting 
healthy living that focus on both knowledge and access. Related to knowledge, baseline data show that 
parents possess knowledge of positive health and hygiene practices, safe food prep and storage practices, as 
well as nutrition practices. Respondents identified healthy ways of living and recognized when practices in the 
school feeding program were not hygienic. However, it was less clear how their knowledge translated to 
practices. Many barriers may prevent them from applying their knowledge. For example, several parents 
noted that caregivers are too busy to pay attention to proper hygiene for themselves and their children. 
While knowledge is a critical component of behavior change, it will not change behavior by itself. HATUTAN’s 
investment in a relevant, culturally appropriate SBCC strategy is foundational for behavior change. 

Caregivers reported consuming predominantly a carbohydrate-based diet, with limited protein intake and low 
dietary diversity. Households are reducing food portions and frequency to cope with the ‘hungry season’. The 
synchronization of the SBCC strategy with activities focusing on economic empowerment of households and 
diversifying household production of nutritious foods will be essential to improve nutritional outcomes. 
Regarding access, baseline data show that access to clean water, sanitation, healthcare, and food 
preparation and storage equipment is minimal. Increased access requires investment in infrastructure 
improvements for households and schools. Financial barriers impede these efforts, yet they are essential to 
creating an environment that promotes health and nutrition. The HATUTAN work plan addresses this, in part, 
by training school administrators on writing proposals for infrastructure upgrades and engaging parents to 
support locally made improvements. Additional creativity will be required to ensure that households and 
communities have access to clean water and sanitation facilities, as well as equipment for safe food 
preparation and storage. Health, nutrition and dietary practices will not improve until the infrastructure is 
available to support the change.  
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Appendix A (1). Early Grade Reading Assessment 

Reading Assessment 

a. Ask for the consent of the Grade 2 teacher to conduct this activity with some of his/her students. Explain that the activity will take 

about 10 minutes. Explain to the teachers that the students will be randomly selected from the attendance list.  

 
b. In order to select 20 students from the Grade 2 class, enter the total number of students in the attendance list in the random 

number generator. You’ll get a random number. Look for the number in the attendance list and ask the corresponding student if 

he/she would like to participate in the activity or not. If he/she doesn’t want to join, generate another random number and call the 

corresponding student. If this student is absent or has dropped out of school, generate another number and so forth.  

 
c. Explain to the teacher that the students may feel shy or afraid if doing this activity in the presence of the teacher. It is 

recommended that the researcher conducts the activity alone with the child, although the teacher can watch from a distance and 

observe if the child is comfortable or not. If there is any issue, the activity can be stopped immediately.  

d. Ask for the child’s consent to conduct this activity with him/her. If the child wants to stop the activity, he/she can do so at any time. 

Accept his/her decision, and give thanks for the cooperation.  

 
Question for the child 

I. Have you eaten anything today? 
[ ] 1 Yes  [  ] 0 No 
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1. Letter recognition 

Please read the letters.   
[Ask the child to read from the left to the right, from the top to the bottom. Mark in the tablet if the letter was read correctly or 
not]  

T 1 a 2 i  3 L 4 m 5 s 6 u 7 n 8 e 9 R 10 

k 11 o 12 B 13 V 14 d 15 t 16 E 17 f 18 U 19 N 20 

h 21 f 22 j 23 X 24 Z 25 p 26 g 27 A 28 t 29 R 30 

b 31 I 32 r 33 K 34 O 35 l 36 v 37 S 38 M 39 F 40 

H 41 z 42 e 43 w 44 x 45 P 46 u 47 d 48 R 49 H 50 

J 51 b 52 G 53 á 54 T 55 n 56 K 57 i 58 F 59 m 60 

p 61 k 62 í 63 h 64 R 65 ñ 66 e 67 V 68 a 69 D 70 

B 71 s 72 L 73 j 74 o 75 u 76 á 77 i 78 g 76 E 80 

Z 81 k 82 t 83 P 84 L 85 M 86 b 87 J 88 a 89 f 90 

Ú 91 é 92 H 93 v 94 g 95 í 96 r 97 ñ 98 W 99 z 100 
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3. Non-word reading 

Now I’d like to ask you to read aloud the following words.  
 
[Ask the child to read from the left to the right, from the top to the bottom.] 

 

Give an example to the child to avoid confusing this task with the previous one: “Do you see the letters n and o here? This is the 
word “no”.  
Use the stopwatch to mark 60s, but do not tell the child that you are marking the time. Mark the number corresponding to the last 
word read by the child when reaching 60s.] 

 

 

Number of the last word read:___ 

Mark the time spent (if the child spent one minute, mark 60s]:  

 

 

  

Ae1 Uo2 Muo3 Biu4 Nao5 Bea6 Eti7 Alu8 Emi9 Obu10 

Ubo11 Ime12 Bui13 Kusa14 Dedi15 Naki16 Tuko17 Numo18 Bato19 Bima20 

Niba21 Moke22 Numi23 Sima24 Ruse25 Telu26 Make27 Uan28 Ein29 Bian30 

Muon31 Ulus32 Mien33 Doin34 Edon35 Bain36 Anon37 Miik38 Elus39 Inis40 

Diur41 Boon42 Daus43 Moen44 Koar45 Milur46 Dakal47 Nemar48 Molun49 Kenas50 

Boras51 Norau52 Kedik53 Sodes54 Taden55 Salin56 Ladis57 Adari58 Umilaki59 Domunar60 
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4. Frequent word reading 

 
Please read the following words aloud. 
[Ask the child to read from the left to the right, from the top to the bottom.  
Use the stopwatch to mark 60s, but do not tell the child that you are marking the time. Mark the number corresponding to the last 
word read by the child when reaching 60s.] 
 

 

Ai 1 Au2 Asu3 Ema4 Ita5 Uma6   Etu7 Rai8 Sai9 Ami10 

Ida11 Ona12 Rua13 Busa14 Mana15 Soru16 Dudu17 Dada18 Tama19 Manu20 

Taka21 Toba22 Bibi23 Kuda24 Semu25 Loke26 Bani27 Oan28 Ain29 Inan30 

Ulun31 Aman32 Maun33 Tein34 Ibun35 Biin36 Udan37 Boot38 Inus39 Anin40 

Liur41 Loke42 Isin43 Tuur44 Naan45 Lalar46 Liman47 Talin48 Bokon49 Manas50 

Maran51 Karau52 Besik53 Tudik54 Tilun55 Kabun56 Laran57 Nanal58 Labarik59 Malirin60 

 

Number of the last word read:___ 

Mark the time spent (if the child spent one minute, mark 60s]:  

 

Is the child able to recognize letters, to read words, or unable to read at all?  

[  ] 1 Cannot read any letters  

[  ] 2 Recognize letters only  

[  ] 3 Read words 
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[If the child cannot recognize letters or just recognize letters (cannot read any words), stop the activity here and mark “no response” in all 
subsequent questions. Tell a story to the child so the he/she feels ok about this activity. Please don’t simply send the child back to the 
class; he/she may feel humiliated because of his/her inability to read.]
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Oral reading fluency - story 

Please read the following story aloud for me.  

[Ask the child to read from the left to the right, from the top to the bottom. Mark one minute in the stopwatch. Once finished, mark 
the number corresponding to the last word read by the child]  

 

Mila no Bibi 

Mila1 iha2 Bibi3 ida4. Mila5 nia6 Bibi7 bokur8 no9 furak10. 

Loron11 ida12, Mila13 lori14 Bibi15 ba16 natar17.  

Mila18 toba19 dukur20 tiha21. Bibi22 halai23 dook24 no25 lakon26.  

Mila27 triste28 tamba29 Bibi30 lakon31. Mila32 buka33 Bibi34. 

Bibi35 hemu36 bee37 iha38 mota39. 

Bibi40 halai41 fila42 fali43. Mila44 kontente45. 

Mila46 ho47 Bibi48 fila49 fali50 ba51 uma52.  

Mila53 ho54 nia55 alin56 Ameu57 halimar58 ho59 Bibi60.  

 
 
 
 

5. Reading comprehension – Level 1 
 
Now I’m going to give you some time to read the story till the end.  
 
[Allow the child to spend as much time as needed to read the story till the end] 
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Mila no Bibi (Mila and the Goat) 

Mila iha Bibi ida. Mila nia Bibi bokur no furak. (Mila has a goat. Mila’s goat is fat and pretty) 
Loron ida, Mila lori Bibi ba natar. (One day, Mila takes the goat to the farm) 
Mila toba dukur tiha. Bibi halai dook no lakon. (Mila falls asleep. The goat runs away and cannot be found) 
Mila triste tamba Bibi lakon. Mila buka Bibi. (Mila is sad because the goat cannot be found. Mila looks for the goat) 
Bibi hemu bee iha mota. (The goat is drinking water at the river) 
Bibi halai fila fali. Mila kontente. (The goat comes back running. Mila is very happy) 
Mila ho Bibi fila fali ba uma.  (Mila and the goat come back home) 
Mila ho nia alin Ameu halimar ho Bibi. (Mila and her younger brother Ameu play together with the goat) 

 
I’ll ask a few questions. Could you please respond them?  
[Ask the following questions to the child; allow enough time for him/her to respond each question] 
 
Questions: 

- Who is the owner of the goat? 
Response; Mila. 
 

- Why did Mila feel sad? 
Response; The goat had run away and could not be found. 
 
 

- Why did Mila feel happy? 
Response: The goat came back to Mila. 
 

- Where did Mila and the goat come back to? 
Res; Mila and the goat went back home. 
 

- What did Mila and her brother do together? 
Res; They played with the goat. 
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6. Reading comprehension - Level 2 

 
Please read the following story. 
 
Akai ho Mila Bá Eskola (Akai and Mila Go to School) 
 
Akai hein hela nia alin Mila atu bá eskola. Nia sibuk hela tanba tulun Amá tein matabixu. Akai ansi sai lailais bá eskola tanba mestre hirus 
bainhira alunu tama tarde de’it. Akai hakilar no bolu Mila mai lailais liu. Amá dehan ba nia, “Hakarak sai sedu? Entaun tenke tulun ó-nia alin 
hodi serbisu hotu lailais. Labele hirus de’it”. Akai sente moe no fó liman ba Mila. Lakleur sira sai bá eskola. Amá sente haksolok sira tulun 
malu. Nia tanba hanorin buat importante ba Akai ho Mila.     
 
Akai was waiting to go to school with his younger sister Mila. Mila was busy helping their mother to cook breakfast. Akai was anxious to 
leave quickly to go to school because his teacher gets angry when students arrive late. Akai yelled at Mila, asking her to come immediately. 
Their mother told him instead, “Do you want to leave early? Then help your little sister to finish her chores quickly. You can’t just yell at 
her.” Ashamed, Akai helped Mila. Not long afterwards, they left for school. Their mother was happy to see them helping each other. She 
had taught something important to Akai and Mila. 
 
I’ll ask a few questions. Could you please respond them?  
[Ask the following questions to the child; allow enough time for him/her to respond each question] 
 
-Why did Akai want to leave quickly for school?  R: His teacher is angry when the students arrive late.  
 
-What did Mila do early in the morning? R: She helped their mother to cook breakfast.  
 
-How could Mila do the work quickly? R: Because Akai helped her.  
 
-Why did their mother feel happy? Because Akai and Mila helped each other. 
 
-What was the important thing their mother taught them? R: They have to help each other to finish the work quickly.  
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Appendix A (2). Working Memory Test 

I’m going to show you some drawings. Please try to remember them. 
[Enumerator: Show each image separately to the student, saying out loud what is in each image (ball, cat, 
etc). After showing all images to the student, flip the cards so the student cannot see them anymore] 
 

 
 
Now please tell me all the drawings you can remember. 
 

  

(please click on the “working memory 
test” box to access the sequence of 
images for the working memory test in 
PDF format) 



Page 150 of 197 

 

Appendix B. Classroom observation tool 

start 

DD/MM/YYYY HH:MM:SS 

end 

DD/MM/YYYY HH:MM:SS 

School location (latitude, longitude, altitude, precision) 

Enumerator ID 

Integer 

4 Enumerator name 

Text 

5 Date of data collection 

DD/MM/YYYY 

municipality 

1 Ainaro, 2 Ermera, 3 Liquica, 4 Manatuto 

subdistrict 

1 Ainaro, 2 Hatu-udo, 3 Hatubuilico, 4 Maubisse, 5 Ermera, 6 Letefoho, 7 Atsabe, 8 
Hatolia, 9 Railaco, 10 Liquica, 11 Maubara, 12 Bazartete, 13 Manatuto Vila, 14 Laclo, 15 
Laclubar, 16 Laleia, 17 Barique-Natarbora, 18 Soibada 

village 

None 

hamlet 

None 

School EMIS 

None 

School name 

text 

Is this a central or a filial school? 

1.00, Central basic school; 2.00 Filial school 

how many Grade 2 classes exist in this school? 

Integer 

Consent from director/ coordinator 

0.00, No; 1.00 Yes 

Teacher name 
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Text 

Is the teacher a man or a woman? 

1.00, Male; 2.00 Female 

ASK THE TEACHER: How old are you? 

Integer 

ASK THE TEACHER: What is the highest education level you have attained? 

1.00, Secondary school; 2.00 Baccalaureate Degree, 3.00 Teachers’ Training Centre 
(College), 4.00 University degree in other area (not education), 5.00 Post-graduate 
degree, 99.00 I do not know 

ASK THE TEACHER: For how many years have you been teaching in this school? 

Integer 

ASK THE TEACHER: For how long (years) have you been teaching Grade 2 (at 
this school and in other schools)? 

Integer 

VERY IMPORTANT: OBSERVE TETUM CLASSES ONLY. PLEASE WAIT UNTIL THE 
CLASS HAS STARTED TO START OBSERVING.  

How many boys are attending the Grade 2 class? 

Integer 

How many girls are attending the Grade 2 class? 

Integer 

Write the name of the lesson plan used by the teacher (check the book or look 
at the board). 

Text 

Start the observation. Choose one part of the classroom to focus on.  

Students spend most of the time copying from the board 

{1.00, Observed}... 

Students spend most of the time repeating after the teacher 

{1.00, Observed}... 

Students participate in reading activities with others (group reading, 
participating in reading games) 

1.00 Observed; 99.00 Not Observed 

Students read by themselves 

1.00 Observed; 99.00 Not Observed 

Teacher reads to the students 
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1.00 Observed; 99.00 Not Observed 

Teacher uses the reading corner in literacy activities 

1.00 Observed; 99.00 Not Observed 

Teacher uses games or exercises and students participate actively in those 

1.00 Observed; 99.00 Not Observed 

Teacher asks open questions (with more than one answer) - asks the students 
to reflect / think 

1.00 Observed; 99.00 Not Observed 

Teacher asks the students' opinion ("what do you think?" "what do you like?") 

1.00 Observed; 99.00 Not Observed 

When the student does not participate in class, the teacher calls on his/her and 
tries to engage him/her in activities 

1.00 Observed; 99.00 Not Observed 

Students work together in groups 

1.00 Observed; 99.00 Not Observed 

Male and female students have equal access to desks, seats, learning materials 
(if some of them are sharing, male and female are sharing in equal 
proportions) 

1.00 Observed; 99.00 Not Observed 

Girls have less access to desks, seats and learning materials 

1.00 Observed; 99.00 Not Observed 

Teacher encourages male students ("good answer", "you are almost there") 

1.00 Observed; 99.00 Not Observed 

Teacher encourages female students ("good answer", "you are almost there") 

1.00 Observed; 99.00 Not Observed 

Teacher asks questions to male students 

1.00 Observed; 99.00 Not Observed 

Teacher asks questions to female students 

1.00 Observed; 99.00 Not Observed 

Teacher asks questions primarily to boys or girls (not to all students) 

1.00 Observed; 99.00 Not Observed 

Teacher uses angry voice tone or harsh language with students 

1.00 Observed; 99.00 Not Observed 

Teacher uses angry voice tone or harsh language with male students 

1.00 Observed; 99.00 Not Observed 
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Teacher uses angry voice tone or harsh language with female students 

1.00 Observed; 99.00 Not Observed 

Teacher uses corporal punishment with girls 

1.00 Observed; 99.00 Not Observed 

Teacher uses corporal punishment with boys 

1.00 Observed; 99.00 Not Observed 

Select 10 students to observe for one minute. How many students are paying 
attention to the topic explained by the teacher? 

Integer 

ASK THE TEACHER: Do you use formative assessments? 

1.00 Observed; 99.00 Not Observed 
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Appendix C. School Survey Instrument 

start 

DD/MM/YYYY HH:MM:SS 

end 

DD/MM/YYYY HH:MM:SS 

School location (latitude, longitude, altitude, precision) 

Enumerator ID 

Integer 

4 Enumerator name 

Text 

5 Date of data collection 

DD/MM/YYYY 

municipality 

1 Ainaro, 2 Ermera, 3 Liquica, 4 Manatuto 

subdistrict 

1 Ainaro, 2 Hatu-udo, 3 Hatubuilico, 4 Maubisse, 5 Ermera, 6 Letefoho, 7 Atsabe, 8 
Hatolia, 9 Railaco, 10 Liquica, 11 Maubara, 12 Bazartete, 13 Manatuto Vila, 14 Laclo, 15 
Laclubar, 16 Laleia, 17 Barique-Natarbora, 18 Soibada 

village 

None 

hamlet 

None 

School EMIS 

None 

School name 

text 

Is this a central or a filial school? 

1.00, Central basic school; 2.00 Filial school 

Does the school have morning and afternoon shifts? 

1. Morning shift only, 2. Morning and afternoon shift, 3. Afternoon shift only 

Does this school have a preschool? 

0. No, 1. Yes 

Acknowledgment to consent given 

0. No, 1. Yes 
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ENUMERATOR: Are you speaking with the school director/ coordinator or 
his/her representative? 

1. Director/ coordinator, 2. Representative 

ENUMERATOR: What is the position of the respondent? 

1. Central school director, 2. Deputy Director, 3. GAT, 4. Filial school coordinator, 5. 
Teacher 

Name of the school director/coordinator or his/her representative 

Text 

phone number director/ coordinator (DON'T USE THE NUMBER OF THE 
REPRESENTATIVE) 

Integer 

For how many years has the director/coordinator been in his/her position? 

Integer 

What is the highest grade in the school? 

1. Grade 4, 2. Grade 5, 3. Grade 6. 4. Grade 7, 5. Grade 8, 6. Grade 9 

How many permanent teachers work in this school? 

Integer 

How many contracted teachers work in this school? 

Integer 

How many volunteer teachers work in this school? 

Integer 

How many teachers teach in Grade 2? 

Integer 

How many of the grade 2 teachers are female? 

Integer 

How many male teachers work in this school? [INCLUDING PERMANENT, CONTRACTED 
AND VOLUNTEERS] 

Integer 

How many female teachers work in this school? [INCLUDING PERMANENT, CONTRACTED 
AND VOLUNTEERS] 

Integer 

From the teachers who teach grades 1-3, how many have attended training on literacy 
teaching? 

Integer 
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[ABOUT THE TEACHERS WHO RECEIVED TRAINING] Ask the teachers who attended 
training to provide 2-3 examples of training topics. if no teachers attended training, leave 
it blank 

Text 

What is the highest education level attained by the director/coordinator? 

1.00, Secondary/ Secondary degree for teachers; 2.00 Bachelor Degree, 3.00 Teachers’ 
Training Centre (College), 4.00 University degree in other area (not education), 5.00 Post-
graduate degree, 99.00 I do not know 

How many male teachers have concluded bacharelato or teachers training college? 

Integer 

How many female teachers have concluded bacharelato or teachers training college? 

Integer 

 [COUNT HOW MANY TEACHERS ARE PRESENTLY TEACHING IN CLASS] How many 
teachers are teaching in class right now? 

Integer 

[CHECK THE TEACHERS ATTENDANCE LIST] How many teachers were in school 
yesterday? 

Integer 

How many grade 2 teachers are teaching in class right now? 

Integer 

Is the director /coordinator providing coaching to teachers on literacy teaching on a 
weekly, monthly, quarterly basis or not at all? 

1.00, weekly; 2. Monthly; 3. Once a trimester; 4. Never; 99. I do not know 

When was the last time the director/coordinator provided coaching to the Grade 2 teacher 
on literacy? 

1.00, last week; 2. Last month; 3. Last year; 4. No coaching; 99. I do not know 

What topics did this coaching session focus on? [LEAVE BLANK IF NO COACHING 
HAPPENED] 

Text 

If the director/coordinator is having challenges in providing coaching, who could provide 
help? 

1, Central school director; 2. Deputy director; Technical advisor - central school; 3. 
Inspector; 4. Municipal education officer; 5. NGO or project; 6. Other; 99. Do not know 

Other (explain) 

Text 

Was this school part of the Child Friendly schools initiative? 

0. No, 1. Yes 
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Is there any project supporting literacy / reading development in this school? 

0. No, 1. Yes 

Can you share the name of the project? 

None 

Does the school have a PTA? 

0. No, 1. Yes 

How many members take part in the PTA? 

Integer 

When was the last time the PTA met at the school? (does not include one member visiting 
the school) 

1.00, last week; 2. Last month; 3. More than a month ago; 4. Have not had meeting yet 
this year; 99. Do not know 

Does the PTA do any activities in the following areas? (READ THE ANSWERS) 

{0, none; school budget management; learning quality; improve school infrastructure 
(buildings, toilets, kitchen, fence); oversee the school feeding; monitor safety and 
security; monitor student attendance; monitor teacher attendance; monitor dropout; does 
not do anything 

if a boy or a male teacher harasses or abuses a girl at the toilet, who is the first person 
the girl can report this to? 

1.00, family/ relatives; 2. Central school advisor (GAT), 2. Director/Coordinator; 3. 
Teacher; 4. PTA 

if a male teacher pays unwanted attention to a girl against her wishes or harasses her, 
who is the first person she can report this to? 

1.00, family/ relatives; 2. Central school advisor (GAT), 2. Director/Coordinator; 3. 
Teacher; 4. PTA 

how many classrooms does the school have? 

Integer 

How many classes are multigrade classes? 

Integer 

how many toilets are available for the students in this school? (INCLUDE ONLY 
FUNCTIONAL TOILETS) 

Integer 

How many toilets are available for female students (considering only functional toilets) 

Integer 

does the school have water? 

0. No, 1. Yes 

Where does the school get water from? 
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1.00, well in school compound; 2. Tap in the school compound; 3. Water tank in the 
school compound; 4. Water tank out of the school compound; 5. No water or very far; 6. 
Collected rain water 

Does the school have electricity? 

0. No, 1. Yes 

ASK TO VISIT GRADE 2] is there a reading corner in this classroom? 

0. No, 1. Yes 

[OBSERVATION ONLY] Are there storybooks or magazines that can be used by Grade 2 
students? 

0. No, 1. Yes 

OBSERVATION ONLY] is there sufficient light within grade 2 to allow students to read? 

0. No, 1. Yes 

 [ASK TO SEE THE ENROLMENT RECORDS] Male students enrolled in Grade 1 

Integer 

Female students enrolled in Grade 1 

Integer 

Male students enrolled in Grade 2 

Integer 

Female students enrolled in Grade 2 

Integer 

Male students enrolled in Grade 3 

Integer 

Female students enrolled in Grade 3 

Integer 

Male students enrolled in Grade 4 

Integer 

Female students enrolled in Grade 4 

Integer 

Male students enrolled in Grade 5 

Integer 

Female students enrolled in Grade 5 

Integer 

Male students enrolled in Grade 6 

Integer 
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Female students enrolled in Grade 6 

Integer 

CARRY OUT HEAD COUNTS  

How many male students are in Grade 1 today? 

Integer 

How many female students are in Grade 1 today? 

Integer 

How many male students are in Grade 2 today? 

Integer 

How many female students are in Grade 2 today? 

Integer 

How many male students are in Grade 3 today? 

Integer 

How many female students are in Grade 3 today? 

Integer 

How many male students are in Grade 4 today? 

Integer 

How many female students are in Grade 4 today? 

Integer 

How many male students are in Grade 5 today? 

Integer 

How many female students are in Grade 5 today? 

Integer 

How many male students are in Grade 6 today? 

Integer 

How many female students are in Grade 6 today? 

Integer 

CHECK THE ATTENDANCE RECORDS AND VERIFY HOW MANY STUDENTS HAVE 
DROPPED OUT OF SCHOOL  

How many male students dropped out from Grade 1 this year? 

Integer 

How many female students dropped out from Grade 1 this year? 
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Integer 

How many male students dropped out from Grade 2 this year? 

Integer 

How many female students dropped out from Grade 2 this year? 

Integer 

How many male students dropped out from Grade 3 this year? 

Integer 

How many female students dropped out from Grade 3 this year? 

Integer 

How many male students dropped out from Grade 4 this year? 

Integer 

How many female students dropped out from Grade 4 this year? 

Integer 

How many male students dropped out from Grade 5 this year? 

Integer 

How many female students dropped out from Grade 5 this year? 

Integer 

How many male students dropped out from Grade 6 this year? 

Integer 

How many female students dropped out from Grade 6 this year? 

Integer 

Does the school buy local produce from farmers for the school feeding? 

0. No, 1. Yes 

What types of produce does the school buy from farmers? 

1. dark green vegetables such as water spinach, lettuce, mustard, pumpkin leaves, 
cassava leaves 

2. cucumber, tomato, cabbage, eggplant 
3. mango, papaya, honeydew melon, passionfruit or other yellow fruits 
4. watermelon, tamarind, jackfruit 
5. beef, pork, sheep, goat, chicken or duck 
6. fish (fresh or dried), shrimp or other seafood 
7. beans, peas, soybeans, peanuts 
8. milk (not condensed milk) 
9. coconut oil 
10. condiments 
11. tofu or tempe 
12. eggs 

99.don't know 
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98.did not answer 

why isn't the school buying produce for school feeding from farmers or farmers' groups? 

1. no budget to buy local produce 
2. the farmers' production is insufficient 
3. the farmers don't want to sell to the school 
4. poor quality of local produce 
5. production drops at certain times, availability of produce is uncertain 
6. local produce is not nutritious 
7. other 
8. other (explain) 

does the school have a menu for school feeding? 

0. No, 1. Yes 

Who is responsible for the oversight of the school feeding in this school? 

1. director or coordinator 
2. deputy director 
3. PTA 
4. teachers 
5. other 
6. other (explain) 

Did the school provide meals to the students today? 

0. No, 1. Yes 

what foods were included in today's meal? 

1. dark green vegetables such as water spinach, lettuce, mustard, pumpkin leaves, 
cassava leaves 

2. cucumber, tomato, cabbage, eggplant 
3. mango, papaya, honeydew melon, passionfruit or other yellow fruits 
4. watermelon, tamarind, jackfruit 
5. beef, pork, sheep, goat, chicken or duck 
6. fish (fresh or dried), shrimp or other seafood 
7. beans, peas, soybeans, peanuts 
8. milk (not condensed milk) 
9. coconut oil 
10. condiments 
11. tofu or tempe 
12. eggs 

99.don't know 

       98.did not answer 

is there any project supporting school meals in this school? 

0. No, 1. Yes 

which project is supporting school meals in this school? 

Text 

does the school have a kitchen? 
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0. No, 1. Yes 

is there willingness/ resources and space to build a kitchen to prepare food at the school? 

1. willingness/resources_space 
2. willingness/resources 
3. space 
4. none 

Which kind of stove is used to cook the meals? 

1. gas 
2. wood 
3. electric 

is clean water available to prepare meals? 

0. No, 1. Yes 

does the school have a handwashing station? 

0. No, 1. Yes 

does the school have plates / cutlery for the students? 

0. No, 1. Yes 

Is there a scale in the kitchen? 

0. No, 1. Yes 

Is there a canteen/ space to eat at the school? 

0. No, 1. Yes 

is there a place to store food at the kitchen or near the kitchen? 

{enough, yes, enough}... 

is there goodwill/ resources and space to build a storage area to store food at the school? 

{none, no community interest and no space available}... 

do you use detergent to clean the kitchen? 

{no_never, no, never}... 

share your observations about the kitchen 

Text 

kitchen photo (include photo of the kitchen door lock if available) 

Image 

kitchen photo 2 

Image 

is the storage space within the school? 

0. No, 1. Yes 

where do you store the food and how long does it take to walk there? 

Text 
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what material is the storage space floor made of? 

1. cement 
2. mud 
3. gravel 
4. wooden_bamboo 
5. sand 
6. tile 

what material are the storage space walls made of? 

1. bricks 
2. wood_bamboo 
3. sand 
4. tile 
5. mix 

what material is the storage space roof made of? 

1. aluminium, tin sheets 
2. bamboo 
3. tile 
4. leaves 

Is the roof leaking? (can you see marks of water in the wall or floor?) 

0. No, 1. Yes 

Is the storage space ventilated? (does it have windows, a fan or orifices for ventilation) 

0. No, 1. Yes 

is the storage space clean or not? 

{mainly, mostly clean (some scattered grains only, but mostly in order)}... 

are there other items stored there? 

0. No, 1. Yes 

are there pallets or another way of raising the food from the floor? 

1. shelves 
2. pallet 
3. no shelves, food is placed on the floor 
4. other 

where is the food stored? 

None 

how many 25kg bags of rice can be stored in this space? 

Integer 

is the storage space sufficient to store enough food for a month of school meals? 

{enough, yes, enough}... 

what is the length of the storage space, in number of steps? 

Integer 

what is the width of the storage space, in number of steps? 
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Integer 

can you stack 6-7 bags of rice in this space? 

0. No, 1. Yes 

how many bags of rice can be stacked on the top of each other in this space? 

Integer 

how to you secure the food? 

1. Camera;  
2. door lock (with key) 
3. guard 
4. no security 
5. other 

observations about the storage space condition 

Text 

how can the storage space be accessed during the rainy season? 

1. large truck 
2. 4x4 pickup 
3. horseback 
4. walking only 
5. all of the above 
6. cannot be accessed 

how do you carry heavy 50kg bags? 

Text 

observations about access and road conditions 

Text 

storage space photo 1 (include photo of the door lock if it exists) 

Image 

storage space photo 2 

Image 
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Appendix D. Household Survey Instrument 

Date of Survey 

DD/MM/YYYY 

Enumerator code 

Integer 

Enumerator name 

Text 

Date 

DD/MM/YYYY 

Unique Student ID [INSERT FROM LIST OF INTERVIEWED STUDENTS] 

Integer 

Student name [INSERT FROM LIST OF INTERVIEWED STUDENTS] 

Text 

Sex (student) 

{1.00, male; 2.00  female 

School name 

text 

School ID 

Integer 

municipality 

1 Ainaro, 2 Ermera, 3 Liquica, 4 Manatuto 

subdistrict 

1 Ainaro, 2 Hatu-udo, 3 Hatubuilico, 4 Maubisse, 5 Ermera, 6 Letefoho, 7 Atsabe, 8 
Hatolia, 9 Railaco, 10 Liquica, 11 Maubara, 12 Bazartete, 13 Manatuto Vila, 14 Laclo, 15 
Laclubar, 16 Laleia, 17 Barique-Natarbora, 18 Soibada 

village 

None 

hamlet 

None 

Hello, I am interviewing on behalf of the HATUTAN program, which aims to support 
education and children's nutrition in Timor-Leste. I would like to talk to you today and ask 
for your permission to interview you. Feel free to consult other people in the household 

0 No, 1 Yes 

Sex HoH 

1 male; 2 female 
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What is your main occupation? 

Other (explain) 

What is your highest education level? 

Main language you speak at home 

1. language/Mambae 

2. language/Galolen 

3. language/Tokodede 

4. language/Kemak 

5. language/Bunak 

6. language/Tetun Terik 

7. language/Tetun Prasa 

8. language/Idate 

9. language/Mdiki 

10. language/other 

Other (explain) 

How many people sleep and eat regularly in this household? 

Integer 

How many of those are children less than three years of age? 

Integer 

How many of the children age 5-15 are girls? 

Integer 

How many of the children age 5-15 are attending school? 

Integer 

How many of the children age 5-15 who are in school are girls? 

Integer 

Among the women living in this household, are there any pregnant mothers? 

0 no, 1 yes 

Among the women living in this household, are there any lactating mothers? 

0 no, 1 yes 

Does anyone in this household have savings? 

0 no, 1 yes 

If yes, how do you usually use the savings? 

Food 

0 not mentioned, 1 mentioned 

Health care 

0 not mentioned, 1 mentioned 
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Education expenses 

0 not mentioned, 1 mentioned 

Agriculture (including livestock, seeds, plough, etc) 

0 not mentioned, 1 mentioned 

Invest in business 

0 not mentioned, 1 mentioned 

Funeral/ wedding/ traditional ceremony 

0 not mentioned, 1 mentioned 

Pay debt 

0 not mentioned, 1 mentioned 

investing in a household asset (e.g. phone, motorcycle, etc) 

0 not mentioned, 1 mentioned 

Does anyone in this household have a loan? 

0 not, 1 yes 

Food 

0 not mentioned, 1 mentioned 

health care 

0 not mentioned, 1 mentioned 

Education expenses 

0 not mentioned, 1 mentioned 

Agriculture (including livestock, seeds, plough, etc) 

0 not mentioned, 1 mentioned 

Invest in business 

0 not mentioned, 1 mentioned 

Funeral/ wedding/ traditional ceremony 

0 not mentioned, 1 mentioned 

Pay debt 

0 not mentioned, 1 mentioned 

Investing in a household asset (e.g. motorcycle, phone, tv, etc) 

0 not mentioned, 1 mentioned 

Who in the household has the final say on LARGE household purchases? (sale of large 
livestock, purchase of major household asset, etc) 

1. myself 

2. my husband/wife 

3. myself together with my husband/wife 
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4. parents 

Who in the household has the final say on SMALL household purchases? (food for daily 
consumption, small fees for transport, etc) 

1. myself 

2. my husband/wife 

3. myself together with my husband/wife 

4. parents 

Now I'd like to speak with [STUDENT NAME]'s mother or primary caregiver. [consent] 

0 not, 1 yes 

Name of student's mother/ caregiver 

Text 

Gender - mother/ caregiver 

1. male, 2. female 

Age of mother/caregiver 

None 

What is your relationship with [STUDENT NAME]? 

1.00, mother, 2. Father,3. Grandmother, 4. Grandfather, 5. Other relative, 6. Not relative 

[ASK OR RECORD] Are [STUDENT NAME]'s parents alive? 

  1 Mother and father are alive    2 Deceased mother    3 Deceased father    4 Double 
orphan    99 Don't know 

What is your main occupation? 

 11 Civil servant  12 Elected official (xefe suku, xefe aldeia)  13 Health worker (e.g. 
medical doctor, nurse, midwife)  14 Teacher   15 Salesperson or service worker (e.g. 
retailer at a shop, market, or stall; waiter, cook)  16 Business owner  17 Farmer  18 
Fisherman  19 Artisan  20  Armed forces  21 Police  22  Student   23  Traditional leader  
24 Retired  25 Does not have an occupation 26 Other 

Other (specify) 

Text 

What is your highest education level? 

 0 No education  1 Literacy course  2 Incomplete primary (did not reach Grade 6)  3 
Completed primary (Grade 6)  4 Incomplete pre-secondary  5 Completed pre-secondary  6 
Incomplete secondary or technical school  7 Completed secondary or technical school  8 
Completed university   9 Non-formal education (accelerated education) 

Main language you speak at home 

1. language/Mambae 

2. language/Galolen 

3. language/Tokodede 

4. language/Kemak 

5. language/Bunak 

6. language/Tetun Terik 
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7. language/Tetun Prasa 

8. language/Idate 

9. language/Mdiki 

10. language/other 

How old is [STUDENT NAME]? 

Integer 

Did [STUDENT NAME] attend pre-school? 

 1 Yes     0 No   99 Don't know 

hat is the name of the school [STUDENT NAME] attends? 

Text 

Which grade is [STUDENT NAME] in? 

None 

How long does it take for [STUDENT] to walk to school? 

  1 less than 30 minutes   2 Between 30 minutes and one hour   3 Between one and two 
hours   4 More than two hours  99 Don't know 

Does [STUDENT NAME} take any form of transportation to go to school? 

1 Yes     0 No   99 Don’t know 

How safe is it for [STUDENT NAME] to walk to school every day? 

 1 Very safe   2 Fairly safe  3 Fairly unsafe   4 Very unsafe   99 Don't know 

What makes the journey to school unsafe? [DO NOT READ THE ANSWERS] 
1. Long distance 

2. Traffic 

3. Poor roads 

4. Heat or rain 

5. River crossings 

6. Environmental disruptions (e.g. flood, landslides, fires) 

7. Wild animals 

8. Risk of being verbally abused by other children or young people 

9. Risk of being physically abused  by other children or young people 

10. Risk of being sexually abused by other children or young people 

11. Risk of being verbally abused by adults 

12. Risk of being physically abused by adults 

13. Risk of being sexually abused by adults 

14. Kidnappings 

15. Roadblocks 

16. Conflict, violence, open fighting 

17. Sorcery, traditional beliefs 

18. Other 

How many days of school did [STUDENT NAME] miss last week? 

Integer 
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What was the main reason why [STUDENT NAME] did not go to school last week? 

sick ; household chores or caring for other people within the household ; funeral, 
marriage, traditional ritual ; did not have school materials ; farm work ; helped parents 
with business ; was working for money ; did not want to go to school ; natural disaster, 
strong rains ; school was closed ; teacher did not attend ; parents or relatives don't want 
him/her to attend   ;  other  

other (specify) 

Text 

Does [STUDENT NAME] sometimes don't want to go to school? 

1 Yes     0 No   99 Don’t know 

Is [STUDENT NAME] sometimes afraid of going to school? 

1 Yes     0 No   99 Don’t know 

How many days of school did [STUDENT NAME] miss due to sickness last month? 

None 

Can [STUDENT NAME} speak Tetun? 

1 Yes     0 No   99 Don’t know 

Did [STUDENT NAME] ever repeat a grade? 

1 Yes     0 No   99 Don’t know 

Since [STUDENT NAME] started school, did he/she ever drop out of school? 

1 Yes     0 No   99 Don’t know 

Does [STUDENT NAME} have difficulty seeing? 

1 No, no difficulty       2 Yes, some difficulty      3 Yes, a lot of difficulty       4  Cannot do 
at all    99 Don't know  

Does [STUDENT NAME] wear glasses? 

0 not mentioned, 1 mentioned 

Does [STUDENT NAME] have difficulty hearing or cannot hear at all? 

1 No, no difficulty       2 Yes, some difficulty      3 Yes, a lot of difficulty       4  Cannot do 
at all    99 Don’t know  

Does [STUDENT NAME] have difficulty walking or climbing steps? 

1 No, no difficulty       2 Yes, some difficulty      3 Yes, a lot of difficulty       4  Cannot do 
at all    99 Don’t know  

Does [STUDENT NAME] have difficulty remembering things or concentrating? 

1 No, no difficulty       2 Yes, some difficulty      3 Yes, a lot of difficulty       4  Cannot do 
at all    99 Don’t know  

Does [STUDENT NAME] have difficulty with self care such as washing all over or dressing? 
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1 No, no difficulty       2 Yes, some difficulty      3 Yes, a lot of difficulty       4  Cannot do 
at all    99 Don’t know  

Using your usual language, does [STUDENT NAME] have difficulty communicating; for 
example understanding or being understood? 

1 No, no difficulty       2 Yes, some difficulty      3 Yes, a lot of difficulty       4  Cannot do 
at all    99 Don’t know  

In the last year, has [STUDENT NAME] had any serious illnesses? [serious illness means 
an illness that put [STUDENT NAME]'s life in danger] 

0 not mentioned, 1 mentioned 

Does [STUDENT NAME] have difficulty making friends? 

1 No, no difficulty       2 Yes, some difficulty      3 Yes, a lot of difficulty       4  Cannot do 
at all    99 Don’t know  

How often does [STUDENT NAME] seem very anxious, nervous or worried? 

 1 Daily     2 Weekly      3 Monthly       4 A few times a year     5 Never 

How often does [STUDENT NAME] seem very sad or depressed? 

1 Daily     2 Weekly      3 Monthly       4 A few times a year     5 Never 

Does [STUDENT NAME] spend time caring for younger or older family members? 

1 Yes     0 No   99 Don’t know 

Does [STUDENT NAME] spend time doing housework (e.g. cooking or cleaning)? 

1 Yes     0 No   99 Don’t know 

Does [STUDENT NAME] help with fetching water or firewood? 

1 Yes     0 No   99 Don’t know 

Does [STUDENT NAME] help with agricultural work (e.g. guarding livestock; planting, 
watering or harvesting crops) 

1 Yes     0 No   99 Don’t know 

Does [STUDENT NAME] help with a family business or work outside the home (non-
agricultural)? 

1 Yes     0 No   99 Don’t know 

Usually in 1 day, How much time does [STUDENT NAME] spend on those tasks? 

 1 Whole day      2 Half day      3 Quarter day / a few hours      4 A little time / an hour or 
less      99 Don't know Do those tasks ever cause [STUDENT NAME] to arrive late at 
school? 

 1 Yes, many times  2 Yes, sometimes  3 No  99 Don't know  

Do those tasks reduce [STUDENT NAME]'s time to study at home and do homework? 

1 Yes     0 No   99 Don’t know 

Is there anyone at home who helps [STUDENT NAME] with homework? 
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1 Yes     0 No   99 Don’t know 

Do you or another person in this household participate in the school's PTA? 

1 Yes     0 No   99 Don’t know 

Is [STUDENT NAME]'s school PTA doing any activities to improve school hygiene? 

1 Yes     0 No   99 Don’t know 

Is [STUDENT NAME]'s school PTA doing any activities to improve school feeding? 

1 Yes     0 No   99 Don’t know 

Is [STUDENT NAME]'s school PTA doing any activities to improve student learning? 

1 Yes     0 No   99 Don’t know 

Did this school provide meals to the students last week? 

1 Yes     0 No   99 Don’t know 

The quantity of the food is sufficient. 

  1 Agree completely   2 Agree partially   3 Disagree partially   4 Disagree completely   99 
Don't know  

The food is prepared in a hygienic manner. 

1 Agree completely   2 Agree partially   3 Disagree partially   4 Disagree completely   99 
Don’t know  

The food is available every day. 

1 Agree completely   2 Agree partially   3 Disagree partially   4 Disagree completely   99 
Don’t know  

The food is tasty. 

1 Agree completely   2 Agree partially   3 Disagree partially   4 Disagree completely   99 
Don’t know  

Gives a verbal warning 

0 not mentioned, 1 mentioned 

Shouts at the child 

0 not mentioned, 1 mentioned 

Uses corporal punishment 

0 not mentioned, 1 mentioned 

Assigns chores to the child 

0 not mentioned, 1 mentioned 

Inform the parents 

0 not mentioned, 1 mentioned 

Have a conversation with the child 

0 not mentioned, 1 mentioned 
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Are there any instances when it is justifiable for the teacher to use corporal punishment 
on boys? 

1 Yes     0 No   99 Don’t know 

Are there any instances when it is justifiable for the teacher to use corporal punishment 
on girls? 

1 Yes     0 No   99 Don’t know 

Who do you think is more skilled at reading and writing? [READ ANSWERS] 

{1.00, boys and girls equally}... 

Who do you think is more skilled in mathematics? [READ ANSWERS] 

{1.00, boys and girls equally}... 

Who does the teacher encourage to participate in classroom activities? [READ ANSWERS] 

{1.00, boys and girls equally}... 

Who is able to ask questions in class? [READ ANSWERS] 

Who is able to ask the teacher for help? [READ ANSWERS] 

{1.00, boys and girls equally}... 

Who is able to use the toilets at school? [READ ANSWERS] 

{1.00, boys and girls equally}... 

[STUDENT NAME] is learning well at school. 

1 Agree completely   2 Agree partially   3 Disagree partially   4 Disagree completely   99 
Don’t know  

[STUDENT NAME] has enough books at school. 

1 Agree completely   2 Agree partially   3 Disagree partially   4 Disagree completely   99 
Don’t know  

We parents are consulted when decisions are made in [STUDENT NAME]'s school 

1 Agree completely   2 Agree partially   3 Disagree partially   4 Disagree completely   99 
Don’t know  

Do you have any children books or magazines at home? Can I see them? 

 1 Observed      0 Not observed      98 Did not respond  

Does [STUDENT NAME] read at home? 

1 Yes     0 No   99 Don’t know 

Is there anyone at home who helps [STUDENT NAME] learn to read? 

1 Yes     0 No   99 Don’t know 

What is the maximum level of education you can support [STUDENT NAME] to attend? 

1 Primary (to Grade 6)  2 Pre-secondary (Grade 9)  3 Secondary (Grade 12)  4 Technical 
school  5 University  99 Don't know  
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If anyone abuses or harasses [STUDENT NAME] at school, who can you report it to? 

1. school director or coordinator 

2. Head teacher 

3. Police 

4. Social services 

5. Local authorities 

6. Cannot report 

7. Other 

Did [STUDENT NAME] eat breakfast before leaving for school today? 

1 Yes     0 No   99 Don’t know 

Other (specify) - complaint 

Text 

INITIATE BREASTFEED W/IN 1 HR OF DELIVERY 

0 not mentioned, 1 mentioned 

EXCLUSIVE BREASTFEED FOR SIX MONTHS 

0 not mentioned, 1 mentioned 

INTRODUCTION OF APPROPRIATE, SAFE, AND ADEQUATE COMPLEMENT FOODS AT 6 
MONTHS UP TO 2 YEARS AND BEYOND 

0 not mentioned, 1 mentioned 

BREASTFEED FREQUENTLY ON DEMAND, BOTH DAY AND NIGHT 

0 not mentioned, 1 mentioned 

USE OF VARIETY OF NUTRITIOUS, LOCALLY AVAILABLE FOODS FOR INFANTS AND 
YOUNG CHILDREN 

0 not mentioned, 1 mentioned 

PREGNANT/LACTATING WOMEN RECEIVE APPROPRIATE CARE AND ENCOURAGED TO 
CONSUME ADEQUATE QUANTITIES OF NUTRITIOUS FOOD 

0 not mentioned, 1 mentioned 

WHEN INFANT UNABLE TO SUCKLE, EXPRESSED BREASTMILK FED BY CUP OR TUBE 

0 not mentioned, 1 mentioned 

MAINTAINS HEALTH CARD TO MONITOR GROWTH AND DEVELOPMENT OF CHILD 

0 not mentioned, 1 mentioned 

FEEDING FREQUENT MEALS AND SNACKS TO THE CHILD 

0 not mentioned, 1 mentioned 

TAKE THEIR CHILD/REN TO HEALTH PROMOTION SESSIONS OR HEALTH FACILITY 

0 not mentioned, 1 mentioned 

CONTINUE OR INCREASE BREASTFEEDING WHEN MOTHER OR CHILD IS SICK 



Page 175 of 197 

0 not mentioned, 1 mentioned 

FEEDING FOODS RICH IN IRON (red meat; poultry; eggs; tofu; beans; dark green leafy 
vegetables) 

0 not mentioned, 1 mentioned 

ENSURE TIMELY IMMUNIZATIONS 

0 not mentioned, 1 mentioned 

ENSURE CHILD SLEEPS UNDER TREATED MOSQUITO NET 

0 not mentioned, 1 mentioned 

CONTINUE BREASTFEEDING FOR 1 YEAR OR 2 YEARS 

0 not mentioned, 1 mentioned 

Yesterday during the day or night did you drink/eat any [ASK QUESTIONS BELOW) 

Maize, rice, bread, cereals/porridge, noodles, rice, mash/residue or other foods made 
from grains such as maize or wheat. 

0 no, 1 yes 

Pumpkin, carrots, squash, orange flesh sweet potatoes or or any other dark yellow or 
orange fleshed roots, tubers and vegetables? 

0 no, 1 yes 

White potatoes, white yams, white sweet potato, cassava, or any other foods made from 
roots? 

dark green leafy vegetables such as spinach, kangkung, lettuce, mostard greens, pumpkin 
leaves, cassava leaves or potato leaves 

0 no, 1 yes 

Any other vegetables, like cucumbers, tomatoes, cabbage, eggplant, etc.? 

0 no, 1 yes 

Ripe mangoes, ripe papaya, melon, passionfruit or other fruits that are dark yellow or 
orange inside? 

0 no, 1 yes 

Any indigenous (wild fruits) 

0 no, 1 yes 

Any other fruits like watermelon, tamarind, jackfruit etc. 

0 no, 1 yes 

Any liver, kidney, heart, blood or other organ meats from domesticated animals such as 
cow, pig, goat, chicken or duck? 

0 no, 1 yes 

Any meat such as beef, pork, lamb, goat, chicken, or duck? 

0 no, 1 yes 
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Any organs from wild animals, such as game meat, bush rats, birds, wild pigeons, guinea 
fowl, deer, wild boar? 

0 no, 1 yes 

Any flesh from wild animals, such as game meat, bush rats, wild birds, deer, wild boar, 
wild goat? 

0 no, 1 yes 

Eggs 

0 no, 1 yes 

Fresh or dried fish, shellfish or seafood? 

0 no, 1 yes 

Any foods made from beans, peas, lentils, peanuts? 

0 no, 1 yes 

Any foods made from nuts and seeds such as pumpkin, sunflower seeds? 

0 no, 1 yes 

Milk or food prepared with milk (DO NOT count condensed milk here) 

0 no, 1 yes 

Any other oils, fats, butter or foods made with any of these? 

0 no, 1 yes 

Any sugary foods such as chocolates, sweets, candies, pastires, cakes or biscuits? 

0 no, 1 yes 

Condiments for flavor, such as chilies, spices, herbs, or fish powder? 

0 no, 1 yes 

Grubs, snails or insects? 

0 no, 1 yes 

Foods made with red palm oil? 

0 no, 1 yes 

Did you you take a vitamin supplemt of Iron and  folic acid during your latest pregnancy? 

1 Yes     0 No   99 Don’t know 

During the past 30 DAYS was there a time when you or others in your household went 
without eating for a whole day because of a lack of money or other resources? 

1 Yes     0 No   99 Don’t know 

Who makes the decision on what children should eat in this household? 

1. myself 

2. my husband/wife 

3. myself together with my husband/wife 

4. parents 
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If you or anyone in this household needs to go to the doctor/clinic, can you afford the 
costs associated with it? [READ THE ANSWERS] 

 1 all the time  2 most of the time  3 sometimes  4 never  

If [STUDENT NAME] needs school materials, can you afford these all the time, most of the 
time, sometimes, or never? 

1 all the time  2 most of the time  3 sometimes  4 never  

Who in the household has the final say on LARGE household purchases? (sale of large 
livestock, purchase of major household asset, etc) 

1. myself 

2. my husband/wife 

3. myself together with my husband/wife 

4. parents 

Who in the household has the final say on SMALL household purchases? (food for daily 
consumption, small fees for transport, etc) 

1. myself 

2. my husband/wife 

3. myself together with my husband/wife 

4. parents 

What is the main source of drinking water for your household? 

Piped into dwelling ; Piped to the yard/plot ; Public tap ; Borehole ; Dug well (protected) ; 
Dug well (unprotected) ; River/lake ; Rainwater harvesting ; Trucked water  

Is there a time of the year when drinking water becomes unavailable? 

1 Yes     0 No   99 Don’t know 

For how long is drinking water unavailable at that time of the year? 

 1 Some days  2 A month  3 More than a month  99 Don't know  

What type of toilet is used in this household? 

 1 No toilet  2 Pit latrine, uncovered  3 Pit latrine with a slab  4 Improved pit latrine with 
ventilation  5 Composting latrine  6 Flush toilet Wash your hands with soap before 
preparing food 

0 not mentioned, 1 mentioned 

Wash your hands with soap before eating and/or feeding a baby/child 

0 not mentioned, 1 mentioned 

Wash your hands with soap after going to the toilet 

0 not mentioned, 1 mentioned 

Wash your hands with soap after caring for animals 

0 not mentioned, 1 mentioned 

Wash your hands with soap after cleaning a baby/child 

0 not mentioned, 1 mentioned 
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Use a toilet (do not practice open defecation) 

0 not mentioned, 1 mentioned 

Children are not in contact with human and/or animal feces 

0 not mentioned, 1 mentioned 

Drink clean (boiled) water 

0 not mentioned, 1 mentioned 

Who makes decisions on children's hygiene practices in your household? (ie: 
handwashing, bathing,  etc) 

1. myself 

2. my husband/wife 

3. myself together with my husband/wife 

4. parents 

If she goes out without telling him 

1 Yes     0 No   99 Don’t know 

If she neglects the children 

1 Yes     0 No   99 Don’t know 

If she argues with him 

1 Yes     0 No   99 Don’t know 

If she burns the food 

1 Yes     0 No   99 Don’t know 

Is the respondent a farmer? 

1 Yes     0 No   99 Don’t know 

Do you have a kitchen garden? 

1 Yes     0 No   99 Don’t know 

What are the primary crops you grow in the LARGE garden? 

1. Maize 

2. Rice 

3. Long beans 

4. Tomato 

5. Eggplant 

6. Bayaun 

7. Kangkung/ morning glory 

8. Mustard greens 

9. Parsley 

10. carrot 

11. cassava 

12. potato 

13. coffee 

14. coconut 
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15. sweet potato 

16. candlenut 

17. soy beans 

18. green beans 

19. red beans 

20. peanut 

21. Other 

Other (specify) 

Text 

If you wanted to increase production, could you? 

1 Yes     0 No   99 Don’t know 

If no, why not? 

1. Insufficient land  

2. No inputs (equipment/ seeds) 

3. insufficient labor 

4. no time 

5. sickness/ disability 

6. no interest 

7. lack of money 

8. nowhere to sell 

9. other 

Do you have access to agriculture extension services/PPL? 

1 Yes     0 No   99 Don’t know 

Are you a member of any farmers' group? 

1 Yes     0 No   99 Don’t know 

if you received an invitation for an agriculture training on a topic of interest to you, for 
one hour, do you think you would be able to attend? 

1 Yes     0 No   99 Don’t know 

What would be the main reason why you would not be available to participate in the 
training?  1 No time  2 My husband or another relative should attend instead  3 I have 
other priorities  4 I'm not interested  5 My family wouldn't allow me to  6 Other  

Would you need to ask your family/ husband for approval to attend the training? 

1 Yes     0 No   99 Don’t know 

Who has the final say in this household on decisions about what to plant in the SMALL  
garden?  

1. myself 

1. my husband/wife 

2. myself together with my husband/wife 

3. parents 

5. Who has the final say in this household on decisions about what to plant in the 
LARGE garden? myself 
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6. my husband/wife 

7. myself together with my husband/wife 

8. parents 

Who has the final say in this household on whether or not to sell your produce? 

1. myself 

2. my husband/wife 

3. myself together with my husband/wife 

4. parents 

Who has the final say in this household on whether or not to sell  or consume a chicken? 

1. myself 

2. my husband/wife 

3. myself together with my husband/wife 

4. parents 

4. Who has the final say in this household on whether or not to sell or consume large 
livestock? myself 

5. my husband/wife 

6. myself together with my husband/wife 

7. parents 

If you would like to start a small business, who would have final say on it? 

1. myself 

2. my husband/wife 

3. myself together with my husband/wife 

4. parents 

In this household, is there a child under two years of age? (born after February 2017) 

1 Yes     0 No   99 Don’t know 

[IF THE CHILD'S MOTHER IS A DIFFERENT PERSON, SEEK CONSENT; IF NOT JUST 
PRESS YES] 

1 Yes     0 No   99 Don’t know 

Now I would like to ask some questions about your child under 2 years of age [ASK 
NAME]" 

In what year was your child born? (If the child has a health card can ask to see it to get 
the birthdate) 

1. 2017; 2. 2018; 3. 2019; 99 Other 

In what month was your child born? (If the child has a health card can ask to see it to get 
the birthdate) 

1. january 

2. february 

3. march 

4. april 

5. may 

6. june 

7. july 

8. august 

9. september 
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10. october 

11. november 

12. december 

Was the child born after February 2017? 

1 Yes     0 No   99 Don’t know 

How old is your baby in months? 

Integer 

Has (child name) ever been breastfed? 

1 Yes     0 No   99 Don’t know 

117 Was the (childs name) breastfed during the day or night? 

1. During the day, 2. In the night 3. Both   

Sometimes babies are breastfed by another woman or given breast milk from another 
woman by spoon, cup, bottle, or some other way. This can happen if a mother cannot 
breastfeed her own baby for various reasons, such as the mother is sick or away, mastitis, 

1 Yes     0 No   99 Don’t know 

119 Now I would like to ask you about some medicines. 

Was [CHILD'S NAME] given oral rehydration solution yesterday during the day or at night? 

1 Yes     0 No   99 Don’t know 

Did [CHILD'S NAME] drink plain water yesterday during the day or the night? 

1 Yes     0 No   99 Don’t know 

Did [CHILD'S NAME] drink infant formula such as ( SGM 0-6, or S26) yesterday during the 
day or the night? 

1 Yes     0 No   99 Don’t know 

Did [CHILD'S NAME] have any milk such as tinned, powdered or fresh animal milk? 

1 Yes     0 No   99 Don’t know 

Did [CHILD'S NAME] have any juice or juice drinks? 

1 Yes     0 No   99 Don’t know 

Did [CHILD'S NAME] have any clear broth? 

1 Yes     0 No   99 Don’t know 

Did [CHILD'S NAME] have any thin porridge? 

1 Yes     0 No   99 Don’t know 

Did [CHILD'S NAME] drink breastmilk only yesterday? 

1 Yes     0 No   99 Don’t know 

Any other liquids 

1 Yes     0 No   99 Don’t know 

How many times yesterday did (Childs name) consume formula? 
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Integer 

How many times yesterday did (CHILDS NAME) consume any milk? 

Integer 

Other (specify) 

Text 

Yesterday, during the day or at night, did (Childs Name) eat any of the foods I'm going to 
mention? [READ THE QUESTIONS] 

Maize, rice, bread, cereals/porridge, noodles, rice, mash/residue or other foods made 
from grains such as maize or wheat. 

0 no, 1 yes 

Pumpkin, carrots, squash, orange flesh sweet potatoes or or any other dark yellow or 
orange fleshed roots, tubers and vegetables? 

0 no, 1 yes 

White potatoes, white yams, white sweet potato, cassava, or any other foods made from 
roots? 

0 no, 1 yes 

dark green leafy vegetables such as spinach, kangkung, lettuce, mostard greens, pumpkin 
leaves, cassava leaves or potato leaves 

0 no, 1 yes 

Any other vegetables, like cucumbers, tomatoes, cabbage, eggplant, etc.? 

0 no, 1 yes 

Ripe mangoes, ripe papaya, melon, passionfruit or other fruits that are dark yellow or 
orange inside? 

0 no, 1 yes 

Any indigenous (wild fruits) 

0 no, 1 yes 

Any other fruits like watermelon, tamarind, jackfruit etc. 

0 no, 1 yes 

140 Any liver, kidney, heart, blood or other organ meats from domesticated animals such 
as cow, pig, goat, chicken or duck? 

0 no, 1 yes 

Any meat such as beef, pork, lamb, goat, chicken, or duck? 

0 no, 1 yes 

Any organs from wild animals, such as game meat, bush rats, birds, wild pigeons, guinea 
fowl, deer, wild boar? 

0 no, 1 yes 
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Any flesh from wild animals, such as game meat, bush rats, wild birds, deer, wild boar, 
wild goat? 

0 no, 1 yes 

Eggs 

0 no, 1 yes 

Fresh or dried fish, shellfish or seafood? 

0 no, 1 yes 

Any foods made from beans, peas, lentils, peanuts? 

0 no, 1 yes 

Any foods made from nuts and seeds such as pumpkin, sunflower seeds? 

0 no, 1 yes 

Milk or food prepared with milk (DO NOT count condensed milk here) 

0 no, 1 yes 

Any other oils, fats, butter or foods made with any of these? 

0 no, 1 yes 

Any sugary foods such as chocolates, sweets, candies, pastires, cakes or biscuits? 

0 no, 1 yes 

Condiments for flavor, such as chilies, spices, herbs, or fish powder? 

0 no, 1 yes 

Grubs, snails or insects? 

0 no, 1 yes 

Foods made with red palm oil? 

0 no, 1 yes 

Only consumed breastmilk 

0 no, 1 yes 

[IS THE CHILD UNDER SIX MONTHS OF AGE - BORN FROM OCTOBER 2018 ONWARDS] 

1 Yes     0 No   99 Don’t know 

Lack of time for breastfeeding 

0 not mentioned, 1 mentioned 

Insufficient milk/ cannot breastfeed 

0 not mentioned, 1 mentioned 

I think that It's good for children 

0 not mentioned, 1 mentioned 

Recommendation of relatives 
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0 not mentioned, 1 mentioned 

Traditional/religious belief 

0 not mentioned, 1 mentioned 

Other 

0 not mentioned, 1 mentioned 

Other (specify) 

Text 

Who makes the decision on what your baby should eat? 

1. Myself 

2. Myself and my husband/wife 

3. Myself with my husband/wife and consulted with parents 

4. Parents 
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Appendix E. McGovern-Dole Standard and Custom Outcomes 

Standard Outcomes:  

  
Total 

Study Group 

Comparison Treatment 

Count Column % Count Column % Count Column % 

Standard Outcome 1. Percentage of students who demonstrate that they can read and understand the 
meaning of grade level text (based on answering one comprehension question correctly) 

Not achieved 1820 74.0% 713 70.3% 1107 76.5% 

Achieved 641 26.0% 301 29.7% 340 23.5% 

Total 2461 100.0% 1014 100.0% 1447 100.0% 

Standard Outcome 2: Percent of schools with an average student attendance rate of at least 80 percent 

Not achieved 63 61.8% 29 63.0% 34 60.7% 

Achieved 39 38.2% 17 37.0% 22 39.3% 

Total 102 100.0% 46 100.0% 56 100.0% 

Standard Outcome 8: Number of schools with improved infrastructure (based on presence of four out of six 
components) 

Not achieved 61 47.3% 23 76.7% 38 38.4% 

Achieved 68 52.7% 7 23.3% 61 61.6% 

Total 129 100.0% 30 100.0% 99 100.0% 

Standard Outcome 27: Number of schools with an improved water source 

Not achieved 80 42.3% 42 46.7% 38 38.4% 

Achieved 109 57.7% 48 53.3% 61 61.6% 

Total 189 100.0% 90 100.0% 99 100.0% 

Standard Outcome 28: Number of schools using improved sanitation facilities 

Not achieved 57 30.2% 28 31.1% 29 29.3% 

Achieved 132 69.8% 62 68.9% 70 70.7% 

Total 189 100.0% 90 100.0% 99 100.0% 
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Custom Outcomes: 

  
Total 

Study Group 

Comparison Treatment 

Count Column % Count Column % Count Column % 

Custom 5:  Percentage of teachers adhering to improved learning practices in schools (based on 
demonstrating four or more) 

Not achieved 48 33.6% 13 28.9% 35 35.7% 

Achieved 95 66.4% 32 71.1% 63 64.3% 

Total 143 100.0% 46 100.0% 100 100.0% 

Custom Outcome 6: Percent of schools in which at least 80 percent of teachers were present on the day of 
data collection and the day prior 

Not achieved 147 77.8% 69 76.7% 78 78.8% 

Achieved 42 22.2% 21 23.3% 21 21.2% 

Total 189 100.0% 90 100.0% 99 100.0% 

Custom Outcome 7: Percentage of schools with access to reading materials in classrooms 

Not achieved 90 47.6% 47 52.2% 43 43.4% 

Achieved 99 52.4% 43 47.8% 56 56.6% 

Total 189 100.0% 90 100.0% 99 100.0% 

Custom Outcome 12: Percent of students who report they are attentive in class 

Not achieved 99 4.1% 35 3.5% 64 4.5% 

Achieved 2314 95.9% 969 96.5% 1345 95.5% 

Total 2413 100.0% 1004 100.0% 1409 100.0% 

Custom Outcome 13: Percentage of students who report that they did not consume any food during the 
school day 

Not achieved 311 12.7% 118 11.7% 193 13.4% 

Achieved 2143 87.3% 894 88.3% 1249 86.6% 

Total 2454 100.0% 1012 100.0% 1442 100.0% 

Custom Outcome 16: Percentage of days of absence from school due to illness 

Not achieved 456 52.7% 200 52.6% 256 52.8% 

Achieved 409 47.3% 180 47.4% 229 47.2% 

Total 865 100.0% 380 100.0% 485 100.0% 

Custom Outcome 21: Percentage of participants who can identify important hygiene/sanitation practices 

Not achieved 74 14.0% 42 11.6% 32 19.5% 

Achieved 453 86.0% 321 88.4% 132 80.5% 

Total 527 100.0% 363 100.0% 164 100.0% 

Custom Outcome 23: Percentage of participants in program target groups (pregnant and lactating women, 
parents of school children, VSLA group members) who can identify at least three important 
nutrition/dietary recommendations. 

Not achieved 439 50.8% 176 46.3% 263 54.2% 

Achieved 426 49.2% 204 53.7% 222 45.8% 

Total 865 100.0% 380 100.0% 485 100.0% 
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Two additional outcomes were requested by the Ministry of Agriculture: 

  
Total 

Study Group 

Comparison Treatment 

Count Column % Count Column % Count Column % 

Number of schools procuring nutritious foods from local producers/farmers 

No 14 7.4% 10 11.1% 4 4.0% 

Yes, sometimes 101 53.4% 53 58.9% 48 48.5% 

Yes, all the time 74 39.2% 27 30.0% 47 47.5% 

Total 189 100.0% 90 100.0% 99 100.0% 

 

  

Total (n=175) 
Study Group 

Comparison (n=80) Treatment (n=95) 

Count 
Column N 

% 
Count 

Column N 
% 

Count 
Column N 

% 

Percentage of daily school feeding foods procured from Timorese farmers 

dark green vegetables such as 
water spinach, lettuce, mustard, 
pumpkin leaves, cassava leaves 

157 89.7% 71 88.8% 86 90.5% 

pumpkin, carrot, purple sweet 
potato 

128 73.1% 55 68.8% 73 76.8% 

potato, taro, yellow sweet potato, 
cassava 

123 70.3% 51 63.8% 72 75.8% 

beans, peas, soybeans, peanuts 104 59.4% 41 51.3% 63 66.3% 

beef, pork, sheep, goat, chicken or 
duck 

100 57.1% 39 48.8% 61 64.2% 

eggs 81 46.3% 33 41.3% 48 50.5% 

rice, maize, bread 80 45.7% 36 45.0% 44 46.3% 

cucumber, tomato, cabbage, 
eggplant 

73 41.7% 29 36.3% 44 46.3% 

condiments 50 28.6% 26 32.5% 24 25.3% 

fish (fresh or dried), shrimp or 
other seafood 

39 22.3% 19 23.8% 20 21.1% 

tofu or tempe 32 18.3% 15 18.8% 17 17.9% 

mango, papaya, honeydew melon, 
passionfruit or other yellow fruits 

24 13.7% 8 10.0% 16 16.8% 

milk (not condensed milk) 14 8.0% 4 5.0% 10 10.5% 

coconut oil 8 4.6% 4 5.0% 4 4.2% 

watermelon, tamarind, jackfruit 7 4.0% 3 3.8% 4 4.2% 
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Appendix F. Results Framework 
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Appendix G. Recommendations for Midline and Final Evaluation Surveys 

 

Results of the baseline evaluation highlight lessons that can be applied to the midpoint and final evaluations 
in order to strengthen those studies. The following section identifies recommended changes to data 
collection, including questions, coding, and methodology. 

EGRA 

 Language options in the EGRA need to be adjusted. Idate and Tokodede155 were not included, and 
Kemak was listed twice.  
 

 Students were asked if they had eaten anything that day. Depending on when the EGRA was 
conducted, this question may not consistently measure students’ eating across schools. This 
question could be specified to ask if the student ate breakfast that morning. Additionally, it could ask 
what they ate for breakfast in order to determine the nutritional quality they consumed. This could 
be similar to what is asked of caregivers in the household survey. 
 

 The question about paying attention in class was over-reported when compared with classroom 
observations. Nearly all students (95.9%) said they could pay attention in class. Although this 
question corresponds to one of the custom outcomes, it does not provide a valid result. The 
classroom observation section provides an alternative to addressing individual student attention in 
class. 
 

 Coding of individual letters should be adjusted to reflect two types of non-responses. A code of “98” 
should be assigned when the student did not respond due to not knowing the answer, and a “99” 
should be assigned when the student either ended the task out of frustration or because time ran 
out. This change does not impact the correct letters per minute score, but would improve the 
calculation for specific letter knowledge. Students who did not attempt to read a letter should not be 
included in the latter calculation. The EGRA data for the baseline study were recoded to reflect this 
difference, but it took a considerable amount of time. It would be helpful if data collectors record the 
differences in non-responses at the point of data collection.  
 

Household survey 

 Heads of household reported the number of girls between ages 5-15, the number of children 
between ages 5-15 who are in school, and the number of girls ages 5-15 who are in school. These 
questions will provide more insight if heads of household also report the total number of boys 
between ages 5-15. Without that information, the percentage of boys in school is unknown and 
cannot be used as a comparison for the percentage of girls in school for each household. 
 

 Caregivers reported whether the second grade student could speak Tetum. The question’s intention 
should be clarified. For example, is it trying to determine if Tetum is the child’s first language? If so, 
that should be stated. Otherwise, the question could be eliminated because parent perceptions on 
the degree of Tetum proficiency will not be consistent across households.  

                                           

155 These options were included in the household survey. 
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 Caregivers were asked the maximum level of education they could support their child to attend. 

Most reported they could support their child through university, which is not likely. The purpose for 
this item should be clarified and further testing should be conducted. 
 

 Caregivers identified positive nutrition practices, as well as positive hygiene and health practices. As 
noted in this report, knowledge does not determine behavior. Additional thought should be given to 
ways in which behavior could be assessed at the household level. This may require observations. 
 

 Caregivers responded to decision-making questions about nutrition and hygiene for the family, as 
well as household purchases and business. Most of the caregivers (90.9%) were female which made 
it difficult to compare male and female perceptions around household decision-making. It is 
recommended that the mid-point and final evaluation ask the nutrition and hygiene decision-making 
questions to both the heads of household and caregivers in order to have a better sample on which 
to compare gendered perspectives, as was done in the case of financial decision-making. 
 

Classroom observation 

 The classroom observation tool should include a question that indicates whether the class is multi-
grade. This is included on the school survey but would be more appropriate for the individual 
classroom being observed. 
 

 Some of the questions could be streamlined for the midpoint and final evaluation studies. The two 
questions about access to desks, seats and learning materials could be combined into one question 
that indicates whether access is equal, if boys have more access, or if girls have more access. The 
question about the teacher using an angry voice with students could be eliminated since there are 
two additional questions that ask if the teacher uses an angry voice with boys and girls.  
 

 An alternative to the one-minute observation of ten random students’ attentiveness is to tailor the 
observation to the students whose families completed the household survey. Each student could be 
observed for one minute and assigned an attentiveness score. This would be most beneficial if the 
data were recorded as part of the EGRA in order to link it with literacy scores and corresponding 
household survey data.  

School survey 

 The school survey asks the number of permanent, contracted, and volunteer teachers in each 
school, as well as the number of male and female teachers. As noted in this report, there were some 
discrepancies in these totals that need attention for the midpoint and final evaluation studies. One 
way to address this is to report the number of male and female permanent teachers, male and 
female contracted teachers, and male and female volunteer teachers. 
 

 Data collectors did a head count of the number of teachers present in school, but this number was 
not broken down by male and female. It would be helpful to know the number of male and female 
teachers in attendance, so that percentages could be calculated. 
 

 The baseline school survey asked the number of teachers in grades 1-3 who attended training on 
literacy teaching. In order for this data to be meaningful, the midpoint and final evaluations should 
collect the total number of grades 1-3 teachers in the school.  
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 School respondents reported whether the school provided meals to students on that day. In order to 
identify consistency of school meals, it may be beneficial to ask the number of days in the last week 
when meals were provided.  
 

 The school survey collects data on whether or not there is a kitchen at the school. While the 
percentage of schools with a kitchen is very high, the condition of the kitchen is unknown. It may be 
useful to adjust the response options for this question to identify the condition of the kitchen. 
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Appendix H. HATUTAN Indicators Assessed at the Baseline Study 

Indicators  

 

Baseline  

Targets 

Year 1   Year 2  Year 3  Year 4  Year 5  Life of   

Project  

#
   

Result  Performance Indicator  Standard or Custom  October 1, 

2018 ‐   

September  

30, 2019  

October 1, 

2019 ‐   

September  

30, 2020  

October 1, 

2020 ‐   

September

  

30, 2021  

October 1, 

2021 ‐   

September  

30, 2022  

October 1 

2022 ‐   

September

  

30, 2023  

 

Results 

4 MGD SO1 Percent of students who, 
by the end of two grades 
of primary schooling, 

demonstrate that they 
can read and understand 
the meaning of grade 
level text 

Modification: Students 
were assessed after 2-
3 months of starting 
Grade 2 

Stand # 1  12% can respond 
80% of the questions 

correctly 

 

 N/A  N/A 15% able 
to 
respond 

80% of 
the 
questions 
correctly 
(Baseline 
+ 25%) 

 N/A 18% able 
to 
respond 

80% of 
the 
questions 
correctly 
(Baseline 
+ 50%) 

18% able 
to respond 
80% of the 

questions 
correctly 
(Baseline 
+ 40%) 

9% Male 

14% Female 

5 MGD 1.1 Percentage of teachers 
adhering to improved 

Custom 66%156  

 

N/A N/A N/A 

                                           

156 Using at least four engaging practices in class. 
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learning practices in 
schools 

62% male 79% 
(Baseline 
+ 20%) 

83% 
(Baseline 
+ 25%) 

83% 
(Baseline 
+ 25%)  

67% female 

66% rural 

61% urban 

6 MGD 1.1.1 Number of schools with at 
least 80% of the teachers 
present during head 
counts 

Custom 26% had 80% 
attendance on the 
day of the survey  

 

 N/A  29% 
(Baseline 
+ 10%)  

 

31% 
(Baseline 
+ 20%) 

34% 
(Baseline 
+ 30%) 

36% 
(Baseline 
+ 40%) 

36% 
(Baseline 
+ 40%) 

30% rural,  

6% urban  

22% Ainaro 

20% Ermera  

36% Liquica 

37% Manatuto 

7 MGD 1.1.2 Percentage of schools 
with reading corners in 
grade 2 

Custom 37% with reading 
corners (36% rural, 
44% urban; Ainaro 
36%, Ermera 32%, 

Liquica 55%, 
Manatuto 42%) 

39% 
(Base 
value 
+5%) 

41% 
(Base 
value + 
10%) 

45% 
(Base 
value + 
20%) 

48% 
(Base 
value + 
30%) 

52% 
(Base 
value + 
40%) 

52% (Base 
value + 
40%) 

1
1 

MGD 1.2 Percent of students with 
working memory scores 
equal or above 50%  

Custom 29% with working 
memory scores 

>50% 

N/A  N/A 35%   N/A 41%  41%  
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30% Male  
(Baseline 
+ 20%) 

(Baseline 
+ 40%) 

(Baseline 
+40%) 

30% Female 

29% rural  

30% urban 

33% Ainaro  

26% Ermera  

35% Liquica  

27% Manatuto 

1
2 

MGD 1.2.1 Percent of students who 
report that they did not 
consume any food during 

the school day 

Custom 14%  

 

N/A  N/A 9%  N/A 5% 5% 

14% Male  

13% Female  

12% age 5-7  

15% age 8-10  

20% age 11-13  

13% rural 

16% urban  

14% Ainaro 
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13% Ermera  

7% Liquica 

19% Manatuto 

1
3 

MGD 1.3 Average student 
attendance rate in USDA 
supported 
classrooms/schools 

Stand # 2 70%157  

 

70%158 74% 
(Base 

value + 
5%) 

77% 
(Base 

value + 
10%) 

79% 
(Base 

value + 
13%) 

81% 
(Base 

value + 
15%) 

81% (Base 
value + 
15%)159 

69% Male 

68% Female 

69% rural  

74% urban  

63% Ainaro  

70% Ermera  

74% Liquica 

78% Manatuto 

                                           

157 Treatment only 

158 Since no activities targeting attendance would have been conducted in treatment schools by September 2019. 

159 Conservative estimate considering that the midline and final evaluation will capture attendance during the rainy season, when children 
living in remote areas are often unable to access the school due to flooding and landslides.  
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1
4 

MGD 1.3.1 Percentage of parents 
(VSLA group members) 
using part of their savings 
or loans for education of 
their children  

Custom 41% (4.3% involved 
in savings groups) 

  

41% 50% 60% 70% 80% 80% 

51% Ainaro  

49% Ermera 

56% Liquica 

56% Manatuto 

1
5 

MGD 1.3.2 Reduction in the number 
of days of absence from 
school due to illness 

Custom 1.6 days missed due 
to illness  

 

 N/A  N/A Baseline   
-20% 

(1.3 days 
missed) 

 N/A Baseline   
-30% 

(1.1 days 
missed) 

Baseline      
-30% (1.1 

days 
missed)160 

1.5 days male  

1.7 days female 

Male: 87,670 

Female: 79,433 

Pre-school, G1-2: 
98,640 

Grades 3 and 4: 
68,463  

                                           

160 Conservative estimate as the evaluation takes place during the rainy season, when the prevalence of malaria and dengue is extremely 
high in rural areas. 
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1
9 

MGD 2.1 Percentage of participants 
who are able to correctly 
identify keeping animals 
in the kitchen as a non-
hygienic practice 

Custom 35% treatment, 31% 
comparison 

N/A  N/A 55% 
(Baseline
+20%) 

 N/A 80% 
(Baseline
+45%) 

80% 
(Baseline 
+45%) 

2
1 

MGD 2.3 Percent of participants in 
program target groups 
(pregnant-lactating 
mothers, parents of 
school children, VSLA 

group members) who can 
identify at least three 
important 
nutrition/dietary 
recommendations (Mercy 
Corps) 

Custom 46% (53% male, 
45% female) 

N/A  N/A 60% 
(Baseline 
+30%) 

 N/A 75% 
(Baseline 
+63%) 

75% 
(Baseline 
+63%) 

2
2 

MGD 2.4 Number of schools using 
an improved water source 
(WaterAid) 

Stand # 27 136 136  143 149 154 160 160 

2
3 

MGD 2.4 Number of schools using 
improved sanitation 
facilities (WaterAid) 

Stand # 28 156 156  159  163 165 165 165 

 


