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Abstract

Countries across Africa continue to face major challenges in education. In this review, we examine 
145 recent empirical studies (from 2014 onward) on how to increase access to and improve the 
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QRW�ÀJXUH�SURPLQHQWO\�LQ�HDUOLHU�HYLGHQFH�V\QWKHVHV��1HZ�HYLGHQFH�VKRZV�SURPLVLQJ�LPSDFWV�RI �
structured pedagogy interventions (which typically provide a variety of  inputs, such as lesson 
plans and training for teachers together with new materials for students) and of  mother tongue 
instruction interventions, as well as from a range of  teacher programs, including both remunerative 
(pay-for-performance of  various designs) and non-remunerative (coaching and certain types of  
WUDLQLQJ��SURJUDPV��6FKRRO�IHHGLQJ�GHOLYHUV�JDLQV�LQ�ERWK�DFFHVV�DQG�OHDUQLQJ��1HZ�VWXGLHV�DOVR�VKRZ�
long-term positive impacts of  eliminating school fees for primary school and positive impacts of  
eliminating fees in secondary school. Education technology interventions have decidedly mixed 
impacts, as do school grant programs and programs providing individual learning inputs (e.g., 
uniforms or textbooks).
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1.  Introduction 

Education has expanded dramatically in Sub-Saharan Africa over the last half century. From 
1970 to 2010, the percentage of children across the region who complete primary school 
rose by almost 50 percent (from 46 percent of children to 68 percent). The proportion of 
children completing lower secondary school nearly doubled (from 22 percent to 40 
percent).1 Despite these massive gains, nearly one in three children still do not complete 
primary school. Efforts to measure the quality of that schooling have revealed high numbers 
of students who have limited literacy or numeracy skills even after several years of school 
(Bold et al. 2017; Adeniran et al., 2020). The international community has characterized this 
situation as a “learning crisis” (World Bank, 2018a). The last two decades have seen a large 
rise in evidence on how to most effectively expand access and increase learning,2 but actual 
changes in access and learning in that period have not shown dramatic improvements.3  

In this paper, we synthesize recent research on how to expand access to education and 
improve the quality of learning in Africa.4 Our analysis reveals two trends. First, we observe 
growing sophistication in evaluating education programs in Africa. An increasing number of 
studies examine not only whether a given intervention is effective but also test multiple 
permutations. For example, Mbiti et al. (2019b) test two alternative teacher incentive 
programs, and Duflo et al. (2020) report on four alternative programs to target instruction to 
students’ learning levels. Evaluations are also testing alternative combinations of 
interventions, such as teacher incentives, school grants, or the combination of the two in 
Tanzania (Mbiti et al. 2019a). Other studies compare alternative programs to achieve a 
common goal, as in education subsidies versus the government HIV curriculum to reduce 
sexually transmitted infections in Duflo et al. (2015b). Testing multiple treatments is 
certainly not unprecedented in African countries, but it is growing more common.5 Second, 
we observe growth in evidence that previously was largely confined to other regions of the 
world, including early child development, mother tongue instruction, and public-private 
partnerships. 

In terms of substantive findings, we identify that certain multi-faceted programs deliver large 
gains in education quality: a program that includes teacher training, teacher coaching, semi-
scripted lessons, learning materials, and mother tongue instruction delivered sizeable gains in 
literacy both as a pilot and at-scale (Piper et al., 2018a, 2018b); the average impacts for 
second-grade students in Kiswahili and English are both above the 99th percentile of 

 

1 These initial numbers are regional aggregates provided in the World Bank’s World Development Indicators. 
One challenge in tracking and reporting these statistics is the availability of data: in 2010, only about two-thirds of 
the countries in the region reported primary completion rates. Figures 1 and 2 provide a more detailed 
distribution. 
2 The number of impact evaluations on the topic of education in development settings rose more in absolute 
numbers than in any other sector except health, both from 2000-2009 and from 2010-2015 (Sabet and Brown, 
2018).  
3 Section 2 provides evidence for these claims.  
4 Most of our studies are from Sub-Saharan Africa, but a handful are from northern African countries.  
5 Two earlier examples include Kremer and Miguel (2007) and Baird et al. (2011).  
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education interventions (Kraft, 2020; Evans and Yuan 2020). A literacy program providing a 
similar array of supports delivered literacy gains in Uganda (Brunette et al., 2019). The 
combination of teacher incentives and school grants delivered higher learning gains than 
either on its own in Tanzania (Mbiti et al., 2019a). 

We also observe consistent gains across various other types of programs: mother tongue 
instruction seems to provide consistent learning gains across programs, eliminating school 
fees offers consistent gains in access, and school feeding offers consistent gains in access and 
learning. There are relatively few studies, but school construction also offers gains in both 
access and learning. Other inputs are inconsistent: cash transfers are reasonably consistent in 
increasing access to school but not at improving learning, which may be unsurprising given 
that the programs may relax an economic constraint to access for the children but do not 
directly affect the learning process beyond that. Similarly, eliminating school fees has 
inconsistent impacts on the quality of education. 

Our collection of evidence does not offer a single solution to apply in every school system. 
Programs adapted to new contexts will often yield distinct impacts. In our discussion 
section, we elaborate on factors to consider when translating a program from one setting to 
another. Still, this accumulation of recent evidence offers promising areas for investment and 
wide avenues for further study.  

This review updates findings from earlier reviews with results from new research. Evans and 
Popova (2016b) synthesize evidence from six reviews on how to improve learning outcomes 
from low- and middle-income countries, only one of which—Conn (2017)—focuses 
exclusively on evidence from Sub-Saharan Africa, while others include significant research 
from the region.6 This review focuses on how research in Africa from the last five years 
updates our ideas on making education effective and accessible. 

In section 2, we briefly review the current state of education in Africa. In section 3, we 
summarize earlier evidence on how to expand access to and improve the quality of education 
on the continent. In section 4, we discuss our strategy for collecting and analyzing new 
research. In section 5, we synthesize the findings. In section 6, we draw conclusions from 
our findings, highlight areas for needed future research, and discuss implications for policy. 

2. A brief review of the current state of education in 
Africa 

Education in Africa has expanded dramatically in recent years (Figures 1 and 2). The median 
proportion of children completing primary school across countries has risen from 27 to 67 
between 1971 and 2015 (World Bank, 2020). The median proportion of children completing 
lower secondary school across countries has also risen dramatically, from a mere 5 percent in 

 

6 Lacking access to time travel technology, Evans and Popova (2016b) actually review an earlier version of the 
Conn work (2014) but the results of Conn’s analysis do not change across the two versions. 
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1971 to 40 percent in 2015.7 These are enormous increases: they also demonstrate just how 
far there is to go. Nearly one in three children in the median country do not complete 
primary school, and three in five fail to complete lower secondary. Africa is the lowest 
performing region in the world in terms of school access by a significant margin (Figure 3): 
for primary completion, all other countries achieve higher than 90 percent. For lower 
secondary, the next lowest performing region has a completion rate of 75 percent, more than 
70 percent higher than Africa’s numbers. Median completion rates at both levels of 
education have been increasing at a roughly consistent rate between 2000 and 2015, between 
1.2 (primary) and 1.1 (lower secondary) percentage points a year. With linear improvements 
at that same rate, Africa would achieve universal primary education in 28 years and universal 
lower secondary education in 56 years. Yet access will likely not increase at a linear rate, 
given the increasing marginal cost of enrolling the most difficult-to-reach children (the “last 
mile” challenge), leading these to be underestimates. 

At the same time, education quality in Africa also suffers. Recent evidence across seven 
countries in Sub-Saharan Africa found that in third grade, less than two in three children 
could read a letter, and only about half of children could read a word or put numbers in 
order (Bold et al. 2017, Table 1).8 The harmonized learning outcomes, an effort by Patrinos 
and Angrist (2018) to combine data from different tests across regions, finds learning 
outcomes for countries in Sub-Saharan Africa concentrated in the bottom half of the 
learning spectrum, although they are not substantively lower than would be expected for 
Africa’s income levels (Figure 4). A combined measure of schooling quantity and quality—
the learning-adjusted years of schooling (Filmer et al., 2020)—shows more African countries 
performing below what their income level would predict (Figure 5). Further, the quality of 
learning outcomes does not appear to be rising in recent years. Le Nestour and Sandefur 
(2020) document steady increases in adult literacy rates between 1940 and 2000, mostly 
linked to increases in enrollment. However, test score data from the World Bank’s Human 
Capital Project shows that for 35 African countries with two data points between 2000 and 
2017, scores fell for 18 countries and rose for 17 countries (Table 1) (Angrist et al., 2019). 
Some of the inconsistent gains in learning may result from expanding access: as children 
with less preparation gain access to school and participate in tests, average scores could fall 
even while learning is rising. Despite weaknesses in education quality, recent studies 
demonstrate significant returns to education in Africa (Appendix Section 1). 

 

7 We use the median rate across countries because education policy decisions are made at the country level. The 
World Development Indicators also provide a regional aggregate number with population weighting, which yields 
slightly higher completion rates (68 percent for primary and 43 percent for lower secondary).  
8 An assessment of student test scores in Nigeria reports that only 17 percent of the students meet the minimum 
literacy competency benchmark and 31 percent meet the numeracy benchmark. Students from poor households, 
in rural areas, and in government-owned schools are particularly worse off (Adeniran et al., 2020). 
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3. What do earlier syntheses say about education in 
Africa? 

This is not the first study to synthesize evidence on education, even in Africa. Bashir et al. 
(2018) provide a comprehensive descriptive analysis of the current state of education across 
the continent, highlighting that many children remain out of school, that learning levels are 
low for those in school, and that “the problem of low learning emerges in the early grades.” 
In terms of priorities for improvement, Evans and Popova (2016b) review six syntheses of 
evidence on how to improve the quality of education in low- and middle-income countries: 
Conn (2017), Glewwe et al. (2014), Kremer, Brannen, and Glennerster (2013), Krishnaratne, 
White, and Carpenter (2013), McEwan (2015), and Ganimian and Murnane (2016). Another 
review focused on learning, released slightly later, was Masino and Niño-Zarazúa (2016). 
Across the reviews that focused on boosting learning, authors recommend many different 
interventions, but Evans and Popova (2016b) identify two classes of interventions that are 
recommended with some consistency: pedagogical interventions that help teachers to tailor 
instruction to student learning levels, and individualized, repeated efforts to improve teacher 
ability and practice. 

Of these reviews, only Conn (2017) focuses exclusively on Sub-Saharan Africa, although 
several others draw heavily on evidence from the region. Based on a meta-analysis of 56 
studies available through 2013, Conn finds the largest learning impacts for programs that 
“alter teacher pedagogy or classroom instructional techniques.” Snilstveit et al. (2015) is the 
most comprehensive review, examining 238 studies focused on both access and learning 
across low- and middle-income countries (not exclusive to Sub-Saharan Africa).9 They find 
the strongest, most consistent gains in access from cash transfer programs and the best gains 
to quality from “structured pedagogy” programs, those that provide a variety of inputs to 
improve teaching, such as lesson plans and training for teachers together with new materials 
for students (similarly to Conn 2017). They also find promising evidence that school feeding 
programs can increase both access and learning. Glewwe and Muralidharan (2016) also 
examine both access and learning, finding strong gains from improved pedagogy—especially 
for foundational literacy and numeracy skills, improved governance—including teacher 
accountability, and cost reductions. 

In this review, we complement this previous work with evidence published in 2014 or later, 
most of which came out later than the scope of the searches conducted by previous reviews. 

4. Methods 

4.1 Inclusion criteria 
For this paper, we limited our focus to research studies that (i) were published in 2014 or 
later, either as a journal article, a conference paper, or a working paper, (ii) were conducted 

 

9 Snilstveit et al. (2016) provide a manageable summary of Snilstveit et al. (2015), which comes in at more than 
850 pages. 
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in or used data from at least one African country, and (iii) report on outcomes from 
education-related interventions. We included interventions that may not focus exclusively on 
education outcomes but do report them, such as cash transfers and school feeding programs. 
We also limited our search to papers that include a quantitative analysis of results that seeks 
to establish a counterfactual including a variety of estimation designs such as randomized 
controlled trial, difference-in-differences, matching, regression discontinuity, and 
instrumental variable analysis. As a result, studies that report purely descriptive data or 
carried out a case study were not included in our primary analysis. Some descriptive studies 
are used to provide context to our discussion of results. 

4.2 Search strategy 
We began by compiling a database of papers that complied with the above criteria from 
published systematic reviews such as Conn (2014), Glewwe et al. (2014), Snilsveit et al. 
(2015), Evans and Popova (2016b), and Evans and Yuan (2019). We also reviewed papers 
from the National Bureau of Economic Research working paper series, the World Bank 
Policy Research Working Paper Series, the Centre for the Study of African Economies 2017-
2020 conference papers, and the North East Universities Development Consortium 
conference papers 2017-2019. We included papers identified in the African Education 
Research Database (Education Sub Saharan Africa, 2020). Finally, we searched Google 
Scholar and journal databases using variations of the search terms “education”, “learning”, 
and “students” and confirmed the location of the intervention or the source of the data 
used. Journal databases searched included the American Economic Review, the Quarterly 
Journal of Economics, the Journal of Political Economy, the Journal of African Economies, 
World Development, the Economics of Education Review, the Journal of Development 
Effectiveness, the International Journal of Educational Development, and the International 
Journal of Educational Research. We included studies from other journals as turned up by 
our database searches. We also added studies known to the authors that are eligible but did 
not come up in the original search. We conducted the search between September 2019 and 
May 2020 and compiled a list of 195 papers eligible for review. See Appendix Table 2 for the 
breakdown of the papers by provenance. In this study, we review 145 of those papers on 
topics of current interest in education (excluding, for example, a study on the historical 
impact of Christian missions on education performance in later generations). 

4.3 Analytical strategy 
The purpose of this review is to understand the direction and scope of recent education 
research in Africa, including the choice of topics and interventions studied, the countries 
where these studies are being conducted, and the key trends and messages in their findings. 

In order to answer these questions, we reviewed the title, abstract, and full text of the papers 
to extract and code the following data: country of intervention, year of publication, type of 
intervention (if there is one), type of intervention target (student, teacher, household, school, 
or system), type of outcomes reported (learning, access, or both), education level of 
intervention (pre-primary, primary, secondary, tertiary, vocational, or adult learning), 
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education level of outcomes reported, research method, scale (i.e., number of treatment arms 
and the size of the treatment sample), and key findings. We also encoded the choice of 
implementation partner (government agencies, non-government organizations, other 
partners, or researchers only) and any cost-effectiveness data provided in the paper. 

We grouped the studies according to common themes and interventions and present a 
narrative review of the findings. We avoid the other two main types of review (meta-analysis 
and vote counting) because of large variation in the design of interventions within categories: 
an average effect of a teacher training intervention—for example—is not informative when 
one is averaging across programs as varied as a one-time half-day lecture for teachers and a 
full-year program of classroom observations with feedback.10 This narrative approach is 
more helpful for solving some problems and less helpful for others. Our approach is 
intended to help readers to update their prior beliefs within key classes of educational 
interventions that are commonly—and in many cases—increasingly used across the 
continent. It can guide the design of educational interventions within categories: for 
example, many countries have cash transfer programs or school feeding programs, and this 
analysis can guide decisions about the optimal design of those programs. On the other hand, 
not providing meta-analytic results means that this review will not answer the question: 
Should a given country implement a cash transfer program or a school feeding program (i.e., 
is the expected impact of one class of program greater than the other)? While there is 
certainly insight to be gleaned from that approach (and other reviews have used it, including 
Conn 2017, Snilstveit et al. 2015, and McEwan 2015), the wide variety of designs and effect 
sizes within categories incline us—in this review—to focus on characterizing the range of 
evidence within groups and encouraging researchers and policymakers to dig deeper into 
individual studies that may be most relevant to a context and class of program that they are 
considering. 

4.4 The studies 
The collection of studies reveals interesting findings on what is studied and where. We 
identify a high concentration of studies in Kenya (41 studies) and Uganda (21) with fewer 
but still significant numbers of studies in Ethiopia (17), Ghana (15), Nigeria (13), and 
Tanzania (13) (Figure 6). Most studies we identify focus on primary education (61 percent), 
and almost a quarter of studies examine secondary education (24 percent). Fewer studies 
examine pre-primary (8 percent), with just a handful examining tertiary, adult education or 
technical-vocational training (6 percent and under each) (Figure 7). 

The majority of the interventions (72 percent) evaluated by the studies are administered 
through the school system, including interventions targeting teachers, school management 
and students, while only about 38 percent of the studies are targeted at the household-level 
(Figure 8). School-system interventions usually aim to increase students’ enrollment and 
retention, and improve the quality of the learning environment. These interventions are (i) 

 

10 Evans and Popova (2016b) provide a detailed description of the advantages and disadvantages of different 
review methodologies. 
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teacher- and teaching-targeted programs such as pedagogy, mother tongue instruction, 
education technology, teacher incentives and trainings, and hiring practices; (ii) student-level 
interventions including health and nutrition programs (e.g., school feeding), incentives for 
students, and individual inputs such as uniforms, solar lamps, or bicycles; and (iii) school-
level interventions such as school construction, school grants, public-private partnerships 
and other non-government school provision, and community-based monitoring. The 
household-level interventions usually aim to reduce the economic and social barriers that 
keep households from sending their children to school – providing cash transfers, providing 
low-cost early child development care centers, and providing learning and attendance 
information to parents.  

A significant number of studies were implemented through government channels (Table 2). 
In addition to the 19 percent of studies that examined national policy reforms (such as free 
primary education), 46 percent of the 145 studies partnered with government agencies, most 
often the ministry of education for school construction, teacher trainings, or incentive 
policies, the ministry of health for school feeding, or the relevant government agency for 
cash transfers. 40 percent of the studies in our sample worked with non-government 
organizations such as BRAC, the World Food Programme, the Aga Khan Foundation, or 
Twaweza. A smaller number (17 studies) worked with private partners such as for-profit 
schools, clinics, or educational companies. About 15 percent of the studies did not employ 
any implementing partner aside from the research teams themselves. Some of these 
researcher-only studies evaluated smaller, less intensive interventions (e.g., a specific 
pedagogical technique). More than half of the interventions were evaluated using 
randomized controlled trials (58 percent of studies); the next most common empirical 
method was difference-in-differences (25 percent), which was the most common method for 
evaluating national policies. 

A limited number of studies offer cost information (Table 3). Two out of five studies in our 
sample have no cost analysis at all. About one quarter provide a full cost-effectiveness 
analysis, and the others provide limited information on costs, usually only the cost of one 
specific input, such as a stipend for the trainer or the value of a voucher provided to 
students. A handful of studies make claims such as an intervention being a “cost-effective 
measure” or “scalable (low-cost)” without providing any cost details. 

In terms of scale, 27 of our 145 studies evaluate national reform policies. For studies that are 
not national in scale and that report schools as treatment units, we find an average treatment 
group size of 96 schools (median: 66 schools). There are some larger studies: the 90th 
percentile includes 211 treated schools (Carneiro et al., 2016). Table 4 shows the average 
treatment group size for studies reporting other treatment units such as districts, 
communities, or individuals. 

In addition to the 19 percent of studies that evaluate national policies, almost half of the 
studies evaluate the impact of a single treatment. The other 35 percent have multiple 
treatment arms (Table 5). 28 studies evaluate two treatment arms, 17 studies test three 
treatment arms, and six studies test four or more treatment arms. One outlier, Haushofer 
and Shapiro (2016) randomized cash transfers to gender of the recipient, frequency of 
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installment, and size of installment, in addition to the spill-over group (nine treatment arms 
in total). 

5. Results 

We review the studies in four broad categories. Studies in the first group focus on what 
happens in the classroom and on policies around the person who manages the classroom—
the teacher. These include studies on mother tongue instruction, structured pedagogy, and 
policies around teacher pay, teacher professional development, and accountability. Studies in 
the second group focus on a variety of inputs: school feeding, education technology, school 
construction, and other inputs. Studies in the third group focus on financing: cash transfers, 
school grants, and the elimination of school fees. Studies in the fourth and final group focus 
on three other topics: early child education, for which there has been little experimental or 
quasi-experimental evidence in Africa in the past, but for which that literature is growing; 
girls’ education; and public-private partnerships.  

5.1 Teachers and pedagogy 

Mother tongue instruction 

Mother tongue instruction usually refers to teaching students basic skills in a language that 
they already know when they arrive at school. In many African countries, the historical norm 
has been to teach children in a colonial language (e.g., English, French, or Portuguese), even 
though most children arrive at school with little or no ability in that language.11 Most earlier 
syntheses have little or nothing to say about mother tongue instruction, but evidence has 
grown dramatically in recent years (Appendix Table 3). Teaching children to read in a 
language they speak at home increased the rate at which children learn to read in Cameroon 
(Laitin et al., 2019), Kenya (Piper et al., 2016c), and Uganda (Brunette et al., 2019; Kerwin 
and Thornton, 2020).12  

While impacts on initial reading ability in the mother tongue is promising, the objective of 
many parents is for their children to be literate in the colonial language, which may explain 
some of the resistance that parents have posed to mother tongue instruction reforms, as in 
Kenya (Piper et al., 2016c). Several recent studies suggest that mother tongue instruction has 
positive impacts on children’s ability to subsequently learn a second language in Cameroon 
(Laitin et al., 2019), Ethiopia (Seid, 2019), and South Africa (Taylor and von Fintel, 2016). 
However, Piper et al. (2018c) find the effect is not as strong: students taught in mother-
tongue do not perform any better in English and perform worse in mathematics compared 
to students taught in a non-mother tongue. 

 

11 Mother tongue instruction can also be used to refer to teaching children their mother tongue (e.g., formalizing 
knowledge of a language spoken from childhood). That is not how we use the term here. 
12 Brunette et al. (2019) examined interventions in 12 different mother tongues and found positive, significant 
impacts for three quarters of them. 
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Finally, there is some evidence of impact beyond literacy. In Ethiopia, where mother tongue 
instruction reforms took place in 1994, researchers have identified long-term impacts on 
educational attainment and civic engagement (Ramachandran, 2017; Seid, 2017).  

Structured pedagogy 

Recent years have also shown growing rigorous evidence for approaches to improve literacy 
that incorporate a range of elements (see Appendix Table 4). Piper et al. (2014 and 2015) 
used a randomized controlled trial to evaluate a literacy program in Kenya that included 
teacher professional development, the provision of textbooks for students (including 
textbooks in Kiswahili), the provision of structured teacher guides for teachers, and 
classroom observation and feedback to teachers, among other elements. The program led to 
sizeable literacy gains. Seeking to isolate the most important elements of the program, Piper 
et al. (2018b) find that structured teacher guides are the most cost-effective element of the 
program. The program was effective at boosting literacy for low-income students (Piper et 
al., 2015). The program was subsequently scaled up nationally and continued to demonstrate 
literacy gains (Piper et al., 2018a). Similarly, a mathematics-focused version of the program 
provided teacher guides and teacher professional development training and yielded 
statistically significant improvements in test scores (Piper et al. 2016a). 

A combination of training principals and teachers as well as mentoring for teachers and new 
instructional materials was effective in boosting literacy in Uganda but not in Kenya, 
potentially because the language of testing was different from the language used in 
instruction in Kenya, despite national policy (Lucas et al., 2014). Brunette et al. (2019), 
already discussed in the context of mother tongue instruction, evaluated a program that not 
only encouraged mother tongue instruction in 12 different mother tongue languages but also 
provided teacher training, detailed teachers’ guides, textbooks for pupils, and feedback from 
school leaders, resulting in sizeable literacy gains.   

Beyond these literacy interventions, many interventions seek to improve the quality of 
teaching particular skills using a particular method, such as using graphics (like Venn 
diagrams) in teaching to improve prose comprehension among secondary school students in 
Nigeria (Uba et al., 2017). These studies are of value mostly to others seeking to improve the 
teaching of these specific skills; as such, they are summarized in the appendix but not 
discussed at length here.  

Teacher policies  

Teacher remuneration and accountability 

Because teachers play such an instrumental role in students’ education, recent evidence on 
high rates of absenteeism and low levels of pedagogical and content knowledge suggest that 
better teacher policies may be useful to boost education outcomes (Bold et al., 2017; Mbiti, 
2016). There is no general pattern in the level of teacher pay relative to comparable 
professions across Africa (Evans et al., 2020). There is evidence of a premium to civil service 
teachers relative to private school teachers (Barton et al. 2017). A new generation of 
evidence has arisen on bonus payments for teachers based on student performance. Earlier 
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evidence on performance pay for teachers in Africa was limited and mixed: a randomized 
trial in Kenya showed that performance bonuses for students increased test scores on the 
exams directly linked to the incentives, but not on general exams (Glewwe et al., 2010).  

A new generation of studies adds much more to our knowledge base (Appendix Table 5). All 
these new pay-for-performance programs take place in primary schools. In one study in 
Tanzania, performance-based bonuses to teachers had positive impacts on student learning 
in only one of the two tests administered, but when those bonuses were coupled with school 
grants, students performed consistently better in both tests and across all subjects (Mbiti et 
al., 2019a). Schools that received grants alone showed no performance gains. Teachers also 
support these programs in Tanzania, both in theory and in practice, reporting higher levels 
of satisfaction in schools that have performance pay (Mbiti and Schipper, 2020). In Rwanda, 
a novel experimental design separates the impact of performance pay on recruitment and on 
effort and finds favorable effects on both, with a significant net increase in student test 
scores (Leaver et al., 2019). A pay-for-performance program in Uganda had test score 
impacts only for the subset of students who attended schools that had books, although it did 
reduce dropout rates, which were not directly incentivized by the program (Gilligan et al., 
2019). In Kenya, using contracts that are renewable based on performance to hire teachers 
also boosted student learning (Duflo et al., 2015a), although an effort to scale up those 
contracts nationwide did not result in learning gains, potentially due to a combination of 
political opposition, reduced monitoring, and delayed salaries (Bold et al., 2018).  

New studies are exploring the nuances of how to implement these programs. In Tanzania, 
researchers tested two alternative incentive designs – one, a pay-for-percentile system where 
a teacher’s bonus is based on students’ ranks against other students with similar baseline 
scores, and the other program, where a teacher’s bonus is based on students achieving 
benchmark proficiency levels, which the authors argue is easier to implement and gives 
teachers clearer targets. Both designs boosted test scores, but the latter program had larger 
impacts at a lower cost (Mbiti et al., 2019b).  

Recent evaluations have also shown impacts from non-remunerative accountability 
interventions. In Côte d'Ivoire, providing twice-a-week text messages to either parents or 
teachers reduced dropout by between 2 and 2.5 percentage points (about 50 percent of the 
dropout rate in control schools). Texting both parents and teachers resulted in a much 
smaller, statistically insignificant impact. For low-attendance teachers, all three treatments 
had positive impacts (Lichand and Wolf 2020). In Tanzania, a low-stakes nationwide 
program that simply published school performance on primary school leaving exams led to 
more students passing the exam among schools that initially performed poorly. However, in 
an example of how even a low-stakes intervention can also adversely affect behaviors, the 
program also increased dropouts (Cilliers et al., 2020c). In Niger, a low-stakes, randomized 
intervention that complemented regular class inspections with phone calls to the village 
chief, the teacher, and two randomly selected students to check on whether adult education 
classes were being held and how they were going led to improved student learning (Aker and 
Ksoll, 2019). 
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Beyond improving performance and accountability, dozens of countries have designed 
incentive programs to recruit and retain teachers in less attractive teaching posts, and these 
have had little rigorous evaluation in the past (Pugatch and Schroeder, 2014). Teacher 
turnover is high in Africa, especially in low-performing schools (Zeitlin, 2020), making 
teacher retention a policy priority. In Zambia, salary increases of 20 percent for rural 
teachers show at least some impact on an increased stock of teachers in beneficiary areas, 
albeit no impacts on student test scores (Chelwa et al., 2019). In the Gambia, a salary 
premium of 30-40 percent significantly increased the share of trained teachers in remote 
areas (Pugatch and Schroeder, 2014).13 Ultimately, the impact of all of these teacher 
remuneration interventions – and their relevance to other settings – likely hinge both on 
existing teacher remuneration relative to other professions and on other aspects of the labor 
market. 

Teacher professional development 

Another class of teacher intervention seeks to boost their content and pedagogical skills. 
Earlier reviews showed promising evidence on pedagogical interventions (Conn, 2017), but 
that is not to say that most teacher professional development programs are effective. On the 
contrary, the vast majority of at-scale teacher professional development programs in Africa 
(and elsewhere) go unevaluated in any serious way, and many among those do not have the 
characteristics common to programs that have been shown to be effective (Popova et al., 
2018). Still, recent evidence bolsters the view that teacher professional development—
particularly coaching programs—can be effective at boosting student learning outcomes.14 
Importantly, most multi-faceted literacy programs highlighted earlier include teacher training 
as one aspect of the intervention.  

Other interventions evaluate teacher professional development on its own. In Ghana, 
training teachers to target instruction to children’s learning levels by dividing the class by 
ability group for part of the day increased student learning (Duflo et al., 2020). In another 
study in Ghana, training teachers to do targeted instruction (including by dividing students 
by learning level rather than grade level) increased student scores on a combined Math and 
English test (Beg et al., 2020). Additional training for school principals and school inspectors 
had no additional impact. In South Africa, the government tested traditional, centralized 
training for teachers versus in-class coaching, with the impact of coaching more than double 
that of centralized training (Cilliers et al., 2019). In the subsequent cohort of students, only 
those with teachers who benefitted from coaching show learning gains, although even those 
are half the size of effects for the first cohort (Cilliers et al., 2020a).  

A teacher training program combined with partially scripted lesson plans and weekly text 
message support for teachers improved teacher practice and children’s literacy (Jukes et al., 
2017). Three trials invested in boosting teacher skills focus on pre-primary education. In 

 

13 The Gambian program also had no clear impact on student test scores (Pugatch and Schroeder, 2018).  
14 Many teacher professional development interventions report impacts on participant knowledge and even 
practice—as do McDermott and Allen (2015) in Sierra Leone—but it cannot be assumed that teachers will be 
able to translate that knowledge into increased student learning. 
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Ghana, teacher training for preschool teachers led to small increases in children’s school 
readiness. When that training was coupled with parental awareness meetings, the outcomes 
were reversed, potentially because parents preferred traditional teaching over age-appropriate 
play-based learning in preschool (Wolf et al., 2019). Attanasio et al. (2019) evaluate a 
program—also in Ghana—that trained volunteer mothers and kindergarten teachers in 
stimulation and play curriculum; the intervention improved kindergarten children’s cognitive 
and socio-emotional skills. In Kenya, a combined package of teacher coaching and training, 
along with instructional materials, boosted learning in early child education centers 
(Donfouet et al., 2018). In Malawi, teacher training only boosted outcomes in informal 
preschools when combined with parent training (Özler et al., 2018). Finally, a teacher 
training program in Rwanda designed to complement a new entrepreneurship curriculum in 
secondary schools did not improve student test scores, although it did boost student 
participation in school business clubs (Blimpo and Pugatch, 2020). 

An alternative is to train teaching assistants to assist teachers. In Ghana, schools were 
randomly assigned to hire teaching assistants from among the country’s youth employment 
program to either work with students who had fallen behind during school, work with 
students who had fallen behind after school, or just to work with half of the class, thereby 
reducing class size (Duflo et al., 2020). All three interventions improved student learning, 
although the first two had the largest impacts. Interestingly, relative to the Ghana-based 
teacher-led targeted instruction intervention mentioned above, the remedially targeted 
teaching assistant interventions had double the impact on student test scores but also double 
the cost, so cost-effectiveness was comparable.  

5.2 Inputs 

School feeding 

Just one earlier review highlights school feeding as a possibility for boosting both access and 
learning (Snilstveit et al., 2015), and most of the evidence behind that recommendation 
stems from other regions in the world. Recent evidence from Africa supports that finding 
(Appendix Table 6). From a randomized evaluation of Ghana’s nationwide school feeding 
program, Aurino et al. (2019) find gains in test scores as a result of school feeding, with 
particularly large gains for girls and for children from the poorest households. In rural 
Senegal, Azomahou et al. (2019) use a randomized design to find gains in both enrollment 
and test scores from the provision of school meals, as do Diagne et al. (2014) in an earlier 
evaluation of the same program. Mensah and Nsabimana (2020) exploit staggered 
implementation of a school feeding program in Rwanda and find small (less than 0.03 
standard deviations) but significant impacts on student test scores. Nikiema (2019) uses a 
difference-in-differences strategy to show that providing take-home rations in Burkina Faso 
increases school attendance for both boys and girls and increases enrollment for girls in 
particular. Parker et al. (2015) measure only health outcomes (hemoglobin and anemia) in a 
cluster randomized trial of school feeding in rural Burundi and find no clear impacts. 
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In addition to evaluating the impact of providing school meals, studies are venturing into the 
details of the meals themselves. Hulett et al. (2014) examine the impact of introducing 
animal protein into school meals in Kenya with a randomized trial and find that the “meat 
group” showed higher test score gains than other groups. 

These results greatly strengthen earlier global evidence that school feeding is a promising 
strategy for boosting cognitive outcomes as well as access to school, particularly in food-
insecure areas and especially for girls. 

Education technology 

Previous syntheses that highlighted the promise of education technology such as McEwan 
(2015) highlight evidence from 32 different treatments in five different countries, none of 
them on the African continent. Recent years have shown a rapid increase in evidence in this 
area with a mixed track record (Appendix Table 7).15 In some cases, technology 
complements existing inputs. In Kenya, researchers experimented with different technology 
complements (e-readers for students, tablets for teachers, or tablets for instructional 
supervisors): none boosted literacy scores significantly relative to a non technology-based 
intervention (Piper et al., 2016b). In South Africa, a randomized trial comparing on-site 
teacher coaches with virtual teacher coaches (i.e., coaches who communicated with teachers 
by tablet) led to comparable outcomes in the first year, but over time, the gains from in-
person coaches translated to other skills, whereas the gains from virtual coaches did not 
(Kotze et al. 2019; Cilliers et al. 2020b). A quasi-experimental evaluation of the impact of 
introducing interactive whiteboards—a complement to teachers—found higher test scores 
for urban students in Senegal (Lehrer et al., 2019). De Hoop et al. (2020) evaluate a program 
in Zambia where teachers receive tablets (and projectors) with lesson plans for teachers and 
interactive lessons for students. Complemented with weekly teacher professional 
development, the program shows gains for first graders in both reading and math. 

In Angola, a randomized controlled trial of learning software together with the technological 
equipment needed to use the software had no consistent impact on primary school student 
learning, although it did boost teacher and student familiarity with technology (Cardim et al., 
2019). An experimental evaluation that provided secondary school students in Malawi with 
access to Wikipedia—the students otherwise had little to no internet access—had small, 
positive impacts in two subjects but not in others (Derksen et al., 2020). Also in Zambia, a 
phone-based literacy game provided to a few hundred randomly selected first grade students 
boosted their spelling ability relative to a control group (Jere-Folotiya et al., 2014). In 

 

15 Some studies provide proof of concept of technological interventions in very small samples. These studies should 
not inform large-scale policies yet, but they can point to promising directions for future testing. In a very small 
pilot study in Kenya, primary school teachers and students had access to an “interactive, multimedia literacy 
software” for ninety minutes per week, resulting in gains in end-of-year subject exams (Abrami et al., 2016). Another 
small pilot provided electronic career guidance for secondary school students in Nigeria, with promising results 
(John et al., 2016). 
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Kenyan primary schools, interactive literacy software coupled with a library of digital books 
and stories boosted reading scores (Lysenko et al., 2019).  

In other cases, technology seeks to substitute for other inputs. Providing e-readers to 
secondary school students in urban Nigeria only increased learning if they included curricular 
content and were distributed in areas with limited textbook access, essentially substituting e-
readers for traditional textbooks (Habyarimana and Sabarwal, 2018). In Ghana, broadcasting 
live instruction – where students can interact with the instructors – from teachers in the 
capital to students in rural areas improved literacy and numeracy scores, essentially 
substituting for teacher ability (Johnston and Ksoll, 2017). Alternatively, technology can fill 
an input gap in terms of role models: Riley (2019) finds that showing secondary students in 
Uganda a film featuring a low-income adolescent Ugandan girl succeeding at chess improved 
student test scores and closed the gender gap in enrollment in subsequent years. 

While the findings are certainly not universally positive, they suggest that technology in 
education can effectively complement or substitute for existing inputs when the 
infrastructure is in place to support it. This pattern is consistent with earlier evidence 
suggesting more consistently positive impacts of education technology interventions in low- 
or middle-income countries than in high-income countries (Bulman and Fairlie, 2016). 
However, most of the technology evaluated in the studies are used in school settings, with 
more stable access to electricity and internet connectivity (with the exception of e-readers 
that students can take home). There is still limited discussion and even less evidence for 
technology that allows for distance learning where access to school is not available.  

School construction 

School construction rarely features in reviews of the best investments, but when there are 
few schools, construction is essential to achieving the last mile (or last twenty miles) of 
enrollment. Recent studies bolster this (Appendix Table 8). In Burkina Faso, a program to 
construct schools improved enrollment, attendance, and student learning both seven and ten 
years after the program (Ingwersen et al., 2019; Kazianga et al., 2019).16 A similar program in 
Niger also boosted enrollment and learning (Bagby et al., 2016). These programs of course 
will be most effective when there are few schools: a school construction program in Benin 
boosted enrollment principally in rural areas (Deschênes and Hotte, 2019). Furthermore, the 
Burkina Faso program led young women to put off marriage and childbearing (Ingwersen et 
al., 2019), and the Benin program reduced tolerance of domestic violence (Deschênes and 
Hotte, 2019). Ashraf et al. (2020b) find that school construction benefitted girls’ education in 
Zambia only among ethnic groups with a bride price tradition. Ultimately, construction is 
likely a necessary condition for other interventions to work when there are insufficient 
schools. 

 

16 That program also seems to have increased children’s participation in household chores (de Hoop and Rosati, 
2014). 
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Other inputs 

Fewer recent studies evaluate the impact of providing simple, non-technological in-kind 
inputs for schooling (although a previous generation of evaluations yielded several of those), 
but recent studies still provide some insight into this area (Appendix Table 9). Two studies in 
Kenya provided free school uniforms: one provided them to girls in upper primary grades 
and found reductions in school dropout, pregnancy, and marriage; another provided them to 
children in lower primary grades and found significant reductions in absenteeism in early 
years, but no evidence of enduring effects several years later (Duflo et al., 2015b; Evans and 
Ngatia, 2020)  

Previous studies examining the simple provision of additional textbooks to schools found 
either no impacts or selective impacts in Kenya and Sierra Leone (Glewwe et al., 2009; 
Sabarwal et al., 2014), but a new randomized trial providing textbooks together with a 
combination of financial and non-financial incentives to simply take the books home 
increased both language scores and the likelihood of students taking the end-of-year exam in 
the Democratic Republic of the Congo (Falisse et al., 2019).   

In Kenya, randomly selected seventh-grade students who lived in rural areas off the electrical 
grid received solar-powered lamps. In some classes, a higher proportion of students received 
solar lamps, and the authors use that variation to estimate the externalities on non-recipient 
students. The program found significant gains in math scores for students who received 
lamps, and smaller gains for students who did not receive lamps in classrooms where many 
students did (Hassan and Lucchino, 2016)  

5.3 Financing 

Cash transfers 

Cash transfers are a richly studied area of analysis, with the first generation of analysis 
coming out of Latin America and the Caribbean (Fiszbein et al., 2009). Early evidence from 
Africa showed promising results in that setting as well (Davis et al., 2016). The most recent 
evidence shows impacts not only of giving transfers but also of testing a variety of designs 
(Appendix Table 10). In terms of simple impacts, a randomized trial of unconditional 
transfers in Malawi showed an increase in school enrollment and reduced dropout rates 
(Kilburn et al., 2017). In Kenya, unconditional transfers did not translate to improved 
educational outcomes after nine months (Haushofer and Shapiro, 2016). In Lesotho, 
unconditional child grants boosted primary enrollment but not completion or the transition 
to secondary (Pellerano et al., 2014). Conditional cash transfers in Tanzania boosted primary 
school completion (Evans et al., 2014). Baird et al. (2016a) compare conditional cash 
transfers for already enrolled and unenrolled adolescent girls in Malawi: they find enrollment 
gains for both groups and mixed effects on test scores. Eyal and Woodard (2014) find that 
expanding a child support grant in South Africa increased educational enrollment in South 
Africa but that higher enrollment does not translate into higher levels of attained education. 
An unconditional cash transfer program in Rwanda increased educational investments (more 
children had school uniforms) but did not affect school attendance (Sabates et al., 2019).  
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Other evaluations inform the design of cash transfer programs. De Walque and Valente 
(2019) compare cash transfers directly to children and to parents as well as simply providing 
information (with no cash) about their children’s attendance to parents. Providing 
attendance information delivered 75 percent of the gains of cash in terms of children’s 
attendance. Transfers to children and to parents performed comparably. Akresh et al. (2016) 
compare a variety of transfer designs and find positive impacts on children’s education 
outcomes across designs in Burkina Faso, with larger impacts on school attendance for older 
children from conditional transfers relative to unconditional transfers. Benhassine et al. 
(2015) found that unconditional transfers labelled as education support in Morocco 
increased both school participation and parent views of the value of education investments; 
adding explicit conditions and targeting a particular parent (mothers versus fathers) had no 
additional impact. In Malawi, conditional cash transfers had larger impacts on school 
attainment, but unconditional cash transfers had larger gains on other outcomes (Baird et al., 
2019). 

On the whole, these findings are consistent with earlier work that suggests that cash 
transfers –especially but not limited to conditional transfers – can be an effective way to 
boost school enrollment but may not by themselves translate into broader educational gains. 
We also observe significant variation in cash transfer performance.17 Evaluations on this 
topic, among others, signal a maturing literature in testing alternative designs.  

School grants 

Grants to schools can be an effective way to distribute resources, and there is evidence from 
other regions of the world that they can boost enrollment: in Haiti, grants to schools 
conditional on not charging fees to students boosted enrollment and reduced grade 
repetition (Adelman et al., 2017). Recent evidence in Africa confirms that grants are not a 
silver bullet but can yield benefits, mostly when complemented with other programs 
(Appendix Table 11). In Senegal, school grants led to improved test scores for younger 
students, particularly in schools that used the grants for training teachers and school 
administrators (Carneiro et al., 2020). Grants to school committees in Niger increased 
enrollment for young children but did not affect learning (Beasley and Huillery, 2017).  

School grants alone had no impact on student learning in Tanzania, although when coupled 
with teacher incentives, outcomes improved (Mbiti et al., 2019a). School grants alone in the 
Gambia had no impact on student attendance or on learning outcomes, but in concert with 
management training, the program did boost attendance and—in some communities—even 
learning (Blimpo et al., 2015). Grants alone do not consistently solve access or learning 
problems, but when attached to conditions or complementary programs that relax other 
constraints, they can boost both access and learning. 

 

17 Evans and Yuan (2019) find cash transfers among both the most and least effective interventions to increase 
girls’ access to schooling worldwide. 
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Eliminating school fees 

An obvious constraint to education is the cost, including both formal school fees and myriad 
other fees that schools charge (Williams et al., 2015). An array of recent papers seek to 
quantify the impact of reducing those costs, mostly at the primary level (Appendix Table 12). 
ùûFDQ, Rosenblum, and Tinker (2015) use regression analysis to show that the introduction of 
school fees reduced enrollment and subsequent completion of primary school across seven 
African countries. Moussa and Omoeva (2020) use a fuzzy regression discontinuity design to 
examine the impact of universal primary education policies in Ethiopia, Malawi, and Uganda: 
they find an increase in educational attainment, as well as a decrease in adolescent pregnancy 
and marriage. They do not observe impacts on labor force participation or employment. In 
Kenya, free primary education—rolled out in 2003—increased educational attainment as 
well as subsequent employment and income (Ajayi and Ross, forthcoming). There is some 
evidence that the expansion of access led to a fall in quality (Atuhurra, 2016). Free basic 
education increased girls’ attainment and reduced adolescent fertility and marriage in Ghana 
and Uganda (Boahen and Yamauchi, 2018; Masuda and Yamauchi, 2018). The elimination of 
primary school fees in Ethiopia led to more schooling for men and women, along with 
reduced fertility (Chicoine, 2019, 2020). In Tanzania, free primary education increased access 
and had positive returns across sectors, even in the agricultural sector (Delesalle, 2019; 
Valente, 2019). Lesotho also saw dramatic gains in access with the elimination of fees 
(Moshoeshoe et al., 2019). Informal fees in public primary schools continue to keep 
students—especially poor, rural students—away from school (Sakaue, 2018).  

As countries expand secondary education, more studies are studying impacts at that level. In 
Uganda, free secondary education significantly but not completely reduced expenditures 
(Omoeva and Gale, 2016), consistent with earlier work that school fees are not the only out-
of-pocket expense. In the Gambia, eliminating secondary school fees for girls increased the 
number of girls taking the high school exit exam by more than 50 percent. Test scores also 
rose, despite the increase in access coming mostly from poorer areas (Blimpo et al., 2019b). 
An earlier evaluation of the same policy eliminated mandatory school fees for girls in public 
secondary schools and increased female enrollment for both secondary and primary schools 
(Gajigo, 2016). Similarly, a study in Kenya found that the abolition of tuition in public 
secondary schools increased access, delayed childbirth, and did not reduce test scores 
(Brudevold-Newman, 2019). In Uganda, eliminating secondary school fees via public funds 
to private schools increased the number of students taking the exit exam by 16 percent, with 
no fall in test scores (Masuda and Yamauchi, 2018). Finally, a randomized controlled trial of 
scholarships for students in Ghana who had already passed the entrance exam but lacked 
financing increased secondary and tertiary attainment and – ten years later – reduced fertility 
and improved labor market outcomes (Duflo et al., 2019).  

5.4 Other topics 

Early child education 

Earlier syntheses have little to say about early child education in Africa, largely because of a 
paucity of studies. Martinez et al. (2017) highlight that most evidence from low- and middle-
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income countries stems from Latin America and do not identify a single paper that predates 
2015 in Africa. Since then, several studies have come out, most of which examine the impact 
of access to early child education (Appendix Table 13). Martinez et al. (2017) use a 
randomized controlled trial to estimate the impact of community-based preschools in 
Mozambique and find that enrolled children are much more likely to be in primary school at 
the right age and that their test scores are higher, with larger effects for children from poorer 
households. Bietenbeck et al. (2019) take advantage of the expansion of pre-primary 
education in Kenya and Tanzania to compare siblings with access to siblings without; they 
find that children with access to preschool education are more likely to be in primary school, 
more likely to have advanced, and have moderately higher scores on cognitive tests (0.10 
standard deviations). Aunio et al. (2019)—with a simple cross-sectional regression approach 
and the selection challenges that entails—find a significant, positive correlation between 
kindergarten attendance and later numeracy skill in South Africa, even when controlling for 
other current skills (language and executive function). Krafft (2015) compares siblings with 
and without access to early child education in Egypt and finds that access translates to an 
additional year of total schooling. Woldehanna and Araya (2017) use an instrumental 
variables approach with Young Lives data in Ethiopia and find that preschool attendees in 
urban areas are 25 percent more likely to have completed secondary education than non-
attendees. Finally, Blimpo et al. (2019a) evaluate random assignment of community-based 
early child development centers in the Gambia and find that children from less-
disadvantaged families do worse, consistent with some evidence from high-income countries 
(Baker et al., forthcoming). 

Six studies examine the quality of early child education services. Blimpo et al. (2019a) also 
compare children who attended preschools that were randomly assigned to receive intensive 
teacher training, finding much higher language skills in children attending those schools. 
Morabito et al. (2018) evaluate children randomly assigned to high-quality versus low-quality 
preschools: they find no average effect on test scores, although there is evidence that high-
quality preschool has a positive impact for children with poorly educated fathers 
(compensating for inequality) and a negative impact for children with poorly educated 
mothers (reinforcing inequality). Four other interventions trained early child education 
providers—in Ghana, Kenya, and Malawi—and were discussed in section 5.1. 

Finally, at least one study examines a home-based program to strengthen children’s emergent 
literacy skills before they even begin school. In Kenya, randomly selected parents of young 
children received either children’s storybooks or storybooks with training on how to read the 
storybooks with children (Knauer et al. 2020). Children whose parents received both books 
and training demonstrated increased vocabulary. 

This new generation of early child education evidence suggests that there is value in these 
investments and capacity of governments and others to provide them on the African 
continent.    
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Education for girls 

Education for girls has long been cited as a potential high-value investment, by both 
researchers and policy makers (Evans et al. 2020). Discussing girls’ education as a separate 
category can be problematic, since earlier sections covered studies that reported impacts on 
girls. For example, the elimination of school fees for secondary school has shown consistent 
impacts in reducing adolescent marriage and fertility, and school construction in several 
countries has focused on ensuring that girls’ needs are met and have improved outcomes for 
girls. In this section, we discuss work on girls’ education that does not fit naturally into our 
other categories. A recent synthesis, not restricted to Africa but drawing heavily on research 
from the continent, suggests that the most effective investments to improve girls’ 
educational outcomes may be a mix of targeted and nontargeted investments (Evans and 
Yuan, 2019). Recent work in Africa backs that up: Duflo et al. (2020), in their evaluation of 
targeted instruction interventions in Ghana, find larger impacts for girls despite the fact that 
girls are not targeted by the intervention.  

Among targeted interventions not discussed earlier, providing negotiation training to 
secondary school girls in Zambia—including teaching them to advocate for their own 
education—improved educational outcomes over the subsequent several years (Ashraf et al., 
2020a). Providing sanitary pads to schoolgirls in Kenya reduced absenteeism significantly 
(Benshaul-Tolonen et al., 2019). A program that provided bicycles to schoolgirls in Zambia 
reduced girls’ commute time and their absenteeism from school, with modest impacts on 
mathematics learning (Fiala et al., 2020). Unlike a similar program in India, the program had 
no impact on dropout rates or grade advancement (Muralidharan and Prakash, 2017). 

Several recent studies look beyond educational outcomes to examine the impact of school-
based programs to improve other outcomes for girls (Appendix Table 14). Bandiera et al. 
(2020) find—using a randomized controlled trial in Uganda—that simultaneously providing 
vocational training as well as information about reproductive health to adolescent girls 
increased self-employment and reduced adolescent pregnancy and sexual violence four years 
later. A similar program in Tanzania had no impacts (Buehren et al., 2017). In Sierra Leone, a 
program provided similar services in the context of girls-only after-school clubs but was 
interrupted by the 2014 Ebola outbreak. Girls in participating communities were protected 
from the significant school dropout and adolescent pregnancy effects of the outbreak 
(Bandiera et al., 2019). A mentoring program intended to develop social and emotional life 
skills in Liberia increased primary school completion and the transition to secondary school 
(Koroknay-Palicz and Montalvao, 2019). Another girls-only safe space program—this one in 
Ethiopia—used longitudinal analysis and found gains in both literacy and the likelihood of 
accessing health services (Medhin and Erulkar, 2017). The findings demonstrate variation of 
impacts across settings even within countries. 

Private schools and other non-government school provision 

Private schools are an important part of the education landscape in Sub-Saharan Africa. On 
average across countries, fourteen percent of primary school students and nineteen percent 
of secondary school students were enrolled in secondary schools as of 2014, and that 
number had grown since the year 2000 (Baum et al., 2018). Private schools are perceived by 
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many parents to be of higher quality: in Kenya, even poor families were willing to undergo 
financial hardship to pay for so-called “low cost” private schools (Zuilkowski et al., 2018). 
Distinguishing the impact of private schools on student learning is generally difficult because 
of student selection effects: often, students with better off parents or parents more invested 
in education may be more likely to attend private schools. Beyond purely private schools, 
many African governments are entering into agreements with private school chains where 
they receive public resources to educate students at no charge. These public-private 
partnerships often seek to leverage the physical and human capital of private schools to 
increase access and learning. The last several years have seen some new work on private 
schools and public-private partnerships in Sub-Saharan Africa (Appendix Table 15). Most 
previous work on private schools has taken place in other regions, and to our knowledge, 
this topic is not covered in previous reviews focused on Africa. 

Recent studies seek to compare student outcomes in private and public schools in African 
countries. Wamalwa and Burns (2018) compare public school versus private school siblings 
within the same household (i.e., household fixed effects) in Kenya and identify literacy and 
numeracy gains in attending private schools. Despite efforts to gauge the potential extent of 
bias, the challenge remains of unobserved child characteristics determining whether a child is 
sent to private or public school. Also in Kenya, Zuilkowski et al. (2020) compare student 
scores over two academic years in low-cost private schools and government schools in 
Nairobi and find that, in general, the low-cost private schools do not produce better student 
outcomes over time. However, private schools yielded more learning gains when they 
received an instructional improvement intervention than did public schools. Lipcan et al. 
(2018) compare test scores, costs, and management practices across public and private 
schools in Lagos, Nigeria, and find that one international chain of private schools has higher 
student test scores relative to other private schools and public schools in literacy and relative 
to public schools only in mathematics. Adjusting for a set of observed student characteristics 
reduces the gains by a small amount. The authors make no claim to causality, as unobserved 
characteristics of students may still play a role in the results. A third study does not find any 
differences in management practices between public and private schools in Uganda, although 
it does find a significant association between the quality of management and student 
performance overall (Crawfurd, 2017). Two randomized controlled trials examine the impact 
of public-private partnerships, one for primary schools in Liberia and another for secondary 
schools in Uganda. In Liberia, the management of 93 randomly selected schools was 
delegated to one of eight different private organizations (Romero et al., 2020). Government 
teachers taught in both publicly and privately managed schools, but privately managed 
schools received more funding, and some raised additional funding independently. 
Ultimately, the privately managed schools achieved significantly higher test scores but at a 
significantly higher cost per student. In general, management of teachers was better at 
privately managed schools, but one chain kicked out students when their enrollment cap was 
reached and transferred less effective teachers to non-evaluated schools. Three years after 
implementation, the learning gains in privately managed schools failed to compound over 
time (Romero and Sandefur, 2019). Ultimately, private management of public schools 
proved to be a mixed bag.  
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In Uganda, a program randomized which private secondary schools participated in the 
public-private partnership and so documented the impact on private school performance 
(Barrera-Osorio et al. 2020). Participation in the partnerships boosted both enrollment and 
student performance. There is evidence of both an increase in inputs at the partnership 
schools and changes in student composition, favoring students with more educational 
advantage. The evaluation did not measure the impact relative to public schools. 

Non-profit school providers are another option, especially in the context of extreme poverty 
and poor state provision of schooling. In Guinea-Bissau, a non-profit randomly selected 
villages to provide four-year primary schools to substitute for existing government education 
(Fazzio et al. 2020). The schools had a custom-made structured pedagogy program and 
frequent monitoring and assessment of teachers and students. Students in intervention 
schools performed dramatically better on early grade reading and math tests. 

The private school and other non-government school evaluation literature is still nascent in 
Africa. While there is no compelling evidence that private schools or private management of 
schools deliver more learning than public schools, the revealed preference of many parents 
and demonstrated improvement in private schools suggests merit in continuing to examine 
the issue.  

6. Discussion 

6.1 What we learn 
The last five years of education and economics research in Africa demonstrate that there are 
a range of promising ways to continue to expand access to schools and to improve their 
quality. Earlier reviews of the evidence had little examination of mother tongue instruction 
programs and inconsistent coverage of structured pedagogy programs, both of which show 
sizeable impacts on learning. Likewise, a range of teacher policies show promising results, 
including teacher pay-for-performance programs at the primary level but also non-
remunerative interventions, such as teacher coaching and training teaching assistants. School 
feeding programs appear to be beneficial for both access and learning outcomes.  

As evidence on inputs – including education technology inputs – grows on the continent, its 
track record is decidedly mixed. Technology proves effective in some cases and not in 
others, reflecting the education technology findings in high-income countries and the fact 
that technology is a means to an end rather than an end in itself (Bulman and Fairlie 2016). 
Public-private partnerships likewise are proving no panacea to education systems in Africa.  

The last few years have provided several long-term studies on the elimination of primary 
school fees, showing positive results on later life outcomes, and a new generation of studies 
on reducing fees for secondary school similarly show gains both in access and in increased 
employment and reduced early fertility. Of course, the first step of constructing schools in 
places where there are no schools is likely an essential condition for further educational 
investments.  
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6.2 What we still need to learn 
The weaknesses of this evidence base are the same weaknesses of economics of education 
research throughout low- and middle-income countries. The first is the duration of impacts. 
The vast majority of interventions measure outcomes within twelve months of the onset of 
the intervention, with little information on the longer run time path of impacts (McEwan, 
2015). There are recent exceptions to that in the region, with studies studying impacts of 
experimental interventions two years after implementation (Cilliers et al., 2020a), three years 
after implementation (Bagby et al., 2016), seven years after implementation (Evans and 
Ngatia, 2020), and even ten years after implementation (Baird et al., 2016b; Ingwersen et al., 
2019). But most interventions still lack any long-term follow-up. Quasi-experimental studies 
that examine policy changes are showing much longer-term impacts, as in several of the fee 
elimination studies.  

The second is scale. Many evaluations of interventions are at relatively small scale. Outside 
of the interventions evaluating national policies, the median number of treated schools is just 
66 (Table 4), often implemented under the careful eye of a cautious researcher. Obviously, 
going to scale entails a host of challenges—both political and implementation—and 
sometimes those challenges ultimately undermine whatever worked well in the original 
evaluation (Bold et al., 2018). Design elements in pilots can facilitate moving to scale by, for 
example, testing a variety of elements to increase confidence in the optimal policy design, 
drawing on government systems when possible, and providing cost analysis (Gove et al., 
2017). 

Interventions where scale requires a large increase in financial resources but not a 
proportional increase in human resources (e.g., cash transfers or fee elimination) present a 
distinct set of challenges than those where scale requires a corresponding increase in human 
resources (a structured pedagogy program, for example). In some ways, the financial 
resources are easier to come by at large scale than the human resources, especially in 
education systems that historically have had difficulty recruiting and training qualified 
workers.  

A third challenge is cost-effectiveness. A natural response to the array of evidence we have 
presented is: But isn’t the benefit just half of the investment decision? Unfortunately, less 
than 30 percent of studies report cost-effectiveness (Table 3), which may be an increase 
from a few years ago (McEwan, 2015).18 Programs that provide consistent benefits in 
boosting access—including fee elimination, school construction, and school meals—also 
tend to have high fixed or recurrent costs (or both). Cost effectiveness analysis is essential 
for better policy decisions, and hopefully the new generation of studies will do more of that. 

 

18 Even if one had those data, comparing costs across settings entails many of the same challenges that 
comparing effect sizes entails (Evans and Popova, 2016a). 
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6.3 Applying research findings to policy 
These findings can help policymakers to update their existing beliefs as to the best starting 
points for discussions about education policy. Every place and time are different, and so 
synthesizing effective results is not intended to promote simple wholesale adoption of one 
program to another context. Achieving high-quality education in Africa will require a host of 
interventions at each education level – early child education, primary education, secondary 
education, etc. As a result, policymakers and the researchers who advise them can learn from 
successful interventions in two key ways. First, most simply, successful interventions in one 
context provide a starting point for discussions in another context (World Bank, 2018a).19 
Would that work here? Why or why not? Second, we can examine the principles behind the 
success of interventions rather than focusing on specific point estimates (Muralidharan, 
2017). Specifically, we can ask what the theory behind the program is, whether the required 
conditions in a new context hold for that theory to apply, whether the same behavior change 
would be expected in the new context, based on existing evidence, and whether the program 
could be well implemented (Bates and Glennerster, 2017). In some cases, a different 
program design may be more effective at achieving the same change in teacher or student 
behavior in a new country because of different contextual factors. Certain classes of 
programs that have been successful across several contexts—like structured pedagogy 
programs, school feeding programs, school fee elimination programs, or mother tongue 
instruction programs—may provide starting points for policy discussions in other areas.   

The education impact evaluation evidence in Africa is shifting from simple tests of what 
works and what does not to what implementation design is most effective in a given context. 
As Duflo (2017) writes, “our models give us very little theoretical guidance on what (and 
how) details will matter.” But the growing array of evidence can guide us in the path 
forward. 

  

 

19 Most immediately, evaluations can inform policy decisions in the same context, as demonstrated by the 
multifaceted use of evaluations by the Department of Basic Education in South Africa (Pophiwa et al., 2020). 
This is less relevant to the present synthesis of evidence from many countries. 



25 

7. Works cited 

 Abrami, P. C., Wade, C. A., Lysenko, L., Marsh, J., and Gioko, A. (2016). Using educational 
technology to develop early literacy skills in Sub-Saharan Africa. Education and Information 
Technologies, 21(4), 945–964. https://doi.org/10.1007/s10639-014-9362-4 

Adelman, M., Holland, P., and Heidelk, T. (2017). Increasing Access by Waiving Tuition: 
Evidence from Haiti. Comparative Education Review, 61(4), 804–831. 
https://doi.org/10.1086/693904 

Adeniran, A., Ishaku, J., & Akanni, L. (2020). Is Nigeria Experiencing a Learning Crisis: 
Evidence from Curriculum-matched Learning Assessment. Centre for the Study of the 
Economies of Africa Working Paper. 
https://riseprogramme.org/sites/default/files/inline-files/Adeniran-
Nigeria_learning_crisis.pdf 

Ajayi, K., and Ross, P. (forthcoming). The Effects of Education on Financial Outcomes: 
Evidence from Kenya. Economic Development and Cultural Change. 
https://doi.org/10.1086/702996 

Aker, J. C., and Ksoll, C. (2019). Call me educated: Evidence from a mobile phone 
experiment in Niger. Economics of Education Review, 72, 239–257. 
https://doi.org/10.1016/j.econedurev.2019.05.001 

Akresh, R., De Walque, D. B. C. M., and Kazianga, H. (2016). Evidence from a randomized 
evaluation of the household welfare impacts of conditional and unconditional cash transfers given to 
mothers or fathers (No. WPS7730; pp. 1–49). The World Bank. 
http://documents.worldbank.org/curated/en/944741467047531083/Evidence-from-a-
randomized-evaluation-of-the-household-welfare-impacts-of-conditional-and-
unconditional-cash-transfers-given-to-mothers-or-fathers 

Angrist, N., Djankov, S., Goldberg, P. K., and Patrinos, H. A. (2019). Measuring Human 
Capital (No. WPS8742; pp. 1–46). The World Bank. 
http://documents.worldbank.org/curated/en/540801550153933986/Measuring-
Human-Capital 

Ashraf, N., Bau, N., Low, C., and McGinn, K. (2020a). Negotiating a Better Future: How 
Interpersonal Skills Facilitate Intergenerational Investment. The Quarterly Journal of 
Economics, 135(2), 1095–1151. https://doi.org/10.1093/qje/qjz039 

Ashraf, N., Bau, N., Nunn, N., and Voena, A. (2020b). Bride Price and Female Education. 
Journal of Political Economy, 128(2), 591–641. https://doi.org/10.1086/704572 

Attanasio, O., Caeyers, B., Cattan, S., Sosa, L.C., Krutikova, S., and Leighton, P. 2019. 
“Improving Early Childhood Development in Rural Ghana Through Scalable 
Community-Run Play Schemes: Programme Impact Evaluation Report.” Working 
Paper. https://www.ifs.org.uk/uploads/Impact%20report_submitted.pdf. 

Atuhurra, J. F. (2016). Does community involvement affect teacher effort? Assessing 
learning impacts of Free Primary Education in Kenya. International Journal of Educational 
Development, 49, 234–246. https://doi.org/10.1016/j.ijedudev.2016.03.008 

Aunio, P., Korhonen, J., Ragpot, L., Törmänen, M., Mononen, R., and Henning, E. (2019). 
Multi-factorial approach to early numeracy—The effects of cognitive skills, language 
factors and kindergarten attendance on early numeracy performance of South African 



26 

first graders. International Journal of Educational Research, 97, 65–76. 
https://doi.org/10.1016/j.ijer.2019.06.011 

Aurino, E., Gelli, A., Adamba, C., Osei-Akoto, I., and Alderman, H. (2019). Food for thought? 
Experimental evidence on the learning impacts of a large-scale school feeding program [Working 
Paper]. 
https://custom.cvent.com/4E741122FD8B4A1B97E483EC8BB51CC4/files/0e417a59
2b7f494abaa559eccf646ee3.pdf 

Azomahou, T. T., Diagne, A., and Diallo, F. L. (2019). Non-compliance and Non-response 
in Randomised School Meals Experiment: Evidence from Rural Senegal. Journal of 
African Economies, 28(5), 533–557. https://doi.org/10.1093/jae/ejz008 

Bagby, E., Dumitrescu, A., Orfield, C., and Sloan, M. (2016). Long-Term Evaluation of the 
IMAGINE Project in Niger (English version). Mathematica Policy Research. 
https://www.mathematica.org/our-publications-and-findings/publications/imagine-
report-english-june-2016 

Baird, S., Chirwa, E., de Hoop, J., and Özler, B. (2016a). Girl Power: Cash Transfers and 
Adolescent Welfare: Evidence from a Cluster-Randomized Experiment in Malawi. In S. 
Edwards, S. Johnson, and D. Weil (Eds.), African Successes, Volume II: Human Capital (pp. 
139–164). https://www.nber.org/chapters/c13380 

Baird, S., Hicks, J. H., Kremer, M., and Miguel, E. (2016b). Worms at Work: Long-run 
Impacts of a Child Health Investment. The Quarterly Journal of Economics, 131(4), 1637–
1680. https://doi.org/10.1093/qje/qjw022 

Baird, S., McIntosh, C., & Özler, B. (2011). Cash or Condition? Evidence from a Cash 
Transfer Experiment. The Quarterly Journal of Economics, 126(4), 1709–1753. 
https://doi.org/10.1093/qje/qjr032 

Baird, S., McIntosh, C., and Özler, B. (2019). When the money runs out: Do cash transfers 
have sustained effects on human capital accumulation? Journal of Development Economics, 
140, 169–185. https://doi.org/10.1016/j.jdeveco.2019.04.004 

Baker, M., Gruber, J., and Milligan, K. (forthcoming). Non-cognitive Deficits and Young 
Adult Outcomes: The Long-Run Impacts of a Universal Childcare Program. American 
Economic Journal:  Economic Policy. https://economics.mit.edu/files/19099 

Bandiera, O., Buehren, N., Burgess, R., Goldstein, M., Gulesci, S., Rasul, I., and Sulaiman, 
M. (2020). Women’s Empowerment in Action: Evidence from a Randomized Control 
Trial in Africa. American Economic Journal: Applied Economics, 12(1), 210–259. 
https://doi.org/10.1257/app.20170416 

Bandiera, O., Buehren, N., Goldstein, M. P., Rasul, I., and Smurra, A. (2019). The Economic 
Lives of Young Women in the Time of Ebola: Lessons from an Empowerment Program (No. 
WPS8760; pp. 1–80). The World Bank. 
http://documents.worldbank.org/curated/en/452451551361923106/The-Economic-
Lives-of-Young-Women-in-the-Time-of-Ebola-Lessons-from-an-Empowerment-
Program 

Barrera-Osorio, F., Galbert, P. D., Habyarimana, J., & Sabarwal, S. (2020). The Impact of 
Public-Private Partnerships on Private School Performance: Evidence from a 
Randomized Controlled Trial in Uganda. Economic Development and Cultural Change, 
68(2), 429–469. https://doi.org/10.1086/701229 

  



27 

Barton, N., Bold, T., and Sandefur, J. 2017. “Measuring Rents from Public Employment: 
Regression Discontinuity Evidence from Kenya.” Working Paper. Rochester, NY. 
https://doi.org/10.2139/ssrn.3013390. 

Bashir, S., Lockheed, M. E., Ninan, E., and Tan, J.-P. (2018). Facing Forward: Schooling for 
Learning in Africa (No. 130473; pp. 1–505). The World Bank. 
http://documents.worldbank.org/curated/en/113581538650102794/Facing-Forward-
Schooling-for-Learning-in-Africa 

Bates, M. A., and Glennerster, R. (2017). The Generalizability Puzzle. Standford Social 
Innovation Review. https://ssir.org/articles/entry/the_generalizability_puzzle 

Baum, D. R., Cooper, R., and Lusk-Stover, O. (2018). Regulating market entry of low-cost 
private schools in Sub-Saharan Africa: Towards a theory of private education regulation. 
International Journal of Educational Development, 60, 100–112. 
https://doi.org/10.1016/j.ijedudev.2017.10.020 

Beasley, E., and Huillery, E. (2017). Willing but Unable? Short-term Experimental Evidence 
on Parent Empowerment and School Quality. The World Bank Economic Review, 31(2), 
531–552. https://doi.org/10.1093/wber/lhv064 

Beg, Sabrin, Anne Fitzpatrick, Adrienne M. Lucas, Edward Tsinigo, and Henry Atimone. 
2020. “Strengthening Teaching Accountability to Reach All Students.” IPA Ghana. 
http://documents1.worldbank.org/curated/en/184851585721598666/pdf/Strengtheni
ng-Teacher-Accountability-to-Reach-All-Students-STARS-Milestone-4-Impact-Analysis-
Report.pdf. 

Benhassine, N., Devoto, F., Duflo, E., Dupas, P., and Pouliquen, V. (2015). Turning a Shove 
into a Nudge? A “Labeled Cash Transfer” for Education. American Economic Journal: 
Economic Policy, 7(3), 86–125. https://doi.org/10.1257/pol.20130225 

Benshaul-Tolonen, A., Zulaika, G., Nyothach, E., Oduor, C., Mason, L., Obor, D., 
Alexander, K. T., Laserson, K. F., and Phillips-Howard, P. (2019). Pupil Absenteeism, 
Measurement, and Menstruation: Evidence from Western Kenya [CDEP-CGEG Working Paper 
Series No. 74]. 
https://anjatolonen.files.wordpress.com/2019/03/cdep_absenteeism.pdf 

Bietenbeck, J., Ericsson, S., and Wamalwa, F. M. (2019). Preschool Attendance, School 
Progression, and Cognitive Skills in East Africa. IZA Institute of Labor Economics. 
https://janbietenbeck.com/BEW_preschools_preprint_no_OA.pdf 

Blimpo, M. P., Amaro Da Costa Luz Carneiro, P. M., Jervis, P., and Pugatch, T. (2019a). 
Improving Access and Quality in Early Childhood Development Programs: Experimental Evidence 
from The Gambia (No. WPS8737; pp. 1–43). The World Bank. 
http://documents.worldbank.org/curated/en/319421550087245992/Improving-
Access-and-Quality-in-Early-Childhood-Development-Programs-Experimental-
Evidence-from-The-Gambia 

Blimpo, M. P., Evans, D., and Lahire, N. (2015). Parental human capital and effective school 
management: Evidence from The Gambia (No. WPS7238; pp. 1–56). The World Bank. 
http://documents.worldbank.org/curated/en/923441468191341801/Parental-human-
capital-and-effective-school-management-evidence-from-The-Gambia 

Blimpo, M. P., Gajigo, O., and Pugatch, T. (2019b). Financial Constraints and Girls’ 
Secondary Education: Evidence from School Fee Elimination in The Gambia. The World 
Bank Economic Review, 33(1), 185–208. https://doi.org/10.1093/wber/lhw051 



28 

Blimpo, M. P., and Pugatch, T. (2020). Entrepreneurship Education and Teacher Training in 
Rwanda [Working Paper]. https://riseprogramme.org/sites/default/files/inline-
files/PUGATCH.pdf 

Boahen, E. A., and Yamauchi, C. (2018). The Effect of Female Education on Adolescent 
Fertility and Early Marriage: Evidence from Free Compulsory Universal Basic Education 
in Ghana. Journal of African Economies, 27(2), 227–248. 
https://doi.org/10.1093/jae/ejx025 

Bold, T., Filmer, D., Martin, G., Molina, E., Stacy, B., Rockmore, C., Svensson, J., and Wane, 
W. (2017). Enrollment without Learning: Teacher Effort, Knowledge, and Skill in 
Primary Schools in Africa. Journal of Economic Perspectives, 31(4), 185–204. 
https://doi.org/10.1257/jep.31.4.185 

Bold, T., Kimenyi, M., Mwabu, G., Ng’ang’a, A., and Sandefur, J. (2018). Experimental 
evidence on scaling up education reforms in Kenya. Journal of Public Economics, 168, 1–20. 
https://doi.org/10.1016/j.jpubeco.2018.08.007 

Brudevold-Newman, A. (2019). The Impacts of Free Secondary Education: Evidence from Kenya 
[Working Paper]. 
https://drive.google.com/file/d/0BwWpbm7dAutoRjRpWUJ5alRtOERncV9oeng0UF
BzRzUwSE1j/view 

Brunette, T., Piper, B., Jordan, R., King, S., and Nabacwa, R. (2019). The impact of mother 
tongue reading instruction in twelve Ugandan languages and the role of language 
complexity, socioeconomic factors, and program implementation. Comparative Education 
Review, 63(4), 591–612. https://doi.org/10.1086/705426 

Buehren, N., Goldstein, M. P., Gulesci, S., Sulaiman, M., and Yam, V. (2017). Evaluation of an 
adolescent development program for girls in Tanzania (No. WPS7961; pp. 1–25). The World 
Bank. http://documents.worldbank.org/curated/en/245071486474542369/Evaluation-
of-an-adolescent-development-program-for-girls-in-Tanzania 

Bulman, G., and Fairlie, R. W. (2016). Chapter 5: Technology and Education: Computers, 
Software, and the Internet. In Handbook of the Economics of Education, Volume 5. 
Elsevier. https://people.ucsc.edu/~gbulman/tech_2016.pdf 

Card, D., and Krueger, A. B. (1992). Does School Quality Matter? Returns to Education and 
the Characteristics of Public Schools in the United States. Journal of Political Economy, 
100(1), 1–40. JSTOR. 

Cardim, J., Molina Millán, T., and Vicente, P. (2019). Technology-Aided Instruction in Primary 
Education: Experimental Evidence from Angola [Working Paper]. 
https://custom.cvent.com/4E741122FD8B4A1B97E483EC8BB51CC4/files/Event/ca
4fa1845a194f7fa5fed5711b3c0a8f/ce84c22d75cd42748fd5feca3991f2a8.pdf 

Carneiro, P., Koussihouèdé, O., Lahire, N., Meghir, C., and Mommaerts, C. (2020). School 
Grants and Education Quality: Experimental Evidence from Senegal. Economica, 87(345), 
28–51. https://doi.org/10.1111/ecca.12302 

Chelwa, G., Pellicer, M., and Maboshe, M. (2019). Teacher Pay and Educational Outcomes: 
Evidence from the Rural Hardship Allowance in Zambia. South African Journal of 
Economics, 87(3), 255–282. https://doi.org/10.1111/saje.12227 

Chicoine, L. (2019). Schooling with learning: The effect of free primary education and 
mother tongue instruction reforms in Ethiopia. Economics of Education Review, 69, 94–107. 
https://doi.org/10.1016/j.econedurev.2019.01.002 



29 

Chicoine, L. (2020). Free Primary Education, Fertility, and Women’s Access to the Labor 
Market: Evidence from Ethiopia. The World Bank Economic Review. 
https://doi.org/10.1093/wber/lhz042 

Cilliers, J., Fleisch, B., Kotze, J., Mohohlwane, M., and Taylor, S. (2020a). The Challenge of 
Sustaining Effective Teaching: Spillovers, Fade-out, and the Cost-effectiveness of Teacher Development 
Programs [Working Paper]. 
https://www.dropbox.com/s/6xmv7283oxoysj2/The%20Challenge%20of%20Sustaini
ng%20Effective%20Teaching%20with%20appendix.pdf?dl=0 

Cilliers, J., Fleisch, B., Kotze, J., Mohohlwane, N., Taylor, S., and Thulare, T. (2020b). Can 
Virtual Replace In-person Coaching? Experimental Evidence on Teacher Professional 
Development and Student Learning in South Africa. [Unpublished Working Paper]. 

Cilliers, J., Fleisch, B., Prinsloo, C., and Taylor, S. (2019). How to improve teaching practice? 
An experimental comparison of centralized training and in-classroom coaching. Journal of 
Human Resources, 0618-9538R1. https://doi.org/10.3368/jhr.55.3.0618-9538R1 

Cilliers, J., Mbiti, I. M., and Zeitlin, A. (2020c). Can Public Rankings Improve School 
Performance? Evidence from a Nationwide Reform in Tanzania. Journal of Human 
Resources, 0119-9969R1. https://doi.org/10.3368/jhr.56.3.0119-9969R1 

Conn, K. M. (2014). Identifying Effective Education Interventions in Sub-Saharan Africa: A meta-
analysis of rigorous impact evaluations [Columbia University]. 
https://doi.org/10.7916/D898854G 

Conn, K. M. (2017). Identifying Effective Education Interventions in Sub-Saharan Africa: A 
Meta-Analysis of Impact Evaluations. Review of Educational Research, 87(5), 863–898. 
https://doi.org/10.3102/0034654317712025 

Crawfurd, L. (2017). School Management and Public–Private Partnerships in Uganda. Journal 
of African Economies, 26(5), 539–560. https://doi.org/10.1093/jae/ejx021 

Davis, B., Handa, S., Hypher, N., Rossi, N. W., Winters, P., and Yablonski, J. (2016). From 
evidence to action: The story of cash transfers and impact evaluation in sub-Saharan Africa. FAO, 
UNICEF, and Oxford University Press. https://doi.org/10.4060/0b24b92e-5254-4d06-
a317-84ccd6babe23 

de Hoop, J., and Rosati, F. C. (2014). Does promoting school attendance reduce child labor? 
Evidence from Burkina Faso’s BRIGHT project. Economics of Education Review, 39, 78–96. 
https://doi.org/10.1016/j.econedurev.2013.11.001 

de Hoop, T., Ring, H., Siwach, G., Dias, P., Tembo, G., Rothbard, V., and Toungui, A. 
(2020). Impact of e-Learning Technology and Activity-Based Learning on Learning Outcomes: 
Experimental Evidence from Community Schools in Rural Zambia. 
https://custom.cvent.com/4E741122FD8B4A1B97E483EC8BB51CC4/files/dehoopt.
pdf 

De Walque, D. B. C. M., and Valente, C. (2019). Incentivizing school attendance in the presence of 
parent-child information frictions (No. WPS8476; pp. 1–63). The World Bank. 
http://documents.worldbank.org/curated/en/720071529003623702/Incentivizing-
school-attendance-in-the-presence-of-parent-child-information-frictions 

Delesalle, E. (2019). The Effect of the Universal Primary Education Program on Labor Market 
Outcomes: Evidence from Tanzania (Working Paper No. 25789). National Bureau of 
Economic Research. https://doi.org/10.3386/w25789 



30 

Derksen, L., Leclerc, C., and Souza, P. C. (2020). Searching for Answers: The Impact of Student 
Access to Wikipedia [Working Paper]. 
https://warwick.ac.uk/fac/soc/economics/research/centres/cage/manage/publication
s/450-2019_souza.pdf 

Deschênes, S., and Hotte, R. (2019). Assessing the Effects of an Education Policy on Women’s Well-
being: Evidence from Benin (halshs-02179704; PSE Working Papers). HAL. 
https://ideas.repec.org/p/hal/psewpa/halshs-02179704.html 

Diagne, A., Moustapha LO, M., Sokhna, O., and L. Diallo, F. (2014). Evaluation of the Impact of 
School Canteen Programs on Internal Efficiency of Schools, Cognitive Acquisitions and Learning 
Capacities of Students in Rural Primary Schools in Senegal (SSRN Scholarly Paper ID 3167973). 
Social Science Research Network. https://papers.ssrn.com/abstract=3167973 

Donfouet, H., Ngware, M., Hungi, N., and Kitsao-Wekulo, P. (2018). Cost and Cost-
Effectiveness of a Pre-Primary School Program in Kenya [Economics Working Paper Archive 
(University of Rennes 1 and University of Caen)]. Center for Research in Economics 
and Managemesnt (CREM), University of Rennes 1, University of Caen and CNRS. 
https://econpapers.repec.org/paper/tutcremwp/2018-09.htm 

Duflo, A., Kiessel, J., and Lucas, A. (2020). External Validity: Four Models of Improving Student 
Achievement (Working Paper No. 27298). National Bureau of Economic Research. 
https://doi.org/10.3386/w27298 

Duflo, E. (2017). Richard T. Ely Lecture: The Economist as Plumber. American Economic 
Review, 107(5), 1–26. https://doi.org/10.1257/aer.p20171153 

Duflo, E., Dupas, P., and Kremer, M. (2015a). School governance, teacher incentives, and 
pupil–teacher ratios: Experimental evidence from Kenyan primary schools. Journal of 
Public Economics, 123, 92–110. https://doi.org/10.1016/j.jpubeco.2014.11.008 

Duflo, E., Dupas, P., and Kremer, M. (2015b). Education, HIV, and Early Fertility: 
Experimental Evidence from Kenya. American Economic Review, 105(9), 2757–2797. 
https://doi.org/10.1257/aer.20121607 

Duflo, E., Dupas, P., and Kremer, M. (2019). The Impact of Free Secondary Education: 
Experimental Evidence from Ghana. Massachusetts Institute of Technology Working Paper 
Cambridge. https://web.stanford.edu/~pdupas/DDK_GhanaScholarships.pdf 

Education Sub Saharan Africa. (2020). African Education Research Databas. https://essa-
africa.org/about_ESSA 

Evans, D., Hausladen, S., Kosec, K., and Reese, N. (2014). Community-Based Conditional Cash 
Transfers in Tanzania:Results from a Randomized Trial. The World Bank. 
https://doi.org/10.1596/978-1-4648-0141-9 

Evans, D., and Ngatia, M. (2020). School Uniforms, Short-Run Participation, and Long-Run 
Outcomes: Evidence from Kenya. The World Bank Economic Review. 
https://doi.org/10.1093/wber/lhaa004 

Evans, D., and Popova, A. (2016a). Cost-Effectiveness Analysis in Development: 
Accounting for Local Costs and Noisy Impacts. World Development, 77, 262–276. 
https://doi.org/10.1016/j.worlddev.2015.08.020 

Evans, D., and Popova, A. (2016b). What Really Works to Improve Learning in Developing 
Countries? An Analysis of Divergent Findings in Systematic Reviews. The World Bank 
Research Observer, 31(2), 242–270. https://doi.org/10.1093/wbro/lkw004 



31 

Evans, D., and Yuan, F. (2019). What We Learn about Girls’ Education from Interventions that Do 
Not Focus on Girls (No. WPS8944; pp. 1–45). The World Bank. 
http://documents.worldbank.org/curated/en/243741563805734157/What-We-Learn-
about-Girls-Education-from-Interventions-that-Do-Not-Focus-on-Girls 

Evans, D., and Yuan, F. (2020). How Big Is a Big Effect Size in International Education 
Studies? [Unpublished Manuscript]. 

Evans, D., Filmer, D. P., and Yuan, F. (2020). Are Teachers in Africa Poorly Paid? Evidence from 
15 Countries [Unpublished Manuscript]. 

Eyal, K., and Woolard, I. (2014). Cash Transfers and Teen Education: Evidence from South Africa. 
https://www.researchgate.net/publication/267391729_Cash_Transfers_and_Teen_Edu
cation_Evidence_from_South_Africa?channel=doiandlinkId=544e4c350cf29473161b89
77andshowFulltext=true 

Falisse, J.-B., Huysentruyt, M., and Olofsgård, A. (2019). Incentivizing Textbooks for Self-Study: 
Experimental Evidence on Student Learning from the Democratic Republic of Congo * [Working 
Paper]. https://novafrica.org/wp-content/uploads/2019/05/textbook-paper-May-19-
2019-final-Lisbon-draft-clean.pdf 

Fazzio, I., Eble, A., Lumsdaine, R., Boone, P., Bouy, B., Hsieh, J., Jayanty, C., Johnson, S., 
and Silva, A. F. (2020). Large Learning Gains in Pockets of Extreme Poverty: 
Experimental Evidence from Guinea Bissau [Working Paper]. 
http://www.alexeble.com/research 

Fiala, N., Garcia-Hernandez, A., Narula, K., and Prakash, N. (2020, January). Wheels of 
Change: Transforming Women’s Lives with Education and Empowerment. Center for the Study of 
African Economies Conference Papers. 
https://www.dropbox.com/s/is9sc8khliipbx3/Slides_Cycles%20%28Dec%202019%29
.pdf?dl=0 

Filmer, D., Rogers, H., Angrist, N., and Sabarwal, S. (2020). Learning-adjusted years of 
schooling (LAYS): Defining a new macro measure of education. Economics of Education 
Review, 101971. https://doi.org/10.1016/j.econedurev.2020.101971 

Fiszbein, A., Schady, N., Ferreira, F. H. G., Grosh, M., Keleher, N., Olinto, P., and Skoufias, 
E. (2009). Conditional cash transfers: Reducing present and future poverty (No. 47603; pp. 1–384). 
The World Bank. 
http://documents.worldbank.org/curated/en/914561468314712643/Conditional-cash-
transfers-reducing-present-and-future-poverty 

Gajigo, O. 2016. “Closing the Education Gender Gap: Estimating the Impact of Girls’ 
Scholarship Program in The Gambia.” Education Economics 24 (2): 167–88. 
https://doi.org/10.1080/09645292.2014.985287. 

Ganimian, A. J., and Murnane, R. J. (2016). Improving Education in Developing Countries: 
Lessons From Rigorous Impact Evaluations. Review of Educational Research. 
https://doi.org/10.3102/0034654315627499 

Gilligan, D. O., Karachiwalla, N., Kasirye, I., Lucas, A. M., and Neal, D. (2019). Educator 
Incentives and Educational Triage in Rural Primary Schools. Journal of Human Resources, 
1118-9871R2. https://doi.org/10.3368/jhr.57.1.1118-9871R2 

Glewwe, Ilias, N., and Kremer, M. (2010). Teacher Incentives. American Economic Journal: 
Applied Economics, 2(3), 205–227. https://doi.org/10.1257/app.2.3.205 



32 

Glewwe, P., Hanushek, E. A., Humpage, S. D., and Ravina, R. (2014). School Resources and 
Educational Outcomes in Developing Countries: A Review of the Literature from 1990 
to 2010. In P. W. Glewwe (Ed.), Education Policy in Developing Countries. University of 
Chicago Press. 

Glewwe, P., Kremer, M., and Moulin, S. (2009). Many Children Left Behind? Textbooks and 
Test Scores in Kenya. American Economic Journal: Applied Economics, 1(1), 112–135. 
https://doi.org/10.1257/app.1.1.112 

Glewwe, P., and Muralidharan, K. (2016). Chapter 10 - Improving Education Outcomes in 
Developing Countries: Evidence, Knowledge Gaps, and Policy Implications. In E. A. 
Hanushek, S. Machin, and L. Woessmann (Eds.), Handbook of the Economics of Education 
(Vol. 5, pp. 653–743). Elsevier. https://doi.org/10.1016/B978-0-444-63459-7.00010-5 

Gove, A., Poole, M. K., and Piper, B. (2017). Designing for Scale: Reflections on Rolling 
Out Reading Improvement in Kenya and Liberia. New Directions for Child and 
Adolescent Development, 2017(155), 77–95. https://doi.org/10.1002/cad.20195 

Habyarimana, J. P., and Sabarwal, S. (2018). Re-Kindling Learning: EReaders in Lagos (No. 
WPS8665; pp. 1–35). The World Bank. 
http://documents.worldbank.org/curated/en/659331544105347027/Re-Kindling-
Learning-eReaders-in-Lagos 

Hanushek, E. A., and Woessmann, L. (2008). The Role of Cognitive Skills in Economic 
Development. Journal of Economic Literature, 46(3), 607–668. 
https://doi.org/10.1257/jel.46.3.607 

Hassan, F., and Lucchino, P. (2016). Powering education [CEP Discussion Paper 1438]. 
http://eprints.lse.ac.uk/67673/ 

Haushofer, J., and Shapiro, J. (2016). The Short-term Impact of Unconditional Cash 
Transfers to the Poor: Experimental Evidence from Kenya. The Quarterly Journal of 
Economics, 131(4), 1973–2042. https://doi.org/10.1093/qje/qjw025 

Hulett, J. L., Weiss, R. E., Bwibo, N. O., Galal, O. M., Drorbaugh, N., and Neumann, C. G. 
(2014). Animal source foods have a positive impact on the primary school test scores of 
Kenyan schoolchildren in a cluster-randomised, controlled feeding intervention trial. 
British Journal of Nutrition, 111(5), 875–886. 
https://doi.org/10.1017/S0007114513003310 

Ingwersen, N., Kazianga, H., Linden, L. L., Mamun, A., Protik, A., and Sloan, M. (2019). The 
Long-Term Impacts of Girl-Friendly Schools: Evidence from the Bright School Construction Program 
in Burkina Faso [NBER Working Paper No. w25994]. 
https://www.nber.org/papers/w25994.pdf 

ùûFDQ��7��%���5RVHQEOXP��'���DQG�7LQNHU��.����������6FKRRO�)HHV�DQG�$FFHVV�WR�Primary 
Education: Assessing Four Decades of Policy in Sub-Saharan Africa. Journal of African 
Economies, 24(4), 559–592. https://doi.org/10.1093/jae/ejv007 

Jere-Folotiya, J., Chansa-Kabali, T., Munachaka, J. C., Sampa, F., Yalukanda, C., 
Westerholm, J., Richardson, U., Serpell, R., and Lyytinen, H. (2014). The effect of using 
a mobile literacy game to improve literacy levels of grade one students in Zambian 
schools. Educational Technology Research and Development, 62(4), 417–436. 
https://doi.org/10.1007/s11423-014-9342-9 



33 

John, I. E., Udofia, N.-A., Udoh, N. A., and Anagbogu, M. A. (2016). Development of e-
career guidance programme for secondary schools in Akwa Ibom State. Educational 
Media International, 53(4), 298–312. https://doi.org/10.1080/09523987.2016.1254886 

Johnston, J., and Ksoll, C. (2017). Effectiveness of Interactive Satellite Transmitted Instruction: 
Experimental Evidence from Ghanaian Primary Schools [Center for Education Policy Analysis 
(CEPA) Working Paper No. 17-08]. 
https://cepa.stanford.edu/sites/default/files/wp17-08-v201708.pdf 

Jones, S., Sohnesen, T. P., and Trifkovic, N. (2018). The evolution of private returns to 
education during post-conflict transformation: Evidence from Mozambique. World 
Institute for Development Economics Research (WIDER) Working Paper, 2018. 
https://doi.org/10.35188/UNU-WIDER/2018/585-5 

Jukes, M. C. H., Turner, E. L., Dubeck, M. M., Halliday, K. E., Inyega, H. N., Wolf, S., 
Zuilkowski, S. S., and Brooker, S. J. (2017). Improving Literacy Instruction in Kenya 
Through Teacher Professional Development and Text Messages Support: A Cluster 
Randomized Trial. Journal of Research on Educational Effectiveness, 10(3), 449–481. 
https://doi.org/10.1080/19345747.2016.1221487 

Kavuma, S. N., Morrissey, O., Upward, R., and UNU-WIDER. (2015). Private returns to 
education for wage-employees and the self-employed in Uganda. World Institute for 
Development Economics Research (WIDER) Working Paper. https://doi.org/10.35188/UNU-
WIDER/2015/906-0 

Kazianga, H., Linden, L. L., Protik, A., and Sloan, M. (2019). The Medium-Term Impacts of Girl-
Friendly Schools: Seven-Year Evidence from School Construction in Burkina Faso (Working Paper 
No. 26006). National Bureau of Economic Research. https://doi.org/10.3386/w26006 

Kerwin, J. T., and Thornton, R. L. (2020). Making the Grade: The Sensitivity of Education 
Program Effectiveness to Input Choices and Outcome Measures. The Review of Economics 
and Statistics, 1–45. https://doi.org/10.1162/rest_a_00911 

Kilburn, K., Handa, S., Angeles, G., Mvula, P., and Tsoka, M. (2017). Short-term impacts of 
an unconditional cash transfer program on child schooling: Experimental evidence from 
Malawi. Economics of Education Review, 59, 63–80. 
https://doi.org/10.1016/j.econedurev.2017.06.002 

Knauer, H. A., Jakiela, P., Ozier, O.,  Aboud, F., & Fernald, L. C. H. (2020). Enhancing 
young children’s language acquisition through parent–child book-sharing: A randomized 
trial in rural Kenya. Early Childhood Research Quarterly, 50, 179–190. 
https://doi.org/10.1016/j.ecresq.2019.01.002 

Koroknay-Palicz, T., and Montalvao, J. (2019). The Impact of Social and Emotional Learning: 
Experimental Evidence from Adolescent Girls in Liberia [Working Paper]. 
http://conference.iza.org/conference_files/Gender_2019/koroknay-palicz_t25104.pdf 

Kotze, J., Fleisch, B., and Taylor, S. (2019). Alternative forms of early grade instructional 
coaching: Emerging evidence from field experiments in South Africa. International Journal 
of Educational Development, 66, 203–213. https://doi.org/10.1016/j.ijedudev.2018.09.004 

Krafft, C. (2015). Increasing educational attainment in Egypt: The impact of early childhood 
care and education. Economics of Education Review, 46, 127–143. 
https://doi.org/10.1016/j.econedurev.2015.03.006 

Kraft, M. A. (2020). Interpreting Effect Sizes of Education Interventions. Educational 
Researcher, 49(4), 241–253. https://doi.org/10.3102/0013189X20912798 



34 

Kremer, M., Brannen, C., and Glennerster, R. (2013). The Challenge of Education and 
Learning in the Developing World. Science, 340(6130), 297–300. 
https://doi.org/10.1126/science.1235350 

Kremer, M., and Miguel, E. (2007). The Illusion of Sustainability. The Quarterly Journal of 
Economics, 122(3), 1007–1065. https://doi.org/10.1162/qjec.122.3.1007 

Krishnaratne, S., White, H., and Carpenter, E. (2013). Quality education for all children? What 
works in education in developing countries | 3ie (Working Paper 20: 155). New Delhi: 
International Initiative for Impact Evaluation (3ie). 
https://www.3ieimpact.org/evidence-hub/publications/working-papers/quality-
education-all-children-what-works-education 

Kuepié, M., and Nordman, C. J. (2016). Where Does Education Pay Off in Sub-Saharan 
Africa? Evidence from Two Cities of the Republic of Congo. Oxford Development Studies, 
44(1), 1–27. https://doi.org/10.1080/13600818.2015.1110568 

Laitin, D. D., Ramachandran, R., and Walter, S. L. (2019). The Legacy of Colonial Language 
Policies and Their Impact on Student Learning: Evidence from an Experimental 
Program in Cameroon. Economic Development and Cultural Change, 68(1), 239–272. 
https://doi.org/10.1086/700617 

Le Nestour, A., and Sandefur, J. (2020). Africa’s Literacy Boom, 1940-2000 [Unpublished 
Manuscript]. 

Leaver, C., Ozier, O., Serneels, P., and Zeitlin, A. (2019). Recruitment, effort, and retention effects of 
performance contracts for civil servants: Experimental evidence from Rwandan primary schools. 
https://www.poverty-action.org/publication/recruitment-effort-and-retention-effects-
performance-contracts-civil-servants 

Lehmann-Uschner, K. (2020). Returns to Education among the Self-Employed: Evidence from Rural 
Western Uganda. Centre for the Study of African Economies (CSAE) Conference 2020. 

Lehrer, K., Mawoyo, M., and Mbaye, S. (2019). The Impacts of Interactive Smartboards on Learning 
Achievement in Senegalese Primary Schools (3ie Grantee Final Report). 
https://developmentevidence.3ieimpact.org/search-result-details/impact-evaluation-
repository/the-impacts-of-interactive-smartboards-on-learning-achievement-in-
senegalese-primary-schools/7721 

Lichand, Guilherme, and Sharon Wolf. 2020. “Arm-Wrestling in the Classroom: The Non-
Monotonic Effects of Monitoring Teachers.” Working Paper. 
https://www.dropbox.com/s/7ww4z0fy8i2a0sh/Arm_Wrestling_in_the_Classroom%2
0-%20July08.pdf?dl=0 

Lipcan, A., Crawfurd, L., and Law, B. (2018). Learning in Lagos: Comparing Student Achievement 
in Bridge, Public, and Private Schools [Report]. Eductaion Data, Research and Evaluation in 
Nigeria. https://www.opml.co.uk/files/Publications/8022-education-data-research-
evaluation-nigeria-edoren/learning-in-lagos.pdf?noredirect=1 

Lucas, A. M., McEwan, P. J., Ngware, M., and Oketch, M. (2014). Improving Early-Grade 
Literacy in East Africa: Experimental Evidence from Kenya and Uganda. Journal of Policy 
Analysis and Management, 33(4), 950–976. https://doi.org/10.1002/pam.21782 

Lysenko, L., Abrami, P. C., Wade, C. A., Marsh, J. P., WaGioko, M., and Kiforo, E. (2019). 
Promoting young Kenyans’ growth in literacy with educational technology: A tale of two 
years of implementation. International Journal of Educational Research, 95, 176–189. 
https://doi.org/10.1016/j.ijer.2019.02.013 



35 

Martinez, S., Naudeau, S., and Pereira, V. A. (2017). Preschool and child development under extreme 
poverty: Evidence from a randomized experiment in rural Mozambique (No. WPS8290; pp. 1–50). 
The World Bank. 
http://documents.worldbank.org/curated/en/756171513961080112/Preschool-and-
child-development-under-extreme-poverty-evidence-from-a-randomized-experiment-in-
rural-Mozambique 

Masino, S., and Niño-Zarazúa, M. (2016). What works to improve the quality of student 
learning in developing countries? International Journal of Educational Development, 48, 53–65. 
https://doi.org/10.1016/j.ijedudev.2015.11.012 

Masuda, K., and Yamauchi, C. (2018). The Effects of Universal Secondary Education Program 
Accompanying Public-Private Partnership on Students’ Access, Sorting and Achievement: Evidence 
from Uganda (No. 2018–4; CEI Working Paper Series). Center for Economic Institutions, 
Institute of Economic Research, Hitotsubashi University. http://hermes-ir.lib.hit-
u.ac.jp/rs/bitstream/10086/29261/1/wp2018-4.pdf 

Mbiti, I. (2016). The Need for Accountability in Education in Developing Countries. Journal 
of Economic Perspectives, 30(3), 109–132. https://doi.org/10.1257/jep.30.3.109 

Mbiti, I., Muralidharan, K., Romero, M., Schipper, Y., Manda, C., and Rajani, R. (2019a). 
Inputs, Incentives, and Complementarities in Education: Experimental Evidence from 
Tanzania. The Quarterly Journal of Economics, 134(3), 1627–1673. 
https://doi.org/10.1093/qje/qjz010 

Mbiti, I., Romero, M., and Schipper, Y. (2019b). Designing Effective Teacher Performance Pay 
Programs: Experimental Evidence from Tanzania (Working Paper No. 25903). National 
Bureau of Economic Research. https://doi.org/10.3386/w25903 

Mbiti, I., and Schipper, Y. (2020). Teacher and Parental Perceptions of Performance Pay in Education: 
Evidence from Tanzania [RISE Working Paper Series. 20/037]. 
https://doi.org/10.35489/BSG-RISE-WP_2020/037 

McDermott, P., and Allen, N. (2015). Successes and challenges of implementing a teacher 
education project in rural Sierra Leone. International Journal of Educational Research, 71, 16–
25. https://doi.org/10.1016/j.ijer.2015.02.001 

McEwan, P. J. (2015). Improving Learning in Primary Schools of Developing Countries: A 
Meta-Analysis of Randomized Experiments. Review of Educational Research, 85(3), 353–
394. https://doi.org/10.3102/0034654314553127 

Medhin, G., and Erulkar, A. (2017). Evaluation of a Safe Spaces Program for Girls in 
Ethiopia. Girlhood Studies, 10(1), 107–125. https://doi.org/10.3167/ghs.2017.100108 

Mensah, J. T., and Nsabimana, A. (2020). Food for thought: School Feeding and Cognitive 
Performance in Rwanda [Working Paper]. 
https://custom.cvent.com/4E741122FD8B4A1B97E483EC8BB51CC4/files/schoolfee
dingandstudentperformanceinrwandabyaimablejustice.pdf 

Morabito, C., Van de gaer, D., Figueroa, J. L., and Vandenbroeck, M. (2018). Effects of high 
versus low-quality preschool education: A longitudinal study in Mauritius. Economics of 
Education Review, 65, 126–137. https://doi.org/10.1016/j.econedurev.2018.06.006 

Moshoeshoe, R., Ardington, C., and Piraino, P. (2019). The Effect of the Free Primary 
Education Policy on School Enrolment and Relative Grade Attainment in Lesotho. 
Journal of African Economies, 28(5), 511–532. https://doi.org/10.1093/jae/ejz007 



36 

Moussa, W., and Omoeva, C. (2020). The Long-Term Effects of Universal Primary 
Education: Evidence from Ethiopia, Malawi, and Uganda. Comparative Education Review, 
64(2), 179–206. https://doi.org/10.1086/708144 

Muralidharan, K. (2017). Chapter 3—Field Experiments in Education in Developing 
Countries. In A. V. Banerjee and E. Duflo (Eds.), Handbook of Economic Field Experiments 
(Vol. 2, pp. 323–385). North-Holland. https://doi.org/10.1016/bs.hefe.2016.09.004 

Muralidharan, K., and Prakash, N. (2017). Cycling to School: Increasing Secondary School 
Enrollment for Girls in India. American Economic Journal: Applied Economics, 9(3), 321–350. 
https://doi.org/10.1257/app.20160004 

Nikiema, P. R. (2019). The Impact of School Feeding Programmes on Educational 
Outcomes: Evidence from Burkina Faso. Journal of African Economies, 28(3), 323–341. 
https://doi.org/10.1093/jae/ejy026 

Omoeva, C., and Gale, C. (2016). Universal, but not free: Household schooling costs and 
equity effects of Uganda’s Universal Secondary Education policy. International Journal of 
Educational Development, 50, 41–50. https://doi.org/10.1016/j.ijedudev.2016.05.007 

Oye, M., Pritchett, L., and Sandefur, J. (2016). Girls’ Schooling Is Good, Girls’ Schooling with 
Learning Is Better. Education Commission, Center for Global Development. 

Özler, B., Fernald, L. C. H., Kariger, P., McConnell, C., Neuman, M., and Fraga, E. (2018). 
Combining pre-school teacher training with parenting education: A cluster-randomized 
controlled trial. Journal of Development Economics, 133, 448–467. 
https://doi.org/10.1016/j.jdeveco.2018.04.004 

Parker, M. E., Mosites, E., Reider, K., Ndayishimiye, N., Waring, M., Nyandimbane, G., 
Masumbuko, D., Ndikuriyo, L., and Matthias, D. (2015). A Blinded, Cluster-
Randomized, Placebo-Controlled School FeedingTrial in Burundi Using Rice Fortified 
With Iron, Zinc, Thiamine, and Folic Acid: Food and Nutrition Bulletin. 
https://doi.org/10.1177/0379572115615234 

Patrinos, H. A., and Angrist, N. (2018). Global Dataset on Education Quality: A Review and 
Update (2000-2017) (No. WPS8592; pp. 1–37). The World Bank. 
http://documents.worldbank.org/curated/en/390321538076747773/Global-Dataset-
on-Education-Quality-A-Review-and-Update-2000-2017 

Peet, E. D., Fink, G., and Fawzi, W. (2015). Returns to education in developing countries: 
Evidence from the living standards and measurement study surveys. Economics of 
Education Review, 49, 69–90. https://doi.org/10.1016/j.econedurev.2015.08.002 

Pellerano, L., Moratti, M., Jakobsen, M., Gajgar, M., and Barca, V. (2014). Child Grants 
Programme Impact Evaluation [Follow-up Report]. 
https://socialprotection.org/discover/publications/child-grants-programme-impact-
evaluation 

Pellicer, M. (2018). The evolution of returns to education in the Middle East and North 
Africa: Evidence from comparable education policy changes in Tunisia. Economics of 
Education Review, 62, 183–191. https://doi.org/10.1016/j.econedurev.2017.11.008 

Piper, B., Destefano, J., Kinyanjui, E. M., and Ong’ele, S. (2018a). Scaling up successfully: 
Lessons from Kenya’s Tusome national literacy program. Journal of Educational Change, 
19(3), 293–321. https://doi.org/10.1007/s10833-018-9325-4 



37 

Piper, B., Jepkemei, E., and Kibukho, K. (2015). Pro-Poor Primr: Improving Early Literacy 
Skills for Children from Low-Income Families in Kenya. Africa Education Review, 12(1), 
67–87. https://doi.org/10.1080/18146627.2015.1036566 

Piper, B., Ralaingita, W., Akach, L., and King, S. (2016a). Improving procedural and 
conceptual mathematics outcomes: Evidence from a randomised controlled trial in 
Kenya. Journal of Development Effectiveness, 8(3), 404–422. 
https://doi.org/10.1080/19439342.2016.1149502 

Piper, B., Simmons Zuilkowski, S., Dubeck, M., Jepkemei, E., and King, S. J. (2018b). 
Identifying the essential ingredients to literacy and numeracy improvement: Teacher 
professional development and coaching, student textbooks, and structured teachers’ 
guides. World Development, 106, 324–336. 
https://doi.org/10.1016/j.worlddev.2018.01.018 

Piper, B., Zuilkowski, S. S., Kwayumba, D., and Strigel, C. (2016b). Does technology 
improve reading outcomes? Comparing the effectiveness and cost-effectiveness of ICT 
interventions for early grade reading in Kenya. International Journal of Educational 
Development, 49, 204–214. https://doi.org/10.1016/j.ijedudev.2016.03.006 

Piper, B., Zuilkowski, S. S., Kwayumba, D., and Oyanga, A. (2018c). Examining the 
secondary effects of mother-tongue literacy instruction in Kenya: Impacts on student 
learning in English, Kiswahili, and mathematics. International Journal of Educational 
Development, 59, 110–127. https://doi.org/10.1016/j.ijedudev.2017.10.002 

Piper, B., Zuilkowski, S. S., and Mugenda, A. (2014). Improving reading outcomes in Kenya: 
First-year effects of the PRIMR Initiative. International Journal of Educational Development, 
37, 11–21. https://doi.org/10.1016/j.ijedudev.2014.02.006 

Piper, B., Zuilkowski, S. S., and Ong’ele, S. (2016c). Implementing Mother Tongue 
Instruction in the Real World: Results from a Medium-Scale Randomized Controlled 
Trial in Kenya. Comparative Education Review, 60(4), 776–807. 
https://doi.org/10.1086/688493 

Popova, A., Evans, D., Breeding, M. E., and Arancibia, V. (2018). Teacher Professional 
Development around the World: The Gap between Evidence and Practice (No. WPS8572; pp. 1–
65). The World Bank. 
http://documents.worldbank.org/curated/en/349051535637296801/Teacher-
Professional-Development-around-the-World-The-Gap-between-Evidence-and-Practice 

Pophiwa, N., Deliwe, C. N., Mathe, J., and Taylor, S. (2020). Using evaluations to inform 
policy and practice in a government department: The case of the Department of Basic 
Education in South Africa. In Using Evidence in Policy and Practice: Lessons from 
Africa. Eds. Ian Goldman and Mine Pabari. Routledge & CRC Press. 
https://www.routledge.com/Using-Evidence-in-Policy-and-Practice-Lessons-from-
Africa/Goldman-Pabari/p/book/9780367440077 

Psacharopoulos, G., and Patrinos, H. A. (2018). Returns to investment in education: A 
decennial review of the global literature. Education Economics, 26(5), 445–458. 
https://doi.org/10.1080/09645292.2018.1484426 

Pugatch, T., and Schroeder, E. (2014). Incentives for teacher relocation: Evidence from the 
Gambian hardship allowance. Economics of Education Review, 41, 120–136. 
https://doi.org/10.1016/j.econedurev.2014.04.003 



38 

Pugatch, T., and Schroeder, E. (2018). Teacher pay and student performance: Evidence from 
the Gambian hardship allowance. Journal of Development Effectiveness, 10(2), 249–276. 
https://doi.org/10.1080/19439342.2018.1452778 

Ramachandran, R. (2017). Language use in education and human capital formation: 
Evidence from the Ethiopian educational reform. World Development, 98, 195–213. 
https://doi.org/10.1016/j.worlddev.2017.04.029 

Riley, E. (2019). Role models in movies: The impact of Queen of Katwe on students’ educational 
attainment [Working Paper]. 
https://custom.cvent.com/4E741122FD8B4A1B97E483EC8BB51CC4/files/rileyemm
a.pdf 

Romero, M., and Sandefur, J. (2019). Beyond Short-term Learning Gains: The Impact of Outsourcing 
Schools in Liberia after Three Years. Center For Global Development. 
https://www.cgdev.org/publication/beyond-short-term-learning-gains-impact-
outsourcing-schools-liberia-after-three-years 

Romero, M., Sandefur, J., and Sandholtz, W. A. (2020). Outsourcing Education: 
Experimental Evidence from Liberia. American Economic Review, 110(2), 364–400. 
https://doi.org/10.1257/aer.20181478 

Sabarwal, S., Evans, D., and Marshak, A. (2014). The permanent input hypothesis: The case of 
textbooks and (no) student learning in Sierra Leone (No. WPS7021; pp. 1–37). The World 
Bank. http://documents.worldbank.org/curated/en/806291468299200683/The-
permanent-input-hypothesis-the-case-of-textbooks-and-no-student-learning-in-Sierra-
Leone 

Sabates, R., Bhutoria, A., Sabates-Wheeler, R., and Devereux, S. (2019). Schooling responses 
to income changes: Evidence from unconditional cash transfers in Rwanda. International 
Journal of Educational Research, 93, 177–187. https://doi.org/10.1016/j.ijer.2018.11.011 

Sabet, S. M., and Brown, A. N. (2018). Is impact evaluation still on the rise? The new trends 
in 2010–2015. Journal of Development Effectiveness, 10(3), 291–304. 
https://doi.org/10.1080/19439342.2018.1483414 

Sakaue, K. (2018). Informal fee charge and school choice under a free primary education 
policy: Panel data evidence from rural Uganda. International Journal of Educational 
Development, 62, 112–127. https://doi.org/10.1016/j.ijedudev.2018.02.008 

Samahiya, M. (2020). Returns to Investment in Education: Evidence from a Quantile Regression. Centre 
for the Study of African Economies (CSAE) Conference 2020. 

Sandefur, J. (2019, May 29). Justin Sandefur on Twitter: “In 4 of the 5 largest countries in Africa, fewer 
than 1 in 5 working people has a wage job. Always a source of confusion when I read about wages or 
unemployment in the region. https://t.co/uxYhOeag7X” / Twitter. Twitter. 
https://twitter.com/justinsandefur/status/1133923214030233600 

Seid, Y. (2017). Mother-tongue Instruction and Later Labor Market Outcomes: Evidence from a Natural 
Experiment in Ethiopia [Working Paper]. https://editorialexpress.com/cgi-
bin/conference/download.cgi?db_name=CSAE2018andpaper_id=71 

Seid, Y. (2019). The impact of learning first in mother tongue: Evidence from a natural 
experiment in Ethiopia. Applied Economics, 51(6), 577–593. 
https://doi.org/10.1080/00036846.2018.1497852 

Serneels, P., Beegle, K., and Dillon, A. (2016). Do Returns to Education Depend on How and Who 
You Ask? The World Bank. https://doi.org/10.1596/1813-9450-7747 



39 

Snilstveit, B., Stevenson, J., Menon, R., Philips, D., Gallagher, E., Geelen, M., Jobse, H., 
Schimdt, T., and Jimenez, E. (2016). The impact of education programmes on learning and school 
participationin low- and middle-income countries (3ie Systematic Review Summary 7). 
International Initiative for Impact Evaluation (3ie). 
https://www.3ieimpact.org/sites/default/files/2019-05/srs7-education-report.pdf 

Snilstveit, B., Stevenson, J., Philips, D., Vojtkova, M., Gallagher, E., Schmidt, T., Jobse, H., 
Geelen, M., Pastorello, M. G., and et al. (2015). Interventions For Improving Learning 
Outcomes And Access To Education In Low- And Middle Income Countries: A Systematic Review 
(3ie Systematic Review 24). International Initiative for Impact Evaluation (3ie). 
https://developmentevidence.3ieimpact.org/search-result-details/systematic-review-
repository/interventions-for-improving-learning-outcomes-and-access-to-education-in-
low-and-middle-income-countries-a-systematic-review/9097 

Taylor, S., and von Fintel, M. (2016). Estimating the impact of language of instruction in 
South African primary schools: A fixed effects approach. Economics of Education Review, 
50, 75–89. https://doi.org/10.1016/j.econedurev.2016.01.003 

Uba, E., Oteikwu, E. A., Onwuka, E., and Abiodun-Eniayekan, E. (2017). A Research-Based 
Evidence of the Effect of Graphic Organizers on the Understanding of Prose Fiction in 
ESL Classroom. SAGE Open, 7(2), 2158244017709506. 
https://doi.org/10.1177/2158244017709506 

Valente, C. (2019). Primary education expansion and quality of schooling. Economics of 
Education Review, 73, 101913. https://doi.org/10.1016/j.econedurev.2019.101913 

Valerio, A., Sanchez Puerta, M. L., Tognatta, N. R., and Monroy Taborda, S. (2016). Are there 
skills payoffs in low- and middle-income countriesࣟ? Empirical evidence using STEP data (No. 
WPS7879; pp. 1–46). The World Bank. 
http://documents.worldbank.org/curated/en/231391478194467051/Are-there-skills-
payoffs-in-low-and-middle-income-countries-empirical-evidence-using-STEP-data 

Wamalwa, F. M., and Burns, J. 2018. “Private Schools and Student Learning Achievements 
in Kenya.” Economics of Education Review 66 (October): 114–24. 
https://doi.org/10.1016/j.econedurev.2018.07.004. 

Williams, T. P., Abbott, P., and Mupenzi, A. (2015). ‘Education at our school is not free’: 
The hidden costs of fee-free schooling in Rwanda. Compare: A Journal of Comparative and 
International Education, 45(6), 931–952. https://doi.org/10.1080/03057925.2014.938611 

Woldehanna, T., and Araya, M. W. (2017). Early Investment in Preschool and Completion of 
Secondary Education in Ethiopia: Lessons From Young Lives [Young Lives Working Paper 
168]. https://www.younglives.org.uk/content/early-investment-preschool-and-
completion-secondary-education-ethiopia-lessons-young-lives 

Wolf, S., Aber, J. L., Behrman, J. R., and Tsinigo, E. (2019). Experimental Impacts of the 
“Quality Preschool for Ghana” Interventions on Teacher Professional Well-being, 
Classroom Quality, and Children’s School Readiness. Journal of Research on Educational 
Effectiveness, 12(1), 10–37. https://doi.org/10.1080/19345747.2018.1517199 

World Bank. (2018a). World Development Report 2018: Learning to Realize Education’s Promise. 
World Bank. (2018b, October 10). Human Capital Index (HCI). 

https://datacatalog.worldbank.org/dataset/human-capital-index 
World Bank. (2018c, October 11). The Human Capital Project. 

https://openknowledge.worldbank.org/handle/10986/30498 



40 

World Bank. (2020). World Development Indicators. 
https://databank.worldbank.org/source/world-development-indicators# 

Zeitlin, A. (2020). Teacher Turnover in Rwanda [Unpublished Manuscript]. 
Zuilkowski, S. S., Piper, B., Ong’ele, S., and Kiminza, O. (2018). Parents, quality, and school 

choice: Why parents in Nairobi choose low-cost private schools over public schools in 
Kenya’s free primary education era. Oxford Review of Education, 44(2), 258–274. 
https://doi.org/10.1080/03054985.2017.1391084 

Zuilkowski, S. S., Piper, B., and Ong’ele, S. (2020). Are low-cost-private schools worth the 
investment? Evidence on literacy and mathematics gains in Nairobi primary schools. 
Teachers College Board, 122(1). https://www.tcrecord.org/Content.asp?ContentId=22953 

 



41 

T
able 1: C

hange in learning outcom
es in A

frican countries for tw
o tim

e periods betw
een 2000 and 2017.  

C
ountry 

Y
ear of first data 

Y
ear of last data 

N
um

ber of years 
betw

een first and 
last data 

H
arm

onized 
Learning 

O
utcom

es, 
earliest year 

H
arm

onized 
Learning 

O
utcom

es, latest 
year 

D
ifference 

A
verage 

2004 
2014 

10 
385 

376 
-9 

 
 

 
 

 
 

 

Burundi 
2006 

2014 
8 

425 
423 

-2 
Benin 

2006 
2014 

8 
377 

384 
7 

Burkina Faso 
2006 

2014 
8 

402 
404 

2 
Botsw

ana 
2000 

2015 
15 

397 
391 

-5 
C

ôte d'Ivoire 
2006 

2014 
8 

377 
373 

-3 
C

am
eroon 

2006 
2014 

8 
451 

379 
-72 

C
ongo, D

em
. R

ep. 
2006 

2012 
6 

429 
318 

-112 
C

ongo, R
ep. 

2006 
2014 

8 
398 

371 
-28 

E
gypt, A

rab R
ep. 

2003 
2015 

12 
414 

356 
-58 

G
hana 

2003 
2013 

10 
266 

307 
42 

G
am

bia, The 
2007 

2011 
4 

356 
338 

-18 
K

enya 
2000 

2013 
13 

426 
455 

29 
Liberia 

2011 
2013 

2 
343 

332 
-12 

Lesotho 
2000 

2013 
13 

345 
393 

48 
M

orocco 
2003 

2015 
12 

354 
367 

13 
M

adagascar 
2006 

2015 
9 

434 
351 

-83 
M

ali 
2002 

2015 
13 

387 
307 

-79 
M

ozam
bique 

2000 
2007 

7 
402 

368 
-33 

M
auritius 

2000 
2013 

13 
430 

473 
43 

M
alaw

i 
2000 

2013 
13 

331 
359 

29 
N

am
ibia 

2000 
2013 

13 
337 

407 
69 

N
iger 

2002 
2014 

12 
370 

305 
-65 

R
w

anda 
2015 

2016 
1 

343 
358 

15 
Senegal 

2006 
2014 

8 
415 

412 
-2 



42 

South Sudan 
2016 

2017 
1 

334 
336 

2 
E

sw
atini 

2000 
2013 

13 
401 

440 
39 

Seychelles 
2000 

2013 
13 

436 
463 

27 
C

had 
2006 

2014 
8 

403 
333 

-70 
Togo 

2001 
2014 

13 
423 

384 
-40 

Tunisia 
2003 

2015 
12 

376 
384 

8 
Tanzania 

2000 
2013 

13 
410 

388 
-21 

U
ganda 

2000 
2013 

13 
379 

397 
18 

South A
frica 

2000 
2015 

15 
375 

343 
-33 

Z
am

bia 
2000 

2013 
13 

336 
358 

22 
Z

im
babw

e 
2007 

2013 
6 

394 
396 

2 
 Source: A

uthors’ construction, using all A
frican countries w

ith at least tw
o data points. For countries w

ith m
ore than tw

o data points, w
e used the first and last data point. D

ata provided 
by the authors of A

ngrist et al. (2019). 

 T
able 2: Studies according to the im

plem
enting partner. Private partners include for-profit schools, clinics and educational com

panies. 
Som

e studies have m
ultiple im

plem
enting partner (e.g., public-private partnerships that are im

plem
ented by both governm

ent and private 
partners). 

 
C

ount of studies 
%

 
G

overnm
ent 

66 
46%

 
N

on-governm
ent organizations 

58 
40%

 
Private partners 

17 
12%

 
R

esearchers only 
22 

15%
 

N
ational policies 

27 
19%

 
Total studies 

145 
100%

 
Source: A

uthors’ calculations based on underlying studies. 

   



43 

T
able 3: D

istribution of cost analyses w
ithin studies. 

 
C

ount of studies 
%

 
Studies w

ith cost-effectiveness analysis 
41 

28%
 

Studies w
ith quantitative discussion of costs (but not cost-effectiveness) 

- total program
 cost 

11 
8%

 

Studies w
ith quantitative discussion of costs (but not cost-effectiveness) 

- costs of specific inputs but not the total program
 cost 

31 
21%

 

Studies w
ith other claim

s regarding cost (low
-cost, affordable, etc.) but no 

substantiating data 
7 

5%
 

Studies w
ith no cost analysis or claim

s 
55 

38%
 

Total studies 
145 

100%
 

Source: A
uthor calculations based on underlying studies. 

 T
able 4: Studies reporting size of the treatm

ent group. O
ther treatm

ent units reported are households (2 studies) and classroom
s (1 study). 

U
nit 

N
um

ber of studies 
M

ean of treated units 
M

edian of treated units 

N
ational scale 

27 
 

 

Schools 
88 

96 
66 

D
istricts/clusters 

7 
39 

19 

C
om

m
unities 

8 
105 

114 

Individuals 
12 

5,637 
338 

O
thers 

3 
845 

1008 

Total studies 
145 

 
 

Source: A
uthor calculations based on underlying studies. 

  



44 

T
able 5: Studies reporting num

ber of treatm
ent arm

s. 

N
um

ber of treatm
ent arm

s 
C

ount of studies 
%

 
1 

67 
46%

 
2 

28 
19%

 
3 

17 
12%

 
4 

4 
3%

 
>

=
 5 

2 
1%

 
N

ational policies 
27 

19%
 

Total studies 
145 

100%
 

Source: A
uthor calculations based on underlying studies. 

 
 



45 

Figure 1: Prim
ary C

om
pletion R

ates in Sub-Saharan A
frica, 1971-2015. 

 
Source: A

uthor tabulations using data from
 W

orld D
evelopm

ent Indicators (2020).  
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Figure 2: Low
er Secondary C

om
pletion R

ates in Sub-Saharan A
frica, 1971-2015.  

 
Source: A

uthor tabulations using data from
 W

orld D
evelopm

ent Indicators (2020).  
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Figure 3: Prim
ary and Low

er Secondary C
om

pletion R
ates across R

egions in 2015. 

 
Source: A

uthor tabulations using data from
 W

orld D
evelopm

ent Indicators (2020).  
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Figure 4: T
est scores for countries at all incom

e levels around the w
orld relative to countries in Sub-Saharan A

frica. 

 
Source: A

uthor construction using the harm
onized test scores from

 the H
um

an C
apital Project (W

orld Bank, 2018b, 2018c). 
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Figure 5: Learning-adjusted years of schooling for 158 countries around the w
orld relative to countries in Sub-Saharan A

frica. 

 
Source: A

uthor construction using the data from
 the H

um
an C

apital Project (W
orld Bank, 2018b, 2018c). 
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Figure 6: D
istribution of identified education studies (2014-2020) across countries in A

frica.  

 

The countries w
ith the m

ost studies are K
enya (41 studies), U

ganda (21), E
thiopia (17), G

hana (15), N
igeria (13), and Tanzania (13). This figure includes the 195 studies that passed the 

eligibility criteria of our search. In the results section, w
e restrict the sam

ple to 145 studies on topics that are of current interest in education. 
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Figure 7: D
istribution of identified education studies (2014-2020) across levels of education and classes of outcom

es.  

 

N
ote: A

ccess includes all outcom
es related to students staying in school such as rates of enrollm

ent, attendance, and drop-out. Sum
 of values m

ay exceed 100%
 since interventions can 

be im
plem

ented in m
ore than one phase of education. O

ther outcom
es include labor m

arket outcom
es and other life outcom

es. This figure includes the 195 studies that passed the 
eligibility criteria of our search. In the results section, w

e restrict the sam
ple to 145 studies on topics that are of current interest in education.
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Figure 8: Distribution of the studies by targeting level and class of intervention. 
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we restrict the sample to 145 studies on topics that are of current interest in education. 
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Appendix Section 1: Returns to education in Africa – An overview 
These two broad, cross-regional analyses—Psacharopoulos and Patrinos (2018) and Peet et al. (2015) – find 
estimates of returns to education in Africa between 9 and 11 percent. This type of estimate of the rate of 
return to schooling in Africa presents at least two challenges. First, Mincerian regressions typically do not 
account for the fact that characteristics that are often unobserved to the econometrician—such as innate 
ability, income level in childhood, social networks, parental motivation, or liquidity constraints—may affect 
both an individual’s years of schooling and influence her adult earnings, limiting the causal interpretation of 
these estimates. Second, most estimates of the returns to education only include wage workers, which poses a 
particular problem in Sub-Saharan Africa, where fewer than 24 percent of workers receive wages or salaries.20 
In five countries across the region (Burundi, Central African Republic, Chad, Guinea, and Niger), that 
number is less than 10 percent (Appendix Figure 1). 

Recent studies have sought to address each of these challenges in individual countries. In order to overcome 
self-selection issues, Samahiya (2020) used the compulsory education policy from South Africa in 1996 as a 
source of exogenous variation in schooling attainment and finds returns of 15.7 percent in monthly earnings, 
significantly higher than those from simple Mincerian estimates. In the north African country of Tunisia, 
Pellicer (2018) exploits education policy changes to estimate returns (specifically on the likelihood of public 
sector employment), showing that they have decreased over time but remain large, with the youngest cohorts 
seeing a 4 percentage point rise in public sector employment with an additional year of education.  

To expand beyond wage earners, Lehmann-Uschner (2020) estimates the returns to education for self-
employed market vendors in rural western Uganda, finding a return of 7 percent to formal education. 
Kavuma et al. (2015) impute wages for both the self-employed and the wage earners in Uganda, and estimate 
a return to schooling of 16 percent using a national household survey. Jones et al. (2018) use expenditures per 
contributing family member in the household rather than wages over three survey rounds in Mozambique 
and find a return of 10.5 percent points, remarkably similar to the Africa-wide estimate in Psacharopoulos 
and Patrinos (2018). As access to lower levels of education has risen, they find falling returns, so that 
“workers today must accumulate more years of schooling to achieve the same expected return as in the past.” 
This is consistent with recent findings in the Democratic Republic of the Congo (Kuepié and Nordman, 
2016) and. While there is some variation across estimates, that is to be expected across different countries, 
time periods, and samples. Furthermore, Serneels et al. (2016) show using Tanzanian data that estimates vary 
substantively and significantly (between 6 and 14 percentage points) depending on how the survey measuring 
wages and education is designed. A few recent papers have explored returns with respect to different 
outcomes. Woldehanna and Araya (2017) use longitudinal data in Ethiopia to show that access to early child 
education increases the odds of completing secondary school by a quarter. These estimates suggest significant 
returns to an additional year of education, including among informal sector workers.  

Much recent research studies how to improve the quality of education (World Bank, 2018a). What are the 
returns to quality? There is much less evidence on this in the region, although evidence from high-income 
countries does show returns to higher quality education (Card and Krueger, 1992). Most studies on the quality 

 

20 The World Development Indicators report 24 percent for 2019 and 20 percent in 2000 (with intervening years between those two 
numbers). Sandefur (2019) highlighted this issue of low proportions of wage workers and the ensuing challenge of interpreting 
returns. 
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of education examine the impact of schooling interventions on cognitive outcomes (such as reading and math 
skills), and cross-country evidence suggests a strong role for cognitive skill in economic growth (Hanushek 
and Woessmann, 2008). In Ghana and Kenya, Valerio et al. (2016) find a positive association between reading 
ability and adult earnings, although the relationship remains statistically significant only in Ghana once they 
control for years of schooling. Using data from 53 countries, including many from Sub-Saharan Africa, Oye 
et al. (2016) find that schooling for women has positive returns on her children’s survival, but that schooling 
together with learning yields significantly higher gains. An additional year of female schooling reduces under-5 
mortality by 6 deaths per 1,000, whereas those reductions are two-thirds larger in the countries with the 
highest learning relative to those with the lowest learning. On net, this array of evidence suggests returns both 
to quantity and quality of schooling in Sub-Saharan Africa. 
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 1950 to 2014.   

D
atabase of estim

ates on the rate of 
the return to education by the authors 
and other authors. 

A
verages rates of return (not just the 

M
incerian w

age effect of education, 
but the “the value of lifetim

e earnings 
of the individual to the net present 
value of costs of education”) to 
education from

 existing studies in 
different regions and tim

e periods. 

Private return to a year of schooling is 
10.5 percent in A

frica, second only to 
Latin A

m
erica and the C

aribbean (11 
percent). 

Peet, Fink, and Faw
zi 2015 estim

ate 
returns to education in low

 and 
m

iddle-incom
e countries. 

61 Living Standards and M
easurem

ent 
Surveys betw

een 1985-2012 in 25 
countries. 

“Standard M
incerian w

age equation” 
using data on earnings, years of 
schooling com

pleted and potential 
experience. 

E
stim

ated return to education is 7.6 
percent, w

ith a return of 9.6 percent in 
A

frica and 10.8 percent to urban 
w

orkers in A
frica and 10.9 percent to 

fem
ale w

orks in A
frica 

Single country estim
ates 

C
lifford, X

in, and Ilke 2017 estim
ate 

the im
pact of households’ expected 

returns to education on post-prim
ary 

school enrollm
ent in G

hana.  

H
ousehold data from

 the G
hana 

Living Standards Survey (G
LSS-6) in 

2012/2013.  

E
xam

ines “com
posite and relative 

effect of opportunity cost, i.e., tim
e 

and schooling expenditure, on 
children’s post-prim

ary school 
enrollm

ents” and the effect of “of 
expectations on returns to education 
from

 the form
al and inform

al 
econom

ies on schooling decisions.” 

E
xpected returns from

 inform
al sector 

w
ages encourages secondary school 

enrollm
ent w

hile expected returns 
from

 the form
al sector drives tertiary 

level enrollm
ent. 

Jones, Sohnesen and Trifkovic 2018 
estim

ate private returns to education 
in post-conflict M

ozam
bique. 

N
ationally-representative household 

surveys in M
ozam

bique for 1996/97, 
2002/03, 2008/09, and 2014/15. 

Standard M
incerian regression - 

earnings (“expenditure outcom
e per 

contributing fam
ily m

em
ber”) against 

years of schooling w
ith individual and 

household-specific controls. 

Returns to education are non-linear 
and “have becom

e m
ore convex over 

tim
e”. “Returns to m

ost levels of 
education have been falling over 
tim

e.” 
K

avum
a, M

orrissey, and U
pw

ard 2015 
estim

ate returns to education for 
w

age-em
ployees and self-em

ployed in 
U

ganda. 

H
ousehold panel survey of 2005/06 

and 2009/10 for U
gandan w

age and 
self-em

ployed w
orkers. 

“M
incerian hum

an capital earnings 
fram

ew
ork,” w

ith a linear and 
quadratic specifications for m

onthly 
w

age against years of schooling. 

A
n ”extra year of schooling is 

associated w
ith an increase in earnings 

of 16 per cent” for both w
age-

em
ployees and self-em

ployed sectors. 
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K
uepié and N

ordm
an 2015 estim

ate 
returns to education for tw

o cities in 
D

em
ocratic Republic of the C

ongo 
(D

RC
) and across different sectors. 

2009 E
m

ploym
ent and Inform

al 
Sector Survey in the tw

o cities in 
D

RC
. 

“M
incer-type earnings m

odel” using 
average hourly incom

e from
 m

ain 
w

ork activity. 

Study finds “convex returns to 
education” w

ith higher returns for 
secondary and tertiary schooling. 

Lehm
ann-U

schner 2020 estim
ates 

return to education for the self-
em

ployed non-agricultural w
orkers in 

w
estern U

ganda. 

C
ross-sectional survey of m

arket 
vendors in W

estern U
ganda in 2015. 

M
incerian regression of earnings 

(“average daily m
arket earnings”), not 

profits on schooling, experience, 
experience2, a gender dum

m
y, and a 

dum
m

y for sector (food/nonfood). 

“O
ne additional year of schooling 

increases average daily incom
e from

 
m

arket vending by 7 percent.” 

Pellicer 2017 looks at the change in 
returns to education in Tunisia over 
m

ore than tw
o decades. 

 

C
ensus and labor force surveys from

 
2004 to 2010.  

“E
xploits three com

parable education 
policy change …

  to estim
ate the 

effect of education on public sector 
em

ploym
ent for different cohorts 

born from
 the 1950s to the 1970s.” 

“Returns have decreased across 
cohorts by around 1/3 although they 
rem

ain large even for the later 
cohorts…

 O
ne m

ore year of education 
increases the chance of public sector 
em

ploym
ent by 4 percentage points.” 

Salisbury 2016 estim
ates returns to 

schooling in post-apartheid South 
A

frica. 

 
 

“Returns for A
fricans and coloreds 

w
ere higher than in previous decades, 

but…
 rem

uneration outcom
es for 

A
fricans and coloreds continuing to 

lag behind w
hite South A

fricans by 
m

ore than 20 percent” 
Sam

ahiya 2020 estim
ates returns to 

education in South A
frica. 

2018 South A
frican G

eneral 
H

ousehold Survey 
“U

sed the com
pulsory education 

policy of 1996 as a source of 
exogenous variation in schooling …

 
and applied quantile regression 
analysis to trace the evolution of 
returns to education across the 
earnings distribution.”  

“A
n additional year of schooling 

increases the m
onthly earnings by 

15.7%
” using the basic M

incerian 
equation and 12.3%

 using the 
extended M

incerian equation. 

Serneels, Beegle, and D
illon 2017 

explore w
hether the survey design and 

choice of respondent affects estim
ates 

of return to education in Tanzania. 

Survey experim
ent conducted in 2007-

2008. 
Returns are estim

ated first by O
LS 

(log of daily w
ages), and then using 

non-param
etric kernel regression to 

allow
 for non-linearity and 

endogeneity.  

“The short questionnaire yields 6 
percentage points higher returns to 
education for the highest (tertiary) 
educated m

en, and 14 percentage 
points higher returns for the low

est 
(prim

ary) educated w
om

en.”  
W

oldehanna and A
raya 2017 

estim
ate the returns of attendance in 

preschools in E
thiopia on com

pletion 
of secondary education. 

Longitudinal data from
 Y

oung Lives 
Project in E

thiopia (2002 to 2016) 
U

ses Bellm
an equation of dynam

ic 
program

m
ing problem

 and logit, 
ordered logit and IV

 estim
ators to 

estim
ate the contribution of early 

“Preschoolers are 25.7%
 m

ore likely to 
com

plete secondary education than 
their non-preschool counterparts at 
the proper age.” 



58 childhood investm
ent on successful 

com
pletion of secondary education” 

 A
ppendix T

able 2: Papers exam
ined by source 

Provenance 
%

 of total 
A

frican E
ducation R

esearch D
atabase 

15%
 

C
enter for the Study of A

frican E
conom

ies 
20%

 
E

vans and Popova (2016a) 
7%

 
E

vans and Y
uan (2019) 

14%
 

Journal Search 
33%

 
N

orth E
ast U

niversities D
evelopm

ent Consortium
 

2%
 

A
dded by authors 

9%
 

T
otal 

100%
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A
ppendix T

able 3: Studies on m
other tongue instruction in A

frica, 2014-2020 (experim
ental and quasi-experim

ental) 

Study 
D

ata 
Identification strategy 

E
ffect 

B
runette et al. 2019 estim

ate im
pact 

of a reading program
 in 12 different 

m
other tongues in U

ganda. 

12 language com
m

unities included in 
the U

SA
ID

-funded School H
ealth 

and R
eading Program

 U
ganda. 

“W
ithin each district, schools are 

organized by coordinating centers 
that are staffed w

ith coordinating 
center tutors. For the research design, 
[coordinating centers] w

ere random
ly 

assigned as either program
 

(treatm
ent) or control.” 

“Significant reading gains are 
possible in com

plex, large-scale 
m

other tongue reading program
s, but 

their m
agnitude m

ay vary by 
language." The program

 
"significantly positively affected 
literacy achievem

ent in 9 of the 12 
languages," and that "language 
characteristics, including com

plexity, 
w

ere m
ore predictive of im

pact than 
im

plem
entation fidelity or 

socioeconom
ic factors." 

K
erw

in and Thornton 2020 evaluate 
a m

other-tongue literacy program
 in 

U
ganda. 

24 prim
ary schools participating in 

the N
orthern U

ganda Literacy 
Project. 

H
alf of the schools w

ere random
ized 

to treatm
ent (full-cost intervention) 

and the other half to control 
(reduced-cost intervention).  

“A
 full-cost m

other-tongue literacy 
program

 raised readings scores by 
0.64SD

s and w
riting scores by 

0.45SD
s w

hile a reduced-cost 
version instead yields statistically-
insignificant reading gains and som

e 
large negative effects (-0.33SD

s) on 
advanced w

riting.” 

Laitin et al. 2019 estim
ate the 

“legacy of colonial language policies 
and their im

pact on student learning” 
in Cam

eroon. 

24 prim
ary schools in C

am
eroon. 

Local education inspectors chose 12 
schools considered to be “the low

-
perform

ing schools in the region.” 
Each school w

as m
atched to a control 

school by “three factors: (a) 
geographic proxim

ity to the m
atched 

experim
ental school, (b) sim

ilar size, 
and (c) sim

ilar type of school [private 
or public].” 

“Test results in exam
inations in both 

English and m
ath reveal that treated 

students exhibit gains of 1.1–1.4 of a 
standard deviation in grades 1 and 3 
com

pared w
ith the control students. 

It also increases the probability of 
being present in grades 3 and 5 by 22 
and 14 percentage points, 
respectively.” 

Piper et al. 2016c and 2018c evaluate 
the im

pact of the Prim
ary M

ath and 
R

eading (PR
IM

R
) Initiative on 

learning outcom
es in K

enya. M
other 

tongue instruction is one m
ajor 

com
ponent of the PR

IM
R initiative. 

414 prim
ary schools in K

enya 
Schools w

ere random
ized to (i) base 

PR
IM

R
, (ii) PR

IM
R

 and m
other 

tongue instruction, (iii) control. 

2016c: 
In general, the m

other tongue literacy 
instruction led to positive learning 
outcom

es w
ith effect sizes betw

een 
0.3 and 0.6 SD

s. The base program
, 

teaching literacy in English and 
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K
isw

ahili, “also increased m
other 

tongue learning outcom
es in som

e 
m

easures, but had sm
aller effects 

than the [English + K
isw

ahili + 
m

other tongue] program
 in oral 

reading fluency and com
prehension.” 

 
 

 
2018c: “A

ssignm
ent to the m

other-
tongue [instruction] group had no 
additional benefits for English or 
K

isw
ahili learning outcom

es beyond 
the non-m

other-tongue group, and 
that the m

other-tongue group had 
som

ew
hat low

er m
athem

atics 
outcom

es.” 
R

am
achandran 2017 estim

ates the 
effect of m

other tongue schooling on 
learning outcom

es in Ethiopia. 

2011 D
em

ographic H
ealth Survey 

for Ethiopia. 
D

ifferences in the im
plem

entation of 
the 1994 education reform

 across 
birth cohort, language groups and 
regions. 

"A
ccess to m

other tongue schooling 
increases the ability to read by 
40%

...increases the com
pleted years 

of schooling by m
ore than half a 

year, and the probability of 
com

pleting prim
ary schooling by five 

percentage points...  increases 
new

spaper readership by around 25%
 

and m
akes it 17%

 points m
ore likely 

that individuals report using 
pam

phlets, posters or leaflets as a 
source of inform

ation about fam
ily 

planning." 
Seid 2016, 2017, and 2019 evaluates 
the im

pact of changing the m
edium

 
of instruction on education outcom

es 
in Ethiopia. 

1994 and 2007 population census in 
Ethiopia. 

The 1994 education reform
 allow

ed 
states “to choose the m

edium
 of 

instruction in prim
ary schools located 

w
ithin their 

jurisdictions,” leading to som
e 

schools to change their m
edium

 of 
instruction w

hile other schools did 
not. The study takes advantage of 
this exogenous variation in 
im

plem
entation. 

2016: 
M

other-tongue instructions has 
"increased the probabilities of both 
enrollm

ent in prim
ary school and 

w
hether a child attends the 'right' 

grade for her/his age."  

 
2013 Ethiopian Labor Force Survey 

D
ifference-in-differences estim

ation 
using state and birth cohort variations 

2017: 
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plem

enting the 1994 
educational reform

. 
Exposure to m

other-tongue 
instruction in prim

ary school led to 
higher probability of being em

ployed 
as adults. For individuals in private 
sectors, m

other-tongue instruction in 
prim

ary school led to higher 
likelihood of having perm

anent 
positions, higher incom

es, and higher 
job satisfaction. 

 
Y

oung Lives’ 2012-2013 Ethiopian 
school survey 

Triple differences estim
ation using 

different levels of exposure to 
m

other-tongue instruction across 
states and across different language 
groups. 

2019: 
"Learning in m

other tongue first (in 
JUDGHV���í����LQFUHDVHV�VWXGHQWV¶�
m

athem
atics and literacy tests scores 

later after they transition to English 
instruction (in grade 5) by 0.269 and 
0.089 standard deviations, 
respectively." 

Taylor and von Fintel 2016 estim
ate 

the im
pact of m

other tongue 
instruction in prim

ary schools in 
South A

frica. 

C
om

bined datasets (2007 to 2012) 
covering 827,745 individuals in 
9,180 prim

ary schools in South 
A

frica. 

“School fixed effects m
odel to 

exploit w
ithin-school variation in 

the language of instruction in grades 
1, 2 and 3 caused by historical 
changes in the language of 
instruction at specific schools.” 

“[M
TI] in the early grades 

significantly im
proves English 

acquisition, as m
easured in grades 4, 

5 and 6." 
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A
ppendix T

able 4: Studies on structured pedagogy and other pedagogical interventions in A
frica, 2014-2020 (experim

ental and quasi-
experim

ental) 

Study 
D

ata 
Identification strategy 

E
ffect 

M
ulti-country estim

ates 
Lucas et al. 2014 evaluate the 
“Reading to Learn intervention, 
im

plem
ented by the A

ga K
han 

Foundation” in K
enya and U

ganda. 

112 schools in from
 28 clusters in 

K
enya and 109 schools from

 10 
clusters in U

ganda. 

C
lusters w

ere random
ly assigned to 

treatm
ent and control groups. 

“W
e find that U

gandan literacy (in 
Lango) increased by 0.2 standard 
deviations. W

e find a sm
aller effect 

(0.08) on a Sw
ahili literacy test in 

K
enya.” 

N
gw

are et al. 2014 evaluate a reading 
to learn intervention in a random

ized 
controlled trial in K

enya and U
ganda.  

120 prim
ary schools in K

enya and 109 
prim

ary schools in U
ganda. 

Random
 assignm

ent to control and 
treatm

ent groups. 
The Reading to Learn program

 did not 
have an im

pact on num
eracy and 

literacy in K
enya but raised oral and 

w
ritten literacy in U

ganda. 
Rosário et al. 2015 exam

ine students’ 
adoption of self-regulated learning in 
M

ozam
bique, C

hile, Portugal, and 
Spain. 

First-year university students in four 
universities in the study countries. 

Students w
ere random

ized to 
treatm

ent group (263 students) and 
control group (247 students). 

U
se of letters from

 a fictional student 
describing experiences as a self-
regulated learning (SRL) student w

as 
effective in "prom

oting the use of SRL 
strategies and in im

proving the 
m

otivational variables directly - related 
to the study process." 

Single country estim
ates 

A
gor 2014 evaluates the effect of a 

language-learner strategy instruction 
on E

nglish language achievem
ent in 

G
hana. 

Tw
o classes of junior high school in 

G
hana. 

O
ne class w

as assigned to intervention 
and the other to control.  

Incorporating "language-learner 
strategies both im

plicitly and 
explicitly" as part of E

nglish lessons 
im

proved language test results after 
one year. 

A
li et al. 2015 test different 

approaches to im
proving E

nglish skills 
of students in E

astern Sudan. 

85 secondary school students in 
G

adarif province, in E
astern Sudan. 

Students w
ere assigned to 

experim
ental and control groups. Pre-

test and post-test w
ere adm

inistered. 

The Sudan Practical Integrated 
N

ational E
nglish (SPIN

E
) instruction 

led to higher test scores com
pared to 

using the traditional E
nglish literary 

text in teaching the past sim
ple and 

past perfect tenses. 
A

rgaw
 et al. 2017 look at the effect of 

problem
-based learning on students’ 

m
otivation in E

thiopia. 

81 students in W
achem

o Preparatory 
school in E

thiopia. 
Students w

ere assigned to four groups 
based on pre-test scores. G

roups w
ere 

random
ly assigned to treatm

ent and 
control, and w

ere adm
inistered a post-

test after intervention. 

Problem
-based learning strategy 

im
proved physics students' problem

-
solving skills but had no significant 
effect on m

otivation to learn the 
subject. 
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G
idena and G

ebeyehu 2017 
investigate the effect of advanced 
organiser m

odel on students’ 
achievem

ent in E
thiopia. 

139 students in three sections in 
E

ndabaguna preparatory school in 
E

thiopia. 

Tw
o sections w

ith m
atching pre-test 

scores w
ere random

ly assigned to 
experim

ent and control. Post-tests 
w

ere adm
inistered after treatm

ent. 

U
se of advance organiser m

odel in 
preparatory schools in E

thiopia led to 
better perform

ance (effect size of 
0.49) com

pared to conventional 
teaching m

ethod. 
Inuw

a et al. 2017 assess the effect of 
cooperative learning on student 
learning in N

igeria. 

120 students random
ly selected from

 
six schools in N

igeria. 
Random

 assignm
ent to experim

ent 
and control, w

ith pre-test and post-
test. 

C
ooperative learning approach 

im
proved test scores com

pared to 
conventional instruction m

ethod for 
secondary students studying financial 
accounting. 

K
atreniak 2019 exam

ines persistent 
overconfidence of students in U

ganda. 
5000 prim

ary and secondary students 
in U

ganda. 
Students w

ere random
ized to 

intervention and control. 
“Students are overly overconfident 
and group feedback only helps them

 
to offset inflated beliefs w

hich arose 
due to a task repetition. A

 decrease in 
confidence gap is accom

panied w
ith 

increase in perform
ance but decrease 

in happiness.” 
Piper et al.  2014, 2015, 2016a, and 
2018b evaluate the im

pact of the 
Prim

ary M
ath and Reading (PRIM

R) 
Initiative on learning outcom

es in 
K

enya. The program
 includes the 

provision of structured teacher guides 
for teachers and feedback to teachers. 

G
rade 1 and G

rade 2 students in 400 
schools in three counties in K

enya. 
Z

ones and clusters of schools w
ere 

random
ly assigned to treatm

ent and 
control. 

2014: 
The PRIM

R Initiative "im
proved oral 

reading fluency and in grade 1 form
al 

and nonform
al schools and grade 2 

non form
al schools for both E

nglish 
and K

isw
ahili.” 

 
 

G
rade 1 and G

rade 2 students in 547 
schools in K

enya  
Z

ones and clusters of schools w
ere 

random
ly assigned to treatm

ent and 
control. 

2015: Participation in the PRIM
R 

Initiative im
proved oral reading 

fluency (effect size of 0.17 to 0.51) and 
reading com

prehension (0.05 to .58 
SD

s) for poor students, w
ith im

pact 
differentials across language, grade and 
school type. The im

pact of PRIM
P 

outw
eighs existing negative socio-

econom
ic  effects of poverty, although 

the gains for poor pupil w
ere sm

aller 
than for the non-poor. 

 
G

rade 1 and G
rade 2 students in 411 

schools in K
enya  

Z
ones and clusters of schools w

ere 
random

ly assigned to treatm
ent and 

control. 

2016a: 
“The PRIM

R Initiative provided pupil 
learning m

aterials, teachers’ guides and 
m

odest teacher professional 
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developm
ent in m

athem
atics. The 

m
athem

atics intervention produced 
m

odest, statistically significant results: 
generally sim

ilar results for m
ales and 

fem
ales, a larger im

pact in grade 2 
than grade 1, a larger im

pact in non-
governm

ent schools than public 
schools, and sm

aller outcom
es in 

m
athem

atics than for E
nglish or 

K
isw

ahili.” 
 

171 random
ly selected prim

ary schools 
from

 44 zones. 
Random

 selection and assignm
ent 

w
ere utilized in assigning zones to 

treatm
ents. 

2018b: “[Teacher professional 
developm

ent], teacher instructional 
support and coaching, 1:1 student 
books, and structured teacher lesson 
plans w

as m
ost effective” in increasing 

“literacy and num
eracy outcom

e 
m

easures for grades 1 and 2.” 
Piper et al. 2018a evaluate the scale-up 
of K

enya’s Tusom
e national literacy 

program
. 

23,000 public prim
ary schools and 

1500 low
-cost private schools in 

K
enya 

The paper relies on an external 
evaluation report that “com

pared the 
learning outcom

es in a nationally 
representative sam

ple of schools 
betw

een 2015 and 2016…
 given that 

Tusom
e w

as im
plem

ented nationally 
and that there is no counterfactual.” 

“Tusom
e literacy program

’s external 
evaluation results show

ed program
 

im
pacts of 0.6–1.0 standard deviations 

on E
nglish and K

isw
ahili learning 

outcom
es.” 

Richter et al. 2015 evaluate an 
environm

ental education com
ic 

distributed in M
adagascar. 

542 students six prim
ary schools at 

Lake A
laotra, M

adagascar. 
Researchers assigned a control class 
and intervention class in each school. 
D

ata w
ere collected at the beginning, 

im
m

ediately at the end, and one year 
after the intervention. 

C
om

ic books and additional m
aterials 

intended for environm
ental education 

program
 led significantly higher 

environm
ental know

ledge and 
aw

areness of issues com
pared to 

controls. Results persist even after one 
year after education ended. 

Roberts et al. 2016 test different 
approaches in im

proving skills related 
to w

riting standard orthography in 
Togo. 

97 secondary school students in Togo. 
Students w

ere random
ly assigned to 

treatm
ent and control. A

fter an 
“eleven-hour transition course,” scores 
from

 pre-tests w
ere com

pared to the 
scores from

 the post-test. 

Secondary school students w
ho 

underw
ent training on "representing 

the output of the lexical phonology" ... 
"outperform

s the other groups in 
three of the error types associated w

ith 
adding diacritics, although they 
perform

ed less w
ell on one of the 

error types associated w
ith w

riting 
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long vow
els" against tw

o other 
learning strategies. 

Sarfo et al. 2017 com
pare tw

o teaching 
m

ethods in teaching m
athem

atics in 
G

hana. 

80 junior high school students in 
G

hana. 
Students w

ere random
ly selected and 

random
ly assigned to intervention and 

control. 

"The designed concrete 
representational abstract intervention 
is m

ore effective for im
proving 

students' general perform
ance in 

geom
etry and algebra than the 

designed regular m
ethod of teaching 

intervention." 
Sarkodie and A

du-G
yam

fi 2015 look 
at the use of ball-and stick m

odels to 
im

prove chem
istry skills in G

hana. 

O
ne teacher and 60 high school 

students in G
hana. 

Pre-test and post-test, w
ith no control 

group. 
U

se of ball-and-stick m
odels that can 

be physically m
anipulated im

proved 
student perform

ance in "nam
ing and 

w
riting of structural form

ulae of 
hydrocarbons" and student attitude 
tow

ards learning. 
Tetteh 2016 looks at effect of study 
tim

e on learning outcom
es in G

hana. 
Three classes in an undergraduate 
business school in G

hana. 
C

lasses w
ere assigned to “strictly 

supervised study tim
e,” “not strictly 

supervised study tim
e,” and the 

control group. 

Strict supervision of study tim
e led to 

im
proved "learning process" for 

higher education students com
pared 

to non-strict supervision. 
Tiruneh et al. 2017 exam

ine different 
approaches to including critical-
thinking skills in the curriculum

 for 
university students in E

thiopia. 

Study of 147 first-year students in a 
university in E

thiopia. 
Random

 assignm
ent to control and 

treatm
ent groups. 

Im
m

ersion and infusion instructional 
conditions im

proved first-year 
university students' course 
achievem

ent and dom
ain-specific 

critical thinking proficiency, over the 
traditional instructional condition, but 
did not have significant im

pact on 
dom

ain-general critical thinking skills. 
U

ba et al. 2017 evaluate the effect of 
graphic organizers in understanding 
prose fiction in E

nglish as a Second 
Language classroom

 in N
igeria. 

Study of four secondary schools (100 
senior students) in N

igeria. 
Students assigned to different groups 
w

ere evaluated w
ith a pre-test and 

post-test. 

U
se of cognitive m

aps or concept 
m

aps in teaching prose literature in 
E

nglish in select secondary schools led 
to better perform

ance in prose and 
com

prehension assessm
ents. 

Y
usuf 2014 evaluates the use of “think 

and search” questions in im
proving 

reading com
prehension in N

igeria. 

60 secondary school students from
 

tw
o governm

ent schools in K
aduna, 

N
igeria. 

O
ne school w

as assigned to treatm
ent, 

and the other to control. Pre-test and 
post-test w

ere adm
inistered. 

U
se of "think and search" questions 

enhanced reading com
prehension in 

one school in N
igeria as com

pared to 
another school that did not have the 
sam

e intervention. 



66 

Y
usuf 2018 estim

ates the effectiveness 
of stop, think and talk activities on 
reading com

prehension of students in 
N

igeria. 

100 students from
 tw

o secondary 
schools in A

buja, N
igeria. 

Schools w
ere assigned to treatm

ent 
and control. D

ata w
as gathered 

through pre-test and post-test. 

Secondary school students w
ho 

underw
ent stop, think and talk 

activities perform
ed better in reading 

com
prehension com

pared to peers. 
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A
ppendix T

able 5: Studies on teacher policies in A
frica, 2014-2020 (experim

ental and quasi-experim
ental) 

Study 
D

ata 
Identification strategy 

E
ffect 

A
ker and K

soll 2019 evaluate “a 
sim

ple m
onitoring system

, 
im

plem
ented via the m

obile phone 
[w

here] teachers, students, and the 
village chief w

ere called on a w
eekly 

basis” in N
iger. 

160 villages in N
iger 

V
illages w

ere random
ly assigned to 

adult training only, adult training +
 

m
onitoring, or control. 

A
fter one year, the intervention 

im
proved reading and m

ath test scores 
by .15-.30 s.d. higher, “w

ith relatively 
stronger effects in the region w

here 
m

onitoring w
as w

eakest and for 
teachers for w

hom
 the outside option 

w
as low

est.” 
A

ttanasio et al. 2019 evaluate the 
Lively M

inds program
 in G

hana that 
train “uneducated 
m

arginalised volunteer m
others” and 

kindergarten teachers. 

80 kindergarten schools in G
hana 

Schools are random
ized by strata 

(cluster and school size) to control and 
treatm

ent. 

“The program
m

e has significant 
positive im

pacts on children’s 
cognitive and socioem

otional 
developm

ent as w
ell as health. The 

im
pacts on cognitive developm

ent are 
driven by 
im

provem
ents in num

eracy, executive 
functioning and fine m

otor skills.” 
Beg et al. 2019 evaluate the 
Strengthening Teaching A

ccountability 
to Reach A

ll Students in G
hana, a 

program
 that trains teachers on 

targeted instruction. 

Teachers in P4 to P6 from
 210 schools 

in G
hana 

C
lusters of schools w

ere random
ized 

to receive targeted instruction only (70 
schools), targeted instructions and 
m

anagem
ent training to heads (70 

schools), or control (70 schools). 

Both treatm
ents led to “increased 

student learning on a com
bined 

E
nglish and M

ath test by about 0.11 
standard deviations” In addition, 
“teachers in the treatm

ent arm
s w

ere 
no m

ore likely to be present on school 
grounds but w

ere about 11 percentage 
points m

ore likely to be in the 
classroom

.” 
Blim

po and Pugatch 2020 assess a 
com

prehensive teacher training 
program

 in Rw
anda. The program

 
com

ponents are: “(i) six training 
sessions during school breaks, ii) 
exchange visits each term

 w
here 

teachers provided feedback to their 
peers, and (iii) outreach and support 
from

 N
G

O
 staff at least tw

ice per 
year.” 

207 secondary schools in Rw
anda 

Schools are random
ly assigned to 

treatm
ent or control, stratified by 

district and public/non-pubic status. 

"The program
 increased teachers’ use 

of active instruction…
 increased 

(student) participation in businesses by 
5 percentage points, or 17%

 of the 
control m

ean, w
ith a com

m
ensurate 

decrease in w
age em

ploym
ent, and no 

effect on overall incom
e.” 

Bold et al. 2018 “report on a 
random

ized trial em
bedded w

ithin a 
“192 governm

ent prim
ary schools 

spanning all eight K
enyan 

“64 w
ere random

ly assigned to the 
control group, 64 to receive a contract 

“N
ew

 teachers offered a fixed term
 

contract by an international N
G

O
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nationw
ide reform

 of teacher hiring in 
K

enyan governm
ent prim

ary schools.” 
Provinces” (G

rades 2-3) 
teacher as part of the governm

ent 
program

, and 64 to receive a contract 
teacher under the coordination of the 
local affiliate of an international N

G
O

, 
W

orld V
ision K

enya.” 

significantly raised student test scores, 
w

hile teachers offered identical 
contracts by the K

enyan governm
ent 

produced zero im
pact. O

bservable 
differences in teacher characteristics 
explain little of this gap.” 

 
 

 
 

C
helw

a et al. 2019 study the effect of 
the rural hardship allow

ance in 
Z

am
bia. The allow

ance is a 20%
 

increase in salary of teachers assigned 
to schools that are a certain distance 
from

 the district.   

5,000 governm
ent-run schools w

ith 
data from

 A
nnual School Census 

collected annually by the M
inistry of 

G
eneral E

ducation; payroll data from
 

the Payroll M
anagem

ent 
E

stablishm
ent C

ontrol of the 
G

overnm
ent of Z

am
bia; and, 

telephone survey to validate the 
teacher-payroll m

ism
atch in the 

database. 

“The rural hardship allow
ance is 

allocated to schools outside a given 
radius from

 district centers, and this 
allow

s us to estim
ate the effects of 

salaries using a regression 
discontinuity approach.” 

The program
 had significant non-

com
pliance: “crossing the threshold 

increases the share of teachers 
obtaining the allow

ance by 
40%

...Focusing on provinces w
ith 

better com
pliance w

e find som
e, albeit 

w
eak, evidence that the allow

ance 
increases the stock of teachers,” but 
no effects on teacher characteristics or 
student scores. 

C
illiers et al. 2020c evaluate a “low

-
stakes accountability program

 that 
published both nationw

ide and w
ithin-

district school rankings” in Tanzania 
called “Big Results N

ow
 in 

E
ducation”. 

Tanzania Prim
ary School Leaving 

E
xam

ination, adm
inistrative data from

 
the E

ducation M
anagem

ent 
Inform

ation System
 (E

M
IS), and 

m
icro-data from

 the W
orld Bank 

Service D
elivery Indicators (SD

I) 
survey in Tanzania 

D
ifference-in-difference m

odel that 
exploits “the differential pressure 
exerted by BRN

 on schools at the 
extrem

es of their district ranking.” 

The program
 “im

proved learning 
outcom

es for schools in the bottom
 

tw
o deciles of their districts. H

ow
ever, 

the program
 also led schools to 

strategically exclude students from
 the 

term
inal year of prim

ary school.” 

C
illiers et al. 2019 and follow

-up in 
2020 evaluate centralized training and 
in-classroom

 coaching for South 
A

frican public prim
ary school 

teachers. 

180 public prim
ary schools in South 

A
frica. 

“50 w
ere random

ly assigned to receive 
residential teacher training w

orkshops 
(tw

o days at a tim
e, tw

ice a year), 50 
w

ere assigned to receive on-site 
specialist coaching to teachers, and 80 
schools w

ere assigned to the control.” 

2019: “Students exposed to tw
o years 

of the program
 im

proved their reading 
proficiency by 0.12 standard deviations 
if their teachers received centralized 
Training, com

pared to 0.24 if their 
teachers received in-class C

oaching.” 
 

 
2020: “O

ne year after participating in 
the program

s, teachers in both 
program

s retain their know
ledge and 

continue using the resources provided 
by the program

s. These gains spill 
over to other teachers in the treated 
schools w

ho did not participate in the 
program

s. H
ow

ever, there is a sharp 
decline in teaching practices and only 
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teachers w
ho received C

oaching 
m

aintain their im
proved teaching 

techniques” 
D

onfouet et al. 2018 evaluate the cost-
effectiveness of different interventions 
aim

ed to im
prove quality of child 

developm
ent centers in K

enya.  

300 child developm
ent centers in 

N
airobi, K

enya. 
72 public zones, each containing 
several centers, w

ere random
ized to: 1) 

teacher training, 2) teacher training +
 

instructional m
aterials, 3) teacher 

training +
 instructional m

aterials +
 

hygiene education, or 4) no 
intervention. 

C
om

bining teacher training w
ith 

instructional m
aterials is cost-effective 

in preparing pre-prim
ary children for 

prim
ary school. A

fter tw
o years, the 

study finds that every additional U
S$ 1 

spent on the intervention yields 0.16 
additional percentage points in 
outcom

es for public centres and 0.36 
additional percentage points for 
private centers (U

S$ 14.83 and U
S$ 

17.01 cost per child for the public and 
private interventions, respectively).  

D
uflo et al. 2015a evaluate a program

 
allow

ing school com
m

ittees to hire an 
additional teacher under a renew

able 
contract and one-quarter of the 
norm

al com
pensation in K

enya. 

210 prim
ary schools in W

estern 
Province, K

enya. 
Schools w

ere random
ized to control 

and treatm
ent (one additional 

contractual teacher). 

H
iring new

 teachers on an annual 
renew

able contract conditional on 
perform

ance led to increased student 
test scores, potentially because of 
low

er teacher absenteeism
. D

espite 
class-size reduction from

 82 to 44 for 
existing civil-service teachers, test 
scores did not increase significantly. 

D
uflo at al. 2020 evaluate the 

“Teacher C
om

m
unity A

ssistant 
Initiative (TC

A
I), a G

hana M
inistry of 

E
ducation program

 designed to test 
the relative efficacy of four alternative 
school based interventions.” 

500 prim
ary school, w

ith program
 

im
plem

ented in G
rades 1-3 

Schools w
ere random

ly divided into 
“five treatm

ent groups– 
assistant-led rem

edial instruction 
during school, assistant led rem

edial 
instruction after 
school, assistant split, teacher-led 
targeted instruction, and control.” 

“W
e find that all four interventions 

increased student achievem
ent on tests 

that included content from
 all three 

grades of low
er prim

ary school. A
fter 

being exposed to the program
 for 2 

years, students w
ho started the 

program
 in grade 1 increased their test 

scores by 0.08 to 0.15 standard 
deviations (SD

), depending on the 
exact intervention, in all cases 
statistically significant.” 

G
illigan et al. 2019 evaluate a program

 
in rural U

ganda that provided bonus 
paym

ents to teachers based on 
students’ m

ath perform
ance relative to 

com
parable students in other schools. 

302 prim
ary schools (G

rade 6) in 
U

ganda. 
The schools w

ere stratified according 
to presence of G

rade 6 m
ath books 

and class size. W
ithin each strata, 

schools w
ere ranked against previous 

perform
ance. In three strata, treatm

ent 
w

as assigned to schools w
ith even 

“This Pay for Percentile (PFP) 
incentive schem

e did not im
prove 

overall P6 m
ath perform

ance, but it 
did reduce dropout rates. PFP 
treatm

ent raised attendance rates a full 
year after treatm

ent ended from
 .56 to 
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aining three strata, 

treatm
ent w

as assigned to odd ranked 
schools. 

.60.” “PFP did not im
prove any 

m
easure of attendance, achievem

ent, 
or attainm

ent in schools w
ithout 

books.” 
Jukes et al. 2017 evaluate the H

ealth 
and Literacy Intervention (H

A
LI) 

literacy im
provem

ent program
 in 

K
enya that uses “training w

orkshops, 
sem

i-scripted lesson plans, and w
eekly 

text-m
essage support for teachers.” 

2,500 students in 101 rural 
governm

ent prim
ary schools in K

w
ale 

and M
sam

bw
eni 

D
istricts, K

enya. 

Schools w
ere random

ly allocated to 
treatm

ent and control, and stratified 
by Teacher A

dvisory Center tutor 
zones and average prim

ary school 
leaving exam

 scores. 

K
enya's H

A
LI literacy intervention 

program
 led to increased focus on 

letters and sounds and m
ore 

instruction w
ith w

ritten text (effect 
sizes from

 0.57 to 1.15). In addition, 
the intervention has a positive im

pact 
on children's literacy after tw

o years 
(effect sizes of up to 0.64) and has 
reduced school dropout from

 5.3%
 to 

2.1%
. A

 sim
ilar approach has been 

adopted nationally in K
enya.  

Leaver et al. 2019 evaluate pay-for-
perform

ance (P4P) contracts in 
Rw

anda. 

1,963 qualified applicants and 164 
prim

ary schools (G
rades 4-6) in 

Rw
anda. 

“In the first tier, w
e random

ly assigned 
teacher labor 
m

arkets to either P4P or equivalent 
fixed-w

age contracts. In the second 
tier, w

e im
plem

ented a ‘surprise’, 
school-level re-random

ization, 
allow

ing us to separately identify the 
com

positional effects of advertised 
P4P contracts and the effort effects of 
experienced P4P contracts.” 

Pay-for-perform
ance contracts 

attracted m
ore m

oney-oriented 
candidates, but those candidates w

ere 
at least as effective as traditionally 
recruited candidates. Pay-for-
perform

ance boosted student learning 
by 0.21 standard deviations, w

ith a 
quarter of the gain attributed to 
com

position changes on the 
w

orkforce, and the rem
aining three-

quarters from
 increased effort. 

Lichand and W
olf 2020 evaluate 

m
onitoring “nudges” provided to 

either parents, teachers or both in the 
Ivory C

oast. 

96 classroom
s (2nd, 4th and 6th 

grades) in 100 Ivorian public prim
ary 

schools 

Schools w
ere random

ly assigned: 25 to 
control; 25 to only teachers nudged; 24 
to only parents nudged; and 26 to have 
teachers and parents both receive 
nudges. 

Providing tw
ice-a-w

eek text m
essages 

to either parents or teachers reduced 
dropout by nearly 50%

 but providing 
nudges to both parents and teachers at 
the sam

e tim
e had no effect on school 

dropout. 
M

biti et al. 2019a evaluate the “the 
im

pact of providing schools w
ith (i) 

unconditional grants, (ii) teacher 
incentives based on student 
perform

ance, and (iii) both of the 
above” in Tanzania. 

350 public prim
ary schools (G

rades 1- 
3)  across 10 districts in m

ainland 
Tanzania. 

Schools w
ere random

ly assigned to the 
three treatm

ent groups (7 schools each 
arm

) and 14 schools to control. 

“A
fter tw

o years, w
e find (i) no im

pact 
on student test scores from

 providing 
school grants, (ii) som

e evidence of 
positive effects from

 teacher 
incentives, and (iii) significant positive 
effects from

 providing both program
s. 

M
ost im

portant, w
e find strong 

evidence of com
plem

entarities 
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betw
een the program

s, w
ith the effect 

of joint provision being significantly 
greater than the sum

 of the individual 
effects. “ 

M
biti et al. 2019b evaluate a pay for 

percentile system
 (rew

ards teachers 
based on their students rank against 
other students of the sam

e baseline 
level in the school)  and a pay for 
proficiency system

 (rew
ards teachers 

based on student proficiency levels) in 
public prim

ary schools in Tanzania. 

180 prim
ary schools (G

rades 1-3) 
from

 10 districts in Tanzania. 
Schools w

ere random
ized to the pay 

for percentile, pay for proficiency, or 
control group. 

The sim
pler proficiency incentive 

system
 is at least as effective as the pay 

for percentile system
 in increasing 

M
ath and Sw

ahili test scores. The pay 
for percentile system

 m
ay encourage 

teachers to focus m
ore on better-

prepared students, especially in 
K

isw
ahili. 

M
cD

erm
ott and A

llen 2015 evaluate a 
teacher education project in rural 
Sierra Leone.  

“Thirty school leaders representing 
five chiefdom

s participated in three 
five-day w

orkshops, w
hich w

ere held 
over the course of the 2013–2014 
academ

ic year. A
fter com

pleting each 
of the w

eeklong w
orkshops, the 

school leaders w
ere expected to 

provide sim
ilar w

orkshops for teachers 
in their regions.” 

Before and after com
parison. 

A
fter the training, "the school leaders 

im
proved significantly in their self-

reported know
ledge and use of literacy 

m
ethods" and that they, in turn, 

"reported they successfully 
im

plem
ented local w

orkshops, and 
their participants w

ere receptive and 
eager to learn and use the teaching 
m

ethods in their schools.” C
hallenges 

reported include “insufficient 
classroom

 resources, difficult travel 
conditions to the school sites and a 
lack of form

al education of m
any of 

the teachers.” 
Ö

zler et al. 2016 evaluate a com
bined 

childcare teacher training program
 and 

parenting support program
 in M

alaw
i. 

2,120 children in 199 childcare centers 
in four districts in M

alaw
i. 

C
enters w

ere random
ized to: 1) 

provision of play and learning 
m

aterials, 2) teacher training and 
m

entoring, 3) teacher training +
 

m
onthly stipend, and 4) teacher 

training +
 parenting training. 

A
t the 18-m

onth follow
-up, the 

com
bined program

 significantly 
im

proved children's scores in 
m

easures of language and socio-
em

otional developm
ent com

pared to 
children in centers receiving teacher 
training alone. Im

pact faded aw
ay at 

the 36-m
onth follow

-up. 
Pugatch and Schroeder 2014 and  
2018 evaluate the im

pact of the 
G

am
bian hardship allow

ance “w
hich 

provides a salary prem
ium

 of 30–40%
 

to prim
ary school teachers in rem

ote 
locations, on student perform

ance.” 

244 schools w
ith 56,405 students. 

Student test scores com
e from

 the 
N

ational A
ssessm

ent Test, and payroll 
and school location inform

ation from
 

the E
ducation M

anagem
ent 

The study uses the geographic 
discontinuity in the im

plem
entation of 

the policy as source of variation. 

2014: 
“W

e find that the hardship allow
ance 

increased the share of qualified 
(certified) teachers by 10 percentage 
points. The policy also reduced the 
pupil–qualified teacher ratio by 27, or 
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Inform
ation System

, an annual census 
of schools. 

61%
 of the m

ean, in recipient schools 
close to the distance threshold.” 
2018: 
The hardship allow

ance has no effect 
on the average test scores but 
im

proved perform
ance of top students 

at the expense of bottom
-ranking 

students.  
W

olf et al. 2018 evaluate the im
pact of 

“ ‘Q
uality Preschool for G

hana’ 
Interventions on Teacher Professional 
W

ell-being, C
lassroom

 Q
uality, and 

C
hildren’s School Readiness.” 

240 preschools (teachers N
ௗ=
ௗ444; 

children N
ௗ=
ௗ3,345) in G

hana. 
Schools w

ere random
ly assigned to 

“one of three conditions: teacher 
training (TT), teacher training plus 
parental-aw

areness m
eetings (TTPA

), 
and controls.” 

“M
oderate im

pacts w
ere found on 

som
e dim

ensions of professional w
ell-

being (reduced burnout in the TT and 
TTPA

 conditions, reduced turnover in 
the TT condition), classroom

 quality 
(increased em

otional 
support/behavior m

anagem
ent in the 

TT and TTPA
 conditions, support for 

student expression in the TT 
condition), and sm

all im
pacts on 

m
ultiple dom

ains of children’s school 
readiness (in the TT condition).” 
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A
ppendix T

able 6: Studies on school feeding in A
frica, 2014-2020 (experim

ental and quasi-experim
ental) 

Study 
D

ata 
Identification strategy 

E
ffect 

A
urino et al. 2019 evaluate G

hana’s 
nationw

ide school feeding program
. 

4,269 children sam
pled in 93 

com
m

unities 
Priority districts w

ith high poverty and 
food-insecurity w

ere random
ized to 

either the basic school feeding 
program

 or school feeding +
 sourcing 

of m
eals from

 local farm
ers. Tw

o 
schools (and their surrounding 
com

m
unities) from

 each district w
ere 

random
ized to school feeding or 

control. 

A
fter tw

o years of im
plem

entation, the 
nationw

ide school feeding program
 

led to increases in test scores generally, 
and to “rem

arkable learning and 
cognitive gains for girls and children 
from

 poorest households and 
regions.” 

A
zom

ahou et al. 2019 evaluate a 
program

 that provides canteens and 
dew

orm
ing to schools in a field 

experim
ent setting in rural Senegal. 

120 schools located in D
iourbel, 

Fatick, K
olda and Sdhiou, Senegal. 

The schools w
ere random

ized to: a 
canteen-only group, a canteen and 
dew

orm
ing group, a dew

orm
ing-only 

group, and a control group. 
 

“Relying on the average treatm
ent 

effect and the com
plier effects, w

e 
find that the program

m
e has a positive 

and significant im
pact on pupils’ 

scores and on the enrolm
ent 

rate…
For the aggregate and 

m
athem

atics scores, the im
pact of the 

program
m

e on girls is greater than on 
boys. By contrast, for the French 
score, the im

pact on boys is greater 
than on girls.” 

D
iagne et al. 2014 exam

ine the im
pact 

of school canteen program
s in rural 

schools in Senegal. 

120 schools w
ith no existing canteens 

from
 the four poorest regions in 

Senegal. 

Schools w
ere random

ized to treatm
ent 

and control. 
A

fter a year, the school canteen has a 
positive im

pact on the overall score of 
students in grade 2, including in 
m

athem
atics and French. Im

pact is 
not significant for older children. G

irls 
are m

ore likely to benefit than boys. 

H
ulett et al. 2014 test the effect of 

adding anim
al source in school feeding 

program
s to correct for m

icro-nutrient 
deficiencies in K

enyan schoolchildren. 

12 schools in the E
m

bu subregion in 
K

enya 
“Schools w

ere random
ized into one of 

the three feeding groups [corn and 
bean stew

 +
 m

eat, corn and bean stew
 

+
 m

ilk and, plain corn and bean stew
] 

or the C
ontrol group via a slightly 

restricted random
isation process such 

A
fter over tw

o years, “children in the 
M

eat group show
ed significantly 

greater im
provem

ents in test scores 
than those in all the other 
groups, and the M

ilk group show
ed 

significantly greater im
provem

ents in 
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ith m

ore 
than one standard I classroom

 could 
not be random

ised to the sam
e feeding 

condition.” 

test scores than the plain [corn and 
bean stew

] and C
ontrol groups.” 

M
ensah and N

sabim
ana 2020 

“evaluate the im
pact of Rw

anda’s 
H

om
e G

row
n School Feeding 

Program
 on the cognitive perform

ance 
of students that benefited from

 the 
program

.” 

“A
dm

inistrative data on student test 
scores in …

 The Rw
anda Prim

ary 
School N

ational E
xam

inations - 
m

atched w
ith inform

ation on school’s 
enrollm

ent into the [feeding] 
program

.” The data covers 104 
beneficiary schools in Rw

anda. 

“O
ur identification strategy exploits 

the plausibly exogenous variations in 
exposure to the program

 induced by 
the staggered im

plem
entation of the 

program
 across schools and students 

grade at the tim
e of 

program
 im

plem
entation.” 

 

“A
n additional m

onth of exposure to 
school feeding increases student test 
scores on m

ath, science and social 
studies by 0.015, 0.026 and 0.025 
standard deviations respectively. W

e 
also find positive and statistically 
significant effect on test scores in 
E

nglish and K
inyarw

anda [but] no 
gender 
differences in the im

pact of the 
program

.” 

N
ikiem

a 2019 evaluate “the im
pact of 

the C
atholic Relief Services (C

RS) 
school feeding program

m
e on pupils’ 

attendance and girls’ enrolm
ent rate 

w
ithin prim

ary schools in northern 
Burkina Faso.” 

134,128 pupils from
 684 schools 

prim
ary schools in Burkina Faso. 

A
ll rural schools w

here girls’ 
enrolm

ent rate w
as below

 40 percent 
w

ere assigned for daily m
eals +

 take-
hom

e rations, w
hile the rest received 

only daily m
eals. 

“Take-hom
e rations increased school 

attendance for both boys and girls. 
M

oreover…
girls’ enrolm

ent rate 
w

ithin schools 
increased by 3.2 per cent. This is 
driven by the increase in the num

ber 
of new

ly enrolled girls 
com

pared w
ith boys.” 

Parker et al. 2015 investigate a school 
feeding trial w

ith fortified rice in 
Burundi. 

904 children in 12 prim
ary schools in 

rural Burundi. 
The schools w

ere random
ized ”to 

receive either fortified rice 
(intervention group) or m

illed rice 
(control group).” 

The 7- m
onth school feeding program

 
did not have im

pact on hem
oglobin 

concentration and prevalence of 
anem

ia am
ong school children. 
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A
ppendix T

able 7: Studies on education technology in A
frica, 2014-2020 (experim

ental and quasi-experim
ental) 

Study 
D

ata 
Identification strategy 

E
ffect 

A
bram

i et al. 2016 evaluate “the 
im

pact of interactive, m
ultim

edia 
literacy softw

are (A
BRA

) on the 
reading skills of early elem

entary 
students in K

enya.” 
 In-school intervention. 

254 grade tw
o E

nglish students under 
12 teachers from

 6 schools in K
enya. 

The teachers w
ere random

ly assigned 
to treatm

ent or control. 
U

se of a m
ultim

edia literacy softw
are 

that included 90-m
in lessons, w

eekly 
w

eb conferences w
ith the trainer and 

technical support im
proved students’ 

reading com
prehension as m

easured 
by a standardized literacy test. “In 
addition, A

BRA
 students 

outperform
ed their peers in control 

classes on the core end-of-year subject 
exam

s including E
nglish, M

athem
atics, 

Science and Social Studies.” 
C

ardim
 et al. 2020 test the im

pact of 
“ProFuturo, a program

 providing the 
technological/ pedagogical package 
A

ula D
igital (D

igital M
obile 

C
lassroom

), to prim
ary schools in 

Luanda, A
ngola.” 

 In-school intervention. 

42 prim
ary schools in Luanda, A

ngola. 
Schools w

ere random
ized to treatm

ent 
or control. 

O
ne year after start of 

im
plem

entation, the study finds 
“positive treatm

ent effects on 
students’ and teachers’ fam

iliarity w
ith 

technology…
 positive treatm

ent 
effects on m

easures of students’ 
m

otivation and interaction w
ith their 

peers” and less teacher absenteeism
. 

C
illiers et al. 2020b com

pare on-site 
and virtual coaching of teachers in 
South A

frica.  
 In-school intervention. 

180 schools in tw
o districts in the 

M
pum

alanga province in South A
frica, 

Schools w
ere stratified according to 

size, perform
ance, and socio-

econom
ic status and then random

ly 
assigned to on-site or virtual coaching, 
or to control. 

“A
fter three years, on-site coaching 

im
proved students' E

nglish oral 
language and reading proficiency by 
0.31 and 0.13 SD

, respectively. V
irtual 

coaching im
proved E

nglish oral 
language proficiency (0.12 SD

), had no 
im

pact on E
nglish reading proficiency, 

and an unintended negative effect on 
hom

e language literacy.” 
D

erksen et al. 2020 evaluate the 
im

pact of providing access to 
W

ikipedia to students in M
alaw

i. 
 In-school intervention. 

1,508 in four urban secondary schools 
in M

alaw
i. 

“W
e random

ized at the student level, 
and stratified on four key variables: 
school, form

, exam
 scores and internet 

experience. “ 

A
ccess to W

ikipedia “had a sm
all 

positive im
pact on Biology and 

E
nglish exam

 scores, and no im
pact 

on other subjects.” 

Lehrer et al. 2019 evaluate the im
pact 

of Project Sankoré w
hich “creates a 

digital classroom
” through installation 

11,289 students from
 173 prim

ary 
schools in Senegal. 

E
ligible schools w

ere ranked according 
to governm

ent priority and the top 
schools in the list received the kits. 

Providing interactive sm
artboards in 

grades 1 and 2 classroom
s had a 
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of an interactive w
hiteboard, a 

com
puter, a data projector, and digital 

resources in prim
ary schools in 

Senegal. 
 In-school intervention. 

The researchers em
ployed regression 

discontinuity analysis to com
pare 

schools around the cut-off. 

positive im
pact on student scores of 

urban students. 

H
abyarim

ana and Sabarw
al 2018 

evaluate the effect of providing e-
readers to students in Lagos, N

igeria 
through both the ‘gadget effect’ 
(reciprocity in response to the gift of a 
valuable gadget) or the ‘content effect’ 
(increasing exposure to relevant 
m

aterials). 
 eReaders w

ere distributed in the 
school, but alm

ost half of the students 
used the eReaders exclusively at hom

e. 

500 G
rade 8 students 

Students w
ere random

ly assigned “to a 
control group that received nothing 
and three treatm

ent  groups that each 
received eReaders w

ith either: a) only 
non-curriculum

 reading m
aterial; b) 

non-curriculum
 reading m

aterial and 
curriculum

 textbooks; and c) non-
curriculum

 m
aterial, curriculum

 
textbooks and supplem

entary 
curriculum

 relevant m
aterial.” 

Six to eight m
onths of exposure to 

eReaders w
ith curriculum

 textbooks 
and supplem

entary content led to 
positive im

pacts on learning and 
im

proved student retention. Providing 
eReaders (w

ith non-curriculum
 

recreational m
aterial) reduced student 

learning outcom
es.  

C
roke et al. 2017 exam

ine the 
“im

pacts of an inform
ation and 

com
m

unications technology training 
intervention that targeted university 
graduates in five m

ajor cities” in 
N

igeria. 
 Trainings w

ere conducted in 
classroom

s. 

3,018 applicants from
 Lagos, 

A
buja, K

ano, K
aduna, and E

nugu in 
N

igeria. 

A
pplicants w

ere random
ized to attend 

the program
 or control. 

A
fter tw

o years, the intervention led to 
a 26 percent increase in likelihood of 
w

orking in the IC
T sector, but “no 

average im
pact on the overall 

likelihood of being em
ployed.” For 

w
om

en w
ho at baseline w

ere 
“im

plicitly biased against associating 
w

om
en w

ith professional attributes”, 
the intervention led to three tim

es 
higher likelihood of the program

 
inducing a sw

itch to IC
T than for 

w
om

en w
ith no such bias.  

de H
oop et al. 2020 study the im

pact 
of e-learning technology and activity-
based learning on learning outcom

es 
in Z

am
bia. 

 In-school intervention. 

63 schools (33 treatm
ent and 30 

control) in three poor districts in rural 
Z

am
bia 

Schools w
ere random

ly assigned to 
treatm

ent or control. “W
e com

pared 
all children w

ho w
ere eligible to enroll 

in first grade living near the 30 
treatm

ent schools w
ith eligible 

children w
ho lived near the 34 control 

schools 14 m
onths after the program

 
start.” 

The program
 “increased early grade 

reading scores…
early grade m

ath 
scores…

 achievem
ent test scores…

 
and oral vocabulary scores…

 for all 
children w

ho w
ere eligible to enroll in 

first grade during the baseline survey.” 
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Jere-Folotiya et al. 2014 exam
ine “the 

effect of using a m
obile literacy gam

e 
to im

prove literacy levels of grade one 
students in Z

am
bian schools.” 

 In-school intervention. 

573 first grade students from
 42 

governm
ent schools in Lusaka, 

Z
am

bia. 

“W
ithin each school, tw

o grade one 
classes w

ere random
ly selected and 

random
ly assigned to either a control 

or intervention class.” 

The m
obile phone-based literacy gam

e 
G

raphoG
am

e im
proved students' 

scores on the spelling test especially 
for the intervention that includes 
exposure of both teachers and 
students to the gam

e. 
John et al. 2016 evaluate “an electronic 
career guidance package for secondary 
schools” in N

igeria. 
 In-school intervention. 

60 senior secondary students. 
Students w

ere random
ized to 

treatm
ent or control. 

The e-C
areer G

uidance  System
 led to 

increased "vocational self-aw
areness 

and career aw
areness". 

Johnston and K
soll 2017 “estim

ate the 
im

pact of a program
 that broadcasts 

live instruction via satellite to rural 
prim

ary school students” in G
hana. 

“The m
odel is interactive, and 

students in satellite classes could 
com

m
unicate in real tim

e w
ith their 

rem
ote teachers.” 

 In-school intervention. 

147 prim
ary schools in G

hana.  
Schools w

ere random
ly assigned to 

treatm
ent to control. 

The technology-enabled distance 
instruction im

proved rural students' 
num

eracy and foundational literacy 
skills but had “no im

pact on 
attendance and classroom

 tim
e-on-

task…
 suggesting that these gains m

ay 
result from

 im
proved instructional 

quality rather than from
 increased 

instruction tim
e.” 

K
otze et al. 2019 evaluate a virtual 

coaching m
odel that provides tablets 

to teachers in South A
frica. 

 In-school intervention. 

180 prim
ary schools in South A

frica 
Schools w

ere random
ly assigned to: (i) 

training +
 printed lesson plans, (ii) 

training +
 electronic lesson plans, 

m
ethod videos, and sound clips stored 

in tablets, or (iii) control. 

“A
fter one year of intervention, virtual 

coaching w
ith the tablets w

as no less 
effective than on-site coaching at 
im

proving both the instructional 
practice of teachers and the targeted 
literacy outcom

es.” 
Lysenko et al. 2019 investigate “the 
im

pacts of the interactive early literacy 
softw

are and the library of digital 
books and stories on prim

ary students’ 
reading abilities and reading 
instruction in K

enyan schools.” 
 In-school intervention. 

54 teachers and their 2,264 students 
from

 19 prim
ary, preparatory schools 

in M
om

basa and N
airobi, K

enya. 

“The study w
as designed as a tw

o-
group, non-equivalent, pre-test-post-
test quasi-experim

ent.” 

A
ccess to interactive early literacy 

softw
are led to significantly higher 

reading scores for prim
ary students. 

Including a system
 of training and 

support led to som
e sm

all but positive 
gains in reading instruction. 

Piper  et al. 2016b evaluate “a 
random

ized controlled trial com
paring 

the effects and cost of three 
interventions – e-readers for students, 

80 prim
ary schools in K

isum
u C

ounty, 
K

enya. 
8 zones w

ere random
ly selected from

 
34 zones in K

isum
u C

ounty. “These 8 
zones w

ere then random
ly assigned to 

one of the three treatm
ent conditions 

“ICT investm
ents do not im

prove 
literacy outcom

es significantly m
ore 

than the base non-IC
T instructional 

program
.” 
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tablets for teachers, and the base 
[K

enya] PRIM
R program

 w
ith tablets 

for instructional supervisors.” 
 Students can bring the eReaders hom

e. 
O

ther interventions are in-school. 

or the control group, stratified by rural 
and peri-urban location. W

ithin each 
zone, 10 prim

ary schools w
ere 

random
ly selected to im

plem
ent a 

particular treatm
ent” resulting to 60 

intervention schools and 20 control 
schools. 

Riley 2020 evaluate the im
pact of the 

m
ovie Q

ueen of Katwe on educational 
attainm

ent in U
ganda. 

 M
ovie w

as show
n to students in the 

cinem
a. 

1,500 secondary school students in 
K

am
pala, U

ganda 
Students w

ere random
ized to 

treatm
ent or control. 

“Treatm
ent w

ith the role-m
odel m

ovie 
leads to low

er secondary school 
students being less likely to fail their 
m

aths exam
 a w

eek later: 85%
 of those 

w
ho w

atched Q
ueen of K

atw
e passed 

the exam
, w

hereas only 73%
 of those 

w
ho didn’t [w

atch] passed. This effect 
is strongest for fem

ale and low
er 

ability students.” 
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A
ppendix T

able 8: Studies on school construction in A
frica, 2014-2020 (experim

ental and quasi-experim
ental) 

Study 
D

ata 
Identification strategy 

E
ffect 

A
shraf et al. 2020b exam

ine “how
 the 

effects of school construction on girls’ 
education vary w

ith a w
idely-practiced 

m
arriage custom

 called bride price” in 
Indonesia and Z

am
bia. 

1995 Indonesia Intercensal D
ata, 2000 

and 2007 Indonesia Fam
ily Life 

Surveys, and 1996, 2001, 2007, and 
2013 Z

am
bia 

D
em

ographic and H
ealth Surveys. 

The study takes advantage of 
variations in access to schooling due 
to a national large-scale school 
construction initiative in the 1970s and 
a sim

ilar initiative in Z
am

bia in the late 
1990s and early 2000s. 

“For groups that practice 
the custom

 of bride price, the value of 
bride price paym

ents that the parents 
receive tend to 
increase w

ith their daughter’s education. 
A

s a consequence, the probability of a 
girl being 
educated is higher am

ong bride price 
groups.” 

Bagby et al. 2016 evaluate the 
IM

A
G

IN
E

 (IM
prove the educA

tion 
of G

irls In N
igE

r) project three years 
after the end the program

. The 
program

 constructed “`girl-friendly’ 
prim

ary schools, w
ith am

enities such 
as separate latrines for boys and girls, a 
w

ater source, and housing for fem
ale 

teachers in rural N
iger, along w

ith 
com

plem
entary interventions.” 

204 villages selected “based 
on certain eligibility criteria, such as 
the num

ber of school-aged girls in the 
village, access to 
w

ater w
ithin the village, and distance 

to a m
ajor road.” 

V
illages w

ere random
ly assigned to 

treatm
ent or control. 

The project im
proved prim

ary school 
enrollm

ent by 8.3 percentage points, 
reduced absences of m

ore than tw
o 

consecutive w
eeks by 7.9 percentage 

points, had a 0.13 SD
 im

pact on m
ath 

test scores and had no im
pact on 

overall French test scores. Im
pact on 

girls’ enrollm
ent, attendance, and test 

scores w
ere larger. 

D
e H

oop and Rosati 2014 evaluate the 
Burkinabé Response to Im

prove G
irls' 

C
hances to Succeed (BRIG

H
T) 

program
 in Burkina Faso. The 

program
 consist of “the construction 

of a prim
ary school and the provision 

of direct incentives for school 
participation in the form

 of school 
m

eals for all pupils and take-hom
e 

rations for fem
ale pupils.” 

293 villages nom
inated by provincial 

governm
ents in Burkina Faso. 

V
illages w

ere ranked according to 
need, and a cut-off score w

as 
determ

ined (132 villages in the 
treatm

ent group, and the rest in 
control). E

stim
ates w

ere calculated 
through regression discontinuity 
analysis. 

The program
 im

proved school 
enrollm

ent (15 percentage points “for 
girls  and  boys  w

ith fem
ale siblings”, 

and 10 percentage points “for boys 
w

ithout fem
ale siblings”),  but 

sim
ultaneously led to an increase in 

children's participation in w
ork w

ithin 
the household.  

D
eschênes and H

otte 2019 report on 
the effect of 1990s school 
constructions in Benin. 

D
em

ographic and H
ealth Surveys for 

Benin 2011, and an adm
inistrative 

D
ifference-in-difference estim

ation 
that takes advantage of the variation in 

The school constructions led to 
increased probability to attend prim

ary 
school in rural areas and decreased the 
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database of school constructions in 
Benin. 

exposure to schools due to the school 
construction cam

paign in the 1990s. 
probability of finding w

ife beating 
tolerable.  

Ingw
ersen et al. 2019 evaluates the 

second phase of Burkina Faso’s 
BRIG

H
T program

, a “girl-friendly” 
prim

ary school intervention. 

293 villages nom
inated by provincial 

governm
ents in Burkina Faso. 

V
illages w

ere ranked according to 
need, and a cut-off score w

as 
determ

ined (127 villages in the 
treatm

ent group, and the rest in 
control). E

stim
ates w

ere calculated 
through regression discontinuity 
analysis. 

Ten years after the construction of 
"girl-friendly" prim

ary schools, 
"prim

ary school-age children in villages 
selected for the program

 attend school 
m

ore often and score significantly 
higher on standardized tests". "W

e also 
find long-term

 effects on academ
ic and 

social outcom
es for children exposed 

earlier in the program
. Secondary-

school–age youths and young adults 
(those old enough to have finished 
secondary school) com

plete prim
ary 

and secondary school at higher rates 
and perform

 significantly better on 
standardized tests. W

om
en old enough 

to have com
pleted secondary school 

delay both m
arriage and childbearing."  

K
azianga et al. 2019 report a follow

-up 
on Burkina Faso’s BRIG

H
T program

 
seven years after its im

plem
entation.  

293 villages nom
inated by provincial 

governm
ents in Burkina Faso. 

V
illages w

ere ranked according to 
need, and a cut-off score w

as 
determ

ined (127 villages in the 
treatm

ent group, and the rest in 
control). E

stim
ates w

ere calculated 
through regression discontinuity 
analysis. 

Seven years after construction of "girl-
friendly" prim

ary schools, the program
 

increased enrollm
ent by 15.5 percentage 

points and increased test scores by 0.29 
SD

s. "These upgraded schools are 
effective at getting children into school, 
getting children to start school on tim

e, 
and keeping children in school longer. 
O

verall, w
e find that the schools sustain 

the large im
pacts observed about three 

years earlier, w
ith enrollm

ent declining 
slightly from

 18.5 to 14.9 for the 
cohorts of children w

ho w
ere exposed 

to both the first and second phases of 
the intervention.” 
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A
ppendix T

able 9: Studies on other inputs in A
frica, 2014-2020 (experim

ental and quasi-experim
ental) 

Study 
D

ata 
Identification strategy 

E
ffect 

D
uflo et al. 2015b conduct a seven-

year random
ization study on K

enya’s 
education subsidies and the 
governm

ent’s H
IV

 curriculum
.  

328 schools in K
enya’s W

estern 
Province (sixth grade students 
follow

ed for seven years). 

“Schools w
ere stratified and assigned 

to one of four arm
s using a random

 
num

ber generator: (i) C
ontrol (82 

schools); (ii) Stand-alone education 
subsidy program

 (83 schools); (iii) 
Stand-alone H

IV
 education program

 
(83 schools); (iv) Joint program

 (80 
schools).” 

E
ducation subsidies reduce adolescent 

girls' dropout, pregnancy, and m
arriage 

but not sexually transm
itted infection 

(STI). Subsidies com
bined w

ith the 
governm

ent's H
IV

 curriculum
 reduces 

STI m
ore, but cuts dropout and 

pregnancy less, than education 
subsidies alone. 

E
vans and N

gatia 2020  evaluate a 
program

 in W
estern K

enya that 
provides sponsorship for school 
uniform

s. 

1,152 prim
ary school students from

 
Busia, K

enya. 
Students w

ere random
ly chosen for 

sponsorship through lottery. 
Providing school uniform

s reduced 
absenteeism

 by 37 percent (7 
percentage points) for the average 
student and by 55 percent (15 
percentage points) for children w

ho 
initially had no uniform

. H
ow

ever, 
there is no evidence of sustained 
im

pact on highest grade com
pleted or 

prim
ary school com

pletion rates eight 
years after the program

 began. 

Falisse et al. 2019 “test w
hether a new

 
self-study routine, designed to 
encourage the use of textbooks at 
hom

e, can im
prove student 

achievem
ent” in D

em
ocratic Republic 

of the C
ongo.  

90 prim
ary schools in the districts of 

Shabunda and W
alungu, in South K

ivu 
in D

em
ocratic Republic of the C

ongo. 

“W
e stratified the sam

ple by district, 
and then random

ly assigned schools in 
each stratum

 to treatm
ent or control 

group.” 

“French language test scores im
proved 

LQ�WKH�WUHDWP
HQW�VFKRROV�E\������Ƴ�

relative to the control group, but no 
im

pact on m
ath test scores w

as found. 
The intervention also raised the 
average likelihood of a student taking 
the high-stake end of the year national 
exam

 by 10 percentage points, w
ithout 

a negative im
pact on average exam

 
results.” 

Fazzio et al. 2020 test an intervention 
that provided “sim

ple schools offering 
four years of education to prim

ary-

49 villages in rural G
uinea Bissau 

The villages w
ere clustered according 

to several socio-econom
ic variables 

and then random
ized by stratum

 to 
treatm

ent (16) and control (33). 

“A
t endline, children receiving the 

intervention scored 58.1 percentage 
points better than controls on early 
grade reading and m

ath tests, 
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school aged children in lieu of the 
governm

ent” in G
uinea Bissau 

dem
onstrating that the intervention 

taught children to read and perform
 

basic arithm
etic, from

 a counterfactual 
condition of very high illiteracy.” 

H
assan and Lucchino 2017 report on 

the im
pact of distributing solar lam

ps 
to 7

th grade students in K
enya. 

286 students “across 13 classes in the 
Loitokitok and N

zaui districts” 
covered by baseline interview

 and 
m

atched w
ith transcript records. 

Students w
ere assigned to treatm

ent 
and control. Students in the control 
group w

ill receive solar lam
ps at the 

end of the experim
ent. 

“W
e find a positive and significant 

intention-to-treat effect [in m
ath 

grades] as w
ell as a positive and 

significant spillover effect on control 
students.” 

Sabarw
al et al. 2014 evaluate a public 

program
 in Sierra Leone that provides 

textbooks to prim
ary schools. 

341 prim
ary schools in Sierra Leone 

Schools w
ere random

ized to either 
receive textbooks or not. 

Provision of textbooks to prim
ary 

schools had no im
pact either on 

student access to books or student 
perform

ance prim
arily because m

ost 
books w

ere stored. Book storage w
as 

positively correlated w
ith proxies for 

head teacher uncertainty regarding 
governm

ent transfers of books. 
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A
ppendix T

able 10: Studies on cash transfer in A
frica, 2014-2020 (experim

ental and quasi-experim
ental) 

Study 
D

ata 
Identification strategy 

E
ffect 

A
kresh et al. 2016 evaluate the w

elfare 
im

pacts of a tw
o-year cash transfer 

program
 in Burkina Faso. 

75 villages in N
ahouri province, 

Burkina Faso. 
V

illages w
ere random

ly assigned to: 
conditional cash transfers given to the 
father, conditional cash transfers given 
to the m

other, unconditional cash 
transfers given to the father, 
unconditional cash transfers given to 
the m

other, and a control group 

In general, cash transfers are show
n to 

im
prove children's education and 

health outcom
es. G

ains such as school 
attendance for older children and use 
of preventive health care for younger 
children are higher for those receiving 
conditional cash transfer than for 
those receiving unconditional 
transfers. 

Baird et al. 2016a sum
m

arize “short-
term

 im
pacts of a cash transfer 

program
 on the em

pow
erm

ent of 
adolescent girls in M

alaw
i.” 

3,796 w
om

en from
 176 areas in the 

Z
om

ba district in M
alaw

i. 
A

reas w
ere random

ized to treatm
ent 

(conditional and unconditional 
transfer) and control. 

For girls already in school, the 
conditional cash transfer im

proved the 
average num

ber of term
s enrolled by 

0.54 (baseline is 4.79 term
s) and led to 

significant im
provem

ents in m
ath, 

E
nglish and cognitive test scores.  For 

girls not in school at the start of the 
program

, the transfer led to an 
increase of 2.35 term

s enrolled 
(com

pared to 1.02 in the control). 
Baird et al. 2019 exam

ine the 
“m

edium
-term

 effects of a tw
o year 

cash transfer program
 targeted to 

adolescent girls and young w
om

en” in 
M

alaw
i. 

A
 follow

-up to Baird et al. 2016 
A

reas w
ere random

ized to treatm
ent 

(conditional and unconditional 
transfer) and control. 

“Significant declines in H
IV

 
prevalence, teen pregnancy, and early 
m

arriage am
ong recipients of 

unconditional cash transfers (U
C

Ts) 
during the program

 evaporated quickly 
tw

o years after the cessation of 
transfers. H

ow
ever, children born to 

U
C

T beneficiaries during the program
 

had significantly higher height-for-age 
z-scores at follow

-up.” 
Benhassine et al. 2015 evaluate the 
effect of cash transfer labeled as 
education support on school 
participation in M

orocco. 

44,000 children in 4,000 households 
from

 over 320 school sectors in 
M

orocco. 

“School sectors (w
ith at least tw

o 
com

m
unities each) w

ere random
ly 

assigned to either a control group or 
one of four variants of the program

: 
[labeled cash transfer] to fathers, 
[labeled cash transfer] to m

others, 
[conditional cash transfer] to fathers, 

U
nconditional cash transfers explicitly 

labeled as education support program
 

m
ade to fathers of school-aged 

children im
proved school participation 

and “increased parents’ belief that 
education w

as a w
orthw

hile 
investm

ent.” “A
dding conditionality 
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m

others.” 
and targeting m

others m
ade alm

ost no 
difference.” 

E
vans et al. 2014 report on the results 

of a trial of a com
m

unity-based 
conditional cash 
transfer in Tanzania. 

80 villages in three districts in 
Tanzania. 

V
illages w

ere random
ly allocated to 

treatm
ent (40) and control (40).  

 

The com
m

unity-targeted conditional 
cash transfer led to higher likelihood 
of school attendance and higher rates 
of prim

ary school com
pletion. 

E
yal and W

oolard 2014 
“exam

ine…
the effects of the 

expansion of the South A
frican C

hild 
Support G

rant on the educational 
outcom

es of older Teenagers.” 

15,490 children in the national 
representative panel data from

 the 
N

ational Incom
e D

ynam
ics Survey in 

South A
frica. 

V
ariation in exposure to treatm

ent 
because of the gradual roll-out of the 
program

 betw
een 1998 and 2000. 

The grant led to at least ten percent 
higher enrolm

ent rates but no im
pact 

on educational attainm
ent. The 

program
 increased enrolm

ent rate by 
15 percent for “coloured learners, and 
those in G

auteng and the W
estern 

C
ape.” 

de W
alque and V

alente 2019 test the 
effect of cash transfer and an 
“inform

ation only” intervention w
here 

parents are inform
ed of their 

children’s school attendance w
ithout 

the cash transfer. 

173 schools in M
anica province, 

M
ozam

bique. 
Schools w

ere assigned to: cash transfer 
conditional on >

 90%
 school 

attendance, vouchers as prize for girls 
attaining target attendance, 
“inform

ation only” w
here parents 

receive attendance inform
ation but 

neither cash transfer nor vouchers, 
and control. 

“Inform
ation only treatm

ent accounts 
for as m

uch as 75%
 of the attendance 

effect of a conditional cash transfer 
program

 incentivizing 
parents…

D
irectly incentivizing 

children to attain an attendance target 
is at least as effective as incentivizing 
parents.“ In addition, both the 
inform

ation only treatm
ent and the 

conditional transfers program
 

im
proved m

ath test scores by 8.5%
 to 

9.4%
. 

H
aushofer and Shapiro 2016 “study 

the response of poor households in 
rural K

enya to unconditional cash 
transfers from

 the N
G

O
 

G
iveD

irectly.” 

120 villages w
ith the highest 

proportion of thatched roofs w
ithin 

Rarieda, K
enya. 

Random
ized at both household and 

village level to treatm
ent and control. 

Transfers w
ere random

ized by 
recipient gender, transfer m

agnitude 
and transfer tim

ing (lum
p sum

 vs. 
m

onthly installm
ent). 

N
ine m

onths after the start of the 
program

, study finds a positive im
pact 

on consum
ption, but no significant 

effects on educational and health 
outcom

es. 

K
ilburn et al. 2017 report on the 

short-term
 im

pacts of M
alaw

i's Social 
C

ash Transfer Program
 on child 

schooling. 

3,365 households in Salim
a and 

M
angochi districts in M

alaw
i. 

“H
ouseholds in village clusters w

ere 
random

ly assigned to treatm
ent and 

control arm
s w

ith treatm
ent villages 

receiving transfers im
m

ediately and 
control villages assigned a later entry.” 

A
fter a year’s w

orth of transfer, the 
program

 im
proved enrollm

ent rates 
and decreased dropouts. 

Pellerano et al. 2014 evaluate the 
Lesotho C

hild G
rants Program

m
e, an 

3,000 households from
 96 electoral 

divisions in five districts in Lesotho.  
E

lectoral divisions w
ere random

ly 
assigned to treatm

ent and control 
through a public lottery. 

C
hild grants program

m
e had positive 

effect on children's enrolm
ent but “no 

noticeable im
pact on other im

portant 
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unconditional cash transfer for poor 
households. 

dim
ensions of school progression 

(early enrolm
ent, repetition, prim

ary 
com

pletion and enrolm
ent in 

secondary).” 
Sabates et al. 2019 review

 the effect of 
C

oncern W
orldw

ide 
G

raduation Program
m

e, an 
unconditional cash transfer program

 
com

bined w
ith livelihood training, on 

schooling outcom
es in Rw

anda. 

D
ata is from

 a sam
ple of 1,000 

beneficiary households from
 31 

villages in Rw
anda. 

H
ouseholds identified as very poor by 

their com
m

unities w
ere validated for 

eligibility by C
oncern W

orldw
ide staff. 

V
illages w

ith eligible households w
ere 

considered beneficiary villages (800 
villages) and w

ere m
atched w

ith other 
villages “based on socio-econom

ic 
characteristics and belonging to the 
sam

e districts” as control (200 
villages). 

The program
 enabled households to 

m
ake educational investm

ents and 
increased share of children w

ith school 
uniform

s by 42 percentage points but 
did not have an im

pact on school 
attendance. 
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A
ppendix T

able 11: Studies on school grants in Africa, 2014-2020 (experim
ental and quasi-experim

ental) 

Study 
D

ata 
Identification strategy 

E
ffect 

Beasley and H
uillery 2017 evaluate 

grants given to school com
m

ittees in 
N

iger to encourage parent 
participation in the process. 

1,000 schools in Tahoua and Z
inder 

districts in N
iger. 

Schools w
ere random

ized to treatm
ent 

and control, stratified according to 
urban/rural classification and existing 
support for school com

m
ittees. 

G
rants to school com

m
ittees increased 

parent participation and responsibility, 
increased enrollm

ent at the low
est 

grades and im
proved school resources 

in general, but had no m
easurable 

im
pact on test scores, and teacher 

absenteeism
 increased.  

Blim
po et al. 2015 evaluate a four-year, 

large-scale experim
ent on G

am
bia that 

provided grant and training to schools. 

273 G
am

bian prim
ary schools 

Schools w
ere random

ized to the three 
arm

s: grant and com
prehensive school 

m
anagem

ent training, grant but no 
training, and neither intervention. 

“Three to four years into 
the program

, the full intervention 
[grant +

 training] led to a 21 percent 
reduction in student absenteeism

 and a 
23 percent reduction,” 
in teacher absenteeism

, but produced 
no im

pact on student test scores. 

C
arneiro et al. 2015 “analyze 

the im
pact of a school grants program

 
in Senegal, w

hich decentralized a 
portion of the country’s education 
budget.” 

633 schools subm
itted project 

proposals eligible for grant financing. 
The schools w

ere random
ized to w

hen 
they w

ill receive their grant (first 
cohort: June 2009, second cohort and 
third cohorts: m

id- 2011), creating 
com

parable cohorts during m
id-2009 

to m
id-2011. 

Targeted school grants im
proved test 

scores of younger grade students 
w

hich persisted for at least tw
o years. 

E
ffects are concentrated am

ong 
schools that focused funds on H

R 
im

provem
ents rather than school 

m
aterials. 

M
biti and Schipper 2020 evaluate a 

program
 in Tanzania that provides: a 

school grant, teacher perform
ance pay, 

and both. 

350 public prim
ary schools in 

Tanzania  
Schools w

ere random
ly assigned to the 

three treatm
ent groups (7 schools each 

arm
) and 14 schools to control.  

“A
pproxim

ately 96 percent of teachers 
support the idea of teacher 
perform

ance pay, w
hile 61 percent 

favor at least som
e perform

ance linked 
elem

ent in a future salary increase. 
Further, 80 percent of head teachers 
support perform

ance pay.”  
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A
ppendix T

able 12: Studies on elim
inating school fees in A

frica, 2014-2020 (experim
ental and quasi-experim

ental) 

Study 
D

ata 
Identification strategy 

E
ffect 

M
ulti-country estim

ates 
ùûFDQ�HW�DO������ “exam

ine the 
relationship betw

een prim
ary school 

fees and education quality and access 
over the past forty years in seven sub-
Saharan A

frican countries.” 

W
orld Bank data on prim

ary 
enrollm

ent rate, pupil-teacher ratio 
and prim

ary com
pletion rate for 

E
thiopia, G

hana, K
enya (E

ducation 
Policy and D

ata C
entre 2011 for pupil-

teacher ratios), M
alaw

i, Tanzania, 
U

ganda, and Z
am

bia. 

“O
ur analysis uses a parsim

onious 
m

odel to exam
ine the relation betw

een 
school fees and our education 
indicators. W

e estim
ate the 

coefficients of the pooled regression 
m

odel by [ordinary least squares 
regression].” 

“Prim
ary school fees w

ere associated 
w

ith a 17-percentage point reduction 
in enrolm

ent rates in prim
ary schools, 

and a 5-percentage point drop in 
prim

ary com
pletion rates. A

t the sam
e 

tim
e, w

e note a decline in the pupil–
teacher ratios (a reduction of about 
seven pupils per teacher) w

hen school 
fees are present in our sam

ple 
countries.” 
 

O
m

oeva and M
oussa 2020 exam

ine 
the long-term

 effects of free prim
ary 

education in E
thiopia, M

alaw
i, and 

U
ganda.  

Living Standards M
easurem

ent Survey 
(LSM

S) and D
em

ographic and H
ealth 

Surveys (D
H

S) 

Fuzzy regression discontinuity design 
using the roll-out of free prim

ary 
education as an exogenous shock. 

Free prim
ary education increased 

“educational attainm
ent across all 

three countries betw
een 0.6 and 1.5 

years of com
pleted schooling,” w

hich 
translated to low

er “sexual activity, 
child birth, and m

arriage rates during 
adolescence,” but did not im

prove 
labor force participation or 
em

ploym
ent. 

Single country estim
ates 

A
jayi and Ross forthcom

ing evaluate 
the effect of K

enya’s free prim
ary 

education program
 rolled out in 2003. 

2015 K
enya FinA

ccess household 
survey. 

D
ifferent intensity of exposure to 

program
 due to regional and birth-

cohort variation. 

K
enya's free prim

ary education 
program

 is associated w
ith "increases 

in educational attainm
ent and 

increased use of form
al financial 

services, particularly through m
obile 

banking" and "increases in 
em

ploym
ent rates and incom

es but 
lim

ited im
provem

ents in effective 
num

eracy, retirem
ent planning, and 

subjective financial w
ell-being.” 

A
tuhurra 2016 assesses the learning 

im
pacts of K

enya’s free prim
ary 

education program
. 

“U
nique repeated cross-sections 

dataset obtained from
 the Southern 

and E
ast 

“By assum
ing a com

m
on trend and 

relying on the conditional 
independence assum

ption, w
e utilize 

private schools as a com
parison group 

The policy led to "large achievem
ent 

declines" (specifically reading test 
score is reduced by 0.415 SD

s w
hile 
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A
frican C

onsortium
 for M

onitoring 
E

ducation Q
uality (SA

CM
E

Q
).” 

since these w
ere not directly treated by 

the…
 intervention.” 

m
ath test score declines by 0.510 

SD
s.” Statistically significant 

learning declines w
ere experienced by 

boys in urban public schools, but no 
difference in learning achievem

ents 
betw

een girls in public and private 
schools. In addition, "the declines are 
associated w

ith decreased teacher 
efforts and local com

m
unity 

disengagem
ent" w

ith teacher efforts 
declining by over 12 hours for reading 
and 13.8 hours for m

ath. 
Blim

po et al. 2019b evaluate the 
evidence from

 school fee elim
ination 

in the G
am

bia rolled out betw
een 

2001 and 2004. 

Student exam
 records from

 the W
est 

A
frican E

xam
inations C

ouncil (1998 
to 2012), 1998 w

ave of the Integrated 
H

ousehold Survey, and the annual 
school census conducted by the 
M

inistry of E
ducation (1998 to 2012). 

“The gradual rollout of the program
 

across geographic regions provides 
identifying variation in the policy.” 

E
lim

inating school fees for secondary 
school girls led to an increase in the 
num

ber of girls taking the high school 
exit exam

 by 55 percent, an increase in 
the share of older test takers in poorer 
district (suggestive of “expanding 
access for students w

ho began school 
late, repeated grades, or w

hose studies 
had been interrupted”), and "robustly 
positive point estim

ates of the 
program

 on test scores.” 
Boahen and Y

am
auchi 2018 

 evaluate the effect of G
hana’s Free 

C
om

pulsory U
niversal Basic 

E
ducation in 1996 on girls’ adolescent 

fertility and early m
arriage. 

N
o open source available. 

N
o open source available. 

“G
irls w

ho w
ere exposed to the 

reform
 had m

ore education, higher age 
at first m

arriage, and low
 fertility than 

girls w
ho w

ere not exposed to the 
reform

.” E
ffect decreases w

ith age and 
disappears after age 19. 

Brudevold-N
ew

m
an 2019 investigates 

the im
pacts of “the K

enyan 
governm

ent’s 2008 abolition of tuition 
for public secondary schools.”  

The 2014 K
enya D

em
ographic and 

H
ealth Survey, and an adm

inistrative 
dataset of secondary school 
com

pletion exam
ination results. 

“Identification of causal im
pacts 

exploits region and cohort-specific 
variation in the 
treatm

ent intensity of individuals 
exposed to the program

.” 

K
enya's free secondary education 

program
 im

proved access to post-
prim

ary education and consequently 
led to delayed childbirth and related 
behaviors and shifted em

ploym
ent 

aw
ay from

 agriculture tow
ards skilled 

w
ork. There is little evidence that 

secondary school com
pletion 

exam
ination grades deteriorated as a 

result of the program
.  
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C
hicoine 2016 the effect of school’s 

fees rem
oval to w

om
en’s education 

and fertility in E
thiopia. 

The 1994 E
thiopian Census, and the 

2005 and 2011 rounds of the 
E

thiopian D
em

ographic and H
ealth 

Survey. 

D
ifferent intensity of exposure to 

reform
 given year and region of birth. 

Rem
oval of school fees for prim

ary 
education “led to an increase of over 
1.5 years of schooling for w

om
en.” A

n 
additional year of schooling "led to a 
reduction of 0.2 births, a delay in 
sexual activity, m

arriage, and the 
tim

ing of both the first, second and 
third births, im

proved labor m
arket 

outcom
es and decreased desired 

num
ber of children. 

C
hicoine 2019 exam

ines “the im
pact 

of both rem
oving school fees and 

introducing m
other tongue instruction 

in the early 1990s” in E
thiopia. 

The 2007 round of the E
thiopian 

census, the 2005, 2011 and 2016 
rounds of the D

em
ographic and 

H
ealth Survey, and the 2016 Living 

Standards and M
easurem

ent Study. 

The study “exploits geographic 
variation in pre-reform

 levels of 
schooling and the tim

ing of the policy 
changes in E

thiopia.” 

E
thiopia's free prim

ary education 
com

bined w
ith m

other tongue 
instructions led to a net increase of 0.7 
years of schooling, w

hich, in turn, 
translated to "an increase in literacy, 
know

ledge of fam
ily planning m

aterial 
from

 new
spapers and m

agazines, 
know

ledge of H
IV

, and the likelihood 
of know

ing a location for H
IV

 
testing.” 

D
elesalle 2016 review

s the im
pact of 

universal prim
ary education program

 
in Tanzania im

plem
ented from

 1974 
to1978. 

10 percent IPU
M

S sam
ple from

 the 
2002 Tanzanian Census and the Living 
Standards M

easurem
ent Study -

Integrated 
Surveys on A

griculture panel data 
collected in 2008-2009, 2010-2011 and 
2012-2013. 

E
xogenous variations in exposure to 

the program
 according to year and 

region of birth. 

Program
 im

proved access in education 
from

 previously less-educated regions. 
The increase in education resulted to 
increased household consum

ption 
aggregates w

ith heterogeneous effects: 
returns to education are low

er in rural 
areas com

pared to urban areas, and 
returns are “low

er for the agricultural 
sector than for the non-agricultural 
self-em

ploym
ent sector and for 

the w
age-earner sector.” 

D
uflo et al. 2019 evaluate the im

pact 
of free secondary education in G

hana 
ten years after im

plem
entation. 

2,064 youths in G
hana 

“Full scholarships w
ere aw

arded to 
682 adolescents, random

ly selected 
am

ong a study sam
ple of 2,064 rural 

youth w
ho had gained adm

ission to a 
public high school but did not 
im

m
ediately enroll.” 

“Ten years after receipt of the 
scholarship, w

inners show
 private 

labor m
arket gains, prim

arily in the 
form

 of better access to jobs w
ith 

rents.” 

G
ajigo 2016 evaluate a nation-w

ide 
scholarship program

 for secondary 
school girls in the G

am
bia. 

Tw
o cross-sectional, nationally-

representative household surveys 
“This gradual expansion of the 
program

 in the initial im
plem

entation 
phases provides a unique opportunity 

“The program
 increased enrollm

ent 
for secondary school fem

ale students 
by 5 percentage points. The effects for 
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conducted in 1998 and in 2002/03 
in the G

am
bia. 

 

to rigorously assess the causal im
pact 

of the scholarship program
 on 

educational outcom
es.” 

fem
ale prim

ary school students w
ere 

sim
ilarly significant.” 

M
asuda and Y

am
auchi 2018 assess the 

effect of universal free secondary 
education program

 in U
ganda. 

D
istrict-level data of U

ganda 
C

ertificate of E
ducation exam

 from
 

the year of 2006 
to 2012 m

erged w
ith the A

nnual 
School C

ensus for the sam
e years. 

Regional and birth-cohort induced 
variation in exposure to the program

. 
The universal fee-free secondary 
education program

 "increased the 
num

ber of the students taking the 
secondary school exit exam

 by 16%
 

and raised their test score, in m
ath and 

E
nglish, by 0.05-0.2 standard deviation 

in the m
edian intensity district.” 

M
oshoeshoe at al. 2019 “exam

ine the 
im

pact of Lesotho’s Free Prim
ary 

E
ducation (FPE

) program
m

e on 
enrolm

ent and relative grade 
attainm

ent.” 

2000 M
ultiple Indicator C

luster Survey 
and 2002 C

ore W
elfare Indicators 

Q
uestionnaire survey. 

The study uses a difference-in-
differences strategy to exploit the 
variation in exposure to the policy 
across age groups. 

“W
e find that the FPE

 policy 
increased enrolm

ent of prim
ary 

school-age children by 19.1 percentage 
points betw

een 1999 and 2002. W
e 

also find that the policy had a negative 
effect on relative grade attainm

ent: 
post-FPE

, children had 0.15 few
er 

grades per year of age com
pared to 

pre-FPE
. W

e do not find evidence of 
sibling effects.” 

O
m

oeva and G
ale 2016 evaluate the 

effects of U
ganda’s universal 

secondary education policy launched 
in 2007 on household schooling costs 
and equity. 

U
ganda N

ational Panel Survey rounds 
in 2005 and 2009–11, w

hich are 
included as part of the W

orld Bank’s 
Living Standards M

easurem
ent Study. 

The study uses a basic regression 
equation to estim

ate effects of the 
policy. 

Receipt of policy grant "has increased 
substantially for m

ost pupils, and is 
associated w

ith a reduction in 
household spending on education per 
child, at the low

er secondary level.” 
There is no evidence that the policy 
im

proved school attendance or 
retention.  

Sakaue 2018 evaluates U
ganda’s free 

prim
ary education policy. 

“N
ationally representative panel 

household survey data based on the 
U

N
H

S 2005/2006 and the U
ganda 

N
ational Panel Survey (U

N
PS) 

collected by the U
ganda Bureau of 

Statistics (U
BO

S).” 

D
ifference-in-difference, com

bined 
w

ith propensity score m
atching using 

baseline data. 

"This study [finds] that there is a 
strong negative effect of high fees on 
public school attendance of children 
from

 poor households…
 The study 

also finds a lim
ited role of private 

schools absorbing the children from
 

poor households w
ho left public 

school due to high fee charges.” 
V

alente 2019 estim
ates “the effect of 

enrollm
ent grow

th follow
ing the 

2000 and 2007 SA
C

M
E

Q
 surveys 

D
ifference-in-differences using 

“variation in the subsequent rate of 
enrollm

ent grow
th across regions” 

The enrollm
ent grow

th follow
ing the 

rem
oval of prim

ary school fees in led 
to " a sizeable increase in pupil-teacher 
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rem
oval of prim

ary school fees in 
Tanzania” announced in 2001. 

despite sim
ultaneous rem

oval of 
prim

ary school fees. 
ratios and a reduction in observable 
teacher quality, but rule out a 
substantial effect on test scores 
overall.” 
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A
ppendix T

able 13: Studies on early childhood developm
ent and education in A

frica, 2014-2020 (experim
ental and quasi-experim

ental) 

Study 
D

ata 
Identification strategy 

E
ffect 

M
ulti-country studies 

Bietenbeck et al. 2019 report on the 
effect of preschool attendance on 
subsequent learning outcom

es in 
K

enya and Tanzania. 
 Intervention is on access. 

M
ore than 500,000 children covered 

by the U
w

ezo surveys, “large-scale 
household surveys 
of children’s literacy and num

eracy 
skills, w

hich also collect retrospective 
inform

ation on preschool attendance” 
in K

enya (2013 and 2014) and 
Tanzania (2011 to 2014). 

U
sing expansion of pre-prim

ary 
education in the tw

o countries, the 
study uses regressions to “identify the 
im

pacts from
 w

ithin-household 
differences, controlling for a variety of 
child-specific covariates.” 

A
ttending preschool is associated w

ith 
attending prim

ary school later, but 
progressing through grades faster, than 
peers w

ho did not attend pre-school. 
A

t ages 13-16, pre-school attendees 
“have com

pleted about one and a half 
m

ore m
onths of schooling than their 

sam
e-aged peers w

ho did not attend 
preschool” and “score around 0.10 
standard deviations higher on 
standardized cognitive tests.” 

Single country studies 
A

unio et al. 2019 estim
ate the im

pact 
of kindergarten attendance on early 
num

eracy skills in South A
frica. 

 Intervention is on access. 
 

C
ross-sectional sam

ple of South 
A

frican children (N
ௗ=
ௗ442) upon 

enrollm
ent in first grade. 

Regression estim
ation. 

“K
indergarten attendance predicted 

children’s early num
eracy perform

ance 
even w

hen controlling for executive 
function and language skills.” 

Blim
po et al. 2019a estim

ate the effect 
of tw

o E
C

D
 interventions 

(introduction of new
 com

m
unity 

centers to areas w
ith no existing 

centers, and training of providers in 
areas w

ith existing centers) in The 
G

am
bia. 

 Intervention is on both access and 
quality. 

Survey data from
 144 treatm

ent and 
control sites. 

Random
ized assignm

ent of 
com

m
unities to treatm

ent and control 
groups. 

Setting up new
 com

m
unity-based 

E
C

D
 centers in villages w

ithout 
previous access "led to declines in 
child developm

ent am
ong children 

from
 less disadvantaged households." 

Q
ualitative evidence suggests that 

"these households m
ay have been 

steered aw
ay from

 better quality early 
childhood settings in their hom

es." 
Providing intensive training to pre-
existing E

C
D

 centers failed to 
im

prove levels of child developm
ent. 

But overall, "com
parisons of 

observationally sim
ilar children across 

experim
ents reveal that existing early 

childhood developm
ent centers 

increased language skills by 0.4 
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standard deviation relative to the 
com

m
unity-based alternative, 

reflecting differences in program
 

quality." 
K

nauer et al. 2019 evaluate a reading 
training program

 for parents and 
young children in K

enya. 

357 caregivers and their children in 
rural K

enya 
C

aregivers w
ere clustered 

geographically and random
ly assigned 

to one of the four interventions or the 
control. 

“Parent training paired w
ith the 

provision of culturally appropriate 
children’s books increased reading 
frequency and im

proved the quality of 
caregiver-child reading interactions 
am

ong preschool-age children.” 
K

rafft 2015 estim
ates the im

pact of 
early childhood care on subsequent 
educational attainm

ent in E
gypt. 

 Intervention is on access. 

H
ousehold fixed effects, com

paring 
children in the household w

ho 
received early child education to those 
w

ho did not. 

“C
om

parisons betw
een siblings are 

used to control for selection and 
duration analysis m

ethods are used to 
account for the presence of current 
students in the data.” 

E
arly childhood care and education 

leads to “one additional year of 
schooling. K

ey pathw
ays for this effect 

include im
proved school perform

ance, 
such as increases in test scores and 
decreases in repetition, during basic 
education.”  

M
artinez et al. 2017 report the 

outcom
es of a com

m
unity-based 

preschool program
 in M

ozam
bique. 

 Intervention is on access. 

Panel survey of 2,000 households 
from

 76 com
m

unities in “high-poverty 
areas of rural M

ozam
bique.” 

“Preschools w
ere random

ly assigned 
to 30 of 76 eligible com

m
unities.”  

“Preschoolers w
ere 21 percentage 

points m
ore likely to be enrolled in 

prim
ary school, 14.9 percentage points 

m
ore likely to enroll at the appropriate 

age, and had higher cognitive and 
com

m
unication scores in first grade. 

Treatm
ent effects w

ere generally larger 
for children from

 vulnerable 
households, those w

ith higher initial 
developm

ent levels, and those w
ith 

longer exposure to treatm
ent.” 

M
orabito et al. 2018 report on the 

effect of high quality versus low
-

quality pre-school on subsequent 
learning outcom

es. 
 Intervention is on quality. 

100 children random
ly selected and 

then paired w
ith another child 

(m
atched on sex, ethnicity and 

“electroderm
al  activity at age 3”) from

 
the pool of 1,795 children in the 
longitudinal data from

 the Joint C
hild 

H
ealth Project in M

auritius. 

E
ach pair is random

ly assigned to 
treatm

ent and control. 
“Q

uality of preschool education had 
no significant effect on children's 
overall educational attainm

ent. 
H

ow
ever, academ

ic perform
ance of 

children in the experim
ental group w

as 
higher for children w

ith poorly 
educated fathers, but low

er for 
children w

ith poorly educated 
m

others.” 
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W
oldehanna and A

raya 2017 estim
ate 

the im
pact of preschool on children in 

E
thiopia.  

 Intervention is on access. 

908 children from
 the 2002 Y

oung 
Lives longitudinal data in E

thiopia. 
Regression estim

ation. 
“U

rban preschool children are 25.7 
per cent m

ore likely to com
plete 

secondary education than their non-
preschool counterparts at the proper 
age. The m

arginal returns are higher 
for those w

ho attended preschool for 
tw

o and three years than those w
ho 

only attended for one year.” 
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A
ppendix T

able 14: Studies on girls’ education in A
frica, 2014-2020 (experim

ental and quasi-experim
ental) 

Study 
D

ata 
Identification strategy 

E
ffect 

A
shraf et al. 2020a “study w

hether a 
negotiation skills training can im

prove 
girls’ educational outcom

es” in 
Z

am
bia. 

8th grade girls at 41 prim
ary schools 

throughout Lusaka, Z
am

bia 
G

irls in 29 schools w
ere random

ized 
to three groups: control, safe group, or 
negotiation group. “A

n additional 12 
schools w

ere assigned to be “pure 
control” schools, to assist in 
m

easuring spillovers, using a m
atched-

pair random
ization strategy.” 

N
egotiation training “negotiation 

training significantly im
proved 

educational outcom
es over the next 

three years.” 

Bandiera et al. 2019 evaluate an 
em

pow
erm

ent and livelihood for 
adolescents (E

LA
) protective space 

intervention by BRA
C

 w
here girls in 

Sierra Leone “can find support, 
receive inform

ation on health and 
reproductive issues, and vocational 
training.” 

4,700 young w
om

en in 150 villages. 
“O

ur analysis is based on a 2 ×
 2 

factorial design, w
here one dim

ension 
is the quasi-random

 
assignm

ent of the severity of E
bola-

related disruption to villages, and the 
other dim

ension is the random
 

assignm
ent of villages to E

LA
 

treatm
ent or control.” 

G
irls in control villages highly 

disrupted by the 2014 E
bola crisis 

experienced a “persistent 16 
percentage points drop in school 
enrolm

ent post-crisis,” partly due to 
m

ore out-of-w
edlock pregnancies. The 

safe space program
 “entirely reversed” 

these adverse effects. E
ven for older 

girls engaging in transactional sex, the 
program

 increased use of 
contraceptives. 

Bandiera et al. 2020 evaluate an 
intervention in U

ganda that provides 
“vocational training and inform

ation 
on sex, reproduction, and m

arriage” to 
adolescent w

om
en. 

150 com
m

unities in U
ganda. 

C
om

m
unities w

ere assigned to 
treatm

ent (100) or control (50), 
stratified by BRA

C branch office. 

“Four years postintervention, 
adolescent girls in treated com

m
unities 

are m
ore likely to be self-em

ployed. 
Teen pregnancy, early entry into 
m

arriage/cohabitation, and the share 
of girls reporting sex against their w

ill 
fall sharply.” 

Benshaul-Tolonen et al. 2019 
“conduct a three-arm

 pilot 
cluster random

ized controlled trial that 
provided sanitary products to 
schoolgirls to reduce absenteeism

” in 
K

enya. 

644 students in 30 prim
ary schools in 

w
estern K

enya 
G

irls w
ere random

ized to receive: (i) 
an insertable m

enstrual cup, or (ii) 16 
sanitary pads m

onthly, or (iii) control 
(usual practice). 

“U
sing the spot-check data, w

e 
confirm

 that providing sanitary pads 
reduces absenteeism

 
by 5.4 percentage points.” 

Buehren et al. 2017 evaluate the 
effects of an em

pow
erm

ent program
 

for girls in Tanzania. The program
 

E
m

pow
erm

ent and Livelihood for 
A

dolescents (E
LA

) by BRA
C included 

a safe-space club, life skills training, 
livelihood training, com

m
unity 

5,454 adolescent girls from
 150 

villages in Tanzania.  
The villages w

ere random
ized to 

treatm
ent (100) and control (50). 

A
lthough the program

 had great 
success in U

ganda, the Tanzanian 
program

 did not have “notable 
effects” on econom

ic, health, and 
social outcom

es. “The addition 
of m

icrocredit im
proves the take-up of 

the program
 and 
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participation program
, and access to 

m
icrofinance for older girls.  

savings of the participants.” 

Fiala et al. 2020 evaluate a program
 

that provides bicycles to girls 
2,471 girls in 100 schools 

Schools w
ere random

ly assigned to: (i) 
free bicycles, (ii) free bicycles w

ith 
upfront paym

ent for m
aintenance and 

spare parts kits, and (iii) control.  

“The intervention reduced overall 
absenteeism

, com
m

ute tim
e, and late 

arrival to school and had m
odest (but 

non-trivial) im
pact on M

ath scores.” 
K

oroknay-Palicz and M
ontalvao 2019 

report on the effects of a Sisters of 
Success program

 in Liberia. The 
intervention included a m

entoring 
program

 to develop social and 
em

otional life skills. 

2,884 girls in M
onrovia, Liberia. 

The girls w
ere random

ized to 
treatm

ent and control groups, 
stratified by age, schooling status and 
geography. “G

irls 
w

ho w
ere close friends, sisters, or 

living in the sam
e household w

ere 
random

ized jointly to either 
treatm

ent or control.” 

M
entoring program

 for adolescent 
girls increased likelihood of prim

ary 
school com

pletion and enrollm
ent to 

secondary school, and a “significant 
im

provem
ent in the quality of girls’ 

relationships w
ith their peers and 

parents.” 

M
edhin and E

rulkar 2017 report on 
the im

pact of safe spaces in program
 

in E
thiopia w

here out-of-school girls 
received training in literacy and life 
skills, and vouchers for m

edical 
services. 

Longitudinal data of 2,000 girls from
 

12 treatm
ent areas and 10 control 

areas in E
thiopia. 

D
istricts w

ith high poverty rates and 
low

 school attendance w
ere prioritized 

for treatm
ent. A

reas w
ith sim

ilar 
socio-econom

ic characteristics and 
other com

parable data w
ere selected as 

control. 

O
ut-of-school girls living in the 

project sites had higher literacy scores 
and w

ere 1.6 tim
es m

ore likely to have 
used a health services in the past six 
m

onths than their counterpart in 
control areas. 
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A
ppendix T

able 15: Studies on private and other non-governm
ent provision of schooling in A

frica, 2014-2020 (experim
ental and quasi-

experim
ental) 

Study 
D

ata 
Identification strategy 

E
ffect 

M
ulti-country estim

ates 
C

raw
furd 2017 estim

ates school 
m

anagem
ent quality in Sub-Saharan 

A
frica and its association w

ith student 
test scores. 

“2016 m
anagem

ent survey, w
ith 

school characteristics taken 
from

 the 2015 A
rk School Survey, 

official test score data for 2015 from
 

the U
ganda E

xam
inations Board 

(U
N

E
B), and further contextual data 

on schools from
 the 2013 E

ducation 
M

anagem
ent Inform

ation System
 

(E
M

IS), and the national population 
census in 
2014 and 2002.” 

School m
anagem

ent data w
as m

atched 
to individual student panel test scores 
to estim

ate the im
pact of school type 

and school m
anagem

ent quality on test 
scores. 

School m
anagem

ent quality m
atters for 

student learning: " a standard deviation 
difference in m

anagem
ent is associated 

w
ith a 0.06 standard deviation difference 

in test scores". A
dditionally, “contrary to 

com
m

on perception, I find no difference 
betw

een the quality of school 
m

anagem
ent in governm

ent, private or 
public–private partnership (PPP) schools 
(despite the higher level of autonom

y 
available to them

).” 
Single country estim

ates 
Barrera-O

sorio et al. 2019 “estim
ate 

short-term
, partial equilibrium

 im
pacts 

of a public-private partnership 
program

 on low
-cost private 

secondary schools in U
ganda.” 

Participating schools receive a per-
student voucher from

 the governm
ent. 

100 secondary schools 
Schools w

ere random
ized to starting 

the program
 the first year (treatm

ent) 
or getting the program

 the follow
ing 

year (control).  

“The PPP program
 led to both large 

enrollm
ent increases and significantly 

higher student perform
ance. Im

proved 
perform

ance is potentially linked to 
increased input availability and positive 
household-driven selection of voucher 
recipients.” 

Lipcan et al. 2018 exam
ine student 

achievem
ent in Bridge schools in 

Lagos 

37 Bridge schools 
“A

ll 37 Bridge schools in Lagos w
ere 

m
atched w

ith low
- and m

edium
-fee 

private schools…
 M

atching w
as 

conducted using a 
com

posite score index based on three 
variables: nom

inal school fees, total 
num

ber of pupils, and G
PS 

coordinates (longitude and latitude).” 

Students at Bridge schools have higher 
literacy and num

eracy scores than 
students in public schools, and higher 
literacy (but not num

eracy) scores than 
students in other low

-cost private 
schools. “Teachers in Bridge schools 
report higher m

otivation than teachers in 
other schools, and Bridge schools are 
better m

anaged than other schools. 
H

ow
ever, observed teaching practice 

does not differ substantially betw
een 

school types for literacy.” 
Rom

ero et al. 2020 evaluate the 
Partnership Schools for Liberia (PSL) 
program

 w
here the governm

ent 

3,499 students in 185 governm
ent 

schools in Liberia. 
93 schools w

ere random
ly assigned to 

the PSL program
. 

“A
fter one academ

ic year, students in 
RXWVRXUFHG�VFKRROV�VFRUHG�����Ƴ�Kigher 
in E

nglish and m
athem

atics. W
e do not 
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outsourced m
anagem

ent of public 
schools to private providers. 
“Providers received U

S$50 per pupil, 
on top of U

S$50 per pupil annual 
expenditure in control schools.” 

find heterogeneity in learning gains or 
enrollm

ent by student characteristics, but 
there is significant heterogeneity across 
providers W

hile outsourcing appears to 
be a cost-effective w

ay to use new
 

resources to im
prove test scores, som

e 
providers engaged in unforeseen and 
potentially harm

ful behavior, 
com

plicating any assessm
ent of w

elfare 
gains.”  

Rom
ero and Sandefur 2019 follow

-up 
on the Partnership Schools for Liberia 
program

 three years after its 
im

plem
entation. 

3,499 students in 185 governm
ent 

schools in Liberia. 
93 schools w

ere random
ly assigned to 

the PSL program
. 

“A
fter the first year, treatm

ent effects on 
learning gains plateaued (e.g., the 
intention-to-treat effect on E

nglish w
as 

���Ƴ DIWHU�RQH�\HDU��DQG����Ƴ�DIWHU�WKUHH�
years, equivalent to 4 w

ords per m
inute 

additional reading fluency for the cohort 
that started in first grade). Looking 
beyond learning gains, the program

 
reduced corporal punishm

ent (by 4.6 
percentage points from

 a base of 51%
), 

but increased dropout (by 3.3 percentage 
points from

 a base of 15%
) and failed to 

reduce sexual abuse.” Results varied 
across contractors. 

W
am

alw
a and Burns 2018  exam

ined 
the effect of private schools on literacy 
and num

eracy. 

Third round of U
w

ezo survey for 
K

enya (2012). 
“W

e use the household fixed effects 
m

odel to control for unobservables at 
the household level.” 

“O
ur results show

 that private school 
attendance is associated, on average, w

ith 
an increase in m

aths and language scores 
of 0.12 and 0.13 score standard 
deviations, respectively.” 

Z
uilkow

ski et al. 2020 evaluate low
-

cost-private schools in K
enya. 

326 students in 47 private and public 
schools in N

airobi, K
enya 

“W
e used residual gain scores (from

 a 
random

ly selected sam
ple)—

as 
opposed to cross-sectional 
m

easures—
in E

nglish and K
isw

ahili 
literacy and m

athem
atics, to com

pare 
the outcom

es of students” across tw
o 

academ
ic years. 

Low
-cost private schools in general “do 

not produce higher student grow
th over 

tim
e than public schools.” If both 

private and public schools w
ere provided 

w
ith instructional im

provem
ent 

intervention, private schools “increased 
student perform

ance m
ore than public 

schools, particularly in E
nglish.”  
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A
ppendix Figure 1: W

age and salaried w
orkers as a percentage of total em

ploym
ent, 2019 

 

 
N

otes: D
ata w

ere not available for the Seychelles. 

Source: W
orld D

evelopm
ent Indicators, W

orld Bank, draw
n from

 the International Labour O
rganization, ILO

STA
T database. D

ata retrieved on M
arch 1, 2020.  
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