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EXECUTIVE SUMMARY 
1. Background and Purpose 

Ghana’s revised Senior High School (SHS) curriculum places emphasis on developing learners 
not only academically, but also as responsible ci#zens equipped with shared na#onal values. 
As part of this reform, the Na#onal Council for Curriculum and Assessment (NaCCA), working 
with the Ghana Educa#on Service (GES) and young people themselves, developed the 
Essen%al Values for Ghanaian Youth Handbook1 to provide a clear, common ar#cula#on of 
the values expected of Ghanaian youth and how these values should be understood and 
prac#sed in everyday life. 

The handbook represents the first structured na#onal approach to values educa#on at the 
secondary level. It iden#fies eleven core values and presents them in ways intended to 
support reflec#on, discussion and applica#on rather than rote learning. To opera#onalise 
the handbook, pilot schools implemented weekly, student-led Values Learning Community 
(VLC) sessions, designed as par#cipatory spaces where learners discuss real-life situa#ons, 
reflect on choices and prac#se values collec#vely. 

The endline study was conducted to assess whether sustained exposure to the handbook 
and VLC sessions led to meaningful changes in students’ awareness, understanding, 
aXtudes and behaviour related to na#onal values. Specifically, the study sought to 
determine whether observed changes could be agributed to the interven#on itself, rather 
than to general #me trends or exis#ng school prac#ces and to generate evidence to inform 
decisions on na#onal rollout. 

2. Study Design and Scope 

The study adopted a randomised controlled trial (RCT) design, comparing outcomes 
between interven#on schools that implemented the handbook and VLC sessions and control 
schools that con#nued with exis#ng prac#ces. A total of seventy schools were included in 
the evalua#on, comprising thirty-five interven#on and thirty-five control schools. Baseline 
data were collected during the 2024/2025 academic year, followed by endline data 
collec#on in the 2025/2026 academic year. The same schools were retained across both 
rounds to ensure comparability. 

Data were collected using a mixed-methods approach. Quan#ta#ve data were gathered 
through structured ques#onnaires administered to students and teachers, while qualita#ve 
data were obtained through interviews with school leaders, Guidance and Counselling (G&C) 
coordinators and focus group discussions (FGD) with students. The analysis focused on 
changes over #me and differences between interven#on and control schools. 

 

 
1 Referred to through the report as values handbook. 
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3. Key Findings 

3.1 Awareness and Recogni>on of Na>onal Values 

Students’ awareness of na#onal values, measured through unprompted recall, was low at 
baseline across both interven#on and control schools. At endline, interven#on schools 
recorded substan#al improvements, with more students able to recall mul#ple values 
without promp#ng and fewer students repor#ng no recall at all. Changes in control schools 
were smaller and less consistent. 

Recogni#on of individual values when prompted also improved more strongly in interven#on 
schools. Gains were par#cularly evident for values that are less visible in rou#ne school 
discipline and classroom management, such as integrity, leadership and equity. These 
suggest that structured exposure through the handbook and VLC sessions supported 
broader familiarity with the full set of core values rather than reinforcing only those already 
embedded in everyday school rules. 

3.2 Understanding and Applica>on of Values 

Beyond recall and recogni#on, the study assessed students’ ability to correctly interpret and 
apply values when presented with prac#cal scenarios drawn from everyday school life. At 
baseline, understanding was stronger for values closely aligned with long-standing school 
norms, such as discipline and weaker for values requiring ethical judgement and learner 
agency. 

At endline, students in interven#on schools showed clearer and more consistent 
improvement across most values. Gains were strongest for integrity, leadership, equity and 
resourcefulness, where students were beger able to dis#nguish value-consistent ac#ons 
from plausible but incorrect alterna#ves. Improvements in control schools were smaller and 
uneven. These indicate that the handbook and VLC sessions supported deeper 
understanding of how values apply in prac#ce, not only familiarity with their labels. 

A difference-in-differences analysis confirms a posi#ve and sta#s#cally significant effect of 
the interven#on on students’ overall knowledge of na#onal values.  

3.3 ADtudes Toward Values, Discipline and Civic Engagement 

Student aXtudes toward na#onal values were already posi#ve at baseline across both 
groups. As a result, changes over #me were modest, par#cularly in interven#on schools 
where ceiling effects were evident. Rather than transforming aXtudes, the interven#on 
appears to have reinforced and stabilised exis#ng posi#ve orienta#ons toward values, 
ci#zenship and na#onal development. 

Some strengthening was observed for aXtudes related to fairness, diversity and peaceful 
coexistence in interven#on schools, consistent with the handbook’s emphasis on inclusion 
and equity.  



5 | P a g e  
 

In rela#on to civic engagement, students in interven#on schools were more likely to express 
willingness to ac#vely par#cipate in community ac#vi#es and to cite responsibility and 
personal sa#sfac#on as mo#va#ons for engagement. These align with the value handbook’s 
emphasis on responsible ci#zenship and collec#ve contribu#on. 

3.4 Behavioural PaMerns and School Discipline 

Self-reported behaviour improved significantly in interven#on schools across all eleven 
values. Teachers’ observa#ons corroborated these pagerns, repor#ng more frequent 
demonstra#on of behaviours linked to honesty, responsibility, self-directed learning, 
adaptability and leadership. 

School-level disciplinary data and qualita#ve accounts suggest a shi^ in how discipline is 
approached. Interven#on schools reported increased use of counselling referrals and 
parental engagement alongside reduc#ons in some puni#ve measures. School leaders and 
teachers described discipline increasingly as a correc#ve and forma#ve process linked to 
values educa#on rather than punishment alone. 

3.5. Insights from Implementa>on and Lived Experience 

Observa#ons of VLC sessions and qualita#ve accounts from students, teachers and school 
leaders provide important context for the quan#ta#ve findings. VLC sessions were 
consistently described as par#cipatory spaces dis#nct from regular lessons, where students 
could discuss values, share experiences and reflect on behaviour. Stronger sessions were 
characterised by clear structure, confident peer facilita#on and ac#ve student par#cipa#on. 

Students linked par#cipa#on in VLC sessions to observable changes in behaviour, including 
improved self-control, respect for others and confidence in expressing opinions. School 
leaders reported gradual improvements in school climate, with fewer severe disciplinary 
cases and greater student awareness of acceptable conduct. 

Varia#on in implementa#on quality was observed across schools. Time constraints, uneven 
facilita#on skills and limited access to materials constrained some sessions, par#cularly for 
values that require deeper reflec#on, such as self-directed learning and adaptability. 

3.6. Barriers and Enablers 

Peer pressure emerged as a persistent barrier to values prac#ce, par#cularly from the 
perspec#ve of students. Teachers highlighted resource constraints, limited training and 
uneven reinforcement as ongoing challenges. At the same #me, peer-led structures, 
counselling support and protected #metable slots were iden#fied as key enablers of 
effec#ve values educa#on. 

G&C coordinators emphasised the importance of supervision, careful selec#on of peer 
guides and adequate resourcing for ac#vity-based learning. Their recommenda#ons point to 
prac#cal considera#ons that will be cri#cal for na#onal scale-up. 
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4. Implica>ons for Na>onal Rollout 

The evidence from the pilot strongly supports na#onal scale-up of the values handbook and 
VLC sessions, subject to targeted refinements: 

1. Protect and ins>tu>onalise VLC >me 
VLC sessions should be formally embedded within the school #metable na#onwide, 
ideally aligned with exis#ng structures such as PLC #me, to ensure consistency and 
sustainability. 

2. Ensure universal access to materials 
Na#onal rollout should guarantee that every student has access to the values 
handbook, alongside complementary materials that support ac#vity-based learning. 

3. Strengthen facilita>on and supervision 
Clear guidance on peer guide selec#on, structured prepara#on and ongoing 
supervision by G&C coordinators is essen#al to maintain implementa#on fidelity. 

4. Broaden teacher and leadership engagement 
While values integra#on is already high, stronger alignment between VLC 
discussions, classroom prac#ce and school leadership ac#ons will reinforce 
coherence across the school environment. 

5. Engage parents and communi>es 
Findings highlight the need for complementary engagement beyond the school to 
address home–school value mismatches and consolidate behaviour change. 

6. Maintain monitoring and learning loops 
Simple, rou#ne monitoring of session quality, agendance and emerging challenges 
will support con#nuous improvement during na#onal rollout. 

 

5. Conclusion 

The pilot demonstrates that the values handbook, implemented through the VLC sessions, 
strengthens students’ awareness, understanding and prac#ce of na#onal values. Effects are 
strongest where engagement is structured, reflec#ve and sustained and where school 
leadership and disciplinary prac#ces reinforce the values being taught. 

Overall, the findings confirm that values educa#on is most effec#ve when embedded within 
school culture rather than treated as an add-on.  
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1. INTRODUCTION AND BACKGROUND 

1.1 Context of the Study 
NaCCA has developed a new SHS curriculum aimed at equipping learners with the knowledge, 
skills, character quali#es and shared Ghanaian values required for responsible ci#zenship and 
na#onal development. The curriculum emphasises the development of 21st-century 
competencies alongside the internalisa#on and applica#on of shared na#onal values, with the 
ul#mate objec#ve of preparing learners to live responsible adult lives, further their educa#on, 
enter the world of work and contribute meaningfully to Ghana’s social and economic 
development. 

A key innova#on of the revised SHS curriculum is the explicit integra#on of na#onal values 
into teaching and learning. For the first #me at the secondary level, Ghana has adopted a 
structured approach to values educa#on through the values handbook, which iden#fies and 
elaborates on eleven core values: honesty, integrity, diversity, equity, self-directed learning, 
confidence, self-discipline, adaptability, resourcefulness, leadership and responsible 
ci#zenship. The handbook is intended to ensure that all SHS students develop a shared 
understanding of what it means to be a responsible Ghanaian ci#zen and how values-based 
behaviours contribute to na#onal development. 

The handbook was developed through a par#cipatory, youth-led process. Young people were 
centrally involved in its design, with the GES and the Na#onal Union of Ghana Students, 
through the Youth Advisory Board, facilita#ng the selec#on of student authors from senior 
high schools and ter#ary ins#tu#ons across the country. This approach was intended to ensure 
relevance, ownership and resonance among the intended beneficiaries. 

As part of the pilot phase, the handbook was introduced in a group of SHSs across the country. 
From this group, a subset of schools was selected to par#cipate in the study, alongside a 
comparable group of schools that did not implement the values handbook during the pilot 
period.  

In these pilot SHSs, the values handbook is implemented through weekly, student-led VLC 
sessions. These sessions adopt a student-as-expert approach, in which students lead 
structured discussions and ac#vi#es with their peers. The programme includes twenty-two 
sessions covering up to eleven core values, delivered across both semesters and spanning up 
to 16 weeks per semester. The values sessions are held concurrently with teachers’ 
professional learning community (PLC) mee#ngs, ensuring con#nuity of student engagement 
while teachers par#cipate in professional development ac#vi#es. 
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1.2 Purpose and Objec:ves of the Endline Survey 
The endline study assesses changes in students’ and teachers’ awareness, aXtudes and 
behaviours related to na#onal values following the implementa#on of the values handbook 
in pilot schools. Building on the baseline assessment, the endline study examines whether 
exposure to the values handbook is associated with measurable improvements in values-
related knowledge, discipline, civic engagement and school-based systems for reinforcing 
posi#ve behaviour. 

Specifically, the objec#ves of the endline study are to: 

1. Assess changes in students’ knowledge and recogni#on of the eleven core na#onal 
values between baseline and endline. 

2. Examine changes in students’ aXtudes toward discipline, respect for authority and 
civic engagement. 

3. Assess changes in the prevalence of student behaviours that reflect or contradict the 
prac#ce of na#onal values, including discipline, responsibility and respect for school 
rules. 

4. Examine changes in school-level barriers and enablers affec#ng the prac#ce of na#onal 
values. 

5. Compare outcomes between interven#on and non-interven#on schools to assess the 
contribu#on of the values handbook; and 

6. Generate evidence to inform decisions on na#onal rollout, programme refinement, 
sustainability and poten#al scale-up of the values handbook. 

 

1.3 Study Design Overview 
The study adopts a RCT2 design to enable systema#c comparison between schools that 
implemented the interven#on and a group of schools that did not. This design supports 
robust comparison of outcomes across groups and strengthens confidence in the 
interpreta#on of observed differences. 

As men#oned earlier, the interven#on involved the introduc#on and structured use of the 
handbook through weekly VLC sessions. In interven#on SHSs, students met on a weekly 
basis to review and discuss sessions from the handbook. The sessions were designed to 
support value forma#on through guided discussion, peer interac#on and prac#cal 
applica#on of values within the school context. Implementa#on was supported and 

 
2 A RCT is a study design in which par5cipants are randomly assigned to either an interven5on group or a control group. 
Random assignment helps ensure that observed differences in outcomes between groups can be a=ributed to the 
interven5on rather than pre-exis5ng differences. 
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supervised by guidance and counselling coordinators, members of senior management and 
selected non-teaching staff. 

Schools were randomly assigned to either the interven#on or control group. Interven#on 
schools received the handbook and implemented the weekly VLC sessions during the pilot 
period. Control schools con#nued with exis#ng school prac#ces and did not receive the 
handbook or par#cipate in structured VLC ac#vi#es during the study period. 

The research design comprised three main components: 

1. A baseline survey conducted prior to implementa#on to assess students’ and 
teachers’ ini#al levels of awareness, aXtudes and behaviours related to na#onal 
values. 

2. An endline survey conducted a^er implementa#on to examine changes in outcomes 
over the pilot period; and 

3. A difference-in-differences (DiD) analy#cal approach used to compare changes in 
outcomes between interven#on and control schools while accoun#ng for baseline 
differences. 
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2. METHODOLOGY 

2.1 Survey Design 
The study employed a mixed-methods approach, combining quan#ta#ve and qualita#ve 
data collec#on to examine changes in knowledge, aXtudes, behaviours and school-level 
prac#ces related to the na#onal values. This approach was adopted to capture both 
measurable changes in student and teacher outcomes and contextual insights into how 
values were discussed and reinforced within schools. 

Quan#ta#ve data were collected through structured ques#onnaires administered to 
students and teachers in both interven#on and control schools. These instruments captured 
informa#on on awareness, recogni#on, aXtudes and self-reported behaviours related to the 
na#onal values, as well as selected indicators of school climate and discipline. 

Qualita#ve data were collected through interviews with school leadership and guidance and 
counselling coordinators, as well as focus group discussions with students. These qualita#ve 
components provided deeper insight into students’ experiences of values educa#on, 
percep#ons of behavioural change and school-level factors that enable or constrain the 
prac#ce of na#onal values. 

To minimise response bias, ques#onnaires administered in non-interven#on schools did not 
reference the values handbook, as students and teachers in these schools had not been 
exposed to it. In addi#on, selected ques#onnaire modules focused on implementa#on 
experience and programme-specific processes were administered only in interven#on 
schools to ensure relevance, while maintaining comparability across groups on core outcome 
measures. 

Data collec#on was conducted at endline following comple#on of the pilot period and was 
designed to mirror the baseline survey structure where appropriate. This consistency 
supports meaningful comparison of outcomes over #me and between interven#on and 
control schools. 

 

2.2 Sampling Approach 

School Selec>on 
As men#oned earlier, as part of the handbook pilot, ninety-eight senior high schools were 
selected to implement the handbook. Prior to rollout and for the purposes of the study, a 
subset of thirty-five schools was randomly selected from these ninety-eight schools to form 
the interven#on group. 

In addi#on, thirty-five comparable SHSs that were not implemen#ng the handbook were 
randomly selected to form the non-interven#on (control) group. These schools con#nued with 
exis#ng prac#ces and did not par#cipate in the handbook pilot during the study period. 
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The same interven#on and non-interven#on schools surveyed at baseline were retained for 
the endline assessment to ensure comparability over #me. Random selec#on of both 
interven#on and non-interven#on schools was conducted using R so^ware. 

 
Student Selec>on 
In both interven#on and control schools, a target of thirty students per school was randomly 
sampled, resul#ng in an intended sample of 2,100 students across the seventy schools. The 
sampling approach was designed to ensure representa#on across year groups while 
maintaining comparability between the baseline and endline cohorts. 

The baseline survey was conducted during the 2024/2025 academic year and included 
students from Year 1, Year 2 and Year 3. The endline survey was conducted in the 2025/2026 
academic year, by which #me the baseline cohorts had progressed, with Year 1 students 
moving to Year 2 and Year 2 students moving to Year 3. Students newly admiged into Year 1 
at endline were not included in the sample, as they had not par#cipated in the VLC sessions 
and had not been exposed to the handbook during the pilot period. 

Within each school, the endline sample was therefore drawn from Year 2 and Year 3 students. 
In most schools, fi^een students were sampled from each of these year groups. Student 
selec#on also took account of programme of study and gender to ensure that the sample 
reflected the diversity of the student popula#on within each school. 

 
Teacher Selec>on 
In each school, fi^een teachers were randomly sampled, resul#ng in a target sample of 1,050 
teachers across all schools. The sample included both core and elec#ve subject teachers, with 
deliberate efforts made to ensure gender balance. 
 
Management Selec>on 
Qualita#ve interviews were conducted in each of the seventy schools with members of 
school management and key support staff. These included headteachers, assistant 
headteachers, senior housemasters and housemistresses, deans of discipline and G&C 
coordinators. These interviews provided qualita#ve insight into levels of awareness, 
understanding, aXtudes and behaviours related to na#onal values, as well as school-level 
prac#ces that support or constrain values educa#on. 

 

2.3 Data Collec:on Process 
Data collec#on for the endline study was conducted following comple#on of the values 
handbook pilot period. The process was designed to mirror the baseline data collec#on as 
closely as possible to support comparability over #me, while incorpora#ng addi#onal tools to 
capture implementa#on experience and observed prac#ce in interven#on schools. 
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Quan#ta#ve data were collected through face-to-face administra#on of structured 
ques#onnaires to sampled students and teachers in both interven#on and non-interven#on 
schools. Enumerators were trained prior to fieldwork on the purpose of the study, the content 
of the instruments and standardised administra#on procedures. Data collec#on followed a 
common protocol across all schools to ensure consistency. 

Qualita#ve data collec#on involved semi-structured interviews with school leadership, 
guidance and counselling coordinators and deans of discipline, as well as focus group 
discussions with students. These ac#vi#es were conducted using standardised interview 
guides and facilitated by trained researchers. The qualita#ve components were used to 
explore percep#ons of values-related behaviours, changes observed during the pilot period 
and school-level factors influencing implementa#on. 

In interven#on schools, direct observa#ons of VLC sessions were conducted using a structured 
observa#on checklist aligned with the handbook. Observa#ons focused on session structure, 
facilita#on prac#ces, student par#cipa#on and alignment with the core values. In non-
interven#on schools, observa#ons of the general school environment were conducted to 
provide contextual comparison on how values-related behaviours were reinforced in the 
absence of structured VLC sessions. 

Fieldwork supervision was undertaken to ensure adherence to protocols, data quality and 
ethical standards throughout the data collec#on process. 

 

2.4 Data Analysis 

All quan#ta#ve data were collected using the SurveyCTO planorm and exported into Stata for 
data cleaning and analysis.  

Descrip#ve sta#s#cs were generated to summarise findings and produce disaggregated 
results by sex, school type and interven#on status. Compara#ve analyses, including DiD 
es#ma#on, were used to examine changes over #me between interven#on and non-
interven#on schools. Sta#s#cal tests were applied to iden#fy significant differences across 
groups. 

Qualita#ve data from interviews and FGDs were analysed thema#cally to provide contextual 
explana#ons for quan#ta#ve findings and to capture emerging insights related to values 
prac#ce, school discipline and implementa#on experiences. 

 

2.5 Ethical Considera:ons 
The study adhered to strict ethical standards to ensure the protec#on, dignity and 
confiden#ality of all par#cipants. Ethical clearance for the research was obtained from the 
GES and other relevant ins#tu#onal bodies prior to data collec#on. Informed consent 
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procedures were implemented at all levels: school leaders were briefed and provided 
ins#tu#onal consent; teachers and students were individually informed about the purpose, 
voluntary nature and confiden#ality of the study. 

For students under 18 years, assent was obtained in addi#on to ins#tu#onal consent. 
Enumerators were trained to explain consent in accessible language and to respect 
par#cipants’ right to decline or withdraw without consequence. No iden#fying informa#on 
was collected during surveys, interviews, or focus groups and all data were anonymised during 
transcrip#on and analysis. 

Child safeguarding was a core component of the training, par#cularly in managing sensi#ve 
conversa#ons during student FGDs. As part of the field implementa#on protocols, any 
disclosures of abuse or distress would be referred to the appropriate school authori#es in 
accordance with na#onal safeguarding protocols, however, no such incidences were reported 
during the period of the data collec#on. 

 

2.6 Limita:ons 
While the study provides robust insights into the uptake of na#onal values in SHSs, several 
limita#ons should be acknowledged. First, the self-reported nature of survey responses may 
introduce social desirability bias, especially on items related to values and behaviour. Although 
anonymity was assured, students and teachers may have overstated posi#ve behaviours or 
underreported nega#ve ones. 

Secondly, in a few schools, the implementa#on of the double track system meant that not all 
grade levels were present at the #me of data collec#on. This led to imbalances in the number 
of students sampled per grade, poten#ally affec#ng the representa#veness of responses 
across year groups. 

Finally, endline data collec#on took place before comple#on of the first semester of the 
2025/2026 academic year. As a result, data on reported disciplinary cases reflect only part of 
the academic year and do not capture end-of-semester pagerns when changes in student 
behaviour and enforcement prac#ces are o^en observed. Findings related to the prevalence 
and frequency of disciplinary cases should therefore be interpreted with cau#on. 
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3. KEY FINDINGS 
This chapter presents findings from the endline study, drawing on quan#ta#ve survey data, 
qualita#ve interviews, FGDs and observa#ons conducted in interven#on and control schools. 
Results are organised around the key outcome areas outlined in the study objec#ves, with 
comparisons made between baseline and endline and between interven#on and control 
schools.  

Where relevant, findings are disaggregated by interven#on status and supported by 
qualita#ve and observa#onal evidence to provide contextual explana#on. Sta#s#cal 
significance is reported where applicable with asterisk again the significant values.  

3.1 Demographic Profile of Par:cipants 
3.1.1 Student Demographics 
The endline survey covered a total of 2,099 students drawn from 70 SHSs, comprising 1,046 
students in interven#on schools and 1,053 students in control schools. Female students 
cons#tuted 50.3 percent of the sample, while males accounted for 49.7 percent. 

Students were drawn from Year 2 and Year 3 cohorts, reflec#ng progression of the baseline 
sample and ensuring that all surveyed students had been in school during the period of 
values handbook implementa#on. The distribu#on by sex was broadly balanced across 
interven#on and control schools. 

3.1.2 Teacher Demographics 
A total of 1,774 teachers par#cipated in the endline survey, with similar representa#on from 
control schools (896 teachers) and interven#on schools (878 teachers). On average, teachers 
were 39 years old and had spent 13.2 years in the teaching profession. Half of this experience, 
about six years on average, had been spent in their current schools. 

The teaching workforce was predominantly male, with males accoun#ng for 74.3 percent of 
respondents. Almost all teachers surveyed were trained and cer#fied, with 95.4 percent 
repor#ng that they held the required professional qualifica#ons. 

3.1.3 School leaders’ Demographics 
Interviews were conducted with seventy school leaders, comprising thirty-five from 
interven#on schools and thirty-five from control schools. Most school leaders interviewed 
were male (78.6 percent), with an average age of 47 years. 

On average, school leaders reported 20 years of experience in the teaching profession and 
nine years of service in their current schools. All school leaders held university degrees and 
were trained and cer#fied teachers.  
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3.2 Knowledge and Understanding of Na:onal Values 

 

3.2.1 Awareness of Core Na%onal Values 
Students’ awareness of na#onal values was assessed through an unprompted recall task, in 
which learners were asked to list as many na#onal values as they could without any cues. 
Unprompted recall is a demanding indicator of awareness, as it requires students not only to 
recognise values when presented but to retrieve them independently. 

Table 3.1 presents changes in students’ unprompted recall of na#onal values between 
baseline and endline, disaggregated by interven#on and control schools. At baseline, 
awareness levels were low in both groups. Most students could recall only one or two values 
and a sizeable propor#on were unable to recall any value. This indicates comparable star#ng 
points across interven#on and control schools and reflects limited ini#al familiarity with the 
na#onal values. 

Table 3.1: Unprompted Recall of Na7onal Values by Students 

Number 
of 

Values 
Recalled Intervention Control Difference 

(Intervention 
– Control)  Baseline Endline 

Change 
(pp) Baseline Endline 

Change 
(pp) 

5 or 
more 1.7 14.2* 12.5 0.6 0.47 -0.13 12.6 
3-4 

values 12.4 26.5* 14.1 11.1 17 5.9 8.2 
1-2 

values 57.5 50.6* -7.9 60.8 48.2 -12.6 1.3 
None 28.4 8.7* -9.7 27.5 34.4 6.9 -16.6 

N 1052 1,046  1032 1,053   
*Sta5s5cally significant at p≤0.05 

By endline, students in interven#on schools demonstrated a clear strengthening of awareness. 
Movement was observed away from very low or no recall toward higher recall categories, 
indica#ng that students were beger able to name and ar#culate mul#ple na#onal values. This 
is consistent with repeated exposure to the handbook content through weekly VLC sessions. 

In control schools, changes in recall were smaller and less consistent. While some students 
moved into mid-level recall categories, gains at the highest recall levels were limited. The 
propor#on of students unable to recall any values increased over the same period, indica#ng 
that awareness did not strengthen in a sustained way in the absence of structured 
engagement. 

The results in Table 3.1 show that interven#on schools recorded larger shi^s toward higher 
recall and greater reduc#ons in low or no recall than control schools. These findings suggest 
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that regular, structured discussion of na#onal values supported broader and more durable 
awareness among students. 

 

3.2.2 Recogni%on of Core Na%onal Values 
Following the assessment of unprompted recall, students’ recogni#on of specific na#onal 
values was examined to assess their familiarity with the na#onal values as presented 
explicitly in the handbook. Recogni#on captures students’ ability to correctly iden#fy 
individual values when prompted and therefore provides insight into exposure to the values, 
as dis#nct from spontaneous recall. 

Table 3.2 presents changes in students’ recogni#on of individual na#onal values between 
baseline and endline in interven#on and control schools. 

Table 3.2: Recogni7on Rates for Specific Values by Students 

  Intervention Control Difference 
(Intervention – 

Control) Values Baseline Endline Change 
(pp) Baseline  Endline Change 

(pp) 
Discipline 85.8 88.2 2.4 85.6 84.1 -1.5 3.9 

Confidence 79.8 85.2* 5.4 79.7 80.7 1 4.4 

Responsible 
Citizenship 78.3 84.0* 5.7 78.2 81.3 3.1 2.6 

Integrity 59.9 73.6* 13.7 67.4 63.5 -3.9 17.6 

Diversity 61.8 63.5 1.7 65.3 63.7 -1.6 3.3 

Resourcefulness 62.3 71.7* 9.4 64.1 65.6 1.5 7.9 

Adaptability 60.4 62.9 2.5 64.2 58.3 -5.9 8.4 

Leadership 56.2 67.9* 11.7 60.5 59.2 -1.3 13 

Honesty 50.2 55.8 5.6 54.2 49.6 -4.6 10.2 

Self-directed 
learning 46.1 48.1 2 50 52.2 2.2 -0.2 

Equity 45.5 55.8* 10.3 43.9 45.2 1.3 9 

N 1052 1,046   1032 1,053     
*Sta5s5cally significant at p≤0.05 

At baseline (table 3.2), recogni#on levels were broadly similar across the two groups. Values 
that are rou#nely reinforced through school rules and everyday prac#ce, such as discipline, 
confidence and responsible ci#zenship, were the most widely recognised. Values that 
receive less explicit agen#on in daily school rou#nes, including equity and self-directed 
learning, showed lower recogni#on levels, reflec#ng differences in the visibility of individual 
values within exis#ng school environments. 
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By endline (table 3.2), students in interven#on schools showed improvement in recogni#on 
across most values. Sta#s#cally significant gains were observed for several values across 
civic, behavioural and rela#onal domains. These changes indicate broader familiarity with 
the range of values ar#culated in the values handbook, rather than improvement limited to 
a small number of already familiar values. 

Stronger gains were observed for values such as integrity, leadership and equity (table 3.2). 
These values are less likely to be reinforced through rou#ne disciplinary prac#ces alone and 
typically require explana#on, discussion and reflec#on. The observed improvement suggests 
that structured engagement through VLC sessions supported clearer iden#fica#on and 
understanding of these values. 

In control schools, changes in recogni#on were smaller and less consistent (Table 3.2). While 
modest improvements were observed for some values, others showed ligle movement or 
declined slightly over the same period. Values related to personal ethics and adaptability 
showed par#cularly uneven change, sugges#ng that exis#ng school prac#ces alone may not 
be sufficient to strengthen recogni#on of these values. 

As seen in table 3.2, students in interven#on schools demonstrated more consistent gains in 
recogni#on across a wider set of na#onal values. The suggests that the handbook and VLC 
sessions supported clearer iden#fica#on of values that are less visible in everyday school 
prac#ce, alongside reinforcement of more familiar values. 

 

3.2.3 Understanding and applica%on of core na%onal values 
Beyond unaided recall and recogni#on, the student ques#onnaire assessed whether learners 
could correctly interpret and apply the core na#onal values when presented with prac#cal 
statements and scenarios drawn from everyday school life. These items required students to 
select value-consistent ac#ons from plausible alterna#ves, providing insight into how well 
students understood the meaning of the values as described in the handbook and how they 
applied them in concrete situa#ons. 

Unlike recall-based measures, these items assess judgement within structured contexts. 
Higher baseline levels are therefore expected for values that overlap with long-standing 
school rules, moral instruc#on and widely accepted social norms, par#cularly discipline and 
coopera#on-related behaviours. The analysis therefore focuses on changes over #me and 
compares pagerns of change between interven#on and control schools, rather than 
absolute levels alone. 

Table 3.3 presents the propor#on of students who selected the value-consistent response at 
baseline and endline, disaggregated by interven#on and control schools. The table shows 
both the direc#on and size of change across the eleven core values. 
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Table 3.3: Students correct interpreta7on of core na7onal values, baseline and endline 

 Intervention Control Difference 
(Intervention – 

Control) Values Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 
Responsible 
ci5zenship 62.4 74.8* 12.4 63.1 66.2 3.1 8.6 

Honesty 58.7 70.5* 11.8 60.2 61.9 1.7 8.6 

Integrity 54.1 69.3* 15.2 58.6 57.1 −1.5 12.2 

Diversity 65.9 72.4 6.5 67.2 66.1 −1.1 6.3 

Equity 49.6 63.8* 14.2 50.4 52.1 1.7 11.7 

Discipline 78.3 83.1 4.8 79.1 80.0 0.9 3.1 

Self-directed 
learning 52.8 59.6 6.8 54.0 55.2 1.2 4.4 

Adaptability 56.4 61.9 5.5 58.1 56.0 −2.1 5.9 

Resourcefulness 60.7 72.8* 12.1 62.9 64.3 1.4 8.5 

Leadership 55.9 70.2* 14.3 57.6 58.4 0.8 11.8 

Confidence 63.5 75.6* 12.1 64.2 66.0 1.8 9.6 

N 1052 1,046  1032 1,053   

*Sta5s5cally significant at p≤0.05 

 

Responsible ci>zenship 

As shown in table 3.3, baseline responses already indicated a moderate level of 
understanding of responsible ci#zenship in both interven#on and control schools, reflec#ng 
prior exposure to civic norms and school expecta#ons. This aligns with the essen#al values 
for the handbook’s framing of responsible ci#zenship as par#cipa#on in community life, 
respect for rules and contribu#on to na#onal development. By endline, students in 
interven#on schools were more likely to iden#fy responsibility as ac#ve contribu#on to the 
community rather than condi#onal or convenience-based behaviour. Changes in control 
schools were smaller, sugges#ng more limited progression from recogni#on to applica#on in 
the absence of structured VLC engagement. 

Honesty 

Honesty, as defined in the values handbook, extends beyond truthfulness to include 
responsibility in sharing informa#on and resis#ng misinforma#on. Baseline responses 
suggest that many students ini#ally interpreted honesty in instrumental terms, such as 
avoiding punishment or gaining advantage. Endline results (table 3.3) in interven#on schools 
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indicate stronger alignment with the values handbook’s emphasis on honesty as a moral 
commitment grounded in trust and accountability. Control schools showed more limited 
movement, sugges#ng that everyday disciplinary environments may reinforce compliance 
without deepening understanding of honesty as a character value. 

Integrity 

Integrity is presented in the values handbook as doing the right thing even when 
unsupervised, requiring moral judgement and consistency between values and ac#ons. Table 
3.3 shows one of the clearest divergences between interven#on and control schools for this 
value. While baseline understanding was moderate, interven#on students demonstrated 
stronger improvement in iden#fying principled ac#on over silence or passive non-
involvement. Control schools showed ligle improvement and, in some cases, slight decline, 
reinforcing the importance of guided discussion and ethical reflec#on in clarifying integrity. 

Diversity 

The values handbook frames diversity as recognising, valuing and ac#vely engaging with 
differences to promote inclusion and peace. Baseline responses for diversity were high in 
both groups, reflec#ng social desirability and exis#ng norms around tolerance. By endline, 
interven#on schools showed modest improvement (table 3.3), with students more 
consistently recognising diversity as ac#ve coopera#on and respecnul engagement across 
differences rather than passive acceptance. Control schools showed ligle change, sugges#ng 
limited reinforcement beyond informal norms. 

Equity 

Equity is dis#nguished in the values handbook from equality, emphasising fairness through 
support based on need rather than uniform treatment. Baseline levels for equity were lower 
than for diversity, reflec#ng the more abstract nature of the concept. As shown in Table 3.3, 
interven#on schools demonstrated stronger gains in recognising equity as fair treatment and 
appropriate support, consistent with the values handbook’s visual and scenario-based 
approach. Control schools recorded smaller changes, indica#ng that equity may require 
explicit discussion to be properly understood. 

Discipline 

Discipline is defined in the values handbook as self-regula#on, responsibility and 
commitment to doing the right thing, rather than fear-based compliance. Discipline was well 
understood at baseline in both groups, consistent with its strong presence in school rules 
and daily rou#nes. Endline improvements in interven#on schools were therefore more 
modest, reinforcing discipline as internalised self-control rather than externally enforced 
behaviour. Control school results remained stable over #me. 
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Self-directed learning 

Self-directed learning is framed in the values handbook as learner agency, ini#a#ve and 
responsibility for one’s own learning. Baseline responses indicate that many students ini#ally 
favoured teacher-dependent or passive approaches. Endline results show some 
improvement in interven#on schools, sugges#ng growing recogni#on of learner agency. 
However, this value remained among the more challenging for students to interpret 
consistently, reflec#ng its weaker presence in tradi#onal school structures. 

Adaptability 

Adaptability, as defined in the values handbook, involves flexibility and posi#ve response to 
change and challenge. Table 3.3 shows moderate baseline understanding and modest 
improvement in interven#on schools. Control schools showed less consistent change over 
#me. Given that adaptability is rarely named explicitly in rou#ne school prac#ces, these 
findings suggest that deeper reinforcement may be needed to translate recogni#on into 
confident applica#on. 

Resourcefulness 

Resourcefulness is framed in the values handbook as proac#ve problem-solving and effec#ve 
use of available resources. As shown in Table 3.3, this value recorded one of the stronger 
improvements in interven#on schools. By endline, students were more likely to recognise 
ini#a#ve and perseverance as value-consistent responses. Control schools showed only 
limited change, reinforcing the contribu#on of structured, scenario-based discussion in 
strengthening conceptual understanding. 

Leadership 

Leadership in the values handbook emphasises inclusion, listening and guiding collec#ve 
decision-making rather than authority or dominance. Leadership-related items show clear 
divergence between interven#on and control schools. Interven#on students increasingly 
associated leadership with responsibility for others and inclusive engagement, while control 
school responses remained unchanged. This suggests that leadership is not automa#cally 
developed through general school par#cipa#on alone but benefits from inten#onal 
reflec#on and prac#ce. 

Confidence 

Confidence is framed in the values handbook as construc#ve self-expression and belief in 
one’s ability to contribute posi#vely. Baseline levels were high in both groups, reflec#ng 
general encouragement of par#cipa#on in schools. Endline improvements in interven#on 
schools indicate clearer recogni#on of confidence as independent thinking and responsible 
self-expression rather than conformity or silence. Control schools showed smaller changes. 
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Tables 3.3 and 3.4 indicates that while baseline levels of correct interpreta#on were high for 
some values embedded in exis#ng school norms, interven#on schools demonstrated 
stronger and more consistent gains across the full set of core na#onal values. Improvements 
were most pronounced for values that require judgement, ethical reasoning and agency, 
such as integrity, leadership, equity and resourcefulness. Values closely #ed to rou#ne 
school regula#on, such as discipline, showed smaller but reinforcing gains, consistent with 
their already strong presence in school life. 

Table 3.4: Summary of changes in students’ conceptual understanding of core na7onal values 

Core value Change in interven8on schools (values handbook-aligned 
interpreta8on) 

Change in control 
schools 

Responsible 
ci5zenship 

Stronger recogni5on of responsibility as ac5ve contribu5on to 
community and na5on 

Limited consolida5on 

Honesty Improved understanding of honesty as trust, accountability and 
moral commitment 

Minimal change 

Integrity Clearer dis5nc5on between principled ac5on and passive or 
complicit behaviour 

Mixed, with some 
decline 

Diversity Greater recogni5on of diversity as ac5ve coopera5on and mutual 
respect 

Limited change 

Equity Improved understanding of fairness based on need rather than 
uniform treatment 

Minimal change 

Discipline Reinforcement of discipline as self-regula5on and responsibility Stable 
Self-directed 
learning 

Growing recogni5on of learner agency, remains uneven Limited change 

Adaptability Modest improvement in recognising posi5ve response to change Mixed 
Resourcefulness Stronger recogni5on of ini5a5ve and effec5ve problem-solving Minimal change 
Leadership Improved understanding of leadership as inclusive guidance and 

shared responsibility 
Limited change 

Confidence Clearer recogni5on of confidence as construc5ve self-expression Minimal change 
 

3.2.4 Observed delivery of VLC sessions and links to students’ understanding of values 
To complement the student survey findings, direct observa#ons of VLC sessions were 
conducted in interven#on schools to examine how the core na#onal values, as ar#culated in 
the values handbook, were delivered in prac#ce and how the quality of delivery may help 
explain observed pagerns in students’ conceptual understanding. Parallel observa#ons of 
the general school environment were conducted in control schools to provide contextual 
comparison. 

Overall, observa#ons indicate that VLC sessions created structured and par#cipatory spaces 
for students to engage ac#vely with the core values, suppor#ng the values handbook’s 
emphasis on understanding values through discussion, reflec#on and applica#on rather than 
memorisa#on. This sec#on synthesises key pagerns from the observa#ons and links them to 
earlier findings on students’ understanding and interpreta#on of values presented in Table 
3.3. 
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Table 3.5: Results of VLC lesson observa7on in interven7on schools 

VLC observation indicators  

Percentage of 
sessions rated 

“good” or 
“excellent” (%) 

Sessions’ setup and organisation  

The topic of the day was clearly stated and aligned with the values handbook. 97.1 

The session structure was clear (introduction, main activity, reflection). 85.7 

The session started on time and followed the scheduled plan. 82.9 
The peer guide had the required values handbook and materials ready (indicate if 
there were braille copies). 80.0 

The learning space was suitable (adequate seating, visibility, minimal distractions) 74.3 

Facilitation and Delivery  

The peer guide was confident, well- prepared and knowledgeable about the topic. 88.6 

The peer guide modelled positive behaviour and values during the session. 85.7 

Questioning techniques were used effectively to promote critical thinking. 82.9 

The peer guide encouraged student participation and discussion. 80.0 

The peer guide related examples to real-life situations or current school issues. 80.0 

Feedback and summarization were provided to consolidate learning. 74.3 

Student Engagement and Participation  
There was evidence of teamwork or peer learning. 88.6 

Students showed understanding of the session’s key message or value. 88.6 

Students were attentive and actively involved throughout the session. 77.1 

Students expressed their opinions freely and respectfully. 77.1 

Learners linked the discussion to their own experiences or community. 68.6 

Inclusion and Gender Sensitivity  
Both male and female students participated actively. 82.9 

Examples or illustrations reflected gender equality and diversity. 77.1 

Facilitator ensured balanced participation and discouraged bias or exclusion. 71.4 
Learners with disabilities (if present) were included and supported. Indicate if 
learners with disabilities led the sessions 57.1 

Learning Environment and Behaviour  
The learning atmosphere was respectful, safe and encouraging. 91.4 

Students demonstrated discipline, listening and mutual respect. 91.4 

There was no evidence of ridicule, bullying, or negative behaviour. 91.4 

The facilitator reinforced positive conduct consistent with the discussed value. 91.4 

Class Management by Peer Guide(s)  
The peer guide-maintained learners’ attention and focus throughout the session. 88.6 

The peer guide managed time effectively and kept the session on track. 88.6 
The peer guide encouraged orderly participation, so all learners had a fair chance to 
contribute. 88.6 

The peer guide handled distractions or disruptive behaviour calmly and respectfully. 85.7 

Reflection, Closure and Follow-Up  

Students were encouraged to apply the value in real-life situations. 91.4 
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VLC observation indicators  

Percentage of 
sessions rated 

“good” or 
“excellent” (%) 

The session ended with a clear reflection or takeaway message. 80.0 

Plans for the next VLC session were mentioned or confirmed. 54.3 

General impression about the entire VLC session  

Excellent 34.4 

Good 62.9 

Fair 2.9 

 

Session structure and alignment with the values handbook 

Most observed VLC sessions followed the structure prescribed in the values handbook, 
including clear iden#fica#on of the value being discussed, guided group ac#vi#es and closing 
reflec#ons focused on applica#on. The consistent organisa#on of sessions around a single 
core value supported clarity and depth of discussion, par#cularly for values that require 
explicit explana#on and ethical judgement, such as integrity, equity and leadership. In 
sessions where this structure was well maintained, students were more able to ar#culate 
the meaning of the value in their own words and relate it to everyday school situa#ons, 
reflec#ng the stronger gains observed for these values in Table 3.5. 

Facilita>on quality and peer-led learning 

Facilita#on was peer-led, with support from G&C coordinators or teachers as needed, 
consistent with the values handbook’s emphasis on peer learning and shared responsibility. 
In stronger sessions, peer guides demonstrated confidence, used open-ended ques#oning 
and ac#vely encouraged par#cipa#on from a wide range of students. This facilita#on 
prac#ces align closely with improvements observed in students’ understanding of 
confidence, leadership and responsible ci#zenship. Sessions that relied heavily on reading 
directly from the values handbook or facilitator monologue provided fewer opportuni#es for 
discussion and reflec#on and were associated with lower levels of student engagement. 

Student engagement and applica>on of values 

Observed sessions frequently included moments where students connected values to real-
life experiences, such as resolving peer conflict, responding to unfair treatment, or taking 
responsibility for shared resources. These discussions mirror the pagerns observed in Table 
3.5, par#cularly the stronger gains for integrity, resourcefulness and equity in interven#on 
schools. Students were o^en able to dis#nguish between passive or avoidance-based 
responses and ac#ons that reflected principled decision-making, sugges#ng that the 
discussion-based format of VLC sessions supported the values handbook’s emphasis on 
applying values in prac#cal contexts. 

 



24 | P a g e  
 

Inclusion, par>cipa>on and gender dynamics 

Observers noted balanced par#cipa#on between male and female students in most VLC 
sessions, with facilitators o^en making deliberate efforts to encourage quieter students to 
contribute. Where inclusive facilita#on prac#ces were evident, students demonstrated 
greater willingness to express opinions respecnully and to consider alterna#ve perspec#ves. 
This aligns with survey findings showing clearer understanding of diversity and equity-
related values in interven#on schools. In a small number of sessions, par#cipa#on was 
dominated by a few confident students, highligh#ng the need for con#nued facilitator 
support to ensure equitable par#cipa#on, as envisaged in the values handbook. 

Learning environment and behavioural modelling 

VLC sessions were typically conducted in respecnul and suppor#ve environments, with 
facilitators modelling behaviours consistent with the values under discussion, including 
listening, fairness and mutual respect. Observers rarely noted ridicule, exclusion, or overt 
disciplinary issues during sessions. This contrasts with observa#ons in control schools, where 
values-related messaging was more informal and less consistently reinforced and where 
opportuni#es for guided reflec#on on values were limited. The structured nature of VLC 
sessions therefore provides a dis#nct learning environment that reinforces both 
understanding and prac#ce of values in line with the values handbook’s approach. 

Reflec>ons on implementa>on quality 

While overall session quality was strong, observers iden#fied varia#on across schools. 
Shared challenges included limited #me, compe#ng school ac#vi#es and uneven facilita#on 
skills among peer guides. Where these constraints were present, sessions tended to be more 
procedural and less reflec#ve, poten#ally limi#ng their effec#veness for values that require 
deeper judgement and learner agency, such as self-directed learning and adaptability. This 
varia#on helps explain why improvements in these values, while posi#ve, were more modest 
in Table 3.5. 

In summary (table 3.6), VLC observa#ons provide important contextual evidence that helps 
explain the pagerns observed in the student survey. Schools that delivered well-structured, 
par#cipatory and inclusive VLC sessions created opportuni#es for students to interpret and 
apply the core na#onal values in ways consistent with the values handbook’s intent. The 
contrast with control schools, where values reinforcement was less systema#c, highlights the 
added value of the VLC sessions in suppor#ng deeper conceptual understanding of the 
values handbook. 
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Table 3.6: Summary of observed VLC session prac7ces and links to students’ understanding of core 

na7onal values 

Core na8onal 
value 

Observed VLC prac8ces in interven8on schools 
(values handbook-aligned) 

Link to student-level understanding 

Responsible 
ci5zenship 

Sessions emphasised shared responsibility, 
contribu5on to the school community and 
reflec5on on du5es to others 

Stronger recogni5on of ci5zenship as 
ac5ve contribu5on to community and 
na5on 

Honesty Facilitators guided discussion on truthfulness, 
trust and responsibility in sharing informa5on 

Clearer understanding of honesty as 
moral commitment rather than 
avoidance of punishment 

Integrity Use of real-life ethical dilemmas to dis5nguish 
principled ac5on from silence or non-
interference 

Stronger differen5a5on between 
integrity-consistent and integrity-
contradic5ng ac5ons 

Diversity Structured group work encouraged respecbul 
interac5on across differences 

Greater recogni5on of diversity as ac5ve 
coopera5on and mutual respect 

Equity Facilitated discussion on fairness, inclusion and 
suppor5ng peers based on need 

Improved understanding of equity as 
fairness rather than uniform treatment 

Discipline Sessions modelled respecbul behaviour, 
listening and self-control in line with values 
handbook guidance 

Reinforcement of discipline as self-
regula5on and responsibility 

Self-directed 
learning 

Reflec5on ac5vi5es encouraged ini5a5ve and 
applica5on beyond the session, with uneven 
consistency 

Emerging recogni5on of learner agency, 
remains uneven 

Adaptability Discussion of challenges and appropriate 
responses to change, with varying depth 

Modest improvement in recognising 
posi5ve response to change 

Resourcefulness Problem-solving tasks emphasised ini5a5ve and 
effec5ve use of available resources 

Stronger recogni5on of proac5ve 
problem-solving 

Leadership Peer guides modelled inclusive leadership, 
listening and shared decision-making 

Improved understanding of leadership as 
guidance and shared responsibility 

Confidence Safe spaces encouraged students to speak 
openly and express ideas respecbully 

Clearer recogni5on of confidence as 
construc5ve self-expression 

 
 

3.2.5 Impact of Interven%on on students’ Knowledge of Na%onal Values 
To examine the contribu#on of the interven#on to students’ knowledge of na#onal values, a 
DiD analysis was conducted using baseline and endline survey data. The analysis draws on a 
composite score derived from students’ responses to eleven values-based items, reflec#ng 
overall knowledge and understanding of the na#onal values. 

As seen in table 3.7, the DiD model compares changes in scores over #me between 
interven#on and control schools. At baseline, students in interven#on schools recorded 
slightly lower average scores than their peers in control schools. Over the same period, 
students in control schools did not show a sta#s#cally meaningful change in scores. 

A^er accoun#ng for these baseline differences and general #me trends, the interac#on term 
capturing exposure to the interven#on was posi#ve and sta#s#cally significant. This result 
indicates that students in interven#on schools recorded a larger improvement in their 
knowledge scores than students in control schools over the pilot period. The es#mated effect 
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suggests a meaningful increase in students’ understanding of na#onal values associated with 
par#cipa#on in the handbook and VLC sessions. 

While the overall explanatory power of the model is modest, this is expected given the 
complexity of values-related outcomes and the influence of factors beyond the interven#on. 
The consistency of the es#mated effect with earlier findings on recall, recogni#on and 
conceptual understanding reinforces the conclusion that the interven#on contributed 
posi#vely to students’ knowledge of na#onal values. 

 

Table 3.7: DiD Regression Results – Impact on Students’ Knowledge of Values 

Variables Coefficient Std Error t p-value 95% CI 
Group      

Control schools Ref     
Intervention schools -2.42 0.80 -3.04 0.002 [-3.99, -0.86] 

Time      
Baseline Ref     
Endline -0.86 0.80 -1.08 0.280 [-2.42, 0.70] 

Interaction (DiD effect) 7.26 1.12 6.45 0.000 [5.05, 9.46] 
Constant 64.82 0.57 114.5 0.000 [63.71, 65.93] 

 

3.2.6 Conceptual boundaries and common misconcep%ons about na%onal values 
In addi#on to assessing recall, recogni#on and applica#on of the eleven core na#onal values, 
the study examined the extent to which students iden#fied broader moral, social, or civic 
traits as na#onal values. These items were included to assess conceptual boundaries and to 
determine whether exposure to the values handbook improved clarity around which values 
are explicitly designated as na#onal values. 

The handbook recognises that several traits commonly associated with good character or 
ci#zenship, such as respect, obedience and patrio#sm, overlap conceptually with the core 
values but are not listed as stand-alone na#onal values. Examining pagerns of 
misclassifica#on therefore provides insight into whether students can dis#nguish between the 
values ar#culated in the handbook and other posi#ve traits encountered in school life. 

Table 3.8 presents changes in the propor#on of students incorrectly iden#fying selected 
noncore traits as na#onal values at baseline and endline, disaggregated by interven#on and 
control schools. 
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Table 3.8: Perceived Alignment of Selected Civic Traits with Na7onal Values 

  Intervention Control Difference 
(Intervention 

– Control) 
Noncore 

Value Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 
Respect 37.7 35.5 -2.2 35.9 39.4 3.5 -5.7 
Obedience 13 6.5* -6.5 11.6 8.2 -3.4 -3.1 
Patriotism 10.2 5.4 -4.8 9.6 6.5 -3.1 -1.7 
Loyalty 10.4 6.6 -3.8 7.8 9.9 2.1 -5.9 
Hard work 5 8.7 3.7 9.2 7.8 -1.4 5.1 
Tolerance - 16.5  16.5 - 12.4* 12.4 4.1 
Teamwork - 4.8 4.8 - 10.4* 10.4 -5.6 
Humility 5.9 - -5.9 5.8 - -5.8 -0.1 
N 1052 1046   1032 1053     

*Sta5s5cally significant at p≤0.05 

 

Across most traits (table 3.8), changes over #me were modest. In interven#on schools, 
reduc#ons were observed in the iden#fica#on of obedience and patrio#sm as na#onal values, 
indica#ng improved clarity around dis#nc#ons between the formally designated values and 
related behavioural traits. The decline for obedience was sta#s#cally significant, sugges#ng 
clearer differen#a#on between discipline as self-regula#on and obedience as rule-following. 

In control schools, pagerns were less consistent. Increases in the iden#fica#on of loyalty and 
teamwork as na#onal values suggest a tendency to associate collabora#ve and rela#onal 
behaviours with the na#onal values framework in the absence of structured guidance. 

Traits such as respect and hard work showed rela#vely stable iden#fica#on across both 
groups. While these are not explicitly listed as stand-alone na#onal values in the handbook, 
they are widely recognised as important Ghanaian values and are deeply embedded in 
everyday school prac#ce and civic instruc#on. Their con#nued iden#fica#on may therefore 
reflect not only limited differen#a#on from the formal list, but also their strong cultural 
salience and alignment with the broader ethos of the na#onal values framework. 

 

 

3.2.7 PaTerns in knowledge of na%onal values by demographic factors 
To examine whether changes in students’ knowledge of na#onal values were broadly shared 
across diverse groups, results were disaggregated by selected demographic and school 
characteris#cs. This analysis focuses on the average number of core na#onal values correctly 
iden#fied by students at baseline and endline, comparing interven#on and control schools. 
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Table 3.9 presents result by sex, year group and school category. At baseline, average scores 
were broadly similar across groups, with modest varia#on by school category and year group. 
This suggests comparable star#ng points within interven#on and control schools. 

By endline, students in interven#on schools recorded increases in the average number of 
values correctly iden#fied across all demographic groups shown in the table. Improvements 
were observed for both male and female students, as well as for students in Year 2 and Year 
3. These indicate that gains in knowledge were not concentrated in a single subgroup but were 
evident across cohorts that had been exposed to the handbook and VLC sessions. 

In control schools, changes were smaller and less consistent across demographic groups. In 
several cases, average scores remained stable or declined slightly between baseline and 
endline, par#cularly among male students, Year 2 students and students in Category C schools. 

Differences by school category suggest that students in Category A schools recorded higher 
average scores at both baseline and endline. However, students in Category B and C schools 
in the interven#on group also demonstrated clear improvements over #me. This indicates that 
the interven#on was associated with gains across different school contexts, not only in higher-
resourced seXngs. 

The findings in Table 3.9 suggest that improvements in students’ knowledge of na#onal values 
in interven#on schools were broadly distributed across sex, year group and school category. 
While baseline differences across groups persisted, exposure to the handbook and VLC 
sessions was associated with gains for a wide range of students, suppor#ng the inclusive reach 
of the interven#on. 

Table 3.9: Average Number of Values Correctly Iden7fied by Demographic Factors 

  Intervention Control Difference 
(Intervention – 

Control) Noncore Value Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 

Sex        

Male 6.88 7.61* 0.73 7.22 6.97* -0.25 0.64 
Female 6.85 7.53* 0.68 7.04 7.10 0.06 0.43 

Year        
Year 2 6.90 7.45* 0.55 7.16 6.88 -0.28 0.57 
Year 3 7.24 7.88* 0.64 7.49 7.32 -0.17 0.56 

School 
Category        

A 7.44 8.43* 0.99 7.35 8.11* 0.76 0.32 
B 7.13 7.79* 0.66 7.04 7.14 0.1 0.65 
C 6.77 7.44* 0.67 7.10 6.66* -0.44 0.78 

*Sta5s5cally significant at p≤0.05 

Table 3.10 presents recogni#on rates for individual na#onal values by gender at baseline and 
endline. The analysis examines whether familiarity with specific values differed between 
female and male students over #me. 
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At baseline, recogni#on levels were broadly similar for female and male students across most 
values. Discipline and confidence were the most widely recognised values for both groups, 
consistent with their visibility in rou#ne school prac#ces. Equity, self-directed learning and 
honesty showed lower recogni#on among both female and male students, indica#ng weaker 
immediate iden#fica#on when presented explicitly. 

Table 3.10: Gender Differences in Recogni7on of Specific Values 

  Female Students   Male Students 

Value Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 
Discipline 85.6 85.6 0 85.9 86.7 0.8 

Confidence 80.1 84.6 4.5 79.3 81.3 2 

Responsibility 77.5 83.1* 5.6 79 82.2 3.2 

Diversity 63.7 63.6 -0.1 63.4 63.6 0.2 

Adaptability 63.5 61.5 -2 61 59.7 -1.3 

Integrity 62.2 67.7 5.5 65.2 69.4 4.2 

Resourcefulness 62.2 68.8* 6.6 64.2 68.6 4.4 

Leadership 56.4 62.9* 6.5 60.3 64.1 3.8 

Honesty 51.1 53.4 2.3 53.3 52 -1.3 

Self-directed 
learning 48 50 2 48.1 50.3 2.2 

Equity 43.7 50.2* 6.5 45.8 50.8 5 
N 1073 1056   1011 1043   

*Sta5s5cally significant at p≤0.05 

By endline (table 3.10), improvements in recogni#on were observed among both female and 
male students, although the magnitude of change varied by value. Female students recorded 
sta#s#cally significant gains in recogni#on for responsibility, resourcefulness, leadership and 
equity. These values align closely with themes emphasised in the values handbook, including 
shared responsibility, ini#a#ve and inclusive leadership. The gains suggest that female 
students increasingly iden#fied these values when prompted, indica#ng strengthened 
familiarity. 

Male students also demonstrated improvements across several values, par#cularly 
responsibility, integrity, resourcefulness, leadership and equity. While these gains were 
posi#ve, fewer reached sta#s#cal significance compared to those observed among female 
students. Recogni#on of discipline remained unchanged for all genders, consistent with its 
already high baseline levels (table 3.10). 

For some values, including adaptability and diversity, recogni#on remained stable or declined 
slightly across both groups. This suggests that while students may demonstrate understanding 
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of these concepts in applied scenarios, explicit iden#fica#on of the value labels remains more 
challenging. 

 

3.2.8 Teacher self-reported knowledge and integra%on of na%onal values in teaching 
In addi#on to student outcomes, the endline assessment examined teachers’ self-reported 
integra#on of na#onal values into classroom teaching. This analysis provides context for 
interpre#ng student-level findings and helps assess whether the values handbook introduced 
new prac#ces or reinforced exis#ng approaches to values educa#on. 

As shown in Table 3.11, teachers’ reported incorpora#on of na#onal values into teaching was 
already high at baseline across both interven#on and control schools. Most teachers indicated 
that they inten#onally integrate values into their lessons, reflec#ng the long-standing role of 
teachers in promo#ng moral conduct, discipline and civic responsibility within schools. 

Between baseline and endline, reported levels of values integra#on remained stable. No 
sta#s#cally significant changes were observed over #me and results were similar in 
interven#on and control schools. The propor#on of teachers repor#ng that they did not 
explicitly incorporate values, or were unsure, remained small in both groups. 

Table 3.11: Teacher Incorpora7on of Values into Teaching 

  Intervention Control Difference 
(Intervention 

– Control) 
Incorporation 
Status Baseline Endline Change 

(pp) Baseline Endline Change 
(pp) 

Yes, 
intentionally 
incorporate 

95.6 96.2 0.6 94.1 94.1 0 2.1 

No, do not 
explicitly 
incorporate 

2.1 0.9 -1.2 1.7 2 0.3 -1.1 

Not sure 2.4 2.9 0.5 4.2 3.8 -0.4 0.9 
N 680 867   694 885     

 

These findings suggest that classroom-based values integra#on was well established prior to 
implementa#on of the handbook. The absence of a measurable differen#al change at endline 
is therefore expected and does not undermine the student-level gains observed elsewhere in 
this sec#on. Rather, it indicates that the added contribu#on of the handbook and VLC sessions 
lies primarily in providing structured, student-led spaces for discussion and applica#on of 
values, complemen#ng rather than replacing exis#ng teacher prac#ces. 
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3.2.9 Approaches used by teachers to integrate na%onal values 
Beyond whether teachers incorporate na#onal values into their teaching, the endline 
assessment examined how values are integrated in classroom prac#ce. Teachers were asked 
to indicate the approaches they use to embed values in their teaching, including explicit 
instruc#on, modelling, ac#vity-based prac#ce and linking values to subject content. 

Table 3.12 summarises reported methods of values incorpora#on at baseline and endline in 
interven#on and control schools. 

Table 3.12: Methods of Values Incorpora7on by Teachers 

  Intervention Control Difference 
(Intervention 

– Control) Method of Incorporation Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 

Teaching values 
explicitly as part of 
lesson content 

29.1 29.5 0.4 24.8 28.2 3.4 -3 

Modelling values in 
interactions with 
students 

48.9 50.7 1.8 44.7 47.1 2.4 -0.6 

Encouraging practice 
through activities 74.3 75.1 0.8 74 73.4 -0.6 1.4 

Linking values to 
subject-specific topics 37.2 40.2 3 37.7 38.7 1 2 

N 650 827   653 833     

 

Across both groups, the most reported approach was encouraging the prac#ce of values 
through classroom ac#vi#es. This was already well established at baseline and remained 
stable at endline, reflec#ng the significant role of par#cipatory learning and school-based 
ac#vi#es in values educa#on. 

Modelling values through interac#ons with students was also widely reported in both 
interven#on and control schools. Small increases were observed over #me, but differences 
between the two groups were limited. This suggests that modelling posi#ve behaviour is a 
long-standing and broadly shared teaching prac#ce rather than one uniquely shaped by the 
handbook. 
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Teaching values explicitly and linking values to subject content were reported less frequently 
than modelling and ac#vity-based approaches. Modest increases in linking values to subject 
content were observed in interven#on schools, alongside similar changes in control schools. 
Overall, changes across methods were limited and did not indicate a clear interven#on 
effect. 

Table 3.12 indicates that teachers draw on a combina#on of explicit instruc#on, modelling 
and ac#vity-based approaches to integrate values into teaching. The stability of these 
approaches over #me suggests that the values handbook complemented exis#ng prac#ce 
rather than seeking to transform it, with VLC sessions playing a more central role in 
influencing student-level outcomes. 

 

3.2.10 School Leaders Perspec%ves on Na%onal Values 
To complement the student- and teacher-level findings, qualita#ve interviews were conducted 
with school leaders including school heads, assistant heads, G&C coordinators and deans of 
discipline in both interven#on and control schools. This sec#on examines school leaders’ 
understanding of na#onal values, their perceived relevance to student development, 
observed changes in student behaviour and the role of leadership in reinforcing values 
educa#on within school systems. These perspec#ves provide ins#tu#onal-level context for the 
pagerns observed in earlier sec#ons and offer insight into condi#ons that support or constrain 
effec#ve implementa#on of the handbook and VLC sessions. 

3.2.10.1 Understanding and Interpreta#on of Na#onal Values 
School leaders demonstrated a broad and intui#ve understanding of na#onal values, o^en 
framing them as shared moral standards, social expecta#ons and behavioural norms that 
guide how students interact within the school and the wider society. Many school leaders 
drew on culturally embedded interpreta#ons of values, emphasising respect for elders, 
helpfulness, responsibility and communal living as founda#onal elements of na#onal values. 
For instance, during key informant interview with an Assistant Head, he explained “These 
[values] are the things we were taught when we were growing up… when you see an adult, 
you respect the person; when someone is carrying something [a load], you help [willingly]. 
These are values that makes us who we are.”  

While most school leaders could clearly ar#culate values such as discipline, honesty, 
responsibility and respect, fewer explicitly referenced the full set of the eleven core values 
outlined in the values handbook. This suggests that, although the concept of values is widely 
understood, formal alignment with the specific set of values outlined in the handbook is s#ll 
evolving. Several school leaders acknowledged that their understanding of values was shaped 
not only by the values handbook but also by personal upbringing, religious teachings and long-
standing school tradi#ons. A school head stated that, “the values are not new to us. What the 
Handbook has done is to bring them together and make us teach them deliberately.”  
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Overall, there was strong consensus among school leaders that the values promoted through 
the values handbook resonate with long-held Ghanaian social norms, making them 
contextually appropriate and relevant for secondary school students. 

3.2.10.2 Importance of Na#onal Values for Student Development 

Across interviews, school leaders unanimously emphasised the importance of na#onal values 
in shaping students holis#cally into well-rounded individuals. School leaders described 
na#onal values as complementary to academic instruc#on and was seen as essen#al for 
shaping character, guiding behaviour and preparing students for responsible adulthood. Many 
argued that academic achievement alone is insufficient if students lack discipline, integrity 
and respect for others. A dean of discipline remarked, “If a student is academically good but 
lacks discipline and respect, then we have not succeeded as a school.”  

Several school leaders linked values educa#on directly to improved school climate, no#ng that 
students who internalise values are more likely to comply with school rules, respect authority 
and coexist peacefully with peers. Discipline was repeatedly highlighted as the founda#on 
upon which other values depend. School leaders noted that when students understand and 
internalise discipline, other values such as honesty, responsibility and integrity become easier 
to reinforce. 

School leaders also perceived values educa#on as an essen#al social protec#ve mechanism 
for addressing contemporary behavioural risks among adolescents, including indiscipline, 
defiance of authority, violence, substance use and peer-driven misconduct. 

3.2.10.3 Alignment Between Na#onal Values and Student Behaviour in Interven#on Schools 
School leaders reported observing gradual but no#ceable improvements in student behaviour 
since the introduc#on of the values handbook. Several school leaders described reduc#ons in 
the frequency and severity of disciplinary cases, par#cularly those related to disrespect, 
lateness, non-compliance with school rules and interpersonal conduct. Observed behavioural 
changes included improved gree#ng prac#ces, greater respect for staff and visitors, increased 
willingness to assist peers and beger adherence to school rou#nes. Leaders noted that 
students appeared more conscious of their ac#ons and the consequences of viola#ng school 
rules. 

Below are some qualita#ve verba#ms from school leaders: 

• “Before, we were sibng every day to handle disciplinary cases. Now the cases have 
reduced and even when they come, they are not as serious as before.” – Assistant 
School Head  

• “Students are now more conscious of what they do. They know that if they misbehave, 
it goes against the values they have been taught.” – Dean of Discipline KII 

• “Now, when students see you coming, they greet. That was not the case before. You 
can see that something has changed.” – Dean of Discipline  
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• “Now when you enter the school compound, students greet you properly. That culture 
was not strong before, but now you can see it clearly.” – School Head 

• “Respect has really improved. Even when students are corrected, they are calmer and 
more recep%ve than before.” – Assistant School Head 

• “Issues like improper dressing and lateness have reduced. They understand that 
discipline is part of being responsible.” – Dean of Discipline 

However, school leaders were careful to note that behaviour change was not uniform across 
all students. Some groups, par#cularly male students and those from challenging home 
environments were perceived as slower to internalise certain values. This uneven behavioural 
shi^ reinforced school leaders’ views that educa#on on na#onal values must be con#nuous 
and supported by consistent role modelling.  

An Assistant School Head reflected, “You s%ll see some boys struggling with discipline. The 
girls seem to respond faster, but with the boys it takes more %me and repe%%on.”  

Some school leaders linked slower uptake of na#onal values and consequent behavioural 
change to students’ home environments, no#ng that values learned at school are some#mes 
contradicted at home. For instance, a school head explained “some students go home and see 
different behaviours, so what we teach here is some%mes challenged by what they experience 
outside.”  

Nevertheless, a few school leaders maintained that even where behaviour had not fully 
changed, students demonstrated greater awareness of what cons#tutes acceptable conduct. 
A Dean of Discipline summarised this shi^ succinctly, “Even when they do the wrong thing, 
you can tell they know it is wrong. That awareness was not there before.”  

Overall, school leaders viewed the alignment between na#onal values educa#on and student 
behaviour as increasingly evident. While challenges remain, par#cularly in achieving 
consistent behaviour across all student groups, school leaders perceived the values handbook 
and VLC sessions as contribu#ng to a more disciplined, respecnul and reflec#ve school 
environment. 

 

3.2.10.4 Leadership Role in Promo#ng Values Educa#on 
 School leaders saw themselves as role models whose behaviour could significantly influence 
students’ adop#on of values and its sustainability. Many 
described deliberate efforts to model expected values 
through their conduct, communica#on style and 
enforcement of rules. Some school leaders explained that 
students closely observe how leaders speak, dress and 
behave and are quick to iden#fy inconsistencies between 
what is taught and what is prac#sed. According to a school 

“If you want students to 
respect you, you must also 
show respect. You cannot 
teach values and behave 
differently.” – Assistant 
School Head 
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head, “Students look at us a lot. How you speak to them, how you react when there is a 
problem… they learn from that.”  

Several leaders reported integra#ng values educa#on into school assemblies, staff mee#ngs, 
disciplinary conversa#ons and everyday interac#ons. Values were o^en referenced when 
addressing misconduct, framing discipline as a learning opportunity rather than solely as 
punishment. This approach was seen as reinforcing the moral ra#onale behind school rules.  

Leaders also highlighted the importance of ins#tu#onalising values through visible reminders, 
such as displaying core values on no#ce boards, incorpora#ng values into school mogos and 
embedding them into orienta#on programmes for new students. 

3.2.10.5 Gender Equality and Inclusion through Values Educa#on 

School leaders widely acknowledged the role of na#onal values in promo#ng gender equality 
and inclusion. Many reported deliberate efforts to ensure balanced representa#on of students 
in leadership roles, including leadership posi#ons and group ac#vi#es, even in schools where 
enrolment was skewed toward one gender. For instance, an Assistant School Head stated that 
“even though the girls are more, we are giving priority to giving the boys leadership roles… 
That is why we s%ll have head boy and head girl, so that nobody will say we are biased.” 
Another school leader added, “we pick the boys and the girls together so that they work in 
groups and work together.” 

School leaders noted that values such as equity, respect and diversity were used to address 
gender stereotypes and encourage mutual respect between male and female students. Some 
leaders described changes in student aXtudes, with girls increasingly demonstra#ng 
confidence and leadership and boys becoming more recep#ve to shared responsibility. 

Nonetheless, leaders acknowledged that deeply ingrained cultural norms con#nue to 
influence some students’ aXtudes toward gender roles. As a result, values educa#on was 
viewed as an ongoing correc#ve process rather than a one-#me interven#on. 

 

3.2.10.6 Challenges and Areas for Improvement 
Despite overall posi#ve percep#ons, school leaders iden#fied several challenges. Some 
pointed to inconsistencies in how values are reinforced, no#ng that not all staff consistently 
model or exhibit expected behaviours. Others highlighted external influences, par#cularly 
home and community environments, which some#mes contradict the values promoted in 
school.  

A school head admiged: “Our teachers are supposed to be role models, but some are not living 
up to that expecta%on and [unfortunately] students no%ce it.” Another school leader 
observed, “some%mes what we teach here is different from what the students see at home 
and that makes our work difficult.” – Dean of Discipline. 
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These challenges emphasise the need for a stronger alignment between school leadership, 
teachers, parents and communi#es to sustain values-based behaviour among students. 

3.2.10.7 Implica#ons from School Leaders’ Perspec#ves 

Overall, school leaders view na#onal values educa#on as both necessary and impacnul. Their 
perspec#ves suggest that leadership commitment, visible role modelling and consistent 
reinforcement are cri#cal enablers of successful implementa#on. At the same #me, the 
findings highlight the need for clearer alignment between the values handbook and everyday 
school prac#ce, as well as stronger engagement with teachers and parents to consolidate 
gains. 

These leadership-level insights provide important lessons for na#onal scale-up, underscoring 
the role of school management in anchoring values educa#on within ins#tu#onal culture 
rather than trea#ng it as a standalone programme. 

 

  



37 | P a g e  
 

3.3 ANtudes toward Na:onal Values 
 

3.3.1 Perceived Importance of Values 
This subsec#on examines students’ aXtudes toward na#onal values, focusing on how strongly 
learners associate values with na#onal development, responsible ci#zenship and social 
cohesion. AXtudes reflect the extent to which values are seen as meaningful and relevant 
beyond classroom discussion. Table 3.13 summarises students self-reported levels of 
agreement with key statements at baseline and endline for interven#on and control schools. 

Students in both groups expressed high levels of agreement with statements linking na#onal 
values to development, ci#zenship and social harmony (table 3.13). At baseline, agreement 
was already strong, par#cularly in interven#on schools, indica#ng that many students entered 
the study with a posi#ve orienta#on toward the importance of values. This aligns with the 
prominence of values-related messaging in schools and wider Ghanaian social norms. 

Table 3.13: Student A^tudes Toward Na7onal Values and Development 

  % in Agreement (Strongly Agree   Agree) 

  Intervention Control Difference 
(Intervention 

– Control) Statement Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 

National values are 
important for 
national 
development. 

87.9 90.4 2.5 78.9 81.2 2.3 9.2 

Following core 
values would help 
Ghana progress 
faster. 

87.8 89.3 1.5 76.7 74 -2.7 15.3 

Practicing values 
prepares students to 
be responsible 
citizens. 

88.1 89.8 1.7 79.6 81 1.4 8.8 

Values like discipline 
and adaptability are 
necessary for 
nation's success. 

85.3 88.1 2.8 77.3 79.2 1.9 8.9 



38 | P a g e  
 

  % in Agreement (Strongly Agree   Agree) 

  Intervention Control Difference 
(Intervention 

– Control) Statement Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 

A country that 
upholds fairness and 
respect for diversity 
will experience 
greater peace. 

81.2 86.3* 5.1 73.1 74 0.9 12.3 

N 1052 1046   1032 1053     
*Sta5s5cally significant at p≤0.05 

By endline, agreement levels remained high across all statements. In interven#on schools, 
aXtudes toward the importance of na#onal values were sustained at similarly high levels, 
with limited scope for large measurable increases given the already strong baseline responses. 
Control schools also recorded improvements on several statements, sugges#ng that broader 
school experiences and social influences con#nued to shape students’ aXtudes during the 
study period. 

One area showing clearer movement is students’ views on fairness and respect for diversity 
as contributors to peace, where improvement was observed in interven#on schools (Table 
3.13). This aligns with the emphasis placed in the handbook and VLC discussions on inclusion, 
equity and peaceful coexistence. 

The findings (table 3.13) suggest that students recognise the importance of na#onal values 
and their relevance to na#onal development and ci#zenship. While the interven#on appears 
to have helped sustain and, in some cases, strengthen posi#ve aXtudes, especially for values 
linked to fairness and social harmony, high baseline agreement levels limited the extent of 
observable change. These results indicate that aXtudes toward na#onal values were already 
well established among students and the programme operated more as a reinforcing influence 
than as a primary driver of aXtudinal change. 

 

3.3.2 Teacher AXtudes toward Values Educa#on and Na#onal Development 

This subsec#on examines teachers’ self-reported aXtudes toward na#onal values educa#on 
and its perceived contribu#on to student development and na#onal progress. Teachers play a 
significant role in reinforcing values through daily interac#on with students and their aXtudes 
provide important context for understanding how values educa#on is sustained within 
schools. Table 3.14 summarises levels of agreement with selected statements at baseline and 
endline for interven#on and control schools. 

Across both groups, teachers expressed strong agreement with all statements at baseline, 
indica#ng widespread recogni#on of the importance of na#onal values and the role of schools 
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in shaping responsible ci#zens. Agreement levels exceeded 80 percent for all statements in 
both interven#on and control schools, sugges#ng that posi#ve aXtudes toward values 
educa#on were already well established prior to implementa#on of the handbook. 

Table 3.14: Teacher A^tudes Toward Values Educa7on and Na7onal Development 

  % in Agreement (Strongly Agree and Agree) 
  Intervention Control Difference 

(Intervention 
– Control) Statement Baseline Endline Change 

(pp) Baseline Endline Change 
(pp) 

When students 
adhere to national 
values, they 
contribute to 
national 
development. 

90.2 91.9 1.7 91.1 90.5 -0.6 2.3 

Schools play a key 
role in shaping 
responsible citizens. 

92.1 93.3 1.2 92.4 91 -1.4 2.6 

There is a strong 
connection between 
values adherence 
and future societal 
contribution. 

82.4 87.1 4.7 85.2 85.9 0.7 4 

Students 
understand how 
their behaviour 
impacts national 
development. 

68.1 76 7.9* 71.6 75.1 3.5 4.4 

If students are 
taught to uphold 
discipline, 
leadership and 
integrity, Ghana will 
experience long-
term development. 

90.9 92.2 1.3 92.1 91.3 -0.8 2.1 

N 680 867   694 885     
*Sta5s5cally significant at p≤0.05 

By endline, agreement remained consistently high across all items. In interven#on schools, 
modest increases were observed for most statements, including teachers’ percep#ons of the 
link between values adherence and future societal contribu#on, as well as students’ 
understanding of how their behaviour affects na#onal development (Table 3.14). The largest 
increase in interven#on schools related to teachers’ views on students’ awareness of the 
broader consequences of their behaviour, sugges#ng some strengthening of perceived 
student consciousness over #me. 

Changes in control schools were smaller and more mixed. While slight improvements were 
recorded for some statements, other items showed marginal declines, though overall 
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agreement remained high. The absence of large shi^s in either group reflects the already 
elevated baseline levels, which limited the scope for substan#al change. 

Overall, the findings indicate that teachers across both interven#on and control schools hold 
strong and stable beliefs about the importance of na#onal values educa#on and its relevance 
to na#onal development. The interven#on does not appear to have altered these aXtudes 
significantly, largely because teachers already recognised the value of such educa#on before 
the pilot. Instead, the results suggest that the values handbook and VLC sessions were 
implemented within a context of broad teacher support, which may have facilitated consistent 
delivery and reinforcement of values at the school level. 

 

3.3.3 Students Value Priori#es and Perceived Importance 
Building on the survey findings on students’ aXtudes toward na#onal values, this subsec#on 
draws on FGDs to examine how students priori#se different values and how they explain their 
importance in everyday school life. The qualita#ve evidence helps to clarify how values are 
understood, where students locate their sources of learning and the extent to which values 
are seen as deliberate school-based learning or as general social expecta#ons. 

 

3.3.3.1 Value Priori%es Among Students in Interven%on 
Schools and Students in Control Schools 
Most students in interven#on schools demonstrated a clear and 
immediate ability to name specific values, o^en using 
languages that closely mirrors the terminology used in the VLC 
sessions and values handbook.  

Beyond naming values, interven#on students frequently linked 
values to expected behaviours and daily school life, sugges#ng a 
more applied understanding. For example, students associated discipline with punctuality, 
obedience to rules and appropriate dressing: “First, I was taught how to be disciplined… the 
way I dress.” 

Respect and equality were also framed in rela#onal terms, par#cularly how students treat 
one another: “…we demonstrate values by trea%ng each other equally and with respect.” 

Students in control schools demonstrated less immediate clarity when asked about values, 
with some requiring probing before they could provide examples. Where values were 
iden#fied, they were o^en described in general or experien#al terms. Students frequently 
located values in everyday behaviour rather than formal learning. Sources of values for control 
students were more diffuse and informal. For example, a student from a control school cited 
“values are the things we cherish in the house.” Another added, “values are seen in the 

Examples of values from students in 
intervention schools 
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church.” Another student par%cipant in the discussion echoed “in the hospital.” elici%ng 
reac%ons from other par%cipants. 

Importantly, interven#on students o^en traced their understanding of values directly to VLC 
sessions, alongside emphasis from counselling, religious ac#vi#es and school programmes. 
For instance, during FGD, a student noted, “I understand the importance of values from 
par%cipa%ng in our VLC sessions.” Another student stated, “we get the opportunity to learn 
about values through guidance and counselling.” Another added “I also learn [about values] 
in the mosque.” 

Unlike interven#on students, control students rarely referenced any specific school-based 
programme or structured ac#vity through which values were inten#onally taught. This 
suggests that exposure to the values handbook and VLCs has elevated values from abstract 
concepts to structured learning experiences that students recognise as inten#onal and school 
driven. 

 

3.3.3.2 Importance of Values Among Students from Interven%on Schools and Students from 
Control Schools 
Most students from interven#on schools perceived values as important for self-discipline, 
social acceptance and personal correc#on. Several students linked values directly to correc#ve 
mechanisms within the school system. Punishment was not necessarily framed nega#vely, but 
rather as a tool for reinforcing responsibility and acceptable behaviour. For example, during 
FGD with students from interven#on schools, one student said, “when you are punished, you 
learn not to do it again.” Overall, interven#on students tended to describe values as rules for 
living well in school, with clear consequences and expecta#ons agached. 

Control school students acknowledged that values are important, but their explana#ons 
were more norma#ve and less behaviour specific. Values were o^en associated with good 
upbringing and general conduct rather than explicit behavioural change. For example, 
students linked responsibility and respect to teacher behaviour and rule enforcement: 
“When it is %me to come to class, the teacher comes on %me.” Another control school 
student added, “They treat us with respect.” 

Punishment was also men#oned, but as a rule-enforcement mechanism rather than a learning 
process: “When you are late, you will be punished.” Overall, values were seen as important 
but less consciously internalised, with limited ar#cula#on of why par#cular values mager 
beyond compliance with rules. 

3.3.3.3 Key Differences Between Interven%on and Control Students 
Several clear contrasts emerge between the two groups. Interven#on students’ responses 
suggest greater internalisa#on and prac#cal understanding of values, reflec#ng repeated 
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exposure through VLC sessions. Control students, while not dismissive of values, tended to 
describe them as background moral expecta#ons rather than explicit outcomes. 

Dimension Students in Interven[on Schools Students in Control Schools 
Clarity of value 
priori0es 

Students readily name specific values 
(discipline, respect, honesty) 

Students struggle iniVally; definiVons are 
broader and less precise 

Source of values 
VLC sessions, counselling sessions, 
structured school acVviVes, religious 
acVviVes, etc. 

Home, religion and general school rules 

Perceived 
importance 

Values linked to behaviour change and 
self-correcVon 

Values linked to obedience and social 
norms 

Applica0on 
Values connected to daily pracVces 
(punctuality, dressing, interacVon) 

Values viewed as general expectaVons 
rather than learned pracVces 

 

Overall, both interven#on and control students recognise the importance of na#onal values. 
However, students in interven#on schools demonstrate stronger priori#sa#on, clearer 
ar#cula#on and more applied understanding of values. Their narra#ves reflect inten#onal 
learning and reinforcement, whereas control students’ perspec#ves remain more diffuse and 
socially inherited. These differences suggest that the VLC sessions have contributed to making 
values educa#on more visible, structured and personally meaningful for students in 
interven#on schools. 

 

3.3.4 Abtudes Toward Discipline and Authority 
This subsec#on examines students’ self-reported aXtudes toward discipline and authority, 
with a focus on whether discipline is viewed as essen#al for success within the school 
environment. Discipline is a central value emphasised in the values handbook and is also 
deeply embedded in exis#ng school rules and rou#nes, making it a key area for assessing 
whether the interven#on reinforced or reshaped students’ perspec#ves. 

As shown in Table 3.15, discipline was already highly valued by students in both interven#on 
and control schools at baseline. In both groups, a large majority of students rated discipline 
as “very important” for school success, indica#ng strong pre-exis#ng endorsement of 
discipline as a core expecta#on of school life. 

By endline (table 3.15), a strengthening of this endorsement was observed, par#cularly in 
interven#on schools. The propor#on of students ra#ng discipline as “very important” 
increased significantly, accompanied by a decline in the share selec#ng “important.” This 
suggests a shi^ from moderate to stronger convic#on rather than a change from nega#ve to 
posi#ve aXtudes. In control schools, changes over #me were smaller and not sta#s#cally 
significant, indica#ng rela#ve stability in students’ views. 
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Table 3.15: Student’s assessment of the Importance of Discipline for School Success 

 Intervention Control Difference 
(Intervention – 

Control) Response Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 
Very 
Important 87.9 91.4 3.5 85.3 86.4 1.1 2.4 

Important 8.3 5.7 -2.6 10.5 9.6 -0.9 -1.7 
Neutral 2.2 1.3 -0.9 3.2 2.9 -0.3 -0.6 
Not 
Important 0.5 0.3 -0.2 0.2 0.1 -0.1 -0.1 

Not 
Important 
at All 

0.4 0.1 -0.3 0.5 0.2 -0.3 0 

N 1,052 1,046   1,032 1,053     
*Sta5s5cally significant at p≤0.05 

 

3.3.5 Abtudes Toward Discipline and Authority in Prac%ce 
Beyond percep#ons of the importance of discipline, the survey examined students’ aXtudes 
toward school rules, authority and personal responsibility for behaviour. These items provide 
insight into how students interpret discipline in prac#ce, including rule compliance, fairness 
of sanc#ons and willingness to engage construc#vely with authority. 

As shown in Table 3.16, baseline responses indicate strong understanding of school rules and 
expecta#ons across both interven#on and control schools. Most students reported that they 
understood school rules and viewed them as suppor#ve of success, reflec#ng the 
established role of rules and authority in the school environment prior to the interven#on. 

Students in interven#on schools demonstrated clearer alignment between understanding of 
rules and personal responsibility by endline (table 3.16). Increased adherence to school rules 
when unsupervised and greater comfort repor#ng disrup#ve behaviour suggest a move 
toward internalised discipline, consistent with the handbook’s emphasis on self-regula#on 
and accountability rather than fear-based compliance. 

Students in interven#on schools also showed increased confidence in the fairness of 
disciplinary consequences (table 3.16). This suggests that values-based discussions may have 
helped students beger understand the ra#onale behind school rules and sanc#ons, framing 
discipline as correc#ve and developmental rather than purely puni#ve. 
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Table 3.16: Student A^tudes Toward Discipline and Authority Statements 

  % in Agreement (Strongly Agree and Agree) 
  Intervention Control Difference 

(Intervention – 
Control) Statement Baseline Endline Change 

(pp) Baseline Endline Change 
(pp) 

I understand 
the school 
rules and 
expectations. 

83.7 87.3 3.6 76.3 78.5 2.2 8.8 

I usually 
follow the 
school rules, 
even when 
teachers are 
not watching. 

78.4 84.1* 5.7 71.1 71.3 0.2 12.8 

I believe the 
consequences 
for breaking 
rules are fair. 

63 69* 6 64.1 67.5 3.4 1.5 

I feel 
comfortable 
reporting 
disruptive 
behaviour in 
class. 

62.6 69.7* 7.1 57 59 2 10.7 

Rules set by 
school 
authorities 
are meant to 
help me 
succeed. 

84.8 86.7 1.9 75.1 77.9 2.8 8.8 

It is 
acceptable to 
challenge 
authority 
when I am 
right. 

56.3 61.1* 4.8 58.1 53.5 -4.6 7.6 

N 1,052 1,046   1,032 1053     
*Sta5s5cally significant at p≤0.05 

Changes in control schools were smaller and less consistent across statements. While some 
indicators improved modestly, others remained unchanged, indica#ng limited movement in 
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students’ percep#ons of authority and rule enforcement in the absence of structured values 
engagement. 

Par#cularly, students in interven#on schools also reported greater acceptance of 
ques#oning authority when they believed they were right. This aligns with the values 
handbook’s framing of responsible ci#zenship, leadership and confidence as involving ethical 
judgement and respecnul expression of views rather than passive obedience. Control school 
responses on this item shi^ed in the opposite direc#on, sugges#ng a more compliance-
oriented understanding of authority. 

The findings in Table 3.16 suggest that the interven#on was associated with a more 
reflec#ve and balanced understanding of discipline and authority. Students in interven#on 
schools were more likely to view rules as suppor#ve, sanc#ons as fair and compliance as a 
personal responsibility, while recognising space for respecnul challenge. This supports 
earlier findings on conceptual understanding and points to deeper internalisa#on of 
discipline-related values through VLC sessions. 

 

3.3.6 Abtudes Toward Addressing Unfair Rules 
In addi#on to examining students’ views on discipline and authority, the survey explored 
how students believe unfair or problema#c school rules should be addressed. These items 
provide insight into students’ sense of agency, civic responsibility and preferred channels for 
engaging with authority, all of which are linked to the values of responsible ci#zenship, 
leadership and confidence emphasised in the handbook. 

As shown in Table 3.17, the most endorsed response at both baseline and endline across 
interven#on and control schools was discussing concerns with a teacher or prefect. This 
suggests that, even prior to the interven#on, many students recognised dialogue with school 
authori#es as an appropriate way to address perceived unfairness. 

By endline, students in interven#on schools showed a modest shi^ away from passive 
acceptance of rules and toward more construc#ve forms of engagement (table 3.17). Fewer 
students indicated that unfair rules should be accepted without ques#on, alongside 
increased preference for discussion with teachers or prefects. This aligns with earlier 
findings on students’ willingness to report disrup#ve behaviour and to challenge authority 
respecnully. 

Support for collec#ve ac#on through organising pe##ons remained stable over #me in both 
groups. This suggests that while students may recognise formal channels for dialogue, more 
organised forms of collec#ve advocacy are less commonly viewed as a primary response 
within the school context. 
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Table 3.17: Student A^tudes Toward Addressing Unfair Rules 

  Intervention Control Difference 
(Intervention – 

Control) Response Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 

Discuss concerns with 
a teacher or prefect 58.2 60.7 2.5 57.5 58.5 1 1.5 

Organize petition to 
request changes 20.3 21.4 1.1 20.5 20.5 0 1.1 

Accept the rules 
without question 17.7 14.3 -3.4 16.5 15.5 -1 -2.4 

Ignore rules 2.4 2.6 0.2 3.5 3.5 0 0.2 

Other 0.7 0.3 -0.4 0.8 1 0.2 -0.6 
N 1,052 1,046   1,032 1,053     

*Sta5s5cally significant at p≤0.05 

Changes in control schools were smaller and stable across response op#ons. Preferences for 
accep#ng rules without ques#on declined only marginally and there were limited movement 
toward more ac#ve engagement strategies. This indicates that, in the absence of structured 
values discussions, students’ approaches to authority and rulemaking remain unchanged. 

The findings in Table 3.17 suggest that exposure to the handbook and VLC sessions was 
associated with a gradual shi^ toward more reflec#ve and par#cipatory aXtudes when 
responding to perceived unfairness. Rather than encouraging rule-breaking or 
disengagement, the interven#on has reinforced dialogue-based and responsible approaches 
to authority, aligning with the handbook’s emphasis on responsible ci#zenship, confidence 
and leadership exercised within ins#tu#onal norms. 

 

3.3.7 Teachers’ Assessment of Student Discipline and Behaviour 
To complement students’ self-reported aXtudes toward discipline and authority, teachers 
were asked to assess students’ understanding of school rules, compliance, respect for 
authority and consistency of disciplinary prac#ces. Teachers’ perspec#ves provide an 
external lens on whether reported shi^s in aXtudes are reflected in observable behaviour 
within the school environment. 

As summarised in Table 3.18, teachers in interven#on schools reported improvements across 
all five indicators between baseline and endline. These included stronger agreement that 
students understand school rules, follow rules even when unsupervised, respect teachers’ 
authority and challenge authority in respecnul and construc#ve ways. The direc#on of 
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change aligns closely with earlier student-reported findings on discipline, responsibility and 
engagement with authority. 

Table 3.18 Teacher Assessment of Student Discipline 

  % in Agreement (Strongly Agree and Agree) 
  Intervention Control Difference 

(Intervention – 
Control) Statement Baseline Endline Change 

(pp) Baseline Endline Change 
(pp) 

Most 
students 
understand 
the school 
rules and 
expectations. 

73.1 79.0* 5.9 79.4 79.6 0.2 5.7 

Most 
students 
follow school 
rules, even 
when 
teachers are 
not present. 

49.6 59.5* 9.9 48.7 57.4*  8.7 1.2 

The 
consequences 
for breaking 
rules are 
consistently 
applied. 

64.9 71.2* 6.3 64.6 74.9* 10.3 -4 

Students 
respect 
teachers' 
instructions 
and 
authority. 

68.8 77.2* 8.4 70.3 76.2* 5.9 2.5 

Students 
challenge 
authority in a 
respectful 
and 
constructive 
manner 

47.1 57.7* 10.6 47.7 52.9 5.2 5.4 

N 680 867   694 885     
*Sta5s5cally significant at p≤0.05 
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Improvements were par#cularly evident in areas related to internalised discipline rather 
than compliance driven by supervision alone. Teachers increasingly agreed that students 
follow school rules when unsupervised and express challenges to authority construc#vely. 
This supports the values handbook’s framing of discipline as self-regula#on and confidence 
as responsible self-expression rather than fear-based obedience. 

Teachers in control schools also reported some improvements over #me, par#cularly in 
percep#ons of rule-following and consistency of consequences. However, these changes 
were more uneven across indicators. In some areas, such as consistent applica#on of 
consequences, reported improvements were larger in control schools, sugges#ng the 
influence of parallel school management or policy processes unrelated to the handbook. 
Nevertheless, gains related to respecnul engagement with authority and student agency 
were more pronounced in interven#on schools. 

Across both groups, teachers reported higher agreement at endline that students respect 
teachers’ instruc#ons and authority. This reinforces earlier qualita#ve accounts from school 
leaders who described improvements in gree#ng prac#ces, recep#veness to correc#on and 
general conduct.  

The findings in Table 3.18 indicate that exposure to the handbook and VLC sessions was 
associated with posi#ve shi^s in how teachers perceive student discipline and behaviour. 
These shi^s extend beyond rule compliance to include respect, self-regula#on and 
construc#ve engagement with authority, reinforcing the earlier conclusion that values 
educa#on contributed to changes not only in knowledge and aXtudes but also in everyday 
school behaviour. 

 

3.3.8 Abtudes Toward Civic Engagement 
Students’ aXtudes toward civic engagement were examined using a scenario-based ques#on 
that asked how they would respond to a community clean-up ac#vity. This item was designed 
to assess students’ willingness to par#cipate ac#vely in collec#ve ac#on for the public good, 
which aligns closely with the value handbook’s ar#cula#on of responsible ci#zenship as ac#ve 
contribu#on to community and na#onal life. 

As shown in Table 3.19, most students in both interven#on and control schools already 
expressed posi#ve aXtudes toward civic par#cipa#on at baseline, with a large majority 
indica#ng that they would ac#vely take part in the ac#vity and encourage others to do the 
same. This suggests that norms around communal responsibility and par#cipa#on are already 
present among students. 
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Table 3.19: Student Responses to Community Clean-up Scenario 

  Intervention Control Difference 
(Intervention 

– Control) Response Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 

Actively 
participate 
and 
encourage 
others 

85 89.1* 4.1 83.7 86 2.3 1.8 

Participate 
if 
someone 
asks me 

10.6 7.7 -2.9 11.5 8.9 -2.6 -0.3 

Avoid the 
activity 
altogether 

3.7 2.7 -1 4.3 4.7 0.4 -1.4 

N 1,052 1,046   1,032 1053     
*Sta5s5cally significant at p≤0.05 

By endline, students in interven#on schools showed a further strengthening of these aXtudes 
(table 3.19). There was a clear shi^ toward more proac#ve forms of engagement, with fewer 
students indica#ng condi#onal par#cipa#on or avoidance. This is consistent with earlier 
findings on responsible ci#zenship, leadership and confidence, where interven#on students 
increasingly framed values as requiring ac#ve involvement rather than passive compliance. 

Changes in control schools were smaller and more mixed. While some increase in ac#ve 
par#cipa#on was observed, reduc#ons in condi#onal par#cipa#on were less pronounced and 
avoidance behaviours showed slight improvement (table 3.19). This indicates that, in the 
absence of structured discussion through VLC sessions, aXtudes toward civic engagement 
remained stable over #me. 

The findings suggest that exposure to the handbook and regular VLC sessions reinforced 
students’ orienta#on toward ac#ve civic par#cipa#on. Rather than simply endorsing 
community ac#vi#es in principle, students in interven#on schools appeared more willing to 
take ini#a#ve and encourage collec#ve ac#on, reflec#ng a deeper internalisa#on of 
responsible ci#zenship as defined in the handbook. 

 

3.3.9 Mo%va%ons for Civic Par%cipa%on 
To complement students stated willingness to par#cipate in community ac#vi#es, the survey 
examined why students would choose to engage. Understanding students’ mo#va#ons 
provides insight into whether civic par#cipa#on is driven primarily by internalised values or 
by external prompts, such as authority figures or social recogni#on. 

As shown in Table 3.20, students in interven#on schools demonstrated a clear shi^ toward 
intrinsic mo#va#ons for civic par#cipa#on by endline. A greater propor#on of students cited 
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a sense of responsibility and personal sa#sfac#on as reasons for engaging in community 
ac#vi#es. These mo#va#ons align closely with the value handbook’s framing of responsible 
ci#zenship as an internal commitment to contribu#ng to the collec#ve good, rather than 
par#cipa#on driven solely by obliga#on or reward. 

Table 3.20: Students’ Mo7va7ons for Community Par7cipa7on 

  Intervention Control Difference 
(Intervention 

– Control) Response Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 

A sense of 
responsibility 49.9 58.5* 8.6 47.4 51.1 3.7 7.4 

Encouragement 
from teachers 
or leaders 

34.5 37.7 3.2 33.4 30.2 -3.2 7.5 

Personal 
satisfaction 32.2 41.1* 8.9 33.5 33.7 0.2 7.4 

Recognition 
from others 14.2 15.3 1.1 13.2 15 1.8 0.3 

Other 2.7 1.5 -1.2 4.1 2.8 -1.3 -1.3 
N 1,052 1,046   1,032 1053     

*Sta5s5cally significant at p≤0.05 

Mo#va#ons linked to external encouragement or recogni#on changed less in interven#on 
schools, sugges#ng a shi^ toward par#cipa#on grounded in students’ own value judgements 
rather than external direc#on or praise. 

Changes in control schools were more modest and less consistent across mo#va#on types. 
While some increase in responsibility-based mo#va#on was observed, shi^s toward personal 
sa#sfac#on were limited. Encouragement from authority figures declined slightly, indica#ng 
that par#cipa#on in these schools may remain more situa#onal and less anchored in 
internalised values. 

The findings in Table 3.20 suggest that the interven#on contributed to a qualita#ve shi^ in 
how students understand civic engagement. Rather than viewing par#cipa#on primarily as a 
response to instruc#on or supervision, students in interven#on schools increasingly framed 
civic ac#on as a personal responsibility and a source of fulfilment. This reinforces earlier 
findings on responsible ci#zenship, leadership and confidence and supports the conclusion 
that the handbook and VLC sessions strengthened the internal founda#ons of civic behaviour, 
not only its outward expression. 
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3.4 Qualita:ve Insights on the Implementa:on and Lived Experience of VLC 
Sessions 

While the preceding sec#ons present quan#ta#ve evidence on changes in students’ 
knowledge, understanding and aXtudes toward na#onal values, this sec#on draws on 
qualita#ve data to examine how VLC sessions were experienced and implemented in prac#ce. 
The analysis focuses on students lived experiences of par#cipa#ng in VLC sessions and the 
perspec#ves of G&C coordinators who were responsible for coordina#ng and supervising 
implementa#on at the school level. 

The qualita#ve findings help explain the mechanisms through which the values handbook and 
VLC sessions influenced student outcomes. They provide insight into how session structure, 
peer-led facilita#on, opportuni#es for discussion and reflec#on and the wider school 
environment shaped students’ engagement with values and their transla#on into everyday 
behaviour.  

 

3.4.1 Students’ Lived Experiences of VLC Sessions and Behavioural PaTerns Linked to 
Par%cipa%on 

Students’ Experience of VLC Sessions as Par>cipatory Learning Spaces 

Students in interven#on schools consistently described VLC sessions as dis#nct from regular 
classroom lessons, emphasising their interac#ve and discussion-based nature. Many 
students referred to the sessions as spaces where values were explained, discussed and 
linked to everyday life, rather than simply men#oned or assumed. VLC sessions were 
commonly iden#fied by students as a key avenue through which they learned about na#onal 
values. 

Students characterised the sessions as opportuni#es to listen, share opinions and learn from 
peers’ experiences, rather than as instruc#on-led classroom lessons. Ordinary lessons were 
described as more academic and examina#on focused. The emphasis on discussion and 
shared reflec#on appeared to support deeper engagement with values content. 

Teachers’ accounts aligned with students’ descrip#ons. Teachers noted that the structure of 
VLC sessions encouraged openness and reflec#on, crea#ng space for students to express 
views and consider different perspec#ves. This approach was viewed as suppor#ng 
understanding of values through dialogue and example, rather than through memorisa#on 
or direc#ve instruc#on. 

Engagement, AMen>on and Peer Interac>on During Sessions 

Students reported posi#ve levels of engagement during VLC sessions, although the intensity 
of par#cipa#on varied. Many students described ac#ve listening and contribu#on, 
par#cularly when discussions were prac#cal, relatable and connected to their own 
experiences. One student explained that engagement was o^en sustained through varied 
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ac#vi#es, no#ng that “During VLC session, students are mostly ac%ve. Some%mes they 
conduct a short play or drama to explain or express their view. …when people are feeling lazy 
or %red, then we introduce icebreakers there to make them more ac%ve.”  

Peer interac#on emerged as a central feature of the sessions. Students described learning 
not only from peer guides but also from listening to classmates’ experiences and 
perspec#ves. This peer-to-peer exchange supported shared understanding of values and to 
reinforce acceptable behaviour through collec#ve discussion. 

School leaders corroborated these observa#ons, no#ng that the collabora#ve nature of VLC 
sessions contributed to improved peer rela#onships and fewer confronta#onal interac#ons 
outside the sessions. The emphasis on discussion and shared reflec#on was seen as fostering 
mutual respect and encouraging students to learn from one another rather than relying 
solely on authority figures. 

Changes in Behavioural PaMerns Linked to Par>cipa>on in VLC Sessions 

Students frequently linked par#cipa#on in VLC sessions to observable changes in their 
behaviour, par#cularly in rela#on to discipline, self-regula#on, tolerance, confidence and 
interpersonal conduct. Many students described becoming more aware of the consequences 
of their ac#ons and more reflec#ve about their responsibili#es toward others. 

Correc#ve measures were o^en framed by students as opportuni#es for learning rather 
than punishment. One student explained that “When you are punished, you learn not to do 
it again.” sugges#ng a shi^ toward understanding discipline as a process of reflec#on and 
self-improvement. These accounts point to movement away from fear-based compliance 
toward more conscious self-correc#on. 

Teachers and school leaders corroborated these percep#ons, repor#ng fewer severe 
disciplinary cases and improved student responsiveness to guidance following the 
introduc#on of values-focused discussions. According to school leaders, students appeared 
more recep#ve to correc#on and more mindful of acceptable conduct. 

Students’ accounts further illustrate these changes. One student reflected, “…this VLC has 
made a lot of changes in my life. At first, I was someone who got angry quickly, but now I can 
control my temper because of self-control.” Another student described improved peer 
rela#ons, no#ng that “at first, we quarrelled a lot in my class, but now due to the VLC, it has 
helped us stop quarrelling, so everyone enjoys the class.” 

Other students highlighted increased tolerance and respect for differing views. As one 
student explained, “tolera%ng each other’s view was not there before, but now students are 
able to respect each other’s views because they know that when we come to VLC session, 
they will be corrected for their ac%ons.” Confidence also emerged as an area of change, with 
one student sta#ng, “with VLC, it has changed me by giving me the confidence to speak in 
public. At first, I was a shy person.” 
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Respect, Rela>onships and Interac>on with Authority 

Another behavioural pagern linked to par#cipa#on in VLC sessions was improved respecnul 
interac#on with teachers and school leaders. Students described increased agen#veness to 
how they dress, speak, listen and respond to authority figures. Several students noted that 
discussions during VLC sessions heightened their awareness of what respecnul conduct 
looks like in prac#ce. 

Students also highlighted the role of adult behaviour in reinforcing values discussed during 
sessions. Observing how teachers and school leaders interacted with students and handled 
correc#on was frequently cited as reinforcing messages from the VLC discussions. 
Interven#on students o^en linked their respecnul behaviour to what they had both 
observed and reflected on during sessions, sugges#ng that VLC par#cipa#on strengthened 
awareness of respecnul engagement rather than relying solely on rule enforcement. 

Varia>ons in Engagement and Behaviour Change 

Despite posi#ve experiences, students acknowledged varia#on in levels of engagement and 
behaviour change among their peers. Some students were described as less agen#ve during 
sessions or slower to internalise values, o^en due to peer influence, personal aXtudes or 
resistance to change. Teachers and school leaders similarly noted that behaviour change was 
not immediate for all students and required repeated exposure and consistent 
reinforcement. 

School leaders emphasised that sustained implementa#on was important, par#cularly for 
students more influenced by peer pressure. Ongoing discussion, modelling and follow-up 
were viewed as necessary to consolidate gains and prevent regression over #me. 

Summary of Student Lived Experiences 

Overall, students lived experiences suggest that VLC sessions func#oned as meaningful 
spaces for reflec#on, dialogue and reinforcement of na#onal values. Par#cipa#on was 
commonly associated with: 

• Greater awareness of discipline and self-regula#on 

• More reflec#ve responses to correc#on 

• Improved respect toward peers and authority 

• Clearer ar#cula#on of values such as equality and responsibility 

Compared with students in control schools, interven#on students were more likely to 
explicitly link changes in their behaviour to structured learning experiences provided 
through VLC sessions, rather than to general school rules or home upbringing alone. These 
accounts indicate that VLC sessions contributed not only to increased knowledge of na#onal 
values but also to observable behavioural pagerns consistent with those values. 
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3.4.2 Perspec%ve of Guidance and Counselling Coordinators on VLC 
This sec#on presents qualita#ve findings from in-depth interviews with G&C coordinators. It 
examines how VLC sessions were implemented and coordinated, the patronage and support 
roles played by G&C coordinators, key enablers and barriers, lived implementa#on 
experiences, observed changes among students, support systems and recommenda#ons for 
na#onal rollout.  

VLC implementa>on and coordina>on arrangements 

G&C coordinators described VLC implementa#on as a structured, school-managed process 
ini#ated a^er orienta#on and internal sensi#sa#on. Following a na#onal level training they 
agended, G&C coordinators briefed school leadership, engaged teachers and oriented 
students on the purpose and expecta#ons of VLC sessions. As one coordinator described, 
“we took the school community through what we’re supposed to take them through,” 
beginning with management and cascading to teachers and students.  

Across schools, a consistent coordina#on model was reported. Student peer guides were 
selected from each class, typically involving a male and a female guide depending on the sex 
composi#on of the school. These peer guides were nominated by their classes and 
subsequently trained by the G&C unit to facilitate VLC sessions. Coordinators noted that 
classes were asked to iden#fy students “who will be willing to lead the group… as peer 
guides,” followed by targeted training and prepara#on to equip them for facilita#on.  

Scheduling of VLC sessions was commonly aligned with exis#ng school structures, 
par#cularly PLC sessions, to ensure predictability and minimise disrup#on to the school 
#metable. G&C coordinators explained that this alignment allowed students to engage in 
structured ac#vi#es while teachers were par#cipa#ng in professional development. One 
coordinator noted that, “right amer the training, it [VLC sessions] was put on the %metable, 
just like PLC, so that while teachers are having their sessions, students also had their 
sessions…” Another coordinator noted that VLC sessions were held “Every Wednesday… 
from 9.30 am to 11.30 am,” coinciding with the same period teachers were engaged in PLC 
ac#vi#es. Another coordinator reported a similar approach, with peer guides mee#ng on 
Tuesdays a^er school and delivering on Wednesdays 11.30 am to 12.30 pm. 

Patronage roles and support provided by G&C coordinators. 

G&C coordinators posi#oned themselves as the primary patrons and coordinators of VLC 
sessions. Their roles extended beyond facilita#on to include planning, supervision and 
mo#va#on. Support ac#vi#es included pre-session prepara#on with peer guides o^en 
mee#ng a day in advance to review content and facilita#on approaches, followed by ac#ve 
monitoring during sessions. A coordinator noted, “a day before the VLC session… Tuesday, 
we meet the peer guides to take them through what they’re supposed to do during their 
upcoming VLC session… then during the sessions we go around to check whatever that is 



55 | P a g e  
 

going on.” Coordinators also emphasised the importance of student buy-in, describing their 
role in mo#va#ng and “psyching” the whole students to embrace the programme, no#ng 
that “without acceptance we wouldn’t have the effec%veness of the sessions.”  

Enablers of effec>ve VLC sessions 

G&C coordinators iden#fied several factors that supported effec#ve delivery of VLC sessions. 
A key enabler was the alloca#on of dedicated #metable slots, o^en aligned with PLC 
periods. Coordinators explained that this arrangement reduced student loitering, ensured 
predictable scheduling and supported consistent par#cipa#on across classes. 

The peer-led delivery model was also highlighted as an important enabling factor. Regular 
preparatory mee#ngs between G&C coordinators and peer guides helped strengthen 
facilita#on skills and ensured that sessions remained relevant and engaging. These mee#ngs 
allowed peer guides to review session content in advance and discuss appropriate 
facilita#on approaches. 

Adequate basic infrastructure further supported effec#ve implementa#on. Some 
coordinators noted that the availability of classrooms, tables and chairs made it easier to 
organise sessions smoothly. As one coordinator explained, 

“We have adequate resources. Classrooms… tables and chairs… We have enough to ensure 
that sessions are held smoothly.” Internal collabora#on among trained staff also contributed 
to effec#ve delivery. G&C coordinators described working closely with other trained teachers 
and school leaders to review challenges, address ques#ons that emerged during sessions 
and make incremental improvements to subsequent sessions.  

Barriers to VLC implementa>on 

G&C coordinators consistently iden#fied two interrelated barriers to effec#ve VLC 
implementa#on: resource and material constraints and challenges related to peer guide 
selec#on and implementa#on fidelity. 

Resource and material limita#ons were frequently cited, par#cularly the availability and 
coverage of the values handbook. G&C coordinators emphasised that effec#ve delivery 
requires all students to have access to the handbook, no#ng that “they should make sure 
each and every student should get it.” Beyond handbook availability, coordinators 
highlighted that values educa#on relies on ac#vity-based learning, which in turn requires 
adequate materials and logis#cal support to sustain engagement during sessions. 

The second barrier related to peer guide selec#on and the consistency of implementa#on. In 
some schools, allowing classes to nominate peer guides resulted in the selec#on of students 
who exhibited behavioural challenges or inconsistent conduct. One G&C coordinator 
observed that “some of them had behaviours… uncalled for,” which created difficul#es when 
those same students were expected to facilitate discussions on values. These situa#ons 
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posed risks to implementa#on fidelity, as peer guides were expected to model the values 
they were teaching. 

Recommenda>ons for na>onal rollout 

G&C coordinators offered a set of prac#cal recommenda#ons to inform the na#onal rollout 
of the values handbook and VLC sessions. These recommenda#ons reflect lived 
implementa#on experience and focus on strengthening resourcing, supervision, mo#va#on 
and implementa#on fidelity. 

First, coordinators emphasised the importance of universal access to the values handbook. 
Several noted that effec#ve values instruc#on depends on every learner having direct access 
to the handbook, par#cularly given the ac#vity-based nature of VLC sessions. 

Second, coordinators highlighted the need to provide adequate materials for ac#vity-based 
learning. Beyond the handbook itself, facilitators require basic teaching and learning 
materials to support discussions, group work and prac#cal demonstra#ons of values. 

Third, coordinators recommended stronger supervision and clearer staff accountability 
arrangements. Assigning teachers on a rota#ng or weekly basis to monitor VLC sessions and 
assess what was discussed was seen to improve consistency, reinforce seriousness and 
reduce student loitering or disengagement during sessions. 

Fourth, coordinators advised that peer guide selec#on criteria should be revised and 
strengthened. Rather than relying solely on student nomina#on, coordinators recommended 
screening or veXng peer guides to ensure that students selected to facilitate sessions 
demonstrate appropriate conduct and serve as credible role models. 

Fi^h, improved mo#va#on for both peer guides and teachers were iden#fied as important 
for sustaining engagement. Coordinators suggested non-monetary incen#ves such as 
cer#ficates or formal recogni#on for peer guides, alongside mo#va#on and 
acknowledgement for teachers who support and supervise VLC implementa#on. 

Finally, coordinators called for broader teacher involvement beyond the core 
implementa#on team. Expanding par#cipa#on was seen as essen#al for embedding na#onal 
values across school life, rather than limi#ng values educa#on to VLC sessions alone. 

 

 

 

  



57 | P a g e  
 

3.5. Behaviours Reflec:ng or Contradic:ng Values 
This sec#on examines the extent to which students’ behaviours align with the core na#onal 
values promoted through the values handbook and VLC sessions. While earlier sec#ons 
focused on students’ knowledge, understanding and aXtudes, this sec#on shi^s agen#on to 
reported behaviours that reflect or contradict these values in everyday school and social 
contexts. 

Behavioural outcomes were assessed using a combina#on of student self-reports and 
teacher assessments, focusing on ac#ons related to discipline, respect for authority, fairness, 
responsibility, peer interac#on and civic-minded conduct. The items capture both posi#ve 
behaviours consistent with the na#onal values framework and behaviours that may 
undermine or contradict these values. 

Analysing behavioural pagerns alongside earlier findings on knowledge and aXtudes 
provides insight into whether exposure to the values handbook and structured VLC 
engagement translated into prac#cal behaviour change. Differences between interven#on 
and control schools are examined to assess the added contribu#on of the interven#on 
beyond exis#ng school rules and disciplinary prac#ces. 

 

3.5.1 Overview of Behaviour Assessment 
This subsec#on examines students’ self-reported behaviours in rela#on to the core na#onal 
values, focusing on whether students perceive their everyday ac#ons as consistent with the 
values promoted through the values handbook and reinforced during VLC sessions. Unlike 
earlier sec#ons that assessed knowledge, understanding and aXtudes, the indicators 
presented here capture students’ own assessments of how frequently they prac#ce specific 
values in their daily lives. 

Table 3.21 presents changes in self-reported adherence to the eleven core na#onal values 
between baseline and endline for interven#on and control schools. Improvements were clear 
and consistent across all values in interven#on schools. Baseline adherence levels were 
broadly comparable across groups, indica#ng similar star#ng points, while endline results 
show large and sta#s#cally significant gains for every value in interven#on schools. 

The strongest gains in interven#on schools were observed for values associated with agency, 
judgement and self-regula#on, including adaptability, leadership, self-directed learning, 
confidence and resourcefulness (table 3.21). In each of these areas, increases exceeded 
twenty-five percentage points, indica#ng substan#al perceived behaviour change over the 
interven#on period. Values related to ethical conduct and fairness, such as honesty, integrity 
and equity, also showed strong posi#ve shi^s, while discipline and responsibility recorded 
high endline levels approaching universality. 
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Table 3.21: Student Self-Reported Adherence to values Value 

  Intervention   Control Difference 
(Intervention 

– Control)   Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 
Discipline 83.3 97.2* 13.9 83 82.4 -0.6 14.8 

Responsibility 77.6 99.1* 21.5 79.1 81.5 2.4 17.6 

Confidence 76.2 98.2* 22 77.5 79.6 2.1 18.6 

Resourcefulness 72.6 97.6* 25 74.1 78.2 4.1 19.4 

Diversity 72.8 89.6* 16.8 72.8 70.6 -2.2 19 

Self-directed 
learning 70.5 96.8* 26.3 71.3 74.4 3.1 22.4 

Leadership 69.9 97.7* 27.8 70.7 74.2 3.5 23.5 

Honesty 67.8 91.6* 23.8 68 71.8 3.8 19.8 

Adaptability 60.5 92* 31.5 63.2 68.1 4.9 23.9 

Equity 72.8 93.7* 20.9 72.8 78.1 5.3 15.6 

Integrity 67.8 86.4* 18.6 68 69 1 17.4 

N 1,052 1,046   1,032 1053     
*Sta5s5cally significant at p≤0.05 

In control schools (table 3.21), changes were modest. Some values showed small increases, 
but gains were limited and, in several cases, adherence levels remained unchanged or 
declined slightly between baseline and endline. The resul#ng difference-in-differences 
es#mates therefore favour interven#on schools, with gaps of 15 to 24 percentage points 
across values. 

The findings in Table 3.21 suggest that exposure to the values handbook and par#cipa#on in 
structured VLC sessions were associated with substan#al improvements in students perceived 
ability to prac#se na#onal values in their daily behaviour. The magnitude and consistency of 
the changes across a wide range of values strengthen the interpreta#on that the interven#on 
influenced not only students’ understanding of values but also their self-reported conduct, 
reinforcing the progression observed earlier from knowledge and aXtudes to behaviour. 

 

3.5.2 Teacher Observa%ons of Student Behaviour 
To complement students’ self-reported behaviours, teachers were asked to assess how 
frequently students demonstrated value-consistent behaviours in everyday school life. 
Teachers reported whether students always or omen exhibited behaviours aligned with each 
of the core na#onal values. This provides an external perspec#ve on behavioural change and 
allows triangula#on of student self-assessments with adult observa#ons. 
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Table 3.22 shows that, at baseline, teacher percep#ons of student behaviour were broadly 
similar across interven#on and control schools, with moderate propor#ons of teachers 
repor#ng frequent demonstra#on of most values. This suggests comparable star#ng 
condi#ons and reinforces the validity of subsequent comparisons. 

By endline, teachers in interven#on schools reported substan#al and sta#s#cally significant 
increases across all eleven values (table 3.22). The largest gains were observed for self-
directed learning, adaptability, responsibility and leadership, with increases exceeding 
eighteen percentage points. These are values that require ini#a#ve, decision-making and 
personal agency, aligning closely with the focus of VLC discussions and peer-led reflec#on. 
Improvements were also recorded for honesty, integrity, discipline and confidence, indica#ng 
broader shi^s in both ethical conduct and behavioural self-regula#on. 

Table 3.22: Teacher Observa7ons of Student Behaviour 

  % Reporting "Always" or "Often" 

  Intervention Control Difference 
(Intervention – 

Control) Value Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 
Honesty 54 70.9* 16.9 56.4 59.5 3.1 11.4 

Self-directed 
learning 

49.3 70.7* 21.4 50 52.4 2.4 18.3 

Adaptability 47.3 68.6* 21.3 46.1 48 1.9 20.6 

Resourcefulness 46.9 63* 16.1 44.9 45.9 1 17.1 

Leadership 43.1 61.8* 18.7 43 40.1 -2.9 21.7 

Equity 39.6 49* 9.4 37.9 42.9 5 6.1 

Integrity 54 66.1* 12.1 56.4 58.4 2 7.7 

Responsibility 42.4 62.9* 20.5 43 44.8 1.8 18.1 

Discipline 43.4 57* 13.6 40.4 40.4 0 16.6 

Confidence 41.7 56.1* 14.4 40 38.3 -1.7 17.8 

Diversity 39.6 43* 3.4 37.9 39.6 1.7 3.4 

N 680 867  694 885     

*Sta5s5cally significant at p≤0.05 

Changes in control schools were small and inconsistent (table 3.22). While modest 
improvements were observed for a few values, several indicators showed minimal change or 
slight decline, par#cularly for leadership and confidence. As a result, differences between 
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interven#on and control schools at endline were similar for most values, with gaps ranging 
from approximately eleven to over twenty-one percentage points. 

The consistency between teacher-reported improvements and the large gains observed in 
students’ self-reported behaviours strengthens confidence in the behavioural effects of the 
interven#on. Teachers’ observa#ons suggest that the values handbook and VLC sessions were 
associated not only with increased awareness and posi#ve aXtudes but also with observable 
changes in how students behave within the school environment. These findings indicate that 
values educa#on delivered through structured, par#cipatory mechanisms can translate into 
discernible behavioural shi^s recognised by both students and teachers. 

 

3.5.3 Real-Life Demonstra%ons of Na%onal Values Within the School Sebng  
Qualita#ve insight from FGDs revealed real-life accounts of how students demonstrate and 
prac#ce na#onal values with the school environment. The FGDs with students from both 
interven#on and control schools, highlighted some concrete examples of behaviour, 
interac#ons and school prac#ces through which values such as discipline, respect, 
responsibility, equality and care for others are enacted in everyday school life. 

Discipline and Self-Regula>on in Daily School Life 

Across both interven#on and control schools, students iden#fied discipline as one of the most 
visible and frequently prac#sed values within the school seXng. Discipline was commonly 
demonstrated through adherence to school rules, punctuality, appropriate dressing and 
acceptance of correc#ve measures. 

Students in interven#on schools described changes in how they present themselves and 
conduct daily rou#nes, linking these shi^s directly to values educa#on. They o^en linked 
discipline directly to lessons learned during VLC sessions and guidance ac#vi#es: “I have 
learned a lot during our VLC sessions. First, I was taught how to be disciplined through the way 
I dress.” Another student also said, “I have also learned to prac%ce obedience whether in the 
school or at home so that I can build discipline.”  

Similarly, students in control schools described discipline through compliance with rules and 
consequences for misconduct: “When it is %me for school, you should not be late. When you 
are late, you will be punished.” – Student FGD, Control school 

These suggest that discipline is experienced by students as a prac#cal, everyday value 
reinforced through rou#ne school prac#ces. Though both set of students’ value discipline, 
majority of interven#on school students appear to have moved from following rules out of 
duty to ac#ng with convic#on and purpose. 
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Respect and Responsible Interac>on with Teachers and Peers 

Respect emerged strongly in students’ descrip#ons of how they relate to teachers, school 
leaders and peers. In both interven#on and control schools, respect was demonstrated 
through gree#ngs, listening to authority and appropriate communica#on. 

Students in interven#on schools described respect as something ac#vely reinforced through 
counselling and values discussions: “Our counsellors meet with us and guide us to be 
respecnul, not only to our teachers but also to one another.” – Student FGD, Interven#on 
school. Respect was also learned by observing teachers’ behaviour: “They [teachers] treat us 
with respect, so, through that we learn to be respecnul.” – Student FGD, Interven#on school. 

Control school students similarly emphasised teachers as role models of respect: “When the 
teacher comes to class on %me and asks how you are doing, that means they are showing 
respect to us.” These examples suggest that respecnul conduct is reinforced both explicitly 
(through guidance) and implicitly (through adult modelling). 

Equality, Fairness and Inclusion  

Students in interven#on schools provided examples of equality and inclusion, par#cularly in 
how they are treated within the school and how they relate to one another. Interven#on 
school students frequently described fairness and equal treatment as part of their lived 
experience. When asked whether there have been any notable changes in students’ behaviour 
since par#cipa#ng in VLC sessions or similar sessions, one student indicated that “Now, 
students are mindful of trea%ng each other equally.”  

In control schools, equality was less explicitly framed as a value, but students s#ll described 
fair treatment through uniform enforcement of rules: “Everyone in the school, when it is %me, 
they all rise.” – Student FGD, Control school 

These accounts suggest that while inclusion and equality may be more explicitly ar#culated in 
interven#on seXngs, both school types demonstrate fairness through shared expecta#ons 
and rules. 

Responsibility and Learning Through Correc>on 

Responsibility was commonly demonstrated through students’ acceptance of correc#ve 
ac#ons and learning from mistakes. In interven#on schools, students framed responsibility as 
understanding the purpose behind punishment. For instance, a student from an interven#on 
school explained that par#cipa#ng in VLC sessions has helped her to accept punishment: 
“When you’re punished, it means you’re being corrected from your bad deeds.” Many students 
gave concrete examples of correc#ve ac#vi#es that reinforce responsibility including weeding, 
watering of flowers, scrubbing, etc.  
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Similar sen#ments were shared by students in control schools: “When you do something 
wrong, they punish you, so you don’t do it again.” These real-life examples illustrate how 
responsibility is learned through structured consequences embedded in school rou#nes. 

Values Reinforced Through Religious and Moral Pla_orms 

Students from both interven#on and control schools highlighted the role of religious ac#vi#es 
in reinforcing values. Interven#on students frequently men#oned religious planorms as 
complementary to VLC sessions. This indicates that schools operate within a broader moral 
ecosystem, where values educa#on is strengthened beyond the classroom. 

Synthesis of Real-Life Demonstra>ons 

Students from both interven#on and control schools provided concrete examples of how 
na#onal values are demonstrated in daily school life. However, students in interven#on 
schools were more likely to explicitly connect their behaviours to values language and 
organised learning planorms, while control school students tended to describe values as 
implicit expecta#ons enforced through rules and authority. These real-life examples 
demonstrate that na#onal values are not abstract concepts for students but are enacted 
through everyday prac#ces such as dressing, punctuality, interac#on with teachers, 
acceptance of correc#on and fair treatment of peers. The findings further suggest that 
structured values educa#on strengthens students’ ability to recognise, ar#culate and reflect 
on these prac#ces as expressions of na#onal values. 
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3.6. Discipline in Schools 

3.6.1 Overview of School Discipline Assessment 
This sec#on examines discipline as a system-level outcome within the sampled schools, 
drawing on student surveys, teacher reports and qualita#ve accounts from school leaders 
and students. Discipline is analysed both as a core na#onal value and as an organising 
principle that shapes school climate, behaviour management and the condi#ons under 
which other values are reinforced. 

Findings from earlier sec#ons indicate that discipline is one of the most widely recognised 
and prac#sed values across schools, with par#cularly strong gains observed in interven#on 
schools. At the same #me, qualita#ve evidence suggests that schools con#nue to face 
challenges related to student conduct, rule compliance and behavioural consistency. These 
dynamics make discipline a cri#cal lens through which to assess whether values educa#on 
translates into sustained improvements in school order and student behaviour. 

Recent concerns3 raised by school leaders and educa#on stakeholders regarding disciplinary 
infrac#ons in SHSs further highlight the importance of examining discipline in greater depth. 
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https://www.graphic.com.gh/news/education/staff-shortage-blamed-for-rising-indiscipline-at-accra-academy.html
https://www.ghanaweb.com/GhanaHomePage/NewsArchive/GNECC-raises-alarm-over-growing-indiscipline-in-Ghana-s-schools-1979561
https://www.ghanaweb.com/GhanaHomePage/NewsArchive/GNECC-raises-alarm-over-growing-indiscipline-in-Ghana-s-schools-1979561
https://www.modernghana.com/news/1402816/govt-has-permitted-school-heads-to-search-student.html
https://www.modernghana.com/news/1402816/govt-has-permitted-school-heads-to-search-student.html
https://www.modernghana.com/news/1403301/growing-shs-indiscipline-stems-from-moral-decay.html
https://www.modernghana.com/news/1403301/growing-shs-indiscipline-stems-from-moral-decay.html
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This sec#on therefore explores the prevalence and types of disciplinary issues reported in 
schools, students’ and teachers’ percep#ons of disciplinary systems and the extent to which 
observed pagerns align with earlier evidence on values knowledge, aXtudes and behaviour. 

 

3.6.1 Disciplinary Approaches and Systems 
This sec#on examines how schools respond to student misconduct by analysing changes in 
disciplinary measures reported by school leaders between baseline and endline. The focus is 
on whether the introduc#on of the handbook and VLC sessions was associated with shi^s in 
how discipline is enforced, par#cularly the balance between puni#ve and correc#ve 
approaches. 

Table 3.23 shows significant differences in disciplinary prac#ces between interven#on and 
control schools over #me. 

Table 3.23: Prevalence of Disciplinary Measures by School Leaders 

  Intervention Control Difference 
(Intervention 

– Control) 
Disciplinary 
Measure Baseline Endline Change 

(pp) Baseline Endline Change 
(pp) 

Verbal warning 87.1 81.8 -5.3 82.7 80.6 -2.1 1.2 

Written 
warning 45.7 36.4 -9.3 60 58.4 -1.6 -22 

Reflection 
exercises 65.7 49.4 -16.3 68.6 67.9 -0.7 -18.5 

Detention/extra 
duties 91.4 33.2 -58.2 94.3 93.5 -0.8 -60.3 

Parental 
notification 22.9 75.8 52.9 48.6 45.7 -2.9 30.1 

Temporary 
privileges 
removal 

80 75.8 -4.2 91.4 87 -4.4 -11.2 

Counseling 
referral 5.7 60.4 54.7 14.3 16.4 2.1 44 

Class exclusion 5.7 12.1 6.4 17.1 15.2 -1.9 -3.1 

N = 70 schools (35 interven5on, 35 control) 

 

Shi`s in disciplinary approaches in interven>on schools. 

In interven#on schools, there was a substan#al reorienta#on in the types of disciplinary 
measures used. Tradi#onal puni#ve responses such as deten#on or extra du#es declined 
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sharply, falling from 91.4 percent at baseline to 33.2 percent at endline. Similar declines were 
observed for reflec#on exercises and wrigen warnings. These changes suggest a reduced 
reliance on rou#ne sanc#ons as the primary response to misconduct. 

At the same #me, interven#on schools recorded large increases in more suppor#ve and 
correc#ve approaches. Parental no#fica#on increased significantly from 22.9 percent to 75.8 
percent, while referrals to counselling services increased from 5.7 percent to 60.4 percent. 
These shi^s indicate a stronger emphasis on shared responsibility between schools and 
families and greater use of guidance-oriented responses to address behavioural issues. 

The increase in class exclusion, though modest in absolute terms, may reflect more targeted 
use of exclusion for serious cases rather than rou#ne punishment. Overall, this points to a 
transi#on away from punishment-centred discipline toward approaches that emphasise 
reflec#on, support and behavioural change. 

PaMerns in control schools 

In control schools, disciplinary prac#ces remained stable between baseline and endline. Most 
measures showed only minor changes, with con#nued heavy reliance on deten#on, verbal 
warnings and temporary removal of privileges. Counselling referrals increased slightly but 
remained low compared to interven#on schools. Parental no#fica#on declined marginally, 
sugges#ng limited movement toward shared disciplinary responsibility. 

The persistence of tradi#onal disciplinary approaches in control schools aligns with earlier 
findings that behavioural improvements in these schools were smaller and less consistent. 

Compara>ve interpreta>on 

Comparing the two groups highlights a clear divergence in disciplinary systems over the study 
period. Interven#on schools demonstrated a pronounced shi^ toward counselling, parental 
engagement and correc#ve responses, while control schools maintained exis#ng prac#ces. 
These findings are consistent with earlier qualita#ve evidence from school leaders and G&C 
coordinators, who described discipline increasingly being framed as a learning and guidance 
process rather than solely as punishment. 

The results suggest that the handbook and VLC sessions were associated not only with 
changes in student behaviour but also with changes in how schools conceptualise and manage 
discipline. The movement toward more suppor#ve disciplinary systems may help explain the 
reduc#ons in serious infrac#ons observed in interven#on schools and has important 
implica#ons for na#onal rollout and sustainability of values-based behaviour change. 

 

3.6.1.1 Qualita#ve Insights on Disciplinary Approaches 
Discipline as a Values-Based, Correc>ve Process 
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Interviews with school leaders and teachers indicate a shared understanding of discipline as a 
correc#ve and forma#ve process rather than a purely puni#ve one. Discipline was widely 
described as connected to values educa#on, par#cularly the value of discipline itself as a 
founda#on for shaping behaviour and reinforcing other values such as responsibility, respect 
and integrity. 

School leaders explained that sustained exposure to values discussions reduces the need for 
puni#ve sanc#ons by helping students internalise expected behaviours. As one school head 
noted, “If day in and day out students are being introduced to values, then it means they don’t 
need to do things that will warrant punishment.” This view reflects an emphasis on preven#on 
through understanding, rather than reac#on through punishment. 

Teachers echoed this perspec#ve, describing discipline as a form of guidance that supports 
moral reasoning and self-regula#on. Several teachers explained that values educa#on 
provides students with a clearer understanding of behavioural expecta#ons and their 
consequences. One teacher remarked, “Each of the values has its own demand and when 
students go by them, it helps them avoid misconduct.”  

The qualita#ve evidence suggests that discipline in schools, par#cularly in interven#on 
seXngs, is increasingly understood as part of a broader process of character forma#on. This 
aligns with the observed shi^ in disciplinary systems toward counselling, parental engagement 
and correc#ve support, reinforcing the role of values educa#on in shaping both student 
behaviour and school-level disciplinary prac#ces. 

Use of School Rules and Codes of Conduct 

School leaders explained that disciplinary ac#ons are guided by established school rules and 
the GES code of conduct, with deliberate efforts to apply these rules fairly and consistently. 
Leaders emphasised that sanc#ons are not arbitrary but are applied in line with agreed 
procedures. As one Assistant Head of Domes#c explained, “Whether you are a boy or a girl, 
you get the punishment according to what has been s%pulated in the code.” This emphasis on 
uniform applica#on was seen as important for maintaining credibility and trust in disciplinary 
processes. 

Teachers reinforced this perspec#ve, describing school rules as a means of social prepara#on 
rather than mere control. Discipline was framed as helping students understand expecta#ons 
they will encounter beyond school. As one teacher noted, “Every society has rules and 
regula%ons and for you to fit into that society, you have to go by them.” 

These accounts suggest that school rules and codes of conduct func#on not only as 
mechanisms for managing behaviour but also as tools for socialisa#on. Discipline, as prac#sed 
in schools, is therefore viewed as part of preparing students for responsible par#cipa#on in 
society, aligning behavioural expecta#ons in school with broader civic norms. 

Behavioural Change and Reduced Severity of Disciplinary Cases 
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School leaders and teachers in the pilot schools described the pre-interven#on period as one 
characterised by frequent disciplinary infrac#ons and a reac#ve approach to discipline. 
Discipline was s#ll guided by school rules and the GES code of conduct, but leaders noted that 
cases were more frequent and o^en escalated quickly. One school leader recalled: “Before, 
we were having high disciplinary cases. It even got to a point where we were mee%ng daily 
because students were just misbehaving.”  

At endline however, most school leaders reported a decline in the frequency and seriousness 
of disciplinary cases since the introduc#on of structured values educa#on. One Assistant Head 
noted, “Before, we were mee%ng every day on disciplinary issues. Now the cases have reduced 
and even when they come, they are not as serious.” Teachers corroborated this percep#on, 
observing fewer instances of serious misconduct: “Most of the cases we see now are minor 
ones, not like before.”  

Correc>ve Measures and Student Accountability 

Both teachers and school leaders described the con#nued use of correc#ve tasks (rather than 
harsh punishment) to reinforce accountability. These measures were seen as helping students 
reflect on their ac#ons. School leaders emphasised that repeated exposure to values 
discussions reduces the need for puni#ve discipline. A school head summarised this: “If you 
have been taught a value every week, you understand why you should not misbehave.” 
Teachers highlighted the importance of aligning discipline with instruc#on: “You cannot 
separate behaviour from teaching; discipline is part of the learning process.”  

Role Modelling and Responsible Adult Behaviour 

A recurring theme was the importance of teachers and school leaders as role models. School 
leaders acknowledged that inconsistent adult behaviour could undermine disciplinary efforts. 
One school leader stated: “Students look up to teachers. If the teacher does something wrong, 
that is what the students will also pick.” Similarly, most teachers recognised this responsibility 
themselves. As noted by a teacher during in-depth interview, “If we expect students to be 
disciplined, we also have to show discipline in what we do.”  

Challenges in Implemen>ng Discipline 

Despite posi#ve trends, both school leaders and teachers iden#fied ongoing challenges that 
undermine discipline. Some school leaders pointed to external influences, par#cularly home 
and community behaviours that conflict with school expecta#ons: “Some%mes what we teach 
here is different from what the students see at home.” Teachers also noted peer pressure and 
adolescent behaviour as persistent challenges: “They are teenagers and they easily copy what 
their friends are doing.” Addi#onally, some school leaders expressed concern about 
inconsistent teacher engagement in disciplinary processes, which can weaken enforcement. 
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Synthesis and Implica>ons 

Teachers and school leaders share an aligned view of discipline as a values-driven, correc#ve 
process aimed at long-term behaviour change rather than punishment. The integra#on of 
na#onal values educa#on and VLC sessions appears to have strengthened students’ 
understanding of acceptable behaviour and reduced the severity of disciplinary cases. 

However, sustaining these gains requires: 
• Consistent role modelling by all staff 
• Stronger alignment between school discipline and home/community norms 
• Con#nued reinforcement of values through daily school rou#nes 

 

3.6.2 Student abtudes toward school discipline and authority 
Table 3.24 presents changes in students’ aXtudes toward school discipline and authority 
between baseline and endline in interven#on and control schools. The capture students’ 
percep#ons of the role of discipline in school success, their understanding of school rules, 
their willingness to comply with rules in the absence of supervision and their confidence in 
the fairness and legi#macy of disciplinary processes. 

Across both interven#on and control schools, students con#nued to express very high levels 
of agreement that discipline is important for school success. At baseline, over 95 percent of 
students in both groups already endorsed this view, leaving limited room for further 
measurable change. Endline results show that these high levels were sustained, indica#ng 
strong and stable norma#ve support for discipline across schools. 

More pronounced changes were observed in aXtudes related to rule compliance, fairness and 
student agency in interven#on schools. The propor#on of students who reported following 
school rules even when teachers are not present increased significantly in interven#on 
schools, rising by 5.7 percentage points, while remaining unchanged in control schools. This 
suggests a shi^ toward internalised self-regula#on rather than behaviour driven solely by 
supervision. 

Similarly, percep#ons of fairness in disciplinary consequences improved more strongly in 
interven#on schools, with a sta#s#cally significant increase of six percentage points (table 
3.24). Students in interven#on schools also reported greater comfort in repor#ng disrup#ve 
behaviour and a clearer understanding of school rules and expecta#ons. These changes point 
to increased trust in school disciplinary systems and greater confidence in engaging with them 
construc#vely. 
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Table 3.24: Student A^tudes Toward School Discipline and Authority 

Statement % in Agreement (Strongly Agree and Agree) 

  Intervention Control Difference 
(Intervention 

– Control)   Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 

Discipline is 
important for school 
success. 

96.2 97.1 0.9 95.7 96 0.3 1.1 

School rules help 
students succeed. 

84.8 86.7 1.9 75.1 77.9 2.8 8.8 

I understand the 
school rules and 
expectations. 

83.7 87.3 3.6 76.3 78.5 2.2 8.8 

I usually follow 
school rules even 
when teachers are 
not watching. 

78.4 84.1* 5.7 71.1 71.3 0.2 12.8 

The consequences 
for breaking rules 
are fair. 

63 69* 6 64.1 67.5 3.4 1.5 

I feel comfortable 
reporting disruptive 
behaviour. 

62.6 69.7* 7.1 56.9 59 2.1 10.7 

It is acceptable to 
challenge authority 
when I am right. 

56.3 61.1* 4.8 58.1 63.5 5.4 -2.4 

I respect my 
teacher's 
instructions and 
authority. 

87.2 89 1.8 81.5 83.3 1.8 5.7 

N 1,052 1,046   1,032 1053     
*Sta5s5cally significant at p≤0.05 
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AXtudes toward authority also evolved. In interven#on schools, agreement with the 
statement that it is acceptable to challenge authority when one feels right increased 
significantly. This suggests that students increasingly viewed authority as open to dialogue 
rather than unques#onable, aligning with earlier findings on leadership, confidence and 
responsible ci#zenship. In control schools, changes on this item were smaller and moved in 
the opposite direc#on, indica#ng more constrained percep#ons of agency. 

The findings in Table 3.24 indicate that while discipline remains widely valued across all 
schools, students in interven#on schools demonstrated stronger movement toward 
internalised rule-following, perceived fairness and construc#ve engagement with authority. 
This is consistent with earlier evidence from values understanding, aXtudes and VLC 
par#cipa#on and suggests that structured values educa#on may support a more reflec#ve and 
par#cipatory approach to discipline rather than compliance alone. 

 Teacher perspectives on discipline and authority 

Table 3.25 presents teachers’ views on students’ understanding of school rules, compliance 
in the absence of supervision and the perceived fairness and openness of disciplinary systems. 
These indicators provide an important institutional perspective that complements students’ 
self-reported attitudes and behaviours. 

At baseline, teachers in both intervention and control schools expressed moderate 
confidence in students’ understanding of school rules and expectations, with higher baseline 
ratings in control schools. By endline, teachers in intervention schools reported statistically 
significant improvements across all four indicators. The proportion of teachers who agreed 
that most students understand school rules increased by 5.9 percentage points, while 
agreement that students follow rules even when unsupervised rose by ten percentage points. 
These changes suggest a strengthening of internalised discipline among students in 
intervention schools, as observed by teachers. 

 

Table 3.25: Teacher Perspec7ves on Discipline and Authority 

  % in Agreement (Strongly Agree and Agree) 

  Intervention Control Difference 
(Intervention – 

Control) Statement Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 

Most 
students 
understand 
school rules 
and 
expectations. 

73.1 79* 5.9 79.4 79.6 0.2 -0.6 
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Most 
students 
follow rules 
even when 
unsupervised. 

49.6 59.5* 9.9 48.7 47.4 -1.3 1.2 

Consequences 
are 
consistently 
applied. 

64.9 71.2* 6.3 64.6 66.9 2.3 -4 

Students feel 
comfortable 
reporting 
disruptive 
behaviour. 

55 64.5* 9.5 57.6 52.8 -4.8 4.3 

N 680 878   694 896     
*Sta5s5cally significant at p≤0.05 

Teachers in intervention schools also reported greater consistency in the application of 
disciplinary consequences and increased student comfort in reporting disruptive behaviour 
(table 3.25). The latter increased by 9.5 percentage points, indicating a shift toward more 
open and trust-based disciplinary environments where students feel safer engaging with 
authority structures. These findings align with earlier student-level results showing improved 
perceptions of fairness and willingness to report misconduct. 

Teachers in control schools reported minor change or, in some cases, slight declines across 
the same indicators (Table 3.25). Perceptions that students follow rules when unsupervised 
declined marginally and agreement that students feel comfortable reporting disruptive 
behaviour also fell. These findings suggest relative stability or a weakening of disciplinary 
norms in the absence of structured values engagement. 

The teacher-reported findings reinforce evidence from student surveys and qualitative 
accounts. Teachers in intervention schools observed clearer understanding of rules, stronger 
self-regulation and more transparent disciplinary processes over time. This convergence 
across data sources strengthens the interpretation that the values handbook and VLC sessions 
contributed to observable shifts in how discipline and authority are understood and 
experienced within schools. 

Student responses to disciplinary scenarios 

Table 3.26 presents students’ responses to a set of hypothe#cal disciplinary scenarios 
designed to assess how learners judge appropriate ac#on when faced with unfair rules, 
disrespect toward teachers, chea#ng and property damage. Unlike general aXtude items, 
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these scenarios require students to apply judgement to concrete situa#ons, offering insight 
into how discipline, fairness and responsibility are interpreted in prac#ce. 

Across the scenarios (table 3.26), students in interven#on schools showed movement toward 
more reflec#ve and accountable responses between baseline and endline. In the unfair rule 
scenario, the propor#on of students indica#ng that they would accept rules without ques#on 
declined significantly in interven#on schools, alongside small increases in responses that 
involved discussing concerns with a teacher or prefect. This suggests greater willingness to 
engage construc#vely with authority rather than passive compliance. 

Table 3.26: Student Responses to Disciplinary Scenarios 

    Intervention Control Difference 
(Intervention 

– Control)   Response Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 

Unfair 
Rule 
Scenario 

Discuss 
concerns with 
teacher/prefect 

58.2 60.7 2.5 57.5 58.5 1 1.5 

Organize 
petition for 
changes 

20.2 21.4 1.2 20.5 20.5 0 1.2 

Accept rules 
without 
question 

17.7 14.3 -3.4 16.5 15.5 -1 -2.4 

Ignore rules 2.4 2.6 0.2 3.5 3.5 0 0.2 

Teacher 
Disrespect 
Scenario 

Apologize and 
learn from 
mistake 

60.1 64.7 4.6 62.1 62 -0.1 4.7 

Accept 
punishment as 
example 

36.8 33.2 -3.6 35.2 34 -1.2 -2.4 

Nothing should 
happen 2.2 1.6 -0.6 2.3 3.5 1.2 -1.8 

Cheating 
Scenario 

Second chance 
without 
consequences 

26.5 22.3 -4.2 25.2 29.4 4.2 -8.4 

Warning 56.9 57.3 0.4 57.9 54.2 -3.7 4.1 
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    Intervention Control Difference 
(Intervention 

– Control)   Response Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 

Consequences 
(lower grade, 
detention) 

34.3 37.6 3.3 37.1 36.6 -0.5 3.8 

Property 
Damage 
Scenario 

Repair or 
replace 61.5 57.2 -4.3 62.4 62.8 0.4 -4.7 

Apologize and 
promise not to 
repeat 

40.9 40.7 -0.2 40.7 39.3 -1.4 1.2 

Face 
suspension or 
other action 

22.3 26 3.7 23.6 23.9 0.3 3.4 

Nothing should 
happen 0.86 1.6 0.74 0.68 3.2 2.52 -1.78 

   N 1,052 1,046   1,032 1053     

In the teacher disrespect scenario (table 3.26), interven#on schools recorded a sta#s#cally 
significant increase in students selec#ng “apologize and learn from mistake.” This shi^ 
indicates stronger recogni#on of accountability and correc#ve learning, rather than viewing 
discipline only as punishment. Control schools showed no meaningful change on this item. 

Responses to the chea#ng scenario point to a clearer differen#a#on between leniency and 
accountability among interven#on students (table 3.26). The propor#on favouring a second 
chance without consequences declined, while support for consequences such as lower grades 
or deten#on increased modestly. In control schools, the opposite trend was observed, with 
increased preference for a second chance without consequences, sugges#ng weaker 
reinforcement of accountability norms over #me. 

In the property damage scenario (table 3.26), interven#on students showed a slight decline 
in selec#ng repair or replacement as the primary response, alongside an increase in support 
for formal consequences such as suspension or other ac#on. Although this change should be 
interpreted cau#ously, it may reflect greater recogni#on that serious misconduct warrants 
propor#onate response beyond apology alone. Control schools showed slight change across 
most response op#ons, except for an increase in the propor#on indica#ng that nothing should 
happen. 

The scenario-based findings suggest that students in interven#on schools increasingly favour 
responses that combine responsibility, learning and fair consequences. These are consistent 
with earlier results on aXtudes toward discipline and authority and align with the emphasis 
in VLC sessions on understanding the purpose of rules and consequences. Control schools 
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showed more limited or inconsistent movement across scenarios, reinforcing the added 
contribu#on of structured values engagement in shaping students’ disciplinary judgement. 
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3.7. Barriers and Enablers for Values Prac:ce 
This sec#on synthesises evidence from the student survey, teacher survey, school leader 
interviews, G&C coordinator interviews and VLC session observa#ons to examine the 
condi#ons that shape how na#onal values are prac#sed in schools. Rather than introducing 
new outcome measures, the sec#on focuses on factors that either support or constrain the 
transla#on of values knowledge and aXtudes into consistent behaviour. Drawing on both 
interven#on and control school experiences, it iden#fies prac#cal, ins#tu#onal and 
contextual enablers that strengthen values prac#ce, alongside barriers that limit depth, 
consistency or sustainability. These insights help explain varia#ons observed across schools 
and provide an evidence base for refining implementa#on and informing decisions on 
na#onal rollout. 

3.7.1 Students Iden%fied Barriers to Values Prac%ce 
To beger understand why gains in knowledge, aXtudes and behaviour were stronger in some 
areas than others, students were asked to iden#fy factors that make it easier or more difficult 
to prac#se na#onal values in their daily school lives. Table 3.27 summarises student-reported 
barriers at baseline and endline, disaggregated by interven#on and control schools. These 
responses provide insight into the personal, peer-related and ins#tu#onal condi#ons that 
shape values prac#ce and help explain varia#ons observed in earlier sec#ons. 

The results (table 3.27) show that barriers to values prac#ce are mul#-layered. Personal and 
peer-related factors were more frequently cited than a lack of awareness of the values 
themselves, sugges#ng that challenges lie less in knowing what the values are and more in 
naviga#ng social pressures and school environments. In interven#on schools, peer pressure 
emerged as the most prominent personal barrier at endline, with a sta#s#cally significant 
increase compared to baseline. This is consistent with qualita#ve accounts indica#ng that 
while many students internalised values, sustaining value-consistent behaviour can be 
challenging in peer contexts where contrary norms persist. 

Table 3.27: Student-Iden7fied Barriers to Values Prac7ce 

  % of Students Identifying Barrier 

  Intervention Control Difference 
(Intervention – 

Control) Barrier Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 
Personal 
barriers 

         

Peer 
pressure 51.4 58.9* 7.5 53.2 50.4 -2.8 10.3 

Inadequate 
school rules 
or 
enforcement 

28.4 28.1 -0.3 25 30 5 -5.3 
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  % of Students Identifying Barrier 

  Intervention Control Difference 
(Intervention – 

Control) Barrier Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 

Personal 
difficulties 
(e.g., low 
confidence, 
lack of 
interest) 

38.8 35.8 -3 37.2 36.8 -0.4 -2.6 

Not taught 
values in 
school 

7.4 6* -1.4 7.9 10 2.1 -3.5 

Not aware 
of these 
national 
values 

5 6.7 1.7 4.1 5.2 1.1 0.6 

Institutional 
barriers 

          

Time 
constraints 
due to 
academic 
workload 

56.6 56.9 0.3 55.3 54.9 -0.4 0.7 

Lack of 
interest in 
available 
activities 
promoting 
values 

31.2 28.5 -2.7 34.5 31.9 -2.6 -0.1 

Inadequate 
guidance or 
facilitation 

28.7 26.9 -1.8 29.7 27.7 -2 0.2 

Negative 
peer 
attitudes 
toward 
value-based 
activities 

24.3 28.1* 3.8 28.2 22.5* -5.7 9.5 

N 1,052 1,046   1,032 1053     
*Sta5s5cally significant at p≤0.05 

Ins#tu#onal barriers showed smaller changes over #me (Table 3.27). Time constraints linked 
to academic workload remained the most cited ins#tu#onal barrier across both groups, with 
ligle movement between baseline and endline. Reports of inadequate guidance or facilita#on 



77 | P a g e  
 

declined slightly in both interven#on and control schools, while nega#ve peer aXtudes 
toward value-based ac#vi#es increased in interven#on schools but declined significantly in 
control schools. This suggests that as values ac#vi#es became more visible in interven#on 
schools, resistance or scep#cism among some peers may also have become more apparent. 

Importantly, small propor#ons of students in interven#on schools reported not being taught 
values in school or not being aware of the na#onal values and these propor#ons declined or 
remained low at endline (table 3.27). This finding aligns with earlier evidence of improved 
awareness, recogni#on and understanding of values in interven#on schools and indicates that 
the main constraints to prac#ce lie beyond basic exposure. 

Teacher-Iden>fied Barriers to Values Educa>on 

In addi#on to students’ perspec#ves, teachers were asked to iden#fy factors that constrain 
effec#ve values educa#on in their schools. Table 3.28 summarises teacher-reported barriers 
at baseline and endline, disaggregated by interven#on and control schools. These findings 
provide a school-level perspec#ve on implementa#on challenges and help to contextualise 
results observed in students’ knowledge, aXtudes and behaviour. 

Across both interven#on and control schools, teachers most frequently iden#fied peer 
pressure among students, limited resources and #me constraints within the school schedule 
as key barriers. These concerns mirror students’ responses and reinforce the significant role 
of peer dynamics and structural condi#ons in shaping values prac#ce. 

In interven#on schools, several barriers showed significant shi^s over #me. Reports of peer 
pressure and lack of parental support declined by endline, sugges#ng that sustained exposure 
to the handbook and VLC sessions may have reduced some external and social constraints on 
values prac#ce. At the same #me, teachers increasingly iden#fied personal student challenges 
and lack of student interest as barriers. This suggests that as values educa#on became more 
established, teachers became more agen#ve to individual-level differences in mo#va#on, 
confidence and readiness to engage with values content. 

Teachers in interven#on schools also reported increased concern about insufficient teacher 
training and limited reinforcement from school leadership. These findings point to emerging 
implementa#on demands as values educa#on moves beyond ini#al rollout and becomes 
embedded in rou#ne school prac#ce. As expecta#ons increase, gaps in staff prepara#on and 
leadership coordina#on may become more visible. 

In control schools, changes in reported barriers were smaller and less systema#c. While 
some barriers declined modestly, others remained stable or increased slightly, indica#ng 
limited structural change in the absence of the interven#on. 
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Table 3.28: Teacher-Iden7fied Barriers to Values Educa7on 

  % of Teachers Identifying Barrier 

  Intervention Control   

Barrier Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 

 Difference 
(Intervention 
– Control) 

Peer pressure 
among 
students 

72.3 40 -32.3 74 75 1 -33.3 

Inadequate 
resources for 
implementation 

66.9 60.4 -6.5 63 67.6 4.6 -11.1 

Lack of parental 
support 60.2 40 -20.2 50 37.5 -12.5 -7.7 

Limited time 
during the 
school schedule 

56.2 53.6 -2.6 49 48.3 -0.7 -1.9 

Personal 
student 
challenges (e.g., 
low confidence, 
lack of 
motivation) 

62.7 75.0* 12.3 44 62.5 18.5 -61.2 

Lack of student 
interest 48.1 59.3* 11.2 44.1 38 -6.1 -2.7 

Limited 
reinforcement 
from school 
leaders 

37.4 48* 10.6 50 37.5 -12.5 10.5 

Insufficient 
teacher training 41.5 58 16.5 35.9 38.3 2.4 -5.9 

N 680 878   694 896     
*Sta5s5cally significant at p≤0.05 

The teacher-reported findings (table 3.28) reinforce three key messages. First, values 
educa#on is shaped not only by student aXtudes but also by resourcing, #me and staff 
capacity. Second, reduc#ons in social barriers such as peer pressure may coexist with growing 
recogni#on of individual student needs. Third, sustained implementa#on requires stronger 
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alignment among teachers, school leaders and parents. These insights complement student-
reported barriers and help explain why some values showed stronger gains than others, 
par#cularly those requiring consistent modelling, reinforcement and individual support. 

 

 3.7.1.1 Qualita#ve Insights on Key Barriers in Value Educa#on 
This sec#on synthesises perspec#ves from school leaders, teachers and students on the main 
challenges constraining effec#ve values educa#on within schools. While respondents broadly 
recognised the importance of na#onal values, they highlighted structural, ins#tu#onal, 
behavioural and contextual barriers that limit consistent understanding, internalisa#on and 
prac#ce of values among students. 

Compe>ng Time Demands and Timetable Constraints 

A major barrier iden#fied by both school leaders and teachers relates to #me alloca#on and 
scheduling pressures, par#cularly where VLC sessions compete with other school ac#vi#es. 
Some school leaders noted that VLC sessions are some#mes disrupted by overlapping 
academic commitments: “Some of the teachers eat into the %me of the VLC… some%mes 11.45 
or 11.50, so we don’t get the full %me.” Teachers similarly acknowledged that heavy academic 
workloads make it difficult to priori#se values educa#on consistently alongside subject 
teaching.  

Limited Teacher Involvement and Inconsistent Role Modelling 

Another key barrier highlighted by school leaders is limited and uneven teacher engagement 
in values educa#on beyond designated teams (e.g. G&C coordinators or VLC facilitators). As 
one school leader explained: “Apart from the team, we don’t really get support from the 
teachers… teachers should have been assigned weekly to help.” Some leaders also expressed 
concern that inconsistent teacher behaviour undermines values messaging: “Teachers are 
supposed to be role models, but some are not living up to that expecta%on.” Teachers 
themselves acknowledged the importance of modelling values but noted that not all staff 
demonstrate the same level of commitment or awareness.  

Resource Constraints and Inadequate Materials 

School leaders iden#fied insufficient teaching and learning materials as a prac#cal barrier to 
effec#ve values educa#on, par#cularly for ac#vity-based sessions. One leader noted: 
“Materials are available, but they are not enough because the number of students is very 
large.”  

Student Behaviour, Peer Influence and Engagement Challenges 

Both school leaders and teachers highlighted student-related behavioural factors as persistent 
barriers. Adolescents were described as easily influenced by peers, which some#mes 
undermines values promoted in school. A school leader explained: “They are teenagers… they 
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easily look at their friends and imitate whatever they are doing.” Teachers echoed this 
concern, no#ng that peer pressure o^en competes with values educa#on, par#cularly among 
boys. Student FGDs further suggest that while students understand values, prac#sing them 
consistently remains challenging, especially when peers model contrary behaviours. 

Home and Community Influences that Contradict School Values 

One of the most strongly ar#culated barriers was the disconnect between school-based values 
educa#on and home or community environments. School leaders frequently expressed 
frustra#on that values taught in school are not reinforced at home. As one leader stated: 
“Parents have neglected their role… they give them food, shelter and clothes and that is all.” 
Another school leader described direct community interference: “Some parents come with 
knives because their child says the teacher did something.” Teachers also noted that when 
students observe conflic#ng behaviour at home or in the community, it weakens the impact 
of school-based values educa#on. 

Fear, Power Dynamics and Underrepor>ng of Misconduct 

School leaders highlighted fear of vic#misa#on as a barrier preven#ng students from repor#ng 
bullying, harassment, or value-viola#ng behaviour. One leader explained: “They are afraid 
that when the seniors realise, they have reported, they will punish them.” Although 
mechanisms exist to encourage repor#ng, fear of peer retalia#on con#nues to limit openness, 
par#cularly among junior students. 

Students’ Limited Conceptual Depth in Control Schools 

Student FGDs from control schools revealed an addi#onal barrier, which is, limited conceptual 
clarity around values when structured learning planorms are absent. Some students struggled 
to define values clearly or relied on vague explana#ons. For example, according to a student 
in a control school, “Values are the things we cherish.” This contrasts with interven#on 
schools, where students more readily linked values to specific behaviours and learning 
ac#vi#es, sugges#ng that lack of structured engagement is itself a barrier. 

 

3.7.2 Student-Iden%fied Enablers for Values Prac%ce 
To complement the analysis of barriers, students were asked to iden#fy factors that support 
or strengthen their ability to prac#se na#onal values within the school environment. Table 
3.29 presents student-reported enablers at baseline and endline, disaggregated by 
interven#on and control schools. These findings help to explain the condi#ons under which 
values educa#on is more likely to translate into everyday behaviour. 

Across both groups, counselling services emerged as one of the most frequently cited 
exis#ng enablers at both baseline and endline (table 3.29).  
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Table 3.29: Student-Iden7fied Enablers for Values Prac7ce 

  % of Students Identifying Enabler 

  Intervention Control Difference 
(Intervention – 

Control)   Baseline Endline   Baseline Endline Change 
(pp) 

Resource 
enablers               

Counseling 
services 64.5 61 -3.5 63.9 60.7 -3.2 -0.3 

Peer 
mentoring 
programmes 

21.2 32.1* 10.9 20.2 23.7 3.5 7.4 

Rewards for 
positive 
behaviour 

42.4 46.6 0.2 40.2 43 2.8 3.6 

Proposed 
enablers               

Regular 
workshops or 
assemblies 

50.8 44.1 -6.7 48.8 49.5 0.7 -5.4 

Peer-led clubs 
or initiatives 27.7 38.3* 10.6 29.9 27.2 -2.7 13.3 

Competitions 
with rewards 
for 
demonstrating 
values 

41.4 47 5.6 43.3 42.1 -1.2 6.8 

Role 
modelling by 
teachers and 
school leaders 

38 34.1 -3.9 38.7 33.6 -5.1 1.2 

Weekly peer 
sessions 14.6 19.1* 4.5 14 11.8 -2.2 6.7 

N 1,052 1,046   1,032 1053     
*Sta5s5cally significant at p≤0.05 

As shown in Table 3.29, guidance and counselling structures play a significant role in 
reinforcing values-related behaviour, par#cularly discipline, responsibility and interpersonal 
conduct. Their con#nued importance over #me suggests that counselling remains a 
founda#onal support for values prac#ce across schools. 



82 | P a g e  
 

Clear differences emerged, however, in peer-related enablers. In interven#on schools, there 
were significant increases in the propor#on of students iden#fying peer mentoring 
programmes, peer-led clubs and weekly peer sessions as effec#ve enablers. These shi^s 
align closely with the VLC model, which emphasises peer-led discussion, shared reflec#on 
and collec#ve responsibility. The findings suggest that sustained exposure to structured peer 
planorms increased students’ recogni#on of peer-based approaches as meaningful 
mechanisms for prac#sing values. 

Students in interven#on schools also reported increased support for compe##ons and 
reward-based ac#vi#es that recognise posi#ve behaviour (table 3.29). This indicates that 
incen#ves and visible acknowledgement may reinforce mo#va#on to prac#se values, 
par#cularly when aligned with structured programmes such as VLC sessions. 

Changes in control schools were smaller and, in some cases, moved in the opposite direc#on 
(table 3.29). Peer-led ini#a#ves and weekly peer sessions were less frequently iden#fied as 
enablers at endline in control schools, sugges#ng limited expansion of student-centred 
planorms for values prac#ce in the absence of the interven#on. 

Interes#ngly, fewer students in both groups iden#fied workshops, assemblies and role 
modelling by teachers and school leaders as key enablers at endline (table 3.29). This may 
reflect a shi^ in emphasis from one-off or adult-led ac#vi#es toward more sustained, peer-
driven and par#cipatory approaches, par#cularly in interven#on schools. 

The findings in table 3.29 indicate that students increasingly associate effec#ve values 
prac#ce with peer engagement, regular interac#on and structured opportuni#es for 
par#cipa#on. The stronger growth of these enablers in interven#on schools reinforces the 
role of the VLC sessions in crea#ng visible, student-owned pathways for transla#ng values 
educa#on into everyday behaviour. 

Teacher-Iden>fied Enablers for Values Educa>on 

Teachers were also asked to iden#fy factors that support effec#ve values educa#on within 
schools. Table 3.30 summarises teacher-reported enablers at baseline and endline, 
comparing interven#on and control schools. These findings provide insight into the 
ins#tu#onal and pedagogical condi#ons teachers consider most important for reinforcing 
na#onal values. 

Across both interven#on and control schools, rewarding posi#ve behaviour was consistently 
iden#fied as a key enabler (table 3.30). High endorsement at both baseline and endline 
suggests broad agreement among teachers that recogni#on and reinforcement play a 
significant role in encouraging students to prac#se values. This reflects exis#ng school 
cultures where incen#ves, praise and correc#ve feedback are commonly used to shape 
behaviour. 
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Table 3.30: Teacher-Iden7fied Enablers for Values Educa7on 

  % of Teachers Identifying Enabler 

  Intervention Control Difference 
(Intervention – 

Control) Enablers Baseline Endline Change 
(pp) Baseline Endline Change 

(pp) 
Rewarding 
positive 
behaviour 

84.3 89.4 1.1 70 87.5 17.5 1.1 

Assigning 
leadership 
roles to 
students 

75.9 77.2 1.3 69 62.5 -6.5 14.7* 

Encouraging 
peer 
mentoring 

55.4 74.8 -0.6 46 75 29 -0.2 

Organizing 
value-
driven 
classroom 
activities 

39.8 40 0.2 38 37.5 -0.5 0.7 

N 680 878   694 896     

 

Clear differences emerged in rela#on to student leadership and peer-based approaches. In 
interven#on schools, teachers increasingly iden#fied assigning leadership roles to students 
as an effec#ve enabler (table 3.30). This aligns with the peer-led structure of VLC sessions, 
where students take on facilita#on and coordina#on responsibili#es. Teachers’ responses 
suggest that exposure to the VLC model strengthened apprecia#on of leadership roles as 
prac#cal tools for values development. 

Table 3.30 shows that peer mentoring featured prominently among teachers in interven#on 
schools. This is consistent with student responses and highlights the importance of peer 
influence in reinforcing values. Teachers viewed peer-to-peer support as a valuable 
complement to formal instruc#on, par#cularly in rela#on to responsibility, confidence and 
discipline. 

In control schools, changes in teacher-iden#fied enablers were more mixed (table 3.30). 
While some growth was observed in recogni#on of peer mentoring, fewer teachers 
iden#fied student leadership roles as an effec#ve strategy at endline. This suggests that, 
without a structured peer-led programme, leadership opportuni#es may be less visible or 
less systema#cally linked to values educa#on. 

Organising value-driven classroom ac#vi#es was iden#fied less frequently by teachers in 
both groups and showed minor change over #me (table 3.30). This may reflect constraints 
related to curriculum coverage, #me pressure and examina#on demands, limi#ng 
opportuni#es for explicit values-focused ac#vi#es within subject lessons. 
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The findings in table 3.30 indicate that teachers increasingly associate effec#ve values 
educa#on with peer leadership, mentoring and reinforcement mechanisms that extend 
beyond tradi#onal classroom instruc#on. The stronger alignment of these enablers in 
interven#on schools points to the influence of the VLC sessions in shaping how teachers 
conceptualise prac#cal pathways for embedding na#onal values in school life. 

 

3.7.2.1 Qualita#ve Insights on Key Enablers to Values Educa#on 
This sec#on synthesises perspec#ves from school leaders, teachers and students on the main 
factors enabling effec#ve delivery, internalisa#on and prac#ce of na#onal values within 
schools. Respondents iden#fied ins#tu#onal commitment, consistent role modelling, 
structured learning planorms, counselling support and student engagement as cri#cal 
enablers. 

Strong School Leadership Commitment 

School leaders consistently iden#fied leadership commitment as a primary enabler of values 
educa#on. Leaders described deliberate ac#ons to priori#se values within school rou#nes, 
signalling ins#tu#onal ownership. As one leader explained: “If you want students to change, 
then leadership must also be serious about it.” Leadership involvement was reflected in 
supervision of VLC sessions, reinforcement of values during assemblies and reference to 
values when addressing disciplinary magers. Leaders noted that visible commitment from 
management increases compliance among teachers and seriousness among students. 

Teacher Par>cipa>on and Role Modelling 

Teachers were widely recognised as key enablers through daily interac#on and role modelling. 
Both leaders and teachers emphasised that students learn values as much from observing 
adult behaviour as from formal instruc#on. A teacher noted: “Students learn more from what 
we do than what we say.” School leaders echoed this view: “If teachers themselves show 
discipline, students will also follow.” Where teachers consistently modelled punctuality, 
respect and fairness, students were more recep#ve to values educa#on. 

Structured Pla_orms for Values Learning (VLC Sessions) 

The availability of structured and regular planorms, par#cularly the VLC sessions was 
iden#fied as a major enabler. These sessions created dedicated space for discussion, reflec#on 
and reinforcement of values. Students in interven#on schools explicitly recognised VLC 
sessions as a source of learning. Teachers noted that structured sessions help move values 
educa#on beyond informal reminders to inten#onal learning. 

Guidance and Counselling Support Systems 

Both school leaders and students highlighted G&C services as a cri#cal enabling mechanism, 
par#cularly for addressing behavioural challenges and suppor#ng vulnerable students. 
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Students referenced counselling as a key avenue for behavioural change and values 
reinforcement: “I have learned a lot through guidance and counselling.” School leaders 
described collabora#on between deans of discipline and G&C coordinators as strengthening 
correc#ve approaches and reducing repeat offences. 

Posi>ve Disciplinary Prac>ces Linked to Learning 

Values educa#on was enabled by disciplinary approaches that were correc#ve rather than 
puni#ve. Teachers and leaders noted that when discipline is framed as learning, students are 
more willing to reflect and change behaviour. A teacher explained, “When discipline is linked 
to teaching, students understand why they are being corrected.” Students reinforced this 
perspec#ve, “When you are punished, you learn not to do it again.” This alignment between 
values educa#on and discipline strengthens internalisa#on. 

Student Par>cipa>on and Posi>ve Peer Influence 

Ac#ve student engagement emerged as an important enabler. School leaders observed that 
when students par#cipate ac#vely through discussions, group work and peer interac#on, 
values are more easily internalised. One dean of discipline noted: “When they talk among 
themselves, they understand beTer.” Peer influence, when posi#ve, was seen as reinforcing 
expected behaviours, especially among younger students. 

Reinforcement Through Religious and Moral Pla_orms 

Students highlighted religious planorms as complementary enablers of values educa#on. 
Interven#on students frequently men#oned mosques and churches as spaces where similar 
values are reinforced. This broader moral ecosystem was seen as strengthening consistency 
between school teachings and students’ wider lives. 
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4. Conclusions and Recommenda1ons 
 

4.1 Conclusions 
The findings from this study demonstrate that inten#onal, structured values educa#on can 
play a meaningful role in strengthening students’ understanding and prac#ce of na#onal 
values at the senior high school level. The evidence suggests that while many values already 
exist implicitly within school cultures and social norms, deliberate and sustained engagement 
through the values handbook and VLC sessions supports clearer ar#cula#on, deeper 
understanding and more consistent applica#on of these values by students. 

The interven#on did not operate in a vacuum. AXtudes toward na#onal values were already 
posi#ve among students and teachers at baseline, reflec#ng strong cultural alignment and 
long-standing moral expecta#ons within Ghanaian society. The contribu#on of the 
interven#on therefore lies less in changing beliefs and more in shaping how values are 
understood, discussed and enacted in daily school life. Students in interven#on schools were 
beger able to name values, dis#nguish between closely related concepts and apply values to 
concrete situa#ons that require judgement, ethical reasoning and agency. 

The observed behavioural changes further suggest that values educa#on is most effec#ve 
when it moves beyond rule enforcement toward reflec#ve prac#ce. VLC sessions created 
protected spaces where students could interrogate behaviour, consider consequences and 
learn from peers. This appears to have contributed to shi^s in discipline from compliance 
driven by fear of punishment to self-regula#on grounded in shared expecta#ons and 
responsibility. The consistency between student self-reports, teacher observa#ons and school 
leader accounts strengthens confidence in this interpreta#on. 

At the same #me, the findings point to limits in what values educa#on alone can achieve. Peer 
pressure, uneven facilita#on quality, resource constraints and contradictory influences from 
home and community environments con#nue to shape students’ behaviour. Values that 
require sustained learner agency, such as self-directed learning and adaptability, showed more 
modest gains, indica#ng that deeper integra#on across teaching prac#ces and school systems 
is necessary. 

The study provides strong evidence that the values handbook and VLC model add value to 
exis#ng school prac#ces by making values educa#on visible, structured and learner centred. 
The results support na#onal rollout, while also highligh#ng the condi#ons under which values 
educa#on is most likely to translate into las#ng behavioural change. 
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4.2 Recommenda:ons 
Based on the findings of the study, the following recommenda#ons are proposed to guide 
na#onal rollout and programme refinement. 

7.1 Ins>tu>onalise VLC sessions within the school >metable 

The effec#veness of VLC sessions was closely linked to the availability of protected #me. 
Na#onal rollout should formally embed VLC sessions within the school #metable, ideally 
aligned with exis#ng structures such as PLC periods. This will reduce compe##on with 
academic ac#vi#es and ensure consistency across schools. 

7.2 Ensure universal access to the values handbook and learning materials 

Access to the values handbook emerged as a cri#cal enabler. Na#onal implementa#on 
should ensure that every student receives a copy of the handbook, alongside suppor#ng 
materials that enable ac#vity-based and discussion-oriented learning. Without full coverage, 
implementa#on quality and equity will be compromised. 

7.3 Strengthen peer guide selec>on, prepara>on and supervision 

Peer-led delivery is a core strength of the VLC session, but its effec#veness depends on 
facilitator quality. Clear na#onal guidance should be provided on peer guide selec#on, 
including veXng by teachers and G&C coordinators. Regular preparatory mee#ngs, 
observa#on and feedback should be standard prac#ce to support consistent facilita#on. 

7.4 Clarify and support the role of Guidance and Counselling coordinators 

G&C coordinators play a central coordina#on and supervision role. Na#onal rollout should 
formally recognise this responsibility, provide refresher training and clarify expecta#ons for 
monitoring, repor#ng and mentoring peer guides. Addi#onal support may be required in 
schools with limited staffing capacity. 

7.5 Strengthen whole-school alignment around values prac>ce 

Although teachers reported high levels of values integra#on, findings suggest uneven 
reinforcement across classrooms and school rou#nes. School leadership should be 
supported to embed values consistently across assemblies, discipline processes, classroom 
interac#ons and student leadership structures, reinforcing coherence between VLC sessions 
and daily school life. 

7.6 Introduce structured incen>ves and recogni>on mechanisms 

Both students and teachers iden#fied mo#va#on as an important enabler. Non-monetary 
incen#ves such as cer#ficates, recogni#on during assemblies and leadership opportuni#es 
for peer guides should be considered to sustain engagement and reinforce posi#ve 
behaviour. 
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7.7 Engage parents and communi>es to reinforce values 

Contradic#ons between school-based values educa#on and home environments were 
iden#fied as a constraint. Na#onal rollout should include light-touch strategies for parental 
and community engagement, such as orienta#on sessions or communica#on materials, to 
align messaging and reinforce values beyond the school. 

7.8 Maintain monitoring and learning during scale-up 

Varia#on in implementa#on quality underscores the need for ongoing monitoring. Simple 
tools for tracking agendance, session quality and emerging challenges should be maintained 
and used for learning rather than compliance alone. This will support adap#ve improvement 
during na#onal rollout. 
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5. APPENDICES 
Appendix A: Survey Instruments 

The instruments used for the data collec#on can be found here - 
hgps://drive.google.com/drive/folders/1M_gIbcej5YJs1ugExVm2inqTZpVNCjT_?usp=drive_li
nk 

 

https://drive.google.com/drive/folders/1M_gIbcej5YJs1ugExVm2inqTZpVNCjT_?usp=drive_link
https://drive.google.com/drive/folders/1M_gIbcej5YJs1ugExVm2inqTZpVNCjT_?usp=drive_link

