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Glossary of terms and abbreviations 

QuIP studies employ the following terms as described below: 

Attribution: Evidence that an action (X) causes change in an outcome (Y), which is the same as saying 
that action (X) is a necessary condition for change in an outcome (Y) in the presence of a package of 
other drivers of change (Z). The causal package (X, Z) is sufficient to cause the change in Y, but need 
not be necessary, because there may be other causal packages that are also sufficient to do so. Some 
authors define attribution more narrowly as a quantifiable effect of X on Y, but here the term is used 
more generally and in a way that is synonymous with contribution.1    

Attribution code: a code that indicates whether a driver of change (a) is having either a positive, 
negative or neutral effect on a specified outcome, and (b) identifies a selected organisation by 
mentioning the organisation or its activities by name (i.e. explicitly); mentions activities consistent 
with the organisation’s theory of change (i.e. implicitly), or does not make either explicit or implicit 
mention of the organisation (i.e. are unrelated/incidental to it). 

Blindfolding: The process of deliberately restricting what interviewers and/or interviewees know 
about an activity or actor in order to reduce the potential bias in favour of emphasising the importance 
of this activity or actor relative to other drivers of change.  

Causal factors: A proposition that a specified outcome (Y) was a direct consequence of a specified 
action (X) or (Z). Note that an outcome in one causal claim can be a driver in another causal claim. 
Consider one narrative where X leads to Y1 and another narrative where Y1 leads to Y2; then Y1 is an 
outcome in the first claim, but a driver in the second. The outcome of X and the driver of Y2. Similarly, 
Y2 is both the outcome of Y1 and the driver of Y3. Codes are applied to the text as shorthand for causal 
factors in the analysis process. Causal factors are the building blocks of causal chains. 

Causal chain: A series of connected causal claims, for example in a narrative where X leads to Y1 
leading to Y2 leading to Y3.  

Commissioner: The organisation contracting a QuIP study, and the primary user of the evidence to be 
collected. Responsibility rests with the Commissioner to decide what sort of evidence they want and 
why, as well as when, where, and how to collect it.  

Credibility: How believable a particular finding or conclusion is to a particular person or audience. It 
acknowledges that their capacity to assess the validity and reliability of findings depends upon their 
own independent knowledge, experience and opportunity for cross-checking or triangulation against 
other sources. This contrasts with the quest to establish universal truths that are valid and reliable 
independently of the perceiver. In aspiring to produce reasonable or ‘good enough’ evidence the 
success of the QuIP ultimately hinges on the credibility of findings. 

Count: the number of times a theme is mentioned in interviews and focus group discussions  

a) Respondent Count: The number of respondents who mention a given theme (‘driver of 
change’, ‘outcome’ or ‘attribution’) when answering a given question. By definition, the 
maximum respondent count for a given theme in a QuIP with 48 respondents is 48.   

 

1 The QuIP has a strong affinity to Contribution Analysis as described by Mayne (Mayne J. 2012. Contribution analysis: 

coming of age? Evaluation 18(3):270-280.). Mayne (2012:273) also distinguishes between attribution (“… used to identify 
both with finding the cause of an effect and with estimating quantitatively how much of the effect is due to the 
intervention”) and with contribution, that asks whether “… in light of the multiple factors influencing a result, has the 
intervention made a noticeable difference to an observed result and in what way?” Taking “observed results” to refer to 
changes measured through routine monitoring, the QuIP conforms to this definition of contribution. But as the basis for 
identification of causal chains it also conforms to the first part of Mayne’s definition of attribution. 
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b) Citation Count: The number of times a theme is mentioned, with a maximum of one count 
per respondent per domain. By definition, if a QuIP questionnaire has six domains and 48 
respondents, then the maximum citation count for a given theme is 48 x 6 = 288.  

Domain: An area of respondents’ lives, or category of outcomes (e.g. Income, Health, Education) 
agreed in advance with the commissioner and used to structure interviews and focus group 
discussions. Most studies address a number of domains that are consistent with a theory of change. 
For example, they may refer to different aspects of the wellbeing of individual intended beneficiaries.   

Driver of change: An action or state (X or Z) behind an outcome (Y). These are generally self-reported 
by respondents, in answer to questions like ‘why did that happen?’ or ‘what was the reason for that?’  

Factors: See Causal factors. 

Intended beneficiary: Those people that a specified organisation is aiming to benefit, by achieving 
outcomes specified in its theory of change. Sometimes the intended beneficiaries are organisations or 
associations of people, as is the case with capacity building projects.  

Impact: Evidence that a specified project credibly caused a specified set of outcomes. In some cases, 
the term impact may refer specifically to final outcomes. X credibly causes Y in a particular context if 
(a) there is strong evidence that X and Y happened, (b) several stakeholders independently assert that 
X was a cause of Y, with minimal prompting, (c) there is no more credible counter-explanation for why 
they might have said this, (d) their account of how X caused Y is consistent with a plausible theory of 
change. 

Outcomes: Changes (positive or negative) reported by respondents, often in answer to a question in 
the form of: ‘during this time period has anything changed in this domain of your life?’   

Project or Programme: A specified set of activities, interventions, or investments over a given period 
of time aimed at achieving a specified set of intended outcomes for a specified group of intended 
beneficiaries. This is the object of a specified QuIP study. It is the responsibility of the commissioner 
to define it, as well as the theory of change behind it, as precisely as possible. Others may refer to a 
project as a ‘treatment,’ but in QuIP studies this term is generally avoided.   

Respondents: Interviewees and focus group discussion participants. Their narratives are the source of 
causal claims, linking drivers of change (including but not limited to project activities) to outcomes, 
both intended and unintended. Respondents are usually a sample of intended beneficiaries, and data 
is collected form them through a mix of semi-structured interviews and focus group discussions.   

Theory of change: The causal processes by which the commissioner of a QuIP study expects a specified 
project to achieve intended outcomes and impact. Not all causal drivers originate with the project. 
Theories of change also identify incidental drivers of change and may also assess the risks associated 
with their occurrence or non-occurrence. 

 

The following abbreviations are used in this report:  

ASRH  Adolescent Sexual and Reproductive Health 

Bath SDR Bath Social and Development Research Ltd  

BK  Bina Konseling (Guidance Counselling) 

CSE  Comprehensive Sexuality Education  

CDS  Centre for Development Studies, University of Bath 

E4A  Explore4Action (Explore for Action) 
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GEAS  Global Early Adolescent Study  

FGD  Focus Group Discussion  

IDI  In-depth Interview  

ITGSE   International Technical Guidance on Sexuality Education 

JHSPH  Johns Hopkins School for Public Health  

KesPro  Kesehatan Reproduksi (Reproductive Health) 

KI  Karolinska Institutet 

Kisara  Kita Sayang Remaja (We Love Teens) Youth Clinic  

KSPAN  (AIDS & Drug Awareness Student Group) 

PJOK  Pendidkan Jasmani Olahraga dan Kesehatan (Sports, Physical Education, and Health) 

PKBI  Perkumpulan Keluarga Berencana Indonesia (Indonesian Family Planning Association) 

PPKN Pancasila Pendidikan Kewarganegaraan (Philosophy of Indonesia and Citizenship 

Education)  

PMR   Palang Merah R. (Youth Red Cross) 

QuIP  Qualitative Impact Protocol  

SETARA  SEmangaT duniA RemajA (“Teens’ Aspirations”) 

SMP  Sekolah Menengah Pertama (Junior High School)  

ToC  Theory of Change   

UGM  Gadjah Mada University, Yogyakarta 

UNICEF  United Nations Children’s Fund  

UNUD  Udayana University 

Rutgers WPF  Rutgers Nisso Groep and World Population Foundation (Merger 2011) 

YVR  Youth Voices Research  

 

Note regarding respondent data 

The QuIP interviews and focus group discussions were carried out in person and in the local language 
by a local research team. Summary rather than verbatim responses were then translated into English 
and written up by these same researchers. Any quotations used in the report reflect the English used 
by the researchers.  

All the respondent data is anonymised by allocating a factor code to each respondent and focus group 
discussion. Any quotation used in the report is tagged with the code of the source of the quote. 

Data in the form of audio recordings of interviews and notes taken by the local researchers are stored 
securely by the research team for a maximum of one year, at which point they are deleted.  
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Executive Summary 

Research purpose / location / timing  

This Qualitative Impact Protocol (QuIP) study was commissioned by Rutgers in the Netherlands to 

collect evidence on the impact of Rutgers’ SETARA programme in Indonesia. Data collection took place 

in Denpasar (Bali), Semarang (Java) and Bandar Lampung (Sumatra) in December 2019.  

SETARA and Explore4Action 

SETARA is an ongoing two-year comprehensive sexuality education (CSE) intervention implemented 

in junior high schools in Indonesia, targeting students aged 12-15 years old. Rutgers is conducting 

extensive research into the effectiveness of SETARA through the four-year (2018-2021) 

Explore4Action (E4A) research and advocacy programme. E4A has three research tracks, one of which 

is implementation research. The QuIP was part of the implementation track.  

Section 1 of the main report provides more detail on SETARA and E4A.  

QuIP methodology  

QuIP studies are designed to collect credible evidence of the impacts of an intervention directly from 

intended beneficiaries. Respondents are asked for their perceptions of what has changed in their lives 

over a set period of time and across a series of domains related to the project’s theory of change 

(ToC), in interviews that are partially or fully blindfolded.  

In this study, 48 individual in-depth interviews (IDIs) and 12 focus group discussions (FGDs) were 

conducted with grade 8 students at selected E4A junior high schools. Boys and girls were asked about 

their experiences, over the past one-and-a-half years, in six areas or ‘domains’ of adolescence, 

specifically: expression about sexual matters; body comfort; gender roles; bullying; self-confidence; 

and emerging sexual feelings. 

Section 2 of the main report provides more detail on the QuIP methodology: it covers the 

questionnaire and sampling strategy, as well as explaining the QuIP approach to data analysis. 

Research questions & answers 

The key research questions this QuIP set out to answer were:  

1. Have there been any (positive or negative) changes in specific areas of respondents’ lives over 
the past year and a half? 

2. What do respondents perceive to be the drivers behind these changes? 

3. Are these changes in any way linked to SETARA, or incidental to it? 

This study found that:  

1. Almost all respondents reported changes in all domains investigated. More than half the 

respondents said that the changes they had experienced were positive across all domains. The 

positive changes cited were: increased comfort when talking about sex, sexuality, puberty and 

body-related topics; feeling more positive about the changes happening because of puberty; 

considering gender equality more important; feeling safer from bullying; increased self-

confidence; and increased comfort with experiences of romantic/sexual attraction. Figure 1 

provides a snapshot of the overall changes by domain, taken from closed questions.  
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Figure 1. Snapshot of changes by domain   

 

2. In open-ended questions respondents attributed change to SETARA more frequently than to any 

other single influence, but did identify SETARA as an influence among many. Other influences 

respondents mentioned included parents, friends, teachers of other classes, the internet, self-

consciousness about appearance, excelling at school-work or extra-curricular activities, and other 

organisations like KSPAN and PKBI. Figure 2 shows all the influences identified in respondent 

narratives, ranked by the number of respondents who mentioned the influence, and colour-

coded by research site (Denpasar in orange, Bandar Lampung in yellow, Semarang in pink). 

Figure 2. Overview of influences reported by respondents 
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3. Changes mentioned in the narratives were categorised into five themes (puberty, attraction and 

dating, bullying, gender, self-confidence) and the themes were analysed with reference to 

SETARA’s influence (shown in dark green in Figure 3 below). SETARA proved to be the most 

important influence in the puberty narratives, cited as frequently as all the other influences put 

together. Attribution of change to SETARA was less frequent in the remaining four themes, 

though still considerable proportionally. 

Figure 3. Attribution by theme 

 

Section 3 of the main report provides an overview of the factors identified by the QuIP and how these 

are categorised into themes, as well as describing attribution; Section 4 analyses findings and 

attribution by theme.  

Further key findings   

SETARA was reported as being more influential in relation to certain themes than others (e.g. puberty): 

this variation is outlined below, by theme. SETARA was also described as having an effect through a 

variety of mechanisms (e.g. removing taboos) and aligning less closely to the SETARA theory of change 

in relation to certain themes than others (e.g. attraction and dating). Findings from this report were 

validated by stakeholders, who furthermore provided reflections on the reasons for and implications 

of the findings.  

In relation to puberty, the theme where SETARA is reported as having the most influence, there is 

ample evidence that SETARA is successfully contributing to teenagers having knowledge about and 

embracing the changes in their bodies and emotions brought on by puberty. Respondents reported 

feeling more comfortable with their physical selves and feeling ‘normal’ when talking about puberty, 

which included things like menstruation, wet dreams, and having romantic crushes. They attributed 

this to SETARA class and SETARA teachers lifting the taboo on discussing puberty; SETARA presented 

puberty to them as an educational topic rather than one to be embarrassed and ashamed about.    
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SETARA was less successful in removing taboos around discussing sex and sexuality. Respondents were 

unanimously of the opinion that ‘going too far’ was ‘dangerous’, and that teenage pregnancy was bad. 

Some BK teachers who taught SETARA class were credited with punishing students who were caught 

‘dating’ by forcing them to break-up, even giving out black marks which could result in suspension 

from school. Most SETARA teachers took gentler measures, encouraging ‘healthy dating’ and merely 

discouraging handholding or kissing. Even so, none of the students reported any discussion in class 

about the norms and values, myths or facts, underpinning teachers’ advice around dating.  

The SETARA module relating to bullying heightened student awareness around what constitutes 

bullying and the negative psychological effects of bullying. Some respondents reported having more 

empathy with victims of bullying. However, bullying at school remains a problem in the eyes of most 

respondents, many of whom were fatalistic about bullying ever going away. Punishments delivered 

by BK teachers were sometimes deemed effective, if only to stop a particular instance of bullying. As 

frequently, however, respondents reported that bullies continued to misbehave even after receiving 

severe punishments like suspension from school.   

Respondents rarely attributed their attitudes around gender roles and norms to SETARA class content. 

None could cite a specific SETARA lesson or activity that had influenced their thinking around gender, 

even when they reported they had received knowledge about gender from SETARA. What had made 

an impact was the example set by the SETARA teacher in treating boys and girls equally, and giving 

both sexes equal attention and opportunities in class.  

Self-confidence was the area where respondents made the least attribution to SETARA. However, this 

picture is slightly distorted, because narratives where students described talking more openly and 

confidently about puberty were categorised under the puberty theme. Had these narratives been 

categorised under the self-confidence theme, the attribution to SETARA would not have been so low 

in this area. That said, self-confidence is an area where parents and friends have an especially big 

influence, and the influence of one subject in school taught once a week (like SETARA) would 

necessarily be smaller.  

Turning to the mechanisms through which SETARA was having most influence: curriculum content was 

the most important mechanism. This took the form of respondents ‘having more knowledge about’ 

something – for example puberty or bullying. Some respondents reported learning from the SETARA 

book even though topics had not been covered in class by the teacher. Another frequently cited 

mechanism of change was normalisation and removal of taboo (through teachers talking openly about 

topics, for example), as well as the debunking of myths (a specific approach used in SETARA). In some 

cases, respondents mentioned pedagogical methods used by SETARA teachers – for example, student 

presentations to the whole class, or working in small groups – as boosting their self-confidence and 

helping them engage with the material. However, these pedagogical methods were not unique to 

SETARA classes, and respondents mentioned other teachers using them as well with similar benefit. 

SETARA teachers also had an influence on respondents by acting as role-models.  

With regard to SETARA’s theory of change, most influences attributed to SETARA by respondents 

aligned with its theory of change, but some did not. This was captured through the attribution analysis. 

All attribution to SETARA was ‘explicit’ but some was ‘positive’ (meaning that the influence furthered 

SETARA’s vision as set out in the ToC) and some was ‘neutral’ (meaning that it was not aligned with 
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the ToC vision). The relatively rare instances where attribution to SETARA was neutral were 

concentrated in the attraction and dating narratives, with a few mentions in the gender and bullying 

themes, as shown in Figure 4.  

Figure 4. Positive and neutral attribution to SETARA by theme 

 

SETARA stakeholders participated in a validation meeting to discuss these findings. A key reflection 

was that the extent to which SETARA successfully influenced student thinking seemed to correlate 

with curriculum topic. In areas where social norms are quite ‘fixed’ (e.g. concerning sexual activity or 

gender norms), SETARA was less influential than in areas considered less socially sensitive (e.g. 

puberty). Socio-cultural sensitivity of curriculum topics further accounts for there not being much 

critical reflection on these topics by students.  

Sections 5 & 6 in the main report discuss the findings and conclusions of the QuIP along with 

reflections from the validation meeting in more detail.   
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1. Introduction 

This report comprises the following sections:  

Section 1 gives an overview of the programme being evaluated (SETARA), the context for this QuIP 

study (the Explore4Action research framework), and a brief introduction to the research questions 

for this QuIP study. 

Section 2 outlines the QuIP methodology, including the questionnaire structure, sampling strategy, 

data collection, and analysis methods used.  

Section 3 begins the presentation of findings with an overview of responses to the closed questions, 

indicating respondents’ overall perceptions of change across the different questionnaire domains/ It 

further provides an overview of key changes reported by respondents, categorised by the analyst 

into themes, as well as an overview of the attribution of findings.  

Section 4 explores the attribution of findings in more detail, theme by theme.  

Section 5 discusses the results in relation to the SETARA theory of change and summarises the main 

conclusions from the study.   

Section 6 summarizes the validation meeting held to discuss the findings in this report, and the 

reflections and implications put forward by stakeholders  

Section 7 includes appendices relevant to this QuIP study and report.  

 

The raw data behind this report is available in an interactive dashboard, giving access to all summary 

transcripts and the detail behind all the counts included in this report.  
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1.1 Programme Overview 

Rutgers is a Netherlands-based international non-profit organisation specialised in sexual and 

reproductive health and rights (SRHR). In Indonesia, it is implementing a Comprehensive Sexuality 

Education (CSE) programme called SETARA (SEmangaT duniA RemajA / Teen’s Aspirations). SETARA is 

a two-year teacher-led intervention for grades 7 and 8 in junior high school, when students are 

between 12-15 years old. SETARA aims to support healthy and positive sexual development, 

contributing to adolescents’ health and wellbeing (both physical and mental), and simultaneously 

encourages development of a positive self-image and interpersonal skills. It does this by combining 

both informational content and specific pedagogical methods.  

SETARA has been implemented in Indonesia since 2012 (see Box 1. Evolution of SETARA), by various 

partner organizations and in more than 29 schools in 6 provinces. In 2017-2018, SETARA underwent a 

three-month revision process, and the revised curriculum was rolled out to selected junior high 

schools in time for the start of the 2018-2019 school year.  

Box 1. Evolution of SETARA 

 

• 2003: Rutgers’ develops The World Starts with Me (WSWM) CSE curriculum in Uganda  

• 2005: WSWM is adapted to the socio-cultural context of Indonesia (and other countries) 

• 2005-2012: Adaptations of the curriculum are pioneered in Indonesia, including for 
secondary schools (2005), kindergarten (2006), hearing- or visually-impaired youth (2007), 
youth in the correctional system and/or using drugs (2007) 

• 2012: SETARA is developed for very young adolescents in junior high schools 

• 2017: SETARA grade 7 curriculum is revised  

• 2018: SETARA grade 8 curriculum is revised 

• 2019: Full revised SETARA curriculum available for participating junior high schools 
 

 

SETARA was designed by Rutgers WPF Indonesia in collaboration with Perkumpulan Keluarga 

Berencana Indonesia (PKBI), the Indonesian Family Planning Association Yogyakarta, and follows the 

International Technical Guidance on Sexuality Education (ITGSE) set by the UNESCO. The curriculum 

contains essential information about sexuality and reproductive health, and promotes the 

development of life skills such as critical thinking, communication, negotiation and assertiveness. 

The two-year curriculum consists of 22 chapters with 46 topics, delivered during grades 7 and 8.  It 

has two sets of guidelines, one for the teachers and another for students. See Appendix 1 for an 

overview of the SETARA curriculum for grades 7 and 8, with listings of chapters and topics.  

Pedagogically, SETARA encourages teachers to employ a variety of interactive activities such as group 

work, assignments, essays, presentations, talk shows, role-plays, discussions and exhibitions. The aim 

of such exercises is to strengthen critical thinking and self-reflection, but they are also considered 

important in promoting self-expression, mutual understanding, empathy and respect. For successful 

implementation, SETARA teachers need to create a classroom setting that is a safe arena for self-

expression and positive learning, and to create equal space for boys and girls to express themselves. 

SETARA’s theory of change (ToC) is shown in Figure 1.  
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Figure 1. Theory of change for SETARA 

 

In most schools, SETARA was taught in the Guidance Counselling class (Bina Konseling or BK class). 

One school (SMP 22 in Bandar Lampung) created a class especially for delivery of SETARA, called 

Reproductive Health class (Kesehatan Reproduksi or Kespro class). Another school (SMP 6 in Denpasar) 

delivered SETARA through extracurricular activities on Saturday afternoons when respondents were 

in grade 7. In Bandar Lampung, implementation of SETARA was suspended when respondents were in 

grade 7, after delivery of just one module2. Implementation then resumed when respondents were in 

grade 8, in BK class. Table 1 shows the class in which SETARA was delivered at each school selected 

for the QuIP research, when respondents were in grades 7 and 8.  

 

2 The reason for the postponement is as follows: a student at SMP 13 took a picture of some questions about sexual intercourse from the 

GEAS questionnaire and shared it with friends and teachers. The teachers at SMP 13, the school headmaster, and later the city education 

office, raised concerns about whether the questions were appropriate for junior school students. The GEAS incident had consequences for 

the implementation of SETARA: CSE education in six schools was suspended as the city education office and schools scrutinized the SETARA 

module to determine whether it could be taught. The process led to a Memorandum of Understanding with PKBI, the city education office 

and each school, which took almost a year to put in place. Implementation of SETARA in the six schools in Bandar Lampung resumed only in 

August 2019. 
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Table 1. Class in which SETARA was taught, by school 

School Class delivering SETARA Grade 7  Grade 8  

Denpasar    

SMP 3* Bina Konseling (BK) class ✓ ✓ 

SMP 6 

Extracurricular activities on Saturday afternoons 

(led by various subject teachers) 
✓  

Bina Konseling (BK) class   ✓ 

Bandar Lampung** 

SMP 22 

Reproductive Health (Kespro) class (taught by 

teachers of various subject including: natural 

science, social science, physical education, and 

guidance counselling)  

NA ✓ 

SMP 25 Bina Konseling (BK) class NA ✓ 

Semarang***  

SMP 28* Bina Konseling (BK) class ✓ ✓ 

SMP 29* Bina Konseling (BK) class ✓ ✓ 

 

* At these schools, BK class covered other topics as well as SETARA, including corruption, 

nationalism, narcotics, and environmental issues.  

** In Bandar Lampung, the grade 7 SETARA curriculum was delivered to respondents in grade 8, and 

the grade 8 SETARA curriculum will be delivered to them in grade 9.  

*** In Semarang, delivery of SETARA was unique in two respects: 1) the same teacher taught 

students in grades 7 and 8 (to better monitor student progress), and 2) students received 2 class 

sessions/week (whereas in Bandar Lampung and Denpasar SETARA was taught for only 1 class 

session/week).  

 

1.2 Evaluation Context 

The Qualitative Impact Protocol (QuIP) was deployed as one element of a larger research and 

advocacy programme called Explore4Action (E4A). Rutgers launched E4A in 2018 to evaluate how 

SETARA has affected sexual and reproductive health attitudes, behaviours and outcomes in the 12-

15 age group in Indonesia. See Box 2 for a description of Explore4Action, and Figure 2 below for a 

map showing the three Explore4Action locations: Bandar Lampung (Sumatra), Semarang (Central 

Java) and Denpasar (Bali).  
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Box 2. Explore4Action (E4A) research programme  

 
The overall goal of Explore4Action (E4A) is to build evidence to support the implementation and scale-up of 
Comprehensive Sexuality Education (CSE) and age-appropriate strategies to improve Adolescent Sexual and 
Reproductive Health (ASRH) in Indonesia.  
 
E4A is a joint initiative between Rutgers (Netherlands and Indonesia), the Centre for Reproductive Health at Gadjah 

Mada University Yogyakarta (UGM-Indonesia), local branches of the Indonesian Family Planning Association (PKBI-

Indonesia), John Hopkins School for Public Health (JHSPH-USA), and Karolinska Institutet (KI-Sweden). It is supported by 

a National Advisory Committee (consisting of key national stakeholders from the Indonesian Government, academics 

and civil society organizations); and Local Advisory Committees in the three research sites (including representatives of 

local government and other local stakeholders).  

E4A research is taking place from 2018-2021 and is being conducted at three sites in Indonesia: Semarang in Java, Bandar 

Lampung in Sumatra, and Denpasar in Bali.  

E4A has three tracks:  

1) Indonesian arm of the longitudinal Global Early Adolescent Study (GEAS):  

• Aims to identify factors that promote healthy (sexual) development and behaviour 
• Consists of three quantitative surveys: in 2018, 2020 and 2021  
• Compares schools implementing SETARA with control schools 
• Baseline measurement in 2018 collected survey responses from 4,684 adolescents in grade 7 of junior high 

school 
 

2) Qualitative participatory Youth Voices Research (YVR): 

• Qualitative exploration of the experiences of 12-24-year olds in relation to sexuality (how they experience 
‘growing up’), and how messages and expectations around gender and sexuality influence their behaviour and 
sexual health needs.  

• Two waves of research:  
o With 18-24-year olds: 24 FGDs + 86 IDIs  
o With 12-13-year olds: 18 FGDs + 18 classroom discussions  
o Also: 9 FGDs with parents + 9 FGDs with teachers  

 
3) Implementation research:  

• Aims to identify what is needed for successful implementation and scale-up of CSE in Indonesia. 
o School profiles report on the basis of M&E synthesis 
o Stakeholder perception report on the basis of key informant interviews with government and iNGO 

stakeholders, school administrators and teachers, PKBI staff, and students   
o Economic evaluation that looks at costs versus benefits and costing predictions for scaling 
o Qualitative Impact Protocol (QuIP) evaluation based on student narratives (48 IDIs + 12 FGDs) – with 

study design and data analysis by Bath SDR, and data collection by Youth Voices Researchers  
 
Data collection for all E4A research tracks is carried out by 3 site research teams, consisting of 2 young co-researchers 
(between the ages of 20 and 24, BA level) and 1 adult site research coordinator (MA level) per site. The 3 site teams are 
supported by two early career lead researchers (MA level) from UGM.  
 

 

 

https://www.geastudy.org/indonesia
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 Figure 2. Map of E4A research sites in Indonesia 

 

 

1.3 Key Evaluation Questions 

This QuIP study was commissioned as part of E4A (see Box 2) to find out more about what has changed 

in grade 8 students’ feelings about and attitudes towards various aspects of puberty since entering 

junior high school and receiving SETARA education, and to help establish the extent to which the 

SETARA theory of change is being borne out in Indonesian schools. This QuIP sought to provide 

independent evidence of the impact of Rutgers’ SETARA programme on the attitudes and behaviours 

of grade 8 students after receiving 40-80 minutes of SETARA classroom sessions per week, for between 

one and three terms (depending on whether respondents had received SETARA in grades 7 and 8, or 

only in grade 8).  

The key evaluation questions for this QuIP study are: 

4. Have there been any (positive or negative) changes in specific areas of respondents’ lives over 
the past year and a half? 

5. What do respondents perceive to be the drivers behind these changes? 

6. Are these changes in any way linked to SETARA, or incidental to it? 
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2. Methodology 

2.1 Overview of the QuIP  

This research study was carried out using the Qualitative Impact Protocol (QuIP) evaluation approach3. 

QuIP studies are designed to collect credible evidence on the beneficiary-level impacts of an 

intervention. Data is gathered directly from intended beneficiaries through in-depth interviews and 

focus group discussions, all conducted in as blindfolded a way as possible to mitigate confirmation 

bias. Beneficiaries’ narratives of change and their perceptions of the influences which have brought 

about those changes, lie at the heart of the QuIP.  

The QuIP questionnaire is structured to enquire into those aspects of beneficiaries’ lives which are 

related to the programme’s theory of change. QuIP data collection is timed such that programme 

interventions can reasonably have had time to affect beneficiaries’ lives in the ways intended. QuIP 

coding and analysis uncovers, first, any causal claims made by beneficiaries that relate to the 

programme’s ToC; and second, any connections made to the programme directly (this is done by 

triangulating the data collected with programme implementation and monitoring data). In this way 

the QuIP establishes attribution to the programme and evaluates the beneficiary-level impact of the 

programme.  

QuIP data is not statistically representative of the wider population. Findings cannot be extrapolated 

across wider project target areas, nor is that the intention. The aim of carrying out a QuIP is to conduct 

an in-depth assessment with a purposively selected group of people in the project target area to 

understand whether, and if so how, different aspects or ‘domains’ of their lives have changed in recent 

years and why. Counts are used to highlight trends in the data, but these should not be interpreted as 

being statistically representative of an entire population. Rather, trends in a particular sub-population 

provide an opportunity to learn from perceptions of change in a carefully selected group. Where 

quotes are used, this is to help communicate more detail and give examples of the types of stories 

under discussion. The number of quotes used does not correlate to ‘majority’ or ‘minority’ views.  

 

2.2 QuIP Questionnaire 

There are three aspects of the QuIP questionnaire which distinguish it structurally:  

1. definition of the questionnaire domains which serve to focus the interview on changes of 

interest to the commissioner 

2.  a conversational storyteller/listener approach to interviewing which makes use of both open 

and closed questions;  

3. a prompt for respondents to list key features of the intervention context that have been 

important to them.  

Please see Appendix 2 for a copy of the questionnaire used in this study.  

 

3 Further background and QuIP resources can be found at: www.bathsdr.org 

 

http://www.bathsdr.org/
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2.2.1 Domains 

This study used a semi-structured questionnaire divided into six areas of life or ‘domains’, based upon 

the SETARA theory of change and discussion with the commissioner. The QuIP researchers asked 

respondents to identify changes in how they felt about six different areas of their lives:  

• Expression about sexual matters  

• Body comfort   

• Gender roles  

• Bullying 

• Self-confidence  

• Emerging sexual feelings  

The first section of the QuIP questionnaire collected profile data on respondents (including age, sex, 

and school attended). The final section asked respondents to list and rank the top three things from 

SETARA (whether topics covered, or class methods used by the teacher) that had positively influenced 

them or their classmates.  

In the body of the interview, the researchers sought to understand respondent experiences in the six 

domains. The teens were not being asked to describe pubertal changes, such as how their bodies or 

emotions had changed during puberty, or the status of their crushes on their classmates (e.g. ‘I started 

menstruating and got pain in my stomach’, or ‘I am so much more emotional now, the smallest things 

annoy me’ or ‘I have a crush on my senior’). These descriptions do not answer the research questions 

of this study. However, eliciting such descriptions from respondents was helpful in grounding the 

discussion of “feelings about” puberty in the respondent’s own experience.  

The interview was aimed at obtaining descriptions of:   

• First: how respondents felt about the changes in their lives, today (e.g. “Now I feel ok about 

menstruation”)  

• Second: how these feelings were different today than they were at the start of junior high 

school (e.g. “I was frightened when I started bleeding the first time, but now it’s just normal”) 

• Third: what had brought about the change to their ‘feelings about the change’ (e.g. “My 

mother told me menstruation is a sign of maturing and every girl gets it, so I wasn’t afraid; 

now I have had it for a year and I am used to it”) 

2.2.2 Open and closed questions 

Researchers employed both open and closed questions to elicit these reflections from respondents. 

Respondents were first asked open questions to help them describe changes in how they experienced 

body comfort, expression about sexual matters, gender roles, bullying, self-confidence, and emerging 

sexual feelings.  Open questions in the six domains were purposefully designed to be broad and open-

ended to allow the respondents to speak freely about what they believed to be significant changes in 

those areas of their lives. Researchers were trained to use additional questions to probe further and 

establish what they perceived as drivers of these changes. 

Following a free-flowing discussion, the respondent was asked a multiple-choice ‘closed’ question so 

that they could indicate whether overall, they felt more positive, less positive, or the same about that 

domain. The closed questions in this QuIP study mostly framed change in terms of comfort level. For 
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example, “Overall, has your level of comfort when talking about sex, sexuality, puberty, body-related 

topics since starting junior high school … Increased, Decreased, Stayed the same?”  

The QuIP includes these closed questions in the interview guide, because it anticipates that in the 

open discussion, respondents will have described some changes they consider positive, and others 

they consider negative. It is not always obvious to the QuIP interviewer (or the QuIP analyst reading 

interview transcripts) how to weigh up these different elements of the respondent’s story. The 

purpose of the closed questions is to allow the respondent themselves to provide that ‘overall 

judgement’ and avoid incorrect assumptions/interpretations on the part of the QuIP interviewer or 

analyst.  

Closed question data also provides a useful snapshot of the direction of change experienced by 

respondents in each domain and serves to introduce the findings in this report. The open question 

data then serves to elaborate on the drivers of the changes, providing more in-depth narratives 

describing often complex pathways of the change. 

2.2.3 Listing and ranking question 

The final section of the QuIP questionnaire asked respondents to list and rank the top three things 

from SETARA (whether topics covered, or class methods used by the teacher) that had positively 

influenced them or their classmates. 

 

2.3 QuIP Sampling Strategy 

The sampling framework for this QuIP is shown in Table 2. A description of the sampling strategy 

follows beneath.  

Table 2. Sampling framework  

Site School  Boys Girls FGD 

Denpasar 
SMP 3 4 4 1x Boy & 1x Girl 

SMP 6 4 4 1x Boy & 1x Girl 

Bandar 

Lampung 

SMP 22 4 4 1x Boy & 1x Girl 

SMP 25 4 4 1x Boy & 1x Girl 

Semarang 
SMP 28 4 4 1x Boy & 1x Girl 

SMP 29 4 4 1x Boy & 1x Girl 

 24 24 12 

 

2.3.1  Purposive and random sampling  

The QuIP methodology uses a combination of purposive sampling followed by random sampling. This 

QuIP study followed the purposive sampling used in all E4A research (see Section 1.2 Evaluation 

Context for E4A research) and collected data in Bandar Lampung, Denpasar, and Semarang. Rutgers 

selected two schools implementing SETARA in each site, for a total of six schools.  
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Students selected for interview were officially mid-way through the second year of the two-year 

SETARA curriculum and were all in grade 8. Individuals were identified for participation in interviews 

and FGDs according to student availability on the days when interviews were scheduled to take place. 

The school administration had a degree of influence over which classes in grade 8 would participate 

in the study, and class teachers had a degree of input into which students were selected for interviews 

and FGDs.  

This selection was in a first instance contingent on having obtained informed consent from students’ 

parents ahead of time. Selection of students was therefore not entirely random, but neither was it 

purposive. 

2.3.2  In-depth interviews (IDIs) and focus group discussions (FGDs)   

At each school, four boys and four girls were interviewed individually. In addition, two FGDs were 

conducted per school, one with boys and one with girls. The main function of FGDs within the QuIP is 

to allow narratives to emerge that respondents may not feel comfortable sharing with the interviewer 

one-on-one, or that might be prompted through group discussion.  

Individual respondents and FGDs were assigned unique codes designed to capture the known 

characteristics of the interviewee in each case. For example, DIEF-2 denotes a female student in the 

junior high school SMP-6 in Denpasar. The codes were comprised of the following letters, linked to 

what was known about each interviewee. A random number was allocated at the end of each code to 

differentiate between respondents who shared the same characteristics. Table 3 provides the key to 

respondent and FGD codes.   

Table 3. Respondent and FGD code key  

Position in code  1st  2nd  3rd  4th  

Characteristic Site Individual or FGD School Sex 

Code Letters  D: Denpasar  

L: Bandar Lampung 

S: Semarang 

I: Individual  

G: Group (FGD) 

D: SMP 3 & E: SMP 6 

L: SMP 22 & M: SMP 25 

S: SMP 28 & T: SMP 29  

F: Female  

M: Male  

 

 

2.4 QuIP Data Collection  

The fieldwork for this QuIP was carried out between 8-18 December 2019 by the three E4A site 

research teams. They were supported and supervised by two research consultants from UGM, who in 

addition conducted other research alongside the QuIP as part of the Implementation track of E4A. The 

researchers received four days of QuIP training in Indonesia in November, provided by Marlies 

Morsink of Bath SDR and co-facilitated by Diana Pakasi, the E4A lead consultant.  

Given their knowledge of Rutgers and SETARA, the researchers could not conduct this QuIP study in 

the typically blindfolded fashion. Respondents, however, were blindfolded for almost the entire 

interview; only in the last section of the questionnaire were they asked about SETARA by name. In all 

the preceding sections of the questionnaire, the researchers were careful not to prompt respondents 

about the programme. This partial blindfolding meant that interviewers and interviewees were not 

limited to thinking about one intervention or programme activity, but rather considered a variety of 
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influences. It increased the likelihood that researchers would collect a broad range of information 

about changes in the beneficiary population and what influenced those changes. Furthermore, this 

partial blindfolding increased the potential to uncover unintended intervention outcomes and 

unexpected stories of change. In this way, the semi-blindfolded approach served to reduce pro-

programme and confirmation bias.  

During the interviews, researchers listened carefully for three aspects of students’ stories:  

1) How (i.e. in what respects, and in what direction) do students say their feelings have changed 

as regards the pubertal changes they are going through? Have they become more 

comfortable, or less comfortable, with the changes they are experiencing? 

2) What do students say brought about any changes (positive or negative) that they mentioned? 

How do they themselves make sense of why they feel differently about puberty/bullying/etc 

today than they did before junior high school? What reasons do they provide for the ways 

they feel or opinions they hold? What or who do they think influenced them to think or be the 

way they are today?  

3) By what means did this influence make its mark? What was the mechanism by which it 

produced change?  

After the interview the researcher wrote up the discussion, being sure to capture what respondents 

had said about how things had changed, what had influenced change, and by what means. QuIP 

transcripts are not verbatim transcripts of audio recordings of interviews. Instead, the field teams 

drafted detailed summary transcripts which they then entered into the QuIP Data Entry sheet for use 

by the analyst.  

All interviews were conducted in Indonesian (Bahasa Indonesia), using a professionally translated 

version of the original English QuIP questionnaire. The summary transcripts were written up in 

Indonesian by the researchers, and then professionally translated back into English for coding and 

analysis by the QuIP analyst.   

 

2.5 QuIP Analysis  

The QuIP analyst has three ‘jobs’: 1. identify causal factors in respondent narratives which capture 

what changed and what caused the changes across the sample; 2. attribute the causes of change to 

SETARA or other influences, based on respondent narratives and programme knowledge; and 3. group 

the causal factors into themes, according to the respondent narratives so the findings can be reflected 

in easy-to-grasp and effective narrative visualisations.  

2.5.1 Thematic coding  

The first job of the QuIP analyst is to read and digest all the interview transcripts, with the purpose of 

identifying factors that recur across respondent narratives regarding ‘how’ things have changed, 

‘what’ influenced those changes, and ‘by what means’. This is an art not a science, as the analyst must 

strike a balance between the individuality of one respondent’s story and the commonalities it shares 

with other respondents’ stories.  



 

Bath Social & Development Research Ltd 
www.bathsdr.org 

24 

The QuIP approach to analysing data relies on counting the various causal factors devised by the 

analyst, which are unique to a given study. The analyst carefully considers a given narrative and tags 

each relevant portion of text with a factor (e.g. ‘CSE education’ or ‘more knowledge’ in the example 

below), with up to four factors per narrative:  

 

 

 

 

 

This chain reflects a narrative in which the respondent said that CSE education had given them more 

knowledge about changes they were going through, which in turn led to them have more self-

confidence and feel able to set healthy boundaries in their relationships. Note that a narrative need 

not include four factors, but at a minimum must consist of two factors, denoting one ‘influence’ and 

one ‘change’.  

Note too that respondent narratives might overlap in part but not in their entirety, including some but 

not all of the same factors in the same order. Similar narratives often get coded differently depending 

on the quantity or type of information that is volunteered by the respondent. Two narratives that start 

similarly might have different ‘end-points’ as shown here:  

 

 

Where an ‘influence’ leads to a ‘change’, this does not always mean that the influence ‘caused’ the 

change. Rather, it sometimes means that the ‘influence’ was a necessary condition or prerequisite for 

the factor that follows it. Consider the following example of a narrative and how it would be coded: 

Narrative: “I feel comfortable talking to my close friends about puberty, and talking about it in SETARA 

class, but I would never talk about puberty to my parents.”  

This would be coded as:  
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Note that in this example, close friendships (or SETARA class) are a necessary condition for talking 

about puberty, but probably not sufficient conditions. This coding should not be read as “close 

friendships (or SETARA) cause more puberty talk”. It is more appropriately read as “if I did not have 

close friendships (or SETARA) I would not talk about puberty as much (or at all).” Close friendships 

(and SETARA) are in this case ‘necessary conditions’ for talking about puberty.  

QuIP coding at present is limited to capturing ‘affirmative’ statements. It cannot easily capture the 

portion of the above statement, “I would never talk about puberty to my parents.” Instead, when 

viewing causal maps, the reader needs to remain aware of what is not included so as to read the map 

comprehensively.  

For example, the following causal map ‘captures’ that this respondent does not talk about puberty 

with their parents, by virtue of the absence of parents from the diagram.  

 

 

 

 

 

 

× 

 

 

2.5.2 Attribution coding  

The second part of the QuIP analyst’s job is to relate the factors pertaining to what caused change and 

by what means to the programme being evaluated. For this the analyst needs to have a good 

understanding of programme interventions, so that they can ‘spot’ references to the intervention in 

the respondents’ narratives.  

The QuIP analyst then applies pre-defined attribution codes, according to whether and how the 

narratives relate to the programme. The QuIP differentiates four types of relationship: explicit, 

implicit, other and not attributed; and three value-judgements: positive, negative, and neutral. In this 

way 12 attribution codes are generated, as shown in Table 4. There is a 13th attribution code which is 

used to tag respondent comments that are of interest to the programme, though not directly related 

to the QuIP research questions.  
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Table 4. QuIP attribution framework   

Neutral 

change 

Positive 

change  

Negative 

change 

Explanation 

Explicit link      

to project 
E PE NE 

Change explicitly attributed to the project or to explicitly 

named project activities or project partners  

Implicit link      

to ToC 
I PI NI 

Change confirming (positive) or refuting (negative) the 

specific mechanism by which the project aimed to achieve 

impact, but with no explicit reference to the project or 

named project activities.  

Other 

attributed 
O PO NO 

Change attributed to other forces not connected to the 

project. 

Not 

attributed 
N PN NN 

Change not attributed to any specific cause. 

N/A 
X Responses that were felt to be of interest, but were not 

related to change. 

 

2.5.3 Frequency counts, data visualisation & respondent quotes  

Frequency counts 

When the whole dataset has been coded it is possible to run queries to establish how many times 

different factors have been used in different ways, as well as the relationships between factors. 

Figures in this QuIP report will use frequency counts based either on the number of respondents, or 

on the number of citations, as follows: 

Respondent Count: The number of respondents who mention a given causal factor in the 
interview. By definition, the maximum respondent count is the same as the sample size. For 
a given factor in a QuIP with 48 respondents, the maximum respondent count is 48.   

Citation Count: The number of times a causal factor is mentioned across the sample, with a 
maximum of one count per respondent per domain. By definition, if a QuIP questionnaire has 
six domains and 48 respondents, then the maximum citation count for a given factor is               
48 x 6 = 288.  

Some figures may present the two counts alongside each other, as they provide different information. 

The respondent count tells us how many people mentioned this factor in at least one domain. The 

citation count tells us whether they mentioned it in more than one domain which would indicate that 

the factor is important in more than one area of their life. If the citation count is much higher than the 

respondent count, that indicates it has been mentioned across multiple domains.  

 

Note on ‘respondent count’ in visualisations displaying attribution:  

Some graphs and charts present factor counts disaggregated by attribution, showing how many times 

a particular factor was coded as explicit, implicit or other. Total respondent counts in these 

visualisations may not always be comparable with total respondent counts that appear in other graphs 

or charts not including attribution. It is important to be clear about what these attribution charts are 

showing to understand any seeming disparities in respondent counts. 
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Consider the following scenario: one factor (e.g. 'more open about attraction') is assigned a different 

attribution code (explicit, implicit, other) depending on the context of the story. For example, one 

respondent might report that they are 'more open about attraction' due to their SETARA class 

(‘explicit’ attribution), whilst another respondent says that their openness is related to their close 

friendships (‘other’ attribution). This would result in one count for one respondent for ‘explicit’ 

attribution, and one count for one respondent for ‘other’ attribution.  

However, it is possible, and quite likely, that one respondent might mention both influences (the class 

and the friendships) in relation to their feeling ‘more open about attraction’. In this scenario, the 

attribution chart would present two counts for the same respondent: one count for 

the ‘explicit’ reference and one count for ‘other’ reference. Because one respondent might mention 

multiple attribution codes in relation to a given factor, the totals of the broken-down attribution code 

counts will not always equate to the total respondent count for the factor.  

Frequency counts and FGDs 

In all QuIP studies, the FGDs serve to validate the data collected through the individual interviews, and 

will highlight any narratives that have been ‘missed’ in the individual interviews. Any counts from FGDs 

are presented separately and are not part of any of the counts presented from individual interviews. 

Data visualisation  

The coding process enables the analyst to look for patterns and trends across the dataset, and to 

understand which stories of change are common across the sample, and which are specific to a 

particular group of respondents or to certain individuals. The QuIP, using powerful data analytics 

software, can produce relational maps which consolidate and summarize this analysis. The maps 

connect factors from respondent accounts and indicate the frequency with which each relationship 

was cited. The thickness of the arrows in the relational maps corresponds to the number of times 

(using citation count) that respondents linked that factor in the map to the factor before it.  

Some of these tables, figures and maps are included in this hard-copy report. Many more are available 

through the accompanying interactive reporting dashboard.  

Respondent quotes  

As respondent voice is central to the QuIP’s methodology and philosophy, quotations from the 

narrative accounts are presented throughout this report. All quotations used in this report reflect the 

wording used in the professionally translated transcripts submitted by the site research teams to the 

QuIP analyst.  

Respondent codes (e.g. DIEF-1) presented in the tables, figures, and quotations, allow the reader to 

connect the summary data displayed to the underlying qualitative data collected by the researchers. 

This can be done in real-time in the accompanying interactive dashboard. 

 

2.6 Validation 

The QuIP encourages stakeholder participation in and ownership of the process and results of the 

evaluation. In this study the site research teams actively engaged in validating the data collection 
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instruments and approach, and the programme implementing partners participated in a session to 

discuss the findings of the study. 

2.6.1  Data collection 

The QuIP researcher training in November 2020 provided site research teams the opportunity to hone 

the questionnaire and prepare for data collection, building on their experience interviewing 

adolescents as part of the Youth Voices Research, as well as a one-day pilot of the QuIP questionnaire 

with grade 8 students at a Denpasar school implementing SETARA. They grappled with different types 

of challenges, pertaining to the QuIP approach, the kind of change being explored through this study, 

and the logistics of interviewing.  

The training included practice in conversational interviewing, in particular the use of probing 

questions, as well as in writing up summary transcripts – both key aspects of the QuIP approach. These 

skills were fairly new to some members of the research teams, and having the time to discuss the 

meaning and manifestation of concepts like causation, and how to pick out a narrative thread from a 

wide-ranging conversation, proved highly valuable.  

The research questions at the heart of this study were particularly challenging, as they did not ask 

about concrete observable changes in teenagers’ lives. Rather, they sought to elicit reflections on 

changes in feelings and perceptions. This is more complicated for interviewers to ask about, and 

interviewees to understand, under the best of circumstances. Add to that the fact the respondents 

were in their early teens, and somewhat unaccustomed to practicing reflexivity; and that the 

researchers were just one year into their initial training and had only limited experience of qualitative 

interviewing. With some coaching and trial-and-error, the research teams made very helpful 

adaptations to the interview questions and the flow of the interview to reflect what they knew about 

the mind-sets of the young people they would be interviewing.  

The site researchers also took time during the training to think collaboratively about how to establish 

rapport with the respondents at the beginning of the interviews, how to introduce the interview so as 

to focus students on changes to their perceptions, and how to keep young teens engaged for a full 45 

minutes or more. The dates the interviews were conducted fell during the schools’ end-of-year sports 

competitions which added extra challenges as the schools were noisy and there were interruptions 

and distractions during the interviews, for both the researcher and the respondents. In some schools, 

it was difficult to get a room to conduct interviews. At one school (SMP 25 in Bandar Lampung), the 

research team was unexpectedly required to conduct interviews a day early, when they were visiting 

the school to make introductions.  

2.6.2  Findings  

A validation session to discuss the findings in this report was held via e-conferencing on 11 March 

2020 with stakeholders including representatives from Rutgers Netherlands and Indonesia, PKBI, 

UGM, and the site research teams. This session was also used to reflect on programme 

implementation, and to consider programme recommendations that could be made on the basis of 

the findings in this report. These will be presented in Section 6 ‘Validation of findings’.  
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3. Findings – introduction 

This section starts to address the evaluation questions as laid out in Section 1.3:  

1. Have there been any (positive or negative) changes in specific areas of respondents’ lives over 
the past year and a half? 

2. What do respondents perceive to be the drivers behind these changes? 

3. Are these changes in any way linked to SETARA, or incidental to it? 

A summary of findings relating to overall changes is presented first, in response to the first question. 

This takes the form of a summary of the responses to the closed questions.  

Next, all the factors devised by the analyst in coding the open narratives are presented. Some of these 

relate to the first question (the changes) and some to the second question (the drivers behind these 

changes). The factors (for example ‘more puberty talk’ or ‘puberty is normal’) are categorized into 

broad themes (for example ‘puberty’).  

Finally, whether the changes are in any way linked to SETARA, or incidental to it, is explored through 

the attribution made to SETARA or other influences by respondents.  

 

3.1 Closed questions 

At the end of each questionnaire domain, respondents were asked a closed question which allowed 

them to indicate the direction of change in that particular aspect of their lives since they had started 

junior high school 1.5 years ago. Collating these answers gives a ‘snapshot’ of the answer to the first 

research question, namely how (i.e. in what respects, and in what direction) did respondents say their 

feelings had changed as regards the pubertal changes they are going through? Do they describe 

becoming more comfortable, or less comfortable, with the changes they are experiencing? 

The six key domains in the questionnaire were:  

• B. Expression about sexual matters  

• C. Body comfort   

• D. Gender roles  

• E. Bullying 

• F. Self-confidence  

• F. Emerging sexual feelings  

Figure 3 shows the number of respondents reporting positive, negative, or no change across the 

different domains in response to the closed questions. The figure uses a shortened version of the 

closed question, which is shown alongside the full version of the question and the question ID in Table 

5 (below the figure).  
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Figure 3. Closed question summary 

 

Note to legend in Figure 3: Got better = Increased, More positive, More important; Got worse = Decreased, Less important, Less 
positive; No change = Stayed the same. See Table 5 for more detail. 

 
 
Table 5. Closed questions 

ID Closed Question - Shortened Closed Question - Full 

B2 Talking about puberty Overall, has your level of comfort when talking about sex, sexuality, 

puberty, body-related topics since starting Junior High School … 

Increased, Decreased, Stayed the same? 

C2 Experience of puberty  Overall, have your feelings about the alterations you are going through 

because of puberty / ‘growing up' become…More positive, Less 

positive, Stayed the same? 

D2 Importance of gender equality  Overall, since starting Junior High School, do you consider gender 

equality (i.e. equal treatment of girls and boys regardless of gender) … 

More important, Less important, Stayed the same 

E2 Safety from bullying Overall, has the degree to which you feel ‘safe’ from bullying when you 

are around your peers… Increased, Decreased, Stayed the same? 

F2 Self-confidence  Overall, has your self-confidence (i.e. how you see yourself and your 

abilities, and your willingness and ability to express yourself)… 

Increased, Decreased, Stayed the same?  

G2 Experience of romantic 

attraction  

Overall, has your level of comfort with experiences of romantic/sexual 

attraction… Increased, Decreased, Stayed the same? 
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According to this snapshot of change, most respondents (i.e. 24 or more, up to 46 out of a total of 48) 

felt that things had got better across all domains since starting junior high school. ‘Got better’ typically 

correlates to the answer ‘my level of comfort increased’, such that most respondents reported feeling 

more comfortable talking about puberty, with the changes they were experiencing as part of puberty, 

and with their feelings of romantic attraction. They also on the whole felt more safe from bullying, 

and had more self-confidence.  

In the case of gender equality, ‘got better/worse’ in Figure 3 reflects the closed answer ‘more/less 

important’. In this domain, only half the respondents stated that gender equality had become more 

important. However, from responses to the open questions in this domain, it becomes apparent that 

there was substantial confusion about the question, and hence the answers to the closed question 

should be treated with circumspection. Respondents were not in fact able to articulate whether they 

were now more or less aware of gender as a construct, or as a determinant of their own experience 

in society. Respondents mostly expressed opinions about whether they thought boys and girls should 

get the same punishments for bad behaviour, or whether men and women should be able to both 

clean the house and hold a paid job. There was little to no reflection on whether or how their 

awareness or opinions had changed. This may have been for any number of reasons: translation issues 

in the questionnaire or transcripts; because ‘gender’ is a difficult issue to grasp; messages adolescents 

absorb about gender are often conflicting; etc. As a result, what exactly ‘more important’ or ‘less 

important’ meant to each respondent when they answered the closed question remains inscrutable. 

It will not have been uniform from one respondent to another. Few conclusions can therefore be 

drawn from the responses to the closed question in this domain.  

Consideration of the negative responses to closed questions respondent by respondent reveals some 

interesting variations by research site. In Figure 4, Closed question overview, the top third of the chart 

shows the answers from Denpasar (all the respondent codes starting with D), the middle third from 

Bandar Lampung (codes starting with L), and the bottom third from Semarang (codes starting with S).  
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Figure 4. Closed question overview  

 

Positive change + or > Negative change - or < No change = 

 

Question ID B2   C2   D2   E2   F2   G2   

Shortened 
Question  

Talking about 
puberty 

Experience 
of puberty 

Importance of 
gender equality 

Safety from 
bullying 

Self-
confidence 

Experience of 
romantic attraction 

DIDF-1 = + > + + = 

DIDF-2 + + > + + + 

DIDF-3 - - > + + - 

DIDF-4 + + < + + + 

DIDM-1 + = > + + + 

DIDM-2 + + < + + + 

DIDM-3 + + < + + + 

DIDM-4 = = = = = = 

DIEF-1 + + > + + + 

DIEF-2 + + > + + + 

DIEF-3 + + > + + + 

DIEF-4 + + > + + + 

DIEM-1 + + = = + + 

DIEM-2 + + < + + + 

DIEM-3 + + < + + + 

DIEM-4 = + = + + + 

LILF-1 + + > + + - 

LILF-13 + + < + + + 

LILF-5 + + > + + + 

LILF-9 + - = = + + 

LILM-10 + + < + + = 

LILM-14 + + > + + + 

LILM-2 + + < + + = 

LILM-6 + + > + = = 

LIMF-11 + + < + + + 

LIMF-15 + + > = + = 

LIMF-3 + - > + + + 

LIMF-7 + - > + + + 

LIMM-12 + + < + + + 

LIMM-16 + + < = + - 

LIMM-4 + + < + + + 

LIMM-8  - + > + + + 

SISF-10 + + = = + = 

SISF-11 + + > + + + 

SISF-13 = + = + + + 

SISF-14 + + > = + - 

SISM-12 + = > + + - 

SISM-15 + + = = + - 

SISM-16 + + = - + + 

SISM-9 = = = + + + 

SITF-1 + = > + + + 

SITF-3 + + > + + + 

SITF-5 + + > + + = 
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SITF-7 + + = + + = 

SITM-2 + + > + + + 

SITM-4 + + > + + + 

SITM-6 + + = + + + 

SITM-8 + = = + + + 

 

The six negative changes reported in answer to the first two closed questions, namely talking about 

puberty and experience of puberty, were limited to Bandar Lampung (four negatives) and Denpasar 

(two negatives). In Semarang, all respondents reported comfort levels improving or staying the same. 

In Denpasar, there was just one respondent who reported negative change in these areas, and it was 

a student who clearly felt uncomfortable across all three domains relating to puberty and sexuality 

(i.e. they also reported negative change in the domain of emerging sexual feelings).  

Paradoxically, in answer to the closed question about the experience of romantic attraction, Semarang 

had the highest number of respondents reporting this had got worse (3 out of the 6 negative answers), 

followed by Bandar Lampung (2/6) and finally Denpasar (1/6). However, the closed question in this 

domain (namely emerging sexual feelings) covered quite divergent experiences as will be discussed 

later in the report. On the one hand, ‘comfort’ could relate to (internal) feelings of attraction to a 

classmate of the opposite sex, but equally it could relate to opinions about whether ‘dating’ was ok or 

not. Therefore, where the snapshot in this domain is negative, sometimes comparing the answers 

given by different respondents would be comparing apples and oranges.  

The answers to the closed questions provided respondents the opportunity to provide a conclusion or 

take-away to often quite neutral descriptive answers to the open questions. In some interviews the 

answers to the closed questions provided the only unambiguous indication of what the respondent 

perceived the direction of change to be.  

 

3.2 Causal factors and themes 

This section provides an overview of the causal factors that recurred in the open-ended discussions 

with respondents. The analyst identified two key types of factors in the narratives collected: one type 

reflected the respondents’ perceptions of, or reactions to, puberty-related changes; and the other 

reflected the influences they described that affected their behaviour.  

3.2.1 Factors relating to behaviour 

The QuIP analyst identified 34 key factors relating to behaviour (defined broadly to include 

perceptions, attitudes, and opinions). The QuIP can ‘disaggregate’ these factors by the respondent 

characteristics embedded in the respondent codes, namely 1. research site (Denpasar, Bandar 

Lampung, Semarang), 2. junior high school (SMP-3, SMP-6, etc.), and 3. respondent sex (male, female).  

Figures 5, 6 and 7 display the frequency counts of the 34 factors, disaggregated by each of these 

characteristics in turn.  
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Figure 5. Factors relating to perceptions/reactions, disaggregated by research site  

 

 

 

 

Denpasar Semarang  Bandar Lampung 
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Figure 6. Factors relating to perceptions/reactions, disaggregated by junior high school 
 
 
 
 
 

 

 
Figure 7. Factors relating to perceptions/reactions, disaggregated by respondent sex 
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3.2.2 Thematic grouping of behaviour factors 

For purposes of analysis, it is helpful to group these factors into themes. To this end, the analyst 

identified five overarching themes: 

1. Puberty  

2. Attraction & Dating  

3. Bullying  

4. Gender  

5. Self-confidence  

Table 6 shows how the 34 factors were grouped by theme. The numbers in brackets after each factor 

indicates the respondent count for that factor (out of a maximum of 48). Factors in the left hand 

column are broadly positive; factors in the right hand column less so. 

 

Table 6. Overview of 34 factors grouped into 5 themes  

Puberty theme: 8 factors  

- More comfortable with physical self (45) 
- Education about puberty (42) 
- More puberty talk (34) 
- Puberty talk is not taboo (21) 

- “Puberty is normal" (21) 
- More emotional control (12) 

 

- Less comfortable with physical self (21) 
 
 

- Puberty talk is taboo (disgusting/offensive) (13) 
 

Attraction & Dating: 12 factors 

- More open about attraction (22) 
- Healthy dating respects boundaries (21) 
- More comfortable with dating (16) 
- “Attraction is normal” (15) 
- More open about porn & wet dreams (14) 
- More comfortable with attraction (11) 

 

- All dating is taboo (forbidden/punished) (19) 
- JHS is too young for dating (23) 
- Feel afraid of dating (19) 
- Feel guilty about attraction (8) 
- Hide dating (6) 
- Less open about attraction (6) 

Bullying theme: 8 factors 

- More courageous towards bullies (29) 
- Education about bullying (21) 
- Reduction in bullying/teasing (temporarily) (12) 
- More empathy (with victims of bullying) (10) 
- Bullies are punished by BK Teacher (7) 

 
- Resigned to bullying ('let it go') (22) 
- Fearful of bullying at school (5) 
- Do not report bullying (6) 

Gender theme: 3 factors 

- Belief in gender equality (39) 
- Know about gender (14) 

 

- Reinforce gender inequality (21) 

 

Self-confidence theme: 3 factors 

- More confident (45) 
- Encouraged to be brave (14) 

 
- Less confident (12)  

 

 

Figure 8 shows all five themes ranked in order of overall citation counts, which gives an idea of the 

‘quantity’ of narrative data in each theme. The largest number of narratives related to puberty, and 

the smallest number to gender.  
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Figure 8. Overview of 5 themes by citation count 

 

 

 

Within each theme, there are factors that describe behaviours (including perceptions, attitudes and 

opinions) that are desirable from the perspective of the programme, but also ones that are less 

desirable from the programme’s perspective. For example, in the puberty theme, respondents talked 

about being both more and less comfortable with their physical selves; in the self-confidence theme, 

there were reports of feeling more confident but also less confident; in the bullying theme some 

respondents felt more courageous in the face of bullying but others were too afraid even to report 

bullying to the teacher. There are some outcomes that were in line with the SETARA ToC, and some 

that were not.  

Encouragingly, in the puberty theme, the highest number of respondents across all research sites 

reported feeling more comfortable with physical self (45/48), followed by being more knowledgeable 

thanks to education about puberty (42/48), and they also reported engaging in more puberty talk 

(34/48). All these outcomes are ones that SETARA aims for. Figure 9 shows the respondent counts for 

the eight factors in the puberty theme, further disaggregated by research site.  
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Figure 9. Puberty factors, disaggregated by research site 

 

 

 

 

The picture in the attraction and dating theme is a little more mixed.  The factor mentioned by the 

most respondents overall was that JHS is too young for dating (23/48), and another 19 respondents 

said that all dating is taboo. Neither of these factors align directly with the SETARA curriculum. 

However, the second and third ranked factors, which related to respondents feeling more open about 

attraction (22/48) and being aware that healthy dating respects boundaries (21/48), are congruent 

with SETARA goals. The factors in the attraction and dating theme are shown in Figure 10.  

 

 

 

 

 

 

 

Denpasar Semarang  Bandar Lampung 
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Figure 10. Attraction and dating factors, disaggregated by research site 
 

 

 

When discussing self-confidence and experiences of bullying, many respondents felt more confident 

and in particular more courageous towards bullies; however, many also expressed being resigned to 

bullying (i.e. the only thing to do was ignore it and keep your head down). Within the gender theme, 

the highest number of respondents indicated they held a belief in gender equality, but this was in the 

face of many influences which reinforced gender inequality. See Appendix 3 for all bar charts with 

factor counts organised by theme.  

 

3.2.3 Factors relating to influences  

The QuIP analyst identified a further 19 key factors relating to what respondents said had influenced 

their behaviour, regarding how they felt and talked about topics relating to puberty.  Figure 11 

provides an overview of these factors, further disaggregated by research site. 

 

 

Denpasar Semarang  Bandar Lampung 
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Figure 11. Factors relating to influences, disaggregated by research site  

 

 

 

SETARA (i.e. the class, teacher or book) was the influence cited by most respondents overall, though 

it was tied for first place in Bandar Lampung and Semarang by the influence of parents / family 

attitudes. Friends ranked a close third across all three sites.  

What Figure 11 highlights is just how many other influences junior high school students are subject to 

aside from SETARA, a number of which are far more fundamental to their lives than a class they receive 

once or twice a week at school. Teens exist in an environment of multiple and sometimes conflicting 

messages and pressures. The main influences respondents cited in relation to how they felt about 

themselves going through puberty, aside from SETARA, were, in order: their families in general and 

parents in particular; close friendships with classmates; and other (i.e. non-SETARA) teachers. The 

internet and television were also mentioned as ‘go to’ sources of information and emotional support, 

including information about puberty and sexuality. To a lesser extent, respondents cited performance-

related recognition as having an important influence on how they felt about themselves, including: 

excelling academically (getting good grades at school), excelling at extracurricular activities (joining 

clubs, participating in and winning competitions, being elected to leadership positions), and making a 

good impression (or not) in terms of physical appearance (feeling overweight was a source of concern, 

as was having acne). Changes in appearance were mostly linked to heightened and negative self-

Denpasar Semarang  Bandar Lampung 
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consciousness which contributed reduced self-confidence. Age was mentioned as an influence in the 

sense of ‘being more mature now’ or ‘getting older’ or ‘having experienced puberty’, and bullying was 

also mentioned as a reason for feeling less safe at school.   

The two factors, pedagogy and fear of retaliation, were always preceded by one of the other factors 

on the list, and as such might be considered mechanisms of influence, i.e. describing how a given 

factors made a difference. Pedagogy was linked to SETARA or teachers (“all”); and fear of retaliation 

was linked to peers or teachers.  

Five of the six factors at the bottom of the chart are in fact each an organisation mentioned by 

respondents:  KSPAN, PKBI, Kisara, PMR and UNUD. These were only mentioned by respondents in 

Denpasar, except for PKBI, which was only mentioned by Bandar Lampung and Semarang 

respondents. All these organisations have missions which align with the SETARA ethos.  

The key take-away from this section is that SETARA does not exist in a vacuum; as already stated, it 

exists in an environment of multiple and sometimes conflicting messages and pressures.4  

 

3.3 Attribution 

All the coded narratives (i.e. combinations of influence-related and behaviour-related factors) were 

given an attribution code, in accordance with the QuIP attribution framework (see Section 2.6.2). This 

section describes what these attribution codes mean in the context of this study.  

 

3.3.1 Type: explicit / implicit / other  

The explicit attribution code was assigned when the respondent mentioned SETARA or the class in 

which it was taught or the teacher who taught that class. The implicit code was used any time another 

organisation was mentioned which had a similar ethos to SETARA or was connected with SETARA (e.g. 

PKBI, KSPAN, Kisara Youth Clinic). The other code was used for all other influences mentioned by 

respondents (e.g. parents, friends, the internet, etc.). Comments not relating to changes in students’ 

perceptions, but that might be of interest to the SETARA programme team, were given an of interest 

code to facilitate further analysis.  

Table 7 provides an overview of these codes as used this report, and their significance in the context 

of the SETARA programme.   

  

 

4 Further analysis of these other influences could shed light on where teens turn for information, especially about topics 

they consider sensitive or potentially taboo. From a programme perspective, this could offer insight into the extent of 

exposure (in terms of both hours/week and intensity) of teens to messages that potentially conflict with SETARA messages. 

This analysis can be carried out independently by the SETARA programme team using the interactive QuIP dashboard.  
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Table 7. Attribution codes as used in SETARA QuIP  

Explicit (E) SETARA is mentioned in the narrative 

Implicit (I) Another organisation is mentioned in the narrative  

Other (O) All other influences, e.g. parents, friends, etc.  

Of interest (X) Comments not related to QuIP research questions, but of potential interest for 

the SETARA programme team  

 

Attribution was considered explicit when respondents referred to SETARA by name, to the class in 

which the SETARA curriculum was taught, or to the teacher of that class. All the classes that were 

bundled into the single SETARA coding tag and assigned an ‘explicit’ attribution code, are listed by 

school in Table 8.  

Table 8. Named SETARA classes, by school* 

Denpasar Bandar Lampung Semarang 

SMP 3 SMP 6 SMP 22 SMP 25 SMP 28 SMP 29 

BK class BK class Kespro class BK class BK class BK class 

PKN class PKN class  PKN class PKN class   

Religion class  Religion class Religion class   

Science class  Science class Science class  Science class 

Indonesian class   Indonesian class  English class  

Budi Pekerti class Social science class PKBI, BK class    Sports class 

*Abbreviations: BK = Bina Konseling (Guidance Counselling); PKN = Pendidikan Kewarganegaraan (Citizenship Education); 

Budi Pekerti = Manners and Courtesy; Kespro = Kesehatan Reproduksi (Reproductive Health); PKBI = Perkumpulan Keluarga 

Berencana Indonesia (Indonesian Family Planning Association); PJOK = Pendidkan Jasmani Olahraga dan Kesehatan (Sports, 

Physical Education, and Health) 

 

An implicit attribution code was used when respondents referred to organisations which were 

considered to have objectives that are congruent with SETARA’s or have a theory of change that is 

similar. The organisations respondents mentioned are listed in Table 9, by research site.  

Table 9. Named organisations by research site*  

Denpasar Bandar Lampung Semarang 

SMP 3 SMP 6 SMP 22 SMP 25 SMP 28 SMP 29 

Kisara  

KSPAN 

PMR 

UNUD (University of 
Udayana)  

KSPAN  PKBI   PE (Peer Educator) 

 

*Abbreviations: Kisara = Kita Sayang Remaja (We Love Teens) Youth Clinic; KSPAN = AIDS & Drug Awareness Student Group; 

PMR = Youth Red Cross. 

The 19 factors mentioned by respondents that relate to influences (see Section 3.2.3) can be viewed 

by type of attribution: explicit, implicit or other, as shown in Figure 12.  
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Figure 12. Attribution of factors relating to influences 

 

 

 

 

 

The sea of blue in the bar chart above (the colour of other attribution) reinforces the message from 

Section 3.2.2, that SETARA exists in an environment where there are a great many other forces and 

influences on adolescents’ lives. Some of these influences may reinforce the SETARA messages, but 

others may contradict them.  

What the figure also makes clear, however, is the prominent role that SETARA plays in the lives of 

respondents when it comes to puberty and coping as an adolescent: more respondents made explicit 

attribution to SETARA (47/48) than any other single influence.  

Respondents were also influenced by a number of organisations with a similar ethos to SETARA, as 

indicated by the light green bars towards the bottom of the figure (implicit attribution). Students 

attributed change to PKBI, its youth programme Kisara, and two government programmes (KSPAN and 

PMR). Rutgers already collaborates with these organisations through its Get Up Speak Out (GUSO) 

SRHR programme, which approaches government health centres (puskesmas) and offers to link 
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Other 
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SETARA with their services so as to make them more accessible to students in junior high school. This 

effort seems to be working to good effect.   

The 34 factors mentioned by respondents that relate to behaviours (see Section 3.2.2) can equally be 

viewed by type of attribution: explicit, implicit or other, as shown in Figure 13.  

Figure 13. Attribution of factors relating to behaviours 
 

 

3.3.2 Value-judgement: positive / neutral / negative   

Most of the attribution in this study was coded as neutral. The majority of the factors in this study 

were accorded other attribution which was neither positive nor negative.  

Only when SETARA or another organisation produced outcomes in line with the objectives of the 

SETARA ToC, were narratives given a positive attribution code: either positive explicit or positive 

implicit.  

In cases where SETARA was cited as having an influence not aligned with its ToC (for example, a 

respondent saying they felt afraid of dating because of something the SETARA teacher had said), the 

narrative was coded as neutral explicit. A ‘neutral’ rather than ‘negative’ code was used because the 

outcomes can be attributed to a lack of effect of SETARA and SETARA teacher training; it was not the 

case that SETARA or SETARA teacher training caused the outcomes. The neutral explicit code indicates 

that the SETARA intervention was not always successful in shifting teachers’ pedagogy away from a 

‘morality and danger’ approach to one delivering positive messages. 
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The assignment of positive and neutral attribution is summarized in Table 10.  

Table 10. Attribution value-judgements as used in SETARA QuIP  

Positive Explicit (PE) SETARA is mentioned in narratives reflecting the ToC  

Positive Implicit (PI) An organisation is mentioned in narratives reflecting the SETARA ToC  

Neutral Explicit (E) SETARA is mentioned in non-ToC-related narratives  

 

Explicit mention of SETARA was largely positive, as shown in Figure 14 below. Out of 48 respondents, 

47 attributed positive change to SETARA (colour-coded in green), while just 17 mentioned SETARA in 

a neutral context (colour-coded in grey) 

Figure 14. Value-judgement attribution of influence factors related to SETARA  

 

The theme with the most neutral attribution to SETARA was attraction and dating, where there were 

21 mentions of SETARA in a non-ToC aligned context. At the same time, there were 42 positive 

mentions of SETARA in this theme. Other themes only had between one and three neutral mentions 

of SETARA. These findings are shown in Figure 15.  
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Figure 15. Value-judgement attribution related to SETARA, by theme 

 

 

Some examples of narratives coded with neutral explicit attribution are:  

“I am reluctant to tell BK teacher about bullying. I normally refrain from telling my BK teacher 

because the teacher might downplay it and say, ‘I can’t believe you cried over such a minor thing.’ 

My BK teacher usually does that.” (Denpasar, Male) 

“Teachers do not allow us to date. If we get caught by the BK teacher, we will get called and told to 

break up, in front of the BK teacher. BK teacher prohibits dating. In reality, there are many students 

at school who are dating. But when they chat, they keep the chat to a minimum so teachers would 

not suspect anything.” (Bandar Lampung, Female). 

“From 7th grade to 8th grade my level of comfort was reduced. Now I am even more afraid of the risk 

of pregnancy. It was explained by our counselling teacher.” (Semarang, Male)  

 

3.4 Note on listing and ranking of SETARA influences   

As described in Section 2.2.3 under Methodology, the final question in the QuIP questionnaire asked 

respondents to list and rank the top three things from SETARA (whether topics covered, or class 

methods used by the teacher) that had positively influenced them or their classmates.  

Unfortunately, the data collected in response to this question was of poor quality and not suitable for 

analysis. The main flaw was that respondents mentioned influences which were verifiably not part of 

SETARA; in some cases, these influences had been explicitly attributed to other influences earlier in 

the interview. Of the responses that could plausibly describe SETARA content, few to none contained 
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any detail or examples from the SETARA curriculum or pedagogy that offered insight into why the 

respondent considered them influential.  

 

4. Findings – by theme 

Section 4 analyses respondent narratives – made up of the 19 influence factors and 34 behaviour 

factors described in Section 3 – in more detail.  

The analysis employs two forms of visualisation for two different purposes:  

1. Bar charts disaggregated by attribution: facilitate visualisation of the context for SETARA (i.e. its 

presence relative to other influences)  

2. Relational maps focusing on SETARA: show the influence that SETARA has had.  

The bar charts use respondent counts and the relational maps use citation counts.  

A discussion of the visualizations is followed by illustrative quotations from the individual interviews, 

and a final section highlights findings from the focus group discussions.  

Each narrative theme will be analysed in turn, but to introduce this section of the report, the themes 

will be considered overall through a bar chart and a relational map showing all the themes at once.  

Figure 15 is a bar chart showing the total number of attributed factors organised by theme. The 

breakdown of attribution by explicit (i.e. attributed to SETARA), implicit (i.e. attributed to KSPAN, PKBI, 

etc), and other (i.e. attributed to any other influence) is indicated by the following colour-coding: 

 

 

 

Explicit 

Attribution 

Other 

Attribution 

Implicit 

Attribution 
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Figure 16. Attribution of factors by theme 

 

 

In almost every theme, the ‘other’ attributed influences dominate (i.e. the light blue bar is longest). 

This is not surprising, given the sheer number of other influences identified (see Section 3.2.2 for more 

detail). However, in the puberty theme, SETARA (indicated by the dark green bar) is cited the greatest 

number of times (135). More narratives mention SETARA than all the ‘other’ attributed influences 

(125), when it came to discussions of puberty.  

SETARA has a good presence in the remaining themes, being mentioned up to half as often as the 

‘other’ narratives combined. Proportionally, SETARA is mentioned a lot in the bullying theme: more 

than half as many times as the combined ‘other’ narratives (42 ‘explicit’ as against 78 ‘other’ 

narratives). This was also the case in the gender theme, where it was mentioned just under half as 

many times as the combined ‘other’ narratives (25 ‘explicit’ vs 55 ‘other’ narratives). In absolute 

terms, SETARA was mentioned a lot in regard to attraction and dating but far more narratives 

referenced other influences (there were 62 ‘explicit’ narratives as against 138 ‘other’ narratives). 

SETARA made the least impact, in both proportional and absolute terms, in the self-confidence theme 

(13 ‘explicit’ vs 68 ‘other’ narratives).  

Another way of visualising this data is by using relational maps, which show how different factors 

inter-connect. The QuIP can extract a relational map for the whole dataset (i.e. including all the 

influence-related and behaviour-related factors), but to be able to read such a map would require a 

very big canvas. In this report, sub-sections of the total map will be reproduced and discussed. 

All the factors connected with SETARA are depicted in the map shown in Figure 16. Arrows point from 

SETARA (circled in red) to other factors, and the thickness of the arrows corresponds to the number 

of times respondents reported that connection. Narrative themes are outlined in different colours. 
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Clockwise from the top left, the themes are: bullying, puberty, self-confidence, gender, attraction and 

dating.  

Figure 17. Relational map: SETARA as influence 

 

In the relational maps that follow, the focus will be on SETARA alone. This is to say that SETARA’s 

influence will be analysed largely ‘out of context’, i.e. not alongside the other influences in the theme. 

This is done so as to focus the discussion and avoid information overload. The reader should bear in 

mind, however, that the ‘complete’ relational map for a given theme generally includes other 

influences aside from SETARA. This is illustrated with reference to the gender theme, below.  

In narratives relating to gender, the following influences aside from SETARA were mentioned by 

respondents: teachers (all), friendship/peers, internet/TV, pubertal stage (age), parents/family; in 

some case, the influence was not specified. Figure 17 shows the full relational map of factors in the 

gender theme.  
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Figure 18. Map of factors in gender theme 

  

 

In this map, the influences are shown on the left-hand side: here SETARA (circled in green) exists 

alongside the other-attributed influences (boxed in blue) already mentioned. All these influences have 

had some degree of impact on respondents’ behaviours and/or opinions, depicted by the factors belief 

in gender equality and reinforce gender inequality on the right-hand side of the map. In some cases, 

the same influence (e.g. parents/family) may have led one respondent to believe more passionately 

in gender equality, but for another respondent served to reinforce norms underpinning gender 

inequality. This is demonstrated by arrows emanating from a single source (e.g. parents/family) to 

both outcomes (belief in gender equality and reinforcement of gender inequality). The frequency with 

which the connections were mentioned is indicated by the thickness of the arrow linking one factor 

to the next.  

The analyses that follow uncover the narratives that lie beneath the summary numbers in Figure 11, 

using relational maps that focus on SETARA (as is the case in Figure 12) as a guide. Each narrative 

theme is considered in turn. For a given theme, first SETARA is considered in context (i.e. alongside 

other influences), and then the narratives mentioning SETARA are examined more closely. Indicative 

quotes from narratives in the theme close the section.  

4.1 Puberty  

In these narratives, respondents described how they felt when they talked about puberty, and their 

feelings about the pubertal changes they were undergoing. They discussed what they were 

comfortable talking about, and what not; who they talked to, or did not talk to; when they felt it was 
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ok to talk about puberty, and when not. Students also indicated that in some instances how they felt 

about the pubertal changes they were going through, had changed because of external influences.  

The factors that recurred in these narratives are shown in Figure 19 (with attribution to SETARA shown 

in dark green), and the way they connect is displayed in the map in Figure 20.  

Figure 19. Factors in the puberty theme, by attribution 
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Figure 20. Map of puberty theme (focus on SETARA)  

 

 

In Figure 20, SETARA is shown on the left, and the ‘direction of influence’ is from left to right. ‘Final’ 

outcomes are to the far right (circled in red), and ‘intermediate’ outcomes (stepping stones, as it were) 

somewhere in the middle.  

The most noteworthy narrative is that SETARA led students to feel more comfortable with physical 

self. In a minority of cases, SETARA accomplished this ‘directly’, but more often it achieved this 

through education about puberty, more puberty talk, and pedagogy, which variously promoted the 

feeling in students that puberty talk is not taboo, and puberty is normal.  

This evidence from the QuIP is all in-line with the SETARA theory of change (ToC). ‘Normalisation’ is a 

big part of the ToC, and students indicated in a variety of ways that feeling that puberty is normal 

contributed greatly to their ‘feeling comfortable’ with themselves. At the beginning of puberty, when 

their bodies and emotions started to change, many students reported feeling afraid and worried. Girls 

were surprised and shocked by menstruating for the first time, boys by their first wet dream. Both 

girls and boys were worried when pimples appeared on their faces. Boys were made self-conscious by 

voices deepening, girls by breasts developing, and both by hair growing in unexpected places. Their 

first reaction was that something was ‘wrong’; some students even thought they had caught a disease.  

SETARA aims to reduce the anxiety and insecurity of puberty, and empower adolescents through 

knowledge and normalisation. It is important that the SETARA curriculum provides information about 

puberty to explain to adolescents what is happening to them. However, it is possibly even more 

important that students hear SETARA teachers talk about puberty openly in the classroom: this sends 
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a strong message to the students that what they are experiencing is not shameful or anything they 

need to be embarrassed about or keep hidden.  

 

It confirms the SETARA ToC and that SETARA is ‘working’ in practice, when students repeatedly report 

the importance of these pathways to improved states-of-mind (e.g. feeling more comfortable with 

their bodies). Some students even said that SETARA was the only place they learned about puberty, 

as it was never discussed in their homes or elsewhere in their lives. This emphasises how indispensable 

SETARA is for at least a portion of the student population that would otherwise not receive any 

information or reassurance about pubertal changes.    

What Figure 20 does not show is that students also reported other influences which had a positive 

influence on their perceptions of puberty. Some parents did talk about puberty at home – mostly only 

in time to reassure their teen that menstruation/wet dreams/pimples were ‘normal’, but on a rare 

occasion in advance of these changes happening (from as early on as elementary school). Friends 

(peers) were another important source of information and support for almost all respondents. A 

number of students also reported turning to the internet to find explanations for what was happening 

to them.  

Some students indicated that these other influences on their perceptions of puberty played a bigger 

role in their lives than SETARA class. This is not a surprise, nor does it in any way undermine the value 

of SETARA.  

However, in some cases the messages delivered by SETARA were undermined by the messages 

respondents received from other teachers, their parents or their friends. This demonstrates that 

SETARA is facing an ‘uphill battle’ when it comes to influencing teens. SETARA (the programme) needs 

to consider that the teens it is reaching out to, are being bombarded by conflicting messages. For 

example, SETARA is trying to debunk ‘myths’ around puberty, often successfully, that are being 

reinforced by trusted people in the teen’s life.  What is an adolescent girl to think when both her 

mother and grandmother insist she must not shampoo her hair when she is menstruating?  

Another factor that was mentioned, albeit not often in relation to SETARA, was having more emotional 

control. In comments about education about puberty received from SETARA, students said they now 

understood that being more emotional was part of puberty and it was normal for teens to be more 

emotional. However, the only ‘strategy’ respondents reported for handling emotions was to stay calm 

and to control (repress) the emotion. They did not report having a greater understanding of how to 

handle volatile emotions in the context of relationships. 
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Box 3. Quotations from individual respondent narratives in the puberty theme  

“I am more accepting of changes to my body because I already know and understand about 

changes in the body from biology lessons. I have no reason to have doubts or feel 

uncomfortable about the changes in my body.” [M13D]* 

“In Middle School I found out puberty was not a physical disorder. We have BK lessons which 

provide information about sexuality and reproductive health. The lessons are beneficial 

because they provide knowledge.” [F13D] 

“In SETARA lessons there was a discussion that made me know more about the myths of 

menstruation. SETARA lesson makes me know what is right and what is not (myths and 

facts).” [F13D] 

“In SETARA lesson, we discussed puberty in groups. I do not feel embarrassed talking about it 

because it is for knowledge.” [F13D] 

“Science lesson in school discusses reproductive organs, as well as BK teacher and Kisara, so it 

is no longer taboo.” [F14D] 

“In grade 7 it was taboo talking about sexuality, now it is normal because of SETARA and 

because I am active in KSPAN” [F13D] 

“When I first heard about reproductive organs, I thought it was funny, me and my friends all 

laughed, like when mentioning penis. But now we don’t. Now it is just normal. It was 

explained in SETARA lesson so we are no longer embarrassed to talk about reproductive 

organs, puberty, menstruation.” [F13D] 

“Before I didn’t feel comfortable because I didn’t understand much about it. Now I am more 

comfortable talking about it because it is discussed in BK class.” [M13D] 

 “In grade 8 we have Kespro which uses the book of SETARA. It talks about teenage puberty 

and development. Now I am comfortable with the changes in my body since the book has 

talked about it.” [M13L] 

“Now I joke around with friends about a story of wet dream. I used to consider it taboo but 

not anymore because I have often heard it in SETARA lessons.” [M13L] 

“When I got my first period, I was surprised and talked about it to my mom. BK teacher also 

talked about menstruation. Now I am more comfortable because it has been explained by my 

mom and BK teacher.” [F13L] 

”I’ve been taught by the BK teacher so I’m not shy anymore to talk about puberty… In grade 7 

it felt really taboo, but now the taboo feeling is less intense… This year in Peer Educator I was 

tasked to draw my own genitalia and I was embarrassed, but this feeling was not as intense as 

during grade 7.” [M13S] 

“At first, it felt taboo and uncomfortable when I  discussed the topic of sexuality.  I did not like 

to talk about it. In the past, it was like ‘It doesn't seem right.’ But during counselling lessons, 

we are taught materials about sexuality. That is why now I am starting to adjust, ‘Oh it turns 

out this kind of material is for adolescents.’  It is now okay for me to discuss about it as such 

topic has already been taught in the counselling lesson, so I feel OK.” [F13S] 
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“The thing that makes me feel puberty and sexuality is not taboo anymore is because school 

teaches about this subject. The one who changes me the most is the BK teacher, because the 

BK teacher told me that it is not a taboo thing, so I don't think negatively anymore.” [M13S] 

“The counselling teacher gave a lesson about maintaining genital hygiene and an explanation 

of growing hair too. After getting that information, I came to know how to take care of my 

genitals and I began to feel somewhat comfortable with my body.” [M13S] 

* Respondents are identified by sex (male or female), age, and research site (Denpasar, Bandar Lampung, Semarang), e.g. 

M13L = male, 13 years old, (Bandar) Lampung 

In the FGDs, narratives relating to puberty were in-line with what individual respondents reported, 

including positive attribution to SETARA for providing information about puberty across all sites and 

by both girls and boys, for example:  

“There are sessions at school where we answer our curiosity on those subjects, such as SETARA 

sessions. There we learn about body parts, what puberty is. BK teacher explains them. Lessons are 

delivered through role play, discussion, group work, and telling story. SETARA sessions answer our 

questions on puberty and how to care for our body.” (Male FGD Denpasar) 

“Kespro lessons at school inform me more about changes in my body and ways to face puberty. Kespro 

has provided me lessons on how to handle body changes. Kespro is presented through study groups 

and answering questions on human reproduction and emotion control. Teacher also teaches us 

SETARA Kespro lessons. SETARA is a book containing materials on reproductive health. The book 

provides information on puberty, emotion control, reproductive organs, and their functions. We 

understand the functions of reproductive organs and their names.” (Male FGD Bandar Lampung )  

The girls at SMP-29 in Semarang described a particularly effective prop used by one SETARA teacher, 

namely the ‘reproductive organ apron’:  

“I used to feel taboo when discussing about sexuality. When the reproductive organ apron was shown 

to us, all students felt ashamed and were laughing, no one dared to come to the front of the class to 

wear such apron. Then the teacher appointed the class leader to come forward and the others laughed 

when the class leader wore it. After that lesson, I felt I was no longer ashamed when the apron was 

shown. I now know the function and layout of reproductive organs, besides that I also know how the 

menstrual and pregnancy processes occur.” (Female FGD Semarang)  

What came out more strongly in the FGDs than in the individual interviews was that boys felt more 

embarrassed than girls when talking about puberty. Boys more often said that what was happening 

to their bodies was ‘personal’ so it felt ‘strange’ to share it in public. Boys also reported more 

comparison of bodies and experiences among male friends, which was often accompanied by 

teasing. Girls instead reported sharing stories with female friends in order to support and comfort 

each other.  
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4.2 Attraction & dating 

In these narratives, students described their reactions to having a crush on another boy or girl (usually 

someone in the same junior high school) and their opinions about dating. While many students said 

they had (or had had) a crush, only one boy admitted in the interview that he and a girl were ‘dating’ 

(albeit not ‘openly’).  

The factors that recurred in these narratives are shown in Figure 21, and the way they connect is 

displayed in the map in Figure 22. 

 

Figure 21. Factors in the attraction & dating theme, by attribution 
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Figure 22. Map of attraction and dating theme (focus on SETARA)  

 

 

In Figure 22, SETARA is shown on the left, and the ‘direction of influence’ is from left to right. Positive 

outcomes (i.e. in line with the SETARA ToC) are circled in red, and a dotted purple line highlights 

unintended consequences. ‘Intermediate’ outcomes (connecting SETARA to these intended and 

unintended consequences) are in the middle of the map.   

Many respondents felt SETARA classes gave them education about puberty, so they were more 

knowledgeable, but very few related this knowledge to their comfort level with feelings of a romantic 

or sexual nature.  

Instead, SETARA was connected to two very different messages around dating, by different 

respondents. Some students mentioned SETARA in the context of now knowing that healthy dating 

respects boundaries. Students who reported having learnt that it is possible for dating to be ‘healthy’ 

or who were more open about attraction, were in turn both more comfortable with attraction and 

more comfortable with dating. 

However, about two-thirds as many respondents mentioned SETARA reinforcing the message that all 

dating is taboo (forbidden/punished) or that JHS is too young for dating. The students who said that 

it was bad or sinful to date, either categorically or because they were too young to do so, often said 

they feel afraid of dating because dating has ‘bad consequences’. Even more fundamentally, the taboo 
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imposed on any external expression of attraction led some students to feel guilty about attraction 

(even unexpressed). Some respondents observed that they had classmates who were dating even 

though it was forbidden; students who wanted to date still did so but were careful to hide dating from 

teachers so they would not get punished.  

What was obvious from the transcripts but cannot be captured in a relational map like Figure 21 is 

that respondents did not have the ability to express nuanced views about the myriad ways attraction 

or desire can be expressed. Instead, students used the term ‘dating’ as a synonym for everything 

defined as taboo by authority figures. ‘Dating’ included holding hands, kissing, petting, and getting 

pregnant – without any differentiation made between these behaviours, as though they were all equal 

rather than existing on a spectrum of intimacy. Respondents did not say, for example, that they had 

been told it was ok to hold hands, but not to kiss; or to kiss, but not to do any petting. The factual 

description ‘sexual intercourse’ was always described instead as ‘getting pregnant’ – which indicates 

how closely linked the two are in students minds.  

Even students who reported feeling more comfortable with dating still were not able to describe what 

dating actually meant to them. When students said healthy dating respects boundaries, the 

‘boundary’ they referred to was the boundary between the skin of one person and another. What 

these students meant by ‘healthy dating’ was being physically in the same room as their girl- or boy-

friend, though with no touching going on. Several students who talked about dating having ‘pros’ (and 

not just ‘cons’) said this was something they had learned on their own, not something they had been 

taught. One of the advantages of dating mentioned by several students is that the girl/boy-friends 

help each other study more or better.  

The fact that respondents referred to other students kissing in dark corners behind the teacher’s back 

means that some students are transgressing these boundaries of ‘healthy dating’. That none of the 

respondents admitted to doing this themselves may reflect the truth, or might merely reflect a culture 

of fear and punishment which prevents more open discussion.  

Returning to the factor of feeling more comfortable with attraction: with regard to attraction, SETARA 

has a normalising role, just as it did with emotion (see the previous section discussing puberty-related 

narratives). In both cases (being emotional and feeling attraction), it would appear that students are 

for the most part getting the message that these things are ‘normal’ experiences to have during 

puberty (indeed students often state that they are ‘caused by’ puberty). This is a positive and 

reassuring message. However, in both cases (emotion and attraction), respondents do not report 

having learned any ‘strategies’ for handling these heightened feelings – except to repress or ignore 

them. A few respondents expressed frustration with this, pointing out that having a crush made them 

happy, and ‘letting that go’ was a waste.  

Two factors within the attraction & dating theme were not linked by respondents to SETARA at all: 

more open about porn & wet dreams, and less open about attraction. Several boys mentioned talking 

about pornography with their close (male) friends but with no one else; wet dreams are also a topic 

that boys most often talked about with other boys, and were most likely to have asked their parents 

about when they had their first one. While many students reported extensive discussion by both boys 

and girls of menstruation in SETARA class, wet dreams did not get the same attention.  
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Box 4. Quotations from individual respondent narratives in the attraction and dating theme 

Quotations from narratives with positive explicit attribution to SETARA 

“BK teacher made me feel comfortable about the changes in my body and my attraction to 

the opposite sex. These lessons are important for teens and teens must know it.” [M13D]* 

 “I have been attracted to someone and technically we could date but it would have to be 

healthy dating which motivates us to study, or just through chat apps. Now I know what 

healthy dating is from SETARA, we must keep it within normal boundary.” [M14D] 

“I believe it is ok for teens my age to date, as long as they don’t go too far. Going too far is like 

petting, kissing, hugging, or even worse, getting pregnant. I know this from BK class. We 

learned not to touch the genitals since it could lead to pregnancy.” [M13D] 

“I liked a female friend in grade 7. I think that is normal since I was undergoing puberty. My 

science teacher said it happens because of hormones.” [M13L] 

“Reproductive Health Class teaches that it is normal to get a crush on someone, as long as we 

do not do anything bad. Like dating in a quiet place or petting your partner. Reproductive 

Health Class is influential to prevent students from crossing lines when dating” [M13L] 

 “The counsellor teacher never gave lessons about dating. But when she found out that I was 

dating, she did not scold me, but only explained that I should not cross the line. The limit 

meant not to touch private parts of the opposite sex, but kissing is allowed.” [M13S] 

 “At school I can date, but do not cross the boundaries. Counselling teacher has also discussed 

dating, as long as it does not go too far, such as kissing, being taken to an empty house and 

having sexual relations before marriage.” [F13S] 

“The counsellor teacher said, relationship is allowed as long as it is healthy and you do not 

have sexual relations before marriage. If we date while we are still young, we can know what 

a healthy relationship is, and what it is not so we can avoid that.” [F13S] 

Quotations from narratives with neutral explicit attribution to SETARA  

“BK actually discourages dating. It is fine to like others, but BK encourages us to forgo dating 

to eliminate the possibility of inappropriate petting.” [M13D] 

“I still feel guilty if I like someone. I feel uncertain because we might go too far when we date. 

Some of my friends are dating but only go as far as chatting. Some would not say anything 

when they meet, opting to interact only via WhatsApp, avoiding in-person encounter.” [F13L] 

“BK teacher prohibits dating. If we get caught by BK teacher, we will get called and told to 

break up in front of BK teacher.” [F13L] 

“I started to fancy a girl and we text via WhatsApp and meet and chat after school. I am afraid 

the teachers will find out. If they find out we will get punished. Students caught dating will 

receive point deductions. When a certain number is reached, a student can get suspended.” 

[M13L] 

“I don't think it's natural for a teenager to fall in love because it will lead us to desires. The BK 

teacher said that if we want to date we shouldn't hold hands because we are not ‘muhrim’ 
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yet. Getting attracted to the opposite sex is normal, but dating is not allowed because we are 

not yet of age. Dating is only for those who have reached grade 12 in high school. I obtained 

materials on dating from the BK teacher. I think this topic is useful because it's going to help 

me keep myself safe.” [M13S] 

* Respondents are identified by sex (male or female), age, and research site (Denpasar, Bandar Lampung, Semarang), e.g. 

M13L = male, 13 years old, (Bandar) Lampung 

In the FGDs, participants tended to digress when discussing attraction and dating, getting caught up 

in sharing their experiences of crushes and who and who not to tell about them. There was 

commensurately less time devoted to discussion of attitudes towards dating than there were in the 

individual interviews.  

Even so, one of the boys’ FGDs in Bandar Lampung did mention the BK teacher who had a 

particularly punitive approach to dating (see also quote from F13L in Box 4), and one of the boys’ 

FGDs in Denpasar mentioned their SETARA teacher discouraged dating:   

“The BK teacher forbids us to date. I was told by a friend that someone was got caught dating 

someone. And the BK teacher said, ‘Should I call your parents or you both break up now?’ And they 

broke up in front of the BK teacher.” (Male FGD Bandar Lampung) 

“To show or express the feeling, we avoid sexual actions. We know the risks when people do it. We 

had lessons from SETARA. Sexuality is about what cannot be done, such as having sex. SETARA touches 

on the risks of having sex, such as catching venereal diseases and contracting HIV. We don't think we 

are ready yet since we are still teens. We believe that SETARA teaches us to control our lust by 

concentrating on studying.” (Male FGD Denpasar)  

The girls’ FGDs produced more positive stories. For example, the girls’ FGD at SMP-6 in Denpasar 

provided a fuller description of what was meant by ‘healthy dating’ than had come out of the 

individual interviews, and attributed understanding different kinds of relationships (friend, best 

friend, boyfriend) to SETARA:  

“Healthy dating is like discussing with each other, mutual support. Like friends usually, but more 

special, for example, being a mood booster. If there is something we don't know, he can help. The 

point is not to cross the line. In our opinion the limitation of dating for our age is not to hug, not to 

just be together, not to walk and go somewhere together. If you want to meet you can do that but 

not in places that are empty and quiet, or crowded places like discos.” (Female FGD Denpasar) 

“In SETARA session we were also invited to play about making a difference between friends, best 

friends and boyfriends. So friends are just the people we greet, then the best friend is like your own 

sibling, we can tell each other stories and know each other’s characters, while boyfriend is like a 

special relationship that occurs between the opposite sex.” (Female FGD Denpasar) 

The girls’ FGD at SMP-29 in Semarang also attributed understanding mutual support as a key 

element of relationships, to SETARA:  

“When getting SETARA material about dating it explained that love is not just dating but there are 

other elements namely mutual understanding, respect, caring. It also taught me that we must take 

care of ourselves. Dating is okay but there must be a limit.” (Female FGD Semarang)  
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4.3 Bullying  

Almost all students reported that bullying took place at school, and around half of these suggested 

that bullying had got worse in grade 8. Bullying consisted of being mocked based on appearance (too 

fat, too short, too dark) or for pubertal changes (breasts, pimples, moustache). Bullying was also based 

on gender norms (a boy acting like a girl, for example; or being friends with such a person) or romantic 

attraction (having a crush on someone in the class). Sometimes bullies extorted money from their 

victims. Several respondents mentioned being taunted by being called by their father’s name.   

However, the focus of this section is less on the content or frequency of bullying (though there are 

elements of both of these) and more on how respondents said they now felt about bullying and 

whether they were better (or less) able to cope with it.  

The factors that recurred in these narratives are shown in Figure 23, and the way they connect is 

displayed in the map in Figure 24. 

 

Figure 23. Factors in the bullying theme, by attribution  
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Figure 23. Map of bullying theme (focus on SETARA) 

 

 

In Figure 24, the ‘direction of influence’ is broadly from left to right. Intermediate’ outcomes 

(connecting factors in a narrative) lead from SETARA but in turn lead to another factor. Positive 

outcomes related to bullying are ringed in red, to the right of the map.  

A number of students reported that SETARA had provided them education about bullying. As a result 

of discussions in SETARA class or material in the SETARA book, they now had a better understanding 

of what bullying consisted in, i.e. what behaviours should be interpreted as bullying. They also 

understood better the effect that bullying could have on the victims of bullying, and now had more 

empathy (with the victims of bullying).  

There is less evidence that students have developed the skills to prevent or pre-empt bullying (e.g. 

persuasion or negotiation skills, or bonding tactics), or to intervene when bullying is happening. Most 

students still said their main strategy with regard to bullying was to avoid bullies whenever possible, 

to keep a low profile, and not to get involved when someone else was getting bullied (lest the bullies 

shifted their attention to you).  

While some students did say that bullies are punished by the BK teacher (coded as an explicit link to 

SETARA), and that this led to a reduction in bullying/teasing, others students reported that 

punishment tended to have only a temporary effect even in the best of cases: when bullies were 

suspended from school as punishment, some just resumed bullying when they were allowed back to 

school.  
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Of some concern were the reports that students on occasion do not report bullying. Some said this 

happened because of fear of retaliation – either from peers who would ostracise them for ‘ratting to 

the teacher’, or from the teacher themselves who would belittle the student for being ‘spoiled’. The 

majority of students seemed to be resigned to bullying, adopting the attitude it was best to just ‘let it 

go’ and not react to bullies.  

Box 5. Quotations from individual respondent narratives in the bullying theme 

Quotations from narratives with positive explicit attribution to SETARA 

 “I received lessons about what caused bullying and what it was like to be bullied. There is a 

class in Middle School that raises awareness of violence on students. I never consoled bullying 

victims before Middle School. Now I am more confident to console them since I empathise 

with the situation they are in. Now me and my friends are aware of the damage of bullying.” 

[F13D] 

“The BK teacher once discussed bullying. They asked who usually bullied in class. We were 

told not to bully friends because maybe they cannot accept it.” [F13D] 

“In grade 8 there was a SETARA class that taught ways to think positively to avoid depression, 

ways to ask bullies to stop bullying. Now there is not much bullying since most of my friends 

know what bullying is.” [M13D] 

“SETARA book explained bullying is a form of harassment. I am braver now to say no. It is my 

right. PKN class teaches us about rights.” [M13L] 

“How to deal with bullying is discussed in Kespro. This is done by, for example, making a lot of 

friends so everyone is closer.” [M13L] 

“If I experience any harassment, in grade 8 I'm more courageous and more likely to act 

compared to in grade 7. I obtained information from the internet and BK teacher, and I'm now 

more aware about this harassment phenomenon. I feel braver to report it to parents if I ever 

experience it.” [M13S] 

“BK lessons helped me be aware of bullying, know about terminologies and how to anticipate. 

Before BK, I didn't know what bullying is. BK lessons are influential to me to face bullies. 

Besides, nobody ever talks about bullying in this school aside from BK.” [F13S] 

Quotations from narratives with neutral explicit attribution to SETARA 

 “I am reluctant to tell BK teacher about bullying because they might downplay it and say, ‘I 

can’t believe you cried over such a minor thing.’ My BK teachers usually does that.” [M14D] 

“In SETARA lessons there is material about bullying but it is not really effective to stop bullying 

because there’s still bullying going on. I can now take better care of myself by ignoring bullies” 

[M14D] 

“Friends and teachers defend me by stopping bullies. BK teacher plays a bigger role since 

bullies get called to the BK teacher’s office. One punishment is expulsion from school. [M13D] 

“Boys sometimes tease girls and sometimes the girls cry. Only when threatened to be 

reported to BK teacher would they then stop.” [M13L] 
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 “We are aware of what bullying is, even though I still bully friends by teasing them because 

that is the norm.” [M13L] 

“There have been many attempts to prevent bullying, one of them is by reporting to the 

Counselling teacher. But the teacher is not that scary any more for students. Instead all 

students can freely go in and out, maybe the students who are stubborn are not afraid even 

though they were reported to counsellor.” [F13S] 

* Respondents are identified by sex (male or female), age, and research site (Denpasar, Bandar Lampung, Semarang), e.g. 

M13L = male, 13 years old, (Bandar) Lampung 

 

In the FGD discussions of bullying, a lot of time got taken up by most or all participants sharing  a 

story of bullying, and their opinions about how best to cope with bullying (fight it or ignore it). FGD 

participants were more often of the opinion, relative to individual respondents, that ‘fighting back’ 

was the way to deal with bullies. Nonetheless, reporting bullying to the teacher and having the 

teacher punish the bully was preferable and is what helped students feel safer. Attribution to 

SETARA with respect to bullying was often framed in terms of the BK teacher punishing bullies: 

“We believe, school must ensure the safety of the students. For example with BK. We didn't have BK 

in Elementary School. BK is available starting from Middle School. We feel safer when there is BK. BK 

can provide counselling and punish guilty students. After facing BK, students are expected to know 

their mistakes and stop doing it.” (Male FGD Denpasar)  

“I once reported to the teacher when a friend was bullied. It was useless to help the victim and it will 

not change the perpetrators of bullying. Meanwhile, if reporting directly there is a solution from the 

teacher.” (Female FGD Bandar Lampung) 

Participants were aware there were varying degrees of bullying, and as in the individual interviews, 

SETARA played a role in increasing empathy. Interestingly, in one of the girls’ FGDs in Denpasar, the 

focus was on having empathy for the bully rather than the victim:  

“We also got the topic of bullying in the SETARA session. In SETARA it was explained that the bully 

could affect him, now that he bullies, it means that he had been bullied before or he had a problem 

or was upset and wanted to vent to others, so it seemed like the chain would not break.” (Female FGD 

Denpasar) 

“There’s joking around (not serious) and then there’s bullying (serious) – it depends on how the 

‘victim’ takes it. At school there is rarely ‘serious’ bullying, but I have heard stories of victims who kill 

themselves and we don’t want that.” (Male FGD Denpasar)  

Also, in FGDs there was more mention of bullying of boys on the basis of being un-masculine – 

whether because of having girls as friends (as opposed to having a crush on a girl) or because of 

acting like a girl (and getting called a ‘she-male’ or a ‘sissy’):  

“There is a change in the social interaction pattern. Before, everybody gets along with everybody 

else. We got along with boys and girls. But it is different now. A boy will be bullied if they play with 

girls. It is considered not normal.” (Male FGD Denpasar)  

In the FGDs at one of the schools in Semarang, quite different views on the role of the SETARA teacher 

were expressed by boys and girls:  
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“I think lessons from the BK teacher are not very influential in the bullying that I experience.” (Male 

FGD Semarang) 

“Now my female friends are braver when they are bullied, because they got advice from the 

Counselling teacher: women must be brave, against oppression and women must be strong.” (Female 

FGD Semarang) 

 

4.4 Gender 

The data collected in this theme took the form of student opinions or observations about socially 

dominant gender norms. Some students expressed opinions supporting gender norms (e.g. ‘it has 

always been the case that women stay home while their husbands go out to work – and I think this is 

a good thing’) while others observed that in some cases such norms were breaking down (e.g. ‘my 

father does household chores sometimes and I think that women can be superior to men’).   

The factors that recurred in these narratives are shown in Figure 25, and the way they connect is 

displayed in the map in Figure 26. 

 
Figure 24. Factors in gender theme, by attribution  
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Figure 25. Map of gender theme (focus on SETARA)  

 

 

In Figure 26, SETARA is shown on the left, and the ‘direction of influence’ is from left to right. Two 

‘intermediate’ outcomes appears in this map, along with one intended outcome (circled in red) and 

one unintended outcome (circled with a dashed purple line). 

SETARA did not feature prominently in student narratives relating to gender. Some respondents noted 

that SETARA teachers said girls could be as good as boys and other teachers also provided girls and 

boys equal opportunities to distinguish themselves in class. Such role modelling bolstered certain 

students’ belief in gender equality.  

However, two students also reported that what they had been taught in SETARA class served to 

reinforce gender inequality (e.g. a student in Denpasar said “In BK class I was taught that women were 

mothers who gave birth to children while men worked for living.”).  

A few students who mentioned they now know about gender said it was because they had read about 

it in the SETARA book – but that this had not been discussed in class.  
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Box 6. Quotations from individual respondent narratives in the gender theme  

Quotations from narratives with positive explicit attribution to SETARA 

 “I treat men and women in a normal way, there is no difference. For example treating my 

father and mother, and treating my male and female friends. I get this from character lesson 

at school.” [M13D]* 

 “I believe it is important to have equal treatment of men and women. No one likes to be 

treated unfairly. At school, PKN teaches we must be fair to other human beings.” [M13L] 

“I once read about gender in the SETARA book but it has never been discussed in class.” 

[M13L] 

“Women can realize their dreams and ideals and do not depend on men. My friends have the 

same thought. The BK teacher also said the same thing but it was not discussed further so the 

lesson had slight influence on my thinking till now.” [F13L] 

 “Back then in grade 7 I didn't want to do any girly tasks such as cooking, and washing clothes, 

because it would hurt my pride. But in grade 8, a factor that made me think less about pride 

when carrying out girly tasks is the BK teacher. She told us that men can do what women do, 

and vice versa. After hearing that, I become more diligent and aware of my responsibilities.” 

[M13S] 

“I don't think it's fair if women stay at home and men go to work, because actually there's no 

problem for women to go to work. By limiting women from going to work, it's the same thing 

as positioning women as weak. Husband and wife can both work, or the wife works and the 

husband stays at home. The thing that makes me understand gender better is BK lesson.” 

[F14S] 

“I know from the counsellor  teacher who said that men could do women's work and vice 

versa. The teacher said that during  gender lesson. We were told to make a table of the 

differences between women and men, then we were told that women could do things that 

men do and men could also do things that women do. Things that can't be done by men but 

can be done by women are getting pregnant and breastfeeding. All differences and similarities 

were written and explained one by one.” [M14S] 

Quotations from narratives with neutral explicit attribution to SETARA 

“I got lesson on gender in BK class. I was taught women were mothers who gave birth to 

children and men work for a living and play an important role in the family. Segregation on 

the roles and characteristics of men and women has existed for a long time and remains the 

same until now.” [M14D] 

“I don’t know much about gender from BK class because the duration of material delivery was 

short. Sometimes there were too much jokes as well, so it went from one thing to another 

and I couldn't grasp well what it was actually trying to say. The only topic from BK that I 

understood was regarding toxic masculinity and when men's behaviour changed to become 

women-like.” [M13S]  
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“I think it's fair if male and female are treated differently, because male and female are 

different physically. In terms of men working outside of home and women working at home, I 

think that's a normal thing. The one teaching me about gender is the BK teacher.” [M16S] 

* Respondents are identified by sex (male or female), age, and research site (Denpasar, Bandar Lampung, Semarang), e.g. 

M13L = male, 13 years old, (Bandar) Lampung 

In the FGDs, Semarang produced the most forward-looking attitudes regarding gender roles and 

norms, while in Bandar Lampung there was a marked absence of any knowledge about gender; 

some participants said there was a section in the SETARA book about gender but it had not been 

taught in class. In Denpasar there was something of a backlash from boys who felt unfairly treated 

by teachers who favored girls.  

The girls in one of the FGDs in Semarang were very vocal about the influence that SETARA had had 

on their attitudes towards gender roles. They also commented on the ways they had taken these 

attitudes back home with them, and on the pedagogical methods used by the teacher:  

“When I was introduced to SETARA I finally understood that I can get along with anyone. My mother 

once told me that in a conservative society, the are some differences between boys and girls. I denied 

this and said that at school, they taught me that there is no difference between men and women. I 

understand about gender after getting material from SETARA, and from it I learned that women, too, 

can do heavy tasks and men can do things that are gentle. The teacher usually gives stories from real 

experiences, even things she experienced herself.” (Female FGD Semarang)  

“Now, I switch the gender duties at home. Before I was not allowed to clean the bathroom because it 

was considered a man's job. Now I ask to take turns with my brother. My brother washes clothes and 

I clean the bathroom. Now my mom is more open and follows my wants. What made me change my 

view of gender roles was the lessons taught at school and from the Counselling teacher.” (Female FGD 

Semarang) 

“The Counselling teacher teaches us to blend in. When you enter the classroom, you see the girls 

gather at this corner, and the boys also gather at the other corner. Then the teacher told us to change 

seats so that boys and girls could mingle. Previously, boys and girls were not close, now the 

relationship between guys and girls is getting better. Gathering with male friends or female friends is 

not a problem anymore because it will not turn someone into a tomboy or a sissy.” (Female FGD 

Semarang) 

The boys’ FGD at the same school in Semarang echoed these learnings, and also mentioned another 

teaching method used in SETARA class:  

“I disagree with the opinion of most people who say that men must work outside the house and 

women take care of household labour at home. Nowadays, it's also easy for women to find a job to 

help their husbands. In case of taking care of the children, feeding children, and bathing children, the 

husband can also help. I can say that because I've been taught a gender lesson from counselling 

teacher. Previously my opinion was still the same as the community. The counselling teacher taught 

us using playing method. For example there were those who stand in the middle and were asked 

questions. They were told to choose what was wrong about gender roles.” (Male FGD Semarang) 

At the other junior high school in Semarang, both boys and girls reflected in the FGDs on the ‘fact’ 

(or the moral appropriateness) of women acting like men and vice versa:   
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“I used to feel strange if women repair rooftop or do men's work, but because we have received 

gender material it doesn't feel strange if there are women doing men's work. I also think that women 

can do men's work. But there is one thing that men cannot do such as giving birth and breastfeeding. 

(Female FGD Semarang)  

“I think women can act like men, but men can't act like women. I have this opinion because I see soap 

operas in the television and watch YouTube.” (Male FGD Semarang) 

These sentiments were echoed but also questioned in the girls’ FGD at SMP-3 in Denpasar. This 

demonstrated an advanced level of critical thinking:  

“What is certain is that women give birth, men do not give birth. Women can work, men can work. 

Men can take care of children, women can take care of children. But I don't think it's right to say that 

men can't use skincare, only women can use skincare. That’s not right. If men use skincare, it means 

they love themselves. So what's the harm? Why do you say, ‘men with skincare is shemale’ like 

that?” (Female FGD Denpasar)  

In the boys’ FGD at the same school in Denpasar, however, there were complaints of reverse gender 

discrimination in class, with girls getting preferential treatment over boys:  

“At school, we have experienced gender injustice. Girls get preferential treatment while boys would 

readily get branded naughty. Girls are stereotyped as smart and while there are smart boys too, they 

will get underrated. This has always happened from before Middle School until now. Girls get 

preferred by teachers so much. Girls would often get more detailed explanation from the teacher but 

not boys. We believe that is not fair. Girls and boys should be treated equally since we all have the 

same rights.” (Male FGD Denpasar) 

 

4.5 Self-confidence    

The factors that recurred in these narratives are shown in Figure 27, and the way they connect is 

displayed in the map in Figure 28. 
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Figure 26. Factors in the self-confidence theme, by attribution 

 

Figure 27. Map of self-confidence theme (focus on SETARA)  

 

In Figure 28, SETARA is shown on the left, and the ‘direction of influence’ is from left to right, ending 

in two outcomes: feeling more, or less, confident.  

SETARA featured in narratives relating to self-confidence in so far as respondents felt that education 

about puberty gave them knowledge, and knowledge made them feel more empowered and less 

insecure. Several students also mentioned that teachers in grade 8 were ‘better’ than in grade 7, 

including SETARA teachers. The students mentioned improvements in pedagogy helping them feel 

more confident, including: teachers encouraging students to ask questions and taking the time in class 

to answer student questions, giving presentations in front of the class, and group work.  
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The message that all dating is taboo (forbidden/punished) – already remarked on in relation to the 

attraction and dating theme above – here also had knock-on effects in terms of contributing to 

students feeling less confident.  

Other influences that students mentioned more often than SETARA when it came to boosting their 

self-confidence, aside from parents and friends, included being recognised for their achievements 

(either because they were able to excel academically or excel at extracurriculars) and feeling less 

negatively self-conscious about their appearance.  

 

Box 7. Quotations from individual respondent narratives in the self-confidence theme 

“SETARA material is good for us, we feel more secure. SETARA has presentation material where 
we talk about our opinions in front of lots of people.” [F13D]* 
 
“I feel braver in public speaking. Perhaps it is due to the amount of talking and presentations we 
have to do in PKN class. In social science class I learn about making friends, such as how to find 
good friends and avoid bad company. It is the thing that boosts my negotiating skill and trains my 
self-confidence” [M14D] 
 
“I am no longer shy when talking about signs of puberty, since this topic is discussed in BK class 
and Kespro class. Now there is no longer fear, and I think it should be like that.” [F14L] 
 
“Lessons in school boost my confidence. I like the Kespro class because we work in groups and do 
presentations. It boosts my self-confidence.” [M13L] 
 
“Teachers encourage us to voice our opinion in the classroom. Teachers who do this most often 
are Bahasa Indonesia, Arts, and Science teachers.” [M13L] 
 
“I feel more comfortable with my body because my mind is getting more mature. The one who 
helped my mind in maturing is teachers, especially my BK teacher. The BK teacher has said “love 
yourself, protect yourself,” so after hearing that I feel more comfortable, the BK teacher changed 
me.” [M13S] 
 
“Because of BK lesson I'm more confident to come forward to the front of the class.” [F14S] 
 
“I feel an improvement in talking in front of the class. What makes me more confident is the BK 
teacher, at that time she was my homeroom teacher, and she said not to give up easily. Those 
words influenced me to become more confident. I always remember those words until now.” 
[M13S] 
 

* Respondents are identified by sex (male or female), age, and research site (Denpasar, Bandar Lampung, Semarang), e.g. 

M13L = male, 13 years old, (Bandar) Lampung 

 
In the FGDS, as in the individual interviews, the main influences on self-confidence were friendships 

and parents. Little mention was made of SETARA in relation to boosting self-confidence in a general 

way (as opposed to feeling more comfortable talking about puberty, specifically). Only in Semarang 

was SETARA mentioned explicitly in the FGDs in relation to pedagogical methods that students widely 



 

Bath Social & Development Research Ltd 
www.bathsdr.org 

72 

credited with helping them feel more self-confident, foremost among which are making presentations 

in front of the class:   

 
“Before, I lack confidence but now I am more courageous compared to in 7th grade, because there 

are many lessons that require me to do presentation in front of the class, especially during the 

Counselling lessons and Science lessons.” (Female FGD Semarang) 

“After my counselling teacher taught me using a method such as talk shows and interviews when we 

discussed reproductive tools that were done in groups, after that I became more confident when 

doing presentation in front of the class.” (Female FGD Semarang) 

In Denpasar and Bandar Lampung, such teaching methods were also mentioned as boosting 

confidence, but were attributed to teachers of other classes such as the Bahasa Indonesia or English 

or Art. Also, 'Dewan Galang' and the scouts organization were mentioned as providing opportunities 

for confidence-building, two organisations which had not come up in the individual interviews.  
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5. Discussion and conclusion 

This QuIP studied student perceptions of SETARA and its influence on five domains that relate to their 

sexuality development and wellbeing. This was done through students attributing change in their lives 

to SETARA, and it provides a way to evaluate the impact of SETARA.  

Two overarching conclusions can be drawn from the findings:  

• SETARA is having a positive influence on students: this influence is greater in some domains 

(e.g. puberty) than in others (e.g. bullying) 

• SETARA is having less of an influence than anticipated in some domains which are particularly 

value-laden (e.g. attraction and dating and gender); a few students reported that SETARA 

classes reinforced mainstream social norms in these areas  

SETARA is particularly effective in delivering education about puberty, but only moderately so when 

teaching about gender and bullying. Regarding experiences of attraction and dating, SETARA 

sometimes provides an alternative to mainstream attitudes towards boy-girl relationships, but 

sometimes echoes the mainstream attitudes. As regards self-confidence, SETARA’s influence is a 

function of the teacher’s ability to employ recommended pedagogical methods and behave 

supportively.  

SETARA is successfully contributing to teens having knowledge about and embracing the changes in 

their bodies and emotions brought on by puberty. This is amply demonstrated by the findings from 

the puberty domain, where respondents reported feeling more comfortable with their physical selves 

and more ‘normal’ when talking about puberty. They attributed this change to the fact the topic had 

become ‘educational’ rather than ‘taboo’, largely as a result of being discussed extensively in school 

by the SETARA teacher.  

While SETARA had succeeded in helping to remove taboos around puberty, taboos around sex and 

sexuality remained firmly in place. Respondents did not feel comfortable using words like ‘sex’ or 

‘intercourse’ in the interviews, indicating just how entrenched these taboos still are. Instead 

respondents referred to ‘dating’ or ‘going too far’, both of which they predicted would have ‘bad 

consequences’. On the topic of attraction and dating, respondents credited SETARA with helping them 

feel more comfortable with having a crush on a classmate, as this was something ‘normal’ that 

happens during puberty. However, there was still a taboo around expressing this attraction in any 

physical way. SETARA has helped introduce the concept of ‘healthy dating’, which means that girls and 

boys can admit in public to being attracted to each other, and can talk to each other in public settings. 

But ‘healthy dating’ still precludes any physical intimacy, and respondents were not equipped to think 

about the spectrum of physical contact. In some cases, SETARA teachers reinforced messages that 

teens got from other sources (in particular from parents and ‘society’), forbidding teens to date at all. 

No educational explanation was provided in such cases. Rather, the case against dating was a moral 

one: dating was portrayed as sinful (a categorical ban), or junior high school was too early to be dating 

(a temporary ban until students are ‘old enough’). Respondents did not indicate any ways in which 

SETARA might be helping them think about what dating might or could include, or how to separate 

out physical realities from moral values, or the possible pathways (if at all permitted) to move from 

attraction to any form of intimate relationship.  
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Few students credited SETARA with educating them about gender roles or gender norms. When 

respondents did refer to a SETARA class, it was generally to admit that they couldn’t remember or 

hadn’t understood what had been said by the teacher. Most students did pick up on role modelling 

by teachers, commenting that boys and girls had the same opportunities to excel in academics or 

become class leaders. However, when it came to student responsibility for looking after the classroom, 

for example, gender roles were firmly entrenched: boys cleaned the blackboard, girls swept the floor, 

and it was inconceivable that tasks could be distributed differently.  

Narratives about bullying portrayed bullying as endemic to all the schools where interviews were 

conducted, and bullying is probably a problem beyond the capacity of one teacher or one class to 

resolve. On a positive note, SETARA class is raising student awareness about what constitutes bullying 

and the detrimental psychological effects of bullying, in some cases causing students to have more 

empathy for the victims of bullying. However, students generally do not perceive such education as 

having any impact on the bullies themselves, or helping to reduce bullying at school. Many students 

seemed resigned and fatalistic about bullying, arguing that the best thing to do was to stay away from 

bullies and ignore them; even reporting them to teachers was seen as useless because the bullies 

would continue bullying and in fact would bully you more if they knew you had turned them in.  

SETARA was having a positive effect on respondent self-confidence in fairly generic ways. Respondents 

did refer to pedagogical methods used in various classes as being key to increased self-confidence – 

things like giving class presentations, doing group work with fellow-students, being encouraged to ask 

questions and voice opinions in class, and so on. Sometimes they mentioned SETARA class and SETARA 

teachers in this context, but they were equally likely to mention other classes and other teachers. In 

most cases, respondents had a specific teacher in mind, and attributed positive class experiences to 

that person.  

Looking in more detail at the SETARA ToC (see Figure 1 in Section 1.1) and how it envisions pathways 

of change, only a few of the ‘SETARA working mechanisms’ were mentioned by respondents, and even 

then, not very frequently. Across all the domains, respondents talked about SETARA’s influence both 

in terms of ‘knowledge gained’ (e.g. education about menstruation) and ‘soft skills gained’ (e.g. feeling 

normal talking about puberty, or feeling confident speaking in front of the class). Respondents 

mentioned SETARA in relation to the debunking of myths around puberty, and some mentioned 

feeling more empathy.  

In general, SETARA seems to increase knowledge and a sense of ‘feeling normal’, and reduces taboos; 

teachers in particular act as role models for removing the taboo around discussing puberty. SETARA 

seems to increase students’ ability to communicate and talk openly – but as with the case of taboos, 

this seems to apply to the subject of puberty and pubertal development, but not for sex and sexuality. 

The concepts of ‘norms and values’ and ‘rights’ did not come up much in the interviews, and 

respondents did not report discussion of these in class. Respondents’ age might have influenced their 

grasp on, and use of, these abstract concepts. However, it would appear that in areas where social 

norms are quite ‘fixed’ (e.g. concerning sexual activity or gender), the ‘SETARA working mechanisms’ 

were less fully implemented than in less sensitive areas (e.g. puberty). This accounts for not 

encountering much critical reflection on these topics by students. Triangulating between what 
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respondents said (and did not say) and SETARA’s ToC thus provides the commissioner with a view of 

the extent to which SETARA is functioning (or not) according to its ToC5.  

 

6. Validation of findings 

An interpretation and validation meeting was held with staff from the organisations that implement 

SETARA (Rutgers and PKBI) as well as members of the site research teams involved in data collection 

for E4A (including the QuIP), to reflect on the QuIP findings and discuss possible explanations for the 

results. Reflections from this meeting are presented in the discussion below, and in a further section 

describing how these partners see the implications for research and practice.  

Discussion 

Where SETARA is diverging from its ToC, this could be for any number of reasons. Perhaps the 

hypothesised pathways of change are incorrect. Perhaps the participants’ age and development stage 

pose a challenge for them to think sufficiently analytically, or to recall specific exercises, topics, 

sessions or methods from SETARA classes. It is also possible that respondents omitted to share certain 

narratives because of the format or circumstances of the interview, the questions asked, or the 

interviewer’s experience. Or, and this seems a likely factor, the quality of implementation and delivery 

of SETARA sessions were not in line with how these were intended. 

When discussing the QuIP findings with the SETARA implementers and research teams, these 

stakeholders said they were not surprised by the QuIP findings. Indeed, the QuIP findings aligned with 

implementation experience as well as findings from other strands of the E4A research.  

Stakeholders shared some thoughts as to why SETARA might not be fulfilling completely on its ToC. 

The discussion focused largely on programme implementation. The following points were raised:  

• Delay in implementation 

o In Bandar Lampung only the first chapters of the grade 8 module had been 

implemented by the time of the QuIP research. The gender chapter, for instance, had 

not yet been delivered.  

• Curriculum scope may be too ambitious 

o There is not enough class time allocated to SETARA in the school year. To cover the 

entire curriculum and content of Setara sessions, more than 40 mins of class time per 

week is required. Teachers also seem to lack time to prepare the sessions and 

materials.  

o As a result, teachers cannot cover all the modules and/or they cannot cover modules 

in sufficient depth. 

• Curriculum content and methodology may be too challenging for teachers  

o Teachers have difficulty teaching (or may refuse to teach) content that is not in line 

with their own norms and values (e.g. with regard to sex and sexuality, or gender 

norms). 

 

5 For more in-depth analysis of the Theory of Change, see Van Reeuwijk, M., Kågesten, A.E. (2020) Comprehensive Sexuality 

Education and Adolescent Sexual Wellbeing: SETARA Theory of Change [White paper]. Utrecht, Rutgers.  
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o Goals and approaches of SETARA programme developers and SETARA curriculum 

deliverers are not the same, and may sometimes contradict each other. The goal of 

SETARA is to support healthy and positive sexuality development in adolescents, and 

strengthen their skills to navigate social environments and make informed decisions. 

However, most teachers see the goal of SETARA as helping prevent ‘bad behaviour’, 

which is mainly defined as ‘dating’ and ‘premarital sex’. Teachers fear that dating 

leads to premarital sex, which is seen as immoral. Where SETARA is designed to work 

with a rights-based and positive approach towards young people’s sexuality, many 

teachers seem to deliver it with a morality and danger approach. 

o Teachers are not accustomed to using SETARA pedagogical methods and fall back on 

approaches they are used to (delivering lectures rather than facilitating interactive 

discussions). 

o Partners remarked that the government attempts to address aggression and bullying 

in schools through a ‘child friendly school’ policy and by encouraging teachers to 

adopt ‘positive disciplining’. But partners believe that teachers’ understanding of this 

is still very shallow, and they are not presented with alternatives to becoming angry 

or punishing students. The issue of bullying is so structural, and schools and teachers 

are so ill equipped to handle it, that we need to lower our expectations of the impact 

Setara can realistically have on bullying. 

o The combination of lack of time, moral values and lack of confidence to deliver the 

interactive exercises means teachers often select the easier or more neutral topics 

and skip the SETARA exercises. 

• Training may be inadequate  

o The amount of training and support that teachers receive varies. But the stakeholders 

agreed that current training is insufficient to really change deeply ingrained values 

and norms. A more continuous and iterative capacity building and value clarification 

approach would be needed, e.g. by using ‘booster’ training sessions throughout the 

year 

o Training goes through the sessions and focuses on value clarification, but does not 

spend time on ‘microteaching’ or actually practicing how the sessions should be 

delivered. As such, teachers insufficiently develop skills for the pedagogical 

approaches that are key to delivering SETARA 

o The teacher trainings so far have not included the gender transformative approach 

sessions developed by Rutgers6  

o A minimum standard for teacher training (that has been tested and validated) needs 

to be formulated to ensure the values and knowledge of the teachers are sufficient to 

deliver SETARA 

 

• Incentives may be inadequate  

o Teachers are currently not paid for the class hours they spend teaching SETARA 

o Teachers feel that Setara is not mandatory, as it is not a formal part of their tasks 

o Students are currently not examined or graded on the material taught in SETARA class. 

This affects the students level of motivation. 

 

6 https://www.rutgers.international/Gender-transformative-approach/resources 

https://www.rutgers.international/Gender-transformative-approach/resources
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Throughout the discussion, it was noted that SETARA exists in a cultural context where the teachers 

who deliver the curriculum, as well as the students who are the ‘intended beneficiaries’ of the 

curriculum, are subject to powerful normative messages from multiple other sources regarding 

precisely the knowledge and attitudes that SETARA aims to impart to students – and that many of 

these messages may contrast with or contradict those of SETARA. The programme is arguably all the 

more important in this precise context, rather than in a context where SETARA is ‘preaching to the 

converted’, even though the desired outcomes are harder to come by. Stakeholders saw the QuIP 

results and broader E4A findings as a key opportunity to re-evaluate the SETARA curriculum and 

training.  

More analysis, reflection and discussion on implementation factors and their influence on SETARA 

effectiveness will follow, as implementation research data on fidelity, dose and acceptability are 

coming in through another piece of research under Explore4Action. On the basis of the QuIP insights 

and preliminary findings from the implementation research, and the implementation experience of 

the partners, the following implications were agreed. 

Implications 

➢ GEAS wave 2 is more likely to show effects on body comfort and comfort with pubertal 

development, and on knowledge and ability to communicate about SRHR, rather than on 

gender attitudes, bullying, or interpersonal skills. 

➢ The actual implementation context makes it very difficult to deliver all sessions and 

particularly the interactive, participatory exercises and methodologies that are believed to 

contribute to more critical thinking skills, gender equitable attitudes, and the practice and 

development of interpersonal skills. 

➢ Lack of incentives for implementing SETARA make implementation very much dependent on 

the ‘good will’ of the teachers. This in turn can make it challenging for implementing 

organisations to give teachers critical feedback on their performance or encourage them to 

improve. Critical feedback might be received by teachers as criticism or ‘asking too much’ and 

demotivate teachers rather than improve their performance.  

➢ The implementing organisations, and the government stakeholders they work with, should 

consider what implementation barriers are feasible to overcome, especially in light of scaling 

up: 

o Content dose and intensity should better fit available teaching times and schedules. 

Need to prioritize content in relation to what is most realistic to achieve effects, and 

based on the needs of the students identified through the GEAS. Cut down content, 

but improve the content on gender. Evidence (literature and Rutgers programmatic 

experience) shows the central importance of doing so, including in very conservative 

or restrictive contexts. But define more specifically what gender awareness and 

attitudes SETARA aims to improve.  

o Intensification of training and support of teachers might be unfeasible 

o Current training and support systems should be revisited and evaluated, including the 

cascading system of trainings (training of trainers who then train teachers who train 

other teachers) 
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o Training should include a stronger gender transformative focus through exercises that 

trigger critical personal awareness of gender inequality of trainees and trainees 

practicing these exercises so they can implement them with their students or trainees. 

SETARA content to include similar exercises. 

o Build on what works in the collaboration with local governments. Include them in 

Gender Transformative Approach (GTA) training and work with them to find scaling 

and framing solutions. 

o Efforts should focus on integrating SETARA within a ‘teaching quality assurance 

system’ so teachers are evaluated on their performance and delivery 

o Innovative solutions are needed for teacher monitoring and support, and for 

delivering the exercises that help develop critical thinking and interpersonal skills (for 

example, explore opportunities for combining face to face sessions with online/digital 

CSE delivery channels that are less dependent on teachers) 

o SETARA aims to improve perspective taking and encouraging empathy, but it seems 

unrealistic to expect this to impact on bullying outcomes. To address the issues 

around aggression, violence and bullying, specific policies and interventions are 

needed. Bullying and the motivation of the government and teachers to address this, 

is an entry point for CSE, but CSE on its own is not able to be successful.   

o Revisit the way SETARA’s objectives are framed, to make them better fit with the 

motivations and language of teachers and government stakeholders. This is 

particularly important in relation to gender, as gender discussions have LGBTQI 

connotations which are highly sensitive.  

➢ Implementation research is critical to understand impact evaluation outcomes of CSE, and to 

help set standards for minimum quality. Results from the QuIP and implementation research 

must be used as input to strategies for scale up.  

➢ Implementing partners and technical staff should consider how insights from the QuIP, 

Implementation Research and GEAS results affect the current ToC for SETARA and CSE more 

generally, as well as ToCs for larger and comprehensive ASRHR and/or social norm change 

programmes.   

In the coming months the Explore4Action (E4A) partners will share the results of this QuIP study with 

the schools, teachers, students and other stakeholders. In the coming year, E4A partners and 

stakeholders will work on developing a ‘scale-up toolkit’ to support government ownership and scale 

up to other schools. The valuable findings from the QuIP study and the other studies carried out under 

E4A will feed into this development. For more information, please contact the E4A programme 

coordinators: 

Miranda van Reeuwijk at Rutgers Netherlands: m.vanreeuwijk@rutgers.nl  

Kristi Praptiwi at RutgersWPF Indonesia: kristi.praptiwi@rutgers.id  

mailto:m.vanreeuwijk@rutgers.nl
mailto:kristi.praptiwi@rutgers.id
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7. Appendices 

Appendix 1. SETARA curriculum  

 
SETARA content for grade 7 

Topic  Title Key Contents  

1 My Journey Starts Here • I’m Ready to Start the Day! 

• A Snapshot of Present-Day Teenagers in Indonesia   

• I Am A Healthy and happy Teen  

2 My Body and I • Exploring Myself Further 

• Changes During Puberty 

• My Changing (Female) Body  

• My Changing (Male) Body  

3 Towards Maturity • Menstruation  

• Wet Dreams 

• Learning About Your Body Is Not Taboo 

• Maintaining Personal Health  

4 Understanding My Emotions  • Recognize Your Emotions 

• I Am Happy 

• Managing Stress  

• I Am Happy Being Myself  

5 . Gender • Growing Up as Girls and Boys  

• Stigma and Discrimination 

6 Rights and Decision Making • Values and Rights  

• Boundaries and Consent  

• Decision Making Ability  

7 The People Around Me and I • Those Who Matter to Me  

• My Friends and I  

• My Family and I  

• Healthy Relationships  

8 Me Today • The Many Lessons from SETARA (exhibition) 

 

SETARA content for grade 8 

Topic  Title Key Contents  

1 I’m a Teenager • Wrap up and reflection from SETARA Grade 7 

2 Friendship and Relationship • Types and concept of relationship around teenagers’ life 

• How teenagers can build healthy friendship/romantic 
relationship 

3 Love and Commitment  • Understanding love and commitment 

• How love and commitment impact teenagers’ life 

4 Gender  • Basic information on gender 

• Gender roles and inequality 

• How teenagers can contribute to gender justice 

5 Risky Behaviours  • Types of risky behaviours among teenagers 

• How risky behaviours affect teenagers’ life 

6 Sexual Drivers and Behaviours • Basic information on sexual drivers and behaviours 

• Tips to manage sexual drivers/behaviours and prevent its 
negative impacts 
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7 Pregnancy • Basic information on pregnancy 

• Why teenagers need to learn about pregnancy  

8 Unwanted Pregnancy • Biological, social, and psychological impacts of unwanted 
pregnancy 

• How to prevent unwanted pregnancy 

9 Child Marriage • National data of child marriage 

• Impacts of child marriage 

• How to prevent child marriage 

10 Sexually Transmitted Diseases • Basic information on STDs 

• How to take care of and prevent STDs 

11 HIV and AIDS • Basic information on HIV/AIDS 

• Non-discriminatory practices toward people with HIV/AIDS 

12 Violence • Types of violence 

• The roles of teenagers to prevent and stop violence 

13 Abusive Relationship • Types and factors of abusive relationship 

• How to prevent abuse/violence in romantic relationship 

• Tips to have a healthy relationship 

14 Sexual and Gender-based Violence • Types of SGBV 

• Fact and myth of SGBV 

• Impacts of SGBV to teenagers’ life 

• Tips to stop/prevent SGBV 

15 Mental Health • Basic information on mental health 

• Non-discriminatory practices toward people with mental 
illness 

16 Technology, Internet, and Social 

Media 
• Impacts of digital technology to teenagers’ life 

• Digital safety and security 

17 Cigarette and Drugs  • Basic information on cigarette and drugs 

• Impacts of cigarette and drugs 

• How to stop/avoid cigarette and drugs consumption 

18 My Support System • Types of support for teenagers 

• How good support system can help teenagers to achieve 
their dreams and have a healthy life 

19 My Dreams • Sharing session about dreams and motivation 

20 What I’ve Learned So Far… • Conclusion and follow up planning  
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Appendix 2. Individual Questionnaire 

 

Question Id Question 

A1 Respondent code 

A2 Location of interview (town & district)  

A3 Name of school  

A4 Name of interviewer 

A5 Name of note-taker (if applicable) 

A6 Date of interview (dd/mm/yyyy) 

A7 Start time of interview (hh:mm) 

A7b Duration of interview (in minutes) 

A8 End time of interview (hh:mm) 

A9 Please can you tell me about yourself?  

A9a What is the sex of the respondent? 

A9b What is the age of the respondent? 

A9c Which class in grade 8 is respondent in? 

B1 Please tell me how your level of comfort with talking about sex, sexuality, puberty, body-
related topics has changed since starting Junior High School?  

B2 Overall, has your level of comfort when talking about sex, sexuality, puberty, body-
related topics since starting Junior High School…Increased, Decreased, Stayed the same? 

B3 What is the main reason for any change?  

C1 Please tell me how your feelings about the alterations you are going through because of 
puberty / ‘growing up’ have changed since starting Junior High School? 

C2 Overall, have your feelings about the alterations you are going through because of 
puberty / ‘growing up' become… More positive, Less positive, Stayed the same? 

C3 What is the main reason for any change?  

D1 Please tell me how your opinions about the treatment of girls and boys on the basis of 
gender have changed in the last year?  

D2 Overall, compared to when you started Junior High School, do you now consider gender 
equality (i.e. equal treatment of girls and boys regardless of gender)… More important, 
Less important, Stayed the same? 

D3 What is the main reason for any change?  

E1 Please tell me how your experience of bullying has changed since you entered Junior High 
School?    

E2 Overall, has the extent to which to feel safe from bullying… Increased, Decreased, Stayed 
the same? 

E3 What is the main reason for any change?  
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F1 Please tell me how your self-confidence has changed since you entered Junior High 
School? 

F2 Overall,  has your feeling of self-confidence (i.e. how you see yourself and your abilities, 
and your willingness and ability to express yourself)…Increased, Decreased, Stayed the 
same? 

F3 What is the main reason for any change?  

G1 Please tell me how your reaction to having romantic/sexual experiences has changed 
since you entered Junior High School?  

G2 Overall,  has  your level of comfort with having romantic/sexual experiences…Increased, 
Decreased, Stayed the same?  

G3 What is the main reason for any change?  

H1 Please list and rank the top 3 things from SETARA that have positively influenced the way 
you think or behave (and/or the way your classmates think or behave). This can be a 
topic, an exercise, an activity, a lesson learned, some way you felt supported, a teacher, 
etc. Please provide a short description with details or examples, and state briefly 
why/how each thing was important to you. 

I1 Questions asked by respondent 

I2 Researcher observations 
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Appendix 3. Themes by research site and by respondent sex 

 

The following bar charts present five themes:  

• Puberty 

• Attraction and dating 

• Bullying 

• Gender 

• Self-confidence.  

 

The number of respondents who mentioned a given factor is indicated by the length of the bars.  

 

The left-hand chart is further disaggregated by research site, indicated by colour as follows:  

 

 

 

The right-hand chart by theme is further disaggregated by sex, indicated by colour as follows:  

 

 

 
 
 
 
 
 
 

 

 

Denpasar Semarang  Bandar Lampung 

Female Male  
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Puberty theme  

 
Figure 28. Puberty factors 
By site           By sex  

 
 

 



 

85 

Bath Social & Development Research Ltd 
www.bathsdr.org 

 

Attraction and dating theme  

 
Figure 29. Attraction and dating factors 
By site          By sex 
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Bullying theme  

Figure 30. Bullying factors 
By site           By sex  
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Gender theme  

Figure 31. Gender factors 
By site           By sex  
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Self-confidence theme  

Figure 32. Self-confidence factors  
By site           By sex  
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