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EXECUTIVE SUMMARY

Introduction

In May 2001, the Ministry of Education and Sports and its partners, UNICEF, ITEK, and NCDC
embarked commenced activities for a pilot project for teaching Local Languages, using a
methodology called Breakthrough to Literacy (BTL). BTL was originally developed to teach
functional literacy skills to learners in their first language. It is an approach that brings into the
classroom language that children are already experiencing in the home, works with children to
recognise familiar spoken words when translated into a written code, and to generate written
language. The learning environment in a BTL classroom is organized into social and ability
groups which are required to perform tasks interactively in a relaxed and highly stimulating

atmosphere.

BTL Uganda aims to develop literacy functional skills in young learners, such that 85% of girls
and 85% of boys are able to read and write in a Local Language by end of P3. It also promotes
other important features of the Uganda education landscape; that of establishing child-friendly
learning environments in all lower primary schools and learning centers and ensuring that
learners demonstrate proficiency in at least 3 selected life skills by end of P3. These and other
generic features of the BTL approach were piloted in 100 P1 classes representing regular
primary schools and COPE centers. Three local languages of Alur, Dhophadhola, and Luganda
were selected for the pilot, which was conducted in four districts of Nebbi, Tororo, Kamuli,
Masaka, and at the Institute of Teacher Education, Kyambogo (ITEK) demonstration school in

Kampala

BTL Pilot

Pilot implementation of the BTL programme was coordinated by ITEK, and supported under the
auspices of TDMS, which has the overall responsibility for teacher training and development in
Uganda. BTL piloting activities included developing BTL curriculum and supporting materials in
the three languages, training of trainers at the national, regional and district level, training of
teachers and headteachers, sensitization of parents in BTL piloting communities, monitoring
learning and formative evaluation in BTL classrooms, and a summative evaluation towards the
end of the first year of the pilot period. The BTL methodology has been a resounding success,
both in terms of increase reading proficiency in the piloting schools, an in several aspects of
promoting child-friendly learning environments.

Achievement on Reading Literacy



The mean of all BTL learners, including those who did not attain the required reading
proficiency, is 50.7 percent, compared to 26.0 percent for the non-BTL group. Compared to their
grade cohort, the BTL learners have outperformed the non-BTL P2s by more that 40 percentage
points (50.7% BTL, compared to 10.2% non-BTL). The non-BTL learners are most deficient in
reading comprehension, the most important skill for future learning, unfortunately. The BTL
methodology was found to work equally well with boys and girls (mean of 50.9 and 50.6,

respectively).

According to their teachers, about 90 percent of BTL learners have “brokenthrough” (Stage 2
and 3 learners). This means that they are able to read with understanding, simple text at the P1
grade level, in their local language. More that half of that number (55.4 percent) have reached
the Stage 3 reading ability level, which means that they have attained the ability to compose
stories. The literacy test results indicate that the mean for the Stage 3 learners is 62.3 percent,
with more than 50 percent of the learners scoring 73.6 percent or better (the median score).
BTL Stage 3 learners performed better than P3 and P4 in non-BTL schools (means of 19.6
percent and 39.2 percent, respectively). Stage 3 learners are being compared with these
cohorts because they are the group that has had the most success with BTL learning

objectives.

Teaching and Learning Environment

BTL classrooms have been shown to be child-friendly as a result of observing the learning
environment is inclusive of children of diverse backgrounds; enrolments and participation in BTL
schools surpasses that of non-BTL schools; participation of boys and girls has been active,
equitable, and was tailored to meet specified needs. There also has been a heightened interest
and participation of parents in children’s learning activities, and in their involvement in school
activities. More importantly, parents have come to view the school as a place that reinforces

children cultural heritage.

The BTL classroom climate is generally reported to have improved in a number of ways. For
instance, learner-centred and cooperative teaching and learning approaches are being used
extensively, where learners take more responsibility for their work and regulate their time and
attention between the tasks they have to perform. Children have developed an ability to handle
a variety of activities that have to go on at the same time without getting distracted, e.g. drawing

objects, counting them, and writing down their number in a sentence. Also, there is evidence of
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mutual respect by teachers for the ability of the learners and their efforts, with teachers actively
promotion leadership skills, as well as the life skills of communication, and critical thinking. On
the whole, children seem to enjoy learning. They also take delight in having pictures, teaching

aids and some of their creative writing displayed in the classroom.

The successes above notwithstanding, most schools are still lacking in the basics of providing a
healthy environment and in providing a safe environment. For instance, toilet facilities are
inadequate; First Aid Kits are not available in most schools, or not kept in a visible place in
cases where schools have them; most schools are not fenced-in. Also, the school may need to
invest some time in devising deliberate strategies to maximize participation of parents in the
actual classrooms activities, so that they may channel efforts to assist learning in a systematic

manner.

Recommendations

In view of the success that BTL has had with the pilot Local Languages, this evaluation
recommends that plans be made to adapt the methodology, to “Ugandanise” it for maximum
effect in the Ugandan context. The adaptation should, among others, specify the outcomes at
each stage clearly, develop BTL kits using locally available materials, increase contact time by
teaching foundation level subjects with this approach, and, enhance the cultural elements in the
methodology. It is envisaged that this strategy will help cut down on cost of developing BTL
materials, thereby enhancing its sustainability. In the meantime, as many schools as can be
accommodated under the present arrangement should be taken on board. These should be
schools that teach the 3 pilot local languages. The original 100 schools should be “lead schools”
that can be followed up until P3, where we aim to have 85 percent of the children having

attained mastery in reading and writing.

The report also recommends that the BTL undertake a study tour to Zambia where full scale
implementation of BTL commenced in 2002. The team can draw lessons on the Zambian
experience of implementing their language policy, as well as adapting the BTL approach into
NBTL. In order to ensure that BTL activities receive adequate attention, a BTL focal point, with
the responsibility to plan for expansion of BTL, up to nation-wide implementation, as well as

devise monitoring and evaluation strategies, is required at the Ministry of Education and Sports.
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1.0 INTRODUCTION

The Government of Uganda adopted a National Language policy in 1992. The White Paper on
the implementation of the new language policy prescribes that the medium of instruction for
learners at P1 to P4 be their local language, with English being taught just like any other
humanities subject in the curriculum (Ministry of Education and Sports, 1992). This necessitates
that learners be highly literate in their local languages. Indeed, the main objective of teaching
Local Language is that learners may express themselves effectively in their languages. This is
desirable, for pedagogic and practical considerations, as well as to enhance appreciation of
children’s cultural identity. The general aims of teaching a Local Languages course are,
therefore, to enable each learner to:

1. communicate proficiently in a Local language,

2. demonstrate permanent functional literacy in that language,

3. develop and/or promote cultural heritage, and

4. demonstrate awareness and respect for languages and culture other than their own.
(National Curriculum Development Centre, 1999).

At the initiative of UNICEF, the Ministry of Education and Sports has identified a methodology
for teaching literacy skills to first language speakers, Breakthrough to Literacy (BTL), to pilot
Local Language teaching in Uganda. Originally conceived as an approach for teaching of
English as a first language, BTL is an integrated reading and writing and approach based on
language-experience approach (Mckay, Thompson, & Schaub, 1970). The philosophical basis
for BTL is that by age six or seven when children come to a formal school, they have already
developed their listening and speaking capabilities in the home language. Literacy learning then
takes the form of translating spoken language into a written code, and to read the written word.
BTL applies the fundamental pedagogic principle of moving from the known to the unknown in
that it uses the child’s life experiences and knowledge of language to help young learners
acquire functional literacy.

BTL has a number of distinct identifying features, namely, the use of a language experience
approach; a learner-centered focus; integration of the four language skills of listening, speaking
reading and writing; organizing the learning environment into small social and ability groups;
and, an in-built continuous assessment monitoring mechanism. Because of its learner-
centeredness and interactiveness, BTL has produced good results in teaching reading and
writing to children with learning difficulties. Even though it was first used in the teaching of
English, it has achieved great success with African languages, particularly the Bantu languages
because of their highly phonetic and syllabic structure.

In the context of Uganda, the Ministry of Education has been piloting BTL for teaching Uganda
Local Languages curriculum to learners who are predominantly first language speakers. BTL
was perceived to be a teaching and learning approach that has the potential to provide the
necessary foundation in increasing retention at the lower levels. Its emphasis is to promote
achievement of learning outcomes for boys and girls by raising reading and writing proficiency
for P1 to P3 in regular schools, as well as Levels 1 and 2 for COPE learners. Within the UPE
and ESIP framework, the literacy skills foundation that BTL promotes is necessary for raising
learning achievement at P4 to P7 levels. The Uganda BTL approach addresses the issue of
improving the quality of education through the Child-Friendly Schools Framework (CFS), hence
BTL schools should of necessity be child-friendly schools.

Under the CFS framework, a child-friendly school is a rights-based school. Indicators of being
rights-based are the active involvement of the school in promoting and monitoring rights of all



children, including children that are traditionally excluded from education opportunities (poor
children, orphans, children with physical disabilities and/or children with special learning needs),
and being gender-sensitive by making a deliberate attempt to ensure that boys and girls are
given equal learning opportunities. A child-friendly school is effective with children; it has a
learner-centred curriculum, promotes quality learning outcomes, and is equipped with teachers
that are incisive and responsive to learners. A child-friendly school is also parent-friendly; it
deliberately creates opportunities for parents to play a role in the teaching and learning process,
and develops linkages with the community as evidenced in active community participation in
school activities. Other attributes of being child-friendly that the BTL approach is set up to
promote are a healthy school environment, and a safe school environment.

1.1 Objectives of Uganda BTL

Specific objectives for Uganda BTL are:
1. To establish child-friendly learning environments in all lower primary schools and
learning centers in each of the selected districts; and
2. To ensure that 85% of girls and 85% of boys are able to read, write and demonstrate at
least 3 selected life skills by end of P3.

1.2 Description of BTL Pilot

BTL was introduced on a pilot basis in Uganda in the three local languages of Luganda, Alur
and Dhopadhola in June 2001. It was introduced in 100 selected P1 classes in Child Friendly
Schools, representing both COPE centers and UPE schools, in the four districts of Nebbi,
Tororo, Kamuli, Masaka, and at the Institute of Teacher Education, Kyambogo (ITEK)
demonstration school in Kampala. Each pilot school was supplied with the BTL kit consisting of
one teacher's manual; one teacher’s occupational task book; one teacher's sentence maker and
word cards; one teacher's sentence holder; four conversation posters; phonic posters; a word
store; 50 learners’ sentence makers and word cards; 50 learner's sentence holders; and a set of
12 graded readers. Each learner is supposed to have 2 exercise books, one to be used as a
story book, an another for occupational writing tasks.

Pilot implementation of the BTL programme was supported under the auspices of the Teacher
Development and Management Systems (TDMS), which has the overall responsibility for
teacher training and development in Uganda. TDMS activities are carried out from area
coordinating centers that serve clusters of primary schools. Coordinating centers are headed by
a Coordinating Centre Tutors (CCTs). In the pilot districts, CCTs who have BTL pilot primary
schools in their catchment areas have been trained in the use of the BTL methodology, and are
expected to carry out the following responsibilities in BTL schools.

. To ensure that schools have made the necessary arrangements to accommodate BTL
classes.

To observe BTL classes provide the on-the-sport assistance.

To sensitize parents and headteachers to provide pencils and books for the BTL classes.
To encourage improvisation in situations where the materials are not enough.

To collect data/information on how BTL methodology is being implemented.

To organise and train other lower primary teachers in the use of the BTL approach in the
teaching of mother tongue and area language.

To conduct routine monitoring of the implementation of BTL methodology.

To develop a model school in the catchment area.

. To plan with the teachers and enhance effective learning during BTL lessons.



Several BTL training and awareness campaigns were held. The main facilitators at these
training sessions were from Molteno, South Africa, and their NCDC counterparts. The training
session that was held in May 2001, prior to the commencement of BTL, introduced the BTL
approach and prepared them for Stage 1. One hundred and eighty-one trainees attended the
session; 94 teachers, 21 COPE instructors, 45 headteachers, 9 CCTs, 11 Education Officers,
and 1 CORE PTC principal. Others who participated in the training included 3 writers (Luganda,
Adhla, and Alur); members of the ITEK CFS steering committee, representatives from NCDC,
UNICEF, and from the Ministry of Education and Sports. The August/September 2001 training
was geared for Stages 2 and 3, while subsequent refresher courses brought similar groups of
people together to attend to different stages and problem encountered in the pilot
implementation. A total of 354 educators and parents have received awareness and/or in-
service training on the BTL approach. As part of the broad implementation strategy, some CCTs
mobilised headteachers and teachers who received BTL training to form BTL committees.
These committees organised refresher workshops, conducted class visits whereby teachers
helped each other to improve on their teaching, and assisted the CCTs in monitoring BTL
classes. With the TDMS in place, it is believed that tutorial, monitoring and counseling support
on the implementation of the BTL can be sustained through existing structures.

1.3 BTL Monitoring

Several national monitoring activities were conducted in all the piloting districts. Monitoring of
Stages 1 and Stage 2 was undertaken in August and in October/November 2001, respectively,
while monitoring and school based support for Stage 3 was conducted in May, 2002. As part of
the monitoring exercise, all the participating schools and districts were supervised at least once
in a school term. A self-administered check-list for BTL for teachers was used for data
collection. These data were analyzed and summarized into reports that were sent to all
UNICEF, NCDC, Ministry of Education and Sports, and to all other stakeholders.

Monitoring reports confirmed that teachers in BTL classrooms and their respective head-
teachers/supervisors were trained in all three BTL stages. Another 100 officers, CCTs and
district officials, received basic training and sensitization to the BTL methodology. A core team
of trainers has been identified who will take the process forward by phasing within each
language zone, each district, and to other parts of the country. On the quality of the work that
was going on in BTL classes, monitoring reports confirmed the following successes;
o Child-centred innovative methodologies were operating in most of the BTL
classrooms/centers.
e Children were able to read all words in the sentence makers in some schools (e,g.,
Kalagala COPE) as early as August, 2001.
e Teachers were using teamwork approach, and dividing their classes into manageable
groups.
e Children’s work was displayed on the wall; progress record cards for reading and writing
were displayed.

An non-exhaustive list of difficulties that were highlighted in monitoring reports included an influx
of under-aged learners, some as young as 3 years old; lack of resources; lack of support from
the district as in the case of Kamuli; continued enrollment of newcomers that tended to slow
down the progress that teachers were making with the children; and lack of clarity on the
competencies that are required to promote a learner from Stage 2 to Stage 3.



2.0 DESCRIPTION AND METHODOLOGY OF THE EVALUATION

The concept paper and planning documents for BTL stipulate the need to assess all programme
activities by conducting an on-going formative evaluation of lessons through monitoring stage,
and to assess the overall impact of the BTL program in a summative evaluation exercise. This
evaluation was intended to provide feedback to stakeholders (the learners, teachers,
programme developers and administrators, funding agencies, etc). Indicators of impact, or BTL
effectiveness in other countries include increase in enrolment and attendance due to the fact
that learners enjoy school more, decreased dropout rates, and increase in reading proficiency,
and in the number of learners that master grade-level reading and writing skills. Some of the
indicators were estimated in the evaluation. The evaluation also observed the instructional
environment in BTL to determine whether it is conducive for learning basic literacy under BTL
conditions.

2.1 Evaluation Questions
The evaluation was organized around the following questions:

1. Are BTL schools/classrooms child-friendly schools/classrooms?

a) Are the children enrolled in school? Are they coming to school (i.e., how many days
did they attend between June 2001 and May 2002)?

b) What is the profile of the learners (characteristics of the learners that attend; e.g., are
their parent(s) are alive; did they attend preschool; do they have guardians other
than their parents)?

c) Is there a greater demand for schools with BTL program? (E.g., increase in BTL
classes; increase in class sizes; other anecdotal evidence).

d) What is the level of participation of parents in their children’s learning? (e.g., are
parents willing to perform certain tasks for the school, to invest in their childrens’
education by buying any exercise book, or spend money on BTL classes)?

Is the classroom an enabling environment for learning and acquisition of skills? (e.g., Is the

classroom set up as required by the BTL materials; Do children perform the tasks

interactively; are they motivated to perform their work; are they taking responsibility for
certain tasks?).

3. Is the home an enabling environment for learning and acquisition of skills? (e.g., Do children
get supervision with their homework?; Do they have siblings and/or other children in the
home who assist with their homework?).

4. Are the girls and boys attaining reading and writing numeracy and lifeskills? (Are they
meeting the stipulated learning targets, i.e., reading, writing, lifeskills and numeracy? How
many children have attained mastery

5.  Who are the teachers in the lower classes? What is the profile of the P1 and P2 teacher?
(Level of preparation; how well do they teachers interact with the children)?

6. Is the BTL operational curriculum the same as the one that is intended for Ugandan
schools? If not, does it exceed the expectations of the intended curriculum, or fall below
them?

7. What follow up strategies are being put in place for sustainability of BTL? (capacity
development; adaptation, development and improvisation of the BTL kit; cost of financing
the program; linkages to higher institutions of learning; mainstreaming BTL into Ministry of
Education and Sports processes and procedures, etc.).

2.2 Overview

N



The BTL evaluation was carried out using the team approach and elements of participant
observation research, where some of the members of the evaluation teams were informants on
certain aspects. In one of the initial activities, the external consultant, held a meeting with the
commissioners of the evaluation, the BTL Reference Group (hereafter the Reference Group),
which group was responsible for overlooking the process and products of the evaluation. The
initial meeting with Reference Group formalized the selected of two sub-committees, the
Assessment Working Group, and the Survey Development Working Group. Initial meetings with
the two working groups were undertaken so as to delineate preparatory tasks for the live
evaluation.

The Assessment Working Group worked under the leadership of UNEB, and was directed by
the lead consultant. The group conducted an analysis of the P1 Local Languages, Numeracy,
and Lifeskills curriculum to ascertain its congruency with the objectives of the BTL programme,
and selected objectives for testing. A test plan that proposed a single test that integrates all
three learning areas was produced. A learner achievement test was developed in English and
translated it into the target languages of Luganda, Alur, and Dhophadhola, and a grading
scheme for the test, and prepared for personnel for test administration and grading. The Survey
Development Work Group was responsible for a content and sensitivity review of the draft
evaluation instruments (questionnaires, and interview schedules) developed by the consultant.
The review process entailed going through the evaluation questions to ascertain whether the
instruments addressed all evaluation questions, as well as vetting them for language difficulty
and gender appropriateness.

A three-pronged methodology that was proposed for the evaluation. First, a context study of the
Uganda and the BTL programs was conducted. This formed part of the inception report. Elite
interviews and focus group interviews of the main actors in programme development,
implementation, and monitoring were conducted, some during the evaluator’s initial visit, and
others during the data collection week. The third component of the evaluation was basic literacy
assessment of several cohorts of learners, both BTL and non-BTL learners, observations of BTL
and non-BTL classrooms, as well as self-administered surveys for different kinds of people who
work with BTL, and stakeholders.

2.3 Appreciating the Context

A context study was necessary to situate the Ugandan BTL in its proper context, and to bring
the consultant and the reference group to the same understanding of the expectations of the
evaluation. To this end, historical and background information was collected from policy, and
other relevant Ugandan documents. Information gathering meetings with individuals and some
members of the Reference Group were also conducted. Reports used for this part of the study
include BTL teacher training reports (May, 2001; August, 2001; November, 2001; and May
2002); report on school-based support (May, 2002); monitoring reports (August, 2001; October,
2001; and May, 2002). The consultant also visited a BTL demonstration school in order to
further enhance understanding of BTL as is practiced in Uganda.

Attempts were also made to understand Ugandan BTL from the point of view of BTL
developers, the Molteno Project, South Africa. Molteno was responsible for the developing the
programme, as well as training of trainers who then cascaded the BTL skills to teachers and
other education personnel. Items for the interview included peculiarities of Uganda BTL as
compared to other programs they have developed, from a development point of view; their
perceptions on the implementation Ugandan BTL strategy, lessons learned from the Ugandan



pilot; and their assessment on the success of the Ugandan BTL. Information on this section was
obtained via email.

In the inception report, some of what obtains in the Ugandan context was contrasted for
similarities and differences with other programs in the region. During the final phases of the
study, a review of Zambian BTL and NBTL was made and compared to Uganda on issues of
sustainability of BTL. The context study meant to enable the evaluator to assess the
assumptions underlying development of the Uganda BTL program; the suitability of the BTL
programme for learners the three language groups, and to situate Luganda, Dhopadhola and
Alur BTL courses within their socio-cultural context.

24 In-depth Assessment: Elite and Focus Group interviews

Elite interviews were conducted with individuals who are most knowledgeable with BTL in
Uganda. These were meant to provide in-depth understanding of the processes of BTL, the
perceptions of what BTL stands to achieve, and the expectations of stakeholders is necessary.
Interviews were obtained from individuals from the Institute for Teacher Education, Kyambogo
(ITEK); National Curriculum Development Centre (NCDC); and the Ministry of, all of them
educators in managerial positions. Interviewees were asked to describe their involvement in the
BTL programme; their perceived efficiency of BTL as an approach for acquisition of literacy
skills; the degree of congruence between the BTL project goals and implementation, and the
National Curriculum goals; problems that may hinder the success of BTL; and, the preparations
that need to be made if BTL were to be implemented in all primary schools in Uganda.

Focus group interviews were held with different groups, namely teachers in BTL classrooms,
Head Teachers in schools with BTL classes, and community-advocacy groups (see Appendix B
for interview schedule). Focus group interviews afforded interviewees the opportunity to discuss
interactively with the evaluators and each other, their experiences, expectations, and attitudes
on the BTL initiative. The evaluators also had an opportunity to do in-depth probing on aspects
on BTL encountered in the document review, as well as verify aspects gleaned from other
sources.

Teachers in BTL Classrooms

Four focus group meetings were held for teachers from schools in three of the four BTL pilot
districts as follows; Nebbi (Apar ario COPE, Kelle, Omoyo and Owiny); Masaka (Ggulama,
Kabusegu, Kigeye COPE, and Nakateete); Kamuli (Kamuili Boys, Kamuli Girls, Rev. Nayenga,
and Bulogo COPE). Teachers were probed on the suitability and effectiveness of the BTL to the
Ugandan context; whether or not they are experiencing increased professional satisfaction in
their jobs as a result of their involvement in BTL; whether they relate better with learners in the
BTL class as compared to the non-BTL classes they have taught previously; whether progress
that the learners have made is below, or exceeds their expectations; and, the adjustments that
need to be made in their school to regularize BTL in their school.

Head Teachers

Two focus group meetings of Head Teachers were conducted. The evaluation will take
advantage of the regional head Teachers’ meetings that are convened periodically at social
centers. Head Teachers will be probed on the suitability and effectiveness of the BTL to the
Ugandan context; whether they have observed any changes in the professional conduct and
attitude of the BTL teachers, as compared to their typical conduct, and the conduct of non-BTL
teachers; training and other school-based support for their BTL teachers; whether progress that



the learners have made is below, or exceeds their expectations; and, the adjustments that need
to be made in their school to regularize BTL in their school.

Centre Coordinating Tutors

Centre Coordinating Tutors (CCTs) are, for all intents and purposes, education extension
workers. One or two focus group meetings of CCTs will be conducted. They will be asked about
their perceived suitability, effectiveness, and sustainability of the BTL in the rural areas from
which they operate; whether the demand for training and other school-based support has gone
up with the introduction of BTL; whether progress that the learners have made is below, or
exceeds their expectations; and, the adjustments that need to be made in their school system to
accommodate BTL in all primary schools.

Community and Advocacy groups

It will be important, during the course of the evaluation, to interview community groups for
possible areas of input into BTL, and to ascertain if any BTL advocacy work is necessary.
These groups will be asked to share their perceptions and explanation for low literacy rates in
the education system; their knowledge, if any, and perception of the BTL project; evidence that
they would like to have if they are to promote adoption of BTL as the literacy approach for
Uganda; preparations that need to be made if BTL were to be implemented in all primary
schools in Uganda, and plans for partnerships with NGOs and the private sector and advocacy
work to be done to ensure sustainability of BTL.

2.5 Questionnaire Survey

The questionnaires survey was used for cross validation of data obtained from the context
study, from interviews and focus groups, and from learner assessment data. Even though the
survey will utilize a sample that is more representative of those involved in the BTL pilot. self-
administered questionnaires required respondents to provide information about their satisfaction
with different aspects of the BTL pilot programme. Whereas the in-depth study was aimed at
understanding what issues were important in bring the BTL approach to P1 classrooms, the
survey methodology would provided information on the extent to which different stakeholders,
agree or disagree on the issues, share certain views and perceptions, and how strongly those
views are held. Questionnaires for BTL teachers, P2 teachers at non-BTL schools, Head
Teachers at BTL schools, and CCTs were developed by the evaluator. The Survey
Development Work Group reviewed the questionnaires to ascertain adequate coverage of all
BTL evaluation questions, as well as to ensure that the language used is at clear, free of
cultural and gender bias.

2.6 Classroom Observations

To get a more complete understanding of the learning situation, one member of the evaluation
team was responsible for collecting data on learner behaviours in BTL classroom, and compare
them with those in non-BTL classrooms. Observations in the BTL classrooms examined the
extent to which classroom use the prescribed BTL methodology. In particular, classroom
observations covered classroom management practices, use of the BTL methodology and
materials, and learners responses to the BTL course. In non-BTL classrooms, teachers were
asked to provide information on the methodologies they use to teach reading and writing, the
materials, as well as the manner in which learners respond to these.

2.7 Learner Performance Assessment Test



The Assessment Working Group (AWG) was responsible for producing the learner achievement
test, developing the grading scheme for the test, and training personnel for test administration
and grading. This group comprised two test development specialists from UNEB, three
language testing specialists (one each for Luganda, Dhopadhola, and Alur) also from UNEB,
two BTL teachers, one non-BTL teacher, one TOT, one early childhood curriculum specialist
from NCDC, and the lead BTL consultant. UNEB had the overall responsibility of coordinating
this group, with the local consultant supporting it throughout the duration of the evaluation.

The process to be followed by Assessment Working Group was to conduct an analysis of the
Uganda P1 curriculum in the learning areas of Local Languages, basic numeracy skills, and the
Lifeskills learning areas, to ascertain congruency with the objectives of the BTL programme, or
the lack thereof. After delineating the content for P1, a content map was constructed. A content
map is, for this purpose, a two-way matrix that delineates the curriculum content against the
dimensions that the curriculum aims to attain. The content is expressed in instructional
objectives, preferably terminal objectives. This content analysis culminated into the
development of a test plan, where the Assessment Working Group made deliberate decisions
on which objectives to sample for testing, the relative weighting of the cognitive/affective
dimensions, and the format on which they will be tested.

An attempt was made to develop a test that integrates all three learning areas of literacy
numeracy and lifeskills. However, items assessing numeracy skills were discarded from the final
version of the test since they were too few to generalize to the domain. Even though the group
was required to develop the three literacy tests simultaneously rather that translating one
language form into the two other languages, the final test was translated from English into the
three language groups. As was anticipated, translation of L1 equivalent phrases introduced
extraneous difficulty in some of the tasks. The test comprised of three tasks as follows;

a) Dictation: Task 1 was a dictation task involving language reception and production skills.
Three sentences of content were prepared. During testing, the administrator read the
sentences out loud the learners a number of times, following which they were asked to
write them down. To perform well in this task, learners had to recall what was dictated,
as well as translate it accurately into text.

b) Picture story writing: In Task 3 lerarners were presented with a picture showing a typical
scene. The test administrator discussed the picture briefly with the learners and assisted
them to produce the first sentence of the story. Learners were then required to write four
sentences, describing what is taking place in the picture. This task assessed both the
learners’ ability to write in narrative form as well as their creativity, which was assessed
both as a literacy skill, and a lifeskill of creative thinking.

c) Reading Comprehension: A short paragraph was presented to the learners and asked to
read them silently. Each learner was then taken aside and asked three questions about
the text. Two of the questions required literal recall, while the third question required
some degree of inference. The task will assessed learners’ comprehension skills, as well
as a lifeskill of communication and confidence in responding to the test and the
interaction with the administrator.

The test was pencil-and-paper and performance-base in some part. Scoring rubrics were
developed not only for clarity and ease of scoring, but also to bring scorers to the same
understanding of what constitutes mastery performance. Also, in order to enhance uniformity in
assessment administration procedures, a test administration script was prepared. The
assessment instruments and procedure were trial tested for clarity of the tasks, task difficulty,
and the time it takes for the learners to complete the test.



The assumption behind the development of the test was that all learners are in Stage 3, hence
all learners in the sampled schools will be tested. A sample of BTL P2s were targeted for
assessment. The test was also administered to a sample of learners in P2, P3 and P4 in non-
BTL schools. The scores of the Stage 3 learners in the BTL schools are compared with the
scores of Grade 2, Grade 3, and Grade 4 in non-BTL schools to ascertain grade equivalence in
reading programs, if any in the next section.

2.8 Data Collection

Sampling was at level of the school, both BTL and non-BTL learners. In most cases once the
school is selected, all BTL classes in that school will be tested. In the case on non-BTL schools,
only one class per grade (P2, P3, and P4) in each school was tested. The estimated population
of BTL learners in the Uganda pilot was 10 000. The target sample size was 10 - 15 percent of
the population. In addition to the data that was collected in the process of understanding the
Ugandan context, four evaluation teams will be deployed to the four districts.

Each evaluation team was made up of 4-5 persons, including the team leader. Two people were
responsible for administering the test, while one person was responsible for collecting data from
the teacher (enrolment and attendance data, and the self-administered teacher questionnaire).
Another person was assigned the responsibility of collecting data from the head teacher, the
CCTs, and other education personnel. Even though 1060 learners were tested, only 640 were
included in the quantitative analysis due to errors in coding. The comparative sample from non-
BTL schools will be about one-fourth of the BTL sample.



3.0 FINDINGS OF THE EVALUATION

This evaluation was investigating the BTL pilot project as a means of local language acquisition
within the UNICEF framework of friendly schools. The results of the evaluation have been
organized in headings that correspond questions that the evaluation set out to investigate.

The first heading addresses the issue, “child-friendliness” by describing the characteristics of
the learners, their age, prior school attendance, and whether their home environment includes
parents and/or guardian. Anecdotal evidence on enrolment, attendance and general
impressions on demand for BTL is also explored. The discussion on the teaching and learning
environment describes the characteristics of the teachers, the learning environment, the
curriculum content, and the interactions between these factors. A brief discussion on the home
environment addresses the issue of whether the home provides an opportunity to enhance
learning by way of supervising homework, and availing additional literacy materials to the
learners.

The question of whether children in BTL classrooms are experiencing success in reading and
writing is central to this evaluation. After taking the same test, scores of BTL learners are
presented and compared with those of learners in non-BTL schools. Scores are dissagregated
by sex, district, and subscores of different tasks. An attempt is made to link, at least in part,
factors in the school and home to achievement of literacy.

The heading that concludes this section addresses issues of sustainability of BTL. Here we
report findings on the issue of suitability of BTL materials to the Ugandan context, and explore
the need for adaptation of materials. Mainstreaming the cost and functions of BTL is also
explored.

3.1 BTL Classrooms: Are they Child-friendly?

Learner characteristics

The evaluation sample comprised of 20 schools across the four districts that are piloting the
BTL approach. There were 10 regular BTL schools, 5 COPE schools that were also using the
BTL methodology, and a sample of 5 non-BTL schools, to be used as a control group. A total of
1060 students were tested. Table 1 shows the total number of learners who made the
evaluation sample, by sex and school type.

Table 1: Total number sampled for evaluation

Boys Girls All examinees
BTL 391 (51.7) | 364 (48.3) 755 (100.0)
Non-BTL 96 (31.5) | 209 (68.5) 305 (100.0)
All examinees | 487 (45.9) | 573 (54.1) 1060 (100.0)

All BTL learners (755 of them) were nominally in a P2 class, but pursuing BTL P1 curriculum.
The non-BTL learners, P2s (79), P3s (119) and P4s (107), were pursuing a traditional reading
and writing curriculum. Even though a total of 1060 students were sampled as shown above,
scores of 420 learners from Tororo district were disqualified, due to coding errors. The
remaining 640 learners came from 12 schools, 9 BTL and 3 non-BTL. Findings that use student
data this is quantitative will be confined to only those 640 learners. All learners will be included
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in findings using qualitative data.

The mean age of 640 learners who were tested was 10.1 years. As expected, COPE learners
were older that the regular school children with a mean age of 12.6 years while the mean age
for BTL learners in regular schools was 8.9 years. The differences in the age of learners of
different categories were significant.

About 50 percent of those who reported on preschool participation (500 of 640) indicated that
they had attended preschool. Compared to preschool participation in developing countries (27.6
percent in Botswana, for instance) a lower level of preschool participation was expected.
Reporting on prior preschool attendance becomes even more suspect if we consider that
performance on the BTL test, both for BTL and non-BTL learners, favours those who reported
that they did not attend preschool. It is not clear how “preschool” was interpreted at the different
schools and centres since a number of learners, especially COPE learners, may have attended
formal school before.

On the whole, learners who are enrolled in primary schools in the four districts had a normal
home background. 85.8 percent of the learners were living with either or both of their parents,
while only a small proportion (6.6 percent) was living with distant relatives. Only 4.4 percent of
them were orphans with both parents being deceased, while 17.6 percent of them had only one
living parent. Given what is known about the number of HIV/AIDS orphans in Uganda, it was
surprising to have such a low number of orphans in a random sample of young learners. One
explanation for this resu