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Executive Summary

The purpose of theChildto-Child Approach for School Readiness Progranf@t€SRP) i®

i mprove chil dr etmdughachitthbeoted,peer eitaridgappreatsthat engages
older children(Young Facilitatorsjo conduct early learningactivities with preschool aged
children in their home village®&y the end of the programme, children are expected to achieve
basic preliteracy and numeracy competencies that can support their successful transition into
Grade 1.

UNICEF contracted then@rio Institute for Studies in Education at the University of Toronto to
condwt an independent evaluation to determinehether children who participated in the
CtCSRBRave better school readiness and early learning skills compared to children who have no
participated in the programme. In addition, the evaluation investigated the programme benefits
for Young Facilitators, families and teachers, and explored phecess of programme
implementation andssues related programmsustainability.The findingsrbm this evaluation
were intended to identify programme strengths and weaknesses that coulgsbd to inform
future decisions about improvinguality or scaling up the programme.

Main Findings

The overarching finding is thatoungchildren who participated in the CtCSRP had significantly

higher scores oall early numeracy and literacy tastested compared to children in the control

group. Positive outcomes were found across all geographical regions in the study, and there is
someevidence that the programme effects are larger now than during the pilot phase of the
programmefive years agoTheCt CSRP appears to have an i mpact no
skills but on their social skills as wé&hrough the programme, childrédearned to communicate,

express themselves and ask questions, were less afraid of school, had friends when they started

school, knew the school rules, were more disciplined and motivated, and were more interested

in starting primary school. The CtCSRP app® have animpactomhi | dr en’ s success i
in the both the short and mediusterm, including in the areas of eime enrolment, academic

achievement and dropout. However, because of the absence of longitudinal data on cohorts of
intervention andcontrol children, these findings should be treated cautiously.



Young Facilitatorfelt happier at school, were more confident, and had more positive attitudes
towards learning as a result of participating in the CtCSRé&sults from the Young Facilivat
surveyalsosuggest that theiperformance in school improved as a resulipafticipating in the
CtCSRBPBoth teachers and key stakeholders remarked upon the improvement of literacy skills
among Young Facilitators and noted that the programme enhatioeir leadership skillstheir
interest in becoming teachersind increased their sense of belonging in the community.

Results from the @rent survey indicate that theiunderstanding of the importance of eiime
schoolenrolment improvedas a result ofie CtCSRP and, furthermore, parents in the CtCSRP
showed higher scores on awareness of the importance of child development and activities in the
home for promot i ng tharhparénts of ehiidres in theacontrof grdupe Resufts n g
from the teacher surveysuggest that teacher understanding and use of ebddtred teaching

methods improved as a result ttieir participation in the CtCSRP and more chilendly and
cooperativelearning environments have been created. While few of the teacheaved in the

CtCSRP are early grade teachers, there was some indication of indirect spillovers into Grade 1
cl assr ooms, where teaching became ¢achkGrade and,
1 has been enhanced.

This evaluation has shownahthe CtCSRP has expanded very rapidly from an initial three pilot
schools in three regions in 2008, and there is considerable enthusiasm for further expansion. As
might be expected, in the course of bringing the CtCSRP to scale, there have been rgignifica
challenges to programme fidelityMaterials needed to deliver the programme are unevenly
distributed and young children rarely receidehe early learningkit of books and materials
proposed in the original CtCSRP dedtgmthermore, not alteachers ad Young Facilitatotsave

the appropriate guides anddining of teachers has not happened as regularly as envisioned in
the programme design often with gaps as long as three years between trainiBgsting
estimated put recurrenper childcosts of theCtCSRBomewhere between USD $1@ USD $53

per child.Qurrent funding—even inworedassupported by UNICERIoes not presentlyprovide

for all the materials needed for a high quality programme delivery.

Recommendations

Based on the evaluatidiindings, the following recommendations are presented for the future
implementation, sustainability and expansion of CtCSRP:

1. Expand Resources to Ensure Quality and Sustainabilitybe implemented effectively and
equitably, this programme requires thatfficient materials be in place for children, Young
Facilitators and teachers. Training for teachers and Young Facilitators must be conducted in
regular cycles, and materials must be updated to reflect local language, cultural background
and needs.

2. Erhance Access for Vulmable and Disadvantaged Children, both Young Participants and
Young FacilitatorsCchool directors and community leaddnave an important role to plain

identifying and recruitinghe most vulnerableyoung children for the programmencluding
7
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those children from families with low levels of maternal education

3. Focus on Literacy as one important piece of a holistic approach to early childhood
development. The CtCSRP takes an appropriately holistic approach to early childhood
develpment, and it is important to recognize its contributions not only to literacy but to
numeracy and broader psycksmcial development. However, the broader findings of this
evaluation suggest that while the CtCSRP enhances literacy, children who attedtCBRP
still have surprisingly low scores in early writing and reading.

4. Ensure Alignmenand Integration with National Plan for ECCEo maximize the benefits of
the CtCSRP, it must be aligned with the other three pillars of ECCE in Ethiopia including parent
education, health and stimulation, arfdrmal school readiness programs offered through
pre-school education.

5. Future Researchylonitoring and EvaluationFuture research is needed to assess the relative
effectiveness of not only of different progamme delivery models for the CtCSRP, but also to
decide how to align the CtCSRP can betet be
expand zero class. As noted in this evaluation, further research is needed to understand the
medium and longeterm impacts of the CtCSRP (for example on school completion and
primary school learning outcomes), and to explore the cost effectivene8s®edCtCSRP as
compared to other ECCE interventions. Smaller scale studies could provide useful information
on how the programme could benefit children with disabilities or those in pastoralist
communities, and provide more evidence on whether and howG@hESRP enhances the life
chances of Young Facilitators.

In conclusion, the results of this independent evaluation indicate that the Ct@SRPsignificant
impact onc h i | dah@lnréadiness, is easy to scale, and is enthusiastically supported by key
stakeholders, parents and teachefBhe considerable momentum in national plans for expanded
access to ECCE suggests that this is an appropriate time for a rigorousstalgeomparative

study of the impact of different packages of ECCE interventions on learning and other childhood
outcomes in Ethiopiawithin which the CtCSRP may continue to play a substantial role
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Chapter 1 Introduction

TheChildto-Child Approach for School Readiness Programme in Ethiopia (hereafter théoChild
Child School ReadineBsogrammeor CtCSRRyas ploted by the Government of Ethiopia with
support from UNICER 2008/09,with the aim of improvingc h i | dscheoh reaglinesby
engaging older childreas“YoungFa c i | i wha tooduciearly learningactivities with pre
school aged children in their home villages.

This reportpresents the findings froman impactevaluationthat estimated the effectiveness of
the CtCSRI UNICEBupported areaby comparing the early learning outcomes of children who
participated in the programme against those who did not participate. The evaluation was
commissioned by UNICEF Ethiopia emaducted between Octobe2013and January 2014he
evaluation answers the following primargsearchquestion:

Do children who participated in th€tCSRRave better school readiness and early learning
skills compared to children wh have notparticipated in the gogramme?

The report also includes findings from a process evaluatitthrat focused on describing the
evolution and implementatiorof CtCSRPIt provides an overview of th@rogrammeand its
implementation in different regions of Ethiopidlustrates its relevance and issues related to
sustainability,explores the cost and cost effectiveness of fhhegramme and describeshe
perceivedeffects of theprogrammefor YoungFacilitators families and schools.

The report is organized as follows. Thigoductory chapter providebackgroundnformationon
early childhood education in Ethiopiand onthe origins and objectives of the CtCSRRiso
offersan overview of the evaluation design and methodology for the study. Chamgpl@res
the CtCSRRodel and its implementation and costs; Chaptexploresthe programmeés impact
on pre-schootaged children; and Chapter4 examinesthe programme’ perceivedeffects on
Young Facilitators parents and schoalChapter 5concludes the report bysummariing the
evaluation findings and makg keyrecommendations.The report incorporates feedback from a
validation workshop held by UNICEF and the Ministgducation in Addis Ababa on March 20
2014.



Early Childhood Education and Care in Ethiopia

Around the world, it is increasingly understood that first 2000 days (from conception to age
6) arecritical for lifelong cognitive, psychologicahd emotional development. Progranes that
provide early childhood education and other services are viewed as importanttoatyprove
the life chances of the poorest children atacensue that they are ready to learn when they enter
formal schooling at age 6 or Erfgle et aJ.2011). Children who participate in qualitgarly
childhood education and car&CCEprogrammeshave easietransitions to primary schoand
are more likely tgprogress througtprimary schal than children who have not participaden
such programmegAboud &Hossain, 2011; Berlinskgaliani, & Manacorda2008; Malmberg,
Mwaura, & Sylv&011; Mwaura,Sylva, & Malmberg2008; Rao et al., 2012; UNESQQD6;
Woldehanna & Gebremedhin, 2012).

In April 2000 at the World Education Forum in Dakar, Senegal, the international community
reaffirmed its commitment to achieviéducation for Alby 2015. The first of six goals of the Dakar
Framework for Action specifi¢se need to expand and improve comprehensive ECCE, especially
for the most vulnerable and disadvantaged childrdie widelyused term ECCE refers to
programmes and processes that support development during the early years of life and
encompasses educatiophysical, social and emotional care, intellectual stimulation, health care
and nutrition. It also includes the support that families, schpalsd communities need to
promote chil dr en’ sHighqaatity ECICRrogcmnvescandeam enportant
pro-poor strategyif made available to disadvantaged childi@iNESCO, 20},sowever,children

from poorer households anffom rural communitiesare least likely tchave accessto such
programmeg(Orkin, Yadete, & Woodhead, 2012NESCO, 201¥/oldehanna & Gebremedhin,
2012.

Over the past 15 yeaisthiopiahas madeemarkable progress towardschievingthe Education
for Allgoal ofuniversal primary educatiorStrongeadership and commitment from the Ministry
of Education (MoE)n collaboration with the efforts ahternationaldevelopmentpartners, have
resulted in therapid expansin of access to schoolingliminating schoofees, construdhg new
schools, training teacherand conductinglocal government campaigns émcourage parents to
enroll their childrenin Grade 1 when they are 7 years old have all contributed to this rapid
expansionEngel2010).However significant challenges sti#main.A largenumber ofEthiopian
childrenbeginGrade 1 when they are older than @nd manyhave difficuly transitioning into
school Approximately 20 percendf studentsdrop out before thg completeGrade 1(Ministry
of Education, 2012ResultfromE t h i @(10 Early $Srade Reading Assessment (Estigéést
that early literacy and numeracy skills are weak, @dhpercentof Grade Zstudentsunable to
read a single word of a short story in their mother tongue (RTI International, 2010).
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Historically, ECCiervices in Ethiopia have not beenegratedinto publichealthand education
services but ratherare provided on a relatively smakcale byprivate, non-governmental and
faith-basedorganizationsin 2007, a situation analysis wesnducted that identified challenges

to the development of ECCE servicEsese challengéscluded high fees, lack of teacher training,

lack of a standard curriculum, lack of culturally relevant storybooks, low teacher salaries and high
teacherturnover,the use of English as a medium of instruction, and, most importantly, a lack of
awareness of the importance of ECCEk{n, Yadete, & Woodhead, 2012 he situation analysis

also identified a number of existing opportunities including a curriculum for ttoesixyear-olds,
althoughnot widely used quality assurance and licensing mechanismsome regionsmany
experienced teacherslthough very few have ECG&ining; private investors, NGOs and religious
organizationswith an interestin ECCEand localrural institutions s uch as woman’ s as:¢
and f ar mer sthat caud supmoithe implemergation olECCEervices

Since 2007the Government of Ethiopiaas paid increasing attention to the provision of early

childhood educationEt hi opi a’'s fourth Education Sector Dev:
for anincrease in gross enrolmettd 20 percentin pre-schoolby 2014 and foa pre-schoolclass

(ref er r podasd o exstinall rdral primary school compoundiéirfistry of Education,

20109. The key target outcomeare to develop a national ECCE steering committee, in addition

to ECCE councilsnegional andvoreda(administrativedivisions to establish national guidelines

on curriculum and teacher training; and to increase the number of trained ECCE teachers from 37
percent to 60 percent. The government'  stodirect i
promoting ECCEnNd providing technical support anguality monitoring

In 2010, the Ethiopiagovernmentalsodevelopedan ECCE Policy Framewankcollaboration
with UNICEF and other nayjovernmentalorganizationdNGOs)Ministry of Education, 2010b)

in addition to anECCE strategic operation plan and guidelimbenew ECE frameworkconsists

of four pillars.The first two pillars, @rental education and a comprehensive programme of early
child health and stimulatiorfocus on children from the prenatpériod to ageéhree and fall under
the Ministryof Health

The thirdand fourth pillars focus onnon-formal and formalschool readinesprogrammes for
children aged 4 to 6l'he third pillarconsists primarily of th€tCSRMPiloted in 200839 in three
regions, this ppgranmeis now according to UNICEF statistidslivered througkchild volunteers
enrolled at more than 354 schools insevenregions of Ethiopid.An evaluation of the pilot
programmeshowed both good gains in school readiness and considerable enthusiasm from key
stakeholders for thggrogramme as will be described in this report

! Oromia, Harari, Tigray, Amhara, Somali, SNNPR and Benisi@&nmguk
11



The fourth pillarcalls forthe establishment of variety ofpre-schoolsthat will be community
based privately run, or faithbased Privatepre-schools are fee paying antbstly located in urban
areas. Government prschools include preschools set up and managedkdheleoffices and
include zero classesattached to government primary schools in urband rural areas, with
teachers paid by parent fees or from community contributi¢@skin, Yadete, & Woodhead,
2012).The Ministry of Education is responsilfier providing an enabling environment feine
establishment of preschools including training teaers, developing a curriculum, providipigy
and teaching materials, providirsgipervision and quality assurance, and registeringgat®ols
at the regional level. It is envisaged that fmehool teachers wilhold a 10month preschool
teachertrainingcertificate from the Kotebe Teacher Education Institute or have attendsga
month course to upgrade their skillsvhich wouldbe offered through the samg=achertraining
institutesthat have been used to upgrade the qualificatiaigprimary schooteachers

In combination the four pillars represent a comprehensivand integratedapproachto early
childhood development that covers the prenatal period to the time when children enroll in
primary school.These new policy commitments by thEthiopian government signaled the
beginning ofimportant gainsfor Ethiopian childrerand a national commitment to the provision

of universal, lowcost and quality ECQifogrammes In 201112, the Ethiopian Ministry of
Education reported thatl.62 million (21.6percen) of the ¢ o u n testimated 7.51 million
children aged 4 to 6 had accessstime form ofarly childhood educatiarOf these 1 3.7percent

of children had access tro class 5.3percentto kindergarten, and 2.percentto the CtCSRP
(Ministry of Education, 2012)n 2013 the Ministry reported that 26% of children agde 8 had
access to some form of early childhood education.

Nonethelessthere are still many challenges to achieving good quality ECCE programmes for the
poorest children, including lack of formapre-schoosin rural areas, a lack of traingute-school
teachers, and a fragmented quality assurance system that does not aehsiirguality pre-school
education is provided to the most disadvantaged children and to rural populatMimssfry of
Education, 2010aDrkin, Yadete, & Woodhead, 201Rlone of thenational planning documents
have budgets attached to themHowever, ly recent estimateonly 0.06percent of the total
budget foreducation in theESDP I\gpproximately115 billion birr,is allocated to federal and
regional government supporto ECCEwith no allocation for teacher training, provision of
materials, operatig costs or teacher salariegOrkin, Yadete, & Woodhead, 2012he ECCE
Framework states that bilateral and multilater@¢velopment partners will mob#e resources
and provide funding for ECCE althoupis not cleamwhich donors will providassistance and how
much will be provided.
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Programme Description and Goals

TheCtCSRWaslaunchedapart of Utlrin GtEatedic plannf20@2009)in orderto

i mpr ov e school teadinesby previdng a low-costinformal education programme. The
programme is not intended to replace comprehensive early childhood education programmes.
TheCtCSRR based on a successful righiased modetleveloped by the Chittb-Child Trus{UK)

in 1987and employs ahild-centred, activelearning approach that engag®elder children on
health and education issueend whothen disseminate their learning to other children, their
families and their wider communities through participatory activitiés.2007 the CtCSRP was
piloted in partnerdip with the governments of six countries: Bangladesh, China, Democratic
Republic of Congo, Ethiopia, Tajikistan and Yei@amtry partners have access to a common set
of learning and training materials, developed by the Gtuk€hild Trustthat areadapted to meet

the localcontext

CtCSRRBses crossage peer tutoringvhereby older children tutoyounger childrerin pairs or
small groupswith explicit teaching suppoih a ceoperative, childcentred learning environment
This type of peer tutoring has been proven
(GinsburgBlock, Rohrbeck, & Fantuzzo, 2006; Rohrbeck, Ginddook, Fantuzzo, & Miller,
2003; Tymms et al.,, 2011; Topping et al., 2Q10)jder children oftenbecome models of
appropriate behaviar by facilitating study sessions, asking questions and encouraging positive
social interactionsgossage tutoring not only helps to develop academic skills, but also enhances
social skills, selsteem and peer reldonships. Peer tutoring benefits all childrenwho
participate the young child gets personalized inputtbé older child who hashigher learning
skills in a ondgo-one or small group setting, while the older child reinfor¢es/her previous
learningas well aglevelops new skillsSThere is some evidence thpeer tutoring interventions

are more effective and show greater gains @ildren from disadvantaged backgroundesr
students in Grades 1 to Bompared to older studentsand when there is awo years'age
differencebetween tutee and tutofRohrbeck et al., 2003)

Primary and Secondaryrogramme Goals

The overall ainof the CtCSRB to help young children successfully transition into primary school
by

1. Enhancingchdr en’ s school r acaddmicnaadssseciersokiondl and |, bot h

ensuring ortime enrolment(Ready Childrgn

2. Ehgaging ol der children and famil(Ready as par

Familie$
3. Improving primary s chlpengage youngghidren ih kearning
(Ready Schodls

13
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By the end of the programmehildren are expected to achieve basic fiteracy and numeracy
competencies that can suppattteir successful transition into Grade 1

In addition to the primary goalcd nhanci ng

secondary goals aindeate ngagi ng
learning and developnga n d

i mproving
childrenin learning Table 11 below outlines the primary and secondary goals forghegramme.

children’s school readi
ol der children anagulyfamilies
primary school s’ capaci

TABLEL.1 CtCSRP Primary and Secondary Goals

Primary Goals
Ready Children

Secondary Goals

Ready Families & Ready Schools

Ensure children who begi@rade 1 have
developed a strong foundation in language,

early literacy and numeraggndthe socialand we | |

emotional skills required for successful
learning in school.

Increase the number of girls and boys who ai

enrolled in grade 1 at 7 years of age (known
on-time enrolment).

Decrease dropout rat

overall primary school performance.

Enable Young Facilitators to develop skills th
supportpres c hool chil dr en
as increase You
attitudes towards learning, their sedfsteem,
and their confidence.

Increasethe awareness gbarents and families
of the importance of childlevelopmentand
on-time school enrolmenthelp families
develops ki I I s for promot
learning.

Enhance Grade 1 teacher understanding anc
use of childcentred teaching and learning
methods.

Increase teacher awareness of how early
childhood experiences significantly influence
chil dr en’ s,adweltasimprdvethe
quality of the teaching and learning methods
and materials they use when teaching.

Foster partnerships between the school
(directors and teachers) and home (parents
and families); enable schools to effectively
address the needs of its youngest learners;
create childfriendly learning environments;
improve educational school standards. .

14



Evaluation Design

Primary Research Question

The purpose of ta impactevaluationwas toestimatethe effectiveness of th€tCSRP UNICEF
supportedworedas andto provide evidence that can be used to inform future decisions about
improving programmequality or scaling up thgrogranme. The first and primary question for
this evaluationaddressedn Chapter3 of this report is

Do children who participated in th€tCSRRave better school readiness and early learning
skills compared to children witr have not participated in the ppgramme?

To answer this question within the time period requested (October 20d3uary 2014p qua$
experimental design was uséd which children who paticipated in the CtCSRFintervention

group) were compared witlthildrenfrom neighbouringschools whalid not have access to the
programme(control group. Data werecollectedfrom three regions in which the CtCSRP is well
established and from schools that receive UNICEF support in order to ensure some similarity in
progammeresourcing and implementation. Data were collected from Grade 1 children in their
first term of schoalAll childrenwho participated in this assessmamére selected from aandom
sampleof schools that were stratified in proportion to the total number @CSRBchools in
UNICESupportedworedas The random selection of schools and children within schredlsced
selection biasas much as possibkend increased the likelihood bhving aepresentativesample

of the population in the regions in which dateere collected.Comparingthe results othesetwo
groupsof children provide robustevidence as tavhether the CtCSR#IB working as intended.
Analysis of covariance (ANCOVA) wasd to determine whether the differenséan learning
outcomes between the CtCSRRyroup and control groupwere statistically significaniafter
controlling forextraneougcovarate) factors that migh@lsoexplain differences in the outcomes
between children(e.g,chi | dren’' s age, family ass)eths and
University of Toronto Research Ethics Bagwdrovedthe study protocofor this evaluation

Secondary Research Questions

A secondary set of questiondiscussd in Chapter4 of this report, addresgs the perceived
effects of theprogrammeon Young Facilitators, familieand teachers/schoois

91 Doesparticipating inthe CtCSRRelp Youndracilitators develop new skills that enhance

the early learning of prachool childrerand i mpr ove YouwesienFacilitat

confidence, and positive attitude towards learning?
91 Doesparticipating inthe CtCSRimprove famiy awareness of the importece of child

development i mprove families’ skills for promot i
i mprove families’ under dimesohdol emglment? t he | mpor
91 Doesparticipating inthe CtCSRP mpr ove teacher s’ unidder st andi

centred teaching and learning methodsnd awareness of how early childhood
experiences influence later learning?
For this set ofesearchquestions, we relied primarily orecall data collected througtsurveys
15
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with the three groups of actordeachers, parents,and Young Facilitatorsin the absence of
baseline data, recall methodlped usto reconstructbaseline informatiorex postand thedata
were triangulatedwith qualitative data from interviews withkey stakeholdersincluding shool
directorsand officials fromWoredaEducation Officeand REBsComparative datavere collected
from parents whose children received ti@tCSRhtervention and parents ofontrol children
No control data were collected fromYoung Facilitators becausewitas notpossible to find a
comparable group of older childrefrom control schoolsgiven that Young Facilitators are
carefully selected by school staff to participateGtCSRFNo control datavere collected from
teacherswho did not participate in the programmé&hisapproachwas deemedasappropriate
for answering secondary questiogiventhe timeline and budget available forithevaluation.
The evaluation timeline did not allow for the collectionbafseline data, prior to the programme.

Process related quéens are answered i€hapter 2 whichfocuseson the implementation and
sustainability of thgorogramme

1 How haghe CtCSRPBeen implemented and how has it evolved?

1 What processes account for any regional or other variation in ESRRNd its
outcomes?

1 How do key stakeholders understand the benefits of HESRP

How do key stakeholders understand the challenges facin@GtoSRP

9 How sustainable and cosffective is theCtCSRP

=

To answer these questions we relied on secondapprts, administrative dateand interviews
and surveys okey stakeholders at theroreda regional and national levels.

Sample Scope,nstruments, and Procedures

TheCtCSRmterventiongroupconsistedof young children, parents, Young Facilitators, teachers,
school directorsand key stakeholders who had the CtCSRP available . thiee control group
consistedof young children and parents who did not have the CtCSRP available to them, but
otherwiseclosely resemblethe CtCSRP grouf control groupmade it possible to infewhatthe
learning outcomes oftCSRPhildrenwould have beerif they had not received the programme.
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Figurel.1 Map and Regions of Ethiopia
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Three regions (Harari, Oromiand Tigray)were selected as the focal point forghimpact
evaluation to enable us to compare and contrast thieerall impact of the programmeon
childreri s | ear ni ragossoregiortsament® sgain an understanding of contextual
differences that influence programme implementation. These regiere selected because they

had been implementinthe CtCSRP for five years and are thus regions where programme impacts
should be most discernadivhen compared to regions that have only recently begun offering the
CtCSRP. Data related to theocess evaluation andnplementation of the programme was
collected infive regions ldarari, Oromia, Tigraygenishangutzumuz, and SNNPFRAmhara and
Somali, the most recent regions to introduce CtES#ere not includedn the evaluation design
because they were still in the initial stages of programme implementation.

Our methodology for selecting our sample of schools was as follows EBpHivided a lisof all
UNICE#Supported schools implementing th&€€tCSRh the three regionswhere the impact
evaluation was conductedhe sampling strategy was to stratify by region (proportional to the
number of UNICES§upported schools in each regip and then asimple random sampling
procedure was used teelectfourteen intervention schools(see Table 1.2)en €hoolsin close
neighbouring villages that wemrot implementing the CtCSRIBut were otherwise similar to the
intervention villageswere selectedor the control group schooldn Tigraywe found upon atival

for fieldwork that the CtCSRPRad been scaled up to cover alloredas Because of thestrong
likelihood that many families had been exposed or affected byQtt@SRmo controlgroup was
selectedfor this regionIn total, the school sample size included 7 to 9 perce@t&fSRBchools

in UNICEfupportedworedas (In Tigray, we could not estimate the sample size due to the
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ongoing scaling up of therogramme) It should be noted that remote schools inaccessible by
public transport were not selectedue to time and budget constraints.

Children were recruited from the catchment area of each CtCSRP and control school. To minimize
possible bias, children were seted by independent researchers using a simple random sampling
techniquewhichused name lists provided by each scho®thool staff did not select childrefhe

sample included 715 young children (415 intervention and 300 contolample size that
permitted a sufficient level of power tobserve significant treatment effects across the total
sample.

Tablel.2 Sample Sizes in the CtCSRP anmttr@l groups
CtCSRP Control Total

Region School Partici Region School Partici School Partici

S pants pants pants
N N N N N N N
N
Young Children 3 14 415 3 10 300 24 715
Parents 3 14 415 3 10 300 24 715
Young Facilitators 3 14 283 - - - 14 283
Teachers 3 14 82 - - - 14 82
School Directors 5 16 16 - - - 16 16
Key Stakeholders 5 16 29 - - - 16 29

Several research instruments were used in this evaluatlostruments such asthe child
assessment, the grent interview, the Young Facilitatorusvey, and the teachersurvey were
adapted from a evaluationo f U N pilet EECSRIeonducted in 2009Instruments forkey
stakeholder interviews (includingNICEF staff, REB and Woreda Education offieiadsschool
director interviews were developefibr this evaluation. The child assessmentparent interview
Young Facilitatosurvey, andteachersurvey were translated int@romiffaaand Tigrinya by a
local professional translation company and were checked for accuracy by local research
assistaits. Each instrument idescribedin Appendix1B. A copy of each instrument including
informed consent formssin Appendix Cto 1G. Wherever possiblejridings from this evaluation

are compared to findings from the 2009 pilot evaluation, also conducted in these three regions,
to assess thextent to whid the programmeeffects havechangedover the years.

Twelve research assistangslof whom areeducatorsandwere blind to the evaluation objectives,
were recruited locally teonductthe child assessmentparent interview Young Facilitatsurvey
andteachersurvey. An international and a nationaksearchconsultant trained these research
assistants during ¢hree-day data collectionworkshop As part of the training, eactesearch
assistant piloted the childssessmentvith a Grade 1 chilct a local school tensureall research
assistants were equipped to undertake thieldwork effectively. An explicit data collection
protocol for thechild assessment ang@arent interviewensured standardized testing conditions
in each study siteThis potocol included a scrigb be used to puthildrenat easeandguidelines
prohibitingthe research assistant frooommeningona child erformance and other behaviors
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that might influenceghec hi | d ' sThareseavwk qomssultants supervised anchitared the
data collection process by visiting the research assistants in their field sites. Once aliedata
collected and sent by the research assistants to the national research consultarttata entry
specialistentered the coded data int&xcelbased templates using a document coniamdata
entry instructions.

Limitations

As with any study, it is important to describe any explicit limitations. In this evaluation, we were

not able to collect basel i npgeprdgiammeduz o timeéh i | dr en’
constraints Furthermoretime and fundingconstraintsprohibited the collection of observational

level data from schools and the Young Facilitators that might shed light on teastdrgtoring

practices. Furthermore, we wermable to access administrative data ontime enrolment and

persistence in school that might enable us asseediumterm impact of the CtCSR®ver

successive cohorts of young children and the Young Facilitatbisally, detailed data on
progammecostwas not made available to us and therefore we have relied on cost estimates

provided by previous reports.

There are severaither limitations inherent to the design of thistudy. First, it was not possible

to collect baseline datéao assess possible pmogramme differences between childreive
discovered soméifferencesin maternal level of education thdvoured children in the CtCSRP
group and di ff er ehatcfavauredthe contloligioup Whila Wesstatiatigadly
controlled for these differecesto examine programme impacthese differences may stitlave
contributed to bias in the result§econdour design did not involve the collectionwflagelevel
covariates or programme qugli data that may have contbutedt o vari ations in «cft
programme experiences. However, we recruited participants randomly fromt@dsention and

control schools that were considered to be similar in termslef economic developmenand

status of their communitiesThird, the sample size and design enabled us to investigate overall
programme effects between CtCSRP and control groups, but was not large enough to provide
robust information about differences between regions and differences in outcomes within the
CtCSRP groupaurth, research assistants were not tdtablind to the programme status of
children. Children were assessed in their homes and for research assistants to deduce programme
status and identify CtCSRP children from control children from their confidencechsand
learning behaviowould be relatively easyHowever, all research assistants were blind to the
objectives of the research evaluation.
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Chapter 2 The Ethiopia Child-to-Child
School Readiness Programme: Origins,
Implementation and Sustainability

In order tounderstand the effectiveness and sustainability of the CtCSRP in Ethiopia, this chapter
presents evidence gathered from document analysis, administrative data, and interviews with key
stakehol der s, parent s, and t e acgneevatutiog larm u t t he
implementation. It also briefly reviews issues related to the cost and sustainability of the
programme. Key questions answered in this chapter are as follows:

1 How has the CtCSRP been implemented and how has it evolved?

I What processes aoant for any regional or other variation in the CtCSRP and its
outcomes?

1 How do key stakeholders understand the benefits of the CtCSRP?

How do key stakeholders understand the challenges facing the CtCSRP?

1 How sustainable and cosffective is the CtCSRP?

=

The Origins and Design of the CtCSRP in Ethiopia

The Ethiopia CtCSRP was piloted in 2008 in Ethiopia, as part of a wider flNUBEFCtCSRP
initiative aimed at improving children’s early e
alowmcost alternative for supporting young childr
formal early childhood education programmes are unavailable or not accessible to most families.

The model uses crosgye peer tutoring: older children tutor younger chién.

CtCSRP Model
According to the UNICEF Strategic Framework (2008) for the CtCSRP, the overall aim of the CtCSRP

is to help young children successfully trangitioto primary school by first enhanci ng chi |l d
school readiness skills (both acaderand sociaj)second engaging older children and families as
partners in chil dthré n’ismpdreovvei lnogp npernitmaarnyd school s’

engage young children in learning. To fulfill its aims, the programme encompasses the tleree cor
dimensions of school readiness:
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V Ready Childrenf ocusi ng on chil dren
V Ready Familiesfocusing on parental and caregiver attitudes and involvement in their

children’s early |l earning and devel opment an
V Ready Schooldpcusing on the school environmerincluding practices that foster and

support children’s successful transition i nt

advance and promote all children’”s |l earning

The programme is intended to provide law-cost alternative to early childhood education
programmesn communities where formal prschools are not available or limited to only a small
number of children. That said, this informal approacmas to replace comprehensive early
childhood educatin programmes. By the end of the programme children are expected to acquire
basic preliteracy and numeracy competencies that can support their successful transition into
Grade 1.

The CtCSRP consists of five activity sets. Each set of activities isdlésigeeen group sessions.

In the seventh group session for all activity sets, young children review what they have learned.
Each set begins with simple tasks that gradually become more challenging. The programme must
be implemented sequentially becausaah set of activities builds upon the skills a child has
acquired and/or developed by completing the previous deach activity has been carefully
selected to support continuous learning and interactidine numeracy activities are designed to
help childen apply mathematical concepts to rddé situations. Children use everyday objects

to solve problems and estimate sizes and shapes, thereby becoming familiar with numbers,
guantities, and counting. P#@eracy activities are based on the four comporef emerging
literacy: listening, speaking, reading, and writing. Children explore literacy through singing songs,
learning poems, making up stories, creating books and reading together, learning sight
vocabulary, exploring sourslmbol relationships, andrawing and talking about ideas.

The design of the CtCSRP involves anor®whder chi l
works with young children to help them acquire school readiness skills including numeracy, pre

literacy, and social did. The young children are suggested to be preschgetl, that is, 4to 6-

yearsold. The proposed structure of the programme is based on weekly club meetings at the

primary school. During the sessions, Young Facilitators work with young children, theder

guidance and supervision of a teachen,a series of planned activities designed to support child
development and learning through play (p. 1Bhe weekly meetings provide children with all the

materials needed to carry out the early learning aciégt Children are encouraged to continue

using the materials outside of the school clubs.

The programrme design documents do not indicate how the Young Facilitators are to be selected.
Srong interpersonal skills, an ability to interact well with youngdrieih and a personal desire to
participate in the programme, in addition to a mastery of basic numeracy and literacy skills, are
important criteria for the identification and selection of Young Facilitators (pg. 13). For recruiting
young children, school dictors and community leaders should collaborate to identify all eligible
children; once children are identified, parents should be informed and encouraged to enroll their
children (p. 13). The Young Facilitators can be involved in this type of mappiity atongside

the school directors and community leaders.
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Programme materials, including four storybooks and an activity booklet for the young children

as well as guides for Young Facilitators and Teachers, are a very important element of the CtCSRP.
The Childo-Child Trust and UNICEF developed materials for use across the countries piloting the
programme (p. 18.6).

T The Young Child’'s Early Learning Pack is a Kk
numeracy including storybooks, countiggmes and basic materials such as paper, glue,
crayons and Scissors.

1 A Guide for Young Facilitators is an e@syse guide that contains stepy-step
instructions for each activity and suggestions for how children can continue to work
together outside thegroup sessions.

1 A Guide for Teachers contains all the information teachers need to facilitate group
sessions. For each session, the guide highlights learning objectives and the materials
needed to carry out the suggested activity. Wanm activities andsuggestions for fun
review activities from the last session are included. At the conclusion of each session,
teachersare expected taeview the suggested home learning activities.

The Young Child’s Early Lear ni ngde fraleakhers, Gui de f
including the purchase of pens for the Young Facilitators and the provisitnef Young Chi | d’
Early Learning Pack a kit with learning materials (pencils, story books, and activity booklets) for

each CtCSRhild, are all mentionedhs key to the delivery of the CtSRhe development and

use of these materialshelpss t r engt hen young chil dren)asd emer gi n.
numeracy.These materials were adapted for use in the three pilot regions in Ethibjaiea(,

Oromia, and Tigray). In subsequent ye#re materials were also adapted for use in other regions

as the programme expanded.

A 2009 evaluation of the CtCSRP during its first year of implementation across the UNICEF
supported pilot countries formed an iportant part of the initial programme design. Entitled

“ Ge t reddyfay school: Achildto-chidappr oach,” this evaluation shc
interest and enthusiasm for the programme in the Ethiopian communities where it was
introduced.Findings fom this evaluation included

1 The training and development of Young Facilitators as community resources to enhance
younger chil dr en’wellrecewved ol readi ness was
 There was amediumi zed positive programme effect on
begmi ng mat hematics and a | arge effect on chi
1 No significant programme impact on families was found and programme impacts on
Young Facilitators and teachergre not easy to discerdue to sampling issues.
9 Stakehol ders noted some challenges associate
Some school directors felt that insufficient teaching and learning materials had been
allocated to each school and that some materials were switedto outdoor learning.
Both school directors and UNICEF staff reported parental concern that the Young
Facilitators’ time spent in the programme t o
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assistance at home although Young Facilitator attendance at the programme remained
high.School directors, community leaders, and UNICEF staff all expressed concern about
the availability of longerm funding to maintain the programme. School directors
believed that the lack of incentives for teachers posed the greatest challenge ttelong
growth and sustainability of the programme as teachers need to spend a considerable
amount of time supervising Young Facilitators and monitoring the programme.

The 2009 evaluation recommended that UNICEF should continue to exploretomdunding
options to ensure the sustainability of the programyaad that the programme developers might
want to modify specific areas of development where less significant impacts on readiness were
found. It also suggested modifying teaching and learning matdiradhiding creating materials
suitable for use outdoors) and enhancing training for Young Facilitators to include a stronger focus
on the use of chileentred methods of pedagogy.

Evolution and Expansion of the Programme in Ethiopia

TheCtCSRIp Ethiopias organized by Regional Education Bureehere responsibility falls under
the Director of Teacher Developmenthe programme was piloted and at least initially
concentrated in UNICEupportedworedas Programme planning documents suggest that at the
woreda level the programme is orgamid by primary Schools Directorsoth teachers and
members ofthe ParentTeacher Association are expected provide supervision (Ministry of
Education 2010)nitial plans in Ethiopia called for teachers from lower primgiades(1 and 2)
and more seniogrades(5, 6, and 7) to be involved in supporting the programme and working
with the Young FacilitatorsNo clear guidelines emerged from our review of peogme
documents or through our interviews with UNICEF and REB staff about how indivihedlas

or schools are chosen to participate in the programme. However, it would appear that the
programme was grafted on to already existing UNICEF initiatives iifispearedasreceiving
longerterm support from UNICEF.

An initial training of teachers and Young Facilitators is an important part of the Et@&iRI in
Ethiopia. Once trained, teachers in each region train the Young Facilitators. Sensitization of
parents and communities to the need for enhanced school readiness is also part of the
programme model intended to be delivered by teachers and schools. The Young Facilitators
receive support from teachers at their local schools, who meet with them at least @nwveek to

assist them in planning their lessons and reflect on their experiences from the previous week of
activities. Tie Ministry of Education anticipates that, eventually, 30 Grade 5 or 6 Young Facilitators
will be trained per school and that eachlivimteract with three to five younghildren (Ministry of
Education 2018).
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In 2007 (E.C 2000YNICEF provided funding for a pilot of the CtCSRP initiative in UNICEF
supportedworedas The CtCSRP was piloted in three pilot schools, one in each of the following
regions:Harari, Oromia, and Tigr&yrom that starting point, the number of schools and regions
implementing the CtC$Has grown exponentially. The programme has expandednigtwithin

the three regions that were the first to pilot the programmisut also regionally to include
BenishanguGu mu z Southern Nations, Nationalities,
region. Within all regions except Harari, it has spreachigantly beyond UNICEF supported
woredas

During the field research conducted for this evaluation, we discovered that there is no single
reliable source of data on the number of schools or children reached by CtCSRP. UNICEF itself only
tracks CtCSRP daila woredasreceiving UNICEF fundingowever, as described aboye¢he
progranme has expanded into many nddNICEF fundedioredas REB keep a closer track of
schools implementing the programe, and as of 201#hcludeboth CtCSRschools and enrolled
children as part of their reporting to the federal EMIS System. However, questions were raised
about the reliability of this reporting. Thubelow we present both the UNICEF data from its
funded woredas and the data provided to us by REB officials during our key stakeholder
interviews.

As can be seen from the UNICEF data in the table b@lahble 2.1)there has been exponential
growth in the programrme implementation from the three initial pilot shools in 2008/9 to an
estimated 3,345 schools in January 2014

2 The first cohort of young children to complete the CtCSRP at these schools is currently in Grade 6.
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Table2.1 CtCSRP in UNIGEE&pported Woredas

SNNP, Benishangul Gumuz, Somal
Amhara)

Year Regions # of schools Remarks
implementing CtCSR
2008/2009| 3 regions (Oromia, Tigray, Harari) | 20 schools Pilot
2009/2010| 3 regions (Oromia, Tigray, Harari | 71 schools 2"dyear of
piloting
2010/2011| 5 regions (Oromia, Tigray, Harari, | 410 schools Scaled up in 2
SNNP, Benishangul Gumuz) more regions
2011/2012| 7 regions (Oromia, Tigray, Harari, | 756 schools Scaled up in 2
SNNP, Benishangul @uz, Somali, more regions
Amhara)
2012/2013| 7 regions (Oromia, Tigray, Harari, | 1,103 schools
SNNP, Benishangul Gumuz, Somal
Amhara)
2013/2014| 7 regions (Oromia, Tigray, Harari, | 3,345schools

SourceUNICEHEthiopia, January 2014.

REB reported an even more impressive expangdioing our field research. While the
programme has not expanded beyond UNIG&tpportedworedasin Harari, the REB reports
that all 1800 schools Tigray are currently implementing the CtCSRP. This is the largest

expansion experienced in any region and represents a unigue effort to universalize access to the

programme.
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Below are the data on expansion provided in our interviews with REB officfate regions:

91 InHarari the programme was piloted in one school in 2000 E.C. and has expanded as follows:

0 In 18 rural schools in 2010 (2003 E.C

0 In 20 schools in 2011 (2004 E.C.), two of which were urban.

0 In 29 schools, 2 urban and 27 rural, in 2@t2l 2013 (2005 and 2006 E.C.) (An REB
official reported that data from 2000 E.C.2002 E.C. was unavailable.)

1 In Oromig the programme was piloted in one school in 2001 E.C. and has expanded as
follows:

In 21 schools in 2002 E.C.

In 131 schools in 20@.C.

In 439 schools in 2004 E.C.

In 472 schools in 2005 E.C.

Data from the REB was not yet available for 2006 E.C. except that the programme was
being implemented in 131 in 32 UNIG&pported woredas.

O OO0 oo

1 InTigray, the programme was piloted in one schooRB00 E.C. and has expanded as follows:

o In 2 schoolsin 2001 E.C.
o In 7 schools in 2002 E.C.
o Inall 1800 schools in 2003 E.C.

1 InBenishanguGumuz the programme was also piloted in 2002 E.C. in Amharic in one school
and has expanded as follows:

0 In 24 schools in 2003 E.C.

0 In43 schoolsin 2004 E.C.

o0 In 2005 E.C. the programme was also offered at 4 schools in three local languages:
Barta, Gumuztigna, and Shenashenya.

o0 In 48 schools in 14 woredas In 2006 E.C.

1 In SNNPR, the programme was fiofiered in 4 pilot schools in Sidamo (Sedaminia) in
2003 E.C. and has expanded as follows:

0 In 55 schools in 2004 E.C.

0 In 107 schools in 2005 E.C.

0 The only 2006 E.data availableare from UNICEF: 80 schools are implementing
the programme in 8 UNICEEpported woredas The REB reports that CtCSRP
materials are currently being printed in Gedeofa and Amharic.

UNICEF reports that the programme is presently offered in seven local languages: Amharic,
Oromifa, Tigrinya, Somali, Gedeofa, Sedaminia, and Harhe. REB in Benashegui Gumuz
reported additional languages of delivery: they now offer the programme in the three local
languages of Barta, Gumuztinga, and Shenashenya, having gained the ability to do so because a
first cohort of primary children educated these languages has entered Grades 5 and 6 and can

be engaged as Young Facilitators (2006 E.C.).

Key stakeholders in all regions described to us with considerable enthusiasm how they decided to

expand the CtCSRP after the pilot ydmsed on the posive results they witnessed. A few also
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mentioned the support received from UNICEF that had made this expansion possible. REB officials
in all regions told us that there is strong demand from parents and communities to expand the
programme. Their commentgflected both enthusiasm and a sense of the challenge involved in
rapid scale up. For example:

1 In Harari, REB officials are eager to expand the programme but report that they need
more funding to do this, and that UNICEF support has gradually been diegreas

1 In Oromia, REB officials plan to expand the programme tecttdasin 2006 E.C.

1 In SSNPR the REB reports that maiagedashave already started to provide the CtCSRP,
but without materials or training. Some simply copy the materials from neighbgurin
woredasand implement the programme. The REB plans to translate the material into all
15 local languagesut lacks funding to do so.

1 In BenishanguGumuz, a WoredBducationCOfficer reported that some communities are
“strongly de man daiEducation Officestexpand the pkigramend to their
areas while an REB official noted how the REB wants the programme to be offered in
more local languages.

One of the interesting findings from this evaluation is relai@the overlapping provision akro

class(0 classpand the CtCSRP in some regions. The Government of Ethiopia is committed to the
expansion okeroclassfor children at age 6, and generally children who attearb classwill not

be eligible toparticipate inthe CtCSRP. Across the imts, enrolment inzero classranges from

50 to 80 children per clasand there is very limited funding for materials, irdtaicture, and

teacher trainingIn Tigray the REB is implementing a model in whicind 5yearold children

may participate inthe CtCSRP and then movezero classwhen they are 6, and from there to

Grade 1 when they are 7 years of age. In some cases parents appear to prefer the CtCSRP over
zeroclass f or exampl e, in Oromia an RH®RChidtoteioci al not
classbecause Chib-Chi | d i s in a home in the village and |

As of 2012, all REBs have begun to report onspleol enrolments in the Educational
Management Information System, including numbers from the CtCS&B, class and
kindergarten. However, while schools and sowmedashave kept local statistics on children in
the CtCSRP, there is no source of reliable longitudinal aajgrdgta on the growth in the number
of schools andvoredasin the programme, nor on the total number of children reactwedheir
progress through primary schqalor the total number of children reached his issue deserves
attention, as it is essential for understanding the longem effects of the programme on success
in schooling.

Findings on Programme Implementation

In what follows we outline findings on key aspects of programme implementation gathered from
each region, includgprogrammestructure, training andmaterials, role of Young Facilitatoes)d
role of teachers. We focus in particular on the extent to which the programme is being delivered
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in ways that match the programme design as set out in the Ethiopian and tiieEBNide CtCSRP
documents.

ProgrammeDelivery and Structure

Field research, including surveys and interviews with key stakeholders, showed that the CtCSRP
in Ethiopia is generally being implemented according to the plans and programme design
describedabove. The CtCSRP generally runs for 35 or 36 weeks in all regions. CtCSRP sessions are
conducted in the villages where the young children live, with sessions being conducted near the
children’s homes: under t he s hiratikdhome bf agoungr e e,
child or a community member. Some communities have provided benches for the young children

to sit on.

Young Facilitators and young children meet in learning sessions that are one to three hours long
and are held once or twice weekdyer a 36week period during the school year. The number of
hours that Young Facilitators teach the young children each week varies across regions and across
schools within regions frorane hour once a week to as much &go days a week fotwo hours

(as reported by Harari REB). Key stakeholders commonly reported that each Young Facilitator
works withfive young children. (One stakeholder reported that some Young Facilitators work with
sixyoung children.)

Key stakeholders across all regions ocuonly described how the CtCSRP teachetrwith Young
Facilitators as a group during the week (in some cases for one hour). The teached #duwise
Young Facilitator on how to teach, what local materials to use, and what to cover in the next
CtCSRP sessiniith the young children. Young Facilitatorstméth children on Saturday and/or
Sunday (or in some cases also during the week). This is different from the originalimaetiah
teachers supervised the weekly CtCSRP sessions with young childrenh&fteeakly CtCSRP
session or sessions, the CtCSRP teacloargbit together the Young Facilitators to evaluate and
discuss the session(s): what were the challenges and how to overcome them. Teachers also
periodically visiéd the Young Facilitators and youwdildren in their home communities. How
often this visit occurs depends on several factors: how many Young Facilitators the teacher is
supervising, the distance of the communities from the school, the health of the teacher, etc.

On the whole, Young Fadilibrs appeaed to be implementing the activities and sessions with
young children as per the programme desilgrthe Young Facilitator survelyeywere presented
with eight statements regarding the types of activittegy do with young children as parf the
CtCSRPhe Young Facilitator survey response choices were as folkst all, A little andA
lot.

Table 2.2 shows that mosbf the time Young Facilitatorsndeed focused often on promoting a
range of readiness skills targeted ®§CSRPThe Young Facilitatohelped their tuteesto learn to
countfrom 1 -10, to recognize and name shap@ssort objects by size and shape, aodcarry
out simple addition and subtractiooperations They were somewhat less likely lhelp children

to learn towrite their names, to read, sing songs, or say rhynaerestingly, 2e27 percentof
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the time the target activities were not implemented that often, and f$ercentof the Young
Facilitators reported that they did naarget at all activities suchése ar ni n g
sing songsplay withrhymes,or learningto read. Additional work is needed to explore the source

of this variance- whether it is linked with specific regions, lack of proper training materials, low

attendance, and so on.

Table2.2 Frequency of CtCSRP Early Learning Activities as Reported by Young Facilitators

thamewr i t e

A lot Alittle  Not at all
Did you help children to write their names? 66% 27% 6%
Did you help children to count-10? 86% 12% 2%
Did you help children sort objects bize and shape? 74% 23% 4%
Did you help children make simple patterns? 71% 23% 6%
Did you help children add and subtract? 71% 25% 4%
Did you sing songs and say rhymes with children? 73% 20% 7%
Did you help children read? 71% 24% 6%
Did you help children recognize and name shapes? 76% 21% 4%

Note:n = 283
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Young Child Participants and Their Selection

According to our surveys, the young children who particigatethe programmewere typically

aged 6 (and between ages 5 to 10). Children were therefore slightly older than the 4 to 6 age
group specified in the original programme modé&k can be seen in Table82results from the
parent interview indicatd that overall,79 percentof children participat@ in most sessions or all
sessions, while 2ftercentparticipated in half or fewer session#lso as can be seen in Tabl8,2.
there were regional differences in survey results from parents: more young children attend the
programme sesens regularly in Harari and Tigrsmcompaison withOromia.

Table2.3 Children's Attendance in CtCSRP as Reported by Parents

Total Oromia Harari Tigray
(n=415) (n= (n= (n=
235) 60) 120)

Young children participated 31% 11% 95% 35%
in every or almost every
child-to-child session
Young children participated 48% 58% 3% 53%
in most sessions
Young children participated 21% 31% 2% 13%

in about half or fewer of the
child-to-child sessions

The most common reason that children missed CtCSRP se@saeported by eighpercentof
parentswith children in the progammelas that the child was needed to help at home or in the
field. Approximately two percent of parents reported their children did not participate for the
following reasons:

T concern for child’'s safety (programme was
9 their child and/orfamily was treated badly by others at the programme

1 no one was available (adult/older child) to take the child to the programme

1 they did not believe that this programme was benefiting the child

9 the child was not interested in the programme/did not wishcontinue.

Nevertheless, 99ercentof parents ( = 406) reported that they were happy that their children

participated in the programmeTo illustrate, avoredaofficial in Oromia noted how they had a

graduation ceremony for the first cohort of younbildren who completed the CtCSRP in 2003
E.C.
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As noted, the CtCERloes not prescribe how Young Facilitators select the children they will work

with, though in most cases they are described as taking on five young children. In some cases

these young childkn may be the Young Facilitator’ s sibli
original programme model which suggests that school directors and community leaders should
collaborate to identify and select young childr8inere is some variation by region. Fexample,

in Oromia we were told that elders and other community members choose which young children

will be selected to participate in the programme. Various regions have introduced ways of

ensuring that opportunities to participate anmore equally distbuted. For example, school

representative in Harari noted that Young Facilitators could only choose one child per family to

give children from different familiesn opportunityto participate.

Teachers and Training

According to theeachersurvey results, teachers in the CtCSRP had one to 23 years of teaching
experience, with an average efght years. There were no major regional variations in the
characteristics of teachers in the programme. Field interviews suggested that teachers
volunteeredfor the programme and often bame enthusiastic advocates for it. Key stakeholders

in all regions reported that they did not haweuble recruiting teachers to participate ithe
CtCSRP.

The UNICER008) Stratedc Framework for the programmsuggess that teachers from both
Grade 1 and higher primary grades (Grades 5 astid@)ldbe jointly responsible for coordinating
and implementing the programme. The rationébe this recommendations thatit is not enough
for Young Facilitator® be supportedby their current teacherand that they need also guidance
and support from primary levelGrade 1 and 2 teachersvho are more aware of the kind of
developmentally appropriate readiness skills that need to be fostered i€t@&SR Based on our
field visits and interviews, in practice it seems that CtCSRP teaateargst often teaching upper
primary school grades (such as 5 andrd not in the primary grades

Training of teachers is an important part of the design of the CtCSRP. However data from key
stakeholders regardinghe implementation of teachertraining indicated that it varied
significantly a fact that may contribute in turn to the quality of implemation by the Young
Facilitators and ultimately, to child outcomeg-or example, in Oromia some school directors
noted that there one round of trainintpat lastedfive days at the Woreda Education Office several
yearsearlier, but no other systematic timinghad takenplace since therOn the other hand, one
school director reported thathe Woreda Education Officer trains CtCSRP teadres or twice

a yearandanotherindicated thatCtCSRP teachers are trained at the REB once a year.
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It seemsthat teachertraining occurredmore systematicallyn the pilot years of the programme
but has been lessonsistentlyoffered in subsequent years as the programme has expanded to
new woredasand regions. In some cases teachaining has not taken place for at least three
years Thisobservation isalso echoedn information gathered fronCtCSREacher surveys. On
averageb6¥percentof the teacherrespondersindicatedthat they attended all or most of the
CtCSRP training s#sns but this varied by regiarB9 percentin Harari, 55ercentin Oromia,

and 48percentin Tigray. Key stakeholders reported that some teachers who were trained on
CtCSRP kachanged schools. As a result, some schools thdtgraviously implementedhe
CtCSRP had to suspend the progranfieeause no trained teachers were left in the schools. It is
important to underscore that teacher training is an essential component of the success of the
CtCSRRand wthout trained CtCSRP teachers the prograngaend function.

One aspect of th€tCSREacher survey focused on teacher satisfactiés. described further in
Chapter 4, our findings suggesthigh levels of satisfaction amomgachersparticipatingin the
programme: 93npercentof the CtCSRP teachers who compldtesisurvey responded that they
were highly interested in continuing thegdarticipaion in the CtCSRP in the following ye@nly
a very small percentage frcent)of teacherandicatedthat they did notwishto participate in
CtCSRP in the following year.

Interestingly,a common suggestion from stakeholders at all lewdth regardto bringng more
teachers into the programe was for the introduction of some form of incentiamd recognition

to teachers. For examplea UNICEF representative from SNNPR nohbed teachers were
requesting various incentives such as financial incentives, additional materials, and additional
training. In Harari, each CtCSRP teacher receives a grown (white lab coat), a l#lg,@=@dcsh e r
guide. Representatives at a CtCSRP school in Hiadaratedthey set up performancéased
competitions andyive certificates for the best Young Facilitators aedt CtCSRP teachers. At a
CtCSRP schoolame region,CtCSRP teachers were given certificatesompletionin 2003 E.C.

but this practice did not continue in subsequeygars.

Key stakeholders in all regions described how they conducted activities with the community that
included training on CtCSRP ashaslactivities undertaken to increase commuyratvareness of

the importance & ECCHn UNICEBupportedworedas UNICEF has conducted training for all
stakeholdersworedaofficials, teachers, supervisors, REB, Parents, and community members. In
UNICE#support woredasin Tigray, schools work closely with the Women Development Team, a
network of community women, to track the children in the community including their enrolment
and attendance in school, including the CtCSRR aratlass. Members of this &&n were initially
working in the areas of health and nutrition, but now have expanded responsibilities that include
educationandare trairedby UNICEBn CtCSRP. This collaboration is reported by UNICEF and the
woredasin Tigray to be very effective foracking and monitoring the educational path of all
children in the community and supportirtje teachersinvolved inCtCSRP.
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In sum, teachers play a pivotal role in the success ofat@&SRPTo enhance the success of the
progamme teaches from both primary grades and from higher grades should be involved. To
maintain the freshness of therogammeregardless of regignteachers need consistent and
regular inservice training, access to training materialks well as recognition of nd
encouragement fotheir motivation andinvolvementin the programme.

Materials

It was commonly reported in the surveys and interviews conducted for this evaluation that the
availability of CtC$Rnaterials does not match the standards set out in tlegranmme design
particularly in regions andioredaswhere the programme has been rapidly expanded. Thus, as
reported to us by one UNICEF official:

The standard norms of CBRHRs that all young learner should receive a bag of books and
materials and at the initial phases it was maintained. Compared to the trend of scaling up
of CtGSRPwith the available resources for the regions, in some cases it couldn't be
possible to providéooks & materials to each individual young learner. In that case, one
set of materials are shared by 2/3 children or given to the Young Facilitators to use for a
group of young learners. (Personal communication March 2014)

In the regions included in thisvaluation it was reported that the CtCSRP is conducted using
Guides for Teachers and Guides for Young Facilitators, reading and picture books, a child activity
book, and in some cases additional materials such handmade letter charts, number charts, and
other teaching aids. However, reporting from our surveys and key stakeholder interviews on the
availability of other materials varied quite widely, with all stakeholders at all levels in all regions
describing lack ofsufficientmaterials to conduct the mgramme as designed. Since the schools

in the CtCSRP sample for this evaluation are all UNICEF supported, this implies that even with
UNICEF funding, not all schools are able to provide the materials deemed essential to the
programme. The situation is [y to be far worse in schoothat adoptedthe CtCSR®ithout
UNICERunding.

Results from the teachers survey indicate that
picture books (story books) for the CtCSRP although not all teachers receivedeaalals Table

2.4 . On average, three out of four teachers had
with large regional variation (9dercentin Tigray compared to only §&rcentin Oromia).

Most key stakeholders reported that each Youragilitator receivd a Young Facilitator guide. In
some but not all cases, Young Facilitators recdigebag, storybooks, pens, and exercise books.
Some school directors reported that Young Facilitatatstg keep the guide, but many kigo
return it to the school at the end of the year.
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Table2.4 CtCSRP Materials Received (Teachers Reports)
Total Oromia Harari  Tigray

(n=82) (n=41) (n=9) (n=32)

Reading and picture books 91% 90% 75% 97%
Teachers’ Guide 73% 56% 78% 91%
Number cards or other materials for counting 60% 45% 50% 81%
Young Facilitator’'s G 7% 71% 78% 84%

Children’s Activity S 7% 73% 78% 88%

We were told by key stakeholders that many schooid @bt receive enough materials to
distribute to each young child a bag with the storybooks and activity book. In these cases, the
Young Facilitators are given the complete set of materials to share with the group of young
children.

During key stakeholder interviews, only Harari REB dffistaowed us a CtCSRP Implementation
Guide, which they had developed and distributed. As noted above, wherever the programme is
expanding rapidly, and particularlyworedasnot funded by UNICEF, the shortage of programme
materials preserda pressing challenge.

While the 2009 pilot programme evaluation reported that materials were criticized for not being
appropriate for outdoor use, none of the key stakeholders interviewed for this evaluation
mentioned this concern.

However, one issue med by some key stakeholders as wellbgsour field researchers is that
some images and stories used in the materials provided to the childreed&mtalrelevance. &r
exampl e, in the young ovare illudtmatiens 'ofsobjects tai ard t vy
unfamiliar to rural children in Ethiopia, such as an acorn, an &od an ironing board. One of the

book

storybooks is based onTha  Theailyweeats 3 aunfahfl, ciidrery t al e ¢

do not have the background knowledge to understahis fairy tale As a result, REB officials in
Harari and Tigray noted that they plaedto revise the materials further to better reflect their
local contextand relevant background knowledg€&he Tigray REB plans to evaluate and revise
CtCSRP storybosbkased on local culture and to include health and sanitation toptbe stories.

As materials are being updated and translated, there is the opportunity to develop storybooks
based on local folk tales. As noted earlier, both SNNPR and Benisk&amguk translate
materials into additional mothetongue languages to be able to expand the programarel it

will be important to attend to background knowledge relevant for these new sites

Young Facilitators
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Across participating regions, the students seldcte be Young Facilitatossere those who are

also considered mostell behavedand who have high academic achievement. Results of the
Young Facilitator survey indicaktéhat males are slightly more likely to be Young Facilitators than
females (58percentcompared to 42percend. In some instances, Young Facilitatamsre also
chosen because of their ability to communicate in certain motbague languages (Benishangul
Gumuz). With few exceptions (discussed in Chapter 4), key stakeholders reported thatothe
not have difficulty recruiting Young Facilitators. As for retaining Young Facilitators throughout the
year, all key stakeholders reported that Young Facilitators do not drop out of the CtCSRP.

While the programme design indicatéhat Young Facilitars should normally be in Grades 5 and

6, the findings of this evaluation show Young Facilitatormecfrom Grades 5 through 8. For
example, in five of the eight CtCSRP schools in Oromia, Young Facilitators are gbGnafie
while in the other three dwools the Youndracilitatorsare in Grades 5 through 8. This range of
grades is evident in the demographics of the students who completed the Young Facilitators
survey: 1percentwere in Grade 5= 54), 3percentin Grade §n = 105), 2(percentin Grade7
(n=56), and 2$¢ercentin Grade 8rf= 67). Young Facilitators were most commonly in Grade 6.

As described further in Chapter 4, the degree of authority and responsibility implied in selecting

their own young child participants may contribute ot udent s’ enj oyment in b
Facilitator. In most cases, Young Facilitators reciiedangibleincentives such asr “thankyou’

cardsor giftsin recognitionfor participating in CtCSRowever, therewere some exceptions. In

Harari, each Young Facilitataas given specialiniform (a shirt and a pair of pants) to wear. In

Tigray, the REB reported that Young Facilitators redeivieag andh dictionaryin recognitionof

their participation

As can be seeim Table 2.5Young Facilitators generally reported satisfaction with the materials,

training and support they received in the CtCSRP. As will be discussed further in Chapter 4, Young
Facilitators reported that they like being a Young Facilitator and raezeisted in the CtCSRP

activities. In addition, Young Facilitators generally reported that teachers provided them with

clear instructions and that the Young Facilitatc

Table2.5 Young Facilitators' Perceptions of CtCSRP

A lot A little Not at

all
The teacher in the Chiktb-Child programme giveclear 76% 18% 6%
instructions on how to work with the young children
The Young Facdedsytoundestarids gu 72% 23% 5%

Note:n = 283

Costs Associated with the Programme

This evaluation did not collect primary data on costs associated with the EtR&Rer, it reliel
on estimates presented in two reports that were prepared for UNICEF: the 2009 CtCSRP pilot
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evaluation and a 2012 report entitled “Cost Si

Programmes in Ethiopia.” The esttiangulatedsvithpr esent e

findings from key stakeholders’ interviews and

The 2009 evaluation estimates thatdéountry startup costs for the initial pilot in a small number

of schools in three regions watSD 87,849.20. These costs included agdjain and translation

of programme materials into three languages but did not include costs associated with the initial
meetings establishing programme design and-sufrom key stakeholers. Ongoing programme
costs wereestimatedin the 2009 evaluatiomt USD$121,419.12 per annum, &SD$6,070.96

per school, andUSD$53.77 per young childThese ofgoing costs includicosts for programme
advocacy and sensitization, training of teachers and Young Facilitators, preparation and
production of all resourcegincluding teacher and Young Facilitators guides, the training
materials, and materials for young children), and programme implementation costs born by
UNICEF.

The 2012 report details a cost simulation that providegery differentassessment of programen
costsbased on the ongoing programme implementation structure observed infar@das This
estimate is based on a programme model that has one teacher supervising seven Young
Facilitatorswho deliverthe CtCSRR five young learners (each cluster reaching 35 children in
total). Costsunder thisprogramme model include two days of training of teachers and Young
Facilitators at thavoredalevel (including the sitting fee); provision of materials to teachers (pens,
exercise books, and a teacher’'s guide); provi si
Young Facilitator; and provision of exercise books and pencils to the young children. In this model,
each young child does not receive his/Hearning kit asexpected in tle original programme
design and production and redevelopment costs of materials are not includéulisoverall
estimated unit cost (per child) in 2012 for this programme delivery misdeluch lower, anevas
estimated at 164 Birr per childep year.

UNICEF Ethiopaso provided an estimate based on recembgammespending, suggesting that

current costs are closer to USD $1'B6per young child(a calculation based on the costs of

providing each child with a learning kit\However,due to the changed financial reporting
mechanism/software iFJNI CEF’' s accounting systems, it was
expenditure reporthat would allow us to verify this cost estimate.
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These are very differergstimates of the cost per child of likering theCtCSRMone of which

fully reflects the ongoing costs of managing the programme, sensitization and advocacy,
preparation, translation and updating of new materials, and any costs associated with time
contributed by the teachers and Young Htatiors or incentives for them. Nor is there any
allowancefor the type of monitoring and evaluation needed to ensure that the programme is
deliveredwith fidelity to the original modeland that data on the number of schools and children
enrolled in the programme (whether as tutors or as tuteesnd their later school careei@e
routinely collected.

Regardless of the abové, is interesting toconsidera rough comparison of costsing the
estimates and assumptions provided in the 2009 and 2012 rep&st&able 2.6 below shows, it is
possible to compare estimated recurrent cogisr child of different early childhood education
programmes. The estimates below do not include capital costs for building classramtisra
major expense. The estimated recurrent unit costs of the CtCSRP are 73430853.77) per
child, which is higher than the recurrent costs éaeroclassat 390 birr USD$28.55).(Note that
we are not includinchere capital costs of classrooms in theroclass estimates, or the startup
cost and the time of teachers, Young Facilitatdraining and materials development in the
CtCSRP estimates in the 2012 costing report).

Table2.6 Per Child Unit Recurrent Cost Comparison of ECCE Programme Interventions
(Ethiopian Birr)

Type of CtCSRP Kindergartert Zero Class
Intervention 2009 Estimate | 2012 Estimate
Costs in birr 734 164 1055 390
Costsin $

$53.73 $12.01 $77.23 $28.55
(USD1 ETB 13.66)

*These are recurrent costs and do not include the cost of building classrooms.

Given the variation irthe three cost estimatespresented herewe recommend thatUNICEF
complete a more carefukealistic,and accurate costing of the programmecknowledging not
only thatcosts vary when thprogammeis delivered with a full package of materials and tragpi

but that the relationship between costs and outcomes in children will vary when a different
package of training and materials is delivered.

In this study we looked at schools where, at minimum, facilitators and teachers received some
training and somg@rogammematerials. However, most informants noted that there has baen
steady deterioration in the pechild fundingavailableas the programma has expandedJNICEF
should be concerned to find out what impact the lower expenditures per child hapeoggamme
efficacy.

3 Based orexchange rate of USD 1= ETB (Ethiopian birr) 13.66
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Summary and Discussion

This chapter has presented findings on the origins, evolution, expansion and implememtation
the CtC8P in Ethiopia.

As we have shown, the CtCSRP has expanded rapidly from an initiavgileingschools in three
regions. While it was impossible to find reliable data on the total number of sclooolently

offering the CtCSRP, we can say with comitgethat the GESRP is offered in more than 3,345
schools in seven regions and in 10 languages (including three languages only recently introduced).
No reliable data exist regarding the total number of children reached each year through the
progranme, buta rough calculation based on the notion that there are 20 Young facilitators in
each school servirfive children each wuld suggest that upwards of 3346 young children are
enrolled in the programme each year.

Our interviews suggest that there is cahesrable enthusiasm for further expansion of the
programme at all levels in all regions, though actors in some regions (for example Harari) are more
cautious due to resource constraints, while in other regions rapid expansion is continuing
regardless of th availability of fundgand full access to materials and trainiriggray stands out

in this regard for its commitment to universalization.

As might be expected, our findings suggest that there have been challenges in delivering the
programme specifically with regard tdidelity to the original programme design. In particular,
materials are unevenly availabland all reports suggest that young children rarely receive the
early learningit of books and materials proposed in the original CtG#Rign. At times teachers
and Young Facilitators laakcess tguidesand supporting materialdt was reported that training

of teachergloesnot happea asconsistently andegularly as envisioned in the programe design.
Since our datavere collected pimarily from CtCSRP schools in UNICEF suppadesdas we
suspect that materials are evestarcerin woredasthat are introducing CtCSRP without UNICEF
support. This suggests that, at least under current funding paramsetee programme model
and itsquality is being erodedh fact that may be interpreted erroneously as reflecting failure of
the CtCSRP design.

Based on thdimited information availableijt is difficult to assess the true costs of the CtGSRP
and therefore we are unable to make a robasialysis of value for money in this repdRiecurrent

costs for delivering thempgranmerange from USD $1t® USD $53 per child, atideseestimates

to do not appear to appropriately reflect such costs as upgrading of materials, provision of
materials toeach young child, UNICEF management costs, and costs related to evaluation and
monitoring of the mediumand longer term effects of the programe on the school success of
young children in the programe and on the Young Facilitatorslt should be empha=ed again

that current funding—even inworedassupported by UNICEHs not sufficient to cover the cost

of all the materials needed for a high quality progmae as originally conceptualized
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Several other findings raised in this chapter deserve attention:

T

As will be elaborated in Chapters 3 and 4, findings about the procedures used for the
selection of the Young Facilitators and the young children in the pragesuggests that
the programme could be more explicitly targeted to the most vulnerable children.

To maintain the freshness of thprogamme regardless of region, teachers need
consistent and regular iservice training, access to training materials, andirthe
involvement and motivation should be recognized and encouragethere was
considerable variation in reports from teachers and from regions alpyagamme
implementation in each of these areas.

There is concern among many stakeholders about retainiaghers in the programme,
with incentives proposed by several informaiitsorder to maintain commitment and
motivation.

Only £w of the teachers in the programe are from the early gradesiggesting a missed
opportunity to create enhanced linkages betweehnildren and their future teacherd.o
enhance the success of throgamme teachas from both primary grades and from
higher grades should be involved.

We also note that there is an urgent need for better monitoring and collection of data in
order to evduate the value for money of the CtCSRP. Without information on schools
delivering the programme, on the number of children enrolled and their mediuand
longerterm achievements, and on the true costs associated with delivering the
programme, it is difficult to compare the value of the CtCSRP compared to other ECCE
interventions.
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Chapter 3 Primary Outcomes: Young

Children

The primary goal of th€tCSRP s

t o

i ncr ease Yy seforrsaghookbir prdvidimge n’ s

them with opportunitiesto acquirebasicfoundational early numeracy and literackills as well
as social and emotional skill®or learning, such as task persistence and confideridaus,
according to thaJNICEFt&tegic Famework(2008)for the CtCSRpy the end of the programme
children are expected to acquisehool readinessompetencies that can support their sigssful
transition into Grade lincludingthe ability tocountto 10, recognize shapes, write their name
and readsimple wordgseeTable 3.1). The mediumterm goals of theorogrammeareto increase

on-time enrolmentrates decreasegrimary schooldropout ratesa n d

school performance in theearly years of primary school.

This chapter presentStCSRB ut ¢ 0 me s

enhance chi

and emotional skillfor learninggathered throughmultiple and complementarynethods including
direct assessment of school readiness, paramnerviews teacher surveys, and key stakeholder
interviews. We also present findings from key stakehddparentinterviewsandteacher surveys

related to ontime enrolment, drop-out trends, and children

early years of primary school.

S

over al

Table3.1 Expected Learning Competencies of Children Who Complete CtCSRP

PreLiteracy Competencies

NumeracyCompetencies

Listen to and talk about a story
Create a new ending to a story
Retell a familiar story

Sing songs and recite rhymes
Know some letters

Read some words

Write their own name

Express ideas though drawings

Count from 1 to 10

Match objects to numbers from 11 to 2(
Recognize and name shapes

Sort objects by size and shape
Measure and compare height and lengt
Make simple patterns

Use objects to solve simple addition au
subtraction problems
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Child Characteristics

Gender, Age and Soci&conomic Status

In total, 715 young children participated in the child assessment of school readinelssling
415 children whaarticipatedin the CtCSRHntervention goup) and 300 childrerwho did not
participatein the CtCSREontrol goup). Data collection took placiaree tosix monthsafter they
participated in the CtCSRFable 3.2 shows the soci@lemographicharacteristics othe children
who patrticipatedin the evaluation Forty-sevenpercent of the participantswere girls and 53
percent were boys

| KAt RS Y Qa

Children s a g e from & oglé, dith an average age of.Z1 years at the time of data
collection Children s age r & riogl®,dwithf an avaerage age of 6 years when they
participated in the CtCSREhildren in the control group were, on averagenonthsolder (7.74
years)than children in the CtCSR®erventiongroup, adifferencethat was statisticallgignificant
(see Appendix 3A)

School Enrolment and Grade

Ninety-one percent othildren in theCtCSRgroupand 90 percent ofhildren in the control group
were in Grade 1 at the time of data collectidDne percent of children in the CtCSRP group and
six percent of children in the control group were not in school at the time of data collection.
Children who were7 years oldwere slightly more likelyto be in Grade in the CtCSRP group
compared to the control group (9ercentcompared to 91percen.

Family Demographics

Two indces of socigconomic status were used: owning material goods (household ass®ds)
maternal educationFamiliesowned, on average, ®ut of 12 possible household asséfEhere
was no difference betweethe CtCSRP and contigrioups on this indexThe maternal level of
education of participants was low across the sampigerall,54 percent ofmothers had never
attended school, 33 percent had some primary schedlication and only 12 percent had
completed primary school (to Grade &ompared to mothers in the CtCS&Bup, mothers in
the control groupwere less likely to have hddrmal education a differencethat was statistically
significant(see Appendix 3A)

4 Bed, chair, table, watch/clock, radio/TV, phone/cell phone, lamp, latrine, water pump, bicycle, boat,
motor vehicle
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Table3.2 Frequency Distribution of Child and Family Demographic Variables

Variable CtCSRP Control Total
(N=415) (N=300) (N=715)
N % N % N %
Gender
Male 211 51% 169 56% 335 53%
Female 203 49% 131 44% 380 47%
MotherQ @ducation
None 202 49% 183 61% 385 54%
Some primary 138 33% 94 32% 232 33%
Completed primary 73 18% 21 7% 94 13%
Mean Mean Mean
Householdassets 5.02 5.11 5.06
(#) i}
/| KAt RQg) ! 7.41 7.74 7.55

On the wholewhile the CtCSRP and control groups were similar with respect to gender and level
of household assets;hildren in theCtCSRP groupenre on average 3 monthgoungerthan
children in the control groupandwere somewhat more likely to have mothers who hadeast

some access to schoolifi@r more detailssee Appendix 3Ahese subtle differences between

the CtCSRP and control groupay be related t@ possibleselection bias that comes frohraving
mothers who have had some education and want their chitdio have education, and perhaps
also to the prevalence of maternal education among Ytoaing Facilitatora/ho are also allowed,

in some cases, teelect their own lings, friends and neighbours for tutoring

In sum these findings indicatgender pariy i n terms of children’s
that, on averagechildren were 6years oldwhen they participated in the programme; and that
children in theprogrammewere on average 3 months younger than children in the control group
Although the programme is intended to serve childiethe4 to 6age rangethe findings suggest
that childrenwere generally6 yearsor older when they participaté. Amongst the children who
participated in the evaluationnone of them were4 years ofl when they participatedn the
programme and veryfew were aged 5 when they participated the programme There were
more dildrenin the control group than in the intervention group whose mothers hadarmal
education.
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Relationships Between Child Characteristics and School Readiness

A correlational analysis indicated that household assets and maternal level of eduaation
positivelyand significantlyassociatedwvith overall child assessment scores on early numeracy,
literacy, and socieemotional skillsaacross the CtCSRP and control grafgee Appendix 3BThe
correlations were in the low rangenigeneral, children whose mothers were more educated or
whose families owed morehouseholdassets were likely to obtain higher scores on siebool
readinessassessmenthan children whose parents owned fewer assets or whose mothers were
less educatedThe results in thgrevious section suggest thahildrenwhose mothers were less
educatedmay beless likely to participate in the programme. Therefduture programme efforts
should improve accesand encourage participation ithese vulnerable and disadvantaged
groups Child s wveagpesitivelyand significantlyassociated wittscores onearly literacy but

age washot associated witlearly numeracyor social and emotionalkills fodearning Chi | dr en’ s
genderwas not associated witb h i | d r e an’the school seadingss assessment

Given thathousehold assets, maternal level ofusdion andc h i | dcorrelatewghehe school
readinesscoresthese variables were used as covarigigtrols)in subsequenanalysisaiming

to determine the effects oparticipation inCtCSRBn chi |l dren’'s school readin

Early Numeracy Skills

Seven tasks were used to assebgdecen s e ar | y ni)ymamireg @d resognizing s
colours, (ii) naming and recognizing numerals, (iii) counting to 10 aloud, (iv) counting 10 objects
to assesne-to-one correspondence (i.e., counting while pointing to each object), (v) basic
adding and subtracting, (vi) making patterns, and (vii) naming and recognizing shhpekills
tested align with the early learning competencies expected of children aitemd the CtCSRP
(Table 3.1). Children who attended the CtCSRperformed significantly betteron early
numeracy taskshan children who did not attend the programmancludingcolour recognition,
numeral recognition, making patterns and shape recognitidrhe results for each of the seven
early numeracyasks araliscussed in detail in the following sectidmedow.
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Naming Colours

Each child was shown nine colouremtds (red, blue, green, yellow, black, white, orange, pink,
purple). The child was asked to nam&ch colour(recogniion score. If the child was unable to
name coloursthe research assistant then said the name @&d¢blours aloud and asked the child
to point to the corresponding colour card (recstorg.

There was a significant group effect on both the recognition and recall gafbee controlling for
age, maternal education, and physical assstg, Appendix 3for additional details)Iin both cases
the CtCSRBroup performed significantly better than the control group, though the difference
between the groups was especially noticeable on the recognition scores. Invathds, children

in the CtCSRP growpere better able to name the colourend when they were unable to name
the colours they werébetter able to recognize them than children in the control group (see
Appendix 3Gor more details).These differences are illustrated figure 3.1 whichshows that,

on average, children in thetCSRPBould name49 percent of colowscompared to 34 percent of
children in the control group, indicating a medium positive paogme effectorc hi | dr en’ s abi |
to recognize coloursis might be expectedme children in theCtCSREBNd control group$6-9
percent)were unable to name or recognize any colour names

Figure3.1 Percent ofColours Recognized amd Recalled by Children
100%

49%
34%
20% 17%
0% -
Colours Recognized Colours Recalled

H Intervention Control
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Numeral Recognition and Recall

Each child was shown a page with the numbers 0 throuighn®ixed orderand was asked to say
the name ofeachnumbers he/she knew (recognide If the child was unabl® name numerals,
the research assistant then said the name of each e§¢émumerals aloud and asked the child to
point to that numeral (recadid).

There was a significant group effect on both the numerical recognitiorstd$le CtCSRBroup
performed sigrficantly better than the control groupafter controlling for age, maternal
education, and physical assetge Appendix 3€r additional details) AsFigure 3.Zhows on
average, children in th€tCSRBroup recognized 88 percent of numerals compared to 66 percent
of children in the control group, indicating a
to recognize numerals (see Appen8i®. There was no difference between the groups in thei
ability to recallnumbers:children in the CtCSRBroup recalled 15 percent of numeradsd
children in the control groumamed14% Sixtytwo percent of children in the CtCSRP graumgl

34 percent of children in the control group could recognize all ten numBermight be expected

in both groups there ere a few children who were unable to recognize or recall any nuniber
percentin the CtCSRP group angércentof children in the catrol group(see AppendidQ.

Figure3.2 Percent oNumeralsRecognizednd Recalled by Children

1

88%

66%
15% 14%

0 -

Numbers Recognized Numbers Recalled

H Intervention Control
Counting
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The research assistant asked each child to count from 1 to 10. Each child was scored based on the
extent to which he/she could count from 1 to 10 correctly. For the second part of the task, the
research assistant placed 10 bottle caps (all the same colour) in a row in front of the child and
asked him/her to count the bottle caps. Each child was scored basetieoextent to which

he/she could point to each bottle cap and name its place in the row from 1 to 10 corr€hity.
demonstr at eomcepton oftnetb-dne sorrespondenceScores on each of these
components could be 0 or 1.

Figure 3.3 showsthat 99 percent of children in th€tCSRBroup could count correctly from 1 to

10 compared to 92 percent of children in the control group, indicating a small pgsidgeamme

effect on children’ s abi30.iNingtyeight percemtwfrchildredn t o 10 ( ¢
the CtCSRBroup demonstratedone-to-one correspondence compared to 91 percent in the

control group, indicating a small positive programme effeat c hi | dren’ s ta-bi | ity t
one correspondence (see Appen@kfor additional detail

Figure3.3 Percent of Children that Correctly Completed Counting Tasks

100% 99% 00% 98%

91%

0%
Counts 1-10 One-to-One Correspondence

M [ntervention = Control
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Addition and Subtraction

Two taskswere usedt o0 a s s e s sadditiom skillsdfoll@ved by wo tasksthat assessed
subtraction. For thdirst addition task, the research assistant placed one bottle cap in front of the

child and asked: “1f [ add one more Worthel e cap,
second addition taskhe research assistant placed two bottle caps in front ofdhiéd and asked:

“1rf add three more bottl e caps,firsthubtvactiomany bott
t ask, the research assistant pl aced three bottl e
bottle cap away, how many bottle caps wé d | Fdr ghe se@ohd subtraction taskye

research assistant placed five bottle caps in fr
away, how many bottle caps would | have?” For al

nameof the correct number or showing the correct number with their fing&soreson each of
these components could be O or 1

Figure 3.4 showsthat 98 percent of children in th€tCSRBroup could add one compared to 92

percent of children in the control group, and 92 percentloifdren in theCtCSREroup could add

three compared to 76 percent of children in the control group, indicating a smaltiyeos
programme effect on children’ s (asebh Appéntdiy3Ct o0 s ol ve
Ninety-six percent of children in th€tCSRBroup could subtract one compared to 78 percent of

children in the control group, and 86 percentatfildren in he CtCSRBroup could subtract three

compared to 65 percent of children in the control group, indicating a medium positive programme
effect on children’s abil i tsge Appendig Bdr additiosal mp|l e s u
details).

Figure3.4 Percent of Children that Correctly Soh\&itchple Addition and Subtraction

0 0,
100% | 38% g5, 92% 96%

0%
Adds One Adds Three Subtracts One  Subtracts Two

H [ntervention = Control

47



Making Patterns

Each child was asked to complete a pattern with twoatiint coloured bottle caps. Thesearch
assistant placethe bottle caps, one by one, in front of the child while saying the colour of each
bottle cap (e.g. red, green, red, green, red). The child was given three different coloured bottle
caps (red, green, and orange) and asked to continue the pattern by placing one ottlbechps

down. Once this task was completed, the research assistant asked each child to complete a

pattern made with three different coloured bottle caps.

Figure 3.5 shows 8(percent of children in th€tCSRBroup could complete a twoolour pattern

compared to 55 percent of children in the control group, and 61 percent of children t8RP

group could complete a threeolour pattern compared to 30 percent of children in the control
group, indicating a medium posi tdompkete pattetngr a mme

(see Appendix 3C).

Figure3.5 Percent of Children that Completd@atterns

100%

80%

0%
Two-colour pattern
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Shape Recognition and Recall

Each child was given a paper with a square, triangle, and circle on it and was asked to name any
of the shapes on the paper (recoged). Whena child was unable to name a shape, or named a
shape incorrectly, the research assistant then said the name of the shape and asked the child to
point to that shape (recadt).

Figure3.6 showsthat, on average, children in thetCSRBroup recognized 4@ercent of shapes

compared to 18 percent of children in the control group, indicating a medium positive programme
effect on children’ s abi | 3CThirtythoee pecentofichildrene s hapes
in the CtCSRBroup could recognize afhree shapes correctly compared to p&rcentin the

control group.Thirty-four percent of children in theCtCSRBroup could not recognize a single

shape compared to 69 percent of children in the control gr@p average, children in tHetCSRP

group re@lled 50 percent of shapes compared to 25 percent of children in the control group,
indicating a medium positive programme effect 0
Appendix30.

Figure3.6 Percent oShapedfkecognizednd Recalled by Children
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Early Literacy Skills

Four tasks wer e us e diteracpskils §) sareng and redodnidingdetterss e ar | vy
(i) reading simple words, (iii) writing letters, and (iv) writing their name. The skills tested align

with the early learning competencies expected of children who attendxt@&@SRPrable 3.1). In

comparison with the control group, ltldren who attended theCtCSRPBerformed significantly

better on early literacytasksincluding letter recognition, readingsimple words,and writing

their names.The resultdor each ofthe fourearly literacy subiasks are discussed detail in the

sections below.

Letter Recognition and Recall

Each child was given a page with 26 letters of the alphabet print@dixed orderand asked to
name each letter (recognitionYhe letters usednh Harari and Oromia were in Oromiffaa and the
letters (fidals) used in Tigray were in Tigrinifaa child could not name a letter, the research
assistant would say each unnamed letter and ask the child to point to it (recall).

Figure 3.7 shows that, on averagehildren in theCtCSRBroup recognized 63 percent of letters

compared to 42 percent of children in the control group, indicating a medium positive programme
effect on children’ s Appendixi3R Rourteeoperceatofalgldreanime | et t er
the CtCSRBroup ard 7 percent of children in the control group could recognize all the letters.

Two percent of children in th€tCSRBroup and7 percent of children in the control group could

not recognize a single lette©On average, children in thetCSRBroup recalled 29 percent of

letters compared to 17 percent of children in the control group, indicating a medium positive
programme effect on chil AppendiX3® abil ity to recall

Figure3.7 Percent ofLettersRecognizednd Recalledy Children
100%

63%

42%

29%

17%

0%
Letters Recognized Letters Recalled
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50



Reading

There were a total of ten wordpresented one at a time, and tlehild wasaskedto readeach

word aloud.The words used in Harari and Oromiare inOromiffaaand the words used in Tigray
were in TigrinyaT he words were selected by local language experts as bgmgppropriate for

this task. The first five words were considered to be easy beginning reading words for the children,
and the second five were met difficult”. If a child was unable to read any of the five easy words,
the research assistant ended the task after showing the child the fifth word.

Figure3.8 shows that, on averagehildren in theCtCSRBroup recognized 24 percent ttie

words compared to 4 percent of children in the control group, indicating a medium positive
programmeeffecta chi | dr en’ s abi |3DtSgvenpercentefaidldregnmthe Append
CtCSRgroup and one percent of children in the control group could recognize all ten wiifgs.

sixpercent of children in th€€tCSRBroup and 85 percent of children in the control group could

not ready a single word.

Figure3.8 Percent ofVords Readby Children
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Writing

Ablank piece of paper with a line drawn oraitd apencilwas placed in front eaathild. Thechild
was asked to write his’/her name. Akhd © s s ¢ o r e whethes helshee soald write mny
letters (whether or not these letters welia their name), whether he/she could write at least half
of the letters in thér name, and whether he/she could write all of the letters of their name in the
correct order.A dild wasgiven full crediif he/she wrote his/her nameccuratelyeven if some
letters were written in reverse owere poorly formed.

Figure 3.9 shows 38 percent othildren in the CtCSRRroup could write their own name
compared to 19 percent of children in the control group, indicating a medium positive programme
effed on chil dren’ s abiAppehdi 3R Fourteenperteatof thildeenin n a me
the CtCSRBroup could not write any letters in their name compared to 36 percent of children in

the control group.

Figure3.9 Percent ofChildrento Complete Writing Tasks
100%

36% 38%

0%
Does Not Write ~ Writes Some Letters Writes Some Letters Writes Whole Name
of Name
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Social and Emotional Skills for Learning

When a child completed all the tasks of thesessmenthe dcild wasassessed on five aspects of

learning: (i)his/her task persistence, (iipis/her level of confidence, (iiihis/her attention to

directions, {v) higher ability to understand directions, (Wjs/herattention span, and (viis/her

body movementThi s assessment was based on the resear
c hi | d’ osr thooaghautall the task<hildren who attended theCtCSRIRad significantly

better scores onsocial and emotional skills for learningvhich included task persistence,

confidence, and attention to directiongGiven the better performance of the CtCSRidren on

the numeracy and literacy tasks compared to control children, the positive results reported might

be reflective of a halo effect and research as
performed well on previous tasks.

Task Persistencand SeltConfidence

Inregards tot ask per si stence, the research assistant
Persists with task; Attempts task briefly; Attempts task after much encouragement; or Réfuses

regards toselfconfidence, theresearchas st ant rated the cVerydud’ s behay
of self,Gonfident with things knownAttempts new things with encouragement; Reluctant to try

new or difficult things; or Very uncertain, needs much encouragemehikerttype scale was

used thatranged from 1 to 4.

Figure 3.10 showsthat more children in theCtCSRBroup were rated as persisting with tasks

compared to percentfochildren in the control group, and moaohildren in theCtCSR&roupwere

rated as beingonfidentcompared to children in the control groupheresultsindicate a medium

positive programme effect oaonfidehce (sed\ppendix3E t ask per

Figure3.1010 Frequency oTask Persistence and S&lbnfidenceratings

4.00
3.31
3.17
2.66 2'58
1.00
Task Persistence Confidence
M [ntervention Control
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Ability to Follow Directions

Each hild was rated on the extent to which he/she paadtention to and comprehended

directions throughout the assessmentComprehension of directions involved the child
understanding what he or she was supposed to do, such as point to something or give a verbal
response, regardless of whether he or she gave the correct answeggémds toattention to
directions,theresar ch assi stant r at ed LlUisterstoentiie Hirgctians; be havi o
Attends only to brief directions; Starts activity after only hearing a portion of directions; or Starts

activity immediately without waiting for directionkiregards tocomprehension of directions, the
research assistant r at eRhpidcbneprelehsion of directiobsegivenv i or a s
age expectations; Understands after several repetitions; Partial comprehension of directions; or

Does not appear to comprehe@most directions.

Figure 3.11 showsthat children in theCtCSRBroupwere rated by research assistantsrasre

likely to attendto directionscompared tochildren in the control group, andhildren in theCtCSRP

group were rated by research assistants @m®re likely to comprehendlirections compared

children in the control groupThese resultindicate a medium positive programme effect on
children’s attention to dirsecAppediBEhland under st anc

Figure3.11 Frequency oAttention To and Understanding Directions Ratings
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1.00
Attention to Directions Understanding Directions
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Focused Attention and Body Movement

The attention span and body movement of eaxttild wasrated by the research assistabased

onhisslherobservations of the chil d’ s rebaedbteattentonr t hr ougl
span, the research assi st an Focuses aterdiontvdtuetarily hi | d’ s
Attends with research assistant direction; Some distraction witben@mi movement of others; or

Easily distractedinregardstobo o dy movement, the research assista

as followsSits quietly; Some squirming; Much movement; or Out of seat, body in constant motion.

Figure 3.12 showsthat children in theCtCSRBroupwere rated by research assistants as having

more focused attentioncompared to children in the control group, and children in C&SRP

groupwere rated by research assistants as baimgye able to sit quietly while completing tasks

compared to children in the control groufphese resultsidicat a medium positive programme

effect on children’s focus é&gpendx3B.enti ons and abil

Figure3.12 Frequency ofFocused Attention and Body Movement Ratings
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Regional Variation

Across the twaegions, the findings consistently showed that children in t€SRP group had
significantly higher scores on early numeracy, early literacy, and social and emastdlsafor
learning, ndicating that the programme had positivei mp a c t on children
across regions (s€kable 3.3).

s sch

CtCSRP children in Oromia, on average, scored 17 percentage points higher and CtCSRP children

in Harari scord 20 percentage points higher than contieitildren on the test of early numecy

(refers to consolidated scoresitCSRP children in Oromia, on average, scodepefcentage

points higher and CtCSRP children in Harari scored 24 percentage points higher than control
childrenin these regionsn the test of early literacy. Thsuggests that in both regions the
programme effects on chil dr en;asdimbotmegoasche and | i
programme effects are consistent in that they are slightly larger for early literacy compared to

early numeracy.

CtCSRPhiddr e n’' s o the testssof early numeracy and literacy were lovierHarari
compared toOromia. Even though the CtCSRP impaeotresimilar across regions, this finding
suggests that children in Harahad, on averagdpwer school readiness skills thahildren in
Oromia. CtCSRP childrenTigrayscored 6 to 10 percentage points higher than CtCSRP children
in Oromia and Harari on the test early numeracy. Howevet, is not known whether this is a
stronger CtCSR#fect in this regiongiven the lack bcontrol group. On the other hand, CtCSRP
children in Tigray scored 5 to 14 percentage points lower than CtCSRP children in Harari and
Oromiaon earlyliteracy. It is not clear from the available data why the literacy scores are lower

in Tigray.

Table3.3 Regional Variations in Total School Readiness Scores
Total Oromia Harari Tigray

CtCSRP  Control CtCSRP Control CtCSRP Control CtCSRP
(N=415) (N=300) (N=235) (N=240 (N=60) (N=60) (N=120

Numeracy 82% 65% 82% 65% 78% 58% 88%
Literacy 65% 43% 65% 41% 74% 50% 60%
Social 83% 68% 82% 65% 86% 79% 86%
Emotional
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Key Stakeholder Perceptions of Impacts on Children

This study usedatagatheredfrom parents, teachers, schodirectors and key stakeholdersuch
asofficials from Woreda Education Offices and R&Bgain further insights about th€tCSRP
impacts on children.

Perceptionsof CtCSRR. Y LJF OG 2y [/ KAt RNSyQa [ SIFNyYyAy3
Parents

Through the supplementgdarent interview(n =415 , we assessed parents’ p €
benefits of theCtCSRPr their children.Research assistants asked parents the extent to which

their child had acquired knowledge and learning skills to tmég'her in school as a result of

participating in theCtCSRFSeventypercentof parentsreported that their childenacqui r ed “ a

l ot” of knowl betpthem ahschibol thrkugh theStCSRBwhile 28 percent of

parents reported that their chilbna ¢ g u i r e d and Zaperdent of tpdremt$ reported that

their child did not acquir¢hrough the CtCSRihy knowledge pskills to helghem atschool

Teachers

Through the teacher survey (n = 82), we assessed teacher perceptions of the benefits children
receivedfrom participating in theCtCSRFFifty-sixper cent of teachers report

early |l earning skills i GECSRPWhiedd7 gementlobteéatheras a r e
reported that children’ §aeéditdp bedctntaafteacherg s ki | | s
reported that c¢hil ddmetimpreve & allad ayesdltefdf@®@SRP g s ki | | s ¢
Key Stakeholders

Key stakeholderbelievethat the CtCSREnhanced chil dren’'s school read
areas; theyreferred to skills such dsarningto hold a pencil, recibgthe alphabet, ancknowing

how to count. In addition to academic skills, key stakeholders noted that children who
participated in theCtCSRIPad improved social skills: they learned to commutdcaxpress

themselves and ask questions, they were less afraid of school, had friends when they started
school,were familiarwith schoolrules, were more disciplined and motivated, and more likely to

be active and “fast | earners” Key stakehol der s
CtCSRRere more intereted in starting primary school and werelaxed and confident
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When asked to describdifferencesnoticed betweenGradel students whohad participated in
the CtCSREomparedandstudents who had not, all key stakeholders in all regi@sponded by
sayingg hat t herye bwar e o“rv € rg lHeeeaite 4 fevd df thelqeotee nc e s .

1 “CtCSRRhildren are relaxed when learnin@tCSRRhildren are interested to start
school.CtCSREhildren have seen pictures in books and are expecting to use books when
they go to schoolCtCSREhildren are not new to schoolinGtCSRP hi | dren aren’t a
at school because they <can 6AAMoreda Eduaiion Young
Officer, Oromia

1 “CtCSREPhildren have more interest in school and have better results than children who
have not doneCTCSREtCSRE hi | dren are not conf(Selw@dd when t
Director, Benishang«Gumus.

f CtCSRPhil dren have “better pired TheyfeebfreecTheyand ar e
are not afraid. They are the best performerkey are the most selfonfident’ (a teacher,
Harari) When describing children who had not participated GTCSRFEhis teacher
continued bysaying t hey f ear t hawe ldawedaboriidemcs. Theylsheahe
white coats that teachers wear and they are afraid because thiek the teachers are
doctors”

1 “ W comparedCtCSRBtudents with noRCTCSR&tudents.CtCSRBtudents experience
how to talk together, how to handle a pencil and write, how to attend to learning. They
were more disciplined. Befoil@CSRRt was very difficult for a child to sta@ade 1 who
hadn’'t gone to ki nder gthemttejoin togéther withaatherv er y di f
ch i | d@Wereda EducatiorOfficer, Tigray.

Key Stakeholder Perceptions of Medium-Term Impacts

The second and thirdf the CtCSRBoals related to child outcomes are tocrease orime

enrolment (children enrolling inGrade 1 when they are 7Jp decreasedropout rates andto

enhance children’'s overall school plewas mtr mance i
possible to rigorously evaluate the medium impact on the progranmthis evaluatiorbecause

no longtudinal data was available for tracking cohorts dEtCSRRyraduates, their ortime

enrolment, how theyprogresd through school, andheir academic achievemerver time. As

a result, we took an exploratory approach, investiggtp ar ent s’ amd dkeyg’ st ak
perceptions of whether th€€tCSRRas had an impact related to éime enrolment, decreased

dropout, and improved student performance in primary school.
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On-time Enrolment

Findings fromparental and key stakeholdeiigterviews suggest that oftime enrolment has
improved as a result of thEtCSRP

Key Stakeholders

Key stakeholdersncludingschool directorsreport that the CtCSRIhcreased the number of
children going to school etime in their regions, noting that in the piashildren in these areas
might be 8 to 10 years old before they start€dhde 1.

T An REB Of fi ci al CiCBRP@moolgthera is noméeed td gonvihde parepts
to send their kids to school. The children ask their parents to send them to school. In the
past, the school had to convince parents to send their children: before we had to pull
them, now they come on theiron . ”

9 All 14 school directorsnterviewedreported an increase obn-time enrolmentsince the
CtCSRMRas introduced at their school.

Stakeholders noted thasince the CtCSRRakes place close to home, parent concerns and
uncertainties about sending their young children to schioave been reducedparents were
more likely to allow their child to start school-dime after theCtCSRRand it took less convincing
on the part ofthe school officials to encourage parents to send their children to school.

Parents

Parents whose children were enrolled in t&CSRIPeported an increased awreness of the

importance of ortime enrolment Eightyseven percent ofhe parentsinterviewed (n = 356)

reported that their understanding of the importance of-ime enrolmenti mpr oved “a | ot "
result of the CtCSRPTwelvepercent of parents(n = 50) reported that their understanding

i mproved “a | it@%3réporeedtdattheinundenstendirgd the importance

of ontime enrolmentdid not improve at alas a result of the CtCSRP

Ongoing Academic Achievement o€tCSRFtudents
Teachers

Through the teacher survey, we as-eremdbenefit t eacher
children receive by participating in thetCSRPFortyeight percent of teachers reported that

chil dren’ sin@mimdryischooe mpnoved “ a ftlelCICSREFortythreer esul t o

percentof teachers reported that chjahddnmepercent achi eve
reported that children’ s @eihtweprireanyesahdol tehéchetrs not i my
reported that student achievement amdtopout rate in lower primary gradeseduced”a lot’ as

a result of theCtCSRPThese findings should be treated with caution as they rely on anecdotal

reporting.
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Key Stakeholders

Similarly, school directors reported improvements in the acadgmeidormance and reduced
dropout rates amongCtCSRBtudents.When askedall 14 school directorsnterviewedreported

a reduction in studentropoutin lower primarygradessince theCtCSRRas introduced at their
school Key stakeholders reported that children who participated in T8CSREnd to perform
wellin the early years of primary school. The reasons for the improved performance, as perceived
by key stakeholders, included th@atCSRBraduates havacquiredbasicnumeracy and language
skills,have improved sel€ o n f i de=lrfreee and dre less confused and afrdéién children
with no preschool experiencelgecause they are familiar with the school environmantl more
ready to meet the demands of the formadtgol environment and curriculuniKey stakeholders
commonly reported that CtCSRPaduates rarely or never draput of Grade 1The reasons for
reduceddropout rates, as perceived by key stakeholders, inctutteat CtCSRgraduates like
school, have friengl know wha is expected of them, anthave a positive attitude towards
learning.

Summary and Discussion

This chapter addressdle primary questiorof this evaluationDo children wh@atrticipated in

the CtCSRRave better school readiness and eddgrning skills compared to children wihave

not participated in the ppgramme? The overarching findings from this evaluation show that

children who participated in th€tCSRRad higher scores in the areas of early numeracy, literacy,

and social and emotional skills for learning when compared to children in the control gkeup.

shown inTable 3.3, the positiveoutcomesr el at ed to student s’ school r
across all three regionghere the child asessment was conducted.

With respect to numeracy skills, the largest improvements were found for number recognition,
making patteris, and shape identificatio®Vhen comparing these findings to findings frane
2009 evaluation of the pilot programmeye note thatthere continues to be a mediwsized

positive programme effecton chi I dren’ s abi |l it yromldo 10O gni ze n
usingone-to-one correspondence, recogeidetters, and write their nameThere appear to be
improvements sinc009i n t he programme effects on children

makepatterns,solvesimple addition and subtractioproblems and readsimplewords.

Literacy is oe challenging area for the prograne that deserves further attentionin comparison

with control children, hildren who attended th&CtCSRRad betterschool readiness skills related

to early literacy acrosslabsks including letter recognition, reading simple words, aataility to

write their names. Howevescores for writing and especially reading were low across the sample
in both theCtCSRENd control group14 percent of CtCSRBraduates could not write any letters

in their namewhile 56 percent could not readny of the simplewordsthey were shownSince
basic literacy skills related to reading and writimg eriticalfoundatioral skillsfor future learning

and success in schb future attention andinvestmentsshouldfocus onhelping children acquire
these skills more effectively
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Based on reports from parents, teachers and key stakeholdersCt6SRBppeaedto have an
impact on children s s u ¢ c e sndoththe shercahdmediumterm, including in the areas
of onttime enrolment, academicachievementand primary schootiropout. However, becausef
the absence ofongitudinal data on cohorts of intervention and nartervention children, these
findings should be treated cautiously. To assert a stroadiumterm programme impacivould
require subsequent collection ahdividualdata onon-time enrolment primary £hooldropout,
academic achievemepand primaryschoolcompletionratesfor children enrolled in th€€tCSR
and for those who do notOnly with this information will we know if thechool readiness skills
gained in CtCSRFRanslate intoskillsand attitudesneeded for succesm primary schooland
beyond It will also enable making more nuanced connection between student achievement and
the quality of training provided to teachers aidungFacilitators
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Chapter 4 Secondary Outcomes: Young
Facilitators, Parents and Teachers

The CtCSRBoalis not only tamprovey o ung c¢ hi | dr eskills an agitaded bytalsoe ar ni ng
to create “hyerhahging e limkdbaiweasn’schools and their new students and
families,andincreasinghe awareness adchool directors and teacheo$ earlychildhoodlearning

needs including theimportanceof child-centred instruction) Moreover,the CtCSRRIso aims to

foster" ready families” by increasing pewdopmmental awar e
timely enrolmentat school,as well asy helping parents acquire skitee nhance t heir <c¢hi
early learning Finally, he CtCSRRIsoaims toimprove Y o u n g F a skillslandtatitudes s ’
towardsacademic achievemermndlongterm life plans

This chapter presentfindings on these secondai@tCSRBbjectives, utilizing datdrom the
Young Facilitator survey, parent interviews, teacher surveys and key stakeholder interviews.

This chapteanswershe followingthree key questions:

1 Does theCtCSRRelp Young Facilitators develop new skills that only enhance the
early learning of preschool childrerbut alsoimprovesYoung Fac i-estéemat or s
confidence, and positive attitude towards learning?

1 Does theCtCSRmBmprove famiy awareness of the importance of child development
improve famiy skillstargetingthe promotionof early learning opportunities, ancthprove
family understanding of the importance of eime school enrolment?

1 Does theCtCSRInprove teacher understandingnd use of chile&entred teaching and
learning methodsand awareness of how early childhood experiences influence later
learning?

To answer thesguestions, wadrew uponsurveydata collectedrom Young Facilitatorgparents
and teachersThesedata were compkemented withdata from key stakeholderinterviews with
school directorand officials from Woreda Education Offices &teBs
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Programme Benefits for Young Facilitators

Involvement and Perceptions o€CtCSRP

According to the Young Facilitator sunfay 283), Young FacilitatcatendedGrades 5 to 8&and
the majority wasin Grade 6. Results suggélat boys were more likely than girls to be Young
Facilitators(58 percentmale compared to 42percentfemalg). Interviews withschool directors
and key stakeholdermdicated that Young Facilitatorgere selected based on the strength of
their academic achievementss well as theimotivation and reputation in schopthey were
consideredo bethe studentsmost ableto take on the responsibiligis of a Young Facilitator

Most Young Facilitatorwho completedthe surveyhad participated in theCtCSRPor less than

one year (3lpercen). Twentytwo percent had been a Young Facilitator &drleastone year

while 29 percent had been a Young Facilitator for two years. Eighteen percent had been Young
Facilitators forthree or more yearsYoung Facilitatorsboth girls and boys-were fairly evenly
divided with respect to their reports on how much time peipating inCtCSRBok away from

their schoolwork37 percentreporte d “ n ot perdentraported”,a 3l Ovhile B3lparcent
reported it t oo lromaheiasghodiwerkAs can be seeh ifablé4rh, despite

this variability the overwhelming majority of Young Facilitators reported that they liked being a
Young Facilitator, were interested in tl@CSRRBctivities, liked doing the activities with young
children and wanted to continue being a Young Facilitatothe followingyear.

Table4.1 Young Facilitators' SeReported Attitudes Towards CtCSRP
A lot A little Not at

all
Do you like being a Young Facilitator? 85% 11% 4%
Are you interested in CtCSRP activities? 90% 8% 1%
Do you like doing CtCSRP activities with young children? 87% 12% 1%
Do you want to continue being a Young Facilitator next 87% 9% 4%

year?

Note:Percentagediave beerroundedto the nearesbne whichis why they may not add to 100
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Improvement in Attitudes Towards Learning

TheCtCSRRii ms t o i ncr ease -esteanncpnfiderece and itheirapogitives ’ sel f
attitudes towards learningThroughthe survey, Young Facilitators were presented with five

statements and were asked todicate to what extent their attitudes towards learnifgve

changed as a result of participating in t86€CSRFPhe esponse choices weras follows Not at

all, A little andAlot Y o u n g F arespdnsedra presented in Table 4.Zhe vastmajority

of Young Facilitatorastho completed the surveyeported that they were happier at school, felt

more confident, and had more positive attitudes towards learning as a result of participating in

the CtCSRP

Table4.2 Young Facilitators' SeReported Improvement in Attitudes Towards Learning
as a Result of CtCSRP

A lot A little Not at all
Have you made new friends at school as a result of  70% 20% 11%
CtCSRP?
Are you happier at school as a result of the CtCSRP:  87% 12% 1%
Do you feel more confident that you can do wellinsch ~ 83% 15% 3%
as a result of the CtCSRP?
Do you have a more positive attitude towards learni  80% 15% 5%

as a result of the CtCSRP?
Note.Percentages are roundeid the nearest onendmay not add to 100.

The findings fronthe Young Facilitatorsurveyswere corroborated in our interviews witkey
stakeholdersincludingteachersand school @tectors Students who are Young Facilitators were

described as havirigcreasel seltconfidence and motivatiorpetter time management skillgnd

a positive work ethicThey also described how the programmadeYoung Facilitat@feel proud

and provided an opportunity forthem to develop leadership and prsocial skills such as

responsibility, commitmet) and honesty. For example, &EB official in Oromia reported that

t he progr amme increased Young Facilitators’ ir
Facilitators become interested to asWoreddeachers ¢
Education Officiain Tigray noted how the programme increds¥ oung Faci |l i tators’
l earni ng: “Young FaciThey bewdme activdedreers eanddhey take nf i denc
responsibility to MteadEBt lod fycumdg ¢mi IOdroenn .a” not
family respect Young Facilitators and appreciate their work. They are seen as a great person in

the community.”
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Young Facilitatorsene asrole models for other students arare recognzedand respeaotd by

the community fortheir effortsin the CtCSRHAFor example, a school representative in Oromia

not ed, “People in the community calcommunite m “t eact
Other students want to be good achirg like the Young Facilitatorshéy are role models for

ot her slkwadatsontost.e’d t hat some Young Faci,bndt at or s f
better than other students as a result of particigatiin theCtCSRFY oung Facilitatorsere active

member of Teachers of Tomorrow school clahs key stakeholders suggested that participation

in CtCSREBncouragel students to think aboubeing a teacher in théuture.®* Young Faci l it at
are eagertobed eacher,” reported an REB official i n Or
future.?”

Key staleholderdataraised someimportant questionsand considerations in regardstize Young

Facilitators. Firstgiventhe selection process for Young Facilitatamst all students ha the

opportunity to bea Young FacilitatorOnly the best performing students who dahe best

conductwere selected to be Young Facilitators. Secamk-third of Young Facilitators reported

that their participation in the programme t ook &
our findings indicatd that boys are more likely to be Young Facilitators than girls. Some key
stakeholders mentioned that somepents of female students were less likely to allow their child

to participate as a Young Facilitator than par e
domestic laboumlt home Some ky stakeholderslsoreported that during the first year of th

programme some parents refused to allow their children to be Young Facilitators but this

resistance was significantly reduced after the first few months that the programme was running,

as parents understoobetter the goals andenefits ofthe programme.

These findings suggestahe isa need for greater attention to fairness in the selection process
and the impact of time demands on the Young Facilitatespecially in relation to girlBeing a
Young Ecilitator appears to enhance future life chanaesd therefore it is worth considering
whether it is an opportunity that could be offered to a wider number of Grade 5 and 6 students.

Improvement in Academic Achievement

In the survey, Young Facilitators were asked their perceptions of the benefits Gt@G®RFor
their academic performanceyoung Facilitators were askaindicatethe extent to which they
have become a better studerds well ashe extent to which thei grades in language arts,
mathematics, science and social studieseimproved as a result of participating in t@@CSRP
The surveyesponse choices weis follows Not at all, A little andA lot

Seventyfive percent of theYoung Facilitatorseported that participating in theCtCSRRelped

them “a | ot t o become Db-pgetcenereported thatparticipadingpat s c h o ol
theCtCSRR el ped them “a | itt | evhiefivoperbeatceparied thatét t er st
did not help them at all to become better studentsgure 4.1 shows the percentage of Young

Facilitators who indicated that their school grades/eimproved as a result of participating in

the CtCSRPYoung Facilitators repted that their grades improved across all four subjects as a

result of theCtCSRPparticularly theirgrades in language arts and social studies.
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Young Facilitatofs

Severalkey sakeholdersnoted thatYoung Faciti at or s’

read the

Young

r e s p o rcarretmraed by fieadingsdrom key stakeholdelinterviews

had developed

F bagei opportusites torpracice gnd irethferce aheid own

literacy skills when doing literacy activities with the young childrenKey stakeholdersalso
reported that Young Facilitatorlsave goodrelationships with teachers andre less afraid of

teachersthan other students

Figure4.2 Young Facilitators' SeReported Improvements in School Grades as a Result

of CtCSRP
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Regional Vaiation

Young Facilitator survesesults suggestd that Young Facilitators are recruited from different
gradesin different regions for example most Young Facilitators were in Grade 6 in Harari and
Tigraywhereas most Young Facilitators weredrade 8 in Oromia. The resuttsosuggest that
femalesare more likely to be involved as Young Facilitators in Oromigpéf@en)) compared to
Harari (40percend and Tigray (3®ercend. Young Facilitators in some regions were more likely
to report that participating in theCtCSRP o0 o k
percent in Tigray compared to 23 percent in Harari and 15 percent in Oromia. Young Facilitators
in some regions were more likely to report that thpositive attitudes toward learning improved
r e s uUCtQSRRB9fpergerat in Tigray ianm 84 peroegt iniOnomia h e
compared to 43 percent in Harari. Overdlo u n g
high across the regions, with 99 percentyafung Facilitators in Tigray, 94 percent in OrQania
95 percent in Harareporting that they liked being a Young Facilitator.
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Programme Benefits for Parents

Improved Understanding of Early Childhoo®evelopment

A secondCtCSRm®oal for parents is to increase their awareness of the importance of child
development. In the parent interviewn(= 715), parents in both th€tCSRRnd control group
wereprovided with a list of child development questicarsd were given the followingikert scale
type responseoptions Not at all A little, or A lot

Table 4.3 shows the percentage of parents wlagreed— either alittle or a lot - that young
children learn through play; that early childhood experiences kelpi | dnaiesrio dsvelop;

that everyday activities help children to learn; thgihging a new song, looking at a book, or
playing a new game helps children to learn; and that children learn best when family members
take an interest in their games/activitieAscan be seen in Table 4.anents in theCtCSRBroup

were more likely than parents in the control group to agmeigh statementsconcerningchild
development(Appendix 4\). In other wordsparentswho havea childin the CtCSRRave better
awareness of the importance of early childhood developntean parents whose child has not
participated in theprogramme Care is needed when generalizing these results because, in the
absence of a baseline, it is not possible to identifyepart s° perceptions of the i
childhood development and activities for promoting early learning in the home prior to the
introduction of CtCSRENd it is possible that parents who held these beliefs at the onset were
more likely to allow the children to take part in th€tCSRP

Table4.3 Parent Awareness of Early Childhood Development

CtCSRP Control

Children learn through play 93% 73%
Children’s early experiences 99% 81%
Everydayactivities help children to learn 94% 75%
Singing a new song, looking at a book, or playing a new game 95% 81%
children to learn

Children learn best when family members take an interest in tt  ggoy 79%
games/activities

Early Learning Activitiesn the Home

A third CtCSRR o a | for parents is to help them acquire
learning. In the parent interviewn(= 715), parents in both th€tCSRBNnd control group were

asked to indicate the amount of time they or someone else in the household particijrated

variousearly learning activitiesThey were given the followirgtpoin Likert-type scaleresponse

options Not at all A little,or A lot
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Table 4.4hows the percentage gfarents in theCtCSREBNd control groupsvho agreed either

a little or a lot - that, in the past week, they or someone else in their household participated in
early learning activities with their young children including stefling with children; singing
songs with children; reading books with children or looking at pictures; playing with children; and
naming, counting or drawing. Parents in t6&CSRBroup weresignificantlymore likely to agree

with these statementshan parents in the control grouggsee Appendix 5®r additional analysjs

In other words familiesof CtCSREhildren were more likely to engage in horhased activities

that promote early learninghan parents in the control group

Table4.4 Engagement in HomActivitiesthat Promote Early Learning
CtCSRP  Control

Storytelling to children 80% 62%
Singing songs with children 89% 66%
Read books or look at pictures with children 94% 67%
Play with children 89% 69%
Naming things, counting or drawing 93% 66%

Programme Benefits for Teachers and Schools

Involvement In and Perceptions of th€tCSRP

According to the teacher survel € 82), teachers involved in tl&CSRBRad between one and
32 years of teaching experience, with an average of nine yeare x p eTeackers gemerally
taught multiple grades: 42 percent taught Grades 1 to 3f@&enttaught Grade 1while 50
percent taught Grades 5 to 8. Fityx percenof teachers reported that they attended all or most
of the training sessions faLtCSRPTeachers ofipper primarygrades were slightly more likely
than teachers ofower primarygrades to report that they attended all or most of the training
sessions foCtCSRPB4 percentcompared to 53ercend. Nearly all teachers reported that they
understood the purpose of£tCSRI99 percen) and most agreed that grouping older children
(Young Facilitators) with younger children worked well in their schogb¢®dert).

Teacherswere fairly evenly divided with respect to whether the amount of time required to

participate inCtCSRPosed a problem: 35 percent reportédn ot at al | 7, 29 percer
I i t and 35gercentr eported “a | ot”. The amount of time r
teachers of theupper primarygrades thanower primarygrades (45ercentcompared to 21

percenf). The demands on time are greater for teachersipper gradespossibly becausthey

are responsible forconducting the weekly sessionsith the Young Facilitatorss well as

supervising themNevertheless, the overwhelming majority of teachers reported that they would

like to participate in theCtCSRRgainthe following year (9ercen).
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Child-Centred Teaching

A CtCSRR o a | for teachers is to enhancecentraacher s’
teaching methods and to create childendly learning environmentsin the teacher survey,

teachers were presented with five statememntsgarding the use of childentred teaching and

were asked to indicate to what extent their teaching practices chdmgea result oparticipating

in the CtCSRHM he teacher surveyesponse choices weis follows Not at all, A little andA lot

Teaches reported that their chilecentred teaching methods improved as a result of participating

in the CtCSRH able 4.5 displays the percentages of teachers who agreed that their-cleiidred

teaching methods in five different teaching areas. The largest improvement was related to the

way teachers ask childneguestions in class: 74 percent of teachers reported that the way they

asked questions improved “ a Ct@SRPTheaseconcdlargesgsul t of
improvements were related to the ways that teachers motivate and assess students: 68 percent

of teachers reported that the way they motivat
participating in theCtCSRRind 67 percent of teachie reported that the way they assess students

i mproved “a | ot as &LtCBRPsul t of participating ir

Table4.5 TeacherPerception oimprovements in Chil€entred Teaching Methods as a
Result of CtCSRP

A lot A little Not at
all

As a result of participating in tHetCSRMhave you:

..i mproved the way you pl 45% 42% 13%
..improved how you motiva 68% 25% 7%
..i mproved how you ask st 74% 16% 10%
... mpr ov e dconductvwgroyp avark with students’ 63% 28% 9%

..i mproved how you assess 6/% 24% 9%

Note: Rercentages are roundeih the nearestone, whichis whythey may not add to 100.
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These findings were corroborated in our interviews wdtthooldirectorsand key stakeholders,

who noted that teachers who participaten the CtCSRExperience firsthand the positive impact

that childcentred teaching methods ltkon the early learning skills and achievement of young
children and, as a result, theyere encouraged to adopt such teaching methods for tmegular
classes and share what they know with other teachers in the school. For exangtapal
director in the Southern Nations, Nationalities and People's Red®NNPRreported that
teachers hae improved class management and treat students more equally as a result of
participating in theCtCSRP “ Af t €iCSRPher ai i ng, teachers’ cl as
teaching has improved as they apply what they learn to their teaching. For examplegdimey
practical aspects from the training such as producing materials. Also, they teach students more
e g u a Kely stakeholders reported that teacher participation in @& SR recorded in their
performance evaluations, whickias beneficial for theiteaching recordThey also noted thain
general teacherswere interested in participating in the programmand that further, in some
communities, theravascompetition amongst teachers to participate in the programme.

While the majority of teachermterviewedengaged in th&CtCSRwere teaching older children,

key stakeholderanentioned important spillover effects for the programe for early grade
teaching.For example, they noted that Grade 1 teachers with students who have participated in
the CtCSRRound it less burdensome to teach than a class of students without GIySRP
students Key stakeholders also noted that teachers are more willing to teach Graterithey

are teaching children who have participated in t66CSRPFor examplea WoredaEducation

Of ficer in Ti g CEL$RHAswy engdortantadaomeachérs bhedaese chibdchild
children never have a challenge to write, read or know the alphabet. They are disciplined. It is
easy for teacher s tadNICEemredentativhreemp o'r tHeiCkQ@SHPalr | v ,
lessens the burden on the Grade 1 teacher because-tdmtthild children know how to hold a

pen, know the alphabeend know t he school rul es.”

Regional Variation

Results from the Young Facilitator survey suggést teacherswho participated in the
programmein Tigray had more teaching experience, on averageyears, compared to teachers
who participated in the programmmm Oromia and Hararwho had, on averagdive years and

four years of teachingxperience respectively As noted earlier,liere was variance across the
regions in the frequency aéachersattending theCtCSRRaining sessions: in Harari, 89 percent

of teachers reported that they attended all or most of the training sessions caadpir 55
percent in Oromia and 48 percent in Tigray. We also found variance across the regions with
respect to those who agreed that grouping older children (Young Facilitators) with younger
children worked well in their school: 100 percent in Oromia ang&cent in Tigray compared to

67 percent in HarariThis wassomething we could not explain but that deserves further
investigation. Overall, teachers across the regions generafigrted that they would like to
participate in theCtCSRRgain next yearl00 percent in Tigray, 93 percent in Oropdad 83
percent in Harari.
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Summary and Discussion

The results presented in this chapter suggest that, based primarily on recalffrdataYoung
Facilitators, parents and teacherand triangulation with key stakeholders, tH&tCSRPbad a
positiveimpact on Young Facilitators, parepgsid teachers.

Young Facilitatordelt happier at school, & more confident, and hdamore positive attitudes
towards learning as a result of participating in tB8CSRPThe resultsalsosuggest that Young
Facilitators became better students and their performance in school improved as a result of
participating in theCtCSRPThey were rgsected by the community for their contribution to
young children’s l earning and wer e rol e model !
communities However, hese findingshould benterpretedwith caution: $rong impact findings
would require comparing baseline (pretest) data with postparticipation dataon student
achievementand attitudesin both control and intervention areass well as includingnore
information on the process used to identify and select Young Facilitditazentrast to the limied
findings of the 200%®valuation of theCtCSRBilot in Ethiopia, our findings suggest that the
CtCSRPad a potentially significant impact on the Young Facilitatdmacking thelongterm
impact on Young Facilitators is a question worth pursuing imréuévaluations.

Anarea in which we found a potential challenge to #r@gagement of the Young Facilitators in
the CtCSRRelates to theselection process used in recruitment and timee the programmeakes

away fromtheir other academicactivities.The idea of recruiting older children in a chitdchild
approach, or crosage tutoring, is based on a wsitoven model, but the constraint on older
chil dr en’ s investigated eapacslty inlhe context of Ethiopighere students need

to balance competing pressures including responsibilities in the household or farming, long
journeys to school, battling to maintain a good academic standing, and working outsiderttes
Furthermore, our findings pointed to potential issues of equity and faisna the selection of
Young Facilitatorgsiven the enormous importance of school completion and success for this age
group in Ethiopia, collecting further data about thengterm impact of the programmeon
leadership and academic success among youndeadents, and especially among young
adolescent girls, is very important.

For parents the results suggest thaheir understandingof the importance of ortime school
enrolmentimproved as a result of th€tCSRRNd, furthermore,that parents in theCtCSRP
showed higher awareness of the importance of child development and activities in thethame
promotec hi | dr e n’ s Inecantrdstyin the 208%evaluatian .of theCtCSRIBilot there
was no significant programme impact on activities in tloene for promoting early learning and
no information was included on parentsnderstanding of ofiime enrolmentor the importance
of child development. Again, these results must be treated with caution givdrthieg rely on
selfreporting. For exampleit was not clear to us from our review pfogrammedocuments and
interviews with key stakeholdera/shether parenting information was being circulated in an
ongoingor uniformway as part of the programme. Future research is needed to understand how
the programmecan producechanges in parentingnowledge,and attitudes and behaviours
concerning the development and learning of thetildren.
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For teachers and schoglsur findingssuggestthat teachet understanding and us
centred teaching methdshaveimproved as aresultdf e ac her s’ pheCtCSR&idp at i on i
more childfriendly learning environmentsave beercreated. While few of the teachers involved

in the CtCSRRBre early grade teachers, there was some indicatiopaténtial indirect spillovers

into Grade 1 classrooms, where teaching became easieramd resulti e a ¢ tikingress to

teachGrade 1 has beerenhancedlt was not possible to discern impact on teachiershe 2009

evaluation of theCtCSRPilot due to samphg issues and high attrition. Our findings in this area,

likewise, must be treated with caution as they rely primarily onsegbrted outcomes. However,

they indicate a clear need to better understand the effectsphegrammehas on schools so that

these effects are maximized.
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Chapter 5 Discussion and
Recommendations

Impact on Children

The first and primary question for this evaluation was

Do children who participated in th&€€tCSRRave better school readiness and early learning
skills compared to children who have not participated in the Programme?

To answer this question within the time period requested (October 2id8iary 2014), two
groups of childrerwere assessed: an intemrgon groups thatreceived the CtCSRin UNICEF
supportedworedas and a control grop that did not receive the programmeh@& overarching
finding is that children who participated in the CtCSRP had higher scores in the areas of early
numeracy, literacy, and social and emotional skills for learning when compared to children in the
control group. Positive outcomes were found acrosgatigraphicategions inthe study, and

there is some evidence that the programme effects are larger now than during the pilot phase of
the programmeThese findings were all the more impressipenthat the children in the CtCSRP
were, on average3 monthsyounger than the children in the control group.

Learning Skills

In particular, evaluation findings suggest that childwdro attended the CtCSRP had betehool
readiness skills related to early literacy across all tas&ksiding letter recognitiormeading simple
words, and writing their names, as compared to children not enrolled in the CtCSRP.

However, it is important to note thatventhough the CtCSRP grooptperformed the control

group, scores for writing and especially reading westédl guite low with fourteen percent of
CtCSRP graduatasable towrite anyof the letters in their nameand56 percentunable toread

any of the simplehigh frequencywords they were shownThe importance of vocabulary for
success at school cannot be overestimated (Biemiller, 20@gabularyessential for academic
learning is a key area that correlates with understanding spoken language, readidgvriting

and is the best predictor oleading comprehension. An examination of the skills listed in Table
3.1 helps to appreciate the importance of developing a broad vocabulary base. Children who have
limited vocabulary (e.g., having difficulty with naming colours and shapes when they/ &a6s

old) will continue to experience difficulties with listening comprehension, reading
comprehensionand wr i ting in the years to come. As
familiarity with simple vocabulary such as names of colours or shapes #re differences
already at this early stage between intervention and control students. Developing academic
vocabulary should become an important objective that should be fostered thr@iGiSREnd

be evaluated in future research.
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With respect tonumeracy skills, the largest improvements were found for number recognition,
making patterns, and shape identification. When comparing these findings to findings from the
2009 evaluation of the pilot programme, we note that there contidde be a mediurmsized

positive programme effect on children’s ability
using oneto-one correspondence, recognize letters, and write their nafathermore, here
appears to be improvements since 2009 in the programme effects chi |l dren’ s abi l

recognize colours, make patterns, solve simple addition and subtraction problems, and read
simple words.

Childrenwere also assessed on five aspectsadial and emotional skills fégarning: (i) his/her

task persistence, (ibis/her level of confidence, (iii) his/her attention to directions, (iv) his/her

ability to understand directions, (v) his/her attention span, and (vi) his/her leoyement. This
assessment was based on the researbehbvoumas si st ant
throughout all the tasks, andhddren who attended the CtCSRP showiphificantly higher scores

on all tasks

Social Skills

Furthermore, based on reports from parents, teachers and key stakeholders, the CtCSRP appears
to have an impachot onlyo n ¢ h iatademi skillssbut on thesocial skillas well Through

the programmechildrenlearned to communicate, express themselves and ask questions, were
less afraid of school, had friends when they started school, knew the schos) wiee more
disciplined and motivated, and were more interested in starting primary schibel ®cialization
experiences with positive peer role moddl¢oung Facilitators), gained throughsupportive
learning environmenin the home communitycanhelp childrento developskills and motivation
needed to succeed in school.

Outcomes in Primary School

In addition, basedn reports from parents, teachers and key stakeholdéns CtCSRP appears to
have an impactoe h i | ducaess inschool, in thethothe short and mediunterm, including

in the areas of o#time enrolment, academic achievement and dropout. However, because of the
absence of longitudinal data on cohorts of intervention and-mervention children (including
their ontime enrolmentand academic achievement in school), these findings should be treated
cautiously. Only with this information will we knomhetherthe momentum ofschool readiness
skills translate into the skills and attitudes needed for medium and long®rm successni
primary schooand beyond

Overall, the findings presented in this evaluation suggest that the model of peer tutoring used in
the CtCSRP provides a significpositiveimpact onc h i | dahalréadiness, with moderate
gains in alllearning outcomesassessedn this evaluation. These impacts are particularly
remarkable when one remembers that the Ct@3Rvolunteerbased, delivered by primarily
children, and offered over no more than 36 sessions of a few hours each.
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Impact on Young Facilitators, Teachers and Parents

A secondary set of questions, answerliedhis report, addresse the perceived effects of the
programme on Young Facilitators, families, and teachers/schools:

1 Does participating in th€tCSRRelp Young Facilitators develop new skills that enhance
the early learning of prachool childrerand i mprove You®ssgeenkFacilitat
confidence, and positive attitude towards learning?

9 Does participating in th€tCSRP mpr ov e f a mi of theismportaacevaf chddn e s s
development i mprove families’ skills for promot.i
i mprove families’ under dimeasohdol emrglment? t he i mpor

1 Does participating in th&CtCSRP mpr ove t eac hgrarsd’usewinctildr st andi r
centred teaching and learning methodsnd awareness of how early childhood
experiences influence later learning?

The findings from this evaluation, based on sefforts and triangulated byinterviews withkey
stakeholder and parent sueys, indicate tha¥oung Facilitatorielt happier at schookveremore
confident, and hd more positive attitudes towards learning as a result of participating in the
CtCSRPThe results also suggest that Young Facilitators became better students and their
performance in school improved as a resulpafticipating in theCtCSRMBoth teachers and key
stakeholders remarked upon the improvement of literacy skills among Younigafas and
noted that the prograrme enhancel their leadership skillgheir interest in becoming teachers

and increasedheir sense of belonging in the communit4s previously noted however, these
findings should be treated with caution because YoBagilitators are selected because they are
better students in the first place.

For parents, the results suggest thaeir understanding of the importance of eime school
enrolmentimprovedas a result of th&€CtCSRENd, furthermore, parents in th€tCSRBhowed

higher scores on awareness of the importance of child development and activities in the home
for promoti ng c hthdn gdareatsiof childrerair the wontrokgeoupgain, rthgse
findings should be treated with caution becausargnts who choose to enroll their children in

the CtCSRP may have started with higher levels of awareness even before engagement with the
progamme

Finally, the resultsuggest that teacher understanding and use of ebddtred teaching methods

improvedas a result otheir participation in theCtCSRBnd more chilefriendlyand cooperative

learning environments have been created. While few of the teachers involved Gt®8RBre

early grade teachers, there was some indication of indirect spillomosGrade 1 classrooms,

where teaching became easig|nd, as a result, teachers’ will i ng
enhanced.As mentioned in Chapter 3, the absence of stronger involvement of early grade

teachers in thggrogammemay be a missed opportunity.
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Progranme Implementation, Relevance and Sustainability

This evaluation also reviewed the implementation of the CEISRrder to understand fidelity
to programme design, variation in delivery, and the benefits and chgdenf the programe as
experienced by key stakeholders. The relevance, sustainalafity costeffectiveness of the
programme were also explored.

This evaluation has shown that the Ct€8Rs expanded very rapidly from an initial three pilot
schools in three regions in 2008. A conservative estimate suggests that by 2014 thBWaSSR
offered in more than 1500 UNICEF supported schools in seven regions. Reports from Regional
Education Buraus would nearly double this estimate, in particular by including the commitment

by Tigray to extend the programe to all 1800 schools in the region. The programme is also
offered in 10 languages (having grown from the three initial languages of the. pilotieliable

data exist regarding the total number of children reached each year through the proggam

each regionbut a rough calculation based on the notion that there are 20 Young facilitators per
school, each servinfive children, would suggesthait between 150,000 and 300,000 young
children are enrolled in the programme each year.

Our findings suggest that parents, teachers and key stakeholders (including school directors and
Regional Education officials) find the prograrrelevant to the need of Ethiopian communities.

This is reflected in the considerable enthusiasm for further expansion of the programme shown
in interviews in all of the five regions addressed in this study. While key stakeholders in some
regions (for example Haramjere more cautious about expansion due to resource gmints, in

other regions rapid expansion contiedregardless of the availability of funds. Tigragast out

in this regard for its commitment to universalizatidout it is not alone In other regions we wer

told that whole communities were adopting the programme and implementing it themselves,
using copies of programme matals from neighboring schools. The only area where
stakeholders raised questions about programme relevames in relation to plans tensure
materials had sufficient reference to local context and culture.

As might be expected, our findings also suggest that in the course of bringing thée*@iGC&Re,

there have been significant challenges to programme fidelity. In particular, materials needed to
deliver the programme are unevendjstributed, and all reports suggestl that young children
rarely receive the early learningkit of books and mirials proposed in the original CtCSRP
design.The child kits are a critical component dhe early learning activities that have been
developed and, in particular, are essential foe literacy activitiegelated to enhancing young

c hi | deading, acdwritingskills.An important aspect of the model is that each child can take
their kit home and practice what they have learned with siblings or other children, outside of the
weekly sessions. It well knownthat children learn best through repetitignf children have
access to their own Kits, as intended, this increases the programme dose because children can
practice activities implemented during each group session at home.
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Not dl teachers andvoung Facilitators have guides. Training of teachers has not happened as
regularly as envisioned in the programa design often with gaps as long as three years between
training.  Since our dataere collected primarily from CtCSRP schools in UNICEF supported
woredas we suspetthat materials and trainingire even scarcerin woredasthat introduced
CtCSRP without UNICEF support. This suggests that, at least under current faraingters

the programme model and its quality are being eroded. Further research is neededdrstand
whether such variables in resourcing imp#u levels of school readiness achieved through the
programme and what levels of resources are necessary to achieve strong school readiness
outcomes

The evaluation points out four other areas mogramme delivery where further attention is
needed. First, our findings suggest that there is the potential for selection bias both in the
procedures used for the selection of young children, and in the recruitment of Young Facilitators.
The demographicharacteristics of children in the randomized intervention group selected for
evaluationwere on the whole younger than control group children and from families with higher
levels of maternal educatigrsomething that may be the result of selection bid&e know that
children with lower levels of maternal education had lower scores on the child assessment for
school readiness, in both the intervention and control groups, which suggests that these children
are more vulnerable with respect to not being prapd for Grade 1. Tése findings speak to a
need for greater attention to the processes for enrolling children in CtCSRP to ensurhikthian

of mothers with low education are encouraged to join fr®gamme

Furthermore, the selection of highichievingYoung Facilitatorsnay limit the participation and

therefore the benefits of the programme fasther children in the Young Facilitators age groups.

The idea of recruiting older children in a chitdchild approach, or crosage tutoring, is based

onawdl-pr oven model , but the constraint on ol der <ch
in the context of Ethiopia where students need to balance competing pressures including
responsibilities in the household or farming, long journeys to school,ibgttb maintain a good

academic standing, and working outside the home. Furthermore, our findings pointed to potential

issues of equity and fairness in the selection of Young Facilitaf@ix&n the enormous

importance of school completion and succesdliiis age group in Ethiopia, collecting further data
about the progratfme’ s i mpact on | eadership and academic s
and especially among young adolescent girls, is very important.

The evaluation also points out that teachers frearly grades are rarely engaged as programme

facilitators, who tend to be drawn from teachers in the s@rgrades. This may presemmissed

opportunity, as engagement of early grade teachers in the programme not only reinforces the

friendly arrival of pung childrentothescho@ind t he school s’ rebuwli ness t
also limits their expagre to the childcentred and playpased learning methodologies supported

by the programme.

During this evaluation, dataere not available from UNICEFd&ow a comprehensive evaluation
of programme costs, and therefore of cost effectiveness and value for mélwyever, &isting
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estimated put recurrenper childcosts of theCtCSRsomewhere between USD $1@ USD $53
per chibl.> While these costs can be compared to the recurrent cestimates, there has been
no research on the level of school readinesshieved throughzero class, making such
comparisons mute to the question of overall value for money. It must be emphaesigda that
current funding—even inworedassupported by UNICEFRoes not presently provide fall the
materials needed for a high quality programme delivery.

Another area wherguestions were raised in this evaluation rel& the alignment of the CtCER

with other early childhood education offerings, including the planned expansiaerottlassfor

children age @o all primary schools i&thiopia Though ltese questions werbeyond the scope

of this study, we note that such alignmestessential to the development and integration of the

fourpi I  ars set out in the Et httbelitCS8RP, tgionwagimplyment ' s
a need totargetingthe programme toa specificand youngerage graip (4to 5 year olds). By

carefully sequencing the learning objectives of the CtCSRP with offeringerofclass and

kindergarten Ethiopia will be able to provide linked up ECCE for children ated 4€nsuring the

strongest possible start to formal schooling

Finally, the process basgwrtion of this evaluation has noted that monitoring and evaluation of
the CtCSRRind its impact on children has not been strong enough to allow a complete
understanding of the programme and how it affects thnedium and longeterm success of
children inschool. Simple data on programme costs and resourcing by school and region, on the
number of schools implementing the programpaand on the number of children enrolled and
their ongoing school pathways, would greatly aid in the abilityunalerstand the impact the
progammehas on school completion and learning achievements over the medium and longer
terms.

5 These estimates to do not appear to appropriately reflect such costs as upgradirajesfals, provision
of materials to each young child, UNICEF management costs, and costs related to evaluation and
monitoring of the medium and longer term effects of the programon the school success of young
children in theprogramme
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Recommendations

Based on our findings, this evaluation proposes the following recommendations f@ihdto-
Child School ReadineBsogramme inn Ethiopia.

6. Expand Resources to Ensu@riality andSustainability Although further research is needed
to understand CtC$Rcosts and value for money, this evaluation suggests that the
programme has a significant impact on school readingsseasy to scale, and is
enthusiastically supported by key stakeholders, parents and teachers. Yet on a per child basis,
programme resources aréeteriorating To be implemented effectively and equitably, this
programme requires that sufficient relevamhaterials be in place for children, Young
Facilitators and teachers. Training for teachers and Young Facilitators must be conducted in
regular cycles, and materials must be updated to reflect local language, cultural background
and needs. More must be done to ensure that the quality of the programme is temthys
high across regions, not only in UNIGEHpportedworedasbut also in areas where the
programme is spreading and scaling without dird®&tICEF suppofThere is an urgent need
for new fundingthat supports training, materials and institutionalizeshélership in regions
andworedasthat lead to maximinguality in programme design, materials, monitoring and
assessment, training and supervision.

7. Enhance Access for Vulrable and Disadvantaged Children, both Young Participants and
Young Facilitators Our findings suggest that more can be done to ensure that most
vulnerable and disadvantaged children participate both as students in the E#BRas
Young Facilitators. In particular, we note that the recruitment of Young Facilitators could be
better targeted to ensure enhanced lifhances of girls and other vulnerable grou@ar
findings suggest that there may some sa&dfection into theprogammeby parents from
families with higher maternal education levels. This suggests ttlabcd directors and
community leadershave an important role to plain identifying and recruitinghe most
vulnerableyoung children for the programméncluding hose children from families with low
levels of maternal education Further institutionalized supports from Regional Education
Bureau andvoredalevel officials are very important.

8. Focus on Literacyas one important piece of a holistic approach to earhildhood
development The CtCSRRakes an appropriately holistic approach to early childhood
development, and it is important to recognize its contributions not only to literacy but to
numeracy and broader psycksmcial development. Howevethe broader findings of this
evaluationsuggest that while the CtCSBifhances literacychildren who attend the CtCSRP
still have surprisingly low scor@searlywriting and readingFurthermore, it was notable that
Young Facilitatorseport that they wee less likely to engaggoung children inliteracy
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10.

activities as compared toCtCSRPumeracy activitiesvhen delivering theprogamme a
problem which carbe linked toinsufficient provision of CtCSRRaterials for reading and
writing activitiesto young children in thggrogamme Basic reading and writing skills are
critical foundational skills for future learning and success in sclaoal,thus we strongly
recommend thatfuture attention and investmentde made toensure thatearly literacy
acqusitionremains a central part of the CtCSRP

Ensure Alignmenand Integrationwith National Plan for ECCEo0 maximize the benefits of

the CtCSRP, it must be aligned with the other three pillars of ECCE in Ethiopia including parent
education, health and stimulation, arfdrmal school readiness programs offered through
pre-school education. In this way, children and families will have access to comprehensive
ECCE from birth to age 6, as outlined in the first go&dufcation for All More specifically,

our research raised questions about the alignment of the CP@&R national and regional
plansfori nt roducing universal access to a “0°”
access to such classes expands, it will be important to ensure that the 2 i@8&®ling its
materials and training, comg@ment this newoffering and form a developmental sequence
where one programme builds on the otherOne way ofachieving this may ttarget CtCSR

to 4to 5 year olds, andoncentrateenrolmentin O class to children aged $o that there is a
sequenced approach to EC®attcovers the different developmental needs of children from
ages 40 7.

Future ResearchMonitoring and EvaluationFuture research is needed to assess the relative
effectiveness of not only of differemirogammedelivery models for the CERP, but also to
decide how to alignth€tCSRPan best be aligned with the
expandzero class. As noted in this evaluation, further research is needed to understand the
medium and longeterm impacts of the CtCSRP (for eyde on school completion and
primary school learning outcomes), and to explore the cost effectiveness of the CtCSRP as
compared to other ECCE interventions. Smaller scale studies could provide useful information
on how the programme could benefit childrewith disabilities or those in pastoralist
communities, and provide more evidence on whether and hoav@CSRP enhances the life
chanes of Young Facilitators. The considerable momentum in national plans for expanded
access to ECCE suggests that thimnsappropriate time dr a rigoous, largerscale
comparative study of the impact of different packages of ECCE intervewotidaarningand

other childhood outcomes in Ethiopia.
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Appendices

Appendix1A: Research Design and Sampling Strategy

Research Design: The purpose of the impact evaluation was to determine if there were differences

in specific areas of children’s knowledge, skill
groups. A quasexperimental design was used in which dteh who received the CtCSRP were

compared with those who did not, and other factors that might explain differences in outcomes

were controlled for.

Sample Size Calculation: The sample size of 300 young children per group (intervention and
control) was coputed using statistical software and was based on the reported proportions of
the child assessment results from Ethiopia in the 2009 pilot evaluation. An additional group of
intervention children were sampled in Tigray but not control data was collectedis region.

The conventional cubff for the power of the study (8@ercend) ensured the probability of
observing a significant treatment effect when one actually exists. It is generally considered
unethical to run a study with less than pércentPower (as it would be a waste of time) or more
than 90percentPower (as it would have an unnecessarily large number of participants and be
more costly). We set the significance level at the standgrdrbent(corresponding to 9percent
confidence) and deded on a onesided alternative in light of the 2009 results which indicated
that the CtCSRP group consistently performed better than the control group. A continuity
correction was applied to all calculations.

Sampling Strategy: The sampling strategy irelstratifying by region, then draw a cluster
sample of schools within each region and then draw a simple random sample in each school.
Sampling was done proportional to the size of each region, which was determined by the number
of UNICEBupported CtCSR#ehools in each region. A randomized list of schools was generated
and the evaluation team started at the first school and moved down the list. The maximum
number of students per school was capped at 30 to guarantee that the entire sample did not come
from one or two schools only.

Statistical Analysis: Experimental control is difficult (if not impossible) in real world research
settings; for this reason, statistical controls were used to control for the effects of extraneous
variables or covariates thaterve not the focal point of the study. The extraneous variable that
had effects on the dependent variables included
education. Analysis of covariance (ANCOVA), which combines regression analysis anténalysis
variance, was used to control for the effects of covariates. In this way, we could investigate the
effects of the primary independent variable (participation in the CtCSRP). The ANCOVA F tests are
reported in the appendices and these evaluate the extenivhich means of the dependent
variables differ between the groups after adjusting for differences in the covariate. ANCOVA
therefore provides the best estimates of how the two groups would have performed if they had
possessed statistically equivalent ames on the control variables.

83



Appendix1B: Evaluation Instruments

Parent Interview: This instrument contained 25 questiodigsignedto obtain information on

parents’ under st andi amg eadyf learcirty i attiditiesdire the hoonp.me n t
I nformation on t he c¢hi Indleglobeguegtionivasmolldcted. Bhe s et s a
supplemental parent intview included questions aboup ar ent s’ understandi ni

importance of omtime enrolment, @i | dr en’ s p ther CICSRFP prg@rogramme i n
satisfaction. This interview was conducted wptrents/caregivers during the home visit and took
less than 20 minutedt was conducted by a trained research assistant.

Young Facilitator Surveythis irstrument contained 30 questions related to Young Facilitators
acquisition of skills related to supporting the early learning of young children, changes in their
attitudes towards learning as a resultthie CtCSRP and changes in their achievement at $choo
as a result ofthe CtCSRPA trained research assistant administered the surveyYtming
Facilitatorsin a groupsetting at theirrespectiveschools The Field Research Assistant explained
the purpose and nature of the survey to the Young Facilitators and how completion of the survey
was voluntary. Young Facilitators who wanted to complete the survey were given a survey and a
pencil. The Field Researglssistant read the survey aloud, item by item, to ensure that Young
Facilitators understood each item. Each Young Facilitator completed her/his own survey. The
survey took less than 30 minutes to complete.

Teacher Surveyrhis survey contained 25questic r egar di ng cha-ocegted i n teac
teaching methods as aresulttife Ct CSRP and their perceptions of i
academic achievement and reductions in ciayt as a result ofhe CtCSRPA trained research

assistant administeed the survey to teachers at each scho@achers to complete the survey

in their own time.

School Director Interview: This instrument consisted &0 questions related to theCtCSRP
implementtion at each school. During this interview, the schookdior was also asked to
provide sexdisaggregated enrolment statistics from 2009/10 €CSRP classGrades 1 to 4,
Young Facilitators as well as the numberGiCSRReachers. The trained research assistant
conducted the interview with the school dotor at a time that was convenient for the school
director. The interview took approximately two hours to complete.

Key Stakeholder InterviewsThese instruments were used to collect process information from
three levels: (1) local community leaders and school directors, (2) regicoglammemanagers

and evaluators, and (3) national organizational leadership team. The interview protocol ghclude
guestions related to th&€tCSRHBesign, operations and integrity of service, planned programme
design, programme outcomes, quality of service, and cost effectiveness. The research consultants
conducted these interviews, which took approximately one houromplete.

Appendix1C: Child School Readiness Assessment and Parent Interview
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Informed Parental Consent Information Sheet
Child School Readiness Assessment and Parent Interview

| am [Data Collector Name]. | work for [counspecific affiliation]. We are conducting a

research study on education for young children. The study is sponsored by UNICEF. UNICEF is
trying to improve education for families like yours. It is importantdstito talk directly with

families to get a better understanding of education in your commupitg.are inviting you to

take part in this study because your child is in the age group we are studying [For Intervention
Group only: and your child participatéd the Childto-Child ProgrammePlease take whatever

time you need to discuss the study with your family and friends, or anyone else you wish to. The
decision to let you child join, or not to join, is up to y&ou can ask as many questions as you

like and we take the time to answer them.

In this research study, we are asking childreddaactivities such as identifying colors, counting,
and reading simple word#& will take approximately 2@5 minutes.This will take place in your
presence and in yourome. Your child should find the activities fun and interesting. It is not a
school test and will not be part of your child's school record.

We are also asking parerds f ew questions about their child’s
Group: and their expéences with the Chiltlb-Child Programme). This will take approximately
15 minutes.

You will not receive payment for participating in this research. The information collected
through this study is intended to improve educational opportunities for youniglremi in the
future.

We will not be sharing information about you or your child with anyone outside the research
team. Your names will not be collected or used when data from this study are published.

Participation in this study is voluntary. You andychild have the right not to participate at all

or to leave the study at any time. If you or your child decide not to participate or choose to leave
the study at any time, there will be no penalty or loss of benefits to you or your child. It will not
harmyour relationship with the school or UNICEF.
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Child School Readiness Assessment

Instructions for Data Collectors

Before we start, I want to tell you my name. [
will ask you to do like naming colors, couigtinumbers and reading short words. This is not a

test. There are no right or wrong answers. Please listen carefully. Some things | will ask you to

do are difficult even for older children so don’
try. Youcan ask me to stop at any time if you do not want to finish doing these activities.

Write start time on scoring form.

Reminders for Data Collectors:

*Administerall the items in the exact order they appear. Never assume that a child knows or
does not know an answer.

*Read the instructions to the child exactly as they are written. Do not add any additional
information. Do not repeat the instructions unless the claitiks you to or you have a reason to
believe the child did not hear you the first time (for example, child was distracted by a noise
while you were speaking).

*Keep children engaged in the testing with neutral praigbat is, smiling and using positive
words that donot indicate to the child whether their answers are correct. Examples of neutral
praise are: “You are working very hard.” “Thank

*Be careful not to give the child any hints. For example, if the child needs to choose thetcor

response on a page, do not look at the correct response yourself because the child could follow

where you are |l ooking. When the child has to gi\
shape your mouth into the correct response.

*If child says theylo not know the answerlwaysencourage him/her to guess or to give it
his/her best try. Then if the child still insists that he/she do not know, score the item and move
on to the next question.

*If the child gives more than one answer, ask him/her to tell you which answer they think it is. If
the child changes hi s finalanswedobs theer answeavenaféhpyt t he c hi
changed their answer from a correct to an incorrect resgon

*Have fun with the child!
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1. Colour Naming

Materials: Coloured squares (red, blue,
yellow, green, orange, purple, grey, pink,
black)

la.

Place the coloured squares in front of the
child.

Saydl SNB | NB az2YS 02
you know the name®f any of these
O2f 2dzNEKE

| f the chil d datn2siwelr
the colours that you know and tell me the
name of each one. Point to the colour you
I NB yIFYAy3Ioé

When child stops naming colours, say] 2 2
carefully at all of them. Do you knowray
others?

Keep asking until all have been named
correctlyor the child does not know the
names of any more colours.

Scoring la

For each colour the child correctly names,
circle “1” in the *“!
andcross out “0”" and
to” col umn.

For each colour the child does not name
correctly or does not name atalg i r c | ¢
the “Child says nami

If the child names all the colours correctly, proceed to task B.

1b. For each colouthe child does not name
correctly or does not name at alkay the
name in the order it appears on the scoring
form and ask the child to point to the colour
For example, say to the child,b 2 6 LJ2
0KS Qgyyg aljdz2 NBodé

Scoring 1b

For each colour the child correctly points to
circle “1” in theFd:
each colour the child does not point to

correctly or does not pointtoatallc i r c |
in the “Child says |
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2. Naming numbers

Materials: Number Page (numerals9)

2a
Place Number Page in front of the child.

Saytothechildd | SNBX | NB &a2)
Do you know the names of any of these
Yy dzY o SNA K £

| f the chil d datn2siweir
of the numbers that you know and tell me
thent YS 2F SI OK 2y Soé

When child stops naming numbers, say,
a[ 221 OFNBTFdzZ t & I
any others?

Keep asking until the child has named then

all correctlyor does not know the names of
any more numbers.

Scoring 2a

For each number the child correctly names
circle “1” in the *
andcr oss out “0" and
to” col umn.

For each number the child does not name
correctly or does not name atalg i r c |
in the “Child says

If the child names all the numbers correctly, proceed to task C.

2b. For each number the child does not
name correctly or does not name at aay
the name in the order it appears on the
scoring form and ask the child to point to th
number. For example, say to the chifdp 2 ¢
LRAYyG G2 GKS ydzyo SNJ

Scoring 2b

For each number the child correctly points
tocircle “1” in the

For each number the child does not point tc
correctly or does not pointto atallc i r c |
in the “Child says |
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3. Makes Patterns

Materials: 10 bottle caps (4 red, 3 green, 3
orange).

3a.

Hold 7bottle caps in your hand. (4 red, 3
green, 1 orange)

Saytothechildd 2 G OKXZX L QY 3
LJ- G ( BlaLy thebottle caps in a line in
front of the childasyousag L QY  LJdz(
red bottle cap, then a green bottle cap, ther
a red bottle cap, tken a green bottle cap,
iKSy | NBR o260t S O
Hand the remaining 3 bottle caps (1 red, 1
green, 1 orange) to the child. Point to the
space after the last bottle cap you placed a
say,6Now show me which bottle cap comes
YySEG ®¢

Scoring 3a

If the child indicates that the green bottle ce
comes next, circle '
indicate that the green bottle cap comes ne
or does not answer,

3b

Pick up all the bottle caps (and take back a
the child is holding) whilsayingd D NB I (i
[ SGQa YIS I Waldishbsih
caps in your hand (2 red, 3 green, 3 orange
Place the bottle caps in a line in front of the
chidasyousayib2 ¢ L QY LJdzi {
bottle cap, then a orange bottle cap, then a
red bottle cap,then a green bottle cap, then
I 2NJ y3S Baadihe teMaindy 3.J
bottle caps (1 red, 1 green, 1 orange) to the
child. Point to the space after the last bottle
cap you placed and sagilow show me
GKAOK o02G04fS OF LI O2

Scoring 3b

If the child indicates that the red bottle cap
comes next, circle

indicate that the red bottle cap comes next
does not answer, cCi |
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4. Beginning Mathematics 1

Materials: 10 Bottle caps (all the same
colour)

4a

Saytothechildx / | y & 2dz O2 dzy

| f the chil d da/n2sdayelr
Y S dwéhen the child gets to ten or stops
counting, sayg ¢ KIy 1 & 2dzd |, 2
now?’
Scoring 4a
If the child says the numbers 1 through 10
the correct Ipthedhdd |,
cannot count to ten
4b

Place 10 small bottle caps (all the same
colour) in a row in front of the child.

Saytothechildd L gl yi @&2dz
boi Gt S OF LJa® { (poiNio the
bottle cap at the beginning of the rowg | Y
32 Ftf GKS Sweepydfinge
down the rest of the row.

If the child says he/she does not know how

countsayd 52 GKS o6Said @&z

Donot assst the child in any way.
Scoring 4b
If the child counts the ten bottle caps while
saying the correct

child does not count all ten bottle caps
correctly, circle *
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5. Beginning Mathematics 2

Materials: 8 Bottle cap&ll the same colour)

5a

Place one bottle cap in front of the child anc
saydl SNB A& 2yS o2aif
more bottle cap, how many bottle caps
g2dzZ R L KDogbSassistkh® yhidén
any way. Do not put another bottle cap in
front of the child.

Scoringb5al f the chil d s
bottle caps” or if

showing you the correct number of fingers
instead of saying the number name, circle

“1”. | f the child d
circle “07".

5b. Place a second bottle cap in front of the

chidandsayay | SNBX I NB (g2

add three more bottle caps, how many

o2GGtS OF LA ¢g2dzZ R L
Scoring5bl f t he chol d*® §i
bottle caps” or if

showing you the correct number of fingers
instead of saying the number name, circle

“12”7. 1 f the child d
circle “07.

5c.Place three bottle caps in front of the

child and sayd | Saxe8hree bottle caps. If |

took one away, how many bottle caps wouli

| have then?
Scoring5cl f t he chil d saé
bottle caps” or if

showing you the correct number of fingers
instead of saying the number name, circle

“12”7. 1 f the child d
circle “07.

5d. Place five bottle caps in front of the chilg

andsaygil | SN | NB FAGS o

two away, how many bottle caps would |

have then?
Scoringbdl f t he chil d r ¢
“three bottle caps”’

showing you the correct number of fingers
instead of saying the number name, circle
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“17. | f the child d
circle “07

6. Letter Identification Task 1
Materials: Letter Page 1 (8 letters)

6a

Place Letter Page 1 in front of the child.

Saytothechildd | SNBE | NB azy

alphabet. Do you know the names of any of

iKSaS tSGUSNEKE

| f the chil d dtn2siwelr ;

the lettersthat you know and tell me the

name of each one. Show me which letter

@ 2dzQNB Yy I YAy I odé

When child stops naming letters, say] 2 2

carefully at all of them. Do you know any

others? Keep asking un

named all of the letters on the plat does

not know the names of any more letters.
Scoring 6a
For each letter the child correctly names,
circle “1” in the *
andcross out “0”" and
to” col umn.

For each letter the child does not name
correctlyor does not name atallg i r c |
in the “Child says

If the child names all letters correctly, proceed to task #7 on the next page.

6b. For each letter the child does not name
correctly or does not name at alsay the
name in the order it appears on the scoring
form and ask the child to point to the letter.
For example, say tothe child,b 2 6 LJ2
0KS ftSGUGSNI Yyyoé

Scoring 6b

For each letter the child correctly points to,
circle *“1” in the *“.

For each letter the child does not point to
correctly or does not pointto atallc i r c |
in the “Child says |
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7. Letter Identification Task 1

Materials: Letter Page 1 (9 letters)

7a
Place LettePage 1 in front of the child.

Saytothechildd | SNBE | NB azy
alphabet. Do you know the names of any of
iKSasS tSGuSNEKE
| f the chil d dtn2siwelr |
the letters that you know and tell me the

name of each one. Show mehich letter
@ 2dzQNB Yy I YAy I odé

When child stops naming letters, say] 2 2
carefully at all of them. Do you know any
others? Keep asking un
named all of the letters on the platar does
not know the names of any more letters.

Scoring7a

For each letter the child correctly names,
circle *“17 in the ¢
andcr oss out “0" and
to” col umn.

For each letter the child does not name
correctly or does not name atalg i r c |
in the “Child says

If the child names all letters, proceed to task #8 on the next page.

7b. For each letter the child does not name
correctly or does not name at alsay the
name in the order it appears on the scoring
form and ask the child to point to the letter.
For example, say tothe child,b 2 6 LJ2
0KS ftSGUGSNI Yyuyoé

Scoring 7b

For each letter the child correctly points to,
circle *“1” in the *“.

For each letter the child does not point to
correctly or does not pointto atallc i r c |
in the “Child says |
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8. Letter Identification Task 1

Materials: Letter Page 1 (9 letters)

8a
Place LettePage 1 in front of the child.

Saytothechildd | SNBE | NB azy
alphabet. Do you know the names of any of
iKSasS tSGuSNEKE
| f the chil d dtn2siwelr |
the letters that you know and tell me the

name of each one. Show mehich letter
@ 2dzQNB Yy I YAy I odé

When child stops naming letters, say] 2 2
carefully at all of them. Do you know any
others? Keep asking un
named all of the letters on the platar does
not know the names of any more letters.

Scoring8a

For each letter the child correctly names,
circle *“17 in the ¢
andcr oss out “0" and
to” col umn.

For each letter the child does not name
correctly or does not name atalg i r c |
in the “Child says

If the child names all letters correctly, proceed to task #9 the next page.

8b. For each letter the child does not name
correctly or does not name at alsay the
name in the order it appears on the scoring
form and ask the child to point to the letter.
For example, say tothe child,b 2 6 LJ2
0KS ftSGUGSNI Yyuyoé

Scoring 8b

For each letter the child correctly points to,
circle *“1” in the *“.

For each letter the child does not point to
correctly or does not pointto atallc i r c |
in the “Child says |
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9. Beginning Reading

Materials: Word Cards 1 through 10

9
Place Word 1 in front dhe child.

SayawSIFR GKA&A ©2NR T3

If child says he/she does not know how to
read, sayd Wdza & 32 | KSI R
0Said @&2dz Ol yoé

Repeat the instructions for Words 2 through
5.

If child doeshot readany of the first five
words, stop and say !lot of these words
I NBE FT2NJ 2t RSNJ 1ARao®

If child readsany of the first five words,
continue and show the child words cards 6
10. When child is finished say,! f 2 {
words are for older kids. You did a great
220HE

Scoring 9

For each word the child reads correctly, cirg
“1r For each work

" 0 ” i

If words cards 6 through 10 were not showr
to the chil d, cirecl
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10. Beginning Writing

Materials: Sheet of paper witlmne drawn on
it and pencil

10

Place paper and pencil in front of child. Do
not hand the pencil to the child.

Point to the line on the sheet of paper and
saydL oyl @2dz (2 & NJ

If child says he/she does not know how to
write, say,a Wdza & 32 | KSI R
0Sad e&2dz Ol yoé

I f child’ s handwrit

to tell you the names of the letters he/she
wrote.

Scoring 10

If the child does not answer or does not wri
any |letter, circle

If child is able to writ@anyletters, even if
they are poorly formed, reversed, or not
really part of his/

If child is able to write at least half of the
letters in his/her name, even if they are
poorly formed or re

If child is able to write all of the letters in
his/her name in the correct order, even if
they are poorly formed or reversed, circle
“ 3 ” i
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11. Shape ldentification Task

Materials: Shape Paper (circle, square,
triangle drawn on it)

1lla
PlaceShape Paper in front of the child.

Saytothechildd | SNB | NB
you know the names of any of these
aKILISaKé

azy

| f the chil d dtn2siwelr |
the shapes that you know and tell me the
name of each one. Show me which shape
@ 2dzQNB Yy I YAy I odé

When child stops naming shapes, say, 2 2
carefully at all of them. Do you know any
others?

Keep asking until the child has named all of
the shapes on the plater does not know the
names of any more letters.

Scoring #11a

For each bape the child correctly names,

circle *“1" in the *“
andcr oss out “0”" and
t o” col umn.

For each shape the child does not name
correctly or does not name atalg i r c |
in the “Child says

11b.Foreach shape the child does not nam
correctly or does not name at alkay the
name in the order it appears on the scoring
form and ask the child to point to the shape
For example, say to the child,b 2 6 LJ2
0KS GNRFy3f Soé

Scoring #12b

For each shape the child correctly points to
circle “1” in the *

For each shape the child does not point to
correctly or does not point to at allgircle
“0” in the “Child s
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Child School Readiness Assessnsantring Beet

Assessment Date: /

/

Start Time:

School:

Sex: (Circle one) malkefemale

End Time;:

Day/Month/Year

Child Date of Birth:; / / Day/Month/Ye@R/ KA f RQ&a ! 3SY
ITEM \ DESCRIPTION SCORING
1. Naming colours Child says name Child points to
(1a) (1b)
Red 1 0 1 0
Blue 1 0 1 0
Yellow 1 0 1 0
Green 1 O 1 O
Orange 1 O 1 0
Purple 1 0 1 0
Grey 1 0 1 0
Pink 1 0 1 0
Black 1 0 1 0
Total
2. ldentifying numbers Child says name Child points to
(2a) (2b)
One 1 0 1 O
Two 1 0 1 0
Three 1 0 1 0
Four 1 O 1 O
Nine 1 0 1 0
Seven 1 O 1 O
Zero 1 O 1 O
Six 1 0 1 0
Eight 1 0 1 0
Five 1 0 1 0
Total
3. Makes patterns Score
3a. Makes two colour pattern 1 0
3b. Makes three colour pattern 1 0
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4. Beginning Mathematics 1 Score
4a. Knows number order 1 through 10 1 O
4b. Counts with 20-1 correspondence 1 0

5. Beginning Mathematics 2 Score

5a. Adds 1 1 0
5b. Adds 3 1 0
5c. Subtracts 1 1 0
5d. Subtracts 2 1 0
6. Letter Identification 1 Child says | Child points
name to
(6a) (6b)
A (or equivalent) 1 0 1 0
C (or equivalent) 1 0 1 0
B (or equivalent) 1 O 1 0
S (or equivalent) 1 0 1 0
E (or equivalent) 1 O 1 0
O (or equivalent) 1 0 1 0
X (or equivalent) 1 O 1 0
D (or equivalent) 1 O 1 0
Total
7. Letter Identification 2 Child says | Child points
name to
(7a) (7b)
F (or equivalent) 1 0 1 0
N (or equivalent) 1 0 1 0
L (or equivalent) 1 0 1 0
K (or equivalent) 1 0 1 0
T (or equivalent) 1 0 1 0
G (or equivalent) 1 0 1 0
Z (or equivalent) 1 0 1 0
R (or equivalent) 1 O 1 O
P (or equivalent) 1 0 1 0
Total
8. Letter Identification 3 Child says | Child points
name to
(8a) (8b)
| (or equivalent) 1 0 1 0
H (or equivalent) 1 0 1 0
U (or equivalent) 1 0 1 0
M (or equivalent) 1 0 1 0
J (or equivalent) 1 0 1 0
W (or equivalent) 1 0 1 0
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Q (or equivalent) 1 0 10
Y (or equivalent) 1 0 1 0
V (or equivalent) 1 0 1 0
Total
9. Beginning Reading Score
WORD Wwhere are the words? 1 0
WORD 2 1 0
WORD 3 1 0
WORD 4 1 0
WORD 5 1 0
WORD 6 1 0
WORD 7 1 0
WORD 8 1 0
WORD 9 1 0
WORD 10 1 0
Total
10. Beginning Writing (circle one answer frorsd) Score
Does not write any letters 0
Writes some letters (even if not name) 1
Writes some letters of name 2
Writes all letters of name in correct order 3
11. Shape ldentification Child says | Child points
name to
(9a) (9b)
Circle 1 0 1 0
Square 1 0 1 0
Triang| 1 0 1 0
e
Total
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13. Circle a score for each of the following items:

13a. Task Persistence

Score

Persisted with tasks

Attempted tasks briefly

Attempted tasks after much encouragement

Refused to do tasks

R IN WD

13b. Attention Span

Focused attentin throughout assessment

Attended with diretion from the assessor

Somewhat distracted with noise or movement of others

Easily distracted

R IN| W] P>

13c. Body Movement

Sat quiety throughout assessment

Moved a little

Moved a lot

Out of seatpody in constant motion

R IN WD

13d. Attention to Directions

Listened carefully to bélirections

Attends orly to brief directions

Started activities after hearing onlypartion of the directions

Started activity immediately witbut waiting for directions

R IN W >

13e. Understanding Directions

Understood most directions e, given age expectations

Understood directions aftedirections were repeated

Partialunderstood directions

Did not appear to uderstand mostdirections

R IN WD

13f. Confidence

Very onfident with all tasks

Confident with things known, attempted new things with encouragement

Reluctant to trynew or difficult things

Very uncertain, needka lot of encouragement

R IN| WD
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Appendix1D: Parent or Caregiver Interview

14. Not A A |52y
at | little | lot | know
all

14a. Does your child learn through play? 1 2 3 88

14b. Do children’s early e 1 2 3 88

develop?

14c. Deeveryday activities such as eating and going to the| 1 2 3 88

market help your child learn?
14d. Does singing a new song, looking at a book, or playir, 1 2 3 88
new game help your child learn?
14e. Do children learn best when family members take an| 1 2 3 88
interest in their games and activities at home?

15.In the past week, did anyone in your house do any ( Not A Alot |52V
the following activities/|atal] little 3 know

(L or2| times

times) | or

more)
15a.told storiest¢ chi |l d’ s name ]. 1 2 3 88
15b. sang songs with [chi 1 2 88
15c. read books or |l ooke( 1 2 3 88
15d. played with [child’"™¢ 1 2 3 88
15e. spent time with [chi 1 2 3 88

counting, ordrawing.

16a. Since Maskarram 2005 (Sept 2012), did your child participate in (Check all that apply)

Childto-child Programme 1
Preschool 2
Kindergarten 3
O class 4

16a.ls your child going to school?
No

In O class
In Kindergarten
Grade 1

Grade 2
No response

O U B~ WODN P
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16b. Will you enroll your child in school next year?

No 1
Yes 2
Maybe 3
I don’'t know 4
No response 99
l6cWhat is the mother’'s highest | evel of
No school 1
Some primary school 2
Finished grade 8 3
Some secondary school 4
Finished grade 10 5
Finished TVET or grade 12 6
Some or finished University 7
I don’t know 88
No response 99
17. Skip these questions if the child is not going to schd Not A A 52y (
at all | little | lot know
17a. Does your child look forward to going to school| 1 2 3 88
17b. Does your child tell you what they did at school 1 2 3 88
17c. Is your child making good progress at school? 1 2 3 88
17d. Does your child have friends at school? 1 2 3 88
17e. Is your child happy to go to school? 1 2 3 88
17f. Does youchild know classroom and school rules 1 2 3 88
17g. Does your child take care of their school materi 1 2 3 88
when they are at home?
17h. Do you ask what your child is learning at schog 1 2 88
17g. Do you help your child with schoolwork? 1 2 88
17h. Do you talk to you| 1 2 3 88
child?
18. Does your household have No | Yes
bed 0 1
chair 0 1
table 0 1
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watch/clock

radio/tv

phone/cell phone

lamp

latrine

waterpump

bicycle

boat

Ol o0o|lO0o|l o0l O0O| O O] O] O
RPlRr|lRr[RPr|IRPrIRP|RP[RL|R

motor vehicle

Total

Families at Intervention schools only
19a. How often did your child participate in the Chitd-Child Programme?

Score
Every session or almost every session
Most sessions
About half of the sessions
Less than half of the sessions
Very rarely, or only once or twice
Don’ t know
No response

© U h WNPE

8
9
If the child attended every session or almost eyesession (score 1) or most sessions (score 2), ski

19b and go to 19c.

19b. What was the main reason your child did not often participate in the ChdeChild Programme?
Circle the participant’s response that most
than one reason, ask questions to find out thain reason.

Score
Did not believe that this programme was benefiting the chil 1
Child in a different school readiness programme, O class, or kindergartgn
Child was not interest in the programme/did not wish to continue 3
Concern for child' s safety (prodgramme was
Child and/or family was treated badby others at the programme 5
No one was available (adult/older child) to take the child to the progranéme
Programme located too far from home/Lack of transport 7
Child was needed to help at home or in the field 8
Child wassick or had a disability 9
Child misbehaved too much 10
Don’t know 88
No response 99
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Not A A |52Y No
atall | little lot | know | response
19c¢ Did your child acquire skills to help them inschg 1 2 3 88 99
through the Childo-Child Programme?
19d. Did you improve your understanding of the 1 2 3 88 99
importance of children enrolling in grade 1 at the
correct age, when they are 7, through the Chid
Child Programme?
19e Are you happy that your child participated in thel 1 2 3 88 99
Childto-Child Programme?
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Appendix1lE Young Facilitator Survey

Dear Young Facilitators,

We are doing a research study on the GhileChild Programme. A research study is when
people collect a lot of information about a certain thitogfind out more about it. This study is

not part of your schoolwork. No one at your school or in your community will see your answers
to any of the questions.

We are inviting you to take part in this study because you are a Young Facilitator @nithe
to-Child Programme. ¥want to know about your experiences in the programme. Yaess

will help to improve the programme in the future. There are no right or wrong answers to any of
the questions. Thank you for your ideas!

BACKGROUND INFORMATION

1. What grade are you in? (Please circle one answer).
Grade 3 Grade 4 Grade 5 Grade 6 Other (please specify).___|
2. Are you a boy or a girl? (Please circle one ans\gery. Girl

3. How many yearsave you been a Young Facilitator? (Please circle one answer).

Less than 1 year 1 year 2 years 3 years or more

4. How often do you do Ch#m-Child activities with young children outside of school?
(Please circle one answer).

Everyday
2-3 times a week
A few times a month

A few times a term

Never
SECTION Rlease circle one answer for each question. Notat | A little A lot
all

Al.Has participating in the Chitd-Child programme improvegour 1 2 3
school grades in language arts?

A2.Has participating in the Chitd-Child programme improvegour 1 2 3
school grades in mathematics?

A3.Has participating in the Chitd-Child programme improvegour 1 2 3
school grades in science?

A4.Hasparticipating in the Childo-Child programme improvegour 1 2 3
school grades in social studies
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SECTION Please circle one answer for each question Notatall | A little A lot
B1 Have you made new friends at school as a result of the-@hild 1 2 3
Child programme?
B2 Are you happier at school as a result of the Ctat€hild 1 2 3
programme?
B3 Are you a better student as a result of the ChdeChild 1 2 3
programme?
B4. Do you feel more confident that you can do well in school as a 1 2 3
result of the Childo-Child programme?
B5. Do you have a more positive attitude towards learning as a res 1 2 3
of the Childto-Child programme?
SECTION elease circle onanswer for each question Not at all| A little | A lot
C1 Do you like being a Young Facilitator? 1 2 3
C2 Are you interested in the Chitd-Child activities? 1 2 3
C3 Do you like doing Chitd-Child activities with young 1 2 3
children?
C4.Do the young children in the Child-Child programme lister 1 2 3
to you?
C5 Does the teacher in the Child-Child programme give cleal 1 2 3
instructions on how to work with the young children?
Ca Il s the Young Faci lundersitand?r 1 2 3
C7. Il s the child’ s guide too 1 2 3
C8 Does being a Young Facilitator take too much time away 1 2 3
from your schoolwork?
CQ9 Do you want to continue being a Young Facilitator next ye 1 2 3
SECTION. Please circle one answer for each question. Intl Not at all | A little | A lot
Childto-Child programmaelid you do the following
D1.Did you help children to write their names? 1 2 3
D2.Did you help children to count-10? 1 2 3
D3. Did youhelp children sort objects by size and shape? 1 2 3
D4. Did you help children make simple patterns? 1 2 3
D5. Did you help children add and subtract? 1 2 3
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D6. Did you sing songs and say rhymes with children? 1 2 3

D7.Did you help children read? 1 2 3

D8. Did you help children recognize and hame shapes? 1 2 3
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Appendix F. Teacher Survey

The purpose of this research is to understand the experiences of teachers who participated in
the Childto-Child Programmdf you decide to participate, you will be asked to complete a
survey. The survey includes questions about your teaching practices, the impact of thenChild
Child Programme in your school, and your experiences with the programme.

This survey will take gpoximately 1520 minutes to complete.

You will not receive any payment for completing this survey. Whéeetare no direct benefits
to you for participating, your responses will help to improve the GoH@hild Programme in
the future.

Your partici@tion is voluntary. You may refuse to participate without penalty at any time. You
may also skip any questiove will not ask for your name or any personal information. Your
responses will be anonymous. Please answer as honestly as possible.

Backgroundrformation

A. What grade or grades are you teaching this year?: (circle all grades that you teach)

Grade 1 Grade 2 Grade 3 Grade 4 Grade 5
Grade 6 Grade 7 Grade 8 Other (please specify):
B. How many years have you taught?: years

C. Did you attend all or almost all the training sessions for -@hizhild Programme?

(circle one answer) YES NO

Section AHave you received the following asrasult of participating in Yes No
the Childto-Child Programme?

Al Reading and picture books

A2.Teacher s’ Gui de

A3.Number cards or other materials for counting

AdYoung Facilitator’s Guide

[ I = SN B SN SN
NN NI NN

A5.Chil dren’s Activity Sheets
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Section B Notat | Alittle | Alot
all
Bl As a result of participating in the ChittChild 1 2 3
Programme, have you improved the way you plan lessc
B2 As a result of participating in the ChitatChild 1 2 3
Programme, have you improved how ymwtivate
students?
B3.As a result of participating in the Chila-Child 1 2 3
Programme, have you improved how you ask students
questions in class?
B4.As a result of participating in the Chtia-Child 1 2 3
Programme, have you improved how you conduct grouj
work with students?
B5.As a result of participating in the Chiia-Child 1 2 3
Programme, have you improved how you assess stude|
SectionC Notat | Alittle | Alot
all
Cl.Has the Childo-Chi | d Pr ogr amme i m 1 2 3
early learning skills?
C2.Has the Childo-Child Programme improved student 1 2 3
achievement?
C3.Has the Childo-Child Programme reduced draqut rates? 1 2 3
Section D. Not at A A lot
all little
D1.Do children learn through play? 1 2 3
D2Do chil dren’s early exper 1 2 3
D3.Does talking to and listening to children help them learn 1 2 3
D4.Can older children help younger children to learn? 1 2 3
D5.Do children feel good about themselves when they lear 1 2 3
new things?
Section E. Not A A lot
atall | little
E1.Do you understand the purpose of the ChitdChild 1 2 3
Programme?
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E2.Does grouping older children (Young Facilitators) with youn¢ 1 2 3
children work well?

E3 Is the amount of time required for you to participate in the 1 2 3
Childto-Child Programme a problem for you?

E4.Do you want to participate in the Chitd-Child Programme 1 2 3
next year?

Appendix1G: Key Stakeholder Interview Schedule

Informed Consent Form

The purpose of this study is to understand the experiences of professionals who have been
involved with the Childo-Child Programmdf you decide to participate in this study, you will
participate in one interview that will takepproximately 1 hourYouwill be asked several
guestions about the&Childto-Child ProgrammeThe questions will be about the successful
aspects of the programme, barriers to implementation, technical support received, and any
recommendations for the programme you have. With yparmission, | will tape record the
interviews so | don't have to make so many notes. You will not be asked to state your name on
the recording.

You will not receive payment for participating in this stutljis is a chance for you to talk about
your experences concerning the Chitd-Child ProgrammeYour responses to the interview
guestions will be kept confidential. At no time will your name be used. You will be assigned a
random numerical code. The recording of the interview will be destroyed as sdbhassbeen
transcribed. The transcript, without your name, will be kept until the research is complets.
response will be used for a UNICEF report on the @wihild Programmd.will not use your
name or any information that would identify you amy publications or presentations.

Your participation in this study is voluntary. You may refuse to participate or withdraw from the
study without any penalty. You will not receive any payment for participating in the study. You
may skip any questioduring the interview, but continue to participate in the rest of the study.

Agreement:

The nature and purpose of this research have been explained to me. | agree to participate in this
study. | understand that | can withdraw from this study at any tinteeut any penalty.

Signature: Date:

Name (print):
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Key Stakeholder Interview Guide: Community Leaders and School Directors (Local

What is thepurpose and main components of the CHitdChild Programme? Why was
the programme introduced into this community? What need did the programme fill?

Who is involved in implementing this programme? To what extent are schools, WEO
and MoE involved in thimplementation? To what extent are families and communities
involved in the implementationWhat skills and abilities are required of the teachers tc
implement the programme? What are the roles and responsibilities of staffiteachers?

What successes ydwave experienced during and after the programme implementatiot
Please give some exampl@&assible prompts: Have you observed any positive attitude
and/or behaviour changes in students and teachers towards early childhood educatic
because of the programe? Did the older children (Young Facilitators) have more posi
attitude or behaviours towards learning? Did you hear or observe any positive chang
0SHFOKSNEQ OfFaaNeB2yY (SFOKAYy3 a | NBa«
increase their awamess of early childhood education?

Have there been any challenges to implementing the programme at your school? Ple
give some example®.ossible prompts: The barriers can include anything that made tf
programme implementation difficult, such as shoiagf financial support, materials
issues, lack of infrastructure to support activities, time constraints, safety issues,
transportation problems, etddow does the programme identify and recruit participants
Are there unserved children and families thaetprogramme is not reaching? If so, wha
are they?

Has the implementation of the programme changed the way your school interacts wi
parents and community membersflthe answer is yes, ask about what were the
differences and ask for examples.

Has the tehnical support you have received from UNICEF or its partners met the nee
your school and the community? Please give some exanpéssible prompts: what
additional support would you like to receive from UNICEF or its partners to make the
programme siccessfi? Is your school planning to involve more young children in the
programme nextyearR ¥ G KS Fya6SNI Aa &, Saéz | aj
programme will be made to support the bigger scale of the implementation? If the an
Ad G k@hkyhot I a

Do you think that the programme is sustainable in this community? Po$&iblapts: If
yes, what aspects of the programme make it sustainable in this community? If no, wt
aspects of the programme make it unsustainable in this community? Vifithbkchanges
(e.g., providing incentives to stakeholder such as families and teacher, providing
standardized and nationwide teacher training, getting financial support from MoE or |
government, etc) would you recommend to the programme to make ie mastainable?

Is there anything more you would like to say?
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Key Stakeholder Interview Guide: REB Officials (Regional)

What is the purpose and main components of the GtakChild Programme? Why was th
programme introduced into this region? What need did the programme fill?

What resources are required to deliver the programme? What people or organizations
involved with its implementation? To what extent are schools, WEO, REB and MoE in\
in the implementation? To what extent are families and communities involved in the
implementation?

Which children and families is the programme intending to reach? Is the pnogea
serving the population it was intended to serve? If not, why not? What changes, if any
planned to reach the target population?

Who are the staff? How are staff trained? How are they evaluated?

What effect, if any, do you feel the programme hadtba community in which you work?
What has worked well? Are there any unintended positive or negative consequences’
there anything you would do differently in the future? Please give some examples anc
explain why.

Have you had any challenges when impdgning the programme? How have you dealt
with these challenges?

Has the programme been delivered as intended? What changes have been incorpora
into the programme since inception? Why? What changes are planned for the future”
Why? What design changesagnbe necessary to expand the programme of offer it to otl
sites?

Has the technical support you receive from UNICEF or its partners met the needs of y
school and the community? Please give some examBlessible prompts: what additional
support woull you like from UNICEF or its partners to make the programme suceessfu

Is your region planning to involve more young children in the programme next ifeéhe?
FyasgSNI Aa a,Saés Fal 6Keé FyR AT lye Y2
theo AI3ISNI a0FfS 2F GKS AYLIESYSyillGdAz2yK |

How can the programme be improved (eg, training / materials)? Is the intervention of
correct intensity? What recommendations do you have for future efforts such as these

Has this programe had any impact on education policies and/or other programmes in
your region?

Is there anything more you would like to say?
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Key Stakeholder Interview Guide: Ministry of Education Officials (National)

What is your understanding of the purposetbé childto-child programme? What are the
key components of the programme? Do they differ across regions?

Has the programme been implemented as intended? What changes have been
incorporated into the programme since its inception? Why? What changesarega for
the future? Why? What design changes may be necessary to expand the programme’

Are there future plans for involving o
implementation?Possible prompts: Why? To what extent has the programme enabled
systemwide coordination between all levels of the education structure, partners, and
donors?

Are you planning to involve more young children in the programme next yet@
FyasSNI Aa a,Saé¢z al oKe FYyR AT GKS LN
exd YRSRK LT GKS FyagSNI Ada dab2£éx Fal oK:e

Do different communities implement the programme differentR8ssible prompts: If so,
why? Does the context of the community affect how the programme in implemented?

What effect, if any, do you feel the programme had on children, their families, and sch
What has worked well? Are there any unintended positive consequences? Are there
unintended negative consequences? Is there anything you would do differantig i
future? Please give some examples.

Have there been any challenges to implementing the programme? How did you deal \
these challenges?

Do you think that the programme is sustainabRdssible Prompts: If yes, what aspects ¢
the programme make #ustainable? If no, what aspects of the programme make it
unsustainable? What kind of changes (e.g., providing incentives to stakeholder such ¢
families and teacher, providing standardized and nationwide teacher training, getting
financial support from ME or local government, etc.) would you recommend to make it
more sustainable?

Have any national education policies changed as a result of the programme?
How can the programme be improved?

Is there anything more you would like to say?
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Appendix 3ADemographic Characteristics of the CtCSRP and Control Groups

CtCSRP Control

(n=415) (n=300)

M SD M SD df F
Age 7.41 71 7.74 .98 704 -5.11%*
Household Asset®-12) 5.02 2.23 5.12 1.64 712 -.63

% % Chisquare
Mot her’ s Educ 489 61.4 2 19.98**
(no education)
Gender(female) 49.0 43.7 1 2.01

Note.*** p<.001
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Appendix 3B: Correlation Between ChAdsessment for School Readingss
Schod Readinessand DemographicdCombinedGroups (n = 715)

1 2 3 4 5 6 7

1. Early Numeracy -
2. Early Literacy .68" -
3. Sociakmotional Skills .55" .58 -

4 . Chil d’s (-.04 .02 .03 -

5. Child’" s /.04 .09 -.02 .05 -

6 . Mot her s’ .14 197 147 .03 -.04 -

7. HouseholdAssets 147 207 117 .02 -.08 32" -

Note.* p<.05** p<.01
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Appendix 3CComparingNumeracy Sufifestsin the CtCSRP and Control Groups
- ANCOVA Summary Table

CtCSRP Control
(n=415) (n=300)
Adj.M Adj.M df F Effect
Size
Colour Recognitior{0-9)? 4.41 3.08 1,697 76.26*** .10
Colour Recall0-9) 1.77 1.49 1,681 6.53* .01
Number Recognitiof0-10) 8.75 6.55 1,697 108.96** 14
*

Number Recal(0-10) 1.54 1.43 1,345 .46 .00
Counting(0-10) .99 .92 1,696 9.11*** .03
Oneto-One Correspondence .98 91 1,696 13.24*** .02
Adds One .98 .92 1,696 15.32%* .02
Adds Three .92 .76 1,696 33.56*** .05
Subtracts One .96 .79 1,695 52.31** .07
Subtracts Two .86 .65 1,696 44.11%* .06
Two-ColouredPattern .80 .55 1,696 54.13*** .07
ThreeColoured Pattern .61 .30 1,695 71.98*** .09
Shape Recognitiof®-3) 1.42 55 1,695 93.68** .12
Shape Rech(0-3) 1.51 76 1,529 59.59** 10
Note. 2range of scores in parenthesé3h i | d’ s age, household assets

covariates; *p < .05 *** p< .001 Effect sizes based on partial etquared.
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Appendix3D: Literacy Suilests for CtCSRP and Control GroupsiCOVA
Summary Table

CtCSRP Control

(n=415) (n=300)

Adj.M Adj.M df F Effect

Size
Letter Recognitiorf0-26) 16.25 10.95 1,679 73.34%** .10
Letter Recal(0-26) 7.47 4.46 1,452 74.99*** .14
Reading0-10) 2.43 43 1,697 92.56*** 12
Writing (1-4) 1.93 1.10 1,696 104.22*** 13

NoteChi |l d’ s age, household asset sp<alfhid* pmadbter nal
Effect sizes based on partial etquared.
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APPENDIRBE: Social and Emotion&Ikills forLearningEvaluation Scales
in the CtCSRP and Control Group®ANCOVA Summaryable

CiCSRP Control

(n=415) (n=300)

Adj. Adj.M df F Effect
M size
Task Persistendd-4) 3.31 2.66 1,696 109.67*** 14
Attention Spar(1-4) 3.39 2.79 1,695 109.07*** 14
Body Movemen(1-4) 3.50 2.93 1,694 80.06*** .10
Attention to Directiong1-4) 3.45 2.62 1,694 150.63*** .18
Understanding Directiond-4) 3.41 2.71 1,695 131.56*** 16
Confidenceg1-4) 3.17 2.58 1,697 107.63*** 13

Note. Child'"s age,

Effect sizes based on partial etquared.

househol d

asseps.Ohad*h d<.0Bht er nal
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APPENDIX 4A: Parent UnderstandiomfgEarly Childhood Development
the CtCSRP and Control Group£hisquare Analysis Summaryable

Pearson chi df Effect Size
square

D hild | th h play?

oes your child learn through play 63,50+ 2 31
Do children’s earl y « 106.19** 2 40
develop?
Do everyday activities such as eating and goin  84.70*** 2 .35
the market help your child learn?
Does singing a new song, looking at a book 62.57*** 2 .30
playing a new game help your child learn?
Do children learn best when family membersta 12986*** 2 43

an interest in their games and activities at hom
Note. *** p < .001 Effect sizes based on phi.
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APPENDIX 4BParent Reports of Early Learning Activities in the Home
between CtCSRP and Control Group8hisquare Analysis Summary Table

Pearson chi df Effect Size
square
Told stories tachild
o1d stories fel 42 .44%** 2 .25

Sang songs with child 164.06*** 2 .49
Read books or looked at pictures with child

137.04*** 2 A4
Played with child 88.55%** 2 .36
Spent time with child naming things, counting, 122.10*** 2 42

drawing.
Note. *** p < .001 Effect sizes based on phi.
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