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ExecutiveSummary

The Learning Crisis

Reading, writing, and literagy generalare foundationato modern education. Recognizing the importance of

literacy developmenand educatiormore broadly, the global community came together in recent decades and
committedenormous resources to ensuring all children globally had access to primary education. These efforts
worked to increase school enrollmenttb H nmp X dm> 2F GKS g2NI RQa OKAf RNB)
(UNESCO, 2015%jowever evidence suggests that meredjtending school does not guarantee an education.
Approximately 250 million children cannot read regardless of school attendance, and 200 million young people finis
their schooling without basic skifeNESCO, 2013)

Study Motivation: Testing the Difference betweefchoolOnly & Life-wide LearningApproaches to Education
What isfueling theWt S I NJ/ ® Somehypdiifesizal tha@the crisisarosebecausemostefforts to improve
education adoptedh SchoolOnlyapproachto addresditeracy issues and learnimgpstacles. In &choolOnly
approach, childremeceive supports folearning predominantly or even exclusively duriegaol hoursand within
the school walls, while ignoringdrning opportunities in homes and communiti@®. better address the real
challengeghat children face in learning both within and outside of sch&alje theChildren (SCllevelopedan
alternativeapproach calledifewide Learnig. This approachombines enhancedchool experiencewith wider
community activities tdhelp children build droader,stronger, and more sustainabl®undation for learning{ / Qa
Literacy Boosintervention B an example of itsifewide Learningaipproach: Literacy Boost enhances instruction
through teacher training while simultaneously educating families and communities to better support learning
outside the school and engaging children in fun learning #ietvat home and in the village.

The motivation for the studwas to test which approach worked betterSahoolOnlyor aLifewide Learning

approach. The difference between the tisillustrated by analyzing the hours a Rwandan child spends in-d&§65
year.First of the total §760 hours in a yeagubtract3,650 hours total for sleeping (10 hours/night), leaving 5,110
hoursin which a child is awake in a ydad hours/day) According tahe Rwandarschool calendafor the 2015

academic year, studés spend a maximum of 720 hours in class (4 hours/day for 180 days). It follows that children
spend a minimum of 4,390 hours out of school (12 hours/dBygrefore, ashown inthe figure below, theschool
Onlyapproach supports learning duririd percentof a childd & & S I NIifewide A darBingipptdchexpands

f SEFNYAyYy3I 2L NIdzyA(ASa mlifyda?longkd reparNdefs@diderBeX& Wilich of thdsa y 3
two approaches most helps children learn.

Potential Learning in a Day:
SchoolOnly and Lifewide Learning Approaches

School SCHOOL LEARNING POTENTIAL
Only (annual avg.: IGNORED or
Approach 2 hrs per day) NOT SUPPORTED

Life-wide SCHOOL
Learning (annual avg
Approach 2 hrs per da

0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%
Percentage of a Child's Time Awake in a Year
(5,110 hours or 14 hrs per day)

Literacy Boost in Rwanda

In Rwanda, Literacy Boost is part of the Advancing the Right to Read Prograuticte aims to ensure that all
children leave school with solid foundations in literacy pfavide more rigorous analysisd a stronger evidence
base concerning the effectivenesf Literacy Boost, SC collaborated with researchers from Stanford University, in
partnership with the Rwanda Education Board, to conduct a Randomized Control Trjabf Ri&Facy Boost in



RwandaAn RCT is generally considered to be the most effeataseto determine the impact of an intervention on
outcomes of intirest.

[ AGSNI Oe .22ali Ay woglyRIQa w/ ¢ NIyR2Yf& aaAadaySR | f
groups Teacher Training onlygferred to asT'T), Teacher Trainingrabined with Community Action activities
(referred to as LB) or a Control group. Creating these three groups helped to answer twoléngh questions:

MO 52Sa& ¢SIFOKSNJ ¢NFAYAYy3a f2yS KIFEI@S I+ LRairAlAdS A
2) Do community activit S& L2 aAGA @St & AYLI OG0 adGdzRSydiQa f SINYA

In short, this study found that the answer to both questiongds In particular, involving families and communities
creates greater numbers of readers who read fluently arth womprehension than simply training teachers alone.

Thisreport presens the results of a mixethethods study evaluating the impact of assignment either to Teacher
¢CNFAYAY3I 2N G2 [AGSNIrOe . 228G & 0O2YLleAdBnBoudmneX THea & A
report uses advanced statistical methods to isolate the effect of TT and LB on learning outcomes and qualitative
methods to explore the impact in greater depth. The report concludes with a general discussion of findings and
recommendation for action and future research.

Data and Methods
Data CollectionAll instruments and research protocols were developed or adapted from existing tools. Data were

gathered from a wide variety of sources: Reading Assessments, Head Teacher/School Surveys, Teacher Surveys,
Teacher Observations, Literacy Ecology SurveysEtdmebgraphic observations in homes and communities. The
overall sample size included in the analysis of this report is seabl@below.

Reading AssessmeS8tudy Teacher Study Literacy Ecolog@tudy
Year Cohort 1 Cohort 2 Survey Observation Survey Observation
2013 2,041 P.1 B 452 42 466 families of 2 families
students teachers teachers | students in Cohort 1
2015 1,668 students 1,926 P.1 561 42 344 families from 4 families
assessed in 201!  students teachers teachers the 2013 survey
Longitudinal? Yes No Yes No Yes Yes

Data Andysisv dzI Y GAGF A GBS AYLI OG0 61 a RSGSNN¥AYSR GKNRAAK |y
produces a conservative estimate of impact, as it does not estimate impact according to the actual treatment that
participants received. Rather, it measures impaatording to the assigned treatment status, regardless of the

degree to which participants engaged in the program. Qualitative data from an ethnograpkstuslybhelped
RSSLISYy 2dzNJ dzy RSNEGF YyRAY 3 27F NHzNIF f  w g bpgoRuniyles iDdfokide® NB y Q
YR O2yaiNrAyida Al AYLRAaSR 2y OKAfRNByQa fAGSNI O& R
Major Findings

1. Treatments had an impact on reading skills, with LB producing stronger impact th@hil@ien in the LB and TT
groups showed improvements compared children in the Control groupThe LB conditionwhich combined

teacher training with community actiomad a largemobservableimpact than teacher training

alone. Moreover,two years of treatment had a higher impact than one year alone

2. Many studetts struggle to gain basic skillBespite these encouraging results, however, too many students
struggled to gain basic skilBverall,31% of students tracked over two years did not meet a Basic Literacy
Threshold (BLT) at endline

3. Treatment had an ipact on primary level promotion rate$helLB and TT treatments significantly increased the
number of students promoted into P.3 by endline lapproximately44% compared to Control students. The
difference between LB and TT was not statistically significa

4. Early primary level repetition rates are still very higlthough the annual rate of student repetition in P.1 to P.3
was significantly lower ithe LB or TT group (37% and@6respectively) than in the Control gro{#%) nearly 2in
5 studentsrepeated at least one early primary level.




5. Print EnvironmentClassrooms in schools who received LB Teacher Traftinage in the LB and TT sectdngd
significantly more print materials visible on their classroom walls

6. Teacher Knowledge, Beliegsd PracticesTeachers in the STrained group had significantly higher scores on
their knowledge, beliefs, and practices regarding reading instruction

7. Differences between groups in the Literacy Ecology fackwuslents in the LB group experiencédproved
Literacy Ecologies at home, especially on three of the five Literacy Ecology factors: Reading Habits and
Interactions, Reading Materials, and Child Interest/Engagemetriteracy Competency of the Caretaker and
Religious related Reading Activitiere comparable across groups.

8. Using the norschool Literacy Ecology to predict reading outcoriié® most consistent predictor gi (i dzZR Sy (i Q &
literacy outcomes was student interest and engagement in literacy activiti€se higher a student scored dmet
interest/engagement factor, the better that student performed on the reading assessments.

Od 9GKY2INFLIKAO OFasS addzRASa AffdzBGNF GSR K2g [. O2d
ideal home conditiong~or example, a child the LB group from an impoverished home with dim prospects for
developing adequate literacy skills in 2013 became a confident reader by endline. A mother who could not read
assumed an outspoken role in supporting her children to learn, following her atteedast Reading Awareness
Workshops. At the same time, case studies also demonstrated that there are some home environments that can
negate any potential effect of LB, again suggesting phamoting literacy growth in the developing world requires
acomprK SY A A @S STFFTF2NI GKFG G2dz0KSa OKAf RNByQa fA@Sa Ay
Next Steps

AdvocacyThe findings in this study suggest tmabre active community ad child engagement in literacyelated
activities outside the school is critical to help children leaand progress through school.

Sustainability The program will run through the end of 2017, giving the research partners a rare opportunity to
understand how participation in the program has affected participants years after the end of direct implementatio
of activities.

Further AnalysisThis report presents findings from an Intentito Treat analysif-utureanalyses will look at the
impact of treatment on those who actively participateahd willsystematically compare the reading skills of
students inCohort 1 and Cohort Zhese futureanalyses will allow a more precise estimation of the relative impact
of the LB and TT treatments.

Conclusion

5SALIAGS GKS aA3IyATFAOFIYyld &AGNARS& YIRS o6& weglyRIFIQa SR
school, there are challenges that must be overcome if Rwanda is to become a nation of readers. This research
demonstrated the power and efficacy of expanding the conceptualization of a learner from a narrow focus on a
OKAf RQa & OKteeSthoo®ilyaipedciity & bfader focus on all of the learning potential that a child

has throughout her day and lif¢he Lifewide Learningpproach) Integrated, systemkevel interventions to help
FILYATASaAasS O02YYdzyAGASAZ | ysReardiKra Betdéd far RwasdddolaigeNdireadingS A N
culture to transform itself into a knowledggased economy.
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Chapter 1 Introduction

CHAPTER AUTHARS
Elliott Friedlander, Stanford University
Claude Goldenberg, Stanford University
Richard Germond, Sattee Children

We need, all of us, to develop the habit of reading every day feplifglearning and pleasure.
We share a common vision of a stable and vibrant country where life quality is defined not only by
Ada OAGAT SyaQ O Llivekndwdedgé, ZriticRl Ndinking drdi2rgatividy a i i
original solutions to the development challenges ahead, but where each of us is enriched by the
passions, ideas and dreams that have been set down in print across time and borders by others just
like ourselves, dreaming of a bright future for the generations to céme.

- Minister of Education, Rwand&wanda Reads, 2016)

Providing relevant, quality education for all children is a global challenge. While education access continues to
improve, there are too many children in classrooms astthe worldwho arenot learning what they need to thrive
Ay (2RI Belgiteingreadkll &tdess to schooling, there arany contextsn whichchildren are not mastering
the basic skills they need to learn. It is estimated, for example, that ther2&¥renillion children in primary school
who have not learned the basics in reading and mathem@itdESCO, 2014)

Governments, bilateral aid agencies, and {gmvernmentalbrganizations arérying to address the learning crisis in

a variety of waysThe internationahon-governmental organizatioSave the Children believes that the ability to

read and write is théoundation for all future learningl'o address the learning crisis, it is essential dhadren
YFaGdSNI t AGSNX Oe aiAftta SkNIeod wSIl RibbaZRdukaion strst&NSE T 2 NS

In 2013, Save the Children, in partnepshiith Rwandan organization Umuhuza, launched its Education Signature
Programme, Advancing the Right to Réa®&wandaThe programd 2 i K NB ¥t SOda {I @S GKS /
organizationapriorities around education and learning and also helps suppd¢tS D2 GSNY YSy i 2F w
commitment toimproveOKA f RNBy Q& f Aandtddvebaligod of Geathid strBng yulure of reading
throughout the country.

Advancing the Right to ReQdtrategyis to address the many and interlinked factarsich conspire to prevent
childrenfrom becoming cafident learners who can read fluently and with comprehension. The ARR program
therefore provideschildren witha seriesof holistic interventions from birth through early primary schbog working
with childrenand theirfamilies, communities and schooWithin the Advancing the Right te& programme
there are four connected objectives.

! Recommended citation for this chapter:
Friedlander, E., GoldenbergpG 3 D S NJY 2 yQRaptemld y d NE iR dz®riedladdéer B8 Goldenberg, Qeds.).
Literacy Boost iRwanda: Findings from ay2a Randomized Controki@l. Stanford, CA: Stanford University.
2 Quote taken from the Rwanda Reads web$Revanda Reads, 2016)
3C2NJ Y2NB 2y {I @S (KS / KAftRNBYQad 62N] Ay welyRIZ AyOfdRS
http://rwanda.savethechildren.net



http://rwanda.savethechildren.net/

 ImprovingpreNBE+ RAy3a RS@St2LIYSyd FyR SYSNHSy:G fAGSNF OeY
include helpilg parents to support their childréx@arly cognitive development from birtbnwards,and
offerscomprehensive family education and classrebased early learning and math skills development to
ensure children are ready for school

1 Improving the teachingf reading teacher training and supporiras to improve the teaching of reading in
primary schools and ensure that teachers can effectively use and manage books in their classrooms.

9 Creating a culture of literacy and learning outside of schloing wit family education and support for
teachers, the program creates opportunities for children to play and practice reading in the communities
where they live. It has established book clubs, community book banks and reading buddy activities.

1 Creating a richljterate environment: The programnstrengthers every stage of the book chain, working with
local authors, illustrators, editors, publishers and sellers to increase availability and access to high quality,
F3S FLIINBLNRFGS YAye@lNBlIyYyRI OKAftRNByQa 6221ad

Theprogramme is piloting approaches and interventions in each of these four areas. It aims to generate evidence
about what works and why, and u#lgis evidence to help informgdicy development and practice at a national level.

Literacy Boost, aignificantSf SYSy &4 2F ! R@lI yOAy 3 GKS wA IK{isarahdomifetd R Q 3
control trial ofits coreintervention for primary schoehged children.Specifically, Literacy Boost is an approach to
improving theteaching of readingvhile simultaneouslyincreasing communitgnd family supporfor developing and
strengthening & A f RINeEgy Qkdls.

This comprehesive impact evaluation of Literacy Bodsthe result of a collaboration of nearly a dozen program
implementers, researchersand others. It consists ttie followingchapters.

Chapter 2orovides an irdepth description of Literacy Boost in Rwanda. This descriptiomdesicontextually
important information on Rwanda and the district in which the project was implemenitetlidedin this chapter is
a description of the Literacy Boaspproachas designed by Save the Childfenglobal adoptionas well as the
adaptatins made by Rwan@aiinplementationteams.

Chapter 3Jescribes the research question, the research design, and the methods used to randomly iffesamt d
groups to participate in different treatments.

Chapter 4covers the data sources, sampling frameworks, and other procedures used to collect the data used in this
report

Chapter Spresents evidence on the impact of Literacy Boost on Primary school students. This chapter begins with
descriptive statistics, before describing the methodshefanalysis used and theeyfindings. The chapteends with

a summary and discussion of its finding&e consider this the key chapter in the report since it documents the
LI2AAGAGS AYLIOG 2F [AGSNIO& . 2240 2y 4&prezénbdftéan@ NBI R
findings related to teachers, families, and communities. These following chapters serve to illupitnetible paths

of influence that help explain the outcomes we obserie@hapter 5

ChapterdJINBEaSyia SOARSYOS 2y (GKS AYLI OG 2F GKS (Sl OKSNJ
practices, as observed in classrooms and reported in survey. Similar to the previous chapter, this chapter begins wi
descriptive statistics, before describing the methods of analysis used and the firitlegshapter ends with a

summary and discussiaf its findings

Chapter 7resents evidence on the impact of Literacy Boost community activities on the Literacy Ecology of
OKAf RNBYyQa K2YSa Ay FyR 02YYdzyAlASa Ay wolyRIFE® { AYA
2



statistics, before describing the methodtanalysis used and the findingshe chapter ends with a summary and
discussion of its findings.

Chapter &8epartsfrom the predominantly quantative evidence presented in the three preceding chapters by
gualitatively investigating the culture of reading and literacy in the lives of Rwandan children. This chapter begins
with a description of the homes of four children, and examines how eadtthintéracts with literacyin their daly

lives, as well as the literacy ecology that surrounds thene chapter ends with a summary and discussion of its
findings.The end of this chapter provides a discussion on the findings presented in Chapter 8 only.

Chapter 9the final chapter, synthesizes the findings presente@hapter Shrough Chapter 8 In bringing together
the diverse findings, central themes emerge that indicate specifiorexcor advocacpointsthat are likely to
improve the reading of children in Rwanda. It also lists the limitations and explores questionementationand
sustainability.

FollowingChapter 9are the lists of works citedndthe Appendix



Chapter 2 ThelLiteracy BoosProgram and its Implementatiomi Rwanda

CHAPTER AUTH®ARS
Elliott Friedlander, Stanford University
Avrile Pacifique NiyibizSave the Children
Sofia Cozzolino, Save the Children
Saima Malik, Stanford University

This chaptetfirst provides contextual information about Rwanda overall and the project site specifically. It then
provides a detailed description tfteracy Boosthoth globally and how it was specifically adapted for the Rwandan
context.

Imagel: Map of Provinces and Districts in Rwanda

UGANDA

DEM. REP.
OF THE CONGO

TANZANIA

BURUNDI

0 25 50
e Kilometers
[N

(Image taken from National Institute of Statistics of Rwanda, Rwandan KimitHealth, & ICF International, 2015, p. 4)

2.1 Rwanda Overview

The Republic of Rwanda is anrertely hilly country, approximately 25,000 square kilometararea, which, to put
into a UnitedKingdomcontext, isabout 25% larger than the country of Wa. The capital, Kigali, lies virtually in the
center of the country. According to the National Institutes of Statistics of Rwanda (NISR), 83 percent of the 10.5
million inhabitants of Rwanda live in rural areas, and 50 percent of all Rwandans are hmdgetof 20. The official

4 Recommended citation for this chapter:
CNASRfFTYRSNE 9d®3 bA&AO0AIT A IChaptert2®reLitéray Ho@sPrdgsard and ifs dwiplensentationfi A { =
Rwandéd LYy CNASRf Il yYRSNE LAetacyBoobt aRwan8ayEnSimyE fEom Ay@ar RarldRriz€u(
Gontrol Trial. Stanford, CA: Stanford University.
5 Portions of this section first appeared in the baseline anidline reports on Literacy Boost in Rwanda, published by Stanford,
as well as a thesis that analyzed the baseline ¢lateedlander, Habimana, & Goldenberg, 2014ediander, 2015; Malik,
Gasana, Raab, Cha, & Goldenberg, 2014; Tusiime et al., 2014)




literacy raté for individuals aged 15 to 58andsat 80.2 of the female population, and 82.4 percent of the male
population,with slightly lower rates of literacy in rural areas as compared to urban di&t®nal Institute of
Statistics of Rwanda et al., 2015)

2.1.1 Administrative& Political Organization of Rwanda
Rwandas divided into provinces, which are further divided into districts, sectors, cells, and villagesthveich
compriseindividual households. These various administrative levels are described below, and depittpdet.

Provinces Districts

Rwanda has five pravtest Northern, Easérn, Soutlern, and Wesern, andKigali City divided into 30 districts
(seelmagel). An elected District Mayor leads each distrithe decentralized system in Rwanda means that districts
are autonomous administrative entities with legal status and financial autor{®wapublic of Rwanda, 2013)he
purpose of the district is to promote democracy and serve as a basis foresmmiomic development. That is,

district authorities are responsible for promotion of solidarity among the population in its development efforts. A
District Council and aBxecutive Committee are responsible for the administration of the population and
safeguarding its interests.

Sectors

Districts are further divided inteectors Citizens of Rwanda participgteliticallyat the sector level through elected
representatives. Two bodies, the Sector Council and the Sector Executive Committee are responsible for overseeing
administrative and technical issues within the sector.

The Sector Council is a political organ for petiaking decisions. The numbera#lls containedvithin the sector
determines the number of Sector Councilmemisers ¢ KS { SOG2NJ / 2dzy OAf Qa TFdzy Ol A 2
plans and programs as well as ensuring the follgpnof their implementation. The Sector Council is also responsible
for electing the Sector Executive Committee, which supports the preparation and implementation of the Sector

| 2dzy OAf Qa LRfAOASAY LXIlyaX YR RSOA&AAZ2YAD

Cells

Sectors are further divided intcells which are managed by an executive secretary and an officer ngelod social

and economic developmenflso at the cell level & team that serveas decision makers and advisordlie

executive secretary and the development officer. Technical and key political matters are handled and addressed at
the cell level. Té key organizational bodies of the cell are the Cell Council and the Cell Executive Committee.

Qx
O«
b~
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(National Institute of Statistics of Rwanda et al., 2015, p. 40)



Figurel: Administrative Schematic of Rwanda

Administrative Schematic of Rwanda
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Average per Province per District per Sector per Cell per Village per Household

*All data taken from the 4th Population & Housing Census (NISR & MINECOFIN, 2012)

Villages

Finally, cells are divided intallages The village is the smallest politi@aministrative entity in the countrymade

up of individual households, drhenceare theclosestpolitical unitto the people of Rwanda. Théllageis the entity
through which the problems, priorities and needs of the people at a grassroots levekat#iétl and addressed.
Leaders at the village level are volunteers who are elected to serve their country, through a direct and universal
suffrage by all villagers aged 18 and oldéHage leaders do not handle any technical issues, such as deciding
agficultural priorities, infrastructure developnm, or other areas that requirskills and abilities acquired through
education and experience.

2.1.2 National Focus on Literacy

In the policy document Vision 2020, the leaders of Rwanda envisioned a modern, middle income courdry with
knowledgebased economyRepublic of Rwanda, 2000)o achieve this by the year 2020, the government
acknowledgedi KS ySOSaaAride (2 aSyO2dz2NF 3S | yR adRiaidKeads, O dz
2014) Educators in Rwanda have expressed their intention tahes@ublished research in reading and literacy to
reform the early acquisition of reading skills. As an example, the-2013 Educton Sector Strategic PlgRwanda
Ministry of Education, 2012)F t £ & F2NJ GNI AyAy3 (S OKSNE 2y aSTFFSOGA
GSOARPSEABR NBI RAY I A y(EwWaNdzRibistrg of Edticatigr, 20 2blIB)ITheil éeracy,

Language, and Learning (L3) Initiative, a collaboration between the Ministry of Education, the Rwanda Education
Board,Education Development Center, Concern Worldwide, Never Again Rwandand&®@er partners,and

funded by the Unitd States Agency for International Developm@iSAID)have been working since 2R10

completely overhaul the early grades reading curriculum and classroom pedagogical practices to more closely aligr
with the established researebased best practiceon arly reading acquisitio(Education Development Center,

2014)

The limited but informative existing research dretculture of reading in Rwanda points to some challenges that
must be overcome: a general lack of reading materials, a strong oral culture, and an education system that does nc
fostergood readindhabitsnor a lowe of reading in young studen(Ruterana, 2012)



2.1.3 The Ministry of Education & the Rwanda Education Board
The Ministry of Education (MINEDUC) in Rwanda oversees all education in Rwanda. According to its website,

The mission of the Ministry of Education is to transform the Rwandan citizen into skilled human
capital for socieeconomic development of the country by ensuring equitable access to quality
education focusing on combating illiteracy, promotion of sciemzktachnology, critical thinking

and positive valuegRwanda Ministry bEducation, 2012a)

The Rwanda Education Board (REB) is the agency within MINEDUC responsible for implementing educatibn policy
sets quality standards, oversees curriculum development, st@@aching staff, angherformsmany other functions
within the education system.

2.1.4 Schooling in Rwanda

The schooling system in Rwanda is composed eppreary, primary, secondary, and tertiary levels. As thjsort
focuses solely on primary schoake review here the preprimary and primary level®re-primaryeducation in
Rwanda is encouraged but is not compulsdWdespread access to p@imary educatiorhas not yet been
achieved with only 14.2percent of three to six year olds attending some form of-prignary schoo(National
Institute of Statistics of Rwanda, 201Byimary school, unlike pxgrimary, is compulsonChildren start their
primary stiool education in Primary P(J) at ageseven(Rwanda Ministry of Education, 201@nd continue
through Primary &P.§ at which time they should be twelve years (idational Institute of Statistics of Rwanda &
Ministry of Finance and Economic Planning, 20R2)is the equivalent of the 1st grade in the United Staiés
America(USA)r Year 1 in the United KingdofdK); P.2is the equivalent of 2nd grade in the A& Year 2 irthe
UK, and so an

School Catchment Areas

As some cells contain more than one school, while other cells do not contain any primary schools, stagents m
attend schools that lie outside their village, cell, sector, or even district. As such, the actual school catchment areas
exist independent of administrative boundaries. Catchment areas are defined in a very simply and utilitarian way: a
school catchmeharea encompasses all the villages in which enrolled students live. School catchment areas may
therefore change year to year. Anecdotal evidence suggests that some students can walk up to one or even two
hours to reach school each day (and another ontwar hours on the return trip), indicating that school catchment
areas likely overlap to varying degrees.

Language of Instruction

The language of instruction for the first three years of primary school is Kinyarwanda. English is taught as a separai
subjed in these early primary school years A teachers transition to using Engliagk the language of instruction

for all subjectsexcept for instruction in th&inyarwanda language subject. Startingith teachers specialize in

teaching one or more sydcts and hence do not stay with one class for the entire school day, but rather move from
classroom to classroom to teach one or more specific subject

" The term School Catchment Area is not one commonly used in Rwanda. Indeed, the research team did not locate a definition
of this term published by Rwandan autlitggs. Therefore, the research team sets forth a simple definition here, as the term will
be important for understanding decisions regarding the research design.



Alleviation of Overcrowding in Schools

Given the large difference in the size of the youth populatiersus the adult population, the government employs

two techniques to alleviate overcrowding in primary school. First, multiple different classrooms of the same primary
grade may exist in one school. That is to say, for example, there may be two oPnmoey 1 classrooms in a large
school, each of which has a distinct student population. The second teshtogcombat overcrowding is thavo

school shifts conducted each school dgyne in the morning and one in the afternoon. Thatilsmany school®ne

set of students attend school in the morning from 7:20 to 11:40, while a second distinct set of students attend
school in the afternoonfrom 12:40 and staying until 17:00hese sets oftgdents alternatewhich session they

attend, meaning that at thes one set of students will attend in the morning, and at other times the same set will
attend in the afternoon9  OK A (0 dzRSy 1 Qa aOK22f Rl &3z wkihNBmesNBonrs f | &
for direct instruction and 20-minute recess or break period.

Length of the School Yeamd Hours Available for Instruction

Accordingo the official school calendar B015 primary schools in Rwanda were odenfive days a week fd6
weeks in total. This equal8Qofficial schoobaysin 2015 This total number of dayiscludesholidays when school

is closed an@xam periodgduring which time instruction is limited), so that the total number of days during which
instruction is occurring iikely less than 180 days.

We will use thel80 days in which school is open in order to calculate the number of hours of possible instriuction.
this way, we demonstrate the very maximum number of hours available for instruéiiban we multiply 4 hourof
direct instructionby 180 days, we sedat the official Rwandan school yeaymprises/20 hours of instruction

Given that there are 860 hours in a year, children who attend primary school are in school for a maximugh of 8.
percent of the total time in a year.

Education Oversight within Dikts
All districkin Rwanda are part of a decentralized education system. Each district is assggiemblinspector, who
is employed by th&EBo provide inspection across all schowlghin the district

In addition, atthe district level there is ®irector of Education, District Education Officensg Sector Education
Officers. The $ctor EducatiorOfficers complement the REB inspector pyovidingadditional human resource to
increasell K S & (Mdpettdn andsupervisio It is important to note thathe District Education Officerand
Sector Education Officermnswer notto REBauthorities, but rather to thé respectiveDistrict Mayos and Sector
Executive Secretarjlead Teachei(the equivalent of principals in theniled Stateshre not directly linemanaged
by the SEOs, but are accountable to the sector executive secretaries and the District Mayor

2.2 Gicumbi Overview
The Literacy Boost project, the subject of this report, was implemented in théctisf Gicumbi.

2.2.1 Gicumbi Administrative Organization

Gicumbi (pronounce&&ichu-mbesd is in the Nortlern Province and one of the northermost districts of Rwanda. It
is bordered by Uganda to the noréind shares borders with seven othaistricts,as seen inmage2. Gicumbi
contains21 sectors, 109 cells and 630 villaglRepublic of Rwanda, 2013)

2.2.2 Population and Socioeconomic Status of Gicumbi

Gicumbi is one of 30 districts of Rwanda, with a population of just under 400,000 rediNatitsal Institute of
Statistics of Rwanda, 2012hnd slightly moravomen (52.3 percent) than mgiiNational Institute of Statistics of
Rwanda, 2012b)n terms of age groups, the population in Gicumbi is young, with 62 percent of the population
under 25 years old. It is also predominantly rural, with 91 percent of the population residing liareas. The



average household size Gicumbi is 5.1 personwhich is slightly above the national average of 4.8 persons per
household(National Institute of Statistics of Rwanda, 2012b)

Poverty levels in the district are high compared to the national levels, with 49 pevEém population living under

the poverty line and 34 percent of the population in extreme poverty. In comparison, the national levels of poverty
and extreme poverty are 45 perceand 24 percent, respectiveWhen compared with other districts of Nogm
Province, Gicumbi has the highest percentage of extreme po{&tonal Institute ofStatistics of Rwanda, 2012a)

The overall employment rate is 86 percent of the resident population aged 16 years and above. Thiightiyis
higher than the national average of 84 percéNational Institute of Statistics of Rwanda, 2012a)

The EIC¥survey shows that household income in Gicuedimesprimarily from agricultural &tivities (76percent),
followed bytrade (7 percent) and government jobs (5 perceiNatonal Institute of Statistics of Rwanda, 2012a)

Firally, data presented in a thematic report on population size, structure, and distribution indicated that Gicumbi has
the second highest population of foreign residents, with nearly 14 percent ofrbiaesidents classified as non
Rwandan national@National Institute of Statistics of Rwanda & Ministry of Finance and Economic Planning, 2014)
This statistic is not surprising given tiaicumbi district both shas an international border with Uganda and hosts a
refugee population.

2.2.3 Schooling and Literacy Statistics in Gicdmbi

From 2010 through 2@, the NetAttendance Ratian primary school for Gicumbi rangdm 91.8percentto 97.9
percent depending on the source of the dalle Gross Attendanced®o ranged from133.0 percentto 152.8
percent.The Nt AttendanceRatio reflects that nearly all of the entire population of 7 to 12 year olds that live in
Gicumbi are enrolled iprimary school, but thasomewhere between 2.1 to 8f#&rcent of children of the
appropriate age still do not attend primary. T@@oss Attendance Ratimplies thatthe total primary school student
enrollment s between 33 and 53 percent greater than thember of children who should be enrolled in primary
school based solely on the ages of childf®iSR 2012a, 2015, 2016; Rwanda Ministry of Education,.2016)

Similar to theNet Attendance Ratiand Gross Attendance Ratieported above, the promotion angkpetition rates,
both within Gicumbi and nationally, vary depending on the source of the data and the year in which the data were
collected and analyzed. Promotion ratiglse percentage of students who move up one primary level from the level
in which theystudiedthe previous yearyary from a low 067.6percent of primary school students to a high7&.4
percent. Repetition has a similar range, between a low of 12.5 percent and a high of 30.3 Ni&hR012a, 2015,
2016; Rwanda Ministry of Education, 2016)

In 2014, 78 percent of primary leaversGicumbithose students in B, which is the highest level of Primary school)
passed engf-year national examination in 20¥Rwanda Minigy of Education, 2015)

In 2014, Gicumbi had a total of 95,848 primary pupi34 primary school teachers, 102 schools and 1,164
classroomgRwanda Ministry of Education, 201%hese figures imply a student to teacher ratio of 67 to 1, and a

8 Depending on the data source and year of data collection, the rates of enrollment, pramuojmetition, and drogout vary.

Refer to theAppendixfor the officially reported statistics and the source and year for each statistic.

® Note that the references cited at the end of this paragraph extend through 2016. However, the statistics reported in these
publications extend only through the 2014 school year at the latest.



student to classroom ratio of 82 students for every 1 classrobimugh official statistics for 2015 have not yet been
releasedone moreprimary school opened in Gicumbi, as observed by the Stanford research team and its partners
for a total of 103 primary schools

Image2: Gicumbi Administrative Map

Legend
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(Gicumbi map reproduced from National Institute of Statistics of Rwanda, 2010)

2.2.4 Other Nn-Governmenta Organizations& Charities/Initiativesn Gicumbi
DAOdzYo A Qa 5 A aidNR O G20BYdexifds 8 seloSpyidiitider the fiye yéas between 2013 and 2018

(Republic of Rwanda, 2013h the Development Plan, officials define three types of critical stakehobdexstors in
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specific domains/Ne present this table to give an idea of the official, registered organization working in Gicumbi.
Tablel indicates he classificatiomf stakeholdersorganizationsand their respective domains of intervention.

Tablel: Stakeholders and Intervention Domai&sSector&overedin Gicumbi

Or
Tyge Organization Name Domain of intervention Sectors
g ADEPR (The Pentecostal Church of Rwanda) Education 1
% American Refugee Committ¢ ARC) Health in Gihembe refugee camp 1
-% Association of Volunteers in International Service Hygiene & Sanitation 3
_ S @Aavy
g § Family Health International 360 (FHI 360) HIV / AIDS at Gatuna border 6
= £ Help a Child (HAC) Education 3
g GE) Savethe Children Education, Literacy Boost 21
£ g SOS Education 21
g Volunteer Services Overseas Mentoring / coaching of teachers Bead 3
2 Teaches
S Winrock/Reach Tea Education & IGAs 4
World Vision Education, Health, Nutrition 7
Action pour leDevelopmentdu Peuple ADEPE) Education & IGAs 4
African Evangelistic EnterpriseEE Education, Agribusiness 3
< Appel pour I'Avenir des enfants du Rwanda Water, Shelter, Library 6
é ., Caritas Byumba OVCs, IGAs 21
% é HannahMinistry OVCs z_;md mother girls [sic], HIV AIDS, 1
= _‘§ Educatlo_n _ o
@ S Red Cross OVCs, Historically Marginalized People 3
S . . M)
= O Transformational Leadership Center Peace Building and Library [sic] 1
S Umuhuza Literacy Boost 21
- ZOE ZimbabweCOrphan Endeavour)Ministries OVCs 6
Imbuto Foundation Support girls to life skills thru 12 PLUS 21
project
ADEPRThe Pentecostal Church of Rwanda) Evangelization, education NS
" Adventiste Evangelization NS
§ _5 CE:aIt.holiguel. - . Evangelizatioreducation NS
T © ise Anglicane au Rwanda o .
2 % (A?nglican%:hurch of Rwanda) (EAR) Evangelization, education, OVCs NS
& g E?}t?ihiae;%;igx:s; Rwar(@aesbyterian Evangelization, OVCs NS
ISLAM Evangelization NS
RODCC Irembo Evangelization NS

Org =OrganizationNS = NoSpecifiedInformation reproduced from original pdf file provided by the Joint Action
Development Forum, 2015)

2.3 About Literacy Boost

Literacy Boost comprises three components: 1) Teacher Training, 2) Community Action, and 3) Assessment. Progr
dza Sseparatétintd thriee] parisc@rresponding to each of the three componentt roll
out and implement the program. The following sections desciifoe development of Literacy Bog$hen an

implemey” ' S N&

overview of each component as it appearghe toolkit and finally he adaptations and variations matdg program
implementers in Rwanda
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http://www.arcrelief.org/site/PageServer?pagename=programs_rwanda
http://kellogg.nd.edu/students/idf/avsi.shtml

The information presented in this section is distilled from tliteracy Boost Toolk{Save the Children US, 2012x3
well as conversations with program staff and monitoring data, collected bipn R@landaand partner staff during
the dayto-day routines of Literacy Bod&t

2.3.1 Impetus behind Literacy Boost Development

In order to get children into school, countries around the world abolished school fees for primary sdhisksction
achieved the intended consequence of opening up primary school for a vast population oftstudierse families
previously could not afford to enroll their children in school. While an undoubted achievement, the mass drive
towardsuniversalprimaryenrollment also had unintendedegative consequencesound the world School
systems were not ready cope with the surge in enrollments, leading to crowded classrooms and high ratios of
students to teachers across the developing world.

Towards theniddleof the last decade, a new and alarming trend emergadnystudents reachingfitmnary Swere
unableto read a simple text. The efforts of international education experts quickly moved away from the enroliment
issue and focused in on learning. Experts called for empirically proven methods to seppoirig, often with a

focus onreading development. Ehevidence base clearly showed that many of the efforts being enacted by partners
GSNB ¢Sttt aArildza G6§SR 6AGKAY GKS NBaSINOK 2y &AdzLIR NIAY
trained teachers who have properly scoped and sequenced tektbaad other materials in classrooms that are
extremely overcrowded, students will have a harder time learning to read in school. Hence, common programs
across a range of development organizations emerged that targeted curricula, textbooks, teacheg tisihiol
YEylF3SYSyids FyR a0OKz22f | OO02dzydlroAftAGes Lttt STF2NLa

2.3.2 The Lifewide LearningFramework

Save the Children, too, set out to improve students learning. However, rather than focusing solely on the research
supporing student learning in schools, researchers and program designers ldokptbven methods aimed at
supportingDKA f RNByYy Q& € SI Ny Ay 3 (KNP dz3 K Bhdaesedrdh SidaidstReéddhatliny R G
order for achild to become & NJ 4 S AG Aa SaaSyidaialf GKIG (GKSsh@KAf RQA
support their literacy developmer({Snow, Burns, & Griffin, 1998) { (4 dzZRA Sa O2yairadSydat e a&i
education, family soci@conomic status, the number of books present in the home, and family participation in

f AGSNI O T OUGAGAGASAE &adzOK | a aKlFNBR NI lakydageshndlitsdey LIJ2 & A
skills(Hess & Holloway, 1984; Payne, Whitehurst, & Angell, 1994; R@atds, 1996; Snow, Barnes, Chandler,
Goodman, & Hemphill, 1991)

This relationship holds truedbh in the highincome countries as well as lower or lémcome countries
Understandinghatthel A Y Ydzad o6S G2 A YLINE gofh indide dzl Sufsitieiofthelsédofs,A G &
throughout their day and life, Save the Childr@dopted areducatinal approach thathey termed Wfe-wide

f S Ngfriegfander, Dowd, Borisa, & Guajardo, 2012)

Lifewide learning posits that children are capalgitlearning not just during schobburs, but during esry waking
moment of their dayfrom the day they are born. Educatialrefforts that align with the lifewvide learning
philosophy go beyond traditional efforts of teacher training, curriculum design, or school accountability measures in

101n 2016, Save the Children program designers have revigembtikit into Literacy Boost 2.0. The description of the Literacy
Boost program contained in this section is reflective of the original program, and does not mention the changes or
improvements made in Literacy Boost 2.0.

12



FGaSYLIWG G2 AYLNE @ Swidkaningsddks/tdndolvd parents)sibligs, eonimanky3nembers, as
well as traditional schal staff toimproveOK A £ RNBy Qa 02 3y A ((Arigifandar Mtlalg 20K2) | y R f S

Using a larger and more holistic research bagen which to base a literacy program, Save the Children developed
the Literacy Boost toolkit and began initial pilots of the program. With its positicorimmunitiesand schools

around the world, Save the Children was an organization uniquely situatmdtiressi K S Y | gbitackd A FS Q
children facen their learningoutside as well awithin the confines of the school.

As described below, Literacy Boost is an example of a program embraciagdaflearninghrough its spectrum of
activities. Specitally, Literacy Boost botinains teachers to teach readimgore effectivelyand helps family and
communitiesprovidesupportfor childrerQ @ascent literacy skill§/ital tothese effortsisthe development ofocal
language reading materials help childrenpractice their skills. First weill describe the creation and general
implemertation of Literacy Boost and then descrite program in depth.

2.3.3 Literacy BoosCreators

In 2007, Dr. Amy Jo Dowd at Save the Children created the original Asse€am®unent in order to assess

whether students in Save the Children program sites were experiencing the challenges in their learning. This
assessment was conducted in Haiti, Nepal, Ethiopia, and Guatemala. As results came back showing low levels of
learning she enlisted Carol da Silva to develop the Teacher Training Component and Elliott Friedlander to create th
Community Action Component. This Community Ac@amponentbuilt on activities that had been implemented

across a range of Save the Children dodvih Sa 3 a4 LISOA FA O f { ReadingJorThigirepipgranrad A y
as well as incorporating new ideas for activities in the home and community. Several others at Save the Children,
most notably Cecile Ochoa, spent several years refining th&itpatlding features to make it more adaptable,

easier to use, and filling in gaps that existed in the original toolkit.

2.3.4 Worldwidelmplementationof Literacy Boost

Literacy Boost was firgtplementedin Malawiin 2009.Nepal, Mali, andPakistarquickly followed with their own

pilot projects Sincehen, communities and schools in more thirty countries around the world have participated

in Literacy Boost activitiebmage3 provides a global overview of countries that have participated in Literacy Boost.
Note that none of these countries have implemented the full Literacy Boost program on aalatcale.

Nonetheless, over one and a haltfllion children have participated in Literacy Boost worldwide since the start of the
program(Dowd et al., 2016)
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Image3: Literacy Boost Countries of October 2015
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Literacy Boost
Countries (planned

for 2016)
Literacy Boost Countries

|. Afghanistan 9. Ethiopia 17. Mali 25. Senegal
2. Bangladesh 10. Guatemala 18. Mozambique 26. South Africa
3. Burundi I'1. Haiti 19. Nepal 27. Sri Lanka
4. Cote d'lvoire 12. India 20. Niger (planning) 28. Tajikistan
5. Democratic Republic of Congo  13. Indonesia 21, Pakistan 29. Tanzania
6. Dominican Republic 14, Kenya 22, Peru 30. Uganda (planning)
7. Egypt I5. Kyrgyzstan 23. Philippines 31. Vietnam
8. El Salvador 16. Malawi 24, Rwanda 32. Zambia

4,
@ Save the Children.

Image reproducegith pemission from Save the Children USA

A Literacy Boost pilot/proof of concept isrggally implemented over the course of osehoolyear.An impact
evaluatior2 ¥ 0 KS LINPINI Y SadAYliSa GKS AYLI OG 2F [ AGSNI O
a counterfactual group. These evaluations follow experimental rebed@signs where feasible, and quasi

experimental designs otherwis8chools and students that serve as comparison schools are getireviaty to

participate inLiteracy Boost programming the subsequent year.

Implementers include Save the Children International staff, staff from partneigoeernmental organizations, staff
from the Ministry of Education or associated agencies, and local volunteers. Internationally, Save the Children also
has licensedWorldVis2y LYy G4SNy GA2yFE (2 AYLXSYSydG [AGSNY O . 2
world. Some of the shaded countries includednrage3 are in factamong the 13ountries in which World Vision
implementsLiteracy Boostin some places, including Rwanda, Ethiopia,epial, both World Vision and Save the
Children had separate locations where eacbanizationwas implementing LB

2.4 Componeit 1: Teacher Training

TheteachertrainingO2 YLR Yy Sy G FAYa (2 A YLINE dBiscontpbnerk BoNilie®iseNBe RA Y :
teacher training to all early primary teachers over the course of an academicAlafthe information provided in

this subsection is summarized from the Literacy Boost Teacher Training T&ake the Children US, 2012d)
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2.4.1 TeacheiTraining sessions
The teacher training toolkit is organized according to the teacher training sessions set out for déheetyolkit
contains nine sessions total. Those are

Session 1: Introduction to Reading Development and Instruction for Yohifdyen
Session 2: Formative Assessment

Session 3: Addressing Language Issues in the Literacy Classroom

Session 4: Letter Knowledge / Alphab&trinciple

Session 5: Phonemic Awareness

Session 6: Reading Fluency

Session 7: Vocabulary

Session 8: Reading i@prehension

Session 9: Conclusion

Session 1 provides an orientation to the training methods as wélleason how to create printich classrooms
using locally resourced materials (e.g. discarded cardboard cartons, string, etc.). Sessions four igriuglver
skills that have been shown to be related to success in reading in English, as highlighted in a landmanalysta
(National Reading Panel (US) & National Institute of Child Health & Human Development (US), 2000)

2.4.2 Structure andxheduk of TT sessions
Sessions 4 through 8 each contain the following six activities:

Activity 1: Reflection from Previous Training

Activity 2: Introduction to the Session Topic (e.g. reading fluency)
Activity 3: Model Lesson

Activity 4: Assessment

Activity 5:Lesson Planning

l OGADGAGE cY wSTf

OhAzy 2y GKS 5F8Qa ¢NIAYAyST

Training sessions are spread out otlex year, allowing teachers to learn specific skills on a focus topic within the
field of reading pedagogy. As laid out in the toolkit, each sessionghlpiour to ive hours longTeachers then are
given two to four weeks to put their training into action in their classrooms. Following this period, teachers
reconvene for a new training session on a new topie first activity in each session, the eefion activity, provides
teachers a forum in which to discuss their successes and challenges in teaching readirgactung the specific
skill theyhadlearned in the previousraining session. Activity 2 provides teachers with the content knowledge
needed to understand the skbking introducedand its importance. Activity 3 and 4 allow teachers to see how the
target skill is taught and how tase formative assessment gauge the success of their teachidgtivity 5 provides
teachers a chance tdgn their own lessonand toshare these lesson plans with their peehstivity 5 is important

as it provides teachers a set of lesson plans for immediate use in their classrooms

2.4.3 Guidance fotocal Adaptation

Literacy Boost Teacher Training is aatgid,prescribedcurriculum.indeed, it is not a curriculum at all, but a

training program to improve teachef®eading pedagogy. As described in the paragraphs below, the training sessions
adaptto the local needs and context faur ways:first, by coordinating their lessons witthe government
curriculum,second by meeting the needs of learners who may speak a language at home that is different from the
language of instructiorthird, by encouraging implementers tdapt the foreigrcontent of sessins andfourth, by
encouraging implementers to change the order of the sessions, add new sessicombine sessiorie meet their

local needs.

15



The first adaptation to local contextdesigned tasupport teachers in their teaching of the governmentraaulum.

This isan acknowledgemerthat many teacher trainings encourage teachers to teach an alternative curriculum,
placing the trained teachers in a difficult position. Literacy Boost Teacher Training avoids this situation by providing
teachers withthe skills, techniques, and ide&s adapt and include the existingfficial curriculum, regardless of the

O dzNNXR O dzf dzéavliag pedddoglfor e2ayhple, if the curriculum requires that students learn about different
animals, the methods for teachingpcabulary learned in Session 7 might be put to use to accomplish the dual goals
2T GSIOKAYy3 Fo2dzi FYyAYFf& YR o0dzAf RAYy3a aiddzRSydiaqQ @2

The second adaptation & acknowledgementf the realty that many learners across the world comeeschool

with variable mastery of the language of instructidips and techniques for teacher learners who speak a different
language or dialect at home than the language of instruction are offereg@paratesession, and mentioned in

other sessions as welVhik the lifewide learning approach endorses the wadsearched and generally accepted
theory that children learn to read best when they Iedo read in their own languag@ugust, Shanahan, &

Escamilla, 2009pavethe Childrendoes not generally engage in direct advocacy to change languages of instruction
or shift other policies within the classroom. Rather, the LB Teacher Training sessions provide teachers the tools an
skills necessary to address ttiwerse needs of learneexross the worldvhile abiding by rules and guidelines set

forth by national Ministries of Education or other education policy makers.

The third adaptation involves the content of the model lessons within each session. The goahoiiidessonss

to demonstratebest practices in teaching tharget skill or topic of the sessioBavethe Childrervery explicitly
recognizes tht each country, each language, each culture is not only differentdnttinsa treasure tove of
knowledge stories,andtraditions By incorporating this treasure trove into the trainings, the sessions become more
engaging and relevant to the local contelxtdeed,the toolkit suggests ways to incorporate this local knowledge and
tradition. For instancewhen the storyRumpestiltskinappears in Session 4, the toolkit authors point out that this
story can and should be replaced with another story that might be more appropriate for the context.

The fourth adaptation involves revising the orderd/or frequencyof the implemenation of sessiondf Teacher
Training sessions occur once per month, and the session order is explicitly followed, teachers will nothreceive
requisitein-depthtraining on reading comprehension skills until the ninth mqnttough the skill will beauched
upon in other sessions (e.g. formative assessméds)such, the toolkit suggeshat implementers decide which
skills they want to emphasize early and in which order they want to implement the sessions.

2.4.4 Teacher Trainers

The toolkit does not spefyi who can and cannot be a teacher trainer. Rather, it encowmgplementers with deep
knowledge of local systems to identify their own grafprainers. This could b&taff members of Save the Children
local education officials, senior teachers, ohet individuals with deep knowledge of the local context.

2.4.5 Guidance on th&/hen& Where of Literacy Boost Teacher Training

The Literacy Boost toolkit recommesihat one full monthelapse between training sessions, allowing teachers
enough time to practice the skills they have learned in the training. The toolkit also encourages implementers to
provide trainings locally. That is, Teacher Trainings should occur in the schoolgighiponing schools in which the
teachers actually teacihis reduces the potential travel burden on teachers as well as keeps costs lower by avoiding
room-and-boarding fees for teachers wheould have taravel significant distances to attend a centrdiysed

training.

2.4.6 Literacy Boosteacher Training in Rwanda

Literacy BoosTeacher training in Rwanda wpovided to all lower primaryR.1throughP.4) teachers regardless of

the subject they taught, including sport teachers, who taught in scHoolged in sectorsassignedo either the

Teacher Training Condition or the Literacy Boost treatment (treatment conditions and random assignment are
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described in detail iChapter 3. This meant thathe teachersof 0 2 OK22f & | ONR2&aa wmn 27F I
trained in Literacy Boost pedagogical techniques. Training was leigifull-time SCktaff members who were
specifically hired to train ahmonitor teachersThe eight staff members were managed and supported by two
Literacy Boost coordinators.

Trainers& the Training of Trainers

Eightnew RwandarSClI staff members were recruited to train the treatment groups over the course bivthgear
trial. Theseeight Literacy Boost Program Officers (LBPOs) were each responsible for the traimpmyafimatelyd
schools. The LBPOs were all university graduates who had expesietezchersin order to train the LBPOs on the
delivery of tte training sessions, staff members from SCUS and &sidKcted a Training of Trainers workshop in
2013 for all LBPQ4.B Coordinators, andHiead EachersThis first Training of Trainers lastiige days A refresher
Training of Trainers was held in M2@14 following a request by LBPOs for refresher trainings for
phonemic/phonological awareness and issues related to students who did not speak Kinyarwanda ebtadime.
members again led this trainifgpm SQS andSA@K, and all LBPOs antiéad Teacherwere again in attendance.
During this second training, the group also reflected on the teacher training sessions as a whole and discussed
various issues that had arisen during the implementation of Teacher Training workshops.

In addition to this trainingand prior to the random assignment of sectors to treatment conditions, LBPOs served as
data collectors for the teacher survey and teacher observation baseline studies. This provided the LBPOs a chance
observe the baseline pedagogical practices aromgadiing in Rwandan classrooms. Due to potential conflicts of
interest, LBPOs were not involved in subsequent data collection efforts.

Teacher Trainin§essionsn Rwanda

Priorto the commencement of traininghe SCI team in Rwanda, with the assistancgtaf from SCUS, SCUK, and
Volunteer Services Overseas (VSO) adapted the toolktttttefRwandan context. The SCI team decided to group
the nine sessions listed the original toolkit into sisessionsThosesix sessions were:

Introduction toReading Development and Instruction for YouhgdZen & Letter Knowledge
Reading Comprehension & Formative Assessment

Phonemic Awareness

Reading Fluency

Vocabulary

Conclusion

o gk wnN PR

Allsixof these sessions were delivered over the course of 2014. Howevee, Were a sizeableumberof targeted
teachers who could not attend some of the sessions. In 2015, the sessions were offered again for teachers who did
not attend them during 2014, and for teachers who were new to the treatment schools in R04&me intances,
teachers who had been trained in 2014 returned to participate again in the same training session iAlI2015.
2015,three new training sessions were introduc@dK I & ¢ SNBX RS @St 2LISR o6& G(KS wél
(RCBI)Those trainingessions were:

1. Effective Use & Management of Storybooks in the Classroom
2. Creating a Classroom Culture of Reading
3. Creating a Classroom Print Rich Environment
This inclusion was made following positive results from an impact evaluation of RCBI, puiyiSeack the Children

in 2014(Malik et al., 2015)These sessions were offered to all teachers regardless of the previSuistidiiEy.
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Implementation of and Patrticipation in Teacher Training

Sesgns were conducted on Saturdays, Sundays, and days when schools were officially closed. Teachers were not
paid to attend the training sessions, but received travel stipends of £WE($5.36 USQAs of May 2016per

training. As per the guidance providedthe toolkit, sessions were held in schools scattered through the treatment
sectors. Schools were grouped into clusters, and one school was selected to host the training within each cluster.
Teachers from all schools within a given cluster would themdttle training session on a given day.

During the first training session @arly2014, teachers within eackectorvoted for oneof their peers to bea Model
Teacher of Kinyarwanda (MTK)TKsthen helpedthe LBPOt co-facilitate the training sessions. MTKs also acted as
a resource for teachers during tlmtervalbetween training sessions, so that teachers could ask questions and
immediately discuss issues that arob€lKs participated in the extra training of iinars, quarterly or semannual
refresher trainingsand receivd additional transport allowance to help the LBPOdamlitate in schools or clusters
outside of their own clustedn December of 2014, it was decided to expand the number of MTKs to prmode
resources for teachers who were trying to incorporate better literacy pedagogy into their practice. It was decided to
designatetwo teaches per school as Wks.

Since there were onlgightLBPOs to train teachers, and since trainings could notractdays in which school was
in session, each of the six sessions was deliveretusters of schools over timeecross the full school year,
delivered on weekends or during days when school was not in segdlariusters within the treatment sectors vee
given a training session before the subsequent training was given. This exposed all teachers who attended the
trainingsto roughlythe same amount of training over the same amount of time.

The participation goals fdeachertraining were for one LBP&hd a MTK to train between 30 to 35 teacheé8sme
attendancedata that SCI collected indicated that this was largely on target, but attendance had a slightly larger
range of 15 ta10 teachers. LBPOs and MTKs WRewerPoinfpresentations (printed out whe electricity was
unavailable) to train teachers as well as summary handouts to give to teacher to take home witithem.
Appendixcontains a checklist used by SCirtonitor the quality of the training sessionsTable2 provides a list of
teacher training sessiorendthe date that the session wamnductedfor the first time andor the final time.

LBPOs also visited schodlging weekdays between sessi The purpose of these visits was to support teachers in
applying the skills they had just learned and to get a sense of how well teachers understood the content of previous
trainings.LBPOs conducted lesson observations using a standard lesson olmsefwati (different from the one

created and used by Stanford), and then met with the teacher following the lesson to offer feedback. These
observation forms and the data they generated were used solely for the purpose of supporting the teachers as they
learned new skilland to help inform the SC team on the efficacy of traindgcording to monitoring documents

shared with the Stanford research team, LBPOs were aiming to conduct 1508 observations over 33 weeks that sch
was in session and LBPOs werelabée for observing in 2013\t the time of the writing of this report, the data on

actual observations conducted was not available.
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Table2: LB in Rwanda Teacher Training Schedule

First day of Fnal day of
Year Session name session training session training
Introduction to Reading Development and Instruction for Youn
Children & Letter Knov?/Iedge i ° Sat,, Mar. 1 Sat., Apr. 5
Reading Comprehension & Formative Assessment Sat., Apr. 5 Thu., Apr. 17
2014 Phonemic Awareness Sat., Jun7 Sun., Jul. 27
Reading Fluency Tue., Aug. 5 Sat., Aug. 23
Vocabulary Sat., Aug. 23  Sat., Oct. 4
Conclusion Sat., Oct. 11 Tue., Nov. 18
Introduction to Reading Development and Instruction for Youn
Children & Letter Knov?/Iedge i ° Sat., Jan. 17 Sun., Jan. 25
Phonemic Awareness Sat., Feb. 7 Sun., Feb. 15
Reading Comprehension Sat., Feb. 21 Sat. Mar 8
2015 Reading Fluency Sat. Mar. 21 Sun. Apr. 5
Effective Use & Management of Storybooks in the Classroom Sat. Apr. 18 Sat Jul. 11
Creating &lassroom Culture of Reading Thu. Aug. 6 Sun. Aug. 23
Creating a Classroom Print Rich Environment Sat. Sep. 5 Sun. Oct. 4
Addressing Second Language Issues Sat. Oct. 10 Sun. Nov. 8
Conclusion Tue. Nov. 10 Thu. Nov. 26

2.5 Component 2Community Action
The Community Action portion of Literacy Boost seeks to fulfillé@@mitment to the education appach called
Life-wide learning All of the information provided in this stdection is summarized from the Literacy Boost

Community Action Toolk{fSave the Children US, 2012b)

The Community Action component provides implementers a list of potential activitksfid N2 S OKA f RNB
opportunities to engage in quality reading activities outside of school hours. The Literacy Boost Community Action

component is separated into the following three sections:

For reasons explained below, walydescribeli KS W/ 2 YYdzy A (i &

Section 1: Enhancing the Literacy Environment
Section 2: Commuty Reading Activities
Section 3: Reading Awareness Workshops

wSl RAY 3

22N] AK2LJAQ AY (KA&a OKIFLIGISNI aSOiA2ySNFYR RFUINBFYSKE
2.6, below.
2.5.1 Community Reading Activities

The toolkit describes four potential activities that implementers rolagose to implement within a given Literacy
Boost site. Those four activities are:

Activity 1: Reading Camp®&eading Clubs
Activity 2: Reading Buddies

Activity 3: Story Time

Activity 4: Community Rea#Thon

Readng Campsareregular(occurring anywhes from a few times a week to a few times a monttijlagebased
gatherngsfor children Led by drainedlocal volunteer, children who attend Reading CarmhBgading Clubs

I OUADAGAS

L NODAOALI GS Ay F GFNASGE 27F F Oi A Bpmén Baudingyeadihg RS R G 2

storybooks aloudplaying games that involve lettensordsor oral languagestorytelling, and singing. There aa¢so
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recommendations for a Makand-Take activity to occur during Reading Camps, to provide childremveitérials
that they can bring home to encourage their continued engagement with reading throughout their day.

Reading Buddies pairs spmpetent readers witlother childrenwho arestruggling to read. The Reading Buddies
then borrow books together to reaand share. This activity provides children with a fun and engaging way to have
one-on-one exposure to reading and print.

Story Time is an activity open to all villagers, regardless of their literacy abiitigsag Story Time, villagers tell
stories tochildren. This has many functions: it provides children exposure to oral language, questions and
discussions of the story encourage critical thinking skills, and the telling of the stories themselves encourage
intergenerational transfer of cultural knowdge, local traditions, and the local folklore.

Community Rea@-Thons track the number of books children read over a specific period of time. As laid out in the
toolkit, these Rea@-Thons can be competitive, or camply recognize all children for théfert they putforward in
reading.

Country offices and program implementers are not limited to these four activities, but rather are encouraged to add
in different activities to fit the local context and communities.

2.5.2 Reading Awareness Workshops

The Readig Awareness Workshops are workshops whose target audience is not the childresethesy but rather

the familiesof students.These workshops build off of earlier work done by Save the Children around the world, and
particularly in Bangladesh.

In the oolkit, seven workshops are outlinetihose seven sessions are:

1. / KAt RNBYyQa [Fy3dza 3S FyR [AGSNI O 5S@St2LISyi
2. Everyday Activities for Reading Readiness

3. Readindgor Children Part 1

4. Readindor Children Part 2

5. Readingdor Children Feedback and ReadinghwChildren

6. Creating Reading Materials to Help Children Learn to Read

7. Reading Corners

Each Reading Awareness Workshop occurs locally, where family members can easilySatteiahs last for
approximately 90 minutes. They are led by SdneeChildrerstaff members, partner organization staff members,
trained volunteers who live in or close to the village, or some combination thereof. Different countries remunerate
volunteers according to local norms and custolVerkshops are recommended to occur over a stioneframe

and, similar to the teacher trainings, participants in the Reading Awareness Workshops are encouraged to practice
what they learn in the workshops and return to the next session ready to discuss their success and challenges with
the previousw& 1 Qa O2y GSy i o

Three of the seven sessioftxus on shared reading. This is a tacit recognition of the fact that the common
developedworld tableau of garentreading a storybook to a child is not a common practice in places where
storybooks are rare, etdricity is nonexistent, and the habit of shared reading has never fully taken hold. These
sessions therefore provide family and community members scaffolding upon which to build their skills in reading
stories that engage children interest, and lateradengwith children in such a way that supports their skill
development.

20



¢tKS aSaarazya Ffaz2 LINPOARS |ttt FGGSYRSSa 4AGK GALA |
development, thereby enabling family and community members who may struggésat themselves with an
AYLER NI FydG | yR NB O2lahguade S8cvelop@etitS Ay OKAf RNBy Qa

Literacy Boost program implementers are also encouraged to add sessions that they think are relevant to their targe
population.

2.5.3 Community Action in Rwanda

The Community Action component of Literacy Boost is implemented at the village level by a local partner
organization calleémuhuza Founded in 2005, Umuhuza is a rgovernmental organization that aims to promote
a culture of peace through peace educatamd peaceful conflict management (for more dmuhuza visit
Www.umuhuza.ord

The Community Action component is challenging tplement for a number of reasons:

1) UnlikeTeacher Trainingvhich works in existingchool systems, there is mingleinstitution through
which to deliver trainings and activitiesangivencommunity.

2) Shools aregenerallyeasy to locate, with maintained roads and signposts that direct visitors to the
school. The boundaries between gears, cells, and villages on the other hand are easy to miss (if they
are signpostedt all).

3) Teachers are all skilled readeso congregate in one place five times weeldy it is easy to
disseminate messaged/hile village meetings do occur regulapgssing on messages about what
activities are occurring when can at times be challengingn a wide range in reading abilities

4) Whereasteachers have a steady income fromoa jwith very explicitvorking hours many community
membersare subsistence faners, or may workonghours in a factory or elsewhere to meet their daily
needs.For many of these community members, time is a very precious commaeuditlrecruiting
individuals to meet once weekly may be challenging

Given the challenges describadove, Umuhuza made important decisions and adaptations to the Literacy Boost
Community Action Toolkit.HIs section describes the personnel responsible for implementing the actjvities
Umuhuz®& itnplementation approach to ensure all villages received camity activities, and finallthe adaptations
made to the Community Activities from the toolkit

Umuhuza Personnahd Training

The individuals on the ground who were responsible for direct implementation or monitoring of Community Action
activities werel6 Community Facilitator@CF) These & CFsfull time employees of Umuhuzhad all completed a
minimum of Secondary 6 (thenal year of Secondary Schoat)d were all residents of the Gicumbi district.

Preference was given to individuals who had m@ié&r Ot S RNA GSNRa f AO0SyasS G2 KSf L

Similar to the LBPOs, Umuhuza CFs received trainingefxpariencedrainers at SCUS and SCUK. They also
participated in baseline collection of the Home Literacy Environment survey, prothéimginsight into the homes

1 Following the principles laidub in the Reading Awareness Workshops, Save the Children also created a flipbook titled
Community Strategies for Promoting Literacy Fliphdadely available for download in 14 languages at
http://resourcecentre.savethechildren.se/library/communistrategiespromotingliteracy.
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and communities in which they would be working and insight into both the challenges as well as the opportunities
that children already had in thegfforts to learn to read.

Stagedimplementation& Cohort Creation

The originaproposal called for immediate implementation of Community Action in all 237 villages in the 7 sectors
participating in Community Action. Umuhuza quickly realized thatattiggnal plarwas not feasiblgiven the large
geographic spread of the sectors artthllenges in accessing the sites, combined with limitations of gatherings only
being possible in the afternoons to allow communities time to tend their gardens and crops in the mansiegd,
Umuhuza grouped villages ingixvillage groupsnd staged the implementation so that only ovilage groupvas
participating inCommunity Action training and staup activities at a givetime. In this staged implementation, one
group of villages (distributed across the seven sectors included ihitdw@acy Boost treatment group) would receive

a complete cycle of LB communitysed activities over the course of approximately three months. Once this cycle
was comjeted, a new group of villageadain distributed across the sectprgould participatethe Community

Action activities while the former group of villages would continue thetigities that had been startedp. In total,

the villages were divided intaxsdifferentvillagegroups, with plans to reach all the villages by the end of the 2015
school year.

To assign villages to the seven groups, Umuhuza brought together local leaders and randomly selected which villag
to include in the firswillagegroup. To select villages for the second group, Umuhuza first set aside cells that
contained Miages from the first group (for more on relationship between villages, cells, and sectoFgsesl).

Then, Umuhuza examined the populationsleé temaining cells and villages. Those villages with a larger population
of early primary students were selected to participate in the secdhalge grougo provide LB community based
activities to the most students and families as soon as possible.

Fa the third village groupthose villages and cells that participated in the secdtidge groupvere set aside, and
new villages were selected according to the same procedure described above (using population of students to assi
villages) to ensure m&aum coverage and largest number of participants.

As seen imable3, the first fivevillage groupgor Community Action contained approximately 45 villages, and the
final contained the remaining 11 villages that had not yet participated in Community Action.

To implementhese activitiesnost efficiently, CFs were provided witiotorcyclesandwere asled to live in the
sector to which they were assigned to lead activiti@Es were free to choose the village in which they would live
within that sector This enabled the CFs to form close ties with the villages and community members with whom
they worked.
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Table3: Village Grougsize and Implementation Schedule for Community Activities
Village Village  Village Village Village Village
Groupl Group2 Group3 Group4 Group5 Group6

N of Sectorg(Total Possible: 7) 7 7 7 7 7 7
N ofCells (Total Possible: 37) 25 18 22 21 34 7
N of Villageg(Total Possible: 237) 48 42 44 44 48 11
Book Banks DeIivery _ Junl4 Junl4 Octl4 Mar-15 Junlb Now15
Replenishment, if any Apr-15 Apr-l5  Aprlb -- -- --
Reading First_RQ Junl4 Junl4 Oct1l4 Mar-15 Junlb Now15
Clubs Mon!tor!ng 1 Junl4 Junl4 Octl4 Mar-15 Junlb Now15
(RCs) Mon!tor!ng 2 Jub14 Jub14 Now14  Aprl5 Jukls Decl5
Monitoring 3 Augl4 Augl4d Decld May-15 Augl5 Janl6
Reading F?rstRAW Febl4 May-14  Sepl4 Janl5 May-1l5 Sepls
AWareness Fmal_ RAW May-14  Augl4 Decld May-15 Augl5 Nowl5
Workshops Mon!tor!ng 1 Febl4 May-14  Sepl4 Janl5 May-15 Sepl5
(RAWS) Monitoring 2 Mar-14 Jutl4 Octl4 Mar-15 Junl5 Oct15
Monitoring 3 May-14  Augl4 Decld Apr-l5 Augl5 Nowl5
Reading Buddies Feb15 Feb15 Febl5 Aprl5 Jukls Sepl5

Community Mapping

For the firstvillage groupit was necessary taccount for the number and location ofleges vithin each sectgrand
then to identify and select parents to target for attendance in Beading Awareness WorkshopAWS3. Umuhuza
staff members did this mapping themselves for the fiilage groupand then hired enumerators to continue the
process for the subsequefive village groupsThis mapping was critical for the later success of their outreach
efforts.

Reading Awareness Workshops

The first activity that Umuhuzanplementedwas theRAWs Asmentioned abovethe Literacy Boost toolkit provides
guidance foseven RAW sessions. Umuhuza adapted the existing content and added new content to create a series
of 10 RAWSs to implement in Rwanda. Those sessions were:

Brain Development

Emotional wellbeing/ Social Competence / Positive Images

Cultural & Spiritual Roots

/| KAt RNByQa [ly3dzZ 3S 9 [AGSNI O& 5S@St2LIVSyi
Every day activities for reading readiness

Reading to / Telling Stories to Childr&aft1)

Reading to / Telling Stories to Childr&a(t2)

Reading to Children Feedback & Reading with Children

. Creating Reddg Materials to Help Children Learn to Read

10. Reading Corners

© 0N O

The new content added by Umuhuza came from their previous experience conducting similar wqukrettts who

had just had their first childThese sessions were selected as critical piecbettbengage parents and families with
interesting and culturally relevant knowledge, aswellaSt® dzOlF ¢S FF YAt ASa K2g (2 o0Si
growth.

The target population for RAW participation was parefiisat is, Umuhuza staff set outéaroll both the mothers

and the fatherof early primary students within a village. dingle parent householdhouseholds where no parents

lived (e.g. the child lived with a relativey,in households where one parent wasnplynot interested inattending,

other family members/caregivertended the RAWSs. The RAW participants attended sessions once a week over the
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course of ten week€ach RAW was attended by an averag@lgiarents/caregivers participating in each village.
TheCFawho led the RAWSIso conducted home visits, for the purpose of monitonmgether the knowledge and

skills that were sharednd practiced during the RAWs were being applies were trained to use monitoring forms
during home visit observations. CFs sought to determinatwheas of support that they could provide specific

families. The monitoring form identified four specific areas: 1) Establishment of Reading Corners/ Home Libraries, 2
Learning Materials Productidoy s. Parents and Children, 3) Frequency of Parentdiigto Children, 4) Other

Literacy Activities KSy (G KS@& 20aSNIBSR Il LJA 2N FNBIFA F2N AYLINERJ!
growth, the Umuhuza CFs provided families with technical support to better apply the skills that had beenl covere
during the RAWSs. Further, home visits enabled facilitators to help parents establish Reading Corners in their homes
In addition to immediate feedback to the families, Observation forms were also collected and summarized by
Umuhuza Monitoring Staff to sewhether there were trends in the areas that needed support across village.

Reading Clubs

After the first wo or three RAW sessions in each villdgeilitators explained the new activity of Reading Clubs to
participants, and asked if any of the participants would like to volunteer to lead the Reading Clubs. Umuhuza decide
to wait until after the first few RAW sessions were completed before renguRieading Club Volunteers,givethe
RAWparticipants time to better understand the goal of the RAWSs and the Literacy Bamsttas a whole. RAW
participants were asked to identify a pair of individuals who would serve as good Readinpinieers and who
would have time to volunteer to lead children in Reading Club activitilsetwo volunteers were then trained by
the RAW facilitator in how to lead the Reading Clubich was open to children in Primary 1 through Primary 3.
Note that childrerof all ages attended the Reading Clubs due to curiosity and the seltificg of the Reading
Clubs Even though volunteers led the Reading Climmphuza Communitizacilitatorsmaintained oversight,
support, and monitoring responsibilities for the ReagdlubsReadingClubVolunteers were instructed to conduct
the ReadingClubs outside, but with shelter close by in case of inclemaather.

Image4: ABuilding ear aChurch(lbibeho)Used for Reading Clubs

X 3 F
Sy % 7

Umuhuza staff reported during conversations that being selected to be a Readingdlunbeerseemed to confer a
higher social status to the person selected. At times thadenteers als@xpected compensation for their efforts.
Toincentivize Reading Clinlunteers Umuhuza took on the cost ahationalhealth insurance for the volunteer and
three relatives, a total cost of RWF 12,000 per leaderypar(£10.92 GBP or $168 USD as of May 2015).

Reading Festivals

UmuhuzaalsointroducedReading Festivala,different type of Community Activithat relates to the Read-Thon
activity detailed in the Community Action ToolkiedflingFestivals consistd of asetperiodin which children
practicedreadingstorybooks newslettes andother reading materialsReading Clubs then engagec¢ampetitions
starting at the village level and working up to the district level. These competitionsalgrex timefor Umuhuza to
informallygaugethe O K A f Rrig@Bwérieatin the quality oftheir reading as well as provide community members
ingeneralasense ¥ OKAf RNByQa NBFRAYy3a FoAfAGASAD
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Reading Buddies

Reading Buddies in Rwanda veadirst implemented at the school level 2014 LBPOs set up a Reading Buddy
program in schools, pairing oldstudents in upper primary levels (ile.4 P.5, & .6 with younger buddies in early
primary. However, the program was set up late in the school year, the buddies were not necessarily matched
according to the proximity in which they lived, and by tharsbf the school year in 2015, there was no evidence
that the Reading Buddy program set up in the schools in 2014 was still in operation.

In 2015 ,Umuhuzaestarted the Reading Buddy activity this incarnation, Reading Buddies weedred during
Readng Clubsy the Reading Club Volunte@nsuring that the pairs of students lived close to one another to better
support reading practice outside of school

2.6 Literacy BoosReading Material€Creation& Provision

Underlying both the Teacher Training Tob#éad the Community Action Toolkit is a foundation of local language
reading materials for children. In the Literacy Boost toolkit, the creation of these materials is inoffidedly in the
Community Action Component. However, we separate it out heri i critical feature of the program and the
activities involved or recommended extend far beyond the boundaries of a village.

Image5: Reading Material Creation Idea from thBCommunity Action Toolkit

Literacy Boost: Community Action
Appendices

3. Anagrams

This game uses the letters of larger
words to make smaller words.

Instructions:

I.  Write a long word on a piece of
cardboard

2. Now write all the letters of a
long word on separate pieces of
paper/cardboard, as shown.

3. Show the children the word.

4, Ask them to make other words
using the same letters.

Example Iong word =

Words made from wonderful: drew, end, for, four, flu lend, low, now, red, rode, run, etc.

(Image reproduced with permission from Save the Children US, 2012b)
Literacy Boosprovides children access to lodahguageeading materialshrough the Literacy Boo®ook Banks.
These Book Banks are essentially Hibraries, and are placed imoth schools and communitieBnplementers may
purchase professionally printed books to fill the Book Banks. In iplacgs, however, there are few high quality
ch f RNByQa o62271a 7T2N LdzASSHch,BeEomyhityiAétidh tobl@it Qdtails séveraf difidzierdl S 6
techniques to create content to fill the Book Banks, including:

1 simple letter or topic gmers, containing a few words per page and a corresponding image downloaded
from the public domain

1 purchasing mateals available in the marketplace
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1 laminated onepage stories that are easy to create and durable

¢ GNIyatldAya OKAfRNBYyQa 622148 FNRY 20KSNJ I y3dz
permission of the original publisher)

9 convening a writingllustration workshop to generate locally authored and illustrated storéeml

1 compiling a magazine/newspaper with contaygnerated from Literacy Boostlsool andcommunity
activities

The Community Actionomponent also contains ideas for creatirgading materials fro locally available
resourcesThese ideas are found in the Appendix of the Community Action T.datkige5 is atoolkit excerp of
one of these possible ideas.

2.6.1 Reading Material Creation Rrovision in Rwanda

Another unique aspect of Literacy Boost implementation in Rwanda was the approach to reading material
development and provision. As in other countries, the Teacher TraamddgCommunity Action components were
supplied with Book Banks containing aagpropriate stories that were read aloud to children during Story Time
activities.However, rather than having the Literacy Boost implementers responsible for creating readariaiaa
separate initiative took over the task of ensuring the quality provision of ba®k§ wegl YRl / KAf RNBY
Initiative (RCBI)a concurrent project funded by Comic Relnd the Department for International Development

(DfID), under the Advancing the Right to Read program describ&hapter 1 set out not only to increase the
availability ofengaging reading materialsr young children in their local language, but also to do so in a sustainable
YIEYYSNI GKFG ¢2ddZ R 60dZAf R I RSYFYR F2N) FdziK2NERSX Af f dza
storybooks without direct support from Save the Children

As ommonly observed imearly every country in which Literacy Boost is implemented, ONRX G A OF £ OKA f |
existed in RwandaApart fran school textbooks, therasa limited numbetdocal language reading materials

available for children. The few alatile storybooks wereften poorly written, edited, illustrated and designed, or
frequently not ageor levetl appropriate for children in early primary yedidalik et al., 2015)In Rwanda, most

attempts to address the lack of readingaterial or improve its quality had been narrow interventions that procured
books in English or privately developed and printed materials for intervention séhdatfisile this approach is
understandable within the paranters of schocfocused literacy improvemerdfforts, it fails to address the longer

term, systemidssueof a lack of a sufficient supply of quality f 2 OF f f I y 3 dzlwAi& ar®&vailabR B y Q
populations outside the boundaries of the project.

To address the broader, systemic problem of a lack of quality materialspR&E&1 a unique, wholesystem

approach to book supply, working with the local stakeleos throughout the publishingrocess, including writers,
illustrators, editors and ggzhic designers. Through formihining as well as egoing coaching, a ce& of local

book sector actorbuilt their knowledge, skills and confidence to produce higlality andageappropriate

OK A f RNXB ydfiaandaky 2rippavwer local publishersaontinuously reinvest in new book producticagvance
purchase commitments were offerdd stimulate production.Purchasing consortia, or cooperative purchases, were
also organized to combine Literacy Boost book orders with the book purchases fronpaifeats within the

Advancing the Right to Read program. Other independent organizations also participated in this cooperative
purchasingBy combining simultaneous orders, publishers planned for larger print runs of newly developed titles anc
therefore coudl offer significantly reduced unit costs.

12 This latter approach of privately developing and printing materials is the default method for Literacy Boost in coneggts wh
no local language and/or age appropriate books are available.
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Additionally, the RCBiilot provided technical assistance in the selection of booksi$e in Literacy Boost activities.
Abook review committee reviewedew story draftsand provided publishers witlsuggestios on ways to improve
A02NBEAYSas AffdaAGNI GA2YyAS YR FT2NN¥IGGAY Aftai RvisiorS,S G |
books were resubmitted and those meeting minimum quality standards were officially endorsed by the committee
and adled to the RCBdndorsedlist of titles. With support from RCBI staff, books frihis list were then

strategically selected for use in Literacy Boost activities, with effoasge at providing unique books tine school

and communitybased Book &ks.Tha is, Book Banks placed in the villages and communities contained different
titles from those plaed in the school. As a resule children who lived in sectors assigned to LB had access to the
largest amount obooks toread

Through the activities dhe RCBpilot, Literacy Boost in Rwanda has both benefifi@in and contributel to the
establishmen2 ¥ | YAy &l NBl yRI fy3dzz3S OKAf RNBYyQa 06221 Llzo

2.7 Component 3: Assessment

An important feature of Literacy Boost is the focus on rigorous, longitudinal assesdrherthird component of

Literacy Boost is the Assessment Toolkit. This component differs from the Teacher Training formative assessment
training session in that thisssmponent describes how to conduct summative assessmé&usimative assessments
0N} O]l K2¢g addzRSy(iaQ NBFRAY3A A1Affa 3IMRGhideds&iNlidadce S
on how to assess children longitudinally to estimate prognapact. The Assessment Toolkit offersigelines on

how to create a reliable and valid reading assessment in tigulage of instruction as well as other languages that
program staff think appropriatdn addition to creating tests of students readinglskilhe Assessment Toolkit

2dzif AySa oKIFIG a2NU 2F ljdzSadAazya G2 Fal G2 LAO| dzl @
demographics such as the sex and age of the child, as well as socioeconomic status, the ecology of tlieracy in
home and community (also referred to as the Home Literacy Environment), and other questions of interest to the
program implementers and researchers.

The reading skills subtedtecluded in the Assessment Toolkit, independently createtebgarchers eBSCUS
resemblesomesubtests found on th®ynamic Indicators of Basic Early Literacy SKIBELSused widely in the
United States) and thealy Grades Reading Assessm@EERA used widely in low income countri¢éRTI
International, 2009)However, thd.B Assessmerbmponenthas important differences that distinguish it from
similar assessments andgwide program staff with the most useful and actionable information possible.

The Assessment toolkit also outlines methods to collect baseline data as well as endline data from the same
students, meaning that estimates of impact by StheeChildrerreseachers are based on longitudinal samples.

The toolkit calls for teams of assessors to visit schools at baseline and endline to collect data on student reading sk
and other relevant informationThe assessments are usually led by researchers emphyy8dve the Children, and
employ local data collectors who speak the languageknow the context very well

2.7.1 Assessment in Rwanda
The assessment of LB was led by Stanford University, in partnership witb&E&ils on this assessment are
described irthe next chapter

2.8 Partners/Funders

Table4 detailsthe partners involved in the project, including funders, implementers, researchers, and regulatory
bodies.
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Table4: Fundersimplementers, Researchets Regulatory Bodiesf LB in Rwanda

Funders

Private Donation

This charity provided financial support to purchase books for Book Banks.

Comic Relief

The U.kbased charity ComiRelief provided the vast majority of funding for
all activities across the entire fiyaear life span of the project, covering both
implementation and researcltelated costs.

Private Donation

This charity provided financial support to purchase book8fmyk Banks.

James Percy

This foundation provided matching funds for all activities supported throug

Foundation the Comic Relief Grant in 2015.

Jersey Overseas JOAC mvided funding to complement the Comic Relief grant, specifically

Committee supporting the Community Action aspects of Latey Boost from 2015 to 44.
This organizationnpvided funding to complement the Comic Relief grant,

Isle of Man specifically supporting the activities of RCBI to improve the quality of local

language chilren's books produced by publishers in Rwanda.

Save the Children UK
(SCUK)

SCUK received the overall grant from Comic Relief for its Advancing the R
to Read programme. SCUK enlisted Stanford as independent researchers
the Literacy Boost portionfdhe larger program, and provided Stanford the

funding to conduct the independent evaluation and research of the project

Roy A. Hunt
Foundation

Annual contributions from the Roy.Alunt Foundation provided financial
support to for classroom book collectionsictablet computers to improve
the efficiency and accuracy of data collection

The Schwartz
Foundation

A grant from the Schwartz foundation supported hiring a full time Rebea
Director to assist the Principal Investigator starting from June 2015.

Stanford Graduate
School of Education
(SGSE)

The SGSE providedkimd support to this project by way of funding extra
graduate students to work patime on the project, as wells publicizing the
project through two articles featured on the Stanford website.

Stanford Office of
Sponsored Research

The Office of Sponsored Research providekinia financial support by
allowing a reduction in standard indirect cost recovery charges to the gran

13 For the two articles, seduttps://ed.stanford.edu/news/readingwandaresearchersnap-state-literacy-rural-africaand
https://ed.stanford.edu/news/twefamiliessameregionyet-worlds-apartreading
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Table4: Fundersimplementers, Researche& Regulatory Bodiesf LB in RwandéContinued)

Save the Children
International (SCI) in
Rwanda

SCI in Rwanda is the lead implementing partner with overall responsibility
implementing Liteacy Boost as part of Advancing the Right to Read (ARR)
SCI team in Gicumbi was responsible for the implementation o$¢heot
basedelements of Literacy Boost. The team leading the Rwanda Children'
Book Initiative (RCBI), another component of AR, responsible for
enabling authors, illustrators, and publishers to be able to produce and pu
local language storybooks and other materials.

Imple- Umuhuza is a Rwanda ngovernmental organization responsible for
menters = Umuhuza implementing the Communitjction portion of Literacy Boost, described
above.
. SCUK, in partnership with SCI, was responsible for the initiation, overall d

?Saéalge Children UK and development of Advancing the Right to Read. SCUK provided technig
assistance fokiteracy Boost activities alongside SCUS.

Save the Children US SC_:FJS were the original developers of I'_|teracy _qust. SCUS §upporteo! thy

(SCUS) writing process and gave technical assistance in implementation planning
training of trainers.

Stanford Graduat_e A team of researchers at tfeGSE oversaw all research related activities fo

School of Education this proiect

(SGSE) project.

o The MEAL team within S@IKigalhelped SGSE coordinate all research

SCI Monitoring, L : e o . .

Evaluation activities, including but not limited to: hirin§ managing the data collection

- team, liaising with government officials, timely submission of papen&ork
Accountability & : . N
. securing clearances for the multiple research activities thaehaken place
Learning (MEAL) .
Research since 2013
Partners REB, and particularly Janvier Gasana, the projeots®archer and now the
: Director General oREBplayeda key rolein the research. REB ensured the

Rwanda Education :

Board (REB) data coII_ectlon toolg were relevant _to the Rwanda cor\text Befdacteq
expectations for children, and provided thorough reviews of baseline and
midline findings

Prof. Michael Tusiime Prof. Tusiime was a partner on the project, specifically responsible for

University of Rwanda conducting the ethnographic observations andaghoring the writeup of

College oEducation  that data

Rwanda National RNEC reviewetthe research protocols to ensure that the planned research

) : YSG GKS AYOGSNYyFrdaAzylrt adlryRIFENRE& N

Ethics Committee . : . | )

. involving human subjects. Further, their comments and questions about th
Oversight. (RNEC) : .
& Ethical protocol refined and improvel the study.
Review Directorate of Science The DSTR further reviewed SGSE and SCI plans for the Literacy Boost pr
Bodies Technology and ensuring that proper clearances and permissions were obtained from rele

Research (DSTR

bodies/organizations.

Stanford Internal

Review Board (IRB)

The Stanford IRB provided a second layer of ethical review and approval.
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Chapter 3 ResearchQuestions, Research DesignRandom Assignment

CHAPTER AUTHOR
Elliott Friedlander

Since the first implementation of Literacy Boost in Malavwd009, Literacy Boostaspredominantlybeen evaluated

by internal evaluators at Save the Children and parstaff'>. These evaluations have been relatively small proof of
O2y OSLI0 STF2NIa G2 GSad GKIFG GKS [ A Gfariddoredasinrélediia Y S
large majority of the evaluations, Literacy Boost groups outperformed their caagapeers on reading scores.

These evaluations almost always compare the impact of théitelacy Boost model (Teachawihing and

Community Action) versus a counterfactual group that did not participate in Literacy Boost activities. The research
dedgn of these completed (and still ongoing) evaluations range from guxg&rimental to fully experimental,
randomized control trials, with classrooms, schools or clusters of schools randomly assigned. Deshite post
analyses that try to tease out the deld benefit of one component over another, none of these evaluations to date
haveplanned toexamirei KS RAFFSNBY GALf AYLI OG 27F S HraAKthe®O@s¢tlaR?2 y Sy |
the project That isas of 2013no evaluation assesd whetherteacher training alone was sufficient for improving
OKAf RNBYQa NBIFIRAY3IZ 2N gKSGKSNJ / 2YYdzyAdGe ! OdAazy 2
with the other to produce improved reading.

Given the need for better information about how tdeS LJF NI § S O2Y LRy Sy ida 02y i N o dzi
development, the Stanford research team proposed a randomized control trial of Literacy Boost to get better insight
Ayli2 K2 GKS AYRAGARZ f O02YLRySyilia O2yiNARodziSR G2 O

Literacy Boost in Rwanda represents the first time an external academic partner has led the research and impact
evaluation This chaptéf details the research design and methods used to generate the data necessary to evaluate
the effectiveness of Literacy Bsto

3.1 Motivation for the Sudy

The expansion of free access to primary education and the introduction of laws compelling families around the worl
to enroll children in primary schoblvebeen linked with an overall decline in education quality arourelwhorld.

Many interventions in dozens of countries have sought to address the decline of quality by addressing issues
systemic to schools. Better teaching, better curricula, better reading materials, have shown limited results in

*Recommended citation for this chapter:
FrieRf | Y RS NE Clagier 8ResearcQuestions, Research DesignR&ndom Assignmeéitin Friedlander, E. &

Goldenberg, C. (edsbiteracy Boost ilRwanda: Findings from ay2ar Randomized Controfidl. Stanford, CA:

Stanford University.
15 Note that in academic settingg,is commonplace for academics to evaluate programs which the academics themselves
designed and helped impleme(for examples, see Lesaux, Kieffer, Faller, & Kelley, 2010; Saunders, Goldenberg, & Gallimore,
2009; SlavinMadden, Karweit, Livermon, & Dolan, 199B) the realm of international development, however, this is often
deemed to be less rigorous than engaging external evaluators. Conflicts of interest certainly exist in both academia and
international developrent: successful programs are easier to publish in academic journals and garner more publicity and
funding for both academics and international organizations. Such conflicts of interest must be open acknowledged, as we do
here and in theAppendix.
16 Portions of this section first appeared in the baseline and midline reports on Literacy Boost in Rwanda, published by Stanforc
as well as a doctoral thesis that analyzed the baseline @fatadlander, Habimana, et al., 2014; Friedlander, 2015; Malik et al.,
2014; Tusiimest al., 2014)
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boosting achievemeniheresearch team at SG8§pothesizé that this is becausactors in international education
Sy@rarzy GKS OKAtRQa LRGSYGAlt (A YSnFgaréd) ttis&ireNdskmed |
F LILINEF OK A& NBLINBaAaSYyiGdSR Ay (KS ayUsihtBezhburslthgt R@andarh schiwds|:
are open (se€hapter Zor how we calculated the number of hours in a school year), the figure estimates that the
education interventions that provide support to childrenlpluring school hours targétss than 1%ercent of a

O K A Wakify @lay Thisestimationassumes that both students and teachers have perfect school attendance, and
that school is never closed or instruaniis never cancelled for eventsylidays.examsor other reasons. That ithe

720 hoursper year of instructiori4 hours per day for 180 dayis)likely an overestimation of the hours children
spendinschool. 2 6 SASNE | a adA Lz | § Svide Ldaghing{frande®orki dogdrtunitied for R NS y Q
learning are available &NE 6 K SNB > ( KNR dz3K 2 dzii lethad theisthBdDis opéhlonat. TNSS | N.
represented in thdower bars inFigure2. In the figure we assume that of the 8760 hours in a year, children in

Rwanda spend 3650 hours (10 hours per night) asleep, leaving 5110 hours awake. Children spend 720 hours pery
in school and, therefore, sper390 hours (12 hours per day) when the child is n&ahool, on averag&ven with

this allowance for sleep and schoolpre thanp /&2 2 T OKORRNRY @5 0©FSYISI SN dzASR T3
learning.

O ¢

Figure2: Research Motivatioq Lifewide Learning

Potential Learning in a Day:
SchoolOnly and LifeWide Learning Approaches

School SCHOOL LEARNING POTENTIAL
Only (annual avg.: IGNORED or NOT
Approach 2 hrs per day) SUPPORTED

Life-wide SCHOOL
Learning (annual avg
Approach 2 hrs per da

0% 20% 40% 60% 80% 100%

Percentage of a Child's Time Awake in a Year

{D{2REIAAYI Y2UAQFiA2y F2N) KAa adddzRez GKSNBF2NB>X ¢
can be achievedhrough school support alone or through a holistic model supporting children both within and
outside schoal

3.2 Determining theTreatment Conditions for Impact Analysis

During the grant proposal writing in 2012, a few Rwandan districts were identified for potential participation in
Literacy Boost. These were districts wherein Save the Children had been working and had elasitinghigs with
RAAGNRAOG 2FFAOAILIfAD® {/LQa 62N] Ay wolyRI KFR F20dzaS
Early Childhood Development (ECD) centers in some of the most disadvantaged cells and districts in Rwanda.

Of the four posible districts, Gicumbi had the largest number of sectors, 21 in total. When it became clear that

effective evaluation of the Literacy Boost project would require assignment at the sector level, Gicumbi was selecte
as the project district. For more on whhe unit of assignment had to be the sector, see sec@idnbelow.
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With only 21 units to randomize, SCI, SCUK tlamdesearch partneshad todecidehow manygroupsthe trial
would have. The options wete combine the 21 units into twahree, or fourgroups includinga group designated
as contro).

Option 1: Creata 1-treatment/1-control groupdesign
Option 2: Create a-treatment/1-control group design
Option 3: Create a-8eatment/1-control group design

Option 1would have provided the bedtatistical power to detect effects of Literacy Borstfer to the Appendix for
more on power calculations). When the team ciglesed the existing literature, it was clear from Save the Children
led evaluations of Literacy Boost (including both experimental and @xasrimental designslemonstratedthat

the entire Literacy Boost program impacted student learr{iiBgown, 2013; Dowd, Wiener, & Mabeti, 201Gjven
these strong, existing findings, Option 1 would have provided &tilditional learning.

Option 2 would have provideidsight into the differential impact of one part of the program versus anothiee
drawback ofOption 2wouldbel y Ay ONBIF &S Ay (KS S¥FSOG aal§ ySoSaal
outcomes (i.e. an effect size of approximately 0.5 of a standard deviation).

Option 3 would have provided more insight into the impact of different treatments, but would have dramatically
increased the effect size needed to detect significant imacteffect size of approximatedy750f a standard
deviation).

The team at SCI, SCUK, and the research partners dé€gjied 2 was the best use of thesearch opportunity.

The next step was to decide what the two different treatment groups wouldPbssible treatmentthat were
consideredncluded a group of sectors that received ohlieracy BoosTeacher Training activities, a group that
received onlLiteracy Boos€Community Action activities, and finally, a group that receivedftil LiteracyBoost
program. The research and implementation partners discussed these possibilitide@ddd to create the
following treatment groups:

Treatment Group 1The first group of sectors was assigned to receive Literacy Boost Teacher Training
FOGAGAGASE |ft2ySs G2 GdSad GKS AYLIOG 2F GSFHOKSNJ
training was provided to all lower primar (Lthrough P 4) teaches regardless of subject taught. Hereatfter,
this group will be referred to as the Teacher Training ¢Faop.

TreatmentGroup2: The second group of sectors received both Teacher Training activities and Community
Action activities. This treatmenttestddK S | RRSR @I f dz2S 2F Ay @2t gAy 3 (KS
literacy development, over and above any benefit derived from improved teachimg group received the

full Literacy Boost program as it was originally conceived and as it has largelyri@emented in other

countries Therefore this group will be referred to as the Literacy Boost (LB) group.

Control: A third group of sectors was assigned to the Control group, to serve as a counterfactual for causal
analysis.

The approach that Litecy Boost takes to supporting learning is fundamentally a holgiizoachthat requires

support both in school and out of schodl project that only provides in school support is not a Literacy Boost
project For that regon, we call the group that recas only Teacher Training as TT, while the students that receive
both in-school and out of school activities and support as LB.
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