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FOREWORD
The Government of Kenya is committed to the provision of quality basic education as enshrined
in Articles 43(1) (f), 53 (1) (b), and 55(a) of the Constitution. Sessional Paper No. 1 of 2019 aims
at reforming education and training in order to meet these obligations. The National Education
Sector Strategic Plan (NESSP) 2018-2022 also focuses on improving the quality of primary
education through improvement of schooling outcomes, development of relevant skills, and
improved efficiency and effectiveness in the utilization of the available resources.
It is notable that this continued commitment is aimed at creating a broad base of capable, literate,
numerate and motivated citizens to drive social development and economic growth in the 21st
century. In its endeavour to realise the latter, the Government has been implementing the Primary
Education Development (PRIEDE) Project since 2016. The overarching objectives of the Project
were to enhance Early Grade Mathematics competencies and strengthen management systems at
national and school levels. This Project has supported the government’s commitment to the
improvement of the quality of primary education as well as efficiency and effectiveness in the
utilization of available resources. Two of the interventions under the Project were training of
teachers in Early Grade Mathematics in order to enhance their competencies in developing early
grade numeracy, as well as the School Improvement Programme which aimed at strengthening
management and accountability at school level.
It is against this backdrop that the evaluation was undertaken. The evaluation assessed the quality
of Early Grade Mathematics (EGM) training and the School Improvement Programme (SIP)
process.
It is my hope that stakeholders will benchmark the good practices documented after the evaluation,
the lessons learnt from the aforementioned interventions, as well as the recommendations of this
evaluation, with a view to enhance and sustain development of early grade numeracy, as well as
management and accountability, both at national and school levels.

Prof. George A. O. Magoha, CBS
CABINET SECRETARY
MINISTRY OF EDUCATION
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PREFACE
The Ministry of Education (MoE) aspires to provide quality and globally competitive education to
all learners irrespective of their socio-economic and physical status. Quality education revolves
around the quality of teaching, effective management, and accountability in the education system.
In this regard, the Ministry, with support from Global Partnership for Education (GPE), has been
implementing the Primary Education Development (PRIEDE) project whose overriding aim was
to develop primary education in Kenya. Key among the interventions of the Project were:
improving Early Grade Mathematics competency and strengthening management systems at
school and national levels. An evaluation on quality of implementation was, therefore, important
in documenting good practices and identifying gaps with a view to addressing them through
appropriate review of existing policies.
From the findings of this evaluation, it is evident that the interventions under the Project not only
enhanced teacher competency in developing Early Grade Mathematics competencies, but also
improved accountability as well as stakeholder involvement in school development. The
evaluation report underscores the need for enhanced school-based continuous teacher professional
development focusing on improving content mastery and pedagogical skills. It reiterates the
significance of heightened stakeholder involvement in school-planning processes with a view to
reinforce school management skills,, and accountability which will further augment improvement
of teaching-learning environment and eventually lead to improved learning outcomes. It also
points to the need for robust school audit services, enhanced monitoring, evaluation and reporting,
as well as effective management and utilization of learner capitation grant and other school funds.
Notably, the implementation of the recommendations of this evaluation will require a
collaborative approach by MoE, its SAGAS, and TSC. On behalf of the Ministry of Education, I
call upon all players in the education sector to interrogate this evaluation report and institute
necessary measures towards supporting the Government in the implementation of the
recommendations.
Dr. Belio R. Kipsang, CBS
PRINCIPAL SECRETARY
STATE DEPARTMENT OF EARLY LEARNING AND BASIC EDUCATION
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EXECUTIVE SUMMARY
The Ministry of Education (MoE) received a grant from the Global Partnership for Education
(GPE) to support specific interventions in key areas of primary education in Kenya under the
Primary Education Development (PRIEDE) project.
The four-year project had four( 4) components namely; i) Component 1: Improving Early Grade
Mathematics Competencies ;ii) Component 2: Strengthening School Management and
Accountability; iii) Component 3: Strengthening Capacity for Evidence-based policy development
at National level; iv) Component 4:Project coordination, Communication and Monitoring &
Evaluation. This evaluation focused on two areas under Component 1 and 2 namely; Quality of
Early Grade Mathematics ( EGM) training and School Improvement Programme( SIP) process.
The purpose of the evaluation was to assess the relevance, effectiveness, efficiency and
management, and coordination of the quality of EGM training and the School Improvement
Programme (SIP) process. The study was guided by the following objectives:
a. evaluate the quality of EGM training; and
b. evaluate the quality SIP process.
The evaluation adopted a descriptive survey design. Quantitative and qualitative techniques and
tools were used to collect data at school, county and national levels. Data collection was inclusive
and participatory, giving relevant stakeholders an opportunity to evaluate the quality of EGM
training and the SIP process.
Data was collected from 151 public primary schools randomly selected from a list of 4000 schools
where SIP was piloted. At school level, when a SIP school was visited, EGM tools were also
administered. Respondents comprised Head teachers, Senior teachers, Early Grade Mathematics
teachers, representatives of Board of Management (BoM) and Parents Association (PA). At the
county and sub-county levels, county education officials, Curriculum Support Officers (CSOs) and
Early Grade Mathematics Champions (EGMC) participated . At national level, the respondents
constituted MoE/Project Coordination Unit (PCU), KNEC, Kenya Institute of Curriculum
Development (KICD) and Teachers Service Commission (TSC) officials at the Headquarters and
Master Trainers. The evaluation employed the following tools: Questionnaires, Key Informant
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Interview (KII) Guides, Focus Group Discussion (FGD) Guides, and Classroom Observation
Guides.
Regarding the quality of EGM training, the evaluation found that majority (94%) of teachers
reported to have been trained in Early Grade Mathematics. This finding resonates with that of the
Early Grade Mathematics Assessment (EGMA) Endline Study where 90.5% of Grade 2 teachers
reported to have been trained in EGM. Of concern, however, is the 6% of teachers reporting not
to have been trained in EGM. This has a bearing on their capacity to develop early grade numeracy
competencies among learners.

The evaluation further established that EGM training adopted a cascade model as was planned.
The training started at the national level, followed by regional and zonal levels, where Master
trainers, CSOs, EGM Champions, and EGM teachers were trained respectively. The training was
reported to be well designed, planned, and monitored by a joint technical team of experts-drawn
from the PCU, TSC, KICD and KNEC.
With respect to the management and coordination of the training, the evaluation established that
there was a joint effort between the main coordination organ (Project Coordination Unit) and the
larger MoE, its Directorates and SAGAs, as well as the TSC. This allowed for consultations which
led to effective leadership and accountability. Consultations, knowledge sharing and building
consensus on the modalities, content and process of training further enhanced the quality of the
training.
The evaluation further revealed that the training content was relevant to the audience and that it
equipped the teacher with skills in developing early grade numeracy skills among learners.
Pertaining to the training methodology, the evaluation established that trainers adopted strategies
that were practical and learner-centred. The modelling and role- play of EGM methodologies gave
the teachers the opportunity to practise the actual EGM lesson delivery and to master the content
and skills. It also gave them an opportunity to discuss and share experiences on the challenges they
faced in a real classroom environment. The involvement and training of Head teachers and Senior
teachers was a good strategy that boosted EGM teachers’ commitment and reinforced the quality
of the training.
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Further, the evaluation revealed that EGM training improved teacher competency for developing
early grade numeracy. Observations of EGM lessons revealed that teachers applied EGM
methodology acquired during training. Classroom environments and teaching-learning processes
were characterized by learner-centred activities. Such activities included demonstration, group
work, practical activities, role playing, and monitoring of learners’ activities.
With respect to efficiency of the EGM training, Early Grade Mathematics teachers found them
relevant, practical and useful to them in teaching and learning. For instance, close to half (48%)
rated them as good, while 35% and 8% rated them as very good and excellent respectively.
Further, the study found out that EGM training enhanced the quality of curriculum delivery, with
a substantial percentage (46%) of the teachers strongly agreeing that they learnt new knowledge
and skills on EGM methodology while 42% and 41% strongly agreed that their interest in teaching
Mathematics increased, and that there was a high degree of participation and involvement during
the training, respectively. Further, slightly more than half (51%) and close to a third (32%) of the
EGM Champions indicated that the training prepared them, to a large extent and very large extent,
respectively, to execute their duties.
The evaluation further noted that largely, EGM training had a positive influence on teachers’
classroom practices with for instance, 28.4% indicating that they used the EGM Methodology
learnt during the training, and 20.6% and 19.4% reporting that they involved all learners, and used
different learning materials respectively.
On the usefulness of pedagogical support at school level by CSOs, majority (60%) of the teachers
rated the support as useful to a large extent, while 17% indicated that it was useful to a very large
extent. Regarding the role of CSOs’ supervision on the improvement of EGM teaching, the study
revealed that more than half of the teachers found the pedagogical support received, to a large
extent, helped them in improving their use of appropriate and varied teaching methods (55%) and
in mastery of content (51%). A considerable percentage (39%) of the teachers reported that
pedagogical support to a very large extent helped them to involve learners in the learning process.
Concerning teaching and learning resources, the evaluation revealed that the majority of the key
teaching-learning resources were adequate in schools where the EGM programme was being
implemented. For instance, the majority (92%) of teachers indicated that teachers’ guides were
adequate while 91% of them indicated that Counters and Mathematics textbooks were adequate.
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A large percentage of teachers indicated that realia and syllabi were adequate at 83% and 81%
respectively. However, a notable percentage (14%) of the teachers reported unavailability of
learning corners in their classrooms, yet the learning corner is important in enhancing
individualised stimulation and knowledge growth. Of concern is the 3% of teachers reporting
unavailability of textbooks despite distribution of EGM textbooks to all public primary schools by
the Ministry of Education (MoE). It is also observable that teachers cited lack of resources to cater
for learners with special needs as a challenge to the planning of EGM lessons.
The evaluation observed that the greatest challenge facing schools, those in rural areas in
particular, was poor learning environment, including dilapidated classrooms and inadequate
infrastructure (desks/chairs). Regardless of these challenges, the evaluation noted, EGM teachers
tried their level best in applying what they had learned in EGM training.
The evaluation further pointed to the need for enhanced capacity building in EGM. For instance,
close to a half (48%) of the Head teachers cited the need for continuous training on EGM
methodology to cater for teachers who may have been newly posted to schools, before receiving
the training. Among the challenges faced by teachers when planning for Mathematics lessons were
lack of resources to cater for learners with special needs, inadequate time due to large learner
population, and lack of CBC content in the laptops as reported by 48%, 24% and 13% of the EGM
teachers respectively.
The evaluation found that the programme was an effective model for increasing and enhancing
active involvement and effective participation of school stakeholders in school programmes for
improved learning outcomes. Overall, the evaluation indicated that the school stakeholders (Head
teachers, teachers, Board of Management and Parents Association representatives) reported that
the SIP process gave them an opportunity to be actively involved in the development of the School
Improvement Plan. The stakeholders found the SIP process useful and empowering, thus
strengthening school management and accountability.
On engagement of stakeholders, the evaluation established that school stakeholders were actively
involved in the SIP process, with, for instance, 96%, 95% and 94% of the Head teachers reporting
that parents, BoM and teachers respectively, were actively involved. Further, 48% and 42% of the
Head teachers reported that they were to a very large extent satisfied with the level of involvement
of teachers and BoM in the SIP process.
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Regarding KCPE School Specific Analysis reports, the evaluation revealed that more than three
quarters (88%) of the SIP schools had received the reports. It was further established that the
reports were used as diagnostic tools, with the majority (51%) of Head teachers indicating that
they worked with teachers to analyse the KCPE reports to provide the basis for improving
academic performance in their schools, while a sizable percentage (28%) of teachers indicated that
the KCPE analysis results were shared with the school stakeholders and used to identify
weaknesses and solutions. It is also notable that the reports were used to improve assessment at
school level, with a significant proportion (20%) of the Head teachers indicating that schools used
the analysis reports to internalize and understand KCPE question format, with a view to improving
the teaching-learning processes and measuring learning outcomes at school/class level.
Further, the evaluation found that the KCPE School Specific reports were pivotal to the
improvement of teaching and learning processes and performance. This is evidenced by, for
instance, the more than a third (37%) of Head teachers who indicated that, the results helped them
to a large extent, and a sizable proportion (16%) reporting that the analysis reports helped them to
a very large extent. A small proportion (9%) of Head teachers indicated that the reports were not
helpful.
Pertaining to Teacher Performance Appraisal and Development, the evaluation noted that almost
all the Head teachers had embraced TPAD, with (98%) of them reporting to have implemented it
in their schools.
Further, it was established that the TPAD had a positive influence, not only on the teaching and
learning process, but also on learning outcomes. This is evidenced by for example, the substantial
percentage (43%) of the Head teachers strongly agreeing that teachers are more punctual at work
and in class attendance. It is also significant to note that 36% of the Head teachers strongly agreed
that TPAD had helped teachers to assist pupils discover their talents and more pupils participate
in various school activities, while 33% strongly agreed that teacher-pupil professional relationship
had improved due to TPAD. In a similar vein, more than half (58%) of the Head teachers agreed
that due to TPAD, analysis of pupils’ performance was done with precise details.
With respect to the utilization of ICT in the teaching and learning process, the study pointed to the
need for continuous capacity building of teachers and school administrators. For instance, a sizable
percentage (26%) of Head teachers reported that they required training to be able to effectively
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use the tablets/smartphones for data recording and submission. It is also notable that, as indicated
by one of the Key Informants of the Study, there is need to sensitize Head teachers to be more
receptive to innovative ideas in order to effectively make use of the tablets provided in their duties
as administrators and instructional leaders.
The evaluation established that school audit was essential, not only in enhancing financial
accountability in schools, but also in informing on gaps that need to be addressed. For instance,
close to a third (30%) of the Head teachers indicated that school audits were beneficial in showing
effective utilization of funds, while 23% indicated that it was useful in informing school planning
and addressing specific challenges. Further, 20% and 15% of the Head teachers reported that the
school audit was useful in identifying weak and strong areas and showing which areas needed to
be improved on, respectively.
Further, the evaluation found out that the School Improvement Plan (SIP) grant, and modalities of
accounting for it, gave the schools the opportunity to critically assess their needs and stimulate
school stakeholder engagement towards prioritization of the needs. It was further established that,
with sufficient and effective support and monitoring, schools with low learning outcomes could
turn around to report improved learning outcomes.
With respect to good practices and lessons learnt during implementation of the School
Improvement Programme, the evaluation noted, that good practices such involvement of
stakeholders in school affairs and prioritization of school needs in a consultative manner needed
to be replicated in the entire country, as reported by 38% and 27% of the Head teachers
respectively. Other good practices from the SIP process which this evaluation established are:
a. SIP grant funding model which allowed schools, under the guidance of facilitators, to
prioritize their needs. Government’s funding was directed to those specific needs.
b. Collective and team training on SIP process to allow for ownership and enhance capacity
of all school stakeholders in implementing activities under the SIP.
c. Comprehensive annual school audit for improved accountability and transparency, as well
as improved learning outcomes;
d. Effective utilization of funds allocated to schools for optimal operation;
e. Development of school strategic plan through a consultative process to allow for ownership
and effective prioritization; and
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f. Management and monitoring of learner capitation grant for enhanced accountability and
efficiency of service delivery.
The study recommends, among other things, increase of the period of EGM training, at zonal level
in particular, with specific emphasis on classroom delivery and assessment of learning outcomes.
It also recommends conduct of a comprehensive school needs assessment in all the counties across
Kenya so as to inform policy decisions on capitation grants. Further, it recommends conduct of a
school mapping so as to establish the number and exact GPS location of schools, and status of
infrastructure and learning environment. Finally, the evaluation suggests undertaking a study on
equity-based school financing model to inform equitable disbursement of capitation grants.
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CHAPTER 1. INTRODUCTION
1.1. Introduction
This chapter presents the background to the evaluation of the quality of the Early Grade
Mathematics (EGM) training and School Improvement Programme (SIP) process. It gives the
context of the evaluation, summarises the components of the Primary Education Development
(PRIEDE) project and further highlights the purpose, objectives, scope and significance of the
evaluation. The conceptual and analytical framework underpinning the study is also presented.
1.2. Context of the Evaluation
The Ministry of Education received a grant from the Global Partnership for Education (GPE) to
support the development of primary education in Kenya, under the Primary Education
Development ( PRIEDE) Project. The four-year project was implemented in four components
namely: Component 1: Improving Early Grade Mathematics Competencies; Component 2:
Strengthening School Management and Accountability; Component 3: Strengthening Capacity
for Evidence-based policy development at National level and Component 4: Project Coordination,
Communication, Monitoring and Evaluation. This evaluation focused on the following aspects of
Components 1 and 2.
Component 1: Improving Early Grade Mathematics Competencies
This component supported the scaling up, across Kenya, of Early Grade Mathematics (EGM)
methodology, in all the public primary schools. The EGM methodology was piloted earlier under
the Primary Mathematics and Reading (PRIMR) initiative with support of United States Agency
International Development (USAID) and Department for International Development (DFID).The
component had five sub-components namely:improving teacher competencies for developing
early grade numeracy; providing classroom instructional materials; enhancing teacher pedagogical
supervision; sensitizing pre-service teacher training college leadership and educators to innovative
practices in early grade reading and mathematics; EGM management and coordination. The
component supported the training of Grades 1, 2 and 3 teachers in all public primary schools and
other relevant personnel in Early Grade Mathematics (EGM) methodologies. In addition, EGM
materials (textbooks and teacher guides) were availed to all public primary schools. This
evaluation focused on the quality of the EGM training.
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Component 2: Strengthening School Management and Accountability
The overall objective of this component was to strengthen primary school management and
accountability for improved learning outcomes. Interventions under this component were piloted
in 4000 public primary schools whose Kenya Certificate of Primary Education (KCPE) scores in
2012 and 2013 fell below the mean of 243 marks. The schools were spread across the country. The
component had 4 sub-components/interventions, namely: provision of KCPE School Specific
Analysis Report by Kenya National Examinations Council (KNEC); implementation of Teacher
Performance Appraisal and Development (TPAD); conduct of annual school audit; and School
Improvement Programme (SIP). Evaluation under this component focused on the 4 subcomponents (the entire SIP process).
1.3. Purpose of the Evaluation
The purpose of the evaluation was to assess the relevance, effectiveness, efficiency and
management, and coordination of the quality of EGM training and the School Improvement
Programme ( SIP) process.
1.4. Objectives of the Evaluation
The objectives of the study were to evaluate the quality of:
a. EGM training; and
b. the SIP process.
1.5. Scope of the Evaluation
This sub-section presents the scope of the evaluation as articulated in the Terms of Reference
(ToR) that guided the assignment.
1.5.1 Component 1: Evaluation of the Quality of EGM Trainings
Under this component, the scope of the evaluation entailed:
a. conducting a desk review of documents/ and reports that informed the design of EGM
trainings;
b. conducting relevant stakeholder interviews that included among others, selected teachers,
Master Trainers, Curriculum Support Officers, EGM Champions, as well as representatives
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from the Kenya Institute of Curriculum Development, and Kenya National Examinations
Council;
c. visiting sampled schools to conduct classroom observations for EGM and ;
d. analysing a sample of classroom observation from the CSOs to establish effectiveness of
the EGM training and feedback provided by the teachers.
1.5.2 Component 2: Evaluation of the SIP Process
The scope of the evaluation under this component entaile conducting:
a. a desk review of relevant documents that informed the SIP process;
b. relevant stakeholder interviews that included among others, selected teachers, parents,
BoM, MoE officials, and county education officials; and
c. assessment of the implementation of the SIP process in sampled school.
After the evaluation, an operational manual on utilization of learner capitation grant and other
school funds was developed, drawing from the good practices or experiences from the SIP process.
1.5.3 Setting and Respondents for the Study
The evaluation was carried out in all the counties. The 4,000 schools benefiting from the SIP
interventions were used as the sampling frame. This was due to the fact that the schools were also
benefiting from EGM interventions, hence considered best suited in providing information on the
impact of both the SIP process and the quality of the EGM training.
Participants for the evaluation comprised: Head teachers, Senior teachers, EGM teachers, BoM,
and Parents Association, County Directors of Education, TSC County Directors, County School
Audit Officers, County Quality Assurance & Standards Officer, County PRIEDE Project
Coordinators, Curriculum Support Officers (CSOs), and Zonal EGM Champions, MoE/Project
Coordination Unit (PCU) officials, Master Trainers, and representatives from KICD, KNEC and
TSC.
1.6. Significance of the Evaluation
The evaluation is significant in:
a. assessing the role of EGM Trainings in the improvement of teacher competencies in
developing Early Grade Mathematics;
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b. identifying school-based factors that influence effective teaching-learning processes and
learning outcomes;
c. providing insights into the trends, patterns and lessons learned in school improvement and
continuous turnaround strategies aimed at improving learning outcomes; and
d. contributing to knowledge in the field of educational research.
1.7. Conceptual and Analytical Framework
Multiple frameworks have been developed to guide evaluators, policy makers, and implementers
on how to assess the effectiveness of school improvement programmes, and training or in-service
courses including teacher education (Edmond, 1979; Dagget, 2005). Considering the PRIEDE
project objectives and analysing the Terms of Reference( ToR) of the assignment, two models
were adopted as the conceptual and analytical frameworks. The first model was the “The School
Turn-around for Success”1, which was developed by educational researchers in the USA and tested
through research and evaluation over-time across various states. Mass Insight Education defines
school “turnaround” as;
“… a dramatic and comprehensive deliberate action in a low-performing school that: a)
produces significant gain in achievement within two years; b) readies the school for the
longer process of transformation into a high performing organization”. (Kutash, Nico, Gorin,
Rahmatullah & Tallant, 2010, p. 4).

The School Turnaround model indicates that there are three basic essential conditions upon which
strategies for improving teaching and learning could be implemented. These include: aligning
needs, goals and action; creating a positive working environment for teachers; and addressing

1

The Research Alliance for New York Schools (2012). Learning from “Turn-around” Middle Schools:

Strategies for Success”; FSG Social Impact Advisors, (2010), “The School Turn-around Field Guide”; and
Massachusetts Research on Effective Practices for School Turnaround. Department of Elementary and
Secondary Education, USA.
US Department of Education (2015). Fundamental Change: Innovations in America´s Schools
Under Race to the Top. US Department of Education Publication.
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safety and discipline in school and classroom environments. From the above,four working
strategies for school turn-around success were outlined:
a. Creating small learning communities: Principals and the management in successful
turnaround schools took specific measures to create smaller learning communities,
including creating learning academies that focus on specific themes and looping upon
grades which allow students to remain with teachers for several consecutive years.
b. Targeting student sub-population: Efforts were made in targeting students sub-groups
for improvement especially slow learners and students with special needs and English
Language Learners. Specific measures to serve these students included hiring new staff,
assigning staff to particular classes, and offering specialized programs to address academic
and non-academic needs.
c. Developing teachers internally: Teachers in turnaround schools received professional
development from their peers in a way that was tied to their daily work. Such schools
employed specific structures, such as Lead Teacher, peer mentoring and intervisitation
programme, in which teachers and principals visit classrooms to learn about successful
instructions.
d. Using data to inform instruction: Teachers in turnaround schools used performance data
to group students and tailor instruction to meet their specific needs. In addition, they had
structures/mechanisms to share with students.
The basic conditions and strategies for school turnaround are presented in Figure 1.
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Figure 1.1 Model for Essential Conditions and Key Strategies for School Turnaround
Source: The Research Alliance for New York Schools (2012)

The School Turnaround model is an important guide to evaluating the quality EGM training and
SIP process, which targeted improving Early Grade Mathematics competencies and strengthening
school management and accountability respectively. The three essential conditions in the model,
and strategies there-in resonate with the sub-components and interventions in the two components
being evaluated. The focus of the study was on how the EGM training and SIP process provided
an enabling environment to address the essential conditions and strategies for teaching and learning
in schools.
Another model deemed relevant to this study was the “Kirkpatrick Model” which is a frequently
referenced training evaluation framework (Kirkpatrick & Kirkpatrick, 2006). The model identifies
four levels of which training can be evaluated: Reaction, Learning, Behaviour, and Results. It has
been critiqued, refined and adopted for various purposes, including evaluation of military training,
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leadership training, and workplace violence prevention.2In the evaluation of the EGM training and
the SIP process, applying the Kirkpatrick model, the study evaluated and documented results
emerging from the substantial investments by the PRIEDE project vis-à-vis the project objectives
and outcomes.
The Kirkpatrick model was considered relevant to the evaluation of EGM training and SIP process
since it provides four levels upon which to hinge their quality based on the reaction, learning,
behaviour and practice of those trained. For instance, documented reports and responses from the
school stakeholders were critical in assessing the quality and relevance of EGM training and SIP
process.

2

Tannenbaum, et al. 1993, O´Malley et. al. (2013). Tannenbaum S, Cannon-Bowers J, Salas E, Matieu J.

Factors That Influence Training Effectiveness: A Conceptual Model and Longitudinal Analysis. Orlando,
FL: Naval Training Systems Center; 1993. Factors that influence training effectiveness: a conceptual model
and longitudinal analysis. (Google Scholar).
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CHAPTER 2. LITERATURE REVIEW
2.0. Introduction
This Chapter reviews literature on school improvement programmes and teacher training. The
review was guided by the Systematic Literature Review Framework (Okoli & Schabram, 2010). It
was done through identifying and searching relevant documents which included: grey reports,
studies, surveys, baselines and evaluation reports on school improvement, school financing,
teaching and learning environment, and student academic and non-academic outcomes. The
literature reviewed was classified as follows;
a. basic education for all and school funding for improved outcomes;
b. capitation grants to schools, regionally and nationally;
c. school improvement programmes; and
d. improving teacher competencies for Early Grade numeracy.

2.1. Basic Education for All and School Funding for Improved Learning Outcomes
In the last two decades, basic education in most countries, Kenya included, is perceived not only
as a human right, but also as a duty, where governments are expected to ensure access to basic
education, while parents are required by law to take and support their children in basic education
programme (UNESCO, 1990). Reports by UNESCO and World Bank (2015 and 2016) indicate
that the implementation of Education for All (EFA) programmes and the decisions of governments
to work towards attaining the Millennium Development Goals (MDGs) and Sustainable
Development Goals (SDGs) saw the expansion of primary education, mainly through public
financing and government interventions. As a result, the provision of basic education
opportunities, particularly in Africa, has experienced an exponential growth during the last three
decades (Republic of Kenya, 2018a; UNESCO, 2016). In Kenya, the enrolment in primary
education increased from 7,159,522 in 2003 to 10,403,700 in 2017, with a near gender parity
(KNBS, 2020) However, there was a slight decline in net enrolment from 10,542,500 in 2018, to
10,072,000 in 2019 (KNBS, 2020).
The increased school enrolment, however, had a bearing on the quality of teaching and learning.
It is estimated that worldwide, one-third of the children completing primary school have not
attained even basic skill levels in Mathematics. For example, a study by UNESCO, (2016)
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indicates that 200 million young people leave primary education school without the skills they
need for further learning and to lead healthy, productive, meaningful lives. In Kenya, the rapid
expansion of education is increasingly affecting Kenya´s capacity to maintain and improve the
quality of basic education (KNEC, 2010; Wasanga,Ogle & Wambua, 2012; Abagi & Ogachi, 2014;
Uwezo, 2014; Republic of Kenya , 2015a; Karogo, et al, 2016; 2020).This is what has been termed
by researchers and international organizations as the ‘learning crisis’ of the 20th century
(UNESCO, 2012; 2013; UNICEF, 2015; World Bank, 2018). UNESCO has recommended new
approaches to learning with an emphasis on active and collaborative classrooms; continuous
professional teacher development programmes to prepare them for the changing needs of learners,
well prepared instructional materials, infusion of technology and redefining the role of assessments
in learning so as to provide reliable information on learning and classroom processes for
improvements (UNESCO, 2013). These initiatives will depend on increased funding to schools,
good governance and strong accountability, close monitoring of teaching and learning, and teacher
professional development and commitment. The SIP model and EGM training are practical
approaches and interventions aimed at improving learning outcomes. This study, therefore,
provided an opportunity for evaluating their quality and outcomes in targeted schools across
Kenya.
Cross-country data and studies, indicate that countries are expanding government funding to basic
education using various modalities, including the following:3
a. Capitation grants for free primary education;
b. School Improvement Grants;
c. Race to the Top funds (e.g. competitive grants to States in the USA);
d. Special fund conditional grants for schools (e.g. funds for laboratories and ICT; facilities,
infrastructure development in Kenya national schools);
e. Unconditional school grants;
3

OECD (2017). The Funding of School Education: Connecting Resources and Learning. OCDE Publishing.

https//www.oecd-ilibrary.org. Accessed 4th September 2019; Camel Matin, Ulrich Boser, Meg Benner,
Perpetual Baffour. (2018). A quality Approach to School Funding: Lessons Learned from School Finance
Litigation. https://www.americanprogress.org. Assessed 4th September 2019; Learning Policy Institute
(2012).
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https://learningpolicyinstitute.org. Accessed 4th September 2019.
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f. Education innovation funds;
g. Student bursary and scholarships; and
h. Constituency Development Funds (CDF) for education (OECD, 2017).
Available studies (including Atkinson (2005); Greenhill and Robinowitz, 2017; US Department of
Education, 2015; Republic of Kenya, 2018) indicate that governments usually set conditions for
distribution/disbursement of funds to schools, and funding transfers take various forms including
the following:
a.

Lump sum transfer: funds to local authority or schools are transferred as Lump sum to
district authority or school. This gives some degree of freedom on how the money is used
for school activities;

b. Block grant: funds allocated and disbursed with conditions that they are spent only on a
certain type of school expenditure (e.g. a laboratory);
c. Earmarked grant: Central authority puts greater restriction by specifying the purpose of the
grant, used for a specific element/expenditure vote for example buying pupils’ textbooks
only; and
d. School specific grant: restriction by the central authority to lower authorities that given
grants are specifically earmarked for particular schools, for example, those with learners
with special needs, and no administration authority to reallocate funding among different
schools.(MoE, 2017).The SIP Grant model, which was evaluated in this assignment, is
similar to the aforementioned grant.
The above literature is relevant to the current study because policy makers, county and community
leaders and school stakeholders in all counties across Kenya are exploring effective modalities of
funding public schools that could positively impact on school performance and improve learning
outcomes. The evaluation of the SIP process provides a base for decision making regarding school
funding, as well as management and accountability.
A research report by OECD (2017) on school funding in member countries established the
following core issues that contributed to improvement in school teaching and learning environment
as well as learning outcomes.
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a. The mechanism through which school funding is governed, distributed and monitored play
a key role in ensuring that resources are directed to where they can make the most
difference;
b. Since most school funding comes from the public budget, developing effective
mechanisms to allocate this funding among competitive priorities is an important policy
concern for the government. School system has limited resources with which to pursue
their objectives and using these resources efficiently is a key aim of their activities;
c. Efficiency alone is not the main concern of a school system but needs to be achieved
alongside the quality and equity objectives that are at the heart of schooling. School funding
policies and mechanisms can best be designed so that available resources are directed to
support high quality teaching and providing equitable learning opportunities to all students;
d. Efficiency in school education has traditionally been considered from an economic
perspective. It is, therefore, imperative to look at school funding questions from a more
educational angle. That is looking at school funding policies taking into account the
complexities of educational processes, the diversity of educational goal, the range of
different government contexts across school system and the importance of social and
institutional arrangements in developing adequate school funding policies;
e. Empowering and supporting schools with their budgetary responsibilities is critical. The
effect of schools´ budgetary autonomy on school processes and outcomes depend on their
ability to make use of this autonomy in a constructive way and thus requires strengthening
of school leadership and management, as well as support for school leaders with budgetary
tasks. This is important because part of strengthening a school leadership is empowering
parents and the community to actively participate and seek accountability from the school
(heads and management). This study partly sought to establish parents and community
participation in school governance.
Cross country studies and practice, in the USA, Asia and Africa in particular, show that poor and
inadequate basic education funding derails the future of students, those from poor backgrounds in
particular (Camel et al., 2018; OECD, 2017; UNESCO, 2011; World Bank, 2009). Investing
additional financial resources in schools increases chances of poor students performing well and
progressing in education and life. One large-scale study by Learning Policy Institute, (2012 p.3)
looking at school financing reforms in various countries, indicates that:
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“…For low-income students, a 10 per cent increase in per-pupil spending for all 12 years
of public school resulted in an increase of 10 per cent points in graduation rate and a
reduction of 6 per cent points in adult poverty rates. This study estimated that a 22 per cent
increase in per-pupil spending throughout the school years for low income children would
be large enough to eliminate the educational attainment gap between children from lowincome and non-poor families.
The point was supported by researchers from the Centre for American Progress, who pointed out
that:
“When states invest in their public schools and create more equitable school finance
systems, student achievement level rises, and the positive effect are even greater among
low income students. States, districts and schools must spend their money wisely targeting
their funds towards evidence-based interventions, such as high quality early childhood
programs” (Carmel et al., 2018: p. 2).
In Kenya, school funding is done through:
a. capitation grant for Free Primary Education (FPE) Ksh1,420 per pupil per year;
b. capitation grant for Free Day Secondary Education (FDSE) is Ksh 22,244) per student per
year from the initial KSh. 10,265 in 2008;
c. bursary/scholarships funds for orphans, poor and vulnerable learners;
d. School Feeding Programme;
e. Infrastructure Improvement Grant;
f. Constituency Development Fund.
Understanding the processes and outcomes of these funding modalities, including the SIP Grant,
in terms of improved school management and accountability and learning outcomes is a gap in the
available literature. This evaluation is designed to bridge this gap and in particular provide
evidence on how schools that got SIP grants have improved in terms of effective management and
accountability, and have provided a conducive teaching-learning environment aimed at improving
learning outcomes.
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2.2. Capitation Grants to Schools, Regionally and Nationally
2.2.1 Studies on Capitation Grants in Developing Countries and Africa
With the goal of Education for All (EFA) introduced under EFA initiatives and MDG´s
commitments, from the year 2000, many developing countries, including Kenya, introduced the
Free Primary Education (FPE) programme in 2003. The programme was funded mainly through
student capitation grant (UNESCO, 2000: 2015; Republic of Kenya,: 2018). Since then, the GoK
has continued to invest heavily on the programme for sustainable development. In this sub-section,
research on the effect of capitation grants on the implementation of FPE in developing countries,
is presented.
A study by Deffous, Grauwe, and Lugaz (2011), looked at the utilization of school grants in
developing countries with reference to Ghana, Indonesia, Lesotho, Nicaragua, and Sri Lanka. The
study focused on three main aspects of the grant policies: the criteria and mechanisms of grant
distribution; the use of grants at the school level; and the monitoring and control of its use before
assessing the impact of such policies on the quality and equity of the education system. The study
recommended that communities and parents in particular ought to continue having interest in their
schools even after the introduction of school grants. The study notes that one of the effective ways
for doing this is by involving them in the management of funds or financial disclosures. The study
further observes that the use and the size of grants must be well considered by governments when
making allocations. For example, apart from allocating a fixed amount per pupil enrolled in a
school, the government should be well aware of the fact that there are many fixed costs which are
largely independent of school size. If this is not observed, the study further notes, smaller schools
will most likely benefit less from the grant. The study also observes that policies and procedures
for allocating grants should be as simple as possible to ensure effective uptake of the grants.
Studies carried out on the impact of school capitation grants on education access and outcomes in
Ghana established that capitation by itself is an insufficient strategy for realizing universal
provision of education (Osei, Owusu, Asem and Afutu-Kotey, 2009; Akyeampong, 2011; Pajibo
and Tamanja, 2017). Osei et al. indicates that capitation grants only produce shorter gains with
regard to increase in enrolment as witnessed during the first years, a comparatively shorter period
to make any predictions. The study further notes that with time, the surges in numbers were
overshadowed by persistent patterns of repetition, over-age enrolment, dropout, and low transition
24

rates. On the other hand, Akyeampong established that grants had no significant effect on the
Junior High School Examination pass rates and had no significant effect on bridging the gap
between pass rates for males and females. The sudden increase in enrolments, the study further
notes, puts pressure on existing school facilities leading to overcrowded classrooms and increased
teacher workloads, thus contributing to reduced quality. This study further argued that a system of
education that is not prepared to deal with the surge in enrolments through increased infrastructure
and incentives to reward schools that achieve internal efficiency and effectiveness, may realize
that capitation grant actually creates more problems for future attempts to improve enrolment. A
study by Pajibo & Tamanja (2017) which was also carried out in Ghana confirmed the above
findings on capitation grant. These studies lend insight to the current evaluation whose one of the
key focuses was accountability in the utilization of school grants.

Two surveys by Uwazi focused on capitation grants for primary schools in Tanzania introduced in
2002 to finance the purchase of textbooks, other teaching and learning materials, as well as fund
small repairs, administration and examination expenses (Uwazi, 2010; Uwazi, 2013). The studies
established that while the grants had increased enrolment rates and reduced the shortage of
teaching and learning materials in schools, there was no improvement in the learning outcomes as
attested to by massive failures in the 2009 primary and the 2012 secondary school examinations
respectively. It was noted that the failures were not necessarily due to the capitation grant as such,
but rather the failure to properly implement the capitation grant policy as planned. This saw the
policy face serious challenges including; late disbursement, reduction in funding by 35% since
2002 variations in allocations which did not reflect regional inequalities, lack of information about
the fund to enable parents and other stakeholders monitor its utilization (Uwazi, 2010: 2013).
A similar study to the two above looked into the effect of school governance and capitation grants
on education outcomes in the Morogoro region of Tanzania (Mzee, Nzalayaimisi & Gabagambi,
2018). The study revealed that despite the introduction of capitation grants in 2002, pass–rates in
the primary examinations had remained poor over the years. In some schools, pupils completed
primary schooling without appropriate mastery of the reading, writing and arithmetic skills. The
results showed that neither capitation grants nor teachers alone could improve performance unless
the two were tempered with adequate in-school processes such as good governance. For capitation
to work well, the study recommended; increasing the amount five times, timely disbursements,
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provision of financial management training to school committees and observance of good
governance principles in the utilization of the grants.
Mbiti et al., (2019), carried out a large-scale randomized experiment in 350 schools in Tanzanian
schools on the provision of either; unconditional grants, teacher incentives based on student
performance, or both programmes. Schools in the first category were provided with 10,000
Tanzanian Shillings (TZS) or USD 6.25 per student. The second programme addressed teachers’
motivation and effort where teachers were given performance based bonuses based on the number
of their students who passed basic tests of Mathematics, Kiswahili, and English. After two years,
assessment of the programme showed no impact on student test scores from providing school
grants, some evidence of positive effects from teacher incentives, and significant positive effects
from providing both programmes. More importantly, the study established strong evidence of
complementarities between the programmes, with the effect of joint provision being significantly
greater than the sum of the individual effects. It was concluded that combining spending on school
inputs with improved teacher incentives could substantially increase the cost-effectiveness of
public spending on education. The current evaluation bears semblance to the aforementioned study
that it aimed to, among other things, assess the influence of SIP grants on improvement of learning
outcomes in particular, and improvement in teaching- learning environment in general.
Analysis by Kremer et al. (2013) and Mbiti (2016) examined new approaches in reforming
education systems in third world countries where massive investments had failed to realize
commensurate learning outcomes. They argue that providing more-of-the-same educational inputs
such as hiring additional teachers, buying more textbooks, or providing flexible grants without
changing classroom pedagogy and school governance mechanisms that enhance accountability,
will have very limited impacts on test scores. The lack of accountability can be seen in high rates
of teacher absenteeism, leakages of financial transfers to schools, ineffective school monitoring
systems, and poor parental engagement. Kremer et al. and Mbiti ( 2016) are in agreement that
reforms that focus on adapting teaching methods to reach the varied learning levels in developing
countries will be highly effective at increasing learning, as are reforms that improve accountability
and incentives, such as local hiring of teachers on short-term contracts as well as those which
support the more efficient use of the existing resources. In other words, extra resources have more
impact when school accountability is strong while inputs that fail to target teachers will have no
influence on learning outcomes. Apart from this, the use of technology could potentially improve
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pedagogy and accountability. The current study assessed the role of the investments made through
the EGM and SIP interventions , in enhancing learning outcomes and improving management and
accountability at school level.
A study by Das et. al. (2013) in India and Zambia observe that while empirical studies on the
relationship between school inputs and education outcomes have influenced most of the education
policies, the empirical literature estimating education production functions has not put into account
household responses to changes in school inputs. The study used a simple household optimization
framework to show that student test scores are higher when schools receive unanticipated grants,
but there is no impact on test scores when the grants are anticipated. The most likely mechanism
for this result is that households offset their own spending in response to anticipated grants.
Studies by the World Bank and UNICEF (2009) and Fredriksen (2009) analysed the lessons
learned from the abolition of school fees in Ethiopia, Ghana, Kenya, Malawi, and Mozambique.
The studies revealed that the abolition of user fees did not spare children from poor households
from the suffering inflicted under the structural adjustment programmes (SAPs) of the 1980s. The
removal of school fees meant increased class sizes and loss of school-level funding which
compromised the quality of education. The studies noted that measures aimed at abolishing school
fees are not likely to succeed unless undertaken within the context of wider reforms in education.
First, fee abolition should be financially sustainable based on the lessons learned from the
economic hardships of the 1980s. Second, benefits of fee abolition should address the educational
needs of the most poor and disadvantaged children excluded from the system through mechanisms
to guard against the adverse effects likely to follow from increased enrolment such as the provision
of additional teachers and materials, increased non-salary school inputs as well as the
strengthening of both educational and school management organs to ensure efficient utilization of
resources provided. Lastly, implementing FPE without sufficient resources and proper planning
can undermine the quality of the education system and result in poor education outcomes.
The literature reviewed above is relevant to the current study as it lends insight into the nature and
design of capitation grants to public schools and the likely impact the grants have on learning
outcomes.
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2.2.2 2.2.2 Learner Capitation Grant in Kenya
A major school programme that involved huge government investment in the form of capitation
grants is Kenya Education Sector Support Programme KESSP (Republic of Kenya , 2005). This
was a five-year Sector Wide plan by government and development partners covering the period
2005-2010. It comprised twenty-three (23) investment programmes grouped around six (6)
thematic areas of Financing, Access, Sector Management, Quality, Retention, Secondary, Tertiary
and Higher Education (KESSP). It was a comprehensive framework for programme
implementation of Sessional Paper No.1 of 2005 and worked towards the achievement of
Education for All (EFA) and the Government’s commitment to the attainment of Millennium
Development Goals (MDGs).
To improve the learning environment in schools KESSP developed a School Infrastructure
Improvement Programme (SIIP) whose focus included: school improvement grants, construction
of new primary schools, management and capacity building and monitoring and evaluation. The
Ministry proposed a five-year investment programme to provide school improvement grants of
between KSh 100,000 and 200,000 per year, depending on school enrolment. In addition, about
970 schools selected through a district based needs assessment, would get additional grants to
construct 3,880 classrooms, 9,700 toilets, upgrade water supplies, and provide a range of other
school infrastructure depending on the local needs.
The Government of Kenya justified increased funding to education in the country because of the
important role that the sector was expected to play in realizing the aspirations set out in the Kenya
Vision 2030 (Republic of Kenya, 2007). It was noted that while the country had increased access
to primary education with the introduction of FPE in 2003, both the learning outcomes and
transition rates to the secondary level were still low. Challenges witnessed in the provision of
infrastructure and personnel had resulted in overstretched facilities, overcrowding in schools,
inefficient teacher utilization, and high teacher to pupil ratios Abagi & Oanda, 2014; Republic of
Kenya, 2007: 2018). To ameliorate the situation, the government introduced secondary school
grants in 2008 with other strategies being; construction of new secondary schools, provision of
better learning environment, improved teaching skills, provision of more textbooks and reduction
of the teacher to student ratios. One of the interventions under SIP , which this evaluation focused
on was utilization of SIP grants to address priorities such as provision of instructional materials,
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repair and maintenance of existing infrastructure as well as provision of water and sanitation
facilities.
A study by Njihia et al. (2014) looked into the use and the usefulness of capitation grants in Kenya.
The study established that specific grants led to increased access to education, increased
availability of instructional materials, improved performance and had promoted participatory
decision-making in schools. The study further noted that information for utilizing the grants was
readily available and expenditures followed guidelines on various vote heads. Irregular and late
disbursement was found to be a major problem in all the schools. Other challenges noted were;
school heads lacked training in accounts which affected bookkeeping, schools still demanded
contributions from households through local arrangements, and the introduction of FPE made
parents keep off schools’ activities, including nonfinancial support such as discipline. The study
recommended more support from the government in monitoring the use of the grant for
effectiveness.
Another study by Owuor, Gudo and Onditi (2016) on effects of capitation grant on implementation
of Free Primary Education in Kenya, found out that there was improvement in school enrolment
rate. Further, there was a notable reduction in the school dropout rate, and school retention rate
improved significantly. The study also revealed that the KCPE performance of pupils in the
schools under the study had been on the upward trend since 2002. One of the key focuses of the
current evaluation was the role of KCPE School Specific Analysis reports in improving learning
outcomes.
As the findings of the reviewed studies indicate, although student capitation grants are generally a
good policy practice in promoting access and participation in primary education, their impact on
school management/accountability, teaching-learning process and pupil learning outcome is not
well established, and thus need further research. This notwithstanding, effective disbursement and
utilization of capitation grants, good school governance and management, and effective monitoring
of student learning outcomes are necessary for positive impact at school level and a good policy
action that schools need to embrace
2.3. School Improvement Programmes
Strengthening school management and accountability for effective improvement of the teaching
and learning environment and processes in general, and improved learning outcomes in particular,
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in low-income countries is a top priority for the global Agenda 2030 for Sustainable Development
Goals (SDGs) (United Nations, 2015). Countries all over the world are investing heavily in
education and working towards improving school/classroom teaching and learning outcomes
(World Bank 2017; 2018). However, despite increase in spending, education systems in lowincome countries are facing various challenges and have not been able to improve learning
outcomes at all levels of education (UNESCO, 2013; World Bank, 2018). The current study
evaluated how an investment in Kenyan public primary schools is achieving the above objectives.
Research indicates that school improvement and continuous improvement programmes that
improve teaching and learning environment, processes and student learning outcome/achievement
exist (Carnegie Foundation, 2013; OECD, 2009; Singh, 2014). Nevertheless, policy analysts and
researchers point out that there continues to be limited focus in this important area across the globe,
more so in sub-Sahara African countries. Kutash et al. (2010) note that such interventions are
moving forward rapidly, but reformers have little knowledge of what is working and how to scale
up what works. The current evaluation of the SIP process will contribute knowledge regarding this
issue ; documenting what is working and good practices of empowering school stakeholders.
Some of the lessons learnt from school improvement practices and initiatives in Vietnam and the
USA are presented below. These are relevant to Kenya’s education ambitions and any effort or
interventions - like PRIEDE - that are pursued to improve quality of education and learning
outcomes. The sub-section also reviews education improvement programmes in countries such as
Rwanda, Tanzania, Ghana, Uganda, Nigeria and Indonesia.

2.3.1 USA School “Turnaround” Program
Mass Insight Education defines school “turnaround” as;
“… a dramatic and comprehensive deliberate action in a low-performing school that: a)
produces significant gain in achievement within two years; b) readies the school for the
longer process of transformation into a high performing organization”. (Cited in Kutash
et al. ( 2010:p.4)
Based on analysis of school improvement practices and experience, Kutash added, to the above
definition, “those efforts that take place in the context of performance improvement of the school
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system as a whole...captures the idea that the turnaround should include the work of districts and
states to continuously improve all schools (Kutash et al., p. 4).
This initiative has been successfully tried and implemented in various states in the US, with great
success. By 2010 , the US Department of Education reported that there were more than 5,000
schools, representing 5 percent of schools in the United States, which were “chronically failing.
These schools served about 2.5 million students. It was feared that if nothing is done the number
of failing schools could double over the next five years. To combat this problem the Obama
administration announced and launched a $4 billion program in 2009, as part of the America
Recovery and Reinvestment Act (ARRA), to turn around the nation´s 5,000 poorest-performing
schools over the next five years. To foster urgency and innovation, the Federal Government
provided unprecedented levels of funding and strong direction for policy changes to support school
turnaround under the “Race to the Top (RTTT)” funding.
“The goal of the program was: “to bring together leaders from every school’s governance
– from classroom teachers to state – level of class – to develop plans that would help
prepare students for success in an information – and innovation – driven job market, where
a quality education is essential both to national economy strength and individual
opportunity. Race to the top invited state leaders to put forward plans to improve not one
or two isolated elements of their schools, but to develop and implement comprehensive
state-wide plans to improve the entire system.” (US Department of Education, 2015, p.3)
The focus of RTTT was breaking down silos that in the past had led to fragmented and isolated
educational improvements in favour of making interconnected improvements simultaneous in four
core areas, namely:
a. establishing high, challenging learning standards aligned with readiness for college and
careers, and transforming instructional practices to enable students to meet the more
challenging expectations;
b. developing and supporting effective teachers and leaders;
c. creating data systems and using technology to inform and enhance instruction; and
d. turning around the lowest-performing schools.
With the department´s support and accessible fund to make comprehensive changes, Race to the
Top empowered visionary leaders to put forward bold plans for change and enable successful local
initiatives to expand and flourish. US Department of Education indicated that the initiative also
31

encouraged states to establish the conditions for positive change in their school systems. While the
greatest change was expected to occur in states that were awarded funds, the competition
encouraged broad-based, and systematic educational improvement even in states that did not win
Race to the top funding.
Kutash et al (2010) study indicated that the success of the Race to the Top programme “must be
measured by long-time impact on student learning. Other outcomes that are also important
included higher graduation and transition rate from basic education to secondary and high schools,
and placement in higher education levels. Critical lessons have emerged from the pioneering
practitioners” (p.15). A three-year research by Massachusetts Department of Elementary and Secondary
Education (2014) on school turnaround shows that Massachusetts schools that achieved dramatic

improvement in academic and non-academic student outcomes have actively used the authority
afforded to them through accountability status, aligned funding to their needs, provided targeted
instruction to students, and embedded district systems of support and monitoring to maximize the
impact of these fundamental conditions. With these core conditions in place, the study indicated
that the improved schools focused their attention in the following areas, which in turn shaped
positively the school culture and commitment to continuous improvement.
a. strong individual and distributed leadership that cultivate collective responsibility among
all staff;
b. the provision of targeted instructional interventions and support for all students needing
additional support;
c. on-going systems to establish, monitor and improve instructional quality among all
teachers and classrooms; and
d. safe, orderly and respectful learning environment for learners, and collegial, collaborative,
and professional culture among teachers.

The above practices became the foundation of Massachusetts´ assistance services and resources
for turnaround and low performing schools and districts. The practices are relevant to the current
evaluation because the conditions are similar to what was expected of the second aspect –
Strengthening School Management and Accountability- of the PRIEDE,. The main focus of this
evaluation is assessing the SIP process and how it has informed management and accountability.
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A report by Research Alliance for New York Schools (Villavicencio & Grayman, 2012) also
provides useful insights on turnaround schools in the state that has substantially improved teaching
and learning environment and students performance through practical, focused and collaborative
school improvement initiatives, increased community participation, strong accountability and
support to teacher professional development and motivation Turnaround schools shared three
conditions that principals and teachers reported as being essential to their capacity to improve
students’ achievement:
a. aligning needs with goals;
b. creating a positive work environment; and
c. addressing student discipline and safety.
The report further revealed that principals and teachers also attributed their school's success to the
implementation of specific strategies aimed at improving teaching and learning, namely: a)
developing teachers internally, b) creating small learning communities, c) targeting student subpopulation, and d) using data to inform instruction.
Despite the schools above being on different socio-economic settings from Kenyan schools, the
insights that school turnaround is implemented at the confines of a school - through school
heads/leaders, teachers, students themselves and stakeholders, provide valuable indicators that can
be used to evaluate the activities and procedures within the confines of a Kenyan school.

2.3.2 Vietnam Success Story in Improved Student Learning Outcomes
Reports indicate that Vietnam is an extraordinary educational success story. In several reports, its
success has been reported with an interesting phrase “A Developing country achieving World
Class Results” (McAleavy, Thai Ha & Fitzpatrick, 2019). In the 2012 Program for International
Students Assessment (PISA) Vietnam students performed well in all subjects and performed
particularly well in Science, ranking 8th globally out of 65 participating jurisdictions, despite the
fact that Vietnam was, in economic terms, the poorest of all the participating countries. Vietnam
repeated the great achievement in 2015. Using one PISA measure, Vietnamese students in 2015
did better than those from all other participating countries in the world (OECD, 2016).
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Given its modest position in economic development, Vietnam stands out from the rest of the world
with its remarkable performance in standardized test scores, school enrolment, and completed
years of schooling. Five factors have been established to be behind Vietnam´s educational success
(McAleavy, Thai Ha & Fitzpatrick, 2019; Dang, & Glewwe, 2017; OECD, 2016), namely:
1. Purposeful policy
a. Education as a national priority (20% of the public expenditure is devoted to
education). This is supplemented by cash and in-kind contribution from parents,
business and other community members under the policy called socialization”;
b. Comprehensive government plan of action (not only identifying education spending
as a priority but also in the way money has been spent). Since 2000 a twin-track
approach has been adopted – seeking to improve both access to school and the
quality of learning in all schools. The government invested heavily in improving
infrastructure and access to schools in remote areas. The policy specifically targets
marginalized and disadvantaged groups through providing boarding schools, meal
allowance, and other financial support to families.
c. An effective Middle Tier: In implementing education policy, Vietnam utilizes a
“middle tier” that operates as a mediator between policy makers and practitioners.
Provincial and District tiers serve as this middle tier, communicating policies
directly to school principals. According to regulations, this process is two-way
(what is called the logical system). As well as implementing policies, schools also
provide feedback to policy makers on the effectiveness of those policies.
d. A lively professional and public debate on education: The professional and public
debates that take place around policy is unique to Vietnam. Teachers and parents
are not afraid to speak openly about their concerns. Education system is also
responsive to an energetic public debate on education policy reported widely in the
media.
2. High level accountability
a. Accountability of teachers begin with self-review and peer assessment. Classroom
performance of every teacher is formally graded on a regular basis through self and
peer review. There are also “subject groups” established in every school for
teachers support and reviews.
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b. Principal as an in-school inspector: The principal plays a key role in the
accountability process. They receive regular reports on individual teachers from the
subject lead. The school principal also plays a direct role of monitoring the quality
of teaching through classroom observation of lessons.
c. Parents are encouraged by the government to hold schools to account. This is
through the school boards and parent committee at classroom level.
d. A robust regime of external accountability: Principals have regular frequent
meetings in which they report progress to middle tier officials. In addition, schools
are formally and regularly audited.

3. Good quality teachers and teaching
a. Teachers are respected Teachers are proud to be in such a respected profession.
b. Teacher workforce is qualified, motivated and well regarded by parents.
c. The subject group is an important mechanism providing informal in-school
professional learning. This is a school forum for professional development based
on classroom-level peer mentoring and coaching. Teachers are expected to design
and implement an annual professional development plan for the year, based on
feedback from the performance management system.
d. Teachers use a mix of traditional and more modern child-centred pedagogical
methods. Since the 1990s, the Government of Vietnam has promoted studentcentred pedagogies. This has been negotiated and modified by teachers, who have
created their own mixed-method approach. Teachers, thus, make most day-to-day
decisions about teaching style.
e. High quality teaching: High-quality individual feedback has been used as an
indicator of quality teaching by global researchers.
4. School leadership that focuses on the classroom
a. School principals have a clear defined role of teaching and learning: School
principal’s responsibilities are clearly described in the school governance
“charters” published by the Ministry of Education. The charters state that the
principal is unambiguously, the single person responsible for internal management
and educational quality. Principals must also maintain their status as teachers.
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b. Principals maintain a combination of a strong moral and ethical standing and
leadership. They also must have strong teaching and pedagogical skills.
c. School principals have substantial in-school power, but there are distinct limits to
their autonomy and decision making. Above all, they must report on a regular basis
to higher authority outside the schools.
5. Strong partnership with parents
a. Parents express high satisfaction with the government school system. They respect
the skills and professionalism of the teacher workforce.
b. Schools harness the power of parental partnership. Parental partnership operates on
two levels: parents work together with the teachers on their own children, and
parents are involved in the governance of schools.
c. Through the policy of socialization parents are expected to make additional
contributions to their local school. It is reported that , for the last 20 years, this
policy involves inviting service users, local community members and businessmen
to make financial and in-kind contributions to the cost of running services. At
school level, this contribution is voluntary and not required from disadvantaged
families. This is both a means of securing additional resources and an expression
of the view that service users and local communities, as well as Vietnamese state,
must shoulder the burden involved in ensuring good service.
Vietnam, therefore, provides good lessons and practice for school improvement interventions that
directly and positively improve and impact on learning outcomes. It is possible for developing
countries, like Kenya, to provide a highly effective basic education system, achieving results in
line with some of the richest countries in the world. The EGM training and SIP process that this
evaluation focused on , provided an opportunity for this to happen in Kenya schools. The issue
relevant to this study is what good practices stand out and what lessons have been learnt and
successes observed from EGM and SIP interventions in targeted schools across Kenya?

2.4. Improving Teacher Competencies for Developing Early Grade Numeracy
A study by Kazima & Jakobsen (2018) assessed a project in Malawi which aimed at improving
the quality and capacity of Mathematics teacher education. Among others, the project designed a
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professional development programme for Mathematics teacher educators for primary schools. The
study noted that attempts to change practice can be challenging if the context is not well
understood. It was observed that learners' participation in class can be a challenge where big
numbers are involved. To improve practice in such contexts, the study noted, requires careful
examination of the modern ways of teaching and modify them to suit the context. The study further
pointed to the importance of examining the aspects that work in the traditional ways of teaching
(teacher-centred) and merge these with the modern pedagogical approaches (learner-centred). The
above interventions do not significantly deviate with those under EGM in In Kenya, where teachers
were trained in EGM methodologies which are learner-centred, adopting the ‘I do -We do -You
do’ approach. This evaluation is significant in assessing the quality of these EGM training
sessions..

The government of Tanzania is implementing the Education Quality Improvement Programme.
The six- year programme aims at enhancing the quality of primary education and improving
learning outcomes, especially for girls. One of the areas that the programme is supporting is
training of teachers; which include in- service of Class 1 & 2 teachers using modules focused on
literacy, numeracy and a gender responsive pedagogy. Further, the project is supporting supply of
teaching and learning materials, provision of posters on positive classroom behaviour management
as well as a positive learning environment; and introduction of a Communities of Learning (COL)
concept. An endline evaluation of the programme by Rawle et. al. (2019) established that the
programme had a positive impact on both literacy and numeracy skills, with girls showing
improvement than boys. The study noted that the positive impact was due to the interventions on
early grade teacher training. This programme is similar to the Kenyan case where teachers were
trained in EGM methodologies in order to enhance their capacity in building early grade numeracy.
Similarly, EGM textbooks were distributed to all Grade 1 and 2 learners in public primary schools.
A study by Sitabkhan and Platas (2018), reviewed common classroom instructional strategies in
early grade mathematics interventions in low and middle-income countries. The study sought to
establish how changes in strategies result (or do not result) in improved academic outcomes. The
study found out that teachers used four common strategies namely; multiple representations,
developmental progressions, explanation and justification, and integration of formal and informal
mathematics. These strategies were found to improve learning outcomes. For instance in Ethiopia,
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5 to 6 year old children in the treatment group showed improvement of 49% in mathematics
assessment over a period of 5 months of programme implementation which focused on games and
play-based activities with manipulatives.
In Kenya, EGM teachers were trained in strategies such as; using the breaking apart approach
when teaching addition or subtraction, and using place value apparatus when teaching whole
numbers. They were also trained to use innovative techniques such as; song with play, and use of
Key Inquiry Questions. This evaluation involved conducting classroom observations of a sample
of EGM lessons to determine teacher preparation and competence during lesson delivery.
In Kenya, Primary Math and Reading Initiative (PRIMR) a three-year research program funded by
USAID and DFID (2011 to 2014) was designed to improve the quality of numeracy and reading
outcomes in Class 1 and 2 (USAID, 2014). The numeracy programme was implemented in 182
public primary schools in 4 counties and 229 non-formal schools in Nairobi County. The
programme focused on continuous creation and revision of class materials, built the skills of
teachers to improve student literacy outcomes and introduced a number of innovative teaching
methods. In addition, teachers and head teachers received training on active learning and
participation, and received support through frequent visits and advice by trained instructional
coaches. Of significance to the current evaluation is the fact that the EGM methodologies piloted
under PRIMR were later scaled up to all primary schools in Kenya through the PRIEDE project.
Studies by Piper, Sitabkhan and Nderu (2018) and Piper et al. (2018), looked at the impact of
Tayari, a pre primary intervention programme in Kenya (2014–2019) that aimed at preparing
children aged four and five for entry into primary school by providing materials for learners,
training for teachers, and continuous in-classroom support. The programme prepared materials for
classroom teaching and learning, including teachers’ guides and learners’ books. Teachers were
guided on the use of the materials. They also received -classroom support by education officials.
The studies found out that Tayari improved numeracy index results for children who began in PrePrimary 1 (PP1). Tayari facilitated reduction of the gaps in initial numeracy skills and their
predictive relationship with school readiness, and provided more equitable opportunities for school
readiness than occurred in control schools (Piper et al.). The current evaluation is significant in
assessing the influence of EGM interventions on classroom practices as well as acquisition of early
grade numeracy skills.
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One of the four components under the Kenya GPE PRIEDE project, focused on improving
learners’ competencies in early grade numeracy. This component supported the scaling up, across
Kenya, of the Early Grade Mathematics Methodology piloted under PRIMR. The component had
five sub-components: i) improving teacher competencies for developing Early Grade numeracy
through EGM trainings, ii) providing classroom instructional materials, iii) enhancing teacher
pedagogical supervisions, iv) sensitizing pre-service teacher training college leadership and
educators to innovative practices on Early Grade Reading and Mathematics, and v) EGM
management and coordination. The EGM training was conducted through cascade model at
national, regional and zonal levels. Those trained included Master Trainers, Curriculum Support
Officers (CSOs), Head teachers and Early Grade Mathematics teachers. Under this component,
this evaluation will focus on the quality EGM training.

2.5. Conclusion
The literature reviewed in this chapter highlighted relevant and important issues that formed the
basis and framework for this evaluation in addressing the following questions:

a. What is the quality of EGM training and SIP process?
b. Have EGM training and the SIP process achieved the intended objectives, including
improving the school and classroom environment for teaching and learning?
c. Has EGM training succeeded in improving Mathematics teacher competencies for
developing Early Grade Numeracy?
d. What are the good practices or experiences from the SIP process that can be replicated in
all public primary schools?
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CHAPTER 3. EVALUATION METHODOLOGY
3.0 Introduction
This chapter presents the methodology adopted in the evaluation. It highlights the research
design,target population sampling and sampling procedure, sample size as well as the evaluation
tools.
3.1. Evaluation Design
The evaluation adopted a descriptive survey design, which is appropriate in collecting data from a
wide geographical region covered by the project under investigation. The design was also
appropriate because the implementation of EGM methodologies and SIP process were assessed in
their natural setting.
3.2. Target Population
The target population comprised all the 4,000 schools targeted for SIP interventions. The schools
were drawn from the 47 counties across the country. The choice of the population was informed
by the fact that these schools also received EGM interventions, hence it was considered that
reliable data on the quality of EGM training could be obtained from these schools. Participants at
school level comprised Head teachers, Senior teachers, Early Grade Mathematics teachers,
representatives of Boards of Management and Parents Association. At the county and sub county
levels, the County Directors of Education, TSC County Directors, County School Audit Officers,
County Quality Assurance Officers, County PRIEDE Project Coordinators, Curriculum Support
Officers and Zonal Early Grade Mathematics champions were involved. At national level, the
respondents included MoE officials, Project Coordination Unit Technical staff, KNEC, KICD and
TSC officials at the Headquarters, and Master Trainers.
3.3. Sample Size and Sampling Procedure
The study sample comprised 151 public primary schools randomly selected from the 4000 schools
targeted for the SIP intervention drawn from the 47 counties across the country.. When each of the
SIP schools was visited, quality of EGM training was also assessed in the same school. The sample
size was calculated using the Yamane (1967) formula where the target population comprised 4000
schools targeted for the SIP intervention. The formula recommends a 95% confidence level and P
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= 0.5 to be considered as part of the equation. The formula also recommends a precision level
ranging from 0.01 to 0.10. For this evaluation, a precision level of 0.08 was considered. The
parameter is the maximum p value for which a difference is to be considered statistically
significant. The formula used in the evaluation study is as illustrated below:

Where n is the sample size, N is the population size, and e is the level of precision.

In addition, purposive sampling was used to select officers at the national and county levels to
participate in the evaluation. The purposive sampling was used in order to get respondents who
had historical memory and requisite knowledge of the EGM training and SIP process. These were
relevant stakeholders who had a defined role as articulated in the Project Implementation Manual
(PIM) including MoE/PCU officials, representatives from KICD, KNEC and TSC, County
Education officials, Project officials and Technical staff. These officials participated in managing,
coordinating, training and supporting the implementation of EGM and SIP interventions .
Table 3.1 summarises the targeted sample and actual respondents reached during the data
collection exercise.
Table 3.1:Distribution of sample size by category of respondents
Category of respondents

Target
populatio
n
4,000

Sample

Actual

Return
Rate (%)

151*

147

97

04

04

04

100

Representative from the Kenya National
Examination Council
Representative from KICD

01

01

01

100

01

01

01

100

Representative of Directorate School
Audit
TSC Directorate of Quality Assurance
Representative of Master Trainers

02

02

02

100

01
02

01
02

01
02

100
100

County Director of Education

47

47

38

81

Total SIP and EGM schools
MoE Directorate of Project Coordination
& Delivery
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Category of respondents

Target
populatio
n
47
47
47
140

Sample

Actual

Return
Rate (%)

47
47
47
140

45
43
38
123

96
91
81
88

Zonal EGM Champions

140

140

135

96

County School Auditor
County Quality Assurance and Standard
Officer
PA Chair

47
47

47
47

43
38

92
81

151

151

141

93

BOM Chair

151

151

139

92

Senior teacher/deputy head teachers

151

151

137

91

Representative of parents

151

151

146

97

Representative of BoM

151

151

127

84

School heads

151

151

147

97

EGM Classes (observation schedule)

140

140

140

100

County Director TSC
County Project Coordinators
Sub-county Directors of Education
Curriculum Support Officers

*For the administration of tools at school level, when a SIP school was visited, EGM tools were also
administered at the same time.

Table 3.1 shows that the response rate for all the instruments was above 80%. This was considered
representative for analysis. Studies by Sitzia and Wood (1998), Mugenda and Mugenda (2003)
and Hager, Wilson and Rooney (2003) recommend that a response rate of 50 % should be
considered adequate to warrant data analysis.
3.4. Research Instruments
The following research tools were used :
a) Key Informant Interview (KII) Guides
This tool was used to collect data from education officials at national level, County Director of
Education and County Project Coordinator, County Director - TSC, County School Auditor, ,SubCounty Director of Education, Chairman BOM, Parents Association representative.
b) Questionnaires
This tool was used to collect data from Head teachers, Deputy Head teachers, Senior teacher,
teachers, Zonal EGM Champions and Curriculum Support Officers.
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c) Classroom Observation Guide
This tool was used to observe lesson delivery and establish teacher competencies in EGM.
d) Focus Group Discussion (FGD) Guide
This tool was used to collect data from parents regarding the SIP process.
3.5. Reliability of the Instruments
The reliability of instruments concerns the degree to which a particular measuring procedure gives
equivalent results over a number of repeated trials (Orodho, 2009: 182). The instruments were
tested for reliability using the dry run method where 8 respondents were involved. The instruments
were administered to the 8 respondents and re administered (test retest) after two weeks. The
Spearman’s rank order correlation coefficient was used to calculate the reliability of the instrument
using the following formula;
𝑟=

𝑛∑𝑥𝑦 − ∑𝑥∑𝑦
√[(𝑛∑𝑥 2 − (∑𝑥)2 ) (𝑛∑𝑦 2 − (∑𝑦)2 )]

For all the instruments, the test yielded a correlation coefficient of an average of 0.80. This implies
that the instruments were reliable in line with Fraenkel and Wallen, (2006) and Orodho, (2009)
who established that a correlation coefficient of above 0.80 is considered to be good for reliability
results.
3.6. Data Collection Procedures
3.6.1 Preparation for the Evaluation
To ensure consistency and uniformity in data collection across the country, guidelines for
fieldwork were developed. The guidelines were a reference material for both the training of
enumerators by the research team, and in the actual data collection. This allowed for deeper
conceptualization and understanding of the objectives and the scope of the study.
To ensure efficiency and effective oversight during the data collection exercise, the country was
clustered into six (6) regions, namely: ASAL, Central, Coast, Lake Region, Rift Valley and
Metropolis . Each cluster was under a senior researcher from the consulting firm.
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3.6.2 Training of Enumerators
The Research Team trained enumerators, using the Guidelines for Fieldwork and the Evaluation
Tools. The training was decentralized and done by Regional Research Coordinators at each of the
six regions mentioned above (at county headquarters). This was to make sure that the Enumerators
understood the local/regional context under which the study was being done and that they
familiarized themselves with the environment. The regional training was also significant in
addressing logistical challenges.
3.6.3 Data Collection
Data collection was conducted in July 2019 using quantitative and qualitative techniques. Each of
the six regions was visited by a team of evaluators led by a senior researcher assisted by at least
two trained enumerators. In each school, questionnaires were administered to the Head teacher,
Senior teacher, and EGM teachers. Key Informant Interviews were also conducted with
representatives of BoM and Parents Association. A Mathematics teacher of either Grades 2 or 3
was also observed as they delivered a lesson. Focus Group Discussions were conducted among
parents. At the national, county and sub county levels, Key Informant interviews were conducted
with the relevant respondents.
3.7. Data Processing
3.7.1 Creation of files
Data was captured using Statistical Package for Social Sciences (SPSS) Version 20. The choice of
this software was informed by the fact that it renders itself easy to use and has capacity to analyse
large datasets. This evaluation had much smaller datasets, hence the software sufficed.
The variables in the Questionnaires were coded. The codes eventually formed a code book, which
contained the names and defined all relevant variables and their coding schemes. Qualitative data
from KII voices was transcribed. While doing transcriptions error detection and transcription
software was used.
3.7.2 Discrepancy Checks
The datasets were verified to ensure accuracy and consistency. Verification of the data was done
to establish whether non-valid codes had been entered. Verification was also done manually by
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checking the data captured against the duly filled questionnaires.
3.8. Data Analysis and Report Writing
Data from various sources were triangulated and analyzed quantitatively and qualitatively guided
by the objectives of the assignment. Quantitative data were analyzed using SPSS Statistics Version
20. The results were presented in percentages using pie charts, graphs and tables .

Analysis of qualitative data adopted Creswell (2009) approach which involves:
a. organising and preparing the data for analysis;
b. reading through all the data;
c. coding the data, by hand or computer;
d. using the coding process to generate a description of the setting or people as well as categories
or themes for analysis;
e. advancing how the description and themes will be represented in the qualitative narrative; and
f. interpreting the meaning of themes or descriptions/ interpreting the data.

Data derived from the voices of Key Informants were also interpreted and discussed making
reference to specific variables addressed in the evaluation. These voices corroborated findings
from quantitative data.
3.8.1 Document review
Data analysis also involved review of official documents and reports. Official documents were
reviewed to provide information regarding the EGM training and the SIP process. The documents
and reports reviewed included: the Project Appraisal Document, the Project Implementation
Manual, Monitoring and Evaluation reports on EGM training and the SIP process, Report on the
SIP process, the Mid term Evaluation report on EGM and the EGMA Endline report. These
documents provided insights into the EGM training and SIP process, while corroborating the
findings of the evaluation.
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CHAPTER 4. FINDINGS OF THE EVALUATION
4.0. Introduction
This chapter presents the findings of the evaluation of the quality of EGM training. Specifically,
the findings are presented as follows:
a. Description of key Project participants and Informants for the evaluation;
b. Assessment of quality of EGM training by teachers, CSOs, EGM Champions, Head
teachers, and other national and county education officials; and
c. Assessment of classroom environment.
4.1. Bio data for Key Informants
This subsection presents biodata for the respondents of the study.
4.1.1 Grades 1 and 2 Mathematics Teachers
a) Gender
Grade 1 and 2 teachers of Mathematics were asked to indicate their gender. The findings are as
presented in Figure 4.1.
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28%
Male
Female
72%

Figure 4.1: Distribution of Teachers by Gender
Figure 4.1 shows that close to three quarters (72%) of Grade 1 and 2 teachers of Mathematics were
female. Male teachers comprised only 28%. This suggests that either teaching in early grade
classes is predominantly undertaken by female teachers or the head teachers allocate early grade
classes to female teachers. The findings bear semblance to those of Early Grade Mathematics
Assessment( EGMA) Endline Study (2020), where 70.4% of Grade 2 teachers of Mathematics
were female. From a gender perspective, the under-representation of male teachers in Grades 1
and 2 could disadvantage boys since they will have fewer role models to identify with during
teaching and learning.
b) Age
The age distribution of grade 1 and 2 Mathematics teachers is presented in Figure 4.2
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Figure 4.2:Distribution of Teachers by Age
Figure 4.2 shows that majority (64%) of the Grade 1 and 2 Mathematics teachers were aged 25 to
45 years. This would indicate that the majority of these teachers are relatively young and likely to
be vibrant in adopting EGM methodologies.
c) Academic and Professional Qualifications
The study sought to find out about the academic and professional qualifications of Grade 1 and 2
Mathematics teachers. The findings are presented in Figure 4.3 and Table 4.1 respectively.

48

1%

1%

12%
KCPE
31%

KCSE

18%

Diploma
Degree
Post Gradute
Other
37%

Figure 4.3: Academic Qualifications of Teachers
From Figure 4.3 it is observable that almost all (98%) of the teachers had the requisite academic
qualifications to teach at this level, with those holding Diploma as the highest qualification
comprising 37%. Those with KCSE, Degree and Postgraduate as the highest qualification
constituted 31%, 18% and 12% respectively. This has implications on improving learning
outcomes. Studies indicate that the higher the academic and professional qualifications of teachers
in early grade classes, the better for children learning and for the entire education system across
the country (Vandevoort, Amrein-Beardsley & Berliner, 2004). Further, findings of the EGMA Endline
Study (2020) revealed that academic and professional qualifications influence learner
achievement. For instance, pupils taught by teachers whose highest academic qualification was a
Diploma scored 2.0 (p-value=0.174) points higher than those taught by teachers whose highest
qualification was KCSE.
Table 4.1 presents teachers’ professional qualifications.
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Table 4.1:Highest Professional Qualification
Highest professional qualification

Percentage

P1
Diploma/S1

47
38

B.Ed.
M.Ed.
Ph.D.

13
1
1

From Table 4.1 it is observable that close to half (47%) of the teachers had P1 as the highest
professional qualification. Those with Diploma/SI comprised 38%, while those with B. Ed
constituted 13%. Worth noting is the proportion of teachers who are Masters and PhD degree
holders teaching Early Grade classes. This is an indication that with commitment, support and
effective management, there are prospects of attracting teachers with high education qualifications,
thus improving the quality of education and learning outcomes at this level of education. Studies
by Harris & Sass, (2008), Aaronson, Barrow, & Aaronson et al (2007), Rivkin, Hanushek, & Kain,
(2005) and Adeogun (2001) established that there is a relationship between teachers’ professional
qualification and students’ academic achievements. Similarly, the EGMA Endline Study (2020)

established that teacher's professional qualification had a bearing on learner achievement. For
example, pupils taught by teachers with a Degree scored 2.0 (p-value=0.461) points higher than
those taught by P1 teachers. Further, pupils taught by teachers trained to support learners with
special needs and disabilities scored 0.94 (p-value=0.461) points more than those taught by
teachers without this kind of training.
d) Teachers Experience

Teachers were asked to indicate their teaching experience. The findings are presented in Figure
4.4.
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Figure 4.4:Years of Teaching Experience
Figure 4.4 indicates that a considerable proportion (49%) of the early grade teachers had taught
for more than 15 years, followed by those who had taught for 10 to 14 years. It is also observable
that with the majority of the teachers having over 10 years teaching experience, the quality of
teaching at the early grade level is likely to be higher.
Teachers were further asked to indicate the number of years they had taught in their current
stations. Figure 4.5 presents the findings.
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Figure 4.5:Number of Years taught in Current School
From Figure 4.5, it is evident that more than a third (35%) of teachers had taught in the current
school for 4 years and below. Those who had taught in their current stations for 5 to 9 years
comprised 34%. It is notable that teachers who had taught in their current schools for 10 to 14
years and 15 years and above accounted for 16% and 15% respectively. While being at the same
station for a longer period contributes to staff stability, it could also lead to complacency which
could in turn negatively affect teachers’ effectiveness.
e) Grade Taught
The study also sought to establish the grades taught by teachers. The findings are summarised in
Figure 4.6.
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35%

Grade 1
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Grade 3

35%

Figure 4.6:Grade Taught by the Teacher
Figure 4.6 indicates that slightly more than a third (35%) of the teachers taught Grades 2 and 3
respectively, while those teaching Grade 1 comprised 30%.
4.1.2 Head teachers
This subsection presents findings on Head teachers.
a) Gender
The evaluation also sought information regarding Head teachers’ gender. The findings are
presented in Figure 4.7.
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26%
Male
Female
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Figure 4.7:Distribution of Head teachers by Gender
Figure 4.7 points to gender disparity in school headship, with close to three quarters (74%) of the
Head teachers being male while only 26 % are females. This finding bears semblance to those of
the NASMLA Class 3 Study (2020), NASMLA Class 7 Study (2020) and EGMA Endline Study
(2020). This indicates that the 1/3 gender rule regarding leadership in public offices is yet to be
realized.
b) Age
Head teachers were also asked to indicate their ages. The findings are presented in Figure 4. 8.
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Figure 4.8:Distribution of Head Teachers by Age
Figure 4.8 shows that more than three quarters (79%) of the Head teachers were aged above 45
years, followed by those aged 39 to 45 years (17%). This points to the presence of experienced
instructional leaders who are likely to offer the requisite guidance on curriculum implementation
and school administration.
c) Academic and Professional Qualifications
Head teachers were also asked to indicate their academic and professional qualifications. The
findings are presented in Figure 4.9.
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Figure 4.9:Academic Qualification of Head teachers

Figure 4.9 shows that a substantial percentage (41%) of the Head teachers had Diploma as the
highest academic qualification, followed by those with a Bachelor's degree (38%). Those with
KCSE and A level qualifications constituted 14% and 6% respectively. This indicates that all the
Head teachers had the requisite academic qualifications to teach at this level. It is also likely to
have a positive influence on quality of teaching and learning outcomes. As the EGMA Endline
Study( 2020) established, Head teacher’s academic qualifications influenced pupils’ achievement.
Pupils in schools whose Head teachers had a Diploma as the highest academic qualification scored
2.5 (p-value=0.122) points higher than those in schools headed by KCSE holders.
Figure 4.10 presents Head teacher’s professional qualifications.
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14%
P1
Diploma /S1
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44%

M. Ed.

35%

Figure 4.10:Head teachers’ Highest Professional Qualification
Figure 4.10 shows that majority (44%) of the Head teachers had B.Ed as the highest professional
qualification, while 35% and 14% had Diploma/S1 and P1 respectively. A notable proportion (7%)
had M.Ed as the highest qualification. The results demonstrate that all the Head teachers in public
primary schools had the requisite skills to head primary schools. Head teachers with requisite
professional qualifications and training are in a better position to provide effective instructional
leadership and management of schools. There is evidence that a Head teacher’s professional
qualification has a bearing on learning outcomes. The EGMA Endline Study (2020) revealed that
pupils in schools where Head teachers had B.Ed as the highest professional qualification scored
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3.3 (p-value=0.377) points higher than those in schools headed by P1 holders. In addition the above
study found that Head teachers’ training on Institutional Management and Administration had a
bearing on learner achievement. Pupils in schools headed by Head teachers who received adequate
training scored 4.07 (p-value=0.036) points more than those schools whose Head teachers reported
not to have been trained.
4.1.3 Curriculum Support Officers
Curriculum Support Officers (CSOs) are charged with the responsibility of updating teachers on
curriculum changes, pedagogy, content coverage, organizing courses on curriculum delivery and
implementation, conducting lesson observation and demonstration and advising teachers on the
appropriate teaching methods and techniques (TSC, 2015). The role of CSOs in the
implementation of Early Grade Mathematics interventions was conducting classroom
observations, mentoring and supporting mathematics teachers. This sub-section presents findings
on CSOs.

a) Gender
The CSOs were asked to indicate their gender. The findings are presented in Figure 4.11.

26%
Male
Female

74%

Figure 4.11:Distribution of Curriculum Support Officers by Gender
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Figure 4.11 shows that close to three quarters (74%) of the Curriculum Support Officers were
male, while 26% were female. This finding resonates with that of the EGMA Endline study ( 2020)
where the majority (70.9%) of the CSOs were male compared to 29.1% female. Having gender
balance among CSOs could ensure that male and female teachers have a higher chance of finding
a suitable mentor.
b) Age
The age distribution of CSOs is presented in Figure 4.12.
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Figure 4.12:Distribution of Curriculum Support Officers by Age
Figure 4.12 indicates that majority (85%) of the CSOs were aged 45 years and above, followed by
those aged 39 to 45 years at 11%. This indicates that a high proportion of the CSOs have vast
experience and are likely to offer requisite professional guidance for improved curriculum
delivery.
c) Academic and Professional Qualifications
CSOs were asked to indicate their highest academic and professional qualifications. The findings
are presented in Figure 4.13.
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Figure 4.13:CSOs Highest Academic Qualification

Figure 4.13 shows that slightly more than half (51%) of the CSOs were degree holders, while 16%
and 8% were Diploma and KCSE holders respectively. However, 21% of the CSOs indicated that
they had “other” qualifications but they did not specify the qualifications.
The CSOs were also asked to indicate their professional qualification. The findings are presented
in Figure 4.14.
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Figure 4.14:CSOs Highest Professional Qualification
Figure 4.14 shows that half (50%) of the CSOs had a Bachelor of Education degree. Sizeable
percentages had M.Ed and Diploma at 25% and 20% respectively. The findings further indicate
that there are CSOs (2%) who are PhD holders. The high proportion of CSOs pursuing higher
qualifications points to continuous professional development by CSOs, which could lead to better
pedagogical support and supervision. .
d) CSOs Training and Teaching Experience
CSOs were also asked to indicate whether they were trained as Mathematics teachers. The findings
are shown in Figure 4.15.
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Figure 4.15:CSOs Trained as Mathematics Teachers
Figure 4.15 shows that the majority (85%) of the CSOs had been trained in Mathematics, further
indicating that they had the capacity to support teachers in EGM.
The evaluation also sought to establish CSOs years of experience in teaching. Figure 4.16 presents
the findings.
1% 4%

5-9 years
10 - 14 years
15 years and above

95%

Figure 4.16:Years of Teaching Experience by CSOs
Figure 4.16 shows that the majority (95%) of the CSOs had taught for 15 years and above. This
implies that most of the CSOs had relevant experience to support and mentor EGM teachers, which
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would further improve teacher’s capacity in developing Early Grade Mathematics competencies
among learners.
CSOs were further asked to indicate their experience as CSOs. The findings are presented in Figure
4.17.
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Figure 4.17:Experience as CSO
Figure 4.17 shows that majority (45%) of the CSOs had worked in that position for four years and
below. Those who had worked for 15 years and above and 10 to 14 years comprised 28% and 20%
respectively. This indicates that a large proportion of the CSOs had the requisite experience to
offer support to curriculum implementation.

4.1.4 Zonal EGM Champions ( ZEGMC)
This subsection presents findings on Zonal EGM Champions.

a) Gender
The study revealed gender parity in the distribution of EGM Champions (EGMC) with each of the
gender comprising 50%. This points to equity in the selection of the champions.

b)Age
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EGM Champions were asked to indicate their age. Figure 4.18 presents the findings.
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Figure 4.18:Distribution of EGM Champions by Age
Figure 4.18 shows that a substantial percentage (37%) of EGM Champions were aged 39 to 45
years, followed by those aged 32 to 38 years at 34%. A considerable percentage (22 %) was aged
above 45. This would indicate that the champions had vast professional experience to effectively
mentor and support Early Grade Mathematics teachers.

c) Academic Qualifications
EGM Champions were asked to indicate their highest academic qualifications. Figure 4.19
presents the findings.
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Figure 4.19:Highest Academic Qualification for EGM Champions
Figure 4.19 indicates that a substantially high percentage of EGM Champions had the requisite
qualifications to support EGM teaching, with a sizable percentage having Bachelor degree and
Diploma at 37% and 36% respectively as their highest qualification. Those with KCSE as their
highest qualification constituted 14%.
d) EGM Champions Years of Service
EGM Champions were asked to indicate the number of years they had been in this position. Figure
4.20 shows the findings.

Figure 4.20: Years of Service as EGM Champion
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Figure 4.20 indicates that the majority of the EGM champions had been participating in EGM
training since the inception of the Project, with 49% and 24% of them indicating to have served
for 3 years and 4 years respectively. This suggests that the champions are likely to be well
positioned to support and monitor the process and quality of the EGM training.
d) EGM Champion Teaching Experience
EGM champions were also asked to indicate their years of teaching experience. The findings are
presented in Figure 4.20.
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Figure 4.20:Years of Teaching Experience
As shown in Figure 4.20, the majority of the EGM champions had a teaching experience of 10
years and above, with 42% reporting to have taught for 15 years and above, and 29% indicating to
have taught for 10 to 14 years. Those who had taught for 5 to 9 years comprised 28%. With
professional training and many years of teaching experience, the EGM champions have the
requisite knowledge and skills to offer effective support and mentorship to the EGM teachers. This
is likely to improve the quality of early grade mathematics competencies among learners.

4.2. Teachers Participation in EGM Training
The evaluation also sought to find out whether teachers of early grade learners had been trained in
Early Grade Mathematics. The findings are presented in Figure 4.21.
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Figure 4.21:Teachers Participation in EGM Trainings
As indicated in Figure 4.21 the majority (94%) of teachers reported to have been trained in Early
Grade Mathematics. This finding resonates with that of the Early Grade Mathematics Assessment
(EGMA) Endline Study where 90.5 % of Grade 2 teachers reported to have been trained in EGM.
Of concern is the 6% of teachers reporting not to have trained in EGM. This has a bearing on their
capacity to develop early grade numeracy competencies among learners.
Further interrogation during the evaluation established that the teachers not trained in EGM, were
newly transferred to the sampled schools and allocated an Early Grade class. Such teachers need
training and support on EGM methodology to make sure that the project succeeds in all schools
across the country
4.3. Quality of EGM Training and Perceived Outcomes
This section presents findings on the assessment of quality of EGM training based on data from
responses by teachers, Head teachers, CSOs, EGM champions, national and county education
officials, and classroom observations.
4.3.1 EGM Training Model
The evaluation confirmed that the training adopted the cascade model as envisaged in the Project
Appraisal Document (PAD) and the Project Implementation Manual(PIM).
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The PRIMR training was adopted in close alignment to the Tusome Project which targeted the
same teachers.
This evaluation revealed that training content was relevant to the audience and that it equipped the
teachers with skills in developing early grade numeracy skills among learners. It also guided on
appropriate approaches to delivering complex content and concepts to early grade learners.

Pertaining to the training methodology, the evaluation established that trainers adopted strategies
that were practical and learner-centred. The modelling and role play of EGM methodologies gave
the teachers the opportunity to practise the actual EGM lesson delivery and to master the content
and skills. It also gave them the opportunity to discuss and share experiences on the challenges
they faced in a real classroom environment. The involvement and training of Head teachers and
Senior teachers was a good strategy that boosted EGM teachers´ commitment and reinforced
quality in the training.

With respect to the management and coordination of the training, the evaluation established that
there was a joint effort between the main coordination organ (Project Coordination Unit) and the
larger MoE, its Directorates and SAGAs, as well as the TSC. This allowed for consultations which
led to effective leadership and accountability. Consultations, knowledge sharing and building
consensus on the modalities, content and process of training further enhanced the quality of the
training.
This evaluation found out that a multi- agency approach was adopted in the monitoring and
evaluation of the training. A national monitoring team drawn from the Ministry of Education, its
Directorates and SAGAs, as well as the TSC monitored the exercise. This ensured continuous
feedback on the strengths and gaps that needed to be addressed. The multi-agency approach
brought together experts, allowing for sharing of knowledge and experience. This in turn enhanced
the quality of the training.

Asked to comment on the quality of EGM training, the PCU officers at national level noted that
the training was relevant, well-coordinated and of high quality. The officer’s ‘voice’ confirms this
position.
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“Bringing together experts from various state agencies and experts in EGM methodologies is a
big contributor to the success of training. The experts from various agencies were members of the
EGM technical team for monitoring the training. This team planned together when there was any
training, consulted and learned a lot from each other … The trainings were well attended in all
regions and the experts we identified, who implemented the training, were professional and good
trainers because they had relevant skills and experience and were committed to the assignment ….
Definitely we have learned important lessons and adjustment could be done, going forward.” (PCU
Representative, July 2019).

The voice above shows that the quality of the training was augmented by engaging competent and
experienced trainers with relevant skills and commitment. The large number of trainers, with
representation from all the counties, facilitated creation of a pool of trainers with requisite skills
to sustain training in EGM across the 47 counties of Kenya.

This is further supported by the following voice from representatives of the County PCU.
The coordination of PRIEDE project as a whole was superb and effective. With the leadership from
PCU, the trainings were well organized, trainers well identified and quality monitoring well done.
What I liked most is the empowerment of counties, where there was a fulltime Country Project
Coordinator and specific bank account to cover training and monitoring cost. But, the training
period at regional and zonal level was very short compared to the important EGM topics that were
covered…. Also, continuous training, especially at school level is needed, going forward (County
Project Coordination Representative, July 2019).

The voice above corroborates the earlier finding regarding monitoring and evaluation of the EGM
training. Further, the organization and coordination of the training was strengthened by
establishing a County Project Coordination office, funding the training. However, the voice points
to the need to improve the length of the training period. It also suggests continuous training at
school level.

Discussions with Master Trainers and project officials at county level support the above position
regarding the training as indicated in the following voice.
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“The EGM trainings at both regional and zonal level had key strengths that made them succeed,
including: Use of knowledgeable and experienced professionals as trainers; the teachers owned the
training process. This is evident from the common meeting we had with them after the training. We
listened and incorporated their opinion into the programme; the EGM trainings were practical in
nature and thus teachers could relate the issues covered to their classroom work (Master Trainer, July
2019).

4.3.2 Teachers´ Assessment of EGM Training
The evaluation indicates that Early Grade Mathematics teachers found the EGM training to be
relevant, practical and useful in the teaching-learning processes. They indicated that their
knowledge and skills on EGM methodology were enhanced through the training. The following
voice summarizes this position:
“The trainings have proved to be a game changer. Early Grade Mathematics teachers feel
empowered by the training and thus in practice their classroom arrangements and process have
changed. They have become pupil-centred and learning has become interesting not only for pupils
but also for teachers. The teachers are asking for more and continuous training from time to
time....” ( EGM Champion, Rift Valley, 2019)

Teachers´ assessment is supported by responses from key informants at county level (CDEs,
SCDE, TSC-CD, and CPC). During separate interviews, all the officers indicated that, from their
assessment, the EGM were very relevant and useful to the Early Grade Mathematics teachers. This
is evidenced by the following voice .
“With my many years of experience in education and skills in teaching, the EGM training should
have come earlier. Teachers who attended the EGM training appreciate the trainings very much
because it has opened their eyes and approach to EGM methodologies …Such training, with its
focus and intensity, should be mainstreamed in teacher education across the country… for better
results and sustainability” (County Director of Education, July 2019).

The voice above is indicative of the need to mainstream the EGM methodologies in the PTTC curriculum
so as to ensure sustainability.
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Teachers were further asked to indicate the areas covered during the EGM training. Table 4.2
summarises their responses.
Table 4.2:Teachers Responses on Areas Covered During EGM Teachers’ Training
Training Focus Area

Yes(%)

No (%)

Interpretation of syllabus.

96

4

Skills to implement the Competency Based curriculum
using the inquiry learning approach.
Skills to facilitate differentiated learning to ensure that all
learners are wholly engaged in learning.
CBC aspects as well as skills of infusion of CBC in EGM
Mastery of content
Use of teaching/learning materials
Lesson delivery
Assessments of learners
Handling learners with special needs
EGM strategies and methodologies
Professional documents (e.g. Scheme of work) and teacher
preparation.

95

5

97

3

95
99
99
99
94
85
97
97

5
1
1
1
6
15
3
3

Table 4.2 shows that the EGM training effectively covered all the key pedagogical areas. For
instance, almost all (99%) the teachers indicated that they were trained on mastery of content, use
of teaching/learning materials and lesson delivery. Those indicating to have been trained in EGM
strategies and methodologies, professional documents & teacher preparation, skills to engage all
learners, and interpretation of syllabus comprised 97%, respectively. These areas of training
mentioned by teachers are in line with what is described in the PRIEDE Project Implementation
Manual (2017).
EGM teachers were also asked to indicate how useful each of the areas of training identified in
Table 4.3 were to them in their teaching.
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Table 4.3:Teachers Responses on the Extent to which each Specific Area of EGM Training
was Useful
Training Focus Area

To a very large
extent%

To a large
extent(%)

To a medium
extent(%)

To a small
extent(%)

Not at all(%)

Interpretation of syllabus

15

45

32

6

2

Skills to implement the
competency
based
curriculum using the
inquiry
learning
approach

11

45

35

8

1

Skills
to
facilitate
differentiated learning to
ensure that all learners
are wholly engaged in
learning

12

49

31

8

0

CBC aspects as well as
skills of infusion of CBC
in EGM

15

46

29

9

1

Mastery of content

23

49

22

6

0

Use of teaching/learning
materials

27

52

18

2

1

Lesson delivery

26

51

20

4

0

Assessments of learners

17

45

25

12

1

Handling learners with
special needs

8

23

33

24

12

EGM strategies
methodologies

and

19

49

26

5

1

Professional documents
(e.g. scheme of work and
teacher preparation).

29

50

18

3

0

Table 4.3 indicates that substantial percentages of teachers found all areas of training useful. For
instance, 52%, 51% and 50% of the teachers reported that the training was, to a large extent useful
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to them in the use of teaching / learning materials, lesson delivery and professional documents and
teacher preparation respectively. The training was also useful to a large extent in enhancing
teachers’ capacity in EGM strategies and methodologies, mastery of content and skills to facilitate
differentiated learning as reported by 49% of the teachers respectively. Those reporting that the
training to a large extent enhanced their skills to implement CBC aspects as well as skills of
infusion of CBC in EGM constituted 46% respectively.
Teachers were further asked to rank the top two areas of training they found useful. The findings
are presented in Table 4.4.
Table 4.4:Teachers rating on areas of EGM Training
Area of training

Percentage

Learning Materials

16.0

EGM strategies and methodologies

35.6

Ability to use skills gained during trainings

12.0

Assessment of learners

4.6

Interpretation of the syllabus

7.6

Lesson delivery

5.2

Handling Learners with special needs

2.8

Engaging all learners

2.8

CBC aspects as well as skills of infusion of
CBC in EGM

13.2

Table 4.4 indicates that a substantial percentage (35.6%) of the teachers found EGM strategies and
methodologies as the most useful area of training. Those citing learning materials as most useful
comprised 16%, while those rating CBC aspects as well as skills of infusion of CBC in EGM, and
ability to use skills gained during training as most useful constituted 13.2% and 12% respectively.
Further, teachers were asked to rate the quality of various aspects of the EGM training. The
findings are presented in Table 4.5.
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Table 4.5:Teachers rating of the quality of aspects of EGM training
Training Aspects

Strongly
Agree
(%)

Agree
(%)

Averagely
Agree
(%)

Disagree
(%)

Strongly
Disagree
(%)

The content of the training program
was practical and relevant to my
work.
The
training
materials
were
appropriate
The program was well managed and
the choice of venue was good

36

50

13

1

0

29

52

18

1

0

24

45

25

4

2

There was a high degree of
participation and involvement during
the training
I am able to use the knowledge and
skills gained during training in my
class
The instructor-led presentations and
training activities helped me to
understand the EGM methods of
teaching
My interest in teaching mathematics
increased due to attending EGM
trainings
I learnt new knowledge and skills
I am able to support and teach learners
with special needs

41

49

9

1

0

35

52

12

1

0

35

51

13

1

0

42

48

9

0

1

46
16

45
32

9
32

0
16

0
4

From Table 4.5, it can be observed that EGM training enhanced the quality of curriculum delivery.
Close to half (46%) of the teachers indicated that they strongly agreed that through EGM training
they learnt new knowledge and skills on EGM. Considerable percentages indicated that they
strongly agreed that their interest in teaching Mathematics increased due to attending EGM
training (42%) and that there was a high degree of participation and involvement during the
training (41%).
Teachers were also asked to indicate their overall rating of EGM training. The findings are
presented in Figure 4.23.
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9%

8%

Excellent
Very good
35%

Good
Satisfactory

48%

Figure 4.22:Overall Rating of EGM Training
Figure 4.23 shows that the quality of EGM training was high, with close to half (48%) of the
teachers rating it as good, and slightly more than a third ( 35%) rating it as very good. Those rating
it as excellent comprised 8%. This is an indication that the EGM training was relevant, and useful
to Early Grade Mathematics teachers. These teachers are likely to use the knowledge and skills
acquired during training in their day-to-day teaching of Early grade Mathematics.

To assess the influence of EGM training on classroom practice, teachers were asked to list two (2)
things they did differently, in class, when teaching Mathematics, after being trained in EGM
Methodology. Table 4.6 presents the findings.

Table 4.6:Teachers Responses on Two Things They Do Differently in Class as a Result of
EGM Trainings
Activities done differently as a Result of
Training

Percentage

Involvement of all learners

20.6

Use of different learning materials

19.4

Use of EGM methodology

28.4

Use of EGM strategy

7.3
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Ways of assessment

3.8

Lesson delivery

3.4

Learners are hands on

9.3

Skills to implement CBC

5.9

Integrating other learning areas

2.0

Table 4.6 indicates that largely, EGM training had a positive influence on teachers’ classroom
practices, with for instance, 28.4% indicating that they used the EGM Methodology learnt during
the training, and 20.6% and 19.4% reporting that they involved all learners, and used different
learning materials respectively.
4.2.3 Teaching and Learning Methods used by teachers
The evaluation also sought to establish the extent to which EGM teachers used different teaching
methodologies in their lessons. Table 4.7 presents the findings.
Table 4.7:Different teaching and learning methods used by teachers
Teaching and Learning Method

Always

Often

Sometimes

Rarely

Never

(%)

(%)

(%)

(%)

(%)

Class Discussions

58

28

12

1

1

Dramatization

14

38

41

7

0

Outdoor Activities

20

38

38

4

Story Telling

16

32

45

6

2

Group Work

54

34

11

1

0

Demonstration

72

17

6

2

2

Lecture

11

7

17

36

29

75

-

Question And Answer

64

21

11

3

1

Modelling

21

27

41

10

1

Song And Dance

20

27

46

7

1

Volunteering To Answer Questions

44

38

12

6

-

Practical Activities

43

37

19

2

-

Drawing And Painting

18

30

43

7

3

6

15

30

34

15

Extended Conversation

21

25

31

21

1

Practice Exercises

72

18

10

1

0

Digital Games

Table 4.7 points to predominant use of learner-centred methodologies. This is evidenced by, for
instance, the substantially high proportions of teachers reporting to always use demonstration,
practice exercises and question answer at 72%, 72%, and 64% respectively. The substantial
percentage (34%) of teachers reporting to rarely use digital and that reporting to never to use (15%)
digital games is worth noting given the role of this method in enhancing learning outcomes at this
level, and building Digital Literacy which is a Core Competency under the CBC.

4.2.4 Use of Professional Documents and Learning Resources
Teachers were also asked to indicate the extent to which they used professional documents and
learning resources such as schemes of work, lesson plans, course books, lesson notes among
others. The findings are presented in Figure 4.24.
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Figure 4.23:Teachers Responses on the frequency of using Professional Documents and
Learning Resources
Figure 4.23 shows that considerable percentages of teachers usually made use of key professional
documents and learning resources to enhance curriculum delivery. For instance, 92% of the
teachers indicated to always use course books and teachers guide books respectively, while 85%
reported that they always used schemes of work. Those reporting to always use lesson plan,
curriculum design, and lesson notes comprised 78%, 76 % and 64% respectively. However, there
are still notable percentages of teachers who would not always use lesson notes (36%), curriculum
designs (24%) and lesson plan (22%) and schemes of work (15%). These are key professional
documents that teachers should always use to guide curriculum delivery.
4.2.5 Availability and Adequacy of Learning Materials
The availability of relevant teaching-learning materials in Early Grade Mathematics classes is
important for pupil-centred teaching. Teachers were, therefore, asked to indicate the adequacy of
the learning materials/resources for EGM. The findings are presented in Table 4.8.
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Table 4.8:Teachers’ Responses on the Adequacy of Learning Resources/Material for EGM:
Resource

Adequate

Inadequat
e

Not available

%

%

%

Computers/Laptops

58

30

12

Counters

91

6

3

Realia

83

15

2

Mathematics textbooks

91

6

3

Charts

64

32

4

Teachers guides

92

6

2

Reference books

78

14

8

Pupils workbooks

68

17

15

Flash cards

61

29

10

Cut-out pictures

57

33

10

Abacus

50

33

17

Learning corner

60

26

14

Pocket charts

57

27

16

Display of learners work

69

26

5

Syllabi

81

12

7

Modelling clay/plasticine

54

29

17

3-D Models

42

28

30

As can be observed from Table 4.8, majority of the key teaching-learning resources were adequate
in schools where the EGM programme was being implemented. For instance, majority (92%) of
teachers indicated that teachers’ guides were adequate while 91% of them indicated that Counters
and Mathematics textbooks were adequate. A large percentage of teachers indicated that realia and
syllabi were adequate at 83% and 81% respectively.
However, the unavailability of workbooks reported by a sizeable percentage (15%) of the teachers
deserves attention because they are integral to improving pupil EGM numeracy through practice
of lesson covered and encouraging learner´s exploration. A workbook can also be carried home
where the parent or guardian is able to assess the child's progress and abilities and actively involve
themselves in the learning of the child. It is also significant to note that unavailability of modelling
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clay/plasticine mentioned by a considerable percentage (17%) of teachers is likely to affect
learning outcomes as it deprives learners of the opportunity of hands-on play and exploration that
stimulates pupil’s innovation and learning. Further, a notable percentage (14%) of the teachers
reported unavailability of learning corners in their classrooms, yet learning corner is important in
enhancing individualised stimulation and knowledge growth. Further, the (3%) of teachers
reporting unavailability of textbooks is despite distribution of EGM textbooks to all public primary
schools by the MoE.

4.2.6 Challenges faced by EGM Teachers when Planning Mathematics Lessons
The evaluation sought to find out the challenges EGM teachers faced when planning for EGM
lessons. The findings are presented in Figure 4.24.

Figure 4.24:Challenges Teachers Face when Planning for EGM Lessons
From Figure 4.24, it is observable that various challenges impeded effective delivery of EGM
lessons. For instance, close to half (47%) of the teachers cited lack of resources to cater for learners
with special needs as a challenge to the planning of EGM lessons. Further, a sizable proportion
(24%) of teachers cited lack of enough time due to large learner populations.
4.4. CSOs Assessment of EGM Training
CSOs were asked to indicate three things they considered as good practice during EGM training.
The findings are summarized in Figures 4.25.
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Figure 4.25:Good Practice during Regional EGM Training
Figure 4.25 shows that notable percentages of CSOs considered provision of handouts /learning
materials (21%) and knowledgeable facilitators (21%) as good practices. Significant percentages
cited demonstrations by facilitators/good facilitators (16%), joint training with the Zonal
Champions (10%) and proper time management (8%) as good practices.
4.4.1 Challenges faced during Regional EGM Training
CSOs were also asked to indicate the challenges they faced during EGM training. Table 4.9
presents the findings.
Table 4.9:Challenges faced during Regional EGM Training
Challenge

Percent

Delay of reimbursements

31

Incompetent trainers

10

Congestion/many participants

7
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No handouts

3

Training on weekends

4

Communication on training dates

8

Extra training

2

Lack of field support by trainer of trainers

3

Distance to training venues is quite far

7

Inadequate training time

15

Inadequate teaching /learning resources

7

No accommodation

3

No certificate after training

1

As shown in Table 4.9, CSOs faced various challenges during their regional EGM training. For
instance, close to a third (31%) of the CSOs indicated that one of the main challenges faced during
the training was delay in reimbursements of funds. A notable percentage (15%) of the CSOs
indicated inadequate training time impeded the EGM training.

4.5. Assessment of EGM Training by Zonal EGM Champions
The EGM Champions were asked to indicate the extent to which the EGM training prepared them
as EGM champions. The findings are presented in Figure 4.26.
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1%

16%
32%

To a very large extent
To a large extent
To a medium extent
To a small extent

51%

Figure 4.26:Extent to which EGM Training Prepared EGM Champions

From Figure 4.26, it is evident that EGM training enhanced lesson delivery. For instance, slightly
more than half (51%) of the EGM Zonal Champions indicated that the training, to a large extent,
prepared them as EGM champions while 32% of them reported that they were prepared to a very
large extent. As stated above, the findings are an indication that the training was not only relevant
but also effective, in building their capacity as champions and mentors of early grade mathematics
teachers in their zones. This is further exemplified by the following ‘voice’ from a Master Trainer:
“Occasionally, as a friend, I visit some of the schools for example (X) Primary School. I
pop in any time in the day in the school and observe one Math lesson. You will appreciate
how learning has changed. The learners are engaged in learning Mathematics, their level
of participation being higher than before. Teachers are seen to relate this with the training
they have undergone and one can easily see that they are very proud of it.” (Master Trainer,
July 2019).
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4.6. Findings from Classroom Observation
Observation of Mathematics lessons in Grade 2 and 3 revealed that, to a large extent, EGM teachers
used learner- centred approaches. Such approaches included demonstration, group work, practical
activities, practice, role playing, monitoring pupils’ activities and continuous assessment (question
and answer). These activities motivated learners and kept them interested in lessons being taught.

The evaluation observed that the greatest challenge facing schools, those in rural areas in
particular, was poor learning environment, including dilapidated classrooms and inadequate
infrastructure (desks/chairs). Regardless of these challenges, the evaluation noted, EGM teachers
tried their level best in applying what they had learned in EGM training.
4.7. Teacher Pedagogical Support and Monitoring by CSOs
According to the PRIEDE Implementation Manual, CSOs were expected to observe, support and
assess the early grade mathematics teaching regularly. They were expected to observe
Mathematics teachers in all schools within their zone and upload the data at least once per month
in the tablet provided. The tablet had appropriate software for assessment.

This evaluation sought to find out the extent to which CSOs offered pedagogical support,
supervision and monitoring to early grade mathematics teachers. Teachers were therefore asked to
indicate whether or not they received the pedagogical support from CSOs. The findings are
presented in Figure 4.27.
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5%

Yes
No

95%

Figure 4.27:Teachers Responses on whether they Received EGM Pedagogical Support from the
Curriculum Support Officers

Figure 4.27 indicates that CSOs offered pedagogical support to teachers, with 95% of them
indicating that they received support from CSOs. The 5% of teachers who indicated not to have
received such support is worth noting as it has a bearing on curriculum delivery.
4.7.1 Frequency of CSOs classroom observations
The evaluation sought to find out the number of times the EGM teachers were observed and got
pedagogical support from CSOs. The findings are summarized in Figure 4.28.
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5%
18%

31%

Once
Twice
Thrice
Other

46%

Figure 4.28:Number of Times that CSOs Observed Teachers’ Lessons in Class per term
As can be observed from Figure 4.28, a substantial percentage (46%) of teachers indicated that
they were observed in class twice per term, while 31% of them were observed once and 18% of
them were observed thrice per term. This points to regular monitoring and support of curriculum
implementation at school level.
EGM teachers were further asked to rate the usefulness of the pedagogical support they got from
CSOs. The findings are presented in Figure 4.29.

Figure 4.29:Usefulness of the Pedagogical Support from CSOs
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Figure 4.29, shows that the pedagogical support by CSO was largely useful, with majority (60%)
of the teachers rating the support as useful to a large extent, and 17% indicating that it was useful
to a very large extent. A notable percentage (20%) rated the support as useful to a medium extent.
However, there was still a percentage (2%) of the teachers who felt that the support was not useful
at all.
EGM teachers were further asked to indicate the extent to which pedagogical support received
from the CSOs improved their EGM teaching in the aspects listed in Table 4.10.
Table 4.10:Extent to which Pedagogical Support Received from the CSOs Improved EGM
Teaching
To a very
large extent

To a
large
extent

To a
mediu
m
extent

To a
small
exten
t

Not at all

%

%

%

%

%

Teacher preparation

33

46

17

2

2

How you Introduce your
lessons (e.g. linkage to
previous knowledge, use
of Key Inquiry Lessons)
Mastery of content

32

47

15

4

2

32

51

12

3

2

Use of appropriate and
varied teaching methods
Teaching
Number
concepts using different
strategies (e.g. addition
by
breaking
apart,
number line)
Learners Involvement

27

55

12

4

2

30

43

20

5

2

39

46

10

3

2

Classroom management

35

45

14

4

2

Post lesson Observation

21

46

27

4

2

Infusing CBC in EGM

28

45

22

4

1
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From Table 4.10, it is observable that pedagogical support by CSOs improved EGM teaching. This
is evidenced by for instance, the more than half of the teachers reporting that to a large extent the
pedagogical support helped them in use of appropriate and varied teaching methods (55%) and in
mastery of content (51%). It is also notable that considerable percentages of teachers reported that
pedagogical support by CSOs to a very large extent helped them to involve learners in the learning
process (39%) and classroom management (35%). CSOs pedagogical support to EGM teachers is
critical because it is part of continuous training and professional development of teachers to
improve competencies for developing Early Grade numeracy. Cross-country studies indicate that
such support has to be frequent at least once in three months and effective- including giving
feedback to teachers and preparing elaborate reports (Kazima & Jakobsen, 2018; Rawle et al.,
2019)
4.8. Head teachers Assessment of EGM Training
Head teachers were asked to indicate the additional support needed by Early Grade Mathematics
teachers. Table 4.11 presents the findings.
Table 4.11:Additional Support Needed by Early Grade Mathematics Teachers
Support needed

Percentage

Digital facilitation i.e. management of e-learning and access to
computers

11

Learning/Visual teaching aids

35

Connectivity of electricity to be charging gadgets since solar
panels have been stolen

2

More trainings on methodology due to many transfers

49

Good motivation for the implementers

3

Table 4.11 points to the need for continuous training in EGM to cater for teachers who may have
been transferred to other schools before being trained in EGM. Notably, close to half (49%) of the
Head teachers reported that there was a need for more training in methodology due to transfers.
There is also need for additional support in Learning/Visual teaching aids and Digital facilitation(
i.e. management of e-learning and access to computers) as reported by 35% and 11% of the Head
teachers respectively.
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4.9. Summary of Challenges on EGM Trainings
The evaluation established that the cascade model of training is a good innovation. However, there
arises challenges at the regional and zonal levels, where providing logistic and technical services
was a problem. There were large numbers of teachers to be trained at this level, thus creating
logistical challenges. Although the training programme and approach was uniform, the topics or
items to be covered were many and could not be covered comprehensively in 5 to 7 days. This is
further amplified by the following voice.
“It is not easy to know the quality of the people you are training. You therefore, need to
create more time to assess their levels before you design a training programme and go out
to train them. This was not planned for. Training teachers on both content and
methodology is not a simple exercise to be done in a week, in one seating. Teachers need
continuous capacity building.”
(Master Trainer, July 2019).

The study further revealed that school-based support and capacity development for continuous
school improvement and learning EGM methodology was inadequate, including platforms for peer
reviews and inter-school EGM teachers’ interactions and knowledge exchange. This is emphasised
by the following voice:
“A big gap was that there is no formal structures and modalities for school-based continuous
training, support and learning about EGM methodologies. The assumption was that one training
at zonal level, and the support by CSOs is enough and effective. But there is need to have a formal
framework and platforms to support teacher professional development and to enable inter-school
sharing of knowledge on EGM including successes and challenges and how to deal with them….”

(Master Trainer, July 2019).
The above challenges have implications on the effectiveness of the EGM training, and if not
addressed could impact on the quality of teaching of early grade Mathematics, and ultimately affect
acquisition of early grade numeracy skills by learners.
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CHAPTER 5. EVALUATION OF THE SCHOOL IMPROVEMENT PROGRAMME
PROCESS
5.0 Introduction
This chapter presents findings on the School Improvement Programme (SIP) process, with specific
focus on the following:
a. background to the School Improvement Programme; and
b. assessment of School Improvement Programme (SIP) process by Head teachers, Senior
teachers, teachers, BoM and Parents representatives, and national and county
education/project officials.
It also presents documentation of good practices arising from the implementation of the School
Improvement Programme regarding aspects such as utilization of School Capitation Grants.
5.1. Background to the School Improvement Programme
As indicated elsewhere in this report, this evaluation also targeted aspects of Component 2 of the
PRIEDE project, with specific focus on School Improvement Programme. The overarching
objective of the Programme was to strengthen primary school management and accountability for
improved learning outcomes. Under this programme, schools were to develop School
Improvement Plans (SIPs) showing priority areas that needed to be addressed in order to achieve
the overall objective. The process of implementation of the School Improvement Programme
involved 3 major steps, namely:
a. development of a training manual which was used to train school teams on the formulation
of School Improvement Plans;;
b. training of the school teams on School Improvement Planning by consulting firms; and
c. development of School Improvement Plans through a consultative process which involved
all the key stakeholders.
The Plans prioritized on implementation of strategies to address key learning challenges which
would help to turn around the performance of the schools. The challenges were identified through
the KCPE School Specific Analysis; Teacher Performance Appraisal and Development (TPAD)
process as well as an analysis of other areas in the school that impact on pupils learning. The Pilot
schools were then funded by the project to implement the key priorities in their School
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Improvement plans.
5.2. Assessment of School Improvement Programme
This subsection presents findings on evaluation of specific aspects of the School Improvement
Programme (SIP) process.
5.2.1 Training on School Improvement Planning
For effective implementation of the School Improvement Programme, school stakeholders,
(including Head teachers, Senior teachers, BoMs and Parents Association) were trained on among
others; development of School Improvement Plans; Utilization of SIP grant, and financial
management and record keeping. They were also trained on utilization of KCPE School Specific
analysis reports and implementation of the Teacher Performance Appraisal and Development
(TPAD). As part of the School Improvement Programme (SIP) process, target schools developed
School Improvement Plans, which were approved by County Directors of Education. MoE then
disbursed KShs. 500,000 to the target schools to fund the identified key priorities.
Document analysis of reports from the firms that undertook training of stakeholders on School
Improvement Planning revealed that a total of 18,791 school stakeholders were trained. This
constitutes 94% of those who had been planned to be trained under the project.
Further, majority (93%) of teachers reported to have attended SIP training.

5.2.2 Head Teachers Assessment of SIP Process
5.3.2.1 Involvement of school stakeholders in the Development of School Improvement Plans
One of the objectives of SIP was to enhance school stakeholders´ involvement in school
management and accountability. In this regard, the Head teachers were asked to indicate whether
stakeholders were actively involved in the process of developing the School Improvement Plan.
The findings are presented in Figure 5.1
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Figure 5.1:Head teachers Response on various Stakeholders’ Involvement in SIP Process

Figure 5.1 points to high stakeholder involvement and participation in the School Improvement
Planning process with 96%, 95%, 94% 93% and 92% of the Head teachers reporting that parents,
BoM, teachers, learners and community leaders, respectively were involved in the process.

Further, Head teachers were asked to indicate the extent to which each of the stakeholders was
involved in the SIP process. The findings are shown in Figure 5.2.

91

Figure 5.2:Extent of Stakeholders involvement
From Figure 5.2, it can be deduced that all school stakeholders played an active role in the SIP
process. For instance, 52%, 51% and 46% of Head teachers reported that learners, parents and
BoM were to a large extent involved in the SIP process.
5.2.3 Senior Teachers Assessment of School Improvement Programme Process
Senior Teachers were asked to indicate whether they were involved in the SIP process. Majority(
96%) of them reported to have been involved. Only 4% indicated that they had not been involved.

Senior teachers who reported to have been involved in the SIP process were further asked to report
on their nature of involvement. The findings are presented in Figure 5.3.
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Figure 5.3:The kind of Involvement for Senior Teachers in School Improvement Programme
Process
Figure 5.3 shows that Senior teachers were actively involved in the School Improvement
Programme process, with , for instance, 47%, 30%, and 15% of them indicating that they attended
relevant workshops, sat in the SIP committees and that they participated in writing School
Improvement Plan respectively. This is significant given the role of teachers in providing reliable
data on teaching and learning areas that need prioritization in the School Improvement Plan.

5.2.4 KCPE School Specific Analysis Reports
This subsection presents findings on KCPE School Specific Analysis reports.
5.3.4.1 Development of KCPE School Specific Analysis Reports
Conventionally, KNEC develops and disseminates KCPE and KCSE Examinations general
feedback reports every year.
These reports present general performance in terms of subject means, disaggregated by gender and
region. Under Sub Component 2.1 of the PRIEDE Project, KNEC was supported to produce
detailed School Specific KCPE Analysis Reports Performance trends were presented in a 3-year
period (2013-2015; 2014-2016; 2015-2017, 2016-2018) for each of the 4,000 schools targeted for
the School Improvement Programme (SIP) interventions.

93

The school-level KCPE analysis tabulated specific school and subject means compared to the
national mean. It also presented the percentage of pupils’ achievements at specific cognitive level,
as well as those giving correct responses to the test items. The reports further analysed pupils’
performance per topic/content/skill area with a view to foreground learning gap or areas of
weakness, as well as misconceptions and suggest more focused strategies of addressing these
misconceptions. The reports helped schools identify their areas of weakness, which they would
incorporate in the School Improvement Plan as key learning challenges and address them through
the SIP grants. Addressing these key learning challenges would help turnaround the performance
of the school. Further, although initially the analysis targeted only 4000 public primary schools, it
was scaled up to all primary schools (public and private) in the Republic of Kenya. At the time of
the evaluation, all primary schools could access their KCPE School Specific Analysis reports for
2013 to 2018. To date the aforementioned schools can access the reports for 2013-2019.
This evaluation focused on assessing whether schools received KCPE Analysis Reports and used
them as expected in developing priorities in the School Improvement Plan. The evaluation
indicates that provision of the KCPE School Specific Analysis reports was a good idea and an
important innovation. Various stakeholders at national, county and school levels indicated that
KNEC should continue providing KCPE School Specific Analysis reports going forward. The
KCPE School Specific Analysis reports are positively improving teaching-learning processes and
learning outcomes in the piloted schools. One key informant at national level summarized this
issue:
“Our objective was to establish a trend of performance for all subjects per specific school so that
the schools could also know why they are performing poorly. This would therefore allow these
schools to benchmark with those seen to be doing well. We did this by subject, by topic and, we
even went further to look at the methodology so as to inform us on how to advise the teachers on
how to improve. There is enough evidence of improvement in performance.” (National Level Key
informant, July 2019)

This is further amplified by the following voice of BoM Chairperson:

“I am aware that the analysis of KCPE results has been going on. We were told that KNEC
brought results of performance to help us understand our weak areas.... This to me was a
good thing because the intention of every parent is to see better results. It is always good
to compare. For example, we met yesterday with parents and told them that we are doing
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better now but we can do much better. We decided to brainstorm together with the teachers
who gave us some useful ideas.” (BoM Chairperson, from a school in Kisumu County)
The data from BoM Chairperson shows that the KCPE School Specific Analysis reports enhanced
stakeholder involvement in discussing measures to be put in place towards the improvement of learner
achievement.

5.3.4.2 Dissemination of the KCPE School Specific Analysis Reports
The evaluation found out that, for effective dissemination of the KCPE School Specific Analysis
reports, KNEC developed a web-based platform where KCPE School Specific Analysis reports
are uploaded. Each school was given a user name and a password to enable them access and
download the KCPE analysis reports. KNEC funded each of the SIP schools to facilitate printing
of the reports. For accountability, the funds were sent through the office of the County Director of
Education. The County Project Coordinator then coordinates the printing of the reports for each of
the SIP schools.

All the county officials (CDE, SCDE, CQASO, TSC- CD ) interviewed confirmed that the KCPE
School Specific Analysis reports were produced by KNEC as planned in the PIM. As one official
put it:
“This was a very professionally done exercise. The analysis was targeted, comprehensive and
informative. It was not just looking at the general mean scores, but also subject mean scores
nationally and for participating schools. Besides, analysis was done for each subject, questions
and areas tested…With a computer in my office or at a cyber I am able to access the KCPE analysis
reports, so long as I have official password. More importantly, as an education officer, I cannot
access KCPE School Specific Analysis for any of the SIP schools. It is only the school head who is
given a password for access to the school report…” (County Official, Key Informant, July 2019).

From the above voice, it is evident that dissemination of the KCPE School Specific Analysis
reports was largely effective.
To ensure effective utilization of the reports, Head teachers and teachers were trained on the
utilization of these reports to improve learning outcomes.
5.3.4.3 Receipt of KCPE School Specific Analysis Reports
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Head teachers and Senior teachers were asked to indicate whether they received KCPE School
Specific Analysis reports and how they received the reports. The findings as presented in Figure
5.4 and 5.5.

Figure 5.4:Head Teachers’ Responses on whether they Received KCPE School Specific
Analysis
Figure 5.4 indicates that at the time of the evaluation, more than three quarters (88%) of the Head
teachers reported that they had received the KCPE School Specific Analysis reports. This was
supported by the majority (88%) of teachers who indicated that they received the reports. However,
a notable percentage (12%) reported not to have received reports, yet KNEC had supported all
schools to print the reports, and access them online.
Teachers whose schools received the reports were asked to indicate the form in which they
received the reports. The findings are presented in Figure 5.5.
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Figure 5.5:Teachers´ Responses on the Form in which the KCPE Results Reports were received

Majority (60%) of the teachers indicated that they received KCPE School Specific Analysis reports
in the form of hard copy while 40% received them in soft copy through KNEC Website. This
would indicate that the majority of the schools may not have had access to the internet or the Head
teachers lack capacity in ICT.
5.3.4.4 Utilization of KCPE School Specific Analysis Reports
During the evaluation, Head teachers were asked to indicate how they utilized the KCPE School
Specific Analysis reports. The findings are presented in Figure 5.6.
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Figure 5.6:Head teachers’ Responses on how they utilised the KCPE School Specific Analysis
From Figure 5.6, it is observable that the KCPE reports were used as diagnostic tools, with, for
instance, considerable percentage (51%) of the Head teachers indicating that they worked with
teachers to analyse the KCPE reports to provide the basis for improving academic performance in
their schools, while a sizeable percentage (28%) of Head teachers indicated that the KCPE analysis
results were shared with the school stakeholders and used to identify weaknesses and solutions.
Another notable proportion (20%) used the analysis reports to internalize and understand KCPE
question format, with a view to improving the teaching-learning processes and measuring learning
outcomes at school/class level.
Teachers who had received the reports were further asked to indicate how their schools utilised the
KCPE School Specific reports. Their responses are summarised in Figure 5.7.
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Figure 5.7:Teachers´ Responses on how they used School Specific KCPE Analysis Reports
Figure 5.7 shows that the views of teachers are consistent with those of the Head teachers, with
more than three quarters (93%) of the teachers indicating to use them to identify the weak areas
and work on how to improve on them. Further, 6% of teachers indicated that they used the reports
to analyse performance on individual subjects while only 1% indicated that they used them to
change the methodology of teaching.

Head teachers were further asked to indicate to what extent the KCPE analysis reports helped the
school improve academic performance. The findings are presented in Figure 5.8.
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9%
6%

16%
To a very large extent
To a large extent
To some extent
To a small extent

32%

Not at all

37%

Figure 5.8:Head teachers Responses on the Extent to which KCPE Analysis Reports helped the
School Improve Academic Performance
Figure 5.8 indicates that the KCPE School Specific reports were pivotal to the improvement of
teaching and learning processes and learning outcomes . This is evidenced by, for instance, the
more than a third (37%) of Head teachers who indicated that the results helped them to a large
extent, and the sizeable proportion (16%) reporting that the analysis reports helped them to a very
large extent. A small proportion (9%) of Head teachers indicated that the reports were not helpful.

Teachers were also asked to indicate the extent to which the KCPE School Specific Analysis were
useful . The findings are presented in Figure 5.9.
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Figure 5.9:Teachers Responses on the Extent to which the KCPE School Specific Results were
useful.
Figure 5.9 shows that the rating of the teachers bears semblance with that of the head teachers.
Slightly more than a third (34%) of the teachers reported that the KCPE School Specific Analysis
reports were useful to a very large extent, while 21% of them indicated that the reports were useful
to a large extent.

To assess the quality of the content of the KCPE School Specific reports , teachers were also asked
if the information and content in the KCPE School Specific report was comprehensive enough to
help their school identify teachers and learners' weaknesses and suitable intervention measures.
The evaluation noted that the majority (91%) of teachers found the information and content
comprehensive enough to help the school identify areas that needed to be strengthened in teachers
and learners , and thus strategize to improve learning outcomes. However, there is still a
percentage( 9%) of Head teachers indicating that the reports were not useful.

The evaluation established that stakeholders at county and national level shared the positive view
expressed by Head teachers and teachers that the KCPE School Specific Analysis reports were
important to schools. Some of the voices by Key Informants support these views:
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1. “The school specific KCPE analysis reports have really opened up the teachers´
minds. They are now interested in their results and that of the school at large. They
also have the interest of getting to know how the other schools perform and why”.
(PRIEDE Technical Team Member, National Level, July 2019).
2. “ Head teachers and teachers, in some schools, and even pupils use the school
specific KCPE analysis reports to understand why they are not performing well and
how they can work together to change the trend- improve teaching and learning
and change pupils’ performance in KCPE.” (County Project Technical Team
Member, July 2019).
3. “….The parents received information about the project positively since it was
meant to assist the performance of their children. We were also given KCPE
analysis report which was helpful in pointing out to teachers some of the weak
areas to be tightened. The teachers are now very cooperative.” (BoM Chairperson,
a school in Kakamega County, July 2019).
The evaluation further found out that, in two urban and peri-urban schools, the reports were used
to build a school community of learning. Head teachers and representatives of BoM and parents
reported that the KCPE School Specific results target various school stakeholders and were:
a. used by school heads to have discussions and sensitization sessions with BoM and
Parents Association members;
b. distributed to teachers and have joint sessions organized to discuss the issues, causes
and how to solve them;
c. distributed to pupils in upper classes and used to discuss where they are not performing
well and why; and
d. used by Head teachers to sensitize parents during Annual general meetings or class
representative meetings.

The utilization of the KCPE reports is further amplified by the following voices of teachers:
1. “The KCPE reports have created a platform for the first time where school
heads, teachers, BoM and Parents Association representatives sit together
to discuss learning outcomes, teaching and learning and how to enhance
the same.”
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2. “In our school, we used the school specific KCPE analysis to identify that
our children perform poorly in KCPE because we have a poor foundation
at early grades”.
3. “We used the analysis reports to convince parents to contribute money
towards buying food to learners (we have a school feeding programme
supported by parents)”.
5.4.4 Challenges and improvement required on KCPE School Specific Analysis Reports
Head teachers were asked to indicate if they experience any challenges when using KCPE School
Specific Analysis reports. The findings are presented in Figure 5.10.

40%
Yes
No
60%

Figure 5.10:Head teachers Response on Whether they faced Challenges when using KCPE
School Specific Analysis reports
Figure 5.10 indicates that close to two thirds (60%) of the Head teachers indicated that they did
not experience any challenges using the KCPE Schools Specific Analysis reports. It is, however,
notable that a substantial proportion (40% )of Head teachers reported to have faced some
challenges. Some of the challenges are presented in Table 5.1.

Table 5.1 : Challenges faced by Head teachers when using the KCPE School Analysis
Report
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Table 5.1:Challenges faced by Head teachers when using the KCPE School Analysis

Challenge

Percentage

Interpreting the report to learners

61.1

ICT problem

11.1

Funds were not there to print copies for all
stakeholders

18.5

The reports were very brief

9.3

Table 5.1 shows that ability to interpret the reports to the learners was a major impediment to the
effective utilization of the KCPE School Specific reports, with more than half ( 61.1%) of the Head
teachers citing this as a challenge. Those reporting lack of funds to print the reports constituted
18.5 %, while those indicating that ICT was a challenge (thus not able to download or access the
reports) comprised 11.1%.
The above challenges are congruent with the issues raised at national level by some project
officials who indicated that:
1. “ Head teachers and Teachers were also sensitized on how to download and even read and
understand these KCPE School Specific Analysis reports. These reports are disseminated
down to school level. However, at school level, most head teachers hold these analysis
reports as very sensitive and virtually hold onto it. Only the few teachers of the difficult
subjects would photocopy their areas. But the ideal is that the reports should be accessed
by all including the other stakeholders. In good practices, school produced several copies
of the reports and distributed them to teachers, and innovative teachers distributed them
to learners and used them to teach in class.” (Member of Project Technical Committee,
National, July 2019).
One of the major impediments to effective utilization of the KCPE School Specific reports is inadequate
ICT skills and attitude towards use of computing devices. Key Informant Interviews revealed that a large
proportion of Head teachers did not use the tablets due to conservatism and inadequate capacity to use them.
The key Informant Interviews pointed to the need to sensitize Head teachers on the utilization of the tablets.

To assess the adequacy of the information provided in the KCPE School Specific Analysis reports,
Head teachers were asked to indicate whether the KCPE School Specific Analysis reports needed
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any additional components or information in order for schools to identify their teaching and
learning weaknesses. Figure 5.11 summarises the findings.

32%
Yes
No
68%

Figure 5.11:Head teachers Responses on additional Component KCPE School Specific
Figure 5.11 suggests that the KCPE School Specific Analysis reports were largely comprehensive
as evidenced by the more than two-thirds (68%) of the Head teachers indicating that no additional
component was needed. However, a considerable proportion (32%) of Head teachers pointed to
the need for consultations with KNEC to build consensus on additional components needed in
order to make the report more comprehensive.
5.4.5 Findings on Implementation of Teacher Performance Appraisal and Development
(TPAD)
This subsection presents findings on implementation of the Teacher Performance Appraisal and
Development (TPAD).
5.4.5.1 Background to TPAD
The overall purpose of the Teacher Appraisal and Development ( TPAD) system was to improve
and institutionalize result-based performance at the school level and enhance school based teacher
professional development. TPAD was to evaluate teachers´ performance and promote professional
development for enhanced learning outcomes. It further aimed at maintaining teaching standards
through a systematic teacher appraisal and development. TPAD tool was developed by the
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Teachers Service Commission (TSC), which was also responsible for collecting and analysing the
filled tools.
Table 5.2 shows the Teacher Appraisal Domains.
Table 5.2:Teacher Appraisal Domains:
Domains

Competencies

Sources of Evidence

Professional
knowledge

Know learners and how they From learners
learn
Exercise books, display of students’
works, test and exam results, report
Know the content and how to cards, awards and trophies, feedback
teach it
from parents etc.

Pedagogical
Practices

Plan for and implement effective From teachers
teaching and learning
Lesson plans, teaching journals,
schemes of work, teaching materials
Create
and
maintain
a
supportive and safe learning and learning aids, test papers, marking
schemes,
research
projects,
environment
communication with parents/guardians
Assess, provide feedback on and etc.
report on learners’ learning
Engage in professional learning From schools Teacher attendance

Engagement

records (both at school and in class),
Engage professionally with
learners’ attendance, retention and
colleagues, parents/guardians
drop-out records, communication with
and community
parents/guardians/community,
classroom observations records, staff
meeting minutes etc.
Source: PIM, (Revised) 2017

Teachers were expected to download the tool, fill it on-line and submit it to TSC.

5.4.5.2 Implementation and Usefulness of TPAD in Schools
The Evaluation sought to find out if SIP schools had implemented TPAD. Head teachers responses
indicated that almost all (98%) of them had implemented the TPAD in their schools, while 2%
reported that they had not implemented during the evaluation period.
However, all the teachers indicated that they had filled the TPAD tool.
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Head teachers were asked to indicate how the teachers in their schools perceived TPAD. The
findings are presented in Figure 5.12.

Figure 5.12:Head teachers Responses on General Perceptions of Teachers towards the TPAD
Tool
Figure 5.12 indicates that the majority of the teachers had a positive attitude towards TPAD. This
is evidenced by the 27%, 21% and 16% of the Head teachers reporting that teachers were positive
about the tool and that it had improved their work; teachers found the tool to enhance their
performance and that teachers had embraced the TPAD, respectively. . However, there is still a
substantial proportion of teachers who found the tool bothersome and cumbersome as reported by
36% of the Head teachers. Notably, majority of teachers have embraced the tool. The TSC
representative at national level indicated that the teachers’ perception of the tool was encouraging.
This is because the approval by teachers is about 85%.

Head teachers were further asked to indicate the extent to which teachers´ participation in TPAD
was useful in improving their school academic performance. Their responses are summarised in
Figure 5.13.
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Figure 5.13:Head teachers Responses on the Extent to which Teachers’ Participation in TPAD
Process is useful in improving their School’s Academic Performance

Head teachers reported that TPAD is a very useful tool in improving school academic performance,
with 29% of them reporting that the tool was useful to a very large extent and 40% indicating that
the tool was useful to a large extent. This implies that with good management and support, TPAD
would be a very useful tool for improving a school's academic performance.

Teachers were also asked to rate the usefulness of TPAD. The findings are shown in Figure 5.14.
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Figure 5.14:Teachers' Response on the Extent to which TPAD is Essential to all Teachers
Figure 5.14 shows that teachers' ratings of the usefulness of TPAD do not significantly deviate
from that of the Head teachers. A considerable percentage (39%) of the teachers indicated that
TPAD was to a large extent essential to all teachers, while 21% and 33% reported that it was
essential to all teachers to a very large extent and medium extent respectively.
These findings are critical to the success of TPAD since Head teachers and teachers are the
beneficiaries of TPAD. If the tool is embraced by all the Head teachers and teachers, the outcome
will be effective teaching and learning processes and improved learning outcomes.
5.4.5.3 Effect of TPAD on Teaching and Learning Outcomes in Schools
Head teachers were asked to indicate the extent to which TPAD influenced teaching and learning
outcomes in their schools. Table 5.3 presents the findings.
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Table 5.3:Head teachers’ rating on the influence of the TPAD on Teaching and Learning
Statement on Influence of TPAD

Strongly
Agree
%
Teachers are more punctual at work
43
and in class attendance

Agr
ee
%
48

Averagely
Agree
%
9

Disagree
%
0

Strongly
Disagree
%
0

There
is
improved
teacher
participation
in
co-curricular
activities
Teachers present up to date
professional documents in time

28

45

20

6

1

31

46

20

3

0

Analysis of pupils’ performance is
done with precise details

23

58

16

3

0

Teachers demonstrated increased
knowledge of legal and professional
provisions pertaining to the
workplace
Teacher/pupil
professional
relationship has improved

24

54

18

4

0

33

52

12

2

1

Teachers have assisted pupils to
discover their talents and more
pupils participate in various school
activities
More teachers are taking up
continuous
professional
development courses
Teachers have the skill to establish
and
maintain
collaborative
relationships with parents and
stakeholders

36

48

12

3

1

15

47

25

12

1

21

56

18

4

1

Table 5.3 shows that the TPAD had a positive influence, not only on the teaching and learning
process, but also on learning outcomes. This is evidenced by for instance, the substantial
percentage (43%) of the Head teachers strongly agreeing that teachers were more punctual at work
and in class attendance. It is also significant to note that more than a third (36%) of the Head
teachers strongly agreed that TPAD had helped teachers to assist pupils discover their talents and
more pupils participate in various school activities, while 33% strongly agreed that teacher/pupil
professional relationship had improved due to TPAD. In a similar vein, more than half (58%) of
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the Head teachers agreed that due to TPAD, analysis of pupils’ performance was done with precise
details.
5.4.5.4 Challenges faced in the Implementation TPAD in Schools
Head teachers were asked to indicate the challenges faced by their schools in implementing TPAD.
The findings are presented in Figure 5.15.

Figure 5.15:Head teachers Responses on Challenges faced by their Schools in Implementing
TPAD
Figure 5.15 shows that implementation of the TPAD faced various challenges. For instance, close
to half (47%) of the Head teachers reported that TPAD was time consuming. Perhaps one of the
most critical impediments to effective implementation of TPAD in schools was lack of internet.
Close to a third (32%) of the Head teachers indicated that filling of TPAD returns was a challenge
due to lack of internet.
5.2.5 Findings on Annual School Audit
This subsection presents findings on Annual School Audit.
5.4.6.1 Objectives and Training on School Audit
As articulated in the Project Implementation Manual (PIM), the School Audit is a sub-component
of Strengthening School Management and Accountability. The mandate of the school audit is to
ensure effective control over institutional resources and activities by: monitoring appraising and
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reporting upon the institutions’ internal control procedures; investigating and reporting upon
suspected areas of fraud or irregularity; and conducting final annual audit to obtain an assurance
of compliance by institutions with the Ministry’s financial reporting guidelines. Systems audit
incorporates risk audit and involves a structured interrogation of the various internal controls put
in place by the managements of institutions to safeguard assets and liabilities. This type of audit is
carried out on each school once a year by a team of 2 auditors at sub-county level. As part of the
SIP processes, a school Audit benchmark was set during the baseline Audit and this determined if
grant funds would be released to a school.
Discussions with the Directorate of School Audit Services indicated that the Directorate of School
Audit staff at both the national and county level was actively involved in SIP process. The role of
the School Audit was to verify that the money sent to schools, for SIP, was used for the intended
purposes only (as per the approved School Improvement Plan). It was to confirm that all
procedures of procurement were used. The audit also checked on updating of the school ledgers.
The School Audit unit was also responsible for conducting training of Head teachers and BoM on
financial management and accountability.
5.4.6.2 Head teachers training in Financial Management
Head teachers were asked to indicate if they had been trained in financial management under SIP.
The majority (93%) indicated that they had been trained , while 7% indicated that they had not
been trained.
Head teachers who reported to have received training were further asked to indicate how financial
management training under SIP enhanced their knowledge and skills on financial management.
The findings are presented in Figure 5.16.
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Figure 5.16:Head teachers Responses on the usefulness of Financial Management Training
under SIP
As can be observed from Figure 5.16, the Financial Management Training under School
Improvement Programme not only empowered Head teachers with more relevant knowledge on
financial management but also improved accountability, enhanced school stakeholders’
participation in financial decision making, and Bookkeeping as reported by 30%, 25% 24% and
19% of the Head teachers respectively.

5.4.6.3 School Audit
Head teachers were also asked to indicate whether their schools had been audited during the SIP
process. The evaluation revealed that nearly all the schools had been audited, with 98% of the
Head teachers indicating that their schools had been audited at least once after the inception of
SIP. As a good practice, auditing for all SIP schools had been done in 2016, and 2017 while that
for 2018 was being conducted at the time of this evaluation. The findings imply that the
requirement of the Project was adhered to.
5.4.6.3 Usefulness of the School Audit
Head teachers who had reported that their schools had been audited were further asked to indicate
how useful the school audit was to schools. Figure 5.17 presents the findings.
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Helps monitor school
levies

12%
30%

It shows on which areas
to improve on

15%

We are able to identify
strong and weak
Planning of specific
strategies

20%

Show proper utilization of
funds

23%

Figure 5.17:Head teachers Responses on the Usefulness of School Audits
As can be observed from Figure 5.17 school audit is essential, not only in enhancing financial
accountability in schools, but also in informing on gaps that need to be addressed.. For instance, a
substantial percentage of Head teachers 30% indicated that school audits were beneficial in
showing effective utilization of funds, while 23% indicated that it was useful in informing school
planning and addressing specific challenges. Further, 20% and 15% reported that the school audit
was useful in identifying weak and strong areas and showing which areas needed to be improved
on, respectively.
5.4.6.4 Effectiveness of School Internal Controls
The SIP process required schools to implement internal controls such as; budgeting , planning,
procurement, revenue control, purchase and store Bookkeeping and financial reporting systems.
The evaluation, therefore, also sought to find out how the School Improvement Programme process
influenced schools´ establishment of these internal financial controls. Head teachers were asked to
rate the effectiveness of school internal controls in safeguarding assets and liabilities. Table 5.4
presents the findings.
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Table 5.4:Head teachers rating the effectiveness of school internal controls in safeguarding
assets and liabilities
Internal control
elements

To a
very
large
extent
%
Planning system
23
Budgeting system
22
Procurement system 23
Revenue
control 20
system
Purchase and store 21
system
Book-keeping
23
function
and
financial reporting
Financial reporting 21
system
Textbook/asset
28
verification
procedures

To a
large
extent

To a
medium
extent

To a small
extent

Not sure

%

%

%

%

59
61
56
52

17
17
18
23

1
0
2
2

0
0
1
3

58

21

0

0

55

21

1

0

51

25

2

1

46

18

5

3

Findings in Table 5.4 show that the SIP process has enhanced the establishment of internal
financial controls and strengthened schools’ ability to safeguard assets and liabilities. For instance,
61%, 59% and 58% of the Head teachers reported that school internal controls were to a large
extent effective in safeguarding the budgeting , planning, and purchase and store systems,
respectively.
This finding was confirmed by the School Audit Reports of 2016 and 2017 (Directorate of School
Audit Report, 2016 and 2017). From the 2017 report, 3,995 out of the 4000 schools were audited
and categorized in three classes (A, B and C) depending on the availability of basic financial
records/management system as presented in Table 5.5.
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Table 5.5:Baseline Audit Report Categorization of SIP Schools (2017 Audit)
Category

No. of schools

% No. of schools

A
B
C

287
1897
1811

7
48
45

Source: Schools Audit, 2017
Key:
A = Schools with good basic financial management system, including Bookkeeping, clear
financial records, etc.
B = Schools with some basic financial management system
C = Schools that either lack or have scanty financial records.

Initially, the majority of the schools had limited financial records/management systems. However,
after training, implementation of SIP and follow-ups, the 2018 School Audit report indicated that
SIP schools had better results as shown in Table 5.6.
Table 5.6:Audit Report Categorization of SIP Schools (2018) Audit
Category
A
B
C

No. of schools
2210
1282
340

Performance (%)
Above 70
Between 39 and 69
Below 38

Comments
Maintained records
Most schools were in this
category at Baseline

Source: Schools Audit, 2018

Table 5.6 indicates that 70% and above of the schools receiving SIP interventions compared to
only 7% during the Baseline had maintained school records, while a smaller proportion (38%) of
schools was in Category “C” (either lack or have scanty financial records) compared to 45% during
baseline audit. This gives a justification for continued training on bookkeeping and financial
management.
Discussions with officials of the Directorate of School Audit Services indicate that SIP schools are
embracing rules of good procurement and financial management, as indicated in the following
voices.
1. “The perception of school audits is also changing from negative/policing to positive. This
is part of good school management and value for money” (National School Audit Services
Official, July 2019).
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2. “Unlike before, the Head teachers /teachers are now very happy about the audits, and it
can be seen that the non-SIP schools are now benchmarking with the SIP schools with a
view to improving in their performance.” (County School Audit Services Official, July
2019).
The evaluation shows that the School Audit positively influenced utilization of the SIP grant funds
by schools. These are good practices that can be replicated in non-SIP schools.
5.4.6.5 Training needs
Despite the positive progress made in school audits, Head teachers indicated that they needed
further/additional training on financial management as shown in Figure 5.18.
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Figure 5.18:Head teachers Areas for further Training on Financial Management and Internal
Control
Figure 5.18 points to capacity gaps in key areas of financial management and internal control such
as bookkeeping system, financial reporting systems, procurement systems as reported by 30%,
27% and 21% of the Head teachers respectively.
5.4.6.6 Challenges facing School Audit
This evaluation further established that although Directorate of School Audit has relevant and
useful frameworks and tools for school audits, its capacity to carry such audits is limited, especially
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at county level across the country. One of the key challenges is the small number of audit personnel
compared to the number of public schools across the country. This limits the number of schools
that could be audited in a year. Other challenges observed were, for instance, insecurity and
transport as summarized by the following voice of a Key Informant:
“…due to insecurity, we did not manage to go to all the schools. Places like Baringo, Marsabit
and Wajir, were very volatile. There was also the issue of transport; the government does not have
enough vehicles so it is really a big challenge visiting schools in time, in particular those in ASAL
and remote places…The Directorate of School Audit, in particular at County level, needs additional
capacity strengthening – additional qualified auditors, training, transport and other relevant
requirements.” (School Audit Service, Key Informant, July 2019).

5.4.7 Utilization of the SIP Grants
This subsection presents findings on the utilization of the SIP grant.
Schools targeted for SIP interventions were provided with Ksh. 500,000 to implement top priorities
of their School Improvement Plans (SIPs) addressing their key pupil learning challenges. Key
Informants at the county level indicated that all schools had spent the money, given through the
initiative, well. This was evident by schools having supporting documents such as payment
vouchers, contracts, and BoM minutes. They had also spent the grant according to identified
priorities as stated in their plans.
5.4.8 Provision of Tablets and Head teacher’s Ability to use Tablets and or Smart phones
The evaluation also sought to establish whether Head teachers had been provided with tablets and
their ability in manipulating and using tablets/smartphones for data recording and submission.
The evaluation revealed that almost all (95%) of the Head teachers had been provided with tablets
for recording SIP data.
Figure 5.19 presents findings on Head teachers ability to manipulate and use tablets or smartphones
for recording and submission of SIP data.
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Figure 5.19:Tablet/Smartphone for Data Recording and Submission
From Figure 5.19, it is notable that a substantial proportion of these Head teachers reported to be
competent in manipulating and using tablets/smartphones to record and submit SIP data. For
instance, 29%, 18% and 9 % of the Head teachers reported that they were good, very good and
excellent respectively, in using the gadgets. However, there is a sizable percentage (26%) who
reported that they required training to be able to effectively use the tablets/smartphones for data
recording and submission. It is also notable that, as indicated by one of the Key Informants of the
study, there is a need to sensitize Head teachers to be more receptive to innovative ideas in order
to effectively make use of the tablets in their duties as administrators and instructional leaders.
Head teachers were asked to indicate the type of data collected for submission to the SIP reporting
database. The findings are presented in Table 5.7.
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Table 5.7:Head teachers´ Responses on the Type of Data Collected for Submission to the SIP
Reporting Database

Type of data

Percentage

Finance received

17

Expenditure of the amount received for SIP

13

School performance

16

School general improvement

7

Information on the Learner

2

NEMIS

8

KNEC registration

2

Reports on data analysed

3

Teachers records

3

Assessment records

9

School enrolment

21

Table 5.7 indicates that Head teachers used tablets to collect various types of data. For instance,
21%, 17% and 16% of them reported to use tablets to collect data on school enrolment, finances
received and school performance, respectively.
Head teachers were further asked to indicate whether they analysed the SIP data collected at school
level. More than three quarters (79%) of them reported that they analysed the data.
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Head teachers who reported to have analysed the SIP data collected were further asked to indicate
how they used the data . The findings are shown in Table 5.8.
Table 5.8:The Uses of Findings from SIP Data Analysis
Use of findings

Percent

To check whether the schools performance is
improving
Used as a guide for the school

28

To identify areas that require more attention

21

To help improve the running of schools

41

Pupil learning is improved

3

7

As indicated in Table 5.8, Head teachers reported that the school data collected was useful in
identifying and addressing factors that could improve school management and performance. For
instance, more than a third (41%) of Head teachers indicated that the data helped them to improve
the running of schools, while 28% reported using the data to check whether the school’s
performance was improving. In addition, 21% reported that they used the data to identify areas
that required more attention.
Head teachers were further asked to indicate how tablets / smartphones helped in improving school
learning, school administration and school accountability to stakeholders. The findings are
presented in Table 5.9, 5.10 and 5.11.
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Table 5.9:Role of Tablets/ smartphones in Improving School Learning

School Learning

Percent

Teachers use them to teach

27

Access education data

19

Keeping records of the learners

26

Coordination of activities

12

Enhance ICT literacy

16

Table 5.9 shows that tablets/ smartphones improved learning in schools. For instance, 27%, 26%
and 19% of the Head teachers reported that the gadgets were used to teach, keep records of the
learners and access education data respectively.
Table 5.10:Role of Tablets/ smartphones in School Administration

School Administration

Percent

Delivering official requirements needed by
the Ministry

12

Data access /storage of school information

56

Easy access to information

26

Keeping school records

6

From Table 5.10, it is observable that use of tablets/ smartphones enhanced administration. For
instance 56%, 26% and 12% of the Head teachers indicated that these gadgets facilitated storage
of school information, easy access to information and delivering official requirements needed by
the Ministry, respectively.
Table 5.11 presents findings on the role of tablets.
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Table 5.11:Role of Tablets/ smartphones in School Accountability to Stakeholders

School accountability to stakeholders

Percent

Enhancing participation/ Involving relevant
school stakeholders

59

Circulate and store data

27

Information Database

14

Table 5.11 shows that Tablets/smartphones allowed accountability at school level, with 59% of
the Head teachers indicating that the gadgets helped in enhancing involvement of the relevant
stakeholders. Those reporting that the gadgets helped in circulating and storing data, and that they
acted as a database of information comprised 27% and 14% respectively.
Head teachers were further asked to indicate whether their schools got a facilitator who assisted in
identifying, and prioritizing the school’s needs. The findings are presented in Figure 5.20.

Figure 5.20:Head teachers response on whether they got support from facilitators
From Figure 5.20, it is observable that schools received support during the School Improvement
Planning process, with more than three quarters (81%) of them. reporting to have been helped by
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facilitator It is, however, worth noting that 19% reported not to have gotten support, yet it was a
requirement of the SIP process.
Head teachers who reported to have been supported by facilitators were further asked to indicate
the extent to which the facilitator’s guidance was helpful to them in making proper decisions. Table
5.12 presents the findings.
Table 5.12:Head teachers Response on Guidance in School Improvement Planning:
Facilitators guidance in making decisions

Percent

To a very large extent

29

To a large extent

37

To a medium extent

27

To a small extent

5

Not at all

2

Table 5.12 indicates that the support given by facilitators to schools during the SIP process was
useful. This is evidenced by the 29%, 37% and 27% of the Head teachers reporting that the support
guided them to a very large, large and medium extent respectively, in making decisions.
Head teachers were also asked to suggest ways in which the facilitators' engagement with schools
can be improved. The findings are summarised in Figure 5.21.
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Figure 5.21:Head teachers responses on how Facilitator’s Engagement in Schools can be
Improved
Figure 5.21 shows that in order to improve facilitator’s engagement at school level, there is need
for more training at school level, to have a priority identification criteria, and provision of facilities
as reported by 61%, 20% and 19% of the Head teachers respectively.
Head teachers were also asked to indicate the advice they would give to a school starting the SIP
process for the first time, in terms of needs identification and selection of priority areas. The
findings are summarized in Figure 5.22.
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Figure 5.22:Head teachers Responses on advice they would give to a school starting the SIP
Process
Key among the suggestions given by Head teachers on good practices in the SIP process are
involvement of stakeholders, prioritization of the needs and improving the learning environments,
as reported by 38%, 27% and 18% respectively.
Further, Head teachers were asked to suggest ways of improving the SIP process. The findings are
presented in Figure 5.23.

Figure 5.23:How SIP Process can be improved
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Figure 5.23 indicates that half (50%) of the Head teachers were of the opinion that the SIP process
can be improved through provision of more funds. Those suggesting prompt payments for training
and more refresher training constituted 29% and 8% respectively.
In addition, Head teachers were asked to suggest ways of improving the management of capitation
grants. The Findings are presented in Table 5.13.

Table 5.13: Ways of Improving Management of Capitation Grants

What should be done to improve the management of capitation
grants?
Sensitization and determining priorities

Percent
5

More refresher trainings in financial and procurement management

34

Get at least one priority

7

Annual capitation
Consider enrolment
Monitoring the implementation of priorities

9
19
12

Proper bookkeeping

5

There should be a school auditor to ensure management of capitation

9

From Table 5.13, it is observable that management of capitation grant can be improved through,
among other things, more refresher trainings in financial and procurement management,
considering enrolment of a particular school before allocating capitation grant, and monitoring the
implementation of priorities as reported by 34%, 19% and 12% of Head teachers respectively.
Asked to comment on capitation grant during Focused Group Discussion, one of the parents noted:
“FPE grant that is given to the school is good because it alleviates the burden that parents have
to carry but we feel it is little. In most cases parents are forced to contribute. Is it possible to
increase the amount so that we do not end up with misunderstandings between the school and the
parents whenever children are sent home for money?”
(FGD with parents of a school in Kakamega County, July 2019)
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5.4.9 Challenges faced during the Implementation of SIP
Head Teachers were asked to indicate the challenges they faced during the implementation of SIP.
Figure 5.24 presents the findings.
Little money
Time consuming
Bringing together all stakeholders
Disbursement of funds normally delays
Educating parents and pupils about SIP
Preparation of SIP Action plan
Conflict of interest between BoM and PTA
ICT/Network problem

35
25
14
13
8
2
2
1
0
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20

25

30

35

Percent

Figure 5.24:Head teachers´ Responses on the Challenges faced during the SIP Process:
From Figure 5.24, it is observable that Head teachers faced various challenges in the
implementation of the SIP, with, for instance, more than a third (35%) of them reporting that the
SIP grant was inadequate, and 25% finding the process time consuming. Other challenges include;
difficulty of bringing all the stakeholders together (14%) and delay in disbursement of funds
(13%). Delay in disbursement of funds was also observed by representatives of BoM as a challenge
to the implementation of the SIP as evidenced by the following voice:

“Late disbursement is a challenge because money which comes late cannot work properly. The
money should as much as possible come on time so that the schools are able to do budgeting
on time and be utilized on time. That will give certainty to the school unlike a situation like
where we are in now, the term is about to end but then you do not know whether the money
will come or not.” (BoM Chairperson, a school in Bungoma County, July 2019)
The findings from Head teachers and BoM Chairperson are in harmony with those from interviews
with County Project Coordinators (CPCs). The following voices attest to this:
1. ''funds for some activities are disbursed late; …The fuel money is always
available but it is not sent in time''.
2. ''The teachers being trained are supposed to be refunded fare and lunch but
the money takes time...''.
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(CPCs representative)
The evaluation further revealed that the SIP Process at County level was faced with challenges
such as the ones pointed out by the following voices:
1. Communication: ''there are a few Head teachers who are not in some of WhatsApp
platform groups. However, the affected Head teachers get information from their
colleague Head teachers''.
2. Transport: ''I wish the project can hire a vehicle''.
3. Training materials not readily available: ''even stationery for training, I have to
go to the bookseller to borrow in order to pay later ...''
(CPCs representative)
Further, transfer of key resource persons, teachers and Head teachers was reported by County
Directors of Education as one of the factors affecting the implementation of SIP activities. One of
the respondents noted that some of the new teachers in schools targeted for SIP s were from schools
which were not targeted for SIP, hence finding it difficult to implement SIP activities. It is
significant to note that transfer of teachers was also cited as a challenge to the implementation of
SIP by representatives of BoM.
5.3. Summary on SIP Process
In summary, the evaluation indicated that the School Improvement Programme helped targeted
schools to enhance school stakeholder involvement in decision making. It also enhanced financial
management and reporting, as well as learning outcomes. It is important to benchmark these good
practices and scale them up to all schools in order to ensure effective utilization of the existing
Capitation Grant. Arguably, when prioritization of school needs is done in a consultative manner,
schools are adequately funded, and continuous training of school stakeholders in governance and
financial management is conducted, learning outcomes are improved.
The subsection that follows presents some of the good practices from SIP recorded during the
evaluation.
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5.4. Lessons Learnt during SIP Process
The Evaluation sought to find out the lessons learnt from the SIP process. The findings are
presented in Figure 5.25 .
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Figure 5.25:Head teachers’ list of Lessons Learnt during SIP Process
Figure 5.25 indicates that the SIP process accorded the Head teachers the opportunity to learn
effective school management and accountability. For instance, 35% of the Head teachers indicated
they learnt about accountability, while 26% reported that they learnt good management/financial
records. Other lessons included bookkeeping and procurement record
(16%) collaboration ( 13%) and patience (10%).
The lessons learnt by Head teachers were echoed by other stakeholders such as CPCs who noted
that the SIP process had achievements such as: improved financial accountability by the Head
teachers; creation of more child-friendly school environments – with improved availability of
water, washrooms, toilets and water points; improvement in the provision of teaching and learning
materials (with adequate provision of books and supplementary materials in all SIP schools). It is
also observable that CPCs rated the SIP process as a tool for capacity building. One of them noted:
“The project has left stakeholders empowered. Head teachers are now able to handle
books of accounts– cash books, reconciliation etc. very well. It is now very easy to make a
follow-up on expenditures in schools”. (CPCs representative)
Head teachers were further asked to suggest the advice they would give to a school embarking on
the SIP process for the first time. The findings are presented in Figure 5.26.
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Figure 5.26: Head teachers Responses on Suggestions to School Embarking on SIP
Process for the First Time
From Figure 5.26, it is observable that the School Improvement Programme helped Head teachers
to learn good practices that other schools not benefiting from SIP should emulate. For instance,
more than a third (38%) of the Head teachers indicated that they would advise schools embarking
on the SIP process for the first time to involve all stakeholders in the School Improvement
planning, while 27% would advise the schools to ensure prioritization of needs.
5.5. Good practices from the School Improvement Programme
Through triangulation of data from document review and primary sources, the evaluation
documented some good practices that can be replicated to other schools across the country. Some
key practices are highlighted:
a. Effective support and supervision: The success of the School Improvement Programme
was as a result of continuous support and effective supervision. School stakeholders (the
parents, BoM, Head teachers, and the teachers) were all involved in the process, in aspects
such as defining stakeholders, identifying needs and priorities of the school, planning and
approval of budgets, and procurement. The mandatory requirement to involve all school
stakeholders in the development of a school improvement plan and accountability of the
grant is important;
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b. Development of School Improvement Plan: The development of a 3- year school
improvement plan was a good practice. It provided an opportunity for school stakeholders
to critically examine the state of their school and articulate their dreams and ambitions. It
was also an important strategy in building community/parents’ leadership, mobilising
additional resources for school development, and creating an enabling environment for
teaching and learning.
c. Funding model: Availability and accessibility of financial resources to schools for project
activities based on School Improvement Plan, developed in a consultative manner, is a
good practice. The plans were based on school priority needs. Giving schools the
opportunity and authority to develop school improvement plans, and spend grant resources
according to these plans, increases school management and accountability, as well as
fosters community buy-in.
d. Adequately resourced monitoring, evaluation, and auditing: The success of the School
Improvement Programme was due to adequate allocation of funds for the monitoring, and
auditing processes. The funding of these processes formed part of the total programme
budget.
e. Inclusive participation and consultation among stakeholders: The success of School
Improvement Programme was as a result of continuous and effective participation and
consultation among school stakeholders during the development of school improvement
plan. This process was effectively supervised and monitored by county and national
education officials coordinated by the National Project Coordination Unit (NPCU). The
two strategies resulted in the development of implementable school improvement plans
and effective accountability of the grants given to schools.
f. Training on SIP process: School stakeholders were trained on School Improvement
Planning, school management and accountability in general. They were also trained on the
following areas: financial management and reporting, risk management, identification of
needs and prioritization.
g. Comprehensive annual school audit: A comprehensive school audit that went beyond
looking at financial statements and analysed subtle but key school operational learning
environment structures, namely: i) BoM meeting minutes ii) involvement of teachers in
financial expenditures through tendering committees iii) store management and keeping
and, iv) compliance with SIP plans, is a good practice. The school audit was also done
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annually during the intervention period. This enshrines a holistic view on the need of school
to focus on improving teaching and learning and performance of pupils across classes.
h. Predictable and timely allocation and disbursement of funds: Schools that implemented
SIP were allocated Kshs. 500,000, which was timely disbursed in two instalments. The
schools planned and implemented their activities as scheduled.
i. Utilization of the KCPE School Specific Analysis report: The KCPE School Specific
Analysis reports were used to identify learning gaps. Schools used the reports to prioritize
areas that needed support. This practice needs to be replicated to all schools ; primary and
secondary.
j. Disclosure as tool for safeguards and enhanced accountability: Notably, the SIP
process enhanced disclosure of funds received for school projects. Representatives of BoM
reported that the requirement for schools to show how much they received, expenditure, as
well as the progress of projects allowed for justification on utilization of funds by schools.
k. Planning, budgeting and resource mobilization: Further, as reported by a representative
of BoM, schools were operating with plans and budgets. These plans and budgets
facilitated resource mobilization to support other projects in the school. A case in point was
Ongoro primary school in Rangwe which used the SIP to mobilize funds for construction
of a classroom.
5.6. Management of Capitation Grant
The GoK through the MoE provides schools with approximately Kshs. 12.5 Billion per year in
form of capitation grants. It is therefore important that these funds be effectively utilized to
enhance learning outcomes. The capitation grant on Free Primary Education (FPE), is Kshs. 1,420
per enrolled child, per year. The funds are managed by the Boards of Management (BoMs). A
school has two bank accounts: School Instructional Material Bank Account (SIMBA) and General
Purpose Account (GPA). Funds sent to the SIMBA account are utilized on purchase of textbooks,
supplementary readers, teachers’ guides, reference materials, exercise books and stationery,
maintenance of text books and expenses on assessments and examinations. The GPA Account is
used to cater for expenses related to
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Support staff wages, building, repairs and maintenance, co-curricular activities, local transport
and travelling, electricity, water and conservancy, telephone/box rental/postage, environmental
& sanitation, capacity building and meetings.
The MoE has developed and distributed financial management and procurement manuals and
handbooks to schools to guide utilization and management of funds.
This evaluation also sought information on the minimum essential package that a school should
have in order to operate optimally. It also sought to document best practices that would in future
inform effective allocation, as well as management of, and accountability for learner capitation
grants. Key informants at national, county and school levels reported on issues that have important
policy implications regarding the current learner capitation grant. These concerns include the
following:
a. The current allocation of Ksh1,420 per pupil was reported to be inadequate to meet school
needs. All (100%) Head teachers, BoM and PA representatives pointed to the need for the
capitation grant to be increased;
b. The formula of capitation based on pupil enrolment was argued to disadvantage schools
with few learners and may not meet operational budgetary needs;
c. The current capitation grant formula and disbursement treats all public primary schools as
if they have the same needs, thus are given uniform allocation for GPA;
d. Disbursement of funds to schools is not always in time, this adversely affects schools’ prior
budgeting and , hence do not benefit from discounts and bargaining advantage. This further
delays service deliver; and
e. The management and monitoring of the current learner capitation grant needs review and
a new policy direction.
Further, the County Education officials viewed the centralization of supply of textbooks to schools
as a positive move, despite challenges of distribution and storage.
Triangulation of data from various sources, including literature, offers various suggestions that
could inform effective allocation, disbursement, management and monitoring of learner capitation
grants. Some of these ideas are:

134

a. School Mapping: Undertaking a comprehensive school mapping will facilitate knowing
the location and condition of all schools across Kenya. The mapping will enhance the
effectiveness of the National Education Management Information System.
b. School Needs Assessment: This is pivotal in establishing the school needs on various
items, including infrastructure, teaching and learning resources, water & sanitation, food,
health, security, and transport among others Through school needs assessment, MoE will
determine the unit cost per child based on factors such as enrolment and come up with
differentiated unit cost of financing education. This will further ensure equitable
disbursement of capitation grants;
c. Study on the impact of the existing learner capitation grant on school participation,
school management and learning outcomes should be done to inform policy;
d. Fixed amount per school, In order to address the issue of fixed costs which are largely
independent of school size, and cognizant of the need for equitable disbursement of
capitation grant, MoE will provide fixed amount per school on top of the capitation grant;
e. Parental engagement. Parents should support the education of their children by ensuring
that they are enrolled in school at appropriate age, ensuring regular attendance to school,
financing of items such as school feeding, essential personal items, uniform and transport;
f. School communities involvement. School communities should support education of the
children through programmes such as school feeding programmes, provision of water and
sanitation, security, psychosocial support and infrastructure development.
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CHAPTER 6. SUMMARY OF FINDINGS, CONCLUSIONS AND
RECOMMENDATIONS
6.1. Introduction
This chapter presents a summary of findings, conclusions drawn from the evaluation, and
recommendations. The purpose of the evaluation, as well as the objectives underpinning the
evaluation are also recaptured.
6.2. Purpose of the Evaluation
The purpose of the evaluation was to assess the relevance, effectiveness, efficiency and
management, and coordination of the quality of EGM training and the School Improvement
Programme (SIP) process.
6.3. Objectives of the Evaluation
The objectives of the evaluation were to:
a. evaluate the quality of EGM training; and
b. evaluate the SIP process
6.4. Summary of Findings
In this subsection, key findings of the evaluation in reference to the quality of EGM training as
well as the School Improvement Programme (SIP) process are presented.

6.4.1 Quality of EGM Training
Regarding the quality of EGM training, the evaluation found that majority (94%) of teachers
reported to have been trained in Early Grade Mathematics. This finding resonates with that of the
Early Grade Mathematics Assessment (EGMA) Endline Study where 90.5% of Grade 2 teachers
reported to have been trained in EGM. Of concern, however, is the 6% of teachers reporting not
to have been trained in EGM. This has a bearing on their capacity to develop early grade numeracy
competencies among learners.

The evaluation further established that EGM training adopted a cascade model as was planned.
The training started at the national level, followed by regional and zonal levels, where Master
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trainers, CSOs, EGM Champions, and EGM teachers were trained respectively. The training was
reported to be well designed, planned, and monitored by a joint technical team of experts-drawn
from the PCU, TSC, KICD and KNEC.
With respect to the management and coordination of the training, the evaluation established that
there was a joint effort between the main coordination organ (Project Coordination Unit) and the
larger MoE, its Directorates and SAGAs, as well as the TSC. This allowed for consultations which
led to effective leadership and accountability. Consultations, knowledge sharing and building
consensus on the modalities, content and process of training further enhanced the quality of the
training.
The evaluation further revealed that the training content was relevant to the audience and that it
equipped the teacher with skills in developing early grade numeracy skills among learners.
Pertaining to the training methodology, the evaluation established that trainers adopted strategies
that were practical and learner-centred. The modelling and role- play of EGM methodologies gave
the teachers the opportunity to practise the actual EGM lesson delivery and to master the content
and skills. It also gave them an opportunity to discuss and share experiences on the challenges they
faced in a real classroom environment. The involvement and training of Head teachers and Senior
teachers was a good strategy that boosted EGM teachers’ commitment and reinforced the quality
of the training.
Further, the evaluation revealed that EGM training improved teacher competency for developing
early grade numeracy. Observations of EGM lessons revealed that teachers applied EGM
methodology acquired during training. Classroom environments and teaching-learning processes
were characterized by learner-centred activities. Such activities included demonstration, group
work, practical activities, role playing, and monitoring of learners’ activities.
With respect to efficiency of the EGM training, Early Grade Mathematics teachers found them
relevant, practical and useful to them in teaching and learning. For instance, close to half (48%)
rated them as good, while 35% and 8% rated them as very good and excellent respectively.
Further, the study found out that EGM training enhanced the quality of curriculum delivery, with
a substantial percentage (46%) of the teachers strongly agreeing that they learnt new knowledge
and skills on EGM methodology while 42% and 41% strongly agreed that their interest in teaching
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Mathematics increased, and that there was a high degree of participation and involvement during
the training, respectively. Further, slightly more than half (51%) and close to a third (32%) of the
EGM Champions indicated that the training prepared them, to a large extent and very large extent,
respectively, to execute their duties.
The evaluation further noted that largely, EGM training had a positive influence on teachers’
classroom practices with for instance, 28.4% indicating that they used the EGM Methodology
learnt during the training, and 20.6% and 19.4% reporting that they involved all learners, and used
different learning materials respectively.
On the usefulness of pedagogical support at school level by CSOs, majority (60%) of the teachers
rated the support as useful to a large extent, while 17% indicated that it was useful to a very large
extent. Regarding the role of CSOs’ supervision on the improvement of EGM teaching, the study
revealed that more than half of the teachers found the pedagogical support received, to a large
extent, helped them in improving their use of appropriate and varied teaching methods (55%) and
in mastery of content (51%). A considerable percentage (39%) of the teachers reported that
pedagogical support to a very large extent helped them to involve learners in the learning process.
Concerning teaching and learning resources, the evaluation revealed that the majority of the key
teaching-learning resources were adequate in schools where the EGM programme was being
implemented. For instance, the majority (92%) of teachers indicated that teachers’ guides were
adequate while 91% of them indicated that Counters and Mathematics textbooks were adequate.
A large percentage of teachers indicated that realia and syllabi were adequate at 83% and 81%
respectively. However, a notable percentage (14%) of the teachers reported unavailability of
learning corners in their classrooms, yet the learning corner is important in enhancing
individualised stimulation and knowledge growth. Of concern is the 3% of teachers reporting
unavailability of textbooks despite distribution of EGM textbooks to all public primary schools by
the Ministry of Education (MoE). It is also observable that teachers cited lack of resources to cater
for learners with special needs as a challenge to the planning of EGM lessons.
The evaluation observed that the greatest challenge facing schools, those in rural areas in
particular, was poor learning environment, including dilapidated classrooms and inadequate
infrastructure (desks/chairs). Regardless of these challenges, the evaluation noted, EGM teachers
tried their level best in applying what they had learned in EGM training.
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The evaluation further pointed to the need for enhanced capacity building in EGM. For instance,
close to a half (48%) of the Head teachers cited the need for continuous training on EGM
methodology to cater for teachers who may have been newly posted to schools, before receiving
the training. Among the challenges faced by teachers when planning for Mathematics lessons were
lack of resources to cater for learners with special needs, inadequate time due to large learner
population, and lack of CBC content in the laptops as reported by 48%, 24% and 13% of the EGM
teachers respectively.
6.4.2 School Improvement Programme (SIP) Process
The evaluation found that the programme was an effective model for increasing and enhancing
active involvement and effective participation of school stakeholders in school programmes for
improved learning outcomes. Overall, the evaluation indicated that the school stakeholders (Head
teachers, teachers, Board of Management and Parents Association representatives) reported that
the SIP process gave them an opportunity to be actively involved in the development of the School
Improvement Plan. The stakeholders found the SIP process useful and empowering, thus
strengthening school management and accountability.
On engagement of stakeholders, the evaluation established that school stakeholders were actively
involved in the SIP process, with, for instance, 96%, 95% and 94% of the Head teachers reporting
that parents, BoM and teachers respectively, were actively involved. Further, 48% and 42% of the
Head teachers reported that they were to a very large extent satisfied with the level of involvement
of teachers and BoM in the SIP process.
Regarding KCPE School Specific Analysis reports, the evaluation revealed that more than three
quarters (88%) of the SIP schools had received the reports. It was further established that the
reports were used as diagnostic tools, with the majority (51%) of Head teachers indicating that
they worked with teachers to analyse the KCPE reports to provide the basis for improving
academic performance in their schools, while a sizable percentage (28%) of teachers indicated that
the KCPE analysis results were shared with the school stakeholders and used to identify
weaknesses and solutions. It is also notable that the reports were used to improve assessment at
school level, with a significant proportion (20%) of the Head teachers indicating that schools used
the analysis reports to internalize and understand KCPE question format, with a view to improving
the teaching-learning processes and measuring learning outcomes at school/class level.
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Further, the evaluation found that the KCPE School Specific reports were pivotal to the
improvement of teaching and learning processes and performance. This is evidenced by, for
instance, the more than a third (37%) of Head teachers who indicated that, the results helped them
to a large extent, and a sizable proportion (16%) reporting that the analysis reports helped them to
a very large extent. A small proportion (9%) of Head teachers indicated that the reports were not
helpful.
Pertaining to Teacher Performance Appraisal and Development, the evaluation noted that almost
all the Head teachers had embraced TPAD, with (98%) of them reporting to have implemented it
in their schools.
Further, it was established that the TPAD had a positive influence, not only on the teaching and
learning process, but also on learning outcomes. This is evidenced by for example, the substantial
percentage (43%) of the Head teachers strongly agreeing that teachers are more punctual at work
and in class attendance. It is also significant to note that 36% of the Head teachers strongly agreed
that TPAD had helped teachers to assist pupils discover their talents and more pupils participate
in various school activities, while 33% strongly agreed that teacher - pupil professional
relationship had improved due to TPAD. In a similar vein, more than half (58%) of the Head
teachers agreed that due to TPAD, analysis of pupils’ performance was done with precise details.
With respect to the utilization of ICT in the teaching and learning process, the study pointed to the
need for continuous capacity building of teachers and school administrators. For instance, a sizable
percentage (26%) of Head teachers reported that they required training to be able to effectively
use the tablets/smartphones for data recording and submission. It is also notable that, as indicated
by one of the Key Informants of the Study, there is need to sensitize Head teachers to be more
receptive to innovative ideas in order to effectively make use of the tablets provided in their duties
as administrators and instructional leaders.

The evaluation established that school audit was essential, not only in enhancing financial
accountability in schools, but also in informing on gaps that need to be addressed. For instance,
close to a third (30%) of the Head teachers indicated that school audits were beneficial in showing
effective utilization of funds, while 23% indicated that it was useful in informing school planning
and addressing specific challenges. Further, 20% and 15% of the Head teachers reported that the
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school audit was useful in identifying weak and strong areas and showing which areas needed to
be improved on, respectively.
Further, the evaluation found out that the School Improvement Plan (SIP) grant, and modalities of
accounting for it, gave the schools the opportunity to critically assess their needs and stimulate
school stakeholder engagement towards prioritization of the needs. It was further established that,
with sufficient and effective support and monitoring, schools with low learning outcomes could
turn around to report improved learning outcomes.
With respect to good practices and lessons learnt during implementation of the School
Improvement Programme, the evaluation noted that good practices such involvement of
stakeholders in school affairs and prioritization of school needs in a consultative manner needed
to be replicated in the entire country, as reported by 38% and 27% of the Head teachers
respectively. Other good practices from the SIP process which this evaluation established are:
a. SIP grant funding model which allowed schools, under the guidance of facilitators, to
prioritize their needs. Government’s funding was directed to those specific needs.
b. Collective and team training on SIP process to allow for ownership and enhance capacity
of all school stakeholders in implementing activities under the SIP.
c. Comprehensive annual school audit for improved accountability and transparency, as well
as improved learning outcomes;
d. Effective utilization of funds allocated to schools for optimal operation;
e. Development of school strategic plan through a consultative process to allow for ownership
and effective prioritization; and
f. Management and monitoring of learner capitation grant for enhanced accountability and
efficiency of service delivery.

6.5. Conclusions
From the foregoing, the following conclusions can be drawn: the cascade model adopted in the
training was successful; the methodologies adopted were learner-centred and that the quality of
the EGM training was further augmented by effective planning, coordination, as well as
monitoring and evaluation. Further, the School Improvement Programme has instituted good
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practices which need to be replicated towards improvement of not only learning outcomes, but
also the overall quality of education.
6.6. Recommendations of the Evaluation
6.6.1 EGM trainings
Given the role of the Quality Assurance and Standards Officers (QASOs) in overseeing curriculum
delivery, there is a need for the officers to be actively engaged in the EGM training at all levels.

There is also need for the period of EGM training to be increased to allow for in -depth coverage
of wider content, in-depth facilitation as well as actual practice of EGM methodologies. Sufficient
resources should be allocated to support such training. Some of the critical areas that need more
focus include: differentiated lesson delivery to various categories of learners, forms of assessment
of learning outcomes, and use of ICT in teaching and learning.

The MoE needs to establish and develop a formal school- based teacher training framework and
platforms to support continuous teacher professional development and to enable inter-school
sharing of knowledge and innovations in EGM methodologies, monitoring learning outcomes and
reporting. In this regard MoE and TSC need to :

a. Design, fund and implement continuous EGM training and support model at zonal
and school levels;
b. Identify, train and engage talented and innovative CSOs, EGM teachers and teacher
educators as champions to participate in designing and supporting such trainings;
c. Design and fund School Based Teacher Support (SBTS) initiative which will
among other things, allow for establishment of school community of practice,
identification and training of talented and innovative School EGM Champions, and
CSOs;
d. Develop and implement a well-researched support mechanism for CSOs, EGM
champions and EGM teachers in order to sustain their motivation and commitment
in implementing EGM methodologies; and
e. Design a training manual that addresses the needs of teachers and pupils with
special needs in schools. In this case, the training manuals will promote inclusivity.
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The Ministry of Education should undertake monitoring of schools to ensure accountability in
utilization of the EGM textbooks distributed to schools.

To enhance efficiency of the EGM training, the Ministry of Education should explore more
efficient modes of cash transfer to participants in order to ensure timely disbursement of funds
during training.

6.6.2 School Improvement Programme ( SIP)
Given the role of School Improvement Programme (SIP) in strengthening management and
accountability at the school level, and in improving learning outcomes, there is need for the MoE
to:
a. document, publish and disseminate good practices from SIP interventions and
introduce them to all public primary schools in the 47 counties across Kenya;
b. develop policy guidelines for utilization of learner capitation grant and other
schools funds; and
c. design and support programmes for continuous training for school stakeholders
(Head teachers, teachers, board of management, parents and pupils among others)
in order to equip them with knowledge and skills in specific areas of accountability
and management.

Further, there is need for MoE and KNEC to:
a. improve access to KCPE School specific reports by enhancing Head teachers and
teachers capacity to use ICT to access the reports; and
b. undertake regular training at school level on utilization of the reports;
c. undertake regular national and school-based training on development of assessment
tools. This will build the capacity of teachers in undertaking school -based
assessments in particular, and assessing learning outcomes in general.

Further, TSC and MoE should enhance collaboration with relevant stakeholders to continuously
build the capacity of teachers on performance appraisal, professional development and ICT
competencies.
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There is also a need for MoE to continuously enhance the capacity of School Audit services in
order to ensure accountability. MoE should ensure that there is an adequately resourced audit team
for efficient support to schools.
To ensure effective utilization of learner capitation grants and other school funds, MoE should:
a. conduct a comprehensive school needs assessment in all the 47 counties across
Kenya. This will allow for school specific interventions towards resourcing of
schools.
b. based on lessons learnt from SIP, launch national and county/sub county
sensitization and advocacy campaigns and trainings to build a culture of parents
and community support to schools;
c. conduct a study on equity-based school financing model to inform and develop a
basic minimum essential requirement package for optimal operation of public
primary schools;
d. periodically review capitation grants and other school funds taking into account the
emerging socio-economic trends;
e. consider using differentiated funding models and mechanisms (Mixed Model of
School Grants) to public schools based on comprehensive school needs assessment;
and
f. expand and roll out the SIP Model in all schools. This will ensure prioritization of
needs, relevant funding and ultimate improvement of the learning environment
through provision of requisite infrastructure and other resources.
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