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1. Executive Summary

Despite a twofold increase in primary school enrolment in Mozambique over the past 15 years,
educational outcomes remain largely disappointing (Martinez, Naudeau, & Pereira, 2012). In 2014, the
cumulativeprimary school dropout rate in Mozambique reacHewst 68%, and only 6% of students
achieved basic reading competency by the third gldtieJ(WIDER, 2018;UNICEF, 2016). In
Zambéziathere are insufficiencies in both the quantity and quality of educational institutions, especially
for pre-primary studets. To respond to these challenges, UNICEF Mozambique and Save the Children
(STC), in partnership with the Mozambican MINEHD, impleneshan accelerated school readiness

(ASR) pilot programme from 2016 to PO(Preparand@e para a entrada na escola!wo provinces of
Mozambique beginning in Zambézia provirioechildren aged 5 to 6. The programme aims to improve
readiness in threways; it seeks to (I) mp r o v e reddindssdfar scimodlysdeveloping skills and
competencies necessary to succeddrade 1(2) improves c ho ol 6 s r e a dby ukdimgsthef or ¢ h

capacity of school management and educators in school readiness methada¢8yimprovef a mi | i e s 6
readiness for schobly building knowledge of and awareness about the importarec@aditive home
| earning environment on childrends school readine

with the education system f oToachievétbig)thespfogramenaltht ne s s
the following three primary actities: (a) Providing a 120our summer school readiness programme; (b)
Strengthening school councils and locdllysed education professionals; and (c) Providing 12 weeks of
parentto-parent education sessions.

AIR conducted a mixethethods impact evaluati of the ASRorogrammaewith three primary objectives:

@determine the extent to which provision of the .
readiness, otime enrolment, and academic achievement in Grade 1 relative to comparable children
in communities with no prprimary education;

(b) calculate the communityand childlevel costs of providing the ASR pilot programme; and

(c) identify which aspects of community context and implementation seemed to facilitate or inhibit the
success of the ASR pilprogramme.

To achieve these objectivage developedhe following evaluations questions agreed upon with UNICEF
duringthe Inception PhagseeAnnex| for the Inception Report)

1. To what extent does provision ofschobleadhed® pi | ot
relative to that of comparable children in communities with neppireary education?

2. To what extent does provision of +4#irhee ASR pil ot
enrolment in Grade 1 relative to that of comparable children in cantiegiwith no preprimary
education?

3. To what extent does provision of the ASR pil ot
achievement and teachers6é perceptions of their
comparable childreolber agd¢dhpeveemphitomedi h ecommun

primary education?

4. What are the communityand childlevel costs of providing the ASR pilot programme?

5. Which aspects of community context and implementation facilitate or inhibit the success of the
ASR pilot pogramme?
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a. To what extent are programme topics and implementation methods relevant and
responsive to the implementation context?
b. To what extent was the programme implemented with fidelity?

Methods

To measure the impacts of the ASR pilot programmeedesiged alongitudinal, cluster randomized,
controlled evaluation with repeatedtcome measurers for children and caregiwdes applied a
differencein-differenceqDD) statistical technique to estimaitmgramme effectsom the experimental
data DD compares the average change over time for the gemgiving the ASR programnte the
average change over time for t@mparisorgroupthat received no intervention

To measure chil dr ens 6 usdthdotaratiomaleDavtlopmensand Earlyt ¢ o me s
Learning Assessment (IDELAJeveloped by STGNe collected the IDELA assessmentdtaee points

in time: baselingNovember 201), midline (March 2018, andendline(November 2018 To measure

caregiver outcomes, wami ni st ered a questionnaire to measure ¢
aspirations for their children, and parenting practaghwsinistered at baseline amidline.! Finally, to

measure i mpact s ,wareviewedsachaol recdrds foettaetictad stedents and recorded

their firstgrade enrolmenifo complement quantitative impact findings, eenducted qualitative data

collection inmidline andendline At midline, weinterviewed volunteer leaders, school professionals,

STC staff, and car@gers of participating children and their caregivéxsendline we interviewed Grade

1 teachers and staff from STC and UNICEF

Quantitative Findings

Child-Level Component We found a highly significant impact on the ovesalhool readiness of

children, as measured by thgELA assessmeii all child domaingi.e., emergent numeracy, emergent
literacy, executive function, motor skills, and approaches to legrekugpt forthe socieemotional

domain. The ASR pilot programme increased the total IDELA score for children in treatment schools by
9 points (0.52 standard deviations [SD]) and increased for students in treatment schools who actually
attended the programme by 17msi(0.93 SD). Overall scores were driven by the impacts on specific
subconstructs: emergent numeraayténtto-treat (TT): 0.55 SDjocal average treatment effect

(LATE): 0.98 SD), emergent literacy (ITT: 0.39 SD; LATE: 0.70 SD), and motor skills Q748 SD;

LATE: 0.78 SD). Even though we found statistically significant differences in favour of the control group
for both emergent literacy and motor skills at baseline, our impact estimates reveal that children in the
treatment group were able to catghand in fact overtake their control group peers with regard to these
skills as a result of the programme. This is a trend we first identifigddime, and we are able to

confirm that these effects persist at the end of first grade, 9 months atedtbéthe programme. It is

worth noting that the control group has also improved since baseline, but the gap in favour of the
treatment group remains.

We also found the ITEffect to be a 1percentaggointincrease irprimary schoohbttendancever the
control group, and the LATE be 21% increase. These results support the hypothesis that ASR
programmes can increase the likelihood that children will actually enrol in primary sichasns of
heterogeneity in programme resultshaligh we did not find differences in achievement between girls

! Impacts of the parental and school readiness components can be found in the endline report.
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and boys, wdidf i nd a positive differenti al asiamepuitafthe on gi r
programme.

Cost Analysis We condu&da cost analysis to capture the resourcedettéo implement the ASR

intervention so that policy makers in Mozambique and other stakeholders have a complete understanding
of thecosteffectiveness of thimtervention. To that end, we have used the ingredients approach and
produced estimates of tkkest of the individual programme by ingredient type and activity, as well as
comparing startip and recurring costs on an overall andgdeld basis. Our approach allows us to

consider the time that different staff spent on the programme, the oppodastityf the volunteers who
supported the implementation of the programme, and all of the physical materials and facilities used
throughout the entire process.

We found thathe cost of scaling up the ASR programme under similar circumstances by the gawernm
of Mozambique will beapproximately USD &0 per-child to implement the entire ASR interventjon
whichincludes not just the instruction involved in the ASR compofanthildren,but also the capacity
building for teachers and the parental progranifhe. total value per child includes the opportunity cost
ofv o | u nwogkebut ex@ludemost of indirect costs associated to implementing a programme by an
international organizatio he total cost per child could be reduced to if S&#8& programme activities
are implementethrough other regular government programnhegarticular, if the activities associated

to the school capacity building components are not included as et AER programme and delivered
through other regular interactions with primary schools and communities, then the total cost of
implementing the programme would be USD$39 per child.

The estimated cost per chiklmuch lowerto similar programmes conductén SubSaharan Africa. For
example, aecent early childhood education study in Malawi (Ozler et al. 2@i8)lar to ASR had an
average cost per child of USD $@&h no longterm impacts on children achieveméne also
conducted @&osteffectivenesanalysis defined as the ratio of the cost per child over estimated
programme impact®Our estimates showed that it would cost USELS to increase the average IDELA
scoreby 0.1 SD Althoughit is not simple to compare this ceffectiveness ration tdné one reported in
other programmes due to lack of comparability in the costs used for the analysis, the type of programmes,
or the lack of statistically significant results of the interventions as is the c@steofet al. 2018he
average cost of ineasing the total IDELA score by 0.1 SDaisomuch lower than cost effectiveness
ratios found in the literature for similar preschool programmes (Donfouet et al, 2018} 8aBatan
Africa.

Qualitative findings

Our qualitative findings are organizedadrthree key thematic areas: the implementation context, parent
to-parent education sessions, and the elele| component:

Implementation Context. Prior to theintroduction of the ASFrogranme, most children were not

academically prepared to enter Grade 1 and a minority of parents supported school readiness. Nearly all
Grade 1 teachers reported that students over the past 3 years (excluding the current school year) were not
fully prepared to eter Grade 1 in terms of their academic abilities. Teachers noted gaps in school

readiness such as limited ability to speak or understand Portuguese, inability to hold a pencil, and limited
reading and writing abilities. Most parents stated that they gitbeided no support or provided a low

level of support to their children, without any specific efforts to prepare their children to enter Grade 1.
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The lack of support for formal education could stem from the lack of information on how to prepare

childrenor the low value given to formal education. Parents and school professionals also struggled to
engage children in safe early education because o
infrastructureFinally, we find evidence of deeply entrenclggshder norms that include men serving as

primary household decision makers while women appear to have a lesser say in key decisions, such as
those about children6s education.

Parent to Parent ComponentBased on qualitative interviews at elimte with paents, teachers, and
other education officials, perceived positive benefits of the paogudrent component of the programme

included increased awareness and sootpmearrivalatf or c¢chi |
school each mornindgProgranme participants cited two main strengths of the pameparent education
sessions: the use of |l ocal parents as parent | ead

parents to share experiences.

To analyse the fidelity of implementation bktparento-parent component we looked at two key

aspects: the selection of the parent leaders and the parent leader training. STC and participating parent
leaders reported that the programme used the outlined criteria and the proposed participasgspiamce
select parent leaders. However, parents reported that the programme did not offer adequate benefits for
their participation. The largest issue parents reported was a lack of snacks during thi-pememit

sessions, although a minority of resgents cited the lack of travel subsidies for parents participating in
the sessions.

Child-Level Component. Most teachersstated thatt the beginning of thechoolyear, ASR students
performed at a higher levdtan students who had not participated inghegramme To understand the
perceived effects of the ASR programme, agsess perceptions studentperformance orkey IDELA

skills: motor skills, numeracy skills, literacy skills, sc&motional skills, and executive function skills. In
terms of liteacy skills, teachers frequently reported that programme students had a higher level of
Portuguese oral comprehension and oral vocabulary knowledge at the beginning of the year-than non
programme students. Teachers at endline also noted that children rtbipgtad in ASR demonstrated
several soci@motional competencies that their qpamogramme peers lacked at the beginning of first grade
includng knowing how to play with others, knowing how to participate in classroom activities and ask
guestions, an@nowing how to apologize when someone gets tuadt teachers stated thstiudents who
participated in ASR demonstrated higher levels of executive function at the beginning of the school year
than their peers, including greater ability to focus and folifirections.Indeed the quantitative results

show thatchildren from programme areas performed significantly higher at the end of first grade relative

to children in control areas.

To analyse the fidelity of implementation of the summer readiness caugr$eoked at three key aspects:

the selection of volunteer teachers, the training of the volunteer teachers, and the programme materials.

| mpl ement ersd accounts of the volunteer teacher s
teachers themsedg and programme documents. Both the programme staff and the implementation
communities stated that the programme selected summer school volunteer teachers and developed
programmaenaterials through a collaborative process with communities and MINEDH.rdgeapnme

also provided trainings to volunteer teachers, school professionals, and school councils on the topics and

for the duration outlined in programme documents. The main challenges identified were a lack of
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transparency in the selection process affitdity finding volunteer teachers who met the selection
criteria.

Conclusions

The evaluation results show that @R programméh ad posi ti ve i mpacts on chil
at midlineand endline, 9 monstafter the end of programe activities The impact on childevel

outcomes persist over time even though the control group is also performing better at the endline wave
relative to midlineWe also found thahe prograrmehad positive impacts on some patad practices

Our results also show thidite ASR programmencreasean-time primary school enrolmerih a

significant way, especially for girl8ased on the cost information collected and analysed, the results
show that the cost of the ASR programisiwer to comparablénterventiors in SulbSaharan Africa

(Ozler et al. 2018)and the average cost of increasing the total IDELA score by 0.1 SD &3)&#ich

is also lower thaost effectiveness ratios found in the literature for similar preschogtgmmesn
Kenya(Donfouet et al, 2018).astly, our results on programme implementation showAB&

effectively adhered to programme processes and provided programming that was relevant to local
challenges to school readine$he ASRpilot programme provides strong evidermfémpact on school
readiness and etime enrolmenfor arelativelyshortterm communitybased school readiness

intervention In a resource constraint situation, this interventi@ay constitutex viable option fothe
Mozambican Government, UNICEF and partners to accelerate access to early learning, which currently
stands at less than 5@dartinez et al., 2012)

Recommendations

Based on the results of this study, we are able to provide recommendations to strengfhalityiet the
intervention.The first version ofhis reportwaspresented in a validation workshop that incliide
UNICEF and its partners, community members, and other key stakehdldisra.orkshop was used
ensure that thevidence from thistudy i andthe resulting recommendations presented hérbave
been contextualised and presented in a way that is meaningful and actionable for stakeholders.

Keep the main components of the ASR programme with some adjustmBmsASR programe
demonstrated posite, statistically significant impacts on school readiness outcomes and school
enrolment. For a programethat was implemented for a short period of time (3 months), these results are
promising.Then, the overall logic of the programme and the way it isemented do not need to be
substantively modified.

Introduce enhanced early literacy instructio®ur findings show that theis room for improving

student sé6 pemnekey taskatmtafemtteryentiteracy skills such as letter recognitiordan

first letter sounds. These skills should be emphasized during the implementation of thevehild

component by adding exercises developed by STC literacy experts specifically to address these skill gaps.

Maintain the introduction of Portuguese as a lguage of instruction in the ASR activities to help

students adapt better to primary scho@ur findings underscore the perceived need and desire among
educators for children to arrive at Grade 1 with more fluency in Portuguese. To that end, the ASR
curriculum, which mixes instruction in Portuguese and local languages, seem to produce a positive impact

2 Although this intervention was much longer in duration and did not show persisteriesiiléffects.
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so that when students enter primary school, which is taught in Portuguese, have a much better adaptation
to school and facilitate instruction to teachers.

Incorporate the extended training to volunteers as part of the regular prograntneen the positive

effects of the ASR programme, and the high level of fidelity of implementation, we can conclude that the
volunteers delivering the ASR programming to the children did a very good job overall. It was noted that
the volunteers required metraining than initially anticipated, so we recommend that this more extended
training become part of business as usual for programme implementation. It is also important to allocate
sufficient time for training since time constraint was cited as areimghtation challenge.

Strive to maintain gender parity among volunteeBespite the challenges of recruiting female teachers

in the programme area, ASR succeeded at maintaining gender parity among volunteer teachers to
facilitate the effectiveness of detring programme activities to participating girls. We recommend
engaging community leaders in advertising volunteer teaching opportunities to qualified females in their
communities to facilitate recruitment of female teachers.

Use ofvolunteers may not be sustainable over time and other implementation forms need to be

explored Related to the use of the community volunteers to deliver the programme, it is important to
consider whether their volunteer status is sustainable if the prowaontinues over multiple years. It is
highly likely that as volunteers become more skilled (based on ongoing experience) and/or the
programming becomes more embedded as a routine part of education, that there will be increasing
pressure for the job tcelxonsidered paid employment rather than a volunteer activity. We recommend

that the government considers alternative ways of providing the programme feuscaid

sustainability. We believe that the cost of implementing the programme through cubiensploool

teachers will be very high and may not be sustainable overltinige event that programme delivery

cannot be scaled up through volunteers, we proposed two options for addressing the financial constraints.
The first option is to follow the emple of another preschool programme in the Gaza Province in
Mozambique that engaged community members in a series of meetings to plan for the sustainability of the
programme. Second, given that the programme is implemented at a time when schools ssitiasnive

are not operating, we proposeating a teaching apprenticeship progna@where those who are

studying to become teachers at pedagogical institutions are engaged in the delivery of the programme as
part of their training and receive academic drémfi doing so. These apprentices will not only receive

good pedagogical training to deliver the ASR programme, which can ultimately improve their future
teaching skills. These apprentices may receive a compensation similar to the opportunity coghased in
cost analysis as ultimately their participation in the programme will be similar to a training programme.

Maintain the parentto-parent sessions as an integral part of the modelir qualitative results found

that parental sessions were very usefilduiding parental knowledge around school readiness, as well as
support for children's success in education through proper hygiene and nutrition, and by helping ensure
that children come to school ready to learn (e.g., with clean bodies and clothingvéipothie parerb-

parent sessions were largely attended by mothers (or other female caregivers), yet fathers typically have
more authority over how the children are raised. So, we recommend finding ways to engage fathers in
these sessions as well. Togim it would be better to have separate sessions for fathers because mothers
may speak more freely in the sessions without males being present, and/or the sessions for fathers can be
presented as something especially for men, to avoid any perceived stigeiag involved in "female"
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activities. Additionally, discussions on household decisi@king processes around childcare can be
incorporated in parefib-parent sessions to facilitate behaviour change.

Improve the way to transmit key messages to pareoténg the parental sessionsome parents

reported not fully understanding the reasons behind the practices proAitdtedghcurrent programme
materials are well developed to transmit key messages to parents on how to imprelevehild

outcomes, theris room for improvement in terms déarly explaining the rationale behiadggested
changes in parental behavioliris important to provide more support to parent leaders in the
communities to help them implement behaviour change exercises arostithggrarenting practices on a
more continuous basis. Some of this support can be provided in collaboration with the current primary
school officialsand school council$-or example, parent leaders could be provided refresher trainings on
social and behawural change communication in order to deliver parental training sessions with key
messages about good parental practices more effectively. Lastly, parental leaders could receive some
small compensation for their work in order to increase their levadmhttment with the programme.

Provide some small incentives to parents who attend ASR activifiesheard from parents that there

were some negative responses to the paogparent sessions because parents felt that they had been

given insufficient beefits for attending (such as consistent availability of a snack, or a transportation
allowance). Given the extent to which participants otherwise enjoyed and learned key information from

the sessions, we recommend finding ways to reduce these potemtékttarparticipation. Also, it is

important to provide incentives to those parents who are selected for providing programme activities and
find a consistent way to select those parents who are also community leaders and have a higher chance of
conductingthe parental component successfully.

Keep the timing of the programme for the months right before the start of primary school but increase
the reach of programming within communitieJypically, the children who miss out on this kind of
programming arehie ones who need it the most. Given our findings about the sustained benefits of
participating in the ASR programmed, combined with concerns about low rates of enrolment, it will be
important for stakeholders to determine how to engage a higher percehpegerimary-aged children

in this effective intervention. It is possible that the programme being implemented at the time of the
harvest season affects programme participation. Nevertheless, we do not recommend changing the timing
of the ASR programmdt is likely that the high estimated impacts on first grade enrolment are due to the
fact that the programme is provided right before the beginning of primary school, which creates
momentum for children to keep attending school activities. If anythingeemnmendlightly adjusting

the timing of theASR progranmeto start in early Januaif/that helps improving attendance to avoid
conflicting with end of year activities. However, if agricultural activities are competing with programme
activities, one ofbn is to consider when the best timing in the day is for implementing programme
activities. In many communities, most agricultural work is done in the morning. It would be worth
exploring if the ASR activities can be offered in the afternoon hours.

Make small improvements to classroom infrastructut@/hile the lack of sufficient classroom space

cannot be addressed effectively without incurring in additional costs, smaller improvements can be made
to ensure sustainability of the programme, especiallyeitithing of the intervention does not change.
Specifically, we found that classroom floors can accumulate rainwater during the rainy season, which
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makes it impossible for children to sit on. We recommend exploring the possibility of engaging the
communityin contributing chairs made from local materials to address this need.

Introduce a school feeding componer@ommunity members reported that children had trouble
concentrating in classes because meals were not provided. Adding a morning snack todhergagmn

help address perceived concentration issues as well as the general lack of motivation for parents to send
children to schoa@ndfor children to attend school. There is a wealth of evidence that school feeding
progranmes improve participation, espially for young children in contexts where school participation is
low (Adelman et al., 2008; Kazianga, de Walque, & Alderman, R0A@ recommend partnering with

the WFRsupportedNational School Feeding Programme (PRONAEDther nutritioafocused

progranmes operating in the region.

Scaleup the programme in other districts idambéziaas well as other provinces in countrfhe

findings from the evaluation clearly demonstrates that it is possible to establisttasibgchool

readiness initiative in Mozambique. The results of the programme indicate that there are positive impacts
on key cognitive and necognitive child dmensions and that the impacts are kasging over time.

Moreover, the results show that local communities and parents, as well as the higher government levels,
are both interested in and willing to keep participating in this type of early childhoadiveis. Lastly,

the results of the costing exercise suggest that initiatives such as the ASR programme is worth exploring
given its high levels of costffectiveness and that this type of programmes can be the first step to
establish a larger preschooltiative in Mozambique led by the Government and supported by UNICEF
and other organizations like the World Bank. The high implied-toimgreturns from investing in this

early childhood initiative in Zambézia should serve as the seed to start a natimbation about the
urgency of adapting early childhood education models.

2. Introduction, Context, and Evaluation Overview

The purpose of this report is to provide a summary of the main findings from the evaluation of the
Accelerated School Readiness (A$Hdt programme in Mozambique. In tHigal report, we specify

and describe (a) the context for this evaluation; (b) the purpose, uses, objectives, scope, and objects of this
evaluation; (c) the evaluation questions and the guiding theory of chand®e @)aluation methodology

and instruments; and (e) teadlineresults after theonclusionof the ASR pilot programme.

2.1. Evaluation Context

In this section, we describe the importance of testing innovative models of school readiiagbe
global contekof early childhood education. Wasodescribe thapecificcontext in which this
evaluationtook place.

Importance of Testing Innovative Modelsto Support School Readiness

School readiness for children is holisticd depends atreating interrelationships between different

skills andbuilding a foundation upon which students can equitably enter school (Schoen & Nagle, 1994).

A child who is ready for school is Aphysically he
cometent and abl e t o | Koweaver,aco(dibgNd UDIEEF (2022), 4cBopl p. 6) .
readiness is not defined soaotladlsy ey ctohmp acshsielsd G h er e

AMERICAN INSTITUTES FOR RESEARCH | AIR.OR 8



Evaluation ofASR ProgrammeEndlineRepor

readiness to create a continuous learning environmentara@ thé fl y 6s r eadi ness to sup
through school. For example, a ready school has effectively trained teachers who are capable of
connecting the new school environment theo the stud
language of instructiofLapointe, Ford, & Zumbo, 200LJNICEF, 20092012).

School readiness is a crucial factor in determining future education outcomes for children of -all socio
economic backgrounds (Duncan et al., 200ile the evidencef shortterm impact®f preschool
progranmes in the developed world mixed Pumaet al., 2012Lipsey& Farran, 208), new literature
shows thapatrticipation in pregrimary programmemay beassociated with positive lortigrm benefits,
such as increases in schooling, hegihool complgon rates, tertiary education enrolment and completion
(Bailey et al., 2018)Recentreviews of pre-primary programmes in the US found tharticipation leads

to reductions in special education placement, grade retergungtions in delinquency ancete

pregnancy, antmprovements in high school graduation rgt@sambers et al., 201¥pshikawaet al.,
2013;Charles McCoy, 2017)

Evidence from developing countries shows thmiidcen who enter primary school after a succegsfei
primaryeducation programme demonstraigher tesscore performance, class participation and effort,

and high school completion rates (Berlinski, Galiani, & Gertler, 2009; GrarAtha@regoret al.,2007).

In a review of World Bank projects by Tanner, CandlamtiOdden (2015), only early stimulation
programmes were found to have positive, loegn effects in all six evaluated categorigisysical

development, cognitive development, language development;eaocitional development, schooling
outcomes, and empyment outcomem a range of context® (g.,Romania, Jamai¢cd urkey). The same

review concluded that preschool has a positive effect on schooling outcomes in Mauritius (Tanner et al.,
2015).McCoy and colleagues (2017) find that participation in an p@igramme had a positive effect

on all seven domains on school readiness in Zambia. Similarly, evidence from Guinea and Cape Verde
shows that preschool attendance had a positive effect on cognitive development; in Guinea, lower income
students benefitted one from the programme (Jaramillo & Tietjen, 2000 interventions, one in

Cambodia and one in Myanmar, demonstratedgdy child developmen&CD) programmes aimed at
increasing school readiness reduce primary school dropout rates (Norbgeim@ & Bredenberg,

2009; Save the Children, 2004he effect holds in Mozambigueherea preschool pilot programme in

the Gaza provinceasalsofound toincrease primary school enrolment rates (MartiNgzideau, &
Pereira2012). Earlychildhood educationan also amplify the effects of other ECD programmes. For
example a 20year analysis of the Jamaican Stéidy psychosocial stimulation programme conducted by
GranthamMcGregorandcolleague41991) in Jamaica found that children who participated in a

stimulation programme in addition to receiving nutrients had better job prospects and health outcomes
than those who received nutrients alone (Gertler et al., 2013). In developing countries in particular, school
readiness programmes have the potentiatdgige additional support to students who are otherwise
sociceconomically disadvantaged (Arnold, Bartlett, Gowani, & Merali, 2007; Gertler et al., 2013). In
Indonesia, for example, the Early Childhood Education and Development Project reduced educational
achievement gaps between richer and poorer children in project villages, cotoghosg in norproject

villages (Jung & Hasan, 2014). Engled colleague007) examined a variety of early childhood

education interventions, including preschool enrolin@ndeveloping countries such as Kenya, Uganda,

Chi na, Bangl adesh, Costa Rica, and Col eembi a, and
economic benefits to society were between 6.4 and 17.6 times the cost of the programmes.
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While pre-primaryeducation enrollment in Se®aharan Africa has doubled between 2000 and 2014, only
32% of children in the region participategre-primaryeducation programmesBigtenbeck et al2017;

World Bank, 2017). Moreover, there is a lot of variability in actegse-primaryeducation within Sub
Saharan Africa: for example, only 8% of children were enrolled isppmeary education in Zambia in

2016, while preprimary enroliment was virtually universal in Ghaldafld Bank, 201%

In the absence of universallgic pre-primaryeducation, ASR programmes could potentially increase on
time enrolment and earlyrade achievement for childréamsub-Saharan Africa. However, the limited
implementation of such programmes to date necessitates further testing to YadinlatHectiveness.

This evaluation contributeto the broader literature on the effectiveness of ECD programnsabk-in

Saharan Africa, the loagprm effects of such interventions, and the ability of children to acquire school
readiness skills despite agge early environments (Tanretral, 2015).The results fom this study will
contribute to the policdialoguearound the effectiveness pfe-primaryeducation in sutsaharan Africa

and potentially stimulate demand fme-primaryeducation in the regiofmpact and cosgffectiveness

fi ndings from the eval uat -primnary eduicatibn steategy i Mozambigiuem UNI C
where UNICEF is currently focusing its commitments on expanding access to and increasing the qualit
of pre-primary education (UNICEF, 201,73s well as other countries in the region facing similar capacity
constraints.

Context for the Evaluation
School readiness in Mozambiquand the ASR programme

Despite a twofold increase in primary school enrolneiMozambique over the past 15 years,

educational outcomes remain largely disappointing (Marétet, 2012). In 2014, theumulative

primary school dropout rate in Mozambique reached al6f¥st and only 6% of students achieved basic
reading competendyy the third gradelyNU-WIDER, 2018;UNICEF, 201@). Only 4% of childrenin
Mozambiqueare enrolled in preschool, and most come from affluent, urban populations (Martinez et al.,
2012). Without structured ECD programmes, children often enter schoohthtsnprepared (Nonoyama,
Loaiza, & Engle, 2006). In addition, children from disadvantaged communities frequently do not have the
family or cultural value systems to support formal education because they have additional household
duties and often arrive athool malnourished (GranthakcGregor et al., 2007). By entering school late

or without proper support, children are unprepared to succeed in school.

The lack of supports and preparation is further compounded by the fact that the official language of
instruction in Mozambique, Portuguese, does not match the languages spoken at home by most students.
During the colonial era, the education systeas entrustetb Portuguese missionaries with the aim of
imposing the Portuguese language, which remains therglegant legacy of colonialism for the

education system to date. In the aftermath of independence, Mozambique has attempted to reverse some
of the adverse impacts of Portuguese colonialism on the education system by committing to promote
national languags(Varela Canhang&017).However, little practical progress has been made to remove

the negative stigma around local languages perpetuated by colonialism, which is reflected in the
education system all the way through-pramary.While Mozambique maintains a policy of dual

language instructigriPortuguese is still the dominant language of instruction in the majority of primary
schools (UNICEF, 201§). Mother tongue instruction is positively associated witholment attendance

and acadmic outcomes, while lack of mother tongue instruction is a strong predictor of dropout and poor
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performance (e.g., Smits et al., 20@8uo& Walter, 2011 Walter& Dekker, 2011 Thus, lack of
primary language instruction makes the transition to primeirga more challengingawda&
Patrinos 1999).

Pre-primary education in Zambézia Early childhood education interventions have increasingly become
a priority of the Mozambican government to support all children to reach their full poteiiklEF,

2016). However, despite efforts to improve accegsresprimaryeducation, many challengsmmain in

the education systenverallandin pre-primary education in Zambézia provinoeparticular The

poverty rates iZambéziaare among the higheim Mozambiqueand the province has one of thegest

child populations in the country (UNICEF, 2013%ghool infrastructure in the province suffered greatly
after the civil war where close to 90% of schools were closed or destkndlé the infrastruitire has
mostly recovered @source constraints in schoodsnainhigh: Zambéziaon par withNampula has the
highest pup#teacher ratio in the countWNU-WIDER, 2018).The education system #ambézias

weak and underdeveloped, wittsufficiencies inboththe quantity and quality of educational institutions,
especiallyfor pre-primary studentgMartinez et al., 2012 In addition toa lack ofpre-primary

institutions a further challenge is that tpee-primary programmes that do exist are typically community
based (68%) or private (32%), with only 2%poé-primaryinstitutionsbeingrun by the state (UNICEF,
2016&). Where @ucation institutionslo exist, theyoften suffer from infrastructure issué@scluding lack

of water and powetack of materials, first aid supplies and cantdeidICEF, 201&). Furthermore, due

to the low quality of education, only 5.7% of children in Zambézia achieve basic reading skills by the end
of Grade 3 (UNICEF, 208). The lack of quality education can be attributed to shortages in the number
of teachers and academic professiorallack of materials, challenges with the language of instruction,
andalack of schookeadiness gpre-primaryprogramming. For examplprimary schools in 2014 had an
average studetib-teacher ratimf 62.5 to 1 Within Zambéziatarget districts and communities were
purposely selected for the programme based on lack of community-graiitrpreschools, high rates of
6-7-yearold children being out of school, and high dropout rates in primary schools (UNICEF, 2016c)

To address this needNICEF and Save the Children (STC) #&sting anothepilot, ASR pilot

programmet o i mprove chil dren6s e ddntag tnenemianlin tangett c o me st
districts and communities within ZambéZlde accelerated programnmeplements three overarching

activities with the goal of helping children to transition to primary school and preparing caregivers to help

their children through printg school: (1) summer school readiness programme for children aged 5 to 6,

(2) capacity building for school councils and locally based education professionals, and (3jgparent

parent education session (FigureAgramme activities were implementednirthe last quarter of 2016

to the first quarter of 2018 in 3 districtsZmambézia The overall cost of implementing the programme

was USD$1,057,816 (Save the Children, 201®Yetailed description of ASR activities can be found in
theProgramme and Tloey of Changesection below.

3 We conduct a cost analysis in Section 7 of this refitw. cost analysis focuses only on a subset of the implementing districts at
a specific time period and only represents a fraction of the total value.
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Figure 1: ASR components

Summer School for children aged 5-6 Capacity building for education professionals Parent-to-parent education

TR
oL

Institutional context

After a successful pilot of @eommunitybased ECD programmen Moz ambi queds Gaza pr (
(Martinez et al., 2002 the World Bank funded governmented scaleup which involved construction of

350 communitybased preschools. Notwithstanding this successful mobilization of resources based on

evidence generated within the country, implementation has been slowgearastlior infrastructure too

high to be scalable. Thus, the need to increase access to school readiness programme through the
accelerated alternative model became more urgent than ever to address the learnamymiséized in

UNI CEF Mo z aountiry Brapedrse (2017020)

One of the top priorities forthe 2020 1 6 (expanded to 2019) Mozambique
isintegrationofprgo r i mary education in the National Educati
integrated apmrach at Government level, aimed at the development of children in tselmel age (&

y e a i with the aim of guaranteeing that each child is ypedpared to enter the education system

(MinEd, 2012). While Mozambique has made significant progresgpanding access to primary

education, budgetary pressures have forced the government to significantly reduce spending, which,
combined with significant inflation and weakening currency, has resulted in a shortage of public funds to
support theseriorities(World Bank, 2017). Considering financial and institutional limitations, the

government considers it premature to introduce gpreary year as part of basic education at this time.

I nstead, the state i s f ocusiththe abjectivé dfipreplrangferthe i nt er
future expansion of sustainable accessteprei mary Educati on [é] as part o
(MinEd, 2012). As such, this evaluatiteem i s cl osel
objectives.

In sum,the ASR initiativeconstitutes a key programme for both UNICEF and the Government of
Mozambiquelndeed, &k ey pi I |l ar of UNI CEFO6s country strategy
children in Mozambigue have equitable access to early learning anidegisgsic literacy and numeracy
competencies. The four pillars are: (1). promote increased access to early learning and school readiness;

(2). improve quality of primary education and learning outcomes through more competent and better
motivated teacher$3). promote increased access for vulnerable children and retention of adolescent girls

in primary schools; and (4). build capacities for better planning, management and monitoring at national,
subnational and school levelShus,the ASR initiative targts directly pillars 1 and 3, making the

programme a key initiative to further UNICEF goals and positioning in the country.
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Key stakeholders

Bel ow we present a stakeholder analysis tothat maps
progranmewithin a rightsbased framework.
Table 1. StakeholderMapping
Stakeholder Roles and responsibilities in the project SOTETHE] T ol i SEllEe ¢
stakeholder
Rights-Holders
PgrentS)f pre- Rightsholders who benefit fromarentto- Results. and recommendatlons from this
primary school . evaluation may lead to improvgadogranmme
; parentsessions :
aged children delivery and expanded coverage.
Pre-primary Rightsholders who benefit from the Results and recommendations from this
school aged summer school readiness prograeand evaluation may lead to improvgadogranme
children parentto-parent sessions. delivery and expanded coverage.
Duty-Bearers
Responsible for participating in volunteer | Results and recommendations from this
Teacher L 9 ! : .
teacher trainings and delivering summer | evaluation maydad to improved training,
volunteers : ; PR . .7 .
school readiness sessions with fidelity. working conditions, and compensation.
Responsible for participating arent Results and recommendations from this
Parent leaders leader trainingand deliveringparentto- evaluation may lead tanproved training and
parent sessiongith fidelity. compensation.
. S Results and recommendations from this
. Responsible for facilitating a successful ) :
Primary school transition from the summer sche@adiness evaluation may lead to improved school
teachers . readiness and higher 4ime enrolment in
programmeto primary school. .
primary school.
. . Results andecommendations from this
Responsible for akhspects of project . ; .
STC staff . . evaluation may lead to improvements in
management anidhplementation. . '
progranmedesign and delivery.
Responsible for providing technical suppqg
and oversight to the implementing partnen Results and recommendations from this
UNICEF Financier responsible for funding the projg evaluation may lead to improvements in
and distributing dinds tothe implementing | progranmedesign and delivery.
partner
Results ad recommendations from this
. . L . | evaluation may lead to improvements in
Community Responsible for assisting implementers in : X .
! programmedesign, delivery, and imeased
leaders selecting parent and teacher volunteers. : .
coverage, which wil
communities.
Results and recommendations from this
District-level Responsible for supporting implementatio| evaluation may lead to improved school
government at the districtével. readiness and higherdime enrolment in
primary school.
Results andecommendations from this
Ministry of Responsible for coordinating prograra evaluation may lead to improved school
Education implementation readiness and higher 4ime enrolment in
primary school.
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2.2. Programme and Theory of Change
Pilot Programme

UNICEF Mozambique an8TC, in partnership with the Mozambican MINEHD, are implementing an

ASR pilot programme Rreparandese para a entrada na escojah Zambézia provincom 2016 STC,

along with provincial and district directorates of MINEDH, selected target districts andwatres

within Zambézia based on the following criteria: absence of a community grafinpreschool

initiative that reaches the majority of children aged 5 to 6 years, high rates of children aged 6 to 7 years
out of school (primary school begins atd), high primary school dropout rates, and adherence to

impact evaluation quality standardis addition,a preferencevas given talistricts involved in the

UNICEF primary school programme in Tete and Zambézia in order to foster synergies between UNICEF
interventions.

This low-cost ASRpilot programme is being implemented with the goal of better preparing children aged

5 to 6 for Grade 1The programme targessudentsaged 5 to 6 yearsaregivers of students aged 5 to 6

years, volunteer facilitatorkead parents, education professionals, school council members, primary

school teacherseachetrainers, and playgrourauilding volunteersandaims to improve readiness in

three spheres: chi |l dr edbreaddmess ferahddremaegis f faoni | s elsdoIr e ad
school.

To achievehis objective theprogrammeéocuses orthe following three activities:

1. providing a 126hour summer school readiness programme, implemented by trained community
volunteers, for children aged 5 tp 6

2. strengheningthe ability ofschool councils and locally based education professionals to support
school readiness opportunities and promote a smooth transition for children into primary school

3. providing 13 weeks of parett-parent education sessions, conducted by trained parents in home
settings, to improve the skills of parents and caregivethitifren aged to 6and thugpromote
early success in school

The programme implements these thogerarching activities with the goal of helping children adjust to

new | earning environments and teaching families t
transition to primary school. The 1:2@ur ASR summer school exposes children toydadrning

experiences and provides them with school readiness skills and attitudes to improve Grade 1 outcomes.
Trained community volunteers implement the ASR summer school usingcemitced principles ithe
appropriatamother tongue with a minority efctivitiescarried outin Portuguese. The specific curriculum

is based on the Ministry of Gender , Chil dren and
guide. To encourage parentsdéd partici-pparenton i n the
education sessions ai mhow tointeraci withdchilgranrtheongh pladyasddn o wl e d g
activities and foster a positive home learning environniarentleadersare trained to implement the

parent education sessiadngn ot her par e n tteparerh comporent alsb Brgages damibes t

to participate in ASR programme planning and monitoring to provide additional oversight aimd buy

Finally, the ASRpilot programme sens#s school management committees;tiess, and other

education professionals to school readiness methodologies and then engages these actors in

implementation decisions.
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Theory of Change

Policy-relevant research should be built on a theory of change that maps out the causal chain across
inputs, outputs, outcomes, and impaatsl should identifghe assumptions that underlie the theory of
change (White, 2009). Below, we describe the theory of change underlying thail&SiRogramme.

Inputs. As described abovehé ASRpilot programme inclues three sets of activities aimed at producing
speci fic outputs necessary for improving children
activitiestrainedselectedsolunteergo then implemera 126hour pr ogr amme t o pr omot ¢
school rediness skills by developing pldyased learning activities, materials, and manuals for volunteers

and therinstructingthe volunteers ithe use othese materialgsingin-service training. The second set

of activities aimed to build capacity among edisraprofessionals through capachuilding and

awarenessaising sessions with teachers, principals, and MINEDH staff; supporting school councils to
participate in the planning and management of the programme; and training primary school teachers in

the mplementation of school readiness methodologies. The third set of actiaties] leader parents

selected from the communityg then implementhe parento-parent education sessiodMolunteer leader

parents are trained to deliver thedréven parentasession covering topics such as development of

creative playbased activities for prechool children (such as singing, reading books, telling stories and

playing games with local materials), child health, hygiene and nutrition, and sensitization to the

importance of school readiness anetiome primary school enrolment. Parents are also offered additional

weekly group discussions for monitoring and refreshment of competencies acquired through the parental
sessions.

Outputs. If the programme implements ti@ervention components with fidelity, the programme should
provide education professionals, teachers, and parents with increased knowledgédfabenitelements

of school readiness and provide students with access to school readiness activitiesn @hihek
programme participate in a 1-2@ur summer school to promote school readiredhscation professionals
receive training and support from the programme to implement school readiness a&idtiparents
participate in weekly -hour parento-parent education sessioasd additional weekly discussion
sessiongor 13 weeks.

Outcomes.If the childrenregularlyattendthe 126hour summer schoalesignedo promote school
readinesschildrenshould acquiréey school readiness skillssuch aarly literacy and numeracy,

motor development, sociemotional development, and approaches to learning (Kagan, Moore and
Bredenkamp 1995) thatwill eventuallyenable them to enrol on time and succeed in GraBerthe

second componengdchers, administratosnd school councileceive capacitpuilding trainings and
supportfrom the programmée n or der t o be better abl e temnnguppor:t
For the third componentapents who pdicipate in the parertb-parent education sessions should

develop more positive attitudes towards educationhi gher aspirati onsandor t hei
become empoweraddo support t heir <irheiehrameet m&cboshroeghplayi ng and
based activities angbsitive parental practices introduced in ttaénings Specifically, @rentto-parent

training sessions provide parents with un understanding of the importance of the role they play in their
chil dbés devel onshoedldad them hoitakehmorie time towcare for the child (including

talking and playing with the child).
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Impacts.We posit that these outcomes, if sustained, may lead to a series of impacts oné&ckildrenu ¢ c e s s
in school and overall sociemotional welbeing The outcomes work in concgthat is,the Theory of

Change ToC) does not link specific outcomes to specific impacts, but rédtieeputcomesaken together,

if achieved, are expected to produce the following imp&ntsrall,if the outcomeslescribed above are

attainedthe programme should lead to increased school readinesstéo8-$earold children entering

Grade 1. The programme shoaldo increaseeh i me enr ol ment for Grade 1 st
school performanceand potentialidecrease dropoutrate€hi | dr enb6s participati on
programme develops key school readiness skills needed to succeed in primaryesadiogl toon-time
enrolmenthigher levels of school readiness in Grade 1faner dropoutsFor the second component,

educators have the tools and skills to promote school readiness in the clashicloicontributes to

chil drenods s utdienssdsdhool pGformahee Ri, nalel y, parentso i mp
towards and increased aspirations for t-hasddr chil d
activities that promote school readiness of theirgut@ol aged childrehwhichleadsthem to send

children to school on time, prepare children for the challenges of primary sahdehsure that their

children do not drop oufThese impacts may be affected by a series of modeeatdmnediators

including the ethnolinguistic backgund, age, gender, wealth, and attendance of chiltire@mount of

learning support from parents and parental motivation; and the continued commitment by all involved in

the programme and the education and skitheimplementers. We summarize thigthy of change in

Figure2.

4 This study does not measure longgnm impacts such as primary school dropout rate.
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Figure 2: Theory of Change
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2.3. Evaluation Overview

In this section, weutlinethe purpose of the evaluatidghgintended uses of the evaluation, the objectives
of the evaluation, the scope and overarching approach for this work, and the object of this evaluation (in
this case, the ASRilot programme).

Purpose

Like many othedevelopingcountries, Mozambique is seeking effective, affordable, and scalable ways to
provide school readiness supports to its child&@shool readiness programmes have the potential to
provide additional support to students who otherwise lack opportunities to acquire the skills and
knowledge needed to make a positive transition to primaigyosdh the absence of universal pultice-
primaryeducation, ASR programmes can potentially provide an affordable and scalable model that
increases ofime enrolment and eargrade achievement for childrensab-Saharan Africa. However,

the limited impementation of such programmes to date necessitates further testing to validate their
effectiveness.

The purpose of this evaluatidsto test the effects of the ASklot programme, as implemented 8YC,
on chil drendés s cho o lnsitioretapimanyeschaeol irethe dambéria pravisce 6ful t r a
Mozambique.

Uses

Given the urgent need for effective, affordable, and scalable ways to support school readiness in low
resource settings, it is important to test these types of innovations. Withimidiogee, we anticipate that

the results of this evaluation will ised by the Ministry of Education as an example of-efisttive

early learning programme, that can be scaled up to ensure that children have access to equitable and
effective programme gire-school learninglt will assist the newly formed Pigchool Department at the
Ministry. Moreover, the evaluation results will be used by other stakeholders who wibi irovision

of early childhood educatidior children under 8t will also be used taetrengtherocal school boards

and education professionals to support school readiness opportunities and promote a smooth transition of
children into primary school he evaluationwill also allow UNICEF andmplementingpartners tadjust

the programbs appr oaMehlsofaticipate that thefrasults of this enaduatipnewdl r s .
be informative for other countries seeking innova
readiness supportk sum, the ealuatian results and recommendations will inform key decision makers

on the cost effectiveness of accelerated school readiness pnoggaisthe country moves towardsrly
childhood education modetlsatcover all children and communities in Mozambique.

Objectives

Theevaluationobjectivesare to (a) determine the extent to which provision of the piR programme

i mproves chil dr e ntine enslménp andl acadendacachieversest,in Goade 1 relative
to the readiness, eime enrolment, and acadeachievement of comparable children in communities
with nopre-primaryeducation; (b) calculate the communriand childlevel costs of providing the ASR
pilot programme; and (c ) identify which aspects of community context and implementation seem to
fadlitate or inhibit the success of the A$Rot programme.
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Methodological Approach

The evaluation objectivemreachieved through a mixedethods randoreéd controlled tria{RCT).

Sixty communitiesdefined as areas around primary school catchment &n@asZambézidgook part in

the study, none afhich had anypre-primaryeducation availablélo create the samplese first used
administrative data to identify all primary schools in Derre and Morrumabha&afinal list included 212

schools in Morrumbala and 71 from Derf@. select the final list of participating schools wonducted a

public evenin the village of Morrumabalan Septerber 18, 2017 with representatives from the

government at the prowral and district levels, Save the Childeea moni t ori ng and evalu
anda staff member fromdNICEF Zambézia. We conducted two lotteries, one per district. The
representative of each district selected 30 schools by drawing school names &gthat lsontained all

schools in their district. The name of each selected school was registered in a document based on the
order in which the school was selected. The first 15 school in the lists were then assigned to the treatment
group and the remainirith schools to the control group in that distrittrough this process, a total of 60
schools were selected for the evaluation, of which 30 were assigned to the treatment group and 30 to the
control groupNote thatall schools irthe selected districtd urrumbala and Derrso that all of them

havethe samehance to be included in the program Moreover, the characteristicsaf communities

in these districtare very similar, implying that there are no major differences in terms of equity and
inclusion between the final sampé programme schooknd the communities that were not selected.

Within treatment communities, children where expected to start Grade 1 at the beginning of 2018
wereoffered the ASPpilot programmeln all 60 communitiesye asse®xichildrerts school readiness at
baselingatthe end of thgrogrammeimplementatiorjust before childrerenteredGrade 1(midline),and

at the end of Grade ®,months postimplementatiqendline) Wealso collected dataanhi | dr en 6 s
attendance, programe costs, and the fidelity of implementationtb& progranme processesChildren in

the sample were also randomly chosebedgart of the programme regardless of their gender or health
status as long as they had not attentédary school yet and had the right age

2.4. Evaluation Questionsand Indicators

Table2 containsan evaluation matrithat includes (1ljesearch questiomsapped to (2indicatorsused

to assess relevant outcomé&3) data sources used to measure the indicators, as wé)itae OECD

DAC criteriathat each research question correspondéltof the research questions addressed under th
evaluation of the programme addresses at least one of the five main-DECDriteria and sometimes

up to two of the criteriaResearch questions 1 to 3 are related to the impact of the programme at different
points in time and for different types of éihoutcomes, including school readiness and primary school
attendance and achievement at the end of grade 1. To address research question 4, we conducted a cost
analysis of the programe, including a coseffectiveness analysis. This analysis providesildata how

the prograrmewas implemented in the field and the costs of achieving prageshjectives. Further,

our analysis provides clear inputs to donors and the Government of Mozarobitheecosts of scaling

up the programme and its sustainabiliteotime. Research questions 5, 5a, and 5b, which are related to
programme implementaticand we addressed through a process evaluation, allowed us to investigate
issues on programme relevance, effectiveness, and sustainalatiéythat thenalysis of ppgramme
monitoring datavas not possible in this evaluation since these data were not providedchgribe
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Table 2: Evaluation Matrix

Research Question

Indicator(s)

Relevance

Data Source(s)

0
[70]
(O]
c
(O]
2
=
[&]
(]
=
LLl

Sustainability

Does provision of the ASR | @ IDELA score for girls ® Oneon-one IDELA
pilot programmeémprove w IDELA score for boys assessment for childre
childrenbds s d wPerceived effectiveness of the classroom compone aged 5t0 6
relative to children in enhancing childrenods sc| wFGDwithschool
communities with no pre | ¢ Perceived effedteness of parertb-parent education professionalsparent
primary education? sessions in improving parental attitudes and parent{  beneficiariesand
knowledge of ortime school enrolment parents of chilcen aged \%
5-6 from control
communities
w KII with Grade 1
teachersvolunteer
teachersandparent
leaders
Does provision of the ASR | @ Chi I drends enrol ment i n| wAttendance records
pilot programmeémprove weeks of the school year for girls w Enrolment record
chil drteneégnoimentf wChi |l drends enr ol ment oin Y
in Grade 1 relative to weeks of the school year for boys
children in communities witf| ¢, Attendance at the end of Grade 1 for girls
no preprimary education? | , agtendance at the end of Grade 1 for boys
Does provision of the ASR | @ IDELA score for girls w Oneon-one IDELA
pilot programmemprove @ IDELA score for boys assessment for children
chil drends agq wTeacherperceptions of academic performance atth aged5to 6
achi evement ¢ end of Grade 1 ' v
perceptions of their w Parent perceptions of academic parfance at the enc @Kl with Grade 1
performance at the end of of Grade 1 teacherandwith parent
Grade 1? beneficiaries
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w Perchild costs

4 | What are the communityand w Budget and expenditure,
child-level costs of providing ®w Perschool/peicommunity costs data
the ASR pilot programme? w Programmatic documen
5 | Which aspects of communit| @ Perceived factors that facilitate or inhibit successful | w FGD with school
context and implementation| Pprogramme implementation professionalsndparent
facilitate or inhibit the beneficiaries
success of the ASR pilot w KII with volunteer
programme? teacherandparent
leaders
5a | To what extent are w Perceived relevance of the programme content to tf w FGD with school
programmeopics and current contextual challenges and expectations professionalsind
implementation methods beneficiaries
relevant and responsive to t w Kl with parent leaders
implementation context? volunteer teachersand
Grade 1 teachers
5b | To what extent was the w The extent to which the selection process for paren| w Programme

programme implemented
with fidelity?

leaders was implemented with fidelity

w The extent to which the plannedmber of training
sessions for parent leaders were delivered

w The extent to which parent leaders received the pla
10 hours of training

w The extent to which the training sessions for parent
leaders covered required topics

w The extent to which the selemti of volunteer teachers
was implemented with fidelity

w The extent to which the training of volunteer teache
was implemented with fidelity

w The extent to which programme materials were
developed through a participatory process with
Mozambican stakeholders

w The extent to which programme materials were

delivered to programme participants

implementation
checklist (completed in|
Klls)

w KII with implementers
and donors

w FGD with parent
beneficiaries
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The research questions follow the proposal submitted by AIR and were discussed with UNICEF at the
inception phase. No additional changes to the research questions were made pftart{isae Annex

for the Inception Report)lo answer the questionsewollected quantitative and qualitative data at
different points in time as discussedditail inSection 3. For quantitative analyses, we collected
individuallevel data from eligible students and their parents. Qualitative data were proposed twetrace t
perceptions fronparticipans (students, parents, and school officials), implementers, and donors on the
process through which the programme was implemegResdearch Questions 1, 3, andGlalitative

data were also proposed and used to assaskes 6 p e r c ehijdtenperiormanocefat the end of
Grade 1(Research Questior).3There were no deviations from the proposal or the inception report in
terms of research questions, timing of data collection rounds, or methods used.

From the onset of the evaluation, it was agreed with UNICEF Country Office that the proposed impact
evaluation would focus on collecting detailed information at the outcome and impact levels related to
programme components 1 (child) and 3 (parent). Itales agreed that the impact evaluation would be

less effectivao directly assess the impacts of prograscomponent 2, namely, th&angtheningf the

primary school teachers and school councils from target communifiesnmte a smooth transition for
children into primary schdoComponen® was designed and implemented throtwgb main activities

(1). Meetings with school councils to stress the importance of ensuring that the children were supported
and retained in the schopind(2) trainings ofocal education professionals on school readingsde

valuable, the content of these two activities was not as fully developed at the time of the inception phase,
in contrast to the activities related to comporednand 3, which had cléadefinedimpact indicators

that could be rigorously estimated through individeakl dataas discussed in the Tablé Rote also

thatmost programme activities had no relationship with how local primary schools function as activities
were implemented by volunteg(rsot primary school teachers) and in many casegrammeactivities

were deliveredo children and parentaitside the primary school premis&his, component Zctivities

were complementary but not as essemtigdrogramme definition as componentsntl & More

importantly, component 2 activitiesould not beigorouslyassessed quantitatively due to the small

sample size of the actors involved (e.g., the few primary school teachers and principals in the 30 treatment
communities)Although it would have begpossible taassess componentdgawing fromqualitative

methods, due to financial constraints considerations, it was agreed that the best use of the qualitative data
collection efforts was to complement the quantitative dataatet to help explain the results at the

student and parental level components.

Despite nodirectly assessing the activities related to component 2, it is still worth noting that the ASR
progamme is a package of activities working at different levaigdren, parents, and communities) to
improve school readiness. Thus, we expect all three progemmmponents to contribute to improving
school readiness, increasing-time enrolment in primary school, and increasing primary school
attendanceWe do notexpect, however, that all programme components contribute in the sanaadvay

5 Someof theindicatorsused to monitocomponent 2 werdVorking with primary schoslto create a more chilftiendly
learning environment for first gradeiEngaging first graders in collective construction of classroom rBlesjding after school
recreational programes for first gradersSupporting tutoring for children in grades 1 and 2 for children who are having
difficulty .
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in particular,our quantitative resulfsom Section 4duggest thatomponent 2 did not playraajorrole on
children school readiness outcomes.

2.5. Ethical Considerations

AIR is registered with the Office of Human Research Protection as a research institution and conducts
research under its own Fedevatle Assurance. The AIR IRB follows the standards set forth by the

American Evaluation Association Guidelines and the Joint Ctieenon Standards for Educational

Evaluation. AIR follows the Code of Conduct of UNEG that requires both a cemftidtgendesensitive
approach to research and adherence to the fAdo no
respects and adheresthe UN Declaration of Human Rights, the UN Refugee Convention, the

Convention on the Elimination of all forms of Discrimination Against Wonaaa, the UNConvention

on the Rights of the Chil| as well as other human rights conventions and nationdldedas that respect

local customs and cultural traditions, religious beliefs and practices, personal interaction, gender roles,
disability, age, and ethnicity.

National IRB approval for the study was obtained from the National Council on Bioethics dtidikea

June 2017 Al R6s researchers and data coll ectors were
relevant nationalevel ethics board such as the National Institutes of Health (NIH) Office of Extramural,

USA. Further, a lead researcher from AtRinied local data collectors on the importance of consent and
maintaining participant confidentialigyrior to all rounds of data collectiohocal data collectors gained

informed consent from participants only after sharing all important informatiortlasedun the IRB

approved consent form. Verbal informed consent was also obtained from each participant only after vital
information on voluntary participation, confidentiality and the research study were shared and understood

by the participant. Theinfomed consent procedures complied with
consent requirementBata collectorsvere also trained to adhere to cultural norms when collecting data

and engaging with communities to ensure that our research did no hamptotibipants or the

surrounding communityAIR handled all data in accordance with the procedures and protocols approved

by both IRBs and all AIR computers are encrypted@assword protected

FurthermoreAlIR followed internationally recognized ethigglidelines for research with children

(Graham, Powell, Taylor, Anderson, & Fitzgerald, 2013), including obtaining appropriate forms of

parental consent and child assent, maintaining confidentiality, and ensuring that children have the right to
withdraw treir participation at any pointocal data collectors were specifically trairtedbe attuned to

chil drends verbal and nonverbal cues in order to
withdraw their participation from the studgnumerators @re also instructed ioform distressed

children of avenues of support, such as aftel child protection hotline.

Throughout the evaluation, the AIR research team maintained its independence and impartiality and can
therefore attest to th@edibility of all findings presented in this report. No members of the research team
had any personal affiliations or past connections to the projects or project staff included in the evaluation.
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3. Study Design

In this section, we present our (a) applosxanswering the research questions, (b) quantitative methods,
(c) qualitative methods, and (d) measurement framework and instruments.

To answelResearch QuestionIc hi | dr en & s ¥ weltampléted a enrerdoneragsessment of
school readinedsr children aged %0 6 in November 2017 (baselinepdanother assessmantMarch

2018 (followup at the point of expected Grade 1 entty) impact analysis alloedus to assess the

extent to which the ASRilot programme h&improved school readinesslative to the control group.
Throughfocus group discussionEGDg and key informant interviews (Kllsjve asse&sl parent and

teacher perceptions of programme effectiveness and investigated the channels through which respondents
perceived the summer programsrehancd school readiness. Additionally, we investighperceptions

of parentto-parenteducation sessiormdhow these discussions may influence parental attitudes towards
education and parental knowledge oftime school enrolment. These findings complement quantitative
findings on programme impacts and provide additional information on how and why thetseheffex
occurred.

To answeResearch Question Zontime enrolment in Grade)1lwe examined school records well

as data reported by caregivéssdetermine which children enrolled in Grade 1 within the first 2 weeks
of the school yearThese findings ere usedo determine whether the ASR programme grtihp
treatment grouphad greater ortime Grade 1 enrolmermihanthe control groupWe also checked
attendance at the end of Grade 1 in November 2Btriangulatd this information with key
informantinterview (KII) data on attendance trends.

To answelResearch Questiondc hi | drends academic achivecormumednt at
a oneonone learning assessmens i ng STC6s | DHEdvénbér B048& This i@ more
reliable approach than asking t e-aeatedtests betaosef@at e ch

teachers may not have sufficient opportunity or adequate training to be able to make a valid assessment of
studentearning and (b) teachereated testandendof-term marks may not be set against defined and

shared criteriawhich means thattudents performing equally could receive very different marks because
they have different teachers, leavimgertaintyabouthow much each child actually knows. We assdss
each chil dbés ac adregarless df whathenhe orghe aas completet thenGrade 1

school yearlt is important to include all study children in this assessmentoreasons. Firstf the

intervention has an effect on-time enrolment (Research Question 2), a larger percentage of the

treatment groupvould be in Grade 1 relative to the control groGecondsome children are expected to

attend Grade 1 sporadically or drop out, andiihigortant to understand how much academic learning
wasultimately achieved by each child.

To answelResearch Question 4cost analysis weconducteda cost analysis that all@ws to calculat¢he
perchild and peischoolpercommunity costef delivering the ASRpilot programme. Weisedaresource
costmodel (RCM) approachn orderto most accurately measure the resources allocated to implementing
and operating the ASRilot programme. The RCM approach involves explicitly orgag the data

gathering effort around the specific activities used to provide programming. The RCM has its roots in the

wi dely accepted Aingredientsd approach to cost ane
and ingredients of servicestagy are provided. The ingredients approachnelatestedsystematic
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procedure for identifying all the comprehensive costs for implementing programme services, including costs
that areoftennot adequately identified in budget or expenditure data,asicbhntributed (ikind)

resources, opportunity cosés)dcostsshared between the programme and other operational activites.

RCM approachalsoallows us to distinguish costs associated with initial implementation-@gtaftom
thoseassociated wh regular, ongoing operation.

To answelResearch Question pwe used FGDs and Kligith implementers, programme participants,
andparents of children agedtb 6 from control communitie® understand what aspects of the
programmenorked well which were challenging to implement, and why. Research Question 5a
(extentto whichtopics and implementation methaate relevant and responsive to the conjente
looked at the relevana# the programme contentto the currentcontextualkchallengesand expectations
For Research Question 5lfextentto whichthe progranmewasimplemented with fideli}y after
implementatiorwe used g@rogramme implementation checklist triangulated Wills to analyse the
fidelity of implementation ofhe programme processéacluding the selection of lead volunteers,
volunteer trainings, and programe materials Figure3 summarzes the structure d¢he evaluation.

Figure 3: Evaluation Structure
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3.1. Quantitative Methods

To measure the impacts of the ABibt programme, we designed a longitudinal cluster RCT in the
districts of Morrumbala and Derre in the province of Zambézia. The purpose of using a cluster RCT to
assess programme impacts is to ensure that if the approach is successful, it creates a reasonable
counterfactual where the treatment and comparison groups are similar in terms of observable and
unobservable characteristics. This means that the only remaining difference is that the treatment group
received the programme, enabling us to assess theapnogre 6 s i mpact .

Selection of participating villages The ASRpilot programme was designed to be implemented in

30 communities evenly distributed in the two programme districts. For the evaluation, we needed to select
30 additional communities froeachdistrict, for a total of 60 communities. Within each district, 15
communitiesvere selected to receive the programme and 15 were selected to be part of the control group.
Table3 summarizeshe sample for quantitative data collection.

Table 3: Number of Schools Selected for Evaluation by District

Morrumbala Derre

ASR pilot programme 15 15 30
Control communities 15 15 30
Total communities 30 30 60

To create the sample gwdentified 213 primary schools in Morrumbala and 72 in Dieora the

MINEDH list of operating schoolslhe identified schools did not have any form primaryor school
readiness programming options and were willing to implement thep8fprogramme if selected. The
60 schools for the evaluation were randomly selected in a public event led by UNICEF@imd
September 2017 in Morrumbala Village. Representatives from the province of Zambézia and the two
participating districts were invited to leaabout the ASRilot programme and to participate in the
selection of theschools. We stratified the selection process by district to increase statistical efficiency.
(That is, we conducted two independent lotteries to select the schools, one for Mtarantbane for
Derre, so that each treated community in a given district had a corresponding control community within
the same districtFigure4 showsthe location of the primary schools from Morrumbala and Derre that
were selected for the evaluation.€Tlist of schools randomly selected for the evaluation is reported in
Appendix D.
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Figure 4: Location of Primary Schools Selected in Derre and Morrumbaléa
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Selection of programme participants.To obtain an unbiased sample of children within a school
catchment area, we conducted a listing exefoiseouseholds in each of the treatment and control
communities and then randomly selected children to be included in the sample. To be involved in the
programme evaluatiofamily in atreatmenbor control communig had to satisfy the following
requirements: (a) the family had at least one child aged¥years(b) the family was interested in
participating in a preschool programme if it was madsglable in the communifyand (c) the family

lived within a 2kilometre radius of the corresponding primary school.

For programme implementation, UNICEF &@Cagreed to work with a maximum of 60 children in
each of the 30 treatment villagés éach Milage, thechildrenwere dividednto two classe®f 30

students eaghFor the impact evaluation, the power calculations we presented in the inception report
(AIR, 2017) indicated the need to have 20 children per school from each of the treatmentrahd cont
communities, for a total sample size of 1,200 children (600 from treatment communities and 600 from
control communities)Table4 summarizes the number of children that we progtsénclude in our

sample for the evaluation of the programme. In e&i¢then60 selected communities, the 20 children
needed for the evaluation were randomly selected from the listing exercise.

6 Note that Morrumbala distridtas three administrative posts: Morrumbala, Chire, and Megaza
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Table 4: Number of Children Needed for Programme Implementation and Evaluation

Morrumbala Derre

Programme

Evaluation

Programme

Evaluation

ASR children 900(= 15x% 60) 300 (= 15x 20) 900(= 15x% 60) 300 (= 15x 20)
Control children 0 300 (= 15% 20) 0 300 (= 15% 20)
Total children 900 600 900 600

Identification strategy. This study is a longitudinal, cluster randomized, controlled evaluation with repeated
measures at the child and caregiver levels. In{scgke social experiments, it is typical to estimate
programme effects by using the experimental data within a lofigil design, including a differenas
differences design (DD), which compares the average change over time for the treated group to the average
change over time for the control group. The DD estimates represent interttieat (ITT) estimates that is
the average programme impact for children and caregivers who reside in a treatment village regardless of
whether any of them took part in any programme activities. To estimate ITT effects, we used the following DD
specification:

Yo 1 1 YiQeapo Y- p
whereY® is the first difference of outcomk for child 'Gn villagei betweerendlineand baseline (i.e.,
YO =dF  ®p):"Yi ‘Qdsadummy variable equal to 1 if chilbelongs to a treatment villag®; is
a vector of time variant characteristics; a8Ad is a first dfference of the error term. The estimate of
T represents the ITT effect of the programme. Becaulsges were randomly assigned, our ITT

estimate represents the causal effect of the programme for those children and caregivers who live in the
treated village.

Note that this analysis does not account for whether children and caregivers actually featticipa
programme activities. To estimate the impact of the programme for those who attended programme
activities, we could estimate the following specification:

Yo | r oYY ra Y- ¢
whereb "Y'Yis a dummy equal to 1 if dd (or caregiver)n villagei received any programme activities
and 0 otherwise. However, estimating equation [2] for those who took part in any programme activities
may result in biased programme impacts given that families who decide to pariitigheggprogramme
may be very different in observed and unobserved Wagsthose who do not participate, which may
ultimately affect programme impacts. To address this issue, we conducted an instrumental variable (1V)
approach in which we used the randassignment of villages as an instrument for programme
participation. The estimated impact is known as the local average treatment effect (LATE) because it
estimates the effect of the ASR pilot programme only for those children and caregivers who decide to
attend programme activities just because they were assigned to the treatment group. In Appendix E, we
describe the LATE method in more technical detail. We used cludiast standard errors to account for
the clustering of households within villages.
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School readiness assessmem/e used the International Development and Early Learning Assessment
(IDELA), developed by8TC, as our school readiness assessment tool. The IDELA measures (a) emergent
language and literacy, (b) emergent numeracysdcioemotional developmeht(d) motor development

(fine and gross motor skillsje) executive functidnand (f) approaches to learninBELA was

developed as an alternative to existing instruments that are either too narrow iargoopExpensiveo
administerwith the majority developed for use in higitome countries making thedifficult to adapt

to a developing contexPisaniet al.2015 Fernaldet al., 2017)IDELA wasspecificallydeveloped for

use in lowresource settings, and has umgbere rigorous validation ihl countries, including
MozambiquegPisaniet al.2015. The IDELA s intendedor use with children aged 3.5 to 6 years, and

the children in the study were aged 5 to 6 years at baseline. Each child assessment took appRXimately
minutes. Participating children were given a small incentive (such as a pencil, eraser, and paper) to thank
them for their timeWe collected the IDELA assessments at baseatimdljne, andendline(end of Grade

1).

School record review.Assessors exained the school recordsmaidline for the selected students and
recorded their firsgrade enrolment. We revie@aschool records anhidline andendline

3.2. Qualitative Methodology

To answer Research Questions 1 andéecollected qualitative data fwo rounds: at programe
midline and endlineDuring midline data collection (March 2018), we interviewed volunteer leaders,
school professional§TCstaff, andcaregivers oparticipating children. At the end of Gradeg9Imonths
postimplementatiofendine), we interviewed Grade 1 teacharsd staff fromSTCand UNICEF. Below
we describe the specific processes used to sgmapieipants andollectand analyse datdhe
gualitative data collection questionnaires are included in Appendix C.

Sampling
Midline

At midline, we used cluster sampling to select sites and a combination of purpost@naedience

sampling to selednhterview participantsTo selecfour schoolsites, we grougdschools into four

implementation school catchment areas using@lsstmpling at the community leyéien randomly

seleced onesite for data collection from each of the groupifaysa total of four qualitative site®¥Ve

used the statistical programme Stata for this process of clustering and random sé&leistimmpoach

allowed us to gather diverse perspectives (geographically) across the selected communities (Sandelowski,

”Some examples of IDELAsoe®mot i onal items are: fAThink for a moment and t
sad; how/why does that make you sad? What do you do to feel better when you are feeling sad? how/why does this make you feel
better? what makesyou fdelap py . I'n another item, the enumerator shows the

do you think this child is feeling right now? whahiltytowoul d you
read the emotions otleers to feel empathywhich may belinked to performance on teabased problersolving tasks.

8 Examples of an IDELA executive function items are: (i) The enumerator says a list of numbers, one after another. After the

child hears the numbers, he or steeds to repeat them back in the same order. This type of questions assest&sshort

memory; (ii). Another example is a game where the child is a
your toeso. Af t e todatheiogpositetohwhat liehisibéing told, shat &,sduahidg the head when the instruction
is touching the toes and vieersa. This exercisequires relatively high levels of executive functias ittessa chi | dés abi | it

pay attention, remembeules and exhibit seHcontrol
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2000).To samplecontrol communities, wasedconvenience sampling to seléieé closest community to
the selectedmplementation school.

Participants in each school were then purposively selected based on their role in relation to the
programme, such as volunteer teachers or members of the school council. Within the group of eligible
individuals in a particular rolaye used snowball sampling to identify additional respondents. This

involved asking schools to supply references for parents, school professionals, or volunteers who met the
selection criteria and were available for interviews and focus groups.

Endline

Our sampling strategy for thendlinedata collection was purposive, using IDELA impact scores to select

10 particularly high and low performing schools as well as schools with high rates of participation. We
used this sampling approach to investigate hawgeetives differed across classrooms that had high or

low IDELA impact scores at endline. At each of the 10 schools, we selected the Grade 1 teacher who had
programme participants in their Grade 1 class during the 2017/2018 school year. In additien, we re
interviewed three key informants from UNICEF and Save the Children to further investigate whether the
ASR programme was implemented as planned.

Qualitative Sample Size

We conducted a total of 12 FGDs and 23 KllIs over the course ef/ttheation, which equates to

obtaining information from approximateld7 individuals since FGDs were comprised &f idividuals
eachWhile this figure (107) is modest in comparison to the quantitative sanmgilee gquantitative

samples that tend to lerge and probabilistic, qualitative samples are not intended to be generalizable or
comparable. Smaller qualitative samples do, however, allalemth investigation of key concepts.

Ant hropol ogi st Russel/l Ber nar dthaif @aolkiopledgeatilee s, A The
people are enough to uncover and understand the core categories in adgfinedl cultural domain or
study of | i ved). Questetal (2606) anel Dorgamet al. {2602) both found that the vast

majority of core cooepts were uncovered in the first1P interviewsWe found that this number of Klls
and FGDg along with the individuals purposefully sampdegrovided us with sufficient data to answer
the research questions we aimed to answer qualitatively (see Tizdd@ng.

Methods

We used FGDs and Kilis to collect the qualitative datda.dble5, we outline how these methods and
their sampling correspond to the theory of changetlmdesearch questions.
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Table 5: Qualitative Approach

Endline
Theory of Mid line interview
Researchquestion changée Instrument interview #
RQ 1. How do teachers and parents G Y N;:|FGDwith school 4 0
perceive the overall effectiveness| ;¢ p | professionals
the ASRprogrammen terms of it
improving school readinesgpe EGD}’,\”F Pafe“t 4 0
primary eneficiaries
FGD with parents of
childrenaged5-6 from 4 0
control communities
Kll with Grade 1 teachers 0 10
Kl with volunteer teachers 4 0
KIl with parent leaders 4 0
RQ 5. Which aspects of community CONTEXT | FGD with school 4 0
context and implementation Y professionals
facilitate or inhibit the success of | o g F )
the ASR pilot programme? FGDV,V'Fh parent 4 0
beneficiaries
Kl with volunteer teachers 4 0
KIl with parent leaders 4 0
RQ 5a.To what extent are programme | CONTEXT | FGD with school 4 0
topics and implementation methoq Y professionals
relevant and responsive to the A B.F th ficiari
implementation context? FGDwith beneficiaries 4 0
KIl with parent leaders 4 0
Kl with volunteer teachers 4 0
Kl with Grade 1 teachers 0 10
RQ 5b.To what extent was the programn{ A Y G ;| Kll with implementers and 5 3
implemented with fidelity? F Y J |donos
FGD with parent
o 4 0
beneficiaries
Total number ofinterviews 22(12 FGDs 4 13Klls

10 Klls)

Note.FGD = focus group discussion; Kll = key informant interview.
aArrowsin this columnindicate that we use tliestrument to study the transition between the outlined elements in the theloangé.

bInterviewslistedin the table are duplicated
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Focus Group Discussios

Data collectors from Al ROs partner, ELN®pn facilit
PortuguesgSenaand Lola FGDs with school professiondiscusedon several themescludingthe

responsiveness and relevance ofptftagramme to the cultural context and current issues facing school
readiness in Zambeézié programme staff andolunteers implementetthe programme guidelines and

trainingas intendedand the perceived effects of the programme on participafedriangulated

information from FGDs with school professionals with information from FGDs with programme
participants-both parentsof children aged 5 to 6 participating in the programme amdntsparticipating

i n the pr og-to-pamenteducatiop sessiens. FGDs with participating parents covered the

same topics as FGDs with school professionals, but the questowe r e modi fi ed to ref/|
experiences with the programme. Finally, FGDs wahents of children agedt® 6 from control
communitiegprovidedadditional information otthe programme@ sesponsiveness to the implementation

context.

Key Informant Interviews

AIR and ELIM conductedlls at midline andendlinein Portugueseiznglish,Sena, and LoloAt midline,

we ledtwo KlIs per school, one with the parent leader of the pdoeparent education sessions and one
with the volunteer teacherrfthe summer school. We also conducted two Klls with programme
implementers who were working across the selected programme communities. Klls with programme
implementers focused on the way programme activities trangtatelid not translatento programne
outputsand the extent to which the programme was implemented as intended.

After the end of Grade 1, we collecteddlinedata from Grade 1 teachers and adiam programme

implementers. Interviews with Grade 1 teachers focused on understandingrtegitipas of

programme student so6 r epeogranme suslents.iKeyinfonrmanaimtarveewsrwitht o n o
progranmeimplementers further explored the fidelity of implementation themes finadtine through a

progranme checklistthatoutlined the prposed programe processes.
Analysis

For our analysis of the qualitative data, we incorporated elements of processsoattiaggwe could

easily relate our qualitative findings to thlements and relationships in tA8Rp r o g r atmeongdd s
changeProcess tracing uses qualitative interview transcripts to break down the theory of change elements

into observable steps in order to analyse how change did or did not occur (Vennesson, 2008). We used an
interpretivist approactNorman, ®15)to process tracing in our data collection design and analysis,

which does not determine causality bllbws researcherstounderstamd r t i ci panorshdw per cep
and why certaitonnectiondetween elements in the theory of change took plags.ifolves

understandingatterns in the perspectives and behaviotirsformants (through analysis of interview

transcripts) to show whether the programme progressed as expected based on the theory of change (Jervis,
2006).

After data collection, reseghers sent transcribed audio files for translation into English. ELIM then sent
the English transcripts to AIR for review and analysis. AIR staff used qualitative coding to analyse the
data. From the data, we developed a descriptive coding scheme brtkedtheory of change, with
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specific references to themes of interest and research questions. We then loaded the coding scheme and
the transcripts into a qualitative data analysis software package (NVivo 11). Coding in NVivo is a manual
process based omameful reading of each piece of data (in this case, interview responses and other notes)
and subsequent selectionasfe or moreppropriate codeto describe the dam. Once properly coded,

the data were reviewed by qualitative researchers, trianguladectined between researchers, and
translated into a written report.

4, Quantitative Results

In thissection, we present quantitative findirags prograrme participation, school readiness, and on

time enrolment in first grade. Prograra participation (or attendance) is a kegdiatorinAS R6s To C
(see Figure 2) that we test in this section: we expect to see outcome N (children provided with key school
readiress skills) only if the programeis well-attended by those assigned to the treatment condition.
School readiness and-time enrolment results correspond to two of the impacts in the ASR ToC:
children enter grade 1 with the minimum level of readinessaridcrease in etime enrolment in first

grade. Testing other key impacts from the Tapecifically ondropoutrates and school performaiice

are out of scope of this evaluatidie are unable to examine whether the ASR programme had an effect
on primaryschool dropout rates due to the timeline of the evaluatierexpectinyimpacts on dropout
ratesto manifest themselvdseyond the end of Grade Rurthermore, we rely exclusively on primary

data AIR was not provided with monitoring data collected ByCSand this analysis if beyond the scope

of thisstudy However, we used STC administrative data to conduct the cost analysis (see Cost Analysis
section).Although UNICEF did not provide AIR with project targets to benchmark these results against,
we discus how our findings compare to similar prograss inthe Conclusionsection.

4.1. Attrition

Attrition within a sample occurs when households from the baseline sample are missing in thagollow
sample. Mobilityandhouseholdlissolution can make it difficulbtlocate househatg and death of

sample members is an obvious form of attritiéttrition causes problems when conducting an evaluation
because it not only decreases the sample size (leading to less precise estimates of programme impact) but
also introdees selection bias to the sample, which can lead to incorrect programme impact estimates or
change the characteristics of the sample and affect its generalizability. There are two types of attrition:
differential and overall. Differential attrition occumhen the treatment and control samples differ in

terms of the types of individusivho leave the sample. Differential attrition can create biased samples by
eliminating the balance between the treatment and control groups achieved through randomization at
baseline. Overall attrition is the total share of observations missing atfatidrom the original sample.
Overall attrition can change the characteristics of the remaining sample and affect the ability of the
studyds findings ations buesidegthe stedy. fdéallyzbeth typesoof agirisicg u |

small.

We investigated attrition @&ndlineby testing for similarities at baseline between treatment and control
groups for those who attrited (differential attrition). Testing these graupsaseline characteristics
allowed us to assess whether the benefits of randomization were presamneiihat

AMERICAN INSTITUTES FOR RESEARCHAIR.ORG 33



Evaluation ofASR ProgrammeFinal Repor

The analysis of attrition is shown in Appendix Paples A.1 and A.2). In theendlinesurvey, we had 145
attritors, of which 73 were controbeervations and 72 were from the treatment group, which represents
an 12% attrition rate for both the treatment and control groups. Regarding differential attrition, columns 7
and 8 of the referencéblesin Appendix A show that only four of the 26 IDELsxd other child

indicators and four of the 34 caregiver attitude and practice indicators were significantly different
between the attritors in treatment and control gro8psilarly, wefind only minordifferential attrition in

terms of sociodemographibharacteristicsout of 52 households, caregiver and child characteristics as

well as poverty, asset and livestock ownership outcomes, only 4igeificantly different between the
attritors in treatment and control grou@srerall, we did not find anyignificant differential attrition at
follow-up, which means that we preserved the benefits of randomization.

Next, we briefly discussogiodemographic characteristics of attrittvsontextualize characteristics of
children who are included in analysis, i.e. faitritors.Attrition in Derre was higher than in Morrumbala,
althoughthis difference is not statistically significa#tttritors in the treatment groumperemore likely b
have had diarrhoea in lastnv@eks but were also slightly more food secure. Attritors had slightly more
modest housing conditions afelver assets across both groumst this could be explained by the fact
that dtritors in both groups had slightly srtealfamilies Main caregivers of attritors were less likely to
speak Sena and more likely to speak |.a®compared to primary caregivemefattritors which could
be explained by higher (but not significantly) rates of attrition in Morrumi'dhdle a few small
statistically significant differences exist between attritors andatwitors,these differences are
practicallyinsignificant.

4.2. Programme Participation

In this section, we present the fisthge estimates of the effect of being assignedreatment village on

the probability that children or caregivers participated in any ASR activitidalle6, we show that the
treatment instrument was strongly correlated with taking part in the ASR pilot programme. The results in
column 1 indicate thébeing in a treatment village increased the probability of participating in ASR
activities by 5ercentage pointer children in the treatment group relative to those in the control group.
This is encouraging since programme participation is a critiealiator of improve school readiness, a

key impact of the ASR ToGQnterestingly, a nomegligible proportion of children in the control group
claimed to have taken part in the programme, which may have happened because treatment and control
schools weren adjacent locations. Using treatment as an instrument allowsffisdtively address this
potential contamination issue in order to obtain a consistent estimate of participating in the ASR pilot
programmé.

Nevertheless, it is worthotingthat there was not full compliance with programexévities i.e. ASR

did not achieve universal participation in treatment villayedunteer teachers and key informants from

Save the Children and UNICEF noted that tharng of the programme may have affected participation

as it took place during the rainy season, when many families were on holiday and/or working in the fields.
(Often, families bring children with them while they work in the fields.) A key informant tibiHCEF

9In Table 6, we report the-§tatistics on the treatment variable to assess the relevance of the instrumerstattsti¢using the
sample of panel observations was 16.78, which exceeds the conventional criticabl/alliés assess finite sample bias due to
weak instruments (Stock & Yogo, 2005).
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stated that families typically leave for the fields 2 to 3 months before the rainy season, return, then go
back to work in April, May, and June

Table 6: First-Stage Regression Results (With Covariates)

Dependentvariables (1) 2) 3) (4)

Did this child attend a preschool programbefore 0.56*** 0.76 | 0.20 | 16.78 | 1,023
attending primary school? (0.06)

(6)

Note T = treatment group; C = control groujl! estimates ussingle-difference modelling oéndlineobservations for

observations in the longitudinal sampiRobust standard errors clustered at the school level are in parentheses. All estimations
control fordistrict fixed effects. Control variables used in the regressiorcaser e gi v er 6 s i micharycsehool on | ev el
educationc ar egi v er 6 s i masahacketucatigmn indecatos for whether the child lives whis or hemother or
father,thelanguage spokein thechild's home is Portuguese, lofidistance to the nearest health posk{iometerg, number of

children living inthehousehold, age ¢he main respondent, SES index, indicators for the child being stunted or underweight,

and indcators for imputed child weightfor age and heigtor age.Note that76% of children in treatment communities

participated in the programmrersus 20% of children in control communities

*n <.10.**p <.05**p < .01

4.3. Child-Level Component

Next, we present programmatic impacts related to 4¢eildl outcomesi-or the quantitative findings, we
focus ontwo main groups of results: those related to the IDELA const(udteeh examine impact Of
the ToC, children enter Grade 1 with minimum lesereadinessandthose related ton-time primary
schoolenrolmentimpact X of the ToC)

IDELA Constructs

As discussed earlier, the IDELA items can be grouped into six constructs to assess child development.
These constructs group items related tacsemotional skills, motor skilevelopment, emergent

numeracy, emergent literacy, executive function, and approaches to learfiiabldr§ we present

impact estimates for the total IDELA score as well as each larger cori$tkdditional results shwing

the effects on each individual item within each construct are available in Appendix B. As can be seen in
Table7, we found a highly significant impact on the overall IDELA sdarall child domains except for

the socieemotional onewhich is still psitive but imprecisely estimatétdOur ITT result (column 1)

shows that the ASR pilot programme increased the total IDELA score for children in treatment schools by
9 points (0.52 standandtkviations §0]). Column 2 shows theesults for those childrem itreatment

schools who actually attended the programme. We found that the IDELA scores for this group increased
by 17 points 0.93 SD). Again, these overall scores were driven by the impacts on specHaoesbucts:
emergent numeracy (ITT:®5 SD, LATE: 0.98 SD), emergent literacy (ITT: 89 SD, LATE: 0.70 SD),

0 The total IDELA scores a simple average of tisecicemdional, numeracyijteracy, andnotorconstructs.

1 The socisemotional items in the IDELA assessment requires children to talk about their feelings in real and hypothetical
situations. Children were less engaged in this type of questions relative to other domains that were +naseghl&hallenges
with these questions may explain in part the lack of results for this domain.
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and motor skills (ITT: @4 SD; LATE: 0.78 SD). Even though we found statistically significant

differences in favour of the control group for both emergent literacy and motor skills ah&ameali

impact estimates revetlat children in the treatment group were able to catch up and in fact overtake
their control group peers with regard to these skills as a result of the programme. This is a trend we first
identified inmidline, and weare dle to confirmthat theeeffects persisat the end of first grade, 9

months after the end of the program¢erdline) It is worth noting that the control group has also

improved since baseline, but the gap in favour of the treatment group remains.

TablesB.1 to B6 in Appendix B show the breakdown of each main construct into its constituent items.
For instanceTableB.1 highlights that the overall impact on motor skills was driven by highly significant
effects on all aspects of motor skills. SimilaffableB.2 shows that the impact on emergent literacy was
also driven bypositive effecé on most item&mergent writing print awarenessiter identification and

first letter sound)while the impact on emergent numeracy aBodriven by effectsnost tems
(Comparison byze andength sorting andclassification shapeidentification oneto-one
correspondencgeddition andsubtraction andpuzzlecompletion). Impacts on the sociemotional and
executive function constructs were driven solel\sblf-awarenessTiableB.4) and shorterm memory
(TableB.5), respectively.

Table 7: Impacts on IDELA Constructs

LATE

@ De p evaubblest 1) (2) 3 4 ®) (6) Q)

Total IDELA 0.09*** 0.17%** 0.41 0.45 0.56 0.50 1,023
(0.03) (0.05)

Emergentumeracy 0.12%** 0.21%** 0.46 0.50 0.65 0.57 1,023
(0.04) (0.07)

Socicemotional 0.06 0.10 0.34 0.36 0.46 0.41 1,023
(0.04) (0.06)

Emergentiteracy 0.08*** 0.14%** 0.30 0.32 0.39 0.33 1,023
(0.03) (0.05)

Executivefunction 0.05* 0.09* 0.52 0.55 0.63 0.61 1,023
(0.03) (0.05)

Motor skills 0.10%** 0.19%** 0.55 0.62 0.73 0.69 1,023
(0.03) (0.05)

Approaches tdearning 0.03 0.06 0.75 0.77 0.80 0.78 968
(0.03) (0.05)

Noteqp De p e nd e n dependentivaaidble endline= dependent variable at baseliffes treatment group; C = control

group All estimates use differenda-difference modelling with panel observations. Robust standard errors clustered at the
school level are in parentheses. All estimations control for district fixed effects. Control variables used in the rageession
caregie r 6 s e d u ¢penmary echoolleducatodindpreschool educatignan indicator for whether the child lives wtis

or hermother or father, language spokaerthechildé home is Portugueseg of distance to the nearest health post (in

kilometer9, number ofchildren living inthehousehold, age of main respondent, SES index, indicators for the child being stunted
or underweight, and indicators for imputed csleveightfor age and heigHbr age.Note that the sample for Approaches to
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Learning is smaller than the overall IDELA sample because 55 children were ineligible to answer questions for thémdection
thus scoreare missingor this item.
*n <.10.**p < .05 **p < .01

In Figure5, we conpare thamidline IDELA results(before children enrolled in first gradie theendline
results(at the end of first gradelnterestinglythe impact estimates at teadlinewave were of the same
magnitude, if not larger, than the impactsnadline. Moreover, the impact results persist over time even
though, as expected, the control group is performing better ahti@mewave, which is explained by the
fact that children are not only oldereatdlinebut are also attending first grade. The results are
encouraging as programme impacts did not fade out over time as may have been expected given the
programme was short in lengthd the number of treatment students where just a small proportion of all
the students attending first grade.

Figure 5: Comparison of IDELA Impacts at Midline and Endline
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Note.Figure compares the control means and impact estimates for each IDELA domain at two pointsnidtineeand
endline. The right axis represents the number of points in the IDELA assesarmneha total of 100 poini§he stars next to the
impact estimtes indicate whether the impact is statistically significant using the following conveiptioni0. ***p < .01.

Interestingly, he average child who attended tiregrammegLATE estimates irrable § is scoring

above 70% of the IDELA test the last ound of data collectiofe mean of 56 plus an impact of 17
percentage points equals 73%hich indicates that although children were not entirely ready by the time
they entered first grade, thepave a achieved a minimum level of school readinessomoaverage thanks

to the programe.
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The programme has an OEQDAC gender equality policy marker score of 1, meaning that gender
considerations are an important but secondary objective, hence assessing gender issues was not the
primary focus of the evaluatioklowever, we disaggregatesultsby gender tonvestigate potential
differential impacts of the ASR programme for boys and girlse gender is a key moderator in the

pr ogr ammBefow welpmesenhain IDELA constructs disaggregated by gendeable8). There is

no differential impact for boys and girls for total IDEL&r any of the main IDELA contractsoys and

girls benefitequally from the intervention

Table 8: Impacts on IDELA Constructs by Gender

Baseline mean Endline mean

® Depende @@ |6 |6 | o6 @

variables

Total IDELA 0.015 042 | 041 | 046 | 044 | 058 | 053 | 0.53 | 0.46 | 1,023
(0.03)

Emergent numeracy 0.012 045 | 046 | 050 | 0.50 | 0.67 | 0.62 | 0.61 | 0.52 | 1,023
(0.04)

Socicemotional 0.020 034 | 0.3 | 037 | 0.35 | 047 | 0.44 | 0.44 | 0.37 | 1,023
(0.04)

Emergent literacy 0.025 032 | 029 | 033 | 032 | 041 | 0.36 | 0.37 | 0.29 | 1,023
(0.03)

Executive function 0.026 052 | 0652 | 055 | 054 | 0.64 | 0.62 | 0.63 | 0.58 | 1,023
(0.04)

Motor skills 0.005 057 | 054 | 064 | 060 | 0.75 | 0.71 | 0.71 | 0.67 | 1,023
(0.04)

Approaches to 0.013

learning 076 | 0.74 | 0.78 | 0.75 | 0.80 | 0.80 | 0.79 | 0.76 | 968
(0.04)

Note.p Dependent variabl es =dedendes vadabledtbasebne; ddtinbatesuseadifferenaed | i n e
difference modelling with panel observations. Robust standard errors clustered at the school level are in parentheses. All
estimations control for district fixed effects. Control variables used in the regressicnaare:e geduwcationdeve(primary

school educatioandpreschool educatignan indicator for whether the child lives whis or hemother or father, language
spokenin thechildé home is Portuguedeg of distance to the nearest health posk{iometerg, number ofchildren living in
thehousehold, age of main respondent, SES index, indicators for the child being stunted or underweight, and indicators for
imputed childs weightfor age and heigtor age.Note that the sample for Approaches to Learning is smaller than the overall
IDELA sample because 55 children were ineligible to answer questions for this section and thus scores are missiregrfor this it
*p <.10.**p <.05**p < .01

We do not showcasadditional analyses of differential impacts because our child sample is homogenous

in terms of most important demographic and socioecon@®inice the programeexplicitly targeted pre

school aged children, t her e nalstheprograumewasat i on i n ch
implemented irvery poor, food insecure areas, with little variation in socioeconomic condiMitisthe
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exception of the indicator for whether the mother lived in the household with the child, we did not find
any statistically iginificant differences in the variables relateditehousehold, caregiver, or child
characteristics between the treatment and control gratupsseling? For example, 99% of children in

our samplare in good health and have disability issuesBecatse of the homogeneity of the sample at
baseline, further subgroup analyses would not yield additional insights.

Primary SchoolAttendance

Next, weassessed whether the programme led to gratieardancén primary school for childreras
measured bwhether thechild currently attengprimary schoal As seen imable9, we found the ITT
effect to be a 1percentaggointincrease irattendancever the control group (column 1), and the LATE
to bea 21 percentagepointincrease (column 2). These results support the hypothesis that ASR
programmes can increase the likelihood that children amehattengrimary schoalASR programme
does indeethcrease ostime enrolment in Grade 1.

Table 9: Impacts on Primary School Attendance Single Difference

T
--

Dependentvariables atendline (5)

Is this child currently attending school? 0.12%** 0.21 %+ 0.90 0.79 1,023
(0.04) (0.07)

Note T = treatment group, C = control groull estimates use differenda-difference modelling witlendlineobservations.
Robust standard errors clustered at the school level are in parentheses. All estimations control for district fix€baffetts.
variables used in the regressionarea r e gi v e r 6 s (penthty schobl ieducatioiinépreschool edcation), an indicator
for whether the child lives withis or hemother or father, language spokerthechildé home is Portuguedeg of distanceo
the nearest health post @ilometerg, number ofchildren living inthe household, age of main resplent, SES index, indicators
for the child being stunted or underweight, and indicators for imputediEhiteightfor age and heigHbr age.*p < .10.**p <
.05**p < .01

In addition to overall programe effects, we examine potential impacts ortiome primary school
attendance for boy and girls separatelyest one of the key moderators in the ASR Tbéble 10) We
find a positive differential i mpact o npegéntages 6
pointsmore likely to beatendingprimary schoohtendlineas a result of the programnihis impact is
significant at the 10% level.

12 For a detailed discussion of baseline balance and sample characteristics, please refer to the MidlineERapatiar of the
UNICEF Mozambique Accelerated School Readinesgiaromeprepared by AIR.
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Table 10: Impacts on Primary School Attendanceby Genderi Single Difference

Dependent variables W
Is this child currently attending school? 0.108* 090 | 091 | 083 | 0.74 | 1,023
(0.05)

Note.All estimates use differende-difference modelling with panel observations. Robust standard errors clustered at the school
level are in parentheses. All estimations control for district fixed effects. Control variables used in the regressiarraeeg i ver 6
education leve{primary school educatioandpreschool educatignan indicator for whether the child lives whis or her

mother or father, language spokerthechildé home is Portuguedeg of distance to the nearest health posk{iometers,

number ofchildren living inthehousehold, age of main respondent, SES index, indicators for the child being stunted or
underweight, and indicators for imputed clildveightfor age and heighibr age.Note that the sample for Approaches to

Learning is smaller than the overall IDELA sample because 55 children were ineligible to answer questions for thiséection an
thus scores are missing for this itefp.< .10.**p < .05 ***p < .01

We do not find anyinexpected effects of ASR participation in termghe examined chiltevel
outcomesThe direction of the observed outcomes is as expected based on the ToC (i.e., improved
IDELA constructs anéhcreasedn-time primary school enrolment)

5. Qualitative Reallts

We present qualitative results according tofthe researchyjuestiondistedin Table2 thatcan be

answered using the qualitative information we gathered through interviews and focudigcospios.

We assess perceived sdchog ralneskeyimpgas undenthecASR thedry af n 6 s
change see Figure 2)factors facilitating or inhibiting the success of the ASR prognaiimediatorsand
moderatorsinder the ASR ToCprogrammeelevarte (a set of keyassumptions under the To@nd

fidelity of implementatior(key inputs and outputs underthe To®h en we use the term 0
readinesso in reference to the qualitative dat a,
ASR pilot programme, which include -dime enrolment in primary school, parental support for

education, and academic preparedness for Grade 1.

5.1. How do teachers and parents perceive the overall effectiveness of the
ASR programme in terms of improving schoolreadiness?

Both teachers and parents perceived i mprovements
the ASRprograme. | n this section, we first explore perce
numeracy, literacy, sociemotional readiess, and executive functidn. addition to perceived

improvements in these areas, teachers reported that students who participated in ASR were better able to

help their peers, suggesting a positive spikr effectWe alsolook at perceived changes eathers and
parentdollowing the ASR prograimme, gi ven t hat fischool readi nesso en
students themselves.
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Student-L evel Perceived Effects

Our qualitative evaluation explored both the perceived aftddhe programmeon participating students
and the perceived effects @rade 1 teachers receiving students fronptiogrammeTo better
understand the perceived effects of the ASR programme, we organized-&udkimformation into key
IDELA skills: motor skills, nuneracy skills, literacy skills, sociemotional skills, and executive function
skills. After wepresenthe effecs around each of these skill sets, we discuss thiadgserceived effects
at the end of Gradedndtheteacheilevel effects.

Motor Skills

A minority of teachers explicitly notgoerceivedmprovements tdSRst udent s6 mot or ski |
describing thenumber of students who could hold a pencil out of the entire class at the beginning of the
year, six teachers sdtagck difienany ,adnd horee teachenmr sst
describing just the ASR programme students, six teachers stated that many of these students could hold a
pencil at the beginning of the year, and three teachers stated that all could. Teachers from thsee schoo
specifically cited improvements in studentsod dr aw
drawing task, ability to complete drawing tasksre quickly, and more independence completing

drawing tasks. A Grade 1 teacher explained the differienite following way

The comparison of these students is that those who left school readiness were prepared and active. |
was able to explain one thing, say let’s draw a circle, they already knew that | will draw a circle like
this, the teacher could dramfter, while those others who did not go did the opposite. So, the work

was mine to go back and say we draw a circle like this, | started to get into the pace of others while
they no longer needed a teacher to go there and see their work because &y lahev how to do

it.

However, teachers who reported many of the langesteivedmpacts in improved motor skills were
from schoolsn which theprogranme studentshowed only small improvements at the endlineother
words, theperceived increasesdihot align with patterns in endline impact scorss could be because
teachers observed improvements in motor skills that were not captured through the quantitative

assessment.

Numeracy

Despite quantitative impacts on numergbye r e wer e mi ni mal perceived eff e
numeracy skills as a result of theogrammelnclosede nded responses comparing a
readiness in emergent numeracptogrammes t udent sé readiness, onsey two
inprogrammes t udent sd ability t o i Notabytheftwp schdolathaedid and co

report an increase numeracy skillalsoshowedhigh overall effectén theendlineassessmet{t68 and

.26). Our data suggest that teachers may not have perceived an effect because many students already met
their expectations for basic numeracy skills. Eight out(odf the teachers sampledeatdlinestated that

at the beginning of the school yeaany or all studentdoth ASR and no#\ASR participantsjvere

familiar with shapes and comparing sizesich are parof the IDELA numeracy skills construdtor

exampl e, 0 n e Yds,ahgwehedamilias with theeptturesfithey were alsoeatd identify
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with concrete example, we have here some figures that are in the office of the pedagogic director, | used
to hold them and show, they were capable to ident

Literacy

Consistent with quantitative findinggechers frequently reported tipmogranme students had a higher

level of Portugueseral comprehension and oral vocabulary knowleglghe beginning of the yetiran
nonprogramimes t udents. Five teachers reported ended er ence
responsesncluding three teachers who reporthdtmore programme students could say a few words in

Portuguese and four teachers who repatatinore programme students could understand Portuguese

directions. For exampl®ne teacher stated,

If they were heraow, [programmestudents thattheycould show that they can speak in Portuguese,
not a long sentence, a normal sentence, small. This progedralped a lot and is still helping this
class, the names on the list can themselves demonstrate how capable timy. are

Aminorityoftt achers also cited perceived effects on stu
and initiative to speak in Portuguese. A teacher explained,

This is the difference that the teacher saw, and also, in terms of reading \veanmedshad many

difficulties to read vowels, they made some confusions with the vowels but others read very well. Even
if | spread out the vowels, he already knew that this is a, even putting a in the last place, he knew that
this is a, put u in the middlae knew that this one is u, they did not have this difficulty, with others it

was different.

However, despite these positive reports, one teacher highlighted that the pnegtdhonly provides

students with 90 days of exposure to Portuguese, whitdt sdequate for preparing students for a

classroom using Portuguese as a language of instru€tierteacher notei As f or t he Port ugu
language, there were many difficulties, | believe it was-d@0project for the children to abandon their

motherl anguage, we speak Lol o, to speakieréaewhieguese |
we do see positive perceived impacts on Portuguese skills, these overall impacts are limited to initial
Portuguese literacy skilldoes not fully prepare sdants to enter an environment where the language of

instruction is Portuguese

SociecEmotional Readiness

Teachers at endlimgoted that children who participated in ASR demonstrated severalesncitbonal

competencies thaheir non-programmepeers lacked at the beginning of first grade. These competencies

include knowing how to play with others, knowing how to participatddasroom activities and ask

guestions, and knowing how to apologize when someone gets hurt. In terms of socializing with others, a
teacher commented atendliieT he ones i n the projeecthawrteadyl a@awdw
others, ask somethingt one anot her , Andtherieactsel expeessddya sikilareopinioa of

students who participated in the ASR progmanadding that these studefitsve r e n o andweseo s hy 0
less afraid than theimon-programmepeers. Other teachers echoedlribtion that children who
participated in ASR wer e 0l eAltsougaWwedainafind impactisomor e e
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socioemotional readiness in our quantitative analysis, the socioemotional skills analyzed by IDELA did
not have the same fogwn classroom behavior as the qualitative questionnaires.

Executive Function

According to teachers at endlirgudents who participated in ASR demonstrated higher levels of

executive function at the beginning of the school year than their peers, mchrdiater ability to focus

and follow directions. A teacher commented on the ability to follow directoMdh en | gave s ome
exercise® or when | wrote or | asked them a question, [the students who participated in ASR]

responded so willingly andfastéetran t he ot her s, t henThisteachepaisher s f ol |
gave the example of students who participated in ASR singing during free time without being told to sing,

while a teacher from Cumbabo added that ASR participants showed greater initithivelassroom:

Afthose in readiness came with that iOtherteachersi ve t o
noted that students who attended ASR had greater ability to pay attention, ask questions, and respond

actively to the teacher.

Teacler Perceptions of Student Performance at the End of Grade 1

When asked to compare the performance of students who participated in ASR with those who had not
participated in the programme at the end of the year, most teachers indicated ASR studentipsréorme

higher level. According toneteacherfial most all the contents t+hat we
grade seemed a repetition of what they saw in [AS
positive than those who are not in f®granme & minority of teachers maintained that while students

who participated in ASR were noticeably more prepared to enter first grade at the beginning of the year,

by the end of the year, student performance had largely evened out across ASsapeartcid

nonparticipantsTo this end, one teacher also referenced positive spillover effects from ASR students

helping to boost overall student performaritef he achi evement of those who w
also positive because those who werthatproject helped those who were not, they learned something

from the others. So, i Thispositivegspilkovet friom ASR panticigamseto y on e E s
nontASR classmates in first grade is an unexpected outcome of the progranabat vas not reflected

in the ASR ToC

TeacherL evelPerceivedEffects

In the past, teachers repatperforming an extensive amount of work to help new students transition to

the Grade 1 contexinterview data show that mahildrenpreviously entereGrade 1 withouexposure

to aclassroonsettingor a Portuguesenly contextor even experience holdjra book Three teachers

stated that because of this, students are often shy or closed off at the beginning of the Grade 1 school year.
One teachesaid,

Expectations are that practically the student when he comes in the first days, he is new and closes
himself. So, | must create forms on how to be friends of my students, so the stusfeet fieepet

up, talk, because the student when he comes igfage, has something in his head just not well
organized. So, | start slowly.
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Because students arefamiliar with the classroom contexeacherseport that they must perform
additional work to help acclimate students to classroom activities and otaecher from Namerama
explained that in the past,

Children believed that when they came in thesttaem, most of the work was for the teacher, because

the children came without knowing how to hold a pencil, how to position a book, for example, while you

gave the book at the correct position, he would turn it on the wrong position, he thought tleasdime p

in the picture, wal ks with hair and all this was
sometimes many were shy, were not so cheerful.

After the programme, five Grade 1 teachers stated that it was easier to transition children into Grade 1 at

the beginning of thyear because oftheprogmam® Teachers st ated t hd@t studel
fabl e to answer any questiond and thei-gradadbdness
This perception also led to higheacherexpetations as suggested kyteacher from Marrabuankdno

stated,

In the beginning the students were very timid, and it was hard for me to deal with them, but as time
went by, they got used to me, and | got used to them and it became easier. But this peait wa

easier than in the beginning, because they were able to answer any question, | would ask them. | have
positive expectation for some students.

A minority of teachers also stated that progmaastudents were able to support pumegramme students

int he classroom, which made the teachersodé job easi
in the ASR programe. In the classes taught loyir sampled teachers0i 35% of the studentserein the
progranmeout of the entirelass(Tablell). Teachers notéthatprogrammestudents helped prompt
non-progranme students to follow classroom behaviguaad the teachevgould purposely pair

progranme andnon-programme students to help support ttadter. One teacher explained,

| did not put the summer school on one side and those who were not on the other side, no, | spread
them, because those of summer school, for example, if it was a drawing lesson, were better prepared
than those who were not at summer school. When the tegenbeea drawing lesson, the teacher was

only monitoring, they already knew, the ones for summer school knew, they explained to the
colleague, do like this, teacher is saying paint with that colour here, paint with this colour, the

teacher did not necessrneed to go there and say do like this, | was proud of my class and | was
very happy with it.

This belief that the summer school mdldet e a ¢ h e r s d® angtherpereeiaes beadfit of the
programm@ wasalso expressed by parents. According to omergdrom the Malua School community

This programme is a good way to prepare the children, because when they leave preschool for
elementary school with a good notion, teachers also like [it] because their work is made easier, they

do not sufferto teacthte f i r st subjects. When they ask, for €
chil dren soon respond A[it] is the |l etter 06abdo;
respond is the number Al.0 Teachers are grateful
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Table 11. Share of ASRStudents in Qualitative Sample Schools

No. ASR % ASR
District students in students in
class class
Chotama Escola Primaria Completa de Chotama 48 17 35%
Cumbabo Escola Primaria Completa de Cumbabo 53 17 32%
Armenda Escola Primaria Completa de Armenda 60 17 28%
Namarema Escola Primaria de Namarema 53 13 25%
Camacho Escola Primaria de Camacho 72 15 21%
Gimo 2 Escola Primaria do Gimo 2 134 22 16%
Marrabuanha | Escola Primaria Completa de Muarrabuanha 79 12 15%
Catulama Escola Primaria de Catulama 75 11 15%
Malua Escola Primaria Completa de Malua 50 6 12%
Chirimane Escola Primaria Completa de Chirimane 63 7 11%

Parent-to-Parent Session®erceived to Improve Child Feeding and Hygiene
Practices, Parental Support for Education

Based on qualitative interviews at endline with parents, teachers, and other education officials, perceived
positive benefits of the paretu-parent component of th@rogramme includethcreased awareness and
support for chil dr e ndrimearavalat schookathyngriirgjrinereasedr es s, an
knowledge and awareness being expected outcofrike programme ToQA parentfrom the Malua

School communityeported learning when to feed children breakfast, lunch, dinner, and snacks. A fellow
parent commented

| thank this project because not even mothers knew how to take care of our children at home. But with
the arrival of this project most already knowhito take care of the child at home, how to give him a
bath and feed when they go to school.

An education official from Namarema addibat parents were taught about the importance of dietary

diversity and hygiene through the ASR pilot programme. An official from Malua agreed, stating that
parentto-parent sessions taught parents to send their children to school clean and propedy Alresse

teacher from Bone observed a difference in studéntsow t he chi |l dren already kn
shower , they wash their c¢clothes, tA liebow teaclenfem s ¢ h o o |
Bone added that the ASR programme encoutatdren to arrive on time for schodlhe ASR

programmdgihas changed, not only in the school ds educat
children ar e ar r iOveralhwge fiadtperdeitied effects gidy butcomesrod thed

progmamme DC under the parental component, specificatigitive perceived effectmp ar ent s 6
commitment to education, éime enrolment, and dietary diversity and hygiene practices.
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5.2. Which aspects of community context and implementation facilitate or
inhibit the success of thASR pilot programme?

Several aspects of the community contagly have inhibited the success of the ASR pilot programme,
some of which are reflected in the programme ,ToCs u ¢ h  alisguistit badkgroauridspécifically

limited exposure to Portuguese among ASR patrticipaamsl some of which were uncovered during the
gualitative analysisincluding the limited awareness of school readinasdpoor school infrastructure

school. Additionally, several aspgemf implementation also presented challenges such as the lack of
incentivedfor participation in parent sessions, limited engagement of men in parent sessions, a perceived
lack of transparency istudent selectigrand difficulty recruiting teacher volteers. On the other hand,

the involvement of local parents wagted as a key strength of thegranme.

Minimal Awareness of School ReadinesBrior to the ASR Programme

Interviewsat endlinerevealedhat only a minority of parents supported their chiddéeés s c ho ol readi
at home prior to the ASR pilot programme. Most parents stated that they either provided no support or

limited support to their children, without any specific efforts to prepare their children to enter Grade 1. A
volunteer teacher notetdat parents who supported theih i | dch@lréadiness before the
programmecommonlydid so by purchasing supplies (notebooks and p&hs)lack of support for

formal education could stem from the lack of information on how to prepare chitdester primary

schoolor the low value given to formal education. A minority of parents cited not understanding how to
support their chil dr eno Onagparantistatee We Ipeli mrwittohad inte g1
knowledge, now with this programras explained, | think we will improve a lot and we will include all

t he c¢hil drVeluntear eacles ang school professioalsfrequently reported that one of
the main challenges to regular student attendance was the low value parered &sdaibmal schooling
and studentsd6 | ow motivation to attend school . Pa

STCnoted that programme communities had high dropates becausgchools struggled to motivate
students to attend school anchtotivate parents to send students to school.

Higher Participation of Women in Parent-to-Parent Sessions, But Men May be
Making the Decisions about Education

Programme implementers and parent leaders also highlighted the challenge of changing norms around
childcaré® such as hygiene, dress, or feedrand who makes decisions about these practiegent
leadergited strugglingo change existing parenting practices due to deeply entrenched norms around
childcare. One parent leader explainéddly e x pvéth theeschookreadiness programme is good and
chall enging, because sometimes it is not so easy
Key informants fromJUNICEF andSTC explained that it was also challenging to shift childcare norms
becasepatrticipation in parento-parent sessions wasuchhigher among womewhile within the
implementation contexhen are typically the decisionakers in implementation households. More work
may need to be done to support parent leaders, either by pigpwidire information on behaviour change
processes, engaging more men for pateqparent sessions, or facilitating additional discussions on
household decisiemakingto increase the effectiveness of the programme in shifting childcare norms.
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Poor Schoolinfrastructure Makes Educational Programming Difficult

Within the four school catchment communities we visitecefatlinequalitative data collection, parents

and school professionals struggled to engage children in safe early education because of domneus 0

and schoolsdé | ack of resources and infrastructure
defined solely by the childds readiness for schoo
continuous learning environmentandtha mi | yd6s readiness to support the
includes having a safe and comfortable place in which to play and Ad#drough in some communities

ASR activities were conducted in primary school facilities, in several communities astivéiie

conducted in informal setting§he most frequently reported issaehe implementation aremas poor

school conditions, specifically a lack of sufficient classrooms and chairs. Without enough classrooms for

each grade level, teachers taught certéasses under mango trees in the school yard and would often

cancel classes during the rainy season for students who did not have a physical classroom. Similarly, the

lack of chairs was challenging if rain leaked onto the classroom floor. One paredifstBte ¢ a u s e

[ when] the floor is damp chil dr e@mmunitymentberssalsé on t
reveal ed that chil dr en wteeylackedofficientifood andvgréthefefone s c ho o
unable to concentrate when thayived at school.

Children Historically Unprepared to Enter Grade 1 Due to Lack of Portuguese

All but one of theGrade lteachers intervieweduring theendlinedata collectionreported that many of
their students over the pasyears (excluding the ctent school year) were not fully prepared to enter
Grade 1 in terms of their acadenskills. Teachers noted gaps in school readiness such as limited ability
to speak or understand Portuguese, inability to hold a pencil, and limited reading and wiiting. aki
bothmidline andendline parents and teachers cited limited understanding of and ability to speak

Portuguese (the for mal |l anguage of instruction) a
enter first grade. When asked about the biggest challenges related tasalomssoneteacher
commentediuring theendlinedata collectionthai c hi | dr en al ways speak their

in the beginning, we f adeacherd fiorh othensthools echoedthisi t h Por t
opinion, adding that childrestruggle to speak, reaalhdwrite in Portuguesand spell correctlyhen
they first enter first grade.

Parents Perceive Insufficient Benefits for Participation in Parento-Parent Sessions

Parents reported that the programme did not offer adequate bdoefiteir participationThe largest

issue parents reported was a lack of snacks during the padganrtent sessions, although a minority of

respondents also cited the lack of travel subsidies for parents participating in the sessions. One parent

repored thatthdacko f s nacks was fAan embarrassmento and par e
preoccupation with the lack of snacks was at times an obstacle they were unable to overcome in

discussions.

A Small Minority of Parents Perceived Lack of Transparencyin Selection Process

Interviewees from the implementation areas stated that the programme used a census approach to
selecing children to participate in the summer school. The majority of parents understood how the census
worked, describing how researcheatlected the names of all children aged 5 to 6 within 2 to 3
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kilometres of the school, then selected 60 students from that group to participate. However, two parents
reported confusion and fear around the census activity. One parent stated thatreshemtierstand

when the data were collected during the census that all families would not be able to participate. The
parent stated

That group that came, we just saw them writing the names of the children, giving them pencils,
notebooks, but we had noagbexplanation, who were those? Are you from this kindergarten
programme? And why did they not come back?

A different parent explained that the communityods
them fearful of the census activity. Howevesentsoverall had few complaints about the student
selection process.

Difficulty Recruiting Volunteer Teachers

Interviews with implementing staff highlighted the challenge of meetingothieo g r acnitemnia fors
volunteer teachers. Interviewees repdthat it was a challenge to find qualified volunteer teachers from
the community who could speak Portugyegaich was required for le@a the summer school
progranme Interviews suggest this was dieethe low overall formal education level of the
implementation area. It was also challenging to have gender parity deamhgrsMen are generally

more educated in the implementation area, making it harder to find wqumaéfiedto act as volunteer
teachers In addition, one key informant stated that womematdypically expecthigher level roleso be

for them, in large part because they arefremjuentlyofferedthese types adpportunitiesTherefore,
women often do not show up whinplementing organizations recruit from the community. Indeed,
when Save the Children asked community leaders for a list of qualified individuals to potentially serve as
volunteer teachers, they were given a list of all men. Despite these challengesgtammenas able to
recruit and train a cohort in which just under half of the facilitators were women.

Involvement of Local Parents in Parentto-Parent Sessions Helped Generate
Community Support for ASR

The use of local parents as parent leadersarq@th® gr amme 6s abi l ity to create
share experiencdsnt credibility to the parertb-parent session®arents and STC implementers

explained in qualitative interviews that using local parents was necessary because many parents in
implementation communities were not fluent Portuguese speakers, which meant that most of the parent
to-parent sessions took place in local languages. In addition, parents reported that tie-parent

sessions provided them with an opportunity to sharethedo wn experi ences f ostering
school readiness and to |l earn from other parents?©o

| have a good experience, because | can convince my son to go to school thanks to the sessions | have

had wit the other parents, and also preparing the child to go to school was something | had never done

but with the conversation with other parents we were able to see that we had the same difficulty then we
exchanged i deas on ho watibnoWeisamthatat was gdocht@shawlhatl d 6 s p a
there in the preschool is where the child would have many friends and also could learn new things, so

they have already got used to it.
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The programmebs ability to cr eatterelatetoparerdtleaddrs, i n wh
and share information with other parents helped parents understand how to help and encourage their
children to attend school regularly.

5.3. To what extent are programme topics and implementation methods
relevant and responsive tdhe implementation context?

Programme participants largely agreed that the summer school was successful bes#illsddght

were relevant to local context and equipped students with Portuguese skills needed in primary school.
Parentslescribedan irterestin participating in the summer school because theyHelprogramme

would provide skills that wereeneficial for their children. One parent stated

We chose to enrol our children because we saw a lot of advaiteifpe explanatioawe heardrom
the facilitators that the child will start to study in a school so,thdien it comes the time to go to
schoo] they do not face difficulties.

Parents stated that the summer school content was helpful for improving issues relevant to the selected
communities, including helping children to relate to and respect their parents and helping children to
improve their hygienelhe prograrmewas also able to provide students with much needed exposure
Portuguesand classroom materiatis ease their transin into Grade 1. Nearly all teachers in our sample
discussed the challenge of teaching children Portuguese. As noted ahSgbanl Readiness
Challenges)the majority of students entering Grade 1 had little to no previous expostuettiguese

outside of the ASR programe. Many parentresponseshowedappreciation for the summer schoa

provision ofearly exposure to the Portuguese language, including learning letters, numberstcanfibr

basic objects in Portuguese. Parents floenMalua School community in the Derre district valthes
introductionto Portuguesdi our chi |l dren already know how to spea
difficult before this projecé even when they get home they already know how to say [banana in

Portug u e s &chool professionals from the Namarema School commaltsioynoted the importance of
providing materials to students who had never been exposed toGmenstated

[ASR] is a programme that motivates children to learn things they have neven skein lives

[ such as] a toy. Theydve brought a |l ot of toys f
together, making dolls, and it was really exciting to see Namarema kids doing things they had never

done before.

Parents and volunteer teachaltso stated that children and teachers enjoyed the materials and were
motivated when usingthefi,h e progr ammeds provision of both mat e
children was responsive to the | aegposuretoPdrtagoeael mat e

in their communities.

5.4. To what extent was the programme implemented with fidelity?

Qualitative data suggest that the ASR programme was implemented with a high level of fidelity and that
the processes outlined for various componehfthe programme were closely adhered to. In the
following paragraphs we briefly present findingstbe implementation fidelity of the paretw-parent
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sessions and the summer readiness coungeh correspond to theutputs of the programme Td@r the
two programme components

Fidelity of Implementation Parentto-Parent Sessions

We assessed the fidelity of implementation by comparing key informant descriptions of pnegram
activities to programme documents and beneficiary accounts. Our analysis of the fidelity of
implementation of the paretd-parent component included the processes STC used to select and train
parent leaderas well aghe parent educatiogessiortopics

Selection and Training Processes

STC and patrticipating parent leaders regpatihat the programe usedthe proposegarticipatory

processes to select parent lead€he programme usedthefollowing criteria to select parent leaders:

ability to speak théocal language, influenogithin the communitygood communication skills,

community respect, residence in the implementation area, and willingness to volunteer. This selection was
intended to be done in coordination with community leaders and local caasitwdSTC

implementing staff confired thatthey used the outlined criteria to select parent leadedparent

leaders, two STC stafind a UNICEF staff member confiedthatthe prograrmeused participatory

processes to select parent leaders. Hewave do not have data from community leaders and local
committees to triangulate findings around using participatory processes.

Reportsfrom participating parents and interviews with parent leaderadiinesuggest that the training

adequately prepadeparent leaders to implement the paterparent education sessions. After selecting

parent volunteers, STC key informants confirmed that they provided parent leaders with 10 hours of

training. Interviews aéndlinefound thatparent leaders were consistly knowledgeable about the concept

of school readiness aiatble to explairthe parent leader rolBarent leaders interviewedetdline

understood the goal of the paréo{parent component of the programme, stating that the garpatent
educatiorsessions aimed to help parents be better able to teach and care for their children. One parent leader

e x p | a\Vatame togetier to guide our parents and parents to guide their childlen Anot her par et
stated that the gdangepebptbéssaewarenesswasftohfil dr en

Session Topics

Progranmeimplementers confiredthat the parent leaders implemented all 13 sessions over the 7 weeks
andthatno parent education sessions were missed. Parents and parent leadetssooille a range of

topics that the paretib-parent education sessions covered, but they most frequently mentioned nutrition

and sanitation topioshich suggests that nutrition and sanitation messages may have been the most
salientor the most effectivelgelivered | n t erms of childrends nutriti ol
they should diversify the foods children eat. One parentstatéde al so change the way
beans at lunclor dinner, we should look for vegetables, we cannoerept t h Rarefitonedtioned

that parent leaders also instructed them on how to improve hygiene practices, including washing

chil drends clothes and f aamsdviegantshrexdllddiromghec hi | dr en
sessions included how takie care of children, not to use physical punishment with children, to keep

books in the house, to tell children stories, to play with children, and to send children to school.
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Fidelity of Implementation Summer Readiness Course

To analyze the fidelity amplementatiorof the summer readiness course, we looked at three key aspects:
the selection o¥olunteer teachershetraining forthevolunteer teachers, and the prognaematerials.

We compared data on these processes from progegarticipants tole programme checklist data and

key informant interview data with programeimplementers.

Selection Processes

| mpl ementersd accounts of the vol unthewlunteereacher s
teachers themselves and prognaetdocumentsBoth the programme staff and the implementation

communities stated that the programme selected summer school volunteer teachers through a

collaborative process with communities. Community leaders helped the programme to identify eligible
community volunter teachers to teach the summer school using the following criteria: residence in the
community, educated through Grade 7, at least 18 years old, Portuguese skill, and proven reading and

writing ability. Once a pool of eligible teachers had been identifiezligh the criteria, STC provided

volunteers with @ortuguesdteracy test. If they passed, volunteers were assigned as volunteer teachers
andreceivedraining. One teacher summarized this process in the followingfwslye wer e sel ect e
through an inérview after the interview we did tests after that we went to a seminar that was a training of

2 we &KCsaimed to andiasable to achieve near gender parity among volunteer teachéngtotal

of 366 volunteersvho pasedthe selection exapi68were female and 198/eremale.This is important

for project implementation because therevglence from several developing counttleet suggests that

femal e teachers can contribute to gai abgitesand gi r |l s o
improvements in learning outcomes (Muralidharan, 2014; Lee, 2018; Eble, @3&9ll, \olunteer

teachers reported positive experiences with the selection and training process provided by the programme

at the beginning of implementation.

Training

The programme provided trainings to volunteer teachers, school professionals, and school councils on the
topics and for the duration outlined in prograedocuments. STC staff confirmed they provided
volunteer teachers for the summer readinessranage with 30 hours of initial training and 20 hours of
in-service training through a cascading training model. Volunteer teachers confirmed attending the
training for the outlined duration and could describe the following training foci: learning hcawnsititsn
children into schools, learning about thev8ek curricula, and practising the programme activi§d<C
staff noted that the training took place in local languages to ensure that volunteer teachers clearly
understood all the training componentewever, several key informaniscluding programme trainers,
noted that the low academic level of participants made the training more challenging to impéegaent
taking substantially more time to cover the matehah originally anticipatedSTC ad UNICEF
confirmedthat for their participation facilitators were each given a 650 Meticais ($10) incentive. The
programmeintended to provide other benefits but was required to be in lindWiitiEDH rates. The
final rate was reviewed and approved bytieistry.
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Materials

STC and UNICEF key informants confirmed that the programme successfully developed materials
through a participatory process with Mozambican stakeholders. STC reported creating both the topics and
the materials for the programme thrbum participatory process with MINEDH. The materials were

created through a collaboration between the ministry, STC, a Mozambican illustrator, and an external
consultant. The ministry then reviewed and validated the programme materials. Materials wete give
teachers at least 2 weeks before the start of the programme, as outlined in programme documents. The
materials included activity books, training manuals, the curriculum for the summer school programme,
posters, story books, beans, coconut shells,ilseaad notebooks. Key informants reported that it was a
challenge to find locally available play materials. STC also chose to adjust materials to make them
simpler based on reports from the field. During the first round of the programme, STC foundghaf m

the volunteers only had a few years of formal education. The majority also spoke a local language as their
mai n | anguage. This | ed to the materials being fu
backgrounds.

Document review revealed thatogramme design incorporated gender in two ways; first, through aiming
for a gender balance among volunteer teachers and parent leaders and, second through creating gender
sensitive instructional materials. We have qualitatively assessed the gendes balasianteerswhich

was achieved successfully despite challenges with recruiting female volunteers. Qualitative interviews
confirmed that instructional materials were developed through a participatory process with Mozambican
stakeholders and were valtdd by MINEDH, and we examined a selection of these materials to assess
the extent to which they incorporated Gender Equality and Empowerment of WGIEBEERV)

considerations.

The curriculum encouraged the students to think beyond cultural gender steseboymh presenting

children with stories where boys aspired to tradi

traditionally fAmaledo roles (e.g., a doctor). The
AnAnot her b o e whnteddorhecame o thaf and make wonderful food to feed all the
hungry people. Another girl dreamed that she wol

Similarly, volunteer t e ac hsensitvérecommendations, forememd ul e i n

iYou can abassdleamisageo bpehkalgwn stereotypes by having the father hold the baby

and encouraging both female and male doctors anc
aspirations (for example, if girls believe they cannot bectoators), whereas providing equal
opportunities can broaden their beliefs and goal

Teacher training materials also instruct voluntee
various ASR activities, including girls, boys, children who are skilled and not very skilled at a particular

activity to ensure equal access, paraipn, and an inclusive environment across gender and ability

dimensions. Additionally, each story presented to the children had at least a boy and a girl character,

which ensured that both male and female children could identify with the charterstiorghe s

Finally, qualitative results of this evaluation suggest that the programme benefitted girls and boy in equal
measure, although more could be done to engage fathers in parenting sessions. Quantitative results reveal
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that boys and girls equally impres their key school readiness skills, and girls enrolled on time at a
significantly higher rate than boys.

6. Limitations

In this section, we describe the main limitations of the evaluation and discussed them by research method.
There ishowever an overall limitation, which has to do with the fact that the evaluation did not directly
assesprogramme component 2elated tostrengthening of the primary school teachers and school

councils from target communities to promote a smooth transition for children into primary school.
Nevertheless,saadiscussed in Section 2eggmponen® included some complementary activities with a

limited roleto directly affect the outcomes of ppeimary students and their familiess a resultthe

content and materials intended to be used in component 2 activities wassfulbt developed at the

time of the inception phaselative to componés 1 and 3Thus, although not assessing this component

is alimitation, wedo not considethat its omission represents a large drawback of the evaluation

Quantitative

There are two potential threats to the internal validity of programme impacts. First, we observed some
statistically significant differences at baseline in the IDELA constructs in favour of the control group.
While we do not observe any systematic diffeesnin any of the other intermediate outcomes or control
variables, the observed differences between the two treatment arms support our decision to estimate
programme impacts through a DD empirical strategy to account for said imbalances at baseline.

Secad, it is important to estimate the effects of those who actually take part in programme activities. But
given that programme participants se#flect into the programme, estimates from the group of

participants could be biased. Fortunately, we can usathéhat programme activities were randomly
allocated to villages and, as a result, children in those villages are more likely to attend. That allows us to
tease out programme impacts for those who decided to attend the programme just because they were
given access to iDur ability to separate prograneimpacts from other student characteristics can be
compromised if residency in treatment villages is not strongly associated with ASR participlaion.

could happen if students residing in treatmenagés do not participate actively, or if students residing in
control villages find a way to participate.

Our data show that only a fraction of children who were offered the programme actually took part in
project activities. In addition, there was a sragligible fraction of children and caregivers in the control
communities that reported taking part in programme activifiessuse treatment assignment as a proxy
for ASR participation to identify the impacts on those that complied with the assignmeApfewlix E
for technical details), and a poor proxy could threaten our ability to consistently estimate impacts for
programme complier¢dowever, our results show thatildren residingn treatmenvillagesare
significantly more likely to participate iASR activities

Since we relied on LATE impact estimates to circumvent the issue e€omopliance (see Appendix E),

we are able to estimate programme impacts for the subset of children who were assigned to and enrolled
in the ASR programme. The results not provide information on the effect the ASR programme could

have had on children who were assigned to ASR but did not participate in the programme.
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Qualitative

There are two main limitations to the qualitative approach that should be considere@vigning the
findings.We were not able to triangulate all processes because the qualitative data collection did not
include direct observations or interviews with children participating in the programme. This meant that
the research team was limitedctlecting data on the perspectives of programme implementers and
parents. Second, recall bias presented a challenge duriegdieedata collection, particularly when
researchers asked teachers to describe school readiness at different time péontdifiecbnt children.

Some teachers had difficulty differentiating levels of school readiness in previous years compared to the
current year; teachers also struggled to differentiateoéye@ar performance from initial school

readiness. In spite of thetimitations, the qualitative data do offer valuable insight into the strengths,
challenges, and perceived effects of the programme.

7. Cost Analysis

Engaging in a cost study is an important undémtpkecause it provides essential information to policy
makers and stakeholders. First, it provides a comprehensive picture of the programme costs, both the
starting and recurring costs, and second because it provides a clear picture of the resources needed t
expand the programme. Third, accompanying a cost study with an impact analysis provides the unique
opportunity to analyse whether the programme is relativelyafésttive in achieving the key

programme outcomes. In this section, we present the esimfateeASR programmeostsbased on the
schools that participated in the programme in 2BQA¥8 and in the evaluation of the programme. Then,

we discuss the casfffectiveness measures of providing the ASR programme that are based on the impact
estimategpresented earlier.

7.1. The ASR Programme Cost Study

This coststudyfocuses on thene cohort of the ASR programme that was rolled out in the two evaluation
districts: Derre and Morrumbala. &fanalysis includes all the activities needed to deliver all prageam
components between September 2017 and April 208 cdsstudyfocused onthreesupporting

research questions:

1 Whatarethe programmecosts?
1 Whatarethe types and quantities @fsources investdd the programme?

1 How costeffectiveis the pogrammaen producing the desired impadtsterms of school
readines?

The ASR programme was implemented in 45 communities in the distriDeraf, Morrumbala, and
Milange, with 15 schoolper district. Given that the impact estimates come only from the districts where
the evaluation took place (i.e., Morrumbala and Derre), we coadithet cost analysis and the cost

13 The costs included in the analysis include costs mpprted bySTCfor each person, activity, or material. We included only

costs directly related to the prognama However although we limited the inclusion of some hilgivd staff from STCthe

personnel costis order to give a more accurate representation of the costs of replicating the programme by the government, it is
still possible that some of the costs reported by STC include some indirect costs.
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effectivenes®nly for those two districts, that is, for a total of 30@als, with 120 trained volunteers to
implement the programme.

Table 12 Contextual Facts of the ASR Programme

Contextual Fact Quantity

ASR programme schools 30 schools

Number of classes per school 2 classes per school
Number of childrerenrolled 2,700 children
Number of volunteergzachingsummer school 120 volunteers
Leader parent volunteers 120 leader parents
Parents in pareftb-parent program 1,707 parents
Parentto-parent sessions 13 sessions
Attendees of capacityuilding training 157 educators
Capacity building training length 30 hours

Source: Data collected by AIR cost study team f@RCand AIR Impact Study 201&nd UNICEF Programme Progress
Report2019.

7.2. Methodology

To estimate the cost and cestectiveness of the ASR pilot pr@nme we employed the ingredients
approach to cost analysis (Levin, 1983; Levin & McEwan, 2001). This approach involves modeling
personnel and nepersonnel resources associated with the implementation of the ASRrpdcamme
across all schools that were part of the impact study. It is a systematitestetl procedure for
producing a comprehensive list of costs associated with a proggantluding many costs which are
oftentimes inadequately identified in budgetiaxpenditure such as donated resources (including
volunteer time) and administrative costs, as well as resources that are shared byrainenpecand other
initiatives. By taking a detailed and systemic approach to the resources used by ammgiam
ingredients help to capture the true cost of the prograrhat is, the cost of all the resources that would
be necessary were the praghme reproduced in a different context.

To gather these data, the cost team reviewed planning docuenerfisanciareportsfor the progamme

as well as relevant data gathered by the impact team (such as the number of children enrolled in the
program). Using these data, the cost team produced a series of memos and tables to gather detailed data
from UNICEFMCO andSTC. The team used these data to produce a database of costs called a resource
cost model (RCM) in which each ingredient is attached to a cost and quantity, and then categorized along
several different metrics including pmagnme activity, suactivity, ingredient type, and if the cost is

recurring or not. Through this process, we have produced an upper estimate for the cost of the ASR
progamme in the summer of 20PD18. Using this estimate and the impact estimates, we also produced

a series of cost effeggness estimates which are standardized measures of how much it costs for a
progamme to achieve a given result.
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Data Collection, RCM Development Process, and Cost Estimation

Our cost analysis is based on data from the Septembeii 284r1 2018 implemetation of ASR pilot
programmeand the outcome data is based on the endline impact estimates. The following process was
used to obtain the information necessary to develop the RCM and data on resource quantities and prices.

Step B Document Review and Framewk Development

The first step entailed a thorough review of documents se8TRywhich were used to develop the

initial RCM framework and begin development of a cost database. The study team used these materials to
understand the activities related e implementation of the programme as well as the quantities of
personnel and nepersonnel resources that were used by each school.

Step @ Discussions with UNICEF MCO and STC

The study team had conversations with STC staff regardinySRepilot progamme where a first set of
interviews were conducted in person. Based on those discussions and the document review, we designed a
detailed document (see AppendtixDetailed Questionnaire) in which we asked STC to provide mere in

depth information about éhdifferent activities including staff involved, volunteers, and the time they

spent on the programmid/e followed up withSTCto fill in themissing pieces of information.

Step & Developing the RCM

The study team tailored the RCM to better capture the information on personnel gretsunmel

resources used for each programme and activities provided by ASR pilot programme. Each ingredient
was assigned a quantity, a life span, a percentage allotatiom project, and a panit price.In those

cases, for which no informatiomas available, such as the cost of building huts and the value of the time
of volunteers, we made some assumptions that we articulate in the Assumptions Subsection below.

Step4d Categorization of resources

Every ingredient in the RCM is organized based on a series of categories: the type of ingredient, the
progamme activity and sulBctivity it was used in, whether or not it is a stgstcost, whether it is a cost
that would le incurred during a scalg of the programe, and whether or not it was volunteered or
donated to the pragmme (i.e. irkind resources).

In order to better understand the costs of the prog@rand to comparetheprograd® s cost s t o t
cost of otheprogrammes, we categorized each cost based on resource type. The categories we use are:
Personnel, Facilities, Materials, Travel and Accommodations, and Other:

1 Personned Includes all staff time dedicated to the premgme. For example, time and pay for
teachers, volunteers, and pragme officers working for the progmme office and its core
partners.

1 Facilitiesd Includes all costs associated with renting, maintaining, or using physical facilities.
The cost of the actual classrooms was not inclisgedse theschoolprogrammeatself is held
when primary schools are not in session.
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1 Materialsd Includes physical materials used in the operation and implementation of the
progranme, such as training packets and school supplies.

1 Travel and Accommodation® Includes all expenses related to travel and housing such as fuel,
hotels, and pediems.

1 Other Resource$ Includes resources not captured in the first four categories. Primarily this
captures food and refreshments, as well as miscellaneoygensmmnel cost®r some meetings
and presentations.

Similarly, the progamme was broken into foactivity categoriesnd each cost was assigned to one
category. These categories are: Planning, Training, Implementation, and Oversight:

1 Planningd Includesactivities related to designing the program organizing and coordinating
theprogramed s | aunch, and establishing systems and
relationships with local communities).

1 Trainingd All the trainings necessary for theogramme to be delivered are captured in this
category. This includes training trainers, volunteers, and leader parents but it does not include the
capacity building component of the prograe which includedrainings of primary school
teachers and schiboouncils,as that is part of the programb s di r ect &anthpl ement at |
included in themplementation category below

1 Implementationd Includes the direct delivery of theprognawed s t hr ee mai n obj ect
summer school readiness progragthe capacty building trainings, and the paretttparent
education sessions. All materials used in these objectives, or delivered as part of these objectives,
are captured by this category.

1 Oversightd Refers to monitoring and oversight done by an outside bodygdiimin
implementation of the preagmme.

Each of these activity categories were subdivided as well into differessicsiviiies. These sub
activities, unlike the activity categories and resource types, are specific to the ASR pilabneg We
used thento analyze the costs of the different objectives and interventions of the ASR pilamnog.

To understand the costs of scaling this progngnwe classified each cost as a stgrtor recurring cost,
and whether or not the cost would be incurratiéf progamme were scalegp. Starup costs are the
costs needed to get the pragime off the ground, such as designing educational materials, building
relationships with communities, and training trainers. Recurring costs are costs that will appear eac
year, such as annual trainings, school supplies, and the personnel implementingrémerpeoiself.
Scaleup costgnot included)are those costs which will be incurred if the pesgme is implemented in a
new community; the costs it excludes primarglate to developingr translatingcurricula and trainings.
As training materials were developed in Portuguese, scale up costs may be limited to translating and
printing in the local language, with minor adaption classified the following types obstsasstartup
costs:

9 All costs in the Planning activity category.
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1 All one-time trainings.

1 Materials with a multyear amortization period (e.g., teacher manuals, books, or educational
toys).

We assigned the following activities and resources as reguIosts:
1 Costs incurred as part of the direct implementation of the programme (e.qg. instructional time).
1 All costs attached to the Oversight activity.
9 Training costs when trainings happen on a regular basis.

1 Materials that are replaced every year (eglouredpencils, student workbooks, or paper).

Step ® Calculating Costs

Using the data and classifications in our cost database, we calculated the cost to the relevant programme
of each individual ingredient. To do this, we multiplied the quantity ofripeedient by the price and its
allocation to the programme, and then divided this result by its life span or amortization period (see
Appendix F for details on amortization periods).

For personnel resources, such as STC staff, the price used wasatigityrsalary times the number of
months used for implementation. For volunteers, the monthly minimum wage was used in place of a
salary (see the assumption subsection for details). The price fgensonnel resources was the price
paid to acquire or ugke relevant material.

After calculating the cost for each individual ingredient, we used the RCM to produce a series of
aggregate costs based on programme, activity, and type of resource. To cadmdhilel costs these
aggregate prices were divided by the number of childreolled in the programme.

Another important issue wonsideris the costs of volunteerall volunteer expenses and donated

resources were marked as such, enabling us to calculate aggregate costs including and excluding these
resourcesWe present the two different cost scenarios estimated: one that included the costs of volunteers
and teaches; the other, that excluded these costs. One of the goals of a cost study is to provide
stakeholders, who are thinking of implementing a similar programme, with the information needed to
better understand what the resources needed are, regardless of ahethiehey can rely on volunteers.
Therefore, in the Cost Analysis section below, we present the two different scenarios when discussing the
overall costs of the programme. The costs broken down by activity or by ingredients are based on the
scenario tht includes the costs of teachers and volunteers.

Step @ Calculating the CostEffectiveness Ratio

The study team calculated the relationdbgpween the measured effectiveness of certain outcomes for the
progranmeand the costs per child tife programmeTlo calculate the cosffectiveness ratio, we divided
theperchild cost estimated of implementitige programmeby the total impact athe programmeon the

selected outcome$he outcomes that we included in the section 5 of the report were the total IDE

construct, emergent numeracy, literacy and motor skills IDELA constructs, as well as primary school
enrolment. We chose to focus on those outcomesthapt ur e br oader changes in
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schooling and not in the individual IDELA item3he selected outcome had a statistically significant
impact.

For the purpose of this cestfectiveness analysis, we based our calculations on the unbiased impact
estimate of the effectiveness from theal average treatment effdtiATE). As discussed isection 5,

the LATE estimates of the programme provide the effects of those 2,700 children who took part in
programme activities thanks to the programme being offered in their itlage.

Assumptions

Whenever possible, we used exact data for quantitiets,cand ingredients. This was not always
possible, however, and several assumptions were made. In some cases, we had only the overall
expenditures across the three districts (i.e., Morrumbala, Derre, aath®)ij therefore, we apportioned
these expendites based on the proportion of children enrollethénASR programme in the districts that
participated in the impact evaluatio®verall there were 2,700 children enrolled across the two
evaluation districts.

Likewise, certain data used to calculdtege costs could vary in another implementation due to the
particular context of where the programme would be implemented. For example, in more developed
countries the average compensation for teachers or the accommodations cost tend to be higher;
consequatly, the programme costs will increase. Even within Mozambique there are cost differences. All
the estimates we provide here are averages over the two impact evaluation districts.

To convert between USD and Mozambique Metical, we used the average exctarggween 2017

and 2018 of 60 MZN to 1 USD. Many components of the ASR Programme are used year after year and it
is therefore inaccurate to assign their total cost to a single year of the programme. Instead we took all
items in our resource cost moa@eld divided them by their lifespan to determine their cost per year. For

the assumed amortization period of different components of the programme, see Appendix F.

Limitations

In the costeffectiveness framework, the costs of the intervention must eagst on the impact

evaluation sample. We capturly the costs of implementing tHeSR programmeén the evaluation

districts. While we aim for precision in all of our estimates and calculations, whenever we were in doubt,
we followed best practices indHield and erred on being comprehensive to avoid underestimating the
programmed costs.

7.3. Cost Categorization

To estimate theomprehensiveosts of the ASR programme in Mozambique, we considered the full
context of the implementatioiVe capturedhe different people who were involved in the different stages
of implementingthe programme (e.g., planning, implementing and monitoring) as well as the resources
invested irnthe programme. As discussed earlier, although the ASR progranantedsin 2016, our

14 Note that we do rigorovide the coseffectiveness estimation based on the ITT impact estimates as the ITT provides the effect
of offering the school programme to any child in a treatment village, which means that for teffemisteness calculation we

would need to knovwhe total number of eligible children in treatment villages. We do not have this information given that our
data only included a representative sample of children in the evaluation villages.
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analysis focuses on the costs associated to delivering the prmogfanthe cohort that ended activities in
April 2018. As with most development programmes, the cost of creating and getting a new programme
off the ground are always mubigher than the costs of running a wedtablished project. Thus, by
focusing the analysis on a given cohort, we are able to provide a good characterization of the costs of
implementing the programme in similar districts should the programme be ex@Eemndedare able to
exclude most of the initial costs of starting the programme, including the creation and fine tuning of all
programme materials.

The ASR progammeoverallcostin the two evaluation districts SD $163,08%spread out ove30
schools each with two classesnd a total o2,700studentsThe overall cosbreaks down t&JSD $60
per child.As a comparison, gecent early childhood education study in Malé@iler et al. 2018%imilar
to ASRfound thata programme consisting of provision gblay and learning materials, training and
mentoring of teachers, teacher incentives and parenting edusatiaraverage cost per chitaf USD
$93 Interestingly, that programme only finds short term impacts on language skilisrit@is after
baseline ad no impacts three years after programme implementation.

To get a holistic picture of a programme, it is vital to includkiim costs. First, this approach provides

an accurate budgetary esti mate of schlddepimoan@ggaa mme 6 s
where volunteers are reimbursed. Second, capturikipéhcosts is a way of capturing the opportunity

cost of activities; for example, when teachers attend the capacity building training they are doing so

instead of some other adtiwand best practices for cost analysis is to capture the cost of those choices.

All costs in this sectionincludedwi nd cost s, which comprised of vol u
programme and the opportunity cost of time for volunteer parémtskind (volunteers timefosts are

excluded, the total ASR progmme costs fatio USD $55 per child asshown in Tablel3.

Table 13: Total Cost of the ASR Programme in USD

Overall Cost Overall (USD) Per-Child (USD)

Total cost 163,089 60.4

Total cost excluding irkind (volunteers) costs 149,073 55.2

SourceEstimates based orath collected by AIR cost study team fr@MCand AIR Impact Study 2018

We also looked at the distribution of costs by programme components. As discussed earlier, the ASR
includes three main components. The first component, which corresponds to the direct school readiness
activities with children account for 41% of the total costs; The parental component represents 6.4% of the
costs; and the school capacity building commonehichincludes the activities related to strengthening

the ability of school councils and locally based education professionals to support school readiness
opportunities and promote a smooth transition for children into primary sauwmalunts for 35%f total

costs. The remaining 18% of the costs correspond to activities that are common to all components such as
creation or programematerials, delivery of materials, general administrative meetings, programme
monitoring, and visits to participating mwonunities. The distribution by components is relevant for

15 Unless otherwise stated, all costs are in 2017 United Staltassd
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scaling up considerations because allows us to assess total programme cost if not all components are
implemented. In particular, if the activities associated to the school capacity building cots@raamt
included as part of the ASR programme and delivered through other regular interactions with primary
schools and communities, then the total cost of implementing the programme would be USD$39 per
child.

Costs by Activity

The majority of thggr ogr amme ds cost s mpedéoiatiophase, follovéddy ed t o t h
trainings (34%), planning (7%), and oversight (6%). ithplementatiomctivity, which costs USD$32

per child, has three major saletivities: (1). School capacity building component, which account for 67%

of the implementation categor{2). The implementation of the parent component (11.2% of the

implementation categorynd (3) the school readiness activities with children (11% of the

implementation category). The direct delivery of these threastitities makes up 90% of the total cost

of theimplementatiorof the ASR programmé&.heremainingexpensesre relatedo the purchase and

delivery of materials for the interventiamdthough most costs of these satbitivities are related to

personnel time, a significant portion also come from purchasing materials used for programme delivery to
schools and individuals.

Figure 6: Costs of the ASR Programme by Activity in USD
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SourceEstimates based orath collected by AIR cost study team fr@hCand AIR Impact Study 2018

Thetraining activity caegoryadds up to USD $2fier childor 34% of the total cost per chil&ome key
sub-activities within the training category are related to the trainings of volunteers, which for the most
part is comprised by accommodation, per diems, and travel exp&hsesosts foplanning which
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account for 7% of the total costae primarily related to meetings and presentations bathrimézia

and Maputo to launch the programme and build relationships with participating schools and the
communities where they alecated. Lastly, theversightacivity, whichrepresents 6% of the total cost,
is composed entirely of personnel and travel costs for monitoring officials responsible for visiting the
sites.

Costs by Ingredients

We also analysed programme costs by itsrimayredients. The distribution by ingredients in order of
importance aretravel and accommodatigd5%), followed bypersonne(29%),other expensgd 5%),
andmaterials(11%). Thetravel and accommodaticexpenses include mostly the valugpef-diems and

housing for volunteergspecially during trainingss well as expenses on the capacity building

component for primary school principals and teachegarding th@ersonneingredient, the most

relevan items in order of importance are the capacity building component (37% of the personnel costs),

the child school readiness component (23% of the personnel costs), and the parent component (21% of the
personnel costs). Thatheringredient includes mostiye cost of providing lunch to all volunteers during
trainings.

Figure 7: Costs of the ASR Programme by Ingredient in USD
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Scaleup costs

For scaling up purposes, we identified which costs will occur in the event the programme is replicated in
new locations. Our results show that 93% of the total costs would be incurred should the programme be
implemented in a different district thi similarcharacteristics. In terms of ingredients, the scaling up

costs are similarly distributed among all of them. That is, when looking at scgliogsts as a

percentage of all costgithin each one of the programme ingredients (i.e., personnedyiaiat travel and
accommodation, and facilities), all of them represent approximately 93% of the total costs with some
minor deviations, particularly for the other category, which represents 84% of the total costs. Overall, the
high value of scaleip coss as a percentage of all costs is not surprising because, as discussed earlier, our
analysis excludes the initial years of programme implementation when all programme materials and
programme socialization meetings at the national level occurred. Thay iwevbelieve that the overall

costs discussed in our analysis are a good representation of the costs clugcdlmgrogramme at

different locations.

Table 14: Scaleup Costs by Ingredients in USD

Total costs Scaleup costs % scale-up costs
Overall Cost (USD$) (USDS$) of total costs

Personnel $ 46,935 $ 43,955

Materials $ 18,330 $ 16,834 92
Facilities $ 533 $ 533 100
Travel and accommodation | $ 73,024 $69,674 95
Other $ 24,267 $ 20,301 84
Total $ 163,089 $ 151,298 93

7.4. Costeffectiveness

To evaluate ASR programme according to their costs and their effect in selected outcomes, the study team
engaged in a cogiffectiveness analysis. This type of analysis enables us to compare desired programme
objectives and analyze the cossaciated with achieving those objectives. As we combine the impact

data with a specific outcome with the costs incurred, we estimate-affaxttveness ratio that enables us

to answer the questiafthat does it cost to achiewvear educational outcon®gin this case, school

readiness and retention to the end of Grade 1).

Costeffectiveness is measured and displayed as ratios of cost per outcome. These ratios are calculated by
dividing the cost of the programme by a given impact. A smaller ratio meamsethention takes fewer
resources to achieve a certain outcome and thus more cost effective.
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