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EXECUTIVE SUMMARY 

A. Tusome Background  

Ten years ago, Kenya faced a sÅÒÉÏÕÓ ÅÄÕÃÁÔÉÏÎ ÃÈÁÌÌÅÎÇÅ ÔÈÁÔ ÔÈÒÅÁÔÅÎÅÄ ÔÏ ÈÉÎÄÅÒ ÔÈÅ ÃÏÕÎÔÒÙȭÓ 

ambitious development goals and the full potential of its future workforce. Standardized tests 

showed that fewer than 10% of primary school-age children who had reached Grade 2 were reading 

at the national grade-ÌÅÖÅÌ ÂÅÎÃÈÍÁÒËÓ ÉÎ +ÅÎÙÁȭÓ ÏÆÆÉÃÉÁÌ ÌÁÎÇÕÁÇÅÓ ÏÆ %ÎÇÌÉÓÈ ÁÎÄ +ÉÓ×ÁÈÉÌÉȢ  

 

The Kenyan government recognized a pressing need for a cost-effective, high-impact and scalable 

ÁÐÐÒÏÁÃÈ ÔÏ ÉÍÐÒÏÖÅ ÓÔÕÄÅÎÔÓȭ ÆÏÕÎÄÁÔÉÏÎÁÌ ÌÉÔÅÒÁÃÙ ÁÎÄ ÎÕÍÅÒÁcy skills. In 2011, it partnered with 

the U.S. Agency for International Development (USAID) and the Department for International 

Development in the development of the PRIMR initiative that was implemented by RTI. The PRIMR 

initiative sought to improve literacy and mathematics outcomes for Grade 1 and 2 students in 1,384 

primary schools in Kenya. The impacts of the PRIMR initiative were overwhelmingly positive. When 

it concluded in 2014, students in PRIMR-supported schools were nearly three times more likely to 

read at the national benchmark than students in non-PRIMR supported schools.  

 

To ensure all students in Kenya could benefit from the initiative, the government decided to scale the 

literacy component of the PRIMR initiative to a five-year, nationwide effort under a new name: 

4ÕÓÏÍÅȢ 4ÕÓÏÍÅȟ ×ÈÉÃÈ ÍÅÁÎÓ ȰÌÅÔȭÓ ÒÅÁÄȱ ÉÎ +ÉÓ×ÁÈÉÌÉȟ ÉÓ ÕÎÉÑÕÅ ÔÏ ÏÔÈÅÒ previous early-grade 

reading programs in two significant ways: (1) its strong evidence-based approach and (2) its ability 

to be implemented cost-effectively at a national scale.  

 

B. Case Study Background and Methodology  

Nearly five years after the programȭÓ launch, researchers from the University of Nairobi (UoN), 

ResilientAfrica Network at Makerere University, and Catholic Relief Services, with support from 

LASER PULSE at Purdue University, conducted a one-year study to document the key elements of 

4ÕÓÏÍÅȭÓ ÓÕÃÃÅÓÓ ÁÎÄ ÌÅÓÓÏÎÓ ÌÅÁÒÎÅÄȢ 4ÈÅ ÃÁÓÅ ÓÔÕÄÙ ÆÏÃÕÓÅÄ ÏÎ ÔÈÅ ÆÏÌÌÏ×ÉÎÇ ÒÅÓÅÁÒÃÈ ÑÕÅÓÔÉÏÎÓȡ  

1) How did Tusome scale nationwide while still maintaining the programȭÓ ÈÉÇÈ ÑÕÁÌÉÔÙȩ 

2) How did Tusome generate sufficient commitment to scale up nationwide while still 

ÍÁÉÎÔÁÉÎÉÎÇ ÔÈÅ ÐÒÏÇÒÁÍȭÓ ÈÉÇÈ ÑÕÁÌÉÔÙȩ  

3) How did Tusome build the right capacity to scale up nationwide while still maintaining the 

ÐÒÏÇÒÁÍȭÓ ÑÕÁÌÉÔÙȩ 
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The case study utilized a qualitative research approach and was conducted in four Kenyan counties 

(Mombasa, Isiolo, Kakamega, and Elgeyo Marakwet ɀ see Annex 2), covering a total of 20 schools. 

Researchers used focus group discussions with parents and learners, and on-site observations to 

ÓÔÕÄÙ 4ÕÓÏÍÅȭÓ ÓÕÃÃÅÓÓÆÕÌ ÉÍÐÌÅÍÅÎÔÁÔÉÏÎ ÉÎ ÔÈÅ ÓÃÈÏÏÌ ÓÅÔÔÉÎÇȢ 4ÈÅÙ ÁÌÓÏ ÁÓÓÅÓÓÅÄ ÈÏ× ÔÈÅ 

program enhanced learning outcomes, generated sufficient commitment, and built the right 

capacity at scale through key informant interviews with USAID/Kenya and East Africa (KEA), RTI, 

county education officers, head teachers, curriculum support officers (CSOs) and a wide range of 

national government representatives from the Ministry of Education (MoE) and key Semi-

Autonomous Government Agencies (SAGAs) in the education sector. Interview data was transcribed 

and an iterative open coding process was used to identify common themes and provide an in-depth 

understanding of stakeholder experiences and perceptions.   

 

A few limitations were identified in the research process. Because of the qualitative nature of the 

case study, including the purposive approach to sampling, the study findings are not generalizable 

to the wider population. It is also likely that cognitive biases affected participant responses. For 

example, some of them may have offered perceptions about the program that may be considered 

socially desirable. Finally, while the case study examined four counties, it was not designed to 

assess differences in performance across counties, but rather focused on cross-cutting successes 

and lessons learned.  

 

C. Case Study Findings 

4ÈÅ ÓÕÃÃÅÓÓÆÕÌ ÔÒÁÎÓÉÔÉÏÎ ÏÆ 4ÕÓÏÍÅȭÓ ÍÁÎÁÇÅÍÅÎÔ ÁÎÄ ÉÍÐÌÅÍÅÎÔÁÔÉÏÎ ÂÙ ÔÈÅ ÇÏÖÅÒÎÍÅÎÔ ÉÓ 

attributed to (1) employing a gradual release to system-level ownership, (2) strategically planning 

for regional inequities and vulnerable populations, (3) institutionalizing the core program elements 

within existing systems, (4) engaging key stakeholders, and (5) capacity strengthening across the 

system. 

 

Gradual release to system-level ownership 

Transitioning the NGO-led program to the Government of Kenyan (GoK) involved a phased 

approach, with incremental benchmarks, jointly designed by RTI and the MoE. Initial funding was 

fully covered by USAID, after which program costs were met by the GoK. To date, the GoK has taken 

ÏÖÅÒ ÔÈÅ ÆÉÎÁÎÃÉÎÇ ÏÆ ÐÒÉÎÔÉÎÇ ÁÎÄ ÄÉÓÔÒÉÂÕÔÉÎÇ 'ÒÁÄÅ ρ ÂÏÏËÓȢ 4ÈÅ ÐÒÏÇÒÁÍȭÓ ÆÉÎÁÌ ÓÔÁÇÅ ×ÉÌÌ ÂÅ ÆÕÌÌÙ 
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funded by the government, specifically: infusing Tusome into ÔÈÅ ÇÏÖÅÒÎÍÅÎÔȭÓ ÂÁÓÉÃ ÅÄÕÃÁÔÉÏÎ 

curriculum, providing professional development and instructional support to teachers, developing 

instructional materials and providing the resources needed to integrate and institutionalize 

Tusome pedagogical principles.  

 

Strategic planning for regional inequities and vulnerable populations 

The government worked with RTI to engage local CSOs and instructional coaches to provide 

teachers with continuous professional development and coaching in their own schools and 

communities.  As a national program, Tusome reached 7.6 million learners across all 47 counties in 

Kenya, covering 23,000 public school and 1,500 Alternative Provision of Basic Education and 

Training (APBET) institutions. APBET schools specifically target learners in informal settlements 

and other marginalized or hard-to-reach areas. Tusome also reached learners in the Arid and Semi-

Arid Lands (ASAL) regions of northern Kenya, that are traditionally marginalized and affected by 

poor literacy outcomes. 

 

In addition, the program incorporated Special Needs Education (SNE) training for teachers in the 

program and adapted learning materials to meet the needs of learners and teachers with visual and 

hearing impairments. The program also incorporated gender-sensitive pedagogy to address gender 

stereotypes in its instructional content. 

 

Institutionalizing core program elements within existing systems 

The Tusome program was made a national priority within the MoE, with governance and oversight 

by the Minister of Education. This ensured common understanding from the highest level of the 

education system. The coaching support provided by RTI-recruited tutors was filled under Tusome 

by Ministry CSOs who worked at the county-level. This change institutionalized a key PRIMR 

intervention of coaching within the existing human resources of the 'Ï+ȭÓ education system. 

 

Additionally, the MoE hired more staff to handle administrative duties, freeing up CSOs to spend 

more time coaching and supporting teachers. Finally, Primary Teachers Training Colleges 

incorporated the Tusome pedagogy in their pre-service ÔÅÁÃÈÅÒÓȭ program to ensure the new cadre 

of primary school education professionals were familiar with the Tusome approach. 
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Engaging key stakeholders 

Continuous engagement of education stakeholders at the national, county, and community levels 

×ÁÓ Á ÃÏÒÅ ÅÌÅÍÅÎÔ ÏÆ 4ÕÓÏÍÅȭÓ ÓÕÃÃÅÓÓȢ %ÁÃÈ ÁÃÔÏÒ ÉÎ ÔÈÅ ÅÄÕÃÁÔÉÏÎ ÓÙÓÔÅÍ ÈÁÄ Á ÃÌÅÁÒ ÅØÐÅÃÔÁÔÉÏÎ 

of what students should learn, as well as an understanding of their role in the process. 

 

Tusome involved key agencies to work on the scale-up with the MoEɂincluding the Kenya Institute 

of Curriculum Development (KICD), Kenya National Examinations Council (KNEC), Kenya National 

Union of Teachers (KNUT), the Kenya Institute for Special Education (KISE), and the Teachers 

Service Commission (TSC). Additionally, focal persons within each of the 47 counties in the country 

were engaged to support implementation at the county level. 

 

In addition to working with the MoE and education agencies, Tusome also fostered community 

engagement outside the formal education structures. The program established a Youth Fund to 

empower existing youth groups to promote literacy activities within their communities. Over 20 

youth groups were awarded financial grants to sensitize parents and other community-level 

stakeholders in their counties on the program and how they could participate more actively in their 

ÃÈÉÌÄÒÅÎȭÓ ÌÅÁÒÎÉÎÇȢ 

 

Capacity strengthening across the system 

Across the education system, national student benchmarks for reading in both Kiswahili and 

English were communicated. Clarity on the expected student learning benchmarks and continuous 

ÃÏÁÃÈÉÎÇ ÁÎÄ ÔÒÁÉÎÉÎÇ ÓÔÒÅÎÇÔÈÅÎÅÄ ÔÅÁÃÈÅÒÓȭ ÁÎÄ ÈÅÁÄ ÔÅÁÃÈÅÒÓȭ ÐÅÄÁÇÏÇÉÃÁÌ ÃÁÐÁÃÉÔÙȢ 

 

Tusome supported the GoKȭÓ ÁÂÉÌÉÔÙ ÔÏ ÕÓÅ )ÎÆÏÒÍÁÔÉÏÎ ÁÎÄ #ÏÍÍÕÎÉÃÁÔÉÏÎÓ 4ÅÃÈÎÏÌÏÇÙ ɉ)#4Ɋ ÔÏ 

make evidence-based decisions. With real-time data on student performance and teacher 

monitoring, the Ministry of Education was able to make evidence-based programmatic changes and 

helped ensure the pedagogical and instructional elements of the program met quality standards.  

 

Additionally, the government facilitated a culture of accountability through emphasizing the use of 

Á ÓÃÒÉÐÔÅÄ ÔÅÁÃÈÅÒȭÓ ÇÕÉÄÅ ÔÏ ÄÅÌÉÖÅÒ ÈÉÇÈ-quality, evidence-based lessons in English and Kiswahili, 

as well as data-driven coaching and supervision of teachers. The CSOs were equipped with 

computer tablets with an open-source software called Tangerine®. The software helped CSOs to 
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coach teachers more strategically. This important tool strengthened the capacity of county-level 

education officers to track the performance of learners in the county, while also keeping teachers 

and CSOs accountable. 

 

The program also developed the capacity of Kenyan education bodies to improve, supply and 

distribute new literacy materials. The Kenya Institute of Curriculum Development and the Kenyan 

Publishers Association developed new leveled reader frameworks, and the Kenya National 

Examinations Council developed new reading benchmarks and national early-grade reading 

assessments. 

 

D. Conclusion and Lessons Learned 

The Tusome early-grade reading program has been successfully implemented and is on course to 

become a self-reliant, government-owned education program. Its pedagogical approach, 

instructional materials, and data-driven instructional coaching made a significant impact on 

student learning and educational equity. Its ability to develop a process for a gradual release to 

system-level ownership, strategically plan for regional inequities and vulnerable populations, and 

institutionalize core program elements withÉÎ ÔÈÅ ÅØÉÓÔÉÎÇ ÓÙÓÔÅÍÓȟ ÁÌÌ ÃÏÎÔÒÉÂÕÔÅÄ ÔÏ ÔÈÅ ÐÒÏÇÒÁÍȭÓ 

sustained impact on student learning outcomes. Its continuous engagement of education 

stakeholders at the local, county, and national levels helped generate sufficient commitment to 

ensure the program implementation at scale. Finally, communicating national benchmarks of 

learning outcomes and the use of information and communications technology (ICT) to track 

student performance and make evidence-based programmatic changes not only supported the 

fideÌÉÔÙ ÏÆ ÔÈÅ ÐÒÏÇÒÁÍȭÓ ÉÍÐÌÅÍÅÎÔÁÔÉÏÎ ÂÕÔ ÁÌÓÏ ÂÕÉÌÔ ÔÈÅ ÒÉÇÈÔ ÃÁÐÁÃÉÔÙ ÔÏ ÓÕÐÐÏÒÔ ÇÏÖÅÒÎÍÅÎÔ 

ownership. 

 

The Tusome program provided some key lessons to consider when scaling an education program:  

Scale 

ǒ Assess for any contextual issues contributing to attrition of key education personnel to identify 

mitigation measures early.  

ǒ Integrate Special Needs Education and adapt materials for learners with disabilities early in the 

program.  

ǒ Engage local publishing stakeholders early to determine areas of mutual collaboration.  
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Commitment 

ǒ Identify key actors in the education sector and engage them throughout the course of program 

implementation.  

ǒ Promote the development of joint annual work plans with all education stakeholders.  

ǒ Encourage quarterly or semi-annual reviews to track progress and institutionalize results with 

stakeholders.  

 

Capacity   

ǒ Engage gender specialists early in the process to assess and mainstream gender considerations 

into future literacy programs.  

ǒ Integrate teacher training with instructional material inventorying to ensure adequate teaching 

and learning materials are available throughout the year.  
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SECTION 1: INTRODUCTION AND BACKGROUND 

Early grade reading is a fundamental skill that is linked to future academic success and life 

outcomes. However, early grade reading scores in many low- and middle-income contexts are 

significantly lower than scores in high-income countries. Research on early grade reading 

demonstrates that children who do not learn to read in the first few grades of school have higher 

likelihoods of repetition or drop-out compared to their peers. Moreover, the learning gap between 

students who can read fluently and with comprehension increases over time compared to their 

peers who cannot read fluently and with comprehension.  

 

KENYA EDUCATION CONTEXT 

Kenya has had a number of historical reforms in the education sector. The most recent reform, Free 

Primary Education, was enacted in 2003 and drastically increased pupil enrollment, with near 

gender parity. However, the quality of education provided in many public primary schools began to 

decline. The core skills of literacy and numeracy degenerated mostly due to increased enrollment 

numbers that were not accompanied by an increase in supportive services and resources. The lack 

of supportive services and resources was especially felt after the 2007/8 election violence, as most 

of the infrastructure was destroyed and funding allocation to the education sector reduced. With 

donor support in subsequent years, the MoE started to improve school infrastructure, including 

providing electricity in schools and building of computer rooms.  

 

CASE STUDY OBJECTIVES/PURPOSE, SCOPE AND AUDIENCE 

4ÈÅ ÐÕÒÐÏÓÅ ÏÆ ÔÈÉÓ ÃÁÓÅ ÓÔÕÄÙ ÉÓ ÔÏ ÐÒÏÖÉÄÅ Á ÄÅÔÁÉÌÅÄ ÁÃÃÏÕÎÔ ÏÆ +ÅÎÙÁȭÓ 4ÕÓÏÍÅ ɉȰÌÅÔȭÓ ÒÅÁÄȱ ÉÎ 

Kiswahili) early grade reading program from 2014 to 2019 and the context within which it was 

implemented. This case study is intended to outline the essential steps and factors that enabled the 

Kenya MoE to scale and sustain the early grade reading program and to identify how challenges 

were addressed. This will ultimately help USAID to be better able to design and implement 

successful programs in other countries. The information will also help USAID to better understand 

ÔÈÅ ÍÁÉÎ !ÇÅÎÃÙ ÏÂÊÅÃÔÉÖÅ ÔÏ ȰÓÕÐÐÏÒÔ ÉÔs local partners to become self-reliant and capable of 

leading their own development journeys.1ȱ   

 

                                                
1 USAID defines self-relianÃÅ ÁÓ Á ÃÏÕÎÔÒÙȭÓ ÁÂÉÌÉÔÙ ÔÏ ÐÌÁÎȟ ÆÉÎÁÎÃÅȟ ÁÎÄ ÉÍÐÌÅÍÅÎÔ ÓÏÌÕÔÉÏÎÓ ÔÏ ÓÏÌÖÅ ÉÔÓ Ï×Î 
development challenges. 
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This study was commissioned by USAID's Bureau for Africa, Office of Sustainable Development 

(USAID/AFR/SD) through a buy-in into the Higher Education SolutiÏÎÓ .ÅÔ×ÏÒËȭÓ ɉ(%3. ςȢπɊ Long-

Term Assistance for Services and Research (LASER) mechanism.2 The primary target audience for 

this case study is USAID, development practitioners, and policymakers. Other audiences are the GoK 

through MoE and Semi-Autonomous Government Agency (SAGAs). 

 

OVERVIEW OF THE TUSOME PROGRAM AND HOW IT EMERGED FROM PRIMR 

The Tusome program was designed to achieve large improvements in literacy levels for 

approximately seven million Kenyan children in Grades 1ɀ3 in more than 23,000 public schools and 

1,500 Alternative Provision of Basic Education and Training (APBET3) institutions between 2014 

and 2019. 

 

In 2011, Kenya began implementing the Primary Math and Reading (PRIMR) project, the precursor 

to the five-year Tusome intervention (2014-19). PRIMR focused on improving numeracy and 

reading outcomes in grades one and two. PRIMR encompassed two separate, but interrelated 

research programs with funding from USAID and the Department for International Development 

(DFID) organized into a set of randomized controlled trials (RCTs) with various intervention groups 

to determine, and bring to scale, the most cost-effective interventions to improve literacy and 

numeracy (Piper et al., 2018b). The three-year PRIMR program covered 547 formal public schools 

and low-cost private schools across Kenya. The low-cost private schools were in informal 

settlements in the urban centers of Nairobi, Thika, and Nakuru; they are part of schools now 

referred to as APBET schools. 

 

Owing to its overwhelming success, the literacy component was scaled up under a new name, 

Tusome.4 The numeracy component was scaled up under the Kenya Primary Education 

                                                
2 LASER Partners for University-Led Solutions Engine (PULSE) Program is implemented by a consortium of 
Higher Education Institutions led by Purdue University, with Makerere University as a consortium partner. 
University of Nairobi conducted the actual case study implementation with support from LASER PULSE. 
3 APBET ɀ Alternative Provision of Basic Education and Training. These are schools found in informal 
settlements or slums of major cities and were previously known as non-formal schools. APBET schools are set 
up and managed by private proprietors.  
4 4ÕÓÏÍÅ ÐÒÏÇÒÁÍ ÔÏÏË ÉÔÓ ÎÁÍÅ ÆÒÏÍ ÔÈÅ +ÉÓ×ÁÈÉÌÉ ×ÏÒÄ ÆÏÒ ȰÌÅÔȭÓ ÒÅÁÄȢȱ 4ÈÅ ÎÁÍÅ ×ÁÓ ÎÏÔ ÏÎÌÙ ÈÏÍÅÇÒown, 
but also a unique collective term with nuances of inclusivity ɀ let us read ɀ the clarion call inherent in the 
word essentially invites all stakeholders to take an active role in the all-important act of reading and to 



 

13 

 

Development (PRIEDE) project with funding from the Global Partnership for Education. Therefore, 

this report provides an analysis of the scale up of the Tusome Early Grade Reading program in 

Kenya from 2014-19, the challenges it faced, and factors that enabled the MoE to scale and sustain 

the program.  

 

Tusome is set apart by two major aspects: a) its strong evidence-based approach drawn from the 

highly successful PRIMR initiative, and b) its ability to be implemented at the national scale in a 

cost-effective way (Piper et al., 2016a). Tusome focuses on five key interventions that were 

ÄÅÖÅÌÏÐÅÄ ÁÎÄ ÐÒÏÖÅÎ ÕÎÄÅÒ 02)-2 ÔÏ ÉÍÐÒÏÖÅ ÐÕÐÉÌÓȭ ÌÅÁÒÎÉÎÇ ÏÕÔÃÏÍÅÓȟ ÎÁÍÅÌÙ ɉUSAID, 2017a):  

1) %ÎÈÁÎÃÉÎÇ ÔÅÁÃÈÅÒÓȭ ÃÁÐÁÃÉÔÙ ÔÏ ÅÆÆÅÃÔÉÖÅÌÙ ÄÅÌÉÖÅÒ ÃÌÁÓÓÒÏÏÍ ÉÎÓÔÒÕÃÔÉÏÎÓ, 

2) )ÍÐÒÏÖÉÎÇ ÓÃÈÏÏÌÓȭ ÁÃÃÅÓÓ ÁÎÄ ÕÓÅ ÏÆ appropriate core- and supplemental reading 

instructional materials and resources, 

3) Enhancing instructional support and supervision, 

4) Integrating the use of information and communications technology (ICT) and data through 

#ÕÒÒÉÃÕÌÕÍ 3ÕÐÐÏÒÔ /ÆÆÉÃÅÒÓȭ ɉ#3/ÓɊ Ôablets, nationally, and  

5) Enhancing collaboration with other literacy actors locally and internationally. 

 

SECTION 2: METHODOLOGY  

CASE STUDY DESIGN AND RATIONALE 

A case study research design was used. The process started with a review of key documents, 

including program reports, performance monitoring data, and other written sources. A separate 

desk review report is available.5 This was followed by site visits to selected counties and schools to 

collect primary data through interviews with key informants, focus group discussions, and direct 

and participant observations. 

 

STUDY QUESTIONS 

The case study focused on the following research questions: 

1. (Ï× ÄÉÄ 4ÕÓÏÍÅ ÓÃÁÌÅ ÎÁÔÉÏÎ×ÉÄÅ ×ÈÉÌÅ ÓÔÉÌÌ ÍÁÉÎÔÁÉÎÉÎÇ ÔÈÅ ÐÒÏÇÒÁÍȭÓ ÈÉÇÈ ÑÕÁÌÉÔÙȩ  

                                                
ensure early grade learners are learning to read and latching onto reading within a few days of starting 
school. The name endeared the program to many Kenyans. 
5 https://drive.google. com/file/d/0B7ZA8FKygy2jMGstQ1FVQXlIaWJuaVNNVTMxT3dGRmxYY0Rj/view 

https://drive.google.com/file/d/0B7ZA8FKygy2jMGstQ1FVQXlIaWJuaVNNVTMxT3dGRmxYY0Rj/view
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a. What are the essential features of the early grade reading intervention that were 

taken to scale nationally? How was it done and how long did it take?   

b. Were there specific conditions that allowed USAID and the MoE to feel comfortable 

moving from one stage of implementation to the next (e.g. from the medium-sized 

pilot, PRIMR to the nationwide early grade reading program, Tusome)?  

c. What critical course corrections were made by the Tusome program?   

d. 7ÈÁÔ ÃÏÎÔÅØÔÕÁÌ ÆÁÃÔÏÒÓȾÃÏÎÄÉÔÉÏÎÓ ÁÆÆÅÃÔÅÄ 4ÕÓÏÍÅȭÓ ÁÂÉÌÉÔÙ ÔÏ ÍÁÉÎÔÁÉÎ ÐÒÏÇÒÁÍ 

quality at scale?   

2. How did Tusome generate sufficient commitment to scale up nationwide, while still 

ÍÁÉÎÔÁÉÎÉÎÇ ÔÈÅ ÐÒÏÇÒÁÍȭÓ ÈÉÇÈ ÑÕÁÌÉÔÙȩ 

a. Who were 4ÕÓÏÍÅȭÓ ËÅÙ ÓÔÁËÅÈÏÌÄÅÒÓȟ ÁÎÄ ÈÏ× did the program obtain the 

commitment necessary at the national, county, community, and school levels to 

make Tusome a success? 

b. Describe the efforts that the Kenyan MoE made to sustain and institutionalize 

Tusome. Was there sufficient commitment and buy-in on the part of the MoE to 

commit the necessary funding to ensure sustainability and institutionalization?  

3. How did Tusome build the right capacity to scale up nationwide while still maintaining the 

ÐÒÏÇÒÁÍȭÓ ÑÕÁÌÉÔÙȩ 

a. How did the project approach capacity strengthen?   

b. What capacity gaps (at the national, county, and school levels) were addressed by 

the project?   

c. Did the development of training materials and the provision of training consider 

treatment of and potential biases (by administrators, teachers, parents, etc.) that 

ÍÉÇÈÔ ÉÍÐÁÃÔ ÇÉÒÌÓȭ ÁÎÄ ÂÏÙÓȭ ÌÅÁÒÎÉÎÇ ÄÉÆÆÅÒÅÎÔÉÁÌÌÙȩ  

 

CASE STUDY RESEARCH PLANNING  

Program description and scoping visit  to USAID/Kenya and East Africa  

On December 4, 2018, a team of four researchers from the University of Nairobi (UoN) and one staff 

member from Makerere University/ResilientAfrica Network held an introductory meeting with the 

USAID Kenya and East Africa (USAID/KEA) team at the US Embassy in Nairobi. Prior to, and 

following this kick-off meeting, the case study research team held a number of conference call 

meetings with USAID Washington and USAID/KEA. These planning meetings provided guidance to 
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the case study research team and validated the research decisions. Further, the meetings involved 

co-creation of the program description document including the case study research approach, study 

areas (e.g. counties, schools), generation of a list of key informants, and study tools. The meetings 

also provided an avenue to identify necessary logistics and other requirements. 

 

Document review  

Publications on early grade reading programs implemented in Kenya were identified and analyzed 

by a team of graduate students. The publications were sub-ÃÁÔÅÇÏÒÉÚÅÄ ÁÓ Ȱ"ÁÃËÇÒÏÕÎÄ ÄÏÃÕÍÅÎÔÓȟȱ 

Ȱ4ÉÅÒ ρȱ ɉÖÅÒÙ ÒÅÌÅÖÁÎÔɊ, ÁÎÄ Ȱ4ÉÅÒ ςȱ ɉÓÏÍÅ×ÈÁÔ ÒÅÌÅÖÁÎÔɊȢ 3ÏÍÅ ÏÆ ÔÈÅÓÅ ÄÏÃÕÍÅÎÔÓ ×ÅÒÅ 

evaluation reports for both PRIMR and Tusome programs, while others were peer-reviewed journal 

articles on both programs, and policy and strategy reports. We identified the documents through: 

1) emails to USAID/KEA, USAID/Washington, and RTI, 2) a systematic database search conducted 

by Makerere University and UoN research teams, and 3) internet searches.  

 

SAMPLING APPROACH  

Study site selection  

Four counties were purposively selected for the study: Mombasa, Isiolo, Kakamega, and Elgeyo 

Marakwet. The selection of these four counties was based on a combination of two factors: 1) 

Tusome uptake, based on CSOs school visits to provide in-service support and instructional 

leadership and 2) uptake based on the context, specifically Arid and Semi-Arid Lands (ASAL) versus 

non-ASAL counties. This information was gathered from the Tusome dashboard with the help of 

RTI. The study team collaboratively sought input and feedback from USAID, MoE, and RTI regarding 

the proposed county selection. 

 

The site visit team comprised of senior researchers and graduate students from the University of 

Nairobi, two members of Makerere University School of Public Health-ResilientAfrica Network, one 

staff from Purdue University and Catholic Relief Services each, USAID/Kenya Education and Youth 

staff, and an Education AdvÉÓÏÒ ÆÒÏÍ 53!)$ȭÓ "ÕÒÅÁÕ ÆÏÒ !ÆÒÉÃÁȢ  

 

Site visits and primary data collection  

A one-week visit to Tusome implementing schools and four County Local Government offices was 

conducted between June 10-14, 2019. The visit provided an opportunity to learn more about how 
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the Tusome program was implemented. Prior to conducting site visits to the selected schools, the 

research team held a five-day training of the enumerators and pilot of the study tools. The training 

was conducted by the UoN and Makerere University researchers with support from CRS and RTI 

International. The tools were pre-tested at two public schools located within Nairobi county. 

 

Focus groups and key informant selection  

Data was concurrently collected from the four counties: Mombasa, Isiolo, Kakamega, and Elgeyo 

Marakwet. Twenty schools were visited, five in each of the counties. These schools included mainly 

public primary schools, but also low-cost private schools and specialized schools for the hearing and 

visually impaired students. Sixty grade 1-3 lessons were observed in English and Kiswahili. Within 

the schools, focus group discussions were conducted with grade 1-3 learners, as well as parents who 

have children attending grades 1-3. Similarly, key informant interviews were conducted with head 

teachers, teachers, CSOs, County Education Officers, and community youth groups that support 

Tusome activities. At the national level and within Nairobi, information was collected from GoK 

officials, USAID/KEA Education and Youth staff, and RTI International. Table 1 provides a breakdown 

of the interviews by respondent category. 

 
Table 1: Total Interviews by Category and County 
 

Respondent 
Category 

Elgeyo 
Marakwet  

Isiolo  Mombasa Kakamega Nairobi  

Teachers 6 5 5 5 0 

Head Teachers 5 5 5 5 0 

Parents 5 5 4 5 0 

Learners 10 9 11 8 0 

SAGAs 0 0 0 0 5 

USAID 0 0 0 0 1 

RTI 2 1 1 0 1 

MoE 0 0 0 0 1 

CSOs 4 3 3 5 0 

County Directors of 
Education 

0 2 1 1 0 

Youth Groups 1 0 1 1 0 

Total  33 30 31 30 8 
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DATA ANALYSIS 

Data analysis was conducted mainly in three stages: 

Pre-site visits: Between January and June 2019, the case study research team analyzed existing key 

ÄÏÃÕÍÅÎÔÓ ÏÎ +ÅÎÙÁȭÓ ÅÁÒÌÙ ÇÒÁÄÅ ÒÅÁÄÉÎÇ ÐÒÏÇÒÁÍÓ ÄÕÒÉÎÇ ÔÈÅ ÐÅÒÉÏÄ ÆÒÏÍ ςπρρ to 2018, as well 

as other related literature. One of the key programs reviewed was the PRIMR activity (2011-2013), 

which was a precursor to Tusome. These findings informed the study design, study sites, and study 

participants, as well as the research tools. 

 

During site visits and the debrief in Nairobi : Each field team held debriefs at the end of each day 

of fieldwork to review the interview notes in relation to the three-core case study research 

questions. These daily insights informed the subsequent interviews and were also cumulatively 

compiled into a field report. The field reports from the four counties were shared during a debrief 

meeting held in Nairobi with the entire study team.  

 

Data analysis workshop and analysis codebook development:  The first step in the qualitative 

data analysis process was transcription of each interview recording. A team of three junior analysts 

was then identified to support the qualitative analysis process. A training workshop was conducted 

by the lead analyst, and covered the following: 

ǒ Introduction to the Tusome program 

ǒ Overview of case study methodology, objectives, and research questions 

ǒ Review of qualitative research and content analysis 

ǒ Review of the draft coding framework and analysis plan 

During the workshop, junior analysts also practiced developing codes and conducting sample 

coding using case study data. Transcripts were then divided up among the team of three analysts. 

The team then conducted a preliminary open coding process to identify common themes and gather 

in-depth understanding of stakeholder experiences and perceptions. Through this process, the 

entire team developed a common understanding of the various perspectives that emerged among 

different stakeholders. The list of preliminary themes was shared with the wider research team for 

review and input. The codebook was finalized and a second iteration of coding was completed, 

whereby key pieces of evidence from the various interviews and documents were compared and 

triangulated to identify the main findings that responded to the research questions. 

 



 

18 

 

Data quality issues:  An audit of 19 transcripts (approximately 20% of the sample) was conducted 

to identify data quality issues. Roughly half of these transcripts had quality issues. The key issues 

identified were as follows:   

ǒ The transcripts were diverse in quality and format (e.g. distinction between respondent and 

interviewer/moderator was not clear, some transcripts were highly summarized and some 

were incomplete). 

ǒ A standard template for transcription was not applied. 

ǒ Some interviews did not offer enough qualitative depth. 

These quality issues were flagged with the transcription team, and efforts to mitigate were taken by 

UoN. A member of the UoN research team conducted a second review of transcripts against audio 

recordings and made editorial corrections where appropriate, and re-transcription was conducted 

for incomplete interviews. These measures corrected for transcription error, but did not address 

any issues around insufficient depth and probing.  

 

STUDY LIMITATIONS 

Purposive Sampling:  The study employed purposive sampling of the respondents and counties, as 

well as the schools that were visited during field visits. As such, the findings from this case study 

are not generalizable to the entire population. However, the factors that enabled success and the 

challenges met during TusomeȭÓ nationwide scale up can be leveraged by development partners, 

practitioners, and other agencies to design and implement similar projects across similar contexts. 

 

Cognitive Biases: Given the nationwide scale up of PRIMR, the case study could have suffered from 

some respondentÓȭ cognitive biases. The most common could have been: a) social desirability bias- 

ÔÈÅ ÔÅÎÄÅÎÃÙ ÏÆ ÉÎÄÉÖÉÄÕÁÌÓ ÔÏ ÐÒÏÖÉÄÅ ÒÅÓÐÏÎÓÅÓ ÔÈÁÔ ÔÈÅÙ ÂÅÌÉÅÖÅ ×ÉÌÌ ÂÅ ȰÓÏÃÉÁÌÌÙ ÄÅÓÉÒÁÂÌÅ,ȱ ÂɊ 

selection bias- since the research team decided the number and type of individuals to participate in 

the interviews, and c) observer expectancy bias. However, these potential cognitive biases were 

mitigated through the triangulation of information sources, analyst triangulation where an 

independent qualitative analyst based in Nairobi who did not participate in the field data collection 

and a senior researcher at Makerere University independently analyzed the data.  
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County Uptake and Comparisons: One of the key elements of TusÏÍÅȭÓ ÐÒÏÇÒÁÍÍÉÎÇ ×ÁÓ 

instructional support to teachers, which was provided by CSOs6 who made regular visits to schools. 

Tusome used its ICT platform7 to track the number of visits CSOs made to each school. For the 

purposes of the case study, RTI used the number of monthly CSO visits per county to define uptake: 

counties with a large number of CSO visits were identified as high uptake counties, while those with 

a low number of CSO visits were defined as low uptake counties. While the case study considered 

county uptake in the selection of study sites, it was not designed to assess differences in 

performance across counties. Instead, the case study was designed to qualitatively document 

successes, challenges, lessons learned, and best practices from the nationwide scale up of PRIMR, 

focusing on fidelity to Tusome principles. In addition, findings from the case study did not uncover 

any differences across the counties in terms of how Tusome lessons were delivered within the 

classroom, or explore any differences in the level of county commitment. In each of the schools 

visited in low and high uptake counties, as well as ASAL and non-ASAL counties, there was a high 

level of fidelity to Tusome principles: teachers delivered Tusome lessons using a similar quality of 

instruction, adhered to the lesson plans, and received formative feedback. In addition, the 

purposive approach used to select schools for the case study meant that schools had ample time to 

ÐÒÅÐÁÒÅ ÁÈÅÁÄ ÏÆ ÔÈÅ ÒÅÓÅÁÒÃÈ ÔÅÁÍȭÓ ÖÉÓÉÔȟ ÉÎÔÒÏÄÕÃÉÎÇ Á ÄÅÇÒÅÅ of bias and potentially masking any 

defective lessons.  

 

For these reasons, this report does not feature any county comparisons as far as literacy outcomes, 

performance, or county commitment, but is limited to documenting how Tusome generated 

sufficient commitment, maintained its fidelity, and built the right capacity to scale.  

 

  

                                                
6 CSOs are hired by the Teachers Service Commission. They visit schools, observe teaching techniques, 
conduct demonstrative lessons and advise teachers on content coverage, appropriate teaching methods and 
techniques. They also offer other types of support to teachers including professional guidance and training. 
7 ! ÄÅÔÁÉÌÅÄ ÄÅÓÃÒÉÐÔÉÏÎ ÏÆ 4ÕÓÏÍÅȭÓ )#4 ÐÌÁÔÆÏÒÍ ÉÓ ÐÒÏÖÉÄÅÄ ÉÎ ÔÈÅ ÓÕÂÓÅÑÕÅÎÔ ÆÉÎÄÉÎÇÓ ÓÅÃÔÉÏÎȢ 
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SECTION 3: CASE STUDY FINDINGS  

1ÕÅÓÔÉÏÎ ρȡ (Ï× ÄÉÄ 4ÕÓÏÍÅ ÓÃÁÌÅ ÎÁÔÉÏÎ×ÉÄÅȟ ×ÈÉÌÅ ÓÔÉÌÌ ÍÁÉÎÔÁÉÎÉÎÇ ÔÈÅ ÐÒÏÇÒÁÍȭÓ ÈÉÇÈ 

quality?  

Scale up of 02)-2ȭÓ literacy component activity into Tusome was dependent upon many factors, 

ÓÏÍÅ ÏÆ ×ÈÉÃÈ ×ÅÒÅ ÏÕÔÓÉÄÅ ÔÈÅ ÐÒÏÇÒÁÍȭÓ ÃÏÎÔÒÏÌȢ 4ÈÉÓ ÓÅÃÔÉÏÎ ÄÅÓÃÒÉÂÅÓ ÔÈÅ ÈÉÓÔÏÒÙ ÏÆ ÔÈÅ ÓÃÁÌÅ 

ÕÐȟ ÁÎÄ ÔÈÅ ÃÏÎÔÅØÔÕÁÌ ÆÁÃÔÏÒÓ ÁÎÄ ÃÏÎÄÉÔÉÏÎÓ ÔÈÁÔ ÉÎÆÏÒÍÅÄ 4ÕÓÏÍÅȭÓ ÉÍÐÌÅÍÅÎÔÁÔÉÏÎȢ 4ÈÉÓ ÓÅÃÔÉÏÎ 

also explains the course corrections made by implementers and the extent to which these 

corrections affected the program. 

 

a)  Hist ory of the PRIMR scale-up 

In 2011, Kenya began implementing the PRIMR project, the precursor to the five-year Tusome 

intervention (2014 -2019). PRIMR encompassed two separate but interrelated research programs 

with funding from USAID and the DFID, organized into a set of RCTs with various intervention 

groups to determine the most cost-effective means of improving early literacy and numeracy (Piper 

et al., 2018b). This three-year PRIMR program covered 547 formal public schools and low-cost 

private schools across Kenya. The low-cost private schools were located in informal settlements in 

urban centers of Nairobi. They from part of schools now referred to as APBET schools. 

 

PRIMR focused on improving numeracy and reading outcomes in Grades ρ ÁÎÄ ςȢ 4ÈÅ ÐÒÏÇÒÁÍȭÓ 

scope was to apply innovative, evidence-ÂÁÓÅÄ ÍÅÔÈÏÄÓ ÔÏ ÉÎÃÒÅÁÓÅ ÓÔÕÄÅÎÔÓȭ ÆÕÎÄÁÍÅÎÔÁÌ ÓËÉÌÌÓ ÉÎ 

literacy aÎÄ ÎÕÍÅÒÁÃÙȢ 02)-2ȭÓ ÍÁÎÄÁÔÅ ×ÁÓ ÁÌÓÏ ÔÏ ÔÅÓÔ ÈÏ× ÔÈÅ ÉÎÉÔÉÁÔÉÖÅ ÃÏÕÌÄ ÂÅ ÓÃÁÌÅÄ ÕÐ ÁÔ 

the national level by testing and monitoring several scenarios within the public education system to 

determine which activities would most efficiently and cost-effectively improve pupil learning 

outcomes. For instance, PRIMR included two local languages, Lubukusu and Kikamba, in addition to 

Kiswahili and English. It also tested an ICT-based intervention in Kisumu. The PRIMR model 

required that the actual training and classroom support be done by existing government officers 

and that research be undertaken to understand whether and how these officers would be able to 

accommodate PRIMR activities in their daily work, an important consideration that many pilot 

programs do not take into account (Gove et al., 2017).  

 

&ÏÒ 02)-2 ÔÏ ÂÅ ÓÃÁÌÅÄ ÔÏ 4ÕÓÏÍÅȟ ÉÔ ÎÅÅÄÅÄ ÔÏ ÒÅÁÃÈ ÃÅÒÔÁÉÎ ÍÉÌÅÓÔÏÎÅÓ ÓÅÔ ÂÙ ÔÈÅ ÐÒÏÇÒÁÍȭÓ 

stakeholders, including proof that interventions developed and piloted through PRIMR were 
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successful. The endline assessment report indicated that the proportion of pupils reading at the 

benchmark was nine times larger in Grade 1 and twice as large in Grade 2. Despite some 

implementation challenges, PRIMR saw high levels of take-up by teachers and head teachers, an 

increased demand for PRIMR, that increased enrollment in PRIMR schools, and an ongoing 

enthusiasm for the program by county education offices and Teachers Service Commission (TSC) 

officers. Based on the achievement of these milestones, Tusome was birthed, so as to scale the 

PRIMR intervention to the national level. 

 

b)  Contextual factors/conditions  

National, political , and economic factors 

One of the contextual factors that affected implementation of Tusome in each county was the 

degree of commitment that the county leadership demonstrated. While Tusome sought to engage 

all 47 counties equally, some counties were more receptive, more resourced, and more committed 

ÔÏ ÉÍÐÒÏÖÉÎÇ ÅÁÒÌÙ ÇÒÁÄÅ ÌÉÔÅÒÁÃÙ ÔÈÁÎ ÏÔÈÅÒÓȢ #ÏÕÎÔÙ ÕÐÔÁËÅ ÉÎÆÏÒÍÅÄ 4ÕÓÏÍÅȭs success across the 

country, and it is likely that counties with higher Tusome uptake registered better literacy 

outcomes than those with a lower uptake. 

  

Ȱ4ÈÅ ÕÐÔÁËÅ ÃÁÎÎÏÔ ÂÅ ÅÑÕÁÌ ÅÖÅÒÙ×ÈÅÒÅȟ ÉÔ ÄÅÐÅÎÄÓ ÏÎ ÔÈÅ ÉÎÄÉÖÉÄÕÁÌȟ ÌÅÁÄÅÒÓÈÉÐ, and the county level, 

ÂÕÔ ÔÈÁÔȭÓ ÏÎÅ ÏÆ ÔÈÅ ÓÔÒÁÔÅÇÉÅÓ ÔÈÁÔ ×Å ×ÅÒÅ ÕÓÉÎÇ ÓÏ ÒÉÇÈÔ ÆÒÏÍ ÔÈÅ ÇÒÁÓÓÒÏÏÔÓȣ ÓÏ ÔÈÁÔ ÔÈÉÓ ÉÓ ÎÏÔ Á 

*ÏÇÏÏ (ÏÕÓÅ ɉ-ÉÎÉÓÔÒÙ ÏÆ %ÄÕÃÁÔÉÏÎɊ ÄÉÓÃÕÓÓÉÏÎȢȱ ɍ53!)$ȟ .ÁÉÒÏÂÉɎ 

   

Education sector factors  

Although the Tusome model was not designed to specifically address these challenges, two external 

factors shaped implementation of the program: the existing education infrastructure and human 

resource constraints. At the school level, teachers, head teachers, parents, and learners noted that 

classroom infrastructure was often inadequate, and storage facilities for safekeeping of Tusome 

books were limited. This was compounded by large enrollments and consequently, high teacher-to-

student ratiosȟ ÆÁÃÔÏÒÓ ×ÈÉÃÈ ÌÉÍÉÔÅÄ ÔÅÁÃÈÅÒÓȭ ÁÂÉÌÉÔÙ ÔÏ ÅÆÆÅÃÔÉÖÅÌÙ ÉÎÓÔÒÕÃÔ Ìearners. Teachers also 

cited competing demands and responsibilities which compromised their ability to dedicate the 

requisite time to teaching and supporting learners. 
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Ȱ4ÈÅ ÔÅÁÃÈÅÒ-ÐÕÐÉÌ ÒÁÔÉÏȣ×ÅȭÒÅ ÓÕÐÐÏÓÅÄ ÔÏ ÂÅ υȡψτȣÔÈÁÔȭÓ ÏÆÆÉÃÉÁÌȣ×Å ÈÁÖÅ Ô×Ï ÓÔÒÅÁÍÓ and they are 

ÏÖÅÒ υφτȣ υφτȟ υχτȟ υωτ ɍÐÕÐÉÌÓɎȣÔÈÁÔ ÁÌÓÏ ËÉÌÌÓ ÔÅÁÃÈÅÒÓȭ ÍÏÒÁÌÅȟ ÔÈÅÙ ÃÁÎȭÔ ÄÅÌÉÖÅÒ ×ÅÌÌȢȱ ɍ(ÅÁÄ 

Teacher, Kakamega] 

 

Another issue affecting schools was teacher and CSO attrition, either due to promotion, transfer, or 

retirement. This led to teaching and supervision gaps at the school level, as these personnel were 

uniquely trained on Tusome approaches. The teacher transfers could be attributed to the Teacher 

3ÅÒÖÉÃÅ #ÏÍÍÉÓÓÉÏÎȭÓ ÃÏÎÃÕÒÒÅÎÔ ÐÏÌÉÃÙ ÄÉÒÅÃÔÉÖÅ ÏÎ ÄÅ-localization, where teachers were 

encouraged to take up jobs outside their home counties. Attrition of MoE staff for similar reasons 

also affected the uptake and continuity of the program particularly at the county level. The effects of 

inadequate institutional funding also posed challenges, as CSOs and teachers were not always 

sufficiently able to either carry out supervision or attend training activities, respectively. 

  

The national scale up also occurred while major changes to the national curriculum for basic 

education were being implemented, in anticipation of the new Competency Based Curriculum (CBC) 

launched in 2019. This was a key piece of the educational context, which had implications for a 

number of stakeholders. Youth and CSO interview findings indicated that teachers found these 

changes overwhelming, particularly because they were being trained and supervised on four 

programs simultaneously: Tusome (literacy), PRIEDE (numeracy), the Digital Learning Program8 

which focused on integrating ICT into primary education, and the CBC. Similar sentiments were 

shared regarding CSO capacity, recognizing that CSOs are tasked with supervising all four programs 

often times across vast zonal areas, and in some cases, managing more than one zone. These issues 

contributed to a heavy workload and burnout among CSOs, and also affected the quality of 

supervision. Finally, changes to the curriculum also caused fatigue and confusion among parents, 

who were perhaps not well-informed or sensitized about the new initiatives. Parents subsequently 

faced challenges differentiating the Tusome program from the new national curriculum, and also 

confusion about the Tusome books vis-à-vis other literacy books. Tusome made efforts to sensitize 

parents and communities about the program, an element which is discussed further in question 2.  

 

                                                
8 The Digital Learning Program iÓ ÔÈÅ 'ÏÖÅÒÎÍÅÎÔ ÏÆ +ÅÎÙÁȭÓ ÏÎÅ-tablet-per child (digital textbook) initiative. 
The main aim of the program is to align ICT into teaching and learning for grade 1 learners in primary 
schools. The program focuses on procuring tablets, improving ICT infrastructure, developing digital content, 
and building the capacity of teachers (Kenya ICT Authority, 2019). 
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Ȱ.Ï× ÔÈÅ ÐÁÒÅÎÔÓ ÁÒÅ ÅÖÅÎ ÍÏÒÅ ÃÏÎÆÕÓÅÄ ÔÈÁÎ ÅÖÅÒ ÂÅÃÁÕÓÅ ÎÏ× ÔÈÅÙ ÁÒÅ ÓÅÅÉÎÇ #"#ȟ ɍÔÈÅÙ ÁÒÅ 

ÁÓËÉÎÇɎȡ ÉÓ #"# 4ÕÓÏÍÅȩȱ ɍ#ÏÕÎÔÙ %ÄÕÃÁÔÉÏÎ /ÆÆÉÃÅÒȟ +ÁËÁÍÅÇÁɎ 

 

One aspect of the existing educational context that facilitated the program was government policy 

around universal education and improving educational access, equity, and retention especially for 

ÄÉÓÁÄÖÁÎÔÁÇÅÄ ÃÏÍÍÕÎÉÔÉÅÓȢ 4ÈÅ ÇÏÖÅÒÎÍÅÎÔȭÓ ÓÃÈÏÏÌ ÆÅÅÄÉÎÇ ÉÎÉÔÉÁÔÉÖÅȟ ÐÁÒÔÉÃÕÌÁÒÌÙ ÉÎ ÔÈÅ !3!, 

counties, was credited with encouraging enrollment, and ÁÌÓÏ ÉÍÐÒÏÖÉÎÇ ÌÅÁÒÎÅÒÓȭ ÁÔÔÅÎÄÁÎÃÅ ÁÎÄ 

continuation, subsequently contributing to their improved performance. 

 

Ȱ3ÃÈÏÏÌ ÆÅÅÄÉÎÇ ÐÒÏÇÒÁÍÓ ÈÁÖÅ ÅÎÁÂÌÅÄ ÃÈÉÌÄÒÅÎ ÔÏ ÂÅ ÉÎ ÓÃÈÏÏÌ ÔÈÒÏÕÇÈÏÕÔ ÁÎÄ ÔÈÅ ×ÏÒË ÏÆ ÔÅÁÃÈÅÒÓ 

becomes easy when all children are there, because if the lesson has been covered and many children 

ÁÒÅ ÁÂÓÅÎÔ ÔÈÁÔ ×ÉÌÌ ÂÅ Á ÐÒÏÂÌÅÍȟ ÔÈÅÙ ×ÉÌÌ ÂÅ ÌÅÆÔ ÂÅÈÉÎÄȣÓÏ ÆÁÒ ÔÈÅ ÇÏÖÅÒÎÍÅÎÔ ÈÁÓ ÂÅÅÎ ÁÂÌÅ ÔÏ ÄÏ ÉÔ 

well; there has been no problem because at the beginning of every term we receive food. Like here now, 

×Å ÓÅÅ ÔÈÅ ÒÉÃÅȟ ÂÅÁÎÓ ÁÎÄ ÐÅÁÓȟ ÁÎÄ ÉÔ ÉÓ ÅÎÏÕÇÈ ÔÏ ÒÕÎ ÔÈÅ ÔÅÒÍ ÆÏÒ ÁÌÌ ÔÈÅ ÌÅÁÒÎÅÒÓȢȱ ɍ(ÅÁÄ 4ÅÁÃÈÅÒȟ 

Isiolo] 

 

 

c) Process, conditions , and successes of scaling the mid-sized pilot nationwide  

In the process of expanding the program countrywide, Tusome focused on scaling up three 

essential components of the intervention: 1) innovative teaching methods, 2) improved access to 

new literacy materials, and 3) professional development and coaching. 

  

Innovative teaching methods  

New pedagogical skills and practices were the cornerstone of Tusome, and were widely recognized 

ÁÎÄ ÖÁÌÕÅÄ ÂÙ ÓÔÁËÅÈÏÌÄÅÒÓ ÁÃÒÏÓÓ ÔÈÅ ÂÏÁÒÄȢ &ÒÏÍ ÔÈÅ ÃÁÓÅ ÓÔÕÄÙ ÆÉÎÄÉÎÇÓȟ ËÅÙ ÁÓÐÅÃÔÓ ÏÆ 4ÕÓÏÍÅȭÓ 

teaching approach that were universally considered the most innovative and effective were: 1) 

direct instruction teaching methods, 2) phonological awareness, and 3) reading activities.  

  

The direct instruction teaching model (I do, We do, You do) received vast praise across all the 

various stakeholder groups interviewed, including teachers, head teachers, parents, learners, CSOs, 

and county education officers. This approach was found to be innovative and unique to Tusome, 

and was reported to have had the strongest impact on early grade literacy, significantly improving 
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comprehension and the fluency of learners. Teachers appreciated the effectiveness of this approach, 

and even adopted the model to teach other subjects and grade levels. In addition to its effectiveness, 

teachers also found that the model introduced a much more learner-centered and participatory 

classroom set-up, which benefited both learners and teachers. 

 

Ȱ7ÈÅÎ ÔÈÅ ÔÅÁÃÈÅÒ ÉÓ ÒÅÁÄÉÎÇȟ ÔÈÅ ÃÈÉÌÄÒÅÎ ÁÒÅ ÌÉÓÔÅÎÉÎÇȢ 3Ï ÆÉÒÓÔ ÔÈÅÙ ÁÒÅ ÇÅÔÔÉÎÇ ÔÈÅ ÒÉÇÈÔ 

pronunciation, the articulation of the sounds and also the confidence... and then the fluency. So the 

children are getting it right from the teacher, and then they are being guided by the teacher as they 

get it, the second time of they are getting more clarification and then the third time now becomes the 

practical part for the learners, and now the teacher is in a position to listen keenly and support where 

need be. So, it has brought a lot of improvement unlike the other days where we just used to read it, the 

teacher just sits and says you open the books on page this and this and read the story. There's a very 

ÂÉÇ ÄÉÆÆÅÒÅÎÃÅ ÆÒÏÍ ÂÅÆÏÒÅȢȱ ɍ#ÕÒÒÉÃÕÌÕÍ 3ÕÐÐÏÒÔ /ÆÆÉÃÅÒȟ -ÏÍÂÁÓÁɎ 

  

Phonological awareness, particularly letter sounds and oral blending, was another aspect of 

4ÕÓÏÍÅȭÓ ÐÅÄÁÇÏÇÉÃÁÌ ÁÐÐÒÏÁÃÈ ÔÈÁÔ ×ÁÓ ÒÅÃÏÇÎÉÚÅd for having a strong impact. Similarly, reading 

activities such as passages, picture reading, predictions, storytelling, and songs also made 

significant contributions to literacy development, and were found to be valuable and effective by 

teachers.  

  

Ȱ)Î +ÉÓ×ÁÈÉÌÉ ) ÁÌÓÏ ÌÉËÅ ÒÅÁÄÉÎÇ ×ÏÒÄÓ ÁÎÄ ÃÏÎÓÔÒÕÃÔÉÎÇ ÓÅÎÔÅÎÃÅÓ ÕÓÉÎÇ ÓÐÅÅÃÈ ÁÎÄ ÌÅÔÔÅÒÓȢȱ ɍ,ÅÁÒÎÅÒȟ 

Elgeyo Marakwet] 

  

4ÕÓÏÍÅȭÓ ÉÎÖÅÓÔÍÅÎÔ ÉÎ ÄÅÖÅÌÏÐÉÎÇ ÁÎÄ ÓÃÁÌÉÎÇ ÉÎÎÏÖÁÔÉÖÅ ÔÅÁÃÈÉÎÇ ÁÐÐÒÏÁÃÈÅÓ ÒÅÓÕÌÔÅÄ ÉÎ Á 

number of key learner outcomes. Stakeholders attributed improved performance in English and 

Kiswahili reading, comprehension, fluency, and speaking to the program, supporting the findings of 

the independent midline assessment showing higher grade-appropriate oral reading fluency scores. 

According to the results of the midline evaluation, the proportion of non-readers (or zero readers) 

decreased substantially from baseline to midline. In Grade 1, 53 percent of the pupils could not read 

a single word correctly at baseline, which decreased by over half to 23 percent at midline. In Grade 

2, the percentage of non-readers decreased by over two thirds from 38 percent at baseline to 12 

percent at midline. The percentage of emergent and fluent readers increased between baseline and 
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midline. For Grade 1, fluent went from 2 percent at baseline to 18 percent at midline. For Class 2, it 

rose from 12 percent to 48 percent. Similarly, for Class 1, emergent readers increased from 10 

percent to 30 percent. For Class 2, emergent readers increased from 22 percent to 30 percent. 

(Freudenberger and Davis, 2017) 

 

,ÅÁÒÎÅÒÓȭ ÐÅÒÆÏÒÍÁÎÃÅ ÉÎ ÏÔÈÅÒ ÓÕÂÊÅÃÔÓ ÁÌÓÏ ÉÍÐÒÏÖÅÄȟ ÁÓ Á ÒÅÓÕÌÔ ÏÆ ÅÎÈÁÎÃÅÄ ÌÉÔÅÒÁÃÙ. As a result, 

stakeholders attributed increases in learner enrollment and reduced learner absenteeism to 

Tusome. Teachers and head teachers observed that learners from private schools were enrolling in 

public schools in order to benefit from the Tusome program. Tusome learners were also reported 

to be more eager, motivated, enthusiastic, and confident, and this enhanced attendance and 

continuation patterns.  

 

Ȱ)Ô ÈÁÓ ÍÁÄÅ ÑÕÉÔÅ ÁÎ ÉÍÐÁÃÔȣ ×ÈÅÒÅ ×Å ÅÁÒÌÉÅÒ ÈÁÄ ÎÏÎ-readers, now we have children that are very 

confident in reading because they are taken through letter-ÓÏÕÎÄȟ ÌÅÔÔÅÒ ÎÁÍÅÓȣ ÁÎÄ ÔÈÅ Ô×Ï ÁÒÅ 

married. They start with familiar letters as they move to letters that are less frequently used. So, the 

children find it easy to master literacy skills very fast. And it has had a great impact on the entire 

ÎÁÔÉÏÎȢȱ ɍ#ÏÕÎÔÙ %ÄÕÃÁÔÉÏÎ /ÆÆÉÃÅÒȟ +ÁËÁÍÅÇÁɎ 

  

New literacy materials  

As a progÒÁÍȟ ÏÎÅ ÏÆ 4ÕÓÏÍÅȭÓ ÃÏÒÅ ÏÂÊÅÃÔÉÖÅÓ ×ÁÓ ÔÏ ÉÍÐÒÏÖÅ ÌÅÁÒÎÅÒÓȭ ÁÃÃÅÓÓ ÁÎÄ ÕÓÅ ÏÆ 

appropriate core and supplemental reading instructional materials and resources. This was an 

important component of the scale-up, based on gaps that PRIMR identified in the textbook-to-

student ratio and the relationship between access to books and improved literacy. Tusome would 

develop and supply nearly 24,500 schools across the country with new literacy materials. Teaching 

aids such as guides, lesson plans, letter cards, and pocket charts were also innovative resources for 

ÅÎÈÁÎÃÉÎÇ ÔÅÁÃÈÅÒÓȭ ÉÎÓÔÒÕÃÔÉÏÎÁÌ ÃÁÐÁÂÉÌÉÔÉÅÓȢ )Î ÔÈÅ ÐÒÏÃÅÓÓȟ 4ÕÓÏÍÅ ÓÏÕÇÈÔ ÔÏ ÉÍÐÒÏÖÅ ÂÏÔÈ ÔÈÅ 

quality of literacy materials, as well as the access to these materials. 

  

Tusome took a collaborative approach to developing new literacy materials and partnered with 

stakeholders in the MoE, KICD, the TSC, KISE, and other SAGAs such as the KNUT and KNEC to do 

so. Language specialists contributed to and analyzed the curriculum support materials and learner 

books. Findings from the case study indicated that the Tusome materials are highly valued by both 




































































































































