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Executive summary  
 

This endline evaluation report focuses on the effect of an education technology project on Level 1 and 2 

learners’ English and Somali reading performance in NRC’s accelerated education programme (AEP) 

and youth education programme (YEP) centres. The project is known as EdTech for Emergencies, or 

ET4E. The project was implemented in AEP and YEP centres in Dadaab from January 2018 to November 

2018. The treatment group included learners in three AEP centres and one YEP centre, while the control 

group included two AEP and four YEP centres. The project uses technology-assisted materials to 

improve learners’ reading outcomes. A reading-to-learn app was developed to promote mother-tongue 

reading skills in Somali, using stories generated from the community, along with existing materials in 

English and Kiswahili adapted to the Somali-speaking refugee context. The treatment group received 

tablets, and teachers were trained on how to support learners use the tablets. It is intended to provide 

the control group centres with the tablets and related support in 2019. 

 

This endline evaluation report compares the impact of ET4E in the treatment centres against the control 

centres. It analyses the causal effects of ET4E between January and November 2018. Learner 

performance was determined using an Early Grade Reading Assessment (EGRA). 

 

Impact of ET4E project 
 

This report is focused on whether ET4E increased learners’ English and Somali reading achievement. 

Difference-in-differences (DID) identification strategy was utilised to measure causal effect. This model 

accounts for any differences in outcomes at the baseline prior to the intervention1. First, the research 

sought to understand the changes in reading results in the treatment and control groups before and 

after implementation of the project. 

 

In tables 1a and 1b below, we present the gains made by AEP and YEP learners in English and Somali 

sub-tasks. This was done by calculating the overall difference between average scores of baseline and 

endline. The comparisons suggest that gains were larger in AEP and YEP treatment than control centres 

in all English and Somali sub-tasks. For example, learners in the AEP control centres increased their 

English letter sound fluency rates by 1.7 correct letters per minute (clpm), while AEP treatment centres 

learners increased theirs by 26.4 cwpm. The causal effect therefore was 24.7 clpm2. 

 

Table 1a: Gains in English and Somali literacy outcomes for treatment centres  

Gains made (endline 

less baseline) 

AEP treatment centres YEP treatment centres 

English Somali English Somali 

Tt1  Tt2  Tt2-

Tt1 

Tt1  Tt2  Tt2-

Tt1 

Tt1  Tt2  Tt2-

Tt1 

Tt1  Tt2  Tt2-

Tt1 

Letter sound fluency 

(clspm) 

19.0 45.4 26.4 27.7 58.1 30.4 14.6 44.9 30.3 27.9 52.8 25.0 

Segmentation 

(% correct) 

30.2 48.2 18.0 31.0 53.0 22.0 14.1 35.6 21.6 26.6 49.4 22.8 

Vocabulary 

(% correct) 

49.6 69.2 19.5 80.9 86.6 5.8 47.1 73.3 26.3 81.5 84.1 2.6 

Non-word fluency 

(cnwpm) 

17.1 30.5 13.4 11.5 32.1 20.6 15.5 25.9 10.4 14.3 26.0 11.7 

Oral reading fluency 

(orf) 

23.6 34.9 11.3 16.8 34.7 17.9 28.8 50.1 21.3 24.0 43.4 19.4 

Reading 

comprehension 

(% correct) 

31.5 54.9 23.4 31.5 64.9 33.4 30.6 53.0 22.4 32.9 60.8 27.9 

 

                                                      
1 DiD model takes the outcome measure at the first point in time for each group and subtracts it from the outcome measure at 

the second point in time for the same group. It then compares the within-group difference across the two groups to parse out 

the effect of the treatment. Treatment effect = (Tt2 – Tt1) – (Ct2 – Ct1). Tt2 = treatment group outcome at second point in 

time; Tt1 = treatment group outcome at first point in time; Ct2 = control group outcome at second point in time; and Ct1 = 

control group outcome at first point in time. 
2 A benchmark of 65 cwpm was used. However, it is not appropriate to use the same benchmark for both languages, due to 

their different natures, and so future EGRAs should use different benchmarks. 
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Table 1b: Gains in English and Somali literacy outcomes for control centres 

Gains made (endline 

less baseline)  

AEP control centres YEP control centres 

ENGLISH SOMALI ENGLISH SOMALI 

ct1 ct2  ct2-

ct1  

ct1 ct2  ct2-

ct1  

ct1 ct2  ct2-

ct1  

ct1 ct2  ct2-

ct1  

Letter sound fluency 

(clspm) 

37.1 38.8 1.7 42.2 61.8 19.6 24.2 24.2 0.0 43.9 40.9 -3.0 

Segmentation 

(% correct) 

37.6 41.0 3.5 49.0 61.4 12.4 31.8 26.5 -5.3 42.8 37.6 -5.2 

Vocabulary 

(% correct) 

55.9 77.8 21.9 85.2 88.3 3.1 55.2 55.3 0.2 82.2 68.8 -

13.4 

Non-word fluency 

(cnwpm) 

23.9 25.4 1.5 21.7 28.6 7.0 25.9 20.0 -6.0 23.8 21.7 -2.1 

Oral reading fluency 

(orf) 

36.4 39.4 3.0 37.9 37.6 -0.3 39.6 24.8 -

14.8 

30.5 25.5 -5.0 

Reading 

comprehension 

(% correct) 

39.8 48.4 8.6 40.5 52.6 12.1 39.0 34.1 -4.8 42.8 36.5 -6.3 

 

Although tables 1a and 1b above show sizable gains, it was important to determine the causal effects. 

Table 2 below shows the DID values for each English and Somali sub-tasks. For English language in AEP 

centres, five of six tasks registered positive effects. The highest effect was observed in letter sound 

fluency (24.8 clspm), while the lowest was in vocabulary (-3.4% correct). All Somali sub-tasks in AEP 

centres registered positive effects. The highest effect was recorded in reading comprehension (21.8% 

correct) and the lowest in vocabulary (2.6% correct). The low performance in vocabulary is understood 

to be because the app focuses primarily on reading comprehension and not vocabulary. 

 

For English language in YEP centres, all sub-tasks registered positive effects. Oral reading fluency had 

the highest effect (36.1) and non-word fluency had the lowest (16.4 cnwpm). Similar positive effects 

were also registered in all Somali sub-tasks. The highest gain was in reading comprehension (34.2% 

correct) and the lowest was in non-word fluency (14.3 correct non-words per minute). It is worth noting 

that the app does not focus on non-word fluency. 

 

The results show that ET4E project had positive effects for each of the English sub-tasks, as well as on 

all of the Somali sub-tasks in both AEP and YEP centres. The effect is high in YEP centres for both 

English and Somali3. 

 

Table 2: The causal impact of ET4E on treatment group 

Causal impact 

(difference-in-

differences)  

AEP YEP 

English Somali English Somali 

Tt2 

– 

Tt1 

(ct2 

– 

ct1 

DID Tt2 

– 

Tt1 

(ct2 

– 

ct1 

DID Tt2 

– 

Tt1 

(ct2 

– 

ct1 

DID Tt2 

– 

Tt1 

(ct2 

– 

ct1 

DID 

Letter sound fluency 

(clspm) 

26.4 1.7 24.8 30.4 19.6 10.8 30.3 0.0 30.3 25.0 -3.0 28.0 

Segmentation 

(% correct) 

18.0 3.5 14.6 22.0 12.4 9.7 21.6 -5.3 24.4 22.8 -5.2 28.0 

Vocabulary 

(% correct) 

19.5 21.9 -3.4 5.8 3.1 2.6 26.3 0.2 26.6 2.6 -

13.4 

15.1 

Non-word fluency 

(cnwpm) 

13.4 1.5 11.9 20.6 7.0 13.7 10.4 -6.0 16.4 11.7 -2.1 14.3 

Oral reading fluency 

(orf) 

11.3 3.0 8.4 17.9 -0.3 18.3 21.3 -

14.8 

36.1 19.4 -5.0 26.6 

Reading 

comprehension 

(% correct) 

23.4 8.6 14.8 33.4 12.1 21.8 22.4 -4.8 27.2 27.9 -6.3 34.2 

 

                                                      
3 It was not possible to calculate the effect sizes of impact because of lack of baseline standard deviation values. An effect size 

can be interpreted as a gain in standard deviations. 
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The baseline report noted the large percentages of learners who scored zero in various English and 

Somali sub-tasks. Tables 3a and 3b shows the decline in the number of zero scores between the 

baseline and endline. It appears that the declines in zero scores were largest for treatment centres 

compared to control centres.  

 

Table 3a: Decrease in English and Somali zero scores for treatment centres 

Decrease made 

(endline less 

baseline) 

AEP treatment centres  YEP treatment centres 

ENGLISH  SOMALI ENGLISH SOMALI 

Tt1  Tt2  Tt2-

Tt1 

Tt1 Tt2 Tt2-

Tt1 

Tt1 Tt2 Tt2-

Tt1 

Tt1 Tt2 Tt2-

Tt1 

Letter sound 

fluency (clspm) 

59.6 12.5 -

47.2 

39.7 5.5 -

34.2 

62.1 32.7 -

29.4 

50.3 30.1 -

20.2 

Segmentation 

(% correct) 

54.0 12.8 -

41.3 

47.5 6.8 -

40.7 

71.2 20.4 -

50.8 

54.9 24.8 -

30.1 

Vocabulary 

(% correct) 

7.3 4.5 -2.8 1.9 2.9 1.0 28.1 6.7 -

21.4 

4.6 3.6 -1.0 

Non-word fluency 

(cnwpm) 

50.1 9.3 -

40.8 

55.0 7.4 -

47.6 

53.6 26.6 -

27.0 

53.6 25.7 -

27.9 

Oral reading fluency 

(orf) 

57.1 20.9 -

36.3 

57.9 9.7 -

48.2 

57.5 11.5 -

46.0 

54.2 15.0 -

39.2 

Reading 

comprehension 

(% correct) 

48.2 21.0 -

27.3 

45.6 11.9 -

33.7 

48.4 19.5 -

28.9 

45.8 16.8 -

29.0 

 

Table 4b: Decrease in English and Somali zero scores for control centres 

Decrease made 

(endline less 

baseline) 

AEP control centres YEP control centres 

ENGLISH SOMALI ENGLISH SOMALI 

ct1 ct2 ct2-

ct1 

ct1 ct2 ct2-

ct1 

ct1 ct2 ct2-

ct1 

ct1 ct2 ct2-

ct1 

Letter sound fluency 

(clspm) 

43.0 30.3 -

12.7 

16.3 3.3 -

13.0 

54.7 29.6 -

25.0 

29.7 28.1 -1.6 

Segmentation (% 

correct) 

48.1 26.1 -

22.0 

28.1 1.9 -

26.2 

52.4 31.9 -

20.5 

35.8 26.4 -9.5 

Vocabulary (% 

correct) 

5.9 2.5 -3.4 2.2 1.0 -1.2 12.5 9.6 -2.8 5.4 10.6 5.2 

Non-word fluency 

(cnwpm) 

23.0 7.1 -

15.9 

26.7 6.6 -

20.1 

35.8 24.9 -

10.9 

31.6 22.7 -8.9 

Oral reading fluency 

(orf) 

29.6 12.8 -

16.8 

31.9 10.0 -

21.9 

43.4 21.0 -

22.4 

35.7 28.5 -7.2 

Reading 

comprehension (% 

correct) 

34.1 17.1 -

17.0 

32.6 19.9 -

12.7 

41.2 21.0 -

20.2 

31.8 30.1 -1.7 

 

The results above simply show changes in zero mean scores, but to understand the magnitude of the 

impact on learning, converting those findings to causal effect is important. Table 4 below presents the 

causal effect of each sub-tasks. 

 

English and Somali in AEP centres registered decreases in zero scores in five of six sub-tasks. There 

were marginal increases in zero scores for vocabulary sub-tasks for both languages. In YEP centres, 

there were decreases in zero scores for all English and Somali sub-tasks. The data reveal that the 

project had a positive effect on performance, helping those learners who were struggling the most. The 

effect was highest for English in AEP centres and for Somali in YEP centres. 

 

Table 5: Causal impact of ET4E treatment groups on zero scores 
Causal impact 

(difference-in-

differences) 

AEP YEP 

English Somali English Somali 

 Tt2 

– 

Tt1 

(ct2 

– 

ct1 

DID Tt2 

– 

Tt1 

(ct2 

– 

ct1 

DID Tt2 

– 

Tt1 

(ct2 

– 

ct1 

DID Tt2 

– 

Tt1 

(ct2 

– 

ct1 

DID 
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Letter sound 

fluency (clspm) 

-

47.2 

-

12.7 

-

34.5 

-

34.2 

-

13.0 

-

21.2 

-

29.4 

-

25.0 

-4.4 -

20.2 

-1.6 -

18.6 

Segmentation 

(% correct) 

-

41.3 

-

22.0 

-

19.3 

-

40.7 

-

26.2 

-

14.5 

-

50.8 

-

20.5 

-

30.3 

-

30.1 

-9.5 -

20.6 

Vocabulary 

(% correct) 

-2.8 -3.4 0.6 1.0 -1.2 2.2 -

21.4 

-2.8 -

18.6 

-1.0 5.2 -6.2 

Non-word fluency 

(cnwpm) 

-

40.8 

-

15.9 

-

24.9 

-

47.6 

-

20.1 

-

27.5 

-

27.0 

-

10.9 

-

16.1 

-

27.9 

-8.9 -19 

Oral reading 

fluency (orf) 

-

36.3 

-

16.8 

-

19.5 

-

48.2 

-

21.9 

-

26.3 

-

46.0 

-

22.4 

-

23.6 

-

39.2 

-7.2 -32 

Reading 

comprehension 

(% correct) 

-

27.3 

-

17.0 

-

10.3 

-

33.7 

-

12.7 

-21 -

28.9 

-

20.2 

-8.7 -

29.0 

-1.7 -

27.3 

 

Recommendations  
 

If it is intended to scale-up the use of the app and develop more stories, it is strongly recommended 

that a dedicated project manager with skills and experience in child-centred pedagogy, e-learning, and 

literacy acquisition is recruited to oversee project implementation. More specific recommendations 

include: 

 

1. Use the results to inform scale-up. ET4E results showed some improvements in learners’ English and 

Somali reading abilities. This is a clear indication that if well implemented, the impact would be 

remarkable. NRC and partners should, therefore, consider scaling up ET4E activities to improve the 

quality and pace of reading development for Levels 1 and 2 AEP and YEP learners. 

 

2. Explore females’ performance and design mitigation measures. The results indicated that, overall, 

the performance of female learners has improved, in some instances at the same level as male 

learners. Teachers should be trained in gender-friendly pedagogies and other approaches for 

motivating girls so that they improve further. Girls should receive equal attention to boys – in terms 

of both time and quality of interaction – and teachers should not replicate any attitudes in the 

community that perpetuate gender stereotypes. They should challenge girls as much as boys. 

Further research should be undertaken on the reasons why the app does not appear to benefit girls’ 

performance as much as boys, especially on whether the differences are due to the design and 

content of the app, or the way it is used in class. The content and approach of the app can then be 

adjusted, and/or pedagogic training designed, to mitigate these factors. 

 

3. Undertake further study on AEP and YEP performance. Further study is required to explain the 

differences in reading performance in AEP and YEP centres for both English and Somali. The results 

show that YEP learners are doing better in all English and Somali sub-tasks. In addition, the 

differences in vocabulary recognition between English and Somali should be further explored, and, 

depending on the results of the research, improved alignment between the curriculum, the 

vocabulary used in the app, and the vocabulary used for testing should be sought. 

 

4. Provide more access to reading materials, preferably at home. It is evident that leaners with English, 

Somali or any other learning materials at home slightly performed better than those who have none. 

Parents should be encouraged to support their children to have reading materials at home, and the 

provision of additional reading material, to be made easily accessible to learners, should be included 

in future projects. This could be through community or centre-based libraries. More research needs 

to be done on the relation between availability and use of reading material at home, and reading 

development. Materials that deliberately address reading instruction – where all the components of 

literacy are addressed – go a long way in reading development. Reading instruction materials should 

consider the kinds of teachers found in Dadaab – many teachers closely follow what they have been 

instructed to do in the materials. 

 

5. Monitor individual students. Students should be assigned specific tablets and be required to create 

usernames and passwords. Teachers should have a roster with student usernames and passwords 

in case the student forgets. A schedule/sign-up should be created for tablet use for classes at each 

centre and the server within the Kio Kits be used to upload individual data offline. Individual student 
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data should then be used to track the number of times students log in and use the app, length of 

time they spend per activity, number of stories they read in a time period, and number of times they 

read each story. Specific learning competencies should be identified and monitored in each reading 

activity/game; for example, fluency ad reading comprehension for the reading passage, and 

identification of letter sounds and segmenting one-syllable words in the spelling section. 

 

6. Provide more focussed, continuous teacher training. Train teachers on the five components of 

reading (phonemic awareness, phonemic decoding, vocabulary, fluency and comprehension) and 

simple teaching strategies to practise corresponding skills found in the app. Although challenging for 

many teachers, the Kenyan curriculum calls for a phonics-based approach, and teachers should 

understand at least the basics. EGRA scores will improve if teachers provided additional instruction 

on phonics, segmenting, etc. Teachers would also benefit from being trained on how to develop and 

administer tests that assess literacy acquisition according to these components, to be used for 

grade placement, continuous assessment, and measuring teaching effectiveness. This should be 

included in wider training on competency-based, summative and formative assessment and 

pedagogy; the Teachers in Crisis Contexts material might provide an appropriate starting point4. 

More continuous training should be combined with more frequent and focussed observation of 

teachers in class, with supportive, constructive feedback given to them to help them improve the use 

of the app. Microteaching, where a teacher prepares for a lesson and teaches it to a bigger group of 

other teachers during the training, is a useful modality. When teachers do microteach, and take part 

in giving each other feedback, they internalise the methodology/teaching methods as they see the 

same activities repeated over and over again.  

 

In addition, ensure teachers are engaged during the materials development stage, so that they have 

the opportunity to contribute to the stories, are aware of the project, and buy-in. Finally, use an 

activity log to track how frequently teachers use the app during lessons. 

 

7. Update teacher observation tools and procedures. Add a section to the observation tool to use when 

evaluating use of the app, using the do’s and don’ts contained in the app training. Add a space for 

comments next to each competency to highlight specific examples of positive aspects of instruction 

and areas where the teacher needs support. Add a section to the post-observation meeting template 

where the teacher can reflect on their own strengths and areas of improvement. Use head teachers 

at centres to conduct classroom observations, providing them training on this so they are able to 

give supportive feedback to teachers. Training for head teachers could include the purpose of 

classroom observations, procedures, tool overview, practice using the tool, and practice providing 

feedback to teachers, as well as programme monitoring. This should be part of wider training of 

trainers to develop head teachers’ skills at teacher training, where they actually become the ones to 

train the teachers. That way, they internalise the methodology, practise it, and know exactly what 

they to expect when they visit the classes and give appropriate feedback when they visit the teachers 

in their classes. Also, collect videos of teachers in the classroom, and review with teachers and head 

teachers to discuss strengths and suggestions for improvement. Use the videos use to moderate 

assessment and create a consensus on what quality teaching looks like. 

 

8. Bring assessment of AEP into line with literacy foundations. Through the Dadaab Education Working 

Group, compare NRC’s end-of-term AEP exams with internal assessments created by primary 

teachers in Lutheran World Foundation’s schools and Save the Children’s AEP centres for Levels 1 

and 2 (or their equivalent in formal primary). Tests created by teachers (entrance, monthly, end-of-

term etc.) should be reviewed for quality by NRC project staff; the possibility of establishing an inter-

agency committee to do this for all assessments should be explored. 

 

9. Widen the range of skills addressed in the app. The app does not currently cover all the literacy 

skills. Including them in the app would mean that learners could practise them and this might 

improve performance further. Additional stories could be created that are specifically aligned to 

other content areas, such as numbers, for science, maths, social studies, etc. An assessment among 

refugees could be undertaken to determine specific life skills to prioritise for readings or topics that 

they are interested in reading about. As with the development of the 20 new stories, the target 

                                                      
4 Training Pack for Teachers in Crisis Contexts. Available from http://www.ineesite.org/en/ticc-training-pack. 

http://www.ineesite.org/en/ticc-training-pack
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community should be fully engaged on the kinds of stories/genres that they enjoy reading, and the 

specific themes that they want addressed. 

 

10. Build continuous assessment into the app. This would allow for continuous testing of learners. 

Consider developing a student database to track individual students’ progress throughout the 

programme. The database could include students’ demographic information, their baseline EGRA 

score, attendance, end-of-term exam scores, and their endline EGRA score. Use the analysed data to 

improve current programming and plan for future programming. 

 

11. Align use of the app with the literacy training provided in the youth programme/AEP. Scaffold use 

of English written tests throughout the year. Consider using competency-based group activity 

assessments (as used by NRC Syria) so that students are able to demonstrate their learning. At the 

beginning of the year, pair this with one or two simple written questions in English. Throughout the 

year, gradually increase the difficulty of the written questions in English so that students are being 

prepared for the English written portion of the National Industrial Training Authority exams. Build use 

of Somali app into AEP/YEP schedule to ensure dedicated time for use. 

 

12. Refine the EGRA methodology. Continue the use of EGRA to monitor learning outcomes, but in 

future: 

 

• Tool: 

 review the Somali EGRA to edit mistakes and translate the instructions into Somali; 

 use the student version of the readings. 

• Enumerator hiring: 

 create a roster of proven, reliable enumerators who can be called back; 

 make the payment and roles and responsibilities of the incentive position clear on hiring, and 

reinforce that enumerators will not be paid should they fail to meet expectations. 

• Enumerator training: 

 ensure a Somali specialist facilitates Somali EGRA training; 

 add additional time/activities to practise using the tool – role-play, partnering, demonstrations, 

scenarios, etc. 

• Implementation: 

 develop tools for each indicator and clear procedures for data collection to be done by team; 

 create standardised testing procedures (time, place, method for tracking students, etc.) 

 ensure additional oversight of enumerators during testing days. Complete assessment in one 

centre at a time if needed in order to ensure that NRC staff are present to supervise the 

process, manage enumerators, ensure enumerators are facilitating and scoring correctly, etc.  

• Data collection: 

 give and securely record students’ unique numbers and rosters so that individual students are 

identifiable. 

 

Conclusion  
 

The ET4E project is having a positive influence on reading outcomes. The reading performance of Level 

1 and 2 learners in AEP and YEP treatment centres greatly improved during the one-year period 

between the baseline and endline assessments.  

 

There were large improvements in both English and Somali fluency, at both basic and higher levels. 

These included:  

• Basic level English in YEP centres: English letter sound fluency scores tripled (from 14.6 to 48.9) 

against zero improvement in the control group (a performance improvement of a factor of 3.3). 

• Higher level Somali in YEP centres: Reading fluency in Somali improved four times faster in 

project groups (by 20.2 points) than with control groups (4.9 points). 
 

While impressive gains have been made, continuing with the ET4E project will be critical to sustaining or 

improving on those gains. The pilot provides a sound basis for continued development of the app, and 

demonstrates the proof of concept.



 

1. Introduction 
 

1.1. The state of primary education in Dadaab  
 

Dadaab hosts refugees and asylum seekers, 58% of whom are children. The majority are Somalis 

escaping chronic food insecurity compounded by extended drought and continued violence and 

instability. Education provisions in the camps is below the national standards. Low levels of enrolment, 

attendance and transition, poor education quality, and high levels of gender disparity have long 

characterised education in the camps. 

 

At the beginning of the project, the Gross Enrolment Rate (GER) was estimated at 62% for primary-

school age girls and 86% for boys5 against the national rates of 108.7% for boys and 109.3% for girls6. 

Many learners were out of school and there were gender disparities at all levels. The school 

infrastructure was and is still limited; classrooms were overcrowded; and there were shortages of 

learning materials. Teachers were inadequate in number and underqualified7. Learning outcomes 

similarly lagged behind. In Garissa County, which hosts Dadaab refugee camp, only 12.9% of Class 3 

learners were able to do Class 2 work, compared with a national average of 30%. Of the 47 counties in 

Kenya, Garissa is ranked 44th in terms of learning outcomes8. 

 

Somali refugees had started returning to their country through a voluntary repatriation exercise9. 

However, learners lacked the competency in Somali literacy to return to the Somali education system, 

impacting both return considerations and continued access to education in Somalia. The lessons in 

Kenya tended to be delivered in English and Kiswahili, despite the national curriculum mandating that 

they be delivered in local language for the first three years of primary school, and there was lack of 

contextually appropriate, Somali-language reading materials.  

 

Norwegian Refugee Council (NRC) Kenya 2017’s education programme has a goal to improve learning 

outcomes for displacement-affected children and youth and enhance the self-reliance of youth. NRC 

expanded its work to include an accelerated education programme (AEP) in Dadaab in 2013. Since that 

time, NRC has been supporting the United Nations High Commissioner for Refugees (UNHCR) and the 

Ministry of Education, Science and Technology (MoEST) to increase community involvement in schools 

and improve the quality of curriculum delivery, train school boards of management, and enhance school 

infrastructure. 

 

Classroom observations conducted by NRC as part of an internal review demonstrated the need to 

address learners’ poor language and literacy skills, seen as a key barrier to positive learning outcomes. 

Therefore, in 2017 a partnership was forged with SIL Africa, BRCK and eLimu aimed at piloting an 

autodidactic e-learning application provisionally called EdTech for Rapid Response in Acute 

Emergencies, abbreviated to EdTech for Emergencies, or ET4E. This project is initially an attempt to 

improve the comprehension and reading skills of Level 1 and Level 2 AEP and YEP learners, giving them 

a strong foundation that will lead to future success. However, it is aimed to target more subjects and 

levels over time, and expand the use of the app to other contexts. 

 

1.2. Summary of ET4E project  
 

ET4E is a pilot project that aimed to ensure that no child or youth falls behind in their learning in a rapid 

onset acute emergency, through accessing auto-didactic e-learning on rapidly mobilised, rugged tablets 

in Dadaab. The key elements of the project are:  

 

Development of four android applications. The first app, Sheeko 1, comprises 10 Somali language 

stories developed for the Kenya grade 1 and 2 primary curriculum and translated into Somali; the 

second, Sheeko 2, 20 Somali language stories generated by the refugee community in Dadaab; the 

                                                      
5 Dadaab Education Working Group (2017) Joint Strategy for Education in Dadaab 2016-2020. DEWG: Garissa 
6 World Bank, ‘EdStats’, accessed 01/02/18. 
7 Dadaab Education Working Group (2017) Joint Strategy for Education in Dadaab 2016-2020. DEWG: Garissa 
8 Uwezo (2016) Kenya Sixth Learning Assessment Report. Uwezo: Nairobi. 
9 UNHCR, Dadaab Operational Update, as at 15/01/18. 

https://data.worldbank.org/data-catalog/ed-stats
http://www.uwezo.net/wp-content/uploads/2016/12/UwezoKenya2015ALAReport-FINAL-EN-web.pdf
http://www.unhcr.org/ke/wp-content/uploads/sites/2/2018/01/15-January-Dadaab-Bi-weekly-Operational-Update.pdf
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third, Story Time, 20 P1 and P2 English stories selected for their relevance to the context; the fourth, 

Hadithi Hadithi, 22 P1 and P2 Kiswahili stories again selected for relevance.  

 

Trial of app. The apps were installed on 240 BRCK ruggedised tablets contained in six Kio Kits and 

teachers trained. From January 2018, the app was trialled in two of NRC’s five AEP centres (Dagahaley, 

Ifo 1,) and one of its four YEP centres (Ifo), reaching all Level 1 and 2 learners in the centres. The 

remaining centres were used as a control group. It had been intended to trial the app in three of six AEP 

centres, and two of four YEP centres, but one AEP centre was closed during the trial period, and one 

YEP centre did not take part in the trial as intended. 

 

The treatment centres were provided with BRCK ruggedised tablets. Teachers were trained on how to 

support learners use tablets during 35-minute lessons. The initial training focussed on technical 

aspects of the app; this training should have included a stronger focus on the pedagogic aspects. 

Teachers were also supported through lesson observations and provided with refresher trainings that 

focussed on the pedagogy of using the app in classes, along with dealing with sensitive issues (some of 

the stories related to conflict and protection issues). 

 

Baseline assessment. An Early Grade Reading Assessment (EGRA) was undertaken by consultants in 

October 2017. This provides the baseline for the project. The EGRA revealed very low levels of reading 

among learners. The percentage of learners recording zero scores in oral reading fluency in English 

ranged between 30.8% and 65.6% for AEP learners, depending on the camp. For YEP learners, the 

range was 35.8% to 57.5%. The scores of learners in Somali reading comprehension ranged from 17% 

to 50% in AEP, and 23% to 43.8% in YEP. A key finding of the EGRA was that the most statistically 

significant factor affecting reading performance was the presence of reading material in the home, 

underlining the importance of improving access to texts.  

 

1.3. Implementation design  
 

The project was implemented in three AEP centres (Ifo, Dagahaley, friends) and one YEP centre (Ifo). The 

control centres were Iftin and Umoja AEP centres; Hagadera, Dadaab, and Dagahaley YEP. The treatment 

group received the tablets, and teacher training. Learners generally accessed the materials on the tablets 

70 minutes weekly (two 35-minute lessons). The control group had no access to the tablets in the study 

period.  

 

1.4. Challenges of implementation  
 

Lack of commitments from education personnel. Some teachers perceived ET4E work as work imposed 

in addition to the regular school curriculum. For example, in the initial plan, Dadaab YEP was to be a 

control centre but this did not happen. Tablets were taken to the centre but learners never accessed 

them. Due to the lack of a plan to monitor usage of tablets, this was not discovered by staff outside 

Dadaab until the endline assessment. This reflects frequent changes in staff during the project period, 

including three periods where there was no education specialist in-country due to funding constraints. 

 

Lack of secure place to keep the tablets. Iftin AEP did not use the app due to lack of secure place to 

store the tablets. This was despite project staff knowing that there was funding available to build such 

spaces. Because of logistical challenges, it was not possible to transport the tablets to the centre and 

back on daily basis. 

 

Lack of plan on when to use the tablets. Teachers did not generally include usage of the app in their 

lesson plans, despite creating a usage plan during their initial training on the app. The app is organised 

in several themes that outline specific actions and activities for learners. This demanded planning skill 

from teachers to ensure that the tablets were available in class and learners were using them. However, 

this was lacking; as a result, some centres might have used the tablets for longer than others. 

 

1.5. EGRAs 
 

The EGRA is an instrument for measuring learners’ pre-reading and reading skills. The test is 

administered orally to learners one-on-one. The EGRA tool consists of a variety of sections, and they 
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have been contextualised and applied differentially in various countries. In this context, the tools 

assessed the below listed English and Somali sub-tasks both at baseline and endline. 

 

- Letter sound knowledge. Defined as the ability to produce the sounds of the letters fluently. Learners 

were asked to pronounce as many sounds of the letters of the alphabet as possible within 60 

seconds. 

- Segmenting. Defined as the ability to identify and sound out each sound present in a word. The 

assessor reads each word aloud twice and then asks the learner to identify the sounds in that word.  

- Vocabulary. Defined as the ability to tell the meaning of words. Learner were asked to indicate parts 

of the body in response to being given a body part name; show examples of mentioned objects in 

environment; and demonstrate comprehension of spatial terms. 

- Invented word decoding (non-word reading). Defined as the ability to decode non-words fluently. 

Learners were asked to read as many made-up words as possible in 60 seconds. 

- Oral reading. Defined as the ability to read a story fluently. Learners were asked to read a short 

passage aloud, quickly but carefully, in 60 seconds. 

- Reading comprehension: Defined as the ability to comprehend passages read in a timed reading 

evaluation. After reading the passage, learners were asked questions about the passage. 

 

 

2. Research methodology  
 

2.1. Overall design  
 

A quasi-experimental research design using treatment and control groups was employed. This endline 

evaluation is a follow-up to the November 2017 baseline, to understand the extent to which ET4E 

project achieved its objectives. The purpose of this evaluation was therefore to examine the degree to 

which the intervention improved learners’ English and Somali reading skills. By comparing learners’ 

EGRA scores at the time of the baseline study with end-line achievements in treatment and control 

centres, it was assumed that any changes brought about by the intervention would be highlighted. 

 

2.2. Sampling and sampling sizes  
 

At the baseline, a census design was adopted (i.e. no sampling was undertaken; all learners who were 

present on the day of the assessment were assessed). All learners present at the AEP and YEP centres 

on the day of visit were assessed. Unfortunately, at baseline, it appears that the names of learners 

assessed were not recorded, making it hard to trace them at endline. This assessment therefore 

followed the same procedure employed at baseline. All Level 1 and 2 learners present on the day of 

visit were assessed at both treatment and control centres. Learners at Mwangaza AEP centre were not 

assessed because the camp had been closed by UNHCR. A total of 899 (494M, 405F) learners were 

assessed at the endline compared to 807 (437M, 370F) learners at baseline. Table 5 below shows the 

learners assessed at baseline and endline by camp, centre and gender. 

 

Table 6: Tabulation of sample by camp, centre and gender  

Camp Name of the centre 
Baseline Endline 

M F T M F T 

Hagadera Umoja AEP 27 15 42 42 38 80 

Hagadera YEP 54 52 106 62 37 99 

Iftin AEP 62 31 93 66 65 131 

Dadaab Dadaab YEP 37 30 67 43 11 54 

IFO Friend AEP 8 6 14 12 10 22 

Ifol AEP 26 34 60 99 70 169 

Mwangaza AEP 32 22 54 0 0 0 

IFO YEP 72 81 153 59 54 113 

Dagahaley Dagahaley AEP 72 61 133 90 89 179 

Dagahaley YEP 47 38 85 21 31 52 

  Total 437 370 807  494 405 899 
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2.3. Training and data collection  
 

The training occurred on 10 and 11 October 2018. Pretesting of the tools took place on 12 October 

2018. Thirty-four data clerks were trained, but 10 were dropped due to non-adherence to the 

assessment principles. Data collection commenced on 15 October 2018 and ended on 18 October 

2018. This allowed for four days of data collection in nine centres.  

 

2.4. EGRA reliability estimates  
 

Reliability analyses were conducted on the English and Somali EGRA sub-tasks. The reliability 

coefficients among the sub-tasks in each tool were computed using Pearson correlations. Cronbach’s 

alpha for each sub-task in each tool was also computed. These statistical tests determine the internal 

consistency of tools by assessing the degree to which sub-tasks in each tool are constantly measuring 

the same concept. 

 

Table 6 below shows the computed correlations for the EGRA English sub-tasks. Correlations that fall in 

the category ≤ -0.50 and ≥ +0.50 are considered strong. Oral reading fluency was strongly correlated 

with reading comprehension, which implies that performance on the ability to read connected text was 

connected to the comprehension outcome. Other strongly correlated sub-tasks were between letter 

sound fluency and segmenting, and between reading comprehension and vocabulary. 

 

Moderate correlations, generally considered to fall between ±0.30 and ±0.49, were observed between 

vocabulary and both letter sound fluency and segmenting; between non-word fluency and letter fluency, 

segmenting and vocabulary; between oral reading fluency and vocabulary; and between reading 

comprehension and letter sound fluency, segmenting and non-word fluency. 

 

Correlations between 0 and ±0.29 are considered weak, and weak correlations were found between 

oral reading fluency and letter sound fluency, segmenting and non-word fluency. It is worth noting that 

all the coefficients were statistically significant (p<.001).  

 

Table 7: Pearson correlations for EGRA sub-tasks in English 

Sub-task 

Letter-

sound 

fluency 

Segmenting 
Vocabulary 

score 

Non-word 

fluency 

Oral reading 

Fluency 

Reading 

compre-

hension 

Letter-sound fluency 1.00      

Segmenting 0.67*** 1.00     

Vocabulary score 0.35*** 0.37*** 1.00    

Non-word fluency 0.37*** 0.31*** 0.40*** 1.00   

Oral reading fluency 0.24*** 0.16*** 0.40*** 0.28*** 1.00  

Reading  

comprehension 

0.34*** 0.31*** 0.51*** 0.42*** 0.59*** 1.00 

*p < .05, **p < 0.01, ***p <.001 

 

Table 7 shows the Cronbach’s alpha coefficients for the EGRA English tool. The highest coefficient of 

0.82 was found in segmenting, vocabulary and reading comprehension. The lowest coefficient was 0.77 

for both decoding fluency and oral reading fluency. These results show that the EGRA English tool was 

reliable for assessing the endline group of learners, with an overall reliability coefficient of 0.80. 

 

Table 8: Cronbach’s Alpha for EGRA sub-tasks 
Sub-task Item-test correlation Item-rest correlation Alpha 

Letter-sound fluency 0.79 0.75 0.80 

Segmenting 0.69 0.66 0.77 

Vocabulary 0.65 0.73 0.82 

Non-word fluency 0.73 0.74 0.77 

Oral reading fluency 0.67 0.74 0.82 

Reading comprehension 0.66 0.61 0.82 

Totals    0.80 
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Reliability analyses were also conducted for the Somali EGRA. Table 8 shows the bivariate correlations 

among the EGRA Somali sub-tasks. Segmenting, non-word fluency and oral reading fluency had strong 

relationships with letter sound fluency. Other strong relationships were between reading comprehension 

and letter sound fluency, segmenting, non-word fluency and oral reading fluency (r=≤ -0.50 OR ≥ 

+0.50).  

 

Moderately strong correlations were observed between vocabulary and both letter sound fluency and 

segmenting; non-word fluency and both segmenting and vocabulary; oral reading fluency and 

segmenting; vocabulary and non-word fluency; and between reading comprehension and vocabulary. 

Just like for the English sub-tasks, all the correlations were statistically significant (p<.001).  

 

Table 9: Pearson correlations for EGRA sub-tasks in Somali 

Sub-task 

Letter-

sound 

fluency 

Segmenting 
Vocabulary 

score 

Non-word 

fluency 

Oral reading 

Fluency 

Reading 

compre-

hension 

Letter-sound fluency 1.00      

Segmenting 0.80*** 1.00     

Vocabulary score 0.33*** 0.37*** 1.00    

Non-word fluency 0.54*** 0.47*** 0.36*** 1.00   

Oral reading Fluency 0.51*** 0.48*** 0.34*** 0.44*** 1.00  

Reading  

comprehension 

0.53*** 0.52*** 0.40*** 0.52*** 0.74*** 1.00 

*p < .05, **p < 0.01, ***p <.001 

 

Table 9 shows the Cronbach’s alpha coefficients for the Somali tool. Reading comprehension had the 

highest coefficient of 0.87 while the lowest coefficient was 0.78 for segmenting, vocabulary and non-

word fluency syllable fluency, decoding fluency and reading fluency. These results show that the EGRA 

Somali tool was quite reliable for assessing the endline group of learners, with an overall reliability 

coefficient of 0.82. 

 

Table 10: Cronbach’s Alpha for EGRA sub-tasks 
Sub-task Item-test correlation Item-rest correlation Alpha 

Letter-sound fluency 0.85 0.67 0.82 

Segmenting 0.63 0.60 0.78 

Vocabulary 0.73 0.68 0.78 

Non-word fluency 0.69 0.69 0.78 

Oral reading fluency 0.65 0.62 0.83 

Reading comprehension 0.62 0.67 0.87 

Totals    0.82 

 

 

3. Findings  
 

3.1. Impact of ET4E project 
 

The endline assessment sought to find out whether the ET4E project had an effect on English and 

Somali reading skills. In this section of the report, we present the findings at endline for all of the 

treatment centres compared with those of the control centres. Endline performance is also compared to 

baseline via DID analysis. The results of the treatment and control AEP and YEP centres have been 

presented  separately.. 

 

3.1.1. Performance of AEP learners in English sub-tasks 

 

Table 10 presents the overall findings at endline of English sub-tasks disaggregated by gender, 

treatment and control centres. The table shows that learners in treatment centres achieved higher 

scores at the endline assessment than those in control centres in almost all English tasks. For 

segmentation, learners that used ET4E app correctly segmented 48.2% of the words correctly, 

compared to a mean score of 41.0% of words among control learners. The causal effect, therefore, was 
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7.2%. This equates to an effect size of 0.25. Treatment centres also outperformed control centres in 

letter sound fluency, non-word fluency and reading comprehension. Interestingly, control centres 

performed better than treatment centres in vocabulary and oral reading frequency with difference of 

9.7% and 4.5 cwpm respectively. Male learners performed better than female learners in almost all 

sub-tasks in both treatment and control centres. Overall, the ET4E project had a small impact on 

learners’ performance10. 

 

Table 11: English mean scores of treatment and control AEP centres and effect size 

English AEP  
Treatment Control Effect size  

M F Avg M F Avg 

Letter sound fluency (clspm) 47.7 43.0 45.4 41.0 36.5 38.8 0.22 

Segmentation (% correct) 50.8 45.6 48.2 44.0 38.0 41.0 0.25 

Vocabulary (% correct) 71.6 66.8 69.2 79.2 76.4 77.8 -0.29 

Non-word fluency (cnwpm) 30.3 30.7 30.5 25.7 25.1 25.4 0.24 

Oral reading fluency (orf) 35.4 34.5 34.9 37.9 40.8 39.4 -0.17 

Reading comprehension (% correct) 57.5 52.3 54.9 53.1 43.6 48.4 0.19 

Average effect Size   0.07 

 

3.1.2. Performance of AEP learners in Somali sub-tasks  

 

Table 11 below compares Somali outcomes for control and treatment centres. The results indicate that 

learners in control centres performed marginally better than those in treatment centres in all sub-tasks 

except non-word fluency and reading comprehension. Letter sound fluency, segmentation, vocabulary 

and oral reading fluency was 3.7 clspm, 8.4%, 1.7% and 2.8 more in control centres than in treatment 

centres. Treatment centres performed better than control centres by 3.5 and 12.5 in non-word fluency 

and reading comprehension respectively. In treatment centres, boys performed better than girls in three 

sub-tasks, while in control centres boys performed better than girls only in one sub-task. Overall, the 

ET4E project exhibited an apparent small negative impact on learners’ performance. This is explained 

by the control centres performing much better that the treatment centres at baseline, so the effect of 

the project was to contribute to poorer performing centres reducing the gap with better performing 

centres. 

 

Table 12: Somali mean scores of treatment and control AEP centres and effect size 

Somali AEP  
Treatment Control Effect size 

M F Avg M F Avg 

Letter sound fluency (clspm) 60.6 55.6 58.1 61.0 62.5 61.8 -0.12 

Segmentation (% correct) 57.3 48.7 53.0 59.7 63.0 61.4 -0.32 

Vocabulary (% correct) 86.6 86.7 86.6 88.5 88.1 88.3 -0.13 

Non-word fluency (cnwpm) 31.6 32.7 32.1 27.4 29.8 28.6 0.21 

Oral reading fluency (orf) 34.4 35.1 34.7 35.6 39.5 37.6 -0.12 

Reading comprehension (% correct) 65.8 63.9 64.9 51.3 53.8 52.6 0.36 

Average effect Size  -0.12 

 

3.1.3. Performance of YEP learners in English sub-tasks 

 

Table 12 shows that learners in treatment centres achieved higher scores at the endline assessment 

than those in control centres on each of the English sub-tasks. High performance was observed in the 

oral reading sub-task, where learners using the ET4E app read 50.1 of the words, compared to 24.8 

among control learners. Male learners outperformed female learners in all sub-tasks in both treatment 

and control centres. With an overall effect size of 0.70, the ET4E effect is high.  

 

Table 13: English mean scores of treatment and control YEP centres and effect size 

English YEP  
Treatment Control Effect size 

M F T M F T 

Letter sound fluency (clspm) 47.7 42.1 44.9 26.4 22.0 24.2 0.77 

                                                      
10 For the purposes of this study, the effect size is calculated as Cohen’s d. Cohen provided rules of thumb for interpreting 

these effect sizes, suggesting that an r of 0.1 represents a small effect size, 0.3 represents a medium effect size, and 0.5 

represents a large effect size. 
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Segmentation (% correct) 36.6 34.6 35.6 29.8 23.2 26.5 0.37 

Vocabulary (% correct) 75.4 71.2 73.3 58.1 52.3 55.3 0.63 

Non-word fluency (cnwpm) 28.8 22.9 25.9 21.6 18.3 20.0 0.35 

Oral reading fluency (orf) 55.2 44.9 50.1 27.7 21.9 24.8 1.22 

Reading comprehension (% correct) 56.6 49.3 53.0 35.6 32.7 34.1 0.84 

Average effect Size   0.70 

 

3.1.4. Performance of YEP learners in Somali sub-tasks  

 

High performance by treatment centres was also observed in Somali sub-tasks, as shown in table 13 

below. The highest effect size was observed in reading comprehension and lowest in non-word fluency. 

Male learners performed better than female learners in treatment and control centres in all sub-tasks 

except for non-word fluency in treatment centres where there was a tie. The impact was high, with 

average effect size of 0.54. 

 

Table 14: Somali mean scores of treatment and control YEP centres and effect size 

Somali YEP 
Treatment Control Effect size  

M F T M F T 

Letter sound fluency (clspm) 57.8 47.8 52.8 48.1 33.7 40.9 0.34 

Segmentation (% correct) 54.1 44.6 49.4 44.4 30.8 37.6 0.39 

Vocabulary (% correct) 80.1 88.1 84.1 70.1 67.5 66.8 0.65 

Non-word fluency (cnwpm) 27.2 24.7 26.0 21.8 21.5 21.7 0.28 

Oral reading fluency (orf) 44.2 42.5 43.4 28.6 22.3 25.5 0.77 

Reading comprehension (% correct) 59.3 62.2 60.8 38.6 34.4 36.5 0.80 

Average effect Size  0.54 

 

3.2. ET4E effect from difference-in-differences (DID) 
 

Measuring the impact of a programme is difficult when one only examines the outcomes at one point in 

time. This assessment has therefore used a difference-in-differences model to estimate the impact of 

the ET4E project. In this section of the report, we present the DID estimate from the causal impact of 

control centres compared with the control for each measure. 

 

3.2.1. Causal impact on performance of AEP learners in English sub-tasks 

 

Table 14 below shows English mean difference (MD) for treatment and control AEP centres and causal 

effect. Largest effect was observed in letter sound fluency (24.7 clpm). Vocabulary registered a small 

negative effect (-2.7% correct). The app did not explicitly teach any of the words tested on the EGRA so 

that could be the reason why there is no improvement in vocabulary. The causal effect was 14.5 for 

segmentation, 11.9 for non-word fluency, 8.3 for oral reading fluency and 14.8 for reading 

comprehension. This is a clear indication that ET4E project had a positive causal effect on AEP learners’ 

English scores. 

 

Table 15: Impact of ET4E project on AEP learners’ English outcomes  

English AEP 

Treatment Control DID 

(MD1-

MD2) 
Base 

line 

End 

line 

MD 1 Base 

line 

End 

line 

MD 2 

Letter sound fluency (clspm) 19.0 45.4 26.4 37.1 38.8 1.7 24.7 

Segmentation (% correct) 30.2 48.2 18.0 37.6 41.0 3.5 14.5 

Vocabulary (% correct) 49.6 69.2 19.5 55.9 77.8 22.2 -2.7 

Non-word fluency (cnwpm) 17.1 30.5 13.4 23.9 25.4 1.5 11.9 

Oral reading fluency (orf) 23.6 34.9 11.3 36.4 39.4 3.0 8.3 

Reading comprehension (% correct) 31.5 54.9 23.4 39.8 48.4 8.6 14.8 

 

3.2.2. Causal impact on performance of AEP learners in Somali sub-tasks 

 

Table 15 shows that ET4E project registered positive impact in all Somali sub-tasks in AEP centres. The 

highest impact was observed in reading comprehension (21.3 DID) and lowest in vocabulary (2.7 DID).  
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Table 16: Impact of ET4E project on AEP learners’ Somali outcomes 

Somali AEP 

  DID 

(MD1-

MD2) 
Base 

line 

End 

line 

MD 1 Treatm

ent  

Control  MD 2 

Letter sound fluency (clspm) 27.7 58.1 30.4 42.2 61.8 19.6 10.8 

Segmentation (% correct) 31.0 53.0 22.0 49.0 61.4 12.4 9.6 

Vocabulary (% correct) 80.9 86.6 5.8 85.2 88.3 3.1 2.7 

Non-word fluency (cnwpm) 11.5 32.1 20.6 21.7 28.6 7.0 13.6 

Oral reading fluency (orf) 16.8 34.7 17.9 37.9 37.6 -0.3 18.2 

Reading comprehension (% correct) 31.5 64.9 33.4 40.5 52.6 12.1 21.3 

 

3.2.3. Causal impact on performance of YEP learners in English sub-tasks 

 

Table 16 below shows that positive impact was registered in all English sub-tasks in YEP centres. The 

highest impact was observed in letter sound fluency (30.3 DID) and lowest impact in non-word fluency 

(16.4 DID). For English sub-tasks, the impact was larger in YEP centres than in AEP centres. 

 

Table 17 Impact of ET4E project on YEP learners English outcomes 

English YEP 

Treatment Control DID 

(MD1-

MD2) 
Base 

line 

End 

line 

MD 1 Base 

line 

End 

line 

MD 2 

Letter sound fluency (clspm) 14.6 44.9 30.3 24.2 24.2 0.0 30.3 

Segmentation (% correct) 14.1 35.6 21.6 31.8 26.5 -5.3 26.9 

Vocabulary (% correct) 47.1 73.3 26.3 55.2 55.3 0.2 26.1 

Non-word fluency (cnwpm) 15.5 25.9 10.4 25.9 20.0 -6.0 16.4 

Oral reading fluency (orf) 28.8 50.1 21.3 39.6 24.8 -14.8 36.1 

Reading comprehension (% correct) 30.6 53.0 22.4 39.0 34.1 -4.8 27.2 

 

3.2.4. Causal impact on performance of YEP learners in Somali sub-tasks 

 

Table 17 below presents the impact of ET4E project on Somali outcomes. Just like English performance 

in YEP centres, all sub-tasks registered positive impact. The highest impact was observed in reading 

comprehension (34.2 DID). Letter sound fluency and segmentation was second, with impact of 28.0 

DID, and oral reading fluency was fourth, with impact of 24.4 DID. Vocabulary was second last with DID 

of 16.0, and the lowest impact was observed in non-word fluency, with DID of 13.8. For Somali sub-

tasks, YEP learners performed better than AEP learners. 

 

Table 18: Impact of ET4E project on YEP learners’ Somali outcomes 

Somali YEP  

Treatment Control DID 

(MD1-

MD2) 
Base 

line 

End 

line 

MD 1 Base 

line 

End 

line 

MD 2 

Letter sound fluency (clspm) 27.9 52.8 25.0 43.9 40.9 -3.0 28.0 

Segmentation (% correct) 26.6 49.4 22.8 42.8 37.6 -5.2 28.0 

Vocabulary (% correct) 81.5 84.1 2.6 82.2 68.8 -13.4 16.0 

Non-word fluency (cnwpm) 14.3 26.0 11.7 23.8 21.7 -2.1 13.8 

Oral reading fluency (orf) 24.0 43.4 19.4 30.5 25.5 -5.0 24.4 

Reading comprehension (% correct) 32.9 60.8 27.9 42.8 36.5 -6.3 34.2 

 

3.3.  Comparing decrease in zero scores between baseline and midterm 
 

The baseline report noted the large percentages of learners with zero scores on all sub-tasks in both 

English and Somali, and in both AEP and YEP centres. In this section, we present the declines in zero 

scores for the treatment group in comparison to the control group.  

 

3.3.1. Decrease in zero scores in AEP centres, English sub-tasks 

 



 

18 | P a g e  
 

Table 18 below shows that for five of the six English sub-tasks, treatment learners declined in zero 

scores more than control learners, with control centres performing slightly better than treatment 

centres in percentage correct vocabulary scores. 

 

Table 19: Decrease in % of zero scores in AEP centres, English sub-task  

AEP zero score in English   
Treatment Control 

Baseline Endline MD Baseline Endline MD 

Letter sound fluency (clspm) 59.6 12.5 -47.2 43.0 30.3 -12.7 

Segmentation (% correct) 54.0 12.8 -41.3 48.1 26.1 -22.0 

Vocabulary (% correct) 7.3 4.5 -2.8 5.9 2.5 -3.4 

Non-word fluency (cnwpm) 50.1 9.3 -40.8 23.0 7.1 -15.9 

Oral reading fluency (orf) 57.1 20.9 -36.3 29.6 12.8 -16.8 

Reading comprehension (% correct) 48.2 21.0 -27.3 34.1 17.1 -17.0 

 

3.3.2. Decrease in zero scores in AEP centres, Somali sub-tasks 

 

Table 19 shows a comparison of the zero scores for AEP learners in Somali sub-tasks. As with English 

sub-tasks, the decrease in percentage of zero scores was high in treatment centres in five of six sub-

tasks. 

 

Table 20: Decrease in % of zero scores in AEP centres, Somali sub-task  

AEP zero score in Somali  
Treatment Control 

Baseline Endline MD Baseline Endline MD 

Letter sound fluency (clspm) 39.7 5.5 -34.2 16.3 3.3 -13.0 

Segmentation (% correct) 47.5 6.8 -40.7 28.1 1.9 -26.2 

Vocabulary (% correct) 1.9 2.9 1.0 2.2 1.0 -1.2 

Non-word fluency (cnwpm) 55.0 7.4 -47.6 26.7 6.6 -20.1 

Oral reading fluency (orf) 57.9 9.7 -48.2 31.9 10.0 -21.9 

Reading comprehension (% correct) 45.6 11.9 -33.7 32.6 19.9 -12.7 

 

3.3.3. Decrease in zero scores in YEP centres, English sub-tasks 

 

Table 20 below shows a comparison of English zero scores for YEP treatment and the control centres. 

The decrease in the percentage of zero scores is high in treatment centres in all sub-tasks.  

 

Table 21: Decrease in % of zero scores in YEP centres, English sub-task 

YEP zero score in English  
Treatment Control 

Baseline Endline MD Baseline Endline MD 

Letter sound fluency (clspm) 62.1 32.7 -29.4 54.7 29.6 -25.0 

Segmentation (% correct) 71.2 20.4 -50.8 52.4 31.9 -20.5 

Vocabulary (% correct) 28.1 6.7 -21.4 12.5 9.6 -2.8 

Non-word fluency (cnwpm) 53.6 26.6 -27.0 35.8 24.9 -10.9 

Oral reading fluency (orf) 57.5 11.5 -46.0 43.4 21.0 -22.4 

Reading comprehension (% correct) 48.4 19.5 -28.9 41.2 21.0 -20.2 

 

3.3.4. Decrease in zero scores in YEP centres, Somali sub-tasks 

 

Just like for English sub-tasks, the decrease in percentage of zero scores was high in treatment centres 

in all sub-tasks, as revealed by table 21 below. For percentage correct vocabulary scores, there was 5% 

increase of learners with zero scores in control centres. 

 

Table 22 Decrease in % of zero scores in YEP centres, Somali sub-task 

YEP zero score in Somali  
Treatment Control 

Baseline Endline MD Baseline Endline MD 

Letter sound fluency (clspm) 50.3 30.1 -20.2 29.7 28.1 -1.6 

Segmentation (% correct) 54.9 24.8 -30.1 35.8 26.4 -9.5 

Vocabulary (% correct) 4.6 3.6 -1.0 5.4 10.6 5.2 

Non-word fluency (cnwpm) 53.6 25.7 -27.9 31.6 22.7 -8.9 

Oral reading fluency (orf) 54.2 15.0 -39.2 35.7 28.5 -7.2 
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Reading comprehension (% correct) 45.8 16.8 -29.0 31.8 30.1 -1.7 

 

3.4. ET4E impact on zero score from Difference-in-Differences (DID) 
 

In order to compare the impact of ET4E on percentage of zero scores, we created table 21 below, which 

shows the causal impact. In AEP centres, impact was registered in all sub-tasks for both English and 

Somali, except for the vocabulary sub-task, where the percentage of zero scores increased by 0.6 in 

English and by 2.2 in Somali. YEP centres registered impact in all sub-tasks for both English and Somali. 

For English sub-tasks, the impact was high in letter sound fluency, non-word fluency and reading 

comprehension in AEP centres; YEP centres experienced high impact in the remaining three English 

sub-tasks. For Somali sub-tasks, impact was high in letter sound fluency and non-word fluency in YEP 

centres, while YEP centres registered high impact in the remaining three sub-tasks.  

 

Table 23: Causal Impact on zero scores 

 Causal impact (difference-in-differences)   
AEP YEP 

English Somali English Somali 

Letter sound fluency (clspm) -34.5 -21.2 -4.4 -18.6 

Segmentation (% correct) -19.3 -14.5 -30.3 -20.6 

Vocabulary (% correct) 0.6 2.2 -18.6 -6.2 

Non-word fluency (cnwpm) -24.9 -27.5 -16.1 -19 

Oral reading fluency (orf) -19.5 -26.3 -23.6 -32 

Reading comprehension (% correct) -10.3 -21 -8.7 -27.3 

 

3.5. Performance of the learners on oral reading fluency and comprehension 
 

This section compares baseline and endline oral reading fluency and comprehension performance of 

learners in AEP and YEP treatment and control centres. Fluency is important for comprehension and the 

ultimate goal of any reading is comprehension. 

 

3.5.1. Oral reading fluency of treatment and control AEP centres 

 

The results presented in Figure 1 show an increase in oral reading fluency English and Somali 

vocabulary scores at endline compared with baseline scores. The AEP control centres also evidenced a 

similar improvement, although the mean differences between endline and baseline recorded by the 

control group were lower than those of the treatment group.  

 

Figure 1: Summary of English and Somali oral reading fluency scores comparing treatment and control 

AEP centres
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3.5.2. Oral reading fluency of treatment and control YEP centres  

 

Figure 2 below indicates the progress of oral reading in YEP centres. In treatment centres, the average 

English oral reading fluency increased from 29.8 to 50.2 while that of Somali increased from 23.2 to 

43.4. In control centres, the average reading scores reduced by improved by 15.4 in English and 4.9 in 

Somali. 

 

Figure 2: Summary of English and Somali oral reading fluency scores, comparing treatment and control 

centres 

 
 

3.5.3. Comprehension percentage score of treatment and control AEP centres  

 

As shown in figure 3, in both treatment and control YEP centres, reading comprehension scores 

increased between the baseline and endline assessments. English and Somali scores increased by 

13.9 and 36.1 in treatment centres respectively. In control centres, English increased by 15.8 and 

Somali by 17.9. 

 

Figure 3: Comparison of AEP treatment and control centres comprehension scores at baseline and 

endline 
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3.5.4. Comprehension percentage score of treatment and control YEP centres  

 

Figure 4 below shows that significant gains were made in YEP treatment centres in comparison to 

control centres. In treatment centres, English reading comprehension scores increased from 30.2 at 

baseline to 53.1 at endline, while those of Somali increased from 32.4 to 60.7 during the same period. 

Control centres dropped by 5.8 in English and 6.8 in Somali. 

 

Figure 4: Comparison of YEP treatment and control centres comprehension scores at baseline and 

endline 

 

3.6. Impact of other factors on English and Somali oral reading frequency  
 

The main focus of this report has been on whether ET4E was successful and which treatment centres 

had positive impact. In this section, we investigate what other factors make it more or less likely for 

learners to improve oral reading frequency. Just like the baseline, the endline considered the influence 

of the following factors: the attendance of learners since the beginning of 2018; speaking English at 

school; speaking Somali at school; speaking English at home; being from a rich household; attending 

another school before camp; having English reading textbook(s) at home; having Somali reading 

textbook(s) at home; having other reading textbooks at home; mother being able to read and write; and 

father being able read and write. A child was judged to be from a rich household if they were coming 

from a household that had three or more of the eight items considered to represent the family’s social-

economic status. All the factors considered were statistically significant (p<.05). 

 

3.6.1. Factors influencing English oral reading fluency 

 

Figure 5 below presents the selected factors associated with English reading fluency. Those learners 

who attended schools since the beginning of the year read 5.6 words more than those who enrolled 

later. Those who speak English at school read 7.9 words more than those who do; and those with text 

books at home are associated with 7.8 more words. Notably, there was very little difference between: 

those learners who speak English at home and those who do not (0.2); those who have English text 

books at home and those who do not (1.3); those whose father can read and those whose father cannot 

(0.6); those from reach households and those from poor family (3.6); those who attended school before 

this camp and those who did not (1.1); and those who have Somali text books at home and those who 

do not (1.2). Negative effects were observed between learners who speak Somali at school and those 

who don’t (-4.8). 
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Figure 5: Significant predictors of English oral reading fluency

 
 

3.6.2.  Factors influencing Somali oral reading fluency 

 

From Figure 6 below, all the selected factors have positive relationships with Somali oral reading 

fluency. School attendance since the beginning of the year has a positive relationship of 4.5 words; 

speaking English at school 5.9 words; speaking Somali at school 2.7 words; speaking English at home 

2.2 words; being from a rich family 1.3 words; attending school before this camp 2.1 words; having 

English reading text book at home 3.4 words; having Somali reading text book at home 2.0 words; 

having other reading materials at home 6.5 words; mother being able to read and write 8.0 words; and 

father being able to read and write 1.7 words. 

 

Figure 6: Significant predictors of Somali oral reading fluency  
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Challenges in implementation. The project faced several challenges. First, no female teachers were 

trained at the beginning of the project. To some extent, this hindered provision of support to female 

learners. Key staff who were trained in November 2017 exited in January 2018; this delayed start-up 

and a lot of follow-up had to be made to ensure that the tablets were used as planned. Iftin AEP centre 

did not use the app as initially planned due to lack of a secure storage room. Dadaab YEP centre also 

never used the tablets as initially planned due to misunderstanding on usage modalities. These centres 

were thus considered as control centres. With these challenges, the project was not effectively 

implemented as initially planned. 

 

Teachers’ perception of the application. In one centre, teachers did not see the application’s value 

addition to learning outcomes, hence did not use it at all. The application was not seen as 

complementary material that could improve reading performance. Constant follow-up and sensitisation 

are needed to change this mind-set of some teachers, combined with more training, to include the 

fundamentals of literacy acquisition as well as effective use of the app and incorporating the app in 

lesson plans. Part of this should be encouraging the teachers to see the app as a tool to help them 

deliver the school curriculum. If this is achieved, they will be more committed to it, and it will also 

encourage them to put a plan in place on when to use the tablets. 

 

Reading practice matters. Alongside the app, reading materials could be provided through a public or 

centre-based library, to enable learners to read at home. The materials could be provided at the centres 

for learners to access at break times, lunch times, or weekends if there is someone to monitor. 

Research at World Vision reading centres some years back showed that children who attended the 

reading camps (community reading centres either in schools or other places availed by the community) 

increased their reading fluency for both English and mother tongue. The materials provided were only in 

mother tongue, but the learners had continued interaction with the materials. 

 

 

5. Recommendations  
 

If it is intended to scale-up the use of the app and develop more stories, it is strongly recommended 

that a dedicated project manager with skills and experience in child-centred pedagogy, e-learning, and 

literacy acquisition is recruited to oversee project implementation. More specific recommendations 

include: 

 

 

1. Use the results to inform scale-up. ET4E results showed some improvements in learners’ English and 

Somali reading abilities. This is a clear indication that if well implemented, the impact would be 

remarkable. NRC and partners should, therefore, consider scaling up ET4E activities to improve the 

quality and pace of reading development for Levels 1 and 2 AEP and YEP learners. 

 

2. Explore females’ performance and design mitigation measures. The results indicated that, overall, 

the performance of female learners has improved, in some instances at the same level as male 

learners. Teachers should be trained in gender-friendly pedagogies and other approaches for 

motivating girls so that they improve further. Girls should receive equal attention to boys – in terms 

of both time and quality of interaction – and teachers should not replicate any attitudes in the 

community that perpetuate gender stereotypes. They should challenge girls as much as boys. 

Further research should be undertaken on the reasons why the app does not appear to benefit girls’ 

performance as much as boys, especially on whether the differences are due to the design and 

content of the app, or the way it is used in class. The content and approach of the app can then be 

adjusted, and/or pedagogic training designed, to mitigate these factors. 

 

3. Undertake further study on AEP and YEP performance. Further study is required to explain the 

differences in reading performance in AEP and YEP centres for both English and Somali. The results 

show that YEP learners are doing better in all English and Somali sub-tasks. In addition, the 

differences in vocabulary recognition between English and Somali should be further explored, and, 

depending on the results of the research, improved alignment between the curriculum, the 

vocabulary used in the app, and the vocabulary used for testing should be sought. 
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4. Provide more access to reading materials, preferably at home. It is evident that leaners with English, 

Somali or any other learning materials at home slightly performed better than those who have none. 

Parents should be encouraged to support their children to have reading materials at home, and the 

provision of additional reading material, to be made easily accessible to learners, should be included 

in future projects. This could be through community or centre-based libraries. More research needs 

to be done on the relation between availability and use of reading material at home, and reading 

development. Materials that deliberately address reading instruction – where all the components of 

literacy are addressed – go a long way in reading development. Reading instruction materials should 

consider the kinds of teachers found in Dadaab – many teachers closely follow what they have been 

instructed to do in the materials. 

 

5. Monitor individual students. Students should be assigned specific tablets and be required to create 

usernames and passwords. Teachers should have a roster with student usernames and passwords 

in case the student forgets. A schedule/sign-up should be created for tablet use for classes at each 

centre and the server within the Kio Kits be used to upload individual data offline. Individual student 

data should then be used to track the number of times students log in and use the app, length of 

time they spend per activity, number of stories they read in a time period, and number of times they 

read each story. Specific learning competencies should be identified and monitored in each reading 

activity/game; for example, fluency ad reading comprehension for the reading passage, and 

identification of letter sounds and segmenting one-syllable words in the spelling section. 

 

6. Provide more focussed, continuous teacher training. Train teachers on the five components of 

reading (phonemic awareness, phonemic decoding, vocabulary, fluency and comprehension) and 

simple teaching strategies to practise corresponding skills found in the app. Although challenging for 

many teachers, the Kenyan curriculum calls for a phonics-based approach, and teachers should 

understand at least the basics. EGRA scores will improve if teachers provided additional instruction 

on phonics, segmenting, etc. Teachers would also benefit from being trained on how to develop and 

administer tests that assess literacy acquisition according to these components, to be used for 

grade placement, continuous assessment, and measuring teaching effectiveness. This should be 

included in wider training on competency-based, summative and formative assessment and 

pedagogy; the Teachers in Crisis Contexts material might provide an appropriate starting point11. 

More continuous training should be combined with more frequent and focussed observation of 

teachers in class, with supportive, constructive feedback given to them to help them improve the use 

of the app. Microteaching, where a teacher prepares for a lesson and teaches it to a bigger group of 

other teachers during the training, is a useful modality. When teachers do microteach, and take part 

in giving each other feedback, they internalise the methodology/teaching methods as they see the 

same activities repeated over and over again.  

 

In addition, ensure teachers are engaged during the materials development stage, so that they have 

the opportunity to contribute to the stories, are aware of the project, and buy-in. Finally, use an 

activity log to track how frequently teachers use the app during lessons. 

 

7. Update teacher observation tools and procedures. Add a section to the observation tool to use when 

evaluating use of the app, using the do’s and don’ts contained in the app training. Add a space for 

comments next to each competency to highlight specific examples of positive aspects of instruction 

and areas where the teacher needs support. Add a section to the post-observation meeting template 

where the teacher can reflect on their own strengths and areas of improvement. Use head teachers 

at centres to conduct classroom observations, providing them training on this so they are able to 

give supportive feedback to teachers. Training for head teachers could include the purpose of 

classroom observations, procedures, tool overview, practice using the tool, and practice providing 

feedback to teachers, as well as programme monitoring. This should be part of wider training of 

trainers to develop head teachers’ skills at teacher training, where they actually become the ones to 

train the teachers. That way, they internalise the methodology, practise it, and know exactly what 

they to expect when they visit the classes and give appropriate feedback when they visit the teachers 

in their classes. Also, collect videos of teachers in the classroom, and review with teachers and head 

                                                      
11 Training Pack for Teachers in Crisis Contexts. Available from http://www.ineesite.org/en/ticc-training-pack. 

http://www.ineesite.org/en/ticc-training-pack
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teachers to discuss strengths and suggestions for improvement. Use the videos use to moderate 

assessment and create a consensus on what quality teaching looks like. 

 

8. Bring assessment of AEP into line with literacy foundations. Through the Dadaab Education Working 

Group, compare NRC’s end-of-term AEP exams with internal assessments created by primary 

teachers in Lutheran World Foundation’s schools and Save the Children’s AEP centres for Levels 1 

and 2 (or their equivalent in formal primary). Tests created by teachers (entrance, monthly, end-of-

term etc.) should be reviewed for quality by NRC project staff; the possibility of establishing an inter-

agency committee to do this for all assessments should be explored. 

 

9. Widen the range of skills addressed in the app. The app does not currently cover all the literacy 

skills. Including them in the app would mean that learners could practise them and this might 

improve performance further. Additional stories could be created that are specifically aligned to 

other content areas, such as numbers, for science, maths, social studies, etc. An assessment among 

refugees could be undertaken to determine specific life skills to prioritise for readings or topics that 

they are interested in reading about. As with the development of the 20 new stories, the target 

community should be fully engaged on the kinds of stories/genres that they enjoy reading, and the 

specific themes that they want addressed. 

 

10. Build continuous assessment into the app. This would allow for continuous testing of learners. 

Consider developing a student database to track individual students’ progress throughout the 

programme. The database could include students’ demographic information, their baseline EGRA 

score, attendance, end-of-term exam scores, and their endline EGRA score. Use the analysed data to 

improve current programming and plan for future programming. 

 

11. Align use of the app with the literacy training provided in the youth programme/AEP. Scaffold use 

of English written tests throughout the year. Consider using competency-based group activity 

assessments (as used by NRC Syria) so that students are able to demonstrate their learning. At the 

beginning of the year, pair this with one or two simple written questions in English. Throughout the 

year, gradually increase the difficulty of the written questions in English so that students are being 

prepared for the English written portion of the National Industrial Training Authority exams. Build use 

of Somali app into AEP/YEP schedule to ensure dedicated time for use. 

 

12. Refine the EGRA methodology. Continue the use of EGRA to monitor learning outcomes, but in 

future: 

 

• Tool: 

 review the Somali EGRA to edit mistakes and translate the instructions into Somali; 

 use the student version of the readings. 

• Enumerator hiring: 

 create a roster of proven, reliable enumerators who can be called back; 

 make the payment and roles and responsibilities of the incentive position clear on hiring, and 

reinforce that enumerators will not be paid should they fail to meet expectations. 

• Enumerator training: 

 ensure a Somali specialist facilitates Somali EGRA training; 

 add additional time/activities to practise using the tool – role-play, partnering, demonstrations, 

scenarios, etc. 

• Implementation: 

 develop tools for each indicator and clear procedures for data collection to be done by team; 

 create standardised testing procedures (time, place, method for tracking students, etc.) 

 ensure additional oversight of enumerators during testing days. Complete assessment in one 

centre at a time if needed in order to ensure that NRC staff are present to supervise the 

process, manage enumerators, ensure enumerators are facilitating and scoring correctly, etc.  

• Data collection: 

 give and securely record students’ unique numbers and rosters so that individual students are 

identifiable. 
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6. Conclusion 
 

The ET4E project is having a positive influence on reading outcomes. The reading performance of Level 

1 and 2 learners in AEP and YEP treatment centres greatly improved during the one-year period 

between the baseline and endline assessments.  

 

There were large improvements in both English and Somali fluency, at both basic and higher levels. 

These included:  

• Basic level English in YEP centres: English letter sound fluency scores tripled (from 14.6 to 48.9) 

against zero improvement in the control group (a performance improvement of a factor of 3.3). 

• Higher level Somali in YEP centres: Reading fluency in Somali improved four times faster in 

project groups (by 20.2 points) than with control groups (4.9 points). 
 

While impressive gains have been made, continuing with the ET4E project will be critical to sustaining or 

improving on those gains. The pilot provides a sound basis for continued development of the app, and 

demonstrates the proof of concept. 
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Appendices 
 

Early Grade Reading Assessment: Protocols 

ENGLISH 
General Instructions 
 

It is important to establish a playful and relaxed rapport with the children to be assessed, via some 

simple initial conversation among topics of interest to the child (see example below). The child should 

perceive the following assessment almost as a game to be enjoyed rather than a severe situation. It is 

important to read ONLY the sections in boxes aloud slowly and clearly.  

 
Good morning. My name is ____ and I live in _____. I’d like to tell you a little bit about myself. [Number and ages 

of children; pets; sports; etc.]  

1. Could you tell me a little about yourself and your family? [Wait for response; if student is reluctant, ask question 

2, but if they seem comfortable continue to verbal consent]. 

2. What do you like to do when you are not in school?    
 

Verbal Consent 
 

 Let me tell you why I am here today. I work with the Norwegian Refugee Council and we are trying to 

understand how people learn to read. You were picked by chance. 

 We would like your help in this. But you do not have to take part if you do not want to. 

 We are going to play a reading game. I am going to ask you to read letters, words and a short story out loud.  

 Using this phone, I will see how long it takes you to read.  

 This is NOT a test and it will not affect your grade at school.  

 I will also ask you other questions about your family, like what language your family uses at home and some 

of the things your family has.  

 I will NOT write down your name so no one will know these are your answers.  

 Once again, you do not have to participate if you do not wish to. Once we begin, if you would rather not answer 

a question, that’s all right. 

 Do you have any questions? Are you ready to get started? 

                           Check box if verbal consent is obtained:    YES  

   (If verbal consent is not obtained, thank the child and move on to the next child, using this same form) 

 
A. Date of Assessment : Day : _______ 

Month :_____ 

 F. Learner Unique Code:  

B. Enumerator’s Code :    G. Student‘s Age :   

C. Camp Name: 

(Where the centre is 

located) 

1=Hagadera 

2=IFO I 

3=Dagahaley 

4=Dadaab (Host 

Community) 

 

H. Student’s Gender : 

0=Boy  

1=Girl 

D. AEP/YEP Centre Name : 1=Umoja AEP 

2=Hagadera YEP 

3=Iftin AEP 

4=Dadaab YEP 

5=Friends AEP 

6=IFO I AEP 

7=Mwangaza AEP 

8=IFO YEP 

9=Dagahaley AEP 

10=Dagahaley YEP 

 

I. Time Started :  

 

 

 

 

 

 

_____ :______ AM/PM 

E. Multigrade Class :             
0=No 

1=Yes 
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Section 1. Letter Sound Knowledge 

 

Show the child the sheet of letters in the student stimuli booklet. Say:  

 

Here is a page full of letters of the English alphabet. Please tell me the SOUNDS of as many letters as you can--

not the NAMES of the letters, but the SOUNDS.  

For example, the sound of this letter [point to D] is “DDD” as in “DAD”.  

Let’s practise: Tell me the sound of this letter [point to a]:  

If the child responds correctly say: Good, the sound of this letter is “AAA.” 

If the child does not respond correctly, say: The sound of this letter is “AAA.”  

Now try another one: Tell me the sound of this letter [point to H]:  

If the child responds correctly say: Good, the sound of this letter is “HHH” 

If the child does not respond correctly, say: The sound of this letter is “HHH.”  

Do you understand what you are to do?  

When I say “Begin,” please sound out the letters as quickly and carefully as you can. Tell me the sound of the 

letters, starting here and continuing this way. [Point to the first letter on the row after the example and draw your 

finger across the first line]. I will keep quiet and listen to you. Ready? Begin. 

 

Start the timer when the child reads the first letter. Follow along with your pencil and clearly mark any 

incorrect letters with a slash ( / ). Count self-corrections as correct. If you’ve already marked the self-corrected 

letter as incorrect, circle the letter and go on. Stay quiet, except when providing answers as follows: if the child 

hesitates for 3 seconds, point to the next letter and say “Please go on.” Mark the letter sound not read by the 

child as incorrect. If the student gives you the letter name, rather than the sound, say: [“Please tell me the SOUND 

of the letter”]. This prompt may be given only once during the exercise. 

 

AFTER 60 SECONDS SAY, “stop.” Mark the final letter read with a bracket ( ] ).  

Early Stop Rule: If you have marked as incorrect all of the answers on the first line with no self-corrections, say 

“Thank you!” discontinue this exercise, check the box at the bottom, and go on to the next exercise. 

Example: D  a  H 
 
 

 1 2 3 4 5 6 7 8 9 10   

 e b  m n o F s T g L  (10) 

 p O h I k t I H l U  (20) 

 l e t E g l x O R M  (30) 

 a h v p s f Z I s r  (40) 

 N t h e v S r E j z  (50) 

 t i d a n O H a G e  (60) 

 s A u B E u d  o r w  (70) 

 a s w o m N c b w r  (80) 

 E I a D s y a o e K  (90) 

 Q N y k i C R T A z  (100) 
 

 

Number of letters sounded correctly  

 

 

Time remaining on stopwatch at completion (number of SECONDS) :  

Check this box if the exercise was discontinued because the child had no correct answers 

in the first line. 
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Section 2. Segmenting 

 

This is NOT a timed section and IT DOES NOT REQUIRE A STIMULI. Read each word aloud twice and have the child 

say the sounds. Remember, when you do the practice, say the “clipped” sounds /p/. DO NOT say “puh”. DO NOT 

say “pee”.  

 

Say to the learner:  

 

This is a listening sub-task. You know that each letter has a sound. For example, “pot”, can be sounded as /p/ /o/ /t/. I 

will say English words twice. Listen to the word then tell me all the sounds in the word.  

 

Let’s practice. What are the sounds in “fan” - “fan”?  

If the child responds correctly, say: Very good! The sounds in “fan” are /f/ /a/ /n/.  

 

[If the child does not respond correctly, say]: The sounds in “fan” are: /f/ /a/ /n/. Now it’s your turn. Tell me the sounds in 

“fan”. [Wait 5 seconds for the child to respond.] 

 

Let’s try another one. What are the sounds in “miss” - “miss”?  

 

[If the child responds correctly, say]: Very good! The sounds in “miss” are /m/ /i/ /s/.  

[If the child does not respond correctly, say]: The sounds in “miss” are: /m/ /i/ /s/. Now it’s your turn. Tell me the sounds 

in “miss”. [Wait 5 seconds for the child to respond.]  

 

Okay. Let’s start. I will say a word twice. Listen to the word then tell me the sounds in that word. Do you understand what 

you are to do?  

 

 Pronounce each word slowly. Do not break the word into individual sounds.  

 Only say each word twice.  

 If the child gives you the letter name, rather than the sound, provide the letter sound and say: “Please tell me 

the SOUND of the letter” This prompt may be given only once during the sub-task. 

 Put a slash ( / ) through each incorrect sound.  

 If the child has not responded after five seconds, mark all the sounds as incorrect and proceed to the next word.  

 Mark the final word attempted with a bracket ( ] ). 

 

Early stop rule: If a child gives no correct answers among the first five words, say, “Thank you!” discontinue this sub-

task, check the box at the bottom of the page, and continue to the next section.  

 

if  /i/ /f/   

too  /t/ /oo/   

up  /u/ /p/   

me  /m/ /ee/   

say  /s/ /ae/  (5 words) 

dog  /d/ /o/ /g/  

map  /m/ /a/ /p/  

bet  /b/ /e/ /t/  

fish  /f/ /i/ /sh/  

lick  /l/ /i/ /ck/  

 

Number of words segmented correctly  

Check this box if the sub-task was discontinued because the child had no correct answers in the 

first five words. 
 

What are the sounds in “__________”? “_________”? [Say each word twice.] 
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Section 3: English Vocabulary 

 

You will ask the child to show parts of his/her body, objects in the environment, and check their understanding 

of spatial terms in English. Mark the answers in the following manner: 

 
 Put a slash ( /) through each INCORRECT word or phrase. 

 
 Self-correcting: If the child initially gives a wrong answer but then corrects before the next item, count this 

item as correct. If you already marked the self-corrected letter as incorrect, circle it ( ø ) and continue. 

 
 Materials: a sheet of paper, pencil, rubber 

 
 

 

A. Body Parts: 

 
Say, 

I'll say words in English that represent parts of the body. Show me what part of your body the word means. 

Let’s practice. « nose » [Point to your nose so that you model for the student] « head » Wait for the child to 

gesture to his/her head. Thereafter say, Good you understand the directions! Let’s start.  
 
 
 

foot  arm  chin  knee mouth back elbow shoulder 

 

Number of body parts correctly Identified  

  

B. Words from the Environment: 

 
Say, 

 

Now I will say other words and you will show me examples of those words. 
 

Pencil  shoes  desk  rubber  paper  ground (floor) 

 

Number of vocabulary words correctly identified.  

C. Spatial Words 

 
Place a pencil and sheet of paper side by side in front of the child. Say, 

 

Take this pencil. [Hand the pencil to the child.] This is paper. [Point to the piece of paper]  

You will place the pencil where I tell you to put it. Put the pencil… 
 

On the paper 

 

Next to the paper 

 

Behind you 

 

Under the paper 

 

In front of you 

 

To the right of the paper 
  

Number of spatial words correctly Identified  
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Section 4. Invented word decoding 

 

Show the child the sheet of invented words in the student stimuli booklet. Say, 

 

 

Here are some made-up words. I would like you to read as many as you can. Do not spell the words, but read them. For 

example, this made-up word is: “gat”. 

 

Let’s practise: Please read this word [point to the next word: lim].  

[If the student says “lim”, say]: “Very good: “lim” 

[If the student does not say “lim” correctly say]: This made-up word is “lim.” 

 

Now try another one: Please read this word [point to the next word: rep].  

[If the student says “rep”, say]: “Very good: “rep” 

[If the student does not say “rep” correctly say]: This made-up word is “rep.” 

 

When I say “begin,” read the words as quickly and carefully as you can. Read the words across the page, starting at the 

first row below the line. I will keep quiet and listen to you, unless you need help. Do you understand what you are to do? 

Ready? Begin. 

 
 

Start the timer when the child reads the first word. Follow along with your pencil and clearly mark any 

incorrect words with a slash (/). Count self-corrections as correct. If you’ve already marked the self-corrected word 

as incorrect, circle the word and go on. Stay quiet, except when providing answers as follows: if the child hesitates 

for 3 seconds point to the next word and say “Please go on.” Mark the word you provide to the child as incorrect.  

 

AFTER 60 SECONDS, SAY “Stop.” Mark the final word read with a bracket ( ] ).  

Early Stop Rule: If you have slashed/marked as incorrect all of the answers on the first line, say “Thank you!” 

discontinue this exercise, check the box at the bottom, and go on to the next exercise. 

Example: gat    lim   rep 
 
 

 1 2 3 4 5   

 mal Het cur fov wim   (5) 

 sab Fik fem jif pef  (10) 

 reb dap roz daf mep  (15) 

 zeg Bis lop pab kar  (20) 

 dix pos vob lep wog  (25) 

 mip pog bem mof lal  (30) 

 jol Jeb pim zin pug  (35) 

 raz yot vap Kom zil  (40) 

 yut gux wis Laj ruk  (45) 

 mak gat zay tep heg  (50) 
 

 

 

Number of invented words read correctly per minute:  

Time remaining on stopwatch at completion (number of SECONDS) :   

Check this box if the exercise was discontinued because the child had no correct answers in the first 

line. 
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Number of correct words read per minutes   

Time remaining on stopwatch at completion (number of SECONDS) :   

Check this box if the exercise was discontinued because the child had no correct answers in the first line   

Record the End time for the English test: ______:________ 

Section 5a. Oral passage reading  

 

Show the child the story in the student stimuli booklet. Say, 

 

Here is a short story. I want you to read it aloud, quickly but carefully. When you 

have finished, I will ask you some questions about what you have read. Do you 

understand what you are to do? When I say “begin,” read the story as best as you 

can. I will keep quiet & listen to you. Ready? Begin. 

 

Start the timer when the child reads the first word. Follow along with your 

pencil and clearly mark any incorrect words with a slash (/). Count self-corrections 

as correct. Stay quiet, unless the child hesitates for 3 seconds, in which case, point 

to the next word and say “Please go on.” Mark the word not read by the child as 

incorrect.  

At 60 seconds, say “Stop.” Mark the final word read with a bracket ( ] ). 

Early stop rule: If the child reads no words correctly on the first line, say “Thank you!”, 

discontinue this exercise, check the box at the bottom of the  

Section 5b. Reading comprehension 

 

When 60 seconds are up or if the child finishes reading the passage in less than 60 

seconds, REMOVE the passage from in front of the child, and ask the first question 

below.  

 

Give the child at most 15 seconds to answer the question, mark the child’s response, 

and move to the next question.  

Read the questions for each line up to the bracket showing where the child stopped 

reading. 

page, and go on to the next exercise.  
Now I am going to ask you a few questions about the story you just read. Try to answer 

the questions as well as you can. 

Story 3: Sara’s Cat  QUESTIONS CORRECT 

 RESPONSE 

INCORRECT 

RESPONSE 

NO  

RESPONSE 

Sara had a big cat.  5 Who had a cat? [Sara] 

 

   

The big cat was black. Sara and the cat liked to play.  17 What did Sara and the cat like to do? [Play] 

 

   

One day Sara came home from school. She looked for the big 

cat but it was not at home. Sara was sad.  

39 Why was Sara sad? [The cat was not at 

home] 

 

   

After a while the cat came back. Sara gave the cat some milk.  52 What did Sara give the cat? [Milk] 

 

   

The big cat was happy and slept on her lap. Sara was happy 

too. 

66 Why do you think Sara was happy[she found 

the cat, Any reasonable answer]  

   



 

 

Transition to Somali EGRA Assessment 

 

Instructions: Pause and ask the child if they would like to take a break to relieve themselves if they do allow them 

to go for 1 to 2 minutes. If not proceed to the next section for the Somali assessment. 

 

Qaybta 1aad. Aqoonta Codka Xarafka  

 

Tus ilmaha xaashida xuruufta ee buug sawireedka ardayga. Ka dibna waxa tidhaa:  

 

Waxa halkan ku yaalla bog ay ka buuxaan xuruufta Igriisidu. Fadlan ii sheeg codadka XURUUFTA ugu badan ee 

aad heli karto, laakiin ha noqdaan CODAD – ma aha MAGACYADA xuruufta, laakiin waa CODADKA.  

Tusaale ahaan, codka xarafkani [Tilmaan xarafka D] waa “DDD” sida “DAD”.  

Aynnu ku layli qaadanno: Ii sheeg codka xarafkan [tilmaan xaraka a]:  

Haddii uu ilmuhu jawaab sugan bixiyo, ku dheh: Wanaagsan,codka xarafkani waa “AAA.” 

Haddii uu ilmuhu jawaab sugan bixin waaayo, ku dheh: Codka xarafkani waa “AAA.”  

Imika tijaabi mid kale: Ii sheeg codka xarafkan [tilmaan xaraka H]:  

Haddii uu ilmuhu jawaab sugan bixiyo, ku dheh: Wanaagsan, codka xarafkani waa “HHH” 

Haddii uu ilmuhu jawaab sugan bixin waaayo, ku dheh: Codka xarafkani waa “HHH.”  

Ma fahamsan tahay waxa lagaa rabo in aad qabato?  

Kolka aan idhaa “Bilow,” fadlan ugu dhawaaq xuruufta lsida dhakhsaha iyo fiirada badan ee aad karto. Ii sheeg 

codka xuruufta, adigoo ka bilaabaaya halkan una wadaya sidan. [Tilmaan xarafka koowaad ee ka dambeeya 

xarafka tusaalaha ah ee khaanadda jiif-u-taxa, fartaadana u mari gudub sadarka koowaad]. Waan aamusnaan 

doonaa, kuna dhageysan doonaa. Diyaar? Bilow. 

  Bilow saacadda waqtiga kolka uu ilmuhu akhriyaayo ereyga koowaad. La raacraac qalin qorigaaga si cadna 

ugu calaamadi ereyada la khaldo akhriskooda (/). U tiri wixii isa-sixitaan ah in ay yihiin sax. Haddii se aad haddaba 

khalad ku calaamadisay xaraf uu dib isu-saxay ilmuhu, ku wareeji goobo xarafkaasi oo soco. Aamusnow, marka laga 

reebo adiga oo jawaabta u bixinaaya sida soo socota: haddii uu ilmuhu hakada 3 il-bidhiqsi, tilmaan xarafka xiga, 

oo dheh “Fadlan sii wad akhriska.” U calaamadi ereygii aan la akhriyin in yahay qalad.. Haddii uu ilmuhu kuu sheego 

magaca xarafka, kuuna sheegin codka , ku dheh: [“Fadlan ii sheeg CODKA xarafka”]. Tani waxa adeegsan karaa hal 

mar inta lagu jiro layligan. 

  

Kolka ay dhammaato 60 il-bidhiqsi, ku dheh “Joogso.” Ku calaamadi qows xarafka u dambeeya ee la akhriyo ( ] ). 

Xeerka hore u joojinta: Haddii uu ku calaamadiso khalad dhammaan jawaabaha sadarka koowaad, aanay jirinna 

wax isa-sixitaan ah, ku dheh: “Waad Mahadsan tahay”, jooji layligan, hubi khaanadda ku taalla bogga xaggiisa 

hoose, una gudub layliga kan xiga.  
 

Tusaale: D  a  H 
 
 

 1 2 3 4 5 6 7 8 9 10   

 f c s f H a n d u a  (10) 

 m K l r y g I B b Q  (20) 

 g a T d e Y y a a a  (30) 

 r Q d s j a d x a l  (40) 

 f dh w a G a A n s m  (50) 

 n j A sh a l R o g a  (60) 

 n t a x a R g I o e  (70) 

 a W y r l w a r d Kh  (80) 

 e m b H c a n A b e  (90) 

 u a l r s a e k s e  (100) 

Number of letters sounded correctly   

Time remaining on stopwatch at completion (number of SECONDS) :  

Check this box if the exercise was discontinued because the child had no correct answers in the first 

line. 

 



 

   

Qaybta 2aad. kala jejebinta dhawaaqyada - codadka 

 

Tani MA AHA qayb leh waqti go’an, UMANA BAAHNA SAWIRRO. Kor u akhri eray kasta laba jeer, ilmuhuna ha kaa 

daba yidhaa codadka. Xusuusnow, kolka la samaynaayo layli-qaadashada, ku dhawaaq codadka dabnaha la isku 

qabto (“clipped” sounds /p/. HANA ODHAN “puh”. HA ODHAN “pee”.  

 

Ku dheh ardayda:  

 

Tani howl dhegeysi ah. Adigu waxa aad taqaannaa in xaraf kastaa leeyahay cod. Tusaale ahaan, “ul”, waxa loogu 

dhawaaqi karaa in ay tahay /u/ /l/ . Waxa aan ku dhawaaqi doonaa ereyada A-Soomaaliga laba jeer.Dhageyso 

erayga ka dibna ii sheeg dhammaan codadka ku dhex-jira erayga.  

 

Aynnu ku layli qaadanno. Waa maxay codadka ku dhex-jira “dal” - “dal”?  

 Haddii uu ilmuhu bixiyo jawaab sax ah, ku dheh: aad baad u wanaagsan tahay! Codadka ku dhex-jira “dal” 

waa /d/ /a/ /l/.  

 

 [Haddii uu ilmuhu bixin waayo jawaaab saxan, ku dheh]: Codadka ku jira erayga “dal” waa: /d/ /a/ /l/. Immika 

waa markaagii. Ii sheeg codadka ku dhex-jira “far”. [Sug 5 il-bidhiqsi oo uu ikmuhu ka jawaabo. 

 

Bal aynnu tijaabinno mid kale. Waa maxay codadka ku dhex-jira “hal” - “hal”?    

 

 [Haddii uu ilmuhu bixiyo jawaab sax ah, ku dheh]: aad baad u wanaagsan tahay!! Codadka ku jira erayga 

“hal” waa /h/ /a/ /l/.  

 [ 

 [Haddii uu ilmuhu bixin waayo jawaaab saxan, ku dheh]: Codadka ku jira erayga “hal” waa: /h/ /a/ /l/. Immika 

waa markaagii. Ii sheeg codadka ku dhex-jira “hal”. [Sug 5 il-bidhiqsi oo uu ikmuhu ka jawaabo.]  

 

Fiican. Aynnu bilowno. Eray baan laba jeer ku dhawaaqi doonaa. Dhageyso erayga ka dibna ii sheeg dhammaan 

codadka ku dhex-jira eraygaasi. Ma fahamsan tahay waxa lagaa rabo in aad qabato?  

 

 

 Eray kasta si aan degdeg lahayn ugu dhawaaq. Ha u kala jejebin erayga codad kelikeli ah.  

 Eray kasta ku dhawaaq laba jeer oo keliya.  

 Haddii uu ilmuhu kuuu sheego magaca xarafka, oo aanu codka ku dhawaaqin, u sheeg sida loogu dhawaaqo 

xarafka, kuna dheh: “Fadlan ii sheeg CODKA xarafka”. Tani waxa adeegsan karaa hal mar inta lagu jiro layligan. 

 Dhex-mari calaamad ( / ) cod kasta oo la khaldo.  

 Haddii uu lmuhu ku jawaabi waayo shan il-bidhiqsi ka dib, U calaamadi dhammaan codadka khalad ahaan, una 

gudub erayga xiga.  

 Ku calaamadi qows erayga ugu dambeeya eela isku dayo( ] ). 

Xeerka goor hore joojinta: Haddii uu ilme bixin waayo jawaab sax ah shanta eray ee ugu horreeya, ku dheh, 

“Mahadsanid!” jooji howl-hoosaaddan, ihubi khaanadda hoose ee bogga, una gudub qaybta xigta.  

 

il  /i/ /l/   

ur  /u/ /r/   

ay  /a/ /y/   

go’  /g/ /o/   

eey  /ae/ /y/  (5 eray) 

wan  /w/ /a/ /n/  

dal  /d/ /a/ /l/  

bad  /b/ /a/ /d/  

sax  /s/ /a/ /x/  

dhag  /dh/ /a/ /g/  

Number of words segmented correctly  

Check this box if the sub-task was discontinued because the child had no correct 

answers in the first five words. 
 

 

Qaybta 3aad: Ereyada A-Soomaaliga 

Waa maxay codadka ku dhex-jira “__________”? “_________”? [Ku dhawaaq erayga kasta 

laba jeer.] 

 



 

   

 

Waxa aad weydiiin doontaa ilmaha in uu muujiyo qaybo ka mid ah jiddhkiisa/keeda, walxo deegaanka laga 

helaayo, hubina fahamkooda erayada ku saabsan baaxadaha (spatial terms). U calaamadi jawaabaha habka 

soo socda:  

 
 Dhex-mari calaamaddan (/ ) eray ama weedh dhiman oo kasta oo la khaldo. 

  
 Isa-sixitaanka: Haddii uu ilmuhu bixiyo jawaab khaldan, isna-saxo ka hor inta aanu bilaabin erayga xiga, u 

tiri eraygan in uu sax yahay. Haddii aad horeba u khaladday xarafka isa-sixitaanka, goobo geli sida halka ku 

cad( ø ) sidaasina ku sii wada. 

 
 Cashar kaabe: Xaashi, qalin qori, rabadh 

l 

 

A. Qaybaha jidhka: 

 
Dheh, 

Waxa aan Af-Soomaali ku sheegi doonaa ereyo u yaalla qaybaha jidhka . Haddaba, waxa aad I tustaa qaybta 

jidhka ee uu eraygu sheegaayo. Aynnu ku layli-qaadano. « san» [Tilmaan sankaaga si uu tusaale ugu noqdo 

ardayga] «madax» Sug ilmaha si uu u tilmaamo isna madaxiisa/eeda. Ka dibna waxa aad tidhaa, Wanaag, 

waad fahamsan tihiin tilmaaamaha!. Aynnu bilownno.  
 

cag  gacan  gadh  jilib af jiqil garab  
 

Number of body parts correctly Identified  

 
 

B. Erayada deegaanka dabeeciga ah: 

 
Dheh, 

 

Hadda waxa aynnu sheegi doonnaa ereyo kale, idinna waxa aad I tusi doontaan tusaalayaal u dhigma ereyadaasi. 
 
 

Qalin-qori  kabo  miis  rabadh  warqad sagxad 

 

Number of vocabulary words correctly identified.  

 

C. Erayada waxyaabaha baaxadda leh (Spatial Words) 

 
is-garab dhig qalin-qori iyo xaashi, ka dibna hor-dhig ilmaha. Dheh, 

 

Qaad qalin-qorigan. [Qalin-qoriga u dhiib ilmaha.] Tani waa warqad. [Tilmaan jeexa warqadda ah]  

Waxa aad dhigi doontaa qalin-qoriga meesha aan dhig ku idhaa. Dhig qalin-qoriga… 
 
 
 

Warqadda dusheeda 
 

warqadda dhinaceeda 
 

xaggaaga dambe 
 

Warqadda hoosteeda 
 

Hortaada 
 

Txagga midig ee warqadda  
 
 

Number of spatial words correctly Identified  



 

   

Qaybta 4aad. Daah-furidda waxyaabo aan ereyo ahayn 

 

Tus ilmaha xaashida erayada samayska ah ee ku jira buug sawireedka ardayga. Dheh, yar 

 

 

Waxa aannu halkan ku haynnaa erayo samayss ah. Waxa aan jecel ahay in aad akhrido inta ugu badbn ee aad karto. Ha 

higaadin erayada, laakiin akhri.Tusaale ahaan, eraygan samayska ahi waa: “bit”. 

  

Aynnu ku layli-qaadanno:Fadlan akhri eraygan [Tilmaan erayga xiga:: sim].  

[Haddii uu ilmuhu yidhaa “sim”, Dhehy]: “Aad baad u wanaagsan tahay: “sim” 

[Haddii uu ardaygu si sax ah u odhan waayo “sim” ku dheh]: Eraygan samayska ahi waa“sim”. 

 

NHadda isku-day eray kale: Fadlan akhri eraygan [Tilmaan erayga xiga: dayax].  

[Haddii uu ardaygu yidhaa “dayax”,ku dheh]: “Aad baad u wanaagsan tahay: “dayax” 

[Haddii uu ilmuhu si quman u odhan waayo “dayax” ku hehy]: Eraygan samayska ahi waa “dayax.” 

 

Kolka aan ku idhaa bilow, “bilow,” u akhri erayada sida ugu dhakhsaha iyo fiirada badan ee aad karto. U akhri ereyada 

bogga si gudub ah, adiga oo ka bilaabaya khaanadda koowaad ee sadarka ka hoosaya. Anigu waan aamusnaan doonaa 

kuna dhageysan doonaa, adiga u baahda kaalmo mooyaane. Ma fahamsan tahay waxa lagaa rabo in aad qabato? Diyaar? 

Bilow. 

 
 

 Bilow saacadda waqtiga kolka uu ilmuhu akhriyaayo ereyga koowaad. La raacraac qalin qorigaaga si cadna ugu 

calaamadi ereyada la khaldo akhriskooda (/). U tiri wixii isa-sixitaan ah in ay yihiin sax. Haddii se aad haddaba khalad ku 

calaamadisay xaraf uu dib isu-saxay ilmuhu, ku wareeji goobo xarafkaasi oo soco. Aamusnow, marka laga reebo adiga oo 

jawaabta u bixinaaya sida soo socota: haddii uu ilmuhu hakada 3 il-bidhiqsi, tilmaan erayga xiga, oo dheh “Fadlan sii wad 

akhriska.” U calaamadi erayga aad u sheegto khalad ahaan. 

 

AFTER 60 SECONDS, SAY “Stop.” Mark the final word read with a bracket ( ] ).  

Early Stop Rule: If you have slashed/marked as incorrect all of the answers on the first line, say “Thank you!” discontinue 

this exercise, check the box at the bottom, and go on to the next exercise. 

Tusaale : yar    sim   dayax 
 
 

 1 2 3 4 5   

 xalag Sandoor Dos Fusal Reb   (5) 

 rebot Khak Bid Filil Burtar  (10) 

 minif Kin Red Tootar Tigbar  (15) 

 daclee Kel Yobar Cog Xuno  (20) 

 bel Borog Xid Fus Sheeb  (25) 

 khag Jarjeeg Fooyo Foojaas Qed  (30) 

 yalmiiq Tarbaq Keled Dhurcaw Niir  (35) 

 cidal Khag Ner Shakh Kimal  (40) 

 Leec Soolbug Khudhaa Lug Mekor  (45) 

 Boca Moon Sim Cooldam Fis  (50) 
 

 

 

Number of invented words read correctly per minute:  

Time remaining on stopwatch at completion (number of SECONDS) :   

Check this box if the exercise was discontinued because the child had no correct answers in the first line.  

 

 



 

   

 

Qaybta 5aad. Qormo Akhriseed  

 

Halkan waxa aan ku hayaa sheeko gaaban. Waxa aan idinka doonayaa in aad kor ugu akhrido si dhakhso 

ah laakiin u fiirsanaaya. Kolka aad dhammayso waxa aan ku weydiin doonaa woxoogaa su’aalo ah oo ku 

saabsan wixii aad soo akhriday. Ma fahamsan tahay waxa ay tahay in aaqabato? Kolka aan ku idhaa “bilow,” 

u akhri sheekada sida ugu wanaagsan ee aad karaysid. Waan aamusayaa, kuna dhegeysanayaa adiga. 

Diyaar? Bilow. 

 Bilow saacadda kolka uu ilmuhu akhriyaayo ereyga koowaad. La raacraac qalin qorigaaga si cadna 

ugu calaamadi ereyada la qaldo akhriskooda (/). U tiri wixii isa-sixitaan ah in ay yihiin sax. Aamusnow, tiiyoo 

uu ilmuhu hakado 3 il-bidhiqsi mooyee, xaaladdani, tilmaan ereyga xiga, dhehna “Fadlan sii wad akhriska.” 

U calaamadi ereygii aan la akhriyin in yahay qalad.  

Kolka ay dhammaato 60 il-bidhiqsi, ku dheh “Joogso.” Qows ku calaamadi ereyga u dambeeya ee la akhriya 

( ] ). 

Xeerka hore u joojinta: Haddii uu ilmuhu ereyna sisax ah u akhriyi kari waayo sadarka koowaad, ku dheh, 

“Waad Mahadsan tahay”, jooji layligan, hubi khaanadda ku taalla bogga xxaggiisa hoose, una gudub layliga 

kan xiga. 

 

Section 5b. Akhris Dhugeed/Fahmeed 

 

Kolka ay 60 il-bidhiqsi dhammaato ama uu ilmuhu dhammeeyaan akhriska qormada wax ka yar 60 il-

bidhiqsi, KA HOR-QAAD qormada ilmaha, weydiina su’aasha koowaad ee hoose. Sii ilmaha ugu badnaan 15 

il-bidhiqsi in uu kaga jawaabo su’aashan, calaamadi jawaabta ilmaha, kuna xigsii su’aasha xigta. 

Akhri su’aalaha sadar kasta ilaa aad gaadho qowska adiga oo muujinaaya halka uu ilmuhu ku joojiyeuy 

akhriska. 

Story 3: Dacawada iyo waraabaha  Weydiimo SAX KHALAD LAGAMA 

BIXIN 

JAWAAB 

 

Beri waxaa jiri jiray waraabe iyo 

dawaco saaxiib ah. 

1 Yaa saaxib la ahaa 

dacawada? [waraabe] 

   

Maalin maalmaha ka mid ah, 

dacawadii ayaa gaajootay. 

17 Yaa gaajoonayay? 

[dcawada] 

   

Waxa ay dacawadii waraabihii u 

sheegatay inay bakayle usoo 

qabsan karaan cunto ahaan. Waxay 

u sheekaysteen si qaylo dheer 

iyagoon ogayn in uu bakayluhu 

kaynta agtooda ah ku jiro 

46 Bakayluhu xaguu ku 

dhuumanayay? [kaynta] 

   

Bakaylihii ayaa maqlay wuuna 

cararay. 

51 Muxuu bakaylihii 

sameyay? [wuu 

baxsaday) 

   

kadibna markaasay dacawadii iyo 

waraabihii aad u xanaaqeen. 

59 Maxay kale ayay 

cadwadu cuntaa? [ wax 

kale oo macquul ah] 

   

 

Number of correct words read per minutes   

Time remaining on stopwatch at completion (number of SECONDS) :   

Check this box if the exercise was discontinued because the child had no correct answers in the 

first line  

 

Record the End time for the Somali test: ______:________ 

 



 

   

 

Learner Background Variables 

Ask each question verbally to the child, as in an interview. Do not read the response options aloud. Wait for the child 

to respond, and then write this response in the space provided, or circle the code of the option that corresponds to 

the child’s response.  

1a 
Were you attending this school/centre since 

January 2017? 

No ..............................................................................0 

Yes  ...........................................................................1 

1b  
What language(s) do you speak at school/centre? 

[Multiple responses are allowed] 

Kiswahili ...................................................................1 

English ......................................................................2 

Somali .......................................................................3 

Other .........................................................................4 

(Specify others): ....................................................... 

Do not know/No response .......................................9 

1c 
What language do you speak at home? 

[Multiple responses are allowed] 

Kiswahili....................................................................1 

English ......................................................................2 

Somali .......................................................................3 

Other .........................................................................4 

(Specify others): ....................................................... 

Do not know/No response .......................................9 

  No Yes Don’t Know No response 

2 Do you have a radio at home?  0 1 8 9 

3 
Do you have a telephone or mobile phone at 

home?  0 1 8 9 

4 Do you have electricity at home?  0 1 8 9 

5 Do you have a television at home?  0 1 8 9 

6 Do you have a refrigerator at home?  0 1 8 9 

7 Do you have a latrine at home?  0 1 8 9 

8 Do you have a bicycle at home?  0 1 8 9 

9 Do you have a motorcycle at home?  0 1 8 9 

1

0 

Did you go to any school before coming to this 

centre/camp? 

 

No ..............................................................................0 

Yes  ...........................................................................1 

Do not know/No response .......................................9 

1

1 

Last term, were you absent from school for more 

than one week?  

 

No ..............................................................................0 

Yes  ...........................................................................1 

Do not know/No response .......................................9 

1

2 
Do you have an English reading textbook at home?  

No ..............................................................................0 

Yes  ...........................................................................1 

Do not know / No response .....................................9 

1

3 
Do you have a Somali reading textbook at home?  

No ..............................................................................0 

Yes  ...........................................................................1 

Do not know / No response .....................................9 



 

   

 

 

 

 

 

 

 

 

1

4 

Do you have other books or reading materials at 

home?  

[If No or Don’t Know Skip to 16] 

No ..............................................................................0 

Yes  ...........................................................................1 

Do not know / No response .....................................9 

1

5 

[If yes to Question 14] What language(s) are these 

books or other materials in? 

 

[Multiple responses are allowed] 

Kiswahili....................................................................1 

English ......................................................................2 

Somali .......................................................................3 

(Specify): ................................................................... 

Do not know / No response .....................................9 

1

6 
Can your mother read and write? 

No ..............................................................................0 

Yes  ...........................................................................1 

Do not know / No response .....................................9 

1

7 
Can your father read and write? 

No ..............................................................................0 

Yes  ...........................................................................1 

Do not know / No response .....................................9 

OK we are done! You have done a good job. Go back to your classroom, and please do not talk to other learners 

about what we have done today. 

 

Time Ended: ____ : _____ AM / PM 

 

Time Ended: ____ : _____ AM / PM 

 


