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Early Grade Reading Program Design and Implementation:
Best Practices and Resources for Success

The purpose of this professional development series and training package is to provide GRN members
with evidence-based information, guidance and resources to help them design and implement effective
early grade reading (EGR) initiatives. The sessions—which have been delivered as webinars as well as
during in-person workshops—are focused on key components of EGR programs, with cross-cutting
issues including gender equity, inclusive education and technology referenced throughout. They are as
follows:

* Early grade reading programming: From Conception to scale

* Resources for teaching and learning early grade reading

* Key EGR skills and strategies for effective instruction and assessment

* Language considerations in early grade reading programs

* Continuous professional development in early grade reading programs (includes a focus on

coaching)

The content of the sessions was developed by Reading within Reach (REACH), a five-year initiative
supported by USAID to collect and disseminate evidence-based practices and resources to increase the
impact of primary grade reading programs. Content was developed by REACH Reading Program
Specialist Alison Pflepsen and REACH technical consultants Adrienne Barnes, Marion Fesmire and Amy
Pallangyo contributed.

Content and resources included in this training were reviewed by a Global Reading Network working
group representing diverse roles and programs globally (see list of contributors on subsequent page). In
addition to providing feedback on the content, GRN members submitted resources, examples and case
studies that have been integrated throughout the training. Presentation materials, handouts and
webinar recordings will be transitioned from the Global Reading Network website to USAID’s Education
Links website: https://www.edu-links.org/

We hope your engagement with the EGR Program Design and Implementation professional
development package catalyzes enhancements to your work to improve early grade reading outcomes
globally!


https://www.edu-links.org/
https://www.edu-links.org/

EARLY GRADE READING PROGRAM DESIGN AND IMPLEMENTATION:
BesT PRACTICES AND RESOURCES FOR SUCCESS

REACH and the Global Reading Network thank the following individuals and organizations for graciously
taking time to provide input and feedback on the early grade reading training materials, as well as for
sharing their program experiences and contributing resources to be included. These contributions on
behalf of improving EGR programs globally are greatly appreciated. (Omission of any other contributors

is strictly unintentional.)
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Welcome!

* This EGR professional
development series was
developed by the Reading
within Reach (REACH)
initiative, which is funded by
USAID and implemented by
University Research Co.,LLC
(URC)

* REACH supports the Global
Reading Network (GRN) to
develop and share research,
innovations and resources related
to EGR programming

* For more information about
REACH and the GRN, visit
www.globalreadingnetwork.net

Webinar presenters

Alison Pflepsen, REACH Reading
Program Specialist
(apflepsen@urc-chs.com)

Amy Pallangyo, REACH Technical
Advisor (aawbrey@gmail.com)

Aristarick Lyimo, REACH Training &
Curriculum Specialist
(alyimo@urc-chs.com)

Adrienne Barnes, Florida State
University (abarnes@lsi.fsu.edu)
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Webinar series goal, content and approach

* The purpose of this professional development webinar series is to
provide participants with evidence-based information,
guidance and resources to support the design and
implementation of effective EGR initiatives

* Each session is focused on a key technical topic and includes a
summary of research, experiences and best practices to date

* Cross-cutting issues such as gender equity, ICT and inclusive
education are integrated throughout the different webinars

* Issues related to EGR program monitoring, evaluation, expansion
and sustainability will be addressed as well

* Opportunities for interaction and questions will be provided
throughout each webinar



Webinar session topics and dates

Webinar | — Early grade reading programming: From conception
to scale (June 25)

Webinar 2 — Resources for teaching and learning early grade
reading (July 10)

Webinar 3 — Key EGR skills and strategies for effective
instruction and assessment (July 17)

Webinar 4 — Language considerations in early grade reading
programs (July 24)

TODAY! Webinar 5 — Continuous professional development
(CPD) in early grade reading programs (July 30)

Materials available on GRN website under
“Tools and Training”
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Continuous professional development in early
grade reading programs
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Session overview

Participants will know and be
able to apply learning about:

* Characteristics and purposes
of effective CPD

e Content & modalities of CPD
for teachers and other
educators

 Evidence on the effectiveness
of specific CPD approaches

* Coaching to support EGR
teachers

* Considerations when planning, _
implementing, monitoring and R st
evaluating teacher and » ) P
educator CPD

Thank you to Marion Fesmire for her work
creating an earlier iteration of this webinar




To share your questions and comments

A

* We will provide time
throughout the webinar
to address your
questions and
comments

* Please submit them via
the chat box in Zoom

* Send them to “all
panelists and attendees”

7/30/2019 READING WITHIN REACH
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Continuous professional development

* An ongoing, job-embedded process that prepares and supports

teachers in acquiring the knowledge, skills and strategies needed to
help ALL students learn, including multiple modalities of learning for
teachers and other educators

The bridge between
implementing new
initiatives and the
extent that these
reforms become
embedded within

classroom instruction
(Demonte, 2013)

The goal of PD is improved teaching practices and student
outcomes in reading, writing, speaking and listening (Blazer, 2005)




ACTIVITY: CPD approaches in EGR programs

Reflect and use the Zoom chat window to share your
experiences and ideas

Fhink about the CPD approaches you have \
designed, implemented or participated in within

EGR programs:
|.  What were/are the different CPD activities
implemented?
2. What activities have you found to be most
successful or effective!?
3. What challenges related to CPD have you

K experienced? /

READING WITHIN REACH




~ Section |: Modalities &
Characteristics of Effective CPD
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Who needs CPD in EGR programs!?

* A variety of actors need and will benefit from targeted CPD,
including:

— Teachers of EGR
— Government officials at national and sub-national levels

— Personnel responsible for various components of EGR
programming

— School administrators

— Pedagogical coaches

— Pre- and in-service teacher educators

— School management committees and community members

* CPD activities for different stakeholders may be the same or
differ depending on needs and context

READING WITHIN REACH
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How do we know what is effective?

* No one modality of PD works for all learning outcomes, for all
learners and for all contexts

* Across modalities, there are common factors that support
effective PD:

— Activities based on adult learning theory and active participation
— Content and instruction is carefully organized and contextualized

— High-quality materials that support PD and learners’ needs, and are
contextually appropriate (may include technology)

— Time to learn about and practice using relevant classroom
materials

— Opportunities for collaboration and continued professional
development and support

— Follow-up training at the school or regional level combined with
coaching support

Handout |: Adult learning theory

READING WITHIN REACH
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Modalities of CPD

* Workshop setting
e Common content for all

Formal training

Coaching/ * Individualized support & mentoring
 One-on-one observation

On-site JV[o]oleladl . Sall-group support

Formal to informal

Learnin
. g Co-planning, feedback, experience sharing, and
communities occasionally study groups

Independent self-study using learning
materials

May be via distance or online

Self-guided
reflection and study

READING WITHIN REACH
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Content of CPD to support EGR programming

Rationale for EGR improvement
Key EGR skills to teach

Effective EGR instructional and
assessment strategies

Effective use of TLMs (including
technology, if applicable)

Language-specific considerations
related to EGR instruction

Classroom management practices

Inclusive instructional strategies,
including for learners with
disabilities

Issues related to gender equity
Strategies for teaching in conflict,
crisis and emergency contexts

’

Strategies for supporting students
social and emotional well-being

Rationale for EGR improvement and
program components

Roles and responsibilities for
supporting EGR improvement
Topics relevant to specific
responsibilities (e.g., curriculum,
materials development, M&E, teacher
PD, etc.)

Instructional leadership skills and
tools

Cross-cutting issues including
gender equity and inclusive practices,
supporting education in conflict and
crisis contexts, etc.

Topics specific to coaches (see
resource with list)



ACTIVITY: CPD modalities

Reflect and use the Zoom chat window to share your
experiences and ideas

a N

Consider your own experiences with different
modalities and types of CPD

|. Which modalities and types of CPD have you found to be
most effective in supporting long-term instructional
improvement!?

2. How did you identify an appropriate and effective mix of
CPD approaches!?

7/30/2019

READING WITHIN REACH
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Overview of training

Training provides a foundation
of common knowledge and
skills that can be refined and
applied during instruction

It allows programs to better
ensure that target group have
received the same professional
instruction on how to
implement programs with
fidelity

When done well, it allows for
effective modeling for teachers,
and practice in a setting
where experts can provide
support
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Characteristics of high-quality training

Need-specific Practical

Context-

. Iterative
appropriate

Handout 2: Materials to support PD
Handout 3: Teacher PD resources
Handout 4: Training tips and activities
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* Training focuses on modeling

Example: Training for EGR teachers in Ethiopia

* In Ethiopia under READ TA I,
EGR trainers use a structured
approach that mirrors the “I
Do,We Do,You Do” teachers
are expected to use in their
classrooms

strategies and providing time
for participant to practice them

* Training is supported by a school- and woreda-based coaching program

that is ongoing, uses existing governmental structures, and adds zero
cost to the regular teacher training program

READING WITHIN REACH
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Example: Providing graduate-level training for
teacher educators and others in Nigeria

* The Nigeria Northern Education Initiative Plus (NEI+) developed and
delivered a graduate certificate course for teacher educators,
researchers and national stakeholders to build their expertise in the
design, delivery, monitoring and assessment of EGR programming

Handout 5: Sample EGR course syllabus
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Overview of coaching

* Teachers need on-site
support as they apply new
knowledge and practices

¢ Continuous, regular
feedback from a coach helps
both experienced and new
teachers

* Coaching can also support
system- or program-level
monitoring

* |t also helps to create a more
professional learning
environment for all adults in
the school

" e
e
o)

Photo: NigerlGyg@RA, RT! Interngtional (USAID)
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The case for coaching

Research from high-income contexts has long supported coaching:

* A recent meta-analysis of 44 studies of diverse coaching programs from U.S.
pre-K and primary literacy programs found that coaching is an effective means

of improving teachers’ instructional practices and student academic outcomes
(Kraft, Blazar & Hogan, 2017)

Evidence from low-income country contexts is limited, though growing:

* A recent RCT in South Africa found that coaching as part of a structured
learning program was more cost-effective in increasing students’ reading
comprehension skills than providing training alone (Rep. of South Africa, 2017)

* A study in Kenya found that teacher coaching can improve literacy outcomes

in both public and nonformal education settings (Piper & Simmons Zuilkowski,
2015)

READING WITHIN REACH
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Characteristics of high-quality coaching

* The content of coaching should focus on the
practical problems teachers experience; should be
needs-based and focused on self-identified learning
needs

Practical

* The coach should not be viewed as yet another
trainer, but instead as an expert peer and mentor;
coaching activities should be co-constructed as much
as possible in the setting

Collaborative

* Coaching is not evaluation and should not be used
Non- judge the quality of a teacher’s instruction; instead it
judgmenta| should focus on providing constructive criticism and
supporting risk-taking with new approaches

* While coaching is informal, it must be accountable;
Accountable mechanisms should be in place to motivate both
teacher and coach participation

713012019 23
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Overview of learning communities

Provide
opportunities
for teachers,
principals, or
coaches to
come
together to
share
experiences
and find
solutions to
challenges

Examples:
Ghana, Nigeria

Photo: World Education, Cambodia (USDA McGovern-Dole Food For Education)
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Appropriate and effective ICT to support CPD

* High-quality materials are necessary
to support CPD

Research findings

* ICT is increasingly being used, * Technology is not always the
including: most appropriate or cost-

ffecti luti
— Mobile phones (to support app- efiective solution

based content, SMS) What works best for the

— Tablets (include lesson plans, context, for whom and is the
Papaya app with letter sounds, most-cost effective should be
videos, assessment tools, used explored, monitored and
by coaches to support evaluated (Piper et al., 2016)

classroom observations)

— Interactive videoconference

See Webinar 3 resources
workshops

and references for a list
— Self-paced e-course via tablets of technology used to

support EGR instruction

7/30/2019 READING WITHIN REACH
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Considerations when designing CPD

* ldentify goals for CPD aligned
with policies and the initiative

* |ldentify the key actors that will
participate in CPD

* ldentify the knowledge,
experience and needs of the
target audience across topics

* ldentify facilitators within the N |
system Photo: AIR, LAC-READS, Haiti (USAID)

e Assess factors that impact the * Align in-service ad pre-service PD
sustainability of your approach,
including system capacity,
feasibility and cost

Asses and evaluate approach
before expanding

Handout 6: Key activities and considerations for
planning & implementing CPD

7/30/2019 26



ACTIVITY: Planning for sustainable CPD

Reflect and use the Zoom chat window to share your
experiences and ideas

Glare your experience designing CPD to support \
expansion and sustainability.

* How did you prepare key actors to sustain the work beyond
the program?

* How did you draw on and re-shape existing staff roles to
support long-term CPD?

* How did you work with government to prepare for sustained

kCPD beyond the life of a project!? /

READING WITHIN REACH
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CPD references
and resources
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~ Section 2: Spotlight on Coaching

READING WITHIN REACH

READING WITHIN REACH



7/30/2019

Coaching is a common component of
EGR improvement efforts

Focused on getting teachers to adopt
(usually new) instructional practices

While similarities exist, coaching
activities and design vary greatly

Programs report many challenges
providing and managing quality, effective
coaching that can be scaled and sustained

Monitoring and evaluation of coaches
and coaching is insufficient—Ilack of
evidence on what is working

Coaching in EGR programs: An overview

Photo: RTI International, Nigeria RARA (USAID

Video of Coaching in
northern Nigeria:
https://tinyurl.com/Coa

chinginNigeria

30
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Coaching in EGR

Programs: Evidence,
Experiences and
Recommendations

* Resource developed by
REACH in collaboration
with the GRN

* Summarizes research on
coaching and EGR program
experiences and provides
guidance on key aspects of
coaching

e Available on GRN website

P s N READING 4,
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Coaching in Early Grade Reading
Programs: Evidence, Experiences
and Recommendations

A Global Reading Network Resource

This paper was made possible by the supporf
prepared for USAID's Building Evidence and ¢
Research Co, LLC, Contract No. AID-OAA-M-14-00
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Key coaching issues in EGR programs

|.  Coach roles and
responsibilities

2. Knowledge and skills
coaches need to be
effective

3. Coach recruitment

4. Coach preparation
and support

5. Technology to
support coaches and

.'\

coaching Photo: FHI 360, Madagascar Mahay Mamaky Teny! (USAID)

6. Frequency and
duration of coaching

READING WITHIN REACH
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ACTIVITY: Experiences with coaching

Reflect and use the Zoom chat window to share your
experiences and ideas

-~

|. What are your experiences with designing or
implementing a coaching model?

2. What did you find most successful?

\ 3. What did you find most challenging?

READING WITHIN REACH



|. Coach roles and responsibilities

What do EGR coaches do?

7/30/2019

Train teachers

Visit classrooms to observe
teachers

Provide individualized
feedback to teachers and help
them set goals for
improvement

Model instruction, peer teach
Assess children’s reading skills

Facilitate group coaching

Key considerations:

v The role of a coach is different
from that of a supervisor

v’ Coach responsibilities should
be feasible given the context
and coach capacity

v' Coach responsibilities in a
context should be evaluated in
terms of their effectiveness in
improving teacher instruction
and student outcomes

READING WITHIN REACH 34
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* Experience working with
* Understanding of the
* Understanding of adult and

 Strong interpersonal,

2. Knowledge and skills coaches need to be effective

* Knowledge of literacy and 8
language development,

instruction and assessment SubyeclReading | '

? ‘)l'\ﬁﬂ\(b \|".\; ured Se ]
g (" .
-d,ei,0M ai, o

. . 3 ok 252018
* Experience teaching the DA | <

ﬁl?z{»"‘l('. Phonics andoxrd

Stadl Nald, 4
G Y :

same grade level they are
coaching

(@Ivsn) pHaqry gvay LY ‘omoyd

teachers or providing CPD
coaching process & role

peer learning

* Ability to develop a trusting relationship with

leadership and teachers and to work well with them

communication skills

Drawn from: Bean, 201 4; International Literacy Association, 2004, 2010; L’Allier et al., 2010)

35
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3. Recruiting effective coaches

Who commonly serves
as a coach?

* School supervisors
* School principals
* Other teachers

* Teacher educators

Handout 8:
Senegal case study

Photo: EDC, Philippines Basa Pilipinas (USAID)

Key considerations:
v’ Coach skill level
v Teacher needs

v’ Scaffolding of responsibilities

v’ Scale up and sustainability

36



Trialing the effectiveness of school-based coaches:
Examples from USAID EGR programs

* Madagascar recently evaluated a pilot where school directors served
as coaches; the research found that although some school directors are
motivated to serve as coaches, tapping other personnel such as

teachers may be necessary in some schools (Louge, N. & Razdfindrabe,V.,
2019)

* Ghana is currently evaluating the effectiveness of school-based Head
Teachers (e.g., principals) and Curriculum Lead Teachers, who will be
supported by district-based support teachers (Miksic, E., 2018; FHI 360
2017)

* Senegal is assessing the feasibility and effectiveness of using both
school directors and inspectors for coaching.The inspectors’ primary

role is to “coach the coaches,’ although some directly coach teachers
as well (Swift-Morgan, |., 2018, 2019)

READING WITHIN REACH



4. Coach preparation and support

Best practices for coach PD: . .
estP ' Key considerations:

|. ldentify coach needs .
v'Time and resources

2. Develop a context-specific approach needed and available

3. Include appropriate and comprehensive v/Scalability and
content

sustainability

4. Provide diverse opportunities to learn

5. Dedicate time for coaches to practice Handout 9:
and apply what they are learning Guidance and
6. Scaffold, stagger and adapt training considerations for
. _ training coaches
/. Provide resources to support coaching
8. Evaluate effectiveness See Louge & Razafindrabe,
(2019) for more best
9. Coach and monitor coaches practices from Madagascar

7/30/2019 READING WITHIN REACH 38
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5. Technology to support coaches and coaching

* Support inexperienced coaches
(“feedback tips” provided based on
information recorded on tablets)

* Monitor coaches (via GPS tracking of
uploaded data) and provide
transportation allowance

* Facilitate timely and accurate data
collection, analysis and use (e.g., inform
ongoing teacher CPD)

* Provide remote support to teachers
(via SMS)

READING WITHIN REACH

Key considerations:

v’ User skill level

v" Training and
maintenance

v’ Cost-effectiveness
(what is added
value?)

v Scalability and
sustainability

Handout 10:
Technology to support
coaching at national
scale in Kenya
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* Training and tools to support coaches in providing
effective feedback are critical
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6. Frequency and duration of coaching

* Coach-to-teacher/school ratios Key considerations:
and the frequency (““dosage’’) of

coach visits vary greatly among
USAID EGR programs

v’ Feasibility, scalability
and cost-

effectiveness of
* Recent research on coaching in U.S. coach visits

found that the “quality and focus of

coaching may be more important ¥ Roles, e
than the actual number of contact AHECIEIEI e
hours” (Kraft, Blazar & Hogan, 2017) processes for
planning and
* But in EGR programs, quantity managing coaches

matters, at least for now....

More information and findings from EGR programs can be
found in the GRN resource on coaching



Monitoring, evaluation & research

* While coaching has the
potential to improve teacher
skills and student reading v What critical questions need to

be answered about coaching in

your context!

Key considerations:

outcomes, significant gaps
remain in what we know about
coach quality, cost-effectiveness  [RENAIEIRISIINYILY R e

and impact on student resources are needed?
GUECTINES v How will findings be used and
communicated?
ﬁecent research of interest: \

* Slade,T. (2019) M&E of coaching
frequency in Kenya Handout 12:

* Harden, K, King, 5. & Pflepsen,A. Monitoring, evaluation and
(2018) Effects of coach research on coaching

characteristics, coaching quantity and

) : : Handout 13:
quality on instruction Coach monitoring tool
«  Swift-Morgan, |. (2019). Coach g

. . . x m I
k monitoring in Senegal / example
e e TNG WITHIN REACH .




Photo: Chemonics, Senegal Education Pour Tous (USAID)

Handout 14: Key activities & considerations when planning for coaching
Handout 15: Resources and references on coaching

Coaching in EGR Programs: Evidence, Experiences and Recommendations
(2019, available on GRN website) s



~ Section 3: CPD Monitoring and Evaluation
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ACTIVITY: Monitoring and evaluating CPD

Reflect and use the Zoom chat window to share your
experiences and ideas

4 N

|. WWhat methods and tools have you used to
monitor and evaluate different types of CPD
and their overall impact on teacher practices
and student outcomes!?

2. Share any research you have conducted during

k any stage of CPD and describe the findings. /

READING WITHIN REACH



CPD monitoring, e (12733
evaluation and research Ng/ )

Purposes:

* Determine whether the target
audience has acquired the knowledge
and skills intended

* ldentify whether student learning
outcomes have improving as a result

» Assess cost-effectiveness, feasibility,
sustainability

* Determine if/what changes to
approach are needed

Key considerations:

v' Develop CPD MER plan while designing the overall program

v' Design M&E to help identify effectiveness of specific PD modalities and “doses”

v" Use appropriate methods and tools for different M&E purposes, types of PD and other
considerations
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Monitoring & evaluation of CPD

Workshops, small
group meetings,

learning circles, etc.

* Trainer
observations

* Participant surveys

(before and after
PD event)

* Formative
assessment (quick
checks against
objectives)

* Exit slips
* Pre-post tests
* Focus group

sessions

Coaching

* Observations of
coaches by
project/gov’t
personnel

* Analysis of teacher
practices, student
outcomes Vis-a-vis
coaching

* Feedback from
teachers on coach
support

READING WITHIN REACH

Overall teacher PD

approach

* Observation of

teachers’
instruction and
classroom practices
(qualitative,
quantitative)

Review of teacher
journals and other
work products

Assessment of
student learning

Surveys and focus
groups with key
stakeholders

47



Key takeaways

* Time: It takes time to implement new
CPD approaches, and for teachers and
others to take up new practices

* Opportunity: Provide multiple and
diverse opportunities to learn and
apply new practices

* Approach: PD should be organized,
structured and content-specific

 Content: PD should use evidenced-
based practices

* Activities: PD should involve hands-
on learning

» Capacity: Planning and action must be
taken to ensure capacity for
sustainability

Photo: EDC, Mali PHARE (USAID)

* Implementation &
evaluation: Ongoing support
and monitoring are needed

7/30/2019 READING WITHIN REACH 48



Thank you for attending the “Early Grade Reading
Program Design and Implementation: Best Practices and
Resources for Success” webinar series!

Webinar presentation materials and handouts may be
downloaded from the “Tools and Training” category at:

www.globalreadingnetwork.net
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Details coming soon!

www.globalreadingnetwork.net/news-and-
events/calendar

\_

/ August 22-23: Universal Design for Learning \
Toolkit in-person workshop in Chevy Chase, MD

/
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EGR Program Design and Implementation: Best Practices and Resources for Success

Webinar 5: Handout 1
Adult learning theory

PD: Meeting the needs of adult learners

=~

After 2 weeks /\ Nature of
We tend to remember... \ Involvement
10% of what we READ /" Reading \ e
20% of what we Hear / Listening \\ E
v
30% of what we See / Looking at Visual 5
Representations
/ {i.e. charts, pictures, etc.)
r. A%
S0% of what we Watching Videos and Movies \
Hear and See Watching a Demonstration
/ Watching Implementation On-Site \
70% of what we SA?”v Participating In a Discussion >
/ Giving a Talk/Presentation Q
S90% of what we Engaged in Dramatic Presentation 2
both Say | Simulating, Demonstrating a Lesson m
and Do | Iimplementing in Classroom
Dale’s Cone of Learning
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Creating an environment for active learning includes:
* Icebreakers and energizers
* Hands-on activities that require participants to apply what they are learning
*  Pairing and grouping participants for activities, discussions, reflections
* Demonstrations and practice of new instructional routines being learned

* Simulations (e.g., of a teacher conducting formative assessment, of a coach giving feedback to a
teacher, etc.)

*  Formative and summative assessment of participants’ knowledge
Reference:

Lee, S. J., & Reeves, T. C. (2007). Edgar Dale: A significant contributor to the field of educational
technology. Educational Technology, 47(6), 56.



EGR Program Design and Implementation: Best Practices and Resources for Success

Webinar 5: Handout 2
Materials to support PD: Guidance and examples

Teacher and educator professional development requires resources that are carefully designed. A list of
materials is included below, along with tips for developing them.

A facilitator’s guide should include specific guidance on the content, activities and materials to
be used during the training. Avoid verbatim scripting, but provided detailed, easy-to-read
instructions for the facilitator. Format the guide in a way that is easy for trainers to follow, with
instructions for them, and instructions for participants, clearly identified. Begin developing the
facilitator’s guide several months before the training takes place, since experience shows it takes
time to develop a quality product. Establish a process and timeline for developing the guide, and
identify by whom and when it will be reviewed, edited and designed.

The EGL program materials, such as the teacher’s guide and learner books, should be provided
to all participants. Training should not take place if a complete and final set of the teaching and
learning materials that teachers will be expected to use are not available. Avoid providing
additional materials that the teacher will not use in the classroom, as experience indicates that
they will distract teachers from the materials they need to learn to use in their classrooms, are
likely to get lost and are unlikely to be used beyond the life of a project. If information is
considered critical, consider incorporating it into the teacher’s guide (e.g., an annex on guidance
for conducting formative assessment) so that teaches can easily reference it.

A lesson observation checklist is a helpful tool for guiding teacher trainees in providing critical
and helpful feedback to each other, as well as for guiding trainers/facilitators in conducting
formative assessment of trainees. This tool is meant to be used during a professional
development workshop only. It includes a list of critical areas for observation. See an example
lesson observation checklist in this handout.

Videos and other technology can be useful in training teachers, especially if trainers themselves
may not yet have mastered all techniques. Moreover, they provide a realistic example of
teacher instruction. In places where videos have not been developed, you may be able to use
videos from another country. Videos of teachers teaching EGL in multiple countries can be
found here:

o Global Reading Network: https://globalreadingnetwork.net/eddata/multimedia-video-
and-audio
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Example of clear directions to training/workshop facilitator

Source: Creative Associates International (2016). Nigeria Northern Education Initiative Plus (NEI+) English Mu
Karanta! Let’s Read! Teacher’s Guide. Available at https://pdf.usaid.gov/pdf docs/PAOON786.pdf

Sample Session
Introduction to MuKaranta! Let’s Read! Materials: Teachers’ Guide Walkthrough
(60 minutes — 10:15 — 11:00)

Tell participants that the reading curriculum is based on a specific scope and sequence that is
unique to Hausa and English. It was written by individuals from the FMOE, NERDC, NCCE,
Universities, Polytechnic, classroom teachers, and the Initiative. The scope is the content or
what will be taught and the sequence is the order the content will be taught in. For this
curriculum the scope is the letter/syllable sounds and the skills of reading while the sequence is
the order in which they will be taught.

Activity: Have participants open their Hausa Teachers’ Guide (P2 or P3) to the first two weeks of
lessons, starting on page 1. Tell participants to look through the lessons and notice what letters
and words are being taught and in what order. Ask, what do you notice about the letters being
taught?

Participants should notice how many letters and the order the letters are being taught in and
how each day learners will work with letters and words.

¢ What letters are taught first? (N is the first consonant and A is the first vowel)

e What letters are taught next?

* Do you see the content builds on what has come previously?

¢ What do you think we are doing on day 5?

Have participants open their English Teachers’ Guide (P3). How is this different from Hausa?
How is it similar? Then have teachers look at the first two weeks of lessons, starting on page 1.
Have the participants look through the lessons and notice what letters and words are being
taught and in what order.

We use this order because we want learners to be able to read words as soon as possible we will
teach the letters in an order based on frequency and the ability to form small common words.
Skills will also be taught in order of difficulty, from easy to hard for each component of reading.
This will be true for both languages. Talk briefly about the importance of oral English in P2—the
idea is to build vocabulary and to practice speaking in English, since this makes it much easier to
read English.

The sequence is carefully planned, strategic, and designed before activities and lessons are
developed. Lessons build on previously taught information so that teachers must not skip any
lessons.

Let teachers flip through the teachers’ guides for 5 minutes to see if they have any questions and
answer any questions that they have.
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Example layout for assisting trainers/facilitators in locating information

Source: FHI 360 (Undated). Teacher training manual: Formative assessment and classroom support.
Nigeria Reading and Numeracy Activity (RANA).

How to Use this Manual

What is the objective of the training?
By the end of this training, teachers should be able to teach Hausa reading, using their
RANA Teacher Guide and Pupil Book.

Who should use this training manual? —

This manual is designed for training facilitators
only. Teachers do not need this manual. They can | b =TT wb b
focus on the Teacher Guide and Pupil Book
instead.

Diwwiriln ney slemants of & SANA Mison ncufiog "Ote iy ]
W da Y e

o Teach the bolloweng PY, Lesson 1 acthatien, sorgs, selalde daup
oty lether st moawestets, Iitter srking, and boqimathe

® D ite (e paciagogi sl purpote of wain el sctaly Uy d
* Sg O song Wakar Harslta ared YWk Gaain, #00 Genony
v prmnreds e LA EMALAT Y

How is the manual organized?
This training is organized into 3 separatedays. The
cover page for each day includes: AT
.-lo rhety
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Before you begin the training each day, you should
check the daily objectives and the materials list. You must understand the day’s
objectives and have the necessary materials prepared.

Each training day is subdivided into activities. Most activities last approximately an
hour. Each activity heading provides:

o the time the activity

should take
o the materials required
o the objective

R
D amenin o saslebt ihe
L R P T ST O T

Always check each activity heading to make sure you understand the expectations for
the activity. Objectives are targeted around what participants can do, rather than what
you do. In other words, objectives are only “achieved” if participant learning is evident,
Note also that materials are listed the first time they are needed (for example, the first
time that pupil books are distributed).




The manual also includes icons to remind facilitators about activity steps.
[a} * means introduce a concept
o/ means write something on the board
0 u means participants read the instructions in the Teacher Guide
[a] m means demonstrate a Teacher Guide activity
O 3g8 mMeans small group practice of a Teacher Guide activity
o Wy means discussion
(] fmeans energizer

a] @means this activity should be done only if extra time is available.

The first six icons often appear in direct succession. That is because the training includes
a repeating pattern of instruction:

1. Introduce a Teacher Guide activity

Write a teaching tip on the board

Ask participants to read the Teacher Guide activity aloud
Demonstrate the activity for participants

Ask participants to practice the activity in small groups
6. Discuss how the activity went

wophw N

Understanding this order of activities will help you facilitate more easily.

Example of information to include for trainers on materials to prepare in advance

Source: Creative Associates International (2016). English Mu Karanta! Let’s Read! Teacher’s Training
Manual (p. 9). Nigeria Northern Education Initiative Plus (NEI+). Available at:
https://pdf.usaid.gov/pdf docs/PAOON786.pdf

Administration and logistics of the training are everyone’s responsibility. Trainers are
expected to be at the training venue one day before the training to ensure that the venue is
ready and the training is ready to start on time on Day 1. Trainers are expected to complete
a full report of the training the day immediately after the close of the training. This
administration and logistics duties of the trainer are:

e Ensuring the training venue is set up

¢ All materials are at the venue on time

e Materials are distributed as per instructions

¢ Registration, attendance and pre and post surveys of trainees are administered

* The venue, including classrooms, toilets and other facilities are cleaned daily

¢ Health and safety of all participants is given high regard
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Lesson Observation Checklist for participants to use during training

Source: RTI International and the Malawi Institute of Education. (Undated). Malawi National Reading
Programme. Training Manual for Chichewa Standard 1. Available at
http://shared.rti.org/content/malawi-national-reading-programme-training-manual-chichewa-standard-
1

Lesson Delivery Always

Gradual Release of Responsibility (Using the | do, We do, You do model)

1  Did the presenter follow the | do?

2 Did the presenter follow the We do? (done in unison with the learners)?

3 Did the presenter follow the You do?

4 Did the presenter follow the sequence of every lesson activity? (not skipping
activities)

a List 2 things the presenter did well during the implementation of the | do, We do, You do model:

b  List 2 things the presenter can improve in the implementation of the | do, We do, You do model:

Reading Components

5 Did the presenter include all the content in the lesson (target sounds, letters,
words, sentences)

a Name the reading component that was taught.

b  Preparation, language of instruction, and pacing

6 Did the presenter prepare the necessary materials ahead of time and use
them appropriately during the lesson?

7 Did the presenter teach each segment of the lesson in the allocated time?

8 Did the presenter use the language of instruction appropriately (if English,
did the presenter use effective English teaching strategies (i.e. use gestures
and actions to reinforce what was said, speak clearly, use realia, objects or
pictures, teach learners to respond to classroom instruction, encourage
learners to speak)?

Checking for Understanding

9 Did the presenter check for understanding during the lesson? (observing,
listening, looking at learners’ work, asking questions, etc.)

10 List 1-3 ways the presenter checked for understanding:

Overall Feedback

12 What did you learn from watching this lesson delivery?
13 Name two things that were done well.
14 Name two things that could be improved

15 How will you apply this reflection in your own teaching practice?
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EGR Program Design and Implementation: Best Practices and Resources for Success

Webinar 5: Handout 3
Professional Development Resources

The resources listed in other sessions and the ones listed below can be consulted when developing
continuous professional development for EGR teachers and educators

EGR Content & Instruction:

Examples of Students’ Reading

Examples of fluent and non-fluent readers (scroll down the page to find videos from Ghana and
Jordan): https://globalreadingnetwork.net/eddata/multimedia-video-and-audio

Videos of Effective Instructional Strategies

Videos of early grade reading instruction from many countries can be found here:
https://globalreadingnetwork.net/eddata/multimedia-video-and-audio

Cambodia (World Education)
https://www.youtube.com/watch?v=80CZLzsTzEM&index=12&list=PLIMfSiUPpWPEUVk409FyL3
OonTIcFVLr

Indonesia Prioritas (RTI International) https://www.youtube.com/watch?v=yAsK29iFguw;
https://www.youtube.com/watch?v=vFwnR6gOVVE;
https://www.youtube.com/watch?v=dCV49uVj2uw

Audio and video files of EGL in countries in Africa, Latin America and Asia (Yemen)
https://globalreadingnetwork.net/eddata/multimedia-video-and-audio

Cambodia: Teacher implemented strategies and students reading [URL forthcoming]

Rwanda: Examples of different levels of readers, instructional strategies for types of reading and
reading practices (i.e. coral reading) [URL forthcoming]

Papua New Guinea: instructional strategies: https://www.youtube.com/user/pngteachingvideos

Teacher Modeling

Rwanda: Bridging to English, conducting a read aloud, developing a vocabulary tree [URL
forthcoming]

Scaffolding Instruction: Teaching by demonstrating what is expected and continuing to support
learning http://www.acpsk12.org/pl/coachs-cuts/gradual-release-model/

Indonesia: Read Aloud Guided Reading (RTI):
https://youtube.com/watch?v=yAsK29iFguw
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Modalities and Teachers’ Activities

Cambodia: Lesson study and teacher reflection [link forthcoming]

USAID: Training Manual School-Based, Gender-Related Violence:
https://www.usaid.gov/sites/default/files/documents/1865/Doorways Il Teachers Manual.pd
f

An inventory of rewrite the future resources (SAVE 2006) is one resources that can be used in
development of PD. https://tinyurl.com/y7kbm7Ij

Gender Equity (see additional resources in sessions on Instruction and Resources)

USAID: A guide for strengthening gender equality and inclusiveness in teaching and learning
materials: https://tinyurl.com/ybvwtall

IREX. (2018). Creating Supportive Learning Environments for Girls and Boys: A Guide for
Educators. https://www.irex.org/resource/creating-supportive-learning-environments-girls-and-
boys-guide-educators

Disability and Inclusive education (see resources in session on Instruction and throughout)

Professional Development Training Materials

The Foundations of Teaching, Save the Children

International Version:

https://static.miraheze.org/foundationsofteachingwiki/2/2a/The Foundations of Teaching.pdf
Tanzania Version:

https://resourcecentre.savethechildren.net/node/12438/pdf/10336 the foundations of tanza
nian teaching small file size.pdf

The Inter-Agency Network for Education in Emergencies (INEE) provides resources on teacher
PD including: Where It's Needed Most: Quality Professional Development for All Teachers and
the Teachers in Crisis Contexts Training Pack. Access here:
https://inee.org/resources/where-its-needed-most-quality-professional-development-all-

teachers

Ghana Learning: Term 2 and 3 Training Guides and Teacher Handouts (FHI 360) [URL
forthcoming]

Ethiopia READ TA: Teacher Training Manual Grades 1-3 (RTI International) [URL forthcoming]

Kenya Tusome: Training Manual Grades 1, 2, and 3 Teacher Training (RTI International) [URL
forthcoming]

Nigeria Northern Education Initiative (NEI) Plus: (Creative Associates)
English Teacher’s Guide_P2 Terms 1, 2, and 3
https://pdf.usaid.gov/pdf docs/PAOON77X.pdf
https://pdf.usaid.gov/pdf docs/PAOOSXJP.pdf
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https://pdf.usaid.gov/pdf docs/PAOON77Z.pdf

Teacher’s Guide_P3, Terms 1, 2, and 3, English
https://pdf.usaid.gov/pdf docs/PAOON781.pdf
https://pdf.usaid.gov/pdf docs/PAOON782.pdf
https://pdf.usaid.gov/pdf docs/PAOON782.pdf

Hausa Teacher’s Guide_ P1 Terms 1-3

https://pdf.usaid.gov/pdf docs/PAO0SZR8.pdf
https://pdf.usaid.gov/pdf docs/PAO0SZRI.pdf
https://pdf.usaid.gov/pdf docs/PAO0SZRC.pdf

Teacher’s Guide_P2, Terms 1 and 2
https://pdf.usaid.gov/pdf docs/PAOOSZRD.pdf
https://pdf.usaid.gov/pdf docs/PAOOSZRF.pdf

Teacher’s Guide_P3, Terms 1,2, and 3

https://pdf.usaid.gov/pdf docs/PAOOSZRG.pdf
https://pdf.usaid.gov/pdf docs/PAOOSZRH.pdf
https://pdf.usaid.gov/pdf docs/PAOOSZRJ.pdf
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Webinar 5: Handout 4
Training tips and activities

General best practices for EGL training

e Training should be systematic, explicit and structured. Just like the EGR instruction, training
should be organized in such a way that the information is presented in a logistical and coherent
manner, with new information and practices clearly explained. Trainers should go through the
materials, activities and instructional approaches in detail, using a real lesson plan to guide
participants through what they will need to do in the classroom. Daily objectives and session
outcomes should be explicit. See example below.

Outcomes for day 3

By the end of the day:

1. Teachers will be able to deliver the handwriting lesson segment in a timely, engaging and
correct manner.
Teachers will be able to effectively conduct formative assessment.

Teachers will simulate a complete lesson in a timely, engaging and correct manner,
ensuring that pupils have understood the lesson.

Source: Nigeria RARA Teacher Training Refresher Manual

e Provide trainers with clear guidance. This should include the outcomes for each day and
session, specific guidance on how to conduct activities, and information on how to assess
participants’ progress and adapt training as needed. Trainers should also be provided with
strategies for contextualizing the content to the classroom environments. Sufficient training for
trainers should be provided in advance of the teacher or coach training, to ensure they have
mastered what they will teach. It is recommended that “master trainers” support the trainers at
least initially, as the trainers themselves may be new to the EGR pedagogy and practices being
taught.

e Training/trainers should model instructional approaches they want teachers to use. For
example, trainers should utilize the gradual release model when they are teaching new
instructional practices, so that trainees can observe how it is done. To emphasize this point, the
Nigeria RARA teacher training facilitator’s guide included the headings “l do,” “We do,” “You
do,” and under each heading were steps the facilitator was supposed to take.

e Conduct the training with all the necessary teaching and learning materials. Teachers, coaches
and others who are trained will need to have all of the TLMs that they are expected to use in the
classroom. The resources should be complete and NOT excerpts. Experience has also indicated
that participants should not be provided with lots of supplementary handouts, as these can
become overwhelming during the training. Rather, any useful tips for teachers can be integrated



into the teacher’s guide itself, so that they will easily be able to reference them in the future
(and not lose them).

o Design teacher trainer resources appropriately. Just as the design of the teacher’s guide can
greatly assist (or hinder) a teacher’s ability to effectively deliver a lesson, so, too, can the design
of the trainer’s guide impact the trainer’s ability to effectively facilitate the sessions. Therefore,
it’s important to plan for sufficient time to format the trainer’s guide. Helpful features include a
clear indication of the amount of time and materials needed for each session, what (if anything)
needs to be prepared in advance and the objectives of the session. Similar to the level of
scripting of the teacher’s guide, it is recommended that the trainer’s guide not include verbatim
scripting, but indicate what the trainer should do. Correct responses to prompts and questions
that the trainer will ask participants should be included. It can also be helpful to clearly
differentiate what the trainer is doing and what participants are doing for a given session.
References to the materials teachers are using (e.g., the teacher’s guide and student reader)
should be included in the trainer’s guide. It is highly recommended that trainers use the TLMS
(and that they not be excerpted and put in the trainer’s guide) so that participants see the
trainer use them.

Activities

o Assessment of teachers’ beliefs and practices. Throughout training, activities can be used that
provide information about the participants’ expectations, their beliefs and practices, and/or
their concerns/questions. The information can be used to help the presenters adapt training to
the needs of the teachers (i.e. contextualization, concepts to revisit, etc.). Sample ways for
collecting the information include:

o KWL chart: have participants complete the first two sections of the chart related to the
workshop. At the end of the day/overall workshop, participants complete the last

section:
What | Know About Early What | Want to Learn About | What | Learned About
Grades Literacy Early Grades Literacy Early Grades Literacy

o Pre-/post-workshop assessment: Handout that includes a set of statements and
participants check agree or disagree both before the first workshop sessions begins and
at the end of the workshop:

Agree | Disagree | STATEMENT Agree | Disagree

1. Itisimportant to model and practice new
skills and strategies for students to be able
to use independently (i.e. how to say the
sounds in words to be able to read new
words).

2. Students need to be able to independently
read simple passages by the end of grade 1.




3. Even grade 1 students are able to answer
inferential questions.

o Parking Lot: A “Parking Lot” is a place (such as a blank piece of flip chart paper) where
participants and facilitators write questions/concerns they may have and would like
addressed during the course of the training.

o Activities that integrate assessing participants’ knowledge. For example, observation
form for providing feedback when participants practice. Providing short text for
participants to identify the type of expository text (sequence, compare/contrast,
description, cause/effect, problem/solution).

Ice breakers and energizers. Ice breakers and energizers can be used to enliven a training
(particularly after a break), to help participants get to know each and build camaraderie, and to
reinforce aspects of the training content. For example, if the reading program includes songs,
letter sounds or letter sound movements, these can be quickly conducted to start the day or
after a break to help participants to commit them to memory. Other ideas for energizers
include:
o Songs with movements, rhymes, letter names and/or sounds, etc. (use what may be
used in the lessons, as well as additional ones if appropriate)
Stretching exercises, cultural dances
Acting out poetry
Role play stories in the EGR materials
Sharing local riddles, folktales, etc.
“Get to know your partner” questions: Find someone who you do not know and ask
her/him questions such as:
= what does she/he do — principal, educator, coach, etc.
= what has he/she read lately, what are favorite types of text (i.e., about nature,
mysteries, historical novels, etc.). Then invite partners to introduce each other
to the rest of the group.

O O O O O

Materials “scavenger hunt.” A fun way to get trainees acquainted with the materials they will
be using is to have them go on a “materials scavenger hunt.” This activity should take place on
the first day of the training, before the materials have been explained in detail. The items
participants go “hunting” for should be specific to the materials they receive. For example,
participants can go on a hunt for a lesson on a particular letter or be asked to “find” the five
parts of each lesson. Trainees can work in groups to go on the scavenger hunt. Small prizes can
be provided to the winners. Then the trainer can walk participants through all of the materials in
detail, explaining the purpose, content and design features of each.

Demonstrations and modelling. Trainers should demonstrate how to conduct the different
activities and approaches so teachers can literally “see how it’s done.” This means that trainers
should in turn be provided with multiple opportunities to practice the new routines BEFORE
they train others.




Lesson simulations and observations. It’s critical that participants spend an ample amount of
time practicing lesson delivery. Lesson simulations should include lesson plans that have been
written to support explicit teaching of literacy skills (i.e. syllable blending to read words). Use of
locally available manipulatives (i.e. water bottle caps, seeds) should be integrated into practice.
Just observing the instruction, or reading through the lesson plan, is insufficient. Lesson
simulation can take place in pairs, in small groups, or with the whole training course. It is highly
recommended that a “lesson observation checklist” be developed for participants to use when
they practice lesson delivering. Participants also can use the “checklist” when they watch their
colleagues demonstrate lessons. Then they can discuss each of the items after the
demonstration. Participants can keep the observation checklists that their colleagues complete
to review their progress over the course of the training. The trainers, too, can look through them
to see how participants are progressing.

Pair work. As teachers learn new information, it can be helpful for them to discuss and practice
with a partner before asking them to stand up and demonstrate in front of a larger group. Some
activity ideas include:

o Think/Pair/Share: Participants first think about the question or concept individually.
Next, they work in pairs and talk about their thoughts. Finally, a few participants share
their conversation with the whole group.

o Pair lesson delivery practice: Participants work in pairs to practice delivering a lesson
plan. See example below.

Pair lesson simulations

Pair participants and ask them to practice simulating the lesson segment of decoding sentences
and passage reading.

One person from each pair will be the teacher and the other will be the pupil. They should take
turns being teachers and pupils so that each person in the pair gets to practice. They should
provide feedback to each other on the following (if possible):

— Time on task

— Steps, scripts, directions from the teacher’s guide; proper implementation following the
teacher’s guide

— Pupil engagement
— Formative assessment
— Any questions resulting from teaching the lesson

Debrief the activity

Source: Nigeria RARA Teacher Training Refresher Manual




Group work. Once participants have gained familiarity with the new information, instructional
approaches and materials, group practice can be a useful technique that simulates the
classroom environment. Here’s an example from the Nigeria RARA Teacher Training Refresher
Manual, which focuses as well on teacher-coach interaction, which trainees would be familiar
with by the time of the refresher training.

Simulations: Teacher, head teacher, SSO

Lesson Components: Sentence decoding and passage reading
Each presenter should take a different lesson from the teacher’s guide.

Appoint three participants to be the observers. The remaining participants are to assume the
role of pupils. The observers should use the observation checklist, as well as the feedback
items as follows:

— 1 observer should take note of time on task (i.e., time spent on each segment of the
lesson)

— 1 observer should focus on proper implementation of the steps

— 1 observer should take note of pupil engagement

Jigsaw. Another group activity method is the “jigsaw.” Participants work in a group to complete
the task. Each participant is given a different task to complete and share with the group. For
example, each participant can be given a phonological/phonemic awareness skill (i.e., sentence
segmentation, syllable blending, syllable segmenting, sound identification, sound blending, etc.).
The participant then develops an activity and models it for the group.

Practice reading aloud. Participants should have plentiful opportunities to practice reading
aloud. This will give them an opportunity to become familiar with the stories they will read
aloud to children, to practice their fluency and prosody, to practice holding the materials
appropriately and turning pages, and to practice asking comprehension questions.

Monitoring participant learning

Many strategies and activities can be used to assess participants’ level of understanding. The
information can be used to provide timely feedback and to determine what needs to be
reviewed/clarified. At the end of the workshop, the information can also be used to determine what
follow-up support and training participants will need. Activities that can be used to monitor and assess
learning include:

Ticket out the door. Before a break or at the end of the day, provide participants with a
guestion, a word to define or a reflection prompt related to the day’s objectives. These could be
written on flip chart paper, a blackboard, an overhead projector or a plain piece of paper.
Participants can then respond orally or in writing. Examples might include: What are the




components of fluency? What is one way to teach phonological awareness? What is the most
important thing you learned during this session?

“Turn and talk”: At the end of each session, participants can be invited to turn and talk with a
partner about a particular topic (the facilitator can pose specific questions), what they have
learned, what they still have questions about, etc.

Quickwrite. Participants are given three minutes to write about a concept, strategy, etc. (e.g.,
What is the difference between phonological awareness and phonemic awareness? Why is the
ability to match letter names/sounds important when learning to read?)

Processing activities:

o Given 5 expository passages, participants work in groups to identify which text structure
is used for each (i.e., sequence, compare/contrast, descriptive, cause/effect,
problem/solution)

o Word sort: Given header cards for the components of reading and writing, sort the
remaining word cards so that they match the related component.

o Graphic organizers: Upon completion of a section, participants select and complete a
graphic organizer to represent what has been learned.

Exit slips. Exit slips are a relatively simple and easy way to monitor trainee learning and inform
ongoing instruction throughout a workshop. At the end of each day, or after selected sessions,
participants fill out a short “exit slip” to be reviewed by the trainers. The questions can be
written on a flip chart or on a PowerPoint, and participants can copy and answer on a piece of
paper from a notebook, tear out the paper and give it to the trainer. They can write their names
on them or submit them anonymously. See example below from the Nigeria RARA teacher
training guide.

Exit slip
Two things | learned today:

1.

One thing | still have questions about:

1.

Exit Slip
1. What is phonological awareness?

2. How does phonological awareness support children in learning to
read?




e Think-Pair-Share. This activity facilitates monitoring and sharing among participants.

| have questions about

| am excited about the following activity | have learned:

Ask participants to Think and Pair (with a partner) on the following three incomplete
statements. After, invite participants to share (either to the whole group, or to write their
responses to share with the trainer, anonymously or not).

| am feeling about the training.

Activities that Support Gender and Inclusive Practices

e Gender

O

Based on their gender, participants first talk about their roles in society. Next, the
participants take the perspective of the opposite gender and talk about what their roles
would be (i.e. a female discusses what she would be doing if she were a male).
Participants review the resources they will be expected to use and identify texts and
pictures that are gender equitable or represent gender in non-traditional or non-
stereotypical ways.

Participants discuss ways to communicate and support gender equity in the classroom
(i.e. opportunities to have special tasks/duties in the classroom, call on both females
and males to respond).

e Inclusion

O
O

Participants discuss how to create an inclusive classroom.

Participants review the materials and identify texts and pictures that represent diversity
(families/children from different cultural groups students with disabilities, etc.).
Participants discuss ways to support diversity in the classroom (i.e. struggling readers,
children who do not speak the language of instruction, children with disabilities, etc.) in
the classroom.

If developed, participants review primary materials that support inclusion (i.e. large
print books).

Activities that support educators working in crisis and conflict areas

Where indicated, provide practice in working with non-formal EGL materials

Provide a holistic approach; help teachers develop skills for providing support to
children; provide practice in strategies for developing social-emotional and psychosocial
skills to help teachers and students who are experience distress, and conflict resolution
Discuss factors that contribute to mental health and well-being and how to identify
signs of distress

Help teachers identify safe places to take children when necessary.
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Webinar 5: Handout 5
Literacy Skills in the Primary School: A graduate certificate course for
teacher educators, researchers and national stakeholders

The Northern Education Initiative Plus has worked closely with numerous stakeholders from the
Nigerian Educational Research and Development Council (NERDC), the National Commission of Colleges
of Education (NCCE), colleges of education in Sokoto and Bauchi, State and Federal Ministries of
Education and the State Universal Basic Education Boards (SUBEBs) in both Sokoto and Bauchi states to
develop a program of early reading in Hausa for primary grades 1-3, Mu Karanta! and for the transition
to English in primary 2-3 Let’s Read! After only a few months of implementation of Mu Karanta! Let’s
Read! in primary classrooms interest in the program is high not only in the two states in which the
program operates but also in other states where Hausa is the language of the environment (the
language of instruction in primary 1-3).

The need for improving the expertise of Nigerian educators in the design, delivery, monitoring and
assessment of early grade reading in the primary grades is acute. Initiative-supported educators in
Bauchi and Sokoto, along with some key federal partner experts have gained key skills and knowledge in
how to design and teach a program of early grade reading in Hausa and then transition students to
learning to read in English through various project activities including: training activities, materials
development of the primary 1-3 teacher guides, as well as the pupil books and the coaching guide. In
February 2017, 43 college educators and one provost participated in a pre-service pilot course design,
which further built skills and knowledge among these key Nigerian educators. This is a good foundation
on which to build a strong cadre of early grade reading expertise in the northern states. The next step
was to provide additional support to further build and sustain the expertise of these practitioners as
well as that of selected federal partners. The development of these educators is a critical step on the
route to system strengthening for national expertise in early grade reading for the long-term
improvement of primary education in the country.

The Initiative is supporting two cohorts of an introductory graduate level course of approximately 45
hours for selected individuals from the State and Federal levels. Cohort one was completed August-
December 2017, and cohort two will take place August-December 2018. This course forms the link
between skills and knowledge acquired through training, implementation and personal study - and a
new graduate-level course developed by Florida State University Reading faculty. Upon completion of
the course requirements, participants receive a certificate and letter of course completion from Florida
State University.



As a blended instructional experience focused on developing content and pedagogical knowledge as
well as reflective practitioner and personal research skills, this course builds upon the skills and
knowledge participants have attained through being master trainers, TOTs, and materials developers.

A. Syllabus

Unit 1;: Modules 1-6

1. Dayl
a. Opening Ceremonies (8:30-11:00)
b. Introduction/Overview of course (11:30-1:00)
c. Course parameters/Curriculum framework/Research Component (2:30-3:15)
d. What is Literacy? (3:15-4:00)
e. Assignment: Readings for Day 2: Findings of the National Reading Panel; Principles of
Instruction
2. Day?2

a. Introduction to Reading & Reading Instruction (8:30-11:00)
i. What is reading? Why is the teaching of reading important?
ii. What is skilled reading?
iii. 5+2 Components of Reading Instruction
iv. Reflective Journaling
b. Cognitive Development and Reading (11:30-1:00; 2:30-3:30)
i. How the Brain Processes Information (cognitive models of reading)
ii. Approaches to teach Reading (whole language verses systematic instruction)
iii. Characteristics of Good Readers
iv. Gradual Release Model
v. Reflective Journaling
c. Discussion of Research Component (3:30-4:00)
d. Assignment: Choose and summarize Research Topic/Question

a. School Readiness and Concepts of Print (8:30-11:00)
i. Home Literacy Environment and Parent/Community Support
ii. Concepts of Print
iii. Reflective Journaling
b. Oral Language and Vocabulary (11:30-1:00; 2:30-3:00)
i. Language Skills and Reading
ii. The Importance of Oral Language
iii. Vocabulary Instructional Strategies
iv. Reflective Journaling
c. Interactive Read Aloud (3:00-3:30)
. Discussion and Reflections (3:30-4:00)
e. Assignment: Tiered Vocabulary

4. Day4
a. Second Language Acquisition and Reading (8:30-11:00)
i. First Language Development
ii. Second Language Acquisition



iii. Cummins Model of Language Proficiency
iv. Reflective Journaling
b. Introduction to Mu Karanta! Let’s Read! Curriculum (11:30-1:00; 2:30-3:30)
i. bTsandC
ii. Mu Karanta! Let’s Read!
iii. Reflective Journaling
c. Independent Research Support (3:30-4:00)
i. First presentations due in 3 weeks
d. Assignments: Child Report; Preliminary Research Findings (research article summaries)

Unit 2;: Modules 7-11

1. Dayl
a. Independent (5 minute) Research presentations (8:30-11:00)
b. Phonological/Phonemic Awareness (11:30-1:00; 2:30-3:30)
i. The importance of phonological and phonemic awareness in reading
ii. Systematic and explicit instruction of phonological and phonemic awareness
iii. Reflective Journaling
c. Discussion of Research Component (3:30-4:00)

2. Day?2
a. Word ldentification (8:30-11:00)
i. What is Phonics?
ii. Blending to Read Words
ili. Phonics Instruction
iv. Reflective Journaling
b. Writing (11:30-1:00; 2:30-3:30)
i. Emergent Writing & Spelling Development
ii. Segmenting to Spell and Write Words
ili. The Link Between Reading and Writing
iv. 5 Types of Writing Instruction
v. The Writing Process
vi. Reflective Journaling
c. Discussion and Reflections (3:30-4:00)

3. Day3
a. Fluency (8:30-11:00)
i. Components of Reading Fluency
ii. Reading Fluency Instructional Strategies
iii. Link Between Fluency and Comprehension
iv. Reflective journaling
b. Listening and Reading Comprehension (11:30-1:00; 2:30-3:30)
i. Goal of Reading
ii. Bloom’s Taxonomy
iii. Reflective Journaling
c. Independent Research Support (3:30-4:00)
i. Second presentations due in 3 weeks
d. Assignment: Research paper draft



Unit 3: Modules 12-16

1. Dayl

2. Day?2

3. Day3

Unit 4:

a.
b.

C.

d.

Independent (5 minute) Research Presentations (8:30-11:00)
Comprehension Strategies (11:30-1:00; 2:30-3:30)
i. General Reading Strategies
ii. Text Structure and Comprehension: Narrative and Expository
iii. Reflective journaling
Discussion of Research Component (3:30-4:00)

Assessment (8:30-11:00)
i. What is Assessment?
ii. Types of Assessment
iii. Using Assessment to Guide Instruction
iv. Reflective Journaling
Assessing Early Grade Reading (11:30-1:00; 2:30-3:30)
i. Phonemic Awareness
ii. Decoding
iii. Oral Reading Fluency
iv. Comprehension
v. Reflective Journaling
Discussion and Reflections (3:30-4:00)

Assessing Student Teachers & Evaluating Programs (8:30-11:00)
i. Tests/Exams and Teaching Practice
ii. Evaluating Program Effectiveness
iii. Reflective Journaling
Community, Policy, and Sensitivity (11:30-1:00; 2:30-3:30)
i. Community Outreach
ii. Reading Policies
iii. Gender Sensitivity
iv. Conflict Sensitivity
Independent Research Support (3:30-4:00)
i. Final papers and presentations due in 3 weeks
Assignment: Research paper final revisions; Presentations via email

Final Presentations and Certificate Ceremony

Day 1
a.

C.
Day 2
a.

Day 3
a.

Children’s Literature (8:30-11:00)
Independent Research Presentations (11:30-1:00)
Independent Research Presentations (2:30-4:00)

Independent Research Presentations (8:30-11:00)
Independent Research Presentations (11:30-1:00)
Independent Research Presentations (2:30-4:00)

Opening Ceremonies (8:30-11:00)



b. Certificate Ceremony (11:30-12:30)
c. Closing Ceremonies (12:30-1:30)

B. Learning Outcomes

At the end of this course, participants will be able to:

1.

10.

11.

12.

13.

14.

15.

Complete independent research in a chosen topic area using appropriate professional writing
methods.

Create and present three (3) presentations using visual aids, based on personal research.

Reflect on their personal reading experiences, explain the purpose for this course, and summarize
why reading is important.

Explain the role oral language plays in reading and writing development, design instruction that
fosters oral language development in young children, and demonstrate instructional practices for
vocabulary.

Recognize the stages of first language development, compare the six stages of language
acquisition, discuss the transfer of skills from first language to second language(s), design
instructional activities for each stage of acquisition, and understand/apply the Cummins Model of
Language Proficiency.

Name the 5 Ts and C of effective reading instruction, identify how the 5 Ts are applied in early
grade reading classrooms, evaluate how the component skills of reading are taught in the Mu
Karanta! and Let’s Read! curricula.

Distinguish between phonological and phonemic awareness, explain why phonological and
phonemic awareness is important in learning to read.

Explain what systematic and explicit instruction means in terms of the developmental progression
of literacy skills.

Identify the characteristics of a print-rich environment, discuss the ways home literacy practices
can support children’s readiness for school, explain how parents and the community can support
young children in learning to read, discuss the key ideas related to concepts of print, and identify
developmental indications of concepts of print.

Discuss the importance of phonics for reading, explain how phonemic awareness supports
phonics skills, identify what skills are important for instruction, and demonstrate instructional
strategies for phonics instruction.

Discuss the link between reading and writing, explain why writing improves reading
comprehension, explain each of the 5 types of instruction, discuss how the 5 types of instruction
align with the Gradual Release Model, develop lessons for the 5 types of writing instruction,
discuss the steps in the writing process, and describe the type of instruction appropriate for each
phase of spelling development.

Explain the importance of fluent reading, describe the components of reading fluency, compare
techniques for building pupils’ reading fluency, and explain the importance of reading fluency for
comprehension.

Explain the three major areas of concern for comprehension, discuss the impact of low
vocabulary skills on reading comprehension, discuss the six domains of Bloom’s Taxonomy, and
construct questions for each level of Bloom’s Taxonomy for a given story.

Identify and teach key comprehension strategies, demonstrate methods of teaching text
comprehension strategies, discuss graphic organizers associated with narrative and expository
text structures, and create narrative story maps.

Distinguish between formative/summative, formal/informal, and norm-referenced/criterion-
referenced assessments; identify the purpose and benefits of early grade reading assessment;



identify appropriate assessments for each component of reading instruction; and determine
appropriate instruction based on assessment results (case studies).

16. Discuss ways to assess student teachers, design observation protocols, and understand ways to
evaluate the effectiveness of a program.

17. Understand role of community in supporting early grade reading and develop methods of
reforming policy.

18. Understand the importance of inclusive education policies which allow girls, minorities and
students with disabilities to learn.

19. Discuss the importance of socio-emotional teaching and learning in the context of education in
conflict areas.

20. Explain the purposes of children’s literature, distinguish the genres and types of children’s
literature, identify literature appropriate for specific children’s age levels/developmental stages,
and explain how children’s literature supports literacy skills development.

Modes of Delivery

This course is delivered through a combination of face-to-face instruction in Nigeria, online course work,
and presentation of an independent research paper. There are 45 total course hours of face-to-face
instruction on module topics, online (distance) support for research, and face-to-face research meetings
during each of the four sessions.

Course teachers include Florida State University education faculty Drs. Adrienne Barnes and Marion
Fesmire, who both have extensive field experience and doctoral degrees that focus on reading/literacy
instruction.

Selection Criteria

1. At least 50% female enrollment

2. 2 years of experience working on an early grade reading activity such as RARA, EGRA, NEI
Plus etc.

3. Proof of a Bachelor’s degree (or higher) in education or related field (e.g. Hausa, English or

Education)

Completed application form and submission of all relevant supporting documents

A total of 2 cohorts, with spaces reserved for specific institutions and partners.

Work experience in State or Federal Education Institutions or organizations.

A command of written and spoken English — as English is the LOI for Nigerian Universities.

No ok
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Webinar 5: Handout 6
EGR program planning tool

TEACHER & EDUCATOR CPD: Key activities, questions and considerations

Purpose of this tool:

The purpose of this worksheet is to assist early grade reading teams as they plan and implement their programs. Designed to guide initial
discussions and decisions about program design, implementation, monitoring and evaluation, the worksheet includes a list of key activities,
questions and considerations related to a specific topic. EGR teams are encouraged to complete the worksheet as a team, so all stakeholders’
and collaborators’ ideas can be considered. More detailed planning related to each topic and key activity would then follow.

How to use this tool:

1. Review the list of key activities for each topic, at different stages of the program cycle
2. Read and review the key considerations that will guide your planning
3. Inthe “Your program experience and plans” column, for each key activity:
a. identify steps or tasks that your team will undertake to carry out the activity. Identify key collaborators and people responsible.
If you have already undertaken a particular activity:
i. identify lessons learned or guidance that may inform scale up of the program, or that could be shared with othersin a
similar context (either within the same country or in another country)
ii. identify how you might need to modify an approach if you have encountered challenges during initial implementation,
or if monitoring and evaluation has indicated the approach has not been effective
iii. identify how your approach might need to be modified when the program is scaled up
b. Identify specific challenges with respect to each activity or key consideration. What actions need to be taken and what strategies
may need to be undertaken to address them?



TEACHER PROFESSIONAL DEVELOPMENT

Key activities Questions & considerations to guide planning Your program experience & plans
1. Become familiar with the EGR | ¢  What are the goals of the EGR program?
program e  What are major activities of the EGR program?

e What grades/classes are the focus of the EGR program?

e  What languages will teachers be teaching children to read?

e  What should teachers know and be able to do to implement the program?

e  What EGR materials and resources (i.e., scope & sequence, teacher’s guide,
student book, etc.) will teachers need to use?

e  What instructional, learning and assessment strategies are used?

2. Become familiar with the e  What are the in-country policies related to PD?
existing systems that provide e  Who provides ongoing PD in the country (i.e. MOE, in-country private
training and support organizations, Teacher Training Institute, etc.)?
e  What systems and supports are available to build sustainability?
3. Identify teacher PD needs e What are the gaps in teacher knowledge of in terms of EGR content,

instruction and assessment (among other topics)? (Conduct or review
existing classroom observation data regarding teacher practices.)

e  What are teacher’s knowledge and beliefs about student learning? About
children with disabilities? About gender equitable instruction?

e  What are the language needs of the teachers? (Assess teacher language
competencies if needed.)

3. Identify who needs to be e  Who needs training at the following levels and institutions? Common actors
trained include:

o national ministry of education personnel responsible for curriculum
development, materials development, assessment, monitoring and
evaluation, among other areas

o teacher pre-service training institution personnel

o sub-national ministry of education personnel (e.g., district authorities,
school supervisors, etc.)

o schools staff (head teachers, teachers)

o community actors (e.g., school-based management committees,
education NGOs, etc.)

4. Identify PD needs for in- e What do the different personnel need to be trained on? (See list of
service and pre-service levels potential topics in Session 4 PowerPoint and Handout 1.) Note that training

content may be the same for different individuals, but may also differ

depending on their roles, responsibilities and needs.




TEACHER PROFESSIONAL DEVELOPMENT

Key activities Questions & considerations to guide planning Your program experience & plans
e How will pre- and in-service PD align and complement each other?
5. Conduct an analysis of e What professional development opportunities currently exist (or have
available PD recently been conducted)?

e What PD has been conducted related to the new EGR program/practices?

e  What is currently being taught in the pre-service or other types of teacher
training programs (i.e., teacher training institutes)?

e  What needs to be reviewed? What is new?

6. Conduct analysis of available e How many teachers need to be trained? Based on number of teachers to be
professional development trained, how many trainers are needed?
staff e  What human resources are available for providing PD? Who in-country has
the knowledge and skills for conducting PD on EGR topics, as well as cross-
cutting issues including gender and disabilities, and inclusive pedagogy?

e What are the gaps? What other personnel resources are available to fill the
gaps (i.e., outside consultants, NGO staff, etc.).

e  Who should conduct the trainings? How should these people be prepared?

7. Identify parameters of teacher | ¢  Based on analysis, what PD modalities (types) are needed (i.e., initial

PD, including: when teachers training in a workshop setting, refresher, coaching, small group-based, peer
(and others) will be trained, learning, etc.)?
for how long, and by whom e Based on the content of PD, type, and availability of PD personnel, where

should training take place (i.e., regional, cluster, school, etc.)? Consider
issues specific to women’s mobility and safety.

e How should training and PD be provided? (e.g., formal workshops, school-
based workshops, one-on-one coaching, etc.)

e How many days of training need to be provided? How much time each day?
Does the training accommodate the needs of parents with childcare
responsibilities, particularly mothers?

e  What topics should be included in initial training? During school-based
trainings/meetings?

e  For rural areas and schools located in crisis/conflict areas, how will PD be
provided? For pastoral areas?

8. Identify EGR resources needed | ¢ What materials do teachers need to be trained to use (i.e., teacher’s guide,
for teacher training and PD student book, decodable and leveled books, resources for children with

disabilities, or other resources) exist that will need to be incorporated into

the training/PD?




TEACHER PROFESSIONAL DEVELOPMENT

Key activities Questions & considerations to guide planning Your program experience & plans

e Are there supplemental resources (i.e., teacher toolkit) for teachers who
are in pastoral or crisis/conflict regions?

e What resources need to be developed to guide and support trainers (e.g., a
trainer guide)? Who will develop them and what is the process and timeline
for doing so?

9. Identify ongoing professional e What follow-up PD is needed? Identify both content and modality.
development and supports for | ¢  Who is available to provide ongoing support (i.e., head teacher, coach, peer

successful implementation teacher, project staff, trainers or others)?

and sustainability e What motivation and incentives for engaging in PD are available? What
could be provided that is appropriate, feasible and sustainable for the
context?

10. Develop plan for monitoring e  Who will conduct M&E?

and evaluating teacher PD; e  What type(s) of data will be collected (i.e. implementation of materials, use

conduct M&E and use it to of scripts, assessment of student outcomes, etc.)? What data is required by

inform ongoing PD efforts USAID?

e  Who will be trained? How will they be trained?

e What is the schedule for data collection?

e  Where will the data be collected (i.e., all schools, randomly selected
schools)?

e How will the data be used (i.e. to inform materials revision, and to
determine teachers’ needs, follow-up training and support, provide
feedback to teachers, etc.)?




ADIN
?\\/?\E G /\/@}
o %,
& G

A

Webinar 5: Teacher and educator professional development in EGR programs

Resources and References

This list was compiled by Reading within REACH, in collaboration with the Global
Reading Network. It accompanies the webinar delivered on July 30, 2019.

Aas, M. (2017). Leaders as learners: developing new leadership practices, Professional Development
in Education, 43:3, 439-453, DOI: 10.1080/19415257.2016.1194878

Ali, T. (2018). Raising teachers’ voices: an in-depth qualitative inquiry into teachers’ working
conditions and professional development needs in Khyber Pakhtunkhwa, a province of Pakistan,
Teacher Development, 22:1, 78-104, DOI: 10.1080/13664530.2017.1308432

Akyeampong, K., Pryor, J., Westbrook, J., & Lussier, K. (2011). Teacher preparation and continuing
educational professional development in Africa. Sussex, England: University of Sussex Center for
International Education.

Amado, A., Daleo, A., AdomBent, M. & Fischer, D. (2017). Engaging teacher educators with the
sustainability agenda: A case study of a pilot professional development program from Ethiopia.
International Journal of Sustainability in Higher Education, Vol. 18 Issue: 5, pp.715-737, https://doi-
org.proxy.lib.fsu.edu/10.1108/1JSHE-02-2016-0029

Andersson, C. & Palm, T. (2017). The impact of formative assessment on student achievement: A
study of the effects of changes to classroom practice after a comprehensive professional
development programme. Learning and Instruction, 49, 92-103=2.

Appova, A., & Arbaugh, F. (2018). Teachers’ motivation to learn: implications for supporting
professional growth. Professional Development in Education, 44:1, 5-21.
DOI: 10.1080/19415257.2017.1280524PD

Archer, A. L., & Hughes, C. A. (2011). Explicit instruction: Effective and efficient teaching. NY: The
Guilford Press.


https://doi-org.proxy.lib.fsu.edu/10.1108/IJSHE-02-2016-0029
https://doi-org.proxy.lib.fsu.edu/10.1108/IJSHE-02-2016-0029
https://doi-org.proxy.lib.fsu.edu/10.1108/IJSHE-02-2016-0029
https://doi-org.proxy.lib.fsu.edu/10.1108/IJSHE-02-2016-0029

Bayar, A. (2014). The components of effective professional development activities in terms of
teachers’ perspective. International Online Journal of Educational Sciences, 6(2), 319-327.

Bennell, P., & Akyeampong, K. (2007). Teacher motivation in sub-Saharan Africa and South Asia.
Grays, Essex: DFID.

Blazer, C. (2005). Literature review on professional development for teachers. Dade County Public
Schools, Miami: Florida.

Brody, D., & Hadar, L. (2011). “I speak prose and | now know it.” Personal development trajectories
among teacher educators in a professional development community. Teaching and Teacher
Education, 27(8), 1223-1234. https://doi.org/10.1016/j.tate.2011.07.002

Burns, M. & Gaible, E. (2005). Using technology to train teachers: Appropriate uses of ICT for
teacher professional development in developing countries. InfoDev. Available at
https://files.eric.ed.gov/fulltext/ED496514.pdf

Clark, S. K., Jones, C. D., Reutzel, D. R., & Andreasen, L. (2013). An examination of the influences of a
teacher preparation program on beginning teachers’ reading instruction. Literacy Research and
Instruction, 52(2), 87-105. https://doi.org/10.1080/19388071.2012.754520

Corcoran, T., McVay, S., & Riordan, K. (2003). Getting it right: The MISE approach to professional
development. Philadelphia, PA: Consortium for Policy Research in Education.

Darling-Hammond, L., & Bransford, J. (2005). Preparing teachers for a changing world. Report of the
committee on teacher education of the national academy of education.

Darling-Hammond, L., Wei, R. C., Andree, A., Richardson, N., & Orphanos, S. (2009). Professional
learning in the learning profession: A status report on teacher development in the U.S. and abroad.
Technical report. Washington, DC: National Staff Development Council and the School Redesign
Network at Stanford University.
https://learningforward.org/docs/pdf/nsdcstudytechnicalreport2009.pdf?sfvrsn=0

DeMonte, J. (2013). High quality professional development for teachers. Center for American
Progress, Washington: DC. Available online: www.americanprogress.org

Dubeck, M. M., Jukes, M. C. H., Brooker, S. J., Drake, T. L. (2015). Designing a program of teacher
professional development to support beginning reading acquisition in coastal Kenya. International
Journal of Educational Development, 41, 88-96.

Dunst, C. J., & Raab (2010). Practitioners’ self-evaluations of contrasting types of professional
development. Journal of Early Interventions, 32(4), 239-254


http://dx.doi.org/10.1016/j.tate.2011.07.002
http://dx.doi.org/10.1016/j.tate.2011.07.002
https://files.eric.ed.gov/fulltext/ED496514.pdf
https://files.eric.ed.gov/fulltext/ED496514.pdf
http://dx.doi.org/10.1080/19388071.2012.754520
http://dx.doi.org/10.1080/19388071.2012.754520
https://learningforward.org/docs/pdf/nsdcstudytechnicalreport2009.pdf?sfvrsn=0
https://learningforward.org/docs/pdf/nsdcstudytechnicalreport2009.pdf?sfvrsn=0
http://www.americanprogress.org/
http://www.americanprogress.org/

Dyer, C., Cholksi, A, lyer, U, Moyade, R, Nigam, N, Purobit, N, et al. (2004). Knowledge for teacher
development in India: The importance of “local knowledge” for in-service education. International
Journal of Educational Development, 24(1), 39-52. DOI:

http://dx.doi/org/10.1016/j ijedudev.2003.09.003

Education Development Center. (2018, April). Zambia can read: Simple steps to achieve big gains.
NY: EDC Available: https://tinyurl.com/y8kagvhwt

Feeney, E. J.,, (2016). How an orientation to learning influences the expansive-restrictive nature of
teacher learning and change. Teacher Development, 20(4), 458-481.
https://doi.org/10.1080/13664530.2016.1161659

Fenchun, M., West, M., Hyo-Jeong, S., & Yancy, T. (2017). Supporting teachers with mobile
technology: Lessons drawn from UNESCO projects in Mexico, Nigeria, Pakistan, and Senegal. Paris,
FR: UNESCO. Available: https://tinyurl.com/y9fdmagk2

Ferguson, R. F. (2006). Five challenges to effective teacher professional development. Journal of
Staff Development, 27(4), 48-52.

French, V.W. (1997). Teachers Must be Learners, Too: Professional Development and National
Teaching Standards. NASSP Bulletin, 81 (585), 38-44.

Freiberg, H. J., H. C. Waxman & W. R. Houston (1987) Enriching feedback to student teachers
through small group discussion. Teacher Education Quarterly, 14, pp. 71-82.

Fullan, M. G., & Miles, M. B. (1992). Getting reform right: What works and what doesn’t. Phi Delta
Kappan, 73(10), 745-752.

Geldenhuys, L., Oosthuizen, L. C. (2015). Challenges influencing teachers’ involvement in continuous
professional development: A South African perspective. Teaching and Teacher Education, 51, 208-
212

Gentile, A. (2006). Professional development to support student achievement. NY: The Teacher
Center.

Gulamhussein, A. (2013). Effective professional development in an era of high stakes accountability.
Center for Public Education, Alexandria: VA.

Guskey, T.R. (2002). Professional development and teacher change. Teachers and Teaching: Theory
and Practice, 8 (3), 381-391.


http://dx.doi/org/10.1016/j_ijedudev.2003.09.003
http://dx.doi/org/10.1016/j_ijedudev.2003.09.003
https://tinyurl.com/y8kqvhwt
https://tinyurl.com/y8kqvhwt
https://tinyurl.com/y9fdmqk2
https://tinyurl.com/y9fdmqk2

Guskey, R. R., & Yoon, K. S. (2009). What works in professional development? Phi Delta Kappan, 90
(7), 495-500.

Hallinger, P., Piyaman, P., & Viseshsiri, P. (2017). Addressing the achievement gap: Exploring
principal leadership and teacher professional learning in urban and rural primary schools in
Thailand, Journal of Educational Administration, Vol. 55 Issue: 6, pp.717-734,
https://doi.org/10.1108/ JEA-12-2016-0142

Hokka, P., Vahasantanen, K., & Mahlakaarto, S. (2017). Teacher educators’ collective professional
agency and identity: Transforming marginality to strength. Teaching and Teacher Education, 63, 36—
46. https://doi.org/10.1016/j.tate.2016.12.001

Hoover, W.A., & Gough, P. B. (1990). The simple view of reading. Reading and Writing, 2 (2), 127-160.

Hwang, H. (2014). The influence of the ecological contexts of teacher education on South Korean
teacher educators’ professional development. Teaching and Teacher Education, 43, 1-14.
https://doi.org/10.1016/j.tate.2014.05.003

lliya, A., & Ifeoma, L., G. (2015). Assessment of teacher motivation approaches in the less developed
countries. Journal of Education and Practice, 6(22) 9pp onlinewww.iiste.org

Ince, A. (2017). Managing risk in complex adult professional learning: the facilitator’s role.
Professional Development in Education, 43:2, 194-211. DOI: 10.1080/19415257.2016.1164743

INEE. (2016). Teachers in Crisis Contexts Training Pack. This resource provides training materials to
build 28 competencies for unqualified or under-qualified teachers working in crisis contexts.
USAID/ECCN supported the piloting of these materials in refugee camps in Kenya and has supported
the distribution of them through INEE. Available at:

http://toolkit.ineesite.org/teacher professional development

INEE. (2015). Where It's Needed Most: Quality Professional Development for All Teachers [Resource
for teacher PD in emergency, crisis and conflict contexts. Available at
https://inee.org/resources/where-its-needed-most-quality-professional-development-all-teachers

Joyce, B., and Showers, B. (2002). Designing Training and Peer Coaching: Our Needs for Learning.
National College for School Leadership. Online: http://www.ncsl.org.uk/ mediastore/ image2/randd-
engaged-joyce.pdf.

Joyce, B., & Showers, B. (2002b). Student achievement through staff development. Alexandria, VA:
ASCD


http://dx.doi.org/10.1016/j.tate.2016.12.001
http://dx.doi.org/10.1016/j.tate.2016.12.001
http://dx.doi.org/10.1016/j.tate.2014.05.003
http://dx.doi.org/10.1016/j.tate.2014.05.003
http://toolkit.ineesite.org/teacher_professional_development
http://toolkit.ineesite.org/teacher_professional_development
https://inee.org/resources/where-its-needed-most-quality-professional-development-all-teachers
https://inee.org/resources/where-its-needed-most-quality-professional-development-all-teachers

Juel, C. (1988). Learning to read and write: A longitudinal study of 54 children from first through
fourth grades. Journal of Educational Psychology, 80, 437-447.

Jukes, et al. (2017). Improving Literacy Instruction in Kenya Through Teacher Professional
Development and Text Messages Support: A Cluster Randomized Trial. Journal of Research on
Educational Effectiveness. Volume 10, Issue 3. Available at
https://www.tandfonline.com/doi/abs/10.1080/19345747.2016.1221487?journalCode=uree20

Kennedy, K. (2007). Curriculum reforms and instructional improvement in Asia. In T. Townsend (Ed.),
Springer international handbook of education: international handbook of school effectiveness and
improvement. Dordrecht, The Netherlands: Springer Science + Business Media. Retrieved from
https://login.proxy.lib.fsu.edu/login?url=https://search.credoreference.com/content/
entry/sprihsei/curriculum_reforms_and_instructional_improvement_in_asia/0?institutionld=2057

Kim, Y.-S., Boyle, H. N., Zuilkowski, S. S., & Nakamura, P. (2016). Landscape report on early grade
literacy. Washington, D.C: USAID. Retrieved from https://globalreadingnetwork.net/publications-

and-research/landscape-report-early-grade-literacy-skills

Kintz, T., Lane, J., Gotwalds, A., & cisterna, D. (2005). Professional development at the local level:
Necessary and sufficient conditions for critical colleagueship. Teaching and Teacher Education, 51,
121-136. http://dx.doi.org/10.1016/].tate.2015.06.0040742-051X/

Kipp, S. (2017). Low-cost, familiar technology for teacher support: Evidence from a SMS campaign
for early grade teachers in Malawi. Presentation delivered at the annual conference of the
Comparative International Education Society (CIES). Atlanta, GA. Available at
http://shared.rti.org/content/low-cost-familiar-tech-teacher-support-evidence-sms-campaign-early-
grade-teachers-malawi

Koetze, J., Taylor, S., & Fleisch, B. (2018). Moving towards cost-effective delivery models of teacher
coaching: Evidence from field experiments in South Africa. World Development Report 2018:
Learning to Realize Education's Promise, Washington, D.C.: World Bank.

Korthagen, F., Loughran, J., & Russell, T. (2006). Developing fundamental principles for teacher
education programs and practices. Teaching and Teacher Education, 22(8), 1020—1041.
https://doi.org/10.1016/j.tate.2006.04.022

Lee, S. J., & Reeves, T. C. (2007). A Significant Contributor to the Field of Educational Technology.
Educational Technology, 47(6), 56-59.

Looney, J. (2011). Developing High-Quality Teachers: teacher evaluation for improvement. European
Journal of Education, 46(4), 440-455.


https://www.tandfonline.com/doi/abs/10.1080/19345747.2016.1221487?journalCode=uree20
https://www.tandfonline.com/doi/abs/10.1080/19345747.2016.1221487?journalCode=uree20
https://login.proxy.lib.fsu.edu/login?url=https://search.credoreference.com/content/%20entry/sprihsei/
https://login.proxy.lib.fsu.edu/login?url=https://search.credoreference.com/content/%20entry/sprihsei/
https://login.proxy.lib.fsu.edu/login?url=https://search.credoreference.com/content/%20entry/sprihsei/
https://login.proxy.lib.fsu.edu/login?url=https://search.credoreference.com/content/%20entry/sprihsei/
https://globalreadingnetwork.net/publications-and-research/landscape-report-early-grade-literacy-skills
https://globalreadingnetwork.net/publications-and-research/landscape-report-early-grade-literacy-skills
https://globalreadingnetwork.net/publications-and-research/landscape-report-early-grade-literacy-skills
https://globalreadingnetwork.net/publications-and-research/landscape-report-early-grade-literacy-skills
http://dx.doi.org/10.1016/j.tate.2015.06.0040742-051X/
http://dx.doi.org/10.1016/j.tate.2015.06.0040742-051X/
http://shared.rti.org/content/low-cost-familiar-tech-teacher-support-evidence-sms-campaign-early-grade-teachers-malawi
http://shared.rti.org/content/low-cost-familiar-tech-teacher-support-evidence-sms-campaign-early-grade-teachers-malawi
http://shared.rti.org/content/low-cost-familiar-tech-teacher-support-evidence-sms-campaign-early-grade-teachers-malawi
http://shared.rti.org/content/low-cost-familiar-tech-teacher-support-evidence-sms-campaign-early-grade-teachers-malawi
http://dx.doi.org/10.1016/j.tate.2006.04.022
http://dx.doi.org/10.1016/j.tate.2006.04.022

McDermott, P., & Allen, N. (2015). Successes and challenges of implementing a teacher education
project in rural Sierra Leone. International Journal of Educational Research, 61, 16-25.

McLaughin, M. W., & Talbert, J. E. (2001). Professional communities and the work of high school
teaching. Chicago, IL: University of Chicago Press.

McDermott, P., & Allen, N. (2015). Successes and challenges of implementing a teacher education
project in rural Sierra Leone. International Journal of Educational Research, 61, 16-25.

Mahmoudi, F., & Ozkan, Y. (2015). Exploring experienced and novice teachers’ perceptions about
professional development activities. Procedia-Social and Behavioral Sciences, 199, 57-64.

Mattos, M. (2017). Malawi Early Grade Reading Activity. Scripting study. Presentation delivered at
the annual conference of the Comparative and International Education Society (CIES). Atlanta, GA.
Available at https://tinyurl.com/ms9zouc

Mattos, M. & Sitabkhan, Y. (2016). Malawi Early Grade Reading Activity. Scripting study report. RTI
International. Available at http://shared.rti.org/content/malawi-early-grade-reading-activity-

scripting-study-report-presentation

Moats, L.C. & Foorman, B.R. (2003).Measuring teacher’s content knowledge of language and
reading. Annuals of Dyslexia, 53: 23. https://doi.org/10.1007/s11881-003-0003-7

Mekonnen, D. M., Fesmire, M., Barnes, A. E., Backman, S., & Ramos-Mattoussi, F. (2018). Changing
teacher educators’ conceptions and practices on literacy instruction: Lessons from teacher
educators’ professional development experiences in Ethiopia. In Sarah Pouezevara (ed.) Cultivating
Dynamic Educators: Case Studies in Teacher Behavior Change in Asia and Africa. RTI

Press. 10.3768/rtipress.2018.bk.0022.1809

Mellegard, |, & Pettersen, K. D. (2016) Teachers’ response to curriculum change: balancing external
and internal change forces, Teacher Development, 20 (2), 181-196, DOI:
10.1080/13664530.2016.1143871

Michaelowa, K. (2002) Teacher Job Satisfaction, Student Achievement, and the Cost of Primary
Education in Francophone Sub-Saharan Africa. Discussion Paper 188, Hamburg Institute of
International Economics. Online: http://hdl.handle.net/10419/19349

Moats, L.C. & Foorman, B.R. (2003). Measuring teacher’s content knowledge of language and
reading. Annuals of Dyslexia, 53: 23. https://doi.org/10.1007/s11881-003-0003-7



http://shared.rti.org/content/malawi-early-grade-reading-activity-scripting-study-report-presentation
http://shared.rti.org/content/malawi-early-grade-reading-activity-scripting-study-report-presentation
http://shared.rti.org/content/malawi-early-grade-reading-activity-scripting-study-report-presentation
http://shared.rti.org/content/malawi-early-grade-reading-activity-scripting-study-report-presentation
https://doi.org/10.1007/s11881-003-0003-7
https://doi.org/10.1007/s11881-003-0003-7
https://doi.org/10.3768/rtipress.2018.bk.0022.1809
https://doi.org/10.3768/rtipress.2018.bk.0022.1809
http://hdl.handle.net/10419/19349
http://hdl.handle.net/10419/19349
https://doi.org/10.1007/s11881-003-0003-7
https://doi.org/10.1007/s11881-003-0003-7

Miao, F., West, M., So, H-J., & Toh, Y. (2017). Supporting teachers with mobile technology: Lessons
Drawn from UNESCO projects in Mexico, Nigeria, Pakistan, and Senegal. Paris, France: UNESCO.
Available at: http://unesdoc.unesco.org/images/0025/002515/251511e.pdf

Nkambule, T., & Mukeredzi, T. G. (2017). Preservice teachers’ professional learning experiences
during rural teaching practice in Acornhoe, Mpumalanga Province. South African Journal of
Education, 37(3), 1-9. https://dx.doi.org/10.15700/saje.v37n3a1371

Olivia, A. D-J., Pozo, R. M., & Franco, E. P. (2016). Teaching competences necessary for developing
key competences of primary education students in Spain: teacher assessments. Teacher
Development, 20:1, 123-145, DOI: 10.1080/13664530.2015.1101390

Orr, D., Westbrook, J. Pryor, J., Durrani, N., Sebba, J., Adu-Yeboah, C. (2013). What are the impacts
and cost-effectiveness of strategies to improve performance of untrained and under-trained teachers
in the classroom in developing countries? London: EPPICentre, Social Science Research Centre,
Institute of Education, University of London.

O’Sullivan, M. C. (2002). Effective follow-up strategies for professional development for primary
teachers in Namibia. Teacher Development, 6:2, 181-203, DOI: 10.1080/13664530200200164

Pflepsen, A. (2018). Coaching in early grade reading programs: Evidence, experiences and
recommendations. A Global Reading Network Resource. Prepared by University Research Co., LLC.
(URC) under the Reading within REACH initiative for USAID’s Building Evidence and Supporting
Innovation to Improve Primary Grade Assistance for the Office of Education (E3/ED). Available at
https://www.globalreadingnetwork.net/sites/default/files/research files/Coaching%20in%20EGR%2
OPrograms REACH%20March%202019 0.pdf

Piper, B., Zuilkowski, S. S., & Mugenda, A. (2014). Improving reading outcomes in Kenya: first-year
effects of the PRIMR Initiative. International Journal of Educational Development.
http://dx.doi.org/10.1016/].iledudev.2014.02.006

Piper, B., Zuilkowski, S. S., Kwayumba, D. & Strigel, C. (2016). Comparing the effectiveness and cost-
effectiveness of ICT interventions for early grade reading in Kenya. International Journal of
Educational Development, 49, 204-214.
https://www.sciencedirect.com/science/article/pii/S0738059316300293

Popova, A., Evans, D. K., & Arancibia, V. (2016). Training Teachers on the Job: What Works and How
to Measure It. Policy Research Working Paper No. 7834. World Bank, Washington, DC. © World
Bank. https://openknowledge.worldbank.org/handle/10986/25150



http://unesdoc.unesco.org/images/0025/002515/251511e.pdf
https://dx.doi.org/10.15700/saje.v37n3a1371
https://dx.doi.org/10.15700/saje.v37n3a1371
https://www.globalreadingnetwork.net/sites/default/files/research_files/Coaching%20in%20EGR%20Programs_REACH%20March%202019_0.pdf
https://www.globalreadingnetwork.net/sites/default/files/research_files/Coaching%20in%20EGR%20Programs_REACH%20March%202019_0.pdf
https://www.globalreadingnetwork.net/sites/default/files/research_files/Coaching%20in%20EGR%20Programs_REACH%20March%202019_0.pdf
https://www.globalreadingnetwork.net/sites/default/files/research_files/Coaching%20in%20EGR%20Programs_REACH%20March%202019_0.pdf
http://dx.doi.org/10.1016/j.iledudev.2014.02.006
http://dx.doi.org/10.1016/j.iledudev.2014.02.006
https://www.sciencedirect.com/science/article/pii/S0738059316300293
https://www.sciencedirect.com/science/article/pii/S0738059316300293
https://openknowledge.worldbank.org/handle/10986/25150
https://openknowledge.worldbank.org/handle/10986/25150

Potolea, D., & Toma, S. (2015). The dynamic and multidimensional structure of the teachers’
professional development. Procedia — Social and Behavioral Sciences, 180, 113-118.

Ragland, R. G. (2017). Impact of discipline-specific professional development: Implementation of
core instructional practices. Teacher Development, 21:1, 118-141, DOI:
10.1080/13664530.2016.1185030

Retallick, J., & Mithani, S. (2003). The impact of professional development program: A study from
Pakistan. Journal of Inservice Education, 29(3), 405-422.

Reutzel, D. & Cooter B. (2013). Teaching Children to Read. English Language Arts: Kindergarten
through Grade 12. (7th Edition). Upper Saddle River, NJ: Pearson.

RTI International. (2017). Assistive technology capacity building initiative endline report: Reading for
Ethiopia’s achievement developed technical assistance. (Strigel, C., Ed.). Raleigh, NC: RTI
International. Available at https://ierc-
publicfiles.s3.amazonaws.com/public/resources/Final%20EGRA%20Braille%20Assessment%20Repor

t O.pdf

RTI International. (2015). Early Grade Reading Assessment (EGRA) Toolkit, 2nd Ed. Washington, DC:
United States Agency for International Development. Available at:
https://www.globalreadingnetwork.net/resources/early-grade-reading-assessment-egra-toolkit-

second-edition

RTI International. (2016). Malawi early grade reading activity: Results of reading assessment for
learners who read braille. Lilongwe, Malawi: USAID Available: https://ierc-
publicfiles.s3.amazonaws.com/public/resources/Final%20EGRA%20Braille%20Assessment%20Repor

t 0.pdf

Rosenholtz, S. J. (1989). Teachers’ workplace: The social organization of schools. New York:
Longman.

Rosenshine, B. (2012). Principles of instruction: research-based strategies that all teachers should
know. American Educator, 36(1), 12. Available at:
https://www.aft.org/sites/default/files/periodicals/Rosenshine.pdf

Rowe, K. (2007). School and teacher effectiveness: Implications of findings from evidence-based
research on teaching and teacher quality. In International Handbook of School Effectiveness and
Improvement (pp. 767-786). Springer, Dordrecht.https://doi.org/10.1080/13664530.2016.1161659


https://ierc-publicfiles.s3.amazonaws.com/public/resources/Final%20EGRA%20Braille%20Assessment%20Report_0.pdf
https://ierc-publicfiles.s3.amazonaws.com/public/resources/Final%20EGRA%20Braille%20Assessment%20Report_0.pdf
https://ierc-publicfiles.s3.amazonaws.com/public/resources/Final%20EGRA%20Braille%20Assessment%20Report_0.pdf
https://ierc-publicfiles.s3.amazonaws.com/public/resources/Final%20EGRA%20Braille%20Assessment%20Report_0.pdf
https://ierc-publicfiles.s3.amazonaws.com/public/resources/Final%20EGRA%20Braille%20Assessment%20Report_0.pdf
https://ierc-publicfiles.s3.amazonaws.com/public/resources/Final%20EGRA%20Braille%20Assessment%20Report_0.pdf
https://www.globalreadingnetwork.net/resources/early-grade-reading-assessment-egra-toolkit-second-edition
https://www.globalreadingnetwork.net/resources/early-grade-reading-assessment-egra-toolkit-second-edition
https://www.globalreadingnetwork.net/resources/early-grade-reading-assessment-egra-toolkit-second-edition
https://www.globalreadingnetwork.net/resources/early-grade-reading-assessment-egra-toolkit-second-edition
https://ierc-publicfiles.s3.amazonaws.com/public/resources/Final%20EGRA%20Braille%20Assessment%20Report_0.pdf
https://ierc-publicfiles.s3.amazonaws.com/public/resources/Final%20EGRA%20Braille%20Assessment%20Report_0.pdf
https://ierc-publicfiles.s3.amazonaws.com/public/resources/Final%20EGRA%20Braille%20Assessment%20Report_0.pdf
https://ierc-publicfiles.s3.amazonaws.com/public/resources/Final%20EGRA%20Braille%20Assessment%20Report_0.pdf
https://ierc-publicfiles.s3.amazonaws.com/public/resources/Final%20EGRA%20Braille%20Assessment%20Report_0.pdf
https://ierc-publicfiles.s3.amazonaws.com/public/resources/Final%20EGRA%20Braille%20Assessment%20Report_0.pdf
https://www.aft.org/sites/default/files/periodicals/Rosenshine.pdf
https://www.aft.org/sites/default/files/periodicals/Rosenshine.pdf

Salinger, T. (2008). Building capacity: An evaluation of Florida literacy and reading excellence (FLaRE)
professional development to high schools. Washington, DC: American Institutes for Research.

SAVE the Children. (Undated). The Foundations of Teaching: Training for educators in core teaching
competencies. Available at
https://static.miraheze.org/foundationsofteachingwiki/2/2a/The Foundations of Teaching.pdf

SAVE the Children. (2012). Literacy boost toolkit: Introduction. Available at
https://www.savethechildren.org/content/dam/global/reports/education-and-child-protection/lit-
bst-toolkit-intro.pdf

SAVE the Children. (2006). Delivering education in conflict-affected fragile states: An inventory of
rewrite the future resources. London, UK: SAVE Available:
https://resourcecentre.savethechildren.net/sites/default/files/documents/2039.pdf

Schon, D. A. (1987). Educating the reflective practitioner: Toward a new design for teaching and
learning in the professions. San Francisco, CA: Josey-Bass.

Snow, C. (2002). Reading for Understanding: Toward an R&D Program in Reading Comprehension.
Santa Monica, CA: RAND Corporation. http://www.rand.org/pubs/monograph reports/MR1465.

Soares, F. (2018). Unpacking PLCs: What evidence do we have about professional learning
communities and how can we produce more? Blog post on FHI 360 website. Available at
https://researchforevidence.fhi360.org/unpacking-plcs-evidence-professional-learning-

communities-can-produce

Strigel, C. (2017). Assistive technology capacity, building initiative. Endline report. Washington, DC:
United States Agency for International Development.

Subitha G. V. (2018) Re-conceptualizing teachers’ continuous professional development within a
new paradigm of change in the Indian context: an analysis of literature and policy documents.
Professional Development in Education, 44:1, 76-91, DOI: 10.1080/19415257.2017.1299029

Tam, W., Tam, W., & Cheng, Y. (2007). Teacher education and professional development for
sustainable school effectiveness. In T. Townsend (Ed.), Springer international handbooks of
education: International handbook of school effectiveness and improvement. Dordrecht, The
Netherlands: Springer Science + Business Media. Available at:
https://search.credoreference.com/content/entry/sprihsei/teacher education and professional d

evelopment for sustainable school effectiveness/0?institutionld=2057



https://static.miraheze.org/foundationsofteachingwiki/2/2a/The_Foundations_of_Teaching.pdf
https://static.miraheze.org/foundationsofteachingwiki/2/2a/The_Foundations_of_Teaching.pdf
https://www.savethechildren.org/content/dam/global/reports/education-and-child-protection/lit-bst-toolkit-intro.pdf
https://www.savethechildren.org/content/dam/global/reports/education-and-child-protection/lit-bst-toolkit-intro.pdf
https://www.savethechildren.org/content/dam/global/reports/education-and-child-protection/lit-bst-toolkit-intro.pdf
https://www.savethechildren.org/content/dam/global/reports/education-and-child-protection/lit-bst-toolkit-intro.pdf
https://resourcecentre.savethechildren.net/sites/default/files/documents/2039.pdf
https://resourcecentre.savethechildren.net/sites/default/files/documents/2039.pdf
http://www.rand.org/pubs/monograph_reports/MR1465
http://www.rand.org/pubs/monograph_reports/MR1465
https://researchforevidence.fhi360.org/unpacking-plcs-evidence-professional-learning-communities-can-produce
https://researchforevidence.fhi360.org/unpacking-plcs-evidence-professional-learning-communities-can-produce
https://researchforevidence.fhi360.org/unpacking-plcs-evidence-professional-learning-communities-can-produce
https://researchforevidence.fhi360.org/unpacking-plcs-evidence-professional-learning-communities-can-produce
https://researchforevidence.fhi360.org/unpacking-plcs-evidence-professional-learning-communities-can-produce
https://researchforevidence.fhi360.org/unpacking-plcs-evidence-professional-learning-communities-can-produce
https://researchforevidence.fhi360.org/unpacking-plcs-evidence-professional-learning-communities-can-produce
https://researchforevidence.fhi360.org/unpacking-plcs-evidence-professional-learning-communities-can-produce
https://researchforevidence.fhi360.org/unpacking-plcs-evidence-professional-learning-communities-can-produce
https://researchforevidence.fhi360.org/unpacking-plcs-evidence-professional-learning-communities-can-produce
https://search.credoreference.com/content/entry/sprihsei/teacher_education_and_professional_development_for_sustainable_school_effectiveness/0?institutionId=2057
https://search.credoreference.com/content/entry/sprihsei/teacher_education_and_professional_development_for_sustainable_school_effectiveness/0?institutionId=2057
https://search.credoreference.com/content/entry/sprihsei/teacher_education_and_professional_development_for_sustainable_school_effectiveness/0?institutionId=2057
https://search.credoreference.com/content/entry/sprihsei/teacher_education_and_professional_development_for_sustainable_school_effectiveness/0?institutionId=2057

Templeton, S. (2002). Effective spelling instruction: It’s a lot more than memorization. Voices
Middle, 9(2), 8-14.

UNESCO. (2011). Positive discipline in the inclusive, learning-friendly classroom: A guide for teachers
and teacher educators. Haddad, C. (Ed.). Bangkok, Thailand: UNESCO. Available at:
http://unesdoc.unesco.org/images/0014/001492/149284e.pdf

United Nations. (n.d.). Sustainable development goals. NY: United Nations. Available at:
https://www.un.org/sustainabledevelopment/education/

USAID (2014). Frontiers in Development: Ending extreme poverty. Shah & Unger (Eds.). Washington,
DC: USAID. Available at: https://www.usaid.gov/frontiers/2014/publication

USAID (2014). Mobiles for reading: A landscape research review. Washington, DC: USAID. Available
at:
http://literacy.org/sites/literacy.org/files/publications/wagner _mobiles4reading usaid june 14.pdf

Van der Klink, M., Kools, Q., Avissar, G., White, S., & Sakata, T. (2017). Professional development of
teacher educators: what do they do? Findings from an explorative international study. Professional
Development in Education, 43:2, 163-178, DOI: 10.1080/19415257.2015.1114506

Vaughn, S.R., Bos, C.S., & Schumm, J.S. (2013). Teaching students who are exceptional, diverse, and
at risk in the general education classroom. Upper Saddle River, NJ: Pearson.

Virginia Department of Education (2004). High-quality professional development criteria. Richmond,
VA: Virginia Department of Education.

Weinberger, Y. (2017). Strategies for effecting system-wide pedagogical change: identifying and
addressing the gap between organizational and pedagogical implementation. Professional
Development in Education, 44(1), 47-61. DOI: 10.1080/19415257.2017.1345776

Wyatt, M. (2013). Motivating teachers in the developing world: Insights from research with English
language in Oman. Springer

Wyatt, M., & Ager, E. O. (2017). Teachers’ cognitions regarding continuing professional
development. ELT Journal, 71(2), pp. 171-185.

World Bank. (2015). Learning outcomes [Web page]. Washington, DC: World Bank.
http://go.worldbank.org/GOBJ17VV90

Yoon, K. S., Duncan, T., Lee, S. W., Scarloss, B. & Shapley, K. L. (2007). Reviewing the Evidence on
How Teacher Professional Development Affects Student Achievement. Issues and Answers Report.

10


http://unesdoc.unesco.org/images/0014/001492/149284e.pdf
http://unesdoc.unesco.org/images/0014/001492/149284e.pdf
https://www.un.org/sustainabledevelopment/education/
https://www.un.org/sustainabledevelopment/education/
https://www.usaid.gov/frontiers/2014/publication
https://www.usaid.gov/frontiers/2014/publication
http://literacy.org/sites/literacy.org/files/publications/wagner_mobiles4reading_usaid_june_14.pdf
http://literacy.org/sites/literacy.org/files/publications/wagner_mobiles4reading_usaid_june_14.pdf

REL 2007 — No. 033. Washington, D.C.: U.S. Department of Education, Institute of Education
Sciences, National Center for Education Evaluation and Regional Assistance, Regional Educational
Laboratory Southwest, 2007. http://ies.ed.gov/ncee/edlabs.

e Younger, M., & George, P. (2013). Developing communities of practice in practice: Overcoming
suspicion and establishing dialogue amongst primary school teachers in Antigua and Barbuda,
Professional Development in Education, 39(3), 3120329.
https://doi.org/10.1080/19415257.2012.724440

e Zakharia, Z., & Bardett, L. (2014). Literacy education in conflict and crisis-affected contexts.
Washington, DC: United States Agency for International Development.
https://www.usaid.gov/what-we-do/education/educating-children-and-youth-crisis-and-conflict-

situations/Literacy-Education-Crisis-Conflict

Resources on ICT and instruction
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competitions and read evaluations at: https://allchildrenreading.org/

* Piper, B., Simmons Zuilkowski, S., Kwayumba, D. & Strigel, C. (2016). Does technology improve

reading outcomes? Comparing the effectiveness and cost-effectiveness of ICT interventions for early
grade reading in Kenya. International Journal of Educational Development, 49, 204-214. Available at

https://www.sciencedirect.com/science/article/pii/S0738059316300293

* Papaya application:

¢ Ethiopia: https://www.rti.org/impact/improving-reading-and-writing-ethiopia

* Uganda example:
https://play.google.com/store/apps/details?id=org.rti.papayaUganda&hl=en US

* RTl International (no date). Technology for Education and Training. Available at
https://www.rti.org/sites/default/files/brochures/ict ed training.pdf

* Ralaingita, W. (2017). Using ICT to support evidence-informed instruction. Presentation at the Open

Learning Exchange (OLE) conference in Kathmandu, Nepal. Available at
http://shared.rti.org/content/using-ict-support-evidence-informed-instruction-presentation

e Stepping Stone mobile app (ACR-GCD awardee): http://sstone.edc.org/

e Strigel, C. (2018) Mobile resources to promote teacher efficacy in teaching children with disabilities
in Ethiopia. Presentation at the annual conference of the Comparative International Education
Society (CIES). Mexico City, Mexico. Available at
http://shared.rti.org/search/site/Strigel%20Ethiopia

Interactive Audio Instruction (IAl):

e  Christina, R. Waves of Change: Using Interactive Audio Instruction to Support the Hardest to

Reach. Available at http://Itd.edc.org/waves-of-change
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SMS:

Christina, R. & Louge, N. (2014). Expanding Access to Early Childhood Development Using
Interactive Audio Instruction. Available at
http://idd.edc.org/resources/publications/expanding-access-early-childhood-development-
using-interactive-audio-instru-0

Jukes, et al. (2017). Improving Literacy Instruction in Kenya Through Teacher Professional
Development and Text Messages Support: A Cluster Randomized Trial. Journal of Research
on Educational Effectiveness. Volume 10, Issue 3. Available at
https://www.tandfonline.com/doi/abs/10.1080/19345747.2016.1221487?journalCode=ure
e20

Kipp, S. (2017). Low-cost, familiar tech for teacher support: Evidence from a SMS campaign
for early grade teachers in Malawi. Presentation at the annual conference at the
Comparative International Education Society (CIES). Atlanta, Georgia. Available at
http://shared.rti.org/content/low-cost-familiar-tech-teacher-support-evidence-sms-
campaign-early-grade-teachers-malawi

* Tangerine:Class (for teacher-conducted assessment) and Tangerine:Tutor (for coaches)
www.tangerinecentral.org

e HearScreen: Hearing and vision screening app: http://shared.rti.org/content/invisible-classroom-
addressing-reading-hurdles-low-vision-and-hard-hearing-students-0
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Coaching and supervision systems (and tools)
to coach—not just collect data

As part of the USAID All Children Reading/Lecture Pour Tous project in support of the Senegalese
national reading program, the Lecture Pour Tous team led by Chemonics International assisted the
Ministry of National Education to make some key early decisions when designing the initial instructional
coaching and supervision framework. These decisions are described below. The Lecture Pour Tous
program is currently testing the coaching approach in half the country and anticipates adjusting it as
needed to craft a system that is both effective in improving teacher instructional practice for reading
and writing and sustainable by the government.

The first key decision was to have a feasible and cohesive strategy that would greatly increase the
likelihood that teachers would receive coaching sessions at least twice a month, while at the same time
identifying a way to provide support and quality oversight to coaching. Knowing that the limited number
of ministry inspectors would not be able to make enough teacher visits, the solution adopted was to
train school directors as coaches. At the same time, inspectors play a complementary role monitoring
and supporting the coaches. Inspectors
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model and begins examining how to cover an increased transport budget as part of policy reform
moving forward.) This system is rounded out by the existing policy — that the program is helping to
operationalize — of teacher peer-learning and professional development sessions (cellules d’animation
pédagogique, or CAP) that take place at the school at least once a month with support from the director
and between multiple schools clustered) at a localized level once a quarter with support from an
inspector to discuss shared questions and practice techniques and lessons related to the reading
instructional approach and materials.

The second key decision program stakeholders made early on was to find a way to get the data needed
on teacher and coaching practice without the drive for data overshadowing the greater need for good
coaching. In this case, the solution being tested is to provide the school director — as the teacher’s
primary coach — with a simplified lesson observation and post-observation coaching tool. This one-page
sheet (see thumbnail) guides the observation and coaching session with a few key tips and prompting
questions, and allows both the director and teacher to track main areas of improvement. However, it
does not overburden the director with data collection in a way that prevents him/her from actively
observing and engaging with the teacher during the session as a true coach. Instead, the inspectors on
their quarterly visits administer the much more detailed teacher practice observation tool that feeds
into program systems for performance monitoring to inform and improve future training and materials
as well as to better differentiate in the support inspectors give to teachers and their directors.

Early experience with the new coaching model has demonstrated that there are yet many challenges to
implementing any instructional coaching scheme at scale, and several conditions needed to make it
successful. In the first few months after launching the effort with 50% of first grade public school
teachers in four regions, over 75% of the school directors observed by inspectors demonstrated good
coaching techniques, but only half of inspectors had visited a school and less than half of all teachers
had a first coaching session. Only some school districts organized CAP professional development
sessions. One problem during this period was an inspector’s strike that halted visits in some zones; thus,
clearly one of the conditions for coaching to work — with the support it requires — is the absence of such
interruptions and an inspector corps that feels it has what it needs to do its job. Additionally, better
planning at the level of each departmental-level inspection office is required to more clearly chart out
the schedule for inspector visits and cluster-level CAPs, with additional initial technical support from the
project to do so. Finally, the early experiences with this coaching model clearly substantiate existing
evidence showing the importance of follow-up, especially at the beginning of reform implementation
before it becomes routine. In the Senegalese case this is done through joint missions of project staff
embedded with the Ministry at the departmental and regional levels together with the persons within
these inspectorates whose job it is to ensure fidelity of implementation of reforms in her/his zone.

Overall, these early experiences with testing the model in Senegal underscore the importance of
systematic engagement from all levels of the education system to increase implementation, even when
coaching is primarily school-based and coaches show relatively high levels of technical competency.

Source: Swift-Morgan, J. (2018). Chemonics International. Written communication to Reading within
REACH.

Related resource: Chemonics International. (2017) Guide du Coaching et de la Supervision de la
Proximité. Premiére édition pilote. Senegal Programme National Lecture Pour Tous.
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Guidance, considerations and resources for
training, supporting & monitoring coaches

Coaches themselves need to be supported on an ongoing basis by those more knowledgeable than they
are with respect to early grade reading pedagogy, assessment and working with teachers. Programs
therefore need to include more professional development opportunities for coaches and monitor its

effectiveness over time.

1. Identify coach learning needs. The first step to
developing an effective coach training and support
program is to identify what coaches’ needs are.
This will depend on what coaches are expected to
do and achieve, and the coaches’ skill level. This in
turn will depend on how long a coach has been
coaching, and also the phase of the program. A
small baseline survey of coach knowledge and skills
may be helpful in identifying what topics coaches
will need to be trained on. Programs should also
keep in mind the skills coaches need to be effective
when identifying learning needs.

2. Develop a comprehensive training program. A few
days of formal training are insufficient for creating
a quality cadre of coaches, particularly in contexts
where most of those recruited to serve as coaches
have little to no background on early grade reading
and how to support teachers. Rather, coaches need
to be provided with multiple opportunities to learn

Providing scaffolded and diverse learning
opportunities to coaches: The case of Nigeria

Coaches participating in a pilot reading program in
two states in Northern Nigeria, conducted through
the USAID- supported Nigeria Reading and Access
Research Activity (RARA), took part in two formal
trainings during the school year, as well as a
separate training on using hand-held tablets to
collect data. Additional professional development
opportunities were provided via two one-day “check-
in meetings” with program staff. These small-group
meetings provided coaches with an opportunity to
review data and information gathered from
monitoring visits of coaches, discuss experiences
and address challenges. Program staff and coaches
both reported that they appreciated these check-in
meetings and found them to be effective in providing
targeted support to coaches.

Source: RTI International (2016)

how to be an effective coach. This will include formal trainings (e.g., workshops), small group
meetings and discussions to discuss timely issues, as well as one-on-one support (“coaching of

coaches”).

Key topics to include in coach training and via ongoing support include:
e Reading (and language) pedagogy and instruction (specific to the new approach used by

teachers they will observe)

e Use of early grade reading materials (specific to the EGR program)

e What it means to be a coach
e Coach roles and responsibilities

e How to conduct an effective coaching visit and observe a lesson

e How to use coach-related tools and resources (e.g., classroom observation protocol, tablet)
e How to develop a positive relationship with teachers

e How to effectively communicate and provide feedback to teachers

See example coach training agenda at the end of this document.




Scaffold and stagger professional development. Training and professional development should be
provided over time. This will help to stagger learning so that coaches do not get overwhelmed with
the amount of new information and skills they need to learn. Scaffolding learning and providing it in
“doses” will also allow coaches to digest new knowledge and practice the skills they are learning,
allowing them to add to their knowledge and skill base. Staggering PD also allows for opportunities
to respond to particular needs and challenges that arise during implementation. For example,
monitoring data may indicate that coaches need more training on particular topics, such as
providing feedback to teachers. Program evaluations are also likely to identify areas for which
teachers need additional support.

Give coaches ample and diverse opportunities to learn and practice what they will be expected to
do. Coaches will need multiple and diverse options for professional development, including formal
training, individual monitoring visits to observe coaches “in action” and provide them with feedback,
and occasional “check-in meetings” with a small group of coaches. Provide opportunities for
learning in a non-threatening environment, such as one that is separate from the teachers that
coaches will observe, so they do not feel “embarrassed” if they make “mistakes” while learning.

Provide explicit training on how to conduct a classroom observation and provide feedback to
teachers. Coaches will need to learn how to carry out an effective lesson observation, including the
tasks they will conduct and the tools they will use. Additionally, they will need to learn how to
provide constructive feedback to teachers, something that may not come naturally in contexts
where coaches have previously held a more supervisory role, and where such critical feedback has
not traditionally been part of professional development. The example below is excerpted from a
coach training guide

Provide opportunities for coaches to apply new knowledge and practice new skills. Training that is
too focused on theory or that takes place only in a workshop setting is likely to be ineffective.
Therefore, training should include opportunities to practice what is learned. Providing coaches-in-
training with opportunities to apply and “try out” what they are learning at schools and with
teachers is critical. Some coach training activities that have been used in EGR programs include:

e  Pair coaches with each other to practice classroom observations. This can take place in a
workshop setting, with one coach trainee playing the role of the teacher while two others
observe and complete the lesson observation instrument. Afterwards, the two trainees can
compare the information they recorded. This activity can also take place at a school with a
real teacher.

e Provide opportunities for coach trainees to practice giving feedback to teachers. This is a
critical aspect of coaches’ role, and usually one of the most difficult, as it requires them to
translate their observations into actionable, effective feedback to the teacher. Experience
has also indicated that providing this type of feedback is something that those serving in the
coach role usually do not have experience providing, nor may it be something that is
culturally familiar. Thus, opportunities to practice providing this type of critical yet
respectful feedback is paramount. During the coach training, give coaches an opportunity to
practice with each other first. Then, it is recommended that they also have an opportunity
to provide feedback to a teacher.



e Use video to support learning. Coach trainees can conduct a practice classroom observation
using a video recording of a teacher delivering a lesson in a real classroom setting. The
trainer can stop the video as needed to discuss what the teacher is doing and how the
coaches might record information about what they are observing. This activity can also be
conducted in groups or pairs, or used as a form of monitoring and assessment during the
training.

Plan for and invest in coach monitoring (to inform ongoing PD). The quality of coaching needs to be
monitored and evaluated to determine whether it is effective, as well as to identify what additional
support coaches may need. Monitoring can include periodic site visits, during which time project
staff or others who have been involved in training coaches can speak with the coach and teacher,
observe the coach and record information about the coach visit. It is recommended that these
“coach monitors” or “coaches-of-coaches” record information on a data collection instrument
(which has been developed and field tested) in a way that that allows data to be aggregated over
time, both for the same coach and for different coaches. This will allow a program to identify trends
at the individual level (e.g., whether a coach is improving across various indicators) and at the group
level (e.g., whether all coaches are successful at a given task, and what they need support on). A
clear plan should be put in place for when and how the data collected during monitoring visits will
be used, how frequently and who will be responsible for analyzing it and communicating it to
different stakeholders. (See text box below for an example of how coach monitoring data was
collected and used in Nigeria to provide feedback and support to coaches.) Information collected
about how well coaches are doing should be used to inform ongoing training and support. It can also
be used to inform program parameters and activities. Lastly, it can be used to provide targeted
support to coaches in need.

Identify strategies to support coaches’ ability to carry out their responsibilities, and for holding
them accountable. Identifying potential barriers to effective coach support of teachers is paramount
during the design phase of a coaching program. Such obstacles may include lack of mandate to serve
as a coach; lack of interest or motivation to serve as a coach; lack of reliable transportation;
unwillingness to travel long distances and/or on bad roads; and feeling unprepared to serve as a
coach/fear of “losing face” with teachers. All stakeholders—including coaches themselves—need to
be involved in identifying potential ways of overcoming these obstacles. Some ideas that have been
used in EGR programs include: incorporating coaching into a ministry staff person’s job description;
getting support from high-level government officials, which is in turn communicated to coaches;
providing transportation allowances to coaches; bringing coaches together periodically so they have
opportunities to share experiences and to feel connected to their peers; and providing an
opportunity for coaches to call or text someone for support when needed. Other ideas include
providing coaches with certificates that are valued within the education system (e.g., lead to
potential pay increase or promotion).

Monitoring coaches to inform ongoing coach PD in Nigeria

As part of the Nigeria RARA program, coaches were monitored by project staff and government
personnel, who observed the coach and recorded information about the coach-teacher visit using a
standardized instrument on a hand-held tablet. The data were aggregated and shared with both
project personnel and coaches. Coaches reported they appreciated how the monitoring data allowed
them to see how they and their peers were progressing over time, which in turn motivated them to
continue doing a challenging job. Project personnel also benefited from being able to identify areas
where additional training was needed, and to make it a focus of individualized and small group training
(via one-day check-in meetings with coaches). Source: Pflepsen, A., Harden, K., & Sankey, S., 2016
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Example coach training agenda 1
Source: FHI 360. (2017). USAID Partnership for Education: Ghana Learning Coaching/School-
Based INSERT Facilitator Guide.

Goal: Coaches will demonstrate the competencies required to effectively coach
teachers as they improve their classroom practices.

Objectives:

+ |dentify the competencies (knowledge, atfifudes and skills) of effective
coaches; and provide example behaviors of each.

+ Use the Literacy Practices Walk-Through (LPWT] tool to collect evidence of
classroom teaching, analyze resulfs, and provide teacher feedback.

+ BExplain the stages of the coaching cycle and provide example activities
and outcomes for each.

+ Clarfy coaching responsibilities: use recording tools; manage work load.
Identify features of school based in-service [SBI) sessions and the coach's
role.

Day 1: Effective Coaches

Session 1 Welcome & Infroductions &0 min
Session 2 Baseline self-Assessment 20 min
Session 3 Bullding on Participant Knowledge 40 min
Session 4 Workshop Cverview & Objectives 10 min
Session 5 'K::é:;fsgg ;:fc;rrngg;ir:;?s. Essential Skills and 110 mrin
Session & Principles of Adult Leaming 20 min

Wrap Up 30 min
Day 2: Literacy Practices Walk-Through Tool (LPWT)

Warm Up 30 min
Session 7 LPWT: Purpose & Feafurss 75 min
Session 8 LPWT: Robust Evidence and Literacy Practices Review 75 min
Session 9 LPWT: Practice 150 min
Session 10 Infro to Reflective Conversations 50 min

Wrap Up 30 min
Day 3

Warm Up 10 min
Session 11 Reflective Conversafions 50 min
Session 12 Constructive Feedback 70 min
Session 13 The Coaching Cycle: Strategies & Outcomes &0 min
Session 14  Record Keeping &0 min
Session 15 School-Based IMSET [SBI): Infroduction 105 min
Session 16 Revisit Self-Assessment 45 min

Wrap Up 30 min




Example coach training agenda 2

Source: Save the Children. (No date). Coaching Guide: A training for instructional supervisors.

Coach Training Overview

Workshop 1

Session Key Topics

Time

1. Makinga Case |e Establish a clear, shared instructional vision

Day

for Coaching

e Current teacher support practices
e Three reasons for coaching:
1. The gap between the support teachers
require and the support teachers receive
2. Low literacy learning of children in the early
grades
3. Research that shows adding coaching is
more effective in changing teachers’ practice
than the combination of theory,
demonstrations and practice

2.5 hours

The Role of a
Coach

e The role of a coach and the coaching cycle

e Characteristics of a successful coach with an
emphasis on the ability to establish trust and
being willing to learn

e The difference between a coach and a supervisor

1 hour

Effective
Literacy
Instruction in
the Classroom

o Key components of effective literacy instruction:
1. The use of time
2. The use of materials
3. Purposeful talk
4. Direct Instruction
5. Assessment

3.5 hours

Resources

e PowerPoints with guiding notes for each session
e Handouts for participants:

1. Print rich classroom checklist

2. Fostering class discussions

Observation and
Feedback
protocols

e Lesson observation protocols (before, during,
after)
e Coaching skills:
1. Observation and note-taking
2. Listening
3. Promoting Reflection
4. Giving effective feedback

6 hours

Organizing for
Coaching

e Plan for coaching and homework:
1. Meet with teachers to fill our Teacher
Professional Development Plan

1 hour




2. Observe and give feedback (xx frequency)
3. ldentify one common development need and
Day provide targeted support in this area
2 Resources e PowerPoints with guiding notes
e Sample Teaching Scenarios
e Handouts for participants:
1. Lesson observation
2. Effective Listening
3. Promoting reflection
4. Feedback
5. Teacher Professional Development Plan template
6. Questions for Observation
7. Observation Schedule template
e Required but not provided: Videos of classroom teaching in
the local context--at least one short one (10-15 minutes) and
one longer one (a full lesson).
Workshop 2
Session Key Topics Time
1. Reflectionand | Reflection on practice and consideration of 1 hour
Sharing implications for future coaching activities
2. Developing e Who is not learning and way? 3.5 hours
Inclusive e Different modalities of teaching and learning
Classroom e Theory of multiple intelligences
Practices e Strategies and accommodations to meet diverse
Day needs
1 3. Planning e Planning inclusive, model lessons for literacy 2.5 hours
demonstration instruction
lessons
Resources e PowerPoint with guiding notes
e Handouts for participants:
1. Ml activity checklist
2. Ml activity tally sheet
3. Ml activity visual chart
4. Strategies and Accommodations
1. Lesson e Modeling inclusive, literacy lessons 6 hours
demonstration | e Peer feedback on model lessons
and feedback
Day |2. Organizing for |e Plan for coaching and homework: 1 hour
2 coaching 1. Observe and give feedback (xx frequency)
2. Review and update Teacher Professional
Development Plans
3. Support lesson planning. Model and co-teach
when appropriate and possible




Workshop 3

Session Key Topics Time
1. Reflectionand | Reflection on practice and consideration of 1 hour
Sharing implications for future coaching activities
2. Classroom e Review goals and protocols of Classroom 4 hours
Visits: Observations 10
Day Preparation and | e Field visit to classrooms minutes
1 Field Visit
3. Debrief e Sharing observations and feedback from 1 hour
Classroom Visit classroom visits 50
minutes
Resources e PowerPoints with guiding notes
1. Professional e Review Existing Professional Development 5 hours
Development opportunities
Within Schools | e«  Why invest in school-based PD
e Peer-to-Peer Observations
e Teacher Learning Circles
2. Organizing for | 3. Plan for coaching and assignment: 1 hour
Day Coaching 1. Observe and give feedback (xx frequency)
2 2. Review and update Teacher Professional
Development plans
3. Establish and support at least one school-based
PD opportunity for teachers
Resources PowerPoints with guiding notes

W e e

Handouts for Participants:
TLC Meeting Structure
Peer Observation Tracker
TLC Tracker




EGR Program Design and Implementation: Best Practices and Resources for Success

Webinar 5: Handout 10
Technology to support coaching at national scale in Kenya

The National Rollout of Coaching with Tangerine in Kenya

Mon, 01/29/2018 - 09:59 By Scott Kipp
This article was co-written by Scott Kipp, Sarah Pouezevara and Benjamin Piper.
Available at: http://shared.rti.org/content/national-rollout-coaching-tangerine-kenya

What do you picture when you think of technology improving education?

If you read that question and started with an image of a child in front a screen, you're not alone — that's what most of
us associate with ‘education technology’. It's hard to avoid wondering what potential there is when a young and
infinitely curious mind has the power of modern technology at their fingertips. But what if the child can’t read? Or
what if the content on their screen just doesn’'t make any sense? Teachers will always be an important mediator
between technology and education. But what if their teacher also needs help with basic skills and pedagogy; who can
they turn to? In Kenya’s more than 24,000 primary schools, the teachers receive support from an instructional coach,
known formally as the Curriculum Support Officer. The coach has a tablet, and the tablet has a Tangerine® (link is
external) tool on it, designed just for them.

Coaches across Kenya have been making regular visits to schools with their Tangerine tablets for more than 3 years
now--and it's working. It's one of the only national-scale, technology-enhanced coaching programs in the world, and
the impact of the education system it supports is clear. The Tangerine tools Kenyan coaches use aren’t magic and
weren't delivered from a lab in some far-away country; the software is effective because it has been developed with
Kenyan educators over several years, beginning in 2012 with PRIMR, the USAID-supported Primary Math and
Reading Initiative. Following on the evidence from PRIMR, the Kenyan Ministry of Education and RTI continued to
improve coaching delivery under the National Tablets Programme (supported by USAID and DfID) and it is this work
that carries on today under the USAID-supported Tusome activity.


http://shared.rti.org/users/scott-kipp
http://shared.rti.org/users/scott-kipp
http://shared.rti.org/content/national-rollout-coaching-tangerine-kenya
http://shared.rti.org/content/national-rollout-coaching-tangerine-kenya
http://www.tangerinecentral.org/
http://www.tangerinecentral.org/
http://www.tangerinecentral.org/
http://www.tangerinecentral.org/

In a newly published article (link is external) in the International Journal of Education and Development using
Information and Communication Technologies, Piper et al. give us a close look under the hood of

how Tangerine:Tutor has evolved in Kenya, and how the data collected as a coaching by-product is used for
accountability and decision-making within the Kenyan Ministry of Education.

What does Tangerine:Tutor do for coaches in Kenya?

In short, it helps them do their job of supporting teachers. When the PRIMR project began working with the Kenyan
Ministry of Education in 2012, the teams could see that changing instructional practice required coaches who could
master the new methodologies and materials being promoted so that they could support teachers to implement them
effectively. This, of course, required being present in the classrooms regularly. Up until then, there had been more
barriers than incentives to do so.

Starting small, the team developed a classroom observation checklist in Tangerine to help coaches see if teachers
were delivering lessons as expected and then give them the right pointers if they weren't. The tablet coaching tools
also included curriculum-aligned formative reading assessments the coaches administer to a few random students so
that teachers and the Ministry get a snapshot of learning progress on each visit. If needed, the coach can pull up a
digitized version of the day’s lesson plan on the tablet to see how well the teacher’s following suggestions for reading
and math instruction. As Tangerine is ‘offline-first’ software, all of this can be done offline by coaches, who upload the
data from their school visits when Internet is available. The data included school name and a GPS location, making it
easy to track which schools were being visited and where gaps remained.

Good coaching can be done without technology - why go digital?

Early on, the team tested the Tangerine: Tutor coaching approach in an experimental study to see if this model was
cost effective compared with other technology used to support learning and teaching. When factoring cost into
impact, Tangerine:Tutor came out ahead of the other technology interventions tested (e-readers and tablets for
teachers), but its impact wasn't statistically significant over the base coaching program as implemented without
tablets. So, why bother? What can technology add?

That's a key question to answer before expanding any technology program, and the authors in the IJEDICT article lay
out the details for us, informed by a survey given to coaches, Ministry stakeholders and partners in Kenya:

o Reliability and Consistency: coaches reported that Tangerine helps to focus their classroom observation
more efficiently, keeping their practice more consistent. Its prompts help them stay alert and engaged during
the observation, have engaging feedback sessions, and better demonstrate appropriate teaching methods
to a teacher, while also tracking teacher and student progress across time. Overall and most importantly,
the coaches felt that the software improved their effectiveness as teacher supporters.

e Accountability: Tangerine data from coaching visits feeds into a national, interactive dashboard. As a first
step, the Tangerine server checks the data’s validity. Once accepted as valid, the data provides county and
national-level Ministry staff the means to answer essential questions about education service delivery: Are
coaching visits taking place where and as often as they should be? How are students and teachers
progressing against learning targets? Are there gaps in achievement that need increased support and
attention, or any particular schools or zones that are falling behind?

Though in theory all of this is achievable without technology, the details of the Kenyan example show that doing so at
a national scale would require vast, intricate and costly efforts to verify and share consistent, reliable data for all the

disparate groups of stakeholders involved. As the IJEDICT article discusses, the online Tangerine dashboard is used
not only to inform higher-level decision-making, it's also viewed by coach supervisors at the sub-county level, serving
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as a means for those directly overseeing coaches to trace progress and provide timely feedback. The digital
advantage Tangerine brings to the coaching equation, as the authors note, serves to professionalize the role of
coaches in Kenya--providing a tool that serves both to help coaches monitor their own impact while also being held to
account by the public Ministry they serve.

Logout

Tutor Menu

Feedback

Subject | Kiswahii v | Class |1

v Week |8 v | Day 1 v

Feedback

yeye hutusomea hekaya tamu tamu.

oto anayetii, Yerusa atakusomea hekaya wakati
wa kulala. Hekaya huwa tamu

Impact

An external program evaluation (2017) showed that within one year, the Tusome reading programme doubled or
tripled outcomes in literacy because of improved coaching. Moreover, the Tusome program had an effect size of .7
standard deviations in one year, which was larger than the impact experienced during the preceding USAID/PRIMR
literacy program (Piper and Zuilkowski (link is external), 2015), the PRIMR mathematics program (Piper et al, 2016)
or DFID/PRIMR pilot programs (Piper et al, 2018 (link is external)).

Behind the national impact, coaching was changing. The survey RTI conducted found that though 84% of County
Directors had given coaches positive feedback based on their Tangerine data, and serious consequences were
reported by 14% of coaches, indicating that in some counties, leadership had used the data generated by the tablets
to push back on poorly performing coaches. These coach-reported findings are echoed by the responses given by
County Directors, who reported on their survey that data provided in the dashboards affected supervisory visits
(66%), methods to address student performance (31%), and decisions to reassign or fire coaches (36%). About half
of Country Directors reported giving negative or positive feedback based on dashboard results.

What's emerged out of the evolution of Tangerine and coaching in Kenya is that when well-trained and well-equipped
coaches do their jobs regularly and consistently, clear and reliable results are achieved. The survey data show that
coaches and their supervisors within the Ministry have developed a shared understanding of what their respective
responsibilities: coaches know how the Ministry will monitor their work and they have the tools in their hands to get
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their job done, a simple recipe for giving the coaches a clear path to success. The Ministry of Education’s enthusiasm
for the tablet model as an effective way to create accountability is demonstrated by their decisions to expand the
tablet model to other civil servant roles in the education sector.

Improvement & Iteration

The research discussed above is just one step in what's been Tangerine’s process of continuous improvement using
human-centered design approaches. Since national rollout of Tangerine began in 2015 in Kenya, the software has
been improved and updated every term based on user feedback and requests to include additional features. More
recently, with support from partners, the team has used Design Sprints (link is external) with Kenyan coaches

and Tusome staff to chart out how Tangerine could continue to improve and better serve coaches. In these sprints,
coaches and Ministry staff work closely with RTI and engineers to decide on priority features. We then quickly begin
prototyping, re-designing and iterating through rapid user tests. As a result of these sprints, several goals are now
driving Tangerine redevelopment:

o Toimprove the case management features that allow coaches to manage their classroom visit schedule,
ensure equal coverage, and better monitor trends by school and in their zone.

e Toinclude additional opportunities to capture audio and video clips during the lesson observation to use
during discussion with teachers, and links to related resources for improving mastery.

o Toimprove the usability of the existing dashboard and to make more data available for the project and the
MOE.

Across all of this work, our goal is to make sure that what Tangerine delivers for coaches and Ministry partners in
Kenya can be shared elsewhere easily--something we are now starting to test as Tangerine:Tutor branches out into
Uganda, Malawi, Sierra Leone and Jordan this year.

Lessons learned

Over the 5-year collaborative journey around Tangerine’s development and use in Kenya, we've learned a fair
amount about what proved valuable for success:

o We have learned that it is essential that the tool work. This is obvious, but it needs to work for a typical
education officer in an offline, accessible location and with limited guidance. To be ready for national scale,
it must work consistently across the range of settings that might occur in a large and diverse country.

o We find that consistent and rapid access to reliable data, in settings that have previously had little
available, can be transformative. The Tusome program’s consistently available data has revolutionized
Kenyan education officers’ view of what is possible, and having each instructional coach be aware that their
data will be consistently reviewed has changed performance and activity.

o We also know that the incentive system matters quite a bit. RTI's work in the region has tried several
mechanisms for providing incentives to coaches. The solution utilized in Kenya is low-cost and actually
affordable by the Kenyan government within the rates already provided by government, but done in a
consistent and reliable way that coaches see as being closely related to their daily classroom support.

o This study shows that it is possible to have light touch ICT systems work at large scale, but that we should
not discount the time spent from 2013 to 2015 in piloting various approaches and responding to user
preferences and learning outcomes data. The program was successful in no small part because we had the
opportunity to test many options, and only then was the larger decision made to settle on scaling up the
option that was cheapest, most impactful, and most tightly related to the behavior change that was essential
to improve reading outcomes.
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Resources and tools to support coaching

Coaches need resources to support their work and to collect data and information. These resources
should align with coaches’ specific responsibilities, skill level and the context, and should only be used if
sufficient training and ongoing monitoring support on how to use them can be provided.

Common tools used to support pedagogical coaching in early grade reading programs are described
below. (Note the names of resources and tools may differ depending on a particular program or
context.)

Lesson observation instrument

What is it and how is it used? Coaches use a lesson observation instrument to guide their observation
of teacher instruction of an early grade reading lesson at the classroom level. The observation
instrument helps to focus coaches’ attention on key components of instruction, and to guide their
feedback to teachers. In early grade reading programs, the observation instrument usually includes a list
of items the coach should pay particular attention to when observing a teacher. These items are linked
to the reading program objectives and lessons.

For example, the observation instrument may include items about the teacher’s instruction of letter
sounds or reading comprehension. These items may be binary, requiring just a “yes” or “no” answer, or
they may require the coach to evaluate the quality of the instruction. Coach observation instruments
also usually ask the coach to provide information about the learning resources available.

Guidance and considerations: One size does not fit all when it comes to lesson observation instruments.
Some key considerations when developing the instrument include:

e Purpose of the observation tool: A tool designed to help coaches and teachers will be different than
one designed specifically for program M&E, although there may be some areas of overlap. An
instrument designed for coaching should be focused on teacher instruction, with the aim of assisting
the coach in providing useful feedback to the teacher.

e  How data will be used: The main purpose of a lesson observation form for coaching is to assist
coaches in providing feedback to teachers. To some degree, coach lesson observations tools are also
used to monitor the implementation of the reading program, but that aspect of the tool’s use
should be modulated. The tool (and coaches’ completion of it) should not become so focused on
fidelity of implementation or other aspects of the program’s M&E that it becomes too time-
consuming and difficult for a coach to complete, and at the expense of focusing the visit on
providing feedback to teachers. (Rather, projects should conduct classroom observations separately,
using a different observation tool designed specifically for M&E.)

e Coach capabilities vis-a-vis classroom observations. A lesson observation tool is only useful if
coaches are able to use it well. This means the items and language need to be understandable to the
coach. A coach needs to be able to reliably record information, and to translate the information
recorded into tangible, useful feedback to the teacher. It's important to realize that the “best”



lesson observation tool in terms of content may not be the “best” in terms of whether coaches in a
given context are able to use it well.

New coaches are likely to benefit from a simpler classroom observation instrument, with fewer
items. This will enable both coaches and teachers to focus on key areas. “Yes/no” options are likely
to be preferable during the initial stages of implementation of a new instructional approach, as
coaches are learning how to observe lesson delivery and provide feedback. Such options will enable
coaches to more quickly identify whether teachers are implementing new instructional strategies
and following the lesson plans.

Nuanced evaluations of the quality of instruction (such as using a Likert scale or a rubric) may be
more feasible once both teachers and coaches are more experienced. For example, after an initial
stage of implementation, coaches may have the skill level needed to assess the relative quality of
the teacher’s instruction, and to in turn provide teachers with specific guidance. Instruments that
are too long will likely result in “information overload” for both coach and teacher. Such tools are
likely more suited to the purpose of program monitoring, and not coaching.

e Time available for lesson observation and coach visit. The amount of time available to observe a
teacher’s lesson and conduct the coach visit are key considerations when developing instrument
content. The number of items should be appropriate for the length of the lesson, as well as for how
much time the coach will have after the lesson to provide feedback to the teacher. An instrument
with too many items will likely result in a coach completing it quickly, and perhaps inaccurately.

e Time available for coach training and support. Rigorous training is needed to teach coaches to use
a lesson observation instrument correctly, uniformly and effectively. This means that coach training
needs to incorporate a significant amount of hands-on practice with the instrument. This can include
observing a mock lesson or observing a video of a lesson that has been recorded. Time should be
spent reviewing coaches’ responses to the items to identify if they understand the items and are
recording information correctly and reliably. Attention should also be paid to how much time
coaches need to completely and accurately complete the observation form. If possible, coaches
should have the opportunity to visit a school to try out the observation form “in real life.”

Programs are encouraged to consider having coaches complete a lesson observation form on paper (as
opposed to on a handheld tablet), since they may be more familiar with that medium. This will help to
focus coaches’ attention on the content of the observation, as opposed to the medium they are using
for recording information.

Teacher feedback form

What is it and how is it used? This tool is for coaches to record the feedback they plan to (or do)
provide to a teacher. This feedback is based on the lesson observation or other activity (such as
assessing students) that a coach may conduct during a visit with a teacher. The purpose of the tool is to
help the coach identify key areas of feedback to guide the post-lesson observation discussion with the
teacher. The coach can take notes during the lesson observation, or immediately after, so that he or she
has a list of items to talk about with the teacher. In some cases, a carbon copy duplicate of the feedback
form may be provided to the teacher, so he or she can refer to it between coach visits. It may also help
the coach and teacher to monitor progress.



Guidance and considerations: A feedback form should not require significant time to complete prior to
the coach’s discussion with a teacher. Programs may want to consider providing a carbon copy so that
coach may keep one copy and give the other to the teacher. Electronic versions of a feedback form may
be useful for monitoring the types of feedback coaches are providing, but coach capabilities vis-a-vis
technology and the amount of time it may take to complete an e-form should be carefully considered.

Student assessment tools

What is it and how is it used? Tools for assessing students often range from formal (e.g., children are
asked to read a pre-determined list of letters, words or sentences while the coach records their
responses) to informal (e.g., a coach circulates amongst students and listens to them reading, or asks
them to read something from their lesson book). The primary purpose of coach-conducted student
assessment tools is to inform feedback to the coach. For example, a coach could note whether the
sample of students he or she listened to could not read a passage from the student book or
predetermined list of items with the level of fluency that would be desired. This information could then
be used to identify areas where the teacher needs to provide additional, improved or targeted
instruction. Secondarily, student assessment data collected by coaches help to inform ongoing teacher
professional development.

Guidance and considerations: Learning to accurately assess students, correctly interpret the results and
effectively use the results to help teachers improve their instruction is a significant skill for coaches to
learn. It is recommended that programs introduce student assessment protocols and tools once coaches
are familiar with their role, have had time to learn how to conduct an accurate student assessment and
have established a positive relationship with the teacher.

Other resources for coaches

What are these and how are they used? Resources for coaches can include training manuals and
reference sheets that can be used before, during and after coach visits. Topics should be related to what
the coach is expected to know and do during the coach visit. The information should also be covered
during the coach training (see Handout 5: Guidance and considerations for training, supporting and
monitoring coaches). Topics may include:

e early grade reading pedagogy

o how to provide effective feedback to coaches

e how to foster positive rapport with teachers

e protocols and guidance for observing teachers and providing feedback

e “talking points” for certain topics

e how to facilitate a group coaching session

e how to assess students

e how to co-teach or demonstrate instructional practices

e case studies and examples

Guidance and considerations: Resources provided should be based on need and should be tailored to
coaches’ needs and skill level. Too many resources may be overwhelming, but too few may result in
coaches feeling like they do not have the support and information they need to be effective. Throughout
the course of the program, monitor how resources are used (or not used) and adjust accordingly.
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Monitoring, evaluation and research on coaching

While coaching has the potential to improve teacher skills and student reading outcomes, significant
gaps remain in what we know about specific aspects of coaching and coach quality, and what is cost-
effective. Topics and questions to research, monitor and evaluate in your EGR program include the
following.

Roles and responsibilities
e Are coaches able to carry out their roles and responsibilities as planned (e.g., what was the level
of fidelity of implementation)?
e What coaching activities do coaches conduct most frequently? Which do they conduct well?
Which do they struggle to implement, and why?
e What is the relative effectiveness of different coach activities?

Coaching frequency and coach-to-teacher ratio

e How many times do coaches visit their assigned schools and teachers (actual vs planned)?

e How many visits do coaches make to specific teachers? If coaches visited some teachers more
than others, why?

e What is the most feasible, cost-effective coach-to-teacher or coach-to-school ratio and coaching
frequency?

e What is the impact of different “dosages” of coaching (e.g., number of visits) on teacher
practices and student outcomes?

Quality of coaching
e What does “quality coaching” look like in a given context?
e What is the quality of coaching provided, overall and by different coaches?
e What indicators can be used to measure and monitor the quality of coaching?
e What aspects of a coach’s background (experience, skills, knowledge) are most strongly
associated with providing quality, effective coaching?
e How does the quality of coaching change over time?

Coach-teacher relationship
e What is the nature of the interaction between coaches and teachers in the program?
e What are teachers’ experiences and attitudes regarding coaching? What coaching activities do
they find more—or less—helpful?
e What aspects of the coach-teacher relationship lead to better coaching outcomes?
e How can positive coach-teacher relationships be fostered?

Coaching professional development and support

e What is the most cost-effective approach (e.g., modalities, frequency and activities) for training
and providing ongoing support to coaches?

Impact of coaching
e What is the impact of coaching on improving teacher instruction and student outcomes?

Answering the above questions is essential to informing the scale up and sustainability of coaching.
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Coach monitoring tool example

To help support and monitor pedagogical coaches participating in a Hausa reading improvement
pilot initiative, the Nigeria Reading and Access Research Activity (RARA) developed an observation
instrument for project staff and master trainers to observe coaches “in action” as they observed and
conferenced with teachers. The staff used the instrument to guide their observation of the coach,
noting information about the following:

e Coach preparation and use of materials

e Coach “fidelity of implementation” to coach visit protocol
e Amount of time spent on coaching activities

e Coach feedback to teachers (content, activities, quality)

e Coach-teacher dynamics

e Strengths and weaknesses of the coaching visit

At the conclusion of the coach’s visit with the teacher, the staff would then meet privately with the
coach to discuss how the visit had gone and strategize with the coach to improve their coaching
practices.

The tool was provided on an electronic tablet in to facilitate the timely input, aggregation, analysis
and use of data. The data was used to inform ongoing coach professional development. The
information gathered using the coach monitoring tool were also shared with coaches during periodic
“check-in” meetings to provide them with additional training and support. Coaches indicated they
appreciated the opportunity to see how they were doing as a group and to track their progress.
Feedback from staff and an analysis of the data indicates that the monitoring tool be modified for
future use.

The tool and a summary of information gathered from it can be found here: RTI International
(2016). Nigeria Reading and Access Research Activity (RARA): Results of an approach to improve
early grade reading in Hausa in Bauchi and Sokoto states. Prepared for USAID under the EdData Il
project, Task Order No. AID-620-BC-14-00002 (RTI Task 26). Research Triangle Park, NC: RTI.
Retrieved from http://pdf.usaid.gov/pdf docs/PAOOKVM1.pdf



http://pdf.usaid.gov/pdf_docs/PA00KVM1.pdf
http://pdf.usaid.gov/pdf_docs/PA00KVM1.pdf
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EGR program planning tool

COACHING: Key activities, questions and considerations

Purpose of this tool:

The purpose of this worksheet is to assist early grade reading teams as they plan and implement their programs. Designed to guide initial
discussions and decisions about program design, implementation, monitoring and evaluation, the worksheet includes a list of key activities,
questions and considerations related to a specific topic. EGR teams are encouraged to complete the worksheet as a team, so all stakeholders’
and collaborators’ ideas can be considered. More detailed planning related to each topic and key activity would then follow.

How to use this tool:

1. Review the list of key activities at different stages of the program cycle.
2. Read and review the key considerations that will guide your planning.
3. Inthe “Your program experience and plans” column, for each key activity:
a. identify steps or tasks that your team will undertake to carry out the activity. Identify key collaborators and people responsible.
If you have already undertaken a particular activity:
i. identify lessons learned or guidance that may inform scale up of the program, or that could be shared with othersin a
similar context (either within the same country or in another country)
ii. identify how you might need to modify an approach if you have encountered challenges during initial implementation,
or if monitoring and evaluation has indicated the approach has not been effective
iii. identify how your approach might need to be modified when the program is scaled up
b. Identify specific challenges with respect to each activity or key consideration. What actions need to be taken and what strategies
may need to be undertaken to address them?



COACHING

Your program

Key activities Questions & considerations to guide planning experience & plans

1. Identify who will serveas | ¢ What groups of people could potentially fulfill the role of a coach in your
coaches context? What are the potential advantages and disadvantages with respect
to different groups who may be recruited as coaches in terms of their skill
level and current responsibility vis-a-vis teacher support? (Consider the skills
required for effective coaching.)

e In contexts where coaching is already underway, what have been the
challenges and successes with the particular group of people/individuals
who are serving as coaches? How might the successes be leveraged and the
challenges be mitigated to support successful scale up and sustainability?

e Are coach-related responsibilities already included in the job description of
the people who will or have been serving as coaches?

e  What is the opinion of the variety of stakeholders (government officials,
teachers, principals, etc.) with respect to who should serve as coaches?

2. Identify roles and e What will coaches be responsible for doing? (Consider the goal of the
responsibilities for reading program, coaches’ skill level, teacher needs, administrative needs,
coaches, and draft a coach and logistical and management issues, such as time and funds available for
“job description” coach visits.)

e Are coach-related job responsibilities already included in the job description
of the personnel identified to serve as coaches? If not, what is the process
for modifying an existing job description to include them?

e How might coach responsibilities be scaffolded to avoid overwhelming
coaches and teachers?

3. Identify coach-to-school e Whatis a realistic and potentially cost-effective coach-to-school, or coach-
(or teacher) ratio and to-teacher ratio? (Consider costs of each visit, travel time to schools,
frequency of visits availability and conditions of transportation, road conditions, etc.)

4. Plan for coach visits What is the goal of the coaching visit?

How much time is available for a coaching visit?

What specific activities will the coach conduct?

How many visits can a coach conduct in a given day, week and month?
What will coaches be expected to do before, during and after each visit?
What resources will the coach need for each visit?

What obstacles might be encountered with respect to coach visits, and how
might these be mitigated or addressed? (e.g., poor quality roads, limited or
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Your program

Key activities Questions & considerations to guide planning experience & plans

irregular public transportation, lack of fuel or funds for transport, safety and

security issues, issues related to gender/female coaches)

5. Develop and procure e What resources are needed to support coaches? (e.g., school visit protocol,
resources for coaches classroom observation tool; see Session 4, Handout 8: Resources and tools
to support coaching for guidance and examples)

e How might technology (hardware and software) be used to support coaches
and data collection? (Consider how much time and how many resources will
be needed to procure, develop and sustain technology inputs and
processes.)

e Pilot test all resources prior to training, and modify them as necessary based
on feedback.

e Identify what resources will be needed for coach transportation, and how
they will be provided.

6. Develop and deliver coach | ¢ What is coaches’ current skill level with respect to their expected roles and
training and professional responsibilities? What areas will need the most support?
development e What topics will be included in the coach training(s)?

e  How will trainings/support be scaffolded and staggered?

e What strategies and activities will be used to train coaches and provide them
with diverse and ample opportunities to practice skills learned?

When will coaches be trained, and over how many days?

e How will they be trained? (e.g., in a workshop setting, in a small-group
setting at schools, or a hybrid approach?) What resources will be needed?

e  Who will train coaches? What training and resources will coach trainers
need?

e What ongoing professional development opportunities will be provided to
coaches?

e What is the plan to monitor and evaluate coach training/PD?

For more details on coach training and support, consult Session 4: Handout 6:

Guidance and considerations for training, supporting and monitoring coaches.

7. Develop monitoring, e  What indicators, tools and process will be used to monitor and evaluate
evaluation, learning and coaching?
research plan for coaching




COACHING

Your program

Key activities Questions & considerations to guide planning experience & plans

e  What research can be embedded in the M&E plan to gain insight into
specific aspects of your coaching program? (See list of potential research in
Session 4, Handout 9: Evaluation and research on coaches and coaching.

e  Who will analyze coach M&E data? When will it be reviewed, and for what

purpose?
8. Conduct M&E, analyze e  What is working well with respect to the coaching program, and why?
findings and communicate | ¢  What challenges are being encountered? What is the source of the
results challenges? What can be done to mitigate them and improve outcomes?

e |sthe coach-school or coach-teacher ratio effective, scalable and
sustainable?

e To whom do results need to be communicated? How and when will results
be communicated and used?

9. Modify implementationas | ¢ Do coach responsibilities need to be modified?
needed e Do additional, or different forms, of training and PD need to be provided?

e Do new or different resources need to be provided?
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