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ABSTRACT
Analysis of the Relationship between Teacher Characteristics and Learner Performance
in English Reading in Namibia.
Henry Isak Amalovu Katali

M. Ed mini-thesis, Department of Comparative Education, University of Western Cape

This mini-thesis investigates the relationship between teacher characteristics and learner
performance in English reading in Namibia. The level of performance in national
examinations is often linked to the level of English proficiency of learners. To address
my research questions about the impact of selected teacher characteristics on learner
performance in English reading in Namibia, I used descriptive, correlation, and
regression analyses in my inquiry. These analyses allow me to measure the multivariate

relationship of more than one independent variable to one dependent variable.

The learners studies were a sample of Grade 6 learners and their teachers who were in
schools in Namibia in 1995. Measures of the learners were age, gender, number of
books in the home, parent education, repetition etc. Measures of the teacher

characteristics were age, gender, qualifications and experience.

The results of the study show that teacher characteristics have an influence, negative or
positive, on learner performance. However, teacher training came out to be a strong

influential variable to learner performance in English language reading in Namibia.
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Chapter I : Introduction

This study sets out to investigate the relationship between teacher characteristics and learner
performance. It seeks to isolate specific educational indicators with regard to teachers and
learners that may have an influence on learner performance. The study further examines the
extent to which of such influences are related to teacher factors. Educational indicators
concerning learners are used as control mechanisms to judge the extent of learner influence
on their performance. This introduction chapter outlines the main features in the
transformation of education in Namibia as a background to the study. It sets out the purpose
for undertaking the study and states the research questions. It further described the

significance of the study and finally, it maps out the organizational structure of the study.

1.1 Education in transformation

After Namibia gained independence in 1990, the government, through the Ministry of Basic
Education and Culture, was faced with many educational challenges that called upon it to
address the issues related to national reconstruction. The government embarked upon
numerous reforms to deal with the undesirable legacy of apartheid education. These reforms
were to be felt in the field of educational organization and practices. These reforms were
undertaken under the banner of the Ministry of Basic Education and Culture’s four broad
educational goals of equity, access, quality, and democratic participation. Among these
educational issues the question of quality in terms of teaching materials, education
infrastructure, teacher training, and teaching and learning, received considerable attention.
The government established new schools and added new classrooms to existing schools. It
designed policies to open up school opportunities to all regardless of race or colour. Further,

most importantly for this study, the government introduced a unified teacher training



programme with an emphasis on a shift from the traditional teacher centered approach to a

more modern learner centered approach in teaching methodology.

How far has the improvement of quality of teaching and learning measured in terms of learner
performance beeﬁ achieved in Namibia by the year 20017 What contributes to the quality of
teaching and learning? Is there any relationship between potential changes in teacher
performance and learner performance? In the absence of research in Namibia, the Southern
Africa Consortium for Monitoring Educational Quality (SACMEQ) survey conducted in
Namibia attempted to answer some of the above questions. The SACMEQ study conducted
in Namibia and in some other countries in southern Africa (Botswana, Kenya, Malawi,
Mauritius, Tanzania, Zambia and Zimbabwe) was specifically looking into the question of the

provision of quality education in those countries.

The Ministry of Basic Education, Culture and Sport in Namibia has found it difficult to
address equity in the distribution of educational facilities, materials, and teachers in the
country. The inequities exist both in quantity and quality. Equitable distribution of teacﬁers
involves allocating teachers of equal qualifications to all regions and schools in an equitable

manner.

The southern and central regions of Namibia have tended to be disproportionately favoured in
terms of the distribution of educational resources in relation to their population. These
resource distribution patterns go back to the apartheid years when Namibia had different
education systems organized along racial lineé. The racially organized education system

included a divided system of teacher training and this therefore resulted in teachers in



different regions following different teacher training programs leading to different

qualifications, and being deployed in an unequal manner.

The evidence' indicates that this legacy left by this skewed distribution of educational
resources led to poor regions with fewer resources having large classes and poorer
educational facilities. Equally, these were the same regions that had poorly qualified teachers
and poor learner performance. The opposite was also true, namely that the regions with better
educational resources had relatively small classes, better qualified teachers and hence the
learners performed better. In 1995 for example, one of the political regions in the north of the
country, Ohangwena, had a teacher/learner ratio of 1:44 compared to that of another region in

the south, Keetmanshoop which had a teacher/learner ratio of 1:20.8 (MBEC, 1996 p.80).

There was also variation in the qualifications of teachers, with some regions having a greater
number of highly qualified teachers than others. The opposite also held true with unqualified
teachers being similarly unequally distributed. It is rare to find an unqualified/untrained
teacher in the schools in the southern region, whilst this is a common phenomenon in the

northern regions.

After the collapse of the apartheid era, the Namibian education system was organized through
one organ, the Ministry of Basic Education and Culture. Under the constitution, all Namibian
learners regardless of race, colour, creed or ethnic origins were to be served by the same
education system. Teacher training and teacher deployment -would also be similarly
restructured in a standarised way. The intentions of these arrangement is more equitable
teacher training, teacher allocation and teaching materials that would lead to a more equitable

quality of teaching and hence to less variation of learner performance on a regional basis.



There are seven educational regions in Namibia, namely Katima Mulilo, Rundu, Ondangwa
East, Ondangwa West, Khori;(as, Windhoek, and Keetmanshoop. The first four regions are in
the north and they are historically disadvantaged economically and educationally. The last
three regions are in the south and were relatively economically and educationally advantaged.
A differential leémer performance has been noticedvbetween the southern regions and the

northern regions with the former performing relatively better than the latter.

The question of the quality of learner performance has often been a central focus for various
stakeholders (parents, learners, employers, school authorities, teachers and their
organizations/unions) in education in different countries of the world in general and in
Namibia in particular. Parents and leamners are interested in learner performance as an index
for better employment prospects or for further study opportunities. Employers use learner
performance for selection when competition for employment is high. In commercial
institutions there is evidence that managers not only select an applicant who is successful in
Accounting, Business Studies or English, but will select one who has scored higher points
overall in the secondary school leaving examination. The school is interested in high leafner
performance to boost the reputation of the school in the community it serves and the authority
under which the school falls. High leamer performance not only raises the status of the
school but also that of all teachers and learners who went through the school and leads to the
perception of schools, teachers, and learners as belonging to the category of high
performance. Often learner performance is used to measure the quality of education. Schools
that performed well are regarded as being of good quality and thus attract the attention of

parents seeking admission for their children.



In Namibia, as in many countries, debates about the quality of education are frequently
conducted in terms of individual performance in standardized national examinations. The
national examinations in Namibia are written in certain grades (grade 10 and 12). All other
grades are tested and marked at class or school level where the results are not made known
locally to the public. The learner performance in the national examination is not only the
result of the work of teacher sin those grades in which they take the examination but also
reflect a culmination of learning from the lower grades. Some learners do not finish primary
school and not all learners take the first national examination. For those learners who do not
finish primary school, it is hard to determine nationally the quality of education they received
from school. The performance of learners in the school-based examinations varies markedly
from region to region, between schools within regions, and notably among different subjects.
As was mentioned above, the examination results led to comments by parents, teacher unions,
student organizations and government officials, speculating on the possible causes of varied
learner performance. Very often, these groups mention factors related to school, learner, and

teacher characteristics. However, these assumptions have not often been tested or verified.

Empirical studies examining factors that are associated with learner performance are rare in
Namibia. The few studies conducted with regard to learner performance as well as the
relevant sections of the annual Namibian education reports have only identified factors that
can be related to high or poor learner performance as reflected in examination results. There
has not been an attempt to rank these causes in order of importance in the light of the
available evidence. No research has been conducted in Namibia on the relationship between
teacher characteristics and the learners’ performance so far. This study attempts to examine
teacher characteristics and see if the variations in the occurrence of these characteristics are

related to variation in learner performance in the various education regions in Namibia. The



study looks specifically at the teacher factors that may have bearings on the learner

performance.

1.2  The purpose of the study

The 1995 Southérn Africa Consortium for Measuring Educational Quality (SACMEW) study
of the Grade 6 learner performance in English, which provides the data for this thesis, showed
remarkable variations in teacher experience, teacher qualifications (professionally and
academic), school facilities and materials among the seven educational regions in Namibia
(Voigts, 1998). The greatest variations were found between regions where the majority of
former white and coloured schools were located and the regions where the majority of
formerly black schools were. Many of the variations that are found between the regions are
the results of the previous separate education systems of apartheid geographical divisions,
organized along racial and ethnic lines. In addition, variations were also found in the Grade 6

learners’ performance in reading English both between and within the regions.

The testing of learner performance in English is crucial in Namibia for the following reasons.
First, according to the constitution of the Republic of Namibia, English is an official language
(Government of Namibia, 1990). Second, English is a medium of instruction in schools from
Grade 4, yet in the majority of schools English is not widely spoken and is not the home
language of most of the learners (MEC, 1993). Third, the majority of teachers who were
trained in Namibia and South Africa, prior to Namibia’s independence, did not receive
training instructions through the medium of English but through an Afrikaans medium of

instruction.



While many of the teachers who were trained through the medium of Afrikaans are teaching
in primary schools today, their level and competence in teaching English remains
questionable. The Ministry of Basic Education Sport and Culture requires constant
monitoring and checking of the level of English competence of teachers for it to be able to
make any necessary intervention. Fourth, a pass mark in English as a subject is a prerequisite
for admission to senior secondary level and to tertiary institutions. It is therefore imperative
that the government, ministry officials, parents, and teachers are aware of the quality of the

teaching and learning of English at the lower grades.

The literature on learner performance considers key factors to be of primary importance in the
promotion of learning. These factors relate to parents’ education level, parent level of wealth,
teaching strategies, availability of teaching and learning materials, teacher quality as
measured in terms of academic and professional qualifications, and learner background, all of
which are seen as having an influence on learner performance. However, the present study
limits itself to examining issues of educational quality in terms of teacher factors while

controlling for learner, school and other factors.

Teacher characteristics in general include items such as teacher age, gender, qualifications,
experience, personality, level of commitment, motivation, etc. For the purpose of this study,
teacher characteristics are defined in terms of the SACMEQ survey category which included
teacher education, qualifications, age, gender, and training. These are some of the factors that
the ministry is in a position to change for the better if it manages to intervene successfully. In
other words, if the ministry becomes aware of the impact of teacher training on learner
performance for example, it could make interventions aimed at raising teacher competence

through training programmes. The purpose of this study is to investigate the relationship



between selected teacher characteristics such as age, gender, and teacher qualifications and
the performance of the Grade 6 learners that are taught by such teachers, in order to judge the

relation to success in reading English in Namibia.

1.3  The reseélrch questions

The study attempts to address the following research questions:

a) Which are the most significant learner characteristics that effect English reading
achievement?

b) Which teacher factors impact most significantly on learner performance in reading
English?

c¢) Controlling for learner characteristics, do teacher characteristics have an effect on learner

English reading performance? If so, how much of an effect?

1.4  The significance of the study

Although this study is undertaken for academic purposes, it stands to benefit the Ministry of
Basic Education Sport and Culture, and its finding is applicable to other settings. Certainly
the finding are more relevant to developing, than developed, countries. These analyses will
help to provide information on how the pattern of teacher distribution in terms of selected

teacher characteristics among the various regions has affected learner performance.

While Namibia has made reasonable strides towards achieving the goal of providing access to
education, having achieved 95 percent net enrollment rate for the 7- to 13 year olds in 1997, it
is far from meeting its equity and quality goals (MBEC, 1998 p.70). This study therefore
serves as a yardstick by which the ministry can measure the extent to which the goal of equity

has been achieved to date. The study will hopefully assist education planners and policy



makers in their planning and making informed decisions that ensure quality teaching and
improve learner performance. It will also add to the existing knowledge and understanding of
the relationship between teacher characteristics and learner performance in relation to other
educational fagtors. The study will provide evidence to parents and other stakeholders in
education with regard to whether their claims and beliefs regarding the determinants of

learner performance are valid.

1.5 The study structure

Chapter Two orients the reader to the history of Namibia and its education system, prior to
and post, independence. It starts by describing the country and the history that is relevant to
the understanding of the context within which this study takes place. Next it describes the
education system with specific reference to major changes that took place after independence
in relation to teacher training, teacher qualifications and learner performance in national
examinations. Chapter Three reviews the related literature on the topic that sets a general
framework for my study. Chapter Four supplies the background information about the
SACMEQ study from which the data for this study was drawn, the SACMEQ study design
and outlines the research design of the present study. Chapter Five presents the descriptive
analysis of the learner characteristics, teacher characteristics, and the English reading test
results for SACMEQ. Chapter Six presents and analyzes the correlation and regression
results. Chapter Seven concludes the mini-thesis in the form of a summary and discussions of

the main research findings.



Chapter 2 : History of Namibia and its education system

The purpose of this chapter is to éive a short background to assist in understanding the history
of Namibia as a country and the parameters of the formal education system within which this
study takes place. The chapter will discuss the education system in Namibia during the time
when missionaries first arrived in Namibia and when it was under the German and South
African administrations. Also, it will discuss teachers and teacher education prior to and post
independence, while reference will be made to educational reform, with particular reference

to the question of equity and quality as mentioned in the previous chapter.

2.1  Namibia : The country

The size of Namibia is 824,295 square kilometers with an estimated population of 1.7m as at
the 1991 population census. Namibia (formerly South West Africa) was a German colony and
subsequently a South African mandated territory from 1880 - 1990. A liberation war of
independence was fought between the People Liberation Army of Namibia (PLAN) under the
banner of the South West Africa People’s Organization (SWAPO) from 1966 to 1989. In
1990, after a long and bitter war fought in the name of freedom and self-determination
Namibia got its independence from South African and the new government set about

constructing a more democratic and egalitarian society.

2.2  Education under the missionaries
Although traditional education existed before the arrival of the white man, formal education
in Namibia can be traced back to the establishment of the Augustinium School - at

Otjimbingwe by the Rhenish Missionary Society in 1866. As in most parts of Africa, formal

10



education in Namibia was associated with the introduction of the written work by

missionaries as a by-product of their evangelical word (N amibia, 1986).

The purpose ‘of missionary education was to convert the indigenous Namibians to
Christianity. Basic literacy and numeracy classes were introduced to enable the Namibians to
read the Bible and engage in trade and enterprise. In Namibia, it can therefore be said that
education spread concurrently with the spread of the Christian gospel. When a church was
established, a form of schooling was started, firstly for adults and later for younger children.
Educational policy went through various stages under the German and the South African
administrations. However, there was never a complete take over from the missionaries of

education by the various colonial governments.

This parallel provision by state and church is still a feature of education in Namibia today.
There are still some private schools administered by the church, with or without subsidy by
the state. The church schools were perceived to offer better education to the blacks than state
schools. However, with the integration of schools after independence, there is evidence that
the learner performance in church schools is similar to that of learners in former white

schools.

2.3  Education under apartheid South Africa

Shinyemba (1999 p.9) stated that by 1923, the South Africa colonial government had imposed
a ‘normal’ course of schooling in Namibia with a curriculum restricted to reading, writing,
arithmetic, religion and singing, all taught in a local language. After 1918, under the South
African administration, education was gradually separated for all racial and ethical groups -

the policy of apartheid. Under apartheid policy until independence in 1990, there were eleven
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of these racial and ethical education authorities with separate administrations, teacher training

institutions, programmes, and separate budget allocation.

By the time of independence in 1990, many Namibians had managed to acquire some degree
of education be);ond literacy and humeracy skills from within Namibia, South Africa, and
from other countries. The majority of these were students who benefited from solidarity
scholarships offered to SWAPO by governments and other organizations from both inside

and outside Namibia.

2.4  Post independence education systems

From the management under the eleven separate authorities before Namibia’s independence,
education has changed to being presently managed through two ministries. The Ministry of
Basic Education and Culture (MBEC) is in charge of Basic Education, Sport and Culture,
including Adult and Continuing Education and Special Education. The Ministry of Higher
Education Training and Employment Creation (MHETEC) is responsible for Higher

Education and Vocational Training,.

Pre- Primary Schools, where they exist, have not been the responsibility of the Ministry of
Basic Education Culture as from 1994. Pre-Primary schools became the responsibility of the
Ministry of Regional, Local Government, and Housing or the community. Some ministries
also offer training in their related fields, for example, the Ministry of Agriculture and the

Ministry of Fisheries and Marine Resources run their own training institutions.

The Namibian formal education system comprises twelve years of schooling, divided as

presented in figure 1.1 below:

12



Table 1.1 : Formal Education Structure in Namibia

Phase Grade Duration Expected age in Grade
Junior Primary 1-4 4 6-10
Senior Primary 5-7 3 10-13
Junior Secondary 8-10 3 13-16
Senior Secondary 11-12 2 17-18

Source: (MBEC, 1983 p.100)

Many schools do not follow the above divisions. The term “combined school” is used to
describe schools that offer a mix of primary and secondary provision. While most of the
schools in Namibia belong to the state, there is a constitutional provision allowing for the
existence of private schools. In 1995 of all Grade 1 to 12 learners, only 4.1 percent were

enrolled in private schools (MBEC, 1996).

Education is compulsory from the age of 6 to 16 or when a learner has completed primary
education, whichever comes first. A child has to turn 6 years old by January of the year he or
she starts school. As a result, some children start school at the age of seven. Namibia does
not have enough schools and resources to accommodate all school age going children. There
is therefore no law in place that forces parents to send their children to school.
Notwithstanding the absence of the said law, learner enrollments have grown substantially
since independence. According to the Education Management Information Systems (EMIS)
1996 report, this represented a growing demand for education in the post independence
period. As a result of this late start many over-age learners are found in primary school

grades, bringing the Gross Enrollment Rate (GER) to 136 percent while the Net Enroliment

13



Rate (NER) was 95.2 percent in 1995 (MBEC 1996, p.24). The NER tells us that there were

less than 10 percent of the seven- to thirteen-year-old children not attending school in 1995.

2.5  Teacher education prior to and post independence

Prior to indepeﬁdence, Namibia had separate teacher's colleges for each racial group.
Teachers received varied teacher training, based on the racial group they were going to serve.
This meant varied entry requirements, organization, curricula, content, and different duration
of the various courses and variation in the quality of the courses offered. For example, in the
1970’s while teacher training for whites required Junior Secondary Certificate for entry to
Teacher Training College, training for black teachers only required a Primary Education
Certificate. Again the duration of courses for the two groups above was three years and two
years for primary teachers, of teacher training respectively. This has resulted in the varied

qualifications and levels amongst teachers that are in the education system today.

The Baseline Study into the Namibian Science and Mathematics teaching force reports 18
different teaching qualifications in possession of Namibian teachers, excluding those not
obtained in Namibia and South Africa (MBEC, 1996 p.15). The majority of teachers who
were not trained in Namibia or in South Africa were trained through SWAPO while in exile.
According to Shinyemba, (1999 p.15) teachers were trained at the United Nations Institute for
Namibia that was established in 1982 in Lusaka, Zambia. The Baseline Study report
continued by stressing that these varied qualifications represent different quality and
competence among the teachers. This statement was echoed by remarks such as the
following:

“The various teacher education programs had different entry requirements, scope,

14



duration, organization and focus. Some were very resource intensive, developed
extended competencies, and provided relatively high-level qualifications. Others

were far more rudimentary, providing minimal qualifications.”

MEC 1993, p.78

Shortly after independence in 1990, new programmes for teacher education were introduced.
Three types of teacher education were developed for all prospective schoolteachers. The
Basic Education Teacher Diploma (BETD), a Technical and Vocational Instructor
qualification to teach Technical pre-vocational subjects, and a Senior Secondary School
Teacher qualification specializing in teaching the last two years of secondary education. The
BETD is a unified teacher education programme designed to prepare teachers for basic
education (Grades 1 to 10), combining a common core foundation with specialization in
relation to phases or levels of schooling and subject areas (N ghiitwikwa, E.T. [1998]). The
DETD is a replica of an Integrated Teacher Training Programme developed for Namibians in

exile (Shinyemba, D.N. [1996], p.15).

2.6  Administration of the education system

Prior to independence, each ethnic group administered its education system under the South
African colonial policy of apartheid. After independence a unified education system with
central administration was introduced. While education in Namibia is now highly centralized
in terms of policy-making and curriculum formulation, there has been a degree of
decentralization of some functions (to the seven regions each headed by a Regional Director
of Education), including monitoring of policy and curriculum implementation, school
inspection, teacher recruitment etc. Regions are further divided into circuits headed by a

Circuit Inspector who oversees a group of schools in some regions. Some regions have

15



established District Education Offices from which inspectors and other education officials

operate.

Chapter 3: Literature review

The framework used in exploring the relationship between learner and teacher characteristics
and learner performance in Namibia is derived from two bodies of literature. The first has to
do with the concept of quality education and the second is tﬁe literature that seeks to identify
factors related to learner performance. This chapter reviews the literature related to studies
that seek to establish whether or not there is a relationship between teacher characteristics and

learner performance.
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One of the general aims of schooling is to get children through the formal education system
with the skills, knowledge, attitudes and a set of values that will make it possible for children
to be prepared to contribute meaningfully to the society. Some of these educational outcomes
are difficult to measure. Whatever their limitations, the education systems in Namibia and
elsewhere regard and use tests and examination as key tools for measuring learner
performance. Teachers, often attract blame from the public when learners perform poorly. It
is seldom that teachers get direct credit for their work when learners’ performance is good.

People tend to give this credit to the learners.

Teachers in schools differ in terms of age, gender, qualifications, experience, personality,
attitudes and commitment towards their work etc. The differences in teacher characteristics
may well have different impacts on learner performance. In an attempt to qualify the
statement that teachers should share the blame for poor learner performance, it is necessary to

look into the relationship between teacher characteristics and learner performance.

Writers such as Williams (1979) Schmelkes et al (1996), and Kay-ming (1996) regard the
teacher as one of the important resource factors in quality educational provision.
Mwamwenda and Mwamwenda (1989) concluded in support of research findings by Brophy
(1986) and Fuller and Kapakasa (1991 p.123) that teacher factors showed a positive effect on
the learners’ academic performance. The above findings suggest that there is strong evidence
to support the assertion that teachers have a strong influence, either positive and negative, on

learner performance.

The academic achievement of learners is an outcome of a multiplicity of factors including

teacher quality. The issue of teacher quality is delicate and complex. Although it is not
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central to this study, a high level of learner performance cannot be divorced from teacher
quality. In an attempt to exi)lain teacher quality, Fuller and Kapakasa (1991 p.123) regard
classroom conditions such as class size, pupil skills, instructional materials and teacher
background in terms of social class, language skills, and training as factors that can be used to

determine the qué.lity of a teacher.

Heyneman and Loxley (1983 p.1162) failed to define teacher quality. However, they
concluded that the effect of teacher quality on academic achievement is less than that of
family background and other student characteristics. They were dissatisfied with the above
" conclusion because it was based on research done in Europe, North America, and Japan. The
same concern was raised by Fuller (1987) when he said that most of the evidence on school
effects was from the United States of America and England. This suggests that research
conducted in other countries, especially in developing countries, on school effects to learner
performance could have very different results.
In their paper which sought to investigate pupil achievement in Africa, Latin America, and
the Middle East, Heyneman and Loxley (1983) concluded that the development status of a
country impacts on the effect various factors may have on pupils’ achievement. In a different
study about pupil achievement they concluded that if a study includes socio-economically
varied countries (which includes both less developed in Africa, Asia, Europe, and Latin
America and in developed countries) the effect of the school and the teachers are the
predominant factors which influence pupils performance. Socioeconomics influence was
found to have more impact in less developed than in developed countries. This tendency
toward different impact of teacher factors and learner achievement between developed and
developing countries became more evident when the effect of school and teacher quality was

correlated with the national per capita income. The available data from this correlation
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suggests that the poorer the country, the greater the impact of school and teacher quality on

achievement.

In Botswana, Mwamwenda and Mwamwenda (1992) conducted a study to investigate
teachers’ views on the improvement of quality education and successful student performance
in their last primary school level (Std. 7). The study concluded that the quality of education
which leads to learner performance does not happen in the absence of what was referred to as
the “basic infrastructures”. Those “basic infrastructures’ were identified as qualified teachers,
classrooms, learning and instructional materials, level of teacher education and experience of
teaching staff. All things being equal, the teacher characteristics (qualifications of teachers
and the teaching experience) have been identified as key contributing factors to the quality of
education and to learner performance. The teacher qualification and the training that goes
with it are aimed at enabling a teacher to do his/her work competently and professionally.
The research puts an emphasis on the professional training of teachers when it assumes that

professionally trained teachers contribute more to quality education than untrained teachers.

A cross national analysis of case studies that sought to investigate the quality of primary
schools in different development contexts measures in learner performance, concluded by-
confirming a positive correlation between the importance of teacher training and teacher
experience, and learner achievement or outcomes. The same studies also concluded that
although material conditions and teacher background are important factors, schools with the
same learning materials yielded different achievement in language literacy and
mathematics/arithmetic skills. The above findings show how difficult it can be to precisely

point out the factors that influence learner performance. Carron and Chau had this to say:
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“Indeed, differences in results are more related to quality of the teacher than to the
availability of equipment....... Competence which is the result of training and

experience was found to be important to some extent. ?

(Carron and Chau, 1996 p.263)

The lack of competence as defined above could affect teachers in two ways. Firstly, their
teaching of the subject is poor and secondly, they tend to devote less time to areas they feel
they are not confident to teach. However, Carron and Chau, (1996 p.263) continue to argue
that competence without motivation, as was revealed by individual schools results, tended not

to be a sufficient condition for efficient learning and teaching process to take place.

It is often argued that qualification alone does not guarantee excellent teacher performance on
the one hand. On the other hand, a higher level of education and training gives an individual
teacher the knowledge and the teaching skills that unqualified teachers do not get. Brophy
(1986) in his process-product study related to teacher influence on student performance from
the behavioural point of view concluded that the quality of teachers make a differencé in

learner performance.

The finding among other things indicated that performance is maximized when teachers
emphasize instruction as basic to their role. Learner performance is also maximized both by
high expectation of teachers from learners to perform better, and by allocating more time to
academic activities than to discipline or keeping order. - High performance was also found to
be a result of teacher time management. Teachers who apply effective time management
establish efficient learning environments that support effective instruction and determine the

amount of time spent on academic tasks and the way a teacher structures the lesson in relation
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to what learners already know. There is some evidence that teacher performance is improved
in contexts where there is a high degree of expectation of teachers - that they will work hard,
that they respect the needs of their students, and that they prepare students in a systematic
manner. However, the research does not say whether all teachers at whatever level possess

these required skills or how they are to be promoted.

People often debate the ability of teachers based on gender. In their study, Mwamwenda and
Mwamwenda (1989) investigated the relationship between gender, teaching experience, and
pupils’ academic achievement in Botswana. The research found that learners taught
mathematics by male teachers performed better than those learners taught by female teachers.
Female teachers were found to be better at teaching language than male teachers. Saha,
(1983) in a comparative analysis of research studies by Coleman, (1966), Jencks, (1972)
Bowles and Gintis, (1976), Rosenshine, (1971); Averch et al., (1974) etc., tried to find an
explanation for variations in results relating to the teacher and achievement relationship in
developed and less developed countries. He concluded with the following statement:-
“In spite of the large number of research attempts to analyze and measure the effects
of school and teachers on student performance, and of several efforts to summarize
and synthesize these researches, there is no clear-cut evidence for the existence of an
unambiguous relationship”.

(Saha, 1983, p.71)

The overall pattern of relationship that pertain to students’ success suggests that teacher
factors can exert positive effects, or no effects, and, even sometimes, negative effects on

student achievement. What came out clearly as a conclusion though, in the Botswana study,
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was that male teachers were successful in science teaching while females did better in

language teaching and related subjects.

The result of the study on teaching experience revealed that learners who were taught by
experienced teacﬁers performed faf better than those téught by inexperienced teachers. In her
evaluation report of the Working Party Committee in the investigation into rural black
education provision in South Africa, Bot (1988) stated that teaching experience was a vital
component in identifying the poor quality of education provision in rural black schools. Her
argument was that a key factor to understanding why education was poor among the rural
schools she studies was because a high proportion of teachers were young and had little
professional experience. By implication, she attributed the poor quality of education to young
and inexperienced teachers. Mwamwenda (1992) confirmed the findings of the earlier study
that concluded that learners taught by experienced teachers out-performed their counterparts

who were taught by inexperienced teachers in the Standard 7 national examinations in

Botswana.

The findings regarding experienced and inexperienced teachers and their effect on learner
performance in the Botswana study raise an jmportant question as to whether this only
happens in language and mathematics or whether there are similar patterns in which a
particular gender has greater success in teaching certain subjects. Could this perhaps relate to
the perception of and teaching received by the male and female teachers during their

schooling and training?

There are two sides to the issue of experienced and inexperienced teachers. While it has been

in some instances proved that experience teachers performed better than inexperienced
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teachers, other factors could have influenced these findings. One factor could be the time at
which the research was conducted in relation to the content and teaching method used in
schools. Experienced teachers who received teacher training a long time ago are likely to do
better if no change (to content and teaching methods) has been brought into the education
system by the time the research was conducted. There is a need for a study that tests this
conclusion in a situation where there is a change in the education system in which
experienced teachers may have a problem revising old teaching methods in teaching when

they may lack the latest knowledge of the subject content or methodology.

None of the research reviewed has made an attempt to analyse the reasons underlying the
results. The reason for experienced teacher doing well may be attributed to the way the tests
and examination questions ére set. [Experienced teachers have a greater advantage in
mastering the examination technique over inexperienced teachers. Experienced teachers
might drill learners only on those aspects that are likely to appear in the examinations. If this
is the case then, it could be that the problem is not the teaching experience that counts but the
experience in examinations preparation. There is a need for more research about the general
knowledge of learners taught by experienced and inexperienced teachers before these findings

can be generalized.

Another study carried out by the World Bank concluded that there is a relationship between
teacher characteristics and learner performance. Among the thirty-two studies reviewed,
sixteen of them showed that teacher characteristics have positive effects on the scholastic
achievement of pupils (Orbach, 1992) These researchers demonstrated very clearly that
teacher training has effects on students outcome; intelligent and knowledgeable teachers

produce high student performance; teachers’ own schooling (education) emerged as important
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for primary and secondary teaching, and for subjects requiring skills such as mathematics,
science and literature. The evidence indicates that training of teachers might make a

significant difference too.

A study similarl to that done by Orbach, (1992) .was conducted by Mwamwenda and
Mwamwenda (1989) in primary schools in Botswana. The aim of the study was to investigate
the relationship between teacher characteristics such as gender, teaching experience, and
learner performance. The results of the study show that in overall performance, learners
taught by experienced teachers had higher mean scores than those learners who were taught
by less experienced teachers. The same phenomenon held true in mathematics where learners
taught by experienced teachers out-performed their counterparts who were taught by less

experienced teachers. The same pattern emerged in Science and English.

With regard to gender, the results showed that the overall performance of learners taught by
female teachers had higher mean scores than those learners who were taught by male
teachers. The results were the same for English, Social Studies and for Scieﬁce.
Mathematics was the only exception, in which learners who were taught by male teachers
performed better than their counterparts who were taught by female teachers. The study
therefore reinforced earlier studies that argued that experience has a positive effect on learners
performance and that there is a significant difference in performance between learners taught

by male and female teachers.

In explaining the difference between gender difference in performance, Warwick and Jatoi
(1991) attribute the problem to attitude and beliefs. Mathematics, they say, is regarded a male

subject and teachers encourage male learners and discourage or do not make as much effort in
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helping female learners. The results from the study carried out in Botswana cited earlier

could probably be because of the perception and belief people have about Mathematics.

This chapter has examined the contribution of different pieces of research to our
understanding of the relationship between teacher characteristics and learner performance.
Literature has shown that various factors, including teacher characteristics, contribute to
learner performance in different ways. The effect teacher characteristics have on learner
performance can be influenced by the socio economic status of a country. For example, a
qualified teacher only becomes an issue in studies conducted in less developed countries, but
not in developed countries. It is therefore difficult to come up with research that can be
representative of all regions of the world. For the purpose of finding solutions to countries in
different setting, both geographical and economical or at particular stages of development, it
is imperative to continue with more research as a way of monitoring the change, if any, in the

effect of different teacher characteristics on learner performance.

Most of the studies reviewed above do not explain underlying reasons. However, these
studies are sufficient to build a foundation on which future research can be based. With these
earlier research findings as background, this present research expands on the research base by
adding teacher age and teacher qualification to the teacher characteristics. The present study
goes beyond the identifications of factors related to learner performance only, but it attempts

to investigate the specific contribution of teacher factors to learner performance.
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Chapter 4 : Research Design and Methodology

The data analyzed in this study was drawn from the survey undertaken by the Southern
African Consortium for Monitoring Educational Quality (SACMEQ). SACMEQ was jointly
initiated by the Ministries of Education from participant countries in Southern Africa and
takes the form of a cdnsortium established to investigate and monitor the quality of education
delivery in those countries. The countries involved in the launch in 1995 were Kenya,
Malawi, Mauritius, Namibia, Tanzania (Mainland), Tanzania (Zanzibar), Zambia, and

Zimbabwe. Lesotho, Swaziland, Botswana, Mozambique, and South Africa joined recently to

26



take part in the preparation and design of the second round of the SACMEQ research study

that was conducted in each participant country late in the year 2000.

This chapter will give the background to the formation and purpose of SACMEQ), the study
design and methods used to carry out the study, as well as the design and methodology for the

present study.

41 The Southern Africa Consortium for Monitoring Educational Quality
(SACMEQ)

SACMEQ was launched in Harare, Zimbabwe, in February 1995. The launching of this
consortium was the outcome of a survey for monitoring educational quality conducted by the
Ministry of Education and Culture in Zimbabwe in cooperation with the International Institute
for Educational Planning (IIEP), a UNESCO training institution in Paris, in 1991 (Kulpoo et

al., 1995).

According to Machingaidze et al, (1998), the 1991 study in Zimbabwe was conducted with
the co-operation of the Zimbabwean Government to effect an investigation following
curricular reforms designed at upgrading the quality of education. The investigation was also
meant to address the question of curriculum relevance and to achieve equitable provision of

educational services in that country.

As a background to this initiative, proper information was needed to inform decisions on
inputs to be provided to schools, determine the processes that would take place, and the
outcomes that should be targeted. The information contained in the annual education census

collected by the Ministry of Basic Education and Culture in Zimbabwe was deemed to be
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insufficient for the exercise (Machingaidze et al, 1998). It was against this background that
Zimbabwe developed a set of indicators of quality education with the help of the I[EP staff in
1991. The IIEP staff helpéd mainly with research expertise and logistics and the

technicalities in developing the indicators of quality education.

The research study and the report that was produced was well received and respected in the
Southern Africa sub-region because of its perceived positive impact upon educational policy
in Zimbabwe. The report produced was followed by two workshops. One workshop was
held in Harare and another in Paris, conducted for 50 educational planners form the Southern
Africa sub-region in 1992 and 1993 respectively. The workshops were designed to equip the
educational planners with the technical skills and materials required in undertaking a national
study on primary schools. The workshop materials and the skills gained from the workshops
inspired those who attended the workshop to launch similar research studies in their own
countries.

After the workshops the educational planners prepared a proposal to establish a sub-regional
project aimed at monitoring progress towards achieving the educational goals defined by the
1990 Jomtien conference on “Educational for All”. This proposal was developed into a major
research plan at meetings in Paris (1993) and in Harare (1994). The development of this
proposal involved the education minisfers and other high ranked officials from the Southern
Africa Sub-region (Kulpoo, 1998). It was on the basis of this research plan that the Southern
Africa Consortium for Monitoring Educational Quality (SACMEQ) was launched in Paris in
February 1995, and subsequently the first SACMEQ research study in 1995 was initiated.
The SAMEQ (1995) study results for Namibia provided the basis for analysis and correlation

of my present study.
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One of the inspirations for these workshop participants to conduct similar research was the
fact that the SACMEQ study had been designed with the inclusion of tested international
research instruments on reading derived from the International Association for the Evaluation
of Educational Achievements (IEA) on reading, conducted in 1991 - 1992. Another strength
was due to the fact that the result of the (SACMEQ) study makes it possible to compare
educational outcomes comparable between regions and schools within the country and
between participant countries in Southern Africa sub-region, as well as internationally. One
of the outcomes of the early study in Zimbabwe was that it was possible to identify that the

average learner performance was below the international standard in English reading literacy.

In each of the participating countries SACMEQ is represented by a National Research
Coordinator. The National Research Coordinator is assisted by a Policy Steering Committee
composed of senior members of the Ministry and chaired by the Permanent Secretary or
his/her equivalent. A Technical Committee responsible for technical and logistic issues,
chaired by the NRC is also established. There is a Sub-regional Coordinating Committee
(SCC) for the sub-region and a Governing Board which consists of all the chairpersons of the

Policy Steering Committees.

The main aim of SACMEQ is to provide policy advice to key decision makers on educational
quality issues ranked as having a high priority by each participating country’s Ministry of
Education and Culture. According to Kulpoo et al, (1995), at the country level, the main
focus of the research is on preparing educational policy reports which seek to address
identified currently challenging policy issues in Southern Africa. At the time of the launching

of SACMEQ, the “challenging policy issues” identified were:

. What are the baseline data for selected input to primary schools?
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. How do the inputs in primary schools compare with the benchmark inputs established

by the ministry?
. Have educational inpufs to schools been allocated in an equitable manner?
° What is the level of achievement of pupils at the upper primary school levels for the

three main domains of reading literacy (narrative, expositor and documents)?
o Which educational inputs to primary schools have most impact on improving pupil

reading in English?

In the introduction I mentioned the broad goals of the Ministry of Education and Culture in
Namibia and that the ministry has undertaken a variety of initiatives to achieve those goals.
One of the attempts the Ministry of Education and Culture in Namibia made towards
assessing these broad goals was through a National Learner Assessment study undertaken to
assess the achievement of learners in English and Mathematics in 1992. A limitation to the
Namibian study, which it shared with the Zimbabwe initiative of 1991, was that it did not
collect sufficient substantial background information about the subjects (learners, teachers,

schools) that help inform policy development (Voigts, 1998).

The ministry therefore decided to conduct a second study, the National Learner Baseline
Assessment (NLBA), in 1995. It was in this study that the missing background information
from the first study was to be developed. It was during the preparation of the National
Learner Baseline Assessment that the officials from the Ministry of Basic Education and
Culture in Namibia participated in the discussions about the Zimbabwean study. According
to Voigts, (1998), the ministry took the opportunity to participate in the initiative taken by
several African countries (Namibia included) with the help of the IIEP to use the (SACMEQ)

study which eventually will serve the purpose intended by the envisaged NLBA.
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42  Data Collection Instrument Development

The instruments for data collection of the SACMEQ survey were developed at the National
Research Coordinators’ workshop held in Harare toward the end of 1994. Some test items
were developed by the workshop participants while others were taken from the 1991
Zimbabwe study, and also in the field of literacy from an international study on reading
literacy conducted by the International Association for the Evaluation of Educational

Achievement (Machingaidze et al (1998).

For the purpose of the SACMEQ study test, a definition of reading made by Postlethwaite &
Ross, (1992) was adopted. Reading has not been taken as an identification of letters, words,
or characters or the ability to pronounce words. Rather, reading was defined as

“the ability to understand and use those written language forms required by society

and/or valued by the individual”. (Ross, 1998 p.7)

Postlethwaite & Ross (1992) explained that the reason for limiting the study to one measure
of reading was the need to conduct the study quickly and the decision to focus on reading was

because reading was regarded as a key basic subject in primary school.

The domains as adopted from Postlethwaite & Ross (1992) in which learners were tested are:
Narrative: - a continuous text in which the writer’s aim was to tell a story, whether fact or
fiction. These normally followed a linear time sequence and were usually intended to

entertain or involve the reader emotionally.
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Expositor: - a continuous text designed to describe, explain, or otherwise convey factual
information or opinion to the reader. The text contained for example, brief family letters and

description of animals as well as lengthy treatises on smoking and lasers.

Documents: - a structured information display presented in the form of charts, tables, maps,
graphs, lists, or sets of instructions. These materials were organized in such a way that

learners had to search, locate and process facts rather than read every word of continuous text.

After examining English language syllabi for Grade 6 across the participant countries, a
common framework for reading tests was developed. The common reading skills in Grade 6
were identified after a discussion of the most important skills in the reading syllabus for each
country. Blank tables were developed during the workshop to serve as an example for
reporting the results. The questions were formulated according to the indicators identified by
the workshop participants.

The four data collection instruments developed by the SACMEQ National Research
Coordinators were: a learner test in basic reading literacy skills, a learner questionnairé, a
teacher questionnaire, and a school head questionnaire. The learner test and learner
questionnaire, the teacher questionnaire and the school head questionnaire were pilot-tested
by the learners, the English teachers, and the school principals in Harare during the workshop,

followed by another pilot study in each participant country.

When the results from the pilot study were analyzed, attention was given to checking
ambiguous questions and the use of terminology by respondents in each participant country.
Questions that were regarded as problematic as judged by the inconsistent responses by the

respondents, were either improved or removed from the instruments. The table below shows
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seven common skills and three domains adapted from the 1995 SACMEQ reports form
participant countries. The table shows the skills and the domain taught in the Grade 6

syllabus and the number of items tested for each domain and skill.

Table 4.1: Skills by domain blueprint for the learner reading test

Reading skills Reading Domain Total Items
Narrative Expository Documents
Verbatim recall 10 14 - 24
Paraphrase 6 4 - 10
Find main idea 1 ' 1 : - ~ 2
Infer from text 4 2 - 6
Locate information - - 9 9
Locate and process - - 6 6
Apply rules - 2 - 2
Total items 21 23 15 59

Source: (Snyder, et.al, 1998 p.9)
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Initially, 60 test items were selected for all the domains but these were later reduced to 59
when one item was dropped after the analysis of the pilot test results. The balance of test
questions from each domain was based on the emphasis put on the domain in the Grade 6

syllabi.

4.3  Sampling and target population

A standard method of sampling design was applied to all participant countries with minor
differences. According to Voigts (1998), the selection of a standard sampling method was
chosen to meet the standards set down by the International Association for the Evaluation of
Educational Achievement. These standards require sample estimates of important learner
population parameters (Kulpoo, 1998), or a response rate of at least 90 percent of schools
(Voigts,1998). Where necessary, the sample should have weighting procedures to remove the
potential bias that may arise from different probabilities of selection. The standard is also
expected to have sampling errors that allow generalizations to be made from the sample to the
total learner population with a 95 percent certainty of being correct within +- 5 percent points,
and one tenth of a leamer standard deviation unit for a mean index. The weighting procedure
means that after the results from the sample are known, one can, with 95 percent confidence,

generalize the research findings to all other learners in the target population.

The target population for the SACMEQ survey included the Grade 6 learners in Namibia who
were in school during August 1995. The test was intended to test learners in their last grade
of primary education. It should be noted that Grade 6 is not the end of primary school in

Namibia. The end of primary education in Namibia is Grade 7.
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The reason for selecting Grade 6 learners was because some participant countries had Grade 6
forming the end of primary education. The desirable grade for testing in Namibia should
have been in Grade 7, that is the end of primary school. One would then test or evaluate the
quality of reading achievement of learners at the end of primary education. This could not be
done possible due to problems of standardisation as testing Grade 7 learners would mean that
learners in the first year of junior secondary in some countries were tested, whereas in other

contexts Grade 7 forms part of junior school, as explained above.

The selection of schools was done on the basis of the August 1994 Grade 6 enrollment. The
Namibia National Research Coordinator decided to exclude from the sample two private
schools, as they were not considered typical of the general Namibian schools, as they
comprised a school for deaf and blind children, and schools with an enrollment of fewer than
10 learners. The schools with fewer than 10 leamner enrollment were excluded to avoid
clustering schools to make up the required 20 learners per school. Out of 708 schools, 37
schools were excluded on the basis of the reasons stated above. The schools excluded

counted for 1.7 percent of the 1995 Grade 6 learners (Voigts, 1998).

Table 4.2 below, gives the number of schools and learners per education region. Desired
schools and desired learners refer to the total number of possible sampled Grade 6 schools
and Grade 6 learners. Excluded schools and excluded learners refer to the total number of
schools and learners who were excluded from the sample as explained earlier; defined schools
and defined learners refer to the total number of schools and the total number of learners who
were actually sampled.

Table 4.2 : Number of schools and learners in the desired, excluded, and defined

population of the Grade 6 learners in Namibia schools.
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Education Region Desired Desired Excluded Excluded Defined  Defined

Schools: Learners  Schools  Learners _ School Learners
Katima Mulilo 84 2665 2 17 82 2648
Rundu 51 12525 1 7 50 2518
OndangwaE 144 7258 2 16 142 7242
Ondangwa W | 191 9750 1 9 190 9741
Khorixas 63 2968 4 27 59 2941
Windhoek 89 6155 10 63 79 6092
Keetmanshoop 86 2852 17 95 69 2757
Total 708 34173 37 234 671 33939

Source : Snyder et.al. (1998 p.11)

In Namibia, the minimum of 20 schools was chosen from each region that brought the total
number of schools in the sample to 671 schools nationally (Voigts, 1998) and the number of
tested learners to 33939. Unlike in all participant countries where the sample of learners. were
drawn from the total target population group in a given school, in Namibia, the sample of 20
learners was taken from two Grade 6 classes if there were more than two Grade 6 classes.
The learners and teachers were selected using a random sampling technique that gives every

learner an equal chance of being selected (McMillan & Shumacher, 1993).

44  Data collection

The data collectors for the SACMEQ survey consisted of Mim'str)" of Basic Education
officials drawn from the ranks of education officers (Education Planners, Adyisory Teachers,
Education Inspectors etc.) Some technical assistance to carry out the survey was rendered by
the Social Impact Assessment and Policy Analysis Corporation of Namibia (Voigts, 1998).

The manual for data collectors that was developed during the workshop for the National
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Research Coordinators was used to train data collectors. The manual contained step-by-step
instructions and procedures to be followed during the survey in order to minimize differences

and maximize uniformity in data collection by different data collection teams.

The data collectors were trained at a central place for five days and then the training
continued regionally, with more data collectors for the duration of two days. The training in
the region included a trial testing at a school not included in the sample, in the week prior the
survey to give the data collectors practice in handling the data collection manuals and
procedures (Voigts, 1998; Machingaidze et al, (1998). About 24 data collection teams went
to schools over a period of two days per school. Letters were written well in advance to
inform each school about its selection for involvement in the study. School principals were

requested to do some logistical preparation before the dates of the survey.

4.5 Methodology of current study

This section explains the methodology used to answer the research questions stated in chapter
one. In this research study I used quantitative research method since the instrument used to
collect data was the questionnaire. The research represents a cross-sectional study since the
results are based on a one-off test. I used the Statistical Package for Social Science (SPSS)
computer software widely used in quantitative research. In SPSS the three files for learner
data and teacher data were integrated under school data. This made it possible to link every
learner with the teacher who taught him/her. There are three categories of variables in the
study. These are outcome, question, and control variables. The outcome variable, at the
Jearner level, is the average English reading test score out of 59 points. The question
variables are all teacher-level variables. The control variables are at learner and school-

Jevels. Table 4.3 presents all the variables and their description.
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Table 4.3 : Type, level of measurement, and description of variables

Type Measurement | Variable Description of Variables

Level Name
Outcome Learner Né6peS9 Score 59 items
Question ' Teacher Xtsex Teacher female
Question Teacher Xtagelvl Estimated teacher age
Question Teacher Xtnumyrsl Teacher years teaching experience
Question Teacher Xtqyrsed Teacher years total academic education
Question Teacher Xtprofe Teacher years teacher training
Control Learner Xpageyr Pupil age in years
Control Learner Xpsex Pupil female
Control Learner Xpenglis Speaking English
Control Learner Xpbooksh Approximately books in home
Control Learner Xpfamoed Combined parent education
Control Learner Xphhwkget Homework frequency in 10 days
Control Learner Xppsende Taking extra lessons
Control Leamer Xprepeat Number of times repeated a grade
Control Learner Xsprbpab Number of days absent

To answer the first two research questions about the effect of learner characteristics on
English performance I used the learner home - related variables, gender, age, parental
education, total number of books at home, and social-economic status and school related

variables of learner days absent, grade repetition, speaking English outside classroom, extra

lessons received by learners, and the frequency of homework a teacher gives.

In answering the other research questions about the effect of the teacher characteristics on
learner performance and the subsequent sub-research questions, I used the following teacher

characteristics : teacher age, teacher gender, teacher years of teaching experience, teacher

academic qualification, and teacher years of teacher training.

4.6  Analysis and interpretation
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The analysis starts with the description, analysis and interpretation of the SACMEQ results.
The description analysis is the description of a situation with regard to the distribution of
teachers and learners in regions according to their characteristics. It also gives the
distribution of learner performance in the English reading test. Since teachers were linked to
their learners, the analysis and interpretation of the descriptive data was made in passive
voice (from the point of the learner). It would start as follows “the Grade 6 learners were
taught by the Grade 6 teachers who ... etc.” Throughout the analysis, reporting was mainly

on the two extremes (low - high) and the average.

After the descriptive analysis and interpretation, I applied correlation and regression analyses.
These are two statistical analyses widely used in quantitative research. Correlation tells us
whether the two variables are significantly related; the direction of the relationship (positive

or negative); and the strength of the relationship (Mertens, 1998; Hua, 1999).

Regression is a multivariate research technique that provides major statistical indicators. It
explains the variance of independent variables in dependent variables, the significant level of
independent variable on dependent variable and the effect size of independent variable on

dependent variable. (Hua, 1999)
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Chapter 5: Descriptive Analysis of Study Results

Much of the evidence reviewed in chapter three indicated that the role of the teacher remains
an important and indispensable resource input in the provision of education. The quality of
teachers is widely held to strongly influence learner performance. While seeking for an
explanation of conditions that contribute to improved learner performance, it has been found
that it is imperative to examine variable that may have influence on the quality of teachers
that in their turn are deemed to have a powerful influence on the quality of education and

learner performance.
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The SACMEQ study that was outlined in the previous chapter, which intended to investigate
the quality of education has, as a consequence, included some teacher variables designed to

measure their influence on learner performance.

This chapter presents a descriptive analysis of the learner characteristics, the teacher
characteristics and the Grade 6 English reading test results of the SACMEQ study in Namibia
in 1995. The descriptive analysis is aimed at giving the reader an in-depth understanding of
the background characteristics of learners and teachers in Namibia. It presents the SACMEQ
English test result distribution among the regions. The descriptive analysis forms a basis for
the correlation and regression analyses of teachers and learner performance that follow in

chapter 6.

5.1  Grade 6 learner background characteristics

In the learner personal information questionnaire employed in the SACMEQ survey, learners
were asked to answer questions about their background related to age, gender, estimated
number of books available at their homes, and their parents’ or guardians’ level of education.
The underlying assumption about the parent education and the number of books is based on
some research findings that associate the level of parents’ education and the availability of
books with learner performance. As mentioned earlier in the design, the learner variables
served as control variable for teacher variables that are the main focus of the inquiry. Table
5.1 below was generated By making an SPSS computer inquiry to give the mean and sampling

errors for learners background characteristics per region.

Table 51 Mean and Sampling Errors for Selected Learner Home Background

Characteristics

41



Education Age Sex Books at Parents Speaking

Region (Months) (Female) home education English
Mean SE % SE Mean SE Mean SE % SE

Katima 166.5 193 420 328 152 2.69 41 017 572 329
Keetmans 162.1 257 479 692 229 720 74 047 566 6.87
Khorixas 169.7 4.18 508 844 30.1 9.67 7.5 055 772 7.08
OndangwaE 1952 4.69 593 742 317 891 52 040 817 5.83
Ondangwa W 183.2 228 522 395 266 4.13 56 0.18 764 3.36
Rundu 186.5 1.67 43.8 349 129 2.88 43 020 582 347
Windhoek 1642 278 486 789 363 1045 8.8 028 849 5.65

Namibia 1783 141 512 244 276 872 62 015 747 212

5.1.1 Age of Grade 6 learners

The learners were asked to record their dates of birth from which the ages were calculated in
months. In the analyses below, the age in years appear in brackets. Learners in Namibia are
expected to be in Grade 6 at the age of 12 or 13 years if they started school at the official
starting age of 6 or 7 years. Due to the long distance from school in some circumstances,
young children often have to wait until they are old enough to be able to cover a long distance
to school. Other factors that result in learners being old for the grade they are in were: lack of
parent interest in sending their children to school at the st:arting age; parents keeping children
at home to help with home chores; poor attendance and repetition. Although there is no law

about poor attendance, repetition is allowed not more than twice in one school phase.

For Namibia, the average age for the Grade 6 learners was 178.3 months (14.3 years). The
average age of the Grade 6 learners in the Keetmanshoop region, with 162.1 months (13.6

years), the Windhoek region with 164.2 months (13.8 years), and the Katima Mulilo region
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with 166.5 months (13,10 years) were below the national average. In the above mentioned
regions most learners started at the appropriate age and tended to have repeated grades less

often than in the other four regions.

Khorixas region, Ondangwa West region, Rundu region, and Ondangwa East were the
regions where the average age of the Grade 6 learners was above the national average. In
Ondangwa East region, the Grade 6 learners had an average age of 195.0 months (17.3 years)

which is much higher than the official age of a Grade 6 learner.

The survey results therefore indicated that on average most of the learners in Namibia either
started school late or they repeated a grade more than once. This could be as a result of
different rural set up between the regions. The rural set up in Katima Mulilo, Windhoek, and
Keetmanshoop regions for example is that people live in the same village or locality making
it easier for most learners to be near the school. In some cases, in particular in the
Keetmanshoop area where hostel accommodation was available, primary school learners from
remote rural settlement are accommodated in hostels. In the two Ondangwa regions and in
Rundu region, people in rural areas are scattered and some learners travel long distances to
school. A learner who has traveled a long distance to school may arrive late or they are tired
when arriving at school. That may also affect his or her learning process. Long distances
could therefore be one of the possible reasons why some learners do not start school at the

official age or they repeat grades.

5.1.2 Learner Gender
The data reveals that the Namibian population of the six-to-thirteen year old age group is

almost equally distributed between boys and girls. The Net Enrollment Rate of the same
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group was 95.5 percent in 1995. We can conclude that the 5 percent of the six-to-thirteen

year olds not in school also represent an equal number of girls and boys.

In terms of access to education in Namibia, gender appears not to be an issue since there is
not much differehce in the school participation betwéen boys and girls in Namibian primary
schools. In the literature review chapter, it was revealed that girls taught by female teachers
tended to have performed better than when taught by male teachers. It is therefore important
to control for this variable when testing for the effect of teacher gender on learner

performance.

Namibia is commendable for having achieved a balance in gender representation in schools.
The SACMEQ survey revealed that overall 51.2 percent of the Grade 6 learners were female.
The number of Grade 6 female learners was therefore slightly higher (1.2 percent) than male
learners. The percentage of the female Grade 6 learners in Ondangwa East region (59.3
percent) was higher by 8.1 percent than the male learners while they were slightly higher by
1.0 percent in Ondangwa West region. Khorixas region was the only region where }the
percentage of female and male Grade 6 learners was equal (50 percent each). The Rundu,
Katima Mulilo, Keetmanshoop and Windhoek regions had percentages of Grade 6 female
learners below the national average. If these figures are read in relation to their sampling

errors only, the first two areas can be said to have more boys in Grade 6 than girls.
5.1.3 Index of books in the Grade 6 learners’ home

The number of books in a learner’s home is regarded as an index to enabling conditions for

learning and for access to reading resources. According to Kulpoo et al, (1996) other studies
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have found that, in most countries of the world, the home availability of books for children to
read is highly conducive to the promotion of better levels of reading achievement.

During the survey, the Grade 6 learners were asked to indicate the estimated number of books
found in their homes. The number of books was divided according to the following six
categories: 1= no books in the home; 2 = 1-10 books in the home;3 = 11-50 books in the

home; 4 = 51-100 books in the home; 5 = 101-200; 6 = more than 200 books in the home.

The mid-point of each value was used to estimate the total number of books in the home. For
example the value 1 was recorded as 0 while the value 2 was recorded as 5 books, the value
of 6 was recorded to an estimate up to 250 books. It can be seen from Table 5.1 above that an
average Grade 6 learner in Namibia came from a home where there were 27.6 books. The
variation in value across regions ranged form 12.9 books in the Rundu region to 36.6 books in
the Windhoek region. The wide range of these figures indicated major differences between
the reading resources at homes in different regions. It can therefore be said that the Grade 6
learners in Namibia came from homes with widely differential access to books as reading

resources. The mean number of books in the Grade 6 learners” homes is presented in Figure 1

below.
Figure 1 Mean books in homes of Grade 6 learners
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The reliability of this conclusion raises some eyebrows. The Grade 6 learners were not

prepared for this question and therefore their estimate of the number of books could be
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distorted. One example of the problems that arose is that some local languages do not
differentiate books from magazines. As there is only one name for a book and a magazine it is

quite likely that the results are not precise.

5.1.4 Parents éducation

In their questionnaire, learners were asked to state the education level of their parents. Parent
education was included because it is widely believed that educated parents help their children
with schoolwork and therefore are likely to contribute to their performance in general and in
this case, in reading English, in particular. In Namibia parent education is even more
important because since it is mostly educated parents who can speak English, one can assume

that their children may also speak it.

The response to the question were recorded as 1 - did not go to school, 2 - completed some
primary school, 3 - completed primary school, 4 - completed some secondary school, 5 -
completed all secondary school, and 6 - completed some education and/or training after
secondary school.

The average value for parent education for Namibia was 6.8. Ondangwa East, Ondangwa
West and the Rundu regions were below the national average. The Rundu region had the
lowest value of 5.8 while the Windhoek region had the highest value of 7.8 as can be seen

from the graph below.

Figure 2 Mean Grade 6 learners parents education
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5.1.5 Speaking English

While English is an official language and a medium of instruction in Namibian schools as
from Grade 4 onwards (MBEC, 1993), it remains a foreign/second language to many
Namibian learners. It is assumed that speaking English outside classroom enhances learner
competence. The Grade 6 learners were asked to answer how often they speak English

outside the classroom.

For Namibia overall 74.7 percent of the Grade 6 learners reported that they spoke English
outside classroom. In all the regions more than half of the Grade 6 learners indicated
speaking English outside the classroom. However, in the Windhoek region, 84,9 percent of
the learners reported speaking English outside classroom that was the highest among all the
regions, followed by Ondangwa East region with 81,7 percent. Keetmanshoop region had the

lowest percentage of 56.6 percent which was below the national average (74.7 percent).

The learner home background characteristics presented in Table 5.1 was home related. Table

5.2 below presents the learner background characteristics - school related.

Table 5.2: Percentages, Means and Sampling Errors for Selected Learner Background

Characteristics (School Related)
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Days Absent Extra Lessons Homework Repetition

Mean SE % SE % SE % SE

Katima Mulilo 1.1 0.14 60.1 3.25 48.5 332 46.0 3.31
Keetmanshoop 0.6 0.18 24.7 5.97 66.1 656 50.6 6.93
Khorixas | 0.6 0.23 29.8 7.72 790 6.88 55.9 8.38
Ondangwa East 2.0 0.42 385 7.35 647 722 60.0 7.40

Ondangwa West 1.9 0.17 28.5 3.57 711 359 693 3.65

Rundu 24 0.20 19.8 2.80 68.5 3.27 519 3.51
Windhoek 0.6 19.8 41.8 79 80.7 6.24 53.8 7.87
Namibia 14 41.8 34.6 2.32 69.8 2.24 588 240

5.1.6 Days absent from school

A learner who misses classes on a regular basis will automatically miss lessoﬂs and is
therefore likely to perform poorly. According to the responses of the school principals to the
question as to what the regard as problems at their schools, the Grade 6 learners were at
schools where 50 percent of the principals regarded learner absenteeism as a major probiem
(Voigts, 1998). Learner absenteeism days recorded in Table 5.2 were out of 21 school days
for the month of July that preceded the month the survey was conducted. These days were
taken from the school attendance registers to avoid guessing.

The national mean absent days for Namibia in July was 1.4 days. The mean days in Rundu
(2.4), Ondangwa East (2.0), and Ondangwa West (1,9) regions were higher than the national

average as can be seen in Figure 3 below.

Figure 3 Learners absenteeism
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5.1.7 Extra Lessons

Taking extra lessons has become a concern in some Southern African countries like
Zimbabwe and Mauritius. Extra lessons refer to lessons given to learners by teachers or by
other people to supplement the formal learning in what are regarded as important subjects or

in subjects where a learner does not do well in school.

The survey revealed that 34.6 percent of the Grade 6 learners were receiving extra lessons.
There was a wide variation among the regions, ranging from the lowest at 19.8 percent in the

Rundu region to the highest at 60.1 percent in the Katima Mulilo region.

5.1.8 Frequency of homework given to learners

The learners were asked to write down the frequency of homework given by their teachers.
They were asked to respond according to the following categories: No homework; once or
twice per month; once or twice per week; mést days of the week. The majority of the learners
indicated having received homework most days of the week, namely 69.8 percent for all the
regions. Windhoek and Khorixas regions had the highest percentage in the category of
receiving homework most days of the week with 80.7 percent and 79.0 percent respectively.
The rest of the regions had more than 60 percent of the learners getting homework most days

of the week except Katima Mulilo where only 48.5 percent of the Grade 6 leamers were
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getting homework most days of the week. The frequency for each category has been

presented in a pie chart in Figure 4 below.

Figure Frequency of homework given

Hl No homework

B Once or twice each month
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5.1.9 Repetition

The Namibian education system has been characterized by the emphasis placed on teaching
learners for examination and promotion purposes. Sitting for examination in most cases goes
together with repetition of grades when the requirements are not met. The Basic Education
Reform Policy document for Namibia and its directives, prescribes learner promotion
requirements to the next grades for schools to follow and for inspectors to monitor and
control adherence thereof. A learner who has not fulfilled the prescribed requirements has to
repeat a grade. However, the directives do not allow a learner to repeat a grade more than
once after which such a learner should be transferred to the next grade. The teacher in the

‘next grade is then charged with the responsibility of giving remedial teaching to that learner.

Repetition is affecting the Ministry of Basic Education and Culture in many ways. A learner
who repeats a grade uses twice as many resources and takes up a space that could be allocated
to a new entrant in the same grade. Repetition also causes overcrowded classes or demand

for more teachers if the teacher/learner ratio is to be kept low. Very often learners who repeat
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many times will eventually drop out of school completely which affects the rate of return both

for an individual and the state.

In Namibia overall, 58.8 percent of the Grade 6 learners have repeated a grade once siﬁce they
started school. Apart from the Katima Mulilo region where the lowest percentage (48.5
percent) of the Grade 6 learners repeated a grade, in the rest of the regions more than half
have repeated a grade. Ondangwa West region had the highest percentage of learners who

have repeated a grade. The variations among the regions are illustrated in figure 5.

Figure 5 : Percentage learners repeat grade
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5.2  The Grade 6 learners results in English reading

In addition to the collection of background information about the learners, the survey
administered a reading test to the Grade 6 learners to address one of the identified challenging
policy issues - the level of reading achievement of pupils in English language at the upper
primary school level. In this exercise, the test items from the original items that were
regarded as not essential for Namibia (as e);plained in chapter 3), were removed to bring the
total items down from 59 to 36. The minimum level of inastery was set at 50 percent while
the desirable level of mastery was 80 percent of the total 59 score. The result of the test out
of essential 36 items per region in 59 items, desirable and minimum level of mastery,

followed by an analysis of the results, is presented in the table below.
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Table 5.3 Mean Performance on 36 Essential Items and Percentages of Learners

Reaching Minimum and Desirable Levels of Mastery in English Language Reading.

Essential 36'items % Minimum 59 items % Maximum 59 items
Region Mean SE % SE‘ % SE
Katima | 10.6 0.27 39 1.01 0.0 0.0
Keetmanshoop 194 1.23 53.7 7.04 14.9 4.01
Khorixas 18.2 1.38 44.1 7.29 14.1° 6.08
Ondangwa E 12.6 0.85 11.8 3.91 34 3.40
Ondangwa W 123 0.35 10.1 2.07 0.0 0.00
Rundu 12.7 0.37 15.8 2.15 0.1 0.00
Windhoek 21.0 1.42 60.4 6.72 24.7 6.74
Namibia 14.9 0.35 259 1.77 7.6 1.48

5.2.1 Performance on 36 essential items

The mean score on the essential items of the reading test was 14.9 for Namibia. However,

there were variations in the performance where the Grade 6 learners in some regions

performed better than in other regions. The mean scores varied from a low value of 10.6

scores for the Grade 6 learners in the Katima Mulilo region to a high value of 21.0 scores for

their counterparts in the Windhoek region. The other regions that performed below the
national average were Ondangwa West, Ondangwa East, and Rundu each with just above

12.0 mean scores. The Khorixas and Keetmanshoop regions performed above the national

average with mean scores of 18.2 and 19.4 respectively.

5.2.2 Learners reaching minimum level of mastery in reading

In order to reach the minimum level of mastery in English reading, the Grade 6 learners were

expected to achieve not less than 50 percent in the test items. From Table 5.3, it can be stated
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than on average 25.9 percent of the Grade 6 learners in Namibia reached the minimum level
of mastery in the English reading test. It can also be said that overall, the Grade 6 learners in
Namibia performed relatively poorly in the reading test when judged against the English

reading specialist expectation.

The average poor performance was not the same for the Grade 6 learners in all regions. In the
Windhoek region for example, 60.4 percent of the Grade 6 learners achieved the minimum
level of mastery in reading English. A better performance also came from the Keetmanshoop

region with 53.7 percent and the Khorixas region with 44.1 percent.

The Grade 6 learners in the rest of the four regions (Rundu, Ondangwa East, Ondangwa West,
and Katima Mulilo) performed far below the national average with Katima Mulilo region
down to only 3.9 percent of the Grade 6 learners achieving minimum level of mastery in

reading English.

5.2.3 Learners reaching the desirable mastery level in reading

The desirable lex)el of reading achievement set by the Ministry of Basic Education and
Culture for the Grade 6 learners was 80.0 percent. The Grade 6 learners almost followed the
same pattern of achievement in the desirable mastery level as that of the minimum level of
achievement discussed above. For Namibia overall, only 7.6 percent of the Grade 6 learners
achieved the desirable mastery level of achievement in reading English. The highest
performance was in the Windhoek region where 24.7 percent of the Grade 6 learners achieved
the desirable mastery level followed by the Khorixas and Keetmanshoop regions with around
14.0 percent each. Ondangwa East had 3.4 percent and Rundu had 0.1 percent of the Grade 6

learners who reached the desirable level of achievement while there was 0.0 percent each in
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Ondangwa West and Katima regions. The general poor performance and the large variations
between the regions signal a caution in the education system against the expectations of those

who support the use of English the medium of instruction in Namibian schools.

524 Minimurﬁ and Desirable Mastery Levels for Subgroups of Learners

The results for the minimum and desirable mastery levels are presented for two groups of
learners in Table 5.4. The two groups were defined in terms of gender (boys or girls) and
school location (isolated, rural, small town, and large city). An isolated school refers to a
school in a rural or a farming area far from other schools, while a rural school is defined as
remote if far from a town. The results showed that a slightly higher percentage of boys, 27.8
percent and 8.0 percent, than girls 24.1 percent and 7.2 percent, reached the minimum and
desirable level of mastery. There was therefore not much gender difference between boys and
girls level of achievement in reading among Grade 6 learners in Namibia.

Table 5.4: Percentages of Learners Reaching Minimum and Desirable Mastery level for

Subgroups of Learners

Minimum Mastery Desirable Mastery Sample Size
Level Level
% SE % - SE

Gender

Boys 27.8 2.58 8.0 2.17 2178
Girls 24.1 2.41 7.2 2.03 2279
School Location

Isolated 17.7 8.51 6.1 2.46 144
Rural 12.1 1.63 0.5 0.48 2887
Small town 31.3 5.17 10.8 4.80 583
Large city 70.8 - 421 30.1 5.90 843
Namibia 25.9 17.7 7.6 1.48 4457

The results in achievement according to school location were expected to follow the
traditional trend in Namibia - the more you move from schools in large cities to those in
isolated rural schools, the less favorable condition for learning and the lower the level of

achievement in English language proficiency. This trend was broken when 17.7 percent of
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the Grade 6 learners in isolated schools reached the minimum mastery level an d6.1 percent
reached the desirable mastery level compared to 12.1 percent and 0.5 percent of the Grade 6
learners in the rural schools. While it is not possible to explain these findings on the basis of
the research carried out, the reason for this difference between isolated and rural schools
bachievement could possibly be attributed to less overcrowding in isolated schools where

enough attention is given to each learner, unlike the situation in overcrowded rural schools.

There were major differences as one moved form one set of schools to the other. In large
cities, a high percentage, 70.8 percent of the Grade 6 leamers, reached the minimum level of
achievement while the level was as low as 12.1 percent in the rural schools. The same trend
was followed in the desirable mastery level of achievement. In small towns, although the
mastery level of achievement was low, at 31.3 percent for the minimum mastery level and
10.8 percent for the desirable mastery level, learners in large cities achieved above the

national average at 25.9 percent and 7.6 percent respectively.

5.2.5 Dimensions of reading
As was mentioned earlier, the literacy test was made up of three sub-scales (Narrative,
Expository, and Documents). The means and sampling errors for the three dimensions are

presented in Table 5.5.

Table 5.5: Means and Sampling Errors of Learners on Three Dimensions of Reading

Achievements
Narrative Expository Documentary Total Test
Region (21 items) (23 items) (15 items)
Mean SE Mean SE Mean SE Mean SE
Katima 6.3 0.17 6.1 0.17 4.2 0.15 16.6 0.32
Keetmans 10.6 0.77 9.1 0.72 7.6 0.48 27.7 1.82
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Khorixas 10.0 0.86 9.0 0.83 6.9 0.61 26.0 2.13

Ondangwa E 6.7 0.56 7.3 0.56 4.7 0.40 18.9 1.30
Ondangwa W 6.7 0.17 6.9 0.22 4.5 0.17 18.2 0.40
Rundu 7.1 0.19 7.2 0.21 4.5 0.17 18.9 0.43
Windhoek 11.8 0.93 10.4 0.88 8.1 0.60 30.6 2.26
Namibia 8.2 0.23 7.9 0.21 5.6 0.16 22.0 0.54

The mean is calclulated over the number of items in each dimension. Narrative had 21 items,
Expository had 23 items, and Documents had 15 items. Since each dimension had a different
number of items, an overall picture was obtained by converting the average scores into
percentages. For Namibia as a whole the percentages in the three dimensions were -
Narrative sub-scale 39.0 percent, Expository sub-scale 34.3 percent, and Document sub-scale

37.3 percent.

Figure 6 Three Dimensions of reading
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In general, the same pattern of achievement in the mastery level presented in Table 5.5 was
followed in the three-dimension sub-scale. The Grade 6 learners in Windhoek (56.2 percent),
Keetmanshoop (50.5 percent), and Khorixas (47.6 percent) regions were above the national
average while in the rest of the four regions they were below the national average. The
situation of Katima Mulilo region remained the same the region with the lowest scores in all

the dimensions.

5.2.6 Subgroups of Learners and the Three Dimensions of Reading
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The results of achievement of the Grade 6 learners according to subgroups are presented in
Table 5.6. The same pattern as that pertaining to the minimum and desirable mastery level
where there was no significant difference between boys and girls’ performance was found.
Again the Grade 6 learners in large cities performed better than those in small towns who in
turn performed better than the Grade 6 learners in isolated and rural area schools. In general,
it can be said here that the Grade 6 learners performed better in the Narrative and Expository
subjects than in the Documents’ dimension.

Table 5.6: Means and Sampling Errors of Different Subgroups of Learners on the

Three Dimensions of Reading

Subgroups Narrative Expository Documents
Mean SE Mean SE Mean SE
Gender
Boys 8.3 0.33 7.9 -0.30 5.8 0.24
Girls 8.2 0.32 79 0.29 5.4 0.22
School Location
Isolated 7.4 1.37 T2 1.18 5.2 0.92
Rural 6.8 0.17 6.9 0.18 4.6 0.15
Small Town 8.8 0.67 8.3 0.64 6.2 0.48
Large City 12.8 0.63 11.3 0.69 8.6 0.47
Namibia 8.2 0.23 7.9 0.21 5.6 0.16

53  Characteristics of Grade 6 teachers
In the SACMEQ study, teachers were asked to respond to questions related to the
characteristics as defined below. Although there are clearly other important teacher

characteristics and factors related to the performance of learners such as teacher motivation,
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teacher morale, condition of service, work ethics, etc. the SACMEQ study from which the
data of this study is drawn liﬁlited itself to a few teacher characteristics such as teacher age,
teacher sex, academic education of teacher, professional qualifications (years of teacher
training) of teacher, and teacher years of teaching experience. In Table 5.7, the teachers
background charécteristics by region and for Namibia overall have been presented and are

followed by an analysis.

Table 5.7: Means, Percentages, and Sampling Errors for Selected Teachers

Background Characteristics

Region Age Gender Academic Teacher Teacher
(Male) Education Training Experience
Mean SE % SE Mean SE Mean SE Mean SE
Katima 313 122 706 1044 12.0 0.60 1.7 025 63 144
Keetmanshoop 39.6 1.77 526 1144 11.6 047 2.1 035 157 2.00
Khorixas 353 123 71.1 1020 129 0.53 1.8 032 11.7 1.66
Ondangwa/E 31.7 124 524 1004 11.1 04l =5 026 7.1 1.08
Ondangwa/W 308 092 630 879 11.7 046 0.8 024 59 0.5
Rundu 296 107 5.0 3.93 1.1 021 24 017 79 102
Windhoek 36.9 2.08 87.0 7.32 13.2 0.64 1.8 0.31 12.0 2.00
Namibia 332 061 60.7 4.09 119 0.21 108 0.11 87 0.60

In the analysis that follows, a comparison of these variables is made against the national
average as well as among the regions in order to determine how each region fares in relation

to the national average and in relation to other regions.

5.3.1 Teacher age

In the teacher questionnaire teachers were asked to record their date of birth from which the
teacher age was calculated. The age of a teacher per se does not have an influence on learner
performance. The significance given to the issue of teacher age in Namibia accounts for the

fact that education went through some major changes in regard to teacher training and
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teaching methods. Older teachers were retrained in relation to a teacher-centered teaching
methodology, while the new teachers followed learner-centered approach or the first time
during their initial teacher training courses. Age also serves as a proxy for experience since
older teachers are generally presumed to have longer years of teaching service and to have

acquired desirable experience that is able to promote learner performance.

According to the SACMEQ sample of the Grade 6 English teachers, the average age of Grade
6 English teachers in Namibia was 33.2 years. However, there were fairly large variations
noted between regions. The average age of Grade 6 teachers in Keetmanshoop, Windhoek,
and Khorixas regions tended to be higher than the national average. This means that older
and in general more experienced teachers who taught Grade 6 were found in these regions
more than in other regions. Grade 6 teachers in Keetmanshoop had the highest average age at
39.6 years. The four other regions were below the national average with not much significant

difference between them. The Rundu region had the lowest average at 29.6 years.

Ondangwa East was just below the national average, but well below Windhoek and
Keetmanshoop regions. There was a ten-year gap in average age of teachers between the

lowest region, Rundu, and the highest region, Keetmanshoop.

The SACMEQ results have shown that in 1995 the Grade 6 learners in Namibia were taught
by teachers with variations in age. Whether the teacher age variations is one of the factors that
significantly effects learners performance will be seen when this variable is correlated with

the learners results later in the next chapter.

5.3.2 Teacher gender
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As shown in chapter 3 above there is same evidence in the literature that there is a difference
between the performance of learners taught by female and male teachers in Botswana.
According to the 1995 SACMEQ survey around 60 percent of learners in Grade 6 in Namibia
in 1995 were taught by female teachers, a figure which was to be expected because about 60
percent of all teachers in the education system were female (MBEC, 1995). In the Windhoek,
Khorixas, and Katima Mulilo regions between 71 percent and 87 percent of Grade 6 learners
had female teachers, with Windhoek having the highest at 87 percent. In the Rundu region
only 5 percent of the Grade 6 learners were taught by female teachers. The reason for these
major disparities between the percentage of male and female teachers in the Rundu region can
possibly be ascribed to the fact that only 36.5 percent of all teachers in Rundu were female.
This situation in for Rundu is a matter of some concern to the Ministry of Basic Education,
Sports and Culture and certainly warrants more detailed investigation in the future to find out

why so few teachers are female in this region.

5.3.3 Academic education of teachers

In terms of a national average, the Grade 6 learners were taught by teachers who have
completed 11.9 years of schooling. These years did not include “repeating years.” Based on
the education structure prior to independence, completing 11 years represents completion of
Junior Secondary School. There were three regions in which the teachers’ academic
education was demonstrated to have exceeded 11 years. Those regions were Windhoek with
13.2 years, Khorixas with 12.9 years, and Katima Mulilo with 12.0 years. These figures
revealed that teachers in these regions had, on the average, reached Senior Secondary School
level or higher. The other regions although below the national average of 11.9 years, did not

vary a great deal with Rundu and Ondangwa East down to 11.1 years each. The main
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between-region difference for this variable was 2.1 years between a high of 13.2 years for

Windhoek region and a low of 11.1 years for Ondangwa East and Rundu regions.

534 Teachgr years of teacher training

In order to become an officially registered teacher in Namibia an individual is required to
have at least one year of training. This official requirement is in contradiction with the annual
school statistics that showed that there were 4567 “untrained” teachers in 1995 (MBEC,

1995).

The Grade 6 learners were taught by teachers with an average of 1.8 years of teacher training.
The average number of years of training for the Grade 6 teachers in Windhoek and
Keetmanshoop regions were 2.4 years and 2.1 years respectively. Ondangwa East, Khorixas,
Katima Mulilo, and Ondangwa West regions had Grade 6 teachers with almost the same
average number of years of teacher training but they were below the national average. Grade
6 teachers in the Rundu region had 0.8 years of training, which was a full year below the
national average and a year and a half below that of the Windhoek region which had teachers
with the most years of teacher training. The result related to teacher training clearly indicates
the inequity in the allocation of the teaching staff in terms of number of years spent in teacher
training. Figure 7 provides a graphic representafion of the teacher average number of years of

teacher training per region.

Figure 7 Average years of teacher training
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5.3.5 Teacher years of teaching experience

The average in years of teaching experience for the Grade 6 teachers in Namibia was 8.7
years. There were large variations around this variable among regions. The Keetmanshoop
region had the most experienced Grade 6 teachers. Teachers in this region had 15.7 years of
experience, followed by the Windhoek and Khorixas regions with around 12 years. The other
regions had Grade 6 teachers with an average of between six to eight years of teaching
experience. The data gathered for the SACMEQ project does not provide detailed

information that provides an explanation for the differences.

The difference in the years of experience Grade 6 teachers among the regions is presented in a

graph below.
Figure 8 Grade 6 teacher years of experience
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If teacher experience is a factor of concern in learner performance in the regions, the regions
with less experienced teachers would be adversely affected in the circumstances.

The main features of the descriptive analysis dealt with so far are that there is a variety of
teacher characteristics, learner characteristics, and varied learner performance results among
the regions. The southern regions were shown to be more favorably situated than the northern
regions in all the above aspects. These disparities could be partly explained by the historical
apartheid education system described earlier. The Namibian government through the
responsible ministry will face a big challenge in improving this situation if these
characteristics are found to be statistically related to the varied learner performance. The next
chapter analyzes the correlation and regression between various learner and teacher

characteristics and the learner performance result of the 1995 SACMEQ survey.
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Chapter 6 : Correlation and Regression Analyses

This chapter attempts to look at how and why the factors described in Chapter 5 relate to the
learner performance. I use the two research techniques, bi-variate correlation and multivariate

regression to conduct the analyses.

6.1 Correlation Analysis

Correlation is a statistical research technique commonly used in social science research.
When it is used in education research, it tells us about the relationship between two
educational indicators. For example we can use correlation analysis to understand if factors
relating to teacher characteristics have a relationship to learner performance. In this section,
I’1l describe how I used correlation to analyze several bi-variate relationships among the key
variables that were chosen. The following tables present the correlation matrix between the
SACMEQ learner performance in English test cited above and the selected learner and
teacher characteristics explained in the study design. These are three statistical indicators that
are important in this table, 1) significant level (p-value), 2) direction (+ or -), 3) strength

(alpha co-efficient).

Six variables are correlated in the matrix below. If we start by examining the English
performance variable with other five variables, we find that four variables are significantly
correlated with performance. These four variables are parent education, number of books in
home, speaking English outside classroom, and learner age. The correlations varied in terms

of significant level, direction, and strength.
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Table 6.1a: Correlation coefficients of learner performance and the

learner
characteristics.
Learner Learner Learner Speaking Books Parent
Achievement  Gender Age English in Education
(59 score (M=0, (Years) Home
items) F=1)
Learner
Achievement 1.000 -0.03 -0.35%* 0.06** 0.16** 0.38**
(59 score items)
Learner gender -0.03 1.000 -0.16%* 0.02 0.00 0.01
(M=0, F=1)
Learner Age (years) -0.35%* -0.16%* 1.000 0.09** -0.04** -0.36**
Speaking English 0.06%* 0.02 0.09** 1.000 0.02 0.07**
Books in Home 0.16** -0.00 -0.04%* 0.17** 1.000 0.18%*
Parent Education 0.38** 0.01 -0.36** 0.07** 0.18** 1.000

** Correlation is significant at the 0.01 level (2-tailed).

The correlation between gender and learner performance was insignificant (r=-0.03 and p-
value = 0.08). We cannot prove that girls perform worse than boys, even though there is a
negative coefficient. In other words, there is no significant gender gap in English
performance measured in the SACMEQ English test. Learner age variable, as we can see, is
negatively correlated with learner performance. This means that the older a learner is, the

worse he/she is likely to perform.

The SACMEQ result revealed that those learners who either dropped out or were absent

frequently, significantly but negatively, correlated with learner performance.

It is worth reporting on a significant relationship between the learners speaking English
outside classroom “variable” and “learner performance result”. The result shows that those
learners who reported speaking English often/always outside classrooms performed better

than those who reported sometimes or never speaking English outside classroom. It therefore
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demonstrates that the frequent use of English contributes to better performance in English
test. |

The variable in the model relating to the number of books in the home is positively and
significantly correlated with learner performance. The number of books in the home also

significantly corrélated with parent education.

The level of parent education is positively correlated with learners’ English performance.
This means that the more formal education parents received, the better the children of those
parents are expected to perform. The table also shows a significant relationship between
parent education and learner age. Siﬂce the correlation between parent education and age

variables is negative, it means that older learners performed worse than younger. learners.

The strong correlation between the level of parental education and books in the home in
relationship to the level of achievement in English language indicates that the level of
parents’ education or home education resources helps childrens’ learning in English. It
should be understood that it is not necessarily the parents” education or the number of books
in the home that automatically leads to enhanced learner performance. But, it would seem to
be the enabling conditions brought about by the two home factors that directly contribute to
better learner performance. For example, it might be assumed that an educated parent is more
likely to help his/her child with schoolwork. Likewise the variety of books in the home
serves to expose a child to a wider range of influences which facilitate the performance in
English language reading. It can also be argued that those parents with a greater number of
books in their homes are the same ones who are likely to have received higher education (r-

0.18 and p=0.0001).
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The SACMEQ learner information questionnaire required the learners to provide information
about the frequency with which teachers give homework to their learners, whether learners

received extra lessons, and the number of times a learner has repeated a class.

Although learners were asked to record the number of days they were absent in the course of
the month prior to the survey, the number of days absent were recorded from the school
attendance register for that period. The following table presents other learner characteristic
variables.

Table 6.1b: Correlation coefficient of learner performance and learner characteristics.

Learner Homework Taking Number Learner
Performance frequency extra repeated Absenteeism
(59 score items) lessons grade

Learner Performance 1.000 0.16** -0.08** -0.24** -0.42%*
(59 score items)
Homework frequency 0.16%* 1.000 -0.04** -0.06** -0.18**
Taking extra lessons -0.08%* -.004** 1.000 0.02 0.02
Number repeated grade <0.24** -0.006** 0.02 1.000 0.11%*
Learner Absenteeism -0.42%* -0.18%* 0.02 0.11** 1.000

** Correlation is significant at 0.01 level (2-tailed)

It can be noted that the frequency of homework assigned by teachers significantly and
positively correlates with better English performance (0.16**). This means that the more a
teacher assigns homework to learners, the better the learners perform in English tests.
However, the other variables tested, taking extra lessons, repetition, and absenteeism all have

a negative correlation with the English performance.

The negative correlation between taking extra lessons and performance indicates that those

learners who received extra lessons nevertheless performed poorly.
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It is common knowledge that the work of a learner who was absent from school for many
days is likely to be negatively influenced. Absenteeism of learners significantly, but,
negatively correlated with English performance. The negative relationship between
performance and absenteeism tells us that those learners who were absent frequently

performed poorl)ll.

In terms of the SACMEQ framework we have made a comparison between learner
characteristics as control variables and the learer performance in English reading test scores.
We noted that some of the relationships were positive others were negative. Now I present
correlation analysis results between teacher characteristics and learner performance in English

reading test scores.
The purpose of this correlation is to see which factors relating to teachers characteristics are
positively related to learner performance, and if it is found to be positively related, to

investigate the direction and the strength of the relationship.

Table 6.2: Correlation coefficient of learner performance and teacher characteristics

Learner Teacher Teacher Teacher Teacher  Teacher
performance gender age experienc  academic years of
(59 score (f=1, m=0) e educatio  training
items) n
Learner Performance 1.000 . 0,22%* 0.27** 0.20%* 0.28** 0.39**
(59 score items)
Teacher gender 0.22** 1.000 0.10 0.08** 0.08** 0.38%*
Teacher age 0.27** 0.10 1.000 0.06** -0.01 0.19**
Teacher experience 0.25%* 0.06** 0.84** 1.000 0.74** 0.19%*
Teacher 0.28** 0.08** -0.01 0.74** 1.000 0.20%*
academic education
Teacher years of 0.39** 0.38** 0.19** 0.16** 0.20** 1.000
training

** Correlation is significant at the 0.01 level (2-tailed).
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The correlation table above contains 6 variables with paired relationship indicators. All five
teacher characteristics variable (teacher gender r = 0.22, teacher age r = 0.27, teacher years of
experiences r = 0.25, teacher academic education r = 28, and teacher years of training r = 29)
significantly correlated with pupil performance. While all these relationships are positive, the
teacher numbér years of training variable (r = 0.39) showed the strongest relative relationship
with pupil performance. It therefore tells us that the Grade 6 learners taught by teachers with
more years of teacher training performed better than those learners taught by teachers with
more years of teacher training performed better than those learners taught by teachers with
fewer years of teacher training.

It is also important to note that the number of years of teacher training variable has a
significant relationship with teacher gender variable (r=0.38). Since female teachers are
coded 1 and male teachers are coded 0, the relationship means that in Namibia among the
Grade 6 teachers, female teachers are more likely to have received teacher training taking into
account that they consist of the majority (61 %) of the teaching force. A similar trend of
positive correlation is true for teacher gender variable with teacher academic education and

teacher number years of teacher training with r=0.08 each.

The correlation coefficient informs us about the relationship, direction, and strength of the
relationship between two variables. I have examined leamner charaéten'stics in relation to
learner performance above. I have found that the home environment such as parent education
plays a significant role in learner performance prediction. With regard to teacher
characteristics it was found that teacher training (a proxy for teacher qualification) has most
significantly correlated with learner performance in reading English. The above correlation
can only give us the single relationship analysis results. It does however not tell us precisely

how multiple learner factors and teacher factors together influence learner performance.
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Correlation has some limitations. Hua, (1999) has summarized three limitations of correlation
as follows: 1). Correlation doles not give us a representative average relationship that could be
used to predict individual values (to fit the data points). 2) Correlation does not tell us how
much a change in one variable affects the change in the outcomé variable (effect size) because
we don’t get B [3”. 3) Correlatioﬁ does not tell us how one predictor affects the values of
outcome taking into consideration the effect of other predictors on the same outcome. To

perform the above function another statistical technique, regression, is required.

6.2  Regression Analysis

Regression is one of many multivariate statistical techniques. It is widely used in social
science research. Unlike correlation, regression not only helps us to understand the
relationship between two educational factors, but also helps us to understand multiple
relationships among multiple indicators. Regression gives us the ability to detect how much
of the achievement can be predicted by some educational predictors. It requires one
dependent continuous variable (test results) and at least one continuous predictor (e.g. teacher
qualification). Regression is intended to explain or predict the variability of the dependent
variable such as learner achievement test by using independent variables such as teacher

qualification, teacher age, learner gender, and/or class size etc.

The regression results provide us with three major statistical indicators. 1). The R-square
informing us of the percentage of the variance in the dependent variables, which is reading
English performance, which has been explained by independent variables. 2). The
significant level of the effect of the individual independent variable on the dependent variable
(t-statistics and p-value associated with the slope coefficient to indicate how much effect the

independent variable has on the dependent variable), and 3) The effect size of the independent
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variable on the dependent variable (slope coefficient) that explains how much each individual
independent variable contributes to the dependent variable. In order to understand how
teacher factors influence learner performance I decided first to look at how individual learner
factors influence their performance. The following is a presentation of the result tables of the
multivariate regression of learner characteristics and the English performance results, each

followed by an analysis.

Table 6.3a: Regression analysis of learner characteristics
Dependent variable : score 59 items

Predictors : (Constant) Speaking English, Learner Gender, Learner Age, Books in Home,

Parent Education

Variable B SEB Beta T P-value
(Constant) 34, 1.392 24.694 0.000
Speaking English ~ 0.37 202 -0.32 1.823 0.068
Learner Gender 1.45 359 -.069 -4.030 0.000
Learner Age -1.15 .081 -.265 -14.283 0.000
Books in Home 2.3 .003 135 7.084 0.000
Parents Education  0.93 .066 .260 13.978 0.000
R-square i) P-value<0.01

In the table above, 22 percent (R-square = .22) of the learner performance in the test has been
explained by the five learner characteristics (Speaking English, Learner Gender, Learner Age,
Books in Home, and Parents Education). Controlling for all other variables, each of the five
learner characteristics has a significant effect on English performance. Learner Gender and
Learner Age variables are negatively correlated with learner performance controlling, in turn,
for the four other variables, Speaking English, Books in the Home, and Learner Gender or

Speaking English and Learner Age.

!



According to SACMEQ figures among the Grade 6 learners, for every year’s increase in age,
we can expect on average abéut 1,15 points decline in the level of achievement in the test for
English language proficiency, controlling for the other two factors in the model. This in turn,
means, female learners performed 1.45 points lower than their male counterparts, taking into

consideration the effects of pupil age and English spoken outside classroom.

In earlier models, we found that learner characteristics and home environment had a
significant effect on English performance. When all these factors are put together in
predicting the outcome variable - English test score performance - the effect of these factors
on the outcome variable are different from the earlier findings due to the interrelationship
among all the factors. For example, gender didn’t have a significant correlation with learner
performance when examined individually. But now after we have considered all other learner
- level factors equal, we see the gender effect on performance. When controlling for learner
characteristics and some home environment factors, male learners perform better than female

learners.

We can also see that "Speaking English Outside of the Classroom" has become
insignificantly related to performance in this model. This is because "Speaking English
Outside the Classroom" is highly correlated with Parent Education and with Books at Home.
The learner factors analysis presented above were more learner related characteristics. In

Table 6.3b I further present the analysis of learner home and school related factors.
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Table 6.3b: Regression analysis of learner home and school factors
Dependent variable: Score 59 items

Predictors:(Constant) Homework Frequency, Repetition, Learner Absenteeism, Extra Lessons

Variable B SEB Beta T P-value
(Constant) 32.1 .549 58.453 0.000
Homework 0.29 .042 .078 5.707 0.000
Repetition -2.25 154 -.198 -14.593 0.000
Learner absent -6.51 232 -.386 -28.056 0.000
Extra lesson -1.51 .288 -.070 -5.226 0.000
R-square 23 : P-value <0.01

The regression model above consists of four variables. The R-square (.23) tells us the 23
percent of the variance in performance has been explained by the four variables in the model.
By looking at the p-value, all of the variables are significantly related to the outcome variable,
English reading test results. However, three variables (repetition, absenteeism, extra lessons)
are negatively correlated and one (homework frequency) is positively correlated. The
negative correlation tells us the following about each of the variables. With repetition, it
means that for every year a learner repeated, he/she is expected to perform 2.25 points worse
in the English reading test controlling for the other variables. For every additional day a
learner is absent he/she is expected to perform 6.51 point lower in the English reading
performance, controlling for all the other variables. When taking into consideration other
factors, homework frequency has the only positive correlation with performance, which
indicates to us that for additional homework a teacher gives, learers are expected to score

0.29 point more in their performance. Although all the variables significantly correlated with
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the performance, absenteeism came out as the strongest factor effecting learner performance
negatively in the model. Having looked at the control variables and their effect on

performance I now present the analysis of the teacher factors in the next table.

Table 6.4: Regression analysis of teacher characteristics

Dependent Variable: Score 59 items
Predictors (Constant): Teacher Gender, Teacher Age, Teacher Experience, Teacher Academic
Education, Years Teacher Training.

Variable B SEB Beta T P-value
(Constant) -7.34 1.232 5.548 0.000
Teacher gender 1.94 310 .092 3.271 0.000
Teacher age 0.20 034 147 16.040 0.000
Teacher experience 0.12 .036 .083 6.251 0.000
Teacher academic education 1.45 091 224 5.847 0.000
Years of teacher training 2.17 .123 268 17.611 0.000
R-square 25 P-value <0.01

The multivariate regression above has five teacher predictors. All five predictors are
significantly related to the dependent variable, namely, learner performance (Score 59 items).
All the predictors that significantly related to the dependent variable in the model have a

positive relationship.

It is noted that Teacher Gender and Teacher Academic Education are both significantly
related to learner performance. Since female and male teachers were coded 1 and 0
respectively, the Grade 6 learners taught by female teachers perform 1.94 points higher than

those taught by male teachers.

Teacher academic education is statistically, positively and significantly related to learner

performance. It can be stated in terms of this sample that for every additional year of
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academic education of a teacher, learners are expected to score 1.45 points higher in the
English test.

The R-square statistics (0.25)’ indicates that 25 percent of the total variance in the English
reading test pgrformance has been explained by all predictors in the model. Among the
teacher predictors, teacher training (number years of teacher training) significantly contributes
(2.17) to the overall explanation of the variability in English reading test performance.
Controlling for the effect of other variables, it can be reported that the Grade 6 learners taught
by teachers with a greater number years of teacher training perform 2.17 points higher in
English language proficiency tests than those taught by teachers with less years of teacher

training.

The multivariate regression analysis above examined the effect of learner and teacher factors
on performance separately. We have seen how each factor related to the English reading
performance when controlling for the effect of other variables. In conclusion, I present a
multivariate analysis consisting of learner and teacher factors together. The nine learner and
teacher variables in this model are the ones that showed a strong relationship between learner
performance in the previous analysis.

Table 6.5: Regression analysis of learner and teacher factors

Dependent Variable: Score 59 items

Predictors (Constant): Teacher Academic Education, Teacher age, Teacher training, Speaking
English, Learner age, Parent Education, Homework, Repetition, Absenteeism

Variable B SEB Beta T P-value

(Constant) 12.53 1.981 6.324 0.00

Teacher academic education .93 .103 144 9.060 0.000
Teacher age 19 .022 137 8.715 0.000
Teacher training 2.05 136 243 15.134 0.001
Speaking English 43 182 .036 2.339 0.019
Learner age -48 -.077 -.107 -6.252 0.000
Parent education .59 .061 161 .687 0.000
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Homework .20 062 050 3.241 0.001

Repetition . -1.69 .193 -.130 -8.321 0.000
Absenteeism -4.93 274 -.288 -18.005 0.000
R-square .30 P-value <0.01

The R-square statistics tells us that 30 percent of the total variance in the English reading test
performance has been explained by the nine predictors in the model. All the nine variables
correlated negati‘vely or positively with learner performance during earlier analyses. When
learner and teacher factors are considered together, the strength of the relationship changes.
Teacher academic education and teacher training are the two teacher factors with a significant
positive relationship with learner performance. Teacher training (qualification) remains the
strongest teacher variable effecting learner performance in English reading in Namibia. It can
therefore be stated that considering learner characteristics, learner home and school
circumstances, and other factors relating to teacher characteristics, learners taught by teachers
with more years of teacher training perform 2.05 points higher than those taught Ey teachers

with fewer years of teacher training.

Considering all other factors to be equal, repetition and absenteeism are the two learner
factors with a significant correlation with performance. Unlike the teacher factors that ha\}e a
positive relationship, these two learner factors have a negative relationship with performance
in English reading. This, therefore means that those learners who were recorded to have been
absent from school regularly or those who repeated a grade were the ones that performed

poorly when compared to other learners.
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Chapter 7 : Conclusion

This study investigated the relationship between teacher factors and learner performance for a
select sample of Grade 6 learners in relation to English reading in Namibia as measured in a
set of tests conducted as part of the SACMEQ survey in 1995. The Namibian education
system went through a period of transformation after 1990 from an apartheid system of
education to a unified education system. The transformation was aimed at achieving the four
broad goals of educatioﬁ. These are access, equity, quality and democracy. The change
entailed moving from the racially segregated apartheid educational system to a unified
system, and also included the unification of teacher training institutions from the many
existing racially divided institutions. The aim of the education transformation was in pért to
improve on the quality of teaching and learning, especially in former disadvantaged schools.
There was considerable confidence that this aim could be achieved through equitable
distribution of material and human resources across the regions. Yet the pace of success in

achieving this aim has been too slow.

Since English is the medium of instruction, but is not widely spoken in Namibia, the quality
of English teaching and learning in schools became one of the major concerns among the
stakeholders in education. The concerns about English teaching and learning were highlighted
because of unsatisfactory learner performance in English language in the national
examination. The examination results were attributed by many to poor English background in

the primary school.

77



Many factors are believed to contribute to this poor performance in English language. Since
no evidence was initially av;clilable to assist in shaping policy, some studies - the National
Baseline Study (NBS) and the: Southern Africa Consortium for Monitoring Educational
Quality (SACMEQ) survey - were conducted in Namibia in an attempt to measure the quality
of teaching and learning in schools. The data uséd in this study was taken from the

SACMEQ survey of 1995.

From the literature reviewed in this study, it became clear that educational factors related to
learner performance are complex. It is not easy to pin point one factor as the main contributor
to learner performance. However, researchers have found that issues related to teachers,

among other factors, effect learner performance.

None of the research findings from the reviewed literature was conclusive about which
teacher factors were most significant in effecting learner performance. The results from
research conducted in countries with sound economical status produced different results from

those that are experiencing economic hardship.

The descriptive analysis of the SACMEQ data made in this study has revealed a number of
issues about the education system in Namibia, particularly with regard to learner background
and teacher characteristics and their relation to issues of quality and equity. The analysis
revealed the inequity in the allocation of teachers among the education regions. Learner
performance in the English reading test was also shown to vary in many respects among the

regions.
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The study revealed that there were a considerable number of over-aged learners in the
Namibian education system. While it could be expected for Namibia to have over-aged
learners because of the history of its educational provision under apartheid, over-aged learners
are mostly found in the former disadvantaged regions of the north. These are the regions
where access to education was a problem in the past and hence, with independence, many
schools were established and many learners from the war stricken areas enrolled at different
age levels. Lacking background, many of them found it difficult to cope, especially in

English language.

The relationship between age and learner performance in the English test was statistically
significant but negative. It can be concluded that over-aged leamners performed worse than
their younger counterparts. Over-aged learners were often the same ones who repeated and
were frequently absent from school. These two learner factors have been shown by the
SACMEQ to adversely affect learner performance. The study results suggest that if
absenteeism and repetition are minimized, the learner perforniance can be significantly

improved.

The study results did not show a difference in English reading performance between boys and
girls. Although the correlation between these two variables and learner performance is

negative, the correlation is not significant.

Even when books at home are considered together with other learner factors, the books at
home effect on learner performance remains the strongest. Therefore, learners who are
exposed to a variety of English reading materials stand a change of performing well in the

reading test. Equally, educated parents in one way or another play a role in predicting the
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level of a learner’s performance. However, parent education became a weak contributor
when considered together Witil other learner and teacher factors.

The study shows that "Speaking English Outside Classroom" matters much in predicting
learner performance. The Speaking English factor’s negative influence in predicting learner
performance canlbe expected because the majority of the learners in Namibia are not from
English speaking families. The other reason is that speaking English outside classroom
correlates with both Books at Home and Parent bEducation. Much of the "Speaking English
Outside the Classroom" effect is therefore the same as that of the other two factors (Books at

Home and Parent Education).

There is a large variation in the distribution of teachers according to age among regions. In
the regions where the average age of teachers was above the national teacher age average,
learners tended to have performed better than in the other regions. Since teacher age can be a
proxy for experience in teaching, learners taught by older teachers/experienced teachers did

on average perform better than those learners taught by younger/inexperienced teachers.

The fact that older teachers produced on average better results poses a potential threat to the
future of the quality education system when the present older teachers retire from the system.
There is therefore a need for further investigation of other teacher factors such as motivation,
content of teacher training, work ethic etc. if we are to establish the key factors for successful

education.

Another finding from study is the fact that 60 percent of the teachers who taught Grade 6
English in 1995 in Namibia were female. The bi-variate and multivariate analysis revealed

that female teachers received more years of teacher training than male teachers. Female



teachers in Namibia also had more years of academic education than male teachers. Since
gender correlated positively with learner performance it can also be concluded that female
teachers had an effect on learner performance in reading English in the Namibian schools.
This does not §uggest that female teachers, given the same training as their male counterparts
perform better, but it simply means that in this sample female teachers were better qualified
than and more plentiful than male teachers. Female teachers' concentration was also high in
better off areas where learners in general performed better. While the government cannot
employ female teachers only, it needs to look into reasons why the male teachers appear to be

out-performed by their female counterparts in most parts of the country.

In most of the regions the Grade 6 teachers attained the required 12 years of academic
education necessary to become a teacher. It appeared that the majority of these teachers were
female. Statistically, the degree of academic education of teachers correlated positively with
learner performance. It can therefore be stated that the amount of academic education of
teachers positively effects leamner performance. Those learners who were taught by teachers
with a greater number of years of academic education, performed better than those who were
taught by teachers with fewer number of years of academic education. This study confirmed
the earlier finding mentioned in the literature reviewed, that teacher training has an effect on
the learner performance. Teacher training, a proxy for teacher qualification, is demonstrated
to play an important role in the Namibia education system. Among all the teacher
characteristics investigated, teacher training shows the strongest and most significant positive
correlation. All the regions with a high number of qualified teachers had Grade 6 learners

who performed better in English language than learners in the other regions.

81



Since there is a relationship between teacher academic education and teacher training it
means that learner performaﬁce can be enhanced party by teachers having higher academic
education and longer teacher training.

In conclusion it can therefore be stated that there are some factors (age, repetition and
absenteeism) thét have an influence on learners’ performance in English language
proficiency. Controlling for learner factors, teacher factors have a positive relationship with
performance. Teacher training is most significantly correlated with learner performance even

when controlling for learner and other teacher factors.

82



Bibliography

Brophy, J. (1986) Teacher Influences on Students Achievement. American Psychologist, 41
1069-1077. Michigan State University.

Carron, G. and Chau T.N. (1996) The quality of Primary Schools in Different Developing
Context IIEP, UNESCO. Paris.

Chuard, D. et al (1995) Cost, Financing and Development of Education in Nambia, IREDU,
University of Bourgogne, France.

De Grauwe, A. (1998) Changing teacher for a Changing World. IIEP. UNESCO. Paris.

Fuller, B. (1986) Is Primary School Quality Eroding in the Third World? Comparative
Education Review 30, 40. 491-506

Fuller, B. (1987) What School Factors Raise Achievement in the Third World? Review of
Educational Research 57, 255-292 World Bank, Washington, D.C.

Fuller, B. and Kapakasa A (1991) What Factors Shape Teacher Quality? Evidence from
Malawi. International Journal of Education Development 11, 119-127. Pegamon

Press ple. UK.

Glatter, R et.al (eds) (1997) Choice and Diversity in schooling: Perspectives and Prospects.
Routledge. London.

Grace, G. (1991) The State and the Teachers: Problems in Teaching, Supply, Retention and
Morale In Teacher Supply and Teacher Quality. Short Run Press, Exeter.

Greenwald, R. et. Al (196) The Effect of School Resources on Student Achievement.
Review of Educational Research 66, 361-396.

Heyneman, P.S. and Loxley, W.A. (1983) The Effect of Primary School Quality on Academic
Achievement Across Twenty-nine High- and Low-Income Countries. American

Journal of Sociology 88, 1162-1194. University of Chicago.

Hua, H (1999) Educational Policy Research: Framework and Practice Education Policy
Analysis Workshop. 5" Edition HIID

Kai-ming, C (1996) The Quality of Primary Education: A case study of Zheijang Province,
China. IIEP, UNESCO. Paris.

Konadu, A.D. (1994) Improving the Deployment of Teachers : The Ghanaian Experience.

83



IIEP, UNESCO. Paris.

Machingaidze, T. et. Al, (1998) The analysis of educational Research Date for Policy
Development: An example from Zimbabwe. IIEP, UNESCO.

McMillan, J and Schumacher, (1993) Research in Education: A conceptual Introduction,
Virginia Common Wealth University, Harper Collins College Publishers.

Mertens, D.M. (1‘998) Data analysis and Interpretation, and Interpretation and Reporting.
Research Methods in Education and Physiology, Integrated Diversity with
Quantitative and Qualitative approaches.

Ministry of Education and Culture (1983) Toward Education for All: A Development Brief
for Education, Culture, and Training. Gamsberg Macmillan, Windhoek.

Ministry of Basic Education and Culture (1995) Education Management Information System,
Education statistics, Windhoek, Namibia.

Ministry of Basic Education and Culture (1996) 4 profile of Education in Namibia Education
Management Information System, Windhoek

Ministry of Basic Education and Culture (1997) Education Management Information System,
Education statistics, Windhoek, Namibia.

Ministry of Basic Education and Culture (1998) Education Management Information System,
Education statistics, Windhoek, Namibia.

Mortimore, P. (1990) Measuring Educational Quality. British Journal of Educational Studies
391.69-81 ;

Mwamwenda, T.S. and Mwamwenda B.B. (1987) School Facilities and Pupils’ Academic
Achievement. Comparative Education 23, 225-235.

Mwamwenda, T.S. and Mwamwenda B.B. (1989) Teacher Characteristics and Pupils’
Academic Achievement in Botswana Primary Education. International Journal of
Educational Development 9, 31-42. Pergamon Press plc, UK.

Mwamwenda, T.S. and Mwamwenda B.B. (1992) Quest for Quality Education in Botswana.
South African Journal of Education 12, 45-49.

Namibia (1986) Perspectives for National Reconstruction and Development. United Nations
Institute for Namibia, Lusaka.

Namibia (1990) The Constitution of the Republic of Namibia. Ministry of Information And
Broadcasting, Windhoek.

Nghiitwikwa, E.T. (1998) Teacher Education in Namibia: Issues and Recommendations,
Terminal Paper, IIEP, UNESCO, Paris.

84



Orbach, E. (1992) A Development Perspective on the Role and Function of Black Colleges of
Education in South Africa. Development South Africa 9,199-212.

Phiri, F.A. (1998) Perspectives on the (H) IGCSE Paradigm: Why do Namibian Learners
Fail? In Enhancing Learner Performance in Five School Subjects Through a Teacher
In-service Workshop. University of Namibia.

Ross, N.K. Postlethwaite, T.N. (1992) Indicators of the quality of Education: A summary of
a
National study of primary schools in Zimbabwe, IIEP, UNESC

Ross, K.N. ed, (1995) From Educational Research to Educational Policy: An example from
Zimbabwe. International Journal of Educational Research. 23, 301-401.

Ross K.N. ed. (1998) The quality of Education: Some policy suggestions based on a survey
of schools. IIEP, UNESCO.

Saha J.R. (1983) Social Structure and Teacher Effects on Academic Achievement: A
Comparative Analysis, Comparative Education Review, 27, 69-88

Schmelkes, S. et al (1996) The quality of Primary Education: A case Study of Puebla,
Mexico. IIEP, UNESCO. Paris.

Shinyemba D.N. (1999) Learner Centred Education Development of Teachers’ concepts and
Practice of Teaching in the context of Namibia School perform Oxford Brooks
University, MPHIL Thesis. UK.

Snyder, C.W.J. et al (1999) Exploring the complexities of Education: Notes on Research
Design and statistics Gamsberg MacMillan Publishers (PTY) LTD.

Straker, N. (1991) Teacher Supply in the 1990s: An Analysis of current Developments. In
teacher Supply and Teacher Quality. Short Run Press, Exeter.

Taunyane, L. (1995) Education and Training Prime Vehicle for Developing People.
Education Resource Management 11, 10-11.

Voigts, F.G.G. (1998) Inside Reform: Policy and Programming Considerations in Namibia’s
Basic Education Reform Gamsberg MacMillan, Windhoek.

Warwicks, D.P. and Jatoi, H. (1994) Teacher Gender and Student Ach1evement in Paklstan
Comparative Education Review 38, 377-399.

Williams, P. (1979) Planning Teacher Supply. Fundamentals of Educational Planning 1IEP,
UNESCO. Paris.

Williams, J.D. (1992) Monitoring School Performance: A Guide for Educators, The Falmer
Press.

85



Appendix A

Southern African Consortium for Monitoring
Monitoring Educational Quality

and

International Institute for Educational
Planning

Grade 6 Readino Stndv

Pupil Booklet

PART 1 : QUESTIONNAIRE

SOME QUESTIONS ABOUT YOU

1. Which Grade 6 class are you in this term?
(Please tick only one box)

6A 6B 6C 6E 6F 6G 6H 6l 6J
WADDOERKN UAY E [
2. What is your date of birth?

(Please write numbers in the boxes below.)

ﬁ?’ Month Year

M O

3. Are you a boy or a girl?
(Please tick only one box.)

[ ] Boy
[:I Girl
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4.

Do you speak English outside school?
' (Please tick only one box.)

]
]
L
]

Never

Sometimes

Often

All of the time

SOME QUESTIONS ABOUT THE PLACE WHERE YOU STAY DURING THE

SCHOOL WEEK (THAT IS MONDAY TO FRIDAY)

5.

Where do you stay during the school week?
(Please tick only one box.)

=

[]
el
L]

With my parents/legal guardian
With other relatives or another family
In a hostel/boarding school accommodation

By myself or with other children

How many books are there in the place where you stay during the school

week?

(Do not count newspapers or magazines.)
(Please tick only one box.)

]

OO0 U

There are no books in the place where I stay during the school week.
1 - 10 books

51 - 100 books

101 - 200 books

201 or more books

How often do you read the books in the place where you stay during the school
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week?
(Please tick only one box.)

D I never read any of them.

I sometimes read something from them.
Which of the following things can be found in the place where you stay during
the school weeks?
(Please tick one box for each line.)

=
a

8.1 Daily newspaper

8.2  Weekly or monthly magazine
8.3  Radio

84  TVset

8.5  Video cassette recorded (VCR)
8.6  Cassette player

8.7  Telephone

8.8  Refrigerator

89 Car

8.10 Motorcycle

8.11 Bicycle

8.12 Piped water

8.13  Electricity

Oooooooooooaond e
Oooooooooooogoin

8.14 Table to write on
What is the highest level of education that your mother/female guardian have
completed?

(Please tick only one box.)

[ ] Didnot go to school

Completed some of primary school

[]
[]  Completed all of primary school
L]
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10.

10.

O 0o U

Completed some of secondary school
Completed all of secondary school

Completed some education/training after secondary school
I don’t know.

I don’t have a mother/female guardian

What is the highest level of education that your father/male guardian have
completed?
(Please tick only one box.)

AT L 1A (]

Did not go to school

Completed some of primary school

Completed all of primary school

Completed some of secondary school

Completed all of secondary school

Completed some education/training after secondary school

I don’t know.

I don’t have a mother/female guardian.

What is the highest level of education that your father/male guardian have
completed?
(Please tick only one box.)

OO0 o0ododo

Did not go to school

Completed some of primary school

Completed all of primary school

Completed some of secondary school

Completed all of secondary school

Completed some education/training after secondary school
I don’t know.

I don’t have a father/male guardian.
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10(a) Is your mother or female guardian able to read? D NoYeD
10(b) Is your father or male guardian able to read? D NoYeD
11.  How often are you usually given homework?

' (Please tick only one box.)

D I do not get any homework.

[] Once or twice each month

[[] Onceor twice each week

[[]  Mostdays of the week
12.  How often does someone outside your school make sure that you have done

your homework?

(Please tick only one box.)

D I do not get any homework.

[[] Never

[]  Sometimes

[[]  Mostof the time
13.  How often does someone outside your school usually help you with your

homework?

(Please tick only one box.)

D I do not get any homework.

[[] Never

[[] Sometimes

D Most of the time

14.  How often does someone outside your school ask you to read to him/her?
(Please tick only one box.)

D Never
|___] Sometimes

D Most of the time



15.

16.

17.

18.

How often does someone outside your school ask you questions about what

you have just read?
(Please tick only one box.)

D Never

[] Sometimes

[]  Mostof the time

How often does someone outside your school look at the work that you have

completed at school?
(Please tick only one box.)

D Never
[:] Sometimes
D Most of the time

Do you take extra lessons in school subjects school hours?
(Please tick only one box.)

D No
[] Yes

How often do you normally eat each of the following meals?
(Please tick one box for each line.)

Not at all lor2 3or4 Every day

days per days per of the
week week week

0 0O O O
Lunch 0 0O O m
0 O O O

Morming meal/breakfast

Evening meal/supper
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SOME QUESTIONS ABOUT YOUR SCHOOL

19. Oﬁ how many school days were you absent during the month of July?
(Please write “0” if you were not absent.)

[T ] days

20.  How are the readers/English textbooks used in your classroom during your
reading lessons.
(Please tick only one box.)
D There are no readers/English textbooks.
D Only the teacher has a reader/English textbook.
[:] I share a reader/English textbook with two or more pupils.

D I use areader/English textbook by myself.

21. Are you allowed to have books from the school library on an overnight loan?
(Please tick only one box.)

D There are no library books at school.

[] No
[] Yes

22.  How many on the following items do you have for use with your classroom
work this term?
(Please write “0” if you do not have any.)
22.1 Exercise books (for writing which is marked by the teacher)[:[]
22.2  Note books (for writing which is not marked by the teacher) [ |
22.3 Pencils
224 Rules

22.5 Pencils

JHHH
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23.

24.

25.

22.6 Pens or ball point pens

How many times have you repeated a grade since you started school?
(Please tick only one box.)

D I have never repeated.
[ ] Thaverepeated once.
[]  Ihave repeated twice.
D I have repeated three or more times.

On what do you sit in your classroom?
(Please tick only one box.)

D I sit on the floor.
[]  Isitonabench with other pupils.
[] [sitatadesk/ona separate chair.

On what do you write in your classroom?
(Please tick only one box.)

D I have nowhere special to write.
D I write on the same bench or chair that I sit on.

D I write on a table/at a desk.

93



Appendix B

South Africa Consortium for
Monitoring Educational Quality

and
International Institute for Educational Planning

Grade 6 Reading Study

Teacher Questionnaire

1. In the first column of the table below, tick all of the Grade 6 classes which you take
for English language (reading) this term. If your school does not use 6A, 6N,6C, etc.
as class names, please speak to the Data Collector before you complete this question.

For each of the classes you have ticked, please state:

e the number of pupils in the class;

e the number of English lessons they usually receive per week; and
e the length of a typical English lesson in minutes.

116a L) L L] pupits L] Jlessons [ I [ | minutes
1.2 6B D Djj pupils [D lessons D_—_D minutes
136c [ ] [T 1] pupils [ | Jlessons [ [ | | minutes
146D [ ] [ T 11 pupils [ | Jlessons [ [ [ | minutes
156E [ ] [ [ 1] pupils [ [ |lessons [ [ [ | minutes
166F [ ] [ ] 1] pupils [ | Jlessons [ | | | minutes
176G [ | [ [ 1] pupils [ | ]lessons [ [ [ | minutes
186H [ ] [ [ ] ] pupils [ [ Jlessons [ [ [ | minutes
O L] 1] CIT]
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1.9 61 pupils lessons minutes

1.106J D D:]——] pupils D———| lessons ‘:l_——lj minutes

SOME QUESTIONES ABOUT YOU

2. What is your sex?
(Please tick only one box)

L] @) Male

[] (2) Female
3. What is your age?

(Please tick only one box.)
(1) Under 20 years
(2) 20 - 24 years
(3) 25 - 29 years
(4) 30 - 34 years
(5) 35-39 years
(6) 40 - 44 years

(7) 45 - 49 years

SO & W] L]l ]

(8) 50 years and over

3a What is your home language? | |

4. How many years of academic education have you completed?
(Please indicate the number of years in each box. Please exclude the years
you were repeating, if any.)
4.1 [ ] ] vears of primary school
42 [ ] ] years of secondary school

4.3 [:__D years of post secondary academic education
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How many years of teacher training have you received altogether?

(Please tick only one box.)

D I did not receive any teacher training.
I have had a short course of less than one-year duration.
] have had a total equivalent of one year of teacher training.

I have had a total equivalent of two years of teacher training.

OO0 04

I have had a total equivalent of three years of teacher training.

I have had a total equivalent of more than three years of teacher
training.

How many years altogether have you been teaching?
(Please round to ‘1’ if it is less than I year.)

‘:D years

How many in-service courses have you attended during your teaching career?
(Please write ‘0’ if you have attended no course.)

D:] courses

SOME QUESTIONS ABOUT YOUR CLASSROOM

Note: If you teach in more than one classroom, please answer questions 8,9 and 10
for the largest class you teach.

8.

How many books do you have in your classroom library?
(Do not count magazines or newspapers)
(Please write ‘0’ if there is no classroom library.)

D__j books

How many of the following do you have in your classroom or teaching area?
(Please write ‘0’ if you do not have any.)

9.1 Sitting places for pupils (on chairs or benches) D]

9.2  Writing places for pupils (on desks or tables) Dj
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10.  Which of the following list of teaching resources do you have in your
classroom or teaching area?
(Please tick one box on each line.)
No  Yes

10.1 A usable chalk board

[]

10.2 Chalk

10.3 A wall chart of any kind
10.4 A map of your country
10.5 A map of Africa

10.6 A world map

10.7 A cupboards

10.8  One or more book shelves
10.9 A classroom library or book corner
10.10 A water tap

10.11 A teacher table

10.12 A teacher chair

10.13 An atlas

Ooooooooouogdd
Oooooooogoudu

10.14 An English dictionary

SOME QUESTIONES ABOUT YOUR TEACHING

11.  How many periods/lessons of actual teaching do you have in a typical school
week at this school?
(Please write the numbers in the boxes below.)

[:D periods/lessons each week

12.  How many minutes are these periods/lessons altogether per week?
(Please write the numbers in the boxes below.)

[(TIT]
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13.

14.

14.1

14.2

14.3

14.4

14.5

14.6

14.7

15.

16.

minutes

How many hours do you spend in a typical school week working on lessons
preparation and marking for this school?
'(Please write the numbers in the boxes below.)

D:l hours each week

How important do you consider the following pupil activities to be in the
teaching of reading?
(Please tick one box on each line.)

Not very Of some Very
important important important

Listening to someone reading aloud [ ] ]
Silent reading [ ] []
Leaming new vocabulary from a text [] ] ]
Pronouncing or sounding words ] [] ]
Reading for comprehension ] ] []
Taking books home to read ] ] L]
Reading materials in the home ] ] L]

Of the seven activities listed in the above question, select the one that you
consider to be the most important.
(Please write its number in the box below.)

[T 1]

Do you ask parents or guardians to sign that pupils have completed their home
reading assignments?
(Please tick only one box.)

D No
D Yes
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17.

17.1

17.2

17.3

17.4

17.5

18.

19.

19.1

19.2

19.3

19.4

19.5

How important do you view each of the following goals of reading to be?
(Please tick one box on each line.)
Not very Of some Very
important important important

Making reading enjoyable O O []
Extending students’ vocabulary ] ] []
Improving word attack skills - ] []
Improving students’ reading comprehension [ | ] ]
Developing a lasting interest in reading [ ] ] ]

Of the five goals listed in the above question, select the one that you consider
to be the most important.
(Please write its number in the box below.)

[T 1]

How often do you use the following approaches when teaching reading?
(Please tick one box on each line.)

e

Never or sometimes often

rarely
Introducing the background of a ] ] ]
passage before reading it
Asking questions to asses text ]

comprehension
Asking questions to deepen understanding D

Using materials you have created yourself D

OO U
Odn U

Reading aloud to the class D
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20. How often do you give our pupils written test in reading?
(Please tick only one box.)

]

OO0 0n

I do not test fhe pupils

Once per year

Once per term

Two or three times per term
Two or three times per month

Once or more per week

21.  How often do you usually meet with the parents of the pupils in your class to
discuss pupil progress?
(Please tick only one box.)

]

B
]
L]

Never
Once a year
Once a term

Once a month or more

SOME QUESTION ABOUT YOUR SCHOOL

Note: In this questionnaire, which is used in several countries, “Inspector” means the Officer
visiting the classroom teacher for professional purposes. This person might be called
Inspector, Education Officer, or Advisory Teacher, etc. in your country.

22.  Does the school report each pupil include a specific section for comment on
reading?
(Please tick only one box.)

L]
]

No

Yes
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23.  Onhow many occasions did an Inspector (see note before Question 22) visit
you in your classroom in this school?
(Please write ‘0’ if there was no visit by the Inspector. If you were not
teaching in this school for one or more of the years given, please write “NA”
for not in the appropriate space.)

23.1 1995 D occasions
23.2 1994 D occasions
23.3 1993 D occasions

24.  How do you see the role of the Inspector (see note before Question 22)?
(Please tick one box on each line.)

The Inspector is someone who... No Yes
24.1 Comes to advise ' D D
24.2 Comes to criticize : D D
24.3  Suggest new ideas D D
24.4 Clarifies educational objectives D D
24.5 Explains curriculum content D D
24.6 Recommends new teaching materials D D
24.7 Provides information for self-development D D

24.8  Contributes very little to my classroom teaching |:| D
249 Makes suggestions on improving teaching methodD D
24.10 Encourages professional contacts with teachers in D D

other schools
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25.  How often does your School Head advise you on your teaching of reading?
(Please tick only one box.)

D Never or rarely
D Sometimes

D Often

SOME QUESTIONS ABOUT YOUR JOB AND LIVING ACCOMMODATION

26.  There are many things that improve teachers’ satisfaction with their work.
How important do you think each of the following is?
(Please tick one box on each line.)

Not very Of some Very
important important important

26.1  Your travel distance to school
26.2 Availability if teacher housing
26.3  Quality of teacher housing
26.4 Quality of the school buildings
26.5 Quality of classroom furniture
26.6 Level of teacher salary

26.7 Seeing my pupils learn

26.8 Quality of classroom supplies
(e.g., books, paper, pens, etc.)

26.9 Quality of school management and
administration

O O ooooodfd

26.10 Amicable working relationships with
other staff members

26.11 Good relationships with the local communityD

OO0 0O O oooggodd
OO0 O 0 oooooodad

26.12 Expanded opportunities for promotion D
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26.13 Opportunities for professional
development through further D D D
study and/or training.

27.  Of the thirteen reasons listed in the above question, select the one that you
consider to be the most important.
(Please write its number in the box below.)

[T1]

28.  Which of the following items do you have at home?
(Please tick one box on each line.)

No Yes
28.1 Daily newspaper D D
28.2  Weekly or monthly magazine D D

28.3 Radio D D
284 TV set D D

28.5  Video cassette recorded (VCR) HiN
28.6 Cassette player N
287 Telephone 10
28.8  Refrigerator N
289 Car 0]
28.10 Motorcycle 1]
28.11 Bicycle | 1]
28.12 Piped water 0]
28.13 Electricity L]0
28.14 Table to write on .
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29.

30.

31.

32.

Is your accommodation (place of living) provided by the school, community,
responsible authority, or government?

(Please tick only one box.)

D No, I arrange the provision of my own accommodation

School or community

Local or responsible authority

Government

OO oo

My accommodation is provided by an agency other than school,
community, responsible authority, or government.

How far is your accommodation from your school?
(Please write “0” if you live on or next to the school premises)

Dj kilometres

Which of the following reflects most accurately the condition of your living
accommodation?

(Please tick only one box.)

D Generally in a poor state.

[:I Some parts require major repairs

[]  Some parts require minor repairs

[]  Generally in good condition

How many years have you been teaching English?
(Please tick only one box)

D Less than 8 months
1 - 2 years

3 - 5 years

OO U

More than 5 years
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