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ABSTRACT

The purpose of this study was to determine thetiogiship between instructional
practices and standard four pupils’ achievemenEmglish in primary schools in
Nairobi City County (NCC), Kenya. Studies by UweKenya have revealed that
learners are achieving poorly in English as theggpmss through school. The
objectives of the study were to examine the refstiip between use of lesson plans,
use of collaborative teaching methods, utilizatadninstructional resources, use of
multilingual classroom communication, and use aftcwous assessment tests, and
achievement in English among standard four pupilgpublic primary schools in
NCC. The study employed a mixed methods approadhaaoorrelational research
design, and was anchored on John Dewey’s learriegry also referred to as
pragmatism. The study targeted 205 public primahosls in NCC, 25,498 standard
four pupils, 205 standard four teachers of Englistl 205 head teachers. A stratified
random sample of 25 primary schools was drawn fwamth one head teacher and
one teacher of English was obtained. The sampfaupils was 736. Data collection
was by an achievement test for pupils, a questioarfar teachers of English, a
guestionnaire for head teachers, a lesson obsemnvgtiide, an interview guide for
quality assurance and standards officers, and aundect analysis guide for
commercially developed tests. The validity of tlehiavement tests was established
by adhering to the standard four English syllabug asing specialists to develop the
tests. Basing the questions on the objectivesen$tirdy established the validity of the
guestionnaires. By use of the test-retest methstument reliability was established.
Data were analysed using SPSS and Excel. Pearsmation coefficient was used
to test the null hypotheses. Data were presenteéelxinand in tables, bar charts and
pie charts. The study established that achievenme&nglish among standard four
pupils was below expectation especially in readowmprehension and writing
composition. Most teachers did not prepare lesslamspand used collaborative
methods sparingly. Textbooks were inadequate angome cases, pupils did not
have desks or sat on overcrowded benches. The ssidylished that Kiswabhili,
‘Sheng’ and Mother Tongue were used during Engksisons. Most schools used
commercially developed assessment tests many athwhiere found to be of low
quality. The testing of the null hypotheses showiat lesson planning, use of
collaborative teaching methods, utilisation of fnstional materials, and use of
continuous assessment tests had no significantioe$aip with achievement in
English. Use of multilingual classroom communicatwas however, found to have a
significant negative correlation with achievemengkinglish. This study is expected to
provide useful information on school curriculumidety among all stakeholders. The
study recommends that the Ministry of Education @)Ghould revise the policy so
that teachers teach only the subjects in which #pecialised at the teacher training
college. The MOE should provide guidelines on t@agload to make it manageable
so that teachers are able to plan their lessoash tefficiently, and provide adequate
instructional materials. The government and theedtalders should review the
language policy to make it easier to apply and erage teachers to set and use their
own assessment tests.

XX



CHAPTER ONE
INTRODUCTION
1.1  Background to the Study

In 1990, representatives of more than 150 worldeguments congregated at
Jomtiem, Thailand, for the World Conference on Edienn for All (EFA). The
purpose of the conference was to address globatidedtion of educational standards
in the 1980s (UNESCO, 1990). This decline in edooahad not spared even the
United States of America (USA). In 1983, the USApBement of Education
published a report by the National Commission oodlgnce in Education (NCEE)
entitled, “A nation at risk”. This report revealédat USA was lagging behind in
education compared with other developed nationg. Jdor standards of education
were attributed to poor instructional practices hswas inadequate utilisation of
instructional materials and use of inappropriatechéng and assessment strategies.
Poor achievement in English was one of the caultg@oor standards in education
in the USA according to NCEE (1983). Among othezroramendations, the report
proposed establishment of literacy standards analdement of language skills
starting at elementary school level.

The Jomtien conference emphasised the importancepriofiary school
education and called upon every participating gowvemt to provide primary
education for all children. The Jomtiem confereha¢her recognised UPE and EFA
as fundamental human rights (UNESCO, 2000). Thisgeition was an affirmation
of declaration of education as a basic human sgited in Article 26 of the Universal

Declaration of Human Rights (UDHR) by the Unitedtidas (UN) in 1948. In the



same Article, UDHR proclaimed free and compulsorynary education as a basic
right for all (UNESCO, 2000).The need for free amdversal education was again
emphasised in 1977 during the assembly of the W@oldfederation of Organizations
of the Teaching Profession (WCOTP, 1977), whieblared that the youth of the
world had an inherent right to participate in afeglucation system.
Attainment of EFA has remained a challenge to mdstan countries such

as Kenya, Ethiopia, Botswana, Lesotho, and Swazi{BtNESCO, 2000). In response
to this challenge, the World Education Forum (WERBs held in Dakar, Senegal, in

2000(Republic of Kenya, 2003). At the Dakar confiess a framework for action to
meet EFA a goal was developed (Republic of Kenya, 2003)e Participating

countries set the goal of achieving UPE by 2015 ESRO, 2002). The framework
highlighted the importance of assessing learningaues in addressing quality of
education. One of the indicators of progress intmgeEFA goals was for the
countries to have a percentage of learners hawaghed at least grade four of
primary schooling and mastering a set of nationallgfined basic learning
competencies. In conformity with EFA recommendagjothe USA, New Zealand,
Australia, and United Kingdom (UK) governments kak economic growth with
educational achievement and started using assessongetermine curriculum and to
impose high standards in education (Munavu, 2001).

In line with the recommendations of the Jomtied #re Dakar conferences to
which Kenya is a signatory, the Kenya governmerdpéetl a policy of providing
education to all its citizens (Republic of Keny®08).The Government of Kenya

(GOK) views education as a means of developing muoagital and enhancing the



quality of life for the citizens. To improve proigs of education in Kenya, the
government declared Universal Primary EducationEJffom standard one to four
in 1974. In 1978, the government abolished feedliprimary schools in the country,
which lead to improvement of enrolments from 2,808, in 1974 to 2,994,894 in

1978, a growth of 10.7%. In subsequent years hewenrolments declined due to
the Structural Adjustment Programmes (SAP), whi@renntroduced in 1988. This
policy meant that parents had to meet the costuition, instructional materials,

activity fees, and examination fees. This resuitechigh dropout rates and poor
access to primary school education by many childespecially those from

economically challenged groups. The declaratioRret Primary Education (FPE) in
2003 was an indication that the government was citteninto the attainment of UPE.
It was also a means of achieving EFA by ensurirzg #il Kenyan children had the
opportunity to enrol and remain in school to leana acquire quality education, skills
and training (Republic of Kenya, 2003).

When Kenya became independent in 1963, it adoptegish as the official
language of communication in the country. Englisksvalso adopted as the medium
of instruction in schools (Republic of Kenya, 1964ince then, English has
continued to occupy a prominent position in botk skhool curriculum and in public
life. In Kenya the language policy states that¢h#d’s first language either Mother
Tongue (MT) or the language commonly spoken in shkool's catchment area
(usually Kiswabhili or English) should be used as tanguage of instruction (LOI) in
lower primary up to end of standard three. Thegyolurther states that English and

Kiswahili should be taught as subjects in lowenmany and English should be used as



the LOI from standard four (Republic of Kenya, 1R7&8dherence to this policy is a
challenge that often affects achievement in Endl@&athumbi, 1985; Muthwii, 2002).

This study underscored the importance of assedsarging achievement in
order to maintain standards in education. The sfiodys was on achievement in
English at primary school level. The study furthecognises mastery of English as
critical at primary school level where learners anepected to build a strong
foundation for learning all subjects and for furthg their education to higher levels
by using English as the medium of instruction. Eiygls also a vehicle for imparting
literacy, which is fundamental for national devetggnt (Republic of Kenya,
2005).The study further viewed English not justtesofficial language in Kenya, but
also as an important language of international camaation in business, commerce,
science, technology and education (Mujumdar, 2010).

Research has shown that in Kenya, achievemdanghish at primary school
level is low (KNEC, 2010; Uwezo, 2011). When leamachieve poorly in English in
lower primary, they are likely to perform poorly the Kenya Certificate of Primary
Education (KCPE) level as shown by KCPE Englishultesof ten years from 2003 to
2012 presented in Table 1.1.

Table 1.1

KCPE English National Results Mean Per cent Sca2€03 to 2012

Paper Year

2003 2004 2005 2006 2007 2008 2009 2010 2011 2012

Objective 44.¢ 447 431 459 47.C 416 458 491 46.z 499

Compositioo  30.7 358 36.2 355 411 405 324 427 425 424

Source: KNEC, Year 2012 and 2013 KCPE Examinatiepdrs



The table shows that performance in English ovierpibriod was consistently
poor. Learners achieved a mean below 50 per cemtthf® English Objective
Examination, which tests reading, comprehensioamgnar and vocabulary, and
below 40 per cent for the English Composition Exzation (KNEC, 2013). A
number of studies conducted in Kenya have alsoatedethat many primary school
learners are leaving school without acquiring tkpeeted competencies in English
(APHRC, 2012; Uwezo, 2012).

When 50 percent is accepted as the Minimum Compgteéevel (MCL)
and70 per cent as the Desired Competency Level jRépublic of Kenya, 2006), it
can be argued that most learners are leaving pyirseinool without acquiring the
MCL in reading comprehension, grammar, vocabulang ariting composition.
When pupils leave school without acquiring literamyEnglish, they are not able to
participate effectively in personal and nationatelepment and this has a negative
effect on national development.

In Nairobi, the capital city where better learnamgenities are found, the mean
performance in English over an eleven-year peried awbove the national average.

However, it did not attain the expected level abab70% as shown in Table 1.2.

Table 1.2

Performance in KCPE English in Nairobi City Coutyblic Primary Schools

Year 2003 2004 2005 2006 2007 2008 2009 2010 2011 2012 2013

Score% 59.5 573 56.6 588 68.7 599 602 541 533 537 56.0

Source: Nairobi City County, Education Departmémyisory Section



Quality teaching begins with lesson planning beeapignning enables the
teacher to organise material in a way that interalse learners. (Otunga, 2011).
Lesson planning provides the teacher with theodppity to develop a variety of
activities and tasks suitable for the achievemén¢arning objectives, which results
in learner achievement (Otunga, 2011). Due to timtage of teachers in primary
schools (Teachers’ Service Commission, 2010), argelclasses (Republic of Kenya,
2005), teachers have heavy workloads and therefeye are not able to plan their
lessons effectively (Ndirangu, 2013; Imonje, 201dc@ahi, 2014).

Best practices in teaching and learning Englispramary school level entail
the use of collaborative learning techniques. Theskniques are learner-centred and
provide opportunities for interaction and self-eegsion (KIE, 2002). Some of the
collaborative methods that have been proven tofteetve for teaching English at
primary school level include reading events, stetiing, debate, dramatization, role
play, reading and reciting poems, singing, dancridgling, practising with tongue
twisters, painting, modelling, and language ganikse of collaborative approaches
enhances acquisition of skills in listening, spagkireading, writing, grammar and
vocabulary (KIE, 2002; Gathumbi &Masembe, 2005; HBatbi, Vikiru& Bwire,
2009). The shortage of teachers and large clasg@smary schools results in heavy
workloads and therefore teachers are not always @blse collaborative teaching
methods. Under such circumstances, teachers resuhie use of teacher-centred
instructional strategies such as lecture methothomstration, dictation, ‘chalk and

talk’, and writing notes on the board. The teadtemtred methods are not stimulating



to the learners and often lead to poor achievenreriEnglish (Gathumbi, 2010;
APHRC, 2012; Uwezo, (2012).

Despite the provision of instructional materialgpamary school level by the
government since 2003 (Republic of Kenya, 200%)ores show that primary schools
do not have adequate learning resources partlyuseceome of these resources are
poorly managed or wasted (Kihanya, 2014). Inadequilisation of learning
resources leads to poor teaching, as learners @rexposed to adequate reading
materials. This results in poor learner achievamdime Kenya Institute of
Curriculum Development (KICD), requires that texboks, exercise books,
supplementary reading materials, real objects,hflaards, charts, audio-visual
materials, black-boards, pictures, photographsssclébraries, work cards, word
games, maps, atlases, class projects, cuttings m@nrspapers and magazines, and
occasional resource persons be made availableinléissroom in order to teach and
learn English efficiently (KIE, 2002). Most of thee¢earning materials are lacking in
many public primary schools (Uwezo, 2012; Kihang2814). In Kenya and many
other developing countries, shortage of instruetiomesources leads to poor
achievement in English (SACMEQ, 2002, 2004, 2008).

Experience shows that teachers of English and éeaiat primary school level
face difficulties especially in non-native Englispeaking countries such as India and
Kenya. In such countries, English is used as theliume of instruction but it
experiences competition from indigenous languags;h learners use in and out of
class (Mujumdar, 2010).The situation in India ismigr to that of many African

countries like Kenya, Botswana, Zambia, Malawi &lghnda. In Kenya for instance,



most learners use English only in the classroomspatk Mother Tongue (MT) or
Kiswahili at home and ‘Sheng’(a mixture of EnglisKiswahili and local
languages)during their free time (Kibui, 2006). tRermore, classroom
communication in Kenya primary schools is multiliady Instruction at primary
school level in Kenya is characterised by code cdwig between Mother Tongue,
Kiswahili and English. This competition leaves leans with little time to use English
thus contributing to their poor proficiency in Mgthwii, 2002; Gathumbi, 1985).
Assessment tests should be used for formative pagpof guiding classroom
instruction. They should provide diagnostic infotioa to help the teacher to prepare
remediation and other instructional interventioRsd¢, 2001). However, teachers
often disengage assessment from teaching. They wdsonorm-referenced tests
mainly for summative purposes such as comparing gratling students in
preparation for passing national examinations (@athi et al, 2009). This approach
goes against the principle of mastery learning teathing where assessment is
supposed to be criterion-referenced in order toenthat learners master all that they
are taught (Mutea & Gathumbi, 2014). Mastery leagrand teaching is in line with
recommendations of Sessional Paper No. 14 of 20b&h calls on the government
to review the primary school curriculum and makedimpetency based (Republic of
Kenya, 2012). It was therefore necessary to deternthe relationship between
instructional practices and standard four pupitlse@ement in public primary schools

in Nairobi City County.



1.2 Statement of the Problem

Although Kenya’s school curriculum recognises Estglias an important
subject where it is also used as the medium ofuogbn, achievement in literacy
among primary school learners has been found tovbdy Uwezo 2011(, 2012) and
(2014.) According to Uwezo 2014, two out of thréanslard three pupils in Kenya
fail to pass basic tests in English set at starmléwel. The same report shows that in
Kenya six out of 10 children aged 10-16 possessradly skills at standard two level.
These findings are supported by KCPE English resuter the ten years 2003-2012
as shown in Table 1.1. This has raised concern &ande range of stakeholders who
view learners’ lack of command in English (whichthe medium of instruction) as a
threat to learners’ achievement in all the subjactsss the curriculum.

If primary school learners do not attain adequdteation and master literacy
skills because of inadequate grasp of English, gams EFA, Millennium
Development Goals (MDG), and Vision 2030 will beffidult to achieve. In
recognition of poor achievement in English, the eggoment mounted in-service
teacher training courses with the aim of produdieg resource teachers to in-service
train other teachers at school level. This effavaver, has not made any credible
difference in improving learning outcomes in Enlglet primary school level. There
was need to therefore establish the relationshiyd®n: use of lesson plans, use of
collaborative methods, utilisation of instructionadsources, use of multilingual
classroom communication, and use of continuoussassmt test and achievement in

English among standard four pupils in Nairobi Ggunty.



1.3 Purpose of the Study

The purpose of this study was to determine thatiogiship between

instructional practices and standard four pupilshiavement in English in primary

schools in NCC, Kenya.

1.4  Objectives of the Study

The objectives of this study were to:

1.

Examine the relationship between use of lessonspland standard
four pupils’ achievement in English in primary solwoin Nairobi City
County.

Establish the relationship between the use of bofiaive teaching
methods and standard four pupils’ achievement igligm in primary
schools in Nairobi City County.

Examine the relationship between utilisation otrmstional resources
and standard four pupils’ achievement in Englisprimary schools in
Nairobi City County.

Establish the relationship between multilingual ssl@om
communication and standard four pupils’ achievemenEnglish in
primary schools in Nairobi City County.

Determine the relationship between use of contisuasessment tests
and standard four pupils’ achievement in Englisprimary schools in

Nairobi City County.

15 Research Hypotheses

This study tested the following null hypotheses:
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1. Hol: There is no relationship between use of lessamspand standard
four pupils’ achievement in English in primary solin Nairobi City
County.

2. Ho2: There is no relationship between the use ohbollative teaching
methods and standard four pupils’ achievement igligm in primary
schools in Nairobi City County.

3. H.3: There is no relationship between utilisation in§tructional
resources and standard four pupils’ achievemeBniglish in primary
schools in Nairobi City County.

4. H4: There is no relationship between multilingualassroom
communication and standard four pupils’ achievenmenEnglish in
primary schools in Nairobi City County.

5. Ho5: There is no relationship between use of contisuassessment
tests and standard four pupils’ achievement in iBhgin primary
schools in Nairobi City County

1.6 Significance of the Study

The outcome of this study is expected to signifiya influence many
stakeholders across the education sector. Thetsesmal expected to lead teachers to
attach more importance on lesson planning to impriheir teaching methods by
making them more collaborative. The results of thigdy should influence the
teachers to improve their assessment strategiegsabyng them criterion-referenced

as opposed to norm-referenced.
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The study is expected to encourage teachers telajevtheir own tests for
classroom assessment instead of relying on comailgrcieveloped tests and tests
developed by zonal and other examination panels. $tudy shows the areas where
students are a week, for example, in reading conemson and writing composition
and so teachers can use the results of the stugyttmore emphasis in these areas.
The Nairobi Directorate of County Education is ecxtpe to find the results of this
study useful in providing them with information anhievement in English in public
primary schools. This information should guide théon devise interventions to
improve curriculum delivery in public primary schein NCC.

The Directorate of Quality Assurance and Stand@&dsxpected to use the
results of this study to create quality awarenesd develop interventions by
improving provision of instructional materials, enisifying in-service training for
teachers and strengthening instructional supervisifirough this study, curriculum
developers, policy makers and education speciadists further expected gain a
broader understanding of achievement in Englisbriatary school level. This broad
understanding would be mainly in relation to; lesgdanning, use of collaborative
teaching methods, utilization of instructional nesm®s, language policy, and the use
of testing and assessment strategies.

The results of this study will hopefully help taensify public dialogue and
discussion concerning learning achievement in ahrosl system where many
learners are leaving primary schools without adggibasic literacy skills.The study
will hopefully, trigger more research on achievemmanvarious points of the primary

school cycle.
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1.7 Limitations of the Study

Although every effort was made to ensure successhisf research, the
researcher was aware of the following limitations:
1. Some teachers were uncomfortable with their lesdwgiag observed by
strangers. To overcome this, teachers were assaedheir identities would
not be revealed in the report.
2. Some head teachers were reluctant to participatteeirstudy because of their
busy schedules. To overcome this, the head teaghestionnaire was
administered face to face at a time that was nmstenient for them and they
were assured of confidentiality in handling theomfiation they provided.
3. Some teachers and head teachers were apprehersing the English
achievement test being administered to their puplls overcome this,
teachers were assured that the results would loefoseesearch only.
1.8 Delimitations of the Study

Although the problem under investigation was vievasda national one, NCC
was chosen as the locale of the study as it wapasgible to conduct a nationwide
study due to timing and financial constraints. NhairCity County was selected for
this study because performance at KCPE level irmrddaihad been poor over the
eleven years 2003-2013 (Table 1.3) and the perfecman English in Nairobi
although above the national mean, had not attaihedrequired competency level
(Table 1.2). Nairobi City County was also suitalibe this study because it is a
cosmopolitan area with pupils, teachers and headhtgs from all parts of the

country thus providing an excellent national samplbere are eight classes at
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primary school level and this study focussed omdded four. Standard four was
selected because it was the beginning of upperapyinand the class where the
learners started using English as the medium afuaison. Furthermore, this study
was conducted only in public primary schools beeahg variables under this study
were more relevant in public schools.
1.9 Assumptions of the study
In the course of the study, it was assumed that:
i) All the standard four pupils had covered the stahd@ur English
syllabus adequately.
i) The presence of the researcher in the classroondwmi significantly
influence the teacher’s lesson presentation arssi@am organisation.
iii) All the respondents would give honest and accurdt@mation, which
would form the basis of the study findings.
1.10 Definition of Significant Terms
The following terms are used:
Continuous assessment testefer to tests that are conducted in the classclabol,
zonal or any other level which is not national, ethiare developed by subject
teachers, examination panels or are commerciatjyissd.
Classroom instruction refers to teaching and learning that takes platethe
classroom guided by the teacher.
Class sizaefers to the number of pupils in a class.
Cloze testrefers to a test where words are deleted in aagasieaving blanks for the

candidate to fill.
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Collaborative teaching methodsefer to teaching strategies that provide the kearn
with the opportunity to engage with the teachet|ofe learners and with the
instructional materials.

Criterion-referenced test refers to a test used to gauge the mastery of fgpeci
competencies and skills.

Formative assessmentefers to assessment that takes place in the cotitsaching
and learning or as learner’s progress through dchoo

Instructional practices refer to strategies used by the teachers andefimmdrs to
strengthen teaching and learning and enhance leacheevement.

Instructional resourcesrefer to materials and facilities required to faate teaching
and learning in the classroom.

Instructional supervision refers to a process of ensuring that teaching aarching
results in high learning achievement by providimgdgnce and interventions that are
required.

Item writing refers to setting questions in the process of dpwed) an assessment
test.

Language of instructionrefers to the official language that is used facténg and
learning.

Learner achievementrefers to the level of attainment a learner geta gontinuous
assessment with reference to content and objeativegjiven syllabus.

Lesson planrefers to a written teacher’s work plan indicatthg sequence in which
the content and the learning and teaching activél®uld be handled within a single

or double lesson.
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Multilingual classroom communication refers to the use of English as the medium
of instruction and any other languages used in ¢lessroom, which include
Kiswabhili, ‘Sheng’ and Mother Tongue.

Norm-referenced testrefers to a test whose purpose is to rank candidatel
compare their abilities for purposes of selectmmestitutions of higher learning.
Performance refers to level of achievement a candidate attamsa national
examination like KCPE.

‘Sheng’ refers to a language mainly spoken by the youttKémya, which is a
mixture of Kiswabhili, English and local languages

Summative evaluationrefers to evaluation that comes at the end of argoycle of
education and is usually characterised by natiamal public examination such as
KCPE.

Syllabus refersto an outline of all the topics of a prescribedjsabfor a given grade
or level in an education cycle to be covered withspecified time.

Test construction refers to writing test items and arranging themfdon a test
according to a given format and standard.

1.11  Organization of the Study

This study is organised into five chapters. Thst fthapter is the introduction
to the study. This chapter presents a backgrountheéostudy, statement of the
problem, purpose of the study, objectives of thalt research questions, research
hypotheses, significance of the study, limitatiafisthe study, delimitations of the
study, basic assumptions of the study, definitidnsmnificant terms and the

organization of the study.
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Chapter two presents review of related literatltreonsists of the following
sub-topics: introduction, objectives of primary edtion in Kenya, declaration of
Free Primary Education in the 1970s, declaratioRret Primary Education in 2003,
teaching and learning conditions in NCC primacyosts, the role of the head
teachers, the role of the teachers, lesson plannieg of collaborative teaching
methods, utilisation of instructional resources,e usf multilingual classroom
communication, use of assessment tests, summadhge diterature review, theoretical
framework, and the conceptual framework.

Chapter Three contains the methodology of the studys includes an
introduction, research design, target populatioam@ing size and sampling
technique, research instruments, validity of redeainstruments, reliability of
research instruments, procedure for data collectiata analysis techniques, and
ethical considerations. Chapter Four has the resdardings and discussion of the
findings. In chapter five, a study summary, conicns and recommendations are

presented.
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CHAPTER TWO
REVIEW OF RELATED LITERATURE

2.1 Introduction

This Chapter presents a review of literature oniea@ment in English at
primary school level for schools outside Kenya an&enya. The chapter presents a
review of literature on objectives of primary ediiga in Kenya, declaration of Free
Primary Education in the 1970s, declaration of FReenary Education in 2003,
teaching and learning conditions in NCC primacyost$, the role of the head
teachers, the role of the teachers, lesson plannieg of collaborative teaching
methods, utilisation of instructional resources, ltilmgual classroom
communication, and use of assessment tests. It pisgsents the theoretical
framework and conceptual framework.

2.2 Objectives of Primary School Education in Kenya

Primary school education is important all over twerld because it is
supposed to impart knowledge, skills and attituithes should enable learners to live
healthy productive lives and contribute to natiodalvelopment. Primary school
education also provides the foundation for furtbéucation and training. According
to KIE (2002), in Kenya, primary school educatidrosld provide the learner with
the opportunity to:

a) Acquire literacy, numeracy, creativity and commauarticn skills,

b) Enjoy learning and develop desire to continue lieggn

c) Develop opportunity for critical thinking and logigudgement,

d) Appreciate and respect the dignity of work,
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e) Develop desirable social standards, moral andioelégvalues,

f) Develop into a self-disciplined, physically fit ahdalthy person,

g) Develop aesthetic values and appreciate own aret ptoples cultures,

h) Develop awareness and appreciation of the envieoiym

i) Develop awareness and appreciation of the natianal international

community,

j) Instil respect and love for own country and thedchém harmonious co-

existence,

k) Develop individual talents,

l) Promote social responsibility and make proper diseisure time, and

m) Develop awareness and appreciation of the roledirtology in national

development.

For the objectives of primary school educatiobecachieved, learners should
acquire the competencies spelt out in these obgectiFor these competencies to
achieved, learners need to be proficient in Enghkich is the official language of
instruction. As shown in this study, some of theegted methods of improving
leaner achievement in English at primary schootll@re through lesson planning,
use of collaborative methods, utilisation of instional resources, classroom
communication and use of assessment tests.

2.3 Declaration of Free Primary Education in the 190s and its Effects on

Learner Achievement in Kenya
When Kenya attained independence in 1963, it reésedreducation as a tool
for fighting the then three enemies of developmpaotjerty, ignorance and disease. It

also recognised the importance of primary educa®the foundation of learning and
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the springboard for further learning. This was wnformity with the Universal
Declaration of Human Rights (UDHR) in 1948, whichhogdaimed free and
compulsory primary education as a basic human rigflNESCO, 2000). To
accelerate the realisation of the Universal Printesiycation (UPE), the government
of Kenya declared free primary education from staddne to standard four in 1974
(Republic of Kenya, 2003). Four years later, in&9he government abolished fees
in all public primary schools in the country reguit in an increase in enrolment to
2,994,894 pupils in 1978 from 2,705,878 pupils @874, an increase of 10%
(Republic of Kenya, 2003).

However, this high enrolment rate was adverselgaéd by the onset of the
structural adjustment programmes (SAP) which inicedl the cost sharing policy in
1988. This policy required the parents to meet ¢hests of tuition, instructional
materials, school activities and examination fééany parents especially those from
economically marginalised groups could not meetcts of education and therefore
their children could not access primary educatidhe policy also affected the
standards of education and achievement by lea(Bdtsa, 1990).

2.4 Declaration of Free Primary Education in 2003 ad its Effects on Learner

Achievement in Kenya

Free Primary Education (FPE), was declared by Nagional Rainbow
Coalition (NARC) government in 2003 as a step talsaachieving UPE by the year
2005, and realisation of EFA by 2015 as providedh®y1990 World Conference on
Education for All and the Dakar Framework of Acti(iDFA) (Republic of Kenya,
2005). Attaining UPE was one of the ways of engutihat all Kenyan children

eligible for primary schooling had the opportunity enrol and remain in school to
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learn and acquire quality basic education skillsl @amining (Republic of Kenya,
2003).

To ensure that all school-going children could asceschooling, the
government abolished all fees and levies for toitim primary schools. The
government and the development partners were td theecost of basic learning
materials and co-curricular activities. This medhat the government and the
development partners would pay Kenya Shillings (KBES20 for each primary
school child per year. The FPE did not require paaed communities to build new
schools but they were expected to maintain and exssting facilities such as
community and religious buildings. Schools were egpected to charge additional
levies but if they wished to do so, they had tdkssmnsensus from parents and send
the request to the area Education Officer (EO)pfaward transmission to the District
Education Board (DEB) and the Provincial DirectbEducation (Republic of Kenya,
2003).

Following the declaration of FPE in January 20@3yas estimated that the
national primary school Net Enrolment Rate (NER$erdrom about 6,314,726 to
7,614,326 by the end of the year, which was a 22ri8%ease. It was also estimated
that another three million eligible children weret in school. However, while free
primary education increased access to primary emuncait faced considerable
challenges. Because of the influx of pupils in shpclassrooms became congested
and learning facilities were over-stretched (Rejullf Kenya, 2005). A survey
conducted to monitor free primary education indidathat the facilities available in

schools were grossly inadequate to provide theimedjustandards of education.
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School committees are constrained to improve tlanieg facilities due to the

governments ban on school levies (Sifuna, 2003p Aesult of FPE, the teaching and
learning conditions in most public schools are pddost schools are understaffed
and teachers complain of large classes and heawklomos. Because of inadequate
facilities, enrolment has declined and dropout gdtave increased. Districts that
registered over 20% increase in 2003, hardly recuoce than 5% currently (Imonje,

2011).

In 2003/04 Financial Year (FY), the government @aged the educational
budget by 17.4% to KES 79.4 billion with KES 7.8ibn specifically allocated to the
FPE programme. To meet its obligations, the Govemtnof Kenya (GOK) was
assisted by development partners who included TherldVBank, the British
Government, Organisation for Petroleum Exportingutges (OPEC), Swedish
government and the United Nations Children’s FUdNICEF). At present, the cost
of FPE is far beyond the education budget allooadiod for the country to sustain the
programme GOK must devise new ways of funding it.

2.5 Teaching and Learning Conditions in NCC PrimacySchools and their

Implications for Learner Achievement

According to Nairobi City County (2014), public prary schools in NCC
were short of 409 teachers in 2014. Given thatetlvezre 205 schools, it meant that
on average each school was short of two teachexachBrs were inequitably
distributed with some schools with many pupils haviewer teachers and those with
fewer pupils having more teachers. This appeardzketa national problem going by
the announcement by the Chairman of TSC in eariyp2Bat the commission was in

the process of transferring teachers from schaufsch were over-staffed to those
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that had shortages of teachers. According to Im@(Qd1), 12.1% of head teachers
interviewed in NCC schools reported that schoolsewender-staffed and there were
cases where teachers had to handle two classesroemity. These situations were
common and were aggravated by the observed teatisemteeism as a result of
sickness, maternity leave, study leave, transfetloer social challenges that teachers
frequently faced.

In an article entitled “Teachers are the unsungéd®in Kenya” in théaily
Nation newspaper issue of Saturdaj® May 2015, Z, Kipruto and J. Mugo,
(researchers from Twaweza East Africa and Uwezarieg assessment) described
their findings about teacher shortage in East Pokbe two researchers visited a
school with only one teacher and 94 pupils. In #akool, the teacher doubled up as
the head teacher and attended to parents and rsisifdnis particular teacher,
according to the researchers, had redesigned thewum into ‘common units’
which he taught to all the pupils in a plenary. Bog “specialisations”, the teacher
differentiated the learners at different levels éangght them by moving from class to
class. The researchers further observed that #hiplar teacher did not have a place
to sleep. He had a small mattress placed at theecaf one of the classrooms
(Kipruto & Mugo, 2015).

According to Nairobi City County (2014), most ofetheachers in Nairobi
primary schools were over fifty years of age anarimg retirement and therefore they
were unsuitable for handling young learners. Taport explained further that many
teachers in Nairobi had been transferred fromrqthets of the country because they

had been sickly and had therefore to come to NaitmIseek specialised medical
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attention. For this reason, they were not ableve gptimal performance. According
to Imonje (2011), 75.3% of the head teachers wgeel detween 41 and 50 years. The
researcher attributes this situation to the govemnpolicy that froze recruitment of
teachers in 1998.

Nairobi City County (2014) further revealed thdtete was rampant
absenteeism among the primary school teachers imotanost of which could not
be well explained. These findings were in line wi@ori (2012), where the
researchers found out that absenteeism by teaahdrpupils was one of the major
causes of poor performance at KCPE in Gucha disfriee same researcher observed
that those teachers whose homes were near the |seheoe they taught, were
ironically more often absent from schools than ¢hado worked away from their
homes. Teachers whose homes were near their whokstaspent school time doing
their private work and engaging in community ati&s at the expense of teaching.
Similar findings were reported by Uwezo (2011) dNgivare (2014) (as cited in the
Global Monitoring Report (GMR) which estimated tH#0% of teachers in Kenya
were absent from school every day).

Ngware (2014) cites a study by APHRC conducted rinage and public
secondary schools in major towns in Kenya, whielvealed that between 35% and
40% of lesson time was lost during teaching. TheHRE report claims that class
time is lost when teachers are busy marking assgitsn arranging seating positions,
looking for teaching materials among other actgtithat do not contribute to
learning. Absenteeism by teachers is a seriouslgmolbecause it leads to loss of

teaching time which means that teachers cannotr ¢beesyllabuses or rush over the
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teaching content without giving learners time tostea the same content and this
leads to poor achievement.

Nairobi primary school teachers live in farawaypw@ips and outskirts of the
city far from their workstations because they cooutd afford house rents in the city
owing to inadequate housing allowance. As a resludty reported to work late and
left early and this affected curriculum deliverychase it ate into productive time.
Majority of the primary school teachers in Nairaloe female and so when they take
maternity leave, the remaining teachers are boomary a bigger workload (Nairobi
City County, 2014).

In schools, most teachers do not have offices acespo work from, as many
schools do not have staffrooms while others has#f sboms that are too small to
accommodate all the teachers. Some staff roomsliEgidated and in dire need of
repair. Many primary schools in Nairobi have noipeter walls and this has exposed
school property including learning resources, todaism. Some schools have been
encroached by unlicensed businesses such as gaaadelsiosks and this exposes
learners and teachers to muggings, thefts and alemesecurity. Cases of gender
violence are reported especially in schools inslhen areas. These conditions are not
conducive for teachers to prepare their lessomeddiness for teaching and this has a
negative impact on teaching and learner achieve(haitobi City County, 2014).

In the class, primary school teachers in Nairobvehdo deal with a
combination of different types of learners mostmifom are not easy to handle. The
classes are large with some having as many as Ui glmonje, 2011). According

to Nairobi City County (2014), most of the learnémspublic primary schools in
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Nairobi come from dysfunctional families. This |lsatb pupils’ absenteeism, high
dropout rates, poor discipline, and poor concematAccording to (Nairobi City
County, 2014) some pupils are commercial sex werlgd drug peddlers. Most of
the learners in these schools come from poor familiving in the slums. Many
pupils’ parents in Nairobi are barmaids, watchrmand hawkers living from hand to
mouth and some parents are people without a pkatidivelihood (Nairobi City
County, 2014). Many pupils in Nairobi are diffictidt teach and it is hard to get them
to excel in their work as they miss classes oftemvork and earn some money to
supplement the earnings of their parents and galssdiOdhiambo (2012) expresses
similar sentiments when he asserts that learnereHmckgrounds, age, maturity and
gender determine achievement, which dictates tiansirom primary to secondary
school (Odhiambo, 2012). The same researcher ashattwhen parents are poor and
without formal education, they cannot be role medel their children and so such
children often achieve poorly in school or drop alibgether.

When learners are over-age and involved in delinfjbehaviour like drug
abuse and child prostitution, they pose discippnablems and it is difficult for them
to achieve well in school. According to NairobiYC@ounty (2014), the challenges of
teaching in Nairobi primary school are compoundgdthe conflict between City
Department of Education (CDE) and the office of @eunty Director of Education
(CDE). This conflict hinders monitoring of schoasd therefore quality assurance
remains a big challenge in the schools and thigsléa poor learner achievement.

According to Imonje (2011), with the introduction BPE, user charges and

tuition fees were abolished and this had a devagtatfect for teachers and pupils in
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Nairobi public primary schools. Tuition fee wasee that used to be charged for extra
tuition that teachers used to give to slow leardtsr school, during the weekends
and over the school holidays. Some of the monem ftbis fee was used to pay a
motivation allowance to teachers who gave tuitiorthte pupils outside the normal
teaching hours. The school justified tuition fessbeneficial to slow learners and
learners who could not be taught effectively duiseool term time because of large
classes, heavy teacher workloads and wide syllabU$e tuition fee provided by the
teachers with some extra money to supplement tpeior salaries” and motivated
them to teach. With the abolition of this fee, teachers withdrew the extra tuition
and this affected teaching and learning in diffeveays.

Imonje (2011), 20% of the teachers interviewed shat weak learners who
used to benefit from extra tuition were affectedd a40% of the teachers said
withdrawal of tuition money demotivated them andueed their morale for teaching.
According to 39% of the teachers interviewed, alwowli of tuition fees lead to
increased workload as a lot of work had to be cadevithin the term and this placed
a heavy burden on the teachers Imonje (2011). Wikanhers lack motivation,
commitment and enthusiasm for their work they caneach effectively and this has
negative effects on teaching and learning and éaachievement. According to
Nairobi City County (2014), primary schools thatrfpem well in Nairobi have
motivation programmes for their teachers.

Given the above circumstances, this study sougastablish how the primary
school teachers were conducting activities thataienteaching and learning.

Specifically the study aimed to examine how theclieas of English were planning
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lessons, using collaborative teaching methods,isumg instructional resources,
maintaining classroom communication and using dest assessments to produce the
expected learning achievement for their pupils.

In 2014, there were 205 public primary schools @0\ which, previously
had been owned and managed by the former City Gloaindairobi but were passed
on to the Nairobi City County under the devolvedgmment structure. As has been
noted, after the introduction of free primary ediga the schools became
overcrowded and the facilities overstretched. Asslt of this overcrowding, most
parents withdrew their children from these schomtsl enrolled them in private
schools and in non-formal schools also referredstdcomplementary’ schools. The
parents also withdrew their support for the puldahools leaving many of them
poorly maintained and in dire need of rehabilitatidlairobi City County, 2014).

According to Nairobi City County (2014), these solsoare in a pathetic state
as the buildings have become old and dilapidatetth wiost physical facilities
overstretched. Many classrooms have broken windbws exposing learners to the
natural elements. The classrooms have old and guade furniture. The toilet
facilities are deplorable with no running water gmobr drainage systems expose
learners to health risks. The capitation grant reasained KES 1,020 per child per
year since 2003 and schools are not allowed te radditional levies to improve
infrastructure and replace equipment. Schools thexdind it difficult to operate with

such minimal funding in the wake of high costsieilg.
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The analysis of KCPE results of eleven years fr@@@32to 2013 for NCC
show that the public primary schools mean has tiain@d the pass mark of 250 as
shown in Table 1.3.

Table 1.3

Performance of Nairobi City County Public Primargh®ols at KCPE

Year 2003 2004 2005 2006 2007 2008 2009 2010 2010122 2013

Mean mark 242.1 239.0 240.2 239.6 234.3 229.7 23Q@33.9 233.2 236.6 239.6

Source: Nairobi City County, 2014

In 2011, only eleven out of 205 schools attainechean mark of 300 and
above and in the same year the worst performingacim Nairobi was a public
school with a mean mark of 149.45. Nairobi City 6yu(2014) indicates that the few
public schools that perform well in KCPE have supipe stakeholders who are
involved in the activities of the schools. Pareatiend school meetings, provide
materials and moral support to their children alne teachers and monitor school
activities to ensure that their children do homdwand private studies. Well
performing schools have adequate teachers andgskeadership with head teachers
involved in teaching and motivating the teacherd #re learners thus providing a
favourable teaching and learning environment.

According to Nairobi City County (2014), Some wedirforming schools have
a reward system that enhances positive competdimong the teachers and the
pupils. Although the facilities in such schools niay old, they are well maintained

and the compounds are clean. What this means ighbawell performing schools
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have defied the policies that prohibit them toedevies. They therefore raise levies
to supplement the support given by the governmedtso they are able to provide
quality education in learner-friendly environmenikbis shows that if schools and the
stakeholders are allowed to manage the schoolsdheols can be well maintained
and they can perform well.

Poorly performing schools lack support from stakdérs including local
leaders, parents and the local community. In sutlods, even political leaders do
not attend meetings when they are called to disaass of revamping them. Parents
shun such schools and take their children to neighbg private or complementary
schools. Such schools are poorly staffed, andttfé ternover is high. Such schools
have weak leadership with head teachers who aré,vesal dysfunctional school
management committees. For such schools to do iwedikaminations, they need
extra funding, strong leadership and stakeholdppau. It has been shown in Table
1.3 that the performance of NCC primary school€imglish is below the desired
competency level of 70%. However, the results stiiwat compared with the overall
mean, across the subjects, learners perform hetigrglish than other subjects.

2.6 The Role of the Head Teacher in Learning Achi@ment

Head teachers play a critical role as instructiosgbervisors. Instructional
supervision is expected to translate into effectwericulum delivery and lead to
higher learner achievement (Peters, 2011). Becaliigeir crucial role of ensuring
that teaching and learning take place effectivelyschools, head teachers were
important respondents in this study. Head teaclaees expected to ensure that

teachers prepare schemes of work, lesson plarsgnastes, records of work and
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carry out all the other duties expected of thenoiider to promote efficiency and
improve learner achievement (Peters, 2011; Okui®es).

Head teachers are also expected to visit classraoch®bserve lessons so that
they can learn first-hand by gathering informataiyout the methods and materials
being used and the attitudes and reactions of desrrSuch observations provide
opportunities for supervisors to identify challesagbat teachers may be facing and
come up with ways of addressing them (Okumbe, 19@8rs, 2011). Head teachers
are expected to provide instructional leadershipbbiyng role models for the other
teachers so that they can promote cooperation eachwork where teachers are
allowed to talk freely in a relaxed atmosphere.atidition to their administrative
work, head teachers are expected to actually teacthat they can understand the
challenges involved and be in a better positioaddress them (Fullan, 2001).

Haris (1985) (as cited in Kithuka, 2009), repotiattin the United States of
America (USA) and in many commonwealth countriés, principal or head teacher
is recognised as an instructional supervisor. Tlaeepof the head teacher as an
instructional leader is well documented in RepuldicKenya (1988) commonly
known as the Kamunge Report. The report indicateg school inspectors are
recruited to inspect and advise on specific subjefttheir specialisation and that
inspectors are not enough to inspect the schodéstafely. The report therefore
proposes that head teachers and senior teacheskl 4 adequately trained to do
most of the supervision in their school and inttlseibject areas (Republic of Kenya,
1988). According to Mohanty (1995), head teacherkdia are actively involved in

classroom supervision.
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In his research conducted in secondary schools iih \Rilley Province,
Kithuka (2009) established that inspection serviaese limited and many of the
inspectors were not subject specialists in theesitbjthey inspected. Kithuka (2009)
further established that head teachers in the retseaea hardly exercised their role
as instructional supervisors because of lack oblecy on instructional supervision
that is acceptable to both the teachers and thel heachers. The researcher
recommended that the MOE should formulate a pdhey empowers and encourages
head teachers to inspect the teachers in theirokctamd reduce the fear of witch-
hunting by external inspectors. Kithuka (2009) Hiert recommended that head
teachers, deputy head teachers, and subject headkl 9e directly involved in the
inspection of their own schools. This innovativepagach would ensure that
inspection services were available to the schoolsbundance and on a daily basis.
This would also ensure that inspectors were sligisian the subject they inspected.
It would also be cost-effective and would addrées ¢hallenge of lack of transport
experienced by inspectors for the better part & year (Kithuka, 2009). This
recommendation is similar to the recommendationemadRkepublic of Kenya (1988).

According to Ofsted (2008) (as cited in Gachahil3®0 Her Majesty’s
Inspectors (HMI) conducted a study to establishdiacthat contributed to successful
curriculum change in Britain. The results showeat ih most of the sampled schools
educational innovations had led to improved leaawrievement. This was attributed
to head teachers’ persuasive and visionary leaigersh

Nairobi City County (2014) found that there washmrtage of teachers and

rampant teacher absenteeism in the NCC primaryotehonder such circumstances,
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instructional supervision is critical, as the heéaacher should ensure that lessons are
taught as this is the surest way to enhance leaictéevement. Nairobi City County
(2014) also reports that the well performing school Nairobi have efficient and
committed head teachers and the school stakehdideesa say in the appointment of
the head teachers. The same report however, algmatas that many head teachers
are often away from school attending to many otlesponsibilities that they have.
For instruction and supervision to be carried dfitiently such head teachers should
practice the skill of delegation so that their dgphead teachers or their senior
teachers can carry out the duties of instructiswgervision as recommended by
Okumbe (2001), Kithuka (2009) and Republic of Ke(1/238).

Motivation plays a large part in determining thevele of performance of
students and teachers, which in turn influencesdeachievement (Okumbe, 1998).
Motivation is a function of management. It is imgiare for school management to
motivate teachers, and teachers should in turn vateti students by initiating
programmes which arouse enthusiasm, creativitycamamitment in staff members,
Okumbe (1998). According to Nairobi City County {20, well performing schools
in Nairobi have motivational programmes for thaipjls and teachers.

2.7  The Role of the Teacher in Learning Achievement

The purpose of this study was to establish the tiogiship between
instructional practices and standard four pupilshiavement in English. The
instructional practices addressed in the studylasspn planning, use of collaborative
teaching methods, utilisation of instructional n@ses, use of multilingual classroom

communication and use of continuous assessmeis Tégse practices are activities
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that the teacher implements in the process ofuastm. The teacher is therefore at
the centre of this study and so it became necessasyiew literature on the role of
the teacher in learner achievement.

Educational planners, policy makers and educatiadatinistrators all over
the world agree that provision of quality educatien dependent on teachers
(Gachathi, 2013; Shiundu & Omulando, 1992; GathuWasembe, 2005; Petty,
2009; Oluoch, 2011). These authors and researtlases argued that any curriculum
is as good as the quality of the teachers as temere at the heart of curriculum
implementation. The skills and attitudes of theckea are critical for curriculum
implementation because it is the teacher’s cragtini the classroom which dictates
the level of learners’ achievement (Bishop (1985Qualified and highly motivated
teaching force is a prerequisite for the promotioh high achievement and
performance among the pupils (Republic of Keny@98). Achievement in English
at primary school level particularly depends on thachers because teachers are
supposed to be role models for their pupils (GathiusnMasembe, 2005).

In Uganda, the National Assessment of Progres&dncation (NAPE)
conducted a national assessment survey in 2003sflidg targeted all primary three
and primary six pupils in both government and gevschools. The results revealed
that in primary three only 34.3% of the pupils etta the desired level in English
literacy and in primary six only 20% of the pupdstained the desired level for
English literacy. Teacher factors such as quatifice experience and workload

correlated positively with pupils’ achievement (UBIE2003). The results of the
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UNEB study are similar to those of the studies cmteld by SACMEQ (2000, 2004),
which attributed poor performance in English in Kanand many other African
countries to poor quality of teaching.

The training teachers receive and their workingditions determine their
performance. At primary school level in Kenya, tears are expected to teach all the
subjects across the curriculum regardless of wheth@ot they specialized in them
during their training (Mutisya, 2013). The samesgsher argues that having to teach
all subjects across the curriculum is an impedinerihe implementation of Inquiry
Based Science Education (IBSE) since it is assuthatl any teacher can teach
science without considering how competent a sciete@her should be. The
researcher found out that teachers who had notiagdjpzed in science at teacher
training college did not have the required compats skills and attitudes to teach it
at primary school level. He argues that a teach®s ¥ not competent in science
cannot teach Science Process Skills (SPS) whicleréieal for learning science and
therefore their teaching cannot lead to achievemerthe part of the pupils.

Mutisya (2013) recommended that Science subjeckenya primary schools
should be taught by teachers who specialized iensei during training. The study
further recommended in-service training of primachool teachers to enable them
implement IBSE. Mutisya (2013) conducted the studlythe area of science in
primary teacher training colleges. The current wtues conducted in the area of
English and the main respondents were primary d$chopils and teachers. The
findings by Mutisya (2013) are relevant to the teag of English in primary schools

as supported by Ndavi (1989), who found out thathenassumption that any teacher
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could teach English, English lessons are allocatedeachers who were not
competent in the subject leading to poor teachimy@oor achievement.

According to Imonje (2011), classroom observationsNairobi primary
schools revealed that some primary school teachers struggling to teach subjects
they were not competent to teach as they lackedenyasf content in these subjects.
She recommended that academic qualifications ofhexa in individual subjects
should be examined to ensure that teachers sypecaiid teach the subjects that they
have excelled in at KCSE level and at the teactaning college. When teachers
teach what they are competent to teach the leaaneriely to achieve better results.

The findings by Imonje (2011) are similar to thasfeNgware (2015). The
latter conducted studies for African Population &tehlth Research Centre (APHRC)
in rural and urban primary schools in Kenya in 2@ 2013 which reveal that
teachers are assigned subjects regardless ofctrapetence in those subjects and so
they are not able to deliver quality teaching andtlearning achievement is affected.
The researcher recommends that primary school ¢esisiould be assigned only the
subjects in which they are competent. He furtheoppses that pre-training
qualification for primary school teachers shouldabéeast three subjects with a grade
C+ at KCSE level. He recomends that Kenya showthlérom South Korea which is
investing heavily in teacher quality by attractimgly the best university graduates to
the teaching profession and paying them well taiengrovision of quality primary
school education.

The observations and recommendations by Ngwarksj2ére similar to those

of Rao (2011). According to Rao (2011), there igemt need for change in the
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curriculum and methodology in the contemporary heactraining institutions in
India. Rao (2011), argues that the current teath@ring programmes in India are
producing teachers of questionable calibre andvatitn. He proposes that teacher-
training programmes should be rigorously desigmeitnpart skills, proficiencies and
attitudes essential for the teaching professioth@gh this observation was mainly
about India, it could be true of Kenya where tbaching profession has been
discredited and many young teachers are teachitigegdook for better jobs and so
they do not take the profession seriously. To lgildé to train as a primary school
teacher in Kenya all that is required is a C plaass at KCSE and therefore many
students are eligible to train as teachers. Suatests opt to train as teachers because
they qualify to join the profession and not becaubkey necessarily like the
profession.

In a paper entitledPrimary Teacher Education in Jeopardy: Pre-service
Teachers’ Under-achievement in Attainment of DesEaglish Competency Levels in
Kenya” (Gathumbi, 2010), the researcher decries the goality of primary school
teachers of English. The paper reports the findofga study conducted to find out
the competency levels of pre-service teachers whpirea to teach English.
Performance scores were placed in three competéasis: Below Minimum
Competency Level (BMCL), Minimum Competency LevaéllGL), and Desired
Competency Level (DCL). Most of the pre-servicecteas’ scores fell in the BMCL
category. These results can be interpreted to niedipoor mastery of English on the
part of teacher trainees would inevitably translaiepoor teaching and to poor

learning achievement on the part of the pupils.
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In an article entitled'Shock as teachers fail subject tesSPHRC (2012)
“The Standardnewspaper issue of #8November 2013 reports the results of a study
conducted by the APHRC between January and Ma@d? 2n urban informal
settlements in Kisumu, Eldoret, Mombasa, Nairokakttu and Nyeri. The purpose
of the tests was to establish whether the teadfatsnastery of content and the skills
to teach the subjects. The study revealed thair@ ¢ifi the primary school teachers
tested scored below 40% with some scoring as lowl@% in English and
mathematics. These results clearly show that moestapy school teachers are not
competent to teach.

The studies reviewed above firmly suggest that nwieachers have good
gualifications the qualifications should translaéo improved teaching and better
achievement by learners. However, according todai€ity County (2014), KCPE
performance by public primary schools in Nairobs ramained poor as the eleven
year results from 2003 to 2013 indicate (Table,M8h the mean mark not attaining
the pass mark of 250 marks. This is despite tlgelfte number of teachers enrolling
for continuous professional courses in universitidge report reveals that despite the
rising numbers of teachers with high qualificatiotieir input has not translated into
improved learning outcomes in the schools.

2.8 Lesson Planning and its Relationship with Achieement in English

According to Kiruhi, Githua and Mboroki (2009), sem-planning entails
organising and structuring learning experiencea way that makes teaching more
effective (Kiruhi, Githua, & Mboroki (2009). It irolves preparing an outline of a

series of activities and strategies that shouldp hitle teacher achieve stated
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objectives. The same authors observe that beflagsan plan is prepared, the teacher
must understand the syllabus and prepare the scbhemerk, which is subsequently
used as the basis for daily lesson plans. Aggaf2@07) expresses similar views by
indicating that a lesson plan is a plan of actlat butlines the aims to be realised by
teaching a lesson. The same author also obsera¢sathesson plan includes the
methods to be employed and the activities to beedakien in the class so that
learners are kept engaged throughout the lessoitundu and Njeng'ere (2010)
agree with Aggarwal (2007) as they posit that lasglanning provides the teacher
with the opportunity to outline the content to b®/ered so that it is systematic and
realistic.

Otunga (2011) agrees with Aggarwal (2007) and Mugtu and Njeng'ere
(2010) when she argues that quality teaching bewitis planning for instruction
because planning allows the teacher to organiserrabtn a way that interests the
learners by providing a variety of activities aadis suitable for the range of abilities
in the class. Otonga (2011) further indicates #dgquate planning and preparation
leads to appropriate lesson presentation, efficitene management, mastery of
content, and ability to use a variety of teachiechhiques. The same author explains
that good lesson planning leads to effective temghiwhich creates a good
relationship between the teacher and the learnads ensures that classroom
discipline is maintained.

Aggarwal (2007) indicates that a lesson plan cartiee philosophy of the
teacher, his knowledge of the subject matter, mideuvstanding of his pupils, his

comprehension of the general objectives of educatod his ability to utilise
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effective methods. The same writer posits thablegdanning involves living through

the classroom experience in advance both mentatlyeanotionally. The teacher is
able to visualise this experience in advance ofaitteial delivery of the lesson. It is
therefore inevitable for the modern teacher to pté lessons very skilfully and

carefully. The views expressed by Aggarwal (20@rg, in line with those of Mungai

(2013), who posits that the major role of the temdk to organise learning through
careful lesson planning based on their understgndinthe curriculum and the

syllabus in use. In agreement with Aggarwal (20@#)¢ Mungai (2013), Kimamo

(2012), argues that in the process of planning, tdaeher is also able to select
appropriate media and resources for teaching and tommunicates information

more effectively to the learners, which enhancasler achievement (Mukwa & Too,

2002).

According to National Association for Research imieice Teaching
(NARST) (2011) (as cited in Mutisya, 2013), pupién acquire science process skills
if they are planned as expected outcomes of legusirence. The study recommends
that planning of teaching science, should statepiecific terms the activities to be
provided and the specific skills targeted by thanéng process. This study recognises
the importance of planning for teaching in Englishere teachers are expected to
come up with specific learning outcomes and to enghat these outcomes are
achieved.

Although use of lesson plans is an important rutsional practice,
researchers have identified difficulties experiehd® teachers in the process of

lesson planning and lesson execution. Aggarwal {R@0gues that a lesson plan

40



should be flexible and a teacher does not have ta flave to it as the teacher should
be able to change the lesson plan to address emgengieds of the learners. Petty
(2009) supports the views expressed by Aggarwa{Rdhat the lesson plan should
be adjusted in the course of lesson delivery to Isearners with differing needs. In
Imonje (2011), primary school teachers in Nairobidsthat they were not able to
follow lesson plans due to large classes and peeseh many weak learners who
could not read and write. The teachers were thexdéwced to adjust their teaching to
cater for these slow learners.

In a study to establish the impact of instructlonzethods on learners’
achievement in business studies in Kenya secorsddugyols, the researcher found out
that 67% of the sampled teachers did not prepasoieplans (Odundo, 2005). They
therefore conducted lessons without prior prepama#is required by the MOE. The
study also revealed that in most cases the lesadnnb set objectives. (Odundo,
2005) was conducted in the area of business stadisscondary school level while
the current study is in the area of English at pryrschool level.

In a study to establish the level of the implemBata of Strengthening
Mathematics and Science in Secondary Education (S&3 innovation in Nyeri
County, Ndirangu (2013) found out that over 80%tlod teachers were not using
lesson plans. The teachers indicated that theynesatme to prepare the required
lesson plans as they had heavy teaching loadsthed responsibilities. The teachers
were also handling large classes. These finding® wapported by the SMASSE
project Impact Assessment Survey (IAS) conducted(@4, which established that

although most teachers appreciated the value ebteplanning, they still went to
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class without a lesson plan. The reason givenHherfailure to plan was that lesson
planning would delay lesson coverage. Ndirangu 32@drther found out that most
head teachers were not supervising the use offigdaas by the teachers as expected
of them by the SMASSE programme. He recommendedthigagovernment should
employ more teachers to improve the teacher/studgiotand to reduce the teaching
load. This would give teachers ample time to prepasson plans and apply the
learner centred approaches recommended by SMA®SiRelwith use of e-learning,
the researcher further recommended that the Kemgitute of Curriculum
Development should consider developing common seidasson plans for all the
levels of the secondary school curriculum to accamypthe syllabuses they prepared
for the schools. The lesson plans would be postethe internet for the teachers to
download for their teaching. This recommendatiowéwer does not auger well with
principles of teaching which require teachers &ppre their own lesson plans so that
in the process of so doing they can have a cledemnstanding of the lessons they
teach (Aggarwal, 2007; Petty, 2009; Kiruhi, Gith&aMboroki, 2009; Otunga, 2011;
Muitungu & Njeng'ere, 2010).

The study by Ndirangu (2013) investigated the ukdesson plans in the
teaching of science in secondary schools in Nyerir@y. The current study looks at
the use of lesson plans in the teaching of Engimstprimary schools in NCC.
Although Ndirangu (2013) was carried out in se@mgdchools and investigated use
of lesson plans in science subjects, its findings relevant to this study because
lesson planning is practiced across the subjedtseicurriculum and across all levels

of instruction. The study was also in the areawficulum innovation. The current
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study targets primary school level English in NO@ at is on curriculum delivery
and achievement.

In a study conducted in Nairobi City Council prima&chools, the researcher
sought to examine teachers’ use of lesson plansnijen 2011). The study found out
that 53% of the teachers were not using lessorsplHmese teachers reported that the
large numbers of pupils in the class made it diffidor them to adhere to a written
lesson plan as many of the pupils were non-reaaedsslow learners and therefore
the teacher had to adjust instruction to includenth The study established that
according to 11% of the teachers, coverage of yhabsis was low due to the large
number of slow learners. The results of Imonje (ACdre similar to those of Gachahi
(2014). In a study conducted in primary schoolMiranga the researcher found out
that 85% of the teachers had incomplete lessonspéard 63% of the teachers
repeated lessons already taught to cater for stannérs who did not understand the
lesson when it was first taught.

2.9 Use of Collaborative Teaching Methods and its éationship with
Achievement in English

Collaborative methods are methods that enabledestaarn with one another
and with the teacher. Collaborative teaching metha&hcourage co-operation,
interaction and consultation among learners to gagaeir collective capacities to
learn from different sources. This enables themetrn more and achieve more
(Petty, 2009). In collaborative teaching, studdaetgsn mainly in groups and groups
do not compete with each other, which makes legrfriendly and more conducive

for concentration and enjoyment (Pratt, 1994).
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Pratt (1994) argues that there is too much conipetitn the world and
therefore schools should concentrate on teachiogeration. The same writer further
indicates students who learn cooperatively teniikéoeach other, the teacher and the
subject more thus becoming more accepting of ethelasss, gender, and ability
differences. The same author contends that whetests learn cooperatively they
engage more in critical thinking, achieve moreubject content and develop higher
levels of self-esteem.

Collaborative methods give students an opportunityevelop their skills and
the teacher an opportunity to get feedback abowtesits learning (Petty, 2009). The
same author observes that since in collaboratiaehiag students learn through
participating in various activities, they shoulddmequately introduced to the activity
so that they can understand what they are expéztdd and how best to do it. Petty
(2009) further posits that collaborative learnimtj\aties must be of the right level for
the learners and learners should be given the appty to ask questions and get
clarification and ideas from the teacher. In Ergli®r example, learners can be asked
to do exercises in groups where they discuss questd then write the correct
answers in their individual exercise books. Thisuldomake class work more
enjoyable as learners do not feel as if they arapating. This would also enable
them to share the books more effectively, PettpY@20 The same author explains that
during such activities, the teacher must check shedents work by moving
systematically round the class, looking over theusdters of the learners to correct

and encourage them and to maintain class control.
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Peer tutoring and peer checking is a collaborativethod that involves
students checking or helping each other. This goemsiainly informally as has been
observed in Kenya when teachers are on strike. Meryéeachers are encouraged to
take it more positively as it allows the fasterteas to teach the slower ones and the
slow learners have an opportunity to ask questigitBout embarrassment (Petty,
2006; Petty, 2009). Using these methods pupilsaage compositions and read them
to each other, tell stories, practice spellingnuatize situations or engage in role-play
(Petty, 2009). The teacher should be alert to ntakeections on any wrong ideas or
concepts acquired during peer tutoring and ensuep time management.

Learning through play is a collaborative method tt@ntributes to cognitive,
physical, social and emotional wellbeing of yourgrhers (Petty, 2009). It requires
the use of toys and other play things which hegprlers to adjust themselves to the
material world they grow up in (Petty, 2009). Pllgo involves make believe and
pretence games in which learners imitate what slieeywith the people and the things
around them (Petty, 2009; Petty, 2006). The santieoadurther observes that play
gives learners an opportunity to experiment dulegning which improves their
creativity and ability to learn through discovery.

The views expressed by Petty (2009) are supporye8itnna and Otiende
(2009), who indicated that traditional educatorgliggl play as one of the methods for
attaining the various learning purposes that wexsrdd. The same authors observed
that in most communities, play was highly recogaiss a learning mode and as an
important aspect of children’s growth and developmeA child who did not

participate actively in play was suspected to Ibeoil challenged in one way or
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another. In the traditional society, children wéa# to take their own initiative to
make toys for play from their rich environment widhey made toys of animals,
houses or people (Sifuna & Otiende, 2009). The samigors explained that wrestling
was a popular form of play, which youngsters enjoyend from which they
developed physically, emotionally and socially dedrnt discipline, respect and
leadership.

Children in the traditional society engaged in gnather play activities, such
as swinging, chasing one another, singing and dgn@uring these play activities
learners perfected their language skills (SifunaOfiende, 2009). In traditional
African society, children enjoyed imitating theargnts or other grown-ups especially
in activities, which they themselves enjoyed, samhevhich they would pursue in
later years. Boys would imitate masculine actigitisuch as building grass huts,
digging, or hunting while girls would imitate themothers cooking, grinding,
fetching water, and collecting firewood (Sifuna &i€hde, 2009). Leaning through
imitation is a recognised collaborative languagarieng technique (Petty, 2009;
Petty, 2006; Gathumbi & Masembe, 2005; Hill & Fly2006).

Today, play is a collaborative method used in laggueducation in various
ways such as dramatization, drawing, modelling,stjaeing and observing. Games
can produce intense involvement and a quality oiceatration which most teaching
methods cannot match (Petty, 2009). Learning andyerent are not mutually
exclusive and so students can play games for emoyand learning at the same time
when they are provided with a variety of toys arkdeo learning materials (Petty,

2009). In English for example, Petty (2009) suggelsat a set of cards with words
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can be prepared for the learners to play with. Weoegds can be nouns, verbs,
adjectives, or prepositions, and learners can kedag match them. Using cards
learners can match questions and answers or wadlthair meanings. Learners can
prepare questions and answers and get their fgllguils to match them. Cards can
also be used to teach vocabulary as pupils arengieds with target vocabulary on
one side and meaning on the other side. Pupilsbea®ncouraged to read their
meanings and use them in sentences (Petty, 200%; Hiynn, 2006).

According to Petty (2009) and Hill & Flynn (2006)ple-playing is a
collaborative method, which is very useful in deyghg language skills of learners.
Unlike drama, role-play is impromptu, as learneesraot given much time to rehearse
but to think on their feet. It enables learnergptactice language skills in a friendly
environment. Using role-play learners can pracsicenarios such as a teacher and a
student, or a student and another student. Rolegies learners an opportunity for
critical thinking and it is an excellent method faunilding confidence (Petty, 2006).
For use in teaching English, role-play is an exglimethod for practicing listening
and speaking skills. After engaging in role-playarieers can be asked to write
dialogues based on their role-play, thus they getopportunity to practice their
writing skills as well (Petty, 2009; Hill & Flynr2006).

According to Ronoh (2008), “the Maasai people’sigedous knowledge is
popular, comprehensive and functionally transcetadenThis popularity of the
Maasai’s indigenous system of education has slateseh Maasai people’s adoption
of School Based Education (SBE), which for manyryethey have considered

irrelevant to their needs, interests and aspirati@me of the reasons for the strength
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and endurance of the Maasai indigenous educaticor@iog to Ronoh (2008), is in
its mode of instruction which is learner-centrectjvaty based, and collaborative. In
his study conducted in Narok district, Ronoh (20G&tablished that Maasai
instructors gave learners opportunities to activielge part in the teaching and
learning process where they acted as guides aralys@t to drive the learner’'s
impetus for engaging, interacting, and learninge Tidigenous modes of instruction
included storytelling, riddling, singing, dancingpoking, milking, and herding.
Important knowledge and information was transmittedugh riddles, proverbs,
legends, myths and folklore. These methods hawe laéen identified as effective
collaborative methods for teaching English (KIEQ2D

Ronoh (2008) further observed that children leagntvatching and observing
bigger children or adults perform tasks, which ttiegn imitated through role-play,
dramatization and mimicry. Children imitated théesoof parents and adults in real
life situations, doing everyday activities and it own environment. Games, sports
and play are integral parts of the pedagogy of Measai indigenous education.
“Collective enjoyment of games develops co-operaimd team spirit leading to
solidarity among the children and while participgtin the games happiness or joy is
engendered”. The methods and approaches discussamhoh (2008) are recognized
by many language educators as suitable for teachinglish as confirmed in
Gathumbi & Masembe (2005), Petty (2006), Petty @@0and Hill & Flynn (2006).

The observations made by Ronoh (2008), furtheeeagyith the findings by
Odhiambo (2012). The researcher established that performance at KCPE and

high dropout rates prevalent in Narok North Didtiecere due to teachers’ negative
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attitudes towards slow learners. Odhiambo (201@)ndl out that teachers did not
adequately involve weak learners in classroom #ietsvand so these learners felt
neglected and eventually dropped out of schoobelteer. These findings are in line
with Ornstein, Pajak and Ornstein (2009) cited mthiambo (2012), who found out
that teachers frequently directed their teachingd) explanation to some students and
ignored others and that teachers gave much posgiméorcement to some students
but not others. This discriminative teaching appho@as common where teacher-
centred approaches are used at the expense diamalteve and participatory learning.
Odhiambo (2012) further established that teacherdNarok North District used
teacher-centred approaches and hardly used achigggd learning. The curriculum
was too academic and games, sports and play weérenmghasized. Maasai learners
who were used to activities and outdoor play fosodool confining, restricting and
boring, and so they dropped out of school. Usinfjaborative and stimulating
activities that are interesting and engaging is oh¢he surest ways of improving
achievement and keeping young learners in schoojuso in Narok but in Nairobi
and in all primary schools in Kenya and beyond.

According to Ronoh (2008), when the Maasai institgctaught about cultural
practices such as preparation of indigenous maeglidiney reinvented the lecture
method used in SBE by making it informal and frignd hey encouraged questions,
interaction, discussion and participation in axethatmosphere where learners were
able to understand and internalise the content.fifldings by Ronoh (2008) are in
conformity with the ideas expressed by Petty (20B8l) & Flynn (2006), Sifuna and

Otiende (2009), and Odhiambo (2012). For curricuka@iorm to be meaningful, it
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should be designed in such a way that it includeallsubject matter and indigenous
modes of teaching, which are interactive, co-operadnd collaborative (Ronoh,
2008).

In Kenya, primary education continues to experiemt@llenges, which
include overstretched facilities, overcrowded sd¢foand high pupil to teacher ratios
especially for schools in urban low income and dgnpopulated areas (Republic of
Kenya, 2005). The recommended school based estatdrst is 40 pupils per teacher,
yet some primary schools in Nairobi have more th@@ pupils in a class (Imonje,
2011). Large classes make teaching inefficienteashters resort to teacher-centred
strategies where the teacher talks most of the &intethe learners simply listen and
take instruction with little interaction both amotie learners and with the teacher
(Imonje, 2011). This reduction of learners to passiisteners robs them of the
opportunity to develop, practice and enhance the@raking skills. This goes against
the collaborative approach to language teachindgctwproposes that learners learn
best by using the language to communicate withrethe opposed to studying rules
(Kibui, 2006).

Discussing English language instruction at the@esgcondary school level in
Nigeria, Amuseghan (2007) points out that mostheex are more concerned with
disseminating facts, information and principles nthallowing students to learn,
practice and engage in language activities aimedacuiring communicative
competence. In Imonje (2011), 23% of the teachepsnted that due to large classes
many of them with more than 100 pupils’ collaboratmethods of teaching such as

group work were not practical and therefore notdus&hen teachers teach large
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classes of a diverse student population they are fi@ly to concentrate on a portion
of the brighter learners in the class and givéeliftttention to the weaker learners
(Ornstein, Pajak & Ornstein, 2009) cited Galhiambo (2012). In such classrooms,

collaborative methods are difficult to apply anchiaeement by most learners is
inevitably poor.

According to the KICD 2007 monitoring report, mgmymary school teachers
of English had a problem covering the syllabusaodytime (KIE, 2007). In order to
cover the wide syllabus, teachers adopted pedati@ywas centred on delivery of
content at the expense of employing interactivélaborative, supportive and active
learning techniques best suited for language tegcfGathumbi & Masembe, 2005;
Gathumbi, Vikiru, & Bwire, 2009). Teaching, whosarpose is sorely to cover the
syllabus deviates from the expected strategy afhieg English that focuses on the
learners’ achievement of required competenciesstaadards in listening, speaking,
reading, writing vocabulary, and grammar (Gathunvikiru, & Bwire, 2009). The
monitoring study by KICD targeted all classes ammgary school level. The current
study will concentrate on standard four Englishiieas in NCC.

In the KNEC monitoring learner achievement studiNBC, 2010) class three
teachers of English reported inability to complite syllabus within the school hours
and 71% of the teachers reported existence of riageediching programmes in their
schools. Observation shows that these remedialqmges although outlawed by the
government, still take place during the holidaysl aver the weekends. They are
characterised by rote teaching, drilling, and cotitipa to prepare learners to pass

KCPE. The remedial programmes have no room foabolative learning, as they are
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primarily teacher centred. The KNEC study targestandard three learners and
teachers in both literacy and numeracy. The curstudy was carried out among
standard four learners and teachers of English.

The teaching approaches that teachers use arénélisenced by the kind of
training they receive. According to Wasiche (20@ed in Mungai (2013), teacher-
centred methods are commonly used in class becmashers lack confidence,
masterly of content and basic teaching skills essalt of inadequate teacher training.
Mutisya (2013) observed that PTE trainees were sagbao expository teaching
methods of teaching science at primary teachemiti@i colleges. When they
graduated, these teachers tended to use expos#aching methods because they
were more familiar with them. The researcher recemus that primary school
teachers should spend more time on collaboratitigiges that promote acquisition
of scientific skills and understanding of subjectttar. The same views are supported
by Khatete in Mutisya, (2013), where he found dwttthe most prevalent methods
used by science teachers in primary schools wesstgun and answer, lecture,
demonstration, and explanation. Collaborative @t such as project, role-play,
and outdoor activities were least used.

These studies examined the teaching of sciencerimapy schools. The
current study examines the use collaborative methedhe teaching of English in
primary schools in NCC. According to the United t&saAgency for International
Development (USAID, 2005), institutional constraintlnay make successful

implementation of learner-centred and collaborasteategies difficult even when
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teachers acknowledge the advantages of these alareing approaches. The
constraints include class size and the amountredf &llocated for instruction.

Shortage of teachers in Kenyan schools has hadgatine influence on
teaching and has forced teachers to adopt teaelmted methods. The government
declared a freeze on employment of teachers byemghting a demand-driven
recruitment policy in 1988 because of financiahstr Teachers were employed only
to replace those who exited the service througbrabattrition. This led to a growing
demand to recruit more teachers to cope with theatel occasioned by FPE
(KESSP, 2005; Economic Survey, 2006, 2007, & 2008jh increased enrolments,
the number of teachers declined by 5.4 per cemt 180,860 in 2011 to 171,033 in
2005, a decline of 5.74% (Economic Survey, 2006).

With the introduction of FPE, Nairobi Province reded the highest
percentage of the average national class increabegch was 41.1% (MoEST
Statistical Booklet, 2014). According to UNESCO @80 20% of the City Council
primary school classrooms in Nairobi had more th@0 pupils whose admission
included overage youth, street children, abandamptlans, household servants, and
children with disabilities. The large classes wihheterogeneous mix of learners
made it difficult for the teachers to employ learnentred collaborative teaching
methods. As observed by Imonje (2011), the shortdgeachers in the city council
primary schools often forced teachers to handle tlasses at the same time
especially in lower primary level. This situatiorasvmade worse by the current
teaching policy, which demands that a primary stkescher should be able to teach

all the subjects in the primary school curriculuRepublic of Kenya, (2005). The
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large classes and rigid teaching policies makéfitdlt for teachers in Nairobi to use
collaborative teaching methods, which could leadhétter learner achievement in
English.

2.10 Utilisation of Instructional Resources and its Relationship with

Achievement in English

Since independence, the GOK has recognised theriampe of providing and
enforcing utilisation of instructional resources pwovision of quality education. The
report of the first commission on education aftedependence placed emphasis on
the preparation and utilisation of instructional temeals for teaching and learning
(Republic of Kenya, 1964). The report called upoa MOE to produce and avail to
the schools the relevant instructional materialsgaised for teaching and learning.

The second commission on education also recogrnisedimportance of
instructional resources (Republic of Kenya, 197®he report postulates that
instructional resources form the medium throughclheaching is carried out. The
same report explains that instructional materials loe divided into two categories -
those used by the teachers, and those used bgaimets. (Republic of Kenya, 1976)
explains that materials used by the teacher areriaupt because they help the teacher
prepare schemes of work and lesson plans to tgeiliteaching. It points out that
materials used by the learners are equally impbibecause they are used during
lessons and outside the class for independent stndyhomework. The same report
stipulates that books and other materials sucthal&looard, maps, charts and pictures
are the basic tools for educational developmentthatkefore they must be available
to the teachers and learners in the right quatdjtiantity and at the time they are

required.
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The third education commission report also undeescahe importance of
instructional resources to provision of quality ealion (Republic of Kenya, 1988).
This policy document says that instructional matsrishould be planned for and
utilised in an effective manner in order to enhate@ehing and help improve learner
achievement. According to UNESCO (2005), provismiinstructional materials,
especially textbooks, was identified as one of riggor achievements of the FPE
programme in Kenya. The study recognised provisama proper utilisation of
instructional resources as a means of not onlyawipg access to primary education,
but also as a means of improving learner achieveawnss the school curriculum. In
Kenya however, head teachers complain that teadmdglearning materials are not
purchased in time due to slow disbursement of fuas this affects teaching and
learning which in turn affects learner achieven{&atpeen, 2015; Odhiambo, 2012).

According to Oluoch (2011), for a curriculum to ineplemented efficiently,
relevant and good quality materials should be medi He further asserts that
materials such as textbooks should be durable twrative to the learners. The same
author observes that for young learners, readintemags should be in colour and
presented in a large print, which they read ea$lych materials should also be
illustrated well, with pictures and diagrams taratlate the interest of the learners.
Oluoch (2011) further proposes that printed ma®rsch as textbooks, teachers’
guides and handbooks should be written by teamexpérts to ensure their quality.
Observation shows that most curriculum support rme$ein Kenya are actually

written by teams of authors. This is particulamyportant for English because this
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subject has many different aspects and componewtdheerefore a team of authors
brings different abilities to ensure that the beokf the required standard.

Oluoch (2011) stresses the importance of provisafnh a variety of
instructional materials, which can allow for fledity in the teaching and learning
process and improve learner achievement. Fulla®@l(2@oints out that it is not
important to simply provide instructional materialsch as textbooks, effort must be
made to ensure that they are adequately and pyodised to improve learning and
enhance learner achievement. Utilising instruclionaaterials per the stated
objectives benefits the learner by enhancing aemmnt (Shiundu & Omulando,
1992).

According to the Teaching and Learning Materialsnivi (TLMM) by
MOEST in collaboration with UNICEF, most classroonms Kenya lack basic
teaching aids and other learning materials (Republi Kenya, (2005). The same
report asserts that absence of attractive and kstilmg materials makes school
unattractive and this is often a reason for leargeopping out of school. The manual
stresses the importance of effective utilisatiorteaiching and learning resources and
gives practical ideas on how teachers can make digi teaching aids to supplement
the ones available.

Printed media in the form of newspapers and magazoan also be used to
facilitate learning (Aggarwal, 2007). Teachers amork with students to prepare
newspaper cuttings and prepare books that leacagrsead and exchange with their
fellow pupils. Cuttings of children’s stories andgms can make interesting and

useful materials for teaching English to young heas. Newspapers are useful for
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learning languages as pupils learn many new wandseapressions from them. They
also learn how to express themselves and follovegpeessions of others (Aggarwal,
2007).

Aggarwal (2007) further notes that community resesrsuch as projects,
farms, factories, open-air markets, supermarkeis pdaygrounds can also be used as
learning resources. Social halls, theatres, stagliwwhurches, mosques, community
libraries, animal orphanages and museums can alsgdd as learning resources. For
learning English community libraries can be a uksefgource and theatres can be
used to enhance learners’ proficiency in the laggu&or community resources to be
used efficiently, field trips have to be organi$edthe learners to visit these facilities.
For such trips to be effective they should be veetianised with their objectives
clearly stated in line with the target subject. Tdexurity of the learners and the
teachers should be taken into consideration bygusafe transport and choosing
venues that are well secured.

Tanner and Tanner (2007) cited in Mungai (2013)iedrout a comparative
study in different countries on the use of textlmoKheir findings were that the
number of volumes of books borrowed for the libragd a significant relationship
with academic achievement among students. The stisdyestablished that frequent
use of the library had a direct effect on studeptsformance. This is in line with
Peters (2011) who indicated that a school withgadee supply of textbooks exposed
students to a wide range of reading and diversasidapable of influencing student

achievement in national examinations.
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For teaching the standard four English syllabesftilowing materials have
been recommended: real objects, flash cards, chansdio visual materials,
supplementary books, blackboard, pictures, phopgrawork cards, maps/ atlases,
library books, class projects, HIV/AIDs materialsdacuttings from newspapers and
magazines (Republic of Kenya, 2002). The syllabls® aecommends field and
workshop visits. The syllabus is silent on the wseelectronic media such as
television, radio, and computers yet for effectieamching today the multimedia
approach is recommended (Aggarwal, 2007; Petty9R00

The radio is a suitable supplement for classrooacthimg as its teaching
possibilities are not confined to the school ddye Tadio can be used in and outside
the classroom. Radio broadcasts give supplememamymation on the various topics
in the syllabus and they are useful for both theilpuand the teachers Aggarwal
(2007). The television is another effective teaghitool, which provides the
opportunity for teaching a large audience of leen@/hat is broadcast on television
can be preserved on video tapes or films for lag®. The television provides the
opportunity for the teacher to observe the insionmet methods and ideas of experts
to increase his knowledge of teaching and stimgatiew ideas from the learners. As
an audio-visual tool, the television and the ragiovide technical advantage not
readily available in the classroom for illustratimndemonstration (Aggarwal, 2007).

Aggarwal (2007) argues that films are an effectivay of enhancing
classroom instruction. He observes that a film nsudti-media communication, which
presents facts in a realistic way and dramatizesamurelations by arousing emotions

and transmitting knowledge and attitudes. The authather indicates that
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educational films are designed to educate accordinghe requirements of the
syllabus and the philosophy of the society and esginat what can take a teacher
many hours to teaching can be captured in a shiont dnd in a relaxed and
entertaining manner. The same researcher explasdsearch conducted on the use
of films for teaching in India shows that films as@ and increase reading interest in
children who are stimulated to get more informataout the facts they observe in
the film. This implies that by watching educatiofiahs, learners read more and they
can also write better because they acquire ideasrite about as the films also
stimulate their creativity. Films are a good methaidenhancing writing skills as
learners learn about continuity, coherence and ldpreent. Films are vivid and
detailed and therefore by watching films learnens learn about detail and vividness
qualities necessary for good writing. The multi-maedpproach is therefore suitable
for improving teaching and enhancing learner aceant, (Aggarwal, 2007; Petty,
2009).

According to Nairobi City County (2014), there isiited use of Information
Communication Technology (ICT) in the primary schatassrooms in Nairobi
although many teachers have been trained on thefu€8. Some schools use digital
content from KICD, KLB and others from private vemsl Many schools use
computers for administrative purposes of prepaemgminations, keeping records
and issuing out notices. The same report obsehassbme computers are old and
obsolete and thus present a challenge of e-waste.

With the introduction of FPE in 2003, the Free RuynEducation Support

Project (FPESP) focussed on the provision of malefor use by pupils and teachers.
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The instructional materials comprised textbooks poipils, stationery for pupils,
exercise books for pupils, teaching guides, manuaference books, chalk, dusters
and supplementary readers for the pupils (Word B&0K3). The proposed book
sharing ratio was one textbook for every three Igsupi lower primary and one
textbook for every two pupils in upper primary b§0B with an eventual textbook
ratio of 1:1 in all classes by the year 2010 (Wdslank, 2003). The MOEST and
MOE field surveys and monitoring studies condudietiveen 2004 and 2008 reveal
that provision of instructional materials had imyed overtime whereby the national
pupil textbook ratio ranged between 1:2 and 1:6 E&®, 2004, 2005, & MoE, 2005,
2006, 2007, & 2008). These surveys were conductestliected parts of the country
in all subjects in the primary school curriculunineTcurrent study targets Nairobi.
According to the Master Plan in Education and Tirgn(MPET), providing

physical facilities and instructional materials caase the morale, motivation and
performance of teachers leading to improved legrrachievement (Republic of
Kenya, 1998). Physical facilities and instructionaterials are an important factor in
pupil attendance. Availability of instructional reals and physical facilities makes
the teaching task easy and is related to learrieewement (Fuller, 1986). SACMEQ
Il study in Kenya reported that provision of qualibasic education should be
supported with an efficient system of delivery ahdt the teaching and learning
process and the pupils learning achievement arneemfed by inputs such as
availability and utilisation of instructional resoes (SACMEQ, (2000). The

SACMEQ study focussed on standard six pupils indtea of reading. The current
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study focussed on standard four pupils in thesacdayrammar, vocabulary, reading
comprehension, and writing composition.

A study conducted by the MOE on monitoring and e&tbn of FPE in three
provinces namely; Rift valley, Western, and Easténe findings revealed that the
increase in enrolment had resulted in inadequadgaching and learning resources
(MOEST, 2004). The study revealed that in the pgditing provinces, the pupil/book
ratio was between 1:5 and 1:7 in most classes.siiy recommended provision of
additional textbooks to boost learning achievemwtile this study was conducted
in former Rift valley, Western, and Eastern proesicthe current study is conducted
in NCC.

Eshiwani (1984) points out the importance of nostjyrovision of
instructional materials for quality teaching, busaa stresses the importance of
maintenance and utilisation of such materials. Ia &tudy on the impact of
instructional methods on learner achievement inri&ss Studies in Kenya secondary
schools, Odundo (2005) found out that Business &itut teachers rarely used
instructional materials to enhance their teachiftge researcher found out that only
16.6% of the sampled teachers used instructionaknmés together with varied
instructional methods. Nyamok (1997) (as cited inngai, 2003) posits that if a
teacher uses teaching materials effectively learnederstand faster and hence the
teacher can use the time saved to carry out otthecagional activities. He concurs
with Mungai (1992) that adequate resources take o#iindividual differences and
they encourage learners to participate effectivklying the lesson leading to better

understanding and better learner achievement. O(fi87) states that learning
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resources motivate learners and enable them traaitactively and gain knowledge
by using their senses.

According to Mungai (2013), appropriate printed maefhcilitates effective
learning in a school by assisting learners to leatrrtheir own pace. The same
researcher further argues that when a school ragyartextbooks a teacher can give
many exercises to the learners without having ttevihem on the board. This saves
the teacher time of talking and this time can bedu$or research and lesson
preparation, which improves teaching and enhaneamihg achievement. Mungai
(2013) further posits that for a curriculum to lmeplemented as planned, schools
should be supplied with adequate instructional ueses such as textbooks, teaching
aids, and stationery. Ball and Cohen (1996) supihete views when they state that
resources and materials should be designed totbaghers put the curriculum into
practice and help shape ideas about teaching anuirg.

The Population Council of Kenya (PCK) and the MCHried out a study to
establish the effects of material inputs on thdgarance of students in single and
mixed secondary schools. It was observed that mesmixed secondary schools,
textbooks were collected for safekeeping at the antthe day (Republic of Kenya,
2009). It was argued in this study that this practdeprived the students of the
opportunity to utilise the textbooks at home fandsting and doing homework and
this was seen as one of the reasons why theselsgbedormed poorly in national
examinations.

In an articleThe Secret behind the Sterling Performand&iwololo, 2015).

published in thé®aily Nationissue of January 22 January 2015, the author asbhait
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private schools in Kenya continue to outperform liguprimary schools at KCPE
level because the former are well endowed withheacand learning resources. She
explains that most private schools have fully egeg themselves with the needed
resources and infrastructure to provide effecte@ching and learning while public
schools suffer from frequent teacher strikes, ifisieht resources, and poor education
infrastructure. Mwololo further observes that ptesaschools in Kenya remain
competitive by investing heavily in learning resms, which include libraries,
computer laboratories, science laboratories, walifgped music and art rooms, and
amphitheatres which give learners practical expege which complements what
they learn in class. The same writer further olesemhat private schools use child
friendly and interactive multi-media educationalieologies to enhance learning and
improve learner achievement. These multi-mediarteldyies include games, posters,
e-books and interactive white boards, which givarers the practical experience
they require to enhance learning. These technaduidp create a conducive learning
environment by making learning interesting and éngbteachers to use different
approaches to enhance classroom experience andvenpearning achievement
(Mwololo, 2015).

Commenting on the recent abolishment of rankingabfools and candidates
based on their performance in national examinati@isharu (2015) observes that
one of the major reasons given by the MOE for thening of ranking in schools was
the glaring disparity in schools in terms of promsof instructional resources. The
writer agrees that these disparities are majoraagceat concern for all stakeholders

in education. He however, argues that the prudengtto do would have been to
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provide the resources where they were needed. Tamey with ranking instead of
equipping the schools is glossing over a serioablpm given that all candidates are
expected to study the same curriculum and sitahgesnational examinations.

In recognition of the importance of instructionahterials for quality teaching
and learning, the GOK has been meeting the coptaiding text books to primary
schools since 2003 under KESSP (Republic of Ke@0aph). According to a report
published in August 2009 by the MOE, the Kenya dlai Audit Office and the UK
National Audit Office, KESSP procured and distrgai58 million textbooks between
2003 and 2009 (MOE, 2009). By the time of reportind@009, only 36 million of
them were still in use in schools. This is a dexlof 38% suggesting that a large
percentage of the books are lost, misplaced oerstoThis is an indication that
instructional materials are poorly handled and festively utilised. While these
findings refer to all the instructional materiaisis study targets to establish how the
English instructional materials are utilised.

The recommended book/pupil ratio is 1 to 3 in lowemary and 1 to 2 in
upper primary. For the teaching of English to bieaive, each pupil should have
their own textbook (a ratio of 1:1) so that theyha@ad, do class exercises and
homework. Sharing books means that learners areespbnsible for taking care of
the books and therefore many of them get lost, toretolen. Sharing of book also
deprives the learners of time to interact with iti&ructional material and thus leads
to poor learner achievement. Utilisation of instrmigal materials is often poor as
wastage in the use of exercise books and otherrialates rampant in primary

schools.
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Oluoch (2011) observes that the cost of provididgcation has always been
high and therefore it is important for stakeholdersluding teachers, pupils and
parents to ensure that the books are taken camedofitilised efficiently. A look at the
management of textbook and other resources howsh@wrs that there is a lot of
wastage. According to Kihanya (2014), 63% of alereise books are wasted as
schools do not have stringent procedures for igsuiaw exercise books. New
exercise books are issued at the beginning ofethme tegardless of whether the ones
issued earlier were fully used. These findingssangported by Nairobi City County
(2014) where the loss of books in Nairobi is repdrto be orchestrated by the black
market that buys and sells books with school rulskenps on them. Verspoor (2008)
argues that increases in public spending will @gyuate to generate increases in
educational attainment and learning achievememssrhccompanied by reforms that
aim at an efficient use of available resources.

According to Gori (2012), there is wastage of textks and other instructional
resources in Gucha district as result of corruptinod misappropriation of funds. The
same researcher blamed this wastage on poor |&éguldrg school principals. He
recommended that the principal’s office should benitored and controlled by the
central government and supervised by the countgmuorent to ensure accountability
and prudent management of resources. The recomm@mdsy Gori (2012) agrees
with the current government policy, which has daped that school principals should
be answerable to the Principal Secretary of the MfDEmatters of budgetary and

expenditure control. This directive has howevererb&ehemently resisted by the

65



school principals who see it as a means of imposimgrol and the TSC, which views
it as usurpation of their role.

In Imonje (2011), 87% of the head teachers involwvethe study in Nairobi
primary schools reported that the level of adequatyextbooks was adversely
affected by pupils who transferred from one schochnother taking with them the
books issued to them. The head teachers also eepidt most parents did not bother
to replace books, which were torn or stolen byrthbildren. Oluoch (2011) proposes
that parents and communities should participatavelgt in the provision of
instructional materials. A look at the situationKenya today however, shows that
since the declaration of FPE, community supporttha provision of instructional
materials has diminished.

2.11 Multilingual Classroom Communication and its FRelationship with

Achievement in English

A teacher spends most of his or her time passingessages, information and
instructions to students who in turn receive anspoad to these messages and
instructions. In this way, a teaching and learmelgtionship is established whereby
communication plays a crucial role. Communicatianthe classroom implies that
knowledge is socially constructed and shared in&dion enhances individual
learning (Kimamo, 2012). In the classroom, commatiin occurs through a
language referred to as the Language of InstrugLian).

In Kenya the language policy states that the chilifst language either
Mother Tongue (MT) or the language commonly spokethe school’'s catchment
area (usually Kiswahili or English) should be ussdthe LOI in lower primary up to

end of standard three. The policy further statas Bnglish and Kiswabhili should be
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taught as subjects in lower primary and Englishutthdoe used as the LOI from
standard four (Republic of Kenya, 1976). The policyKenya is similar to that of
Uganda but the language of the catchment area iandky is Luganda and not
Kiswabhili (Muthwii, 2002). In Kenya, various policstatements have supported this
language policy over the years (e.g. Republic ohyée 1981; Republic of Kenya,
1988; Republic of Kenya, 1999). However, the polisynot always adhered to
(Gathumbi, 1985; Muthwii, 2002).

According to (Muthwii, 2002), many teachers in Kanand Uganda were
unaware of the language polices in their countties did their business according to
the dictates of the prevailing pressures exertedhem often from parents and the
examination system in the country. The author cuigethat having formulated the
national language policies in education, the govermts of Kenya and Uganda seem
to have made little effort to promote their implertaion hence the current dilemma
in primary schools of translating policy into actio

In the two countries, teachers, learners, paramistiae public have not been
sensitised on the importance and benefits of timguage policy. According to
Kimsop (2015), Kenya has no clear language pofioyworkable action plan, and no
person taking charge and guiding the nation infanite roadmap, and so the country
is groping in the dark. In Kenya most people are aware of the language policy.
When recently the cabinet secretary for educat@d that children should be taught
in Mother Tongue from standard one to three, ma@gpje thought it was a new
directive and that it was not a progressive onearinarticle in theé'Daily Nation”

Kimsop (2015) talks of a recent directive in whitte education cabinet secretary
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directed that Mother Tongue be the medium of irsitom from standard one to three
yet this is a part of the language policy which bhaen in force since 1976 (Republic
of Kenya, 1976).

Respondents in Muthwii (2002) asserted that theodhiction of many
languages in standard one to three creates marpleprs to the child especially
because these languages are structurally diffefEné near sound system and
phonetics of many Mother Tongue languages and HKigivare deemed helpful
relative to those of English. This makes many teeslassume that once a child can
read and write in Kiswahili, there is no need tacte in Mother Tongue any more.
Many teachers think the teaching of MT is a wadtéirne and they would rather
concentrate on English and Kiswabhili. In this pm&ethe argument for MT being
used as a LOI from standard one to three is vistdast at the expense of the child
who has to cope with English and Kiswahili - twomknguages at the same time
(Muthwii, 2002).

In Kenya, the most common practice is to use d@urexof MT, Kiswahili and
English as LOI in lower primary school. In the cemom, teachers are constantly
faced with the dilemma regarding what language 4e in the course of teaching
English. This dilemma is due to a combination aftdas, such as the inability of
pupils to understand and communicate in English #red teachers’ inability to
communicate in the first language of the catchrmaeetr (Bunyi, 1986). In Kenya,
Gathumbi (1985) found out that teacher failure ®e WMT as the language of
instruction was mainly because national examinatware conducted in English and

therefore teachers and other stakeholders didesoth® need to use MT.
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According to the studies conducted in Kenya andridgeon language policy
and practices in Kenya and Uganda, this languadeypposes challenges and
dilemmas for the teachers and pupils (Muthwii, 2002aching in MT or Kiswabhili
posed many challenges for teachers, as most tesaaleee not trained to teach in MT
or even Kiswabhili. They had learnt MT at home ahdyt had never studied it as a
subject in school. Researchers in the above ststd@pkshed that there was a severe
lack of books written in MT or Kiswabhili for the @ehing of various curriculum
subjects including English. Only some limited medisrfor teaching MT itself were
available. Teachers felt left alone to wrestle witfe difficult task of translating
everything from English to MT and Kiswabhili givelnat some English words have no
equivalents in MT or Kiswabhili. Some teachers stidy did not feel competent
enough in Kiswabhili to use it to teach. VocabularyMT was said to be limited and
so it was hard to be expressive in it. Teachersptamed that MT was wordy and
giving notes in it was cumbersome. Mother Tongus alao found to be inadequate
for teaching terminology in science and mathemdi®sause scientific terminology
did not exist in MT (Muthwii, 2002).

Muthwii (2002) established that since English idraduced alongside
Kiswabhili in standard one in Kenya, children areldenly faced with many new and
unfamiliar words often leading to confusion as digh are often not able to
distinguish the two languages. This definitely rmsegative effect on learners’
achievement in English as most children have alpmbieading English if they had
first learnt to read in MT or Kiswabhili. The abogéudy further established that no

examinations are set in MT even though most stsdiltto understand questions set
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in English. While the government policy advocdsMT as LOI in lower primary,

it allows schools to set examinations in Englisbr Ehis reason rural schools see
themselves as disadvantaged as they obey the patidy urban schools are allowed

to teach in English yet all children must sit KCRIBich is set in English. Some

school authorities neglected MT as there was only lesson assigned to MT per
week, which is a relatively short period to instrpapils adequately. Some parents
therefore discouraged their children from taking Mdriously because it was not
examined at the end of primary education. Suchmamefused to buy the few books
available in Mother Tongue.

Muthwii (2002) again established that in both Keaya Uganda there was no
situation where English or MT were used sorelyaagyliages of instruction. Mixing
of languages occurred in all schools from an eagly in both rural and urban schools.
Mother Tongue languages were extensively used @atglish and/or Kiswabhili in
Kenya. This situation was necessitated by the tdekaterials to teach all subjects in
MT and the children’s inability to understand Esglior Kiswahili used in the school
textbooks. However, although the teacher switchedes to sort out the language
problems in the class, pupils were not allowed se the same gymnastics in the
examinations where they were required to use onigligh. Teachers and pupils at
primary school level have a big burden of usinge¢htanguages in the course of
ensuring that learners are competent enough inidngd use it as language of
instruction in upper primary and in national exaations. This implies that learners’

achievement in English is curtailed by having t@ uwo other languages. They
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therefore perform poorly in examinations becaussy thre forced to write them in
English, a language they are not proficient in.

In an exploratory study conducted in standard fdassrooms the researcher
found out that in an area where Kikuyu was the Uagg of catchment area only 30%
of the mathematics lesson was conducted in Englisite 70% of the lesson was
conducted in Kikuyu (Bunyi, 1986). In the same ldga90% of the English lesson
was conducted in English while 10% was conducteikuyu. In a Kiswabhili
speaking area in a Geography, History and Cividd@lesson, the teacher taught
65% of the lesson in English and 35% in Kiswahiii.the same area, 65% of the
standard four English lesson was conducted in Ehglihile 35% of the lesson was
conducted in Kiswabhili. The results of this studyeal that English does not become
the medium of instruction in standard four and letite language policy is not
strictly adhered to. Bunyi conducted the study iarkbu to establish the problems of
implementing English across the curriculum. Therentr study was conducted in
Nairobi. Obura (1990) also found out that both Esfgland Kiswahili were used as
mediums of instruction beyond standard three ard tode switching and code
mixing occurred frequently in both urban and raneda schools.

Commenting on the current debate on the languatieypand promotion of
local languages, Kimosop (2015) observes that esipltan English at the formative
stages is good for learners to prepare them far tightful roles in the world stage.
He also suggests that we should not dismiss thelyatcepted notion that English is
an important instrument of communication and ircttan all over the world.

Kimosop (2015) asserts that no language is suptrianother and that it is the usage
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and not the heritage that counts in the choicamjliage in education. He argues that
professionals must use a language that is usedhattenally, and in Kenya that
language is English.

In his inaugural lecture on language policy Okoni®@11) contends that the
current development and governance needs of Afreguire that international
languages such as English or French be given & phaéfrican countries. African
masses must not be denied chances to receive atiomand express themselves in
languages in which they feel competent. Okombo 12Cfurther argues that an
international language such as English can co-ewigh indigenous African
languages in a non-antagonistic relationship whaltethe languages serve the
development and governance needs of a multilingonation and where
multilingualism becomes a resource rather thanabdlpm. While Okombo (2011)
recognises the importance of English and natiomadjages he does not suggest a
cure for antagonistic relationships among vari@mglages in the education arena in
Kenya today. The challenge of multilingual classnsoimpedes discussions among
learners and teacher and this affects learner \aamient, Mutisya, (2013). This poor
communication curtails not only achievement in Etglvhich is the official medium
of instruction but also achievement in all subjestsoss the curriculum. In the recent
times, ‘Sheng’ (a mixture of Kiswabhili and locahguages) has also found its way
into schools and classrooms thus complicating énguage problem. There was the
need therefore to conduct this research to eskaliis relationship between use of
multilingual classroom communication and standaodr fpupils achievement in

English in public primary schools in Nairobi CityGnty.
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2.12 Use of Continuous Assessment Tests and its &mnship with

Achievement in English

Continuous assessment is the determination ofdeachievement in a school
subject and it is an integral part of classroontrutdion (Ginindza & Mazibuko,
2005). Continuous assessment is also referred $zlasol Based Assessment (SBA).
It is formatively conducted as learners progressufih school as opposed to national
examinations which are summative and administetebeaend of a given education
cycle. Continuous assessment can be oral or takethe form of teacher-made
quizzes, tests, assignments or projects (GinindzMazibuko, 2005). The major
purpose of continuous assessment is to provideofexddto learners, teachers, school
administration as well as parents or guardianshsd they can take measures to
enhance learner achievement by addressing idehtifleallenges (Ginindza &
Mazibuko, 2005). Teachers however, often use coatia assessment for summative
purposes of comparing and grading learners, whieprides it of much of its
instructional worth (Ginindza & Mazibuko, 2005).

Using continuous assessment tests merely for cangpand grading learners
goes against the competence-based learning modwsewearners’ acquisition of
skills is valued more than competition and compmeri¢gMakerere University, 2012
cited in Gachahi, 2014). Competence-based modelshasise the importance of
continuous assessment for enhancing learners’ demgpe and achievement as
revealed in a study conducted in Swaziland, Girandz Mazibuko, (2005). The
Swaziland, study was conducted during the 1980s 39@0s when the rapid
expansion of primary education in Swaziland hadilted in repetition. This led to

many primary school pupils taking ten to twelve rgeto complete primary school
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instead of the normal seven years. Large numbegpsuifs also dropped out of school
before attaining basic education. The dropout veae 36.6% with more girls than

boys dropping out of school (Ginindza and Mazibuk@05). This resulted in serious
wastage in terms of physical and material resouineschools. For those who

remained in school, their achievement was low amnehs apparent that the quality of
education the pupils were receiving was not helgimgn meet the demands of the
society and a rapidly changing world.

In 1985, the National Education Reform CommissigNERCOM)
recommended that continuous assessment be intddaicall levels of primary
school in Swaziland. The commission further recomtieel that at the end of the
primary school level, the award of Swaziland Priyn@ertificate (SPC) be based on
the continuous assessment record and the pupitfsrpgnce in the National Public
Examination (NERCOM, 1985). The commission recomueen further that
remediation should be introduced to cater for mupiho were slow in learning and
that teachers in these schools be trained in aomiis assessment methods for the
successful implementation of the programme. Thestmnof education through the
curriculum centre introduced continuous assessinei®90. Continuous assessment
was expected to improve the quality of educatiorough improved curriculum
delivery and enhanced learning achievement. It alss intended to improve access
to basic education and provide an opportunity fbpapils to succeed according to
their abilities. Continuous assessment was alscedimt improving learning by
helping teachers teach towards clearly definedsgeall prepare effective remedial

and enrichment activities.
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The programme was supposed to assist policy rmdketevelop policies that
would help improve the quality of education in Siam so as to reduce the number
of students who were dropping out of school andeheho were repeating various
classes. The programme aimed at increasing chaheéghose who left primary
school would have the necessary skills to earncartdiving and become productive
and useful citizens (Ginindza and Mazibuko, 2005).

The evaluations carried out on the project inSl88vealed that through the
continuous assessment programme, the quality ohgoyi school education in
Swaziland had improved. This was evident becausrigin the programme, teachers
were able to provide timely assistance to pupilshwearning difficulties. Since
continuous assessment was an on-going proceshgtsagere able to establish at an
early stage how well the learner was doing attadl different stages of the teaching
and learning process. Problems were identifiedyeanid the teachers were able to
give appropriate help before problems accumulated.

It was found that focussing on the individual dhéind on the teaching/learning
objectives improved classroom instruction becalme most disadvantaged groups
benefited. Deliberate and cautious efforts desidoedirls’ education ensured that all
children had access to and completed primary educ&B50S/UNICEF, 1996). The
continuous assessment programme brought a paraghgtfrom traditional norm-
referenced testing to criterion-referenced testifige shift represented a situation
where competition was a central factor to one whdee individual and his/her
mastery of certain objectives were the focus. Hhgt was seen as an important

feature of the child-centred teaching approach.
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There was evidence to the effect that there waslaction in the number of girls
who repeated classes or dropped out of primaryadchitiere was reason to believe
that continuous assessment contributed towardeetkeation of girls in school. There
was further evidence that the continuous assesspregtamme made a significant
contribution in improving the quality of teachingdalearning in primary schools. The
issue of the continuous assessment component lwaintig to the final assessment of
pupils in public examinations made the teacherstfed they were contributing to the
success of their pupils and this was a source divatmn for them (GoS/UNICEF,
1996). Although managing the continuous assesspregtamme was expensive and
demanding for the teachers, this programme prokatidontinuous assessment was
beneficial to learner achievement and it had moséructional value than summative
assessment.

According to Holbrook (2009) (as cited in Mutisy2013) the attainment of
goals in science needs to be measured against tegpetandards based on
appropriate and measurable criteria and this stualesessment should be criterion-
referenced based on the set standards. For thize tachieved, school curricular
should set standards on the competencies to beumeeas Holbrook (2009) in
Mutisya, 2013) argues that formative assessmenildghm® given equal weight with
summative assessmeir. Botswana, monitoring of the progress of educatiaas w
conducted in 1999 to assess the progress of atasspipils. Achievement of the
pupils in literacy in English was 21.9% showingtth@ost of the pupils did not reach

the expected competency level, which was 70% (RepabBotswana, 2001). This
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dismal performance was attributed to poor contisuassessment practices among
other factors.

The assessment system in Kenya is dominated bynaéhtiexaminations,
which are conducted at the end of every educatioyek with little emphasis being
put on the assessment of learners as they protmeagyh school. At primary school
level, KCPE has a very strong influence on teaclaind learning as teachers tend to
teach what is going to be examined instead of tegdb impart knowledge and skills
which learners need for their life out of schodieTfocus on KCPE is mainly because
it is a selection examination, which determinesriees’ entry into secondary schools,
which, are categorized into National, County, and-Eounty schools. The national
schools are few and prestigious as they have supessources and they post good
examination results. The competition to enter matioand other well performing
secondary schools is fierce as these are the schuatl guarantee good performance
in Kenya Certificate of Secondary Education (KC®Eamination. In turn, a good
pass at KCSE promises easy admission into publigetsities (Musau, 2003;
Mutisya, 2013).

In Kenya, national examinations have a great imibgein the curriculum.
Instead of the curriculum guiding examinations, éxaminations determine what is
to be taught. According to Musau (2003), the analoigthe tail wagging the dog is
applicable to Kenya especially at primary schoeklewhere the examination tail
wags the curriculum dog. According to Khatete (201ife assessment system used at
primary school level in Kenya is a great impedim@nteaching of science process

skills since these skills are not assessed at Kieiad and therefore teachers do not
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teach them. In a survey conducted on the factdhseimcing achievement in written
compositions in primary schools in Thika and Nairdistricts, (Kembo-Sure, 1983).
found out that the learners’ imaginations and erpees were hardly used in written
compositions as suggestions on what to write wévengby teachers in line with
national examinations. As a result, most learnezsfopmed poorly in national
examinations because they were not taught to laivee

According to Gathumbi, Vikiru and Bwire (2009) ksting and speaking
skills, which form part of the primary school Emli syllabus, are not taught
effectively because they are not examined at KGREll The above study focussed
on the four language skills of listening, speakiregding, and writing. The current
study focuses on reading comprehension, grammacabubary, and writing
composition. There is need to rethink the assessstestegies currently in use at
primary school level in Kenya to ensure that thegtabute positively to the learning
process (Mutisya, 2013; Khatete, 2010, Gathumt9920

In a paper entitledConstruction of Tests for Classroom Assessmene Ar
Teachers up to the Task®ongo (2005) reports the findings of a study lassroom
assessment in secondary schools in Uganda. Thg stasl conducted to compare
assessment procedures adopted by teachers of advdeweel biology to those
developed by the Uganda National Examinations BOaMNEB). The results showed
that classroom assessment tests had weakness#saaige procedures the teachers
used to arrive at the final grade were not claathk study, none of the respondents
reported the use of table of specifications (whiehthe blueprint for developing

quality test) as they prepared the internal asseisstasts. The results showed that the
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classroom assessment tests had a higher propoftlow order ability items than the
national examinations administered by UNEB.

Apart from one school, test items used in all tbleosls had over 50% recall
guestions contrary to Blooms Taxonomy of Educat@inectives (Bloom, (1956).
The taxonomy stipulates the six levels of cognitiearning, which are; knowledge,
comprehension, application, analysis, synthesi esaluation, which are accepted as
guidelines for quality teaching and testing. Fdest to be balanced it should include
low and high level cognitive demands so as to eadearners in high order thinking
(Mutisya, 2013). Many tests reported in Odongo &0fere found to be inadequate
in terms of syllabus coverage, as they did not colre syllabus adequately. There
were also questions, which were lifted wholly dgisily modified from the national
examination papers by UNEB.

Of the 17 respondents in the same study, 58.8%ttedimelying “always or
often” on UNEB past papers when preparing testsr&ipondents (33.3%), reported
they “rarely” did, while 5.9% reported that theyetrer’ used past papers to guide
them in constructing test items. The reasons diwensing past papers were shortage
of time and lack of expertise in testing. All thespondents indicated that they
prepared marking schemes prior to scoring studeotk and 70% (12) indicated that
they would discuss the marking guides with collesgio standardise them. A
correlation between the classroom test and th@maltiexamination scores revealed
that students scored better grades in national ieedions than in mock
examinations. In one of the schools, 88.5% of thadwates failed in the mock

examinations but only 15.4% of the same candiddwed in the UNEB
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examinations. This correlation was attributed toorpdesting and poor test
construction on the part of the assessment testgertence has shown that at
secondary school level in Kenya, students tend eédopm better in national

examinations than in mock examinations.

The results reported in Odongo (2005) further shivat teacher-training does
not equip the teachers sufficiently with the neagsskills in assessment. Out of the
17 respondents 64.7% (11) felt that they did notiree adequate training in test item
construction while in the university. The studyosunended establishment of school
review panels to moderate questions so as to inepgjaality of classroom assessment
and a deliberate effort to improve the teachenimgi curriculum to put more focus on
testing and assessment (Odongo, 2005). Althoughsthidy was conducted in biology
at the advanced level, it is an accurate pointethto weakness of teacher-made
assessment tests in all the subjects across tt@lschrriculum. This study was
conducted in secondary schools in Uganda and geted testing in biology at the
advanced level. The study reported by Odongo (20G& conducted on mock
examinations sat by candidates ready to sit adwateee! certificate examinations
which are summative, national, and terminal exatrona. The current study targeted
formative tests sat by pupils in standard four wiese not yet preparing for national
examinations. The findings by Odongo (2005) arepsued by Niwagaba (2010),
who found out that secondary school teachers in pédan had difficulties
constructing credible continuous assessment tébisse teachers were not able to
effectively identify learners’ weaknesses and asiltbem, which led to poor grades.

The current study targetted learners at primarpaskclevel in English in NCC.
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In a Study conducted in Mombasa secondary schoastablish the effect of
integrating continuous assessment with KCSE exaimiman student’s performance,
(Bundu, 2008), found out that the teacher madeimontis assessment tests were of
poor quality. The same researcher establishedthay records of marks were poorly
maintained and the marks were often exaggeratedersrg them invalid. Bundu
(2008) recommended that intensive pre-service argivice programmes should be
developed to train teachers on the concepts, nimdahnd techniques of managing
and developing credible assessment tests. Thercegedurther recommended that
there should be regular and compulsory in-servigi@ihg in test development for all
the education officials especially the Quality Asswce and Standards Officers
(QUASOs). The researcher further suggested thaicjpants in such forums should
be awarded certificates for purposes of motivatidhis study was conducted in
Mombasa at secondary school level but the curtedysvas conducted in Nairobi at
primary school level and specifically the studygtted standard four learners and
teachers of English. The study in Mombasa also deedi on KCSE, which is a
summative, national, and terminal examination. Therent study focuses on
formative assessment of learners at standard fexel las they progress through
school in line with the argument that formative esssnent is more important for
learners and teachers because it has immediateigtishal value. This is unlike
summative assessment whose major function is toenfimal judgement about a
learner’s achievement.

A look at testing and assessment at primary sclen@l today shows that

many schools are administering commercially devadiojests for all levels. These are
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set using the KCPE examination format. Other telachse past KCPE papers to drill
their learners to answer specific questions (Gathwenal, 2009). Commercial tests
are administered frequently at a high cost butrtresults are yet to be determined
through research. The reasons given for using couially developed tests is that
teachers do not have time to set tests due to hleavy workloads, large classes and
no facilities to prepare assessment tests.

However, research has also shown that many teaat®rsot have test-
construction skills and the capacity to developttsts as reported by Ngugi (2008).
The researcher found out that primary school taadineone division in Kitui district
were not skilled in test construction and lacked tiecessary mastery of Kiswahili
content to develop credible continuous assessnasts. tNgugi (2008) focused on
commercially developed tests but the current stadsinistered achievement tests
and analysed standard four commercially develogststin use in NCC primary
schools. Miano and Mwanza (2005) support the figdgireported by Ngugi (2008).
The authors posit that many of the tests develtyeadachers are wanting in terms of
quality. The researchers assert that such testdedr@ent in originality, clarity of
language, and abilities tested. These findingsraliee with those of Odongo (2005).
Miano and Mwanza (2005) further observed that seeaehers did not bother to
develop their own tests but instead, they simghedi questions from past national
examination papers or from the commercially devetbfests. Such practices do not
improve the learning process but instead, they @age rote learning, which both the
teachers and the learners believe would improvefoperance in national

examinations. These findings were based on revieresearch in all subjects across
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the primary and secondary curricular; the curreéntlys concentrated on English at
standard four level in primary schools in NCC.
2.13 Theoretical Framework

This research is underpinned on John Dewey’s theblgarning also referred
to as pragmatism and supported by progressive #&mscauch Jean Jacques
Rousseau, Johann Pestalozzi, and Friedrich Fro@bebrding to Dewey, learning is
an active personally conducted process that ingobath the mind and the body. In
what he called his pedagogical creed, Dewey empbddearner’s participation and
sharing with the teacher through expressive andstoactive activities. He said
learning should be a vital personal experience wharbject matter is made to
become a personal experience for the learner. Mecated for learning to be a direct
consequence of activities where the educator coruaigs the habits of doing,
thinking, and feeling to the learner.

According to Dewey’s learning theory, the teacheowd be there to select
the experiences that affect the child and asskstdhild to properly respond to
influences and challenges that are part of life pHposed that all learning decisions
should be made with the learner in mind and thatl&arner should determine the
quality and quantity of learning. He viewed edumatas a process of living and not a
preparation for the future and said learning shawflect the child’'s home and
community. This theory is applicable to primary @shchildren because their minds
are active and naturally inquisitive and full obspaneity. The theory is particularly
suitable for learning English because languageniegris best done through practice

and exposure. Young learners should therefore lm®ueaged to learn through
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discovery and through active participation in atiti¢ that are part of their everyday
experience. This study recognises the importance using learner-centred

collaborative approaches for teaching English amg@ry school level as advocated by
Dewey. These activities include reading eventstysting, debate, dramatization,

role play, classroom projects, reading and reciiogms, singing, dancing, riddling,

practising with tongue twisters, painting, modallimnd language games. It also
advocated for the use of a variety of teaching leadning resources, which include
the use of modern technologies such as radio,isgd&vand computers in line with

Dewey’s ideas, which advocate resource based tepminere learners learn by
manipulating learning materials. This is in linettwione of the objectives of this

study, which was to examine the utilisation of instional resources.

Dewey’s theory recognises the teacher as a desigheactivities and
experiences for the learner without isolating thbeo®l from the wider community.
Dewey advocates order in the learning process whesmamers learn progressively
from easier concepts to ones that are more difficLhhis means that the teacher
should plan instruction so that pupils can leara systematic manner. This is in line
with the current study, which sought to examinecheas’ lesson planning in the
teaching of English. For the learners to learn mssgjvely it is important for them to
master the easier concepts before they move tontire difficult ones. This means
that teachers should assess learners’ masterys@dreaoncepts before learners can
proceed to the more difficult one. In line withghthe current study has focussed on
the importance of continuous assessment. For tteeree a free and conducive

learning atmosphere among learners and betweerned#iirers and the teacher as
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advocated by Dewey, effective communication shduddmaintained between the
learners and the teacher, and among the learnemse{p 1897). This is in line with
the current study, which focussed on classroom coniration.
2.14 The Conceptual Framework

The conceptual framework carries instructional cpcas, which are the
independent variables, a moderator made up of thmederating variables and

achievement in English as the dependent variablguie 2.1.

Instructional Practices
. i Moderator
Lesson Plannlng_ Achievement
* Use of collaborative
teaching methods d Tea_che.rs Standard four
«  Utilization of motivation pupils’
instructional * School m_anagement achievement in
resources *  Community English
«  Multilingual involvement
classroom DEPENDENT
communication MODERATING VARIABLE
» Use of continuous VARIABLES
assessment tests
INDEPENDENT
VARIABLES

Figure 2.1.Relationship between instructional practices atahdard four pupils’
achievement in English.

The conceptual framework shows the relationship knkibge that exists
among the independent, dependent and moderatingbiles in the study. The
independent variables in this study are lessonnplan use of collaborative teaching
methods, utilisation of instructional resources, Itilnmgual classroom
communication, and use of continuous assessmest e dependent variable this

is standard four pupils’ achievement in EnglisheThdependent variables form the
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inputs through which the teaching and learning essctakes place to influence
standard four pupils’ achievement in English, whishthe output of the study.
Further, there are a number of moderating variatilasmay also influence standard
four pupils’ achievement in English. These varigblenclude pupils’ home
background, pupils’ attitude towards learning, teas’ level of motivation, school
management and community involvement.
2.15 Summary of the Literature Review

This section has presented a review of literatir@chievement in English at
primary school level for schools both outside amé&enya. It has reviewed literature
on objectives of primary school education in Kengaclaration of Free Primary
Education in the 1970s, declaration of free primagycation in 2003, teaching and
learning conditions in primary schools in NCC, thé& of the head teachers, the role
of teachers, lesson planning, use of collaborat@aching methods, utilisation of
instructional resources, multilingual classroom cmmication, and use of assessment
tests. The section has also presents literaturewewn the theoretical framework and
the conceptual framework. The review shows thattlaee very few studies targeting
English at primary school level and no specificdsta have been done targeting
standard four pupils in English in Nairobi or arther part of the country. Most of the
results so far documented relate to standard dightfinal year of primary education

and not standard four, which is a critical gradepigmary school learners.
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CHAPTER THREE
RESEARCH METHODOLOGY

3.1 Introduction

This chapter presents the research methodologthéostudy. It comprises of
this introduction, research design, target popomatisample size and sampling
procedure, research instruments, pilot study, igliof study instruments, reliability
of study instruments, procedure for data collectioiata analysis, and ethical
considerations.

3.2 Research Design

Research design is the blue print that guides ¢lsearcher to structure the
collection, analysis, and interpretation of data dostudy (Creswell; 2008; Kothari,
2008). This study employed correlational researeligh. Correlational research
design is suitable for a research that is intedeisieletermining relationships between
two or more variables (Creswell; 2008; Kothari, 800This study sought to
determine the relationship between instructionahctices, and achievement in
English among standard four pupils in public priynsehools in Nairobi City County.
Correlational research design was therefore foarzktsuitable for the study.

This research employed a mixed methods approachewtah guantitative
and qualitative methodologies were used. According.eedy and Ormrod (2005),
and De Vaus (2001), quantitative research is aystinht involves measuring
guantities of things, usually numerical quantiti@silantitative data are obtained when
the dependent variable being studied is measumwja scale that indicates “how

much” of the variable is present. The data are ntedoin terms of scores. Higher
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scores indicate that more of the dependent varigblpresent and lower scores
indicate that less of the variable is present. Tétigdy was therefore mainly

guantitative because the variable being studiedth@achievement in English by the
standard four pupils. The scores they attainedhm administered test was the
guantitative measure of their level of achievem@&hie higher the score the learners
obtained, the better their level of achievement] #re less they scored, the lower
their level of achievement.

Qualitative research uses techniqgues and meashedsdo not produce
discreet numerical data. Qualitative data is mainlghe form of words rather than
numbers and is collected mainly through observataowl interviews or content
analysis (Mugenda & Mugenda, 2003). The basic mepmf qualitative research are
to describe, interpret, verify and evaluate (Heitl & Simon, 2002). By using the
gualitative method, researchers are able to coflata and explain phenomena more
deeply (Mugenda & Mugenda, 2003; Hilttlem & Sim@002).

The mixed methods approach is suitable when diviefermation is required
from many stakeholders (Greene, Benjamin & Goody2@®1). This applied to this
study, which sought information from pupils, teashehead teachers and quality
assurance and standards officers. The approachpypaspriate for this study because
it was found necessary to complement data fromattfeevement tests, which was
purely quantitative, with data from the questiomesj lesson observations,
interviews, and content analysis, which were mainglyalitative. By applying
triangulation, it was possible to crosscheck ttseilts from the various data collection

instruments, thus the study results attained greatgfidence (Bryman, 2008).
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3.3  Target Population

Nairobi City County was selected as a suitablefsit¢he study because it was
a cosmopolitan area with pupils and teachers difaewn all parts of the country. The
study targeted the 205 public primary schools inQN@ICEO, 2015) and 25,498
standard four pupils in public schools in NCC. Tsdy further targeted 205
standard four teachers of English and 205 headhéescPublic primary schools in
NCC were selected for the study because KCPE sesfithe eleven years from 2003
to 2013 showed that public primary schools in NCé&evperforming poorly (Table
1.3). KCPE results over the same period showedtkigaperformance in English by
the public primary schools had not attained therdddevel (Table 1.2). The study
therefore sought to investigate this situation.

The study further targeted standard four pupils @achers because standard
four was a critical stage that marked the transit@mupper primary. It was in standard
four where pupils start using English as the medafnmstruction. The expectation
was that at standard four learners were proficgrugh in English to learn all the
other subjects in it. The study addressed skilis Were tested at KCPE level namely;
reading, comprehension, grammar, vocabulary aniingrcomposition.

3.4  Sample Size and Sampling Technique

A sample is a small proportion of a population stedd for observation and
analysis (Best, 1981). By observing the charadiesiof a sample, one can make
certain inferences about the characteristics optimulation from which it is drawn as
long as the sample is representative of the eptipulation (Best, 1981). Sampling

refers to taking a portion of the population or theverse as a representative of that
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population (Kerlinger & Lee, 2000). The study wamducted in a sample of the
public primary schools in the nine sub-countie®Naifrobi County namely; Embakasi,
Makadara, Kamukunji, Starehe, Njiru, Kasarani, Wasts, Langata, and Dagoretti.

To determine the sample size of the schools, pupdachers and head
teachers, the researcher was guided by Mugenda Mungenda (2003) who
acknowledges that 10% of the cases may form aevigdpresentative study sample.
The same views are supported by Best (1981) wheends that large samples are
required in mailed questionnaire studies wheradlponses may be as low as 20% or
30%. This does not apply to face-to-face interviewkich this study adopted. The
same author argues that in determining the sanmgsetise researcher should put into
consideration the availability of the respondentsl ghe cost implications. In this
study, the questionnaires and the tests were ast@iad face-to-face and the lesson
observations were also done on the same day. Heghcent response rate was
assumed and attained.

Since there were 205 public primary schools inrd@j random sampling
was used to select a sample of 25 (12.9%) schoois &ll the nine sub-counties.
Although 21 schools provided the 10% required,dtigools were increased to 25 to
cater for any unforeseen circumstances that wadd ko 10% not being achieved.
Random sampling was suitable since all public prinsghools were similar and there
was no distinguishing factor among them. On avertdgre were 125 standard four
pupils in each school, 20% of whom were sampledHerstudy. The sample of pupils
was therefore supposed to be 25 pupils per schaiolggs25 pupils. It was however,

decided to increase this number to 30 pupils peoacto have an even number of 15
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boys and 15 girls. Again, from the pilot studyh&d been observed that some pupils
did not answer some of the questions and somerdicdbaper and did not turn up for
the other paper. Having slightly more pupils wotlidrefore cater for what could be
termed as incomplete attempts or “spoilt answeetsfie This increase also catered
for a situation where a school had fewer than 3%lpu

The head teacher and one standard four teacherghsk from each sampled
school participated in the study. Table 3.1 presé¢iné sample obtained. Of the 25
sampled schools, a minimum of two schools were feath sub-county (the highest
integer from 25/9) and the remaining schools weeavd at random from any of the

nine sub-counties.

Table 3.1

Sampling Frame and Sample Size

Sampled item Population Sample of Per cent
respondents sampled
Sub-counties 9 9 100%
Schools 205 25 12%
Teachers of English 205 25 12%
Standard four pupils per school 125 30 24%
Standard four pupils in NCC 25,498 736 3%
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Table 3.2 shows the distribution of sampled schpelssub-county.

Table 3.2
Sample of Primary Schools in NCC
No. Name of Sub-county No. of schools in sample
1. Dagoretti 2
2. Embakasi 4
3. Kamukuniji 3
4, Kasarani 3
5. Langata 2
6. Makadara 2
7. Njiru 2
8. Starehe 3
9. Westlands

Total 25

Stratified random sampling techniques with gendensaerations were
applied to select ten high performing pupils, tererage performers and ten low
performing pupils from among the standard four [mupased on the preceding end of
term English results. The sampling ensured an &jeithumber of boys and girls. In
a school where there were more than one streartandlard four classes one stream
was randomly selected to take part in the studypeErnce from the pilot study
showed that it was disruptive and time consumingreov a sample of thirty pupils
from several streams, as it would inconveniencesrsg\teachers and interfere with
the smooth running of the school. It was also dstadd that where there were
several streams, all the classes were of equaityabdls they were not ranked

according to performance. In a school where theas @nly one stream of less than
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thirty pupils in the standard four class, the acbiment tests were administered to the
whole class.
3.5 Research Instruments

The researcher developed six research instrumertsllect quantitative and
qualitative data in line with the objectives of teidy. These instruments were: a
guestionnaire for head teachers (Appendix C), astiprenaire for standard four
teachers of English (Appendix B), two English agkiment tests which were sat by
standard four pupils (Appendices D and E), a lesdiservation guide (Appendix F),
a content analysis guide for analysing standard Emglish commercially developed
tests (Appendix G), and an interview guide for QA®@Gd other field officers
(Appendix J).
3.5.1 Questionnaire for Head Teachers

The questionnaire for head teachers (Appendix @)flve sections. The first
section collected information about the head te@dshgender, age, professional
qualifications, administration experience, andenvge training. The second section
sought information about instructional supervisitirsought to establish the number
of pupils and teachers in the school. This sedmurght to collect information on how
often the head teacher supervised the teachingglidh in standard four. The section
also sought information on the role of the headheain facilitating the use of lesson
plans.

The third section sought information on the uditin of instructional
resources. It sought to find out whether the schwad a functional library and

whether pupils had enough textbooks and exercis&sbd he section also sought to
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establish the role of parents in the provisionnstiuctional resources and what could
be done to ensure adequate provision of instruakioraterials.

The fourth section of the questionnaire was on tise of multilingual
classroom communication. It sought to find out weetpupils were expected to
speak English in school and whether they spokeradtreguages in school. The
section aimed to find out whether in the head tedshopinion, speaking other
languages affected pupils’ achievement in Englistt what steps the school took to
promote the speaking of English.

The fifth section of the questionnaire was on tke of assessment tests. It
aimed to find out who sets the tests administeoestandard four pupils of English
and whether the standard four teachers of Englshbleen trained in item writing and
test construction. It also had questions to esthblvhether the school used
commercially developed tests for standard four Bhghnd what other methods were
used to set assessment tests used in the school.

3.5.2 Questionnaire for Teachers of English

The questionnaire for standard four teachers ajlieim (Appendix B) had
seven sections. The first section collected infdiomaabout the teacher’'s gender, age,
professional qualifications, teaching experienael a-service training. The section
also sought to establish whether the teacher #lbhshe had received adequate
training as a teacher of English. The section ataaght to find out how many other
subjects the teacher taught besides English andnhamy lessons the teacher taught

per week.
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The second part of the questionnaire sought infoaman lesson planning. It
sought to find out whether the teacher always wsédesson plan for teaching and
what challenges they experienced in the use obteptans. The section also sought
to find out how the challenges the teacher expeeérin lesson planning could be
addressed.

The third section was on multilingual classroormomunication. It had six
true or false items to establish whether pupilsdu&heng’ in class, whether the
teacher sometimes used Kiswahili during Englishsdes, whether pupils used
Mother Tongue during English lessons, whether techer used Mother Tongue
during English lessons, whether pupils always sgékglish in school and whether
pupils were able to communicate fluently in English

The fourth section was on use of collaborativetigéag methods. It sought to
find out the number of lessons the teacher taughtweek, and whether the teacher
conducted any extra tuition. The section had etgh¢ or false items to gather
information on the use of collaborative teachingthnds. The questions sought to
establish whether during the English lesson: pugitisn engaged in group discussion,
took part in storytelling, engaged in debates, gadan drawing and painting, read
their compositions to other pupils, recited poeosed role play and dramatization
and whether the teacher regularly conducted arlidessson.

The fifth section was on utilization of instructedrresources. It had eight true
or false items, which sought to establish informaton utilization of teaching and
learning resources. The questions sought to findwhether during the English

lesson teaching took place in comfortable and wiintained classrooms, each pupil
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had a desk, each pupil had the recommended tegththe teacher used the syllabus
to plan lessons, pupils read and exchanged baoks the class library, pupils read
storybooks from the school library, the teachedudass readers to teach, and vii) the
teacher often conducted a library lesson.

The sixth section of the questionnaire was on geeaf assessment tests. The
section sought to establish whether the teachengtit they had received adequate
training in developing tests when they were inegdl and whether they had received
further training and what kind of training it wamd who trained them. The teachers
were also asked whether they used commerciallyldped tests and if they did, why
they did so. The teachers were also asked to iteditew many tests they gave per
week and whether they were able to mark the tagiead time, and if not, to explain
why not. The seventh and last section of the teaghestionnaire asked teachers to
give their views on the teaching of English in slaml four.

3.5.3 English Paper | - Grammar, Vocabulary and Reding Comprehension

The first achievement test (English Paper 1) (ApipenD) comprised
guestions in grammar, vocabulary and reading congm®on in the format of KCPE,
which is the standardised national examinatiortHerprimary school cycle in Kenya.
A cloze test with multiple-choice items tested vas aspects of grammar as follows:
use of simple past tense, the present tense, presatinuous tense, articles, and
expressions. The other grammar items tested prepesi relative pronouns, the
comparative form, tenses, word formation, and plimans. The test had items to test
pupils’ mastery of vocabulary comprising: givingnsypyms of words, giving

opposites of words (antonyms), using words to caostsentences, using words to
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complete similes, giving sounds made by animalsjngi words that describe
professions, and giving words that describe a cayeof things.

The test also had two reading comprehension passigm which pupils
answered comprehension questions. The first passageshorter and easier. From
that passage, pupils answered multiple-choice punesstThe items tested reading and
cognitive skills. With reference to Blooms TaxonowiyEducational Objectives and
bearing in mind the level of the learners, the gemainly tested knowledge and
comprehension. The second passage was a littleedasgd slightly more difficult
than the first one. From this passage, pupils weqeired to answer questions in
complete sentences and no multiple choice iteme gieen.

3.5.4 English paper Il - Writing Composition

The second test was composition writing (Append)xwihere pupils were
given a headingA day | will never forggtand they were expected to write a
composition based on it. This composition testeddiaiting, spelling, sentence
construction, vocabulary, punctuation, fluencygorality, and creativity.

3.5.5 Lesson Observation Guide
The researcher applied a lesson observation g(Aggendix F), while
listening to the English lesson as it was beingvdedd, to determine the following:
e Lesson Planning,
» Use of collaborative methods,
» Utilisation of instructional resources,
* Maintenance of classroom communication, and

* Use of assessment tests

97



After the lesson, the lesson was evaluated on tresmects and the
performance of each was given a score on a LikeateSas either 1-Very low (VL);
2-Low (L); 3-Satisfactory (S); 4-Good (G); 5-Exasit (E)

3.5.6 Guide for Analysis of Commercially-developedests

The researcher applied a guide for analysing tiencercially developed tests
(Appendix G) used by teachers of English to asgerttheir quality and
appropriateness for assessing achievement by sthridar learners. The sample
schools provided the commercially developed tddis. guide was used to analyse ten
aspects of the tests namely; rubric, clarity ofrungions, question wording and lack
of ambiguity, mark allocation, spelling and punt¢io, correctness of language,
paper layout and level of difficulty, coverage dfet syllabus, and balance of
components tested. For each paper analysed, tlaspects were rated on a five-point
scale of very poor, poor, satisfactory, good, ancekent. These rating scores were
then compared, combined and presented in narrative
3.6 Pilot Study

According to Mugenda & Mugenda (2007), a pilot stugfers to a mini
version of the study. It involves testing of resdainstruments to enhance their
validity and reliability. A pilot study also enablethe researcher to assess the
proposed data analysis techniques to uncover aticessl potential problems before
the actual data collection takes place. Befored#t collection for the study was
conducted, a pilot study was carried out in Octdd@&t4 in two primary schools in
Langata Sub-County which were not part of the nsturdy. These two schools were

not part of the main study. The purpose of theystwds to determine whether the
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instruments could elicit the kind of data anticgzhtand to determine whether the
qguestions adequately addressed the research gbpciihe pilot study was also
conducted to check the validity and reliabilitytbe instruments. The results of the
pilot study assisted in the improvement of therimsients and helped to give insights
into the duration and organisation of the study.oTwachers of English, two head
teachers, and fifty-two standard four pupils wenelved in the pilot study. After the

pilot study the instruments were adjusted and fimed before the main study.

3.7  Validity of Research Instruments

The term validity indicates the degree to whichimstrument measures the
content and construct under investigation (Koth2008; Best & Kahn, 2011).
According to Best (1981) validity is the quality af data gathering instrument or
procedures that enable it to determine what it esigned to determine. For a data
collection instrument to be considered valid, tbatent included must be relevant to
the study (Kothari, 2008; Best & Kahn, 2007). Theme authors define content
validity as the extent to which a measuring inseguatprovides adequate coverage of
the topic under study.

In order to ensure validity of the questionnairbgyt were structured in
sections with each section addressing a differejgative of the study. Further, the
researcher conducted a pilot test of the instrusnentwo primary schools in Nairobi,
which were not part of the main study. Any itematttvere found to be unsuitable
were improved or replaced. In order to ensure iglidf the English achievement
tests, the tests were based on the standard falisksyllabus and they were similar

to the tests found in the standard four Englishbi@eks. In order to ascertain validity
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of the tests further, with the guidance of the aesleer, the tests were developed by a
panel of three experienced teachers of English fieirobi drawn from primary
schools not among those participating in the stublyese teachers have taught
English for at least five years and are known tmdpce good results. According to
Mugenda and Mugenda (2003), expert advice is deitatind admissible for
ascertaining test validity. The same view is expess by Best (1981) who
recommends engagement of subject specialists iariagsvalidity of achievement
tests. To ensure content and construct validityhef tests, the team of item setters
prepared a table of specifications indicating tbatent to be tested, the number of
items and their level of difficulty according to dms Taxonomy of Educational
Objectives (Bloom, 1956). The panel also put inbmsideration the qualities of a
good test as stipulated in Best (1981) and in Gath& Masembe (2012). The panel
developed the marking scheme, which was used byeearcher to mark the pupils
work.
3.8 Reliability of Research Instruments

Reliability refers to consistency and stabilityasf instrument and its ability to
produce the same results every time it is applkedhari, 2008). Reliability is further
defined as the quality or consistency that therimsént or procedure demonstrates
over a period by producing the same results evewy it is applied (Best, 1981).

Reliability was tested through the test-retesthoét The English achievement
test and the questionnaires were administered anstttools, which were not part of
the sample. These schools were, St. Marys prirsatyol Karen and Karen ‘C’

primary school both in Langata sub-County.
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When administered a second time the results ieued to be the positively
correlated. (see Table 3.3).
Table 3.3

Test-Retest Results for Pupil English Achievemesit T

School Code SM School Code KC
Test Mean score % Mean Mean score % Mean
Grammar 11.7 58.2% 15.6 78.3%
Vocabulary 9.5 47.7% 11.8 59.2%
Comprehension 9.0 45.0% 11.4 57.1%
Composition 6.1 30.6% 7.6 37.9%
Mean 9.08 45.39% 11.63 58.13%

3.9 Procedure for Data Collection

The researcher applied for a research clearanomitpgom the National
Council for Science, Technology and Innovation (NQSThe researcher was further
advised to seek clearance from the Nairobi Cityr@pirector of Education, which
was issued. The researcher then identified fowhies with a Bachelor of Education
degree and pursuing a Master of Education degredeeagaged them as research
assistants. Practising teachers were found to ke because they were conversant
with the teaching and learning process. Since tiweye pursuing postgraduate
studies, they were familiar with research methogypland therefore easy to train. The
research assistants were given one-day traininigeirobjectives of the study and the

data collection procedures.
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Between September and October 2014, the reseaiohie company of the
research assistants visited the sampled schooifoton them about the research and
create rapport with them. During these visits,ddtrctory letters were delivered to the
head teachers and standard four teachers of Engéish introduced to the researcher
and the research assistants with whom they exclartgeephone contacts.
Appointments were also made for data collectionjctvhwas scheduled for the
months of January and February 2015. It was exgdato the head teachers and the
teachers of English that since the tests woulddoeirsistered in January, the standard
four pupils would already have moved to standavd.fiThe tests would therefore be
administered to standard five pupils but the testild be based on the standard four
syllabus which they would already have fully covkby November 2014.

For each school, the appointment dates were $ie¢ anvenience of the head
teacher and the standard four teachers of Englishvas agreed that the data
collection from head teachers, standard four teacb& English and standard four
pupils would be conducted on the same day in eelobas. This made data collection
efficient and allowed teachers ample time to orgaithe lessons for the pupils to sit
the tests.

On the data collection day, the researcher stdoyeplying a courtesy call at
the head teacher’s office. The head teacher andtémelard four teacher of English
assisted the researcher to prepare the logisticshéoday. The teacher of English
organised for the pupils to sit the tests during time scheduled for English lessons
to minimise loss of teaching time. The teachetsdithe questionnaires as the pupils

did the tests. The researcher administered the tegatier questionnaire on a one-to-
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one basis at the convenience of the head teacherreEearcher created rapport with
teachers of English and the head teachers to énlsttvorthiness of the qualitative
data to be collected from them. After the first téise pupils were given a break and
then they sat the second test. Once the head teaclethe teacher of English
completed filling the questionnaires and the pujnished sitting the tests, the scripts
and the questionnaires were collected. The reseaodnducted a lesson observation
and held a debriefing meeting with the participgtieachers and pupils before
leaving the school.
3.10 Data Analysis Techniques

After data collection, the researcher checked itt&ruments to ensure
completeness and accuracy of information obtaif¥ata was coded appropriately
based on the objectives of the study. It was tleeered into the computer, cleaned
and analysed using Statistical Package for Sociah8e (SPSS) and Excel software.

Descriptive and inferential statistics were usedhis study. Data from the
guestionnaires and tests administered to the pugitspresented in tables, pie charts
and bar graphs. Descriptive statistics such aseptages and means were calculated
mainly in the analysis of pupils’ achievement teatal demographic information
obtained from teachers and head teachers. Peaosmlation coefficient (“r”) was
used to establish the correlation between the dkgpenvariable and each of the
independent variables. Testing of the null hypatkewas also achieved using the
Pearson correlation coefficient. Inferential statss were used to correlate the

information collected from the teachers and thallieachers in each school. Through
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triangulation and corroboration, qualitative dataswalidated, organised in various
themes, analysed, and presented in narrative form.

The goal of correlational research is to find otietiner one or more variables
can predict other variables. Correlational reseatldws us to find out what variables
may be related. A correlational coefficient is usedepresent this relationship and is
often abbreviated with the letter ‘r’. It typicalianges between -1.0 and +1.0 and
provides a measure of intensity and direction. tResicorrelations mean that as
variable A increases, so does variable B. A negatiorrelation is defined as when
variable A increases, variable B will decreasethin social sciences, a correlation of
0.30 (in either direction) may be considered sigaift and any correlation above 0.70
is almost always significant. However, the factttiao things are related or
correlated, whether weakly or strongly, and in dimgction, does not mean there is a
causal relationship. Two things can be correlatgdout there being a causal
relationship; and even where there is a causalioakhip, the extent to which one
variable contributes to the recorded effect ondtieer is difficult to determine. For
these reasons, the discussion below regarding treelation of the various
instructional practices with achievement in Englishintended only to indicate
whether there exists a relationship and whethet thktionship is negative or
positive.

Statistical Package for Social Science (SPSS) softwwas used to calculate
correlation coefficients. According to Cohen (1988)e interpretation of Pearson

correlation coefficients should be as follows:
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r=.10to .29 or r = —.10 to —.29 small correlation

r =.30 to .49 or r = -.30 to —.4.9 medium correlati

r=.50to 1.0 or r = -.50 to —1.0 large correlation

The two variables can correlate with each otheratiegly or positively
(Cohen, 1988). The yardstick for interpretationcofrelation is that when Pearson’s
Correlation Coefficient returns an r value below €here is no correlation between
the variables. Small correlations are recorded from+0.1, medium from r = £0.3
and large from r = £0.5. As the value of r appraech, the correlation gets stronger
in either negative or positive way. Positive catein means that as one variable
increases, so does the other, while negative ebival means that as one variable
increases, the other decreases. Two-tailed signifie is recorded only when the
analysis returns a value of less than 0.05 (i.e), B8€aning that results obtained fall
within a 95% confidence limit i.e. with each tail & normal distribution carrying
0.025 (i.e. 2.5%) or less of all the results.
3.11 Ethical Considerations

Prior to the administration of the instrumentstelet were sent to the head
teachers of the participating schools telling thitiat they had been selected to take
part in the study. It was explained to them thairtmesponses would be used for
research purposes only and their identities wowdkept confidential. Before the
pupils sat the tests, it was explained to them thattest was not for examination
purposes and that they would not be given any tebuit nonetheless they should do
the test to the best of their ability. All partiaiing schools suggested a convenient

time for their interaction with the researcher.
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CHAPTER FOUR

DATA ANALYSIS, PRESENTATION AND INTERPRETATION
4.1 Introduction

This chapter deals with data presentation, disonsand analysis against the
objectives of the study. Descriptive statistics avesed to analyse quantitative and
gualitative data while content analysis was usedrtalyse some of the qualitative
data. Tables, bar graphs, pie charts have been tospdesent that data which is
arranged in percentages, frequencies and in-textpretation. The interpretation and
discussion of the findings was linked to the reviefmelated literature and current
practice.

The themes discussed in this chapter include:rumsnt return rate;
demographic information of head teachers and teactisaggregated on basis of
gender, age, professional qualifications, traingwgd experience; results of the
achievement test; and relationship between leackievement and lesson planning,
collaborative teaching methods, utilisation of instional resources, multilingual
classroom communication, and use of continuoussassnt tests. Analysis of the
English achievement test is presented, interpratetiresults discussed. The chapter
further presents qualitative data obtained fromhbad teacher questionnaire, teacher
of English questionnaire, lesson observation gaiutt content analysis guide.

4.2 Research Instrument Return Rate

Table 4.1 shows the rate of return of the appiesearch instruments.
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Table 4.1

Research Instrument Return Rate

Name of instrument Sample Returned Return rate
Size (N) (Per cent)
Head teacher questionnaire 25 23 92%
Teacher of English questionnaire 25 24 96%
Lesson observation guide 25 24 96%
Number of schools 25 25 100%
English achievement test pupils (N) 736 736 100%

Of the 25 questionnaire administered on head tescl®8 were returned
giving a 92% return rate. Out of 25 questionnaiaesninistered to teachers of
English, 24 were returned giving a return rate %9 Of the 25 observation guides
used 24 were returned which gave a 96% return Aditthe question papers from the
736 pupils who sat the achievement test were redeivhich was a 100% return rate.
From the table one can see that the return rate gwad. This was because the
respondents were cooperative.

4.3  Information on Background of the Head Teachers
4.3.1 Head Teacher Gender

Information regarding the gender of the head te@ctsepresented in Figure

4.1.
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Women, 56.5% Men, 43.5%

Figure 4.1 Gender of the head teachers.

The data presented in Figure 4.1 shows that 43 6#eohead teachers who
took part in the study were male and 56.5% wereaferfN=23). These results show
that the national recruitment policy, with respéetprimary school headship was
adhered to in accordance with the Constitution @hy&, which stipulates that at least
a third of any appointments to a public office ddobe taken by either gender
(Republic of Kenya, 2010).

4.3.2 Age of the Head Teachers

Information regarding the age of the teachersesegmted in Figure 4.2.
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Figure 4.2 Age distribution of the head teachers

The study found out that 73.9% of the head teaclers in the age bracket of
45-54 years, 13.0% were in the age bracket of 3getts and 13.0% were over 55
years old. No head teachers were in the age bratk8-34 years, which means that
young teachers were not appointed to school lehigepositions in NCC. The results
therefore show that school leadership in the stedjon was entrusted to mature
persons who had been in the teaching service fog l|nd had acquired school
management experience. Such mature head teachersapable of supervising
curriculum implementation in the schools, becaumsy tcan command respect from
teachers, pupils, parents, contemporaries, supied other school stakeholders.

These results are in agreement with those of Im(gé1) where it is shown
that 73.3% of the head teachers of primary schoddCC were in the age bracket of
41-50 years, 14.3% were in the age bracket of 3fedds, and 10.4% were in the age

bracket of 51-60 years. It would however, have bbetter to have more head
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teachers in the age bracket of 35-44 years asigers of administration require
youthful individuals energetic enough to manageosthand supervise teaching and
learning for better learner achievement.
4.3.3 Highest Qualification of Head Teacher

Information regarding the highest qualificationt@&ches is found in Table
4.2.
Table 4.2

Highest Qualification of Head Teacher

Academic qualification Frequency Per cent
M.Ed. 2 8.7
B.Ed. 12 52.2
Diploma 8 34.8

P1 0 0
Othel 1 4.2

Total N=23 100

The results in Table 4.2 reveal that majority o tread teachers (52.2%) had
a Bachelor of Education degree, 34.8% had a diplog@% had a Master of
Education degree, and 4.3% had undisclosed qualdits. The results further show
that no teachers with a P1 qualification were apjeai to the position of head teacher
in NCC. This means that graduate and diploma teacghanaged most of the primary

schools in NCC. It is evident from these findingerefore that the primary schools in
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NCC were managed by head teachers who were higlallfied. Similar results were
established by NCC (2014).
4.3.4 Head Teacher’s Administrative Experience

The study sought to establish the head teachensingstration experience and
obtained the data presented in Table 4.3.
Table 4.3

Number of Years as a Head Teacher

No. of years as head teacher Frequency Per cent
1-5 6 26.1
6-10 14 60.9
11-15 2 8.7
Over 15 1 4.3
Total N=23 100

The study established that 60.9% of the head tesdieed school headship
experience of 6-10 years and 26.1% had experiearging from 1 to 5 years, 8.7%
had 11-15 years’ experience while only 4.3% had dween years’ experience. It
can therefore be assumed that since majority of likad teachers had long
administrative experience they had acquired adegsapervisory skills to enable
them supervise teaching and learning to promotéitgueaching and attain expected
learner achievement. This is in line with UNESCOQZ2) which underscores the need
to have experienced school managers who can woficieetly with other

stakeholders to ensure success of educationalggmmges, which leads to acceptable
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learner achievement. The fact that 26.1% had adtnative experience of 1-5 years
indicates that the appointment of head teachersan@mtinuous process which was
good for ensuring a balance in headship experiehd®ead teacher's administration
experience is a key attribute in determining thpeirformance, which translates into
good learner achievement.
4.3.5 Head Teachers’ Further Training

The study sought to establish the head teachemshefu training. This
information is presented in Table 4.4.
Table 4.4

Further Training of Head Teachers

Form of further training for head teachers Freqyenc Per cent
KEMI Diploma in Educational Management 16 69.6
Diploma in Education 1 4.3
Bachelor of Education Degree 4 17.4
Master of Education Degree 1 4.3
Further studies in university 1 4.3
Head teachers’ seminars and workshops 5 21.7
Trained by PRISM 1 4.3
Riara University leadership training 2 8.7
Psychology, guidance and counselling 1 4.3
N=23 100.0

Notes: PRISM - Kenyan Primary School Management Project
The results show that 100% of the teachers hadvestéurther professional

training after college. Majority of the head teash@9.6%) had acquired a Diploma
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in Educational Management at the Kenya Educatibfelagement Institute (KEMI).

A small 4.3% had earned a diploma after qualifywith a P1 certificate. Another
17.4% had attained a Bachelor of Education degfter gualifying with a P1
certificate. Results further indicate that 4.3%tloé head teachers were pursuing a
Master of Education degree, 4.3% were doing un$ipdcifurther studies at
Strathmore University, 21.7% had attended heacha¥atseminars and workshops,
4.3% were trained by PRISM, 8.7% had attended Lwshge Training at Riara
University, and 4.3% were trained in psychology godlance and counselling.

Table 4.4 further shows that at least 33% of thadheachers had attended
further training more than once. From Table 4 ttlear that head teachers in NCC
have attended a variety of training courses aftaalifying as teachers. This is
commendable as head teachers need to build capamitynuously in order to be
effective in their administrative duties.

4.3.6 Level of Head Teacher Supervision of Englisheaching

For this study, head teachers were asked to iredlvaw often they supervised

the teaching of English in standard four each tétesults obtained over this question

are presented in Figure 4.3.
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4.3% 4.3% No. of times head teacher

supervises English teaching
P
B None
39.2% 5 EHOnce
B Twice
B Three Times

39.2% M More than three times
. 0

Figure 4.3 Pie chart showing supervision of English lesdmnkead teacher.
The responses obtained are follows: 39.1% said shegrvised the teaching

of English in standard four three times every teB®,1% said they supervised two
times, 13.0% said they supervised once, 4.3% &g supervised more than three
times, and 4.3% indicated that they did not superthe teaching of English in
standard four at all. Overall, it would appear thhére was a fair degree of
supervision of teaching of English in standard four
4.4  Background Information of the Teachers of Enggh
4.4.1 Gender of the Teachers

The study sought to establish the gender of thehters of English involved in
the study. This information is presented in Tabte 4

Table 4.5

Gender of the Teachers of English in Standard Four

Gender Frequency Per cent
Male 7 29.2
Female 17 70.8
Total N=24 100.0
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The results show that 70.8% of the teachers weralie while 29.2% were
male. This is in agreement with NCC (2014) wheiis dbserved that there were more
female teachers in NCC primary schools than themewnale teachers. Although the
NCC report indicated that the presence of more Fertgachers did not affect learner
achievement, it is important to establish gendéariz in staffing to ensure that both
male and female pupils have adequate role models.

4.4.2 Age of the Teachers
The study sought to establish the age of the teaabieEnglish. The data is

presented in Figure 4.4.

Age of teachers in years

Less than 25
B526-34

B/ 35-44

m45-54
A Over 55

Figure 4.4 Pie chart showing age groupings of the teacheEngfish.

Figure 4.4 shows that only 4.2% of the teacherewesgs than 25 years of age

while 16.7% were in the age bracket of 26-34ye28s3% were in the age bracket of
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35-44 years, 37.5% were in the age bracket of 4yeats, and 8.3% were over 55
years old. Figure 4.4 further shows that the temcihvere well distributed across the
age brackets and there was a good number of relatjoung teachers teaching in
primary schools in NCC. This is contrary to theeassen in NCC (2014) where it is
stated that majority of the teachers teaching imary schools in NCC are aged 50
years and above.
4.4.3 Highest Qualification of Teachers of English

The study sought to establish the highest quatifims of the sampled

teachers of English. This data is presented inrEiglb.

45.0

40.0

35.0 333

30.0

25.0

20.0

15.0

Per cent of teachers

10.0

5.0

0.0
P1 Diploma B.Ed M.Ed

Qualifications of teachers of English

Figure 4.5 Teacher of standard four English highest qualifans.

The results of the study show that 16.7% of theltees had a P1 qualification
while 33.3% were diploma holders. A majority of % had a Bachelor of Education
qualification and 8.3% were holders of Master oLiEation degrees. These findings
indicate that in NCC primary schools the targeYision 2030 that all primary school

teachers should have qualifications ranging fromplotha and above are almost
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achieved (Republic of Kenya, 2007). The findinge ammilar to those reported in
NCC (2014). This report however, says that theificaiions gained by teachers as a
result of further training had not translated ib&dter achievement for the learners.
4.4.4 Teachers’ Teaching Experience

The study sought to ascertain the teaching expmwiesi the teachers of

English assigned to standard four. The resultsimdxdaare plotted in Figure 4.6.
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Figure 4.6 Teaching experience of teachers of English fandsard four.

The majority of the teachers (29.2%) had a teacldrgerience of 16-20
years. Those with experience of 1-5 years were 8% those with over 20 years
were 25%. Those with 6-10 years were 12.5% anth$&d a teaching experience of
11-15 years. Altogether, 62.5% of the teachers beer 10 years of teaching
experience showing that NCC has a relatively expeed population of teachers of

English at standard four.
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445 Teachers Sufficiency of Training and FurtherTraining

The study sought to establish whether teachersidemesi themselves as
having received adequate training in English whileollege and whether they had
received further in-service training after qualifyias teachers. The results from these
two questions are presented in Table 4.6.
Table 4.6

Teachers’ Responses on Adequacy and further Tiginifeaching English

Teacher received adequate training Teacher recéuvdebr training
Response Frequency Per cent Frequency Per cent
Yes 19 79.2 17 77.3

No 5 20.8 5 22.7

Total (N) 24 100.0 22 100.0

As shown on Table 4.6, majority of standard fowacteers (79.2%) indicated
that they had received adequate training while 20:/@plied that they had not
received adequate training. A majority of the temsH77.3%) reported that they had
received further training and 22.7% said they hatraceived further training. This
shows that the majority of teachers felt confideaching English as they consider
themselves as having been adequately preparediverdéis service. It is of concern
however, that a sizable proportion of the teach{gf8%) feel that they did not
receive adequate training while others (22.7%) hawereceived further training.
This means that there is need to re-examine tloéedraining programmes to make
them more effective. Further training of teachersne way of updating their teaching
skills and giving them greater confidence in teaghiSuch training may involve

engagement in seminars, workshops and short couvkese teachers’ skills are
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upgraded and where peers share experiences thawwemghem to improve in their
teaching.
4.4.6 Teachers of English Teaching Load in other $jects

The study sought to establish the number of subjectght by teachers other
than English. The results are summarised in Tafle 4
Table 4.7

Number of Subjects other than English taught byTémecher of English

Additional subjects

taught Frequency Per cent

1 1 4.3

2 4 174

3 10 435

4 17.4

5 8.7

6 2 8.7
Total 23 100.0

The results revealed that in addition to teachimgligh all the interviewed
teachers taught other subjects too. Specifical§¥xdof the teachers taught one other
subject, 17.4% of the teachers taught two othejestdy 43.5% taught three other
subjects, 17.4% taught four other subjects, 8.79ghafive other subjects and 8.7%
taught six other subjects. These findings are amtib those reported by Gachahi
(2013), and (Mutisya, 2013).

Since majority of the teachers (43.5%) taughtehvther subjects, it can be
seen that most teaches were teaching at leaststdnjects. It is also common for a

standard four teacher to teach all the subjectssadhe primary school curriculum.
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The results show that there was lack of speci@isaand therefore teachers were
teaching subjects that they had not specialisexhththis was likely to affect learner
achievement. It also shows that learners were itegctoo many subjects and
therefore they did not have time to prepare andh ffita lessons and this could
adversely affect learner achieve.
4.4.7 Weekly Teaching Load of Teachers of English

The study sought to establish the number of lesadracher taught per week
and data is presented in Table 4.8.
Table 4.8

Lessons taught by Teacher of English per Week

No. of lessons Frequency Per cent
23-30 9 375
31-40 14 58.3

Above 40 1 4.2
Total 24 100.0

The table shows that the workload of teachers afligm ranged from 23 to
over 40 lessons a week. Results reveal furthertGat% of the teachers of English
were teaching 34 lessons a week while 12.5% wexehiteg 36 lessons a week. In
addition to this teaching load, 73% of the teachep®rted that they gave extra tuition
S0 as to cover the syllabus and engage more clastiyweaker pupils. Only 26.1%
reported that they did not give extra tuition. Thslsows that teachers have full
workloads and on top of that, majority of them gesdra tuition. Heavy workloads
may not always allow teachers plan and deliverrttesisons efficiently, a situation

that might have negative effects on teaching aadhkr achievement.
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4.5  Standard Four English Test Results and Discussi
4.5.1 Overall Results of English Test
Table 4.9 presents the results of the English aehient test administered on

standard four pupils.
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Table 4.94

Pupil Achievement in English

Number of Pupils

English Test Class Mean Score

Grammar Vocabulary Comprehension  Composition Total Per cent

Primary School Code Male Female Total Out of 20 Out of 20 Out of 20 Out of 20 Out of 80 score
MF 15 15 30 16.47 14.67 14.47 11.50 57.11] 71.39
MA 14 16 30 17.13 14.30 13.23 11.30 55.96 69.95
SL 16 14 30 16.33 14.03 14.37 10.77 55.5( 69.38
NR 17 13 30 13.87 13.30 13.10 10.50 50.77 63.46
KR 14 16 30 14.97 13.37 11.10 11.00 50.44 63.05
MN 16 13 29 13.66 11.90 12.62 11.07 49.25 61.56
KF 6 14 20 14.60 13.45 9.70 11.00 48.7% 60.94
NO 15 15 30 15.80 11.97 10.43 10.30 48.50 60.63
Kl 12 16 28 13.68 11.68 12.07 9.79 47.2% 59.03
0J 12 18 30 14.73 11.20 11.70 9.80 47.01 58.76
KV 12 17 29 13.90 11.66 11.17 10.24 46.97 58.71
PK 13 17 30 13.87 12.07 10.60 10.13 46.67 58.34
MB 14 15 29 13.03 10.55 10.62 10.52 44.7: 55.90
LK 14 15 29 12.34 11.90 11.17 9.14 44.55 55.69
MZ 16 14 30 13.10 11.03 10.53 9.30 43.9¢ 54.95
RI 15 15 30 13.83 10.47 10.67 8.93 43.90 54.88
HM 19 11 30 11.77 10.47 9.67 11.03 42.9¢ 53.68
RR 12 16 28 12.57 11.11 10.00 8.39 42.07 52.59
NA 15 15 30 12.60 10.13 9.67 9.47 41.81 52.34
VR 16 16 32 12.06 9.94 9.19 7.66 38.8¢ 48.56
MU 14 16 30 11.83 7.70 7.17 7.90 34.60 43.25
NF 15 15 30 10.13 7.10 8.00 7.87 33.1( 41.38
TH 15 15 30 9.60 7.17 6.33 6.63 29.73 37.16
KN 14 18 32 8.50 6.38 6.31 6.84 28.0¢ 35.04
CH 15 15 30 9.07 6.57 6.53 3.90 26.07 32.59
Total 356 380 736 329.44 274.12 260.42 234.98 1098.54 137321
Mean 14.24 15.20 29.44 13.18 10.97 10.40 09.4 43.94 54.93
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Overall, 736 pupils from 25 NCC primary schools mag of 51.63% girls
and 48.37% boys took the test. The difference imlmers between girls and boys
occurred because in the cases where there wasooalgtream, the whole class did
the test and in most cases, these classes hadgirlerthan boys. Performance of the
schools as given by the mean score shows that4$nlyof all the schools scored a
mean above the desired competency level of 70%. Jitows that 86% of the schools
did not attain the desired competency level medwe. Majority of the schools (72%)
had a mean above 50% which is the minimum compgtivel (as set by the MOE
and recognised by NNC where 50% is recognised @pdlss mark at KCPE), while
24% of the schools had a mean below the minimunpebemcy level of 50%.

The mean score of 54.93% attained in this studypeoes closely with the
KCPE mean score for NCC for the years 2010 — 20higlwwere 54.07%, 53.33%,
53.70%, and 55.96%, respectively. This implies th@ess interventions are put in
place to address the challenges facing learningtatdard four level before the
present pupils sit their KCPE in the next four peahe performance they have
exhibited in standard four is likely to be repledtat KCPE. Those who cannot read
in standard four will not be able to read by thedithey sit KCPE and those who
cannot write in English in standard four will mokkely write unintelligible
compositions when they sit for KCPE.

The individual achievement level in English of stard four pupils is

presented in Table 4.10.
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Table 4.10

Standard Four Individual Pupils’ English Achieverheavel

Test Score Frequency Percent Achievement Level

70% and above 155 21.1 Desired Competency Level
50%-69% 315 42.8 Minimum Competency Level
Below 50% 266 36.1 Below Minimum Competency Level
Total 736 100.0

Table 4.10 shows that 21.1% of all the pupilsiattd the DCL while 42.8%
had attained the MCL and 36.1% were below the MCThere should be great
concern over the large proportion of pupils whoenawot attained the MCL because
unless urgent action is taken, their performand€GRE is not likely to enable them
to proceed to secondary school where the qualifyiagk for entry is 50%. Figure 4.7
presents the comparative English test mean scasesgfammar, vocabulary,

comprehension and composition for the sample ofpig6ls.
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Figure 4.7 Comparative English achievement test scores fammar, vocabulary,
comprehension and composition.
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4.5.2 Achievement in Grammar

As shown in Figure 4.7, of the four componentshef English test, grammar,
vocabulary, reading comprehension, and writing cositipn, the pupils performed
best in grammar. Many pupils however, had a problgth the articles “the”, “a”,
and others had difficulties choosing the right eend~or the part where the choices
were not given, most pupils could not get the adri@swer. Further, those who
appeared to know the correct answer could not gpeNvords correctly.
4.5.3 Achievement in Vocabulary

As shown in Figure 4.7, vocabulary was the secasl performed component
of the test. However, pupils had major challengebandling vocabulary questions.
Pupils scored more marks in the multiple-choicengghan in the items where they
were required to respond without the help of pigkanoices. It is possible that the
choices gave them clues and others were able te nmag&lligent guesses. Where
pupils were required to come up with words withbeing given any choices, some of
them left the questions unanswered, or wrote arswéwiously wrong answers.
Those who had an idea about the right answer amtldpell the words correctly and
therefore they did not score the marks for thesast

Spelling posed a major challenge for most of thgilp. For example,
question 40 was as follows: One word for tablesairshstools and desks is?

. Although many of pupils knew tha¢ torrect answer was

furniture, they could not spell it correctly. They wrote tin like: fanichar,
feaniture, fernachr,andfeatre. Therefore, no marks were for the item. If the quest
had been a multiple choice item, they would defigithave picked the correct

answer.
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Questions 34 and 35 asked: What sound do the filgpanimals make? 34.
An elephant __ 35. Asnake __ . While manyheffupils knew that an elephant
trumpetsand a snakdisses,they could not spell these words correctly andhay t
wrote things like:trapets, tromets, trambetsnd trumps For the noise made by a
snake some of the responses wéeses, issis, sssandwhises No marks could be
awarded for these answers. Since these pupils eggpeaknow the sound, had these
been multiple-choice questions, they would havesehothe correct answer. Most
pupils could not compose sentences using the wgives. Many of them responded
by giving only one word or providing mere phrasethaut meaning. Others wrote
incomplete sentences.
4.5.4 Achievement in Comprehension

In this study, teachers reported that there wereynpaupils in standard four
who were not able to read any material writtenmglish. Teachers popularly referred
to these learners as “non-readers”. The resultsaafing comprehension administered
in this study also showed that a proportion ofghpils achieved extremely poorly in
comprehension and this is most likely because tloeyd not read and understand the
comprehension passages. The test had two readimgrebension passages from
which pupils answered comprehension questions.fifsiepassage was shorter and
easier. From this passage, pupils answered muttipdece questions. The items
tested reading and cognitive skills. For this pgssahere were ten multiple-choice
guestions. Majority of the pupils were able to ctmahe correct answers and
therefore they scored well on this passage. Thensepassage was a little longer and
slightly more difficult than the first one. Fromigshpassage, pupils were required to

answer the questions in complete sentences. Majofithe pupils scored very low
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marks here because they were not able to resparwhiplete sentences. Many pupils
wrote one-word answers or just a few words. Mangilpdeft questions unanswered.
For example, a question asked, “Where did pig hidanoney?” They were expected
to write: Pig hid his money in a hole at a corner of the hoesMany of them wrote
“hole”, “house”, or “corner” others wroten hole or in house or in corner. Many
pupils could not spelhole, houseor corner correctly although they were clearly
written in the passage.

These results agree with Kirigia (1991) who found that pupils completing
primary school found it difficult to understand geal statements with words with
special usage. The findings are also similar teehof Gichaga (1986) who reports
that learners had weaknesses in reading compremebsicause they had limited
exposure to English Language.

4.5.5 Achievement in Composition

The second test was a writing composition wherelpwere given a heading:
“A day | will never forget”’and required to write a composition based onhis Tvas
the worst performed component of the test. Comjoostested handwriting, spelling,
sentence construction, vocabulary, punctuatiorenity, originality, and creativity.
Some pupils could not express themselves in Englishwrote what could be termed
as nonsense. This observation was in line with K@R&mination results of the ten
years 2003-2012 where the national mean percergeges remained below 50%
(Table 1.1). Uwezo (2012) reported similar reswtsere they found out that many
learners could not express themselves in EnglismeSpupils could not write more

than a paragraph as they seemed to have no iddasamords. Some kept repeating
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the same thing, for example, “it was a beautifu},dét was a beautiful day, “It was
a beautiful day.”

In a study conducted to establish the factors thiiience achievement in
written compositions in Thika and Nairobi districi&embo-Sure, 1983), the
researcher argued that learners’ lack of imaginatM@s caused by the fact that
teachers gave these learners guided compositiahp@ints from which to develop
paragraphs. This inhibited their imagination, araity and intrepidity. The
researcher concluded that learners performed paortpmposition writing because
they had not been taught to be creative. In thiglystpupils were given an open-
ended topic, A day | will never forget”but majority of them did not demonstrate
creativity or imagination. Okello (1989) investigdt performance in written
composition among secondary school learners ingBdistrict. The findings were that
performance was low which implied that most leasresid not mastered the writing
skill which is the most difficult skill to acquire.

While most of the pupils had legible handwritingtireir compositions, their
spelling was extremely poor. The following are epdes of poor spellingtaid
instead of tireddriming instead of dreaming;ach instead of catcHhijnis instead of
finish, brothe instead of brotherJauch instead of lunch,praviouse instead of
previous,bathdayinstead of birthdayhecousenstead of becauseusine instead of
cousin andmaiz instead of maize. Most of them could not constraoimplete
sentences. Their attempt to use vocabulary was éeedby their poor spelling. Their
attempt to use expressions or to create interestshng figurative language did not

achieve the desired effect. For example, many pupiierred to going to take a bath

128



as going to the frog’s kingdom’. Some said | love my aunt or my friend or my
mother like bananas’which did not create the intended effect.

Most of the pupils did not seem to understand pamung and even when
they used spaces to separate sentence, such spasraybitrary and had nothing to
do with the flow of ideas. Some started every sergen a new line. Punctuation was
not used or very poorly used. Commas and full st used without good reason.
Instead of writing one coherent story, most pupitete about many different things,
which were not connected, and therefore their iecked fluency and connectedness
as it was in bits and pieces. Sometimes they witttegs that were not relevant to
what they wanted to say. For most of the compasitiohe ideas were not presented
in any order. Most of the compositions were dewfidreativity. Pupils wrote about
their birthday party, a visit to the museum an @ent or wedding. They mainly talked
about food and eating.

The study sought to find out the pupils test scdrgsange for grammar,
vocabulary, comprehension and composition. Thisrmétion is presented in Table
4.11.
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Table 4.11

Pupils English Achievement Test Scores by Range

Range of test score out of 20 marks and number of

English test pupils scoring within range Total
0-5 marks 6-10 11-15 16-20
marks marks marks
Grammar (Frequency) 25 147 354 210 736
% 34 20.0 48.1 28.5 100
Vocabulary (Frequency) 89 228 315 104 736
% 121 30.9 42.9 14.0 100
Comprehension (Frequency) 87 297 272 80 736
% 11.8 40.4 37.0 10.9 100
Composition (Frequency) 94 371 265 6 736
% 12.8 50.4 36.0 0.8 100

Table 4.11 shows that in Grammar, 76.63% of theilpwgrored above 10
marks, which was above the pass mark of 10 markob@0, but 23.37% scored
below the pass mark. Pupils performed best in i of the test which compares
poorly with Composition writing where only 36.83%eme able to score above 10
marks out of 20. In Vocabulary and Reading Compmstos, pupils scoring above 10
marks were 56.95% and 47.83%, respectively.

In Composition, out of the 736 pupils who took thest, 12.77% scored five
marks or below out of 20 marks. Pupils at this lesamnot communicate intelligibly
in written English. A majority of 50.41% also scdrbelow the pass mark. These

results are similar to those found in KCPE repoit2003-2013 by KNEC, which
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have examples of compositions written by KCPE odaidis which are not
intelligible. 1t is shown that more than 10% of thepils did not seem to have learnt
much by way of writing compositions. This situati@ unlikely to change unless
deliberate remedial measures are urgently takee. rEsults also show that most
learners are average and very few of them are dofiet the desired competency
level score of 70% and above.
4.6 Relationship between Lesson Planning and Achiement in English
4.6.1 Teacher and Head Teacher Responses

The first objective of the study was to examinerationship between lesson
planning and learner achievement in English in jguptimary schools in NCCFor
this objective, lesson planning was the independanible while achievement in
English was the dependent variabkor this objective one null hypothesis was
formulated. The Null hypothesis (Hol): Stated, fthés no relationship between use
of lesson planning and standard four pupils’ adchieent in English in primary
schools in NCC”. Table 4.12 presents teachers’aesgs on the use of lesson plans.

Table 4.12

Teachers’ and Head Teachers’ Responses on the flssson Plans

Teacher responses - always Head teacher responses — teachers

Response using lesson plan always using lesson plan
Frequency Per cent Frequency Per cent

Yes 18 78.3 19 79.2

No 5 21.7 5 20.8

Total, % 23 100.0 24 100.0

Majority of the teachers (78.3%) said that theyais/used lesson plans for

teaching, while 21.7% of the teachers said that the not always use lesson plans.
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The head teachers’ responses were similar to Huhées’ responses. Majority of the
head teachers (79.2%) said that teachers alwaghttaising a lesson plan while
20.8% said that teachers did not always teach w@slagson plan.

4.6.2 Results of Lesson Observation on the Use aédson Plans

The lesson observations showed that all the teadhmad incomplete lesson
plans. The completeness of the lesson plans véroed teacher to teacher. Some
teachers had “lesson plans” which indicated thé&ttpbe taught and the page of the
textbook where the topic was located. Some teachads written-down notes or
points to which they seemed to refer to occasigndlhey mainly referred to the
textbook and wrote a large portion of the lessontlom board. This was mainly
because pupils were sharing textbooks and so marlgemn could not access the
contents of the lesson from the textbook. Strisfigaking, the teachers did not have
what could be termed as lesson plans.

The findings of this study are in agreement witiohje (2011) who, in her
study conducted in NCC primary schools found oat 8% of the teachers were not
using lesson plans and the rest had incompleteriegksns. However, although the
lesson plans were not elaborately written and imyneases almost non-existent, it
was evident that the teachers had read and unddrgte content of the lesson and
they had thought out the method and procedurediveting the lesson.

4.6.3 Evaluation of the Use of Lesson Plans and lses Delivery

To capture how the lessons were planned and tatightlessons were
evaluated and graded using a four-point scalewf $atisfactory, good and excellent
where low was 25%, satisfactory 50%, good 75%, exugllent above 75%. Results

of this evaluation are presented in Table 4.13.
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Table 4.13

Results of Lesson Observation

Lesson Planning

Use of collaborative Utilization of

Maintenance of classroom Use of assessment tests

communication

methods instructional resources
Likert scale Frequency Per cent Frequency Per cent Frequency ceRer Frequency Per cent Frequency Per cent
Excellent 5 20.8 4 16.7 2 8.3 6 25.0 0 0.0
Good 14 58.3 15 62.5 11 45.8 14 58.3 18 75.0
Satisfactory 4 16.7 4 16.7 11 45.8 4 16.7 6 25.0
Low 1 4.2 1 4.2 0 0.0 0 0.0 0 0.0
N/% 24 100.0 24 100.0 24 100.0 24 100.0 24 100.0
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From Table 4.13 it can be seen that only 4.2% lesseere rated ‘low’, while
16.7% lessons were rated ‘satisfactory’. At 58.38&, majority of the lessons were
rated as ‘good’, and 20.8% were rated as ‘excell€éhe results show that despite the
challenges teachers were facing, they deliveredetssons quite well. This could be
because the teachers were experienced and qualifiedesson observations were in
relative agreement with the head teachers’ views8a3% of them said that teachers
in their schools always planned and taught thesdas well. A combination of 58.3%
which were rated good and 20.8% which were ratexblient gives a percentage of
79.1% which is close to the head teachers ratirgB%.

4.6.4 Challenges Faced by Teachers in Using Lesd@lans

In this study teachers reported that they hadatifies preparing lesson plans
due to their heavy workloads and having to teachynmdher subjects. On average the
teachers were teaching 30 lessons a week, whiglatad to six lessons a day and on
average each teacher taught three other subjestdebeEnglish. The teachers also
reported that following a lesson plan strictly whSicult as learners did not always
understand the content easily forcing teachersgeat the lesson or part of the lesson
for the learners to understand and the objectivdsetachieved. The lesson time was
only 35 minutes and one often ended up teachinglitde of what was planned.

Teachers also said that there were many slow |lesiarel non-readers in the
class and so teachers would adjust the teachitiy tto address the needs of these
slow learners. There were also many pupils who vegimitted in the course of the
term and came with poor backgrounds in Englishsmthey derailed the progress of

the lesson. They also said some lessons were massadesult of weather conditions
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or co-curricular activities and other non-academiogrammes. This forced the
teachers to adjust their teaching to make up ftrtime.

Some teachers reported that using lesson plansoeasgstrictive and did not
give them room to be innovative and to addres®ufit challenges in the classroom.
It was also difficult to follow the timings of thearious activities as stipulated in the
lesson plan, as activities usually took longer teapected. Other teachers said that
shortage of teaching and learning materials sucheatooks, dictionaries and
teaching aids made it difficult to follow a lessglan. The teachers who said they did
not use lesson plans also said they did not hawe to plan as lesson planning was
time-consuming and it was boring to keep on legslamning as you might never
cover the syllabus. Time was spent checking pupishework and many learners did
not do their assignments due to shortage of tektho®ome of the lesson time was
spent on such unfinished assignments.

In Imonje (2011) teachers said they were not ablgldan the lesson on paper
as it was often difficult to follow a written legs@lan due to the large classes, the
many non-readers, and slow learners who made é@ssacy for the teacher to adjust
the pace of instruction to include them. The findirof the current study are also
similar to those obtained in a study conducted iimary schools in Muranga,
(Gachahi, 2014). In the Muranga study, the researébund out that 85% of the
teachers had incomplete lesson plans and 63% oé#obers repeated lessons already
taught so as to cater for slow learners who didumolerstand the lesson the first time

it was taught.
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4.6.5 Quality Assurance and Standards Officers on$¢ of Lesson Plans

The quality assurance and standards officers (QAB@)rted that whenever
they inspected schools they found teachers usiggpfe plans. This was because
whenever they planned to visit a school, they dallee school in advance and
informed the teacher about the inspection. Theheactherefore would prepare the
lesson plans and all the other professional doctsnenadvance. The purpose of
doing this was to remove the hostility betweenttachers and the inspectors and so
that teachers did not feel ambushed by the inspeciliche officers also said the
teachers were not always free with them and thehtza were not always willing to
discuss their challenges with the QASO. The QASIO "d&ey always had a meeting
with the teachers after the lesson. During suchtimgéhey would give any required
advice on use of lesson plans.
4.6.6 Head Teachers’ Responses on Facilitation dfet Use of Lesson Plans

The head teachers said that to facilitate lessannohg by teachers of English
they checked teachers’ lesson plans regularly \lign support of deputy head
teachers, panel heads and senior teachers. Theyisided the teachers with the
required materials such as syllabuses, lesson m@atiga books, textbooks, Manila
paper, felt pens and pin boards. Head teacherstegpthat it was a requirement for
teachers to prepare lesson plans and submit thewwhérking and stamping once a
week. They also said that they occasionally supedviessons and reminded teachers
about lesson planning during staff meetings. Thiesponses by head teachers show

that they attach great importance to lesson planand quality lesson delivery.
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4.6.7 Hypothesis Testing on Use of Lesson Plans

The null hypothesis (b) is that there is no relationship between usesédn
plans and standard four pupils’ achievement in Ehgh primary schools in Nairobi
City County. This hypothesis was tested using Reesscorrelation coefficient r.
Results are presented in Table 4.14.

Table 4.14

Correlation between Use of Lesson Plans and Achiem¢ in English

Use of lesson plans Always teach English

using a lesson

plan
Always teach Pearson Correlation 1 -.086
English using a Sig. (2-tailed) .689
lesson plan N 24 24
English Pearson Correlation -.086 1
Sig. (2-tailed) .689
N 24 735

The question whether teachers ‘teach English usinigsson plan’ has a
negative correlation insignificant value of r =086 indicating that using a lesson
plan has no correlation with learner achievemen€&nglish. During the English
lesson observations for this study it was estabtighat teachers did not use elaborate
written lesson plans when teaching English. It wB® established that despite not
using lesson plans teachers delivered their lessatisfactorily. Similar results were
reported by Imonje (2011) and Gachahi (2013). Theasure of two-tailed
significance is also way above the required 0.@&lleThe null hypothesis  is

therefore accepted.
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4.7 Collaborative Teaching Methods and Achievemerih English
4.7.1 Introduction

The second objective of the study was to estalttishrelationship between the
use of collaborative teaching methods and standiawd pupils’ achievement in
English in NCC The dependent variable for this objective was theilp’
achievement in the English test administered in d¢barse of the study. Use of
collaborative teaching methods by the teacherstivasndependent variable. These
methods included among others group discussiofiB)gtestories, debates, reading
compositions to other pupils, reciting poems, oy and group assignments. The
Null hypothesis (Ho2): states that “there is noatiehship between use of
collaborative teaching methods and standard fopilguachievement in English in
primary schools in Nairobi City County”.
4.7.2 Teachers’ Responses on the Use of CollabovatiTeaching Methods

Majority of the teachers (79.2%,) agreed that Isupsed group discussions
during the English lesson while 20.8% said thairtpapils did not engage in group
discussions during the lesson. Majority of the heass 95.8% agreed that pupils used
story telling during the lesson while 4.2% saidt thimry telling was not used during
the English lessons. Majority of the teachers (&.2agreed that pupils engaged in
debate during the English lessons while 41.7% #aad pupils did not engage in
debates during the English lessons.

Again, most of the teachers, (70.8%), reported dnatving and painting were
never used as methods of teaching during the HBndgisson while 29.2% of the
teachers said that drawing and painting were usethethods of teaching English.

Majority of the teachers (70.8%) said pupils relagirt compositions to others during
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the English lesson, while 29.2% disagreed. Majasftyhe teachers agreed that pupils
recited poems during the English lesson while 37d&%agreed. About use of role
play, 70.8% affirmed that role play was used duimglish lessons while 29.2% said
role play was not used during English lessons. Rtemation was used by 66.7% of
the teachers but 33.3% never used it. Most of daehers, 70.8%, disagreed that
teachers gave group assignments as a method tirigdenglish while 29.2% of the
teachers agreed that group assignments were gisea way of facilitating the
teaching of English.
4.7.3 Lesson Observation on Use of Collaborative @ehing Methods

The lesson observation sought to establish thenézagse of collaborative
teaching methods. Table 4.15 presents the reshisned.

Table 4.15

Lesson Observation Results on Use of Collaborateeching Methods

Likert scale Frequency Per cent
Low 1 4.2
Satisfactor 4 16.7
Good 15 62.5
Excellent 4 16.7
Total 24 100.0

The results in Table 4.15 show that 4.2% of thelees were rated low in the
use of collaborative teaching methods, 16.7% watedr satisfactory, while 62.5%
were rated good, and 16.7% were rated excellerdgsd mesults therefore show that
most of the teachers were using collaborative iegamethods. Some of the methods
observed were: question and answer method, workinggairs or groups of three,

exchanging books for learners to read each othesi&, marking each other’s work
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and reading aloud in turns. For reading aloud télaeher picked only the pupils who
put up their hands. Storytelling, debates, rolesptiramatization and other methods
were not observed. Perhaps this is because onlyessen was observed and these
methods were not suitable for the particular lessaimserved. From the teachers use
of question and answer method however, it was ntitadmany pupils were timid
and had difficulties in responding in complete seces. They responded better when
the answer required one word and in many cases, phenunciation of English
words was poor. The teacher spent some time corgettte pronunciation and often
involved other learners to pronounce the words.suth classes, collaborative
methods such as storytelling, debates, dramatizatiw role play would be difficult
to use due to the learners’ limited mastery of Emglish language and their poor
speaking skills. This shows that at standard fowstmearners in public primary
schools in NCC have not acquired the expected ctenpes spelt out in the standard
syllabus.
4.7.4 Quality Assurance and Standards Officers on 4& of Collaborative

Teaching Methods

The quality assurance and standards officers reghdhat it was not always
easy for them to identify the kind of methods ttied teachers were using. This was
attributed to the fact that in many cases they weoe subject specialists in the
subjects they inspected since they were underdtaffieey were therefore not aware
of the most suitable methods for most of the subjdey inspected. Their work was
to look at the overall delivery of the lessons wiih putting emphasis on special
methods used and the content delivered. Thesenfiratie similar to those reported in

Kithuka (2009). On the occasions when they insgestehjects in which they were
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specialised they would inspect the lesson deliverydetail by assessing the
methodology used and the content delivered.
4.7.5 Hypothesis Testing on the Use of Collaboravleaching Methods

The objective of this enquiry was to establishriglationship between the use
of collaborative teaching methods and standard pogpils’ achievement in English in
Nairobi City County. The null hypothesis ¢His that there is no relationship between
the use of collaborative teaching methods and atanfbur pupils’ achievement in
English in Nairobi City County. Nine questions asewf collaborative methods were

asked and results of Pearson ‘I’ correlation aesgmted in Table 4.16.
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Table 4.16

Correlation between Use of Collaborative Teaching &chievement in English

Achievement in

Collaborative teaching practice English, ‘r
1. Pupils engage in group discussions Pearson Correlation 124
during English lessons Sig. (2-tailed) .565
N 24
2. Storytelling during English lessons Pearson Cotimia .042
Sig. (2-tailed) .846
N 24
3. Engage in debate during English Pearson Correlation -.012
lessons Sig. (2-tailed) .955
N 24
4. Pupils engage in drawing and paintinearson Correlation -.250
during English lessons Sig. (2-tailed) .238
N 24
5. Pupils read their compositions duringPearson Correlation 147
English lessons Sig. (2-tailed) 492
N 24
6. Pupils often recite poems during Pearson Correlation -.047
English class Sig. (2-tailed) .826
N 24
7. Role play is often used during EnglisiPearson Correlation 147
lessons Sig. (2-tailed) 492
N 24
8. Dramatization is often used during Pearson Correlation -.030
English lessons Sig. (2-tailed) .889
N 24
9. Teacher often gives group Pearson Correlation .082
assignments Sig. (2-tailed) .705
N 24
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The question whether pupils engage in group disoushiring English lesson
has an r value of 0.124 indicating that it has albpositive correlation with learner
achievement. The question whether pupils read tbempositions to each other
during the English lesson has an r value of 0.14@ mdicating that it has a small
positive correlation with learner achievement. dkeole-play during English lessons
has an r value of 0.147, also indicating a smabitp@ correlation with learner
achievement. These positive correlations with aarneent are proof that the more
each of these practices were used, the better vibeuflipils’ achievement in English.
Whether pupils engaged in drawing and paintingrdu&nglish lessons has a small
negative r value of -0.250 denoting negative catieh i.e. the more they used
drawing and painting, the less they achieved inliging The question whether
storytelling, debate, reciting poems and dramatmatvere used during the English
lesson has no correlation with learner achieverasrhey return values that all fall
below r = 0.1. Whether the teacher gives groupgassents to pupils has an r value of
0.082 indicating no correlation with learner acleieent.

On the strength of these results, the null hymshieh2 is accepted.

4.8 Utilisation of Instructional Resources and Actevement in English
4.8.1 Presentation of the Third Objective

The third objective of the study was to examine tamtionship between
utilisation of instructional resources and standard pupils’ achievement in English
in NCC. For this objective, one null hypothesis viasnulated (Ho3): stating that,
“There is no relationship between utilisation instional resources and standard four

pupils’ achievement in English in primary scho@NCC”. The independent variable
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for this objective was utilisation of instructionagésources while achievement in
English was the dependent variable.
4.8.2 Teachers Responses on the Utilisation of Insttional Resources

Most of the teachers, (75%) (N=24), agreed thathieg took place in
comfortable well-maintained classrooms while 25%adreed with the statement.
Again, 80% of the teachers said they had a taldecamfortable chair while 20% of
the teachers said they did not have a table andoctable chair. This meant that a
sizable proportion of the teachers did not haveeskdvhere they could place their
books and other teaching materials. Many of thehees’ tables and desks were
found to be in bad state of repair. Majority of teachers (75%) said they had a copy
of the English syllabus but 25% said they did retena copy of the syllabus. Also a
majority of the teachers (75%) said they used @&waof textbooks to prepare for
lessons while 25% said they did not use a varietgxdbooks to prepare their English
lessons.

Responding on whether each pupil had a desk aadt,cb8.3% of the
teachers disagreed while 41.7% of the teachemreftl. Table 4.17 presents results
on utilisation of desks and chairs for pupils aatolés and chairs for teachers.

Table 4.17

Availability of Desks, Tables and Chairs for Pugitsd Teachers

Each pupil has desk and chair Teacher has tableland
Response Frequency Percent  Frequency Per cent
True 10 41.7 19 79.2
False 14 58.3 5 20.8
Total 24 100.0 24 100.0
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Observation confirmed that most of the pupilshiture was however, in bad
state of repair. In some schools, pupils sharellsdasd sat facing each other instead
of facing the front of the class and the teacher.

Majority of the teachers (58.3%) agreed that puipdd all the exercise books
they needed for English while 41.7% said pupils md have all the exercise books
they needed. All the teachers (100%) said thatlpwjd not have enough textbooks.
More than half of the teachers (56.5%) said thesctiid not have a class library while
43.5% agreed that the class had a class libranth®mise of borrowed library books
by pupils, 54.2% of the teachers agreed that pwskd books borrowed from the
class library while 45.8% said that pupils did nse books borrowed from the class
library. A majority of 66.7% of the teachers disagpl that pupils read and exchanged
class readers often while 33.3% said it was traé plupils read and exchanged class
readers often. The class libraries observed wetbarform of cupboards. Many of
them were rather old and the few class readetseim twere poorly arranged. Records
on the borrowing of books were not well kept.

4.8.3 Head Teachers Responses on the Utilisationlo$tructional Resources

Majority of the head teachers (59.1%) reported that pupils did not have
enough textbooks while 40.9% of the head teacheperted that pupils had enough
textbooks in the class. Concerning exercise bo@ks4% of the head teachers
reported that pupils had enough exercise booksewt8l6% reported that pupils did
not have enough exercise books. About whether pareontributed to the
procurement of instructional materials, 59.1% ad tiead teachers responded in the
affirmative while 40.9% said that parents wereingblved in providing this learning

resource.
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The study sought to establish whether the schodl éndunctional library.
According to 65% of the head teachers, schoolsahachool library and 35% of the
head teachers reported that the schools had rawylibk look at the libraries however,
revealed that they were old and poorly maintainkthst of them were mere
bookstores with very old books most of which weoe useful for the teachers or the
learners.

From the head teachers’ responses, 86.4% of thiehthsd pupils had enough
exercise book as compared to 58.3% of the teacfidrs. shows that the head
teachers and the teachers do not agree on actmasipn and utilisation of exercise
books in the standard four classes.

All the teachers said that the provided textbookseanot enough and the
researcher confirmed this fact during the lesssentations. From the head teachers’
responses however, 59.1% indicated that the tektba@re not enough and 40.9%
said that the textbooks were enough. This is aicatidn that teachers and head
teachers do not agree on the provision of textbankstandard four. When head
teachers believe that the books are enough, tlenatrlikely to facilitate additional
provision.

4.8.4 Observations on the Distribution of Textbooks$o Pupils

The researcher observed that in some classes themre as few as five
textbooks shared among all thirty or more pupilhiefé a class had textbooks that
two or three pupils shared, in many instances thes&s were torn and had several
missing pages. During some lessons some textbamKd oot be used because they
did not have pages that the lesson was based os.nfémnt that the pupils were

forced to keep their books aside and share the Hewks that were usable thus
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lowering the book/pupil ratio. In most cases, thacher was forced to write most of
the content of the lesson on the board. Writinghenboard consumed a big portion of
the lesson time and so the teacher would be urtabémver the content that they
intended to cover within the time of the lessomn8trd lessons were 35 minutes for
a single lesson and 70 minutes for a double les§eachers reported that loss of
books was common as new books would be systengtstalen and sold on the
streets. These views are also recorded in NCC (2014
4.8.5 Lesson Observation on Utilisation of Instrugbnal Resources

The lesson observation sought to find out how #azhers were utilising the
teaching and learning resources. In this respedeacher was rated low while 45.8%
were rated satisfactory, 45.8% were rated goodeniB% were rated excellent. The
results show that teachers were utilising the aal resources effectively. These
findings are contrary to those reported by Odurfi$) where the researcher found
out that most teachers were not using instructisesburces for teaching business
studies. It was observed that many pupils did reatehpencils rubbers, rulers and
sharpeners. This observation was contrary to tigirfgs by Imonje (2011) where the
researcher found out that most of that learnersaliatle materials they needed.
4.8.6 Factors Affecting Utilisation of Instructiond Resources

When pupils sat the English test, many did not hpeacils, rubbers and
sharpeners. The invigilator allowed them to borfoam their fellow pupils and in
some cases from pupils in other classes. This wasary to the findings by Imonje
(2011) where 80.7% of the pupils reported adequegguctional resources, which
boosted teaching and learning. In the current sttechers reported that utilisation

of teaching and learning materials was adversdblctdd by pupils who transferred
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from one school to another taking away learningemals with them. It was common
for pupils to transfer from public schools to ptivachools or to non-formal schools
also referred to as complementary schools.

It was also established that many pupils were ngpwiack from private or
complementary schools due to the new policy of adian to secondary Form One
which seems to favour children from public schoéitsthe process of moving from
school to school, many textbooks, exercise bookssppencils and other writing
materials get lost. Schools are finding it diffictd keep track of book losses and to
maintain efficient replacement.

4.8.7 Quality Assurance and Standards Officers on 4& of Instructional

Resources

The QASOs said that when they inspected lessasdRpected the teacher
to utilise instructional resources effectively telider the lesson. They said in their
assessment most of the teachers utilised the bilaitasources well. They said they
were aware of the shortage of teaching materiadisthe poor condition of some of
the furniture in the classes. They agreed thaskietage of textbooks had a negative
impact on the teaching of English. They said theymally wrote reports to the
authorities on their observations about instru@iaesources but their reports were
often not acted upon.

4.8.8 Measures for Improving Utilisation of Instrudional Resources

Teachers suggested that to improve the utilisadibmstructional resources
the government should provide more funding to sthdo procure sufficient
instructional resources. They expressed views ilikelvement of more donors and

engagement of more stakeholders, provision of teah materials instead of funds
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by the government since funds were easily mismahaaed involvement of parents
in cost-sharing arrangements. The government shetlithe parents know that FPE
was not really free and that they needed to prosaiee of the materials. Parents and
communities should be sensitised on the need tplsoent the government funding.
Materials should also be procured in good timehsd they can be utilised when they
are needed most. Books should be bought earlyeilyelr instead of being bought in
small batches as is currently the case. There dhbel strict auditing to ensure
transparency and accountability in the purchase disbursement of instructional
materials. Proper mechanisms should be put in gla@nsure those materials were
properly handled and those lost were replaced.

Teachers reported that most parents were not stingpaf efforts to procure
teaching and learning materials because the gowsrhrhad given them the
impression that primary education was free. Pardatmed that they could not afford
to contribute anything under the pretext that prinschool education was ‘free’.

4.8.9 Hypothesis Testing on the Utilisation of Instictional Resources

The objective was to examine the relationship betwauitilisation of
instructional resources and standard four pupdhi@ement in English in NCC. The
null hypothesis (H3) states that there is no relationship between atitia of
instructional resources and standard four pupit$iievement in English in Nairobi
City County. Ten questions regarding instructioeslources were asked with Yes/No
responses and the responses were analysed fooReanselation and presented in

Table 4.18.
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Table 4.18

Correlation between Utilisation of Instructional irces and Achievement in English

Instructional resource

Achievement in

1.

10

Teaching often takes place in Pearson Correlation
comfortable well maintained Sig. (2-tailed)
classrooms N
Each student has a desk and chair Pearson Carelati
Sig. (2-tailed)
N
Pupils have all exercise books needeBearson Correlation
for English Sig. (2-tailed)
N
Each pupil has the required English Pearson Correlation
text book Sig. (2-tailed)
N
Pupils read and exchange class Pearson Correlation
readers often Sig. (2-tailed)
N
Teacher has a copy of the English  Pearson Correlation
syllabus Sig. (2-tailed)
N
Pupils use books borrowed from the Pearson Correlation
class library Sig. (2-tailed)
N
Pupils have a class library Pearson Correlation
Sig. (2-tailed)
N
Teacher uses a variety of textbooks t®earson Correlation
prepare for lessons Sig. (2-tailed)
N
. Teacher has a table and comfortable Pearson Correlation
chair Sig. (2-tailed)
N

312
137
24
-.083
701
24
109
613
24
246
246
24
-.060
780
24
332
113
24
244
251
24
4 .14
511
23
-.150
484
24
375
071
24
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The question on whether teaching takes place imfatable well-maintained
classrooms has positive medium correlation with@.312 indicating that when the
teaching environment is comfortable, learners aghleetter in English. Each student
has a desk and chair has no correlation at anuewal minus 0.083. Pupils have all
exercise books needed for English has a positival starrelation of r = 0.109. Each
pupil has the required English textbook has a smpadiitive correlation of 0.246.
‘Pupils read and exchange class readers’ has melation at an r value of minus
0.060. Teacher has a copy of the English syllalassahpositive medium correlation
of 0.332 meaning teachers having copies of thei&imglyllabus contributes positively
towards pupil achievement in English. Pupils usekisoborrowed from the class
library has a small positive correlation of 0.244aning that borrowing books and
reading widely improves pupils’ achievement in Esigl Pupils have a class library
has a small positive correlation of 0.144. Teachees a variety of textbooks to
prepare lessons has a small negative correlatio®.@60. Teacher has a table and
comfortable chair has a positive medium correlawbr0.375. This translates to a
teacher being relatively comfortable in the claswirenment. Overall, there is
positive correlation between the use of instru@loresources and achievement in
English but it is not significant because nonehd tuestions returned a two-tailed
significance value of less than 0.05. Because e$dhresults depict no significant

correlation, the null hypothesis ¢B) is accepted.
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4.9 Relationship between Multilingual Classroom Communication and
Achievement in English

4.9.1 Introduction

The fourth objective of the study was to establisé relationship between
multilingual classroom communication and standawdr fpupils’ achievement in
English in NCC. For this objective, the null hypesis was: Ho4: “There is no
relationship between multilingual classroom commaton and standard four pupils’
achievement in English in primary schools in NCC".
4.9.2 Head Teachers’ Responses on Multilingual Classoom Communication

All the head teachers (100%) reported that pupise expected to speak
English in school and all again reported that desfhis expectation, pupils spoke
other languages in school. Most of the head teac{®.95%) agreed that speaking
other languages affected pupils’ achievement inliEmgOnly 9.1% of the head
teachers said that use of other languages didffeat dearner achievement in English.
4.9.3 Teachers’ Responses on Multilingual Classroo@ommunication

Table 4.19 has the results obtained teachers onghef multiple languages

in the classroom by both teachers and pupils.
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Table 4.19

Multilingual Classroom Communication

Teacher uses Pupils use mother Teacher uses

Kiswabhili during tongue during mother tongue
Pupils use 'Sheng'in  English lessons English lessons during English
class lessons
Response Frequency Percent Frequency Per Per Per
cent Frequency cent Frequency cent
True 21 87.5 18 75.0 4 16.7 1 4.2

False 3 125 6 25.0 20 83.3 23 95.8
Total 24 100.0 24 100.0 24 100.0 24 100.0

According to 87.5% of the teachers, pupils ofteoksp‘Sheng” in class. Only
12.5% of the teachers said pupils did not spealeri§hin class. Majority of the
teachers (75.0%) again agreed that they too oft&d (Kiswahili during English
lessons. Most teachers (83.3%) said that pupilsndiduse Mother Tongue during
English lessons while 16.7% of the teachers agteatl pupils used MT during
English lessons. Majority of the teachers (95.8%4yl shat teachers did not use MT
during English lessons. A small 4.2% agreed trethers sometimes used MT during
English lessons. Majority of the teachers at 83&§reed that many pupils were not
fluent in English, while only 16.7% disagreed tma&ny pupils were not fluent in
English. For the above responses, it was foundttieastandard four classes in NCC
were multilingual where English, Kiswabhili, ‘Shenghd Mother Tongue were all
used as languages of instruction to varied degrees.

Lesson observation showed that no lesson was riedin terms of

multilingual classroom communication while 16.7% tife lessons were rated
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satisfactory, 58.3% were rated good, and 25.0% waesl excellent. This means that
the observed lessons applied English for the greate of the lesson.
4.9.4 Efforts made by School Administration to Enste Pupils Speak English in

School

Schools have set rules such as compulsory use gliiserfrom Monday to
Thursday i.e. four out of five days in the week,lelon Fridays learners are allowed
to speak Kiswabhili. In some schools, Kiswahili skiag is allowed for two days and
the rest of the week learners are expected to speghksh. Learners are encouraged
to communicate in English in school as Englishhe tnedium of instruction in
schools. By introducing discs, monitors, storybgoksd light punishment like
rebuking those found speaking vernacular languagg®ols hope to inculcate the
need to speak English. Pupils are encouraged @kdprglish more than Kiswahili
since examinations are set in English. Learnershamever, encouraged to speak
English without being coerced to do so. The sclolohinistration sets an example by
making announcements in English at morning assenbBocial meetings, and using
it to teach. To promote the standards of Englispilpuvho perform best in English
are awarded gifts.

Schools are making an effort to encourage the spgak English but it is
also true that English is facing stiff competitimom Kiswabhili, which is also an
official language and an examinable subject. Thet fhat teachers are allocating
more time to the speaking of English than Kiswaslilows that teachers realise the
importance of English as the medium of instrucaow the language of examinations.
It is also clear that speaking of vernacular lamgsais discouraged but the slight

punishment given for speaking Mother Tongue migittlre sufficient deterrent. It is
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however, interesting to note that, despite 87.5%hefteachers in this study saying
pupils spoke Sheng during English lessons and 90.85the head teachers agreeing
that speaking other languages affected learnereaeiment in English, the head
teachers did not report making any attempts to stespeaking of ‘Sheng’ in public
primary schools in NCC.
4.9.5 Quality Assurance and Standards Officers on Mitilingual Classroom

Communication

The QASO reported that they were aware of the laggupolicy but they
made no attempts to enforce the policy. They atd that although government
officials often indicate that speaking of ‘Shendfeated learners’ achievement in
English, no government regulations had been fortedlan its use in schools. They
said the school regulations that required pupilspgeak English and Kiswahili in
school were commendable. They were aware that sgpdlother Tongue was
discouraged in schools in order to promote Englistd Kiswahili. They agreed that
discouraging local languages was not good for calltdevelopment. The QASOs said
that they let schools interpret and use the langpadjcy in the way that suited them.
4.9.6 Hypothesis Testing on the Relationship betweeVultilingual Classroom

Communication and Achievement in English

The objective was to establish the relationshipvbet use of multilingual
classroom communication and standard four pupdkievement in English in NCC.
The null hypothesis (b#1) states that there is no relationship betweertilingual
classroom communication and standard four pupithievement in English in

primary schools in Nairobi City County.
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Questions on classroom communication practicesidtedl use of Sheng, use
of Kiswahili, use of mother tongue, pupils speakiigglish in school all the time, and
whether many pupils were fluent in English. Dataaoied was correlated with
achievement in English and the Pearson correlatsults are presented in Table
4.20.

Table 4.20

Correlation between Classroom Communication andév&ment in English

Achievement in

Classroom communication practices English, ‘r
1. Pupils use Sheng in English class Pearson Cowoelati -.182
Sig. (2-tailed) .395
N 24
2. Teacher uses Kiswabhili during Pearson Correlation .037
English lessons Sig. (2-tailed) .864
N 24
3. Pupils use mother tongue during Pearson Correlation -.432
English lessons Sig. (2-tailed) .035
N 24
4. Teacher uses mother tongue during Pearson Correlation -.212
English lessons Sig. (2-tailed) 319
N 24
5. Pupils always speak English in school Pearson Guoioa -175
Sig. (2-tailed) 413
N 24
6. Many pupils are not fluent in English ~ Pearson Catien 192
Sig. (2-tailed) .368
N 24

*, Correlation is significant at the 0.05 leveltéled).
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The guestion on whether pupils use ‘Sheng’ in thgligh class has a small
insignificant correlation of -0.182. This result ams that as pupils use ‘Sheng’ more,
the poorer they perform in English but the ressaltnbt significant. Whether the
teacher uses Kiswabhili during the English lessam i@ correlation with achievement
in English as it presents an r value of 0.037 whiadls way below the minimum of
+0.1. Pupils use mother tongue during English lesseturned a medium r value of
minus 0.432 and a two-tailed significance valu®.®35. This is proof that the more
pupils use MT during English lessons, the pooraytlare likely to perform in
English. Whether teacher uses MT during Englislsdas has a small negative
correlation of minus 0.212, which means that teechee of MT during English
lessons negatively affects pupils’ achievement imglEEh. The r value for pupils
always speak English in school at —0.175 indicdaked it has a small negative
correlation. Many pupils are not fluent in Englisbturned a small insignificant
positive r value of 0.192 meaning that it doesaftect their achievement in English.

Since there is a significant positive correlati@ivieen pupils’ use of mother
tongue in class during English lessons and achiemeénin English, the null
hypothesis K4 that there is no relationship between multilingudassroom
communication and achievement in English is repbcte

4.10 Relationship between use of continuous Assessh Tests and

Achievement in English
4.10.1 Introduction

The fifth objective of the study was to examine itbkationship between use of
continuous assessment tests and standard fouspaglilievement in English in NCC.

For this objective, one null hypothesis was forrmedathus: Ho5: “There is no
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relationship between use of continuous assessmasts and standard four pupils’
achievement in English in primary schools in NaiiGly County”.
4.10.2 Head Teachers and Teachers Responses on tbee of Continuous

Assessment Tests

According to the head teachers, a variety of methedre used to set the
assessment tests used by standard four teachErgli$éh. In the course of teaching,
teachers set continuous assessment tests basdtk dopics covered which they
administer to their pupils on weekly or monthly isa§ome teachers also gave short
quizzes based on each topic they taught and otisexd the revision questions from
the textbooks and the teachers’ guides. Some hesaahdrs said that teachers used
past examination papers to set the tests, whighatministered to their pupils. Many
head teachers reported that they bought commseraaleloped tests from printers
and exchanged such tests with other schools.

Head teachers also reported that assessment s&sailso set and conducted
at zonal, divisional and sub-county levels. Teashefr English set the questions
according to topics and submitted them to the zodalisional or sub-county
examination panels who then moderated the questiod£onstructed the assessment
tests in a pool. The tests were then printed aed thistributed to the subscribing
schools. The tests that were set by panels werengdered at the beginning of the
term, end of the term, or end of the year and thesults were mainly used for
ranking the schools at Zonal, Divisional or Sub-@tgulevels. Majority of the
teachers (61.9%) gave three tests per term, 19#8# tyvo tests per term and 9.5%

gave four tests. It was also reported that 59.1%hefteachers had no difficulties
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marking pupils’ work in good time but 40.9% saidtthmarking of pupils’ work in
good time was a challenging task.

The above data confirms that testing at primaryosthevel in NCC is a
rigorous activity that takes a substantial portidrthe teacher’s time and the pupils’
learning time. While testing is important for idiéying learners’ weaknesses and
helping them to improve, the assessment tests ctediun primary schools are
mainly for ranking pupils. They are also set in KIBPE format with the purpose of
training pupils to handle KCPE. These tests hanegative impact on teaching and
learning as the teaching is reduced to coachinghatping the learners pass KCPE at
the expense of teaching them to develop commatitkiknglish language.

4.10.3 Classroom Observation of the Use of Continus Assessment Tests

During lesson observation no lesson was rated’ ‘lesither was any rated
‘excellent’ in the usage of assessment tests. Bissoh observations based their
assessment on oral questions posed by the teadberg the lesson and pupils’
responses, the written questions answered in tpéspexercise books, and teacher
activities such as going round the class markingilpuwork. Observation showed
that assessment tests that were conducted byabketieduring the class were mainly
derived from the textbook being used in a particalass as schools used different
textbooks picked from those recommended by the MOBEs confirmed the
information given by the head teachers.

Unlike the tests developed by panels and thoseldeed by commercial
developers, the classroom assessments by subgediets were not influenced by
KCPE. For example, during the lesson, pupils woeldjage in dictation, reading

aloud and oral work - skills that are not tested K&BPE level. In classroom
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assessment, pupils were not given multiple choimstions unlike the panel-set tests,
commercial tests, and KCPE. They were also expettednswer gquestions in
complete sentences unlike the format used for KGRtch is restrictive and affects
learner’s expression and creativity.
4.10.4 Teachers’ Training in Item Writing and TestConstruction

The study sought to establish whether the stanftandteachers of English
had received adequate training in item writing aedt construction. Of the
interviewed head teachers, 68.2% agreed that tesablael received adequate training
while 31.8% said teachers had not received sudhirita At least 69.6% of the
teachers also reported having received adequatentyain test development when
they were in college, but 30.4% responded in thgatiee. Asked whether they had
received further training in test development, ¥3.8f the teachers said they had
while 26.1% said they had had no such further imginFrom the responses by the
head teachers and the teachers it can be seandfaity of the teachers had received
training in item writing and test construction. fzable proportion of the teachers
however, required further training.
4.10.5 Prevalence of Use of Commercially Develop@asts and Tests developed

by School Panels

Questionnaire results showed that 54.5% of the heachers reported that
commercially developed tests were used in theioaishbut 45.5% denied that such
tests were used in their schools. The latter cayegeported that instead of
commercial tests, their schools used tests devélbpeubject panels. This result was
not confirmed by teachers of English as 73.9% anthadmitted that they used

commercially developed tests for their English slagile only 26.1% reported not
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using them. From the responses given by teacherra@ad teachers, it is clear that
commercial tests and tests developed by schoolgparein prevalent use in schools.
4.10.6 Quality Assurance and Standards Officers onUse of Continuous

Assessment Tests

The QASO reported that the use of commercially gpexl tests and their
administration at zonal, divisional and sub-coutgyels was against government
regulations issued in 2008. This is when it wasldighed that mock examinations
were one of the major causes of school riots bylesits. Instead, teachers are
expected to set their own tests and administer tteetheir pupils. Assessment tests
set by school panels were allowed but they shoelddhool-based or administered to
a cluster of three or four schools. The QASO ragmbthat although schools had been
instructed not to use commercial tests as end ofh,teend of year or mock
examinations, they continued to do so in disregattie regulations.

These officers also observed that commercial tesitgps claimed to be
licensed by the government and so they openly opetaeir examination businesses.
According to the QASO, commercial tests were paplblacause they were used
widely by private schools, which posted good KCREuIts, and they were also said
to be good predictors of KCPE examinations resalthiough the QASOs agreed that
using continuous assessment tests based on the K@Riat was detrimental to
learner achievement, they said that enforcing tbeegment regulations was an
uphill task. Since they wanted the schools in tkzeines to perform well, enforcing

the ban of the commercial tests was a dilemma.
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4.10.7 Analysis of Commercial and Panel Tests

Standard four commercially developed tests andetlums/eloped by panels
were analysed to determine their quality and silitabTwo categories of tests were
found to be similar in that they were based onstiaedard four English syllabus and
largely, they used the KCPE format. Overall, tretgeleveloped by panel were found
to be of better quality than those developed by roerncial entities. The tests
developed by panels had fewer errors and they wetter in terms of syllabus
coverage. This could be because only the beste¢emevere appointed to develop the
tests and also because such test were also matlesatke same teachers.

Presentation and layout. An analysis of the standard four English
commercially developed tests revealed that theityuad the paper used was cheap
and was easily creased and defaced. The printirsgalea rather poor and many test
papers had black ink marks on them. The papers sdr@and therefore not attractive
to the pupils who were attracted by colourful mater The layout of the test was also
not always user-friendly as content was squeezdittla space to save paper. This
kind of presentation was not attractive especif@iyyoung learners. The commercial
developers, who were out to make a profit, usedagheaper and squeezed the
material in limited space to make them affordabiletiie schools most of which were
not able to buy expensive well-spaced colour tests.

Paper format Most of the tests comprised multiple-choice itesasusing the
KCPE format. Learners were mostly expected to fict the correct answers. In
comprehension, for example, learners were nevezdagkiestions where they were
expected to respond in complete sentences. Mdkedime they were required to fill

gaps and they were always given the choices of svtodill the gaps. The reason
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given for this was that such tests were easier dokmand therefore teachers found
them user friendly. In this type of testing howeuearners get limited opportunity
to use test-taking as an opportunity to practicetesee construction in order to
sharpen their writing skills. Yet tests and assesgmare also supposed to add
instructional value by giving learners an opportyirio practice and sharpen their
skills. Like KCPE, the tests administered in theads were mainly norm-referenced,
aimed at grading and comparing learners. Thess teste used to compare and rank
schools at Zonal, Divisional or Sub-county and Gguevels. At this, level tests are
supposed to be criterion-referenced aimed at taggetach learner and ensuring that
each learner acquires the expected competencisss@eby class teacher targeting a
particular class are more likely to be of instractl worth for the learners.
Test correctness and accuracgome test items were found to have errors in sgelli
and in content. For example, many questions wer@umctuated well as they did not
have full stops at the end of the sentence. Hema example:

“Underline the adverbs in the sentences below:

1. Children ate food hurriedly

2. She spoke loudly at the meeting

3. They lived happily with their parents”

Some instructions were written in bad English. &mmple:

“Choose the correct spelt word should have reado€h the correctly spelt

There were cases where some instructions werdeuant &or example:

“Choose the best to fill the gap.” The instructialisnot say the best what.
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Some items were not clear on the parts of speedfe ttested. For example:
“Write the opposite of the underlined words: | atkeu a_question but you did
not . Going by the stem of this item, “di@® is a noun and therefore
answer should also be in its noun form. The iteoukhtherefore read: “I asked you a
guestion but you did not give me an __ ?” Thewauld then be filled with the
word ‘answer’, which is in its noun form.

Some questions were not realistic in their chofoeards. For example:

“Give the opposite of the underlined word:
1. She was very clean after playing in the mud.

A. Dirty B. Untidy, C. Ugly D. Unclean”

The correct choice is ‘dirty’ but the question wadilave made better sense if it had
read: “She was very dirty after playing in the mub&cause this is realistic. The
correct answer, which is the opposite of ‘dirty’ wid have been ‘clean’.

Test completeness and balanc&Some of the papers were not balanced in
terms of syllabus coverage. They seemed to have it&ms covering grammar at the
expense of vocabulary yet for learners to be gooHriglish, they need to master a
wide range of vocabulary, which they also need de appropriately. Some of the
comprehension passages were too short and tooesiimpthe level. When tests are
too easy for the level, they give the wrong impi@sgo teachers and learners and
make them adopt low standards. Teachers shoulthegtown criterion-referenced
tests pegged at the level of the learners aimédkatifying learners’ weaknesses and
addressing them including those of slow learners.

Appropriateness of the testing proceduiiests and assessments are supposed

to contribute to teaching and learning. It is tieme important for learners to see and
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learn correct words and their correct usage. Intlal standard four test papers
examined, the strategy for testing spelling was goying wrongly spelt words
alongside the correctly spelt one, for example:
“Choose the correctly spelt word:
A. Computter
B. Computer
C. Combuter
D. Compuiter”
A better method would be to juggle up the leti@nsl ask the learners to put them
together to come up with the word. Another exanmle
“Choose the correct verb:
Miss Okoth us English.
A. Teach
B. Tought
C. Teaches
D. Teachs”
The wordteachsdoes not exist in the English language and thedwarght is spelt
badly so that it becomes an obvious wrong optought This is wrong for teaching
purposes as choices should be plausible.
Some of the test items especially those from cohemsion passages were so
easy they tested trivia. For example:
“ looked up and smiled.
A. Mr Kamau

B. Mr karim
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C. Mr Mutiso
D. Mr Mwagi”

It was very easy for the pupils to choose Mr Karaalall they needed to do
was to lift the name from the passage since therstlvere not there. A better
guestion would have been: “Why did Mr Kamau smilediother example of a
giveaway question is:

“Peter and Jane were __ home from school.
A. Running
B. Walking
C. Hurrying
D. Run”
This was much too obvious since the first sentancile passage read: “Peter and
Jane were running home from school”.
4.10.8 Hypothesis Testing on the Use of Assessme&asts

The fifth objective of this study was to determthe relationship between use
of assessment tests and standard four pupils’ aament in English in NCC. The
null hypothesis (l45) stated that there is no relationship betweenafisessessment
tests and standard four pupils’ achievement in iEhgh primary schools in Nairobi
City County.

Five practices in use of assessment tests weestigated and results were
correlated with the test results of the Englishiaadment test administered on the
pupils. The Pearson correlation coefficients, taiet significance values and N

values are summarized in Table 4.21.
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Table 4.21

Correlation between Use of Assessment Tests andvechent in English

Achievement in

Practices in use of assessment tests English, ‘r
1. Received adequate training in test Pearson Correlation -.236
development Sig. (2-tailed) 279
N 23
2. Ever received further training in test Pearson Correlation 220
development Sig. (2-tailed) 314
N 23
3. Whether uses commercially Pearson Correlation .020
developed tests for class Sig. (2-tailed) 927
N 23
4. How many tests do you give your  Pearson Correlation 143
class in a term? Sig. (2-tailed) 537
N 21
5. Able to mark pupils work comfortably Pearson Catiein -.114
Sig. (2-tailed) .612
N 22

The question on whether teachers received adeqtrairing in test

development returned an r value of minus 0.236 whis a small negative

insignificant correlation with pupils’ achievemem/hether teachers ever received

further training in test development returned avalue of -0.220 which is a small

negative correlation and insignificant because waittwo-tailed test of significance

value of 0.314, it affects only 0.372 of the popoia. Whether teacher uses

commercially developed tests returned an r valu@.@20 which is an indication that

there is no correlation. The number of tests tletier gives the class in a term

indicates a correlation of r = 0.143 which is a Bamsignificant positive correlation.

Whether the teacher is able to mark the pupilskwamfortably has a small negative
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insignificant correlation of r = -0.114 which is amdication that inability to mark
pupils books might negatively affect learner acareent.

None of the practices in use of assessment testsneel a two-tailed
significant Pearson ‘r’ value. The null hypothedisb is therefore accepted.
4.11 Summary of Chapter Four

This chapter deals with data analysis, presentafind interpretation. Data is
presented in tables, bar graphs and pie chartschdugter also contains results on the
testing of the null hypothesis using Pearson ‘rrelation coefficient. The testing of
the null hypotheses showed that lesson planning, afs collaborative teaching
methods, utilisation of instructional materialsgarse of continuous assessment tests
had no significant relationship with achievementBEnglish. Use of multilingual
classroom communication was however, found to lzanedium significant negative

correlation with achievement in English.
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CHAPTER FIVE
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

5.1 Introduction
This chapter deals with summary, conclusions andmenendations of the study. It is
divided into the following sub-sections; introdwcti Summary of the study,
conclusions and recommendations. The last subesecfithis chapter is suggestions
for further research.
5.2 Summary of the Study

The purpose of this study was to determine thetioglship between
instructional practices and standard four pupitiavement in English in primary
schools in Nairobi City County. The objectives bfst study were to: examine the
relationship between use of lesson plans and atdndur pupils’ achievement in
English in primary schools in Nairobi City Countgstablish the relationship between
the use of collaborative teaching methods and atanfbur pupils’ achievement in
English in primary schools in Nairobi City Coungggamine the relationship between
utilisation of instructional resources and standard pupils’ achievement in English
in primary schools in Nairobi City County; estahligthe relationship between
multilingual classroom communication and standawdr fpupils’ achievement in
English in primary schools in Nairobi City Countypcadetermine the relationship
between use of continuous assessment tests amthsdaiour pupils’ achievement in
English in primary schools in Nairobi City County.

The study was anchored on John Dewey’s learniegrthalso known as
‘pragmatism’ and supported by progressive educatach Jean Jacques Rousseau,

Johann Pestalozzi and Friedrich Froebel. Literatuas reviewed in line with each
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objective of the study and the findings of the gtuere discussed and linked with the
literature review. The study employed correlatloresearch design with a mixed
method approach where both quantitative and qtistaapproaches were used to
collect and analyse data. However, the study waslynguantitative. The study
targeted 205 public primary schools in NCC, 25,488ndard four pupils, 205
standard four teachers of English and 205 headh¢escStratified random sampling
was used to select 25 primary schools from the sutecounties that make Nairobi
City County. These sub-counties are: Dagoretti, &kabi, Kamukinji, Kasarani,
Langata, Makadara, Njiru, Starehe and Westlands.

Data were obtained through an achievement tegiupils, a questionnaire for
teachers of English, a questionnaire for head tacka lesson observation guide, an
interview guide for quality assurance and standaftisers, and a document analysis
guide for commercially developed tests. The validif the achievement tests was
established by adhering to the standard four Emglidlabus and using specialists to
develop the tests. Basing the questions on thectgs of the study established the
validity of the questionnaires. By use of the tetest method instrument reliability
was established. Data were analysed using SPSBxaedl software and presented in-
text, and through tables, bar graphs and pie cHRe@rson correlation coefficient (‘r")
was used to test the null hypotheses.

The findings of this study were consistent withdfimgs of several related
studies. The demographic information included gendage, professional
qualifications and teaching and administrative eigmee of the head teachers and the
teachers of English. The results showed that tlael heachers and the teacher had

high professional qualifications, adequate expegeand a good age distribution. In

170



terms of gender however, there were more femalehtza than there were male
teachers. The results also showed that other thatish, the standard four teachers
taught a number of other subjects.

Analysis of the test results showed that the peréorce was average. Only
one school scored a mean of over 70%, which waddkged competency level. Out
of the 25 schools sampled, 18 schools scored a rabame 50%, which was the
minimum competency level and six schools scoredvibehe minimum competency
level. At the pupil level, 21.06% scored 70% andwa) 42.80% scored 50-69%,
which was the minimum competency level and 36.1486exd below 50% which was
below the minimum competency level. The overall maehievement by the sampled
schools was 54.93%, which compared well with KCRigIEh performance mean
over a reported immediate past period of eleverrsye@f the four components
examined, pupils achieved best in grammar and wosstiting composition.

Results on the first objective of the study showeat teachers did not always
use lesson plans to teach due to many challenge witluded large classes, heavy
teaching loads and many slow learners in the clabservations however, showed
that despite these challenges, teachers delivaeskk$sons well. The null hypothesis,
“there is no relationship between use of lessonspkamd standard four pupils’
achievement in English in primary schools in NC@4s accepted.

Findings on the second objective of the study slibtvat use of collaborative
teaching methods was satisfactory. Some of theadstbuch as storytelling, debates,
role-play and dramatization were not easy to ugetddearners’ poor speaking skills.

Such methods are also time-consuming, and lessenshart. The null hypothesis,
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“there is no relationship between use of corrobegattaching methods and standard
four pupils’ achievement in English in primary sol®in NCC”, was accepted.

Results on the third objective showed that instomel resources were not
adequate. Desks were not enough and pupils wemrecooeded on benches. Many
teachers did not have tables and chairs and madsediurniture was old and in bad
repair. Pupils did not have enough exercise bopkscils, rubbers, sharpeners and
rulers. Ratios of pupils to textbooks were high amahy textbooks were old and torn.
Many pupils were transferring from public to prigabr non-formal schools and
taking away the books with them and theft of bookas common. Lesson
observations showed that teachers were utilisiegatailable resources effectively.
The null hypothesis;there is no relationship between use of instruelimasources
and standard four pupils’ achievement in Englistpimary schools in NCC”, was
accepted.

Findings on the fourth objective showed that Eglisiswahili, “Sheng” and
Mother Tongue were all used during English lesséishead teachers agreed that
speaking of other languages had a negative effecaahmievement in English. To
ensure English was spoken, schools had set partidalys for speaking English and
other days for speaking Kiswabhili. Speaking of Matffongue was discouraged but
schools were silent on the speaking of “Sheng”. Tb# hypothesis,‘there is no
relationship between use of multilingual classram@mmunication and standard four
pupils’ achievement in English in primary scho@ldNCC”, was rejected.

Results of the fifth objective showed that othertlthe tests used by teachers
in the course of teaching, teachers also used coomilg acquired tests and tests

developed by school panels. Commercially acquiesistand tests developed by
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school panels were administered at zone, or subtgdavels and they were mainly
used for ranking schools and pupils. Commercidkyeloped tests were popular
although they were outlawed by MOE. An analysithef commercially acquired tests
and tests developed by school panels showed tegthiad weaknesses in areas such
as layout, quality of paper, balance of content &l of difficulty. The null
hypothesis;'there is no relationship between use of continlassessment tests and
standard four pupils’ achievement in English inmmary schools in NCC”, was
accepted.
5.3 Findings of the Study

The study established that teachers do not alwaspape elaborate lesson
plans for each of the lessons they teach. Thisflypbecause most classes have a
heterogeneous population of learners in terms ef adility and entry behaviour.
Teachers often adapt their teaching to cater fiberéint needs in the class especially
those of slow learners and non-readers. Follovéngritten lesson plan was not
always possible because lessons were only 35 nsirand timing various activities
was not always possible. It was observed largelywdwer, that most teachers
delivered their lessons quite adequately in viewhefprevailing circumstances in the
classrooms. These findings are similar to thoseorted by Imonje (2011) and
Gachahi (2013). The practice by the teacherssis slipported by (Aggarwal 2007)
and Petty (2009) who posit that a lesson plan shbel adjusted in the course of
lesson delivery to suit learners with different aeeThe testing of the hypothesis on
use of lesson plans indicated that there was mufisignt relationship between lesson
planning and achievement in English among stanéaud pupils in public primary

schools in Nairobi City County.
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Teachers did not encourage learners to do assigarimegroups and so pupils
worked individually most of the time. Collaboratiteaching methods such as group
work and storytelling were rarely used were timastoning. Since lessons were only
35 minutes, teachers wanted to cover as much ofyhebus as possible and this
forced them to use teacher-centred strategies asithe lecture method, explanation
and writing on the board. Use of collaborative imoels required a lot of supervision
by the teacher. Given that the classes were langestandard four learners were
young and easily distracted, teachers found it nmeaient to use collaborative
methods such as group discussions. Classroom @legry showed that most
learners were able to respond to questions thairezhja yes or no answer or a one-
word answer. Many learners found it difficult tospend in complete sentences
collaborative methods such as storytelling, debatekrole-play are easy to use when
learners have a good command of the language amckfothe they were not
effectively used.

These results are similar to those reported in &@dho (2012) where teachers
did not involve learners in classroom activitieadeng to learners dropping out of
school. These findings are also supported by Aghese (2007) who points out that
most teachers are more concerned with dissemintgotg information and principles
than allowing students to engage in activities aina acquiring communicative
competence. The results of the testing of the thg®sis showed that there was no
significant relationship between use of collabeatieaching methods and standard
four pupils’ achievement in primary schools in Néir City County.

The study establish that teaching and learninguress especially textbooks

were inadequate in public primary schools in NairGity County. Teachers wrote
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most of the content of the lesson on the boardtlisdconsumed a lot of the teaching
time. The desks were not adequate and many puple wqueezed together on
benches. The shortage of sitting benches and tige kelasses interfered with the
seating plan. Often, the seating arrangement fosmede pupils to sit facing each
other instead of facing the teacher. Many schoats libraries but these libraries had
only a few old books. The books were poorly arrahged the so-called libraries
were mere bookstores with no space for learnersitt@nd read. In some cases,
teachers did not have desks or tables to placelibeks and other teaching materials.
Some pupils’ desks, benches and teachers’ tablesiweery poor condition. During

the administration of the tests, it was establisteat many pupils did not have

pencils, rubbers and sharpeners. They were allawdxbrrow from their colleagues

in the class and sometimes from other classes.t&sting of the hypothesis on

utilisation of instructional resources showed tia&tre was no significant relationship
between utilisation of instructional and learnehiagement in English in public

primary schools in Nairobi City County.

It was established that Kiswabhili, ‘Sheng’ and MathTongue were used
during English lessons. It was also established thast learners did not speak
English in school. Code switching between Engligkd &iswabhili was particularly
prevalent. Learners spoke ‘Sheng’ during Englisssd&s and, on rare occasions,
teachers used Mother Tongue during English lesssetsools discouraged the use of
Mother Tongue and promoted the use of English aissv&hili. English was given
prominence because it was the language of instrueind so learners were expected
to speak it most of the days of the week. Schoolgever did not seem to discourage

the speaking of ‘Sheng’ in schools.
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Teachers in NCC public primary schools were usasgst set by other teachers
or acquired commercially. Although use of commédigideveloped tests was banned
in schools, they were widely used. Schools alsedugsts developed by school
panels. These tests were based on the KCPE forimahwequired learners to just
tick the correct answer from given choices. Thesstst have a negative effect on
teaching and learning of English at standard feuel because learners get used to
ticking the correct answers and so they do notegetugh practice in spelling and
sentence construction. This was evident from thesponses on the achievement
tests.

54 Conclusions of the Study

Due to heavy workloads characterised by many tegchessons, many
teaching subjects, large classes, slow learnedsireaequate instructional materials,
teachers found it difficult to prepare lesson plalhswas however, observed that
teachers delivered the lessons satisfactorily ewéhout elaborate lesson plans.
Teachers did not encourage learners to do assigememgroups and collaborative
methods were not adequately used. Pupils workedidchally most of the time and
this approach can promote undue competition andspre, which could easily,
created a negative attitude towards learning. Skamers had little opportunity to
benefit from other learners in the absence of bolative learning.

Since teaching and learning resources like textboakre inadequate in public
primary schools in Nairobi, learners were forcedghare. Sharing of textbooks meant
that most of the learners could not access thédekt adequately in class and they
were not able to conveniently conduct independéuidysand do their homework.

This inadequate access to learning materials cae hanegative effect on learner
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achievement. This also forced the teacher to wmidet of the content of the lesson on
the board, a task that consumed most of the tegdimme.

The desks were not adequate and many pupils wereezgd together on
benches and were not comfortable enough to legppilgaand efficiently. In some
cases, the shortage of sitting benches and the @agses interfered with the seating
plan. Often, the seating arrangement was suchstiraé pupils sat facing each other
instead of facing the teacher. When learners ddaua the teacher, they miss some
of the lesson, as the teacher does not maintairceytact with them, which means
that the teacher does not receive most of the eopal communication by the pupils.
Poor communication and lack "of contact betweendheher and the pupils can lead
to poor achievement.

Although English was the approved language of uresion for standard four
onwards, Kiswahili, ‘Sheng’ and Mother Tongue wesed during English lessons.
This competition adversely affected learner achiexat in English. This shows that
English does not become the sole language of cisiruat standard four. Code
switching between English and Kiswabhili by the tesrcwas particularly prevalent
and this is a source of confusion for some learnd?Psipils spoke ‘Sheng’ during
English lessons and the teachers did not seenstoutiage it meaning that speaking
‘Sheng’ will continue to have a negative effecteféect in achievement in English.

Teachers were using tests that were set by otlaehées or acquired from
commercial printers. Such tests are not always ulis&dr improving learner
achievement because they were not necessarily loastte material that the teacher

has covered. These tests were therefore of litd&ructional worth for the learners.

177



The test was also used mainly for grading and coimgdearners and not necessarily
for ensuring they had acquired the expected skills.
55 Recommendations

1. The MOEST through the teacher service commissimuls employ more
teachers so that teachers can teach only the ssibyelsich they have
specialised in. This will reduce teachers’ workl@aml give them time to plan
their lessons better to enhance learner achievement

2. The MOEST through the directorate of quality assoesand standards should
encourage teachers to adapt collaborative teachetbods, which encourage
learners to learn from each other and with eaclerotfihis will reduce
competition, which is usually a source of stressléarners leading to poor
achievement.

3. All stakeholders should mobilised communities tart the provision of
teaching and learning resources by removing theimdisrstanding that the
government should provide all the teaching andniegrmaterials required in
schools because of FPE. Parents should work wighstlate and county
governments to ensure that each pupil has their textbook to foster
effective learning and improved learner achievement

4. The MOEST in collaboration with stakeholders shorgglise the language
policy to make it easier to apply in the classrotonstrengthen leaner
achievement.

5. The MOEST in collaboration with the stakeholdersudti organise in-service
training for teachers to strengthen their develamrseills so that they can use

testing to improve teaching and learning and hésmaer achievement.
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5.6

Suggestions for Further Research

1. Similar studies can be conducted in other subjact®ss the primary

school classes in NCC. Stakeholders or educatioeséarchers can
conduct these studies because performance is poalt subjects across
the primary school curriculum. The studies showdcbnducted any time
when the schools are in session. The studies shomuldell organise and

supervised.

. This study was delimited to public primary schoats NCC. Similar

studies should be carried out in other sub-countiesre similar problems
exist. Stakeholders or educational researcherscoaduct these studies
because performance is poor in many subjects athesprimary school
curriculum in many parts of the country. Thesed&s should be

conducted any time when the schools are in session.

. This study was conducted in public primary schosisiilar studies can be

conducted in private primary schools because mb#temn are managed
differently. Policy makers, development partnerspostgraduate students
can conduct these studies in an organised supdrms@ner so that it can
have a role in influencing policy. These studiesuttt be conducted any

time when the schools are in session
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APPENDICES

Appendix A: Letter of Introduction

Zipporah K. Mutea (Mrs)
P. O. Box 851-00502
NAIROBI

Date:

The Head teacher,

Primary School,

PO Box

Nairobi

Kenya

Dear Sir/ Madam,

Re: Participation in Research on achievement glifm

| am a postgraduate student in the Departmentdot&ional Administration
and Planning, School of Education, College of Etloosand External Studies of the
University of Nairobi. | am carrying out researah the topic:relationship between
instructional classroom practices and class fourpgils’ achievement in English in
primary schools in Nairobi, Kenya”

Your school has been selected to participateisirfsearch. | am requesting
you to allow me to collect information from you, wopupils and standard four
teachers of English. Data collection will consist two English tests to be
administered to standard four pupils, a questiaenfair the standard four teacher(s)
of English and a questionnaire for the head teacHes identity of the respondents
will be treated as confidential and will not be fisibed as part of the thesis.

Your cooperation will be highly appreciated.

Yours Sincerely,

Zipporah Mutea (Mrs), Ph.D. Student
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Appendix B: Questionnaire for Teachers of English

Date: Time: Questiomihg.

Sub-County: School Code

SECTION A: Introduction

1.
2.

4. For how many years have you been a teacher of &gl

Please indicate your gender. i) Male () i) Fenm(ale

Which is your age bracket in years?

Lessthan25() 26-34 () 35-44 () 45-54 () Overb
What is your highest professional qualification?

P2 () PI() SI/ Diploma () B.Ed. () M.Ed. ()Other:

5. In your opinion, did you receive adequate trainmd@nglish during your training

7. If yes explain

9. How many lessons do you teach per week in total?

as a teacher? Yes () No ()Not sure ()
Have you ever received additional training in Esiglin the course of your
teaching? Yes () No ()

How many other subjects do you teach?

SECTION B: Planning for Instruction

1.
2.

3.

Do you always teach English using a lesson plars?(Ye No ()

What challenges do you experience in using lestmspo teach English?
a.
b.

C.

How can the challenges of lesson planning be addd®s
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Section C: Classroom communication
Please, state whether the statements below abausgbool are true or false.

Attribute True False

Sometimes pupils use ‘Sheng'’ in their English class

The teacher sometimes uses Kiswabhili during EndéisBons

Pupils use of Mother Tongue during their learnih@oglish

The teacher sometimes uses Mother Tongue durinfisBrigssons

Pupils always speak English in school

S ol I A I

Many pupils are not fluent in English

Section D:Use of collaborative teaching methods
1. How many pupils do you have in your class?

2. Do you give extra tuition? Yes () No ()

3. If yes explain why

4. If no explain why not

5. Please, state whether the statements below abausghool are true or false.
Collaborative Teaching Methods True False

1. Pupils often engage in group discussion during Bhg

lessons

Pupils take part in story telling during Englisissens

Pupil engage in debates often during English lesson

4. Pupils often engage in drawing and painting duiamglish

Lessons

5. Pupils read their compositions to others during lEEhg
Lessons

Pupils often recite poems during English lessons

Role play is often used during English lessons

Dramatization is often used during English lessons

© o N o

Teacher often gives group assignments
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Section E: Utilisation of instructional resources

Please, state whether the statements below abausghbool are true or false.

Attribute True False

1.

Teaching takes place in comfortable and well maeth

classrooms

Each pupil has a desk and chair

Pupils have all the exercise books they need fgtigm

Each pupil has the required English textbook

Pupils read and exchange class readers often

The teacher has a copy of the English syllabus

Pupils use books borrowed from the school library

Pupils have access to a class library

© O NI o g B~ WD

The teacher uses a variety of textbooks to prdpas®ns

[ =
©

Teacher has a table and comfortable chair

SECTION F: Use of assessment tests

1.

© N o g bk~ w Db

Do you think you received adequate training in digw@g tests when you were in
college? Yes() No ()
Have ever received further training in test develept after college?

If no, what kind of in servicing do you require?

Do you use commercially developed tests for yoass? Yes () No()

If yes, why do you do so

How many tests do you give to your class in a term?

Are you able to mark pupils working in good time®Ye No ()

If the answer for 7 above is no explain
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Appendix C: Questionnaire for Head Teachers

Date: Time: Questioni.
Sub-County: School Code
SECTION A: HEAD TEACHERS QUALIFICATION AND EXPERIEN CE

1. Please indicate your gender. Male() Female ()

2. Which is your age bracket in years? 26-34 () 33-W56-54 ()Over 55 ()

3. What is your highest professional qualification?h1 Diploma () B.

Ed. () MEd ( )Other ()
4. For how many years have you been a head teach®e(? 6-10 ()
11-15() Over 15()

5. After your qualification as a teacher, have you reveceived further
professional training in school administration? YédNo ()

6. If the answer to 5 above is yes, explain

SECTION B: INSTRUCTIONAL SUPERVISION
1. How many pupils are there in this school?
2. How many teachers of do you have in your school?
3. How often do you supervise the teaching of Englisstandard four in a term?
None() Once ()twice ()three times()
4. Do the teachers always use lesson plans whileitggitiyes () No ()
5. What does the administration do to facilitate ude lesson plans by

teachers?

6. How has your school performed in English at KCP&eleover the last four

years in terms of mean grade?

SECTION C: PROVISION OF INSTRICTIONAL RESOURCES
Does your school have a library? Yes () No ()

10. Do your standard four pupils have enough Ehdésgtbooks? Yes () No ()

11. Do your standard four pupils have enough Ehdtisercise books? Yes () No ()
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9. Do the parents contribute to buying of instructiomaterials for English? Yes ()
No ()

10.If the answer to 9 above is no explain

11. Are the materials provided by the government sigfficYes () No ()

12.How can the provision of instructional material beémproved?

SECTION D: USE OF CLASSROOM COMMUNICATION
1. Are pupils expected to speak English in school? (Y&&()
2. Do pupils speak other languages in school?Yes () No ().
3. In your opinion, does speaking other languagescaffepils performance in
English? Yes ()No()
4. What efforts does the school make to ensure thptigpspeak English in

school?

SECTION E: USE OF ASSESSMENT TESTS
1. Who sets the standard four English tests?

2. Have teachers in this school been trained in iteiting and test construction?
Yes()No ()
3. Do you use commercially developed examinationsiumrychool? yes ()
No ()
4 What other method is used to set examinationsd uda the
school?
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Appendix D: Standard Four English Achievement Test

NAME OF PUPIL: SCHOOL:
SUBCOUNTY DATE

SECTION A: GRAMMAR

Read the passage below and answer questions 1-19tigking correct answer

One day Mr. Hyena __ 1 very hungry. He decided t» out to look 3
food. Ashewas __ 4 round, he _ 5 meat whiclesomwas roasting.

Mr. Hyena __6__ on and on following the path thestd towards __ 7 thick
forest where the smell of meat was coming from.rSo® 8 to a place where two
paths met. He did not know which path to follow.!8 9 astride the two paths
and started walking. He wanted to get to wheresthell of meat was coming from
but he did not know which path would lead him the3eon his legs were wide open
and at last he split into two parts and died on thE0 .

A B C D
1. is was were they
2. went go going is going
3. in to for by
4. going went go gone
5. smelt smelling smell is smelling
6. walking walked walk is walking
7. an a at the
8. came come coming comes
9. standing stand still stood
10. spot sport
For questions, 11-14, choose the A. to B. with
correct option to complete the C.on D.in
sentence 12. Kioko jumped ___the stream.
11. The teacher's cup is ___ the table. A. across B. off
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C.under D. over

13. | wanted to know __ house
belonged to Mr. Matende.
A. which B. whose
C. what D. where
14. She performs in class than
her sister.
A. best B. good
C. worst D. better

For questions 15-16 write the past

tense of the following words:
15.  Fight
16. Begin

For questions 17-18 write the correct

word formation, for example:

Long - length
17. Wide
18. High

From 19-20 write the plural of the

underlined word.

19. The leaf fell from the tree.

20. The_sheep was grazing.

SECTION B: VOCABULARY
21-23,

opposite of the underlined words

For questions, give the

—

21. There were ten people present g
the meeting.

A. absent

B. attending
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C. representing D. representing

22. The teacher was pleased with our

class.
A. joyful B. happy
C. annoyed D. excited

23. The present he bought for his
daughter was very expensive.
A. bad B. ugly
C. clear D. Cheap

24. The road has a smooth surface

A. nice C. Slippery

B. rough D. Muddy

From question 25-27, choose the
word that means the same as the
underlined word

From 25-28 make sentences using
the words given

25. The _courageous boy saved his
sister.
A. Big
B. Kind

C. Brave

D. Happy

26. My aunt is a wealthy woman
A. Happy C. Rich
B. Poor D. Sad

27. Mary gave the teacher the correct

answer
A. Wrong C. Normal
B. Right D. accurate

28. Destination

29. Delicious



36. A person who builds houses using
stones is called a
A. Builder  C. Engineer
B. Mason D. Welder
30. Enough
37. A person who repairs radios,
watches and television sets is called a
31. Business A. repairer C. Broadcaster
B. Technician D. Employee
From 38-40 Fill the blank space with
the correct word
Complete these similes 38. Cars, bicycles and motorcycles are
32. As dirty as a means of
33. As blind as a 39. Spoons, forks and knives are
34. As happy as known as
35. As busy as 40. One word for tables, chairs, desks
and stools is
Choose one word for the following:

SECTION C: READING COMPREHENSION

Read the following passage and answer questions 8Q-by ticking the correct
answer

A long time ago, there lived three friends; a Jianfox and a hyena. Every
morning, the lion would go into the bush to trapnaads. In the evening, he usually
returned home with rabbit meat. The fox ate theirpart of the animal and the hyena
ate the other parts.

One day the lion went into the bush to check rapd. As he was walking he
heard loud cries of pain. Suddenly he saw a zehuglt in one of the traps. On
looking at the zebra, he saw that the zebra lotkimdand sickly. So, the lion released
him quickly looking very frightened and sad. Thebmze jumped with joy beyond

belief and ran into the bush smiling. Since thesrearno other animals caught in the
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traps the lion went out to hunt. That day he cawaggazelle and brought it home as

usual.

41. The lion heard some cries of pain

fromthe .
A. rabbit B. antelope
C. hyena D. zebra

42. The lion would go into the bush in
the

A. night B. morning

C. evening D. afternoon

43. The lion often brought home meat

froma .
A. cow B. giraffe
C. gazelle D. rabbit

44. Which was the last animal caught

by lion in this story?
A. camel B. gazelle

C. monkey D. donkey

45. Animals are captured by use of .
A. cup B. container

C. soil D. trap
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46. The lion went out to hunt means,
the lion .

A. chased other animals for food

B. blamed other animals

C. promised other animals

D. released wild animals

47. The hyena and the fox were great
friends of the .
A. rabbit B. hawk
C. zebra D. lion
48.How many animals are mentioned
in the story?
A. 3
C.5

B.4
D.6

49. Which animal enjoyed meat from
the inner part of the animal?
A. fox B.rabbit
C. zebra D. hyena

50. Why did the lion release the zebra?
A. The lion had mercy.

B. The lion wanted to jump with joy.

C. The lion was happy.

D. The lion was unkind.



Read the following passage and answer questions 8Q-

A long time ago Pig and Tortoise were very goadnids, so much so that they
told each other everything and had no hidden secfete day Tortoise called Pig
looking very sad.

“What is the matter?” asked Pig.

“I have no money to buy food for my wife and chdd,” Tortoise replied.

“Is that all?” wondered Pig lightly. “Don’t worrycontinued Pig, “a few days ago

| found some money which | did not know what tovadth. Now | know.”

Tortoise sighed and shook his head sadly. “NoNe!--- No! My friend, | cannot
take it,” he said. “Suppose you give it to me todmyd you need it yourself
tomorrow?”

“Mr Tortoise,” pleaded Pig, “Of what good is aefnd if he cannot help when you
need him? Or aren’t | your friend?” continued Pig.

“Yes you are,” said Tortoise.

“In that case, please, take this money, use it@mdme back when things get
better,” said Pig.

“You are a friend indeed,” said Tortoise with ®&wrming in his eyes. “A friend
in need is a friend indeed.”

“I won’t keep you a moment”, said Pig. So sayiRgg went to his bedroom and
removed the money from a secret hole in the canhéne room. He counted half of
it, put the other half back, covered the hole yeatid returned to Tortoise. When he
came out he saw tortoise stretching his neck, grym see where the money was
hidden. But Pig thought nothing of it.

“Here you are my friend”, he said as he handed theemoney.

“Thank you, thank you”, said Tortoise wiping arteatwo from his face.

“I am glad to be of help”, said Pig.

“I will surely pay it back in a fortnight at theexy latest”, said Tortoise.

“Please, pay me back whenever you can. You knawittiust you,” replied Pig.

“You are very kind Mr Pig, very kind indeed,” sdidrtoise.

From then on Pig saw very little of Tortoise. Tmonths passed without a word
from Tortoise. Then three months passed, then rfioamths, and still no word from
his friend. Pig later learned that Tortoise alwaysided seeing Pig altogether and

had changed the gate from his home to face the sttle, away from Pig's house.
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One day Pig came home and found Mrs Pig crying. &W# the matter dear?” asked
Pig.

“A terrible thing has happened, really terribledhe said. And without another
word she led him straight to the hole where he képtmoney. The money was not
there. Then he remembered that only his wife, Tegtand he knew where the money
was hidden.

56. Where did Pig keep his money?

51. What relationship was there

between Pig and Tortoise?

57. How much money did Pig give to

52. Why was Tortoise sad? Tortoise?

53. What is a friend according 58. Why did tortoise cry after he was

Tortoise? given the money?

54. When did pigask Tortoise to pay 59. Why did Tortoise change the gate

the money? from his house to face the other
side?

55. When did Tortoise promise to pay
the money? 60. What is the terrible thing that

happened ?
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Appendix E: Standard Four English Writing Composition

PUPILS NAME DATE

SCHOOL NAME SUB- COUNTY

Write a composition using the title given below.

A DAY | WILL NEVER FORGET
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Appendix F: Lesson Observation Guide

Part A: Background Information
Date:

School:

Teacher’'s Name (optional):

Class:

Part B: Guide for observing lesson

Sub-county:

Teasl@ender:

Time:

Using the provided key, enter the score for eaitbrarn of the lesson plan in the

table below.

Key: 1-Very poor (VP); 2-Poor (P); 3-Satisfacto8);(4-Good (G); 5-Excellent (E)

Lesson plan is available in the classroom: Yes

No

s
e

Attribute of the lesson plan

VP

P S G E

Lesson objectives

Introduction/Set induction

Lesson development

Classroom communication

Use of teaching resources

Use of teaching methods

Lesson activities

Learner participation

O XN T~ w N

Use of assessment

[EEN
©

Conclusion/closure

Part C: Scorecard

Using the key below, please, tick the options ef¢lassroom practices that

summarise your observations and write the scotieeirspace provided.
Key: 1-Very low (VL); 2-Low (L); 3-Satisfactory (S); 4-Good (G); 5-Excellent (E)

No. Classroom practice

VL| L S G E

I Planning for instruction

li Use of collaborative methods

lii | Utilisation of instructional resources

Ilv | Maintenance of classroom communication

V Use of assessment tests
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Appendix G: Document Analysis Guide

Part A: Guide for analysis of tests
Using the provided key, enter the score for eadteran of the test in the table
below.

Key: 1-Very poor (VP); 2-Poor (P); 3-Satisfacto8);(4-Good (G); 5-Excellent (E)
No. | Criterion VP P S G E
Rubric

Clarity of instructions

Question wording and lack of ambiguity

Mark allocation

Spelling and punctuation

Correctness of language

Paper layout

Level of difficulty

© O N o g A W N

Coverage of syllabus

[EEN
©

Balance of components — grammar,

spelling, vocabulary
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Appendix H: Interview Guide for Quality Assurance and Standards Officers

School inspection

1. How often do you inspect primary school in Nairobi?

2. What challenges do you experience in the processspéction

3. How do you deal with these challenges

Lesson planning

What challenges do teachers have in using lessospl
How can the above challenges be addressed?

Do you think lesson planning has an effect on leaathievement?

Use of collaborative teaching methods

From your observation, do teacher use collaboragigehing methods

How can the use of collaborative methods be enffance

Utilisation of instructional methods

Do teachers utilise instructional materials effesity?
What are the challenges of utilising teaching mals?

How can these challenges be addressed?

Use of multilingual classroom communication

Do you think of other languages affects mastergmglish?

What is the ministry doing to enforce the langupgkcy?

Use of continuous assessment tests

What is the position of the ministry on the use@ftinuous assessment?
What is the position of the ministry on the usecommercially developed
tests?
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Appendix I: List of Schools that Participated in the Study

Langata Sub-County
1. Ngong Foest primary school
2. Mbagathi Road primary school

Dagoretti Sub-County
1. Kinyanjui Road Primary
School

2. Ndurarua Primary School

Westlands Sub-county
1.
2.

Karura forest Primary School
Kabete Vet. Labs.
PrimarySchool

3. Lower Kabete Primary School

4. Chelta Primary School

Kamukunji Sub-County
1. Moi Firces Primary School
2. Moi Air Base Primary School

3. Nairobi River primary School

Kasarani Sub-County
1. Haidemarie Primary School
2. Mathare North primary School
3. Kariobangi North Primary
School
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Njiru Sub-County
1. Maua Primary School

2. Ruai Primary School

Embakasi Sub-County
1. Mwangaza Primary School
2. Kifaru primary School
3. Peter Kibuksya primary School
4. Thawabu Primary School

Makadara Sub-County
1. OfafaJericho
2. Rabai Road primary School

Starehe Sub-County
1. Salama Primary school
2. Valley Ridge primary School

3. Ndururumo primary

Pilot Study Schools
St, Mary’s Karen Primary School
and Karen C Primary School -

Both in Langata Sub-county



Appendix J: Marking Schemes for the English Achievinent Test

I) Grammar
1. 29.The food served by auntie was
delicious (Any other correct
answer)

30.There enough food for every
one (Any other correct answer)

31.My uncle runs a business in

© © N o 0 bk~ WD
> o >» > O ;0w

Thika
32.Pig
D 33.Bat
10.A 34. Trumpets
11.C 35. Hisses
12.A 36.B
13.A 37.B
14.D 38. Transport
15. Fought 39.Cutlery
16.Began 40. Furniture
17.Width 41.D
18.Height 42.B
19.Leaves 43.D
20.Sheep 44.B
21.A 45.D
22.C 46.A
23.D 47.D
24.B. 48.D
25.A 49.A
26.C 50.A
27.B 51.Pig and Tortoise were good
28.Nairobi was our destination friends.
(Any other correct answer) 52.Tortoise was sad because he

did not have money to buy food

for his family.
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53.A friend according to tortoise is
someone who helps you when
you have a problem.

54.Pig asked Tortoise to pay back
the money when things get
better.

55.Tortoise promised to pay the
money after a fought night.

56.Pig kept his money in a secret
hole at the corner of the house.

57.Pig gave Tortoise half the

money.
Grammar 20 Marks
Vocabulary 20 Marks
Comprehension 20 Marks
Total: 60 Marks

i) Composition

This composition tested the following aspects:

1. Handwriting 2 Marks
2. spelling 3 Marks
3. Punctuation 3Marks
4. Sentence construction 3 Marks
5. Vocabulary 3 Marks
6. Fluency 3 Mark
7. Originality and Creativity 3 Marks

Total Marks 20 Marks
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58.Tortoise cried after he was
given the money because he
was very happy.

59. Tortoise changed the gate from
his house to face the other side
because he wanted to keep
away from pig.

60.The terrible thing that
happened was that Tortoise

stole Pig’s money.



Appendix K: Results from the Pilot Survey

Karen C. Primary School, Langata Sub-county Pilot 8rvey English Test Score

No. | Name Gender GrammaiNocab. | Compr. | Compo| Total
1| P. Boy Boy 14 6 15 6 41
2 | Fredrick. K Boy 14 12 14 9 49
3| Nicholas Evans | Boy 19 16 15 10 60
4 | James Kamau Boy 14 10 15 7 46
5 | Francis Ngugi Boy 10 2 4 2 18
6 | Mitch Njoroge Boy 12 8 2 28
7 | Dan Lumumba Boy 18 12 11 9 50
8 | Alex Musyoka Boy 16 16 14 10 56
9 | Stephen Githaiga Boy 17 16 10 8 51
10 | Andrew W Boy 14 10 6 5 35
11 | Milton Joshua Boy 19 14 18 6 57
12 | Valence Ouko Boy 16 12 14 6 48
13| Eric Musangi Boy 16 14 9 7 46
14 | Tracy Kageha Girl 14 12 14 12 52
15 | Roseline Ambati| Girl 11 4 6 2 23
16 | Faith Kithue Girl 17 10 9 7 43
17 | Brenda Wambui| Girl 17 16 14 9 56
18 | Emily Karimi Girl 17 14 14 12 57
19 | Ann Njeri Girl 12 14 12 9 47
20 | Sharleen Wanjira Girl 19 16 12 11 58
21| Lilian Wankiku | Girl 16 14 16 11 57
22 | Nelly Njeri Girl 20 14 16 11 61
23| Mercy Kaiondu | Girl 15 12 3 10 40
24| Ge.Munalo Girl 16 14 12 8 50
25| Julie Njeri Girl 19 14 10 49
26 | Maiya Kawaia Girl 15 6 8 2 31
Total 407 308 297 197
Mean 15.65 11.85 11.42 7.58
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St. Mary’s Karen Primary School, Langata Sub-county Pilot Survey English

Test Score
No. | Name Gender Grammar Vocah Comp Compo  Total
1 | John Mwangi Boy 5 0 4 2 11
2 | Kevin Eruben Boy 12 19 8 5 44
3 | Killian Matheka Boy 14 8 6 5 33
4 | Godwins Ochieng| Boy 13 10 13 8 44
5 | Martin Chege Boy 17 18 10 10 55
6 | Berryl Achieng Girl 13 6 4 5 28
7 | Gorge Klaria Boy 5 6 2 18
8 | Nurdin Hussein Boy 5 2 5 2 14
9 | Michael Yuri Boy 13 10 13 6 42
10 | Kevin Musa Boy 12 8 6 6 32
11 | Samuel Masila Boy 12 10 9 7 38
12 | Reuben Kimathi Boy 16 2 7 6 31
13 | Julius Mberati Boy 1 7 5 25
14 | Peter Monyenye Boy 3 4 5 12
15 | Stella Wangoi Girl 17 14 11 5 a7
16 | Selina Atieno Girl 18 18 16 11 63
17 | Berry Abigail Girl 14 12 14 8 48
18 | Nicole Waringa Girl 15 10 9 39
19 | Joan Wanijira Girl 13 18 10 6 47
20 | Florence Wambui | Girl 9 10 9 8 36
21 | Jania Warugure Girl 19 18 13 11 61
22 | Rose Khasoa Girl 14 12 12 9 47
23| Trizah Atieno Girl 11 7 6 29
24 | Theresia Kamende  Girl 0 8 8 5 30
25 | Amina Maua Girl 7 10 10 6 33
26 | Lilian Akinyi Girl 10 8 14 5 37

Total 303 248 234 159

Mean 12.172 9.92 9.36 6.36
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Appendix L: Research Clearance

i) Research Clearance Certificate

THIS IS TO CERTIFY THAY Permit No : NACOSTUP/1S58117/4677
MS. ZIPPORAN KIENDE MUTEA Date Of ssue : 16th March, 2015
of UNIVERSITY OF NAIROSI, 0-502 Fee Recieved :Ksh 2,000

NAIROBI has been permitted to conduct
research in Nairobi County

on the topic: RELATIONSMIP BETWIEEN
CLASSROOM PRACTICES AND STANDARD
FOUR PUPILS' ACHIEVEMENT IN
ENGLISH IN PRIMARY SCHOOLS IN
NAROSI CITY COUNTY, KENYA

for the period ending:
Tist Jonuary 2017

‘..‘6:5\“(('«'- : .‘g

Applicant s %' Director Qenerar
Signatwe National Commission for Sclence,

Technology & Innovation
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iii) NACOSTI Letter of Clearance

NATIONAL COMMISSION FOR SCIENCE,
TECHNOLOGY AND INNOVATION
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16™ March, 2014
NACOSTUPAOASKIIT W™
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Mutca

NAIROBL

RE:RESEARCH ALTHORIZATION

e f f whcation  lor  authoet out  rescarch

carm
"Relationship between classroom practices and standard four pupils’
achicvement in English in primary schools in Nairobi City County, Kenya,”

I o casad o ou | ou hase o ithorized o o X

- o
cscurch i Nairobi County dending MY January, 2017,
You are advised 1o repe v the County Commissioner and the County
Director of Education, Narobi County b embarking on the rescarn

.
{ . ipict
and one solt co

]

. 4

.

DR. S K LAY
FOR: DIREC

'
0 s

Py in

AL OGW

| Are rex el 1o submit two hard coples

(e s 1O Oour ofhice

OR GENERALCHO
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iv) Nairobi City County Letter of Clearance

EDUCATION DEPARTMENT
GuNCHaIYoLvas?
Yrd Februan, 2018

ZIPPORAH KIENDE MUTEA
MAASAL MARA UNIVERSITY,
NAIROBI

RE: RESEARCH ALUTHORIZATION

Sler 30 the Drector Education Depanment dased February 201 relers

ithority has been granted 10 you o conduct research in publs primsary »

¢ vour PhD
'

cpree coune, entitied “Relationship Between instructional Practices and Standard | owr
Pupils " Ackievement in English in Primary Schools in Nairobi City County, Kemya™

case v informed that the ssrvey should not interfere with teaching & lean

Tioe expects a copy of the rescarch findings

' 4
-"&’-‘W,
JECUNTA ALCHARLES
CHIEF ADVISOR TO SCHOOLS

OR: D C10 M ( OND MEN
L Headteachers
! cation Ohicen
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