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FOREWORD | o

Empowering Africa and African educators towards (uality Education for All is no more & wish but a

~ present living reality, which needs to be known and shared from within and outside Africa as a whole,

This report is @ march towards this end. The Joirt International UNESCO-UNICEF Monitoring Learning

| Achievernent [MLA] Project not anly has a record of its own worldwide but also a particular one on the

African continent. With Africa For Africa has turned the far-reaching dream of African expertise into
action through their participation in the MLA Project.

Capacity Building and Capacity Sharing are now preparing the road towards Africa’s recognition of its
sustainable human developrment and maobilisation possibilities. Imperative enough, this process allows
expression of what African education should be in terms of its context, guality, content, coverage and
effectivenass so as to reach all and the so-called "predicted unreachables”, in particular.

This report demonstrates that access to quality education for all is a fundamental human right that
can be achieved if there is full cormrmitment towards the learner as she/he is, from the teacher in what

. she/he can do in enhancing the teaching and learning process; from the family for what support they

ean provide; from the schoal if it reaches its targeted “clisntele”; and from the decision-makers if there

is real will and conviction.

Providing mastery level of education to all African children is a necessity in all its meaning. The empirt-
cal evidence from the 1999 MLA project countries provides both a diagnusis and the possible actions
to be taken in terms of policy, curriculum, teaching end learning. The criterion-reference approach
used serves to examine what is learnt and taught, and under which conditions. Tedious but fruitful
procedures were also used to design and to validate the commaon-core instrumants and their results
across markedly different countries and contexts assuring comparability.

With Africa and For Africa, a movernent towards quality education for all could not start without the
strong support of African governments; African policy-makers, educators and frontline implermentars;
African learners - their parents, teachers and school managers; bilateral and rmultilateral partners of
Education for All (EFA}, and the hardworking national, regional, and international MLA Project teams.

Vinayagum Chinapah

International MLA Project Go-ordinator
UNESCO, Paris

March 2000

L




MONITORING LEARNING ACHIEVEMENT

International Co-ordinator
Sub-Regional Co-ordinator
Regional Co-ordinator

Authors
Vinayagum Chinapah
E L Mostafa H'ddigui
Anil Kanjee
Wole Falayajo
Cheik Omar Fomba
Oumarau Hamissou
Albert Rafalimanana
Albsrt Byamugisha

International / Regional / Sub-Regional /Mational Technical Teams

South Africa HSRGC

Morocco MEN

Botswana
Burkina Faso
Cameroon
Comoros Islands
Ilvary Coast
Malawi
Madagascar
Mauritius
Mali
Mozamhbique
Namihia
Niger
Nigeria
Senegal

The Gamhia
Tunisia
Uganda
Zambia

CONFEMEN

LINICEF - ESARD
WCARD
Cameroon
Burkina Faso
Headquarters

UNESCO - BREDA
vory Coast
it Headquarters

Pa

L

BT AV NTRTB AT
‘ - L JM\
b Lo . : <
; ¥ 00 0h
- § [
. T £ o
TR R LA IR I p e ]
RrEnET A HIAL

reannartprd’ 'y

A Kanjee A Paterson A Buys

M Kivilu M Swardt J Fietersen
G Diedericks S Heinecke H de Koek
N Zuluy M Makgamatha S Strydom
E M H'ddigui G Bou S Belkachla
E H Madrar M Rahai M Sassi

A Belakhar K Zairn-drissi M Dahani
C Ceals A Moahi N Kolese

0 Sanou S Sanou M Baoly

¥ Yakoub Y Yaya A Teharneni
¥ Ladlati M Mdahoma

S Ble K. Kossonaou F Zabavy
LT Haiji MCH dere J B Matola
A Rafalimanana R Randimby J Bato

R Manrakhan K Sukon V Vadamootoo
C O Fomba M Lam D Simbara
F Medonga C Lauchande J Cuvaca

J Fransman D K Makuwa

O Harrissou C Gérard O Barkire
W Falaysjo

M A Saill O N Diouf T Samb

J Gaye N Jatta

F Tarhouni N Ghirigsi A Essaghir
A K Byamugisha F Malinga

L P Chishimha E Silanda M Songiso
5 Mweemba C Sakala

L Behaghel

A Obura \

A Abory-Adams P Dailly Ajavon

P Bogina

C Houetto

A Haregot

M L Cabral

P Payimana

V Chinapah E Nguri C Gidlof

H Mputu K Caporrella L Moureau
R Dizkité




TABLE OF CONTENTS
JEXECUTIVE SUMMARY ... eeem e ekt s 844450040840 SA RS PSSR RS RS TR P eSS -V
CHAPTER 1: INTRODUUTION 1111 rciesinusimimssnssmsisions s iesnasrssssess sansss sesss snas sess s s ss s sesss s ses e s ss s sessssssesss sass sesmasiass senss snas g 1
Educatin for All 1
A FPEITIEWEOMK FOP BIEEION 1orororeeeece oL LA AR 8RR RS 1
(50815 ANE TANDEES w.ooiiiiiiicisssussiisseesssussssssssssrssssars s a8 AR 4L AR LR 4 2
Mortoring LEarning AGHIBVEBITIBIL ...t sssssssssssasssssssss 2
'Feedback for Improving Education QUAIEY .wwwmmmmmmmmmmmmmmmsmmmmmmmmmmsmmmsssmmsssssmmssssmmssssssssssssssssssssssssnssssssssssssssssonmnnnes 3
(PPOJECE ODJEOLIVES wevvoieeereereessesssssssessssssssssssssssrssessroee e84 AR AR AR AR AR RARRER R AR 3
"KEY PrOJEET CNArBCLBIISTIGS woiviiimiresisminsississinisn10s 0101110500811 e 4
:Expected Dutcomes - But already realiSB ... ——————————— 4
IV PIEITIEETEEEIDI .uuuuuuuruivsesssssssessssssrereee e 4444 L LR8P ARRRR 1 1A 1 B0 5
.CHAPTER 2:DESIGN AND IMPLEMENTATION ..o st bbss st s s saassrass srsas seses s s o 7
‘ Regional APPrOAGH s 7
Destription Of INSEPUMIBILS i s8R £25 AR R B
TEEES cuvvuuuinsittuiis b s aassssessassaerar s e g e ES AR LA SRR LSRR LSRR RR YRR L1440 RE LRS00 B
| CAUBETIOTIMEINES otiiirtisin1 st aesca e AR R0 11000 10
| DEVEIOPIIBAL OF INSLPUMENES ..o.cc..ooooesississssississssssssss 1048588835805 0 12
T A 1= = OO OO 12
SAMIPING FPBIMIEWOTK r.-eeeeerrcsiiiiisssiss s s RRRRRSSSEEEEER R8RSR 00 13
SAMIPING PrOGEIURES woorrrei et L0058 A 13
IPIEMENEALIEN SEFAEEGIES cooooiiossssssecesssssrsesesssserirne oo roessssssssssss oo AR RS S8 RSB 13
Data Analysis ...oveerrres A —————— 14
FREIIEIEIIIE .o vee st seeeesssssssssress st 1283111588 AR RSB mEE rb SS S 0RR 14
CHAPTER 3: ASSESSING LEARNER PERFORMANCE: EQUITY - QUALITY TRADE-OFFS ....ocvevcee 16
Achieving Quality of Education for All:
Learner performance Profiles Across the Region . s 17
Knowledge on HIV/AIDS Transmission and Prevention BeRavioUr . s 25
{ The 1992-1998 Monitoring Learning Achievernent [MLA] Surveys in Africa:
Repeated LESSONS £0 DB FE-BAMIE v eeeeeeriiiisiesssssssssssssesssssss e msse s esssssssssssssssssssssss s eooreestsssssseses 29
CHAPTER 4; TEACHING AND LEARNING CONDITIONS .........oooooceceeecs e snssbstsstsarasasssmsss eses sessssemssssnes 32
Learner Background eeee AR et ARS8 DD
FIOMIE EIBOKGIOUIE cvvvevvrveve11v0 110t e85 8558535855888 R s 34
HOMe Learning SUPPROME ..o e ——————ppp oottt 36
TEACHEE BBAOKGIMOUNG 1vvrvvrroeeoeeeessssssssssessssssrssssssss 1588454440855 39
; TBEChing I T 1 T 1= TV OO 42
Teachers' Work EnvIrOnmEnt BNd AGEVITIES ... .sssssesssrassmsrsssssrsssssssssssss oottt ss o 44
SCNOOI HEAO BEEKGPOUNT ...o..ooosvvsssessssvessssssssssse- e 4458284585888 RRR 115 AR R 49
OO B BIE LR ISEIES oooeoeoerressssessessssssseerrrss s eoeroreoees e s188 ARS8 888881 SRR 48
T T oY « OO0 51

Table or Contents s




CHAPTER 5: FACTORS DETERMINING LEARNER PERFORMANCE
(Global Model: Factors Influencing Learner Performance
Determinants of Learning Achievement and their Inter-relationships
Bostwana

MEBOBHESCA v verssnr s s b
IVIBIEAW <cccvvieceercn e srsrss bbbttt e 054 ee e e
VI ceeevaemreorgrreesssssrrrrssmssssssssssssss s sssss s ssss s sssssssssssssssssssnans
PMAILPIBILIS e rereseseseesssmmsssssssm s s sesnsrassssas s s ssrssssssss s

PMOPDRCD o s bbb

1] 1= 0 1= O SNV

LT3 TE == UV POV
LI T T £ OO SOOI

ZAMDIA e LR ettt LR e e e e e
The Regional Analysis: Similarities and UNIGUENESS ...

Y o Vo [ T=1 T T o OSSOSO .

CHAPTER G: AGENDA FOR ACTIDN ... et ss s semsssessms ssmses smses esas s sesss sosss sesas sesss seasassses sssst 50t b bemsenn
Quality of education for al can BE aEAINE ... ————————————————.
Improving and Sustaining Minimum Levels of Mastery LEArning ... s e
Recognising Specificity in Learning ENVIPONMENES .. ssssssssssssssssssssssssssssssions
Undarstanding the Dynarmics of Teaching and LEErING i s o
Challenge of Achieving Gendar PaRITY ...ttt be s et brasbesssesbenss e erecp et ensens
Redressing Urban and Rural DIsparities ...
Adaptation of Schools to the Needs of the ChilAren ..
Decisive Role of the Home Learning ENviranment ...

[ T T T
B oY= I T ety T T o F | o L=
T T [t (= OO POV U

nEFEHENCES """i"lNIIMIHIllllIII"Ill"IH"Ill"I""Illl"Ill"Ill!IIII"I"I"|||||||||"nllu|nu.nlun.un.“nu.n...nu.."“"|""||".""--n-nunnnll.llllt!

APPENDIX A: CONSTRUCTION OF INDEXES oot s st

APPENDIX B: STANDARDISATION OF INSTRUMENTS ......ccoounnee

APPENDIX D: DATA FROM THE 1992-1998 MLA SURVEYS .....cuvimummmmmmsmmms s sssssssssis st o

APPENDIX E: TABLE OF EFFECTS & CORRELATION MATRICES BY COUNTRY ...covveimmimsssssmmsnspsnseers q

APPENDIX F; LIST OF PARTICIPANTS FOR MLA AND CTL WORKSHOPS IN AFRICA

; stz Table of Contents



Table 2-1:

Table 3-1:

Table 3-2:
Table 3-3:
Table 3-4.
Table 3-5:
Table 3-8
Table 3-7.
Table 3-8
Table 4-1:

Table 4-2:
Table 4-3:

Table 4-4:

Table 4-5:

1 Table 4-6:

1 Table 4-7:

..108

-.108

.. 120

| Table 4-B:

Table 4-9:

Table 4-10:
Table 4-11:
] Tahle 4-12;
| Table 413
Table 4-14:
1 Tabla 415:
Table 4-16;

Table 4-17:

Table 51:

Tabla 5-2:

A IST OF TABLES

Sarnple Size for Each Country

Percentage of lLearners who Attained the Minimurm {MML) and Dasired [DML] Levels of
Mastery Learning

Total Maan Score for the Life Skills, Literacy and Nurmeracy Tests
Learner Per*fufmance Profiles by Country and by Learning Darmain
Learning Improvement Indices by Country and by Learning Domain
Gender Differences in Learner Performance

Rural-urban Disparities in Student Learning

Disparities in Learner Performance by Type of School

1993-1998 MLA Couritries. Some Selected Results

Gender, Mean Age, Home Language, Attendance at Pre-school Classes and Participation in
School Sport and Cultural Activities

Meals per Day and Pupil Accommodation during Schoal Term

School Access Index, Means of Travelling to School and Pupil Attitude to School and
Teacher Index

Information about Homewark

Parent and Horme Background Information

Age, Sex and Number of Years of Training of Teachars

Teacher Experience

Teacher Supearvision

Inforrmation on Classroom and Teachsr Resources

Availability of Teacher Resources Index and Teacher Activity After Schoal Index
F’ércent.age of Teachers Engaging in Activities after School Hours
Mean Age of School Heads

School Head Qualifications

School Head Experience

School Facilities

Schoaol Shifts

School Size

Goodness of Fit of Country Models

Determinants of Learning Achievement - Common and Unique Features in 11 African
Countries

List of Tables




LIST OF FLGURES

Figure 2-1: Example of an Item in the Literacy Test

Figure 2-2: Examples of ltems in the Numeracy Test

Figure 2-3: Example of ltems used in the Life Skills Test

Figure 3-1: Mean of Combined Life Skills, Literacy and Numeracy Scores by Country
Figure 3-2. Coefficient of Variation by Country

Figure 3-3: Minimum and Desired Levels of Mastery Learning

Figure 4-1: Percentage of Pupils Passing Grades at First Attempt.

Figure 4-2. Access to Information Index

Figure 4-3: Percentage of Teachers who Report that they would Change Career
Figure 4-4: Chalkboard and Chalk Supply

Figure 4-5. Percentage of Schools where Teacher Absenteeism Occurs Hardly or Not At All
Figure 4-86: Percentage of Teachers whose Work is Affected by Travelling

Figure 4-7: Gender of School Heads

Figure 4-8. Percentage of Schools where School Safety is Rated as Foor

Figure 51: Global Conceptual Model for Factors Influencing Learner Perfarmance
Figure 5-2. Botswana - LISREL Analysis of Determinants of Learner Performance
Figure 5-3: Madagascar - LISREL Analysis on Determinants of Learner Performance
Figure 5-4: Malawi - LISREL Analysis on Determinants of Learner Performance
Figure 5-5.  Mali- LISREL Analysis on Deterrninants of Learner Performance

Figure 5-6: Mauritius- LISREL Analysis on Determinants of Learner Performance
Figure 5-7: Morocco- LISREL Analysis on Deterrninants of Learner Performance
Figure 5-B: Niger - LISREL Analysis on Determinants of Learner Performance
Figure 5-9: Senegal LISREL Analysis on Determinants of Learner Performance

Figure 5-10; Tunisia - LISREL Analysis on Determinants of Learner Performance
Figure 5-11; Uganda - LISREL Analysis on Determinants of Learner Perfurmance

Figure 5-12: Zambia LISREL Analysis on Determinants of Learner Performance

T ' mae B sy ptegm =



EXECUTIVE SUMMARY

The Monitoring Learning Achievement [MLA] project is a joint LUNESCO,7UNICEF international educational
assessment initiative which began in 1982, It aims at obtaining information on the “effectiveness of basic
education provision in terms of actual learning achievement” [EFA, 1998). The project forms part of the
Education for All {(EFA) 2000 Assessment which aims to construct a cormprehensive picture of the progress
of participating countries towards their own EFA goals since the 1990 worid conference in Jarntien. In
particular, the results of this MLA project may be used to answer indicator 15 of the EFA 2000 Assess-
ment which is: “The percentage of learners having reached at least grade 4 primary schooling who master
a set of nationally defined basic learning competencies” (p. 20, EFA, 1928].

To this end, the core aims of the MLA project were:
% toestablish a set of measurable indicators and a methodological approach for monitoring the quality of
basic educational programmes,

% toundertake periodic assessment of learning outcomes, to provide up to date information far decision
makers at national and sub-national level, and to formulate interventions to reduce observed disparities
[e.g. regional, gender, socio-economic),

% to establish common levels of learning outcomes,

to support langterm monitoring in order to track progress towards the impravement of quality in basic

R

educational programmes,

¥ tobuild national/ sub-national capacity, skills and technical expertise needed in monitaring the quality of
basic educational programmes through providing training and capacity building workshops, seminars,
and through actual implementation of project activities, and

% to strengthen information exchange and dissemination, and facilitate the extension of networks in the
field of basic education. '

Key characteristics of the MLA project approach are its learnercentred orientation, ite ernphasis on par-
ticipation, broad based partnerships and co-operation, its adoption of country specific approaches, and
most important of all, its focus on capacity building and sharing.

Around 50 countries all over the world have participated in the MLA project to date. Eighteen African
cauntries have participated in the 1999 cycle of this ongoeing project. A regional approach to the project has
been adopted as a strategy for pooling local expertise as well as developing the capacity of representatives
fram participating countries. The two regional initiatives are: an Eastern and Southern and a Northern,
Central and Western region.

{ The MLA project comprise the development of tests to measure the learning achigvernent of Grade 4

learners in respect of basic learning competencies which entail the minimurm basic knowledge and analyti-
cal skills that learners should be expected to have in the Life Skills, Literacy and Numeracy learning areas. A
criterion-reference approach was used to assess the minimum {MML) and desired (DML) mastery levels in
each learning area, using tests developed in the region by reprasentatives of the participating countries and
local resource persons. Through questionnaires completed by parents, teachers, school heads and the

Evacutive SUMMary  ashs
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learners themselves, essential background information is elicited to form a thorough overview of the learn-
ing and social environments that influence the performance of learners. This is a unique and historic event
in African education and an ideal apportunity for identifying areas for improvement of national education - |
systems so as to ensure that the specific needs of all learners are addressed.

The methodalogy employed for administering the instruments, as well as for conducting the analysis was
agreed to jointly by representatives of participating countries in the course of a series of instrurnant devel-
opment and training workshops convened in the Anglophone and Francophone regions. Irnplementation,
however, was the responsibility of the participating ministries of education and related national authorities
and institutions. Resource centres were established in Maracso and in South Africa to provide technical or E
Ingistical assistance to participating countries.

In this report, results from the data collected in 1998 for the following 11 African countries are presented: “'
Botswana, Madagascar, Malawi, Mali, Moroceo, Mauritius, Niger, Senegal, Tunisia, Uganda and Zambia, It :
should be noted that mare than 50 OJ0 African Grade 4 leamers and their parents as well as aver 1400 {
teachers and schools participated in the 1989 MLA surveys in Africa to promate the movement towards ’:
attaining quality education for all. The results from other participating countries have not yet heen com-
pletely processed. They are: Angola, Burkina Fasa, Cameroon, Cate d'lvoire, Comoros, South Africa and The
Garnbia. ‘

Since the results contaimed in this report comprise only those variables common to bath Anglophone and
Francophone country groups, information on & number of other variables has been excluded. it is expected
that the sub-regional and national MLA reports will provide a much more detailed analysis than that under- 1
taken in the Africa regional report.

The analysis of the data undertaken in this report has produced a number of bservations and recommen-
dations for the African region, which are summarised below:

ASSESSING STUDENT LEARNING ACHIEVEMENT EGU!TY -
QUALITY TRADE-OFFS

¥ Oply four countries met their Jomtien learning achisvement targets [that is where at least BO % of |
learners should attain the defined minimal learning competencies) in Life Skills: while only two met the ‘
Literacy target. No country met the Numeracy target. There are wide variations between countries in
respect to their progress towards achieving the Minimum Mastery Learning [MML) targets.

¥  With the exception of three countries, 9 out of 10 Isarners surveyed have not yet reached the desired ]
mastery learning [DML) targets. .

% Countries where the mother tongue/lingua-franca is the same as the madium of instruation, outper-

formead others in most lesrning areas.

» Interms of gender disparities, the data showed that gender differences are aither small or non-signif-
cant, while compariscns of the between-country differences show as large as 37 mean-point score
differernces. Gender parity in learnar performance at the lower grades of basic education is an aasily
achievable goal provided this issus is accorded high priority by education ministries and by the educa-
tion family at large.
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With regard to urban-rural disparities, in all participating courtries, urban school lssrners outperformed
rural school learners in all learning areas.

In all participating countries, except Mauritius, learners from private schools fared significantly better
than learners from public schools in all three learning areas.

The findings presented above with reference to differences in learner performance between boys and girls,

petween urben and rural schoaols, and between public and private schools followed the same patterns as
the anes observed in earlier African MLA surveys conducted between 1992 and 1998. Gender differences
are in most cases statistically nonsignificsant, while statistically significant differences in learner perform-

ance are observed between urban and rural and batween private and public school learner groups.

SCHOOLING AND LEARNING CONDITIONS

Learner profile

¥

»

There is acceptable gender representation of boys and girls in all participating countries with the aver-
age age of learners ranging between 8 and 13 years. In almost all countries, at least 95% of learners
have one or mora meals a day. However, a range of between 0.4% and 4.7% of learners do not have
any rreals on a regular basis. '

The majority of learners have a very positive attitude towards school and the teacher, so differences in
performance cannot be attributed to differences in learner attitude. The pattern in learner participa-
tion in sport and cultural activities suggests generally higher activity levels in the Anglophone group of
countries,

While homework is given by over B5% of all teachers, in six countries at least 40% of learners do not
have anybody at home to help them with their hormework,

in more than half of the countries (7 our of 11}, less than 50% of learners attended pre-schooi classes.

In the majority of countries, aver B0% of learners walk to school. For many lesrners the time-distance
factor produces high difficulty levels in accessing school,

For more than 70% of all learners, the language of learning and teaching was not their mather tongue.

In most countries, the first time pass rate for learners in Grades 1 to 4 ranges between B0% to 99%.

Home environment

»

In most countries, the majority of learners live with both parents. However, a significant minority of
learners live with only one parent which means that possible adult supervision is reduced.

in all countries, the most common reason given by learners for not doing homework was because they
had to help their parents.

Most parents surveyed had some education, at least ta completion of primary schaol. There was lim-
ited home reading materials and very limited access to information in terms of printed or electronic
media or library access. Parents manifested a very positive opinion about the value of schooling for
their children, but househald support for schoo! activities could be improved.

W,
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Teachers' background and teaching conditions /

¥ There is a wide variation betwsen countries in terms of gender balance as well as age of the teaching
force. Teachers in the majority of the participating countries have considerable experience, varying
between 10 and 20 years. ;

¥ Bome observation by a supervisor was evident in mast Participating countries. Further improvement in
this respect is irmpartant to ensure acceptabls levels of quaiity and accourntabilicy. *

¥ The indication that a high percentage of teachers would like to change to another career if they had the
opportunity is alarming. :

# Results indicated that chalkboards, chalk and learning materials are not fully available in most cour- i
tries, and only one country indicated adequate availability of teacher guides. The availability of additional E B
résources to enable teachers to engage in professional development is noted as being limited in the
majority of countries, ‘

>

It is encouraging to note that many teachers spend a considerabie time on schoolwork after schoo!
hours, with the most common activities being the preparation for teaching lessons and marking learn-

ers’ work. A high percentage of teachers (over 30%), however, indicated that travel time to and from
school affects their work.

School and school head background

# In every participating country, except Madagascar and Botswana, the percentage of female school
heads is far lower thanlt the percentage of male school heads. i ,
¥ In most schools surveyed, the issue of teacher absenteeism was not considered a problem. However,
mary school heads noted that the issue of schoo! safety is & concern, |
>

Schools differed in terms of the amenities and facilities available on the school property to support 4
learner activities espacially extra-mural activities. ‘

Determinants of Learner Performance

The use of LISREL path analysis to examine the 1998 MLA survey data clearly demonstrated how so many

factors [personal, home, school, and teacher and classroom] may interchangeably affect learnar perform-
ance in different country-settings '

In the majority of the countries surveyed, the location and type of school that the iearner is exposed to,
strongly contribute to variations in learner performance as do the family background characteristics and
home learning processes. The ability of parents ta assist learners in doing school work has been identified
as a majar contributing factor to learner performance in most countries,
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RECOMMENDATIONS

The recommendations contained in this report include the following:

*

Quality of education for all in Africa is attainable provided that the problems of educational access are
adequately addressed.

Greater emphasis should be placed on sustaining 8 minimum level of mastery in all learning areas and
all grades as a preliminary step towards attaining the desired level of mastery.

More attertion should be given to curriculum planning and the provision of adequate materials and
resources for impraving the teaching and learning process.

Special attention should be accorded to teacher working conditions, as well as inservice training needs
and support for teachers.

Systemnatic and continuous lsarning assessment schemes are needed in moast educational systems in
order to understand the dynarmics of the teaching and learning context, This will ernpower ministries to
develop relevant strategies so as to guarantse that a learner's potential and attributes can be optimised.

Redressing urban-rural disparities in learner performance can enhance education growth in both guan-
titative and gualitative terms’ and should be the cornerstone of national, regional and international
educational poficy-making.

Schoal effectiveness can be improved through develaping ‘soft resources’ such as discipline, warking in
a reinforging collective milieu, partnership a commitment to excellence and conducive managerial lead-
ership.

The presence of someone at home to assist learners with schoolwork was identified as a key determi-
nant of learner performance in many of the countries surveyed. This implies that greater attention
needs to be allocated to improving levels of adult and fifelong education.

For African education to succeed in meeting the demands of ite peaple as well as the challenges posed by
globalisation and the technological age, schools need to adapt to the needs of all learners. Only by providing
guality education for all as a fundamental human right and striving towards attaining desired levels of mas-

tery for all African children, can the African continent meet the chalienges of the next century and take its

rightful place in the international arena. Any success in ensuring and in sustaining quality of education for all

in Africa will require collective support and full commitment of all staksholders to the challenges of the

learners of the 21st century.
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CHAPTER |
INTRODUCTION

Whether or not expanded educational opportunities will translate into mean-
ingful developrnent... depends ultimstsly on whether peopls sctuslly learm as &
result af these opportunities.. t is therefore necessary to define scceptabls
levels of learning acquisition for equcations! programmes and to improve and
apply systems of assessing learning achievement.

[(World Declaration an Education for All [Article 4]]

The development of endogenous capacities ta meet the basic learning needs of
all requires significant improvemesnt in the managerial, methodological and ana-
Mical capacities of mary developing countrias.

(Chinapah, 1992:1].

Some 50,000 pupils, their parents, teachers and schools are survayed in 1999 to examine Jomtien’s
goal - Towarde Quality Education for All in Africa - A unigue and histarical event!

EDUCATION FOR ALL

In 1890, representatives of more than one hundred and fifty governments gathered in Jomtien, Thailand.
Their purpose was to attend the Waorld Conference on Education for All which had been organised in re-
sponse to widespread recognition of deterioration in education systems in the 1980s, It is important to
recognise that millions of children and adults have remained illiterate, have been wrongly and/or inad-
aquately educated and have been poorly prepared for life in their own societies.

The conference served as an important milestone in the international mobilisation of human energies to-
wards achieving the goal of ensuring access to basic education for all. In addition ta the praoblem of educa-
tional access, the quality of educational programmes was seriously questioned at the conference. The
"World Declaration on Education for All" [EFA) which was adopted at the conference served as the founda-
tion document for interventions by policy makers in governments, international and bitateral development
agericies and non governmental organisations.

The majority of developing nations responded to EFA by: evaluating their education systemns, farmulating
policies aimed at improving basic education, strengthening managament capacity of people and institutions,
creating a more supportive envirgnment for policy, broadening partnerships, diversifying resource bases
and exploring ways of improving delivery of basic education.

A FRAMEWORK FOR ACTION

The ultimate goal affirmed by the World Declaration on Education for All, was to meet the basic learning
needs of all children, youth and adults. A Framework for Action to Meet Basic Learning Needs was devel-
oped and proposed as a reference and guide for national governments, international organisations, aid
agencies and non-governmental organisations [NGDs) working in the field. This Framework could be used by
countries to develop their own specific plans of action and programmes in line with support and mandates
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fromn their respective constituencies. The framewark recegnised that even though countries might share:
Gommon concerns in meeting the basic learning needs of their citizens, the actual needs would vary in.‘.i:
nature and intensity depending on contextual factors such as the levels of basic education available and the
socio-economic conditions prevailing. .

GOALS AND TARGETS j

The objectives of the "Declaration” and the "Framework” documents recognised the need for decisive action ;
on a large scale with clear"goals and targets. It was hoped that goal setting would assist in conveying a
sense of urgency and in sustaining the attention and focus of plannsrs, evaluators and practitioners on
meeting the needs of the targated clients. In addition, observable and measurable targets would assist in
the objective assessment of educational progress. The six fundamental abjectives identified for EFA were:
¥ expansion of early childhood care and development;

* universal access to and completion of primary education by the year 2000;

¥ improvement in learning achievernent such that an agresd percentage of an appropriate age cohort :

(ie.. BO% of learners ] attains or surpasses a defined level of necessary learning achiavement;

*  reduction of the adult iliteracy rate to half of its 1990 lavel by the year 2000, and the reduction of the

disparity between rmale and female illiteracy rates:

axpansion of basic education and training in essential skills reguired by youth and adults;

increased acquisition by individuals and families of the knowledge, skills, and values required for better

living and for sustainable developrment through all educational channsls.

MONITORING LEARNING ACHIEVEMENT |

At Jomtien in 1980, it was recognised that appropriate systems for manitoring progress in meeting EFA
goals have to be developed. Based on the main objectives identified for EFA above, a set of eighteen ‘indica-

tors' of progress towards achieving these objectives were specified in the EFA 2000 Assessment guide-
lines. Indicator 15 in this set was giver as: "The percentage of learners having reached at least Grade 4 of
primary schooling who master a set of nationally defined basic learning competencies”,

A Joint UNESCCO-UNICEF Monitoring Learning Achievement [MLA) project was initiated in 1992 to obtain
information on the "effectiveness of basic education provision in terms of actual learning achievernent”. The
aim of this project was therefore to develop instruments for measuring the learning achievement of learn-
ers (Grade 4 learners, in particular] in respect to the minimum basic knowledge, competencies and analyti-
cal skills expected in the following learning areas: Life Skills, Literacy and Numeracy. An equally important
objective of the MLA project was to provide a thorough overview of the learning environment of the learners,

at home, in the cornmunity, at school and in the classroom. To this end, information was gathered through .
questionnaires administered with the learners surveyed and with their respective teachers, school heads

gnd parents. The target defined by the Jorntisn EFA Declaration, namely that 80% of & cohort should attain
or surpass a defined level of necessary learning achievement, was assessed in most MLA surveys in the
areas of Literacy, Numeracy and Life Skills since 1992.

This joint UNESCO/UNICEF MLA project contributes therefore to the Education for All 2000 Assessment -
which aims to construct & comprehensive picture of the progress of participating countries towards their

own Education for All goals since the 1990 Jomtien World Conference.
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FEEDBACK FOR IMPROVING EDUCATION QUALITY .

The ratinnale for developing relevant systems of assessing learning achievement is “not only to measure
what was actually being learned, but also how well the [education] system is working” {Chinapah, 1897:7).
Assessment of children's educational outcomes is not only an integral part of the educational process, but
it is also crucial for monitoring the implementation of educational pmgrarﬁmes and the evaluation of their
impacts. Educational achievernent data obtained during the course of on-gaing intervention proavides impar-
tant feedback and essential information for formative evaluation and continuous improvernent of educa-
tional programmes.

It is recognised that for & type of assessment to be of any use in improving educational quality, it has to be
oriented towsrds inducing a response from practitioners in their roles as teachers, managers or policy
makers. For this to be possible, the MLA instruments had to be flexible and adaptable to the unique contexts
of classrooms, schools and communities so as to uncover information that could be used by the actors
concerned. In other words, the assessment type chosen should “not orily be able to provide feedback but
also (be able] to help bring about changes based on it" [Chinapah, 1997:7].

PROJECT OBJECTIVES

The major aim of the MLA project was ta reinforce countries' national capacity to monitor the quality of their
hasic educational programmes. More specifically, this airn was to be achieved as follows:
% ta establish a mechanism for periodic monitoring of the quality of basic educational programmes,

% to undertake assessment of learning outcomes on a regular basis in order to provide an inforrmation
base for poficy interventions far reducing observed disparities in learning outcomes (e.g. regional, gen-
der, socio-economic),

% to establish common levels of learning outcomes, and,

to develop methods and indicators for longterm manitaring in order to formulate policies aimed at
improving basic education.

Monitoring the quality of basic educational programmes is @ continuous and long-term process rather than a
one-off activiy. It has to develop and strengthen national rmonitoring capacities. As a builtin continuous evalua-
tion process, the design should make adequate and relevant information available to decision-makers in arder
to allow them to farmulate policies and pragrammes for qualitative improvernent of basic education.

It is required that schools' and learners’
needs are to be regularly analysad and

understaod in a contextual manner, while
bearing in mind the different operational & |
settings in which they are located. In es- 3
sence, the main research challenge is:
“to identify and delineate factors influenc- 7 '
ing learner achievement in different
schoals functioning in different external
anvironments and internal
canditions*[UNESCO - UNICEF, 1993:1).
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KEY PROJECT CHARACTERISTICS

The overall MLA Project approach has a nurmber of key characteristics.

¥ Capacity Building. An integral part of this process involves the implementation of capacity building pr
grammes in order to mobilise expertise in each national context. It is essential to generate a c:riticéi;-
mass of core trainers at the national level and alsa of appropriate persons at the sub-national level s;.:;
that the MLA cycle can be sustained over time. The multiplier effect or cascade effect where trainers in?
turn train others is to be put into practice.
) Participation. At the national level, it is imperative that the involvement of representatives of ministries, |
research institutions and educational practitioners is activated. Only through generating adequate pan- f

ticipation fram all stakeholders can a viable monitoring culture be established.

»  Muttidisciphinary. Crose-disciplinary interaction of practitioners in education, health, nutrition and civics |
must be encouraged. :

#  Cooperation. The process of managing the project should maximise partnerships and utilisation of ‘.
endogenous human resource capacities (e.g. South — South exchange) as well as bilateral and
intermational co-operation. Utilising econornies of scale and leveraging advantage from the expertise
shared between participating countries can only accrue collaborative and cost-effective benefits. ]

»  Countryspecific approsches. The MLA approach requires the development of a country specific approach :
to the monitoring processes in arder to suit the unique conditions pertaining to that context. This would 3
entail the appointment of national and sub-national task forces and the construction of country specific :'

instrurnents. These should reflect the country's unique needs and priorities in the realms of formal, i
nonformal, and early childhood education.

& Dissemination The widespread dissemination of the results from the MLA project at national and sub-
national education levels is essential to drive internal improvements towards education quality. In order
to make information and analysis accessible and useable, deta reporting and analysis must be under- .j"'
taken at all levels, i.e., from the national, to regianal, district, and schoal levels. The availability of this data
makes the cycle of school guality impravement systematic, holistic and possible.

¥ Learnercentred orentation. The MLA approach is explicitly a learner-centred monitoring system with
the intention to promote the develapment of learner centred curricula, textbooks, assessrment tech-
niques, and teaching-learning processes. The MLA approach aims at strengthening teaching -learn-
ing relationships that affirm the active participation of the learners in their own learning and develop- 4
ment.

TREE EXPECTED OUTCOMES - BUT ALREADY REALISED

The MLA Project was expected to achieve the following outcomes: |
y ‘ ¥ the development of a set of measurable indicators geared to the improvernent of the quality of baslc: b
: education;

¥ the provision of upto-date information to decision-makers at the national/ sub-national level to monitor
progress towards the improvement of the quality of basic educational programmes;

¥ building national/sub-national capacity in monitoring the quality of basic educational programmes by
providing necessary skills and technical experience through training and capacity building workshops,
seminars and actual implementation of the project activities; and
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trengthening information exchange and extension of networks in the field of basic education.

- a simple, workable and sustainable -
“survey methodology.

appropriate fiows of infarmation and —
linkages for actions at different lev-
gls of policy-making, and implemen- |
tation of measures to improve the fig .

i

quality of basic educational pro-

grammes; and

the mechanisms and modaliies for ¢
prarmating national capacity building,
using a holistic approach to ensure national ownership and wider participation in the project as a whole.

and/or improving the quality of basic educational services, but also to the development of feasible alternate
Strategies for improving the guality of basic education and for monitoring its effectiveness.

IMPLEMENTATION

Based on the framework contained in the document, "Joint UNESCO - LINICEF Project on Monitoring Edu-
cation for All Goals: Facusing on Learning Achievernent”, the MLA project began in 1992 with an initial set of
- five participating countries. The project objectives were refined through a series of in-country identification
Missions and workshops inciuding an international Warkshop on Survey Methodology at UNESCO in 1983
A second group of countries joined the project in 1994, and benefited from the experience of the five pilot
Countries, namely China, Jordan, Mal, Mauritius and Morocco [see Chinapah, 1997).

Since then, the MLA project has annually brought on board several countries from all regions of the warld.
Tc’da\f thers are around 50 countries at different phases of implementing the MLA surveys. Some 20
fdditional countries have requested to jain this MLA project and to carry-out the surveys during the period
2000-2002.

The experience of the MLA project has been continuousty reviewed at international and regional workshops
wherg participants have examined follow-up mechanisms for national capacity building as well as the
Esus"3'?!il'*-E|t:JiIi‘cy of their maonitoring systems. Several national reports, training modules, bat;eries of tests and
Questionnaires and a Handbook “Monitoring Learning Achievernent - Towards capacity building” (Chinapah,
! 997), are now available to all those countries that have gxpressed their interest in joining this international
Project. The flexibility of the monitoring methodology developed by the MLA project has constantly encour-
89ed countries to canduct their national surveys for different grades, levels and types of education and
|Ea"”i“9- In the years to come, the out-af-school household-survey for 14-year olds and above developed by
the MLA project partners will be launched in several countries.
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Monitoring the quality of education and learning, in particular, on a regular basis has become a necessity in g ‘."‘.‘
number of countries after having experienced the results of the MLA project. The project has been turned intg iy

a movement within and between the participating countries since 1892. This African Regiona! Report is a
dernonstration of such a movement towards improving the quality of education in Africa. The MLA project can
be a vital instrurment for the post DAKAR Declaration and Framework as it has been for Jomtien.
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CHAPTER 2 |
DESLGN AND IMPLEMENTATION

In this chapter, the methodological structure of the MLA project is presented. Given the magnitude of the
project and its application in a variety of regional and national contexts, it was necessary to plan each phase
meticulously. The project want through the following stages: official request from participating countries,
preparation and approval of the Project Docurnent with the specification of the objectives and expected
outcomes, the implementation strategies, the calendar and budget, the setting-up of the national and sub-
national task forces, the development of instruments, piloting and finalising of these instruments, selecting
samples of schools and learners, field testing, data capturing and data processing, dats analysis and re-
portwriting and the national seminar for the discussion and wider dissemination of the results from the
project.

This overview does not provide detailed information on all aspects of the methodology, but can only provide
a synopsis of its key features. Firstly, the importance of a regional approach to the MLA project is high-
lighted. This is followed by a synopsis of the content and coverage of the tests and instruments used. There-
after, the pilot phass of the project is briefly referred to. Finally, an account of the implementation strategies
of the project is given.

REGIONAL APPROACH

A regional approach was adopted as a strategy for pooling relevant expertise to facilitate the execution of
the MLA project. In this cass, a group of countries from the same region collectively worked in order to
prepare the instruments to be used in the project; to develop the frameworks for selecting the sample; to
conduct the analysis; and finally, to write reports related to the MLA data. Although a common approach to
instrument development was adopted, the principle of recognising regional specificity or unigueness was
provided for by devising first and foremost a core set of items comman to the region and then followed by
country specific items, The regional care items were jointly developed by all delegates with the intention that
they should be administered in all participating countries. The country specific items were developed specifi-
cally to meet the needs and characteristics of each participating courtry by its respective national task
force.

In Africa, the project was conducted in two sub-regions: the Eastern and Southern African region compris-
ing countries where English, or Portuguese is mainly the language of instruction , and the West and North
African region, comprising countries where Arabic or French is mainly the language of instruction.

A vital cornponent of the regional approach was its specific focus on endigenous human capacity rabilisa-
tion and strengthening. Thus all planned group activities served the purpose of simultaneously achieving the
goals and activities of the project itself as well as developing the national capacity of participating COUNtries.
Resource persans from within the Africa region with expertise and experience in educational assessment
and measurement, research methods, planning and statistics were mobilised to provide technical assist-
ance. In addition, two sub-regional resource centres were established to assist countries in the region to
succezsfully implement the MLA project.
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DESCRIPTION OF INSTRUMENTS

The MLA project aimed firstly to generate information on the levels of learning  achieverment in the thrae:‘.‘;
learning areas of literacy, numeracy and life skills. A cornplementary aim was to elicit information on cnndi-'f
tions of teaching and learning of the surveyed learners at home, in the community, at school and in their ",
respective classes. Several sets of instruments (tests and questionnaires) were designed, developed, pi. \
loted and tested. The core instruments and items for the 19893 MLA Africa surveys were develaped by the

two sub-regional groups according to the specifications given below:

TESTS
Literacy Test |
The literacy test was designed by language specialists from the different sub-regions to measure the
1993 Grade 4 learners' basic learning competencies in literacy. The assessment of a learner's com-
municative competence formed the basis of

the MLA framework for item construction FIGURE 2-1: EXAMPLE OF AN ITEM IN THE

(Chinapah, 1997:132). This framewark cov- LITERACY TEST

Your teacher has asked you to introeduce your friend
' . to the Gardening Club. Write about your best frlend
cabulary, reading comprehension, writing

ars four major learning domaing in which

The first sentence has been started for you as an ex-
ample.

¥ What is your best frisnd’s name?

and grammar. Most iterns were not con-
structed as loose standing items, but were

presented in a context. Learners had to dem- My best friend's name is

¥ How old is your best friend?

onstrate the necessary strategic, socio-in-

guistic, discourse and grammatical compe-

tencies to interpret or communicate 8 par- | s \what do you like about your friend?

ticular message for a clear purpose.

The Anglophone countries agreed that Grade 4 learner's basic competencies in literacy would be
measured in English as a second fanguage, with the exception of Mauritius which tested literacy in
both English and French and Mozambigue in Portuguese. The Francophone countries measured Grade
4 learners’ proficiency in literacy in French as their second language, with the exception of Morocco
and Tunisia which used Arabic. The items in the Maroccan and Tunisian literacy tests therefore placed
more emphasis an free written expression than on word recognition, without deviating from the frame-
work for item construction, Conseqguently the possible negative effects of translation were eliminated.

Numeracy Test

Several learning domains were identified for the numeracy test and they altogether refer to an ability to
apply decoding, writing, computing, application and measuring skills in & problem-solving context. These
skills are acquired by an appreciation of the utility of appropriate arithmetic operations in particular con-
texts, as well as an understanding of the implications of quantitative staternents about naturally occurring
trends in every day life. In this project. numeracy skills ware tested in the following domains:

¥  Nurnbers {numerical manipulations): including addition, subtraction, muttiplication and division of whole

numbers and fractions, as well as & comprehension of decimal notation.




% (Geometry: the recognition of shape. FIGURE 2-2: EXAMPLES OF ITEMS IN THE

line in simple and complex geometric

NUMERACY TEST

patterns, and an understanding of
dimensgionality and perspective.

% Measuremeant: an understanding of
the concepts underlying the use of
measuring devices for the quantifica- | !
tion of the physical dimension as well
as the temporat dimension (e.g.: dis-
tance, proportionality, volume, weight].

Life Skills Test A \ B C o

The MLA Life Skills Test assessed the ba-
sic knowledge, competencies and skills that
reflected a functional understanding of in-

formation and its application to personal

# What is 4 x 247

% Which of these does NOT show a line of symmstry?

A. 424

B. 244

C.96

0. 28

n what unit is road distance measured?
A. Litre

B. Metre

C. Kiloretre

D. Centimetre

circumstances in a given life domain, The Life Skills Test was designed to assess basic competencies in

the five domains given below. There were slight

differences between the Francophone and Anglophone

sub-regions in terms of their emphasis on certain specific sub-domains.

$  Health, nutrition, sanitation and hygiene: The items in this domain aimed at measuring children’'s aware-

ness, skills and knowledge of basic hygiene, nu

trition and sanitation issues affecting their general health.

% Civic sense, protection of the environment, community development: The items in this domain were

designed to test children’s skills, knowledge and experiences of the social and netural environment and

to ascertain whether they were empowered
futures.

to act on selected issues that affect their daily lives and

¥ HIV/AIDS and related behaviour: The items in this domain were targeted at tapping the ability of chil

dren to think critically, to make decisions and solve problems in situations which could result in

contracting of HIV/AIDS. Anather aim was
to establish the orientation and attitudes of
children with respect to the caring of HIV/
AIDS infected persons.

% Science and technology: The ability to apply
scientific and technological thinking to every-
day problems is necessary for children to
master their everydsy enviranment. It can lead
to improved productivity and self-sufficiency
with respect to basic necessities. The test
items were therefore designed to assess the
extent to which children had acquired and
could apply basic science and technology skills
and knowledge.

FIGURE 2-3: EXAMPLE OF ITEMS USED
IN THE LIFE SKILLS TEST

% Which is the right way to join batteries for torch light?

+ = 4]
| = + -
- + ]
+ - -
A, B. C.

% Which of the following spread Malaria?

House flies Mosquitoes Ants
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Science and technology competencies represent an area of learning, which is underdeveloped iq
most African schools, The MLA approach givas r‘ecognition to this area which is of critical impu'f‘

of information and communication technologies in developlng cortexts.

QUESTIONNAIRES

The quality of the teaching and learning process is de- L
pendent on contextual factors that influgnce the learner.
A nurnber of contextual variables that are identifiable in
the immediate environment of the teachinglearning situ-
ation [classroom and school) and in the external envi-
ronment {home and social milieu] can influence the
achievement of the legarner. In order to systematically
capture key contextual variables that influence learning
achievernent, four different questionnaires were devel-
oped: Pupil Questionnaire [target: selected Grade 4

learners). Teacher Questionnaire [target: the teachers

of the selected learner group], Parent Questionnaire
(target: the parents of the selected learner group), and 5
a Schoof Head Questionnaire [target: Head teachers of Bﬂ‘.’}.»& - _
schaols where the selected learner group was enrolled). | ﬁ-&“ e

Pupil Questionnaire ,
In addition to demographic information, the Pupil Questionnaire aimed to elicit information on a range of
situational, attitudinal and motivational characteristics of learners. The pupil questionnaire dealt with the 1
following items: learners’ personal characteristics such as age, sex, language, grades repeated; thair situa-
tion at horme in terms of access to school and the commitment of their parents to assisting and encourag: "
ing them; their attitudes towards school and homework given by the teacher as well as their ability regard- |
ting the completion thereof, their choice of subjects and participation in extra-mural activities, and, their
access to learning materials, librarigs, information and communication technologiss.

Parent Questionnaire
On account of the age of the targeted learner population (Grade 4 learners) certain necessary information
about parents and home circumstances
had to be elicited directly from the parents.
Posgible limitations on parental ability to
complete the questionnaire on account of |
their not being literate were recognised. It
was proposed that this limitation could

be offset through assistance from teach-
ers, neighbours and,/or family members
available at the tirme the questionnaire was
to be cornpleted.
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The parent questionnaire was specifically &
designed to gather information regarding
the hame environment of the learners that
could affect their learning achisvement, The
questionnaire requested personal informa- |
wion such as family structure, age, marital |
status, educational background, and occu-
patian of parents. Information was required

or the demography of the home, such as

the total nurmber of people living in the dwell- 12

ity

ing, and the number of relatives, siblings and

In order to determine the learners’ home =
background, information was requested regarding: incorme sources, type of dwelling, availability and quality
of amenities, access to transport, possession of information and communication technology, and food and
nutritional status of the home. ltems also focused on attitudes of parents regarding: the value of financial
investment in schoeling, their commitment to assisting their children with homework, the degree to which
they were concerned with, and participated in school activities, as well as their aspirations for the education
of their children.

Teacher Questionnaire
The Teacher's Questionnaire was structured so as to generate information on teachers that could assist in
explaining variations in the profiles of their learners’ learning achievement scores in the dormains of life skills,
literacy and numeracy. The teacher guestionnaire paid attention to basic personal and professional charac-
teristics such as sex, age, academic qualifications, training and experience. The instrument aiso focused on
variables that could influence the style and quality of teachinglearning interactions such as the media of
instruction, number of learners, number of repeaters, and number of grades taught and the number of
class groups sharing the same classroom space. In addition, the instrument required information relating
to the availability of various types of classroom equipment, amenities [such as electricity), facilities (including
facilities for learners with special needs}, teachers’ guides, learning suppart materials, workbooks for learn-
ers, stationery, and support equipment (such as duplicating machines) in the particular school. Teachers
were also requested to provide information highlighting: the frequency and timing of 'supervisory’ visits,
availability of services in aid of professional de-
velopment, workload including time allocated
to various functions such as preparation, ad-
ministration and self development, time and
costs of daily travel to school. A core set of
questions was developed regarding assess-
ment practices including the frequency and ,
range of assessment modalities. Finally, teach- e
ers were canvassed on the critical issug of ~é
their career commitrment and on their identi-
fication of factors responsible for poor learn-
ers’ performance.
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School Questionnaire 3
The questionnaire that was the most extensive of the project targeted the school head. The data collected
through this questionnaire was considered important on the basis that a variety of variables that operate at !
this level contribute to the managerial and institutional culture of the schoal. These variables can have ";
significant influence on learner achievernent. The questionnaire was designed ta obtain information in the
following categories: basic school back-ground; school learner enrolment statistics; school head and teach-
ing staff information; school physiéal facilities, amenities and services; health, safety and security aspects; ‘::-;
school finance, governance and managemernt.,

DEVELOPMENT OF INSTRUMENTS

As has been noted earlier, the seven instruments developed for the MLA 1999 project were the three
achievernent tests, namely, Life Skills, Literacy and Numeracy tests, and the four questionnaires, namely -
Learner, Parent, Teacher and School Head questionnaires. These instruments were developed by del-
egates and resource persons from the participating countries over a period of more than a year. In order to
support the process, a series of workshops [in Harare [3) Abidjan, and Rabat [2]] were held where training 1
in item and instrument development as well as in data procassing and analysis was provided through shared _‘.::
regional expertise.

In the process of developing the instruments, the Anglophone and Francophone sub-regions differad slightly
in terms of the numbers of items, while country specific items were also accommodated [Appendix B:
Tables 1&2). Nevertheless, the overall framework for the develapment of instruments in the Anglophone 'jf
and the Francophone groups were validated and kept similar so as to enable direct comparisons betweer
the two sets of data.

PILOT TESTS

The Pilot testing of instruments was conducted separately in the Francophone and Anglophone regions, but
they shared similar features and procedures. In the former sub-region, the pilot tests were conducted in
Maorocco and Mali and in the latter sub-region in Malawi and Sauth Africa,

in terms of format, both the Life Skills and Numeracy Tests comprised multiple choice items only. The
Literacy Test was more varied in that it consisted of multiple choice items with three and four distracters, ;
true/false questions, ‘matching’ questions, iterms that required a one word response as well s responses
that required sentence construction.

Twao regional resource centres were established to co-ordinate the Pilot phase of the MLA 1999 survays in
the Africa region, namely Morocco for the Francophone sub-region, and South Africa [the Human Sciences

Research Council] for the Anglophone sub-region. The two resource centres were tasked to finalise all draft

instruments, to develop a manual for managers of the MLA survey in the participating countries, to conduct
an evaluative analysis of the pilot instruments, to make recommendations regarding the final form of each 3
of the seven instruments to the working group co-ordinators, and to develop and distribute these final
instrurnents to the participating countries.
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SAMPLING FRAMEWORK

The aim of the MLA 1899 survey was to collect data from a sample of intact Grade 4 classes in each country.
It was specified that the size of each Grade 4 class selected for the sample should comprise at least 30
learners. However, the following two situations had to be taken into account: (a) when the nurnber of learners
in o selected class was less than the required threshold level of 30, and [b) in cases of small sehools wherea the
total number of Grade 4 learners in a school was less than 30. For the farmer case, randormly selected learn-

ers from other classes weare

TABLE 2-1 SAMPLE SIZE FOR EACH. COUNTRY used to makeup for the shortfal

Country Pupil Schools Teachers Parents while samples for the latter were
Hatawana 5529 57 156 5540 accepted as they were. In addi-
WMaodugascar 2165 194 184 3164 tian to the lsarning achievernent
Malawi 3283 137 203 4099 tests, learners, their parents,
Mali 1363 ba 57 1193 class teacher and school head
Mauritius 1800 GO 133 1800 were also requested to com-

. g o =1 .
Meroeca 4338 HRi 242 1728 plete the relevant question-
Niger 1532 B3 80 1118 . .

naires. L.earner achievement
Seneqal 2223 123 123 22089 d theref b
' S CO erefore be ana-
Tunisia 3649 138 138 3842 EC_DPE ] " _E © _
Uganda 8346 580 505 8311 htically linked to information on
Zambia 1761 24 7m 1736 the broader pedagogical and
Total 36791 | 1404 | 1808 | 34798 social cantexts of sampled fearn-
ers.

All participating countries followed the sarne strategy for sampling that was jointly decided upon in Harsare.
A two stage stratified random sampling design, using intra cross correlation with rho=0.3 was employed to
select schools for participation in the project. This design approach served as the basis for reporting data
gt the national as well as the regional or provincial level [Different terms which are used by participating
countries inciude province, region or state). The sample was stratified by schoal location [e.g.: urban, semi-
urban, rural), school type [e.q. public or private), and school size [i.e.: based on the total number of learners
enrolled in the school, e.g. small = < 200 learners, mediurm = 200 to 400 learners, large = 400 to 600
learners and very large = > 600 learners). In addition, the sampling procedure ensured propaortional
representiveness with reference to national education sub-regions.

IMPLEMENTATION STRATEGIES

In each of the participating countries, national education. ministries took responsibility for conducting their
respective  MLA project, Each country was responsible for sample selection, training of administratars,
printing and administration of instruments as well as the coding and entry of all data. In most of the coun-
tries that participated in the 1929 project, the instrumerts were administered between August and Coto-
ber 1999,

The instruments were administered in accordance with jointly agreed procedures that were standardised across
all the participating countries. Information on the procedures may be found in the "Project Administration Manual”.
An identity number systern was developed to ensure that data from each of the instruments could be linked for
anslysis at a later stage. The battery of tests was carefully planned for complation within a two-day period.




DATA ANALYSIS

The reporting and analysis of the data were approached in accordance with the MLA guidelines develt;"pa‘“
by delegates from the participating countries. The first step involved the calculation of basic frequencies fr,1L
describing variables and characteristics of the sampled populations. The second type of analysis mvnl\re:‘
the development of indices to describe and later to select the background variables that might influence the
teaching and learning pracesses (e.g.. School Access Index}. This analysis is presented in Chapter 4. Thg.;
third type of analysis involved the construction of the coefficient of variance which provides information Dns
learmer performance. While taking into account within country disparities that are due to gender, school}
location and school type. Lastly, path analysis [using the LISREL program] was used to account for the
factors that influence [direct. indirect and total causal effects) learner performance.

The achievement results in the Literacy, Numeracy and Life Skills tests were also analysed with referencé':
to “mastery levels” that were set in each dornain. Two broad mastery levels were set: the Minimum Mastery
Level for learner achievement was set at 50% and the Desired Mastery Level was set between 70% r,n
80%, depending on the learning area and domain assessed [See Appendix B: Table 1}. The analysis ther'e-
fore entailed an examination of the percentage of learners wha achieved the specified "Minimum” and :
"Desired” mastery levels per learning area and domain, 1

REPORTING . o ¥
The Africa regional report is a first and unique attempt to provide a macro-evel overview of MLA on tha':
continental level in integrating the results from all the completed 1999 MLA surveys in the region, The.
development of the Africa report required standardisation of data between the regional data sats. (See
Appendix B: Table 2). For the Literacy, Numeracy and Life Skills Tests the items for each domain were
collapsed into a composite score that assured the comparabiiity between the Anglophone and Francoghaone -
results. The development of a common framewark for analysis by participants fram both Anglophone and '_
Francophone regions facilitated comparisons, and enabled the inclusion of all participating countries ina
single regional report

Although only data from directly comparable items could be included in the present regional repart, the
information unique to each sub-region that was excluded at this level of analysis will be treated in greater
detatl in other forthcoming reports. :

In turn, the reports on MLA at the
national level will also be more sub-
stantive than the sub-regional re-
ports.

It must be stressed that the Africa |
regional frarmework is not meant to &
dictate the type of analysis that
shouid be conducted and in no way 8
preclude the authors of individual .
country reparts from including sup-
plermentary and additional analyses.
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Some of the completed 1989 MLA national survey reports (e.g. Madagascar, Senegal and Tunisia)
point at such- a direction, The MLA design allows each country to have specific layouts of the reports
with reference to the presentation of the results. Countries could choose the particular features of
the data sets for in depth-analysis as well as the construction of indicators for analysis and reporting.
Thus the format of country reports are expected to differ in accordance with the unigue sets of results
and areas of concern of the country.

This report is based in part on the draft regional report presented at the All Africa EFA conference held in
South Africa in December 1399, and includes comments and suggestions forwarded by various delegates
as well as additions and revisions to the draft report.
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CHAPTER 3
ASSESSING LEARNER PERFORMANCE: EQUITY - QUALITY
TRADE-OFFS

A nation's capacity to provide an Education of Quality For All will depend more than ever upon its success m
guaranteeing a defined and acceptable minimum learning experience for all its citizens, irrespective
their gender, regional, socio-economic and cultural differences or disparities. Providing universal aq.-ﬁ,
cess to basic education opportunities, and at the same time, agsuring that the basic learning cumpé.‘hf
tencies of all learners are met still remains a dream for most African educational systerns. These evarﬁ"
lasting challenges are not always studied empirically. The human rights to a minimum quality of basmw
education for all in Africa remain the main concern of this chapter.

Attending school hardly rmeans having an equal chance to learn and to succeed. The World Conference on J
Education for All held in Jomtien, Thailand, in March 1990, challenged the very nation uf formal educatmn ]

education for all. Mare recently, a similar approach was used by the International Commission on Educatlun ¢ 3
for the Twentyfirst Century “Learning: The Treasure Within® [Delors et al. 1996]. Four pillars of Learning ; '
were introduced namely, Learning to know, Learning to do. Learning to live together, and Learning to be. E

Africa has a unique and historical opportunity to raise its voice at the dawn of the 21st century with an
assessment of the quality of education for all. independent of the specific contexts of each participating
country in the EFA 2000 Assessment’s exercise, additional atternpts are made here to critically Examina."fs
several learner performance indicators. Rigid procedures have been designed and implemented as de-
scribed in Chapter Two in order to ensure the comparability of the results from the 1999 Monitoring
Learning Achievement (MLA} project. The learner performance profiles of the participsting African coun- .l]:;
tries are exarnined in the first section of this Chapter. The most salient feature of any single or composite ".f
indicator of African education development is the marked between- and within- country differences, Thig
aspect is underestimated in most regional or comparative sducational surveys and research studies. In .
order to ensure that both aspects of equity and quality of educational opportunities are assessed and
reported, this section presents detailed profiles of learner performance across the region far the countries i
surveyed in 1999,

Hardly sver has any regional survey opened up the examination of learning achievement' so as to allow for T
a specific assessment of a minimum level of knowledge, skills and competencies of learners as compared to .,,f
the desirable level to be reached by all using a criterion-referenced testing approach. The strength of the
MLA survey resides in this approach which has been developed over time. Since 1992, pupils have baen. "
assessed in the three learning aresas of Literacy, Numeracy and Life Skills. This approach is made apera-
tional through the measurement of a minimurm level of mastery lsarning {MML) on the one hand, and the ]
measurement of a desirable level of mastery learning (DML), on the other. In the second section of this
chapter, MML and DML, results of the countries are presented and discussed.

Far the majority of African learners, many structural and personal factors work against access to an equal
quality of education for all. In the third section of this Chapter, many more intensive between- and within-
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country analyses are carried out to examine learner performance across gender (boys v/s girls),
geographical (rural v/s urban). and school type [public v/s private) divisions. Finally, a short presenta-
tion of selected results frorm the previous MLA surveys [1993-19398] in the African region is given.

ACHIEVING QUALITY OF EDUCATION FOR ALL - LEAFINEFI
PERFORMANCE PROFILES ACROSS THE REGION

Muost African countries started to invest heavily in their human resources immediately after their independ-
ence. Their major educational palicies were, in the first place, oriented towards nation building of the "criti-
cal mass”. These countries could mot conceive of policy without an emphasis on the provision of equal
gducational opportunities for all. Despite trermendous efforts made since the 13980s, the inherited educa-
tional backlog of the majority of African countries has neither been adequately redressed, nor sufficiently
improved in qualitative terms. Furthermore, equity-quality trade-offs have not yielded optimal results in most
African educational systems. Comparisans of learning achievernent across the African countries surveyed
in 1899 may lead to a better understanding of how each country fared in improving student knowledge,
skills and competencies after controlling for gender in terms of eguity and redress, and for learning cppor-
tunities in terms of access. Since learners differ in many ways as individuals, at home, at school and in the
cammunity they belang to, the main tasks of the educational system and sub-systems are to adapt teaching
and learning in order to meet these different needs and oppartunities.

FIGURE 3-1: MEAN OF COMBINED LIFE SKILLS, LITERACY AND NUMERACY SCORES
BY COUNTRY
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The comparison of learner performance scores (a combined measure of the mean scores in Literacy,
Numeracy and Life Skills) across the 11 countries shows how marked the between- country differences are
{Figure 3.1). For ingtance, a between-country difference as large as 30 mean points in national scores is
observed from the highest achieving country (Tunisia) to the lowest achieving country {Niger). However,
having a higher nationa! mean achievement score does not always guarantee impravement in the elimina-
tion of between- learner performance differences. Firstly, the results show that countries with higher mean
scores do not always succeed in eliminating differences in learners' parformance, as is the case in Maurt-
tius and Uganda. Secondly, countries with the lowest performance profiles [Niger and Zambia) also have the
highest differences in the performance of learners. The last group of countries are those portraying a

picture which is rather mixed, notably showing high learning achievement profiles with low between-earner

Porernraeotnrnrs b oiaiarmen e Lt et s e e b veaiil e T b H o



v
i fi

performance differences in some countries, and low learning achievernent profiles with high between-learng ‘
performance differences in other cuuntries. The heterogeneity-homogeneity continuum of the suweyEd‘
African countries’ with regards to learner performance profiles i.e., the between- and within- countrie
differences, can easily be exarnined from the results in Figure 3.2, We have used the coefficients of'f.‘
variation '[CV] as a summary measure for this purpose . i.e. the lower the cosfficients are, the more homg.
geneous the learner performance score distribution in the country. The higher the coefficients are, the §
rmore heterogeneous the learner performance score distribution in the country proves to be. This measure
serves our purpose of assessing countries, and thereby ensuring their progress towards the twin goals of :
providing educational access and quality of learning for all. Two interesting profiles emerge from the analy- _‘
sis. Madagascar, Malawi, Moroceo, Senegal and Tunisia have been relatively more successful in assuring
equal access and higher quality of education for all than Botswana, Mali, Mauritius, Niger, Uganda and
Zambia have been,

FIGURE 3-2: COEFFICIENT OF VARIATION BY COUNTRY
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One major policy recommendation can be drawn from the above mentioned findings. Quality of education
for all in Africa should no lonyer be a perpetual dream. It can be an attainable reality, provided that genuine
efforts are made to address the problems of educational access in the light of the quality of education
offered, and to successfully reduce observed between - and within - country differences in students' learn-
ing.

To what extent has Africa Realised the 1980 Jomtien Goals Towards Quality
Education for all? A Regional Attempt

This section addresses the most pertinent concern of the Educational For Al 2000 Assessrment, namely
how has the Jomtien Framework of Action for the World Declaration of Education for All been evaluated. Is
there any available evidence Lo attsst to this? The response to this question is a definite "yes", at least in the
area of guality education for all, because the MLA [1992-1999) surveys are specifically designed to re-
spond to Article 4 of the Jomtien Declaration as mentioned earlier. This Africa regional report is a direct
outcome of the efforts and processes fallowed at regignal, national and sub-national levels which, through
intensive capacity-building mechanisms moves us towards the Jomtien imperatives for African learmers
and for African education as & whole, "With Africa For Africa” is not anly the title of an interesting story to be

1 The coefisiant is caloulated by dividing the standard dewation with the mean
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told and heard, but it is also a reslity that all MLA teams have lived with, are living with, and will live with
in the future. The MLA movement can only grow because of its evident strengths: an emphasis on
building, strengthening and sharing sustainable national capacities for a “critical mass” of expertise; its
focus on the guality of learning for all within a learnercentred approach; and its action-oriented inter-
ventions in the areas of policy, curriculum, teaching, learning and assessment,

In the foregoing section, the MML and DML concepts were introduced and their measurement properties
explained. Based upon the Jomtien principle that an agreed percentage of an appropriste age cohort of
learners should attain or surpass a defined level of necessary learning achieverment, the participating coun-
tries in the 1998 MLA survay in Africa have agreed on 50% of the correct scores for the minimum level of
mastery learning (MML] and 70% and above of the correct scores for the desired level of mastery learning
(DML). For the MML, it was suggested that at least B0% of the age cohort should reach that level to satisfy
the target set at Jomtien in 1990

“Mastery learning” as such, is neither a new concept nor a revolutionary one. Unfortunately, it has not been
taken far enough beyond the theory and the rhetoric. MML and DML were hardly practised in Africa and
were therefore not optimally used in order to guide intervention in areas such as. assessment, curriculum
reforms and improvement in teaching and learning, just to mention a few of thern. Within the generic
frarmework of quality education for all, mastery learning should serve two purposges. First, it should guaran-
tee guality learning over a lifetime through continuous monitoring and corrective measures [the diagnos-
tic-therapeutic continuurm], and second, it should reach the often marginalised mass of learners who turn
out to be forced "failures”, “dropouts” and “pushouts” of the educational systems. The formation of elites is
often achieved at the cost of the mass of learners. However, ensuring the minirnum learning needs for sll
[MML] should be the first step towards excellence (DML). The MML and DML results of the combined tests of

Literacy, Numeracy and Life Skills far the 1999 MLA surveys in 11 African countries are shown in Figure 3.3,

FIGURE 3-3: MINIMUM AND DESIRED LEVELS OF MASTERY LEARNING
COMML DML
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. target, in Literacy only Moroceo and Tunisia, whereas in Numeracy none of the 11 countries met the i

Two countries [Moroceo and Tunisia] have exceeded the Jomtien target, with 87 % and 23% respeq
tively, while Niger, Senegal and Zarnbia have remained far behind it with only 26%, 31% and ‘329‘2,
respectively. The remaining countries have achieved varied success in approaching the defined t.arga".
fram 70% in Mauritius to 54% in Mali. An important question follows from these results. Can the sarri;,
target be appiied to markedly different countries? Should educational achievernent be treated wuthnm
due reference to achievement in other pertinent areas such as politics, history, economy, culture a .
demography? The DMLs' of the respective countries may provide us an indirect measure of how
achievable this target can be if all the external and pedagogical conditions are aptimally met. With th
few exceptions of Tunisia, Moroceo, Mauritius, Uganda and Madagascar, 9 out of 10 students sur-
veyed in the participating countries have not yet reached the desired level of mastery learning.

s il

TABLE 3-1: PERCENTAGE OF LEARNERS WHO ATTAINED THE MINIMUM [MML) AND . £
DESIRED [DML] LEVELS OF MASTERY LEARNING 3

Combinead Literacy Numeragcy Life Skills. ;
MML pML | MMmL | oML | mMmL | oML [ MmML | oMl R
Botswana | 57.8 B.7 46.2 B 55.4 5.4 71.8 149 3]
Madagascar| 66.1 1.7 56.9 208 34.4 56 97.3 603 |
Malawi 54.9 30 163 1.4 307 1.4 95.4 69.4
Mali 54.4 7.3 50.4 13.1 37.9 B.2 £9.8 23,7
Mauritius 702 24,1 755 354 £9.4 26.4 69.9 32.4
Morocco 856 e BES 455 B3 6 255 722 231
Niger 258 20 393 36 153 5.7 449 7.0
Senegal 31.2 20 456 B7 228 30 36.3 70
Tunisia 92.6 48.2 95.1 708 316 33.0 95.1 56.7
Uganda 54.4 144 54.3 233 419 10.2 788 51.1
Zambia 31.9 55 a7.8 73 19.9 a4 490 26.1

The MMLs and DMLs of the 11 countries across the three learning areas, Llfe Skills, Literacy and ;
Numeracy are presented in Table 3.1. The situation becomes more complex at this leve! as it reveals j
certain concrete interventions that ere specific to the learning areas and not to the global Iearnmg
achievement trends observed sarlier. In Life Skills, Madagascar, Malawi, and Tunisia met the Jorntien

target. The DMLs of the different learning areas show that only in very few casas have half of the
students attained the desired level. 5

Reaching an acceptable quality of education for all, the Jomtien target for minimurn mastery level -is ‘::,;
not an impossible task in Africa. The evidence shows that some countries in this survey have even 3.‘
gone beyond that target, and others are coming closer, whils a few still have a long way to go. Much
more improvement will be needed in both Literacy and Numeracy, In the latter learning area, not E"‘-"
single country has reached the Jomtign target. Without improving and sustaining a minimum level of
mastery learning in all the learning areas at all Grades, Africa’s education system rnay continue pro-
ducing elites (1 out of 10 students). Unfortunately, it will at the same time continue reproducing a

W

massive number of “failures”, "dropouts” and “pushouts”.

How does Learner Performance Differ Across Countries? E
To date, there is not a single comparative study of basic education in Africa which during one and the ;::
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same year simultanequsly assesses learner performance from the viewpoint of what is taught and

learnt in and out-of schools. It has been mentioried earlier that the MLA surveys were intended to
complement other assessment methods, but not to replace them. Fgr this very reason, basic learning
competency levals were established for the three learning areas, i.e. Literacy, Numeracy and Life Skills
and a criterion-referenced approach was used. 1t should be noted, however, that the 1992-12498 MLA
Surveys were based on country-specific items [see discussion at the end of this chapter]) while the
1989 MLA African surveys have both common-core and country-specific instruments. Pilottesting,
standardisation and normalisation procedures were fully exploited to assure the cormparability of the
test items for data analysis and report-writing {See Chapter Two and Appendix B, Tables 1 and 2).

The experience from earlier MLA surveys in sorne 15 developing and developed countries during the period
1992-1998 showed one major consistent pattern of learner performance across these three different
learning areas, namely that students’ performance in Life Skills was much higher than their performance in
Literacy and in Nurneracy despite historical, socio-economic, cultural and educational differences between
the participating countries. Detailed results are given in Appendix C,

Ag a next step in the analytical approach, it was expected that some common as well as some specific
patterns will be observed

TABLE 3-2: TOTAL MEAN SCORE FOR THE LIFE SKILLS, across the different learning
LITERACY AND NUMERACY TESTS areas in the 11 African coun-
B Life skills Literacy Numeracy tries surveyed. The information
Mean sD Mean S0 Mean S0 rmay lend to the improvement
Botswana 56.0 150 | 480 15.0 51.0 150 of assessment practices,
Madagascar| 72.1 103 54,7 21.2 437 17.4 teaching-iearning processes
Malawi 770 14.0 350 14.0 430 14,0 and curriculurm development
Mali 56.8 181 518 194 438 168 through focussing on the
Moroceo B23 | 162 | 676 | 155 | 564 | 184 unique and complementary
Mauritius 580 200 810 210 BB.5 18.2 patterns in the findings for the
Niger a4r.7 176 a1 1839 87.3 158 three different learning areas.
Senegal 487 162 485 18.1 297 156 i
Tunisia 747 | 134 | 778 | 151 | ena | 124 The resuits are shown in Table
Uganda esa | 208 | s87 | 178 | 4s3 | 181 3.2. Firstly, the highest mean
Zambia 510 | 230 | 430 | 180 | 360 | 170 achievement scores in the
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three learning areas are 77, 78 and B0 for Life Skills, Literacy and Numeracy, while the lowest Dl'lag
are 47, 30 and 36 respectively. Secondly, in the majority of countries the student performance SCDPES
are the lowest in Numeracy as compared to their scores in Life Skills and Literacy. Cornparisons of the
highest and lowest mean achievement scores across the three learning areas show a 29 mean-pumt
score difference in Life Skills [between Malawi the highest, and Senegal the lowest], a 43 mean~pnmt
score difference in Literacy (Tunisia being the highest, and Malawi being the lowest), and a 24 mean;-
point score difference in Numeracy (Tunisia being the highest, and Zambia being the lowest). It |s
worth noting that the relatively big differences across countries in Literacy are accounted for by the
medium of instruction and learning among other factors. Countries whose learners have their mother

tongue as medium of instruction and learning, namely Tunisia, Morocco and Madagascar, Dutper-'_
formed the others in most learning areas. Mauritius, the overall fourth performing country is an exc:ep-

tion to the rule where instruction and learning take place in two foreign languages slmultanenusly

narnely, English and French. u\-j

A closer look at the within-country learner performance profiles in the three different learning areas:‘i
shows more complex, but revealing patterns. The three highest achieving countries [Tunisia, Momcaqf
and Mauritius) do not always perform at equally high levels in all three learning areas, A similar'.;
concern exists for the profiles of the three lowest achieving countries (Niger, Senegal and Zambia]j
which also reveal fluctuations in performance across the learning areas. A controversial picture is"\’:
found among the remaining five countries. Nearly all countries have a high between learner per‘fmr*m-":f'
ance difference in Numeracy and Literacy, while nearly half of them have much lower differences in Life‘;‘;
Skills. In the latter case, the results of the previous MLA surveys are confirmed. There are smaller'?
differences between learners from the different countries in terms of their performance in the Lifelll,.]
Skills learning area than in the Numeracy and Literacy learning areas. These salient features from the
regional analysis further support reservations concerning rigid across-the-board applications of edu-
cation policy “solutions” undertaken in Africa. Unfortunately, this policy rigidity continues to persist‘]?
through support from both external and internal educational role players.

The inconsistent patterns of learner per-
formance observed across the coun-
tries and between the three different
learning areas point at one constant.
This staterment should be supported by
the results of the path analysis in Chap-
ter Five. More attention shauld be given
to curriculurn planning, teacher educa-
tion and training, and textbook develop-
ment to identify only a few areas for in-
tervention. Teaching and learning out- |
comes are not only influenced by the
specificity of a particular country, its
teachers and learners, but equally by
the specific characteristics of each and
every learning area. '

-
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How Learner Performance Differs Across Each Learning Domain in the
Different Countries

Further analyses of the learner performance profiles are needed in order to provide guidelines for
teaching and curriculum development in the specific learning areas. ‘The MLA Surveys have serious
concerns about the role of examinations in failing and passing students without proper diagnosis of
their different capacities and weaknesses. For this reasan, since 1992 considerable emphasis has
been given to the development of domaing of learning in order to generate mare halistic and compre-
hensive assessment procedures. A number of actors in every country were called upon to develop,
pre-test and validate a whole battery of test iterns for every domain in each learning area. Conse-
guently, following a eriterion-referenced approach as mentioned earlier, specific items were developed
to measure every domain as one single unit of mastery learning. This process was based on the
principle that most pupils should know at least 50% (MML] or 70% and above [DML) of the content in

TABLE 3-3: LEARNER PERFORMANCE PROFILES BY COUNTRY AND BY LEARNING DOMAIN

Mean per domain
Literacy Numeracy N Life Skills
ey | sonsin | e | Woting | Numbars | M | Ganmanry |ty | Cuee® | Seree)
Botswana 700 3530| 4804 270/ B30 340 54.0 34.0 E9.0 48.0
Madagascar 530} 720| 4801 560 | 490 32.0 430 80.0 720 760
Malawi Qa0 370)| 350 23.0| 420 43.0 470 78.0 80.0 700
Mali ga0 | 570 | 435 453 | 341 499 483 bB.2 58.1 oc8
Mauritius 8BGO0 | 880 | 70| 430 B1.0 817 51.1 260 66.0 550
Maorocco 7688 | 987 ] BB | 579 472 558 706 516 653 | 568
Niger B8 | B05 | 432 | 327 358 4285 45.8 46.2 487 485
Senegal 752 | 4841 487 | 361 | 288 294 384 478 48.4 406
Tunisia /45| 814) /84| V7B B33 548 703 70.2 786 721
Uganda BOO | B20] S00 | 470 487 476 ek 58.4 G663 &4.0
_Zambia 720 4501 4580 ( 280 | 360 350 370 520 520 4810

each domain (the strict minimum at a given grade and time for every iearning area). Life Skills car-
sisted of three learning domains - Health, Civics and Environment, Science and Technology, Literacy of
four learning domains -Vocabulary, Reading Comprehension, Grammar, and Writing: and Numeracy of
three fearning domaing - Numbers, Measurement, and (zeometry. The definitions, properties and
procedures for constructing the domains have been already elaborated on in Chapter 2 and rmore
detailed information is given in Appendix B, Tables 1 and 2.

A detail analysis of the learner performance profiles across the 11 countries should offer more appro-
Priate yardsticks for educational decision-making. implementation strategies and corrective measures
for the assurance of quality education far all. The more specific the results, the more relevant the
ohservations and recommendations for actions become, The results in Tables 3.3 cen be used for this
end. We have chosen to report only the major policy-relevant trends here. Firstly, students from the
different countries performed consistently high or low in specific domains for given learning areas. In
Life Skills, higher perfarmances are recorded in the Civics/Environment domain; in Literacy the Vo-
cabulary domain is higher; and in Numeracy, the Geormetry domain reflects a higher performance. A
similar trend appears of lower perfarmance for Science and Technology in the Life Skills learning ares,




TABLE 3-4: LEARNING IMPROVEMENT INDICES BY COUNTRY AND BY LEARNING

DOMAIN
. Coefficient of variance for aach dumam
theracy Numeracy : Life skills
Voeabulary Ez:’ﬁ":‘: Grammar Writing Numbera M:f::tr& Grometry Heatth g::’:f'snﬁ
Botswana 0.29 n.3e .65 0.&7 032 0.48 0.41 c.31 0.35
Madagascar | CEB 0.35 n.54 0.43 041 075 047 G.18 0183
Malawi 0.52 0.46 0.66 0.91 138 049 057 022 021
Mali 0.20 0.42 .58 057 Q.57 0.49 0.48 045 0326
Mauritius 0.28 028 .49 0.57 35 043 0.40 0.33 0.4z
Meorocen 0.38 0.04 0.34 042 a7 0.45 0.31 038 026
Miger 0.34 0.5 n7a 086 .51 0.60 .54 0.47 038
Seneqal 042 0.46 067 167 050 0.54 061 0.35 0.41
Tunisia 0.36 013 029 023 034 044 0.34 0.23 013
ganda 0.31 0.3% 0.48 .58 (BFY 047 0.4 0.34 D.38
Zambig 0.42 0.44 065 089 0.83 057 nee 0.50 ps2

showed marked differences between the countries. In Life Skills, for example, the highest mean achiewe?;'r'
ment score [BO] was found in the Civics/Environment domain for Malawi and the lowest one (40) nc,'a
half as much, in the domain of Science and Technology for Senegal. In Literacy the highest mean‘:
achigvement score was found in Reading Comprehension for Morocco [98) and the lowest in Gram-:?:
mar for Malawi (23], and in Numeracy, the highest mean achievement score was observed in Gaom-'f;,
etry (71] for Morocco and the lowest score, in Measurement for Madagascar (32). |

Needless to say, there is much more to report on this regional analysis, but the aim is to allow coun- .'T

trigs to understand where their strengths and weaknesses are in the attainment of quality learning for * q

all by using such benchrmark measures. Other important features of the learner performance pr‘oflles“?
in the different domains are presented in Table 3.4. The results show that there are very high be
tweerkstudent variations at the domain level. These point to the fact that quality education for all can ,f |
only be ensured on the condition that educational role-players can properly understand the dynamics
of the teachingprocesses where learners remain at the centre as & target for any interventions, be it
at the curriculum, teaching, and learning environment level. The evidence shows that not a singie fr
country has been successful in maintaining the expected balance in the trade-off between equality of
educational opportunities and quality learning at the level of the domains, The following example serves
to illustrate the point. In Morocco the coefficient varies from 0.04 in a given darmain (Reading Compre-
hension] to & coefficient of 0.47 in an another dormain [Numbers). In Madagascar the coefficient varies
from Q.18 in the Health domain to a coefficient of 0.7% in the Measurement domain. 4

Educational surveys of the MLA type can produce very crucial information and empirical evidence for the
better of the humankind. In some of the Eastern and Southern African countries, a special emphasis on o
HIV/AIDS was given in the 1939 MLA survey. It formed one of the domains in the Life Skills Test. Box 3. 1
provides the information on HIV./AIDS from this survey.
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The empirical evidence obtained from this regional 1988 MLA survey for Africa offers serious chal-
lenges to conternporary pedagogy, learning and education, as a whole. k addresses serious concerns
about the state of comparative educational research and studies. For the sake of our learners, sys-
tematic and continuous learning assessment schemes are needed in most educational systems at all
grades and educational levels, in order to capture - and meet - their varying needs and difficulties in all
the learning areas and domains. Failing or passing our children does not justify what is learnt and what
i not learnt. There is a need to understand the dynamics in teaching and learning so as to establish
what and how each of our learners must be better taught so that she/he can learn to optimise and
not minimise her/his learning potential and attributes.

BOX 3.1 KNOWLEDGE OF HIV/AIDS TRANSMISSION AND
PREVENTION BEHAVIOUR

information on how HIV/AIOS is spread and prevented is critical for any learner in Africa. The Life Skills
tests posed several questions to ascertain knowledge about how HIV/AIDS is contracted, how it is
spread and sexually related behaviours, which are linked to the prevention of HIV,/AILS. While the
tablg above indicates that the highest awareness is in Malawi and Uganda, and the lowest awareness

is in Zambia and Botswana, it is evident that a significant percentage of iearners still do not have

MEAN PERCENTAGE SCORE FOR LEARNERS REGARDING THEIR KNOWLEDGE OF THE SPREAD
AND PREVENTION OF HIV AIDS.

Country Knowledge Mean (%] sD. I',:I\E’ ?':;ﬂ':gil[;@
Botswana 403 21.1 251
Malawi 728 224 14.8
Mauritius 534 =28.2 (]
Uganda 856 2.8 95
Zambia 47.2 314 19.1

information they need regarding the issue of HIV/AIDS.

A high percentage of learners were awars that HIV/AIDS could be contracted through exposure to
the blood of another person. It is, however, still disturbing that & substantial percentage did not know
this [i.e. Botswana 31%, Malawi - 30%, Mauritius - 43%, Uganda - 36% and Zarnbia 45%). Regarding
learners’ knawledge about how HIV/AIDS is spread, only 17% in Botswana, 75% in Malawi, 46% in
Mauritius, 63% in Uganda and 45% in Zambia indicated that they were aware that HIV/AIDS could be
spread through the sharing of needles. The results indicate that there is & great need for HIV/AIDS
education among learners. Additional research will certainly provide more comprehensive infarmation
about learners' knowledge of HIV/AIDS, how it is spread and how it can be prevented.

Success in striking the optimal balance between equity and gquality education for all is often obscured
under the guartitative number-game agenda that perpetuates educational inequalities. Educational
systermns can either breach or reinforce these inegualities. From the Jomtien perspective, the assess-
ment of learning achievernent across gender, regional and school environments is more a hurman right
and a necessity than simply a need for stocktaking. The previous sections provided us with a clear-cut
picture of the regional between- and within- country differences in lsarming achievement, followed by an

Aveessing Learner Performance: Eduity - Cluality Trade-offs g,
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outline of learning achievement in the different learning areas and learning dornains. Attempts wers
rmade to provide some empirical evidence so as to answer guestions about how to use regianal analy-‘
ses to address concerns and interests and to point towards country-specific educational policies and
strategies ta meet the needs of African learners. In the present section, we shall move a step further
towards the sources and causes of good or poor guality of education for all. It should be noted that ta
date several 1999 MLA surveys (e.g. Angola, Burkina Faso, Cameraon, Comoros, Cote d'vairs, South
Africa, and The Gambia) are stil in the phases of data analysis and reporting. Similarly, al! availabia
MLA 1993 survey data on personal, socio-sconomic, linguistic, and cultural background of learners are
not presented here for two reasons. Firstly, this regional report is just the beginning of a longterm
process of data collection, analysis and report- writing. Secoridly, the background characteristics, proc- i"
esses and learning environments as well as their impacts on learner performance need some further
analysis beyond those to be presented and discussed in the next chapter. Lastly, it is expected that
greater detail will be included in the national and sub-regional MLA reports.

Gender Disparities in Learning Achievement E
Many surveys of learning achievement have dernonstrated over the years that girls outperform boys
at lower grades while boys outperform girls &t the upper grades. Girls usually excel in Literacy while _:‘
boys do better in Nurmeracy. Being a successful learner, a girl may bring tremendous benefits to :
herself, her family, and society in the various areas of education, economy, health and human develop-
ment as & whole.
The main results of the gender analyses of the 1999 MLA survey data are presented in Table 3.5 while ."'

TABLE 3-5: GENDER DIFFERENCES IN LEARNER PERFORMANCE

Difference in overall mean score per country

Boys Girls OIF Sig
Botswania 45.8 508 40 0o
Madagascar 557 563 06 D2
Malawi 532 493 33 0o
Mali ag2.2 45.4 2.8 0.0
Mauritiug 53.0 BO.G BB 00
Morogeo 62.0 52.1 0.1 08
Niger 414 426 1.2 02
Senegal 455 44,8 07 0.1
Tunigia 712 7.2 0.0 1.0
Uganda 50.9 59.3 a& 02
Zambia 407 414 0.7 ne

the detailed ores are given in Appendix C. The general trends emerging from the detailed results show

that Tumisia consistently stands out as the highest achiever with 71% for girls and boys respectively.
The lowest mean achievement scores only vary between countries and between girls and boys, e.g.
43% and 41% in Niger on the global scores; 47% for bath girls and boys in Life Skills in Senegal; 34 %
and 35% in Literacy in Malawi: and finally 38% and 37% in Nurneracy, in Niger. It is important to nate
that the gender differences are either small or non-significant, while comparisons of the between-
country differences show as large as 37 mean score differences. In 4 out of B countries boys do
slightly better than girls on the overall results. Statistically significant gender differences were found
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for boys in Botswana, Malawi and Mali and for girls in Mauritius.

A closer look at the benween-countfy observations of gender differences across the three learning
areas, shows that gender parity in learner performance in the lower grades of African basic education
is more present than ever [see Appendix C). Statistically significant gender differences with mean
score point differences of 2 and above are in favour of girls in all three learning areas in Botswana, and
in Mauritius and Tunisia for Literacy. In the case of boys, the same trend is observed for all three
learning areas in Malawi; in Literacy in Uganda and Tunisia; and far Numeracy in Uganda.

Pointers and recommaendations for gender parity in quality basic education for all in Africa are many as evi-
denced through the 1989 MLA survey results. Gender parity in learner performance at the lower grades of
basic education is an achievable goal. Gender differences are statistically non-significant in the major-
ity of the reported observations across countries and by learning areas. (ne of the greatest chal-
lenges for girls and the education of women in 21% century Africa are the actions required to replace
the thearetical vision of gender parity for all types and forms of education, This will represent an ever-
lasting value added to African educatian and to humankind as & whale,

Urban-Rural Disparities in Learner Performance

Several decades of school survey research studies in the developing world have constantly confirmed
the fact that the school as an institution has helped to reproduce and reinforce regional inegualities in
learner performances as a result of general inegualities (ecanomic, social, cultural, demographic and
linguistic] between- and within- regions. The 1999 MLA surveys have data by regions/provinces/
districts and four regional strata (urban, semi-urban, rural and rural remote) for most participating
countries. Countries were advised to prepare and to present their national reports in accordance
with this common stratification principle where appropriate. The urban-rural dichotomy was choosen
instead of a continuum for this regional analysis as the reduction of between-country ruralurban dis-
parities is a precondition for reducing within urban and within rural disparities.

TABLE 3-6: RURAL-URBAN DISPARITIES IN STUDENT LEARNING

Difference in overall mean score per country

Lrban Rural oIF Sig
Botswana 493 47.4 24 0.o0
Madagascar B2.8 540 B.8 0.00
Malawi 53.2 511 2.1 Q.00
Mah 543 4.8 B5 0.00
Mauritius B2.8 57.2 =1 Q.00
Morocco E4.2 GO 4.9 0.00
Niger 428 417 12 0.01
Senagal a6 6 440 26 Qoo
Tunisia 731 BB G 7B Qo0
Uganda CaTA RS 59.4 0.5 17
Zambia 453 47.8 74 0.00

As it is often argued, the urban learning environment, e.q. a literate milieu with greater access Lo
social, cultural and economic facilities and services, produces a high performing learner while in the
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TABLE 3-7. DISPARITIES IN LEARNER PERFORMANCE BY TYPE OF 5CHOOL

rural situation, a ‘poor’ performing learner. In developing this nurture-nature debate, the 1999 MLA .
surveys may have their own stories to tell. Table 3.6 summarises the extent to which learner perform- ' .
ances differ between urban and rural areas of the 11 African countries. One major finding from the
detailed results (refer to Appendix C) is that the observed gEndEl" disparity patterns are often repro.
duced in the urban-rural disparities across these countries, However, urban school children outper. '}

formed rural school children overall and in all learning areas. In only & out of the 33 valid observations,
the urban-rural differences are statistically non-significant. The predominantly rural African countries,
showed how far and distant is the realisation of urban-rural parity vis-A-vis quality education for all,

Urban-rural parity in learner performance must remain a top-priority policy intervention in all countries

surveyed. It would not only enhance parity, but would also create the value that is added in order to success- :‘:
fully reduce, among ather things the existing gender and socio-econemic inequalities armong  Africa's =;;
present children, future youth and parents. Revitalising Africa’s education hopes must go hand in 3
hand with appropriate corrective measures for redressing urban-rural disparities in learner parform- 4

ance, while simultaneously boosting education growth in bath quantitative and qualitative terms. This
should serve as an open agenda for action at national, regional and international educational policy-

making levels. Otherwise, Jomtien 19900's goal for quality education for all will leave Africe befora it has

even arrived on the continent.

Disparities in Learner performance. by Type of School

Despite the variety of definitions of what makes a school public or private and of what makes education
a free or a paid service; the most common categorisation still used is public versus private. In some
countries, however, public school children have some fees to pay and private schools are partially or
heavily state-subsidised. A striking feature of the public-private school difference is that it reflects rather
accurately the socio-economic status difference of the two student population groups. Emphasis on
academic excellence, stringent disciplinary behaviours, managernent leadership and style, among other

things, are what makes the two types of schools more or less effective in terms of learner perform-
ance.

Difference in overall mean score per country :
Public Private DIF Sig
Botswana 48.3 724 -24.1 0.0
Madagascar 53.E 51.9 B.3 on
Malawi 51.3 575 £.2 0.0
Mali 495 534 -3.3 0.0
Mauritius 594 56.56 3.2 .0
Moracco 613 7.0 = 0.0
Senegal 445 502 -5.6 0.0
Uganda LB 6 69.6 -11.0 oa
Zarmbio 40.5 57.4 - -16.8 0.0

The detailed results of the regional analysis of learner performance by type of schoal [public and
private] are presented in Table 3.7 and in Appendix C. It should be noted that in both Niger and Tunisia,

private schools were not sampled in the 1939 MLA surveys. In the majority of the 1999 MLA surveys in
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Africa, private-public differences in learner D"Dfl
performance are statistically significant, *'".—'
Botswana private schools have three of the w} o
four highest rmean achievernent scores (72,
g2, 75) for the overall three learning areas,
Literacy, Life Skills and Numeracy respec-
tively. The highest score in Malawi private
schools [B1]) is in Life Skills, Senegal public
schools has three out of the four lowest "

mean achievernent scores {45, 47, and 38 |
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public schools had the fowest (34) in Literacy. Taken as a whole a very high mean difference of the size
of 24 points separates the lowest achievers from the highest achisvers. The only exception to the rule

for the overall three learning areas, Life Skils
and Nurmeracy respectively} while Malawi

is Mauritius where puhblic school children outperformed private school children oversll and in all three
learning areas. The same trend was observed in the 1984 MLA survey in Mauritius, half a decade sgo.

The adaptation of schools to children instead of children to schools, is an indisputable chalienge of
guality education for all which needs to be re-sddressed and further emphasised by educational plan-
ners and frontline educational agents of change and innovation. School effectiveness may not always
need as many additional economic resources as compared to the different soft resources - such as
discipling, working in a reinforcing collective milieu, partnership and commitment to guarantee excel
lerce, and conducive managerial leadership - which can boost learning. Private schools often have
the advantage of having both the additional economic resources and the soft resources. Learning
from what makes schools more effective may serve to reduce learning achievement differences ob-
served between learner attending public schools and learners attending private schools,

THE 1992-1998 MONITORING LEARNING ACHIEVEMENT [MLA]
SURVEYS IN AFRICA: REPEATED LESSONS TO BE RE-LEARNT -

This Joint UNESCO-UNICEF International MLA Project has been successfully implemented in 15 dewalc:ping
and developed countries across the globe during the period 1892-1988. All of therm were national surveys
with country-specific design, instrumentation and analyses. The majarity of these countries have published
their national reports and have had broad-based consultations, seminars and workshops for integrating the
experience learnt inta concrete reforms and changes in policy, surriculurn, teaching, and teachinglearning
processes. Having started with five pilot countries in 1982 (China, Jordan, Mali, Mauritius and Marocco)
the MLA project is now a movement with a national critical mass constantly empowered through different
capacity building modalities in order to institutionalise a monitaring system for quality improvernert in edu-
cation. In its second phase, the MLA project proposed to each participating country a global framework for
action. The Handbook “Monitoring Learning Achievement - Towards Capacity Building " {Chinapah, UNESCO
1997) basad upon the experience and lessons from these first five pilot countries has been produced,
printed and disseminated across the world. ‘

The second MLA group consists of 12 additional countries. They are: Haiti, Lebanon, Kuwait, Mazarmbigue,
Nigeria, Oman, Rodrigues Island of Mauritius, Sao Tome and Principe, Slovakia, Sri-Lanka, Sudan, and Tanza-
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nis (Zanzibar). Several lessons can be drawn from the experience accrued during this period. Many
countries have chasen to benefit from the MLA global framework and its country-specific approach. In
several cases, such surveys focus on a specific grade [e.g. Grade | in Slovakia] or on different grades
over a period of time [e.g. China, Jordan, Kuwatt, Lebanon, Mozambique. Maracco, Oman, Slovakia and
Sri Lanka). The endresult makes the moritoring of the quality of education into & flexible and continu-
ous process. Thus, it could be said that those countries using basic learning competencies were acting
within the spirit of the mandate of the Jumtien resolution which requires each nation to set levels of
learning competence and devise mechanisms for monitoring the attainment of these levels.

The national ownership of the MLA project became an irmportant slement of further capacity building. strength-
ening and sharing. It also became a “think-tank” mechanism for national, regional and international network-

ing and maobilisation of available human resource expertise to keep the movernent a sustainable one. As an . §

ilustration, the present Africa regional MLA report is entirely prepared by a pool of African resource per-
sons under the guidance and support of UNESCO and UNICEF,

To conclude this chapter, we have selected the major trends from the 1992-1 998 MLA rational SUrveys in
the Africa region to cornplement the results presented and discussed in the foregoing sections. Six African
MLA surveys were carried during this period: Mali {1994), Mauritius (199.3), Morocco [1993], Nigeria
(1995)], Mozambique [1885] and Sao Tome and Principe (1997). The detailed resuits have besn reported

in the respective national reports and often used in the MLA global reports and working docurnents for j:

capacity-building workshops.

TABLE 3-8; 1993-1998 MLA COUNTRIES. SOME SELECTED RESULTS

A summary of some selected results from the 6 African MLA surveys conducted during the period
1992-1998 is given in Tahle 3.8. The disparities in learner performance betwesn boys and girls,
between urban and rural schools, and between public and private schoals followed the same patterns _ i
as the ones observed later in the 1999 MLA African surveys. Girls perform equally well as boys and. :;:
the differences are in most cases statistically non-significant, Statistically significant differences were
observed between urban and rura! students and between learners attending private schools and‘:!;;
learners attending public schools. The between-country differences across the learning areas show
the following trends: (1) the differences are consistently the highest for the private as opposed to _:".

public school children, e.g. as high as 15 and above mean-score point differences observed in Mauri-”"
tius, Morocco and Nigeria; (2) children tend to be less discriminated due to their gender, schaool loca-
tion and school type in their performance in Life Skills than in their performance in Literacy or Numeri-
cally, e.g. the largest discrepancies are found in Mauritius and Morocco and the lowest ones in Mali;
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MEAN SCORE NUMERACY LITERACY UFESKILLS ]

DIFFERENCE | "Girat | Boy | puke | ol | Boy | Busbe | mucar- | oo | punee|
Mali P37 41 | 38 01 1.0 3.2 0.9 -0.4
Mauritius M8 41 37 L 118 31 |52 | ap | 08 | @8
Maroeeco 136 1.4 19.8 1811 2.8 189.3 15,4 8.0 13.2
Nigeria 47 | 05 ' 133 | 58 1.4 17.8 40 0.2 12,5
Mozambhigue 07 | 45 | | 35 08 - 1.1 RE -
Sao Tome & Principe, 80 | 11 | | 127 33 | - R97 | 45 -
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and [3) from an eguity-quality trade-off, both Mauritius and Morocco which have relatively higher levels
of achisverment as compared to other countries still require much effort to redress the large between
learner differences dus to gender, schoo! location and school type. These tendencies confirm the
results and explanations provided in the previous sections,

EFA 2000 Assessment is turning into a movement, as has been the case of the MLA for some years
mow. In this chapter, the rmajor between- and within- country differences in learner performance were
reported, assessed and discussed in the light of quality education for all and more specifically, the
Jomtien goal for countries to attain or surpass a defined level of learning achievement. Knowing the
differences is a first step towards knowing the root-causes of such differences. This will be the pur-
pose of the next chapter in which the environments of teaching and learning in the 1399 MLA surveys
in Africa will be described and critically examined.

It is important to recognise two other initiatives within the African region, which are also using the
survey design methodology to monitor learning achievernent. These are the Southern African Cansor-
tium for Monitoring Educational Quality [SACMER) and Program d'Analyse des Systernes Fducatifs des
pays de la CONFEMEN [FASEC). The first started in 1993 to focus on the inputs into the educationsal
system and also the reading achievement of pupils of the upper primary school level. it has grown into
a fifteen-member organisation covering countries in both Southern and Eastern Africa. It has also
expanded its assessment programme to include primary Grade B and assessment of English and
Mathernatics. The second, which is an initiative of some Francophone countries, started its operations
in 1883. Its main objectives are to carry out assessment of the level of achievement of pupils in their
gecond and fifth year of primary school in Mathematics and French. There are nine participating coun-
tries,
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CHAPTER u
TEACHING AND LEARNING CONDITIONS

In this chapter, the teaching and learning conditions at home and in school of the learners surveyed arg
presented and discussed with a view of ascer'taln- SLTE

ing the influence on learning achievement {see =
Chapter 5). Data are gathered from the following

survey instrumerits: the Learner Questionnaire, the §|
Parent Questionnaire, the Teacher Questionnaire
and the School Head Guestionnaire. All four ques- I
tionnaires elicit inforrnation on both background W | w}
characteristics of the targeted groups and on the 8
environmental conditions for the teaching and
learning processes.

The results are presented either in the form of percentages or in the form of “index scores” that wer
specifically constructed from the set of variables derived from these questionnaires, The process entalled
first selecting a set of variables that could be grouped conceptually. Then values were carefully allocated r.o
each of the set of variables in such a way that a composite indicator could be produced. The process of 3
construction of each indicator is explained in Appendix A.

LEARNER BACKGROUND

There are generally acceptable gender balances among learners from most of the participating cuuntries‘f

(Table 4-1), the exceptions being Senegal and Mali with markedly higher enralment among male learners. 3

The learner age of six years is the generally accepted standard for first year school enrolment in most

African countries. Based on this starting age and assurming that a learner does not lose years through

repetition, she/he could be expected to be aged nine years in Grade 4. With the exception of Maur'mlus

(mean age 8.7 years) the entire learner sampled is on average ten years or older in Grade 4 (Table 4-1). The ?
Botswana sample has a mean learner age of as high as ‘13 5 years which is unusual. A further analysis nf
the data from Botswana may be needed in the national r*epar*r. E
A striking feature of most African educational systems is that the quality of the education offerad is strongly 5
determined by the status and nature of the language policy and practice within the country. A critical factor (
in the progress of learners is the degree to which the hame language is the same as the language df}:
instruction at school. In instances where the home language is the same as the language of instruction,
learning is reinforced directly. The learner can freely communicate what she,/he has learnt at schoaol, in the
hame environment and her/ his learning is more likely to be directly reinforced through interaction with all
members of the family. Teaching and learning in the mother tongue of most learners is a rare educational
phenomenon in Africa. As shown in Table 4-1, very few children have either English or French as their home
language which is the medium of instruction and exarmination for the majority of learners, either all through- 3
out or at higher grades of their schooling. The proportion of homes where the language of instruction 3
(English ar French) is the same as the home language is highest in Zambia and in Senegal. This in effect
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means that for all the countries participating, the overwhelming majority of learners between 75% and

g0% have tolearn in a language other than their horne language. It must be noted, however, that while the

language of instruction and home language in Morocco and Tunisia is Arabic, the table only presents infor-

mation on whether French is spoken at home in these two countries,

TABLE 4-1:GENDER, MEAN AGE, HOME LANGUAGE, ATTENDANCE AT PRE-SCHOOL
CLASSES & PARTICIPATION IN SCHOOL SPORT AND CULTURAL ACTIVITIES

— Gender % Home Language | Attendance at Participation in
= Mean Age | English/ French pre-school school spart and
Boys Girls [%) classes (%) | cultursl activities (%)
Botswana 50.0 50.0 13.5 B3 E 345 526
Madagascar 51.2 4B8.8 11.4 5.8 F 25.3 75.4
Malawi 500 =00 12.4 104 E 24,1 774
Mal 54.4 455 114 18.4 F 31.4 308
MaLritiug 47.5 ne.n 87 88 ESF 7.4 g7z
Morocco 506 49.4 1.8 188 F 708 36.7
Niger 526 474 107 148 F 56.2 24
Senegal 577 423 118 23.2 F 56.6 23z
Tunisia b2B 472 105 189 F 484 265
Liganda 50.7 4893 10.7 18.9 E 488 717
Zambia A8.4 50.6 110 2E.5 E 477 60.6
F=French
E=Ennlish

Most school survey research has clearly shown the strong influence of pre-schooling on learner per-
formance. It is also argued that the availability of pre-school classes is sssociated with reduced repeti-
tion rates and lower average ages in any Grade. Serious between country differences are observed

FIGLURE 4-1: PERCENTAGE OF PUPILS PASSING GRADES
AT FIRST ATTEMPT

Zamhia
Uganda
Tunisie |
Senagal
Niger
Maroceo
Mauritivs
Mali
Malawi
Madsgascar

Botswana

0%

65

79 | 79 |
o o4
20% A0% B0O%

BO%

100%

Grade 1 CGrade2 Grade 3 OGrade 4]

o]

amaong the African coun-
tries surveyed {Table 4-1).
Far example, 97% of the
Mauritius learners at-
tended some pre-school
classes, whereas only 24%
of Malawi learners had
been to pre-school classes.
A rather similar trend is
gbserved in the betweaen-
country differences for par-
ticipation in school sport
and cultural activities, i.e.
as high as B7% in Mauri-
tius and as low as 22% in
Niger. This could imply that
schonls in the latter tend
not to offer opportunities

for sport and cultural ac- -

tivities after school. Such
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highly varied characteristics among the learners surveyad clearly explain the marked bet\zvean-cuuntr-y:f‘
differences in learner performance observed in Chapter 3. ‘

+

The number of years a learner spends in grade is an important statistic, since repetition is a key source of Q_‘

inefficiency of an education systern. A reduction in repetition rates ensures that improved efficiencies are 3
achieved without necessity for greater financial inputs. It is reassuring to note that the percentage of learn-
ers passing each grade at the first attempt is relatively high for all countries, This means that repetition
rates are relatively low for all grades and for all countries (Figure 4-1). Mauritius has the highest pass rate .“,
at first attempt while relatively higher repetition rates are experienced in Malawi and Madagascar. It |s
however, important to nete that in some countries the principle of autornatic promotion is applied, thus
learners are promoted to the next grade without having to repeat.

HOME BACKGROUND

The home background characteristics and conditions of the learner often determine her/his educa—jf
tional career. From the 1999 MLA survey in Africa, the key home background characteristics and ;
conditions are discussed. The capacity of learners to concentrate and extract the maximurmn value
from their school experience is severely reduced if they have not received an adequate food intake. ‘.
Therefore the regularity, number and adequacy of meals received by lesrners in a school day is of
critical importance to raising efficiencies in the utilisation of school opportunities, No matter how small,
the percentages of learners wha indicated that they did not receive any food with regularity are a
cause of great concern (see Table 4-2). Significant proportions of learners in Mali, Uganda and Zarn ‘3
bia have no more than ong rmeal daily while the majority of their counterparts in the other countries J

have two or more meals daily. Such disparities must be considered when comparing the level of learner :
performance between countries.

The home environment of learners while they are attending schoot is impartant in securing support. for their ,:
schoolwork. The physical presence of both parents in the home is of particular importance in this respect
(Table 4-2}. High praportions of the Morocco and Tunisia learner groups stay in households where both par- 3

ents are present. In contrast, only 40.7% of Botswana learners indicated that they live with both 4
parents.

TABLE 4-2: MEALS PER DAY & PUPIL ACCOMMODATION DURING SCHOOL TERM

Meals per day o Pupil accommuodation during school term %

No meals One m;él Two meals or | With both With one Otheror | 4

. ___morg parents parent hoarding |- 4
Botswana 26 204 77.0 40.7 452 131
Madugascar 19 AR RE BO.O BG.1 125 244
Malawi a0 219 7581 68.4 206 109
Mali 3.0 8506 1.4 763 87 134
Mauritius 1.7 13.5 84.0 778 158 5.4
Mareooo { 2.0 120 8E.0 212 58 an
Niger 1.1 54 8934 781 114 86
Senegal i 1.5 5.0 83.5 B3.1 61 123
Tunisia 0.4 gz 816 a1.0 a6 12
Uganda 47 28.0 56.3 6.5 2848 147
Zambia 38 40.8 55_d _B29 o Eifl 109
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“ The distance that a learner has to "

wravel to schoalmust be considered "
in developing a picture of the extent
to which she/he can take advan-
tage of the schoaling oppartunitiss
svailable to her/him [Table 4-3).
For a learner who has to walk some
distance to schoal, it is important
that she/he receives adequate §
food for nutrition and energy at

home.

The distance to school as meas-

ured in time travelled may have an effect on the time a learner can spend at school. Longer travel time
implies less time available for extra-mural activities. Travel time can be drastically shortened if the
household has either its own vehicle or the financial resources to put the learner on some form of

TABLE 4-3:SHOQL ACCESS INDEX, MODE OF TRAVELLING TD SCHOOL & PUPIL
ATTITUDE TO SCHOOL AND TEACHER INDEX

Pupil Attitude to

Schoot Actess Index Modes of travelling to school [%) School and Teacher
Index

Mean sSD Walk Bicycle Busz/Car Other Mean sD

|Botswana 4R 36 Bo0 | 22 55 23 44 10
Madagascar 46 1.2 85.2 2.3 53

Matawi 5.1 32 gB.3 1.6 1.7 0.4 4.9 1.0
Mali 25 2.3 528 37 16 2.1 4.8 035
Mauritius 38 30 7.7 1.5 353 5o 49 0.4
Moroceo 32 25 BE.D 28 29 8.4 49 04
Niger 2.3 19 95.6 2.7 1.1 16 4q4.7 07
Senegal 2.1 1.8 898 42 5.0 Dy 48 08
Tunisia 35 2.5 891 28 23 1.8 4.7 (33
Uganda 50 3.2 920 31 4.3 bD.7 49 05
¥Zarnbia ' 5.2 34 g7.2 23 a7 0B 48 035

public transport, With the exception of Mauritius, between B2% to 96% of learners in the participat-
ing countries walk to school while low numbers utilise other modes of transportation .

In order to develop @ measure of the relative ‘difficulty’ or ‘ease’ of access to schools in the participat-
ing cauntries, the School Access Index was calculated from learners’ self reports of distance and time
fram schoal [Table 4-3). Composite scores ranged from O to 10, where a low score implies easy access
and a high score increased difficulty in moving to schon!, The easiet access was reflected in the score
for Senegal [2.1) while highest difficuity in access is reflected in the score of Zambian learnsrs (5.2}

Information on the general attitude of learners to school and on the levels of support they receive in the

househeld can assist in understanding their learning achievement scores. Since positive attitudes of learn-
ers to their school can influence their levels of performance, an Attitude to School and Teacher Index
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was constructed [Table 4-3). A range of scores from O ta 5 is gl
determined where higher scores implied more positive attitudes il
to school. The index reflects a uniformly high level of positive atti- calt
tudes to school across all the learner groups in the participating

countrias,

HOME LEARNING SUPPORT

There is sufficient evidence today from both developed and develop- ‘
ing societies that guality of education requires the strong suppart
from the home of the learners. School ar other educational institu- -

tions alone would nat be able to guarantee an acceptable level of
educational quality. Some key variables are chosen here to describe
the home learning support from the data of the 1999 MLA surveys.

As shown in Table 4.4, there are marked variations among the Afri - ;
can countries regarding home learning support. The practical application of lessons learnt durin
school hours in the form of homework is an important element in the learning process. Thus it i
important to track the regularity with which teachers set homework, High percentages of learners |
Mauritius receive hormework regularly from their teachers whereas the lowest one is found in Niga
which is more than 10% lower than the next country average. o

TABLE 4-4; INFORMATION ABOUT HOMEWORK

i
Households Pupil reasons given for being unable to do homawark ' |
Teacher sets "::ﬁ,r:ui?;?hf Looks after : j
hnm::wurk helps pupils brophers or | Melps parents vaig:cfisn Pﬁ\i;;nv;;t e B
(%] with gisters (%) (%) (%) ‘
homewark (%) (%] i N
Botswana BS.2 7B.6 487 B52 487 512 |4
Madagascar BG.1 50.9 370 93.8 B1.1 ”
Malawi B3.4 a70 27.1 531 259 250
Mali 87.0 58.2 27.0 428 215 281 | %
Mauritius §7.0 749 200 52,9 35.4 305 |3
Mérocca 867 56.9 178 573 6.3 182 |3
Niger 72.0 58.5 460 56.0 519 433 | 4
Senegal 8759 : BO 6 437 B5.5 a7z 36.4
Tunisia 838 718 23.7 475 52 84
ganda 86.5 57.3 57.2 223 G0.E 470
Zarnbia e L A 763 R I 530 | 4

R
'l

Learnars’' response to the guestion on whether there was someane at horme wha could halp with their

homework ranged from 57.0% to 78,6%. For all the participating countries approximatsly 60% or *
more of all learners indicated that there was someone in their home to assist with homework, The:":;’j
nature and type of assistance, however, is not known. This is a crucial issue that needs to be ad- 'f:
dressed. Support at home for schoolwork has been found in @ nurmber of school surveys, as well as in }
this current analysis [See Chapter 5] to have a positive impact on learners’ learning achievament. k-

Sercchrg arid Learmng Conomons



Homework provides the opportunity for learners to practise the newly acquired skills at schoal. How-
ever, homework is not necessarily prioritised after school far certain groups of children because there
are other activities reserved for out-of-school time. It is therefore important to establish the extent to
which homewark patterns are affected by competing activities. Learners' allocation of time to activities
other than school related work can reveal patterns in demand fram parents for assistance in house-
hold chores, in childminding, or in their own choice of recreation options such as playing with friends,
watching TV or listening to the radia (Table 4-4). Significant percentages of learners in Uganda indi-
cated that they engaged in childminding, while in Madagascar many learners indicatad that they helped
their parents in the household. These percentages suggest that traditional childhood roles take up
learners’ time after school. In this regard, a gender breakdown of the allocation of such responsibilities
would be of interast.

The education levels of parents influence the extent to which they are predisposed to support the learning
development of the children in the home. Parents with higher education fevels frequently manifest greater
canfidence in their ability to support their school-going children at the psychalogical level. Also, higher paren-
tal education levels refiect that parents are academically capable of providing such assistance. Parental
education levels have constantly been found in most educational surveys to be a decisive factor affecting
learner performance. The Parent Education Index gives a combined indication of the education levels of
both mather and father [Table 4-5). Scores for each learner's household could range from O to 8 with &
higher score indicating higher education levels of both parents. The mean parent education level in the
Parent Education Index reflects a range between Moracce [1.25) and Mauritius (4.8). The countries with
lower scores need to consider ways in which they can either increase adult education levels or compensate
for low levels through initiatives directed at making schools and teachers more supportive, The impact of
this index on learner performance and quality of education for all is pertinent. for the between- and within-
country differences.

The extent to which learners engage in out-of-school reading is directly influenced by the availability of read-
ing materials in the horme. The quantity and variety of materials available will reflect parental reading pat-
terns. Thus learners from homes where parents engage in reading of greater quantity and variety have a

TABLE 4-5: PARENT AND HOME BACKGROUND INFORMATION

Parent Edueation Home Reading Home Learning Parent Opinion About
* tndex Material Index Support Index __Educatian Index

Mean 5D Mean 5D Mean 5D Mean 5D
Botswana a5 23 27 | 18 70 06 5.4 08
Madagascar 16 1.0 - - - - -
MMalawi 27 1.8 2.4 1.5 8.3 23 2B 07
Mali =0 2.5 1.5 16 5.3¢ (wl=] 23 0.4
Mauritius 4.8 1.5 24 16 7.4 25 2B 0.7
Maraceo 1.3 243 3.4 34 3.7 2.1 2B 0.7
Niger 38 =.0 1 QA 50¢ 1.4 24 0.4
Senegal 1.7 2.1 17 2.1 2.4° 1.0 29 03
Tunisia - - - -
Uganda a8 2.2 258 1.7 6.6 21 =.B 0.7
Zambia as 1.2 20 15 71 2.9 09 ufs
* Range 0-12 - T

"Range 0-6B
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correspondingly high opportunity to read and to model parent reading behaviour. The Home Haadm
Materials Index provides an indication of the quantity of learning materials available in the home [Tap

4- 5] Jcores can range from O to B where higher scores 5|gn|fy graat‘.er variety and ava:labmty .3'

access, or perhaps thraugh the subsidy of books and newspapers to schools.

The Home Learning Support Index provides a picture of the interest and involverent displayed by parent;.si

in school activities of their children [Table 4-5). The questions that maks up this index include the fr‘aquenni

with which parents or other household members participate in school activities, discuss the progress of thé

child with the class teacher and discuss schoolwork with the child. This index praduced a range from 0 tc'i

18 whera higher scores indicate a more supportive household learning enviranment. The mean scores uri;
this index for each country were grouped in the lowar third of the possible range of the Index, which sugf
gests that there is considerable scope for parents and other members of the household to support schnnf‘;

guoing learners.

The extent to which parents are positively oriented towards the education of their children is impur‘tant:.fﬁ
Parents who place a high value on education will be committed to ensure that their children stay at schuql'f
as long as possible and receive maximum benefit from the experience. The Parent Opinion About Eduaa’-:f
zion Index was constructed to provide an indication of the extent to which parents value the importance uf,.}:
education for the future of their children [Table 4-5). The index ranges from 0 to 3, with scores closer to 3
indicating a strong positive attitude towards education. The table providing mean values for parents by.:
country clearly indicates that parents in all countries highly prize the educational experience that thBir‘j’"
children receive. Parental belief in the value added by education for social mobility and fruitful career of their.f
children is a weltknown fact. What parents tend to overlook is the importance of home learning support t;n

FIGURE 4-2: ACCESS TO INFORMATION INDEX
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learning and for achieving quality of education for all,

Access to information in various printed or telecommunication media broadens the opportunity for

learners to absorb information, to read and to increase their knowledge base. information access

g b L

potentially enriches their learning experience. The Access to Information Index (Figure 4-2) is con-
structed to reflect the different modes of information available to learners in their home and neigh-
bourhood environment such as: access to radio, TV, video, computer, telephone, books and magazines
in the horme, and a local library. The index ranges from O to 7 where scores closer to 7 imply relatively

el Tl Tk b

high access to information. The average score on the Access to Information Index is highest for homes

el

in Mauritius [5.1) and lowest for homes in Madagascar (1). The low mean score for a number of the
participating countries implies that the average households in these countries have low access to

Y e

information sources that could support learner schoolwork. This in effect means that learners are
dependent on the school as the main source of their information needs.

Gl i, B - ey B

A reinforcing literary environment can boost learner performance and quality of education for all. it is not
enough to assurne that learning takes place only within the four walls of the classroom. In simply describing
the results from the analysis of the home environments of learning in the 1998 MLA African countries, an
important elerment is being addead. The march for quality education for all can only be achieved if parents and
communities are empowered to play the role they can and should in this process.

il ot b Ol bt

| TEACHER BACKGROUND

1 . The guality of the learning environment at schoo! depends to a large extent on the quality of the human
1 resource capacity available. Teachers are the most important hurnan resources and remain the backbone
* of any educational systern. The background characteristics of the teaching force in terms of age, gender,

- TABLE 4-8: AGE, SEX & NUMBER OF YEARS OF TRAINING OF TEACHERS

Lot

4 . Age Categories [%4) Sf.f (%5} Training [Y6]
. 4 or mora
[ B | G e | e | S e Sy
é Botswana g6 | 731 a53| 204 | 796 | 112 | 408 oa | 151 | 250 78
| Madagascar | 16 | 477 50| 544 | 456 | 41 | o2 - - 57 -
i IMelowi 00 | o8BS 191| e84 | 518 | 16 | 778 26 | 127 15 a7
] Mali 16 | 418 57| 776 | 224 | 239 418 8.1 12.9 3.2 0.0
q 5 |Mauritus oo | 432 568! BOS | 398 00 | 760 23 | 132 23 B.2
i " Moraeeo 00 | 590 a10| s62 | 438 | =28 | 468 | 182 4.4 g2 | 27.3 o
§ oo [Neer 00 | B2s 175| 375 | 625 - - - - - - g
’4 © [Senegal na | sad 308| 764 | 236 | 134 355 15,8 5.5 5.6 47
1 [Tunisia 0o | 781 218| 533 | 467 - 498 208.9 17.5 - 15
i Uganda oo | 296 104 583 | 417 34 237 19 440 a1 205
Zambia 14 | 653 333| 242 | 758 | 132 471 1.5 32.4 2.9 29
* Information not available
L+ qualifications, experience and language can directly and indirectly influence the teaching and learning %@ﬁ

Processes, and henceforth learner parformance.
As regards teacher age of the teaching force from the 1998 MLA African participating countries,
Niger, Malawi and Liganda currently have predominantly young teachers in service with over 80%

Cehoaling nnd Learning Contitions



between the ages of 21 to 40 [Tabie 4-
§). Countries with ageing teaching

populations are Mauritius, Mali and .-“
Madagascar with over half of them
oider than 40 years. Marked differ-
ences are also found in terms of gen-
der balance, with female teachers in R
Botswana, Zambia and Niger in a clear
majority and male teachers in Mali and
Senegal in the majority. The between-
country differences in teacher age and
gender observed here may be of significant relevance to between-country differences in learning achieve- 3
ment.

Tescher trafnimg is a key input in improving the quality of teaching. In order to develop a picture of the
training background of teachers in the participating countries, the percentage of each graup which
had received one or more years post secondary training was calculated (Table 4-8). This revealed that

TABLE 4-7: TEACHER EXPERIENCE '

- Teaching u:‘:’;;::;r lcngth in Years teaching Grade 4 YBM:J:-L;??:;;E;F the -+
Mean sD Mean sD Mean S0

Botswana 115 88 25 21 47 B0
Madagascar~ 17.4 RO - - : B0 16.4
Malawi 131 22 124 283 a5 oop |8 |
Meali 148 100 an az 45 as (W |
Mauritius 189 8.6 41 4.0 41 29 ’
Marocco 193 a5 9.0 7.5 5.7 sa |
Niger 17 08 13 05 13 07 |

‘Senegal 109 B a0 28 58 58 |l
Tunisia 128 78 3.1 2.0 B 50 (4R
llganda Bl F.6 31 24 43 3.1

lg_ambia 12 ER] 3.4 ) 4EI ‘ 0o , C_]D__.
*Question not includegd far Matlagasc: bl

Malawi, Mauritius, Madagascar and Mali had low proportions of teachers with post-secondary qualifi-
cations, How these important teacher-related characteristics would influence the level of learning .‘;
performance between countries is an interesting question to be considered for the region as a whale. 3

In terms of teaching experience, in the majority of participating countries teachers had between ten j
and twenty years of experience, except for Uganda, Malawi and Niger where mean teacher experience
wae 8.1, 7.1 and 1.7 years respectively [Table 4-7]. For mast teachers, their experience in teaching
Grade 4 was considerably less than their total teaching experience. This implies that there is high
teacher mobility between Grades over time, Malawi has the most stable teaching group with high .
average experience overall, high average experience in teaching Grade 4 and long service in their
current school. Of considerabie interest is whether the characteristic of stability observed for Malaw
teachers could have any effect on the learning achievarment level of their learners.

B
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TABLE 4-8: TEACHER SUPERVISION

[ ' How often supervisor ohserves teaching [56)
Not at all Once a year Twice a year A least ;Il_';ie times a

Botswana 0.0 84 14.2 774
Madagascar 46.4 S267 -
Mnlawi 8.4 15.2 5.8 707
Ml 11,1 15.9 85 63.5
Maurisius 32 3.9 17.1 762
Maorocoo 2.8 7.2 19.0 7008
Senegal 70 21.8 17.56 5325
Tunisia 2.2 21.2 17.5 59.1
LIganda 5.9 33 18 Ba0
Zarnbia 7.8 10.9 12.5 63.8

* at least once & year

The quality of teaching is influenced by the extent to which teachers engage in a process of evaluation.
Support for teachers through observation by a supervisor is an essential feedback in the teaching
practice. Such observation also serves to ensure acceptable levels of accountability in the teaching
force. It is encouraging to note that high levels of supervision are evident in most participating coun-
tries, especiafly in lUganda, Botswana, Mauritius, Malawi and Morocco where more than 70% of teach-
ers are observed by supervisors at least three times a year. The proportion of teachers who are "not
supervised at all” ranges between zero and 11% in the participating countries [Table 4-8]. it must,
however, be noted that the high levels of supervision could include within-schoal supervision as wall.

The teaching corps is a valuable national resource, as mentioned earlier. Trained teachers rapresent a
significant social investment and their levels of motivation and career commitment are of concern to policy
makers. Therefore an indicator of the predisposition of teachers to leave the ranks of teaching is of interest.

FIGURE 4-3: PERCENTAGE OF TEACHERS WHO REPORT THAT THEY WOULD CHANGE
CAREER
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Teachers were required to indicate whether they would change to another career if they had thei:
opportunity. The fact that in 5 countries mare than 50% of teachers indicated willingness to Dhange"':
career is a matter of concern [Figure 4-3). A

The findings here clearly point to the need to critically examine teacher conditions, teacher promotion
procedures as well as inservice training needs and support. 3

TEACHING CONDITIONS

The availability of a range of teaching and related equiprment, supplies, furniture, and various forms of printed “
media for teachers and learners is critical in facilitating the process of teaching and learning world wide,

TABLE 4-3: INFORMATION ON CLASSROOM AND TEACHER The rapidly tightening fi- §
RESOURCES nancial constraints on Af- 4

Classroam Teacher Guide Learning Materials | rican education are well §

F -t I i o ":

urniture Index Available Index Index known. In addition, the 3

Mean 5D Mean s0 Mean sD high . ¢ i

va i roportion of re- 3

Baotswana 4.9 1.2 20 1.2 4.7 1.3 Fy high prop ) 0 e':j'

Madagascar a5 1.4 34 13 15 gg | Gurrent expenditures that ;

Malawi 18 13 3.1 1. 35 12 | is allocated to teacher

Mali 45 08 =X 1D 49 0.7 salaries saversly restricts’ 3

Mauritius 59 3 1.4 1.2 5.0 10 the funds available %o im- §

Marocea 4.3 05 R7 1.4 52 16 | prove classrogm and"ji

NigEF‘ 3B 1.7 2.0 Q.62 3.8 0.8 teachep resources. :
Senegal 5.1 1.1 2.6 1.5 3.4 1.4

Tunisia 48 c4 S 0.8 i The availability of sufficient

Uganda 3.4 1.4 25 1.2 4.4 1.2 . .

_ basic furniture for the use j

Zambia 3.8 15 27 1.1 4.1 1.9

of learners and for the use §
of teachers [e.g. desks, ta
bles, and chairs) produces an enabling physical ervironment that can facilitate the teaching and learn- j
ing pracess. An index based on teacher ratings of sufficiency of six basic classroom furniture items'fc
[chalkboard, teacher chair, teacher table, learner desks, learner chairs and cupboards) was cunstrucr.ed_.:;],-
The Clessroom Furniture Index can range from O to B where a high score indicates higher levels of
furniture availability (Table 4-3). The mean country scores on this index range between 1.8 for Malawi
to 5.9 for Mauritius. Such low range of scores, which also include Uganda, Zambia, Madagascar and‘:‘,h
Niger, suggests that classroom furniture supplies need to be improved. :‘

The availability of learning materials is a minimum condition for enhancing the quality of the teaching and__:;
learning process. The Learning Materials Indsx is created to give an indication of the availability of learning ",,
materials for use in the teaching and learning process [Table 4-9). it includes the availability of chalk, teacher-
made wall charts, learner-made wall charts, commercialmade walll charts, learning aids from the environ ‘_‘-
ment and exercise books for learners. A scare of one is allocated for the availability of each of these items
which produces & possible range from O to 6, where a high score indicates that a variety of lsarning mate-
rials from different sources are available. Teachers fram all countries besides Madagascar indicated that
there is adeguate availability of such materials. 4
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shers’ guides represent a potentially
frl:ant gource of information and sup- :
or teachers. This is particularly the ' ‘ p——

13 T ek 0 - AAnLL] -

LR
na 44

= for teachers working in schoals that o -w JF s e

—_

|ocated in isolated rural areas who will
have as ready access to suppart, su-
kision snd teaching meterials as thair ‘
an counterparts. The Teachers' Guide i ey I
iability Index focuses on the availabil- ' : e
.of teachers’ guides in the core Grade 4
‘ ject sreas of Numeracy, Literacy (Eng-

on is pertinent for the analysis of the influence of teachers’ guides on learner perfarmance between

g participating MLA countries.

“The class “chalkboard” has been identified as a critical resource for sustaining adequate teaching and

N

giearning interactions. The provision of all physical equipment to secure levels of high quality learning cannot
{ lways be achieved in significant numbers of schools in developing countries. For this reason education
searchers have attermpted to identify those critically important supplies that must be secured to ensure
aching and learning of acceptable quality. Questions from the Teacher Questionnaire that refer to the
IGURE 4-4: CHALKBDOARD AND CHALK SUPPLY

0 Chalkboard Available




availability of chalkboards and chalk have been extracted from the questionnaire [Figure 4-4), ngﬂ
percentages of teachers reported the presence of chalkboards [ 97%] and higher availability levels i}
all participating countries, with the exception of Niger which reported 81% availability. Availability Qf
chalk was also relatively high with a percentage range of 88% or better.

TEACHERS’ WORK ENVIRONMENT AND ACTIVITIES

Ready access to a range of re-
TABLE 4-10: AVAILABILITY OF TEACHER RESOURCES sources and services enables
INDEX AND TEAGHER ACTIVITY AFTER teachers to enrich their classr‘oom -
SCHOOL INDEX
Availability of Resources | Teacher Activity after | teaching through exposure to pro- §
Index School Index fessional development courses gt
Mean 158 Mean S0 teacher in-service training institu-
Sotawana 7 jIE 50 ® tions and through utilising library
Medagascar 1.4 0e 29 1.1 . 3
Melawi 19 9 23 14 and dedicated teacher resourcs
Mall 57 19 4g 10 centre facilities to enrich their class. 1
Mauritius 17 11 ag 11 room teaching. The Avaiability af_‘-:'f
Maorocco 12 0. A6 1.7 Teachar Aescurces Index is deval
Niger 0B 05 o6 1.8 oped in order to provide an indicaéz_‘;
Senegal 05 1.0 45 1.3 tion of the extent to which teach- §
Tunigia 12 0.4 3.3 10 ers have access to such opportuni- |
Ugandn 1B 11 a3 15 ties {Table 4-10). With & possible |
Zambia 1.8 LEC TN B 15 | range from O to 4, a high score in- |

dicates that a variety of teacher-ori-
ented resources from different sources are available. The country means range between 0.5 for Sen-
egal to 2.7 for Mali. These nationall results clearly show the marked differences between the countries
surveyed. Even though the in-depth within-country analyses of these indices have yet to be released, it
i5 clear that greater emphasis should be given to the improvement of access to teacher resources so
as to empower teachers to positively influence the teaching-learning environments of children.

TABLE 4-11:PERCENTAGE OF TEACHERS ENGAGING IN ACTIVITIES AFTER SCHOOL

HOURS
Type of Schoo! A::tiuitigswAftur* School Hours - .
Country Adminiﬂstr‘al;inn I?;ﬁﬁ’:;:;:: Dng:?;::g/ culrg*:;:lar ?sg?:i?r:gl Me[t.:.lz]ngs
) (24) (%) (%) act{n;gl}:les ]

Botswana | 452 1000 9B 928 85.3 913
Madagascar ! 4P .4 875 ao.4 25.3 13,1 455
Malawi 23.1 g5.73 775 807 68.3 826
Mali 452 100.0 g8z 60.5 457 G696
Mauritius 1.8 83592 21.3 441 297 313
Maorocco 36.3 59.4 988 68.4 632 B0
Niger 2158 B8 7082 27.8 26.7 443
Senegal 14.5 - B 24.5 23.0 285
Tunisia 17.9 100 855 30.0 o000 758
Uganda \ 580 93.9 g5 71.4 58.8 722
Zambia 417 1000 69.3 67.7 G148 763
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The extent to which teachers engage in school related activities after school hours is a strong indica-
tion of teacher commitment to their learners, schools and the profession. The Teacher Activity after
School Index is constructed through reference to teacher involverment in administration, lesson prepa-
ration, marking learner exercises.; extra-curricular activitiss, remedial teaching, and school related

meetings after hours [Table 4-10). This structure produces a possible range from O to B with a high

FIGURE 4-5: PERCENTAGE OF SCHOOLS WHERE TEACHER ABSENTEEISM OCCURS
HARDLY OR NOT AT ALL

100

score indicating greater cormmitment. Niger has the lowsst score and Buotswana has the highest one
on this index.

The most common after-school activities of teachers are preparation for teaching lessons and mark-
ing and correcting learners’ work (Table 4-11). The allocation of time by teachers during the day to

activities other than teaching is of strategic importance.

FIGURE 4-6: PERCENTAGE OF TEACHERS WHOSE WORK 1S AFFECTED BY TRAVELLING
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Teacher absentesism :
Teacher absenteeism can represent a major threat to the continuity of learning of learners especially‘
where this occurs on a relatively frequent basis. High levels of teacher absenteeism from school ca

slse add significantly to the levels of demand on those teachers who are present at school, as they are.
frequently called upon to take up extra workload, In order to develop an indication of teacher absen-“
teeism levels, the percentage of schoals where absenteeism levels are rated “hardly” "any” or "not at.""
all" by the school head is celculated [Figure 4-3). Higher percentages for Moroceo, Madagascar,
Senegal and Tunisia indicate that teacher absenteeism is not a major problem, Teacher absenteeism -:;
is more of a prablem in Mauritius and Botswana where only 33.3% and 37.5% of principals respec-
tively could say that teacher absenteeism occur "hardly” or "not at all”. As a proxy for measuring quality
of education for all, this information is of great interest to policy makers and the teaching cormmunity "'-
as a whole.

For teachers whose homes are far from the school where they work, the time spent travelfingto and from :'f
school can represent a severe drain on the time that they can make available for teaching-related activities .
after school hours. For this reason, it was considered important to establish to what extent travel time is a
factor that affects
teachers. As can be TABLE 4-12: MEAN AGE OF SCHQOL HEADS

seen, the necessity to

4t _ Mean so Minimum Maximurm
spend time traveling Botswana 50.05 7.08 36 54 4
affects more than one Madagascar 4545 8?0 23 87
third of teachers in |najgwi 4065 8.01 21 62 i
nine out of the eleven | Mali 4726 .87 29 70
participating countries |Mauritius 53.20 3.52 47 59 E
[Figure 4-5), There are |Morocco 53.21 543 35 64
also marked differ- |Niger 41.51 2.86 30 a4
ences between coun- | Senegal 4282 g78 22 =¥
tries, thus dermonstrat Tunigia 48,88 6.19 32 60
\ . {Uganda 41.86 750 25 B4
ing how complex Afri- |- ‘
l._ri_ambla 4476 £.53 0l £5 56

can education really is.
Any regional plan to
provide quality education for all will need to take into account such types of analysis on a between- and
8 within- country basis. Further in-depth analysis of these data sets will provide greater information.

SCHOOL HEAD BACKGROUND

The effectiveness with which the school manage-
ment tearn fulfils every day functions, provides over-
all leadership, and motivates the entire school com-
munity depends to a considerable extent on the‘
background characteristics of the school head.
This section discussed the school head age, gen-
der, qualification and experience.
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he age of the school head is important because this characteristic provides a general measure of the
'amount of experience that school heads have in education (that is assuming that she/he has not
gpent some time in another profession). If a group of school head has & high mean age this can be
_ interpreted positively to imply that she/he has accumulated much experience. However, an ageing
b § % school head group can also imply that they will need more in-sarvice training especially. if new ap-
proaches to pedagogy or management have been introduced through government palicy. The mean
i ages of school heads in the participating countries ranged from 40.65 in Malawi to as high as 53.21

FIGURE 4-7: GENDER OF SCHOOL HEADS
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) in Morocca, In Mauritius, Maerocco, and Botswana the average age of school heads exceed 50 years.
It is noteworthy that in Madagascar and Mali. some school heads are seventy years and older. Finally,
it should be noted that in some countries school heads assume that position of responsibility at a very
young age (21, 22 and 23 years in Malawi, Senegal and Madagascar respectively]. This, howeaver, must
be viewed in the context of the schoal location, size and type.

Gender of TABLE 4-13: SCHOOL HEAD QUALIFICATIONS

School Heads Edu:;t:nl:mal Pﬂ[r:l;sry EEG‘C[!;:;HW ngggizzé &g}st ?g’t;:’er
i The results from the |Botawana 44.4 492 3.8 3.2
‘- earlier gender break- |Madagascar 135 798 87 oo
f down of teachers |Malawi 3.1 95.9 09 0.0
; have shown marked |Maii 5.2 816 9.2 a1
) differences from |Mauritiug 18 81.2 7.0 0.0
! country to gountry. |MOroceo 6.1 785 16.4 QD
The gender of the Niger ’I”/.'.I 783 37 0.0
1’ school headis of inter Sen.e-gal 4.9 67.5 26.0 1.8
! ] ] Tunista 0.0 BO” 12.3 8.1
: Bét. especially in cases Uganda a5 408 147 P67
‘ where the majority of | zompia 58 797 101 43

T T




school heads are of the opposite gender to that of teachers. In every participating country, the pe‘f
centage of female school heads is far lower than the percentage of fermale teachers (Figure 4-7),
In anly two countries, Madagascar and Botswana, there are maore fermale school heads than maléﬁ}
schoal heads. This observation clearly shows the gender bias in school management and leadership ;
African educational systemns. it may indirectly serve as an important focus point to promote not only’
girl's and wormen's education, but also the status of girls and women in African setting into the E'Iat;ﬁ
century. Still rmuch rermains ta be done in this regard. .

Educational Qualification
The educational gualification of school heads can serve as an important indicator of the quality of the '3;
school human resource and leadership. it is assumed that school heads with higher levels of qualiﬁca—;
tiorn should be better equipped with higher-order type of management skills, This would include the :"‘-
capacity to interpret and implement national education policy, as well as the capacity to develop and
sustain school level governance and administrative systems and procedures. What is immediately
apparent from Table 4-13 is that in three countries, namely Botswana (44.4%), Niger (17.1%) and,';

2

Madagascar {13.8%] the proportions of schoal heads with only a Primary Schoal level qualification is _
high. The proportion of countries where school heads have a Secondary qualification ranges as high
as 96.9% in Malawi and 91.2% in Mauritius. However, it is alsa important to took at the overall propor- 3

TABLE 4-14: SCHODL HEAD EXPERIENCE

No of years as head No of years as head
Current School Other school |
Mean sD Min Max Mean S0 Min Max

Botswana 552 4.33 1 19 9.24 2.85 ] 25
Madagascar 7.1 714 1 41 4.08 £.88 D 33
Malawi 3.81 2.89 1 18 4,73 G.da 0 ==
Malt 5.85 2.88 2 19 474 2,436 0 13
Mauritius 218 1.73 T 10 255 213 u] 8
Marocco 501 503 1 52 8.75 7.48 o) 52
Niger 14,46 828 1 38

Senegal 4.80 482 1 24 4.58 8.70 0 24
Turisia 5.23 4749 1 22 B.138 763 u] 33
Lnanda 4.24 342 1 a5 8498 7.37 1 35
Zarnmbia 4,27 3.30 1 18 5.18 5.28 0 21

tions of school heads who have either a University or post graduate level gualification. In this regard
Senegal (26.0%) has the highest number of school heads. These great variations in educational quali-
fication of school heads clearly mirror the marked between-country differences in their educational
standard, leadership and managerial capacities.

School head experience

The critical importance of the experience of the school head has already been referred to above. The
information on how long school heads have been in their current school serves as an indicator of the
stability of the leadership at the institutional level. Most school heads have a great desl of experience
as evident from the total years of experience as school head in current and in - other schools. For most
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chool heads, however, their experience was gained at other schools. The mean number of years
ce in the current school, which is aver 4 years for all school heads besides Malawi and Maurt-

experien
s, suggest some stability in this profession.

" The school teaching and learning environment in Africa varies considerably frorm schoals which have a
ange of physical resources at their disposal to schools which are forced to make do with the barest
* minimurn, for example, teaching outside in the sun with only a tree for a shelter. The physical envirark
“ment of the school with reference to the extent of the land on which it is located, the shape and desigr
of the school building and

TABLE 4-15: SCHOOL FACILITIES classrooms, and the avail
ability of essential ameni-

. ‘Schoo! Building Index | Lack of Amenities Index o5 uoh 5 watar elactic
Mean sSD Mean 5D

Botswana 19 10 13 13 ity and toilet/sewerage fa-
Madagascar 183 153 3.31 106 | vilities are extremely im-
Malawi 0.8 1.0 ng 13 portant. These bhasic
Mali * - - 13 1.2 school characteristics will
Mauribius 2.4 1.0 1.4 1.2 either enable or constrain
Moracea™ : - 18 o8 the range of learning-re- -
Senegal 0.3 07 14 10 lated activities both in- and
Tunigia 18 a3 & 11 out- of the classroom that
Uganda 'S i 18 M learnars can engage in
Zambia 1.7 1.3 1.1 15

during- and after- school
*Questions not inciuded in gquestionnaires hours. For this reason, the
physical amenities available at the school are presented in tarms of the extent to which they facilitate

the teaching and learning process of learners,

§
i

:.|

Some schools will have a variety of rooms available for special purposes such as workshops, staff
rooms and offices. A school building, which has a broader range of rooms available, represents a more
supportive environment within which the school staff must work. The school building index therefore

W e

gives an indication of the type and range of physical facilities available in the schools. Scores can range

from O to & where & higher score indicates a greater range of rooms available for teaching and

ini i . The | Is that
TABLE 4-18: SCHOOL SHIFTS administrative purposes e index reveals tha

Single Double | Triple/ Multiple

schools in Mauritius score highest on this index

) (%) %) (%) | whereas schoals in Senegal score lowest.
Botswana G2 378 0.0
. Madagascar G1.8 g2 oa It is impartant for the broader physical environment
Malawi B3.3 B.2 7.8 of the school to meet the broader curriculurmn and
b Mauritiys gR.a 1.8 0.0

recreational needs of the learners. Physical

5 Maroson RR.S 558 21.8 amenities such as the availability of a playground,
' MNigezr 53.0 20.8 1.2 ,
: spurts equipment, and land for a school garden
| Senegal B4.6 141 1.3 broaden th . eivities both in
- n the scope of learmear activities
Unanda a1.7 2.9 5.4 can broade P e
| Zambia 183 304 4g.2 and outside of school hours. In order to establis

g
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TABLE 4-17: SCHOOL S51ZE

Tatal School Enroiment lack of amenities indax wag constructed where Sc"
Mean | SD | canrange from Oto B. Accordingly, the higher the s "
Botswana 5108 3076 on this index the grester the need for supplying:
Madagascar 3277 331.3 arenities. Schools in Malawi and in Tunisia revea)’
Maiaw) 8080 8744 greatest need for the supply of basic amenities.
Mali 4350 ~37.8 . . : i
! the high between-country differences are on theg
Mueuritits 500.8 3505 . ] J
. indices should be emphasised.
Muroceo 4927 2057
Niger . 4295 23809 .
Senegsl 500.97 4000 In same countries, where there is a lack of avanlabﬂ
Tunisia anR 5 1888 of physical resources in relation to school demand, &
Uganda 7440 41315 utilisation of existing school buildings and resnurc:e';
Zambia 8014 Gr0.3 maximisad. This has been done by |ntroducmg str-af

limit the [JDSSIDI'IEIBS for in-school and out-of-school extra-curricular activities. What is startling is f:"j
high number of schools operating on triple shifts in Zambia (49.3%j] and Marocco [21.9%) while nt.he_
have little need far school shifts (Mauritius and Uganda). : ¥

School Size
The size of a schoal can influence the range and intensity of management demands on the schu,
head. In the participating countries, there was a considerable difference in school size ranging from’
mean of 358 in Tunisia to 808 for Malawi (Table 4-17). These observed variations among Afr'lca"
countries are quite startiing and suggestive of the importance of school size as a factor influencing th=
capability of schools to deliver quality of learning to all learners. ‘

FIGURE 4.8: PERCENTAGE OF SCHOOLS WHERE SCHOOL SAFETY 1S RATED AS PQOR "
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school Safety

cafety aspects are of crucial importance to schoal managers who wish to generate maximum use of
the school facility. If the safety of learners and teachers cannat be gusranteed, espemally after normat
schoot hours, then the levels of school and community usage of the facility will remain unacceptably
' Jow. Levels of school safsty are represented as a percentage of all school heads who indicated that
school safety was poor (Figure 4-8), It is clear from the data that school safety is of concern to signifi-
cant nurnbers of school heads in several of the participating countries. In Morocco, Malawi, Mali and
~ genegal significant percentages of schaol heads rated the safety of their schaol ENvironment &s poor.
" This information may serve as an indirect measurs of the seriousness of countries in promoting guality
~ of education for all.

' CONCLUSION

. The analysis of the teaching and learning environments at home and in school of the countries sur-
.. veyed in 1898 in Africa provides a unigue information base for educational policy-making in the years
to come. It has also served to identify and to highlight 2 number of important contextual factors and
veriables that can directly and indirectly affect the performance of learners. However, it is important to
note that the analysis provided in this chapter serves as a preliminary exploration of the vast amount
of data that is being collected as part of the MLA exercise. More indepth analysis will be conducted
and presented in further regional, sub-regional and national reports. There is considerable scope to
" further develop the analysis for between-courtry differences and withincountry differences in order to
expose the increasing importance of generating more conducive environments at home, in the corm-
munity, &t school and in the classroom. Out of such analyses further recommendations for providing an
education of quality for all in Africa will flow. The importance of these teaching and learning environ-
ments on learner perforrmance will be examined in Chapter 5 using path analysis with LISREL.
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CHAPTER 5 |
FACTORS INFLUENCING LEARNER PERFORMANC

Kriowing what children learn and under what conditions they are has been the major emphasis of th
foregoing chapters. The present chapter provides detailed analyses of the factors that influence 1ear'n'g;§
performance in the 1993 MLA surveys condcuted in 11 African countries. Path analysis [LISREL)
used for this purpose as it allows one to optimally understand the interplay (direct, indirect and tur,a
causal effects) between the many persanal and contextual factors on learner performance. In the f

section of this chaptsr, an overview of these factors and their sources is given. Thus the primary focu-
is on the specific processes to be employed for identifying those variables that may, or may not, have g 3
significant influence on the teaching and learning processes in general, and on the performance
lgarners in particular. It must be noted, however, that there ara many other approaches that can b
used to identify variables that influerice learner performance. o

o e AT ARy taa] e mnt e TSR 5

A concsptual model capturing the various factors influencing learner performance and the inter-rel
tionships is presented first. This model is built upon the results from the bivariate and rnultivariaf
analyses carried out in the 11 African countries of the 1999 MLA surveys. The most impartant predic:
tors on learning achieverment are retained for the path analysis with LISREL. The results from the]
LISREL path analysis are presented separately for every country with a view to identifying country-
specific factors and inter-relationships in influencing learner performance. This is then followed by a
cross-examination of the common as well as the country-specific determinants of learner perfnrmancg:
in order to relate the findings and implications to the decision-making processes at both national am?;lp;

regional levels.

FIGURE 5.1: GLOBAL CONCEPTUAL MODEL FOR FAETDRS INFLUENCING LEARNEH
PERFORMANCE
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LOBAL MODEL: FACTORS INFLUENCING LEARNER PERFORMANCE

the MLA project. all questionnaires were designad to elicit information an specific variables that
presentatives from participating countries regarded as important for an understanding of the con-

wextual background of learners in the school system {see Appendix B for more information). In order to
.fr:wm g better understanding of the various factors that influence learner parfarmance, different vari-
ables were identified based on previous research as well as on the knowledge and experience of the
quthors. The variables identified for analysis, which are noted below, are presented in terms of the
guestionnaires from which information was solicited.

Learner questionnaire

Learner characteristics {LC] comprise two variables: age and gender.

Home background {HBG) was caleulated from the following guestions: Do you have a meal before
coming to school? Do you have a meal after leaving school? Did you attend any pre-school classes?
Do your parents buy newspapers/magazines? Do you have a radio, telephone TV, video and,/or
computer at the place where you live?

Access to school {AS] comprises questions regarding how far away the school is and how long it takes
to get there.

Homework {HW] has two variables. The first is whether the learner is sometimes unable to do
homework because he/she has to assist the family, and the second is whether he/she is unable
to do hamework because of social/leisure reasons.

Attitucle to school and teacter [ATT) included questions that focussed on whather the learner likes
school, likes the teacher, learns a lot at school and enjoys learning.

N

Farnily education. leve/ (FEL] comprises guestions regarding the highest qualification level attained by
both the mother and father.

Home learning environment {HLE) focuses on whether there are books or magazines in the home and
whether parents are members of a library.

The Home learning support [HLS] construct focuses on whether parents participate in school activities
relating to their grade 4 child, discuss school work or progress with the child or the teacher.

> Socio sconomic status [SES] has three variables: (a) Does the family live in their own horme? (b] An

index that counts the number of amenities [running water, electricity, ete.) and (¢] a household
goods index (i.e. do they own & radio, TV, etc).

Teacher Questionnaire
¥ Teacher characteristics {TC) include background inforrmation such as age, gender, years in the teach-

ing profession and teacher qualifications.

»  Clgssroorn characteristics [CC] comprise those classroom voriables that have an influence on the

*

teaching and learning process, 1.e. whether the classroom was shared with learners of another grade

and the nurmmber of learnars in the class.

The Assessment practices (AP construct looked at the range of assessment methods employed
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by the teachsr as well as the frequency at which the learners were assessed.

& Avaflability of chalkboard {CHE] focussed on whether chalkboards were available for use by teag
ers.

& Schaool learning environment (SGLE] included the various facilities and resources available for use i
the teaching and learning process, e.g. wallcharts, etc. and whether alt the learners have exerciss
books to write in,

School Questionnaire
> School lacation and type {SLT} refers to: [a) whether the school was located in an urban or rural area!

to a police station as well as the status of abuse of learners by teachers.

Tests
»  Learner performance {LF]comprises the total mean scores for each of the three tests: (1) Life Skills,
(2] Literacy and [3) Numeracy in the 1399 MLA survays in Africa.

DETERMINANTS OF LEARNING PEFIFDFIMANCE AND THEIR INTEFI‘
RELATIONSHIPS

The global conceptual model (Figure 5.1} provides an understanding of the factors that have been
retained for further analyses of determinants of learning achievernents and their inter-relationships 3
from the 19939 MLA surveys in Africa. To ascertain the relationships between the selected variables i
and learner performance, the Pearson, tetrachoric, biserial and polychoric correlation coefﬂments 1
were calculated (depending on the type of variable, i.e. interval, ordinal or dichotomous] and examined - ¥
far each country. This process entailed merging the data from the different questionnaires for each .

country and disaggregating variables at the school level to the learner level {on which the analyses ¥
were done). Only those constructs and their respective variables that had significant correlation coef- ;
ficients with the test scores are retained for the LISREL path analysis. In total, 17 constructs were ;
identified for the path analysis.

E
Two problems were encountered while preparing the data for the path analyses in the different countries.
The first was that there were many rmissing déta for some of the questions (in some cases rmore than
30%). Such guestions were excluded from the path analysis. The second problem was that there was
very little variation in some questions, i.e. most of the responses (30% or more in some cases) fell in
one response category. Such guestions [variables) were also excluded from that path analysis since
these often are the cause of artificially high correlations, which would distort the true situation. :
The foregoing serves as an explanation why the models for the different countries are not the same: They
differ in terms of the number of constructs in the model and in the variables used to measure the con-
structs. :
Path analysis is a statistical technique that allows one to compare the direct, indirect and total causal 3
effects of variables in a complex systermn of relationships. This type of analysis can be conducted using "
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a number af different statistical software packages and methodologies. The LISREL model consists of
two parts: (6) the measurement made! used to specify the relationships between latent variables and
their indicators {observed variables), and (b) the structural model in which the r*elatio'nships between
the latent variables are specified. For each of the 11 MLA participating countries, the model that was
used was subjected to a measure of fi. Table 5.1 gives the number of chservations [N] in each country
that could be used for the path analysis, as well as the RMSEA (root mean square errar of approximation)
which is an indication of haw well the LISREL model fits the data. The well known Chi-sguared statistic
for model fit was not used as it is based on the assumption that the model holds exactly in the population.
This assumption may be unreasonable in smpirical research since maodels which wil hold approximately
in the population will be rejected in large samples.

TABLE 5-1 GODDNESS OF FIT OF COUNTRY MODELS

f"l v '
COUNTRY N AMSEA Fli-valu,? The RMSEA gives an idea of the
(closa fit) fit of the model to the popula-

Botswana 3087 0.082 0.9881 . . -

- tion correlation matrix [ad-
Madagascar 2087 D.os7 0.0599 - ctod far the d ¢
Malawi 781 0099 nopgy | usted for the cegrees of free-
Mal sag 0.094 0.0001 dorn). It is suggested that a
Mauritius 1429 0078 opaor | velue of 005 indicates 8 close
Moroceo ™ 3087 - . fit, and that values up to 0.08
Niger 583 Q.152 £.0001 represent reasonable fits
Senagal 742 C.001 0.9980 [(Browne & Cudeck, 192:3). The
Tunisia 1214 0.001 0.9983 pvalue in the table is a formal
ngan@a 30=8 0073 0.0001 test that the model represents
Zambia 710 0089 00001 a close fit to the population.

* No degrees of freedom for testing fit of madel

Country-Specific LISREL Analysis

This section examines the correspondence of the giobal model with the country-specific model of de-
terminants on learner performance in the 11 African countries that participated in the 1999 MLA
surveys. For each country, the results are presented individually using the respective path diagrams to
llustrate the significant and non-significant causel relationships. In these diagrams, solid fines repre-
sent statistically significant paths while broken lines represent paths that are not statistically signifi-
cant, In Appendix E, the direct. indirect and total path coefficients are given for each country as well as
the matrix of correlations between ali the constructs used in the model. Some details on the measure-
ment madel and the structural equation mode! of the LISREL analysis for each country are also re-
ported in Appendix E. Finally, sorme global as well as some countryspecific trends from the results of
these LISREL path analyses are reported.

BOSTWANA

The LISREL results from Botswana indicate that the predictors used in the model are capable of ex-

plaining some 20 percent of the variance in learner performance. It also shows the indirect and total
effects of some key predictors of learning achievement, namely the family education leve! and the type

Factors Deterrmining Learner Performance




and location of schools. The results from the path diagram in Figure 5:2 may be summarised ag
laws. The strong impsct of the home environment on learnsr performance in Botswana is manifestg
through the influence [direct, indirect and total) of learner’'s family educatian level and home b
ground characteristics. These findings support the fact that quality education for all cannat be Dptim;;
achieved without improvement in the home environmental conditions of learning. A similar tran 1
observed on the influence of school conditions of teaching and learning. In this madel, the type
location of school, as well as the school learning environment, are impartant determinants of Ieat‘ni'l‘
achievement. The assessment practices of teachers as weil as learner opportunities to do their hnnf;
work are significantly associated with feaerner performance. Last, it is important to note that the i_
and gender of the lsarners affect their performance in that girls and younger children in the popui
tion tested performed better than their counterparts, boys and older learners. The following diagra;_'
(Figure 5:2) shows the model and the path coefficients for Botswana. 3

FIGURE 5-2; BOTSWANA - LISREL ANALYSIS ON DETERMINANTS OF LEARNER
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The LISREL path analysis on the Madagascar data is revealing in many ways. Only five constructs [Iatent
variables) from the global model are retained for this analysis. Besides learner performance scores, -

the four predictors are: location and type of school; the learners’ socic-economic status; home |earn-

ing suppoert and family education level (Figure 5:3). These four predicters explain as much as 64 per‘-

cent of the variation in learner performance. As shown in the Appendix E there is a problem of multi- f'

i

colinearity, namely high correlation between some of the predictor constructs, specifically between

school location and type and socio-economic status. Since this may affect the whole analysis, the re- 3

sults from Madagascar must be treated with some caution. Much of the variation in learner perfor
mance emanates from the school environment and mediates through other predictors [direct, indirect
and total causal effects) which are all captured by the differences that are due to school location and
type. It is equally important to note the negative influence of socio-economic status, home learning

i
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support and family education lavel on learner parformance, which is caused by the problem of multi-
colingarity.

FIGURE 5-3: MADAGASCAR - LISREL ANALYSIS ON DETERMINANTS OF LEARNER
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MALAWI

The Malawi LISREL model explains 21 percent of the variance in learner performance [Figure 5:4).
Several constructs [latent variables) from the global model could not be retained in the Malawi model,
namely socig-ecanomic status, safety and security at school attitude to school and teacher, assess-
ment practices, home learning enviranment, and the characteristics of learners, their teachers and
classroom. However, the determinants of learner performance in Malawi re-emphasise the impor-
tance of the home environment of learning through the very strong impact of family education level
and home background characteristics. The school characteristics occupy an equally important place in
determining learning achievernent, narnely through school location and type: the distance and time to

FIGURE 5-4: MALAWI - LISREL ANALYSIS ON DETERMINANTS OF LEARNER PERFORMANCE
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get to schoal; and the school learning environment. The latter is measured by teachers' accesg
instructional learning materials and infrastructures [chalk, wall-charts, exercise books and other leé-
ing aids). It is also important to note the causal influence of possibilities to do homework on the Ie.'aph'
performance in Malawi. Again and again, the inter-relationships between the school and the hony
characteristics, contexts and processes are found to jointly predict differences in the learning achieb

ment and guality of education as a whole.

MALI

The results from the LISREL path analysis in Mali are presentad in Figure 5:5. The variables selected for t+
LISREL model explain 30 percent of the variation in learning achievernent of the Malian learners . The Mé
mode! consists of more than half of the predictors of learning achievernent selected from the global anaiysi”
It iz important to note that the predictors are from all four sources of information, i.e. questionnaires c:fth:
learners and their parents, teachers and school head teachers. The mast striking findings from the analysfd
in Mali are the very strong influences of socio-economic status, school location and type and teachery
characteristics on learner performance. Although not the result of direct causal effects, the level o
education of the family and the home background characteristics have some indirect and total cau
effects on learner performance. A similar feature can be associated with the strong indirect and tota

it e PRI e SR RN 3

causal effects of school location and school type on learner performance as mediated through r,h
other predictors of the LISREL model in Mali. Having more opportunities for doing hamework alsh_‘

teristics of the teaching-body on learner performance in Mali must also be considered.
FIGURE 5-5: MALI- LISREL ANALYSIS ON DETERMINANTS OF LEARNER PERFORMANCE
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MAURITIUS

The results from the LISREL path analysis together with the path coefficients are given in Figure 5:6.
The Mauritius mode! is more or less a full model as only five of the constructs from the global model,
namely attitude to schoal and teacher; learner characteristics: socio economic status, chalkboard and
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school learning achieverment could not be retained for the |ISREL analysis. The Mauritius model ex-
plains 44 percent of the variation in learner performance. The following trends are being observed,
First, the three mast powerful predictars of learning achieverment based on the 1999 MLA survey in
Mauritius are the education levels of the family, the location and type of school and the opportunities
for doing homework. Second, unsafe circumstances for teaching a.nd learning as measured by the
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W canstruct school safety and security seem to have a significant influence on learning achievemeant and
i quality of education as a whole. Third, the importance of reading resources on learning achievernent
i as measured through the home learning environment construct deserves special attention. Lastly,
several other predictors, namely the characteristics of teachers, classroom and homes, the assess-
ment practices, home learning support and access to school show themselves as weak predictors of
learning achievement in Mauritius.

FIGURE 5-6: MAURITIUS- LISREL ANALYSIS ON DETERMINANTS OF LEARNER
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MOROGCO

| Ag shown in Figure 5:7, the LISREL maodel in Morocco consists of only & few predictors of isarner
: performance. There are only five of them: (1] the location and type of school; {2) home background of
learners; {3) school safety and security; (4) learner's attitude to school and teacher; and [5) homework.
These five predictors explain 23 percent of the variation in learner performance in the 1999 MLA
survey in Moroceo. It is important to note the following trends frorm the Moroccan path analysis. First,
the variation in learner performance is very strongly determined by the nature of the safety and security
in Moroccan schools, Second, much of variation in learner performance that is due to other predictors
is mediated strongly through the location and type of schools attended by the learners in Morocoo.
Third, the home background characteristics of the learner play an important role in her/his learning

achievernent. Finally, weak but equally significant are opportunities for doing homework and learner's
attitude to school and teacher.



FIGURE 5-7: MOROCCO~ LISREL ANALYSIS ON DETERMINANTS OF LEARNER
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NIGER

The determinants of performance in Niger emanate mostly from the home and school environments
learning. Unfortunately, predictors such as the characteristics of learners, teachers, classroom as we
as the process variables, namely assessment practices, access to school and learner's attitudes to’
school and teacher could not be used in the Niger model. The six predictors in the Niger LISREL madel
explain as much as B2 percent of the variation in learner performance. It is striking to observe such"‘;
high causal effects, namely the very strong influence of socio-economic status variables and the avail
ability of chalkboard on learning achievement, Likewise, the availability of learning and teaching re-
sources (exercise hooks, chalk, wall charts and other learning asids), the opportunities to do homework,
the home background characteristics of the learner and the location and type of school attended are
important determinants of learning achievement in Niger.

FIGURE 5:8 NIGER - LISREL ANALYSIS ON DETERMINANTS OF LEARNER PERFORMANCE ]
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SENEGAL

P

The global model for the analysis on the determinants of learner performance has been less success-
ful in the 1999 MLA data from Senegal. Only five constructs could be retained for the LISREL anaiysis.

.




They are lsarner performance and the four predictors namely, home learning support, home back-
ground characteristics, attitude to schoal and teacher and the apportunity to do homework, The re-
sults are shown in Figure 5:8. Altogether 19 percent of the variation in learning is accounted for by
these four predictors, None of the paths in this model are statistically significant and the interpretation
should therefore be read with some caution. The rather strong influence of home learning support on
learner performance measured by how often parents participate in school activities, how often they
discuss the child's progress with the teacher; and how often they discuss schoolwork with their chil-
dren deserve seme special consideration. These can boost the parent-child relationship in teaching

' ": and learning at home in view of the goal of quality education for all. Equally decisive are the opportuni-
| ties made available to the Senegalese children for doing their homework. These in turn, may affact
their attitudes to school and to their respective teachers which may also be determined by 8 number
1 of sosio-economic, educational and cultural factors. Finally, the results from the Senegalese LISREL
§ analysis show the importance of learner home background characteristics on learner performance on
the one hand, and as mediators of other predictors (indirect and total causal effects} on other hand.
The home background characteristics of the Senegalese children remain therefore the most powerful
5 determinants of learner performance,

FIGURE 5:9 SENEGAL - LISREL ANALYSIS ON DETERMINANTS OF LEARNER PERFORMANCE
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" TUNISIA
' & can be observed from Figure 5:10 that only six constructs from the global model were retained for
' the LISREL analysis for the 1999 MLA survey data in Tunisia. However, the five predictors, namely
schoo! location and type; socio-econoemic status; home learning support; homewaork and family education

RS

level explain as much as 46 percent of the variation in learner performance of the Tunisian learners.
The strongest predictor of learner performance in the Tunisian mode! {direct, indirect and total causal
effects) is the location and type of school. The rather high causal effects of this predictor on learner

Lgwiais .

performance in Tunisia demaonstrate the fact that attending or nat attending the right school is the
Principal source of success and henceforth impacts on the quality of education offered. The socio-
economic status of learners has a monssignificant and negative effect {unexpected) on learner perform-
5 ‘ ance, but this is possibly due to its high correlation with the location and type of school [sorme degree
d . of multi-colinearity]. The same can be said for the influence of the family education level. Taken to-
gether with the influence of the home learning suppart, the possibilities offered for hormewark at home
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and the educational level of the family, it is possible to argue that the home learning environme“
~play an equally important role as the location and type of school attended for learning BChIEVEI‘nen
and quality of education, in general.

FIGURE 5:10 TUNISIA - LISREL ANALYSIS ON DETERMINANTS OFLEARNRE PERFORMANCE
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UGANDA

The results from the LISREL analysis of the 1998 MLA survey in Uganda are presented in Figure 5: 11 ;
The striking feature of these results is that only 6 percent of the variation in learner performance is
explained by these & predictors, namely the location and type of school, the home background charac- |
teristics, the home learning support, the family education level, the characteristics of learners and the.j"‘;

characteristics of their teachers, However, several impaortant trends can be seen from these results. !’5 E

FIGURE 5:11 UGANDA - LISREL ANALYSIS ON DETERMINANTS OF LEARNER PERFORMANCE
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First, attending a given type of school in a certain Jocality contributes significantly to learner perform-
ance. Although this predictor does not display a statistically significant direct effect, it plays an impor-
* tant mediating rofe [indirect and total) through the other predictors of learner performance, Second,
without the path analysis, the importance of the location and type of school on learner performance in

B Uganda could have been easily overlooked. Third, some of the variation in learner performance is due
g the characteristics of the learner, her/his teacher and her/his home background. Having a condu-
cive environment at home; having higher gualified and more experienced teachers, and being spebifi-
o cally young. characterise the higher achievers in the 1999 MLA survey in Uganda. Finally, both the
l education level of the family and the positive support for learning at home contribute in boosting
learner performance in Uganda.

ZAMBIA

The 1998 MLA survey data from Zambia clearly demonstrates that learner performance is  deter

mined by just few of the predictors identified in the global model (Figure 5:12]. However, the five

predictors, narmely the location and type of school; access to school; home background characteristics,
home learning support and the educational level of the family account for 18 percent of the variation

in learning achievement of the Zambian learners. The strongest determinant of learner performance
in the LISREL analysis in Zambia is the location and type of school, which in fact has strong indirect and
total causal effects. These effects are henceforth mediated via the other predictors in the Zambian
LISREL model, namely access to school. Equally important are the home background characteristics of
learners that have the strongest direct effects on their learner performance. This evidence is also
supported by the significant influence of the education of the family and the support to learning at
%7 home on learner performance. Lastly, the results from the Zambia LISREL anslysis clearly indicates
" the importance of home learning on learner performance.

FIGURE 5:12 ZAMBIA - LISREL ANALYSIS ON DETERMINANTS OF LEARNER PERFORMANCE
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! ~ THEREGIONAL ANALYSIS: SIMILARITIES AND UNIQUENESS

In this section, an atternpt is made to examine the causal effects from the pradictors of learner per-
formance across all the 1999 MLA survey countries in Africa with a view to identifying common and
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specific areas of interventions. This snalysis could contribute to informed decision-making at diffg
levels-and among different partners of Education For All and should lead to improvement in Iea
performance and in the long run, to the achievement of quality of education for all in Africa.

The results for the regional analysis are presented in Tabie 5:2. Al the determinants of leard
performance are presented in relation to their respective total causal effects [direct + II‘IdII"Ect}"
learner performance in the separate LISREL mode! for every country. This surmrmary table serves @
main purpose of understanding the educational realities in the 11 African countries surveyed in 1
and the lessons to be learnt when using such a broader perspective [LISREL path analysis] to un
the complexities of the conditions for teaching and learning and their impact on the African lear
oppartunities and performance. This section will directly contribute to the between- and within- co'
tries’ analyses performed in the earlier chapters of this book. Knowing the root-causes of I::uetwé
and within- disparities in the quality of education offered in Africa and elsewhera hardly |:|r"e~t:u:cv"‘ﬁ
those who do not convincingly argue for learnercentred education, the reason why so little is Known
made known in this field,

TABLE 5:2 DETERMINANTS OF LEARNING ACHIEVEMENT - COMMON AND UNIGUE
FEATURES IN 11 AFRICAN COUNTRIES
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School Differences .
The main lesson that can be drawn from Table 5:2 is that the determinants of learner per'formancs 3
behave differently [in strength and in commonality] across the 11 MLA countries surveyed in 1995. :
This finding enriched the earlier ones in that it points out the importance of country-specific policies for

Africa when dealing with quality of sducation for all. The second most striking finding from this analysis
is the consistent results [10 out of 11 countries} concerning the strong impact of school location and
type (SLT} on learner performance and the important role this predictor plays as a mediator for ather -3
predictors in the model. This finding reinforces the earlisr findings fram the withincountry analyses,
namely that quality education for ail can anly be guaranteed when such structural disparities [urban |




versus rural and private versus public) are seriously addressed and eliminated over time.

importance of the Family

Likewise, the results from the regional analysis clearly indicate that the home environments of learning
represented in terms of the education level of the family (FEL), the hame learning support (HLE) and the
horne background characteristics of learners [HBG) have powerful influences on learner performance across
the majority of 11 African countries surveyed. This finding is consistent with most school surveys carried
out in develaped and in developing countries over the past 40 years. Improving the level of education of the
family in Africa through adult literacy programmes and other forms of lifedong learning could improve
the quality of education in general and learner performance in particular. Further, this investment may
also help improving the home fearning conditions, processes and characteristics for the African child,
factors which strongly influence learner performance in most of the countries surveyed.

Homework Opportunities

An important factor which consistently influences learner performance in 8 out of the 11 countries
surveyed is the opportunities available at home far the child to do her/his homework {HW)]. This
finding reveals that the family and the aducational stakehalders need to facilitate learners in doing
their hornewark while reducing the time spent in helping the family with other home duties and respor
cibilities. It was also found that the opportunities to do one’s homewark are conditioned by the educa-
tional, social, economic and cultural environments of the learner and family environment; which alto-
gether have important direct, indirect and total causal effects on learner performance.

Unigue and Differing Impacts

As mentioned earlier, the purpose in this section was also to indicate some unigueness in the regional
analysis of determinants of learner performance. From Table 5:2, it is possible to observe that several
determinants appear only in few countries but also indicate their uniqueness in the global model. The
fallowing 8 predictors from the global model have significant effects on learner performance in 4 or
less countries out of the 11 ones surveyed. These results can be used also to account for the degree
of importance of the different predictors in the global model. The predictors are presented here in
order of their relative importance, ie. the strength of the total path coefficient and its frequency across
the 11 countries surveyed: [1] socio-economit status [SES}, (2] access to school (AS]; (3) attitude to
school and to the teacher [ATT) (4) teacher characteristics {TC) [5) home learning environment [HLE]
(6] schoal learning environment (SLE]; (7] classroom characteristics (CC); (8) school safety and security
(3S); [9) assessment practices {AP] [10) learner characteristics (LCJ; and {11] availability of chalkboard
(CHRB).

CONCLUSION

The striking feature of these unique and different impacts is that it also indicates the extent to which
the predictors behave diﬁérently amang 11 countries and how they deviate from the global model of
determinants of learner perfarmance. Two important patterns must be mentioned, the first related to
the amount of variance expiained by each country model, and second, the number of significant predic-
tors in each country model. In 4 out aof the 11 countries, mare than 40 percent of the variation in
learner performance is explained. They are Madagascar, Niger, Tunisia and Mauritius. The 3 coun-
tries for which less than 20 percent of the variation in learner performance is explained are Uganda,
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Zambia and Senegal while for the remaining 4, between 20 and 40 percent of the variation is E;
plained. The second pattern, namely the frequency of the 18 predictors, also show three major trerydéfs
The first trend shows countries with 5 and less predictors aof learner performance [Senegal, Madagas-3
car, Morocco, Tunisia, and Zambia): the second one with more than 5 but less than 10 pl"EdiCtDr‘s:.

(Niger, Uganda, Malawi, and Mali) and the third pattern with the remaining 2 countries [Mauritius anci'

Botswana) with 11 and 13 predictors respectively. It should be noted that these patterns also tindicata
that too many predicters may not mean much mare variation in learner performance, as is the case g
Botswana and Niger.

The analysis in this chapter provides further detail information on various aspects in the different countrie

that impact on learner performance in schools. This information is a rich source of ideas and suggestians
for the development. and implementation of relevart guideline and policies towards the provision of Quali
Education for All. Further analysis of the data will be presented in the forthcoming national, sub-re
gional and international reports devoted to the MLA project and to the MLA maovement as a whole,
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| CHAPTER 6
. AGENDA FOR ACTION

! A nation’s capacity to provide an education of quality to all its citizens will depend more than ever upon its
success in guaranteeing a defined and acceptable minimum level of learning expertence for all irrespective
of their gender, regional, socio-economic and cultural differences or disparities. Human rights to a mini-
murn quality of basic education for all in Africa remain the main concern of the MLA project.

Providing universal access to basic education opportunities and at the same time snsuring that the basic
Jearning competenicies of all learners are met, still remain distant targets for most African educational
systems. These everlasting challenges are not always studied empirically. From the Jomtien perspective,
an assessment of learner performance across gender, regional and school environments is maore of a
necessity than simply a need for stocktaking. Therefore, Africa has a unigue and historical opportunity to
raise its voice at the dawn of the 21st century with an assessment of the quality of education for all.

To date, there is not a single comparative study of basic education in Africa. The 1999 MLA African Surveys
simultaneously assess learner performance from the viewpoint of what is taught and learnt in and out of
schoals. The MLA surveys were intended to complernent other assessment methods, but not to replace
thern. For this very reason, basic learning competency levels were established for the three learning areas
of Literacy, Numeracy and Life Skills. This regional survey has therefore opened up the terrain of learner
performance’ for analysis by providing the mechanism for the assessment of a minimum mastery level of
s knowledge, skills and competencies of learners [MML] as compared to the desirable mastery level [DML] to
: be reached by all, using a criterion-refarenced testing appraach.

Despits tremendous efforts made since the 1960s, the inherited educational backlog of the majority of
~ African countries has neither been adequately redressed, nor sufficiently improved in qualitative terms.
These countries have not conceived of policies that emphasise the provision of equal educational opportuni-
‘g " ties for all, as equity-quality trade-offs have not yielded optimal results in most African educational systems.
++ Success in striking the optimal balance between equity and quality education for all is often obscured by the
guantitative number game agenda that overliooks educational inequalities.

An attempt has been made in the MLA Surveys to provide some empirical evidence that points towards
country-specific educational policies and strategies so as to meet the needs of African learners. In doing so
the MLA surveys move a step further towards R Ny

identifying the probable reasons of good or paor
Guality of education for all. The MLA movament
'is based upon the canviction that the compari-
sons of learner performance across the African
- Countries surveyed in 1999 will lead to a better
:understanding of how each country fared in im-
broving learners' knowledge, skills and compe-
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The results indicate that the most salient feature of any single or composite indicator of African educat "
development is the marked between- and within- country differences. This aspect is underestimateij i
maost regional or comparative educational surveys and ressarch studies. In order to ensure that bu..‘
aspects of equity and quality of educational oppartunities are assessed, the MLA project has explored r.h
patterns of learner perforrmance profiles across the region. For the majority of African children, rnan
structural and personal factors work against an equal quality of learning for all. At the same time, the
analysis of the conditions of teaching and learning indicate that there are clear indicatives trends of Afri
educational success, Since learners differ in many ways as individuals, at home, at school and at community
level, the main tasks of the educational systern and sub-systems should be to adapt teaching and learning | i

order to meet the different needs and opportunities of all learners.

The main palicy themes arising from the surveys are reflected in the following set of recommendati
towards an agenda for action. It should be noted that the data analysis and report-writing phases of all th
African MLA 1999 country surveys are net yet completed and could not be included in this report.

'QUALITY OF EDUCATION FOR ALL CAN BE ATTAINED

African aducation systems have so far unsuccessfully attermnpted to maintain a balance in the trade-off
between equality of educational opportunities and quality iearning. The tendency of African education ha '
been to contribute to elite formation rather than to reach the marginalised masses of learners. To aggr
vate matters, frequent borrowing of 'standard’ models of education do as much harm as good to learne
if measures are not designed to address country-specific issues. Within the generic framework of qual.:: L
education for all, mastery learning can serve the purpose of steering a path that safely avoids the p'rl-.fa'|:.‘.
identifisd bere, |

“Mastery learning” as such, ig neither a new
ry g

concept nor a revolutionary one, However,
it needs to be optimally used in order to
guide intervention in areas such as: assess-
ment, curriculum reforms and improve- -
ment in teaching and learning, just to men-
tion a few. Mastery learning can ensure

quality learning through cortinuous moni-
toring and application of sppropriate cor-

rective measures and can assist in reach- ™
ing the often marginalised mass of learn-
ers who become forced failures’ and ‘drop-
outs' of African education systems. Ensuring the minirnum mastery level of Ieaming {MML] for all should be
the first step towards excellence and the attainment of desired rnastery leval of learning for all (DML
Therefore, cne major policy observation can be drawn from the above mentioned findings. Quality of educs-
tion for all in Africa is no longer a drearn. It is an attainable reality, provided that genuine efforts can be made. 3
to address the problems of educational access and minirnat educational treatment as well (e.g. pravision uf:
an adequate qualified and stable teachingforce; maintenance of rminimal health, food, and library servuces

and impravernent of basic school facilities). It is in the light of the above that between - and within - countr'y 4

differences in learning can be successfully eliminated or reduced. _'
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:l'he pMLs' of the respective countries generated in this study may provide us an indirect measure of how
f;échievable this targst can be - if all the external and pedagogical conditions are optimally met. With the few
axcept,ions 9-gut of 10 learners surveyed in the participating countries have not yet reached the desired
¥ levels of mastery learning. However, the path to achieving improvements in quality teaching and learning is
x ';implicit in the mastery learning approach of the MLA surveys. The results of the surveys may serve as root
surces of policy relevant information that will contribute to progressive gains in learner performance. In
this way als0, gains in educational quality can be understood and treated with reference to performance in
gther pertinent areas such as politics, history, economy, culture and demography.

fMPROVING AND SUSTAINING MINIMUM LEVELS OF MASTERY
EARNING

he experience from earlier MLA surveys in some fifteen developing and developed countries during the
eriod 1992-1398 showed one major consistent pattern of learner performance across the three differ-
ent learning areas, namely that learners’ performance in Life Skills was much higher than their correspond-
g performance in Literacy and in Numeracy despite continuous historical, socio-econormic, cultural and
_E?éducational development. The findings from the 1999 MLA surveys in Africa show a sirnilar pattern to the
;E_r.:nes ohserved previously,

n the Nurneracy learning area, not a single country has reached the Jomtien target, while more improve-
: ment will be needed in bath Literacy and Life Skills. It must be stated that in spite of these findings, reaching
.an acceptable quality of education for all - the Jomtien BO% target - is not an impossible task in Africa. The
B svidence does show that sorme countries in this study have even gone beyond that target, others are com-

i
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. ing closer, while a few still have a long way to go. The primary aim should be improving and sustaining &
& minimum level of mastery learning in all learning areas and at all Grades.

g

| RECOGNISING SPECIFICITY IN LEARNING ENVIRONMENTS

i In terms of the analytical approach adopted in the MLA framework, it was expected that some common as

& well as specific patterns would be observed across the different learning areas of the 11 participating
- African countries. Through a focus on the unique and complementary patterns in the findings for the three
ifferent learning areas, the information obtained has the potential to support improvements in assess-
- ment practices, teaching-learning processes and curriculum development.

. The results of the current study show clearly that all countries have a high between-learner performance
. difference in Nurmeracy and Literacy, while nearly half of them have much lower differences in Life Skills. In
. the latter case, the results of the previaus MLA surveys are again confirmed. There are smaller differences
between learners fram the different countries in terms of their performance in the Life Skills learning area
. than in the Numneracy and Literacy learning areas. These salient features from the regional analysis further
support reservations expressed about many rigid across-the-board applications of education policy “solu-
. tiong” in Africa. Unfortunately, this palicy rigidity continues to persist through support from both external
- and internal educational role players.

,‘ .\ The inconsistent patterns of learner performance observed across the countries and between the three

ﬁ;fiz different learning areas point at one constart. More attention should be given ta curriculurm planning,
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teacher education and training, and textbaok development to identify selected areas for intervention. Teac
ing and learning outcomes are not only influenced by the specificity of a particular country, its teachiers and:
learners, but equally by the specific characteristics of each and avery learning area. ‘

UNDERSTANDING THE DYNAMICS OF TEACHING AND LEARNING

The empirical eviderice obtained from this regional 1999 MLA survey offers serious challenges to conte
porary pedagogy, learning and education as a whole. It addresses serious concerns about the stats
C:DmpEIPEltIVE educational research and studnes For the sake of learners, systematic and cuntlnunus lea T
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capture - and mest - their varying needs and diffi-
culties, Failing or passing learners does not jus- 3
tify what is learnt and what is not learnt. There is
a need to understand the dynamics in teaching
and learning so as to establish what must be
taught and how each learner must be better pre-
pared to optimise her/his learning pnteﬁtial and
attributes,

stand the dynamics of the teaching-processes whers learners remain at the centre as targets for
intervention, be it at the curriculum, teaching, and learning environment level. In a similar vein, enorm
efforts are needed to have a stable, qualified, better rewarded and less mobile teachingforce. Crit
problems such as scarcity of teaching and learning resources, multiple school shifts, large class size, |
distances to school and so on must be seriously re-addressed. Most of the 1999 African MLA count

quality of education for all in the 21% century.

CHALLENGE OF ACHIEVING GENDER PARITY,:

Pointers and recommendations for gender parity in quality basic education for all in Africa are many 8
avidenced through the 1999 MLA African survey results. Gender parity in fearner perfarmance at the lowe
grades of basic education is an achievable goal. Gender differences are statistically non-significant in
majority of the reported observations across countries and by learning areas. One of the greatest che
lenges for girls and women education in the 21% century Africa, is the necessity to replace the vision
gender parity for all types and forms of education with the reality. As shown from the results of the 19
MLA surveys in Africa, there is a great need to have more women in educational agdministration, plarn
and managerial positions. All these may represent an ever-asting value added to African education and
hurnankind as a whole,

REDRESSING URBAN AND RURAL DISPARITIES

Urban-rural parity in learner performance must remain a top-priority policy intervention in all countr
surveyed. It would not only enhance parity, but would also create the value that is edded in order to succe
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fully reduce, among other things, the existing gender and socio-economic inequalities of Africa's present
children, future youth and parents. A striking finding frorn Chapter 6 (providing detailed analyses of the
factors that influence learner performance] was the consistent results cancerning the strong impact of
school location and type on learner performancs, and the important role this predictor plays as a mediator
for other predictors in the conceptual model. Ravitalising Africa’s educational hopes must go hand in hand
with appropriate corrective measures for redressing urban-rural disparities in learner performance, while
simultaneously boosting education growth in both guantitative and qualitative terms.

ADAPTATION OF SCHOOLS TO THE NEEDS OF CHILDREN

The adaptation of schools to children instead of the adaptation of children to schools, is an indisputable
challenge of quality education for all. This must be re-addressed and further emphasised by educational

planners and front-ine educational agents of change and innovation. Schoaol effectiveness may not always
need as many additional economic resources as compared to the different soft resources - such as disci-
pling, working in a reinforcing collective milieu, partnership and commitment to guararitee excellence, and
conducive managerial leadership - which can enhance learning. Private schools often have the advantage
of having both the additional economic and soft resources. Learning from what makes schools more effec-
tive may serve to reduce differences in performance observed between learners attending public schools
and learners attending private schools. '

A critical example of how learners are forced to adapt to the schoal - rather than vice-versa - can be found
in school language policy. Where the home language is the same as the language of instruction, learning is
reinforced directly. The learner can freely cormmunicate what she/he has learned st school in the home
environment and her/his learning is more likely to be directly reinforced through interaction with all merm-
bers of the family. Yet, for alt the countries participating in the 1999 MLA study, the overwhelming rmajority
of tearners - between 75% and 90% - have to learn in & language other than their home language.

DECISIVE ROLE OF THE HOME LEARNING ENVIRONMENT

Evidence from the 1999 regional survey in the 11 African countries consistently shows the decisive role

that the home learning environment can play in determining the level of learner performance. The various
horme factars that influence learner pe'rfnrmance are those which are tightly related to the educational
levels of parents, which in turn, affect the kinds and types of learning processes the learner is exposed to at
hoame. For example, the access to basic learning needs and faciities such as having regular meals, basic
reading resources; family support with homework assignments; and family involvermant in schoolrelated
activities.

A reinforcing literate home environment can enhance learner performance and quality of education for all,
it is not enough to assurme that learning takes place only within the four walls of the classroom. The march
for quality education for all can only be achieved if parents and communities are ermpowered ta play the role
they can and should in this process. Therefore providing lifedong learning opportunities, especially to those
parents who are relatively uneducated or hardly educated, is a precondition for the attainment of quality
education for all in Africa. Without these opportunities, the nature and scope of existing generation gaps in
educational access and educational quality will just perpetuate across African families and the future gen-
erations.




LIMITATIONS

This report is evidence of the success with which the MLA concept has been adopted and mplemem-,a
11 African countries in 1999, The accomplishments achieved by the MLA participants and the contrib
of the project to impraving education in the Africa Region will be important landmarks into the fy :
Notwithstanding the successes, it is important to reflect on possible lirmitations in order to understand '

broader context of the project and also to strategize around possible ways of improving it fram the sta
point of conceptualisation, design, methodology and implementation. The following issues are raised in ‘;
spirit:

¥ The primary aim of the report was to provide a regional picture of the perforrnance of learners an e
factors that impact on this process. Therefore, detailed analysis of the specific features of the £ounty
data sets could not be completed in a comprehensive way. However, it is expected that mare in-dei
studies that follow-up on, or supplement the findings in this repart will form the basis of sub- regionél
national reports. This potentially rewarding challenge rests primarily with the various national ta_
teams.

» The methodology applied in this project was primarily quantitative. Thus aspects of this projec
which qualitative methods such as observing learnerteacher interactions could not be addressed.
results of the 19939 MLA national surveys, however, provide indications that can serve as possi
starting points for national task teams to design and carry out qualitative-oriented research that
iluminate the quantitative MLA findings.

#  Most of the instruments in the MLA surveys were administered in English or French. It rmust b :
knowledged that these languages are for many learners their second or even third language. The f
that the majority of learners were not tested in their mother tongue could have major impact nn'f
learner performance scores.

*  All the information in this survey was collected through the paper and paper modality. It is, howew
possible that the use of an oral modality could have yielded different results., especially in the context
African society which has such & rich history of oral tradition.

The 1898 MLA projectmust be viewed as a first step towards the systematic evaluation of the Educati
For All goals set in Jorntien in 1990, As such, it may represent the strategic launching paint that participat

ing countries should utilise for strengthening and improving their education assessment systems for
future.

GENERAL RECOMMENDATIONS

The MLA ig an ongoing project and has a strong developmental imperative in terms of its focus on asses ..

ing the goals of Jomtien. A project with the size and potential scope of the MLA is in itself in a process ]
development. Therefore, the following recommendations are made towards strengthening of the project:
and increasing its impact and success rate in the African continent. "
¥ Bearing in mind that the 1998 MLA project is a step in @ continuous and evalving process, the empha
sis should be on looking forward to the main challenges of the next decade. It is recommended that “
two main areas for emphasis should be : (a) to advocate for the MLA to be conducted in all Africa
countries by the end of the next decade and [b) to work at improving on the current 1999 study |
terms of continuously improving the methadology right through the project cycle and maximising th
practical utilisation of the findings. ‘
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¥» The possibility of co-ordinating the MLA study with other initiatives at the national, sub-regional, regional
and internatianal levels should be pursued. For example, the synergies between MLA and SACMEG,
PASEQ, and IEA initiatives must be exploited so as to maximise the potential collective and individual
contribytion of the various projects.

¥ The continued development of the already extensive networks established to date under the MLA ban-
ner is gssential with specisl emphasis on closer co-operation among the different countries in the
regian. This can be achieved primarily through the following two meachanisms. Firstly through further
expansion of capacity building initiatives, and secondly through formalising and giving structure to cur-
rent networks. This could be taken up by establishing a standing MLA Technical Assistance Group for
the Africa region.

¥ Maxirnising resource access is a critically important. function to the progress of the MLA project. This
can be given considerable support through establishing and building an Africa-based ‘regional resource
centre' that is accessible and available to all African national education authorities. The main purpose of
this centre should be to provide technical assistance in all areas relating to the provision of quality
education.

¥ Animportant function underlying the future success of the MLA project will undoubtadly be the dissemi-
nation of information. To this end, there are two elements that are essential. First, to assist national
task teams in using and disseminating the information nationally and regionally. Second, to make data -
available to the broader African and international research community focussing on promating greater
use of the MLA data by African scholars and researchers. One means of achieving this aim is to estab-
lish a journal on "Quality Education for Africa”. This journal can be used as a mechanism ta promote the
development of quality education systems in Africa as well as the development of further capacity.

CONCLUSION

The naticnal ownership of the MLA project has become an important element of further capacity building,
strengthening and sharing. It has also developed into a “thinktank” mechanism for national, regional and
international networking. The optimal mobkilisation of available buman resource is sire qua non for the
maovemnent to remain  sustainable. As an illustration, the present Africa regional MLA repart is entirely

. prepared by a pool of African resource persons under the guidance and support of UNESCO and UNICEF.

This Africa regional report is a direct outcome of the efforts and processes followed at regional, subre-
gional, national and sub-national levels which, through intensive capacity-building mechanism moves towards

the Jomtien imperatives for African learnere and for African education as a whole,

"With Africa Far Africa” is not only the title of an interesting story to be told and heard, but it is also a reality
that all MLA tearms have lived with, are living with, and will definitely live with in the future. The MLA move-
ment can only expard because of its evident strengths. It includes armong other things: an emphasis on
building, strengthening, sharing and sustaining national capacitiss of & "critical mass”™ of expertise, and to
address the quality of learning for all within a learner-centred approach by identifying necessary interven-
tiong in the areas of curriculum, teaching, learning and assessment. Finally, the MLA mavement ensures
broad-based partnerships at local, national, regional and international levels respectively.
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1% APPENDIX A
i CONSTRUCTION OF INDEXES

As part of this MLA study, a number of Questionnaires elicited data on the schooling and learning conditions
within which |sarnar achieverment was tested. The instruments which were completed by Pupils, Parents,
Teachers and Schoo! Heads generated a considerable volume of data. A set of composite indicators of the
teaching and learning conditions were constructed, The aim was to create a single indicator or “Index” that
would ‘surmmarise’ the key information contained in a large number of variables.

In the case of each Index, the process first involved the selection of a set of variables that could be grouped
- conceptually. Then a set of values had to be carefully allocated to each of the set of variables in such a way
* that & composite indictar could be produced. An account of the rationale for and the construction of aach
Index is given balow.

Far each index, a reference to the table in which it is presented is also noted.

- SCHOOL ACCESS INDEX {TABLE 4-3)

The rate of attendance of pupils at schaol is affected by spatial considerations such as distance to schoal
and elapsed time in travelling to schaol. The "School Access Index” was calculated from pupil self reports of
distance and time from schaol, Distance is reflacted an a twa point scale (<1km from schoo! and >1km from

- school] and time elapsed is reflected on a five point scale (<10minutes, 10-20minutas, 20-30minutes, 30
f 60minutes and >60minutes). Composite scores ranging from O to 10 were created, where a low score
implied easy access and high score implied increased difficuity in getting to school.

. ATTITUDE TO SCHOOL AND TEACHER INDEX (TABLE 4-3)

Positive attitudes of pupils to their school and teachers can influence their levels of achlavamant The atti-
. tudes of pupils to their schoal environmaent is elicited in a set of six agree,/ disagree statements that refer to
pupils feelings towards: their teachers, school friends, learning and schooal in general. The “Attitude to Schoal
and Teacher Index” is constructed by scoring one for each positive responge. It produces a range of scores
from O to 5 where higher scores implied more positive attitudes to school.

k. ACCESS TO INFORMATION INDEX (FIGURE 4-1) .

k. Access to information in various printed or telecommunication media bruadens the Opportunity for puplls to
absorb information, read and increase their knowledge. The “Access to Information Index” is constructed to
refiect the different rodes of information available to pupils in their home and neighbourhood environment.
These include: access to radio, TV, video, camputer, telephone, books and magazines in the home, and a
lacal library in the neighbourhaod. Each available information source was awarded a score of one, The index
ranges from 0 to 7 where scores closer to O implies low access and scores closer to 7 imply relatively high
access to information.

PARENT EDUCATION INDEX (TABLE 4-5)

The education levels of parents determines the extent to which they are predisposed to support the learn-
ing development of the children in the home. Parental education levels are therefare an important factor
sffecting learner achievement. The "Parent Education Index” gives a combined indication of the education
levels of both mother and father. For each response the following points are awarded: “Never attended
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“Classroom Furniture Index” i based on teacher self report ratings of availability of six basic classroom

ki
school” was allacated ro score, “Did not complete primary education” was allocated one, “Completad Pr- -‘j-“
mary education” was allocated two, “Completad secondary education” was allocated three, and “Has post- 3
secondary education” was allocated four, Thus the scores for each pupil's household could range from O to 3;
8 with a higher score indicating higher education levels of both parents,

HOME READING MATERIALS INDEX (TABLE 4-5) -

The extent to which learners engage in reading out of school is directly influenced by the availability of
reading matter in the home. This index, provides an indication of the quantity of learning materials available
iR the home. it comprises a combination of the number of books at home, and the frequency of newsaper
purchases. Scores were allocated on the following basis for number of baoks: “None” = zero, “Less than 10°
= one, "Between 11 and 20 = two, and "20 and abave". Newspaper purchases were scored as follaws
"Never” = zero, "Sametimes” = 1, "Weekly" = 2 and “Daily" = 3. Scores can therefare renge from O to 6
where higher scores signify greater variety and availability of reading material,

HOME LEARNING SUPPORT INDEX (TABLE4-5) ./ 1

B
The home Iearning support index provides a picture of the interest and involvernent displayed by parents in
school activities of their children. The questions that make up this index include: the frequency with which
(&) parents participate in school activities, (b] discuss the progress of the child with the elass teacher, and 4
[c] discuss schoolwork with the child. The forrmat of the instrument required a response of either, "Not at T'?
ali", "Sornetimes” or “Regularly”, for each of the possible types of parent involvermnent given above. A three
point scale of values of zero, 1 or 2 were assigned to “Not at all", "Sormetimes” and "Regularly” respectively, :ff"

Respondents were also asked to report which persons in the housshold “usually heips the child with schook
work” (a) mother, (b) father, (c) brother, {d] sister, (g) ather family members and [f] friends,/ neighbours. The
frequency of assistance from each resource person named was allocated vaiues of zero, 1 or 2 based on a -
three point reporting scale of “Not at all", "Sometimes” and "Regularly”. The point assignment; process
produced a possible range from O to 18 where higher scores indicated a more supportive household
learning ervironment.

PARENT OPINION ABOUT EDUCATION INDEX (TABLE 4-5)

Parents who place a high value on education will be committed to ensure that their children stay at schudll‘
as long as possible and receive maximurm benefit from the experience. This "Parent Opinion about Education
Index” provides information on the extent to which parents value the importance of education far the future
of their children. Parents were requested to agree or disagres with the following statements: [a) “The
schoal provides good education for my child”, (b) "If  won a lot of maney | would still keep rny child in school”
&nd (c] "Spending money on education is g good investment”. Each positive response was assigned a value. -
of one. Therefore the index ranges from O to 3 with scores cloger to 3 indicating a strong positive parental
attitude towards education. ‘

CLASSROOM FURNITURE INDEX (TABLE 4.9)

The availability of sufficient basic furniture for the use of pupils and for the use of teachers (eg: desks, tables,
chairs) produces an enabling physical environment that can facilitate the teachinglearning process. Thi

furniture items (a] chalkboard, {b) chair. {c) table, [d] pupil desks, (e] pupil chairs and (f] cupboards as either .

“available” or “not available”, For each positive response a point is allacated. The Glassroom Furniture Index
ranges fraom O to 6 where a high score indicatas higher levels of classroom furniture availability.
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LEARNING MATERIALS INDEX [TABLE 4-9) |

The availahility of learning materials can greatly enhance the guality of the teaching and learning process.
This "Learning Materials Index” gives an indication of the availability of learning materials for use in the
teaching and learning process. These include the availability of: {a) chalk, [b) teacher-made wall charts,
(c) pupil-made wall charts, (d) commercial made wall charts, (e] learning aids from the environment and
{f] exercise books for pupils. A score of one is allocated for the availability of each of these items which
produces a possible rangs from O to B. A high score indicates that a range of learning materials from
diffsrent sources are available.

AVAILABILITY OF TEACHER RESOURCES INDEX (TABLE 4-10)

Ready access to a range of resources and services enables teachers to anrich their classroom teaching.
This "Access to Teacher Professional Resources Index” was developed in order to provide an indication of
the extent to which teachers had access to such opportunities. A score of one was allocated for the avail-
ahility of each of the following facilities/ resources: (a) Teacher Resources Centre, [b) Library, (¢) Teacher
College of Education, {d] Other{Specify]. This produces a pessible range from O to 4 where a high score
indicates that a variety of resources from different sources are available.

TEACHER ACTIVITY AFTER SCHOOL INDEX (TABLE 4-10)

The extent to which teachers engage in school related activities after school hours is & strong indication of |

teacher commitment to their pupiis, schools and the profession. An index of "Teacher Activity after School”
is canstructed by allocating a value of one for each instance where a teacher responded that he/she
engaged in certain activities after school. The given activities are: [a] Administration, {b] Preparation for
lessons, (¢) Correcting and marking pupil exercises, (d) Extra-curricular activities during schoo! hours, [e]
Remedial teaching, (f] Meetings with schoal heads and other teachers. This structure produces a possible
range from O to 6 with a high score indicating greater cormmitrment.

SCHOOL BUILDING INDEX [TABLE 4-15)

The structure of the school building can facilitate various teaching learning and administrative support
activities depending on the availability and spatial arrangement of the rooms and spaces that are available.
This index gives an indication of the range of special physical facilities available in the school building, such
as: a staffroom, rmusic room, workshop, library, storeroom(s) and other rooms for special purposes. A value
of one is assigned for each type of facility that is available at the school: {a) staffroom; (b) special room
{music, art]; [c] workshop rooms; (d] libraries; (2] storerooms; {f] boarding facilities. Thus scares can range
from O to 5 with higher scores indicating a better equipped teaching environment.

LACK OF AMENITIES INDEX (TABLE 4-15)

Schools need to have playgrounds, sports equipment, agricultural iand, school gardens and access to basic
supply of water and electricity in order to enable learners to broaden their out of classroom activities. The
Lack of Amenities Index was constructed to give an indication of which schools have the grestest need for
the supply of such amenities. There are six itams in this Index: Guestion 23 [a) playground, {b) sports equiprment.
[c) sgricultural land; and Question 24 [d) water; [d] electricity and (j) school garden. Each "not available”
response was assigned a value of one. With a range of O to &, a higher score implies a greater need for
supplying such amenities.
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APPENDIX B:STANDARDISATION. OFINSTRUME

TABLE 1; STANDARDISATION OF TEST ITEMS FOR THE AFRICA REGIONAL REPORT

LIFE SKILLS TEST e
French Paper English Paper
. Desired
DOMAINS No. of | Desired Mastery No, of
. lterns ltermns Level Items Items Mastery
Level E:
1. Civic sense - 1,4,19 o
Environment 1327 12 11/15 73.3% 5103 & 4/8 GE.6% ;
2. Health 1-12 12 9/12 5% 3278 12 9/12 75%
3. Science and : o | 1315 B
Technalogy =8-34 7 5/7 71.4% 17.18, 20 & 4/6 66.7%
Total 34 25/34 73.8% 24 17/24 70.8%
LITERACY TEST . .. . o oot S
‘ French Paper English Paper
. Desired
DOMAINS
ltems No. of Deslrad Mastery — No. of Mastery
ltems Level ltems
e o e et e e ¢ e e s e e o Level
1. Vocabulary 15 5 a/5 B |14 4 3/4 75%
. 87, )
2. Reading and. 614 g 7/9 77.8% |12186, 13 10/13 | 76.9% |4
Comprebension 25 ag
3. WritingExpression | 1212 1 | 1014 | 714w |S1LEC 10 710 | 70%

4. Brammar 1720 4 374 754 17-19 3 2/3 G5.67%
Total az 24,30 75% 30 22/30 73.3%
NUMERACY . TEST

French Paper English Paper
. Desired
DOMAINS
ltems 'I:U' of Deswtid ‘l::;:'astew ltems :::;:sf Mastery
ems e Leval
1. Numbers 1-8, 14, 1,357,
16a,b 17, 13, 14,
20, 21, 23, 18.17.
24 27 28 p=}=i 17,22 77.3% 18,21 13 1M/15
30(akb).31 23.26.
a,.b 27
2. Geomet - & 8, 10,
v par8.19. 5 a/5 | 80% [15.19 7 5/7
i a5, a0
3. Measurement 812 15 ; %8281
EE.E"j ! 7 577 . 71.4% qugé. 8 5/8
29
Total 34 25/34 73.5% aa 22,30




TABLE 2:

STANDARDISATION OF QUESTIONNAIRE ITEMS FOR THE AFRICA
 REGIONAL REPORT

Current Report(questions

(§  |Buestionnaire Varisbes bhane | ghong. | a1 based on English.

. 4 i ; DR R S yargion)

i 1. Pupil Pupil ‘s characteristics 5 5 01,02, 84,05

. Learning enviranment 7 8 86, G3.A16,017,315,318,0189

E { Access to school 5 5 Q7,G8 9, a11,312

, v';- Pupil teacher relationship 2 =] @13, 310

3 | Support at home 1 1 Q14

[ 2. Teacher Teacher characteristics 5 ] Q1. 02, 03,05

( Class characteristics g 17 8%@7. B8, 10, B8, 811, a1a;

-' ‘ Teaching/ Learning materials 5 g B14,315 A16,017. Q18

fi‘ é‘ Supervision e g Q19

A g.‘ Working conditions 7 a gs; . 22, Q23 (24, Q25, Q26

41 Assessement practices 3 7 |oes.ceg.gs0

k. |3 School Head |school background g 10 |@1, 62,063,665 07,08, 69

a Head Teacher background information 5 5 B10,011,612,013.014

5 Staffing issues a 7 |o15.018

K Schoal facilities 8 11 |a19.620

s Material D 3 821,022, 023, 24, 325, 326
Health, safety and security (=] 4 Q27,029,334 03z
School finance 1 2 Q33
School governance and mangement 4 3 (35, 036, 337

4. Parents Hame characteristics 5] 7 Q1,62 83,04, 45
Secio-economic 7 7 7, 08,09, 010,211,212, 313
e | e | gm g o ee
Opinion about school 1 1 Br2d]
Family education level 3 3 Q18 Q19 @20
.. di.r [




APPENDIX C:
ADDITIONAL ANALYSLS

APPENDIX G-1
Repetition Rates by Country and Grade

Years in grade 1 Years in grade 2 Years in grade 3
1 2 3 a4+ 1 [ 3 4+ 1 2 3 4+
Botawana BOS 10.8 07 1.1 ) 935 57 CH: 0.1 940 4.4 1.0 o 5.3 134 o7
Madagascar } 7Hi | 215 | NA NA 782 | SN | NA NA BS0 350 | NA A - - A
lawi 743 | 218 35 us | 765 | 217 19 04 | 748 | 220 27 4 | 853 | 135 (nl
Mali 58.7 7.3 ]} u} 947 B3 o] a 4z8 68 oo oo | 881 118 0o
Mauritius 99.8 0.3 0o Do | 997 0.3 01 0o | 993 05 g o1 | 991 [of] 0.4
Moraccn 286 | 11a 0o * on 0.2 21 s 831 115 na - 917 83 "
Miger 578 28 0.0 o 978 23 D 0 955 34 0.1 Dot asz 83 alv]
Senegal 286 8bh 0.4 sa | H&/ g8 o.p 0 34.3 74 0.7 71 | 7za | 124 04
Tunisia g7e | 122 0.1 0 BSS | 145 0.1 a ea0 | 174 05 g1 | #8541 | 145 0z
Uganda 831 | 140 21 - oo a3 | 1519 14 02 | 851 | 114 27 og | pae | 139 07
Zambia 832 56 0.e 0o | @rg 70 ot Q. 832 57 11 Do | BRE 100 03

* Pupils are allowad to spend more than 3 yaars in one grade.
MNA Not esked

APPENDIX C-2 ‘
Coefficients of Variation by Test Domain, Gender, School Location and Type

Test domains: S :
Litaracy Numaracy - . f .. Life skills
Botswana 0a1 0259 Q27
Madaga&acm‘ r.0H .40 o4
Mialawi 040 D33 018 ;
Mali 0.37 038 024
Muroeeo 023 0.33 nee R
Mauritiug 0.3 033 0.34 B
Niger na gag n.av »
Senagal na? pes] 035
Tunigia 018 12.31 QIR ‘ "
Uganda 0.29 037 030 B
Zambia 47 047 045

APPENDIX C-3
Mean Deviation between Countries by Total of 3 Tests, Life Skills, Literacy and

Numeracy
o
Mean deviation batween countrias k
Glubix Life gkills Literacy : MNumeracy H
Botswana R LG 404 537 2493 \
Madagascar PR 11054 137 345 \(,
Malawi 216 15.16 1837 418
Mali 25 Feiar -1.65 3.5/
Morocco 8.249 152 14.26 482
Mauritiug 561 284 7632 11.34
Niger -~ 11.73 4310 1225 £.87
Senegal 853 146 451 -7.45
Tunisia 17.21 1381 21.54 1320
. Zamhbia L1004 582 452 2.15
" Uganda 430 5100 4200 000
Total maan 53,71 G0 53.37 47,18
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APPENDIX C4

Differences in mean scores by gender, school location ar'id‘ t;ype

Combined mean score
Location Type , . Gender
DIF Sig OIF - Big HE - Sig
Botawana 3= lu] b.od 2418 Q.00 240 n.on
Madagascar gaz D.oo 8.28 a.n0o nee 0.0
Malawi a.ng 000 521 n.an a.28 0.00
Mali B.L0 0.00 334 f.00 2.80 0.00
Moroceo 407 nnn HE4 alnn} 008 078
Mauritius S5.63 0.00 349 0.03 28R .oy
Nigar 1.80 0.01 . . -1.06 018
Senegal 258 o.on BEL oo 078 Qo7
Tunisia 795 u.on - 0.00 003 nR=E
Liganda 051 - -11.04 0.00 neg 0.00
Zambia 7.40 0.00 -1G.87 Do 0.71 0.00
Litaracy
Licatian Type : Sander
LIF Sig aIF Sig DiF Sig
Baotswanu 417 o.00 -34.71 B.00 507 0.o0
Madagascar 1008 oo -14.58 jalals) 1.48 005
Malawi 233 L =lala) Bcads] 0ng 1.29 0.01
Mali 508 000 338 0.00 A.66 ooo
Moraces 278 ooo 360 Q00 nan .o
Mauritius 557 jaluls) 38s 0.0d 553 0.00
Migar 4.89 oo - - OB3 G.a2
Senegal 1,63 D04 .10 0.3% 051 0.51
Tunigia B.20 0.00 - . 223 0.00
Ligands 710 [ukels] 14 0 n.oo -1.40 [akala}
Zambia 10.40 .00 -20.50 0.0n -1.80 o002
Numeracy
Mitiew,/ Losalisation Type ‘ Gander
oiF | Siy DIF Sig oI 5ig
Botawana 207 D.oo 2187 0.0a0 322 D.oo
Madagascar 1034 000 787 a.00 -1.13 uay
Malawi 1.40 .01 502 n.od 454 000
Mali 182 0.02 L£77 042 1.78 005
Morocco 473 £.00 7.23 Q.00 055 0.31
Mauritius 7.30 o.oo 3.98 nog -1.80D n.o4
Miger 148 010 - - -4.14 A7
Senegal 484 Qoo -1837 n.ua 1.26 ons
Tunisia 8.08 0.00 - - 238 jaJaln}
Uganda M 0.00 740 0.00 265 0.00
Zambia 5.00 0.00 -14.50 [&1ala} 08B0 [nial4}
Life skills
Background Typa GGenra
DiF Sig DIF Sig QIF | Sig
Botawana .11 0.80 -8 0.00 .60 G.oo
Madagascar 3.86 ann 353 000 0.40 oo
Malawi 46 [fals! -4.38 n.0a 385 .00
Mali 1073 ooc 770 a.00 1.HE [afa):!
Muerocco 453 Q.00 5.2R 0.00 020 050
Mausitius 301 D.oo 1.74 032 £.04 0.5t
Niger 0.53 (o] - -1.46 012
Senegal 018 079 1.45 0.18 [ofory Qa1
Tunisia 648 0.0n - - 026 D.E6
Liganda .55 0.24 a5 0.00 53.08 a0
Zambio 7.80 c.oo -15.80 0.00 080 0.o0u

[*} 1- Background : Urban-Rural; 2- Type : Public-Private; 3- Gender : BoysGirls




APPENDIX C-5

Minimum and desired mastery level

Combined score
Mean 50 cv MM.L DL
Botswana 5167 1500 025 578 [53=]
Madaguscar 5559 13.50 Q24 a8.1 117
Malowi 5957 10.41 .20 5440 3.0
Mali 50.81 1550 0.31 5d.4 7.3
Merocco 62.02 10.76 047 BEG 17.2
Mauritius 5534 1763 030 703 24.1
Niger 4188 1487 034 25.6 20
Scenegal 4520 1497 08z 312 02
Tunisia 71.04 13.88 D19 ge8 4482
Zambis 4338 15.68 0.38 31.8 56
Uganda 58.00 1846 0.32 BE.& 0.2
Litaracy
Mean: 50 ’ oy MM OML
Botewana 48.00 1500 0.31 48.2 60
Madagascar 54,04 21.15 038 56.59 206
Meailzawi 3500 14.00 Q4aa 163 1.4
Mali 51.82 19.37 Q37 50.4 131
Meroseo EXB3 1548 023 [R50 4535
ME LS £1.00 2100 0,34 755 354
Niger 4112 18.85 C.4B 3083 2.6
Senagal 4885 18.11 oar 4585 6.7
Tunisia 72.81 1508 018 o541 708
ngs-mdr_! 58180 17,80 [whzizd 706 237
Zambiu 4300 418.00 04z 478 7.3
Numeracy . L Sl
) Maan 80 - | o RN L MM DM
Dotswana 5100 15.00 n.28 5.4 o4
Madagascar 43.73 17.44 (a1} 244 56
Malawi 43.00 14.00 033 a0.7 1.4
Mali A43.62 1673 0D.ag a78 6.2
Moracco 5H.40 18.85 033 B3.6 25.5
Mauritiug HH.52 1916 0.33 504 264
Nigl::r‘ 37.31 1578 o4z 153 3.7
Senayal a9 73 1555 039 220 3hn
Tunisia H0.38 16842 031 418 330
Uganda 4833 1814 na? 449.7 121
Zambia 3B.00 47.00 0a7 198 4.4
Life Skills ‘
Mean S0 Cv MM.L DML
Eotswena 56.00 14.00 D27 718 148
Madagascar 7218 10.20 014 573 BO.3
Malawi 7700 14.60 f.18 954 68.4
Mali 5692 18.11 034 B9.8 zaz
Muorocco B2.26G 1817 D.2B va2 231
Mauritius SR 20.00 0.34 E59 324
Niger 47.74 17.58 0.37 44.8 7.0
Senegul a5.68 1823 025 363 70
Tunisia 74 B5 13.38 018 85.1 5B6.7
Uganda 6876 2025 0.30 798 54,7
Zambia 51.00 23.00 0.4%5 449.0 26.1

—wee - -




APPENDIX C-6
Difference In Literacy Scores By School Location, thuul Type And Gender

School Locatinn

Urban Rural F ' Sigg

Botawana 5041 4824 417 0.00
Madagascar B&5.00 200 12.88 0.00

Maiawi 3649 2448 £a3 oo

t Mali 5587 484z 5.95 oma
¥ Marocco 6909 86.31 278 0.00
. Mauritius B5.09 59.4z2 sBy ooa
Niger 44.34 . a9.79 489 oon
o Senegal 4976 4314 163 003
Tunigia 7262 7340 B8R0 oog
Liganda a4 .80 57.20 710 oo

Zambia 4580 3940 1040 Do

Difference in Literacy mean score per country
Type : . .

- Public Private DiF Sig

N Baotswana a47.4% BRE 34,77 0.0D
L Madagascar friuldla] G500 -14.5% 0.0D
i Malawi 3497 428y -78m 00g
& Mali 51.06 8a.44 339 000
i Meraccn 67.18 0BG 368 a0
o Mayritiug B2.25 .44 385 003
K Senegal 4875 49,86 110 n.89
'y Ugands BE.EE 74.12 -15.80 0o
) Zambia 41,03 6155 2052 ' oLo

Difference in Literacy mean score per country
Gender ) .
Bays Girls OIF . Sig
Botawana 4533 5040 5,07 000
Madagascar 54.00 56.00 -1.48 0.05
Malawi 34.44 3415 1.29 ool
Mali £4.42 4976 468 .00
Morocco E8.11 B7.21 [ak=la] o6
Mauritius 5883 B 36 553 0.00
Niger 4079 41.33 083 042
Senegal 49182 4261 051 €151
Tunisia 77.04 7927 203 ‘ akala| gy ;
Liganda 54.650 Bosa -1.10 0.03 w
Zambix 41.50 47.30 -1.80 0.09

Appendix G , m‘""‘



APPENDIX C-7

Difference in Numeracy scores by Suhnnl Lucatlon,' ‘Schunl type and Gendev

Difference in Numeracy mean scora per country

Background

Urban Rural DIF Big
Botswana 51.67 49.60 2.07 ulils]
Madagascar 52.00 41.00 1034 0.00
Malawi 44 78 4327 1.45 001
Mali 44 E5 4773 192 n.o3
Muorocco 58.89 54.15 473 0.o0
Mauyritius 62.9% 5565 7.30 ukwla]
Nigar HE.5q 36163 148 oo
Senegal 4218 4754 464 0.00
Tunigia GR a4 B3YE a.08 oo
Liganda 51.21 47.50 371 000
Zambia 38.80 33.80 5.a0 0400

Difference in Numeracy mean Scorg par country .
B e e - Type

: ; " Publie Ig
Botawana 5167 7354 21.87 o.uo
Madagascar 41.00 4800 287 0.00
Malawi 4354 413.56 -5.02 060
Mali 43.36 44.13 077 c42
Morocco 5548 &0.77 728 000
Meuritius o886 54.599 3.88 n.nz2
Sensgal 3748 6336 -16.37 0.00
Uganda 5054 58.04 -7.40 .0
Zambia 35.39 50.25 -14.94 0eo

Difference in Numeracy mean score per cuunt;w
Gendar

Boys Girls DIF Sig

Botawana 50.48 5370 327 006

Madagaccar 4411 43.00 1143 Qo7

Malawi 4584 4133 454 0.00

Mali &4 BH 4279 1,749 0ns

Maorocco 5602 56.68 £59 0.31

Mauritiug 5748 59.45 onG o.c4a

Niger 36.74 3gn7 21,43 017

Senegal A033 39.07 1.268 005

Tunigia 518G 5041 239 G.oD

nganda 50.606 48.01 285 alnie}

Zambia ah10 anro -0.68 0.54




APPENDIX C-8
Difference in Life skills score by school location, school type and gender

Difference in Life Skills mean score per country
Background ‘
Urban Bural [ Sig
Botswana 56.56 5E.25 011 0a0
Madagascar 74.00 71.00 2.86 [a1ala}
Malswa 78.18 76.02 246 oo
Mali E2.23 51.50 1073 oGoo
Morocco 5483 G0.253 453 oo
Mauritius 61,14 57.23 391 Goa
Niger 47.57 4711 083 0B1
Senegal 4677 46.59 018 079
Tunisia 76.58 HA.ED 6.8 [wiala]
Ugands B7.03 6758 085 024
Zambhia 54.80 42.00 780 c.oo
Difference in Life Skills mean score per country
Type .
Pubtic Privata DIF Sig
Batswena SE0S 7498 1891 Qo0
Madagascar 7100 7500 283 Q00
Malawi 7827 B.BS - 30 .00
Mali 5286 B1.5% 770 000
Marocco 8170 BE.DS 528 {00
Mauritius 5B.2E 8E.E2 1.71 0.32
sﬂnagal 4688 43.41 143 D18
Uganda BB.B1 76.36 -85 Doo
Zambia 49.70 53.30 -19.60 ulnls}
Difference in Life Skills mean score per country
Geandar )
Boys Girls OIF ‘Sig
Botawana 54.54 58.14 360 Qoo
Madagascar 72.00 73.00 080 Qo
Malawi 7875 7490 385 0.00
Mali 57.46 o260 1.86 008
Maroeca 62.17 8251 03 080
Mauritius 57.79 5833 .54 0&B
Nigar 465.89 468.53 005 012
Senagal 46.75 4G BB Doz 053
Tunisia 7471 74.97 026 .45
Uganda gaa2g B85.20 3.09 .00
Zambia 45.50 50.20 -0.80 061

om im0




APPENDIXCS o |
COUNTRY DATA BY TEST DDMAIN GENDER SCHDDL LDCATIDN

AND SCHOOL TYPE
BOTSWANA
Botswana Valid N Mean .| . 8D |.-MML | DML 3z

TOTAL 3 TESTS 5529 51,87 15 578 877
Literacy total 5568 4B 15 48,2 B.Q
Vocahulary 5558 70 27 858 678
Comprehension 5558 83 17 576 123
Writing /Expression 5554 27 18 136 27
Grammar 5558 49 3e 47.4 16.4
Numeracy total 5557 51 19 554 9.4
Numbers 5557 53 17 88 18.1
Geometry 5857 54 22 586 43.0
Magsurement H557 38 18 41.3 4.8
Lifagkills total 5472 56 15 718 148
Civies /Environment 472 69 24 84.7 7210
Haalth 5472 54 17 698 14.6
Science & Technolagy 5472 49 23 626 12.8

Armpmadie T
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APPENDIX C-10 ik
COUNTRY DATA: BY TEST DOMAIN, GENDER, SCHOOL LOCATION

AND SCHOOL TYPE
MADAGASCAR
Madagascar Number Mean SD MM.L DML
TOTAL 3 TESTS 3165 5595 13.50 GE6.1 11.7
Literacy total 3163 55.00 21.00 569 208
Vocabulary 31566 53.00 39.00 897 38.2
Comprehension 3130 72.00 2500 7849 577
Grammar 31683 48.00 26.00 4686 28,1
Writing /Expression 3160 56,00 24,00 614 3.2
Numersacy total 3165 44.00 17.00 344 55
Numbers 3165 48.00 2000 51.3 12.4
Measurement; 3157 32.00 24,00 27.3 6.4
Geometry 3156 43.00 2000 365 75
Lifeskills tatal 3164 72.00 10,00 873 60.3 .
Health 3162 8000 14.00 8971 549
Civice/Environment 3162 7200 14.00 24.1 745
Science & Technology 3157 76,00 19.00 87.1 a0.a
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APPENDIX C-11
COUNTRY DATA: BY TEST DOMAIN, GENDER, SCHOOL LOCATION ﬁ
AND SCHOOL TYPE |
/ ]
MALAWI
Malawi Valid N Mean sD ML Min ML Max
TOTAL 3 TESTS 3283 o 10 54.3 3.0 .
Literacy total 3283 35 14 16.3 14 3
Vocabulary 3283 54 28 704 39.0
Comprehension ‘ 3283 37 17 22.3 1.5
Writing,/Expressian 3283 23 21 B.S 28 i
Grammar 3283 85 23 45.7 11.8 i
Numeracy total 3283 43 14 30.7 1.4
Numbers 3283 42 16 4414 4.2
Geometry 3283 47 a7 627 282
Measurement 3283 43 _ 21 3749 B.7
Lifeskills tatal 3283 77 14 95.4 65.4
Civics/Environment 3383 BO 17 97.1 . 896
Health 3283 78 17 92.4 61.0
Science & Technology 3283 70 20 92.0 428
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APPENDIX C-12 | - -
COUNTRY DATA: BY TEST DOMAIN, GENDER, SCHOOL LOCATION

AND SCHOOL TYPE
MALI
Mali Number Mean 5D M.M.L D.M.L.

TOTAL 3 TESTS 1365 S0.81 16,39 54.40 7.30
Literacy total 1405 51.82 35.25 50.40 12,10
Voeabulary 1365 85.04 16.75 ga.70 B0.40
Comprehensian 1405 57.03 2384 81.10 31.80 :
Grammar 1365 4354 2559 51,50 30.70
Writing/Expression 1365 45,28 pAaR 4030 15.60 i
Nurmeracy total 1332 43.62 15.58 37.80 5.20
Nurnbers 1405 34.12 1937 13.80 220
Measurement 1403 49,80 2451 £0.00 38.00
Geometry 1403 48.31 2328 47.00 47.00
Lifeskills total 1403 56,92 1910 63.80 2370 4
Heaith 1405 56.17 2547 B8.20 30.70
Civics/Environment 1403 SB.O07 2079 B57.80 22.60
Scienca & Technology 1404 5562 22.81 61.10 40.10

ANy 1
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APPENDIX C-13
COUNTRY DATA: BY TEST DUMAIN SCHDDL LDCATIDN SCHDOL

TYPE AND GENDER

MAURITIUS

Mauritiug Cases Mean 80 MLMin | ML Max
TOTAL 3 TESTS 1800 52,34 17.63 70.3 24,1
Literacy total 1800 51.20 21.10 785 354
Vocabulary 1800 B85.35 24.20 843 BE.&
Comprehension 1731 €8.20 18.00 BOR 44.4
Writing /Expression 1687 48,00 28.30 484 2z.2
Grammar 1698 57.30 28.30 74.4 443
Numeracy total 1800 5B.52 19,16 69.4 mE.4
Numbers 1800 61.Q0 21.09 G632.7 357
Geometry 1800 £1.06 24,26 85.5 a477
Measurement 1800 51.65 2834 61.8 22.3
Lifeskills total 1800 5840 2020 £9.9 324
Civies/Environment 1800 65.20 28.40 793 793
Health 1800 56.10 21.30 63,9 234
Science & Technology 1800 65.20 25.10 69.6 24.5
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APPENDIX C-14
COUNTRY DATA: BY TEST DOMAIN, SCHOOL LOCATION, SCHOOL,

TYPE AND GENDER

MOROCCO

Moraocco Number Mean SD MML DM.L
TOTAL 3 TESTS 4138 6202 10.76 B85.601 17.20
Literacy total 4285 6763 1548 85490 45,50
Vocabulary 4288 7687 2016 8950 73.00
Comprehension 4288 a8.73 440 08.90 58.90
Grammar 4285 G578 228.33 B82.40 8110 -
Writing /Expression 4285 5792 24.21 57.10 34.80
Numeracy total 4287 56.40 18.89 6360 25.50
Numbers A2HE 4718 22.02 35.50 1340
Measurement 4282 5E.58 24.90 7030 48.30
Geometry 4282 7055 21.77 83.20 83.20
Lifeskills total 4312 Ee.an 1616 7270 2310
Health 4312 T oB1B4 2056 76.50 3620
Civics/Environment 4312 B5.26 16.80 82.70 3080
Science & Technology 4312 56.84 22.38 63.50 1710
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APPENDIXC-15
COUNTRY DATA: BY TEST DOMAIN SCHDDL LDCATIDN SCHOOL

TYPE AND GENDER

NIGER
Niger Number Mean SD MM.L. DM.L.
TOTAL 3 TESTS 1532 4158 1427 258 20
Literacy total 1455 4112 18.86 383 3.6
Vocabulary 1455 BO.58 27.26 880 734
Comprehension 1455 50.50 25.71 489 11.9
Grammar 1455 4318 33.51 485 272
Writing/Expression 1455 32.70 21.46 188 1D7
Numeracy total 1491 37.31 15.78 16.3 57
Numhbers 1431 35.92 ‘ 18.43 184 78
Measurement 1431 4257 25.45 44.5 234
Geometry 1491 4583 24 66 418 418
Lifeskills total ' 1487 47,74 17.59 449 70
Health 14867 46.17 21.81 478 16.0
Civics/Environment 1487 48 66 18.92 445 B.2
Science & Technology 1467, 48.46 23.73 472 128
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APPENDIXC-16 A | . .
COUNTRY DATA: BY TEST DOMAIN, SCHOOL LOCATION, SCHOOL

TYPE AND GENDER
SENEGAL
Senegal Number Mean S0 MM.L. DML i}
TOTAL 3 TESTS 2223 45.20 ag7 e Q.2
Literacy total 2287 4886 1811 458 8.7
Vocabulary 2397 7513 31.80 81.1 47.0
Comprehension 2357 48,39 22.38 4E6.8 6.0
Grammar 2397 AR.74 3246 34.1 7.2
Writing/Expression 2287 36.13 2419 24.1 g8
MNumeracy total 2412 3973 15.55 22.8 30
Numbers 2412 2884 14860 7. 1.1
Measurement 2412 39.37 21.29 187 18.7
Geometry 2412 38.35 23.58 295 101
Lifeskille total 2460 46.68 16.23 36.2 7.0
Health _ 2450 4783 18.37 355 =N
Civics,/Environment 2462 48.38 19.83 478 B.7
Science & Technology 2462 4055 21.97 3.0 14.7
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APPENDIX C-17

COUNTRY DATA: BY TEST DOMAIN, SCHOOL LOCATION, SCHOOL - ;
TYPE AND GENDER .
TUNISIA
~ Tunisia Number Mean "sD . | MML DML ]
TOTAL 3 TESTS 3649 7104 13.28 926 492 :
Literacy total 2695 77.91 15.08 95.1 708
Vocabulary 3655 7451 2692 B8E.9 728
Comprehension 3695 81.35 15.80 95.2 537
Grammar 3655 76.44 2199 88.1 65.0
Writing/Expression 36585 77.79 17,68 801 67.8
Numeracy total 3747 6038 18.42 31.6 330
Numbers 3747 63.28 21.77 49.2 169
Measurement 3747 54.83 24.28 £9.9 440
Geometry 3747 70.33 2385 806 806
Lifeskills total 3750 7455 13.39 95.1 56.7
Heaith 3750 70.19 16,33 0226 487
Civics/Enviranment 3750 79.64 15.19 95,3 730
Science & Technology 3750 7205 1988 92,5 50.3
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APPENDIX C-18

COUNTRY DATA: BY TEST DOMAIN, SCHOOL LOCATION, SCHOOL
TYPE AND GENDER

UGANDA

Uganda Valid N Mean sD ML Min ML Max

TOTAL 3 TESTS 8493 57 16 54.4 14.4 ;
Literacy total 8493 59 23 543 233 |
Vacabulary B493 74 che 84.7 726 g
Comprehension 8493 57 25 63.4 28.85 .
Writing/ Expression 8493 43 27 44.7 226 - .
Grammar 8493 55 a5 55.3 255 |
Numeracy tatal 8493 50 18 ar9. CERE: |
Numbers 5493 49 20 39.0 12s |
Geometry 8493 53 24 a4 e7e | M
Measurement 8493 48 22 480 15.2 3
Lifeskills total 8493 57 20 788 51.1 .
Civica/Environment B493 BE 25 B81.0 63.8 *’* ‘:3
Health 5493 69 25 833 anz |
Sciance & Technology 8483 B4 24 BO.1 357 ; J
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APPENDIXC-19
COUNTRY DATA: BY TEST DOMAIN, SCHOOL LOCATION, SCHOOL
TYPE AND GENDER
ZAMBIA
E
Zambia Valid N Mean sD ‘MLMin | MLMax | -
TOTAL 3 TEST 1781 43.39 16,68 319 56 |
Literacy total 1932 43 18 378 7.3 -
Vocabulary 1932 72 a0 836 67.7 A }
Comprehension 1932 a5 20 388 7.9 &
Writing/ Expression 1932 28 25 229 g8 - |
Grammar 1832 a9 cle 485 17.0
Numeracy total 1880 36 17 199 - 44 ]
Numbers 1880 36 19 265 a4 [
Geomatry 1880 37 28 39.0 B.8
Measuremeant 1880 35 20 205 5.8
Lifeskills total 1964 51 23 4980 26.1.
Civics/Environment 1964 e 27 509 383
Health 1964 52 26 53.5 26.4
Science & Technology 1964 48 as 575 158
&
J ¢
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APPENDIX D: DATA FROM 1992 - 1998 MLA SURVEYS -,

MEAN SCORES OF SUB-GROUPS NUMERACY"

Urban/Rural Girl/Boy Private/Pullic
MAL| 101.2/98.86 98.93/100.58 102.3/96.16
MAURITIUS 72.4/608 64.3/63.4 54,/67.7
MORQCCO 67.22/536 63.43/62.02 78.87/59.02
NIGERIA 35,/30.33 31.9/32.42 4308/3013
MOZAMBIGUE 578/571 54.7/539.2 _
RODRIQUES — 524,518 51.1,/53.2
SAO TOME & PRINGIPE 51.65/43.62 48.3/47.2 —

MEAN SCORES OF SUB-GROUPS LITERACY"

Urban/Rural _Girl/Boy. * . .| . . Private/Public "
MAL 101.85/98.25 99.91,/100.04 99.68,/98.05
MAURITIUS 62.6/50.8 56.4/53.3 42.9/58.1
MOROCCO 63.25,/44.89 £1.29/54.05 7268/5357
NIGERIA 289/22.6 25.8,/04.8 408/15.3
MOZAMBIGUE 46.2/42.7 431,/43.9 —_
RODRIGUES 39.3,/30.8 32.9/37.8
SAQ TOME & PRINCIPE 53.02,/40.37 48.1,/44.8 —

MEAN SCORES OF SUB-GROUPS LIFESKILLS . . .

Urban/Rural . GiM/Boy | Private/Public 5
MAL! 10167,/98.46 100.59/99.67 99.41,/99.78
MAURITIUS B2/65.2 63.7/645 56.3,/66.1
MOROCCO 75.67/60.3 73.4,/68.42 81.31,/68.09
NIGERIA 35.02,/31.02 38.77/32.62 43.12/30.63
MOZAMBIGUE 57.3/58.4 57.2/58.3 _
RODRIGLES — 439/49 435,425
SAQ TOME & PRIN[;:IPIE 73.63/7066 74.3,/69.8 -
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APPENDIX E |
TABLE OF EFFECTS & CORRELATION MATRICES BY COUNTRY

BOTSWANA

Only three of the constructs in the global model could not be used in the model for Batswana. They are
Safety and Securtty, Socio Fcongmic Stetus and Chalkboard

The measurement model

The elimination of variables resulted in constructs that are measured by fewer variables than ariginally
intended. For each construct, all the variables are indicated in the diagram, but only those that could be
used in the analysis have coefficients. For example, in the Haome learning support construct, all three var-
abies could be used. The first two contribute about equally to the composition of the construct while the
contribution of the third one is far less,

The structural model

The selected variables in this madel explain 20% of the variation in the achievement of the learners.
Constructs that receive an arrow (solid line] from Schoof focation/ type are significantly different for Urban
and Rureal schools. For example, the home background of the learners in Urban schaols are very different
from those in Rural schools. The positive coefficient {0,60) indicates that the home background is rmuch
better in Urban schools,

The following table provides the direct, indirect and total effects of the predictor constructs on the Lesmer
Parformance construct.

Table of Effects

LEARNER PERFORMANCE [LP)

Pradictors Direct Indiract Total

effect effect effect
Schoal location/type {SLT) - 0,16 016
Access to school [AS) 0,00 - 0,00
Home background (HBG) 0,12 0,00 013
Assessment practices [AP) 017 - 017
Family education level [FEL) 0,20 0,01 021
Home iearning environment (HLE) 0,02 - 002
Home learning support (HLS) 0,05 - 003
Attitude to school and teacher (ATT) o0 - 0,01
School learning environment [SLE] 0,09 - 0,09
Learner characteristics [LC) 0,13 - 0,13
Haormewark [HW) 014 - 0,14




e oo
i "
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MADAGASCAR

Twelve of the constructs in the global model could not be used in the model for Madagascar. They are .

Access to School, Assessment Practices, Home Learning Environment, (Classrogm charscteristics, At
tuds to school and teacher, Home background, Pupi eharacteristics, Homework, Safety and Security, Teacher
characteristics, Chalkboard and School Learning Environment. E

The measurement model
Two of the three tests in the Lesrmer Performance construct, Numeracy and Literacy, contribute highly ‘
(0,74 and 0,88] to the construct while Life skills has a low contribution [0,54). in the Schoo! location tpe 4
construct, Urban,/Bural has a positive coefficient while Private/Public has a negative cosfficient. This means 1

that the private schools [code O] are mastly in Urban areas {code 1), and a high value on this construct
corresponds to Urban and/or Private schools. \

The structural model
The selected variables in this model explain 64% of the variation in the achievement of the learners.

All paths, except for the path from School locationtype, to Learner Performance have negative coeffi-
cients, while the expectation would be that the influences on performance are positive. The very stmng:‘;
direct effect of School location type on parformance [1,12) seems to cause this apparent contradiction: -
The reason for this [and for the cosfficient greater than one] lies in high correlations among the constructs
(multicolinearity).

The following table provides the direct, indirect and total effects of the predictor constructs on the Lasmar
Ferformance construct,

Table of Effects

LEARNER PERFORMANCE (LP

Predictors ‘ e sDiveet sk indired L Tota
I | effect | L etfe
School lucation/type (SLT) 112 .41 0.71
Socio Economic Status (SES) -0.42 0.04 0.38
Home learning support [HLS) 0.26 0.26
Family education level [FEL) 0.02 .04 -0.08
R-square = 0,64

Correlations between constructs

LP FEL HLS ZES ST
L7 1.000
FEL 0342 1.000
HLS 0048 0308 1.000
SES 0302 0O44b 0185 1.000
SLT 07089 0577 0357 G702 1000



MALAWI

Nine of the constructs in the global model could nat be used in the model for Malawi. They are Safsty and
Security, Attitude to School and Teacher, Assessment Practices, FPupll characteristics, Socio Economic
Status, Classroom characteristics, Chalkboard, Horme Learming Ervironrment and Teacher characteristics.

The measurement model

0f the two variables in the Homework construct, the first one (unable because of family reasons) contrib-
utes the most to this construct. In the Learmer Performeance construct, Numeracy does not contribute as
rmuch as the other two tests. The coefficients for the twa variables in the Family Education Leve/ construct

indicate that the father's and mother's education level contribute equally to the composition of this con-
struct.

The structural model
The selacted variables in this mode! explain 21% of the variation in the achieverment of the learners.

The positive coefficient (0,20) for the path from School Learning Environmsnt to Lesrnsr Performance
indicates that tha former construct has & positive influence on the performance of tha learners. The same

can be said for the education level of the parents [coefficient=0.25).

The following table provides the direct, indirect and total effects of the predictor constructs on the Learner
Performance construct,

Table of Effects

: LEARNER | PEF!FDFIMANEE (LP]

Predictars - ‘Direct | Indirect | . Total .
effect ~effect | - effect
Schoal location,/type [SLT) - 023 0.23
Access to schoal [AS) 0.28 . D028
Home background (HEBG) 0,10 0,02 0,12
Home learning support (HLS) 0.4 - 0,04
School learning environment (SLE) 020 - 020
Farmily education level (FEL) 025 0,02 023
Homework (HW) 0,13 - 0,13

Hsquare = 0,21




MALAWI e
Nine of the constructs in the global model could not be used in the model for Malawi. They are Safety and

Securty, Attitude Lo School and Teacher, Assessment Preclicss, Pupil characteristics, Socio Econarmic
Status, Classroorm charactaristics, Chalkboard, Home Learning Environment and Teacher characteristics.

The measurement model

Of the two variables in the Homework construct, the first one {unable because of family reasons) contrit-
utes the most to this construct, In the Learner Parformance construct, Numeracy does not contribute as
much as the other two tests. The coefficients for the two variables in the Family Education Leve/ construct
indicate that the father's and mother’s education lavel contribute equally to the compaosition of this con-
struct.

The structural model
The selected variables in this model explain 21% of the variation in the achieverment of the learners.

The positive coefficient (0,20) for the path from School Learning Environment to Learner Performance
indicates that the former construct has a positive influence on the performance of the learners. The same
can be said for the education level of the parents (coefficient=0,23).

The following table provides the direct, indirect and total effects of the predictor constructs on the Learner
Parformance construct.

Table of Effects g

R [EARNER PERFORMANCE (LP]_ |
Pradictors Direct | - Indirect | . Total

effect | effect | _effect

Sehool lacation/ type (SLT] - 023 023
Access to school [AS) 0,26 - 0,28
Home background [HBG) 010 Doz 0.1
Home learning support (HLS) 0,04 - 0,04
School learning enviranment (SLE) 0,20 - 0,20
Family education level [FEL) 0,25 0,02 0,23
Hamework [HW] 0,13 - 0,13

l_ Rsquare = 0,21
Correlations between constructs

GBS AS WP  SLE  FEL HS  Hw 8T

SES 1.000

AS n292  1.008

LP Qean 0181 1.000

SLE na73 £0sa 0854 1000

FEL 0sg7 0236 0274 0221 1000

HLS A4 0443 0104 0134 £489 1000

HW op12 o004 04247 0Og4 Q010 D008 4.000

SLT Qgoe 0316 Dgp9 0296 C745 0452 0013 1000
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MALI

Seven of the constructs in the glabal model could not be used in the model for Mali,
Securtty, Access to School, Home Learning Support, Chalkbosrd, Assessment Frectices, Pupi characre

tics and School Learning Environiment:

The measurement model

in the Socio Economic Status construct, the question whether the family stays in their own house could no
be used. The other two variables in this construct [smenities and housshold goods indeces) contribyts
equally ta the composition of the construct. The coefficients of the two variables in the Schoof location, typ,

construct show that the contribution of Urban/Rural is about twice that of Private/Public. This construct
can therefore be seen as discriminating more between Urban and Rural than between Private and Public,

The structural model

The selected variables in this model explain 30% af the variation in the achievement of the learners.

Constructs that receive an arrow (solid line) fram School location, type are significantly different for Urban
and Rural schools, For example, the home learning environment of the learners in Uirban schools are very
different from those in Rural schools. The positive coefficient {0,528} indicates that the environment is more
stimulating in Urban schools. Also, the high positive coefficiarts for the paths from School locstion type ta
Home background, Socio Economic Status and Family Education Leve/ indicate a rmuch more stimulating
envirgnment for the learners in Urban areas in terms of the home they live in and the education level of their

parents,

The following table provides the direct, indirect and total effects of the predictor constructs on the Learmer

Ferformance construct.

They are Safery 4

Table of Effects
LEARNER PERFORMANCE (LP)

Predictors Direct Indirect | Total -

effect: effect’ effect
School location,/type [SLT) - 0,39 0,38
Socio Economic Status [SES) 0,63 0,07 0,56
Harne background (HBG) 0,07 0,05 0,11
Family education level [FEL) 0.01 012 {311
Home learning environmens [HLE) 0,16 - 0186
Attitude to school and teacher [ATT) .07 - .07
Homewark [HW) (1,08 - -0,08
Teacher characteristics (TC) 0,30 . 0,30
Classroom characteristics [CC) 0,16 - 0,18

Brsquare = 0,30

Correlations between constructs

FEL HLE TC CC
FEL 1.000
HLE 0867 1.000
T 0142 01268  1.000
cc 0008 0007 0002  1.000
LP 0285 Q226 0210 D154
HBG 05868 0650 0157 0008
b ot G780 0748 0187 Q000
SLT 0720 0B38 0198 0011
HW 0068 Q081 D019 0001
ATT 0.108- 00SE 0©D30 nooe

LP

1.000
0,295
0.404
0383

0113
0.005

HBG

1.000
D8
0793

0078

0,116

SE3

1.000
0545
-0.080
0142

LT HW

1.000
00985 1.64a0
0150 0024

ATT

1.00C




MAURITIUS

Only five of the constructs in the global model could not be used in the model for Mauritius, They are Attitude

ta School and Teacher Pupil characteristics, Socio Economic Status, Chalkboard and School Learning Envi-
ronment.

The measurement model

The three tests in the Learner Perforrance construct contribute almast equally to the compasition of the

construct. The coefficients for the two variables in the Family Education Level construct indicate that the
father's and mother's education level contribute equally to the composition of this construct.,

The structural model

3 The selected variables in this mods! explain 44% of the variation in the achievement of the lsarners.

There is a significant negative path fram Safety and Security to Learner Performance. This means that
learners in ‘unsafe’ schools (schools far from a police station] generally perform warse. The negative path

from Homewaork ta Learner Perforrmance indicatas that the learners who are sometimes prevented from
doing hormewark generally do worse than the others.

The fellowing tabls provides the direct, indirect and total effects of the predictor constructs on the Lesmer
Performance construct.

Table of Effect
| LEARNER PERFORMANCE (LP)
Predictors Direct | Indirect | Total
|3‘ effect affect effect
& Schoal location,/type [SLT) - 043 0.43
' Access to school [AS) 0,03 0,03
K | Home background (HBG) 0,09 0.09
¢ | Safety and Security [S9) 0,19 018
4 Heme learning environment [HLE) 017 017
Harne learning support {HLS) 0,03 0,03
Assessment practices (AP) 0,03 0,03
Farmily education level [FEL) 0,64 015 0,49
Homeweork [HW) 022 0,22
Classroom characteristics {CC) ‘ 0,04 004
Teacher characteristics (TC) -0.01 0,01
R-square = 0,44

Carrelations between constructs

FEL 8BS HLS  AS Lo FILE 85 TC oo ST HW AP 5
FEL 1.000
SES Q9508 1,000
HLS 0574 0282  1.000
a5 Q58 D141 0097 1000 -
LP 0581 0384 0357 @157 1000 -
HLE 0960 0488 0551 0183 (0554 4000 o
ug 0320 0EE8 0184 0210 0B8B4 4308 1000
TC 0184 D138 0094 0108 0131 0158 0205 4000
oG 0280 D247 0166 C4190 0255 DeFg 0381 4247 100D
ELT 0507 0424 0281 Q353 0400 0488 0531 G324 0571 1.000
HW 0132 0111 0076 L£O0B7 0307 0127 DIGE 4085 0749 0951 1000

AR 00s0 Qapy5s 0052 Q4bs 0078 0087 0112 0058 0402 Q178 0047 1000
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MOROCCO

Eleven of the constructs in the global model could not be used in the model for Moroceo. They are Access to

School, Assessment Practices, Home Learning Ervironment, Llassroom characteristics, Pupil charactsris
tics, Hame learning support, Family Education Level, Teacher characteristics, Socip Econormic Sﬂat;us,
Chalkboard and School Learning Environment,

The measurement model

The three tests, Numeracy, Literacy and Life Skills, do not correlate for the Morocco data and could there.
fore not be used to form a construct. Consequently, the three test scores were added to form anly ane total
SCOre,

The structural model
The selacted variables in this model explain 23% of the variation in the achieverment of the learners.

The only significant path to Learner FPerformance is the path from Safety and Securty. The paths from
Schaul lncation/type indicate big Urban-Rural differences in Home background and Safety and Security.

The fallowing table provides the direct, indirect and total effects of the predictar constructs on the Lesrrer

Ferformance construct.

Table of Effect

LEARNER PERFORMANCE (LP)
Predictors Direct Indiract Tatal

effect effect effect
Schoaol location,/type (SLT) - 0.38 00,39
Home background {HBG] 0,38 - 0,38
Safety and Security ($8] Q.80 - (0,80
Attitude to Schoal and Teacher [ATT) 0,04 - 0,04
Homewaork {HW) -0,02 - -0,02

- R-square = 0,23

Correlations between constructs

LP 55 HEBf5 LT HWW ATT
LP 1.000 ‘
85 Q448  1.000
HBG 0331 0801 1.000
BT Q377 05835 0859 1.000
HW 0134 08291 02397 0308 1000

ATT 0102 0335 0342 0357 D006 1000
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NIGER

Ten of the constructs in the global model could not be used in the model for Niger. They are Safety and
Security, Access to School, Home Learning Support, Attituds to School and Tescher. Assessment Frac-

ticas, Pupil characteristics, Classroom characteristios, Farmily Educsation Level, Home Learning Environ-
ment and Tescher characteristics.

The measurement model

In all the gonstructs in this model, except for Learner Ferformance and Hormework only one variable could
be used. Of the two variables in the Homework construct, the first one [unable because of family reasons}

contributes the mast to this consteuct. In the Learner Performance construct, Life Skills does not contrib-
ute as much as the other two tests,

The structural madel

The selected variables in this model explain B2% of the varigtion in the achisverment of the learners.

There are quite strong direct effects of Chakboard [coefficient=0,53) and Sociz Fconomic Status (coeffi-
cient=0,51] on Learner Farformance.

The following table provides the direct, indirect and total effects of the predictor constructs on the Learmer
Performance construct,

Table of Effect

LEARNER PERFORMANCE [LP)
Predictors Direct Indirect Total
effect effect affect
School location,/type [SL.T) - 0,11 0,11
Socio Economic Status [SES] - . 0,31
Home background [HBGE) - - 0,09
School Learning Environment {SLE] - 0,30
Chalkboard [CHE] - . 0.53
Homework [HW) - - 0,19
H-aquare = 0,62

Correlations between constructs

5ES LP CHB BLE HEG HW ST

S5ES 1.008

LP 0452 1.000

CHB 0065 0507 1.000

alE 087 0273 0028 1.000

HBG 0153 0079 0048 £0B5 1000

HW QD18 QB2 OO0 0808 D014 1.000

oLt 0453 0105 0144 D182 0337 G042 1.000
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SENEGAL

Twelve of the constructs in the global model could not be used in the model for Senegal. They are Schogy
location.type, Access to School, Assessment Practices, Horme Lesrning Environment, Llassroom charac.
teristics, Pupid characteristics, Safety end Security, Farmily Educstion Level Teacher charactaristics, Socip
Economic Btatus, Chalkboard and Schoof Learning Enviromment.

The measurement model

The three tests, Numeracy, Literacy and Life Skills, do not correlats for the Ssnegal data and could there.
fore not be used to form a construct. Conseguently, the three test scores were added to form only one total
score.

The structural model
The selected variables in this model explain 19% of the variation in the achievernent of the learners.

None of the paths in this model is statistically significant at the 5% level. This is not surprising, since the
correlationg of the manifest variables with the total score are all very low [less than 0,1).

The fallowing table pravides the dirgct, indirect and total effects of the predictor constructs an the Learner
Ferformance construct,

Table of Effect

... ... T LEARNER PERFORMANCE {LP)

‘Predictors’ - - Direct | Indirect | Total
e effect eHfect | effect
Home learning support {HLS) 044 - 044
Haome background (HBG) 062 032 0,30
Attitude to School and Teacher {ATT) 2,086 - £,06
Hormework {+HVV] -0,07 - .07

R-square = 0,18

Correlations between constructs

LR HLS ATT HEG W

LP 1,000

HLS 0012 1000

ATT Q018 6475 1.00C

HBG 0308 ¢728 0108 1.000

HW o112 0102 p0ov8 0141 1600
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TUNESIA

Eleven of the constructs in the global madel could not be used in the rodel for Tunisia. They are Access to
School, Assessment Prectices, Home Lesrning Environment, Classroom characteristics, Attitude to school
and teachar. Home background, Pupil characteristics, Safety and Sscurity, Teacher characterstics,
Chatkboard and School Learning Envirconment.

The measurement model
The three tests, Numeracy, Literacy and Life Skills, contribute about equally to the Learner Ferformance
construct. Of the other constructs, only the Farmily education lave/ constructs have rmore than one variable
that measures the construct.

The structural model
The selected variables in this model explain 46% of the variation in the achieverment of the learners.

All paths, except for the path from Schoo/ location type to Learner Performance, are not significant. The
very strong direct effect of Urban/ Rural on perfarmance (0,94] seems to explain most of the differences in
the performance of the learners, which explains why the sffects of the other constructs are not significant.

The following table provides the direct, indirect and total effects of the predictor constructs on the Leamer
Performance construct,

Table of Effect

| , LEARNER PERFORMANCE {LP]
Predictors ‘ Direct Indirect Total
effect effect pffect
School location,/type (SLT] 094 0,31 0,63
Sacio Economic Status (SES) 0,34 002 0,35
Home tearning support (HLS) 0,16 018
Hormewark (HW) ' 005 005
Farnily education level [FEL] 0,01 001 0,02

R-squarg = 046 B

Correlations between constructs

p FFI HLE SES HwW s5LT
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UGANDA

Ten of the constructs in the global model could not be used in the madel for Uganda. They are Safety apg
Security. Access to School Assessment Fractices, Hormework, Home Learning Ervironment, Classroom

characteristics, Attitude to School and Teacher, Socio !:Tcanamic: Status, Chatkboard and School Learning |
Frivirgnmertt.

The measurement model
The three variables in the Mome Learning Support canstruct contribute almast equally to the compositian
of the construct, as do the two variables in the Farmily Educstion Level construct, |

The structural model
The selectad variables in this modet explain only 5% of tha variation in the achievernent of the learners.

The paths to Learner Performance have generally very small coefficients, the two biggest direct effects are
frorm Horne Backgrournd [0,10) and Teacher characteristics ((,14). This means that learners with a stimu-
lating horme background and those with more experienced and older teachers generally perform better, |

The following table provides the direct, indirect and total effects of the predictor constructs on the Learmer 3
Performance construct,

Table of Effect

LEARNER PERFORMANCE .

Predictors Direct | Indirect” |+ Total:

effact | ' effect | " 'effect
Schoal location,/type [SLT) - 13 015
Horme background [HBG) Q.10 0,01 011
Home learning support [HLS) 0,09 009
Farnily education level [FEL) 0.04 0.03 0.07
Learner charactaristics [LC) 0.05 -0.05
Teacher characteristics [TC) 014 0.14

R-square = 006

Correlations between constructs

FEL 555 HLS LR o LC =N
FEL 1.000
SES 0488  1.000
HLS Q333 DI391 1.000
Le 0147 0188 0132 1000
TC 0045 0036 0014 Q148 1000
LC 0438 0350 04136 4221 D032 1.000
LT 0782 0624 0241 0152 0057 0562 1.000
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ZAMBIA

Eleven of the constructs in the global model could not be used in the model for Zambia. They are Safety and
Security, Attitude to School and Teacher, Assessment Practices, Pupil characteristics, Socio Economic

Status, Llassroom characteristics, Chalkboard, Home Learning Enviranment, School Learning Environment,
Homework and Teacher characteristics.

The measurement maodel

0Of the three tests in the Learner Performance construct, Numeracy (0,68) does not contribute as much to
this construct as the other two tests (0,82 and 0.83]. The coefficients for the two variables in the Family

Education Leve/ construct indicate that the father's and mother's education level contribute equally to the
composition of this construct.

The structural model

The selected variables in this model explain 18% of the varistion in the achievermnent of the iearners.

The large positive coefficients for the paths from Schoo! Location, Type to Horne Background and Farrily
Education Level indicate that there are big Urban-Rural differences in the latter two constructs. For each,

the circumstances in the Urban areas are more stimulating for the learners. The education level of the

parents has a significant direct influence [coefficient=0,14) on learner performance, howsver, the direct '
influence of the home background is higher (3.28).

The following table provides the direct, indirect and total effects of the predictor constructs on the Learmer
FPerformarice construct.

Table of Effect

LEARNER PERFORMANCE [LP)
Predictors Direct Indirect Total

effect effect effect
School location,/type (5LT) - 033 035
Access to school [AS) 0.02 - 0.0z
Home background [HBG) 0,28 oo2 0,30
Home learning support (HLS) 0,08 - 0,08
Family education level [FEL) 0,14 0,04 0.19

R-square = 0,18

Correlations between constructs
SES AS HLS FEL LP SLT

SES 1.000

A5 0384 1.00C

HLS 05833 0173 1000

FEL 0584 0312 -0538 1.000

LP 0387 -0138 0265 0342 1000

SLT 0825 0451 0392 0708 0354 1.000
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APPENDIX F

L

LIST OF PARTICIPANTS FOR MLA AND CTL WORKSHOPS IN AFRICA

Angola
MrM Zananga
Mr & Zivenndle

Botswana

DrC Cele

Mr A Meakgothi
Mrs F LeburuSianga
Mrs 5 Moahi

Mr N Koolese

Mr DN Pansiri

Dr K Letshabo

Burkina Faso
Mrg B Salimata
Mr 5 Oury

Carmeroun
Mr T Appolinaire
MrY Yaya

Comores
Dr. 0 Ladlati
Mr D Mdaksma

Congo, D.R.
Mr Nkoyo
Mr L Otepa

Cota DVivoire
Mme S Bie

Mme BLE Safimata
Mr K Yao

Gabon
Mrs B Mefane

Guinea Bissau
Mrs M Santos Ba

Kenya
Praf E Maritirn
Mr R Muga

Malawi

Mr LT Haj

Mr MCH Jere
Mr LJC Ndalama
Mr JB Matola
Mr CJd Mchikoma
Mr ACF Cipanga
Mr T Chalusa

Madagascar
Mr A Rafalimanana
Mr J Razafimandimiy

Mauritius
Dr K Sukan
Ms V Vadamootoo
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Mali

Mr M Lam

Mr C O Fornba
Mr 5 Traore

Morocco

Mr EI M Hddigui
Mr M Rahai
Mr 5 Belkachls
Mr G Bou

Mr H Medrar
Mr M Tazi

Mr JE Foukalna
Mrs L Zouaoui
Mrs Hachimi
Mrs F Rguibi

Mozambique
Mr JC Arnerico
Mr J Cuvaca

Mr C Lauchande
Mrs P Medonca

Namibia

Mr J Fransman
Mrs E Kiangi

Mr TK Kamupingens
Mr DK Makuwa
Mr C Shatons

Niger

Mr O Hamissou
Mr A Tcharnbou
Mr G Condat

Nigeria
Prof. W Falayajo

Senegal
Mr I Diguf
Mr A Sall

South Africa
Ms A Buys

Dr HP Gumede
Mr TD Masilela
Mz L Mbobo
Dr L Chisholm
Dr C Sheppard

The Gambia
Mr J Gaye
Mr N Jatta

Tunesia
Mre N Ghrigsi
Mrs F Tarhouni

Uganda

Mr AK Byamugisha
Mr FE Walugernbe
Mrs F Maiinga

Mr L Okia

Zambiz

DOr CP Chishimba
Mr £ Silanda

Mr M Songiso
Mr G Mwermba
Mr CT Sakalz

Mr & Sinyenga

Zimbabwe

Mr S Rwezuya
Mr Shumba

Mr Muranzi

Mr Kanoywa

Mr MT Mukabeta
Mr M Mukanyi
Mr T Machingaidze
Mrs M Mlambo
Dr Ko-Chih Tung
Mrs A Eriksson
Mrs A Johnsson
Ms L Loupis

Mr P Bfukary
Mrs & Gudyanga
Ms C Kun

Pratoria HSRC
Dr A Kanjea

Dr M Kivilu

Dr A Paterson
Mr J Pietersen
Ms M Swardt

Esaro Unicef Kenya
Dr A Gbura

Breda Unesco
Mr ML Cabral

Paris - Unesco
Or V Chinapah
Msz C Gidlof

Mr E Nauri

Mrs D Rarnata
Ms. R, Diakité
Mr H Mputu

Ms K Caporrella

Norway - Dhserver
Mrs B Nilson

New York
Ms A Haregot







