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OPERATiONAL DEfiNiTiON Of TERMS

Dependent variable This is a variable of interest in a study, in this study learner’ achievement scores 
in Mathematics, English, Kiswahili and Science are dependent. Dependent 
variables are sometimes referred to as response variables.

Gender Parity index Value of ratio of boys and girls in enrolment by class.

input variable In running regression models, the predictor variable is referred to as the input 
variable.

interactions In statistics, an interaction is a relationship among three or more variables and 
describes a situation in which the simultaneous influence of two variables on a 
third is not additive.

item Response Theory (iRT) Item Response Theory is used in the design, analysis, scoring, and comparison 
of tests and similar instruments whose purpose is to measure unobservable 
characteristics of the respondents.

Multicollinearity Phenomenon that occurs when two or more predictor variables in a multiple 
regression model are highly correlated, which implies that one can be linearly 
predicted from the other one with a high degree of accuracy.

Multilevel Analysis This is an approach in modelling used to consider the social and individual 
characteristics and contexts of subjects. It is a hierarchical linear model, a 
type of regression analysis of multilevel data. These levels in this study are 
pupil (individual) and school (social).

Multiple Linear Regression  This is a form of linear regression analysis. It is used to explain the relationship 
between one continuous dependent variable and two or more independent 
variables.

Predictor variable This is a variable in a study that affects the response variable (in this study 
these variables include, pupil age, gender, meals, teacher experience among 
others) and can be set or measured by the researcher. They are also referred 
to as explanatory or independent variables.

Significance level This Is the probability of having an effect given that the null hypothesis is true. 
In this study a p-value of 0.05 or 95% probability is used. In some cases the 
p-value of 0.01 or 99% probability is used to describe the likelihood of the 
effect occurring.

Suppressor variable In multiple linear regression, a suppressor variable is a variable that has 
zero (or close to zero) correlation with the criterion but is correlated with one 
or more of the predictor variables and, therefore, it will suppress irrelevant 
variance of independent variables.

variance The strength in which predictor variables affect the dependent variable in a 
regression model.
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MESSAGE fROM THE CABiNET SECRETARY

The social pillar of Kenya’s Vision 2030 underscores the country’s commitment to the provision of globally 
competitive quality education, training and research for development. The overarching aim is to reduce 
illiteracy by increasing access to inclusive education, improving completion and transition rates at all levels 
of education and training and raising the quality and relevance of education and training in order to propel 
Kenya to a middle-income economy.

The Sustainable Development Goal (SDG) No. 4 commits the government to the provision of quality basic 
education for sustainable development. To this end the Government through the Sessional Paper No.1 of 
2005 on A Policy Framework for Education, Training and Research established the National Assessment System 
for Monitoring Learner Achievement (NASMLA) and mandated the National Assessment Centre (NAC) to 
carry out national assessments to monitor learner achievement. Since 2007, NAC has conducted studies at 
Class 3, 6 and Form 2. Through these assessments, the Ministry has regularly collected empirical data to 
support policy decisions towards improvement of not only quality of education but also learning outcomes. 
The current study is pivotal in informing on achievement levels of Class 7 learners as well as the quality of 
educational inputs at basic education level.

I wish to appreciate the organizations who gave invaluable contributions towards the successful completion 
of this study. More specifically, I would like to appreciate the Global Partnership for Education (GPE) whose 
funding has facilitated the completion of this as well as other studies under the Primary Education Development 
(PRIEDE) project. My appreciation also goes to the World Bank, the agency that has been supervising the 
PRIEDE project activities. I would also wish to recognise Dr. Mercy Karogo, the Ag. Chief Executive Officer, 
Kenya National Examinations Council (KNEC), for her strategic leadership that saw successful completion of 
this, and other studies.

PROf. GEORGE A. O. MAGOHA, CBS.
CABiNET SECRETARY
MiNiSTRY Of EDUCATiON
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MESSAGE fROM THE PRiNCiPAL SECRETARY

The provision of quality education and training to all Kenyans is fundamental to the governments overall 
strategy for socio-economic development. Consequently, regular national assessments are necessary in 
evaluating Kenya’s progress in the implementation of the commitments of the Kenya vision 2030 and the 
provisions of the Kenya constitution 2010.

 One of the objectives of the National Education Sector Strategic Plan (NESSP) 2018-2022 is to enhance 
access and equity in education and research. This is the first National Assessment System for Monitoring 
Learner Achievement (NASMLA) study to be undertaken at Class 7 to assess the quality of education at this 
level, since the implementation of the Basic Education Act (2013) took effect. In particular, the study sought 
to determine the levels of achievement of Class 7 pupils in; English, Kiswahili, Mathematics and Science. 
This study also sought to evaluate the quality of educational inputs such as infrastructure and facilities 
for supporting learners with special needs and disabilities. It also endeavoured to establish factors that 
influence learner achievement at this level. This study thus forms the basis for evidence based policy review, 
formulation and planning for quality education.

The findings of this study point to the need for improved pedagogy in order to allow for learners acquisition 
of critical subject specific content and skills. There is also need for concerted effort among all education 
stakeholders to address issues such as pupil overage and truancy, which have been found to adversely affect 
learning outcomes.

It is my hope that stakeholders will interrogate the findings of this study with a view to coming up with 
targeted interventions towards provision of quality, relevant and inclusive basic education.

DR. BELiO R. KiPSANG’, CBS.
PRiNCiPAL SECRETARY
STATE DEPARTMENT Of EARLY LEARNiNG AND BASiC EDUCATiON
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MESSAGE fROM THE DiRECTOR GENERAL

Target 4.1 of SDG 4 commits governments to ensure that all boys and girls complete free, equitable and 
quality primary and secondary education leading to relevant and effective learning outcomes. To this end, 
there is need to carry out Monitoring Learner Achievement studies in order to establish whether learners are 
acquiring the requisite knowledge, skills and attitudes stipulated in the curriculum.

The current study aimed at assessing Class 7 pupil’s level of achievement in Mathematics, English, Kiswahili 
and Science, as well as their acquisition of essential life skills. It also assessed the availability and adequacy 
of educational inputs such as instructional materials, school infrastructure, among other factors that may 
affect not only learner achievement but also completion and transition at both primary and secondary level.

One of the significant finding of the study is that there is low integration of ICT in teaching and learning 
despite the fact that ICT is pivotal in building core competencies such as Digital Literacy and Learning to 
Learn. I therefore call upon all the education stakeholders to put measures in place to ensure adequate 
utilization of the ICT devices provided by the government to enhance learning.

I wish to recognize all those who contributed to the success of this study. Most importantly, I thank Dr. Mercy 
Karogo, Ag. Chief Executive Officer of the Kenya National Examinations Council, for her strategic leadership 
throughout the study and Dr. Asumpta Matei, the Ag. Coordinator of National Assessment Centre, for steering 
the activities at different stages of the study. 

MR. ELYAS ABDi, O.G.W 
DiRECTOR GENERAL 
STATE DEPARTMENT Of EARLY LEARNiNG AND BASiC EDUCATiON
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ExECUTivE SUMMARY 

This study sought to establish Class 7 pupils’ competency levels in English, Kiswahili Mathematics and Science,  
as well as their level of acquisition of life skills. The study also sought to determine factors that influence 
pupils’ achievement in the assessed subjects. The study was conducted  in 250 primary schools across the 
47 counties of the Republic of Kenya. A descriptive survey design was adopted because it allows for 
data collection from a wide geographical coverage and a large sample which is in line with the NASMLA 
Framework. The design was also selected because it enables the study of situations in their natural setting 
without manipulation of variables. 

Regarding access to basic education, the study revealed a near gender parity in enrollment at Class 7, with 
a mean enrollment of 74 pupils. On average, each class had 38 boys against 36 girls. However, disparities 
in class sizes were noted across the counties. For instance, in Turkana, the mean number of pupils per class 
was 90. Large class sizes were also noted in Bungoma, Kilifi and Kisii at 87, 73 and 66 pupils per stream 
respectively. 

The study further revealed prevalence of overage among Class 7 pupils, with 41.4% of the pupils being 
overage (15 years and above). It is significant to note that more boys than girls were overage at 48.5% and 
34.2% respectively. The counties with the highest percentages of overage pupils were Tana River, Garissa, 
Kwale, Turkana and Kilifi at 87.5%, 80.0%, 78.3%, 72.1% and 70.2% respectively. Notably, these counties 
are all from ASAL. The substantial percentage of overage pupils is worth noting as this study revealed 
that older pupils scored 1.5, 1.9, 1.5 and 1.9 points lower in Mathematics, English, Kiswahili and Science 
respectively than their younger counterparts.

Concerning pupil attendance to school, the study revealed prevalence of absenteeism among pupils, with 
close to two thirds (60.6%) of the pupils reporting to have been absent from school in the third term of the 
year preceding the study (2018). In addition, more than half (52.4%) of the teachers indicated that their 
pupils were absent from school for more than one day and less than a week in a term. Among the reasons 
for pupil absenteeism was truancy, with close to a third (30.2%) of the teachers citing this. Prevalence of 
pupil absenteeism is worth noting as this study found out that pupils who were absent during the school term 
scored 0.9 points lower in Mathematics compared to those who had not been absent.  

On transition, the study revealed prevalence of class repetition in schools, with more than half (59.5%) 
of the pupils reporting to have repeated a class, and 51.5% of the Head teachers indicating that there 
were learners who had repeated classes in their schools. The study further found out that repetition was 
highest at Class 7. One of the prevalent reasons for class repetition was demand by parents, with close to 
three quarters (74.8%) of Head teachers citing request by parents as the main reason for class repetition. 
Prevalence of repetition is worth noting. This study has established that pupils who repeated a class scored 
4.1, 3.4, 3.3 and 5.0 points lower in Mathematics, English, Kiswahili and Science respectively than those who 
had not repeated.

On retention and completion, the study revealed that  pupil drop out was rampant  as evidenced by the 
more than three quarters ( 77.7%) of the Head teachers reporting that their schools had experienced cases 
of pupil dropout in Class 7. Truancy was reported by more than a third (40.2%) of Head teachers as one of 
the common causes of pupil drop. 
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On availability of regular meals, the study established that sizable percentages of pupils did not have 
regular meals. For instance, 13.2%, 7.5% and 2.4% of the pupils reported that they did not have regular 
breakfast, lunch and supper respectively. It is notable that Turkana had the highest percentage of pupils 
reporting not to take the three meals regularly. 

In relation to regular tracking and reporting on pupil progress, the study found out that schools conducted 
remedial classes to address gaps in learning. For instance, 95.5% of the teachers indicated that they carried 
out remedial classes. The study further found out that majority of the schools had assignment/homework 
policies, with 87.3% of the teachers reporting this. The study, however, established low parental involvement, 
with more than half (51.9%) of the teachers reporting that parents did not check their children’s work. 
Further, a third (34.4%) of the pupils indicated that they did not have anyone assisting them in doing 
homework while at home. 

The study further revealed low integration of ICT in teaching and learning. For instance, more than a third 
(44.3%) of the teachers reported that they had not adopted the use of ICT in teaching. Further, more than 
a third (35.2%) of the Head teachers indicated that their schools had not integrated ICT in teaching and 
learning. Inadequate ICT resources was cited by close to three quarters (72.8%) of the teachers as one of 
the challenges they experienced while utilizing ICT in teaching. 

Further, the study revealed prevalence of indiscipline in schools, with 93.3% of the teachers reporting to 
have indiscipline cases in their schools. Truancy was one of the most prevalent forms of indiscipline, with 
24.0% of the teachers reporting that it was very common in their schools, and 27.6% of the Head teachers 
reporting that it often affected learning. It is also observable that more than half (53.5%) of the teachers 
indicated that truancy affected learner achievement. On methods used to enforce discipline in schools, the 
study found out that Guidance and Counselling was the most prevalent method. For instance, 98.2% of the 
Head teachers and 91.5% of the teachers reported that guidance and counselling was the method most 
often used to enforce discipline among pupils.    

Pertaining to support to curriculum implementation at school level, the study found out that assessments by 
Quality Assurance and Standards Officers (QASOs) were inadequate. For instance, a substantial percentage 
(40.4%) of Head teachers reported that their schools had not been assessed by QASOs in the year preceding 
the study. In addition, the study revealed that sizable percentages of schools had not been visited by the 
Curriculum Support Officers (CSOs) in the year preceding the study, with 10.0% of the teachers reporting 
that CSOs had not visited their classes to support curriculum implementation in the year preceding the study. 

On Special Needs Education, the study found out that majority of the schools had embraced inclusive 
education, with 57.2% of the pupils indicating that there were learners with special needs and disabilities 
in their schools. However, the study revealed that teachers lacked requisite skills to support this category 
of learners, with more than three quarters (76.1%) of them indicating not to have been trained to support 
these learners, and 56.9% of the Head teachers reporting that their schools did not have teachers trained 
to support learners with special needs and disabilities. The study also established that schools largely lacked 
facilities that enhance inclusive education. For instance, 93.7%, 92.1%, 88.3%, and 79.3% of the Head 
teachers reported that their schools did not have assistive technology, adapted chairs/beds/desks, relevant 
assistive devices and   adapted toilets/latrines respectively. 

With respect to   pupil-textbook ratio, the study found out that majority of the schools had realized the 1:1 
pupil-textbook ratio.  For instance, 63.3%, 62.5%, 57.5% and 57.0% of the teachers reported a 1:1 pupil-
textbook ratio in Mathematics, English, Kiswahili and Science respectively. However, sharing of textbooks is 
still prevalent in a sizable percentage of schools. This is evidenced by 4.9% of the teachers indicating that, 
in Science, 1 textbook was being shared by 6 pupils and above. In addition, 4.9% of the pupils reported 
that only the teacher had a textbook in Science.  The  study  further revealed inadequacy of key facilities in 
schools. For instance, two thirds (66.8%) of the teachers reported that their schools did not have functional 
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libraries. In addition, the recommended pupil-toilet ratio of 1:30 for boys and 1:25 for girls had not been 
realized. This  is evidenced by the  considerably high pupil-toilet ratios of 1:45 for boys and 1:40 for girls. It 
is also significant to note that a sizable percentage (17.0%) of the pupils reported that there were no toilets 
in their schools. 

Regarding learner achievement, the study revealed relatively low achievement levels. For instance, considerable 
percentages of the pupils did not attain the minimum benchmark (50%) in each of the assessed subjects. 
Mathematics and Kiswahili had the highest percentages of pupils not attaining the minimum competencies at 
70.7% and 63.3% respectively.  Further, all the assessed subjects had lower means than the expected mean 
of 25.0. Mathematics, Kiswahili and Science registered the lowest means at 20.1, 22.4 and 22.8 respectively.
The study further revealed low acquisition of higher order thinking skills, with notable percentages of pupils 
not attaining specific level competencies in the assessed subjects. For instance, in Mathematics and English, 
96.8% and 79.0% of the pupils respectively did not attain Level 6 competencies. 

The study further revealed disparities in achievement among various sub-groups. For  instance,  gender 
disparities in achievement were noted, with, for instance, more boys than girls attaining the 50% benchmark 
in Mathematics and Science at 31.9% against 26.7%, and 46.6% against 35.9% respectively. On the other 
hand, more girls than boys attained the 50% benchmark in English and Kiswahili at 47.1% against 41.6%, 
and 39.7% against 33.8% respectively. Regional disparities in achievement still exists with for instance, 
the highest standardized means in Mathematics being observed in Nairobi, Marsabit and Homa Bay at 
580.1, 561.4 and 558.3 respectively. Wajir, Mandera and Laikipia had the lowest achievement levels in 
Mathematics at 398.7, 412.3 and 446.3 respectively. 

Mutilevel  analysis revealed that factors such as pupil age, absenteeism, homework, and class repetition had 
a bearing on pupil achievement. For instance, pupils who had repeated a class scored 4.1, 3.4, 3.3 and 5.0 
points lower in Mathematics, English, Kiswahili and Science respectively than those who had not repeated. 
Further, frequency of homework/assignments was positively associated with pupil achievement. Pupils who 
were given homework/assignments on daily basis scored 4.0, 2.1, 2.1and 3.1 points higher in Mathematics 
English, Kiswahili and Science respectively than those who were not given homework/assignments at all. One 
of the pertinent concerns noted by this study is Pupil truancy which has been observed to affect outcomes.
 
One of the pertinent concerns noted by this study is pupil truancy which has been observed to affect 
learning outcomes. The study recommends among other things, enforcement of policy on school entry age, 
strengthening of School Feeding Programmes, enhancement of Institutional Based Quality Assurance and 
institutionalization of School Based Teacher Support. 
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CHAPTER ONE

BACKGROUND TO THE STUDY

1.0  introduction

This chapter presents the background to the 
Study. In particular, it discusses the setting of the 
study by describing the geographical region, 
population density and economic status of each 
of the 47 counties of the Republic of Kenya. 
The chapter further outlines the legal and 
policy implementation framework guiding the 
education system and assessment of learning 
outcomes in Kenya. Finally, the purpose of the 
study, research objectives, research questions, 
justification of the study, significance of the 
study, as well as the conceptual framework 
underpinning the study are discussed. 

1.1  The Setting of the Study

The study was conducted in all the 47 counties 
of the Republic of Kenya. Map 1.1 gives a 
representation of the counties. 
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Map 1.1: The Counties of  Kenya

Geographically, Kenya is located in East Africa 
and covers an area of 591,971 square kilometres 
(KNBS, 2017). According to KNBS (2018), Kenya’s 
population in 2017 was estimated at 46.6 million. 
The distribution of Kenya’s population indicates that 
slightly more than half (51%) of the citizens are 
aged 18 years or younger, while 4% are above 
the age of 64 years (KNBS, 2015). This points to 

the fact that majority of Kenyans are young and 
therefore likely to be economically dependent. 

Economically, Kenya is a lower-middle-income 
country, having attained this status in 2014 (World 
Bank, 2016). However, the same report observes 
that though the country has experienced a 
considerable decline in poverty in the past decade, 
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endeavours, among other things, to establish how 
the socio-economic status influences achievement of 
learning outcomes in the assessed subjects in Class 
7.

The population density in Kenya and poverty index 
per county is summarized in Table 1.1.  

Region County Population Density Units Poverty index (%)

Coast

Taita  Taveta 21 32.3
Kwale 99 47.4
Mombasa 5,414 27.1
Kilifi 111 46.4
Tana River 8 62.2
Lamu 20 28.5

Central

Nyeri 239 19.3

Kirinyaga 411 20.0

Murang’a 424 25.3
Kiambu 735 23.3
Nyandaruaa 212 34.8

Eastern

Machakos 192 23.3
Kitui 36 47.5
Makueni 120 34.8
Embu 199 28.2
Meru 212 19.4
Marsabit 4 63.7
Isiolo 6 51.9

Tharaka Nithi 150 23.6

Nairobi Nairobi 6,421 16.7

Rift valley

Turkana 12 79.4
Trans Nzoia 416 34.0
West Pokot 71 57.4
Uasin Gishu 339 41.0
Nandi 331 36.0

Elgeyo Marakwet 155 43.4

Samburu 13 75.8

Nakuru 271 29.1
Baringo 64 39.6
Laikipia 53 45.9
Kericho 381 30.3
Bomet 371 48.8
Narok 60 22.6
Kajiado 40 40.7

Western 

Bungoma 432 35.7
Busia 741 69.3
Kakamega 615 35.8
Vihiga 1,180 43.2

Table 1.1:  Kenya’s Population Density and Poverty Index by County

progress has been uneven and inequality remains 
high.  Also worth noting is the fact that economic 
gains have not been spread evenly across the 
country, with severe incidence and depth of poverty 
in many of the counties in Arid and Semi-Arid Lands 
(ASAL). The high levels of poverty in these counties 
are likely to adversely affect learning outcomes 
and overall quality of education. The current study 
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Table 1.1 shows that apart from Busia county with 
a poverty index of 69.3%, the counties with the 
highest poverty indices are located in ASAL areas, 
with Turkana leading at 79.4%. Other counties 
with high poverty indices are Mandera (77.6%), 
Samburu (75.8%), Garissa (65.5%), Marsabit 
(63.7%), Wajir (62.6%), and Tana River (62.2%). 
High poverty indices are likely to have a bearing 
on pupils’ learning outcomes and the quality of 
education. 

It is also evident that most of the counties located 
in ASAL areas have low population densities with 
Marsabit having the lowest at 4, followed by 
Isiolo (6), Tana River (8), Wajir (12), Turkana (12), 
Samburu (13) and Garissa (14). Poverty levels 
and population density are likely to correlate with 
availability and access to schools.

1.2 Legal and Policy implementation 
framework Guiding the Education System 
in Kenya

This section provides the legal and policy 
implementation framework on which provision of 
basic education in Kenya is anchored.

1.2.1 The Constitution of Kenya (2010)

Access, equity and inclusivity in education are 
provided for in the Constitution of Kenya  (2010). 
Article 53(1)(b) of the Constitution states that 
every child has the right to free and compulsory 
basic education. Further, Article 54(1)(b) states 
that a person with any disability is entitled to 
access educational institutions and facilities for 
persons with disabilities that are integrated into 
society to the extent compatible with the interests 
of the person. Similarly, Article 54(1)(c) entitles a 
person with disability to reasonable access to all 

places, inclusive of educational institutions. The 
Constitution also states that a person with any 
disability is entitled to access, materials and devices 
to overcome constraints arising from the person’s 
disability. In Articles 55(a) and 56(b), the constitution 
declares that the State shall, in consideration of 
the youth, minority and marginalized groups, take 
measures, including affirmative action programmes, 
to ensure that these groups access opportunities to 
relevant education and training. This study sought 
to determine the extent to which educational inputs 
enhance access, inclusivity and achievement of 
learning outcomes. Among areas of focus, the study 
aimed at establishing, how well regular schools have 
integrated the needs of learners with special needs 
and disabilities in the provision of infrastructure as 
well as in the provision of learning materials.

1.2.2 The Kenya vision 2030

The Kenya Vision 2030 accords a central role to the 
provision of globally competitive quality education, 
training and research to citizens for development 
and enhanced individual well-being (GoK, 2007). 
The goals of Kenya Vision 2030 relevant to this 
study include: increasing access to education with a 
view to reducing illiteracy; raising the quality and 
relevance of education; integrating special needs 
education into learning; increasing school enrolment 
rates; and improving transition rate from primary to 
secondary school. 

Considering that Kenya is now implementing the third 
Medium Term Plan (2018-2022), this study would 
inform on, among other priority areas, the extent to 
which the following have been addressed: the right 
to free and compulsory basic education; transition 
of learners from primary to secondary schools; and 
integrating ICT into teaching and learning. 

Region County Population Density Units Poverty index (%)

Nyanza

Kisumu 543 33.9
Homabay 354 33.5
Siaya 389 33.8

Kisii 1,022 41.7

Nyamira 777 32.7

Migori 413 41.2

North Eastern
Garissa 14 65.5
Wajir 12 62.6
Mandera 39 77.6

NATiONAL 79 36.1

Source: (KNBS, 2017; KNBS, 2018)
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1.2.3 Sustainable Development Goal 4: Targets 
and Commitments

Sustainable Development Goal (SDG) Number 
4, lays emphasis on the critical role played by 
education in the realization of the 2030 Agenda 
for Sustainable Development. The goal requires 
countries to ensure access to inclusive and equitable 
quality education and promote lifelong learning 
opportunities for all (UNESCO 2015). SDG 4 
commits countries to achieve, by 2030, the following 
outcome targets which were deemed relevant for 
this study:

a) Ensure that all girls and boys complete free, 
equitable and quality primary and secondary 
education, leading to relevant and effective 
learning outcomes;

b) Substantially increase the number of youths 
and adults who have relevant skills including 
technical and vocational skills for employment, 
decent jobs and entrepreneurship; and

c) Eliminate gender disparities in education and 
ensure equal access to all levels of education 
and vocational training for the vulnerable, 
including persons with disabilities, indigenous 
people and children in vulnerable situations.

The significance of this study in assessing the extent to 
which issues pertaining to access, quality, relevance 
and inclusivity in education have been achieved at 
Class 7 level cannot be overemphasized.

Target 4.4 of the SDG 4 which relates to acquisition 
of skills, by the youth and adults for the world of work, 
emphasizes on skills such as problem solving, critical 
thinking, creativity, team work, communication skills 
and conflict resolution. These skills can be used across 
a range of occupational fields. In this regard, Target 
4.4 is significant to this study as the study seeks to 
establish the level of attainment of pupils’ learning 
outcomes at Class 7, including the aforementioned 
skills. The performance indicators specified in SDG 
4, specific to this study include: indicator 4.1.1, which 
guided this study to establish the proportion of pupils 
who achieve minimum proficiency levels in Literacy 
and Numeracy nationally and disaggregated by 
gender. In addition, Indicator 4.7.1 of target 4.7 
guided the study in establishing the extent to which 
global citizenship education policies and education 
for sustainable development including gender 
equality and human rights are mainstreamed at all 

levels, namely, national education policies, curricula, 
teacher education and student assessment.  

Other key performance indicators relevant to this 
study are: percentage of schools with access to 
electricity; internet and computers for pedagogical 
purposes; adapted infrastructure and materials 
for students with disabilities, and single-sex basic 
sanitation facilities as espoused in Indicator 
4.a.1.The aforementioned indicators guided the 
study in determining the availability, adequacy and 
maintenance of teaching and learning resources, 
school facilities and equipment.

1.2.4 Basic Education Act (2013)

Section 39 of the Basic Education Act requires the 
Ministry of Education to:

a) provide free and compulsory basic education to 
every child;

b) ensure compulsory admission and attendance 
of children of compulsory school age at school 
or an institution offering basic education;

c) ensure that children belonging to marginalized, 
vulnerable or disadvantaged groups are not 
discriminated against and prevented from 
pursuing and completing basic education;

d) provide human resource including adequate 
teaching and non-teaching staff according to 
the prescribed staffing norms;

e) provide infrastructure including schools, learning 
and teaching equipment and appropriate 
financial resources;

f) ensure quality basic education conforming to 
the set standards and norms;

g) provide special education and training facilities 
for talented and gifted pupils and pupils with 
disabilities;

h) ensure compulsory admission, attendance and 
completion of basic education by every pupil;

i) monitor functioning of schools; and

j) advise the national government on financing of 
infrastructure development for basic education.

The guidelines provided in this Act are, therefore, 
significant in assessing the attainment of learning 
outcomes and the quality of education at Class 7 
level. 
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1.2.5 National Education Sector Plan (2013-
2018)

The National Education Sector Plan (NESP) is a five-
year plan that is guided by four basic principles 
namely, inclusiveness, integrated and unified 
system, equitable school environment and quality 
of learning.

NESP further outlines the education sector reform 
implementation agenda in six priority areas based 
on the challenges affecting the sector.  These areas, 
which are critical in grouping programmmes and 
strategies, are:  education sector governance and 
accountability; access to free and compulsory Basic 
Education; education quality; equity and inclusion; 
relevance; and social competencies and values.

According to NESP the specific educational 
objectives to be achieved during the period 2013-
2018 are as outlined: 

a) Ensure that all children, including children 
in difficult circumstances and those from 
marginalized/vulnerable groups have access 
to, and complete quality free and compulsory 
basic (ECDE, Primary and Secondary) education;

b) Promote and integrate Information and 
Communication Technology (ICT) and Open 
and Distance Learning (ODL) at all levels of 
education and training while equipping students 
with modern information technology skills;

c) Eliminate gender and regional disparities at all 
levels of education;

d) Improve the quality of all aspects of 
education and training so that recognized and 
measurable learning outcomes are achieved, 
especially in literacy, numeracy and essential 
life skills relevant to the world of work, social 
competencies and values;

e) Ensure that the learning needs of all, young 
people and adults, are met through equitable 
access to appropriate learning and life skills 
programmes by 2018;

f) Improve the management capacities of 
education managers and other personnel 
involved in education at all levels; 

g) Equip schools to ensure that all primary and 
secondary schools meet minimum quality 
standards of teaching and learning, including 
equipping all secondary schools with science 

laboratories and science equipment; and

h) Strengthen school inspection services to ensure 
quality education service delivery at classroom 
and school level.

This Study was conducted immediately after NESP’s 
(2013-2018) implementation period. This makes 
it significant in assessing the extent to which the 
set priorities and objectives have been achieved, 
specifically at Class 7 level.

1.2.6 Sector Policy for Learners and Trainees 
with Disabilities (2018)

The Kenya Sector Policy for Learners and Trainees 
with Disabilities considers inclusive education 
for learners and trainees with disabilities as an 
overarching principle. The policy recognizes the 
need to include this category of learners and trainees 
into regular learning and training institutions, while 
learning with their peers without disabilities and 
receiving reasonable accommodation. It envisages 
that with appropriate support, resources and 
enforcement, inclusive education will increase 
access to education by learners and trainees with 
disabilities and enhance learning outcomes.

In respect to the aforementioned policy, this study 
sought to, among other issues, assess the availability, 
adequacy and maintenance of specialized and 
adapted resources to support learners with 
disabilities. Further, it aimed at establishing the 
teachers’ capacity to support learners with special 
needs and disabilities.

1.2.7 Education Sector Policy on Hiv and AiDS 
(2013)

The Education Sector Policy on HIV and AIDS (2013) 
addresses the following provisions as stipulated in 
the Kenya Constitution, 2010: 

a) Provision of free and compulsory basic 
education as outlined in Article 53(1)(b);  

b) Provision of basic nutrition, shelter and health 
care as outlined in Article 53(1)(c); 

c) Protection from abuse, neglect, harmful cultural 
practices, all forms of violence, inhuman 
treatment and punishment, and hazardous or 
exploitative labour as outlined in Article 53(1)
(d). 
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The overall goal of the Education Sector Policy on 
HIV and AIDS (2013) is to develop programmes 
that will enhance HIV prevention, care and support 
interventions for learners and other education 
personnel. This study was guided by the following 
objectives of the Education Sector Policy on HIV and 
AIDS (2013):

a) Enhance knowledge on HIV and AIDS at all 
levels of education with a view to reducing 
new infection, stigma and discrimination in the 
education sector; and

b) Ensure that the work place environment is free 
from stigma and discrimination resulting from 
HIV and AIDS status.

Guided by the above objectives, the Study sought 
to, among other things, assess Class 7 pupils’ 
knowledge and attitudes towards HIV and AIDS.

1.3 The Role of National Assessments

There is a common understanding that the overriding 
aims of carrying out national and international 
assessments is to provide information on a country’s 
educational outcomes, which in turn informs policy 
resourcing decisions for improvement (Best et al., 
2012).  Best et al. (2012) further observe that 
data resulting from assessment programmes can 
be reported to describe the extent to which an 
education system is teaching its students what is 
expected, differences in achievement levels by sub-
groups (such as gender or region) and, if background 
data are collected, factors that contribute to 
reaching different levels of achievement. They also 
note that uses of assessment data as evidence in 
policy making in developing countries fall into three 
main groups: assessment outcomes as a measure of 
quality level; assessment data used to diagnose the 
strengths and weaknesses of a system; assessment 
data used to measure and ensure equity within the 
system; assessment data as an accountability tool; 
or assessment as evidence to practise control over 
the system. These observations guided the current 
study in the endeavour to establish Class 7 learners’ 
achievement levels disaggregated by subgroups 
such as gender, and school type and location.  

Discussing the role of national assessments, 
Greaney and Kellaghan (2008) opine that national 
assessments address the following questions, which 

have been key in guiding the current study:

a) How well are students learning in the education 
system (with reference to general expectations, 
aims of the curriculum, preparation for further 
learning, or preparation for life)?

b) Does evidence indicate particular strengths and 
weaknesses in students’ knowledge and skills?

c) Do particular subgroups in the population 
perform poorly? Do disparities exist, for 
example, between the achievements of:
i. Boys and girls, 
ii. Students in urban and rural locations, 
iii. Students from different language groups, 

or 
iv. Students in different regions of the 

country?

d) What factors are associated with student 
achievement? To what extent does achievement 
vary with characteristics of the learning 
environment (for example, school resources, 
teacher preparation and competence, and type 
of school) or with students’ home and community 
circumstances?

e) Are government standards being met in the 
provision of resources (for example, textbooks, 
teacher qualifications, and other quality inputs)?

f) Do the achievement levels of students change 
over time? 

In order to address these questions, the Ministry 
of Education (MoE), Kenya, institutionalized the 
National Assessment System for Monitoring Learner 
Achievement (NASMLA) Framework in 2006 to guide 
in undertaking monitoring of learner achievement 
studies at the Basic Education level. Through these 
studies, empirical information on the level of 
mastery of specific subject skills and competencies at 
formative stages is gathered as learners progress in 
the school system. Monitoring Learner Achievement 
(MLA) studies also inform the quality of education 
by determining factors such as pupil and teacher 
characteristics that influence learning outcomes. Thus, 
these studies complement national examinations by 
providing regular formative feedback on learning 
outcomes and the quality of education. 
In Kenya, national examinations measure learner 
attainment of broad and specific goals of education; 
allowing for a summative evaluation of the curriculum 
at the end of a course. They are used as criteria for 
placement of learners into the relevant institutions. 
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Summative evaluation is done through examinations 
such as the Kenya Certificate of Primary Education 
(KCPE) and the Kenya Certificate of Secondary 
Education (KCSE) administered at the end of the 
primary and secondary school cycles respectively. 
National assessments on the other hand, allow for 
formative evaluation through regular feedback on 
the extent to which learners are acquiring the specific 
knowledge, competencies and values spelt out in the 
national curriculum as they progress through the tiers 
of the education system. Assessments also provide 
empirical data on factors such as school and home 
characteristics that influence learner achievement 
and suggest appropriate interventions.

The Kenya National Examinations Council (KNEC) 
through the National Assessment Centre (NAC) is 
mandated to regularly carry out national assessments 
with a view to monitor learner achievement at 
Lower Primary (Grades 2 and 3), Middle Primary 
(Grade 6) and Lower Secondary (Form 2). This is 
in line with the focus of SDG 4.1.1 to monitor the 
proportion of children and young people achieving 
at least a minimum proficiency level in Reading and 
Mathematics: (a) in Grades 2 or 3; (b) at the end 
of primary schools; and (c) at the end of Lower 
Secondary. Through these assessments, NAC gives 
recommendations that inform policy on the quality 
of teaching and learning.

Since its institutionalization, NAC has carried out 
studies at Grade 2, Grade 3, Class 6 and Form 2. 
These included Early Grade Mathematics Assessment 
(EGMA) Baseline and Midline Studies carried out in 
2016 and 2018 respectively, as well as NASMLA 
Class 3 studies conducted in 2010, 2016 and 
2018. Other studies undertaken were the Southern 
and Eastern Africa Consortium for Monitoring 
Educational Quality (SACMEQ, now SEACMEQ) III 
and IV in 2007 and 2013 respectively, and MLA 
Form 2 in 2014 and 2018. The current study is the 
first NASMLA Class 7 Study to be undertaken under 
the NASMLA Framework.

1.4 Assessment of Learning Outcomes

Assessment of learning outcomes serves as a litmus 
test for the efficacy of the teaching-learning 
process and provides useful information for 
improving education planning and management. 

Thus, monitoring learner achievement is an essential 
component of quality education. This subsection, 
situates the current study in the literature on 
Monitoring Learner Achievement studies globally, 
regionally and nationally.

1.4.1 Global Studies

Studies on Monitoring Learner Achievement have 
been carried out in more than 70 countries in the 
world, 47 of which are in Africa (Kellaghan, 2004). 
The development of national assessment capacity 
has enabled ministries of education, as part of 
their management function, to describe national 
levels of learning achievement, especially in key 
subject areas, and to compare achievement levels 
of key subgroups (such as boys and girls, learners 
from urban and rural schools, and from public and 
private schools). It has also provided evidence that 
enables ministries to support or refute claims that 
standards of student achievement are rising or 
falling over time (Greaney & Kellaghan, 2008). 
These studies, as mentioned elsewhere in this report, 
assess learner acquisition of specific competencies 
in literacy, numeracy, life skills and other aspects of 
education.

Since 1946, UNESCO has been at the forefront of 
the global literacy efforts advancing the vision of 
a literate world for all. This is because acquiring 
and improving literacy skills throughout life is an 
intrinsic part of the right to education. Literacy 
is now understood as a means of identification, 
understanding, interpretation, creation, and 
communication in an increasingly digital, text-
mediated, information-rich and fast-changing world 
(UNESCO, 2017). It empowers people to participate 
and contribute fully in society for improvement of 
livelihoods. It is also significant to note that literacy 
is a driver for sustainable development in that it 
enables greater participation in the labour market; 
improved child and family health and nutrition; 
reduces poverty and expands life opportunities. 

However, existing literature has consistently reported 
low literacy levels.  For instance, the UNESCO 2017 
Fact Sheet indicates that youth literacy rates remain 
low in several countries. The report reveals regional 
and gender disparities in learner achievement, 
with the lowest literacy rates observed in sub-
Saharan Africa and in Southern Asia. It is, therefore, 
important for individual nations to regularly assess 
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learner achievement to situate their development 
within the global trends and to plan improvement 
strategies. This gives impetus to the current study.

Global studies on numeracy have also emphasized 
on the significance of competence in numeracy. 
According to GIZ report (2012) strong competence 
in numeracy is necessary for full participation 
in society, including building a foundation for 
science, technology, engineering, and business. 
The report further argues that the numeracy that 
the children develop during the primary level 
forms the foundational skills needed for secondary 
school and beyond.  Therefore, there is need 
to have a framework of assessing pupils’ level 
of acquisition of numeracy in order to suggest 
necessary interventions. The current study aimed at 
assessing learner competency levels in Mathematics, 
languages and Science.

Elsewhere, assessment frameworks such as 
Trends in International Mathematics and Science 
Study (TIMSS), which measure competencies in 
Mathematics and Science at Middle Primary 
and Lower Secondary levels in 64 participating 
and 14 benchmarking countries globally, have 
been tracking learner achievement in numeracy 
from 1995 to 2015. The current study adopted 
a methodology similar to that used by TIMSS 
where written achievement tests and background 
questionnaires were administered, and like TIMSS, 
the current study is one part of the cyclic studies 
that provide regular national feedback on learner 
achievement in Kenya. 

1.4.2 Regional Studies

In the African region, one of the key regional 
player in measuring learner achievement has 
been the Southern and Eastern Africa Consortium 
for Monitoring Educational Quality (SACMEQ, 
now SEACMEQ).  It assesses learner achievement 
in Reading and Mathematics using the descriptive 
survey design which links learner achievement to 
variables such as pupil, teacher, Head teacher, 
school and home characteristics in 16 countries in 
the southern and eastern Africa region. Kenya has 
participated in SACMEQ studies since 1995 with the 
most recent one being SACMEQ IV (2013-2017). 
SACMEQ IV assessed Class 6 pupils’ and teachers’ 

achievement levels in Reading (English) and 
Mathematics and their knowledge on, and attitude 
towards HIV and AIDS. The study established that 
there were gender and regional disparities in 
learner achievement, with boys attaining higher 
competency levels in Mathematics than girls, and 
pupils from schools located in urban areas attaining 
better achievement levels than their counterparts 
in schools located in rural areas. The study also 
revealed a significant gap in achievement in 
Reading (English) among learners from different 
socioeconomic status, with a higher percentage of 
pupils from high socioeconomic status backgrounds 
attaining Level 8 (highest level) competencies than 
their counterparts from low socioeconomic status 
backgrounds. The current study bears semblance to 
SACMEQ IV as it used a similar research design. 
However, while SACMEQ IV assessed competencies 
in Mathematics and English, the current study 
assessed learning outcomes in Mathematics, English, 
Kiswahili and Science among Class 7 pupils. It 
also sought to establish Class 7 pupils’ levels of 
acquisition of essential life skills.

In the West African region, the Universal Basic 
Education Commission (UBEC) of Nigeria conducted 
the National Assessment of Learning Achievements 
in Basic Education (NALABE) in 2013. The study 
sought to assess learner achievement levels at 
Primary 4, 5, 6 and Junior Secondary 1(JSS 1) in 
English, Mathematics and Life Skills. The assessment 
also focused on factors such as learner, teacher, 
Head teacher/principal, school characteristics, 
and community relations that influence learner 
achievement. The target population was all Primary 
4, 5, 6 and all JSS 1 students in both private and 
public schools in the 36 states of Nigeria.  Data was 
collected using achievement tests and background 
questionnaires.  There is a lot of similarity between 
the NALABE and the current study in terms of 
the variables investigated, the scope, and the 
methodology used. The key difference is that the 
current study, in addition to English, Mathematics 
and Life Skills, also focuses on learner achievement 
levels in Science and Kiswahili: the national and the 
other official language in Kenya.

Inko-Tariah (2014) adopted a descriptive survey 
design to assess literacy and numeracy levels among 
Junior Secondary students in Rivers State, Nigeria. 
This study revealed better achievement levels in 
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literacy than in numeracy, and gender differences in 
achievement levels in the two areas of focus. Female 
learners had better scores in literacy while male 
learners scored better in numeracy. Gender and 
school location were found to significantly contribute 
to differences in students’ levels of achievement 
in literacy and numeracy. Though there are some 
similarities between Inko-Tariah’s study and the 
current study, the two differ significantly in that the 
former focused on a small sample of learners (640)  
in one region, while the current study has a much 
larger sample (5,229) drawn from the 47 counties 
of the Republic of Kenya.  Thus, the findings of the 
current study can be generalized to the entire Class 
7 learner population in Kenya. 

In the same year, Christian (2014) conducted a 
study involving all Senior Secondary School 2 (SS 
II) in Rivers East District of Rivers State, Nigeria.  
The focus was to establish the effect of factors such 
as age, gender, school location and socioeconomic 
status on learner achievement in Chemistry. The 
study adopted the pre-test, post-test control group 
Quasi-Experimental Design. It was found out that 
older, male and Riverine (Urban) students recorded 
higher achievements, thus, confirming that, age, 
gender and school location had a significant effect 
on learner achievement in Chemistry. Though the 
current study focuses on Mathematics, English,  
Kiswahili and Science  among Class 7 learners in 
Kenya, it is similar to Christian’s (2014) study in the 
choice of  variables such  as  age,  gender and school 
location as  predictors of  learner achievement. 

In the East African Region, the report on the Uwezo 
Household Survey in Tanzania (2017) revealed that 
learning outcomes among the assessed children 
fell far below the expectations of the national 
curriculum. At the time of the survey (2015), a 
substantially high percentage of children did not 
attain the pass mark, with the average pass rate 
among pupils attending Standard 3 being as low as 
35%.  It was also observable that even by Standard 
7, a notable number of children were still not able 
to complete Standard 2 work. The report further 
revealed that at Standard 7, the average pass rate 
fluctuated in a range of around 70%, over the five-
year period of the assessments. This shows that even 
in the final year of primary school, more than a 
quarter (about 30%) of children still lacked basic 
reading and numeracy skills. It was also established 
that a substantially high percentage of children 

aged 9 to 13 years did not possess Standard 2 
level literacy and numeracy skills. Over the period 
between 2011 and 2015, the average pass rate 
for all subjects was approximately 40%.   

In Numeracy specifically, the aforementioned study 
established that approximately two thirds (65%) 
of children enrolled at Standard 3 did not pass 
the numeracy test.  Low acquisition of higher order 
thinking skills was also observed, where the average 
child in this grade was able to perform basic 
arithmetic (for instance, Addition) but not higher 
level numeracy tasks (for example, Multiplication).  
The study also revealed that significantly high 
percentage of learners failed the Numeracy test, 
with the pass rate on the numeracy test among all 9 
to 13 year-olds being only 40%. 

In Literacy, the study found out that achievement 
levels were higher in Kiswahili than in English. 
At Standard 3 for instance, the pass rate on the 
Kiswahili test was 56%, while that of English was low 
at   13%. It is, therefore, evident that while nearly 6 
out of 10 pupils attending Standard 3 were able to 
read a story at Standard 2 level in Kiswahili, only 
around 1 in 10 could read a story in English. Among 
Standard 7 pupils, the findings indicated that most 
children had achieved basic reading competence in 
Kiswahili, as evidenced by the 89% of Standard 7 
pupils who were able to read a story at Standard 2 
level in Kiswahili, and the less than half (48%) who 
could read a story at Standard 2 level in English. It 
was also established that 54% of children aged 9 
to 13 years passed the Kiswahili test compared to 
only 19% who passed the English test. The current 
study, is the first to assess learning outcomes in 
English, Kiswahili, Mathematics and Science at this 
level in Kenya.  It is significant as it sheds light on 
learning gaps as learner’s progress to their final 
year of Primary education.

In Tanzania, Early Grade Mathematics Assessment 
(EGMA) was administered to learners who were 
starting Grade 3 in 2016.  Learners performed 
reasonably well (60 %) on the more procedural items 
(i.e. Addition and Subtraction [Level 1] subtasks). 
However, they performed better on the Addition 
(Level 1) subtask than they did on the Subtraction 
(Level 1) subtask. In Subtraction (Level 2) subtasks, 
more than half of the students (52%) were unable 
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to respond correctly to a single Subtraction (Level 
2) subtask item. Further, nearly 40 % (37.9 %) of 
the learners who attempted the Addition (Level 2) 
items, and 51.9% of the learners who attempted the 
Subtraction (Level 2) subtask items were unable to 
correctly respond to any of the items. The study also 
reported regional disparities in achievement levels. 
For instance, the highest proportion of students 
achieving the benchmark for the Missing Number 
subtask were from Kigama region, while the lowest 
proportion of students achieving the benchmark for 
that same subtask were from Zanzibar. The current 
study is akin to the EGMA as it partly sought to 
assess Class 7 pupils’ competencies in Mathematics 
disaggregated by gender, region and type of 
school.

Elsewhere in the region, the Uwezo report (2014) 
revealed that in Uganda, 60% of the children 
could not read and comprehend a story at Primary 
2, and 50% were not able to complete Primary 2 
level numeracy tasks up to Division level. The report 
further established that only 17% (less than 2 in 10) 
of Primary 3 pupils could read and comprehend a 
story at Primary 2 level, only 27% could perform 
numeracy tasks up to Division level, and only 12% of 
the pupils had achieved full competence in Literacy 
and Numeracy. 

In Rwanda, the Learning Achievement in Rwandan 
Schools (LARS) study was undertaken in 2011. It 
aimed at assessing Grade 3 pupil achievement 
levels in literacy and numeracy. The study comprised 
a sample of 2,500 pupils drawn from 60 schools. It 
established that a notable percentage of pupils were 
not able to meet curricular expectations in literacy 
and numeracy at 37% and 46% respectively. 
While the LARS Study targeted Grade 3 pupils in 
60 schools, the current one targeted Class 7 pupils 
in 250 schools. 

1.4.3 National Studies

In Kenya, recent assessments on literacy and 
numeracy at Basic Education level have revealed 
low competency levels among learners. One of the 
regular sources of assessment reports on literacy and 
numeracy in Kenya is the Uwezo Household surveys. 
From 2009, Uwezo Kenya has been carrying out 
household surveys to monitor learning outcomes on 

literacy and numeracy among children aged 7 to 
13 years, regardless of grade. The 2015 study, 
(reported in 2016) noted low achievement of basic 
competencies in three Mathematical operations, not 
different from what was observed in the 2011, 2012, 
2013 and 2014 reports. For example, nearly 40% 
of Class 3 learners were unable to perform Class 
2 level Subtraction; 58% could not perform Class 
2 level Multiplication and 75% could not perform 
Class 2 level Division. Further, approximately 20% 
of Class 4 learners could not perform Class 2 level 
Subtraction, while almost 50% could not perform 
Class 2 level Division. Regional disparities in 
achievement levels were also observed to the point 
that a learner from the Central Kenya region was 
over seven times more likely to have better scores 
than one from the North Eastern region.  The Uwezo 
Household Survey report (2016) further revealed 
that at the time of the survey (2015), only 3 out 
10 Class 3 pupils could do Class 2 work.  It was 
also observed that generally, 8 out of 100 pupils 
in Class 8 could not do Class 2 work.  Gender 
disparities in achievement were also reported, with 
girls generally attaining better learning outcomes 
than boys at both Class 3 and Class 8 in all the 
assessed subjects. It was, however, noted that the 
gap (in attainment of Class 2 competences) was 
widest in the lower classes and narrowed by the 
time pupils reach Class 8.

Low achievement levels were also reported by 
NASMLA Class 3 studies (2016 and 2018). These 
studies revealed low achievement of basic literacy 
skills among Class 3 pupils, with those able to read at 
Level 1 (Pre-reading) in 2016 and 2018 constituting 
only 14.9% and 10.5%, and 13.1% and 12.5% in 
English and Kiswahili respectively. In Mathematics, 
only 4.5% and 5.4% of the pupils could translate 
word problems into simple arithmetic operations 
(Level 4) in 2016 and 2018 respectively.

Similarly, MLA Form 2 Study (2014) revealed 
low acquisition of minimum competencies in 
Mathematics and English. In Mathematics, for 
instance, only 10.5%, 11.2%, 14.6% and 18.7% 
of the students attained the minimum competencies 
in Geometry, Algebra, Trigonometry and 
Transformation Geometry respectively. In English, 
substantial percentages of students did not attain 
the minimum competencies in Writing (49.6%), 
Reading Comprehension (49.1%) and Grammar 
(38.6%). Gender disparities in attainment of 
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minimum competencies in Mathematics and English 
were also observed, with higher proportions of 
boys than girls attaining minimum competencies in 
all the tested areas in Mathematics.  Further, slightly 
higher percentages of girls attained minimum 
competencies in all the skills tested in English. 
Similar trends in achievement were also observed 
in the MLA Form 2 Baseline Study (2018).

The findings of the aforementioned studies do not 
significantly deviate from those of Early Grade 
Mathematics Assessment (EGMA) Baseline (2016) 
and Endline (2019) studies among Grade 2 pupils in 
Kenya. These studies established that considerable 
percentages of Grade 2 pupils did not attain the 
50% benchmark in the achievement test at 28.9% 
and 23.9% at Baseline and Endline respectively. 
The studies also noted low achievement levels in 
higher order thinking skills in specific Mathematical 
Operations and Content Area. For instance, in 
Multiplication 37.4% and 39.1% of the pupils 
did not attain the 50% benchmark at Baseline 
and Endline respectively, while in Division, 31.8% 
and 38.6% of the pupils did not attain the 50% 
benchmark in both studies. In view of the findings 
of the aforementioned national studies, the current 
study sought to assess learner achievement levels in 
Mathematics, English, Kiswahili and Science; it is the 
first NASMLA Study at this level. 

1.5 Assessment of Life Skills

United Nations Children’s Fund (UNICEF) (2012) 
defines Life skills as psychosocial abilities for 
adaptive and positive behaviour that enable 
individuals to deal effectively with the demands 
and challenges of everyday life. UNICEF further 
groups the abilities into three broad categories 
of skills: cognitive skills for analyzing and using 
information, personal skills for developing personal 
agency and managing oneself, and interpersonal 
skills for communicating and interacting effectively 
with others. 

Emphasizing the role of Life Skills, Education for All 
(EFA) Goal 3 requires that governments ensure that 
the learning needs of all young people and adults 
are met through equitable access to appropriate 
learning and life skills programmes (UNICEF, 2012). 
Further, the goal states, all young people and adults 
must be given the opportunity to gain knowledge 

and develop values, attitudes, and skills which will 
enable them develop their own capacities to work, 
to participate fully in their society, to take control 
of their lives, and to continue learning. The role of 
Life Skills is further reiterated by EFA Goal 6 which 
commits governments to improve every aspect of 
education and ensure excellence so that recognized 
and measurable learning outcomes are achieved 
by all, especially in numeracy, literacy and essential 
life skills (UNESCO, 2000).

In addition, Target 4.7 of the SDG 4 underscores 
the need for countries to ensure that by 2030, all 
learners acquire knowledge and skills needed to 
promote sustainable development, including among 
others, education for sustainable development and 
sustainable lifestyles, human rights, gender equality, 
promotion of a culture of peace and non-violence, 
global citizenship, and appreciation of cultural 
diversity and cultures’ contribution to sustainable 
development. It is therefore expected that countries 
report on the percentage of schools that provide 
education based on Life Skills, HIV, and Sexuality. 
This study is thus significant in assessing Class 7 
pupils’ levels of acquisition of basic life skills. 

In Kenya, Life Skills Education (LSE) was introduced 
in 2008 as a stand-alone subject focusing on the 
three broad areas of knowing and living with 
oneself, knowing and living with others, and making 
effective decisions. However, despite the need to 
regularly monitor implementation of LSE in primary 
schools as well as pupil acquisition of essential life 
skills, only two national assessments, NASMLA Class 
3 (2016), and NASMLA Class 3 (2018) studies, have 
been conducted since its inception. Notable also is 
that the two assessments targeted the same level of 
learning. The current study is therefore significant in 
establishing acquisition of essential life skills among 
Class 7 pupils in Kenya. 

A study conducted by the International Centre for 
Alcohol Policies (ICAP), between 1996 and 1998 
further affirmed the need for Life Skills Education in 
schools. One of the key findings of the study was that 
if learners are exposed to life skills in school, they 
exhibit positive behaviour. Further, there is likely to 
be less bullying, fighting and abusive tendencies. The 
study also found out that learners who are exposed 
to life skills in schools demonstrate confidence 
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when expressing themselves. In this regard, the 
current study assessed the implementation of LSE in 
primary schools and the pupils’ level of acquisition 
of essential life skills at Class 7 level.

Anya’s study (2013) lends insight to the current study. 
The study examined the extent to which adolescent 
girls in Kibera slums were influenced by life skills 
learnt in schools while making reproductive health 
decisions. The study established that a significant 
percentage of girls were confident in managing 
their relationships with friends and making decisions 
that affected their interpersonal relationships. It is, 
however, notable that Anya’s study was narrower in 
scope, as it focused only on girls in a Sub-County 
in Nairobi, Kenya. The current study was a national 
one, with a large pupil sample of 5229 drawn from 
231 schools across the 47 counties of the Republic 
of Kenya.

1.6 Purpose of the Study

The study sought to establish Class 7 pupils’ 
achievement levels in Mathematics, English, Kiswahili, 
and Science. It also aimed at assessing Class 7 
pupils’ levels of acquisition of life skills. Additionally, 
the study focused on finding out how pupil, teacher, 
Head teacher, school and home characteristics 
influenced learning outcomes among Class 7 pupils 
in the assessed subjects.

1.7 Research Objectives

The study sought to:

a) Determine the levels of achievement of Class 
7 pupils in Mathematics, English, Kiswahili, and 
Science;

b) Establish Class 7 pupils’ level of acquisition of 
life skills;

c) Find out the personal, home background, and 
school-based characteristics of Class 7 pupils;

d) Establish the personal and professional 
characteristics of Class 7 teachers of 
Mathematics, English, Kiswahili, Science and Life 
Skills Education;

e) Find out the personal and professional 
characteristics of primary school Head teachers;

f) Assess the school facilities and teaching and 
learning resources; 

g) Determine the combinations of inputs that are 
associated with Class 7 pupils’ achievement in 
Mathematics, English, Kiswahili, and Science; 
and

h )Determine the level of knowledge, attitudes 
and behaviour of pupils, teachers, and Head 
teachers concerning HIV and AIDS. 

1.8 Research Questions

The study was guided by the following research 
questions:

a) What are the levels of achievement of Class 
7 pupils in Mathematics, English, Kiswahili, and 
Science?

b) What are the acquisition levels of Class 7 pupils 
in life skills?

c) What are the personal, home background and 
school-based characteristics of Class 7 pupils?

d) What are the personal and professional 
characteristics of Class 7 teachers of 
Mathematics, English, Kiswahili, Science and Life 
Skills Education?

e) What are the personal and professional 
characteristics of primary school Head teachers?

f) Which facilities and teaching and learning 
resources are available in schools?

g) What are the combinations of inputs 
associated with Class 7 pupils’ achievement in 
Mathematics, English, Kiswahili, and Science?

h) What is the level of knowledge, attitudes, 
and behaviour of pupils, teachers, and Head 
teachers concerning HIV and AIDS?

1.9 Justification of the Study

Recent studies conducted in Kenya to monitor learner 
achievement have targeted Classes 2, 3, 6, and 
Form 2. Of these studies, EGMA Grade 2 Baseline 
(2016), Midline (2018) and Endline (2019), and 
NASMLA Class 3 (2016 and 2018) focused on 
early years while SACMEQ IV and MLA Form 2 
(2014 and 2018) focused on upper primary and 
lower secondary respectively.  The current study is 
therefore justifiable in assessing learning outcomes 
at Class 7 in order to propose interventions to be 
put in place before the summative evaluation at 
Class 8. 
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Further, NASMLA Class 7 study addresses a broader 
scope in terms of subject compared to earlier 
studies. For instance, while NASMLA Class 3 (2016 
and 2018) study assessed Mathematics, English, 
Kiswahili, and Life Skills Education, the current study 
also assessed learner competencies in Science. 

The study is also significant in monitoring the 
realization of targets and commitments spelt out by 
Legal and Policy Frameworks governing provision 
of quality education. NESP (2013 – 2018) report 
provides for quality basic education for Kenya’s 
sustainable development as its prime goal. Further, 
SDG 4 on Quality Education requires governments 
to ensure inclusive and equitable quality education 
and promote lifelong learning opportunities for all. 
In this regard, graduates from the education system 
should be equipped with the 21st century universal 
basic skills to achieve the Vision 2030. In addition, 
Target 4.6 of SDG 4 obligates governments to 
ensure that by 2030, all youth and a substantial 
proportion of adults, both men and women, achieve 
literacy and numeracy. It is therefore necessary to 
monitor pupils’ achievement at Class 7 level in order 
to report on how well the country is meeting this 
obligation. 

1.10 Significance of the Study

The study is significant in:

a) Identifying the gaps in Class 7 pupils’ 
achievement levels in Mathematics, English, 
Kiswahili, and Science, and suggesting 
pedagogical approaches towards bridging the 
gaps;

b) Assessing the availability, adequacy and 
appropriateness of educational inputs and 
proposing relevant interventions so as to 
improve not only learning outcomes but also 
quality of education at primary school level;

c) Assessing implementation of Life Skills Education 
in primary schools  and providing information on 
Class 7 pupils’ level of acquisition of essential 
life skills; 

d) Identifying pupil, school, and home 
characteristics that influence learner 
achievement in the assessed subjects and 
suggesting strategies to improve the overall 
quality of primary school education; and

e) Contributing to the body of knowledge on 
Monitoring Learner Achievement.

1.11 Conceptual framework

In this study, two categories of variables 
(independent and dependent) were hypothesized to 
directly influence pupil achievement in Mathematics, 
English, Kiswahili, and Science. The independent 
variables constitute school, Head teacher, teacher, 
and pupil characteristics, while the dependent 
variable is learner achievement. 

These variables constitute two levels. The first level 
comprises pupil characteristics such as gender, age, 
and socioeconomic status. At the second level are 
school-level characteristics such as school type, 
teacher, Head teacher qualification and pupil 
discipline.

Figure 1.2 summarizes how these variables interact 
to influence pupil achievement.
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Figure 1.1: Categories of  variables

Figure 1.2: Two-Level Model of  Pupil Achievement

School Characteristics: Type, 
location, school type, home work 
policy, class sizes, Head teachers 
qualification, pupil discipline, 
parental involvement.

Pupil Characteristics:

Age, gender, absenteeism, socio 
economic status (SES), meals, 
siblings, etc.

Teachers Characteristics:

Age, gender, qualification, 
workloads, In-service training, 
etc.

Learner Achievement
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CHAPTER ONE
BACKGROUND TO THE STUDY

1.0 Introduction

This chapter presents the background to the 
Study. In particular, it discusses the setting of the 
study by describing the geographical region, 
population density and economic status of each 
of the 47 counties of the Republic of Kenya 
(RoK). The chapter further outlines the legal and 
policy implementation framework guiding the 
education system and assessment of learning 
outcomes in Kenya. Finally, the purpose of the 
study, research objectives, research questions, 
justi�cation of the study, signi�cance of the study, 
as well as the conceptual framework 
underpinning the study are discussed. 

1.1 The Setting of the Study

The study was conducted in all the 47 counties of 
the Republic of Kenya. Map 1.1 gives a 
representation of the counties. 
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representation of the counties. 

CHAPTER TWO
RESEARCH METHODOLOGY

2.0 introduction

This chapter outlines the research design, 
target population, sample size and sampling 
procedures, research instruments, data collection 
procedures, test scoring, data entry, data 
cleaning and data analysis procedures are 
discussed.

2.1 Research Design

This study sought to establish pupils’ competency 
levels in English, Kiswahili, Mathematics and 
Science, as well as their level of acquisition of 
life skills at Class 7. Further, the study sought 
to determine factors that influence pupils’ 
achievement in these areas of learning. The 
study adopted a descriptive survey design 
which allows for data collection from a wide 
geographical coverage and a large sample 
(Martella, Nelson, & Marchand-Martella, 
1999). The design enables the study of situations 
in their natural setting without manipulation 
of variables. This is in line with the NASMLA 
framework.
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2.2 Target Population

In this study, the desired target population was all 
the Class 7 pupils of the 2018 attending public 
and private schools in Kenya. The defined target 
population was all the Class 7 pupils of 2018 
attending registered regular public and private 
primary schools. At the time of data collection 
(January 2019) the pupils had started their first 
term of Class 8, thus expected to have covered the 
Class 7 syllabus. 

The excluded population comprised Class 7 pupils in 
Special Needs schools, and units, as well all schools 

Table 2.1 shows that the excluded population from 
schools with less than 15 learners was 2.62%. This 
is less than the recommended 5 percent maximum 
exclusion required for accuracy in large-scale 
assessment data as recommended by International 
Association for the Evaluation of Educational 
Achievement (IEA). 

2.3 Sample Size and Sampling Procedure

The Study was carried out in all the 47 counties 
in the Republic of Kenya. Schools with the desired 
target population were obtained from the Education 
Management Information System (EMIS) database 
(MoE, 2016). The defined target population 
was generated using Sample Design Manager 
(SAMDEM). This is a specialized software system 
that enables generation of a range of sampling 
options (Sylla, Saito & Ross, 2003).

The coefficient of intra-class correlation (Rho) was 
used to determine the number of schools and pupils 
to be involved in the study. Rho is a measure of 
the tendency of pupil characteristics to be more 
homogeneous within schools than would be the case 
if pupils were randomly assigned to schools (Griffin 
& Gonzalez, 1995). A large value of Rho implies 
that, for a fixed total number of pupils, a larger 

number of schools needs to be selected so as to 
obtain the same sampling precision as would be 
obtained if the value of Rho was relatively lower. 
For this study, a Rho of 0.48 was used based on 
the value calculated for the NASMLA Class 3 Study 
(2016).

This study mainly used a sample size of 25 pupils 
per school. However, in some cases, class sizes of less 
than 25 were used. Given that Rho = 0.48 and the 
minimum class size is 25 pupils, an effective sample 
size of 400 would require the selection of at least 
201 schools in order to meet the national assessment 
sampling requirements. According to IEA, for every 
400 pupils, one pupil should be randomly sampled.

A total of 250 out of the 30,323 primary schools 
were sampled from the 47 counties in Kenya. 
However, 19 schools were non-responsive hence 
231 schools and 231 Head teachers participated 
in this study while 1,004 teachers who taught 
Class 7 in 2018 also participated. Head teachers 
were sampled by virtue of their schools having 
been selected for the study. For each of the five 
(5) subjects, one (1) teacher was sampled. In cases 
where there were two or more teachers per subject, 
the one teaching the largest class was sampled. 

The total number of Class 7 pupils who participated 

that had class sizes of less than fifteen (15) pupils. 
The special needs schools were excluded because 
of the special characteristics of the pupils and their 
learning environment. 

The study also targeted teachers who taught Class 
7 English, Mathematics, Kiswahili, Science and Life 
Skills in 2018, together with Head teachers.

Table 2.1 presents the number of schools and 
learners in the desired, defined and excluded 
populations.

Table 2.1: Desired, Defined, and Excluded Populations

Desired Defined Excluded

Schools Pupils Schools Pupils Schools Pupils

30,323 1,350,822 26,710 1,315,490 3,613 35,332

(100.00%) (100.00%) (88.08%) (97.38%) (11.92%) (2.62%)
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in the study were five thousand, two hundred and 
twenty nine (5,229). In schools with class sizes of 
more than 25 pupils in Class 7, random sampling 
was used to ensure that 25 pupils were selected 

Table 2.2: Sampled and Actual Schools and Learners

Schools Pupils Teachers Head teachers

Sampled Actual Sampled Actual Targeted Actual Targeted Actual

Population 250 231 6250 5229 1250 1004 250 231

Percentage 

(%)
100.0 92.4 100.0 83.7 100.0 80.3 100.0 92.4

from the entire population. Table 2.2 presents the 
response rate for schools, learners, teachers and 
Head teachers. 

2.4 Research instruments

The following instruments were used in this study:

a) Achievement Tests:
i) English; 
ii) Kiswahili;
iii) Mathematics; and
iv) Science.

b) Questionnaires: 
i) Life Skills;
ii) Pupil;
iii) Teacher; and 
iv) Head teacher.

c) School Observation Schedule.

d) Pupil Name Form.

e) Manual for Data Collectors.

f) Random Sampling Table.

2.5 Development of Research instruments

A team of researchers, education experts, subject 
specialists teaching English, Kiswahili, Mathematics 
and Science at Class 7 developed the instruments. 
These were drawn from MoE, KNEC, KICD, TSC, 
KISE, PTTCs and Universities. 

2.5.1 Development of Achievement Tests

The construction of the test items was guided by 
Tables of Specifications (ToS) for each of the 
four subjects. The ToS outlined the content, skills 

and competencies to be assessed in each of the 
achievement tests.

2.5.2 Development of Questionnaires

The following questionnaires were developed:

a)  Life Skills questionnaire

This tool was used to gather information on pupils’ 
life skills as outlined in the Class 7 syllabus. These 
comprise self-awareness, self-esteem, coping with 
emotions and stress, interpersonal relationships, 
empathy, effective communication, assertiveness, 
peer pressure resistance, peaceful conflict resolution 
and negotiation, and effective decision making. 
The questionnaire also sought to find out pupils’ 
awareness on special needs education, health and 
hygiene, HIV and AIDS, and use of ICT.

b)  Pupil questionnaire

This questionnaire was designed to assess pupils’ 
personal, home and school characteristics such as 
age, home possessions, attendance to school, and 
attitudes towards schooling. 

c)  Teacher questionnaire

The questionnaire was developed to gather 
information on teachers’ personal and professional 
characteristics, classroom practice and environment, 
issues regarding special needs, knowledge and 
attitude on HIV and AIDS, and professional 
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progression and development. It also collected 
data on school discipline, school management and 
external support to curriculum implementation. 

d)  Head teacher questionnaire

This questionnaire assessed Head teachers’ personal 
and professional characteristics, school profile, 
curriculum implementation, school management, 
teaching and learning resources, school discipline, 
parental/guardian involvement, issues regarding 
special needs and disabilities, HIV and AIDS and 
emerging issues.

e) School Observation Schedule

This instrument collected information on school 
characteristics and assessed the availability, 
adequacy, usability and maintenance of essential 
school facilities. The instrument also gathered 
information on adaptations for learners with special 
needs and disabilities, as well as on school health 
and safety.

f) Pupil Name form

This instrument was used to record data on pupil 
characteristics such as age, gender and absenteeism. 

2.6 Piloting of the Research instruments

The study instruments were piloted in 16 schools (12 
public and 4 private) drawn from Kajiado, Kiambu, 
Machakos and Nairobi counties. These counties 
were considered for the pilot study as they have 
characteristics such as urban, peri-urban and rural, 
that reflect the geographical and the socio-economic 
realities of the country. In addition, Nairobi has 
informal settlements (slums) while Kajiado has ASAL 
areas that mostly reflect low socio-economic status. 
The overarching aim of the pilot was to validate 
the instruments as well as the procedures for data 
collection and entry. Based on the results of the pilot 
study, the research instruments and data processing 
procedures were reviewed to enhance validity. 

The Item Response Theory (IRT) - One Parameter 
Logistic (1PL) was used for item analysis. The 1PL 
model shows the diffuculty level of each item but 
uses a common estimated discrimination value for 
each test. The reliability of the tests was determined 

using Cronbach’s alpha. Table 2.3 shows the 
reliability values obtained for the pilot study. The 
values for the main study are also presented for 
comparison.

Table 2.3 Reliability Values

Subject

Reliability 

value (Pilot 

study)

Reliability value  

(Main study)

Mathematics 0.9138 0.9015

English 0.8396 0.8316

Kiswahili 0.8374 0.8202

Science 0.9021 0.8959

Life Skills 0.8498 0.8473

From Table 2.3, it is observable that the reliability 
values for the piloted instruments were 0.91, 0.84, 
0.84, 0.90 and 0.85 for Mathematics, English, 
Kiswahili, Science and Life Skills respectively. These 
values are comparable to those of the main study 
which were 0.90, 0.83, 0.82, 0.90 and 0.85 for 
Mathematics, English, Kiswahili, Science and Life Skills 
respectively. The values indicate that the tests met 
the acceptable minimum threshold of 0.7. According 
to Rovai, Baker and Ponton (2012), reliability 
tests resulting in a Cronbach’s alpha coefficient of 
greater than 0.7 are generally accepted as having 
high reliability. 

2.7 Data Collection Procedures

Training of National Research Coordinators 
(NRCs), Monitoring Officers (MOs) and Regional 
Coordinators (RCs) was carried out ahead of the 
main study data collection exercise. The Manual for 
Data Collectors was used to facilitate the training. 
This tool outlines the procedure for conducting data 
collection to ensure uniformity in the data collection 
process, thus enhance the reliability and validity of 
the data collected. For logistical reasons, the 47 
counties were clustered into 17 regions coordinated 
by 34 RCs. A total of 500 data collectors were 
trained by RCs in their respective regions using the 
Manual for Data Collectors. Two (2) data collectors 
were then deployed to each of the sampled schools. 
In addition, the RCs supervised and monitored the 
data collection exercise in the regions. Each region 
was monitored by officers drawn from the MoE and 
the KNEC. 
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Data collection in each school was scheduled to take 
three (3) days to ensure sufficient time was given to 
respondents. Data collectors were required to use the 
Manual for Data Collectors to ensure the prescribed 
data collection procedures and timetable provided 
were adhered to. On the first day, data collection 
started with the sampling of pupils and teachers, 
followed by Mathematics and English achievement 
tests. The Teacher and Head teacher questionnaires 
were also administered as provided for in the 
Manual for Data Collectors. Science achievement 
test and Life Skills questionnaire, were administered 
on the second day. Kiswahili achievement test and 
pupil questionnaire were administered on the third 
day. School facilities were assessed by the data 
collectors using the School Observation Schedule 
during the three-day exercise.

2.8  Test Scoring, Data Entry, Data Cleaning 
and Data Analysis

To enhance reliability, scoring of the achievement 
tests was conducted at a central place. This exercise 
was undertaken by a team of subject specialists and 
education experts drawn from MoE, KNEC, KICD, 
TSC, PTTCs, KISE and universities. Prior to scoring, 
the team discussed and improved the scoring guides 
to enhance consistency and reliability in scoring. 
Subject specialists from KNEC supervised the 
scoring process to ensure uniformity and accuracy. 
To further enhance validity, conveyor belt system 
of scoring was adopted. Conveyor belt marking 
involves organization of scorers into teams with 
each of the team members marking specific items/
sections. This type of scoring helps to minimize bias.   

The Census and Survey Processing System 
(CSPro) Version 7.1 was used for data entry and 
management. This program has in-built controls and 

procedures that enable accurate data capture. 
Forty six (46) data entry clerks were trained on the 
use of the CSPro software to ensure accurate data 
capture. Double data entry was done to ensure 
accuracy and reliability of the data sets. The second 
entry was done for all instruments by different data 
personnel. The data sets from CSPro were then 
transferred to Stata (Version 14) for data cleaning. 
This involved discrepancy checks between first and 
second entries using the raw data to correct any 
errors.   

Data analysis was done using Stata (Version 15). 
Comparison of achievement means and competency 
levels among different subgroups such as gender, 
and school category and type was done. The 
findings were presented in form of tables, bar-
graphs and pie-charts. 

The Item Response Theory (IRT) – 2 Parameter 
Logistic (2PL) model was used to analyze pupils’ 
competency levels. This model presents each item 
difficulty and pupils’ abilities on the same scale; 
hence, enables alignment of pupils’ abilities with the 
difficulty levels of test items.

Multilevel analysis of the data was carried out using 
Multiple Linear Regression (MLR) in Stata (Version 
15) software in order to determine factors that 
mostly contribute to learning outcomes. This model 
allows for simultaneous examination of the effects of 
variables at different levels of the hierarchy (Hox & 
Maas, 2006). Moreover, analysis of the interaction 
effects between different independent variables 
such as gender, age, school location, and availability 
of textbooks at different levels of the hierarchy and 
the dependent variable (achievement) was done.
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CHAPTER THREE
PUPiL, HOME, SCHOOL 
CHARACTERiSTiCS AND LEvEL Of 
ACQUiSiTiON Of LifE SKiLLS

3.0 introduction

In this chapter, the pupil, home and school 
characteristics are discussed. The chapter 
also presents pupils’ levels of acquisition of 
life skills. 
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3.1 Pupil Characteristics

3.1.1 Gender

The study sought to find out the gender of Class 7 
pupils. Figure 3.1 presents the findings. 

Figure 3.1: Pupil Gender

From Figure 3.1, it is evident that there is near-
gender parity in enrolment with boys comprising 
50.6% and girls at 49.4%. This indicates that near-
equal proportion of boys and girls are accessing 
basic education at Class 7.  

3.1.2 Age

Pupils were asked to indicate their age. The findings 
are presented in Figure 3.2 and Table 3.1.

Figure 3.2: Pupils’Age 

In Kenya, the official school entry age at Class 1 is 
six (6) years. This Study was conducted in January 
2019 when the pupils had just started Class 8. It was 
expected that these pupils would be aged between 
13 and 14. A pupil would therefore be termed as 
overage if he/she were above 14.  

Figure 3.2 shows that nationally, 55.2% of Class 7 
pupils are aged 13 to 14 years which implies that 
more than half of the pupils are age appropriate. 
However, a significant percentage (41.4%) of the 
pupils were overage (15 years and above). 

Table 3.1 presents age distribution per country.

Age Below 13 years (%) 13 to 14 years (%) 15 years and above (%)

Taita Taveta 3.1 72.3 24.6
Kwale 5.2 16.5 78.3
Mombasa 8.0 57.3 34.7
Kilifi 2.1 27.7 70.2
Tana River 0.0 12.5 87.5
Lamu 6.5 52.2 41.3
Nyandaruaa 6.6 71.4 22.0
Nyeri 6.6 68.1 25.3
Kirinyaga 5.5 48.0 46.6
Murang’a 6.7 72.0 21.3
Kiambu 3.0 83.0 14.0
Machakos 4.1 56.6 39.3
Kitui 1.2 49.7 49.1
Embu 2.6 64.5 32.9
Meru 2.0 63.4 34.6
Marsabit 0.0 58.2 41.8
isiolo 2.8 31.9 65.3

Table 3.1: Pupils’ Age by County
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In terms of counties, Tana River had the highest 
percentage of overage Class 7 pupils at 87.5%. 
Other counties with high percentages of overage 
pupils were Garissa (80.0%), followed by Kwale 
(78.3%), Turkana (72.1%) and Kilifi (70.2%). It 
is worth noting that these counties are located in 
ASAL areas. This is comparable to NASMLA Class 3 
study of 2018 which established that counties with 
the highest propotions of average pupils at that 
level were ASAL. On the other hand, counties with 
the highest percentage of underage pupils were 
Nairobi (8.6%), Mombasa (8.0%), Nakuru (8.0%) 
and Nyamira (7.1%) which are predominantly 
urban areas that are densely populated.

 
The high prevalence of overage pupils is worth 
noting as monitoring surveys from other parts of 
the developing world have strongly indicated that 
overage predisposes children to drop out of school, 
while being underage makes repetition more likely 
(UNESCO, 2009). In addition, being overage is 
likely to affect pupils’ learning outcomes. As Hungi, 
Ngware and Abuya (2014) opine, irrespective of 
pupil gender, grade repetition, wealth background, 
school type or geographical location, Grade 6 
pupils perform their best in literacy when they are in 
the age category ranging from 10 years 6 months, 
to 11 years 5 months.  

Age Below 13 years (%) 13 to 14 years (%) 15 years and above (%)

Makueni 0.8 50.8 48.4
Tharaka Nithi 0.0 36.2 63.8
Nairobi 8.6 86.4 5.0
Turkana 4.1 23.8 72.1
Samburu 0.0 55.1 44.9
Trans Nzoia 4.2 45.1 50.7
West Pokot 1.4 51.4 47.3
Bomet 3.7 54.4 41.9
Uasin Gishu 5.9 40.7 53.4
Nakuru 8.0 65.7 26.4
Kericho 1.6 73.6 24.8
Nandi 1.4 42.6 56.0
Laikipia 2.0 76.0 22.0
Kajiado 0.0 59.3 40.7
Narok 1.7 46.6 51.7
Baringo 5.3 70.7 24.0
Elgeyo Marakwet 0.0 48.9 51.1
Busia 0.8 38.7 60.5
Bungoma 3.7 59.6 36.7
Kakamega 4.7 42.6 52.7
vihiga 1.0 33.0 66.0
Kisumu 3.6 54.7 41.7
Kisii 4.4 71.5 24.1
Homa Bay 4.3 58.3 37.4
Siaya 0.0 48.6 51.4
Nyamira 7.1 55.6 37.4
Migori 0.7 59.3 40.0
Garissa 0.0 20.0 80.0
Wajir 4.4 40.0 55.6
Mandera 0.0 66.7 33.3
National 3.4 55.2 41.4
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3.1.2.1 Pupils’ Age by Gender per County

The study sought to establish pupils’ age by gender and county. The findings are presented in Table 3.2.

Table 3.2: Pupils’ Age by Gender per County

County    Boys Girls
Below 13 

years
(%)

13 to14
(%)

15 years and 
above 
(%)

Below 13 
years 
(%)

13 to14 
(%)

15 years and 
above 
(%)

Taita Taveta 2.7 70.3 27.0 3.6 75.0 21.4
Kwale 7.7 10.8 81.5 2.0 24.0 74.0
Mombasa 2.7 59.5 37.8 13.2 55.3 31.6
Kilifi 1.5 21.2 77.3 2.7 33.3 64.0
Tana River 0.0 2.7 97.3 0.0 31.6 68.4
Lamu 5.7 51.4 42.9 9.1 54.6 36.4
Nyandaruaa 0.0 63.2 36.8 11.3 77.4 11.3
Nyeri 4.0 60.0 36.0 9.8 78.1 12.2
Kirinyaga 6.8 45.5 47.7 3.5 51.7 44.8

Murang’a 3.5 69.4 27.1 10.8 75.4 13.9
Kiambu 1.9 82.7 15.4 4.2 83.3 12.5
Machakos 1.6 46.0 52.4 6.8 67.8 25.4
Kitui 1.5 58.2 40.3 1.1 43.6 55.3
Embu 0.0 50.0 50.0 4.8 76.2 19.1
Meru 4.1 48.0 48.0 0.0 77.5 22.5
Marsabit 0.0 45.5 54.6 0.0 70.6 29.4
isiolo 4.4 21.7 73.9 0.0 50.0 50.0
Makueni 1.9 33.3 64.8 0.0 64.3 35.7
Tharaka Nithi 0.0 48.0 52.0 0.0 22.7 77.3
Nairobi 4.6 87.9 7.6% 12.2 85.1 2.7
Turkana 2.9 24.3 72.9 5.8 23.1 71.2
Samburu 0.0 39.1 60.9 0.0 87.0 13.0
Trans Nzoia 2.7 42.7 54.7 6.0 47.8 46.3
West Pokot 2.7 43.2 54.1 0.0 59.5 40.5
Bomet 1.5 52.2 46.4 6.0 56.7 37.3
Uasin Gishu 0.0 39.1 60.9 13.0 42.6 44.4
Nakuru 2.5 61.5 36.1 13.7 70.1 16.2
Kericho 0.0 59.3 40.7 3.0 86.4 10.6
Nandi 1.5 33.3 65.2 1.4 51.4 47.2
Laikipia 4.2 58.3 37.5 0.0 92.3 7.7
Kajiado 0.0 42.1 57.9 0.0 68.6 31.4
Narok 0.0 32.9 67.1 4.2 66.7 29.2
Baringo 6.3 68.8 25.0 4.7 72.1 23.3
Elgeyo 
Marakwet 0.0 45.5 54.6 0.0 52.2 47.8
Busia 0.0 33.3 66.7 1.4 42.9 55.7
Bungoma 3.3 51.3 45.4 4.2 70.3 25.4
Kakamega 2.7 36.3 61.0 6.7 48.7 44.7
vihiga 1.9 30.2 67.9 0.0 36.2 63.8
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County    Boys Girls
Below 13 

years
(%)

13 to14
(%)

15 years and 
above 
(%)

Below 13 
years 
(%)

13 to14 
(%)

15 years and 
above 
(%)

Kisumu 1.5 52.2 46.4 5.7 57.1 37.1
Kisii 3.3 65.0 31.7 5.2 76.6 18.2
Homa Bay 6.3 55.7 38.0 1.7 61.7 36.7
Siaya 0.0 44.7 55.3 0.0 52.9 47.1
Nyamira 2.2 56.5 41.3 11.3 54.7 34.0
Migori 0.0 51.2 48.8 1.5 69.1 29.4
Garissa 0.0 15.7 84.3 0.0 29.2 70.8
Wajir 5.6 38.9 55.6 0.0 44.4 55.6
Mandera 0.0 56.5 43.5 0.0 81.3 18.8

where there were more overage girls than boys 
at 77.3% and 55.3% respectively. It is also worth 
noting that Wajir had equal percentages of overage 
boys and girls at 55.6% each. 

3.2 Home Background Characteristics

In this study, the home related pupil characteristics 
included factors such as: number of siblings, 
parental and sibling support, and availability of 
an environment conducive to learning, safety and 
protection, and provision of meals. Other variables 
such as socioeconomic status and family size were 

County    Boys Girls
Below 13 

years
(%)

13 to14
(%)

15 years and 
above 
(%)

Below 13 
years 
(%)

13 to14 
(%)

15 years and 
above 
(%)

National 2.3 49.2 48.5 4.5 61.3 34.2

From Table 3.2 it is observable that nationally, 
there are more overage boys than girls at 48.5% 
and 34.2% respectively. It is also evident that in 44 
out of the 47 counties, there are higher percentages 
of overage boys than girls with Tana River, Garissa, 
and Kwale leading at 97.3%, 84.3% and 81.5% 
respectively. It is only in Tharaka Nithi and Kitui 

also analysed.

3.2.1 Number of Siblings

Pupils were asked to indicate the number of siblings they had. Figure 3.3 presents the findings.



Early gradE mathEmatics assEssmEnt (Egma) EndlinE study

282828

  

  Figure 3.3: Number of  Siblings

Figure 3.3 shows that most of the pupils had 1 or 2 siblings, with 49.2% reporting to have brothers and 
48.8% reporting to have sisters. This indicates that most of the pupils were from small families.

3.2.2 Orphanhood Status of Pupils

Pupils were also asked to indicate whether their mothers and fathers were alive. Table 3.3 presents the 
findings.

Table 3.3: Pupils Reporting Orphanhood

 Mother alive  father alive  

Parents alive
Yes 
(%)

No 
(%)

i don’t know 
(%)

Yes 
(%)

No 
(%)

i don’t know 
(%)

Taita Taveta 92.3 6.2 1.5 87.7 9.2 3.1 

Kwale 98.3 1.7 0.0 83.0 15.2 1.8 

Mombasa 98.7 0.0 1.3 90.1 9.9 0.0 

Kilifi 95.7 2.9 1.4 87.0 10.9 2.2 

Tana River 94.6 5.5 0.0 90.9 9.1 0.0 

Lamu 95.6 2.2 2.2 86.7 13.3 0.0 

Nyandaruaa 97.8 1.1 1.1 88.9 4.4 6.7 

Nyeri 98.9 1.1 0.0 78.9 10.0 11.1 

Kirinyaga 97.3 2.7 0.0 86.1 9.7 4.2 

Murang’a 96.7 2.7 0.7 88.6 6.0 5.4 

Kiambu 96.0 2.0 2.0 87.5 4.2 8.3 

Machakos 97.5 0.9 1.7 78.2 13.5 8.4 

Kitui 95.7 3.1 1.2 81.5 15.3 3.2 

Embu 88.2 9.2 2.6 77.3 17.3 5.3 

Meru 98.0 1.3 0.7 88.9 9.2 2.0 

Marsabit 94.0 3.0 3.0 89.1 9.4 1.6 

isiolo 91.6 5.6 2.8 80.6 16.7 2.8 
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 Mother alive  father alive  

Parents alive
Yes 
(%)

No 
(%)

i don’t know 
(%)

Yes 
(%)

No 
(%)

i don’t know 
(%)

Makueni 95.1 4.9 0.0 79.0 16.1 4.8 

Tharaka Nithi 97.9 2.1 0.0 93.5 0.0 6.5 

Nairobi 97.1 2.9 0.0 96.4 2.1 1.4 

Turkana 76.7 15.0 8.3 63.2 26.4 10.4 

Samburu 94.1 5.9 0.0 73.5 23.5 2.9 

Trans Nzoia 95.1 4.9 0.0 85.1 9.9 5.0 

West Pokot 93.2 5.4 1.4 87.8 9.5 2.7 

Bomet 95.5 4.6 0.0 84.4 14.1 1.6 

Uasin Gishu 96.6 1.7 1.7 88.9 6.8 4.3 

Nakuru 97.9 2.1 0.0 88.9 6.8 4.3 

Kericho 96.8 2.4 0.8 94.4 4.8 0.8 

Nandi 97.2 1.4 1.4 89.7 7.4 2.9 

Laikipia 98.0 2.0 0.0 87.2 10.6 2.1 

Kajiado 98.2 1.9 0.0 92.5 7.6 0.0 

Narok 98.3 1.7 0.0 89.8 8.5 1.7 

Baringo 96.0 2.7 1.4 88.0 6.7 5.3 

Elgeyo Marakwet 97.8 2.2 0.0 88.9 4.4 6.7 

Busia 95.2 3.2 1.6 82.0 13.1 4.9 

Bungoma 97.3 2.0 0.8 86.2 12.2 1.6 

Kakamega 93.9 4.8 1.4 83.9 13.3 2.8 

 Mother alive  father alive  

Parents alive
Yes 
(%)

No 
(%)

i don’t know 
(%)

Yes 
(%)

No 
(%)

i don’t know 
(%)

vihiga 89.9 8.1 2.0 82.3 16.7 1.0 

Kisumu 87.0 12.3 0.7 75.4 23.1 1.5 

County

father 
and 

Mother 
(%)

Mother 
only 
(%)

father 
only 
(%)

Sisters and 
brothers 

(%)

Grandparents 
(%)

Guardian 
(%)

Sponsor 
(%)

Others 
(%)

Taita Taveta 69.4 17.7 11.3 0.0 1.6 0.0 0.0 0.0 
Kwale 67.6 21.6 6.3 0.9 0.9 1.8 0.9 0.0 
Mombasa 72.0 12.0 12.0 0.0 0.0 1.3 2.7 0.0 
Kilifi 73.1 14.9 6.7 4.5 0.0 0.0 0.8 0.0 
Tana River 71.4 17.9 3.6 1.8 1.8 3.6 0.0 0.0 
Lamu 60.9 32.6 4.4 0.0 0.0 2.2 0.0 0.0 
Nyandarua 76.1 18.2 1.1 0.0 2.3 2.3 0.0 0.0 
Nyeri 67.0 24.2 4.4 0.0 1.1 2.2 0.0 1.1 
Kirinyaga 73.2 15.5 5.6 0.0 4.2 1.4 0.0 0.0 
Murang’a 65.1 22.8 6.0 0.7 3.4 2.0 0.0 0.0 
Kiambu 63.6 27.3 7.1 0.0 1.0 1.0 0.0 0.0 
Machakos 71.3 22.6 2.6 0.0 0.9 1.7 0.9 0.0 
Kitui 73.3 19.9 3.1 1.2 0.6 1.2 0.6 0.0 

Table 3.4: Persons Providing for Needs at Home
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County

father 
and 

Mother 
(%)

Mother 
only 
(%)

father 
only 
(%)

Sisters and 
brothers 

(%)

Grandparents 
(%)

Guardian 
(%)

Sponsor 
(%)

Others 
(%)

Embu 59.2 26.3 7.9 1.3 0.0 4.0 0.0 1.3 
Meru 72.6 20.3 4.6 0.0 1.3 0.0 0.7 0.7 
Marsabit 56.1 18.2 18.2 1.5 0.0 1.5 1.5 3.0 
isiolo 56.7 23.9 6.0 0.0 3.0 7.5 1.5 1.5 
Makueni 68.3 22.8 3.3 0.8 2.4 1.6 0.0 0.8 
Tharaka Nithi 70.2 21.3 6.4 0.0 0.0 2.1 0.0 0.0 
Nairobi 76.4 10.7 11.4 0.0 0.7 0.0 0.0 0.7 
Turkana 26.7 37.9 9.5 6.0 3.5 5.2 6.0 5.2 
Samburu 59.4 28.1 4.7 0.0 3.1 1.6 3.1 0.0 
Trans Nzoia 58.6 18.6 12.1 3.6 2.1 3.6 0.7 0.7 
West Pokot 73.0 13.5 10.8 1.4 0.0 1.4 0.0 0.0 
Bomet 77.3 14.1 3.9 0.8 2.3 1.6 0.0 0.0 
Uasin Gishu 78.1 11.4 1.8 0.9 2.6 3.5 0.9 0.9 
Nakuru 67.2 17.7 8.4 1.3 2.1 3.4 0.0 0.0 
Kericho 83.9 12.1 1.6 0.0 1.6 0.8 0.0 0.0 
Nandi 68.7 17.9 4.5 0.8 2.2 6.0 0.0 0.0 
Laikipia 67.4 15.2 6.5 0.0 6.5 4.4 0.0 0.0 
Kajiado 66.7 22.2 1.9 0.0 1.9 7.4 0.0 0.0 
Narok 84.2 10.5 2.6 0.9 0.9 0.9 0.0 0.0 
Baringo 72.9 15.7 2.9 0.0 2.9 5.7 0.0 0.0 
Elgeyo 
Marakwet

80.0 13.3 2.2 2.2 0.0 2.2 0.0 0.0 

Busia 52.5 22.9 11.0 2.5 0.9 9.3 0.0 0.9 
Bungoma 71.5 15.4 5.2 0.0 3.4 3.8 0.4 0.4 
Kakamega 63.5 17.7 8.7 0.7 4.2 4.9 0.4 0.0 
vihiga 48.9 18.2 8.0 2.3 6.8 11.4 3.4 1.1 
Kisumu 56.0 20.0 5.6 2.4 0.8 10.4 2.4 2.4 
Kisii 72.6 15.6 5.9 3.7 0.0 1.5 0.7 0.0 
Homa Bay 64.2 18.3 7.3 0.7 0.7 8.8 0.0 0.0 
Siaya 55.3 21.3 6.4 3.6 7.1 2.8 2.1 1.4 
Nyamira 69.1 20.6 5.2 1.0 2.1 2.1 0.0 0.0 
Migori 65.1 20.8 6.0 0.0 3.4 4.7 0.0 0.0 
Garissa 64.8 22.5 8.5 0.0 1.4 2.8 0.0 0.0 
Wajir 65.9 18.2 15.9 0.0 0.0 0.0 0.0 0.0 
Mandera 94.7 2.6 0.0 0.0 0.0 2.6 0.0 0.0 
National 68.4 18.6 6.0 1.0 1.9 3.1 0.5 0.4 

 Mother alive  father alive  

Parents alive
Yes 
(%)

No 
(%)

i don’t know 
(%)

Yes 
(%)

No 
(%)

i don’t know 
(%)

Kisii 92.7 5.8 1.5 86.4 12.9 0.8 

Homa Bay 87.5 11.8 0.7 75.4 23.9 0.8 

Siaya 91.6 7.0 1.4 77.1 22.9 0.0 

Nyamira 94.9 5.2 0.0 88.8 10.2 1.0 

 Mother alive  father alive  

Parents alive
Yes 
(%)

No 
(%)

i don’t know 
(%)

Yes 
(%)

No 
(%)

i don’t know 
(%)

Migori 92.7 6.7 0.7 77.7 21.6 0.7 

Garissa 96.0 4.0 0.0 87.7 12.3 0.0 

Wajir 95.5 4.6 0.0 86.7 13.3 0.0 

Mandera 100.0 0.0 0.0 97.4 2.6 0.0 
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 Mother alive  father alive  

Parents alive
Yes 
(%)

No 
(%)

i don’t know 
(%)

Yes 
(%)

No 
(%)

i don’t know 
(%)

National 95.1 3.9 1.0 85.1 11.7 3.2 

It is evident from Table 3.3 that, nationally, more 
Class 7 pupils (11.7%) were orphaned through the 
death of their fathers than those orphaned through 
the death of their mothers (3.9%). Turkana had the 

highest percentage of pupils reporting to be orphaned through the death of their fathers and mothers at 
26.4% and 15.0% respectively.

3.2.3 Provision of Basic Needs

Pupils were asked to indicate the person who mostly provided for their needs at home. Table 3.4 summarizes 
the findings.

From table 3.4, it is observable that nationally, the highest percentage of pupils were mostly provided for 
by both father and mother at 68.4 %. Those who were mostly provided for by their mothers only comprised 
18.6 % while those who were mostly provided for by their fathers only constituted 6.0%. Mandera had the 
highest percentage (94.7 %) of pupils reporting to be mostly provided for by both father and mother. Other 
counties with high percentages of pupils who were mostly provided for by both parents were: Narok, Kericho 
and Elgeyo Marakwet at 84.2%, 83.9% and 80.0% respectively. Counties with the highest percentage 
of pupils reporting to be mostly provided for by their mothers only were: Turkana, Lamu and Samburu at 
37.9%, 32.6% and 28.1% respectively. Of these counties, Turkana and Samburu were among the counties 
with the highest percentages of pupils reporting that their fathers were not alive at 26.4% and 23.5% 
respectively. The highest percentage of pupils reporting to be mostly provided for by their fathers only were 
in Marsabit (18.2%), Wajir (15.9%) and Trans Nzoia (12.1%).

3.2.4 interpersonal Relationships at Home

Pupils were further asked to indicate the person(s) they were mostly free to talk to whenever they had a 
problem at home. Table 3.5 presents the findings.

Table 3.5: Interpersonal Relationships at Home

County

father 
and 

Mother  
(%)

Mother 
only

 (%)

father 
Only 
(%)

Brothers 
and 

sisters 
(%)

Other 
relatives 

(%)

Guardian 
(%)

friends 
(%)

Religious 
leader (%)

House 
help 
(%)

No 
One 
(%)

Taita Taveta 60.0 21.5 13.9 1.5 0.0 3.1 0.0 0.0 0.0 0.0 
Kwale 59.3 30.1 0.9 6.2 0.0 1.8 0.0 1.8 0.0 0.0 
Mombasa 45.3 37.3 5.3 4.0 0.0 0.0 2.7 2.7 1.3 1.3 
Kilifi 30.7 53.3 6.6 7.3 0.7 0.7 0.7 0.0 0.0 0.0 
Tana River 39.3 42.9 7.1 5.4 0.0 0.0 5.4 0.0 0.0 0.0 
Lamu 23.9 50.0 13.0 8.7 0.0 0.0 4.4 0.0 0.0 0.0 
Nyandarua 51.1 34.4 1.1 7.8 1.1 0.0 0.0 2.2 0.0 2.2 
Nyeri 46.2 26.4 3.3 8.8 1.1 3.3 5.5 0.0 0.0 5.5 
Kirinyaga 39.7 38.2 10.3 1.5 0.0 7.4 1.5 0.0 0.0 1.5 
Murang’a 47.7 34.9 0.7 4.7 0.7 6.0 4.0 0.0 0.0 1.3 
Kiambu 34.0 47.0 3.0 5.0 2.0 1.0 3.0 0.0 0.0 5.0 
Machakos 38.7 48.7 2.5 0.8 2.5 4.2 1.7 0.0 0.0 0.8 
Kitui 40.4 44.1 5.6 4.4 0.6 1.9 1.9 1.2 0.0 0.0 
Embu 38.2 43.4 7.9 4.0 2.6 4.0 0.0 0.0 0.0 0.0 
Meru 51.0 37.3 6.5 2.6 0.0 1.3 0.0 0.7 0.0 0.7 
Marsabit 37.3 34.3 13.4 4.5 0.0 3.0 4.5 0.0 1.5 1.5 

 Mother alive  father alive  

Parents alive
Yes 
(%)

No 
(%)

i don’t know 
(%)

Yes 
(%)

No 
(%)

i don’t know 
(%)

Migori 92.7 6.7 0.7 77.7 21.6 0.7 

Garissa 96.0 4.0 0.0 87.7 12.3 0.0 

Wajir 95.5 4.6 0.0 86.7 13.3 0.0 

Mandera 100.0 0.0 0.0 97.4 2.6 0.0 
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County

father 
and 

Mother  
(%)

Mother 
only

 (%)

father 
Only 
(%)

Brothers 
and 

sisters 
(%)

Other 
relatives 

(%)

Guardian 
(%)

friends 
(%)

Religious 
leader (%)

House 
help 
(%)

No 
One 
(%)

isiolo 50.0 25.0 2.8 4.2 0.0 8.3 6.9 1.4 0.0 1.4 
Makueni 59.7 31.5 1.6 2.4 1.6 3.2 0.0 0.0 0.0 0.0 
Tharaka Nithi 34.0 46.8 12.8 4.3 0.0 2.1 0.0 0.0 0.0 0.0 
Nairobi 22.1 45.0 7.1 12.9 3.6 0.0 3.6 0.0 0.7 5.0 
Turkana 23.9 38.5 7.7 9.4 5.1 6.0 5.1 0.0 0.0 4.3 
Samburu 38.2 44.1 5.9 7.4 0.0 0.0 2.9 1.5 0.0 0.0 

County

father 
and 

Mother  
(%)

Mother 
only

 (%)

father 
Only 
(%)

Brothers 
and 

sisters 
(%)

Other 
relatives 

(%)

Guardian 
(%)

friends 
(%)

Religious 
leader (%)

House 
help 
(%)

No 
One 
(%)

Nakuru 38.1 41.0 4.6 8.4 1.3 3.4 2.1 0.8 0.0 0.4 
Kericho 67.7 22.6 3.2 3.2 1.6 0.8 0.0 0.0 0.0 0.8 
Nandi 47.1 34.6 4.4 4.4 0.0 5.9 0.7 0.7 0.0 2.2 
Laikipia 36.0 38.0 6.0 2.0 6.0 8.0 0.0 0.0 2.0 2.0 

County

father 
and 

Mother  
(%)

Mother 
only

 (%)

father 
Only 
(%)

Brothers 
and 

sisters 
(%)

Other 
relatives 

(%)

Guardian 
(%)

friends 
(%)

Religious 
leader (%)

House 
help 
(%)

No 
One 
(%)

Trans Nzoia 41.6 35.2 4.9 9.9 1.4 3.5 2.8 0.0 0.0 0.7 
West Pokot 56.8 27.0 6.8 4.1 1.4 0.0 2.7 0.0 0.0 1.4 
Bomet 60.6 21.3 3.9 3.9 0.8 3.2 2.4 0.0 0.0 3.9 
Uasin Gishu 40.7 31.4 0.9 11.0 3.4 9.3 1.7 0.0 0.0 1.7 

County

father 
and 

Mother  
(%)

Mother 
only

 (%)

father 
Only 
(%)

Brothers 
and 

sisters 
(%)

Other 
relatives 

(%)

Guardian 
(%)

friends 
(%)

Religious 
leader (%)

House 
help 
(%)

No 
One 
(%)

Kajiado 44.4 42.6 5.6 1.9 0.0 1.9 1.9 1.9 0.0 0.0 
Narok 65.8 19.3 5.3 7.0 0.0 0.0 0.9 0.0 0.0 1.8 
Baringo 41.1 39.7 4.1 5.5 0.0 5.5 1.4 0.0 0.0 2.7 
Elgeyo 
Marakwet

57.8 22.2 8.9 6.7 0.0 4.4 0.0 0.0 0.0 0.0 

Busia 28.7 36.9 4.1 9.8 1.6 9.0 4.9 1.6 0.8 2.5 
Bungoma 47.8 30.6 7.8 4.9 0.0 3.7 3.0 1.5 0.4 0.4 
Kakamega 38.7 36.0 5.8 5.5 1.7 5.8 4.1 1.4 0.3 0.7 
vihiga 38.2 30.3 6.7 2.3 1.1 19.1 1.1 1.1 0.0 0.0 
Kisumu 27.3 46.8 8.6 5.0 2.9 5.8 2.2 0.0 0.0 1.4 
Kisii 51.9 27.8 5.3 6.0 0.8 0.8 0.8 2.3 0.0 4.5 
Homa Bay 41.7 36.0 6.5 2.9 0.7 9.4 2.2 0.0 0.0 0.7 
Siaya 44.0 39.7 2.1 6.4 1.4 5.0 0.7 0.7 0.0 0.0 
Nyamira 33.3 48.5 7.1 5.1 0.0 4.0 2.0 0.0 0.0 0.0 
Migori 39.9 41.9 6.8 4.1 1.4 5.4 0.7 0.0 0.0 0.0 
Garissa 50.0 40.5 1.4 1.4 0.0 2.7 4.1 0.0 0.0 0.0 
Wajir 48.9 35.6 11.1 2.2 0.0 2.2 0.0 0.0 0.0 0.0 

County

father 
and 

Mother  
(%)

Mother 
only

 (%)

father 
Only 
(%)

Brothers 
and 

sisters 
(%)

Other 
relatives 

(%)

Guardian 
(%)

friends 
(%)

Religious 
leader (%)

House 
help 
(%)

No 
One 
(%)

Mandera 71.1 26.3 0.0 0.0 2.6 0.0 0.0 0.0 0.0 0.0 
National 43.7 36.9 5.2 5.2 1.2 3.8 1.9 0.6 0.1 1.4 

Table 3.5 reveals that nationally, majority (43.7%) 

of Class 7 pupils were mostly free to talk to both 
father and mother. Those reporting to be mostly 
free to talk their mother only comprised 36.9%. It 
is worth noting that only a small percentage (5.2%) 
of pupils reported to be mostly free to talk to their 
fathers only when they had a problem at home. 
These findings would indicate that children are 
closer to their mothers than their fathers and hence 
mothers are likely to have a greater influence in 
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County

father 
and 

Mother  
(%)

Mother 
only

 (%)

father 
Only 
(%)

Brothers 
and 

sisters 
(%)

Other 
relatives 

(%)

Guardian 
(%)

friends 
(%)

Religious 
leader (%)

House 
help 
(%)

No 
One 
(%)

Nakuru 38.1 41.0 4.6 8.4 1.3 3.4 2.1 0.8 0.0 0.4 
Kericho 67.7 22.6 3.2 3.2 1.6 0.8 0.0 0.0 0.0 0.8 
Nandi 47.1 34.6 4.4 4.4 0.0 5.9 0.7 0.7 0.0 2.2 
Laikipia 36.0 38.0 6.0 2.0 6.0 8.0 0.0 0.0 2.0 2.0 

their children’s acquisition of life skills.

3.2.5 Parent Occupation

Pupils were asked to indicate what their parents or guardians did to earn a living. The findings are presented 
in Figure 3.4.

  

  Figure 3.4: Pupils’ Parent/Guardian Occupation

From Figure 3.4, it is notable that substantial percentages of the pupils’ parents/guardians are engaged in 
gainful economic activities, with highest percentages of fathers and mothers being engaged in farming as 
reported by 47.0% and 40.1% of the pupils respectively. Those reporting that their mothers and fathers 
were engaged in business and salaried employment constituted 40.9% against 28.9% and 19.4% against 
34.8% respectively.
 
3.2.6 Water and Sanitation

Pupils were further asked to indicate the source of water for their family. The findings are presented in Table 
3.6.

Table 3.6: Source of Water

County 
Borehole 

(%)
Tap water 

(%)
Well 
(%)

River 
(%)

Rain 
(%)

Dam  
(%)

Taita Taveta 6.2 67.7 1.5 16.9 3.1 4.6 
Kwale 11.6 28.6 17.0 10.7 1.8 30.4 
Mombasa 13.3 66.7 14.7 1.3 0.0 4.0 
Kilifi 10.0 65.7 3.6 2.1 0.7 17.9 
Tana River 19.6 0.0 60.7 1.8 3.6 14.3 
Lamu 4.4 50.0 43.5 0.0 0.0 2.2 
Nyandaruaa 10.1 41.6 11.2 20.2 9.0 7.9 
Nyeri 4.4 70.3 0.0 12.1 12.1 1.1 
Kirinyaga 6.9 58.3 2.8 30.6 1.4 0.0 
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County 
Borehole 

(%)
Tap water 

(%)
Well 
(%)

River 
(%)

Rain 
(%)

Dam  
(%)

Murang’a 14.9 43.9 10.8 25.7 4.1 0.7 
Kiambu 32.3 49.5 7.1 6.1 4.0 1.0 

worth noting given the provision of Article 43(1)
(d) of the Constitution of Kenya (2010) that every 
person has the right to clean and safe water in 
adequate quantities. Heavy reliance on water from 
the aforementioned sources is likely to pose health 
risks to learners if proper mechanisms are not put in 
place to treat the water.

Regarding the main source of water at county level, 
it is observable that in Mandera and Tana River did 
not have any pupil reporting tap as the main source 
of water. Other counties with the lowest percentages 
of pupils reporting that tap was the main source 
of water was Narok, Kitui and Homa Bay at 2.1%, 
2.5% and 6.5% respectively. 

3.2.7 Source of Lighting for Studying at Home

Further, pupils were required to indicate the main 
souce of lighting at home used for studying. The 
findings are presented in Figure 3.5. 

Figure 3.5: Source of  Lighting for Studying at Home

Figure 3.5 shows that substantial percentages of 
pupils had access to suitable source of lighting at 
home, with slightly more than a third (39.9%) of them 
indicating that they used solar lamps and 35.6% 
reporting that they used electricity as the main 
source of lighting for studying at home. However, 
there are notable percentages of pupils reporting 
to use paraffin lamps, candles and fire to study at 
home at 14.9%, 3.4% and 2.2% respectively. Use 
of these sources of light have implication pupils’ 
health and safety and are likely to hamper pupils’ 
completion of homework.  

County 
Borehole 

(%)
Tap water 

(%)
Well 
(%)

River 
(%)

Rain 
(%)

Dam  
(%)

Machakos 24.2 30.0 6.7 11.7 5.0 22.5 
Kitui 17.4 2.5 34.2 39.1 3.1 3.7 
Embu 4.0 56.6 5.3 11.8 10.5 11.8 
Meru 11.3 60.9 6.6 17.2 4.0 0.0 
Marsabit 6.0 14.9 20.9 0.0 16.4 41.8 
isiolo 31.0 25.4 14.1 23.9 2.8 2.8 
Makueni 9.8 18.7 10.6 30.9 4.1 26.0 
Tharaka Nithi 4.3 10.6 12.8 72.3 0.0 0.0 
Nairobi 5.8 87.1 0.7 1.4 2.9 2.2 
Turkana 7.8 37.9 16.4 34.5 0.9 2.6 
Samburu 22.2 19.1 7.9 36.5 3.2 11.1 
Trans Nzoia 42.1 9.3 25.0 21.4 2.1 0.0 
West Pokot 4.1 17.6 17.6 60.8 0.0 0.0 
Bomet 5.6 17.6 14.4 52.8 4.8 4.8 
Uasin Gishu 44.4 24.8 14.5 12.8 0.0 3.4 
Nakuru 23.1 41.6 5.5 15.6 12.2 2.1 
Kericho 21.5 15.7 5.0 56.2 0.0 1.7 
Nandi 9.5 28.5 7.3 51.8 0.0 2.9 
Laikipia 0.0 22.2 4.4 37.8 13.3 22.2 
Kajiado 47.2 24.5 0.0 20.8 3.8 3.8 
Narok 5.3 2.1 4.3 78.7 3.2 6.4 
Baringo 16.2 16.2 11.8 55.9 0.0 0.0 
Elgeyo Marakwet 20.0 42.2 6.7 31.1 0.0 0.0 
Busia 48.3 14.2 16.7 14.2 0.8 5.8 
Bungoma 34.3 20.9 26.5 14.2 1.5 2.6 
Kakamega 25.6 22.5 12.0 35.2 3.1 1.7 
vihiga 7.9 15.7 22.5 49.4 2.3 2.3 
Kisumu 22.0 24.4 12.2 35.0 4.1 2.4 
Kisii 10.5 14.2 9.0 59.7 4.5 2.2 
Homa Bay 23.7 6.5 5.0 54.0 4.3 6.5 
Siaya 2.8 21.5 4.9 52.1 3.5 15.3 
Nyamira 10.1 7.1 14.1 68.7 0.0 0.0 
Migori 22.2 11.4 12.8 50.3 1.3 2.0 
Garissa 28.8 65.8 0.0 1.4 2.7 1.4 
Wajir 0.0 8.9 91.1 0.0 0.0 0.0 
Mandera 3.0 0.0 3.0 45.5 0.0 48.5 
National 17.2 29.6 12.1 31.3 3.5 6.3 

Table 3.6 shows that considerable percentages of 
families depended on river, tap and borehole as 
the main source of water as reported by 31.3%, 
29.6% and 17.2% of pupils respectively. The 
notable percentages of pupils reporting river, well, 
dam and rain as the main sources of water are 
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3.2.8 Possessions at Home

Pupils were asked to indicate whether their homes 
had the possessions specified in Table 3.7.

Table 3.7: Possessions at Home

 items Percentage
Newspapers/Magazines 28.0 
Books 77.7 
Wall Clock 34.0 
Talking Clock 8.8 
Bicycle 48.4 
Motorbike 29.3 
Study area 35.9 
Bed 88.3 
vehicle 20.4 
Toilet 83.4 
Adapted toilet 7.9 
Refrigerator 14.1 
Computer/Laptop/Tablet 16.5 
internet/Wi-fi 11.0 
Radio 86.5 
Television 51.9 
vCD/DvD player 35.2 
Digital Camera 12.6 
Mobile Phone 89.4 
Electric/gas cooker 30.4 
firewood 83.8 
Table/Chair 88.9 
Livestock/poultry 72.5 
Carpet 34.9 
Sofa 56.1 
Crops 81.9 

Table 3.7 shows unavailability of key possessions 
that would facilitate learning at home. For instance, 
89.0% and 83.5% of the pupils reported that their 

homes did not have internet connection/Wi-Fi, and 
computer/laptop/tablet respectively. This has a 
bearing on pupils’ ability to integrate ICT in learning 
and development of core competencies such as 
Digital Literacy and Learning to Learn.  Significant 
to note also are the percentages of pupils reporting 
not to have daily newspapers/magazines (72.0%) 
and study area (64.1%). Newspapers/magazines 
are pivotal in enhancing extensive reading skills, 
while lack of study area is likely to hinder pupils from 
completing their homework. The home possessions 
or items found in pupils’ homes could be an indicator 
of their socioeconomic status.

3.2.9 Safety at Home

Pupils were asked to indicate whether they felt 
safe at home/where they lived. The findings are 
presented in Figure 3.6.

Figure 3.6: Pupils’s Safety at Home/Where they Lived

Figure 3.6 shows that majority (89.1%) of the pupils 
felt safe at home/where they lived.

Pupils who reported not to feel safe at home/where 
they lived were further asked to indicate the reasons 
for feeling unsafe at home/where they lived. The 
findings are presented in Table 3.8.
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Table 3.8: Reasons for feeling unsafe at home/where 

they live

Reason Percentage
Cattle rustling 25.9
Robbery/Thieves 41.2
Terrorism 11.0
Parents fighting at home 23.5
Drug and substance 
abuse by parents/sibling 17.0
Sexual abuse 10.2

Reason Percentage
Harassment by relatives/
guardian 15.8
Bullying by siblings/other 
people 17.9
Wild animals 28.3

Table 3.8 shows that the most prevalent reasons 
for pupils feeling unsafe at home/where they lived 
were robbery/thieves, wild animals and cattle 
rustling as reported by 41.2%, 28.3% and 25.9% 
respectively. It is also significant to note that 23.5%, 

17.9% and 17.0% of the pupils reported they felt unsafe at home/where they lived because of parents 
fighting, bullying by siblings/other people and drug and substance abuse by parents/siblings respectively. 
The sizable percentages of pupils citing various threats to safety while at home is of concern. Article 53(1)(d) 
of the Constitution of Kenya (2010) stipulates that every child has a right to be protected from abuse, neglect, 
harmful cultural practices, all forms of violence, inhuman treatment and punishment. Unsafe environment is 
also likely to have an adverse effect on pupils’ learning outcomes.    

3.2.10 Pupils Spending Time to Read at Home

Pupils were also asked to indicate whether they spent time reading at home. Figure 3.7 presents the findings.

Figure 3.7: Pupils Spending Time to Read at Home

From Figure 3.7, it is notable that a substantially 
high percentage (90.6%) of the pupils read 
while at home. This implies that reading culture is 
ingrained among Class 7 pupils and is likely to 
enhance key core competencies such as Imagination 
and Creativity and Learning to Learn.

Pupils who reported that they did not spent time 
reading at home were further asked to give reasons 
why they did not. Figure 3.8 presents the findings. 
 

  

  Figure 3.8: Reasons why pupils do not 

spend time reading at home

From Figure 3.8, it is evident that of the pupils 
who reported not to spend time reading at home, 
39.7% of them indicated that this was caused by 
being assigned other duties/chores, while 30.7% 
reported to have no source of light for reading. This 
has negative impact on their learning outcomes.
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3.2.11 Language Mostly Used by Pupils at Home

Pupils were asked to indicate the language they mostly used for communication at home. The findings are 
presented in Figure 3.9.

Figure 3.9: Language mostly used by pupils at home

It is observable from Figure 3.9 that, close to two thirds (64.8%) of the pupils mostly used their mother 
tongue for communication at home. Those who mostly used Kiswahili comprised 29.2%, while only 2.0% of 
them mostly used English for communication at home. The importance of use of mother tongue to education is 
alluded to in the International Teacher Magazine of 2017 where it states that research reveals that use of 
mother tongue leads to a better understanding of curriculum and contributes to a positive attitude towards 
school (Savage, 2017). It further states that when mother tongue is developed it fosters critical thinking and 
literacy skills.

3.2.12 Availability of Regular Meals per Day

Further, pupils were asked to indicate if they had breakfast, lunch and supper daily at home. Table 3.9 
summarizes the findings.

Table 3.9: Percentage of  pupils reporting to have regular meals at home 

  County 
Breakfast Lunch Supper

Yes (%) No (%) Yes (%) No (%) Yes (%) No (%)
Taita Taveta 98.4 1.6 82.0 18.0 100.0 0.0
Kwale 89.0 11.0 75.9 24.1 91.7 8.3
Mombasa 78.4 21.6 96.0 4.0 100.0 0.0
Kilifi 69.3 30.7 94.3 5.7 94.3 5.7
Tana River 98.2 1.8 87.0 13.0 96.4 3.6
Lamu 93.2 6.8 97.8 2.2 95.4 4.6
Nyandaruaa 89.9 10.1 98.9 1.1 98.9 1.1
Nyeri 97.8 2.2 82.5 17.5 100.0 0.0
Kirinyaga 94.5 5.5 97.3 2.7 95.9 4.1
Murang’a 96.0 4.0 97.3 2.7 98.0 2.0
Kiambu 94.0 6.0 91.9 8.1 98.0 2.0
Machakos 92.6 7.4 92.6 7.4 99.2 0.8
Kitui 94.4 5.6 88.7 11.3 98.7 1.3
Embu 98.7 1.3 90.8 9.2 98.7 1.3
Meru 94.1 5.9 98.0 2.0 98.0 2.0
Marsabit 71.9 28.1 97.0 3.0 85.2 14.8

  

  Figure 3.8: Reasons why pupils do not 

spend time reading at home

From Figure 3.8, it is evident that of the pupils 
who reported not to spend time reading at home, 
39.7% of them indicated that this was caused by 
being assigned other duties/chores, while 30.7% 
reported to have no source of light for reading. This 
has negative impact on their learning outcomes.
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  County 
Breakfast Lunch Supper

Yes (%) No (%) Yes (%) No (%) Yes (%) No (%)
isiolo 88.7 11.3 91.7 8.3 97.1 2.9
Makueni 87.5 12.5 90.9 9.1 96.4 3.6
Tharaka Nithi 95.4 4.6 97.8 2.2 97.8 2.2
Nairobi 95.6 4.4 97.8 2.2 99.3 0.7
Turkana 37.6 62.4 46.8 53.2 89.8 10.2
Samburu 87.5 12.5 89.9 10.1 93.9 6.1
Trans Nzoia 92.2 7.8 94.1 5.9 98.5 1.5
West Pokot 95.8 4.2 95.8 4.2 98.6 1.4
Bomet 89.1 10.9 93.3 6.7 94.6 5.4
Uasin Gishu 91.5 8.5 99.1 0.9 99.1 0.9
Nakuru 96.6 3.4 89.4 10.6 98.7 1.3
Kericho 91.8 8.2 100.0 0.0 100.0 0.0
Nandi 89.3 10.7 99.3 0.7 99.3 0.7
Laikipia 96.0 4.0 100.0 0.0 100.0 0.0
Kajiado 92.2 7.8 94.4 5.6 100.0 0.0
Narok 91.3 8.7 100.0 0.0 98.3 1.7
Baringo 100.0 0.0 97.3 2.7 98.6 1.4
Elgeyo Marakwet 97.8 2.2 97.8 2.2 100.0 0.0
Busia 63.3 36.7 96.7 3.3 99.2 0.8
Bungoma 84.3 15.7 78.5 21.5 98.9 1.1
Kakamega 84.2 15.8 82.0 18.0 98.6 1.4
vihiga 78.9 21.1 77.9 22.1 92.7 7.3
Kisumu 69.3 30.7 91.1 8.9 99.3 0.7
Kisii 78.0 22.0 94.6 5.4 93.1 6.9
Homa Bay 65.4 34.6 94.8 5.2 96.3 3.7
Siaya 73.6 26.4 97.2 2.8 97.9 2.1
Nyamira 89.9 10.1 98.0 2.0 100.0 0.0
Migori 57.0 43.0 96.6 3.4 93.8 6.2
Garissa 93.2 6.8 82.2 17.8 90.5 9.5
Wajir 97.8 2.2 100.0 0.0 97.8 2.2
Mandera 100.0 0.0 100.0 0.0 97.4 2.6
National 86.8 13.2 92.5 7.5 97.6 2.4

It is notable from Table 3.9 that, substantial 
proportions of pupils did not have regular meals. 
For instance, 13.2% of the pupils did not have 
breakfast daily, while those who did not take lunch 
and supper regularly comprised 7.5% and 2.4% 
respectively. The table further reveals a significant 
percentage of pupils not having breakfast daily in 
some counties. These include Turkana (62.4%), Migori 
(43.0%), and Busia (36.7%). Turkana also had the 
highest percentage of pupils (53.2%) reporting 
that they did not take lunch regularly, followed 
by Kwale (24.1%) and Vihiga (22.1%). Marsabit, 
Turkana, and Garissa had the highest percentage 
of pupils reporting not to take supper regularly at 
14.8%, 10.2% and 9.5% respectively. It is notable 
that Turkana had the highest percentage of pupils 

reporting not to take the three meals regularly. 
This irregular taking of meals has a bearing on 
health and nutrition, and learning outcomes. As 
Taha and Rashed (2017) established, regular 
breakfast improves students’ performance whereas 
the performance of students who frequently skip 
breakfast is lower. The study further found out that 
breakfast intake has a significant association with 
students’ scores. The association was found to be 
significant (at p= 0.00). 

3.2.13 Person who mostly Assists in Doing  
Homework while at Home

Pupils were asked to indicate the persons who 
mostly assisted them in doing homework while at 
home. The findings are presented in Figure 3.10.

Figure 3.10: Persons who mostly assist in doing 

homework at home

Figure 3.10 points to relatively low parental 
involvement in their children’s school work, with 
34.4% of the pupils reporting that mostly they 
did not have anyone assisting them while doing 
homework at home. It is also notable that 22.5%, 
14.2% and 11.9% of them indicated that they 
were mostly assisted by their siblings, mothers and 
fathers respectively. 

3.2.14 Work Done before or after School

Pupils were asked to indicate the kind of work they 
did before or after school. Table 3.10 presents the 
findings.

Table 3.10: Pupils working before or after school



Early gradE mathEmatics assEssmEnt (Egma) EndlinE study

393939

 Activity 
Before 
school 

(%)

After 
school 

(%)
No work 50.4 11.6

Cooking 25.9 46.0
Cleaning (house, clothes 
and utensils) 19.7 57.5
Milking 13.9 18.0
Taking care of animals 8.1 34.0
Working on the farm 5.1 23.5
fetching water or 
firewood 11.5 52.8

 Activity 
Before 
school 

(%)

After 
school 

(%)
Preparing siblings for 
school 33.2 7.7
Hawking goods 3.1 7.2
Riding Bodaboda 1.7 6.1
Mining (sand harvesting, 
working in a quarry) 2.2 5.6
fishing 2.2 9.1

Table 3.10 shows that notable proportion of pupils 

were engaged/involved in work before and after 

attending lessons, with more than half (57.5%) in-

dicating that they cleaned after school and a third 

(33.2%) indicating that they prepared siblings for 

school before going to school. Of concern are the 

notable percentages of pupils reporting to do fish-

ing, hawking of goods, riding Bodaboda and min-

ing after school at 9.1%, 7.2%, 6.1% and 5.6% 

respectively. This could point to child labour and is 

likely to lead to truancy and eventual dropout from 

school.     

3.2.15 Activities pupils mostly do during leisure 
time

Pupils were asked to indicate what they did mostly 

during their leisure time. Figure 3.11 presents the 
findings.

  

  Figure 3.11: Pupils reporting activities 

done during their leisure time 

Figure 3.11 reveals that majority (50.6%) of the 
pupils spent their leisure time reading, a practice 
that is likely to enhance inquiry-based learning 
and build core competencies such as Learning to 
Learn and Self Efficacy. The percentage of pupils 
reporting to spend their leisure time playing with 
friends (13.6%), watching TV/movies (11.5%) and 
chatting on mobile phones (1.6%) is worth noting as 
it calls for parental guidance and control. 
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3.3 School Related Pupil Characteristics

3.3.1 Distances from Home to School

The study sought to establish the distances pupils in 
Day schools travelled from their homes to school. 
Figure 3.12 presents the findings. 

Figure 3.12: Distances from Home to School

From Figure 3.12, it is evident that majority (41.6%) 
of the pupils lived less than one kilometre from 
their homes. Those that lived between one and two 
kilometres comprised, 30.9% while, those who lived 
between two and three kilometres and more than 
three kilometres constituted 14.5% and 13.0% 
respectively. The short distance from home to 
school is in line with the Basic Education Act (2013) 
Section 2(a) which commits the Cabinet Secretary 
to provide for the establishment of pre-primary, 
primary, secondary, mobile schools, and Adult and 
Continuing Education centres within a reasonably 
accessible distance within a county. The short 
distances   reported would indicate that majority of 
the pupils were able to reach school on time. 

3.3.2 Mode of Transport

Pupils were asked to indicate the mode of transport 
they used from home to school. The findings are 
presented in Table 3.11.

Table 3.11: Mode of  Transport 

Mode of transport Percentage
Private vehicle 1.1

Public transport 1.3
School transport 1.2
Motorbike 2.4
On foot 92.4
Bicycle 1.7

Table 3.11 shows that majority of the pupils (92.4%) 
went to school on foot. This can partly be explained 
by the fact that majority of them lived between a 
distance of less than one and two kilometers from 
school.

3.3.3. School facilities 

The study sought to find out the availability of 
specific facilities in schools. Table 3.12 presents the 
findings.

Table 3.12: Availability of  School Facilities 

 facility
Yes 
(%)

No 
(%)

Desks 86.3 13.7
Chairs 86.2 13.8
Adapted Chairs and desks 58.1 41.9
Library 84.6 15.4
Dining hall 13.8 86.2
Play ground 90.3 9.8
Science laboratories 10.8 89.2
Toilets/latrines/urinals 83.0 17.0
Bathrooms for pupils 89.1 10.9
Adapted toilets 22.3 77.7
fence 31.1 68.9
Gate 94.4 5.6
Sick Bay 31.1 68.9
Dormitory 84.6 15.4

From Table 3.12, it is evident that majority of key 
facilities are largely available, with a proportion 
of pupils indicating that gate was available at 
94.4%, followed by those reporting availability 
of playground at 90.3%, desks and chairs at 
86.3% and 86.2% respectively. However, the 
significant percentage (17.0%) of pupils indicating 
unavailability of toilets is worth noting as it has 
implication on health and hygiene. The Safety 
Standards Manual for Schools in Kenya stipulates 
that one of the indicators of a safe school is adequate 
and well maintained facilities such as toilets and 
sanitation facilities (MoE, 2008). Equally significant 
to note is the substantially high percentage of 
pupils indicating unavailability of adapted toilets 
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(77.7%) and adapted chairs and desks (41.9%).  
While this may indicate that specific schools do not 
have learners with special needs and disabilities, 
it needs to be interrogated. One of the provisions 
of the Sector Policy for Learners and Trainees with 
Disabilities (2018) is to mainstream and provide 
for inclusive education and training at all levels 
of learning. Further, one of the SDG 4 targets 
(Target 4.a.1) which governments need to monitor 
is proportion of schools with adapted infrastructure 
and materials for students with disabilities. Absence 
of adaptive facilities may have adverse effects on 
access and retention of pupils with special needs 
and disabilities. 

3.3.4. Hand Washing after Toilet visit

Pupils were also asked to indicate whether they 
wash their hands after visiting the toilets/latrines. 
The findings are presented in Figure 3.13.

Figure 3.13: Hand washing after toilet visit 

From Figure 3.13, it is evident that  although more 
than three quarters (76.5%) of the pupils indicated 
to be washing hands after visiting the toilet, close to 
a quarter (23.5%) did not. This could point to lack of 
hand washing facilities in the schools. The National 
School Health Policy (MoPHS & MoE, 2009) requires 
that all schools provide hand washing facilities 
including soap which should be located within the 
vicinity of the toilets/latrines. Further, Target 4.a.1 
of SDG 4 commits governments to have basic hand 

washing facilities in schools. 

3.3.5 School Services

Pupils were also asked to indicate whether the services specified in Table 3.13 were available in their schools. 

Table 3.13:  Availability of  School Services 

 Services
Yes 
(%)

No 
(%)

Guidance and 
counseling

59.1 40.9

Games and sports 96.1 4.0
Adapted games and 
sports

13.9 86.1

Clubs 56.7 43.3
Societies 28.3 71.7

 Services
Yes 
(%)

No 
(%)

Academic trips 42.2 57.8

 Services
Yes 
(%)

No 
(%)

Science fair 
(Symposium)

9.3 90.7
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 Services
Yes 
(%)

No 
(%)

internet/Wi-fi 9.7 90.3

Table 3.13 shows that some crucial school services 
are largely unavailable. This is evidenced by, for 
instance, the 90.3 % of the pupils indicating that 
their schools lacked internet/Wi-Fi. Lack of internet/
Wi-Fi facilities is worth noting as it has a bearing 
on ICT integration in education and enhancement of 

digital literacy. Indeed one of the SDG 4 targets 
that governments need to monitor is Target 4.a.1: 
proportion of schools with access to: a) electricity; 
b) internet for pedagogical purposes; and c) 
computers for pedagogical purposes. The high 
percentage (71.7%) of pupils reporting not to have 
societies in schools is also worth noting as it could 
hinder collaborative learning and acquisition of 
essential life skills and values among learners. It is 
also notable that a substantial percentage (40.9%) 

of pupils reported not to have guidance and counseling in schools. This can impact negatively on provision of 
essential emotional support and character formation. Unavailability of this service contravenes the provision 
of the Safety Standards Manual for Schools in Kenya (MoE, 2008) that schools should strengthen guidance 
and counselling at school level by providing teacher counsellors to every public school, and facilitating 
training and providing the necessary resources to enable them perform these duties effectively. Equally 
significant to note is the high percentage (57.8%) of pupils reporting that there were no academic trips in 
their schools, this is likely to hinder inquiry-based learning.

3.3.6 School Safety

The study further sought to find out whether students felt safe in school and factors that would contribute to 
their feeling unsafe. Figure 3.14 presents the findings.

 

 Figure 3.14:  School Safety

Figure 3.14 shows that majority of the schools 
had safe environment as evidenced by the high 
percentage (92.9%) of pupils reporting to feel 
safe in school. However, there is still a significant 
percentage (7.1%) of pupils reporting not to feel 
safe in school. Substantial percentage (41.2%) 
of these pupils cited corporal punishment as one 

of the reasons that made them feel unsafe while 
at school. Prevalence of corporal punishment in 
schools is despite governments’ sanctions against 
corporal punishment. Indeed Section 36(1) of the 
Basic Education Act (2013) stipulates that no pupil 
shall be subjected to torture and cruel, inhuman or 
degrading treatment or punishment, in any manner, 
whether physical or psychological. Lack of school 
fence (33.9%), bushes around the school (30.5%) 
and incomplete buildings (28.5%) were also cited 
by pupils as reasons for pupils feeling unsafe in 
school. The significant proportion of pupils reporting 
unavailability of fence is worth noting as the Safety 
Standards Manual for Schools in Kenya (2008) 
commits schools to have properly demarcated and 
fenced grounds with a secure gate.

3.3.7 Safety Action in case of fire Outbreak in 
School 

Pupils were asked to indicate the action they would 
take in case there was fire outbreak in their school.  
The findings are presented in Figure 3.15. 
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 Figure 3.15: Fire outbreak and safety action

Figure 3.15 shows that considerable percentages 
of pupils are aware of the measures they would 
take in case of fire outbreak. However, there are 
considerable percentages of pupils who would 
not activate the nearest fire alarm (75.4%), run to 
assembly point (45.9%) and shout fire (34.7%) in 
case of a fire incidence in their school. This is an 
indicator that high proportions of Class 7 pupils 
have not acquired requisite disaster preparedness 
skills. 

3.3.8 Absenteeism 

Pupils were asked to indicate whether they had 
been absent during the term preceding the study. 
The findings are presented in Figure 3.16.

Figure 3.16: Pupil Absenteeism

Figure 3.16 points to prevalence of pupil 
absenteeism, with close to two thirds (60.6%) of the 
pupils indicating to have been absent during third 
term in 2018.

Pupils who indicated to have been absent during 
the term preceding the study were further asked to 
state the reasons for absenteeism. The findings are 
presented in Table 3.14.

Table 3.14: Reasons for Absenteeism

Reason 
Percentage 
of Pupils 

Sickness 82.4
Work at home 7.3
Social/cultural events 19.8
fear of examinations 2.0
Lack of uniform 12.4
Lack of fees 35.7
Lack of stationery 8.1
i do not like school 1.3
Bullying 2.2
Natural calamities 5.9
Nomadism 1.2
fear of being punished by a 
teacher

3.8

insecurity 3.5
Disability related reasons 2.2
Sent home for misbehaving 2.3
Lack of sanitary towels for girls 4.9
family issues 9.1

Table 3.14 shows that sickness was a major cause 
of absenteeism as reported by more than three 
quarters (82.4%) of the pupils. Those reporting lack 
of school fees and social/cultural events as reasons 
for absenteeism comprised 35.7% and 19.8% 
respectively. Significant to note is the percentage 
of pupils staying away from school due to lack of 
school fees. Although a percentage of the sampled 
schools were private, the high percentage is despite 
the government policy on free primary education. 
The Basic Education Act (2013) provides for free 
tuition. Section 29(1) of the Act states that no public 
school shall charge or cause any parent or, guardian 
to pay tuition fees for or on behalf of any pupil in 
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the school. Further, the sizeable percentage (12.4%) 
of pupils citing lack of uniform as a reason for 
absenteeism is an indication of low socioeconomic 
status which is likely to hamper access and retention. 

Additionally, the percentage (4.9%) of pupils 
(girls) citing lack of sanitary towels is worth noting 
as unavailability of these items has implications on 
retention of girls in schools. The National School 
Health Policy (2009) commits the Ministry of Health 
and Ministry of Education to provide affordable 
sanitary pads to girls and provide devices for 
safe disposal methods. It is also critical to note 
that there is a proportion of pupils who stay away 
from school for fear of being punished by teachers 
(3.8%) and bullying (2.2%). Article 29(e) and (f) of 
the Constitution of Kenya (2010) states that every 
person has the right to freedom and security of the 
person, which includes the right not to be subjected 
to corporal punishment or treated or punished in a 
cruel, inhuman or degrading manner. Further, Target 
4.a.2 of SDG4 requires that governments monitor 
the percentages of pupils experiencing bullying, 
corporal punishments, harassment, violence, sexual 
discrimination and abuse. It is also significant to note 
that prevalence of bullying is despite the provision 
of the Safety Standards Manual for Schools in Kenya 
which stipulates that learner-on-learner violence 
(characterized by physical attacks, sexual assault 
and bullying) is illegal. It is also observable that 
there is a percentage (8.1%) absent from school 
due to lack of basic facilities such as stationery.

3.3.9 Class Repetition

Pupils were asked to indicate whether they had 
repeated a class. The findings are presented Figure 
3.17.

Figure 3.17: Class repetition

Figure 3.17 points to prevalence of class repetition 

as evidenced by the close to two thirds (59.5%) of 
the pupils reporting to have repeated a class. 

Pupils who had repeated a class were further asked 
to indicate the number of times they had repeated 
the classes specified in Table 3.15.

Table 3.15: Number of  Times a Pupil Repeated a Class
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Once 82.1 71.7 79.9 83.6 82.8 83.6 83.8

Twice 8.7 16.3 11.1 8.0 7.2 8.3 8.0

Thrice 4.2 9.5 6.2 4.4 5.4 4.4 4.6

More 
than 
thrice 

5.0 2.6 2.9 4.0 4.6 3.8 3.6

Table 3.15 shows that substantially high 
percentages of pupils had repeated a class at least 
once. It is notable that repetition is more prevalent at 
Class 7, with 83.8% of the pupils reporting to have 
repeated once. Significant to note are the sizable 
percentages of pupils reporting to have repeated 
a class twice, thrice and more than three times. For 
instance, 16.3% and 11.1% of the pupils reported 
to have repeated Class 2 and 3 twice respectively, 
while 9.5% and 6.2% reported to have repeated 
Class 2 and 3 three times respectively. In addition, 
5.0% and 4.6% indicated to have repeated Class 
1 and 5 more than three times respectively. This 
prevalence of class repetition could explain the 
considerable percentage (41.4%) of Class 7 pupils 
reported to be overage. It is worth noting that class 
repetition runs counter to Section 35(2) of the Basic 
Education Act (2013) which states that no pupil 
admitted in a school shall be held back in any class.

Pupils who indicated to have repeated a class were 
asked to give reasons for repetition. The findings 
are presented in Table 3.17.

Table 3.16 Reasons for Repetition

Reason (s)
Percentage of 
pupils

Poor academic performance 48.0
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Reason (s)
Percentage of 
pupils

Chronic absenteeism 50.6
Own preference/choice 19.4
Transfer /to other schools 26.6
Sickness 14.6
Demand by parent 15.9
School policy 9.1
Early pregnancy 1.1
Family conflicts 3.7
Child labour 2.4
Underage 8.3

From Table 3.16, it is evident that chronic 
absenteeism, poor academic performance and 
transfer to other schools were the major reasons 
for class repetition as reported by 50.6%, 48.0% 
and 26.6% of the pupils respectively. These findings 
resonate with those of MLA Form 2 Baseline Study 
(2018) where transfer to other schools, chronic 
absenteeism and  poor academic performance were 
cited as major causes of class repetition at 55.1%, 
49.3%, and 27.3% respectively. Significant to note 
is the considerable percentage (15.9%) of the pupils 
citing demand by parents as one of the reasons for 
repetition. A similar finding was also noted in the 
MLA Form 2 Baseline Study (2018) where 47.9% 
of the principals reported demand by parents as 
a reason for repetition. Equally significant to note 
is the 9.1% of the pupils reporting to repeat due 
to school policy, given the provision of the Basic 
Education Act (2013) regarding repetition. 

3.3.10 Subjects Liked

In this study, pupils’ attitude towards a subject was 
considered a predictor of achievement. Pupils were 
asked to indicate whether they liked the subjects 
assessed in the study. The findings are presented in 
Table 3.17.

Table 3.17: Subjects liked by Pupils 

 Extent
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Not at all 3.4 3.0 5.7 2.2 17.6
To a Small 
Extent

38.2 30.5 30.6 17.3 21.6

To a large 
extent

58.4 66.5 63.8 80.4 60.8

Table 3.17 it is evident that considerable percentage 
of pupils liked specific subjects to a large extent 
with Science leading at 80.4%, followed by 
Kiswahili and Mathematics at 66.5% and 63.8% 
respectively. However, sizable percentages of 
the pupils indicated to like English, Kiswahili and 
Mathematics to a small extent at 38.2%, 30.5% 
and 30.6% respectively. Of great concern are 
the proportions of pupils indicating not to like 
Mathematics, English and Kiswahili at all at 5.7%, 
3.4% and 3.0% respectively. The latter is likely to 
have an adverse effect on learning outcomes. 

3.3.11 Teachers Attendance to Lessons

Pupils were asked to comment on frequency of 
teacher attendance to lessons during the term 
preceding the study. The findings are presented in 
Table 3.18.

Table 3.18: Teachers Attendance to Lessons
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Science, Kiswahili and English lessons respectively. 
However, there are notable percentages of pupils 
reporting that their teachers attended few lessons, 
with English leading at 8.0%, followed by Kiswahili, 
Science and Mathematics at 7.8%, 7.2% and 5.4% 
respectively. The high percentage (54.3%) of pupils 
reporting that teachers of Life Skills did not attend 
lessons could explain the significant proportion 
(17.0%) of pupils not liking Life Skills. 

3.3.12 Remedial Lessons 

Pupils were asked to indicate whether their teachers 
offered remedial lessons in the assessed subjects. 
The findings are presented in Table 3.19.

Table 3.19: Remedial Lessons
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Yes 73.7 72.1 84.4 77.5 25.2

No 26.3 27.9 15.6 22.5 74.8

From Table 3.19, it is observable that more than 
two thirds of the pupils reported they received 
remedial classes with Mathematics leading at 
84.4%, followed by Science, English and Kiswahili 
at  77.5%, 73.7%0, and 72.1% respectively. This 
indicates that teachers are regularly tracking pupil 
achievement of specific learning outcomes. As Kumar 
(2016) notes, remedial teaching is an integral part 
of all good teaching as it takes the pupil at his 
or her own level and leads the pupil to increased 
standards of competence. 

3.3.13 Time Remedial Lessons Offered  

The study further sought to find out the time remedial 
lessons were offered. Figure 3.18 presents the 
findings. 
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All lessons 61.4 62.0 71.5 66.4 21.3
Most 
lessons

29.8 29.5 22.6 25.7 11.2

few 
lessons

8.0 7.8 5.4 7.2 13.2

No lesson 0.8 0.6 0.6 0.7 54.3

Table 3.18 shows that majority of the teachers attended all the lessons in the specified subjects as evidenced by 
the 71.5%, 66.4%, 62.0% and 61.4% of the pupils reporting that their teachers attended all the Mathematics, 
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  Figure 3.18: Time Remedial lessons 

offered

Figure 3.18 indicates that most remedial lessons 
were offered in the morning, over the weekends, 
and after classes/school as reported by 80.2%, 
55.3% and 49.0% of the pupils respectively. It is 
significant to note that despite government’s ban 
on holiday tuition, more than a quarter (27.0%) 
of the pupils indicated that they received holiday 
tuition. This contravenes provision of Basic Education 

Act (2013) Section 37(1) that no pupil shall be 
subjected to holiday tuition. The high percentage 
of pupils reporting to be receiving remedial lesson 
before start of lessons is worth noting as it can lead 
to fatigue and further affect learning outcomes.

3.3.14 Payment for Remedial Lessons

Pupils were further asked whether they paid for 
remedial lessons. Figure 3.19 reports this.  

Figure 3.19: Payment for remedial lessons

From Figure 3.19, it is notable that more than half 
(56.1%) of the learners received paid tuition. This 
is likely to affect remediation for learners from low 
socioeconomic background.

3.3.15 Availability of Main Course Books 

Pupils were asked to indicate whether they had the 
main course books in the subjects assessed. Figure 
3.20 presents the findings. 
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 Figure 3.20: Main course books in select 

subjects

Figure 3.20 points to adequate provision of main 
course books in the assessed subjects, with more than 
90% of the pupils reporting to have the course books 
in Mathematics (94.5%), Kiswahili (93.4%), English 
(93.2%), and Science (93.2%). The availability 
of textbooks could be attributed to government’s 
capitation under the Free Primary Education (FPE) 
and distribution of course books for core subjects 
to public primary schools under the Secondary 
Education Quality Improvement Project (SEQIP). 
It is, however, notable that, a substantially high 
percentage (81.2%) reported not to have course 
books for Life Skills. This is a strong indicator that 
Life Skills Education is not enhanced in schools. Yet, 
Target 4.7 of SDG4 commits governments to ensure 
that by 2030, all learners acquire knowledge and 
skills needed to promote sustainable development. 
Target 4.7.2 also commits governments monitor the 
percentage of schools that provide life skills-based 
HIV and sexuality education.
   

3.3.16 Sharing Text Books

Pupils were further asked to indicate how they 
shared course books in the assessed subjects. Table 
3.20 reports the findings.

Table 3.20: Sharing text books
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Use alone 57.2 57.4 55.8 56.8 10.3
Share with 
another 
pupil

25.1 23.1 24.7 23.3 13.6

Share with 
two or more 
pupils

16.1 17.0 17.5 15.0 9.6

Only the  
teacher has 
a text book

1.6 2.5 2.0 4.9 66.5

From Table 3.20, it is observable that the 1:1 pupil-
textbook ratio has largely not been realized. Only 
slightly more than half of pupils had their own 
textbooks in Kiswahili (57.4%), English (57.2%), 
Science (56.8%), and Mathematics (55.8%). It is also 
notable that despite government’s capitation under 
FPE and distribution of textbooks for core subjects 
in public schools, approximately a quarter of the 
pupils in the four core subjects assessed reported to 
be sharing text books with another pupil. English had 
the highest percentage (25.1%) of pupils reporting 
to use a text book, with another pupil, followed 
by Mathematics, Science and Kiswahili at 24.7%, 
23.3%, and 23.1% respectively. It is also significant 
to note that there are still percentages of pupils 
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reporting that only the teacher had a text book, 
with Science leading at 4.9%. This has a bearing 
on learning outcomes as it is likely to encourage 
teacher centred pedagogical approaches and thus 
hinder acquisition of core competencies such as 
Learning to Learn. 

3.3.17 Carrying text book home

Pupils were asked whether they carried home the 
main course of the subject assessed. The findings 
are presented in Figure 3.21.

Figure 3.21: Carry Text Book Home

From Figure 3.21, it is notable that did substantially 
high percentages (88.2%) of pupils did not carry 
home their main course books. This is likely to affect 
learning outcomes as it may render it difficult for 
pupils to complete their homework. Further, it may 
hamper parents’ involvement in their children’s school 
work. Carrying textbooks home accords pupils the 
opportunity to revise the concepts learnt in school.  

3.3.18 frequency of Homework/Assignment

Pupils were asked to indicate the frequency of 
homework/assignments in schools. The findings are 
presented in Table 3.21.

Table 3.21: Frequency of  Homework/Assignment 
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Thrice a 
week 17.8 17.1 11.4 14.4 3.4
Twice a 
week 11.3 14.1 8.4 13.0 4.3
Once a 
week 11.7 15.1 6.6 19.5 5.6
Not at all 9.8 11.4 3.6 18.8 78.8

From Table 3.21, it is evident that teachers 
are regularly tracking learner acquisition of 
specific subject skills. This is evidenced by the 
considerable percentages of pupils reporting to 
be given homework/assignment daily. The highest 
percentage is reported in Mathematics at 70.2% 
followed by English and Kiswahili at 49.4% 
and 42.3% respectively. The low percentage of 
pupils  (34.4%) reporting to be given homework/
assignment in Science daily is worth noting as it 
can affect formative feedback on specific pupils’ 
progress. It is also significant to note that there are 
considerable percentages of pupils reporting not to 
be given homework at all in the core subjects, with 
Science leading at 18.8%, followed by Kiswahili 
and English at 11.4% and 9.8% respectively.  

3.3.19 Checking of Homework by Teachers

The study sought to find out how often teachers 
checked homework in the assessed subjects in a 
week. The findings are presented in Table 3.22.

Table 3.22: Checking of  Homework/Assignment by 

Teachers
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five times 41.1 35.5 55.5 30.9 11.2
four times 4.7 5.8 6.0 5.8 2.2
Thrice 13.0 13.2 9.0 11.4 3.1
Twice 13.7 16.5 10.8 12.5 4.6
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Once 21.8 21.9 16.0 27.1 9.4
None 5.6 7.2 2.7 12.3 69.6

As can be observed from Table 3.22, there is regular 
checking of homework by teachers, with majority of 
the pupils reporting that teachers checked homework 
five times in a week. Mathematics had the highest 
proportion of pupils (55.5%) reporting that their 
teachers checked homework every day followed 
by English and Kiswahili at 41.1% and 35.5% 
respectively. Science had the lowest percentage 
(30.9%) reporting that their teachers checked their 
homework five times. It is, however, notable that 
considerable percentages of pupils reported that 
their teachers‘ checked their homework only once 
per week. For example, in Science, 27.1% of the 
pupils reported that their teachers checked their 

homework once. Equally significant to note is the 
sizable percentages of the pupils reporting that their 
teachers did not check homework in Science (12.3%), 
Kiswahili (7.2%), English (5.6%) and Mathematics 
(2.7%) respectively. This has implication on learning 
outcomes. As Grodner and Rupp (2011) note, 
homework is beneficial to students’ performance. 
Students who are required to do homework have 
significantly better performance than those who 
are not required to do so. They further note that 
students who completed every homework assignment 
before the first test, performed substantially better 
than those who skipped one or more homework 
assignments. After regression of test one scores, 
the above scholars also noted that students who 
submit every home work assignment prior to the first 
test scored higher by 5% points than students who 

missed at least one assignment.
   
3.3.20 frequency of Tests in a Term

The study sought to find out how often tests are administered in schools in the assessed subjects. The findings 
are presented in Table 3.23.

Table 3.23: Frequency of  Tests in a Term
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5 tests 31.2 30.4 37.5 33.1 10.4
3-4 tests 43.1 44.5 43.8 43.8 11.6
1-2 tests 23.9 22.8 17.4 21.2 9.5
No test 1.8 2.3 1.3 1.8 68.6

Table 3.23 points to regular assessment of learning 
outcomes in the specified subjects, with majority of 
the pupils reporting that they were given three to 
four tests per term in all the subjects. Considerable 
percentages of pupils reported to be given five 
tests in a term, with Mathematics leading at 37.5%, 
followed by Science at 33.1%. It is, however, 
notable that there are still percentages reporting 
not to be given any test within a term, with Life Skills 
leading at 68.6%, followed by Kiswahili, Science 

and English at 2.3%, 1.8% and 1.8% respectively. 
This is worth noting as classroom assessments do not 
only give diagnostic feedback on the effectiveness 
of pedagogy, but also on students’ progress towards 
achieving the knowledge, skills, and competencies 
stipulated in the curriculum. 

3.3.21 Learning of Physical Education (PE)

Pupils were asked whether they were taught Physical 

of knowledge learned across the curriculum; 
application of content in Science, Mathematics and 
Social Studies; and the development of interpersonal 
and psychomotor skills for these learners who are 
still growing.

3.3.22 indiscipline Cases in Schools

Pupils were asked to indicate whether the issues 
listed in Table 3.24 occurred in their schools.  

        Table 3.24: Indiscipline Cases in Schools

Case Percentage of pupils reporting
Examination cheating 16.5
fighting 49.3
Boy-girl relationship 36.3
Truancy 27.9
Cultism 7.3
Bullying 28.2
Rudeness 34.0
Theft 45.2
vandalism 21.0
Homosexuality/Lesbianism 4.7
Sexual misuse (e.g. bestiality, incest) 4.2
incitement 16.4
Defiance 18.1
failure to do assignments 49.4
Radicalization and extremism 6.6
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Education in the field.  The responses are presented in Figure 3.22.

Figure 3.22: Physical Education

The responses in Figure 3.22 show that slightly more than half (52.1%) of the pupils were taught PE in the 
field. This is a significant contrast with the findings of NASMLA Class 3 Study (2018), where more than three 
quarters (81.2%) of the pupils indicated that they attended PE lessons in the field. The high percentage of 
Class 7 pupils not being taught PE is an indication of lack of the expected emphasis on co-curricular activities in 
upper primary. Therefore, close to 50% of learners in Class 7 are missing the benefits related to PE: reinforcing 

of knowledge learned across the curriculum; 
application of content in Science, Mathematics and 
Social Studies; and the development of interpersonal 
and psychomotor skills for these learners who are 
still growing.

3.3.22 indiscipline Cases in Schools

Pupils were asked to indicate whether the issues 
listed in Table 3.24 occurred in their schools.  

        Table 3.24: Indiscipline Cases in Schools

Case Percentage of pupils reporting
Examination cheating 16.5
fighting 49.3
Boy-girl relationship 36.3
Truancy 27.9
Cultism 7.3
Bullying 28.2
Rudeness 34.0
Theft 45.2
vandalism 21.0
Homosexuality/Lesbianism 4.7
Sexual misuse (e.g. bestiality, incest) 4.2
incitement 16.4
Defiance 18.1
failure to do assignments 49.4
Radicalization and extremism 6.6

Case Percentage of pupils reporting
vulgar language 40.9

Table 3.24 shows that the most prevalent forms of 
indiscipline are failure to do assignments, fighting 
and theft as reported by 49.4%, 49.3% and 
45.2% of the pupils respectively. The percentage 
of pupils reporting use of vulgar language, boy-girl 
relationship and rudeness constituted 40.9%, 36.3% 
and 34.0% respectively. Incidences of indiscipline 
are worth noting as they have implications on 
provision of child-friendly school environment. One 
of the indicators of a safe school stipulated in the 
Safety Standards Manual for Schools in Kenya 
(2008) is low incidences of indiscipline.  

3.3.23 Measures to Curb indiscipline issues

Pupils were asked to indicate the measures the 
schools had put in place to curb indiscipline.  Table 
3.25 presents the findings.  

     Table 3. 25: Measures to Curb Issues

Measures to Curb Percentage reporting (%)
School rules 89.9
Corporal punishment 60.0
involving learners in the formation of school rules 38.0
Peer counseling 43.3
Warning 71.2
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Measures to Curb Percentage reporting (%)
Detention 12.9
Mentoring and nurturing 44.7
Suggestion box 17.5
Expulsion 22.2
Surcharging 31.7
Suspension 37.8
Guidance and counseling 56.5
Manual work 51.9
Rehabilitation 14.2
involvement of parents and other stakeholders 59.1

Table 3.25 shows that schools have put measures in place to enhance discipline. For instance, 89.9%, 71.2% 

and 60.0% of the pupils reported that school rules, 
warning and corporal punishment respectively 
were used to curb indiscipline. Other notable 
strategies are involvement of parents and other 
stakeholders, guidance and counselling, and manual 
work at 59.1%, 56.5% and 51.9% respectively. 
However, the sizable percentage (22.2%) of the 
pupils reporting expulsion as a strategy to curb 
indiscipline is worth noting as it can aggravate the 
problem of out of school children, thus denying the 
pupils the right to basic education as enshrined in 
the Constitution of Kenya (2010). The more than 
half (60.0%) of pupils citing corporal punishment as 
a tool for enhancing discipline is worth noting.

3.3.24 Pupils involved in Enhancing Discipline

Pupils were further asked whether the school involves 
pupil leaders in enhancing discipline.  Figure 3.23 
presents the findings.

Figure 3.23: Pupils involved in enhancing discipline

Figure 3.23 shows that schools involved pupil 
leaders in enhancing discipline, with more than 
three quarters (85.4%) of the pupils reporting this. 
However, a sizable percentage (14.6%) of pupils 
reported that schools did not involve their leaders 

in enhancing discipline. 

3.3.25 Sharing of Problems in School

Pupils were asked to indicate whom they mostly 
shared their problems with while at school.  Figure 
3.24 presents the responses.

   

   Figure 3.24: Sharing of  

Problems in School

Figure 3.24 indicates that majority (46.1%) of 
the pupils mostly shared their problems with their 
class teachers while in school.  This would indicate 
that these teachers are accessible to pupils and 
that pupils have confidence in them. Notably, the 
percentage of pupils reporting to share their 
problems with their peers is higher than that of 
those reporting to share their problems with the 
guidance and counselling teacher at 17.5% and 
13.3% respectively. Of concern is the proportion 
(6.2%) of pupils who did not share their problems 
with anyone while in school. These pupils lack the 
opportunity for psychosocial support from teachers 
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in enhancing discipline. 

3.3.25 Sharing of Problems in School

Pupils were asked to indicate whom they mostly 
shared their problems with while at school.  Figure 
3.24 presents the responses.

   

   Figure 3.24: Sharing of  

Problems in School

Figure 3.24 indicates that majority (46.1%) of 
the pupils mostly shared their problems with their 
class teachers while in school.  This would indicate 
that these teachers are accessible to pupils and 
that pupils have confidence in them. Notably, the 
percentage of pupils reporting to share their 
problems with their peers is higher than that of 
those reporting to share their problems with the 
guidance and counselling teacher at 17.5% and 
13.3% respectively. Of concern is the proportion 
(6.2%) of pupils who did not share their problems 
with anyone while in school. These pupils lack the 
opportunity for psychosocial support from teachers 

and peers. 

3.3.26 Learners with Special Needs and 
Disabilities in the School

Pupils were asked whether there were learners with 
special needs and disabilities in their school.  Figure 
3.25 shows the responses obtained.

Figure 3.25: Learners with special needs and 

disabilities in the school

Figure 3.25 shows that more than a third (42.8%) 
of the pupils indicated that there were learners 

with special needs and disabilities in their schools.  
This is indicative of good efforts toward inclusive 
education in line with the Sector Policy for Learners 
and Trainees with Disabilities (MoE, 2018).

3.3.27 Support to Learners with Disabilities

The pupils were asked to indicate the kind of support 
that learners with special needs and disabilities 
received in their school. Table 3.26 presents the 
findings.

Table 3.26: Support to learners with disabilities

 Type of support Percentage 
Adapted physical facilities 25.8
Provision of learning 
materials

14.9

inclusion in all activities 51.4
Appointments to leadership 32.8
Assistance by other students 65.4
Availability of braille 
transcribers

6.4

 Type of support Percentage 
Provision of KSL interpreters 8.1
Provision of assistive devices 9.6
Provision of sunscreen lotion 5.2
Assistive technology 9.6

Table 3.26 shows efforts by schools to adhere to the provisions of the Basic Education Act (2013) that every 
special school or educational institution with learners with special needs is provided with appropriate trained 
teacher, non-teaching staff, infrastructure, learning materials and equipment suitable for such learners. This is 
evidenced by, for instance, 65.4%, 51.4%, 32.8% and 25.8% of the pupils reporting that pupils with special 
needs and disabilities received assistance from their peers, were included in all activities, were appointed 
to leadership, and that schools had adapted physical facilities for such learners respectively.  Of concern, 

however, is the low percentage of pupils reporting 
availability of assistive devices (9.6%) and assistive 
technology (9.6%). This is despite the fact that 
the Ministry of Education undertakes to allocate 
adequate resources to sustain inclusive education 
(MoE, 2018).  

3.3.28 Drug and Substance abuse

Pupils were asked to indicate if they had ever 
heard about drug and substance abuse.  Figure 
3.26 presents the responses.

Figure 3.26:  Awareness of  drug and substance abuse
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Figure 3.26 shows that majority (90.2%) of the 
pupils were aware of drug and substance abuse. 
This means that information on drug and substance 
abuse is widely available.

3.3.29 Source of information on Drug and 
Substance Abuse

Pupils who indicated that they knew about drug and 
substance abuse were asked to give the source of 
their information. The responses are presented in 
Figure 3.27.

      

  

  Figure 3.27: Source of  information on 

drug and substance abuse 

From Figure 3.27, it is observable that the school 
system (teachers and books) is the leading medium 
for disseminating information on drugs. This is 
evidenced by the close to three quarters of the 
pupils indicating that they got information on drug 
and substance abuse from teachers and books at 
79.3% and 73.1% respectively. The proportion of 
pupils who reported that they got the information 
from parents and other relatives, and the media 
constituted 57.0% and 50.2% respectively. The 
relatively low percentage (57.0%) of the pupils 
reporting to get information on drug and substance 
abuse from parents and other relatives is worth 
noting as it points to low parental involvement in 
dissemination of information regarding pertinent 
societal issues. 

3.3.30 Commonly Abused Drugs in Schools

Pupils were further asked to indicate the drugs 
and substances that are commonly abused in their 
schools.  Table 3.27 presents the findings. 

Table 3.27: Commonly abused drugs in school

Commonly abused 
drugs Percentage 

Tobacco/kuber/
cigarette

26.0

Khat (miraa) 22.5
Marijuana 13.9
Alcohol 27.7
Hard Drugs 6.3

Table 3.27 shows that the commonly abused drugs 
and substances in schools are alcohol, tobacco and 
khat (miraa) as reported by 27.7%, 26.0% and 
22.5% of the pupils respectively. The presence of 
these drug and substances in schools points to drug 
trafficking in basic education institution. This is in 
spite of the requirement of the Safety Standards 
Manual for Schools in Kenya that schools endeavour 
to create a safe and caring environment where 
learners and staff know the dangers of drug 
abuse, and strive to make the school a drug free 
environment (MoE, 2008). 

3.3.31 Knowledge of a Drug Abuser in School

Pupils were asked if they knew pupils in their schools 
who abused drugs and substances.  Figure 3.28 
presents the findings.

Figure 3.28: Knowledge of  a drug abuser in school

Figure 3.28 shows the more than three quarters 
(82.1%) of the pupils did not know pupils in their 
schools who abused drugs and substances. 

3.3.32 Source of Drugs

Pupils who indicated to know a fellow pupil who 
abused drugs were asked to indicate where those 
pupils got the drugs.  The findings are presented in 
Table 3.28.
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Table 3.28: Source of  drugs

Source of drugs in school Percentage 
School worker 8.6
Teachers 4.3
fellow pupils 35.7
Local shop 65.3
Home 28.2

Table 3.28 shows that the most common sources 
of drugs are local shops, fellow pupils, and homes 
as reported by 65.3%, 35.7% and 28.2% of 
the pupils respectively. It is significant to note that 
despite the provision of the Safety Standards 
Manual for Schools in Kenya that teachers should, in 
the subjects they teach, enlighten the learners about 
drugs and dangers of drug abuse, there is still a 
percentage (4.3%) of pupils reporting that fellow 
pupils got drugs from teachers. This calls for specific 
intervention measures on drugs and substance abuse 
even in primary schools.

3.3.33 Hiv and AiDS

The pupils were asked whether they knew about 
HIV and AIDS. The findings are presented in Figure 
3.29.

Figure 3.29: Knowledge of  HIV and AIDS

Figure 3.29 shows that almost all (97.1%) of 
the pupils knew about HIV and AIDS.  This points 
to adherence to the provisions of the education 
Sector Policy on HIV and AIDS ( MoE, 2013), 
which among other things, commits to ensure all 
learning institutions create conducive environment to 
enable learners access and utilize information on 
HIV and AIDS. The policy also commits to create 
awareness for learners, education sector personnel, 
learning institutions and institutional communities on 
HIV prevention, sexuality education, alcohol and 
substance.

3.3.34 Source of information on Hiv and AiDS

Pupils who indicated to have knowledge on HIV and 
AIDS were further asked to state the sources of this 

information. Table 3.29 presents the findings. 

Table 3.29: Source of  information on HIV and AIDS

Source of information on 

Hiv and AiDS

Percentage of 

Pupils Reporting
Radio/Tv/Documentary/ 

films
78.0

internet 23.0
Posters/ billboards 40.5
Books/magazine 76.4
School clubs 27.0
Classroom lessons 70.2
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Source of information on 

Hiv and AiDS

Percentage of 

Pupils Reporting
Hospital/clinic/health 

Centre
69.1

Counsellors 33.1
Peer educators 23.8
Doctors/Nurses/

community health 

workers

58.7

Religious leaders 33.9
A Person living with Hiv 

and AiDS
32.6

family/Relatives 47.4
friends 48.3

Table 3.29 shows that the main sources of information 
on HIV and AIDS were Radio/TV/documentary/
film, books/magazines, classroom lessons and 
hospitals/clinics/health centre as reported by 
78.0%, 76.4% 70.2% and 69.1% of the pupils 
respectively. However, the relatively low percentage 
(47.4%) of pupils reporting to get information on 
HIV and AIDS from family/relatives is worth noting 
given the role of the family in dissemination of 
pertinent information regarding the society. 

3.3.35 Hiv Testing

One of the strategies of the Education Sector policy 
on HIV and AIDs, 2013 is to establish linkages with 
MoH and other relevant service providers at all 
devolved levels to ensure learners, youth, adults 
and personnel in the education sector have access 
to HIV counselling and testing services.

Pupils were asked to indicate whether there was a 
place near their homes where one could be tested 
for HIV. Further, they were asked whether they had 
ever been tested.  The findings are shown on Figure 
3.30.

  

  Figure 3.30: HIV Testing 

Figure 3.30 shows that while a substantial proportion (44.6%) of the pupils reported to have an HIV testing 
centre near their home, an equally significant proportion (31.4%) indicated that there was none.  Of concern 
is the considerable percentage (23.9%) of pupils reporting that they did not know such a place existed. This 
could point to absence of HIV testing centres in the pupil’s neighborhood, a scenario that is likely to hamper 
pupil access to HIV testing services.

On whether the pupils had been tested for HIV, the figure shows that close to two thirds of the pupils (62.9%) 
had not been tested yet one of the policy statements of the Education Sector Policy for HIV and AIDS, 2013 
is to encourage and facilitate HIV Counseling and Testing.

3.3.36 Reaction to a friend who is Hiv Positive

Pupils were asked to indicate what their reactions would be if a friend who was infected with HIV disclosed 
their status to them. Figure 3.31 presents the findings.
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One of the strategies of the Education Sector policy 
on HIV and AIDs, 2013 is to establish linkages with 
MoH and other relevant service providers at all 
devolved levels to ensure learners, youth, adults 
and personnel in the education sector have access 
to HIV counselling and testing services.

Pupils were asked to indicate whether there was a 
place near their homes where one could be tested 
for HIV. Further, they were asked whether they had 
ever been tested.  The findings are shown on Figure 
3.30.

  

  Figure 3.30: HIV Testing 

Figure 3.31: Reaction to a friend who confides in you of  their HIV positive status

From Figure 3.31 it is evident that more than half (59.4%) of the pupils would not stigmatize their friends 
if they found out that they were HIV positive. This is evidenced by the 32.7% and 26.7% of the pupils who 
indicated that if their friends disclosed that they were HIV positive, they would behave the same as before 
and they would be friendlier than before respectively. This points to efforts towards adherence to one of 
the strategies of the Education Sector Policy on HIV and AIDS, 2013 which provides for establishment of 
mechanisms to ensure that learners and educators at all levels do not stigmatize or discriminate against 
learners living with HIV. Of concern, however, is the 15.5% of the pupils who would still stigmatize their 

friends who are HIV positive by avoiding them and 
the quarter (25.1%) not sure, how they would treat 
such pupils. This is despite the provision of the 
Education Sector Policy on HIV and AIDS, 2013 that 
commits to sensitize learners on the needs and rights 
of learners living with HIV to ensure that they do 
not refuse to study, be served or interact with fellow 
learners on the basis of their actual or perceived 
HIV status.

3.3.37 Talking about Hiv and AiDS 

Pupils were asked to indicate how comfortable they 
were talking about HIV and AIDs with the persons 
specified in Figure 3.32 

     Figure 3.32: Talking about HIV and AIDS

The findings presented in Figure 3.32 show that the 
majority of pupils were comfortable talking about 
HIV and AIDS with teachers, parents and friends at 
74.8%, 73.1% and 71.5% respectively. However,   
there is a sizeable percentage (38.7%) of pupils 
who would feel uncomfortable to speak about HIV 
and AIDS with a counselor, yet one of the strategies 
of the Education Sector Policy on HIV and AIDS, 
2013 is to strengthen guidance and counselling 
units in education institutions on HIV and AIDS 
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management to promote psycho-socio support.

3.3.38 Relating with people with Hiv and AiDS

Pupils were asked to indicate their perceptions 
regarding the statements presented in Figure 3.33.

  Figure 3.33: Relating with people 

with HIV and AIDS

Figure 3.33 shows that more than three quarters of 
the pupils would not stigmatize persons living with 
HIV, with 89.3% of them indicating that pupils living 
with HIV and AIDS should be allowed to continue 
with school. Those reporting that they would be 
willing to take care of relatives with HIV and AIDS 
comprised 87.4% while those indicating that a 
teacher living with HIV and AIDS should be allowed 
to continue with school comprised 86.1%. However, 
there are still proportions of pupils who would still 
stigmatize. For instance, 13.9% of pupils indicated 
that teachers living with HIV and AIDS should not 
continue teaching. This is against the backdrop of 
one of the strategies of the Education Sector Policy 
on HIV and AIDS, 2013, that commits to sensitize 
learners and education sector personnel on the 
needs and rights of HIV positive persons to ensure 
that they do not refuse to teach, be taught, served or 
to interact on the basis of their actual or perceived 
HIV status. 

3.4 information and Communication Technology

3.4.1 iCT devices used

Pupils were asked to indicate the ICT devices they 
have ever used.  Table 3.30 presents the findings.

Table 3.30 Use of  ICT devices

 iCT Devices Used Percentage of pupils 
reporting (%)

Desktop computer 21.5 
Laptop 42.1 
Tablet 34.6 
Mobile Phone 83.5 
Digital Camera 21.9 
Tv 72.4 
Radio 86.6 
None of the above 3.9 
Play station 24.9 

Table 3.30 shows that significant proportions of 
pupils had not used key ICT devices that would 
enhance their digital literacy. For instance, 78.5%, 
65.4% and 57.9% of the pupils indicated that they 
had not used desktop computer, tablets and laptop 
respectively. 

3.4.2 Use of iCT Devices 

Pupils were also asked to indicate what they used 
ICT devices for.  Table 3.31 presents the findings.

Table 3.31   Use ICT Devices 

Use of iCT devices Percentage of pupils 
reporting

Listening to music 82.3
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Use of iCT devices Percentage of pupils 
reporting

Watching movies 69.9
Social networking 28.1
Playing games 74.7
Working on documents 14.5
Researching 34.5
Sending/ receiving 
emails/ test messages 44.4

Making or receiving 
calls 58.6

Table 3.31 reveals that majority of the pupils largely did not use ICT devices to enhance learning. Only 
a third (34.5%) used ICT devices for research. This is in line with the National ICT Policy (2006) where the 
government commits to encourage use of IT in schools, colleges, universities and other educational institutions 
in the country so as to improve the quality of teaching and learning. Further, it is notable that majority of the 
pupils used ICT devices for entertainment. For instance, 82.3% and 74.7% of them indicated that they used 
these devices for listening to music and playing games. 

3.4.3 Teachers’ use of iCT devices to teach 

Pupils were asked to indicate whether teachers used 
the ICT devices specified in table 3.32 to teach.

Table 3.32 Teachers’ use of  ICT devices to teach 

 Subject Yes (%) No (%)
Mathematics 18.3 81.7
English 20.6 79.4

 Subject Yes (%) No (%)
Kiswahili 16.2 83.7
Science 27.1 72.9
Life Skills Education 9.0 91.0

Table 3.32 shows that majority of the teachers are not integrating ICT in teaching. For instance, 83.7%, 
81.7%, 79.4% and 72.9% of the pupils indicated that teachers did not use ICT devices to teach Kiswahili, 
Mathematics, English and Science respectively. The low integration of ICT in teaching and learning is despite 
the provision of the National ICT policy, 2016 that the government will establish educational networks for 
sharing educational resources and promoting e-learning at all levels. 

3.5 Pupils’ Levels of Acquisition of Life Skills

Life skills are psycho-social skills manifested through problem-solving and critical thinking skills, personal skills 
such as self-awareness, and interpersonal skills. Possessing life skills means having qualities such as high self-

esteem, sociability, tolerance, action competencies 
to generate change, and capabilities to have the 
freedom to decide what to do and who to be 
(UNICEF, 1999).  According to UNICEF (2002), life 
skills include cognitive skills, practical skills, and 
person’s positive behaviour that enable them to 
deal effectively with the demands and challenges 

of everyday life. Education for All (EFA) Goal three 
(3) stresses the need to ensure that the learning 
needs of all young people and adults are met 
through equitable access to appropriate learning 
and life skills (Republic of Kenya, 2012).

Premised on this commonly accepted significance 
of life skills, this section discusses pupils’ levels 
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of acquisition of life skills such as self-awareness, self-esteem, coping with emotions, and interpersonal 
relationships. The section also presents pupils’ levels of awareness of Special Needs Education, Information 
Communication Technology, HIV and AIDS, and Health and Hygiene.

3.5.1 Self Awareness

The study sought to find out how knowledgeable pupils were about themselves and their surroundings as 
presented in Figure 3.34a and 3.34b.

  

  Figure 3.34a: Self  Awareness

Figure 3.34a shows that majority of the pupils 
are aware of self and their family. For instance, 
94.0% 91.5% and 89.8% of the pupils indicated 
that they knew members of their extended family, 
they learnt many things from their family, and they 

knew what they would like to be when they grow 
up respectively. However, a significant percentage 
of the pupils were not aware of gender roles as 
evidenced by the 53.6% of them indicating that 
some work is for boys and some for girls.  
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  Figure 3.34b: Self  Awareness

Figure 3.34b shows that majority of the pupils would 
display appropriate behavior in specific situations. 
For instance, 95.1%, 93.6%, 92.4% and 90.5% of 
the pupils indicated that if a friend went into their 
house with a gift for them, they would thank him/
her, they would greet and welcome him/her, they 
would wait to be given the gift, and they would not 
grab the gift and run away respectively. Significant 
to note, however, is the substantial percentage 
(32.3%) of the pupils reporting that they would 
ask for the gift from the friend. This is an indication 
that virtues such as courtesy and respect still need 
reinforcing among pupils at this level.

3.5.2 Self Esteem

Pupils were given statements to assess their level of 
self-esteem. The findings are presented in Figure 
3.35.

  

  Figure 3.35: Self  Esteem

Figure 3.35 shows that substantial percentages of 
the pupils have low self-esteem. This is evidenced by 

the three quarters (75.6%) of the pupils who would 
not accept themselves the way they are, as they 
believe there are many things they wish they could 
change about themselves. Significant to note is the 



Early gradE mathEmatics assEssmEnt (Egma) EndlinE study

626262

more than half (55.7%) of the pupils indicating that 
they do not consider themselves unique. In addition, 
47.4% of the pupils would view themselves as not 
important if their achievement levels were low. It 
is also notable that 45.2% of the pupils would not 
accept defeat from others. 

3.5.3 Coping with Emotions

Pupils were asked questions to find out whether they 
would display the appropriate emotion when faced 
with the life situations indicated in Figure 3.36a. 

  

  Figure 3.36a: Coping with Emotions

Figure 3.36a shows that substantial percentages 
of pupils are not able to cope with emotions, with 
57.2%, 41.5% and 27.7% of the pupils indicating 
to display inappropriate emotions when classmates 
accuse them falsely, when their lives are threatened 
and when their friends are sick.

Figure 3.36b shows the mechanisms that pupils 
would adopt to cope with poor performance.

 

 

 Figure 3.36b: Coping with Emotions

Figure 3.36b shows that majority of the pupils would adopt the appropriate mechanisms to cope with a 
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drop in performance. For instance, 96.8% of the 
pupils would encourage themselves that they would 
perform better next time, while 90.6% would discuss 
the performance with their parent/ guardian. 
Significant to note, however, are the considerable 
percentages of pupils indicating that they would 
not share their feelings with a friend (40.5%), that 
they would keep to themselves (31.1%) and that 
they would abuse drugs (25.5%) if they dropped 

in performance. This shows that the pupils have 
not acquired the requisite life skills to cope with 
emotions

3.5.4 Coping with Stress

Pupils were given a narrative about a girl who had 
been faced with a stressful situation. The narrative 

also showed how inappropriately the girl reacted to the stressful situation when she came to school. For 
instance, the girl did not talk to anyone and she pushed away anyone who got close to her. Pupils were then 
asked to identify what they would do to help her cope as well as what the girl would do to cope with the 
situation. Figure 3.37 presents the findings.
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  Figure 3.37: Coping with Stress

Figure 3.37 shows that majority of the pupils would 
appropriately cope with a stressful situation, with 
88.0% noting that they would offer the girl uniform, 
85.6% indicating that the girl should not be left 
alone, and 85.1% reporting that they would not 
report to the class teacher to be punished. However, 
there are still sizable percentages of the pupils 
indicating that they would not encourage the girl to 

play a game she likes (23.0%), the girl should not 
talk to somebody about the situation (17.3%), and 
that they would report her to the class teacher to be 
punished (14.9%). This would indicate that some of 
the Class 7 pupils have not acquired the requisite 
life skills such as empathy and problem solving. 

3.5.5 interpersonal Relationships

Pupils were given statements to assess their ability to communicate and relate well with others. The findings 
are summarised in Figure 3.38. 

  

  Figure 3.38: Interpersonal relationships

From Figure 3.38, it is observable that majority of 
the pupils have requisite interpersonal skills. For 
instance, 96.4%, 93.6%, 87.2% and 87.2% of 
pupils indicated that they listened to their elders 
when they talked to them, they would help a 
pupil if he/she fainted during sports day, that if 

they picked lost money they would take it to the 
teacher, and that they liked sharing their pens with 
others respectively. However, there is still notable 
percentage (31.1%) of the pupils who would boast 
when they performed well in class. This reveals that 
interpersonal skills are not fully cultivated among 
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Class 7 pupils.

3.5.6 Empathy

Pupils were also given statements to determine their 
levels of empathy. Figure 3.39 presents the findings.

  

  Figure 3.39: Empathy

Figure 3.39 shows that majority of the pupils have 
requisite levels of empathy. For instance, 95.8% of 
them indicated that they would help a needy child 
in their class, while 94.1% and 89.5% of them 
indicated that they would help a blind person to 
cross the road and that when their friend fell down 
they would not laugh at them. However, 34.2% of 
the pupils would stigmatize their new classmate 
with disability by avoiding contact with them, while 

32.9% of them would not tell the teacher if their 
friend was mistreated at home. 

3.5.7 Effective Communication

Pupils were given statements to assess their ability 
to communicate effectively.  The findings are 
presented in Figure 3.40.

 
 Figure 3.40: Effective Communication Figure 3.40 reveals that a majority of pupils have 

acquired requisite communication skills, with, for 
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instance, 92.2% of them indicating that they would 
not look away while their mother was talking. In 
addition, 83.4% and 77.3% of the pupils indicated 
that they would not talk at the same time during 
a class debate and that they would maintain eye 
contact with the speaker during group discussion 

respectively. However, considerable percentages 
of pupils would still display inappropriate 
conversational strategies. For instance, 30.1% of 
them would not request the teacher to give them 
more time to complete their homework, and 22.7% 
of them would not maintain eye contact with a 
speaker during a group discussion.  

3.5.8 Assertiveness

Pupils were given statements to assess their assertiveness when faced with different situations. Figure 3.41 
presents the findings. 
 

  

  Figure 3.41: Assertiveness

Figure 3.41 shows that majority of the pupils 
have requisite assertive skills, as evidenced by, 
for instance, the 91.5% and 86.0% of the pupils 
indicating that they would stand for what they 
believed in, and that they would always tell the 

truth even if they were punished respectively. On 
the contrary, a significant percentage (43.1%) of 
the pupils indicated that they would fear to return 
a wrong item they had bought in the shop. Similarly, 
37.4% and 36.4% of the pupils indicated that they 
would not speak out when adults made decisions 
that were not good for them, and that they were 
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ashamed of the problems at home. 

3.5.9 Peer Pressure Resistance

Pupils were given statements to assess their ability to withstand peer pressure. Figure 3.42 presents the 
findings.
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CHAPTER fOUR
TEACHER CHARACTERiSTiCS AND 
CLASSROOM PRACTiCE

4.0  introduction

In this chapter, findings on teacher 
characteristics and classroom practice are 
presented. The characteristics discussed are: 
gender, age, academic and professional 
qualifications, teaching experience, career 
progression and development. In addition, 
findings on classroom practice, school discipline 
and management, and the level of teacher 
preparedness to teach learners with special 
needs and disabilities are presented. Further, 
teacher support by the Quality Assurance and 
Standards Officers (QASOs) and Curriculum 
Support Officers (CSOs) is discussed. 
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4.1 Gender

Teachers were required to indicate their gender. 
The findings are presented in Figure 4.1.

Figure 4.1: Teachers’ Gender

From Figure 4.1, it is observable that there were 
more male teachers (67.1%) compared to female 
teachers (32.9%) teaching the assessed subjects at 
Class 7.

4.2 Age

Teachers were asked to indicate their age. Figure 
4.2 presents the findings.

  

  Figure 4.2: Teachers’ Age

Figure 4.2 reveals that majority (65.4%) of the 
teachers teaching the assessed subjects were aged 
31 to 50 years, with those aged 31 to 40 years 
constituting 37.9% and those aged 41 to 50 years 
constituting 27.5%. 

4.3 Academic Qualifications

Teachers were asked to indicate their highest 
academic qualification.  Figure 4.3 presents the 
findings.

 

 Figure 4.3: Academic Qualifications
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From Figure 4.3, it is observable that the highest 
percentage (39.0%), of teachers teaching the 
assessed subjects at Class 7 had KCE/KCSE as the 
highest qualification, followed by those with Diploma 
and degree at 30.2% and 18.6% respectively. It is 
worth noting that there were teachers whose highest 
academic qualification KAPE/CPE/KCPE (0.5%), 
and KJSE (0.1%), teaching Class 7. These teachers 
do not have the minimum qualifications to teach in 
primary schools and at this level. The Ministry of 
Education (MoE) policy on minimum qualification 
of teachers requires that a primary school teacher 
should have at least KCE/ KCSE as the minimum 
academic qualification.

4.4 Professional Qualifications

Teachers were asked to indicate their highest 
professional qualifications. The findings are 
presented in Figure 4.4.

Figure 4.4: Professional Qualifications

Figure 4.4 reveals that majority of the teachers had 
the requisite qualifications to teach at this level with 

more than half (53.6%) having P1 as the highest 
qualification. Those with a Diploma and BEd as the 
highest qualification comprised 21.9% and 17.2% 
respectively. It is, however, significant to note that 
1.6% of the teachers had not been trained. 

4.5 Teacher Experience

Teachers were asked to indicate how long they had 
been in the teaching profession. The findings are 
presented in Figure 4.5.  

Figure 4.5: Teachers’ experience 

Figure 4.5 shows that the highest proportion (26.3%) 
of the teachers had a teaching experience of 1 to 
5 years. Those with a teaching experience of over 
20 years and 6 to 10 years comprised 25.4% and 
22.3% respectively. 

Teachers were further asked to indicate the 
cumulative number of years they had taught in Class 
7. Figure 4.6 presents the findings.  
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 Figure 4.6: Teachers’ years of  experience 

From Figure 4.6, it is evident that majority (46.3%) 
of the teachers had cumulatively taught at Class 
7 for 1 to 5 years, while 22.1% and 10.7% had 
taught at this level for 6 to 10 years and 11to 15 
years respectively.

On teachers’ experience in the current station, 
Figure 4.6 reveals that majority (54.8%) of the 
teachers had taught in their current schools for 1 to 
5 years, followed by those who had taught for 5 to 
10 years and less than 1 year at 23.1% and 10.2% 
respectively. From the foregoing, it is observable 
that majority (77.9%) of the teachers have been in 
their current schools for 1 to 10 years. 

4.6 Teachers with Disabilities

Teachers were asked to indicate whether they had 
any form of disability. The findings are presented 
in Figure 4.7.

Figure 4.7: Teachers with disabilities 

From Figure 4.7, it is observable that majority 
(94.5%) of the teachers did not have any form 
of disability compared to 5.5% of the teachers 
reporting to have some form of disability. 

Teachers who indicated that they had a disability 
were further asked to specify their form of disability. 
The findings are presented in Figure 4.8. 

Figure 4.8: Forms of  disability

From Figure 4.8, it is observable that the most 
prevalent form of disability among teachers was 
Physical Handicap as reported by 43.6 % of the 
teachers. Those with Visual Impairment comprised 
41.7% while those with Hearing Impairment 
comprised 7.4%. The high percentage of teachers 
with physical disability is a pointer to the need for 
primary schools to have appropriate supportive 
infrastructure for this category of teachers.
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Teachers with disability were further asked to 
indicate whether they got any form of support. 
Figure 4.9 presents the findings. 

figure 4.9: Support for teachers with disability

Figure 4.9 points to low level of support for teachers 
with disability, with more than three quarters 
(86.7%) of the teachers reporting that they did not 
get support. 

4.7  Distance from Home to School and mode 
of Transport

Teachers were asked to indicate how far they lived 
from the school. The findings are presented in Figure 
4.10.

Figure 4.10: Distance from home to school

Figure 4.10 shows that more than half (52.8%) lived 
1 to 5 km away from school. Those who lived 5 to 
10 and less than 1km comprised 18.1% and 14.5% 
respectively. There is a proportion (8.1%) of the 
teachers who lived over 10km away from school. 
This is likely to affect the attendance to school.   

Further, teachers were asked to indicate the mode 
of transport they used to get to school. The findings 
are presented in Figure 4.11.

Figure 4.11: Mode of  transport to school

From Figure 4.11, close to half (48.9%) of the 
teachers walked to school, while 30.6% and 13.5% 
used motorcycles and  public transport respectively. 

4.8 Enrollment by County

Teachers were asked to indicate the number of 
pupils they taught in Class 7. The findings are 
presented in Table 4.1.

Table 4.1: Enrollment by Gender and County

County 
Boys Girls Total

Mean SE Mean SE Mean SE
Taita Taveta 24.1 1.5 19.8 1.3 44.0 2.8
Kwale 24.3 1.3 28.6 2.2 53.0 3.4
Mombasa 27.2 1.9 27.2 1.2 54.4 3.1
Kilifi 31.0 1.3 42.7 1.6 73.7 2.7
Tana River 16.2 0.4 8.2 0.7 24.3 0.9
Lamu 14.2 0.9 96.4 48.1 22.5 1.5
Nyandarua 11.0 0.5 18.2 0.7 29.2 1.1
Nyeri 21.7 1.4 18.7 1.5 38.9 1.9
Kirinyaga 22.2 0.4 16.1 0.5 38.4 0.5
Murang’a 21.4 0.4 19.0 0.7 40.3 1.1
Kiambu 26.3 1.1 23.3 0.9 49.6 2.0
Machakos 23.7 1.1 22.4 0.8 46.1 1.8
Kitui 14.0 0.5 18.8 0.6 32.8 0.9
Embu 15.8 1.1 17.7 1.1 33.5 2.2
Meru 23.8 0.6 31.1 0.7 54.8 1.0
Marsabit 16.8 0.7 16.3 0.7 33.1 0.6
isiolo 19.1 0.6 19.2 0.4 38.3 0.3
Makueni 18.0 0.5 19.3 0.4 37.3 0.9
Tharaka 
Nithi

14.3 0.3 16.3 0.9 30.5 1.2

Nairobi 16.7 0.9 17.7 0.7 34.5 1.6
Turkana 56.4 4.7 33.7 1.9 90.0 6.5
Samburu 25.7 1.1 13.0 0.6 40.7 1.8
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County 
Boys Girls Total

Mean SE Mean SE Mean SE
Trans Nzoia 27.3 0.9 25.8 0.8 53.1 1.4
West Pokot 34.7 2.5 30.4 2.4 65.1 4.9
Bomet 21.3 0.9 22.6 0.9 43.9 1.7
Uasin Gishu 27.1 1.2 22.2 1.1 49.3 2.3
Nakuru 26.1 0.8 24.0 0.7 50.1 1.5
Kericho 25.6 0.9 23.9 0.8 49.5 1.7
Nandi 17.3 0.7 21.8 1.1 39.0 1.7
Laikipia 20.0 1.0 21.0 1.0 41.0 2.0
Kajiado 14.9 1.3 20.8 1.3 35.7 2.5
Narok 27.9 1.7 21.9 1.8 49.8 3.5
Baringo 16.4 1.3 17.5 1.0 34.0 2.3
Elgeyo 
Marakwet

10.2 0.6 14.3 0.7 24.0 1.0

Busia 20.0 0.6 26.6 0.6 46.7 1.1
Bungoma 43.0 0.9 44.1 1.0 87.1 1.9
Kakamega 27.6 0.9 30.4 0.9 58.0 1.8
vihiga 21.4 0.6 18.3 0.5 39.7 1.2
Kisumu 26.0 0.8 29.8 0.6 55.8 1.4
Kisii 31.3 1.4 35.5 1.5 66.8 2.9
Homa Bay 12.0 0.3 10.6 0.3 22.7 0.4
Siaya 20.2 0.7 25.0 0.8 45.2 1.3
Nyamira 18.8 0.2 17.9 0.3 36.7 0.5
Migori 18.8 0.5 17.4 0.6 36.2 1.0
Garissa 37.2 2.1 18.8 0.9 56.1 2.8
Wajir 23.2 0.8 6.3 0.4 29.5 1.3
Mandera 15.3 1.1 10.6 0.1 25.9 1.2
National 23.2 0.2 23.7 0.2 46.7 04

Table 4.1 shows that, on average, Class 7 teachers 
had class sizes of 46 pupils, with, on average, 
23 boys and 23 girls. This is slightly above the 
recommended enrolment of 45 pupils per class/
stream. Counties with the highest class sizes were 
Turkana, Bungoma and Kilifi with mean enrollments 
of 90, 87 and 73 pupils respectively.

4.9 frequency of Pupil Absenteeism

Teachers were required to indicate the frequency of 
absenteeism of the Class 7 pupils in a term. Figure 
4.12 presents the findings.
 

Figure 4.12: Pupil absenteeism per term 

From Figure 4.12, It is evident that pupil absenteeism 
is prevalent in schools with almost all (98.4%) of 
the teachers indicating that their pupils were absent 
from school for at least one day or more. Of these, 
more than half (52.4%) of teachers reported that 
their Class 7 pupils were absent for more than a 
day but less than a week per term. Those reporting 
that their pupils were absent for more than a week 
but less than a month comprised 28.7% while those 
reporting that their pupils were absent or one day 
in a term constituted 12.0%. Of concern is the 5.2% 
of the teachers indicating that some of their Class 7 
pupils were absent for a whole term. This prevalence 
of absenteeism is likely to affect curriculum delivery 
and learning outcomes.

4.10 Reasons for Pupil Absenteeism

Teachers were further asked to indicate the main 
reasons for absenteeism among Class 7 pupils. The 
findings are presented in Table 4.2.
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     Table 4.2: Reasons for pupil absenteeism

Reasons for absenteeism Percentages of teachers reporting
Sickness 75.1 
Lack of uniform 3.4 
Lack of fees 6.8 
Lack of personal effects 18.8 
Work at home 22.1 
Truancy 30.2 
fear of punishment 2.1 
family issues 50.0 
Social events 15.0 
Levies 5.5 
Natural calamities 8.1 
insecurity 4.2 
Lack of books 3.3 

Table 4.2 shows that three quarters (75.1%) of 
the teachers cited sickness as reason for pupil 
absenteeism. Those that cited Family issues and 
truancy as reasons for pupil absenteeism constituted 
50.0% and 30.2% respectively. It is also notable 
that work at home was cited by a sizeable 
percentage (22.1%) as a reason for absenteeism. 
Pupils elsewhere in this report also reported this 
reason. It is also notable that, some proportion of 
teachers reported that pupils were absent from 
school due to lack of fees (6.8%) levies (5.5%), lack 
of books (3.3%) and fear of punishment (2.1%). 
Notably, section 18 (l) of the Basic Education Act, 
2013 commits the County Education Board to ensure 
that all barriers to the right to quality education are 
removed.

4.11 Teacher Workload 

Teachers were asked to indicate the number of 
lessons they taught in a week. The findings are 
presented in Figure 4.13.

Figure 4.13: Lessons taught per week

Figure 4.13 shows that majority of the teachers 

(40.7%) had  the recommended workloads (31 
to 40 lessons per week) Those indicating that they 
had a workload of 21 to 30 lessons per week 
and 10 lessons and below constituted 37.2% and 
17.1% respectively. It is worth noting that 2.1% 
of teachers indicated to have a workload of more 
than 40 lessons per week, a scenario that is likely 
to compromise teacher’s efficiency and eventually 
adversely affect learner achievement. 

4.12 Completion of Syllabus

Teachers were further asked to indicate whether 
they were able to complete the syllabus. Figure 
4.14 presents the findings. 

Figure 4.14: Completion of  syllabus 

Figure 4.14 shows that majority (90.0%) were able 
to complete the syllabus. However, 10.0% of them 
indicated that they were not able.

In addition, teachers were required to indicated the 
extent to which the factors presented in Table 4.3 
affected syllabus coverage.   
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Table 4.3: factors affecting Syllabus Coverage in Class 7

factor 
Large extent 

(%)
Some extent 

(%)
Not at all 

(%)
failure to prepare professional 
documents

17.9 31.2 50.9

Excess work load 34.7 44.6 20.7
Weak syllabus interpretation 12.9 27.8 59.2
Time wastage 9.9 52.6 37.5
Attending to learners with special 
needs and disabilities

28.8 38.1 33.2

Size of class (over enrolment) 9.7 68.7 21.6
Attending indiscipline cases 23.1 61.5 15.4
frequent teacher absenteeism 14.3 25.3 60.4
Low teacher morale 18.4 40.8 40.8
inadequate number of teachers 40.0 40.3 19.7
Lack of syllabus 15.3 16.9 67.9
Poor mastery of content 12.7 20.9 66.4
failure to use the syllabus while 
teaching

13.9 23.8 62.3

Over emphasis on co-curricular 
activities

8.7 47.6 43.7

Weak School Administration 12.0 24.5 63.5
Religious Engagements 3.3 28.1 68.6
Health challenges 10.3 57.1 32.6
family issues 10.7 50.1 39.3
insecurity 14.8 22.0 63.3
inadequate resources 27.7 55.9 16.4

Table 4.3 shows that inadequate number of 
teachers affected syllabus coverage to a large 
extent as reported by a substantial percentage 
(40.0%) of teachers. It is also notable that 34.7%, 
28.8% and 27.7% of the teachers cited excess 
workload, attending to learners with special needs 
and disability and inadequate resources affected 
syllabus coverage to a large extent. Equally 
significant to note is the 68.7% and 61.5% reporting 
that class size of class and attending to indiscipline 
cases affect syllabus coverage to some extent.   

4.13 Teaching Methods

The study sought to find out which teaching methods 
were used by Class 7 teachers. The findings are 
presented in Figure 4.15. 
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    Figure 4.15: Teaching methods used by teachers

Figure 4.15 shows that the most preferred teaching 
methods at Class 7 were Question & Answer (Q&A), 
discussion and demonstration/ illustration. This is 
evidenced by the 76.3%, 69.0% and 67.4% of the 
teachers reporting to use these methods to a large 
extent respectively. However, there is a sizeable 
percentage of teachers reporting not to use field 
work (26.2%) and experiments (11.2%), is yet 
these methods enhance enquiry based learning. 
Significant to note is the substantial percentage 
(44.5%) of teachers indicating to use lecture 
method to some extent. This is a highly teacher 
centred approach. It is also important to note that 
the choice of the method to be used in teaching 
is determined by the subject and the content. For 
instance, story telling may be more appropriate in 
the teaching of languages, while experimentation is 
more applicable in the teaching of Science.

4.14 Teachers lesson Attendance

Teachers were asked to indicate whether they 
missed lessons and how they recovered them. Figure 
4.16 presents the findings.

Figure 4.16: Missing lessons and mechanisms for lesson 

recovery

From Figure 4.16, it is observable that although 
majority (93.2%) of the teachers missed lessons, 
almost all (98.8%) had mechanisms of recovering 
the missed lessons. 

4.15  Teachers’ Rating of Class 7 Pupils’ 
Performance

Teachers were asked how they would rate the 
performance of their Class 7 pupils in the five 
subjects. Figure 4.17 presents the findings. 
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  Figure 4.17: Teachers’ rating of  Class 7 pupils’ performance

Figure 4.17 shows that majority of the teachers 
rated the performance of Class 7 pupils in all the 
assessed subjects as average, with for instance, those 
rating performance in English as average leading 
at 79.9% followed by Mathematics, Kiswahili and 
Science at  79.6%, 78.6% and 72.6% respectively. 
It is significant to note that a sizeable percentage 
(13.0%) of teachers rated pupils’ performance in 
Mathematics as below average. 

4.16 Remedial Lessons

Teachers were asked to indicate whether they carry 
out remedial lessons in Class 7. The results are 
presented in Figure 4.18.

Figure 4.18: Percentage of  teachers who carried out 

Remedial teaching

Figure 4.18 points to regular tracking of pupils’ 
progress as evidenced by the 95.5% of the teachers 
indicating to carry out remedial lessons.

Teachers who indicated that they carried out 
remedial lessons were asked the extent to which 

they carried out those lessons. The findings are 
presented in Figure 4.19.

Figure 4.19: Extent to which remedial teaching was 

carried out

Figures 4.19 shows that close to a third (30.5%) 
of the teachers carried out remedial classes to a 
large extent pointing to consistent efforts towards 
improvement of learning outcomes.

4.17 Assignment/Homework Policy in Schools

Teachers were asked to indicate whether their 
schools had an assignment/homework policy. Figure 
4.20 presents the findings.
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Figure 4.20: Existence of  assignment/homework 

policy in schools

Figure 4.20 shows that majority of the schools had an 
assignment/homework policy as reported by 87.3% 
of the teachers. However, 12.7% of the teachers 
indicated absence of such a policy, a scenario that 
can affect tracking of learner progress.

The teachers were further asked to indicate the 
number of assignments/homework they gave Class 
7 pupils per week in the assessed subjects. The 
findings are presented in Figure 4.21.

 
Figure 4.21: Number of  assignments/homework given to Class 7 pupils per week by subject

Figure 4.21 shows that majority of the teachers 
reported to give assignments/homework five times 
per week. For example, 39.3%, 36.1%, 31.6% and 
29.5% of the teachers reported to give Kiswahili, 
Mathematics, Science and English assignments five 
times per week respectively. 

In addition, the teachers were asked to indicate 
whether parents/guardians of Class 7 pupils were 
involved in checking the assignments/homework. 
Figure 4.22 presents the findings.

Figure 4.22: Parents’ involvement in checking 

Assignments/Homework 

Figure 4.22 points to low parental involvement in 
their children’s school work, with more than half 
(51.9%) of the teachers reporting that parents were 
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not involved in checking Class 7 pupils’ homework.

Teachers who indicated that parents/guardians 
were not involved in checking assignments/

homework were further asked to state the reasons 
for this. The findings are presented in Figure 4.23.

  

  Figure 4.23: Reasons for parents not checking assignments/homework

From Figure 4.23, it is notable that the most 
prevalent reason for not checking homework was 
negligence as reported by close to two thirds 
(64.2%) of the teachers. Those reporting illiterate 
parents and absentee parent as reasons for not 
checking homework comprised 57.4 and 13.7% 
respectively. The implications are that a good 
number of pupils may be lacking parental support in 

doing assignments/homework at home, a trend that 
could negatively impact on their learning outcomes.

4.18 Administration of Tests

Teachers were asked to indicate the number of tests 
they gave to Class 7 pupils by subject per term. 
Figure 4.24 presents the findings.

 

 Figure 4.24: Frequency of  tests by subject per term
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From Figure 4.24, it is observable that most of the 
teachers gave 3 tests in a term in the core subjects 
assessed, with Mathematics leading at 50.8%, 
followed by Kiswahili, English and Science at 47.3%, 
44.6% and 44.2% respectively.

 

 Figure 4.25: Frequency and use of  different types of  tests

Figure 4.25 reveals that majority (97.6%) of the 
teachers frequently used class exercises to determine 
learning achievement, followed by those who used 
own tests at 81.1%. It is notable that close to three 
quarters (74.4%) of the teachers used past papers. 
This is likely to encourage teaching to the test, a 
practice that can compromise acquisition of subject 
specific skills. Further, a significant percentage 
(39.1%) of teachers indicated to frequently use 
commercially sourced tests which may undermine the 

Teachers were further asked to indicate how often 
they used the types of tests specified in Figure 4.25 
to determine learning outcomes of their Class 7 
pupils.

validity of assessment. Use of commercially sourced 
tests could point to lack of test development skills 
among the teachers. 

4.19 Teaching and Learning Resources

Teachers were asked to indicate the extent to which 
they utilized the teaching and learning resources 
specified in Table 4.4.

Table 4.4: Extent and use of  teaching and learning resources

Teaching Resources 
Large extent 

(%)
Some extent

(%)
Not at all 

(%)
Classroom Library/Class readers 22.4 54.5 23.1 
Classroom clock 26.1 39.7 34.1 
Teachers guide book 90.7 8.8 0.5 
Syllabus 94.3 4.8 0.9 
Counters 23.8 43.5 32.7 
flash cards 24.8 51.3 24.0 
Pocket Boards 9.0 39.3 51.7 
Pupils’ Display Corner 17.0 54.2 28.9 
Curiosity Corner 14.8 50.7 34.5 
Plasticine/Clay 10.4 40.4 49.2 
Chalk 92.1 6.7 1.2 
Posters 36.4 51.6 12.0 
Crayons 11.8 43.5 44.7 
Water Paints 8.8 32.7 58.5 
Wall Charts 56.9 38.4 4.8 
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Teaching Resources 
Large extent 

(%)
Some extent

(%)
Not at all 

(%)
Maps/Globe 34.0 38.7 27.3 
Real Objects/Realia 62.9 33.0 4.1 
Writing Board Geometrical instruments 44.3 30.8 24.9 
Writing board Grid 12.8 29.3 57.9 
Science Apparatus 23.3 39.2 37.5 
Adapted Resources 21.9 56.8 21.3 
Reference and supplementary books 69.1 27.9 3.0 
Models 23.1 57.5 19.4 
Resource Persons 9.5 69.2 21.4 

Table 4.4 points to low utilization of key teaching 
and learning resources. For instance, more than half 
(51.7%) of the teachers reported that they did not 
use pocket boards. Further, 37.5%, 34.5% and 
27.3% of the teachers reported that they did not 
use science apparatus, curiosity corner and maps/
globe respectively. These resources are significant 
in reinforcing the knowledge gained by creating 
mental perception, clarification of concepts and 
practice of what has been learnt theoretically. 
Equally significant to note is the sizable percentage 
(23.1%) of the teachers indicating that they did 
not use library/class readers at all. This hampers 
acquisition of extensive reading skills and inquiry 
based learning.

4.20 integration of iCT in Teaching

Teachers were asked to indicate whether they had 
adopted the use of ICT in the teaching of their 
subjects. The findings are presented in Figure 4.26.

Figure 4.26: Integration of  ICT in Teaching

Figure 4.26 reveals that a significant percentage 
(44.3%) of teachers had not adopted the use of 
ICT in teaching their subjects. This has a bearing on 
acquisition of digital literacy skills among pupils. 

Teachers were also asked to indicate whether they 
experienced the challenges specified in Figure 4.27 
while utilizing ICT devices in teaching and learning. 

Figure 4.27: Challenges experienced by the teachers while utilizing ICT resources 



Early gradE mathEmatics assEssmEnt (Egma) EndlinE study

83838383

From Figure 4.27, it is observable that the greatest 
challenges faced by teachers in utilizing ICT during 
lesson preparation and teaching were inadequate 
resources, lack of data bundles, and inadequate 
training as reported by 72.8%, 59.7% and 59.2% of 
them respectively. In addition, more than half of the 
teachers cited internet connectivity, lack of technical 
support, and power challenges as impediments to 
utilization of ICT in lesson preparation and teaching 
at 57.5%, 55.9% and 50.4% respectively. 

4.21 Disposal of Electronic Waste

The teachers were asked to indicate if their schools 
had ways of disposing electronic waste. The findings 
are presented in Figure 4.28.

Figure 4.28 Availability of  electronic waste disposal 

in schools

From Figure 4.28, it is evident that majority of the 
schools did not have ways of disposing electronic 
waste as reported by 86.0% of the teachers. This 
is despite the provisions of the National ICT Policy 
(2006) that requires government to enact laws to 
ensure the design, use and disposal of ICT products 
is sensitive to environmental requirements. The policy 
also stipulates that there should be appropriate 
recycling and/or disposal facilities for waste that 
may contain toxic substances.

4.22  Availability and Adequacy of Teaching 
and Learning Resources and Materials

Teachers were asked to indicate availability and 
adequacy of the teaching and learning resources 
specified in Table 4.5.

Table 4.5: Availability and Adequacy of  Teaching and Learning Resources and Materials

Teaching / Learning Resource
Adequate 

(%)
inadequate 

(%)
Not available 

(%)
Chalk/Markers 90.0 9.2 0.8 
White board/Chalk Board 83.1 9.5 7.4 
Teaching aids 54.3 44.9 0.8 
Pupil Text Books 58.0 41.6 0.4 
Pencils/pens 74.7 24.5 0.8 
Erasers 61.9 35.3 2.8 
Rulers 59.0 38.9 2.1 
Wall Maps 31.2 63.0 5.8 
Exercise books 73.9 25.7 0.4 
Reference and supplementary 
books

46.4 51.7 1.9 

Blackboard dusters 70.9 25.9 3.2 

Teaching / Learning Resource
Adequate 

(%)
inadequate 

(%)
Not available 

(%)
Laptops/Tablets 16.8 49.7 33.5 

Table 4.5 reveals that key teaching and learning 
resources were largely inadequate. For instance, 
51.7%, 44.9% and 41.6% of the teachers indicated 
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that reference and supplementary books, teaching 
aids and textbooks respectively were inadequate. 
It is also notable essential stationery such as rulers, 
exercise books and pencils/pens were inadequate 
as reported by 38.9%, 25.7% and 24.5% of the 
teachers respectively. Significant to note also is 
the one third (33.5%) of the teachers reporting 
that laptops/tablets were not available. This has 

a bearing on the implementation of the Digital 
Literacy Programme (DLP). 

4.23 Pupil:Textbook Ratio

The teachers were asked to indicate the pupil-

textbook ratio in Class 7 in the assessed subjects. Table 4.6 presents the findings.

Table 4.6: Pupil-Textbook Ratio

Pupil: Textbook ratio

Subjects

Mathematics 
(%)

English 
(%)

Kiswahili 
(%)

Science
(%)

Life Skills
Education 

(%)

1 Book: 1 Pupil 63.3 62.5 57.5 57.0 10.1 
 1 Book: 2 Pupils 17.9 19.6 20.8 20.1 8.9 
1 Book: 3 Pupils 11.3 10.5 14.1 11.8 13.5 
1 Book: 4 Pupils 2.9 3.1 3.5 3.7 4.4 
1 Book: 5 Pupils 2.0 0.8 1.1 1.4 6.3 

1 Book: 6 pupils and above 2.6 3.4 2.5 4.9 22.4 
Books not available 0.2 0.2 0.5 1.0 34.4 

From Table 4.6 it is observed that over 50% of the 
teachers reported to have a textbook: pupil ratio of 
1:1 in the assessed subjects, with those reporting this 
ratio in Mathematics leading at 63.3%, followed 
by English and Kiswahili at 62.5% and 57.5% 
respectively. It is, however, observable that some 
proportion of teachers reported that 1 textbook 
was being shared by six pupils and above. For 
instance, 4.9% and 3.4% of the teachers reported 
that 1 textbook was being shared by 6 pupils and 
above in Science and English respectively. 

4.24 Text Book Storage and Policies

Teachers were asked to indicate whether there 
were textbook storage facilities in their schools. The 

findings are presented in Figure 4.29.

Figure 4.29: Existence of  text book storage facilities

Figure 4.29 shows that majority of the schools had 
textbook storage facilities as reported by more 
than three quarters (82.1%) of the teachers.

Further, the teachers were asked to indicate the 
textbook policies in their schools from a list of 
specified policies. The findings are presented in 
Figure 4.30.
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  Figure 4.30: Existence of  school textbook policies

Figure 4.30 shows that majority of schools have put 
mechanisms in place to ensure accountability for, and 
regular replenishment of textbooks. For instance, 
85.6% and 52.8% of the teachers reported to have 
records of textbooks and recovery of lost textbooks 
policies respectively. This is in line with the Textbook 
and Procurement Manual for Schools (MoE, 1998).

4.25 Library 

Teachers were asked to indicate if their schools had 
functional libraries and if pupils were allowed to 
borrow books from them. The results are presented 
in Figure 4.31.

Figure 4.31: Functional library and borrowing of  

books

Figure 4.31 shows that libraries are largely 
unavailable in schools. This is evidenced by the two 
thirds (66.8%) of the teachers reporting to have no 
functional libraries in their schools. The findings show 
that there is a scarcity of library facilities in schools 
yet research reveals that librarians and library 
programs positively influence students’ reading 
skills development and test scores as well as the 

development of students’ reading interests (Small, 
Shanahan & Stasack, 2010). However, of the 
33.2% of teachers who reported to have functional 
libraries, almost all (97.0%) of them reported that 
pupils borrowed books from the libraries. 

4.26 Collaboration in Teaching and Learning

Teachers were asked to indicate whether their 
schools promoted collaboration among teachers/
learners to improve classroom instructional practice. 
The findings are presented in Figure 4.32.

Figure 4.32: Collaboration among teachers/learners 

in school 

Figure 4.32 shows that majority (96.4%) of the 
teachers reported that their schools promoted 
collaboration among teachers/learners to improve 
classroom instructional practice.

Teachers who indicated that their schools promoted 
collaboration among teachers/learners were 
further asked whether the teaching and learning 
approaches listed in Figure 4.33 were used.
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 Figure 4.33: Approaches to improve teaching and learning

From Figure 4.33, it is evident that team teaching was 
the most used collaborative approach as reported 
by 72.3% of the teachers. Those reporting team 
learning, peer teaching and sharing experiences 
comprised 48.8%, 47.9% and 42.3% respectively. 
It is, however, significant to note that learner centred 
approaches are not adequately adopted, with 
more than half of the teachers reporting that peer 
learning, sharing experiences and team learning 
were not used at 59.9%, 57.7% and 51.2% 
respectively. This points to the need to increase 
the use of learner centred approaches. A study 
by Dano-Hinosolngo and Vedua-dinagsao (2014) 
found that there was a highly significant impact 
of learner centred teaching methods on students’ 
learning skills and strategies. The study further found 
that development of learning skills and strategies 
increased with an increase in teachers’ use of learner 
centred approaches. Research-based evidence 
further reveals that learner centred approaches 
enhance academic achievement and promotes the 
development of core competencies such as critical 
thinking, problem solving as well as the ability to 
cooperatively work with others (Weimer, 2017).

4.27 Special Needs and Disabilities

Teachers were asked to indicate if there were 
pupils in Class 7 with the types of special needs and 
disabilities specified in Table 4.7.

Table 4.7: Categories of  learners with special needs 

and disabilities in Class 7

Area of Special Needs and 
Disabilities

Percentage

Speech and Language 
Difficulties

34.3

intellectual and Developmental   
Disabilities

34.9

visual impairment (vi) 12.2
Deaf-Blindness (DB) 0.4
Hearing impairment (Hi) 9.9
Physical impairment (PH) 13.0
Multiple Disabilities 2.0
Specific learning disabilities 
(e.g. Dyslexia)   

18.6

Albinism 1.6
Autism 1.4
Cerebral palsy 2.5
Giftedness and talentedness 18.5
Chronic diseases  and 
conditions e.g. diabetes, 
Cancer, Hiv and AiDS 

25.9

Table 4.7 reveals that the most prevalent type of 
special needs and disabilities were intellectual and 
developmental disabilities, speech and language 
difficulties and chronic diseases and conditions as 
reported by 34.9%, 34.3% and 25.9% of the 
teachers respectively. This would point to the need 
to implement the government policy on inclusivity by 
having all necessary SNE conditions and facilities 
in place so as to accommodate all learners with 
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special needs and disabilities. This is line with 
the Sector Policy for Learners and Trainees with 
Disabilities which recognizes the importance of 
inclusive education by emphasizing on the need 
for all learners to learn together in an inclusive 
environment (MoE, 2018). 

Teachers were further asked to indicate if the 
pupils with special needs and disabilities had been 
assessed for identification and categorization. The 
findings are presented in Figure 4.34. 

Figure 4.34: Assessment of  pupils with special needs 

and disabilities 

Figure 4.34 shows that more than two thirds (68.2%) 
of the teachers reported that leaners with special 
needs and disabilities had not been assessed for 
identification and categorization. The implication 
of this is that many learners with special needs 
and disabilities may have been denied access to 
specialized services related to their needs and 
disabilities. The Sector Policy for Learners and 
Trainees with Disabilities stresses the importance 
of early identification, assessment and placement 
as key component in the provision of quality and 

relevant education and training for this category of 
learners. 

In addition, teachers were asked if they had been 
trained to support learners with special needs and 
disabilities. The findings are presented in Figure 
4.35.

Figure 4.35: Teacher training in special needs education

Figure 4.35 reveals that less than a quarter (23.9%) 
of the teachers reported to have been trained in 
teaching learners with special needs and disabilities. 
The high percentage (76.1%) of teachers reporting 
to have not been trained to teach learners with 
special needs and disabilities is worth noting as this 
limits learners with special needs and disabilities 
from accessing specialized pedagogy, and is likely 
to adversely affect their learning outcomes. 

The teachers who reported to have been trained to 
teach learners with special needs and disabilities 
were further asked to indicate the highest level of 
training received. The findings are presented in 
Figure 4.36.

  

  Figure 4.36: Highest level of  training in SNE
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From Figure 4.36, it is observable that majority 
(35.6%) of the teachers who indicated to have 
been trained to support learners with special needs 
and disability had Diploma. Those with Degree 
and certificate comprised 11.9% and 10.6% 
respectively. It is significant to note that sizable 
percentages of teachers were training through 
induction courses (25.1%) and in service teacher 
trained (14.8%). The implication is that although 
these teachers are trained, many of them are not 

adequately equipped to teach learners with special 
needs and disabilities. 

Teachers were further asked to indicate the extent 
to which the interventions specified in Figure 4.37 
helped them in teaching pupils with special needs 
and disabilities. 

Figure 4.37 shows that in-service training, induction 
courses and seeking help from SNE teachers helped, 
to a large extent, in teaching pupils with special 
needs and disabilities at 43.2%, 37.7% and 31.3% 
respectively. Of concern, however, is the substantial 
percentage (32.0%) of the teachers indicating that 
seeking help from EARC did not help in teaching 
pupils with special needs and disabilities. This could 
indicate that these teachers did not seek help from 
the centres, yet they are pivotal in providing advice 
to parents and teachers regarding appropriate 
methods of education for learners with special 
needs and disabilities.

Further, the teachers were asked to indicate 
whether their schools were disability friendly in 
terms of infrastructure and systems. The findings 
are presented in Figure 4.38.

Figure 4.38: Disability friendly infrastructure and 

systems

Figure 4.38 reveals that close to two thirds (63.7%) 
of the teachers reported that their schools were 
not disability friendly in terms of infrastructure and 
systems. This could impact on the level of access 
to education for learners with special needs and 
disabilities and impede inclusivity.

 

 Figure 4.37: Help teachers got from interventions
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4.28  Educational Assessment and Resource 
Centre (EARC) 

The teachers were asked to indicate if there was an 
EARC near their schools. The findings are presented 
in Figure 4.39. 

Figure 4.39 Existence of  EARC near the school

Figure 4.39 reveals that more than half (61.9%) 
of the teachers indicated that there were no EARCs 
near their schools. This is likely to hamper access to 
services such as early identification and interventions 
for learners with special needs and disabilities.

Teachers who indicated that there were EARCs near 
their schools were asked to state how far these 
centres were from their schools. The findings are 
presented in Figure 4.40.

 

 Figure 4.40 Location of  EARC from school

Figure 4.40 shows that majority of the teachers 
reported that EARCs were located 4 to 10 km from 
their schools. However, sizable percentages of the 
teachers indicated that these facilities were located 
over 20 km, and 11 to 20 km from their schools at 
20.4% and 17.1% respectively. In addition, 2.7% 
of the teachers did not exist near their schools. 
This shows that in some areas, learners with special 
needs and disabilities may not access these centres 
and schools may not benefit from frequent visits by 
EARC officers.

The teachers were also asked to indicate whether 
pupils with special needs and disabilities got 
assistance from the EARC. The findings are presented 
in Figure 4.41.

Figure 4.41: Assistance from EARC for pupils with 

special needs and disabilities
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Figure 4.41 shows that three quarters (75.9%) 
of the teachers reported that pupils with special 
needs and disabilities did not get assistance from 
EARCs despite the fact that 59.7% of the teachers 
reported that their schools are located  within a 
radius of 10 km from the EARCs. This would point to 
the need to sensitize schools and communities on the 
roles of EARCs.

4.29 Knowledge and Attitudes on Hiv and AiDS

Teachers were assessed on their knowledge on, and 
attitude towards HIV and AIDS with specific focus on 
the aspects listed in Figure 4.42. 

 

 Figure 4.42: Awareness, Training and Attitude towards HIV and AIDS

Regarding knowledge on HIV and AIDS, Figure 
4.42 shows that almost all (98.9%) of teachers 
indicated that teachers should be sensitized on HIV 
and AIDS. Further, more than two thirds (69.1%) of 
them reported that they had received training on 
HIV and AIDS in the course of their teaching career. 
However, the 31.0% of the teachers reporting that 
they were not trained on HIV and AIDS is worth 
noting, given that the Education Sector Policy on 
HIV and AIDS (2013) commits MoE to conduct pre-
service and in-service training of educators in order 
to impart appropriate knowledge and skills to 
prevent HIV infection.

Pertaining to attitude towards HIV and AIDS, the 
figure shows that almost all teachers would not 
stigmatize pupils living with HIV and AIDS. This 
is evidenced by the 99.7% and 99.5% of the 
teachers reporting that pupils and teachers living 
with HIV and AIDS should be allowed to continue 
teaching and learning respectively. However, with 
regard to disclosure, It is notable that more than a 
third (38.8%) of the teachers would advocate that 
pupils and teachers living with HIV and AIDS keep 
it a secret. This situation can aggravate the spread 
of the virus and deny the infected the opportunity 
to access the relevant support. 

4.30  Extent Teachers think Hiv and AiDS is a 
Challenge in School

The study sought to find out the extent to which HIV 
and AIDS was a challenge in schools. The findings 
are presented in Figure 4.43.

Figure 4.43: Extent to which HIV and AIDS is a 

challenge in schools

Figure 4.43 shows that HIV and ADIS affects 
schools  as evidenced by the 21.9% and 64.3% 
of the teachers reporting that HIV and AIDS was a 
challenge in schools to a large extent and to a small 
extent respectively.
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4.31  Availability of vCT Centres near Schools 
and Testing for Hiv

Teachers were asked to indicate whether there was 
a VCT near their schools and whether they had 
been tested for HIV. The findings are presented in 
Figure 4.44.

Figure 4.44: Availability of  VCT centres near schools 

and testing for HIV

Figure 4.44 shows that majority of the schools were 
in close proximity to VCT centres, with 64.7% of 
the teachers reporting that there were VCT centres 
near their schools. This would indicate that teachers 
could easily access voluntary counseling and testing 
services. Further, a substantially high percentage 
(92.7%) of the teachers reported that they had 
tested for HIV. This is indicative of high level of 
awareness on HIV and AIDS by teachers.

4.32 Teacher Progression and Development

4.32.1 in-service Training for Professional  
Enhancement

The Teachers Service Commission (TSC) Code of 
Regulations (2015) has provision for in-service 
training of teachers for career progression. Teachers 
were asked to indicate the number of times they 
had attended in-service training since 2016. The 
findings are presented in Figure 4.45.

Figure 4.45: In-service Training

Figure 4.45 points to lack of regular in-service 
training as evidenced by the substantial percentage 
(36.0%) of teachers reporting that they had not 
attended in-service training since 2016, and 21.1% 
of the teachers reporting that they had attended 
in-service training only once since 2016. This is 
worth noting given that teachers are key to the 
achievement of SDG-4 targets. Indeed Target 4.c 
reiterates the need for countries to ensure adequate 
teacher recruitment, training and professional 
development. As Omar (2014) observes, in-service 
training or staff development programme for 
teachers is essential since it helps teachers to meet 
the new challenges of guiding students towards 
higher standards of learning and self development. 
Omar further observes that in-service training 
helps teachers to improve their efficiency, ability, 
knowledge and motivation in their professional 
work, and facilitates acquisition of new and better 
instructional skills.

4.32.2 Usefulness of Training in teaching subjects

Teachers who had indicated to have attended in-
service training were asked to rate the usefulness of 
this training in the teaching of their subjects. Figure 
4.46 presents the findings. 

Figure 4.46: Usefulness of  Training in teaching subjects

Figure 4.46 shows that almost all (98.6%) the 
teachers found in-service training to be useful. 

4.32.3 Self-Sponsored Professional Course

Teachers were further asked whether they had 
undertaken self sponsored professional courses and 
if they had, to what extent the course had improved 
their teaching. The findings are presented in Figure 
4.47.
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From Figure 4.47, it is observable that majority of 
the teacher (65.2%) had undertaken self-sponsored 
professional courses to enhance their capacity. 
Of those who indicated to have attended, 71.1% 
reported that the courses improved their teaching 
to a large extent. This points to the need for regular 
professional development programmes for teachers.

4.32.4 Teacher Performance Appraisal and 
Development (TPAD)

4.32.4.1 Teacher Awareness of TPAD and 
Appraisal using TPAD

The study sought to find out teachers awareness of 
TPAD and whether they had been appraised using 
the system. The findings are presented in Figure 
4.48.

Figure 4.48 Teacher Awareness of  TPAD and Appraisal 

using TPAD

  

  Figure 4.47: Self-Sponsored Professional Courses

Figure 4.48 indicates that although majority of 
the teachers (97.3%) were aware of the TPAD, 
a significant percentage, 11.9% had not been 
appraised. This is worth noting as TPAD is pivotal 
in strengthening supervision and continuously 
monitoring teacher performance in curriculum 
implementation at the school level for enhanced 
learning outcomes. The TPAD system is used to 
provide feedback, improve communication and 
clarify roles and responsibilities (TSC, 2018). It 
allows teachers to participate in evaluating their 
own performance and initiate their own professional 
development.

4.32.4.2 Influence of TPAD System on Teaching 
and Learning

Teachers were further asked to indicate the extent 
to which TPAD influenced the teaching and learning 
processes specified Table 4.8.
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Table 4.8: Influence of  TPAD System on the Teaching and Learning

Areas of teaching and learning
Large extent 

(%)

Some extent 

(%)

Not at a 

all (%)
Teacher lesson preparation 74.3 22.6 3.1
Syllabus coverage 74.8 21.3 3.9
Effective classroom practice 65.0 29.4 5.7
Team work 51.0 42.6 6.4
Peer teaching 32.8 55.8 11.5
Mentoring and induction of new teachers 34.1 54.2 11.7
Preparation and use of teaching and learning materials 64.7 30.7 4.6
Participation in Co-curricular activities 47.7 45.0 7.3
Addressing   emerging  issues 36.1 54.5 9.3
Creating child friendly environment 61.0 32.5 6.5
Supporting learners with Special Needs and Disabilities 27.7 54.6 17.7
Promoting teacher progression and development 45.6 39.2 15.2
Time management 71.3 22.9 5.9
Supervision of curriculum delivery 64.7 31.8 3.5
Enhancing stakeholder engagement 33.7 53.9 12.4

From Table 4.8, it is evident that TPAD influenced 
teaching and learning process to large extent, with 
three quarters (74.8%) of teachers indicating that 
TPAD influenced syllabus coverage to a large extent, 
followed by teacher lesson preparation and time 
management at 74.3% and 71.3% respectively. 
The significant percentage of teachers reporting 
that TPAD did not influence supporting of learners 
with special needs and disabilities (17.7%) and 
promoting teacher progression and development 
(15.2%) is worth noting. 

4.33 Teacher Job Satisfaction

The study also sought to find out whether teachers 
were satisfied with their jobs. Figure 4.49 presents 
the findings.

Figure 4.49: Teacher Job satisfaction

From Figure 4.49, it is evident that teachers were 
largely satisfied with their jobs with more than half 

(56.5%) indicating to be satisfied, and 22.8% 
indicating to be very satisfied. It is worth noting 
that there is a substantial percentage of teachers 
(20.8%) who were not satisfied with their jobs. This 
is likely to affect curriculum implementation. A study 
carried out by Onyambu (2014) revealed that 
teachers’ motivation directly influenced students’ 
performance. The study notes that in schools where 
Head teachers at faculty have little dedication 
to their work, students tend to develop negative 
attitude toward schooling.  

4.34 School Discipline

4.34.1 Cases of indiscipline in Schools

Teachers were asked to indicate whether their 
schools had pupils with indiscipline cases. The 
findings are presented in Figure 4.50.

Figure 4.50: Cases of  Indiscipline in schools
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Figure 4.50 points to the prevalence of indiscipline 
in schools as evidenced by the substantially high 
percentage of teachers (93.3%) reporting to have 
indiscipline cases in their schools. 

4.34.2 Common forms of indiscipline

Teachers who reported to have pupils with 
indiscipline cases were further asked to indicate the 
common forms of indiscipline in schools. Table 4.9 
presents the findings. 

Table 4.9: Common Forms of  Indiscipline

forms of indiscipline very Common (%) Common (%) Not Common  (%)
Truancy 24.0 42.7 33.4 
Bullying 3.4 26.8 69.8 
Rudeness 12.7 46.7 40.6 
Drug and substance abuse 1.8 10.5 87.7 
Noise making 33.5 53.5 13.1 
fighting 7.1 43.2 49.7 
Use of abusive /offensive language 7.8 41.0 51.2 
Lateness 19.1 57.3 23.6 
Theft 4.0 34.7 61.3 
vandalism 2.9 20.4 76.7 
inappropriate use of mobile phones 0.6 6.1 93.2 
Examination irregularities/malpractices 0.7 8.6 90.7 
failure to do assignments 12.5 57.0 30.6 
Radicalization and extremism 0.2 7.7 92.1 
Cultural high handedness 6.0 18.3 75.6 
Sexual harassment of pupils by teachers 0.2 0.7 99.2 
Sexual harassment among pupils 0.7 14.8 84.4 
Sexual harassment of teachers by pupils  0.3 99.7 
illicit relationship among teachers  1.0 99.0 
illicit relationship among pupils 1.1 15.0 83.9 
incitement 0.9 11.1 88.0 

Table 4.9 shows that the very common forms of 
indiscipline were noise making, truancy and lateness 
as reported by 33.5%, 24.0% and 19.1% of the 
teachers respectively. The considerable percentage 
(24.0%) of teachers reporting truancy as a very 
common form of indiscipline is worth noting as 
truancy is likely to lead to chronic absenteeism and 
eventual drop out from school. Significant to note 
also is the percentage of teachers citing failure to 
do assignments (12.5%) as a very common form of 
indiscipline. This has a bearing on learning outcomes.

4.34.3 Effect of indiscipline on Performance 

Teachers were asked to indicate the extent to which 
indiscipline affected performance in their schools. 
The findings are presented in Figure 4.51.

Figure 4.51: Effect of  Indiscipline on Performance

From Figure 4.51, it is notable that indiscipline 
largely affected performance, with 20.2% and 
73.4% of the teachers reporting that indiscipline 
affected performance to a large extent and to 
some extent respectively. This finding is similar to 
that of a study conducted by Simba, Agak, and 
Kabuka (2016) which revealed that discipline had a 
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moderate positive relationship with, and accounted 
for variance in academic performance in Class 8 
pupils in Muhoroni Sub-County, Kenya.

Table 4.10: Factors contributing to indiscipline in schools

 factors 
Large Extent 

(%)
Some Extent 

(%)
Not at All 

(%)
Laxity in administration 8.8 32.6 58.7 
Location of the school 12.0 54.1 34.0 
Poor performance 10.1 56.3 33.6 
inadequacy of text books 15.4 47.4 37.3 
inadequate physical facilities 11.8 55.1 33.2 
Family conflicts and instability 22.2 61.6 16.2 
Lack of interest by pupils 20.3 65.3 14.5 
Lack of interest by parents in their children’s work 34.3 53.9 11.8 
Peer Pressure 24.9 65.1 10.0 
Distance from home to school 10.2 62.2 27.6 
Child labour 12.0 44.1 43.9 
inadequate guidance and counselling 11.7 61.9 26.4 
Poor role models 18.4 55.5 26.1 
Negative cultural practices 13.3 44.3 42.4 
Access to alcohol and harmful drugs 11.7 32.1 56.3 
Negative iCT and electronic exposure 15.4 50.1 34.5 
Lack of food 17.6 53.1 29.4 
Extremism and radicalization 4.1 17.3 78.6 
Poor teacher- pupil relationship 7.9 33.9 58.3 

Table 4.10 shows that parents’ lack of interest in their 
children’s work contributed to indiscipline to a large 
extent as reported by 34.3% of the teachers. Those 
citing peer pressure, family conflicts and instability, 
and lack of interest by pupils as factors contributing 
to indiscipline to a large extent comprised 24.9%, 
22.2% and 20.3% respectively. 

4.36 Effects of indiscipline in Schools

The study sought to find out the effect of indiscipline 
in schools. Table 4.11 presents the findings.

Table 4.11 Effects of  indiscipline in school

Effect of indiscipline Percentage 
Low academic achievement 83.2
increase in dropout rate 36.4
Lack of harmony among 

pupils and teachers
35.3

Poor teacher focus 16.7
Low  opinion of the school by 

stakeholders
39.3

Damage /loss of school 

property
33.4

violence 12.5
Truancy 53.5
Loss of learning time 61.3

From Table 4.11, it is observable that indiscipline 
impacts negatively on learner achievement as 
evidenced by the 83.2% of teachers reporting 
that indiscipline led to low academic achievement. 

4.35 factors Contributing to indiscipline in 
Schools

The study sought to find out the extent to which the 
factors listed in Table 4.10 contributed to indiscipline 
in schools. 
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Further loss of learning time, truancy and low 
opinion of the school by stakeholders were cited by 
61.3%, 53.5% and 39.3% of teachers respectively 
as effects of indiscipline.

4.37 Methods used to Enforce Discipline

Teachers were further asked to indicate the 
frequency with which their schools used the methods 
specified in Table 4.12 to enforce discipline. 

Table 4.12: Frequency of  use specific methods to 

enforce discipline

Method
Often 

(%)

Rarely

(%)

Not at 

all (%)

Suspension 4.0 35.2 60.8 

Expulsion 0.3 13.1 86.6 

Corporal 

punishment
1.6 11.2 87.2 

Guidance and 

counselling
91.5 7.6 1.0 

Summoning of 

parents
63.0 34.2 2.8 

Manual work 13.5 46.2 40.2 

Use of pupil 

leaders
42.3 42.7 15.0 

Temporal 

detention
2.1 12.4 85.6 

 
Table 4.12 shows that the most prevalent forms of 
enforcing discipline were Guidance and Counseling, 
Summoning of parents and use of pupil leaders 
as reported by 91.5%, 63.0% and 42.3% of the 
teachers respectively. It is, however, worth noting 
that there is still a percentage (1.6%) of teachers 
reporting that corporal punishment was often used 
to enforce discipline. This is despite provisions of 
Section 4(p) of the Basic Education Act (2013) that 
bans use of corporal punishment or any form of 
cruel and inhuman treatment or torture as a method 
of instilling discipline among pupils.

4.38 Pupils Making Their Own Class Rules

Teachers were further asked to indicate whether 
they allowed pupils to make their own class rules. 
The findings are presented in Figure 4.52. 

Figure 4.52: Pupils making their own class rules

It is evident from Figure 4.52 that, more than three 
quarters (86.4%) of the teachers allowed pupils to 
make their own class rules. This is a pointer to a 
democratic classroom environment which is likely to 
allow the pupils to develop a sense of ownership of 
the rules they have made and thus lead to improved 
discipline.

4.39 Pupils’ Council 

In addition, teachers were asked to indicate whether 
their schools had Pupils’ Councils and whether their 
schools used Pupils’ Councils to address indiscipline 
cases. Figure 4.53 presents the findings.

Figure 4.53: Pupil Council 

From Figure 4.53, it is observable that almost all 
(95.3%) of the teachers reported to have Pupils’ 
Councils in their schools. In addition, more than three 
quarters (81.2%) of teachers indicated that the 
Pupils’ Councils were used to address indiscipline in 
schools. These findings are consistent with those of 
Nzioki (2015) where (57.1%) of teachers agreed 
that Pupils’ Councils are important in management 
of pupil discipline. 
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4.40 Election of Pupil Councils

Teachers who reported that their schools had Pupils’ 
Councils were asked to indicate how the Councils 
were appointed. Figure 4.54 presents the findings.

Figure 4.54: Election of  Pupils’ Councils

From Figure 4.54, it is observable that pupils are 
largely given an opportunity to decide on school 
governance as evidenced by the substantially high 
percentage of teachers (82.89%) indicating that 
Pupils’ Councils are elected by pupils. However it is 
notable that there is still a considerable percentage 
of teachers reporting that Pupils’ Councils were 
appointed by teachers and administration at 14.7% 
and 4.7% respectively. 

4.41 Guidance and Counseling

Teachers were further asked to indicate if they had 
Guidance and Counseling committees in their schools, 
and the specific modes of guidance and counseling 
applied. Figure 4.55 presents the findings.

  

  Figure 4.55: Guidance and Counseling

From Figure 4.55 it is observable that majority of 
the schools had Guidance and Counseling in their 
schools as reported by 93.6% of the teachers. The 
most prevalent mode of counseling was individual as 
reported by 70.1% of the teachers. The proportion 
of teachers reporting use of group and gender 
modes of counseling comprised 58.7% and 54.7% 
respectively. The significantly low percentage 
(28.2%) of the teachers reporting peer counseling 
as a mode of guidance and counseling is worth 
noting given its role in behaviour modification. A 
Study conducted by Bururia, Marangu and Nyaga 
(2014) revealed that peer counselors are important 
in mentoring other pupils as they address other 
issues related to the youth. The researchers further 
observed that peer counselors are important 

in sharing of information, leading in tasks and 
supporting other students in schools. They mentor 
other students through positive behaviour and are 
able to hold discussions that lead pupils to discuss 
their concerns.

4.42  frequency of Guidance and Counseling 
Programmes

Teachers were asked to indicate the frequency of 
guidance and counseling programmes. The findings 
are presented in Figure 4.56.
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Figure 4.56: Frequency of  Guidance and Counseling 

programs

Table 4.13: Issues discussed in staff  meetings

 issue Often (%) Rarely (%) Not at all (%)

Syllabus coverage 95.5 4.5 0.0 

Pupil discipline 92.3 7.2 0.5 

Professional documents 96.2 3.7 0.2 

Educational trips 12.7 66.7 20.6 

Classroom practice 78.4 20.3 1.3 

Pupils performance 95.9 3.7 0.4 

Teacher discipline 59.8 36.2 4.0 

Co-curricular activities 66.7 32.8 0.5 

Teacher -parent relationship 49.9 46.3 3.8 

Teacher-pupil relationship 79.4 19.1 1.6 

School funds 25.3 52.0 22.8 

Education policies 75.5 21.5 3.0 

inclusive education/child friendly environment 78.5 19.3 2.1 

School management 48.0 41.9 10.0 

Sexual harassment 33.7 46.6 19.7 

Examination irregularities/malpractices 51.3 34.8 13.9 

School development 52.7 38.3 9.0 

Teacher Performance Appraisal and Development 

(TPAD)
82.9 11.6 5.5 

Emerging issues in education 68.4 29.7 1.9 

Pupil ’s Council 54.1 42.6 3.2 

Teacher welfare 70.5 27.2 2.3 

Setting and moderation of examinations 65.4 29.6 5.0 

From Figure 4.56 it is observable that pupils 
frequently access guidance and counseling services, 
with the largest proportion (40.0%) of teachers 
reporting that guidance and counseling programmes 
are organized monthly. Those reporting that these 
programmes are organized weekly comprised 
34.4%, while those reporting that they were 
organized termly constituted 22.8%.

4.43 School Management

4.43.1 issues Discussed in Staff Meetings

Teachers were asked to indicate how often the 
issues specified in Table 4.13 were disused in staff 
meetings. 
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Table 4.13 shows that the most frequently 
discussed issues were professional documents, pupil 
performance and syllabus coverage as reported 
by 96.2%, 95.9% and 95.5% of the teachers 
respectively. However, the substantial percentage 
(19.7%) of teachers reporting that sexual 
harassment is not discussed at all in staff meetings 
in worth noting given that teenage pregnancies are 
cited as one of the causes of increased dropouts. 
While this can indicate that sexual harassment is 
not a concern in the schools, it can also imply that 
schools are shy to discuss this issue in staff meetings. 
Equally significant to note is the percentage (2.1%) 
of teachers reporting that inclusive education and 
child friendly environment is not discussed at all 
in staff meetings. The Basic Education Act (2013) 
Section 95(3)(c) requires the Ministry of Education 
to maintain minimum standards for the health and 
safety of pupils and for a satisfactory environment 
for education. Further Target 4.a of SDG 4 requires 
that governments build and upgrade facilities 
that are child, disability and gender sensitive and 
provide safe, non-violent, inclusive and effective 
leaning environments for all. Schools can ensure this 
through regular discussions in formal meetings such 
as staff meetings. 

4.43.2  Teacher involvement in Co-curricular 
Activities

Teachers were asked to indicate the extent to which 
they were involved in the co-curricular activities 
listed in Table 4.14.

Table 4.14: Teacher Involvement in Co-curricular 

Activities

Co-Curricular 
Activities

Large 
Extent (%)

Some 
Extent (%)  

Not at 
All (%) 

Games and 
sports

66.1 32.5 1.4

Drama 10.4 57.5 32.1

Music 15.4 54.1 30.5

Clubs 27.2 59.6 13.2

Debate 36.0 53.2 10.9

Table 4.14 shows that considerable proportions 
of teachers were involved in specific co-curricular 
activities, with those reporting to be involved to a 
large extent in games and sports leading at 66.1%, 

followed by debate and clubs (36.0%) and clubs 
(27.2%). This would indicate that pupils are also 
involved in these activities and are likely to acquire 
specific life skills and values. 

4.43.3  School Administration Support to 
Curriculum implementation

Teachers were also asked to rate school 
administration in reference to their support to 
curriculum implementation. The findings are 
presented in Figure 4.57. 

Figure 4.57: Rating of  School Administration

From Figure 4.57, it is observable that school 
administration largely supported curriculum 
implementation, with 36.0% and 59.8% of the 
teachers rating support of school administration to 
curriculum implementation as above average and 
average respectively. However, it is notable that a 
proportion (4.2%) of teachers rated the support as 
below average. This has implication on provision of 
quality learning experiences.

4.43.4 Teachers’ Motivation to Perform Activities

The study also sought to find out how motivated 
teachers were to perform the activities listed in 
Table 4.15.
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Table 4.15: Teachers Extent of  motivation to Perform Activities

 Activities
Highly motivated 

(%)

Motivate 
(%)

Not motivated 

(%)

Writing schemes of work 40.6 54.0 5.4 

Preparing for lessons 43.6 52.7 3.8 

Conducting co-curricular activities 36.3 55.9 7.9 

Preparing Continuous Assessment Tests 37.7 58.3 4.0 

filling TPAD tool 22.9 46.3 30.9 

Peer lesson observation 20.8 68.0 11.3 

Guiding and counselling 42.2 54.3 3.5 

Using of group work in teaching and 

learning
45.5 51.9 2.6 

Discussing pupil performance with parents 44.8 49.1 6.1 

Assigning work to pupils 58.3 40.5 1.3 

Using  teaching/learning  materials 59.1 39.4 1.5 

Disciplining  pupils 30.3 56.4 13.3 

Preparing pupils’ progress report 50.9 47.3 1.9 

Marking pupils’ work 67.1 31.8 1.1 

Recording work covered 49.9 47.9 2.2 

Marking pupils’ attendance register 66.0 33.0 1.1 

 Activities
Highly motivated 

(%)

Motivate 
(%)

Not motivated 

(%)

integrating iCT in teaching/learning 24.5 52.4 23.1 

Table 4.15 shows that although teachers were highly 
motivated in marking pupils work (67.1%), marking 
pupil attendance register (66.0%) and assigning 
work to pupils (58.3%), there are significant 
percentages of them who were not motivated to 
undertake key activities such as filling TPAD tool 
(30.9%), integrating ICT in teaching/learning 
(23.1%), and disciplining pupils (13.3)%). The high 
percentage of teachers indicating that they are not 
motivated in ICT integration in teaching/learning 

is worth noting as it has implication on acquisition 
of digital literacy. It is also worth noting that the 
Basic Education Act provides for the promotion, 
development, management and governance of 
education through ICT and education. Integration 
of ICT, as the Basic Education Act (2013) further 
observes, aims to support and enhance the attainment 
of curriculum objectives, to enhance the appropriate 
competencies including skills, knowledge, attitudes 
and values.

4.43.5  factors interfering with Teachers 
Effectiveness 

Teachers were further asked to indicate the extent 
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to which certain specified factors interfered with their effectiveness in schools. Table 4.16 presents the 
findings.

Table 4.16: Factors interfering with Teachers Effectiveness

 factors Large Extent (%)
Some Extent 

(%)

Not at all 

(%)

Part time studies 7.7 47.1 45.2 

Health challenges 31.1 62.8 6.1 

Political engagements 18.7 35.5 45.8 

Social /domestic conflicts 25.3 54.4 20.2 

Personal/family commitment 13.9 63.2 23.0 

Religious activities 4.3 45.7 50.1 

insecurity 28.0 25.2 46.8 

Natural calamities 26.7 36.8 36.5 

Drug and substance Abuse 25.7 29.3 45.0 

School administration /management issues 22.1 59.1 18.8 

 factors Large Extent (%)
Some Extent 

(%)

Not at all 

(%)

Societal engagement 9.9 60.5 29.6 

Engagement in other gainful activities (part time 
teaching, business e.t.c)

11.8 35.3 52.9 

Table 4.16, reveals that the key factors that, 
to a large extent, interfered with the teachers’ 
effectiveness were health challenges,  insecurity, 
natural calamities, drug and substance abuse, and 
social/domestic conflicts as reported by 31.1%, 

28.0%, 26.7%, 25.7% and 25.3% of the teachers 
respectively. However, the percentage (11.8%) of 
teachers reporting engagement in other gainful 
activities such as part time teaching and  business 
as affecting their effectiveness is worth noting as it 
has implications on learning outcomes. 

4.43.6  Utilization and Effectiveness of KCPE 

School Specific Analysis Reports

Teachers were also asked whether their schools utilized KCPE School Specific Analysis Reports and how 
effective these reports were in improving learning outcomes. Figure 4.58 presents the findings.
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  Figure 4.58: Utilization and 

Effectiveness of  KCPE School Specific Analysis Reports

Figure 4.58 shows that majority of the schools utilized 
KCPE School Specific Analysis Reports to inform 
teaching and learning as reported by 92.9% of the 
teachers. It is also notable that these reports were 
largely effective in improving learner achievement 
as evidenced by the 36.4% and 60.2% of the 
teachers respectively observing that the reports 
were very effective and effective respectively.

4.43.7 External Support to Curriculum implementation

The study also sought to find out whether schools received support from Quality Assurance and Standards 
Officers (QASOs) and Curriculum Support Officers (CSOs). The findings are presented in Table 4.17 and 
Figure 4.59. 

4.43.7.1 Frequency of Assessment by Quality Assurance and Standards Officer

The study sought to find out the number of times schools and teachers had been assessed since 2018. Table 
4.17 presents the findings.

Table 4.17: Frequency of  assessments by QASOs

 frequency
2016 2017 2018

School (%) Teacher (%) School (%) Teacher (%) School (%) Teacher (%)

4 or more times 18.4 15.5 18.2 16.0 18.9 15.7

Three times 24.6 20.2 23.1 21.5 22.6 20.0

Twice 24.3 22.2 24.3 19.7 20.9 17.8

Once 20.9 24.4 21.6 24.0 24.0 28.0

None 11.8 17.8 12.8 18.9 13.7 18.5

From Table 4.17, it is observable that efforts 
were made by QASOs to assess schools and 
teachers, with for instance, 18.9% and 18.4% of 
the teachers reporting that their schools had been 
assessed four times and above in 2018 and 2016 
respectively. Similarly, 15.7% and 15.5% of the 
teachers reported that they had been assessed four 
times and above in 2018 and 2016 respectively. 
However, the considerable percentages of teachers 
reporting not to have been assessed by QASOs in 
the three years preceding the study, is worth noting. 
For instance, 18.5% and 13.7% of the teachers 
reported that teachers and schools respectively had 

not been assessed in 2018. This has implication on 
quality and relevance in education as QASOs are 
key in the supervision and oversight of curriculum 
implementation in basic education.

4.43.7.2 frequency of CSO visiting the Classroom

Teachers were asked to indicate how frequently 
CSOs visited their classes to support curriculum 
implementation in 2018. Figure 4.59 presents the 
findings. 

Figure 4.59: Frequency of  CSO visiting the classroom
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Figure 4.59 points to relatively regular support 
to curriculum implementation by CSOs, with 
slightly more than half (51.6%) of the teachers 
reporting that CSOs visited their classes twice 
a term in 2018. Those who were visited once a 

term comprised 29.3%, while those who were 
visited once a year and twice a year comprised 
4.5% and 4.2% respectively. Significant to note, 
however, is the considerable percentage (10.4%) 
of teachers reporting not to have been visited by 
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CHAPTER fivE
HEAD TEACHER AND SCHOOL 
CHARACTERiSTiCS

5.0 introduction

This chapter discusses the findings on the Head 
teacher and school characteristics. It is divided 
into two major sections: A and B. Section A covers 
Head teacher personal information, school 
profile, school management, implementation of 
the curriculum, school discipline, Special Needs 
Education, HIV and AIDs, and emerging issues. 
Section B covers school characteristics such as 
school location, school type, accessibility to 
school, and school facilities. 
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5.1. Head teacher characteristics

5.1.1 Gender

Figure 5.1 presents the demography of the sampled 
Head teachers in terms of gender.

Figure 5.1: Head teachers’ Gender

Figure 5.1 shows that majority of the Head teachers 
(80.7%) were male. Only 19.3% were female, 
pointing to gender inequality in the appointment of 
Head teachers. These findings are comparable to 
those of MLA Form 2 (2018) which revealed that 
there were more male than female principals in the 
sampled schools with male principals comprising 
73.8% against 26.2% female principals. This is 
inconsistent with the Kenya Constitution, 2010 which 
recommends that no gender should have more than 
two-thirds representation. 

5.1.2 Head teachers’ Age

The study gathered information on the age of 
the participating Head teachers. The findings are 
presented in Figure 5.2.

Figure 5.2: Age

Figure 5.2 shows that more than half (57.5%) of the 
Head teachers were aged 50 years and above; 
with those aged 50 to 54 years comprising 34.0% 
and those aged 55 years and above constituting 
23.5%. Those aged 45 to 49 years and 40 to 44 

years constituted 15.0% and 14.6% respectively. 

5.1.3 Head teachers with Disability

Head teachers were asked to indicate whether 
they had any form of disability. The findings are 
presented in Figure 5.3.

Figure 5.3: Head Teacher Disability

Data from Figure 5.3 reveals that majority of the 
Head teachers (95.1%) did not have any form of 
disability. Those who indicated to have some form 
of disability comprised 4.9%. This shows efforts 
towards adherence to the provision of Article 54(2) 
of the Constitution of Kenya (2010) that the state 
shall ensure the progressive implementation of the 
principle that at least 5% of the members of the 
public in elective and appointive bodies are persons 
with disability.
 
5.1.4 Academic Qualification

Information on Head teachers’ highest academic 
qualifications is reported in Figure 5.4.

Figure 5.4: Academic Qualification

Figure 5.4 shows that a substantial percentage 
(37.2%) of the Head teachers had KCE/KCSE or 
its equivalent as the highest academic qualification. 
Those with Degree and KACE or its equivalent as the 
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highest academic qualification comprised 36.0% 
and 21.8% respectively. This indicates that all Head 
teachers had the requisite qualifications to serve at 
this level.  

5..1.5 Professional Qualification

Head teachers were asked to indicate their 
highest professional qualifications. The findings are 
presented in Figure 5.5.

Figure 5.5: Professional Qualification

Figure 5.5 shows that majority (43.7%) of Head 
teachers had Diploma in Education/S1 as the 
highest of professional qualification. Those with 
Bachelor of Education and P1 as the highest 
professional qualification comprised 31.7% and 
19.6% respectively. This implies that all the Head 
teachers had the requisite qualifications to head 
primary schools.

5.1.6 Experience as a Teacher

Head teachers were asked to indicate how long 
they had served as teachers. Figure 5.6 presents 
the findings.

Figure 5.6: Experience as a Teacher

From the Figure 5.6, it is evident that close to three 
quarters (71.6%) of the Head teachers had a 

teaching experience of over 20 years, with those 
who had taught for over 30 years comprising 
25.4%, and those with 26 to 30 years constituting 
24.5%. This is in line with the statistics on the age 
of Head teachers where majority are 45 years and 
above.

5.1.7 Experience as a Head Teacher

Head teachers were required to indicate how long 
they had served as Head teachers. The findings are 
presented in Figure 5.7.

Figure 5.7: Experience as a Head Teacher

Figure 5.7 reveals that a significant proportion 
(30.7%) of Head teachers had served in that position 
for 5 years and below. Those who had served for 6 
to 10 years and 11 to 15 years comprised 26.5% 
and 23.5% respectively. 

5.1.8  Head teachers’ Length of Service in the 
Current School

Head teachers were asked to indicate how long 
they had served in the current station. Figure 5.8 
presents the findings.

Figure 5.8: Head teachers’ Length of  Service in the 

Current School
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Figure 5.8 shows that three quarters (75.1%) of the 
Head teachers  had been Head teachers in their 
current stations for a period not exceeding 5 years, 
with significant proportions having served as Head 
teachers in their current schools for 1 to 5 years and 
less than 1 year at 40.4% and 34.7% respectively. 
Only 4.0% of Head teachers had served in the 
current school for a period exceeding 10 years. 

5.1.9 Head Teacher Housing

Head teachers were asked whether they were 
housed in the schools. Those who indicated that they 
lived outside the school were further asked to state 
how long it took them to get to school. Figure 5.9 
presents the findings.

  

  Figure 5.9: Whether Head Teacher is Housed in School

Figure 5.9 shows that only 10.0% of the Head 
teachers were housed in school. Of the Head 
teachers who were not housed in school, 29.5 % 
indicated that they took 16 to 30 minutes to get 
to school, while 22.0% and 17.0% indicated that 
they took 31 to 45 minutes, and 15 minutes and 
below respectively to get to school. Of concern is 
the 15.3% of the Head teachers who spent over 
one hour to get to school. This has implications 

on effective management and responsiveness to 
emergencies in school.

5.2 School Characteristics

5.2.1 School Location, type and Category

Head teachers were asked to indicate the location, 
type and category of their schools. Figure 5:10 
presents the findings.

  

  Figure 5.10: School Characteristics
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Figure 5.10 shows that majority (85.2%) of the 
schools were located in rural areas. Regarding 
school type and category, it is observable that 
majority of the schools were public and Day at 
86.6% and 89.3% respectively. 

5.2.2 School Land Ownership

Head teachers were asked to indicate the type of 
their school land ownership documents. The findings 
are presented in Figure 5.11.

Figure 5.11: School Land Ownership 

Figure 5.11 shows that majority of the schools 
had security of land rights, with more than a third 
(41.5%) having title deeds and 51.4% having 
allotment letters. Of concern, however, is the 7.1% 
of the schools with rental/tenancy agreements. This 
poses land security threat. 

5.2.3 Pupil Enrolment

Head teachers were asked to indicate pupil 
enrolment in their schools. The findings are presented 
in Table 5.1.

Table 5.1: Pupil Enrolment

 Gender Mean
Boys 233.98
Girls 228.09
Total 461.9

Table 5.1 shows that, on average, there were 461 
pupils in a school, with, on average, 233 boys 
compared to 228 girls being enrolled. This points 
to gender disparity in enrolment. This finding 
comparable to NASMLA Class 3 Study (2018), 
where there were more boys than girls enrolled at 
Class 3, with boys comprising 52.7% compared to 
47.3% girls. it is, however, notable that at Class 7 
there is gender parity.

5.2.4 Average Number of Teachers in Schools

Head teachers were asked to indicate the number 
of teachers in their schools by category specified in 
Table 5.2.

Table 5.2: Average Number of  Teachers in Schools

Category  
Male 

(mean)

female 

(mean)

Total 

(Mean)

TSC  Teachers 4.7 5.3 10.5
PA/BoM Teachers 1.4 1.8 3.1
Volunteers 0.02 0.02 0.02
Form 4 leavers/
college students

0.2 0.12 0.2

Table 5.2 shows that, on overage, there are 10 
TSC teachers and 3 PA/BoM teachers in schools. In 
both categories, there is a near gender balance. Of 
concern are the schools reporting to have Form 4 
leavers/college students (0.2). This has implications 
on learning outcomes and overall quality of 
education. 

5.2.5 School facilities and Amenities

Head teachers were asked to indicate whether the 
facilities/amenities presented in Table 5.3 were 
available and adequate in their schools. 
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Table 5.3: School Facilities and Amenities

 facilities/Amenities Adequate (%) inadequate (%) Not available (%) 
Classrooms 51.7 48.3 0.0
Administrative offices 38.7 48.1 13.2
Computer room 22.6 28.5 48.9
Computers/laptops 38.0 41.5 20.5
Store 31.2 36.7 32.1
Book store/book corner/book box 26.7 52.1 21.2
Library 10.9 19.4 69.7
Dining/school hall 8.2 6.1 85.7
Dormitories 9.2 7.1 83.7
Kitchen 21.8 51.9 26.3
Play ground 56.1 37.9 6.0
Water 38.6 45.8 15.6
Dust bins 32.8 46.1 21.1
Latrines/toilets 32.1 67.5 0.4
Urinals 27.2 57.5 15.3
fire extinguishers 6.1 8.6 85.3
Staff houses 4.6 22.1 73.3
first Aid Kit 15.3 32.2 52.5
Classroom furniture 24.1 74.1 1.8

From Table 5.3, it is observable that key facilities 
and amenities are largely inadequate in schools. 
For instance, almost three quarters (74.1%) 
and close to half (48.3%) of the Head teachers 
reported that classroom furniture and classrooms 
were inadequate. In addition, 67.5% and 57.5% 
of the Head teachers indicated that latrines/toilets 
and urinals were inadequate respectively. It is 
significant to note that the Safety Standards Manual 
for Schools in Kenya (2008) stipulates that schools 
should provide adequate latrines and/or sanitation 
facilities which are sensitive to gender and culture. 
Of concern is the 41.5% of the Head teachers 
reporting that computers/laptops were inadequate, 
given the role of these devices in enhancing digital 
literacy. Notably, close to half (45.8%) of the Head 
teachers indicated that water was inadequate in 
their schools, yet the Safety Standards Manual for 
Schools in Kenya (2008) commits MoE to provide 
adequate and safe water for drinking and use by 
learners and staff. Significant to note is the more 
than three quarters (85.3%) and the more than 
half (52.5%) of the schools reporting not to have 
fire extinguishers and first aid kits respectively.  
This is despite provisions of the Safety Standards 
Manual for Schools in Kenya (2008) that the school 
management and/Board should create mechanisms 

and procedures that ensure stakeholders are 
conversant with measurers needed to prevent 
occurrence of disasters and steps required to reduce 
the impact. The manual further states that fire 
extinguishers should be located in strategic places 
in the school and that schools should ensure working 
and adequate first aid kit and facilities to provide 
emergency care in schools. Equally significant to 
note is the substantially high percentage (69.7%) 
of the Head teachers reporting that libraries were 
not available in their schools, given the role of 
libraries in developing extensive reading skills and 
enhancing inquiry-based learning. 

5.2.6 Main Power Source in School

Head teachers were asked to indicate the main 
source of power in their schools. The findings are 
presented in Figure 5.12.
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Figure 5.12: Main Power Source in School

Figure 5.12 shows that majority (80.9%) of the 
schools had electricity as the main source of power. 

Those reporting to have solar as the main source of 
power comprised 15.3%. Of concern is the notable 
percentage (3.8%) of school heads who indicated 
that there was no power in their schools. This has 
implications on teaching and learning and the 
implementation of the Digital Literacy Programme.

5.2.7 fire Outbreak Preparedness Measures

Head teachers were asked to provide information 
on the school’s preparedness for fire outbreaks.  
The results are presented in Figure 5.13.

 

 Figure 5.13: Fire Outbreak Preparedness Measures

From Figure 5.13, it is evident that a considerable 
percentage of Head teachers reported that their 
schools have secure electric points (34.8%) and fire 
emergency call numbers (23.5%)  as measures for 
fire outbreak preparedness. Of concern, however, 
is the high percentage of Head teachers who 
reported that their schools did not have trained fire 
marshals (95.8%), regular fire drills (93. 0%) and 
firefighting equipment (90.9%). This is an indication 
of poor preparedness to respond to fire emergency 
and has implication for safety in case of fire. It is 
important to note that the Safety Standards Manual 
for Schools (2008) stipulates, among other things, 
that fire drills be conducted once a month, and that 
schools should schedule practice drill sessions for 
fire.

5.3 Curriculum Supervision and implementation

5.3.1 Syllabus Coverage

Head teachers were asked to indicate how often 
they checked syllabus coverage.  Figure 5.14 
presents the findings.

Figure 5.14: Frequency of  Monitoring Syllabus 

Coverage
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Figure 5.14 points to regular monitoring of syllabus 
coverage by Head teachers with close to two thirds 
(63.3%) of them indicating that they checked 
syllabus coverage monthly. Those reporting to 
monitor every two weeks comprised 22.5%, while 
those who monitored termly constituted 14.2%. 

5.3.2 Checking of Professional Records

The Head teachers were asked to indicate how often 
they checked professional records.  The findings are 
tabulated in Table 5.4.

Table 5.4 Checking of  Professional Records

 Records 
Weekly 

(%)
Every Two Weeks 

(%)
Every Month 

(%)
Every Term 

(%)
Lesson plans 53.2 26.0 18.7 2.1
Teachers’ lesson notes 47.9 24.0 24.3 3.8
Progress records 14.3 15.9 55.9 13.9
Schemes of work 8.4 10.5 27.4 53.7
Pupils exercise books 49.0 33.2 16.3 1.5
Class attendance registers 52.0 19.9 21.1 7.0
Teacher class attendance registers 79.8 11.0 7.8 1.4
Subject panel minutes 2.8 10.7 44.4 42.1
Teachers’ personal timetables 24.0 10.2 23.6 42.2
Records of Work 18.2 21.3 47.0 13.5
Co-curricular activity records 6.2 7.1 26.0 60.7
Discipline records 33.5 9.2 35.9 21.4

Table 5.4 shows that Head teachers have put 
mechanisms in place to monitor and support 
curriculum implementation. More than three quarters 
(79.8%) of the Head teachers indicated that they 
checked teacher class attendance registers weekly, 
while more than half (52.0%) reported to check 
class attendance registers weekly. It is also notable 
that substantial percentages of Head teachers 

indicated to check lesson plans and teachers’ lesson 
notes weekly at 53.2% and 47.9% respectively.

5.3.3  Methods of Supervising Curriculum 
implementation

Head teachers were asked to indicate how often 
they used the methods listed in Figure 5.15 in 
supervising curriculum implementation.

Figure 5.15: Methods used in Supervising Curriculum Implementation
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Figure 5.15 shows that Head teachers used various 
methods to supervise curriculum implementation. 
For instance, in the supervision of lesson delivery, 
95.9% and 84.9% of the Head teachers reported 
to often monitor use of professional documents 
and undertake lesson observation respectively. 
Of concern, however, is the low percentage 
(34.6%) of Head teachers reporting to often use 

ICT in monitoring curriculum implementation, yet 
ICT integration is key in enhancing efficiency in 
supervision.

5.3.4 Use of Teaching and Learning Methods

Head teachers were asked to indicate how often 
they used the teaching and learning methods 
specified in Figure 5.16.

 

 Figure 5.16: Use of  Teaching and Learning Methods

Figure 5.16 shows that schools are largely not 
adequately using key teaching and learning 
methods. For instance, 64.9%, 61.7% and 41.8% 
of the Head teachers reported that their schools 
rarely used resource persons, academic trips and 
nature walk respectively. Resource persons are key 
in clarifying subject specific concepts by presenting 
real life experiences. On the other hand, academic 
trips and nature walk enhance enquiry-based 
learning and develop core competencies such as 
Creativity and Imagination, Learning to Learn, and 
Communication and Collaboration.

5.3.5 Teaching and Learning Resources

Head teachers were asked to report on the 
availability and adequacy of the teaching and 
learning resources presented in Table 5.5.

Table 5.5: Teaching and Learning Resources

Teaching/learning 

resources
Availability Adequacy

Yes (%) Yes (%)
Chalkboards/

whiteboards
99.3 85.8

Teaching/learning 

resources
Availability Adequacy

Yes (%) Yes (%)
Chalk/markers 93.6 87.3
Charts/maps 95.7 50.7
Models 50.9 37.3
Talking walls 71.9 47.3
Textbooks 99.7 47.2
Class readers 86.1 39.3
Exercise books 96.1 68.5
Science kits 32.7 28.8
Radios 35.3 20.0
Televisions 18.5 18.4
CDs 13.7 15.3
DvDs 12.6 15.7
flash disks/

memory cards
24.1 20.4

Computers/laptops/

tablets
77.1 48.1

internet 

connectivity
33.5 31.7

From Table 5.5, it is evident that critical teaching 
and learning resources are largely inadequate in 
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schools. For instance, 60.7%, 52.8% and 31.5% 
of the Head teachers reported that class readers, 
textbooks and exercise books respectively were 
inadequate. Significant to note is the high percentage 
(67.3%) of the Head teachers reporting that science 
kits were not available in their schools, yet they are 
important in carrying out practical lessons. Equally 
significant are the notable percentages of Head 
teachers reporting that internet connectivity, and 
computers/laptops/tablets were not adequate at 
68.3% and 51.9% respectively. This has a bearing 
on integration of ICT in learning.  

5.3.6 iCT integration

Head teachers were required to indicate whether 
their schools had integrated ICT in teaching and 
learning. The findings are presented in Figure 5.17. 

Figure 5.17: ICT Integration

Figure 5.17 shows that majority (64.8%) of 
the schools had integrated ICT in teaching and 
learning. This finding resonates with that of the 
teachers where 55.7% of them reported to have 
adopted ICT in teaching and learning. It is, however, 
significant to note that a third (35.2%) of the Head 
teachers reported lack of ICT integration in teaching 
and learning. It is important to note that the Basic 
Education Act (2013) envisages incorporation 
of ICT to support and enhance the attainment of 
curriculum objectives so as to enhance appropriate 
competencies including skills, knowledge and values, 
and to manage education effectively and efficiently 
at all levels.

5.3.7 Pupil-Textbook Ratio in Class 7

Head teachers were asked to indicate the pupil-
textbook ratio for the assessed subjects in Class 7.  
The findings are presented in Table 5.6.

Table 5.6: Pupil-Textbook Ratio in Class 7

Pupil: Textbook ratio
Subjects (%)

Mathematics English Kiswahili Science Life Skills Education

1 Pupil: 1  Book 72.1 71.7 70.0 65.3 8.5
2 Pupils: 1  Book 11.1 13.7 13.2 14.2 6.1
3 Pupils: 1  Book 13.1 9.7 12.1 11.6 9.0
4 Pupils: 1  Book 1.5 1.5 2.7 4.9 3.4
5 Pupils: 1  Book 1.1 1.3 0.5 1.8 2.5
More than 5 Pupils:1 Book 1.1 1.8 1.2 2.0 27.5
Books not available 0.0 0.3 0.3 0.2 43.0

Table 5.6 shows that at the time of the study, 
majority of the schools had attained the desired 1:1 
pupil-textbook ratio in the core subjects assessed. 
Mathematics had the highest percentage (72.1%) of 
the Head teachers reporting a 1:1 pupil-textbook 
ratio. Head teachers reporting a 1:1 pupil-textbook 
ratio in English, Kiswahili and Science comprised 

71.7%, 70.0% and 65.3% respectively. These 
findings, however, deviate from those given by 
teachers elsewhere in this report. In Mathematics, 
for instance, 63.3% of the teachers reported a 
1:1 pupil-textbook ratio, while 62.5%, 57.5% and 
57.0% of them reported a 1:1 pupil-textbook 
ratio in English, Kiswahili and Science respectively. 
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It is also significant to note that pupils reporting a 
1:1 pupil-textbook ratio deviate from that of both 
teachers and Head teachers. In Mathematics, for 
instance, 55.6% of the pupils reported a 1:1 pupil-
textbook ratio, while 57.0%, 57.1% and 56.7% of 
the pupils reported a 1:1 ratio in English, Kiswahili 
and Science respectively. This would indicate that 
although schools may have textbooks, pupils may 
not be issued with textbooks on a 1:1 basis.

5.3.8 Teacher Workload 

Head teachers were asked to provide information 
on the average workload for teachers in their 
schools per week.  Figure 5.18 presents the findings. 

Figure 5.18: Teacher Workload 

According to Figure 5.18, slightly more than half 
(50.7%) of the Head teachers indicated that the 
average workload in their schools was 31 to 40 
lessons per week, followed by those who said the 
average lessons per week in their schools was 21 to 
30 lessons at 42.1%. These findings are in harmony 
with those reported by teachers elsewhere in this 
report where larger proportions of teachers had 
workloads of 31 to 40 lessons, and 21 to 30 lessons 
at 40.7% and 37.2% respectively. 

5.3.9 Teachers Missing Lessons

The Head teachers were asked to indicate whether 
or not teachers miss lessons and at what time 
teachers make up for the missed lessons.  Their 
responses are given in figures 5.19a and 5.19b.

Figure 5.19a: Teachers Missing Lessons

Figure 5.19b: Times for Making up for Missed Lessons

Figure 5.19a and 5.19b shows that although 
a significant percentage (77.7 %) of the Head 
teachers reported that teachers missed lessons, 
these teachers had mechanisms to make up for the 
lessons. Majority (82.2%) of the teachers made up 
for the lessons after classes (after 3:10 pm). It is 
notable that teachers create time to make up for 
missed lessons. However, the substantial percentage 
(65.4%) of teachers reporting to make up for lessons 
before 8:00 am is worth noting as it could lead to 
fatigue and adversely affect learning outcomes.

5.3.10 Programmes for Learners Requiring 
individualized Learning

Head teachers were asked to indicate whether their 
school programme provided for learners requiring 
individualized learning. Further, Head teachers who 
indicated that their school programmes provided 
for such learners, were asked to indicate the time 
individualized learning took place. The findings are 
presented in Figures 5.20a and 5.20b.
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Figure 5.20a: Programmes for Learners Requiring 

Individualized Learning

Figure 5.20b: Time for Individualized Learning

Figure 5.20a and 5.20b shows that majority 
(74.5%) of the schools had put measures in place 
for learners requiring individualized learning. Of 
concern, however, is the significant percentage 
(25.5%) of Head teachers indicating that their 
school programmes did not have provision for 
learners who require individualized learning. 
This runs counter to the provisions of SDG 4 that 
commits countries to ensure inclusive and equitable 
quality education and promote lifelong learning 
opportunities for all.

Figure 5.20b shows that individualized learning 
largely took place after classes (after 3:10 pm) 
as reported by 77.1% of the Head teachers. It 
is, however, significant to note that substantial 
percentages of Head teachers reported that 
individualized learning took place before 8:00 
am and during lunch break at 44.4% and 41.5% 
respectively. This is likely to lead to fatigue and 
adversely affect learning outcomes.

5.3.11 Guidelines for Assessment

The study sought to find out if schools had guidelines 
for assessment. The findings are presented in Figure 
5.21.

Figure 5.21: Guidelines for Assessment

From Figure 5.21, it can be observed that almost 
all (95.9%) of the schools had guidelines for 
assessment.

5.3.12 Assessment in Schools

The study further sought to find out how frequently 
the types of assessment presented in Table 5.7 
were administered. The findings are presented in 
Table 5.7. 

Table 5.7: Forms of  Assessment

Type of assessment
Daily 

(%)

Weekly 

(%)

in two weeks 

(%)

Monthly 

(%)

Once a term 

(%)

Homework 93.9 5.6 0.5 0.0 0.0

CATs 1.8 24.7 34.5 32.5 0.7

internal Examinations 0.0 0.9 7.2 60.6 6.0

External Joint 

Examinations
0.0 0.0 0.6 6.6 67.2
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Table 5.7 shows that schools regularly assess learner 
progress, with the proportion of Head teachers 
reporting to give homework comprising 93.9%. 
Those reporting to administer CATs every two weeks, 
monthly and weekly comprised 34.5%, 32.5% 
and 24.7% respectively. However, the substantial 

percentage (60.6%) of schools indicating to give 
internal examinations monthly is worth noting.  

Head teachers were also asked to indicate the 
persons who develop the assessments presented in 
Table 5.8.

Table 5.8: Development of  Assessments

Type of assessment
Subject Teacher 

(%)

School subject 

panels (%)

inter school subject 

panels (%)

Purchased 

(%)

Homework 99.0 0.8 0.0 0.2

CATs 45.5 42.6 2.7 9.2

internal Examinations 3.4 55.6 11.9 29.1

External Joint Examinations 3.2 0.0 57.0 39.8

Table 5.8 shows that homework and CATs 
were mostly developed by subject teachers as 
reported by 99.0% and 45.5% of the Head 
teachers respectively. On the other hand, internal 
examinations and external joint examinations were 
mostly developed by school subject panels and 
inter-school subject panels as reported by 55.6% 
and 57.0% of the Head teachers respectively. 
Important to note is the considerable percentage 
of Head teachers who reported that external joint 
examinations (39.8%) and internal examinations 
(29.1%) were purchased. This is in concordance with 
the findings of the teachers where 39.1% of them 
reported that commercial tests were frequently 
used. Commercially sourced assessments are likely 
not to give authentic tasks and hence may lack 
reliability and validity. 

Further, Head teachers were asked to indicate 
how often the results from the aforementioned 
assessments were analysed and discussed. Figure 
5.22 presents the findings.

Figure 5.22: Analysis of  Assessments

Figure 5.22 points to regular analyses and reporting 
on learner progress, with 60.1% of Head teachers 
indicating that their schools analysed and discussed 
results of assessment monthly. Those reporting to 
analyze and discuss these results twice a term, once 
a term and every two weeks comprised 27.4%, 
14.1% and 13.4% respectively. 

5.3.13 Language used by Pupils in School 

Head teachers were asked to indicate the main 
language used by pupils in the school. The findings 
are presented in Figure 5.23.

Figure 5.23: Main Language used by Pupils in the 

School

Figure 5.23 shows that English was the main 
language used by pupils in schools as evidenced by 
the more than half (56.5%) of the Head teachers 
reporting this. Those reporting that Kiswahili was 
the main language used by pupils comprised 
37.7%, while those reporting mother tongue or 
the language of the catchment area as the main 
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language used by pupils constituted 5.8%. From the 
foregoing, it can be argued that the considerable 
proportion of pupils using English in the school set 
up accords them an opportunity to develop their 
language skills, bearing in mind that English is the 
language of instruction at this level, and also one 
of the official languages in Kenya. The substantial 
percentage (37.7%) of pupils using Kiswahili is 
equally significant since Kiswahili is not only the 
national language but also one of the official 
languages in Kenya. It is also notable that although 
the proportion of learners using mother tongue or 
the language of the catchment area is small, this 
is appropriate for informal interactions and aids 
the promotion of indigenous languages as per the 
provision of the Constitution of Kenya (2010) which 
commits the state to promote the development and 
use of indigenous languages.

5.3.14 Enrollment at Classes 5, 6 and 7

The study sought to establish pupil enrolment in 
school for Classes 5, 6 and 7. The findings are 
tabulated in Table 5.9.

Table 5.9: Enrolment for Classes 5, 6 and 7

Gender/
Class

Class 5 Class 6 Class 7

2016 
(means)

2017 
(means)

2018 
(means)

Boys 40.5 40.9 38.3
Girls 38.2 38.1 36.7
Total 79.8 78.1 74.8

From Table 5.9, it is observable that, on average, 
79 pupils were enrolled in Class 5 in 2016 against 
74 who were enrolled in Class 7 in 2018. More 
boys (40) than girls (38) were enrolled in Class 
5 compared to the 38 and 36 enrolled in Class 
7 respectively. From the foregoing, it is notable 
that, on average, at Class 7, 5 pupils have either 
dropped out of school or repeated a class. 

5.3.15 Pupil Dropout

Head teachers were asked to indicate whether 
their schools experienced pupil dropout in Class 
7. Further, Head teachers were asked to give the 
reasons for pupils dropping out of school. The 
findings are presented in Figure 5.24.

Figure 5.24:  Pupil Dropout

Figure 5.24 reveals prevalence of pupil drop out 
as evidenced by the 77.7% of the Head teachers 
reporting that their schools had experienced cases 
of pupil dropout in Class 7. 

Further, Head teachers were asked to give the 
reasons for pupil drop out. The findings are 
presented in Table 5.10.

Table 5.10: Reasons for Pupil Dropout

Reasons
Common 

(%)
Rarely 

(%)
Not  at 
all (%)

Poverty 58.7 31.4 9.9

Sickness of 
pupil

11.3 68.7 20.0

Domestic 
responsibilities

49.3 40.2 10.5

Child labour 24.7 45.3 30.0

Truancy 40.2 52.5 7.3

Low academic 
achievement

19.6 57.6 22.8

 Early marriage 22.9 48.9 28.2
Alcohol,Drug 
& Substance  
abuse

13.2 42.6 44.2

Pregnancy 22.7 58.6 18.7

Disability 
related 
challenges

5.3 39.6 55.1

Cultural aspects 19.4 39.4 41.2

Radicalization/ 
Extremism

0.8 18.8 80.4

fear of 
punishment

2.8 32.6 64.6

From Table 5.10, it is evident that poverty, 
domestic responsibilities and truancy were the 
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5.3.17 Means of Class Repetition in 2018

Head teachers who indicated that there were 
learners who had repeated a class were asked to 
indicate the number of boys and girls pupils who 
repeated in 2018. 

Table 5.11: Number of  Boys and Girls Repeating 

Classes 6, 7 and 8

Gender/
Class

Class 6 Class 7 Class 8

Boys 2.6 3.5 1.6
Girls 2.5 3.1 1.5
Total 4.9 7.0 2.1

Table 5.11 shows that, on average, 4 pupils 
repeated Class 6 while 7 and 2 pupils repeated 
Class 7 and 8 respectively. From the foregoing, it 
is evident that class repetition is more prevalent at 
Class 7, with an equal number of boys and girls 
repeating at this level. 

5.3.18   Reasons for Class Repetition

In addition, Head teachers were asked to give 
the reasons for class repetition. The reasons are 
presented in Figure 5.26.

common reasons for pupil drop out as reported by 
58.7%, 49.3% and 40.2% of the Head teachers 
respectively. It is also significant to note that child 
labour, early marriage and pregnancy are common 
reasons for pupil drop out as reported by 24.7%, 
22.9% and 22.7% of Head teachers respectively. 

5.3.16 Class Repetition

Head teachers were asked to indicate whether 
learners repeated classes in their schools. The 
findings are presented in Figure 5.25.

Figure 5.25: Pupil Class Repetition

Figure 5.25 shows prevalence of class repetition 
with more than half (51.5%) of the Head teachers 
indicating that learners had repeated classes in 
their schools. 

 

 Figure 5.26:   Reasons for Class Repetition

From Figure 5.26, it is evident that demand by 
parents was the most prevalent reason for class 
repetition, with 74.8% of the Head teachers citing 
requests by parents as a reason for class repetition. 
It is also significant to note that low academic 
achievement and truancy impact upon learner 
transition as evidenced by the 23.9% and 23.6% of 

the Head teachers citing these as reasons for class 
repetition. Of concern also is the 1.7% of the Head 
teachers citing decision by teachers/Head teachers 
as reason for class repetition. This is despite the 
provision of Section 35(2) of the Basic Education 
Act (2013) that no pupil admitted in a school shall 
be held back in any class. 
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5.4 School Management

5.4.1 Management Courses Attended

Head teachers were asked to indicate whether they 
had attended the courses listed Table 5.12.

Table 5.12: Attendance of  Management and 

Leadership Courses

Course Percentage

Curriculum implementation 86.1
Management and Leadership 87.4
Financial management 76.4
Human Resource Management 68.8
TPAD 84.1
ICT Integration 83.0
Guidance and counseling 72.8
Special Needs Education 

Mainstreaming
44.8

 HIV & AIDS 79.1
Life Skills Education 56.4

From Table 5.12, it is notable that substantial 
percentages of Head teachers had attended 
capacity building courses, with those reporting to 
have attended management and leadership course 
leading at 87.4%, followed by those who had 
attended courses on curriculum implementation, and 
TPAD at 86.1% and 84.1% respectively. However, 
the considerable percentage (55.2%) of the Head 
teachers who indicated not to have attended a 
course on Special Needs Education mainstreaming 
is worth noting. This may impact negatively on 
implementation of inclusive education.

5.4.2 functional Board of Management (BoM)

Head teachers were asked to indicate whether 
their schools had functional BoMs. The findings are 
presented in Figure 5.27. 

Figure 5.27: Functional Board of  Management (BoM)

From Figure 5.27, it is observable that almost all 
(95.1%) of the schools had functional BoMs. However, 
there is still a percentage (4.9%) of schools which 
do not have functional BoMs. This is worth noting as 
BoM, according the Basic Education Act (2013), are 
mandated to promote basic interest of the institution, 
ensure its development, promote quality education 
for all pupils, and ensure provision of proper and 
adequate facilities, as well as ensuring safety and 
discipline in schools. 

5.4.3 Availability of Strategic Plan

Head teachers were also asked to indicate if their 
schools had a Strategic Plan. Figure 5.28 presents 
the findings.

Figure 5.28: Availability of  Strategic Plan

Figure 5.28 shows that majority (84.9%) of the 
schools had a Strategic Plan. However, a sizable 
percentage (15.1%) did not have any. It is notable 
that a Strategic Plan, as noted in Ndegwah (2014) is 
an important tool in school management as it guides 
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the school management in planning, determining 
school needs, prioritizing those needs, preparing an 
action plan, the  implementation and  monitoring 
of the action plan. Further, Ndegwah indicates that 
a Strategic Plan enables the school management 
to anticipate and embrace challenges, make timely 
response to challenges, and increase speed of 
implementation of an action plan.

5.4.4 functional Pupils’ Council

Head teachers were also asked to indicate whether 
their schools had functional Pupils’ Councils. Figure 
5.29 presents the findings.

Figure 5.29: Functional Pupils’ Council

Figure 5.29 indicates that majority (91.8%) of the 
schools had functional Pupils’ Councils. However, 
8.2% did not have. Lack of Pupils’ Councils in 
schools is worth noting since, as reported by Kyalo 
(2017), Students’ Councils are key in dealing 
with indiscipline cases when involved in decision 
processes, in the implementation of school rules and 
they also act as a link of communication between the 
school administration and the pupils. Kyalo further 
notes that presence of Students’ Councils ensures 
that students feel accommodated as they build a 
sense of belonging to the school.

5.4.5  implementation of Legal and Policy 
Documents

Head teachers were further asked to indicate the 
availability of, and the extent to which their schools 
had implemented the Legal and Policy Documents 
listed in Table 5.13.

Table 5.13: Implementation of  Legal and Policy Documents

Legal/Policy document
Availability implementation 

Yes (%)
Large extent 

(%)
Some extent 

(%)
Not at all 

(%)

Basic Education Act 95.0 52.8 46.6 0.6

TSC Code of Regulations 98.8 75.9 23.9 0.2

Children’s Act 84.7 60.9 34.0 5.1

School Safety & Health Manual 80.6 38.4 50.2 11.4

Public Health Act 56.1 32.8 44.6 22.6

Education and Training Sector Gender Policy 61.9 42.7 38.3 19.0

Procurement Act 81.8 50.3 37.6 12.1

KNEC Act 75.6 65.4 22.3 12.3
Sector Policy for Learners and Trainees with 
Disabilities

25.0 10.9 41.0 48.1

Table 5.13 shows that critical legal and policy 
documents are neither available nor implemented 
in some schools. For instance, 75.0% of the Head 
teachers reported that their schools did not have 
the Sector Policy for Learners and Trainees with 

Disabilities, while 43.9% and 38.1% reported 
that their schools did not have Public Health Act 
and Education and Training Sector Gender Policy 
(2015) documents respectively. Of concern are 
the percentages of Head teachers reporting 
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that they had not implemented at all the specific 
policy documents. For instance, 48.1% of the 
Head teachers indicated that their schools had not 
implemented the Sector Policy for Learners and 
Trainees with Disabilities. In addition, 22.6% and 
19.0% of the Head teachers reported that their 
schools had not implemented the Public Health Act 
and Education and Training Sector Gender Policy 
(2015) respectively. Non-availability of specific 
documents in school is likely to affect management 
of schools, learning outcomes, as well as access to 
inclusive quality education. 

5.4.6 Attendance of Parents’ Meetings

Mudibo (2014) notes that frequency of parents’ 
meetings is likely to have a positive impact on student 
academic achievement. Head teachers were asked 
to indicate who mostly attended parents’ meetings 
in their schools. The findings are presented in Table 
5.14.

Table 5.14: Attendance of  Parents’ Meetings

 Person Yes (%) No (%)

Father 5.4 94.6

Mother 97.6 2.4

Siblings 2.1 97.9

Grandparents 12.2 87.8

Other relatives 3.6 96.4

Guardians 10.9 89.1

Table 5.14 shows that mothers are much more 
involved in school meetings than fathers, with 
97.8% of Head teachers reporting that mothers 
mostly attended parents meetings against the 5.4% 
who reported that fathers mostly attended such 
meetings. 

5.4.7 Delegation of Responsibilities 

Head teachers were further asked to state how 
often they delegated specific responsibilities in their 
schools. The findings are presented in Table 5.15.

Table 5.15: Delegation of  Responsibilities

 Role 
Often 
(%)

Rarely 
(%)

Not at 
all (%)

financial 
transactions

26.6 45.5 27.9

Discipline of 
pupils

53.7 11.3 35.0

Supervision of 
projects

36.1 36.7 27.2

Supervision of 
teaching and 
learning

43.9 27.7 28.4

BoM Secretary 29.1 39.0 31.9

Organization of 
meetings/events

31.1 42.5 26.4

Attendance of 
meetings 

23.1 58.3 18.6

Attending to 
visitors 

29.6 46.3 24.1

Admission of 
pupils

32.7 43.8 23.5

Co-curricular 
activities

45.7 17.8 36.5

From Table 5.15, it is evident that a considerable 
percentage of Head teachers often delegated 
responsibility in areas such as discipline of pupils 
(53.7%), co-curricular activities (45.7%) and 
supervision of teaching and learning (43.9%). 
However, substantial percentages of the Head 
teachers reported that they did not delegate 
responsibilities at all in areas such as co-curricular 
activities (36.5%), discipline of pupils (35.0%) and 
BoM secretary (31.9%).  Lack of delegation by Head 
teachers does not promote succession management 
and as Haydar. (2013) notes, delegation is 
important as it mentors, develops and encourages 
other teachers to learn how to accomplish various 
school leadership tasks. 

5.4.8  frequency of Conducting Assessments in 
School

Head teachers were also asked to indicate how 
many times the assessments specified in Table 5.16 
were conducted in their schools in 2018.
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Table 5.16: Frequency of  Conducting Assessments in 

Schools

Type of 
assessment

frequency

M
or
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e 

tim
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 (
%

)
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tim

es
 (

%
)

Tw
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tim
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 (
%

)
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(%

)

N
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(%

)

Standards 
(Routine)

26.0 19.8 18.3 20.9 15.0

TPAD 23.0 29.9 10.0 20.5 16.6
Advisory 19.6 21.2 23.5 21.4 14.3
investigative 26.1 5.3 5.9 18.7 44.0
follow-up 20.2 16.6 14.4 24.7 24.1

Table 5.18 reveals that there have been efforts 
to assess schools in specific areas, with 26.1%, 
26.0%, and 23.0% of the Head teachers reporting 
to have been assessed more than three times 
through investigative, standard (routine) and TPAD 
respectively. Those reporting that follow up and 
advisory assessments were done more than three 
times constituted 20.2% and 19.6% respectively. 
The percentage (16.6%) of Head teachers reporting 
not to have been assessed on TPAD is worth noting. 
TPAD, as stated in the Teachers’ Service Commission 
Code of Regulations (2015), is key in strengthening 
supervision and continuous monitoring of the 
performance of teachers in the maintenance of the 
teaching standards at the school level. As stated 
elsewhere in this report, TPAD allows teachers to 
participate in evaluating their own performance 
and initiate their professional development.  

5.4.9 Assessments by Officers

Head teachers were further required to indicate 
the number of times they had been assessed by the 
officers specified in Table 5.17 in 2018.

Table 5.17: Frequency of  Assessments by Officers

Officer

frequency of assessment in 
2018 (%)

4 and 
above

3 2 1 0

CSO 29.3 36.1 17.0 11.0 6.6

DQASO 2.6 5.9 14.6 36.5 40.4

Officers from 

Sub-County
5.7 11.0 18.1 34.4 30.8

Officers from 

County
2.0 1.9 7.5 25.3 63.3

Officers 

from MoE 

Headquarters

1.3 1.9 3.9 20.1 72.8

Officers 

from TSC 

Headquarters

1.1 1.4 4.5 11.6 81.4

From table 5.17, it is evident that Head teachers 
receive support on curriculum implementation 
at school level, with 36.1% , 29.3% and 17.0% 
of them reporting that they had been visited by 
the CSOs three, four times and above, and two 
times respectively. It is also observable that the 
frequency of visits by DQASOs is relatively low 
with majority of Head teachers (36.5%) reporting 
that they were visited only once by DQASOs in 
2018. Worth noting is the percentage of Head 
teachers (40.4%) reporting that they had not been 
assessed by DQASOs. According to the National 
Education Sector Programme (2013-2018), the 
DQAS is charged with the responsibility of ensuring 
adherence to quality standards in schools by 
conducting standard assessments. This encompasses 
all areas of management and curriculum delivery, 
specifically overseeing syllabus coverage, 
curriculum implementation, financial accounting and 
auditing, as well as overall instructional leadership. 
It is, therefore, significant that DQASOs regularly 
visit schools. Equally significant to note are the high 
percentages of Head teachers reporting that they 
were not assessed by officers from TSC (81.4%) and 
MoE Headquarters (72.8 %). This has implications 
on Head teachers’ performance. 
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5.4.10 financial Management

Head teachers were further asked to indicate 
whether their schools’ books of accounts had been 
audited in 2018, and whether their schools got 

feedback/reports after the assessments and audit. 
Those who responded in the affirmative were asked 
if they discussed the reports with their staff and 
BoM. Figure 5.30 presents the findings.

  

            

    

  Figure 5.30: Financial Management

Figure 5.30 shows that there is evidence of school 
audit visits in 2018. However, more than half 
(56.5%) of the Head teachers reported that their 
school books of accounts had not been audited in 
2018. This is of concern as the Basic Education Act 
(2013) commits the County Directors of Education to 
facilitate auditing of all basic education institutions in 
the county. Lack of regular auditing can compromise 
transparency and accountability. Further, majority 
(83.4%) of the Head teachers reported that their 
schools got feedback reports after assessment 
and that the reports were discussed with staff 
and BoMs as reported by 85.9% of the Head 
teachers. However, it is observable that a notable 
percentage (16.6%) of Head teachers reported 
that they had not received feedback on assessment 
and audit reports. This is likely to hinder application 
of best practices in financial management. It is also 
notable that 14.1% of the Head teachers reported 
that they did not discuss feedback reports with their 
staff and BoMs. This points to lack of transparency 
and accountability.  

5.4.11 School integrity

Head teachers were further asked to indicate 
how they ensured integrity in their schools. Their 
responses are presented in Table 5.18.

Table 5.18: Practices that Promote Integrity

Practice %
Open tender    73.4
Disclosure of funds received 80.7

Maintenance of books of accounts    87.1

Inventory of school resources   79.1
Adherence to examination 

regulations 
90.0

Table 5.18 shows that Head teachers largely 
adhered to practices that promote integrity, with 
90.0%, 87.1%, and 80.7% indicating that they 
adhered to examination regulations, maintenance of 
books of accounts and disclosure of funds received 
respectively. Those that reported to uphold inventory 
of school resources and open tender constituted 
79.1% and 73.4% respectively. However, 10.0% 
of the Head teachers reported that they did not 
uphold integrity in examination regulations. This 
is worth noting as it undermines credibility of 
examinations. It is also worth noting that 26.6% 
of the Head teachers indicated that their schools 
did not uphold open tender practice. This is despite 
the provision of the Public Procurement and Asset 
Disposal Act (2015) that open tendering shall be 
the preferred procurement method for procurement 
of goods, works and services.
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5.4.12 Security in Schools

Head teachers were further asked to indicate how the forms of insecurity listed in Figure 5.31 were likely to 
affect learning in their schools. 

 

 Figure 5.31: Security in schools

From Figure 5.31, it is observable that robberies, 
political instabilities and illegal gangs were the 
most likely forms of insecurity to affect learning 
as reported by 35.4%, 25.8%, and 18.7% of the 
Head teachers respectively. The percentages of 
Head teachers reporting that terrorism (5.7%) and 
radicalization and extremism (5.2%) were likely 
to affect learning is worth noting as school going 
children are vulnerable to these kind of insecurities. 

5.4.13 forms of Calamities/Disasters that affect 
Learning in Schools

Head teachers were also asked to indicate how the 
forms of calamities/disasters listed in Figure 5.32 
were likely to affect learning in their schools. 

  

  Figure 5.32: Forms of  Calamities/disasters Likely to Affect 

Figure 5.32 reveals that drought, strong winds and 
floods were the most likely calamities to affect 
learning in schools as reported by 56.4%, 35.9% 
and 19.3% of the Head teachers respectively.  
The high percentage of Head teachers reporting 

drought as the most likely disaster to affect learning 
in school calls for stakeholders to enhance School 
Feeding Programme so as to mitigate the effects 
of drought. The notable percentage (16.6%) of 
Head teachers reporting jigger infestation as one 
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of the most likely disaster to affect learning in 
schools points to the need for the school community 
to ensure that the school environment remains clean 
and healthy. 

Table 5.19: Teacher Performance

factors Often (%) Rarely (%) Not at all (%)

Poor time management 17.8 72.8 9.4
Chronic absenteeism 11.7 40.2 48.1
Negligence of duty 6.7 41.8 51.5
Examination irregularities 2.8 10.1 87.1
indecent dressing 3.4 26.1 70.5
Pupil absenteeism 38.7 57.6 3.7
Skipping of classes by teachers 5.7 59.8 34.5
insubordination 3.4 30.4 66.2
Radicalization /cultism 3.2 12.5 84.3
Poor personal financial management 3.8 43.1 53.1
Alcohol abuse 5.3 24.7 70.0
Teacher transfers 18.9 64.3 16.8
Receiving calls in class 10.0 39.1 50.9
Sexual harassment of pupils 4.4 11.8 83.8
Sickness 19.0 71.1 9.9
Political engagements 69.2 24.0 6.8
Domestic crisis 14.1 53.5 32.4
insecurity 6.7 34.1 59.2
Natural  calamities 37.1 54.2 8.7
Drug and substance abuse 8.5 37.2 54.3
inadequate teachers 54.2 35.4 10.4

5.5 School Discipline

5.5.1 Teacher Performance

Head teachers were further asked to indicate 
how often the factors listed in Table 5.19 affected 
teacher performance in their schools.

Table 5.19 shows that the factors that mostly 
affected teacher performance were political 
engagement, inadequate teachers, pupil 
absenteeism and natural calamities, with 69.2%, 
54.2%, 38.7% and 37.1% of the Head teachers 
reporting that these factors often affected teacher 
performance. Significant to note also are the 
percentages of Head teachers reporting that 
chronic absenteeism (11.7%), receiving calls in class 
(10.0%), negligence of duty (6.7%) and skipping 
of classes by teachers (5.7%) as factors that often 
affect teacher performance. These factors are 
forms of indiscipline. 

5.5.2  Methods of Enforcing Discipline among 
Teachers

Head teachers were further asked to indicate how 
often their schools used the methods of enforcing 
discipline listed in table 5.20.
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Table 5.20: Methods of  Discipline Enforcement among Teachers

Method Often %      Rarely %     Not at all  %    
Guidance and counseling 91.8 7.9 0.3
Warning 60.6 38.2 1.2
Mentoring 88.9 10.6 0.5
Role modeling 89.1 9.2 1.7
Using suggestion box 13.8 51.5 34.7
Maintaining Attendance registers 95.6 4.1 0.3
Reporting to higher authorities 19.3 60.9 19.8
Referring for Rehabilitation 1.6 17.8 80.6
Reporting for Surcharging for damage 3.7 28.4 67.9

From table 5.20, it is evident that schools have 
devised ways of enforcing discipline among 
teachers. The most often used methods in enforcing 
discipline among teachers are maintaining 
attendance registers, guidance and counseling and 
role modeling as reported by 95.6%, 91.8% and 
89.1% of the Head teachers.

5.5.3 Effect of Pupil indiscipline on Learning

Head teachers were also asked to indicate how 
often the forms of indiscipline listed in Table 5.21 
affected learning among pupils.

Table 5.21: Effects of  Indiscipline on Learning

forms of  indiscipline Often  (%) Rarely  (%) Not at all (%)
Noise making 35.1 62.6 2.3
fighting 12.7 66.1 21.2
Lateness 30.5 65.5 4.0
Truancy  27.6 61.1 11.3
Disobedience 19.0 66.0 15.0
Drug / substance abuse 9.2 27.0 63.8
Alcohol abuse 9.9 22.1 68.0
Use of abusive language 13.3 55.3 31.4
Use of mobile phones in school 7.0 18.6 74.4
illicit relationships 12.8 35.0 52.2
Stealing 12.2 58.6 29.2
Bullying 7.9 40.9 51.2

From Table 5.21, it is observable that noise making, 
lateness and truancy were the forms of indiscipline 
which most often affected learning as reported by 
35.1%, 30.5% and 27.6% of the Head teachers 
respectively. 

5.5.4 Methods Often used to Enforce Discipline 
among Pupils in Schools

Head teachers were further asked to indicate how 
often the methods listed in Table 5.22 were used to 
enforce discipline among pupils.
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Table 5.22: Methods often used to Enforce Discipline among Pupils in Schools

Method Often  (%) Rarely % Not at all %     

Warning 85.4 14.6 0.0
Manual work 20.6 52.3 27.1
Guidance and counseling 98.2 1.8 0.0
involvement of parents 82.3 17.7 0.0
Mentoring and nurturing 83.7 15.4 0.9
Role modeling 86.7 11.9 1.4
Use of Suggestion Box 19.0 46.1 34.9
Withdrawal of privileges 14.9 53.3 31.8
Suspension 2.1 35.0 62.9
Corporal punishment 2.0 10.2 87.8
Expulsion 0.0 6.6 93.4
Surcharging pupils for damage 11.1 48.8 40.1

From Table 5.22, it is evident that schools have 
instituted internal methods of enforcing discipline 
among pupils, with 98.2% of the Head teachers 
reporting that they often used guidance and 
counseling, followed by those reporting that they 
used role modeling, warning, and mentoring and 
nurturing at 86.7%, 85.4% and 83.7% respectively. 
Parental involvement was also cited by 82.3% of 
the Head teachers as one of the methods often 
used to enforce discipline.  It is, however, significant 
to note that corporal punishment was reported by 

2.0% of the Head teachers as a method often used 
to enforce discipline despite the provisions of the 
Basic Education Act (2013) which ban the practice. 

5.5.5 Guidance and Counseling Departments in 
Schools

In addition, Head teachers were asked to indicate 
whether they had Guidance and Counseling 
departments in their schools and who headed the 
department. Figure 5.33 presents the findings.

               

 

 Figure 5.33: Guidance and Counseling Department
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Figure 5.33 shows that almost all (98.8%) of schools 
had Guidance and Counseling department. It is, 
however, worth noting that 44.1% of the Guidance 
and Counseling departments were headed by 
teachers who were not professional counselors. This 
points to inadequacy of professional counselors in 
schools, yet guidance and counseling was reported 
as one of the most often (98.2%) used method of 
enforcing discipline in schools. It is also important 
to note that 19.3% of the Head teachers reported 
that they were in charge of the Guidance and 
Counseling department. This is likely to compromise 
the guidance and counseling process as pupils may 
not be willing to disclose their concerns to Head 
teachers given the administrative position of the 
Head teacher.

5.5.6 Effectiveness of Guidance and Counseling

Head teachers were further asked to rate the 
effectiveness of Guidance and Counseling 
department during the year preceding the study. 
Figure 5.34 presents the findings.

Figure 5.34: Effectiveness of  Guidance and Counseling

From Figure 5.34, it is evident that more than half 
(57.2%) of the Head teachers rated guidance and 
counseling services as fairly effective, while 42.8% 
rated them as ineffective. None of them rated 
guidance and counseling as effective, yet it was one 
of the method most preferred methods of enforcing 
discipline as also reported elsewhere in this report 
by 98.2% of the teachers.

5.6. Special Needs in Education

5.6.1 Pupils with Special Needs and Disability

Head teachers were asked whether they had pupils 
with the types of special needs and disabilities 
listed in Table 5.23. 

Table 5.23: Pupils with Special Needs and Disability

Categories of Disabilities Yes (%) No (%)

visually impaired 34.3 65.7
Hearing impaired 35.3 64.7
Physically challenged 46.0 54.0
Autism 12.6 87.4
Mentally handicapped 37.2 62.8
Gifted and Talented 27.5 72.5
Albinism 6.0 94.0
Multiple disability 6.7 93.3

From Table 5.23, it is observable that pupils with 
special needs and disabilities are integrated in 
regular primary schools. The most prevalent form 
of disability is physical challenge as reported by 
46.0% of the Head teachers.  Head teachers who 
reported that they had mentally handicapped, 
hearing impaired, visually impaired, and gifted and 
talented pupils in their schools comprised 37.2%, 
35.3%, 34.3% and 27.5% respectively.

5.6.2  Enhancing inclusivity in Schools

In addition, Head teachers were asked to indicate 
the available facilities that enhanced inclusivity in 
their schools. The findings are presented in Table 
5.24. 

Table 5.24: Facilities enhancing Inclusivity in School

facilities
Yes 

(%)
No (%)

Relevant assistive devices 11.7 88.3

Assistive technology 6.3 93.7

Adapted toilets/ latrines 20.7 79.3

Compound markers 5.6 94.4

Expanded doors 19.6 80.4

Expanded classroom space 24.9 75.1

Adapted paths/walkways/

rails
15.1 84.9

Adapted chairs/beds/desks 7.9 92.1

Gated/fenced compound 48.6 51.4

Adapted play and learning 

materials
15.6 84.4

vocational training 

materials/equipment
7.4 92.6

Ramps 34.3 65.7
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Table 5.24 shows that schools have minimally put 
in place facilities that enhance inclusivity. This is 
evidenced by, for instance, the high percentages 
of Head teachers reporting that there are no 
compound markers (94.4%), assistive technology 
(93.3%), Vocational training materials/equipment 
(92.6%), and adapted chairs/beds/desks (92.1%). 
Further, it is notable that there are high percentages 
of Head teachers reporting that there are no 
adapted paths/walkways/rails, expanded doors, 
adapted toilets/latrines at 84.9%, 80.4%, and 
79.3% respectively. This is despite the provision 
of the Basic Education Act (2013) which commits 
the Cabinet Secretary to ensure every special 
school or educational institution with learners with 
special needs is provided with appropriate trained 
teachers, non-teaching staff, learning materials and 
equipment suitable for such learners. 

5.6.3 Teachers Trained to Support Learners with  
Special Needs

Head teachers were further asked to indicate 
whether there were trained teachers in their schools 
to support learners with special needs. 

Figure 5.35: Teachers Trained To Support Learners 

with Special Needs

From Figure 5.35, it is observable that more than 
half (56.9%) of the schools did not have trained 
teachers to support learners with special needs and 
disabilities. This indicates a gap in staffing and is 
likely to affect learning outcomes of this category 
of learners. 

5.6.4 Distance from School to Educational 
Assessment Resource Centre (EARC)

In addition, Head teachers were asked to indicate 
how far their schools were from EARCs. The findings 
are presented in Figure 5.36. 

Figure 5.36: Distance from EARC

Figure 5.36 shows that a notable percentage 
(16.7%) of the Head teachers reported that there 
were no EARCs in their zones. It is also notable that 
some of the EARCs are very far from the schools. For 
instance, 20.6% and 12.5% of the Head teachers 
reported that EARCs were over 20 kilometers and 
16 to 20 kilometres from their schools respectively. 
The foregoing has implications on the assessment 
placement and support of pupils with special needs 
and disabilities.

5.6.5 Use of Educational Assessment and 
Resource Centres (EARCs)

The study further sought to find out how often schools 
made use of the EARCs. Figure 5.37 presents the 
findings.

Figure 5.37: Use of  EARCs

From Figure 5.37, it is observable that a 
considerable percentage (31.6%) of the schools 
did not make use of EARCs. In addition, close to half 
(49.8%) of Head teachers reported that they rarely 
made use of the EARCs. Only a small percentage 
(18.6%) of the schools were reported to make use 
of the EARCs. This could partly be explained by 
the distances between the schools and the EARCs. 
It could also indicate lack of awareness of the 
importance of the EARCs. 



Early gradE mathEmatics assEssmEnt (Egma) EndlinE study

131131131131131

5.7 Hiv and AiDS

5.7.1 Level of Hiv and AiDS Awareness in the 
Schools

Head teachers were further asked to indicate the 
level of awareness on HIV and AIDS in their schools. 
The findings are presented in Figure 5.38.

Figure 5.38: Level of  Awareness HIV and AIDS in the 

School

Figure 5.38 shows that majority 62.6% of the 
schools have high levels of awareness on HIV 
and AIDS. However, a considerable percentage 
(34.6%) of the Head teachers reported low levels 
of awareness. This is despite the provisions of 
Education Sector Policy on HIV and AIDS (2013) 
that commits the government to facilitate access to 
relevant and age-appropriate information on HIV 
and AIDS, alcohol and substance abuse for learners 
at all levels.  

5.7.2 Methods used to Create Hiv Awareness in 
Schools

Head teachers were asked to indicate the methods 
used to create HIV and AIDS awareness in their 
schools. The findings are presented in Figure 5.39.

Figure 5.39 Methods used to create HIV and AIDS 

Awareness in Schools

Figure 5.39 shows that schools employ various 
methods to create awareness on HIV and AIDS, 

with 69.8% of the Head teachers reporting use 
of Charts on HIV and AIDS, followed by those who 
use resource persons, talks and presentations at 
63.1%. Head teachers reporting use of clubs and 
societies, media programmes and partnerships and 
VCT centres comprised 47.4%, 17.0% and 11.8% 
respectively. 

5.7.3 Mechanisms for Supporting Learners and 
Staff Living with Hiv and AiDS

Head teachers were also asked to indicate the extent 
to which they had implemented the mechanisms 
listed in Table 5.25 to support learners and staff 
affected and infected with HIV and AIDS.   

Table 5.25: Mechanisms for Supporting Learners and 

Staff  Affected and Infected with HIV and AIDS in 

Schools

Mechanism
Large 
Extent 
(%)

Some 
Extent 
(%)

Not at 
all (%)     

Creating 
Awareness on Hiv 
and AiDS

60.3 36.1 3.6

Guidance and 
Counseling    

59.1 37.0 3.9

Guidance on Proper 
nutrition

27.9 56.5 15.6

Partnership to get 
Medication

18.9 45.3 35.8

inclusivity/
Hiv and AiDS 
Mainstreaming

38.6 39.4 22.0

free interactive 
environment   

52.3 34.9 12.8

Sourcing of 
protective devices

6.8 33.8 59.4

From Table 5.25, it is notable that schools use various 
methods to support learners and staff affected and 
infected with HIV and AIDS, with 60.3%, 59.1% and 
52.3% of the Head teachers reporting that schools 
to a large extent used creation of awareness on 
HIV and AIDS, guidance and counseling, and free 
interactive environment respectively. The relatively 
high percentages of Head teachers reporting that 
their schools did not use sourcing of protective 
devices (59.4%), partnership to get medication 
(35.8%) and inclusivity/HIV and AIDS mainstreaming 
(22.0%) is worth noting. The Education Sector Policy 
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on HIV and AIDS (2013) has provisions for care of 
the infected and affected, through strategies such 
as establishment of appropriate linkages, networks 
and referral systems for comprehensive care and 
support, strengthening of institutional health facilities 
and provision of ARVs and nutritional support.

SECTiON B: SCHOOL CHARACTERiSTiCS
This section presents findings on information 
gathered through the School Observation Schedule 
regarding school characteristics. This information 
is meant to complement the one provided by the 
Head teacher.

5.8 Disclosure and feedback of information
The study sought to find out levels of disclosure and 
feedback of information in schools. The findings are 
presented in Table 5.26. 

Table 5.26: Disclosure and Feedback of  Information

Displayed
Availability

Yes (%) No (%)

Notice boards 72.4% 27.6%

funds board 40.7% 59.3%

Performance target chart 69.3% 30.7%

Academic trends 87.8% 12.2%

Block/Master timetable 98.2% 1.8%

Complaints/Suggestion 

box
20.4% 79.6%

Subject panels chart 68.2% 31.8%

Teacher’s responsibility 

list
83.0% 17.0%

School registration 

certificate
81.3% 18.7%

Pupils’ leadership list 73.3% 26.7%

Teacher’s duty roster 99.1% 0.9%

Non-teaching staff list 49.4% 50.6%

Table 5.26 shows that schools have put in place 
mechanisms to ensure access to information and 
accountability. For instance, 99.1%, 98.2%, 87.8% 
and 83.0% of the schools were reported to have 
teachers’ duty roster, block/master timetable, 
academic trends, and teachers’ responsibility lists 

respectively. The considerably high percentage 
(79.6%) of schools reported not to have a 
complaints/suggestion box is worth noting. This 
would imply that school administrators do not place 
much value on anonymous feedback from the school 
community. Equally significant to note is the more 
than half (59.3%) of the schools reporting not to 
have funds board. This has implications on fiduciary 
accountability.  

5.9 Availability of School Master/Site Plan
The study also sought to find out whether schools had 
master/site plans. Figure 5.40 presents the findings.

Figure 5.40: Availability of  school master/site plan 

From Figure 5.40, it is observable that majority of 
the schools (54.0%), did not have school master/site 
plans. This contravenes the provisions of the Safety 
Standards Manual for Schools in Kenya (2008) 
that a school site plan should be developed and 
available at all times.

5.10 Security in Schools

5.10.1 School fence
The study sought to find out whether schools had 
fence and whether the entire compound was fenced. 
The findings are presented in Figure 5.41. 

Figure 5.41: School fence 
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From Figure 5.41, it is observable that majority 
(85.6%) of the schools had a fence. It is also 
notable that in majority (80.8%) of the schools, the 
entire compound was fenced. However, the notable 
percentages of the schools which were reported not 
to have a fence (14.4%) and that the compound 
was not entirely fenced (19.2%) is worth noting. 
The Safety Standards Manual for Schools in Kenya 

stipulates that the school should have properly 
demarcated and fenced grounds with a secure gate. 

5.10.2 School Gate
Observation was also made to establish availability 
of facilities that enhance security such as gate 
and entry/exit registration book. The findings are 
presented in Figure 5.42.

  

  Figure 5.42: Availability of  Security Facilities

From Figure 5.42, it is observable that majority 
(71.8%) of the schools had gates. However, majority 
of the gates (66.2%) were not manned. This has an 
adverse effect on school security. It is also notable 
that a large proportion (84.5%) of the schools had 
no sentry rooms. Significant to note also is the more 
than three quarters (87.2%) of the schools which 
did not have entry/exit registration books and the 
85.0% which did not have security checks. This has 
a bearing on the overall security of the institution.

5.11 School Physical infrastructure  

5.11.1 Water and Sanitation

Availability of water in the schools was also 
assessed. The findings are presented in Figure 5.43.

 

Figure 5.43: Availability of  Water in Schools

Although Figure 5.43 shows that majority (79.0%) 
of the schools had water, (21.0%) did not have. 
These findings corroborate the information given 
by Head teachers in which 15.6% had indicated 
that water was unavailable in their schools. This is 
despite the requirement of the Safety Standards 
Manual for Schools in Kenya (2008) for schools to 
reinforce provision of safe water and sanitation with 
health and hygiene promoting education material.

5.11.2 Main Source of Water
Data was also collected on the main source of water 
in the school. The findings are presented in Figure 
5.44. 
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  Figure 5.44: Main Source of  Water

Figures 5.44 shows that the highest percentages 
of schools use rainwater (34.6%) as the main 
source which is an indicator to water harvesting. 
While harvesting of rain water is a commendable 
innovation, these figures are a pointer to the need 
to have other reliable water sources. Tap water and 
borehole are also cited as main sources of water at 
30.6% and 20.0% respectively.

5.11.3 Availability, Adequacy and Maintenance 
of Water Storage facilities and Water Points

The study also sought to find out the availability, 
adequacy and maintenance of water storage 
facilities and water points in schools. The findings 
are presented in Table 5.27.

Table 5.27: Availability, Adequacy and Maintenance of  Water Storage Facilities and Water Points

 Available Adequate Well-maintained

 Yes No Yes No Yes No

Water storage facilities 95.0% 5.0% 55.0% 45.0% 88.3% 11.7%
Water points 81.7% 18.3% 48.2% 51.8% 76.5% 23.5%

Table 5.27 shows that majority of the schools 
had water storage facilities and water points at 
95.0% and 81.7% respectively. These facilities 
were largely well maintained at 88.3% and 
76.5% respectively. However, it is notable that 
these facilities are largely inadequate, with 51.8% 
and 45.0% of the schools being reported to 
have inadequate water points and water storage 
facilities respectively.

5.11.4 Number of Toilets/Pit Latrines and 
Cleanliness

The study further sought to establish the number of 
boys’ toilets, boys’ urinals and girls’ toilets in the 
school and whether the toilets were clean or not. 
The findings are tabulated in Table 5.28.

Table 5.28: Number of  Toilets/Pit Latrines and 

Cleanliness

Toilets/Pit 

latrines

Pupil: Toilet 

Ratio

Cleanliness

Yes No

Boys’ toilets  1:45 80.3% 19.8%

Boys’ urinals  1:191 69.3% 30.8%

Girls’ toilets  1:40 82.9% 17.1%

Table 5.28 shows that largely toilet facilities in 
schools were inadequate, with pupil : toilet ratio of 
1:45 for boys and 1:40 girls This is worth noting 
as the recommended national mean pupil : toilet 
ratio 1:30 for boys and 1:25 for girls. Similarly, the 
30.8% of the schools reported not to have clean 
urinals is worth noting as the Safety Standards 
Manual for Schools in Kenya (2008) commits schools 
to ensure that classes, dormitories, toilets and other 
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physical structures are clean, well maintained, safe 
and properly utilised. 

5.11.5 Waste Management
Observations were made on aspects of waste 
management. The findings are presented in Tables 
5.29. 

Table 5.29: Aspects of  Waste Management

Aspect
Yes 
(%)

No 
(%)

Sufficient litter bins are provided 
in all the Classrooms

18.0 82.0

Sufficient litter bins are provided 
in the Dining hall 

6.0 94.0

Litter bins are strategically 
positioned along  foot paths

10.1 89.9

Waste disposal sites ( composite 
pit/ incinerators) are suitably 
and appropriately located(Away 
from the tuition area)

80.8 19.2

Waste disposal sites are well 
maintained

69.2 30.8

Table 5.29 shows that provision of litter bins 
for waste management in the schools is low. A 
substantially high percentage (94.0%) of the 
schools did not have sufficient litter bins in the dining 
hall. This is worth noting considering the provision 
of the National School Health Policy (2009) that 
where the school has a kitchen, appropriate food 
safety measures and adequate waste disposal 
shall be ensured. It is also significant to note that 
89.9% and 82.0% of the schools did not have 
strategically positioned bins along footpaths and 
bins in the classrooms respectively. This is despite the 
requirement of the National School Health Policy 
(2009) that school management should provide 
sufficient and strategically located litter bins. 

5.11.6 Disposal of Electronic Waste
The study made observations to determine how the 
schools disposed off electronic waste. Table 5.30 
presents the findings.

Table 5.30: Disposing of  Electronic Waste

Method of disposal Percentage 

Electronic waste disposal point 0.9
Buried 12.1
Burned 30.4
Stored 28.0
Disposed-off as scrap 28.6

Table 5.30 shows that the most popular method of 
electronic waste disposal is burning, with 30.4% 
of the schools reporting to use this method. This is 
an unsafe method of disposing electronic waste 
materials, which tend to contain chemicals, and can 
be hazardous to the environment. The considerable 
percentage (28.0%) of schools reported to dispose 
of e-waste through storing is worth noting as storing 
for a long time can cause emissions which are 
harmful.

5.12 Disaster Preparedness

5.12.1 Availability of School Disaster 
Management Plan 

The study sought to establish whether schools 
have disaster management plans. The findings are 
presented in Figure 5.45.

Figure 5.45: Availability of  School Disaster 

Management Plan

Figure 5.45 shows that a notable percentage 
(87.0%) of the schools did not have a disaster 
management plan in place, yet the Education Sector 
Disaster Management Policy (2017) provides for the 
establishment of an inclusive disaster management 
committee and ensure that each learning institution, 
has a contingency plan for disaster management. 

 Yes

  No
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5.12.2 Availability of Disaster Management 
facilities

The study further sought to establish the disaster 
preparedness measures that schools had put in 
place. The findings are presented in Table 5.31.

Table 5.31: Disaster Preparedness Measures

 facility Yes (%) No 
(%)

Fire extinguisher 11.4 88.6
Sand buckets   4.8 95.2
Flash torches 8.4 91.6
Fire blankets 2.9 97.1
Whistles 32.1 67.9
Equipped first aid kit 31.4 68.6

Table 5.31 indicates that schools largely lacked 
basic disaster management facilities. For instance, 
95.2% and 88.6% of the schools were reported 
not to have sand buckets and fire extinguishers 
respectively yet they are recommended as part of 
items in the emergency kit as provided for in Safety 
Standards Manual for Schools in Kenya (2008). 

5.12.3 Marked Emergency Exits and Presence of 
Marked fire Assembly Points

Observations were made on whether the schools 
had marked emergency escape exits in the 
buildings and marked fire assembly points in the 
school compound.  Figure 5.46 presents the findings.

Figure 5.46: Marked Emergency Exits and Presence of  

Marked Fire Assembly Points

As observed from Figure 5.46, majority (96.5%) 
of the schools did not have marked emergency 
escape exits. This implies that most of the pupils are 
at risk in case of hazards such as fire break-out. It 
is also implies that schools are not compliant with 
the safety standards regulations and guidelines in 
regard to maintaining safe physical infrastructure 
as specified in the Safety Standards Manual for 
Schools in Kenya (2008). Significant to note also 
is the 96.1% of the schools which did not have 
marked fire assembly points. It is important to note 
that the Safety Standards Manual for Schools in 
Kenya (2008) emphasises the designation of a fire 
assembly point in schools as both an emergency 
safety and a disaster management measure in all 
learning institutions. 
 
5.12.4 Availability of furniture in the 

Administration Space
The study sought to assess the availability and 
adequacy of administrative space as well as 
sufficiency of furniture in the school administration 
space. The findings are presented in Table 5.32.
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Table 5.32: Furniture in the Administration Space

Administration space
Availability (%) Adequacy (%) Sufficient Furniture (%)

Yes No Yes No Yes No

Head teacher’s office 92.7 7.3 48.0 52.0 37.5 62.5

Deputy head teacher’s office 82.5 17.5 44.0 56.0 35.2 64.8

Senior teacher’s office 35.7 64.3 36.9 63.2 33.1 66.9

Guidance and counseling room 14.9 85.1 28.2 71.8 23.1 76.9

Examination room 27.4 72.6 45.0 55.0 35.4 64.6

Staffroom 87.2 12.8 55.6 44.4 42.0 58.0

Secretary’s office 13.1 86.9 30.0 70.0 31.1 68.9

Accounts office 10.3 89.7 20.6 79.4 18.3 81.8

From Table 5.32, it is observable that essential 
administrative facilities were largely available.  For 
instance, majority (92.7%) of the schools had the 
Head teachers’ office, while 87.2% and 82.5% of the 
schools had staffroom and Deputy Head teacher’s 
office respectively. It is, however, notable that most 
of the administrative space was inadequate. For 
instance, of the schools reported to have Head 
teachers’ office, Deputy Head teachers’ office, 
and staffroom, only 48.0%, 44.0% and 55.0% 
were reported to have adequate administrative 
space.  The considerably high percentage (85.1%) 
of schools reported not to have Guidance and 
Counseling rooms is worth noting, considering 
that guidance and counseling was cited by large 
proportions of teachers and Head teachers as a 
mechanism commonly used to enforce discipline. 
It is also notable that in 76.9%, 66.9%, 64.8% 
and 62.5% of the schools, there was no sufficient 
furniture in the Guidance and Counseling room, 
Senior teacher’s office, Deputy Head teachers’ 
office, and Head teachers’ office respectively. This 
may impact negatively on the ability of the officers 
to perform their duties optimally. 

5.13 Tuition facilities  

Assessment was also done on the state of tuition 
facilities in schools. 

5.13.1 Types of floor

Types of classroom floors were assessed. The 
findings are presented in Figures 5.47.

Figure 5.47: Types of  floors in the schools

From Figure 5.47, it is observable that majority 
of the schools had floors which were conducive 
to learning with (93.2%) being reported to be 
cemented. It is, however, notable that a considerable 
percentage (27.4%) were reported to have earthen 
floors, yet the Safety Standards Manual for Schools 
in Kenya stipulates that in all cases efforts should 
be made to cement all classroom floors. This has 
implication on health and hygiene.

5.13.2 Types of Walls 

Further, the types of walls in schools were assessed. 
The findings are presented in Figure 5.48. 
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Figure 5.48: Types of  walls in the schools

Figure 5.48 shows that considerable percentages 
of schools have permanent classrooms, with those 
with brick and stone walls constituting 52.6% and 
52.4% respectively.

5.13.3 Types of Roofs 

Figure 5.49 presents the findings on the types of 
roofs in schools. 

Figure 5.49: Types of  roofs in the schools

Figure 5.49 shows that nearly all schools had well 
sheltered classrooms, with (98.7%) being reported 
to be made of iron sheets. 

5.13.4 Classroom Resources
The study sought to assess the availability of the 
classroom resources specified in Table 5.33 in Class 
7.

Table 5.33: Classroom Resources 

item Yes (%) No (%)

Class timetable 83.9 16.1
Radio lesson timetable 3.6 96.4

Board duster 87.8 12.2

Teacher’s table 60.8 39.2

Teacher’s chair 67.3 32.7

Class cupboard 11.6 88.4
Class readers /story 
books

48.0 52.0

Chalk board 
construction set

59.3 40.7

Teaching and learning 
aids

63.9 36.1

Learning corners 16.9 83.1
Pupils’ responsibility 
list

55.5 44.5

Class rules and 
regulations

45.1 54.9

Table 5.33 points to availability of key classroom 
resources, with board duster, class timetable and 
teachers chair leading at 87.8%, 83.9% and 67.3% 
respectively. However, the notably high percentage 
(96.4%) of the schools reporting not to have radio 
lessons time table in classrooms is worth noting. 
This could indicate that schools do not undertake 
radio lessons, yet they are key in complementing 
the teacher and building skills such as listening. A 
significant percentage of schools were also found 
not to have key learning resources such as readers/
story books (52.0%) and chalk board construction 
sets (40.7%). This could impact on the pupils’ 
acquisition of reading competencies and numeracy 
skills such as measurement. It is also observable that 
a substantial percentage (39.2%) of the schools 
were found not to have teacher’s tables, a scenario 
which is likely to affect curriculum delivery. 

5.13.5 Availability of Classroom furniture for 
Pupils

Figure 5.50 presents the findings on the availability 
of classroom furniture for pupils in Class 7.
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Figure 5.50: Availability of  Classroom Furniture for 

Pupils

From Figure 5.50, it is observable that in majority 
(90.8%) of the schools, Class 7 classrooms had desks. 
Those having table and a chair and locker and a 
chair comprised 29.6% and 25.4% respectively. 
This would indicate that all Class 7 classrooms had 
the requisite pupil furniture. 

In schools which were found to use desks, observation 
was made on the number of pupils per desk. Figure 
5.51 presents the findings.

Figure 5.51: Numbers of  Pupils Sharing a Desk

From Figure 5.51, it is notable that although 90.8% 
of the schools had desks, majority of the desks were 
being shared by more than two pupils, with those 
reported to have one desk being shared by three 
pupils comprising 45.0% and those reported to 
have one desk being shared by more than three 
pupils comprising 7.0%. The percentage of Class 
7 classrooms reported to have one desk being 
shared by more than three pupils is worth noting. 
The Safety Standards Manual for Schools in Kenya 
(2008) stipulates that, ideally, each desk should 
have no more than three leaners. 

5.14 School Health and Safety

5.14.1 Safety Hazards in Classrooms in Schools

The study also assessed safety hazards in schools as presented in Figure 5.52.

   

  Figure 5.52: Safety hazards in classrooms in schools

Figure 5.52 shows that considerable percentages of 
schools have environment which are highly probable 
to jeopardize learner security. For instance, 
majority (61.1%) of the schools were reported to 
have potholed floors. Equally significant to note are 
the considerable percentages of schools reported 

to have classrooms with grilled windows (40.9%), 
doors and windows opening inwards (40.1%) and 
permanently fixed wire mesh windows (28.4%). 
Such structures hinder pupils’ movement in case of 
an emergency.  It is important to note that the Safety 
Standards Manual for Schools in Kenya (2008) 
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stipulates that the doors and windows should open 
outwards and be easy to open, classrooms windows 
must be without grills and should be easy to open. 
The Manual further requires that for cemented 
floors, any cracks should be repaired in good time, 
and that regular supervision should be done to 
ensure that there are no items such as broken glass, 
loose sticks, stones, or potholes that can cause injury 
to the learners, teachers, or other school personnel.

5.14.2 Hazardous Environment in the School

Observation was also done to establish whether 
schools had the risk factors identified in Table 5.34.

Table 5.34: Presence of  risk factors 

 Risk factor Yes (%) No (%)

Open pits 23.2 76.8

Slippery floors 2.5 97.5
Abandoned and exposed 
live electric wires 

4.7 95.3

Abandoned pit latrines 25.6 74.4

Cracks on the toilet walls 23.3 76.8

Inappropriate furniture 34.7 65.3

Stairs without guard rails 4.7 95.3

Weak guard rails 0.6 99.4

Open manholes 6.3 93.8

Steep stair cases 3.1 96.9

Unfenced swimming pools 1.3 98.7

Broken glass 15.6 84.4

Exposed stones 33.0 67.0

Unleveled fields 44.3 55.7

Long grass in the field 19.7 80.3

Open sewers 0.8 99.2

Over-flowing sewers 1.2 98.8
Barbed wire securing 
flowerbeds 

6.9 93.1

Unsecured construction 
sites

9.0 91.0

Uncleared construction 
sites

16.5 83.6

From Table 5.34, it is observable that majority of 
the schools had put measures in place to ensure a 
safe learning environment. However, considerable 
percentages of schools still had risk factors, 
with 44.3% 34.7%, 33.0%, and 25.6% being 
reported to have unleveled fields, inappropriate 

furniture, exposed stones and abandoned pit 
latrines respectively. This is despite the provisions 
of the Safety Standards Manual for Schools in 
Kenya (2008) that physical structures should be 
appropriate, adequate and properly located, 
devoid of any risks to users or to those around them.  

5.15  Availability of feeding Programme for 
Pupils in the School

 Investigations were made on the availability of 
feeding programmes for pupils in the schools as 
presented in Figure 5.53.

Figure 5.53: Availability of  Feeding Programme for 

Pupils in the School 

From Figure 5.53, it is observable that more 
than half (62.2%) of the schools had a Feeding 
Programme for pupils. However, there is a notable 
percentage (37.8%) of the schools without a 
Feeding Programme. As the National School Meals 
and Nutrition Strategy (2017-2022) observes, 
there is strong evidence that school meals have 
multiple benefits, not only to the child but also to 
the community. The Strategy further notes that, in 
Kenya, school meals have been established to have 
a significant positive effect on education indicators, 
as well as a significant and positive contribution to 
reducing hunger and to increase nutritional intake. 
Enrolment, attendance rates as well as primary 
completion rates have been found to be higher in 
schools with meals. It is also observable that National 
School Health Policy (2009) observes that nutrition 
is essential to the realization of learning potential 
of children. It further states that malnutrition affects 
a child’s attentiveness, concentration, aptitude and 
overall performance, and has a negative impact 
on school attendance and enrollment. Analysing 
the relationship between the provision of meals 
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and learning outcomes, the NASMLA Class 3 Study 
(2018) also established that pupils in schools with a 
School Feeding Programme scored 16.20 and 15.9 
points higher in Mathematics and English respectively 
than their counterparts in schools without a school 
Feeding Programme. This literature points to the 
need to enhance School Feeding Programme in 
schools.

5.16  Availability and Adequacy of the Games 
Equipment in the School.

The availability, adequacy and maintenance of 
the games store equipment in schools was also 
observed. Table 5.35 presents the findings. 

Table 5.35: Availability and Adequacy of  Games Store Equipment in the School

Equipment
Available Adequate

Yes (%) No (%) Yes (%) No (%)

footballs 80.8 19.2 22.2 77.9
Netballs 62.0 38.0 20.8 79.2
volleyballs 67.2 32.8 20.7 79.3
Javelin 16.4 83.6 9.9 90.1
Handballs 33.3 66.8 24.9 75.1
Discus 18.0 82.0 7.4 92.6
Measuring tape(s) 21.5 78.5 22.8 77.2
Stop watches 11.4 88.6 22.6 77.4
Shot put 17.0 83.0 15.6 84.4
Games kits/uniforms 31.2 68.8 33.1 66.9
volleyball nets 68.7 31.3 28.4 71.6
football nets 13.7 86.3 23.0 77.0
Race starter(s) 28.0 72.0 23.7 76.3
Whistles 63.0 37.0 39.1 60.9
Skipping ropes 29.9 70.1 41.0 59.0
Hula hoops 8.8 91.2 24.3 75.7

From Table 5.35, it is evident that considerable 
percentages of schools lacked essential equipment 
for promoting co-curricular activities. For instance, 
38.0%, 37.0%, 32.8%, 31.3%, and 19.2% 
of schools were reported not to have netballs, 
whistles, volleyballs, volleyball nets and footballs 
respectively.  Notably, even in schools where 
the equipment were available, it was observed 

that they were inadequate. For instance, 79.3%, 
79.2% and 77.9 % of the schools were reported 
not to have adequate volleyballs, netballs and 
footballs respectively. This is likely to impact on 
the identification and nurturing of talents in pupils 
through sports and games. It also limits participation 
of pupils in co-curricular activities and compromises 
the acquisition of psycho-motor skills. 
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CHAPTER Six
PUPiL ACHiEvEMENT

6.0 introduction

This chapter presents analysis of Class 7 pupils’ 
performance in Mathematics, English, Kiswahili, 
and Science. Achievement levels disaggregated 
by gender, county, school type and location are 
presented. The variables influencing Class 7 
pupils’ achievement in these subjects are also 
discussed.
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6.1  Distribution of Mathematics, English, 
Kiswahili and Science Standardized Scores

The study sought to establish the performance of 
Class 7 pupils in Mathematics, English, Kiswahili and 
Science. The distribution of standardized scores in 

the four subjects is as presented in Figures 6.1, 6.2, 
6.3 and 6.4.

Figure 6.1 shows the distribution of Mathematics 
standardized scores.
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  Figure 6.1:  Distribution of  Mathematics Standardized Scores 

From Figure 6.1, it is observable that the distribution 
of standardized scores in Mathematics is slightly 
skewed to the right (positively skewed). This indicates 
that, in Mathematics, a sizable proportion of Class 
7 pupils scored below the mean. 

Figure 6.2 shows the distribution of English 
standardized scores.

  

  Figure 6.2: Distribution of  English Standardized Scores
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From Figure 6.2, it is observable that the distribution 
of scores in English is near normal, with most of the 
scores being concentrated around the mean of 500. 

This implies that the performance of Class 7 pupils 
in English was average.

Figure 6.3 presents the distribution of standardized 
scores in Kiswahili.

  

  Figure 6.3: Distribution of  Standardized Scores in Kiswahili
Figure 6.3 shows that there is a normal distribution 
of scores in Kiswahili, with most of the scores being 
clustered around the mean of 500. It is observable 
that more pupils scored closer to the mean when 
compared with the performance in English. This 

would indicate that the performance of Class 7 
pupils in Kiswahili was average.    

The distribution of standardized scores in Science is 
presented in Figure 6.4.

  

  Figure 6.4: Distribution of  Standardized Scores in Science 
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Figure 6.4 shows that there is a near-perfect normal 
distribution of scores in Science with most of the 
scores clustered around the mean of 500. The 
performance of pupils in Class 7 is average.

6.2 Pupil Achievement by Raw Mean Scores

Figure 6.5 presents pupils’ achievement by raw 
mean scores in Mathematics, English, Kiswahili, and 
Science. 

 

Figure 6.5: Pupil Achievement in Mathematics, English, Kiswahili and Science by Raw Mean Scores 

Figure 6.5 shows that the four subjects had lower 
means than the expected mean of 25.0. The 
highest mean score was registered in English (23.8), 
followed by Science, Kiswahili and Mathematics at 
22.8, 22.4 and 20.1 respectively. Gender disparity 
is also noted, with girls registering higher means 
in English and Kiswahili at 24.5 and 23.0, against 
23.2 and 21.9 for boys respectively. On the other 

hand, boys had higher mean scores in Science and 
Mathematics at 23.6 and 20.6 respectively, against 
21.9 and 19.4 for girls respectively. 

6.3 Pupil Achievement by County

Tables 6.1 presents the pupils’ standardized mean 
scores in specific subjects by County.
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Table 6.1: Pupil mean scores by County

 County
Mathematics English Kiswahili Science

Mean SE Mean SE Mean SE Mean SE

Taita Taveta 467.6 13 468.7 12.5 509.2 13.6 478.9 11.7

Kwale 502.9 9.4 494 8.3 569.4 6.9 521.1 9.7

Mombasa 548.1 9.9 604.9 11.8 597.7 12.4 551.6 11.7

Kilifi 519.1 8.4 528.6 8.1 563.9 6.5 522.6 9.2

Tana River 506.2 11.9 443 10.2 474.4 11.1 491.4 15.1

Lamu 483.2 13.6 491.4 16 529.9 14.2 491.3 17.8

Nyandarua 505.5 9.7 535.5 11.3 502.3 9.9 501.6 10.4

Nyeri 512.7 12.5 563.5 10.9 522.6 11 541.4 12.6

Kirinyaga 489.6 9.8 515.8 9.3 513.3 8.7 518.9 9.8

Murang’a 466.1 7.1 501.3 7.4 492.7 7.6 503.2 8.2

Kiambu 484.5 9.6 520.7 10.9 505.7 8.4 515.2 9.6

Machakos 526.4 9.5 535 10.6 523.8 8.6 527.7 9.1

Kitui 511.9 7.6 472.8 7.4 498 7 485.9 8.8

Embu 457.4 10.7 487.4 10.2 500.8 10.1 480.5 10.1

Meru 450.3 7.3 475.4 8 509.5 6 466.5 8

Marsabit 561.4 11.9 549.4 11.9 507.4 13.1 585.2 10.6

isiolo 472 9.1 451.8 9.3 469.5 9.5 464.9 10.8

Makueni 477.9 7.7 465.6 7.4 495.6 6.6 477.4 8.2

Tharaka Nithi 494.2 11.3 462.2 11.1 496.1 11.2 479 11

Nairobi 580.1 8.6 639.2 8.5 580.6 8 610.7 7.8

Turkana 460.3 7.8 422.5 6.9 411.4 7.8 447 8.3

Samburu 464.8 11.6 454.9 11 469.8 10.3 480.7 12.2

Trans Nzoia 502.7 8.2 496.5 7.8 520 6.6 500.7 9

West Pokot 486.2 10.2 458.3 9.7 495.9 8.7 502.6 11

Bomet 493.5 8.7 466.2 7.3 427.7 6.3 476.4 9.5

Uasin Gishu 552.5 12.3 534.6 11.2 523.6 8.9 552 10.7

Nakuru 526.3 7.8 554.9 8.8 532.5 6.9 526.5 7.9

Kericho 523.3 8 505.9 8.2 482.1 7.5 510 8.2

Nandi 510.5 7.5 485.5 6.8 495.6 6 500.8 7.9

Laikipia 446.3 12.6 473.6 13.5 493.4 13.3 452.7 13.8

Kajiado 515.6 12.7 527 9.3 516.5 10.8 489.7 10.7

Narok 505.4 8.3 453.5 6.9 458.9 6.8 486.2 8.3

Baringo 534.9 10.5 465.9 9.8 475.8 10.1 524.1 10.6

Elgeyo Marakwet 525.9 10.3 515.1 10.5 485.3 8.6 534.9 10.7

Busia 495.9 8.3 514.5 10.1 536.6 6.8 514.6 8.5
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 County
Mathematics English Kiswahili Science

Mean SE Mean SE Mean SE Mean SE

Bungoma 461.7 5.6 446.7 5.6 503.2 5.3 445.6 6.1

Kakamega 515.6 6.1 525.3 6.3 542.3 5.1 504.6 6.5

vihiga 449.4 6.9 467.3 7 497.7 8.5 471.6 9.2

Kisumu 523.4 9.6 527 9.6 493 7.9 521.3 10.1

Kisii 450.3 6.4 460.1 6 472.2 6.3 429.7 7.2

Homa Bay 558.3 8 524.9 7 445.2 7.5 544.3 7.5

Siaya 475.9 7.6 510.6 7.6 464.4 7.4 478.2 6.8

Nyamira 475.5 8.7 470.5 9 488.5 7 477.4 9.9

Migori 534.5 7.6 508.7 7.3 488.1 8.1 511.3 8.1

Garissa 498.4 13 457 13.4 408.8 11.2 498.9 13

Wajir 398.7 10 414.1 11.5 387.2 11.3 444.8 13.6

Mandera 412.3 13.9 359.5 14.1 352.5 13.3 402.7 17.4

National 496.1 1.6 501.5 1.5 500.8 1.4 501.9 1.5

Table 6.1 points to regional disparities in 
achievement. For instance, Nairobi County had 
the highest mean score in Mathematics at 580.1, 
followed by Marsabit and Homa Bay at 561.4 
and 558.3 respectively. The lowest mean scores in 
Mathematics are observed in Wajir, Mandera and 
Laikipia at 398.7, 412.3, and 446.3 respectively. 

In English, Nairobi had the highest mean score at 
639.2, followed by Mombasa and Nyeri at 604.9 
and 563.5 respectively. The lowest achievement 
level is observed in Mandera at 359.5, followed by 
Wajir (414.1) and Turkana (422.5). 

In Kiswahili, Mombasa registered the highest 
achievement level at 597.7, followed by Nairobi 
and Kwale with 580.6 and 569.4 respectively. The 
counties with the lowest mean scores were Mandera 
(352.5), Wajir (387.2) and Garissa (408.8). 

The highest mean scores in Science are observed in 
Nairobi (610.7), followed by Marsabit (585.2) and 
Uasin Gishu (552.0). The lowest mean scores are 
registered in Mandera (402.7), Kisii (429.7) and 
Wajir (444.8). 

It is significant to note that the lowest achievement in 
all subjects is recorded in counties in ASAL, except 
for Kisii. A case in point is English and Kiswahili 
where the last three counties are all located in 
ASAL. Of these, Turkana and Mandera counties 
have the highest poverty indices at 79.4% and 
77.6% respectively (Refer to Chapter One of this 
report). This could indicate that socioeconomic status 
has a bearing on pupil achievement.  

It is also notable that there is a sharp contrast 
between the county with the highest and that with 
the lowest mean scores, with English registering the 
highest disparity at 279.7 mean score points. The 
county with the highest mean is Nairobi (639.2) and 
that with the lowest is Mandera at 359.5. 

6.4 Pupils’ Achievement by Gender and County

Table 6.2 presents pupils’ mean scores in specific 
subjects by gender and county.
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Table 6.2: Pupils Mean scores in Mathematics, Kiswahili , English  and Science by gender and county

County 

Mathematics English Kiswahili Science

Boys Girls Boys Girls Boys Girls Boys Girls

Mean SE Mean SE Mean SE Mean SE Mean SE Mean SE Mean SE Mean SE

Taita taveta 467.9 111.8 463.4 93.2 448.9 97.5 494.3 96.2 498.5 111.1 524.8 102.7 478.8 95.1 479.2 87.4

Kwale 521.4 97.9 477.8 92.9 497.6 76.9 487.6 97.2 572.6 72.4 557.9 72.2 540.7 103 489.7 92.5

Mombasa 555.8 90.2 540.3 81.2 593.9 112.3 615.9 88.8 601.5 125.5 591.7 86.1 560.5 102 537.1 105.1

Kilifi 523.7 115.6 515 84.6 508.5 102.8 546.1 87.4 546.5 85.8 578.5 64.7 518.2 122.8 525.7 95.5

Tana River 519.7 88.2 480 87.6 444 81 440.8 68.8 476.8 84 469.5 82.2 522.8 115.2 430.2 81.9

Lamu 470 90.8 528.2 74.5 470.9 110.6 560.9 48.1 521.4 100.5 560.5 53.2 469.5 121.7 577 44

Nyandarua 481.3 97.6 522.3 85.4 490.5 110 566.8 93.5 469.7 101.4 522.1 84.9 486.7 111.6 513.1 87.3

Nyeri 520.2 130 503.5 104.8 561.1 109.4 566.5 97.2 527.5 110.4 516.5 99.3 556 127.5 523.7 110.4

Kirinyaga 493 85.4 484.6 79.3 512.9 82.4 516.4 75.2 503.7 69.9 524.7 75.8 531 76.7 495.9 89.8

Murang’a 466.7 92.2 465.5 79.5 496.1 93.4 508.9 84.2 488.3 96.7 498.3 84.8 517.9 102.6 484.5 93.4

Kiambu 481.1 100.1 488.3 91.2 500.9 117.2 542.1 96 489.5 82.8 523.3 81.6 514.4 98.3 516.1 95

Machakos 532.1 116.5 520.3 88.3 518.1 117.9 553.2 112.1 512.9 89.5 534.1 97.3 530.3 103 524.2 97.2

Kitui 522.3 103.6 503.8 89.8 472.3 92.1 472.6 94.8 497.4 95.3 497.2 85.5 501.4 116.5 475 105.7

Embu 457.2 98.2 457.5 88.4 473.8 95.8 498.7 81.3 489.4 79.3 510.5 91.8 487.8 95.8 475.9 79.7

Meru 464.6 88.8 436.9 89.8 478.9 98.8 472.2 97.7 507.8 76.9 511.6 69.5 484 103.5 451.9 90.6

Marsabit 561.2 87.5 561.6 106.8 537.5 94.5 561.3 99.5 511.8 85.9 501.2 123.3 584.3 80.7 587.7 91.1

Isiolo 486.6 80.4 447.8 61.5 463 86.9 433.4 56.1 475.9 84.7 454.7 63.5 487.6 97.5 422.3 55

Makueni 483.6 67.6 473.7 95.7 451.2 68.8 476.1 88.5 481.4 69.8 507.5 72.3 484.3 81 474.6 96.5

Tharaka 
Nithi

505.3 82.6 481.7 71.2 483.5 78.1 437.9 66.9 514.7 81.8 475 65.9 499.4 84 455.9 58.7

Nairobi 576.3 106.8 577.5 92.8 631.6 99.1 645.7 94.6 565.5 94 596.7 89.1 613.9 83.7 607 93.2

Turkana 483.8 84.9 427.9 59.4 433.7 73.5 404.5 62.3 411.5 83 397.4 89.5 470.8 85 395.9 65.4

Samburu 488.8 90.4 415.7 86.6 452.1 83.8 455.2 102.2 476.4 74.4 451.9 98.7 494.1 93.6 440.3 100.7

Trans Nzoia 493.8 100.4 510.3 94.3 482 96 512.8 86.3 516.7 89.5 523.2 64.1 503.6 113 497.4 97.3

West Pokot 505.7 100.6 466.8 66.3 464.6 86.7 452 78.2 499 82.3 491.9 65.1 516.8 96.8 484.4 88.4

Bomet 504.2 116.4 482.6 79.6 462.4 93.4 468.2 79 431.1 81.7 423.3 68.5 493.6 124.2 455.5 93.3

Uasin Gishu 557.3 146.4 543.8 117.9 516.5 120 553.2 121.6 519.4 101.5 526.6 90.5 555.9 117.7 547.4 115.4

Nakuru 532.5 122.4 520.5 115.4 546.2 132.9 563.3 138.1 525.7 107.1 536.6 106.3 533.6 118.9 517.8 122.6

Kericho 541 99.3 507.3 73.5 498.8 96.6 512.2 84.9 487.5 88.2 476.4 77.2 526.6 99.6 495.6 77.4

Nandi 522.5 92.5 499.2 84.5 479.6 79 491 82.9 493.7 74.8 495.8 68 516 105 485.9 78.6

Laikipia 441.3 75.8 451.1 100.5 452.9 83.2 493.4 101.7 467 95.7 516.4 84.6 434.3 90.1 469.3 99.6

Kajiado 516.6 92 515.1 83.1 505.4 76.2 536.5 50.3 500.9 68 516.9 69.4 492.2 82.6 488.4 57.2

Narok 510.8 91.4 497.4 86.5 449 74.7 456.1 78.2 463.8 76.1 449.6 71.4 502.6 92.1 460.5 79.9

Baringo 535.3 106.1 534.7 77.9 459 69.4 470.6 93.3 460.7 78.2 483.7 90.7 535.9 85.6 514.7 94.4

Elgeyo 
Marakwet

520.7 60.9 531 77.4 511.7 66.5 518.4 75.4 471.5 59.4 498.5 53.7 528.8 54.9 540.8 85.4

Busia 510.2 86.8 485.9 93.6 507.8 106.8 520 114.2 542.9 74.9 533.5 75.7 545.4 92.7 490.2 86.5

Bungoma 471.5 93.3 476.6 97.6 453.2 100.3 481.2 110 503.1 89.9 527.9 85.8 436.8 93.7 459 93.9
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County 

Mathematics English Kiswahili Science

Boys Girls Boys Girls Boys Girls Boys Girls

Mean SE Mean SE Mean SE Mean SE Mean SE Mean SE Mean SE Mean SE

Kakamega 525.7 107.7 505.5 101.3 516.6 115.8 533.7 99.7 540.7 88.5 542.2 89.1 519.4 113.9 488.7 108

Vihiga 460.4 71.8 437.2 64.4 459.9 78 473.6 59.1 498.3 91.6 497.6 76.9 486.8 95.4 452.5 85.2

Kisumu 537.3 114.8 509.5 108.7 531.6 106.2 522.3 118.3 501.3 91.6 486.1 92 537.9 120.9 506.5 111.3

Kisii 456.7 80.4 445.5 70.4 454.3 76.5 464.5 63.7 467.2 80 476.5 67.9 440.7 97.4 420.8 71.5

Homa Bay 562.4 96.1 553 90.8 507.5 86.3 547.5 71.3 440.5 93 450.8 79.8 550.9 96.4 535.4 73.6

Siaya 480.8 103.3 468.6 74.4 504.2 94 515.2 86.8 448.6 89.6 485.2 86 481.7 92.9 472 66.3

Nyamira 483.3 89.3 468.8 85.1 454.1 68.5 484.8 103.7 492.8 53.9 484.7 80.5 489.8 90.6 466.7 104.7

Migori 550.4 102.4 515.5 76.2 508.2 94.3 509.4 81 494.6 100.2 477.8 95.1 538.3 102.5 478.5 81.8

Garissa 495.9 99.2 503.8 128.7 449 103.5 474.2 128.5 400.6 87.2 420.9 105.1 503.1 106.7 469.4 117.6

Wajir 400.6 64.7 391.7 76.4 414.2 74.5 406.9 86.1 376.5 67.8 425.8 89.2 457.6 93.9 404.3 58.3

Mandera 428.4 93.2 389.1 73.8 371.3 104 342.6 55.9 357.4 100.4 345.4 52.1 429.8 124.2 363.8 67.9

National 502.3 1.5 489 1.8 493.4 2.1 509 2.2 495.5 1.9 506.2 1.9 512.1 2.2 491.6 2.1

From Table 6.2, it is observable that gender 
disparities in achievement still exist, with boys 
achieving higher mean scores in Mathematics in 36 
out of the 47 counties (76.6%) and girls achieving 
higher mean scores in 11 counties (23.4%). There 
were counties with sharp disparities in achievement 
in Mathematics between boys and girls, with 
Samburu leading with 73.1 mean points, followed 
by Lamu (58.2) and Turkana (55.9).  It is notable 
that in Lamu, girls achieved better than boys.

On the other hand, in English, girls achieved higher 
mean scores in 37 out of the 47 counties (78.7%) 
and boys achieved higher mean scores in 10 counties 
(21.3%). The counties where sharp disparities in 
achievement in English are noted between boys 
and girls are Lamu (90.0), Nyandaruaa (76.3) 
and Tharaka Nithi (45.6). In Tharaka Nithi, Boys 
achieved better than girls.  

In Kiswahili, girls achieved higher mean scores in 27 
out of the 47 counties (57.6%) and boys achieved 

higher mean scores in 20 counties (42.6%). The 
counties where sharp disparities in achievement in 
Kiswahili are noted between girls and boys are 
Nyandaruaa (52.4), Laikipia (49.4) and Wajir 
(49.3). 

In Science, boys achieved higher mean scores in 38 
out of the 47 counties (80.9%) and girls achieved 
higher mean scores in 9 counties (19.1%). The 
counties where sharp disparities in achievement in 
Science are noted between boys and girls are Lamu 
(107.5), Tana River (92.6) and Turkana (74.9). It 
is observable that in Lamu, girls have consistently 
achieved higher mean scores in all the four subjects.  

6.5  Pupil Achievement by School Location and 
Category

Table 6.3 presents pupils’ scores in specific subjects 
by school location and category. 

Table 6.3: Pupil Achievement by School Location and Category

Location/Category 
Mathematics English Kiswahili Science

Mean SE Mean SE Mean SE Mean SE
Rural 494.4 1.5 486.1 1.4 491.5 1.4 492.7 1.5
Urban 535.4 4.4 583.9 4.7 556.1 3.8 550.4 4.4
Public 489.7 1.4 483 1.4 490.6 1.3 487.4 1.5
Private 580.1 4.5 622.9 4.5 572.8 4.4 601.4 4
Day 492.1 1.4 491.1 1.5 496.3 1.4 491.5 1.5
Day and boarding 563.0 4.7 567.2 5.2 532.8 4.4 573.3 4.3
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From Table 6.3, it is observable that there are 
disparities in achievement. Pupils in schools located 
in urban areas achieved higher mean scores in all 
the subjects than their counterparts in rural areas. 
For instance, in English, pupils in schools located in 
urban areas achieved 583.9 mean score, while the 
mean score for pupils in schools located in rural 
areas is 486.1. In addition, pupils in private schools 
achieved higher mean scores in all the subjects than 
their counterparts in public schools. In English, for 
example, pupils in private schools achieved a mean 
of 622.9 compared to pupils in public schools who 
attained a mean of 483.0. It is also notable that 
pupils in Day & Boarding schools achieved higher 

mean scores in all the subjects compared to pupils 
in Day schools. For example, in Science, pupils in 
Day & Boarding schools achieved a mean score 
of 573.3 compared to a mean score of 491.5 for 
pupils in Day schools.   

6.6  Pupil Achievement of Minimum 
Competencies by Subject

In this Study, the benchmark for minimum competency 
in this study was set at 50% for each of the subjects. 
The percentages of pupils attaining the 50% 
benchmark in each of the achievement tests are 
presented in Figure 6.6.

 

 Figure 6.6:  Pupil Achievement of  Minimum Competencies by Subject

From Figure 6.6, it is evident that in all the subjects 
assessed, more than 50% of the pupils did not attain 
the minimum competency level (50%). Mathematics 
had the highest percentage (70.7%) of pupils not 
attaining the 50% minimum benchmark, followed 
by Kiswahili, Science and English at 63.3%, 58.7% 
and 55.7% respectively. This is worth noting as it 
indicates that substantial proportions of pupils have 
not acquired key subject skills and concepts. 

Pertaining achievement by gender, it is notable that 
higher percentages of boys than girls attained the 
minimum benchmarks in Science and Mathematics 
at 46.6% and 31.9% against 35.9% and 26.7% 
respectively. On the other hand, higher percentages 
of girls than boys attained the minimum benchmark 

in English and Kiswahili at 47.1% and 39.7% 
against 41.6% and 33.8% respectively.

6.7 Pupil Achievement by Competency Levels 

The Item Response Theory (IRT) - 2 Parameter 
Logistic (2 PL) model was used to establish pupils’ 
competency levels in the four subject areas. Based 
on a cluster of items linked to a common group of 
skills, six competency levels were derived for each 
subject area as indicated in Tables 6.4, 6.5, 6.6 and 
6.7. In each of the subject areas, the benchmark for 
minimum competency was set at 50%. Consequently, 
a pupil was rated as having achieved specific level 
competencies if he/she gave correct responses to at 
least 50% of the items in that particular competency 
level.
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6.7.1 Pupil Achievement by Competency Level in Mathematics

The percentages of pupils attaining different competency levels in Mathematics are presented in Table 6.4. 

Table 6.4: Pupils Achievement by Competency Level in Mathematics

Level Competency description
Question 
numbers

Percentage of pupils 
attaining minimum 

competency

1

The learner:
1. Indentifies total value of numbers.
2. Writes numbers in words.
3. Rounds off numbers.
4. Identifies place value of decimals.
5. Converts units of length   from centimeters to 

metres.
6. Converts of m3 to cm3.
7. Converts millilitres to litres.
8. Works out problems involving units of mass. 

( )+ and − .
9. Converts time from one system to another.
10. States the properties of isosceles triangles.

11. Measures angles up to 180°  using a protractor.

1, 2, 3, 7, 12, 18, 
19, 20, 23, 27, 
45.

69.0

2

The learner:
1. Works out squares  of whole numbers.
2. Converts of  a fraction into a decimal.
3. Converts of a fraction into percentage.
4. Works out addition involving fractions.
5. Works out problems involving circumference of 

a circle.
6. Works out perimeter involving  quadrilaterals.
7. Works out problems involving units of mass 

( )and× ÷ .

8. Compares fractions to determine and>, < =

9. Recognizes and identifies numbers sequence 
involving whole number.

10. Multiplies whole numbers.
11. Adds decimals.
12. Works out problems involving  balance.
13. Works out problems involving angle properties 

of parallel lines.

5, 6, 8, 9, 13, 14, 
21, 31, 34, 36, 
38, 41, 47.

53.8
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Level Competency description
Question 
numbers

Percentage of pupils 
attaining minimum 

competency

3

The learner:
1. Works out problems involving LCM in real 

life.
2. Works out combined operations involving 

fractions.
3. Divides a decimal by another decimal.
4. Works out problems involving units of length 

in real life.
5. Works out problems involving  area of 

combined shapes.
6. Works out problems involving the calendar 

in real life situations.
7. Works out problems involving Pythagorean 

relationship.
8. Reads and interprets scale in statement 

form.
9. Works out Square root of fractions involving 

perfect squares.
10. Works out problems involving combined 

operations in whole numbers.
11. Works out division involving mixed numbers.
12. Solves algebraic equations in one unknown.

4, 10, 11, 15, 16, 
25, 29, 30, 32, 
33, 37, 49.

27.0

4

The learner:
1. Calculates surface area of cuboids.
2. Works out problems involving simple 

interest.
3. Works out problems involving speed in 

km/h.
4. Makes pattern involving rectangles and 

triangles.
5. Works out problems involving LCM  in real 

life.
6. Works out problems involving volume of 

Cubes (stacks).
7. Forms and Simplifies algebraic expressions.

17, 22, 24, 28, 
35, 39, 48.

20.8
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Level Competency description
Question 
numbers

Percentage of pupils 
attaining minimum 

competency

5

The learner:
1. Makes models of cubes and cuboids.

2. Works out problems involving capacity of 
cylinders.

3. Works out problems involving percentage 
profit and loss.

4. Reads and interpreting bus time tables.

26, 40, 42, 44. 10.4

6

The learner:
1. Works out problems involving commission.

2. Constructs a triangle using a ruler and a 
pair of compasses only.

3. Reads and interprets Bar graphs.

43, 46, 50. 3.2

This information is further presented in Figure 6.7.

 

 Figure 6.7: Pupils Achievement by Competency Level in Mathematics

From Table 6.4 and Figure 6.7, it is observable that 
a substantially high percentage (96.8%) of pupils 
did not attain Level 6 competencies. Items in this 
level assessed, among other things, pupils’ ability to 
apply knowledge to interpret data presented in bar 
graphs. In addition, 89.6% and 79.2% of the pupils’ 
did not attain Level 5 and Level 4 competencies 

respectively. Items in this levels assessed higher 
order thinking skills.

6.7.2 Pupil Achievement by Competency Level 
in English

Table 6.5 presents pupils’ achievement per 
competency level in English.
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Table 6.5: Achievement of  Specific Competencies in English

Level Competency Description
Question items 
Per Level

 %

1

The learner:
1. Recognizes familiar words in the passage.
2. Recalls a few aspects of the passage.
3. Constructs words using given letters.
4. 4. Substitutes words with similar meanings correctly.

15,16,17,18, 64.1

2

The learner:
1. Reads through the passage to get the gist/main ideas.
2. Explains meanings of words and phrases from context.
3. Constructs simple sentences of regular grammatical forms.
4. Uses simple punctuation marks (full stop and question mark).
5. Uses prepositions, nouns, verbs and pronouns in simple  

sentences. 

3,5,6,8,25,26,32, 
38

41.0

3

The learner:
1. Locates and interprets specific information in the passage.
2. Uses adverbs and adjectives in sentences correctly.
3. Uses comparatives and superlatives in sentences.
4. Constructs declarative, imperative, interrogative and 

exclamatory sentences.
5. Uses correct tenses in simple sentences.
6. Uses determiners correctly.
7. Matches parts to complete sentences.
8. Punctuates sentences correctly.
9. Uses question tags correctly. 
10. Constructs simple sentences with correct subject-verb 

agreement.
11. Orders adjectives in sentences correctly.

2,4,7,9,12,13,22,
23,24,29,30,31,3
5,37

82.7

4

The learner:
1. Uses perfect tense and tense aspect correctly.
2. Uses modals correctly.
3. Uses coordinating conjunctions correctly.
4. Uses connectors in sentences correctly.
5. Uses relative pronouns in sentences correctly.
6. Uses adverbial and adjectival phrases in sentences correctly.
7. Uses phrasal quantifiers appropriately.
8. Uses common idiomatic expressions correctly.
9. Identifies and illustrates character traits.
10. Arranges jumbled up words to make sentences. 

10,11,27,28, 
33,34,39

37.5
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Level Competency Description
Question items 
Per Level

 %

5

The learner:
1. Infers information from context.
2. Develops a paragraph appropriately.
3. Develops paragraphs using a variety of sentences.
4. Uses complex punctuation marks correctly.
5. Summarises information in the whole passage.
6. Uses established language patterns correctly.

14,19, 
20,21,36,40

59.7

6

The learner:
1. Evaluates information given in the passage by giving opinion or 

personal judgment. 
2. Summarizes the whole passage by giving a lesson learnt or 

title. 
3. Uses a variety of punctuation marks in writing a composition 

appropriately.
4. Uses language creatively and with originality. 
5. Develops paragraphs using a variety of  cohesive devices. 
6. Identifies moral lessons in a passage.

1,41 21.0

This information is also presented in Figure 6.8.

Table 6.5 and Figure 6.8 show that substantially 
high proportions of pupils did not attain Levels 6, 4 
and 2 competencies, with those not attaining Level 
6 comprising 79.0%. Those not attaining Level 4 
and 2 competencies comprised 62.5% and 59.0% 

respectively. Notably, Level 6 assessed pupils’ 
analytical, critical thinking and creative skills, while 
Level 2 assessed basic language skills such as usage 
of word categories in simple sentences.

Figure 6.8: Pupil Achievement by Competency Level in English
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6.7.3 Pupil Achievement in Kiswahili by Competency Levels

Table 6.6: Pupil Achievement by Competency Level in Kiswahili

Level Competency description Question items 
per level

Percentage of pupils 
attaining minimum 
competency in Kiswahili

1

The learner:
1. Identifies noun classes. 
2. Arranges words in alphabetical order. 
3. Identifies vocabulary in various contexts.
4. Writes figures and fractions in words.
5. Recalls a few aspects of the passage.
6. Identify noun class markers in verbs.

13, 19, 20, 
22, 23, 39

45.4

2

The learner:
1. Uses correct tenses in simple sentences.
2. Uses parts of speech in simple sentences.
3. Uses correct tenses and aspect. 
4. Uses sentences in singular and plural forms 

correctly.
5. Identifies synonyms of words.
6. Classifies simple poems and narratives.
7. Identifies simple stylistic devices in 

utterances, narratives and poems (e.g. 
metaphor, hyperbole, onomatopoeia).

8. Uses appropriate cohesive devices in 
sentences.

2, 3, 6, 8, 9, 18, 
21, 31, 40, 41 53.6

3

The learner:
1. Uses correct concordial agreement.
2. Locates specific information in the passage.
3. Identifies antonyms in a given context.
4. Recognizes the functions of specific word 

categories in sentences.
5. Write verbs in correct inflectional forms.
6. Uses correct inflectional forms in the context 

of a sentences.
7. Analyses syllables in words.
8. Writes negative sentences into affirmative.
9. Uses simple conjunctions and cohesive 

devices in specific contexts.
10. Arranges jumbled words to construct correct 

simple sentences.

 5, 10, 12, 15, 
29, 30, 32, 34, 
37

58.0
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Level Competency description Question items 
per level

Percentage of pupils 
attaining minimum 
competency in Kiswahili

4

The learner:
1. Writes in diminutive and augmentative 

forms.
2. Punctuates sentences correctly.
3. Identifies different meanings of words.
4. Complete sentences using appropriate 

words so as contextualize meaning.
5. Uses correct personal pronoun markers.
6. Constructs simple sentences using specified 

word order.
7. Interprets meaning of specific information in 

a passage. 
8. Uses correct inflectional form in a sentence.

7, 11, 14, 17, 
25, 27, 28, 33, 
35

20.8

5

The learner:
1. Arranges jumbled words to construct correct 

sentences.
2. Infers meaning of words in context.
3. Writes sentences in direct and indirect 

speech.
4. Describes character traits in passages / 

narratives / poems/ simple plays.
5. Uses appropriate referential particles in 

sentences. 

4, 16, 26, 36 67.1

6

The learner:
1. Re-writes sentence by rearranging the word 

order.
2. Chronologically orders information in a 

passage / narrative.
3. Composes simple essays using correct 

format/ layout and punctuation.

1, 24, 38 48.3

This information is also presented in Figure 6.9.
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 Figure 6.9: Pupil Achievement by Competency Level in Kiswahili

From Table 6.6 and Figure 6.9, it is observable that 
notable proportions of pupils did not attain Levels 
4, 1 and 6 competencies, with those not attaining 
Level 4 constituting 79.2%. Those not attaining 
Level 1 and 6 competencies comprised 54.6% 
and 51.7% respectively.  It is important to note 
that items in Level 4 assessed basic language skills 
such as inflections, while Level 2 items assessed, 
among other things, grammatical categories such as 

tenses and aspect. On the other hand, Level 6 items 
assessed creative skills as well as language aspects 
such as transformation.

6.7.3 Pupil Achievement by Competency Level in 
Science

The percentages of pupils attaining different 
competency levels are presented in Table 6.7.

Table 6.7: Pupil Achievement by Competency Level in Science

Level Competency descriptions items
Percentage of pupils 
attaining minimum 

competency in Science

1
The learner:
1. Labels /names, states, explains scientific 

concepts/processes, e.g. units of force. 

14,32,35,37,
39,41,42,

36.6

2

The learner:
1. Identifies, explains, describes the factors 

affecting scientific processes, quantities, 
e.g. factors affecting floating.

5,7,6,9,10,12,18,19,20,
26,40,43,44,47, 48, 
49,50, 

53.9

3

The learner:
1. Makes correct observations on specimens 

during practical activities and field work.
2. Measures and records correct observations 

e.g. measuring temperature.
3. Uses relevant formulae.

3,11,36,45, 55.5
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4

The learner:
1. Applies laws, principles and rules to 

explain relations, concepts and makes 
deductions.

2. Uses and maintains scientific apparatus 
and equipment appropriately e.g. 
maintenance of simple implements.

3. Performs/demonstrates science 
experiments.

1,2,8,24,28,
29,46

41.2

5

The learner:
1. Classifies materials/organisms according to 

specific characteristics e.g. conductors and 
non-conductors.

2. Distinguishes between various scientific 
processes in a context setting.

13,16,21,30,
31,33,34,38,

44.0

6

The learner:
1. Translates information from graphs, data, 

diagram, experiments.
2. Infers, predicts, deduces by using the 

information/data provided.

4,15,17,22,23,25,27, 36.5

This information is further presented in Figure 6.10.

 

 Figure 6.10: Pupil Achievement by Competency Level in Science

From Table 6.7 and Figure 6.10, it is observable that 
majority of the pupils have not attained Levels 6, 1 
and 4 competencies, with those not attaining Level 
6 competencies comprising 63.5%, and those not 
attaining Level 4 competencies constituting 58.8%.  
The high percentage (63.4%) of pupils not attaining 
Level 1 competencies is worth noting. this points to 
low comprehension of basic scientific concepts and 
processes in earlier classes. 

6.8  Pupil Achievement by Competency Level 
per County

In Tables 6.8, 6.9, 6.10, and 6.11 the percentages 
of pupils attaining specific level competencies in 
Mathematics, English, Kiswahili, and Science by 
county respectively are presented. 
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Table 6.8: Pupils Achievement by Competency Level in Mathematics per County 

 County Level 1(%) Level 2 (%) Level 3 
(%) Level 4 (%) Level 5 (%) Level 6 (%)

Taita Taveta 46.9 45.3 18.8 14.1 6.3 0.0 
Kwale 72.1 59.5 27.0 27.0 8.1 3.6 
Mombasa 91.9 74.3 36.5 24.3 12.2 5.4 
Kilifi 77.9 65.0 37.9 19.3 10.0 1.4 
Tana River 75.0 57.1 26.8 26.8 5.4 3.6 
Lamu 61.4 50.0 27.3 18.2 13.6 0.0 
Nyandarua 78.9 55.6 24.4 22.2 6.7 4.4 
Nyeri 75.8 57.1 29.7 37.4 13.2 2.2 
Kirinyaga 63.4 52.1 12.7 14.1 7.0 1.4 
Murang’a 60.0 38.0 15.3 16.0 10.7 0.7 
Kiambu 69.0 45.0 22.0 14.0 6.0 1.0 
Machakos 76.7 62.5 38.3 29.2 12.5 5.0 
Kitui 73.9 58.4 27.3 18.6 9.3 5.0 
Embu 58.7 45.3 14.7 14.7 6.7 0.0 
Meru 51.7 33.8 17.2 9.9 6.6 0.0 
Marsabit 87.9 72.7 45.5 43.9 33.3 16.7 
isiolo 66.7 44.9 14.5 10.1 8.7 2.9 
Makueni 62.8 45.5 17.4 20.7 9.1 0.0 
Tharaka Nithi 68.1 44.7 17.0 14.9 10.6 2.1 
Nairobi 86.3 82.0 54.7 37.4 18.7 5.8 
Turkana 52.3 45.0 10.1 16.5 6.4 0.9 
Samburu 52.2 37.3 22.4 17.9 4.5 1.5 
Trans Nzoia 66.7 56.7 27.7 17.0 14.2 0.7 
West Pokot 65.3 43.1 18.1 15.3 11.1 1.4 
Bomet 62.9 53.8 25.0 18.9 6.1 0.8 
Uasin Gishu 75.4 61.9 45.8 41.5 25.4 9.3 
Nakuru 75.7 57.9 36.6 30.2 17.5 8.9 
Kericho 73.0 68.9 31.2 25.4 9.8 3.3 
Nandi 72.1 55.0 25.7 20.7 10.0 4.3 
Laikipia 46.9 30.6 14.3 12.2 2.0 0.0 
Kajiado 77.8 57.8 28.9 6.7 8.9 2.2 
Narok 66.7 60.7 28.2 17.1 10.3 1.7 
Baringo 79.5 74.0 34.3 27.4 15.1 4.1 
Elgeyo  
Marakwet

84.4 71.1 26.7 17.8 4.4 2.2 

Busia 67.5 53.7 22.0 19.5 8.1 0.8 
Bungoma 58.4 41.6 20.6 12.6 11.5 3.1 
Kakamega 74.8 58.2 30.3 20.1 10.9 5.4 
vihiga 53.5 31.3 6.1 8.1 1.0 0.0 
Kisumu 77.9 55.2 37.5 32.4 11.8 6.6 
Kisii 50.0 38.2 9.6 8.1 6.6 0.0 
Homa Bay 87.7 76.1 46.4 29.0 18.8 5.8 
Siaya 66.2 38.7 16.2 9.2 5.6 2.8 
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 County Level 1(%) Level 2 (%) Level 3 
(%) Level 4 (%) Level 5 (%) Level 6 (%)

Nyamira 61.6 43.4 19.2 14.1 4.0 0.0 
Migori 78.2 64.6 38.8 29.3 10.2 6.8 
Garissa 64.8 50.7 31.0 33.8 16.9 1.4 
Wajir 25.0 18.2 2.3 11.4 0.0 0.0 
Mandera 25.6 18.0 7.7 7.7 0.0 0.0 
National 69.0 53.8 27.0 20.8 10.4 3.2 

From Table 6.8, it is evident that there were 
considerably high percentages of pupils not 
attaining specific level competencies in Mathematics. 
For instance, none of the pupils in the sampled 
schools in Taita Taveta, Lamu, Embu, Meru, Laikipia, 
Kisii, Nyamira, Wajir, Makueni, Vihiga and Mandera 
attained the 50% benchmark at Level 6. This 

constitutes 23.4% of the counties.  The same trend 
is observed in Wajir and Mandera where none of 
the pupils attained Level 5 competencies. Similarly, 
in Vihiga and Laikipia 99.0% and 98.0% of the 
pupils did not attain Level competencies. This is a 
pointer to low acquisition of higher order thinking 
skills. 

Table 6.9: Pupils Achievement by Competency Level in English per County

County Level 1 (%) Level 2 (%) Level 3 (%) Level 4 (%) Level 5 (%) Level 6 (%)

TaitaTaveta 59.4 56.3 79.7 35.9 31.3 6.3 

Kwale 63.4 39.3 79.5 33.0 61.6 15.2 

Mombasa 89.2 68.9 96.0 66.2 83.8 63.5 

Kilifi 76.4 52.1 88.6 51.4 67.9 18.6 

Tana River 57.1 28.6 71.4 19.6 37.5 5.4 

Lamu 52.3 50.0 77.3 36.4 68.2 11.4 

Nyandarua 62.2 55.6 86.7 41.1 77.8 33.3 

Nyeri 79.1 64.8 92.3 52.8 81.3 38.5 

Kirinyaga 75.0 47.2 88.9 40.3 66.7 20.8 

Murang’a 70.7 36.7 85.3 36.0 66.7 14.0 

Kiambu 64.0 49.0 81.0 44.0 79.0 22.0 

Machakos 62.5 50.8 84.2 43.3 68.3 37.5 

Kitui 65.2 31.7 66.5 26.7 60.9 16.8 

Embu 53.3 44.0 81.3 26.7 68.0 16.0 

Meru 65.6 35.8 75.5 31.8 54.3 9.3 

Marsabit 71.2 71.2 89.4 56.1 78.8 21.2 

isiolo 65.2 18.8 65.2 20.3 52.2 7.3 

Makueni 69.4 28.9 71.9 21.5 51.2 11.6 

TharakaNithi 48.9 36.2 74.5 34.0 46.8 10.6 

Nairobi 92.1 83.5 96.4 81.3 89.2 70.5 

Turkana 49.6 17.1 64.0 18.0 29.7 3.6 

Samburu 53.0 37.9 66.7 19.7 40.9 7.6 

Trans Nzoia 66.0 42.6 89.4 34.8 51.8 18.4 

West Pokot 61.1 23.6 73.6 22.2 55.6 12.5 
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County Level 1 (%) Level 2 (%) Level 3 (%) Level 4 (%) Level 5 (%) Level 6 (%)

Bomet 52.2 31.3 79.9 30.6 56.7 6.7 

UasinGishu 66.1 50.9 89.8 49.2 67.0 33.1 

Nakuru 72.9 57.6 88.6 52.5 66.1 40.3 

Kericho 54.1 27.9 92.6 36.9 66.4 23.8 

Nandi 59.3 21.4 85.0 42.1 50.0 14.3 

Laikipia 73.5 51.0 79.6 20.4 55.1 2.0 

Kajiado 68.9 48.9 91.1 33.3 80.0 15.6 

Narok 63.6 22.0 80.5 24.6 35.6 5.1 

Baringo 61.6 21.9 76.7 30.1 43.8 5.5 
Elgeyo 
Marakwet

71.1 35.6 91.1 51.1 73.3 28.9 

Busia 60.5 40.3 87.9 44.4 58.1 29.8 

Bungoma 48.7 35.4 71.1 30.0 47.5 13.3 

Kakamega 73.2 46.4 88.8 43.7 66.8 24.1 

vihiga 44.0 32.0 87.0 18.0 46.0 10.0 

Kisumu 62.5 54.4 90.4 44.1 67.7 24.3 

Kisii 57.4 29.4 80.9 20.6 32.4 12.5 

Homa Bay 61.6 37.0 91.3 40.6 74.6 24.6 

Siaya 64.8 41.6 93.7 39.4 60.6 26.1 

Nyamira 50.5 33.3 85.9 35.4 40.4 10.1 

Migori 62.8 36.5 89.2 37.8 51.4 19.6 

Garissa 65.2 43.5 66.7 21.7 46.4 10.1 

Wajir 60.0 17.8 60.0 6.7 26.7 2.2 

Mandera 10.3 15.4 33.3 10.3 23.1 0.0 

National 64.1 41.0 82.7 37.5 59.7 21.0 

From Table 6.9, it is evident that considerable 
percentages of pupils did not attain specific 
level competencies in English, with the highest 
percentages being observed at Levels 6, 4, and 
2. For instance, in Mandera, none of the pupils 
attained Level 6 competencies. In Laikipia and 
Wajir, 98.0% and 97.8% of the pupils respectively 
did not achieve Level 6 competencies. It is also 
notable that in 45 out of the 47 counties (95.7%) 

more than 50% of the sampled pupils did not 
attain level 6 competencies. Similarly in 40 out of 
47 counties (85.1%), more than 50% of the pupils 
did not attain Level 4 competencies. The sharp 
contrast in the percentages of pupils attaining Level 
1 competencies between the county with the highest 
and that with the lowest is equally worth noting. 
While Nairobi had 92.1% of the pupils attaining 
Level 1 competencies, Mandera had only 10.3%.
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Table 6.10: Pupils Achievement by Competency Level in Kiswahili per County 

 County 
Level 1 

(%)
Level 2 (%)

Level 3 
(%)

Level 4 (%) Level 5 (%) Level 6 (%)

TaitaTaveta 54.7 59.4 64.1 10.9 75.0 46.9 
Kwale 73.0 84.4 73.9 33.0 87.0 72.2 
Mombasa 78.7 84.0 76.0 53.3 85.3 82.7 
Kilifi 71.6 75.9 80.1 34.8 88.7 68.8 
Tana River 35.7 46.4 46.4 8.9 76.8 33.9 
Lamu 55.6 73.3 53.3 26.7 91.1 40.0 
Nyandarua 39.6 63.7 58.2 24.2 65.9 45.1 
Nyeri 57.1 53.9 63.7 30.8 70.3 40.7 
Kirinyaga 39.7 63.0 65.8 19.2 67.1 42.5 
Murang’a 41.3 54.0 56.7 20.7 59.3 40.0 
Kiambu 44.0 67.0 55.0 19.0 61.0 48.0 
Machakos 48.4 69.7 65.6 31.2 65.6 48.4 
Kitui 44.7 57.8 57.8 20.5 50.9 49.1 
Embu 40.8 60.5 63.2 17.1 71.1 30.3 
Meru 38.6 73.2 62.8 17.0 62.1 42.5 
Marsabit 65.7 44.8 61.2 16.4 65.7 34.3 
isiolo 33.8 46.5 40.9 11.3 69.0 33.8 
Makueni 35.5 62.1 53.2 21.0 67.7 38.7 
Tharaka Nithi 36.2 61.7 48.9 21.3 68.1 38.3 
Nairobi 66.2 75.9 79.7 50.4 88.0 75.2 
Turkana 23.8 14.8 30.3 3.3 43.4 23.0 
Samburu 30.4 34.8 47.8 11.6 65.2 39.1 
Trans Nzoia 66.0 41.8 66.0 23.4 75.2 61.0 
West Pokot 47.3 36.5 67.6 17.6 63.5 50.0 
Bomet 26.5 29.4 30.2 4.4 55.2 28.7 
Uasin Gishu 53.4 53.4 65.3 29.7 74.6 55.1 
Nakuru 52.5 56.3 68.5 37.4 72.7 59.2 
Kericho 29.6 48.8 52.0 16.0 72.0 45.6 
Nandi 47.5 46.1 61.0 14.9 61.0 51.8 
Laikipia 34.0 40.0 60.0 12.0 64.0 34.0 
Kajiado 44.4 50.0 63.0 16.7 72.2 51.9 
Narok 23.7 27.1 40.7 12.7 65.3 37.3 
Baringo 36.0 37.3 44.0 12.0 65.3 38.7 
ElgeyoMarakwet 48.9 51.1 64.4 4.4 77.8 37.8 
Busia 65.3 60.5 78.2 25.8 85.5 75.0 
Bungoma 61.3 50.9 65.8 20.1 74.4 53.5 
Kakamega 63.9 63.5 75.7 31.8 79.7 63.2 
vihiga 43.0 53.0 62.0 16.0 78.0 59.0 
Kisumu 38.9 45.3 55.4 27.3 66.9 48.9 
Kisii 32.9 54.0 50.4 8.8 52.6 32.1 
Homa Bay 31.7 33.8 35.3 6.5 56.8 49.6 
Siaya 32.2 37.8 43.4 9.8 59.4 50.4 
Nyamira 28.3 58.6 53.5 12.1 62.6 36.4 
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 County 
Level 1 

(%)
Level 2 (%)

Level 3 
(%)

Level 4 (%) Level 5 (%) Level 6 (%)

Migori 46.7 45.3 55.3 16.7 66.7 51.3 
Garissa 34.7 18.7 24.0 6.7 44.0 13.3 
Wajir 24.4 15.6 15.6 4.4 35.6 13.3 
Mandera 12.8 12.8 5.1 2.6 20.5 10.3 
National 45.4 53.6 58.0 20.8 67.1 48.3 

From Table 6.10, it is evident that, in Kiswahili, 
there were substantial percentages of pupils not 
attaining specific level competencies. For instance, 
in Mandera, only 2.6% of the pupils attained Level 
4 competencies. In Turkana, Wajir and Elgeyo 
Marakwet, only 3.3%, 4.4% and 4.4% of the pupils 
respectively attained Level 4 competencies. It is 
observable that items at this level required pupils to 
apply their knowledge of language concepts. The 
high percentages of pupils not attaining this level 
competencies points to lack of critical thinking and 
analytical skills. It is significant to note that these 
counties with the highest percentages of pupils 
not attaining Level 4 competencies are located in 

ASALs. A similar trend is noted at Level 6 where in 
Mandera, Wajir, and Garissa, 89.7%, 86.7% and 
86.7% respectively, of the pupils did not attain Level 
6 competencies. It is also significant to note that in 
45 out of the 47 counties (95.7%) more than 50% 
of the pupils did not attain Level 4 competencies. 
It is only Mombasa (53.3%) and Nairobi (50.4%) 
which had more than 50% of the pupils attaining 
Level 4 competencies. Similarly, in 31 out of the 47 
counties, more than 50% of the pupils did not attain 
Level 6 competencies. This is worth noting as items 
at this level assessed pupils creative and analytical 
skills which are key 21st century skills.

Table 6.11: Pupils Achievement by Competency Level in Science per County

 County Level 1 (%)
Level 2 

(%) Level 3 (%) Level 4 (%) Level 5 (%) Level 6 (%)
Taita Taveta 32.3 46.2 53.9 33.9 33.9 30.8 
Kwale 48.7 57.5 58.4 38.9 57.5 33.6 
Mombasa 46.7 70.7 78.7 58.7 61.3 56.0 
Kilifi 47.5 61.7 63.8 42.6 57.5 39.0 
Tana River 42.9 55.4 33.9 35.7 39.3 28.6 
Lamu 44.4 57.8 55.6 42.2 44.4 33.3 
Nyandarua 30.8 57.1 57.1 34.1 45.1 35.2 
Nyeri 48.4 63.7 62.6 62.6 57.1 49.5 
Kirinyaga 38.9 58.3 75.0 61.1 41.7 36.1 
Murang’a 36.3 60.4 59.1 41.0 40.9 36.3 
Kiambu 27.0 65.0 54.0 47.0 42.0 49.0 
Machakos 48.8 67.8 53.7 49.6 48.8 44.6 
Kitui 34.4 50.0 45.0 33.8 38.1 27.5 
Embu 29.0 47.4 51.3 46.1 32.9 42.1 
Meru 21.7 39.5 48.7 29.0 30.9 32.2 
Marsabit 74.6 85.1 86.6 64.2 74.6 44.8 
isiolo 24.3 37.1 42.9 27.1 32.9 20.0 
Makueni 26.6 46.8 47.6 31.5 34.7 28.2 
Tharaka Nithi 14.9 55.3 53.2 23.4 36.2 29.8 
Nairobi 68.6 84.3 85.7 69.3 77.1 75.0 
Turkana 12.0 35.0 37.6 21.4 27.4 18.0 
Samburu 33.8 47.1 50.0 23.5 42.7 29.4 
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 County Level 1 (%)
Level 2 

(%) Level 3 (%) Level 4 (%) Level 5 (%) Level 6 (%)
Trans Nzoia 42.3 51.4 52.8 42.3 41.6 36.6 
West Pokot 37.8 59.5 59.5 40.5 37.8 18.9 
Bomet 31.1 40.7 48.2 37.0 40.7 28.9 
Uasin Gishu 53.9 66.7 70.1 62.4 54.7 47.9 
Nakuru 45.8 60.5 57.6 48.3 54.6 46.2 
Kericho 44.0 59.2 52.0 40.8 43.2 40.8 
Nandi 36.2 55.3 58.2 46.1 36.2 30.5 
Laikipia 16.0 30.0 46.0 44.0 30.0 28.0 
Kajiado 42.3 51.9 61.5 25.0 50.0 30.8 
Narok 34.8 47.5 52.5 31.4 36.4 32.2 
Baringo 46.7 65.3 64.0 50.7 60.0 42.7 
Elgeyo Marakwet 53.3 75.6 68.9 51.1 46.7 37.8 
Busia 36.6 57.7 66.7 42.3 51.2 46.3 
Bungoma 21.4 30.7 39.9 26.9 26.1 23.5 
Kakamega 33.2 52.2 54.9 43.7 46.4 40.7 
vihiga 27.0 40.0 52.0 34.0 29.0 30.0 
Kisumu 53.6 57.3 62.3 45.7 58.0 43.5 
Kisii 11.0 27.7 33.6 23.4 18.3 20.4 
Homa Bay 46.0 74.1 69.1 45.3 66.2 35.3 
Siaya 23.6 38.9 52.8 38.9 32.6 34.0 
Nyamira 26.3 41.4 44.4 38.4 46.5 27.3 
Migori 41.2 57.4 51.4 41.9 42.6 41.9 
Garissa 48.0 49.3 53.3 40.0 45.3 26.7 
Wajir 20.0 40.0 51.1 20.0 31.1 11.1 
Mandera 23.1 20.5 25.6 25.6 20.5 12.8 
National 36.6 53.9 55.5 41.2 44.0 36.5 

From Table 6.11, it is evident that considerable 
percentages of pupils did not attain specific level 
competencies in Science. For instance, in Wajir, 
Mandera, and Turkana, 88.9%, 87.2% and 82.0% 
of the pupils respectively did not attain Level 6 
competencies. Similarly, in Kisii, Mandera, and 
Bungoma, 81.7%, 79.5% and 73.9% of the pupils 
respectively did not attain Level 5 competencies. 
It is also significant to note that in 45 out of the 

47 counties (95.7%), more than 50% of the pupils 
did not attain Level 6 competencies. It is only 
Nairobi (75.0%) and Mombasa (56.0%) which 
had more than 50% of the pupils attaining Level 
6 competencies.  Of concern are the 42 out of the 
47 counties (89.4%) which had more than 50% of 
the pupils not attaining Level 1 competencies, yet 
this level assessed basic scientific concepts and 
processes. 
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6.9. Pupil Achievement by Competency Level by School Location and Category

6.9.1 Pupil Achievement by Competency Level in Mathematics by School Location and Category

Pupils’ Competency levels in Mathematics by school location and category are presented in Figure 6.11.

Figure 6.11: Pupil Achievement by Competency Levels in Mathematics by School Location and Category

From Figure 6.11, it is evident that there are 
disparities in the achievement of minimum 
competencies at specific levels. Schools that are 
Day and Boarding had higher percentages of 
pupils attaining minimum competencies at all levels 
than those in schools that are Day only. The highest 
disparities are observed at Level 3 where the 
percentage of pupils in Day and Boarding schools 
who attained this level competencies comprised 
50.0%, against 24.3% in Day schools. Similarly, 
private schools had higher percentages of pupils 
attaining minimum competencies in all the levels 
compared to their counterparts in public schools, 
with the highest disparity recorded at Level 3 where 
private schools had 55.3% and public schools had 

23.4% of the pupils attaining this level competencies. 
With regard to school location, the percentage of 
pupils attaining minimum competencies in schools 
located in urban areas was higher than that of 
pupils in schools located in rural areas across all 
the levels. For example at Level 3, 41.6% of the 
pupils from schools located in urban areas attained 
minimum competencies compared to 24.5% of 
pupils in schools located in rural areas.

6.9.2 Pupil Achievement by Competency Levels 
in English by School Location and Category

Pupils’ competency levels in by school category and 
location English are presented in Figure 6.12.
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 Figure 6.12: Pupil Achievement by Competency Levels in English by School Location and Category

at Level 6, 62.7% of pupils in private schools 
attained the competencies compared to 15.5% 
of pupils from public schools. In addition, schools 
located in urban areas had higher percentages 
of pupils attaining minimum competencies in all 
the levels than those from schools located in the 
rural areas. At Level 2, 69.0% of pupils in schools 
in urban areas attained minimum competencies 
compared to 36.4% of pupils from rural schools. 
These findings are comparable to the findings of 
NASMLA Class 3 Study (2018) and MLA Form 2 
(2018).

Figure 6.12 shows disparities in the achievement 
of specific level competencies in English. Schools 
that are both Day and Boarding had higher 
percentages of pupils attaining minimum 
competencies in all the levels compared to schools 
that Day only. For instance, at Level 4, 62.0% of 
pupils in schools that are both Day and Boarding 
attained the minimum competencies compared to 
34.6% of pupils from schools that are Day only. 
Similarly, private schools had higher percentages 
of pupils attaining minimum competencies in all the 
levels than those in the public schools.  For example, 
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6.9.3 Pupil Achievement by Competency Level in Kiswahili by School Location and Category

Pupils’ attainment of competency levels in Kiswahili by school category and location is presented in Figure 
6.13.

Figure 6.13: Pupils’ Competency Levels in Kiswahili by 

School Location and Category

Figure 6.13 shows disparities in the proportions of 
pupils attaining specific level competencies across 
the categories of schools. Pupils in schools that are 
both Day and Boarding had higher percentages of 
pupils attaining minimum competencies than those 
in schools that are Day only.  For instance, higher 
percentages of pupils from Day and Boarding 
schools attained Level 6 competencies compared 
to those from Day schools only at 65.3% and 
46.3% respectively. It is also observable that 
private schools had higher percentages of pupils 
attaining minimum competencies at all levels than 
those in public schools. For instance, private schools 
had higher percentage of pupils attaining Level 
6 competencies than those from public schools 
at 73.1% and 44.9% respectively. Regarding 

achievement of specific competency levels by school 
location, it is notable that schools located in urban 
areas had higher percentages of pupils attaining 
minimum competency levels than those located 
in rural areas. For instance, higher proportion of 
pupils from schools located in urban areas achieved 
Level 6 competencies at 68.9% compared to 
44.9% of pupils from schools located in rural 
areas. The substantially high percentage of pupils 
in all the categories of schools not attaining Level 
4 competencies is worth noting. More than 50% of 
the pupils in all the school categories did not attain 
minimum competencies at this level. This level assed 
pupil’s ability to apply knowledge of different 
concepts and sentence structures.

6.9.4 Pupil Achievement by Competency Level in 
Science by School Location and Category
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Pupils’ attainment of competency levels in Science by school category and location is presented in Figure 
6.14.

 Figure 6.14 Pupil achievement in Science by 

Location and Category 

Figure 6.14 reveals a similar trend of achievement 
observed in the previous subjects. For instance, 
schools that are both Day and Boarding had higher 
percentages of pupils attaining minimum competencies 
at all levels than those in schools that are Day only. At 
Level 2, for instance, 79.4% of the pupils in Day and 
Boarding schools achieved the minimum competencies 
compared to 51.1% of those in Day schools only. In 
addition, private schools had higher percentages of 
pupils attaining minimum competencies in all the levels 
compared to their counterparts in public schools, with 

the highest disparity recorded at Level 2 where 
private schools had 84.3% and public schools had 
49.9% of the pupils attaining this level competencies. 
With regard to school location, the percentage of 
pupils attaining minimum competencies in schools 
located in urban areas was higher than that of pupils 
in schools located in rural areas across all the levels. 
For instance, at Level 2, 70.2% of the pupils from 
schools located in urban areas attained minimum 
competencies compared to 51.2% of pupils in schools 
located in rural areas.

6.10 Correlation between the Numeracy and 
Literacy Scores

Table 6.12 shows the correlation between the Numeracy and Literacy scores. 

Table 6.12: Correlation between Mathematics, English, Kiswahil i and Science tests

Mathematics English Kiswahili Science

Mathematics 1    
English 0.6648 1   

Kiswahili 0.5808 0.7109 1  
Science 0.7410 0.7375 0.6385 1

As can be observed in Table 6.12, the correlation 
between Mathematics and Science scores is higher 
than that between Mathematics and English at 
0.7410 and 0.6648 respectively. This implies 

that the relationship between pupil achievement 
in Mathematics and Science is stronger than 
the relationship between pupil achievement in 
Mathematics and English as well as between 
Mathematics and Kiswahili, further implying a 
strong likelihood that a pupil who scores highly in 
Mathematics is also likely to score highly in Science. 
This would indicate that interventions towards the 
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improvement of pupils’ achievement in Mathematics will have a bearing on pupil achievement in Science.

6.11 Pupil Achievement by Quartiles

6.11.1  Pupil Achievement in Mathematics by Quartiles

Figure 6.15 shows pupils’ achievement in 
Mathematics by quartiles.

  

  Figure 6.15: Pupil Achievement in Mathematics by Quartiles

From Figure 6.15, it is observable that majority 
of the pupils (53.5%) in Mathematics fell within 
the second quartile (26% to 50%). Significant to 
note is the substantially high percentage (95.4%) 
of pupils not scoring 75% and above. This points 
to low mastery of basic skills in Mathematics. It is 
also observable that a higher percentage of boys 
than girls fell within the third and fourth quartiles 
at 22.5% and 6.1% respectively, against 20.2% 
and 3.0% respectively. On the other hand, a 

higher percentage of girls than boys fell within 
the second and the first quartiles at 55.9% and 
20.9% respectively, against 51.1% and 20.3% 
respectively. 

6.11.2  Pupil Achievement in English by 
Quartiles

Pupil achievement in English per quartile are 
summarized in Figure 6.16.

  

  Figure 6.16: Pupil Achievement in English by Quartiles
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Figure 6.16 shows that in English, majority of 
the pupils (44.1%) fell within the third quartile 
(proportion scoring 51% to 75%). The proportion 
of pupils whose scores fell within the second quartile 
(26% to 50%) is 33.9%. Significant to note is the 
high proportion (79.9%) of the pupils not scoring 
above 75% (Quarter 4). This implies that these 
pupils have not attained requisite language skills. 
On achievement by gender, Figure 6.13 shows 
that higher percentage of girls than boys falling 
within the third and fourth quartiles at 45.7% and 
22.0% against that of boys at 42.6% and 18.3% 

respectively.  On the other hand, higher percentages 
of boys than girls fell within the first and second 
quartiles at 2.3% and 36.9% against that of girls 
at 1.5% and 30.8% respectively. Notably, more 
girls than boys have scores falling between 51% 
and 100%.

6.11.3 Pupil Achievement in Kiswahili by 
Quartiles

Figure 6.17 shows pupils’ achievement in Kiswahili 
per quartile.

 

 Figure 6.17: Pupil Achievement in Kiswahili by Quartiles

From Figure 6.17, it is evident that the highest 
percentage (48.3%) of the pupils were within the 
third quartile (51 to 75). Those whose scores fell 
within the second quartile (26 to 50) comprised 
36.1%. It is worth noting that there is a sizeable 
proportion (3.7%) of pupils scoring 25% and 
below. Significant to note also is the considerably 
high percentage (88.1 %) of pupils not scoring 
above 75%. This is a pointer to low acquisition of 
key skills and concepts in Kiswahili. Pertaining to 
achievement by gender, it is notable that higher 

percentage of girls than boys fell within the third 
and fourth quartiles at 51.5% and 12.6% against 
45.3% and 11.2% respectively. From the foregoing, 
it is evident that more girls than boys scored above 
50% (64.1% against 56.5%). 

6.11.4  Pupil Achievement in Science by 
Quartiles

Figure 6.18 presents pupils’ achievement in Science 
by gender in quartiles.
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  Figure 6.18: Pupil Achievement in Science by Quartiles

Figure 6.18 shows that majority (48.1%) of the 
pupils fell within the second quartile (26% to 50%), 
while 30.9% fell within the 3rd quartile (51% to 
75%). The considerably high percentage (93.1%) 
of pupils who did not score above 75% is worth 
noting as it points to low acquisition of key scientific 
skills and concepts. Significant to note also is the 
sizable percentage (14.1%) scoring 25% and 
below.

With regard to achievement by gender, there are 
disparities in the proportion of boys and girls across 
the four quartiles.  The proportion of boys with 
scores falling in the 3rd and 4th quartile is higher 
than that of girls at 34.7% against 27.0% and 
8.4% against 5.3% respectively. On the other hand, 
the proportion of girls with scores that fell in the 1st 
and the 2nd quartiles are higher than that of boys at 

14.8% against 13.5% and 53.0% against 43.4% 
respectively. This implies that there were more boys 
(43.1%) than girls (32.3%) scoring more than 50% 
in Science.

6.12  Pupil Achievement by Content Area and 
Skills

In this sub-section, the percentages of pupils 
attaining minimum competencies by content area 
and skills in specific subjects are presented.

6.12.1 Pupil Achievement in Mathematics by 
Content Area 

Figure 6.19 presents the percentages of pupils 
achieving the 50% benchmark in the various content 
areas in Mathematics. 

 

Figure 6.19: Pupils Attaining Minimum Competencies in Various Content Areas in Mathematics
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From Figure 6.19, it is observed that in terms 
of content areas, Numbers had the highest 
percentage (53.5%) of pupils attaining the 50% 
benchmark followed by Geometry (30.2%) and 
Algebra (27.3%). However, the low percentage 
of pupils (18.2%) attaining the 50% benchmark in 
Measurements is worth noting. This low achievement 
points to low mastery of content in topics such as 
money (profit, loss and commission), surface area, 
volume and capacity. Regarding achievement 
by gender it is notable that more boys than girls 

achieved the 50% benchmark in all the content 
areas. For example, 34.4% of the boys attained 
the 50% benchmark in Geometry compared to 
25.8% of the girls.

6.12.2  Pupil Achievement in English by Content 
Area and Skills

Figure 6.20 presents the percentages of pupils 
achieving the 50% benchmark in specific content 
areas and skills in English.  

 

 Figure 6.20: Pupils Attaining Minimum Competencies in Various Content Areas and Skills in English

Figure 6.20 shows that in English, application of 
the knowledge of the alphabet had the highest 
percentage (75.1%) of pupils attaining the 50% 
benchmark, followed by Grammar (68.5%), 
Broken Passage (62.7%), Reading Comprehension 
(41.6%) and Writing (28.7%). The high percentage 
(75.1%) of pupils attaining the 50% benchmark 
in Alphabet is notable given that this is one of 
the levels that had given learners at NASMLA 
3 Study (2018) challenges, with 88.7% of the 
pupils attaining below the 50% benchmark.  This 
is indication that majority of learners at Class 7 
have successfully acquired skills related to the use 
of the alphabet.  It is also evident that there is low 
attainment of the minimum competencies in Reading 
Comprehension and Writing. The low achievement 
in Reading Comprehension indicates low acquisition 

of comprehension skills, which has a bearing on 
understanding concepts not only in the languages 
but also in other subject areas. On the other hand, 
Writing is a productive skill. The low achievement 
in Writing is suggestive of the need for learners 
to practise more. With regard to achievement by 
gender, it is observable that more girls than boys 
attained the 50% benchmark in all but one of the 
content areas and skills. In writing, for example, 
34.1% of the girls attained minimum benchmark 
compared to 23.4% of boys.

6.12.3 Pupil Achievement in Kiswahili by Content 
Area and Skills

Figure 6.21 presents percentages of pupils attaining 
minimum competencies in content area and skills in 
Kiswahili.
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Figure 6.21: Pupil Achievement in Kiswahili by Content Area and Skills

From Figure 6.21, it is evident that substantially high 
percentages of pupils did not attain the minimum 
benchmark in key language aspects. Significant to 
note is the high percentage (89.0%) of pupils not 
attaining the minimum benchmark in Grammar. The 
items under this section were largely Constructed 
Response Items assessing pupil’s ability to apply 
knowledge on key grammatical aspects such 
as negation, tense and aspect, transformation, 
inflection, vocabulary, and writing singular and plural 
forms. The low achievement levels point to lack of 
application and analytical skills. Equally significant 
to note are the low percentages of pupils attaining 
minimum competencies in Reading Comprehension 
(25.3%) and application of alphabet (34.3%). This 

is indicative of pupil’s inability to synthesize and 
analyse information. With respect to achievement 
by gender, it is evident that higher percentages of 
girls than boys attained the minimum Competencies 
in all the skill areas except Reading Comprehension. 
For instance, in Writing, 67.9% of the girls attained 
the minimum competencies compared to 54.0% of 
the boys. 

6.12.4 Pupil Achievement in Science by Content 
Area 

The percentages of pupils attaining minimum 
competencies in specific content areas in Science 
are presented in Figure 6.22.

Figure 6.22: Pupil Achievement in Science by Content Areas
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From Figure 6.22, it is observable that a high 
proportions of the pupils attained minimum 
competencies in Food and Nutrition, Human body 
and Animals content areas at 92.1%, 82.6% and 
69.2% respectively. Conversely, low percentages 
of Class 7 pupils attained minimum competencies 
in Energy, Water, and Health Education content 
areas at 14.4%, 26.3% and 39.3% respectively. 
On achievement by gender, it is notable that more 
girls than boys achieved the minimum competencies 
in Food and Nutrition and Human Body at 93.2% 
against 91.1%, and 84.0% against 81.3% 
respectively. On the other hand, more boys than 

girls achieved minimum competencies in all the other 
content areas.

6.13  Pupil Achievement by Item in Specific 
Subjects

6.13.1 Pupils’ Achievement by item in 
Mathematics

Figure 6.23 presents the percentages of pupils 
who gave correct responses to specific items in 
Mathematics.

Figure 6.23: Pupils giving correct responses to items in Mathematics

Figure 6.23 largely points to low mastery of content 
and skills in Mathematics. In 32 out of 50 (64%) 
items, less than 50% of the pupils gave correct 
responses. For instance, 98.3%, 97.1% and 96.1% 
of the pupils did not give correct responses to 
Questions 43, 40 and 46 respectively. Similarly, 
94.7%, 93.5% and 91.9% of the pupils did not 
give correct responses to Questions 48, 42 and 39 
respectively. These questions required the pupils to 

comprehend the given word questions, interpret and 
apply knowledge in order to solve the problems. 
The low achievement would indicate that majority 
of the pupils lacked higher order thinking skills.

6.13.2 Pupil Achievement by item in English

Figure 6.24 shows the percentage of the Class 7 
pupils who scored each question correctly in English.
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Figure 6.24: Pupils giving correct responses to items in English

Figure 6.24 reveals relatively low acquisition of 
language skills. In 21 out of 41 (51.2%) items, less 
than 50% of the pupils gave correct responses. For 
instance, 78.5%, 73.8% and 73.6% of the pupils 
did not give correct responses to Questions 6, 33 
and 40 respectively. Question 6 assessed pupils’ 
ability to logically sequence ideas in a broken 
passage, as well as the ability to apply knowledge 
of word categories to construct a cohesive sentence. 

On the other hand, Questions 33 and 40 assessed 
pupils’ ability to infer meaning in the context of a 
comprehension passage. The low achievement points 
to low acquisition of higher order thinking skills.

6.13.3 Pupil Achievement by item in Kiswahili

Figure 6.25 shows the percentage of the Class 7 
pupils who scored each question correctly Kiswahili.

Figure 6.25: Pupils giving correct responses to items in Kiswahili
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From Figure 6.25, it is evident that majority of 
the pupils have not acquired requisite Kiswahili 
language skills. In 23 out of 41 (56.1%) items, less 
than 50% of the pupils gave correct responses. 
For instance, 98.5%, 98.3% and 95.8% of the 
pupils did not give correct responses to Questions 
23, 27 and 25 respectively. Question 23 assessed 
pupils’ ability to apply their knowledge of familiar 
words to construct a correct sentence. Question 27 
assessed pupils’ ability to apply their knowledge 

on homonyms to give different meanings of a word 
in a given context, while Question 25 assessed 
punctuation. The low achievement points to low 
acquisition of higher order thinking skills in Kiswahili.

6.13.4 Pupil Achievement by item in Science

Figure 6.26 shows the percentage of Class 7 pupils 
who scored each question correctly in Science.

Figure 6.26: Pupils giving correct responses to items in Science

Figure 6.26 shows that majority of the pupils have 
not acquired the requisite skills and content in 
Science. In 30 out of 50 (60%) items, less than 50% 
of the pupils gave correct responses. For instance, 
96.5%, 93.6% and 93.5% of the pupils did not 
give correct responses to Questions 46, 38 and 45 
respectively. These questions assessed pupils’ ability 
to apply knowledge. For instance, Questions 45 
and 46 assessed pupils’ application skills which are 
particularly developed through practical activities. 
Low achievement in these questions could therefore 
point to low involvement of pupils in practical 
activities during learning. The low achievement 
points to low acquisition of higher order thinking 
skills in Science.

6.14  factors Associated with Class 7 Learner 
Achievements in Kenya

6.14.1 introduction

This section presents the results of the multilevel 
analysis on factors influencing learner achievement 
at Class 7. These factors were pupil and school 
characteristics. The school-level factors included 

school, Head teacher, and teacher characteristics, 
while the pupil-level factors included characteristics 
such as age, attendance to school, and home 
background. Sampling for the study involved 
selection of schools followed by selection of pupils 
within the sampled schools. This process of sampling 
calls for multilevel analysis in order to determine 
the individual and contextual influence on learner 
achievement. Pupils were assessed in four subjects: 
Mathematics, English, Kiswahili, and Science.

6.14.2 Multilevel Analysis Model

According to Hox and Maas (2005), multilevel 
model is used in the analysis of data that have a 
hierarchical or clustered structure. Hox and Maas 
further note that such data arise in various fields, for 
instance, in education research in which pupils are 
nested within schools. Similarly, multilevel analysis 
allows the introduction of explanatory variables on 
a model (Bravo, Szeles & Barrer, 2016). Therefore, 
this approach of analysis was suitable for this study 
given the school- and pupil-level factors as shown in 
Figure 6.27.
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       Figure 6.27: Hypothesized 2-Level Model of  Pupil Achievement

6.14.3 variable selection

Multiple Linear Regression (MLR) was used for 
preliminary analysis and identification of variables 
to be included in the final multilevel model. MLR is a 
basic regression that examines association between 
the outcome variable (dependent) and predictor 
variables (independent) (Keeves, 1997). The 
preliminary analysis also examines variables that 
are highly correlated with each other, implying that 
they measure the same item and hence the need to 
exclude some of the variables from the final model. 
In this study, this process resulted to the identification 
of 91 variables as possible predictors of learner 
achievement.

The backward stepwise variable selection approach 
was used in identifying variables that fitted the 
inclusion criteria in the MLR model. This was informed 
by Zang’s (2016) approach where the backward 
selection criteria involves first fitting a full model 
with all the 91 variables of interest and thereafter 
removing one by one of those that do not meet 
the set significance level. When these variables 
were subjected to MLR back selection criteria, 39 

variables were found to meet the significance level 
of 10%. Out of these, 11 were pupil, 16 were 
teachers and 12 were school variables. 

In the MLR, variables that were statistically significant 
at 10% (p<0.1) were included in the multilevel 
analysis. In addition, factors confirmed by existing 
literature to influence learner achievement were 
included in the model irrespective of whether or 
not they met the required threshold of significance. 
Examples of such factors are age, gender, teacher 
training and experience. 

6.14.4  Construction of Predictor variables

The study collected data to measure several 
constructs through a set of questions. These constructs 
included pupil socio economic status, services offered 
in school, teaching methods and teacher motivation. 
An index was computed for each construct by 
summing up responses on questions under each 
construct. These constructs were as follows: 

1. Pupil socio economic status (SES): This was 
generated using the ownership of various 
assets by the household where the pupil 
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Table 6.13: Strength of  the Multilevel Model

Model
Mathematics English Kiswahili Science

School Pupil School Pupil School Pupil School Pupil

N 231 5132 231 5145 231 5215 231 5171
Null 123.5 189.6 119.2 116.7 83.4 102.9 146.4 187.9
Full 58.1 172.8 42.1 103.6 45.2 93.0 69.8 166.1
Variance 
available (%)

39.4 60.6 50.5 49.5 44.8 55.2 43.8 56.2

Variance 
explained (%)

53.0 8.9 64.7 11.2 45.9 9.6 52.4 11.6

Total variance 
explained (%)

20.9 5.4 32.7 5.5 20.5 5.3 22.9 6.5

ICC Null 39.4%  50.5%  44.8%  43.8%  
ICC Full 25.2%  28.9%  32.7%  29.6%  
ICC=Intra-class Correlation Coefficient

resides as well as the main building material 
of the house, water source and presence of 
electricity.

2. Services offered in schools: Pupils were 
asked to indicate the type of services they 
utilized when in school. In total, eight services 
were identified including clubs, societies, 
academic trips and games among others. This 
construct was computed by summing these 
eight services to represent pupil involvement 
in various school activities.

3. Teaching methods: This construct was 
derived from eight methods of teaching that 
included demonstration, discussion, lecture, 
question and answer, storytelling, role-
play, experiments and field trips. The items 
were coded according to the extent of use, 
ranging from ‘not used at all’ to ‘used to a 
larger extent’. The scale was dichotomised by 
combining and coding ‘sometimes’ and ‘large 
extent’ to 1 and ‘not at all’ to 0 and the sum 
of the items computed. A higher score implied 
that the teachers used various methods while 
teaching the subject.  

4. Teacher motivation: Teachers were asked 
to indicate the extent to which they were 
motivated to engage in various activities 
aimed at improving the quality of education. 
In total, the tool captured 17 activities 
that comprised lesson preparation, filling 
of TPAD, discussing pupil performance, 
marking, integrating ICT in teaching and 
peer observation among others. Those that 
reported to be highly motivated were coded 

as ‘1’ and the rest as ‘0’, and a score which 
indicated teacher motivation was computed.

6.14.5 Procedures used to fit the Multilevel 
Model

The following steps were used to fit the multilevel 
models. These steps were necessary to understand 
the variance1 accounted for by level 1 and level 2 
factors as well as examining associations between 
predictor and outcome variables:
1. Null model: This is a model which only 

includes the outcome variable (in this case 
pupil achievement in each of the subjects) 
without including the predictor variable (for 
instance pupil age, pupil:textbook ratio). This 
model was fitted separately for each assessed 
subject and provided the total unexplained 
variance against the variance explained by 
introducing pupil and school-level variables.

2. The second step involved adding the pupil-
level (Level 1) and school-level (Level 2) 
predictors separately into the model built 
while examining the changes in school and 
pupil level variances. 

3. full model: This involved introducing both 
pupil and school-level predictors into the 
model.

 
6.14.6 Strength of the Model

Table 6.13 shows the strength of the models and the 
variance explained by introducing pupil and school 
factors for each assessed subject. 
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From Table 6.13, the null model shows the 
total unexplained variance while its Intra-class 
Correlation Coefficient (ICC) shows the amount 
of unexplained variance attributable to schools. 
Intra-class Correlation Coefficient is the measure 
of the variance in pupil achievement attributable 
to the differences in learner achievement between 
schools. At school level, the ICC varies by subject 
and is highest for English at 50.5%, followed by 
Kiswahili (44.8%), Science (43.8%) and Mathematics 
(39.4%). From the foregoing, it is evident that the 
variability in performance between schools is higher 
in English than in the other three assessed subjects. 

Table 6.13 further shows the total variance 
explained by both pupil and school level factors 
(variables). For instance, in Mathematics, factors 
at school level accounted for 20.9% while factors 
at the pupil level accounted for 5.4% of variance 
in learner achievement. On the other hand, in 
English, factors at school level accounted for 
32.7%, while those at pupil level accounted for 

5.5% in learner achievement. In Kiswahili, school 
level factors accounted for 20.5% and those at 
pupil level accounted for 5.3% of variance in pupil 
achievement. In the same vein, in Science, factors at 
school level accounted for 22.9% variance, while 
pupil level factors accounted for 6.5% variance in 
learner achievement. 

6.14.7 Results of Multilevel Analysis

The results for the multilevel analysis on the factors 
that influence learner achievement in Mathematics, 
English, Kiswahili and Science are presented 
in Table 6.14. For each subject, results on the 
magnitude of influence (reported as a coefficient), 
confidence intervals and level of significance are 
displayed. Further, statistical significance is shown 
by an asterisk annotation, next to the coefficient. A 
single asterisk indicates the coefficient is significant 
at 10% (p≤0.1), a double at 5% (p≤0.05) and 
triple at 1% (p≤0.01).

Table 6.14: Results of  the Full Multilevel Regression Model per Subject

Variable
Category

Coef

MATH   English Kiswahili   Science

P 95% CI   Coef P 95% CI   Coef P 95% CI   Coef P 95% CI

Pupil gender P001 Girl (Male) -3.96 *** -4.85 -3.07 0.69 ** 0.04 1.34 0.90 ** 0.24 1.56 -5.17 *** -6.08 -4.26

Pupil age P002 -1.46 *** -1.81 -1.10 -1.92 *** -2.23 -1.61 -1.48 *** -1.78 -1.17 -1.89 *** -2.29 -1.49

Pupil has 
Disability

P003 Yes -7.09 *** -8.66 -5.52 -5.50 *** -6.93 -4.06 -5.25 *** -6.51 -3.98 -6.80 *** -8.38 -5.21

Boarder or day 
scholar

P004
Day 
Scholar 
(Boarder)

1.96 -0.94 4.86 3.52 * 0.89 6.14 3.71 ** 0.99 6.42 6.00 *** 3.19 8.82

Participates in 
co-curricular 
activity

P006 Yes (No) 1.36 * -0.03 2.74 0.10 -1.13 1.32 0.77 -0.34 1.88 1.18 -0.44 2.81

Pupil is 
orphaned

P007
Both 
parents

Single 
parent

-1.66 -3.55 0.23 -1.79 ** -3.30 -0.29 -0.82 -2.19 0.55 -1.17 -3.00 0.67

Orphaned -0.07 -1.38 1.23 -0.24 -1.34 0.86 -0.74 -1.76 0.28 -0.13 -1.42 1.15

Others -4.42 -14.33 5.49 -0.10 -7.93 7.73 -1.59 -8.00 4.82 -1.65 -10.00 6.70

PUPIL SES P014a -0.73 *** -0.99 -0.47 -0.10 -0.30 0.11 -0.24 ** -0.42 -0.06 -0.42 ** -0.68 -0.16

Number of 
services used 
in school e.g. 
games, clubs, 
trips

P027 0.60 ** 0.16 1.03 0.16 -0.20 0.53 0.22 -0.13 0.57 0.34 -0.09 0.78

Absent from 
school last term

P032 Yes (No) -0.94 ** -1.84 -0.04 0.13 -0.61 0.86 0.10 -0.58 0.77 -0.16 -1.06 0.74

Pupil repeated 
class

P033 Yes (No) -4.11 *** -5.15 -3.07 -3.42 *** -4.24 -2.61 -3.29 *** -4.02 -2.57 -4.99 *** -6.04 -3.95
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Variable
Category

Coef

MATH   English Kiswahili   Science

P 95% CI   Coef P 95% CI   Coef P 95% CI   Coef P 95% CI

Frequency 
of math 
assignment/
homework

P039m Not at all

Once a 
week

2.91 ** 0.47 5.35 1.07 -0.77 2.91 2.06 ** 0.34 3.78 2.43 * -0.02 4.88

Twice a 
week

0.21 -2.03 2.46 0.57 -1.23 2.38 1.60 ** -0.13 3.32 0.86 -1.60 3.31

Thrice a 
week

2.48 ** 0.40 4.55 1.23 -0.57 3.03 1.39 * -0.17 2.95 1.94 * -0.26 4.14

Daily 3.99 *** 2.18 5.80 2.06 ** 0.58 3.54 2.06 ** 0.66 3.45 3.12 *** 1.22 5.01

Teacher gender T001
Female 
(Male)

1.80 -1.08 4.69 -0.12 -2.20 1.96 0.01 -2.00 2.02 0.24 -2.39 2.87

Teacher age T002 <21 years

31-40 
years

-1.73 -5.49 2.03 3.22 ** 0.03 6.41 0.09 -3.48 3.65 0.21 -3.81 4.24

41-50 
years

-6.03 ** -10.34 -1.72 3.26 -0.91 7.43 -0.76 -4.78 3.25 -1.96 -7.38 3.45

51-60 
years

-10.88 *** -16.56 -5.21 2.57 -2.63 7.77 -1.70 -7.33 3.94 -4.13 -10.61 2.34

Teacher 
experience

T004 <1 year

1-5 years 1.11 -4.72 6.94 6.20 * -0.04 12.43 2.82 -2.22 7.86 1.57 -6.66 9.81

6-10 years 2.60 -3.06 8.25 6.65 ** 0.15 13.14 4.52 * -0.81 9.85 3.20 -5.45 11.85

11-15 
years

4.50 -1.65 10.65 6.93 ** 0.03 13.83 4.38 -1.38 10.15 2.98 -6.02 11.99

16-20 
years

7.36 ** 0.25 14.48 3.02 -4.51 10.54 3.11 -3.59 9.81 3.28 -7.55 14.11

Over 20 
years

6.05 * -0.10 12.19 6.12 -1.18 13.42 4.30 -1.92 10.52 4.23 -5.23 13.68

Teacher has 
disability

T005 Yes (No) -4.56 ** -8.54 -0.58 -3.81 * -7.78 0.17 -2.59 -6.34 1.15 -0.66 -6.17 4.86

Class size T008 -0.01 -0.06 0.04 -0.01 -0.05 0.03 -0.02 -0.06 0.03 0.00 -0.05 0.05

Number of 
lessons per 
week

T011a -0.07 -0.18 0.03 -0.06 -0.15 0.03 -0.11 * -0.20 -0.01 -0.04 -0.15 0.07

Use of various 
methods to 
teaching - 
Extend of use

T013 0.62 -0.14 1.38 0.91 ** 0.15 1.68 -0.03 -0.79 0.72 -0.47 -1.27 0.34

Teacher rating 
of subject 
performance

T015
Below 
average

Average 4.53 ** 1.38 7.68 4.63 ** 1.60 7.66 8.73 *** 3.59 13.87 5.34 ** 0.11 10.56

Above 
average

11.37 *** 6.12 16.63 7.85 *** 3.23 12.48 15.43 *** 9.73 21.13 11.00 *** 4.83 17.16

Number of 
assignments/
homework per 
week

T017b -0.42 -1.37 0.52 0.34 -0.41 1.10 -0.53 -1.43 0.37 -0.12 -1.02 0.78
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Variable
Category

Coef

MATH   English Kiswahili   Science

P 95% CI   Coef P 95% CI   Coef P 95% CI   Coef P 95% CI

Parents/
guardians check 
assignment/
homework

T017c Yes (No) 2.36 * -0.15 4.86 2.03 * -0.08 4.14 1.11 -1.12 3.35 1.77 -0.84 4.38

Teacher is aware 
of TPAD

T032 Yes (No) 5.79 ** 1.88 9.70 -0.37 -4.77 4.02 -1.54 -7.84 4.76 2.39 -4.88 9.66

Teacher is aware 
of CBC

T033 Yes (No) 2.64 -1.67 6.95 2.24 -0.59 5.07 0.97 -3.77 5.70 1.87 -3.67 7.42

School has 
pupils with 
indiscipline

T035 Yes (No) -2.92 -7.09 1.24 -0.55 -4.44 3.34 1.18 -2.80 5.16 -1.00 -5.02 3.01

Rating of school 
admin with 
curriculum 
implementation

T045
Below 
average

Average 3.83 -1.19 8.85 0.25 -2.96 3.46 -3.04 ** -6.08 -0.01 -3.79 -8.33 0.75

Above 
average

3.78 -1.45 9.00 1.58 -2.03 5.18 -0.80 -4.24 2.63 -1.00 -5.68 3.68

Teacher is 
motivated to 
perform various 
tasks

T046 -0.18 * -0.38 0.02 -0.07 -0.27 0.14 -0.17 -0.39 0.04 -0.09 -0.33 0.15

Frequency of 
visits by CSO

T050 Not at all

Once a 
year

-1.32 -7.01 4.36 -3.95 * -8.60 0.70 -0.66 -5.90 4.57 -4.42 -11.59 2.75

Twice a 
year

8.43 ** 2.54 14.31 1.61 -2.68 5.90 -0.59 -4.81 3.63 0.50 -6.40 7.39

Once a 
term

-0.19 -3.66 3.28 -1.72 -5.04 1.60 -0.78 -3.87 2.32 -3.42 -7.62 0.79

Twice a 
term

1.24 -1.95 4.43 -1.38 -4.74 1.99 0.94 -2.03 3.91 -3.11 -7.14 0.92

HT Gender H001
Female 
(Male)

-1.31 -3.89 1.27 -2.11 * -4.61 0.39 -1.05 -3.55 1.45 -4.13 ** -7.13 -1.14

HT Age bracket H002 -0.03 -1.45 1.40 -0.04 -1.16 1.08 1.10 -0.25 2.44 -0.43 -1.94 1.08

HT Highest 
professional 
qualification

H004b P1

SI/
Diploma

1.79 -1.58 5.17 2.65 ** 0.02 5.28 1.21 -1.77 4.19 2.95 -0.62 6.52

Bed 1.32 -2.32 4.96 2.66 * -0.22 5.54 0.69 -2.41 3.79 1.79 -1.96 5.54

PGDE 5.97 ** 0.03 11.91 7.00 ** 2.57 11.44 1.91 -2.60 6.41 6.32 ** 0.75 11.89

HT experience H005 0.23 -1.27 1.73 1.09 ** 0.03 2.16 0.15 -1.11 1.41 1.05 -0.32 2.41

Do teachers 
miss lessons?

H018 Yes (No) -0.21 -3.08 2.66 -0.64 -2.89 1.61 -1.20 -3.81 1.40 0.70 -2.51 3.91

Frequency of 
assessments by 
CSO in 2018

H026c 0

1 -0.06 -5.22 5.10 0.35 -4.21 4.91 0.99 -3.86 5.84 -1.20 -7.13 4.74

2 2.88 -1.55 7.31 0.68 -2.59 3.95 0.17 -3.61 3.94 0.42 -4.11 4.94

3 3.63 * -0.63 7.88 2.48 -0.74 5.71 1.42 -2.11 4.95 3.65 -0.81 8.11

4 and 
above

0.78 -3.58 5.14 -0.17 -3.52 3.18 0.04 -3.65 3.74 1.57 -2.85 6.00
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Variable
Category

Coef

MATH   English Kiswahili   Science

P 95% CI   Coef P 95% CI   Coef P 95% CI   Coef P 95% CI

School Location S001a
Urban 
(Rural)

-1.73 -5.03 1.57 -4.65 ** -7.82 -1.47 -2.70 ** -5.37 -0.04 -1.36 -5.36 2.65

Type of 
settlement

S001b
Formal 
(informal)

0.67 -1.93 3.28 1.39 -0.97 3.75 0.55 -1.78 2.88 -0.39 -3.23 2.44

 School type S001c
Public 
(Private)

-9.81 *** -15.70 -3.93 -14.11 *** -19.02 -9.20 -10.88 *** -15.89 -5.87 -12.86 *** -18.98 -6.73

School 
Accommodation

S003
Day & 
Boarding 
(Day)

7.93 *** 3.04 12.82 4.88 ** 0.96 8.79 1.95 -2.27 6.18 9.95 *** 5.65 14.24

Water available 
in the school

S017 Yes (No) 0.42 -2.34 3.17 1.60 -0.77 3.98 0.59 -1.91 3.10 -0.97 -4.13 2.19

Pupil teacher 
ratio

PTR 0.09 -0.02 0.20 0.08 -0.02 0.17 0.07 -0.04 0.17 0.02 -0.11 0.16

Constant     46.37   31.65 61.09   55.64   41.49 69.79   57.96   44.42 71.50   73.01   56.03 90.00

* p≤0.1; ** p≤0.05; *** p≤0.01

The results of the full multilevel model show that six 
variables were significantly associated with pupil 
achievement across the four subjects. These included 
age, gender, pupil disability status, repetition, teacher 
rating on subject performance and school type. 

Pupils’ age was found to negatively influence 
learner achievement across the four subjects. Older 
pupils achieved 1.5, 1.9, 1.5 and 1.9 points lower 
in Mathematics, English, Kiswahili and Science 
respectively, than their younger counterparts. These 
differences in achievement were significant at 
p≤0.01. 

In addition, repetition was found to have a negative 
effect on pupil achievement. Pupils who had 
repeated a class scored 4.1, 3.4, 3.3 and 5.0 points 
lower in Mathematics, English, Kiswahili and Science 
respectively than those who had not repeated. 
These differences in achievement were significant 
at p≤0.01.

In addition, pupils with disability recorded 
significantly lower achievement levels compared 
to their counterparts. In Mathematics and English, 
learners with disability scored 7.1 and 5.5 points 
lower than those who did not have disability. A 
similar trend was observed in Kiswahili and Science 
where learners with disability scored 5.3 and 6.8 
points lower respectively lower than those without 
disability. These differences in achievement were 
significant at p≤0.01.

Pupil gender was found to influence learning 
outcomes. In Mathematics and Science, girls 
achieved 4.0 and 5.2 points lower than boys. This 

was significant at p≤0.01. It is, however, notable 
that girls achieved 0.7 and 0.9 points higher than 
boys in English and Kiswahili respectively. This was 
significant at p≤0.05.

Teacher perception on the performance of the 
subject they taught was positively and significantly 
associated with learner achievement. For instance, 
pupils in schools where teachers reported an above 
average performance attained 11.4, 7.9, 15.4 and 
11 points more in Mathematics, English, Kiswahili 
and Science respectively than pupils in schools 
where teachers reported performance to be below 
average. These were significant at p≤0.01.

Further, type of school was found to have a 
significant influence on learner achievement. Pupils 
in public schools attained significantly lower scores 
than those in private schools. On average pupils 
in public schools scored 9.8, 14.1, 10.9 and 12.9 
points lower in Mathematics, English, Kiswahili and 
Science than their counterparts in private schools. 
These were significant at p≤0.01.

School category in terms of accommodation was 
also found to influence learner achievement.  Pupils 
in schools which were both Day and Boarding scored 
significantly higher than their counterparts in Day 
only schools in Mathematics, English and Science 
at 7.9, 4.9 and 10.0 respectively. This variance 
in achievement was significant at p≤0.01 for 
Mathematics and Science and p≤0.05 for English.

School location was found to have a bearing on 
learner achievement. Pupils in schools located in 
rural areas on average, attained 4.7 and 2.7 points 
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Variable
Category

Coef

MATH   English Kiswahili   Science

P 95% CI   Coef P 95% CI   Coef P 95% CI   Coef P 95% CI

School Location S001a
Urban 
(Rural)

-1.73 -5.03 1.57 -4.65 ** -7.82 -1.47 -2.70 ** -5.37 -0.04 -1.36 -5.36 2.65

Type of 
settlement

S001b
Formal 
(informal)

0.67 -1.93 3.28 1.39 -0.97 3.75 0.55 -1.78 2.88 -0.39 -3.23 2.44

 School type S001c
Public 
(Private)

-9.81 *** -15.70 -3.93 -14.11 *** -19.02 -9.20 -10.88 *** -15.89 -5.87 -12.86 *** -18.98 -6.73

School 
Accommodation

S003
Day & 
Boarding 
(Day)

7.93 *** 3.04 12.82 4.88 ** 0.96 8.79 1.95 -2.27 6.18 9.95 *** 5.65 14.24

Water available 
in the school

S017 Yes (No) 0.42 -2.34 3.17 1.60 -0.77 3.98 0.59 -1.91 3.10 -0.97 -4.13 2.19

Pupil teacher 
ratio

PTR 0.09 -0.02 0.20 0.08 -0.02 0.17 0.07 -0.04 0.17 0.02 -0.11 0.16

Constant     46.37   31.65 61.09   55.64   41.49 69.79   57.96   44.42 71.50   73.01   56.03 90.00

* p≤0.1; ** p≤0.05; *** p≤0.01

lower in English and Kiswahili respectively than those 
in schools located in urban areas. These differences 
in achievement were significant at p≤0.05.

Pupil absenteeism was found to have a negative 
effect on achievement. Pupils who were absent 
during the school term scored 0.9 points lower in 
Mathematics compared to pupils who had not 
been absent during the term. This difference in 
achievement was significant at p≤0.05.

Frequency of homework and assignment in the 
subject showed a positive association with pupil 
achievement. Though some categories are not 
significant, it was observed that the more the 
homework and assignments, the better the pupil 
achievement. Pupils who were given homework/
assignments on daily basis scored 4.0, 2.1, 2.1and 
3.1 points higher in Mathematics English, Kiswahili 
and Science respectively than those who were not 
given homework/assignments at all. This variance 
in achievement was significant at p≤0.01 for 
Mathematics and Science and p≤0.05 for English 
and Kiswahili.

Age of the teacher was found to have a negative 
effect on learner achievement. In Mathematics, for 
instance, pupils taught by teachers aged 41 to 
50 and 51 to 60 years scored significantly lower 
by 6.0 and 10.9 points respectively compared to 
those taught by teachers aged below 21 years. This 
difference in achievement was significant at p≤0.05 
for age bracket 41 to 50 years, and at p≤0.01 for 
age bracket 51 to 60 years.

Further, teachers’ years of experience was found 
to influence learning outcomes. In Mathematics, for 
instance, pupils taught by teachers with 16 to 20 
years of experience and over 20 years’ experience 
scored 7.4 (p≤0.05) and 6.1 (p≤0.1) points higher 
than those taught by teachers with less than one 
year of experience. Similarly in English pupils 
taught by teachers with an experience 1 to 5 years, 
6 to10 years and 11 to 15 years scored 6.2, 6.7 
and 6.9 points respectively higher than those taught 
by teachers with less than one year experience. This 
variance in achievement was significant at p≤0.1 
for 1 to 5 years, and p≤0.05 for both 6 to 10 years 
and 11 to 15 years.  

Head teachers’ professional qualification was 
found to influence learner achievement. Pupils in 
schools where Head teachers had a Post Graduate 
Diploma in Education scored 6.0, 7.0 and 6.3 higher 
in Mathematics, English and Science respectively 
than those in schools where the Head teacher had 
a P1 qualification. This variance in achievement was 
significant at p≤0.05.

Pedagogy was found to influence learner 
achievement. Pupils taught by teachers using a 
variety of methods scored 0.9 points higher in 
English than those taught by teachers who used 
fewer methods. This variance in achievement was 
significant at p≤0.05.
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CHAPTER ONE
BACKGROUND TO THE STUDY

1.0 Introduction

This chapter presents the background to the 
Study. In particular, it discusses the setting of the 
study by describing the geographical region, 
population density and economic status of each 
of the 47 counties of the Republic of Kenya 
(RoK). The chapter further outlines the legal and 
policy implementation framework guiding the 
education system and assessment of learning 
outcomes in Kenya. Finally, the purpose of the 
study, research objectives, research questions, 
justi�cation of the study, signi�cance of the study, 
as well as the conceptual framework 
underpinning the study are discussed. 

1.1 The Setting of the Study

The study was conducted in all the 47 counties of 
the Republic of Kenya. Map 1.1 gives a 
representation of the counties. 
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CHAPTER SEvEN

SUMMARY Of fiNDiNGS, CONCLUSiONS 
AND RECOMMENDATiONS

7.0 introduction

This chapter presents the summary of the 
findings of the study, conclusions drawn from 
the findings and recommendations on areas 
of intervention. The chapter also recaptures 
the purpose of the study and the research 
questions that guided the study.
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7.1 Purpose of the Study

The study sought to establish Class 7 pupils’ 
achievement levels in Mathematics, English, 
Kiswahili, and Science. It also aimed at assessing 
Class 7 pupils’ levels of acquisition of life skills. 
Additionally, the study endevoured to determine 
the extent to which  pupil, teacher, Head teacher, 
school and home characteristics influenced learning 
outcomes among Class 7 pupils in the assessed 
subjects.

7.2 Research Questions

The study was guided by the following research 
questions:

a) What are the levels of achievement of Class 
7 pupils in Mathematics, English, Kiswahili, and 
Science?

b) What are the acquisition levels of Class 7 
pupils in life skills?

c) What are the personal, home background and 
school-based characteristics of Class 7 pupils?

d) What are the personal and professional 
characteristics of Class 7 teachers of 
Mathematics, English, Kiswahili, Science and 
Life Skills Education?

e) What are the personal and professional 
characteristics of primary school Head 
teachers?

f) Which facilities and teaching and learning 
resources are available in schools?

g) What are the combinations of inputs 
associated with Class 7 pupils’ achievement in 
Mathematics, English, Kiswahili and Science?

h) What is the level of knowledge, attitudes, 
and behaviour of pupils, teachers, and Head 
teachers concerning HIV and AIDS?

To this end, descriptive survey design was used to 
collect data from 250 schools sampled from the 
47 counties of the Republic of Kenya. Achievement 
tests in Mathematics, English, Kiswahili and Science 
were administered to determine Class 7 pupils’ 
achievement levels in these subjects.  A Life Skills 
Education questionnaire was administered to 
establish Class 7 pupils’ levels of acquisition of 
basic life skills. Additionally, questionnaires were 
used to collect data on pupil, teacher and Head 
teacher characteristics, while a School Observation 

Schedule was used to collect data on availability 
and adequacy of teaching and learning resources 
in schools.

7.3 Summary of findings

Regarding access to basic education, the study 
revealed a near gender parity in enrollment at 
Class 7, with a mean enrollment of 74 pupils. On 
average, each class had 38 boys against 36 girls. 
However, disparities in class sizes were noted across 
the counties. For instance, in Turkana, the mean 
number of pupils per class was 90. Large class sizes 
were also noted in Bungoma, Kilifi and Kisii at 87, 
73 and 66 pupils per stream respectively. 

The study further revealed prevalence of overage 
among Class 7 pupils, with 41.4% of the pupils 
being overage (15 years and above). It is 
significant to note that more boys than girls were 
overage at 48.5% and 34.2% respectively. The 
counties with the highest percentages of overage 
pupils were Tana River, Garissa, Kwale, Turkana 
and Kilifi at 87.5%, 80.0%, 78.3%, 72.1% and 
70.2% respectively. Notably, these counties are all 
from ASAL. The substantial percentage of overage 
pupils is worth noting as this study revealed that 
older pupils scored 1.5, 1.9, 1.5 and 1.9 points 
lower in Mathematics, English, Kiswahili and Science 
respectively than their younger counterparts.

Concerning pupil attendance to school, the study 
revealed prevalence of absenteeism among pupils, 
with close to two thirds (60.6%) of the pupils 
reporting to have been absent from school in the 
third term of the year preceding the study (2018). 
In addition, more than half (52.4%) of the teachers 
indicated that their pupils were absent from school 
for more than one day and less than a week in a 
term. Among the reasons given for pupil absenteeism 
was truancy, with close to a third (30.2%) of the 
teachers citing this. Prevalence of pupil absenteeism 
is worth noting as this study found out that pupils 
who were absent during the school term scored 0.9 
points lower in Mathematics compared to those who 
had not been absent.  

On transition, the study revealed prevalence of 
class repetition in schools, with more than half 
(59.5%) of the pupils reporting to have repeated 
a class, and 51.5% of the Head teachers indicating 
that there were learners who had repeated 



Early gradE mathEmatics assEssmEnt (Egma) EndlinE study

189189

classes in their schools. The study further found out 
that repetition was highest at Class 7. One of the 
prevalent reasons for class repetition was demand 
by parents, with close to three quarters (74.8%) of 
Head teachers citing requests by parents the main 
reasons for class repetition. Prevalence of repetition 
is worth noting. This study has establised that pupils 
who  repaeated a class scored 4.1, 3.4, 3.3 and 
5.0 points lower in Mathematics, English, Kiswahili 
and Science respectively, than those who did not 
repeat.

On retention, the study revealed prevalence of 
pupil dropout as evidenced by the 77.7% of the 
Head teachers reporting that their schools had 
experienced cases of pupil dropout in Class 7. 
Truancy was reported by more than a third (40.2%) 
of Head teachers as one of the common causes of 
pupil dropout. 

On availability of regular meals, the study 
established that sizable percentages of pupils did 
not to have regular meals. For instance, 13.2%, 
7.5% and 2.4% of the pupils reported that they 
did not have regular breakfast, lunch and supper 
respectively. Turkana had the highest percentage 
of pupils reporting not to take regular breakfast 
and lunch at 62.4% and 53.2% respectively, while 
Marsabit had the highest percentage of pupils who 
reporting not to take supper regularly at 14.8%. It 
is notable that Turkana had the highest percentage 
of pupils reporting not to take the three meals 
regularly. 

In relation to regular tracking and reporting on pupil 
progress, the study found out that schools conducted 
remedial classes to address gaps in learning. For 
instance, 95.5% of the teachers indicated that they 
carried out remedial classes. The study further found 
out that majority of the schools had assignment/
homework policies, with 87.3% of the teachers 
reporting this. The study, however, established low 
parental involvement, with more than half (51.9%) 
of the teachers reporting that parents did not check 
their children’s work. Further, a third (34.4%) of 
the pupils indicated that they did not have anyone 
assisting them in doing homework while at home. 

The study further revealed low integration of ICT 
in teaching and learning. For instance, more than 
a third (44.3%) of the teachers reported that they 
had not adopted the use of ICT in teaching. Further, 
more than a third (35.2%) of the Head teachers 

indicated that their schools had not integrated ICT 
in teaching and learning. Inadequate ICT resources 
was cited by close to three quarters (72.8%) of the 
teachers as one of the challenges they experienced 
while utilizing ICT in teaching. 

Further, the study revealed prevalence of indiscipline 
in schools, with 93.3% of the teachers reporting to 
have indiscipline cases in their schools. Truancy was 
one of the most prevalent forms of indiscipline, with 
24.0% of the teachers reporting that it was very 
common in their schools, and 27.6% of the Head 
teachers reporting that it often affected learning. 
It is also observable that more than half (53.5%) 
of the teachers indicated that truancy affected 
learner achievement. On methods used to enforce 
discipline in schools, the study found out that 
Guidance and Counselling was the most prevalent 
method. For instance, 98.2% of the Head teachers 
and 91.5% of the teachers reported that guidance 
and counselling was the method most often used to 
enforce discipline among pupils.    

Pertaining to support to curriculum implementation 
at school level, the study found out that assessments 
by QASOs were inadequate. For instance, 
16.0% and 10.7% of the teachers reported that 
teachers and schools respectively had not been 
assessed in the year preceding the study. Further, 
a substantial percentage (40.4%) ‘of the Head 
teachers reported that their schools had not been 
assessed by DQASOs in the year preceding the 
study. In addition, the study revealed that sizable 
percentages of schools had not been visited by the 
CSOs in the year preceding the study, with 10.0% 
of the teachers reporting that CSOs had not visited 
their classes to support curriculum implementation in 
the year preceding the study. Further, 6.6% of the 
Head teachers reported that CSOs had not visited 
their schools in the year preceding the study. 

On Special Needs Education, the study found out 
that majority of the schools had embraced inclusive 
education, with 57.2% of the pupils indicating 
that there were learners with special needs and 
disabilities in their schools. However, the study 
revealed that teachers lacked requisite skills to 
support this category of learners, with more than 
three quarters (76.1%) of them indicating not to 
have been trained to support these learners, and 
56.9% of the Head teachers reporting that their 
schools did not have teachers trained to support 
learners with special needs and disabilities. 
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The study also established that schools largely 
lacked facilities that enhance inclusive education. For 
instance, 93.7%, 92.1%, 88.3%, and 79.3% of the 
Head teachers reported that their schools did not 
have assistive technology, adapted chairs/beds/
desks, relevant assistive devices and adapted 
toilets/latrines respectively. 

Regarding pupil-textbook ratio, the study found out 
that majority of the schools had realized the 1:1 
pupil-textbook ratio.  For instance, 63.3%, 62.5%, 
57.5% and 57.0% of the teachers reported a 
1:1 pupil-textbook ratio in Mathematics, English, 
Kiswahili and Science respectively. However, sharing 
of textbooks is still prevalent in a sizable percentage 
of schools. This is evidenced by 4.9% of the teachers 
indicating that, in Science, 1 textbook was being 
shared by 6 pupils and above. In addition, 4.9% 
of the pupils reported that only the teacher had a 
textbook in Science.   

With regard to school facilities, the study revealed 
inadequacy of key facilities. For instance, two thirds 
(66.8%) of the teachers reported that their schools 
did not have functional libraries. In addition, the 
recommended pupil-toilet ratio of 1:30 for boys 
and 1:25 for girls had not been realized. This is 
evidenced by the considerably high pupil-toilet 
ratios of 1:45 for boys and 1:40 for girls. It is 
also significant to note that a sizable percentage 
(17.0%) of the pupils reported that there were no 
toilets in their schools. 

On factors affecting syllabus coverage, the study 
found out that inadequate number of teachers, 
excess workload and inadequate resources 
affected syllabus coverage to a large extent at 
40.0%, 34.7% and 27.7% respectively. 

With regard to teacher professional development, 
the study revealed inadequate in-service training. 
For instance, a considerable percentage (36.0%) of 
the teachers reported that they had not attended 
in-service training since 2016. Similarly, more than 
a third (55.2%) of the Head teachers reported that 
they had not attended in-service training in SNE 
mainstreaming.   

With respect to formative assessments, the study 
revealed heavy reliance on past papers and 
commercially sourced tests. For instance, 74.4% 
and 39.1% of the teachers reported that they 

frequently used this type of tests to determine 
learner achievement. 

Pertaining to Class 7 pupils’ acquisition of life skills, 
the study found out that majority of the pupils 
had the requisite skills to enable them cope with 
life situations. However, there are still sizable 
percentages of pupils who lack essential life skills 
such as self esteem and skills for coping with 
emotions. For instance, three quarters (75.6%) of 
the pupils indicated that they would not accept 
themselves as they were, while 57.2% of them 
would not act appropriately when their classmates 
accused them falsely. 

Regarding learner achievement, the study revealed 
relatively low achievement levels, with the raw 
means of all the assessed subjects falling below the 
expected mean of 25. Mathematics and Kiswahili 
registered the lowest means at 20.1 and 22.4 
respectively.

Pertaining to achievement of minimum competencies, 
the study found out that considerable percentages 
of the pupils did not attain the minimum benchmark 
(50%) in each of the assessed subjects. Mathematics 
and Kiswahili had the highest percentages of pupils 
not attaining the minimum competencies at 70.7% 
and 63.3% respectively.  

The study further revealed low acquisition of higher 
order thinking skills, with notable percentages of 
pupils not attaining specific level competencies in the 
assessed subjects. For instance, in Mathematics and 
English, 96.8% and 79.0% of the pupils respectively 
did not attain Level 6 competencies. In Kiswahili 
and Science, 79.2% and 58.8% of the pupils 
respectively did not attain Level 4 competencies.   

Low achievement of subject specific content and 
skills was also noted, with high proportions of pupils 
not falling within the fourth quartile (scoring above 
75%). For instance, in Mathematics and Science, only 
4.6% and 6.9% of the pupils respectively scored 
above 75%. In Kiswahili and English, only 11.9% 
and 20.1% of the pupils respectively scored above 
75%. In addition, in Mathematics, substantially 
high percentages of pupils did not attain the 50% 
benchmark in Measurements, while in English, 71.3% 
of the pupils did not attain the 50% benchmark in 
Writing. In Kiswahili, 89.0% of the pupils did not 
attain the 50% benchmark in Grammar, while in 
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Science, 85.6% of the pupils did not attain the 
minimum benchmark in Energy. 

The study further revealed disparities in achievement 
among various sub-groups. Gender disparities in 
achievement were noted, with, for instance, more 
boys than girls attaining the 50% benchmark in 
Mathematics and Science at 31.9% against 26.7%, 
and 46.6% against 35.9% respectively. On the 
other hand, more girls than boys attained the 50% 
benchmark in English and Kiswahili at 47.1% against 
41.6%, and 39.7% against 33.8% respectively.  

Regarding achievement by county, the study 
revealed regional disparities. The counties with 
highest standardized means in Mathematics were 
Nairobi, Marsabit and Homa Bay 580.1, 561.4 and 
558.3 respectively. Wajir, Mandera and Laikipia 
had the lowest achievement levels in Mathematics 
at 398.7, 412.3 and 446.3 respectively. In Science, 
the counties with the highest achievement levels 
were Nairobi, Marsabiot and Uasin Gishu at 610.7, 
585.2 and 552.0 respectively.  Counties with the 
lowest achievement in Science were Mandera, Kisii 
and Wajir at 402.7, 429.7 and 444.8 respectively.

Regarding achievement by school location and 
type, the study revealed that pupils in schools 
located in urban areas achieved higher mean 
scores than their counterparts in schools located 
rural areas. For instance, in English, pupils in schools 
located in urban areas had a mean score of 583.9 
compared to 486.1 for pupils in schools located in 
rural areas. In addition, pupils in private schools 
achieved higher mean scores in all the subjects than 
their counterparts in public schools. For instance, in 
Science, pupils in private schools had a mean score 
of 601.4 against 487.4 for pupils in public schools.

On factors influencing learner achievement, the 
study found out that class repetition had a bearing 
on pupil achievement. Pupils who had repeated 
a class scored 4.1, 3.4, 3.3 and 5.0 points lower 
in Mathematics, English, Kiswahili and Science 
respectively than those who had not repeated. 

The study further found out that pupil gender had 
a bearing on learner achievement. Girls scored 4.0 
and 5.2 points lower than boys Mathematics and 
Science respectively. 

Further, type of school was found to have a significant 
influence on learner achievement. On average, 
pupils in public schools scored 9.8, 14.1, 10.9 and 
12.9 points lower in Mathematics, English, Kiswahili 
and Science respectively than their counterparts in 
private schools. School location was also found to 
have a bearing on learner achievement. Pupils in 
schools located in rural areas, on average, attained 
4.7 and 2.7 points lower in English and Kiswahili 
respectively than those in schools located in urban 
areas

The study further established that frequency of 
homework/assignments was positively associated 
with pupil achievement. Pupils who were given 
homework/assignments on daily basis scored 4.0, 
2.1, 2.1and 3.1 points higher in Mathematics English, 
Kiswahili and Science respectively than those who 
were not given homework/assignments at all. 

The study established that teacher’s years of 
experience influenced leaner achievement. 
For instance, pupils taught by teachers with an 
experience of 16 to 20 years, and over 20 years 
scored 7.4 and 6.1 points respectively higher than 
those taught by teachers with less than one year of 
experience. 

Head teachers’ professional qualification was found 
to influence learner achievement. Pupils in schools 
where Head teachers had a Post Graduate Diploma 
in Education scored 6.0, 7.0 and 6.3 points higher in 
Mathematics, English and Science respectively than 
those in schools where the Head teacher had a P1 
qualification. 

7.4 Conclusions

From the foregoing, it is observable that the low 
achievement levels reported in early years (Grade 
2 and 3) are still persistent in upper primary. Pupils 
continue to portray low acquisition of higher order 
cognitive skills. In addition, gender and regional 
disparities in achievement still persist. Pupil 
overage, absenteeism, class repetition and dropout 
continue to be observed. Essential teaching and 
learning resources are still largely inadequate in 
schools, with, for instance, substantial percentages 
of the schools not realizing the 1:1 pupil-textbook 
ratio. Further, low integration of ICT in teaching and 
learning and lack of requisite skills for teachers to 
support learners with special needs and disabilities 
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continue to be a challenge in the teaching and 
learning process.  One of the persistent concerns 
that this study has observed is pupil truancy which 
has been noted to affect learning outcomes.

7. 5 Recommendations

This sub-section presents policy recommendations 
and gives suggestions for further research.

7.5.1 Policy Recommendations

School Entry Age 

The Ministry of Education (MoE) should continue 
enforcing the policy regarding school entry age 
through sensitization of parents and Boards of 
Management (BoM). Particular focus should be on 
ASAL areas.

Pupil Absenteeism

There is need for the Ministry of Education, BoMs 
and parents to put measures in place to address the 
causes of absenteeism. In addition, schools should 
enforce the Government’s policy on Child-friendly 
Schools so as to eliminate cases of pupils who would 
absent themselves from school due to reasons such 
as fear of punishment and dislike for school.

Class Repetition 

There is need for the Ministry of Education and 
Boards of Management to ensure that schools 
and parents adhere to the provisions of the Basic 
Education Act (2013) on class repetition.

Discipline

The Boards of Management and school communities 
should enhance guidance and counseling in schools. 
In addition, schools should enhance guidance and 
counselling through, for instance, strengthening peer 
counselling. 

The Ministry of Education and Teachers Service 
Commission (TSC) should continue building the 
capacity of teachers to effectively undertake 
guidance and counselling. In addition, the TSC should 
deploy qualified counsellors to schools to provide 
psychosocial support to both pupils and staff.

Textbooks and School facilities

There is need for the BoMs and school communities 
to put mechanisms in place to ensure proper storage, 

maintenance, utilization and accountability for the 
textbooks and other learning resources available 
in schools. Mechanisms of replacement of lost 
textbooks should also be put in place.

The Ministry of Education should provide the 
standard for a Minimum Essential Package for 
schools stipulating the facilities and infrastructure 
that a school should have in order to operate 
optimally.

Assessment 

The Kenya National Examinations Council (KNEC) in 
liaison with MoE and TSC, should regularly conduct 
workshops on Psychometrics and item construction 
so as to enhance teachers’ capacity to set their own 
tests. 

In addition, schools should set up subject panels to 
develop valid and reliable assessment tools.    

Teachers’ Workload

The Ministry of Education and TSC should ensure 
equitable distribution of teachers across the counties 
so as to guard against some teachers having heavy 
workloads.

Support to Curriculum implementation 

There is need for the Ministry of Education to continue 
building the capacity of Head teachers and other 
school administrators to carry out institutional-based 
quality assurance.

The Boards of Management and school communities 
should strengthen School-Based Teacher Support 
through, for instance, peer support, lesson studies 
and cluster meetings (community of practice).

integration of iCT in Teaching and Learning

There is need for the Boards of Management, the 
school community, Ministry of Education and TSC to 
continuously carry out capacity building of teachers 
and school administrators so as to allow for effective 
integration of ICT in teaching and learning. 

There is need for the MoE to develop a sector policy 
on ICT intergration in learning.

The MoE and BoMs should put measurers to ensure 
adequate provision of ICT infrastructure in schools. 
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Special Needs and Disabilities

There is need for MoE to adopt a multiagency 
approach to sensitize stakeholders on the provision 
of Sector Policy for Learners and Trainees with 
Disabilities so as to facilitate provision of inclusive 
education. 

The BoMs, MoE and TSC should build capacity 
of teachers to enable them support learners with 
special needs and disabilities.

Further, there is need for the BoMs and MoE to put 
measurers in place to ensure adaptation of school 
facilities, learning resources and assistive devices 
for learners with special needs and disabilities.

Provision of Meals

There is need for the BoMs and Parents’ Association 
(PA) to ensure that schools have affordable School 
Feeding Programmes

In addition, the Ministry of Education should ensure 
implementation of the Kenya School Health Policy 
(2018) since lack of meals affects the health, 
nutrition and learning outcomes of a learner.

Learner Achievement

There is need for teachers to engage learners in 
learning experiences/activities which enhance 
acquisition of 21st century skills such as analytical 
and critical thinking skills.

Schools should initiate mentorship and coaching 
programmes to enable teachers who are skilled and 
experienced in pedagogy share their experiences 
and offer support on best approaches in teaching 
and learning of specific subject skill and content 
areas. 

Recommendations for further Study

There is need to conduct a research on other 
variables, not investigated in this study, that influence 
learning outcomes.

There is need to investigate the causes of high 
prevalence of truancy in schools.
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