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Abstract
Background: Tests are known to influence instructional practices in the classroom.
However, most literature on this phenomenon is from the Global North, with gaps in
knowledge from the Global South.

Objectives: The broad objective of this study is to generate evidence that improves our
understanding of the influence of assessments on teachers' teaching behavior inside the
classroom with a focus on Kenya. The following research questions will be addressed:

1. How do assessments influence classroom instructional practices in primary school
grades?

2. Why do assessments influence (if at all they do) classroom instructional practices in
primary school grades?

3. How are teachers changing their classroom practices as new tests are introduced in
Grade 5 and Grade 6, and existing tests phased out in Grade 8 in Kenya?

Methods: This is an exploratory study that will collect data from primary school teachers in
Kenya through surveys to examine their perceptions of the influence of assessment and
assessment data on their teaching decisions. The study design will be a descriptive survey
The sample will consist of 200 primary school teachers. Data collection methods will include
a structured interview using closed-ended questions to collect quantitative data. These data
will be analyzed using statistical techniques that employ small sample sizes to explore
relationships/correlations. Nonparametric tests will also be used to examine the possible non-
normal distributions likely to be encountered with the small sample size.

Results: The findings of this exploratory study are likely to enhance an understanding of
what is happening in regard to tests and teaching behaviours. While the limited
generalizability of the findings is acknowledged due to the small sample size, our study will
shed light on areas that teachers have identified as more or less important with regards to tests
and classroom teaching behaviour. By considering their perspectives, the study can offer a
meaningful input to the ongoing and active policy debate surrounding the implementation of
competence-based curriculum and exam reforms, allowing decision-makers to make more
informed choices

Lay summary
Tests can affect how teachers teach in the classroom. However, most of what we know about
this comes from research done in wealthy countries, so we do not have enough information
about how it works in poorer countries in Africa. This study wants to fill that gap by talking
to teachers in Kenya and finding out how they think tests and test results affect their teaching
decisions. We will use surveys to ask 200 teachers questions and look for patterns in their
answers. We will use numbers to describe what we find. This information will help us better
understand how tests and teaching practices are connected in schools.
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1. Introduction

In the last two decades, the world has witnessed unprecedented education reforms at various
levels — global, regional, national and even at local levels. Some of these reforms have focused
on changing the teaching behaviour given the critical role played by teachers in student learning
(see for example Dalton et al., 2012, Herman et al, 2022; Nseibo et al, 2022). In almost all
education reforms, learning outcomes are used as the measure of success (see for example
United Nations Sustainable Development Goals, 2015, Goal 4 Target 1 and the emphasis on
learners achieving relevant and effective learning outcomes). In fact, decision-makers :
education managers, program staff, monitoring and evaluation experts, and researchers among
others place a lot of emphasis on learning outcomes (Halasz, 2017; Koh, et al., 2015). It is
used as the ‘barometer for the health status’ of the education system, education reforms, the
school system, and/or education interventions. This is not to say that it is the only way good
outcomes of the education systems should be measured. Teachers therefore, have an
overwhelming task of ensuring students learn better so that learning outcomes improve.
Teachers use assessments (both formative and summative) to establish the levels of learning
and/or to evaluate how well an education reform or an intervention is doing. Furthermore, the
education stakeholders expect teachers to ‘produce’ good results after exposing them (teachers)
to interventions informed by Teacher Professional Development (TPD) and/or other forms of
education reforms.

The foregoing synopsis presents an unintended tension between learning outcomes as a
measure of accountability and teacher professional behaviour inside the classroom. This
tension, mostly exhibited on the floor of the classroom, influences the way teachers use
learning assessment and assessment data. On one hand, decision-makers hold teachers
accountable for better learning outcomes. Available evidence shows that teachers teach the test
with a view to boosting test scores (a measure of learning outcomes) (Berliner, 2011; Slomp,
2020). This way they are perceived to be accountable. However, gains in test scores driven by
the behaviour of ‘teaching to the test’ are short-lived , contrary to expectations of the education
reforms and/or TPD. There also exists evidence to the effect that frequent testing/assessment
of students boosts learning outcomes. For instance, because of this positive relationship
between testing and learning outcomes, it can be postulated that teachers like frequent testing
of students.

A historical perspective of Kenya’s Education system

Kenya's education system has a strong historical connection to the British system of education.
During the colonial period, the British introduced their education system in Kenya, which was
heavily based on examinations. This meant that only those who performed well in exams were
allowed to progress to higher levels of education. This system was designed to produce a small
elite class of educated individuals who would serve as administrators and civil servants in the
colonial government. After Kenya gained independence in 1963, the education system
remained largely unchanged, with a continued emphasis on examinations (Imana, 2020).

However, in recent years, there has been a shift towards a more holistic approach to education,
with a focus on developing critical thinking skills and practical knowledge (Rono & Bwamoni,
2020; Amukune, 2021; Kretzer & Oluoch-Suleh, 2022). Despite this shift, the legacy of the
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British education system can still be seen in Kenya's current education system, with a continued
emphasis on examinations and academic achievement (Imana, 2020; Kavua, 2020). However,
there are ongoing efforts to reform the education system and move towards a more balanced
approach that values both academic achievement and practical skills (Rono & Bwamoni, 2020;
Wanjala, 2021).

Kenya’s Competence Based Curriculum

Kenya rolled out our education reforms dubbed Competence Based Curriculum (CBC) in 2017.
The overall aim of the CBC is to bring into being a citizen who is not only engaged,
empowered, and ethical but who can also succeed in a competitive world that requires
innovations, creativity, critical thinking, positive vision, adaptability as well as transferable
skills (Ministry of Education, 2022). As of 2023, the first cohort of CBC is in its 7th year/grade,
which is the first grade of Junior Secondary School (JSS).

Assessment under CBC

CBC came with a new approach to assessment that de-emphasized examinations — dubbed as
Competency Based Assessment (CBA). CBA is characterised by continuous assessment at
various stages with a view to providing constant feedback on students' learning needs. CBA
are administered by teachers (classroom-based assessments) as well as the national examining
body (school-based assessments) — Kenya National Examination Council (KNEC), and assess
what the learners know and can do including knowledge, skills, values, and attitude. Formative
assessments at both classroom and school levels are conducted in grades 4, 5, and 6; while a
summative assessment is done at the end of grade 6. School-based assessments are standardised
and downloaded from a KNEC website for administration by teachers. At JSS (grades 7 to 9),
teachers administer classroom-based continuous assessments (formative), while the KNEC will
administer a summative assessment at the end of grade 9. End of grade 9 assessment informs
post-JSS  choice of academic career pathways.

The main change in the CBC in terms of summative assessment at the primary school level is
summarised in Table 1.

Table 1: Change in summative assessment at the primary school level in Kenya

Old curriculum CBC

The Kenya Certificate of Primary EducationThe Kenya Primary School Education

examination (KCPE) was done at the end of
class 8. It had national performance rankings
and determined the students’ secondary school
choice. Students who scored highly were
typically admitted to prestigious schools (with
presumably better resources) while the rest
were admitted to  less prestigious schools.

Assessment (KPSEA) is done at the end of
grade 6 (or class 6 in the terminology of the old
curriculum). KPSEA has no national rankings
and does not influence the students' future
school placements (after grade 6, students
move to JSS in the same school. The current
study is delimited to assessments done before
grade 6 of the CBC, which is the period before
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JSS. Assessment during/after JSS will not be
under focus).

It is envisaged that the policy changes brought by adopting CBC, including the types of
assessments and their use, would have implications on teachers’ classroom instructional
practices. The CBC policy directs teachers to use the assessment results to inform how they
teach. Whether this is actually happening or not remains unclear. As a result, the current
exploratory study seeks to understand whether and/or how the prescribed CBC assessment
policy changes influence teachers’ classroom instructional practices.

1.2 Problem Statement

From the introduction, what we do not know,  especially in sub-Saharan Africa, is how such
testing/assessment influences teaching behaviour inside the classroom. Furthermore, it would
be useful for  decision-makers  and teachers to understand the extent to which assessments
influence teaching behaviour - and how this is beginning to change under the new CBC and
CBA regimes. Such evidence is useful in managing the said tension, expectations, and
designing TPDs that use learning outcomes to inform instructional strategies.

2. Review of literature

Accountability policies and practices increasingly focus on measurable performance outcomes,
which, consequently, provides the conditions for teachers to be subjected to ways for
quantifying their performance as well as giving them incentives to increase the test scores of
students (Smith, 2016; Verger & Curran, 2014). Exams have been argued to motivate teachers
(Glewwe et al., 2010) and give an objective indicator to evaluate school performance (Cilliers
et al., 2021). For teachers, exams can set expectations and targets in various academic
domains (Jones & Egley, 2004). However, a large (predominantly US) literature documents
that high-stakes assessment  systems may be inducing teachers to teach in ways that are not
best for their students. In 2000, the American Educational Research Association issued a
position statement defining high-stakes testing as assessment programs mandated by states and
school districts to gather data on student achievement and hold schools and students
accountable, where certain uses of test results have serious consequences, such as public praise
or financial rewards for high school-wide scores, or students being held back in grade or denied
a diploma for low scores (Marchant, 2004). Low-stakes tests, on the other hand, are
assessments that have little to no impact on the test-taker's life opportunities or outcomes. Low-
stakes tests are typically used for formative assessment, to provide feedback and support for
learning, rather than for making high-stakes decisions (Penk, et al., 2014).

High-stake tests can produce curriculum narrowing by teachers (Berliner, 2011; Slomp et al.,
2020), fragmentation, and teacher-centred pedagogies (Taylor, 2023). A report on Uganda
suggested low coherence between teacher instruction and the curriculum, and a focus on rote
learning. The implication was that teachers concentrate teaching on the narrow set of topics on
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the exam rather than on the mastery of the broader content in the curriculum (Atuhurra &
Kaffenberger, 2019). This reflects the observation by Slomp et al. (2020) that teachers often
narrow their instruction and assessment practices to mirror the characteristics of the exam
(including the scope of outcomes measured in the exam and type of items used). In addition,
exams may lead teachers to focus their instructionon  children whose learning improvements
will likely improve the teachers’ evaluation as educators (Gilligan et al., 2019). Exams can also
lead to coaching (Neal, 2013), in which case the teachers focus class time on activities that
would improve performance on a target exam without necessarily improving the mastery of a
subject. There is also competition for instructional time with tested subjects, with non-testable
subjects (like health education in the case of Michigan elementary schools) being given limited
attention because they are viewed as secondary (Boguslawski et al., 2021).

Teachers have also reported that state testing programs have led them to teach in ways that
contradict their own views of effective classroom instructional practice (Abrams et al., 2003).
For example, in Sweden, Jonsson and Leden (2019) report some science teachers are reluctant
to include argumentation skills in their teaching because this subject has not been part of
their past pedagogical practice. Nevertheless, because they do not want students to be
disadvantaged when doing the tests (as argumentation is a part of the national test), the teachers
find ways to include only enough for the students to pass the test. Additionally, how teachers
perceive their students may become inseparable from the test-scores of those students, making
teachers normalise the use of deficit language such as “low” and “middle” achievers, which
potentially affects how they relate with such students in the classroom (Datnow et al., 2018;
Fisher-Ari et al., 2017; Schmidt et al., 2017).

Tests are noted to increase the teachers levels of stress and weaken their teaching morale
(Collins, 2014; Wronowski & Urick, 2021), predicaments that affect classroom instructional
practice. Nevertheless, Salloum and BouJaoude (2017, p. 855) note that teachers may see
teaching to the test “as a moral duty as stakes are high for students who do not pass such exams;
hence, it may be better for teachers to be supported in developing methods for balancing goals
for conceptual learning and for test preparation”. Thus, teachers may negotiate teaching to the
test with teaching for understanding, through dialectic and implicit shifting among factual and
conceptual knowledge on one hand and through making overt shifts toward specific
instructions to aid students to crack the exam, on the other hand (Salloum & BouJaoude, 2017).
This echoes the observation by Taylor (2023) of a teacher who, although critical of high-stakes
testing, nevertheless appreciates ‘the reality’ of the test mandates and her limited ability to
resist and disrupt the system. Thus, this teacher is “compelled to seek ‘balance’ between these
dichotomies, positioning herself as responsible for managing the competing demands of
neoliberal accountability (as evidenced by high-stakes testing demands) and the emancipatory
pedagogies (alternatives to high-stakes tests) she sought to enact” (Taylor, 2023, p. 8). This
teacher’s pedagogical sense-making is significantly shaped by the neoliberal logics of high-
stakes testing, and this is true for many teachers who operate within and resist the existing
neoliberal order (Taylor, 2023).
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Consequently, high stakes testing affects the teachers’ perceptions of what to teach (curricular
content) and teacher’s assessment practices, which are often structured to reflect the breadth
and depth of the high stakes test. Accordingly, high-stakes tests influence the content taught
by teachers in the classroom to the extent of even teachers using the tests as a substitute for the
state-wide curriculum (Jonsson & Leden, 2019). It should also be emphasised that teachers
degree of teaching and assessing to the test compromises the validity of test scores,
undermining the argument that test results are reflective of student ability with respect to
the set of curriculum outcomes being tested by the exams (Slomp et al., 2020).

Though the studies cited in this literature review are mostly from the Global North, particularly
the US, they offer invaluable insights into the influence of assessments on teachers’
classroom instructional practices. Yet, in SSA, there is little known regarding how changes in
assessments, for instance, those brought by the implementation of CBC in Kenya, are
influencing the classroom instructional practices of teachers. To address this gap, we are
embarking on an exploratory study that aims to enhance our understanding of the relationship
between assessments and teaching behaviours. The insights gained from the exploratory study
would inform the design of a larger study that represents a broader population of teachers in
Kenya and other SSA jurisdictions adopting new educational approaches. The ultimate goal is
to contribute to the existing body of knowledge and provide valuable insights for educational
practices in SSA.

3. Study objectives

The broad objective of this study is to generate evidence that improves our understanding of
the influence of assessments on teachers’ teaching behaviour inside the classroom with a focus
on SSA. Specifically, the study will:

1. Explore how  assessments influence classroom  instructional practices.

2. Assess why assessments influence (if at all they do) classroom instructional practices.

3. Examine the changes in teachers’ classroom practices in response to the introduction of
new tests in Grade 5 and Grade 6, as well as the phasing out of existing tests in Grade
8.

4. Research questions
To address the two research objectives, we shall seek answers to the following research
questions:

1. How do assessments influence classroom instructional practices in primary school
grades?

2. Why do assessments influence (if at all they do) classroom instructional practices in
primary school grades?

3. How are teachers changing their classroom practices as new tests are introduced in
Grade 5 and Grade 6, and existing tests phased out in Grade 8?

10 | Page



Conceptual Framework

Shih’s (2009) model of test-washback on instructional practice and the classroom
environment can help to think about the links between testing and classroom instructional
practice. It is shown here to guide the research design.

Contextual factors (t)

MNational, social or
broader educational

factors
1. Socioeconomic
climate
2. National policy of the au
test
3. Competition among
schools

4. Test designers
3. Teaching materials in
the market

School-level factors
1. Tvpes of schools (eram school
or formal schooling)
2. Resources and support from
the school or test designer

3. The overall program

4. School’s policy on the test
5. Management within school
6. Exam-specific teaching

training
7. Resistance from other subject
teachers

Lol ol

.

Course-level factors
Objectives of the course
The size of the class
The level/ proficiency of
students
The timing of the course (Is
the course close to the test
date?)

Feedback from students

Students' learning motivation
Impact from parents

{nnuuu-nu sesssEsEsEEEEEEEERER R R

Teacher factors (i)

Teachers’ perceived importance of the test to the student
The degree of the teachers ' commitment to the profession
Other teaching commitments or various obligations

. Teachers’ familiarity with a range of teaching methods

. Teachers' familiarity with the test and the educational context
. The impact of students* performance on teachers” jobs
. Teaching philosaphy (e g., objection to test-driven instruction)

: Y
Washback of tests on teaching (t)
1. Conient of teaching
2. Teaching method
3. Teacher-made assessment
§ 4. Teacher talk
5. Time allotment for test preparation
H 6. Teacher assigned homework
7. Nervousness and anxiety
8. Atmosphere of the class
v A A
Test factors (t)
1. The stakes of the test 1. Teacher training process
The content of the test 2. Learning experience
3. The extent to which the 3. Teachers’ abilities in the language they teach
test is counter to current 4. Teaching experience
teaching practices 5. Beliefs in effective teaching and test preparation
4. The status of the language  |Jw 6. Perceived quality of the test
tested 7.
5. The quality of the test &,
6. Language skills tested 9,
7. The purpose of the test 10. Teachers® willingness and capability to innovate
8. Extra administrative work 11
entailed by the test {2
13
14

Figure 2: Test-washback on instructional practice
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5. Methodology
6.1 Study design and sampling strategy

This study will employ the descriptive survey design, which aims to provide an accurate
description of the existing situation as it is (Cohen, Manion & Morrison, 2007). Using this
design will enable the researchers to conduct an  exploratory study and collect primary data
in order to investigate teachers’ perspectives on the nexus between assessments and teaching
behaviour.

Quantitative data will be collected to answer our research questions. As this is an
exploratory study, survey questionnaires will be administered to 200 teachers spread across
Grades 5, 6, and 8. This sample size is chosen conveniently based on budgetary and time
constraints. While the sample size is relatively small, the intention of this study is not to
generalize, but to understand what is happening in regard to the phenomenon, in order to inform
the design of a larger study that will be representative of the larger population of teachers in
Kenya. In other words, we wish to determine if there are any recurring patterns or trends of
perceptions in a specific subset of teachers. By studying this subset, we aim to gather insights
that can guide hypothesis generation. While we understand that these teachers are not a
representative sample of the entire country, their experiences are valuable for initial analysis.
If our findings indicate that there are no significant changes among these teachers, it would not
allow us to make broad claims about the entire country. However, it would still serve as a
starting point for generating hypotheses. On the other hand, if we observe a consistent and
widespread response among these teachers, it would strongly suggest that further investigation
and discussion are warranted.

Grade 5, 6, and 8 are purposely selected to allow for comparisons on how teachers’ classroom
instructional practices  are influenced by assessments (grade 5: no high stakes test, grade 6:
there is the new KPSEA based on CBC, and grade 9: there is the old high stakes KCPE).

The targeted teachers will be those teaching English and Mathematics in schools located in
counties where APHRC conducts education research. Specifically, three counties will be
selected: Nairobi, Kajiado and Embu.

Nairobi is the capital city of Kenya, located in the South-central part of the country. It is the
largest city in Kenya and is home to various government offices, international organizations,
and education institutions. Nairobi is an urban county with a diverse population, and its
residents are a mix of different ethnic groups and cultures. Kajiado county borders Nairobi and
to its South it borders the Tanzanian regions of Arusha and Kilimanjaro. It is largely semi-
urban and has a mix of agricultural and pastoral communities. Its economy is driven by
livestock keeping, tourism, and small-scale trade. Embu county is located in the South-eastern
slopes of Mount Kenya. It is predominantly rural, its economy based on subsistence agriculture.

The selection of these three counties for the study will provide a level of variation in respondent
background, which will add to the richness of the data collected in the exploratory study. In
addition, the counties were chosen because APHRC already conducts education research in
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these areas. Thus, the study will benefit from APHRC's established research infrastructure and
networks in the region, facilitating efficient data collection and analysis.

English and Mathematics subject/learning areas are purposely chosen in response to the call to
focus on foundational skills (such as literacy and numeracy skills), necessitated by the backlogs
in learning, resulting from the disruptions that happened in the COVID-19 period in SSA
(Herbert, et al. 2021). At least four teachers will be selected from a school taking into
consideration gender and subject. Approximately 50 public primary schools will be targeted
for this study (inclusive of possible non-response): 20 from Nairobi, 15 from Kajiado and 15
from Embu. Nairobi has been allocated more schools because of its big population of students
(being a capital city) as compared to the other counties. In this county, schools will mainly be
urban but serving various populations (upmarket as well as in the informal settlements). In
Kajiado and Embu, we shall proportionally allocate urban/rural schools. A list of schools will
be accessed from the MOE county officials for purposes of identifying actual location of
schools and the proportion of rural/urban after we get the research permit from the
National ~ Commission for Science, Technology and Innovation. To be included in the study,
a school must be a public school and must offer grades 5, 6, and 8.  The list of schools from
MOE county officials will also include information on grade 6 and 8 performance and the
administrative locations of the schools. Using the performance league tables within a county,
schools will be categorised as low performing (bottom 33%), medium performing, and high
performing (top 33%). We shall ensure representation from each category of performance in
our selection of the sample. In addition to distribution of sample by examination performance
categories, administrative location (sub-counties and divisions) will be taken into consideration
in the selection of the schools.  Thus, the study population will be all primary school teachers
who are teaching English and Mathematics in Nairobi, Kajiado, and Embu counties in Kenya.
The following inclusion and exclusion criteria will be used to select the sample of teachers.

Inclusion criteria

e Primary school teachers teaching in public schools in Nairobi, Kajiado, and Embu
counties in Kenya.

Primary school teachers teaching English and Mathematics.

Primary school teachers teaching grades 5, 6, and 8.

Male and female primary school teachers (to include different gender perspectives).
Primary school teachers with at least six months teaching experience.

Exclusion criteria

e Primary school teachers who have a known history of cognitive or mental impairment
that could affect their ability to provide accurate responses.

e Primary school teachers who are currently on leave or are expected to be absent during
the data collection period.
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e Primary school teachers who are not currently employed by TSC as full-time primary
school teachers (they may not have the same level of experience and exposure to the
current teaching practices and assessments as full-time teachers).

If a school has a significantly higher number of teachers meeting the inclusion criteria than the
available time to conduct interviews, random sampling will be conducted. This will involve
numbering each of the eligible teachers and picking out of the hat until the desired number of
respondents is reached. Once the potential respondents are identified, they will be contacted
in-person and informed about the study and its objectives. The study team will thereafter seek
the respondents’ consent by handing them the consent forms to append their signatures as a
confirmation of consent (see attached consent form). For the consenting, the researchers will
suggest several time options and the participants will choose when they want the interview(s).
A respondent(s)’ preferred time will be used for the interview.

A. Data collection methods

We shall conduct an exploratory survey using a structured interview to solicit teachers’
responses based on the research questions. A questionnaire with closed-ended questions will
be used in this survey because these questions provide standardized responses that can be easily
quantified and analysed (Dalati & Gomez, 2018). They are particularly useful when the
researcher wants to gather specific information about a particular topic or variable (such as the
influence of assessments on teachers' teaching behaviour) and when the researcher wants to
compare responses across different participants or groups (Baburajan, et al., 2020). The
specific questions in the research tool (see subsection 8.2) are informed by a preliminary review
of the literature on the influence of assessments on classroom instructional practices that was
conducted to guide this study. The closed-ended survey questions will solicit information on
the teachers’ social and professional backgrounds, their pre-CBC and CBC teaching and
assessment practices, as well as how teaching style decisions are arrived at. The data collection
instrument will be administered in person to the study respondents. The SurveyCTO, a mobile
data collection software platform that allows users to create customized digital forms, collect
and manage data in real-time using mobile devices, and export data to various formats for
analysis, will be used for the data collection. The survey items will be sequenced in a flowing
order, with each question worded in an easy-to-understand structure. As such, we will
endeavour to frame the questions in a ‘role play’ way to enable the informants to respond in a
first-person perspective. The language of communication during the data collection exercise
will be English, which is the medium of instruction in Kenyan schools.

To ensure the effectiveness and efficiency of the data collection process, a pilot survey will be
conducted before the actual data collection begins. The pilot study will be conducted with 30
teachers from Kiambu, a county neighbouring Nairobi and Kajiado counties. Conducting the
pilot study in a different location from the study locations can reduce potential bias in the data
collection process. This is because participants may be familiar with the survey items, which
could introduce bias and influence their responses based on prior experiences or knowledge,
leading to inaccurate or inconsistent data. By conducting the pilot study in a different location,
the researchers aim to minimize this familiarity and increase the validity of the study. The data
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collection tool  will be  revised based on the pilot survey feedback, and the final version
will be used during data collection in the field.

The data collection process will involve recruiting 15 field interviewers, with five assigned to
each of the three selected counties (Nairobi, Kajiado, and Embu). To be eligible for the
position, field interviewers must have completed form four and attained a minimum grade of
C in their Kenya Certificate of Secondary Education. Moreover, they must be residing within
the target counties to ensure familiarity with the local environment and culture.

Once the field interviewers are selected, they will undergo a three-day training program on
research ethics and data collection procedures. This will be followed by the actual data
collection exercise after the necessary clearances and permissions have been obtained (see
Ethical Considerations section below). The research team will approach the head teachers of
the targeted schools to inform them about the study and the importance of their teachers'
participation. The research team will seek an audience with the targeted teachers during a
scheduled meeting to introduce the study, provide details about the study's procedures, and
answer any questions that the teachers may have. This will be followed by inviting the targeted
teachers to participate in the study and issuing consent forms to those who show interest. To
account for the possibility of non-response from study participants, the researchers have
decided to aim for 300 interviews, even though the targeted sample size is 200. That is to say,
although we target 300 interviews, we will be okay with getting 200 interviews. The decision
to increase the sample size by 50% of the initial 200 interviews to account for non-response is
made in consideration of practical constraints (budgetary and time-related) and the aim to
obtain meaningful results. Thus a total of 300 interviews will be conducted with teachers,
distributed among 20 schools in Nairobi, 15 schools in Kajiado, and 15 schools in Embu. With
15 field interviewers conducting approximately 4 interviews per day, the researchers plan to
conduct the 300 interviews over the course of five days. This approach will ensure that the
researchers have enough data to answer their research questions, even if some study
participants decline to participate or are unavailable.

Acknowledging the biases of self-reported data (Yoong, et al., 2013), this study is meant to
reflect the issues that teachers tell us are most important regarding the changes that will be
happening related to assessment and their classroom instructional practices. In that respect,
although there might be bias, effort will be made to minimise the incentive to report with bias.
We will seek to build trust and rapport with participants prior to the data collection exercise in
order to increase the likelihood that they will provide honest and accurate information. We will
assure the anonymity and confidentiality of the participants, as participants may be more likely
to give honest responses if they feel that their answers will not be linked back to them
personally (Brener, et al. 1995; Durmaz, et al, 2020). It will be stated explicitly in the consent
forms (discussed in the ethical considerations section below) and explained verbally that the
participants responses will be kept confidentially and will not be linked to their identity. In
addition, the questions asked during the data collection exercise will focus on short-term recall,
which can mitigate inaccurate recall and enhance the reliability of self-reported data
(Schrimshaw, et al., 2006).
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B. Ethical considerations

The APHRC’s internal Ethical Review Committee (ERC) will first review the study protocol
and the research tool (see attachment), before submission to AMREF ESRC. After receiving
ethical clearance from the AMREF ESRC, the research team will apply to the National
Commission for Science, Technology, and Innovation (NACOST]I) for a research permit. In
addition to seeking clearance from NACOSTI, the research team will obtain a letter of
authorisation from the Principal Secretary of the Ministry of Education in Kenya  to access
the schools. We will take the letter to the County Directors of Education in Nairobi, Kajiado
and Embu for us to enter the schools.

At the schools, permission and/or consent will be sought from all the targeted teachers before
any data collection. Verbal consent will be sought from all the respondents from the first
contact, which will be followed by written consent before the actual data collection and/or
signed on-site/during data collection (the consent form is attached). During the consent
process, the purpose of the study will be explained to each research participant, including the
fact that participation will be voluntary. It will be explained that no compensation will be given
to the participants. This decision is made to avoid any potential biases or undue influence that
compensation may have on the participants' responses. It will also be explained that, although
there are no direct benefits that the targeted respondents will get from participating in the study,
the information gathered from this research can help to support teachers through informing
professional development programs that use students’ learning outcomes to inform classroom
instructional strategies. It will also be made explicit that withdrawal is allowable, and that the
respondents will not be penalised in any way upon declining participation.

The withdrawal procedures will be clearly outlined to all participants during the informed
consent process. Participants will be informed that they have the right to withdraw from the
study at any time and for any reason, without any consequences or penalties. They will also be
informed that they can request the withdrawal of their data at any point during or after the
study. If a participant chooses to withdraw from the study, their data will be excluded from any
further analysis. However, any data that has already been collected and anonymized may be
retained for analysis, as long as the participant has not explicitly requested for their data to be
deleted. In case a study participant withdraws part way through the study, they will be given
the option to withdraw their data up until the point of withdrawal. The researchers will also
respect their decision to continue with the study but exclude any further data collection from
that point on. The researchers will ensure that the participants’ decision to withdraw does not
affect their access to any services or benefits they are entitled to.

The data collection process will be conducted in private spaces to ensure the confidentiality
and privacy of the participating teachers. The interviews will take place at the school, either in
a secluded room or in an open space away from other teachers, students, or any other potential
distractions.
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Despite the above precautions, this study is cognizant of the fact that there might be emerging
gaps, challenges, and opportunities, pertaining to the context of assessment and teaching across
schools. These issues will be explored during the analysis of the data, to allow for constructive
delivery of findings and recommendations for improvement to be made. In doing so, the study
will highlight a chain of events that contributes to the identified gaps, challenges, and
opportunities for assessment and teaching inside the classroom to enable duty-bearers to
address the challenges.

Moreover, the study will embrace the ‘Code of Ethics and Professional Conduct’ of inclusivity,
and be respectful, considerate, and devoid of a harassing tone. The report, while remaining
factual, will also adopt a balanced tone that is not accusatory, or reflect the respondents in bad
faith due to age, health [mental and physical ability], social and economic class, and training
levels among others. In exploring the nexus between assessment and instructional delivery, the
study will also adopt a fair reporting approachto  teachers’ in/capabilities in using assessment
data to make teaching decisions inside the classroom. During the data collection exercise,
consent will be sort from the participants to use their phone numbers. If provided, the phone
numbers, will only be used by APHRC staff and/or field staff contracted by APHRC to reach
the participants for purposes of future follow up in regard to this research.

C. Data management and analysis

The quantitative survey data will be cleaned for possible missing values and/or inconsistencies.
Thereafter labelling will be done and preliminary tables generated to inform further statistical
analyses. Analytical techniques that employ small sample sizes to explore
relationships/correlations will be used — e.g. using a limited number of variables (the key ones
and/or theoretically important variables). We will also explore nonparametric tests (for
instance Wilcoxon Rank sum test, Spearman correlation, Kruskal Wallis test, and Friedman’s
ANOVA test). Although they are less robust, they are more suited to the possible non-normal
distributions we are likely to encounter with our small sample size. Thus, inferential statistics
will not be used. This is because our sample is not representative of the population (a
requirement for inferential statistics to be meaningful). Our sample is geared to an exploratory
study that will help us design a much bigger study after understanding what is going on, and
what are the best lines of inquiry. However, this will not stop us from using regression
techniques to explore associations/correlations (not causality). The Statistical Product and
Service Solutions (SPSS) software will be employed to manage the data analysis. We will work
closely with the Ministry of Education’s county officials to collect data and also validate our
results. After the study, names and other personally identifiable information (PI1) will be stored
in secure locations (password-protected computers and secure cloud storage) accessible only
to the authorised researchers. This storage will be maintained for a period of five years, after
which the PII will be permanently discarded to maintain privacy. However, anonymized data,
where all identifiable information is removed, will be retained beyond the five-year period.
This decision is based on the potential usefulness and value of anonymized data for future
analysis and research purposes, even after the specified timeframe.
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7. Study’s limitations and mitigation, and assumptions
Possible limitations of the study include:

e Biased information/data: the presence of a ‘stranger’ researcher/interviewer might
bias participants’ responses during interviews — social desirability. To forestall this
limitation, we will inform the study respondents of the time and date of our interviews
to enable them adequately prepare including selection of interruption-free or private
space that will accord them the latitude to speak freely and honestly.

e Generalisation: Due to the small sample size and the use of convenient sampling
methods, the generalizability of the findings will be limited. Nevertheless, the
intention is not to claim that this survey represents a nationally representative sample.
There is an ongoing and active policy debate surrounding the implementation of CBC
and exam reforms. In light of this policy context, the findings from our study can still
provide valuable insights and contribute to the ongoing discussions. While we
acknowledge the inherent limitations and caveats, our study can shed light on areas
that teachers have identified as more or less important. By considering their
perspectives, we can offer a meaningful input to the policy discourse, allowing
decision-makers to make more informed choices.

The assumptions for this study include that all the study participants will be successfully
reached through onsite visits and that the interview conversations will go on successfully and
uninterrupted to the end. To ensure that we achieve this, the respondents will be assured of
anonymity and confidentiality of their responses and their institutional affiliations.

8. Findings dissemination strategy

After data analysis, a succinct report/working paper, a policy brief, and a blog will be developed
to highlight the findings of the study. These knowledge products will be made available in soft
copy in online platforms/websites for access by the education stakeholders and general public.
The study stakeholders’ attention will be drawn to the online documents via emails and social
media (Twitter, Linkedin & WhatsApp). APHRC, as well as the funder, will also disseminate
the findings of the study in either international, regional and/or other national
forums/conferences to sensitise scholars, education stakeholders (governmental and non-
governmental), and teacher training practitioners on the impact of assessment on classroom-
based instructional decisions. Additionally, the research team will also use the study findings
to inform the development of related journal articles, opinion pieces, and fact sheet(s) that will
be shared online and/or through print media for access by education stakeholders, and scholars.

9. Management and organization of the Study

At APHRC, the project will be led by a Principal Investigator (PI), Moses Ngware, who will
provide oversight and intellectual guidance of the project. Moses will work closely and with
support from Co-Pls including Jack Rossiter of Center for Global Development and Amani
Karisa of APHRC. This core team will receive institutional support from the Director of

18 | Page



Research at APHRC for the smooth running of the project. The core team will share
responsibilities to ensure successful completion of the project — e.g. responsibility for
quantitative aspects of the project, etc. This core team will be supported by a technical team -
whose functions will include data collection and policy engagement, and an administrative
team - whose functions will include accounting, auditing, and logistics. Table 2 shows the
workplan.
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Table 2: Work Plan

Year 2023

Ma

Ap

Ma

Ju

Jul

Au

Se

No

De

Milestone & Output

Inception Phase

Research protocol completion (narrative)

Research protocol completion (data collection tools)

Research Ethics application & research permit

i. Research protocol approved by IRB
ii. Research tools

iii. All participants identified (schools,
community groupts, etc)

Data collection

Pilot survey

Revise tools based on pilot survey

Advertisement for and shortlisting of field interviewers

Training of field interviewers

Main study data collection

Data processing (cleaning and analysis)

Report writing

i. Clean datasets

ii. Research report

iii. A synthesis report based on the
literature

Literature review report

Dissemination
Products

Writing a policy brief

Writing two blogs (1. on why the study is relevant/important
in Kenya 2. on findings of the study)

Conference attendance

Writing a journal article

i. One policy brief published

ii. Two blogs published

iii. Two conferences attended and findings
shared (poststudy period)

iv. One journal article published (post
study period)
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Table 3: The Budget

Item

Description

Budget (USD)

Budget (KES*)

Personnel

Senior research
scientist, project
manager, research
assistant,
programmer,
statistician

72,978

7,662,690

Ethical Protocol fees

AMREF fees
NACOSTI fees

1,200

126,000

Research Activities

Training of field
interviewers, main
study data collection,
data processing
(cleaning and
analysis), report
writing

8,147

855,435

Dissemination

Writing a policy brief
Writing a Blog

Conference
attendance
(international ~ and
regional conference)

Writing a journal
article  (publish in
free  access-hence
Article  Processing
Cost)

9,500

997,500

Total

91,825

9,641,625

*1 USD=105 KES
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10. Research tool

See separate attachment
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