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Executive summary 

Introduction 
The Government of Vanuatu is undertaking significant primary education reforms, including 
major curriculum changes, to improve equitable access to and the quality of education. Since 
2016, a new primary education curriculum has been introduced by stages, accompanied by a 
suite of in-service teacher training. The new curriculum promotes teaching practices that 
support new pedagogies focused on student-centred learning and community support, 
language transition and class-based assessment practices. These reforms are being supported 
by the Australian Government, through its Vanuatu Education Support Program (VESP) 1.   

The Australian Government's Department of Foreign Affairs and Trade (DFAT) has 
commissioned a study to investigate how the VESP is making a difference to the Government 
of Vanuatu’s ongoing primary education reforms. This research is part of a multi-year study 
series undertaken by DFAT's Education Analytics Service to investigate teacher and learning 
development initiatives in three countries: Lao PDR, Timor-Leste and Vanuatu.  

The purpose of this summary is to provide a brief overview of findings and recommendations 
from the first year (2019) of the Vanuatu study.  

Methodology 
The aim of this study is to investigate the teacher professional development component, in 
particular: to what extent has the investment (VESP) improved teaching quality and student 
learning? The three specific questions are:  

1. To what extent has the investment improved teaching quality in Vanuatu? 
2. To what extent has the investment in teacher training and mentoring supported 

effective implementation of Vanuatu’s new curriculum? 
3. To what extent have teacher training and support activities led to improved learning 

outcomes? 

The study methodology recognises the various factors associated with teaching quality in 
relation to the implementation of the new curriculum and associated student learning 
outcomes. This approach includes analysis of new qualitative case study data and existing 
quantitative student performance data.  

During the first year (2019), case study data was collected from 12 schools in the two 
provinces of Malampa (Malekula) and Penama (Pentecost). A wide range of contextual factors 
can enable and constrain investments in teachers, teaching and school communities. The case 
studies allow us to explore the experience of educational stakeholders of the effectiveness of 

 
1 The implementation of VESP is divided into Phase 1 (2013-19) and Phase 2 (2019-21 with two-year option to extend). Phase 1 
focused on areas including the implementation of a new Years 1-3 curriculum, training for pre- and in-service primary teachers, 
and support for improved community engagement. Phase 2 is focusing on aspects such as expanding and consolidating 
curriculum reform to Years 4-6 and enhancing the professional development system.   
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the VESP investment in relation to teaching quality, curriculum implementation and student 
learning outcomes, in a small sample of schools, but across a multitude of variables.  

Secondary analysis of data from the Vanuatu National Student Assessment (VANSTA) 2017 
and the Pacific Islands Literacy and Numeracy Assessments (PILNA) 2015 and 2018 provided 
understanding of associated student learning outcomes under the previous curriculum2. This 
student performance data provides a reference point for subsequent investigations into the 
impact of the VESP on student learning outcomes.  

Summary of findings  
Overall, the VESP investment has made a positive contribution to improving teaching quality 
and student learning in Vanuatu. Findings from the first year of the study show teachers and 
principals are more confident, knowledgeable and are applying new pedagogies. There are 
also indications of improved student participation, engagement and well-being in the 
classroom.   

To what extent has the investment improved teaching quality? 

Results from the first year of the study indicate that VESP training and support have been 
effective in strengthening the standard of instruction, engagement with students, 
understanding of content and the application of different pedagogical approaches as 
promoted under the new curriculum.  

VESP training and support have been effective in strengthening principal and teacher 
knowledge on lesson planning, subject matter and pedagogical approaches. The training 
programs Effective Learning and Teaching (ELT) and Ademap Lanwis (language transition) 
have been particularly helpful.  

Teachers reported that the training boosted their confidence in teaching the new 
curriculum. The ELT improved capacity in planning and preparing effective lessons that are 
more interactive with students and collaborative with other teachers. Ademap Lanwis helped 
extend teachers’ knowledge on language progression and introducing a second language. 
Untrained and/or temporary teachers who had the opportunity to participate in VESP training 
said it strengthened their knowledge of effective teaching and increased their self-confidence. 

VESP training and the new curriculum has supported teachers to develop and use a range of 
student activities and incorporate strategies to cater to different student abilities. The new 
curriculum enabled teachers to use Bislama or vernacular in classroom settings which 
facilitated communication between teacher and students. It has also guided teachers in 
planning and preparing classroom lessons. The use of classroom assessments has helped some 
teachers to identify how students are progressing and develop strategies to support a range 
of student abilities. However, supporting children with disabilities remains a challenge and 

 
2 VANSTA is an assessment of the curriculum, while PILNA is a sample-based assessment of achievement in literacy and 
numeracy, and collects data on student, teacher and principal backgrounds. Both VANSTA and PILNA are administered to 
students in Year 4 and Year 6. 



Education Analytics Service 
Teacher Development Multi-Year Study Series: VANUATU 

Interim Report 1 
 

Page 8 of 96 

specialist support was requested by teachers and principals to incorporate inclusive teaching 
practices.  

Principals reported that their participation in training has been instrumental in gaining a 
better understanding of their role as principal and strategies to support teachers. The 
Instructional Leadership training and increased cooperation with teachers consolidated 
principals’ understanding of the direction and vision of their professional leadership in 
managing school operations and interaction with the local community. However, a number of 
principals noted that more consistent and frequent support is needed.  

To what extent has the investment in teacher training and mentoring supported 
effective implementation of Vanuatu’s new curriculum? 

The findings so far suggest that the professional learning support received has helped teachers 
and principals to improve their teaching practice and implement the new curriculum, but 
there was consensus on the urgent need for consistent ongoing support and quality feedback. 
While there was also general recognition of the benefits to student learning with the change 
in language policy, some school communities nevertheless harboured concerns due to uneven 
messaging and application of the policy. A number of respondents reported there was a lack 
of resources, materials and books for students, although they did note the usefulness of 
teachers’ guides in supporting the new curriculum. 

Provincial level support from Provincial Trainers (PTs) and School Improvement Officers 
(SIOs) on curriculum implementation, particularly for principals, was reported as helpful but 
needs to be sustained for more consistency across the program. However, some respondents 
admitted they were confused about the difference in PT and SIO roles and responsibilities, 
and the varying quality of feedback provided by each was raised as a concern.  

A number of teachers and principals note that VESP has been positive in encouraging more 
collaboration within and between schools. Teachers and principals within schools support 
each other in implementing the new curriculum with advice, observations and peer learning. 
Some support activities and knowledge exchange about the curriculum between schools were 
reported but transport costs were identified as a key barrier for collaboration.  

The use of a language most students in a school are familiar with and confident in, seems to 
support students’ learning in the early years, but a range of opinions were expressed about 
the language policy and its application. Some parents and teachers support the new language 
policy and the use of Bislama citing better teacher and student confidence when interacting 
in classroom settings, while other parents were sceptical about the new language policy. 
Awareness campaigns (where they have taken place) have supported community 
understanding about the new curriculum, but messaging has been inconsistent. This parent 
and community support seems to be an important factor in facilitating the successful 
implementation of the new curriculum. Principals, teachers, PTs and SIOs noted that while the 
new curriculum has helped support students’ learning, they reported the transition year from 
Bislama to English or French has not been well supported in the new curriculum. 
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To what extent have teacher training and support activities led to improved 
learning outcomes? 

The extent to which the VESP investment leads to improved learning outcomes for Vanuatu 
students is less clear at this stage. The analysis of student performance data, following the 
introduction of the new curriculum, will be a feature of the study from the second year due 
to the timing of regional and country level assessments.   

However, findings from both the earlier VANSTA 2017 and PILNA 2015/2018 indicate that 
there are a large portion of students in Years 4 and 6 who are not achieving learning outcomes 
at their expected grade levels, particularly in literacy3 and there are widespread differences 
relating to gender and province. Student performance may be related to teachers’ 
professional capacity to master the curriculum and apply the necessary pedagogy to facilitate 
quality learning. PILNA 2018 reported that a third of teachers found aspects of teaching 
literacy (e.g. phonemic awareness) and numeracy (e.g. fractions) to be difficult to teach. These 
earlier results provide a reference point for tracking student learning outcomes – especially in 
subsequent years of the study, as ‘new curriculum’ students engage in national and regional 
assessments.  

For now, case study data from the first year of this study do provide an indication as to the 
perceived impact of VESP on student learning. Generally, respondents reported that a range 
of VESP activities have supported improvements in students’ reading and writing, speaking, 
attendance levels, interest in lessons, wellbeing, and particularly confidence.  

The impact of VESP investments on student attendance suggests that the pedagogy of new 
curriculum encourages children to come to school. Some teachers suggested that students 
make more effort to attend school as they are more engaged in the new curriculum. Some 
respondents also reported that students were more talkative and expressive when using 
Bislama, noting improvements in students’ reading and writing skills as a result of VESP 
interventions. However, some teachers and principals noted that students found reading and 
writing difficult as they adjust to the language transition year.  

VESP interventions have also provided positive contribution to address student wellbeing. 
Teacher engagement in planning different activities and using new curriculum resources 
seems to have had a positive impact on student interest in school. Teachers and principals 
also reported that students were more willing to express themselves in class as they were 
more confident in speaking in a language they are familiar with. 

Emerging lessons and recommendations 
Investigating two different provinces through case study research provides a good 
opportunity to explore differences in the experience of education stakeholders of the 
effectiveness of the VESP investment in regards to teaching quality, curriculum 

 
3 While VANSTA and PILNA collect information about student learning outcomes, they have different objectives. VANSTA is an 
assessment of the curriculum, while PILNA is a sample-based assessment of achievement in literacy and numeracy, and collects 
data on student, teacher and principal backgrounds. Both VANSTA and PILNA are administered to students in Year 4 and Year 6. 
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implementation and student learning outcomes, as well as exploring the impact of the new 
curriculum on future student cohorts.   

Insights gained from this first stage of the study include:  

• Not all teachers delivering the new curriculum have had access to the full suite of 
training, and respondents have highlighted the absence of ongoing and follow-up 
training, both of which limit the effective long-term impact of the investment for 
schools. Such risks have also led to frustration of principals and teachers in delivering 
the curriculum (particularly those in key language transition years), and confusion in 
communities about the curriculum.  

• Parent and community support has been observed as an important factor in the 
success (or not) of the new curriculum implementation and learning progress.  

• Inclusive education, particularly to support children with disabilities, was noted as 
vital and respondents reported on the challenge of hiring specialised teachers to teach 
students with disabilities. 

• The institutional capacity and under-resourcing of PTs and SIOs places limits on their 
effectiveness in supporting schools to implement the new curriculum.  

• Findings from both VANSTA 2017 and PILNA 2015/2018 indicate that there are a large 
portion of students in Years 4 and 6 who are not achieving learning outcomes at their 
expected grade levels, particularly in literacy. 

This first phase of the research also provides several insights into the sustainability of the 
program. These interim findings lead to emerging lessons and recommendations focused 
largely on how to build a sustainable system of support for teacher professional learning. 
There are real opportunities for VESP’s continued investment in teaching quality and 
professional learning in Vanuatu. Focus on sustaining and extending support of teachers to 
engage in the new curriculum and use new pedagogies should remain paramount to 
improving overall student learning outcomes. 

The following points suggest some interim recommendations for policymakers to consider in 
the short term. 

Audit which training programs teachers have participated in to ensure those who have 
missed out have the opportunity to participate. Offer follow-up or more extended training, 
particularly for untrained and temporary teachers given they are without immediate access 
to formal teacher training programs. Teachers, and in particular untrained and temporary 
teachers, found the new curriculum training helpful, especially Effective Learning and 
Teaching (ELT) and Ademap Lanwis. However, not all teachers participated in the training 
program. The provision of follow-up or more extended training for untrained and temporary 
teachers could boost the performance of those without immediate access to more formal 
teacher training programs. Audit insights may enable policymakers to prioritise those who 
have missed out.  

Other further actions include developing strategies to support teachers in multi-grade 
settings, and teachers in Years 3 and 4 who are teaching students in these key language 
transition years. An absence of ongoing and follow-up training limits the effective long-term 
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impact of the investment for schools, risking any learning gains made in the early years and 
school and community support for the curriculum. 

Develop gender and disability inclusion training for principals and teachers, as well as PTs 
and SIOs. Topic areas could cover aspects such as identification, inclusive attitudes and values, 
and inclusive teaching strategies which enable the curriculum to be delivered in ways to suit 
the student. 

Provide follow-up information sessions to communities about changes in the new 
curriculum. Evidence indicates that once communities and parents understood the objectives 
of the new curriculum, the majority were supportive of it. This could induce parents and 
communities to be more engaged with teachers and principals to monitor their child’s learning 
progress. 

In the absence of a longer-term resourcing plan, develop strategies to increase the 
accountability of PTs and SIOs and ensure school support - when provided - is effective. PTs 
and SIOs can play a vital role to support teachers and principals to develop interventions to 
improve student learning outcomes in literacy and numeracy. Adequate resourcing to support 
PTs and SIOs to conduct regular observations and training activities in schools is important but 
challenging in a resource-constrained environment. Giving training to PTs and SIOs on 
effective coaching and mentoring support to schools could improve the usefulness of school 
visits. To reduce travel costs, PTs and SIOs could consider joint and rotated visits, and work 
with principals to establish teacher working groups, peer-to-peer support and school 
networking models. Clear accountability structures are also important. Constructive 
accountability measures that ‘check in’ with PTs and SIOs when there is an extended period 
between school visits or observations could also ensure schools are not missed. 

Support principals and teachers in using the results from large-scale learning assessments 
like VANSTA and PILNA. Support could include upskilling teachers and principals to 
understand those results and develop interventions that are targeted in the areas needed to 
improve student literacy and numeracy.  
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1 Introduction 

1.1 ‘Investing in Teachers’ 
In 2014, the Office of Development Effectiveness (ODE) in close consultation with the 
Australian Government’s Department of Foreign Affairs and Trade’s (DFAT) Education Section 
(EDC) conducted an evaluation of Australia’s recent and current investments in teacher 
development including desk reviews of 27 bilateral Australian aid investment programs. The 
findings of that evaluation, presented in the report Investing in Teachers (DFAT, 2015), found 
almost no data on outcomes that could be attributed to DFAT’s teacher development 
investments, and determined that it was impossible to judge whether teacher development 
has led to improved teaching practices or improved student learning outcomes. 

As part of its response, DFAT committed to ‘support a multi-year study on teacher 
development investments in Laos and Timor-Leste to evaluate the effects of teacher 
development on teacher knowledge, teacher practice and student learning’ (DFAT, 2015, p. 
12). 

To implement that commitment, a Conceptual Framework was prepared by DFAT’s Education 
Analytics Service (EAS), managed by the Australian Council for Educational Research (ACER), 
with a view to frame and guide teacher development multi-year studies in Timor-Leste, Lao 
PDR and Vanuatu, and to ensure a minimum of consistency across the studies (ACER, 2017). 
In each of these countries, reform of the primary education curriculum is underway. The 
teacher development studies are investigating teaching quality and student learning through 
the implementation of pedagogical practices and strategies promoted in the curriculum 
reforms in each location. Specifically, and as agreed with various stakeholders during the 
scoping of each study, the focus is on investigating changes to the repertoire of teaching skills 
used, rather than on investigating teacher competence in core domains. 

This report constitutes the first Interim Report for the multi-year study of DFAT’s investment 
in teacher development in Vanuatu through the Vanuatu Education Support Program (VESP).  

1.2 Vanuatu context 
The Republic of Vanuatu is a Pacific island country, and has a high level of cultural and linguistic 
diversity. Vanuatu is one of the highest language density countries in the world with over 100 
languages and dialects. With a widely dispersed population over more than 80 islands, the 
delivery of social services including education, is challenging. Investment in provincial areas 
where the majority of the population lives, is also limited. Foundational literacy and numeracy 
skill levels indicate a need to improve the quality of teaching and learning. The number of 
school and university leavers seeking jobs outstrips availability.  

An overview of primary education in Vanuatu 

In Vanuatu, the Ministry of Education and Training (MoET) is responsible for education policy, 
and managing education infrastructure and resources at the primary and secondary levels. 
The MoET also works with non-governmental organisations and civil society to share some of 
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the responsibilities and costs of education services. Provincial level staff are present in each 
of Vanuatu’s six provinces. A recognised weakness of the education system is the high rate of 
insufficiently qualified and/or trained teachers. Furthermore, there is a limited government 
budget for teacher training. 

While levels of primary school participation have improved in recent years in Vanuatu, there 
remains the issues of high repetition rates and drop-out, large numbers of out-of-school 
children, and challenges with children enrolling at the right age. By secondary school, 
participation levels fall to below 50 per cent (MoET, 2018), pointing to the issue of 
accommodating all secondary school age children across each province. Learning achievement 
in the early years remains a challenge but has shown improvement in recent years. Girls are 
outperforming boys in both literacy and numeracy.  Linguistic diversity further compounds 
challenges to participation and educational outcomes. Significant provincial disparities in both 
access to schooling and learning achievement persist.  

Currently, Vanuatu is undergoing a significant education reform agenda with the introduction 
of a new primary curriculum alongside the National Language Policy 2012 (“the language 
policy”). The language policy states that Bislama or the local vernacular can be used in 
teaching during the first two years of primary school with either English or French introduced 
as a subject in Year 3. The agreed local languages may be used by teachers throughout the 
primary years as students make the transition to English or French (MoET, 2012). In 2019, the 
Year 4 curriculum was being rolled out with support of VESP.  

The Vanuatu Education Support Program  

The Government of Australia has historically been one of the most significant donors to 
education in Vanuatu. VESP Phase 1 (2013-19) was a joint program between Australia and 
New Zealand focused on literacy and numeracy in the early years, from Kindergarten through 
Year 3. VESP Phase 2 (2019-21 + two-year option to extend), funded by Australia, builds on 
the results of VESP Phase I and continues the focus on access, quality and management. This 
study focuses on Strategy 1 of VESP Phase 1: ‘Train and support teachers to implement the 
new curriculum’, which is to train and support teachers to implement the new primary 
curriculum is most relevant4. Activities include providing teaching and learning support 
materials and resources to primary schools, training teachers in effective learning and 
teaching methodologies, and supporting schools to effectively assess, monitor and report on 
student learning (VESP, 2016). At the same time, this study acknowledges the complexity of 
isolating a particular strategy within the whole of an education sector plan.   

The new Vanuatu primary curriculum has been written in Bislama (teachers’ material), whilst 
learning material such as the ‘readers’ are written in Bislama and over 50 local vernacular 
languages. Subject content is sequenced for each grade level to ensure content uniformity 
across classes (years) and schools. It also proposes new methodologies and pedagogical 
approaches that aim to transform teaching and learning. The new content and pedagogies 
included in the new national curriculum require significant change and new learning for 
Vanuatu teachers, school leaders and school communities. The In-service Unit (ISU) has been 

 
4 ACER (2017). Evaluation plan for Vanuatu’s investment in training and supporting teachers to implement the new curriculum 
in the Vanuatu Education Sector, p. 8. Melbourne: ACER. 
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tasked with conducting the training and professional development for the new curriculum, 
supported by Provincial Trainers (PTs). 

1.3 Objectives and scope of study 
The broad question that frames this study of Vanuatu’s VESP is:  

To what extent does this aid investment produce improved teaching quality and 
improved student learning? 

Three specific questions related to this broad question are being investigated: 

1. To what extent has the investment improved teaching quality in Vanuatu? 
2. To what extent has the investment in teacher training and mentoring supported 

effective implementation of Vanuatu’s new curriculum? 
3. To what extent have teacher training and support activities led to improved learning 

outcomes? 

The purpose of this report is to investigate the extent to which VESP has improved teaching 
quality and student learning to date through: 

• presenting interim findings for each of the three above questions 

• Identifying key lessons to make judgements and recommendations for the program. 

1.4 Partnership and collaboration 
ACER under the EAS has been commissioned to manage the teacher development multi-year 
study series and provide technical oversight and support as needed. ACER has worked 
collaboratively with DFAT Port Vila Post and EDC, MoET and the VESP project team in the 
design and implementation of this study. This collaborative approach began in June 2017 
through a scoping mission and the development of an evaluation plan which was approved by 
DFAT in January 2018. Natora Consulting, a locally-based team of researchers, has provided 
invaluable in-country capacity to support the instrument development, translations and data 
collection. 

The authors of this report acknowledge that the strong partnerships forged between these 
partners, have culminated in this first interim report.  
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2 Methodology 

2.1 Overall study design 
The Evaluation Plan for Vanuatu’s Investment in Training and Supporting Teachers to 
Implement the New Curriculum in the Vanuatu Education Sector (ACER, 2018) and EAS: 
Teacher Development Multi-Year Studies – Conceptual Framework (ACER, 2017) provide the 
rationale and overall approach for this Vanuatu study. 

A key feature of this Vanuatu study is its multi-year duration from 2018 until 20225, which 
acknowledges the complex nature of teacher development and that sustained change in 
teaching practice takes time. It also recognises the scale of the VESP program investment, and 
enables an agile and adaptive approach that is responsive to contextual affordances and 
limitations (e.g. possible timeline shifts in new curriculum rollout), and can inform 
improvement through the next phase of the teaching investment. 

The Vanuatu study uses existing and newly collected data. By using these two types of data, 
the scope is broadened as much as possible given the human and financial resourcing for the 
study, and reflects proportionality. It adopts a mixed methods approach utilising quantitative 
data, as well as qualitative case studies conducted by the research team over the period of 
the study.  

The Evaluation Plan sets out indicative data sources and examples of evidence. It is important 
to note that the analysis for this first report, draws from four different sources – existing 
learning assessment data from 2015, 2017 and 2018, and case study data collected 
purposefully in 2019 for this study. 

The quantitative student achievement data provides a reference point for student learning, 
as the data covers student cohorts who are yet to study under the new curriculum. Similarly, 
the corresponding questionnaire data provides insights into student, principal and teacher 
cohorts yet to experience the new curriculum. The case study data, on the other hand, 
contributes to our understanding of the impact of VESP in the three areas of teaching quality, 
curriculum implementation and student learning.  

2.2 Quantitative  
Quantitative data for this report has been drawn from three different sources:  

1. Mathematics and literacy results from the 2015 and 2018 Pacific Island Literacy and 
Numeracy Assessment (PILNA). 

2. Questionnaire data from students, teachers, and principals as part of the 2018 PILNA 
survey. 

3. Mathematics and literacy results from the 2017 Vanuatu Standardised Test of 
Achievement (VANSTA). 

 
5 The final reporting and steering committee meeting are scheduled to occur in the first two quarters of 2022. 
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These sources are described in more detail below. Given PILNA 2015 and 2018 and VANSTA 
2017 were administered to students studying under the previous curriculum, they provide 
important Years 4 and 6 student data for literacy and numeracy, and contextual questionnaire 
data. 

PILNA and VANSTA have different objectives. PILNA is a regional assessment of students’ 
literacy and numeracy skills in Year 4 and Year 6, and is administered every three years. PILNA 
is administered to a representative sample of Year 4 and Year 6 students in all provinces of 
Vanuatu. VANSTA is a national assessment of Year 4 and Year 6 students’ literacy and 
numeracy achievement within the national curriculum. VANSTA is administered as a census 
to all students in Years 4 and 6. 

The quantitative analysis for the data used a range of methods: descriptive statistics; analysis 
of variance to determine if there were any significant difference between groups; and simple 
calculations of averages of values obtained from item response theory to express the 
attainment of numeracy and literacy levels in PILNA.  

Pacific Island Literacy and Numeracy Assessment (PILNA) 

PILNA is a pen- and paper-based assessment of literacy (reading and writing) and numeracy 
skills based on a common scale, administered regionally to Years 4 and 6 students across 15 
Pacific Island countries, which includes Vanuatu (EQAP, 2016). In addition to the mathematics 
and literacy measurements, background questionnaires collected contextual information 
about students, teachers, and principals in an effort to understand the factors influencing 
students’ achievement in PILNA. These questionnaires provide us with insights into teachers’ 
knowledge, attitudes and practices, and the context that the students, teachers and principals 
operate within. 

PILNA in Vanuatu is administered to a representative sample of students in Year 4 and Year 6. 
A detailed discussion about the PILNA sample is included in Appendix B. 

Vanuatu Standardised Test of Achievement (VANSTA) 

VANSTA, similarly to PILNA, is a reading, writing, and numeracy test for students in Years 4 
and 6 to measure the proportion of students who were meeting expected outcomes for their 
grade level. It is administered nationally in Vanuatu. VANSTA was developed by staff from the 
Examination and Assessment Unit (EAU) and Curriculum Development Centre (CDC) alongside 
teachers in Vanuatu. The VANSTA 2017 was administered as a census with all students in Years 
4 and 6 expected to undertake the VANSTA tests. However, due to the evacuation of Ambae, 
over 90 per cent of all primary schools took part in VANSTA 2017, comprising of 245 English-
speaking, and 132 French-speaking schools. A detailed discussion about the VANSTA census is 
included in Appendix C. 

2.3 Qualitative 
Case study methodology enables rich descriptions of programs and stakeholder insights, and 
is ideal for the multi-perspective analysis required for the Vanuatu study. For Year 1 of the 
case study series, two provinces were selected. ACER liaised with DFAT Port Vila Post to select 
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the provinces of Malampa and Penama, with the islands of Malekula and Pentecost the focus 
for fieldwork. The sampling process is described in Section 2.3.1 below. 

Malekula is the second-largest island in Vanuatu. It is one of the most linguistically diverse 
islands with over 30 different vernacular languages spoken. Schools are managed by a range 
of Education Authorities and the Government of Vanuatu. Pentecost is a rugged and 
mountainous island. There are five vernacular languages spoken in Pentecost, and like 
Malekula schools, schools in Pentecost are managed by a range of Education Authorities and 
the Government. 

Stakeholder interviews and focus group discussions (FGDs) were the primary data collection 
methods for the case studies. ACER developed individual interview guides for teachers, 
principals, SIOs, and PTs, and a separate FGD guide for parents. These were adapted and 
translated into Bislama by Natora Consulting, a Port Vila-based research consortium. ACER 
and Natora piloted the interview guides over two phases, in October 2018 and December 
2018, allowing for refinement and better targeted instruments. 

A team of five, split into two groups by province, collected the data from 29 June to 13 July 
2019. 53 semi-structured interviews and 16 parent FGDs were completed for the case studies. 
Interviews and FGDs were conducted in Bislama, and recorded and transcribed into English 
for analysis.  

To conduct the analysis, the ACER team used QSR NVivo 12 Pro. Data was coded and aligned 
with themes identified in the Conceptual Framework (ACER, 2017). See Appendix A 
‘conceptual model’ which illustrates the customized model for the Vanuatu study. A test of 
inter-rater reliability (Cohen’s κ) was performed on a random sample of the qualitative data. 
The analysis showed, on average, a high level of agreement between two independent coders 
(κ = 0.88, p < .0005).  

Case study sample 

ACER reviewed data from Vanuatu’s Education Management Information Systems (via 
OpenVEMIS) and VANSTA to purposefully select schools. The following sample selection 
criteria was used with a view to select four to six schools per zone within each province/island. 
Schools were excluded based on the following characteristics: 

• schools that did not cover Years 1 to 3 

• schools that were not implementing the Vanuatu Government’s primary curriculum  

• schools that did not participate in the 2017 VANSTA. 

Schools were then selected to account for: 

• VANSTA to obtain a mix of high and low performance in VANSTA 2017 

• educational authority to obtain a diversity of government and church managed 
schools 

• language of instruction to include a mix of Anglophone and Francophone schools. 

Following review of the options and liaison with Port Vila Post and Natora, it was decided that 
given ‘zones’ were not fully operational, it would not make sense to select schools on the basis 
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of zones, but to give precedence to ensuring a range of SIOs were included as participants, 
and that a mix of large, medium and small schools were selected on the basis of VEMIS 
enrolment data.  

Finally, Natora gave further advice on access and logistics, considering time, distance and cost. 
Eleven schools were selected for inclusion in this first year of case studies – six schools in 
northern and central Malekula and five across Pentecost. Due to a miscommunication at the 
provincial level, the team also interviewed teachers and parents from an additional school 
(included in Table 1) at one of the learning centres. Data from these participants have been 
included as part of the case studies. It should be noted that fewer schools were included as 
part of the Pentecost sample due to the rougher terrain on that island and the additional time 
it took to travel to and between schools.  

Table 1 provides information about the 12 case study schools. More details about the case 
study sample are provided in Appendix D.  

Table 1. Case studies sample 

Province School 
ID 

Language Authority VANSTA 
Performance 

VEMIS Enrolment / 
School Size 6 

Malampa A 
B 
C 
D 
E 
F 
G 

English 
English 
French 
French 
French 
English 
English 

Church 
Church 

Government 
Church 

Government 
Government 
Government 

High 
High 
Low 
Mid 
Mid 
High 
Mid 

Medium 
Small 
Small 
Large 
Large 
Large 
Large 

Pentecost H 
I 
J 
K 
L 

French 
French 
English 
English 
English 

Church 
Church 

Government 
Church 

Government 

High 
Mid 
High 
Mid 
Mid 

Very large 
Large 

Medium 
Large 
Large 

Fifty-three respondents were interviewed (11 principals/head teachers, 32 teachers, 6 SIOs 
and 4 PTs) and 16 parent FGDs conducted. Some parent FGDs were mixed male and female, 
while some were single-sex FGDs. The following section describes some key characteristics of 
the respondents.  

Principals 

Case study principals (4 female, 7 male) had on average worked for 13 years as a principal, 
with the range from three to more than 20 years. Five of the 11 principals interviewed had 
been a principal for 15 years or more, and two for five years or less. Their years of teaching 
experience ranged from 19 to 36 years. The majority of principals were also currently teaching 
with two principals also teaching a multigrade class. One of the principals had a teaching 
diploma, with the remaining interviewed having attained a teaching certificate. 

 
6 School size if based on VEMIS enrolment data. The following categories are used for this study: Small (1-50 students); 
Medium (51-100 students); Large (101-200 students); Very large (>200 students). 
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Teachers 

Case study teachers (21 female, 11 male) had on average 13 years of teaching experience, 
ranging from one to 30 years. Only four teachers had five years or less of teaching experience. 
Three teachers held a teaching diploma, and 13 a teaching certificate. Thirteen teachers (41 
per cent, five in Malekula and eight in Pentecost) reported they had no teaching qualification, 
and thus, most of these teachers also reported they were temporary teachers. In four schools 
(two in Malampa and two in Pentecost), all the early years teachers interviewed had no 
teaching qualification. Seven of the 32 teachers interviewed were teaching multigrade classes. 

School Improvement Officers (SIOs) 

SIO positions were introduced in 2018. Three of the six SIOs interviewed held a teaching 
certificate, one a diploma and two a bachelor’s degree. They had all worked in various 
positions as teachers, principals and four previously as a Zone Curriculum Advisor (ZCA).  

Provincial Trainers (PTs) 

All four PTs interviewed held a teaching certificate, and each had worked in various positions 
as teachers, principals and three previously as ZCAs. Two PTs had worked in their positions for 
five years, and two for seven years. 

2.4 Study limitations 
There are some limitations to the Vanuatu study. First is the issue of attribution within a study 
investigating teaching quality and student learning outcomes. Attribution is easier to establish 
when there is a clear causal relationship between the outcome and any preceding outputs. 
Teaching itself is a ‘noise-filled’ context. There are a wide range of contextual factors that 
enable and constrain productive investments in teachers, teaching and education 
communities. For example, budgetary constraints and political priorities within schools and 
the larger national context. In addition, in developing contexts, there are often multiple donor 
programs providing supports to schools and systems, and it is difficult to associate particular 
changes directly to any single intervention. While there may be relationships between various 
factors associated with student learning outcomes, direct causal relationships are difficult to 
determine.  

Second, the qualitative case studies are not intended to generalise the impact of VESP across 
Vanuatu. Case studies are intended to explore the experience of the investment by 
educational stakeholders in a small sample of schools, but across a multitude of variables. In 
this way, the case studies are intensive rather than extensive. The ability to extract this level 
of detail from the investment is an important part of the overall study design. 

Finally, while the data on student learning outcomes from both PILNA and VANSTA provide 
insight into the literacy and numeracy achievement levels of Year 4 and Year 6 students, the 
cohorts have not engaged in the content and pedagogy of the new curriculum. VANSTA is an 
assessment of the curriculum, while PILNA is a sample-based assessment of achievement in 
literacy and numeracy, and collects data on student, teacher and principal backgrounds. 
Regardless, both assessments do provide a reference point for student learning outcomes to 
be analysed in future reporting.  
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3 Teaching quality 

3.1 Introduction 
This chapter addresses the research question: to what extent has the investment improved 
teaching quality in Vanuatu? 

As defined in the Conceptual Framework (ACER, 2017), ‘teaching quality’ or quality teaching 
refers to effective instruction that promotes excellence and student learning outcomes 
through best-practices. Quality teaching practices are based on high standards of instruction 
and student engagement, deep understanding of content, and application of pedagogical 
principles that contribute to supporting and improving student learning. 

Chapter 3 explores various aspects of teaching quality outcomes, namely teacher attributes 
and teaching practice, by presenting year 1 qualitative case study data from Malampa and 
Penama and some additional insights from the PILNA 2018 questionnaires. 

‘Teacher attributes’ refers to elements of a teacher’s professional identity, including 
professional knowledge, beliefs about teaching, attitudes about teaching, and 
professionalism. ‘Teaching practice’ refers to teachers’ application of their professional 
knowledge, beliefs, and attitudes to provide learning experiences for students. It includes 
what teachers do to plan, implement, and evaluate learning experiences, and ways that 
teachers incorporate principles of teaching and learning (ACER, 2017).  

3.2 Context 
Case study respondents in Malampa and Penama identified a range of challenges that impact 
teaching quality, some of which are contextual but nevertheless influence the potential 
success of the VESP investments. Mostly these challenges were related to multigrade classes, 
overcrowding, the significant number of untrained and temporary teachers, and lack of 
resources. Other issues raised by respondents included poor mobile and internet reception 
affecting communication, lack of funding for SIOs and PTs to visit schools, and the limited 
number of textbooks and resources. 

  

Multigrade teaching and overcrowding 

Multiple respondents including teachers, principals, PTs and parents raised the challenge of 
multigrade teaching and overcrowded classrooms, and thus the need for more teachers. 
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Several teachers mentioned that multigrade teaching is difficult because they need to prepare 
lesson plans for both classes at the same time, and a principal noted that teachers have other 
responsibilities to manage, apart from teaching. Some teachers reported difficulties in 
teaching and effective classroom management due to overcrowded classrooms. In the PILNA 
2018 questionnaire, 49 per cent of principals reported a shortage or inadequacy of classrooms 
as hindering their school’s capacity to provide instruction either to a large or moderate extent. 

Teacher workforce 

The PILNA 2018 questionnaire explored aspects of the teacher workforce. Nearly half (47%) 
of the principals reported a shortage of teachers hindered their school’s capacity to provide 
instruction to a large or moderate extent. Also, almost half (49%) reported a lack of qualified 
teachers as a large or moderate issue. 

Parents in Pentecost elicited concerns about the number of temporary and untrained teachers 
in their children’s schools. One parent expressed concern that Years 1 to 3 teachers are 
temporary, and there needs to be more permanent teachers than untrained ones 7. Another 
parent reinforced these concerns by explaining the new curriculum is mostly taught by 
untrained teachers, and emphasised the need for more qualified teachers. It should be noted 
that interviewees often referred to temporary and untrained teachers interchangeably, even 
though temporary teachers possess a teacher qualification and untrained teachers do not. At 
the same time, multiple respondents in both provinces expressed their views that temporary 
and/or untrained teachers were performing well in the classroom.  

Respondents also noted the challenge that temporary and/or untrained teachers are paid by 
the community and not necessarily being recognised for doing do the same amount of work 
as permanent teachers. One Pentecost SIO noted this lack of recognition for temporary 
teachers may impact their performance. 

In the PILNA 2018 questionnaire more than half of surveyed Year 4 and 6 teachers disagreed 
or strongly disagreed with the statement ‘I am getting a good salary as a teacher’. The financial 
difficulties for temporary teachers was raised widely by case study principals, PTs, SIOs and 
teachers in Malekula. One PT noted that although temporary teachers are committed, they 
are not supported financially. A SIO highlighted that such teachers are trained but they can 
‘leave any time’. A principal further explained how untrained teachers are sometimes unpaid 
for months, and as a result absent from school in order to source food. 

This issue was reflected on by one teacher, who noted that as a temporary teacher paid by 
student contributions, sometimes she needs to miss a school day to find food, and that affects 
students’ learning. Many temporary teachers who were interviewed expressed their desire to 
become permanent teachers on the government payroll.  

SIOs also raised issues associated with teacher promotions and postings. Teachers who go 
through the training may be posted to other schools and teaching higher year level classes, 
whereas others who have never attended trainings are posted to lower year level classes.  

 
7 Stakeholders referred to both temporary and untrained teachers, often interchangeably. It is the understanding of this research 
that temporary teachers are those who possess some kind of teacher qualification or training and are waiting to be licensed. On 
the other hand, it is understood that untrained teachers have not had any teacher training or qualification. 
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3.3 Professional development 
Professional development refers to the range of activities and programs that teachers and 
principals participate in for their professional learning. Examples include in-service training, 
cohort or network professional development, and school-based professional development 
(ACER, 2017). 

This section provides insights into the professional development experiences of teachers and 
principals, with a focus on training. Other examples of professional development are 
discussed under Chapter 4. 

With the new curriculum being rolled out, case study teachers and principals were asked 
which in-service training programs they had participated in. Four of the 32 teachers had not 
participated in any of the training programs, and three of these four teachers were teaching 
Year 4 (single-grade). The remaining teachers reported they participated in various training 
programs to different extents. The most widely attended programs were Effective Learning 
and Teaching (ELT) and Ademap Lanwis (language transition), followed by Language and 
Community Teachers Guide, and Mathematics. All case study principals had attended some 
training programs, with Instructional Leadership most widely attended, followed by ELT. 
Appendix D has further information. 

While the extent of in-service training received under the new curriculum varied widely, it 
does indicate an increase when compared to previous levels of training. The PILNA 2018 
questionnaire asked teachers of Year 4 and 6 students how many times in the past three years 
did they attend a professional development program across specified areas. At least 40 per 
cent of Year 4 and Year 6 teachers had not attended a professional development program in 
each of these areas, with the exception of numeracy for Year 4 teachers (31%) and classroom 
based assessment for Year 6 teachers (34%). Appendix E has further information. 

3.4 Teacher knowledge, beliefs and attitudes 

Key findings 

Finding 1. VESP training appears to have been effective in strengthening principal and 
teacher knowledge on lesson planning, subject matter and pedagogical approaches. 
The training programs Effective Learning and Teaching and Ademap Lanwis have been 
particularly helpful.  

Finding 2. VESP training and the accessibility of the new curriculum in both Bislama 
and vernacular languages have contributed to changes in beliefs and attitudes 
towards teaching, in particular improvements to principal and teacher motivation and 
self-confidence.   

Finding 3. Untrained and/or temporary teachers have, in particular, benefited from 
VESP training by strengthening their knowledge of effective teaching and increasing 
their self-confidence. 
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Discussion 

As defined in the Conceptual Framework (ACER, 2017), ‘teacher knowledge’ refers to 
professional knowledge including content, pedagogical, and pedagogical-content knowledge. 
‘Beliefs about teaching’ can include beliefs about content, pedagogy and learning. ‘Attitudes 
about teaching’ can include confidence and motivation. 

Changes in teacher knowledge, beliefs and attitudes as a result of VESP investments is 
investigated through the qualitative case study data. 

Perceptions of teacher knowledge  

Multiple case study principals and teachers attributed improvements in teacher knowledge 
to VESP training. This knowledge included subject matter and pedagogical methods, to carry 
out the new curriculum. As reported by a Malekula principal: 

The training provided by the PTs supports the implementation of the new curriculum 
by teaching and training teachers how to teach the curriculum and give them skills to 
teach and capture student’s interest on how to learn. 

Many respondents reported the training has been particularly important to build the 
knowledge of untrained teachers on how to teach.  

One Pentecost teacher reflected that he now practices a learner-centred approach, which was 
something he did not do when he was teaching the previous curriculum. Another teacher 
reflected on the emphasis of the new curriculum on the local environment and context, which 
has helped change her teaching style.  

A number of respondents cited specific training courses that helped them develop their 
knowledge. ELT was noted by teachers and principals as particularly instrumental in building 
the capacity of knowledge about teaching practice, and in particular, how to plan and 
prepare effective lessons around five aspects of teaching. Multiple teachers and principals 
referred to these five aspects during the interviews:  

• Connect lessons to students’ real life experiences 
• Ask plenty of questions 
• Plan effective lessons that can challenge students’ learning 
• Do different activities for one topic 
• Work together with other teachers.  

“Taem ELT i kam i givem wan laet long mi, wan aedia long mi se mi stap ting daon long 
mi wan blong mi tij be rod hemia nomo. ELT hemi soem rod long mi.” 

Translation: “The ELT was like a light…it showed me the way and made me realise 
that I had been thinking badly about my ability to teach. But this is how to do it. ELT 

has shown me the way.” 

(Teacher, Pentecost) 

One Malekula teacher gave specific examples of how ELT has supported her in interacting with 
children, including how to work with small children and undertake different activities to 
encourage children to express themselves.  



Education Analytics Service 
Teacher Development Multi-Year Study Series: VANUATU 

Interim Report 1 
 

Page 24 of 96 

Another Malekula teacher explained that even though she had graduated from the Vanuatu 
Institute of Teacher Education (VITE), this new training was useful and extended her 
knowledge:  

We are teachers and graduates from VITE and clearly know how to prepare a lesson 
plan. But with Effective Learning and Teaching it showed us ways to make a lesson 
plan and points to follow for your lesson to be effective. And to add to that in the old 
curriculum we never gave comments on our lessons and what worked and what 
didn’t, and looked for ways to improve it. 

Some teachers also noted other training programs that have supported their teaching 
knowledge. Several teachers reported that Ademap Lanwis has been helpful with language 
progression and the introduction of a second language. One teacher reported the training 
Language and Communication has been most helpful as they work with sounds: 

If a child does not know their sounds they cannot pronounce a word or even read a 
sentence. Language and communication helped me to support and teach the students 
to develop their sounds and to improve. 

Perceptions of beliefs and attitudes towards teaching  

Multiple respondents in both provinces reported a change in the beliefs and attitudes toward 
teaching.  

A number of principals and teachers described increased levels of confidence and motivation 
in their teaching. This was attributed to either training they participated in through VESP or 
the accessibility of the new curriculum in both Bislama and vernacular languages.   

Some principals reported the training gave teachers confidence. One principal from Malekula 
spoke about the boost in confidence training has given to temporary and/or untrained 
teachers: 

Teachers are very confident in teaching in this new curriculum. After attending 
training in the new curriculum those who are untrained teachers are motivated, 
confident and are becoming provisional teachers.  

Teachers reported that the language policy has helped improve their confidence and 
motivation as they can teach in a language in which both they and their students have 
confidence and enjoy using. To quote a teacher from Malekula: 

For my experience as a teacher I also find difficulties teaching and speaking English 
since it is not our first language. But in Bislama I find it very enjoyable to teach in 
Bislama. I am more active and confident as a teacher.  

One teacher from Pentecost explained: 

My interest in teaching has changed because in the past the students did not find it 
easy with lessons when we taught solely in French. With this new curriculum, when 
taught in the vernacular they understand each word’s meaning and can relate or are 
able to understand well when translated into French.  
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A Malekula SIO noted that teachers can explain topics well in Bislama, whereas English 
sometimes was a barrier for them. 

One SIO noted that there were still teachers who prefer the ‘old curriculum’ and were 
reluctant to change by using vernacular or Bislama in class, but observed: 

The new curriculum encourages oneness in regards to Francophone teachers and 
Anglophone teachers. From what I observe, these two groups now focus more on 
what to teach and less on their differences. 

One Malekula principal noted teachers’ appreciation of the new curriculum grew over time, 
and by the third year of implementation, they have come to enjoy the curriculum, particularly 
as they are now familiar with the guide.  

3.5 Teaching practice 

Key findings 

Finding 1. VESP training and a new curriculum closely related to local context appears 
to support teachers to improve their practice.  

Finding 2. Ability to use Bislama or the vernacular language in the classroom is a critical 
factor to improving teaching practice. 

Finding 3. A number of teachers have more interactions with students, are developing 
and using a range of student activities, and are incorporating different strategies to 
support a range of student abilities. 

Discussion 

As noted in the Introduction, ‘teaching practice’ refers to teachers’ application of their 
professional knowledge, beliefs, and attitudes to provide learning experiences for students. It 
includes what teachers do to plan, implement, and evaluate learning experiences, and ways 
that teachers incorporate principles of teaching and learning (ACER, 2017). 

The PILNA 2018 questionnaire queried Years 4 and 6 teachers on various aspects of teaching 
practice. These aspects of teaching practice are investigated further through the case study 
data, which will in turn look at language of instruction, planning, teaching and learning 
activities, and assessment. Details of the PILNA teacher questionnaire findings in regard to 
teaching practices are in Appendix E. 
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Perceptions of teaching practice 

A number of case study respondents discussed changes in teaching practice as a result of 
VESP support, which included new knowledge that they had explicitly applied to their 
teaching practice. Respondents noted that change in practice was the result of training and 
support, as well as the new curriculum that is closely related to their context.  

For example, respondents noted a number of specific strategies or training courses that from 
their perspectives had improved teaching practice. One Pentecost PT connected this to 
improved student learning: 

Effective Learning and Teaching is like the master key. The teachers have learned a lot 
about improving their teaching strategies. And it’s become easier for children to learn 
as well. 

Language of instruction 

Some teachers and principals reported a critical factor to improved teaching practice is the 
change in language of instruction, and the ability to use Bislama or the vernacular in their 
classroom and school settings.  

One Pentecost teacher reflected on the Language and Communication course: 

The Language and Communication course in particular has been very helpful in 
teaching in vernacular, especially for Year 1. This course has eased communication 
between teacher and students. 

One teacher explained that being able to use a language familiar to students has helped her 
gauge their progress and make adjustments to her teaching: 

I speak in a language that a child understands and I can identify if the child 
understands or not because it is the language that s/he speaks. So I can see if they get 
what I was trying to teach and from there I can also adjust myself in my teaching 
practise. 

Lesson preparation 
Multiple case study respondents reported how teachers prepare and plan for lessons has 
improved with introduction of the new curriculum. One teacher from Pentecost said that the 
new curriculum guides helped her in planning: 

But with the new curriculum the guides are easy to understand and work with. Each 
topic for each week. The guides give us the topics and the strategies to use to teach 
each topic, which is very useful. 

Malekula PTs attributed positive changes in teacher performance to clearer instructions to 
teachers provided in the teaching resources. To quote one PT: 

Before the teacher wrote a lot but the lessons delivered in class were not effective 
and only a few children were learning, while others were struggling. But today the 
indicators direct the lesson and give key areas where the teachers need to focus, and 
we can see that  teaches are performing well in teaching and so are the students. 

Some SIOs agreed. One SIO noted the ‘guides have everything in it for the teachers to use’.  
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Teaching and learning activities 
Multiple case study teachers reported examples of how their teaching practices have 
changed. Examples included greater interactions with students, developing and using a 
range of student activities, and incorporating different strategies to support a range of 
student abilities. 

One Malekula teacher reported that the knowledge she has gained from the ELT training has 
helped her to use a more student-centred approach in her teaching: 

It helps by showing me how to work with small children or groups, how to listen and 
speak, answer questions and take part in different activities, and how children can 
express themselves. This has changed my teaching practice and it helps both myself 
as a teacher and the students.  

Multiple teachers highlighted how the new curriculum and training has supported them to 
identify how students are progressing in their learning, and to cater to different abilities by 
providing additional support.  

Other teachers referred to the use of classroom assessment to inform next steps for their 
teaching. For weaker students, support included making adjustments to activities to facilitate 
their understanding, additional homework to be completed with parental support, and 
additional catch up classes. To quote one teacher: 

There are different ways we now support students after the assessment. If there are 
a lot of students that don’t understand a topic, they can re-do that lesson again but 
we can separate them into a smaller group. 

One teacher noted, however, that catering to different learning abilities is a challenge.  

Assessment  
The research team queried case study respondents about how teachers assess student 
learning. Respondents provided information about methods, frequency and how the 
assessment information is used. 

A number of teachers and principals said they use both formative and summative assessment 
in their classrooms. Respondents noted a range of assessment frequencies: daily, weekly, at 
the end of topic, and end of each term. Some teachers advised they use written assessments, 
while others noted they also assess students daily through observation, checklists, or orally.  

One Pentecost teacher explained that he gives his students tests, but he also assesses them 
in the daily activities or exercises, explaining ‘assessment can be done anytime’.   

Some teachers referred to a checklist in the textbook that provides them with directions on 
how to assess students. One of these teachers in Malekula stated that she uses the checklist 
to record areas in which students need support. 

Assessment information is used for a range of purposes. Teachers stated they use the results 
to record student progress, identify areas for further support, find ways to help improve their 
teaching, produce reports, and provide information to parents on their child’s progress. In 
terms of supporting students who had problems on an assessment, teachers said they would 
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repeat an activity, spend extra time with a student, or add more homework to help students 
learn. 

One Malekula principal also noted he uses assessment results to have discussions with 
teachers about their class performance.  

An SIO said that she explains the importance of student assessment to the principals she 
supports, and encourages the daily use of formative assessments as well as summative 
assessments at the end of a term. 

3.6 School leadership 

Key findings 

Finding 1. VESP training, and in particular the Instructional Leadership training, 
supports principals to understand instructional leadership and a number of principals 
report increased confidence to focus on improving the quality of teaching and learning 
in their schools. 

Finding 2. Principals’ support to teachers through observation and feedback, provision 
of resources, and school-based training, helps improve teaching practice and 
confidence in teaching. 

Finding 3. Support from PTs and SIOs to schools and their principals is welcome, but 
infrequent. 

Discussion 

Leadership was discussed in the context of how school principals directly support and 
influence teaching quality as a result of VESP supported interventions. Both case study 
principals and teachers commented on how they perceived leadership as impacting teaching 
quality. Principals in both provinces referred to their participation in training as instrumental 
in helping them to understand their role as a principal and how to support teachers. 

 

Principals in Malekula referred in particular to the Instructional Leadership training as being 
helpful. Principals in Pentecost referred to training from VESP and the UNICEF-supported 
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Vanuatu school-based in-service teacher training (VanSBITT) which was piloted in Penama 
province.  

Multiple principals reported they were more confident in their roles and more focused on 
the quality of teaching and learning in their school, as a result of the training. Principals 
also reported a shift to instructional leadership and increased cooperation between 
themselves and their teachers. To quote from one principal: 
 

In the Instructional Leadership I was trained on how to instruct and help teachers in 
how to teach, and what they teach in class. The trainings gave me confidence to teach 
and assess teachers in class, which we didn’t normally do in the old curriculum as I did 
not know how to assess teachers. 

Principals in Pentecost also referred to how the training sessions have helped them to support 
the wellbeing of their teachers. As one principal said: 

The trainings that I have been through have supported me to have some vision and 
have given me a direction to sit and think about how to better support my teachers in 
terms of their wellbeing, their health, and awareness. How can we ensure that any 
issues or problems at school have solutions and are managed properly. 

Another principal, from Malekula, referred also to his increased confidence in managing the 
school and interacting with the community: 
 

As a principal I am very confident in what I do compared to the past. I can now lead 
and direct teachers, hold community awareness sessions and manage the school. This 
curriculum has given me skills and knowledge on how to do that. 

A few principals from Pentecost mentioned that they had attended VanSBITT training, and 
that this was particularly helpful in supporting instructional leadership. This program was not 
part of VESP, but initiated in 2014 with funding from UNICEF for Years 4 to 68. One principal 
described the program as focusing in different teaching techniques, observation and 
cooperation. Another principal expressed he has been able to apply what he learnt through 
VANSBITT to current activities funded under VESP. Principals reported it helped them think 
about a whole school approach.   

Some principals suggested PT and SIO support is useful, but advised more was needed. A 
Pentecost principal described how the SIO supports him: 

For me, the SIO helps me a lot with things like leadership and administration. They 
help me a lot. Because I just came in three years ago. And if there is something that I 
don’t know, they help me with advice. It’s meant that this year, I feel as if things are 
going well. 

Some principals acknowledged they received observation visits from SIOs, either once a term 
or once a year. Budget – especially a travel allowance for visits – was mentioned as a factor 
that prevented SIOs or PTs from making more frequent principal observation visits.  

 
8 UNICEF supported VITE-ISU to develop an instructional leadership module to strengthen the capacity of primary school principals 
to support teachers in their professional development. This module was part of the UNICEF-supported VanSBITT which was piloted 
in Penama province in 2015. VITE-ISU decided to roll out the instructional leadership module nationwide in 2016. 
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For the most part, teachers said that the support provided to them by principals was helpful 
in terms of improving teacher practice and confidence in teaching. Examples included 
support to attend training, provision of stationery and other resources, provision of school-
based training, and checking of lesson plans. Multiple teachers reported they valued 
observations and feedback from their principal. A teacher from Pentecost explained how the 
principal supported teachers: 

The principal observes the teachers regularly. Through observations he advises the 
teacher on ways to improve. He lifts us up when a teacher fails. The principal 
encourages cooperation between his teaching staff. 

Not all teachers, however, have been observed by their principal. To quote one teacher from 
Pentecost: 

I felt that he should be observing us in the classroom and evaluating our weaknesses 
and strengths but since I started teaching in this school I have never been observed 
by him. So I am not sure whether my teaching is acceptable and proper or not. 

Many principals said that they were also teaching in addition to fulfilling the expectations 
around the role of principal, including management, budgeting and teacher support. A 
Pentecost SIO observed: 

The principals themselves wear three hats. They manage school administration, 
finance, and teach classes at the same time. It is quite challenging for them. 
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4 New curriculum implementation 

4.1 Introduction 
This chapter addresses the research question: to what extent has the investment in teacher 
training and mentoring supported effective implementation of Vanuatu’s new curriculum? 

Chapter 4 explores this question by presenting year 1 qualitative case study data from 
Malampa and Penama and questionnaire data from PILNA 2018 as background and for 
indicative comparative purposes.  Implementation of a new curriculum and use of language 
in different provincial contexts is complex and, as such, linkages with the effect of teacher and 
principal development on the implementation of the new curriculum are unclear. This chapter 
discusses a number of constraints affecting the success of curriculum implementation. 

4.2 Context 
Case study respondents discussed some factors that impacted curriculum implementation 
that were beyond the tangible scope of VESP. These factors have been documented because 
at both a systemic and school level they have an impact on the implementation of the 
curriculum. Some respondents discussed that either Bislama or a vernacular language was 
being used in their schools, others noted there was uncertainty about using language in class, 
and that the system was constantly changing. A number of respondents reported there was a 
lack of resources, materials and books for students, although they did note the usefulness of 
teachers’ guides in supporting the new curriculum. 

In Malekula, the case study schools visited mainly use Bislama as the language of instruction 
and not a vernacular. Several respondents noted that this is due to intermarriage and teachers 
and students coming from different areas with different languages. To quote one parent: 

Students cannot learn in their language due to people moving around and many 
women come in from different places. The only language that can help them to 
communicate is Bislama. 

One parent suggested that a change to teacher deployment practices could change this 
practice: 

We have a lot of teachers from our area but they are teaching in different places. If 
they were all posted to this area and teach in the local language I think things will 
improve for the better. 

In Pentecost, teachers and principals said that they had already been using the vernacular in 
Year 1, and that Bislama was not commonly used in the early years’ classes. However, one 
school in Pentecost teaches Bislama in Years 1 to 3. A teacher reflected that this is a challenge 
for students who do not regularly speak Bislama at home, and as a teacher she often switches 
between Bislama and the vernacular:  

Some children are already speaking Bislama at home, but for some, Bislama is very 
new to them. It’s like learning English or French. So at times during a lesson a student 
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would put their hand up to request the teacher to switch to vernacular because they 
did not understand most of what was taught in Bislama.  

A shortage or inadequacy of instructional materials was reported in PILNA 2018 by 42 per cent 
of responding principals as hindering their school’s capacity to provide instruction to a 
moderate or large extent. Following the introduction of the new curriculum, respondents said 
resources were an issue in Years 1 to 4. Case study SIOs, principals and teachers mentioned 
the lack of resources. For example, one SIO reflected: 

In the past curriculum there were teachers’ guides and students’ textbooks. With this 
one, for Years 1 to 3 there is only a teachers’ guide, but there are no students’ 
textbooks.  

Two teachers from Pentecost mentioned the challenges they had with English and French 
teachers’ guides, which may indicate the need for more supplementary resources to support 
the transition to English and French.  

4.3 Language 

Key findings 

Finding 1. The use of a language most students in a school are familiar with and 
confident in seems to support students’ learning in early years. 

Finding 2. The language policy requiring the use of Bislama or the venacular is applied 
differently given the mix of language groups in some communities. Some schools and 
communities have expressed concern about the language policy in the new 
curriculum.  

Discussion 

Case study respondents shared a range of opinions about the language of instruction or choice 
of language at school. Many of these opinions are related to the years when their students 
transition from vernacular or Bislama to English or French and how this transition will or will 
not disadvantage each students’ education in these languages.  

Speaking in focus groups, parents offered a range of opinions about the use of language at 
their children’s school. Some parents agreed with the language policy and the use of 
vernacular or Bislama, while others expressed their concern. One parent in Malekula 
explained why she agrees with the use of vernacular or Bislama as the language of instruction: 

…because my child is learning the language he was brought up with and it makes it 
easier for him to learn. 

One Pentecost parent suggested the new curriculum ‘protects our language’, adding: 

I have learnt some vernacular words, for example, months of the year, from my child. 
Words which most of us don’t know or are not using anymore.  
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Another male parent from Pentecost added: 

My main concern is about the transition to English and if the children will be able to 
perform well within the transitions. I hope that they will be okay with their English 
language. 

Parents in a Malekula Francophone school expressed concerns that their children will find it 
difficult to speak and write in French. One parent explained that it is easier for Anglophone 
schools as Bislama and English ‘are the same in many ways, especially words’. Another noted 
that his concern now is that the ‘French language is at risk’. 

Principals, teachers, PTs and SIOs talked about a number of issues, from noting that the new 
curriculum is helpful in supporting students’ learning, to concern that the transition year 
from vernacular to English or French happens too quickly and this could impact children’s 
learning in the future. Some respondents noted that teachers are struggling with an 
education system that is changing all the time. Some raised they worry whether students will 
be well-equipped for national examinations 9. As one Pentecost principal said: 

…they are worried now because Class 1, Class 2, Class 3 is vernacular. And then there 
is a small change in Class 4, 5, 6 and then the National Exam. Everything else is good, 
but the English language – and French – because it switches really quickly. Maybe 
they’ll adapt and it will be okay, but in my view, it’s too fast for them to pass their 
National Exam. 

Parents at one Malekula school reported they were not aware of the change in curriculum 
and suggested parents needed to understand the rationale behind why Bislama was 
introduced. As explained by one parent: 

That’s why we feel that English should be also taught in school. Maybe there is a good 
side of using Bislama, but we don’t know it.  

4.4 Teacher support 

Key findings 

Finding 1. SIOs and PTs provide support for curriculum implementation for principals 
and teachers, but more support is needed. 

Finding 2. Teachers and principals within schools support each other in implementing 
the new curriculum with advice, observations and peer learning. 

Finding 3. Opportunities for support and knowledge exchange about the curriculum 
between schools exists but is a challenge in some contexts. 

  

 
9 In 2019, MoET announced that national examinations for Year 6 and Year 8 students (to continue to Year 7 and Year 9) would 
be discontinued starting in 2020. 
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Discussion 

Case study respondents said that teacher support was a critical part of helping teachers to 
implement the new curriculum. Teacher support includes how principals, SIOs and PTs 
support teachers, and how teachers work together to support one another. 

Provincial level supports 

Principals and teachers generally found the support from PTs and SIOs helpful, but many 
urged that more support was required. Some respondents said they were confused about 
the respective roles of PTs and SIOs. Limited funding for visits was cited as a major challenge 
to PTs and SIOs providing ongoing support to schools.  

PTs interviewed described their support role. One Malekula PT referred to a ‘teacher and 
principals support program’ focused on school visits to see how teachers have applied their 
trainings to implement the new curriculum. Generally, PTs noted that funding and time for 
visits was a challenge such that not every teacher was visited. Another PT reported she only 
could do one support visit last year. 

SIOs described their role as supporting principals, and teachers. Examples of this support 
included checking to see if the teacher was using the manual to prepare a good lesson and 
indicators to check students learning, undertaking follow up activities to check teacher 
progress, and working with the principal to prepare school improvement plans. One SIO noted 
he assists the principal with teacher appraisals. Another stated:  

We also provide the practical support to help the principals help the teachers to carry 
out peer observations. 

This SIO also assesses principals and ensures that they are observing and monitoring teachers. 
She and another SIO clarified that the role of SIOs is to observe the principal, not the teacher: 

We observe the principal directly and not the teacher. However, whenever a principal 
needs me to assist a teacher then I can work directly with the teacher, but that does 
not happen often.  

A Pentecost teacher noted that SIOs used to work directly with teachers, when they were 
known as ‘Zone Curriculum Advisers’. This arrangement was confirmed by one Pentecost 
principal: 

Now in the current system, the SIOs just come to see us – all the principals in the 
schools – to see how we’re managing the teachers, and the finances of the school. But 
they don’t go as far as the teachers any more. They just come and observe me, once 
a term. 

Principals discussed how PTs and SIOs supported them to support teachers. Principals 
mentioned that trainings provided by the PTs were helpful in supporting them to become 
more confident in their roles, understand the new curriculum, and support teachers in the 
classroom. Principals also noted the training the PTs provided to teachers on the new 
curriculum was helpful. To quote one Malekula principal: 
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The training they provided was delivered in a way that the teachers understood and 
that suited each grade level that they teach. 

A number of teachers said they received support from PTs through various training courses 
that were offered. One Pentecost teacher recalled a PT helping teachers at her school write 
lesson plans. Another teacher said the PT had helped him a lot through training.  

However, most principals and teachers noted the need for more ongoing follow-up support 
from PTs and SIOs after trainings, and quality feedback. To quote one Pentecost principal: 

SIOs come with the Provincial Observation Sheet, and complete that, and then go 
back. That’s it. They explain it a little, but it would be better if they stayed for a day or 
two.  

A principal of one school highlighted the limited support his school has received, noting that 
to access SIOs he needs to go to their workplace in town: 

The PTs provided the trainings and come visit and do observation but they never give 
feedback after observation. The SIOs never support us. Maybe the government did 
not give them money to visit school? Last year the SIO never visited. 

Another principal from another school confirmed that the SIO had not visited his school, and 
that the school had to meet the cost for the PT’s visit. One principal noted that the PTs and 
SIOs do the same things, whereas another principal stated that SIOs only give support on 
administration aspects such as the budget. 

School-level support 

Multiple respondents reported that teachers provide support to each other, indicative of a 
change in the teacher environment towards more collaboration. Most of this support took 
place within schools, but in some instances respondents gave examples of across school 
support. A Malekula principal of one of these schools stated the importance of teachers 
working together: 

It is a good thing to support each other. Not every teacher has the same level of 
education. So seeking advice from other schools or asking them to teach a lesson 
while others observe is also a way of educating other teachers. 

Support provided within schools 
Principals discussed the ways that they worked with teachers at their school to improve 
teaching and learning, and confidence. These include staff meetings, professional 
development meetings with teachers and the principal, and encouraging teachers to work 
together cooperatively and professionally.  

One principal reported that at his school in Malekula, he holds an academic meeting every 
Monday with those classes under the new curriculum and the upper classes grouped 
separately, explaining: 

They help each other to list out the outcomes of each subject and work towards it.  
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Teachers also said that their principals provided important support through observations, 
reports and feedback. One Pentecost teacher mentioned that her school principal: 

…supports the teachers well and encourages them positively through any challenges 
faced. She gets the teachers to fill in her monthly report, as an assessment, and from 
there meets with individual teachers to discuss performances and gives very helpful 
feedback to improve their classroom practices and student learning. 

Many teachers said that meeting with other teachers and the principal at their school was a 
valued source of support. Respondents mentioned a range of activities that teachers 
undertake to support each other, including: preparing lessons; sharing resources; meeting to 
discuss challenges and ideas; and observing each other’s classes. Some teachers explained 
that when they do not understand a topic, they ask others to teach that topic while they 
observe, or request others to observe their lessons and provide feedback. A Pentecost teacher 
reflected: 

Years 1 to 3 teachers usually get together to discuss and share ideas on how to teach 
using the guides. We also share the learning kits. Sometimes I ask another teacher to 
come teach a certain topic to my students if I have difficulty teaching it. 

Some teachers mentioned that in their school they provide additional support to teachers 
who have not attended the full set of trainings provided by the PTs.  

Support provided across schools 
Only some schools work with other schools. One principal of a church school reported they 
meet with other church schools every quarter: 

There is a school-to-school training and observation program for teachers where they 
observe and support each other in the curriculum. They share ideas and observe 
others teach a lesson to learn and improve their lessons. 

Some respondents talked about ‘lighthouse schools’. Malekula PTs spoke about the creation 
of lighthouse schools in Malekula (six schools in the Lakatoro area), explaining: 

The main idea behind it is to provide support to other schools if they need support. 

Generally, ‘lighthouse schools’ refer to schools that have been identified as showing successful 
practice, and that may operate as a hub to provide additional support to other schools. A 
teacher at a Malekula lighthouse school explained that if other schools need advice, they 
come to their school. One teacher reflected that her school goes to the lighthouse school if 
they need advice, but they do not work with other schools. 

In Pentecost, while teachers said that they worked with other teachers at their school, 
distance and the cost of transport were issues that prevented them from working with 
teachers at other schools. 
  



Education Analytics Service 
Teacher Development Multi-Year Study Series: VANUATU 

Interim Report 1 
 

Page 37 of 96 

5 Student learning outcomes 

5.1 Introduction 
This chapter addresses the research question: to what extent have teacher training and 
support activities led to improved learning outcomes? 

As defined in the Conceptual Framework (ACER, 2017), ‘student learning’ is used broadly in 
this evaluation series to encompass both cognitive and non-cognitive aspects of learning – in 
essence, what students know, what students believe, what students are disposed towards, 
and what students are able to do.  

Chapter 5 explores various aspects of student learning by presenting student literacy and 
numeracy data from VANSTA 2017 and the PILNA 2015 and 2018 assessments, for Years 4 and 
6 student cohorts who are yet to study under the new curriculum. While these VANSTA and 
PILNA cohorts did not engage in the new curriculum, the data provides a reference point for 
student learning outcomes for comparison in subsequent years of this study. Year 1 qualitative 
case study data from Malampa and Penama provinces contributes to an understanding of the 
impact of VESP on student learning. 

While PILNA and VANSTA collect information about student learning outcomes, they have 
different objectives. PILNA is a regional assessment of students’ literacy and numeracy skills 
in Year 4 and Year 6, and is administered every three years. PILNA is administered to a 
representative sample of Year 4 and Year 6 students in all provinces of Vanuatu. Teacher, 
principal and student questionnaires were added to the PILNA assessment cycle in 2018. 
VANSTA is a national assessment of Year 4 and Year 6 students’ literacy and numeracy 
achievement within the national curriculum. VANSTA is administered as a census to all 
students in Years 4 and 6. 

5.2 Year 4 and 6 student performance under the former 
curriculum 

Key findings 

Finding 1. VANSTA 2017 and PILNA 2015 and 2018 indicate there are widespread 
differences in student achievement between provinces. 

Finding 2. VANSTA and PILNA indicate girls generally outperform boys at both year 
levels in literacy and numeracy. 

Finding 3. The impact of VESP investments on student learning outcomes is 
inconclusive as current student cohorts tested through VANSTA and PILNA have not 
engaged in the new curriculum. 
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Discussion 

The following section outlines results from VANSTA 2017 and the PILNA 2015 and 2018 
assessments, and presents some background information related to teaching practices 
collected via questionnaires in PILNA 2018.  

To summarise, the results from the two assessments show that there is a high proportion of 
children not meeting the learning outcomes expected at their grade level, particularly for 
literacy. Performance in numeracy across the two assessments is better. Differences in 
performances by province is considerable, with Torba and Tafea usually underperforming 
when compared to other provinces. Girls, generally, have performed better than boys. 
Curriculum changes in relation to both content and pedagogy had not yet directly affected 
these VANSTA and PILNA cohorts. Regardless, both assessments do provide a reference point 
for student learning outcomes to be analysed in future reporting.  

VANSTA 2017 

Separate Year 4 and Year 6 tests were developed for students as they were taught in either 
English or French at the time of administration. Each test had the same overall design and 
similar tasks. For literacy, three major strands from the curriculum were assessed: reading 
comprehension; language elements; and writing. For numeracy, five strands were assessed: 
numbers; measurement; geometry; patterns; and, chance and data. 

Minimum test scores were identified for the test and for each assessed strand. The levels of 
achievement used for both numeracy and literacy were: critically below minimum standard; 
approaching minimum standard; meeting minimum standard; and exceeding minimum 
standard. Table 2 below sets out the VANSTA 2017 results. The percentages in the table below 
represent the proportion of students who returned a test result10.  

Table 2. VANSTA 2017 results  

 
English 

Literacy N 
(%) for Y4 

English 
Literacy N 
(%) for Y6 

French 
Literacy N 
(%) for Y4 

French 
Literacy N 
(%) for Y6 

Numeracy 
N (%) for 

Y4 

Numeracy 
N (%) for 

Y6 
Critically below 441 (11) 401 (11) 267 (13) 493 (32) 387 (10) 487 (10) 

Approaching 1022 (24) 526 (15) 438 (22) 417 (27) 474 (8) 820 (16) 

Meeting 1457 (35) 1515 (43) 688 (34) 450 (30) 2719 (44) 2062 (41) 

Exceeding 1280 (30) 1054 (30) 603 (30) 161 (11) 2531 (41) 1706 (34) 

Literacy 
Year 4 literacy results showed that students who completed either the English or French tests 
performed at similar levels, with around one-third of students performing below the minimum 
standard (‘critically below’ or ‘approaching’), one-third ‘meeting’ standards, and one-third 
‘exceeding’ standards. 

 
10 It is known that there were a number of missing responses (students from at least 24 schools from four provinces, out of the 

potential population to be tested due to: dislocation caused by the Manoro volcano eruption; missing enrolment information in 
the student database; and illness/absenteeism on the day (MoET, 2018).  
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Year 6 literacy results are concerning. A higher proportion (32%) of Francophone students 
were assessed as performing ‘critically below’ the minimum standard or only ‘approaching’ 
the minimum standard (27%), compared to students taking the English Literacy tests. 

At both year levels, girls are outperforming boys in both languages in literacy. For example, 
for Year 4, the mean score for girls was 25.6 compared to 22.3 for boys; in French, the mean 
score for girls was 24.8 compared to 22.1 for boys.  

Tables 3 and 4 show the English and French literacy results by year level and province. 
Students from Tafea and Torba provinces achieved at lower levels across both year levels and 
languages. In particular, the variation is highest for Francophone students in Tafea and Torba, 
where 77 per cent of Year 4 and 6 students being assessed was below the minimum standard. 

In contrast, the provinces of Penama, Sanma and Shefa at both year levels and in both 
languages, generally met or exceeded national level results. Year 4 students in Malampa have 
performed at similar levels to the national results, but are underperforming in both languages 
by Year 6. 

Table 3. VANSTA 2017 English Literacy results by year level and province 

Province Year Level Critically 
below Approaching Meeting Exceeding 

Malampa Y4 97 (14) 158 (23) 272 (40) 156 (23) 

 Y6 96 (16) 131 (22) 272 (45) 105 (17) 

Penama Y4 16 (3) 63 (14) 179 (39) 203 (44) 

 Y6 16 (4) 36 (10) 165 (45) 150 (41) 

Sanma Y4 103 (11) 227 (24) 287 (30) 333 (35) 

 Y6 65 (9) 109 (15) 340 (45) 235 (31) 

Shefa Y4 91 (7) 270 (22) 419 (34) 454 (37) 

 Y6 118 (11) 134 (12) 398 (36) 441 (40) 

Tafea Y4 82 (12) 235 (35) 242 (36) 107 (16) 

 Y6 87 (16) 87 (16) 270 (50) 96 (18) 

Torba Y4 52 (25) 69 (33) 58 (28) 27 (13) 

 Y6 19 (13) 29 (20) 70 (48) 28 (19) 
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Table 4. VANSTA 2017 French Literacy results by year level and province 

Province Year Level Critically below Approaching Meeting Exceeding 

Malampa Y4 54 (14) 85 (22) 147 (39) 95 (25) 

 Y6 104 (28) 126 (34) 113 (31) 24 (7) 

Penama Y4 16 (7) 45 (20) 75 (33) 92 (40 

 Y6 32 (23) 39 (28) 41 (29) 29 (21) 

Sanma Y4 37 (7) 84 (17) 169 (34) 211 (42) 

 Y6 82 (26) 77 (25) 121 (39) 32 (10) 

Shefa Y4 52 (14) 67 (18) 117 (32) 130 (36) 

 Y6 73 (24) 73 (24) 114 (37) 45 (15) 

Tafea Y4 95 (20) 146 (31) 157 (34) 67 (14) 

 Y6 174 (52) 83 (25) 50 (15) 28 (8) 

Torba Y4 13 (24) 11 (20) 23 (42) 8 (15) 

 Y6 28 (46) 19 (31) 11 (18) 3 (5) 

Numeracy 
There are fewer Year 6 students meeting or exceeding the minimum standards (75%) than 
Year 4 students (85%). Year 4 numeracy performance levels across students tested in English 
and French students was similar, but a higher percentage of Francophone students did not 
achieve the minimum standard in Year 6. Once again, girls outperformed boys.  

As Table 5 shows, provincial level results for numeracy show a similar trend to that of literacy, 
with students in Torba, Tafea and Malampa not meeting the minimum standard of 
achievement. Penama and Sanma students had the highest levels of performance in numeracy 
with at least 80 per cent of Year 4 and 6 students meeting or exceeding minimum standards. 
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Table 5. VANSTA 2017 Numeracy results by year level and province 

Province Year Level Critically below Approaching Meeting Exceeding 

Malampa Y4 82 (8) 82 (8) 526 (50) 367 (35) 

 Y6 111 (11) 175 (18) 425 (43) 272 (28) 

Penama Y4 22 (3) 36 (5) 242 (35) 388 (56) 

 Y6 23 (4) 45 (9) 184 (36) 263 (51) 

Sanma Y4 62 (4) 90 (6) 614 (43) 649 (46) 

 Y6 77 (7) 133 (12) 434 (39) 455 (41) 

Shefa Y4 94 (6) 111 (7) 630 (40) 726 (47) 

 Y6 139 (10) 211 (15) 552 (40) 478 (35) 

Tafea Y4 91 (8) 121 (11) 584 (52) 329 (29) 

 Y6 101 (12) 199 (23) 373 (43) 195 (22) 

Torba Y4 36 (14) 34 (13) 123 (46) 72 (27) 

 Y6 36 (16) 57 (25) 94 (41) 43 (19) 

PILNA 2015 and 2018 data  

Population statistics for PILNA 2015 and 2018 achievement were estimated using plausible 
values (PVs). Plausible values provide a range of estimates for each student as opposed to a 
single value, and is the standard methodology for large-scale assessment programs (Australian 
Curriculum, Assessment and Reporting Authority (ACARA), 2018). 

Appendices F and G show the PILNA literacy and numeracy proficiency level descriptors, along 
with an indication of the expected minimum levels for Year 4 and Year 6.  

The mean of each of the five PVs was taken, and then used to calculate an overall PV mean 
for literacy and numeracy shown in Table 6, representing the average scale score on the 
literacy or numeracy scale.  

Table 6. PILNA 2015 and 2018 National level literacy and numeracy results 

 Literacy Y4 Literacy Y6 Numeracy Y4 Numeracy Y6 

PILNA 2015 425.91 491.95 492.30 526.52 

PILNA 2018 416.29 489.70 479.39 537.82 

Nationally, girls in Years 4 and 6 performed significantly better (p<0.05) than boys in literacy 
in 2015 and 2018, and in numeracy in 2018. There was no significant difference in boys’ and 
girls’ performance in numeracy in 2015. Students in urban areas also performed significantly 
better (p<0.05) in literacy and numeracy in 2015 and 2018 compared to students in rural or 
non-urban areas in both Years 4 and 6. 

Table 7 shows student achievement in literacy in Years 4 and 6 in 2015 and 2018 nationally 
and for each province. The PILNA 2015 and 2018 literacy results found the majority of Year 4 
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students did not meet the minimum expected proficiency level for Year 4. Definitions of 
proficiency levels for PILNA Year 4 and Year 6 literacy are in Appendix F. 

Reflecting trends in the VANSTA 2017 results, Penama, Sanma and Shefa were the highest 
performing provinces, and Malampa, Tafea and Torba underperformed. The Year 6 PILNA 
literacy results showed a different picture with wide variation in provincial level results, most 
notably for Penama which was the highest performing province in 2015 and the lowest in 
2018. Based on mean PVs, Year 6 students in four provinces (Tafea, Torba, Malampa and 
Penama) performed at the expected minimum level for Year 4. 

Table 7. Achievement levels in literacy for Y4 and Y6 students in PILNA 2015 and 2018 by province  

LEVELS 
and PILNA scale 

scores 

PILNA 2015, LIT 
Y4 

PILNA 2015, LIT 
Y6 

PILNA 2018, LIT 
Y4 

PILNA 2018, LIT 
Y6 

LEVEL 8 
(587.5 or greater) 

  
  

LEVEL 7 
(537.5 to < 587.5) 

  
  

LEVEL 6 
(512.5 to < 537.5) 

 Penama (514.5) 
  

LEVEL 5 
(487.5 to < 512.5) 

*Expected 
minimum level for 

Year 6 

 

Shefa (503.1) 
National (492.0) 

Malampa 
(488.4) 

 
Sanma (510.8) 
Shefa (508.2) 

National (489.7) 

LEVEL 4 
(462.5 to < 487.5) 

*Expected 
minimum level for 

Year 4 

 
Sanma (483.9) 
Torba (473.9) 
Tafea (473.6) 

 

Tafea (473.4) 
Torba (472.3) 

Malampa (472.1) 
Penama (466.0) 

LEVEL 3 
(437.5 to < 462.5) 

Penama (448.5)  Penama (444.1)  

LEVEL 2 
(412.5 to < 437.5) 

Sanma (430.8) 
Shefa (429.9) 

National (425.9) 
Malampa (425.4) 

Tafea (418.1) 

 
Sanma (428.7) 
Shefa (428.7) 

National (416.3) 
 

LEVEL 1 
(362.5 to < 412.5) 

Torba (403.2)  

Malampa 
(409.8) 

Tafea (397.0) 
Torba (386.8) 

 

LEVEL 0 
(Less than 362.5) 

    

Table 8 shows student achievement in numeracy in Year 4 and Year 6 in 2015 and 2018 
nationally and for each province. The PILNA 2015 and 2018 numeracy results were more 
positive, with the mean PVs for students in all provinces meeting or exceeding the minimum 
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expected levels for each year level. Definitions of proficiency levels for PILNA Year 4 and Year 
6 numeracy are included in Appendix G. 

Students in Penama and Sanma, similar to VANSTA 2017, met or exceeded minimum 
proficiency levels across both PILNA administrations and year levels. Year 4 Penama students 
had a mean PV in Year 4 meeting or exceeding Year 6 expected minimum levels. Torba, similar 
to VANSTA 2017 results, demonstrated a majority of students did meet minimum proficiency 
levels. 

Table 8. Achievement levels in numeracy for Y4 and Y6 students in PILNA 2015 and 2018 by province  

LEVELS 
and PILNA scale 

scores 

PILNA 2015, 
NUM Y4 

PILNA 2015, 
NUM Y6 

PILNA 2018, 
NUM Y4 

PILNA 2018, 
NUM Y6 

LEVEL 8 
(575 or greater) 

    

LEVEL 7 
(550 to < 575) 

   Penama (574.7) 
 

LEVEL 6 
(525 to < 550) 

 
Penama (547.8) 
Sanma (535.5) 

National (526.5) 
Penama (529.3) 

Sanma (549.6) 
National (542.8) 

Shefa (537.4) 
Malampa (539.1) 

LEVEL 5 
(500 to < 525) 

*Expected 
minimum level for 

Year 6 

Penama (503.4) 
Sanma (502.6) 

Shefa (524.3) 
Tafea (523.8) 
Torba (517.1) 

Malampa (515.5) 

 Tafea (522.0) 
Torba (507.9) 

LEVEL 4 
(475 to < 500) 

Tafea (494.5) 
National (492.3) 
Malampa (490.4) 

Shefa (489.9) 

 

Sanma (489.5) 
Shefa (489.4) 

National 
(488.0) 

Malampa 
(487.7) 

Tafea (472.6) 

 

LEVEL 3 
(450 to < 475) 

*Expected 
minimum level for 

Year 4 

Torba (464.9)  Torba (450.1)  

LEVEL 2 
(425 to < 450) 

    

LEVEL 1 
(375 to < 425) 

    

LEVEL 0 
(Less than 375) 

    

Teaching practices 

Teachers of PILNA 2018 Year 4 and 6 students were asked a series of questions related to their 
teaching practices, which provide some insights into the student assessment results. While 
this study focuses on teachers in Years 1 to 4, the PILNA teacher questionnaire findings also 
provide insights into general teaching practices in primary schools. See Appendix E for further 
information. 
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Ease of teaching literacy and numeracy 
Teachers’ beliefs and confidence in their own teaching abilities can affect student learning in 
the classroom. PILNA explored questions that enabled teachers to indicate their level of 
confidence in teaching aspects of both literacy and numeracy. 

Teachers were asked in the questionnaire how difficult they found teaching different strands 
of literacy, for example, vocabulary, grammar and syntax, spelling and punctuation, reading 
comprehension, oral language. The strands that teachers found the most difficult were 
teaching ‘organisation and structure in writing’, ‘phonemic awareness’, and ‘quality of ideas 
in writing’, with over a third of Year 4 and 6 teachers indicating that these were difficult or 
very difficult.  

Similarly, teachers were asked how they found teaching different strands of numeracy, 
including numbers and patters, place value, fractions and percentages, operations, 
measurement, geometry, and data and chance. Whilst the majority of teachers indicated that 
these strands were either easy or very easy to teach, over a third found fractions and 
percentages, and data and chance difficult or very difficult to teach.  

Frequency of reading activities 
Teachers were asked how often they practised certain reading activities, covering: whole 
class/choral reading; peer reading/guided reading; independent reading; summarising; and 
asking and responding to questions about a text. Notably, 37 per cent of Year 4 and 28 per 
cent of Year 6 participating teachers indicated that they rarely or never practice summarising 
a reading passage with their class. More than 80 per cent of teachers reported they undertake 
the other reading activities sometimes or often.  

Instructional time 
Teachers were presented with a series of statements related to instructional time. At least 
one-third of teachers (34% Year 4, 39% Year 6) either disagreed or strongly disagreed that 
they ‘get enough time to work with students who are slow learners’. The majority of teachers 
(at least 70%) reported they strongly agreed or agreed that they have enough time to 
complete the required lessons in maths, writing and reading, although the rates were slightly 
higher for maths. 

Student characteristics 

In the PILNA 2018 questionnaires, teachers were also asked a series of questions related to 
issues affecting their Year 4 and 6 students 11. A lack of basic knowledge or skills, reading 
impairment, absenteeism, and behaviour disorder were issues reported by at least 20 per cent 
of responding teachers as affecting more than 41 percent of their class. For Year 4 teachers, 
the more prevalent issue was reading impairment – a third (33%) reported that at least 41 per 
cent of their students were affected by this issue. For Year 6 teachers, absenteeism was the 
more prevalent issue – also a third (33%) reported that at least 41 per cent of their students 
were affected by absenteeism. See Appendix E for further information. 

 
11 The issues were: lack of basic knowledge or skills; reading impairment (e.g. dyslexia); lack of interest; poor health; absenteeism; 
being hungry/hunger; lack of sleep; behaviour disorder; auditory/visual impairment (not corrected by hearing aid/glasses). 
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Teacher Professional Development 

The PILNA 2018 questionnaire also provided insight into the number of times that Year 4 and 
Year 6 teachers had participated in some form of professional development support over the 
past three years. Over 60 per cent of Year 4 and Year 6 teachers (combined) had participated 
in professional development in reading or numeracy at least once over the past three years. 
But just under 40 per cent of teachers had never received professional development support 
in reading or numeracy. Over 60 per cent of teachers also reported receiving support in 
pedagogy (including classroom-based assessment, curriculum and student welfare). Relatively 
high percentages of teachers reported never having support in the past three years in school 
support services (including student welfare, classroom management and inclusive education). 
See Appendix E for further information.  

Concluding comments on VANSTA and PILNA 
While VANSTA and PILNA are administered to Year 4 and Year 6 students, they provide a 
reference point for student learning in literacy and numeracy. VANSTA assesses students’ 
understanding of the Vanuatu national curriculum, while PILNA is a regional survey that 
assesses students’ general skills in literacy and numeracy. PILNA also administers 
questionnaires to Year 4 and Year 6 teachers (in addition to students and principals), and as 
such provides some insight into general practices in primary schools 12.  

Importantly, the evidence presented from VANSTA, PILNA and stakeholder perceptions 
enable a deeper insight into complexities of teachers’ experience of the new curriculum, as 
well as professional learning and support about the new curriculum. These insights are 
reflected in the stakeholder perception data on student learning outcomes discussed in 
Section 5.3. 

5.3 Perceptions of student learning outcomes 
The following section presents Year 1 qualitative case study data from Malampa and Penama 
provinces to contribute to an understanding of the impact of VESP on student learning. 
Generally, respondents reported that a range of VESP activities have supported improvements 
in reading and writing, speaking, student attendance levels, interest in lessons and wellbeing, 
and particularly confidence. There were different views with regards to numeracy. These are 
discussed in detail below. 

Context 

There are a range of factors that impact student learning outcomes that are outside the 
interventions implemented by VESP. These were discussed by case study respondents. Issues 
of weather and distance are discussed in the section on attendance. Respondents mentioned 
other issues which included school infrastructure, lack of water, student attitudes and 
community obligations. 

 
12 PILNA questionnaires only became a permanent part of the assessment cycle in 2018. 
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During focus group interviews parents reflected on some of the contextual issues that they 
perceived as influencing their children’s learning outcomes. In terms of infrastructure, some 
parents noted that the classrooms were in disrepair, or the school library needed to be 
completed.  

Many parents stated the school should provide more materials for their children. One teacher 
in Malekula noted she has been teaching in a house made from bamboo and leaves that was 
damaged by the cyclone. She noted that student displays have to be removed at the end of 
each day, and explained how this adversely impacts the learning environment: 

When you display a child’s work, they can compare themselves with others and see 
the differences among themselves. It also helps them to improve. A child should have 
a good environment for learning to take place. 

An issue that was raised repeatedly in Pentecost was the lack of potable water. Teachers also 
acknowledged that lack of water and sufficient water bottles for students are challenges. One 
parent explained: 

The school does not have water. The school’s water tanks need cleaning and therefore 
are currently not usable. The full school uses just one tank which becomes empty 
during the dry seasons. 

Academic outcomes 

Key findings 

Finding 1. Content and pedagogy in the new curriculum seems to have improved 
students’ learning outcomes in years 1 to 3 as a result of some VESP interventions, 
particularly in reading, writing and speaking using Bislama or the vernacular, though 
the evidence is inconclusive. 

Finding 2. Students seem to have experienced challenges with reading and writing in 
English and French during the language transition year. 

Discussion 

Some respondents attributed that the ability to use Bislama or a vernacular in the classroom 
has supported improvements in students’ academic outcomes. As one Malekula teacher 
explained: 

There is change in the way we use Bislama. It works better. The child gets the basic 
skills through the language that they understand and that we help them with. So basic 
skills for language, mathematics or general studies, they understand them at that 
early age. The skills that they need in grade one and two they already have them 
because the language we use is understandable to them. 

Literacy 
Multiple case study respondents observed students are now more talkative and expressive, 
and able to speak more coherently and clearly. To quote one teacher: 
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When you ask questions in Bislama, they answer the questions confidently and 
correctly compared to the other classes under the old curriculum, where students 
found it hard to put the words together to make a sentence to answer the questions. 

Many case study respondents noted improvement in their students’ reading and writing 
skills as a result of some VESP interventions. A principal discussed how the new curriculum 
has helped students with reading and writing: 

I can tell you that the new curriculum has really helped teachers a lot. And the 
children. For example, when a child was in Class 2 before, they were just starting to 
learn to read. But with the new curriculum, now if you put a passage in front of them 
in language or in Bislama, they are able to read it. They learn to read more quickly. 

This observation was also made by multiple teachers. A teacher added about her Year 3 class: 

There is a big change… when I ask a child to write about their morning news, in the 
old curriculum a child would write a few words only. But in the new curriculum a child 
can write a whole story in a few sentences. They can express themselves and 
understand better than before. 

At the same time some teachers and principals noted students were having challenges with 
reading and writing because of the language transition year. One teacher said ‘My students 
and I still have problems with Ademap Lanwis in the classroom’. One principal explained: 

Those in class 4 are the first product of this curriculum. When they started to learn 
English it was difficult at first but at the end of term in class 3 we had learned English. 
For example, what we did was when writing a story we thought about the story in 
Bislama and then tried to write it in English. They got the words and spelling mixed 
up, but the teachers were there to support them. It is challenging when trying to write 
in English. 

Parents were mainly very positive about the progress their children had made in reading and 
writing in Bislama. Some parents reported this foundation in Bislama has helped their children 
with English, but some of their children mix up Bislama and English sounds and spelling. Some 
parents in French communities were concerned about their children’s progress in reading and 
writing in French, noting that many of the children are finding difficulties with the transition. 
While the majority of the case study schools in Pentecost used the vernacular in Years 1 – 3, 
some parents expressed similar concerns to those from Malekula. 

One Malekula parent observed that students can easily read in English, but ‘they did not 
understand the story they were reading’. This observation is supported by a Malekula Year 5 
teacher who reported that although children can read and write a sentence in English, they 
do not understand English13.  

Numeracy 
Not many case study respondents spoke about numeracy. Of the respondents that did discuss 
this issue, there were different views with regards to changes in students’ numeracy. A few 

 
13 This was an early pilot school for VESP. The Year 5 teacher was teaching students who had been taught using the new 
curriculum. 
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principals observed that students are more able to count and calculate than under the old 
curriculum. A teacher noted that mathematics remains the main challenge: 

When in groups they can do their maths exercise but individually, they cannot do their 
work.  

Another teacher noted that under the new curriculum the activities are similar for numeracy, 
but there are more activities and the teacher can choose which activities are best suited to 
her class. She added however: 

There is no big difference in numeracy. Only in language there is a huge difference in 
learning compared to the old curriculum.  

Student attendance 

Key findings 

Finding 1. The impact of VESP investments on student attendance gives some 
indication that the pedagogy of the new curriculum encourages children to come to 
school, though the evidence is inconclusive. 

Discussion 

A range of issues can impact the ability of a student to attend school regularly. Some case 
study respondents reported that travel distance, the weather and subsequent flooding were 
key factors in affecting students coming to school. At the same time, teachers suggested that 
because students were more engaged in the new curriculum, they made the effort to come 
to school. Some parents explained the importance of their children attending school. One 
male parent said that children must consistently attend school.  

One principal compared attendance levels to the past: 

Student attendance is good compared to the past, where they [students] normally 
missed classes if they do not understand a topic. 

Some respondents reflected that improved attendance could be because of the new 
curriculum and learning in a language the students understand. A teacher in Pentecost said: 

No matter the weather they still come to school. They are always happy to come to 
school and do not want to miss school, compared to the past. This is because the 
teacher speaks their vernacular, their own vernacular. 

A principal from Malekula stated: 

Using Bislama in class helps them to better understand what the teacher says in class 
and they are happy to come to school. One of the key factors is that they use the 
language they were brought up with compared to the past where students skip classes 
because the teacher is talking in a different language and they cannot understand. 

An SIO attributed improved attendance to the new curriculum and the need for parent 
support: 



Education Analytics Service 
Teacher Development Multi-Year Study Series: VANUATU 

Interim Report 1 
 

Page 49 of 96 

The new curriculum is encouraging children to come to school. Those children who 
miss classes are those whose parents are not being very supportive to their child’s 
learning at home. 

Student interaction, participation and interest in school 

Key findings 

Finding 1. Students appear to be more interested in participating in school because 
they are familiar with the language and can express themselves in class. 

Finding 2. Teacher engagement in planning different activities and using new 
curriculum resources seems to have had a positive impact on student interest in 
school. 

Discussion 

Multiple case study respondents reported that students are more interested in lessons and 
participate more actively in lessons. Teachers and principals said they observed students 
being willing to express themselves in class because they felt confident in speaking a 
language they were familiar with. A number of respondents attributed the change in student 
interest to language and connection to the lessons. 

A principal reflected: 

In the new curriculum a child can express themselves and when they understand a 
topic in class, they complete the exercise, and they can ask for another thing to do. 

One PT noted that children in Years 1, 2 and 3 were not active before and couldn’t express 
themselves, ‘but today every child participates and are learning’.  

A Pentecost teacher attributed student interest in lessons, to language: 

But in this new curriculum the children are very interested in attending classes 
because of the language they use in class. That is because they know the language 
and are free to express themselves. 

Some respondents said that teacher engagement and activities teachers learned in training 
about the new curriculum had a positive impact on student interest in school.  For example, 
a Pentecost principal reflected there’s been a shift in teacher engagement:  

All the students now have an interest in coming to school. Maybe it’s because the 
teachers also are interested. And this makes the students interested to come. 

Some respondents noted that the use of a greater number and more diverse range of 
resources and activities has been important for improving students’ interest in lessons. One 
Malekula teacher explained: 

Before the use of the new curriculum, student learning was so poor. The reason is that 
there were not enough resources for teachers to use, and students needed to learn 
more on a particular subject. Today using ‘effective teaching’, teachers plan different 
kind of activities and use different resources to capture students’ interest. The 
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resources and guides used in this new curriculum educate both teachers and students 
to participate in students learning.  

Student wellbeing 

Key findings 

Finding 1. Students seem to be more confident in engaging with their teachers and 
each other due to changes in pedagogy and because they are able to use the 
vernacular or Bislama in class. 

Discussion 

Research indicates that wellbeing in school is a critical student learning outcome (Lawson, 
2013) (Klem, 2004). Students who feel safe and confident in class are able to communicate 
more easily with other students and their teachers. Training, support of teachers and the new 
curriculum were reported by teachers to impact students’ wellbeing. 

Multiple respondents reported students appear happier, more confident and more 
outspoken under the new curriculum. Many also reported students seem to interact better 
with each other and their teachers, and are not scared of teachers. 

A principal from Pentecost said that students have confidence in the teachers more so than 
before the implementation of the new curriculum. Multiple respondents mentioned that 
children now are more ‘free’ and confident in class. One principal said 

Because they can speak, and they can express themselves to their teacher. In the old 
curriculum, the children just stayed in their shells. They never came out. If they didn’t 
understand something, that was it. They just wouldn’t understand it now. 

Another teacher expanded that this confidence extends to tests: 

When doing assessments or testing, students are confident, happy. They believe in 
themselves and feel that they can do it. When compared to before, students were 
nervous and the test questions had to be read out for the students to understand 
when doing a test.  

One principal mentioned that ‘grouping children in class’ seemed to work well in building 
children’s confidence because they can speak up in class. Some respondents attributed this 
change to the use of vernacular or Bislama. One female parent from Pentecost attributed this 
change in their child’s engagement in school to the use of vernacular: 

The child questions the teacher more than before, because they can speak up in 
vernacular rather than in English. Also, they participate better when the teacher asks 
them questions. 

A teacher noted: 

Because in the past they could not talk a lot like this since it is not their first language. 
They also are confident in expressing themselves or their point of view about anything 
in the classroom. Therefore the big and positive change in the children’s learning is 
their communication. 
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5.4 Parent and community support 

Key findings 

Finding 1. VESP support of activities in implementing the new curriculum appears to 
have increased, generally, parents’ understanding of the need to support their 
children in the learning process. There is a recognition that the more parents 
understand what their children are learning, the better they are able to support them 
in school.  

Finding 2. The new curriculum may facilitate more engagement with parents through 
school activities and use of Bislama or vernacular. However, many parents said they 
do not talk to teachers or principals about their children’s learning progress other than 
through formal activities. 

Discussion 

Parents and communities have an impact on students’ engagement in school. The following 
section presents Year 1 qualitative case study data from Malampa and Penama provinces to 
contribute to an understanding of the impact of VESP on how parents and communities 
support students and engage with schools. 

 

“Evri samting we i hapen long skul, papa i mas save, mama i mas save, mo 
pikinini i mas save.” 

Translation: “Parents and children should all know what is happening at school.” 

(Parent) 

As a result of the activities and training involved in supporting the implementation of the new 
curriculum, there have been changes in how parents and communities engage with schools. 
In particular, parents’ focus groups emphasised that in addition to their responsibility to 
ensure that their children attend school, parents need to have an understanding of what their 
children are learning so they can better support them. 
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Parents agreed on the importance of being informed about the education of their child. One 
parent summarised: 

It is important for us to be informed. It is us who are responsible for our child’s 
education so it is very important. Being informed will also help us to better support 
our child to have a good education and get a job in the future. 

Some parents acknowledged that the more they know about what their children are learning, 
the better able they are to support them. For example, one female parent from Pentecost 
shared that it is important for her to know about the new curriculum: 

…so that I can better support my children at home, especially if they did not 
understand the lesson well in class then I can be of help at home too. 

Multiple respondents reported that this curriculum facilitates more engagement with parents, 
particularly due to the use of Bislama or vernacular. One principal noted that parents ‘they 
too understand the curriculum and it is easy for them to support with school work’.  

SIOs, principals and teachers reported that while some parents support their child, not all do. 
An SIO stated: 

Slowly parents are supporting their children with school work. Awareness has helped 
to address this, and get them more involved, but not to the extent that we are happy.  
Community participation still needs to be improved. 

Many parents spoke about ways in which they support their child at home. In general, this 
involved helping their child with homework, reading, and exercises. Some parents mentioned 
preparing a daily timetable or plan for their children to follow and checking their workbook 
each day. Others mentioned the other ways they support their child, such as through 
preparing food for school, paying school fees and buying school supplies.  

As a parent when you play your part in supporting and directing your child, then they 
will not just do well in school but in every aspect of life. 

However, a few parents from Pentecost said that they were unable to help with their 
children’s homework because it was difficult for them to understand. At the same time, they 
added that their role should be getting their children to school, and making sure they are 
healthy. One Malekula principal stated that some parents say, ‘teaching is the teachers’ 
responsibility’. Both principals and teachers observed that it is noticeable when a parent is 
involved in a students’ life. Parental support at home is critical to a child’s learning outcomes. 
As one Pentecost teacher said: 

The parents need to play their part in their child’s learning at home, especially if the 
student has not fully understood the topic, parents should help out with the 
homework they take home, in order for the student to fully understand. The child’s 
behaviour in the classroom also depends on the atmosphere at home or their 
upbringing. These are the children which I have to spend a lot of classroom time with. 

Some teachers in both provinces discussed the Lifelong Community subject. Teachers said that 
because of this subject parents and the community are more involved in class activities and 
the school as a whole, as opposed to the old curriculum. An example provided were activities 
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involving student research with parents. However, another teacher described how the 
Lifelong Community subject presented some challenges: 

The Lifelong Community topics demand assistance from the community or the 
parents.  Teachers are supposed to invite individuals in the community to come to the 
classroom to show or teach the students cultural activities. However, this has had 
some challenges, as the community demand to be paid an allowance. 

Most parents expressed they do not talk to teachers about their child’s progress in school, 
even in cases where parents have been invited to do so. This was confirmed by principals and 
teachers. Interactions between parents and teachers are largely done through formal 
organised activities, such as end of term or end of year meetings. One teacher mentioned 
mothers were more likely to be involved in school activities than fathers.   
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6 Equity 

6.1 Disability 
Multiple case study respondents highlighted the importance of inclusive education and the 
need to support children with a disability to participate. However, it should be noted that 
there seemed to be relatively few children with disabilities in the schools visited. 

A few teachers and parents mentioned that there has been change in terms of children with 
disabilities in schools. This change could be attributed to a range of factors including not only 
the new curriculum but also targeted Government strategies such as the National Disability 
Inclusive Development Policy (2018-2025). Some parents reflected that a child with a disability 
was often left at home. One teacher from Pentecost said:  

I think things have changed for the better for any children with a disability. In the past, 
I think they were kind of left out in terms of the teacher spending effort or particular 
attention to their learning needs. 

PTs highlighted that the new curriculum emphasises inclusive education, and training was 
provided to teachers to help them support children by preparing appropriate lessons. One PT 
said: 

Before inclusive education was not included in most schools but in this curriculum it 
is included. Teachers when preparing lessons in class also prepare lessons for those 
that have any form of disability. Lessons are prepared in a way to suit those that are 
disabled and those that are not. 

In Malekula, some principals and teachers reported there were either no children with 
disabilities in their school, or no major disabilities. One Malekula principal spoke extensively 
about his school’s efforts towards inclusion, noting they are taking in students with disabilities 
within the school coverage area to make sure that every child with any form of disability has 
access to education. 

Malekula teachers who stated they had children with disabilities in their school gave examples 
of how they are supported. These included: preparing different exercises, community 
awareness of the right to education, extra homework, and additional classes. Some teachers 
referred to the training provided by PTs on inclusive education, and the teachers’ guide which 
supports this.  

In Pentecost, respondents in one school spoke about being well-supported to support children 
with disabilities. An SIO described this system: 

We have a separate “inclusive classroom”. With a recent graduate from APTC teaching 
there (she has just started). And she is working with other teachers in the school and 
the area. Students with learning differences come and get extra support there and 
she says that it is helping the students cope and learn better. And it is also helping the 
teachers in the school to build up their capacity and understanding about how to be 
“inclusive”. 
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Respondents said that in the past students with special needs often dropped out of school, or 
had very poor attendance.  

At the same time, an SIO in another part of Pentecost reflected that the challenge is to fill the 
need for specialized teachers to teach students with disabilities. And a principal said that at 
his school they did not have anyone specifically trained to work with children with special 
needs. He said, “Teachers try their best.” Many teachers across both provinces also reflected 
that they had not had any specialized training in working with students with disability.  

6.2 Gender 
Case study respondents were also asked to comment on gender and equity at their schools. 
Most attributed some change to new kinds of pedagogical activities in the curriculum, 
particularly activities involving groups made up of both boys and girls. A number of 
respondents identified group work as one of the pedagogical practices that encouraged equal 
participation of boys and girls. There was no discussion of how students actually worked 
together in groups.  

Most respondents reported that girls and boys participate equally in school activities. One 
principal noted this is encouraged under the new curriculum. 

One teacher said that PTs encourage teachers to “practice gender equality in class and school 
activities…” SIOs said gender equality could be a result of activities that encourage equal 
participation of girls and boys in school, with one stating: 

Both genders participate regardless of their age, their abilities. Everyone equally 
participates in school activities. Girls can speak their minds and so do the boys. 

Many teachers explained they now mix girls and boys in activities and seating arrangements, 
and one teacher said this has improved equal participation: 

The most important change is that both boys and girls can interact well in class. From 
past experience boys are more involved compared to girls, but that may have been 
due to teachers separating them by gender and their involvement in group activities. 
Nowadays we have mixed seating arrangements and both genders participate equally.  

An SIO commented on how boys and girls work together and how it has changed in the 
education system: 

In the past, the boys had their own class. Today both boys and girls go together. But 
in the past, girls would go to home economics and boys to woodwork. But today 
everybody thinks the same. And this is from the upper level down to the primary. 
Every student works together. We don’t separate boys from girls today. 

One teacher did however note the following: 

…there are certain cultural class activities that the community culture and custom do 
not permit girls or boys to participate in. 
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7 School and systems outcomes 

7.1 School level outcomes 
There has been a change in school outcomes that can be attributed to VESP support on 
implementation of the new curriculum. School outcomes in this analysis refer to changes in 
school leadership capacity, changes to relationships with other schools, and changed 
engagement with parents by schools. Section 5.4, Parents and Communities, discussed how 
parents engage with schools to support students. This section, on the other hand, discusses 
how schools have engaged with parents to support school level outcomes. 

Engagement with parents 

Parent focus groups were asked about the national campaign to promote primary school 
enrolment at the right age – Yia 6 Klas 1. Many parents said they were aware of this campaign, 
and had heard about it primarily through radio, through their children’s kindergarten 
teachers, or through the school or SIO. The parents agreed that the campaign had made them 
aware of the importance of enrolling their children in school at the right age. To quote one 
parent from Malekula: 

Awareness programs have helped us to get organised and make sure the child is in 
the right class at the right age.  

A number of parents said that they were influenced by the national campaign to ensure that 
children start school at the right age. Examples of how parents summarised the campaign 
message are below: 

When a child starts their education at the right age they have an interest to learn. 
Whereas those that start later have no interest in learning and they become a 
disturbance to other children in class.  

Children have to start school at the right age because having a nine year old in year 1 
does not make sense. 

Schools engage with parents and communities in a variety of ways and to varying extents. 
Some schools have little interaction beyond end of term events, whereas others have set up 
specific programs to engage with parents, some invite parents to come to classrooms, and 
other have more formal reporting systems. One SIO from Pentecost said: 

Yes, some schools run programs with parents. For example, reading folders – so that 
the parent can help their child with reading at home. As a result, some parents have 
improved in terms of supporting their child’s learning at home. A child’s school report 
is now written in Bislama so that it is much easier for the parent to read and make 
sense of it.   

One teacher explained how they communicate with parents in person to actively encourage 
their involvement: 

Sometimes we request parents to meet with the teacher to discuss their child. 
Because the parents also need to know about the changes in the education system. 
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We tell them that it is not just our job to teach their children but they have a part to 
play at home too. Both the teachers and parents need to know what the new 
curriculum is about. 

Some principals and teachers reported the steps they took to increase community support for 
the new curriculum changes. To quote one principal from Malekula: 

When the implementation of the new curriculum began in school, the community 
opposed the idea of teaching in Bislama. We had disagreements but at the end of the 
first year report the students and teachers did a presentation that captured the 
communities’ attention. They witnessed how Bislama has contributed to their child’s 
learning.  

However, not all experienced such success with poor parental turnout at community 
awareness raising events. One Pentecost teacher said the school does not get much support 
from the community: 

We do not usually get a lot of support from the community. Usually there is always a 
turnout of 1 or 2 people for any community related activity requested by the school, 
such as cleaning up in the school compound or physical labour in building of a new 
library. 

While one principal noted his school uses the school community association as a channel for 
communication and community awareness, an SIO felt that the school community 
associations still struggle to work together. He added that SIOs have an awareness plan for 
parents on the importance of playing their role in the community.  

Some parents gave suggestions about how schools could improve their support for children 
and communities. These included awareness campaigns being run in communities, rather 
than schools. One mother from Malekula noted: 

More women are involved in school activities than men. So sometimes information 
does not reach both parents. If the awareness program is delivered in the community, 
everyone will be there to listen.  

7.2 System level outcomes 
Some case study respondents reflected on the effect of VESP at the local, regional and national 
levels. PTs have received training through the In-Service Unit (ISU) of VITE, and they in turn 
have conducted training workshops with teachers, principals and some SIOs to support 
various aspects of the new curriculum. An SIO suggested that the new curriculum was at the 
heart of system reform: 

The new curriculum is an improvement to education in Vanuatu. In my experience, 
the new curriculum has a baseline which guides us. Our policies that guide our work 
today, and the improvement that our teachers are going through now, will help the 
quality of education in Vanuatu. 
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A number of provincial leadership roles changed in 2018. The role of ZCA was replaced by 
SIOs, and PTs work from provincial offices (rather than Port Vila) to support provincial level 
training and to provide follow-up support to schools. As one SIO reflected: 

Yes we work together. PTs include SIOs in their teacher trainings. And we sometimes 
discuss the results of our observations in school with PTs, in particular, weaknesses. 
And we also make suggestions for training. I encourage working in unity with the PTs. 

However, some PTs and SIOs reported the need to collaborate more closely. Many 
respondents also reported some confusion about the differences in the roles of PTs and SIOs. 

Another SIO reflected that the scope of her role only allows her to work with principals, and 
not teachers, and she said this has left a big gap in that she doesn’t know what is happening 
at the teacher level. 

Most respondents reported budget for PT and SIO travel is an issue, and ongoing support is 
necessary. One principal said he would also like the PTs to come out to schools to follow up 
on the courses they’ve run. The principal reflected:  

Once you plant a garden, you need to come and check up on it.  
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8 Sustainability 

8.1 Challenges and suggestions 
Sustainability explores the extent of how VESP activities have the potential to contribute to 
teaching quality, student learning outcomes and curriculum implementation in the long-term. 
Respondents raised a number of challenges to sustainability and, in some cases, 
considerations to address these. 

Support for transition years 

Respondents often expressed concern about how lack of training in the transition years could 
impact students’ learning outcomes. Those who had or were about to receive cohorts from 
the new curriculum expressed unease. To quote one principal who is also a Year 5 teacher: 

This group under the new curriculum can write and read in Bislama, but it is 
challenging in terms of grammar usage. Vocabulary is a bit hard for them to use in 
English, but in Bislama they do really well. 

An SIO reflected: 

…there needs to be a lot of training done on transition. We now have been receiving 
complaints from parents about transition into English or French. I still see that 
challenge in the future if transition is not done well. That could very much affect the 
child’s learning. 

A teacher shared a similar challenge about the transition years: 

There should be another specific training towards the bridging year of 
vernacular/Bislama to English, because we are dealing with three languages here. 
How do you bridge it, and how do you teach it? If we do not do it well down here we 
are putting our students at risk of still not being able to spell or pronounce words in 
year 6 upwards.  

One teacher expressed: 

The new curriculum is good but for me I need more training in language to better 
teach phonics to the transition group which is the Years 3 and 4.  

Additionally, one SIO spoke about the need to raise community awareness about the 
curriculum, noting ‘there were no funds available to do awareness about the program in rural 
and remote areas’. There is largely support for the new curriculum, but some parents have 
continued to raise questions about the language of instruction, and in particular they raise 
concerns about the transition years. 

Teacher training 

At the time of data collection, Year 4 teachers had not yet received training. For example, 
three case study teachers in Malekula were Year 4 teachers. These teachers reported trying 
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their best to use the new curriculum, but one noted difficulties in lesson planning and 
identified a need for support.  

More broadly, multiple respondents reported the need for further support for teachers, and 
in particular, training for teachers who have not yet received any training and training for new 
teachers and principals. To quote one principal: 

The teachers need support in training. There should be additional training or refresher 
training for teachers, and for those who have not attended the trainings. The PTs 
should make time available to run more training and also some teachers still need 
support with the teachers’ guide. The other thing is feedback from the observations 
they have done, especially the SIOs. After the observation they should be receiving 
feedback. That’s the only way we can identify weaknesses and improve ourselves. 

Another teacher summarised the need for more training or refresher training to enable 
‘teachers to stand firm on their two feet’.  

Other respondents expressed that a one week training was too short. One PT noted that this 
training was particularly too short for temporary and/or untrained teachers: 

When they teach there is difference in the way they teach. A graduate when teaching, 
if they find out that the method used is not suitable for the students they can quickly 
change their approach because they have the skills and knowledge to do that. A 
temporary teacher has nothing to lean on. They have no background knowledge in 
teaching. They have background knowledge as a student but as a person who can 
transmit knowledge they do not have that skills. 

A principal spoke about the difficulty of being the only teacher trained in his two-teacher 
school, stating ‘the other teacher has a different view towards the curriculum’.  

Given regular changes to teaching posts, several respondents suggested expanding training to 
include all teachers, not just Years  1, 2 and 3. One principal explained: 

You never know when there might be changes and the teacher might leave or 
something. The training should be for every teacher to participate. 

Another principal added: 

…if you are posted to another school, you might be teaching the upper classes and a 
grade 4 or 5 or even 6 will be teaching lower classes and she might not have attended 
the trainings.  

An SIO and principal noted the curriculum needs to be taught in VITE to ‘teach the new 
teachers this before they put them in the field’. 

A principal suggested given the responsibility assigned to SIOs, there is a need to train teachers 
to carry out trainings and observations: 

If we want quality in teaching we need people who focus just on training, observations 
and giving feedback to the teachers, and who stay around to support teachers if they 
need support, especially teachers in remote areas  The PTs provide training but they 
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only come around once in a while as do the SIOs. It would be better to train teachers 
to deliver the trainings as well. It might be costly but I believe it will be worth it. 

Temporary and untrained teachers 

Multiple respondents spoke about the challenges for temporary and untrained teachers, who 
are not well paid, but often working hard and are very committed to teaching.  

Some respondents felt that in some instances, temporary and/or untrained teachers were 
teaching more effectively than permanent teachers and were particularly skilled in teaching 
the vernacular. A PT added about the issue of temporary and/or untrained teachers: 

…but the work of teaching has increased so much, with all of the planning, right 
through to assessment. In my view they should be paying the ‘untrained’ the same as 
the government teachers, because it’s a lot of work to implement this. 

A teacher summarised the challenges with his position as an untrained or temporary teacher. 
This opinion was echoed by several teachers: 

We, the in–service [untrained] teachers get de-motivated when we do not receive the 
support we need. We are the ones teaching the new curriculum and yet we cannot be 
supported equally, in terms of pay and recognition. I cannot pay for my kids school 
fees and meet some other expenses with the salary I get here. 

Resources  

Multiple respondents raised the need for additional resources to effectively teach the new 
curriculum.  

To quote one parent who raised the need for additional resources: 

I realised my child was reading the same book every day, and she was getting bored. 
Even I could read the book by heart. 

Multiple teachers expressed the need for more resources, including textbooks, a Bislama 
dictionary, and reading books. Some specified the need for materials to support ‘life in the 
community’ and science.  

Several teachers and principals noted particularly, the need for student textbooks. To quote 
one principal: 

There are not enough books. Six books for a class to use is not enough compared to 
the huge number of students per class. There are six student books and one teachers’ 
guide. 

Teachers also expressed the need for more resources – such as activity books or posters and 
charts in vernacular instead of Bislama and French. 

Some teachers described how they coped when materials for the new curriculum were 
delayed. For example, one teacher noted she used local materials for counting in the absence 
of the numeracy kit. One teacher suggested access to internet resources would support him 
better as a teacher. Some respondents noted the delay in training and provision of new 
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curriculum materials was a problem. One Year 3/4 teacher explained the numeracy kit only 
arrived in March 2019, so she had to teach her class using other resources she could find. 

One principal from Pentecost also noted the difficulties of integrating the inputs of parents 
and community into the curriculum: 

…when they bring in chiefs or parents to talk about culture or kastom, they are often 
inconsistent. They say different (contradictory) things. So there is an inconsistency in 
the information that is provided to the children.  

He suggested maybe they should have a council meeting to agree on what their stories are 
and how they go. 

Capacity of PTs and SIOs to support schools 

Multiple respondents raised the need for more ongoing support from PTs and SIOs. As one PT 
said about the challenge of providing ongoing support: 

I’m very worried that I’m just running training. But I have to go and support all of my 
people out there – the people I have trained. 

PTs and SIOs spoke about the limited budget and time available for them to support schools. 
One PT reported they can only visit schools that are accessible, not remote schools due to 
limited funds. Another PT added: 

To do the support program, we need money. So far there is no money so we 
concentrate only on the schools that are close. If a teacher or school needs [our] 
support they pay for transportation for PTs to visit. 

One SIO added that there should be an “increase in the monitoring fund so that regular or 
needed visits could be made to schools more often.” She emphasised such a fund would 
enable her to visit all schools in her region. Multiple respondents also saw the need for greater 
funding. As one principal noted: 

That’s a question that comes out a lot. When you [PTs] run all of those courses, it 
would be good for you to come to the schools too. Just to see if what you’ve tried to 
put in place is happening in the way it should… 

Some respondents said there would be value in better collaboration between PTs and SIOs. 
Some PTs and SIOs said their working relationship worked well, but others did not. One PT 
explained: 

We work together, but have differences and gradually we are building a relationship. 
We have to understand each other. It takes time and this year there was a coordinator 
in Vila who came and tried to make us work together. 

One SIO noted that even though in his case PTs and SIOs are working in the same building, 
they do not work together. He suggested that when PTs do school visits, they should include 
SIOs ‘to help each other do their job’. Another SIO suggested: 



Education Analytics Service 
Teacher Development Multi-Year Study Series: VANUATU 

Interim Report 1 
 

Page 63 of 96 

We work under the same government and it is better to communicate well so we can 
share available resources so that each group can have the tasks allocated to them 
done, due to limited funding and resources to cater for school visits and observations. 

Many PTs and SIOs expressed their need to be upskilled. An SIO emphasised the importance 
of ongoing training in addition to some other suggestions: 

…everything is needing to be upgraded, especially for us to use the internet, but we 
don’t have the facilities for that. Next is that there should be further training. They 
should give us further training. And leadership – I want to have more leadership 
courses concerning my job as an SIO. 

One SIO suggested the need for SIOs to attend the initial training that is provided by ISU to 
PTs, explaining: 

It is better for SIOs together with PTs to attend the trainings, not just the PTs. The 
reason is that [SIOs] do the monitoring and PTs provide the trainings. The SIOs have 
different ways to monitor the curriculum and also do not have in-depth training on 
the program. [SIOs] might also have different opinions that can cause 
misunderstandings. 

Another SIO added it is professional for SIOs to be in the same room as teachers going through 
the training together given they will be monitoring these teachers. PTs also discussed the 
challenges of their status in that they are still getting paid the same as teachers.  
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9 Conclusion 

9.1 Review of key findings 
The research in Malekula and Pentecost specifically addressed Questions 1, 2 and 3. The 
review of the VANSTA and PILNA data was focused on Question 3. In addressing these 
questions, there are a number of indicative findings emerging from the first phase of research 
on the VESP investment in regard to improved teaching quality and improved student 
learning. 

1. To what extent has the investment improved teaching quality in Vanuatu? 

VESP training and support have been effective in strengthening the quality of instruction, 
active engagement between teachers and students, teachers’ understanding of content and 
their application of different pedagogical approaches. Instructional leadership training 
(including PT and SIO support) for principals has enabled an additional source of support for 
teachers, but this training was not wholly provided through the VESP investment. 

Case study research in Malekula and Pentecost indicates that VESP investments support 
improved teaching quality in the following ways: 

• VESP training appears to have been effective in strengthening principal and 
teacher knowledge on lesson planning, subject matter and pedagogical 
approaches. The training programs Effective Learning and Teaching and Ademap 
Lanwis have been particularly helpful. 

• VESP investment in training and the accessibility  of the new curriculum in both 
Bislama and vernacular languages have contributed to changes in beliefs and 
attitudes towards teaching, including some improvements to principal and 
teacher motivation and self-confidence. 

• Untrained and/or temporary teachers who had the opportunity to participate in 
VESP training said it strengthened their knowledge of effective teaching and 
increased their self-confidence. 

• VESP training and a new curriculum closely related to local context appears to 
support teachers to improve their practice. 

• A number of teachers have more interactions with students, are developing and 
using a range of student activities, and are incorporating different strategies to 
support a range of student abilities. 

• VESP training, and in particular, the Instructional Leadership training, supports 
principals to understand instructional leadership and a number of principals 
report increased confidence to focus on improving the quality of teaching and 
learning in their schools. 

2. To what extent has the investment in teacher training and mentoring supported 
effective implementation of Vanuatu’s new curriculum? 

The professional learning support received through VESP has helped teachers and principals 
to improve their teaching practice and implement the new curriculum, but there is an urgent 
need for consistent ongoing support and quality feedback. Empowering teachers to 
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collaborate in learning about the new curriculum and community awareness is vital to 
maintaining understanding and support for the new curriculum.  

Case study research in Malekula and Pentecost indicates that VESP investments support the 
implementation of Vanuatu’s new curriculum in the following ways: 

• The use of a language most students in a school are familiar with and confident in 
seems to support students’ learning. 

• Implementing awareness campaigns which to some extent supports community 
understanding about the new curriculum. 

• Empowering SIOs and PTs to support curriculum implementation, particularly for 
principals, but more support is needed.  

• Empowering teachers within schools to support each other in implementing the 
new curriculum with advice, observations and peer learning. 

3. To what extent have teacher training and support activities led to improved learning 
outcomes? 

The extent to which the VESP investment leads to improved learning outcomes for Vanuatu 
students is less clear at this stage, but the analysis of earlier (pre-curriculum rollout) student 
learning outcomes data provide a reference point for the next phases of this research. For 
now, case study research indicates that a range of VESP activities have supported 
improvements in students’ reading and writing, speaking, attendance levels, interest in 
lessons, wellbeing, and particularly confidence: 

• The impact of VESP investments on student attendance gives some indication 
that the pedagogy of new curriculum encourages children to come to school, 
though the evidence is inconclusive. 

• Teacher engagement in planning different activities and using new curriculum 
resources seems to have had a positive impact on student interest in school. 

• VESP support of activities in implementing the new curriculum appears to have 
increased, generally, parents’ understanding of the need to support their children 
in the learning process. There is a recognition that the more parents understand 
what their children are learning, the better they are able to support them in 
school.  

9.2 Key lessons, barriers and recommendations 
Investigating how VESP impacted teaching quality, curriculum implementation and student 
learning outcomes in two different provinces provided a good opportunity for comparison to 
explore differences in implementation, outcomes and program sustainability. Both Malekula 
(Malampa) and Pentecost (Penama) stakeholders discussed how aspects of VESP supported 
and changed their work. They also mentioned how context and programming presented 
challenges to gains made with the support of VESP.   
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Program recommendations 

A number of sustainability risks were identified during the analysis, which have implications 
for lessons learned and any possible future recommendations for the program. Some of these 
risks include: 

1. The reach, targeting and timeliness of training: The number of Year 1 to 3 untrained 
and temporary teachers who are delivering the new curriculum with minimal training 
and to multi-grade classes, and the inconsistent participation of Year 1 to 3 teachers 
in the full suite of training. The delay in training for Year 4 teachers, despite it being a 
key language transition year, presents a risk to any learning gains made in Year 1 to 3 
and community and school support for the curriculum.  

Recommendations: 

• Offer follow-up or more extended training for untrained and temporary 
teachers as a strategy to support teachers without immediate access to more 
formal teacher training programs. While teachers indicated that they found 
the new curriculum training helpful, untrained and temporary teachers 
particularly found this to be the case, especially Effective Learning and 
Teaching (ELT) and Ademap Lanwis.  

• Provide additional training and follow-up support to teachers to develop skills 
and strategies in language transition in Year 3 and Year 4. 

• Undertake an audit of which training programs teachers have participated in, 
and prioritise those who have missed out for follow-up training. 

• Develop strategies to support teachers who are teaching in multi-grade 
settings. One possible strategy includes training SIOs, PTs and principals to 
support the upskilling of teachers in these settings. Another possible strategy 
includes encouraging peer learning sessions at schools that focus on special 
multi-grade settings.  

2. Strategy for ongoing training: The absence of ongoing and follow-up training limits 
the effective long-term impact of the investment for schools, which can lead to 
frustration of principals and teachers in delivering the curriculum, and confusion in 
communities about the curriculum. 

Recommendations: 

• Increase the long-lasting impact of whole-school support by including follow-
up curriculum training for all school staff to increase their capacity to support 
understanding of curriculum objectives and content. 

• Provide follow up information sessions for communities about the changes in 
the new curriculum. Evidence indicates that once communities and parents 
understood the objectives of the new curriculum, the majority were 
supportive of it. 

• Continue periodic refresher training or peer-learning sessions, including 
about the curriculum, for school staff, provincial staff and communities.  
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3. Institutional capacity and resourcing of support structures: Limited resources to 
improve the capacity of SIOs and PTs to support schools 

Recommendations: 

• Consider a strategy for resourcing to support SIOs and PTs conduct 
observation and training activities in schools. Develop strategies for SIOs and 
PTs to visit schools in their areas in less costly ways, such as joint and rotated 
visits and support to encourage within-school peer-learning models. 

• Provide training to SIOs and PTs on their roles and how to provide effective 
coaching and mentoring support to principals, teachers and schools to ensure 
the effectiveness of their school visits. 

• Develop constructive accountability measures that ‘check in’ with PTs and 
SIOs when there is an extended period between school visits or observations. 

4. Gender and disability inclusion: This case study collection also collected evidence on 
gender and disability inclusion. Whilst school leaders and teachers widely recognise 
educational equity as a human right and endeavour to incorporate inclusive teaching 
practices, there are capacity gaps to implementing equitable systems at schools. At 
the same time, an example worth highlighting is the one school that employed a 
recent APTC graduate with specialised training in disability. This support ensured 
support for a zone of schools in both identifying and supporting children with special 
needs in schools. 

Recommendation: 

• Develop gender and disability inclusion training for principals and teachers. 
PTs and SIOs to cover topic areas such as identification, inclusive attitudes 
and values, and inclusive teaching strategies which enable the curriculum to 
be delivered in ways to suit the student. 

5. Tracking and understanding student learning outcomes: Findings from both VANSTA 
2017 and PILNA 2015/2018 indicate that there are a large portion of students in Years 
4 and 6 who are not achieving learning outcomes at their expected grade levels, 
particularly in literacy. While it has been noted that these cohorts of students have 
not been taught from the new curriculum, these results signify the importance of 
understanding these results and tracking student learning outcomes – especially in 
subsequent years as ‘new curriculum’ students engage in national and regional 
assessments. 

Recommendation: 

• Support the use of results from such learning assessments, including through 
upskilling teachers and principals in understanding those results and 
developing interventions to improve student learning outcomes in literacy 
and numeracy. 

Study recommendations 

This overall investigation benefits from the availability of two assessments: VANSTA and 
PILNA. While the current cohort of students has not experienced the content and pedagogy 
of the ‘new curriculum’, the results provide a reference point for student learning outcomes 
data to inform subsequent case study collections.   
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Future directions for this study include the following: 

• Continue applying case study design to collect and document stakeholder 
experiences and insights of the VESP investment in additional provinces. 

• Extend case study data collection to include national level stakeholders, including 
MoET, ISU and VITE, VESP and DFAT. 

• Include the outcomes of VANSTA 2019 in Year 2 of the study to investigate the 
student learning outcomes of students who have experienced the ‘new 
curriculum’. The next round of PILNA in 2021 will be analysed in the final year of 
the study. 

• Investigate in more depth the application of the language policy in schools, 
importantly the process of how either Bislama or the vernacular are determined 
in early years’ classrooms.  
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Appendix A: Conceptual model  
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Appendix B: Sample for PILNA 2015 and 2018 

For both PILNA 2015 and 2018, sampling across all the Pacific Island countries was a complex 
process as there was a great variation across all the countries. Whilst a census approach was 
used for the smaller Pacific Island countries in 2015, a sample approach was used for Vanuatu, 
taking into account provincial, district, locality, school authority, school, and class sizes as 
selection variables. Given these selection criteria, a two stage sampling frame was used to 
select approximately 93 schools with one intact class of roughly 25 students in a class from 
each school (Educational Quality Assessment Program (EQAP), 2016). 

In 2018, a similar sampling frame was used with more specific definitions developed for the 
target population. That is, the Year 4 population “includes all students who have completed 
approximately four years of formal schooling, counting from the first year of International 
Standard Classification of Education (ISCED) Level 1)”. Year 6 students “includes all students 
who have completed approximately six years of formal schooling counting from ISCED Level 
1” (EQAP, 2019).  

Students from 92 and 91 schools across Vanuatu’s six provinces were included in PILNA 2015 
and 2018, respectively. Figure B1 shows the number of schools sampled in each province.  

 

Note: There are 3 schools in PILNA 2015 with an unknown location. 
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The tables below shows the number of Year 4 and Year 6 students who took part in the PILNA 
2015 and 2018 literacy and numeracy tests by province (Table B1), gender (Table B2), locality 
(Table B3) and age (Table B4). Only students who are marked as being present for both the 
reading and writing session are deemed as having participated in the literacy test here. 

Table B1. Participation in PILNA 2015 and PILNA 2018 by year level and province 

Provinces Lit Y4 
(2015) 

Num Y4 
(2015) 

Lit Y6 
(2015) 

Num Y6 
(2015) 

Lit Y4 
(2018) 

Num Y4 
(2018) 

Lit Y6 
(2018) 

Num 
Y6 

(2018) 
Malampa 205 182 183 155 386 358 321 300 

Penama 101 64 88 83 193 180 154 125 

Sanma 242 213 227 175 485 463 387 371 

Shefa 464 500 535 519 550 513 559 516 

Tafea 313 238 254 228 431 411 415 394 

Torba 80 66 64 41 66 62 51 49 

Missing 25 17 19 11 0 0 0 0 

TOTAL 1430 1280 1370 1212 2111 1987 1887 1755 

Table B2. Participation in PILNA 2015 and PILNA 2018 by year level and gender 

Gender Lit Y4 
(2015) 

Num Y4 
(2015) 

Lit Y6 
(2015) 

Num Y6 
(2015) 

Lit Y4 
(2018) 

Num 
Y4 

(2018) 

Lit Y6 
(2018) 

Num 
Y6 

(2018) 
Male 696 651 664 632 1073 1006 950 874 

Female 734 629 706 580 1027 979 932 879 

Missing 0 0 0 0 11 2 5 2 

TOTAL 1430 1280 1370 1212 2111 1987 1887 1755 

Table B3. Participation in PILNA 2015 and PILNA 2018 by locality 

Locality Lit Y4 
(2015) 

Num Y4 
(2015) 

Lit Y6 
(2015) 

Num Y6 
(2015) 

Lit Y4 
(2018) 

Num 
Y4 

(2018) 

Lit Y6 
(2018) 

Num 
Y6 

(2018) 
Urban 335 356 345 340 419 398 437 408 

Non-urban (2018 only) N/A N/A N/A N/A 1692 1589 1450 1347 

Rural (2015 only) 206 202 232 219 N/A N/A N/A N/A 

Remote (2015 only) 864 705 774 642 N/A N/A N/A N/A 

Missing 25 17 19 11 0 0 0 0 

TOTAL 1430 1280 1370 1212 2111 1987 1887 1755 
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Table B4. Participation in PILNA 2015 and PILNA 2018 by year level and age 

Age Lit Y4 
(2015) 

Num Y4 
(2015) 

Lit Y6 
(2015) 

Num Y6 
(2015) 

Lit Y4 
(2018) 

Num 
Y4 

(2018) 

Lit Y6 
(2018) 

Num 
Y6 

(2018) 
6 2 0 0 0 1 1 0 0 

7 2 2 0 0 0 0 0 0 

8 16 16 0 0 46 46 0 0 

9 158 184 0 0 310 293 10 9 

10 470 434 12 12 654 612 30 27 

11 368 305 167 160 551 522 240 221 

12 256 218 443 397 356 333 533 498 

13 89 63 345 290 120 117 489 464 

14 34 25 234 210 40 39 368 340 

15 23 26 137 117 19 19 144 131 

16 or over 9 7 30 25 1 1 67 62 

Missing 3 0 2 0 13 4 6 3 

TOTAL 1430 1280 1370 1212 2111 1987 1887 1755 

Sample for PILNA 2018 Questionnaires 

Students 

For the 2018 PILNA questionnaires, 3,637 students completed the student questionnaire. Of 
these students, 1,819 (50%) were girls and 1,780 (49%) were boys, with the remaining 38 cases 
reported as missing data. Table B5 shows the distribution of ages of the students.  

Table B5. Number of students participating in PILNA 2018 questionnaires by age 
Age (years) Frequency Valid % 

8  114 3.2 

9  245 6.8 

10  601 16.8 

11  642 17.9 

12  848 23.7 

13  595 16.6 

14  379 10.6 

Above 14  157 4.4 

Sub-total 3581  

Missing 56  

TOTAL 3637 100.0 
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Teachers and principals 

Eighty-eight principals from 91 schools completed the PILNA head teacher questionnaire, of 
which 61 (69%) were male, and 27 (31%) were female. For the PILNA teacher questionnaire, 
213 teachers completed this of which 98 (46%) were male, and 115 (54%) were female. Table 
B6 below shows the age range of both principals and teachers. Year 4 teachers tended to be 
younger with 52 per cent below the age of 35. This can be compared to 38 per cent of Year 6 
teachers and 23 per cent of principals below 35 years. 

Table B6. Age ranges of principals and teachers completing PILNA 2018 questionnaires 

Age Principal Valid % Teacher – 
Year 4 

Valid % Teacher – 
Year 6 

Valid % Teacher  
– Total  

20 or under 0 0 2 1.9 0 0.0 2 

21 – 25  0 0 17 15.9 5 4.7 22 

26 – 30  4 4.5 16 15.0 14 13.2 30 
31 – 35  16 18.2 21 19.6 21 19.8 42 

36 – 40  18 20.5 15 14.0 15 14.2 30 
41 – 45  27 30.7 20 18.7 24 22.6 44 

46 – 50  17 19.3 13 12.1 15 14.2 28 

Over 50  6 6.8 3 2.8 12 11.3 15 
Missing 0  0  0  0 

TOTAL 88 100.0 107 100.0 106 100.0 213 

As shown in Table B7, nearly three-quarters (73%) of principals had 10 years or less experience 
being a principal, and just over one-quarter (27%) with experience of 11 years or more.  

Table B7. Number of years of experience being a principal  

Years Frequency Valid % 

2 years or less 18 20.5 

3 – 5 years 23 26.1 

6 – 10 years 23 26.1 

11 – 15 years 10 11.4 

16 – 20 years 7 8.0 

More than 20 
years 

7 8.0 

TOTAL 88 100.0 

Figures B2 and B3 show the years of teaching experience and qualifications of teachers of 
students who participated in PILNA 2018. Of all the students who participated in PILNA 2018, 
a significantly greater proportion of Year 6 students had teachers who had more years of 
teaching experience, than Year 4 students. Nearly half of the surveyed Year 4 teachers (49%) 
had nine years or less teaching experience, compared to one-quarter of Year 6 teachers (25%). 
One-third of Year 6 teachers (33%) had more than 20 years teaching experience. 
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Figure B2. Number of years of teaching experience  

The highest qualification levels attained by teachers is not significantly different between year 
levels, with more than three-quarters of teachers of both levels having attained either a high 
school certificate or tertiary certificate. However, interestingly there are higher percentages 
of Year 4 teachers with a diploma (23%) in contrast to Year 6 teachers (14%), but more Year 6 
teachers with either a bachelor’s or higher degree. 

 
Figure B3. Highest qualification attained by teacher  
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Appendix C: Sample for VANSTA 2017 

The VANSTA 2017 was administered as a census with all students in Years 4 and 6 expected to 
undertake the VANSTA tests. Over 90 per cent of all primary schools took part in VANSTA 
2017, comprising of 245 English-speaking, and 132 French-speaking schools. The following 
tables show the breakdown of schools by province (Tables C1 and C2), and students by 
language and gender (Table C3). 

Table C1. Number of Year 4 students and schools participating in VANSTA 2017 by province 

Province Literacy Schools Literacy Y4 
Students 

Numeracy 
Schools 

Numeracy Y4 
Students 

Malampa 75 1064 74 1057 

Penama 49 689 50 688 

Sanma 81 1451 82 1415 

Shefa 67 1600 68 1561 

Tafea 70 1131 71 1125 

Torba 22 261 22 165 

TOTAL 364 6196 367 6111 

Table C2. Number of Year 6 students and schools participating in VANSTA 2017 by province 

Province Literacy Schools Literacy Y6 
Students 

Numeracy 
Schools 

Numeracy Y6 
Students 

Malampa 69 971 70 983 

Penama 50 508 49 515 

Sanma 75 1061 77 1099 

Shefa 63 1396 63 1380 

Tafea 65 875 64 868 

Torba 21 206 22 230 

TOTAL 343 5017 345 5075 

Table C3. Number of English speaking Year 4 and 6 students participating in VANSTA 2017 by language and gender 

 Y4 Lit Y4 Num Y6 Lit Y6 Num 

Male 2228 1919 1735 1837 

Female 1968 2196 1760 1845 

Missing 4 4 1 1 

TOTAL 4200 4119 3496 3683 
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Table C4. Number of French speaking Year 4 and 6 students participating in VANSTA 2017 by language and gender 

 Y4 Lit Y4 Num Y6 Lit Y6 Num 

Male 1032 1018 755 803 

Female 961 971 766 821 

Missing 3 3 0 0 

TOTAL 1996 1992 1521 1624 
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Appendix D: Case study sample 

Across the 12 case study schools, 53 respondents were interviewed (11 principals/head teachers, 32 teachers, 6 SIOs and 4 PTs) and 16 parent FGDs 
conducted. Some parent FGDs were mixed male and female, while some were single-sex FGDs. 

Table D1. Case study participants, by province and school 

Province School 
Parents  

FGD 
Principal 

interviews 
Teachers 

interviews 
SIO 

 interviews 
PT  

interviews 
Malampa A 1 1 2 3 3 

Malampa B 2 1 2 - - 

Malampa C 2 1 - - - 

Malampa D 1 1 2 - - 

Malampa E 2 1 4 - - 

Malampa F 1 1 4 - - 

Malampa G 2 - 2 - - 

Penama H - 1 4 3 1 

Penama I 1 1 3 - - 

Penama J 1 1 3 - - 

Penama K 1 1 3 - - 

Penama L 2 1 3 - - 

TOTAL - 16 11 32 6 4 
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Table D2. Case study participants’ qualifications, experience and training participation  

Principals in 
Malampa (A-G) and 
Penama (H-L) 

A B C D E F G H I J K L 

Qualification Dip. Cert. Cert. Cert. Cert. Cert. - Cert. Cert. Cert.
? 

Cert. Cert. 

Also currently 
teaching? Which 
grades? 

G4 G5/6 G1/3
/4 

G3 G5 G6 - - - G4 - G4 

New curriculum 
training 
participation* 

            

All (not specified 
individually) 

X X X X  X -    X X 

Some      X  - X X X   

None       -      

*Note: Participation is indicative only as participants were asked to recall training programs they had participated in, not review a checklist of training programs. 
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Teachers in 
Malampa 

A1 A2 B1 B2 D1 D2 E1 E2 E3 E4 F1 F2 F3 F4 G1 G2 

Qualification                 

Temp. X X X X  X      X     

None X X X X        X     

Cert.     X  X X X X X  X  X X 

Dip.                 

Grade(s) teaching 
now 

G1, 
2 

G3, 
4 

G1, 
2 

G3, 
4 

G1 G2 G1 G2 G3 G4 G1, 
2 

G3 G4 G5 G1 G4 

New curriculum 
training 
participation* 

                

None          X   X   X 

All (not specified) X      X X   X X   X  

Some    X X     X        

Minimal  X   X X           
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Teachers in 
Penama 

H1 H2 H3 H4 I1 I2 I3 J1 J2 J3 K1 K2 K3 L1 L2 L3 

Qualification                 

Temp.      X  X X X    X  X 

None        X X X X X  X X X 

Cert. X X  X         X    

Dip.   X  X  X          

Grade(s) 
teaching now 

G1 G2 G3 G4 G1, 
2 

G3 G4 G1 G2 G3 G1, 
2 

G3 G4 G1 G2 G3 

New curriculum 
training 
participation* 

                

None             X     

All (not 
specified) 

X    X X  X      X   

Some  X X X   X  X X       

Minimal           X  X  X X 

*Note: Participation is indicative only as participants were asked to recall training programs they had participated in, not review a checklist of training programs. 
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SIOs and PTs S1 S2 S3 S4 S5 S6 PT1 PT2 PT3 PT4 

Qualification Cert. Bach. Bach. Cert. Dip. Cert. Cert. Cert. Cert. Cert. 

Teacher exp. X X X X X X X X X X 

Principal exp. X X X X  X X   X 
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Appendix E: PILNA 2018 teacher questionnaire 

As well as the mathematics and literacy measurements, background questionnaires collecting 
contextual information about students, teachers, and principals were administered as part of 
PILNA 2018 in an effort to understand the factors influencing students’ achievement in PILNA. 
These questionnaires provide us with insights into teachers’ knowledge, attitudes and 
practices, and the context that the students, teachers and principals operate within. This 
appendix presents some relevant data collected from the principals and teachers of Year 4 
and 6 participating students. 

Resources 
The PILNA 2018 questionnaire data provides insight into the resourcing constraints that faced 
schools. The following graph (Figure E1) shows the percentage of PILNA 2018 participating 
teachers who noted that the following items or facilities could not be found in their classroom. 
Of particular concern are the 45 per cent and 44 per cent of Year 4 and 6 teachers respectively 
who indicated that there were no bookshelves or reading books.  

 
Figure E1. Items or facilities not available in classrooms  

Principals were also asked to indicate the extent to which their school’s capacity to provide 
instruction was hindered by certain issues, mostly related to resourcing (see Table E1).  
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Table E1. Extent to which school capacity to provide instruction is hindered by the following issues 

Teaching and learning 

Regularity of certain practices 

The PILNA 2018 questionnaire asked teachers how frequently Year 4 and 6 teachers do certain 
activities in a week. As shown in Figures E2 and E3, for both Year 4 and 6 teachers who 
responded, lesson planning is a frequently occurring activity, with 85 per cent of Year 4 
teachers and 78 per cent of Year 6 teachers planning their lessons three to four times a week 
or every day. Classroom-based assessments are conducted regularly, with one-third of Year 4 
and 6 teachers reporting they do this daily. Of concern are the teachers who indicate that they 
have never observed another teacher’s lesson, had discussions with other teachers about 
their class or lessons, or had discussions with individual students about their performance.   

 
Figure E2. How frequently do Year 4 teachers do the following activities in a week?  

 

 
To a 
large 

extent 

Valid 
% 

To a 
moder

ate 
extent 

Valid 
% 

To a 
little 

extent 

Valid 
% 

Not 
at all 

Valid 
% 

Shortage or inadequacy of 
classrooms 14 15.9 29 33.0 18 20.5 19 21.6 

Shortage or inadequacy of 
instructional materials (e.g. 
textbooks) 

8 9.1 29 33.0 28 31.8 16 18.2 

Shortage of teachers 11 12.5 30 34.1 26 29.5 13 14.8 
Lack of qualified teachers 17 19.3 26 29.5 22 25.0 16 18.2 
Teacher absenteeism 4 4.5 26 29.5 32 36.4 15 17.0 
Shortage or poor conditions 
of toilets 18 20.5 20 22.7 22 25.0 21 23.9 

Natural disasters 14 15.9 27 30.7 27 30.7 12 13.6 
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Figure E3. How frequently do Year 6 teachers do the following activities in a week?  

Ease of teaching literacy and numeracy 

Teachers were asked in the questionnaire how difficult they found teaching different aspects 
of literacy (Tables E2 and E3), and similarly for numeracy (Tables E4 and E5).  

Table E2. How do Year 4 teachers find teaching the following aspects of literacy? 
 Very 

difficult 
Valid 

% Difficult Valid 
% Easy Valid 

% 
Very 
Easy 

Valid 
% 

Vocabulary 1 1.0 17 16.3 70 67.3 16 15.4 
Grammar and syntax 2 1.9 24 22.9 72 68.6 7 6.7 
Spelling and punctuation 1 1.0 14 13.3 73 69.5 17 16.2 
Quality of ideas (writing) 6 5.8 41 39.8 50 48.5 6 5.8 
Organisation and structure 
(writing) 7 6.8 33 32.0 58 56.3 5 4.9 

Phonemic awareness  6 5.8 31 29.8 60 57.7 7 6.7 
Letter sound 
correspondence 2 1.9 24 23.1 64 61.5 14 13.5 

Reading comprehension 1 1.0 15 14.3 71 67.6 18 17.1 
Oral language – speaking 
and listening 2 1.9 16 15.4 68 65.4 18 17.3 
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Table E3. How do Year 6 teachers find teaching the following aspects of literacy? 
 Very 

difficult Valid % Difficult Valid 
% Easy Valid 

% 
Very 
Easy Valid % 

Vocabulary 0 0.0 27 25.7 63 60.0 15 14.3 
Grammar and syntax 3 2.9 25 24.3 67 65.0 8 7.8 
Spelling and punctuation 1 1.0 11 10.5 72 68.6 21 20.0 
Quality of ideas (writing) 4 3.8 46 43.8 49 46.7 6 5.7 
Organisation and 
structure (writing) 5 4.9 42 40.8 48 46.6 8 7.8 

Phonemic awareness  3 2.9 34 32.7 59 56.7 8 7.7 
Letter sound 
correspondence 1 1.0 28 26.9 62 59.6 13 12.5 

Reading comprehension 0 0.0 15 14.3 74 70.5 16 15.2 
Oral language – speaking 
and listening 2 1.9 17 16.2 72 68.6 14 13.3 

Table E4. How do Year 4 teachers find teaching the following aspects of numeracy? 
 Very 

difficult Valid % Difficult Valid 
% Easy Valid 

% 
Very 
Easy Valid % 

Numbers and patterns 1 1.0 5 4.8 74 70.5 25 23.8 
Place value 0 0.0 17 16.2 72 68.6 16 15.2 
Fractions and 
percentages 6 5.7 34 32.4 54 51.4 11 10.5 

Operations  0 0.0 6 5.8 70 67.3 28 26.9 
Measurement 1 1.0 16 15.2 71 67.6 17 16.2 
Geometry  2 1.9 17 16.3 69 66.3 16 15.4 
Data and chance 3 2.9 29 28.4 63 61.8 7 6.9 

Table E5. How do Year 6 teachers find teaching the following aspects of numeracy? 
 Very 

difficult Valid % Difficult Valid 
% Easy Valid 

% 
Very 
Easy Valid % 

Numbers and patterns 0 0.0 2 1.9 75 72.8 26 25.2 
Place value 0 0.0 7 6.9 76 74.5 19 18.6 
Fractions and 
percentages 4 3.8 29 27.9 64 61.5 7 6.7 

Operations  1 1.0 3 2.9 77 75.5 21 20.6 
Measurement 2 1.9 21 20.4 63 61.2 17 16.5 
Geometry  4 3.9 28 27.2 54 52.4 17 16.5 
Data and chance 8 3.9 64 31.5 118 58.1 13 6.4 

Frequency of reading activities 

Teachers were asked how often they practised certain reading activities. As shown in Tables 
E6 and E7, notably, 37 per cent of Year 4 and 28 per cent of Year 6 participating teachers 
indicated that they rarely or never practice summarising a reading passage with their class. 
More than 80 per cent of teachers reported they undertake the other reading activities 
sometimes or often.  
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Table E6. How often do Year 4 teachers practise the following reading activities? 

 Never Valid 
% Rarely Valid 

% 
Some
times 

Valid 
% Often Valid 

% 
Whole class / choral reading 3 2.9 6 5.8 34 32.7 61 58.7 
Peer reading / guided 
reading 5 4.8 6 5.7 51 48.6 43 41.0 

Independent reading 0 0.0 9 8.6 36 34.3 60 57.1 
Summarising 7 6.7 33 31.4 46 43.8 19 18.1 
Asking and responding to 
questions about a text 3 2.9 7 6.7 24 22.9 71 67.6 

Table E7. How often do Year 6 teachers practise the following reading activities? 

 Never Valid 
% Rarely Valid 

% 
Some 
times 

Valid 
% Often Valid 

% 
Whole class / choral reading 0 0.0 8 7.5 38 35.8 60 56.6 
Peer reading / guided 
reading 6 5.7 12 11.3 52 49.1 36 34.0 

Independent reading 0 0.0 2 1.9 39 36.8 65 61.3 
Summarising 8 7.9 20 19.8 47 46.5 26 25.7 
Asking and responding to 
questions about a text 1 0.9 2 1.9 30 28.3 73 68.9 

Instructional time and supports 

Teachers were presented with a series of statements related to their class and classroom, 
including instructional time and supports related to space, parental support and salary (Tables 
E8 and E9). 
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Table E8. To what extent do Year 4 teachers agree or disagree with the following statements? 
 

Strongly 
agree 

Valid 
% 

Agree Valid 
% 

Disagree Valid 
% 

Strongly 
disagree 

Valid 
% 

I have adequate space in 
my classroom for all my 
students. 

28 26.7 50 47.6 17 16.2 10 9.5 

I have a space/room to 
prepare my lessons/work 
in the school. 

29 27.9 63 60.6 9 8.7 3 2.9 

I spend the appropriate 
amount of time on 
administrative work. 

20 20.4 56 57.1 19 19.4 3 3.1 

I get enough time to work 
with students who are 
slow learners. 

23 21.9 46 43.8 28 26.7 8 7.6 

I get enough time to 
complete the required 
lessons in mathematics. 

23 21.9 63 60.0 17 16.2 2 1.9 

I get enough time to 
complete the required 
lessons in writing. 

14 13.5 58 55.8 30 28.8 2 1.9 

I get enough time to 
complete the required 
lessons in reading. 

17 16.2 55 52.4 31 29.5 2 1.9 

There are story books in 
the classroom for children 
to read. 

23 22.1 44 42.3 23 22.1 14 13.5 

Parents support their 
children’s reading 
requirements. 

9 8.6 25 23.8 37 35.2 34 32.4 

I am getting a good salary 
as a teacher. 

7 6.7 41 39.4 32 30.8 24 23.1 
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Table E9. To what extent do Year 4 teachers agree or disagree with the following statements? 
 

Strongly 
agree 

Valid 
% Agree 

Valid 
% Disagree 

Valid 
% 

Strongly 
disagree 

Valid 
% 

I have adequate space in 
my classroom for all my 
students. 

39 38.2 39 38.2 17 16.7 7 6.9 

I have a space/room to 
prepare my lessons/work 
in the school. 

41 39.4 56 53.8 6 5.8 1 1.0 

I spend the appropriate 
amount of time on 
administrative work. 

18 18.2 54 54.5 20 20.2 7 7.1 

I get enough time to work 
with students who are 
slow learners. 

9 8.6 55 52.4 34 32.4 7 6.7 

I get enough time to 
complete the required 
lessons in mathematics. 

21 19.8 67 63.2 16 15.1 2 1.9 

I get enough time to 
complete the required 
lessons in writing. 

21 20.2 62 59.6 20 19.2 1 1.0 

I get enough time to 
complete the required 
lessons in reading. 

17 16.0 58 54.7 30 28.3 1 0.9 

There are story books in 
the classroom for children 
to read. 

23 21.7 46 43.4 23 21.7 14 13.2 

Parents support their 
children’s reading 
requirements. 

8 7.5 15 14.2 48 45.3 35 33.0 

I am getting a good salary 
as a teacher. 

5 4.8 40 38.1 29 27.6 31 29.5 
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Teacher professional development  
The PILNA 2018 questionnaire provided insights into the level of professional development 
support for Year 4 and 6 teachers in implementing the curriculum (Tables E10 and E11).  

Table E10. How many times in the past three years did Year 4 teachers attend a professional development program 
in the following areas? 

 Never Valid 
% 

Once Valid 
% 

Twice Valid 
% 

Three 
times 

Valid 
% 

Four 
times 

Valid 
% 

>Four 
times 

Valid 
% 

Reading (7a) 39 41.5 31 33.0 12 12.8 2 2.1 3 3.2 7 7.4 

Writing (7b) 42 46.7 27 30.0 10 11.1 5 5.6 1 1.1 5 5.6 

Numeracy (7c) 29 30.9 38 40.4 12 12.8 5 5.3 1 1.1 9 9.6 

Classroom based 
assessment 

44 45.8 28 29.2 10 10.4 6 6.3 1 1.0 7 7.3 

Curriculum 48 49.5 26 26.8 9 9.3 4 4.1 2 2.1 8 8.2 

Student welfare 47 51.1 22 23.9 11 12.0 3 3.3 1 1.1 8 8.7 

Classroom 
management 

38 39.6 36 37.5 9 9.4 4 4.2 2 2.1 7 7.3 

Inclusive 
education 

48 49.0 33 33.7 8 8.2 5 5.1 0 0.0 4 4.1 

Leadership skills 52 53.1 30 30.6 9 9.2 3 3.1 0 0.0 4 4.1 

Table E11. How many times in the past three years did Year 6 teachers attend a professional development program 
in the following areas? 

 Never Valid 
% 

Once Valid 
% 

Twice Valid 
% 

Three 
times 

Valid 
% 

Four 
times 

Valid 
% 

>Four 
times 

Valid % 

Reading (7a) 38 39.2 33 34.0 10 10.3 9 9.3 2 2.1 5 5.2 

Writing (7b) 43 45.3 30 31.6 11 11.6 7 7.4 2 2.1 2 2.1 

Numeracy 
(7c) 

42 46.7 23 25.6 12 13.3 5 5.6 2 2.2 6 6.7 

Classroom 
based 
assessment 

34 34.0 31 31.0 19 19.0 10 10.0 2 2.0 4 4.0 

Curriculum 39 39.8 32 32.7 10 10.2 11 1.2 1 1.0 5 5.1 

Student 
welfare 

45 50.6 23 25.8 11 12.4 3 3.4 0 0.0 7 7.9 

Classroom 
management 

42 42.9 33 33.7 9 9.2 5 5.1 1 1.0 8 8.2 

Inclusive 
education 

43 45.3 32 33.7 10 10.5 2 2.1 1 1.1 7 7.4 

Leadership 
skills 

41 40.2 33 32.4 14 13.7 10 9.8 2 2.0 2 2.0 

Principals were asked which approaches were used to support their teachers in implementing 
the new curriculum (Table E12). Of the 88 principals who responded to the questionnaire, 64 
per cent indicated they have a professional development plan for their teachers. 
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Table E12. Approaches used to support teachers in implement the curriculum  

Issues affecting students 
In the PILNA 2018 questionnaires, teachers were also asked a series of questions related to 
issues affecting their Year 4 and 6 students (Tables E13 and E14).  

Table E13. What proportion of students in Year 4 classes are affected by the following issues?  

 0% - 
20% 

Valid 
% 

21% - 
40% 

Valid 
% 

41% - 
60% 

Valid 
% 

61% - 
80% 

Valid 
% 

81% - 
100% 

Valid 
% 

Lack of basic 
knowledge or skills 

35 35.5 33 33.0 23 23.0 7 7.0 2 2.0 

Reading impaired 
(e.g. dyslexia) 

34 33.7 32 31.7 20 19.8 13 12.9 2 2.0 

Lack of interest 51 50.0 30 29.4 11 10.8 7 6.9 3 2.9 

Poor health 71 73.2 14 14.4 9 9.3 3 3.1 0 0.0 

Absenteeism 43 42.6 25 24.8 18 17.8 10 9.9 5 5.0 

Being hungry/ 
hunger 

77 78.6 8 8.2 7 7.1 5 5.1 1 1.0 

Lack of sleep 82 81.2 11 10.9 3 3.0 4 4.0 1 1.0 

Behavioural 
disorder 

47 44.3 28 26.4 15 14.2 8 7.5 8 7.5 

Auditory/visual 
impairment (not 
corrected by 
hearing aid/ 
glasses) 

82 84.5 11 11.3 2 2.1 0 0.0 2 2.1 

 
  

 Yes Valid % No Valid % 
Curriculum delivery workshops   75 85.2 9 10.2 
Advisory visits by curriculum officers 61 69.3 20 22.7 
Cluster meeting with teachers from other 
schools 

46 52.3 33 37.5 

Cluster meeting with teachers of your school  77 87.5 5 5.7 
In-service programmes 62 70.5 17 19.3 
Assistance with remedial class by the local 
community   

12 13.6 61 69.3 

Provision of instructional/curriculum 
materials 

67 76.1 11 12.5 

In-school professional development 66 75.0 15 17.0 
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Table E14. What proportion of students in Year 6 classes are affected by the following issues?  

 0% - 
20%  

Valid 
% 

21% - 
40%  

Valid 
% 

41% - 
60% 

Valid 
% 

61% - 
80% 

Valid 
% 

81% - 
100% 

Valid 
% 

Lack of basic 
knowledge or skills 

46 43.8 32 30.5 20 19.0 4 3.8 3 2.9 

Reading impaired 
(e.g. dyslexia) 

47 46.5 28 27.7 18 17.8 5 5.0 3 3.0 

Lack of interest 54 54.0 23 23.0 15 15.0 6 6.0 2 2.0 

Poor health 76 76.8 13 13.1 6 6.1 4 4.0 0 0.0 

Absenteeism 39 38.6 29 28.7 21 20.8 12 11.9 0 0.0 

Being hungry/ 
hunger 

152 78.4 24 12.4 9 4.6 8 4.1 1 0.5 

Lack of sleep 76 77.6 16 16.3 2 2.0 4 4.1 0 0.0 

Behavioural 
disorder 

57 55.9 19 18.6 17 16.7 8 7.8 1 1.0 

Auditory or visual 
impairment (not 
corrected by 
hearing aid or 
glasses) 

81 83.5 10 10.3 2 2.1 2 2.1 2 2.1 
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Appendix F: PILNA literacy proficiency level descriptors for 
2015 and 2018 

 
Source: 2015 PILNA Regional Report, p.25 
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Source: 2018 PILNA Regional Report, p.27 
  



Education Analytics Service 
Teacher Development Multi-Year Study Series: VANUATU 

Interim Report 1 
 

Page 95 of 96 

Appendix G: PILNA numeracy proficiency level descriptors 
for 2015 and 2018 

 

Source: 2015 PILNA Regional Report, p.24 
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Source: 2018 PILNA Regional Report, p.26 


	Education Analytics Service (EAS)
	Teacher Development Multi-Year Study Series: Vanuatu
	Interim Report 1
	Final
	November 2021
	Amendment History
	Table of Contents
	Abbreviations and acronyms
	Executive summary
	Introduction
	Methodology
	Summary of findings
	To what extent has the investment improved teaching quality?
	To what extent have teacher training and support activities led to improved learning outcomes?

	Emerging lessons and recommendations

	1 Introduction
	1.1 ‘Investing in Teachers’
	1.2 Vanuatu context
	An overview of primary education in Vanuatu
	The Vanuatu Education Support Program

	1.3 Objectives and scope of study
	1.4 Partnership and collaboration

	2 Methodology
	2.1 Overall study design
	2.2 Quantitative
	Pacific Island Literacy and Numeracy Assessment (PILNA)
	Vanuatu Standardised Test of Achievement (VANSTA)

	2.3 Qualitative
	Case study sample
	Principals
	Teachers
	School Improvement Officers (SIOs)
	Provincial Trainers (PTs)


	2.4 Study limitations

	3 Teaching quality
	3.1 Introduction
	3.2 Context
	Multigrade teaching and overcrowding
	Teacher workforce

	3.3 Professional development
	3.4 Teacher knowledge, beliefs and attitudes
	Key findings
	Discussion
	Perceptions of teacher knowledge
	Perceptions of beliefs and attitudes towards teaching


	3.5 Teaching practice
	Key findings
	Discussion
	Perceptions of teaching practice
	Language of instruction
	Lesson preparation
	Teaching and learning activities
	Assessment



	3.6 School leadership
	Key findings
	Discussion


	4 New curriculum implementation
	4.1 Introduction
	4.2 Context
	4.3 Language
	Key findings
	Discussion

	4.4 Teacher support
	Key findings
	Discussion
	Provincial level supports
	School-level support
	Support provided within schools
	Support provided across schools




	5 Student learning outcomes
	5.1 Introduction
	5.2 Year 4 and 6 student performance under the former curriculum
	Key findings
	Discussion
	VANSTA 2017
	Literacy
	Numeracy

	PILNA 2015 and 2018 data
	Teaching practices
	Ease of teaching literacy and numeracy
	Frequency of reading activities
	Instructional time

	Student characteristics
	Teacher Professional Development

	Concluding comments on VANSTA and PILNA

	5.3 Perceptions of student learning outcomes
	Context
	Academic outcomes
	Key findings
	Discussion
	Literacy
	Numeracy


	Student attendance
	Key findings
	Discussion

	Student interaction, participation and interest in school
	Key findings
	Discussion

	Student wellbeing
	Key findings
	Discussion


	5.4 Parent and community support
	Key findings
	Discussion


	6 Equity
	6.1 Disability
	6.2 Gender

	7 School and systems outcomes
	7.1 School level outcomes
	Engagement with parents

	7.2 System level outcomes

	8 Sustainability
	8.1 Challenges and suggestions
	Support for transition years
	Teacher training
	Temporary and untrained teachers
	Resources
	Capacity of PTs and SIOs to support schools


	9 Conclusion
	9.1 Review of key findings
	9.2 Key lessons, barriers and recommendations
	Program recommendations
	Study recommendations


	References
	Appendix A: Conceptual model
	Appendix B: Sample for PILNA 2015 and 2018
	Sample for PILNA 2018 Questionnaires
	Students
	Teachers and principals


	Appendix C: Sample for VANSTA 2017
	Appendix D: Case study sample
	Appendix E: PILNA 2018 teacher questionnaire
	Resources
	Teaching and learning
	Regularity of certain practices
	Ease of teaching literacy and numeracy
	Frequency of reading activities
	Instructional time and supports

	Teacher professional development
	Issues affecting students

	Appendix F: PILNA literacy proficiency level descriptors for 2015 and 2018
	Appendix G: PILNA numeracy proficiency level descriptors for 2015 and 2018

