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Abstract
This study is on the impact of teacher’s quality on the academic performance of secondary school students. The total population for the study is 200 staff of selected secondary schools in Oredo local government of Edo state. The researcher used questionnaires as the instrument for the data collection. Descriptive Survey research design was adopted for this study. A total of 133 respondents made principals, vice principals administration, senior staff and junior staff were used for the study. The data collected were presented in tables and analyzed using simple percentages and frequencies 







 


CHAPTER ONE
INTRODUCTION
1.1 Background of the study
Teachers’ quality has been the focus of considerable debated worldwide since the middle of 20th century. Riovkin, Hanushek and Kain (1998), demonstrated in a study that the influence of teachers’ quality on students achievement is many times greater than any other commonly observed variable such as home-background, conducive class environment, etc. Teachers’ quality is a topic with high priority. Teacher qualities differ considerably, between countries and also between states. The National Policy on Education, (Federal  Republic of Nigeria, Revised 2004) while stressing the importance of teacher quality in curriculum implementation noted that no nation’s educational system can rise above the quality of her teachers. Teachers are central to any consideration of schools and majority of educational policy focus directly or indirectly on the role of teachers. Moreover, parents, teachers and administrators emphasize repeatedly the fundamental role that teachers play in comparison to other determinant’s of academic performance. Teachers play in comparison to other determinant’s of academic performance. Teachers are important in any educational system because the quality of teachers in any educational system determines to a great extent the quality of the system itself. For many years, educators and researchers have debated which school variables influence student achievement. As policy makers become more involved in school reform, this question takes on new importance since their initiatives rely on presumed relationship between various educational related factors like class size, teacher quality, school size, etc. Peter (1997), stated that “quality is the basic indispensable feature of a thing”. For example the characteristics of high quality science teachers relates to those attributes that enhances the fitness and efficiency of that teacher in performing the duties that are associated with science education. Teacher quality is an important educational topic among policy makers, educational leaders, teacher education institution and those interested in (improving public education. It is a pivotal policy issue in education reform and American Council on Education (1999) stated “quality of the teacher is the key to improved student performance regardless of the condition of the schools, the affluence of the child, the nature of the community, or any other element in the lives or educational environment of school children”. Quality teachers are those who use a wide variety of instructional methods, experiences, assignments and materials to ensure that children are achieving a variety of cognitive objectives. Well-prepared highly qualified teachers are essential if we are to ensure that our student achieve the high standards necessary for them to live fulfilling lives and become productive students. Teacher quality was defined by Ingersoll (1996) as a measure of teacher qualification, teaching practices, teacher certification, teacher experience and teaching preparations. Teacher qualification includes such components as content knowledge pedagogical knowledge, teaching credentials and verbal abilities. Shulman (1987) identified seven (7) areas of professional for quality teaching which are academic subject, knowledge of teaching strategies, knowledge of student’s characteristics and cultural background, knowledge of curriculum materials and programs, knowledge of teaching environment, subject specific knowledge of teaching strategies and knowledge of the goals and purposes of teaching. Salvin (2003) emphasized that a good quality teacher must know his/her subject matter very well and how to motivate children. He must also know how to use class time effectively, and how to respond to individual differences. Teachers have been known to have important influence on students’ academic achievement and they also play a crucial role in educational attainment because the teacher is ultimately responsible for translating educational policies and principles into actions based on practice during interaction with the students (Afe, 2001). Both teaching and learning depend on teachers: no wonder an effective teacher has been conceptualized as one who produces desired results in the course of his duty as a teacher (Uchefuna 2001). Considering governments’ huge investment in public education, its output in terms of quality of students has been observed to be unequal with government expenditure. Consequent upon the observed deterioration in the academic achievement, attitude and values of secondary school students in public secondary schools, one wonders if the high failure rates and the failure of the students especially in external examinations is not a reflection of the instructional quality in the schools. Therefore, the ineffectiveness of teachers in classroom interaction with the students could be responsible for the observed poor performance of students and the widely acclaimed fallen standard of education in Nigeria. 
1.2 STATEMENT OF THE PROBLEM
 According to what I have heard and experienced, there is critical shortage of qualified teachers throughout the country. This has forced many states to employ people who do not meet the requirement of a qualified teacher, that is, they have not demonstrated subject matter competence. They do not have formal training as teachers and many do not have prior experience of teaching. Many secondary schools have significantly higher teacher vacancy rate but teacher transfers out to other profession in greater numbers. In my senior secondary school three (SS3), I had a physics teachers who just graduated from university as a chemical engineer two( 2) years before he was employed in my school. According to the physics teacher, this was his first time of teaching. The physics teacher from my observation as a student did not have a good knowledge of subject matter and his method of teaching was good enough. This reflected on the performance of the senior secondary three (SS3) students in physics when their WAEC (West African Examination Council) result was out. The performance was poor. On this background the researcher wants to investigate the impact of teacher’s quality on the academic performance of secondary school students
1.3  OBJECTIVE OF THE STUDY
Objectives of the study are;
1. To ascertain the impact of teacher’s quality on academic performance of secondary school students
2. To ascertain the relationship between qualified teachers and non qualified teachers performance on academic performance of secondary school students
3. To ascertain the action of government on teachers qualification
4. To ascertain if teachers qualification have impact on academic performance of students
1.4 RESEARCH HYPOTHESES
For the successful completion of the study, the following research hypotheses were formulated by the researcher;  
H0: there is no impact of teacher’s quality on academic performance of secondary school students 
H1: there is impact of teacher’s quality on academic performance of secondary school students 
H02: Teacher’s qualification has no impact on academic performance of students
H2: Teacher’s qualification has impact on academic performance of students 
1.5 SIGNIFICANCE OF THE STUDY
This study will give a clear insight on the impact of teacher’s quality on the academic performance of secondary school students. The study will be beneficial to students, teachers, ministry of education and the general public. The study will give especially ministry of education the insight to reform educational sector. The study will also serve as a reference to other researchers that will embark on this topic.
1.6 SCOPE AND LIMITATION OF THE STUDY
The scope of the study covers the impact of teacher’s quality on the academic performance of secondary school students. The researcher encounters some constrain which limited the scope of the study;
 a) AVAILABILITY OF RESEARCH MATERIAL: The research material available to the researcher is insufficient, thereby limiting the study	
b) TIME: The time frame allocated to the study does not enhance wider coverage as the researcher has to combine other academic activities and examinations with the study.
c) Organizational privacy: Limited Access to the selected auditing firm makes it difficult to get all the necessary and required information concerning the activities.  
1.7 DEFINITION OF TERMS  
Experienced Teachers: Trained instructors who must have practiced in the field for at least five (5) years after graduation.
Qualified Teacher:- One who has  acquired professional competence as a teacher in any University or College of Education or obtained bachelor degree in education or Nigeria certificate of Education in integrated science, physics, chemistry or biology .
ACADEMIC PERFORMANCE: Academic achievement or (academic) performance is the extent to which a student, teacher or institution has achieved their short or long-term educational goals. Cumulative GPA and completion of educational degrees such as High School and bachelor's degrees represent academic achievement
1.8 ORGANIZATION OF THE STUDY
This research work is organized in five chapters, for easy understanding, as follows 
Chapter one is concern with the introduction, which consist of the (overview, of the study), historical background, statement of problem, objectives of the study, research hypotheses, significance of the study, scope and limitation of the study, definition of terms and historical background of the study. Chapter two highlights the theoretical framework on which the study is based, thus the review of related literature. Chapter three deals on the research design and methodology adopted in the study. Chapter four concentrate on the data collection and analysis and presentation of finding.  Chapter five gives summary, conclusion, and recommendations made of the study   



CHAPTER TWO
REVIEW OF RELATED LITERATURE
  2.1 INTRODUCTION
Teachers’ effectiveness has been accepted as a multidimensional construct since it measures a variety of different aspects of teaching such as; subject mastery, effective communication, lesson preparation and presentation (Onyeachu, 1996). The influence of teachers’ teaching effectiveness on the learning outcome of students as measured by students’ academic performance has been the subject of several studies (Adediwura and Tayo 2007; Adu and Olatundun 2007; Lockhead and Komenan 1988; Schacter and Thum 2004; Starr 2002). The above studies suggest that effective teaching is a significant predictor of students’ academic achievement. Therefore, effective teachers should produce students of higher academic performance. Poor academic performance of students in Nigeria has been linked to poor teachers’ performance in terms of accomplishing the teaching task, negative attitude to work and poor teaching habits which have been attributed to poor motivation (Ofoegbu, 2004). It has also been observed that conditions that would make for effective teaching such as resources available to teachers, general conditions of infrastructure as well as instructional materials in public secondary schools in Nigeria are poor (Oredein, 2000). Other factors that may contribute to teachers effectiveness include; relationship between the students and the teacher; teachers’ teaching experience and qualifications. The prevailing conditions would definitely show a negative or positive influence on the instructional quality in public schools, which may translate to either good or poor academic performance, attitude and values of secondary school students. Ijaiye (1998) concurred that improving the quality of the teaching force in schools is the key to raising student achievement, consequently Lassa (2000) and Guya (1998) claimed that education cannot be provided by just anybody, it requires a teacher who plans and delivers the lessons or instruction in such a way that objectives can be achieved. Corroborating this, Owolabi (2007) stated that government should find all possible means to retain veteran and experienced teachers who are still willing to serve so that they can contribute their wealth of experience to improve the system. Although teachers’ strong effect would significantly influence students’ academic achievement, other factors such as socio-economic background, family support, intellectual aptitude of student, personality of student, self-confidence, and precious instructional quality have been found to also influence students’ examination score (Starr, 2002) either positively or negatively. To this end, (Blankstein, 1996) had stated that students’ grades and test scores are not good indicators of the quality of teachers’ instruction. In support of this view, a study carried out in Nigeria by Joshua and Kritsonis (2006) showed that Nigerian teachers condemn the use of student achievement scores as indicators of teachers’ competence, performance or effectiveness. Since students’ academic scores are not the only predictors of teachers’ effectiveness, researches have sought other fairer ways of evaluating teachers’ effectiveness. Students, administrators, colleagues and the teachers’ self evaluation have been used to evaluate teachers’ effectiveness. Students’ competence in the evaluation of the effectiveness of their teachers has been of great concern to researchers in education. However, studies have shown that students’ ratings are valuable indicators of teachers’ effectiveness (Barnett, Matthews and Jackson, 2003; Imhanlahini and Aguele 2006; Pozo-Munoz et al. 2000). Despite the fact that there are researches reports in support of students’ rating of their teachers’ effectiveness, Nuhfer (2004) and Pozo-munoz et al. (2000) warned that students rating should be one of a comprehensive evaluation system and should not be the only measure of teachers’ effectiveness. Ekwesili (2006) however, opined that students’ success depends on the amount of learning that takes place in the classroom. The school administrators’ evaluation has also been used to evaluate teachers’ effectiveness. The accuracy of school administrators’ evaluation of teachers’ effectiveness has also been studied. Jacob and Lefgren (2006) found a positive correlation between a principals’ assessment of how effective a teacher is at raising students’ achievement and that teacher’s success in doing so as measured by the value- added approach. The above study suggests that administrator’s rating may also be one of a comprehensive evaluation system to measure teachers’ effectiveness in secondary schools. Bangbade (2004) found that out that teachers’ attribute have significant relationship with students’ academic performance. Such attributes according to Bangbade (2004) include teachers’ knowledge of the subject matter, communication ability, emotional stability, good human relationship and interest in the job. Rena (2000) explained that for students to perform well in any examination one of the prerequisites is that their teachers must know them and have profound knowledge of their state of physical, intellectual and psychological readiness. In many countries, teachers’ qualifications that are considered to be related to student learning have become desirable targets of teacher education reform. Some of these reforms call for the professionalization of teacher education by making it longer, upgrading it to graduate programs, and regulating it through mechanisms of licensure, certification, and promotion align with standards (Thorenson, Darling- Hammond and Berry, 2001; Darling-Hammond, Chung and Frelow (2002).
TEACHER TRAINING AND STUDENTS’ PERFORMANCE
It is assumed that a well trained teacher will deliver the subject content professionally and effectively. This should be a reality by all manners of fairness though studies show that apart from the acquired skills by these teachers, factors such as environmental, economic and socio-cultural, among others, also play a major part in determining the students’ performance in examinations (Jackson & Davis, 2000). For better grades to be attained in schools there is need for proper linkages amongst these factors (Paauwe, 2004). A trained teacher usually analyses these factors and in cooperates them in the teaching practices. That is the reason for emphasizing the emerging issues at the end of every topic in the secondary syllabus.  
2.3 THE INFLUENCE OF TEACHER TRAINING ON CONTENT DELIVERY
Teacher training is organized world over for teachers. Several studies have shown that teacher training affects the content delivery of the teacher in classroom. A study by Gamoran (2006) in the University of Wisconsin, indicated that teacher training enhanced student learning through its effects on teaching practices like content delivery. In addition, a study by Jackson and Davis (2000), on educating adolescents in New York, reported that teacher training improved teaching skills and knowledge thus enhancing their content delivery. This study was done in high performing middle grade schools. Welsh (2010) and Gurskey (2003) maintain that teachers who are well trained are able to have a strong knowledge and understanding of the subject content they are teaching their students. Such teachers incorporate various teaching methods thus improving their content delivery in the classroom. Recent studies in Dallas, Texas, have also found that differential teacher effectiveness is a strong determinant of differences in the student academic achievement (Sanders and Rivers, 1996; Wright, Horn and Sanders, 1997; Jordan, Mendero and Weerasinghe, 1997). Students who are assigned to several untrained and ineffective teachers in a row have significantly lower achievement and gains in achievement than those who are assigned to several highly trained and effective teachers in sequence. Another study by National Staff Development Council (2003) indicated that teacher training improves instructional techniques and ideologies which enhance content delivery. In addition, Morgan (2010), in his study on benefits of professional development, found out that teachers acquire more knowledge which can help them deliver more while in the class. There is supported by a study done by Ferguson and Ladd, (1996). Haycock (1998) indicated that teachers with little training have too little knowledge of the subjects they teach thus denying their students the most basic learning resources. This study was done in Washington D C where the majority of the students are enlightened. The proposed study will be done in a remote and local set up where the respondents may not be well abreast with the outside training environment. It is also known that the best way to increase teachers’ effectiveness in the classroom is through regular and high quality teacher training. Teachers themselves report that, the more time they spend in training activities, the more likely they were to indicate that it had improved their instructional skills (National Centre for Education Statistics, 2001). Researchers also agree that the success of content delivery and reform initiatives lies heavily on the qualification and effectiveness of teachers (Garet, Porter, Desmone, Birman and Yoon, 2001). In a separate study by Wanzare and Ward (2000) on staff training and development in Kenya, it was noted that to improve teacher effectiveness and student learning, there was need to improve the in-service programs for all teachers. Ngala and Odebero (2010) carried out a study on teachers’ perception of staff training as it relates to teachers effectiveness in rural primary schools in Kenya. It was discovered that among many other reasons, many teachers always participated in training programs to improve on teaching effectiveness. In this study, the schools were categorized as high and average performing. The respondents were 100 primary school teachers drawn from 100 public primary schools from Nyanza and Rift Valley provinces. It is worth noting that there is no great difference between secondary and primary teacher training needs as they can teach at both levels. Nyangarora (1996) concurred that mastery of content area facilitated effective teaching. This study was carried out on the factors affecting teaching of economics in Nyamira District, Kenya. Studies done by Brewer and Goldhaber (2000), Monk and King (1994) and Rowan, Chiang and Miller (1997) concur that the effects of teacher training on academic achievement become clearer when the focus becomes subject matter knowledge as opposed to certification. These researches are generally consistent in indication that high school mathematics and science teachers with a major in their field of instruction have higher achieving students than teachers who are teaching out-of-field. These influences become stronger in advanced mathematics and science courses in which the teachers’ content knowledge is presumably more critical (Monk, 1994; Chiang, 1996). Rowan (2002) using a different data set found no relationship in elementary school between certification in mathematics and content delivery in the teaching and learning process.   His findings suggest that subject matter knowledge in this area can only be enhanced by teacher training. The research study looked in depth the relationship between the influence of the training skills acquired and the service delivery towards students’ performance considering the three compulsory subjects; English, Kiswahili and Mathematics. 
2.4 INFLUENCE OF TEACHER TRAINING ON THE USE OF TEACHING AND LEARNING RESOURCES
Proper use of resources in the teaching and learning process strongly enhances students understanding. Substantial evidence from research showed that changes in the textbooks and other resources make little difference if teachers do not know how to use them well (Darling-Hammond, 1997). The study continued to add that it is through continued teacher training that proper use of resources can be enhanced. In addition, Rowan (2002) found great significance of teacher training on the use of resources in teaching mathematics and reading in elementary school. Greenwald, Hedges and Laine (1996) in their literature study on school resources, found significant effects of teacher training on the use of school resources. Studies by Pate & Thomson (2003), Richardson (2003), Shulman (1987) and Sparks & Hirsh (1997) discovered that teacher training provides teachers with opportunities for hands-on work and is integrated into the daily life of the school and has a positive influence on student achievement. In a separate study in the Virginia state, USA, Wenglinsky (1998) assessed the effects of teacher professional development on the use of new technologies in teaching. He found out a greater influence of teacher training on the use of technological equipment like computers and projectors. Another study by Wekesa (1993) on the influence of teacher leadership on student academic achievement in Columbia, recommended that there was need for more staff training programs to enhance effective use of resources. Since there is no such study done in this area, the research study looked at this and gave a way forward especially considering this region as purely rural with the schools having very minimal resources. 
2.5 INFLUENCE OF TEACHER TRAINING ON TIME MANAGEMENT
Time management is critical in the teaching and learning process. Well managed time will lead to proper understanding by the students (NCTAF, 1996). Darling- Hammond (1997) established that more productive teacher and professional training programs make a difference to the teachers’ abilities to utilize their available time in the teaching and learning process. A separate study done by Ngala and Odebero (2010) in primary schools majorly in Rift Valley province indicated that some teachers have tight work schedule thus lack time to prepare for their teaching duties. This also interferes with their participation in the training programs. They further recommended that school management should allocate more time to their teachers to enable them participate in training programs in order to improve on time management. Darling-Hammond (1997) held a survey which showed that Kentucky teachers were much better prepared in terms of their time management, content and teaching coursework background than in 1988 and had experienced more extensive training than teachers in any other state in the US. A recent survey of Kentucky teachers also found that more than 80% of in-serviced teachers who graduated from Kentucky Colleges of Education felt well-prepared for virtually all aspects of their jobs including time management in contrast to report about teacher education from previous studies (Kentucky Institute for Educational Research, 1997). 
2.6 RELATIONSHIP BETWEEN TEACHERS’ TRAINING AND STUDENT ACADEMIC ACHIEVEMENT
Several studies have compared teacher training programs and students’ academic achievement. According to Ngala (1997), other factors held constant, there exists a positive correlation between teacher training and student academic achievement in final examinations. In a separate study carried out by Ngala and Odebero (2010) in Rift Valley and Nyanza provinces on staff development programs as it relate to teacher effectiveness, it was discovered that teachers in high performing schools took more interest in staff training programs compared to their colleagues in the average and low performing schools. Atsenga (2002) in his study of the English language revealed that effective teaching methods have high influence on learning. Teacher training programs, which promote knowledge on choice and use of effective teaching methods, influence the teachers’ effectiveness thus high student academic achievement. Morgan (2010) revealed that training provide knowledge and skills to improve and encourages better performance and quality output. Studies done in the US by Little & Harrison (1994), Darling-Hammond (1998), Smylie, Allensworth, Greenberg, Harris & Luppescu (2001) and National Staff development Council (2001) both agreed that training had visible influence in student academic achievement. Wested, Ashton & Crocker (2000) noted that training had a positive influence on the accountability and student results. Porter et al (2000) also agreed that teacher training was a key factor in performing schools. In addition, Wenglinsky (2000) worked with special populations of students and discovered that there was a positive relationship between higher students test scores in Mathematics and Science and teacher training. Nyangarora (1996) concurred that mastery of content area facilitated effective teaching and therefore enhances student academic achievement. In a separate study carried out by Rivers and Sanders (1996) on influence of trained teachers on future student academic achievement, it was discovered that a trained teacher receiving students from untrained teacher can facilitate excellent academic gain for his/her students during the school year. Ferguson (1991), suggested that teacher training may play an important role in student academic achievement. In the US, greater attention has been given to the role teacher training plays in student achievement (National Commission of Teaching and America’s Future, 1996; National Education Goals Panel, 1998). In order to improve student achievement, more than twenty five states have enacted legislation to improve teacher development (Darling-Hammond, 1997). Sanders & Rivers (1996) observed that teacher effectiveness is highly influenced by teacher training. By reviewing the above, the research study ascertained the truth about the same in Gem district. Teachers get involved in training which lets them try out new instructional approaches and get immediate feedback. In the District of Columbia teachers are granted five inservice days during the school year which takes place in August. When teachers participate in training, it can improve teacher quality (Hanushek, Kain & Rivkin, 1998). A national study of over 1,000 mathematics and science teachers found similar results. Therefore sustained and intensive training is more likely to have an influence on enhanced teacher knowledge and skills and consequently student achievement than short training activities (Porter, et al, 2001). Guskey & Clifford (2003) noted that the ultimate goal of teacher training is improving student outcomes. It is also worth noting that teachers who are well prepared and trained are more effective teachers in the classroom and therefore have the greatest influence on the student achievement (Killion & Shulman, 1999). 
2.7 EFFECTS OF EXPERIENCE AND PROFESSIONAL DEVELOPMENT TRAINING
Following Rockoff (2004), experience effects are indicated by three measures: experience and experience squared (for the first ten years of experience), and experience beyond ten years. In-service education is measured by the total hours of professional development training, independent of course content. In Table 6, we estimate a similar model (including teacher fixed effects) except that content-oriented professional development is separated from “total” professional development. One general conclusion that emerges is that the effects of these different types of training vary by subject, grade level and the timing of the training. We discuss this below in further detail. Estimates of the model without teacher fixed effects, presented in Table 4, indicate that experience enhances teacher productivity at all grade levels in math and in elementary school reading. There is evidence that veteran teachers with ten or more years of experience outperform less experienced teachers in middle school reading as well. However, we find no impact of experience on teacher productivity for high-school reading teachers. This later finding may be due to the fact that the curricular focus of high-school language arts classes is on literature and less on the mechanics of reading. Also, reading scores are more likely to be influenced by nonschool factors, such as how many books students read in their free time. Without teacher fixed effects we also find that there is no net impact of contemporaneous professional development on teacher productivity. However, prior-year professional development coursework is positively correlated with current productivity. In particular, there are positive effects of prior professional development for math teachers at a grade levels and for elementary school teachers in reading. When the models presented in Table 4 are re-estimated with teacher fixed effects most of the coefficients on the experience variables become insignificant, as shown in Table 5. With teacher fixed effects included, teacher experience only has a positive effect on student achievement in middle school math. The coefficients on the three experience measures imply that the marginal effect of moving from zero to one year of experience is roughly 0.37 scale score points on the student achievement test. This translates to 0.015 of a standard deviation in student achievement gains or 0.010 of a standard deviation in the achievement level. The marginal effect diminishes and eventually becomes negative at roughly the eighth year of experience and there are no positive effects of experience beyond 10 years in this or any other subject-grade combination. Our finding that the only apparent effects are in math contrasts with other studies which have more frequently found positive experience effects in reading. These weak effects of experience are perhaps not surprising given the evidence of other recent panel studies summarized in Table 2. In particular, the only other study to employ teacher fixed effects, Rockoff (2004) also obtains relatively weak experience effects that vary across subject levels. This suggests three possible explanations. First, it could be that despite the nonlinear specification of experience there is still some multicollinearity among the experience variables, teacher fixed effects, and time/grade dummies. Second, there may be insufficient within-teacher variation in experience over the span of our relatively short panel to get precise estimates of experience effects. Alternatively, it could be that past results, which excluded teacher fixed effects and generally found strong impacts of experience, were subject to a form of selection bias. If less effective teachers are more likely to leave the profession then comparisons across teachers with different experience could be reflecting both selection on unmeasured teacher characteristics as well as true experience effects. The evidence in Tables 4 and 5 provides some supports for all of these explanations. In some cases (e.g., elementary math), the point estimates are similar after the teacher effects are added, but the precision is reduced, suggesting the multicollinearity explanation. In other cases, such as high school math, the point estimates change significantly, suggesting that the exclusion of the teacher effects introduces bias. As noted in our literature review, even models with teacher fixed-effects may yield biased estimates of the impact of experience if unobserved time-varying teacher characteristics (e.g. pregnancy and the presence of young children) affect both teacher attrition and teacher productivity. Following the suggestion of Semykina and Wooldridge (2005), we test for attrition bias by adding a variable indicating attrition in the next period. The coefficient on the additional variable is always insignificant, indicating our teacher fixed effects sufficiently account for unobserved teacher heterogeneity. The results for PD with teacher effects in the model are in many ways similar to those of experience. As with teacher experience, the precision of the estimated effects of in-service training change significantly if we include teacher fixed effects. With teacher effects in the model there is little evidence of PD effects, except again in middle school math. Interestingly, in this subject and grade, the positive effects do not occur in the period in which the PD occurs, but PD does appear to improve teaching in each of the three subsequent years. A similar, but less consistent effect of PD is found in high school math, but this effect is apparent in only one of the lag terms. There is also one instance (elementary reading) where PD appears to have a negative effect the possibility of a lagged PD effect has been observed elsewhere (Goldhaber and Anthony (2004), Harris and Sass (2005b)). One possible explanation is that PD reduces the amount of time teachers have to devote to their students when the PD is taking place. In addition, if substitute teachers are hired so that the PD can take place during school hours, and if the substitutes are less effective or unable to maintain the continuity of instruction in the teacher’s absence, then this too may reduce measured teacher value-added. Therefore, at time t in our results, any positive effect may be more than offset by a negative effect. At time t-1, one would expect the teacher to be able to incorporate the training into teaching lessons and effects should begin to appear, if any exist. The fact that the effects are largest three years after PD has taken place suggests that the effects of training can take many years to show up in student achievement scores. In Table 6, we identify the effects of different types of PD and find that the effects of total PD on middle school math, discussed above, are attributable mainly to content-oriented training. The lagged coefficients for this PD type remain consistently positive and statistically significant. The lagged effect of other in-service hours on middle school math is also positive and significant, but this is true in only one case and this effect is much smaller in magnitude than the content PD effects. The only other substantive change in the results, compared with Table 4, is that there now appear to be some (lagged) effects of PD on high school reading. These weak and inconsistent findings regarding PD are consistent with the only two studies that consider the effects of PD (Angrist and Lavy, 2001; Jacob and Lefgren, 2004)), which found no effects. The results in the present study are somewhat more positive (again, especially in middle school math), perhaps because the previous studies estimate only the short-term effects of PD which, as we have shown, are smaller than the longer-term effects. Thus our approach measures the impact of changes in the possession of an advanced degree (for a given teacher) during the period of study. Our results indicate that obtaining an advanced degree during one’s teaching career does not enhance productivity and may actually reduce productivity in high school math and middle school reading. This may be because the graduate degrees include a combination of pedagogy and content and our other evidence suggests that only the latter has a positive influence on teacher productivity. Other explanations for the graduate degree results arise from issues of methodology. Most previous studies suffer from selection bias, as noted earlier, and our solution is to study the effects of the graduate degree attainment within teachers using teacher fixed effects. However, this approach imposes the implicit assumption that the receipt of the graduate degree reflects a sudden infusion of new preparation. In reality, the receipt of the degree is the culmination of several years of graduate courses whose influence may already be reflected in the teacher effects, especially for those teachers who take graduate courses over many years before receiving a graduate degree. Another scenario is that teachers load up on courses in the academic year preceding the receipt of the degree and therefore have less attention to devote to their students as noted above. We found evidence above of such a contemporaneous decline in productivity when we considered the effects of other forms of professional development.
2.8 TEACHERS’ ACADEMIC QUALIFICATIONS
On the link between teachers’ academic qualifications and students’ academic achievement in Mathematics at secondary school level, Darling-Hammond’s (1999) and Darling-Hammond and Sykes’ (2003) findings suggest that teacher qualifications have a significant and positive correlation with student achievement. Furthermore, Darling-Hammond found that uncertified teachers and those with the most non-standard certifications had negative effects on student achievement gains. Darling- Hammond and Sykes (2003) conclude that, in the context of the United States of America (USA), qualified teachers are a critical national resource that requires federal investment and cross-state coordination as well as other state and local action. Similarly, Kaine, Rockoff and Staiger (2006) found that the proportion of lower-performing students at a school was related to the proportion of teachers at that school who were not certified to teach in any of the subjects which they were currently teaching. Boyd, Grossman, Lankford, Loeb and Wyckoff (2006) also found support for the view that teacher preparation programmes in either traditional or alternative pathways had an influence on student gains in New York State achievement tests. Rice (2003), however, provides a more measured conclusion that teacher certification seems to matter for high school mathematics with little evidence of its relationship to student achievement in the lower grades. Rice’s position is somewhat bolstered by Goe (2007), who reported on a 2002 study on California schools to examine the relationship between the percentage of teachers holding emergency permit (EP) teacher certification and student achievement at school level which found a direct negative correlation between the two. Evidence on the link between teachers’ academic qualifications and students’ achievement thus remains contentious. 


2.9 TEACHERS’ TEACHING EXPERIENCE
With regard to teaching experience, it is important to bear in mind that some research has suggested that the positive effects of teaching experience in relation to students’ achievement are not constantly additive, but instead tend to level off after a few years (Rivkin, Hanushek & Kain, 2005). Greenwald, Hedges and Laine (1996) and Rice (2003) have demonstrated a significant and positive relationship between teachers’ number of years of experience and student achievement. However, these authors argue that the relationship is not linear. It is important to balance these studies on teacher experience with the finding that teachers’ effectiveness in improving student achievement appears to increase most in the first three years of teaching, but no major improvement in their effectiveness has been observed after three years of teaching experience (Boyd, Grossman, Lankford, Loeb & Kain, 2005). Murnane (1995) supports the latter view by arguing that the typical learning curve for students’ peaks in the teacher’s first two years for reading and three years for mathematics. 

2.9 TEACHERS’ SUBJECT SPECIALIZATIONS
Several studies have demonstrated a positive relationship between teachers’ subject specialization and student achievement. Betts et al. (2003) found that teachers with mathematics major had a positive impact on secondary students’ achievement in that subject. Similarly, Goldhaber and Brewer (2000) found that students who had teachers with advanced subject-related degrees in mathematics and science performed better than students of teachers without subject training. The relationship between teachers’ specialisation and student achievement was not the same throughout all levels of schooling. Monk and Rice (1994) found that even in subjects where subject-specific training may make a difference (e.g. mathematics); its impact depends on the type of classes taught (primary or secondary). The authors argue that the number of college mathematics courses taken by a teacher at university or college has an impact on high school students’ mathematics achievement, but additional teacher coursework beyond that only matters if the teacher is teaching an advanced course beyond the secondary level.  

  
CHAPTER THREE
RESEARCH METHODOLOGY
3.1 Research design
The researcher used descriptive research survey design in building up this project work the choice of this research design was considered appropriate because of its advantages of identifying attributes of a large population from a group of individuals. The design was suitable for the study as the study sought the impact of teacher’s quality on the academic performance of secondary schools students
3.2 Sources of data collection 
Data were collected from two main sources namely:
(i)Primary source and 		
(ii)Secondary source 		
Primary source:	
These are materials of statistical investigation which were collected by the research for a particular purpose. They can be obtained through a survey, observation questionnaire or as experiment; the researcher has adopted the questionnaire method for this study.
Secondary source:
These are data from textbook Journal handset etc. they arise as byproducts of the same other purposes. Example administration, various other unpublished works and write ups were also used. 
3.3 Population of the study 
Population of a study is a group of persons or aggregate items, things the researcher is interested in getting information the impact of teacher’s quality on the academic performance of secondary schools students.  200 staff of selected secondary schools in Oredo local government of Edo state was selected randomly by the researcher as the population of the study.
3.4 Sample and sampling procedure
Sample is the set people or items which constitute part of a given population sampling. Due to large size of the target population, the researcher used the Taro Yamani formula to arrive at the sample population of the study.
n= N
    1+N (e) 2
n= 200
1+200(0.05)2
= 200
1+200(0.0025) 
= 200               200
1+0.5      =      1.5       = 133.

3.5	Instrument for data collection 
The major research instrument used is the questionnaires. This was appropriately moderated. The secretaries were administered with the questionnaires to complete, with or without disclosing their identities. The questionnaire was designed to obtain sufficient and relevant information from the respondents. The primary data contained information extracted from the questionnaires in which the respondents were required to give specific answer to a question by ticking in front of an appropriate answer and administered the same on staff of the two organizations: The questionnaires contained structured questions which were divided into sections A and B.
3.6  Validation of the research instrument
The questionnaire used as the research instrument was subjected to face its validation. This research instrument (questionnaire) adopted was adequately checked and validated by the supervisor his contributions and corrections were included into the final draft of the research instrument used.
3.7  Method of data analysis
The data collected was not an end in itself but it served as a means to an end. The end being the use of the required data to understand the various situations it is with a view to making valuable recommendations and contributions. To this end, the data collected has to be analysis for any meaningful interpretation to come out with some results. It is for this reason that the following methods were adopted in the research project for the analysis of the data collected. For a comprehensive analysis of data collected, emphasis was laid on the use of absolute numbers frequencies of responses and percentages. Answers to the research questions were provided through the comparison of the percentage of workers response to each statement in the questionnaire related to any specified question being considered.
Frequency in this study refers to the arrangement of responses in order of magnitude or occurrence while percentage refers to the arrangements of the responses in order of their proportion. The simple percentage method is believed to be straight forward easy to interpret and understand method.
The researcher therefore chooses the simple percentage as the method to use.
The formula for percentage is shown as. 
% = f/N x 100/1 
Where f = frequency of respondents response 
N = Total Number of response of the sample 
100 = Consistency in the percentage of respondents for each item 
Contained in questions   
 
  
 
 




CHAPTER FOUR
PRESENTATION ANALYSIS INTERPRETATION OF DATA
4.1 Introduction	
Efforts will be made at this stage to present, analyze and interpret the data collected during the field survey.  This presentation will be based on the responses from the completed questionnaires. The result of this exercise will be summarized in tabular forms for easy references and analysis. It will also show answers to questions relating to the research questions for this research study. The researcher employed simple percentage in the analysis. 
DATA ANALYSIS 
The data collected from the respondents were analyzed in tabular form with simple percentage for easy understanding. 
A total of 133(one hundred and thirty three) questionnaires were distributed and 133 questionnaires were returned.
Question 1
Gender distribution of the respondents.




TABLE I
	Gender distribution of the respondents

	Response
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Male
	77
	57.9
	57.9
	57.9

	
	Female
	56
	42.1
	42.1
	100.0

	
	Total
	133
	100.0
	100.0
	




From the above table it shows that 57.9% of the respondents were male while 42.1% of the respondents were female. 
Question 2
The positions held by respondents
TABLE II	
	
The positions held by respondents

	Response
	Frequency
	Percent
	Valid Percent
	Cumulative Percent

	Valid
	Principals  
	37
	27.8
	27.8
	27.8

	
	Vice principals adm    
	50
	37.6
	37.6
	65.4

	
	Senior staff  
	23
	17.3
	17.3
	82.7

	
	Junior staff       
	23
	17.3
	17.3
	100.0

	
	Total
	133
	100.0
	100.0
	



 The above tables shown that 37 respondents which represents27.8% of the respondents are principals respondents which represents 37.6 % are vice principals administration 23 respondents which represents 17.3% of the respondents are senior staff, while 23 respondents which represent 17.3% of the respondents are junior staff
TEST OF HYPOTHESES
There is no impact of teacher’s quality on academic performance of secondary school students
   Table III


	there is no impact of teacher’s quality on academic performance of secondary school students

	Response 
	Observed N
	Expected N
	Residual

	Agreed
	40
	33.3
	6.8

	strongly agreed
	50
	33.3
	16.8

	Disagreed
	26
	33.3
	-7.3

	strongly disagreed
	17
	33.3
	-16.3

	Total
	133
	
	





	Test Statistics

	
	there is no impact of teacher’s quality on academic performance of secondary school students 

	Chi-Square
	19.331a

	Df
	3

	Asymp. Sig.
	.000

	a. 0 cells (0.0%) have expected frequencies less than 5. The minimum expected cell frequency is 33.3.


 
 

Decision rule: 
There researcher therefore reject the null hypothesis there is no impact of teacher’s quality on academic performance of secondary school students as the calculated value of 19.331 is greater than the critical value of 7.82  
Therefore the alternate hypothesis is accepted that there is impact of teacher’s quality on academic performance of secondary school students 
TEST OF HYPOTHESIS TWO
Teacher’s qualification has no impact on academic performance of students   Table V
	Teacher’s qualification has no impact on academic performance of students 

	Response 
	Observed N
	Expected N
	Residual

	Yes
	73
	44.3
	28.7

	No
	33
	44.3
	-11.3

	Undecided
	27
	44.3
	-17.3

	Total
	133
	
	












	Test Statistics

	
	Teacher’s qualification has no impact on academic performance of students 

	Chi-Square
	28.211a

	Df
	2

	Asymp. Sig.
	 .000

	a. 0 cells (0.0%) have expected frequencies less than 5. The minimum expected cell frequency is 44.3.



Decision rule: 
There researcher therefore rejects the null hypothesis Teacher’s qualification has no impact on academic performance of students as the calculated value of 28.211 is greater than the critical value of 5.99 
Therefore the alternate hypothesis is accepted that state Teacher’s qualification has impact on academic performance of students 













CHAPTER FIVE 
SUMMARY, CONCLUSION AND RECOMMENDATION
5.1 Introduction 	
It is important to ascertain that the objective of this study was to ascertain the impact of teachers quality on the academic performance of secondary school students. In the preceding chapter, the relevant data collected for this study were presented, critically analyzed and appropriate interpretation given. In this chapter, certain recommendations made which in the opinion of the researcher will be of benefits in addressing the challenges of the impact of teacher’s quality on the academic performance of secondary school students 
5.2 Summary		
This study was on the impact of teacher’s quality on the academic performance of secondary school students. Four objectives were raised which included: To ascertain the impact of teacher’s quality on academic performance of secondary school students, to ascertain the relationship between qualified teachers and non qualified teachers performance on academic performance of secondary school students, to ascertain the action of government on teachers qualification, to ascertain if teachers qualification have impact on academic performance of students. In line with these objectives, two research hypotheses were formulated and two null hypotheses were posited. The total population for the study is 200 staff of selected secondary schools in Oredo local government of Edo state. The researcher used questionnaires as the instrument for the data collection. Descriptive Survey research design was adopted for this study. A total of 133 respondents made principals, vice principals administration, senior staff and junior staff were used for the study. The data collected were presented in tables and analyzed using simple percentages and frequencies 
5.3 Conclusion
Teachers’ quality has been found to have influence on the academic performance of students in secondary schools in Edo State, Nigeria. This is due to the fact that teacher’s effort is not the sole determinant of students’ academic outcome. Students related factors such as intelligence, parental education, socioeconomic status, and personalities which vary over wide margins in the study area may have significant effect on the academic performance of students in public secondary schools. This may also influence significantly on the academic performance of students and consequently may be responsible for the observed low performance of students when compared with the effectiveness of their teachers. 
5.4 Recommendation
1. Principals should ensure that the potentials of the teachers are well harnessed and utilized to reflect the true picture of their quality in the academic performance of students. 
2. Teachers have to wake up to their responsibilities and be dedicated to their duty in the classroom because poor performance of students will always be attributed to their failure in their assigned task.
 3. Students must ensure they continue to be hard working to improve on their performance in the school in order to secure a bright future for themselves. 
4. Government through the inspectorate division must routinely visit schools to ensure that teachers are doing their primary assignment.
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QUESTIONNAIRE 
INSTRUCTION
Please tick or fill in where necessary as the case may be. 
Section A
1.  Gender of respondent
A 	male		{  }
B 	female	{  }
1. Age distribution of respondents
1. 15-20 {  }
1. 21-30  {  }
1. 31-40   {  }
1. 41-50  {  }
1. 51 and above { }
1. Marital status of respondents? 
1. married [   ]
1. single [   ] 
1. divorce [  ]
1. Educational qualification off respondents
1. SSCE/OND  {  }
1. HND/BSC    {  }
1. PGD/MSC    {  } 
1. PHD            {  }
Others……………………………….
1. How long have you been secondary school
1. 0-2 years   {  }
1. 3-5 years   {  }
1. 6-11 years  {  }
1. 11 years and above……….
1. Position held by the respondent in secondary school
1. Principal   	{  }
1. Vice principal adm        		{  }
1. Senior staff{  }
1. Junior staff  			{  }
1. How long have you been in secondary school
1. 0-2 years   {  } 
1. 3-5 years   {  }
1. 6-11 years  {  }
1. 11 years and above……….
SECTION B
1. Teacher’s training influence student academic performance?
1. Agrees			{  }
1. Strongly agreed		{  }
1. Disagreed 			{  }
1. Strongly disagreed	{  }
1. Student academic performance has nothing to do with teacher’s quality? 
(a) Agrees				 {  }
(b) Strongly agreed		 {  }
(c) Disagreed               	 {  }
(d) Strongly disagreed		{  }

1. Untrained teachers also influence student academic performance
1. Agreed 			{  }
1. Strongly agreed 		{  }
1. Disagreed 			{  }
1. Strongly disagreed 	{  }
1.   Trained teachers have experience of teaching than untrained ones.
1. Agreed 			{  }
1. Strongly agreed 		{  }
1. Disagreed 			{  }
1. Strongly disagreed 	{  }
1. Non qualified teachers do not know how to educate student.
1. Agreed 			{  }
1. Strongly agreed 		{  }
1. Disagreed 			{  }
1. Strongly disagreed 	{  }
1. Student taught by non qualified teachers always fail their examination
1. Agreed 			{  }
1. Strongly agreed 		{  }
1. Disagreed 			{  }
1. Strongly disagreed 	{  }
1. Government is transforming educational sector
1. Agreed 			{  }
1. Strongly agreed 		{  }
1. Disagreed 			{  }
1. Strongly disagreed 	{  }
1.  Qualified teachers know how to compose themselves before students?
1. Agreed 			{  }
1. Strongly agreed 		{  }
1. Disagreed 			{  }
1. Strongly disagreed 	{  }
1.  Edo state of the best teachers in Nigeria?  
1. Agreed 			{  }
1. Strongly agreed 		{  }
1. Disagreed 			{  } 
1. Strongly disagreed 	{  }
  
  
 
 


 
