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ABSTRACT

Inadequacy of resources 1s the major potential impediment of decentralization,
particularly in developing countries like Ethiopia. A successful decentralization
should, among other things. be accompanied by the incremental empowerment of
operational management with the necessary expertise and basic inputs like finance
and legal provisions. [t s on such a basis that this study questioned on the
implementation of decentralization of education in this poor nation with a long
traclition of highly centralized governance system.

4 descriptive survey method was employed o examine the feasibility of the
cducational decentralization with particular reference to the localized management
of primary schools in nwo -ones of the Amhara National Regional State (ANRS).
After the consolidation of the data and information, obtained through questionnaire
and follove-up interviews, it was found that the decentralization process was
hampered by the inadequacy of  resources and formal empovwerment of the
management at the grassroots level.

Inspite of certain atrempts made af empowering the Woreda Education Desks with
such  formal authorities as  bhudeetary control and  personnel  functions, the
mterventions of the upper level management bodies and the local community were
iadequate. Low emphasis was given to raise management expertise. The disparity
among rural and urban arcas, especially interms of educational expansion was
increasing. The local community had a low contribution in the reduction of
covernment budeet and in facilitating the learning progress of pupils. Coupled (o
the inadequacy of compensation benefits, excessive and inappropriate intervention
of the local governing bodv (1.GB) in schooling had resulted in deteriorating the
waork motives of teachers and operational managers.

It owas, consequently, recommended that the REB and Zonal Education Desks
maintain high intervention m such functions as school expansion plan, allocation
of rekources, training and  supervision. This would reduce the problems  of
disparity, inadequacy of the operational management (o utilize resources and the
complaints of teachers on the interference of 1.GB in the teaching-learning process.
Besides. the participation of local community: in schooling could be raised if the
real destres of such poor agrarian society were addressed rather than a mere
assignment of managerial burden on parents.



CHAPTER ONE
THE PROBLEM AND ITS APPROACH

I1.1. Background of the Study

Achievement of increased productivity and quality of outputs are the explicit concerns of
any work establishment or government. The point of departure lies on how and to what
extent can organizations achieve such developmental desires. To this end, literature
provides the application of various management forms or designs that are distinguished
on the basis of power (authority) concentration or dispersion across the hierarchy or

management and/or governance of a system.

Centralization and decentralization are, thus, broadly explained as the major alternative
models of governance of systems or nations in the world. The main distinction between
these two extreme managerial forms lies in that the former stresses on central decision-
making inorder to uphold consistent, secured, quality and valid decisions through the
adequately trained and well-committed officials, experts or policy makers who are often
acquainted with global perspective and holistic development of a nation (Florestal and
cooper, 1997: 16; Thompson. 1995: 53-4; Bray, 1985: 185-6). On the other hand, the
latter model enlarges the power of operational managers and implementers at the
arassroots level so as to raise relevance and creativity of localities (Hunt, 1992: 2353-4;

[vancevich and Mattesson, 1990: 520-1; Agearwal, 1997: 49).



Nevertheless. the degree of power concentration (or dispersion) varies along with
different contexts and motives of governments (Conyers, 1981: 107-8 Camall, 1995:
545). Consequently, there can be a number of different management forms including an
eclectic model and/or somewhere in between the highly centralized and decentralized
designs (Hallak, 1990: 10-1: Carnall. 1995: 23). Various authorities explain multifaceted
factors, concerning the rationale for the choice of a certain governance (management)
model. A svnthesis of these attributes includes political, ideological, social. technological
and economic conditions of a system (Fiske, 1996: 10-1; Carnall, 1995: 23). Hence, there
are no definite patterns of experiences and limited universal justifications for

decentralization (Conyers. 1981: 53; Malpica, 1995: 7-8).

[nspite of certain contextual variation, however, the issues of relevance, local creativity,
cost reduction. responsiveness to local needs and increased popular participation are
frequently explained as the main rationales behind the use of decentralization (Levacic,
1995: Bowe. Ball and Gold: 1992; Bray. 1985; Rondnelli and Nellis, 1986; and Florestal
and Cooper. 1997). Maintenance of national standard, balanced development and better
quality of outputs are often presented to justfy the worth of centralization (Ayalew,

1995a:; Levacic. 1995: Malpica. 1995).

On the basis of the experiences of many developing nations. the limitations ot
centralization and decentralization are also usually presented as diametrically opposite

notions. Hence. the hindrance role of centralization in promoting local responsiveness,



creativity and increased budgetary support of the public, on one hand, and the problems of
educational decentralization including inadequacy of resources, poor infra- structure, low
quality and inequitable access to education, on the other, are mainly indicated as the
major pitfalls of such management systems or forms (USAID, 1997; Fiske, 1996; Bray,
1985; Hesse, Ced., et.al., 2000; Govinda, 1997). Yet. this may deserve further on site
investigation, particularly concerning how and what functions should be centralized or

decentralized for better outcomes of a given system.

Carnal (1995: 24). for instance. explains that "planning. budgeting, resource acquisition
and development strategies of a business" should be the prime concerns of the central
(top) management. Similar functions, which mainly require conceptual skills, are also
presented depending on the experiences of educational decentralization in a significant

number of African and Latin American governments.

Accordingly. the major responsibilities of the central ministries can be summarized as
policy formulation. school organization, pre- service training, and determination of
accreditation standards and basic contents of curriculum. In the practices of the mentioned
nations, tasks of financing the recurrent expenditure for primary education, promotion.
examination, supervision and provision of local construction materials were mostly

devolved to the localities and or districts (USAID, 1997: Govinda, 1997).

d



With the mtroduction of the Education and Training Policy (ETP) of the Transitional
Government of Ethiopia (TGE), in 1994, decentralization has been chosen as a suitable
strategy to address the needs for increased relevance, and equitable access to education
through the active involvement of the community (TGE, 1994). For this purpose, every
region is responsible to carry out almost all functions associated with primary education
(FDRE, 1993). Unlike thenr backward development, the administrative regions of this
nation are. thus. more authorized than the practices of some unsuccessful developing
nations (such as Venezuela, Tanzania and Papua New Guinea), especially with respect to
the functions of budgeting (capital), recruitment and pre- service training of first cycle

primary school teachers (Brav. 1985; and Bishop, 1989).

Consequently, a great challenge or fatlure may be expected as the shortage of finance,
inadequacy of teachers and educational administrators, and a wide range of regional
disparities are critical in this poor country (Ayalew, 1989; MOE. 2000). The problem may
also be aggravated along with the current effort of the government to dissolve the

structure of zonal education departments and thereby devolving additional authority down

to the Woreda and school management levels.

’

However. proponents of decentralization contend that decentralization strategy should not
be accommodated nor neelected for mere reasons associated to resource capacity. This s
because of the fact that the turbulent environment of the world may call for highly

variable design with respect to the peculiarities of a system and occurrence ol new



phenomena. Thus, careful planning, gradual move, continuous training and
empowerment, taking the probability of certain ups and downs into account should,
among others, be accomplished to implement decentralization for further change and

development (Govinda, 1997; Malpica, 1995).

Hence, the implementation of decentralized management in education at the grass root
level, in our country, mayv deserve an on-site investigation as far as local variation with
respect to resource capacity and management expertise and long tradition of centralization

are concerned.

The study has. therefore. examined the opportunities and problems to implement the
expectations of the ETP through decentralized management of primary schools in two
adjacent administrative zones (SWAZ and ONAZ) of the Amhara Region. In assessing

the status of the decentralized administration, emphasis was given to the following issues:

1) Ability of local administrative bodies and communities to generate income, 2)
competency of local management units (including Woreda Education Desks and schools)
to utilize resources in relation to such managerial functions as planning. organizing,

directing and controlling. and 3) different roles of stakeholders in schooling.

=l



1.2. Statement of the Problem

Eventhough 1t appears to be a recent phenomenon in under- developed countries,
decentralization has been a matter of great concern in many African countries. A study in
some Sub- Sharan states, for instance, has indicated certain adverse effects of this
governance system. Accordingly, the problems such as lack of infra- structure, poor
communication. effort duplication and chaos have been 1dentified as the major hindrances of

decentralization practices in Nalli, Niger, Tanzania and Senegal (Hesse, Ced., et.al , 2000).

Similarly. an on-going survev study concerning the effects of decentralized primary
education in Ethiopia has revealed such key drawbacks as lack of trained teachers; weak
curriculum integrity; and.insufﬁcimcy- of laboratories, workshops and reference materials
(MOE., 2000). In this sense. the realization of the ETP expectations comprising increased
entrepreneurship, problem- solving learning and quality may fail in question since the
case 1s becoming like what Vengroff and Ben Salem (1992: 475) explamed - "The
correlation  between  'formal'  decentralization  and  successfully  implemented
decentralization 1s unfortunately Tow. or in some cases in existent.”

The real and t.‘el‘l needs for decentralization also appear to be mixed thereby distorting the
perspective and introspect o such governance system. For example- two  studies
(conducted in Tieray and m \mhara. Oromiya and SNNP Regions) have revealed that

regions have become the destimation of the decentralization (Girmay. 1998: and Derbessa.

1999). This shows the mis- conception (mis- use) about the role of localized (on- site)

6



management in materializing the intentions for self- autonomy and competitive culture of
schools. Thus, an educational management "... should be extra- cautious so that what is
supposed to be a remedy should not be worse than the disease” (Seyoum, 1996: 29),
especially if the expected power or authority is really devolved as per the governing
principle of decentralization- self- management of schools and free competition in the

market (Bowe, Ball and Gold: 1992).

Besides. some management units like that of ONAZ Education Desk in the Amhara
Region are politically (linguistically) delineated as distinctive departments while they
may not have considerable difference (in social, economic and cultural life) from the
adjacent zones. This practice could help to promote progressive learning of children (as
Papua New Guinea experienced) through the use of vernacular languagés in the process
of instruction (Bray, 1985). But, if the localities (nationality zones) had merely copied the
curriculum of other sub-national units with identical language, the ETP drives for raising
relevance and creativity through the active involvement of localities in schooling would

be futile.

Apart from this, there are observable complaints of teachers on such administrative
practices as assignment, supervision, appraisal and compensation benefits. Thus, it can be
proposed that the feasibility of the current intention to devolve authority down to the
Woreda and local management level is questionable interms of both the adequacy of

formal provisions to empower operational management and competency of management



to exploit the existing opportunities. The following basic questions were raised to verify

such hypothesis:

asld
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1)

6)

7)

Do the primary schools have sufficient resource- base to sustain their educational
program?

Are the school management bodies capable of utilizing available resources in their
localities?

To what extent do principals and teachers participate in the management of schools
in the light of achieving the ETP expectations?

To what extent do the WEO and the upper level management in the hierarchy
intervene in the task performance of the schools?

What are the roles of local (Kebele) governing bodies and communities in
schooling?

What is the rate of expansion of primary schools and enrollment in relation to the
growth of education budget?

What are the attitudes of teachers towards the decentralized management of

primary schools and interventions of both WEO and LGB?

1.3. Purpose of the Study

In response to the influences of global democracy and worthful outcomes of participatory

decision-making. the ETP of TGE has introduced the decentralization strategy so as to

raise local responsiveness and competitive culture in the light of achieving increased

relevance, quality. equity and access to education. However, some studies have indicated



that there are various obstacles to attain these ends. The case is supposed to be crucial as
far as the disparities among regions and nationalities are concerned (Ayalew, 1989), Yet,
such research works have given less emphasis on the role of local management of primary

schools in implementing the decentralization.

Hence, the study was basically intended to investigate the formal power- base and
competency of the educational management at the grassroots level in realizing the
objectives of the ETP, particularly along with the current effort of the government to
devolve the authority of REB and ZED down to the Woreda and school levels. To this
end, the study had the following specific purposes:
1) to look into the actual status of decentralization of primary education in the two
adjacent zones which are delineated as distinctive management units.
2) to evaluate the extent to which decentralization results in reduced budget of
government and increased expansion of primary education through public support.
3) to synthesize the major opportunities, practices and challenges to effectuate the
ETP objectives through decentralization and thereby recommending possible

suggestions depending on the findings of the study.

1.4. Significance of the Study
World experiences have showed that resource inadequacy is a major potential impediment
to promote decentralization, particularly in under developed nations like ours.

Nonetheless, successful implementation of this management design has been varied for



multiple and specific contextual attributes (USAID, 1997). Thus, an on-site investigation
is crucial to find out what opportunities and challenges have been persisting in the light of
addressing the real needs of the concerned beneficiaries. The study can, therefore, have
the following benefits:
1) Studies with regard to decentralized management of primary schools in this
country. particularly about those adjacent administrative zones demarcated mainly
on the basis of language are insufficient. Thus, the study may, to a significant
extent. provide information concerning the potential and real managerial capacity
of such localities in the light of realizing the intentions of the ETP.

2) With sufficient awareness on managerial problems and opportunities of primary
schools. the concerned governmental and educational leaders may reconsider the
policy decision on the educational decentralization in view of promoting quality.
relevance and, access to education.

3) Top-level managers will be able to plan for resource allocation or supportive
activities to maintain equity and standard.

4) Finally. the study will add concrete data and information to the existing literature.

I.5. Delimitation of the Study

The scope of decentralization is wide because it is related to how and what management
functions of any kind of organization in various contexts (national. regional. district or
local level) are shared and’'or executed (USAID, 1997. To make the topic manageable,

therefore. the study focused on the role of educational managers and/or professionals at

10



the grassroots management level in such managerial functions as planning, organizing,
directing and controlling in the setting of primary schools of two adjacent zones in the
Ambhara National Regional State (ANRS). Relationships of WEO, LGB, community:.
school management committee and the upper administrative bodies in the organizational
hierarchy were also considered to assess the overall process of the decentralized
management of primary education in the region. Decentralization is a relative concept that
requires certain extent of intervention of various stakeholders in designing and managing

the system (Malipica. 1995: Govinda: Bray, 1985).

In dealing with the above issues, the study examined the process of decentralization in the
management of government primary schools of Oromiya and South Wollo Administrative
Zones of the Amhara Region for three major reasons. First, the goal of universal primary
education by the end of 2015 is the crucial concern of the ETP. Second, the assignment of
untrained educational managers (principals) has been frequently practiced in primary
schools. which inturn. might have considerably influenced the efficiency of resource
utilization. Finally. an appealing case may arise when, for example, preparation of
curriculum and training of teachers for the ONAZ are mainly undertaken by Oromiya
Regional Government Education Bureau (ORGEB) while the Bureau has little knowledge
or intervention in such concurrently desirable tasks as human resource development plan.

rescarch, supervision, assignment and appraisal of teachers in the ONAZ.



1.6. Limitations of the Study

The major problem of the study was associated to the current program of the Amhara
Regional Education Bureau (AREB) to re-organize Zonal and Woreda Education Offices.
Most of the education officials were busy to perform this task. Documents were being
replaced from ZED's to WED's. Similarly, the overall staff (primary schools) meeting for
two weeks, during the schedule of this fieldwork had limited to collect the necessary data
on time. This, inturn. had restrained the researcher to enlarge the size of sample Woredas
in SWAZ and to obtain additional information from the upper most authorities in the
AREB as well. Yet. these problems had no significant impact on the adequacy of the data
and mformation since the sample areas represent diversified population and views, which
could accommodate variations iterms of space, organizational size, and managerial
authorities and responsibilities of the major stakeholders of primary education in the

region.

I.7. Rescarch Design and Methodology

The rescarch methods. procedures and techniques that were adopted to undertake the
study are presented below:.

i

1.7.1. Method
The main purpose of this studyv. as described carlier, was to find out what opportunitics.
practices and problems have existed in the design and implementation of decentralized

management of the primary education.especially, in the setting of the two adjacent zones



in the Amhara region. To this end, the descriptive survey method was employed to
discover and describe the implementation status of localized management of primary
schools. This was accompanied by an analysis of world experiences and perspectives on
decentralization combined with follow-up interviews and surveys on selected
respondents. This method was, thus, employed because, as indicated by authorities, it
would help to acquire a wide range of information for planned and specific settings or

situations (Seyoum and Ayalew, 1989; Sharma, 1986).

1.7.2. Sources of Data and Information
The following sources were considered to get sufficient information for the study:

a) Primary school personnel including principals, assistant principals, unit leaders,
department heads and subject teachers; members of parent's committees (or parent-
teacher union); executives of Kebele or local governing bodies (LGB); and
education officials at Woreda, Zonal and Regional levels were the major sources of
primary data or information. Eventhough education is pervasive, teachers as the
major role plavers in the teaching-learning process. members of management
bodies in the educational echelons in the Amhara Region, and executives of local
(Kebele) government and parents were thought to serve as adequate sources of data
regarding the roles of various stakeholders (such as policy makers, planners,
operational managers, donors, implementers, users and employers) of primary

education.



b) Related and relevant policy and plan documents, reports, books, journals,
magazines and bulletins were consulted for secondary data. The main documents
consulted include: the ETP at national and regional levels and educational plans,

directives and abstracts as well.

1.7.3. Sample Population and Sampling Techniques

Oromiya Nationality Administrative Zone (ONAZ) has four Woredas while South Wollo
Administrative Zone (SWAZ) consists of eighteen Woredas. The distribution and grade
level of the government primary schools were not uniform across the whole twenty- two
Woredas of the concerned zones. For this reason, the researcher had employed both
purposive and simple random sampling techniques inorder to acquire adequate data from

fairly represented samples.

On this basis, six Woredas were selected; of which four of them represent the SWAZ
while the remaining two constitute the sample areas from ONAZ (see Appendix 2). Three
top executives from each of the management committees at Woreda and Zonal levels
were chosen since all members of the committees do not have direct relationship or
responsibilities with the issues of management raised in the study. Accordingly, seventeen
educational officials, who act as the section head, department head and/or manager of

their respective organization, were selected as constituents of the sample population.



[n determining the sample primary schools, lots were drawn to select from among schools
with similar level (above grades 1-4) of education. Schools below grades 1-5 were
proportionally (a minimum of 1/3) represented from each sample Woreda so as to
examine the process of decentralization in the 1% cycle of primary education. Besides,
most of the primary schools (1-4) around the boundaries of the two zones were included
as the constituents of the sample areas inorder to assess the co-influences of schooling in
the adjacent settings. Thus. a total of 35 primary schools were chosen as the sample areas

of the study among which 12 of them were situated in ONAZ.

Likewise. the size of sample population (teachers) in the selected schools was determined
by purposive sampling technique. Accordingly, all teachers working in the schools with
less than 6 sections were embodied as sources of the data while teachers in the relatively
big schools were selected on the basis of their membership in school management
committee. Hence. 335 teachers were represented from the sample primary schools m

both zones.

Inorder to get a glance of community attitudes and participation in the existing
educational system (primary education). 16 members of school-parent committee were
selected randomly from the sample schools by drawing lots. In doing so, more chance was
given to the members of parent- teacher unions in the sample schools of two Woredas
(Bati and Dewachefa) in ONAZ to examine the attitudes of parents towards the

educational organization and management in this nationality administrative zone



organized as a different unit from the adjacent (SWAZ) Education Desk. Similarly.
tweleve "Kebele' chair persons and/or executives of education were chosen on the basis of
their formal responsibilities in the administration of the primary schools existing in their
localities. Fii.mll'\'_ two members of the regional education management committee were
represented to provide nformation regarding the role of REB in managing primary
education, particularly with respect to the formal education and human resource
development programs in the region. Hence, the data and information required for the

study were mainly drawn from a total of 5382 respondents among which 335 of them were

members of the sample schools- the academic staff.

1.7.4. Instruments and Procedures of Data Collection

Apart from the secondary data obtained, a questionnaire and interviews were designed to
vather first- hand mformation from the respondents. Observation of physical plant of the
schools was also accomplished to assess the situations of class size, laboratories.

pedagogical centers and libraries.

Having sufficient and appropriate review of literature. items of the mentioned mstruments
were developed: The questionnaire, by and large, had closed-end items, including some
rank order ttems that could help to determine the preferences of the school respondents
and education officials at Woreda and Zone level. Some open-ended items were also

mcluded to gather general opimions from the respondents.

1



Some (24) copies of the designed questionnaire were, thus, presented to 16 teachers (in
Harbu and Kemisse primary schools) and 8 WEQ's in Kalu and Dewa Chefa Woredas to
check the clarity of the items. On the basis of feedback obtained from the pilot test, items
of the questionnaire were refined particularly, by modifying the limited explanation of
some of the items concerning classroom supervision. Four hundred copies were then

distributed to the respondents. Among these, 352 (88%) copies were filled while the rest

were incomplete.

Besides. follow-up interviews were conducted with regional education officials, Kebele
chairpersons and parents. depending on the fundamental items designed to direct the

suggestions of these respondents about the central purposes of the study.

The regional education officials were primarily interviewed to acquire an over all picture
of the decentralization process in the region. Subsequent interviews were then conducted
with parents and members of local (Kebele) government bodies (LGB). In particular, the
task of data collection from 7 members of LGB and 12 members of school parents'
committee in 2 Woredas in ONAZ was assisted by interviewer who had been translating
the Ambharic version items into Oromiffa and then (the responses) into Amharic. In the
end, the data and information were categorized and integrated with global perspectives on

decentralization and ‘observable situations of the schools as well.



1.7.5. Data Analysiy

The major contents of the data and information drawn from the respondents were
translated and analyzed in relation to global concepts and practices of decentralization. In
doing so. the following statistical tools were employed. These comprise: percentiles and
simple mean to present the hichlights of the information. rank correlation to compare the
power of the major stakeholders in school management and, the chi- square test to
examine significance of differance among the data gained from the different categories of

the respondents.

1.8. Definition of Operational Terms
Administration and management: Both are used interchangeably to denote management
of educational nstitutions in promoting teaching and learning process (Campbell etal.,

1983: 1).

Authority and power: In an organizational setting, both refer to the prescribed roles of
individuals, groups or institutions to guide or influence the beliefs and actions of others
towards the fulfillment of organizational objectives (Weihrich and Koontz, 1993: 292:

and Invancevieh and Mattesson. 1990: 347).

Local management: A\ site- based management whereby authority 1s delegated or
devolved to local governing body or schools m a decentralized form of government

(Levacic, 1995: 3-4).



Parents' Committee: A form of association of beneficiaries in the community to ensure
active participation of parents in development and execution of projects and in

management of schools (MOE, 1999: 14).

Primary School: An institution, which is organized to provide pupils with an eight-year
basic and general education: the school level comprises two cycles: first cycle (grades

1-4) and second cycle (grades 5-8) (TGE, 1994: 6).

Teachers' turn over: All forms of withdrawals from the school such as resignation,
transfer. demotion, promotion, etc. due to various reasons associated with the conditions

of work place. management and reward system (Stinner, 1970: 38).

1.9. Organization of the Study

This paper consists of four main sub- divisions. The first part comprises the background
upon which the hypothesis and purposes of the research are based. Following an overall
design of the research. various perspectives and practices of centralized and decentralized
systems are reviewed under the second chapter. The third one involves the presentation
and analysis of the empirical data obtained from the fieldwork and secondary sources as
well. Fmally. summary of the findings and their implications to the basic propositions are

embodied in the last unit of the study:.
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CHAPTER TWO
REVIEW OF LITERATURE
This part of the paper provides a theoretical framework to the conception of centralization
and decentralization. A svnopsis of global experiences and trends regarding
decentralization of education are also reviewed 50 as to deduce lessons for examining the

status of decentralized management of primary schools in the Ethiopian context.

2.1. The Concepts of Centralization and Decentralization

The 1deals of centralization and decentralization are closely associated with the extent ol
authority dispersion and control drives of those concerned about a work organization,
which. inturn. have been major issues of argument among the proponents of
organizational management theories. In general. the classical administrative theory and
human relations theory hold extreme positions regarding the degree of control and
decision-making authority of subordinates. The former emphasizes on strict control and
limited involvement of emplovees in decision-making while the latter tends to favor the
laissez-fair  administration  for  optimum  workers' satisfaction and organizationil
etlectiveness (Owens. 1998: 7-15: Bush. 1986: 31-2: Miner. 1985: 64-7: Tvson and York.

1996: 28-9: Organ and Bateman. 1991: 11-3).

In the contemporary development of organizational studies. the systems theory takes a
mid-point between the earlier extreme managerial trends. This approach recognizes the

need for the discretion of authority to lower level management with basic standards to
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control the overall direction and development of a system. (Bush, 1994: 20;Davies and
Ellison, 1998: 10). Finally, though specific situations are basic determinants for an
organizational design, the contingency approach insists on the vital role of subordinates
and consumers in deciding school issues and directing (controlling) work behaviors. An
educational manager, from this perspective. is expected to design adaptable organizational
structure and thereby raising the creativity of his/her organization to accommodate the
dyvnamic environment (Webb and Norton, 1999: 56: Daft, 1992: 360). Hence, the degree
of authority discretion and empowerment of operational employees in educational
mstitutions decreases orderly from the extreme humanistic perspective through systems
and contingency management theories. and upto the highly formalistic and rigid trends of

the classical management theory.

2.1. 1. Centralization

Centralization of authority, according to Sharon and Muncey (in Freiberg, 1999: 108), 1s
described as "the locus of authority to make decisions affecting the organization." In this
perspective. centralization is directly associated to a rigid formal structure of organization

which restricts the freedom of subordinates in deciding and performing their task.

Another perspective. in dealing with the current demands of organizations to manage
change. defines centralization as the design of an organizational structure in such a way
the central (top level) management executes the key tasks of the organization towards the

fulfillment of prescribed missions and objectives of the institution. Thus, basic issues like



“finance, business development, resource acquisition, and corporate strategy and
management development” are the responsibilities of top executives (Carnall, 1995: 23-
4). In this regard, authority is not absolutely concentrated at the center. When it does, in
special demanding situations, technical experts at the operational level would be
authorized to make functional or professional decisions about day-to-day routine activities

(Ferry in Hall. 1982: 115).

2.1.2. Decentralization

Decentralization. in a narrow sense. 1s associated to the distribution of responsibilities
and/or accountability among organizational members with an increment of specialization
and expansion of the organization. But, the concept of decentralization should include
deliberate delegation of authority to lower level units of any organization so that they can
make their own managerial decisions autonomously (Rashid and Archer, 1983: 153:

Weihrich and Koontz, 1993: 301-9).

In the above definition. the decisional role of other stakeholders (from the social,
economic and political milieus) are not indicated though a sense of political aspirations is
implicitly addressed when the higher management body intends to empower employees at

the grassroots level.

In a broader sense. decentralization refers to "any transfer of the authority to plan. make

decisions and manage public functions" from central government to any lower level unit

22



with a relatively independent organizational autonomy" (Rondinelli, 1981: 137). The term
is explicitly defined in the USAID (1997: 3) document as:

The transfer of legal, administrative and political authority to

make decisions and manage public functions from the central

government o field organizations of those agencies,

subordinate units of government, semiautonomous public

corporations.  area-wide  developmental — authorities,

Sfunctional — authorities, — autonomous local — governments,

communities or non-governmental organizations.
These definitions indicate that decentralization requires an overall reform in which the
multitudes of internal and external variables of an open system (like schools) do play their

part in the decision-making process to a certain degree (Ayalew 1995a: 10; Conyers,

1983: 103-4).

2.1.2.1. Types of Decentralization
Variations of decentralization are generally attributed to the extent of authority discretion
and the levels or sections to which such accounts are assigned (Rondinelli, 1983, Fiske,

1996: Conyers. 1983).

Political —and  Administrative decentralization constitutes one category of
decentralization types. Political decentralization, on one hand, refers to the shift of
decision-making power from the center down to the grassroots level so as to create semi-
autonomous government sections. It aims at empowering both the operational employees
and the local government including the public in the localities. The focus of this

mnovation is, thus, to gain public support and thereby strengthening the governance



power of the nation. Administrative decentralization. on the other hand, emphasizes on
delegating  managerial authority and responsibilities to subordinates or partially
authorized units within a given system. In this form of decentralization, political authority
remains in the hands of top executives of a particular system with little intervention of
local politics and community in designing and implementing organizational tasks

(Ayalew, 1995b: 9-10).

Another classification of decentralization consists of three different forms that are
distinguished by the degree of authority and/or responsibility dispersion from a central
covernment or a particular svstem to any sub-system. These comprise: deconcentration,
delegation and devolution. Privntizn;ion is also taken as another variation of devolution

(Rondinelli, 1981: 137-8; Hanson, 1996: 25: Conyers, 1984: 187).

Deconcentration is the transfer of administrative responsibility from the top to the lower
levels of the hierarchical structure of government agencies or organizations. It often
relates with the expansion of branch offices mainly for the purposes of reducing burden
on the center and enhancing the efficiency of a complex system. In this Kind of
dcccnl;m[i'/.;llion, exceution  of decisions and  controlling remain manly as  the
responsibilities of the top-level management while he deconcentrated units are hmited to
(ollow-up the implementation of tasks. Heneeo authority. in real sense. 15 not dispersed in
such form of decentralized management (Bray. 1985: Hanson, 1989: 42: Malpica. 1995:

9. Conyers, 1985: 102).



Delegation refers to the shift of decision-making authority from higher to lower level of
managerial hierarchy. While the delegated institutions or units of a system are ultimately
accountable to the outcomes of decisions, they have internal autonomy to execute the
tasks assigned to them Dby maintaining direct report relationships with the top
management. Politics of government sections (iln parallel to the delegated authorities) do
also take part in decisions to the extent the delegated institutions are authorized. Decision-
making authority in this form of decentralization is, thus, meaningful unlike the mere
assignment of worklcads in a deconcentrated management system (Hanson, 1996: 25;

Ayalew, 19950b: 10).

The third and, probably the most, pervasive form of decentralization is devolution. It
often resides with comprehensive changes of both organizational structure and authority
in a highly decentralized management system. Establishment of sub-national units of
governance with extensive and legally devolved responsibilities and authorities are the
major distinguishing features of this form. Autonomous units, like regional states in a
decentralized form of a system. are thus. authorized to operate almost all functions in their
localities without violating national policy, directives and standards (Rondinelli, 1981:
137-8 and 1983: 189; Ayalew, 1995b: 10: Hanson, 1996: 25-6; Govinda, 1997: 6-7:

Rondinelli, Nellis and Cheema, 1983: 24-5; Conyers, 1983: 102).

Privatization, as a variation of devolution, is another feature of decentralized systems in

which private and public organizations compete under broad national frameworks and



free market economy (Caldwell and Spinks, 1992). Yet, some writers underestimate its
application in education, particularly in developing nations for various reasons associated
to economic, political and social conditions of a system (Govinda, 1997: 7; Hanson, 1996:
25-6; Ayalew, 1995, 10; Madden, 1992: 21). Poor economic background of clients is, for
example, the major impediment to employ such market mechanism to education. Because
parents couldn't afford the cost of education mostly determined by private investors to
gain profit and to compensate the heavy expenditure of school construction as well

(Govinda, 1997).

Related models of highly decentralized (devolution) educational systems are also
indicated on the basis of world experiences in the late twentieth century. Some of thése
include the market model, the charter model and the local support model. These forms of
governance are essentially reflecting the idea of self-management of schools with
substantial autonomy of the schools depending on local needs and broad national goals
(Caldwell and Spinks, 1992: 192-3). Inspite of certain variation among such forms of
management, school- based management (in the USA), local management of schools (in
the UK) and self-management of schools (in the Australia and Newzealand) have been
devised inorder to ensure increased efficiency, curriculum relevance and effectiveness of
schooling through the active involvement of teachers and clients in the decision-making

Process.
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2.1.3. Centralization Versus Decentralization

In general sense, there is little disagreement regarding the importance of decentralized
management of systems. Indeed, extreme notions of centralization and decentralization
have had nothing to do in the history of real management practices even in the traditional
thinking as there has been a sort of delegation to lower level experts or managers,
particularly when industrialization and size of organizations have remarkably increased
since the early twentieth century. Yet, the degree of centralization /decentralization,
especially with respect to efficiency, quality, equity and effectiveness are still crucial
matters of argument among theoreticians and practitioners (Govinda, 1997. Thompson,

1995).

2.1.3.1. The Rationule for Centralization
Various justifications for the widely use of centralization are presented in different
contexts. However. the claim tor better standard, managerial efficiency, equity, unity and
quality are often taken as the main reasons to retain power at the central (top) level of
management. Maintenance of equitable distribution of resources, expansion of schools.
national standard and educational quality are, thus, supposed to be promising when top
management with its adequate expertise perform nation-wide planning, budgeting
curriculum development and controlling functions. It is when the central ministry timely
regulates the educational functions that efficiency for higher productivity is achieved.
Otherwise. delegating such roles to the lower (local) levels is wastage and thereby

resulting in regional disparity, paternalism and decline of educational quality as a



consequence of weak and inexperienced personnel in the localities (Ayalew, 1995,:3;

Aggarwal, 1997: 49: Holmes. 1985: 10; Werline, 1992: 229).

Therefore, the arcuments in favor of centralization can be coined with two major points
including maintenance of balanced development across the whole nation and effective
utilization of resources with grater accountability and reduced wastage. This, intumn,
indicates the mmportance of centralization as a cost- cffective management strategy
through the central competent personnel often acquainted with a wider global perspective
and well-aware of organizational (educational) missions in the light of the socio-

economic and political systems of the whole country (Weiler, 1990; Carnal, 1995).

2.1.3.2. The Rationale for Decentralization
The argument between the proponents of centralization and decentralization are often
reflecting a diametrically opposite views (though some take the medium position)
recarding the issues of equiy. efficiency and quality. Nonetheless. the arguments for
more decentralization of education are baldly attributed to the motives of nations
(svstems) with respect to ideological. political, economic. administrative and pedagogical

1ssues (Ayalew. 1993a: 4-5: Malpica, 1995: 7-8).

Regcardless of various reasons emphasized by advocates and/or writers in different
contexts. the justufications for decentralized management are essentially conveying

similar messages. Thus. the major motives to claim for increased decision-making

)
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autonomy (devolved authority) of lower or local level management in the light of
organizational effectiveness and development can be synthesized as follows:

I. Decentralization can minimize burden from the top managerial positions,
particularly in complex organizations. This will give the senior management the
opportunity to deal with developmental activities or strategies so as to enhance
growth and creativity of the organizations along with the progress and impact of

the supra system on the functions and outputs of the work concerns.

I~

Delegation serves as a training ground for managers thereby promoting sustainable
management system. It dissolves the dependency feeling of implementers (at the
grassroots level of organizations) and helps them to put more effort to adapt the

changing situations.

J

3. In a decentralized management, decisions will be flexible, adaptable and nearer to
the real needs of clients since the operational managers and professionals are
continuously and directly involved in realizing the desired objectives. This will
enhance better achievement for there is significant difference between the notion
of what should be (principle or theory) and what is happening (reality or practice)-
mainly confronting or resting on the shoulder of the inc-umbents or implementers.

4. Higher degree of discretion of decision-making authority may help contribute to

both consolidation of governmental authority and satisfaction of subordinates.

Thus. open communication; group decision-making and collegial - supervision

(mutual coordination) in a democratic atmosphere of decentralized management
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system can enhance creativity and commitment of employees towards their
profession and organizational objectives.

5. Decentralized structures can facilitate managerial efficiency since they give the
operational managers the opportunity to deploy the easily available local resources
and to execute decisions rapidly unlike the delayed dictatorial directives of
individuals at the apex of the organizational hierarchy. When authority is
devolved, mputs from the consumers (community) can enhance developmental
endeavors of government thereby facilitating the implementation of tasks (Bray,
1985 and 1984; Rondinelli, 1981; Carnall, 1995; Rashid and Archer, 1983;
Florestal and Cooper, 1997, Conyers, 1983; Govinda, 1997; Aggarwal 1997,

Greenberg, et.al., 1995; Winkler, 1989; Preston, 1995).

However, the argument whether decentralized or centralized model of management is
commensurate to effectiveness of schools is underway in searching for the proper mix of

local autonomy and accountability (Malpica, 1995: 160).

2.1.3.3. Finding the Balance
Successful achievement of organizational objectives is not merely attributed to
decentralizing a system for there is no centralization in absolute sense (Bray, 1985: 194).
The issue is maintaining balance between these extreme forms of management depending
on the existing circumstances in a given context (Malpica, 1995: 160; Hallak, 1992: 10-1,

Carnall, 1995: 23: Werline, 1992: 233; Fiske, 1996: 10-1). "Hybrid system which



gradually divided responsibilities between the central systems, the local administration

and the users appear the most attractive" (Hallack, 1990: 274).

Carnal explains that centralization and decentralization appear as a "cyclical process"

depending on demanding condition. He states:

In good times when markets were  growing,  organizations
decentralized to encourage local initiative in what might be varied
local markets and circumstances. In tougher periods when markets
were tight' and income  generation a problem. organizations
centralized inorder 1o grain greaier control over expenditure,
employment policies and so forth (Carnall, 1995: 23).
In this notion, decentralization, when there is low demand on output or when resources
are scarce, may lead to wastage unless resources are wisely utilized by the better expertise
of the central management. The intervention of top-level executives in controlling the
decisions of subordinates (or localities) is supposed to be vital to maintain standard and to

control wrong decisions of localities, particularly where there are inadequate expertise

and resources (Florestal and Cooper, 1997 6).

Greater autonomy (self-management) in schools can bring about improvement in teaching
and learning as it. for instance, did in Australia. In the experiences of some states in this
country. the commitment of teachers towards their profession has raised as a result of the
decision-making autonomy provided to them, especially in developing specific

educational programs in their localities depending on national policies and contractual

31



agreement between the central ministry and school governing body (Caldwell and Spinks,
1992: 71-2). However, the overall effectiveness (success) of schooling is significantly
dependent upon broad and specific attributes in a particular context. These among other
things, may include continuous training and monitoring by central agencies as well as
coordinated efforts of those concerned in education in the processes of goal formulation,
planning, organizing, directing, evaluating and controlling (Govinda, 1997: 31; Reynolds,

1997: 25; Murgatroyd and Morgan, 1993: 60-1; Cummings, 1998: 474).

Important implications of the eclectic model to the management of education in Ethiopia
can, thus, be noted along with the peculiarities of educational institutions. On one hand,
the conservative nature of schools to preserve social culture, long tradition of bureaucratic
system, and the pervasive value of education for' an overall national development
(Campbell, et.al., 1983) may impede to immediately implement highly flexible and

decentralized model in schools.

On the other hand, the dynamism of techno-science and market situations may call for
adaptable structure and management of schools along with the specific desires of
diversified localities and professional autonomy of the main actors (teachers) of teaching
and learning (Marks and Louis, 1999). Assessment of global experiences can, therefore,
help to deduce (acquire) lessons for what appropriate models ought to be applied to

address such dilemmas.



2.2. Global Experiences of Decentralized Educational Management

The influences of global democracy and development aids, political instability, motives to
gain public support and academics from various social and behavioral sciences have, by
and large, initiated many countries to adopt decentralization since 1970s (Govinda, 1997).
Yet, the forms employed and outcomes achieved were not, as such uniform across these
nations (USAID, 1997: Brint. 1998: Govinda, 1997; Malpica, 1995; Weiler, 1989;
Conyers, 1983; McCourt, 2000; Florestal and Cooper, 1997). Thus, the experiences of
different countries. particularly those which were not well- advanced interms of economic
development and decentralized management are reviewed inorder to deduce lessons to the

covernance of this poor nation- Ethiopia.

Mexico, Venezuela, Columbia, USSR and Hungary
The decentralization of education in Mexico was initiated from the top inorder to increase
managerial proefficiency at the operational level of administration. This reform was
announced by the federal government to the public on the basis of "coordination and
agreement” signed by both the central and regional states in 1987. Nevertheless, the
process of decentralization was hampered by the economic difficulties and rejection of the
change by the National Union of Education workers. It was suspended until subsequent
public discussions and the 'Education Act' made approvals in 1993. "Step-by-step transfer
of responsibility. propertiorship and financial power of regional governments" were the

basic legal provision of this act along with the progress of school management and

community role in the process (Malpica, 1995; Fiske, 1996). As a result of improved

‘-
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communication and closer supervision, efficiency of schools (interms of minimizing

dropout and repetition rates) increased (Fiske, 1996).

Decentralization in Venezuela was initiated mainly for political reasons after the end of
the dictatorial regime in 1958. Twenty state governments were, thus, established to gain
public support to the power of the central government. These units of the nation
(Including the seven relatively better authorized territories) were limited to routine
activities as a result of their poor economic background and little provision of authority,

which inturn, made them dependent upon the national government (Hanson. 1989: 43).

Major decisions such as the assignment (recruitment) of educational officials and experts
in regions and districts as well as key functions like planning, budgeting and controlling
were being executed by the central ministry of education. Coupled to this, the interference
of politicians and their claim for more power accelerated instability in the nation. These
problems. in addition to the financial constraints of the regions, had no vital outcome in
education with the exception of some political achievement during the ten-years reform

effort through decentralization (Ibid, 44).

In Columbia too. decentralization was driven by the desire of national government to
control the pressure of powerful tribal traditions and chaos created in the political system.
Decentralization was thus, publicly announced which paradoxically intended for local

efficiency with strict administrative control by the newly designed regional structure.



Thus, the ministry of education established 'Regional Education Funds Program’ whereby

authority is devolved to the partial- autonomous states of the nation. (Ibid: 45-6).

However, the implementation of this reform had confronted a lot of problems like lack of
finance. underemployment and unqualified teachers and hostility among politicians. In
response to such mmpediments. consensus between contradictory political parties was
made in sharing power for smooth functioning since 1980. Consolidation of the previous
structure rather than removing at once was one vital practice to reduce wastage. Step-by-
step change was recognized as a promising mechanism to maintain sustainability.
Recruitment of teachers emphasized on professional competency rather than mere
political assignment. As a result, the education structure was easily manageable as

opposed to the uncontrollable various pieces of educational offices in Venezuela (Ibid, 47).

Hence, non-revolutionized decentralization and political consensus are vital 1ssues to
accelerate educational functions and to reduce wastage. The revolutionized I‘eforlﬁ in the
former USSR is another counter-evidence to this fact. The hasty political measures of
decentralization taken in the USSR have had significant contribution to induce a lot of
problems in most of the dissociated states. Shortage of finance and political instability are
among the major hindrances. which had created disorder in the educational system of

such government (Avalew. 1995b: 12).

d

=l



Hungary. like the motives of Colombia, made an overall reform in the nation so as to
alleviate the political crisis and consolidate the power of the central government through
decentralization. Local governments are, thus, legally and/or formally authorized to
spectfy and’or establish their own educational programs and school systems. Most schools
were to be admimstrated by the local authorities with the support of central government's
fund in the 'form of block erants’. The assignment of principals was to be done on the
basis of teachers’ choice. Regulative role of inspection turned towards the collaborative

and supportive role of supervision (1bid.).

Nevertheless. financial dependency of the schools on the central government restrained
them to address their priorities and they were simply directed by the national
requirements associated to funding. Consequently. unfair competition among local
administrators to gain more amount of money had, at the same time, facilitated
managerial mefficiency and quality decline. In this sense, the effectiveness of self-
mzm.agcmcm of schools would be better if schools were empowered interms of capacity of

expertise and revenue generation and allocation independently (Govinda, 1997: 44).

s ' African Countrices
[nspite of certain variation m priorities as well as capacity of resources and infrastructure.
most African nations with decentralized system of education have significant extent of
common opportuntties and ditficulties. Thus. a document about decentralization i eleven

African countries mcluding Ethiopia has demonstrated  that the functions of policy



formulation, basic contents of curriculum, accreditation standards, recruitment and pre-
service training are often retained as the main responsibilities of the central management

(USAID, 1997).

According to the synthesized information of this document most of these nations were not
in a position to promote the decentralization process in the desired frequency due to lack
of infrastructure, madequacy of resources and trained professionals, and political
instability. Delayed and disorganized practices were partly created because of ambitious
plans (like in Ghana) and regional disparities interms of resources, tradition and expertise
(like m Ethiopia and Uganda). Problems of personnel structure (as in the case of
Zimbabwe, Ghana and Uganda), limited power and involvement of community in
schooling (Guinea and Namibia) were other mentionable impediments of decentralization.
Apart from this. the reform in Benin and Mali appeared to be in a good status interms of
structure. community involvement and integration of national and local governments
which. inturn. positively affected localized management of schools for increased

efficiency (LSAID. 1997).

Another study performed on Tanzanian education reform revealed that the general
frameworks of national curriculum is set at the center while "inter-curricular essences and
coverage” are commonly designed by both the upper and school level management on thz
basis of contractual agreement. This involves the integration of local needs and national

expectations and standards (Bishop. 1989).
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In the experience of Tanzania. expansion of primary enrolment was reported as a
substantial - achievement of the decentralized management of education. However,
considerable adversary effects were indicated. These include; lowering of quality, the use
of unqualified teachers. shortage of school equipment and an increase in class size.
Besides, decentralization i this nation "has resulted in the creation of local bureaucratic

machineries for control rather than in greater participation in decision-making." (Ibid - 195)

As regards to the practical problems of 'top-bottom' initiated decentralization, it was
indicated that devolution (delegation) of authority to the local management level had been
madequate i many African nations and other developing countries during the 1970-1980.
In these nations, the decentralized units were explained as an ex-tension of the central
eovernments having deconcentrated tasks without real decision-making power. They were
more or less serving as disseminators or translators of centrally decided issues since they

had little control over important resources like finance (Conyers. 1983).

Mustrative countries (in Africa. Asia and Latin America) experienced with such limited
decision-making autonomy of localities. in the name of devolution. were reported. These
include: Ghn‘n:'l. Tanzania. Srilanka (Conyers. 1981). Costarica. Philippines. Papua New
Guinea (Brayv. 1983) and some states of South Asia and Latin America. Nepal. and

Brukinafaso (Govinda. 1997).
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Lessons Gained
Experiences of different countries with decentralized system of education have showed
that neither centralization nor highly devolved authorities are by themselves adequate to
achieve effectiveness and development. Successful decentralization, in general, resides
with the capacity of systems to exploit, direct or modify multitude of opportunities and
challenges along with the determination of processes and outcomes that should be
subjected to innovation and development (Malpica, 1995;_ Bray, 1985; Caldwell and

Spinks, 1992; Conyers, 1983; Govinda, 1997; Lewin, 1991).

The fundamental problem to implement and sustain educational decentralization often
begins at its outset. In many nations, decentralization is initiated from the top to address
mainly political motives (such as in Venezuela, Columbia, USSR, Hungary, Chile and
Brukinafaso) (Hanson, 1989; Ayalew, 1995;,; Govinda, 1997). While this practice' had
helped (these and other countries) as a legal framework to strengthen local authority, its
implementation was greatly challenged by the dissatisfaction and/or reaction of
subordinates, politicians and clients. The claim for more power and hostility among
political parties (in countries such as Columbia and Venezuela), the rejection of the
change by the National Education workers and tribal governors in Chile and greater
opposition from teachers in Argentina (Malpica, 1995) are some illustrations which

impeded the desired progress of the top-bottom introduced decentralization.



However, careful planning by policy makers has had vital lessons to maintain standards
and national integrity (like in Tanzania, Mexico, Mali and Benin) unlike the chaos
experienced by Brazil, Ghana and Uganda (Bishop, 1989; Fiske, 1996; Malpica, 1995;
USAID, 1997). Yet, involvement of implementers (and others who take stakes in
education) and open communication are vital to secure acceptance and implementation of
the introduced educational reform. Infact, public discussion and consensus among
different stakeholders were important inputs to facilitate the implementation of central

government's plan for decentralization in such countries as Tanzania, Columbia and Spain

(Hanson, 1989).

Related to the top-bottom initiated reform, the mis-match between responsibility and
devolved authority to lower level management had limited the power of implementers to
address local prioritieséoupled to this, decentralization was nominal for there was little
imvolvement of beneficiaries in the management of schools in the experiences of many
developing countries like Guinea, Zimbabwe, Uganda (USAID, 1997), Papua New
Guinea (Bray, 1985) and Venezuela (Hanson, 1989). Thus, the operational management
and clients had hardly participated in such 1mportant functions as curriculum
development, budgeting and recruitment of teachers which, inturn, would widen the gap

between the contentions for local autonomy and centralized management of education.

Another problem of decentralization-which often impeded the sustainability of

decentralization in many countries such as Tanzania, Columbia, USSR, Hungary, Chile,
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Argentina, Brazil, Paua New Guinea and Uganda- reéides with the inadequacy of
resources, shortage of finance, poor infrastructure, lack of equipment and unqualified
teachers and other personnel. Nonetheless, inspite of the fact that scarcity of resources are
the potential hindrances of decentralization across the world, many authorities contend on
the need for continuous redesigning efforts of government (like some of the South Asian
and Latin American countries did) rather than restricting basic meanness to empower
localities for mere reasons of insufficiency of resources (Govinda, 1997; Malpica, 1995;

JSAID. 1997): Malpica. 1995: Bray, 1985),

A third, probably the most. crucial problem- which could create disorganized efforts
(outcomes) of stakeholders and. as a result, might have aggravated the potential hindrance
role of scarce resources in developing countries- is the revolutionized (hasty) innovation
plans of nations to induce decentralization of education once for all. The experience of
former USSR iterms of both political dissociation of regions and economic crisis is a
typical example to the negatve effect of hastily adopted reform (Ayalew, 1995b). The re-
designing efforts of Chile and Brazil to induce the change on a small-scale basis are other
lessons, which demonstrated better progress of the non-revolutionized decentralization

(Malpica, 1993).

In the decentralization process of some countries (including Argentina, Columbia, Papua
New Gunea and Ghana) rewional disparity was another impediment to realize equity and

quality of education. Besides. lack of consensus between the needs for professional autonomy
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and political intervention had hindered the positive felling and efforts of teachers and school
adminstrators This problem together with uncontrollable expansion of schools had resulted
in the decline of educational quality in countries such as Tanzamia, Venezuela and Chile

(Hanson, 1989, Malpica, 1995, Bray, 1985, Bishop, 1989, USAID, 1997).

As regards to the effectiveness of decentralized management (self-management) ot schools.
considerable achievements are reported. Amonyg these, better admmistrative performance in
the payment of teachers salary and icreased expansion of schools (enrolment) were attained

through the decentralization practices of Papua New Guinea and Mexico (Fiske, 1996).

Improved operation of the new structure and better educational progress of pupils.
through the use of local languages as a medium of instruction in the lower level of
primary schools éf Papua New Guinea, were reported as other pos;iti\fe impacts of
decentralization (Brav. 1985). Like wise. increased test scores was achieved as a result of
the adoption of decentralizauon into the education systems of Brazil and Newzeland

(Fiske. 1996).

In weneral. experiences of many countries have shown that successful educational
decentralization depends on nuscellancous auributes. Eventhough specific situations may
matter. the following pre- requisites can be svnthesized depending on the works ol

different authorities.



1/ Real decentralization involves the delegation of responsibilities with equivalent
authorities so that localities or semi-autonomous units would be able to make or
execute decisions on their preferences. This primarily requires legal provisions
with respect to structure, functions and power of localities to control over finance
and other resources.

2/ Excessive organizational structures and local authorities can aggravate wastage of
resources, administrative inefficiency and patem‘alism. Thus, to alleviate these
problems, the central ministries or state government need to established clear
guidelines and boundaries with significant intervention in such functions as

curriculum development, planning, training supervision and evaluation.

(5]

Changes need to be induce step-by-step (like Columbia and Spain did) to make
adjustments before crises (as Venezuela faced) is crated through revolutionized
reform.

4, In designing school systems, emphasis should be given on educational matters
rather than mere political reasons. The success of educational decentralization is
more likely when schooling is relatively free from the imposition of political
bodies (governing political party) and when consensus 1s formed among various
stakeholders. Unnecessary intervention of local politics in schooling can create
chaos and dissatisfaction of professionals at school level like in Ghana and
Srilanka.

5. Decentralization -1s helpful for educational expansion (Stewart, 1992: 20).

Adversely however, the issues of quality decline and disparity have been reported



as -the problems of many developing countries (like Tanzania and Papua New
Guinea). As regards to this, Brint (1998: 24) stated "Schools, in affluent
communities, can usually draw on the active support and participation of parents to
a greater degree than when they are located in poorer communities."

6. The support of central or regional state to the less-resourced localities (or schools)
would reduce disparity. But, then, without suppressing the preferences of localities
to address the requirements associated to the aid (grant) provision

7/ Successful decentralization requires the commitment of politicians, delegates,
planners, implementers (school administrators and teachers), and community. To
this end, carefully planned activities accompanied Dby transparency and
participatory decision-making involving all stakeholders of education are vital
strategies.

8, Adequate rewards need to be designed through the active involvement of
principals, teachers, parents and other stakeholders so as to secure acceptance of
decisions. (Thompson, 1995: 57, USAID, 1997 304; Govinda, 1977: 53-7; Hanson,
1989: 52-3; Conyers, 1981: 115-8; Conyers, 1983: 103-7; Bray, 1985: 188-194; Malpica,

1995: 260-9; Florestal and Cooper, 1997: 16; Dimmock, 1993: 3).
Yet, effectiveness of decentralization requires more than these generalized indices for

there are ample diversities and dynamic changes in the world with respect to political,

socio-economic, and technological development. Thompson (1995: 56-7), for instance,
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quotes Lauglo and Mclean to illustrate that "decentralization in many countries has not

improved either efficiency or local participation in management."

2.3. Development of Decentralization of Education in Ethiopia

This topic involves a brief historical review of educational management in Ethiopia under
two broad eras: 1) prior to 1991 and 2) since 1991 because, the history of educational
management in the country had no basic variation prior to 1991. It was characterized by

highly centralized system (Tegegn in Girmay, 1998).

2.3.1. Priorio 1991

The history of modern education in Ethiopia is traced back to the early 20" century during
the reign of emperor Menelik II. It had been mainly explained as a highly centralized
system since the secular western type of education is adopted in 1908. Beginning from the
establishment of the then Ministry of Education and Fine Arts in 1930, the Ministry had
taken the responsibilities of school organization and construction, administration,
mspection and controlling government schools in the whole country (Pankhrust, 1980).
Daily follow-up and eperational administrative tasks of the schools had been given to the
provincial and Awraja Educational Offices as per the order of 1943 and Amendments of
1966 which extended the tasks and the responsibilities of the modified form of Ministry

~of Education without significant change in the authority of provincial and Awraja

Educational Office (Teshome. 1979).



Stmilarly, there were no clear policy statements or directives to demarcate the
responsibilities of the deconcentrated (Provinces and Awrajas) units. The public had little
knowledge and contribution to the schooling process with the exception of paying
cducation tax laid by the government of the nation before and during the reign of Emperor
Haileselassie. In characterizing the educational system during this period, a perspective
stated:  "Admmistration was highlv centralized, flexibility and local community
participation were inhibited in cwrriculum planning, personnel and budget allocation and

control" (Teshome, 1979: 183).

In the course of time, the western type of education was unable to meet the increasing
demand of education by the public, \\"hich, inturn initiated different scholars of the nation
to complain on the irrelevance of the curriculum and inefficiency of the educational
svstem in the mid 1930's. The complaints of these scholars were mainly associated to the
low contribution of the borrowed curriculum, which focused on liberal education, to the
actual life of the agrarian society. Besides. the e.ducalion was an elitist in which children
ol the poor mass were unable to get the opportunity of learning. particularly to join higher
cducational institutions. The imperial covernment. thus. desiened the Fducation Sector
Reviely (ESR') ‘in 1971 to resolve the tenston created (Tekeste. 1990: 9. Sevoum. 1996 14)
The objectives of the ESR were pervasive. Sevoum (1996) added:

Theyv ranged from the provision of basic education 1o all. 1o

the developmen of sciennfic outlook. 1o equaliny of aceess o

ccucation; 1o the creation of an megrated society and 1o
narrowing dovwi the gencerations gap (1bid., p. 13)

16



However, the ESR remained ideal like the disintegrated efforts of scholars to change the
obsolete educational system. The failure of this educational reform was mainly attributed
to the camouflage exhibited by the imperial government and the non-involvement of the
major incumbents of the educational process including teachers, administrators, parents
and other scholars which, in addition to other socio-economic crisis, had led to the

overthrow of the imperial regime in 1974 (Seyoum, 1996; Tekeste, 1990).

With the coming of the Military government to power, the educational system of the
country was influenced by the eastern socialist democracy which significantly initiated
and extended committee work morder to raise community participation and indirect
suppression of the public servant. Determination of school fees or budget and appraisal
and punismehemt of teachers. for example, were the major responsibilities of the school
governing committee which iclude representatives of such associations (often guided by
verbal directives' of executives of the Ethiopian workers' Party) as peasants, vouth, town

dwellers and teachers (MOL. 1977 in Girmay, 1998).

The 'Evaluative Research of the General Education System in Ethiopia (ERGESE) was
supposed to be a major attempt at educational reform during the consolidated governance
period (1980's) of the 'Derg’ regime (Sevoum, 1996). This was a research project mitiated

in response to the educational crisis, which had perished in the country since long time

Ethiopian scholars mainly from the AAU and MOE were the main actors to conduct th=
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study for the purpose of improving educational quality in the light of creating an ‘all-

rounded socialist personality' (Ibid., p.20).

To this end, teachers, and students and, to some extent, parents had participated in
identifying the problems of schooling at both primary and secondaly education level.
Nevertheless, such effort was taken to be i_neffective because the public, including the
professional educators. had limited opportunity to make open discussion and determine
the education policy of the nation. Furthermore, the recommendation of the study- to
ensure active participation of the poor peasant society in the education system- was

explained as an ambitious strive or attempt made by the ERGESE project (Ibid., pp. 20-2).

The formation of some "autonomous regions" in the latter development of the regime was
indicated as another attempt to decentralize education and other sectors. However, the
management had been characterized as highly centralized and politicized system whereby
the Regional and Awraja educational offices and the school governing committee were
enforced only to implement the imposed policy, curriculum and operational tasks within
the boundary of strict (usually verbal) directives of members of the workers' party of
Ethiopia and/or the guidelines of the MOE in the Socialist Democratic Republic of

Ethiopia until the downfall of the government in 1991 (Tegegn in Girmay, 1998).
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2.3.2. The Present Case (Since 1991)

With the establishment of Transitional Government of Ethiopia (1991), fourteen regional
states were created through proclamation No. 7 of 1992 (TGE, 1992). It is after this
political measure, initiated by the motives of freedom, equality and self-determination
that decentralized educational organization and management have been legally
itroduced. In this design, sub-regional administrative units, including zonal departments,
Woreda and Kebele offices would be established on the basis of language and other socio-
economic criteria. Regions are authorized to formulate administrative structures as well as
to plan, direct and supervise social and economic programs without violating national

policies, standards, and laws.

In line with the political initiative, every region has, thus, been provided a great deal of
decision-making authority to enhance educational relevance, equity, access, quality and
problem-solving learning using mother tongue as medium of instruction in primary

schools (TGE. 1994: 29-30).

Currently. there are nine Regional Education Bureaux under the governance of the nine
modified forms of Regional states in the Federal Democratic Republic of Ethiopia
(FDRE, 1995a). Each Regional Education Bureau (REB) has organized Zonal Education
Departments (ZED's) and Woreda Education Offices (WEQ's) to guide and direct the

tasks of both primary and secondary schools.
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On the basis of classification of responsibilities among the educational echelons in this
nation, the Federal Ministry of Education has limited intervention in the educational
process with the exception of policy and standard formulation and technical collaboration
with regions when requested. The central ministry has limited supervisory role in
schooling at both primary and secondary levels. Regional Education Bureax are generally
authorized to manage educational programs excluding tertiary education which, inturn,
might have widened the variation of regions interms of educational access and

administrative capacity (Avalew, 1989).

Practically, some studies showed that Woredas and schools were hardly participating in
such developmental fun.clions as development of curriculum and planning educational
programs which, inturn. dissolves the worth of decentralization to address the real and
peculiar demands/interests of localities at the grassroots level. For instance, Girmay
(1998) has mentioned the findings of one st'udy made in Tigray in 1995. He states that
decentralization was merely transferred from -the center to the region. There was an
imposition on the lower level management and the public. Another study performed m
three regional states (Amhara. Oromiya and SNXP) has also indicated that the regional

.

education burcaux had become the destination of decentralization (Derbessa, 1999).

Furthermore. it was demonstrated that regional disparity has been aggravated as a result
of decentralization. Poor economic development. weak infrastructure and administrative

inefficiency were becoming severe impediments to enhance educational access, equity
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and relevance across considerable amount of regional states in Ethiopia and other African

countries (USAD, 1997). These problems may, thus, lead to the failure of decentralization
/

and wastage as confronted by Columbia and Uganda. Quality decline as observed in

Tanzania can also be expected as far as the inadequacy of resources and/or limited

capacity of the localities in this nation are concerned.

However, such studies conducted in Ethiopia had given less emphasis to assess the status
of decentralization at the school level which have been, at least. theoretically claimed by
advocates of self-management of schools mainly to foster relevance of education, local
intiatives and accountability through the involvement of various stakeholders, in general,

and active execution of decisions by school professionals, in particular (Reynolds, 1997).

The Amhara National Regional State (ANRS) is one of the autonomous governments in
Ethiopia (FDRE, 1995). Currently, the l‘egio-n consists of 12 administrative zones among
which three of them represent the minor nationality governance units. The education
structure i this region is organized in parallel to such governance system so that each

unit could manage schooling in his own sphere (AREB, 2002).

In designing the education system in this region, two attributes were considered. These
include: (1) professional or task identity, and (2) space dimension. Depending on task
resemblance, the education Bureau is subdivided into three departments and seven service

provision sections, On the basis of space dimension, three major management levels



(including REB, WED and School), three Nationality Education Desks, Bahirdar Special
Education Office, and seven zonal education branch offices are established. The
Nationality Zone Education Desks and Bahirdar Special Zone are authorized to manage
the educational programs (1-10) in their respective zones while the remaining zonal
education offices are limited to perform such routine activities as consolidation of
information, report and distribution of education materials (AREB, 2002) (Details in
Appendix 3). Whether such organizational design has had real ground and importance for

development in this region is dealt under the next two chapters.
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CHAPTER THREE
PRESENTATION AND ANALYSIS OF THE DATA
This section presents the analysis of the actual status of educational decentralization at the
operational management level in comparison to the interventions of various stakeholders
in schooling, with particular reference to the management and organization of primary
schools in ‘two adjacent zones of the Amhara Region. Global experiences on
decentralization and the Education and Training Policy (ETP) of Ethiopia are the basic
considerations in analyzing and synthesizing the empirical data mainly obtained from a

total of 382 respondents considered in the study.

3.1. Characteristics of the Respondents

The background of the respondents might have influenced the data as they do, for
instance, vary with respect to their roles and expectations from schooling. Some of the
salient characteristics of the respondents, particularly that of civil servants in the primary

schools and Woreda Education Offices are presented below (details in Appendix 7).

As regards to the educational dimension C(;msidered in the study, most (82.7%) of the
school personnel and 75% of the Woreda Education Officials (WEO's) were TTI and
diploma graduates respectively. Only 5 (26%) principals and 3 (23%) WEOQO's were. in
their respective order, qualified at diploma and bachelor degree level, which inturn,
invalidates the minimum education requirement to hold the managerial positions in the g

cycle of primary schools (diploma) and WEO- (1™ degree).
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Infact, the REB interviewees also explained that the Bureau was unable to acquire

adequately trained manpower, particularly for the Woreda Education Offices.

The data concerning years of service (see Appendix 7), indicates that 69% of the
management bodies at school and Woreda level had insignificant (0-5 years) service in
their current job as compared to the large majority (93.3%) of teachers who had been
teaching for 6 and above years. This inturn, may lead one to raise a question whether the
assignment and functions of educational managers have been accomplished on the basis
of the professional competency and experience. Suggestions of the head of department of

human resource development in the AREB, obtained during the follow up interview, have

addressed this issue.

Accordingly, frequent turn over of principals and, to some extent, managers of WED's
had been observed in the region mainly due to the previous ambiguity of directives for
assigning educational managers. In the mean time, however, explained the interviewee,
selection and recruitment of principals and WEO's were being accomplished on the basis
of definite criteria, associated to professional competency. Yet, this couldn't be practical
in a situation where professional decisions were influenced by LGBs (see Tables 2 and 3).
[t is, therefore. implicitly indicated that the problem of instability of managers has had its
own negative consequence on the development of institutional capacity like what

Venezuela experienced (Hanson, 1989).
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3.2. Responsibilities of the Academic Staff

The main responsibilities of teachers are associated with classroom instruction. Yet,
teachers, as per the ETP, are expected to play a comprehensive role in the whole process
of schooling. These include: curriculum development, maintenance of strong school-
parent liaison, teaching and research, and participation in the management of schools. The
responses of school personnel, i.e., the academic staff, regarding their actual role in such

issues are consolidated as follows.

The teaching load of the staff in the sample schools of the two zones was generally
similar as the average weekly periods of teachers were 27 and 25 in south Wollo and
Oromiya Nationality Administrative Zones respectively. Likewise, most teachers in both
zones were loaded with optimum periods (30‘peri0ds per week) expected from a subject

teacher (see Appendix 8).

The data consolidated under Appendix 8 also shows that 29-30 periods were assigned to
37.5% and 54.5% of the principals in Oromiya and South Wollo Administrative Zones
respectively. Similarly, 37.5% of the principals in the former zone and 18.2% of them in
the latter held less than 15 periods. In this respect, principals in the ONAZ might have had

better opportunity to accomplish their managerial tasks than principals in SWAZ had.
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However, the teaching burdens of principals are excessive in both zones in so far as the
mode and average periods are 23 and 27 respectively. Besides, the average load of other
members of school management committee (including vice principals, unit leaders and
department heads) in the two zones was 26, which, inturn, exceeds far beyond the
maximum periods (10-15 periods per week) expected from them as managers.
Consequently. time constraints might have hindered managerial roles expected from
teachers and principals, or else promoted at the expense of the instructional activities.
Infact, the lower involvement of teachers in management could, still, be attributed to the
low interest of teachers (59%0 on average) in the managerial responsibilities assigned to

them mostly without any compensation benefit (details in Appendix 9).

3.3. Financial Capacity

Matching the responsibilities of employees and/or participants of a work establishment
with an equivalent authority is a major issue of decentralization. A financial resource is,
among others, an essential input to empower personnel at the grassroots level of a system
(Hanson, 1989). Sustainability of autonomous decision-making power of localities and/or
schools cannot be ensured without a reliable source of income. The following data
illustrates whether the primary schools, under consideration, have had adequate revenue

from both internal and external sources.



Table 1 Revenue of Primary Schools by Source

No | Source of Zone Extent of Income
Income
Nothing Low Medium High Unknown Total
No Yo No Yo No Yo No Yo No Yo No Yo
I | School fee SWAZ 179 63.6 51 18.7 8 2.9 16 58 19 7 273 | 100
ONAZ 37 72.1 ] 2.3 3 3.8 - - 9 14 |79 100
Total 236 67 6l 17.3 11 3.2 16 4.5 28 8 352 100
2 Sclf-help SWAZ 81 29.7 117 42 8 40) 14.7 3 3.4 12 4.4 273 100
ONAZ 19 24 47 59.0 6 7.6 - - 7 9 79 100
Total 100 28 164 47.0 46 13 23 7 19 3 352 100
3 Government | SWAZ - - 74 271 145 3. |37 136 |17 6.2 273 100
budget ONAZ - - 23 31.7 43 344 3 6.3 6 7.6 79 100
Total - - 99 28 188 53 42 12 23 7 352 100
4 | Community SWAZ 19 7 . 83 30.4 156 57.1 |6 2.2 9 3.3 273 100
labor ONAZ 8 10.1 16 20.3 52 638 |- - 3 3.8 79 100
contribution | Total 27 49 99 28 208 39 6 1.7 12 34 352 | 100
3 Community SWAZ 31 1.4 120 44 D 274 |17 6.2 30 [ 273 100
monctary ONAZ 3 38 67 84.8 I 13 - - 8 10.1 |79 100
contribution Total 34 9.7 187 53.1 76 21.6 17 4.8 38 10.8 | 352 100
6 Aid from SWAZ 13 4.8 174 637 38 13.9 | 0.4 47 172 | 273 100
NGO’s ONAZ 7 8.8 24 30.4 33 41.8 | - 5 135 19 79 100
Total 20 5.7 198 56.2 71 20.2 1 0.3 62 17.6 | 352 100




The internal revenue of the primary schools since 1994, as per the suggestions of 80% of the
respondents in both zones, was meaningless to effectively run the educational activities.
Apart from this, governmental fund and community labor input were supposed to be the major
sources of income of the schools in both zones (refer to Table 1). Yet, it was indicated that the
schools did rarely get more than an average extent of support from such sources. Therefore,
successful decentralization without both adequate financial input and capacity of schools to

generate their own internal revenue would remain ideal as some nations in South Asia confronted

(Fiske, 1996, Malpica, 1995).

Further aspects of financial capacity of the schools, raised in items 5 and 6 (Table 1) were related
to the volunteer grants of community members and NGO's. In this regard, the primary schools in
the two zones did not receive sufficient support from both sources as 54.6% of the respondents
indicated. Therefore, unlike the expectations of the ETP, the local community has had little role
in supporting schools with salient resources like finance. Such problem might have been
attributed to the poor attitude of parents towards the value of primary education or poor economic

capacity of commonly members to support schools.

3.4. Decision-Making Autonomy
The central issue of decentralization is intertwined with the extent of decision-making power of
implementers and beneficiaries as compared to the roles of upper level management bodies of a

system. On this basis, different items were designed to assess the interventions of various

stakeholders in the management and organization of primary schools (see Tables 2-6).



Table 2

Bodies and Their IFunctions in Planning and Curriculum Development

Extent of intervention

No | Function Intervenin SWAZ \ ONAZ
8 bady Nothing Low Mcdium Iich Nothing Low Medium High
No Yo No Yo No Yo No Yo No Yo No %Yo No Yo No | %
1 Choicc of REB - - - - 25 9.2 248 90.8 72 91 7 Y - - - -
instructional ZED 219 | 80.2 54 19.8 - - - - 73 92.4 6 1.6 - - - -
medinm WEO 268 | 98.2 3 1.8 - - - - 74 | 93.7 3 6.3 - - - -
LGB 259 u4.9 14 5.1 - - - - 68 86.1 11 13.9 - - - -
School 273 100 - - - - - - 79 100 - - - - - -
2 Determimation of | RER - - - 13 1.8 260 932 6Y 874 10 12.6 - - - ;
curriculum ZED 315 | 788 | 38 | Tz 4 - - - 74 | $3.7 5 0.3 - I - - -
content WEO 218 | 79.9 55 20.1 - - - - 79 100 - - - - - -
LGB 2753 100 - - - - - - 79 100 - - - - - -
School 255 | 934 ] 6.6 - - - - 75 93 4 5 - - - -
3 Sclection of REB 15 55 44 16.2 (69 25.3 143 a1 40 50.6 39 | 494 - - - -
tecaching method | ZED 78 | 286 | 114 | 41.8 52 19 29 106 | 64 81 ) 19 - - - -
WEO 178 65.2 DRI 34.8 - - - - 66 83.6 13 16.4 - - - -
LGB 273 100 - - - - - - 79 100 - - - - - -
School 199 73 74 27 - - - - 71 89.9 8 10.1 - - - -
4 REB - - 19 6.9 1| 407 | 143 524 - - 6 7.6 23 29.1 50 | 63.3
School ZED - - a4 21.6 105 38.5 109 399 - - 16 20.3 24 30.4 39 | 493
expansion plan WEO - - 63 238 108 394 100 36.0 14 17.7 22 21.9 43 54.4 - -
LGB - - 22 8 119 | 43.6 | 132 | 48.4 - - 11 14 41 51.9 27 | 341
School 27 9.9 213 8.7 3 14 |- - 15 19 60 75.9 4 5.l - -




Determination of medium of instruction, curriculum content and teaching methods were
almost the exclusive responsibilities of the AREB in the primary education of SWAZ.
The REB had also significant extent of ntervention in school expansion plans in both
zones. In contrast, the Bureau had httle role in the choice of medium of instruction, and
development of curriculum for lessons conducted through Oromiffa language in ONAZ.
Almost all (93%. on average) of the respondents in this zone showed that any

management body in the region had hardly participated in these functions. (See Table 2).

Similar response was given by both the REB and parent interviewees as regards to their
hittle involvement in the process of curriculum formulation and choice of medium of
instruction in ONAZ. The curriculum for social science and language subject. explained
the tormal education section head in the AREB, were merely copied from Oromiya

National Regional Government for the simple reason that most pupils in the nationality

zone and Oromiya region have identical vernacular language.

Above all. the deconcentrated management level (ONAZED). in the light of the ETP
desires. for self-=managemenr: of nationalitv: zones. had done nothing in the process of
curriculum Llc‘\clmnncnt thoteh poor involvement of ZEO. WEO and school management
in this issue was also an inherent problem in SWAZ (refer to Table 2). Consequently.
oreanization ol the special education zone (ONAZ) has had no value to ensure relevance

of education and public mvolvement upon which advocates of” decentralization contend

(Fullan. 1991).
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The mentionable participation of the lower level management bodies, excluding school
management, was associated to the expansion of primary schools. In general, medium extent of
decisional role of ZEO, WEO and LGB in school expansion plan was indicated by significant
percentage (30-30) of the respondents in both zones. However, school expansion plan was, to
large extent, influenced by the demand (or political directives) of LGBs and approval of the plan

by the REB.

As a consequence. different impacts of this intervention of LGBs in schooling can be raised. First
the goal of universal primary education can either be facilitated or hindered depending on the
demands/attitudes of both the LGBs and community towards education there by aggravating the
problem of inequitable development among different societies. Second, the limited financial
capacity of both government and the community may not enable to build more schools furnished
with adequate equipment and teaching materials, which inturn, would lead to the decline of
educational quality as it. forinstance, did in the experience of Tanzania. Finally, critical shortage
of trained teachers would impeded both the q'uality and quantity of education when visionary
management is lacking and/or if schools are expanded for the mere reasons of universal primary

education and pohtical motives.

Thus, some schools with very low enrolment rate and inadequate facilities of teaching equipment
(such as Hedo primary school in ONAZ, Abahalme primary schools in SWAZ and many other
schools in rural areas), on the one hand, and very large class size (like in Kidame Gebeya
complete primary school and Etegemenen primary school in SWAZ) as a result of shortage of
teachers and classrooms, on the other, might have been attributed to the lack of both visionary

plans and integration of various needs and real opportunities existing in the system. Decentralized
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management of schools requires a collaborative input of professionals, implementers and clients
in the processes of planning. directing, organizing, evaluating and controlling (Reynolds, 1997;

Murgatroyd and Morgan. 1993 Lilvquist, 1998)

The degree of control over the school personnel by the different management bodies, was not
uniform (see Table 3 below) The chi-square test (p< 0.05, x* = 0.2) did also show such variation,
particularly with respect to the recruitment function at Regional, Zonal and Woreda level
Accordingly, authority over recruitment of teachers was generally decreasing down the
organizational hierarchy unlike the current formal authority provided to the WED. This inturn,
indicates that the higher management bodv had low commitment to empower the local
management units. Successtul implementation of decentralization without the provision of

adequate authority to the operational management would remain ambitious like what Venezuela,

Guinea and Namibia confronted (Hanson, 1989; USAID, 1997).

As recards to the role of the management bodies in the training of teachers. the REB took the
upper hand tollowed by signiticant extent of authority of Zonal and Woreda Education Oflices i
the two zones But. the role of the REB in this function seems to be reduced in ONAZ. may be,
due to the trend to make this zone more autonomous than the other deconcentrated Zonal
Education Desks. Infact. a reflection of this notion could be illustrated by the formation of

rescarch and training section i the structure of Nationality Zones. Nevertheless, whether such

zones were ina positon to do so remains in question for they had madequate manpower
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Organization of local administrative structures and/or authorities with inadequate
managerial expertise can aggravate wastage of resources and managerial inefficiency as

well (Carnal, 1995).

Furthermore, the school management had no significant participation in the training
function. Thus, low emphasis was given to the share of experiences and on-the-job
coaching among and in between members of schools in both zones. This practice is,
therefore, contradictory with the worth of decentralization to empower the local
management thereby exploiting the existing opportunities with minimum government

intervention (Malpica. 1995).

Unlike the experiences of the stakeholders in the previous personnel functions, appraisal
of teachers was mostly executed at Woreda management level and, to some extent, at
school level. Yet. the role of departments ~a11d teachers in the appraisal process was
insignificant in both zones. This. inturn, may indicate that self-appraisal has little formal
basis upon which most incumbents could claim for autonomy. Indeed. Such complaints of
teachers on external influence could reside with the significant extent of engagement of
the LGBs in appraising teachers in the two Zones. In such situation, where excessive
intervention of local politics persist. sustainability of localized management and
satisfaction of the incumbents and/or implementers could not be ensured like what Chile

and Brukinataso experienced (Govinda. 1997).
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Table 4

Degree of Involvement of Educational Authorities in Controlling Primary Schools

Lxtent of Intervention

No Function Inter veining SWAZ ONAZ
body Nothing Low Medium High Nothing Low Medium Hish
No Yo No % No % No Yo No Y No % No %o No Yo
| Budgetary control R 23 R4 92 38,7 158 579 18 22.8 41 51.9 20) 253
ZED - 102 37 120 44 51 19 - - 27 34 17 22 a5 44
WIED 59 22 69 25 87 32 58 21 8 10 39 49 26 33 6 R
LGB 100 38.4 122 44.7 46 16.9 5 1.8 38 48 23 29 18 23 - -
School 232 35 41 15 - - - - 75 95 4 5 - - 2 2
-2 Evaluation of teacher- RED 255 93 1R 7 - - - - 78 OR7 1 1.3 - - - -
made test 21D 258 | ®i 25 9 - = . p 72 91 7 9 - = B )
WIED 227 83 46 17 - - - - 74 94 15 6 - - - -
LGB 273 100 - - - - - - 79 100 - - - - -
School
Management 148 54 125 46 - - - - 43 545 36 45.5 - - - -
Department - - 82 30 132 48 39 22 - - 23 29 39 49 17 22
Teachers - - - - 55 20 218 80 - - - - 11 14 68 86
3 Monitoring REB 125 46 79 29 69 25 - - 71 90 8 10 - - - -
performance of schools ZED 137 30 95 35 41 15 - - 47 60 20 25 12 15 - -
WED - - 57 21 120 44 96 33 - - 18 23 33 42 28 35
LGB - - 191 69 82 31 - - - 50 63 29 37 - -
School - - 212 78 61 22 - - - - 23 29 36 46 20 25
4 Controlling REB 247 | 90.3 26 9.5 - - - - 76 96 3 4 - - - -
performance ol ZED 217 | 795 36 20.5 - - - - 68 86 11 14 - - - -
principals WED - - 83 30 70 26 120 | 44 - = 19 24 22 28 38 48
LGB 59 22 94 34 120 44 - - 14 18 20 25 45 57 - -
School 15.2 734 11.4
Management - - 103 38 150 55 20 7 - - 12 38 9
Department 16 6 222 &1 35 13 - - 8 10 71 90 - - - -
Teachers 251 92 22 8 - - - - 75 93 4 5 - - - -
5 Promotion policy REB - - - - 120 44 153 36 - - 20 25 19 24 40 51
ZED - - 151 55 56 21 66 24 - - 4% 60.8 22 27.8 9 11.4
WED - - 166 61 35 20 52 19 - - 59 74.7 14 17.7 6 7.6
1.GI3 253 93 20) i) - - - - 68 86 11 14 - - -
School 171 63 102 37 - - - - 59 73 20 25 - - - -

(7))
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Table 5 Approaches Adopted to Decision- Making When School Management Encounters with Conflicting Interests

SWAZ ONAZ
No | Final measure of  school
management (o execute tasks
Not at all Sometimes Mostly Always | Not at all | Sometimes Mostly Always
| No Yo No Yo No Yo No | % /| No Yo No Yo No Yo No Yo
I Implement the decisions made by ‘
teachers' conference 209 80 54 20 - - - - 59 | 82 13 18 - - - -
2 Implement the decisions of school 217 | 825 | 46 | 175 - 2 - - 36 | 78 16 | 22 - - - -
management commitice
3 Principal makes [inal decision 252 V6 11 4 - - - - | 63 90 4 6 3 + - -
individually
4 Apply the directives of WED - - 70 26 176 | 67 I 12 92 25 5 7 51 70. T | 97
8
5 Perform on the basis of political - - 20 7 196 | 74 | 47 | | - - - - 66 3 6 8
dircctives . i 8
06 Implement what school board decided - - 202 | Ti 61 23 - - - - 52 | 72 | 17 | 24 3 4
7 Declay the decisions until consensus is 29 174 | 66 27 | 37. | 45 | 62.
made among dilferent stake holders - - 77 12 [ 5] - - 5 5 - -
8 Open discussion and decision collectively | 187 70 76 30 - - - - 34 |75 | 18| 25 - - - -
with school community and external
beneliciarics
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Teachers’ conference was not employed as a mechanism to influence actions as the large majority
(81%. on average) of the respondents affirmed (refer to table 5) Like wise, both the school
management and principal were supposed to have little power to execute decisions alone
Decisions. as per the responses ol 71% (on average) of the school personnel, were mostly
translated into actions depending on the directives of local political leaders and Woreda

Education Officials

In the recent modified directives for the organization and management of schools in the
recion, school board 1s the upper governing body of its respective school. In practice
however, its decisional role was undermined as most (75%, on average) of the respondents
asserted (see table 5 above). The internal management bodies formally authorized to manage

schools were, thus, under high pressure of the local government (political) bodies.

Moreover. 1t was indicated that decisions were mostly delayed until consensus was reached
among various stakeholders. Nevertheless, real consensus remains in question for there had
been Iittle expernience to make transparent and collective decision-making. With the exception
of 27°% of the school personnel, the remaming respondents affirmed that this experience o
deciston-making did not exist in both zones. Hence, decisions might have been delayed unu.
the local inflaential leaders (1.GB) received gwidance from their bosses. This, inturn. ma:
mdicate @ motive for decentrahzaton  without real  decentralization. FFor a successfu
decentralizaton of” education. schools should be the basic management units where b
principals and teachers are authorized 1o develop and implement education programs withn

national pohicies and directives (Caldwell and Spinks. 1992, Govinda, 1997 Malpica, 1993)
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Table 6 Rank Order of Power Actors Depending on their Influence in the
Execution of School tasks

SWAZ ONAZ
School Personnel Zonal and Woreda School Personnel Zonal and Woreda
No Power actors Officials Officials
No %o Rank | No %o Rank No Yo Rank No % Rank

| School board 141 54 7 9 90 2 59 82 5 4 57 2
2 School

management 95 36 | 8 80 4 27 38 2 6 86 4

committee
3 Principal 140 | 53 2 9 90 3 67 93 3 3 71 3
4 Vice principal 122 | 46 5 5 50 7 42 58 6 4 57 6
5 Departmental

meeting 97 37 4 6 60) 8 51 71 7 6 86 8
6 Teachers'

(stafl) meetines 81 31 3 7 70 6 31 43 4 5 71 i
7 Subject teacher

135 | 59 9 8 80 9 65 90 9 6 86 9

8 Students'

conference 252 69 10 7 70 10 68 94 10 7 100 10
9 Parents'

conunitiee 99 38 8 6 60 3 63 88 8 ) 71 3
10 LGB 108 | 41 6 5 30 1 28 39 1 4 57 1

As shown in Table 6, the two categories of the respondents generally reflect similar idea
regarding the power of local management bodies in both zones. The only departure in this
regard, was demonstrated by the two categories of the respondents in SWAZ, which might
have been attributed to the emphasis given to the formal authority rather than the actual
influence of the power actors. Yet, such variation is insignificant taking the raking similarity
among the three groups- school personnel in both zones and education officials i1 ONAZ-
into account. Thus, an average value of ranks, as per the responses of all groups across the

two zones, could represent the overall ranks of each power actor in deciding school issues.

Accordingly, LGB was the upper most powerful body at the grassroots management level

while the school board, formally authorized to govern schools, was ranked as the 4"
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influential body following the (2™) rank of principal and school management committec
This. inturn, may mdicate that approvals of school decisions are merely accomplished by the
school board on behalf of the governing system. Unnecessary interference of local political
bodies had been considered as the source of chaos and dissatisfaction of professionals at

school level in the experiences of Ghana and Srilanka (Conyers, 1983).

The decision-making power of parent-teacher union. which was organized to control the
dav-to-dayv performance of the school community, was lowered down after the rank (6")
of vice principals. Thus. the intention to raise school-community liaison through this bods
1s stll impractical. Furthermore, involvement of departments and teachers in the
management process was considered to be very low. Better progress of schooling need to
be accompanied by substantial engagement of incumbents and/or professionals in the
decision-making process: otherwise, authority dispersion to district or Woreda level
would result in dissatisfaction of workers and efficiency of operations as some Latin

American nations experienced (Malpica. 1993).

3.5. Participation of Clients in Schooling
There s hittle disagreement with regard to the importance of parental involvement
schooling for it empowers schools interms of resources and learning progress of pupils.

Thus. no teacher or admimistrator can normally stand against such support.
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The point of departure arises due to the problem of role ambiguity and its consequences
on the professional autonomy and instructional outputs (Fullan, 1991: 227-8). How are,
then, the complaints of some teachers on the evaluation role of the major clients (parents
and students) \jel'if'led in relation to such trend? Do these complaints have a real ground?

An analysis regarding these issues follows below.

Table 7 Degree of Importance of The Role of Parents and Students in Teachers'

Performance Evaluation Process

|

No | Item Response SWAZ ONAZ
Totally Sometimes Mostly Totally Some times Mostly
unnecessary H(‘K‘l‘!'is'u'll'_\' necessary unnecessary necessary necessary
No %o No | % | No | % | No %o No %o No %
| Parents' role | School 89 34 | led |62 ] 10| 4 22 | 3l 50 69 - -
personnel
ZEO's and - - 8 |80 2 | 20 - - 7 100 - -
WEOQO's |
Tolal 89 33 | 172163 | 12 | 4 22 | 28 | 57 72 - -]
2 Students' role | School 28 [ {207°179] 28| 10 9 | 125] 55 | 764 | 8 | 1L
personnel
ZEQO's and - - 4 [ 40| 6 | 60 - - 3 43 4 57
WEQ's
Total 28 [ (211077 34| 13 9 L ILA] 38 | 384 | 12 152

The suggestions of the respondents about the involvement of parents in evaluating the
performance of teachers across the two zones were similar as the chi-square test (p< 0.05.
x* = 0.0008) showed statistically insignificant variation (see Table 7). Infact, an average
percentage (62.5%) of both the school personnel and education officials expressed their
agreement on the need for occasional engagement of parents in the process of evaluation

The main reasons provided by the respondents to such limited parental role were the poor
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school-community linkage and‘or little knowledge of the parents on what teachers had
been performing. Hence, as reported by the school personnel, parents should not be
allowed to assign the ratings for teachers. It would suffice if they forward comments on
the general performance of schools, in addition to their vital role in supporting schools

with material inputs and in controlling the behaviors of children towards better learning

outcomes.

In contrast, the responses of the two groups in both zones to the evaluation role of
students have statistically significant (p< 0.05, x> = 0.8) difference. Indeed, 81% (on
average) of the school personnel maintained the view that students should have very limited
participation 1n the process. Whereas, 59% of the education officials in both zones espoused
their believe n the importance of frequent involvement of pupils in evaluating teachers.
Nevertheless, significant amount (41%) of the education officials did share the idea reflected
by the school personnel. Hence, inspite of these extreme notions, significant extent of
engagement of students in the evaluation of teachers performance seems to be recognized by
both groups. Infact, the justifications to underscore learners' participation were associated to
the doughty of the respondents on the consistency and reliability of the evaluation by the
children, particularly at the first cycle of primary schools. Moreover, the procedures of
evaluation. mostly exposed to the pressure of chairman, and some criteria outside the actual

teacher-learner relations in classroom were severely criticized by the school personnel.
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3.6. Instructional Supervision

Supervision is one of the variables upon which a distinction between advocates of

centralization and decentralization is based. In a decentralized form of management, the

incumbents in the instructional process, to a large extent, carryout instructional supervision

(Bray, 1985; Malpica 1995). Yet, there is no clear-cut demarcation between the supervisory

roles of external and internal bodies which commensurate improvement in the educational

process and outcomes (Malpica, 1995). Hence, it would be important to examine the practices

and attitudes of both implementers (teachers) and supervisory bodies towards supervision at a

specific site morder to provide value judgment on their performance and outputs. The data

and information concerning these i1ssues are consolidated under Tables 8-10.

Table 8 Rank Order of Supervisors on the Basis of their Role in Lesson
Supervision
SWAZ ONAZ
No | Supervisors School Personnel | ZEOs and WEQOs | School Personnel ZEOs and WEQOs
No | % | Rank | Noe[ % | Ran [ N % Rank | No % Rank
k 0
| Regional Osupervisors | 248 | 94 7 9 | 90 9 49 [ 068 10 7 100 10
2 Zonal supervisors 241 | 92 5 8 | 80 8 65| 90 5 O 86 8
3 | Woreda supervisors 260 | 99 3 6 | 60 6 I 3 6 86 3
4 Principals 179 | 68 | 6 60 4 31 43 | 5 71 3
3 Vice principals 97 | 37 2 4 | 40 3 39 | 8l 2 5 71 4
6 Department heads 98 | 37 3 3 50 2 47 65 4 6 86 2
7 Collcagues (leachers) 94 | 36 6 3 33 | 25 33 6 2 29 |
35 | 13 0 2 | 20 0 10 14 0 - - =

8 Members of school 92 | 33 8 4 | 40 3 28 39 8 2 29 6

board 34 13 0 - B - 9 I3 0 - - -
) l Members of Woreda 93 36 10 3 33 10 38 53 9 5 71 9

administrative council 29 1 0 2 | 20 0 0 11 0 | 14 0
10| Mecmbers of Kebele 87 | 33 9 5 50 7 24 33 7 2 29 7

cxecutive commitlec 38 22 0 2 20 0 10 14 0 | 14 0
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Inspite of certain variation in the amount of respondents, considerable agreements
between the responses of the two categories, in raking the role of supervisors, were
showed by high correlation coefficients of 0.7 and 0.9 in SWAZ and ONAZ respectively.
Accordingly, the supervisory role of colleagues, members of school board, Woreda
administrative Council and Kebele executive committee were insignificant (see Table 8).
Hence, these individuals can be excluded from the rank order of supervisors though their
interference. except collegial supervision, in that extent would still be a matter of critiques

by professional interest for self-autonomy.

On the basis of the principle of majority and average frequency of the ranks assigned to
cach actor by the four categories of the respondents, the internal supervisors including
principals, vice- principals and department heads were ranked at the 1%, 2"¢ and 3™ level
respectively. In contrast, the role of supervisérs in the education hierarchy was supposed
to be decreasing from Woreda to Region level. Thus, professionals at school level, to a
large extent, accomplished classroom supervision. Yet, the supervisory role (collegial
supervision) of the major incumbents, subject teachers, in the actual teaching-learning
process were undermined. The direct inspectoral roles of external bodies in the
instructional process are less likely to initiate the work motives and confidence of

teachers in their profession (Green Il and McCall, 1998: 231-2).
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Table 9

Justifications About the Supervisory Roles of Different Bodies in Classroom Instruction

SWAZ ONAZ
[Tighly Disagree Agree highly Highly | Ihsagree Agree Highly
No ltem Response disagree agree disagree aoeree
) No " No " Nao "a No " No | " No “ No o No "o
I Classroom supervision | School - - - 246 | W3S | 17 | 6.5 ] - - - - 60 v2 6 8
without the expertise ol | respondents
teaching methods 1s Z1:0s ind W1:Os - - 2 20 8 80 = - - - | 14 O 86 - -
lutile Tolal - - 2 254 17 - -0 3T 72 Twale] 706
2 lixternal supervision School - - I3 O 248 | 94 - - - -6 b 60 92 - -
limits the prolessional respondents
autonomy ol teachers Z10s und WEOs | 10 7 70) ) 20) - - - - 3 71 2 29 -
Total | 0.4 22 8.4 | 250 | 9l.2 - - - - |1l 14 (Eh 80 - -
3 Woreda supervisors School - - 84 3 179 | 68 - - - - 121 29 31 71 - -
emphasis on control respondents
rather than support ZEOs and WEOs - - 6 60 4 40 - - - - | 4 5T 3 43 - -
Total - - 90 37 183 63 - = - = |25 | 32 34 68 - -
4 Principal stress on School - - 60 3 63 24 140 | 53 - - | 26 k) 74 - =
lilling the performance | respondents
appraisal form Z10s and WIiOs - - 2 20 8 80 - - - -] - 5 71 29
Total - - 62 23 71 20 140 | 51 - - 19 ] 24 58 Ak 2 2.5
5 Department heads have | School - - 100 | 38 163 | 62 - - - -1 27| 38 45 62 - -
betler expertise respondents
Z1:0s and WIi0s - - B 40 6 60 - - - | -1 3] 43 4 57 - -
Total - - 104 | 38 169 | 62 - - - | - 130] 42 42 58 - -
6 Collegial supervision School - - - - - = 263 [ 100 | - | - - - - - 72 1 100
motivates teachers respondents
Z1:0s and WIiOs - - - - - - 10 1o | - | -1 - - - - i 100
Total - - - - - - 273 [ 100 | - | - | - - - - 79 | 100
7 Collegial supervision 1s | School - - 203 | 77 60 23 - - = |- |57 79 15 21 - -
exposed 1o favoritism respondents
7105 and WEOs B - 2 2(0) 8 30 - - - - | 14 O 86 - -
Total - - 205 73 68 25 - - - - | 38 | 735 21 26.5 - -
8 Government should School - - 74 28 189 | 72 - - - - 20| 28 52 72 - -
assign external respondents
SUPCIVISOrs Z1:0s ind WEQs - - - - 8 80 2 20 - - - - 5 71 2 29
Total - - 74 27 | 197 1723 | 2 071 - | -120] 25 57 725 ] 2 25




The data consolidated under table 9 shows that the opinions of the respondents about
classroom supervisory experiences in the study areas are generally similar, particularly
between the school personnel. on the one hand, and education officials on the other. Such
similarity was consistently observed except the disagreement of 71% (on average) of the
education officials in the view that external supervision limits the professional autonomy
of teachers.

Ofcourse. 93% (on average) of the school personnel and 82% (on average) the WEQ's
depicted that classroom supervision should necessarily be accompanied by adequate

expertise in teaching methods.

Inspite of their agreement on the preferability of mternal supervisors to the external ones.
on average amount (71%) of the education officials indicated that collegial supervision
was exposed to favoritism. Yet. 60% of the education officials and 100% of the school
personnel recognized the motivating role of collegial supervision and the better position

of departments to supervise as well.

However. the responses of the school personnel in both zones appear to be inconsistent
and. sometimes contradictory, For example, 74% (on average) of the school respondents
complamed on the non-supportive role of principals and Woreda supervisors. Similarly.
most ol the school personnel contended for professional autonomy while. at the same

time. they explamed the need for external supervisors assigned by government so as to
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reduce the weaknesses of the internal supervision. Hence, the general tendency of the
respondents denotes that lesson supervision should be accomplished by collaborative
inputs of internal and extemal professionals with more authority to departments and
subject teachers. Indeed, successful implementation of decentralization has been related to
the empowerment of the operational management through continuous training and
supporting puts of the upper managerial expertise and thereby allowing the
implementers to execute decisions/ tasks on a small-scale basis (Govinda, 1997; Green 11i

and McCall. 1998).

Table 10 Constraints to Promote Collegial Supervision
SWAZ ONAZ
No School ZEOs
liem Response respondents and School ZEOs and WEOs
WEOs respondents
No %o No %o No %o No %o
Heavy teachmg load No - - - - - - - -
Yes 182 69 6 | 60 48 67 3 43
Average 81 3l 4 40 24 33 4 57
2 Unwillingness ol No 143 35 2 20 40 33.5 | 14
| teachers o take the Yes 79 30 4 40 23 M8 3 43
responsibihin Averaee 39 15 | 4 | 40 7 9.7 3 43
3 Incompetercy ol No 154 70 7 70 49 68 3 71
teachers o evaluate Yes 5 % < 5 5 s 3 g
Average 79 30 3 30 23 32 2 29
! Inadequacy ol No 82 3 b 40 22 il 2 29
school management Yes 114 43 2 20 I8 56 | 14
to coordmate ellorts Averioe 67 26 ] 40 3 44 q 57
ol teachers )

3 Absence of clear No - - 2 20) - - - -
audelines Yes 258 98 8 80 72 Y 3 71
Average 5 2 - - - - 2 29

Whether collegial supervision has perished or not in the primary schools of the two zones

was diagnosed on the basis of some variables (see the above table) that would restrain the
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process. Accordingly, the respondents generally agreed that high teaching load, inadequacy
of school management and guidelines have substantially impeded the collegial supervision.
Besides, the problem of ambiguity of guidelines could indicate the poor commitment of upper
education officials to devolve the supervisory authority in the name of inadequacy of trained
manpower at the operational level. This inturn, might have hindered to facilitate the coliegial
supervision since empowerment of the incumbents without such preliminary inputs is

meaningless in the light of decentralization (Govinda, 1997).

Therefore, refraining from providing the basic arrangement to promote collegial supervision,
would take the overall accountability to the failure of collegial supervision in both zones.
Continuous training and empowerment of the implementers, taking certain ups and downs

into consideration, are the basic features of a decentralized system (Malpica, 1995).

3.7. Managerial Capacity

One of the major rationalizations to centralize or devolve authority down the organizational
hierarchy 1s associated to the degree of local expertise. Despite the variation in gentility of
delegate's. the capacity of operational management 1s commonly considered as a vital pre-
requisite tor successful decentralization (Govinda, 1997, Hanson, 1989). On this basis, 1t was
attempted to examine the capacity of management at Woreda and school (local) level n
comparison to the empowerment endeavors of the upper level management. The data

obtained regarding these i1ssues are presented under Tables 11 and 12.
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Table 11 Efforts of the WEDs and Schools to Utilize Resources
Efforts to Execute tasks
Manag T B -
No Management function cment SWAZ ONAZ
level
Nothing Low Medium Hizh Nothing Low Medium Hich
No Yo No %o No Yo No | % | No %o No Yo No %o No | %
| Arrangement Lo facilitate or WD - - 189 | 69 84 3l - - - - 61 77 18 23 - -
coordimate share ol School - - 186 | 68 87 32 - - - - 3 72 22 28 - -
experienees
2 Tonely allocation ol the WD - - 271 77 (2 28 - - - = 4y 062 30 R - -
NECESSUTY TESOUrees School - - 174 064 99 36 - - - - 54 68 25 32 E
3 Use ol casily available local WIID 50 | I83 ] 162 [ 343 [ o6l [ 224 - - - - 48 61 3l 39 - -
resources School - - 144 35 129 43 - - - - 40 51 39 49 - -
4 Timely decision to avoid WD - - 205 | 75 68 25 - - - - 52 66 27 3 - -
wislage School - - 171 63 102 3 - - - - 31 64 28 36 - -
L Fast communication (o WD - 199 73 71 27 B - - B 50 68 25 3 - -
lacilitute the implementation School - - 162 | 39 11 41 - - - = 49 62 30 38 - -
of policy directives
6 Balancing expense with the WD - - 169 | 62 104 [ 38 - - - - 49 62 30 38 - -
actual service of clients School - - 162 | 59 111 41 - E - - 43 37 34 43 - -
7 On-time maintenance WED - - 327 | 87 36 3 - B - - 65 82 14 18 - -
School - - 229 84 44 16 - - - - 67 83 12 15 - -
8 Continuity ol supervision and | WED - - 248 | 91 25 9 - - - - 68 86 111 14 - -
support School 51 19 107 | 39 115 42 - - - - 40 51 39 49 - -
Y Iistablish adequate reward WIID 48 18 | 225 | 82 - - - - | 27 34 52 66 - - - -
svstem School 59 22 | 214 | 78 - - - - 33 42 46 58 - - - -
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According to the contentions of decentralization, the main potential impediment of a
svstem- scarcity of resources- can be alleviated through appropriate organization and use
of the available resources in such a way that multiple inputs of the locality are
coordinated (Caldwell and Spinks, 1992; Malpica, 1995). However, neither the schools
nor the WED's attempted to integrate various experiences and local resources within and

outside their span of control (see Table 11).

The preliminary resources required for schooling were not allocated timely in both zones.
Most probably, this problem nught have arisen as a result of the poor communication and
delayed decisions experienced by the management bodies at Woreda and school levels.
Infact, the weak infrastructure. particularly in the rural areas might have also influenced fast

communication and distribution of resources to the site level.

The wvisionary consideration of the management bodies about the 'trade-offs' of school
expansion and mamtenance was supposed to be low. Supportive evidences to such position of
the respondents (60%. on averaze) can be illustrated by the poor physical plant of the schools
and the excessive mtervention of LGBs in school expansion plan than that of the ZED's and
WLED's. Thus: 3-3 teachers were assigned in some schools (like m Hedo and Kelo primary
schools i ONAZ) with a total of 25-47 students and madequate matenal resources. Other
schools (such as Etece Manem in Desie town and Kemise 01 complete primary school in

ONAZ) were crownded (1 89 section student ratio) with insufticient amount of teachers. In

this sense. neither expansion nor quality of education could be realized except wastage of
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resources. Excessive local government authorities without the real decision-making power of
professionals were the main problems to aggravate quality decline in the past experience of

Tanzania (Bishop, 1989).

The managerial capacity of the WED's and schools in both zones was insufficient as the large
(69%, on average) portion of the respondents asserted (refer to Table 12 below). Indeed, this
had been consistently affirmed earlier in relation to their educational qualification and

performance of the operational managers in the utilization of resources.

Likewise, principals' and schools, as institutions, were supposed to have sufficient authority
to execute decisions. But, there is a significant difference (p< 0.05, x* = 0.3) between the
views of the school personnel and education officials, at Woreda and zonal level, on the
authority of principals and schools. In particular, the formal power of principals, as per the
responses of 70% (average) of the education pfﬂcials, was sufficient though the principals
lacked the necessary managerial expertise. Nonetheless, this wouldn't be justifiable in a
situation where schools have hittle resource- base (such as finance) accompanied by a

significant extent of influences of the LGB and WED (Bray, 1985; Campbell, 1993).

Training 1s one of the basic mputs to empower operational management and teachers so that
they could execute their tasks autonomously (Malpica, 1995). For this purpose, explained the
head department of human resource in the AREB, different programs have been devised in

the region.
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Table 12

Managerial Capacity Vs Authority of both WEDs and Schools

| SWAZ ONAZ
No ltem Response Schoal ZEO's and Total Sehaool ZEOs and Total
respondents WEO's ; respondents WEO's ota
No %o No Yo No Yo No Yo Nao %o No Yo
| Capucity ol WE/WI:Y Sullicient I 3 - -0 b 7 28 39 2 29 30 38
Insullicient 219 05 6 60 235 u3 4 0l 5 71 49 62
2 Capacily of primary schools | Sullicient 109 41 2 20 111 41 30 42 | 13 || 3v
Insullicient 154 ) 8 S0 235 39 42 38 6 83 48 q
3 Capacity ol principals Sullicient 70 20 3 30 162 23 16 22 | B 17 2155
i _ | Insuflicient 193 74 1) 70 % 77 36 78 6 86 62 78.35
- ALllhOt‘ll_\‘ ol school Sullicient 2Y [ - 40 200 12 4 [§ 2z 29 O 8
management Insullicient 234 89 6 o) 33 88 68 94 5 71 73 92
Sullicient 57 2 G 6l 240 3 3 32 5 71 28 33
3 Authority of principals Insullicient 189 71.8 & 30 62 70 44 68 2 29 51 63
lixcess 17 0.5 | 10 192 7 - - - - - -
6 Authority ol teachers Sullicient Ol 23 3 80 19 25 - - 6 86 ¢} 8
. ) 3 Insullicient .202 = Jib 2 20 204 75 72 100 1 14 73 92
7 In service traimming provided | Nothing - - - - - - - - 1 14 | 1.0
to upgrade managerial Sullicient 79 3 4 40 127 7 23 3 2 29 25 3
capacity ol schools | Insullicient 184 70 6 60 146 | 53 | 49 | 68 | 4 57 53 67
8 In-service traiming to raise | Nothing - - - - s = g - B = 5 3
academic competencey ol Sullicient 130 49 5 30 135 49 34 47 3 43 37 47
teachers Insuflicient 133 51 5 50 138 51 38 53 4 37 42 53
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Special tramimng departments and umits were established at Regional and Woreda level to
carry out variety traming programs The ONAZ had also this structure to conduct training,
especially in relation to schooling through the nationality language- Oromiffa In practice,
however, traming sessions provided to the school management and academic staffs were

madequate in both zones Principalship was, above all, undermmed n comparison to the

considerable efforts 1o upgrade the academic proficiency of teachers

Authority discretion to the operatuonal management level without empowering the personnel
with the necessary expertise viould be no more than inefficiency and wastage (Florestal and

Cooper, 1997)

3.8. Implementation of the ETP

The general objectives of the ETP. as described earlier, revolve around the issues of
equity. quality and access to education. To this end, decentralization would be employed
so that universal primary education can be achieved thereby raising community
participation and competency of teachers. Pupils, in this process. would acquire and
experience practical  knowledee through their vernacular language. Whether these
silnngions are. on the way are examined as follows in relation o some imdicators

’

mentioned m the Education Sector Strateey (MOLE. 1999).



Table 13

Degree of Implementation of the ETP Expectations

No Item SWAZ ONAZ
Low Medium High Low Medium High
No % No % No | % No % | No| % | No| %
1 Expansion ol primary schools
a) Rural 170 62 76 28 27 10 54 68 25 | 32 - -
b) Urban 32 12 142 | 52 99 36 12 15 |42 | 53] 25 | 32
Total 202 37 218 | 40 | 126 | 23 66 42 | 67 | 42 | 25| 16
2 Arrangement ol educational
setting for practical 269 | 985 4 1.5 - - 71 90 g8 [ 10| - -
knowledge and
entrepreneurship
3 Reduction of governmental
budget or expenditure on 170 62 88 32 15 6 34 [ 68420 | 3 | 5|63
education =
4 Supportive role of LGB in 221 81 40 13 12 4 70 89 9 11 - -
schooling
] Parents™ satisfaction in 213 78 60 22 - - 71 90 8 10 | - -
cducation ol their children
6 The role of vernacular
language in the progress ol 20 e 69 | 253 | 184 | 674 4 3 25 | 32 |50 | 63
pupils” achievement
i Competency ol teachers 33 12 195 | 71.5 | 45 | 16.5 12 15 56 | 71 | 11 | 14
8 Job satislaction of teachers 166 61 80 29 27 10 51 65 19 124 | 9 11

Expansion of schools was generally increasing in the two zones with the exception of the large
disparity among the urban and rural areas (refer to Table 13). But, whether this 1s educationally

viable may still require further verification interms of the real enrollment rate of pupils and other

vital inputs to promote access and quality of education.

The pupil-school ratios in SWAZ were 644, 706 and 744 during the last three academic years.
Where as, these ratios in ONAZ were 361, 733 and 322 since the year 1999. This shows that
greater number of pupils have been enrolled in a primary school in the former zone than in the
latter. Besides, the pupil- teacher ratio (1: 38) in ONAZ was very low in comparison to the
ratio in SWAZ (1: 64) and Regional average (1: 69) during 2002/03 (1995 E.C) (ANRS

‘Education Bureau, 2002/03, 2001 and 2002). Therefore, organizing the nationality zone
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(ONAZ) as a distinctive management unit has had little contribution to expand primary

education.

Apart from this, the operational management bodies (WED's and Schools) in both zones were
supposed to have weak experiences in organizing the educational setting for practical
knowledge and skills on which the ETP emphasizes. Coupled to this, the competency of
teachers was questioned as per the responses of 85% (on average) of the respondents in both
zones. Above all, the satisfaction of teachers in their job was largely taken to be low which,
mturn, could aggravate the decline of educational quality as some developing nations (such as

Chile, Venezuela and Tanzania) confronted (Malpica, 1995; Hanson, 1989 and Bishop, 1989).

The major drawbacks of the decentralization and, thus, negative feeling of the incumbents in
both areas considered in the study were also reported. Some of these include: low authority of
schools and teachers, poor working conditions, inadequate reward system and managerial
expertise. frequent turn over of principals, and interference of local political bodies (LGBs) in

professional decisions (Details in Appendix 10-B).

Furthermore, the interventions of LGBs and parents in schooling were said to be insignificant
in the light of the ETP expectations (See Table 13). They did little to reduce government
expenditure, School community liaison was loose though the REB has, recently. re-organized
a modified structure (parent- teacher union) so that such relation and schooling outcomes
could be improved through the frequent intervention of this union or the public in controlling

the dav-to-day behaviors of the school community (AREB, 2002/03).
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CHAPTER FOUR

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

4.1. Summary

Organizational design in some systems emphasize on centralizing the decision-making
power at the apex of the organizational hierarchy while others favor the extreme
management strategv-highly decentralized system. Still others contend for an eclectic
model in between these extreme management strategies in which the authority of the

participants i the syvstem is determined by specific contingencies.

On the basis of such perspectives and global experiences. the researcher has reviewed
various pre-requisites for suecessful dc.cenlrzllizz’ni0|1 so as to deduce lessons that would
help to examine the implementation status of education decentralization in Ethiopia. with
particular reference to the .])rimal}' education (1-8) in two adjacent zones of the Amhara
National Regional State. For this purpose. a descriptive survey method was emploved to

cather the necessary data mainly from the deliberately and randomly represented

stakeholders of schooling m SWAZ and ONAZ. Inspite of certam variation related to

their position and expectations from education. the respondents have generally reflected
similar opinions on most of the various issues raised i the study. The major findings are.
therefore. summarized as follows.

I Teachers i general have had much teaching burden as a result of shortage of

manpower and laree class size. particularly in urban arcas. This. imturn. was
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conceived as one of the main impediments to raise participation of teachers in the
management of primary schools in both administrative zones.

The majority (54%) of the teachers in both zones have had low interest to carryout
the managerial responsibilities assigned to them mostly without compensation
benefit.

Management expertise at Woreda and school level was inadequate. These
management units were generally dependent upon governmental (REB)
intervention in the execution of most decision issues with the exception of day-to-
day operational activities. Nevertheless, such inputs were inadequate to enhance
the efficiency of the operational management bodies to utilize resources. This
would be a crucial problem since both the primary schools and WEDs had little
internal revenue and local community support as well.

The management bodies in the educational echelons and the beneficiaries at the
local level have had little engagement in the development of curriculum for
primary education provided through Oromiffa language in ONAZ, which had been
accomplished by ORGEB.

The functions of appraisal and contrblling performance of schools and principals
were, to a large extent, executed at Woreda management level. Nonetheless,
professional decisions were subjected to the influences of Woreda and/or local
government (politiéal) bodies. particularly in the determination of school
expansion and evaluation and control of the school personnel and WEQOs as well.

But. the LGBs had inconsiderable engagement in financing schools and controlling
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students' behavior for which the education policy focuses on.

The supervisory roles of principals and Woreda professionals have been associated
with controlling rather than support. However, the assignment of external
supervisors was supposed to be vital to reduce unfair supervisory practices of the
internal ones and’or collegial supervision.

Parents had hardlv participated in most of school issues except in evaluating
performance of teachers and supporting school construction through their labor
occasionally. Yet. that extent of parental involvement in the evaluation process had
low acceptance by the majority (67%. on average) of the respondents in both
zones.

There was an average increase in school construction in both zones. But, expansion
of schools in rural areas was low, particularly in ONAZ with the lowest gross
enrolment ratio (32) in-comparison to the averages in both SWAZ (65) and Region
(64) during the 2002 03 (1995 E.C) academic year.

In general. poor working conditions, inadequate resources and expertise in
management. lack of clarity of guidelines. frequent turn over of principals. poor
reward svstem and career development of teachers. weak professional autonomy,
and iin.crf‘crcncc of local politics were supposed to be the major impediments to

implement the decentralizaton process.
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4.2. Conclusions

Depending on the findings summarized above, the basic assumption- the feasibility of

educational decentralization for better outcomes is questionable interms of both the

formal power- base and competency of the operational management to utilize resources-

was generally valid. The major aspects of such conclusion are stated as follows:

a.

b.

First and foremost, the WED's and schools are expected to carryout multiple
responsibilities without adequate resource base including finance, teaching staff
and managerial expertise. It is, most probably, due to such reasons that these
administrative bodies were unable to utilize even the locally existing resources.
Hence. 1t 1s less likely to deploy the decentralized management strategy into the
educational system without educational crises for a minimum of 10 years in both
zones. Above all, the educational system may suffer from an acute problem of
quality: decline. particularly in an .attempt to achieve the ambitious goal of
universal primary education by the end of 2015,

Government fund in the form of block grant is a basic and vital policy to empower
the Tower level management bodies. However, this policy may face obstacle as a
result of poor documentation and reporting experience of the local administration
thereby misleading the upper management in the allocation of resources.
Therefore, equitable expansion and quality of education can't be ensured since the
operational management bodies have had inadequate internal revenue and
community (including NGOs) contribution to support the limited financial

provision of the central (REB) management body.
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c. The administrative bodies at zonal, Woreda and school level, teachers and clients had
little participation in the process of curriculum development, especially in the distinctive
education unit (ONAZ) organized for the sake of promoting local autonomy of
nationality zones. Therefore, organization of the education management alongside the
governmental structure has had nothing to do with the actual service or demand of
incumbents and beneficiaries of schooling except learning through vernacular language,
which could also be possible without such design.

d. The Woreda Education Officials and principals were not in a position to decide and
execute their tasks confidently due to the excessive interference of LGBs (or political
leaders) in such functions as school expansion plan, appraisal and control of teacher's
performance. These hindrances, coupled with the objective problem (associated to the
poor socio-economic development) of the nation to improve the compensation benefits
of the employees, are aggravating the hatred of teachers towards their job.
Consequently, the decentralization strategy has had little contribution to enhance the
implementation of decision and professional autonomy of both teachers and educational
management bodies at the grassroots level.

e. Finally, the newly introduced parent- teacher union may not raise the supportive role of
community in schooling in so far as it has had little acceptance by both the parents and
school personnel. It is, therefore, meaningless to organize this structure u11le;s the real

educational demands of the beneficiaries are addressed.
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4.3. Recommendations

The importance of devolving authority down to Woreda and school management level is

not promising given the existing crucial problems of expertise and resources in the region.

Nonetheless, some measures ought to be taken so that policy makers could plan for future

decentralization in the light of harmonizing the ETP strives (access, equity and quality of

education) with the existing opportunities and real demands of beneficiaries.

I It has been consistently affirmed that the managerial capacity of both WEDs and

prunary schools m both zones is low. Thus. it 1s recommended that:

b 1.

The REB maintains the larger share m recruitment, controlling and planning
especially in expanding primary education. The intervention of the bureau and
ZEDs ought to decrease step-by-step relative to the capacity development of
the WEDs interms of trained manpower and other resources.

The REB. together with the implementers. revise the criteria for the assignment
of Woreda Education leaders and head teachers in both the 1™ and 2" cycle of
primary schools so that training in educational management would be the basic
requirement {(with a minimum of 80% grade points) expected from nominees
for the managenal positions. To this end. a comprehensive summer training
programs need 1o be conducted in collaboration with universities and colleges
m the country.

The REB and ZEDs support the WEDs 1 oreanizing cluster schools morder to
build the capaciin ol schools through share of resources and experiences and/or

on-the-job coaching. To this end. emphasis should be given to empower and
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coordinate departments so as to raise the future autonomous decision-making

power of the incumbents/schools.
It is advisable that the REB modifies the prescribed roles or structure of parent-teacher
union, as it is not the real remedy to strengthen the relation of school and community.
Given the heavy load of teachers and low interest of both the parents and school
personnel, this body cannot carry out the expected tasks. Above all, controlling the
day-to-day performance of schools requires frequent follow-up, which would be very
difficult for the relatively remotest and disinterested parents in schooling. Hence, open
discussion and consensus on the real educational demands of the beneficiaries would be
the better mechanism to increase popular participation rather than a mere assignment of
managerial burden on parents.
The school board and principals mostly decide or operate school tasks via the indirect
influences of local political leaders. Thus, to maintain equilibrium and alleviate
unnecessary interference of local political bodies, the limited number (2/15) of
professionals in the membership of the board need to be raised. Acceptance and quality of
decisions can be increased if vice principals, unit leaders and department heads are
embodied as the members of both the school and Woreda Education and Training Boards.
Lastly. the REB need to develop clear guidelines so that participation of the local
covernment bodies and community schéo!ing would be limited to such functions as
raising and execution of finance, determination of subject areas and school site, and

controlling the overall work schedule of schools and students' behavior as well.
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In general, the trend to authorize local government bodies at the expense of professional
decisions in the educational process may critically hinder the implementation of
decentralization. At the same time, however, devolving authority down to Woreda and
school level on the basis of the extreme contention of decentralization for autonomous
management may hurt the quality and equitable expansion of education in the region.
Therefore. step-by-step empowerment of the localities and/or professionals accompanied
by clearly demarcated boundaries of authorities and responsibilities would be the better

mechanisms to reduce the gap between these extreme notions.
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Appendix I- A Organizational Chart
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Training Board

Woreda Education Desk
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Appendix 1-B
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(Source: AREB. 2002: 31)
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Appendix 2

List of the Sample Schools

102

1. SWAZ
' No Name of School | Grade Level Number of Woreda
; | sections
"1 | Harbu general Primary 1-8 15 Kalu
2 | Cherisa 1-6 10
3 | Jerjero 1-6 11
4 | Agamsa 1-4 3
5 Tulu Abajibo -|— 1-4 3 A R
6 | Dawlo | -4 4 |
7 | Kedida | 1-6 8 .
$ | Abahalme | -4 6 '
v (wes B ; |
10| Indode | 14 6 |
Il | Tita General Primary ? 1-8 38 Dessie Zuria
12 ] Tl : 1-6 10 < |
13 | Serdom | 1-6 17 :
14 ‘ Derckwoyra 1-6 27 :
15 | Galessa 0 -4 12 i
16 | Antona Shiwave | 1-4 10 | |
17 | Silula General Priman 1-8 3 Tehuludere |
I8 Havk No.2 T -
19 a0 16 ‘ 4 . * |
—ZT: Gedera metero - 1-4 10 E _7
21 : Hardibo 1-4 13
22 - Kidame Gebeva 1-8 78 Dessic Ketema
23 : Etege Menen o 1-6 46



2. ONAZ

12 ' Kelo

No Name of School Grade level Number of sections Woreda I
| Bati General Priman 1-8 29 Bati |
2 Sclewa 1-4 3 :
3 Kersa 1-6 7 I
4 Hedo 1-4 4 i
5 Kemisse No. | 1-8 17 Dewachefa
6 Irensa 1-6 6
T Terel 1-6 8 {
8 Shekla 1-4 §

9 | Gerbi Babile I-4 6

10 Reke 1-4 4 :

11| Jircta 1-4 4 !
-4 +
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Appendix 3 Major  Responsibilities  and  Authorities  of

Educational Management Bodies in the Amhara Region

a) Regional Education Burcau (REB)

- provide strategic leadership including policy formulation, planning (long
term, medium and short term) and preparation of educational programs,
determination of education standard, establish adequate information
system and perform education research.

- accomplish pedagogical tasks such as training of teaches, curriculum
preparation, evaluation and certification and supervision.

b) Woreda Education Desk (WED)
- provide feed back for policy formulation
- preparc specific plans and programs
- administer the manpower like recruitment, promotion and demotion of
teachers
- prepare educational programs for non-formal basic education
- cvaluate and control the tasks of schools (1-10)
- organize and administer basic non-formal education centers and primary

school

¢) Education Desks of Oromiva. Awi and Waghimra Nationality Zones
- lcad the overall educational programs in their respective zone
- devise strategies to strengthen vernacular language as a medium of

instruction

d) Bahirdar Special Zone
- provides feed back [or policy formulation
- recruit and assign teachers of primary school

- organizes and administers basic non-formal education centers, primary
and secondary schools, and administers the allocated budget

¢) South Wollo. North Gonder. East Gojam and North Shewa Education Desks
- sene as educational materials distribution centers
- ransfer policy guidelines, rules and mamuals to WED and to the remaing
zones except the nationality and Bahirdar zones
- reporl the performance of WED
- consolidate cducational data
- participate in the process of educational regarding their respective zone

N South Gonder. North Wollo and West Gojam Education Desks
- perform the operational tasks mentioned above (under e) except the first

function
£) School
- follow up and control the daily administrative and  instructional activities
- sel training arrangement through share of experiences among tecacher
- appraisc the performance of cachers

(Source: AREB, 2002)
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Appendix 5-B Regional Interviewees

. Ato Tewodros Shewariget

Head, Human Resources Department Amhara Region Education Bureau
(AREB), Bahirdar. :

Ato Ayele Birkie

Leader, Formal Education program Unit,

ARERB. Bahirdar
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Appendix 6-B Local Interviewees

1. Local Government Bodies (LGB)

~ Name | Responsibility ‘ Kebele ' Woreda Zone
Husen Mohammed ' Social service exceutive J Cherisa | Kalu SWAZ
Adem Seid Chairman 1 Jerjero ' N
Assave Belay Vice chairman | Derek Wovra Desse Zuria

- Adanc Gebevehu Social service executive Galessa =
Sisay Bave Social service executive Jari Tehuludere

- Ali Mohammed Chairman Silula - ”

~ Abdu Usman Chairman . Hedo 1 Bati ONAZ
Scid Mahhammed | Chairman | Sclewa | B "
Zinabu Muhe | Social scrvice exceutive ' Kersa i
Desalegn Mulat Social scrvice executive Irensa Dewa Chefa
Tahir Ali Social service exccutive Kelo -

Degu Awctahegn | Secretary Shekla -
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2. Members of School Parents’ Committee

Bayve Habtu

Shekla

b Name School Woreda Zone
| Muleta Ahmed Cherisa Kalu SWAZ
| Mulugeta Yimer Jerjero " -
| Getnet Melaku Galessa Desse Zuria a
. Ali Muhe = =
" Seid Yusuf Jari Tehuludere
Masresha Getenct & -
~ Seid Yesin Hedo Bati ONAZ
' Mohammed Ahmed Kersa -
. Zexneba Hussen N
- Ferej Jidah Selewa
" Sultan Habib [rensa Dewa Chefa
Asres Lemma = -
Aziza Havat Kelo
Seleshi Haji -
Kedir Ismail
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APPENDIX 7

General Characteristics of the Respondents

South Waollo Administrative Zone (SWAZ)

| _ Ornn:i_;';l VN:lliui‘\ﬁulit_\' Administrative Zone (ONAZ)
Dimension " ZEOs i WEOs Principals Vice Teachers ZEOs WEQOs Principals Vice Teachers
! principals principals
' ‘ No o [ % | No ; “% | No | No o No | % | No | % |Ne [% [No [% [No [% |[No |%
Sen | | ‘ v ' } o . - R DR ' [ |
Male P2 100 b 100 I 10 I3 100 180 1D N 100) 4 100 8 100 7 100 39 68
FFemale E - - } - - J - - - 3 25 - - - - - - - - 18 32
[(Towl 1 2 [ 100 | T ']"T(ﬁl_ | 13 """166" 239 [ w0 [ 3 [ 100 | 4 [0 8 [100 [ 7 [ 100 | &7 mu
Age | .
lelow 20 I - - - - - - - - - - - - - - - - B -
20-2% - . I 12.5 3 A6 7 538 157 | 65.7 I RR - - O 73 7 100 33 614
3049 i 2 100 ¢ 75 4 36 3 385 64 26.8 2 67 3 73 2 23 - - 17 29.8
> 30 E = - I 123 2 I8 I 77 18 7.3 = = 1 25 . - - - 5 8.8
| Total - I R T 00 | oo a3 o0 239 [0 |3 100 | 4 100 |8 100 | 7 100
Fducational |
Level .
13%I°Ti & - = = 6 56 12 92 207 87 - - - - 6 75 7 100 39 68
12+1 - - - - - - I 8 3 2 - - - - - - - - 3 5
Diploma - E O 75 3 27 - - 27 I | 33 3 75 2 25 - - 13 23
1243 . - . . 2 18 i - i - - . . ~ " « - . 2 4
1™ degree 2 100 2 25 - - - - - - 2 67 I 25 - 5 - - - -
2™ degree &
above - - - - - - - & - = & - = - & C - % - =
Total 2 100 8 100 11 100 13 100 239 100 3 100 4 100 8 100 7 100 57 100




APPENDIX 8

Teaching load

[ SWAZ N ONAZ e
Teachers Department | Unit Principals | Vice- Teachers Department | Unit Principals | Viee-
Weekly periods heads leaders principals heads leaders principals
: No ’ % | No } Yo | No | % | No| % [No| % [No| % | No | % |[No| % [No| % |No | %
= | = I Z —y J % ! e e e e = PRI e = I = - 1 12.3 - "
. 0-10 : g " = { = - . - - . 3 : s Pl | - . s .
i 11-15 = | - . - ’ 319 | 2 (182 2 [ 154 - | - : -l -] - 121251 ] 14
‘ 16-20 folaai oo 7 | @ Jwal - | - {1 ] ET . 2 s J o mbel « § ol
21-25 3 I=f 3 [N l 2 61 2 8.2 I i) S 12.2 2 33 I 10 2 25 | 1
‘ 26-28 12 6.7 6 222 3 0.9 | 9.1 2 154 9 | 21.9 | 16.7 3 a0 - - 2 29
i 29-30 155 | 80.6 16 393 1 21 | 637 6 54.5 4 538 | 27 | 639 3 S0 5 50 3 375 3 43
| Frnies Ui, 5 sl s o e e I O A ) S KA S RN N )
‘ Total " 179 | 100 27 100 33 100 11 100 13 100 | 41 100 6 100 10 | 100 8 100 7 100

Y 3
19 v
%l T
“_5- - g} —_:-
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APPENDIX 9 Managerial Responsibilities

Mo [ Item esponse l SWAZ ONAZ Total
[ No Yo No Yo No
‘ E \i.-m:a;',.:ri.:ll I'dh‘]k\ll.‘iihi!ili-‘.‘ls- -:Mig.'ncd o [)L‘p;?linisul head - i 27 T & | | a8 =
i [ 1eachers Unit leader - ' 7 wo | 1 10 8 13
: r Home room teacher S A et 93 6 | ® 267
i ! “Coordinator of pedagogical center o '*A I BT 4 4 7 14
| Supervisor | 0.4 - - !
l Club Coordinator i - o
| AMember of school discipline commitiee ' ST R O A T
l Mot ol parent teher mion i 7 | T = | |
1 2 Benelits  gamed  from performng,  the | Nothing 169 | 71 40 70 209
nanagerial responsibilities Low 40 17 i 2 30 57
Medium 20 8 - - 20
“Tligh o 10 ) R . 10
B ‘ Total 239 100 57 100 296
3| Interest of teachers in Tthe managerial | Low ' 126 527 43 57 169
;_rgswmsihiﬁlics ; b Medium 102 42.7 13 39 115
: e : Tigh I 16 T 3 12
Total 239 100 57 100 296
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APPENDIX 10-A
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TO WHOM IT MAY CONCERN

This is to inform you that _ A/fene  JHac o ¢ Geshxi€ isa Graduate student

majoring in Educational Planning and Management. He is working on his thesis

entitled T Ae Proctces and Prohlesrs L Locallied

M anogement of Primary Scheels fn Sowtt profle § Oomiya Adm. Lones May I
request you to provide him with the necessary information and allow him to use

your documentary sources pertaining to the topic.

bumaw Abt.,bu iit,dd
Educational Pla_r_mmg,:u‘}d;Mgnagement
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