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Abstract

Organizations, including schools, can transform into learning organizations (Can, 2010; Knapp,
2008, Senge et al., 2012; Kools & Stoll, 2017). In educational settings, organizational learning
(OL) manifests through cognitive and behavioral shifts among learning entities—personal, team,
and organizational agencies—in pursuit of institutional goals (Hora & Hunter, 2013). This study
investigates the learning of post-1994 instructional reforms (e.g., active learning, continuous
assessment, action research, reflective practice) in primary and middle schools through a
sequential explanatory mixed-methods design integrating change and organizational learning
theories. Accordingly, phase-1 conducted a systematic literature review of reform endorsement
processes, phase-2 surveyed 48 randomly selected schools in the Amhara regional state (N=785
teachers, F=390) to quantify learning organization attributes, Phase-3 performed qualitative
case studies of two contrasting schools (N=12 participants) via interviews and document reviews.
Key findings reveal: (1) reforms were persistently top-down, excluding grassroots
practitioners—a tradition entrenched across the last eight decades of Ethiopian education
reform; (2) Level-11I schools demonstrated stronger learning organization constructs and
characteristics than Level-II schools, (3) Level-11I schools, which benefited from good
leadership, actively and innovatively applied government-prescribed organizational learning
mechanisms, (4) servant leadership optimized government-endorsed OL mechanisms, and (5)
leadership emerged as the paramount factor enabling or constraining OL. The study also
identified organizational learning disabilities (reform fatigue, institutional amnesia, self-
censorship, Golem effect), particularly in poorly led schools. Grounded in these findings, three
entrenched assumptions are challenged: (i) leadership quality (more than teacher quality)
determines reform success in top-down reform contexts; (ii) assessment mandates (not
pedagogical inheritance) shape teaching practices, (iii) learning capacity (not entry
achievement) influences teacher engagement with reforms. The study concludes that Ethiopia’s
top-down reform tradition fundamentally inhibits meaningful OL, perpetuating cyclical failure,
and recommends participatory reform frameworks to disrupt this pattern, alongside future

research directions.

Keywords: educational change, Ethiopia, instructional reforms, organizational learning, school

leadership.
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CHAPTER ONE
INTRODUCTION

1.1 BACKGROUND OF THE STUDY

Educational ‘reform’ is a general term applied to any change, large or small (Dimmock,
1998) that could be introduced at national, regional or local level (Fullan, 2007 and 2011,
Darling-Hammond, 2012). The concept of reform is often mistaken for innovation, and in some
cases, the terms "innovation" and "reform" are used interchangeably in the field of education
(Matei and Bujac, 2016; OECD, 2014). However, there are distinctive features that differentiate
reform and innovation. To start with, innovation is from within (Matei and Bujac, 2016) whereas
reform has a top-down nature (Sidorkin and Warford, 2017). Innovations encourage risk taking
behavior and usually happen at the frontline of the system in schools and classrooms while
reforms are top-down and rigid, which ‘favor obedience and discourage risk-taking” (OECD,
2014, p.4) behavior. Sidorkin and Warford (2017) explain the difference between the two
concepts in terms of power relations; they claim that reforms are endorsed by those who have
power to execute (for instance managers) and “intend to change how their subordinates work”.
However, ‘innovations are generated or adopted’ by those who aspire to change their own way of

getting things done. Thus; they argue (p.5),

...a school superintendent is more likely to be a reformer, while a school teacher

[is]—an innovator. At the same time, a school principal, who changes the way she

does her own work, is an innovator. The same principal who encourages her

teachers to change their teaching is acting as a reformer.

This implies, ‘who decides to change practice and who is to change way of doing things’
are the criteria to differentiate between these terms. The same authors citing Roger’s work
(2003a, b) coined three types of innovation decisions namely innovation decisions by: (i)
individuals, (iii) collectives, and (iii) authority. The third classification according to them is
reform. Thus, based on this classification the term reform is preferred to innovation in the
context of this study since there is assertion which argued that the post-1994 instructional
reforms in Ethiopia have been endorsed following the top-down approach (Areaya, 2016; Semela,

2014; Tessema, 2007; and Tefera, 1996).



Reforms and reforming education, especially in the last three decades are active all over
the world (Hallinger, 2012; Darling-Hammond, 2012; and Barber and Mourshed, 2007)
including Ethiopia. These reforms are imposed by the decision of the government (Young and
Levin, 1999) and/or introduced following suggestions from scholarly efforts, policy makers, and
international and multilateral organizations (Collins and Rhoads, 2010; Daun, 2006; cited in

Semela, 2014). There are also reforms initiated by schools (Sidorkin and Warford, 2017).

Government bodies, with the desire to respond either to the worsening quality of
education or to heighten positive outcomes in students’ learning, are trying to embrace these
reforms one after the other. According to Darling-Hammond (2012, p.21) “nearly all countries
are engaged in serious discussion of ...reform to address demands for much higher levels of
education for much greater numbers of citizens (p.21)”. According to the writer, the push for
aggressive educational reforms is driven by the rapid changes of the 21 century, including
economic shifts, evolving concepts of democracy, and the demands brought about by
technological advancements—all of which place significant expectations on educational

institutions to address and adapt to these challenges.

Darling-Hammond (2012, p.22), appreciates politicians’ and policy makers’ enthusiasm
for embracing educational reform; but she concurrently reminds them on the questions that seek
answer before introducing any reform. The questions that she reminds politicians to answer are
“What kind of reform is required? Toward what end? Using what policy strategies in what ways?
With what supports and resources? And with what attention to side-effects?”” Her inquiry
reminds reformers to critically consider the means and ends of educational reforms as well as the

context where the reforms should be implemented.

Although myriads of education reforms have been introduced all over the world,
“reforms addressing schools have acquired more salience at a global level, as a policy tool to
improve quality” (Tatto and Mincu, 2009, p.2). More specifically, reforms which aim to improve
teaching and learning are well trusted in improving students’ learning and quality of education
(Clarke, 2011; Fullan, 2011; Hattie, 2003 and 2009; and Dimmock, 2000). In support of this
view, Fullan (2011, p.14) posited that dwelling on instruction while reforming education

mobilizes the whole system, and teacher quality is only a “proxy [indicator]| for effective



instruction”. Thus, education reforms that do not incorporate changes in instruction couldn’t be a

significant change at all (Fullan, 2007).

In the same vein, scholars who studied successful school systems (Barber and Mourshed,
2007; Mourshed, Chijioke, and Barber, 2011) underscore on instruction for successful student
achievement, especially in the context of reforms (Polikoff, 2010; Zachry and Schneider, 2010).
For instance, Barber and Mourshed (2007) after studying 25 successful school systems reported
that reforms that aim to: bring the right individual to the teaching profession, works to
developing them into effective teachers and promote effective delivery of instruction to the
children are successful. Similarly, studying 20 school systems, Mourshed, Chijioke, and Barber
(2011) reported related finding; they have found that school systems that raise caliber of teachers
and principals joining the profession, creates un-intermittent professional support to teachers and
school leaders and have system-sponsored innovations across schools are progressing from

‘great to excellent’ journey.

Thus, more successful reforms are those which consciously built high quality teaching
and learning systems (Darling-Hammond, 2012; Fullan, 2007 and 2011). On the contrary,
instructional reforms which focus on competition and incentives and those which are inconsistent
are seldom successful (ibid). With regard to this, Darling-Hammond (2012) has stated the
following points:

The nations that have most dramatically improved education have
undertaken ... reform[s] in a systemic fashion, rather than pouring energy
into an ever-changing array of innovations and fads that change with the
political winds every few years (p.26).

Ethiopia is not an exception, the 1994 Education and Training Policy (ETP) and its
directives that follow have introduced system-wide reforms in the sector. The education and
training policy statement (MoE, 1994) focuses on four major areas of reform, one of which is
improving the quality of education (MoE, 1998). Similarly, in ESDP-II the government planned
to reform the curriculum of primary grades so that the learning materials could “improve the

problem-solving capacity of the students” (MoE, 2002, p.12).

Such curriculum reforms call for concomitant changes in teachers’ classroom practice. In

this regard, ESDP-II (2002, p.24) has gone to the extent of defining quality in education in terms

10



of proper implementation of these instructional reforms; consequently, quality in education is
stated as “processes through which teachers use child-centered teaching approaches in well-
managed classrooms and schools ... skillful assessment to facilitate learning, [and action
research].” Similarly, the post-1994 instructional reforms are commonplaces of the series of
ESDP documents that came after ESDP-II (2005, 2010, 2015, and 2020) so do in the recent
education transformation programme (MoE, 2023). Consequently, the Federal Ministry of
Education in the new curriculum framework of General Education plans to intensify the proper
implementation of these instructional reforms (MoE, 2020), which itself has confirmed that the
reforms were not implemented as intended and plans to address this through additional

programmatic and structural reforms, which will be mandated for teachers.

These instructional reforms have been ensembles introduced to create citizens having
profiles stipulated in the ETP. Nevertheless, even after decades of implementation of these
reforms, the MoE regrets that primary school teachers’ pedagogical skills are still below the level
needed to apply the active learning and continuous assessment techniques required by the new
curriculum, which epitomizes the failure of these reforms (see also Melese, Tadesse and Assefa,
2009). Thus, investigation into how schools learnt these reforms including the approach of

endorsing the reforms is worthwhile and timely because of the following rationales:

1. The failure of post-1994 instructional reforms such as student-centered education, continuous
assessment, action research, and reflective practice is real, but the reasons why their

implementation fall short of improving teachers’ classroom practice doesn’t seem consistent;

ii. The empirical researches conducted on educational reforms and in particular instructional
reforms of post-1994 Ethiopia are found in reasonable number, but the research works that
examine how schools learnt the reforms seem scant as compared to researches that dwell on

assessing implementation of these reforms vis-a-vis the aspirations of the ETP.

iii. The availability of strong scientific evidences that building a learning school is a necessity for
a better classroom practice, especially student learning using the constructivist approach
necessitates the learning of a school community through same approach (Beauregard, 2015;

Smith and Lyles, 2011; Miles, 1995; Hargreaves, 1995).

11



iv. The post-1994 instructional reforms which have been endorsed by the 1994 Education and
training policy and unpacked by the TESO have been also made priority areas in the 2023
new education and training policy (2023), and particularly in the general education curriculum

framework (2020) and the education transformation program (2023).

v. Last but not least, my experience as teacher educator in training primary school teachers for
more than a decade and my research engagement in issues of Ethiopian education policy
especially, in primary teacher education area has deepened my skepticism about the coherence

among the policy elements.

1.2 Statement of the problem

The Rhetoric: focus in Sub-Saharan Africa

The 1990s were the time when Africa experienced wave of educational reforms
(Altinyelken, 2010; Chisholm and Leyendecker, 2008; Eger, 2016) and a great deal of these
reforms were related to pedagogy (Eger, 2016; Dimmock, 2000). For example, in Uganda,
Botswana, and South Africa; great efforts were made to “popularize and institutionalize the
reformed pedagogies” (Altinyelken, 2010, p. 151). The very intention of these reforms was to
improve education quality by altering Africa’s entrenched tradition of authoritarian, teacher-
dominated and lecture-driven pedagogies (Altinyelken, 2010; Tabulawa, 2013) along with
outmoded student assessment. The international development agencies through their funds are
claimed to be the main actors for smuggling these reforms (Tabulawa, 2013; Dahlstrom and

Lemma, 2008, Dahlstrom, 2007 and 2009).

Unfortunately, while instructional reforms introduced in some spots of the developed
nations have success stories; waves of reforms in the third world countries, especially in the sub-
Saharan Africa have generally failed to penetrate into the classroom (Nordstrum, 2015;
Tabulawa, 2013; Hallinger and Lee, 2013; Altinyelken, 2010; Chisholm and Leyendecker, 2008,
O’Sullivan, 2002; Dimmock, 1998,). Country profiles developed for sub-Saharan African
countries by the Vrije Universiteit, Amsterdam, as part of a larger study on Science, Maths and
ICTs in Secondary Education indicate the prevalence of ‘traditional pedagogies’. Chalk and talk

teaching strategies, largely aimed at verbal recall of factual information and definitions are
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described as characterizing pedagogies (Tanzania, Uganda, Nigeria, Ghana, Botswana, Namibia,

Senegal and South Africa) in Africa (Ottevanger, van den Akker, de Feiter, 2007).

The gap between policy and practice, as in these West, East and Southern African
contexts is also a reality in Ethiopia which becomes difficult to achieve in practice unlike in
policy. The statement by Altinyelken (2010, p.152) represents the reality in most African

classrooms. It is read as:

Many African countries have adopted reforms of teaching and learning based on

constructivist principles. These new paradigms include active learning, problem-

solving, learner-centred and discovery approaches, whereby students not only

acquire information but also do something active with it; [though there is little

sign of it in the classrooms].

In the same vein, Cunningham (2018:3) who reflected on East Africa’s pedagogical
practice wrote “observations of classroom practice ... today are worryingly similar to those of 30
or more years” ago.

There are different versions of attributions explaining the reasons for the failure of these
reforms: Wagner (2000) attributed the failure to three causative factors: (i) overemphasis on
covering subjects than assessing competencies vis-a-vis clear academic goals, (ii) absence of
collaboration among teachers and other stakeholders, and (iii) reluctance to create a caring
community with explicit core values. The missing of one or more of these elements, the same
author posited, leads to failure of the reforms. Others such as Darling-Hammond (2012) and
Fullan (2011) claim that only those reforms which address the whole system are effective and,
for Fullan (2011, p.3), a whole system reform is a reform that touches 100 per cent of the system:
“a whole state, province, region or entire country”. Reforms that “foster intrinsic motivation of
teachers and students; promotes continuous improvement of instruction and learning; inspire
collective or team work and affect all teachers and students,” according to Fullan (2011, p.3), are
right drivers for whole system reform; in the contrary, reforms which lack these elements are
destined to failure. In the same vein, Schleicher (2011) emphasized on the engagement of
grassroots level practitioners in the process of initiating instructional reforms; unlike the practice
in a few decades back, designing reforms “capable of changing learning outcomes” is hardly
possible if not “supported by those who deliver the system” (p.56). Thus, teacher engagement in

instructional reforms is very vital for successful implementation. Fullan (2011, p. 15) also
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substantiated this, as he posited “If policy makers don’t ‘get’ this one [teacher engagement in
reforms], I can guarantee you they will choose the wrong drivers [of whole system reform]”.
Over emphasis given to teacher engagement may be due to the fact that “only reforms that are
successfully implemented in classrooms can be expected to be effective” (Schleicher, 2011,
p.55).

In addition, resistance of teachers is common against fundamental changes to the status
quo because of the fact that such changes raise uncertainties (Schleicher, 2011; Dimmock, 1998),
which could be another attribution for the failure in connection to teachers. Burney and Elmore
(2011, p. 16) too has affirmed that teachers disengagement while introducing instructional
reforms is the underlying reason for the reform failure. They further noted, for learner-centred
education to take root in African classrooms, teachers need to understand the underlying idea, be
motivated to change practice, adapt and apply appropriate pedagogies, and have the capacity to
do it. Besides, teachers’ values, practices and beliefs also shape the outcomes of implementation

(McLaughlin, 1993) of reforms.

Thus, most educational reforms introduced without active and willing engagement of
teachers are subject to failure. The rationale is obvious; i,e, “teachers are experts in teaching and
learning and thus can make an essential contribution to the design of reforms” (Fullan, 2007,
p.56). This shows the necessity of bottom-up backup for any educational/school reform to have

a successful story.

Dimmock (1998) attributed the failure of instructional reforms to refusal of schools to
understand their roles; he argued that schools are dynamic and multifunctional organizations
sanctioned to “engage in learning, teaching, managing, organizing, leading, decision making and
so on”. Reluctance to understand these roles and rigidity of schools with respect to changing
teaching and learning have been reported as the major reasons for unsuccessful reform. The other
version states that pedagogical practices are resistant to reform because of the fact that they are
multidimensional, complex and vast (Spillane and Louis, 2005). They also necessitate change in
action and, value and belief (Fullan, 2007). As a result, the stories in Sub-Saharan Africa verify
that changing teachers’ traditional classroom practice appears difficult to realize in a hurry

(Altinyelken, 2010).
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There is also a claim that associates the failure with the source of the reform ideas
(Tabulawa, 2013; Chisholm and Leyendecker, 2008; Crossley and Watson, 2003; Burney and
Elmore, 2011; Dimmock, 1998); that is, most or all of these reforms are alien to the host
countries’ context. Dimmock (1998), for instance, states that only a few countries are origins of
most reform ideas in teaching and learning so do in education in general. Consequently, other
countries and states are reform importers often with little adaptation. Reforms imported with
little consideration of the country context are deemed to failure (Tabulawa, 2013; Crossley and
Watson, 2003). Surprisingly, most implementation of reforms happens with little regard for

available capacities in the context (Burney and Elmore, 2011).

Thus, with respect to implementing instructional reforms, literature shows that the gap
between policy rhetoric and reality on the ground is wider, especially in sub-Saharan Africa; and
weak teacher engagement in the reform process and alien nature of the reform ideas to the

African context stand behind this assertion.
The Ethiopian rhetoric, reality and the discourse in between

In Ethiopia, post-1994 education policy directives sanctioned child-centred education,
continuous assessment, reflective practice, and the development of critical thinking and problem-
solving skills as statutory classroom practices. Yet, according to reports from MoE, donor
agencies (such as the USAID and UNESCO) and local researches, these provisions remained
aspirational rhetoric (Serbessa, 2006; Melese, Tadesse and Assefa, 2009). Government often
heard attributing the failure to teachers’ lack of commitment and pedagogical knowledge and
skills (MoE, 2003). On the contrary, teachers have developed an alternative narration which
attributes the failure to work load, lack of incentives, in adequate resources, and poor working
conditions (Dagnaw, 2017; Tsehay, Belay, Seifu, 2024). These factors lead the attribution to

make a vicious circle, where projection is the inherent phenomenon.

Thus, in the next sections, I tried to (i) unpack the rhetoric of the ETP and policy
directives introduced to ‘effectuate’ the ETP, with more priority to reforms dealing with teachers
and teaching-learning. However, due to its special emphasis toward constructivist pedagogies, |

used TESO as a trajectory line to discuss the rhetoric back and forth; (ii) scrutinize the academic
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discourse established so far by Ethiopian researchers with regard to post-1994 instructional

reforms.
The 1994 Education and Training Policy

The Ethiopian education system traditionally experienced policy alteration following
regime change. As a result, following the fall of the socialist regime from power, the Ethiopian
People’s Revolutionary Democratic Forces (EPRDF) has introduced its own policy typically
known for its flagship of decentralization. The government claimed that this policy was unique
from its predecessors, since it was participatory in its formulation, friendly to context, and
focused on the country’s age-old educational problems (MoE, 2002; Zewudie, 2018), albeit the
scholarly discourse refuting the claim (Tefera, 1996; Tessema, 2007; Semela, 2014; and Areaya,
2016).

The ETP has identified issues of quality, access, equity, relevance, and efficiency as the
major focus areas of Ethiopia’s education system to deal with. And to ensure, especially quality
and relevance in education, the policy aspired to change the curriculum, mode of assessment, and
teachers’ professional development towards the constructivist paradigm. Thus, in the next
paragraphs, I tried to show the rhetoric in the ETP and its policy directives vis-a-vis instructional

reforms.
Rhetoric in post-1994 education policy directives vis-a-vis instructional reform

Contents and pedagogy of the pre-1994 education have been considered futile in
developing students’ cognitive and problem-solving abilities and in installing desirable
behavioral and attitude change (TGE, 1994; MoE, 2002; and Zewudie, 2018). The ETP also
accuses previous regimes for ‘inefficient, irrelevant and poor quality of education which had
been accessible to the few’ (Zewudie, 2018). Particularly, government document produced to
meet twin goals of elaborating the ETP and evaluating its implementation (MoE, 2002, p.1) has
criticized the education and training offered in pre-1994 regimes on account of:

...limited positive impact on the lives of the people and national development
[and limited ability] to solve the problems of farmers, pastoralist[s], and change
the lives of the overwhelming majority of the people.
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According to the assertion set in the prelude, ETP is meant to tackle those educational
problems inherent to the system. Hence, it has set a grand objective of “cultivating citizens with
an all-round education capable of playing conscious and active role in the economic, social, and
political life of the country at various levels (p.16). To realize this objective, teachers are placed
at the center of the axis where the high leverage lies; they are expected to create citizens with the
above-mentioned profiles. Consequently, the policy makes teacher quality one of its special
attention and action priority, which is envisaged to be realized via continuous education and
training that would be given through pre-service and in-service teacher training programs. To
this end, the ETP prescribed inauguration of a new professional career structure that must be

attained via accomplishments of teachers in professional development.

In the same vein, evaluation of the ETP implementation, which MoE conducted in 2002
underscores increment of teachers’ training in quality and quantity to improve quality in primary
education. This has been further elaborated in ESDPs (2005-2020), General Education Quality
Improvement Programs, GEQIP (2008 and 2013), TESO (2003), General Education Curriculum
Framework (2002), and in piles of publications produced with the active support from
international donor agencies and partner organizations. The rationale for providing priority to
teachers so as to come out of quality perplex is not a novel solution (Fullan, 2007; Hargreaves,
2004; and Darling-Hammond, 2012); it is as old as the profession itself; for teachers are frontline
actors to implement the policy in general and constructivist pedagogies and assessment in

particular.

Unfortunately,’ these pedagogies were not priorities of the ESDP-I (MOE 1998), a five
years action plan that aimed to translate ETP into effect. Instead, more priority was given to the
issue of expanding equitable access. Accordingly, the quality of neither teachers nor instruction
process was a pressing priority. Instead, ESDP-I planned to measure quality vis-a-vis teacher
qualification, availability of educational resources and students’ score in exit assessment (Grade-
4 and Grade-8). But, measuring quality via examinations contradicts not only with profile of
citizens the policy aspired to install but also with the criticism it forwarded against education
system of old regimes. ESDP-II (MOE 2002) has the same focus to that of ESDP-I: expanding
access equitably. The indicators for quality were also the same: minimizing textbook-student and

student-section ratio, and increasing teachers in number and qualification. The Dakar framework
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for attaining ‘universal primary education in 2015’ might have compelled Ethiopia to focus on

expansion.

Nevertheless, ESDP-II had new provision too. It had planned to reform the curriculum in
a way that could “improve the problem-solving capacity of the students and to make them more
productive members of the community who respect the human rights and democratic values”
(p.12). It has also planned to commence “child-centered education and activity-oriented learning
approaches, and continuous assessment of pupil achievement, p.24”. Suggestions from
evaluation of implementation of ETP (MoE, 2002) and review of primary school curriculum by
the Institute of Curriculum Development and Research, ICDR (2001) might have helped MoE to

re-divert its attention to these constructivist instructional reforms.

To conclude; the ETP and its directives aspire to prepare citizens who develop 21*
century skills such as problem solving, critical thinking, collaborative interaction, and respecting
others and own rights. To realize this, it gave priority for teachers who are responsible to make a

pedagogical shift toward constructivist classroom practice.
The Rhetoric since TESO (March 2003)

Several documents have been produced to support post-1994 instructional reforms, with
TESO being one of them. TESO aims to translate educational policy into teacher training
programs and curricula. Thus, the synthesis that follows tries to expand the rhetoric stipulated in
the ETP and its directives, based on the TESO document and local researches conducted so far

on TESO.

Comprehensive research on the quality of teacher education (MoE 2002) has disclosed
issues lingering in the country’s teacher education system. Teacher Education System Overhaul
(TESO) was thought to be a paradigm shift launched to lighten those weaknesses of teacher
education in particular and the entire education system in general (MoE 2003, Mihiretie, 2008
and Engida, 2006). This system overhaul constitutes five themes! developed by twenty-five

professionals of which eleven were foreign experts from donor agencies.

! Teacher Educators, Pre- Service Selection Criteria, Pre-Service Teacher Education Programmes, Continuous
Professional Development and Special Upgrading Programmes
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The provisions aimed at transforming teachers’ classroom practice by changing pre-
service teacher training programs and in-service teacher development. The resultant effect of this
provision, according to the TESO team, was democratizing teacher education (MoE, 2003). By
democratizing, it means changing education in Teacher Training Colleges (TTCs) and primary
schools in a way that could allow students and teachers ‘‘make decisions and take initiatives and

control of their world’’ (MoE, 2003, p. 34).

The instructional process is considered central to democratize education by transforming
teaching and learning into constructivist pedagogies in which active learning, reflective teaching,
action research and continuous assessment and development of problem-solving skill were
highly valued. Stated otherwise, substituting: the long stayed 'passive learning' approach by
active and learner-centered one, traditional paper and pencil tests by continuous assessment, and
knowledge acquisition by knowledge construction was TESO’s aspiration. To this end, TESO
(p.35) promised to support the preservice program with “a practical teacher handbook that
provides examples of topics on teaching, active learning and continuous assessment. Besides,
practicum and action research were provided as strategies to speed up the paradigm shift in the
preservice teacher education program (MoE, 2003), and constructivist instructional reforms are

the heart of these strategies.

These provisions have been common prescriptions in successive policy directives that
guide pre-service teacher education program together with or after TESO; such as the ESDPs
(MoE, 2005, 2010, and 2015), Framework for Primary School Teachers’ Continuous
Professional Development (MoE, 2009), Curriculum Framework for Primary Teacher Education
(MoE, 2013), Teacher Professional Standard (MoE, 2013), and Standard for Primary Schools
(MoE, 2014). For example, the curriculum framework (p.1-2), though endorsed after termination
of TESO intensified the provisions in the following way:

Curriculum framework adopts the principles of active learning ...as the most
flexible means to achieve the desired changes (p.1). Thus, ‘exploring, observing,
experimenting and practicing rather than simply being passive receivers of
knowledge’ appears more focused. This approach is based on the constructivist
theory of teaching and learning (p.2).

With regard to in-service program, TESO placed these instructional reforms at the center.

Accordingly, it promises continuous and coherent professional development program for primary
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school teachers (CPD) and teacher educators in TTCs which prepare primary school teachers
(HDP and CPD) (Mihiretie, 2008). Review of the CPD framework endorsed by MoE in 2003 and
2009 and the HDP manual endorsed by MoE in2003 shows that post-1994 instructional reforms
have been core contents of both programs, CPD and HDP.

The CPD for primary school teachers is meant to equip them with skills and knowledge
of post-1994 instructional reforms. For teacher educators, it aimed to, among others, enhance
their abilities in preparing primary school teachers so that primary school teachers can assist
children to acquire knowledge, skills, values and attitudes, according to their age, aptitude and
abilities by applying constructivist pedagogies. The net effect would be establishment of system
and culture for continuing professional development through diverse routes and in accordance

with the principles of lifelong learning (MoE, 2003).

These provisions clearly indicate the need to institutionalize constructivist instructional
pedagogies into TTCs and further to primary and middle schools. The statement below shows
MoE’s interest to institutionalize post-1994 instructional reforms (MoE, 2003, p.5).

It is made absolutely clear that continuous professional development is part of a

process of lifelong learning..., [that] must be systematically developed,

effectively coordinated, and efficiently managed. It is not just an issue for

teachers but for all sectors with an interest in the education of students (p.105);

[Emphasis added]

Structural and programmatic reforms have been introduced to support teachers’
continuous professional development (MoE, 2002 and 2003). For instance, school clustering is
one of these structural reforms targeted to transform primary school teachers’ classroom practice
by institutionalizing post-1994 instructional reforms. Of course, this has been a suggestion
following evaluation of ETP implementation (MoE 2002). Much has been expected from these

centers so as to promote teachers’ professional development, and institutionalize those reforms.

They were thought to be epicenters for lifelong learning where teachers:

‘...receive short-term trainings and be familiar [to] the new appealing and
student-centered classroom teaching- learning process ... that replaces the
old teacher-centered approach (MoE, 2002, p.51).

Specifically, it has been designed to help teachers to exchange classroom pedagogic

experiences by learning from each other, train each other with respect to applying active learning
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methods, prepare teaching aids by using the equipment in the resource centers, evaluate
textbooks, enrich them, and make suggestions for improvement, and get supports from

supervisors coming from Woredas, Zones, Regions as well as other invited professionals.

With regard to programs, School Improvement Program (SIP) has been launched since
ESDP-III (MoE, 2005), and one of the reasons the ministry decided to introduce this program is

to improve teachers’ professional practice in line with constructivist pedagogies.

The school-college link and practicum programs were intended to bridge between the
pre-service and in-service program. That is, via school-college link, TESO hopes to link TTCs
and primary schools so that teacher educators could “understand more about primary school
teaching” and notice the differences in instructional practice between primary and middle
schools and CTEs vis-a-vis implementation of post-1994 instructional reforms. The link is meant
to carryout research that could improve teaching and learning in both TTCs and primary and
middle schools, increase curricula relevance in TTCs and strengthen experience sharing between
teacher educators and primary school teachers to the advantage of both parties involved.

Unfortunately, this and other provisions of TESO remained only lip services? (Mihiretie, 2008).

Thus, the very essence of TESO is to improve teachers’ classroom practice vis-a-vis post-

1994 instructional reforms. The paragraph quoted from TESO verifies this intention (p.37):

prepare teachers who can promote active learning and the development of
problem-solving skills through a learner centered approach using a curriculum
where content and methods are integrated, [and] who practice democratic
principles in classroom interaction and in the whole school... committed to
change and continuous improvement.... prepare teachers who can effectively
apply continuous assessment and evaluation to students' learning, and have basic
knowledge and application of action research

A system overhaul that was once thought to be silver bullet to deep-rooted problems in
teacher education was terminated by the decision of the MoE probably because of the running
academic discourse (Tessema, 2014; Semela, 2014) and public discontent towards worsening
quality of education. Its top-down nature (Semela, 2014; Areaya, 2016) that left practitioners in
the peripheries, more emphasis to neoliberal ideas (Engida, 2006; Dahlstrom and Lemma, 2008),

2 Not only this, but also other provisions of TESO such as preparation of handbook of teacher education, introducing
CPD for teacher educators and a provision to launch quality assurance program in CTEs remained on paper.
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and conflict regarding the question of right balance between subject matter, PCK and
professional courses including practicum (Mihiretie, 2008) might have speed-up its termination.
Nevertheless, its provisions namely student-centered education, continuous assessment,
reflective practice, and action research have continued to influence successive reforms in
primary teacher education (MoE, 20083; 2009a*; 2009b> and 2013a®; 2013b7), continuous
professional development programs, teacher professional standards (2013) and school standards
(2014) in primary schools so does the dissatisfaction towards primary and middle school

teachers’ classroom practice.

Thus, TESO proposed new ways of teaching and assessment that requires teachers and
students to shift into new way of classroom practice. The role of the teacher has changed from
purveyor of knowledge to a facilitator and that of students to explorers than mere receivers.
Accordingly, at colleges the percentage of subject matter courses has got minimized in favor of
professional courses and practicum. Nevertheless, severe critiques rose before TESO come into
full-fledged implementation (See Mihiretie, 2008; Engida, 2006; Tessema, 2014; and Semela.
2014).

First, TESO was more transformative than the policy itself since it aspires to transform
the long-stayed classroom practice. Second, though TESO and successive reforms after it aspire
to transform teachers’ classroom practice into the constructivist approach; it is hard to find
evidence verifying the reformers’ transformation. That is, there is a counter argument that states
the ETP and TESO were prescriptions of reformists (Tessema, 2014; Semela, 2014; Areaya,
2016) not yet bought by grassroots level practitioners. Third, there is an assertion that curriculum
design and assessment practice contradict with provisions of TESO and the successive reforms
that aim to guide classroom practice. That is, curricula and state assessment focus on ‘what’ of
learning while the TESO provisions dominantly advocate the how of learning (Mebratu and Hoot,

2005; Tessema, 2014).

3 Cluster vs Linear primary school teacher training modality that replaces the TESO modality
* General Education Curriculum Framework

5 Continuous professional Development framework for primary and secondary schools

¢ Framework for primary school Specialist Vs Generalist teacher training modality

" Teacher professional standard
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According to Mebratu and Hoot (2005), primary school teachers today are not adequately
prepared to implement the instructional methods recommended in the post-1994 reforms. Both
current teachers and teacher educators have been trained in traditional, teacher-centered
approaches, where the teacher delivers information, and students focus on memorization. The
authors suggest that, to break away from this traditional model, in-service training programs

within schools must be reformed.
Local research findings: uncovering the moving discourse

Research have been conducted and published so far in different packets of the country
regarding post-1994 instructional reforms (Lemessa, 2017; Areaya, 2016; Semela, 2014;
Hindeya and Endawoke, 2013; Belayneh, 2012; Hailu, 2009; Kenea, 2009; Melese, Tadesse and
Assefa, 2009; Mihiretie, 2008; Ayele, 2007; Dahlstrom, 2007; Asgedom et al., 2006; Tuji, 2006;
Serbessa, 2006; and Endawoke, 2004). These small- or large-scale scholarly works in sum have
gone far distance in studying constructivist pedagogical reforms across the entire education
ladder using either quantitative or qualitative or both approaches. They also differ in the
discipline of focus, subject of the study, and emphasis of the instructional reform (student-
centered learning, continuous assessment, inquiry learning or quality in education). Nevertheless,
the findings are at odds with the aspirations of the ETP and its directives; that is, those presenting
success stories in the implementation of the post-1994 instructional reforms in a way to meeting
the ambitions set in the 1994 education and training policy documents are lacking. There are also
others (such as Asgedom, 2006; Semela, 2014) who vividly showed the quality decline or

stagnation and especially deplorable condition in primary and middle schools.

Nevertheless, the assertions for paucity of success stories differ: teachers, students,
government, context and curricula were among the most cited impediments for which the failure
has been ascribed. The common antidote prescribed by these researchers is to make intervention

on either of these elements of the system.

Thus, in the next pages, I tried to review existing local research evidences published so
far mainly for two reasons. First, the assertion stated in preceding section regarding failure of
instructional reforms is neither a gut feeling nor intentional belittling; rather, it is based on

empirical evidences from scholarly discourses. Second, it is to support own argument that the
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failure of these reforms could not be ascribed to a specific or couples of variables entertained
alike previous researches; rather, it appears systemic that emanates from the agency operating at
school and government level. In other words, it is to show that there is a research gap especially

with respect to the causations for which the failure has been accredited.
The Gap between Rhetoric and Reality

Articles that have been published by Ethiopian scholars since 1996 to date, and accessed
by the researcher were reviewed. These articles attempted to scrutinize post-1994 instructional
reforms vis-a-vis policy provisions either directly or indirectly, and reported that the gap between
the rhetoric and the reality on the ground has seldom narrowed. This popular discourse is
established towards constructivist pedagogy especially student-centered education has been the
epicenter of this discourse. The felt gap is described in terms of either quality decline-stagnation
continuum (Semela, 2014; Asgedom et al., 2006) or supremacy of traditional teaching methods
over constructivist pedagogies (Melese, Tadesse and Assefa, 2009; Mekonnen, 2007; Tuji, 2006;
Serbessa, 2006; Endawoke, 2004) or in terms of prevalence of overwhelming behaviorist

epistemic beliefs among teachers (Mihiretie, 2008).

With regard to quality; it is declining across levels and especially dreadful in primary and
middle schools (Semela, 2014; Asgedom et al 2006; and Serbessa,, 2006). According to Serbessa,
(2006, p.137), the status of quality “in most primary schools throughout Ethiopia is both
compelling and disturbing” and government is “face[ing] the challenge of ensuring ...quality
education.” In the same vein, Asgedom et al (2006) confirmed the stagnation or declining of
education quality in primary schools as a result of twin but competing goals quality and access.
This is not of course exaggeration as it is easily corroborated by the assessment scores from
government agencies and international organizations, such as NLAs, EGRA and EGMA and
official government documents such as the ESDPs. For instance, the EGRA studies (2010, 2014)
shows that children in first cycle primary schools were not developing the basic language skills
required to learn effectively in later years, in which only 5% were able to perform to the standard

in reading fluency (2010) and more than half were nonreaders® (2014). Obtained scores from

8 Children who scored a zero point on the Oral Reading Fluency portion of the EGRA

24



EGMA (Asfaw, 2015) and NLAs® (NAE, 2002; 2008, 2010, and 2013) are behind the pass mark
score set in the education and training policy, which is 50% (TGE, 1994). Putting together, the

quality disaster and failure of post-1994 instructional reforms are real.

With respect to implementing constructivist pedagogical reforms sanctioned in ETP and
its directives, it becomes difficult for teachers to make healthy shifts to constructivist
pedagogical practice. Consequently, active learning methods in particular and constructivist
pedagogies enshrined in policy documents in general are being implemented in stark contrast to
the aspiration of those policy documents. The traditional methods of teaching rather overwhelm
teachers’ classroom practices (Lemessa, 2017; Belayneh, 2012; Melese, Tadesse and Assefa,
2009; Wudu, 2007; Tuji, 2006; and Endawoke, 2004). Students’ participation in classroom
instruction, according to Begna (2017) is dominated by learning experiences like watching and
listening to the teacher and writing or drawing in exercise books (Begna, 2017). This has made

9 ¢

instruction linger in its pre-1994 way of doing since teachers’ “teaching-learning strategies still
rely on” enforcing students “absorb fixed knowledge and giving-and-taking true/false answers”
(Asgedom et al 2006, p.21). Similarly, neither its integral elements of constructivist pedagogical
reforms such as problem solving (Mekonnen, 2007), continuous assessment (Serbessa,, 2006),
active learning (Lemessa, 2017; and Serbessa,, 2006) nor its structural constitutes such as self-
contained teaching (Debebe, 2002) have been practiced as per the aspirations of the policy
directives of post-1994 Ethiopia .Moreover, the programs enforced to arm teachers with these

reforms such as the CPD, were reported to be rarely implemented (Hindeya and Endawoke, 2013;
Gemeda, 2014; and Seyoum, 2013).

The problem in primary schools and Teacher Training Colleges (TTCs) responsible for
training primary schools appears more serious. Lemessa (2017:1) for instance finds out that “the
system and actual [instructional] practices of the college predominantly remain traditional”. In
the same vein, Tadesse (2012) reported the overwhelming practice of conventional teaching

methods in the sample CTE he studied.

Studies that involved students also reported similar findings; Kenea (2009) who studied

students’ reactions towards active learning methods in Higher Education context reported that

® One of the purposes of GEGIP was to improve student performance as measured through the NLAs (Berry and
Bogale, 2011)
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students had negative reaction towards Learner-Centered Pedagogy (LCP). Tuji (2006) also
reported low level of upper primary students’ involvement in active learning. However, Aga
(2005, p.49) unveils teachers in the case University he studied have used lecture method of
teaching while “the learners preferred the active learning to the traditional lecture method of
teaching”. The contradiction may be due to the fact that Aga’s study was based on self-report

inventory collected from university students.

Thus, the scholarly discourse established towards education quality in general and
constructivist pedagogical reforms in particular seldom show success stories; rather, it makes
clear that the gap between the rhetoric and the reality is getting wider across the education ladder.
Especially, the situation in primary schools is more serious (Semela, 2014) and more disturbing

(Serbessa, 2006). Observation from TESO (p.105) describes the situation as follows:

It must be recognized that significantly large amounts of money and other
resources have been invested in the education and training of teachers in
both colleges and schools, yet it is abundantly clear that this investment
has been largely ineffective in that it has not been matched by any great
changes in the classroom practice of most teachers throughout the country

Attributions for the failure story

The assertions built around the failure; however, differ significantly and points toward
teachers, school leaders, government, students, curriculum and the context. The paragraphs

below try to analyze the existing discourse serially.

First, mainly because of existing body of knowledge that brings teachers on top of the
variables that determine quality; most of the researches reviewed here make teachers basis for
their unit of analysis and the causative factor that explains the lion’s share of existing ill-practice
of constructivist reforms. Accordingly, it is argued that the quality disaster has resulted from
teachers’ professional incapacity (Semela, 2014) or poor conception of reform ideas among
teachers as change agents (Hindeya and Endawoke, 2013). In the same vein, Belayneh (2012),
Tuji (2006), Wudu (2007), and Dagnaw (2017) ascribed the failure to teachers’ beliefs,
conceptions and convictions. In particular Dagnaw (2017) claims that the effective
implementation of constructivist reforms was hindered by teachers' lack of dedication, large class

sizes, limited time, skill, and materials. While summing up this notion Endawoke (2004, p.23)
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conclude that “teachers practice any new instructional method if they have the knowledge of it, if
they believe that it brings about the change they look for in their students, and when they are
given the freedom to practice it (p.23).

This implies that the knowledge deficit teachers have, their wrong belief regarding the
impact of the method on students’ learning, and lack of professional autonomy accounted for
unsuccessfulness of post-1994 instructional reforms in general and student-centered education in
particular. However, if the policy provision on the ‘learning of all students’ is well accepted, why
do not all teachers learn to be good teachers? Why do these researchers strongly suggest to
recruit prospective teachers from students in the top-tier? Why do they strongly insist the
teaching profession to join the war for chasing of talent? According to the views of
organizational learning, this assertion of the researchers seems dubious. That is, while the
assumption they had about students is guided by incremental theory of intelligence, their
assumption towards teachers is the opposite: entity theory of intelligence!’. Accordingly, they

suggest for bringing the best mind into the teaching profession.

Second, poor leadership and ill-conceptualization of reforms by change agents, and
coercive reform tradition inherited by the government have been other line of argument on which
the failure story stretches (Areaya, 2016; Semela, 2014; Alemu, 2009; and Tefera, 1996). That is,
it is claimed that the reforms have been imposed from above without taking practitioners’ voice
into consideration, which makes grassroots level implementers acquire false clarity toward the

reforms.

Third, curriculum especially the influence of examination is another assertion (Ayele,
2007; Asgedom et al 2006; and Serbessa, 2006): while constructivists as well as policy
provisions in Ethiopia advocate assessment as means to deepen students’ learning, government
directives sanctioned it as a single outlet to determine the future fate of students. This trend has
paramount influence on curricula design; that is, the critical roles examination scores play in
student selection and placement by the government urges teachers to favor content coverage at
the expense of learning with the help of constructivist pedagogies. In addition, students’ fear of

taking complete responsibility for their own learning is considered as one of the critical factors

10 Resnick, L.B. and Hall, M.W. (1998: 105) wrote about two opposite theories of intelligence that have influenced classroom practice
in the USA and elsewhere in the world: entity theory and incremental theory; while the entity theory view ability as unchangeable,
the incremental theory view ability as changeable depending on the effort of the individual.
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for the failure of constructivist pedagogies (Ayele, 2007); at face value, this may seem true, but it
seems that there is another underlying reason related to examination behind the fear; that is, they
feel that teachers know the specific contents and ways of stating it that appears in exams more
than they do. Kenea (2009) who studied students’ reactions towards active learning methods in
Higher Education context reported that students had negative reaction towards Learner-Centered

Pedagogy resulted from ‘examination pressure’

Lastly, with regard to the context, large class size and paucity of instructional resources
(Kenea, 2009; Ayele, 2007, Asgedom et al 2006; and Tuji, 2006) and to teachers’ work load
(Serbessa, 2006) have been common assertions that coerced teachers linger in the behaviorist
paradigm and delay the implementation of instructional reforms. Moreover, the legacy of
traditional education that claimed to favor saliency, non-argumentativeness and being submissive
is also another causality related to context for which the failure of those instructional reforms is
ascribed (Serbessa, 2006; Girma, 1963; cited in Belayneh, 2012). Such belief, according to
Dahlstrom, (1999) cited in Belayneh (2012, p.33) “have put its own negative influence [in
Ethiopia] on active learning strategies implementation, which strongly demands learners and

their trainers to raise the how- and why- questions.”

To sum up, the above review has the following implications: first, the failure of these
instructional reforms is real; second, majority of the researchers consider ETP and its directives
as standards against which to gauge teachers’ instructional practice. Third, the discourse towards
these reforms in particular and quality in general is built around input and process, and the
emphasis given to teachers outweighs other variables, and this appears a tradition while
reforming Ethiopian education since the last 50 years. Government tried to reverse the situation
by: upgrading primary school teachers, allocating significant portion of the GDP, improving
school facilities, prescribing more initiatives over initiatives, revising the curricula. And yet,
these efforts have not yielded the results anticipated in the policy and policy directives. This is

mainly because:

...new initiatives and structures alone are unlikely to lead to lasting change.
Rather, sustainable change in schools is a function of the beliefs, norms, and
expectations of those working within those schools, as well as their capacity for
learning (Elmore, 2002; cited in Higgins et al 2012, p.3).
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Moreover, organizations including schools are living in a challenging time because of the
dynamism that prevails in the business world; thus, new ways of thinking and acting are
mandatory to thrive in this challenging era (Senge, 1991). In particular, OL literature argues that
organization is only as good as its learning ability (Senge et al., 2012; Law and Wah Chuan,

2015; Wellman, 2009; and Argyris and Schon, 1978).

However, it seems that much space is devoted not to how schools as agency of learning
have learnt these reforms in their own context so as to multiply the knowledge rather, on
compliance. That is, exploring or assessing the status of implementing instructional reforms and
to the challenges that daunt their implementation overwhelms the discourse. A notable exception
is a large-scale survey that is carried out by Geleta and Tafesse (2017, p.34) who reported ‘low
favorable characteristics for [schools to] transform into a learning organization’. In addition, a
full-fledged dissertation work has been conducted by Shega (2017) who studied how leadership
enhance/discourage teachers’ commitment to OL in public and private secondary schools.
Nevertheless; their efforts, though appreciable, is generic which fall short of delimiting specific

contents of learning.

This implies strengthening internal capacity of schools to manage the change process
seems overlooked both in practice and in academic discourse. Thus, from my experience as a
teacher educator in training primary school teachers (12 years) and research experience in policy
research centers (5 years), I am skeptical regarding the attributions made so far on why these
reforms remain unsuccessful. Moreover, my reading on change theory (Fullan, 2007; Darling
Hammond, 2012; Sarason, 1990) and organizational learning theory (Argryis and Schon, 1978;
Senge, 1990 and 2012; Hargreaves, 2004; Murray, 2002) has strengthened my doubt.

Empirical studies on Schools as Learning Organizations (SLO) remain very scant in
developing countries (Jamali and Sidani, 2008). In particular, little empirical work exists that
applies organizational learning theory to study instructional practices; though OLT is a
promising theoretical lens to study education (Hora and Hunter, 2013). Absence, especially of
local research works examining SLOs convinced me that there should be an expansion of
empirical works in this untouched area. And this could be considered as an eye-opening effort in

this regard.
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Thus; I argue that the reform approach followed by the government, the manner in which
schools have learnt these reforms and the interface between government reform tradition and
primary/middle schools’ learning practice might have accounted for the failure. Therefore, this
thesis work has a twin goal of examining how post-1994 instructional reforms have been
introduced into the primary education system and how primary schools have learnt these reforms
using two interlinked theories: Change Theory (Fullan, 2007; Chin and Bennes,1994) and
Organizational Learning Theory (Senge, 1990 and 2012), professional learning communities
(Stoll and Kools, 2007: Hord, 2008). This interface has been described by Fullan (2007, p.28) as
follows: “the unsuccessfulness of reform is related more to the way in which change has been

introduced, and to the lack of opportunity for teachers to engage in sustained learning.”
Consequently, this study is guided by the following basic research questions:

1. What do the reform approach and characteristics of post-1994 instructional reforms look
like?

2. To what extent primary schools were built into a learning organization in learning the
instructional reforms?

3. How do case schools have learnt the reforms like active learning, continuous assessment,
action research, and reflective practice?

4. What factors fostered/inhibited case schools in the process of learning the instructional

reforms?

1.3 Objectives of the study

General objective

The purpose of this study was to investigate the organizational learning of post-1994
instructional reforms in primary and middle schools by examining the nature of the reforms, the
degree to which schools exhibit features of learning organizations in response, the specific
learning experiences within selected case schools regarding key reform components, and the

factors influencing this organizational learning process.
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Specific Objectives:

1 To describe the reform approach and key characteristics of the post-1994 instructional
reforms in Ethiopia.

2 To analyze the extent to which primary schools have developed features of a learning
organization in the context of learning the post-1994 instructional reforms.

3 To examine how selected case primary schools have learned the post-1994 instructional
reforms, namely active learning, continuous assessment, action research, and reflective
practice.

4 To identify the factors that have fostered or inhibited organizational learning of the post-

1994 instructional reforms within the selected case primary schools.

1.4 Scope of the Study

This study is delimited in scope conceptually, geographically, and in terms of the timing
of reform. Specifically, it focuses on post-1994 reforms—such as active learning, continuous
assessment, action research, and reflective practice—which are designed to promote
constructivist classroom practices in primary school settings. In particular, investigating how
those reforms were introduced and how the schools learnt those reforms was the main focus of
the study. Change Theories and Organizational Learning Theory are the perspectives through
which I tried to examine how these reforms have been introduced into primary schools and how
primary schools have learnt these reforms respectively. Nevertheless, the study didn’t address the
structural and programmatic reforms introduced to support implementation of these instructional

reforms.

Geographically, the study is limited to schools located in the Amhara regional state; as a
result, the quantitative study tried to address primary schools operating under the authority of
Ambhara Regional State Education Bureau (ARSEB); but the qualitative study that follows
targeted on two primary schools in the region, which were purposively selected based on the
results from the quantitative survey conducted in 48 primary schools selected from 20 woredas

of the north Shawa Zone.

With respect to the timeframe, instructional reforms introduced since the endorsement of

the Education and Training Policy (1994) were the focuses of the study. As a result, it did not
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directly address instructional reforms in pre-1994 era or ongoing reforms which have been
introduced following the new education and training policy endorsed in 2023. The reason for
excluding the recent reforms is due to the fact that the new policy and the directives that follow
do not make any change with regard to the instructional reforms; instead, they aspire to intensify
the implementation of those reforms (see the education transformation program, 2023 and the

General education curriculum framework, 2020)

1.5 Significance of the Study

The significance of this study is multifaceted, delivering critical contributions across
policy, theory, and practical educational leadership within Ethiopia's primary school system. By
examining primary schools through the lens of organizational learning and change theories, this

research provides an essential evidence base with four key areas of impact.

First, primary school in Ethiopia is understood by the government critical to a nation’s
development; it is thought to provide the highest public returns to investment for the state, and is
the keystone for later education and economic growth (MoE, 2020). In this regard, any scientific

endeavor like this one could contribute to the realization of aspirations.

Second, studies show that compared to employees from an individualistic culture, those
from a collectivist culture are more likely to be committed to the process of becoming learning
organizations (Bui and Baruch, 2011). Ethiopians are claimed to have a collectivist culture; thus,
the study may contribute to inspire policy makers in recurrent reform initiatives to tailor
curricular (instructional) reforms and professional development programs to the cultural
orientation we are tagged to. Moreover, it may help to reconsider the power balance in education

policy formulation process.

Third, the findings may also influence practice in primary schools and teacher training
institutions sanctioned to train primary school teachers. Specifically, the result of the study may
inform curriculum makers, primary school teachers, and school leaders to incorporate notions of
organizational learning in designing curricula, undertaking continuous professional development

activities, and in organizing and leading learning communities at school level in the same order.
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Fourth, studying schools as learning organization is a new discourse which is high in the
agenda; but, the reviews I have gone through informed me that the scholarly works in this regard
are very scant. Thus, the study may expand the discourse by adding perspectives from a different

context. Moreover, it may initiate other researchers to investigate deep into the issue.

1.6 Operational definition of terms

Organizational School-based engagement of the school community carried out to search for
learning knowledge, store, interpret, disseminate, and retrieve knowledge about the
instructional reforms so as to take actions towards continuous improvement.
Post- The time interval that starts with the endorsement of the 1994 education and
1994 training policy, and known for its rhetoric of transforming classroom
practice from behaviorist to social constructivist.
Post-1994 Reforms introduced to bring a paradigm shift in teachers’ classroom
instructional practice, and include active learning, continuous assessment, reflective
reforms practice, and action research.
Primary school The education structure that includes grades one through eight, and

currently split to primary (1 to 6) and middle (7 to 8) levels.

1.7 Limitation of the study

While this study employed a rigorous multi-method approach—including systematic
literature review with strict inclusion/exclusion criteria, standardized surveys adapted to the
research context, and in-depth case studies using interviews and document analysis—several
limitations should be acknowledged. First, the absence of direct observations of teacher learning
sessions, due to security challenges caused by the prolonged war crisis in the study region,
restricted my ability to capture real-time organizational learning processes in action. This gap
means the findings rely on reported practices and review of documents rather than observed

behaviors, which may introduce some degree of response bias.

Additionally, while the case study schools were carefully selected based on survey results
to represent contrasting organizational learning profiles, their small number (n=2) limits the

generalizability of qualitative findings. The reliance on self-reported survey data from 48 schools,
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though valuable for identifying broad patterns, may not fully account for contextual variations

across Ethiopia's diverse education landscape.

Finally, the study's focus on primary schools in one region (Amhara) during a period of
significant national instability means the findings may not fully reflect conditions in more stable
contexts. These limitations suggest caution when extrapolating results, while simultaneously
highlighting opportunities for future research to build on this foundational work through

expanded observational studies and multi-regional comparisons when conditions permit.

1.8 Organization of the study

This dissertation is structured into six interrelated chapters to systematically address the
research objectives and present a coherent analysis of how selected primary and middle schools
in the study area engaged with learning the post-1994 instructional reforms through the lens of

change and organizational learning perspectives.

Chapter one introduces the study by outlining the research and practical gaps in
understanding how schools learn and implement reforms. It also presents the rationale for the
investigation, the research questions, and the significance of the study for both policy and

practice in Ethiopia’s education system.

Chapter two synthesizes existing literature on organizational learning and change theories,
establishing the theoretical and conceptual frameworks that guide the study. It critically
examines key models of organizational learning and their applicability to educational reform
contexts, while also defining core concepts such as reform implementation, learning

organizations, and leadership in school settings.

Chapter three details the research methodology, including the mixed-methods sequential
explanatory design. It describes the systematic literature review process used to analyze eight
decades of Ethiopian education reforms, the quantitative survey administered across 48 primary
schools, and the in-depth case study approach applied to two selected schools. Data collection

and analysis procedures are thoroughly explained.

Chapter four presents the empirical findings, integrating results from the systematic

literature review, survey, and case studies. It includes a cross-case analysis comparing how the
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case schools operationalized organizational learning mechanisms (OLMs) to adopt reforms like

active learning and continuous assessment. Key patterns and discrepancies are highlighted.

Chapter five discusses the findings in relation to change and organizational learning
theories and prior research. It explores why certain reforms succeeded or failed, how leadership
and context shaped outcomes, and what the results imply for Ethiopia’s reform tradition. The
chapter also addresses the factors that foster or hinder the learning of post-1994 instructional

reforms in the school-context.

Chapter six concludes the study by summarizing key insights, offering evidence-based
recommendations for policymakers and practitioners, and proposing directions for future
research. It emphasizes the need to reconceptualize schools as learning organizations to achieve

sustainable reform.
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CHAPTER TWO
REVIEW OF RELATED LITERATURE

Introduction

This section presents the synthesis of literature and empirical evidences on
reforms/reforming, organizational learning, and determinants of learning reforms within
organizational setting. In doing so, efforts have been made to tailor the synthesis to the target up
on which the research focuses. Consequently, priority is given to the learning of instructional
reforms in schools as organization; and to the factors that inhibit/promote the learning of these
reforms in school setting. Along with synthesis of these issues, however, I deliberately include
brief review of constructivism and teaching/learning in constructivist orientation because of the
fact that instructional reforms introduced since the 1990s are guided by this philosophy and
learning theory.

2.1 Reforming Cycle and Implementation Success in Instructional Reforms

The process of reforming is critical to the success or failure of curriculum reforms
(Pietarinen et al., 2017, Fullan, 2007) and reforms specific to teaching and learning. As a result,
the issue is high in the agenda of the academia; this discourse focuses on top-down, bottom-up
and blended approaches to reforming curriculum. Cerna (2013) defined the top-down and

bottom-up approaches to reform as follows:

Top-down processes mean that policy decisions from the national level are
passed on to lower levels, whereas bottom-up processes refer to the
involvement of the local level in policy-making and subsequent impact on
higher levels (p.11).

The third typology blends the two approaches together to make use of capacity from the
center, the grassroots level, and from stakeholders in between (Tikkanen et al, 2019; Petko et al,
2015; Kim et al, 2014; Honig, 2004; Fullan ,1994). Schools all over the globe experience either
of these approaches while reforming curriculum: top-down, bottom-up or the blended one.
Which approach to reform works best especially in education, is claimed to be un-theoretical
(Cerna, 2013). The review in this section, therefore, focuses on synthesizing the discourse on

reform approaches vis-a-vis successfulness with respect to improving classroom practice; but the
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reform components | reviewed includes both curricula reforms and specifically reforms in
teaching and learning per se since ‘curricula and pedagogy are inseparable’ (Hargreaves et al.,

2010, p.110).

2.1.1 Top-down Approach to Reforming Instruction

This reform approach takes different names in the literature: imposed reform (Sikes,
2014), prescription (Hargreaves et al., 2010; Fullan, 2007), top-down reform (Petko, et al, 2015;
Cerna, 2013), centralized reforms (Tikkanen et al, 2019), traditional reform (Robinson and
Schroeder, 2014; Kretovics et al, 1991), and coercive reforms (Chin and Bennes, 1994). The
unique feature inherent to all of its variants is that reform decisions are made by government
bodies or policy persons working on behalf of governments (Sikes, 2014; Darling Hammond,
2012; Fullan, 2007). Government is the sole proprietor to initiate and institutionalize the reform
idea, and the one which is responsible to build implementers’ capacity (Burch, 2007). The
decisions are sent out to grassroots level implementers; who often lacks information and
knowledge about the reform idea (Schleicher, 2018). According to Schleicher, these types of
reforms little involve teachers and school leaders in the initiation, development, and tryout phase

of reforming.

Thus; through top-down prescriptions, government tries to control both the content of the
curriculum and the mode of delivery, which in the long run thought to enable it to control the
thinking and behavior of the coming generation (Kennedy, 2007). Consequently, the approach
since it lacks space for flexibility, threatens organizational learning in schools (Chrispeels et al.,
2008). Prescribed approach to instructional change though good to maintain conformity and
fidelity of implementation, is criticized due to the fact that it may have negative side effects
inside schools such as decreased teacher motivation and possible misfit between prescribed

instructional reforms and the local context (Rowan and Miller, 2007; Choi,1998)

The source from where a reform idea is initiated matters in embracing the reforms by
practitioners: empirical and theoretical research works reporting success stories of top-down
prescriptions are rare (Fullan, 2007 and 2011, Darling-Hammond, 2012; Bascia and Hargreaves,
2000, Henderson and Dancy, 2008; Foster-Fishman, 1999). Reforms introduced through this

approach, according to Henderson and Dancy (2008), are liable to defiant behavior on the side of
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implementers. In the same vein, successful reforms to Foster-Fishman, (1999) are those that are
well aligned with and responsive to features of existing practice, rather than top-down changes
that ignore the daily realities of teachers’ work. There are various but interlinked reasons given
to the futility of prescribed reforms; some of these reasons are the threat of marginalizing
frontline implementers, the necessity of change in entrenched organizational values, norms and
belief systems and the necessity of implementers’ dissatisfied state of mind against the status quo

at the time of reform initiation (ibid).

Most of the instructional reforms in the third world contain concepts adapted from
developed nations (Tabulawa, 2013; Hargreaves et al., 2010) smuggled via multi-lateral
organizations (Molla, 2019). Hargreaves and her colleagues’ (2010) observation precisely show
this reality; she noted that ideas of change in education are generated in the global North and
later disseminated to the South “through international lending and donor organizations such as
the World Bank” (p. 106). But policy adaptation is a complex process which at least necessitates
learning the reforms, programs in the reform, and the context (Cerna, 2013). This strategy is
considered as “the most prominent strategy for carrying out curricular reforms” (Pietarinen et al,

2017; Darling-Hammond, 2012).

Thus, failure stories of top-down reforms overwhelm success stories (Darling-Hammond,
2012; Fullan, 2007; Sarason, 1990). Hargreaves and her colleagues (2010), for instance, tag it the
‘failed solution’ to problems in education and suggest “abandoning the ingrained ideologies of
bureaucratic prescription” (p.116). Similarly, researches designed to study top-down curricular
reforms unveiled the limited success with respect to changing teachers’ classroom practice
(Desimone, 2002, Sarason, 1990). In extreme case, some researchers conclude that top-down

reforms are destined to failure; Kretovics, et al (1991, p.295) have the following to say:

...the failure of the majority of school reforms stems from the fact that they are
top-down models that remove teachers and [school] administrators...[thus], if
education reform is to succeed, it must be structured to enable teachers, and
school administrators to address collectively the problems that face their schools
[emphasis added]

Specific to teaching and learning reforms, Pritchard and Woollard, (2010) posited that

prescribing new ideas to pedagogical approaches by government agencies without detailed
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research and theoretical underpinning is a danger to embracing the reforms as well as to
classroom practice. The major reason behind the failure is too much centralized control impedes

innovation and change implementation, and erodes creativity among teachers (Kennedy, 2007).

Nevertheless, there are scholars who focus more on the content and quality of leadership
than the reform approach: that is, if the reform idea is congruent to teacher’s previous experience
and ideology, it can experience positive response; but, if the reform idea threatens what the
teachers value most, it “can no longer find a match between their aims and purposes and those
prevailing in schools” (Sikes, 2014, p. 41). Similarly, Morris (1995, cited in Okoth, 2016) argues
that pedagogic reforms initiated following a top-down approach, can succeed if school leaders
and teachers ‘acquire informed understanding about the educational theory and knowledge
underpinning the change’ (2016, p.169). The school context also matters; a reform that aims to
shift teachers’ classroom practice shall consider the milieu where it is implemented
(Cunningham, 2018; Schleicher, 2018; Tabulawa, 2013; Burch, 2007). Similarly, Desimone
(2002) reviewed research works that compare implementation success of instructional reforms
that are locally or externally initiated; the result shows externally initiated instructional reforms

could have easier and faster degree of implementation since they are more specific.

What so ever, the circumstance where these reform ideas get tailored to that of teachers’
ideologies and philosophies are not common. Rather, they often threaten and undermine the
values and beliefs and the ways of doing things (Darling-Hammond and Wise 1985, cited in
Sikes, 2014, p.43). This is because of the fact that the prescriptions are made by authorities who
neither know teachers nor the context where these reforms get implemented (Schleicher, 2018;

Sikes, 2014). This denies teachers autonomy and professional freedom.

Thus, if prescribed reforms contain contents which contradict teachers and school
leaders’ inherent philosophies and epistemic beliefs; it may create a buy-in problem (Darling-
Hammond, 2012; Hargreaves et al., 2010), or force them to develop ‘false clarity’ (Fullan, 2007).
The consequence is well observed by Sikes (2014); who noted that curricular reforms that miss

this truth may lead grassroots level implementers to:

...lose their sense of meaning and direction, their 'framework of reality’,
their confidence that they know what to do, and consequently they
experience confusion and a kind of alienation. Under such conditions their
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work is likely to suffer and their commitment to decrease (p.43). [In such
condition, teachers] may be reluctant to abandon tried and tested methods
for new ones which they may be afraid will fail... [Or they may] practice
it wrongly (p.47).

This tendency seems severe in Africa; where prescribed reforms little succeed because of
the fact that politicians ignore the context because of their ambition to see things changed
(Tabulawa, 2013; Cunningham, 2018). Cunningham (2018, p.4) who critically examined
curricular reforms in Eastern and Southern Africa disclosed that curriculum reform in Africa, and
especially of Eastern and Southern Africa seems “designed for a reality that doesn’t exist” and
suggested to match implementation capacity of the host country and the capacity which the
reform idea entails. However, the remedy suggested by the author appears puzzling: with all the
risks of policy borrowing, the author claims, reforming curricula in Africa should benefit from
the support of external agencies with teams of international experts. Lack of skills and
knowledge in Ministries of Education in respective African countries to reform curriculum is the
rationale behind such an exorbitant recommendation. The way out how international curricular
experts who likely are alien to the African context, could bring context friendly curricular reform,

has not been indicated by the author.

To conclude, reforms introduced via the top-down approach alone; albeit certain
strengths related to specificity (Portal et al 1994, cited in Desimone, 2002) and capacity building
(Darling-Hammond, 2012; Hargreaves et al., 2010; Fullan 2007), have noticeable limitations
which can hinder their success namely: (i) these kinds of curricular reforms little consider the
values, philosophies, epistemic beliefs, and experiences of grassroots level implementers into
account (Schleicher 2018, Sikes 2014); (i) ignore the school context where the reform is going
to be implemented (Cunningham, 2018; Tabulawa, 2013); and defines implementation in terms
of mere administration (Cerna, 2013); which in aggregate increases the likelihood of resistance
on the side of implementers (Carlyon and Branson, 2018; Fullan, 2007) and consequently
decrease success (Schleicher, 2018) . The adoption of any curricular or pedagogic reform rarely
succeed without teachers’ cooperation; because “they can easily undermine the reform [ideas] in
the implementation phase, while blaming policy makers for having attempted misguided

reforms” Schleicher (2018, p.206).
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This unveils that success of top-down curricular or pedagogic reforms are rare; to
maximize their success, scholars strongly suggest new ways of doing reforms. Schleicher’s

(2018, p.207) critiques and implicit calling for new ways of reforming are worth quoting here:

Top-down governance through layers of administrative structures is no
longer working. The challenge is to build on the expertise of the hundreds
of thousands of teachers and tens of thousands of school leaders and to
enlist them in the design of superior policies and practices. When we fail to
[genuinely] engage them in designing change, they will rarely help
implement it [emphasis added].

2.1.2 Bottom-Up Approach to Reforming Instruction

Curriculum reforming in bottom-up approach is initiated by frontline implementers
(Schleicher, 2018; Robinson and Schroeder, 2014; and Cerna, 2013). Consequently, the
knowledge and experiences of grassroots level practitioners matters a lot than the will of
authorities in the top (Viennet and Pont, 2017). The role of authorities is limited to providing
broad directions (Kim et al, 2014) leaving the specific details to the school community. Besides,
this approach to reforming grants more autonomy for implementers to execute reform ideas (Kim
et al, 2014). This implies instructional reforms initiated within the school setting can provide

teachers’ a better professional autonomy to learn the reforms.

With regard to the success stories, unlike the top-down ones, curricular reforms initiated
via this approach are claimed to be more effective (Kretovics, et al, 1991), because such reforms
increase participation, ownership, commitment, and motivation of teachers (Kennedy, 2007).
Specially; in improving teachers’ classroom practice, there are empirical evidences that show the
success of this reform approach. Pietarinen and his colleagues’ synthesis reveals that reform
initiated via this approach “result in a better fit of teachers’ needs, professional development
activities, and [sense of] ownership (2017, p.4)”. Moreover, advocates to this approach (Toh,
2016; Kretovics et al, 1991) claim that curricular reform based on the bottom-up approach builds
autonomy that can help teachers to: provide instructional leadership, make curriculum innovation

and learn the reforms in a way that can help them change their classroom practice.

Schools that exercise this reforming approach are tagged innovative schools (Glennan et

al, 2004), idea driven organizations (Robinson and Schroeder 2014), and learning schools (Senge
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et al., 2012) since they tap ideas from front-line practitioners; Robinson and Schroeder (2014)

put the advantage of this approach over the top down reforming in the following way:

... 1dea-driven organizations have become very good at promoting front-
line ideas, and as a result are reaching extraordinary levels of performance.
Whereas traditional organizations are directed and driven from the top,
idea-driven organizations are directed from the top but are driven by ideas
from the bottom (p.xii) [emphasis in the original source].

Contrary to this view, there are pockets of evidences that question the success of
pedagogy/curriculum initiatives introduced using bottom-up approach (Honig, 2004); the failure
is attributed to “schools’ limited capacity to lead and afford cost of implementation, and to the
weak political support” (Malen et al., 1990, cited in Honing, 2004, p.529). Weak political
support, is mainly expressed in terms of the reluctance of policy makers in supporting schools’
decision making. The reluctance is because of the fact that the reform approach is incompatible
with the philosophy of public policy-making institutions, who often favors the traditional
approach (Darling-Hammond, 2012; Honig, 2004). Sarason (1990) describes this incompatibility
in terms of power relationships between the top and the bottom unwillingness of the former to
minimize the power distance with the latter. The feeble control and overemphasized autonomy of
the bottom is another weakness attached to this approach (Cerna, 2013) since pressure and
reward need to be balanced for successful adoption of the reform initiatives (Fullan, 2007, 2006,
and 1994), loose control and extended autonomy may hinder successful implementation. So as to
delineate policy makers’ role in bottom-up reforms; Honig (2004) suggested to apply
organizational learning. But the author’s view seems incompatible to traditional roles of policy

makers, which inherently focus on standardization, convergence of practice and benchmarking.

To conclude, the bottom-up reform approach alike its opposite twin has limitations; that
is, bottom-up approach rarely works without backing from government (Petko et al, 2015) and
top-down approach little succeed without buy-in from school community (Darling-Hammond,
2012; Hargreaves et al., 2010, Fullan 2007). Moreover, neither the top-down nor bottom-up
reforming alone succeed because the interest of each differs; while policy makers focus on

political, economic and social goal of the reforms, school practitioners emphasize on individual
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classrooms (Mutch,!'! 2012). Such irreconcilable views resulted in gaps with respect to
understanding the reform ideas. This gap can be narrowed only if both can see schools as open
systems (Yang et al, 2004) and focus on the bigger picture instead of the parts (Stoll and Kools,
2017).

Thus, collaboration and partnership between the top and the bottom appears mandatory if
a given curricular reform is to succeed: in this case the top can provide support in the form of
funding and capacity building (Pietarinen et al, 2017; Honing, 2004), while the bottom can
enrich reform ideas from the top through deliberation (Viennet and Pont, 2017). This makes
blending the approaches together important while reforming curricula and pedagogy; because,
according to Watson and Fullan (2013) “the issue is not choosing between two contradictory

approaches, but rather developing a simultaneous top-down, bottom-up strategy” (p. 234).

2.1.3 The Blended Approach to Instructional Reform

Independent use of top-down or bottom-up approach failed to affect schools’ core
function; that is, teaching and learning (Fullan, 2007; Morris and Scott, 2003). When the two
approaches independently applied to reforming pedagogy/curriculum, the role played by school
community is different; according to Leana, (2011) and Lieberman and Pointer Mace (2008)
cited in Pietarinen et al (2017), top-down reforms limits schools to mere implementers and
recipients of prescriptions; whereas, in bottom-up approach, the school community depends on
learning and innovation capacity of its members. However, the discourse on curriculum reform
seems evolving; that is, instead of overusing either approach, blending the two is proved to be
more effective. This is because of the fact that this approach more than other approaches,
increases communication between policy persons, implementers, and stakeholders who in one
way or another, influence implementation (Morris and Scott, 2003). As a result, maintaining top-
down-bottom-up balance is advocated for successful accommodation of instructional reforms in
schools (Viennet and Pont, 2017; Pietarinen et al, 2017; Cerna, 2013; Hargreaves et al., 2010;
Fullan, 2007 and 1994).

Fullan, one of the gurus in educational reform argues that “neither top-down nor bottom-

up strategies for educational reform works. What is required is a more sophisticated blend of the

1 Mutch (2012); Curriculum Change and Teacher Resistance, Curriculum Matters 8
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two” (1994, p.1) since this approach utilizes strengths of the two approaches (Cerna, 2013).

Specifically, the blended approach has more likelihood of success, because it:

...utilizes both the state level capacity to provide framework and direction,
resources, and bring together broad networks, and the local-level
stakeholders’ capacity to learn, create, respond to, and feed into overall
directions (Fullan 1994 cited in Pietarinen et al 2017, p.4).

Thus, since this approach facilitates collective sense making (Pietarinen et al, 2017), it
can help for effective accommodation of educational reforms through interaction of individuals
and organizations; which according to Burch (2007) “transform the meaning of policy and create
new tools and frames; frames that are incorporated into new policies and the institutions created
to support them” (p.85). Similarly, Cerna (2013) who synthesize literature on reforms positioned
that combining the two approaches can help to “benefit from the strengths of both approaches
and enable different levels to interact regularly.” (p.19). In the blended approach to reforming,
there is genuine participation of partners from the top and the bottom, and this is strongly

suggested in Schwab’s curricular concept of deliberation (2013)!2,

Research results conducted so far shows success stories of curricular reforms initiated via
this approach; a cross sectional study in Finland, for instance, reported successful
implementation of a curriculum reform (Pietarinen et al, 2017). This success, according to the
same authors is attributed to the implementation strategy, which gives due regard for knowledge

sharing and change management in the sense that it:

...engages those who are involved, and who are affected by the curriculum
reform, appreciates the expertise of the participants and different interest
groups, values contradictory views, and exercises transparent and
participatory leadership in steering the curriculum reform (2016, p.14).
Similar researches designed to examine the success of the blended approach reported
minimal level of stress associated to curricular reform implementation, maximum collaboration

among school community, and new pedagogical practices by teachers (Tikkanen et al, 2019). A

large-scale survey designed to examine the success of digital media adoption in schools

12 Schwab, J. (2013). The practical: A Language for Curriculum. Journal of Curriculum Studies, 45(5), 591-621,
Routledge, Tyler and Francis Group.
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categorized reforms into four typologies: (i) a blend of bottom-up and top-down, (i1) top-down
development with no bottom-up support, (iii) bottom-up development without top-down support,
and (iv) optional development with neither strong bottom-up nor top-down initiatives- and found
the blended approach was successful in properly adopting ICT into teachers’ classrooms (Petko

et al, 2015).

Countries in their respective curriculum set national standards they aspire to meet in
education; but success in implementation differs. Surprised by the PISA score their teenagers
received, Germany and the USA have set such standards; while Germany succeed to meet these
standards; the USA didn’t (Schleicher, 2018). The same author noted that stakeholder
deliberation in the development, trial and implementation of the standards was more in Germany
than in the USA. Besides, the government in Germany supplied adequate and relevant resources
that can help schools to implement the standards in classrooms; which become the secret behind
the success in Germany. This implies blending top-down and bottom-up reform approaches
while reforming curricula is more successful since such approach build consensus and trust
between the top and the bottom (Schleicher, 2018).This finding seems consistent since there are
similar results in sectors outside of education; for instance, Kim and his colleagues (2014) who
studied 59 top-down and 52 bottom-up reforms in the business sector found that a reform will be

successful if the two approaches play complementary roles.

On the other hand, there are arguments that value other variables instead of the reform
approach. For instance, Porter, (1989, cited in Desimone, 2002, p.442) asserts that success in
reform implementation depends on the quality of teachers where “excellent teachers need
autonomy to thrive, average teachers need a balance of specificity and autonomy, and weaker
teachers benefit from very specific guidelines’’. This means that, other things kept constant,
excellent teachers successfully learn and then implement bottom-up instructional reforms,
weaker teachers do top-down ones, and average teachers implement instructional reforms

initiated via the blended modality.

Some change theorists also claim that the assumption seized by reformers about teaching
and teachers at the time of reforming is more influential than the reform approach in determining
the success or failure of instructional reforms (Bascia and Hargreaves, 2000). According to these

authors, there are four different conceptions of teaching and teachers that may guide reforms in
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teaching: technical'?, intellectual'4, socio-emotional', and socio-political'®. When instructional
reform is guided by mere technical conception of teaching and teachers, the same authors assert,
success is rarely attained except in instructional reforms that aim to master simple learning
outcomes. On the contrary, reform guided by the intellectual, socio-emotional, and socio-
political conception of teaching and teachers, could meet implementation success. However, with
respect to socio-political conception of teaching and teachers, if government exercises power
over teachers, professional powerlessness will happen (Blase and Anderson, 1995; cited in
Bascia and Hargreaves, 2000), and that would lead to failure of reforms in teaching and learning.
This implies the wider is the power distance between teachers and government, the lesser will be
the successfulness of the change; but the closer it becomes, the more successful will be the
learning and consequent implementation of the reforms. Thus, classroom practice is “an
intellectual, socio-emotional and socio-political as well as a technical enterprise” (Bascia and

Hargreaves, 2000, p.18)

A policy attribute theory (Portal et al, 1994; cited in Desimone, 2002) has similar critical
view of reforms; it states that for successful reform implementation, the reform should have the
following unique qualities: be detailed and extensive (specificity), coherent with other reforms
(consistency), supported by law, social norms or expert knowledge (authority), tied to the
rewards and sanctions (power), and resistance to turbulent alteration (stability). Thus “the higher
a reform is in one or all of the attributes, the greater the chance of its successful implementation”
(Portal et al, 1994; cited in Desimone 2002, p. 439). But, authority is claimed to be more
effective than power to persuade school community in institutionalizing reform elements.
According to this theory, there are three types of authorities: normative authority, individual
authority, and institutional authority (Desimone, 2002), which in the same order help teachers,

principals, and institutions to buy-in and take ownership of the reform ideas.

However, balancing authority and power means balancing top-down and bottom-up

approaches in a manner that addresses the interest of each party. Similar balancing is given by

13 Reform that conceives teaching as following the detailed pedagogical and assessment procedures stipulated in
policy directives formulated based on scientific evidence or reformers’ common sense

14 Reform emphasizing cognitive standards, content knowledge, intellectual mastery, deliberative judgment, rational
planning, critical reflection and systematic problem solving

15 Reform emphasizing self-awareness, self-regulation, motivation and other social skills such as interactive skills

16 Reform that gives due emphasis for shared decision making between government and school level implementers
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Fullan (2007, 2006 and 1994) and this balance is between reward and positive pressure. Thus,
instructional reforms which blend bottom-up and top-down approach to reform or which balance
reward and positive pressure can be easily learnt and succeed in changing teachers’ classroom

practice (Desimone, 2002; Fullan, 1994).

To conclude, the fair mix of top-down and bottom-up approaches to reforming instruction
resulted in more successful implementation; in such an approach to reforming, the participation
of schools and teachers is prominent, and this develops sense of ownership and buy-in by
grassroots level implementers. On the other hand, it gives the top authority power to decide on
the sanctions and motivation schemes while schools and teachers implement the reforms
(Schleicher, 2018; Desimone, 2002; Sarason, 1990). But when this power balance is violated,

reform implementation will get threatened. Desimone (2002) noted that reforms:

...with authority work through persuasion [where] teachers see the reform

as part of a professional norm, or endorsed by an expert or charismatic

leader, and they are persuaded that the [reform] is worth supporting. In

contrast, [reforms] with power work through force. The rewards or

sanctions tied to policies are the motivating factors when power is the

operating policy attribute (p.462). [And if comparison is needed, reforms]

had lasting effects through authority, not power (p.463).

Dalin and colleagues (1994) who studied educational reforms in Colombia, Bangladesh,

and Ethiopia also concluded, reforms could be effectively implemented ‘when there is a sense of
ownership by those who are expected to practice the change’. Fundamentally, schools improve

when systemic change is seen as a learning process and respected as such, just as learners learn

under the same conditions.
2.2 Phases of Reforming Curriculum and Pedagogy

The synthesis in section 4.2 shows how the approach to reforming curricula and
pedagogy promote or hinder the accommodation of the reforms. In this section, I tried to show
each phase vis-a-vis success or failure in implementation. Moreover, variables inherent to the

reform that potentially affect implementation were discussed.

According to Fullan, reform process has three interlinked phases: initiation,

implementation, and institutionalization (2007, pp.65-106). Initiation is the phase when adoption
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by an authority or a state is made to introduce a reform. This phase is characterized by extended
periods of data collection, debate, and analysis (Honig, 2004) so that a reform could be
accommodated by schools and succeed in implementation. This phase is decisive to determine
success or failure of a reform: as Hargreaves and her associates observed “seeds travel better
than ripened fruit” (2010, p.115); to mean that deliberation with stakeholders at policy initiation
phase is more effective than validation of the policy at the end. Little consideration to
deliberation in this phase may lead to teacher marginalization-the missing of teachers’
perspective- that profoundly affects reform learning and implementation. The missing of
teachers’ perspective causes a sense of powerlessness on teachers (Bailey, 2000). A study
conducted by Bailey in Canadian primary schools on teachers’ response towards a change
initiative on student-centered learning reveals that teachers were more concerned about de-
professionalization process of change than the content of the reform itself. Bailey (2000),
informed by the works of different scholars (e.g., Huberman 1993, Ball 1987, Cooper 1988,
Schlechty 1988, and Clune 1990) has put his observation as follow:

Substantive curricular change only occurs when it begins with the teacher and is

fundamentally concerned with the immediate needs of children, in a school

climate open to problem solving rather than stifled by a hierarchically organized

structure (p.113).

Reform initiation is affected by myriads of factors such as innovation quality, access to
innovation, advocacy from central administration as well as from teachers, external change
agents, community pressure, funds available to support the innovation and orientation while

initiating the innovation (Fullan, 2007).

Innovation quality refers to a distinctive characteristic of an innovation (Haner, 2002); in
the context of instructional reforms, the distinctiveness is tied to quality and clarity of the reform
(Fullan, 2007). Access to information is related to diffusion of information about the innovation
to stakeholders via workshops, teacher social networks/professional networks (Coburn, Kaufman,
Stein, 2012), and other ways. It depends on communication infrastructure in the scene where
innovation adoption is made; such as infrastructure and resources. Advocacy from school/district
authorities and teachers refer to support given to the new innovation idea in leading and
implementing respectively. Establishing professional learning communities around the

innovation idea, according to Fullan (2007) is critical for securing teacher advocacy.
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External change agents are those functioning at state or national level, and support
provided from these bodies at the time of initiating the innovation affects its fate of
implementation. New policy and funds are other factors to influence initiation; that is supporting
the innovation idea by useful strategies and adequate source of fund positively influence
initiation. Orientation of the reformers while introducing the innovation is another variable
influencing initiation; accordingly, if the orientation to adopt reform is bureaucratic, the political
value is more important than its educational value. On the contrary, if the orientation to adopt a
reform is problem solving, the educational merit especially in changing classroom practice is
more valued. But, adopting reforms based on the latter orientation according to Fullan (2007) is
rare. Depending on the influence of the above-mentioned factors, “the process of initiation can
generate meaning or confusion, commitment or alienation, or simply ignorance on the part of

participants and others affected by the change” (Fullan, 2007, p.82)

With regard to implementation and institutionalization, if a reform is initiated without
careful examination of priority areas, implementers may not see the need for an advocated
change. According to Fullan (2007), the underlying reasons for reactive response from the side
of implementers; the change may overload them, the importance of a new change may not be
clear at the beginning, the felt need may be obscured by other factors such as complexity,
practicality, and clarity of the reform. But, rewarding initial success can help implementers to

develop need towards the reform.

Clarity is a detail about what teachers should do differently, so that they identify the
essential features of the reform; according to Fullan (2007), the more complex the reform is the
greater will be the problem of clarity. When reforms lack clarity on the side of implementers,
reforms will be exposed for a threat called false clarity: a syndrome that occurs when
implementers interpret the reform idea in an oversimplified way lesser than what has been
intended by the reformers. For those who are trying to embrace the reform sincerely, clarity

problem may cause anxiety and frustration (Tikkanen et al, 2019).

Complexity to Fullan (2007, p.90) is “the difficulty and extent of change required of the
individuals responsible for implementation.” It is about the difficulty of practicing the reform
idea, the change in skills, beliefs and strategies, and the materials required to implement the

change. The more demanding these alternations are, the higher is the complexity of the reform
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idea. On the contrary, simple changes though easier to carryout seldom make difference in the
way of doing things. Thus, according to Fullan (2007, p.91) complex changes though demanding

can “promise to accomplish more.”

Practicality or quality is about availability of materials and other resources necessary to
implement the new reform idea. When the reform idea has more bureaucratic purpose than
problem solving mission, the quality or practicality of reform is threatened. While stating this
scenario, Fullan (2005, p.91) writes “when adoption is more important than implementation,
decisions are frequently made without the preparation time necessary to generate adequate

materials”.

In sum, educational reforms especially those related to classroom practice will have high
degree of success if: (i) the reform idea is within the priority area of implementers (need), (ii) its
details are understandable to them, (iii) the reform is neither too simple nor too difficult to
implement (complexity), and (iv), the required resources and materials are made available at the

time of the adoption decision (practicality/quality).
2.3 Learning Organization: Disclosing existing Discourse
2.3.1 Meaning and Nature of Learning Organization

It seems difficult to get single accepted definition for learning organization since there
are different perspectives that explains the concept: Wai-Yin Lo (2004) provide us three
perspectives to define learning organization: (i) learning to learn perspective that focuses on
problem solving; (ii) knowledge perspective that emphasizes generation, transfer, and integration
of knowledge and information and; (iii) change perspective that gives overwhelming focus to

improving and transforming an organization in order to adapt to the changing environment.

Thus, a Learning Organization (LO) is an organization whose entire members learn
continuously, and as a result of the learning, transforms itself to adapt to the changing

environment (Rowley 1998, cited in Can, 2010, Pedler et al 1989, cited in Stoll and Kools, 2017).

Schlechty (2009) contrasted LOs to bureaucratic organizations and noted that LOs are

highly adaptive and creative where knowledge creation and knowledge application are primary
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modes of operation. But, Peter Senge (1990, p.3), the author of the most widely cited book in

organizational learning discourse, defines LOs as:

organizations where people continually expand their capacity to create the
results they truly desire, where new and expansive patterns of thinking are
nurtured, where collective aspiration is set free, and where people are
continually learning to see the whole together.
The learning process that aims to transform the organization to an adaptive entity is
termed as Organizational Learning (Mumford, 2000; Murray, 2002). This learning takes place at

different levels: individual, team and organizational (Argyris and Schon, 1978; Crossan et al

1999; Marquardt, 2002; Scott, 2011).

Since the publication of the fifth discipline (Senge, 1990), plethora of empirical studies
and literature review have been produced on LO and OL, especially in the field of management
science (Stoll and Kools, 2017; Schlechty, 2009; Odor and Samuel, 2018)). Since then, there is a
growing body of literature on the necessity of creating a LO for organizational sustainability
(Senge et al., 2012; Huber, 1991). Nevertheless, alike its meaning, there is no conceptual clarity
on the ‘who’, ‘what’ and ‘how’ of the presumed OL, which refer to the agency, outcome, and
process of learning respectively (Stoll and Kools, 2017; Scott, 2011; Murray, 2002; Fiol and
Lyles, 1985).

With regard to the agency of learning, the existing discourse portrays OL as: (i) learning
which is exactly similar to human beings or (ii) metaphorical expression for learning undertaken
by individuals in team and independently. Those who thought OL as if it is exactly alike to that
of human beings claim that organizations have memory so that they search for, store in, interpret,
disseminate, and retrieve information (Kolb, 1984; Huber, 1991; Walsh and Ungson, 1991). On
the other hand, the metaphorists assert that individuals are learning entities for OL (Argyris and
Schon 1978, Senge, 1990 and 2012; Wellman, 2009; Scott, 2011); that is, individuals are
learning agents that collectively represent organizational learning (Law and Chuah, 2015; Rait,

1995, cited in Collinson et al, 20006).

Nevertheless, both claim that OL is neither mere collection of individual’s learning nor
learning that can be strewn to individual members (Fiol and Lyles, 1985; Leithwood, et al, 1998).

Rather, there are puzzles in it; that is, organizations may not necessarily be a LO while its
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members are learning (Argyris and Schon, 1978; Senge et al., 2012); that is, for an organization
to be a LO, its members need to share and buy-in the learning within each other (Senge et al.,
2012). On the other hand, an organization may be a LO while its members aren’t (Leavitt, 2011).
Such kinds of organizations employ exploration (using knowledge from outside the organization)
instead of exploiting internal capacities (March, 1991). But, there is consensus that OL exceeds
the sum of individual learning if both an organization and its members are learning (Senge 1990
and 2012, Argyris and Schon 1978). This is well understood as follows even in early discourses

of the concept:

Organizational learning occurs through individuals, [but] it would be a
mistake to conclude that organizational learning is nothing but the
cumulative result of their members' learning. Organizations do not have
brains, but they have cognitive systems and memories. As individuals
develop their personalities, personal habits, and beliefs over time,
organizations develop world views and ideologies. Members come and go,
and leadership changes, but organizations' memories preserve certain
behaviors, mental maps, norms, and values over time (Hedberg, 1981
quoted in Fiol and Lyles, 1985, p.804).

The contest on the ‘what’ of learning, or the outcome produced by the process of OL also
continues active. Some scholars claim that OL is change in behavior (Nevis et al, 1995). This
view focuses on detection and correction of errors via single-loop learning (Argyris and Schon,
1978) or through exploitation of existing knowledge (March,1991). Others consider it as if it is
change in cognition (Kolb, 1984; Huber, 1991; Walsh and Ungson, 1991). This view emphasizes
on organizational memory. Walsh and Ungson 1991), posited six different locations where
organizational information is frequently stored: individual memory, cultural norms and practices,
procedures, roles, artifacts, and external archives. The third variant focus on both (Senge et al.,
2012, Senge, 1990, Fiol and Lyles, 1985) indicating that change in behavior and cognition are
outcomes of OL. The third view, thus, underscores on knowledge and understanding for
improving actions (Fiol andLyles, 1985, p.803). This shows that there is little consensus

regarding the meaning and its basic nature (Huber, 1991; Kim et al., 2014; Jamali and Sidani,

2008; Collinson et al 2006; Crossan et al., 1999, Leavitt, 2011).

In spite of the diverse interpretation lingering around the concept; there are

commonalities in the running discourse. Collinson et al (2006) for instance, synthesized the
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works of different scholars (e.g. Crossan, et al, 1999; Rait, 1995; and Shrivastava 1983) and
provided five common assumptions often used to conceptualize OL: (i) it is multilevel that takes
place at the individual, group, and organizational level; (ii) it includes inquiry to detect errors or
to uncover taken-for-granted assumptions; (iii) it relies on shared understandings among
members; (iv) it involves behavioral and cognitive change; and (v) it includes embedding new
knowledge and practices in organizational routines. Similar synthesis undertaken by Stoll and
Kools (2017) have identified the following common features: (i) It is thought to be necessary
and suitable for any organization which has to secure sustainable competitive advantage; (ii) It is
portrayed as a multilevel concept interpreted in terms of individual behaviors, team, organization,
and organizational practices and culture; (iii) the ability of practitioners’ learning to learn’ is
pivotal in affecting practitioners’ beliefs, values and norms; and (iv) learning through inquiry,
problem solving, and experimentation by individuals, teams, and an organization are key drivers
of change and innovation. Moreover, the potential of OL in leveraging organizational
improvement is widely accepted. Besides; there is consensus that becoming an effective learning
organization is not an easy task to accomplish; rather it is incremental, painful, and slow
(Dymock, 2003). Because, it requires much learning, unlearning and relearning to remodel long-
held assumptions and adapt to a changing environment (Jamali and Sidani, 2008; Fiol and Lyles,

1985).
2.3.2 Organizational Learning in School Context

Since the last two decades, the concept is adopted to study educational phenomena
(Austin and Harkins, 2008); consequently, un-intermittent empirical studies conducted at
different spots of the globe (Senge et al, 2000 and 2012; Silins et al, 2002; Park, 2006, Collinson
et al, 2006; Can, 2010, Hora and Hunter, 2013; Stoll and Kools, 2017; Tan, 2019). These studies
show the possibility of designing schools into learning organization (SLO). Senge et al. (2012,
p.3) described a learning school as schools that are “made sustainably vital and creative by
adopting a learning orientation; [that is] by involving everyone in the system in expressing their

aspirations, building their awareness, and developing their capabilities together.”

The interest to redesign schools into learning organization emerges from the limitations
of the ‘factory model’ to schools and schooling; about which different scholars seem

disappointed. Darling-Hammond (2012) and Stoll and Kools (2017), for instance, argue that
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existing school systems fall short of realizing its mission of preparing the young generation to
live and function in an uncertain world. The school realities that represent the limitations are the
education sector rarely innovate itself, teachers lacked the professional ability needed to prepare
the generation, and most importantly educational reforms that aimed to improve classroom
practice failed to bring lasting change (Fullan, 2015; Stoll and Kools, 2017). This shows the
initiative to adapt OL into school context emerges as a result of the widening gap between
expectation and reality. In particular, consistent failure in implementing educational reforms has
created a fertile ground for SLO to evolve (Silins, et al 2002; Stoll and Kools, 2017) as a strategy

of reversing failure stories.

Adoption of LO into the school setting is, therefore, an emerging trend that aims to help
school systems be knowledge workers (Schleicher, 2011, 2018) and to enable them meet the
challenges of successive educational reforms (Senge et al, 2012; Fullan, 2007). Efficacy of the
concept in a school setting is described by Stoll and Kools (2017) as follows:

SLOs have been seen as the ideal type of organization for dealing with the
changing external environment, for facilitating organizational change and
innovation, and even [for] improve[ing]students’ learning and other outcomes
(p.2) [that] is viewed as suitable to any school organization regardless of context

(®.7)

In the same vein Collinson et al (2006, p.109) noted that schools as Learning
Organization (SLO) is considered as a strategy to “change and an opportunity for continuous
renewal from within... a deliberate learning, for school level implementation of changes.” Silins
et al (2002) also observe the potential of SLOs to put new learning in place since such schools
have “systems and structures that enable [teachers] to collaboratively and continuously learn”
(p.616). Moreover, some scholars have operationalized the concept into measurement tools that

helps to gauge OL in school context (Park, 2006; Panagiotopoulos et al., 2018)
2.4 Learning entities

OL is a multi-level action that takes place by three learning entities: individual, team and
organizational (Argyris andSchon, 1978; Senge, 1990; Crossan et al 1999; Marquardt, 2002;
Scott 2011; Stoll and Kools, 2017). Any reform introduced/initiated into/in schools will make a

difference only if change takes place at all the three levels (Senge et al, 2012). It has three
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processes undertaken by these levels; According to Crossan et al (1999, pp.524-525); the
learning entities employ different learning process; consequently, “intuiting and interpreting
occur at the individual level, interpreting and integrating occur at the group level, and integrating

and institutionalizing occur at the organizational level.” They described as follows:

Intuition is the preconscious recognition inherent in a personal stream of

experience, which can affect others via the individual’s interaction with others.

Interpreting is the explaining of an insight or idea to one's self and to others using

preverbal and verbal language. Integrating is the process of developing shared

understanding among individuals and of taking coordinated action through mutual

adjustment by using dialogue and joint action. Institutionalizing is the process of

embedding learning that has occurred by individuals and groups into the

organization, and it includes systems, structures, procedures, and strategy (p.525).

Learning at individual level refers to the changes that take place within the individual in
skills, insights, knowledge, attitudes, and values acquired by using strategies like self-study,
technology-based instruction, and observation” (Marquardt, 2002). Learning at this level
ultimately counts for changing classrooms, and it is the sine qua non of success in large-scale
educational reforms (Fullan, 2007; Darling-Hammond, 2012; Hargreaves 2004). Unless each and
every teacher is learning every day; teaching can’t be a high-quality profession (Fullan et al.,
2006; Nina and Hargreaves, 2000). Nevertheless, though individual learning is thought as a
building block to team and organizational learning (Fauske and Raybould, 2005), OL is different
from the arithmetic sum of the learning of its members (Crossan et al, 1999). It is a dynamic and

interactive process established between individual and organizational learning, and exploitative

and explorative learning (Crossan et al, 1999).

Learning at this level could be quickened or delayed depending on certain factors; for
example, Fullan (2007) observes that teachers are willing to adopt change at the individual
classroom given that an innovation is clear and practical, the leadership is supportive,
opportunity to interact with other teachers is available, advocacy from teacher union, and outside
resource is helpful. But lack of access to adequate information, time, resilience and synergy
limits the likelihood of learning at this level. It also depends on the level of dissatisfaction
teachers experience in the way they carry out their professional duties; that is, the more intense is
this dissatisfaction, the higher will be the likelihood of learning new reforms (ibid). School

culture is also the most important factor to facilitate or prohibit learning at individual level.
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According to Fullan (2007) attracting and training better teachers is secondary to changing the

cultures within which they work.

With regard to teams as learning agencies; there are couples of words and phrases which
scholars’ coin to describe teachers’ group-based workplace learning. Community of practice
(Wenger, 1998), Professional Learning Communities, PLCs (Hargreaves et al., 2010), Teacher
Learning Community, TLC (McLaughlin and Talbert, 2006), and development army in Ethiopia
are often used. Though these taxonomies slightly differ in meaning with each other, they all refer

to workplace learning undertaken by team of teachers at intra or inter group level.

Professional learning communities (PLCs) or communities of practice, for example, is
claimed to be the founding block for SLO; according to McLaughlin and Talbert (2006, Pp.5-8)
they: a) build and manage knowledge; b) create shared language and standards for practice and
student outcomes; and c) sustain aspects of their school culture vital to continued, consistent
norms and instructional practice. Nevertheless, developing PLCs of teachers demand change in
norms, values and culture (Fullan, 2007; McLaughlin and Talbert, 2006) or undertaking double-
loop learning (Argyris and Schon, 1978), which is not easily affordable to achieve.

McLaughlin and Talbert (2006) also noted on how a teacher learning community
functions best: they claimed that, teachers learn best in a school-based teacher learning
community when they are involved in activities that: (a) focus on instruction and student learning
specific to the settings in which they teach; (b) are sustained and continuous, rather than episodic;
(c) provide opportunities for teachers to collaborate with colleagues inside and outside the school;
(d) reflect teachers’ influence about what and how they learn; and (e) help teachers develop
theoretical understanding of the skills and knowledge they need to learn ( p.9). Leaning at this

level connects learning that takes place at individual and school level (Senge et al., 2012).

Concerning school level learning, the discourse portrays school itself as learning entity vs
learning school as metaphorical expression coined to represent collective learning of individuals
within the school. The metaphorists argue that schools learn from the collective experience,
perspectives and capabilities of individuals who staffed the school (Senge et al., 2012; Scott,
2011; Wellman, 2009; Rait 1995; and Argyris and Schon, 1978). On the contrary, those who
consider schools as learning entities (eg, Huber, 1991; Walsh and Ungson, 1991; and Kolb, 1984)
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positioned that schools alike human beings employ information search mechanisms, have storage
sites to store the information, apply strategies to interpret the information, and use unique

strategies for retrieving and disseminating the information.

What so ever, unlike traditional schools which have defensive mind set to “defend their
traditional ways of doing things” (Senge, 2006, p.26), learning schools encourage innovation and

question existing values and norms.

Schools may provide seasonal in-house trainings, organize group meetings, arrange
reading hours, take off-job trainings to improve teachers’ classroom practice along the
constructivist perspective; but these activities of schools do not fit the requirements of a learning
school (Knight et al, 2015; Can, 2010). This is because such routines are learning in
organizations, but not all about OL (Hara 2009). According to Bui and Baruch (2011), OL “is
not a program, but rather a process for understanding and learning together (p.2).” Moreover,
learning is an aspect of all activity not a type of activity (Lave and Wenger, 1991; cited in Laffey
et al. 2002). In schools which are built as a LO, there are distinctive and critical professional
features: there are shared values and norms; and they focus on student learning, reflective
dialogue, de-privatization of practice and collaboration (Louis, Marks et al, 1996; cited in
Scribner et al 1999). Besides, a learning school works to “accelerate individual learning, redefine
organizational structure, culture, mental models, and encourage the participation of all members”

(Panagiotopoulos et al, 2018, p.2).

Building SLOs has positive contribution both to staff and students (Silins et al 2002; Stoll
and Kools, 2017). With regard to students, its effect goes beyond improving students’ academic
performance; according to Silins et al (2002), it improves ethical values, self-esteem, students’
ability to self-directed learning and personal development, their wellbeing or happiness.
Similarly, SLO has positive impact for teachers and school leaders such as greater individual and
collective understanding, improved skills and practices, more commitment to work, feeling of
professionalism and growing ability to learn, and willingness to work with colleagues and to

share practice (Stoll and Kools, 2017).

Thus, OL in school setting can be operationalized as a deliberate multilevel learning that

is undertaken continuously to implement educational changes initiated from within and from
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external sources. The more schools become built into a LO, the higher will be the change on
teachers’ classroom practice and students’ intellectual, social and moral dimensions (Stoll and

Kools, 2017, Rosenholtz, 1989; cited in Colinson et al, 2006).

With respect to pedagogy; compared to bureaucratic ones, “schools that are organized as
learning organizations are much more likely to be supportive of the kinds of pedagogical styles
that result in greater creativity, problem - solving ability, and other so - called twenty -first -

century skills (Schlechty,2009, p.46)”
2.5 Unique features of a Learning Organization

The LO concept is interpreted differently so does the features that characterize a learning
organization (Huber, 1991; Mumford, 2000; Jamali and Sidani, 2008). Watkins and Marwick
(1996) identified seven features that differentiate a LO from traditional organizations: in
organizations that area built into an LO; there are continuous learning, inquiry and dialogue,
team learning, embedded system, empowerment, system connection and strategic leadership.
Stoll and Kools (2017) adapted these dimension into a school setting; accordingly, learning
schools are those which: (i) develop and share a vision centered on the learning of a// students;
(i1) create and support continuous learning opportunities for all staff; (iii) promote team learning
and collaboration among staff; (iv) establish a culture of inquiry, innovation and exploration; (v)
embed systems for collecting and exchanging knowledge and learning; (vi) learn with and from
the external environment and larger learning system; and; (vii) model and grow learning
leadership. The authors argue that successful implementation of the seven dimensions is greater
than the sum of the parts. Though the dimensions are developed for school context, these authors

focus only on the action dimension of a LO.

Similarly, a study conducted in Australian secondary schools by Silins, et al (2002, p.634)
defined OL in terms of the following constructs: they reported that schools become LOs when
(1)staff openly communicates with each and actively seek information to improve their work, (ii)
leaders install to reward initiative and experimentation, (iii) teachers are actively involved in
activities such as school policy formulation, review of current practices, establishing future
directions, and sharing information with parents and the community, and (iv) staff are looking

out for opportunities to increase knowledge and skills and are provided with sufficient resources
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and time to develop professionally. Moreover, synthesizing the existing body of literature Can

(2010) has identified features that characterize SLOs; these include environmental scanning,

vision and goals, collaboration, taking initiatives and risks, review, recognition and

reinforcement and continuing professional development.

Schlechty (2009,) employed a different approach to differentiate a learning school from

bureaucratic ones; the features portrayed below are adapted from his perspective (Pp.42-44).

Bureaucratic schools

o The willingness and ability of students to
comply with uniform performance
standards set by various end users are
usually of central concern. Student
docility and compliance are defined as
virtues.

e Teachers are customarily viewed as
employees and as lower — level members
of the adult hierarchy.

o The principal is usually viewed as a first -
line supervisor, in the lower echelon of
management

¢ Routine, standardization, and
predictability of response are desired end
states

e Rules, procedures, and policies are
elaborate and rigidly enforced

e Communication flows from the top down
with little attention to bottom - up
communication or horizontal
communication. Management by
memorandum is typical.

e Coordination of effort is a management
function

Learning Schools

o A well - articulated set of norms places task

engagement and profound learning at the center of
the school’ s system of values and clearly defines
the core business of school as the creation of
engaging work for students

Teachers are viewed as leaders, designers of work
for students, and guides to instruction.

The principal is expected to be a leader of leaders
within the school, as well as a member of the
superintendent * s administrative team at the
central office level

The idea of continuous innovation aimed at
continuous improvement is embraced as a core
value, and behavior is guided by clear moral and
aesthetic norms combined with a fluid set of
technical norms.

Local conventions place emphasis on fairness,
equity, excellence, loyalty, courage, persistence,
constancy of purpose, and duty as values that
define the way we do business around here.
Conversation and dialogue about the core business
of the school and its success in doing that business
are

the primary tools for building and maintaining the
school culture and ensuring the disciplined pursuit
of a shared vision of the future

Peter Senge (1990 and 2012) in turn characterize schools that learn as those that: (i)

accomplish personal mastery, (ii) develop mental models that enhance OL, (iii) build shared

vision, (iv) install a culture of working in teams, and (v) develop systems thinking. Laffey et al.

(2002, p.112) described these constructs/building blocks in the following way:

(1) Personal Mastery- personal empowerment through the identification and
realization of a personal vision; (ii))Mental Models - processes of reflection and
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inquiry that make tacit knowledge visible and shared; (iii)Shared Vision -
establishing and nourishing a common purpose; (iv)Team Learning - enabling
teams to think, learn, and mobilize for change (motivated by a commitment to a
shared vision); and (v) Systems Thinking - ways of thinking in which
understanding interdependency and “change processes” lead to appropriate
solutions to complex problems.

2.6 Constructivism, constructivist view of learning, and post-1994 instructional reforms

Concepts like constructivism, knowledge construction, and constructivists came into the

psychological lexicon beginning from the second half of the twentieth century (Mahoney, 2005
cited in Pritchard and Woollard, 2010), albeit the idea is as old as early philosophy.
Constructivism is both a philosophical thought and a learning theory as well (Pritchard and
Woollard, 2010). As a philosophical thought, constructivism is meant to “investigate the scope,
structure, and very nature of knowledge [construction] (p.3). This construction is undertaken
either individually or collectively by consensus. The construction/reconstruction focuses on
forming meanings which are liable to change when the created meaning is found to be
“incomplete, faulty, or malformed” (Lincoln et al, 2018, p.220). Thus, the underlying
philosophical assumption of constructivism underscores on the absence of objective reality to
transmit to students (Pritchard and Woollard, 2010). Lincoln et al. (2018, p.216) describe the

philosophical intent of constructivism in the following below.

Table 2.1: Philosophical intent of constructivism

Ontology Relativism-local and specific constructed and co-constructed
realities

Epistemology Transactional/subjectivist, created findings

Methodology Hermeneutical/ dialectical

Inquiry aim Understanding, reconstruction

Nature of knowledge Individual or collective reconstructions coalescing around
consensus

Knowledge accumulation More informed and sophisticated reconstructions; vicarious
experience

Goodness or quality criteria Trustworthiness and authenticity including catalyst for action

Values Included-formative

Ethics Intrinsic, process tilt toward revelation, special problems

Voice Passionate participant as facilitator of multi-voice
reconstruction

Constructivism as a theory of learning claims that no knowledge is assumed to be

powerful knowledge which is worth of learning; rather worthiness depends on the views of the

60



constructer. This is because of absence of an orthodox way to co-construct the world (Schunk,
2012). Its theoretical assumptions are well described by Cobb and Bowers (1999, cited in Schunk,
2012) as follows:

Knowledge is not imposed from outside people but rather formed inside them. A

person’s constructions are true to that person but not necessarily to anyone else.

This is because people produce knowledge based on their beliefs and experiences

in situations, which differ from person to person (p.231).

Constructivism as a theory of learning has different typologies: cognitive constructivism,
radical constructivism, social constructivism ... etc. Radical constructivists, for instance posited
that a learner constructs knowledge which is worthy for him or herself (Pritchard and Woollard,
2010). This is a radical shift about knowledge and cognition; hence, according to radicalists,
knowledge is not passively received but actively built up by the learner; and the function of
cognition is ‘adaptive which serves the organization of the experiential world’ (Von Glasersfeld
1989, cited in Pritchard and Woollard, 2010, p.8). Cognitive constructivists claim that
knowledge construction is a personal enterprise (Garfield, 1995). Social constructivists, on the
other hand, value culture and context and posited that individuals build knowledge of their
surroundings through social interaction (Beck and Kosnik, 2006). That makes knowledge a
social product, and learning a social process (Pritchard and Woollard, 2010). As a result, they
perceived that learners learn best in groups where they can share and develop ideas and

contribute to solving problems (Scales et al., 2011).

Number of scholars contributed to the emergence and development of constructivist view
of learning; but Piaget, Vygotsky, and Brunner have been the gurus whose ideas are still
dominant in the discourse of constructivism (De la Sablonnie’ re et al, 2009; Reigeluth et al.,
2017). According to Bruner’s view “learning is an active, social process in which learners
construct new ideas and concepts based on their current knowledge” (p.16), and the teacher is the
key element of the process in facilitating learners’ construction of new ideas. On the other hand,
Vygotsky states that social interaction that helps children to be scaffold!” is fundamental to their
learning (Reigeluth et al., 2017) through which they can effectively maximize their learning; and
teacher plays the role of scaffolder who assist the child to transit across the ZPD. Medium of

17 Adjusting, coaching, and instructing
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instruction is a commonplace to both Bruner and Vygotsky. But, Piaget’s view of knowledge
construction differs from Bruner and Vygotsky because of the fact that Piaget considers
knowledge construction as a personal enterprise. Common to constructivist view of learning is
that knowledge is not imposed by people from outside; rather it is formed via active engagement
of the learner (Schunk, 2012). Thus, children are agencies who individually (cognitive
constructivism) or actively (social constructivism) construct their own knowledge, rather than
merely copying knowledge (Garfield, 1995), and teachers are facilitators of learning (Reigeluth
et al., 2017). Moreover, constructivism provides due emphasis for learner’s prior knowledge,
understanding, and experience for meaningful learning to take place, (Pritchard and Woollard,

2010).

Classroom guided by constructivist orientation is unique from that of the behaviorist
orientation; the role of the teacher and the leaners in the former orientation is vividly shown by
Burbules and Linn, (1991, cited in De la Sablonnie’ re et al, 2009, p.3); it states that: “[t]he
learner has the responsibility to accommodate the learning process to his/ her own unique
learning style in order to structure his/her own learning. The teacher’s role is that of a guide who
assists the learner in the difficult process of constructing his/her individual system of

knowledge.”

With regard to the role of teachers in constructivist classrooms, Schunk (2012) viewed

teachers who

...should not teach in the traditional sense of delivering instruction to a group of

students. Rather, they should structure situations such that learners become

actively involved with content through manipulation of materials and social

interaction (p.231)

In the same vein, Reigeluth et al (2017) argue that in constructivist guided classrooms,
teacher is not a knowledge transmitter; rather he/she is the one who assists learners in setting
goals and in designing or selecting tasks; who facilitates task performance and learning, who
helps evaluate performance and learning and, who mentors the learner. On the other hand, the

child is an active self-regulated learner and one who teaches others when needed.

Although the arguments on the superiority of constructivist learning still persist

(Kirschner et al., 2006, Tabulawa, 2013), empirical evidences show that classroom success is
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closely linked with the interpersonal skills of the learner and the way in which he or she
interrelates with others (McGinnis and Goldstein, 1997 cited in Pritchard and Woollard, 2010).

Though not always, instruction is felt to be best when it fosters construction (Reiguluth, 1997)

The post-1994 educational reforms in Africa require classroom practice to adhere to the
principles of constructivist approach in which knowledge construction is the role of the learner
(Tabulawa, 2012), with of course, the guidance and follow up of the teacher (Alemayehu and
Solomon, 2007). The resultant effect is a child who is problem solver, critical thinker, and as an
adult, one who is able to fully participate in national affairs (MoE, 1994). Thus, in addition to
their kernel quality in promoting child learning, these reforms have been thought to increase
democratization via creating better informed voters and leaders (Reigeluth et al 2017). The shift
from unitary perception of reality to a more plural one since the early 1990s necessitated the
change (Tabulawa, 2013). Moreover, enhancing economic competitiveness is another push
factor of the reform (Reigeluth et al 2017). Via applying constructivist learning, advocates aspire
to create workforce who have “elevated and flexible level of cognitive and creative thinking

skills” (De la Sablonnie’ re et al, 2009, p.5).

The same wind of change initiated the post-1994 reforms on teaching and learning in
Ethiopia. Government, in its various educational directives, sanctioned elements of the
constructivist learning theory and especially of social constructivism (MoE, 1994; 2009; 2013,)'8,
Via these instructional reforms, it envisions to install skills such as problem solving, critical
thinking, creative thinking, and democratic thinking, and collaboration skills into the generation
(MoE, 1994). These skills are sometimes called 21% century skills (Chu et al, 2017). Learning
these skills, according to the same authors, require children to be active agents who shoulder

heavy responsibility for their own learning.

With respect to teachers in constructivist paradigm, good teachers are thought to be good
learners (Scales, 2011); consequently, their responsibility, once they acquire these skills
themselves, is to assist children acquire the 21% century skills. Limitation of teachers in acquiring

these skills

18 Primary school Teachers curriculum framework and KG-12 curriculum ...
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...may affect their teaching performance in leading, guiding, modeling for and

probing students in evidential explanation to help them acquire twenty-first

century skills in a student-centered and inquiry-based learning mode (Chu et al,

2017, p.111)

There are various ways through which teachers can acquire 21 century skills; but
lifelong learning which is inbuilt in the workplace is an effective strategy suggested by Chu et al
(2017). This is because inbuilt workplace learning characterized by collaboration, inquiry
learning, and reflection is superior to workshops, seminars and similar techniques of teachers’

professional development schemes.
2.7 Determinants of OL in the context of learning post-1994 instructional reforms

Empirical evidences show reform implementation is “risky and hard, which often fall
short of expectations” (Skogan, 2008: 23). It faces formidable obstacles from various sources at
different levels of the system (Fullan 2007). There is plethora of scholarly efforts that have been
tried yet to dig out the underlying reasons behind success or failure of instructional reforms. The
majority of this scholarly works attribute the failure/success to resources (both human and
material) and context where the reform is implemented. The synthesis of literature below,
however, tries to underscore on factors within the reform itself and the reformers and the related

problems which arouse in relation to the reform and reformers.
2.7.1 Factors within the reform and reformers

The reform and the reformers play critical roles for instructional reforms to succeed or
fail. One such stream of discourse focuses on the coherence in thinking required between
acquired and required classroom practices. The acquired is the way of practicing teaching in the
past and the required is the knowledge/skill necessitated by new reforms. Classroom practice in
constructivist paradigm is a sharp contrast to the behaviorist paradigm (Pritchard and Woollard
2010), and requires teachers to make a paradigm shift in the way they do teaching/learning.
However, existing arguments show that implementing instructional reforms that require teachers
make a paradigm shift in daily routines do rarely succeed (Reigeluth, et al., 2017; Tabulawa,
2013). This is because of the fact that such instructional reforms, according to Fullan (2007) not
only require teachers to practice old jobs in new ways but also bring unfamiliar and challenging

tasks that have never been imagined.
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Schlechty (1976, cited in his 2009 publication and Berkovich, 2011) also found similar
results; Schlechty reported that curricular innovations that are not compatible with the existing
social structure of schools and classrooms are likely to be either modified to fit existing patterns
of behavior and thus not affect student learning, or will meet resistance and will eventually be
abandoned because it is thought to be inappropriate to the local situation, or will create tensions
and cause the social structure of the school or classroom to shift in ways that will accommodate

the change.

The other factor within the reform is coherence among reforms (Viennet and Pont, 2017);
for an instructional reform to succeed, programmic and structural changes introduced to support
reform implementation shall derive the change rightly (Fullan 2006, Darling Hammond 2012). In
this regard, Fullan (2011) positioned that prioritizing: capacity building over accountability,
group solutions over individual quality, instruction over technology, and systemic strategies over
fragmented ones increases the chance of reform implementation. Reforms guided by the wrong
drivers, according to Fullan (2011), are deemed to failure since they do not change the day-to-
day practice of school systems. Using the same analogy, programmic reforms introduced to
leverage implementation of post-1994 instructional reforms in Ethiopia such as Continuous
Professional Development (CPD) program and School Improvement Program (SIP), and
structural reforms such as school clustering and one-to-five organization might have played the

role of right or wrong drivers, vis-a-vis implementation of the instructional reforms.

The breadth and depth of the reform also matters; for reforms in classroom practice to
succeed, full scale reform is more successful than piecemeal changes, because “whatever
remains untouched will overwhelm innovation” (Baum, 2002: 177) and success will remain
futile “until wider social and institutional failures are addressed” (Desimone 2002, p.458). Full
system reform to Fullan (2011) is reforming just hundred percent of the system. By the same
token, changing the pedagogy without changing the design of curricular materials seldom works
or reforming the curriculum without changing the assessment modality rarely works. In view of
this, a large-scale study by National Research council, USA found that teacher efforts to exercise
new way of classroom practice were undermined by standards, assessments, and teaching and
textbook requirements (National Research Council, 1999). According to the same report, the

volume of curricular materials (textbooks) is another constraint to challenge teachers not to
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exercise teaching and learning suggested in constructivist orientation. The report suggests
“superficial coverage of all topics in a subject area must be replaced with in-depth coverage of
fewer topics that allows key concepts in that discipline to be understood”, but without entirely

abandoning the goal of coverage.

With regard to reformers view, the same educational reform may have a success story in
one context, but the opposite in another; variation in context is the obvious reason, but to Fullan
(2011, p.122), success or failure is because of the underlying assumptions about change held by
those leading the change. Right assumptions of change according to him a) accommodate the
realities of implementers; b) understand implementation as a process of clarification that comes
through reflective practice; ¢) appreciate conflict and disagreement from implementers as
positive signs of change; d) make fair balance between pressure and reinforcement; e)
understand that positive change takes time; f) attribute failure to myriads of factors other than
implementers’ resistance; g) don’t expect all to change practice at the same time; h) use
evolutionary planning and problem-coping models based on knowledge of change process; 1)
diversify evidences up on which to base action decisions [valid knowledge, political
considerations, on-the-spot decisions, and intuition]; and j) focus on changing the culture of
institutions, not on implementing single reform. One such action to change the culture is creating
a learning generation through building a learning school community (Senge et al., 2012; Fullan,

2006)

The assumptions driving reformers’ thinking also influence the fate of reform
implementation; quoting Reigeluth et al. (2017) at some length may describe the severity of the

challenge:

Perhaps the greatest challenge with implementing the [post-1994
instructional reforms] is the difficulty that instructional theorists, researchers,
educational policymakers, and practitioners face in transcending Industrial-
Age mental models or mindsets about instruction in both education and
training contexts. It is hard for us to conceive of schools without grade
levels, without courses, without tests, without grades, and without terms or
semesters. To implement [these reforms] effectively, many stakeholders
must come to understand education in a very different way from traditional
mental models. If piecemeal reforms are difficult within such a highly
politicized and bureaucratic system, paradigm change is an order of
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magnitude more difficult. It is like trying to transform a railroad system into
an air transportation system. It requires fundamental changes in all parts of
the system, or at least enough parts to reach the tipping point where more
pressure is exerted by the new parts to change the remaining old parts, than
the old parts exert on the new ones to change back. This means that the
transformation process is more expensive and time-consuming than are
piecemeal reforms (p.2).

2.7.2 Teacher Resistance

If the reform ideas come from outside, without meaningful participation of implementers,
a reform will fall short or fail to take root (Skogan, 2008). The outsider may be politicians,
academics, consultants or donor agencies. This approach to reforming teaching and learning
decreases the love of profession and enthusiasm among teachers and intensify teacher resistance
towards reforms (Can, 2010; Berkovich, 2011). On the contrary, teachers’ autonomy to innovate
and strong teacher professional communities would increase the probability of reform

implementation (Rowan and Miller, 2007).

According to Fullan (2007), however, the nature of the reform and the school context
where the reform get implemented matter most in instigating teacher resistance than the
reforming approach. Consequently, teacher resistance towards instructional reform occurs when
teachers are required to implement explicit reform in the context of uncomfortable school
climate. But, in the absence of explicit reform idea and uncomfortable change climate, there is a
likelihood to develop a sense of inertia. According to the same author, comfortable change
climate but vague reform idea will lead teachers to practice the instructional reform very
superficially. Full-fledged implementation of instructional reform, therefore, requires
comfortable climate for change with an explicitness of reform ideas, and agents operating in
conditions of high trust, collaboration, and effective leadership (ibid). One of the factors that
leverage creation of comfortable climate is building schools into a learning organization (Senge

et al., 2012; Fullan, 2007; Schleicher, 2018).

Baum (2002) interpreted teacher resistance to implement reform in classroom practice
with respect to three perspectives: the rational perspective, socio-political perspective, and
psychoanalytic perspective. The rationale perspective argues that teachers reject reforms when

they lacked solid knowledge base on the reform idea. The sociopolitical perspective posited that
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absence of consensus between the implementer and those who initiated the reform idea is the
source of teacher resistance. On the other hand, the psychoanalytic perspective claim that, in
addition to lack of knowledge and conflict of interest, “psychological structure of teaching,

arouse anxiety for teachers to defend themselves by resisting outsiders” (p.173).

The normative theory of change provides equivalent explanation for failure of reforms; it
states, the majority (80%) of practitioners has to support the change in order that the new change
to get implemented (De la Sablonnie” re et al, 2009), otherwise, people may revert back to
established way of practicing routines. According to this theory education reforms fail because of
the fact that either the majority doesn’t support the reforms or “the reform-minded minority is
not unified, vocal and consistent” (2009, p.6). This theory in education context implies that if
majority of teachers resisted an instructional reform or if those who received the reform aren’t

‘unified, vocal or consistent’, then the instructional reform will not take root in the classroom.

Moreover, teachers may not warmly receive any reform that adds extra burden to their
workload since it forces them to stay out of their comfort zone (Skogan, 2008). Unwillingness to
come out of the comfort zone become severe when the reform is a prescribed one, which denies
teachers the opportunity to buy-in the reform idea (Can, 2010; Rowan and Miller 2007; Fullan,
2007).

2.7.3 Leadership

Leadership is the leading factor in determining organizational learning (Can 2010) and
the success or failure of reform implementation (Silins, Mulford, Zarins 2002). It promotes and
sustains learning gains for teachers and students (Darling-Hammond et al 2010). According to

Rowan and Miller (2007):

An absence of managerial pressure to change teaching practices in a
clearly specified direction will result in teachers’ making only surface
changes to their teaching practices; [On the contrary], pressure for
standardization through leadership [force teachers to] move away from
conventional teaching practices and toward the standards-based forms of
instruction advocated (Pp.260, 262)

The type of leadership is, however, a point of argument in the discourse of reform

implementation. Some researches show that transformational leadership creates opportunity for
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OL. Similarly, Leithwood, Leonard, Sharratt (1998) and Silins, Mulford, Zarins (2002) show
that this form of principal leadership'® is among the most important to help teachers learn and
implement new reforms. However, Branson, et al. (2016), cited in Carlyon and Branson (2018)
positioned that trans-relational leadership is more effective to learn reforms in school setting,
because this kind of leadership approach gives due emphasis for building supportive
relationships instead of manipulation. In addition to transforming others, trans-relational leaders,
have the skills to recognize their follower’s initiative and the significant contribution they can
have in the leadership process” [cited in Carlyon and Branson2018]. Branson, et al. (2016)
suggest that the essence of trans-relational leadership is “to move others, the organization and the

leader to another level of functioning by means of relationships” (p. 155).

Leadership to Fullan (2007) refers to the educational authorities working at national,
district level, and school level; which either enable or inhibit implementation of an educational
reform. Leaders in the upper hierarchy often sets the agenda for instructional reform; and leaders
in the bottom hierarchy also determine the likelihood of change. This is because they are in the
forefront “to shape the organizational conditions necessary for success, such as the development
of shared goals, collaborative work structures and climates, and procedures for monitoring
results” (p.96). Meaningful interaction among these leaders and leadership positions at the time
of initiation, implementation and institutionalization of instructional reforms increases the
likelihood to take root at classroom level. The same author observes that education authorities
who are in charge of reforming education and local practitioners leave in two different worlds to

the extent that “each side is ignorant of the subjective meaning world of the other, p.99”

The leadership influences how teachers respond to changes in classroom practice.
According to agency theory (e.g., Eisenhardt, 1989; Kiser, 1999; Perrow, 1986; Shapiro, 1987
cited in Rowan and Miller 2007, p.255) implementation fidelity of instructional change is
influenced by the type of relationship established between principal and agent. Poor relationship
may arise due to four problems: lack of clear instructional guidance, low monitoring for fidelity,

agency problems of bounded rationality, and information asymmetry.

19 Leadership that is empowering, sensitive to local community aspirations, supportive of followers, building
collaborative school cultures, and emphasizing the importance of developing a shared vision
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First, if the agent resists enacting to the demands of the principal, an instructional reform
is prone to failure; the source of resistance could be moral hazard resulted from contradiction
between the values of the principal and the agent or agent’s desire to shrink the work burden
following the new reform. Moral hazard and desire to shrink burden consequently lead to
problem of teacher “buy-in” of the reform idea. Second, if agents lack reinforcement for
exercising reform ideas (Rowan and Miller 2007), they hardly work toward the desired aims of
the principal. Third, due to insufficient guidance or lack of inter-subjectivity with the principal,
agents may fail to know the intentions of principals or do not know the ways to realize these
intentions. This is especially true when principal leadership for instructional change is imprecise
or interpreted through teachers’ prior understandings (Coburn, 2005; Spillane, Reiser, and
Reimer, 2002 cited in Rowan and Miller 2007). The fourth reason is information asymmetry (not
being able to monitor agent’s work), when principals fail to monitor agents, implementation
fidelity will be challenged. On the other hand, monitoring agents’ work through meaningful and
continuous feedback, according to Rowan and Miller (2007), will increase implementation

fidelity.
2.7.4 Other factors

In addition to the factors within the reform/reformers, teachers and reform leaders; other
factors may determine success or failure of instructional reform. History is one of these factors;
that is, continuous failure in implementing reforms exposes school community to develop
apathetic feeling towards next reforms (Fullan 2007); in the contrary, successive achievement
will make them enthusiastic towards new reforms. While the latter feeling helps schools to
develop capacity (efficacy), the former will leave them in an attitude of incapacity. According to
Fullan (2007) such feelings happen because “people carry [subjective] meaning from one

experience to the next, p.94”

Second, external factors such as NGOs and the community outside of the school also
enable or inhibit implementation of reforms. Funding agencies according to Crossley and
Watson (2009) and Tabulawa (2013) immensely influence initiation, implementation and

institutionalization of instructional reforms.
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Third, school resources allocated to activities required for change and productive
capacity?’ determine its instructional capacity (Malen and Rice, 2004). According to Corcoran
and Goertz (1995), key components of instructional capacity fall into three categories: (a) the
intellectual ability, knowledge, and skills of teachers; (b) the quality and quantity of the
resources available for teaching, including staffing levels, instructional time, and class sizes; and

(c) the social organization of instruction or instructional culture.

Moreover, the material resources; such as budget (National Research Council, 1999;
Huberman and Miles (1984, cited in Fullan 2007), time for continuous learning and knowledge
sharing (McCharen, Song, and Martens, 2011), classroom size and technology (Can, 2010) can
facilitate or debilitate the effort. However, there are arguments on whether not material resources
determine success or failure of instructional reforms. The quotes below reveal the prevailing

contrast in the discourse:

Learner-centered education failed because of the unclear nature of the

understanding and the actual application of [the concept], and the scope of the

intended change that focused on the high pedagogical ideal. As sound as the

implementation process was in many places, it failed to transport the

understanding of learner-centered education into classrooms (Chisholm and

Leyendecker, 2008: p.201). The main reason that change fails to occur in the first

place on any scale, and is not sustained when it does, is that the infrastructure is

weak, unhelpful, or working at cross-purposes (Fullan, 2007: p.18).

Uniqueness in context between the source and reform borrower is another factor that
influence reform implementation (Crossley and Watson 2003, Tabulawa 2013). In support of this

view, Fullan (2007, p.64) noted that ‘what works in one situation may or may not work in

another’.

If a reform idea lacks supportive environment with regard to the above factors, according
to Huberman and Miles (1984, cited in Fullan 2007), it fails to: generate a skilled critical mass

staff who are committed to the change; and consequently, to institutionalize the reform.

2 the ability of a school to translate resources into expected outcomes (Corcoran and Goeriz 1995)
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2.8 Theoretical framework

“To remain viable in an environment characterized by uncertainty and change, organizations

and individuals alike depend upon an ability to learn”

Michelle Wallace (1998, p.20)

This research is guided by two interlinked theories: Change Theories (CT) (Fullan,
2007; Chin and Bennes, 1994) and Organizational Learning Theory (OLT) (Senge. 1990 and
2012; Louis, 2016). These theories have a potential to understand implementation of
instructional reforms independently. The combined use of both theories, however, may have
more potential. Besides, learning and change are inseparable; learning changes entities while all
changes require learning (Park, 2006; Fullan and Miles, 1992; Yeung et al., 1999), and this is
usually true in human beings so does in organizations. Using these theories as theoretical lens,
this study attempted to study the learning of post-1994 instructional reforms in primary school

context.

Thus, the theoretical and conceptual frameworks of the study are discussed in this chapter.
The theoretical framework describes the underlying concepts and assumptions of each of the
theories and the interlink between them. The conceptual framework discusses the constructs of
OLTs and CTs. In addition, the enablers and inhibiters of learning the instructional reforms were

discussed in line to the above-mentioned theoretical lenses.

The first lens through which to understand the post-1994 instructional reforms is theory
of change proposed by Michael Fullan?! and Chin and Bennes (1994). Theory of change is a
collection of predictive assumptions that derives a program seeking to effect change or reform
(Connolly and Seymour, 2015). Michael Fullan, who proposed his own theory of change, claims
that great reform ideas may get lost as a result of wicked change process (2007). In this regard,
he synthesized reform initiatives in the West that had been introduced via either a top-down or

bottom-up approach, but that remained unsuccessful.

On the basis of the empirical evidences synthesized, he theorized that the most successful

approach to reform is one resulted from a fair balance between the two approaches. Because;

21 There are various change theories in use but change theory proposed by Michael Fullan has much in common with Organization Learning Theory. Besides, he is a
professional guru in the area of whole system educational reform
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top-down change doesn’t work and bottom-up changes often fail to connect to the authority
structure (Fullan, 2007). Thus, the right reform approach is the one that is guided by principle of
fair balance because such balance helps schools to adapt reforms to their own context, and to

influence further reforms.

The other balance that Fullan calls for proper handling (citing Berman and McLaughlin,
1977) is the bureaucratic-vs-problem solving orientation while governments make adoption
decision. The bureaucratic orientation urges governments’ adoption decision of a reform so as to
obtain extra resources for other purposes; whereas adoption based on problem solving orientation
is aimed at solving particular local problems. Thus; if the orientation is bureaucratic, initiation of
change is made more for political and symbolic value than for educational merit. Such decisions
are important for political survival, according to Fullan (2007). According to the same author,
most reforms are initiated to get extra resources for political survival. Moreover, a successful
theory of change, according to Fullan (2007, 2006), fulfills three phases and seven premises. The
phases are initiation, implementation and institutionalization. And the premises that should
govern decision at each phase are focus on motivation, result-oriented capacity building, learning
in context, changing context, reflection; tri-level engagement; and perseverance. Fullan (2007)
has identified list of variables that influences the success or failure of a reform at each phase; and
assert that the fate of a given educational reform is determined by the interplay among these

variables, which will be discussed in the conceptual framework.

With regard to teaching and learning, his change theory asserts that reform
implementation at the classroom level demands change in three dimensions; change in the use of
new instructional resources, use of new teaching approaches, and alteration of pre-existing belief
about pedagogy. Changes in beliefs and understanding, according to Fullan, are the foundation of
achieving lasting reform (2007). The first two dimensions necessitate behavioral change and the
third demand change in cognition. This shows that what schools think (belief and understanding)

and do (instructional practice) determines the success or failure of reforms.

The other change theory to look into the problem is proposed by Chin and Bennes (1994),
and states that reforms can be introduced via three different change strategies namely empirical-
rational, power-coercive, and normative re-educative. Quinn and Sonenshein (2008) name these

strategies as telling strategy, forcing strategy, and participating strategy respectively. These

73



strategies have been developed with the intent of answering how government and other change
agents approach reform processes (Quinn, 2004). Thus, when reforms are introduced using the
empirical-rational strategy, change agents introduce reforms following a strongly rational
justification and clear demonstration of the change to beneficiaries whereas if reforms are
introduced through the power-coercive strategy, those who initiate the reform assume the highest
power which enables them to decide both on the approach and constituents of the reform. That is,
a more powerful body imposes its will on a less powerful body (Quinn and Sonenshein, 2008)
based on the assumption that implementers are complaints who need directions and sanctions
(Nickols, 2016; Hofman et al., 2017). The third strategy, which is less commonly used as reform
strategy, is the normative-reducative strategy. This change strategy, unlike the other two
strategies, focuses on trust building between change agents working in the top hierarchy and in
the bottom (Chin andBennes, 1994). Thus, reforms introduced using this strategy is the
collaborative effort of various stakeholders operating at different level of hierarchy. The three
strategies differ mainly in the kind of relationship that exists between change initiators and
implementers. Consequently, the more democratic is the relationship between change initiators
and implementers, the higher is the likelihood to include voices from grassroots level
implementers. On the contrary, the more autocratic is the relationship between the two, as in the
case of the power coercive strategy, the higher will be the likelihood for implementers to comply

with the demands of change initiators

The other theoretical lens is Organizational Learning Theory (OLT); which has been
working well in business firms since the publication of ‘the fifth discipline' by Peter Senge (Law
and Chuah, 2015). Even before this seminal work, OL is known to the academic society (Argyris
and Schon, 1978; Cyert and Marsh, 1963; cited in Calhoun and Starbuck, 2011). Its emergence is
linked to business sustainability and change of parameters to secure this sustainability (Fauske
and Raybould, 2005). Stated otherwise, in the fast-changing world, today’s knowledge may get
obsolete tomorrow. Such uncertainty demands unlearning unproductive practices and learning
new ones concomitantly (Nystrom and Starbuck, 1984; cited in Hora and Hunter, 2013) and such

learning takes place in workplace setting.

Thus, OLT is one of the major theories that are helpful to understand such inbuilt
learning in an organization (Senge, 1990 and 2012; Argyris and Schon, 1978; Huber, 1991; Law
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and Chuah 2015), especially in school context (Robertson and Leithwood, 1999). According to
OL theorists*, learning becomes a prerequisite for organizations to survive in an environment of
rapid change (Senge, 1990 and2012; Murray, 2002). They also underscore that, all organizations
have the ability to transform into a learning organization though their efficiency differs (Singe,
2012; Can, 2010; Knapp, 2008). There is also consensus that schools can be designed as learning
organizations (Senge et al., 2012; Fullan, 2007). As a result, organizational knowledge creation
has become a key element in driving school reform and innovation (McCharen, Song, and
Martens, 2011, p. 676). Hence, OLT is employed in this study to explore the learning of post-

1994 instructional reforms in primary schools.

In School context, therefore, OL is nothing but it is change among school level actors on
how they think and do to attain their mandated mission®* (Hora and Hunter, 2013). Hence, OLT
has become a theory that is shaping actions and thoughts of social organizations (Law and Chuah,
2015) such as schools. It views OL in school context neither as mere sum up of individual
learning (Torokoff and Mets, 2008) nor learning of the organization that is to be distributed to its
members. Organizational learning theorists claim that because schools function beyond a simple
aggregation of teachers, the knowledge embedded within the school is inherently greater than the
sum of the knowledge possessed by individual teachers (Smith and Lyles, 2011). With regard to
the process of learning, some argue that organizations learn like human beings do (Walsh and
Ungson, 1991; Huber, 1991), others claim that portrayal of organizations as learning entities is
merely metaphoric (Wellman. 2009; Argyris and Schon, 1978); they do not literary remember,
think or learn (Wellman 2009), rather individuals are agents of learning, whose learning
collectively represent organizational learning (Law and Chuah 2015). However, there is
agreement that an organization is its people (Fauske and Raybould 2005) and individual learning

is the sine qua non for organizational learning.

Organizational learning theorists explain the outcome of OL either in terms of cognition
or action: those who view OL from the cognitive perspective (e.g. Kolb, 1984; Huber, 1991;

Wellman, 2009) claim that organizations alike human beings search for information, store in

22 The well-known theorists of OL include Cyert and March (1963), Olsen (1975), Argyris and Schon (1978, 1996),
Daft and Weick (1984), Kolb (1984), Engestrom (1987 and 2004), Huber (1991), Lave andWenger (1991), Weick
(1995), Nonaka (1994), Nonaka andTakeuchi (1995), Wenger (2009), Wellman (2009), and Senge (1990 and
2012).

23 This mission in this study is understood as implementing instructional reforms provided in the ETP
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memory, interpret and retrieve information. According to Leavitt (2011) thinking elements of OL
are more relevant to this group of theorists. On the contrary, there are scholars, who view OL’s
action dimension (Nevis, DiBella, and Gould, 1995) worthy of consideration. They argue that
OL is understood in terms of the daily routines which the organization, teams and individuals
perform. The actions may be observed while organizational members identify and correct errors
(single-loop learning) or question long held assumptions to transform practice (double-loop

learning) (Argyris and Schon, 1978).

The two groups of OL theorists differ in the way organizational learning takes place
(how), in the learning target (who), and in the learning context (Leavitt, 2011). Nevertheless, the
two views are hybridized by a third group of theorists who view the outcome of OL both as
cognition and action (Argyris and Schon, 1978; Senge, 1990 and 2012). Thus, OLT states that
for OL to take root, organizations need to be rearranged so that single-loop or adaptive learning

or exploitation learning could evolve to higher learning (generative, double-loop or explorative).

To three of the views mentioned above, OL is an intelligent response to changes inside
and outside of the organization where the response is manifested in “changes in collective
thinking, organizational design and behavior” (Knapp, 2008, p.525). It is taken as an asset for
organizations struggling with change and growth (Murray, 2002, p.239). Consequently, LOs aim
to transform old behaviors and patterns of thinking and improve skill and know-how to adapt to

the challenging dynamic environment (Law and Chuan, 2015, p.19).

Regarding the learning entity, there is consensus among OL theorists that OL is multi-
level; that is, it takes place at individual, team and organization level (Senge, 1990; Giesecke and
McNeil, 2004). Accordingly, organizations learn from the skills, approaches, and commitment of
teams and individual members; and teams bridge learning between individual learning and

organizational learning.

The two theories (i.e. CT and OLT) have much in common; building shared
vision/meaning, team work/collaboration, personal mastery/capacity building, system thinking
and mental models/belief and understanding are their commonplaces. Besides, Fullan wrote that
schools and districts must learn each other for system change to happen in large scale.

Nevertheless, unlike OLT, Fullan’s CT treats OL as if it is similar to Professional Learning
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Communities, PLC (Louis and Lee, 2016), which are not formal organizations, but “the building
blocks on which learning organizations stand” (Schlechty 2009: 115). The combined use of these
theoretical lenses is, therefore, helpful to understand the learning of post-1994 instructional

reforms in primary schools with regard to (i) examination of the reform process using the change

theories, and (ii) how primary schools’ as LO have learnt these reforms using the OLT.

There are reasons for using CT and OLT to understand post-1994 Instructional Reforms
(IRs) in Ethiopian context. With respect to the reform approach, the post-1994 instructional
reforms in Ethiopia alike any structural and programmatic reforms of the ETP have been claimed
to be Government panaceas (Tefera, 1996; Semela, 2014; Tessema, 2014; Tadesse and Melese,
2016). Nevertheless, there is parallel argument that claims the reforms were participatory
(Zewudie, 2018; MOE, 2002b and 1996). According to CT, the nature of educational reforms
and the reform approach followed are powerful in determining the fate of reform implementation
(Fullan, 2007; Darling-Hammond, 2012; Bascia and Argreaves, 2000). Thus, exploring how

these reforms have been introduced via the lens of CT appears convincing.

Regarding, OLT, the post-1994 instructional reforms are embedded in social
constructivist orientation; which calls for active construction of knowledge through learners’
interaction. However, it is hardly possible for schools to create learning opportunity for students
without being a learning organization themselves. Consequently, OLT is becoming a powerful
theory to understand how schools learn educational reforms (Fullan, 1993; Leithwood and Louis,

1998; cited in Fauske and Raybould. 2005; Torokoff and Mets, 2008).

In sum, through the combined use of the theoretical lenses, this study tries to examine the
reforming approach, the magnitude and mechanisms of learning the reforms, and the factors

fostering/ inhibiting the learning of those reforms in school context.
2.9 Conceptual Framework

Studies (like Fullan, 2007; Bascia and Hargreaves, 2000; Hopkins and Levin, 2000, and
Darling Hammond, 1991) show educational reforms elsewhere in the world little succeed in
improving school achievement. Similarly, local research (reviewed in section 1.2) proved that
instructional reforms endorsed following the ratification of the 1994 education and training

policy such as child-centered education, continuous assessment, reflective practice, action
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research among others have rarely succeeded. There might be myriads of reasons for this; but in
this study, I argue that the failure is concealed behind: (i) the process through which these
reforms have been introduced and (ii) the schools’ ability to learn these reforms, and (iii) the
context that enable/inhibit operation of the two processes. In the next few pages, the details are

presented.

The process through which reforms have been introduced is critical to the success or
failure of educational reforms. Literature is gray to choose between the bottom-up reform
approach and top-down-bottom-up mix (e.g., Fullan, 2007) since there are success stories of
reforms introduced via both of these approaches. Nevertheless, success stories of reforms
prescribed from the top especially following the power coercive approach are limited (Schlechty,

2009; Fullan, 2007; Chin and Bennes, 1994) as we have seen in the review section.

According to Fullan (2007), educational reform is a tri-phase process: initiation which
consists of the process that leads up to and includes a decision to adopt or proceed with a change;
implementation that involves the first experiences of attempting to put a reform into practice; and
institutionalization that refers to whether the change gets built in as an ongoing part of the system

or disappears by way of a decision to discard or through attrition.

Initiation is a stage when adoption decision is made by a responsible body: this stage
according to Fullan (2007) is influenced among others by multitude of factors: quality of the
reform, access to information about the reform, external change agents, new policy funds, and
orientation of initiator. This phase is decisive for the success or failure of subsequent phases
since it “generate[s] meaning or confusion, commitment or alienation, or simply ignorance on

the part of participants and others affected by the change” (Ibid, p.82).

The implementation phase is the phase when reform ideas/programs/activities come into
effect replacing old ways of undertaking routines (ibid). Characteristics of the reform (need,
clarity, complexity and quality/practicality), local characteristics (teachers, school leaders,
community and educational authorities operating at different levels) and external factors (NGOs

and other agencies) determine success or failure of reform implementation.
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Institutionalization or continuation is the phase where a decision to continue or abort the
reform idea is made. This phase depends according to Huberman and Miles (1984, cited in

Fullan 2007, p.102) on the degree to which the reform:

(1) gets embedded or built into the structure (through policy, budget, timetable,
etc.); (2) has, by the time of the institutionalization phase, generated a critical
mass of administrators and teachers who are skilled in and committed to the
change; and (3) has established procedures for continuing assistance (such as a
trained cadre of assisters), especially relative to supporting new teachers and

administrators.

Thus, if the reform is built into the functioning structure, if it successfully mobilizes a
critical mass from the school community, and if it gets a critical mass of professionals to aid
fellows; the possibility to institutionalize the reform idea is high enough. Fullan (2006) suggested
seven premises to institutionalize a reform idea: focus on motivation, result-oriented capacity
building, learning in context, changing context, reflection; tri-level engagement; and
perseverance. Fullan further revised the premises (2011); and asserts that the whole reform
process will get successful if reformers prioritize right drivers over wrong drivers. That is,
prioritizing- capacity building over accountability, team quality over individual quality,

instruction over technology and integrated strategies over fragmented ones.

The success or failure of the above-mentioned phases depends on the way the reform is
being endorsed; that is, if the reform is endorsed in a power coercive (top-down) approach, the
reform is destined to failure (Chin and Bennes, 1994). Thus, the authors (ibid) suggest the
empirical-rational and normative-re-educative approach while initiating the reforms since these
approaches value the voices of grassroots level implementers. Similarly, empirical studies
(Viennet and Pont, 2017; Pietarinen et al, 2017; Cerna, 2013; Hargreaves et al., 2010; Fullan,
2007 and 1994) show that schools accommodate reforms endorsed particularly following a
hybrid approach (mix of top-down and bottom-up approaches) than those endorsed following
either of the approaches. If not, the reform tradition may play against the success of the reforms

since it results in buy-in problem and resistance from implementers (Fullan, 2007).
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Regarding OL, there is ample evidence in the literature produced on the potential of OL
in creating schools that continuously and collaboratively learn (McCharen et al., 2011; Senge et
al., 2012; Stoll and Kools , 2017). The positive impact of creating such schools goes beyond the
school itself. Senge’s claim that reads “If we want the world to improve ... then we need schools

that learn” (2012, p.12) confirms this assertion.

Previous studies reviewed in the literature section of this study portrays LO in terms of
either the cognitive view, action or behavioral view or the balanced or the hybrid view. The
cognitive view explains LOs in terms of constructs related to knowledge management, the
behaviorist view, however, interprets LOs in terms of the characteristic features, and the hybrid
view mixes the constructs and the unique characteristics. This study employed the hybrid view
because; (1) it is a model of OL often adapted to study schools by many researchers who
conducted research on organizational learning in school context (eg Senge et al 2012; Park, 2006;
Liu and Liu, 2018; Panagiotopoulos et al 2018; Collinson et al 2006; Torokoff and Mets, 2008);
(i1) integrating the perspectives (cognitive and behaviorist) could maximize the potential of
understanding features of a learning school more than independent use of either view; and (iii),
individual learning has both behavioral and cognitive dimension and this is also true in

organizations that learn (Scott, 2011).

The constructs are related to knowledge management, Huber (1991) synthesized four OL
constructs linked to the thinking perspective namely knowledge acquisition, information
distribution, information interpretation and organizational memory. According to this author, the
constructs refer to the process by which knowledge is obtained (knowledge acquisition),
information from different sources is shared and thereby leads to new information or
understanding (information distribution), distributed information is given one or more commonly
understood interpretations (Information interpretation) and knowledge is stored for future use
(organizational memory). Whereas, the characteristics are unique features manifested by learning
organizations. According to Stoll and Kools (2017), a learning school exhibit seven unique
characteristics. These include developing and sharing a vision centered on the learning of all
students; creating and supporting continuous learning opportunities for all staff; and promoting
team learning and collaboration among staff. Besides learning organizations establish a culture

of inquiry, innovation and exploration; develop embedded systems for collecting and exchanging
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knowledge and learning; promote learning with and from the external environment and larger
learning system; and model and grow learning leadership (p. 3). Learning organizations
including schools that display the constructs and characteristics make it happen via multiple
learning agencies: individual, team and organization level (Argyris and Schon, 1978; Senge,
1990 and 2012; Murray, 2002; Huber, 1991; Crossan, et al 1999; Rait, 1995; and Shrivastava,
1983).

In this study, learning in organization is represented not in terms of mind as an entity, but
mind as an activity (Leithwood, Leonard, and Sharratt, 1998) which increases over time based on
self-efforts. According to Resnick and Hall (1998), there are two views of intelligence namely
entity theory and incremental theory, the former views ability as unchangeable; whereas, the
latter view considers ability as changeable by taking “an active stance toward learning and
mastery opportunities, p.105”. Thus, people who think that ability is something that grows
incrementally invest more energy to learn via application of self-initiated strategies. The LO
takes the latter stance (Senge, 1990, 2012; Huber, 1991; Argyris and Schon, 1978). Moreover,
the study adopts the LO perspective that considers organizational learning as a change in both
cognition and action. That is, OL that takes place at individual, team and school level will be
measured in terms of the changes occurring in practicing post-1994 instructional reforms and the
imbedded thinking that guides the actions of individual teachers, teams and schools. Sustained
OL requires a professional learning community that is committed to display the constructs and

characteristics of a learning entity (Louis and Lee, 2016; Fullan, 2007).

Finally, the theoretical lenses employed in this study operate within the context; therefore,
the drivers and inhibitors of OL in school context are part and parcel of the conceptual
framework. The relationship among the variables discussed above (ie., reform tradition,
organizational learning in schools, and the drivers and inhibitors of organizational learning) is

displayed in the diagram below.
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As shown in the diagram, the framework begins with three reform approaches—
empirical-rational (evidence-driven), coercive (top-down mandates), and normative re-educative
(collaborative capacity-building)—which shape how reforms are introduced. These approaches
feed into a cyclical reform process comprising initiation (policy introduction), implementation
(school-level adoption), and institutionalization (long-term integration). To assess learning, the
framework analyzes three learning entities (individuals, teams, and organizations) and two
learning parameters (cognitive thinking and behavioral action), which collectively determine
whether schools learned or challenged to learn the post-1994 instructional reforms. These
dynamics are mediated by enablers and inhibitors, predominantly influenced by government
actions. The interplay of these factors ultimately leads to either effective or ineffective
implementation of reforms. The model underscores how reform strategies, magnitude of learning
and learning mechanisms, and contextual factors interact to determine the success or failure of

instructional change initiatives.
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CHAPTER THREE
RESEARCH METHODOLOGY AND DESIGN

Introduction

This dissertation's methodology section describes the methodical and comprehensive
strategy used to answer the research question. This study outlines three distinct stages of data
collection and analysis utilizing a sequential explanatory mixed-methods design. Initially, a
systematic review was performed to assess the endorsement of post-1994 instructional reforms.
Subsequently, a quantitative survey was executed to evaluate the extent of organizational
learning in schools. Finally, a qualitative case study was undertaken to provide comprehensive
contextual insights regarding the mechanisms of OL adapted by the schools while learning the
post-1994 instructional reforms and to identify factors that facilitated or hindered this learning
process. This section also explains the reasoning behind this methodological decision, go into
great depth about each stage, including the data collecting and analytic techniques used, and

discuss rigor and ethical issues.
3.1. Ontological and Epistemological Stance

The researcher’s stance about reality and knowledge determines his/her contribution to
scientific knowledge (Stake, 1995). Consequently, the choice for a research approach needs to
correspond to the researcher’s “worldview, personality, skills” (Merriam and Tisdell, 2016, p.1),

and experience (Whitehead and McNift, 2006).

All human beings have their own theories and ways of understanding the world (Wenger,
1998) so do 1. The disciplines I have studied in undergraduate (history education) and
postgraduate program (Educational Measurement and Evaluation) helped me to be familiar with
both qualitative and quantitative research approaches. But the scholarly discourses waging
paradigm war between the two approaches seldom forced me to side to neither of the camps.
Instead, through reading publications in positivist, interpretivist, and pragmatic perspectives, I
tried to understand these perspectives in a manner that one complements the other. This endeavor

bears fruit in a thesis work of mine?* that employed methods from both perspectives. Since then,

* Tadesse, A. (2011). Continuous Assessment in Primary Schools: Status, Gaps and Challenges, AAU,
MA Thesis
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the pragmatist perspective (e.g., Creswell, 2014; Brannen and Moss, 2012; Patton, 2002) guides
my research venture. This implies my understanding of reality as a continuum between the two
giant views - “objective existing out there” and “subjective and socially constructed’- instead
of being a counter narrative to each other. Especially, in the contemporary postmodern era when
multiplicity is the order of the day, different views of reality can complement each other in
context; and this defines my ontological stance. Of course, this seems the contemporary research
perspective worth doing in humanities and social sciences as clearly stated in Duff (2008); who

noted that in the 21% century researchers:

...do not subscribe to a strong form of realism (as their ontology), nor do they

believe they can carry out truly objective, value-free research (as their

epistemology); they fall somewhere on the continuum between post-positivism

and interpretivism (p.29).

Nevertheless; epistemologically, I have the social constructivist stance which views
knowledge as something that is created through interaction with others (Lincoln et al., 2018;
Scales et al., 2011; Reiguluth, 1997). The aspect of reform I plan to study (instruction), the
nature of the theoretical lenses chosen to look into the problem, and my experience as a teacher

educator shape my epistemological belief.
3.2.  Setting the Scene

The study was conducted in Amhara Region; one of the largest regions in the country.
According to the CSA (2007), it constitutes 27% of the total population of Ethiopia. Within this
administrative region, there were 15 administrative zones? (anrseb.gov.et). In addition to the

Ambharas; other Ethiopian nationalities such as the Agaw, Oromo, and Argobba live in the region.

Recent statistical data (MoE, 2020) shows that the number of children enrolled in primary
schools allover Ethiopia reach 20,419,152. The region constitutes 20.1% of gross primary school
enrollment, with of course 5.53% decline between 2015/16 and 2019/20, and recently a sharp
decline in enrollment due to the prevailing turmoil. These students were enrolled in 8,881 public

primary schools hosted in the region, which were categorized into 1,748 clusters.

25 Awi, Bahir Dar City, Central Gondar, Desse City, East Gojjam, Gondar City, North Gondar, North Shewa, North
Wollo, South Gondar, South Wollo, Wag Hemra, West Gojjam, West Gondar, and Oromo Nationalities Zone.
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With respect to teachers, the same statistics shows a total of 138,238 teachers (M=73,814;
F=64, 424) were deployed in these public primary schools. The 10+3 Diploma in teaching is the
minimum requirement set for these teachers to teach in both first cycle (1-4 grades) and second
cycle (5-8 grades) primary schools. The majority of these teachers (95.4%) hold the required
qualification (MoE, 2018), which is 6.1% above national figure.

The newly endorsed education roadmap (MoE, 2018) restructured the previous primary
school education into two cycles: primary school (1-6 grades) and middle school (7-8 grades).
According to the stipulations of the roadmap, teachers will qualify to get deployed to teach in
both levels only if they hold a Bachler degree (B.A., B.Ed., B.Sc. and equivalent) in teaching
profession. However, only 4% of the teachers deployed in the region were qualified for this

requirement, which is far below the national average (12.1%) (MoE, 2020).

3.3. Research Approach and Design
3.3.1 Research Approach

Empirical research works conducted in different pockets of the globe to understand
reform and change have employed quantitative, qualitative or mixed research approaches. Some
of these research works (e.g., Jamali and Sidani, 2008; Silins et al, 2002; McCharen et al., 2011;
Bui and Baruch, 2010; Ahonen and Kaseorg, 2009) applied the quantitative approach; others (e.g.
Fauske and Raybould, 2005; Can, 2010; Hora and Hunter, 2013) used the qualitative approach
while some others (e.g. Torokoff and Mets, 2008) employed the mixed approach. There is no
convincing reason inherent to the theories that guides the choice of these approaches; rather the
purpose which these researchers aspire to achieve is the rationale behind the selection of either of

these approaches.

Understanding schools as learning organizations is a new phenomenon about which little
is known (Senge et al., 2012; Murray, 2002). In particular, research works that try to investigate
the post-1994 instructional reforms via the combined lens of CTs and OLT are not common in
Ethiopia. The qualitative approach is more appropriate to examine phenomena such as this one
(Honig, 2004; Gillham, 2000), especially while studying what and how organizations have learnt
reforms (Bui and Baruch, 2010; Sun and Scott, 2003). This is due to the fact that learning

process in organizations is complex and influenced by a multitude of factors (Sun and Scott,
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2003; Datnow et al., 1998). However, the study also employs questionnaires to assess OL at
school level; which makes the approach a mixed one. The mixed one is preferred because it
maximizes the potential benefit that each approach offers and minimizes the risks separate use of
each approach has (Brannen and Moss, 2012). It also has a powerful role to play in fostering
better dialogue and creating synergy of quantitative and qualitative approaches (Creswell, 2014;
White, 2002; Morgan, 2007), especially while studying policy issues (Onwuegbuzie, 2004). In
particular, combining surveys with in-depth case studies in a single study could help researchers
to understand the problem in depth (Creswell, 2012). Hence, in this research, a systematic review
of published works was conducted to understand how the reforms have been endorsed, and then
the quantitative and the qualitative data were collected separately in two phases. Consequently,
quantitative survey was conducted first, and in-depth investigation into the problem continued
qualitatively to explain the findings from the quantitative data. Consequently, this study is
inclined more to the qualitative approach since understanding how something is experienced

necessitates qualitative inquiry (Merriam and Tisdell, 2016).

3.3.2 Research Design

Exploring into the learning of post-1994 instructional reforms in primary schools via a
combined lens of CTs and OLT was the purpose of this study. To attain this purpose, the
quantitative qualitative Explanatory Sequential Mixed Methods Design (ESMD) was selected
over other designs since this design helps to combine the systematic review, quantitative survey,
and qualitative case study (Creswell, 2012; Schoonenboom and Johnson, 2017). Accordingly, the
reform approach followed by the government when introducing these reforms was investigated
using a systematic review of previous research works published so far and working documents
produced by multilateral organizations (which in one way or another had roles in endorsing the
educational reforms). However, to understand the reform tradition in the country, the systematic
review tried to unpack the reform tradition in the three regimes: the imperial, military, and
EPRDF regimes. Then, a quantitative survey followed, covering 48 primary schools randomly
selected from 20 woredas in the Amhara National Regional State, specifically East Gojjam
(33.3%), North Shewa (35.4%), and South Gondar (31.3%) (Apendix-1). Survey is the
commonly used research design to plot large number of research participants on how they think,
and what they do (Balnaves and Caputi, 2001). Thus, a quantitative data which provides general

picture of the research problem (Creswel, 2012) was collected in the second phase of the study
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by using a standard questionnaire developed based on Huber (1991) and Stoll and Kools (2017)
models of OL. The questionnaires developed based on these models were tried in school context
in different countries like Estonia, Greece, Lebanon, and OECD countries. The OL perspective
through which I am looking into the problem combines both the cognitive (thinking) and action
(behavior) dimensions of organizational learning (Liu and Liu, 2018; Panagiotopoulos et al 2018;
Senge et al., 2012; Torokoff and Mets, 2008; Park, 2006; Collinson et al 2006). These
questionnaires, known as School as a Learning Organization Questionnaires (SLOQs), were used
to assess the extent to which primary schools in the study area have developed into learning

organizations in relation to post-1994 instructional reforms.

The third phase of the study employed case study design to explain the findings from the
systematic review and the quantitative survey. According to Simons (2009, p.21), the purpose of
case study research is to “generate in-depth understanding about a program, policy, institution or
system.” Such understanding results in generating knowledge, inform policy development,
and/or professional practice. Especially, the following conditions necessitate the choice for case
study design: (i) when the main research questions are "how" or "why" questions, Yin (2014)
noted, doing case study research would be the preferred method; (ii) case study is a special
research strategy that brings quantitative and qualitative methods together (Schwandt and Gates,
2018; Yin, 2018; Mills et al, 2010; Creswell, 2014; Teddlie and Tashakkori, 2009); and (iii) case
study is very adaptable to study issues in education (Stake, 1995), and especially important for
“understanding pedagogic processes” (Mills et al, 2010).

Finally, justifying why the researcher becomes legible enough to tell others what s/he
sees is the unique problem in case study (Kemmis, 1980; cited in Bassey, 2006). I believe that I
am eligible to do this case study in at least three grounds: first, in the early implementation years
of the Education and Training Policy (1994), I was a primary school teacher, second, in less than
a decade, I became a teacher educator to train primary school teachers and the duty continued for
more than a decade; and third, I have been working as a researcher in a national research center
mandated to study policy issues in education where I have conducted policy relevant research
works on teacher education, especially on primary schools. Thus, I believe that [ am one of the

informed ones to tell others about the issue in the context of primary schools.
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The case study design has many variants (Yin, 2018; Schwandt and Gates, 2018;
Flyvbjerg, 2011; Mills et al, 2010; Woodside, 2010; Hancock and Algozzine, 2006; Gillham,
2000; Bassey, 2006; and Stake, 1995). Of the variants, I employed instrumental case study?® (Yin,
2018; Stake, 1995) since the etic issue?’ is to understand the phenomenon I was interested in.
And, by design it is a collective multiple case study design (Hancock and Algozzine, 2006) since
my intension was to understand how the case schools learnt the reforms including the factors that
fostered or inhibited this learning. With regard to unit of analysis, Fullan (2007, p.95) argues ‘the
school is the unit of change.’ This is because, public policies ‘focus on the collective rather than
individual level’ (Yin, 2014, p.13) so does reforms in education. Consequently; in this study,
schools as macro level learning agency in OL was the major unit of analysis, but this does not
mean that [ excluded communities in it (Gondo et al., 2010). This is because; in the words of
Bachelard (1969, cited in Whitehead and McNift, 2006, p.38) “a study of a house, is inevitably
also a study of the persons who live in it.” The multiple case study design was chosen over single
case design since multiple-case study designs are likely to be stronger than single-case study
designs (Yin, 2018; Stake 1995). According to Yin (2014, p.26), “trying to use even a "two-case"

design is a worthy objective, compared to doing a single-case study”
3.3.3 Case selection

Selection of a case is considered critical in case study research (Yin, 2018; Mills et al,
2010). The relevance of the case (s) for the research objective is the most important criterion for
selection. Besides, selection of case/cases is strategic instead of being random (Mills et al, 210);
this makes the sampling strategy theoretical sampling (Charmaz, 2006). Accordingly, two
primary schools were selected from the targeted region to increase transferability of the findings,
and the selection of cases for qualitative study was decided based on the results of the
quantitative survey. Specifically, two schools (one best performing and the other least
performing) were selected based on the performance evaluation result conducted every three
years vis-a-vis the school standard evaluation criteria endorsed by the federal Ministry of
Education (2014). This criterion was used to select the cases since the quantitative survey result

showed a statistically significant difference in the magnitude of being a learning organization

26 Understanding the issue/phenomenon is more focused and the case is selected to understand the phenomenon (Yin 2018)
27 Etic issue is an issue for a researcher, and sometimes the issue of a research community (Stake 1995)
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due to the difference in the above-mentioned evaluation result (Tadesse and Kenea, 2023).
Moreover, schools which participated in both approaches have been functioning since the 1994
or prior to that; and deployed veteran teaching staff who are familiar to the issue under

investigation from the very beginning.
3.4 Data Sources

The study used primary data sources collected from field study (using questionnaire,
interview of teacher team-ups, and school leaders) and secondary data sources from systematic
review of research works published on education/curricular reform tradition, documents stored in

the case schools, and publications by multilateral organizations).

3.5 Sampling techniques
The study employed a multi-stage sampling technique, combining both qualitative and
quantitative approaches to ensure comprehensive and representative data collection. First, a
systematic literature review was conducted, drawing on 35 peer-reviewed articles and 4
documents from multilateral organizations. These documents were selected from an initial pool
of 87 articles using specific inclusion criteria: publication in reputable journals, nationwide scope,
and a focus on educational, curricular, or instructional reforms endorsed in the post-1994 period.
This rigorous selection process ensured that only the most relevant and high-quality sources

informed the study.

Table-3.1: Number of schools functioning before or at 1994 per administrative zone

No Zone Population (N)  Sample (n) Teachers (n)
M F T
1 North Shawa 57 17 135 135 270
2 East Gojjam 53 16 172 166 338
3 South Gondar 50 15 88 89 177
Total 160 48 395 390 785

In the quantitative phase, sampling began with the random selection of three Zones out of fifteen
administrative Zones, to capture geographic diversity. Within these zones, 20 woredas were
selected using stratified sampling, ensuring representation across the three zones. From each
selected woreda, 30% of the schools were randomly chosen, resulting in a total of 48 schools for

the survey. From these schools, 5% (785, F=390) of the teachers were randomly selected to fill
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in the questionnaires. The percentage of the sample units for the survey participants was

determined based on Gay, Miles, and Airasian (2011) proportions as shown in Table-3.1 above.

For the qualitative phase, two case schools were purposively selected based on the results of the
quantitative survey, focusing on schools that exhibited distinct or noteworthy characteristics

from the point of view of learning the post-1994 instructional reforms. Care was taken to ensure
that teachers from different departments and all academic streams were represented in the sample.
Additionally, school principals from each selected school were purposively included to provide
leadership perspectives relevant to the study. This multi-layered sampling approach ensured both

the breadth and depth of data, enhancing the validity and reliability of the research findings.

Table-3.2: Participants selected from the case schools (N=12)

School  Participant Position Qualification Experience in years
Total In the school
Case-1 Pl Principal BA in EDPM 23 11
P2 Teacher BSc in Sport science 37 9
P3 Teacher Diploma in Science 33 11
P4 Teacher Diploma in Mathematics 20 6
P5 Teacher Diploma in Mathematics 19 7
P6 Teacher Diploma in Special needs 16 7
P7 Teacher BA in Language (Amharic) 23 3
Average working experience  24.42 7.71
Case-2 P8 Principal MA in ECCE 15 9
P9 Teacher Diploma in Aesthetics 12 2
P10 Teacher BSc in Biology 23 5
P11 Teacher Diploma in Mathematics 23 5
P12 Teacher Language (English) 13 2
Average working experience  17.2 4.6

3.6 Research Methods
3.6.1 Data Collection Methods and Procedure

The quantitative data was collected using a standard questionnaire developed based on
Huber (1991) and Stoll and Kools’s LO conceptions. The first was used to measure the thinking
dimension of OL and it was adapted to the school context and validated by Park (2006). This tool
was used by Panagiotopoulos, Zogopoulos, and Karanikola (2018)?® to study OL in school
context. The second was developed by Kools and Stoll (2017) to measure the action dimension

of OL, and it was used by OECD to study OL in school context.

28 Validated in 31 primary schools based on data collected from 227 teachers in Greece
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Accordingly, the reliability co-efficient (Cronbach alpha) from a pilot test for both the
scale and the sub-scales were found to be between 0.70 and 0.96, which is greater than the
threshold value suggested by Shemwell, Chase, Schwartz (2015), which is 0.70. The full item
contains 19 items for measuring the thinking dimension (T-Dimension) and 33 items for
measuring the Action Dimension (A- Dimension) with Likert scale options ranging from 1

(Completely disagree), 2 (Disagree), 3 (Undecided), 4 (Agree) to 5 (Completely agree).

Table-3.3: Summary of reliability coefficients of the scales and sub-scales of the questionnaires

Scale/sub-scale Cronbach Alpha

Construct Measure

Knowledge acquisition 0.84
Dissemination 0.76
Interpretation 0.70
Memory 0.80
Sub-scale Aggregate 0.92
Characteristics Measure

Developing a shared vision centered on the learning of all students 0.80
Creating and supporting continuous professional learning for all staff 0.85
Promoting team learning and collaboration among all staff 0.81
Establishing a culture of inquiry, exploration and innovation 0.83
Embedding systems for collecting and exchanging knowledge and learning 0.81
Learning with and from the external environment 0.75
Modelling and growing learning leadership 0.85
Sub-scale Aggregate 0.96

These items were adapted to the research context (Ethiopia) and the problem area
(instructional reform), and then translated into Amharic language, and then these versions were
translated back to English-by-English language expert to improve reliability of the items
(Watkins and O’Neil, 2013). Then, the two versions (original English versions and the
questionnaires translated from Amharic versions) were checked for equivalence by two language
experts (Appendix-2). Finally, revisions were made on the Amharic versions based on the
comments on the congruency of the original and translated English versions, and pilot tested in a

primary school.

The qualitative data was collected using interview (Appendix-3) and document review
because case study research involves an eclectic mix of data collection methods and data sources

(Schwandt and Gates, 2018; Yin, 2018; Mills et al, 2010; Woodside, 2010; Bassey, 2006).
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Moreover, data collected using these methods provide the opportunity in understanding “the case

from different angles and perspectives” (Mills et al, 2010, p.274).

Interview is very common method of data collection in case study research (Mills et al,
2010; Hancock and Algozzine, 2006) to get into the participants’ emic mental model accounts
(Woodside, 2010). Hence, I conducted interviews with school leaders and teachers in the case

schools.

With regard to the specific issues to address in the interview sessions, guiding questions
that allow gaining insights into the study’s fundamental research questions were developed.
These questions took semi-structured format because that is well-suited for case study research
(Hancock and Algozzine, 2006). In the course of interviewing, maximum effort was made to
make the interview setting suitable to the interviewees. Consequently, it was conducted in a way
that keeps the comfort of the interviewees and the likelihood of attaining high-quality

information (ibid).

Second, case study research utilizes a range of historical and contemporary documents
(Mills et al, 2010). In addition, the theoretical lenses through which I examined the learning of
post-1994 instructional reforms in primary schools also necessitate the critical examination of
historic and contemporary documents produced within the time range. Accordingly, relevant

documents produced and stored in the case schools were reviewed.

The quality of the qualitative data was managed using the methods suggested by Yin
(2014); that is by: (i) using multiple sources of data and (ii) establishing chain of evidence. The
prime purpose of these measures is to maintain trustworthiness, credibility, confirmability, and

data dependability.
3.7 Methods of Data Analyses

The method of analysis was tailored to the research questions framed in chapter one of
this study. Hence; to analyze the data collected from previous publications on reform approach, I
employed thematic synthesis, a category of SLR often employed when predefined research
questions are answered using thematic analysis (Thomas &Harden, 2008; cited in Xiao &

Watson, 2019). Consequently, criteria of comparison (themes) emerged via descriptive coding
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technique (Saldana, 2013). Specifically; each paper was scanned for content and descriptive
codes were given manually to the findings. Next, major findings were tabulated to obtain

repetitive patterns and consistencies across the papers reviewed.

Second, the survey data collected to answer the magnitude of being a learning
organization were analyzed quantitatively using descriptive and inferential techniques.
Accordingly, percentage, frequency count, and mean values were used for the descriptive
analysis. Besides, independent samples t-test, one-way ANOVA, and multiple regression were
used to infer about the population. A statistical software (SPSS Version-27) was used to analyze

the quantitative data.

Third, the data collected from case schools on the how of learning the reforms and the
factors fostering or hindering this learning were analyzed qualitatively using various techniques.
This is mainly because analysis in case studies employ different techniques to “create mental
images that bring to life the complexity of the variables inherent in the phenomenon being
studied” (Hancock and Algozzine, 2006, p.16). Thus, to condense and summarize the qualitative
data, I employed different data coding methods suggested by qualitative research scholars
(Denzin and Lincoln, 2018; Merriam and Tisdell, 2016; Patton, 2000; Saldana, 2010; Miles and
Huberman, 1994), and especially to case study research (e.g., Yin, 2018; Merriam and Tisdell,
2016; Stake, 1995).

First, interview data collected from learning agencies in case schools were recorded and
transcribed verbatim (Appendix-4) by the researcher since this would help to generate insights
about the data (Merriam and Tisdell, 2016). Second, to understand the interview data the
transcription was repeatedly read. Third, initial open coding in the form of descriptive and in
vivo coding followed by axial coding (Merriam and Tisdell, 2016; Saldana, 2010) were applied
to regroup the sub-codes and codes into categories. Fourth, selective coding (Charmaz, 2006;
Merriam and Tisdell, 2016) was employed to generate the core categories (themes and concepts).
Data from document review and observation were coded, categorized and thematized in a similar
manner. While analyzing the qualitative data, patterns, consistencies, similarities, and differences
and relationships were identified (Saldana, 2013; Hatch, 2002; Stake, 1995) within and between

the cases studied.
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Then, the data from the cases were analyzed first case by case, and then using cross-case
analysis along the core categories so as to develop rival hypotheses that can stand against the
mainstream discourse of post-1994 instructional reforms or to confirm the already existing
hypothesis. While interpreting the data, bracketing was employed so as to put aside own
preconceptions (Patton, 2002); but it is neither possible nor recommended to avoid subjectivity
since it is “an essential element of understanding” especially in qualitative research (Stake, 1995,

p.45).
3.8 Ethical Considerations

The study followed the ethical code of conduct specified by the APA (2020): informed
consent, non-deception, absence of any harm, privacy and confidentiality, and a commitment to
collecting and presenting reliable and valid empirical data. Besides, ethical considerations
prescribed by the host University (AAU) were followed by the time of data collection, analysis

and dissemination of the results.

Consequently, participants were briefed on the purpose of the study and up on
confirmation of willingness to provide data, data were collected using the above-mentioned tools.
Specifically, to maintain the issue of confidentiality, participants were informed not to mention
their names while filling the questionnaires. Moreover, the site observation and document review
were made after getting approval from the case schools and team of teachers. Audio recording
and taking pictures via mobile camera and other devices were undertaken after getting approval
of the participants. The information received from interviewees and documents were presented

confidentially in the entire research process.
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CHAPTER FOUR
DATA ANALYSIS AND INTERPRETATION

Introduction

In this section, I present a comprehensive analysis of the data collected during the
research process, aimed at exploring the learning of post-1994 instructional reforms in
primary and middle schools. The primary objective of this analysis is to provide insights into
how the post-1994 instructional reforms were introduced and how primary and middle
schools were built into learning organizations in learning the reforms. Specifically, the
research tried to answer the following research questions: i) how the post-1994 educational
reforms, in particular instructional reforms were introduced? i1) To what extent primary and
middle schools in the target region have learnt the instructional reforms? iii) How case
schools learnt the instructional reforms such as active learning, continuous assessment, action
research, and reflective practice? iv)What factors do foster or hinder organizational learning

in the case schools?

To answer the research questions stated above, the study applied a sequential mixed research
design in the following way: first, by using change theories, I tried to analyze education
reform documents which have been introduced in the last three political regimes in Ethiopia
namely: Imperial regime of Haile Selassie-I (1916-1974), Derg regime (1974-1991), and
EPRDF regime (1991-2018), and research works conducted so far on the issue were the data
sources. A total of 87 publications and documents were accessed; however, publications
which are conducted in specific geographical areas of the country and publications in non-
reputable journals were excluded due to lack of comprehensiveness and trustworthiness
respectively. The selection of documents was based on the priority areas. That is, documents
which underscore on the reform approach, purpose of reforming education, priority areas
emphasized while reforming, strategies set to accomplish purposes, and on the actors in the
reform process were selectively reviewed. Consequently, a total of 39 research works were
screened for review. The SLR employed thematic synthesis, a category of SLR often
employed when predefined research questions are answered using thematic analysis (Thomas
and Harden, 2008; cited in Xiao and Watson, 2019). This article is published in the Ethiopian
journal of education and sciences, V.17, No.2, 1-17,

https://ejhs.ju.edu.et/index.php/ejes/article/view/4023
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Second, a survey of 48 randomly selected primary schools was conducted in 20 woredas
(three zones) of the Amhara regional state to assess the extent to which the schools were built
into a LO, particularly in learning the instructional reforms, and these was made by using
OLT as a theoretical framework. Standard questionnaires (measuring the constructs and
characteristics of a learning organization) developed based on Huber (1991) and Kools and
Stoll (2017) were employed after adapted to and piloted in the Ethiopian school context. And,
this article was published in the Bahir Dar Journal of Education, V.24, No.1, 124-146.
10.4314/bdje.v2411.9

Third, two case schools were purposively selected based on the results from the quantitative
survey; and deep investigations were made to understand the mechanisms of organizational
learning applied by the case schools in the process of learning the instructional reforms.
Moreover, I tried to understand the factors that foster or hinder organizational learning in the
case schools. And a pilot of these two issues is published in the journal of Cogent Education,

V.9, No.1, https://doi.org/10.1080/2331186X.2022.2074343. Moreover, I read different

books to understand the role of action research for building professional learning community,
and I published the review of one of these books in the Bahir Dar Journal of Education, 23(3),
145-150. https://doi.org/10.4314/bdje.v2313.9

4.1 Tradition of reforming education and curriculum in Ethiopia

The very purpose of this sub-section was to understand how the post-1994
instructional reforms were endorsed, but educational reforms introduced to direct the general
education sub-sector in the last eight decades were systematically analyzed so as to give
historical background to the education reform tradition in Ethiopia. These reforms are
education and curricular changes initiated during the Imperial (1916-1974), the Military
(1974-1991), and Ethiopian People’s Revolutionary Democratic Front, EPRDF (1991-2018),
regimes that ruled over Ethiopia in the last eight decades. Recently, a new education reform
has been endorsed following another political reform in 2018. Therefore, findings from the
present review could provide lessons to help to rethink the various reform approaches
followed in the history of the country’s modern education. The analysis focuses on answering
how the reforms were introduced into the education system; but along with this, I tried to
answer the constituent features of the education reforms common to the three political

regimes.
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To answer this question, a total of 87 publications and documents which meant to
address education and curricular reforms in the entire education sector of the country were
accessed. However, reforms introduced to direct education sectors other than the general
education sub-sector were excluded. In addition, neither publications which are conducted in
specific geographical areas of the country, nor those conducted by NGOs, and papers
published on specific subject matters like language, science, mathematics, and papers
published in non-reputable journals were included in this review. The selection of documents
was based on the priority areas; as a result, documents which underscore on the reform
approach, purpose of reforming education, priority areas emphasized by regimes, strategies

set to accomplish purposes, and on actors in the reform process were selectively reviewed.

Consequently, a total of 39 research works (35 articles published in peer reviewed
journals and monographs and 4 policy researches conducted by the Ministry of Education,
Education Strategy Centre and the World Bank) were screened for review. The review
employed thematic synthesis, a category of SLR often employed when predefined research
questions are answered using thematic analysis (Thomas and Harden, 2008; cited in Xiao and
Watson, 2019). Consequently, criteria of comparison (themes) emerged via descriptive
coding technique (Saldana, 2013). Specifically; each paper was scanned for content, and
descriptive codes were then given manually to the findings. Next, major findings were
tabulated to obtain repetitive patterns and consistencies across the papers reviewed. Finally,
five major themes namely: reform approach, purpose, priority, strategy, and actors were

emerged as criteria of comparison.
4.2 Reform approach and the constitute features

This section presents an analysis and interpretation of how the reforms initiated in the
last three regimes have been consistent with organizational change literature. Consequently,
Chin and Bennes’s (1994) strategy of effecting change was applied as a conceptual analysis
framework. By applying this analysis framework, therefore, I tried to seek answers for the
research questions framed in section one of this dissertation: How were the educational and
curricular reforms introduced into the education system of the country? What were the
constituent features of the educational reforms common to the three political regimes? The

summary of each regime vis-a-vis these criteria is given in the table below.
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Table 4.1: Synthesis of reform approach and reform elements across political regimes

Criteria Imperial Military EPRDF
» Education reforms were | » Education » The policy has been formulated without
top-down prescriptions proclamations were genuine participation of main stakeholders
from the government, given by the Workers’ (Tefera, 1996 and 2005; Abebe, 2011). It
in fact suggested by Social Party and has been spearheaded by the PM office,
foreign experts curriculum MoE, and donors (Abebe, 2011).The
(Negash, 2006; Balsvik, development was policy of teaching using mother tongue
2005; Messay, 20006; dominated by experts was also more of a political imposition
-‘;3 Mengistie, 2021, from East Germany than a pedagogical one (Honig, 1996;
E Wodajo, 1959) (Negash, 2006; Tefera, Wagaw, 1999)
; 2005) Curriculum development in Ethiopia
% neglects the participation of key
~ stakeholders, especially teachers (Melese
& Tadege, 2019; Abie et al., 2023)
The three political regimes differ in
ideology but, there was *’strong continuity
in their hierarchical and exclusionary
nature’’ in policy formulation (Gershberg,
Kefale, and Hailu, 2023, p.48)
prepare a dynamic mould citizens who Cultivate citizens with an all-round
society that is alert and have an all-rounded education capable of playing conscious
responsive to personality [and] and active role in the economic, social, and
° development measures arming them with the political life of the country (MoE, 2002,
g [of the country] required knowledge p-15)
i~ (see also Eshete, 2021
about the assertion
made on the three
regimes)
Access, quality, equity, Access, quality, equity, Access, quality, equity, relevance,
o relevance, efficiency relevance, minimum efficiency (MoE, 1994)
.g (Negash, 2006; World wastage (Mekuria,
& Bank, 1990) 2009; Tefera, 2005;

World Bank, 1990)
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» Competent teachers and

» Competent teachers

» Competent teachers and school leaders,

school administrators, and school curriculum, and resources (MoE, 1994)
Eﬁ curriculum, and administrators,
§ resources (World Bank, curriculum and
g 1990) resources (World Bank,
1990)
Experts from Europe » Educational experts » 44 Ethiopian nationals from MoE, AAU
and the USA dominated from Eastern Germany and other government offices were
the education system dominated the regime’s recruited to design the ETP (Tefera, 2005).
(Negash, 1996). 51 education system 25 professionals for preparing TESO, 11 of
Ethiopians and 30 (Tekste 2006). which were foreign experts (MoE, 2003).
international experts ERGESE which was Sexuality education in Ethiopia is largely a
studied ESR (Negash conducted by a total of donor driven agenda (Le Mat et al., 2020).
20006) 61 taskforce members There exist considerable degree of
was financed by agreement between donors’ agenda and
UNICEF, World Bank national reform documents (Takala, 1998)
. and the Swedish » The World Bank influence on Ethiopia’s
% International education reforms increased across
< Development Authority regimes (Molla, 2019).

(Tefera, 2005; Negash,
2006)

» Public and professional engagement in
curriculum development is little or totally
missed in most phases of modern
education (Kassaye, 2005)

» Stakeholder involvement in education
policy has been uniform across the three
regimes in that education policymaking
has been largely the business of the

governing elite (Gershberg et al., 2023,
p.51)
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4.2.1 Major Findings
Reform approach

The power-coercive, empirical-rational, and normative-reducative are change strategies
coined by Chin and Benne (1994). The three strategies differ in the kind of relationship that
exists between change initiators and implementers. Consequently, the more democratic is the
relationship between change initiators and implementers; the higher is the likelihood to include
voices from grassroots’ level implementers. On the contrary, the more autocratic is the
relationship between the two, the higher will be the likelihood for implementers to comply with
the demands of change initiators. While the first one is normative-reducative strategy, the second
is termed as power-coercive strategy. A change strategy that is based on modest power
relationship between authorities and practitioners is termed as empirical-rational (Quinn and

Sonenshein, 2008).

Western-based education in Ethiopia, which is commonly called modern education, has
traditionally been experienced policy change following the demise of old regime from power
(Negash, 2006; Abebe, 2011). Consequently, the regimes in Ethiopia including the present
regime formulated their own educational reforms once they succeeded to political power. Hence,
based on the analytical framework, I attempted to answer how the three political regimes in
Ethiopia approached reform process using conceptual lenses from Chin and Bennes (1994) and

Fullan (2007).

To start with the imperial regime, a series of reforms which were presumed to make
education contribute for economic development of the country were introduced, especially after
the end of Italian occupation in 1941. Mengistie (2021) who studied the history of education
policy formulation in Ethiopia asserted that reforms formulated during this regime had limited
input from key stakeholders. This finding is supported by different scholars who studied the
issue (Messay, 2006; Negash, 1996; Abebe, 2011; Gershberg et al., 2023). The Western
countries (Messay, 2006), and especially the multilateral organizations like the Word Bank
(Molla, 2019) were the sources of these reforms; Balsvik’s (1979) observation, quoted by
Messay (2016) clearly supports assertion as below:
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The most important characteristic of the entire set-up of modern education in
Ethiopia was that it was imposed from the UK, the USA, and influenced by various
other European countries, and thus essentially constructed to serve a different society

than the Ethiopian one (Balsvik, 1979, Quoted in Messay, 2006, p.12).

The successive reforms introduced to structure the Ethiopian education since 1947 were
proposed by British and American experts (Mengistie, 2021; Kassaye, 2005). Not only the
structures, but also the prospective education plan (1961-1973) which aspired to markedly
improve education hitherto provided, was suggested by foreign advisors (World Bank, 1990).
Even the first proclamation, which was enacted to introduce modern education, gained
legitimacy through the force of law (Mengistie, 2021); in fact, this is not surprising since the
country was seen as ‘rudimentary’ so as to be able to initiate reform ideas, other than which was

already known to them.

The military regime is characterized by successive proclamations which were meant to
reform Ethiopian education in line with the socialist ideology (Negash, 1996; Messay, 2006).
One of these proclamations was ratified in 1975 to provide ‘New Directions to the Ethiopian
Education’ (World Bank, 1990). These proclamations were impositions of the military regime
(Tefera, 2005) initiated with no participation from main stakeholders of education such as

teachers and other grassroots level practitioners, indeed rather imposed.

The downfall of the military regime followed a new education policy commonly known
as the Ethiopian Education and Training Policy (1994). Although MoE (2002) and Zewudie
(2018) claim that preparation of the ETP was participatory; scholars who studied the issue
conclude its conceptualization and formulation, like its predecessors, had followed an ‘opaque
model’ of policy formulation (Abebe, 2011; Tefera, 1996 and 2005; Gershberg et al., 2023).
Even before the ETP, there was a de facto education policy which was in action since February
1993, and this de facto policy is thought to be the handmade initiative of the Prime Minister
Office (PMO), funding agencies, and the Ministry of Education (Abebe, 2011; Negash,1996).
Abebe adds that not only the ETP but its directives (such as the Education Sector Development
Program, ESDP) were initiated and endorsed by the government without genuine participation of

the main stakeholders. Similarly, the decision to introduce mother tongue as a medium of
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instruction was more of a political imposition of EPRDF than a pedagogical one (Honig, 1996;

Wagaw, 1999).

A further pertinent assertion about the process is given by Tefera (2005); who noted the
limited participation of stakeholders in discussions organized to enrich the draft ETP.
Nonetheless; from a policy research point of view, he describes, the intent of participation as
ratificatory not formative, being to “’simply endorse the draft in its entirety rather than serving to
contribute to the enrichment of the policy, a process that calls the motives of the discussion into
question, p.28”’. This is not surprising since public policy making in other sectors over the years
and in education sector in particular had little engagement of stakeholders other than those who
controlled the political scene (Kassaye, 2005; Abebe and Cloete, 2006; Abebe, 2011). Little
input or ownership of these policies from the main stakeholders such as teachers led to resistance
against reform (Achinstein and Ogawa, 2006) and, consequently, to the failure of reform

implementation (Mengistie, 2021).

Similar to the ETP (1994) and the directives, the curriculum design and development
approach followed the prescriptive approach (Melese and Tadege, 2019; Abie et al., 2023;
Kassaye, 2005) without stakeholder participation, particularly school-level implementers. This
confirms the incessant infiltration of politics into the country’s education in general and reform
per se in particular. Specifically, textbooks, manuals, teaching aids, and support materials were
donor prescriptions provided through the GEQIP (2009-2013) support (Berry and Bogale, 2011).
Personal observation of the curricular materials also shows that post-1994 instructional reforms
such as active learning, continuous assessment, reflective practice, and action research manuals

have been developed by professionals from the American Institute of Research (AIR).

Seen from Chin and Bennes’s (1994) change strategy and Fullan.s (2007) change theory,
all the three political regimes, though radically differing in ideology (Negash, 1998), seem to
incline to the power-coercive strategy and the top-down approach when they initiate educational
reforms. Three premises support this conclusion: (i) the reform ideas were prescriptions from
those who assume political power to exercise with little or no consensus from implementers
(Sidorkin and Warford, 2017; Nichols, 2016; Quinn and Sonenshein, 2008); (ii) government
enforced grassroots-level practitioners/voiceless to faithfully implement the reforms (Abebe and

Cloete, 2006; Abebe, 2011; Melese and Tadege, 2019); and (iii) on incidences of failure, the
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voiceless are themselves blamed and castigated (Akalu, 2014). This implies that the tradition of
reforming curriculum in particular and education in general had little changed in the last three
regimes; it follows the power-coercive strategy and a top-down approach to change. This might
be because of the fact that successive regimes in Ethiopia had a firmly embedded belief that
“’successful change is based on the exercise of authority and the imposition of sanctions’’

(Nichols, 2016, p.3).

When reason and data guide practitioners to implement educational reforms, the approach
is termed as empirical-rational (Bonner and Langmeyer, 2004; Quinn, 2004; Chin and Benne,
1994). Since the early 1970, there was an attempt to initiate educational and curricular reforms
using this strategy. National studies such as the Education Sector Review, ESR (MoE, 1972) and
Evaluative Research of the General Education System of Ethiopia, ERGESE (1986), and recently
the Education Development Roadmap, EDR (2018) were attempts of this kind. These grand
research projects were meant to provide rational justification and clear demonstration of the
change to grassroots level implementers. Unfortunately, the recommendations from ESR and
ERGESE remained shelved (Negash, 1998) as a result of fierce resistance (ESR) and acute
shortage of resources to implement the suggestions (ERGESE).

ii). Constituent features (characteristics) common to three of the political regimes

In a power-coercive strategy to change, government is the sole proprietor to initiate and
institutionalize the reform idea, and the one who is responsible to decide over all matters of the
reform (Burch, 2007) including the constituents. The findings resulted from this review (see
inter-regime analysis matrix in Table-4.1) reveal that purpose, priority area, strategy, and reform
actors have been common issues. In this sub-section, therefore, I attempt to elaborate the

findings synthesized from previous local research works.

Every nation, based on its socio-economic status, political ideology, culture, and global
trends, defines the purposes for education it provides. This purpose may change over time
depending on various conditions prevailing at Glocal level (global and local) (Francois, 2015).
The Ethiopian education system traditionally experienced reform following regime change
(Negash, 2006; Tefera, 2006) to endorse a new policy, directives, and curriculum, and this is also

true in the recent political reform. Consequently, the three regimes who controlled political
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power in the last eight decades had set purposes for the education they had provided. Critical
observation on the purposes that each regime aspired to provide shows that the mission of

preparing the generation for a distant future was left intact.

During the imperial regime, for instance, the primary role of education was to “prepare a
dynamic society that is alert and responsive to development measures [of the country]’’ (MoE,
1972, p.ii). The military regime in turn aspired to “mold citizens who have an all-rounded
personality [and] arming them with the required knowledge’” (MoE, 1986, p.3). Similarly, the
EPRDF sought to cultivate citizens with an all-round education capable of playing conscious
and active role in the economic, social, and political life of the country (MoE, 2002, p.15)
[Emphases added]. To create a competitive citizen who responds to the current conditions in all
levels and education sub-sectors (general education, technical and vocational, university) (MoE,

2023, p.4)

Thus, one can observe that these words (in emphasis) are synonyms and the country’s
education system hitherto operating, albeit their irreconcilable ideological differences, appears
similar with regard to the aims of education. Each had aspired to produce citizens with adequate
skill of creativity and scientific inquiry who could function within the state ideology (see ESR,
1972; ERGESE, 1986; and ETP, 1994). This shows that preparing citizens for a better personal
and common goal each has defined in the distant unknown future was the aim of education (See

also Eshete, 2021).

The resemblance might be due to entrenched tradition of indoctrination which might have
emanated from power-coercive strategy and prescriptive approach to change. This reform
strategy was backed by the influence of same neoliberal funding agencies who supported
research project undertakings and formulation of policy directives across the three regimes
(Mekonnen, 2013). Critical examination of research projects, prospective plans, and
proclamations enacted in the education sector of the country, shows the age-old dominance of
the World Bank, UNESCO, and USAID (see World Bank, 1990; Negash, 2006 and 1996;
Mekonnen, 2013) in reforming the country’s education. The same funding agencies not only
dominated mainstreamed curricular and education policy issues but also crosscutting issues. Le
Mat et al. (2020), for instance, found out that sexuality education in Ethiopia is a donor driven

agenda which culturally not congruent with the local one.

104



With regard to priority areas, the three regimes seem to focus on similar priority areas
which the education system is committed to address. Analysis of the objectives of the third five
years’ prospective plan (1968-1973) (quoted by the World Bank, 1990, p.42) shows expanding
access, narrowing urban-rural gap in enrolment (equity), quality, relevance, and efficiency of
education were top priority areas which the imperial regime planned to address. The objectives
were to: (1) provide educational opportunity for an increasing number of people, and particularly
for the rural population; (ii) provide an educational system which would be in harmony with
Ethiopia's ancient cultural traditions; (iii) provide an educational system within which children
can develop positive attitudes towards manual work and practical skills; (iv) place appropriate
emphasis on the quality of education. According to the same source, the objectives had also

aspired to improve the efficiency of the education system hitherto operating.

Access, especially to primary education, seems the concern of all the regimes; the
imperial regime like other African states, for instance, adopted a resolution to accomplish
Universal Primary Education until 1980 (Negash, 2006; World Bank, 1990); though this
remained aspirational. This was also true for the military regime since there had been efforts to

quantitatively expand access to primary education (Negash, 1996; World Bank, 1990).

Like the imperial regime, the military regime had also introduced a ten-year perspective
plan which hoped, among others, to “’produce skilled manpower in such numbers, proportions,
and quality, [and] provide education which will meet the basic needs of the people’” (World
Bank, 1990, Pp.84-85). The words/phrases like ‘in such numbers’, ‘proportion’, ‘quality’, and
‘basic needs’ implicitly or explicitly refer to access, equity, quality, and relevance respectively.
Other scholars also reported similar findings, especially on the position of the military regime in
prioritizing access (Mekuria, 2009; Tefera, 2005; MOE, 1986) and equity (Mekuria, 2009;
Negash, 1990). The issue of wastage, which is an indicator of inefficiency, was also among the

priority areas on which the military regime aspired to curve out (MoE, 1986).

Similar to reforms in other two regimes and more vividly, the ETP has identified access,
equity, quality, relevance, and efficiency as its priority areas, for which the regime strongly
criticized its predecessors and promised to commit itself (see Negash, 1996; Mekuria, 2009).

However, these are not unique to the ETP; its predecessors also pinpointed these issues either
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tacitly or explicitly, and envisioned to address them altogether, though the gap between rhetoric

and reality on the ground continuous widening.

The third common place is about strategies designed to realize the purposes emphasized
in successive educational reforms. Syntheses of the researches included in this review reveal that
curriculum, teachers, school leadership, and resources initiatives have been among the major
common strategies. The policy documents in each regime have plenty of prescriptions regarding
these issues. Negash (2006), for instance, argues that the upgrading of teacher competence in
teaching methodology/instruction and subject matter has been the concern of the education

reforms across regimes.

Educational reforms enacted during the imperial regimes also prioritized the strategies;
between 1947 and 1963, the country had experienced four different education structures, within
each reform, curriculum, teachers, and resources were critical elements (Mengistie, 2021). Even
prior to these reforms, curriculum reform proposed by Professor Ernest Work suggested teacher
education to be one of the top priority areas (Mengistie, 2021), and hence a teacher training

institution was opened (See Semela, 2014).

Similarly, during the military regime, these issues were the major thematic areas of an
extensive evaluative research; it states “curriculum and teaching-learning process;
administration, ...and logistics’’ are among the areas of concern for school quality (MoE, 1986,
p.iv). This is because the technical team which conducted ERGESE, directed by the military
regime, set the evaluation around these issues (Mengistie, 2021). Consequently, in one way or
another, the strategies suggested to materialize the goals of the then education from ERGESE
seem very familiar to that of the imperial regime; that is, developing context-friendly curriculum,
staff schools and the sector with qualified personnel, and fulfilling resources which are required

to implement the reforms.

The ETP has also adopted these strategies as pillars of achieving the objectives set in the
policy (MoE, 1994). One can scan the policy document and understand the emphasis given to
these strategies; each of them has been well elucidated in separate sections. The directives
prescribed by MoE to further elaborate the policy have also emphasized on these strategies to

accomplish the objectives of the ETP. The intention of the policy was to transform the education
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system hitherto given (Tefera, 2005); but the strategies through which the government aspired to
transform education little differs from the strategies of the preceding regimes. Teaching using
mother tongue, which reforms in the preceding regimes lacked, is also a strategy imposed by the

government to implement the policy (Honig, 1996; Wagaw, 1999; Boothe et al., 1997).

To conclude; curriculum, teachers, and resources were placed at the centre of the
strategies set to realize the purpose of education in three of the regimes. They all aspired to
recruit teachers and school leaders from able applicants, introduce a curriculum which is tailored
to the country’s context, and to fulfil the resources which are needed to implement the reforms.
Indeed, it can be argued, there is nothing wrong in utilizing these strategies as means of
achieving the objectives of the reforms; but the problem seems to be inadequate results falling
short of that aspired to in rhetoric. In Ethiopia, there is a tradition of criticizing older regimes for
policy pitfalls they committed; with a cyclical recurrence of the new regime repeating the pattern

and falling into the same criticism at its downfall.

The other constituent which is common to all the regimes was the types of main actors in
initiating the successive reforms. Synthesis of previous research works, which are included in
this review, shows donor agencies and policy elites in the three regimes pervasively dominated
educational reforms since the time of its introduction (Takala, 1998; Tefera, 2005; Gershberg et
al., 2023). The continuous dominance of funding agencies and source nations is best described in
sequence by Tefera as “’first came the French, then British followed by Americans, then Russian,

and, now, indirectly through the World Bank, Americans, once again,” (2005, p.34).

Thus; during the imperial regime, the education system was dominated by Western allies;
especially by experts from Europe and the USA (Negash, 1996). For example, after the
evacuation period (1941), education—particularly curriculum development—came under the
control of British experts. Consequently, the curriculum, including textbooks and the education

structure used, were that of the East African British colonies (Mengistie,2021).

During the military regime, the United States of America, one of the main partners in the
development of the Ethiopian education sector during the imperial regime, was replaced by
educational experts from Eastern Germany (Tekste 2006, p.18). ERGESE was financed by
UNICEF, the World Bank, and the Swedish International Development Authority (Negash,
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2006). Teachers, parents, and the society at large had no, or at best an extremely limited, voice

(Abebe, 2011; Abebe and Cloete, 2006).

With regard to education reforms enacted during EPRDF, teachers from Addis Ababa
and some regions of the country had participated in workshops organized on the draft ETP
(Gershberg et al., 2023; Zewudie, 2018). Similar approaches were also followed in the
successive reforms initiated to translate the policy (Zewudie, 2018; Tefera, 2005). Nevertheless,
research works show that little changed in the power relations between policy elites/donors and
main stakeholders such as teachers. That is, the intent of inviting teachers and other stakeholders
seemed more that of endorsement of the draft in its entirety; but not its enrichment (Tefera,
2005). Even TESO, a binding document that translates the intents of the ETP (1994) into
operation level statements and a mother board for other instructional reforms that comes after,
was a top-down prescription from government and funding agencies. Consequently, it directs
how teaching and assessment in teacher training institutions should be conducted (Mekonnen,
2008). In fact, workshops have been organized at national and regional level to familiarize
teachers with the new reform ideas, but without changing the original intent of TESO (Mebratu

and Hoot, 2005).

Thus, it seems that funding agencies had more voices than main stakeholders in
influencing post-1994 educational reforms in general and instructional reforms in particular. This
can be confirmed by looking into the TESO document; out of the 25 experts who drafted this
document,11 of them were foreign experts (See MoE, 2003)

The analysis by Takala (1998) disclosed a considerable degree of agreement between the
donors’ agenda and national reform documents both in context and content. The influence of
foreign actors in reforming education is best described by Mengistie (2021) as follows: “foreign
educational advisories who were not conversant with the in-house organic nature of the country
usually recommend irrelevant experiences to the country’s educational practice [which] has led
us to invest our meagre resources on areas which have little contribution to the advancement of

the country’s educational system’’ (p.21)

The resemblance of education reforms (thought/enacted) in priority areas, strategies, and

main actors is well described by Abebe (2011) in the statement quoted below;
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The manner in which a group of expatriate and Ethiopian educators who drafted the
Education Sector Review were assembled in 1972 (under Haile Selassie’s Imperial
regime) is as much the same as the one organized to draft the Evaluative Research of the
General Education System in Ethiopia (ERGESE) in 1983 (Dergue government), and the
Education and Training Policy in 1993 (the current government) (p. 267)

It was not only the reforming approach; but constituents of the reforms were under full
control of the functioning government in the respective regimes. This is a unique feature of the
power-coercive strategy to reform in which practitioners are thought to be compliant subjects
who should do what they are told to do under imposed sanction and control from government
(Leana and Barry, 2000). Thus, the resemblance among the regimes in the above-mentioned
constituent features of educational reforms ever tried in the history of Ethiopian Education might
be due to the fact that the power-coercive strategy to change is almost in the DNA of each of the
regimes. The involvement of the same international actors from donor agencies might also be
another reason for this resemblance. Severity of the poverty level in the country might also force
the regimes not to initiate education and curricular reforms which could properly respond to the

needs of the society they had ruled over.
4.3 Magnitude of being a learning school

As we have seen in the above sub-section, the post-1994 instructional reforms in
particular, and the educational reforms in general were dominantly government provisions
endorsed without significant participation from grassroot level practitioners. According to the
organization learning theory, schools have to grow into a learning organization in order for such
reforms to be successful. Thus, in this sub-section, I tried to assess the magnitude of being a
learning school by taking 48 primary and middle schools randomly selected from three Zones of
the Amhara national regional state. The data were collected by using standard questionnaires
adapted by the researcher. Hence, this sub-section presents the findings from the field study
under three themes: background information about sample units, the level of OL at the school,

team, and individual levels, and analysis of variations.
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5.2.1 Background Information

Teacher characteristics
A total of 785 teachers participated in the study; Table-4.2 below presents their characteristics in

terms of biodata, location, and other teacher-related variables.

Table 4.2: Summary of Teacher Characteristics

Variable Level N %
Sex Male 395 50.3
Female 390 497
Location North Shawa 270 344
East Gojjam 338 43.1
South Gondar 177 22.5
Career ladder Beginner 9 1.1
Middle teacher 57 7.3
Teacher 131 16.7
High teacher 165 21.0
Principal teacher 404 51.5
High principal teacher 19 2.4
Teaching experience <5 years 53 6.8
5-10 years 194 24.7
11-15 years 190 242
>15 years 348 443
Qualification 10+1/12+1 28 3.6
10+3/12+2 597 76.1
Ist Degree 151 19.2
Others 9 1.1
Department Language 214 273
Mathematics 135 17.2
Natural sciences 177 22.5
Social sciences 107 13.6
Aesthetics 95 12.1
Generalist 24 3.1
Missing 33 4.2
Total 785 100

Source. Field data

Table-4.2 above presents the characteristics of the participant teachers. Accordingly, the
share of male and female teachers who participated in the study was almost equal. Regarding
location, the percentage of teachers who participated in this survey from North Shawa, East

Gojjam, and South Gondar zones constituted 34.4%, 43.1%, and 22.1% respectively.
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As far as their career ladder is concerned, the majority of participant teachers were
promoted to high (21%) or principal teacher-ship (51.5%) ladders implying that they have been
experiencing almost all of the post-1994 instructional reforms. The share of participant teachers
who reached the teacher-ship career ladder constituted 16.7% of the respondents. However,
respondents in other lower ladders like beginner (1.1%), middle teacher (7.3%) or higher ladders
like high principal teacher (2.4%) were found lesser than the share of participant teachers in the
other career ladder categories. This has implications to participant teachers’ teaching experience

since upgrading through the career ladders was practically based on years of teaching experience.

Qualification wise, the majority of teachers (76.1%) had diploma in teaching either in the
1242 or 10+3 programs while 19.2% of the teachers had Bachelor’s Degrees. The remaining
teachers had either certificate in teaching (in the 10+1 or 12+1 programs) or joined the teaching

profession without receiving any formal professional training.

Concerning the hosting departments, the majority (27.3%) were from the language
department (Mother tongue & English) and the next higher share (22.5%) was from Natural
Sciences. Teachers from the Mathematics department accounted for 17.2% of the respondents,
whereas, teachers from Social Sciences (Civics & Social Studies) and Aesthetics (Visual arts,

Music & Physical education) account for 13.6% and 12.1% respectively.

School Characteristics

Schools in Ethiopia, according to the school standard document endorsed by the Ministry
of Education, are ranked under four categories (MoE, 2014), namely below standard (Level-I),
beginner (Level-II), already functioning (Level-III), and above standard (Level-IV). According
to this standard, the weights allotted to input, process, and output components are 25%, 35% and

40% respectively. Table-4.3 below reveals the characteristics of the sample schools.
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Table 4.3: Summary of School- Related Variables

Variable Level Frequency Percent
Number of Schools North Shawa 17 354
East Gojjam 13 27.1
South Gondar 18 37.5
School level Level I 0 0
Level II 29 60.4
Level III 19 39.6
Level IV 0 0
Level of CPD Very high 49 6.2
Implementation High 135 17.2
Average 466 59.4
Low 93 11.8
Very low 42 54

Source. Field survey conducted by the researcher between April and May 2022

As can be seen from Table-4.3, no school in the region was labelled under category four
or category one; accordingly; about 40% of the schools surveyed were rated under Level-III
(already functioning) and 60% of the schools was found to be Level-II (beginner) schools.

These sample schools, like in other schools, have been practicing the CPD program since
it is a requirement for every teacher. But the result presented in Table-4.3 shows that the level of
CPD implementation in those schools was perceived to be average or below as reported by 75%

of the respondent teachers.

Status of being a learning school
Organizational learning in schools may take place at varying levels. It could happen at
low, medium or high level depending on different variables. The results presented in Table 4.4

and Table-4.5 show the perceived level of practicing OL per LO dimensions.
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Table 4.4: Level of Practicing Organizational Learning by School Levels (Thinking dimension)

Dimension Level-I1 Level-III Total

Sub-scales (N=465) (N=320) (N=785)
Mean SD Mean SD Mean  SD

Thinking Interpretation 3.57 1.02 3.80 0.91 3.66  0.98
Dissemination 3.32 0.92 3.59 0.80 343  0.88
Memory 3.25 0.89 3.56 0.79 338  0.86
Knowledge 3.17 0.79 3.42 0.72 3.28  0.77
acquisition
Average 3.33 0.91 3.59 0.81 3.44 0.87

Table-4.4 presents the schools’ status in practicing the constructs of a learning
organization exhibit the features of a learning organization in the thinking dimension, which was
slightly above average (x=3.44). The mean values for Level-II and Level-III schools were 3.33
and 3.59 respectively. As indicated in the same table, the sub-dimension of thinking followed a
similar pattern across the school levels. Schools had higher mean values in knowledge
interpretation and lower mean values in knowledge acquisition compared to other constructs of
an LO. The mean values for knowledge dissemination and memory (storage) fall in between

these two sub-dimensions, with a consistent pattern across school levels.

With regard to SLO characteristics, learning schools, according to Stoll & Kools (2017)
possess seven features unique to SLO. Table-4.5 below presents level of SLO in the action

dimension.
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Table 4.5: Level of Practicing Organizational Learning by School Levels (Action dimension)

Action Sub-scales Level-II Level-III Total
(N=465) (N=320) (N=785)
Mean SD Mean SD Mean  SD
DSV 3.65 0.96 3.94 0.78 3.77  0.90
CSPL 3.44 0.88 3.71 0.73 3.55  0.83
PTLC 3.38 0.98 3.65 0.76 349  0.90
MGLL 3.31 0.88 3.45 0.85 337  0.87
ESCEKL 3.24 0.89 3.47 0.76 334 0.85
ECIEI 3.20 0.90 3.47 0.79 331 0.86
LwfE 3.00 0.80 3.26 0.82 3.11  0.82
Average 3.32 0.87 3.57 0.76 342 0.84
Grand Average 3.33 0.89 3.58 0.79 343  0.86

The results show developing a shared vision which centers on learning (DSV), creating
and supporting continuous professional learning (CSPL), and promoting team learning and
collaboration (PTLC), were the three top SLO characteristics about which surveyed schools
reportedly had high mean values, but the mean score was found higher in L-III schools than in L-
II schools.

On the other hand, schools had lower mean scores in the characteristics like embedding
systems for collecting and exchanging knowledge and learning (ESCEKL), establishing a culture
of inquiry, exploration and innovation (ECIEI), and learning with and from the external
environment (LwW{E) in the same order, with a similar pattern in L-III & L-II schools. The model
and grow learning leadership (MGLL) had a moderate mean value (x=3.37).

Overall, the schools participated in the survey were found to be slightly above average
level (x=3.38). The results also indicate that there was slight mean variation between Level-II

(x=3.33) and Level-III (x=3.43) schools.
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SLO by Learning Agencies
Organizational learning in schools takes place at organization/school, team, and
individual levels. These levels are collectively termed as learning agencies in OL literature.

Figure-1 below shows the level of OL by these learning agencies as perceived by teachers.

Figure 1: OL by Agency: mean comparison
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Source: Field data synthesized by the researcher

The SLOQ has a total of 52 items, 33 for measuring the action dimension, and 19 for
measuring the thinking dimension of LO. Using expert judgment, these items were categorized
into learning agencies, namely individual (10 items, 6 for measuring action), team (18, 4
measuring thinking), and school level (24 for measuring action). The results showed that a
relatively high level of learning takes place at team level, and school-level learning came second.
Whereas, the mean level learning at individual level was found to be the lowest in both action
and thinking dimensions (see the graph above) compared to the learning that took place at team
and school level. Moreover, learning at individual, team, and school level was found lower in L-
IT schools than in L-IIT schools. The mean value of learning for action dimension of SLO was

also found higher than the thinking dimension in both L-II and L-III schools.
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Table 4.6: Mean Learning of post-1994 Instructional Reforms by Personal Teacher Agency

Items Level Level Grand
11 111 Mean
1. I share to others the school’s vision of being a 2.65 2.83 2.74
learning community and am committed to it
2. T am aware of the teachers with the specific abilities 2.57 2.95 2.76

and professional experience to assist me when an
opportunity or problem arises on how to do with

instruction

3. Tam interested to access to the school’s databases to 2.71 2.87 2.79
obtain knowledge about teaching and learning

4. T often analyze and use multiple sources of data for 2.61 3.15 2.88

feedback, including through ICT, to inform my
classroom practice

5. I feel comfortable turning to other teachers for 2.57 3.21 2.89
consultation and advice regarding classroom
practice

6. 1 often engage in identifying the priorities for my 2.77 3.03 2.90

own professional learning

The mean scores for some specific items were also found below average (<3.0); the
results presented in Table-4.6 show that teachers seldom disseminate and commit to the
school’s vision of being a learning school. They also lacked the knowledge about other
teachers in their school with specific professional experience from whom to obtain
professional assistance. Not only in seeking assistance from experienced teachers, but also in
accessing the school’s database; individual teachers seem interested to acquire knowledge
about classroom practice from neither experienced teachers nor the school’s database. This
implies learning by personal agency, and especially, information seeking and dissemination
was found at its infancy stage. With regard to the action dimension, teachers at individual
level rarely take actions to learn new way of exercising their classroom practice as required
by the post-1994 instructional reforms, especially in L-II schools. This could be observed
from the mean scores (See Table-4.6) which are below average as measured in a five-point
Likert scale.

Variability in SLO

Inferential tests were run to check whether or not the practice of OL show a statistical
difference with differences in the variables of interest. Consequently, only school level and
perceived level of CPD implementation yielded a statistically significant variation in OL

practice as shown in Tables 4.7 and 4.8 below.
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Table 4.7: Independent samples t-test by School level

Dimension  School Level N Mean  SD df t  Sig (2-tailed)

Thinking L-II 465 3.33 78 783 -4.789 .000
L-1II 320 3.59 .69

Action L-II 465 3.32 a7 783 -4.734 .000
L-1II 320 3.57 .65

Aggregate L-II 465 3.32 75 783 -4.962 .000
L-III 320 3.58 .64

The result presented in Table-4.7 showed that the mean differences (at df=783,
0=0.05, two tailed test) yielded in a statistically significant variation between beginner (L-II)
and already functioning schools (L-III) implying that L-III schools practiced OL better than

L-II schools with respect to learning the post-1994 instructional reforms.

Table 4.8: Analysis of Variance by Perceived Level of CPD Implementation

Dimension Comparison SS df MS F Sig.
Thinking  Between Groups 27.542 4 6885  12.554 000
Within Groups 427.815 780  .548
Total 455.357 784
Action Between Groups 30.883 4 7.721 15.443  .000
Within Groups 389.951 780  .500
Total 420.834 784
Grand Between Groups 28.724 4 7.181 14912  .000
Mean Within Groups 375.631 780 482
Total 404.355 784

Similarly, SLO differs statistically with perceived level of CPD implementation; that
is, schools which claimed to implement CPD better, had higher mean SLO than schools
which had lower level of CPD implementation. This is because at df [4, 780] and two tailed
test, the F-values [12.55 & 15.44] were found statistically significant. The post-Hoc analysis
(Tukey HSD) showed that the variability occurred between schools that practiced CPD at
low/very low level and those schools that practiced CPD at average or above average levels.
The other school and teacher related variables did not yield any significant variability in

practicing OL.

Variables related to learning agencies are reported to affect or not affect
organizational learning in schools. The regression analysis presented in Table-4.9 showed the

predictor variables to SLO.
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Table 4.9: Multiple Regression Analysis

Unstandardized Standardized

Coefficients Coefficients

Model B Std. Error Beta t Sig.

1 (Constant) 1.325 240 5.509 .000
School level 236 .051 163 4.630 .000
Teachers' career ladder .026 .040 .038 .650 516
Teaching experience 031 .042 .043 7124 469
Qualification 131 .052 .088 2.501 .013
Subject taught .006 .017 013 372 710
School Cycle 077 .041 067 1.875 .061
Level of CPD implementation 232 .029 280 7.980 .000

a. Dependent Variable: SLO

The results showed that school level, CPD implementation, and educational
qualification contributed significantly to the variability in SLO. Specifically, the results in the
table above showed that for each unit increase in the school level, CPD implementation, and
educational qualification, the SLO is expected to increase by 0.236, 0.232, and 0.131 units
respectively. This implies that much of the variability in SLO was accounted for the
variations in school level and CPD implementation. The t-statistics and the p-values also
showed that the variability accounted for these variables were statistically significant.
However, the regression analysis revealed school and teacher level variables altogether
accounted only for 12.6 percent of the variances in SLO (R?>=0.126). Other variables like
school cycle, career ladder, teaching experience, and subject/s taught were not predictors of

SLO practices .

4.4 Mechanisms of learning post-1994 instructional reforms in case schools

The quantitative survey result presented in section 4.3 reveals Level-I1I schools were better
positioned than Level-II schools with regard to being a learning organization. Consequently,
two case schools (one from each Level) were purposively selected to understand how these
schools have learned those reforms. The analysis below presents the findings case by case,
and then a cross-case analysis is carried out to compare the organizational learning

mechanisms (OLMs) applied by the case schools.
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4.4.1. Case-by-Case Analysis
Case School-1

This school is located in Debre Birhan Regio-politan city?’, North Shawa Zone of the
Ambhara Regional State. There were a total of 15 public Primary and middle schools in the
city, and this school has been consistently performing at the top. The site where the school
established was a refugee camp for children and parents affected by the 1985 drought that
caused famine in the northern part of Ethiopia. Soon after in 1986, it started to admit these
and other children for schooling. The name ‘Biruhtesfa’ refers to this historic incidence just

to capitalize on the bright future of the children enrolled in the school.

Since its establishment, the school collected 35 (thirty-five) trophies from the Woreda
Education Office (WEO), Zone Education Department (ZED), the Regional Education
Bureau (REB), and the Federal Ministry of Education (MoE) for its best accomplishment
mostly in teaching and learning affairs. It has also been awarded by international
organizations like the USAID for its remarkable performance in Early Grade Reading
Assessment (EGRA) at national level in 2010. The school has been headed by the same
principal for the last eleven years, and most of these trophies were collected under his
leadership. The school also outperforms other schools in the Zone in the school’s standard
evaluation, undertaken every three years at national level. It has never been graded in L-I or
L-II category. Moreover, the school has been a best performing school in the town in grade
eight regional examinations, the percentage of students who passed the grade eight national
examinations never come below 90%, which is one of the highest passing rates in the zone
(See Appendix-3). The school is also a cluster center, and in the cluster, there are seven
schools, two of these are private schools. According to the principal, no school in the cluster
except the private schools outperformed this school in grade eight regional examination

scores in the last eleven years.

By the time of the field study, the school enrolled Early Childhood Care and
Education (ECCE), primary, and middle school children (N=1435), and a total of 56 teachers
have been deployed in the school including ECCE teachers employed by the school on

contractual basis.

2% Workineh, N.A. (2022). Investigating the most essential skills of planners in Ethiopia’s Amhara National Regional State’s Regio-politan
cities. Journal of Innovation and Entrepreneurship 11(67). https://doi.org/10.1186/s13731-022-00265-w
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Organization Learning Mechanisms (OLMs) employed by the school

Implementing the post-1994 instructional reforms namely Active Learning (AL),
Continuous Assessment (CA), Action Research (AR), and Reflective Practice (RP) has
become a statutory practice endorsed by the ministry of education since the 1994 education
and training policy, and especially following the endorsement of the Teacher Education

System Overhaul (TESO) in 2003.

The analysis in C-1 shows there are different mechanisms through which teacher
team-ups and the school have been learning these reforms. A mathematics teacher who
served for more than two decades was still using her modules collected during initial training
she succinctly summarized how teachers in the school have been learning those instructional

reforms:

I acquired [knowledge about] these concepts through peer support, on-job trainings, and
making connections with the Teaches’ education college around. For instance, we
conduct action research that is recognized at zonal level. We also support each other
through CPD. Moreover, I first acquired knowledge about them during my training in the
teachers’ college. Still, I used the modules and exercise books as a reference in my
teaching career.

a) School-based Continuous Professional Development (CPD)

CPD is the common platform through which teachers in the school learn post-1994
instructional reforms. In this regard, the case school (C-1) has endorsed a very structured
CPD. First, the school has a long tradition of practicing a structured CPD; since 2012, it has
been headed by the same principal. And, in those years to date, the CPD continued
uninterrupted as a tradition. The school principal stated that the vice principal who headed the
school before his appointment was a role model for his commitment to CPD, from whom he
scaled-up the tradition in the school. One of the teachers who headed a CPD team in the last

four years supported the principal’s view in the following way:

Continuous professional development has been implemented in the school
uninterruptedly, the school undertakes professional development activities for two
hours every week. I am one of the team leaders. I have been leading a CPD team for
the last four years.

Second, the practice is supported by continuous follow up from the principal;

accordingly, every year begins with an orientation training from the school principal on

prioritized CPD agendas of the academic year; the teams are headed by experienced and best
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performing teachers, and teachers submit portfolios and receive feedback for improvement.
According to Meseret and Fekadu ’CPD team leaders and the school principal provide
feedback on the portfolios developed by teachers. Providing written feedback to CPD
portfolios seem unique to this school. Observation on selected teachers’ portfolios
complement what the teachers and the school principal said regarding written feedback given
to teachers’ CPD portfolios (See Appendix-4). The supervisor also provides similar trainings
particularly when new directives come from the top education hierarchies (like the WEO,

ZED or REB)/, according to Genet.
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Photo taken by the Researcher from the school’s CPD Room (Nov. 18, 2023, 4:10 PM)

Third; according to the team leader, teachers’ participation in the CPD is active in
which “’every member has a role to play. As a result, topics are apportioned among the team
members and everyone has to make adequate preparation by referring to books and asking
professionals working in higher learning institutions around, and share their experiences on

the topics.”’
b) Occasional on-job trainings

On-job trainings organized by NGOs and the Woreda Education Office (WEO), and
occasional professional support provided by the nearby higher learning institutions (teacher
training college and university) are common strategies through which the school and teacher
teams learn instructional reforms. According to the school principal, every year there are
opportunities for on-job trainings from the nearby teacher training college and education
faculty of a university around, and ‘* almost all the teachers in the school should participate at

least once in a year in those trainings.”” The school enforces every teacher who participates in
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those trainings to share experiences to other teachers not participated in the trainings and to

document the knowledge obtained from the training.

Table 4.10: Teacher training needs in Case-1

Year Request Teachers’ training needs Rank
2022/23  ZED » Action research I
N=46 >> »  Teaching methods 2nd

>> »  Basic computer skill 3rd
>> »  Utilization of teaching aids 4th
>> » Continuous assessment 5t
>> >  Lab utilization 6t

2023/24 CTE » Lesson planning I

N=52 >> »  Teaching methods 2nd
>> »  Continuous assessment 3rd
>> »  Utilization of teaching aids 4th
>> » Textbook evaluation 5t
>> »  Action research 6t

Source: - Synthesized from a request Letter addressed to ZED and CTE

The ZED often sends official letters to schools asking training needs of schools for
updating; a sample of training demand filled in by 46 teachers in the schools shows that
action research was found to be the first priority of teachers to receive training on followed
by teaching methods, both of which are building blocks of post-1994 instructional reforms.
The school regularly responds to these request letters, according to the school principal. Basic
computer training, utilization of teaching aids, and continuous assessment were also among
the teachers’ priority needs that ranked third, fourth, and fifth respectively. This shows that
on-job training is among the OLMs that the school and teacher teams learn the post-1994
instructional reforms. Similarly, the college of teachers’ education around send training needs
to the school; a sample response from 52 teachers obtained from the school shows that lesson
planning, teaching methods, and continuous assessment were the top priorities on which

teachers in the school were interested to take trainings on

The school also provides on-job training at the beginning of every year, and these
trainings aim to refresh teachers with teaching methods, assessment techniques, classroom
management, and CPD. The supervisor also organizes trainings nearly per semester, as stated
by the school principal. These trainings according to the school principal are ¢’ provided at
school level or including the cluster schools’” At the school level, for instance, teachers have
regular and periodic discussions with the school leaders, and especially with the school

principal. Periodically, the school principal organizes training per semester on active learning,
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continuous assessment, professional dialogue, classroom management, and similar other
contents of the post-1994 instructional reforms. Review of documents from the principal’s
office confirmed that such trainings were given complemented by training modules prepared
by the school principal (see Appendix-?). The regular discussions focus on the practice of

continuous professional development, peer supervision, and curriculum review.

The occasional trainings organized by NGOs, higher learning institutions functioning
around the school, and the WEO and/or the ZED though selective are school-wide in their
nature. This is due to the fact that teachers who participate in the trainings are required to
share the lessons learned to the school community. However, the school principal commented
that certificates obtained from participation in such trainings didn’t count on teachers’ career

development.

The document review, however, show the school rarely discussed post-1994
instructional reforms independently partly because these reforms are discussed in relation to

school performance evaluation as shown in the Figure-2 below.
Figure-2: Agenda priorities in Case-1
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Source: School minutes from principal’s office (2019/20 to 2023/24)

Overall, the post-1994 instructional reforms are commonplaces for on-job trainings
and periodic or regular professional development programs of the school. Trainings by the
CTEs around often focus on ‘short trainings on CPD, Active Learning, Continuous

Assessment, and Action Research’
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¢) Special Forums

Other than the CPD team ups, there are forums established for a special purpose such
as grade-one and grade eight forums. The main purpose of these forums is to design strategies
so that children can accomplish academic goals set by the school and the WEO. According to
a Aesthetics teacher, the 8"-grade teachers’ forum discusses on how the teaching-learning
process is going on and how students are learning (the performance evaluation in figure- is
related to this). It also suggests improvements required to enhance the students' learning.
Score analysis is the source of the feedback that informs teachers on the limitations and

strengths of the instructional process.

Consequently, low score obtained by students of the above-mentioned grade levels
meant the teaching learning process has limitations that need intervention. In addition, these
forums have critical roles to provide feedback particularly to the OL undertaken at team and
school level, because according to a Aesthetics teacher, these forums follow up the quality of
the teaching learning process. Very recently (by the time of the data collection season), a
forum for grade six is also in progress to launch. Thus, though the very purpose of
establishing the forums is to enable students perform better in regional examinations (in the
case of grade eight and grade six) and master the literacy and numeracy competencies set by
the WEO (in the case of grade-1), they are part of the OLMs practiced in the school to

internalize the instructional reforms.

The paradox is the post-1994 instructional reforms including recent directives like the
education transformation program (MoE, 2023) and ESDP-VI (MoE, 2021) focus on creating
children who are problem solvers, critical thinkers, and innovative and creative thinkers, but
the school employed these reforms to help students perform better in paper-pencil tests and
mastery tests in literacy and numeracy assessments (Grade one). One of the excuses for
teachers not to fully apply the learning from CPD, on-job trainings, peer/expert supervision,
experience sharing, and many other learning platforms is attributed to the felt contradiction
between the assumptions underlying the post-1994 instructional reforms and the assessment

practices endorsed by the MOE and REB.
d) Peer and expert supervision

There is supervision tradition undertaken by peers, stream heads, and school leaders

(supervisor). A science teacher in the school observed that teachers in the school ‘’share
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experiences through peer supervision’’, and this has helped them to improve their teaching
and evaluation methods. One of the focus areas, probably the major for this supervision is
implementation of the post-1994 instructional reforms. Scanning on the school checklist (see
Appendix-5) shows that implementation of the post-1994 instructional reforms like

continuous assessment and active learning are focus areas of the peer and expert supervision.

The supervision is often conducted within teachers who teach similar or related
subjects; consequently, teachers in the language stream supervise each other so do teachers in
mathematics, sciences or Aesthetics streams and provide feedback on each other’s teaching
practice. According to the school principal, undertaking peer supervision at least once in a
semester is a must to do, and failure to do it counts down in their performance appraisal
(every month there is tradition of selecting shining teachers in each dep’t; consequently, the
highest percentage of the agenda focused on performance evaluation as shown in graph). The
instructional practice in general and specifically, the implementation of post-1994
instructional reforms like active learning and formative continuous assessment are among the

priorities where the peer supervision focuses on.
Agentic learning

The organizational learning practiced in the school either in the form of CPD, on-job
trainings, post-supervision feedback and/or forums represents team and school-wide learning
from OL point of view. Learning at individual agency, though not by all the teachers, was
also practiced in the case school. A mathematics teacher for instance said “I have a successful
experience in upscaling the methods and knowledge I developed individually to other fellow
math teachers. This is done through organizing discussions. We even, share our knowledge
with the zone.”” Learning by the three agencies interconnected in some way as stated by

Aesthetics teacher, he said,

We have a culture of knowledge exchange at the department level. We have a regular
monthly meeting, which we use to share knowledge and experiences. The department
also reports what we have done to the school. On its part, the school recognizes the
achievements of departments, clubs, and committees.

Nevertheless, teachers didn’t follow any web-based learning platforms such as social
media page to update themselves professionally implying the limitedness of learning at
personal agency. The source of knowledge for some teachers was the knowledge they

acquired from college/university or even before. Aesthetics teacher said, “I have acquired
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them throughout my education starting from my childhood. I am highly influenced by the
activities of my teachers. Another teacher said she has a TV program she watches on how to
teach children (Turumbe). However, learning at personal agency, according to a science
teacher in the school, was limited; she said, ** I admitted that we are not trying to update
ourselves moving beyond CPD. We have gaps in exploiting technologies. We have done little

to upgrade ourselves, except for what we have gotten from our college experiences.’’

Teachers in the school undertake action research and curriculum (textbook) evaluation
though limited in number. The action researches conducted so far were a kind of experience
sharing on how teachers used to solve problems related to teaching and learning. The
curriculum/textbook evaluation was conducted to suggest limitations of the textbooks despite
the suggestions from teachers were rarely taken as inputs for revising the textbooks. The
principal formally endorsed reward schemes for teachers who undertake action research and

curriculum evaluation.

The school also motivate teachers to conduct ACR °’ the school encourages and
incentivizes teachers who do research and try to come up with innovative solutions,
according to a language teacher “every year more than 10, 000 ETB is allotted to reward

teachers who conduct ACR as stated by the school principal.”’

The school has a separate class named teacher Mulunesh memorial center named after
an exemplary teacher (now retired) to her professional commitment. The teacher had been
recognized at federal, regional, district, and school level for her extraordinary achievement in
her profession. The school stores holdings like reference materials collected by her,
exemplary portfolios developed by teachers, training materials developed by the school
principal, and manuals sent from the top education hierarchy, NGOs, and others to guide

instructional practices.

B

Photo by Researcher: Teacher Mulunesh Memorial Centre (Nov. 22, 2023, 3:18 PM)
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Case-2

The school was established in 1954 in the middle of the town; The school principal
has worked in the school for nine years since 2015; he holds a Master’s Degree in early
childhood care and education (and Bachelor Degree in EDPM), and has15 years work
experiences in school leadership position. The school accommodated a total of 43 teachers

(F=25) and 462 students (F=278).

This school seems disadvantaged in many regards; there isn't enough room for
students to play freely. Situated next to a busy main road and surrounded by a religious
institution right next to its fence line, the situation is anything than ideal. The school
buildings, with the exception of one brick building, are made of mud, indicating a lack of
resources. This is further demonstrated by the fact that there are no sufficient rooms for
teachers to prepare themselves and to stay in. Even the entryway, an improvised gate made
of discarded corrugated sheets that are shakily fastened to wood, highlights the poor

infrastructure and difficult circumstances that learning occurs in.

The OLMs that are employed by this school to learn instructional reforms, though
shallow, include occasional on-job trainings, the CPD, peer/expert supervision, and
experience sharing with cluster schools. Since the mechanisms have been endorsed from the
top, the typology in the school system is almost the same; the only difference is in the quality

of practice.

To start with on-job trainings, the school occasionally organizes trainings to the
school community. According to a language teacher, it organizes school-based trainings on

different topics occasionally. In her own words,

The school organizes its own trainings. The training contents include continuous

assessment, participatory teaching and learning methods, action research, and

classroom management. In those trainings, we exchange experiences from one

another.

There are also training opportunities offered by organizations working in the town. A
case in point is ACD (a local private firm in a nearby area) which promised to provide an ICT

training opportunity though this offer was not accepted by most teachers except a biology

teacher who completed the training by personal interest.
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According to the school principal, the teachers were not willing to participate in the
on-job trainings for different reasons. Of course, there is no a working principle in the school
that compels teachers to participate in such trainings; as a result, participation is based on
willingness. The lack of willingness to participate, according to the principal, is a claim for

financial rewards (per diem) during the on-job trainings.

Regarding CPD, engagement in continuous professional development program is
mandatory for schools functioning in the town, as elsewhere in schools all over Ethiopia, it is
also a requirement for every teacher. Consequently, the schools should at least endorse the
program and show documented evidences that prove the school and teachers’ engagement in
the program at least for two hours in a week or 60 hours a year. Accordingly, the school
though symbolic endorses CPD. According to a language teacher, for example, teachers in
the school have been participating in CPD to share experiences on contents send from the

WEDO like AL, CA, AR, and CRM within CPD teams.

Similar to other schools in the Zone, the CPD modality has changed from unitary to
subject matter-based model since 2022/23. Consequently, teachers who teach the same or
similar subject team up to make professional dialogue on the content and delivery of the

subject matter. A mathematics teacher said the following on how the new CPD is going on:

Sometimes, I face topics that are difficult for me to teach. I often take lessons on how
should I teach such topics from my friends. I learn from their experiences regarding
what kind of method they apply and what effective teaching methods they make use
of to help students understand the lesson. When I teach, my teaching method might
not fully involve students; So, by taking lessons from my friends, I was able to teach

my students in the way they have taught students for ease of creating student learning.

Similarly, a biology teacher stated that they study contents like AL and CA
collaboratively within the subject matter they teach, and the new CPD is organized in a way
that enables them share experiences with each other but not in a kind of mentor-mentee

approach. To state in his own words,

I often share experiences from my colleagues who teach same or similar subjects on
how they teach students. I observe how my colleagues teach contents which
challenges me, apply [teaching and assessment] methods which I found difficult to
apply. And I try to practice it in my class what I have shared with them.

128



The professional dialogue in some cases includes joint planning of lessons; on how

the CPD team in her circle conducted the professional dialogue, an aesthetics teacher said.

We share experiences on our classroom practice, and we start the experience sharing
with the lesson plan. We discuss on the plan, identify the areas that need improvement,
and implement it in the classroom. During implementation, we observe each other
how the plan is implemented. My colleague and me teach aesthetics, and she teach the
practical part in the field and I teach the theoretical part. As a result, we observe each
other both in field and in the classroom. During observation, we focus aspects of the
classroom practice that need improvement (I mean limitations)
The erstwhile CPD often focused on three top priorities; and in most cases, these
priorities were sent to schools from the top education hierarchy in which the post-1994
instructional reforms were commonplaces of these priorities. Unlike the previous CPD that

focused on general pedagogies, the new CPD focuses on developing professionally in

subject-specific professional competencies (PCK)

Participants confirmed that the new approach is better than the previous approach for
OL in the schools; but, it lacks some basic requirements. For instance, there is no any guiding
framework (handbook) on how to go about the professional dialogue, and this makes the

practice a mere lesson study than a professional dialogue.

The other strategy of learning is peer/expert supervision which is usually carried out
twice in a semester, though it was said nominal. The supervision is undertaken based on a
checklist cascaded from the woreda education office that necessitates every school in the
town to undertake peer and leadership-led supervision (Appendix-5). Accordingly, it is said
mandatory to any school to show documented evidence that shows supervision practice in the
school. Teachers in the school engage in peer supervision within departments (not between
departments). The supervision focuses on the what and how of teaching and learning. A

mathematics teacher replied:

I teach mathematics and I make supervision with another teacher in the department. I
teach grades one and four, and I have a peer who teach mathematics in grades two and
three. We supervise each other and while supervising each other, we focus on how to
teach challenging contents with appropriate methods. For instance, I observe here
classes and learn how she teaches contents which are challenging to me and so does
she. After class, we sit together and make post-supervision discussion, and the
discussion focuses on sharing experiences from the reflections we make on the how of
the lesson. By the way, last year, I taught the sections she is teaching this year and she
taught the sections I am teaching this year. Hence, the post-supervision discussion
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also focusses on retrieving memory on how we used to teach a specific content last
year. The experience sharing in this session too focuses on the how part. However, I
can’t say that the supervision practice is a shared tradition that is implemented by all
the teachers.

Experience sharing with cluster schools

Experience sharing with cluster schools is another strategy applied in the school to
learn those reforms. Following the endorsement of ESDP-II, schools functioning all over the
country have been organized in clusters, and the very purpose of organizing schools in
clusters was for better coordination and sharing of resources (MoE, 2024)%. In the cluster,
there are five schools, and C2 shares experiences with other schools; which often includes
visits. There are also occasional trainings organized at cluster level; and these trainings focus

on continuous assessment particularly on developing paper and pencil tests.

Trainings are organized at cluster level; for example, we take trainings on continuous
assessment particularly on constructing paper and pencil tests. These trainings support
us to shape our professional practice but they are limited (biology teacher).

The capacity building trainings organized on instructional reforms at cluster level
were often given by providers outside of the school like ZED, WEO, NGOs, and teachers
training colleges due to the fact that bringing teachers from the schools to the cluster center is
simpler than other alternatives. As a result, self-initiated learning between schools is almost
insignificant, and relationship mainly focuses on recreational activities such as sports and
student question and answer events. In view of this, a language teacher said, ‘’we gather in
the cluster school to undertake sport activities and student questions and answer

competitions.’’

A mathematics teacher also said, “I feel there is somethings we obtained from such
gatherings; but more importantly we see our standings relative to other schools in the cluster;
last semester for instance we ranked to the bottom in students’ question and answer

competitions.’’

Overall, the school employed the OL strategies observed in Clto learn post-1994
instructional reforms, but the quality and rigor of applying these mechanisms seems
superficial; consequently, the common source of instructional knowledge for most

participants was found the initial training they took in colleges and universities.

30 MOE (2023). Education Statistics Annual Abstract 2022/23. https://MoE.gov.et/
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I learnt these concepts [the instructional reforms] when I was in the teacher training
college I have graduated, and as a teacher I am using that knowledge [Aesthetics
teacher]

I worked in different schools and I got lessons from those schools while working with
many teachers. But the most I have learned about continuous assessment, active
learning, action research and other related concepts is from the college I have been
graduated [Mathematics teacher]

I have acquired the knowledge and skills about active learning, continuous assessment,

and action research more from a college/university I graduated [Language teacher].

Contrary to this, a biology teacher, one of the learning teachers, believes that he
acquired it via both mechanisms implying that there is grafted knowledge (knowledge taken
from other schools) which participant teachers learned from the schools they have worked, he

said,

I acquired knowledge about instructional reforms in both ways; I started my career as
a certificate teacher, and through time I have been upgraded to Diploma and recently to
Degree level. In the course of these trainings, I learnt about contents like continuous
assessment, active learning, action research, reflective practice, and related topics in
pedagogy and subject matter teaching courses. And I feel that I have obtained something
during those trainings. Since my deployment as a certificate teacher, I have been sharing
experiences with different teachers, and this has helped me to acquire knowledge on how I
should teach effectively, assess students, and how I should prepare tests. When I started my
career as a Biology teacher at diploma level, I used to share experiences with other Biology
teachers on how I should teach a given topic, especially a challenging one. Now, I received
my degree in Biology, and I am sharing experiences with other teachers on how I engage my
students actively; assess them properly; and manage classes during the teaching learning

process. I think I have integrated the knowledge from these two sources.

Actually, post-1994 instructional reforms are included in the teacher education
curriculum since TESO (2003). They are included in the initial and in-service training
programs as independent courses in general pedagogy and in courses designed to equip
teachers in pedagogical content knowledge (PCK). Consequently, some teachers felt that they

have learned these contents in colleges and universities during initial training.
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A learning teacher in a stagnant school

Teacher Yitatir (pseudonym) is a biology teacher in the school, he has worked for 23
years of which five years have been in the case school. He started his career as a certificate
teacher and through continuous in-service training opportunity offered by the government, he
upgraded to Diploma and recently to Degree level. In the schools he had previously worked
for, he used to be a school principal besides his teachership position, and according to him, it
was his commitment that raised him to the position of principal-ship by delegation.
Unfortunately, due to health problem, he quit the position and transferred to the school he is

working for now.
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Photo taken in the school by the researcher (Nov.24, 2023, 1:27 PM)

This teacher is a passionate teacher who is trying to learn every day, for example, he
was one of a few teachers in the school who conducted action research to solve the learning
difficulties of students in the subject he is teaching. He has conducted three action researches
since his deployment in the school though no reward was attached to his effort. The teacher
often tries to equip himself with current knowledge and skills that are relevant to his
profession as a teacher. For instance, he is the only teacher in the school to complete an ICT
training opportunity offered by a local firm. Supported by the training taken, he is able to use
laptop and LCD to teach his students. He also writes exam questions by himself using a
personal laptop whereas, others were not willing to start the training for different personal

reasons.
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The teacher is considered among the school community as a hub of all the knowledge
and skills whom other science teachers in the school refer to when they face difficulties
regarding the content and methods of teaching and assessment. As a result, teachers who face
difficulties of contents and methods of teaching share experiences from this teacher. A
science teacher described his willingness and devotion to share his experiences in the
following way: “If we are interested, he is willing to share with us his knowledge and

experience all the time; this is what he usually does for teachers and students.”’

Unfortunately, there is no formal way of exploiting the knowledge from him; instead,
the school uses this teacher not to coach other teachers but to execute routines in different

committees since he delivers assignments on time.

Moreover, he documented in his office reference materials he personally collected,
and these materials are related to the subjects he teaches and the methods of teaching and
assessment as well. He also documented evidences that testify personal learning progresses
including CPD plans, portfolios, action research reports, and peer supervision feedbacks
provided from colleagues. He also produced teaching materials to support students learning,
he stated “’I used to prepare reference materials when I was in another school now I don’t
have reference materials I personally prepared; but I have books that I purchased and I often

refer to them when I face difficulties in my teaching career.”’

4.5 Conditions fostering/inhibiting OL in the schools

In this sub-section, I tried to understand those conditions first case by case and then
via cross case analysis, and finally the findings are discussed following integrative approach

so as to show the practical and theoretical implications of the results.
4.5.1 Case by Case Analysis
Conditions fostering OL in the school [Case-1]

The interviews conducted with participants in Case-1 disclose various factors that
foster OL in the school, but most of these factors are associated with the leadership tradition
of the school. In view of this, a mathematics teacher appreciated the freedom given by the
school principal in comparison to principals in other schools within the cluster. He said “in
other schools within the cluster, I see that the interests of the principals dominate the school.

Consequently, the teachers do not have the freedom even to ask their rights.”
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This shows that professional freedom provided by the school principal is one of the
conditions that foster OL in the school. Concurrently; however, teachers are expected to
deliver what they are expected to perform. Regarding this, a language teacher said “’we are
obliged to cover all the contents included in the textbooks. That is one of the priorities in the

school leaders’ supervision, failure to do so is considered as violations’’

According to the school principal, teachers have freedom to select methods of
teaching and assessment techniques (formative one) as far as they have discussed during the
professional dialogue sessions. Nevertheless, they don’t have the freedom to make
adjustment on the contents of the subject matter they are teaching and on the summative

assessment techniques prescribed from the top education hierarchies.

Second, the school leadership is teacher-friendly and relationship is based on mutual
trust. A mathematics teacher appreciates the ‘teacher-friendly leadership applied by the
school principal.” According to a science teacher, this motivates teachers to contribute as
much as they can. The same teacher also added, “The principal has established recognition
and incentive mechanism for better performing teachers instead of taking coercive action on
underperforming teachers. This is supported by the school principal, he said, “I have never
faced a teacher to rule over him/her coercively.’” Moreover, participant teachers said flawed
reports are considered unethical in the school, which again substantiating the professional

freedom observed by participants.

The findings show the leadership is one major factor to foster organizational learning
in the case school. In particular, this teacher-friendly leadership helped teachers to learn

instructional reforms during supervision, CPD sessions, and on-job trainings.

The principal is very successful in many regards, he has repeatedly got awards at
Woreda (6x), Zonal (6x) and regional (3x) levels for improving students’ learning
performance. The school has also received recognition at Federal level, and in 2015/16, it
was a centre for experience sharing. Various institutions from all over the country including
Addis Ababa Education Bureau visited the school. I asked the source of his commitment, and

the principal replied:

Given all the circumstances, I can’t sit and take monthly salary. I have to serve the
people who supported my education. I have to devote and support my community. It
is interesting that I have brought a visible change in the school. The people are
positive and involved greatly in advancing my plans. I have also tried to find other
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sources of income. I set up four container shops in the city which serve us to generate
additional sources of income. The school earns a minimum of 150,000 birr yearly
from the shops. Generating income is one of the main responsibilities of a principal.
Conducive working environment, which is created by the leadership, fosters
workplace learning. In this regard, the school makes the work environment conducive.
Access to free Wi-Fi, separate room for CPD, and the knowledge management center
(teacher Mulunesh memorial Centre) could be indicators that witness the availability of

conducive working environment that foster organizational learning.

To start with free Wi-Fi, the school installed free Wi-Fi (4 GB) to the school
community especially for the teachers. This, the principal said, has benefited teachers in the
school to google information related to the subject matter they are teaching and to the mode
of delivery and assessment. They also use to conduct action research, evaluate textbooks, and
search for teaching aids. According to a science teacher, the free Wi-Fi helped her to get
information that could help improve her teaching. She also confirms that science teachers are
active in exploiting this opportunity (science teacher). A language teacher also observed that

access to free Wi-Fi is one of the evidence for creating teacher-friendly leadership.

Second, the school arranges a separate room for practicing CPD, which can
accommodate 15 to 20 teachers at once. The room among others is dominantly devoted for
professional dialogue during CPD sessions. Memos from CPD leaders are also communicated,
teachers also occasionally use the room to produce teaching aids. There is also a memorial
center (named after teacher Mulunesh, now a retired teacher), and the center currently
documents the materials (reference books, portfolios, research reports) she collected and

other useful materials that are assisting teachers’ workplace learning.

Third, the district’s finance department often allots small amount of budget to the
school. The school diversifies its income to alleviate this budget constraint. The school
principal describes the severity of the financial problem and the solution he designed in the

following way:

The district’s finance department allotted Birr 16, 000 for the 2023/24 fiscal year. It
was even less in the previous years. On the other hand, the school enrolls more than
1400 students in the academic year. The school hired workers on contractual basis.
For instance, in the early childcare and education classes, we have hired six care
giving nurses. We have also employed three guards and one IT technician responsible
to oversee the computer labs. There are also janitors. The school pays about 25000
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(twenty-five thousand) per month for salary alone. The budget allotted from the
government cannot pay even the salary of these contract workers. The paper of the
mid-exam costs more than Birr 16,000 (Sixteen thousand Birr). Thus, I have tried to
find other sources of income. I set up four container shops in the city, and the school
earns a minimum of birr 150,000 (one hundred fifty thousand birr) yearly from the
shops. I also work hard to mobilize the community around from which we earn about
birr 400, 000 (four hundred thousand birr) per annum.
Therefore, the school generates more than 550,000 (five hundred fifty thousand
birr) per annum from own business and stakeholder participation, which is more than 34
folds of the budget allotted by the local government in 2023/24 fiscal year. Since
building the school community’s professional capacity requires budget, diversifying the
income sources is a critical element that fosters OL in the school. For instance, the
school has been able to allot budget to motivate school-based leaning. The case in point
is the amount (about ten thousand birr) allotted per annum to reward teachers who try to
improve own professional practice through action research. This financial reward is
awarded on competitive basis. Moreover, the school motivates teachers by organizing

business tea during school-based on-job trainings and regular CPD sessions. This,

according to participants, has increased socialization among the school community.
Factors inhibiting OL in the school
a) Overdose of prescriptions

The WEO has different formats and contents that it sends to the school. Monthly
performance evaluation checklist and peer-supervision checklist are among the formats
prescribed every year. With regard to contents for training, though it conducts needs
assessment survey, the office sends list of contents on which the school should organize
training. These trainings are provided by experts from WEO, ZED, NGOs, or the school
leaders. The prescriptions are not innovations of the WEQO, according to the school principal;

the WEO itself receives the formats from the ZED and the ZED from the REB.

One of the topics that are affected by this syndrome is the CPD contents. Every year,
especially before 2022/23 fiscal year, the WEO sends topics for CPD in which the school
community should focus on while working on CPD. The letters sent at different times
(Appendix-6) confirm that the post-1994 instructional reforms like CA and AL were among
the agendas prescribed from the top education hierarchies. These topics are the

commonplaces of the trainings organized at cluster level, too. The teachers complain that
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every teacher who participates in the CPD should take these topics irrespective of the subject
matter he/she is teaching. Since 2023/24, the modality of CPD has changed into a
professional dialogue in which teachers teaching similar or related subjects discuss the
contents and delivery methods. This is a kind of ‘lesson study’ where team of teachers who
teach similar or related subjects study the content and the method as well. However, this was
not the innovation of the school; instead, it is another prescription from the REB which was
sent to the WEO via the ZED. Not only the government but also others like NGOs and higher
learning institutions provide capacity building trainings to the school following supply-driven

model, which is also prescriptive. A science teacher observed the following in this regard:

Every year, the school principal and/or supervisor request us to fill-in our

training needs. The request letters often come from either the Zone education
department, or woreda education bureau, or NGOs or teachers’ training
college/University around. However, most often the training focuses on common
contents like continuous assessment, active learning, classroom management,

and to some degree action research and science kit.

The repetitive nature of the training and learning contents likely makes school-based

learning boring and hinder organizational learning within the school. This is due to the fact

that OL in school context requires freedom for innovation, creativity, and uniqueness.

The action research and curriculum evaluation practices of the school are also affected
by this prescriptive tradition. Teachers in the school conduct action research and curriculum
(textbook) evaluation. Nevertheless, lessons learnt from action research engagements seldom
influence further instructional practice since classroom practices in the school are directed
more by the prescriptions from the top hierarchies of education. The feedbacks from school-
level curriculum (textbook) evaluation are compiled and sent to the WEO (Appendix-7), but

rarely influence curriculum/textbook revision as observed by teachers in the school.
b) Contradiction between reform elements

The post-1994 instructional reforms have been endorsed mainly to create children
who are critical thinkers, problem solvers, creative, and collaborative (TGE, 1994).
Implementing effectively these reforms does mean changing the old way of doing teaching
and learning from transmission model to co-construction where children take active role in
the instructional process. However, in reality the reform elements, especially the assessment
practice in the school doesn’t conform to the other reform elements. The observations

presented below by two participants could prove the felt contradiction:
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We are required to make children actively engage in the teaching learning process and
participate in self and/or peer assessment. That was really good. At the same time, we
are required to cover the portion on time, but it needs more time to cover the content
as per the plan [Mathematics teacher].

Content coverage is among the major success parameters that school leaders and
experts from the WEO and ZED give priority during supervision sessions. Failure to
comply with this is considered as limitation that must be corrected [Science teacher].
With regard to continuous assessment, through application of formative and
summative continuous assessment, teachers are required to develop the holistic child who is
changed in knowledge, skills and attitude. In practice; however, this aspiration is contradicted
by the prevailing examination tradition practiced even in the regional examination
administered by the end of middle school (grade 8). According to a Language teacher in the
school, “the fate of children to pass or fail to grade nine is determined by multiple choice
questions administered by the regional education bureau.”’ Not only the students, but also the
teachers’ as well as the school’s success is evaluated against the passing rate of grade eight

students as noted by the school principal.

To conclude, case school-1 is placed in a better position from OL point of view. It
tries to exploit internal learning opportunities and explore the sources outside to grow into a
learning school. The leadership is placed on top of the factors fostering learning. Post-1994
instructional reforms have been the focus of this learning. The remarkable achievements
registered in the school such as in regional examination, performance appraisals, and national
learning assessments substantiate the claim that the school is trying hard to grow into a
learning community that can realize a learning school, though this effort is challenged by

various factors.
Inhibitors of OL in the school Case-2

Organizational learning particularly in school context is facilitated or hindered by
myriads of factors. In case school-2; however, the facilitating factors were obscure or non-
existent. Instead, various constraints hindered the learning of post-1994 instructional reforms.
Some of the factors are unique to this school; whereas, others are shared with the other case
school. Poor leadership, failure to balance priorities, overdose of top-down prescriptions, old
traditions, inconsistency in communicating the reforms, and other factors likely related to

organizational learning disability (OLD) were major inhibitors of OL in the case school.
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i) Poor leadership tradition

The school principal worked for nine years in the school. In addition to being a school
principal, he has a private business to manage. In the last three consecutive school standard
evaluations (conducted every three years), it was ranked in level-II due to poor performance.
The following incidences could showcase the limitation of the school principal in creating a

learning organization.

First, the participants, though not outrageously, claimed that the leadership is not
participatory. To start with, sharing vision has a critical role in building a LO. As a result,
school principals are expected to share the school’s vision to the school community. The

dialogue below epitomizes the leadership atmosphere in this regard.

Q. Where does the vision come from?

A. I think it is developed by the school (Biology teacher)

Q. 'When was the vision formulated, and what was your participation during formulating the

vision?

A. In the past, [ used to participate. But now... laugh! I speak from my experience in the
years | stayed in this school (Biology teacher). In my stay in the school, our role in
formulating the vision is almost none. I should speak the truth. If it doesn’t exist, I should
say it does not at all. I served in the school for five years, but I don’t remember the time I
participated in formulating the vision and mission. I do not even remember the time I have
been communicated about the mission and vision. But I know that my responsibility is to
work towards creating capable citizens (Biology teacher)

A. Umm, from my experience in the school, I did not participate in formulating the vision or

shaping it in discussions (Aesthetics teacher).

The school principal is also asked about the source of the school’s vision and mission,
and replied “I crafted the mission and vision of the school based on the visions and missions

of the ministry of education, the education bureau, and the zone education department.”

The quotes presented above can epitomize the leadership practice and this indicates
that teachers in the school have neither participated in developing the vision/mission nor
communicated the vision and mission of the school. The school vision, mission, and values
were posted nowhere in the school compound. As a result, each participant teacher had

his/her own generic version of the vision. Biology teacher, Aesthetic teacher, and
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mathematics teacher respectively described the vision as “It is all about quality education”’,

“it focuses on improving student performance’’ and “it is about producing capable citizens.”’

Schools should develop strategic plan (incorporating the school’s vision and mission)
every three years since the endorsement of the School Improvement Program (SIP) in 2008.
According to the SIP (MoE, 2008), school leaders are expected to engage stakeholders
including teachers while developing the school’s strategic plan. It should also be properly
communicated to the stakeholders specified in the SIP blue print. According to the participant
teachers, however, the principal neither engages the school community and other
stakeholders in developing the school’s strategic plan nor communicates the contents of the
plan so as to enable them buy-in the endorsements. A biology teacher was asked about his
level of participation in developing the school’s strategic plan. The teacher said, “ my
participation is in effectively implementing the plan.”” Not only teachers but also the
participation of other stakeholders including students and parents is limited to providing data

to the strategic plan via survey questionnaires or interviews.

Second, participant teachers confirmed that they had conducted action research when
they were in other schools. The Biology teacher, one of the learning teachers in the school
said, “Before three and four years, there was an attempt of doing action research,. Recently,
however, it is not common to see teachers who conduct action research. Other participant
teachers used to conduct action research, but once they joined to this school, four out of five
interviewees quit doing action research. For instance, Language and Mathematics teachers
who participated in the interview confirmed that they have stopped doing action research
since they started working in this school. I probed ‘Why did you stop to conduct ACR in this

school?’ They replied as follow:

Language teacher- While we were in other schools, we provided what we were expected to

do, but here.... (laugh)not that much forced to do, and others supported her reply.

Third, the school has basic facilities like electricity, generator, laptops; and internet
source. However, the teachers are not using any technology to deliver their lesson. A biology
teacher stated they do not make use of the computers to store personal and team learning
accomplishments since they are not required to do so. This shows the leadership’s reluctance
in using the resources for supporting workplace learning. Moreover, the school was

established before seven decades, but it has not still secured certificate of ownership from the
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town’s municipality. No water, no lab chemicals, no fire extinguisher, no separate room for

professional dialogue, all epitomize leadership problem in the school.

Fourth, the CPD program, a major platform applied to learn post-1994 instructional
reforms, is also not well managed. The school ranked in level-III before the coming of the

principal currently in office. To state in the words of a biology teacher:

Our rank was level-III before some years ago, but now we consistently rank in level-II.

Many factors might have contributed, one of which is the CPD. We didn’t have

practiced it properly. We often didn’t finish the activities as per the plan. As a result,

we missed the points allotted for this criterion.

Fifth, every year many teachers join the school through transfer. And since the school
is located at the center of the town, teachers who are transferred to the school are veteran
teachers who worked for decades in other schools. These teachers have cumulative
experience obtained from working in other schools. However, the school principal; according
to participant teachers rarely tried to graft this knowledge and skills and little integrate into
the school’s knowledge management system. Aesthetics teacher who joined the school two
years ago through transfer confirmed that she neither got induction during her arrival to the

school nor asked to share her experiences to the school community.

Lastly, schools need finance to support teachers’ professional development. In
particular, creating a learning school demands continuous learning at individual, team, and
organizational level, and this needs financial resource. The school receives a total annual
budget of not more than Birr 170, 000 (one hundred seventy thousand) from government and
GEQIP. It also collects less than 70, 000 (seventy thousand) from internal revenue. This
amount is allocated to different school activities. The total annual budget collected from the
above-mentioned sources is not adequate to cover even the basic activities. As a result, no
amount was apportioned to workplace learning since it is thought luxurious to allot a budget
and support school-based learning. The school principal is responsible to diversify the

school’s income, though the effort made by the principal of C-2 is very minimal in this regard.

Consequently, not only in the school’s standard evaluation but also in other
performance indicators like student question and answer competitions with cluster schools,
the school usually stands at the bottom rank. Participants regrettably said “we stood at back
bencher in the Q and A competition.”” Moreover, the school ranked at the bottom in the

students’ performance in successive regional examinations. Thus, absence of pressure and
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reward scheme from the school leadership was the most likely reason that inhibited
organizational learning in the school. Of course, the school principal disclose that he applied

reprimand on underperforming teachers [fadda: +en.ovs #9105 A& OF LATOTFPA].
ii) Failure to balance goals

Schools often work to improve students’ learning performance; concomitantly, they
should work to equip teachers with the required competencies. These two goals need to be
fairly balanced in some way because of the fact that without competent teachers, it is hardly
possible to improve students’ learning achievement in its true sense. Nevertheless, the
directives and actions in the case school focus more on improving the students’ score

performance than the teachers’ professional development, though it remains aspirational.

The role of school-based learning in enhancing teachers’ professional competency is
paramount as compared to initial training. Thus, overlooking this learning is tantamount to
overlooking student learning. With respect to post-1994 instructional reforms in particular, a
school community which itself not creative, critical thinker, problem solver, and innovative
cannot create students having these qualities inherent to the constructivist learning
philosophy. According to participant teachers, teachers in the school are busy in organizing
tutorial and make up classes, in co-curricular works, and in forum and department meetings
so as to improve score performance of students. The school principal also confirmed that
teachers engage in different team ups, unions, forums and committees (such as CPD,
cocurricular activities, and multiple of committees like examination committee, curriculum
committee, school improvement committee). Whereas, the time devoted to equip own
professional capacity with those instructional reforms is said minimal. A biology teacher has

described the situation in grief as follows:

We have students with different learning pace and preference. As a result, it is hard to
make them progress in the same manner. Moreover, we are expected to assess
students continuously, and this also needs time. We are also expected to actively
engage students in the teaching learning process and at the same time cover contents
as per the annual plan though the two goals contradict each other. The regular time
allotted to teach and assess students according to the learning pace and preference of
each student is not enough. Consequently, we must invest additional time to support
students in remedial classes. Moreover, we are expected to participate in professional
dialogue sessions, trainings, peer supervisions, and committee works. We often face
time shortage to accomplish all these routines concurrently. Therefore, we find it
difficult to get time to equip ourselves in those contents [post-1994 instructional
reforms].
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Science teacher said, “I have to teach at least 20 hours per week, and participate in
different ad hoc committees organized to improve students’ performance. As a result, [ often
stay here (in the school) the whole day.’” An Aesthetics teacher also observed that “most
discussions organized in the school often focus ... on improving students’ test scores; though
it is hardly possible to improve students’ test scores without improving teachers’

performance.”

There are also multiple platforms organized to improve students’ score performance:
early grade forum and grade six and grade eight forums are particular examples. The tutorial
and make-up class sessions are the strategies installed to make these forums functional. This
is in addition to the platforms like clever students’ union, female students’ union, and some
co-curricular clubs like science and mathematics which work on improving students’ score
performance. Such unfair balance is partly attributed to overdependence on initial training

teachers took in colleges and universities. Yet, that is flawed assumption.
1i1) Overdose in top-down prescriptions

Literature shows that OL functions the most in flat organizational structures. However,
education structure functioning all along the ladder is too hierarchical. In the case of a school,
directives from the higher hierarchy reach the institution through the principal, who then
communicates them to the respective departments. In this way, directives reach out the
bottom practitioners (i.e., teachers) without adequate orientation on the intent of the
directives. One of these directives sent from above was the new CPD program which is sent
from the WEO in 2022/23. Teachers who are not well communicated about this change
consider it as if it is an inconsistency caused by trainers who occasionally provide on-job
training at cluster level. In addition, the WEO sends directives and checklist to schools
following directions sent from the ZED. Of course, the WEO asks schools to send training
needs of the school though the school did not have any documented letter send to the WEO in
this regard.

iv) Old traditions (misconception about 21°' developments in teaching)

Teachers in the school are veterans who lived in the profession for more than a decade
(mean age=17.75 years). As a result, the way they had been taught differs from the way they

are expected to teach students now. A biology teacher (23 years teaching experience)
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confirmed that his past experiences in teaching per se didn’t comply with the requirements of

post-1994 instructional reforms; he said

The way I have been taught in the past didn’t help me to be a problem solver,
researcher, and explorer. This has made an impact on me. Now I am not doing this to
my students. Here, many things need to be facilitated to help students become
problem solvers, researchers, and explorers.

Fixation to the old ways of doing teaching and learning particularly via chalk and talk
method potentially overlooks the value of the post-1994 instructional reforms. As a result, the
effort exerted to learn these reform elements by the learning entities (individual, team,
organizational) using the commonly used learning mechanisms like CPD, peer supervision,

and on-job trainings was found to be very weak.

Opportunities for occasional trainings come from different sources like NGOs (such
as USAID, UNICEF), public higher learning institutions, experts from ZED/WEOQO, and
school supervisor and/or principal. Post-1994 instructional reforms like CA, AL, and ACR
both as part of general pedagogy and as subject specific methods have been among the most
commonly focused topics in the training (see letters to the school for request). However,
teachers in the school complain about the inconsistency among the intent of the messages
communicated during those trainings. A language teacher, a subject matter which is a bone of

contention among NGOs, complain in the following way:

Training opportunities come from different sources like the WEO, ZED, NGOs, and
higher learning institutions around but the message they communicate is not the same.
In most cases, the following trainer uproots the intent of the training given by
previous trainers, and he/she comes saying that this is not the case. For example, the
training given to us today may be regarded not valid and it may be changed in the
training to be provided the following year.

This felt inconsistency in communicating the reforms (fast change of meanings)

crystalized the schools’ and teachers’ fixation to the old ways of practicing teaching, and this

in turn hindered OL in the school.
V) Other factors related to OLD
Self-fulfilling prophecy/Pygmalion effect

Self-fulfilling prophecy is the expectation that schools or teachers have towards

students’ learning performance. In view of this, the findings particularly from Case-2 shows
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that teachers had low expectation for their students, and this is a school-wide belief shared by

the school community.

The school improvement program (SIP), one of the programs in GEQIP (MoE, 2008)
stated that any effort of the school should gear towards improving students’ performance.
Consequently, the summated effect of the SIP domains namely teaching and learning,
leadership, safety of the school, and stakeholder participation altogether should bring
improved student learning. Although the learning of all student is a priority agenda,
participants claim that students’ learning interest is declining overtime. A biology teacher
said teachers are feeling bored of students’ declining interest and ability for learning, only a
few students engage in the teaching learning process. As a result, practicing student-centered
teaching is becoming very challenging. This, according to a biology teacher has a
repercussion on teachers’ professional learning. To put it in the teacher’s own words “I am
losing hope on students’ level of achievement, what I observe in the classroom is not what I
expect to observe.’” The science teacher also said “’students don’t want to learn,”” which is a
generalized assumption on students’ dwindling interest for learning. This is a kind of self-
fulfilling prophecy in which teachers’ expectation of low student achievement has hindered

their engagement in lifelong learning.
Organizational Amnesia

OL requires storing the knowledge acquired through various knowledge search
mechanisms for later use. This case school has been functioning since the last seven decades.
The school has stored hip of documents collected in those years, but according to the
participants, these documents are showcases of administrative affairs that the school has
accumulated. However, documents that witness OL in the school including teacher portfolios
are scant or not available. A language teacher said the school stores documents for later use
but the documents she claimed to be stored were not in teaching learning per se, rather it was
all about administrative issues that are officially discarded every ten years. The dialogue

presented below also confirm the prevailing knowledge management gap in the school

For how long have you worked in the teaching profession? I worked for about 23
years, where have you stored the knowledge you have accumulated in those years? Umm, it
is with me, but I share to my colleagues as much as I can’ If you have transferred to other

school, how have you transfer this knowledge to this school?
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You are right; I am trying to sharing what colleagues want from me. One simple case

is a photocopy machine. No one in the school is able to operate the machine; most of

the teachers don't even dare to copy. I am trying hard to show interested teachers on
how to operate the copy machine. To add one more case, two weeks ago, I organized

a debate session on how to teach science to 8" grade students in the school. I did this

not only to make other science teachers judge the debate but also to share experiences

and scale up the practice. This way, I am trying to share my knowledge to the school
community (Biology teacher).

A language teacher also supported the views of the biology teacher though she is not
sure where this knowledge is stored. Mathematics teacher also said the knowledge is stored in
me and inside the school? Would you explain it more? I submit what I worked in document
form to the school, and it is the responsibility of the school leaders to keep the documentation
safely. What about the knowledge of the school? Where we can find it? Uhhh said four of
them just as a sign of wonder, a biology teacher replied, may be in the school administration.
I explained the question then, you worked on CPD, you conducted action research in the
school, and you make peer supervision. Where can we find the lessons learned from these
documentations? Biology teacher replied, may be in the library and may be with the school

administration (I didn’t find any of these documents in the library and in the principals’

office).

I asked the Aesthetics teacher, how many books you have in person related to the
subject you teach (that can be used to refer about the content and the method of teaching)?
She replied, I don’t have books in soft and hard copies. I worked in four different schools
before I came to this school. I used to refer to books from those schools but I didn’t have any

reference material I personally own.
Institutional loyalty/ Self-censorship/

Institutional loyalty refers to a tendency to protect the reputation of the institution
they are part of, or not discussing its limitations. Participants were not willing to expose
limitations they have observed in the school. In spite of the fact that the school has been
continuously ranked in Level-II, their students stand out at the bottom in cluster competitions
and regional examinations; they still didn’t want to believe that the school is a poor
performing school. Contrary to this, there is a feeling of being adequate among participant
teachers. They rather attributed the failure (low score in regional examination, and in Q and

A competitions) to students lack of interest for learning. Moreover, they felt that the school
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was ranked in Level-II not because of its poor performance but because of its location, which
they feel not conducive to teaching and learning (located near to a main road to Addis and a
religious organization neighbouring it). The following attribution was quoted from one of the

participants.

Your school is ranked in the bottom level in school standard evaluation, why is it so?
I don’t feel this rank is given to the school because of not working hard, it is because the
school compound is narrow, and there is sound pollution (cars and religious institution). I
asked another teacher why we don’t see posters in the school compound about the reform
ideas unlike the case in other schools, and she replied “’the school compound is so small to

make this’’, which does not seem sound enough to justify.
Reform fatigue

The school community also seem as a whole including the school principal experienced
fatigue of the reforms that are sent down to their school from either the WEO, ZED, or REB.
The school principal complained that the CPD was frequently changed, he said “in my career
as a school principal, I saw the CPD modality changed three times, from modules sent from
the ministry to self-developed modules prepared by schools, and now like a teacher
discussion forum.” Aesthetics teacher also complained about the overdose of reforms that are
sent from above; in her own words “we have difficulty in understanding the reforms that are
continually sent from above, let alone implementing them. There is also a significant
difference between the bodies that provide training. Often, the training provided by one is not
followed by the training provided by another.” Other interviewees like the biology teacher in
school also supported the above views, he said that teachers in school are tightened in
routines other than the classroom role, and most of these routines are engagement in

committees to discuss on the uncountable reforms sent from above.

Overall, poor leadership, old traditions, financial constraint, and too many but
overlapping prescribed platforms hindered OL in the school. Consequently, the learning
entities overlook school-based learning in general and the learning of post-1994 instructional
reforms. The school’s rank in schools’ standard evaluation, its status in student question and
answer sessions with cluster schools, and the passing rate of grade eight students in regional
examinations could witness the limitation of the school with regard to creating a learning

community that can maximize students’ learning.
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4.6 Cross-case analysis

The case schools are both located in the same town, and each headed by principals
who worked for decades in school leadership career. Moreover, the schools were established
thirty years ago and this makes them well-positioned to experience the post-1994

instructional reforms from the very beginning.

i) Organizational Learning Mechanisms
The CPD program, supervision (peer, expert, and authority), on-job trainings
organized at cluster or school level are common in both case schools. This is because of the
fact that the schools, as elsewhere in the country, are required to implement these
instructional prescriptions. Consequently, it is mandatory for schools to incorporate these
routines in their strategic (three years plan) as well as in the annual plan. And, in principle the

routines have to be cascaded to every teacher’s annual self-development plan.

The case schools endorse the CPD, undertake supervision, and participate in the on-
job trainings organized at school and cluster level. And the analysis in both case schools
shows that these routines are major mechanisms implemented by the schools to learn post-
1994 instructional reforms such as continuous assessment, active learning, action research,
and reflective practice (professional dialogue). Actually, this does not mean that the post-

1994 instructional reforms are the only priorities of these endorsements.

Continuous professional development, as compared to others, is the major platform in
the case schools utilized to learn post-1994 instructional reforms (See Chalchisa, 2011). The
modality of this platform has been successively revised by the federal ministry of education®!
to fit into the objective of developing teachers professionally. Consequently, since 2023 it is
changed to a professional dialogue in which teachers teaching same or similar subjects
collaboratively discuss on the contents and methods (teaching and assessment). However, the
case schools differ significantly with respect to the quality and rigor of applying the learning

mechanisms as shown in the subsequent paragraphs.

In case-1, CPD has a close follow up from the school principal; consequently, it starts
with orientation session often given at the beginning of the year, CPD teams are headed by
experienced and best performing teachers, and teacher portfolios are monitored and evaluated

by the school principal. On top of this, teachers in this school have a good feeling towards

3IMoE. 2009. Continuous professional Development for primary and secondary school Teachers, leaders and
supervisors in Ethiopia framework, Ministry of Education. Ethiopia
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CPD, especially after being changed to a professional dialogue modality. As a result, this
platform is functioning as an effective strategy of learning those instructional reforms.
Moreover, the team is governed by a principle of ‘group accountability and individual
responsibility. Accordingly, individual members should contribute their share to the success
of the team. Each member should refer to books or ask authorities working in higher learning
institutions around on the topics (often related to teaching and learning) she/he has been

assigned and share experiences to the team members.

Moreover, this school recognizes a shining teacher every month; and quality of CPD
practice is one of the criteria for rewarding teachers at the end of a semester/a year. That is,
participatory nature of the teaching methods, continuity and variety of assessment techniques,
participation in action research, and frequency of reflective practices made in professional
dialogue sessions all count in the criteria. There is a special budget (ETB 10, 000) allotted to

reward shining teachers often at the end of a fiscal year.

On the contrary, in case-2 the CPD didn’t come to the attention of the leadership;
unlike the condition in case-1, it begins without prior orientation training from the leadership
and not well supervised and monitored; as a result, the requirements were not completed by
most teachers. According to a participant (biology teacher) teacher did not work properly on
CPD. They didn’t complete what they were required to complete in the academic year, and
this was one of the reasons for the school to be ranked level-II. Moreover, teachers in case-2
don’t seem interested to participate in CPD, and they attribute the limited engagement to time
shortage and extra workload. Thus, this platform of learning the instructional reforms is not

functioning well as compared to the condition in case-1.

Table 5.1: Constructs of LO by Case Schools

OL indicators Learning Strategies
Dimension Cl C2
Construct  Knowledge School-based trainings (from Occasional-school-based
acquisition, school principal), cluster-based trainings, leaning at
trainings, workshops, experience  personal agency, Cluster-
sharing and initial/in-service based trainings, and
trainings initial/in-service trainings
Knowledge Sharing experiences from on-job  Top-down commands from
distribution trainings for school community the school principal,
(reward scheme is endorsed to occasional PD activities,
facilitate distribution), informal discussion
publications like modules, between teachers, joint
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posters, pamphlets, vision and lesson planning by some
mission communication sessions  teachers
Knowledge Professional dialogue, pre and Post-supervision
interpretation  post-supervision discussions, discussions
forums (score analysis), and
action research
Organizational Computer labs, memorial Centre, Minutes (scrambled) and
memory minutes (shelfed), personal minds personal minds
(storage)
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Table 5.2: Constructs of LO by Case Schools

OL Indicators Learning Strategies
Dimension Cl C2
Shared vision The school community discuss on the strategic plan,
annual plan, and other working documents
The school vision is posted in the school’s compound
everywhere
Learning opportunity Structured CPD (currently professional dialogue), on-
for all staff job training opportunity for all staff member at least
once in a year
Team learning and Learning community organized around programs like
collaboration CPD, and special structures like forums, departments,
and streams
72}
®
2 Culture of inquiry, Teachers conduct action research, and rewarded
8 exploration & accordingly
3 innovation
<
<= . .
@) Systems for collecting Teachers take assignments and share to CPD team

& exchanging
knowledge and learning

Learning with and from
the external
environment

Modelling and growing
learning leadership

members the knowledge learnt from books and
nearby authorities

There are reflection sessions to share experiences
learned from doing action researches

The school was a hub for experience sharing for
schools & institutions all over the country.

The principal continued legacy of CPD from school
leaders before him; CPD leaders in the school follow
the principal in providing feedback

Action research is among the post-1994 reforms, particularly following TESO, endorsed

to enhance organizational learning in schools; teachers are expected to improve own professional

practice through action research. They are also expected to solve practical problems in their

professional practice through action research. From this point of view, case school-1is doing

better. Teachers in this school conduct action researches in reasonable numbers, and those

researches are rewarded at woreda, zonal and even regional level. The school leadership

institutionalized a reward system for teachers who conduct action researches. Whereas, in case-2,

teachers who used to conduct such researches in other schools terminated the practice once they

are transferred to this school due to the fact that undertaking action research is not obligatory in

the school.
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School-based trainings were other strategies used by schools to learn those reforms; in
this regard case-1 institutionalized school-based training as a mechanism of organizational
learning. According to the school’s principal, every year begins with a refreshment training, and
continuous assessment and active learning are priority areas of such trainings. The training
materials prepared by the school principal in successive years were well documented and stored
for future use (Appendix-8). It was also a customary practice to participate in on-job trainings
organized by nearby higher learning institutions, and the principal confirmed that teachers should
participate in such trainings at least once in a year. Moreover, teachers who take on-job trainings
elsewhere must share the experiences to the school community who did not participate in those

trainings, according to the school principal and participant teachers

The minutes reviewed in case-1 since 2018/19 also show that the discussions mainly
focusing on improving students’ performance are strategies of learning instructional reforms in
the workplace. This is because of the fact that the agendas set for discussion in those years

mainly (83%) focus on teaching and learning per se.

Unlike the situation in case-1, school-based on-job trainings organized to learn the
instructional reforms in case-2 are only occasional and incomplete. In addition, the training
opportunities offered by local firms were not utilized by the school community. The case in point
is an ICT training opportunity offered by a local firm in the town (ACD), almost all the teachers
were not willing to accept the offer. Moreover, participation in school-based training is based on
willingness; as a result, teachers are not willing to participate partly due to absence of incentives
after participation. The other contrast is in Case-2, neither the supervisor nor the school principal
organizes school-based trainings to capacitate teachers with the knowledge and skills of those
instructional reforms. The exception is training organized at the cluster school by supporting

entities like NGOs and nearby public higher learning institutions.

Consequently, the initial training received in colleges and universities is an equally
important source of knowledge through which teachers acquired knowledge about those
instructional reforms. The quotes below from two mathematics teachers in Case-2 and Case-1

disclose the contrast

I worked in different schools and I got lessons from those schools while working with
many teachers. But, the most I have learned about continuous assessment, active learning,

152



action research and other related concepts is from the college I have been graduated
[Case-2]

I acquire [knowledge about] these concepts through peer support, on-job trainings, and
making connections with the teachers’ education college around. For instance, we
conduct action research that is recognized at zonal level. We also support each other
through CPD. Moreover, I first acquired knowledge about them during my training in the
teachers’ college. Still, I used the modules and exercise books as a reference in my
teaching career [Case-1].

In the case school-1; however, the knowledge acquired during initial training was not as

such emphasized by participants.

The on-job training provided by NGOs, experts from WEO, ZED, and higher learning
institutions; however, seem similar in both cases with some exceptions. Most of these training
have been provided in the cluster centers for selected teachers, and the training contents mainly
focus on general pedagogy or subject-specific pedagogy. The exception is teachers who
participated in such training from case-1lare obliged to share the experiences obtained from the
training whereas, in Case-2, training participants rarely or not required to share the experiences
to the school community. In addition, unlike the situation in Case-1, participation in such

training is on voluntary basis in case-2.

Whereas, experience sharing organized within schools in the cluster centers dominantly focus
on recreational activities and student question and answer events in both case schools. This
implies that cluster centers are not serving their intended purpose of creating a professional

learning community.
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ii) Conditions fostering/hindering OL in the schools

The case schools of this study are located in the same town; consequently, they receive every
direction from the same WEO/ZED, and the working documents such as the checklists come from
the same source. However, the schools are found in different clusters, and in different ranks in the
school standard evaluation which is undertaken by the WEO (nationally) in every three years. In
spite of this, the case schools extremely differ in various conditions; the variation in leadership is,
however, stark. The school leadership in case-1 is very friendly who created a leadership
atmosphere that balances freedom and responsibility through empowerment, building trust, and
conviction. This has resulted in a learning community that clearly understands its responsibility.
The observations from a mathematics teacher, a language teacher, and the school principal in the

same order show a leadership atmosphere that is conducive for OL.

MT: in other schools, I see that the interest of the school principals dominated the school,
teachers in those schools do not have the freedom even to ask their rights. LT: We are
obliged to cover all the contents included in the textbooks.... failure to do so is considered
as violation. SP: I have never experienced a teacher to rule over him/her in a heavy hand
[every teacher knows his/her responsibility].

The school leadership in Case-1 also created conducive environment that fosters OL in the school,
access to free Wi-Fi, a separate room for professional dialogue, and knowledge management centres

(teacher Mulunesh memorial and computer lab) are all supportive to the ongoing OL in the school.

Table-5.3: Conditions fostering or hindering OL in the case schools

Conditions Case-1 Case-2

Facilitating OL > Leadership that creates > A learning teacher who has accumulated
conducive working experience and willingness to share with
environment guided by other school community members
reward and pressure

Hindering OL  » Overdose in top-down > Leadership which not participatory, not

prescriptions demanding and farsighted, unable to
» Contradiction between coordinate available opportunities, and
reform elements reluctant to create conditions for

workplace learning

» Failure to balance goals

» Overdose in top-down prescriptions

» Traditions

» Abrupt changes/change not communicated

» Other factors related to organizational
learning disability (like self-fulfilling
prophecy, knowledge management gap,
institutional loyalty)
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Whereas, the leadership in Case-2 lacks the qualities observed in case-1 meaning that it
overlooks the participation of the school community in leadership practice, little communicates
mission/vision and plans, seldom creates to teachers the opportunity for learning, and not
coordinates the available resources so as to exploit them for workplace learning. Such unravelling
leadership practice trims engagements in workplace learning, especially team and individual
learning. The CPD that was evaluated as poorly practiced and teachers who ceased to conduct
action research once they have been transferred to the school can epitomize the leadership practice
that is not supportive of OL in the school. This is contrary to the situation in case-1 where the
school principal financially rewards teachers who among others conduct action research and who

outperform in CPD practice.

The two case schools also differ in the learning agencies; in case-2, there are learning
teachers who are considered as a hub of knowledge from whom learning agencies (personal, team
and the school) can learn particularly the post-1994 instructional reforms. However, in Case-1 there
are no such individual teachers who are overwhelmingly identified by participant teachers; instead,

team and school-wide efforts of learning those reforms seem visible more than individual efforts.

The other contrast between the case schools is observed in balancing goals. In case-1,
emphasis for student learning and teacher learning is found somewhat balanced though not in the
sense of equal matching. For instance, it is a must for every teacher to participate in on-job/oft-job
trainings and share experiences obtained to other school community. That is not the case in Case-2
school. In addition, every academic year in Case-1 begins with orientation training provided by the
school principal often prioritizing on the post-1994 instructional reforms. The orientation training is
supported by follow-up from the school principal, the feedbacks continuously provided from CPD
leaders and the school principal on CPD portfolios are good examples of follow up. But in Case-2,
evidences are not found or there is no such practice. There are various platforms established to
support students’ learning in Case-1 too, but these platforms unlike the condition in Case-2 operate
not in the way that negatively competes to the teachers’ learning. Surprisingly, despite an
overwhelming emphasis to attain student learning at the expense of teachers’ professional learning,
student performance in successive regional examinations and in occasional student question and

answer sessions is far lower than the same in Case-1.

Tendencies related to organizational learning disabilities (OLD) also hindered OL in Case-2;
the findings from this school reveal self-fulfilling prophecy, organizational loyalty/self-censorship,

and organizational Amnesia, and reform fatigue showcase the felt OLDs.
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The community in Case-2 is not willing to disclose limitations of the school; in the contrary
OL tolerates and even appreciates errors. Participants attribute every failure of the school to
different factors which are external, and some of these factors do not qualify to account for the
failures observed in the Case school. For instance, the school consistently ranked in Level-II, and
the school community attributes this to the physical location where the school is established. They
also attribute the under performance of the school in CPD activities to workload, and this a

tendency of organizational loyalty, which is an organizational learning disability.

Case-2 as compared to Case-1 has visible limitation in storing the knowledge, the school
principal, replied knowledge that is already learnt in the school is stored in the form of minutes,
piles, and sometimes in soft copies. However, he was unable to locate most of the so called
“knowledge” in the storage sites. Here, the question was rephrased and he was asked “the school
has functioned for more than 70 years since its establishment, and in those years, it might have
acquired a dearth of information from which teachers could learn many things; then where do you
think this information is stored?” Then, he smiles and replies “let alone information of the last
seventy years, I could not find the same in the last ten years; it has gone with teachers who were
transferred to other schools or who retired.” Whereas in Case-1, the knowledge management centers
like teacher Mulunesh memorial and the computer centers are good beginnings towards OL in the
school. The training modules prepared by the school principal dominantly on contents of post-1994
instructional reforms are also well documented in the principal’s office. This shows that knowledge

management gap is hindering OL in Case-2 than in Case-1.

The findings from case-2 also show traditions that favor the chalk-talk method of teaching
hindered OL, and particularly the learning of post-1994 instructional reforms as the following quote
from a biology teacher, one of the veterans indirectly show the negative influence of tradition on

learning post-1994 instructional reforms.

The way I have been taught in the past didn’t help me to be a problem solver, researcher,
and explorer; this made an impact on me. Now I am not doing this to my students. Here,
many things need to be facilitated to help students become problem solvers, researchers, and
explorers.

There are also factors that hindered organizational learning in both case schools: overdose in
top-down prescriptions, contradiction between intent of instructional reforms, and abruptness of the
changes/changes not communicated are found common between the cases. These factors through
common between the cases, the intensity of their effect differs in magnitude; i.e in Case-1, the

principal tried to minimize the effect of these factors in hindering OL in the school.
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Regarding prescriptions (that makes the Centre-periphery relationship biased with regard to
sharing the decision power), the voices from the school community do not seem count to the
prescriptions from the top hierarchies, and this has affected OL in the case schools. The CPD can
epitomize the prescriptive tradition, it has been changed for about three times in less than three
decades partly because of the limitations experienced in the course of program implementation.
Nonetheless, it has been changed with little voice formally incorporated from schools which are
destined to implement the prescription. This has resulted in buy-in problem among grassroots level
practitioners. The principal in Case-1 has been able to cope up with such buy-in problem by
organizing series awareness creating workshops; whereas, this is not the case in Case-2 where

teachers deployed in the school consider such changes as abrupt.

The application of the instructional reforms is also another factor that hindered particularly
schools’ learning post-1994 instructional reforms. The post-1994 instructional reforms which are
constructivist in paradigm have been endorsed to create citizens who are critical thinkers, problem
solvers, creative and innovative. Nevertheless, the assessment tradition applied in regional
examinations does not comply with this intention, and this affected teachers’ emphasis to those

instructional reforms so does their engagement in learning those reforms.

To conclude, myriads of factors hindered OL in the case schools, and some of these factors
are unique to each case school while other factors are shared between the case schools despite
difference in the way the case schools handled the challenges. There are also factors which
facilitated OL in the case schools, leadership is found among the dominant factors that facilitated

OL, and particularly the learning of post-1994 instructional reforms in Case-1.
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CHAPTER FIVE
DISCUSSION

Introduction

In this section, I interpreted the results obtained from the analysis presented, reflecting on
their significance in relation to existing literature, theoretical lenses and own experiences. Thus, the
discussion was made vis-a-vis the research questions namely the reform approach followed,
magnitude of being a learning school, mechanisms of organizational learning employed, and the

factors fostering or hindering organizational learning in the case schools.

5.1 The reform tradition in Ethiopia

The very intention of this section was to analyze how the post-1994 instructional reforms
have been introduced; nevertheless, it also delves the reform tradition prevailed in the last eight
decades. This is mainly because of the fact that understanding and reconstructing the present and

being attune to the future necessitates listening to the past (Pinar, 2004; cited in Slattery, P.260)*

The findings derived from analyses of secondary data reveal educational reforms enacted in
the three regimes had little involved the voice of grassroots level practitioners. Instead, policy elites
acting within the political circle dominated both initiations of reform ideas (Gershberg et al., 2023).
In fact, the policy elites had continued suggestions from funding agencies such as the World Bank,

UNESCO, and USAID (Mekonnen, 2013 and 2019).

Despite the three regimes’ seemingly incompatible ideologies, the prescriptive reform
tradition has been common to all whereby policy decisions from the national level are passed on to
lower levels (Gershberg et al., 2023; Cerna, 2013) by government bodies or policy persons working
on behalf of governments (Sikes 2014, Darling Hammond 2012, and Fullan, 2007; Burch, 2007).
The analysis show education and especially curriculum development in Ethiopia over the years had
little voices from practitioners and professionals (Kassaye, 2005; Areaya, 2008). This tradition
might be thought by reform initiators to control and indoctrinate the regime’s ideology (Kennedy,
2007). Nevertheless, too much prescription may develop a reluctant attitude and firm resistance
among school level actors during implementation of the reforms as a result of the inadequate buy-in

problem (Darling-Hammond, 2012; Hargreaves et al., 2010). It may also force grassroots level

32 Slattery, P. (2006). Curriculum Development in the postmodern era (2™ edition). Routledge
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implementers to experience what Fullan (2007) calls ‘false clarity’, which is a faulty understanding
of a true character of the reforms. Kennedy (2007, p.78) observes “too much centralized control
impedes the implementation of change and innovation, and stifles the development and creativity
among teachers.’’ In lieu of this, Argote, Lee, and Park (2020) has suggested participation of

grassroots level actors in order to re-contextualize curricular reforms and increase their enactment.

Continuous dominance of funding agencies may decrease the relevance of the curriculum
since the text adopted from the source countries of funding agencies may not be compatible with the
context of the country (Crossley and Watson, 2009; Tabulawa, 2013). The findings show different
countries dominated modern education in Ethiopia; the French, British, USA, Russia, and East
German, for instance, were countries which influenced policy and programs including curricula
(Negash, 1996; Tefera, 2005). The intervention in education reform affairs, and particularly
curricular reforms of the country, especially that of the World Bank has increased across regimes
(Molla, 2019). This has made the relevance of the reform ideas inadequately tailored to the

country’s development needs.

With regard to the purpose of education each regime envisioned to realize, the variation
among the regimes seems only in ideology each wanted to install in the generation. Consequently,
‘preparing the generation for a distant future’ seem a commonplace of the three regimes. This
shows utilitarian conception of education (Debele, 2017), was the philosophy adopted by three of
the regimes. Education, guided only by this kind of top-down transmission is, some claim, the silent
killer, shutting down the inherent zeal towards learning (Darling-Hammond 2012, Senge et al 2012).
If reforming education is limited to preparing the generation for a distant future, Senge and his
colleagues (2012:25) note, “the end result is a lack of motivation and engagement, waste of their
potential, and a diminishing of the contribution that they could make to society.”” And this has a
repercussion on schools and school communities’ effort of being a learning organization since

motivation and engagement of students might have affected the schools’ readiness in being a LO.

A well thought educational reform gives space not only for economic value of education but
also for other societal needs too. This is because of the fact that education which is relevant for the
21% century is defined in terms of four pillars namely: learning to know, learning to do, learning to
be, and learning to live together (Delors et al., 1996). The world of work that prevails in the 215
century, which is essential to adapt oneself in a situation of rapid change, necessitates autonomous
thinking. According to Mezirow (1997, p.8) education in the 21 century has to prepare a
productive and responsible worker by empowering the individual to think as an autonomous agent

159



rather than to uncritically act on prescribed ideas. The findings were contrary to this grand assertion;
that is, education reforms initiated in the country in the last eight decades overlooked change
strategies other than the power-coercive one, and pillars of education other than preparation. This
calls for rethinking of education and educational purpose (Wan and Gut, 2011) when reforming
education, which government provides. One possible suggestion to this could be, in addition to
preparing the generation to a distant future, it is important to embrace essential needs of societies
living in this century and not primarily for some future role they may or may not take in the adult

world (Barnes, 2011).

The three regimes also resembled each other in the priority areas they aspired to address, as
well as the reform approach and voices valued. Analysis of reform documents such as prospective
plans, proclamations, and policies which have been endorsed to direct the country’s education help
establish this similarity (Abebe, 2011; Tefera, 2005; Mekuria, 2009). Some of these issues seem
competing goals which are difficult to achieve simultaneously. For instance, providing quality
education for a massive number of children equitably may be hard to realize due to limited
resources. This shows that a holistic view of addressing the priorities seems common to the three
regimes. However, in countries where there is an acute shortage of resources, addressing all the
priorities simultaneously appears difficult for a country like Ethiopia. Large scale evaluative
researches undertaken to study the status of education in three of the regimes show weaknesses of
the Ethiopian education in the last eight decades have been linked to these issues. To mention some
of these, meta-evaluative research works undertaken like ESR (1972), ERGESE (1986), and the
ETP study (1993) reported problems related to access, equity, quality, relevance, and efficiency.
The nationwide education research recently conducted to develop the country’s education roadmap
(2018-2030) also identified these priority areas as issues which need future action (MoE and ESC,

2018) after 46 years of investment in education.

The strategies set to realize the goals of education in each regime also resemble one another;
they are directly or indirectly related to teachers, school administrators, curriculum and resources.
In other words, accomplishing the purpose of education is equated to recruiting qualified teachers
and school administrators, quality curriculum, and resources. Of course, there is nothing wrong in
prioritizing recruitment; but, bringing talented teachers/school administrators into the profession

from the top tier, which each regime anticipated to accomplish, was unrealistic and not achieved.

Similarly, quality curriculum emerges from quality professionals at the grassroots level, who
have in fact professional autonomy. In the absence of these professionals, curriculum development
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falls by default to foreign experts who know little about the context where reformed curriculum is
being implemented. This tendency may lead to problems related to relevance, a problem which has
been experienced by three of the regimes. They may also bring the forms and contents of education

which a country provides under de facto subjugation of countries which give expertise support.

To sum up, though they differ in ideology, it seems to be beyond speculation that reforming
education in the last three regimes has shown little variation with respect to the reform approach
they followed (top-down), their purpose of reforming education (preparation for the next stage of
life), priority areas they aspired to address (access, equity, quality, relevance, and efficiency),
strategies they set to materialize purpose (teacher, school administrator/leader, curriculum and
resource), and actors they involved in successive reforms (little voice to grassroots level
implementers). According to Resnick and Hall (1998) repeatedly reforming education using the
same assumptions and theories is the underlying reason behind the failure of successive reforms;
and suggested that “if today’s reform goals ... are to be met, the past procedures, and theories and

assumptions need to be changed, p.92”

This is partly because reforms across the three regimes seem to follow a supply driven
model; in which the main actors on the demand side (teachers, parents, students...etc) seem
voiceless (Abebe, 2011). This is the typical feature of governments who embrace the power-
coercive strategy to reform education (Chin and Bennes, 1994; Quinn and Sonenshein, 2008;

Nickols, 2016; Hofman et al., 2017).

5.2 Magnitude of OL in Schools

The schools surveyed in the quantitative phase of this study show certain characteristics of a
learning organization in both thinking and action dimensions since the mean SLO score was found
to be slightly above average (M=3.38). The mean for the action dimension (M=3.42) was found
almost equal to the rating in the thinking dimension (M=3.44). But, in some sub-scales of the
thinking and action dimension, the results show varying mean scores. For instance, the schools were
found relatively better in developing shared vision (M=3.77) and in interpreting the knowledge
acquired (M=3.66).

The practice of stating school visions began in Ethiopia since 2007 following the launching
of the school improvement program. Since then, schools have been required to set clear vision, and
this vision has to be set in collaboration, and be shared with stakeholders. The relatively high mean

score shows that the practice of both developing and communicating visions with the school
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community and stakeholders seem promising since it is a powerful motivator of OL in school
systems (Kools and Stoll, 2016; Kurland et al., 2010). However, previous studies conducted in the
regional state (Gebresellasie, et al., 2011; Melesse, 2016; Mohammed, 2011) and the findings of the
qualitative study from the case schools in this study reported contradictory findings since school
missions and visions, especially in poorly-led schools were prescriptions from the ministry of

education adopted by the school principals with little or no communication to school practitioners.

The results also show a high mean score for the interpretation sub-scale regarding learning
the post-1994 instructional reforms. However, qualitative findings from previous study (Tadesse,
Kenea, and Woldemariam, 2022) demonstrate that this interpretation does not empower teachers to
develop context-specific understandings of these reforms. Instead, school leaders enforce uniform
interpretations aligned strictly with top-down prescriptions—regardless of the subject matter, the
grade level, and student population teachers teach. This contradiction suggests superficial
compliance rather than genuine pedagogical adaptation. Whereas, the level of learning in some
characteristics of a LO like establishing a culture of inquiry, exploration and innovation (M=3.31),
and in learning with and from the external environment (M=3.11) was found low. In the same vein,
the success in knowledge acquisition was found to be low (M=3.28). Freedom to interpret
knowledge, inquiry, exploration and innovation, and learning with and from the external
environment require double loop learning (Argyris and Schon, 1978) and explorative learning
(March, 1991). The LO features, and particularly those with lower mean values require practitioners
unlearn and reframe knowledge; and this demands a school environment where individuals and
teams are encouraged to take up the challenge of experimenting with new way of doing (Coopey
and Burgoyne, 2002). And the low mean scores in these features of a LO were found linked to the
top-down reform tradition that overlooks the voices of grassroots level practitioners (Tadesse et al.,
2022). Consequently, instructional reforms endorsed by the government since 1994 have been all

what schools know from the very beginning.

Moreover, the mean for knowledge acquisition was found low, and this mean score in
knowledge acquisition might be an indication of absence of other knowledge acquisition strategies
except the congenital one, which is the combination of the knowledge of post-1994 instructional
reforms inherited at the schools’ inception and the additional knowledge acquired from the
neighboring schools established prior to its birth. Other strategies of acquiring organizational
knowledge like experimental learning, vicarious learning (analysis of other competent schools’

practice), and grafting (scanning and embedding knowledge of a new staff member) seem either
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overlooked or wrongly applied to install the prescriptions into the school system with absolute
fidelity. The reservations in using other strategies of acquiring organizational knowledge may lead
to reluctance to take actions towards creating LO. The low mean values observed in action
dimension of a LO like establishing a culture of inquiry, exploration and innovation (M=3.31) and
learning with and from the external environment (M=3.11) could be typical features to confirm
absence of freedom to use other forms of knowledge search or acquisition (Huber, 1991; Kools and

Stoll, 2016).

This shows the lack of freedom for schools to give contextual meaning, and for teachers to
give own meanings for those instructional reforms with respect to the subject they teach, experience
they accumulated, and students they teach. Rather, what is interpreted is the knowledge acquired
from prolonged tradition of prescribed instructional reforms, which is the same as what is stored
and disseminated. This may make workplace learning superficial dominated by top-down flow of
instructional knowledge and superficial professional learning (Coopey and Burgoyne, 2002).
Whereas, the bottom-up learning line both at school level and in the education hierarchy as a whole
seems overlooked since the orthodox instructional knowledge worth of learning is the knowledge
prescribed from the top. In OL literature; however, voice of teachers in education reform affairs was
found strongly and significantly correlated with these features and constructs of OL (Marks and
Louis, 1999). Jack and his colleagues (2003) also reported schools seldom make changes from what
they have been doing in the past, when power is concentrated in the hands of education authorities,

and that makes them exercise their role routinely with very few signs of OL.

Thus, unless this reform tradition is challenged, double-loop and higher level OL could be
inhibited (Coopey and Burgoyne, 2002; Argyris and Schon, 1978), and OL in schools may likely be
limited to at most what March (1991) called exploitative learning, learning organizational routines
in a stable environment. This implies exploration learning which provides a platform for new
knowledge construction for improving existing practices in a more radical way (Zhang and Wong,

2018) would either be overlooked or missing.

Acting Learning Agencies in the Schools

OL in school setting, like in corporate organizations, operate at individual, team, and
organizational level. The results from the survey phase of this study show that team was the agency
with the highest level of organizational learning followed by the school one. Whereas, OL at
individual level was found the least and below average. The qualitative findings from the case
schools also complement the results of the survey. This result is also supported by scores from the
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licensing exam which is individually administered for teachers and school leaders to certify them
for acquiring professional competencies. The share of primary and middle school teachers who
passed the licensing exam and got licensed at the national level was as low as 23 percent (MoE,

2021) partly implying the limitedness of continuous learning at individual level.

The variation between school categories also appears similar across the learning agencies
with the highest difference between Level-II and Level-III schools for team learning agency.
According to Senge (1990), teams more than individuals are the fundamental learning units for
organizational performance. Scholars in the OL literature (e.g., Sallan, et al., 2022; Marsick and
Neaman, cited in Jack et al., 2003) argue that learning must occur at the level of the person, the
group and the organization itself before one can speak of a learning organization. In particular,
limited learning by personal agency may have a negative consequence on other learning agencies
(team and organization) since it is a fundamental knowledge that is shared by teams and then by
schools as organizations (Collinson et al., 2006, p.109). Hence, the low mean score for personal
agency indicates absence of experimentation and self-reflection on one’s own practice, limited
learning from what others are doing, and reluctance in the course of carrying out daily activities

(Lohman and Smaller, cited in Sallén et al., 2022).

School and teacher-related variables to SLO

The school standard guidelines (MoE, 2014) endorsed a school grading criteria which in fact
resembles to the traditional letter grading system. The decision is based on schools’ performance in
input (25%), process (35%), and output (40%) elements of school effectiveness. The input elements
include school facilities and buildings, human and financial resources, the quality of the learning
environment, and the clarity and alignment of the school’s vision, mission, values, and plans. The
process components constitute the learning and teaching practices, including how students learn and
teachers teach, the relevance of the curriculum, assessment methods, monitoring and evaluation
systems, and partnerships between the school, parents, and the community.whereas the output
category covers schools’ and students’ learning outcomes, students’ personal development,
teachers’ and educational leaders’ professional development, and the participation of parents and
the local community (ibid). Accordingly, schools which received performance assessment score
below 50% are categorized as ‘below standard or Level-I" schools; between 50 and 69.9% are
categorized as Level-II schools’; and 70 to 84.9% are Level-III schools’, and schools that score
85% or above are above standard or Level-IV schools.” The results of this survey revealed that

Level-III schools had significantly outscored Level-II schools in SLO measures (in both SLO
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dimensions), which is promising to install a learning culture in the future. The strong performance
of L-III schools in relation to the learning organization (LO) is likely due to the fact that the criteria
used to classify schools into the above-mentioned categories, especially in the process and output

elements share some characteristics with those of a learning organization.

The variation implies that the process element of the school standard guideline endorsed by
the ministry has incorporated some elements of a learning organization. Specifically, the process
element has criteria on teaching and learning, curriculum, assessment, monitoring and evaluation,
and partnership between stakeholders (MoE, 2014). Out of the 61 indicators set to measure school
performance in process quality, 26.13% seems directly linked to constructs or characteristics of a
learning organization, which is a good beginning for establishing a full-fledged organizational
culture to undertake embedded learning. Moreover, there was a statistically significant variation
between Level-II and Level-I1I schools as a result of perceived CPD implementation in the sense

that schools which reported a better level of CPD implementation had greater mean SLO.

In fact, professional development which is tailored to and contributes to developing
professional habits and norms of team work and experimentation (Little, in Wilson and Berne,
1999), could result in a learning school which is characterized by availability of continuous lifelong
learning that shapes both thinking and way of doing (Collinson et al., 2006; Guskey, 2002). On the
other hand, the level of SLO was not promising in schools where low CPD implementation prevails.
Poor CPD is characterized in the literature in terms of seasonal workshops, mass trainings from
outside and intermittent on-job trainings (Wilson and Berne, 1999; Gyamtso et al., 2017). Instead,
organizational learning, one which is embedded in the school system, works best for context-bound
learning and growth (Fullan, 2007; Senge et al., 2012). The case study results discussed in the
subsequent section confirms the promising level of SLO reported in Level-III schools and in
schools where CPD implementation has been reported exemplary. Overall, school level and CPD

implementation were the variables which accounted for the variances in being a learning school.

Surprisingly, all school and teacher level variables jointly accounted to only to 12% of the
variances in SLO, which leads to the conclusion that variables other than school level, CPD, teacher
qualification, experience, career ladder, and subject matter taught might have accounted for the
variation in organizational learning. This is uncommon since these variables especially career
ladder and qualification are positively associated to a learning school in the literature (Ho, Lee and
Teng, 2016; Jack et al., 2002). For instance, according to Jack et al. (2002), OL is inhibited or
facilitated by gender, teaching experience, and teacher qualification. Similar studies also reported
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the role of veteran teachers in promoting creation of professional communities in a learning school.
On the contrary, schools staffed by novice teachers complicate creation of professional
communities using OL (Scribner et al., 1999). The contrasting results from the present study might
be explained in terms of the leadership role played by education authorities in the hierarchy since
leadership is reported to be the highest predictor of OL in school context (Leithwood, Jantzi,
Steinbach, 1995; Fullan, 2007; Jack et al., 2002; Leithwood et al., 1998; Shega, 2017; Silins et al,
2002).

5.3 Organizational learning mechanisms in the case schools
Since the 1994 ETP, and particularly following the official endorsement of TESO in 2003,

there were reforms that aim to transform classroom practice to the constructivist paradigm,
particularly to social constructivism (MoE, 2013). The reform elements have been made part and
parcel of the initial and in-service teacher training programs. Contrary to the aspirations, previous
studies in Ethiopia consistently show that teaching and learning process has little changed from the
modality that had been carried out in pre-1994 era (Dufera, 2006). This section tried to discuss how
the primary schools have learnt these reforms in their school context by taking two extreme cases
identified following a quantitative survey. The organizational learning theory, change theories, and
concepts of professional learning communities informed my understanding in unpacking how the

case schools learnt those reforms.

From organizational learning point of view, learning schools search for, interpret,
disseminate knowledge, and store the knowledge for later use (Huber, 1991). Moreover, they have
to have shared vision, create continuous learning opportunities for all staff, promote team learning
and collaboration, build a culture of inquiry, exploration and innovation, and need to establish
systems for collecting and exchanging knowledge and learning. They must also exercise learning
with and from the external environment and model and grow learning leadership (Stoll and Kools,
2017). While executing the cognitions and actions of OLT, learning schools grow into a
professional learning community (Louis, 2016) and this learning takes place by individual, team

and organizational learning entities (Argyris and Schon, 1978).

The findings particularly from C1 disclose that the school applied different organizational
learning mechanisms (OLMs) in the move towards a learning school, and especially in learning
those reforms. These OLMs are institutionalized structural and procedural arrangements which LOs
employ to search for, disseminate, interpret, store, retrieve, and use the information for a better
organizational performance (Popper and Lipshitz, 2000; Schechter and Qadach, 2012). These
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mechanisms that the community in C1 applies to learn those instructional reforms include CPD,
supervision, on-job trainings (in-school or outside), forums, and departmental meetings. Previous
studies also show similar or related OLMs that form the basic building blocks of the learning
mechanisms like peer observations, monthly departmental meetings, monthly whole school
meetings, and meetings of teachers with coaches and mentors. Added to this, performance reports
are among the OLMs enacted by a learning school to learn reforms related to teaching and learning
(Schechter and Tischler, 2007), which in this study is represented by performance evaluation as

observed in Cl1.

On-job trainings organized out of school by the WEO/ZED, NGOs, and the nearby higher
learning institutions often take the form of a workshop, and post-1994 instructional reforms
particularly related to active learning, continuous assessment, and action research are priority
contents. Studies show that workshops that have the required quality are among the OLMs which

have a positive contribution to OL in school context (Avidov-Ungar, 2016).

Continuous professional development is; however, a dominant OLM specifically devoted to
the post-1994 instructional reforms. Since it is compulsory to all schools, it contributes to create
learning opportunity for all staff given that there are factors fostering OL in the school (Park and
Kim, 2018; Leithwood et al., 1998). The shift from a general pedagogy approach to a subject-
specific approach since 2020 appears to be a crucial decision that has fostered a positive attitude
toward CPD among the C1 community. This implies creating a learning community in schools
appears easier when professional development is directly related to the teachers’ day-to-day practice
and well-tailored to the subject they are teaching. Studies related to professional development
consistently support this finding (Holloway, 2006; Guskey, 2002; Silins, Mulford, and Zarins, 2002;
Fullan, 2007) that OL particularly related to teaching and learning positively affects teachers work,
and improves the way teachers undertake classroom performance. Of course, the decision alone
may not help schools to grow into learning schools if not supported by factors that foster OL
particularly good leadership (Fullan, 2007) as explained in the next section. Moreover, the learning
mechanisms which seem uncoordinated need to make comprehensive so that all other teacher
learning mechanisms could be subsumed in it. However, when such OLMs are ineffectively led,
they result in time constraint and consequently to teachers’ resistance to buy-in the instructional

reforms (Pinheiro and Alves, 2024) as in the situation in C2.

From OLT point of view, school-based trainings, cluster-based trainings, workshops,
experience sharing and initial/in-service trainings constitute knowledge acquisition mechanism
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particularly applied in C1. The knowledge acquired is distributed among the school community
members through mechanisms like sharing experiences from on-job trainings, publications like
training modules, posters, pamphlets, and vision and mission communication sessions. Professional
dialogue, pre and post-supervision discussions, forums (score analysis), and action research
reflections are the mechanisms the school community employs to interpret the knowledge. This
knowledge is stored in computer labs, memorial centre, minutes (shelved), and personal minds
(Cheng, 2020). The case schools resemble in the knowledge management system (KMS) they apply
except that the KMS in C2 lacks quality and rigor; and the process in C2 is dominantly a top-down
one which is not shared among the school community. This finding is consistent with previous
findings by Skuncikieng¢, Balvociiité, and Bal€itinas (2009), which compared learning organization
and traditional organization vis-a-vis the change management strategy and style of management
they employ. The results by the same authors show traditional organizations apply a top-down
change management strategy and a style of management based on control, which is similar to the
coercive approach coined by Chin and Bennes (1994). Whereas, learning organizations create a
learning climate and display shared leadership and assistance training as the main feature of change

management strategy and leadership style respectively (Ortenblad, 2004).

Despite the fact that the absence of the features of a learning organization in C2 unlike the
constructs needs further investigation, this finding implies that the communities in C2 are at
hibernation stage waiting for favorable conditions to display the characteristics of a learning
organization. It is also asserted from this finding that the outputs from the knowledge management
strategies and mechanisms are not influencing practice in C2. Although the relationship between
thought and action is not linear (Remer, 2015), the consistent underachievement in students’ test

score and overall school performance may support this assertion.

Overall, C1 and C2 were found in sharp contrast with respect to creating a learning
community; the school principal in Clworked in great commitment to institutionalize the post-1994
instructional reforms. Consequently, his school was very successful in many parameters; whereas,
the school principal in C2 lacked all the successes observed in C1. Nevertheless, the system lacked
mechanisms to reward or punish the leadership based on performance; these two principals have
been in position for a decade without personal reward or punishment. Whole system change,
however, comes when change management is based on reward and pressure (Fullan, 2011; Sinek,
2009) and particularly successful OL among others lies on rewarding learning (Jamali and Sidani,

2008).
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C1 outperformed C2 in the rigour of employing OLMs, and in school performance including
students’ performance in regional examinations. Although studying the effect of being a LO on
students’ achievement is not the concern of this study, the findings show being a learning school
has positively contributed to it. The outstanding achievements of C1 in students’ performance, for
example, in regional examinations, early grade assessment, and continuous question and answer
sessions might be accounted for the school-based learning that prioritized the post-1994
instructional reforms. Similar assertions also reported in previous research findings (Hussein et al.,
2014; Silins et al., 2002; Collinson, Cook, Conley, 2014). Other research works consistently show
OL when moderated by leadership often transformational or servant increased student performance

(Mulford and Silins, 2003; Mulford, Silins, and Leithwood; 2005).

The finding from Clalso shows the commitment to school-based PD is a legacy from former
school leaders, and this tradition has contributed in sustaining teacher learning community. When
the organizational status quo of resisting reforms and previously established standard operation
procedures in the school are changed due to good leadership, the likelihood of accommodating
changes will increase (Gaspar and Hayden, 2017; Gairin-Sallan, Diaz-Vicario, Barrera-Corominas,
Duran-Bellonch, 2022) so does to instructional reforms. One of the mechanisms C1 applied to
change the status quo and old operation procedures is communication that benefited the school as
knowledge sharing strategy. That is, the post-1994 instructional reforms were well communicated to
the school community; and in the pursuit of reforms, communication helps to build consensus,
cooperation and support among practitioners (Haider, Mcloughlin, and Scott, 2011), and in
particular, in a top-down policy environment, leaders follow up and communicating directives play
paramount role for learning those instructional reforms especially in teams and school-wide

learning (Gaspar and Hayden, 2017).

The findings also show OLMs in place favours team and school-wide learning; whereas, the same
for individual learning were either implicit or didn’t exist, and this finding is complemented by the
quantitative results of this study. OL literature posited that individual learning is the building block
for other learning entities (Fauske and Raybould, 2005). The cases also showed that there were
learning individuals in stagnant schools and stagnant teachers in a learning school. The biology
teacher in C-2 can showcase this reality, who displayed all the constructs of OLT (knowledge
acquisition, storage, interpretation, and retrieval). However, the presence of learning individuals in

an organization may not be a guarantee for being a learning organization (Crossan et al, 1999).
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Besides, the situation in C2 confirms previous findings that states a mere gathering of people cannot

represent a learning team (Senge, 1990; 2012).

Improving students’ learning performance is at the center of the school improvement
program (SIP) in Ethiopia (MoE, 2007); this initiative is directly linked to the concept of OL.
Though endorsing the SIP seems a decision worth doing, students’ learning achievement in the case
schools is understood in terms of performance in paper and pencil tests, particularly in regional
examinations. This might lead the school community, especially teachers not to take the
instructional knowledge acquired through the OLMs into their classrooms. Instead, they prefer to
impart knowledge (teaching the test or teaching for the test) following the traditional approaches.
Of course, the case schools, especially C1 employs score analysis to improve classroom practice
and professional learning. Nevertheless, the information derived from quantitative scores alone
rarely helped schools to significantly improve both: school-based professional learning and
classroom practice. Thus, it is possible to hypothesize that if not the student assessment tradition is
tailored to the professional development, the gains from professional development programs hardly
influence classroom practice. Consequently, teachers teach not only in the way they have been
taught but also in the way they are required to do assessment. Previous studies revealed that if
teachers’ conceptions of assessment remain unchanged or unchallenged, it is difficult to bring
constructivist views into classroom practice (Shepard, 2001; Brown, 2003; Amua-Sekyi, 2016) even
if the professional development packages entertain this view. Moreover, schools and school
community often commit themselves for what they are accountable to, and in Ethiopian context,

quality of education is often heard gauged against students’ score performance.

The finding from C2 shows where there is no continuous learning opportunity in the school,
the experiences they have acquired during the initial training seems the sole instructional
knowledge base. Such knowledge is obsolete and misses the idea that schools are valuable places
for teacher learning (Musset, 2010; Oleson and Hora, 2013). Researches conducted by change
theorists, organizational learning theory, and community of practice (Fullan, 2007; Senge et al.,
2012; Fullan, 1991; Gills and Hargreaves, 2006; Louis, 2016; Mutton and Burn, 2024) suggest that
learning to teach is a complex activity that needs a cumulative experience, not a one-shot initial

training.

The findings also show that initial trainings were the source of instructional knowledge

particularly in schools where change is stagnant, this is what we can infer from schools like C2. In
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such schools, teachers often teach in the way they have been taught and school performance and

students’ academic achievement in such schools is low.

Overall, the OLMs discussed so far were all top-down prescriptions; thus, the difference in
the two case schools was in the quality and rigor of employing those OLMs. There are; however,
innovative OLMs which are unique to every learning organization, though these OLMS work in a

bottom-up or hybrid reform environment.

Finally, OLMs particularly focusing on instructional reforms is an under-researched issue
implying that more research efforts are needed to expand the horizon of knowledge in OL literature.
The relation between the LO constructs and characteristic features, is also complex that could be a

potential research agenda for other researchers.

5.4 Conditions fostering and inhibiting OL in Schools

Facilitators to OL

The findings show the Case schools differ in being LO and particularly in learning post-
1994 instructional reforms endorsed to change classroom practice from mere chalk and talk
approach to participatory approach, and from behaviorist to constructivist paradigm (inal,
Akkaymak, Yildirim, 2017; Altinyelken, 2010). Various factors accounted for this variation, but the

variation in leadership overwhelms other factors.

In Case-1, leadership played a facilitative and supportive role in creating a learning school, the
principal applied participatory leadership, provides for teachers’ professional freedom, and creates
conducive environment for workplace learning. These opportunities created difference in the quality
and rigor of learning those instructional reforms. Previous studies consistently show that leadership
is a determinant factor placed at the top of creating a LO in school context (Dibbon, 1999; Jack et
al., 2002; Bowen, Ware, Rose, and Powers, 2007; Beabout, 2014; Park and Kim, 2018; Pasamar,
Diaz-Fernandez, de la Rosa-Navarro, 2019) since good leaders create the right condition that
facilitate such learning in the workplace (Sahin and Cemaloglu, 2015; Gairin-Sallan et al., 2022). In
the context of learning reform initiatives, organizational support for professional learning increases
the likelihood of institutionalizing the reforms (Gallucci, 2008). This study also supports previous
findings, but the leadership style applied by the school principal in Case-1 is based on conviction
inherently guided by principle of servant leadership which focuses on relationships and persuasion
rather than command and control. The principal’s sayings ‘* I never faced a teacher to rule over

him/her coercively...my very purpose is to serve the society the brought me up’’ and the
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terms/phrases coined by the participants like teacher-friendly, professional freedom, empowerment,
and trust about this principal affirm the servant leadership style followed by him. This trust and
friendly relationship with teachers (Nuchso, Tuntivivat, Klayklueng, 2016; Leithwood, Leonard,
and Sharratt, 1998) supported by reward schemes (Fullan, 2007) motivated teachers to actively
participate in team and school-wide learning platforms like the CPD, forums, and other on-job
trainings organized in and outside the school, and are accountable for organizational learning to

take place (Jack Lam and Nicholas Pang, 2003).

OL works best in organizations where transformational leadership atmosphere prevails
(Pasamar, Susana, Mirta Diaz-Fernandez, and Ma Dolores de La Rosa-Navarro, 2019; Fullan, 2011;
Lam and Pang, 2003; Leithwood, Leonard, and Sharratt, 1998), but there are also studies that
reported the paramount role of servant leadership in establishing a school-based organizational
learning culture’’ (Tsarkos, 2023; Glessner, 2016) by fostering growth and development for
teachers (Kilag, Diano, Malbas, Mansueto, Villar, and Arcillo, 2023), and the findings from Case-1
add up to the exiting knowledge base that place servant leadership as a best fit to create a LO. This
has implication for trainings organized to cultivate school principals in initial and in-service
trainings that servant leadership style is at least a competing style of school leadership particularly

in creating a learning community in school context.

Whereas; the findings of Case-2 confirm such leadership conditions were limited or did not
exist at all so did the practice of learning those reforms. Previous studies also show teachers'
motivation to engage in organizational learning is impacted if principals set a good example for
learning and actively participate in it, but without such leadership atmosphere, the implementation

of OL seldom succeeds (Sheng-nan and Da-ming, 2015).

In addition, the facilities like the ICT center, knowledge management center, and access to
free wi-fi created organizational learning divide between the case schools. Accordingly, the practice
of learning those reforms by the school community in particular and growing into a LO in general
in Case-1 was fostered by these facilities. However, the lack of these facilities in Case-2 hindered
OL in the school, particularly the learning of instructional reforms. This finding is consistent with
previous findings (Sallan et al., 2022; Sheng-nan and Da-ming, 2015) that reported the positive role

of these facilities for workplace learning.
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Barriers to OL in Schools

This study shows that various factors hindered the learning of post-1994 instructional
reforms in particular and OL in general in the case schools. Studies show the likelihood to learn
instructional reforms initiated by the schools themselves (Desimone 2009; Desimone and Garet
2015, cited in Taddese and Rao, 2022) or in blended approach (Fullan, 2007) are more than those
initiated following the top-down approach. In the context where this study was conducted, the
instructional reforms have been all prescribed. The Minister of Education by the time when the ETP
was endorsed once wrote me via email the following to my question “how was the pedagogical
reforms like student-centered learning, continuous assessment, reflective practice, action

research...etc were introduced into the Ethiopian education system?’’

...As you may know, these concepts have been in use internationally for a long time and
also recommended as effective pedagogies by many educationalists and [the] UNESCO;
thus, it was necessary to use it in our system [September, 27/2019].

The email supports Seife’s (2020) argument that states the unconditionality of adapting
Western education system to the post-1991 government of Ethiopia since the interest of the
education policy was political than national development (Seife, 2020). The message from the
minister also confirms the source of these pedagogical reforms are authorities (Educationalists and
the UNESCO) other than the practitioners (school community), and it was from these sources that
the reform elements were adopted with little voice from school community. Instead, the federal
government provides instructional scripts for teachers, and these instructional scripts were initially
prepared by experts from the American Institute of Educational Research, AIER (Tadesse et al.,
2022). The CPD is one of the reforms that is endorsed by the government following the prescriptive
approach to equip teachers with the skills and knowledge of post-1994 instructional reforms
(Gemeda et al., 2013; Tuli, 2017). Such a prescriptive approach followed and sustained to endorse
those reforms delayed the learning of instructional reforms in the case schools. The finding from
this study is consistent with previous research findings that reported the negative effect of
prescription on workplace learning (Bowen et al., 2007; Taddese and Rao, 2022; Tulu, 2019;
Desimone, 2009; Tadesse and Kenea, 2022). This might be because of the fact that purpose of
reforms introduced without participating grassroots level practitioners are perceived as mere
political than educational by the practitioners (Fullan, 2007). This creates reluctance in the case

schools to buy-in those reforms, and consequently to reform fatigue.
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The problem existed in both schools, but in Case-1, the school leadership continuously
organizes awareness creation workshops for the school community, and this is substantiated by self-
developed training modules. Consequently, intensity of the hindrance resulted from prescription
seems minimized in Case-1 due to the participatory leadership, continuous follow-up, and reward
scheme endorsed by the school principal. By doing so, the principal in Case-1 was able to create
what William (2023) called ‘organizational champions.” Moreover, the leadership atmosphere
which is based on the principle of serving others likely minimized the intensity of the resistance
from teachers in learning those reforms while they are in the workplace. Nevertheless; in Case-2,
such opportunities were limited or didn’t exist at all. And the findings from Case-2 are consistent
with previous findings that reported the failure of professional development programs in Ethiopian
public schools (Taye, 2015; Hindeya and Endawoke, 2013; Chalchisa, 2011; Desta et al., 2013) and

particularly the failure of constructivist reforms (Dagnaw, 2017).

If a government with entrenched tradition of prescription aspires to put leadership contribute
for school-based learning; the functional strategy, according to Brooks (2008), is to change and
improve leadership practice. Moreover, there is a consensus that reforms in teaching and learning
improves schools’ pedagogical practice only when teachers get significant opportunities from
leadership to learn how to improve teaching and learning (Cohen and Hill, 2008). In the contrary, in
the context of top-down reform environment, teachers feel mood disorders and suicide tendency and

over-high pressure and resignation (Cheong Cheng, 2009).

Previous studies also show organizing continuous on-job training opportunities around
reform elements increase teachers’ commitment to buy-in those reforms (Fullan, 2007). The trust
established between teachers and the school principal also supported to create champions who
advocate the functionality of these reform elements for students learning, which is one facilitating

condition to learn the instructional reforms (Williamson et al., 2024).

Limited coherence between the instructional reforms was found another barrier for learning
those reforms. The constructivist pedagogical reforms from which the reform elements have been
traced require to construct new and own knowledge that is fit to the context (Schwartz, Lindgren,
and Lewis, 2009); contrary to this, schools are required to comply with the prescriptions from the
top (directives on how to carry out the reforms including sample lesson plans are sent from the top
as a standard of operation). Consequently, teachers in the Case schools were challenged to
accommodate the fidelity curriculum (that must be covered within the given instructional time) and
the co-construction of context relevant knowledge by engaging students. Moreover, there is a
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consensus that a constructivist-tailored assessment should examine students’ abilities and
dispositions to construct new knowledge, not just execute old knowledge (Schwartz et al.,2009,
p.35), but the prevailing assessment tradition, particularly practiced in regional examinations didn’t
comply with this assumption. Consequently, preparing students for traditional paper and pencil tests,
particularly in Case-2, is prioritized over professionally equipping the school community in the
competencies of post-1994 instructional reforms. This implies the lack of coherence among reform
elements (pedagogy and assessment) had deleterious effect on the schools’ commitment of learning

the post-1994 instructional reforms.

In addition to leadership, barriers like outmoded conception of teaching and learning and
OLDs (self-fulfilling prophecy, self-censorship, Golem effect, and organizational amnesia) were

hindering factors unique to Case-2

The school community’s conception of teaching and learning in Case-2 was found
dominated by tradition, which doesn’t accommodate to policy aspiration regarding how teaching
and learning should take place. This conception of teaching and learning challenged the practice of
learning those reforms such as active learning, continuous assessment, action research, and
reflective practice so did the teacher’s commitment of learning these reforms since holding on the
status quo is a challenge to OL in school context (Dibbon, 1999). Local studies previously
conducted also supported this finding in that teachers in Ethiopia favor transmission of knowledge
over reciprocal exchange of ideas and joint construction of knowledge due to inherent epistemic
belief in behaviorism (Gemeda and Tynjila, 2015). Moreover, while research consistently shows
that teachers tend to teach as they were taught (Oleson & Hora, 2014; Darling-Hammond et al.,
2005), the findings from Case-2 refine this claim further: Teachers’ instructional practices align
more closely with how they are expected to assess students. In fact, poor leadership exercised in the
school might have decreased the school’s community’s zeal of learning those reforms, and inclined
teachers to stick to tradition, which is chalk and talk and paper and pencil dominated. However, in
school context where school-based learning is exercised, teachers may not necessarily teach in the
way they have been taught, the findings in Case-1 could at least challenge the prevailing assertion
of inheritance, since teaching is conceptualized as a craft that could be best learnt in the workplace

(McNamara, Murray, Jones, 2013).

Self-fulfilling prophecy was another barrier that hindered the learning of those reforms in
the school; it refers to the expectation that schools or teachers have towards students’ learning
performance. Previous studies consistently prove that this tendency affects not only students’
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performance but also teachers’ classroom behaviour (Zajda and Zajda, 2021; Sheng-nan and Da-
ming, 2015). As a result, in schools where students are perceived outstanding, the likelihood of
teachers to involve in OL is high, while it is not the fact in schools where students are perceived
poor achievers. The tendency of self-fulfilling prophecy, particularly the Golem effect, appears to
be a shared attitude in Case-2. This tendency has hindered the learning of instructional reforms to
the point of becoming an organizational learning disability. The quote “’I am losing hope on
students’ level of achievement, what I observe in the classroom is not what I expect to observe’’ is
an epitome for the low expectation that the school community develops towards students. The
Ministry of Education endorsed the teachers’ professional competency standard (MoE, 2012)*3, and
teachers are expected to professionally prepare themselves vis-a-vis this standard. However,
generalized belief of underestimating students discloses a firm belief of representing students as a
standard against which classroom practice should operate. And the tendency stands against the
underlaying assumption that the principal role of teachers should be teach all students and help
them master learning (Yun, 2007). In fact, in the name of quality disaster, there is an entrenched
stereotype of tagging a generation that comes after not fit to the curriculum they are in change of
learning. This tendency is reflected even in policy researches conducted to reform the country’s
education system such as the Education Sector Review, Evaluative Research on the General
Education System of Ethiopia, and recently the Education Roadmap. Thus, it seems sound to
hypothesize that the self-fulfilling prophecy is not limited to Case-2, but it is a shared belief that

consistently prevails in the country’s education system across regimes.

Organizational loyalty was another barrier related to OLDs, the findings from Case-2 show
participants were unwilling to disclose limitations they observed, and this sense of organizational
loyalty or self-censorship hindered the learning of those instructional reforms since they lost the
opportunity to learn from mistakes. Organizations including schools which are built into a LO are
tolerant to errors (Argyrious and Shon, 1978), and learning from mistakes has been proved to be an
important facilitator in creating a LO (Weinzimmer and Esken, 2017). Thus, a tendency of self-
censorship that prevails in Case-2 might have resulted from authoritative leadership, and it
negatively affected learning opportunities and overall performance of the school as it is observed
from the school’s standing in cluster competitions, regional examinations, and school standard

evaluation.

33 Professional standard for Ethiopian School teachers (MoE, March 2012)
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The other barrier related to OLD was organizational amnesia; a term that directly describes
the organization's apparent inability or unwillingness to remember and learn from its past
experiences. This OLD highlight the repeated loss of valuable knowledge and the tendency to forget
lessons learned, leading to redundant efforts, and it is directly related to Senge’s (1991) concept of
delusion of learning from experience. In OL literature, knowledge management is among the kernel
qualities of LOs, they systematically store and manage the knowledge acquired via various
knowledge search mechanisms (Huber, 1991). The study revealed that data which could have been
potentially transformed into other knowledge management hierarchies is stored in the form of
minutes and piles in Case-1; but in Case-2 these data are discarded once teachers have got a tick in
the monthly checklist. That means, the data produced from peer and expert supervision reports,
experience sharing, and teachers’ CPD portfolios were not used to enhance further learning but to
satisfy the reporting requirements of the school and education authorities in the hierarchy. By the
time of the interview with the principal of Case-1, an attempt was made to check if the last ten
years’ minutes were available. However, he was only able to locate scrambled minutes. The
information which is saved from discarding was also rarely shared among teachers to improve
instruction since individuals and team of teachers lacked the freedom for interpreting the
information and transforming it into meaningful knowledge. This implies the data produced from
the aforementioned sources were at best stored in the hands of individuals, which is the most
volatile storage site (Wellman, 2009; Nelson and Winter, 1982 in Huber, 1991; Gioia and Poole,
1984). The common and relatively permanent storage sites in LOs such as computers (Argyris and
Schon, 1978) were lacking in the school or not properly handled. That means future endeavors for
creating a learning school is hampered due to inadequate storage and application of knowledge

accumulated over generation of the school community.

There is also a tendency of reform fatigue- which refers to a state of exhaustion, cynicism,
and resistance experienced by individuals or organizations due to an excessive number of changes
or reforms being implemented in a short period (See Elmore, 1996; Dilkes, Cunningham, and Gray,
2014; Fullan, 2007, Darling-Hammond, 2012). In particular, if there is multiplicity of reforms, it
may block genuine learning by school community (Elmore, 1996). The frequent change of reforms
especially related to teacher education programs and related reforms in instruction per se might
have caused this tendency in Case-2; whereas in Case-1 continuous refreshment trainings organized

by the school principal might have helped the communities of Case-1 to stay afresh.
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In Case-1, however, the training materials prepared by the school leader/sent from the
education hierarchies, selected CPD portfolios, supervision feedback (internal and external), and
related materials were stored in the computer or in a memorial centre for later use, and that places
Case-1 in a better position in knowledge management per se. This positional difference observed
between the two Case schools indicates how failure to knowledge management hinders OL in
schools. Of course, the school (Case-2) has computers to store such knowledge for later learning,
but because of this OLD related to knowledge management, it was unable to use the available
opportunity. Moreover, in Case-2, the opportunities neither from the learning teachers in the school
(like the biology teacher) nor from best performing schools around was exploited/explored and
shared to others, and such limitations are common in schools where the school leadership is not
committed to build a learning school (Senge et al, 2012). This, by and large, hindered workplace

learning in Case-2, and it could be taken as another OLD that prevails in the school.

Overall, the analysis of learning post-1994 instructional reforms in the primary schools of
Ethiopia reveals a persistent top-down tradition that marginalizes grassroots voices, prioritizes
compliance over contextual adaptation, and perpetuates systemic barriers to meaningful
organizational learning. While schools like Case-1 demonstrate the transformative potential of
servant leadership, structured OL mechanisms, and participatory knowledge management, the
broader system remains constrained by prescriptive policies and organizational learning disabilities
(e.g., reform fatigue, self-censorship, organizational amnesia, and the Golem effect). The findings
underscore that without addressing these entrenched issues—particularly the exclusion of
practitioners in reform initiation and the misalignment between post-1994 pedagogy and
assessment—even well-intentioned reforms risk becoming superficial exercises. Future efforts must
prioritize teacher agency, leadership models that foster double-loop learning, and systemic
coherence to bridge the gap between policy aspirations and classroom realities. That may help
schools in Ethiopia evolve into a true learning organization, capable of nurturing 21st-century
competencies endorsed by the 1994 education and training policy and sustained in the newly

endorsed education and training policy too.
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CHAPTER SIX
SUMMARY, CONCLUSION, AND RECOMMENDATIONS

6.1 Summary

Schools are places for learning, but this assertion could be proved true only if the schools
themselves are learning entities. When this learning is tailored to reforms related to teaching and
learning, the likelihood of improving student learning and overall school performance would
increase. The purpose of this study was, therefore, to explore the schools’ learning of post-1994
instructional reforms by employing the change and organizational learning theories as theoretical
lenses. To attain this objective the study framed the following basic research questions: i) What
do the reform approach and characteristics of post-1994 instructional reforms look like? ii) To
what extent primary schools were built into a learning organization in learning the instructional
reforms? How do case schools have learnt the reforms like active learning, continuous
assessment, action research, and reflective practice; and iii) What factors did foster/inhibit case

schools in the process of learning the instructional reforms?

To answer these questions, the study applied a mixed methods research design
(sequential explanatory one); procedurally, first a systematic literature review was conducted to
understand how the post-1994 instructional reforms like continuous assessment, active learning,
action research, and reflective practice were introduced. Second, quantitative survey was applied
to assess the extent of being a learning school by using standard questionnaires developed to
measure OL in school context. Third, two case schools (extreme cases) were selected based on
the results of the quantitative survey to understand the organizational learning mechanisms
applied by the case schools in the course of learning the post-1994 instructional reforms. Finally,
the factors that foster or hinder organizational learning in the school context were identified by

using the data collected from those case schools.

The study used primary and secondary sources; articles published and working
documents produced on the reform approaches- that were followed in the last eight decades of
the Ethiopian education- were the secondary sources used to understand the reform tradition. The

primary data were collected by using questionnaires from 48 primary schools and interview, and
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document review from two case schools functioning in North Shawa zones of the Amhara

regional state. The major findings are presented as follow:
Reform tradition

In Ethiopia, despite the heavy criticisms which each regime laid at the regime that
preceded it, the reform tradition seemed to continue ineluctably to follow an ‘opaque model’
which is closed to the main stakeholders. The reforms which have been endorsed in the last three
regimes, for instance, seem to overlook the voice of grassroots level practitioners, and especially
of teachers (minimum diversification of voices). Particular to the regime that introduced the
post1994 instructional reforms, TESO and curricular reforms following TESO were
managerially driven and characterized by ‘peripheralization of pedagogical practitioners’ which

fallen short of changing the reform tradition in the country.

The entrenched top-down reform tradition has led practitioners to develop either
resistance or reluctance to initiatives, which later led them to create false clarity or lip service
implementation depending upon the levels of coercion enforced by education authorities at the
top. Thus, a shift of reform tradition from mere prescriptive approach (supply-driven) to at least
a blend of the top-down and bottom-up approach (supply-demand mix) seems essential so as to
incorporate the voice of previously voiceless stakeholders and to create a fertile ground for
implementation of instructional reforms. Creating space to try out school level reforms could
also help grassroots level implementers adapt and localize nationwide education reforms.
Moreover, the age-old domination of Western ideas infiltrated through multilateral organizations
on reforming the country’s education needs serious attention, and short-term and long-term

strategies need to be designed to tailor education to the needs of the country.

The analyses also reveal that preparing the generation for an unknown distant future
seems to have been a common aim of reforming education over the last eight decades. But, in
this dynamic world when things are uncertain, knowledge and skills acquired today may be
obsolete tomorrow. This seems contrary to the 2030 agenda that aims to connect education to
sustainable development. That is, unlike the educational reforms I reviewed, the goal of
Education for Sustainable Development (SDG) is to transform life through education (UNESCO,

2015). To realize what has been planned in SDG, reformers need to frame the purpose of
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education in the country in a manner that maintains a fair balance between what education serves
the generation for today and for tomorrow’s needs. But, if the traditional ‘distant future’

continues as a theme, learners may lose the taste for what education is intended to be.

Access, equity, quality, relevance and efficiency have been priorities which the past three
regimes had aspired to address, and for which each regime had criticized its predecessor for not
addressing the problems linked to these priorities. There is an educative lesson from past regimes
that the rhetoric of addressing quintuple priorities simultaneously appears unrealistic. Thus,
further prioritizing the priorities needs to be an agendum that future education reforms should
critically consider. Moreover, qualified teacher/school leaders, quality curricula, and adequate
educational resources were taken as silver bullets for accomplishing the purposes which
educational reforms of the past three regimes aspired to achieve. Particularly, recruiting school
practitioners (teachers and school leaders) from the top tier of students seems to have been
rhetoric common to all the regimes. Nevertheless, winning the war for talent seems an
unrealistically hard to achieve plan for sectors like education. If it is to one day be realistic, given
the existing school context, it seems difficult for this cohort to work happily. Thus, it sounds
convincing to rethink the definition of talent; which in the current organizational learning

literature, refers to ability to learn continuously.

Despite the three regimes’ apparently contesting ideologies and different contexts, a
common thread of change as imposed by diktat and non-recognition, indeed suppression of,
grassroots voices impeded the efficacy of their stated desire for change. To break from this
tradition, a model, and indeed culture, of learning continuously must be nurtured, inculcated,
brought to bear and celebrated. This would help practitioners to effectively learn and further
develop reforming ideas in the world of work/schools. It also necessitates that the reform
process cultivates and includes the voices of all practitioners, learners and stakeholders, crucially
encouraging the freedom to initiate and try-out school-level reforms by grassroots level

practitioners. Let the voices, of the previously voiceless, resound!
Magnitude of being a learning organization

The primary and middle schools in the Amhara regional state were struggling to grow

into a learning organization, and the progress seems more promising in Level-III schools than in
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Level-1I schools. This progress, however, is limited in few constructs and characteristics of a
learning organization. Revising the schools’ standard guideline which is currently in use by the
Federal Ministry of Education in line with the constructs and characteristics of a LO could
catalyze the progress towards a learning school. In addition to revising the criteria of the school
standard currently in use by the Ministry of Education, rethinking the reforming approach from
top-down to at least the blended approach appears timely. This could empower schools and
teachers to provide context-relevant meaning and to buy-in the structural and program reforms

introduced to catalyse implementation and institutionalization of the instructional reform ideas.

Collective learning appears the living learning agency with respect to learning the
instructional reforms followed by school-wide learning. Nonetheless, learning by personal
agency lacked the qualities possessed by a lifelong learner. This might be due to the fact that the
school system overlooked personal growth and learning in professional development programs in
favour of collective growth. Thus, since personal learning is the building block for both
collective and school-wide learning, learning by personal agency should get fair representation in
workplace learning programs and teacher performance appraisals as well. Moreover, the results
from regression analysis show that the variability accounted for teacher and school-level
variables was not significant (12%) indicating the paramount role of ‘beyond teacher’ variables

likely linked to leadership.
Mechanisms of organizational learning

The qualitative findings complement the quantitative results in that L-IIT schools were
placed in good position in learning those reforms than L-II schools. Continuous professional
development, peer and expert supervision, on-job trainings from different sources, department
meetings, and forum discussions were government-given organizational learning mechanisms
(OLMs) applied to learn the reforms. Whereas communities in C1 had alterative OLMs, the
communities in C2 dominantly rely on instructional knowledge acquired during their initial
trainings, which might be obsolete. Moreover, most of these OLMs were performed by team and
school level; whereas, learning at individual agency was at most tacit or nonexistent for most

teachers.
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The rigor and quality of OLMs were found better in C1 than in C2 implying that L-III
schools are better placed than L-II schools in being a LO. Besides, C2 lacks almost all the
characteristics of a LO while it displayed some of the constructs like knowledge acquisition,

storage, interpretation, and dissemination.

With regard to the factors fostering or hindering organizational learning, different factors
contributed to the learning of the post-1994 instructional reforms in the workplace. Leadership
was found on top of other factors in fostering or hindering this learning; that is, in a situation
where there is good leadership who creates conducive school environment, the case school
showed well the constructs and characteristics of a learning organization. Specifically, it searches
for knowledge, stores it, interprets, disseminates and retrieves the instructional knowledge when
needed. In this kind of schools, there is also a tradition of sharing vision, team work, opportunity
for learning to all staff, culture of inquiry and innovation, and modeling good leadership.
Moreover, it was observed that learning communities emerge and sustain in a school
environment where the leadership is a servant type. The case school with good leadership was
able to display these constructs and characteristics of a LO via the organizational learning

mechanisms discussed in the previous sections.

Contrary to this, in schools where there is no good leadership, schools hardly display the
constructs of a LO, and particularly the characteristic features of a LO were missing. This
leadership difference likely leads the school to a tendency of organizational learning disabilities
like the reform fatigue, Golem effect, self-censorship, and organizational amnesia. Besides, in a
case school where workplace learning is not prevalent, other factors like in ability to balance
goals (teacher learning & student learning) and instructional traditions hindered OL. However,
factors like overdose in top-down prescriptions, contradiction between reform elements such as
contradiction between traditional mode of assessment and constructivist learning and content
coverage and co-construction of knowledge hindered OL in both schools though a school with

good leadership was able to manage the negative effects of these factors.

6.2 Conclusion

Key findings reveal that in Ethiopia, approaches to education reform—particularly in

curriculum and instruction—have remained largely unchanged over the past eighty years. With
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few exceptions, policies and curricula have been imposed top-down, systematically
marginalizing the voices of grassroots implementers, especially teachers. Successive regimes
have not only replicated the same reform traditions but have also mirrored one another in key
reform components, including educational objectives, priority areas, implementation strategies,
and primary stakeholders. This persistent exclusion of frontline voices has led to reform fatigue,
superficial compliance, and repeated failures to achieve meaningful instructional change. On top
of these problems, the school community seems challenged to learn those instructional reforms
and translate them to classroom practice. When reforms falter, teachers invariably bear the
blame—a pattern exemplified by the post-1994 instructional reforms. The prevailing discourse,
which reductively attributes failures to implementation issues, underscores this systemic
scapegoating. These dynamics continue to undermine current reform efforts under the Ethiopian
Education Roadmap. Even with legal frameworks like Proclamation No. 1183/2020 requiring
participatory policymaking, the voices of teachers and the broader school community seem

excluded from substantive roles in shaping curricular and instructional changes.

By knowledge acquisition, this study refers to the school’s ability to actively seek,
generate, and internalize new instructional knowledge, while organizational memory refers to the
extent to which such knowledge is retained, institutionalized, and reused through routines, shared
practices, and documented systems (Huber, 1991). Although the mean scores for both school
types fall within the moderate range, the relatively lower scores in knowledge acquisition (3.42
for already functioning schools and 3.17 for beginner schools) and organizational memory (3.56
vs. 3.25) indicate that schools are not strongly engaging in proactive learning activities such as
experimentation, inquiry, reflection, and systematic documentation of instructional reforms.This
pattern suggests that instructional reforms introduced after 1994 are largely received and
implemented in a compliance-oriented, top-down manner rather than being deeply internalized
and embedded into school practices. From a learning organization perspective, deep
organizational learning would be reflected in stronger performance in knowledge acquisition and
memory, as these dimensions signal sustained learning beyond initial adoption. The observed
weaknesses therefore imply that learning remains surface-level and episodic, rather than
continuous and institutionalized. The action dimension revealed similar patterns, with already
functioning schools (3.57) showing stronger performance than beginner schools (3.32). While

schools exhibited relative strengths in shared vision development and team learning, they
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struggled significantly with inherent features of a LO like establishing cultures of inquiry (mean
scores as low as 2.77-2.97 for personal agency) and external knowledge engagement. Thus, at
the individual level, teacher learning remains largely tacit or absent, indicating that reforms are

often institutionalized without deep personal engagement.

Most strikingly, the school-level variables explained only 12.1% of the variance in
learning magnitude, indicating that factors beyond school level variables like policy rigidity,
reform contradictions, and hierarchical structures played more substantial roles in determining
the variation in the magnitude of learning those reforms. The limited explanatory power of
school-level variables aligns with existing literature showing that when reforms are imposed
without meaningful participation of actors in the grassroots level, school-level variables become
poor indicators of reform success. This suggests that the power dynamics in the prescriptive
hierarchy likely play a more substantial role in determining how schools learn and internalize

prescribed reforms than traditional institutional or demographic characteristics.

Moreover, the current top-down reform approach has failed to cultivate the essential
characteristics of learning organizations across all school categories. The notably low scores in
personal agency—especially in knowledge acquisition—indicate that unless these systemic gaps
are addressed, even well-designed reforms may only achieve surface-level compliance rather

than driving meaningful, transformative change in the education practice of the country.

The effectiveness of Organizational Learning Mechanisms (OLMs) in supporting post-
1994 instructional reforms vary significantly across workplaces, largely due to differences in
leadership quality and structured learning systems. Schools with strong leadership and robust
OLMs—such as ongoing professional development, peer collaboration, and reflective forums—
demonstrate better knowledge management, shared vision, and team learning, aligning with key
traits of a LO. Servant leadership, in particular, fosters a culture of inquiry, innovation, and
collective accountability, helping schools reconcile reform-related contradictions. Conversely,
schools with weak leadership rely on superficial OLMs and exhibit organizational learning

deficits, including reform fatigue, self-censorship, organizational amnesia, and the Golem effect
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6.3 Recommendations

Based on the study’s findings and conclusions, the following recommendations are
proposed for policymakers, school leaders, and education stakeholders to enhance the
effectiveness of instructional reforms and foster a culture of continuous school-based learning.

To address the historical shortcomings of Ethiopia's education reform efforts, particularly
in instructional improvement, a fundamental shift from prescriptive to participatory reform
processes is needed. The consistent pattern of top-down imposition has demonstrably contributed
to the repeated failure of reforms, underscoring the necessity for the Ministry of Education and
Regional Education Bureaus to institutionalize practitioner involvement in the reform process.
This requires establishing structured mechanisms that elevate teacher voices through formal
representation in policy committees, systematic collection of classroom feedback, and
meaningful incorporation of school-based research findings into decision-making. Crucially, the
valuable insights currently generated through OLMs like textbook evaluations, supervision
feedback, and action research must be properly documented, analyzed, and translated into policy
adjustments rather than serving as nominal exercises conducted for reporting purpose alone. This
paradigm shift would not only improve implementation fidelity but also harness the experiential

knowledge of practitioners as a vital resource for educational improvement.

There is a striking contrast between the two principals in this study - where the first-
degree holder (Case 1) outperformed the more qualified but authoritarian master's degree holder
(Case 2) - provides crucial lessons for reforming principal selection and recruitment. Regional
education bureaus should prioritize leadership character over academic credentials when
selecting school leaders, specifically seeking candidates who demonstrate the devotion and
commitment shown by Case 1's principal. While maintaining minimum qualification standards,
deployment decisions should favor those who are committed to serve others, over those with
higher qualifications but top-down tendencies. This shift would increase the number of schools
that properly learn reforms rather than just implement them superficially. The education bureau
should also endorse functional systems to reward and pressure school leaders based on

accomplishments in reform implementation.

Since the weight given to the actual instructional process is minimum (Tadesse et al,

2022), the current school categorization system (Levels I-IV) based on input-process-output
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measures, demonstrates partial alignment with learning organization principles, particularly in
the process component. Findings indicate that Level-III schools show greater potential for
developing as learning organizations. This suggests the existing framework already contains
foundational elements for fostering organizational learning in schools. However, to
systematically cultivate this transformation, the Ministry of education should revise the school
standard guideline (MoE, 2014) to explicitly prioritize and strengthen learning organization
characteristics. The revised standards among others should: (1) elevate the weighting of
collaborative learning practices, (2) incorporate specific indicators for knowledge management
systems, and (3) reward evidence of organizational learning. The demonstrated success of Level-

IIT schools in operationalizing these elements confirms the viability of such an adjustment.

The current requirement of 60 annual professional development hours for teachers suffers
from implementation fragmentation across multiple uncoordinated platforms (CPD, forumes,
supervision, action research, score analysis, workshops, etc). While each mechanism holds value,
their scattered delivery dilutes effectiveness. The Ministry of Education in collaboration with the
regional education bureaus should: (1) systematically integrate these organizational learning
mechanisms into a coherent professional growth framework, (2) establish clear performance
metrics linking teacher engagement to measurable student learning outcomes, and (3) implement
a balanced accountability system that rewards schools demonstrating successful implementation
while providing targeted support for underperforming teachers. This restructuring would

transform the current checklist compliance approach into a meaningful learning continuum.

A fundamental misalignment exists between Ethiopia's post-1994 instructional reforms
promoting 2 1st century skills (critical thinking, creativity, problem-solving) and the persisting
traditional assessment system dominated by memory-based paper examinations. This
contradiction is exacerbated by the SIP's narrow equating of learning achievement with test
scores, which inevitably shapes teaching practices through assessment backwash. Teachers are
effectively compelled to prioritize score performance of students over implementing
constructivist pedagogies, undermining reform objectives. To resolve this systemic inconsistency,
the Ministry of Education and the regional bureaus need to: (1) redesign regional/national
examinations to authentically assess higher-order thinking skills, (2) develop complementary

classroom assessment tools aligned with reform pedagogies, and (3) reconfigure school
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performance metrics to value competency demonstration beyond test scores. Such alignment is
essential for realizing the sustained aspirations of both historical and current reforms like the

Education Transformation Program (MoE, 2023).

Moreover, to break the cycle of organizational learning disabilities identified in this study,
a multi-pronged systemic intervention is required. First, the Ministry of Education should
implement a nationwide program to combat the entrenched Golem effect, combining evidence-
based teacher training on growth mindset with public showcases of schools that achieve
exceptional results by maintaining high expectations. Second, knowledge management systems
must be institutionalized through mandatory memorial centers in all schools and standardized
digital repositories for preserving pedagogical knowledge, with particular attention to capturing
insights from transferring or retiring staff. Concomitantly, during transfer and retirement, the
MOoE should introduce a system that sanctions auditing knowledge as an organizational property
like that of the physical resources. Third, regional education bureaus need to establish
psychological safety mechanisms like anonymous feedback channels and reformed staff meeting
protocols to reduce self-censorship. Finally, to address reform fatigue, future initiatives should
incorporate learning periods where schools pilot reforms before full implementation, with
adjustments based on practitioner feedback. These interventions should be reinforced by
modifying accountability frameworks to value knowledge preservation and professional dialogue
as highly as physical resource management. Only through such comprehensive measures can the

education system overcome its chronic learning disabilities and create sustainable improvement.

For schools to effectively develop student competencies, they must first transform into
vibrant learning organizations themselves. While the Ministry's recent shift toward lesson study
in CPD is commendable, this must be reinforced by systemic support for school-based
professional learning communities. School principals should collaborate with woreda education
bureaus to create structured opportunities for teacher collaboration, peer observation, and
reflective dialogue as part of daily practice. The Ministry should further strengthen this
ecosystem by: (1) establishing formal coaching/mentoring partnerships between schools and
teacher education institutions, (2) developing online professional development platforms to

supplement in-person learning, and (3) providing resources for schools to document and share
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best practices. These interconnected strategies would create a lifelong learning culture where

teachers' professional growth directly enhances student learning.

The organizational learning findings, particularly from Case 1, challenge conventional
teacher recruitment paradigms. Rather than engaging in unattainable talent wars to attract top-tier
graduates to the teaching profession- an approach rooted in entity theory assumptions about fixed
teaching ability - the education system should prioritize candidates' learning motivation and
growth mindset (incremental theory). This shift would: (1) expand the qualified applicant pool
by valuing developmental potential over entry-level achievement scores, (2) align with evidence
that workplace learning (especially in collegial environments like Case-1 matters more than
initial training for teacher effectiveness, and (3) create sustainable professional growth systems
where schools become true learning organizations. The Ministry should accordingly redesign the
teacher selection and recruitment criteria to assess candidates' demonstrated curiosity,
receptiveness to feedback, and collaborative dispositions - traits that predict long-term
development in large teaching forces. This approach would prove particularly strategic for
Ethiopia's context, where scaling quality education requires maximizing the potential of all
teachers through continuous workplace learning rather than relying on an unattainable minority

of top talent.

The study reveals a critical implementation gap: while organizational learning
predominantly occurs at team and school-wide levels, actual reform enactment happens
individually in classrooms. To bridge this disconnection, a multi-tiered approach is needed. The
Ministry should strengthen licensing/relicensing programs to mandate evidence of personal
learning growth through, for example, classroom implementation portfolios, reflective practice
journals, and peer-reviewed lesson studies. Simultaneously, regional and woreda education
offices must collaborate with school leaders to provide basic infrastructure (reliable internet,
digital devices, and quiet learning spaces) enabling teachers' self-directed online professional
development. These combined measures would create an ecosystem where personal agency

becomes the driver rather than the weak link in learning those instructional reforms.

This study also reveals how funding agencies have persistently shaped Ethiopia's
educational reforms, using financial leverage to prescribe instructional approaches that often

misalign with local contexts. While external funding remains necessary for educational
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development, policymakers must reassert national ownership of reform processes by: (1)
establishing multi-stakeholder reform councils that elevate practitioner, student, and community
voices in decision-making; (2) developing stringent contextual relevance frameworks for all
externally-funded programs; and (3) aligning curriculum development with Ethiopia's specific
economic transformation pathways rather than donor priorities. The Ministry should particularly
strengthen its technical capacity to critically evaluate and adapt foreign-sponsored reform
proposals, ensuring they undergo rigorous localization processes before implementation. This
balanced approach would maintain access to essential funding while preventing the historical
pattern of relevance-compromised reforms, ultimately serving Ethiopia's long-term development

needs rather than external agendas.

Finally, this study proposes three contesting hypotheses that challenge conventional
wisdom in educational reform: (1) Leadership determines the success or failure of reforms,
especially in prescribed reform tradition contradicting to the dominant teacher-centric paradigm,;
(2) Teachers teach not necessarily as they were taught (or unlikely to inherit pedagogy), but as
they are expected to assess; and (3) Teacher recruitment should prioritize learning ability over
entry achievement. Nevertheless, these propositions warrant rigorous empirical validation
through longitudinal studies comparing leadership-focused versus teacher-focused improvement
models, pedagogical analysis across varied assessment systems, and tracking of differentially
recruited teachers' career trajectories. The emergent concept of organizational learning
disabilities (Golem effect, institutional amnesia, reform fatigue, and self-censorship) identified in
this study merits particular attention as a novel framework for diagnosing chronic reform
implementation barriers. Future research should operationalize this construct through systematic
taxonomy development and cross-cultural validation studies. Additionally, the field requires
refined organizational learning measurement tools - current holistic questionnaires need

adaptation to reform-specific learning contexts.

In sum, Ethiopia’s education system stands at a crossroads: it can either perpetuate the
cycle of top-down, poorly internalized reforms or embrace a transformative approach that
empowers schools as learning organizations. By adopting these recommendations, policymakers
and practitioners can bridge the gap between reform intentions and classroom realities,

ultimately improving student learning outcomes.
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Appendix-1

List of schools by Zones and Woredas

Zone Woreda School
1. Balamberas yilma wey
1. Ankober 2. Mehalwonz
3. Debele
2. Basonaworena 4. Woshawushign
5. Baso
1. North Shawa 3. Debre Birhan 6. Model2
7. Deneba
4. Ensaro 8. LijSiyoumGhiwot
9. Edget
10. Mehalmeda
5. Menzgera 11. Tsehay Sina
12. Alemtena
6. Mojanawodera 13. Tarmaber
14. Enewari
7. Moretnajiru 15. Mangudo
16. Abiye
8. Tarmaber 17. Armanya
18. Michig
9. Basoliben 19. Yejube
20. Asenemariam
21. Geremis
10. D/T/Gin 22. Muga
11. DebayTGin 23. Kuy
24. Dejba
12. Debrelias 25. Tigilfire
13. Debremarkos 26. Abima
27. Gotera
28. Hailuyosedek
29. Wdajekebede
14. Enemay 30. Yetmen
31. AmanuelN1
32. Embuli
East Gojjam 15. Machakel 33. Yewula
34. Atsedemariam
16. Andabet 35. Shime
17. D/Tabor 36. Atsetewodros
South Gondar 18. Dera 37. Addisalem
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38.

Anbesame

39.

Genetemariam

40.

Shimemaria

41.

Tebabari

19. Este

42.

Mekaneyesus

43.

Shenbekoch

44,

Shilekt

45.

Tejbara

46.

Zigora

20. Farta

47.

Fasilminch
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Appendix-2a
Questionnaires for Teachers

Addis Ababa University
College of Education and Language Studies
Department of Curriculum and Comparative Education

Teacher SLO Questionnaire (Original English Version)

Dear Respondent!

I am a Doctoral Candidate in Addis Ababa University, Department of Curriculum and Instruction;
thus, this questionnaire is designed to gather data for the research work I am supposed to submit

as a requirement for PhD in curriculum studies.

The study is based on field data collected from multi-method instruments designed to gather data
from different research participants, and this questionnaire is one of these instruments. The
questionnaire has two parts: part one requests you to provide background data and part two asks
you to rate the level to which the stated actions and thoughts are practiced/reflected in your

school.

Although it is an academic exercise, the research may contribute to improve policy and practice.
But, the reliability, validity and objectivity of the findings and the entire research work depends
on the data you provide me. Thus; if you are willing enough to provide the data, I kindly request

you to provide genuine data that can truly describe the situation in your school.

I would like to assure in advance that all the information you provide will be kept confidential in

the entire research process.

Thank you in Advance!
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A) General Information

1) School name:

2) Year established:

3) Zone where school is located:

4) Woreda:
5) School standard level in 2014 EC:
[1] Level 1 [2] Level 2 [3] Level 3

6) Number of teachers in the school:
Male:  Female:
7) Your gender: [1] Male [2] Female
8) Your professional career level:
[1] Beginner teacher
[2] Intermediate teacher
[3] Teacher
[4] Senior teacher
[5] Lead teacher
9) Your teaching experience:
[1] <5 years
[2] 5-10 years
[3] 11-15 years
[4] >15 years
10) Your current qualification:
[1] 10+1/12+1
[2] 10+3/12+2
[3] First degree
[4] Other:
11) Subject(s) you teach:

[4] Level 4

12) Grade levels you teach:
[1] Grades 1-4
[2] Grades 5-8
[3] Grades 1-8
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[4] Other (specity):
13) In your assessment, how would you rate the implementation of continuous professional
development programs in your school?
[1] Very low
[2] Low
[3] Medium
[4] High
[5] Very high
Part-Two: Items measuring Organizational Learning in School Context
The items in the table below are adapted to measure thinking and actions in your school with
respect to organizational learning. The questionnaire contains a total of 52 items (19 items for
measuring the thinking dimension and 33 for action dimension) and it will take less than an hour.
Each of the items has five alternatives that ranges between ‘Strongly Disagree’ and Strongly

Agree. Please read each item carefully and rate each action/thinking in the following way

a If your response is “Strongly disagree”, put a tick mark (V) ..........

b If your response is “Disagree”, put a tick mark (V) .....................

c If your response is “Not yet decided”, put a tick mark S

d If your response is “Agree”, put a tick mark (V) ................

N S| Wl N -

e If your response is “Strongly Agreed”, put a tick mark (\) .........
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S.No.** | Items measuring the THINKING DIMENSION of an LO 4

1. [A] | The school encourages teachers to be part of formal and informal networks
from outside the school

2. [A] | New ideas and approaches of the way of doing things are experimented.

3. [A] | As aresult of the experience acquired, teachers are more efficient in
exercising their responsibilities.

4. [D] | There is some time devoted to discussions about the school’s future needs.

5. [A] | Teachers are informed of how the school was created, its mission and
philosophy of work

6. [A] | There is consolidated research and/or development policy at the level of the
school

7. [D] | Regular meetings are held between departments to integrate the existing
information.

8. [D] | Vital information is transmitted quickly to all teachers.

9. [D] | There are people responsible for collecting the proposals made by the
school’s teachers, to reunite and distribute them internally.

10. JA] | School systems and procedures support innovation

11. [I] | Obtaining an interpretation as uniform as possible of the information which
has significance for the school is attempted

12. [I] | All the teachers share and are committed to the mission of the school.

13. [A] | Information about possible changes in the environment in which we operate
is collected.

14. [A] | Itis to be learned from other schools to be able to respond to problems
before they arise.

15. [M] | The school has databases to store information, knowledge, experiences so as
to be able to use them later on

16. [M] | Databases are constantly updated.

17. [M] | Teachers have access to the school’s databases, depending on the specific
needs of their activity.

18. [M] | Once the teachers know who they have to contact in the school, when an
opportunity or problem arises, it is possible to have access to that person in a
convenient way.

19. [M] | Teachers are aware of who are the people with the specific abilities and

experience to intervene when an opportunity or problem arises

3 Knowledge Acquisition (A), Memory (M), Interpretation (I), and Dissemination (D)
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Items measuring ACTION DIMENSIONS of an LO

1 | Learning and teaching are oriented towards realizing the vision
2 | Vision is the outcome of a process involving all staff
Students, parents, the external community and other partners are invited to contribute to the
3 | school’s vision
4 | All staff engage in continuous professional learning
5 | Professional learning is focused on student learning and school goals
Staff are fully engaged in identifying the aims and priorities for their own professional
6 | learning
7 | Professional learning is based on assessment and feedback
8 | Time and other resources are provided to support professional learning
9 | The school’s culture promotes and supports professional learning
10 | Staff learn how to work together as a team
Collaborative working and collective learning are focused and enhance learning experiences
11 | and outcomes of students and/or staff practice
12 | Staff feel comfortable turning to each other for consultation and advice
13 | Staff reflect together on how to make their own learning more powerful
14 | The school supports and recognizes staff for taking initiative and risks
15 | Staff engage in forms of inquiry to investigate and extend their practice
16 | Inquiry is used to establish and maintain a rhythm of learning, change and innovation
17 | Staff have open minds towards doing things differently
18 | Students are actively engaged in inquiry
19 | Systems are in place to examine progress and gaps between current and expected impact
20 | Sources of research evidence are readily available and easily accessed
21 | Structures for regular dialogue and knowledge exchange are in place
Staff have the capacity to analyse and use multiple sources of data for feedback, including
22 | through ICT, to inform teaching and allocate resources
The school development plan is evidence-informed, based on learning from self-assessment,
23 | and updated regularly
24 | The school evaluates the impact of professional learning
25 | The school scans its external environment to respond quickly to challenges and opportunities
Staff collaborate, learn and exchange knowledge with peers in other schools through
26 | networks and/or school-to-school collaborations
The school partners with higher education institutions, businesses, and/or public or non-
27 | governmental organizations in efforts to deepen and extend learning
ICT is widely used to facilitate communication, knowledge exchange and collaboration with
28 | the external environment
School leaders model learning leadership, distribute leadership and help grow other leaders,
29 | including students
School leaders develop the culture, structures and conditions to facilitate professional
30 | dialogue, collaboration and knowledge exchange
School leaders ensure that the organization’s actions are consistent with its vision, goals and
31 | values
School leaders promote and participate in strong collaboration with other schools, parents, the
32 | community, higher education institutions and other partners
School leaders ensure an integrated approach to responding to students’ learning and other
33 | needs
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Appendix-2b

Translated English Version SLO Questionnaire

Table one-Thinking perspective

S. No. | Sentence |

1.[A] | The school encourages teachers to be part of formal and
informal networks outside the school.

2.[A] | There are attempts to implement new ideas

3.[A] | Based on experiences they get; teachers implement
responsibilities effectively.

4.[A] | There is time set for discussions on future needs of the school.

5.[A] | Teachers are told how the school was established, its mission
and its motto.

6.[A] | There is a well-established action research practice in the
school.

7.ID] | There are interdepartmental ordinary meetings to share
experiences obtained through trainings and collaborative/
collegial learning.

8.[D] | Information helpful for the teaching and learning are dispatched
promptly for teachers in the school.

9.ID] | There are teachers assigned to collect and redistribute ideas
forwarded in collegial learning processes in the school.

10.[A] | The school system and procedures support creativity.

11.[I] | Attempt was made to make information necessary for the
school to have a common meaning.

12.[1] | Sharing information necessary for the teaching and learning, all
teachers work collaboratively to meet the mission of the school.

13.[A] | Information is gathered about system changes to be
implemented in the school environment (inside and outside the
compound).

14.[A] | The school shares experience from other schools on ways of
reacting to problems to occur before hand.

15.[M] | The school has database to store and reuse information,
knowledge and experience.

16.[M] | The database used to store information is updated consistently.

17.[M] | The database in the school is easily accessible by the teachers.

18.[M] | Teachers can find a knowledgeable teacher to respond to their
questions whenever they encounter quires about teaching and
learning.

19.[M] | Teachers know especially talented and experienced teachers

who can use opportunities and know how to tackle problems
when opportunities or problems occur.
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Table Two-Action perspective

S. No. | Sentence 1
1.[V] | The teaching and learning held in the school are geared
towards materializing school vision.
2.[V] | Vision of the school is a result of the entire school
community participation.
3.[V] | Students, parents, the community and other stake holders
were invited to contribute for the vision of the school.
4.[CPL] | In the school, all teachers participate in CPD.
5.[CPL] | Student learning and school goals are focuses of
professional development in the school.
6.[CPL] | Teachers are engaged entirely by identifying their
priorities and personal professional development goals.
7.[CPL] | In the school, professional development is based on
assessment/evaluation and comments.
8.[CPL] | Time and other inputs are assigned to support teachers’
professional development.
9.[CPL] | Culture of the school encourages and supports
professional development.
10.[TL] | Teachers learn from each other how to work
collaboratively in teams.
11.[TL] | Team and collaborative learning based on face to face
and ICT can improve student and/or teacher training and
teaching experiences and products. The Amharic version
is not clear!!!
12.[TL] | School teachers are comfortable with the consultations
and support they give each other about teaching and
learning.
13.[TL] | Teachers rethink and share ideas on how to be more
successful in what they teach.
14.[1E] | The school supports teachers who employ new practices;
has positive attitude towards mistakes in the new
practices and acknowledges good results.
15.[1E] | Teachers have developed inquiry culture to assess their
experiences and share better experiences.
16.[1E] | Inquiry culture in the school is employed to establish and
sustain teaching, change and creative styles.
17.[1E] | Teachers in the school attempt continuously to implement
things in different ways.
18.[1E] | There is a fertile ground for students in the school to be
inquisitive.
19.[CEK] | A system is developed to evaluate the process and gaps
between current and expected practice in the school.
20.[CEK] | Research works done by school teachers and documents

can easily be accessed.
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21.[CEK]

Structures are established for ordinary discussions and
knowledge sharing in the school.

22.[CEK]

Teachers have the capability to analyze and use database
helpful for their teaching.

23.[CEK]

Development plan of the school is based on evidence,
improvement through self-evaluation and that updates
itself through time.

24.[LE]

The school evaluates positive effects of CPD every time.

25.[LE]

The school evaluates external environments to give
timely response to challenges and opportunities.

26.[LE]

Teachers of the school work collaboratively with other
school teachers, learn from each other and share
knowledge.

27.[LE]

The school works in collaboration with higher education
institutes, prosperous individuals or government/ non-
government organizations to support teacher
collaborative learning and sustainability.

28.[LE]

ICT is widely used to link the school with outside school
environment and facilitate knowledge exchange and
collaboration.

29.[LL]

School leaders model learning leadership, share
leadership and bring up students and other leaders.

30.[LL]

Leaders of the school make structural attempts to
improve professional discussions, collaboration and
knowledge exchange among teachers.

31.[LL]

Leaders of the school verify that school practices are in
accordance with the vision, goals and values of the
school.

32.[LL]

School leaders have established strong collaboration with
other schools, parents, the community, higher education
institutes and other stake holders.

33.[LL]

School leaders perform coordinated jobs to respond to
student education and other needs.

Thank you very much for your precious time!
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SLO Questionnaire Amharic Version
A8 ANN RLACA L
PHIRUCT AT N1-NUL DA
PACH+-FIUCT TI°UCT hEA
NaogRYsLy PR PA PRU-S AP ML P

o2 +NFL!

AL PHU @®Mmed AHIE Nh&N ANN RLACAtL P35 £9¢ +¢ 7175: PAPMBE PT
QAMID /NPT ATLIM ¢ +299F (Learning Organization) £ANTY 848 dod+1
i@ ACAP PARAMF aoZ8 AHU +NC NF Pm-A UPY AN APLLITPU
ALT8Y18. T m P NMART NN IRAR ATRAM NTFUTT AMESPFAL:

hohJ5 aC!
U) 84 ao/B
1) P4/NE 9o 2) P+aeAL+NF gant:
3) F/Nk PARIENF HY 4)mL8
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A) HCHC H9 PR PF

NHU NFT NATMLH AL NC PPLMT mPRPT AALTISTSTD ATPNT ATPNT ATILcheT

+PIPM@ATFPA: TCATLTFD-I° [1] £&T° AANTITIIRT [2] AANTITIIRT [3]F°AN ATRAMT

AF1LALT [4] ANTRTRAU AS [5] NMZ° ANTRITRAL THAT 1@ APLYI8TST mPR ACNP

NT.A4%NT F/NF NAG A+INNC ATRC PHIM 9PAR 2Am- ANAPT::

NTIMELH A E

+.¢

9/ &+-11CF
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mYLT NH/Nk @6 PA TRENG AT MRENT PALE AOr3(-
a/N+ AGRAA 03NN 27T (Networks like study group) Ahd A8 U

T/t PNLFFA=

2. [A]

Nt/Nk A8AN UANT AT ANGC HEPT BAPNlfrx:

3. [A]

PF/Nk IRYLT NAANFC F/NFF JC NTRLLCTHT ATPE AD-D-M
NTFF ATRL JALTFTF@T NNPT NAPDMT AL §FMD-=

4. [D]

NA FPRUCT Nk POLLT &A1 ACPDPPF P+aRLN TH AA:

5. [A]

mgRysy FIRUCT Nk ATEF ATRHELMLT TAOND: AT PAL GANGTD-
oY ATEUY R114FPA=

6. [A]

Nt9RUCT Nk 828 P+MTNZ P+oINEP FRCIRC +9PRC AA:

7. [D]

NNAMS AT ACNNCH NARagayC Y 2+ P+7F a/5PFF ATIPY £
NFRUCT A&AT aPhhA aeng ANANPT £hY8A.

8. [D]

NF/Nk ACRAC A+ g MPM, PPF ARZEPTF AUAID aRgRYLT
N&EMTF LHAAGA:

9. [D]

NF/Nk POCANCH araqanC 4 &5 P+ UANTT AANAN ATLIT
ATMALT YALTE PHAMTFE: ARIRULTY Ak

10.[A]

PHIRUCT Nk ANGCS (system) PANGC L84TF (procedures) £Mé
L2

11.[1]

AT/Nk MPRF PAD-T AO2E N+FA MY @ PLT +CFI° ATL.PL0-
ADY £ /9 HaRRZA:

12.[1]

UAgD aRgRy sy AMRARC-ayR+a9C N4 M P, PUPF ARZEPTT ACANCH
NaRI4%F 0+ /Nk +AOD ATIANT NFIF LALA:

13.[A]

NF/N& NN, [FPLLN, AT @-68:]ALLTF NATLTFA PANGLC AD-MF
a/8 £ANNNA:

14.[A]

TICTF hahAFTFO- N+ TPAR RAMT AT18.F4A F/Nt AT
T/NAT FIRUCT LONSA =

15.[M]
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16.[M]

NF/Nk A°LEY ATYMe-$I° POy M-A £$F (databases) PATILLM
LHIPG A

17.[M]

Nt/Nt P4 PaRlE £+F (databases) ADRIRULT NPAN +24-N TF O

18.[M]

aoagragh+agCy P+a@AR+E M PRPF NIMMFM- PF/Nk ARIRYLT
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A18.L8CT +INHPA
4. [CPL] | NF/Nk AR aRgRYLs eMLYF PAD- PP AT9+ (CPD) AL BA+4KA
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ame (Ao AT+ P
7. [CPL] | NH/Nk PaRgRYLy a™ PP ATyt (professional development)a@®ZE NARANANE
NAo+%+7% A5 +10, INZRAN NAPAMT AR P+ARAL+ 1D
8. [CPL] | PH/Nk7 ORgRY Ly PP AMHE: AARLI&E 1H AT AdeT 9INPT +ODENPA:
9. [CPL] | P+9PUCT Nk NUA (school culture) a™> PP AT+Y PNZFFAILLT4GA::
10. [TL] agny sy ALY P1a- AL+ ANZM PNLF ATLMTA OCANCH L9999 A
11. [TL] NF/NE NETFALT DEIR NALAT TL294 M argRyYsy P+ N&FM NFNNC/N I
papaqanC e)N.t PARGRY LYY PARARC AGRRTFTY AG P+ PF T MMyt PR PAL T
TF@m-::
12. [TL] PF/NE aRgRYLy apayC ayn+aR4Ty NA9,aRANT: ACANCH aRdDhnCGE dpe 77§ gof+t
LSAMTFPA:
13. [TL] gy NM,PA+IR4F FIRUCT AT PNAM @M PY AL FA NI4
PAANAKRE YANTD BAPOMA::
14. [IE] T/ A88N ANGC ATLIPNG aRgRY sy & 0& PRCIAL NA™N4- 121 PTL MG
NU+$F7T NNT LAPANFAL A+TT APANTD MFID AT £AMA::
15. [IF] | O°9PULT ATPRFO-Y AGRARCADC AG JRCA +PACT ATINGTF PAPMES (inquiry)
NUA ATAN+PA::
16. [IE] NF/N+ PAPME S NUA {inguiry) PARMCT PAD-D AT PAME HENY ACRARNLT AT
AMSPT N AL LA
17. [IE] PF/Nk ARIRYLT 1ICTT NTAP ARY78 ATPNLTF PATRIM M2t PLCIN:
18. [IE] PFr/NE +TLPTF MPb AV IF i PTF +4MCATFPA:
19.[CEK] | NF/Nt AT NA® AT NT,MNP@- d®hhd PADY Y8+ AGT N&+HTTY AL +RH
NCYPF +HCO+PA=
20.[CEK] | NF/NE aogeysy +A4 PIRCIPC NPT AT TINCEPT NAATF NPAX ATTF EFAA:
21.[CEK] | NF/Nk AR, M-L L4 AT PAM-$F AD-M-Mm MRPEHCF (structures) THCI+PA:
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23.[CEK] | PF/Nk POLIT A% L NTINCE P+LI4TF NN 919R79% NARARL AL P+ORA/+ AG
Ne72LHM APHADY PAQ YL M-
D4, [LE] | #9°UCH Nk P+NF8 AP AG9E (CPD) PATT@Y N9 +HAF NPLH M- £7aRea9
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EAPOMA:

R7

F/Nk PARIRYLTT POCANCH ARARaRC AMRLIE AT eMELY+T AT I hh&+E
FIRUCTH +2TBF NNAYNTT DLID aRYoNF@ /YW 4P NAPE BCERT IC
LAdAx

P8

NF/Nk PAEAL NP AR NE-a@ ANNMN, (ATPAA NAAT F/NET) IC PAOHT
AM@ AT FNNC AT FFF NALD mPIR AL LMAA:

9.
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LN&A:
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Appendix-3
Interview Guide items for school principals and teachers

Interview Protocol

Thank you for participating in this study. Today, we’ll discuss how your school engages with
post-1994 instructional reforms like active learning, continuous assessment, action research,
reflective practice. Your insights will help me understand the learning processes around these
changes. This interview will take approximately 60 minutes. All responses will remain

confidential. Do you consent to proceed? May I record this conversation for accuracy?

1) Could you briefly share your professional background your qualifications, teaching or
leadership roles, subjects taught, and how long you’ve been at this school?

2) Can you share with us the number of students and teachers in the schools (for school
principals only)?

3) How the school acquires knowledge on post-1994 instructional reforms like active
learning, continuous assessment, action research, and reflective practice: (a) at the school
level; b) at team level; and c) at Individual teacher level?

4) How do teachers in the school share with this knowledge between and within teams?

5) What is the source of instructional knowledge for the school, teams, and individual
teachers and where does this knowledge store?

6) What does the school do with this knowledge (if any)? Do individual teachers, teams, and
the school community as a whole have freedom to generate their own meaning out of this
knowledge/ information?

7) What facilitates/inhibits individual, team, and school-wide learning of the above-
mentioned instructional reforms?

8) Does the school have a vision and mission? What is the focus of this vision? and mission?
How was this vision and mission developed and shared with stakeholders?

9) Are there opportunities for staff continuous learning? Can you name these opportunities?
Who created these opportunities? Why are such learning opportunities created? To what
degree these opportunities were continuous/lifelong?

10) Do teachers in the school work in teams? If yes, on what issues do teachers work in teams?

Can you name some of these teams which have been previously/currently functional?
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What is the degree of collaboration you observed between team members? Do these
team-ups self-initiated or established by someone else?

11) Do teachers in the school encouraged to make inquiry, innovation, and exploration? How
do this encouragement from the school/leaders manifested? What
inquiry/innovation/exploration practice does the school/team/individual teachers
undertake yet including instructional technologies? What looks like the freedom the
school/team/individual teachers have to make inquiry, innovation, and exploration?

12) Are there systems in the school for collecting and exchanging knowledge about active
learning, continuous assessment, action research, and reflective practice? If yes, please
elaborate the systems, and how these systems are embedded within the school system?
How do these systems are connected each other the accomplish the school’s vision and
mission?

13) What opportunities are these to the school/teacher team-ups, and individual teachers to
learn from other nearby schools about teaching and learning?

14) How do the school leadership (principal/vice principals, supervisor, department heads,
etc.) support the learning of the above-mentioned reforms in the school context?

15) Any additional comment you want to add, please

Thank you for devoting your time!
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Appendix-4:Transcriptions

Case-1Principal (11/3/2016)

A. What are the major achievements of the school?

I. Income Generation

- Organizing the administration: - schools should be led by the people. The budget we were
receiving the government is very small. It is not enough to run the school. We have

o Preschool-308

o Primary -1100

To strengthen the school in terms of inputs (materially and financially), the participation of the
people’s is very important. Then, I have conducted a study and find out that the participation of
the people in this regard is very important. Making the people to make financial contribution was
among my first tasks.

The total amount I have received from the city administration is 16,000, which is quite small
amount. It is literary impossible to manage a school with 1400 students with such small amount
of money. even, it is not enough to pay a one-month salary of contract workers. For instance, I
have six caretakers for preschool (each with a salary of 2500 birr), three guard, one IT and there
are also Janitors. I pay up to 25,000 birrs per month for contract workers. The cost of the paper
of the mid-exam costs more than 16,000 birr. It is the people who pay the salaries of these
workers. Therefore, the people involvement is extremely important.

Given all the circumstances, I can’t sit and take monthly salary. I have to serve the people who
helped me to educate. I have to devote and support my community. It is interesting that I have
brought a visible change in the school. When I arrived at the school, there were about 14 or 15
preschool students. But now, we have more than 300 students. The people are positive and
involved greatly in advancing my plans.

I have also tried to find other sources of income. I set up four container shops in the city. They
are also serving as additional sources of income. The school earns a minimum of 150,000 birr
yearly from the shops. Generating income is one of the main tasks of a principal.

II. Reducing the student-class ratio
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We build additional building and tried to reduce the high student-class ratio. Currently, the ratio
is reduced to 1 to 35. The viability of classroom enabled us to provide a full day education to
eight grade students.

III. Improving the parent-student relationship

We make the parents to participate in the learning teaching process through various organization,
such as in parent committee. They participated in several ways such as providing advice to the
students and making financial contribution. Financially, they contribute up to 400, 000 birrs
annually.

B. What are the major tasks done in relation to teachers and what was their contribution to the
achievements?

I. Thave attempted to build a positive relation with the teachers. I tried to lead by example.
We are able to create teachers who make adequate preparation for their lessons. We think we are
successful. The result we achieved on the student’s performance is a testimony to this.

- We have received the zonal award for more than six time and at woreda level also were
awarded for more than six times. At regional level, we are awarded three time. All of them were
for achieves in improving the students’ performance (educational sector).

- The awards were given after adequate inspection of our works by the respective authorities.
They evaluated our performance in all aspects.

At national levels, we have also received awards at national level for helping our students
learning. For instance, better performance demonstrated by students from grade 1 to 4, we were
awarded a piano (costs more than a million birr).

However, the recognition they gave is limited to material. It would be better if they gave me an
opportunity to continue my second degree. This is the negative part of the system. They wanted
us to remain here. They do not want us to progress and contribute something bigger somewhere
else.

Case-1 Principal

Interview (12/3/2016)

Experience

I have 12 years’ experience of teaching and 11 years as principal, totally 23 years.
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There was a vacancy for principalship. I applied for the job and succeeded to get it. They gave us
a training and then, I began my job as principal. | have BA degree in Education Planning from
Adama University, which is very helpful to my job.

Where else do you serve as a teacher and a principal?
In my 12 years of teaching experience, I worked in many schools but as principal I worked in
one additional school other than Case-1.
A. Do the school have vision? what is its focus? in what ways did it developed?
Education is not something that every school could develop its own vision. We all have common
visions. Our vision is creating citizens with perfect personality and capable of advancing the
country forward. This vision is given to us at national level; it aimed at assuring the continuity
and prosperity of the country. Inside it, there are also individuals, who have the same vision of
improvement and prosperity.
B. What was the contribution of the school while the vision is framed?
What we did in this regard is adopting the vision send from the center to the local circumstance
(top-down). We tried to frame the school vision as per the interest of the society. We have tried
to understand what the society expect from the school.
There is

entrenched poverty

high illiteracy

low motivation to send children to school

To encounter this problem, there should be a school with vision. This was the base of our vision.

C. What was the participation of the students and teachers in framing the vision?

Though it is difficult to say it is satisfactory, students have participated in our strategic plans
prepared for three and five years. The society is also participated, everyone has a share to
contribute. This has helped the interest of the society and include in the school plan.

The school has a committee with six members. It has the duty of collecting data from the
stakeholders’ society, students, teachers and analyzing it, which then be used in the preparation
of the school plan. Besides, it sets the priority of the school.

D. Does the vision of the school changes in your 11 years role as the school principal? If the

source of the vision is the society, the visions of the schools vary from place to place (given that
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the interest of the society various in time and place); if so, do you think that schools in different
places have different visions?
No, schools in different places share similar vision. In addition, vision of creating citizens
capable of solving the problem of the society has not been changed both in time and place. The
difference lays on our mission, that is our way to the common vision might vary. We have also
specific objectives. In this regard, there might be variations.
E. Is there any direction given by the woreda, zone and region about the content of the vision?
Yes, they give as a content that could be used as a starting input to define our vision. If we find
their idea acceptable, we could use their plan. Mostly they send us plan of the woreda, Zone and
the region, then we prepare our plan based on theirs.
F. How do you share the vision of the school with stakeholders?
We organize meeting with stakeholders to share our plans and visions. Sometimes, we organize
meetings with some selected parents and make discussions. Besides, we also try to collect inputs
through questionnaires. Then, we include the inputs collected through discussion and
questionnaires.
G. How do you make teachers to include the vision of the schools in their tasks and plans? What
about the students?
The main tasks have been done by the teachers, school leaders, parent committee, and school
board. It is with these groups that we executed most of our takes.
H. What are the opportunities created for the school community to educate itself individually
and as group at institutional level?
- There is a system set for the teachers to upgrade themselves

What about the measures taken to enhance the professionality of the teachers, which makes
them to handle changes in the curriculum and the need of different students?
We have tried to update our teachers through CPD training. It has continued throughout my
eleven years leadership. It helps them teachers to update with the existing condition and the
students’ interests.
In addition, the government gives us training whenever the curriculum/ the book changes. In
every three or five years the government change text books. Then, trainings have been given to

the teachers to acquaint them with the change.
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The NGOs are also involved in providing trainings. We require them to give us education related
training based on our need assessment.
The teachers’ education college also gives us training. We also work in cooperation with the
university. They helped us in science subjects. They send us professionals who train our teachers.
In other time, we got to the university for trainings.
I.  What are the main topics emphasized in the trainings?
In CPD; - continuous assessment is the most emphasized. For instance, there is training on table
of specification that could be used for evaluation. It is time intensive and could not be achieved
easily. In this regard, there is a perpetual challenge, what we can do best is reducing the gap.
- Trainings on the preparation of teaching aids and student management are also given.
It varies in every year. We focus on three issues in one academic year. In 2009 academic year,
for instance, it was focused on action research, participatory teaching and professional dialogue.
NB: - we included professional dialogue in everyware’s program. It helps teachers to have
similar practices in teaching and evaluating their students.
J. At individual level, teachers should be readers. They are expected to have adequate
knowledge of their subjects and the mode of delivery and assessment. Is there anyways that you
could follow this?
We try to improve the teachers’ interest for reading by improving our library. We have
committed up to 10,000 birr to buy books. In addition, 10% of the GEQIP (€h-T) budget is also
used for this purpose.
We have the data about how many students and teachers read in the library in every day.
Do you include this (readership) teacher performance evaluation check list?
Yes, the performance appraisal checklist has included both who read and help students to read.
Does this task had done continuously? Have you witnessed this in your 11 years of
leadership?
Yes, we have implemented it continuously and seriously. The task has been implemented at all
levels at individual, team and school levels. One of the objectives of CPD is this. It helps
teachers who acquired better knowledge individual to share with their colleagues. We have ICT
room, which enable to access anything that could help them to upgrade themselves easily.
However, to what extent does they used these resources various from teachers.

CPD is continuously implemented. Annually, the teachers have spent sixty hours in every year.
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K. What do you do to implement CPD successfully?
The first thing is creating common understanding. We reached on understanding who will be
served by the program, the government or the teachers. Because, in many occasion, teachers
have the tendency to treat CPD as an imposition from the higher authority. We began the training
after reaching on the consensus that CPD is beneficiary for the teachers. We also started the
training as the beginning of the year. To encourage new teachers to involve in program, we make
experienced teachers to share benefit they get with the new one.
L. Is there any difference in the performance of the team?
Yes, there are different teams with a varied degree of achievements. There is also an attempt to
bring the low performing teams to a higher level through supervision and support. We judge their
performance based on the portfolio submit by the members of each team. First, it is inspected by
the team leaders than by the principal and supervisor. Based on the actual change they bring on
the students, we give them feed backs.
M. Are there any other teams organized to facilitate action research, teachers dialogue and
participatory teaching?
There are only two teams, the department and CPD. Everything the teachers do first evaluated by
the departments.
N. How do you evaluate collaborations between teams and what do you do to encourage
collaboration?
May be in month or two moth, we conducted discussion with teams.

How do the CPD teams collaborate?
We provide the portfolio produced by the previous team to the new teams. We also advised them
not to copy others portfolio. Because they know that CPD is for the befits of the teachers. They
individual and teams also cooperate each other.

The teams are formed based on their teaching shifts. They work in the opposite shifts.

The team are organized based the grade the grade level teaching.

Both the supervising team and peer evaluation team are formed by the principal.
O. Is there any opportunity for the teachers to conduct their own inquiry, exploration and
innovation?
We organize a meeting one or two times in a year. Teachers develop proposals and conduct

research. Teacher presented their research result and make recommendation on things which
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needs improvements. Yet, there is no one so far who come up with something radically different
from the existing practice.

What would be your response if someone suggest the implementation of new practices?

We are willing to accommodate any finding that could improve our practice. For instance, we
stopped the practice of giving mark for properly keeping exercise books and hygiene based on
the research fining of a teacher.

What if someone suggest to stop giving exams to the students based on his research finding.
We will accept and implement the suggestion as long as it serves the interest of the students. For
example, we stopped evaluating KG students using marks. Next, we Will implement it for grade
one students.

What incentives do you offer for those who engaged in researching?

Yes, we have inceptive packages for the researchers. We award certificate of recognition and
other rewards.

P. To what extent do you encourage teachers to invent new technology of teaching and use the
available one?

We have an IT lab center. It enables teachers to access anything the teachers need for their
teaching. There is also software that we brough from Debre Birhan University. However, I can
say that we are up to the expected level. Most of our teachers are very old and lacked the
initiation towards new technologies.

Q. To what extent did the school leadership tolerated teachers to freely experiment their findings
(Given that they are likely to make mistakes)?

I believe we are tolerant but we never faced a serious problem. What we want is the students

and teachers to experiment and learn.

R. Do the school have social Media addresses?

We have Telegram channel. We use it to disseminate our works and share information with
stakeholders.

We follow the Telegram channel of the educational department and other schools. This helped
as to exchange experiences.

Do you have contact with international institution with better experience?

No, we don’t have.
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S. Can we say that the system of information exchange (for the teacher, teams, school leaders
and the institution) is put in place?
Yes, we can say. Through CPD and IT we exchange idea and engage in dialogues. Particularly,
with five schools located nearby, we have a regular meeting in every three months. Our school is
a cluster center, so, they come here for discussion. In the discussion we share experiences. The
teachers also share experience with other teachers who teach similar subjects.

Are there schools which scored better in grade eight regional exam?
Yes, there are. They are private schools. There are no governmental schools that scored better
than us.
T. How do the individual teachers, teams and the institution are interconnected?
They are well connected. It this through this chain that the school is functioning well. Without
this chain, it is impossible to conduct educational work.
U. What are the special opportunities your schools have enjoyed that enabled you to accomplish
the tasks?
- Positive and optimistic teachers: - this is made possible through repetitive dialogues and
discussions. The influence of good and experience teachers is instrumental in shaping the new
comers.
- Committed school leaders
- Actively participant community. They are the backbone of the school.
V. Is there any theory of change you used as principal?
I acquired most of the leadership out of the school. Spirituality is very important for me.

Exposing what the God done through me is my prime concern.

To which category of leadership do you think you belong?
I can’t say that I belong to any of the category. Since, leadership requires traits from all types of
leadership styles. Even, sometimes, there are times you required to be lazy.
W. Do you ever participate in the preparation of educational policies?
No, I never participated.
If so, how do you able to understand the policies at this level? Is it not difficult to understand

and implement them?
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- When the policies are trickled down to us, I tried my best to understand them and implement
as genuinely as possible.

- They also provide us training on the policy documents

- The most important is the leadership training I received, though it is short.

The manner the policy documents are prepared and implemented has its weakness

- It would be nice if they prepared the documents after consulting us and based on our
suggestions.

- There is also the problem of maintaining the trained school leaders. There should be an
incentive to keep them.

X. What the main Challenges you faced throughout your service as school leader? Particularly,
in improving the teaching-learning practice (Continuous assessment, Active learning, action
research and professional dialogue).

- Unable to get enough support from the top leaders. A lot is expected from the higher
authorities

- Lack of trainings that could help teachers enhance teachers’ overall performance. For
instance, [ am giving CPD training for the past eleven years but I never received any training. So,
I don’t know what CPD is today, we are continuing in the old ways.

- There are policies that contradict each other. For instance, after graduating KG, students are
made to return back and start counting alphabets. It is a waste of time and energy.

o In the curriculum materials there are sophisticated contents which requires advanced labs and
teaching aids, which we don’t have. Thus, we gave them only the theoretical aspect.

Principal (Principal-1)

A. In what ways do the institution acquired knowledge?

Our main sources of knowledge are government policy documents.

Then, based on this we have tried to get knowledge from other sources such as colleges and
universities. The college is one of the main sources in this regard. The college has signed one
teacher per school. For instance, the college has assigned on person for the 2016 academic year.
First, they took need assessment and then based on it they provide trainings.

B. How do the teams, departments and forums in the school acquired knowledge?
We select leaders of the teams, department heads and forums based on their ability access

knowledge from various sources (online, policy documents and seeking support from the
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colleges and the university). If they are unable to get adequate info, they consulted me and I tried
my best to help them.
C. Do the teams conducted experience sharing with other schools and institutions?
Yes, they do. I have the evidence. We encourage the teams to go visit schools with good
experience. They have also brought in good experience from other schools.
D. Do you ever feel that you don’t need to go and see other schools experience, since yours is
one of the best?
No, we know that education is a lifelong learning. It is not something that you say, completed it
at a point. I also know that I am the first because I am able to implement what is come down to
me properly, if I fail to do so next year, I will be the last.
- Mostly, in education what we have to do surpasses what we are done.
- Experience sharing helps us to compare what we have done compared to others.
E. What do you do to acquire the experience brought by new teachers to your school and help
them to adopt to the school condition?

We provide them training to new teachers to make them customed to the school practices.
This includes our contract teachers. We appointed mentors, who help them to adopt.

we also encourage new teachers to share their experience during professional dialogue. If the
forward good ideas, we accept theirs.
F. How do individual teachers acquire knowledge regarding their profession? Particularly on
the above mentioned four elements.
- We have due respect for experienced teachers. They have good knowledge acquired in their
long experience of teaching. We encourage them to share their experience.
- Most teachers are also upgrade their education level. In our school, we have only one
certificate teacher.
G. How the individuals, teams and institution share the knowledge they acquired?
CPD, peer supervision and forum are means of knowledge sharing.
H. Where do the knowledge acquired by the school stored?
- We have had copied and soft copies properly stored. In addition, induvial are also served as
the knowledge store of the knowledge.
o Itried my best to make the documents produced so far in easily accessible places. They are

properly kept in folders.
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o But we don’t prepare list for the file and documents

Do you ever exchange knowledges while acquiring new positions? No, I never think about
this. in the future I will do on this part.
I. How do you make the stored knowledge of the institution usable to the teachers? Is there a
system set to redefied the stored knowledge of the school as per the prevailing circumstances?
o We focused on doing the tasks on our hands. Ther is a problem of organizing the documents
and preserve for future use.
o It is rare for us to use policy documents, training manuals and other documents while doing
our tasks. Most of the used, the resources located in their respective teams. The problem is
searching a wide range of sources in the schools.

In fact, they use the documents to solve the problems and enhance the students learning.
J.  How do you evaluate the teachers’ academic freedom to interpret continuous assessment, and
active learning, action research and professional dialogue as per the grade level and the subject
they teach?
We give freedom teachers to,
- teach only the subject they trained for
- decide who will promote to the next class level because they know the student more than the
policy
NB. I don’t see freedom as the right to put aside portions in the subject. The best they can do is
make the time the lesson takes short.
- But if the teachers believe that additional content is need based on research and if he/she
convince us he/she can add.
K. The school is 40 years old; do you have the knowledge stored for the past forty years?
- Yes, we have them, they are stored in the warehouse. But when I arrived here, the documents
we not properly kept.
- The school did not have fence and its boundary was not properly demarcated. Its actual size
is 55,300 square meters. It had 19 class rooms and 26 rooms for other purposes, such as for
archive center, finance, janitors, library, guards
o In fact, there were also good works done by the past leadership. particularly they are able to
do good works in terms of school organization.

They reduced the class-student ratio
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Establish office for clubs

CPD was progressing well. What I do in this regard is capitalizing on what I have found and
try too upscale it.
- We are able to solve some of the problems inherited from the past. For instance, we are be
able to form a strong bond between the school and the community.
L. What are the challenges that faced schools as a learning institution?
- Finance is the most serious challenge: - it is not possible to conduct a fruitful teaching-
learning process without adequate inputs. For example, it is not possible to make learning
practical without input.
- We have also the problem of exploiting the potential of every individual. There is conducive
condition for transfer of knowledge. Even, CPD is continuing because it is an imposition.
- What we have stored is not what we have done so far. We have the problem of understanding.
We lacked the awareness. Only the part of our work is stored. For example, there is an
opportunity to record the CPD practice, the peer supervision, teachers class room teaching in
Video and stored it.
NB: the interview has made me to be aware of the importance storing knowledge as institution.

The question is the first of its kind. In the future we will work on it and try to improve.
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Interview with teachers (Case-1)

Interview date Hidar 13/2016

Name Hana (pseudonym)

Qualification 1% degree in Amhaic

Experience 23 years + (3+ in the school)
1) Vision

It may have, and this vision often focuses on students, creating good citizens who take responsibility
for their own country

How was this vision developed? I was not in this school when the vision of the school is developed. |
have never participated in the discussion about vision. If you have not participated in vision
development, how you work towards this vision? It is obvious, teaching and learning is capacitating
students, therefore, working towards this goal does mean accomplishing the vision. I think it is the
responsibility of the school to incorporate the vision in its plan but not teachers. Does the school ever
created opportunity to share is vision? The school has a monthly meeting with teachers and in these
meetings we discuss about students’ learning achievement, teaching and learning, practices to
improve in the future, other school affairs in relation to the short, medium, and long-term plan of the
school.

2) Opportunity for continuous learning
Q. What looks like the continuous learning opportunity? I think you are asking me about continuous
professional development program; (sure) if so, we have thoroughly engaged in CPD for a long time, there was
also what so called reflection. During the CPD times the school has four CPD groups which had been working
in two shifts. During this time, the teams discussed for two hours in a week on issues sent from the worda
education office. Since 2015 E.C the CPD, has changed to department-based professional dialogue where
teachers from same department discuss for two hours in a week on how to deliver a given content in the
curriculum to students. In these discussions, teachers discuss about the content, teaching methods, assessment
techniques, and resources required to deliver the content. And, I am really happy in the new approach to
continuous professional development since it specifically focuses on the subject I am teaching. Previously, the
woreda will sent us one issue, the school selects another one, and teachers would select one more and we study
those issues. This was a paper work and too boring.
Q. What other opportunities are created for you to improve your learning? Well, there is experience sharing
within the school. Teachers who teach within same departments make peer supervisions where teachers learn
each other about how to deliver the lessons to children? For how frequently these peer supervision is conducted?
It is undertaken for a minimum of two times per semester, but there are teachers who may go beyond this
number, but we never make a peer supervision on the same teacher twice in a semester, we need to find another
new teacher for peer supervision since the purpose is to take lessons from different teachers. What makes you to
undertake experience sharing in peer supervision? First the Checklist from the school leaders, second self-
initiation new coming teachers. Teachers who join the school through transfer adapt to the school culture using
this strategy (no grafting). These teachers scan teachers and share experiences from teachers they believe are
experienced and qualify to lean from. Informally also, we share experiences from teachers we believe are
capable to share experiences (professional capital). We raise questions, discuss them, and learn on how to
deliver a given content and assess them. The problem is, we lack the habit of recording these events and
practices. In particular, I lacked this habit! (limited storing of knowledge about post-1994 instructional reforms).
There are forms also but these grouping are not for capacitating teachers on the how of content delivery and
assessment, rather they are established for providing tutorials, make up classes, and other supports for children
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to help them accomplish the goals set by the school, and these forms are for grade one and grade eight students.
What about departments? The department is responsible to administrative and quality assurance affairs. For
example, it checks the quality of assessment questions before they are administered to children. How about on
professional development affairs like improving teaching and learning? Have you ever discussed in department
meetings? I don’t remember! What about the experience sharing out of the school like experience sharing with
nearby schools? It is three years since I came here, but I never participated in such events. What about other
teachers? Ummm!, in the beginning of the year, we take refreshment trainings with cluster schools, but these are
very occasional. This year for example we take trainings on the new curriculum, the previous years also we took
trainings on contents like active learning, continuous assessment, classroom management, teaching aids
preparation etc. who created these opportunities (self or by the school?) the school provides directions, and the
school’s direction is based on the direction (checklist) given/sent from woreda education office and zone
education department (prescription) for example trainings given at woreda or zonal level often cascaded to
school level and the school leaders facilitate these sessions seriously (power coercive strategy). How continuous
are these learning opportunities? It is a day to day practice in the school (&U PHOHC #7¢- 1<% avIPy4. 1aveC
TAHTIC 226 @-OT AANA &40 POCANCH PaPTITICE PATPL AD DT 09I LNT CHAT aow it h&CT

a@Pt, OHHNPNL 1T PAFO- +0L TFD-:: PPNTLEIC 076-@- (Y4 1D-))

Some teachers in other schools say school-based continuous learning practices are tiresome? How do you see
this view? Does this view exist in your school? Umm, it is hard to say, CPD is a customary practice in our
school, especially the modification that has been made on it since last year make CPD functional and useful. But
the CPD that was practiced before last year had been somewhat tiresome and its focus was on paper work. A
single topic like active learning, continuous assessment, community engagement ...etc. might be delivered three
or more times within a year, and that makes it tiresome. But now, our discussion dwells on how to deliver our
lesson, in such discussions what active learning methods to use, what assessment methods to apply and what
instructional aides to apply, how to manage the class... etc. are discussed in CPD session. U7 gH+ A%+
ALCE 10 AHoIPTF eTIPCOE NTLAD- AL 1D+ @203 F7 090104 @<F (-2 LUT SHA NHY aPAh: (LPCNE JPHS -
(LY aoih: (LLL? LULAD-T W1DLPAT (lesson study). And planning precedes this discussion. But when we review
documents from the school, we found well organized CPD recordings in the last 11 or more years? Yes, indeed,
but it is mandatory to engage in it whether you like or not! 98 QA7 v-t Akt 107 K06 10CE 0T 779°
2navyt WiHAT:: QU 9183 AALPT 10+ PRG-I A% T +PIPMAFAT NavTIC TI0+T94 OC 17 AT 01,32 10<F Pavgoys. (1
10 PHALLATT Qe P 0L V8@ WANPT £:40 aPNET VL@ 1@< aPlBI° WILHATE AIPT aPLE D~ bk L1T°
ARG TLMPI® TIC AAD- Hde AAFTILT P18 TITLAT ANNTE ATINANTIC! -9 0007 R0 AANTIE 17 TOE PAD-9P
(inhibiting factor to OL in schools)

Q How collaborative are the teacher teams with and between? Teachers in this school work very collaboratively
in all the teaming ups! (certainty) How this is manifested? During test preparation for example, every teacher
collaborates one another. In preparing teaching aids ‘Q-OHF @ a0o9C T0-+99477 e+avaht 11C O FOAC PoLAE 10+
A% A9 AAD- NAGTT ATT PLF (avbPRC AL RIRHLY 4 AN Fhe aPIPV4 HE4M LTLOCE 1D+ (not true team
learning in the sense of SLO) And majority of these collaborations are in teaching and learning per se. who
created these team ups? The school!

PNV FUF 10+ &0avF LCHTFU 107 hN1PI9PY. - 90T 0L DLt AL FRE ARPIPTI® KLU AFPD A ALNIY, 1@+
H/t (7 TAC APPEIF A 0OAT (877 O 10+ OF/0E 50/60 a0« (LFC 50/60 AD+ AH.E AL holenPend 10 G-
LS T4 0PLE LTANT TG Ah (AL COO 18R AL TI4T ALR ADPF PGS hPMm, TINbavT 102 LY
AT1L:24 £99° 5/6 (@ (& 1@-:: (she is criticizing the previous CPD, challenge professional learning not well
tailored to teachers needs)

3) Are there opportunities for teachers to be inquiry, exploration, research, innovation?
Yes, these are rewards from the school for creativity, innovativeness, and research. It is also included in the
checklist. Have you ever get this reward? No! do you have any complain? No why? Because the reward is given
for those teachers who do as per the checklist, and in this checklist creativity, innovation, and research are
included.
But in other schools, teachers make disputes on this issues, why not in this school? What makes you to accept
the school’s decision? Because the selection of a best performer is selected based on clear criteria and procedure,
the best performer is selected for each month and teachers who scored higher in cumulative evaluation score
conducted for about 10 months will get the reward A5 AH A @°2:40 LA ACTF aPTTH 1022 PTFF DAl PLov@-
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244 ¢'Fo-::were there any complain from other teachers ever? Never! (good leadership). Can you name at least
three accomplishments that help teachers qualify for this reward? It is based on the checklist, see the checklist
(structured and prescriptive system). Have you ever conducted action research? No, what about other teachers,
yes they did. Last year for instance two teachers from language department conducted action research

4) Are there any attempts from you, your department, and the school as a whole to support the teaching

learning process using technology?

The school has a full-fledged computer lab, teachers has also personal mobile. We can google what we need
from our mobiles and computers. We have also internet access in the school (now ceased due to the security
problem in the area). Have you ever used any link to support your teaching and learning via relevant videos, add
creativity to your teaching? How do you use technology t support your teaching in general? This kinds of
requirements often invite general science teachers (she is Amharic teacher). Any social media page, YouTube
link...etc you follow to support your profession? No I don’t have! Because I don’t have a smart phone. [Q. But
there are computers and internet in the school], yep, there are, but I am not using it for this purpose due to
personal problem (prove of personal learning)

5) Do you have professional freedom? Yes, we have! Can you elaborate it more? What are its indicators?
We have freedom to ask what we want from the school, Q. But there complains from teachers in other places
about issues like ‘teach this way, assess this way, make detention rate zero’ so what look like these situations in
the school? In our school, there are no these problems ‘+994PF7 AGAFIL-ATE KITPHGATE AIPT DMt P1aTFu-f
01918 AAAGTATAAIC! ATPAN, DMt FrHG AT ATRTE FOVCET AL Al 4974 LOLPA:: DLLA I°7 hGLCA KT
DMt 6RI°% PTLAT PATCE ATTIS ATLIP TICHh APNT FIPLT Oyt e IPLT CANE T LH AP ATRHUIP AT
+tme+7 AG0-¢9°, I remmeber, many of grade seven students failed to pass in the subject I teach, but no one has
forced me to add marks to let them get a pass mark (professional freedom). [From the school document,
however, I have observed that teachers are ranked based on their achievement in enabling students achieve
better scores]
Is there supervision support from peers, school leaders, and experts from the woreda? Yes! Did they comment
you to teach/assess this or that way? They supervise me many times. Sometimes authorities from the woreda
enter my class accidentally, though they didn’t give me any comments. But colleagues from my department and
the school leaders (principals, supervisor, and department heads) often visit my classes and commented the
strengths and limitations they felt (authorities are yardsticks). <’ ATCARHS TF LAATC (LTCH NWTH hP PPOAD-
107 (behaviourist orientation).

6) Any professional engagement you personally did to professionalize your work?
What books you read personally? Yes, there are reference materials I often read to support my teaching. I have
three to four reference materials I often use to support my teaching. I have also the modules I used to read while
I was in preservice training in my college days. (borrowing book from the library has a rewad). How do you
share what you read to your colleagues in the department? If they ask me I will share, but if not I don’t. Have
you ever raised what you read in the professional dialogue sessions? No, why? Umm... no answer. How do your
knowledge is shared for the school community then? If you transfer to other schools? How do you share this
knowledge to the remaining school community? If they don’t ask me for, there is no other means to share for
them, it will remain with me.

7) What opportunities you observed in the school for collaborative learning like in CPD, peer

supervision...etc?

The school has a full-fledged library to borrow the books you like to read, CPD (especially, the department-
based one which is started since last year), peer supervision. Who created these opportunities? It is the school
leadership, it provides checklist, give support accordingly, and appraise performance continuously. Teachers are
also free to ask each other A% 2 U7 IM&P L7ETA P7LA hovahF LAT°E PIPGOHIPLOT TIPUCT LHFE 0oI0rto14
NIHLATE PIPHT OAETE a0CE aPASPPTT AG ©HI16PTT N19°90C aPFOLt ARPC ACANCATT ATMELPAT::

8) What opportunities are there for school-based learning and professional development?
The school has a well-furnished library, moreover, the school has a strong culture of CPD, and the peer
supervision is also another opportunity. And it is the school leadership (especially the principal) who created
these opportunities. There is also trust among teachers to learn each other (’A%F 2 2U7 InLP L7ETA 270
havAE PAFE PPGAHICL@-T FPUCT GHEE £UINFIISP NTHRM YT PIPHT AVETE aoCE aPAsPPTT WG SH16P T
Q19°I0C aPgPet ARPC hCANCATT AIMPLPAT: ) LAINT TIC AFC hBI° AR FAU- AI0I° LML ETAE
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9) What do you think are the obstacles that prohibit you active learning, CA, action research, and

reflective practice?

Resource problem, for example, we need to give worksheet to students to increase their engagement,

but there is no paper to duplicate, recently security problem,
How the school acquire knowledge? Teacher deployment is also a problem; I have taught subjects I am not
specialized in! (Ptavsbu-t ORI 102 11C 7 A& havt ZANE AA LH AANAT ALAT £ NID-0F ShrEFa::
OtaelPu-0t FIPUCT PTI0TTIC 08N PTTU- 16 HILE 10<::) A+avl P30t OF NGSOHIPC aPRhEI® AGHTPCP AN 10C::
A bit surprised, she started here response by asking ‘you mean the school?’ and replied, she laughed and replied
I don’t know this. I probed here the school has 40 years since establishment (1985), and how it acquired
knowledge for the last let’s say 10 years? How about your team? My teammates acquire knowledge by sharing
knowledge through for instance CPD, peer supervision, and professional dialogue sessions. They have also rich
experience accumulated from working in other schools. Where do you think the school, teams, and individuals
store this knowledge? For example, where you have stored the knowledge you accumulated in your professional
career, especially the knowledge about active learning, CA, ACR, and reflective practice? She laughed a lot!
And replied ‘You can find mine in the minds and hearts of my students (transmission model)’. But you can’t
find mine in a piled form! PaP&ché- 9P, (L14 (FEOH ALY A1AAR she replied ‘P2 A7&HU- 10+ AN1®- P4-0"7 Have
you ever recorded yourself while teaching? Never! Why? I don’t have that awareness! Have you ever recorded
the team learning in the CPD and peer supervision session? No, we didn’t have that tradition yet. If there are
teachers/team who have such an experience, I would be very much happy! [We have lived for many years in a
CPD approach which so boring]. During this time, we used to pile especial accomplishments in using active
learning methods, CA, ACR, and reflective practice. You store your certificate very carefully, but why don’t
you store your portfolio similarly.
W TA7 #0vt L AmSU-E 0T L ORTIOHE A28 L £77 (ATICEE NILY SHTTHT Z7CHEAS e TT: AR obe:
ATMEPICICE FmParT ATTAPATE 11 OTAA aP718: ATHIEPAT::
What are the obstacles that hinder our practice knowledge management? Habit, we don’t have this tradition. Our
entrenched belief on knowledge transmission might have affected us not to focus on this new experience. We
don’t capitalize personal knowledge to store for later use.
I have finished my questions, thank you
Do you have anything to say? Ya, you interview is like a shouting Cyrene to initiate me store the knowledge I
have acquired over years for the future
Thank you very much!
Me too
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Teachers’ Interview (Case-1)
School: Case-1 Primary and Middle school
Date: 12/03/2016 E.C
Place: Scout office, Case-1 School
Interviewees (names are pseudonyms)

» Kassa (Health and Physical Education, BSC in Sports Science, 37 years of experience/ 9
years in the schools)

» Kidist (Science Teacher, Diploma in Science education, 33 years of experience /11 years in
the school)

» Mulaw (Math teacher, Diploma in Math Education, 20 years of experience/six years in the
school)

1) How did the Vision of the school was prepared? What work has been done to create a
common understanding of the vision of the school?

Kassa: - the vision of the school is to create Ethical and physically and mentally able citizens. I

have no information on whether the school community has participated in the preparation of the

vision of the school.

Kidist: - producing citizens ethically, physically mentally able, and who can take the
responsibility of advancing the country.

» What is the source of the vision of the school?

Mulaw: - first the school has brought an initial idea and the school community has discussed
them. Finally, the decision has been made.

» The school vision is copied from the Ministry of Education but adopted by the school.

» Is there any way that the vision is connected with the teaching and learning process?

Mulaw: - the daily lesson is prepared in a way that assists the fulfillment of the vision. The
students are informed about what they should achieve and the continuous assessment is designed
and implemented based on this consideration.

2) What work has been done to enable the school community to have a similar understanding of
the vision of the school?

Kidist: - we have a discussion with the student’s parents on the performance of the student. We

encourage them to intervene and assist the students learning.

» The school also occasionally discusses with the school community

» How did you get acquainted with the school vision?

Kasaa: - I never participated in training regarding the vision of the school. But, it is posted on the

school billboard. Besides, I have also the motivation to create citizen good in knowledge, attitude,

and affective.

Mulaw: - the school regularly conducted discussions with the school community, at least three

times in year.

At the beginning of the years, the school also communicated the vision of the school with the

teachers, since it is part of the school plan.

256



» However, no training has ever been organized to acquaint the teachers with the vision of the
school.

3) Does the school create an opportunity for continuous professional development?

Mulaw: - yes there is. Uninterruptedly, the school has given professional development training

for two hours every week. I am one of the team leaders. I led teams for four years. In the last

two years, | have been working on how to deliver the contents of curriculum material to the
school.

» In the team discussion topics such as professional dialogue and active learning were
emphasized. Particularly, professional dialogue has a special contribution to enhancing the
teachers’ performance. It helps the teachers to have similar performance in the class.

» We also discuss various issues. CPD demanded to do so.

4) Is there any training opportunity provided by an external body?

Kassa: - short-term training is provided on different occasions to the subject teachers. E.g. The

educational office and NGOs participated in providing training.

» We also conducted peer supervision

» The is also a monthly meeting for the subject teachers. If we encounter with serious issue, we
could meet early and discuss it.

5) To what extent is the training created by the school and external bodies provided continuously?

Kidist: - it is given continuously. For instance, CPD is given for two hours every week

uninterruptedly.

» The peer revision has been also conducted in an interrupted manner.

Mulaw: - there are supportive organizations, which are engaged in continuous support. For

instance, organizations that provide life skills training are used to check the practicality of their

training. They also demanded performance reports.

» Perhaps, the weakness is the NGOs provide training only for selected few. It has to include
all the teachers to bring significant teachers.

» Besides, the training they provided has also lacked continuity

» The training provided by the school is uninterrupted and continues throughout the year.

6) How do the peer education groups are established? How do you give names to the groups?

Kassa: - The name of the peer educational group is given based on shifts like Shift One, Shift

Two, CPD, Group 1, Group 2

» s there any other team established other than CPD founded based on the teachers’ peer
education?

Mulaw: - we established forums, like eighth-grade language forums, etc. At the department level,

the forums discussed issues like how the teaching-learning process is going on. It is different

from CPD.
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» For instance, the 8th-grade teachers’ forum discussed how the teaching-learning process is
going on and how students are learning. It also suggested reforms required to enhance the
students' learning.

7) How do you explain the inter-team and intra-team cooperation?

Mulaw: - there is good cooperation. for instance, In CPD, every member of the team has a role to
play. Topics are divided among the team members and everyone has to make adequate
preparations by referring to books and making contacts with higher institutions. Then, share their
take on the topics.

Since the topics selected are similar, teams also discussed the issue. They discussed how to
deliver it.

» Is there any system prepared to facilitate the exchange?

Mulaw: - we don’t have a system, but we have a culture of experience sharing between teachers
and school.

» Who established the teams such as forums and CPD teams?

Kassa: - they are already stated in the plan of the school. We have clubs, departments, and
forums. The school has established them and then, teachers get involved in them. For instance,
the forum follows the teaching-learning process of the students. It makes sure that all the
contents are properly covered.

Mulaw: - the school appoints better teachers as the leaders of the team. We have two teams in
each shift. The rest of the teachers are distributed across the teams randomly.

The teams are organized in teaching shifts. But, when there is professional dialogue, teachers
who teach similarly come together and have discussions.

8) How do you evaluate your academic freedom? To what extent you are free to enhance the

teaching-learning based on your findings and innovation?

Kidist: - I have used my method to help the students’ learning. For instance, I order students to
prepare questions, which are key in helping them to understand the questions I give them,
understand the content, and improve their reading ability. It is the trend of every teacher.

» What do you do if you get inappropriate content? Do you have the freedom to adjust the

content in the textbook?

Kidist: - I don’t have the freedom to affect the contents. I teach the contents of the book as they
are. If there is difficult content, I use different techniques to make the topics understandable to
the students.

» Why you are unable to make reasonable changes?

Kidist: - I never faced the problem so far.

Kassa: - the school encourages and incentivizes teachers who do research and try to come up
with innovative solutions.

I adjust the curriculum content. As a physical education teacher, I occasionally make changes in
the content based on their impact on the students. If I found the practice very dangerous, I
replaced it with a different practice that could bring the same result.
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» Can you change the teaching and evaluation methods based on reading and research results?
Do you think the school, the woreda, and others will permit it?

Mulaw: - the objective condition of the school is relatively better. Our academic freedom is

relatively better. Each teacher teaches using his/her methods of choice. No one is forced to

follow the curriculum.

» What would be the response of the school, if the teachers make mistakes during their
exploration?

Mulaw: - the school takes appropriate corrective measures. The school allows us to teach

following our method of choice but if we make mistakes in the process, it takes corrective

measures.

Kassa: - in another school, I see that the interest of the principals dominated the school. The

teachers do not have the freedom even to demand their rights.

» Is there an incentive mechanism for those who engage in exploration and innovation?

Mulaw: - if the teacher evaluates conducted research, and textbooks or prepares supportive books,

he/she will receive an incentive. There established culture of teachers who perform better at the

department level.

9) Is there a system that helps the exchange of knowledge between individuals, teams, and the
school?

Kidist: - Yes, there is. We make experience sharing through CPD and team supervision.

Mulaw: - Yes, there is. However, it is not a well-developed one. We have a monthly meeting,

where the individual and team experiences and achievements are shared with the school

community. Besides, better-performing individuals also received recognition.

» 1 am a math teacher. I have a successful experience in upscaling the methods and knowledge
I developed individually to other fellow math teachers. This is done through organizing
discussions. We even, share our knowledge with the zone.

Kassa: - We have a culture of knowledge exchange at the department level. We have regular

monthly meetings, which we use to share knowledge and experiences. The department also

reports what we have done to the school. On its part, the school recognizes the achievements of
departments, clubs, and committees.

10) Who comments on the CPD portfolio?

Kidist: - it is the responsibility of the CPD leader to make comments on the portfolio of the team
members.

Mulaw: - the CPD leaders have the responsibility to confirm the activities done by the members.

11). What are the favorable conditions that enable the school one of the best performing at the
woreda zonal, regional, and national levels?

Kidist: -

» The existence of teacher-friendly administration. The administration gives us freedom and
responsibility. This compelled us to contribute as much as we can.

Kassa: -
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» Strong leadership. The existence of strong leadership enables others to follow suit and
perform well.

» We have the freedom. The administration convinces us to execute our task with
responsibility.

» The administration prefers to positively influence teachers instead of taking coercive
measures.

» The administration encourages us to face the truth instead of providing false reports.

» The administration also establishes the mechanism of recognition and incentives for better-
performing teachers.

» A conducive teaching environment is the other factor. For instance, for Physical education,
good training fields are prepared.

Mulaw

» The good leadership encourages the teachers and others to fulfill their responsibility

» The establishing culture influences newcomers to follow the trend and shape themselves

12) What are the challenges you faced in practicing active learning, action research, continuous
assessment, and professional dialogue?

Mulaw

» Sometimes the teachers lost interest in CPD. They consider it as burdensome.

» It will be better if the school is released the budget on time.

13) Are there social media pages that you follow to further develop your profession?

NB: - all three participants of the interview responded that they do not use social media for their

professional development.

» If so, what are the sources of your knowledge and professional skills?

Kassa: - I have acquired them throughout my education starting from my childhood. I am highly

influenced by the activities of my teachers.

» Regarding actual teaching-learning, my sources of knowledge skill are higher institutions

Kidist: - I follow TV programs regarding how to teach children; I also do my research on the

students and adjust my teaching accordingly.

Mulaw: - I admitted that we are not trying to update ourselves moving beyond CPD. We have

gaps in exploiting technologies. We have done little to upgrade ourselves, except for what we

have gotten from our college experience.

» Do you ever take individual initiatives to search and get training that could assist your
professional development?

Kassa: - the colleges occasionally give us short training on active learning, CPD, continuous

assessment, and action research.
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Teachers’ interview (Case-1)

1) How do the school, teams, and individual teachers learn concepts like active learning,

continuous assessment, action research, and reflective practice?
Hiwot (pseudonyms) (math teacher): - we acquired these concepts through peer support, training,
and making connections with teachers’ education colleges. For instance, we conduct action
research that is recognized at Woreda, zonal and regional levels. We also support each other
through CPD. Regarding active learning and continuous assessment, I first acquired knowledge
about them during my training in the teachers’ college. Still, I used the modules and exercise
books as reference materials in my teaching career.

» Do you ever receive training organized by the school (the principal and supervisor)?
Yes, at the beginning of the semester and during CPD, the principal gives us training. The
supervisor also gives when new directives and documents come from the top [WEO, ZED, &
REB]. The supervisor never gives us training on the above-stated issues.

Aselefech(science teacher): - the school provides training about the stated issues through CPD.
In CPD we have teams, through which we have provided training to the team members. Each
team has been given the responsibility of providing training on different types of active learning.

» How did the team organize?

e It is organized through CPD. The team is organized based on subjects and teaching shifts.
Then, they select various issues for training. Then, each member of the team will
participate in providing training to the team. Finally, we report, what we have done to the
school.

e We share experiences through peer supervision. this helps us to improve our teaching
method and evaluation methods.

e We have discussions in the department on various issues

e We also conducted action research individually and in teams (based on subject). Most of
the time the research is conducted individually

» What about receiving training at the institutional level, particularly planned and budget-
supported training?
Not much. At a point, some teachers were sent to Teachers’ college and received training. Those
who receive training also provide training to their colleagues. There is no planned training
provided by the school. I get most of the knowledge on the stated issues from my colleagues.

» What about acquiring knowledge on the stated issues at the individual level through
reading books and following social media?
The school provides us a free Wi-Fi and we have tried to get new information, which could help
us to improve our teaching. Particularly, science teachers are active in this regard.
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» What about getting enough knowledge of active learning, evaluation techniques, and
teaching methods?
We tried our best to help our students. If there is a student, who is not good in his performance,
we first approach him and try to understand the problem he has through researching. Then, we
intervene to solve the problem the student faces.

» How many books have you read on the stated issues so far?
Not much. I read books to provide training for CPD. Since we teach children, we use textbooks.
Hiwot (Math teachers): - I read books and watch videos. Since I am a student currently, I read a
lot. So, I am doing my best to enrich myself and help my students. Mostly, I read books during
the preparation of plans and classroom teaching.

» How do you choose evaluation methods and teaching methods?
Some books in the library help us to decide on teaching and evaluation methods. More
importantly, I use my books and exercise books. CPD has also its roles.
I tried to make the lesson clearer by connecting the lesson to their daily activities. For instance, |
tried to connect geometry with their games and lunch boxes, etc...
Aselefech (science teacher):- I read support books on my subjects. My reading is mostly on the
content.

2) In addition to the above-stated topics, on what issues have you received training?
Aselefech (science teacher): - on student behavior and how to improve the student’s performance
through CPD, as a team. We identified the topics based on the challenges we encountered.

» s there training given at the school level for the school community?
Yes, there are. We have received training on science kits, Avaces, health and anti-aids, and civic
and ethical education.

» Have you ever received a certificate of participation for attending training at the
individual level?

Hiwot (math teachers): - Yes, I have received training in basic computer skills. The training
helps me to prepare worksheets, notes, and exams for my students and I prepare the roster using
a computer. In addition, I prepare teaching aids.
This year, the internet connection was interrupted, which created an obstacle in my learning. I
used to watch videos on teaching methods and implement them in my classroom.
I have received training on AVACS. It was very helpful, which I used to improve the basic math
skills of my students.
Aselefech (science teacher):- I have received a certificate from the Red Cross.

3) How do the teachers in the school share the knowledge and experience acquired through
different means? Ex. Do you have a group Telegram page or discussion forums?
Aselefech (science teacher): - we share our knowledge and experience through our CPD team
and department. We have also telegram pages, which we use to share experiences.
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Hiwot (math teachers):- at least once a month we have a meeting at the school level which helps
us to discuss various issues. At the meeting, we discussed the above-stated issues based on the
request of the participants. In addition, we have discussions on the issues at department levels
every week.

The supervisor also periodic supervision. Besides, we also make peer supervision in a planned
and organized manner.

» We have also received training from the teachers of schools in our cluster. The training was on
the new curriculum.

* The cluster meeting is organized by the supervisor

4) Where do you think is the knowledge acquired by the school stored?
Hiwot (math teachers): - All the work we have done and discussed is recorded on the minutes of
the CPD, the department, and the school.

» Is there any chance that the knowledge is stored in hardcopy files or soft copies? Ex. The
videos of your CPD training, classroom teaching, or any other activities?
Hiwot (math teachers): - No, I didn’t see anything recorded in the video. But there were some
attempts by the vice-principal to recode activities in video. He used to keep them on the
computer.

» Do you ever use the stored knowledge as a reference for training?
Yes, we did. We used them not to repeat the previous mistakes. But we don’t solely depend on
them. because the problems in the past years might be solved and new problems appear. Hence,
we discuss new issues and at the same time, we refer the documents from the past.

» Do you ever use the knowledge stored by the school to solve the problems you have
faced?

Mostly, I seek the support of experienced teachers and those who teach in higher classes. In
addition, I refer to books on the topic.
Aselefech (science teacher): - some teachers are considered as sources of knowledge in every
subject. In science subject, for instance, I used to ask a teacher named Fatima (pseudonyms) for
help whenever I faced problems. However, many teachers preferred to refer to books instead of
asking for help from colleagues.

» What makes her a better teacher? Is that because she is a reader or her educational status?
She has a better education and experience. She has an extended experience teaching science.
Regarding methodology: - I solve the problem by myself. I have no problem. My educational
background in special needs helps me a lot.

5) Where is the knowledge produced at individual, team, and school levels stored?
Unidentified respondent (head of Female children club): - we have our ways of storing
knowledge. Maybe in our notepads, memory, and keeping training materials.
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» How does the school store the knowledge?
Unidentified respondent: - individual teachers recorded their training on the portfolio. We have
minutes for the work done at department levels. There is a forum for teachers, who teach the
same grade level. Here, the forums keep minutes. There is no information stored in video or soft
copies.

6) Do you have the freedom to adjust curriculum materials and other directives as per the subject
you teach and grade level?

Aselefech (science teacher): - yes, we have, if we want. I have the right to adjust my teaching
evaluation method. What we can’t do is change the mark allocated for each category of
assessment methods. But still, we have the freedom to organize each assessment method. Even,
regarding the mark allocated to each assessment, I make adjustments based on the inspection I
make in the class.
Hiwot (math teachers): - the school fixed the total mark of the total assessment. The mark for
each continuous assessment is fixed by the subject teachers. We have the right to fix the type and
number of questions based on the lesson and students' needs.

» Do you have the freedom to choose the content of CPD?
Hiwot (math teachers): - Previously, we have the right to choose the contents based on the main
problems that faced the school. Then, we have a discussion to solve the problems. But since
2015 E.C., we have been told to form groups based on the subject we teach and work to solve the
problems we have faced while teaching. We don’t know who introduced the new directive. We
have the right to select the content we want to work on. Focus point is different from other
teachers who teach different subjects. Currently, all math teachers are working to have a better
understanding of the new curriculum.

7) Your school is a better-performing school in the woreda. What are the factors that help to
achieve this success?
1.There is a respectful administration. The school administration awarded better-performing
students. It is based the issues based the above-stated issues and the contribution the teacher
makes in enhancing the students’ learning. The achievement of the teacher is evaluated and
recorded every month and finally awarded at the end of the academic year based on his/her
performance.
2.The teachers in the school are the most experienced. Everyone has an extended teaching
experience. Sixteen years is the least experience in the school. Teachers devoted themselves to
helping students, including using their spare time. The teachers took responsibility; they do not
wait for the order from the superior.
» Compared to other schools, the teachers in this school have a positive attitude towards
CPD. What do you think is the reason?

There are many reasons. We use CPD for many purposes, such as
1. To improve our assessment methods. We discussed how continuous assessment should be and
brought changes to assessment implementation.
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2. Improve students' conduct

3. We use CPD to create favorable conditions for our students, as the administration has done for
us.

4. The teachers are committed to helping students learn and change the future.

8) Do you think that your school can perform better than what it has already achieved? What are
the hindering factors?

Hiwot (math teachers): -

1. Unable to properly exploit the conducive environment we have. We can use the university and
the teacher college, to enhance our performance. If they help us more, we can do better than we
already achieved.

a. The support we have received from the institutions is very low compared to the resources and
the knowledge they have.

2. If we get incentives, we can be encouraged to learn and perform better.

» What are the factors that hinder you from reading on the issues stated above?

Aselefech (science teacher): -

1. I am a family leader. I have to work in my home to support my family. So, I don’t have much
spare time to read.

2. I have also a health issue

3. There is no encouraging environment. Everyone is not equally motivated.

4. The school has also the problem of creating the setup to provide training.
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Interview with teachers (Case-2)

1. Aesthetics teacher, Diploma in Aesthetics, 12 years, 2 years in the school, Aesthetics
Biology teacher, Biology Degree, 23 years, and 11 years in the school

Mathematics, Diploma in Mathematics 23 years, five years in the school

Cal

Language teacher, Diploma in Language (Amharic & English), 13 years, two years in the

school

1) Does the school has a vision

Schools naturally have vision during establishment, and the school has a vision that aspires
children to be good citizens. Where does the vision emerged and what was your participation

during formulating the vision?
Biology Teacher-I think it is developed by the school, in the past yes but now laugh!
Aesthetics teacher

Does the school make discussion on the vision of teachers in school meetings? Umm,
occasionally yes, but most meetings focus on improving students’ score performance and we
make series of discussions in this aspect. Nevertheless, from my experience in the school, I
didn’t participate in formulating the vision or shaping it in discussion. Have you participated in

preparing a strategic plan of the school? No I didn’t!
Biology teacher

Yes, the school has a strategic plan, what is your participation in preparing the strategic plan?
My participation is in effectively implementing the plan. And stakeholders like teachers, students,

parents, and others participate in providing input (data) to the strategic plan.

2) what learning and growth opportunities does the school created for teachers? And how these

learnings are taking place?
Aesthetics teacher

Yes, to start with, we had opportunity from ACD (local NGO) for ICT training; unfortunately, I

and my colleagues didn’t take the training due to the fact that the training was not within our
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ability. We are novice to ICT but the trainers consider us as if we know the basic ICT concepts

and skills.
Biology teacher

The school organizes different trainings, like what (I probed)? For example, on continuous
assessment, test preparation (paper and pencil test) and other trainings that could help us improve
students score performance. These trainings are sometimes organized in our school and most
often in the cluster centre. Could you estimate the number per year? It depends on the plan, but it
may be three or four times a year. For example, the ICT training from ACD was facilitated by
the school though it remained unsuccessful. Actually I took that training and I was the only one
in the school to take that training. Before I took this training I didn’t have any know how about
ICT, and now I am able to write my own tests and letters using a computer. Moreover, the school
sometimes organize training on contents that are relevant to improve the teaching and learning
process. It also helps us to share experiences between us. For example, previously there was
CPD through which we share experiences within departments. We also participate in peer
supervision to share experiences on how to teach a given content. You said ‘previously’ about
CPD, doesn’t exist now? Yes, it is now changed to discussion at dep’t level. Now, teachers who
teach same or similar subjects share difficulties they faced while teaching. Which one do you
prefer? Why? The new approach is better. The previous CPD focus areas sent from above and
were mandatory for everyone to take. For how long you share experiences? For two hours per
week. What issues you discuss in such meetings? I may face contents which are difficult to me to
deliver for students, and often share experiences from my friend who teach the same subject on
how he/she has taught the content. The teaching methodology I use to teach may not be
understandable to students, but may friend who may use a better teaching method that is
understandable to students, and peer supervision is meant to narrow this gap. And I have

practical experiences in this regard.

Do you document these practices for future learning and reported to the school leadership? Can
we get the portfolios? Silence! Portfolio? Umm., we may find from the department (but these

documents were not available in the department).
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Mathematics teacher
Bethlehem Tadesse, 23 years’ experience, five years in the school, and Diploma in mathematics

With regard to peer supervision, I teach mathematics up to grade four, and I share experience
with another teacher in the school who teach mathematics (they are only two in the school who
teach mathematics from grade 1 to 4). We observe each other in the class and much of the time
we make post-supervision discussion. Last year, I teach in grade 1 and four and she teach in
grade 2 and 3, and this year we have exchanged the grades. I ask about the contents I found
difficult to understand and to deliver to students, and since she has taught the content last year,

she shares me her experience on how she treated that content.
Aesthetics teacher,

In peer supervision, we first planned our lessons collaboratively and give comments each other
on the daily lesson plans we prepared. And we supervise each other while delivering the lesson
as per the plan. And after class, we discuss on how the lesson was delivered? What were the
limitations? How these limitations could be minimized? For how many times do you execute the

peer supervision? We undertake twice per semester!

Are there any forums other than CPD that aims to develop teachers professionally? I mean on

how they should teach, assess learning, solve learning difficulties of students using research...etc?

Biology teacher, no other groupings other than CPD, but there are co-curricular clubs. How
many are there? About three like red cross & health, spana, ... Do these co-curricular activities
support teacher learning? He speaks about their contribution for students’ learning. They often
speak about students’ learning than their own learning (there is a feeling of being adequate

which is a disability called ignorance of own limitations).
The focus of this study is teachers’ learning

Aha! Said a biology teacher and replied the WEO provides us upgrading opportunity; what about
the updating, I probed? Oh, I said previously that there are occasional trainings given at the

cluster level and in some cases in the school too.
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You took training in colleges and universities, and you have participated in different trainings

after you get into the profession? Which one influenced your teaching the most?

Aesthetics teacher- the training I took while I have been in the profession. What about your
career related to active learning, continuous assessment, research and reflective practice? I learnt
these concepts while I was in teacher training college, and as a teacher I am using that

knowledge

Biology teacher-both! Could you explain it? I acquired initial knowledge from the teacher
education college I have been taught. I started my career as a certificate teacher and now I am
degree holder in Biology. In the course of my career in college/university, I learned about active
learning, continuous assessment, action research, and other related concepts. And after being
employed, I have learnt from my colleagues on how to teach, assess, and manage students’

learning. And, I integrated these two together while teaching students.

Mathematics teacher- both but I think what I learnt in the profession outweighs what I get in the
initial training. [ worked in different schools and I got lessons from these schools while working
with many teachers. But, the most I learn about continuous assessment, active learning, action

research and other related concepts is from the college I have been graduated.

There are research and government reports which claim that teachers little implement active
learning, continuous assessment, action research, and reflective practice? They claim that

teachers teach in the way they have been taught. How do you see this claim?
Biology teacher- Uhh, we are trying to implement these reforms as much as we can.

Language teacher- That might be true, but the problem is inconsistency of the reform concepts.

There are occasional trainings for teachers on these reform concepts, but A8 PAMET NAMST

AAD- 2AZPAI T think it is because of this problem that teacher stick to the traditional way of

teaching.

Is there any collaboration between structural and professional groupings (CPD, Dep’t, co-

curricular)? If yes, tell me what the collaboration looks like!
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Language teacher- the teachers in the school are all veteran and there is collaboration between

teachers. But there is no formal way of collaboration.

You are working to create students who are problem solvers, critical thinkers, and creative
thinkers. Do you have these qualities? What opportunities does the school created to be this kind

of teacher? For example, did the school created opportunities to conduct action research?

Biology teacher- previously, I use to conduct action research while I was in other school (three),

but now I didn’t work. Have you ever been awarded at Woreda of zone level? No!
Language teacher- I used to work while I was in other school (Wofmargefia)
Mathematics teacher- I used to work previously but in this school I didn’t work
Why stop to work ACR in this school?

Language teacher- While we were in other schools, we provide what we are expected to do, but

here.... (laugh)not that much forced to do, and other supported her reply in chores.

Aesthetics teacher- we had ample time when we were in schools in the country side, but now we
have other personal assignments to accomplish at home. Is it not included in the school’s

checklist? Yes, it is included, but we missed the score from it for we are not conducting it.

Do you support your teaching in technology? Are there professional pages (telegram, face book,

YouTube...etc.) that you follow to improve your profession?

Biology teacher- I don’t have pages I follow, but I use laptop and projector to deliver my

teaching. But sometimes, I visit you tube when I face difficult contents.

This school was established in 1954 E.C, almost 60 years! How it has been learning the policy

and reform ideas sent from the ministry of education?
Four of the participants asked me to repeat the question; I repeated the question

Mathematics teacher- the school has no any progress overtime due to different reasons. The

school compound is too small, it has no certificate of ownership from the municipality, and the
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place it is located is not suitable for students’ learning (sound) [it is closer to a religious

institution]
How it stores the knowledge it has learned since 1954 E.C?

Biology Teacher-I am not clear about the questions [I present information processing cycle on

how human beings learn]

Biology teacher- I makes experience sharing with cluster schools, and most dominantly sport

festival, Q & A competition. We stood as back bencher in the Q & A competition actually

What were the mechanism the school used to exploit experience from new coming teachers?

Mathematics teacher said, the school took experiences from me about lesson planning

Language teacher- I was assigned as centre coordinate for teaching aids immediately I come
from another school. Does the school ask your experience? Yes, the principal asked me to take
the responsibility. Fortunately, I had the experience before and I took the responsibility willingly.
By the time, the centre has no any plan to execute its activities and from my previous experience,

I prepared the plan.
Are there teachers whom the school use as hub of experience sharing (23 teachers in the school)?

Yes, indeed (all answered in chores), teacher Shumye (Language) and teacher Girma (Biology
teacher). How the knowledge from these teachers is shared to other teachers? Does the school
created any mechanism to share the knowledge from these teachers? All the participants kept
silent, rather teachers who faced difficulty of contents and methods of teaching share experiences

from these teachers. No formal way of exploiting the knowledge from these teachers.

You (for biology teacher whom teachers consider a hub for experience) have acquired
knowledge about how to teach students, how to assess students, how to conduct action research,

and how to be a reflective PR actioner? Where do you store this knowledge?

What do you mean, it is stored in my mind! what if, if you get transferred to other school? Umm,
I am trying to share with other teachers but not formally. I did this by my own personal will; for

instance, last semester, [ organized a student dialogue to teach biology in an innovative way, I
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have invited other teachers in the school to attend the dialogue just to share with them the

method I am trying to exercise.

Mathematics teacher- the knowledge is stored in me and inside the school? Would you explain it
more? | submit what I worked in document form to the school, and it is the responsibility of the
school leaders to keep the documentation safely. What about the knowledge of the school?
Where we can find it? Uhhh said four of them just as a sign of wonder, a biology teacher said,
may be in the school administration. / explained the question then, you worked on CPD, you
conducted action research in the school, and you make peer supervision. Where can we find the
lessons learned from these documentations? Biology teacher replied, may be in the library and
may be with the school administration (I didn’t find any of these documents in the library and in

the principals’ office).

I asked the Aesthetics teacher, how many books you have in person related to the subject you

teach (that can be used to refer about the content and the method of teaching)?

I don’t have books in soft and hard copies, I worked in four different schools before I came to
this school. I used to refer to books from those schools but I didn’t have any reference material I

personally own.

Biology teacher- I don’t have teaching materials I prepared, but I have reference materials I

personally bought (I saw these materials in his office)

Do you have any team for reading? No

What were the challenges to learn about post-1994 instructional reforms?

[ started to conduct action research last year, but I faced different challenges?
Time

I teach 20 credits per week, I lead three co-curricular clubs, I am expected to teach students with
different learning ability and pace, I am expected to support students who are lagging behind.
Consequently, I stay full day in the school. And, this is a challenge for me to worry about

learning active learning, continuous assessment, action research, be reflective practitioner.
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Students reluctance

1t is difficult to make the teaching learning process student-centred because students don’t have

interest to participate. They expect everything from the teacher, and therefore, we little care
about student participation. 7992 +hL ATBLL T +99L@- TPL L1 AANF:: My focus is to cover

the content on time as per the annual plan (Language teacher).
Contradiction between reforms

Participating students in the teaching learning process needs time, on the contrary we are
required to cover all the contents as per the annual plan. It is difficult to accommodate these two

demands (Mathematics teacher)

We prepare students especially in middle school level for regional examination; it is a must to
cover the portions for students to score at least a pass mark. Moreover, the exam focuses on
knowledge which a bit contradict with the idea of implementing continuous assessment and
active learning which aim to make students changed in knowledge, skills, and attitude (Biology

teacher).
Your school is ranked in the bottom level in school standard evaluation, why is it so?

Biology teacher- I don’t feel this rank is given to the school because of not working hard, it is
because the school compound is narrow, there is sound pollution (cars and religious institution).
We don’t see posters in the school compound about reforms ideas unlike in other schools, why is
s0? The school compound is so small to make this (unsound). But there is time that was ranked
in the 3" level? Maekel and betemukera lay yetekenese ale, CPD lay beagbabu altetegeberem,

yalewun neger yalemcheres, jemiro yemetew neger silale askenisbetal

Of course yes, our rank was level-III before some years ago, many factors might have

contributed, one of this is CPD, we didn’t have practiced it consistently, we didn’t finish the
+aoaq AR NATINM AANGTIRE PHEMRZMY PATREZNT BIPC PAR+- 17C NAA Mt
ANPINNTA < We did not work properly on CPD. Not finishing what was started, because there

is something to leave behind, it reduced our results, Biology teacher’’
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