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ABSTRACT 

Children in most developing countries including Ethiopia are victims of exploitive 
and abusive forms of child labor. Most children engaged in child labor in Ethiopia work in the informal sectors. Children invo lvement in labor activities negatively affects their 
school enrollment and performance. It leads their learning and holistic development to be at risk, as a result they are in need of special educational provision; however, little is 
known so far concerning the educational situations of these children in most primary schools of Ethiopia, hence, the major intent of this study was to investigate the classroom 
learning behaviors of children engaged in child labor and the nature of classroom instructional practices with particular reference to its potential to enhance their learning 
based on the Theory of Mediated Learning Experience(MLE).The study employed 
qualitative case study design, four children engaged in child labor and their homeroom teachers were purposely se lected using critical case sampling methods. Data was gathered 
using systematic observation of the instructional practices, semi-structured interview and document analysis. The data were analyzed and interpreted using case-by-case and cross­
case analysis strategies. The findings revealed that children engaged in child labor commonly exhibited learning behaviors such as: inattentiveness, sleepiness, tiredness, 
lack of motivation to learn, feeling of incompetence and inferiority, lack of time to study and do assignments which would be related both to the work load and unresponsive 
instructional practices. As a result, though they fulfilled the minimal pass marks, their academic competence was reported as below average. Moreover, the instructional practices were found to be inadequate and ineffective in promoting better learning of children engaged in child labor; they employed varieties of active teaching methods but 
the actual implementation was limited in its potential to enhance shldents active involvement, they dominantly focused on promoting the students ' abilities to recall facts. 
Commonly, applause, modeling of high achievers and verbal reinforcement were used to reinforce students' successful completion of tasks but provision of feedback for students 
attempt and individual progress were less. Based on the major findings conclusions are drawn and implications in other similar conditions were indicated. 

vii 



CHAPTER ONE 

1. Introduction 

1.2 Background of the Study 

Children engaged in child labor spend much of their school time working fo r their 

guardi ans or informal employers. Spending their study and leisure time on labor may affect 

their deve lopment and education. This may leads them to be among those children who 

require spec ial ed ucational provisions. 

Internationally, there has been scientific research on child labor whereas, little is 

known concerning the educational condition of these chi ld ren in most primary schools of 

Ethiopia. My Personal observation and theoretical knowledge mot ivated me to conduct thi s 

research in a sma ll area of Addis Ababa. Thi s study investigated the classroom instructional 

pract ices in Addis Zemen First Cycle Primary School wi th specia l reference to the learning 

behaviors of children engaged in child labor. 

The problem of child labor is as old as human hi story. As documented in many 

studies most children engaged in child labor were deni ed the opportunity of go ing to school 

vio lating thei r inherent right to ed ucation (I nternational Labor Organi zation (ILO), 2005, 

2006). However, as a result of recent effo rts of various organizations by using national and 

international conventions, some improvements have been observed, particul arl y in urban 

areas. As a result, access to basic and compulsory primary educati on has im proved and 

children with special needs in general and children engaged in child labor in particular have 

received the opportunity for schooling. But the rate of repetition and dropout are still hi gh, 

especia lly in deve loping nations, including Ethiopia. In support of this, Educati on Sector 

Development Program (ESOP III) of Eth iopia spec ifies that, access ing children tor primary 



education have not been compatible with the achi evement in quality (M inistry of Ed ucation 

(MOE), 2005). 

Poor qua lity can best be improved to a level of high quality through teachers ' efforts 

III and out of the classroom. Although students' prior learning, family background, 

availability of resources are influential factors , the role of the teacher could be in va luab le. If 

the teacher is effective and committed, he or she can narrow the gap in previous poor learnin g 

of students. Further, professionally equ ipped teacher may be creative in prod ucing loca lly 

avai lab le instructional materials, and mak ing other inputs ava ilab le and access ible, so that the 

output resul ts in a qua li ty education (Tsegab, 2009). Classrooms which are responsive to the 

diverse needs of learners can make a real difference in a student's learning, regard less of 

other persona l facto rs. 

Teachers, who design and facilitate lea rn ing based on the learning sty les, needs, and 

ab ilities of their students, can encouraged the des ired learning outcomes in the learners. 

Therefore, eva luation of a student 's learning should often focus on what the teacher is doing 

at the c lassroom leve l. [fthese are absent, the child ' s learn ing could be at risk. 

As a result of the very intensive and extens ive burden of the nature of the work, 

children engaged in child labor are characterized by frequent absence, dropping-out of 

school, repetition, low academ ic achievement, and over-age or school failure. Their learning 

problems are more aggravated with the provision of poor qua lity of classroom instruction 

(Salazar, 1998). This perpetuates a cyc le of poverty and threatens abolit ion of ch il d labor; 

however, classroom instruction, whi ch is responsive to the di verse needs of students, may 

reduce this s ignificant problem and promote learning. 
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1.2 Statement of the Problem 

The consequences of child labor are signifi cant and have a tremendous impact on th e 

holi stic development of the child. Child labor and education are hi ghly interrelated and 

substantiall y affect one another. Poor quality education may exacerbate the affect of child 

labor. In turn, child labor adversely affects the quality of education. 

Whi le ch ildren engaged in child la bor stay longer hours at work and attend school, 

poor provision of quality education and non-practica l lessons will let them to be less 

benefi ted from their learning. As a result, they need special supports to reduce th is 

disadvantage and enhance their learning. The school should be a place where children 

engaged in chi ld labor ga in relevant, encourag ing and promis ing lessons; however, research 

in the area often does not consider the consequences of poor classroom instruction in their 

learning, especially, in Ethiopia. 

Investigating the kind of learning that children engaged in child labor, involve in 

classroom di scourse, teachers classroom behav ior and the mechanisms teachers use In 

encouraging and involv ing thei r students in learn ing has paramount im portance (A nderson, 

2004). 

It is believed that quali ty classroom instruction hel ps children benefit more from their 

education, regardless of their di ffe rences in background, parental stimulation, socio·economic 

status and all other barri ers they face outs ide the classroom . Moreover, primary school age 

children benefi t more from classroom instructi on instead of having long period of time to 

study. 

Consequently, the general objective of this study is to investigate the natu re of classroom 

instructional practi ces in Addis Zemane First Cycle Primary School with spec ial re ference to 

the learning needs of ch ildren engaged in chi ld labor with the fo ll owing research questi ons: 

3 



I. What arc the learn ing behav iors of ch ildren engaged in ch ild labor? 

2. How does classroom instruction enhance the lea rning of children engaged in child 

labor? 

3. What is the academic perfo rmance of children engaged in child labor? 

1.3 0pcl'ational delinitions of terms 

Academic Performance: students' academic competence in bas ic academic areas as expected 

from their age and grade leve l. 

Child: according to this study "child" refers to children between the ages of 5- 14 year, 

Children engaged in child labor : chi ldren between the age of5- 14, working in the in formal sector 

for greater than 5hr/day and 5 days/week in a non conducive working environment and 

simultaneously attending schoo l. 

Classroom instruction : The teach ing learn ing processes as measured by Mediated Learning 

Experience (MLE). 

Informal sector: a work environment whi ch is not lega lly recognized by the governmen t and is 

be low the standards of labor policy . 

. Learning: A relatively permanent change in behav ior gained through experience . 

Mediated Learning Experience (MLE): defined as the qua lity of interaction between the teacher 

and children engaged in child labor in an intentional and purposive manner to help the child 

get more benefit from the instructional process. 

Weaving Industry: A small informal sector which works on production of traditional Ethiopian 

c lothes usuall y in a home using trad iti onal too ls. 
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1.4 Organization of the Paper 

This paper is organized in six chapters. The first chapter is an introduction which dea ls with 

background of the study, statement of the problem and operational definitions of terms. The 

second chapter presents review of related I iteratures and the third chapter is about the 

methodological approaches of the study including the research setting, participant se lection 

and data collection tool s, main procedures of the study and methods of data analysi s. The 

fourth chapter dea ls with result of the study using case by case presentation and cross case 

analys is. The fifth chapter focuses on discussions of the main findings using relevant 

literature and my own view under three emerged themes. Finally, the sixth chapter presents 

conclusions drawn and indicated implications of the study. 
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CHAPTER TWO 

2. Review of Related Literature 

2.1 Child Labor and T."aditional Weaving Industry in Ethiopia 

Weaving has a long history in Ethiopia with diverse traditional hand loom products. It 

has been a means of employment and basic source of income For many. Traditionally it has 

been a key home industry activity in both rura l and urban areas. Over the last 60 years, 

weavers have migrated from the southern part of Ethi opia to Shiro Meda. Now, Shiro Meda, 

and Addisu Gebeya are the centers of traditional weaving in Addis Ababa (Worku, 2006). 

Among the estimated number of weavers, more than 60% are fo und in the Gulele sub" 

city of the Add is Ababa Admin istration. This includes weavers both in Shiro Meda and Addis 

Gebeya areas. These weavers may be broadly classified as: 

Weavers who are working in their homes. 

Weavers who are members of cooperatives as well as using working sheds for production 

(Worku, 2006). 

As the federal democratic repub lic of Ethiop ia Central stati sti cs authority (CSA) has 

rep0l1ed, the traditional weaving industry is categorized as cottage or handicraft 

manufacturing industries. This is defined as manufacturing estab lishments: 

Where goods are produced for sa le 

Which predominantly do not use power driven machines during the manufacturing process, 

and 

Where employment is limited to the owner and in some cases may extend to family members 

(CSA, 200 I). 
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The working places fo r most weavers are the ir homes. They use their li ving room as 

production unit, din ing, s leeping, and for chi ldren's entertai nment. Thei r res idence is 

eve rything fo r them. Everythin g and property in the home can be found around the hand loom 

weav ing. In genera l, most traditiona l weavers are within the informal sector. T hey are a lmost 

a ll se lf-employed and operate from homes, have no forma l training, do not pay taxes and 

have almost no access to modern finance in whatever fo rm (Worku, 2006). 

A study of the s ituation of child labor in Ethiopia indicates that the in formal sectors in 

the country massively use ch ild labor and children starting at the age of 5 and are empl oyed 

in the in form al sector in a variety of forms (People In Need Ethiopia (PIN), 2009). 

Particularly in urban settings the most common types of child labor are shoe shining, selli ng 

lottery tickets in the streets, vending inj era (traditiona l bread), " kolo" and bread, peddling, 

working as tax i ass istants (woyala in loca l language), begging, prostitut ion, weaving, baking 

and carrying goods for people. Commonly, almost all soc iet ies in the country cons ider 

beggi ng, prostitution, weaving, baking and carrying goods fo r peop le as exploitive and 

violent child labor whil e regarding the other activities as normal (PIN, 2009). However, lLO 

cons iders invo lvement of c hi ldren in economic activit ies to the level o f threateni ng their 

normal development in term s of the nature of the work, work ing tim e and workin g condition 

as child labor and they are exploitive and violent actions. 

Children involved in weavi ng activities work under horrendous condit ions, hunched 

up for the most part, given little food , having to s leep in very cramped conditi ons and suffer 

eyesight problems due to poor lighting conditi ons. Consequently, they tend to suffer from 

malnutrition, fatigue and deform ities (due to s itting hunched over for hours each day). They 

are also prone to respiratory diseases, due to inhalation of woo l dust. They suffe r from 

musculo-skeletal diseases, eye strain and defective vis ion at a premature age, as well as 

7 



chronic and acute chemica l poisoning and aggravation o f non-occupat ional diseases (Mi nistry 

of Labor and Social Affairs (MO LSA), 2008). 

2.2 Special Needs Education and Children engaged in Child Labor 

Every child has unique characterist ics, interests, ab ili ties and learn ing needs. 

Ed ucati on programs need to be des igned and to take the wide di ve rsity and needs of students 

into account accordi ng to the principle of educat ion for a ll (U nited Nati ons Economic, Soc ial 

And Cultural Organizati on (UNESCO), 1994). 

Education for all promotes the inc lus ion of all children by address in g the spectrum of 

needs of a ll lea rners, incl uding those who are vul nerable to margina lization and exc lusion. 

According to the Sa lamanca Framework for Specia l Needs Educati on (1 994) margina lized or 

excluded groups of children include children with various di sabilities, a bused children, 

children engaged in child labor, migrants, HIY/AIDS orphans, religious minorities and 

nomadi c children (UNESCO, 1994). 

Childre n engaged in child labor are incl uded as one category o f child ren with spec ial 

needs due to the exploiti ve and abusive experiences they face in their early deve lopmental 

ages which may signi ficant ly impai r their optimal healthy development. 

Ch ild labor is clearly detrimenta l to indi vidual children prevent ing them from 

enj oying the ir childhood, hampering the ir development, and sometimes ca using lifelong 

phys ica l or psycho logica l damage. It is a lso detrimenta l to famili es, communities and soc iety 

as a whole. As both a result and cause of poverty, child labor perpetuates disadvantage and 

soc ia l exclusion. It undermines national development by preventin g children from ga ining the 

education and skil l that would enable them as inde pendent adu lts to co ntribute to economic 
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growth and prosperity (ILO, 2002). As a result, thi s catastrophe requ ires specia l support from 

ad ults in any possible context including classroom developmental interventions. 

Intervention strategies for such ch ildren may inc lude preventive, protective and 

rehabi li tative efforts. However, rehabi li tating children w ith di sadvantaged ex peri ence is an 

expensive and difficult task not only from a cost point of view, but also a humanitarian 

approach. Reducing negative consequences of child labor by providing special supports in 

their learning may encourage sustainable and long-term results in the fight aga inst child 

labor. As a result, it decreases the possibili ty of drop out and repetition which can best be 

achieved th rough spec ia l needs educat ion. 

In Ethi opia, the educationa l system has currently catered its special services to the 

learn ing needs of on ly about 2000 deaf, blind and children with mental retardation (Teka, 

2002). This indicates that the learn ing needs of other special needs education target groups 

incl ud ing child ren engaged in child labor have not gai ned sufficient emphasis . 

2,3 Childl'en Engaged in Child Labor and Education 

2.3.1 Definition and Prevalence of C hild Labor 

Definition 

There may be confusion of ide ntifying child labor from non-child labor among people rear ing 

children and other society members. Ch ildren in a ll soc ieties may work and contribute 

according to their age and capab ilities. The types and forms of work may vary from society to 

soc iety. Children's partic ipation in certa in types of simple work such as helping parents care 

for the home and fami ly for short periods in the day or teenagers working for a few hours 

before or after schoo l or during ho lidays to earn pocket money is considered to be part of 

growing up and is a means of acq uiring basic survival and practical skill s. These works are 
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uncomplicated, trouble-free, undemanding and harmless for ch ildren both physically and 

psycho logica lly. Thi s has a positive developmental impact on children and their familie s. It is 

not part of child labor. ILO further a ll ows up to fourtee n hours of work per week for children 

over fi ve and below twelve years of age, and up to fo rty-three hours of work per week for 

children age twelve years and above (ILO, 2000). 

Chi ld labor can be defined in different ways by d ifferent bodies based on thei r 

purpose and context. For the purpose of this study, child labor includes both paid and unpaid 

work and activities that are mentally, phys ica lly, socia lly or mora ll y dan gerous and harm fu l 

to children. It is work that deprives chi ldren of opportunities for schooling or requ ires them to 

assume multiple burdens of schooling and work; that enslaves them and separates them from 

their fami ly; and is carried out to the detriment and endangerment of the child in violation of 

international law and national regulations (ILO, 2000). 

Prevalence of Child Labor 

According to the 2006 ILO Global Report, est imates suggested that there are 2 18 

million children engaged in chi ld labor in the world. Of this, 166 million are within the age 

group of 5-14 years and about 74 million of these age groups are engaged in hazardous work. 

Compared to the 2002 report, this fi gure shows a decline in child labor by II % globa lly fo r 

the age group of 5- 14 years . The decline in hazardous work for the same age groups is even 

steeper by 33 percent. This picture reveals that child labor is globally declinin g and 

improvement is especia lly promisin g on the worst and most dangerous forms of work. But 

still the least progress has been obse rved in Sub-Saharan Africa, where child labor remains 

alarmingly high (ILO, 2006). 
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Regarding the prevalence of children engaged in child labor who combines work and 

school, the 2000 ILO global figure indicates that approx imately 7% of all ch ildren in the 5-9 

year age group and 10% of those aged 10- 14 year combine work and school (I LO, 2002). 

In Ethiopia about 34.2% of ch ild ren attend school while working as children engaged 

in child labor. More boys' report attending schools than girls, urban-rural variations are very 

high. Only 19.6% of ch ildren living in rural areas are reported to be attending school while in 

urban areas, 6 1.8% attend schools. Of those children who combine work and schoo li ng, many 

face difficulty in continuing their education and frequently dropout or repeat grades (CSA, 

200 1). 

In summary, the prevalence of child labor in general and of ch ild ren engaged in ch ild 

labor who combine work and schooling in particular is hi gh globally, requiring timely and 

long term actions by all concerned. For a country such as Ethiopia, identi fying appropriate 

and supportive strateg ies to meet the needs of children engaged in child labor is significantly 

important for the future development of the country. 

2.3.2 Relationship between Child Labor and Education 

Child labor and educat ion are high ly interre lated and one affects the other, negatively 

or positively. Child labor negatively affects the achievement of children. On the other hand, 

quality education may help to reduce or totally eradicate child labor problems. ILO and other 

concerned international organizations promote the use of education as an instrument to 

reduce or eradicate child labor. 

Accessible good quality educational opportunities for ch ildren can help them keep out 

of unacceptable and dangerous work conditions. The absence of public educational 

provisions, quality schools and absence of training programs are responsible for children to 
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be engaged in labor; and ch ild labor in turn prevents children from regul arl y attending and 

benetit ing from schoo l (ILO, 2002). 

Access to primary education and attendance rate has shown rem arkab le progress in 

recent years in line with an attempt to achieve Universa l Primary Education (U PE) goa ls by 

20 15 in most deve loping countri es in the world. As a result, children from depri ved and 

disadvantaged backgrounds, especiall y live in urban areas may have gai ned opportunities to 

free and compulsory primary education. However, poor educational outcomes continue to be 

reported (United States Agency for International Development (USAID), 200 I). 

Children engaged in ch ild labor who get the opportunity to attend primary education 

may fa ce poor schoo l outcomes and increased rate o f repetiti on and dropout. Moreover, 

studies undeltaken on the re lationship between education and child work shows that they tend 

to be interconnected . Dropping out of schoo l, repetition, low academic ach ievement, schoo l 

fai lure characteri zes children engaged in intensive working conditions (Sa lazar, 1998; ILO, 

2005). 

Researchers suggest that th ere is a high correlati on between child labor and schoo l 

enrolment. Yet because work is conducted, outside school hours, the long hours of activity 

may make these children fatigued. Grossly over worked children a re found to be less able, 

less industri ous and less regular in school attendance (lLO, 1988). T hi s is assumed to be the 

core reason for the hi gh rate of dropout and retention of children engaged in child labor fo r 

years cons idering the school quality as acceptable and good. In recent years it has been found 

that low ed ucational achievement as well as lack of relevance in what is eventua lly learned is 

major causes of drop-out (Schiefelbein, 1997; Sa lazar, 1998) . 

In Ethi op ia access to pri mary educati on has shown improvement in the Ed ucation 

Sector Deve lopment Programs (ESOP) I, II and III . As indicated in the Education Statistics 
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An nual Abstract (2007/08) the Net Enrol ment Rate (NER) in primary schoo ls increased from 

57.4% in 200314 to 83.4% in 2007/8 demonstrating promising progress. The quality of 

primary educati on also shows a relatively pos itive progress. However, much more needs to 

be done in order to successfully meet international goa ls of assuring qua lity education. The 

rate of repetition in first cyc le of primary school indicates that the highest rate is at grade I 

(6.2%) and the lowest rate in grade 3 (4.6%). Dropout rates at the same grade leve ls are very 

large. At grade one 18.3% enroll ed in 2005/6 dropout. The lowest rate of drop out during the 

same year was in grade four (7.2%) (MOE, 2009). 

Studies of Ethi op ian ch ildren engaged in chi ld labor also indicate that child labor is 

negati ve ly linked with the ir education due to the socio-cultura l va lues attached to chi ld work, 

poor educational background of parents, low quality of education in terms of addressing their 

specific needs as well as limited access to pre-school education (Ministry of Labor and Soc ia l 

Affairs (MOLSA), 2008). Furthermore, most, ifnot all , of the more than 100 million children 

around the world who arc mi ss ing primary education belong to a category of chi ldren 

engaged in child labor that may hinder the achievement of UPE. As a result, efforts to 

achieve UPE must go hand in hand with efforts to eliminate chi ld labor (MOLSA). 

Due to the lack of early identification, appropriate SUppOlt, personal problems, 

environ menta l concerns, whether temporary or long term reasons, these children are prone to 

repeat grades or drop out of school earlier. Poor schoo l achi evement of children with spec ial 

needs is usually associated with several factors such as quality of teaching, interaction 

between learners and teachers, and socio-economic environment. Regardless of the cause, 

many of these children co uld be assisted by the classroom teachers (MOE, 2006). 
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Generally, since child labor is inextricably linked to poverty, it is very difficult to be 

easily eradicated. However, as long as these children get access to school, teachers should be 

able to support them based on their spec ifi c need s. 

2.3.3 Children Engaged in Child Labor and EFA Goal 

As education is one of the fundamental human rights of individuals, many are often 

denied this right due to various reasons. In response, the world community has determined 

that Education For All (EFA) is a goal that all nations must strive to achieve by 2015 and its 

ach ievement is intended to be assessed based on the EF A Dakar Assignment (2000). 

The educationa l goal of EFA declares that to ensure the learning needs of all young peop le, 

equitable access to appropriate learning is crucial. So that learning outcomes are achieved by 

all especially in literacy, numeracy and essential life skill s (UNESCO, 2005). 

On one hand , free, compul sory, quality education to the minimum age of employment 

as defi ned by ILO Convention NO. 138 is a key element in preventing child labor. Education 

contributes to building a protective environment for all children. On the other hand, child 

labor is one of the main obstacles to full-time school attendance and in the case of part-time 

work, prevents children from full y benefiting from their time at schoo l (ILO, 2005 , 2006). 

This inextri ca ble linkage has not been recognized or acted upon at the international level until 

recent years. Real progress has been made in red ucing child labor by connecting the EFA 

initiative and the campaign to end child labor by recogniz ing child labor as a key obstacle to 

achieving EFA (ILO, 2006). 

2.4 Legal and Policy Documents Regarding Child Labor and Education 

Different policies and conventions have been developed, ratified and exercised by the 

world community to assure the rights of children to education and to e liminate va ri ous 
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manmade barriers in exercising it. Off these lega l and pol icy documents, this paper hi ghlights 

Universa l Declaration Of Human Rights (UDHR), Convention Against Discrimination In 

Ed ucation (CADE), Child Ri ght Convention (CRC) and In ternational Labor Organ ization 

(fLO) convention on children engaged in child labor and educat ion. 

Universal Declaration of Human Rights (UDHR). The human right to education is 

inextricably li nked to other fu ndamental human rights; rights that are uni versa l, indivisible, 

interconnected and interdependent. UDHR spec ifica lly states that: 

Everyone has the right to education ..... Education shall be directed to the full 
development of the human personality and to the strengthening of respect for human 
rights and fu ndamental freedoms ... . " (United Nation (UN) Article 26, 1948). 

This dec laration states that everyone, thi s refers to all chi ldren regardless of their sex, 

race, ethnic ity, developmental deprivations or other differences, shoul d receive education to 

support the fu ll development of his or her potenti al and personality; however, most chi ldren 

engaged in ch ild labor are denied basic and compulsory education that considers the ir 

learning styles, ab ilities and needs. As a resul t they usually face the problems of dropout or 

repetition. 

Convention on the Rights of the Child (CRC). Convention on the Rights of the 

Chi ld also states the rights of all ch ildren to bas ic quality primary education in aJ1icle 28 and 

29. Moreover, it prohibits child involvement in exp loitive and ab usive experiences. 

Artic le 28 and 29 of the convention state that: 

Sta te parties recognize the right of the child to educati on .... in pa rticul ar. Make 
primary educat ion compulsory and avai lable free to all. .. the education of the child 
sha ll be directed to the development of the child 's personali ty, talents and mental and 
physical abilities to the ir fullest potential. .. (UN Article 28&29, 1989) 

Article 32 also states that: 

State part ies recognize the right of the child to be protected from economic 
exploitat ion and from performing any wo rk that is likely to be hazardous or to 
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interfere with the ch il d ' s ed ucation or to be harmful to the ch ild ' s hea lthy or physical , 
mental , spiritua l, moral or socia l deve lopment (UN, AI1icle 32). 

Generally thi s convention assures the rights of the child to education based on hi s or 

her needs, abi lities and pace of effective learning. Similarly, a child must be protected from 

exposure to any work which is harmful to their healthy development. The convention clearly 

states the need of assuring or recognizing the best interest of the child and of protecting him 

or her from an y type o f abu se inc luding child labor and poor qua lity educat ion . 

COllvention against Discrimination in Education (CADE ). This convention states that: 

The state part ies .. . undertake ... to ... discontinue any... Practice which invo lves 
discrimination in ed ucation . .. , to formulate develop and apply a national policy which 
promote equal ity of opportunity and of treatment in ... education .... " (UN AI1ic ie 3, 
4&5 , 1960/62). 

To combat discriminatory treatment and promote the 0pp0l1unity of address ing their 

learning needs, children in disadvantaged situations or who experience conditions of ri sk, 

have the right to education of the same quality and standard regard less of the disadvantage 

s ituat ions in whic h they may li ve in. 

International Labor Organization (ILO) Convention No.138 (ILO Min imulII Age 

Convention). This convention set a minimum age of employment for children in formal or 

legal industries with the aim of ending child labor that is beyond the ir level of development. 

Specifically the convention states that: 

Each member fo r wh ich thi s convention is in force undertakes to pursue a nati ona l 
policy designed to ensure the effective abolition of child labor and to rise .... The 
minimum age ... to employment or work ... Cons istent w ith the fulle st physica l and 
mental development of young person 's ... (lLO Article I, 1973) . 

Ethiopia rat ified all the internationa l conventions stated above. These practices were 

supported by the FORE co nstitution in artic le 9/4 as internationa l agreements which the 

cou ntry ratifies as an integra l part of the law of the land (FORE, 1994). Spec ifically, 
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Ethi op ia 's legal provision on the rights of children stated in the constitution was that children 

should: 

Not to be subject to exp lo itive labor practices, neither to be required nor permitted to 
perform work wh ich is harmful or hazardous to his or her education, health or well­
being (FORE Art icl e 361 (d), 1994). 

In addition, MOLSA (No 377/2003) established specific provisions peltaining to chi ld 

labor such as minimum age for employment and a list of activities prohibited to young 

workers. Moreover the criminal code, civil code and family law also affirmed prohibitions of 

chi ld labor. However, Enforcement of these proclamations and conventions was and 

continues to be the major problem. 

2.5. Instructional Practices for At-Risk Students in Pdmary School 

Taylor and Mulhall (1997) emphasized the need for basic education to correspond to 

the needs, interests and problems faced by the learner. Pupil s at this level, despite their 

diverse backgrounds, should get access to quality education wh ich is respons ive to their 

learning needs and styles. If quality education is not available, improving access to education 

makes little sense. 

Recent views in educational quality centre on the educational process, wh ich tells 

how teachers and admini strators may use educationa l inputs to frame meaningful learning 

experiences for students. Quality classroom instructional practices are at the heart of thi s 

process focused on educational quality assurance (UNICEF, 2000). But often education fails 

to create good quality learning conditions and governments are currently not ab le to provide 

quality education for all children (USAID, 200 I). 

More specifically, improv ing the quality of c lassroom instruction for at risk students 

in urban schoo l settings is a major challenge in education today. Most of these chi ldren come 

from di sadvantaged circumstances that heighten the probability that they will not be 
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successfu l in schoo ls. Their greatest ri sk factor is that their teachers and schoo ls contribute to 

fa ilure and academic under achievement by lack of materials, inadequate ly trained teachers 

and lack of accommodations for learning differences (Waxman & Padron, 1995) . 

Research suggests that teachers pra ise and encourage at ri sk students less o ften and 

have lower expectat ions. In addition, schools serving disadvantaged or low-achiev ing 

students often devote less time and emphas is to higher order thinking skill s than do schoo ls 

serving more advantaged students (Waxman & Padron, 1995). 

The goa l of first cyc le primary educat ion in Ethi opia, as stated in education and 

training policy ( 1994), states that education offered to students in this cycle, who may not 

advance to the next cycle, should educate these children to the best o f their abilities 

(MOE, 1994) . For the attainment of these goal s a self-contained classroom organi zation is 

recommended and practiced. Students learning ought to be measu red based on continuous 

assessment o f th eir performance. However, studi es indicate that the practi ce of continuous 

assessment strategies in lower cycle primary school s of Ethiopia is immature. Teachers 

usually consider continuous testing as a means to better instruction, but it is not. Giving tests 

every month and accum ulating pupils' marks for final grad ing is an ins ignificant aspect o f the 

assessment package (Oesalegn, 2004). 

Although the Ministry of Education reports that the learning needs of children are 

being met, according to Teka (2002), educational services are still provided in form s that 

barely encourage learners to be active participants and release their untapped potential s. 

The governm ent emphasizes the need fo r improvement of the qua lity of teach ing 

through employment of active learning activit ies, methods and lessons. However, a study 

cond ucted by Oerbessa (2006) in Ethiopia on the extent of implementation of act ive learning 
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approaches in primary schoo l. Using a descripti ve survey of 12 schools (6 from urban and 6 

fro m rural areas) indicated that tradit iona l lecture methods dominated in most classrooms. 

2.5 .1 Learning behaviors of Children engaged in child Labor and Required Learning 

Supports 

Children engaged 111 child labor and simultaneously go to school usually exhibit 

various learning behaviors assoc iated both with the work load as well as the nature of 

classroom instructi on. Those who worked long hours had less time to study and were more 

like ly to be tired after work, thus infl uencing their learn ing qua li ty, either in c lass or in do ing 

homework (World Bank, 2003). Children who were exhausted from coping with both lessons 

and work were often ostracized in the classroom or subjected to corporal pun ishment, thus 

red uc ing their enthusiasm for learning (ILO, 2002). Moreover, the long hours of work 

acti vities tired the child to the point of impairing concentration and learning. As a res ult they 

frequently s lept in c lass (Heady, 2000) . Research conducted on Romanian children engaged 

in child labor aged 8- 15 years found that lacking the time and physical space to prepare for 

lessons at home, they often become tired at school and were less ab le to concentrate (Pantea, 

2006/07). Recent studies in Ghana on chi ld labor and school performance found that child 

labor left ch il dren too tired to learn , robbed them of their interest in learning and academic 

achievement resulting in lack of motivation that affected both their learning and their future 

prospects (Heady, 2000). 

Similarly, studies on learning characteri stics of chi ldren engaged in chi ld labor in 

urban informal work sectors in Ethi opia indicated that children engaged in child labor usual ly 

came to school without doing their homework assignments. As a consequence, they were 

frequentl y discipl ined or were suspended from c lasses or from schoo l. Moreover, 

absentee ism, inattentiveness, fatigue and desperation characterized these children. They often 
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sat idly and hid themse lves from their teachers (Addisu, 2008; Alegant, 2007; Solomon, 

2006). 

These learning problems were directly or indirectly responsible for low achievement, 

repetition or dropout of ch ildren engaged in child labor. In order to reduce such educational 

waste, several soc ial, schoo l, and classroom factors have been investigated. Research has 

generall y found that proximal or alterable educational variables rather than di sta l variables 

like hereditary were directly and highly related to improved outcomes. One such alterable 

variable is the quality of classroom instruction . Waxman & Padron ( 1995) found that an 

important variable to improved student outcomes was the abi lity for the school and teacher to 

alter classroom instruction. Additionall y, they suggested efforts to en hance the skills and 

working cond itions of classroom teachers inc luding mastery of the pupil-centered approach 

that recognized that each pupil had specific learning needs and required a particular set of 

interventions (Fasika, 1998). 

Add ressing lea rn ing needs of students from disadvantaged groups regularly fo llowed 

two strategic directions: the establishment o f specific ed ucational responses according to the 

learn ing need of each group and the refinement of the mainstream educational provis ions so 

that they were flexible and sensitive enough to respond to the specific learn ing needs of 

different groups (UNESCO, 2006). 

There was no one response for all the unique s ituations amongst students at-ri sk, but 

decades of resea rch indicated that certain practices and strategies could make substantial 

increases in learning for these students. These practices and strategies usually focused on 

active learning methods when students were given the opportuni ty to be actively involved in 

classroom tasks and provided interactive learning env ironments (Regional Ed ucational 

Laboratory, 2002). 
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A study of c lass room strategies for he lping at- ri sk students determined six effect ive 

classroom practi ces that included whole class instructi on, cognitive ly oriented instruction, sm 

allgroups, tutori ng, peer tutoring and computer ass isted instruction (Regiona l Educationa l La 

boratory, 2002). 

Usua ll y, th rough th e use of comprehensive practi ces and strateg ies, teac hers were able 

to move at risk students to greater heights of achievement (Regiona l Educat iona l Laboratory, 

2002). Moreover, teaching which focused on individual di fferences, such as learning styles, 

use of active learning methods, and increased partic ipation, gained theoretica l SUppOit from 

the constructivist model of learning and re lated more to the way in which new information 

was handled and learn ing cha ll enges that were tackled. These were found to be effecti ve 

strategies for teaching pupils with specia l needs in genera l (Dav is & Florin, 2004). 

2.6. Theoretical Framewol'k 

2.6.1 Constructivist Theory of Learning 

Behav ioral theory of lea rning postulates objecti ve knowledge based on the premise 

that "Reali ty is establi shed" and exists outside the mind of the individua l. In contrast, the 

constructivist hypothesizes that knowledge is constructed by the learner th rough interaction 

with the social and phys ica l environment based on prior knowledge; thus, " Reality is 

constructed", fl ex ible and subj ecti ve. As a result, multiple interpretations of events are valued 

and acknowledged (Bae, n.d.). A constructivist theorist believes that learners construct their 

own real ity or at least interpret it based upon thei r perception of experience (Mergel, 1998). 

In constructi vist theory, learning is defined as a process of constructing meaning; il is 

how people lI1ake sense of their experience. This is the effect of a combination of a person's 

cogni tive abil ities and insights to understand the ir env ironment (Wikibooks, 2005). 
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In this theory, learn ing is an active process, a personal interpretat ion of the world 

which emphas izes problem so lving and understanding where contents are prese nted 

hol ist ically, not in separate smaller parts (G iesen, 2005). 

There are two major strands of the constructivist perspect ive: cogni tive constructi vism 

and socia l constructivism. Jean Piaget is one of the early contributors to cogniti ve 

constructivism. He suggested that through processes of accommodation and ass imilation, 

ind ividuals construct new knowledge fro m their experience (Wikibooks, 2005). Soc ial 

constructiv ism however, premises that learni ng is constructed through socia l in teracti on and 

disco urse . In this theory, an opt imal learning environm ent in vo lves a dynamic interaction 

between teacher, learner, and content ("Work Shop", 2000). 

The Russian psychologist Lev Vygotsky's theory of the Zone of Proximal 

Develop/nent (ZPD) has a va lu able implication in social constructi vism. ZDP refers to "the 

distance be/ween the actual developmental level of a child as determined by his or her 

independent p roblem solving ability and the level of potential development as determined 

through the child's problem solving ability under adult guidance or in collaboration with 

more capable peers" (Vygotsky, 1978, p. 70). 

The constructivi st c lassroom instruct ion va lues co ll aboration, persona l autonomy, 

generativity, re fl extivity, acti ve engagement, persona l re levance and plura lism (Savery & 

Duffy, 1995). Such classrooms are characterized by a pedagogy which gives attenti on to the 

individua l and respect for a student 's background and deve lops understandi ngs of and beliefs 

about elements of the domain. Constructivist classroom instructi on promotes active learnin g 

or learning by do ing, which may a lso be descri bed as student-cente red (Wikiped ia, 201 0; 

Richardson, 2003). 
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In constructivist classrooms, teachers become a guide for the learner, playing a 

facilitator role, providing bridging or scaffolding, helping to extend the learner' s ZPD and 

med iating the envi ronm ent in an interactive manner. On the oth er hand, the student is 

encouraged to develop higher order thinking skill s by interacting with the learning experi ence 

and be active creators of meaning. Moreover, the learner is intrinsically motivated to 

generate, discover, build and enlarge her or his own framework of knowledge (G ray, n.d. ; 

Bae, n.d. ; "Construct ivism in the C lassroom", n.d.). 

In summary, activ ities and methods that are grounded in construct ivist theory of 

learn ing appear helpful in focus ing on individual students, developing deep understanding in 

the subject matter and expanding the interest and habits of the mind for future learn ing 

(R ichardson, 2003). Since children engaged in ch ild labor face various learning challenges 

that lead them to be unrespons ive and passive, in structional processes which focus on the ir 

specific learning needs and styles are s imilarly helpful in affecting the ir learning. 

Constructivist's instructiona l approaches enable teachers to promote communication and 

create flexibi li ty so that the needs of all students may be met. 

2.6.2 Theory of Mediated Learning Experience (MLE) 

The theory of Mediated Learn ing Experience (MLE) is part of the theoretica l 

framework of Stntctural Cognitive Modifiability (SCM) developed by Professor Reuven 

Feuerste in which explains the mod ifiability of deficient cognitive fun cti ons. He argued that a 

person's capability to learn is not solely determined by one 's genetic make-up; but is on the 

contrary, cognitive enhancement is through mediation (Feuerste in, 2009). T hi s theory views 

the human organism as open, adaptive and amenab le to change (International Center for the 

Enhancement of Learning Potential (ICELP), n.d.). 
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which the learni ng experience occurs (S- H-O-H-R) . Organic factors cons ist of heredity, 

maturational level and other natural phenomena. Environmenta l factors include sensory 

stimulation, soc io-economic status, and educational opp0l1unities. These two types of factors 

constitute distal determinants of cognitive development (factors which cause the differential 

responses to the environment), while the mediated learning experience constitutes proximal 

determ inants (Feuerstein, 2009). 

Consequently, regardless of the distal factors (e.g., socioeconomic status and 

educational opp0l1unity), inadequate MLE leads to cognitive functions that are undeveloped 

or poorly developed, arrested, impaired, or inefficiently used resulting in limited academic 

and soc ial learning. When MLE is adequate, prior limitations can be overcome and hi gher 

levels of cognitive and social development will be achieved (Feuerstein, 2009; ICELP, n.d.). 

In contrast, in situations where developmental or environmental difficulties occur MLE 

becomes the necessary relationship to overcome deficiencies and foster enhanced functioning 

(lCELP, n.d.). 

Gatica (n.d.) also noted four characteristics that learners typically display when provided with 

high quality mediated learning. " Learners will (a) develop the ability and desire to adapt to 

new situations, (b) learn how to learn, (c) transfer what they learn from one situation to other, 

and (d) become active generators of information" (p.35). 

As the theory of MLE is rooted in soc ial constructivism, the Vygotskian concept of 

zone of proximal development implies that mediation of the child's cognitive potential has to 

reflect developmental, process-orientation, and casual dynamic relations, rather than the static 

end products of performance (Vygotsky, 1978). It underscores the possible enrichment of the 

child's learning capacity through interact ion, guidance and joint-partnership with experienced 

adults (Teka, 2002).Thus, guided by an era of mediated principles, Vygotsky viewed a child 's 
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interaction with the world as mediated by symbol ic tools, which are provided by socia l 

constructivi sm. However, Feuerstein gave further ins ight on cognitive functioning, such as 

log ica l memory, voluntary attent ion, categorical perception and self regulation of behavior 

(Fe uerstein, 2009). 

In exa mining these two theories in terms o f their potential for optimal learning, 

Vygotsky's Socio-Cultural theory and the theory of MLE are both supported by various 

studies. However, there is a theoretical gap which can be filled by the he lp of MLE which 

assigns a major role to a human who mediates stimuli for another human (i.e., S-H-O). These 

theorists be lieve that such mediat ion is indispensable for a ch ild with learning problems 

because the mediator helps the child develop prerequisites that wou ld make learni ng effective 

(Feuerste in, 2009) . Teka (2002) a lso noted the potential of MLE over Vygotsky's Socio­

Cu ltural theory in the learning of chi ldren with special needs saying that: "MLE is a new 

theoretical perspective that offers a new hope in addressing the learning needs of especially 

the low ach ieving cil i ldrcn a nd child ren of the lower primary schools of developing nations" 

(p.36). 

Based on these reasons, we can infer that instructi onal practices delivered through the 

MLE approach have a better potential for affecting children, particularly from disadvantaged 

background, to produce optimal learning. As a result, this study in vestigates the nature of 

classroom instructional practices for children engaged in child labor based on the theory of 

MLE. 

In an MLE model of interaction, the teacher provides a suitabl e stimulus (i.e., 

in struction, homework, test, assignment) and then observes the response of the learner to the 

stimu lus. Based on the response, the teacher interacts with the learner (e.g., provides praise, 

crit icism, encouragement, grades, a new assignment,) and the process continues until e ither 
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the teacher or the learner is satisfied. Teachers develop their own repertoire of methods 

depending upon the size of the class, the apparent ability of the learner and the subj ect matter 

(Ga lyam & Grange, 2005). 

Generall y, MLE is necessary for a ll human learning though the quality, amount, 

intensity, frequency and duration will vary as a function of individual differences (di stal 

factors) in chi ldren. It is poss ibl e to app ly MLE at later stages when cogn itive development or 

academic and social learning have not been sufficient. Through applied interaction, such as in 

th e MLE method, parenting, teaching and counse ling facil itate learn in g (ICELP, n.d .). 

2.7. Parameters of Mediated Interactions 

The quality of the MLE interaction is best described by twelve spec ific criteria or 

parameters: 

I. Intentiona lity and Rec iproc ity 

2. Transcendence 

3. Mediation of meaning 

4. Mediation of feeling of competence 

5. Mediation of regulation and control of behavior 

6. Mediation of sharing behavior 

7. Mediation of individuation and psycho logical differentiation 

8. Mediation of goa l seeking, goal setting and goal achieving behavior 

9. Med iat ion of challenge: The search for novelty and complex ity 

10. Med iat ion of an awareness of the hum ane being as a changing enti ty 

II. Mediation of the search for an optimistic alternative 

12. Mediation of the feeling of belonging (Feuerstein et aI. , 199 1) 
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Because not every interaction that invo lves a task, a learner and a mediator has an 

interaction qua lity re lated to ML E, these parameters have been deve loped to di stingui sh the 

MLE interact ion from other kinds of interact ions. They are div ided into the mai n and 

reinforcing components. 

The first, three criteria (Intentionality/Reciprocity, Transcendence, and Mediation of 

Meani ng) comprise the main components of the MLE approach. T hese are uni versal, 

bas ica ll y essential criteria to characterize an interaction as a med iated interaction and they are 

cons idered to be respons ib le for what all human beings have in common: structural 

modifiability (Feuerste in et aI. , 199 1). The other nine criteria are not necessary cond itions for 

an interaction to be considered as MLE; rather, they are s ituationa l, task dependent and 

culturally sens iti ve. T hese re in forc in g parameters are responsible for the d iversifi cation of 

cogniti ve styles, of affect ive modes o f experiencin g onese lf and others, and of ways to 

respond to stimuli emerging from both endogenous as well as exogenous sources . T hey are 

important fo r the construction and eva luation of env ironments that promote cogni tive 

development in young children and the identification of risk factors within an env ironment 

(K le in, 200 I). Furthermore, Kle in demonstrated with empirica l evidence that these 

parameters could be reduced to fi ve cr iter ia without losing the ir two bas ic sal ient and 

re inforci ng properties: Med iation of Feel ing of Competence and Med iation of Regulation and 

Control of Behav ior in add ition to the three salient parameters. 

The cri ter ia are used as a genera l guide to a variety of act ivit ies or opportuniti es to 

intervene, but do not identify a specific action to be taken. Rather they become a road map 

fo r responses. They offer poss ibilities to exploit (focus, e laborate and enhance) med itational 

potentials in s ituations (ICELP, n.d.). 
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1. Intentionality and Reciprocity 

Intent ionality tra nsfo rm s any interact ive situation from acc idental into purposeful. By 

constantly focus ing on the ch ild 's state of attention, problem so lving strategies, mistakes, and 

insights, the ad ult infuses the learning s ituation with a sense of purpose and intentionality 

(Collins, 200 I). Gatica (n.d.) described intentiona lity as the med iator's ab ili ty to foc us on the 

learner's needs and to shape the task accord ing to these needs. 

The intention tra nsforms the three partners involved in the interaction: the stimuli , the 

mediator and the mediate. The particular event is transformed in some of its characteristics by 

the mediator ' s intention to make it experienced (not only incidentally registered by the 

mediate). This transformat ion of the stimul i to be mediated is accompanied by efforts on the 

part of the mediator to transform the menta l, emotional and motivational state of the mediate. 

Moreover, detecting the transformation produced by the intention in the stimulus or event to 

be mediated is used as the best way to evaluate the mediational quality of an interaction such 

as parent-child or teacher-student (Feuerste in et aI., 1991). 

In mediated c lassroom instruct ion the tcacher intentiona lly leads the process by 

involving activities that focus the student ' s attention, sets the required pace and identifies the 

cogn iti ve functions req uired to analyze the tasks and to genera lize fro m a series of activities 

without diminishing the students level of activity (Schur, Skuy, Z ietsman & John, 2002). 

Intentional mediation is meaningful only if it is combined with the mediate ' s 

reciproc ity. Reciprocity is present when the teachers' behavior is not accidental but 

purposeful and when the student 's behavior is in response to what she or he saw or heard 

from the teacher. 

Reciproc ity is achieved when the teacher has succeeded in catching the child 's 

attention so that the ch ild responds vocally, verbally or nonverba ll y, to the adult's behav ior 
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(Kle in. 200 I). Thi s gives an interesting interpretation of MLE imply ing that verbal 

interaction is not necessarily required, as all modalities of interaction (e.g. , gestures, kinetic, 

mimicry, and modeling) can also constitute quali ty interaction provided that the mediator is 

conscious and well-intentioned in the process (Teka, 2002). [n other words, reciprocity refers 

to the mediator 's willingness to see the students at the "same level" and to be attentive to the 

students' response (Gatica, n.d.). Reciprocity is a way to turn an impli cit intention into an 

explicit, volitional and conscious act. It is an essential counterpart of the mediation of 

intentionality (Feurestein et aI. , 1991). 

A teacher or mediator who initiates a reciprocal relationship, joins the student in the 

learning process by giving responses such as summarizing what a student said and asking for 

elaboration on one or more po ints (e.g., Say more about what you meant by ... , or help me to 

understand how .... , or why .... (Collins, 2001).) The teacher does not pretend to know the 

answer as to how the learner shou ld be thinking. Only the learner knows how the thinking 

proceeds. The mediator is rather a fellow explorer (Galyam & Grange, 2005). 

Teachers, workin g with a student who has diffi culty learning, must focus attention on 

the student' s needs. It requires the teacher to constantly judge the learning experience and 

making needed changes to assure that the student's experience is within his or her zone of 

proximal development (Collins, 200 I). Reciprocity helps the teacher to be aware of the 

student 's progress, the ir a lternative concepts and their relevant cognitive deficiency. Since 

understanding the students and their abil ities, needs and motives can enable the teacher to 

design appropriate learning activity and properly mediate intentionality (Schur et aI., 2002). 

[n summary, the interaction, animated by an intention and an effort to create a 

relationship of reciproc ity, can be viewed as powerful and rich in behavioral , mental and 
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emotional components. It sets the stage for all of the other cr itical attributes of mediated 

learni ng and influences all the three patterns of the interaction (Feuerstein et aI. , 1991 

2. Transcendence 

Transcendence, defined as the orientation of the mediator to widen the interaction 

beyond the immediate primary and e lementary goa l, creates in the med iate a propensity to 

enlarge his cognitive and affective repertoire of functioning constantly (Feuerstein et al.). In 

thi s case, the goal of the interaction is expanding and goi ng beyond the immediate 

experience, from its immediate precedent and consequences to others remote in time and 

space (Kle in, 200 I). This transcendence of the immediate environment promotes flexibility 

of mind and structura l changes in the sense of anticipation, sea rch and need for information 

beyond the immediate . 

Simi larly, Tribus (n.d .), defines transcendence as a human 's unique ab ili ty to draw a 

lesson from an experience in one time and place, transmit to their progeny the lesson learned 

and see the progeny apply these lesson in a new time and place. Bridging, ability to transcend 

the moment, is the key to the mediation of transcendence. 

Students, who experience difficulty learning, do not readily see any re levance to what 

they are learning without transcendence. It is the responsibility of a teacher to help hi s or her 

student make connecti ons between what he or she learns in the classroom with what mi ght be 

done at home or in other settings . This will not be achieved by prov iding examples of 

bridging; rather, it is realized by helping the student to draw examples from hi s or her own 

experiences or s ituations in which the same process could work (Collins, 200 I). 

Genera lly, transcendence not only transform s the immediate goal by widen in g its 

scope to include more remote goa ls but also changes many of the means employed to achieve 
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these goals. It changes the pri mary goals of the interaction, widening them by incl uding more 

remote, and in certain cases more important, goals than the primary ones (Feuerstei n et aI. , 

1991). 

3. Mediation of Meaning 

The medi ati on of mea nin g represents the energeti c, affecti ve, emotiona l power that 

will make it possi ble fo r the mediational interaction to overcome resistance on the part of the 

learner and thereby, ensure that the mediated stimuli will indeed be experienced by th e 

learner (Collins, 200 I )., 

As indicated by Feuerstein et al. ( 199 1), the mediation of meaning answers question 

of why, what for and other process oriented questions re lated to cas ua l and teleolog ica l 

relationshi ps, reasons for something to happen or to be done. A lso, mediati on of meaning is 

defined as an act of express ing affects by the parent or the carrier and re lation to objects, 

animal s, concepts or va lues through fac ial expression, gestures, tone of voice, verba l 

express ion of a ffect c lass ifi cation, labe ling and va luing of the child ' s experiences (Teka, 

2001 ). 

The mediation o f meaning has two major ro les to play in determining the qua lity of 

the interaction and its formative power. One is rendering efficient the med iator's attempts to 

convey to th e med iate the stimulus, event, relationship and concepts whi ch are the purposes 

of the interact ion. The other is the endowment of the mediate with the " need" to look for the 

"meaning" in a wider sense of the term (Feuerstein et aI. , 199 1). 

Of all MLE criteria's, med iati on of meaning is the one most determined by the 

cu ltura l heritage o f the ind ivid ua l irrespective of the communication modalities used. 

Because the " meanin g is the re fl ection of att itudes, va lues, mores and comm andments whi ch 

regu late and shape the transmitted behavior" (Feuerstein et a I. , 199 1, p. 28). 
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In the classroom, meaning is tr iggered as the teacher addresses the cognit ive, a ffect ive 

and/or motivational needs of the learner. Its goa l is to he lp the learner find va lue in a learning 

experience that brings about an emoti ona l response, whether j oy or wonder, or a willingness 

to express fea r or anxiety (Co lli ns, 200 I). 

Since students from d isadvantaged backgrounds have learning di ffi culty do not 

automatically see learning experience as meaningful, it is the mediator's ro le to guide the 

student in a search for meaning whi ch will be accompli shed by (a) comparing and contrasti ng 

present learn ing experience with those of the past and those antic ipated in the fu ture (b) 

discussi ng learn ing goals with the student (c) he lping a student to identify and use new 

learning in di fferent applications (d) by ask ing "why" and " how" questions rather than 

"what" questions (Co llins,200 I). 

4. Mediation of Feeling of Competence 

An adul t 's expression of satisfaction with a chi ld' s behavior and his or her 

explanation of why he is satis fi ed is an example of fee li ng of competence (K le in , 200 I). It is 

confirming (at a fee ling level) abilities and skills, creating an optimistic be lief in success, 

empowering confidence, task accompli shment, se lf refl ections on a bilities and achievements 

(Fa lik, n.d.). T his criterion refers to the interact ions in whi ch the mediator organizes the 

environment to support children' s fee ling of success (Shamir & Tzurie l, 2004). 

Med iation of fee ling of competence comprises a med iationa l interaction of cogniti ve 

and emotional features initiated by the medi ator whose interest is not just to render the child 

compete nt, but to eq ui p him with a feel ing of com petence (Feuerstei n et a i. , 1991). T hi s is 

done by actions such as provid ing opportuni ties fo r success, by regard ing the learner for 

so lving problems successfull y, and by interpreting to the learner the meanin g of his or her 
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success (e.g. "wow, you did a great job, "very good, you remembered the procedures") 

(Shamir & Tzuriel,2004). 

Mediat ion of fee ling of competence helps the ch ild acq uire a sense of mastery, a 

feeling that she or he is capable and successful, which contributes, no doubt, to a wi llingness 

to exp lore the new and to attempt to apply oneself to new and challenging endeavors which is 

important to encourage cu riosity and active exploration (K le in, 200 I). 

In today 's civilizati on with its promoti on of hi ghl y individua lized ways of life, a 

feeling of competence is a much greater need. Because it may playa crucial ro le in the 

adaptation of the individua l to new situations, an ongoing condition of life in today's world, it 

he lps to be courageous enough to explore unfamiliar reali ties (Feuerstein et a I. , 1991). 

5. Mediation of Sell~Reg ulation and Control of Behavior 

Mediation of regulation and control of behavior refers to experiencing and modifYing 

environments to provide se lf monitoring, making adjustments in respons~s or perspectives, 

developing ski ll s through active structuring, and developing insight into needs, skills, past 

and future experiences (Falik, n.d .). 

Med iated regulation of behavior creates the fl ex ibility and plasticity necessary for 

mod ifYing the individual with respect to inhibition as well as initiation which are polar 

activities and probably one of the most important dimensions of interaction between parent­

child and teacher- students (Feuerstein et aI. , 1991 ). 

In this type of interaction, the mediator regulates the learner's behavior by either 

controlling impulsiveness or by accelerating the behavior, depending on the task 's demands 

as well as on the learners' personal behavioral style through mode ling, demonstrati ng or 

scheduling obj ects or events in time and space and introducing a pattern of activities for the 
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learner (Klein, 200 I; Sham ir & Tzuriel, 2004). Mediated regulation of behav ior also 

accelerates behav ior through the orientation of the individual to se lf-reflect ion, arousing 

awareness of the task characteristics and provides the feedback necessa ry for decisions 

bearing upon the appropriateness or inappropriateness of certain behaviors, their timing, 

rhythm, and suitability to the particular situation (Feuerstein et aI., 199 1; Shami r & Tzurie l, 

2004). 

Working with students with special needs, teachers are expected to clarify their 

expectations and to spent individual time with students helping them to better foc us and 

become accountable for their actions. Students were given opportuniti es to remove 

themselves from situations without having to ask permission of their teachers, espec ially 

during instruction when they found themselves unab le to focus (Mann & Hinds, 2006). 

Genera lly, imposing control and acceleration of student behavior is rendered more 

acceptable when it has the quality of mediation. Thi s is particularly true when rec iproc ity 

makes the mediate able to understand the mean ing of the inhibitory action of the mediator 

and offers him the extension of this meaning to the transcending goa ls set up by both the 

mediator and the mediate. This quality of regulation affects the individual 's behavior in a 

structural way that is more permanent and is general ized over future situations which he or 

she wi ll confront (Feuerstein et aI., 1991). 
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CHAPTER THREE 

3. Methodological Approaches and Design of the Study 

The major intent of this study was to investigate the classroom instructional practices 

in Add is Zemen First Cycle Primary Schoo l with specia l reference to the lea rning behaviors 

of children engaged in child labor. To achieve this, a qualitative case study design was 

employed. Case study was used for this study for its relevancy and in-depth investigation of 

the difficu lties ch ildren engaged in ch il d labor faced. As Cohen, Manion and Morrison (2003) 

stated, case study methods are usefu l to portray, analyze and interpret the uniqueness of real 

individuals and situat ions through access ible accounts, to catch the complexity and s ituation 

in wh ich the behav ior occurs, and to present and represent reality to give a sense of " being 

there". 

3.1 Research Setting 

This study was conducted in Add is Ababa, the capital city of Ethiop ia, in order to 

understand the living and learning conditions of children engaged in child labor who 

experienced poverty and poor quality of life. Particularly, the study was conducted in Gullelle 

sub-city commonly known as "Shiromeda" area, which is located in the northern part of 

Addis Ababa. The total population of the sub-city is est imated to be between 346,000 and 

360,000 divided in to ten kebeles for admi nistrative purposes. As the Strategic Plan of the 

sub-city showed, the inhabitants of the sub-city came from different parts of the country and 

with various ethnic backgrounds. They were engaged in diverse econom ic activities. Of these 

the weaving business which harbored 20% of the tota l population of the sub-city was the 

dominant one, accounting for 60% of weavers found in Addis Ababa. However, they used 

traditiona l technologies wh ich could not take the industry even one step ahead. Moreover, 

Gulele sub-c ity was one of the poverty stricken sections of the capita l, Addi s Ababa. Nearly 
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half of the sub-c ity's population li ved in abj ect poverty or be low the pove rty line (Worku, 

2006). 

There were two government first cycle primary schoo ls in the sub-c ity. One of these 

was Add is Zemen First Cycle Primary Schoo l. Th is was located in the centre of the sub-city. 

The schoo l was fo unded in 2000 E.C in a total area of 4000 square meter. The classrooms 

were built in one four storey bu ildi ng having twenty e ight rooms, from which 24 were used 

for teaching purposes, two for offi ces. In addition, the school had a li brary, resource room 

and cafeteria located at the back of the main building. There was a new building within the 

compou nd which was under construction. Regarding the academic staff, there were 41 

teachers ( 13 male and 28 female). Of this, 12 were diploma ho lders while 29 had a co ll ege 

certificate. The teachers worked an average o f 22 periods per week. The schoo l admitted 

11 60 students (524 male and 636 fe male) in the current academic year and had an average of 

50-60 students per class in a tota l of 24 sect ions. Most of the students adm itted to grade one 

had no preschoo l experience and ranged in age from 7 to 15 years (Enda le M., personal 

comm unicati on, October 4, 2009). 

3.2 Participants of the Study 

In a qual itat ive case study, research participants are selected using purpos ive se lection 

based on criteria relevant to the study. Thi s req uires the researche r to specify in advance a set 

of attributes, factors, characteri stics or criteria that the study must address. The logic behi nd 

purpos ive selection of participants derives from the emphasis on in-depth understand ing of 

the phenomena or indi viduals under investigation (Patton, 2002: Cohen et a I. , 2003). The 

selection strateg ies fo r this study were crit ical case sampling because as Cohen et.a l. , 

suggested, these strategies involved selection of people who displayed the particular set of 

characteri stics (i.e., children engaged in child labor, ages 5 to 14 years, attending primary 
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school) to permit logical generalizations and maximum applicability of the findings to others 

in similar cond itions. 

Moreover, co ll ections of information from various informa nts inc reased the possib ility 

of understanding the phenomena from the insiders' perspective and improved its credibility. 

As a result, participants in thi s study were four children engaged in child labor, two s isters of 

the selected chi ldren and their teachers. The children were selected by the homeroom teacher 

and the researcher based on the fo ll ow ing cri te ria; 

I. The child worked in the in formal small sector weav in g industry. 

2. The child 's work infl uenced hi s or her learning in terms of time spent (5-8hrs/day), 

working days (more than 5 days/week) and working conditions such as unfavorab le 

work s ite, hygiene, and illumination. 

3. The age shou ld be between 5- 14years. 

In actual fact, the ages of the fo ur selected children engaged in child labor ranged 

between 8-14 years and worked in the informal home-based weavi ng industry. Their work 

was found to be intensive and threateni ng to their learning as reported by themselves and 

their teachers the cases spent more than 5 hours each day and 6 days a week. By observat ion, 

I determine that the ir working conditions did not comply with legal age limits. The detail 

demographic background of the research participants wi ll be presented in tab le I and 2 

below: 

In table I, the age of children engaged in child labor ranged from 8-14 years. A ll were 

home workers and li ved with fami lies or re lat ives. Zemenu and Mesaye, li ved with their 

bio logica l parents, Berihune lived with hi s father only whi le Shemali se li ved with hi s uncle . 

Th ree were students in grade 2. Shemalise was the onl y student in grade four. 
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Table 1 
Background of Children engaged in C hild Labor 

Name Age Living Employment relationship Work intensity per Grade 
relationship week level 

Hours Days 

Shemal ise 14 Uncle All work III a home- 55 .5 6 4 

Berihune 13 Father 
based, sma ll scale weaving 

52.3 6 2 industry without wages. 
Mesaye 9 Biological 57.3 6 2 

parents 

Zemenu 8 Biolog ical 50.5 6 2 
parents 

As ind icated below in table 2, educationally, two of the teachers have TIl Certificate 

and two are learning their diploma in the summer program. All of them had more than five 

years of work experience, in add ition Mesay's and Zemenu' s teacher teach the cases for one 

semester whereas the other two have been teach ing the cases for 2 years. 

Teacher Sex Educational 
of background 

Shemalise F TIl Certi ficate 
Diploma in 

progress 

Berihune M TIl Certificate 
Diploma in 

progress 

Mesaye F TIl Certi fi cate 

Zemenu F TIl Certifi cate 

Table 2 
Background of Teachers 

Work experience 

8 yea rs (6 years in bas ic ed ucat ion, 
two years III first cyc le primary 
sc hoo l) 

6 years in first cycle primary schoo l 

5.5 years (5 years III basic 
education, one semester in first 
cycle primary schoo l) 

37 years 

Experience of 
teaching the 

student 

2 years 

2 years 

One semester 

One semester 
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3.3 Data Collection Tools 

A di stinctive feature, not unique to case study resea rch, was the use of multiple 

methods to establ ish construct valid ity. Indeed, the case study's unique strength was its abi lity 

to deal with a full variety of evidence, includi ng documents, alti facts, interviews, and 

observati ons (Ga ll , Borg & Gall, 1996). In order to increase the va lidity of data in this study, 

c lassroom observation, interv iew, and doc ument ana lysis were used. 

Observation 

Observation in qualitative research a llowed the researcher to formulate his or her own 

vers ion of what occurred independent of the participants se lf reported data. It provided an in­

depth understanding o f what was occ urring in the natural setting (Gall , et aI. , 1996). Hence, 

systematic obse rvation was used in thi s study to investigate the tradition of classroom 

instruction with reference to learning needs of research participants. In add ition, unstructured 

observation was used in the work setting to understand the living and working conditions o f 

the children engaged in chi ld labor. 

The systemat ic observation was conducted using the MLE observation guide of the 

five major parameters previously discussed in Chapter Two. The guide was adapted from 

MLE rating sca le developed by Mentis et al. (2008) and believed to have cross cultura l 

app licati ons. Each five major paramete rs included 5-7 guiding questions with ratings of: not 

at all implemented, negatively imp lemented, sometimes implemented and usually 

implemented by the teachers in the classroom. 

The instrument involves questions related with teacher 's instructional strategy, 

whether it involves all students' active involvement or promote reciprocal re lat ionship or not, 

the major foc us of instructional strategies in tenllS of promot ion of students independent 

learning ab ility and app li cation of lessons in their daily lives, provision of reinforcement, as 
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well as their assessment and classroom management strategies. This was done by making a 

ti ck mark in one of the four ratings while the teaching learning process goes on (See in 

appendix A). 

Interview' 

Interview was an essential tool used to gather information on a given phenomena or 

events from the point of view of others. This provided information on the phenomena under 

investigation. This enabled the researcher to triangulate the data and validate the researcher's 

impress ion from observation (Best, 2003). 

In this study, a semi-structured interview was conducted with each child engaged in 

child labor to assess hi s or her working condition, its influence on their learning and the 

child 's feeling about the classroom instruction. In addition, teachers of the selected children 

were interviewed to determine information on the children 's academic performance, lea rning 

behavior, and availab le in structional supports. Since the sisters of Zemenu and Mesay were 

elder, interviewing their sisters was helpful in increasing the reliability of the data. 

The intervi ew guides used for all interviewees except the two s isters were prepared by 

the resea rcher based on the study research questions and MLE parameters. The main content 

of the interview includes information about demographic background of partic ipants, their 

working conditions, and their interest towards their education, their academic performance 

and feelings on the nature of classroom instruction. An informal interview was conducted 

with the sisters to obtain information on the worki ng conditions and total working time of 

their brothers, as we ll as parent's ed ucation and economi c statu s. 
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Document ana lys is 

One of the purposes of document ana lysis in qua litati ve research was to explain the 

poss ible causal fa ctors related to some outcomes, actions or events. It also served to suppl y 

inform ation helpful in evaluating or expla ining socia l or educationa l practices, (Best, 2003). 

Thi s study analyzed student academic records in order to examine each partic ipant' s 

attendance and academic hi story. 

3.4 Data Collection Procedures 

3.4.1 Pilot Study 

The tools were developed and pil ot tested prior to the study. Thi s was done with two 

major intenti ons. First, the pilot test was to establ ish whether the interview guide was feasi ble 

for use with thi s age group and the leve l of language competence . Second , it determined 

whether the record ing methods were appropriate for identi fy ing classroom behav iors. 

The pilot test was conducted in a different schoo l from the study, Guiskume Etege 

Taitu Primary School. A student was se lected with similar criteria. The se lected student was a 

10 year old boy who li ved w ith hi s parents. Observations of this student 's homeroom teacher 

c lassroom instructiona l practices were a lso done. This systematic observation was comp leted 

in two 40 minutes periods in Amharic and mathematics lessons, fo llowed by an in-depth 

interview with hi s teacher (90 minutes) and with the child (45 minutes). Accordingly, some 

modifi cations were made on the Amharic version of the interview and the method of 

interviewing. 

In additi on, the instruments were commented by the academic advi sor and one spec ial needs 

education expert from MOE. Accord ingly, necessary and convincing comments were taken . 
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3.4.2 Main Study 

To identify th e participants of the stud y, the se lection criteria were di stributed to a ll 

homeroom teachers of the school and 30 students were identified. Of these, e ight students 

met the criteria. Thus, four children with severe working conditions and with ages ranging 8-

14 were randomly se lected. 

Subsequently, classroom observation was conducted during two periods in each 

classroom to build fam iliarity with the teacher and students before beginning data collection. 

Observation was completed in each classroom during three subjects (Arithmetic, Amharic 

and Environmenta l sc ience) for a total of six periods over three consecutive weeks. 

Hereafter, in terviews with the teache rs o f the selected child ren engaged in child labor 

were conducted. After communicating the assurance of confidentiality, the teachers were 

asked for permission to record the interview with an audio tape recorder. The interviews took 

place other than the school outs ide of class instruction time except one for one of the teachers 

who did not agree to meet me outside the school s compound. For this case the interview was 

done in the schoo l resource room. The teacher interviews took I to 1.5 hours to be completed. 

Based on information obtained about the children, their classroom behavior and 

instructional traditions from review of documents, interviews with teachers, and observations, 

interviews were conducted with individual subjects and recorded by aud io recorder after 

introduc ing the intent of the interv iew and their input for the study to them. Informed consent 

of the children and their parents was obtained. To establish rapport the researcher had 

conversations with each student and prov ided refreshments such as tea and bread, candy, 

chewing gum and chocolates before the interview. The students were also perm itted to listen 

to thei r recorded voices as an entertai nment. They were interviewed during their free time in 

the school resource room. 
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After observation of the children engaged in chi ld labor at hom e and in work settings, 

being as a custom er of their hand loom products getting consent with the children, the results 

were recorded using note taking. 

Finally, an inform al interview was cond ucted with sisters of the two children engaged 

In child labor durin g their free time at schoo l. Additi onal informal interviews were 

completed with the children engaged in child labor and teachers to fill information gaps 

identified during the time of data ana lysis. 

3.5 Methods of Data Analysis 

This study used case by case and cross case methods of data analysis. One of the main 

characteristics of qualitative research was its focus on the intensive study of specific 

instances of phenomena to produce thick description. Thick descr iption of the phenomena 

under cases brought the event to life for readers and helped them to und erstand its meaning 

(Gall et aI., 1996). 

In thi s study, the raw data was coded, reduced and presented case by case. In addition 

cross-case analysis was used to make an in·depth and detailed compari son across cases so as 

to increase the genera lizab ility of the findings to s imilar conditions. 

3.6 Ethical Considerations 

The study was conducted in consideration of a ll ethical issues of a research. The 

participants were brie fed about the purpose of the study and asked for their informed consent 

to be involved in the study. The researcher developed rapport with the participants to 

encourage optimum responses in a naturalistic environment. The participants were assured of 

confidentiality of a ll data collected. In addit ion, respondents were informed that they could 

withdraw from participation at any time. 
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CHAPTER FOUR 

4. Results 

The study was conducted in Add is Zemen First Cycle Primary Schoo l, Gulele sub­

city, Addis Ababa. The school had 24 sections and 41 teachers with 50-60 students in each 

sect ion. Since the popu lation in the area lived in abject poverty, most are li ving in a very 

sophi sticated and poverties home environment: they are using their home for multiple 

purposes such as dining, cook ing, work ing and entertainment. Moreover, most of the students 

in this primary schoo l were admitted to grade one without any preschool experience. 

In this Chapter the results are di scussed under two maj or sub headings: case by case 

presentati on and cross case ana lys is. The case presentation was done based on the data 

obta ined from observation of the classroom and the participants ' homes, interviews with the 

students and their teachers and document analyses. To maintain confidentia li ty, pseudonyms 

were used in presentation of all the fO llr cases. 

4.1 Case Presentations 

The study setting 

The general setting for th is study was Addis Zemen First Cycle Primary School. The 

schoo l was built of concrete and stone. The classrooms were the naturalistic setting of thi s 

study. The rooms had half paint glassed windows on one s ide and blocked with concrete on 

the other three s ides. The size of the classrooms was 3 meter width and 4 meter he ight, wh ich 

seems re lati vely sufficient to accom modate the num ber of students in each c lass. Lighting 

and envi ronmental qua li ty was adequate. The desks were benches that accommodate 2-3 
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students and were made of wood and meta l. The overa ll classroom environment is re lati ve ly 

free from exte rna l and distracti ve noises .. 

In each c lassroom, there was a blackboard with few other resources. Except the 

classroom of Berihun, the top right palt of the black board is regul arly used for writing the 

daily attendance of students and current date will be wri tten in the left s ide. The names of the 

fi rst three or four students with highest grades in weekly tes ts and gro und rules were 

displayed. 

The other parts were decorated with different teacher-m ade materials. These partly 

included the Amharic a lphabet, grammar and pronunciation guides for Engli sh, pi ctori al aids 

such as pictures and names of domestic and wild animals, arithmetica l fi gures like 

multiplication, d iv ision and ca lculation of linear equations. In Shemali se ' s classroom there 

were also aesthetic teaching aids (e.g., directions to prepare traditional shirts and trousers as 

well as preparation of traditiona l arts made of sand.) The number of students in each 

classroom was 50-60, on average . Their sitting arrangements, in many cases were organized 

in an interactive mode. The num ber of students in heterogeneous groupings was primarily 

dec ided by the teacher. The age range of students in each classroom was broad, ranging from 

7 to 15 years. Students were admitted to grade one, without prior preschool experi ence. As 

reported by the ir teachers, most students faced difficulties in achieving the minimum 

competence leve l defined in the curriculum. 

For students with low academic performance, the school provided tutoria l programs 

all students, partic ipated in thi s study, was regular part icipants in the tutoria l programs. The 

case studies prov ided in-depth understanding of each student ' s school experience. 
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Case 1- Shemalise 

Shemal isewasa male. 14 yearsold. thi n and ta ll. He appeared careless in hi s 

appearance, his face was not usua lly clean and his uniform was old, torn and untidy. He was 

li ving with hi s uncle, aunt, and one e lder female cous in in one sma ll room in a rented house. 

The house was very big and old with one comm on gate fo r a ll fa mil y members. There was a 

large gath ering room in front o f the main gate. The house was di vided into e ight small rooms 

which were separated by thin wall s. Four fa milies li ved in the house with a tota l of fi ftee n 

members. Shemalise's parents used the fi rst room of the house for li ving and shared a room 

with another fa mily for work purposes. 

Shemal ise was born in Webera Wereda, Gamogofa reg ion. His biological parents had 

two children and he was the first born . His unc le adopted at the age of seven and brought him 

to Addi s Ababa. Shemalise reported how he came to Addi s Ababa with hi s unc le as fo llows: 

My unc le, s ince he has no chi ldren, took me fro m my parents with a promise to rear 
and ed ucates [sic] me, like someone does for his bio logica l chi ldren. [J ut when I fi rst 
came here, he was not admitt ing me to school; rather he tra ined me in weav ing 
production of tradi tional c lothes at home. This took me about seven months. After that 
my uncle orders me to work with him during the day t ime and admitted me to the 
evening school. However, due to the po li t ical instabilit ies o f the c ity at that t ime, he 
suspended me from school and in the next academic year I was registered in the 
regular program in this school, and started grade one. 

Economica lly, Shemali se's uncle worked at a sma ll scale weav ing industry in hi s home and 

his wife was a bush fire-wood collector. She co llected wood from the nearby jungle and so ld 

it. Moreover, as Shemalise stated, hi s uncle had not worked recently due to chronic pa in in 

his hand muscles. As a result, Shemalise was responsi ble for the major part of the work and 

family bas ic income. Consequently, thei r economi c status was at a subsistence leve l. 

Educationally, as Shemalise reported, both his uncle and aunt were illiterate. 
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Behaviorally, as his teacher expressed during the interview and verifi ed during the 

observation, Shemalise was calm, quiet, and sociable. He chatted with his peers and respected 

and obeyed c lassroom and schoo l ru les and regu lations. He spoke softly and usua lly feared to 

express hi s feelings in front of others. He did not exhibit undes irable behaviors. 

Shema lise was first admitted to school at the age of 5 in hi s hometown and ed ucated 

in his mother tongue. His education was terminated when his uncle brought him to Add is 

Ababa. He had worked for two consecutive years since he came to Addis Ababa . He was 

ad mitted to grade one in the night program during hi s third year in Addi s Ababa. Hi s uncle 

withdrew him from school for some reason during the same year. Then , Shemalise was 

readmitted to school and assigned to grade one in the 2006 academic year. In the 20 10 school 

year, Shemal ise was a student in grade 4. 

In his classroom, there were a tota l of 56 students, 35 male and 25 female, with an age 

range of 9- 16 years. The classroom was arranged to promote interactive lessons. The tab les in 

each row formed a long rectangular shape and 7-9 students sat in each group. The group 

composition was determined by the teacher. Students were assigned to heterogeneous groups. 

Shemal ise sat at the back of the middle row. His group 's tab le was located at the di stant base 

of the rectang le facing the black board. He sat between two c lassmates. There were seven 

mem bel's in that row. 

As the teacher reported, Shemali se's group cons isted of students with all leve ls of 

academic performance. Students in this group were re latively active, parti cipatory and 

performed wei I. 

Since the time he had been tra ined in the sma ll sca le weav ing industry, he had worked 

with his uncle to increase the fam ily income. In the beg inning, he started working ear ly in the 
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morni ng at 6:30am and continued unti l midnight. After he began regular day schoo l his 

working sched ul e was adjusted. At the time of the study, he worked from early morning until 

the school began, (i.e., 6:30am to 8:00am) and after schoo l until midnight during weekdays 

(i.e., 5:00 pm to 12:00 pm.) On Saturdays he spent the entire day and sometimes into the 

night until the clothes hacked. 

In the workroom, there were four weavers inc luding Shemalise and his uncle. He sat 

on a littl e dig up in the floor. It had no free space in the fl oor and customers usua lly dealt 

with them standing in front of the workers' seats. There was e lectr ic light available during the 

day as we ll as at night. Shemalise was expected to finish one product, working the whole 

process alone within two days. Thi s was very intensive work since fu ll-t ime workers were 

expected to complete similar task in the same amount of time . 

Concerning, the re lationship between his work and education, Shemalise hung his 

head as he expressed hi s feelings: 

I li ke my ed ucation very much as it is important for a ll human beings because 
educated persons do not fail and have the opportunity to get good position in the ir 
future life and those who do not take education do not get good position. Although my 
parents did not send me to school early in my life, [ am working hard in my education 
to help them in the future. But I hate the work, as it lets me not to study hard in my 
education while others study and while my friends play but not me because, I am 
a lways working. I usually fee l ti red in the class. [ feel sleepy during the instructi on. I 
did my home works usua lly after weavi ng, then, I feel very much tired. Besides, [ 
have no one that assist me at home in my education. As a resu lt, [ am not as such 
successful in my education. So [ am now trying to do home works in the school , 
during tea breaks and when teachers are absent from a class. 

Bes ides, he stated his unc le's response to hi s education: 

My unc le encourages me to be strong in my education reminding that he is not 
educated. But, s ince he is not ed ucated at all , he did not encourage me to study and do 
my homework. My teacher is the only person who advi ses me to study, regardless of 
the work load. 

Shema lise's teacher also commented on the working condition: 
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Th is is my second year in teaching Shemali se. He is living with his uncle and work 
until midnight. Most parents livi ng around here usuall y do not want to disc lose the 
working condit ion of the children, due to fea r of not to be penalized by the law. They 
tell you that they are helping their children to learn. But the student ' s appearance 
clearly te ll s you the truth that they are worki ng and tired. Shemali se's usually engages 
with the work for longer hours, which is beyond his age. As a result, he frequently 
misses classes and he is one of the low performers in my class. During class 
instruction he is passive, regularly sleepy and does not work hi s homework. In 
addit ion, he was not partic ipating in tutorials. In the middle of thi s academic semester, 
I was ca lling hi s unc le and trying to di scuss on the poss ible so lutions. First, he was 
tota lly refused about hi s home conditi on and blames the child himse lf for hi s 
academi c fai lure. After long di scuss ion, he acce pts the truth and promised me to 
cons ider and improve the si tuation . Accordingly, his absenteeism has been improved 
except days near holidays when he is expected to complete many works fo r the 
holiday and he is now attending tutorial programs as well. Currently he demonstrates 
good improvements in class participation and tests. I think thi s is resulted not from 
changes in the work load; as he still di sclosed that he is working till 12:00pm; rather it 
is from hi s emerged motive and initiat ion. He begins to real ize the importance of 
learn ing and tries to use hi s school t ime effect ive ly. For example, he tries to do hi s 
homework even sometimes staying after the last schoo l bell. He uses a ll his time 
read ing in class and tries to com plete given tasks immediately ask ing hi s peers for 
some difficult tasks. But still he is sleepy and tiresome in the classroom. 

In order to verify his academic performance and absentee ism, the researcher exam ined 

and reported hi s academic records from grade 2 to the present (three academic years). The 

results ind icated that in 2008, he missed 25 days. His average grade was G I with the rank of 

351h out of 63 students in his class. His Engli sh performance was be low 50%. In 2009, his 

attendance had improved as the school began to take serious actions on students' attendance. 

He missed 10 days that year. However, his academic performance essentially remained the 

same with an average mark of 61.6. His rank in grade 3 was 30lh out of 81 students. He scored 

below 50% in Engli sh and Amharic. In thi s academic semester (2010), hi s attendance showed 

improvement, as the teacher stated above. He missed 4 days during the first semester. His 

total average grade has been 65. He scored above 50% in all subjects and his lowest score 

was in English, 54. 

Regard ing the nature of his teacher's classroom instructi onal approach, she described 

it as: 
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I planned my instruction based on the textbooks and teachers guide. The lesson plans 
are direct copies of them because officers strictly evaluate us based on the textbooks. 
However, its delivery will depend on the students' response. For example, I 
sometimes teach lessons given at grade one level because they fail to understand 
things as planned. For your surprise, there are times which I teach those Amharic 
alphabets at this level. The text books are not appropriate for my students level, 
especially their mathematics text book is beyond their level ; it is very difficult even 
somet imes for us as a result, we always extend complains for education bureau but 
they do not give us any response. 

As a result, though I will be happy if I am able to employ group discussion 
method, when students discuss on a given topic by themselves and I am expected to 
fUither clarifies the point, I don't have time for that. If I do it while ordered by the 
teacher guide, I will try to use one of my double classes on ly for discussion and the 
other for repOiting but it is very much time consuming and push me out of my lesson 
schedu le. As the students are young it is not that much comfortable to take only the 
idea of one or two groups as a model they feel sad, but as a teaching learning process 
group method is very helpful. But I usually employed questioning and answering and 
workout strategies. Students are expected to answer questions, I ask, by rai sing their 
hands or to work out the answers on the blackboard. Besides, [ encourage them to ask 
me questions, if any. 

Furthermore, in order to help them to grasp the core meaning of each lesson, I 
tried to prepare and used some concrete teaching aids like those posted in my class, 
order them to write what they understand from each topic as an assignment [due to 
time constraint I stop it] and gives revisions at the end of each semester on important 
topics. 

Moreover, to make my classroom active and conducive for learning, I usually 
tried to deliver various strategies; changing class activities by combining class work, 
homework and note takings together making them very short and precise, giving them 
time for relaxation like stretching their body and work other sports standing from their 
seats and in the afternoon [ also try to open all windows for conditioning the room 
with a ir. 

She also describes her strategies in self- regulation and control of students ' behaviors in the 

following ways : 

I want my students to be honest and being punctual in school, as I don't come late 
even I am sick. I also recommend them to be goal oriented, for example, they are 
learn ing now, when they come to school are they coming because their parents send 
them? Or they have interest for learning? If they have interest, I tell them to ask 
themselves what they get from it, each day and it is the easiest way to be successfu l in 
ed ucati on. I strongly advise them not to be deceitful , even though , they made 
mistakes, I recommend them to be honest to their mistakes and learn from it, for 
example, when a student comes without doing his homework and tells me his reason 
fo r that truly I just tell him not to do it again and leave him, but if he tries to lie me I 
will not take it eas ily. 
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Additiona lly, I am try ing to motivate them and create feel in g of competition 
by apprec iat ing c lever students through add ing marks, calling their name and adv ice 
students to use them as models, giving special emphasis for them and posting the 
name of top scorers in each test. However, these things are not that much effective as 
it is determined by thei r soc io-economic background. Furthermore, I don ' t leave out 
to recogn ize med ium and lower students ' academ ic improvement, ifany. 

Regarding her assessment strategy she stated that: "Students' progress is continuous ly 

assessed through tests regularly administered once in two weeks and final examinations. In 

add ition, I give grades for thei r classroom participation, neatness of their exerc ise books and 

the classroom discip lines". 

Shemalise a lso explains hi s teacher 's way of teaching: 

She has an exce llent performance in teaching and she usuall y compensates missed 
classes by giv ing make ups. I am happy when she teaches; she usually encourages me 
to study very hard. I am very happy when she gives us class work, because I want her 
to visit my exercise book, and ordered to work out the answers in the black board. She 
encourages us say ing "very good", "you are correct"... for ri ght answers and 
recommend us to listen attent ively for the answers of others if one don' t get the right 
answer. 

Observation verified the above points: the teacher began her c lass by <.:hc<.:king students' 

exerc ise books if they have homework or she gave them t ime to prepare for the lesson by 

open ing thei r exercise book and textbooks if they did not have homework. She rev iewed the 

previous lesson through question ing. Students then expla ined th e daily lesson from their 

textbook, relating what they knew, using examples, and brainstorming strateg ies . Before 

proceeding to the main part of the lesson, she usually asked students confirmation about the ir 

understanding. Her questions were usually process oriented and focused on the students' 

understanding. Tasks were presented by varying their intensity and students were involved in 

asking questions. The teacher gave feedback to their responses by in clud ing the idea of other 

students. She uses such incidents effective ly to further clarify lessons. She was not observed 

in trying to give them verbal or any other rewards for their partic ipat ion other than 

confirm ing their correct answers. 
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She seemed an enthusiastic, serious and respectful of her responsibility to help the students to 

learn. She usua lly came we ll-prepared. The lessons were imparted in ways considering the 

competency of her students. She usually li stened to the students ' responses and tried to 

interpret their feelings about the lesson and their understanding of it. Her examples were 

simple and practical. For example, her mathematics lessons were usually thought using 

pictorial explanations and student demonstrations. Her c lass was very active and students 

part icipated in all activities enthus iastically. The lessons promoted learning. The students 

were disciplined and respected her very much. 

Regarding educational support, the teacher stated that she was trying to support him 

during tutorial time. This was designed for low achievers from each class for all subjects. In 

his group there were seven students including him. In this program, students were helped on a 

one-to-one basis by planning lessons based on the student 's individual needs and weaknesses. 

Topics wh ich seemed difficult were usually revised and exercises were done together during 

this time. As the students sat together with others with sim ilar academic performance, they 

freely communicated their strengths and weaknesses. The program was developed with the 

intention to support students to work closely together with their teachers. 

[n her fUlther explanation the teacher described how he frequently missed classes. She 

called hi s parent and asked their reasons for hi s absence as well as attempting to honestly tell 

them about his learning problems, his academic status, and the impact of his absentee ism. 

She further reported what she said for his uncle word by word as follows: 

As long as you send him to schoo l you have the obligation to fulfill all the required 
things and to be abiding by the school regu lation; he has to attend classes regu larly 
otherwise, you wi ll be asked in front of the law, but if you prefer him to work, you 
can withdraw him from this and admit him in the night program. 
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Conseq uently, she stated that hi s uncle affi rmed hi s stand in the fo ll owing 

way: " Because I am not educated I want him to be better than me I am here because I am not 

ed ucated so I don ' t want him to be like me. So [ consider your advice and tried to take 

action". His teacher continued : "Accordingly, even if hi s attendance and c lass part ic ipation 

frequently fluctuates, he is showing promis ing improvement in hi s education now". 

Casc 2- Berihunc 

Berihune was a 13 year o ld, thin, medium he ight male. His brown eyes were crossed 

(i.e., strabismus) with frequent blinking and discharge. Hi s face appeared as if he had not 

washed it fo r more than a week. Usually he wore old and torn untidy uniforms and shoes. Hi s 

parents were di vorced. 

Berihune lived with his father in a rented and shared house with a total of eight family 

members. They rented part of a big house which had one common gate in the front and 

di vided into eight sub parts. A pa ir of each sub palts was rented to diffe rent people and they 

had mul t ip le purposes; used for gathering, sleeping, cook ing, amI working (as a small sca le 

weaving industry). Totally there were around eighteen people living in this house . Of these, 

Berihune 's home is located at the left s ide of the ma in gate. They used the first part of the 

house for work purposes and the ins ide area for living purposes. 

Regardi ng hi s health status, Berihune described that he had a hi story of unreported s ight 

problems; he had difficulties see in g in a place with li ght such as light from the sun and 

electric lights. He explained hi s feeling of the problem this way: "] don ' t li ke when the sun 

rises and electric light is on, ] feel ill. Sometimes I also do not clearly read notes from the 

blackboard due to sunbeam" . Hi s teacher confirmed the visual problem of the child: 

"Berihune usuall y rubs hi s eyes during classroom instruction and hi s eyes ma in ly look red. I 

think thi s might be due to lack of enough sleep" . 
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During observation I confirmed that Berihune blinked and rubbed his eyes frequent ly. 

To protect his eyes from incoming light he put his hand around his forehead while he tri ed to 

read hi s exercise book as well as while he attempted to read and copy written text from a 

blackboard. Hi s eyesight seemed to be similar to a person with low vis ion; however, it was 

not medica ll y confirmed. 

Regarding hi s parents' economic and ed ucational background, he was from very low 

economic class. His father was illi terate and worked in a small private organization as a 

security guard during daytime and in a small scale weaving ind ustry at the ir home at ni ght, 

earning very little for the surviva l of his fa mily members. 

Hi s teacher substantiated this as follows: " His parents are living in one of my nearby 

home. His father is illiterate, though I am not sure whether he has another add itional work or 

not, his primary income generating means is weav ing." 

In addition, the teacher stated that their living standard was similar to others in the 

ne ighborh ood. To flllther c larify the situat ion, the teacher repeated the Am haric saying 

', ·C''P'I'OJ.: .I'OJ.: h7.:e:· : OJY.: ~\«j:: 'tal. :: (that is, their li ving is from hand to mouth). Thi s 

suggested that, their income was less than necessary for daily living expenses. 

As a result, Berihune and his o lder brother worked in their father' s home-based small 

sca le weav ing industry to SUppOlt thei r famil y's income. Ber ih une, began to work with hi s 

father when he was six years old. Initially, he was involved by assisting his father and older 

brother as they worked; by providing material s, preparing the weav ing tools such as di g and 

fix meta ls to the weaving purpose with their support, and other related acti vities. Through 

deve lopi ng experiences by observing and try ing to weave, he began to work independently 

without addit iona l formal training. As he said " I began to work with my father and my older 

brother when I was six years old and I developed the skill by observing while they were 

work ing". Now he co uld work independently and produce varieties of woven material s (eg. 
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Scarves, Netel a, Gabi) every day after school whi ch is usua lly around 4: 15 pm, un til 

midnight. On Saturdays, he worked the enti re day and into the night, if the work was not 

fini shed. Hi s teacher added that "Berihune a lways works in till midnight while sometimes 

spendi ng the whole ni ght." 

He worked in the basement of his home, sitting bes ide his brother. The place was a 

little dig in the ground to setup and fi x the weaving tools and there were two such places, one 

for him and the other for his brother. Their father worked with the same too ls but his set up 

was a little bit di ffe rent from the irs. It was fi xed in the fl oor without digging down and he sat 

in a cha ir leve l 'Nith the too ls. Berihune exp lained the reason fo r thi s difference: " I can' t 

work, sitting in the chair like my father because I can ' t reach up the tools comfortabl y". 

The place was very dark and cold to work in with comfo rt. Dim light came in th rough 

small openings in the roof from sun light during the day and small e lectri c light bulbs fro m 

the back of the room in the eveni ng. Once he started worki ng he was not all owed to stop until 

he had completed his da ily assigned tasks. When he completed hi s work, usually between 

II :30 pm to 12:00 pm, hi s father ordered him to do his homework and eat dinner before 

goi ng to bed. In add ition to the " permanent" j ob he engaged in, he worked in a minibus as an 

ass istant to the dri ver in co llecting fares from passengers, a pos ition t it led in Amhari c 

"Woya lla" and as a shoesh ine boy (" Listro"). These jobs were done usual ly on Sundays and 

in the absence of schoo ling, in add iti on to his work as a weaver. 

Berihune expressed hi s feeling towards hi s invo lvement in work as not be ing very 

disappointed. Rather, he seemed to like it and, considered and be lieved it to be of his li fe and 

surviva l, as foll ows: 

Though I lost the opportuni ty to play with my peers, I li ke to engage on vari ous work 
activities to earn money, because it he lps me to fulfill my surv iva l needs; to buy cloths 
and sometimes foodstuffs. Bes ides, my father strongly be lieves on any kind of child 
work and he considers me as very strong and hard worker. 
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Berihune was admitted to school at the age of nine and assigned to grade one. 

However, due to the negati ve economi c effect to the family income result ing from his 

absence from weaving job, his father removed him from schoo l to work fu lltime for two and 

a ha lf yea rs. He was readmitted and placed in grade one in 2009 at the age of 12 years and 

attended schoo l, in addition to hi s work in the home industry. At the time of thi s study, he 

was a student in grade 2, with 59 students (29 male, 30 female) and an age range of 7- 13 

yea rs. The seating arrangement grouped students in 3 rows. Tables in each row formed a 

rectang le. In average, 5-7 students were assigned to each group . The teacher assigned 

students to groups based on heterogeneous academic abil ity. 

Berihune sat in the first row, and second line desk with one student bes ide him and 

three students in front of him. Their group compos it ion was re lat ive ly homogenous in term s 

of academi c perfo rmance. When interviewed, hi s teacher appeared confused and said: " I do 

not know how I did thi s mistake, but they all, except one medium achiever, have a lmost 

s imilar academic perfo rmance; they are below average. " 

Behaviorally, as his teacher stated, Berihune acted out in class in the absence of the 

teacher and di sc iplined in his presence. He seemed to have attention seeking characteristics. 

Though he was older than most of his c lassmates, he tried to hold the attention of hi s peers 

through systematic and respectful actions. He wanted to be respected by his peers. Due to 

thi s, his teacher stated," he does not want to part ic ipate in questioning and answering in the 

classroom because he feel s ashamed to expose his fault in front of hi s peers" . During 

observat ion, when he received his test resul ts back, he scratched the paper and put at hi s 

pocket. After class, when asked why he did that, he responded as follows: " I d id that because 

I fe lt sad by the resu lts, I do not deserve it" but he did not want to di sclose hi s score. The 

teacher later told me that the score was zero out of ten. He was a monitor for his c lass; 

however, he frequently acted bossy, yet his classmates respected and feared him. 
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Concerning his schoo l experience and the work, Berihune exp la ined that: 

I am very happy of my schoo l time than working but I have to get money for my 
survival and I always wish to get the chance to stay at school only because it is an 
interest ing and fasc inat ing place for me: I play and chat with my peers and I also 
acqu ire knowledge which is important to my future li fe . However, as r usually cannot 
clearly read notes from the blackboard, I cannot catch up the teacher 's instruction 
attenti vely. 

His teacher summarized Berihune' s school experience as follows: 

Berihune is usual ly inattentive and pass ive part icipant. He freq uently misses c lasses. 
Hi s classroom instruct ional partici pation is very low. He sometimes sits idl e while 
almost a ll students are active ly parti cipati ng. Hi s face usually appears disturbed and 
lack sufficient time to s leep. He does not usually ra ise hi s hand during question ing 
activi ti es . Even if he did the right answer in his exercise book, he does not understand 
it even for himself. Because I feel that he does not work hi s homework by himself I 
usually ask him to tell me how he gets the answer, but he failed to respond correctly 
with the right meaning. He is the least performer in the c lassroom academic activities, 
but he a lways gets average or a little bit above average in c lassroom tests. I am a lways 
confused of his results, it is com pletely opposite from his performance . .. [thinki ng for 
some time]; as far as r know him, he is one of the least performers but his resul ts may 
be ga ined by copying from his sit mates especially r suspect the one who s its in front 
of him; who is relatively better than him, in add ition, the exams and its way of 
ad mini stration; we give them detail briefing on each question before beginning, are 
very easy for his age level. 

Neverthe less, he has good academ ic potential, if he would use it. At the age of 
twelve and attending grade two, he is expected to be so perfect and achieve highest 
results. Then aga in, the workload he has im posed by hi s famil y members could be 
responsible fo r his least academic performance. The work load largel y d isadvantaged 
and over stressed him. 

During class, Berihune frequently stretched hi s hands forward and backward. He 

usuall y had with written answers for his homework but he did not respond ora lly or 

accurately. Hi s classroom participation during questioning was little to none: he did not rai se 

his hand to answer the questions. He often asked his peers about the question num ber or page 

number of the textbook, when class assignments were given or the teacher checked individual 

and group work. He did not appear to be listening attentively during c lass. During a ll 

instruction related tasks or activities, Berihune either sat idle without opening his exercise 

book or opened hi s exerc ise book and feigned attention. Observations were cance led twice 

due to hi s frequent absences. 

58 



His 2009 and 20 I 0 first semester academic records verifi ed good achievement in 

exams, in sp ite of his poor academ ic performance in the c lassroom. During grade one, his 

average mark was 84.8 and ranked 10tit out of 87 students. In the 20 I 0 first academic 

semester his average grade was 75 with a rank of 15th in a c lass of 59. This indicated that hi s 

achievement was above average. However, hi s attenda nce records indicated that he was 

absent 24 days in the 2008-2009 schoo l years and during the first semester of th e 2009-20 I 0 

school years he was absent 15 days. This was very seri ous and frustrating. The teacher 

commented on Berihune's poor attendance saying that: " though he frequently misses c lasses I 

do not ask him to ca ll hi s parent because I know why he did that: the work. " 

In response to the nature of classroom instruction the teacher described it in this way: 

We de liver lessons based on teachers' gu ide and their text books. I am a lways trying 
my best to stick on my lesson plans because if you do not be able to follow the guides 
you wi ll lag behind the schedule. 

Usually I employed questioning style of teaching; for example, in Mathematics 
lesson, I usually work out one or two questions in the black board and order them to 
do the rest by themse lves. If the lesson is Envi ronmental Science; the guide usually 
orders to employ group discussion method but I am not comfortab le with thi s methods 
because my students are too young to ca rry out the discussion. I do not think that they 
can be able to share their ideas and make mea ningfu l di scussions. These wi ll opens 
the opportunity that they become dependent on a s ingle individual and they wi ll be 
dominated by high achievers, so that, I give them explanations on the lesson and 
orders to work out some revision questions independently. In order to manage my 
classroom, I usua lly utilize corporal punishment, because I cannot contro l my emotion 
wh il e they misbehave. Of cou rse, sometimes I tried to give them an advice on how to 
behave in class. 

Students academic achievement is decided by different techniq ues; week ly 
tests, quizzes, group assignments and currentl y one progressive assessment strategy is 
begin announced by the officers. Thi s strategy request teachers to fill students 
progress ive achievement in each tests but I am not clear on my students progress I am 
usually confused, my students achievement is continuall y fluctuat ing; a student who 
scores 10 out of lOin test one wi ll score 6 or 7 out of lOin the next test. 

Berihune also described hi s teacher's teaching strategies as fo llows: 

My teacher usually orders us to do homework and class works during class time. He 
mainly gives us explanation on the da ily lesson and sometimes engages us with 
question and answer. Then we respond to the question willingly, rai sing our hands. 
But I do not usually ra ise my hands and he also does not ask me to answer the 
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questions. In addition he di sc iplined us through strong corporal punishment, all of us 
fear him. 

I observed that the teacher was usually disorganized, not well prepared and did not 

seem willing to accept that the students were equal to him in the learning process nor did he 

share learning responsibilities with the students. Rather, he appeared to have an autocratic 

style of teaching. He usually began class by ordering the students loudly to keep quiet and he 

asked them whether they had completed their homework. He then asked the students to recall 

where they had finished during the last class period. Speaking about his class schedule, the 

teacher said that he did not go by the posted schedule; rather, he taught subjects he preferred 

to teach at that time. 

The students' levels of understanding, complexity, and relevance of instructional 

activities were not given consideration by the teacher. The teacher transmitted what was in 

the textbook, using weak or non-practical examples. They often did not provide relevance to 

promote the students' independent learning abilities. He rarely rephrased lessons when 

students failed to understand. He showed less concern in motivating students, holding their 

interest, giving appropriate feedback or granting reinforcements. He commonly used question 

and answer strategies; his questions were content oriented. The same students were always 

seen raising their hands. When they missed the correct answer, he usually expressed his 

dissatisfaction non-verbally and looked for others to respond without commenting either on 

the steps completed or the mistakes of the students. 

After giving a short lecture on a given topic or working one exercise as an example, 

he ordered students to do the problem the same way or to recall what he had sa id. He usually 

responded to students' misbehavior through swift and strong punishment. As a result hi s 

classroom did not have frequent disturbances. 
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In respo nse to a question about Berihun 's required and given learnin g supports, hi s 

teacher repOJ1ed that though he knew hi s learning behav iors he had not used any support 

measures so far, except having him pal1icipate in tutorials designed by the schoo l : 

Berihune requires continuous suppOJ1 and foll ow up in hi s academics such as; 
suppOJ1S in do ing his homework and encouragement to actively participate in c lass 
activities, if I were able to handle the burden, as there are so many students like him, [ 
cannot he lp all of them within this limited school time. 

As Berihune has not have any learning problems, hi s academic performance 
can be improved through continues and collaborative actions especially if hi s parents 
are willing to support him at home; because parents can make a better difference than 
teachers on the ir children 's academic performance and overall development. 

Berihune, expressed hi s teacher 's response to hi s learning: "My teacher does not 

usuall y ask me to parti cipate in c lass activ ities". 

Case 3 - Mesaye 

Mesaye was a male, 9 years old, shOl1 and medium we ight, with a bald head. His appearance 

seemed careless. His face, clothes and shoes are untidy. Mesaye usually wore an untidy old 

shirt with old uniform trouser. He lived with his biological parents. There were a total of 

twe lve family members in a small two room rented home, which they shared with other 

family members for work purposes. As he said, their home was used for both work and 

living. As a result, the children slept in a place found above the ground whi ch in Amharic is 

cal led " k'ote". It was made of wood with two vertical corner points vertically and five to 

seven board s placed horizonta ll y to serve as a bed. Only hi s parents slept in a bed in the 

home. The rest of the home floor was used for work. 

Regarding their economic and educational background, his father was a weaver; self 

employed in the small scale home based weaving industry. His mother was a firewood 

collector and se ller; she collected wood from the nearby forest and sold it in small markets 

around their res idence. Mesaye a lso told about hi s parent 's economic status as: "My parents 

do not have enough money to buy uniforms and other material s for my ed ucation. It is KURE 
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T [a nongovernmental organization, NGO] , which buy my uniform and g ives me exerc ise bo 

oks, pen and pencil, s ince I admitted to schoo l". 

He a lso added that his uniform shirt was stolen. It was stolen, when it was washed and 

put outside to dry. His parents are not able to subst itu te another one. As a result, he a lways 

came to school weari ng another shirt. 

His teacher, who had known his parents fo r a long time, reported that: 

His living condition is very low, I know his parents. He is living with his biological 
mother and father. In add ition, the fami ly is much extended have many children, 
li ving in small suffocated rooms. His li ving cond ition can also be ev idenced from his 
uniform dress ing sty le; he usually wears unt idy and very large adu lt 's shirt which I 
doubt whether it wi ll be hi s own or not. As a resul t, their economic status seems to 
be not more than a subsistence level. Educationa lly, Mesaye's mother is a li terate 
whil e his father is illiterate. 

Mesaye was very funny and interacted with his friends well. He made jokes and the 

students often laughed at what he did. Moreover, as his teacher sa id, he usuall y reacted to 

classroom activ ities very fast, even sometimes, without knowing the answe rs. He was decent 

and respectfu l of c lass room rules. 

Mesaye worked with his father and older brother in putting the wool on the loom in 

preparation to start the weav ing and in se lecting and refi ning the patterns fo r the clothes. He 

worked from early in the morning until the second school bell rang, during lunch breaks, and 

after school time, from about 4:00 pm until I I :30pm on weekdays. However, he would spend 

the who le night, if the work was not completed, and a ll day and ni ght on Saturdays. Thi s had 

been hi s schedule since he had been admitted to school in grade one. In add ition, he was 

involved in other domestic work activities at home. Regarding his feeling about the work and 

hi s schoo ling, Mesaye stated that: 

I like to work in weaving with my fathe r, but I prefer to be a doctor, get ed ucation and 
he lp my parents by giving medical treatment when they s ick and if they feel tired to 
work, helping them in any work that help them to survive. 
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Continuing his expression, he stated hi s father' s words abo ut his involvement in work: 

"My fa ther a lways encourages me to work with him. He appreciates my performance say ing 

"good", "do better than thi s" ... and if I made mistakes he gives me correction and seri ous 

verbal warnings". 

In the ir work place, there are two fi xed weavi ng tools set in the dig. These two digs 

were a place where Mesaye's father and another person who rented the place were working. 

The room was very dark and suffocated. Light was from electricity both day and night. 

Mesaye worked sitting near hi s fa ther's place. I-Ie described the workin g place as : 
In ou r home, there is my parent 's bed in the right side of the room, the left side 
consists of a ladder for us to get in bed and the middle place consists of my father' s 
weaving tools and the wrapt too ls which I used for work. I worked w ith the too l 
standing near my chair. This is a little bit far from the bed. 

Mesaye was enrolled in grade 2 with his older sister. [n thi s section there were 58 

students (24 male and 34 female) who sat face to face in four rows. Three students were 

randomly assigned by the teacher to each desk. The age range of the students was fro m 6 

to l 5. Masaye expressed his feeling about schooling as follows: 

I prefer to spend my time in schoo l, because 1 like learning very much, as it hel ps me 
to get knowledge, to maximize ach ievement for future , for example to get 10 out of 
lOin every tests. This way, I wish to be a doctor or a pol iceman. Preferab ly, I want to 
be a doctor. I a lso like to stay at school, because it is the only time I have to play and 
chat with my peers. 

Mesaye sat between two of his classmates. He was one of the lower scorers in his 

classroom ; hi s academic record revealed that he scored an average of 68.5 in 2009 academic 

year and had the rank of 40 out of 72 students. In the 20 I 0 academic years, his average score 

was 65.6 the first semester and he stood 40th out of 59 students. He was absent for 8 days in 

2009 schoo l year and for th e first semester of the 20 I 0 academic yea r he had been a lready 5 

days. 

In line with these academic results, the teacher sa id that, " Mesaye has good academic 

potent ia l, if he would able to use it and if he wo uld not been d isadvantaged by hi s parents' 
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low livi ng status, and their low level education ." She added that he did relatively better on 

tests rather than his c lassroom performance: " He did we ll in exams but if you ask him, how 

he did in that way, he does not know". She added her fee ling as follows: 

I am surprised of hi s total results of this semester in a ll the three subjects, I am 
teaching Amhari c, Environmenta l Sc ience and Mathematics, and asked myse lf that, 
Does he has this much resu lts?, Because, hi s classroom performance and test 
achievements have great differences. This might be due to the value he gives for 
exams or he might copy answers from others. 

Regardin g the re lat ionship between hi s classroom experience and the work, Mesaye 

explained it as fo llows: 

I think the workloads forced me to fee l less com petent with my friends; I do not 
usua lly participate in c lass activities as my friends do, because I feel like I am lower 
than them. I feel tired, bored and get to sleep during class time. Sometimes I feel 
hatred of my schoo ling and learning; spec ia lly, when I experienced headache and 
stomach-ache during c lass time and I asked permission from my teacher and get to 
s leep at home. 

He added that hi s father permitted him to do his homework after completing the work 

late at night; as a result, he usually tried to complete copying the questions du ring his free 

time at schoo l and directly copied the answers from his sister. 

His teacher substantiated this: 

Beca use I know hi s background very we ll , I am not that much surprised of hi s 
classroom behaviors; reacting before others even for things which he does not know, 
forgetting things immediately and s leeping especia lly after tea breaks and in the 
afternoon . In add ition, I read feeling of ti redness, being inattentive and overstress 
from his face. He is on and off during classroom instruction. 
This was veri fi ed during observation. Mesaye appeared inattentive, bored and seemed 

tired. He frequently stretched his body, rubbed his eyes and chewed his fin gers or clothes. In 

addit ion, he cop ied notes from the blackboard by lying on his desk and completed later than 

other students. I f the task was c lass work, he asked his peers the answers. When exp lanations 

or questions were given, he frequentl y engaged in di stracting behaviors: standing up, turning 

around in his seat, gesturing to his peers. He usually was not actively invo lved during grou p 

d iscuss ions. Rather, he would look at his peers work, turn away, or engage in other act ivi ties. 
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Since hi s exercise books were rarely reviewed by his teacher, he sometimes did not do 

the assignments. Sometimes, Mesaye appeared lonely, sang or talked to himse lf, or displayed 

what seem like stress. Sometimes, he rotated his pen on the desk and appeared to be thinking 

about other issues, remaining in this state for a relatively long period. He was not always 

aware of what was going on in the classroom. Although I sat behind him during one 

observation, he did not seem be aware of my presence as he talked with hi s peers. 

Regarding the nature of hi s c lassroom instructi on the teacher stated that: 

I always prepared my lesson based on the text book and teachers guide. Its delivery is 
also accordingly. I tr ied to teach my students as it is ordered in the teachers guide. r 
usually employed grouping method of classroom instruction; I divided the class to 
small groups near to their seat, gives topics for di scussion and I tried to follow their 
activities moving through each group. After doing within their small groups those 
who work on the same topics will be merged to cross check their answers and discuss 
on it. This will opens an opportun ity for students with heterogeneous performance to 
share ideas. I find this more helpful to enhance my students' active participation. 
Finally, the answers from each group are communicated for the whole class by 
representatives of each group and I will give fUlther clarifications, if needed. 
Moreover, I sometimes employ questioning and lecture methods depending on the 
topic of the lesson. In order to motivate my students, r usually tried to respond for 
their performance using verbal reinforcement and giving recognitions in front of their 
peers and ordering them to clap the ir hands for their peer. Furthermore, students are 
engaged on competitive questioning act ivit ies once per two weeks. In thi s 
competition, students with s imilar academic performance are grouped together to 
compete and their result as well as their conduct will be summ ed and owners will get 
pen or pencil depending on their rank. To facilitate the instructional process, I also 
tried to share my life experience to my students and give an advice for them based on 
it. Because I also grow up in very challenging conditions, I want my students to cope 
up their li fe cha llenges efficiently. Moreover, I strongly beliefs on students freedom 
and I do not want to take it away but I sometimes use corporal punishment for 
repetitive misbehaviors. 

Mesaye explained his teacher ' s way of teaching: 

r liked our teacher very much, because she teaches us all the three subjects very well. 
She usually gives us homework and class work, order us to discuss in group, answer 
questions by raising our hands and working out on the black board. If I raised my 
hand more than three times, she gives me the chance and if I get the right answer she 
orders the students to clap for me, but if! do not get the right answer she orders me to 
s it back and hear for the right answer from others. Of all thi s activities, I am happy 
when she orders us to do homework [my sister helps me in doing so], reading our 
exercise and text books and copy notes from the black board . If we disturb in c lass 
our monitor refers us to the teacher and most of the time she does not take any action 
but she somet imes gives an advice and hits us by Archume ("Stick"). I like my 
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teacher ' s patience in teaching, she permits us to be as we want and I am really happy 
with her behavior. 

The observation confirmed the above points to some extent. The teacher regularly 

began the daily lesson by brainstorming the previous lesson us ing a question and answer 

method. Her questions were both content and process oriented. She sometimes asked students 

to give her justifications for their answers, but did not encourage in-depth thinking in their 

response. She immediately skipped the student if they did not respond. She tried to connect 

previous lessons with the daily lessons and commlmicated the ways that they might be used 

for future life. 

Mesaye's teacher appeared not well-prepared, the instruction was loose ly focused and 

organized, students were disruptive, students d id not use self-di scipline, and they usually 

engaged in off-task behaviors . In responding to this, she mainly begged students not to 

disturb her, say ing "please keep quiet, please, please ... " (In Amharic, hfJ!J:rU': 1I9u nil·: 

7,fJ!J:r- U·: hfJ!J:r- U· ... )She called the name of some disruptive students to change their minds 

or she asked the monitor to stand up during instruction and contro l the students' misbehavior. 

The students seemed to respond to the monitor more than the teacher. She seemed to have 

difficulty in explaining tasks patiently when students' did not understand. As tasks were 

directly presented from their textbooks without considering its level of complexity or the 

students' leve ls of understanding, they sometimes got confused with what she said. Her 

response in such situat ions was not that very satisfactory. She either skipped over the topic or 

proceeded to the next part. Students were rewarded by app lause if they successfully 

responded to questions and their trial to answer questions takes only little recognition. She 

was not observed in commenting on their progress. The teacher sometimes gave feedback to 

students' homework and class work by correcting their exerc ise books or giving corrections 

on the blackboard. She seemed to ignor ,nt incorrect responses when they try to answer 

questions. She usually ordered them to li sten for the answers of others. 
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During group di scuss ions, most students appeared passive and di sruptive, her orders 

lacked c larity and prec ision. Only a few students in each group were involved in working on 

the ass ignment wh ile others either talked or observed what the involved students wrote or 

engaged in other activities. Mesaye was al so pass ive, he did not get involved in worki ng out 

answers; onl y one day was he observed reading questions from the blackboard to hi s group 

mates. 

About instructional supports that Mesaye required the teacher stated that: 

I do not know what to do ; I am really worried about him. I was tried so many 
remedies such as standing near to him to catch up his attention during instruction but, 
it may be due to his s itting position . He was not being able to benefit from it; he is not 
able to be active participant. Maybe if I wi ll ask some adv ice from others to get better 
hint, espec ially from those who take training on helping such children as their major 
area of specialization because I have not taken the course in my co llege study in 
depth. I will be able to help him more. In add ition, I advised my students, if they do 
not fri ghten, to ask me any question which is not c lear for them in my spare time and 
some tranquil students ask me but because the time is fixed, there is noth ing other 
than this that I can do for such students only. I encouraged them to ask questions and 
create opportunity to equally participate during the classroom instruction . But the 
school has a fixed tutorial programs designed for low achieving students by each 
grade level departments and he is al so invo lved in it. I think this helps him a lot. 

Both observati on and Mesaye's response suggested the same things, which the teacher 

described. 

Case 4- Zemen u 

Zemenu was an eight year o ld, male, thin, short, and with we ll-managed hair. He 

usually dressed in clean school uniforms. Zemenu is the only son with one s ister. He li ved 

with hi s biolog ica l parents in a rented one room house with a total of four famil y members. 

They rented part of a big home, which was very small in s ize. As the previous students, they 

used the rooms for both living and worki ng. There was one bed and home utensils located to 

the right side of the door. The left s ide was used for work. 

His mother was an illi terate housewife, responsible for all the household 

respons ibili t ies. Hi s father was a weave r involved in producti on and sa les of traditi ona l 
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wove n products. Du ring the day, he worked in the sma ll cooperat ive weav ing industry fou nd 

in the nearby area. At ni ght he worked on the same tasks at home with his son, Zemenu. The 

family 's income depended on the father. Their living was at a subsistence level. As Zemenu ' s 

teacher stated, their economic status was very low. Educationally, hi s father was able to read 

and write on ly his name. 

Behav iora lly, Zemenu looked shy; he avo ided eye contact with hi s teacher and the 

researcher. He respected others and spoke with his c lassmates eas ily. He seemed docile. In 

describing Zemenu's behav ior the teacher stated that: "Zemenu is very decent, I do not 

usually hear hi s voice in c lass, and he is very disciplined and shy". 

Zemenu and hi s older s ister were admitted to schoo l and ass igned to grade one in the 

academic year 2008-2009, without prior school experiences. During thi s study, he was a 

student in grade 2. This classroom consisted of 56 students, 22 male and 34 female, with an 

average age range of 7- 14 years. Students in this classroom were arranged in a s itt ing 

arrangement that encouraged interaction among the students. Each row had 5-7 students 

sitti ng together in one group . The group compos ition was dec ided by the teacher based on 

heterogonous academic ability (i .e., high, medium and low achievers in each group) . Zemenu 

sat between two of his classmates. 

Though he did not remember the exact time at which he began to work in the weaving 

industry, Zemenu had been working with his fat her at home before he was adm itted to 

school. The work contin ued after he was admitted to schoo l with the fo llowing schedule: he 

began work at 3:30 pm after school to 11 :00 pm on weekdays and during the entire Saturday. 

He was invo lved in various stages of the work. Zemenu himse lf said: 

In my home, I am always involved in weav ing, washing di shes, studying and then 
sleepi ng. I work with my father in weaving, after school, except Sundays and 
hol idays. As he works in the nearby weaver's cooperative during the day time, he 
sometimes forwa rds an order th rough my mother to complete a task. I wi ll do it as he 
ordered me. Then, he in turn buys me clothes and shoes by the money 1 made. 
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Zemenu worked beside his father' s working tool s which were set in the dig of their 

home. For work ing, he did not have any particular tool s. There were many domestic tools 

(e.g., Pots, pa ns, bed .. . ) scattered around him. Their home is very disorderly. 

In descri bing hi s fee li ng towards the work and his schooling, Zemenu stated that: 

I am interested in the work, s ince it is helpful and important fo r me to acquire skills 
for the future and survive fro m failure that may come as a result of missing 
educational oppOitunities. I preferred schooling than any other things, because 
education is vital for leading an independent and good life, and it also enables me to 
support my parents. 

He further described his feeling about school: " I preferred schooling because I feel 

happy of my schoo l time and it helps to become first in the class and get reward in my 

academ ics". He added that his father did not permit him to play with hi s peers in the 

neighborhoods. Opportun ity to play with his peers happened on ly in school. Due to this, he 

never missed classes, even ifhe was very ti red. 

Regarding the impact orthe work on his learning and c lassroom experiences, Zemenu 

expressed hi s feeling as fo llows: " I am a lways tired from the work, it is very hard and 

difficu lt for me to work after school but I have to do it in order to improve my futu re li fe". He 

indicated that the workload hindered him from eq ually and active ly participating in the 

classroom activit ies: "The work lets me not to equa lly partic ipate with the other students '; I 

wish to be like the other students." 

His teacher agreed: 

Zemenu has a learning problem which results from lack of parent's sufficient fo llow 
up and support. In the classroom, he is usually inattentive. As a result he usua lly does 
not properly understand questions and answer properly. He s its id le while the other 
students raise their hands to answer question s. In add ition, hi s home problems and 
other factor resulted in poor academic performance. He does not regularl y do his 
homework handle hi s books properly . Hi s exercise books are untidy and notes are 
written here and there without fo ll owing the right line and he usually take corrections 
for his mistake by striking through the written once .So that I rarely 
visited and comment it. 
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During observation Zemenu spent much of the instructional time coping notes and 

questions from the blackboard or his textbook as assigned by the teacher. During question 

and answer periods he raised his hand as if he knew and wanted to answer the question but he 

did not answer confidently and correctly. He usually did not sit on his chair properly, but 

rather, stood up, chewed his fingers and stretched hi s body frequently. He engaged in various 

activities simultaneously. For example, he copied notes from the blackboard and stared at hi s 

peers. These behaviors might have been hi s own strategies to make himse lf alert. They 

seemed to be symptoms of lack of s leep. Often, when cla ss work was given, Zemenu did not 

fini sh copying notes on time and asked peers for answers. In general, he appeared to lack 

confidence in his academic ability and his implied that he felt stressed. 

His academic achievement in grade one was an average grade of 51.4, a rank of 30th 

out of 76 students. In grade 2 his average score was 57 with a rank of 43'd out of 56 students. 

His teacher concurred that he was one of the lower performers in her classroom. He was 

absent for eight days in 2008-2009 academic year. During the first semester of the 2009-20 I 0 

academic years he had missed seven days. 

Zemenu expressed his feeling about hi s academic res ults as follows: 

[ am performing well in my academics; [ want to be a doctor in the future. I always 
tried to work hard and I stood 30'h, out of 76 students, last year. In this semester I 
planned to take the rank of20'h 0<" of 56 students. 

The instructional environment in Zemenu 's class was active, participatory and 

dominantly employed the question and answer strategy. Speaking about the nature of the 

instructional activities in his class and hi s personal preferences he stated that: 

Our teacher usually ordered us to answer question, make discuss ions in group and to 
complete class and home works. Of all thi s, I preferred to do home works, because [ 
did it with my sister. When correction is given we are expected to answer by raising 
our hands. 

My teacher asks me to answer questions if [ raised my hands. If I responded 
correctly she orders the whole class to clap for me and if I do not get the right answer 
she orders me to sit back and attentively follow the right answer from others. [ like my 
teacher very much , because she teaches us in a very simple and understandable way 
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and patiently, repeating what we do not understand. So fa r, I was not phys ically 
punished, for any discip line prob lems I committed. She often takes verbal remed ies 
and in worst cases she gives an advice, sometimes the advices continue the whole 
period. 

The teacher also explained her strong belief in an active and student-centered method 

of teaching due to its importance for the students to grasp the core idea of a lesson: 

As my students are you ng, they are more benefited from question and answer styles of 
teaching than any other method. I prefer to give them only very short and foc used 
notes, taking more time for paltic ipatory explanation and exerc ising through repetitive 
c larification and drills on important issues. 

FUlthermore, as I have my own biological children, 1 tried to give my students 
an advices as a mother regarding the importance of education for their future and their 
c lassroom behaviors ; as a result, most of them engages in c lassroom instruct ional 
acti vities very seriously; at least, they always looks at me while I exp lai n tasks. I think 
thi s motivates them to listen attentive ly as well as to inhibit themselves fro m 
inappropriate behav iors. 

I am trying to measure my students ' performance based on their level of 
partic ipation dur ing question and answer. I cannot be ab le to judge their performance 
based on the ir test results, because it usually tells you the difference in the complexity 
of tests than their improvement in performance. A student who scores 10 out of 10 
will get 7 or even sometimes 6 out of lOin the next test. So 1 sa id that my students 
show progress if they demonstrate some new behavior during classroom instruction 
and in hold ing their exercise books. 

During the observation, the teacher frequent ly ernployed student-centered teaching 

strategies. She began by communicating the objectives of the dail y lesson and repeatedl y 

incorporated them in the instruction. Her instructiona l fluency, particularly in environ mental 

sc ience lessons, appeared as if she were telling a story. She internalized the lesson content 

very well. She a lways checked her students' exercise books and gave correct ions. The 

students' verbal contributions to the questions were recognized by applause and verbal 

re inforcements, such as saying Gobeze (excellent boy) and Tirunewu (it is good) . But I did 

not observe students asking questions. Furthermore, the teacher encouraged their progress in 

class partic ipation and measured their improvement relative to their own standards, as she did 

for Zemenu. He responded correctly for questions in his mathematics lesson. When she aga in 

asked him another question durin g the same peri od and he again responded c lose ly to the 

correct answer. The teacher appeared surpri sed and said that: "Zemenu has shown good 
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improvement today. He was able to answer this question. Good Zemenu keep it up! " The 

students' overall achievement was assessed by their test results. She did not use any other 

grading systems. 

In instruction, she used pictorial teaching aids to provide further c larification and 

applicability of the co ntent to go beyond the prese nt meaning. She paraphrased concepts and 

questions for her students, frequently breaking the content into its parts and recognizing the 

level of difficulty in the content. She tried to help students reca ll the meaning of each lesson 

using various strategies such as asking what or who for content-oriented questions, giving 

constructive feedback for students' responses, and clearly stating the relevance of each 

subtop ic. Moreover, she instilled in the students, behaviors which were conducive to learning, 

modeled commitment and respect for her students using frequent discussion, advice and 

encouragement for self-discipline. 

[n general, she seemed enthusiastic, committed and responsible for her students' 

learn ing. As she was o lder and had had long experience in teaching, her way of interaction 

with the students seemed similar to that of a parent. She always called her students by the ir 

full nam es and gave them advice to remind them that they should always do well in front of 

others so she might be proud of them. [n relation to her instructional strategies she appeared 

more interested in improving her students' abilities to recall and capture what they had been 

taught precisely. 

that: 

Regarding academic supports, which Zemenu required, the teacher stated her opinion 

Being a human being, there is no one who cannot be changed or who is innately 
un ed ucable, if you tell them repeatedly they can be improved. But it is the 
inconveniency of their parent's condition which has adverse effect on their learning. 
So that if his parents help him at home by providing suffic ient food , prohibits hi s 
invo lvement at work and controlling his schooling and studying schedules, he will 
show good improvement. But [ do not think that the school and I can make any 
different thing for him. 
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[n her further explanation about supports given to him, she stated that: 

Due to my age [ do not pa rti cipate in provision of tutorials fo r students. [ fee l tired to 
spend even fe w minutes after the last schoo l be ll. But [ tri ed to compensate it during 
my regular c lass time. [ do not mi ss classes for the whole semester. I begin my class 
on time, stay until the end of the class and use my maximum effort in he lp ing them to 
benefit from the lesson . This is what [ can do. But aga in the most part is expected 
from his parents not from us. As all of us grown up our biolog ica l children, they can 
on ly be effective if we prov ide special supports at home. [ do not bel ieve in tutorials 
because if they are properly handled at home, the c lass time is enough but due to the 
ed ucationa l an d economic conditions of thei r parents they cannot be effect ive. 

4.3 C ross- Case Analyses 

In order to increase generalizabil ity of the study 's findings to si mil ar si tuations cross-

case ana lys is was done. The major similarities and differences among the cases were 

presented in Table 3 below. 
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Table 3 
Cross Case Analyses 

Bacl<gro llnd Learning Te~lche rs instructional Average Class rank Academ ic 

of the Cases behavior strategies grad compctene 

... nees 2008 2009 2010 

Shemalies lack of sleep Was well-prepared. 
Delivered based on students 

14 year old lack time to com petency 

male. study Checked their exercise books. 
Accepted their responses. 

Work : 55hr. passivity Related lessons w ith previous 
30th 381h out Average 

30 min per exper ience. From 35th 

out of of 81 
week. frequent A sked process oriented questions. 61-65 out of 

81 
absenteeism Presented varied tasks. 63 

Every day from school Assessed achievement through tests, 
except Sundays and tutoria ls Encouraged classroom participation, 
and holidays neatness in exercise books and 

lack of classroom discipline. 
complet ion of Praised for successfu l completion of 
school a task. 
assignments 

Bcrihune lack 01' sleep Not well prepared 
Did not appear positive with 

13 year old inaltenti ve students Did not respond to student 
male. needs, progress, or development of 

absenteeism competencies lOth 15th out 
Work: from classes Students usually passive From 
52 hr, 20 min Examples did not promote 84.8-75 - out of of 59 Low 

per week. passivity independent and future learning 87 
Asked content-oriented quest ions 

All days except Infrequent Assessed students ' performance 
Sundays and class participa based on their classroom behavior 
ho lidays tioll . Used strong and swift punishment 
Mes~lyc lack of sleep Not well prepared. 

Fai led to engage students or accept 
9 year old male. inattentive their responses 

Did not relate daily topics with 
Work: 57 hI', 20 feel ing less previous and future lessons. Lovi 
min per week. competent Asked vague process and content- 40th 40lh 

oriented questions. From - out of out of 
All days except bored Did not reward for hesitant or 68.5-65.6 72 59 
Sundays and incomplete responses 
holidays forgetfu lness Did not comment on progress. 

Gave occasional feedback on 
feelings of homework and class work. 
stress Did not control the class well 

Zemenu inattentive Wel l prepared 
Checked students ' exercise books. 

8 year old male lack of sleep recognized their performance and 
progress by applause and verbal 

From 
30th 

43 rd Very low 
Work: 50 hI', 30 Ceeling 01' reinforcement - out of 

out of 
min per week inequality or Recognized the level of difficulty 51.4-57 76 

incompetence for lesson content 56 

All days except Related lessons with previous and 
Sunday sand did not future experiences 
holidays complete Asked content-oriented questions. 

homework Modeled commitment and respect 
Encouraged self-disciDline. 
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As indicated in Table 3 above children engaged in child labor in this study engaged in 

an intensive work environment and faced num erous learning behaviors. Moreover, the 

classroom instruction whi ch they were provided d id not show any signifi cant support to help 

them cope with their cha llenges. 

The children did not know the exact time that they were expected to work and there 

was no formal data which indicated their total work time per day or per week. T here fore, I 

ca lculated the minimal tim e spent based on the data from students and the ir teachers. Zemen u 

and Mesaye, fo r exampl e, did not exactly report the time numerica lly. Rather, they expla ined 

it in terms of the activities in which they engaged on after school time as foll ows: 

Zemenu : 

When I return back from schoo l, first I put my school bag. Then if there are untidy 
di shes I will wash together with my s ister. After that I work engage on weav ing task 
until I am told by my father to s leep. This is usuall y at I I :OOpm . 

Mesaye: 

When I back home from school, I used to wash my face and hands. Then I wash 
di shes and I engaged on some domestic tasks if my mothe r orders me otherwise I 
begin my weaving until my mother prepares dinner, which is usua lly at II :30 pm. 
When we wake up in the morning, I fi rst wash my face and do some weavi ng tasks 
until the second schoo l be ll rin gs; then I eat my breakfast and run to schoo l. After 
eating my lunch, I also work and complete some unfin ished tasks du ring lunch breaks. 

The time they spent at work was estimated to range from 50 hours to 58 hours per 

week. Additionally, all , except Zemenu, reported that they sometimes worked the entire night 

if they did not fini sh their da ily work on Saturday . The work load was very intens ive and 

dangerous for thei r age levels, espec ially when combined with schoo ling. It a ffected their 

study and le isu re times. Re lati vel y, Zemenu engaged in work for the least amount of tim e, 

estimated to be 50 hours and 30 minutes. Since he was the o ldest of the fo ur children the 

intens ity would perhaps be less for hi s age. However, it was above the ILO min imum 

standard . Whereas, Mesaye worked for an estimated 57 hours and 30 minutes and thi s was a 
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very intensive a nd cha llen g in g job. Hi s maxim um working hours were re lated to the nearness 

of hi s residence to the schoo l that a ll owed him to spend even hi s lunch brea ks at wo rk . 

A ll four children engaged in child labor in this study demonstrated various learning 

behaviors. Those commonly observed and reported were feelin gs of inequality, 

incompetence, sleep iness, stress and inattentiveness. Furthermore, Zemenu and Mesaye 

showed signs of a lack of concentration in lessons and usua ll y engaged in various awkward 

and off-task behav iors. These behaviors occurred during question and answer peri ods in the 

classroom . For example, Shemalise di sclosed his behavior in thi s regard as: " When I spend 

the whole ni ght at work I get to sleep at school ... " 

The nature of c lassroom in struction in a ll four cases had d ifferen t characteristics. The 

type of interaction the teachers had w ith thei r students fulfill ed only some of the pa rameters 

of MLE. Except for Berihune 's teacher, a ll employed the active learning strategies to some 

extent but the practices was inadequate to mediate lessons w ith intenti on and create 

opportunit ies for students' responses in different ways. Despite, Berihune's teacher 's 

teaching experience he seldom created opportun it ies fo r active engagement in lesson 

act ivities. It was predominantly teacher-centered. 

The teachers of Mesaye and Zemenu motivated thei r students through app lause and 

verba l reinforcement; whereas, Shemal ise's teacher used modeling of high perfo rme rs as a 

means of moti vation. Berihune' s teacher was not observed in making any attempt to motivate 

hi s students exce pt by verbal , strong, and at times, puniti ve warnings to li sten attentively to 

his instruction. 

The teachers' classroom management strategies in the case of Zemenu and Shemal ise 

were conducive to enhance students learning. They mode led commitment and respect to their 

students and they provided an adv ice and created interact ive re lationships. Students' 

performances in these classrooms were assessed by successful completion of tasks . However, 
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the students' attempts were not given significant recognition. Such pract ices had a profound 

effect on the devel opment of students ' efficient thinking and taking respons ibility for the ir 

own learning. In contrast, the learning environment in Mesay's classroom was di sruptive and 

not conduc ive to the students' active in vo lvement in the ir learning. Though Berihune's 

classroom did not experi ence such d isturbances, it was not conduc ive to development of 

independent and autonomous learn ing capacities due to the teacher's use of swift and strong 

punishment. 

The type of interaction between students and their teachers was a determinant of the 

e fficiency o f the ir learning as we ll as qua lity of ML E. As a result, the type of inte raction in 

the four cases was found to be different: Zemenu ' s teacher had a moderate and parental k ind 

of relationships; Shemali se's teacher 's interaction was reserved when the students were 

expected both to respect her and to be free in expressing their interests; Mesay's teacher 

seemed lenient in her interacti on w ith the students, often let them behave as they w ished but 

attempted to control behavior through the monito r (e.g. Th rough observation and the 

interview, she admitted g iving extra freedom to her students. As a result most engaged in off­

task behaviors during in struction time. ); and Berihune's classroom was tightly controlled by 

the teacher (i.e., Students were simply recipients of hi s orders.) Such experience did not 

prov ide opportunities to create an interactive learning environment. 

Academically, all except Shemalise had low competence relat ive to the expected 

standards of their respective grade levels. Comparing the four cases Zemenu was performed 

the poorest both in his competence and average grades. In contrast, Berihune had higher 

average grades than the others but his competence was reported as lower. Regarding thi s 

contradiction Berihune 's teacher reported that the numbers did not define the student 's 

academic competence and their capacity was usua lly be low the scores. On the other hand, 

Shemalise's academic competence was average and scored an average grades. 
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4.4 Summary of majol' findings 

The major in tent of thi s study was to investi gate the relati onship between children 

engaged in chil d labo r work outside the classroom, its possible affect on the child ' s 

c lassroom learning behav iors, and the classroom instructi onal practices with in Addis Zemen 

First Cycle Primary School. The study employed a quali tative case study method that 

inc luded the fou r children engaged in chi ld labor, older sisters of two children engaged in 

child labor, and their homeroom teachers. Data were co llected us in g systemati c observation 

of the c lassroom instruction based on the five major parameters of MLE; a semi,structured 

interv iew with the children, the ir s isters, and homeroom teachers, as well as rev iew of the 

academic document records of each children. Based on the data the fo llowing summary 

indicates the major findi ngs: 

• All children engaged in child labor exh ibited learni ng behaviors such as inattentiveness, lack 

time to study and complete homework assignm ents, si tting id ly in class, lack of motivati on to 

learn, and feeling incompetent or unequal with other students in academic etlorts. 

• All children engaged in child labor, except one, exhibited low academic competence as 

judged in qualitative terms. Though their average grades were greater than or equa l to the 

minimal pass marks on assessments, their classroom performances were poor. 

• The most common instructional strategies app lied in each of the classrooms were quest ion ing 

and answering, informal lecture, and group discussion. However, these practices were in 

contrast with the actual meaning of the strategies. 

• The focus of most in structi on was on promoti on of the student's ability to recall facts, 

regardless of the strategies employed. 

• The instructiona l practices in all cases provided fewe r opportunities for the enhancement of 

the student 's active in volvement in lessons. 
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• Teachers were less concerned and aware of the lea rning needs of chil d ren engaged in child 

labor. 

• Teacher-student interactions during the instructional process had va ried styles such as 

parental, reserved, len ient and high-handed. 

• Applause, modeling of high achievers and verba l rei nforcem ent were reported as the most 

com mon responses of teachers fo r students' successful completion of tasks. 

• Teachers tended to provide much less feedback on progress and overall academ ic 

performance for the children engaged in child labor. 

• Some teachers employed c lassroom management strateg ies which promoted development of 

self-di sc ipl ine . 

• Generally, the instructiona l pract ices in the c lassrooms, except fo r the case of Berihu ne, 

suggested the teache rs attempted to create an interactive, MLE, learn ing environm ent. 
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CHAPTER FIVE 

5. Discussion 

5.1 Discussion of the Results 

The objective of thi s study was to investigate the classroom instructiona l practices in 

Addis Zemen First Cycle Primary School with special reference to the learn ing behaviors of 

children engaged in chi ld labor, Addis Ababa, Ethiopia. The findings were presented by 

indi vidua l case presentation. Cross-case analys is of the main find ings was done to devel op a 

general description of the results. Hereafter, the major findi ngs wi ll be discussed in re lation to 

relevant literature and the researcher's interpretations under three major themes: learning 

behaviors of ch ildren engaged in ch ild labor, classroom instruction and its mediation, and 

academic performance of ch ildren engaged in child labor. 

5.1.1. Learning behaviors of Children engaged in child Labor 

The findings indicated that children engaged in child labor commonly depicted 

learning behaviors such as inattentiveness, lack of concentration, absenteeism and feeling 

fatigued during class instruction. They engaged in various off-task activities or sat idle. These 

serious ly threatened their academic funct ioning because such behaviors reduced the amount 

of time that the children spent in active ly attending classroom instruction. These behav iors 

might have been the result of factors assoc iated with the outside work, as we ll as the nature of 

class instruction. 

Chi ldren engaged III child labor spent long hours at work in addition to the ir 

school in g. Most of them engaged in work in almost all of their out-of-school t ime, inc luding 

nights and Saturdays. They neither had time to play with their peers nor do their homework. 
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These obligations cumulat ively appeared to contribute to fee lings of fatigue, inequality with 

other students, frequent absenteei sm, and lack of motivation to learn . 

As a result they were neither actively engaged in c lass activities nor did they do their 

homework consistently or we ll. Both the children and their teacher reported that the work 

load had a significant and negative re lationship with their learning. For example, the cases 

described their fee lings about work and school ing: 

Zemenu : " I am a lways tired of my work, it is very hard and difficult fo r me to work 

after school ... The work li ves me not to equally partic ipate with the other students ... " 

Mesaye: 

I think the work forces me to feel less competent with my friends; I do not usually 
participate in class activities as my friends do because I fee l like I am lower than 
them. I feel tired, bored and get to s leep during class time. Sometimes I fee l hatred of 
my schoo ling and learning; specially, when [ experienced headache and stomach-ache 
during class time and I asked permission from my teacher and get to sleep at home. 

Berihune ' s teacher stated that: "The workloads he has imposed by hi s fam ily 

members could be responsible for hi s least academic performance. The work load largely 

disadvantaged and overstressed him". 

Shemalse stated: " ... I hate the work, as it lets me not to study hard in my ed ucation 

while others study and whi le my friends play but not me because I am a lways worki ng". 

In a descriptive study on the impact of child labor on education, children engaged in 

chi ld labor in blacksmithing activities in Addis Ababa, Ethiopia, Alegant reported that: "The 

work inhibits children' s school attendance, reduces their time to study and makes them 

inattentive or s it idle during instruction". (2007, p. 60). 

However, it mi ght be misleading to conc lude that work is the on ly factor preventing 

children fro m acti vely attend in g and performing we ll in the ir academics. Yet the ev idence 

dep icts the fact that child labor, by and large, competes with, rather than faci litates, learning. 

Moreover, this situation should alert educators to the fact that such conditions produce 
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children who may be at ri sk and d isadvantaged unless co llaborative supports to trai n teachers 

in implementati on of mediati on principles are prov ided. Ra ising th e awa reness of teachers 

and parents to these re lat ionshi ps and poss ible solutions is important for the chi ld 's 

education. Training teachers with the principles of MLE may improve c lassroom instruction 

and help parents to be aware of the di sadvantages of undes irable work fo r the ir child ren. 

Instruction, whi ch is not respons ive to a student' s learning needs and d iffi culties, is 

responsible for poor learnin g behav iors. Teachers who are not aware of the spec ifi c learning 

needs of the ir students and fa il to respond accordingly create si tuations, in which some of 

their students are di sadvantaged. 

The instructiona l practices provided for children engaged in child labor were 

unresponsive to the children 's' engaged in child labor learnin g behav iors, diffi culties and 

abilities. Thi s in fe rs that the students' di fferent learn ing behav iors impacted the ir abili ties to 

complete assignments and write notes more than active and direct invo lvement in other 

learning activities such as asking and answering questions, attentive li stening and group 

work. As Mesaye reported : "". Of all thi s activities I am happy when my teacher orders us to 

do homework (my sister he lps me in doing so), reading olll' exerc ise and text books and copy 

notes from the black board". Zemenu also stated his preference as "Of a ll thi s, I preferred to 

do homework, because I did it with my s ister" . 

For other students prov ided with opportunities to active ly engage in learning tasks, 

share responsibiliti es for their own learning, understand the re levance and the intention of 

lessons, with a conduc ive and responsive learning environm ent that consider the ir needs and 

potential seldom face the kind of learning behaviors children in thi s study faced . Rather, they 

are more likely to develop knowledge and skills whi ch are important for the ir future and 

independent learning experi ences. 
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This indicates that teachers should take responsib ility to create conducive and 

interactive learning environments which promote learning of all students in their c lassrooms. 

Moreover, s ince we are in the era of inclusive ed ucation, classrooms are expected to be 

responsive to the diversity of students' learn ing needs. Inclusive classrooms embody the 

belief that diversity is a pos iti ve force in the lives of child ren and teac hers and should be 

embraced, rather than ignored or minimized (UNESCO, 2001). 

5.1.2. Classroom Instruction and Mediation 

An instructiona l process, which is responsive to a student 's learning style, abilities 

and difficulties in learning, is the foundation for the enhancement of the ir learning. It is 

emphasized often that basic education should correspond to the needs, interests and problems 

faced by the learner (USAID, 200 I). Such classrooms help students to be success ful 

regard less oftheir background and difficulties. 

Children engaged in ch ild labor face difficulties in learning which may be related to 

the work load and the nature of c lassroom instructi on. They need the classroom to be 

responsive to their learning needs in order to benefit from the instructiona l processes. 

As Feuerstein (2009) stated, in situations where developmental and env ironmental 

difficulties (such as the work load) occur, MLE becomes the necessary relat ionship to 

overcome deficiencies and foster better functioning. Prior limitat ions can be overcome and 

higher leve ls of cognitive and social development wi ll be achieved through adequate MLE 

(l CEL P, n.d. ; Feuerstein, 2009) 

However, findings in this study suggested that, a lthough some teachers demonstrated 

promising attempts to help their students benefit from the classroom instruction, they seemed 

to be inadequate to promote learning. As a resu lt, a ll four cases benefited less from these 

instructional practi ces. For a better understanding of the affect o f the in structiona l practices 

the following di scusses the teaching methods in relation to the five parameters of MLE: 
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Intentionality and Reciprocity 

The findings indicated that the common instructional strategies used in these classrooms were 

in formal lecture, group discussion and question and answer. Since such strategies are within 

the construct ivist teaching lea rning approach, which emphasizes learnin g by do in g, students 

are considered the essential partic ipants by acti ve invo lvement in tasks. However, the actual 

practice in the four cases was not fo und to be similar. 

On ly a few students in Berihune 's class were actively engaged in answering 

questions. A max imum of two or three students in each group answered questions. In the case 

ofMesaye's teacher, she prim ar ily used grou p di sc uss ion. As Berihune and Mesaye described 

the ir experiences: Berih une sa id: " . . . I do not usually rai se my hands and he a lso does not ask 

me to answer questions". Mesaye stated that: " ... if I raise my hand more than three times 

she gives me the chance .... " Thi s implies that chi ldren engaged in child labor are not acti vely 

engaged in the instructiona l process. These are important ind icators for the teachers about 

the ir poor practice of active learning methods. The inab ility of the teachers to effective ly use 

active learn ing methods and the ir lack of awareness about the needs, abi l ities and background 

of the ir students are two hypotheses as to why the teachers ' ac ti ve learning c lassrooms were 

not effecti ve. Supporting th is assumption, Menti s et a l. (2008) specify that lack of teachers· 

awareness about the ir students' needs and abi li t ies is one of the obstac les to the mediation of 

intentiona lity and reciprocity. Since such teachers do not recognize whether their students 

are actively on task, they do not present lessons c learly or re-exp lai n tasks. 

These might be related to the teachers, particu larly in Berihune's and Mesaye's cases 

lack of intenti ona li ty or prepara ti on and inferior presentation of the lesson (i.e., foc used, we ll­

organ ized and ex pl ic it instru ctions). Teachers, who med iate intenti ona lity an d rec iprocity, 

present lessons that arouse students' interests and motivati on through prov ision of 
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appropriate feedback to the students. The teacher contributes additiona l exp lanations where 

students face difficu lty in understanding (Mann & Hind, 2006). 

Besides the instructional organ ization in the case of Zcmenu 's and Shcmal ise's, the 

teachers demonstrated that the teachers were we ll prepared and enthus iastic to teach; 

however, the students were not responsive to their lessons. Seeing that obstac les to med iation 

of intentionality also sometimes relate to lack of reciprocity with students their intention 

alone could not mediate intentiona lity and rec iproc ity adequate ly. Menti s et al. (2008) stated 

that: 

Teachers may somet imes actively invite interact ion in a well prepared relevant lesson 
but the students do not receive the initiation of the teacher because they are tired , lack 
interest or motivation, do not perceive the relevance of the given top ic or any other 
reasons which prohibit reciprocity and become an obstacle to mediation of 
intentionality and reciproc ity (p.19). 

Since children engaged in child labor commonly demonstrate inattentiveness, fat igue 

and lack of motivation during in struction, their teachers are required to work towards 

identification and reaction to their learn ing behaviors in attempting to med iate intentional ity. 

To sum up, mediation of intentionality and rec iprocit/d~and the teachers' efforts to 

precisely identify the problems as well as sol utions. 

Mediation of1l-anscendence 

The in structiona l practices in all cases, except Berihune 's, demonstrated some attempt 

to expand the student' s understanding of the lesson ' s concept with tangible examples related 

to the student' s dai ly life experiences. For instance, during the researcher's observation of 

Zemenu 's and Mesaye's teachers, tasks were explained through student demonstration. The 

teacher of Zemenu in her mathemat ics period used demonstration to clarify the concept of 

division and subtraction. In doing so, she had five students stand in front of the c lass and 

gave them 10 penci ls to share eq ually. They were asked to te ll how much was shared by each 

of them. It was used to ind icate how 10/5=2. Such practices are meaningfu l in expanding 
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students' understand ing concepts and ideas beyond the mere reca ll. Th is method has the 

potential to med iate transcendence. 

Moreover, these classrooms attempted to mediate transcendence through 

brainstorming and revis ion of previous lessons at the begi nnin g of each new lesson. 

However, not all subjects benefi ted from these practices. Some teachers fail ed to recognize a 

student 's active engagement in c lassroom activ ities. The students were characterized by 

fat igue, inattenti on, and se ldom demonstrated reciprocity. 

The teacher's lack of awareness of the needs of the students, their in structiona l focus 

and their knowledge and sk ills were in large palt responsible for the students' learning 

behaviors. As revea led during observation, the teacher' s instructiona l pract ices were focused 

on promotion of student' s abil ity to reca ll. The student was expected to reca ll what the 

teacher had to ld him or her in previous lessons during the tim e of brainstorm ing and rev ision. 

It focused on enhancement of students' ability to repeatedly practice the same fact. As a 

result, its potential for transcendence seems to be limited. In line with these, Mentis et al. 

(2008) indicated that in the c lassroom, the potent ia l for transcendence is limited when the 

foc us is on facts and rote regurgitat ion offacts resulting in knowledge that is fragmented and 

compartmental ized. 

On the other hand, Berihune ' s teacher demonstrated no attem pt to teach students 

through examples and his instruction did not incorporate revision and brainstorm ing 

strateg ies. His mode o f in struction was not foc used or we ll organ ized. The cohe rence of ideas 

from topic to topic and lesson to lesson was poor. Teachers who fai l to impart lessons in a 

meaningful and well organized way lI sually exhibit fai lure in practic in g med iati on of 

transcendence. 

Mediation oj Meaning 
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As revealed in this study Mesaye ' s, Zemenu ' s and Shemalse 's teachers employed 

questioning and answering strategies; however, the type of question was not suffic ient to 

affect the student 's deeper understanding and abil ity to construct meaning. They were either 

content-oriented, as in the case of 8erihune, or process-oriented due to the way they were 

asked. T hey were not practica l applications of the actua l meaning o f process-oriented 

questi oning strategies. In the case of Zemenu ' s teacher, she asked " how" and "why" 

questions but expected students to recall the answers she had told them word for word which 

barely encouraged the students to use their own ab ili ty to construct meaning. 

Similarl y, Mesay' s teacher sometimes tried to ask "how" and " why" questions but she 

usuall y fa iled to help the students devel op understanding oflhe core meanings. If the students 

fa iled to answer the how and why of a subj ect, she ignored the idea, instead of giv ing an 

explanation. As a result, although the teachers attempted to employ the questioning and 

answering strategy in term s of mediation of mean ing, their efforts were insufficient. 

Ze menu ' s teacher tr ied to use some pictorial teaching aids, partic ularl y In her 

Environm enta l Science lesson. The pictorial aids were used to promote und erstanding of 

domestic and wild animals as well as different palt of plants. In structional strategies which 

employ various med ia of instruction make a tremendous contribution to a student 's 

understanding o f meaning. Since students in primary school understand and easily remember 

concepts presented through vi sual aid s, such practice would be supporti ve for children 

engaged in chi ld labor, too. 

An instructional process, which focused on med iation of meaning, would be he lpful 

for children engaged in child labor who failed to have meaningful learn ing experiences. 

Co llins (2001 ) substantiated thi s finding in hi s study of med iat ion of meaning: "Since 

students fro m di sadvantaged background or ha ve learning di ffi culty do not a utomatica ll y see 
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learning experience as mean ingfu l, it is the mediator's role to gu ide the student in a search for 

meaning" (p.54). 

Thi s may explain Zemenu 's reported fee lin g on the importance of his learning and its 

relevance for hi s future: " ... I preferred schooling because ed ucation is important for leading 

an independent quali ty life and it a lso enables me to help my parents". 

Furthermore, Zemenu 's teacher exhibited a degree o f intimacy with her students, 

which seemed parenta l. Thi s express ion of affection toward s the students enhanced the 

emotiona l bond between them. As a result, the students showed a greater motivation to learn . 

The degree of intimacy between Shemali se and his teacher had s imilar results. 

In contrast, instructional approach of Berihune's teacher dem onstrated fewe r attempts 

111 mediation of meaning. The teacher's interaction w ith his students did not promote 

motivat ion. He did not express a fee ling of affection towards his students. Hi s approach was 

inclined towards an autocrat ic sty le. The lack of an emotiona l bond between him and hi s 

students did not encourage an understanding of the relevance of their learning. 

Each of these methods may have affected the students' motivation and feeli ngs of 

competency. As a result, they were not being ab le to consider the ir teachers as significant 

others. Rather they cons idered the teacher as strangers and they may have preferred to avo id 

persona l contact with the teacher. Over time this forced students to miss the releva nce of the ir 

learning and prefer to stay away. In thi s regard Berihune 's teacher expressed his interaction 

with Berihune when they met outside the classroom: " Wh ile we meet outs ide the c lassroom; 

leave alone, asking academic issues, he does not look at my eyes, he does not say a word 

except giv ing a greeting he rea lly fears me very much". 

Berihune a lso confirmed that all of his classmates, inc luding him, strongly feared hi s 

teacher due to his use of strong corpora l punishment. He added that his teacher did not 
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encourage him in hi s learning: " .. I do not usuall y ra ise my hands to answer question and he 

a lso does not ask me to answer". 

Furthermore, teacher failures to help students to construct meaning inhibited the 

deve lopment of the students' cognition within their ZPD. Because it reduces the opportunity 

for the teacher to constantly understand hi s or her students' academic backgrounds and plan 

lessons, the activ ities often do not meet the student ' s level o f development. As indicated in 

Seng Seok ( 1991 ), cognitive development within chil dre n uses ZPD to carry out 

collaboration with the teacher to create dynamic interactions. 

Mediation of feeling of competence 

The findings in this study suggested that the instructional practices in a ll cases often 

lacked opportuniti es fo r students to actively respond to the teacher' s presentations. The 

lessons did not en hance med iation of reciprocity which is the core e lement in a teacher's 

mediation of feeling of competence . As stated in Menti s et al. (2008), in mediation of feel ing 

of competence, the teacher selects and presents lessons, phrases questions and breaks down 

complex tasks into s impler parts based on the student's leve l of understanding, whic h is 

usua lly ide ntified through reciprocity. 

In thi s study, teachers usua lly focused on active students, they rewarded and praised 

successful completion of tasks and activities by those students. Although there was praise 

through applause and verbal reinforcement, the teachers were not ab le to commu nicate the 

reasons for thei r re in forcement beyond gettin g the ri ght answers. They d id not acknowledge 

students ' attempts to so lve a problem or give a response . One except ion was Mesay' s teacher 

who sometimes asked a ll students to applaud fo r both attempts and successful completions of 

tasks. However, mediation of feeling of competence does not refer to an express ion of 

sat isfaction alone. Klein (2001) indicated: " ... mediat ion of feeling of competence occurs 
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when an adult expresses satisfaction with a child 's behavior and exp lai ns why she or he is 

sat isfied " (p.35) 

Children engaged in child labor in this study common ly demonstrated feelings of 

incompetence and inequality with the other students which probably originated from a lack of 

awareness of their own abilities and achievements. Klein (200 I) and Feuerstein et a l. ( 199 1) 

supported thi s idea by saying that as a young child may not realize that he had succeeded in 

performing what he attempted to achieve, he needed an adult to "scale" hi s success relative to 

the seem ingly perfect performance of another adult. 

With this regard, Shemalise's teacher stated that her students had dim ini shed fee lings 

of competence, attr ibuting thi s to the ir soc ioeconomic status: 

Students in my c lassroom including Shemalise had poor feeling on their own abi lities 
as they had been learned for the last four years in the same classroom, they usually 
given hi gher academic ranks for some students and consider their performance as 
fixed and unalterable. For instance, when I ask them who would get the first rank in 
each weekly as well as semester tests most of them say student x. they do not give 
such ranks for their own. It is an indication of lack of motivation and awareness on 
own competence. 

However, such fee lings in students results not only from their socioeconomic status, 

although it makes a cons iderab le contribution. The teacher' s way of response to low 

performing students also contributed to these feelings. Shemalise 's teacher 's strategies to 

motivate her students usually focused on appreciating clever students through adding marks, 

ca lling their names and giv ing advice to students to use them as mode ls, giving special 

emphasis to them by posting their names of top scorers in each test. These strategies made 

students aware of the competence of their peers. Therefore, they mi ght have used these 

models to measure themselves as less capable. These wo uld in turn reduce their motivation 

and val ue to lea rning. 

A teacher 's negati ve emphasis or ignorance of a student 's mistakes may lead the 

student to defi ne his or her performance in terms of weakness rather than strengths. As the 
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findings indicated, all teachers except Berih une 's, usually pra ised and rewarded a student ' s 

successful completion of a task but not on their attempts or mistakes. As the children reported 

and confirmed by observation, teachers usua lly gave instructions for students who answered 

incorrectly to sit and li sten to others. Given that the teachers lac ked know ledge of each 

child 's learning needs and lack of appreciation for the students competenc ies, the student ' s 

did not identity nor were cogn izant of their own competence and developed feel ings of 

helplessness. [n support of thi s conclusion, Menti s et al. (2008), denoted that a student's own 

negative perception lead to low se lf-image desp ite their ach ievements. As a result of a poor 

self-image, the child might experience a variety of beha vio r prob lems, lack of confidence, 

poor motivation and anxiety. 

Motivation is the major determinant in having a fee ling of competence because it 

represents a search as well as a source for competence. Regardl ess o f the student' s own 

perception of hi s or her capac ity, teachers generate feelings of competence in the student 

th rough interpretation of hi s or her mastery. This in turn creates an awareness, feeling, and 

consciousness deve loped through a feeling of competence. This s igna ls that the teacher 

conveys explic itly and implicitly his or her perception of students and has a profound impact 

on the ir senses of competence, academic performance and achievement (Feuerstein et aI. , 

1991 ; Menti s et aI. , 2008) . 

Mediation of self regulation and control of behavior 

Control of behav ior (self-regu lat ion) is the mediated learning strategy utilized to bring 

a change to disorgan ized and chaotic classrooms, to create a more desirab le instructional 

setti ng and process (Mann & Hind, 2006). Mediat ion of self regulation and contro l of 

behavior is essent ia l to affect the learning behav ior in a more sustainab le way for children 

engaged in child labor. 
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This study found that Berihune ' s and Mesay's teachers used classroom management 

and self-regulation strategies which were not suffic ient to affect the cause of independence 

and future learni ng. They did not encou rage the student 's se lf-di sc ipline through appropriate 

and intentional reaction to their behaviors. Though Berihune was not usually engaged in 

di sruptive behavior, he was not actively involved in learn ing activities. This is one type of 

passive and undes irable behavior that hinders active invo lvement in learning and requires the 

teacher 's immediate reaction. On the other hand, Mesaye was usua lly in volved in awkward 

and off-task behav iors duri ng instruction which also seriously impaired his active 

involvement in learn ing activities. One poss ible reason for such behaviors might be re lated to 

the studen t's failure to take respons ibility for his or her own learning. However, teachers 

could alleviate such problems by encouragin g appropriate behavior and inhibiting 

inappropriate behav iors us ing med iated learning exper ience. Strateg ies such as modeling, 

demonstrat ion, regulat ion o f the pace of learn ing activ ities, elaboration and expression he lps 

teach se lf-regulation and control of behav ior. 

A second possi ble reason for lack of self-regu lat ion might be the nature and 

complexity of tasks ass igned them. If teachers do not present lessons which are appropriate to 

the student's level of competency, he or she might e ither disrupt the lesson or withdraw from 

the activities due to lack of relevance and motivation. 

Zemenu ' s and Shemalise's teachers' practices revea led that teachers demonstrated 

sustained interest and commitment in classroom activit ies. The teachers attempted to model 

commi tment and respect for the ir studellls and respond ed to students' impulsiveness through 

advice and enco uragement. Zemenu 's teacher, for instance, reported that she had somet imes 

spent the whole class giving advice: " I usually give them an adv ice to seri ously engage on 

their learning, to study hard and remind my name in front of others by their good doi ngs". 
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This might support the students to develop efficient thinking skill s that would enable them to 

become autonomous and independent learners. 

Shemalise' s improvement in class paltici pation and acceptance of responsibility for 

hi s own learn ing was related to his teachers ' continuous adv ice and comm itment in 

encouraging hi s engagement in learn ing tasks. As Shemalise reported, his teache r always 

gave advice and encou raged him to study hard. The teacher a lso stated that Shemalise 

exhi bited an emergin g motive and initiative in his c lassroom partic ipati on and do ing 

ass ignments regardless of any chan ge in the work load. Th is might be a good indicator of the 

effect of the teacher's interaction with Shemalise. 

5.1.3 Academic performance of children engaged in child labor 

The student academi c performance heav ily depends on the effic iency of the teacher' s 

instruct iona l approach, though other factors also influence. An interactive and responsive 

learn ing environment that promotes the student's abi li ty to construct meanings and take 

responsibil ity for hi s or her own learning has a significant influe nce on learner academ ic 

performance. 

A med iated interaction or an in structiona l practice that employs M LE has the capacity 

to promote a student's cognitive and soc ial functioning. [n contrast, the absence or inadequate 

provision ofML E leads to cognitive fu nctions that are underdeveloped, arrested, impa ired or 

seldom and inefficiently used with lim ited academic and soc ial learning (ICELP, n.d .) . These 

also affect academic perform ance. 

Academic performance of chi ldren engaged in ch ild labor in this study was defined in 

qualitative terms based on student observed classroom part icipation, competency in doing 

homework, and c lass assignments, as well as the teachers' judgments on the basic li teracy 

and numeracy skill s. All (exclud ing Shemalise) had be low average pe rformance . However, in 
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contrast to th is. their academ ic records revea led that they achieved average or above as 

judged quantitatively on class assessments. 

One possible reason for this contradiction, as repOlted by their teachers and through 

observation mi ght be associated with the inaccuracy of assessment tools wh ich teachers 

admi ni stered to judge acade mic competency. 

Berihue' s teacher, for instance, describes this contradiction and the possi ble reasons 

as follows: 

Berihune is one of the least performers in my classroom but he usua ll y gets average or 
a little bit above average in tests. Hi s results may be ga ined by cop in g from hi s sit 
mates in add ition, the exams and its way of adm inistration ; we give them detail 
briefing on each question before beginning are very easy for hi s age leve l. 

Mesaye's teacher stated the reasons for such contrad ictions as foll ows: 

Mesaye did well in exams but if you ask him how he did in that way, he does not 
know it. His academ ic performance and test achievements have a great difference. 
This might be due to the value he gives for exams or he might copy answers from 
others. 

My observation also confi rmed that their grades did not exp la in or define their academic 

performance. Rather it is their classroom behaviors, wh ich were more representative of their 

performance. For example, from Berihune 's records, his average academ ic results were an 

average of 84.8 during grade one and 75 in the first academ ic semester of his present schoo l 

year. Yet he was not even able to read and wri te answers from hi s exerc ise books and was 

pass ive in most instructional activities. 

In this regard, constructivists' in structional strategies recommend the emphas is on the 

concept of dynam ic assessment, which is a way of assess ing the true potential of learners that 

differs s ignificantly from conventional tests. Here the essentially interactive nature of 

learn ing is extended to the process of assessment (Wiki Books, 2005 ). Such assessment 

strategies are important at a lower primary school level to minimize squander resources by 
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assuring that all pupi ls are promoted to the next grade without comprom is ing the qua li ty of 

ed ucation (Oesalegn, 2004). 

In addition, the grad ing or assessment strateg ies in a ll cases revea led that the teachers 

graded not on ly the students' academ ic know ledge but they al so graded their conduct, c lass 

attendance, and neatness of their exercise books. Th is tended to skew the resul ts. The 

inclusion of these additional factors in scoring might be due to their mi sconception of the 

intent of continuous assessment and assessment of students ' academic and fo rmative 

competenc ies. Since usually format ive assessment results are considered a means of 

supporting students, total grad ing than a means of widening and enhancing of students ' 

learning and academic involvement. The teachers gave students who did not succeed well 

more grades to improve their total results. 

However, as stated in Oesalegn (2004): 

T he intent of cont inues assessment is much more than an examination of pup ils' 
ach ievement. It is a powerful diagnostic tool that enab les teacher to modify their 
instructional strategies to incl ude the construction of remediation activities for pupil s 
who are not working at the expected grade level and to create enrichment activ ities for 
pupils who are working at or above the expected grade leve l (p.7). 

Yet, as indicated in Helen and Judy (2004), teachers can make a larger difference ill 

enhancing students' academic performances than any other factor, incl uding student 

background or school resources. Th is suggests that teachers' instructiona l efficiency has the 

potential to narrow the gap of students' low performances. 

Nevertheless, their low performance may be associated with their learning behaviors; 

both distal and prox imal, such as inattentiveness, absentee ism, fatigue, and lack of time to 

study and do homework . These reduce the t ime they active ly spe nd on lea rning activities. It is 

not surpri sing if these children engaged in child labor do not acquire basic know ledge and 

skills expected at their grade levels, unless they are provided with appropriate supports. 
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Shemalise's teacher, however, reported that hi s academic pe rfo rm ance was average 

pa rt icularly during the first semeste r of 2009-20 I 0 school year in both h is c lass partic ipat ion 

and tests. Though he sometimes exh ibi ted fatig ue and slept during in struction, he showed 

relative progress in hi s academ ics. I observed his attempts to actively participate in class 

activities, parti cularly in the mathematics lesson. This resulted from his own effort and 

personal motivation to improve his academic performance. 

In su mm ary, as Ethi opia is striving to achieve the goa ls of Un ive rsa l Primary Ed ucat ion 

(UPE) and Ed ucation For All (EFA) (MOE, 2006), ensuring quality classroom instruction is 

ava ilable to a ll , this resea rch, wh ich assesses the current status of c lassroom instruction for 

children engaged in child labor, is significant for the efforts of d ifferent organization s. 

Spec ifica lly, this study is signifi cant for the fol lowing reasons: 

» It may be he lp fu l for teachers and princ ipals in Add is Ze mane First Cyc le Pri mary 

School to develop more effective classroom instruction that addresses the needs of 

chi ldren engaged in child labor. 

» rt may provide addi tional input to the existing literatu re in Ethiop ia and a source for 

those who want to conduct fu rther stud ies in the area. 

» It may be al so helpful for parents, teachers and other concerned bodies who want to 

conduct interventi on and respond to the learning behaviors o f chi ldren engaged in 

child labor. 
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CHAPTER SIX 

6. Conclusions and Implications 

6.1 Conclusion 

The relationship between child labor and classroom learning behaviors, instructional 

practices that respond to the learning needs of the students and enhance the benefits to the 

students from the instructional process was examined based on the theory of MLE using a 

qualitative case study design. In summary, the find ings revealed that chi ld labor had a 

negative relationship with students' holi stic development. The instruct ional strategies that 

were used did not support enhancement of lea rning for the chi ldren engaged in ch ild labor by 

reducing the negative consequences of their work loads. In turn , th is leads to less competence 

academ ically. 

All children have the right to quality instruction, which is responsive to their learn ing 

needs, potentials, styles and difficulties in order to be fruitful citi zens who contribute to the 

development of their nat ion. However, children engaged in child labor in thi s study did not 

have this right. They did not benefit well from the instructional process. 

Dynamic assessment strategies lay a foundation for appropriate identification and 

reaction of teachers to students' learning behaviors. They induce teachers to th ink of poss ible 

so lutions for challenges faced by their students. It he lps them to plan and present lessons 

with in the students' ZPD. If teachers are looking for their students ' fulfillment of expected 

standards and numerical grades only, students' actual learning is not affected and the resu lt is 

often devastating for the chi ld, his or her parents, and the nation at large. Since the role of 

MLE is sign ificant in promoting children engaged in ch ild labor learning needs, it does not 

get appropriate consideration by teachers. Even the intuitive and trad itiona l interactive 

practices among most teachers in lower primary schools, which could potentially bridge their 
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practices with modern princi ples of MLE, the relationships are not properly recogni zed and 

acted upon. 

In general, from the findings, th e teachers' fa ilure to make acc urate and authentic 

judgments of stud ents' perfo rmances hindered their response to promote effic ien t learning of 

children engaged in chi ld labor. Moreover, first cycle primary school teache rs' in structi onal 

practices have an effort to affect the learn ing of chi ldren engaged in child labor us in g MLE if 

they ga in appropriate and practica l train ings in the area. There needs to be further 

investigat ion of a teacher's challenges to identify and respond to the diverse needs and 

learn ing behaviors of chi ldren engaged in child labor. 

T he study was not ended up without limitations; the shOitage of accurate information 

about the amount of time the chi ldren were expected to work was a weakness because of the 

lack of a fixed working schedule. In order to minimize thi s cha llenge, I attempted to make an 

accurate estimati on through multip le in fo rmants. 

6.2 T m plica tions of the study 

On the basis of the findings and conclus ions drawn the fo llowing implications can be 

indicated: 

• Continuums of support are required to overcome the negati ve consequences of the work. 

Thus, teachers shou ld work in collaboration with parents to respond to the various difficulties 

children engaged in child labor face. 

• Continues assessment strategies wh ich measures students' actual performance should in 

corporate in First Cyc le Primary Schoo l in structions, in order to help children get qua lity 

education. The imp lementat ion of such ; dynamic assessment strategies requ ires knowledge, 

skill s, motivat ion and dedication on the part of teachers. T hi s ca n be achieved th rough 

training of teachers in the effective practice of their assessment strategies by pedagogical 
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experts and enhancement of the inclusion of children engaged in child labor in educati on by 

the government. 

• There are trends In the practice of traditional and intuitive interacti ons which have the 

potential to promote an MLE kind of learning environment in First Cycle Primary School 

classrooms. These indicate the need to provide trainings in modern principles of MLE by 

special needs educators and psychologists to build up teachers' awareness in thei r intui tive 

and traditional interacti ve practi ces and the promising effect on educat ion of children 

engaged in child labor learning. 

99 



REFERENCES 

Addisu Ged lu (2008). Child labor in Ihe Informal Seclor: The case of Gulele Sub-City, Addis 

Ababa. Unpubli shed master's thes is, University of Addis Ababa, School of Grad uate Studies. 

Alegnta Felleke (2007). Child labor in the Informal SeCior: A study on the impact of Child Labor in 

Ihe Case of Children who are engaged in Blacksmithing Activity in KolfelKeranio Sub-City. 

Unpubli shed master's thesis, university of Addis Ababa, School of Graduate Studies. 

Anderson, L. W. (2004). Increasing Teachers Effectiveness (2nd ed.). UNESCO: International 

Institute for Educationa l Plann ing. Spain: Macro Grafico, S.L. 

Bae, G. (n.d.). Rethinking constructivism in multicultural contexts: Does constructivism in education 

take the issue of diversity into consideration. The Defense Language Institute. Retrieved 

January 4, 20 I 0, from www. usca.eciu/essays/voI1 22004/Bae.pdf 

Best,J . W. (2003) . Research in Education (9th ed.). New Delhi: Prentice Hall of India. 

Central Statistics Authority (200 1). Child labor survey reporl. (Statistical bu lletin no, 262). Addis 

Ababa, Ethiopia. 

Cohen ,L., Manion,L., & Morrison, K. (2003). Research methods in education (5 th ed). New York 

and London: Routledge Falmer. 

Collins,G.L.(200 I). Mediated and collaborative learning for students with learning disabilities. This 

is about life, it 's about the rules of life. Unpubli shed doctoral di ssertation, University of 

Tennessee, Knoxv il le. 

Constructivism in the Classroom. (n.d.) . Retrieved February 17,20 10, from 

h tlp:/ / on line. s fs u. ed uc/ i n fo reman/ itec800/ti na I proj ects/e i tanka p la n/pases/pri nc i pie. h tm/ 



Davis, P. , & Florian, L. (Eds.). (2004).Teaching strategies and approaches Jar pupils with special 

educational needs: A scoping study (Research Report No 516).University of Cambridge and 

Un iversity of Manchester, Department for Ed ucat ion and Skill. 

Derebssa Dufera (2006). Quality of teach ing and learning in Ethiop ian primary school s: Tension 

between traditiona l and innovat ive teaching-learning approaches. Journal oj International 

Coopera/ion in Education, 19, 123-140. 

Desa legn,C.,(2004). Continuous assessment in lower cycle primary schools. Institute oj educational 

research (IER) flambeau, 12, 1-23. Addis Ababa Univers ity, Addis Ababa: Ethiopia. 

Falik,L.H. (n.d.). Using mediated learning experience parameters to change children's behaviour: 

TechniquesJor parents and childcare providers. Retrieved December, 3, 2009 from 

http ://www.icelp.orgifiles/research/ParentMednPprE.alik. pd f 

E'asika,E.B.( 1998) . Wasted opportunities: When schools Jail, repetition and drop-out in prima/y 

schools. Ed ucation for all , status and trends: UNESCO, France. 

Feuerstien, R. (2009 , November). Theories and applied systems. Retrieved March , 4, 20 I 0 from 

http ://en. w i ki ped ie.org/wi ki /Reu venFeuerste in 

Feuerstein, R. , Klein,P.S., & Tannenbaum,A.J. (Eds.) (199 1). Mediated learning experience (MLE): 

Theoretical, psychological, and learning implications. International Centre for enhancement 

of learning potential (lCELP): Freund publishing house LTD. 

Gal l, M.D., Borg, W.R., & Gall, J.P. (1996). Educational Research: An Introduction (6'''.ed.). New 

Jersey USA : Longman Publishers. 

Ga lyam,N., & Grange,L.L., (2005). Improving thinking skills in science of learners with (di s)ability. 

South A/i'ican journal oj education, 25,239-246. Retrieved Apri l, 9, 20 I 0, from 

http://www.3d-ring.orglthinkingskill.111ed iatated .asp 



Gatica,F.G. (n.d.). Relationship be/Ween quality oj mediated interaction and the enhancement oj the 

communication and selfregulation abilities, in children with language disorder. Diego 

Portales University, Santiago, Chile. Retrieved December 25 ,2009, from 

http: //www.centrodesarrollocognitivo.cl/docum cntosfi n g I es _gonza I ez. pd f 

Giesen,J.(2005). Constructivism: A holistic approach to teaching and learning. Northern Illinois 

University: Faculty Development and Instructional Design Center. Retrieved December, 28, 

2009 from www.niu.edu/facdev/programs/handouts/constructivism. pd f 

Gray, A. (n.d.). Constructivist teaching and learning. Retrieved February 17, 20 I 0, from 

h tI p:/ I sasksc hoo I boa I'd s. ca/researc h/ i n structi 0 n/97 -0 7htm 

Heady, C. (2000). What is the effect oj child labor on learning achievement? Evidence from Ghana. 

INNOCENTI WORKING PAPERS NO. 79 Tipografia Giuntina, Florence, Italy UN ICEF 

International Labor Organization. (1973, June). Minimum age convention, 1973(No, 138). General 

Conference of the International Labor Organization, fifty-e ighth session: Geneva. 

International Labor Organization. (I 988). Combating child labor. In A. Bequele & J. Boyden( Eds.) . 

(1998). International labor office: Geneva. 

International Labor Organ ization. (2000).Combating child labor: A handbook Jar labor 

inspectors. International labor organi zation . 

In ternationa l Labor Organization. (2002) .A fil ture without child labor: Global reporl under the 

Jollow up to the international labor organization declaration on fimdamental prinCiples and 

rights at work (90 I B). International labor conference, 90'h sess ion: Geneva. 

International Labor Organization. (2005). Education as an intervention strategy to eliminate and 

prevent child labor: Consolidated good practices oj the international program on the 

elimination oj child labor (lPEC). Retrieved December, 2, 2009, from 

http ://www.i I 0 .orgfpu b I i c/en g I ish/reg i on/a sro/ba n gko kfa pecl down I oad/cd ustra t. pd r 



International Labor Organization. (2006) . The end 0/ child labor: Within reach (I B). Global report 

under the fo ll ow-up to the Internationa l Labor Organization dec laration on fundamenta l 

princ iples and ri ghts at work. International labor conference 95 th sess ion 2006: Geneva. 

International Center for the Enhancement of Learn ing Potential. (n.d .). Aspects o/Illediated learning 

experience. Retrieved December, 3, 2009 from http ://www. icelp .org/asp/ 

Klein,P.S.(Ed.). (200 I). Seeds a/hope: Twelve years a/early intervention in Aji-ica. Unipub forJag. 

Mann,D. ,& Hinds,J.L.(2006). The effects a/mediated learning strategies on teacher practice and on 

students at risk 0/ academic/ailure [Electron ic version]. Forum on Publi c Policy. 

Mentis, M., Dunn-Bernstein, M. , & Mentis, M. (2008). Mediated learning: Teaching, task~, and 

tools to unlock cognitive potential (2nd Ed.). Thousand Oaks, Californ ia: Corwin Press. 

Mergel,B.(l998). instructional design & learning theOlY. Univers ity o f Saskatchewan, Educational 

Communications and Technology. Retrieved November, 20, 2009 from 

http: //www2.yk. psu.edu/-jlg l 8/506/1 nstructiona l%20Design%20 by%20Menga I. pdf 

Min istry of Ed ucation (1994). Education and training policy. Federal Democratic Republic of 

Ethiop ia: MOE. 

Mini stry of Education (2005). Education Sector Development Program 1Jl (ESOP III ). The Federal 

Democratic Republic of Ethi opia: Program Action Plan (PAP) . mini stry of education, Addis 

Ababa. 

Ministry of Ed ucation (2006) . Special needs education program strategy: Emphasizing inclusive 

education to meet the UPEC and EFA goals. Add is Ababa: Ethi opia . 

Mini stry of Ed ucation (2009). Education slatistics annual abstract 200718. Education sector 

deve lopment program : planning and policy anal ys is department. Add is Ababa: Ethiopia. 

Mini stry Of Labor & Social Affairs. (2008). Policy review on child labor. 2007 Final report on 

strategy in CDLlCSEC. Retrieved October 8, 2009, from 

http://www.po li cyrev iew.cdllcsec.finalreport.htm l 



Pantea,M.(2006/07). Challenges regarding the combating of Roma child labor via education in 

Romania and the need for child-centered Roma policies. In ternational Po licy Fellowship 

Program. Open Soc iety In stitute, Hungary. 

Patton, M. Q. (2002). Qualitative research and evaluation methods. (3,ded.). London: Sage 

Publications, Inc . 

People In Need Eth iopia (PIN),(2009). A study on the situation of child labor in Ethiopia,' Review of 

existing studies and brief assessment. Retrie ved April , 23, 20 I 0, from 

http ://www.rozvojovka.cz/download/pdf 

Regional Ed ucational Laboratory. (2002). Helping at-risk students meet standards: A synthesis of 

evidenced- based classroom practices. Office of Educationa l Research and Improvement: US 

Department of education, Was hington,D.e. Retrieved March, 20,20 I 0, from 

http://www.thinkgate.netll-le lping%20at%20risk%20students%20%20pract ices%20and%20st 

rategies.doc%20%5BCompatibili ty%20Mode%5D.pdf 

Richardson, V. (2003). Constructivist pedagogy. Un iversity of Michigan. Teachers College Record. 

i05,'9, pp 1623-1640. Co lombia Uni versity: Teachers Coll ege. 

Sa lazar, M.e. ( 1998). Child work and ed ucation in Lati n Ameri ca. international Journal of 

Children's Rights, 6, 155-1 77. Netherlands: Kluwer Law International. 

Savery,J.R., & Duffy,T .M., (1995). Problem based learning: An instruct ional mode l and its 

constructivi st framework. Educational technology, 35, 3 1-38. 

Schiefe lbein E. (1997). School-related economic incentives in Latin America: Reducing drop-ollt 

and repetition and combating child labor ( 12). UN ICEF Internati onal Ch il d Development 

Centre, Innocent Occasional Papers Child Rights Series. 

Schur,Y., Skuy, M., Zietsman,A., & John, P.F. , (2002). A th in king journey based on constructiv ism 

and mediated learning experience as a veh icle for teaching science to low functioning 

students and enh ancing th eir cogni tive sk ill s. School Psychology international, 23: I , 36- 67. 



Weizmann Inst itute, Israe l, University of the Witwatersrand, South Africa and University of 

Michigan, USA: SAGE publicat ions. 

Seng SeoK, H. (1991 , Apri l). Potential of mediated learning in the primary school classroom: A 

pilot study. Paper presented at the ann ual meeting of the American Educational Research 

Association, Chicago, IL. 

So lomon Shimel is (2006). Child labor in the informal sector. A case study of child shoe polishers in 

Gulete Keflea Ketllla. Unpubli shed master' s thesis, Addis Ababa Uni versity. 

Taylor,P. & Mulhall,A.(I997). Contextualizing teaching and learning in rural primary schools: 

Using agricultural experience. Education Research Paper, I, p 64. Retrieved, November, 13, 

2009, from http://www . d rid. go V.lI kJDocli m ents/pu b I i ca ti on s/con tex tteach rll ra I ed pa per2 Oa. pd f 

Teka Zewd ie (2002). Mediational principles in classroom sellings. Proceeding of the Ethiopian 

Psychological Association: On Early Chi ldhood Care and Education, Addis Ababa, 4, 32-50. 

Tribus,M.(n.d.). Bridging in both directions. Retrieved December, 3, 2009 from 

http://www . feuerste intra in ing.co. u kJpd fiB ridgi ng. pd f 

Tsegab Meles (2009). An evaluation of instructional system in prison school: The case Of ifintset 

First-Cycle Primary School, Mekelle . Unpublished master's thesis, Add is Ababa University, 

Addis Ababa, Eth iopia. 

United Nations. (I 948).Universal declaration of human rights: United Nations high commissioner 

for human rights. Retrieved Janua ry, 3, 20 I 0, from 

http://www.pd hre.org/rights/education.html#to p 

Un ited Nations. (1960). Convention against discrimination in education. Office of the United 

Nations High Commissioner for Human Rights. Retrieved January, 3, 20 I 0 

http://www2.ohchr.org/engl ish/law/education.htm 



Unite Nations. (1989). Convention on the rights of the child. Office of the United Nations High 

Comm issioner for Human Rights. Retrieved January, 3, 2010 

http ://www2.ohchr.org/e nglishllaw/crc.htm 

United Nations Ch ildren 's Fund . (2000). Defining quality in education. In the Meeting of 

Internat iona l Working Group in Education Florence, Ital y: working paper seri es. New York: 

UN ICEF. 

United Nations Education, Scientific and Cultural Organization. (1994). The Salamanca slalement 

andfrall1eworkfor action: On special needs education. World Conference on Specia l Needs 

Ed ucation: Access and Quality. Sa lamanca, Spa in . 

United Nations Education, Scientific and Cultural Organization. (2005). Literacy for special target 

groups. Paper prepared for the Education For All globa l monitoring report 2006: Literacy for 

Life. UNESCO Institute for Education . Hamburg, Germany. 

United Nations Education, Scientific and Cultural Organization. (2006). Practical tips for leaching 

large classes: A teacher's guide. (Embrac ing divers ity: Toolkit for creating in clusive, 

learning-friendly env ironments Specia lized Booklet 2). Bangkok: UNESCO Thai land. 

United States Agency for International Development. (200 I). Basic education in sub-Saharan 

Africa. USAID's Africa Bureau, Office of Sustainable Development, Division of Human 

Resources and Democracy. Retrieved December, 4, 2009 from 

http ://www.equip 123 .ner!EQreview/docs/BasicEdBriefs. pdf 

Vygotsky,L.S. (1978). Mind in society: The develoPlllent of higher mental processes. London and 

Cambridge, Massachusetts: The Harvard University press. 

Waxman,H.C. & Padron, Y.N.( 1995). Improvi ng the qual ity of classroom instruction for students at 

risk of fai lure in urban schools [Electron ic version] . Peabody Journal of Education, 70, 30-

52. 



Wiki Books. (2005). Learning theories. Retrieved February 17,20 I 0 From 

http://en. w i k i books. org/w i k i/I earn i ngth eories/ construct i vis ttheo r ies 

Wikipedia. (20 I 0, February). Constructivism (learning theory). Retrieved February 17, 20 I 0, from 

http://en. w i k i ped i a .org/wi ki/Constructi v i sm (I earn i n gtheory) 

WorkShop. (2000). Retrieved February 17,20 I 0, from 

http://www.thirteen.org/edonline/concept2c lass/conslructivi sm/index_sub2.htm I 

Work u Alemayehu (2006). Unleashing Ihe Potential of MSMEs in Ethiopia. CDP - [-[andlooms 

Cluster. DIAGNOSTIC STUDY REPORT. Retr ieved from 

www.msmefoundation.org/DSR .. .lD S Ro fgue II el ehand loomsfi na I. doc 

World Bank. (2003). Retrieved December, 17,2009 from 

http://www-wd s. world bank. org/externa II defa ult/W DScontenent 

server/WDSPIJ P/2003/02/ 15/00.html 



Appendixes 

Appendixes A 

ADDIS ABABA UNIVERSITY 
SCHOOL OF GRADUATE STUDIES 

DEPARTMENT OF SPECIAL NEEDS EDUCATION 

CHILDREN ENGAGED IN CHILD LABOR AND CLASSEROOM 
INSTRUCTIONAL PRACTICES: The case of Addis Zemen First 

Cycle Primary School, Addis Ababa 

Observation Rating Scale 

MEDIATED LEARNING EXPERIENCE (MLE) (Menti s et a I. , 2008) 

Date _______ _ 

Time Started ____ _ 

Time Ended _____ _ 

Instructions 

The ma in objective of this observation is to naturall y observe how ch il d laborers learn and to 

what extent the classroom instruction addresses their needs. This naturali stic observation of 

the classroom instruction is done based on five parameters of MLE. The observation guide 

involves 5-7 gu iding questions under each parameter which wi ll be rated in four sca les. 

Admini stration of the observation will be done by considering the necessary ethical issues. 

Introduction 

The observation will be conducted to generate relevant data for the study from the naturali stic 

environment. This will be carried out by the researcher. 
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Intentionality and Reciproc ity 

I. Teacher arouses students' 
interest and motivation 

2. Students ask questions 
re levant to the subject matter 

3. Teacher gives appropriate 
feedback to students' verbal 
contribution 

4. Teacher gives appropriate 
feedback to students' written 
contribution 

5. Teacher is willing to re-
explain when work is not 
understood 

6. Teacher comes prepared and 
creates a sense of anticipation 
by changing classroom 
atmosphere 

7. Other 
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Mediation of Mean ing 

I. The teacher explains the 
importance foc using 

2. The teacher exp lains the reason 
for focusing on a subj ect 

3. The teacher transforms material 
by changing frequency and/or 
intensity of presentat ion 

4. The teacher gives positive or 
negative feedback to stuuent 
responses 

5. The teacher asks "how" and 
"why" questions- process 

6. Other 
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Transcendence 

I. The teacher exp lains a concept or 
pr incip le beyond the scope of the 
present subject matter 

2. The teacher relates the subject of a 
lesson to prev ious or future subjects 

~. 

3. The teacher explains how the 
underlying process to so lving a 
problem can be applied to a variety 
of situations 

4.The teacher promotes the use of 
work habits that are useful beyond 
present needs 

S. Other 
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Mediation of fee l ing of Competence 

I . The teacher selects and presents 
material appropriate to the students ' 
levels of development 

2. The teacher phrases questions 
according to the students' leve ls of 
competence 

3. The teacher encourages students 
to be aware oftheir progress relative 
to their own standards 

4. The teacher breaks down a 
complex task into its simpler parts in 
order to reduce anxiety 

5. The teacher praises successful 
steps toward completing a task 

6. The teacher rewards participation 
in an activity 

7. Other 
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Self-Regulation and Control of Behavior 

I. The teacher instills in the 
students behavior conducive to 
learning-good c lassroom 
management 

2. The teacher restrains the 
inappropriate impulsiveness of 
students 

3. The teacher encourages self-
discipline 

4. The teacher model s respect, 
commitment, and perseverance 
in c lassroom activit ies 

5. Other 
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Appendix B 

ADDIS ABABA UNIVERSITY 
SCHOOL OF GRADUATE STUDIES 

DEPARTMENT OF SPECIAL NEEDS EDUCATION 

CHILDREN ENGAGED IN CHILD LABOR AND CLASSEROOM 
INSTRUCTIONAL PRACTICES: The case of Addis Zemen First 

Cycle Primary School, Addis Ababa 

Guide for interview 

Date _ _____ _ 

Time Stated _____ _ 

Time end _____ _ 

Introduction 

The main intent of thi s interview is to invest igate the working conditions of ch ildren engaged 

in chi ld labor, the ir learning behavior and the nature of classroom instruction in address ing 

their needs. 

This interview guide is presented to generate pertinent data concern ing children engaged in 

ch ild labor and classroom instructional practices to address their learning needs. Thi s will be 

significant for teachers, schoo l administrators, parents and other concerned and interested 

bodies to have know-how of the extent and degree to which ch ildren engaged in ch ild labor 

have benefited from classroom instructional processes. I believe that you will contr ibute a lot 

for thi s research to ach ieve its objective. 

vii 



In generating data fo r research purposes due attention should be given to the ethica l issues. 

Accordingly the following ethica l cons iderations are presented to be di scussed with the 

research parti ci pants ahead of the actual interview. 

• Your participation in thi s study is on vo luntary basis. 

• You have the ri ght to w ithdraw, to change your ideas or to edit your recorded ideas. 

• While the information you give belongs to you, the interpretation tota lly belongs to 

me as the researcher. 

• Your anonymity and confidentiality of your information holds the heart of this 

research eth ics. 

Thank you in advance for your cooperation! 

Guide for Interview with children 

Part I 

Demographic background 

Sex ------- Age 

I. With whom are you living? 

Grade level-------

2. What is the work of your parents or employer? 

3. With whom are you li ving? 

4. In what kind of house do you live? 

5. Where were you born? 

viii 



Part II 

Working Conditions 

I . What is your work? 

2. Who trains you in the skill? 

3. When did you start to work? 

4. Where do you work? 

5. When do you work? Is it before or afte r schoo l or both ? 

6. How many hours each day and which days do you work? 

7. Where do you like to spend much of your time? Play, work, or schoo l? Why? What 

about the others? 

8. How do you feel about your work? Do you like it? What about schoo ling? 

Part III 

Learning Conditions 

I. How does your teacher begin her every day instruction? 

2. What type of instructiona l activities does your teacher usua lly prov ide? In which of 

them are you involved? 

3. Do you ask and answer questions in the c lassroom? How frequently? 

4. What do your teachers do during your involvement in c lassroom activities? 

Recognition, reward, punishment, . . . 

5. What do you prefer to get from the instructional process? 

6. What kind of exa mples does your teacher use during instru ction? 

7. Do you like to go to school? Why? 

8. How do your teachers interact with you in and out of the classroom? 
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9. How is the language and speed of classroom instruct ion? 

10. What do you lea rn from you r teacher' s persona li ty? Who is your ro le mode l? Why? 

II. How do teachers manage students di scipline problems? What is yo ur experience? 

12 . How is your academic performance? 

13. When and with whom do you study? 

14. What do yo u know about the relationshi p between child labor and education? 
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Guide for interview with teachers 

Part] 

Demographic Backgrouud 

Sex 

Part II 

Qualificatiou, _ ____ Experieuce, __ _ 

I. What do you know about the background of student X? 

2. What observable effect does the work have on the child 's academic experience? 

3. What differences do you observe, if any, in the academic performance of the child 

engaged in child labor in your c lass? How do you react to thi s difference? 

4. How do you plan lessons and what is your reference? 

5. How do you use your lesson plans during instructiona l de livery? 

6. What kind of academic support, if any, does she or he need? 

7. How do you try to address hi s or her educati ona l needs? 

8. What kind of ed ucational support do you persona lly give for the child in your 

classroom? Outs ide? 

9. How do you motivate him? 

10. What kind of teaching strategies do you often use? Why? 

II . How do you assess his progress and achievement? 

12. What strateg ies do you use to manage the chi ld's disc ip line prob lems, ifa ny? 
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