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Abstracts 

The study was done to assess the contribution of in-service training for the 
professional development of government general secondary school 
teachers in Addis Ababa city administration. A sample consisted of 180 
teachers, 7 school principals and 3 sub-city education and training experts 
were selected us ing different techniques and made to provide information. 
To meet the objective of the study, descriptive survey method was 
employed. 

To gather the necessary data, questionnaire and interviews were the main 
instruments employed. The data collected from the different sources were 
tallied, organized and analyzed us ing sample p ercentages . 

The result obtained from the s tudy revealed that majority of the teachers in 
the city administration participated in in-service trainings of various types. 
Accordingly, the trainings contributed to the professional improvements in 
areas such as improvements in lesson planning, classroom management, 
continuous assessment, employing active learning methodology in the 
classroom, preparation and usage of teaching aids, etc. Furthermore, quite 
a large numbe r of teachers upgraded their qualification and got salary 
improvements as a result of their training. The findings further revealed 
that the summer course program is the major in-service training program to 
upgrade the qualification of teachers. 

However, in-service training programmes like distance education were 
found to be least used by teachers to upgrade their qualification. 
Furthermore, the financial and material resources allocated and the time 
given for the in-service training was found to be inadequate. 

Based on the findings and the conclusions made the following 
recommendation are made. In order to alleviate the problems of in- service 
programmes of different types, str.keholders at different levels (from school 
to Federal MOE level) have to play their roles. Adequate budget should be 
allocated . Sufficient time and convenient schedule for trainings have to be 
arranged. Especially for summer course students the time given and the 
course load have to be revised. In order to identify teachers who need in­
service training assessment of needs very important .Besides, competent 
in-service training personnel have to be assigned. Furthermore, conducting 
an impact assessment has to be done in order to see the effectiveness of 
INSET programmes in the city administration. 

VI 



CHAPTER ONE 

INTRODUCTION 

1.1 Background of the Study 

It is universally accepted th a t the quality of nations depends upon th e 

quality of its citizens . The qua lity of its citizens depends in a critica l measure 

upon several factors-h om e, inherited tra its , attitudes of parents; financ ia l 

support, buildings, books and equipment in schools; curriculum, the quality of 

teachers and method of instruction (Chaurasia, 1967 :80). Among those factors 

that affect the quality of education the teacher is the most important one. 

Moreover , he mentioned that the efficien cy of any educational system is 

governed by the adequacy of both members and competency of the teaching 

force ~bidj. Undoubtedly the quality of teach ers is determined by the provision 

of adequate pre-service and in-service educa tion. 

All teachers come to schools to carryout their work after completing their 

pre-service tra ining given in teacher training colleges and univers ities. However , 

different scholars agreed that th e pre-service training given is not sufficient 

enough to carryout their duties effectively. For instance, Goble and Porter 

(1 971: 22) stated that education is a rapidly developing field in which old ways 

of doing things are constantly replaced by n ew and better ways. Besides , 

Misner (1950:32) argued that conventiona l programmes of pre-service teacher 

education simply do not prej:;are for the complex responsibilities they are 

expected to assume. He also mentioned tha t the need for continuous 

improvem ent of teaching activity is not confined to beginning teachers. There is 

a considerable truth in the saying that 'twenty years of experience may mean 

simply that the mistakes of the first year h ave been repeated twenty times' 

(ibid) . 

These facts show th at teacher education sees values of continuou s and 

life lon g learning in order to adjust to the rapid pace of change . 



In relation to this Chaurasia (1967:81) stated that: 

Teacher education never ends. The good teacher goes on 
learning all the time, lceeps abreast of all the new 
developments in his field and endeavours to feed his 
students from a fresh running stream and not a 
stagnant pool of water .... A teacher can never truly teach 
unless he is learning himself. A lamp can never light 
another lamp unless it continues to burn its flame 

The above points clearly show that the In-Service Education and Training 

(INSET) programmes for teachers, which is the fccus of this study, is a crucial 

activity in the education system of a country. 

In support of the above idea, Ansell (1992:2) in Rahel (2006: 3) stated that 

in-service trainings are important In promoting teachers professional 

development as they are frequently designed to identify and exemplify various 

effective classroom techniques and teacher skills to promote better teaching 

and learning. 

Moreover, in-service training is necessar; a nd potentially powerful part of 
, 

the continuing professional development of teachers ... both longer, extended, 

accredited programmes and the short in-·service courses have important 

contribution to make to teachers' intellectual and emotional capacities to 

provide high quali ty teaching (C3.y, 1999: 150 Cited in Rahel , 2006 :3). 

When we come to the Ethiopian education system rega rding this reality, 

INSET has remained a challenging activity since the beginning of teacher 

education in the country. As Yalew (1991:115) cited in Haile (2001) stated that 

the number of teachers in our secondary schools who neither do have the 

requisite qualification nor assigned in the area of specialization is negligible. 

Recently, the government gave due concern to teacher edu cation and 

dc;'elopment p rogrammes in the country. Regarding this, the Education and 

Training Policy (ETP) which was proclaimed in April 1994, treats issues related 

to teachers' qualification and in-service teacher education programmes. The 

ETP (1 994: 2 1) stated that: 

I. teachers starting from kindergarten to higher education will be 

required to have the necessary teachill~; qualification and competency 

2 



In the media of ins truction , 

training; 

through pre-servIce and 
. . 
In-serVIce 

II. th e criteria for professional development of teach ers will be con tinuous 

education and training, professional ethics and teaching performance. 

Specifically, the Education Sector Strategy (1 994: 17) stated that in­

service training gives emphasis to continuous upgrading (qua lifying) of teachers 

who have a lready joined the teaching profession. Moreover , Continuous 

Professiona l Development (CPO) is also designed for teachers to update 

themselves with new outlook, approaches and policy direction as specified in 

Teacher Education System Overhaul (TESO) in 2003 :23 (in Rahel, 2006: 3). For 

this purpose, recently, establishing teacher training colleges, upgrading the 

ones that a lready existed and supporting thos~ which are run by private sector 

is underway (ibid). 

Though ·different strategies are designed and efforts are being made a t 

n ational and regional level, to achieve the a bove objective, there a re still 

different problems in the teachc education of th e country . Hence, condu cting a 

research on teach ers ' in-service training programs and investigating the current 

status of the training in Addis Ababa city administration made the student 

research to focus on. 

1.2 Statement of the Problem 

Teaching as any other professions requires professionals in order to 

provide quality education. Teachers to be professionals need to possess the 

three types of knowledge-general, special and professional and it is the last type 

of knowledge that m akes any person professional (Nigussie, 2002). Leul 

(2006:3) indicated that knowledgc of subject matter a nd mastery of professional 

knowledge are dcterminant for effectivc teaching. Moreover, teachers' 

professional knowledge can be accumulated in both pre-service and in-service 

training progra mmes . 
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It is obvious that INSET programmes are helpful for both the Continuous 

Professiona l Development (CPO) of teachers and for the overall improvement of 

the quality of education. 

In relation to this Goble and Porter (1977 :14) stated that the teachers' on 

job are in need of in-service training, either to remedy deficiencies that they 

have discovered in their professional skills, to develop their potential 

competence in some specialized field, or simply to raise their level of all 

rounded capacity to keep pace with their increasing maturity and adjustment. 

Moreover, the development of strong in-service education program creates the 

opportunity for a much needed rapprochement between the teacher and the 

school (ibid) . 

Thus, due attention should be given to teachers' in-service training 

programmes in order to improve the teaching learning process. 

According to MOE (2002) in Leul (2006), the current in-service secondary 

teacher education of Ethiopia accordingly, includes professional courses that 

will enhance teachers' professional knowledge in the training package. These 

courses included in the program to provide practical experience of the 

psychological, sociological and educational knowledge required by effective 

teachers. The majority of professional courses are supposed to be offered on 

distance mode of delivery unli~(e other major and minor area courses in in­

service secondary education (ibid). 

Courses of in-service teacher education should be relevant for teachers ' 

identified needs, and teachers should be actively involved in the planning, 

execution and evaluation of the training (Leul, 2006:4) 

However, according to Tomilson (1998) in Rahel (2006:5) "there are still 

different problems which arise due to various reasons on the existing situation. 

Some of the problems lie the ina bility to apply all what the participants have 

learnt with in existing parameters of syllabus, examination, materials, official 

expectations, class size and other practical constraints." 

Different researchers, for instance, Haile, (2001); Hailesilasie, (2004), 

Rahel, (2006) and Leul, (2006) had made their study on teachers' in-service 
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training programmes m different reglOns of the country. Their mam focuses 

were mainly on problems and status of INSET programmes. However, there is 

scarcity of studies, which focus on the contribution of INSET programmes for 

the professional development of secondary school teachers in Addis Ababa city 

administration. 

In light of the above points, this study was made to focus at investigating 

the contribution of INSET programmes for the professional development of 

secondary school teach ers in the region. To this end , the study is aimed at 

addressing the following basic questions: 

1. What are the m ajor INSET programmes arranged for secondary school 

teachers in the city administration? 

2 . What kinds of developments are observed on the secondary school 

teachers of th e city administration as a result of the in-service train ing 

programmes? 

3. Do INSET programmes for teachers in the 'region contribute to the overall 

classroom m anagement in their teaching? 

1.3 Significance of the St11dy 

This research may have a great significance in the following ways 

1. It shows the major contribution of INSET programmes for the 

professiona l development of secondary school teachers in Addis Ababa 

city administration; 

2. It Points out specific strengths and weaknesses of planning, orgamzmg 

and evaluating INSET programmes and enhancing the strengths and 

minimizing the weaknesses by the planners; 

3. I t may serve as a star ting point for other research ers who are interested 

to do their research in this area; 

4 . This research paper would serve as a reference materia l for readers. 
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1.4 Delimitation of the Study 

The study limits itself mainly to the contribution of in-service training 

programmes for teacher's professional development. 

The study is conducted in Addis Ababa city administration. The rationale 

behind is the concentrations of schools and teachers are higher in the city 

administration than in other regions and studying the contribution of in-service 

training programmes is possible where there a re adequ ate samples . 

1.5 Limitation of the Study 

The study has its own limitations . The research focused on Addis Ababa 

City government secondary schools only because of financial and time 

constraints. The other limitation of this study is absence of up-to-date 

literature that could provide valuable information on this topic. Lack of 

cooperation to give their responses to questionnaires from some teachers was 

the most significant challenge c: this study. 

1.6 Operational Definitions 

For the purpose of clarity and consistency in this study, the following terms are 

defined. 

1. In-service education and training:- refers to those education a nd training 

activities engaged in by primary and secondary school teachers and 

principals, following their initial professional certification, and intended 

mainly or exclusively to irriprove their professional knowledge, skills and 

attitudes in order that they can educate children more effectively (Bolam, 

1980: 3 cited by M. Eraut). 

2. Professional development:- signifies any activity that develops an 

individual skill, knowledge, expertise and other characteristics as a teacher. 

(Barker, 1996 :39 cited by Conco). 

3. Profession:- an occupation usua lly involving relatively long preparation on 

the level of higher education and governed by its own code of ethics (Good, 

1973 :440 cited by Haile , 2001). 
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CHAPTER TWO 

REVIEW OF RELATED LITERATURES 

2.1 The Concept of In-Service Education and Training/INSET / 

In-service training for teachers is the tra ining given for teach ers either to 

refresh or to certify them .According to OEeD (1998 : 1) , NSET is a form of 

prac tical tra ining, short courses or longer formalized progra mmes such as the 

further diploma in education, aimed at upgrading the skills and qualification s 

and sometimes sala ries of unqualified or under qualified teachers. However , 

INSET h as been con ceptualized as the on going professiona l development of 

teaching practitioners. In terms of this scenario, a good teacher is regarded as a 

self- motivated learner whose p:-ofessiona l development goes beyond traditional 

development to include reading, curriculum development ac tivity, and research 

and conference involvement (ibid). The definition given by Bolam (1981) goes 

with the a bove definition. He defined INSET as those education and tra ining 

activities engaged by primary and secondal'J school teach ers and principals, 

fo llowin g their initial certification, and intended mainly or exclusively to 

improve their professional knowledge, skills a nd attitudes in order that they 

can educate children more effectively. 

The definitions indicate that the m a ll1 aim of a n INSET program for 

teachers is to enhance the professional kn owledge and skills of un qua lified 

teachers or under qualified teacher s tha t leads to upgrading and salary 

improvement. 

"INSET should be seen as providing access to resources would include 

not only m ateria ls but also the services of consultants and specia lists and the 

engagin g of teach ers to work in su ch areas as curriculum development, new 

learning methods, a nd educational tech nology" Goble and Porter(1 977: 164) . 

From this definition we can understand that INSET progra mmes for teachers 

need not only be materia l resources but a lso professiona ls that will help the 

teachers to develop th em profession ally. 
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Adams (1975:37) use the term INSET to mean. 

The development of the individual which arises from the 
whole range of events and activities by which serving 
teacher can extend their personal academic or practical 
education, their professional competence and their 
understanding of educational principles and methods. 

This definition clarifies the assumption of many people that relate INSET 

programmes of teachers with attending forma l courses . He supports this issue 

by noting that a serving teacher is open to many influences . He may be 

influenced by; 

his pre-service (initia l) training; 

colleagues in h is own school or elsewh ere; 

advice from those senior to him and classroom discussion ; 

watching experienced teachers in action and working with them; 

his personal reading and study; 

children he teaches; 

consulta nts from outside the school; 

Courses, workshops, discussions and conferences etc will contribute to 

his development. 

According to him, professional developmen t, therefore, is a business of 

continuous growth . In one sense, it is something each teacher must do for 

himself. At the same time it is clear that oth er people can do a great deal to 

help the individual teacher to grow professionally. 

"INSET programmes for teachers may be voluntary or mandatory and 

mayor may not be accompanil':d by a ra ise in pay and promotion prospects" 

(ILO, in Ha ile 1992 :41). 

The above points indicate that some INSET programmes for teachers are 

optional. These types of trainings are attended by only some teachers who need 

to attend it. While other training programmes are compulsory, this types of 

programmes a re attended by the whole staff. Moreover, some training 

programmes followed by salary improvement, while other training programmes 

may not be followed by rewards and promotion to higher level. 
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"The duration of INSET may vary from one hour training to a couple of 

years depending on the nature of the program" (Elani,1997 in Rahel,2006). 

According to Husen and Postlewhaite (1994) in Rahel (2006) INSET can 

be divided in to four categories based on the aim of the program as follows: 

a) INSET for unqualified teachers (mainly certification); 

b) INSET to upgrade teac;lers; 

c) INSET to prepare for new roles, such as principal or teacher educator; 

d) Curriculum related INSET particularly when there are curriculum 

changes in the system, or when teachers require some form of 

refresher courses. 

From the above points, it can be seen that INSET programmes mainly 

focus on either upgrading their qualification and/ or to update their knowledge 

so that teachers may gain the needed skill in their field. 

In general, an INSET program of teachers is a crucial activity not only for 

continuous professional development of teachers but also for over all 

improvements of students learning, the quality of education and school 

improvement. 

2.2 Historical development of in-service Education and 

Training 

Different scholars agreed that INSET started recently and it was on 

overlooked activity for a long period of time (Chaurasia 1967). 

According to Tyler (1971: 13), 

The development of INSET is connected with the Second World 
War, followed by a sharp increase in. ihe birth rate, created 
conditions in which there was an acute shortage of teachers. 
INSET during this period largely offered courses that would 
enable teachers to fill the gaps 111 meeting certification 
requirements 

In line with this, Adams (1975) mentioned that the last three decades of 

the nineteenth century, when England became a predominantly urban society , 

saw a spot of educational inquires, legislation and reform accompanied much 
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public discussion of the curriculum at all levels and the emergence of a variety 

of pressure groups. The social dislocation of the First World War was followed 

by the relative success of the progressive movement in education which 

profoundly affected some teachers in both the private and public sectors . We 

are once again witnessing on other such era of intensified efforts to influence 

the schools through the teachers at a time of greatly accelerated social change . 

Though particular periods can be highlightcd in this way, it should not be 

forgotten that outstanding teachers have always striven to influence other with 

whom they come in contact and have written their advice to achieve a wider 

impact. Roger, Ascham, Richard Muicaster, Charleshole and John Drug are 

examples as important in earlier times as Friedrich Froebel, John Dewey, Maria 

Montessori or A.S Niell in more recent times (ibid). 

The above point shows that conscientious teachers have always made 

efforts to up-date knowledge of their subject matter. 

On the other hand, Morley (1994:1) mentioned that fifteen years ago , 111 

England a short discussion paper entitled making INSET work was circulated 

to schools by the department of education and science. This asserted that in­

service education for teachers was at a take- off point in the country. 

Despite the significant growth and diversity of INSET provision during the 

1970s' the opportunities available to teachers were seen as predominantly 

meeting the needs of enthusiastic individuals and peripheral to the school. As 

to the study of LEA (local education Authority) short courses in 1979-80 

concluded that there would seem a need to move forward from benevolent 

opportunism. Where some teachers attend some course of interest to them to 

wards more systematic attendance at courses designed to fit a policy for 

rational curriculum developmer;i: which has the support of the school. 

Moreover, conscientious teachers have always made efforts to up-date 

their knowledge of the subject matter they have thought. 

From the above points one can understand that INSET programmes [or 

teachers were widely applied after the Second World War in England and other 

countries. 
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In U.S.A, according to Abdal- Haqq (1 998: 1-3), quoted by Hailesilasie, 

factors that initiated the n eed for Continuous Professional Developments (CPO) 

were: 

i) the commg of rival countries to the lead in scientific and economic 

competition, such as the launching of the sputnik satellite by the 

soviet union, 

ii) the issues of social justice and pragmatism. Social justice advocates 

were worried about the gap in learning acquisition between the poor 

and the rich. Less privileged children achieved less and this was not 

healthy. Pragmatica lly, children from poor families, it was held, would 

end up in welfare ro les, drug addiction, premature death, prison , or 

joblessness. 

Hence, the above points indicated that various factors contributed for the 

development of in-service education and training programmes of teachers in 

different countries Moreover, :NSET program for teachers is widely spread 

throughout the world after the Second World War. 

2.3 Ill-service Education and Training in Ethiopia 

Different researchers h ad studied a bout the INSET programmes m 

Ethiopia at different times. For instance, Yalew (1998:387) argues that in ­

service education in Ethiopia started in the 1950s at the University College of 

Addis Ababa, which was then the only institute of higher education. According 

to him, the college began offerir.g courses in law and engineering as early as the 

academic year 1952-53 . Then, in the late 1950s (Solomon, 1970:57 cited by 

Yalew) programmes in social sciences like h istory, geography and education 

were included. At the initi a l stage, the INSET programs were in line with and 

under the control of the regular pre-service program. Later on, when the 

Hailesilasie I university (H SIU) was inaugurated in 196 1/62 a separate 

department as university extension was established and started offering 

continuing education to adults at diploma a nd degree levels during the 

evenmgs . 

11 



On the other hand, according to Abebc (1980) as cited by Yalew, "in­

service program for teachers started in 1958 as a joint undertaking by 

University College of Addis Ababa and the MOE initially. The primary objective 

of th is program was to up-date and to upgrade the professional knowledge and 

skills of secondary school teachers". 

"Th e in-service teacher edu cation program between 1950 and 1974,which 

is up to fall of Hailesilasie I , was characterized by small annual intake and thus 

inability to keep pace with the growing demand of qualified teachers" 

(Yalcw,1998 and Tilahun,1990 in Luel,2006: 12) . 

Besides, as Tilahun (1990) concedes, 

the programme between 1958 and 1974 indirectly 
contributed to the depletIOn manpower of elementary schools 
by facilitating the economic ,educational and social mobility 
of the graduates .In 1960s,for example with the rapid 
development of secondary education, it was these 
elementary school teachers who were assigned to junior or 
even senior levels. 

However, caught up In the revolutionary fever, in 1975 the summer in­

service teacher education programmes were discontinued by regarding the 

curricula not to be socialist oriented and poor service at that time (Tilahun, 

1990 in Luel, 2006). This INS8T program nevertheless revived in 1978 after 

decision made by Faculty of Education of the Addis Aba ba University and MOE, 

by making the program non-credential except for junior secondary school 

teachers. The same decision a lso dictated the junior in-se rvice cu rricu lum to be 

patterned after pre-service curriculum, which was offered by Kotebe teachers' 

college (ibid) . 

Like the prevIous INSET programmes, the summer in-service program 

which was declared in 1978 by MOE also suffered from irregular and small 

in take compared to the number of teachers in th e senior secondary schools . 

Moreover, discontinuities of the program a lso worsening the supply end like 

when it was shutdown in 1985 and when there was no n ew admission in 

1987(ibid) . 
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Other problem of INSET between 1975 and 1990 according to Tilahun, 

includes absence of special attention by the majority of institutions to make the 

program "custom-made" in content, methodology and mode of delivery and 

courses tend to be taken as though the participants were full time students . 

Generally speaking, absence of special identity as it was a copy of pre­

service program, irregular and small number of annual intake which is 

regarded as "a small drop In ocean" (Tilahun, 1990 in Luel, 2006: 13) 

characterizes the history of INSET in Ethiopia. This makes the program 

inefficient in being responsive to the desperate needs of the educational system­

the need for qualified teachers (ibid) . 

The new package which combines distance education and face to face 

instruction was introduced in Ethiopia to make in-service teacher education 

program responsive to the high level of demand of qualified teachers (Luel, 

2006:14) such mode of delivery, according to Teshome (2001) by citing Obanya, 

Shabani and Okebukola (1999), could be regarded as dual mode of delivery 

(ibid) . 

However, with the overhE:ul of teacher education in Ethiopia, the current 

in-service teacher education is revised in 2003. This revision, neverthe less , 

keeps on using the combination of distance mode of delivery and face -to-face 

sessions . The final document of Teacher Education System Overhaul (TESO) in 

2003 has mentioned some specific issues related to INSET. Some of them are : 

Absence of ongoing effective monitoring system. 

Absence of systematic progression from diploma to degree level In the 

course contents. 

Absence of practical experience of teaching methods. 

Lack of relevant experiences/competencies in modern preparatory 

methodologies among teacher educators. 

Though there is a great depth of subject knowledge there is no parallel 

expertise in writing materials for distance education among those who 

are responsible to do so . 
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Absence of enough opportunity for some face- to face support, for courses 

offered in distance (only one too short support session for each year). 

Unrelia ble a nd coordinated schedule for tutorials and examination . 

Though there are different problem s in the current practices of lD-se rVlce 

teacher education, the MOE trying to solve these problems and gIve 

opportunities to a ll teachers throughout the country to upgrade their 

qualification through summer course programmes. The summer course 

programmes has been given in the teacher colleges and universities such as 

Addis Ababa , Bahir Dar, Jimma, Debub, Mekele and Haromaya universities . 

2.4 Benefits of In-Service Education and Training 

INSET program provides many benefits no t only for teachers development 

but a lso for the over a ll improvement of schools and the quality of education. 

Misner (1950:32) described: 

Conventional programmes of pre-service teacher education 
do not prepare beginning teachers for the complex 
responsibilities they are expected to assume. In view of the 
current and probable future in-adequacy of pre-service 
education it is imperative that well-planned in-service 
programmes be provided to bridge the inevitable gap. Not to 
do so is to expose pupils to a professional in-competency 
that is wholly unjustified. Teachers, who are failing to grow 
on the job whatever the extent of their experience, can not be 
expected to serve adequately tomorrow's citizens. 

Moreover, Goble a nd Porter (1971:156), a rgue that "it is becoming 

obvious that longer and more complex period's initia l training would not en a ble 

teachers to cope more effectively with the serious and recurrent problems". 

Further more Conca (2004:7) mentioned that INSET is necessary to reorient 

teachers to new goals and values, to prepa re them to cope with curriculum 

change, to train them in new teaching a nd learning methods, and provide them 

with knowledge and skills to teach n cw learning a reas. 

According to Lippit and i"ox (1971: 149), "Pre- service edu cation is only 

the beginning of professional tra ining. Professiona l development must continue 

14 



throughout a teacher's career if he is to keep up with changing conditions and 

new knowledge" . 

Besides, Meade In Rubin (1971:214) states that In- service activities 

appear to serve three functions. 

1. First of all, they provide a method for arbitrating advancement on the 

salary schedule . In the absence of other criteria, academic units are often 

the only basis for rewarding teachers; 

2. They are a route out of the classroom, often promoting to some other 

capacity the very teachers they are purporting to help become more 

effective; 

3. They are temporary resc ue miSSIOns, instigated to help teachers over 

come a pressing crisis, perhaps the introduction of a new and different 

set of text -books. 

According to Conca (2004:58), 

if training programmes are properly designed, they can 
create an effective workforce and a sound institutional 
image. Teachers may improve their skills and knowledge in 
any of the eight learning areas, namely literacy language 
and communication (LLC), mathematics literacy, 
mathematics and mathematical science (MLMMS), natural 
science (NS), Human and social science (HSS), art and 
culture (A C), Life Orientation (LO), economic and 
management science (EMS), and technology (T)". 

On the other hand, according to Greenland (1983:8), "INSET programmes 

can be the means of certifying the unqualified teacher, upgrading the teacher 

with low qualification and preparing him to a new curriculum". 

The above points show that the major objective of INSET programmes for 

teachers are certifying unqualil"ied teachers and upgrading their qualification, 

and/or updating them to new information. 

The other benefit of INSET mentioned by Harrison and Gowin (1958:250) 

is that "it is re- emphasized when we consider the large number of beginning 

teachers who are discouraged from continuing in the profession by the 
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experiences of their firs t year. The tremendous loss to the profession their man 

power h as forced school administrators a nd oth ers to seek better methods of 

preventing discouragement and failure in beginning teachers" . 

Thus, INSET programmes (specia lly the induction program) a re very 

u seful in preventing beginning teach ers from losing their job or profession. 

Because the induction program he lp them in acquaintin g th e sc hool 

environment a nd how to manage students' behavior in the classroom. In 

rela tion to this , Potts (1 998: 130) states that a properly inducted teacher is 

likely to get the teaching profess ion enjoyable and is likely to grow successfully 

in his / h er career. 

"Among the more specialized functions a well developed system of INSET 

will be that of preparing for and ena bling teachers to change roles with in the 

education service, to move into administrative positions , to retain those 

enterin g teaching from other jobs, to develop inter- professional programmes 

and to deal with shared problems, and to sustain research and innovation" 

(Goble and Porter, 1977:170-71). 

Another specialist function of INSET which is described by Goble and 

Porter is to enable the teacher to go into one or more of the specia l roles that 

are acquired of teachers in the rapidly changing world of th e sch ool. Thus, 

training programmes for experienced teachers must be readily available for 

those who wish to educate specia l groups of children such as those whose 

education a l development limited because of physical or m ental handicap, 

emotiona l m a ladjustment or limitation s m the social and economIc 

environment. 

To Dilts (2002: 1) as cited in Conco (2004) holds that tra ining programmes help 

teachers to : 

• be better able to h andle difficult pupils; 

• develop a greater understanding of different learning styles; 

• enhance learners' self- esteem and therefore and their desire for positive 

reinforcement; 
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• manage their own frame of mind and emotional state better, resulting in 

reduced stress and greater job satisfaction; 

• become more positive about learning, transferring this attitude to the 

learners; 

• become more creative, imaginative and stimulating in their presenta tions. 

Regarding the rationale for INSET Husen and Postlewhaite (1 994 Eraut 

(1 995) in Luel (2006:9) indicate distinct yet complementary rationales based on 

different researchers . The rationale that has been used to explain the 

importance of INSET by writers mentioned above could be summarized as: 

a) Human Resource Development 

This rationale involves around two major concerns. 

I) ensuring an adequate supply of appropriately trained and prepared 

people for a ll positions and 

II) Maximizing the potential of all current personnel. 

b) Maximizing of planned change 

This rationale is related with the interest of the system to prepare personnel 

who will implement any planned change. 

c) Self- Development by School and Teachers 

The rationale for self -development is broader and basis itself on three 

factors that include, 

I) School and teachers will be more likely to commit themselves to 

change when they have initiated the change themselves; 

II) These changes become more institutionalized when there are better 

prepared to plan and implement it; 

III) Needs and priorities will be identified more effectively at school level 

and thus the plan to change will respond to realistic rather than the 

perceived needs . 

In general, INSET programmes fo r teachers have various benefits not only 

for the teacher but also for school improvement. Hence, it is an escapable 

activity in the education of a country. 
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2.5 Barriers to INSET Programmes 

Different authors mentioned the different barriers that inhibit INSET 

program for teach ers . For instan ce, Rebore (1 998 : 16) cited in Conco (2006) 

identifies the following possible barriers to INSET program: 

• failure on the pa rt of teachers to understand the intention with a 

progra m; 

• resistance among teachers who feels th at proposed ch anges are a threat 

to h ow they normally do things; 

• lack of expertise on the part of the staff development func tionary which 

m ay pose a problem in the design, delivery a nd evaluation of a program; 

• refusa l to attend workshops or m eetings convened by people whose 

expertise is doubted; 

• programmes that appear to undermine teachers' creative thinking; 

• lack of commitment on the part of the school managem ent team and 

teach ers; 

• Lack of time a llowed by the principal or school m a n agement team; 

• lack of opportunity to implem ent what h as been learnt in the program; 

• fixed school timetables; 

• mismatch between identified individua l and group n eeds and th e staff 

developmen t programm es; 

• unavaila bili ty of appropriate resources; 

• lack of funds to initiate or attend courses , workshops, semmars and 

learning activities; 

• a negative rela tionship between the staff development prac titioner and 

teach ers. 

On the other hand, Bush (1975: 43) argu ed that one of the most 

significant problems of INSET program is relating in- service to pre-service 

training. According to him experienced teachers are exten s ively used in the 

induction of new teachers. Besides, the experienced teachers in the school 
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should work together with college and university scholars to overcome the 

above problem. 

Vonk (1995) as cited in Luel (2006 :10) indicates the following points as 

limitation of INSET in Western Europe. 

• There is lack of clarity on the pa rt of the participants; 

• Many INSET ac tiviti(;s do not target the main goal of improving the 

professional competence of teach ers; 

• It is too often the case that INSET providers transmit the knowledge 

and skills they have, regardless of their relevance to the recipients; 

• There is a lack of insight into the proccss of teacher professiona l 

development and teachers' professiona l learning. 

Another research by Kieviet (1990) explained that In Netherlands has 

revealed some challenges, which the writer termed as "bottleneck", of INSET. 

These include: 

• Existence of little knowledge a bout how to realize INSET In an 

efficient and effective way; 

G Absence of much knowledge and experience with regard to the design 

and organization of la rge scale INSET projects; 

~ Insufficient preparation of teachers tra ining ins tructors and lecturers 

which are ch arged with in-service tasks; 

• Insufficient correspc:ldence between demand and supply of the 

progra m; 

• The problematic turning between training institutes a nd the various 

institutions in the support of the structure; 

• Lack of motivation on the part of the teacher (ibid, p.l1). 

Hence, the a bove points show that the major barriers that influence 

INSET are :lack of available resources, lack of motivation on the part of the 

teacher, lack of expertise , lack of funds , fixed time tables, etc . 
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2.6 Planning and Organizing in- Service Education and 

Training Progra~~es 

2.6.1 Planning in- Service Education and Training 

Programmes 

Planning is an important part of the in-service program for teachers. 

"According to teachers, administrators and university professors, a major defect 

in in-service education programmes has been poor organization and planning 

(Joyce and Peck, 1977). The design of in-service training programmes is the 

focus of the planning stage where the goals and program selected in the 

prevIOus stage a re translated into detailed, long- range plan for staff 

development. During this stage the goals are refined into specific in-service 

objectives; a need assessment is conducted , in-service ac tivities are planned; 

resources are identified; and the tentative design- the who, how, what, and 

where, of the training and implementation stages are identified (Wood and 

Thompson, 1981:68). 

Conco (2004:58) states that "if training programmes are properly 

designed, they can create an effective work force and a sound institutional 

image". 

In relation to this , Hailesilasie (2004:42) states that carefully planned 

INSET activities will be successful, while less systematic and inadequately 

planned programmes are likely to fail. Well planned INSET bases itself on 

critically identified needs. Hence, need assessment is crucial activity in the 

planning stage of an INSET program for teachers. Moreover, costs site activities , 

success indicators and evaluation mechanisms will be determined at the 

planning stage. 

According to Marczely (1 996:25) actual planning for in-service training 

entails eight steps. These are : 

1) assessing needs; 

2) revising programmes addressing needs; 

3) assessing costs and benefits of applicable program; 
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4) developing contract for service; 

5) scheduling and advertising the in-service; 

6) preparing the in-service site; 

7) evaluating the in-service; 

8) monitoring maintenance and effect. 

Furthermore, training planners and coordinators need to know about the 

characteristics of effective INSET programmes because effective teaching 

depends on effective INSET programmes. 

Wood and Thompson (1981:71) states that plans for INSET activities-

workshops, visitations, graduate courses, practicum- should include: 

1. opportunities to build relationships and communication among the 

pa rtici pan ts; 

2. time when participants can interact freely and share what they are 

learning; 

3. pre and post assessmentf.; and 

4. learning options to accommodate differences in achievement and learning 

style uncovered in the need assessment and differences in competence 

deterimental in the pre assessment 

According to them the plan should identify the actual materials , in -

service staff, consultants, facilities and equipment that will be used in the 

workshops or training activity. 

Sharam (2002: 1) as cited in Conco (2004) a rgues that workshop planners 

are required to take into consideration the following four prominent features of 

a n effective teacher edu cation program: 

• Experiential learning: - this includes expenence (activities and 

exercises) , reflection on expenence (personal and professional), 

conceptualization (professional terminology) and planning (application of 

experience, reflection and conceptualization). "One of the essential 

features of effective in-service education is the opportunity to participate 

in simulations or experienced learning. Experiential learning begins with 
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an examination of different examples of the in tended learning" (Wood and 

Thompson, 1981 :76) 

• Mastery of specific skills: this inclu des skills of classroom 

m anagemen t, s kills of the implementation of classroom methods, how to 

observe groups, orient them to group work, lead whole class sessions 

after grou p work, interven e to h elp group work, develop a grou p work 

activity / lesson , teach group work and process skill s and skills of 

analyzing and evaluating implementation, and develop criteria for 

selecting a classroom. 

• Coordination between the training setting and the classroom:- th is 

s h ows that th e a rrangement of th e classroom setting so as to apply what 

has been learned in INSET programmes. 

• Faculty collaboration in planning and designing a program's goals 

and methods. This includes th e identification of the actu a l training 

n eeds and development areas among th e par ticipants, exploration of 

skills of training teachers in cooperative learning, development of 

strategies and techniques of reflection and self analysis, a nd learning to 

u se vir tual learning tools for own professional development. 

Moreover , according to Sharam (2002 : 1) quoted by Con co fac ilitators should 

ask th e following questions: 

• What kinds of activities are suitable for the beginning of the workshop? 

• Sh ould there be any par ticular order in th e p resentation of activities 

(exercises)? 

• How strictly should th e fac ilitator stick to th e types of activi ties planned? 

• Who determin es th e academic content of the activity? 

• Should theoretical consideration s determine the choice of activities? 

(Activities th at highlight the teach ers role, th e learner's role, classroom 

m a nagement, lis tening skills, etc. s h ould be con s idered) 

• Is there a recommended order of activities that generate reflection? 

• What differen t ways are there to conduct a workshop? 
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• Should the facilitator prepare a specific list of concepts pertinent to 

assessment? If so, should the activities be chosen to suit the concepts 

and introduced in the same order? 

• How should the facilitator orgamze the planning (application) of 

classroom activities? 

• What are the main principles that should guide the facilitator? 

Besides, "staff development policy is important because it motivates the 

staff and makes them feel valued in their job. To put this into practice schools 

need a practical staff developlnent plan which includes the commitment of 

resources and wide spread discussion of priorities" (Bradley et. al 1994 :241). 

Teachers will have little difficulty in recognizing how their own continu in g 

professional development will contribute to the growth of the school. Equally 

the school and the individual will benefit from the consideration , not of isolated 

INSET experiences, but of a planned development for each individual (ibid). 

Here, individual and school needs are identified by using different 

techniques in order to fill the gaps between the existing and the expected need 

in the future. 

Moreover, an INSET planner needs to consider the overall situations of 

the school before planning. According to Bardley et.al (1994 :12), "A school 

context (size and stabili ty of its staffing, the heads leadership style, the school 

ethos and culture, and the availability of resources) contribute to determine the 

shape and success of the staff development program, quite apart from any 

external influences. The staffing profile affects the ability to draw on in- house 

expertise and th e need to acce"s external support. Age , gender, career cycles, 

ambitions and staff morale all play their part as does the nature prior INSET 

experience" . 

The above point shows that the such as location, SIze, school culture, 

ethos, availability of resources, etc should be considered at the time of planning 

of INSET programmes for teachers. 
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2.6.2 Organizing an in- Service Education and Training 

(INSET) Program 

Various scholars list the common INSET activities, more or less, in a 

similar way as college credit courses (as part of diploma or degree program) , 

workshops, seminars, teachers' meetings, visitation to other schools or 

institutions, lecture series, travel by teachers, group conference, participation 

in the evaluation of a school program, participation in the experimentation 

programmes, orientation program, committee work and the like (Harrison and 

Goin, 1958; Main, 1985; and Smith et. al ,1966 cited in Haile, 2001). 

According to Goble and Porter (1977:160), in most countries the ultimate 

responsibility for the organization and financing in- service education appears 

to rest with the Ministry of Education. In such countries as Bulgaria, Hungary, 

Ukraine, and the USSR full government responsibility has always been a 

feature of their education in collaboration with teachers' organizations and the 

teachers themselves . While in other countries, in particular, Australia, Egypt, 

Ethiopia, Finland, France, Kuwait, Nigeria, Norway, Sierra Leone , Sweden, 

SwitL:erland and the United Kingdom further education is a government 

responsibility (ibid) . 

Therefore , the above points show that the organiL:ation of INSET is the 

responsibility of MOE in some countries, while in other countries it is the 

responsibility of both MOE and teachers' organization and the teachers 

themselves. 

However, it is clear that the aim of INSET program is either to update or 

to upgrade the qualifications of teacher while doing their work. 

Goble and Porter (1977: 159) mentioned that in more developed regions 

with static or decline birth rate the central problem may be to refresh and 

update an aging, conservative teaching force. On the other hand, in less­

developed with a rapid growing population the urgency of the need for new 

teachers may be inevitably shorten the period of initial training and require the 

use designed programes for the individual learning such as the multimedia 
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approach in Iran and Suda n. As it is mentioned a bove, the m a in objective of the 

organization of INSET program for teachers m developed countries is 

updating/ refreshing experienced teachers, while m less developed countries 

focused on certifying unqualified teachers with less p re-service training. 

According Ware (1 992:42) cited in Haile (2001), "it is accomplished not only by 

multimedia approach but a lso by extended course work leading to formal 

qua lification (high er qualification than the teacher currently holds, or thorough 

workshops, s eminars, and short courses of both limited duration a nd content". 

Extended courses m ay be provided through residentia l programmes at 

colleges and universities which teachers attend during vacations or study leave 

of some kind through no- residentia l programmes held in evenings, weekends, 

or vacations, or through distan ce learning opportunities including 

correspondence courses, and/ or radio a nd TV programming (ibid). 

The task of organizing INSET programmes is not limited to schools only. 

Many scholars a rgue tha t the task n eeds to be organized a t different levels. 

Goble and Porte r (1977: 15) states that "in all countries four levels of operation 

m ay be defined: In- service education functions in response to national, 

regiona l, institutional and persc·na l needs". 

Hence, it is understood that INSET programmes can be orga nized at 

national, regional, institutional and personal levels. 

However , "in organizing INSET programmes for teachers polices and at 

school level n eed to be in line with region a l policies and strategies" (Ha ilesilasie , 

2004:4 1). 

2.7 Guiding Principles for in- Service Education and Trainin 

Although it is imposs ible to formulate universally accepted principle s of 

INSET, several scholars p roposed guiding principles of INSET. According to 

Misner (1950: 33) the following INSET guiding principles a re summarized as 

follo s : 
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What is done in an INSET program should be decided cooperatively and 

democratically 

The effective operation of an INSET program demands a high level of 

interest and enthusiasm on the part of the teaching staff. Experience has 

demonstrated quite clearly that teachers will spend time and effort in the 

improvement of edu cational practices to the extent that they have the 

opportunity to participate in planning and evaluating wh at is done. 

A good INSET program requires skillful and extensive planning 

The determination of what is to be done in the program requires extensive 

evaluation and the development of long- range plans which seek to place first 

things firs t. 

Leadership in INSET program is the function of all individual who are 

willing and competent to exercise it. 

A comprehensive INSET program will include study and research 

activities that range from consideration of the problem involving beginning 

reading to the development of plans for a new school building. Within such a 

wide range of activities many individuals will have significant contribution to 

make. In planning the INSET program, it is important, therefore, that every 

effort be made to discover and utilize leadership a bilities , wherever they may 

exist. 

The effective INSET Program will progressively involve all Individuals who 

are directly or indirectly concerned with operation of the school. 

On the other h and , Harris (1980:30-32) and Jangira (1995:256) quoted 

by Haile (2001) proposed the following guiding principles for INSET. 

All personnel within a designated trade organization or operation unit 

should provided opportunity for in service education; 

Time frame normally a llocated for INSET programmes should be part of 

the normal workload: 

Training should be continuous , not just a 'one time' course ; 
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Client should h ave opportunities as planners, design er s, managers , 

presenter a nd educators; 

The location selected for training should reflect training requiremenL 

rather than preferences; 

Training should be provided In a situation as close to that of the 

workplace as possible; 

Special incentives s hou ld be provided when activities a re beyond the 

normal workday or academic year; 

A pla nned, systematic evaluation effor t should be part of a ny major 

program. In other words, both short and long term evalua tion effort 

should be planned (ibid). 

2.8 Evaluation in In-service Education and Training (INSET) 

Programmes 

"Evaluation is th e last and the most important phase of a n INSET 

program. It focuses on determining the extent Lo which the training activities 

have met the sLaLed objectives" (Conco 2004: 50). "Designing mechanisms to 

insure implementa tion of activities according to plans is necessary" (Hailesilasie 

2004:46). Moreover, evaluation af an INSET program helps to s how wh ether the 

training programme leads to teachers' professional development that is, the 

upgrading of teach ers qualification, updating their knowledge, improvement of 

their salaries and overall p rofessional growth of teach ers. 

In rela tion to this, Ha ilesilasie (2004:47) states "Evaluation helps to 

ensure reflection, collegia lity and accountability. It s hows what knowledge 

skills, ability and a ttitudes yield from the training program". It a lso shows 

whether programmes a re cost effective, what impact they have for succeeding 

generation s and whether they a re worthwhile . 
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According to Duke and Corno (1981:93) the evaluation component need to 

provide information about: 

1. The overall condition of the staff development system (the 

environment created to facilitate professional growth). 

2. The Adequacy of the processes being used to generate, govern, and 

maintain the system. 

3 . The effects of specific training trusts on participants, the school 

and children. 

4. Side effects, both positive and negative , on participants and on the 

organization. 

Moreover, evaluation requires setting performance indicators, evaluation 

methods, comparing performance with standards and taking corrective 

measures (Sims 1993:94) 

Apart from decision makers, participants could also be asked to evaluate the 

program. This evaluation could be based on the program content, the manner 

in which it has been organized, the time that has been used, the venue where it 

was presented, the manner of presenting it and the learning points or 

experiences of the participants" (Conco, 2004:52). 

In conclusion, "there is a need for an open and supportive climate for 

evaluating staff development programmes" (Bardley, 1991: 125). Thus, 

principals or staff development committee may have to a conducive 

environment or climate in which teachers' learning and development are not 

only supported, but stimulated (Emerson and Goddard, 1993: 117 in Conco, 

2004:53) . 

According to Woods and Thompson (1981:82) "the evaluation data 

collected in the training stage are both formative and summative. Throughout 

the training, formative data are collected to determine workshop participants' 

progress toward objectives, the effectiveness of the learning experience, and the 

needed change in the in-service activities. Data are also collected to determine 

the overall effect of the workshop on participants and the extent to which the 

in- service plan was actively implemented. The summative data should, include 
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measures of cognitive, behavioral , and attitudina l ch a nge In the partic ipa nts 

related to the objec tives of the workshop" . 

2.9 The Efficiency and Effectiveness of INSET Programmes 

The efficiency and effectiveness of in-service programmes for teachers 

h ave to be measured using different techniques. According to Bradley 

(1994: 238) the efficiency of INSET is measured in term s of handling large 

numbers at minimum cost. It is possible to offer efficient INSET wh en dealing 

with nationa l initiatives and la rge number of teachers, a nd to make it effective, 

provided considerable thought is given to the organization and s tructure of th e 

experience and to relating it to the existing context of the school. Where large 

amounts of information or the wide spread introduction of new skills and 

competencies are concerned , efficien cy is an important considera tion. The 

major question h owever, is whether efficient INSET is a lso effective (ibid). 

When we ask questions about effectiven ess of in -service experiences we 

go beyond concern for the cost of th e enterprise or the efficiency of its delivery 

and address more fundamenta l issu es rela ted to ch anges in thinking, values 

and beliefs of the participating teachers a nd to the effects of their experiences 

on the learning opportunit ies p rovided for children (ibid) 

The effectiveness of INSET takes t im e to be achieved. Effectiveness relies 

on colla boration a nd support among staff and stakeholders. Effective INSET 

leads to teacher development. Moreover, Conco (2004) argues that the 

professional developm ent of teachers is a form of a dul t learning and providers 

of INSET need to recognize that adults learn in a variety of styles . Short tra ining 

sessions can gravely cater for this variety of learning styles amongst the 

participants and a re ineffective because they are ill- suited to many members of 

the audience (ibid) 

Since teachers are a dult learners the training methodology u sed for them 

should be learning by doing. Vella (1994:2) cited in Conco m entioned the 

following 12 principles of effective adult learning. 
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• Need assessment (participation of the learner In naming what IS to be 

learned); 

• Safe teacher- learner environment; 

• Sound teacher- learner relationship; 

• Careful attention to sequence of content and reinforcement; 

• Praxis (action with reflection or learning by doing); 

• Respect for learners as subjects of their own learning; 

• Cognitive, a ffective and psychomotor aspects (ideas, feelings, actions); 

• Immediacy of the learninp:; 

• Clear roles and role development 

• Teamwork (using small groups); 

• Engagement of the learners in what they are learning; 

• Accountability (roles and responsibilities will assist them to learn and 

know what they do not know). 

In relation to this, Cross (1981: 1) emphasize that adult learning 

programmes should capitalize on experience of participants, adapt to age­

related limita tions of the participants challenging them Lo move to increasingly 

advanced stages of personal development and offer maximum flexibility in +­

terms of available and organization of learning programmes.; 

Besides to this, West (1994:151) suggested the fo llowing features for 

effective staff development. 

• Effective staff developments start from where the teacher is, though it is 

informed by a view of where he or she is going. It is there fore a 'building 

from' rather than a defect approach. 

• Effective staff development involves teachers recognizing that they can 

and do learn 'on the job'- the classroom is an important development 

center for teachers as well as pupils . 

• During the development process, feedback is available to stimulate and to 

reassure teachers who are experimenting the new behaviors. 
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• Individual learning in practical setting IS related to key concepts and 

ideas which facilitate generalization. 

• The best opportunities for staff development relate to these activities 

which teachers find meaningful and satisfying. 

Moreover, Morley (1994:12) states that "where m house expertise is 

available and used well, schou I based INSET can be cost effective and less 

disruptive form of provision, as well as being tailored to specific needs. 

However, most schools recognize that there are dangers of looking only at the 

price- tag and being too school centered". 

The above points show that, school based INSET decreases the cost of the 

training as well as helps teachers to share their experience among staff 

members within the school and take responsibility for improving their practice. 

However, focusing only on the cost of the training has a problem of overlooking 

individua l needs . 

2.10 Creating Conditions for an Effective INSET Program 

Different factors influence INSET programmes either positively or 

negatively. According to Bush (1971 :56), the most important conditions for an 

effective program for in-service training are: 

1. sufficient time to engage in the program; 

2. conditions such that the program can be conducted with the necessary 

materials and supplies at hand; 

3 . a program that is relevant to the problem undertaken; 

4 . the necessary financial and other types support required to carry it out, 

and 

5. an opportunity to use the results of the training m the regular school 

situation. 

In the long run, an m crease in capability will likely be a most powerful 

force to make for conditions that permit the program's use. If a teacher does not 

know how to do better, h e will surely not be able to push for the conditions that 
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will enable him to exercise this talent. If he is armed a battery of better 

alternatives for performing his educational function , he will more likely be 

persuasive in bringing about these conditions. Without such talent and 

knowledge , he is in a weak position to demand better conditions or better pay. 

Therefore, the development of higher degree of professional competence is the 

surest road to ward increased professional status and reward (ibid). 

On the other hand , Rubin (1971 :63) argues that "In-service training 

appears to be more effective when the total school staff is simultaneously 

engaged m a given training program. It is true, perhaps that when a total 

school system is engaged in a common endeavor, morale may be heightened" . 

Organizing the INSET training for the whole staff has its own advantage 

and disadvantage. On the one hand , this type of training increases the 

motivation of the staff. On the other hand, attempting to provide the same 

training for the whole staff that would meet the needs of all teachers young or 

old, experienced or inexperienced is simply not adequate for the degree of 

specialization and sophistication that is not current in education circles. 

Moreover Bradley et al (1994: 234) argue that there are different 

contextual factors that affect INSET activities. These are: 

• the extent to which individual and institutional needs are each 

recognized as important. If in addition, teachers play an active part in 

establishing the priority which emerges from the two types of need, the 

chance of INSET leading to change is enhanced. 

• the extent to which the staff as a whole feels it has control over the way 

in which the school moves forward . Schools confidently setting about 

their own development are characterized by a belief in individual 

development by sense of common purpose . 

• sometimes change in schools fails to get off the ground because the 

proposal run counter to the staff's beliefs, experience or practice . It is in 

these conditions that short INSET fails, because changing attitudes is a 

long- term process . 
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• it is the past expenence of change- when they look an initiative was it 

supported and encouraged, were their effort welcomed, was it in tegrated 

into the schools practice? There is little doubt that one of the best 

indicators of likely success in bringing a bout change is the schools 

previous record of innovation. 

Besides, he mentioned tha t choice of INSET methodology to suit the 

particula r circumstance is anc·ther factor for optimizing INSET programmes . 

Flexibility, ada ptability and choice a re vita lly important in the design and 

implem enta tion INSET activities 

Generally, the above points indicate that INSET ac tivities will be effective 

if they are learner-centered, when the learner sees the task as appropriate, find 

th e activities enjoyable , social and collaborative nature, follow-up support will 

be given priority when teachers participate in planning, organizing and 

evaluating INSET programmes. 

Moreover, according to Bardley et.al (1 994 :9) account has to be taken of 

other pressures and initiatives and there needs to be a regular review of 

direction to a djust to externally- led changes and the externally imposed 

priorities. In contrast to th e speed with which so many initiatives have been 

trust on schools, the involvement of colleagu es who m ay in the past has been 

some what isolated in their practice and perhaps resistant to change, has 

required time to build up trust and non- threatening atmosphere for 

pa rticipa tion. Through increased opportunities for teachers to work a long s ide 

colleagu es in the classroom, sharing ideas at th e professional level on non -

contact (closure) days, and opportu nities to visit other schools, as well a s the 

more traditional course- based approach, wider acceptance of the need for som e 

form of involvement and a feeling of ownership has been fostered . 

The shift towards in- service education being seen as integral to n ot as in 

the past, outside, the concern of the school has been accompanied the view 

that INSET is done with not to teachers and school- staff- individual 

development should be seen as 20mplementary strands. 
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Most schools have a designa ted INSET/ professional development 

coordinator, but their individua l energy and enthus iasm will not in itself 

sustain progress unless their strengths are coordinated and supported with in 

the culture of the school (FuliaL et a i, 1990, Stenhous, 1975, quoted by BardIey 

et.al) . While a lot of attention has been focused on n eed s identification and the 

administration systems and the capacity to m eet n eeds open to question 

(Harland et a i, 1993 cited in Bardley et.al 1994). Greater sophistication m ay be 

evident in the processes schools have used to identify n eeds, but the delegation 

of financial resources alone will not empower teach ers to achieve a more 

satisfactory level of professional development (Morley, 1994: 10). 

Al th ough there may be consensus with in a staff group about the schools 

INSET priorities, collaborative processes do not develop automatically and 

inherently gen erate conflicts and compromises. As with any whole school 

policy, there needs to be a shared understanding of what is achieved, by whom, 

the more likely to be achieved through active participation in the deci sion­

making but another important dimension is the attitudc, skills, and knowledge 

of INSET. Wha t is the conceptual understanding of those charged with 

managing the program, what values and principles do they hold about effective 

staff development processes, what is th e n a ture of their information or resource 

bank? What role do school governors play? 

If professiona l development activities are valued by everyone involved, 

those charged with the res ponsibili ty for their pla nning and co-ordination need 

a personal belief in their worth, good interpersonal skills , trust and 

enthusiasm. Equally importa n t are the skills a nd time to u se resources 

creatively . This acquires a sound knowled ge of intern a l and extern a l resources, 

an understanding of adult learning, and a m ind which is open to n ew 

possibilities. Given the emph<isis on negotia tion , client- centeredness, and 

va lue of money, it is disappointing that relatively little attention h as been paid 

to the importance of understanding to the nature of learning opportunities that 

will best serve different n eeds. 
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Thus, INSET planners and organizers have to create conducive 

environment so as to achieve the intended outcome. 

2.11 Characteristics and Principles of Effective INSET 

The different principles of INSET reviewed by various literatures are 

mentioned by Rahel (2006:22) as follows : 

1) The courses should be based on the result of participants' needs 

analysis. 

Need analysis is on e of the key aspects of course design . It is a great use 

if a training course bases its components on the results of need analysis of the 

target group. Waters (1 998: 19) stated that "teacher training courses h ave been 

designed to meet the participants' needs". 

2) The course needs to incorporate awareness raising activities. 

In an INSET program, which involves introduction of new approach or 

ideas, awareness-raising practice is a major component of the . Contra (1996) 

states that awareness-raising and articulating beliefs and principles to be first 

and most important steps in teacher training. 

3) The courses should promote reflection in learning 

Reflection is valua ble for teacher edu cation and development. As Wallace 

1991 :52) states, "the effectiveness of a course depends on how well it relates to 

the trainees own reflection and a fruitful ch ange is extremely difficult without 

reflection". Reflection in INS;!;T according to Moon (2002: 178), aims at 

"improving of the quality the learning and the practical outcomes of the in a 

practical situation". 

Hence, reflection is very important in in-service training of teachers because it 

relates theory with practice. 
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4) The courses should be based on the concept teacher development. 

Teacher development is a process of life long learning in the teaching 

profession (Hiep, 2001:31).According to Rahel (2006), teacher development is 

connected with growth. Hiep (2000:33) cited in Rahel (2006) any training 

course either pre-service or in-c:ervice , long term or short term can be criticized 

for short comings. This is because as he explains "training courses ... can not 

satisfy a ll trainees' needs, nor can they solve most of the problems occurring at 

the trainees home institutions". Spratt (1994) strengthens this by saying, "The 

course itself is not the end of a career; after the course there is still life and 

trainees must face reality at home". 

5) The course should be participant centered. 

In-service courses n eed to be conducted by using techniques that provide 

maximum opportunities for participants in order to tap the experien ce of the 

participants (Keith and J a net, 1991 in Rahel, 2006). In practice , this means, 

according to Hayes (1995: 258) "session should give participants a n opportunity 

to talk a bout their perceptions on the teaching learning process". In rela tion to 

this UNESCO(1998:44) remarks tha t one of the characteristics of successful 

INSET programmes uses participatory, learning by doing and multiple 

interaction m ethods . 

6) The course should theory and practice . 

Theory a nd practice integration is vital for the success any training 

programmes (Widdowson, 1984 in Rahel ,2006) .This because, according to 

(Hayes ,1995 and Ramini ,1987), the integration of theory and practice , within 

the process of learning is rewarding learning experience. 

Hence, the integration of theory and practice is a very important issue of 

any type of training because theory wi thout practice will n ot be assimilated by 

trainees. 
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71 The course should be task based. 

Task based methodology helps teachers consider the rational behind the 

use of practical classroom activities, which enable them to continue to develop 

as teacher (Hayes, 1995 in Rahel, 2006) . Regarding the use of task based 

methodology Cameron (1997:345) states that "in addition to the use of 

classroom tasks as resources for training, the training itself can be task based, 

making use of similar stages and components as classroom tasks, a nd 

modeling task based methodology and thinking for trainees". This task based 

methodology there for encourages participants to uncover the underlying 

methodological aspects of the use of task. 

81 Evaluation follow-up should be an integral part of the course . 

According to Rahel (2006:29) evaluatiun is a very important activity. 

Through evaluation as Dadely-Evance and St.John (1998: 129) state that 'there 

is a chance to focus on what has been going well and to ask what have been the 

most significant contributing factors so that less successful aspects can be 

modified ". According tu Keith and J anet (1991: 124), follow-up activities should 

be an integral part of training strategies for the linkage between in-service 

courses a nd actual classroom practice. Thus , evaluation a nd follow-up is 

necessary in any training because it helps to check whether or not the intended 

outcome is achieved or not. 

In relation to the above points , Wood and Thompson (1981:88-90) stated 

the following critical characteristics of professional development programmes . 

• :. In-service education should be conducted in a supportive climate of trust, 

peer support, open communication, and staff commitment to a set of 

clearly understood norms for func tioning in an institution (clear roles, 

program definition, instruction procedures, and goals) . 

• :. In-service education goals should be based upon a common set of 

expectations held by the participants fur normative behaviors that are 

essential to performing their professional roles in the ir institution. 

37 



.:. Successful in-service education requires support from administration and 

school boards including time, personnel, training materials, and funds to 

enable the training necessary to implement educational programmes in 

their school district . 

• :. Decisions concerning the objectives, experIences, and assessment of in­

service education should be cooperatively developed by those involved in 

and affected by the training program . 

• :. In-service education should be based 

partici pan ts. A need is defined as a 

upon assessed needs of 

gap between the expected 

professional performance and actual performance in the work setting . 

• :. In-service education should model the instructional behaviors desired of 

participants . 

• :. In-service education programmes should be demanding and set high but 

reasonable standards of performance for participants . 

• :. In-service education programmes should have three major components: 

1) Attitude, 2) pedagogical skills, and 3) substantive knowledge . 

• :. In-service edu cation should prepare educators to implement research 

findings and best practice related to carrymg out their job 

responsibilities . 

• :. In-service edu cation should be decentralized; focus on actual school 

problems, goals, needs, c:ld plans; and be conducted, whenever feasible, 

in the school setting . 

• :. In-service education should emphasize use of rewards (such as 

opportunity, increased autonomy, participation in decision making, 

increased competence, success, and advancement) which have been 

shown to promote high commitment and performance . 

• :. In-service education should be based upon clear, well understood, 

specific goals and objectives that are congruent with institutional and 

personal goals. 
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.:. In-service education should provide options for participants that will 

accommodate individual professional needs and learning styles (timing, 

sequence, pace, interests, goals, delivery systems) . 

• :. In-service education should be experientia lly based with opportunities to 

select, adapt, and try out new professional behaviors in real and 

simulated work settings . 

• :. Central office personnel and school administrators should support in­

service education through their participation in training activities with 

their peers and subordinates . 

• :. In-service education programmes should provide for follow-up and "on 

call" assistance to educators as they use their new skills and 

understandings in the work setting after they h ave been trained . 

• :. Leadership in in-service education programmes should be situational and 

emph asize authority by competence and expertise rather than by 

position . 

• :. Evaluation of in-service education should be both formative and 

summative a nd should examine the immediate effect on participants, 

extent of transfer to th e work setting and the effect on achieving 

institutional goals. 
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CHAPTER THREE 

RESEARCH DESIGN AND METHODOLOGY 

3.1 Methodology 

A descriptive survey method was u sed in this study to reveal the 

contribution of in-service tra ining for the professional development of secondary 

school teacher s in Add is Ababa city administration currently . The method is 

selected for it gives a chance to describe the existing condition or position of the 

program. 

3 .2 Sources of Data 

In this study, the followin g sources of data a re used. The first sources 

were secondary school teacher~. The second sources were school directors , and 

the third sources were sub-city education and training experts and documents 

a t various levels. 

3.3 Sample Population and Sampling Techniques 

Addis Aba ba is one of th e ch artered cities in the Federal Democra tic 

Republic of Ethiopia. There a re ten sub-cities in the region. According to 

Education Statistics Annua l Ab"tract by Addis Ababa Education Bureau (AAEB) 

(2004 / 05: 14 1- 143) there a re twenty one governmen t gen eral secondary schools 

in the city. 

To m a ke the sample area manageable a nd represen tative seven su b cities 

were selected u s ing random sampling and out of 2 1 general secondary schools 

7 (33.33%) were selected from the sub-cities. Using quota sampling out of these 

schools, 180 teachers were selected by using quote and purposive sampling 

techniques because th e quota and stratified sampling were helpful to balance 

gender and experien ce r atios among sample popUlation. Besides, seven school 
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principals from different schools and three sub-city education and training 

experts selected using purposive sampling technique. 

Table I Sample Schools used as Source of Data 

S. No. Schools Sub-city No of Sample 

Teachers 

I Ayer Tena Kolfe/Keranyo 27 

2 Bole Bole 22 

3 Oilachin Addis Ketema 23 

4 Oil Ber Gulelie 25 

5 Keftegna-23 Nefas-S ilk/ Lafto 26 

6 Kokebe Tsibah Yeka 30 

7 Shimelis Habte Kirkos 27 

Total 180 

3.4 Instruments and Procedures of Data Collection 

Based on the basic research questions and in light of the review of the 

related literature, questionnair~ was designed for secondary school teachers. 

The questionnaire was made to include both close-ended and open-ended 

questions. The draft questionnaire was evaluated by colleagues and the thesis 

advisor. Based on the comments the researcher improved some of the items . 

Then, it was pilot tested on ten teachers in Lem secondary school before it was 

distributed to the target study groups. It was done to ensure the 

appropriateness of the items. On the basis of the feedback, some ambiguous 

questions were modified . Then, the questionnaire was duplicated and 

distributed to 180 respondents. Completed questionnaires were collected. The 

return rate was 173 (99 .11 'Yo), which met a greater satisfactory level of returns 

(Refer Appendix A). 

Furthermore, interview was conducted with school principals in the 

selected sample general secondary schools and with sub-city education and 

training experts. (Refer Annex B) 
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3.5 Method of Data Analysis 

Data gathered through questionnaire were tallied, tabulated and 

quantified. That means, percentage was employed to analyze various 

characteristics of the sample population. It was also calculated to determine the 

proportion of the total respondents who have similar judgment. Moreover, 

percentage was used to compare the results. 

The data collected through in terview from school principals and sub-city 

education and training experts were analyzed qualitatively. The data was used 

to elaborate th e ideas and sometimes to show the difference as a means to 

triangulate. 
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CHAPTER FOUR 

PRESENTATION AND ANALYSIS OF DATA 

This part of the thesis deals with the presentation and analysis of the 

data collected from the sample respondents to seek appropriate answers for the 

basic questions raised at the beginning of this research . To this effect, a total of 

180 questionnaires were distributed to secondary school teachers. Out of these, 

173 of the teachers filled in the questionnaire and returned . The rate of return 

of questionnaire was 99.11 %, which is regarded very high for a survey study of 

this kind. Moreover, interview was done with seven school directors and three 

sub-city education and training experts. The data collected from questionnaire 

were then arranged in tables. Based on the responses obtained, analysis and 

interpretation of the data are presented following each table. 

4.1 Part One: Personal Data 

Table II: Description of Respondents by Sex and Age 

Respondents 
Serial Item Teachers 

No 
No % -

Sex 

1 Male 133 76.88 

Female 40 23.12 

Total 173 100 

2 Age( in years) 

20-25 43 24.86 

26-30 40 23.12 

31-35 25 14.45 

36-40 20 1l.56 

~ 41 45 26.01 

Total 173 100 
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Table II deals with the two characteristics of the population under study; 

that is sex and age . As shown in item 1, the majority of the respondents 

constitute males (76 .88%), while females make up a small minority (23.12%) of 

the total sample. 

This finding shows the imbalance that exists between males and females 

In the teaching profession at the secondary school level. However, the ideas 

represent from the two groups. With respect to the age category, 43 (24.86%) of 

the respondents fall within the age range of 20-25, while 40(23.12%) fall within 

the age range of 26-30 where as 25(14.45%) of the respondents fall within the 

age range of 31-35.Again 20(11.56%) of respondents fall with in the range of 

36-40 . The remaining 45(26.01%) of the respondents fall with in the age range 

of 41 years and above. 

Therefore, the above data shows that the majority 130(75.14%) of the 

respondents were 26 years and above. This shows that most of the respondents 

were matured enough in age to give genuine and reliable information on their 

teaching experiences. 

Table III. Description of Respondents by Years of Service 
'-._-_. - ------

Respondents 
Item 1--

In teaching As a director 

Years of service Nq % No % 
- -

5 5 47 27.17 5 2 .89 

6-10 46 26.59 2 
~-

l.16 
- ---

11- 15 29 16.76 - -

16-20 7 4.05 - -

21 -25 20 11.56 - -
-------- -.--.-.-- ---

~ 26 24 13.87 - -
-

No Response .- - 166 95.95 
- -

Total 173 100 173 100 
.I 
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As can be seen from the table, 47(27.17%) h ad served for 5 yea rs and less 

in teaching. Moreover , 5 (2.89 %) of the teach ers had served as directors for 5 

or less year s. While 46 (26.59 %) and 2 (1.1 6 %) teachers had served in teaching 

and as directors between 6 - If) years respectively . On the other hand , 29 

(1 6.76%) h ad served between 11 -15 years in teaching . Where as 7(4.05%) had 

served between 16-20 years a nd 20(11.56%) h ad served between 2 1-25 years. 

While the rem a in ing 24 (1 3 .87%) had served for 26 yea r s and a bove . From this 

one can see th at th e m ajority of the teach ers 93(53.75%) h ave ten or less years 

of experience . 

The gap In the years of service provides opportunities for school based 

exchanged of experiences, and the need for in -service training to equip then 

with the skills of teaching. 

Table IV. Description of Respondents by Qualification 

Respondents 
Serial Item Teachers 

No. No % -
12+2 4 2 .31 
12+3 7 4.05 

rsAi BSC / BED 153 88.44 
MA/ MSC/ MED 8 4 .62 
No Response 1 0 .58 

Total 173 100 

As can be seen, the m ajority of the teach ers, 153(88.44%) are first degree 

holders . While 8 (4. 6 2%) of the teachers were second degree holder s . 

Therefore, this proves that majori ty of the teachers teaching In the 

secondary schools of Addis Aba ba h ave a qua lification of first degree and above. 

The need for in-service training and its a rra n gement may not be difficult for 

most of them are in the same level of education . The responses seem to be valid 

and for such a group could be critical on such matters. 
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Table V: Description of Subject of Specialization 

Subject are of specialization 
Serial Subject Ma'or Minor 

No No % No % 
1 Amharic 14 8.09 23 13.29 

English 28 16. )8 10 5.78 
Mathematics 28 16.18 25 14.45 
Physics 12 6.95 29 16.76 
Chemistry 22 17.72 2 1 12.14 
Biology 19 10.98 5 2.89 
Geography 15 8 .67 15 8.67 
History 17 9 .83 10 5.78 
Pedagogy 5 2 .89 
Civics 1 0.58 
Psychology 1 0.58 2 1.16 
Hea lth and physica l 4 2 .31 - -
education 
Demography. 1 0.58 
Political science 1 0 .58 -_. 
Public administration 1 0.58 
Economics 1 0.58 
Sociology 1 0.58 
Afan Oroma 1 0 .58 
Undetermined 6 3.47 28 16.18 

Total 173 100 173 100 

As can be seen from the table, most of the respondents specialized in 

English 28(16 .18%) and mathematics 28 (16.1 8%) as their m ajor areas a nd 29 

(16.76%) in physics and 25 (14.45 %) mathematics as their major areas . 

Therefore, the above da ta shows tha t m ajority of the teachers in the 

secondary schools have major and minor studies. The responses seem to reflect 

their needs and wh a t should be there. 
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4.2 Part Two: Presentation and analysis of Data 

Table VI: Description of accessibility and type of In-service Training Programmes 

Respondents 
Serial Item Teache rs 

No No % 
1 Is there an access to an ja -service training program 

opportunity in your school? 
a) Yes 149 86. 13 
b) No 24 13.87 

Total 173 100 
2 Are the in -service trainings equally accessible to all 

teachers? 
a ) Yes 91 52.60 
b) No 76 43.93 
c) No ResEonse 6 3.47 

Total 173 100 
3 If your answer to question number 1 is "yes", what types 

of in-service training programmes are mostly arranged in 
your schooP 

a) short term training (eg: workshop) 95 63.76 
b) visiting other schools 10 6.7 1 
c) summer course program 4 1 27.52 
d) distance education 3 2.0 1 

Total 149 100 

As can be sec from the ta ble, 149(86.13%) of the respondents reported 

that there is accessibility of in-service training. While the remaining 24 

(13.87%) said no to the question accessibility of in-service training. 

The above da ta shows th~t th ere is an access to an in-service training in 

Addis Ababa city administration. On the other h a nd, regarding item 2, i.e. the 

fair accessibility of in-service trainings, 9 1 (54.49%) of the respondents agreed 

and 76 (45 .51%) of the respondents disagreed. This s hows that there is fair 

accessibility of in-service trainin g to a ll teachers in the city administra tion . 

Regarding item 3 of th e same table, 95 (63 .76%) indicate that short-term 

trainings (workshops) are mostly arra nged in their schools. Only 10 (6.71 %) 

a ffirmed th at visiting other schools are the most widely arranged in-service 

training programmes. While 4 1(27 .52%) of the respondents indicated that 

summer course programmes a re the most widely used in-service training 

programmes. The rest 3 (2 .01%) a ffirmed that distance education is mostly 

arranged in-service training program. 

47 



Therefore, th e above data shows that most teachers in schools h ad the 

opportunity in participating in short term trainings (workshops) . 

S imilarly, the interview conducted with school principals indicated that 

short-term trainings (workshops) and the summer in -service training 

programmes are the most widely arranged teacher INSET programmes. 

However, th e problems of the INSET programmes, as most respondents 

described include inconvenient time schedule, teach ers' persona l problems, 

shortage of resou rces, m ainly finance, shortage of skilled manpower, lack of 

interest of teacher s involved in INSET, shortage of resources in the country, etc. 

Normally, an improvement in the teaching learning process can be 

achieved if teachers at diploma level in the school improve their qualification 

through in-service training. Hence, fair access of an INSET programmes to a ll 

teachers in a school seems necessary. 

Table VII: Teachers' Access to Information about there Professional 

Development 

Respondents 

Serial Item Teachers 

No 

1 Do teach ers have access to n ew information 

About their professional development? 

a ) Yes 95 54.91 

b ) No 71 41.04 

c) No response. 7 4.05 

Total 173 100 

Accordmg to the mformatlOn from the table, 95 (54.9 1%) of the teachers 

had access to new info rmation . while 71 (41.04%) of the teachers responded 

that they didn 't have access to new information regarding teachers ' professional 

development. 

Moreover, th e teachers who responded, "There are different access to new 

information" indicated that they had the opportunity of getting new information 
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throu gh internet, p rint m edia like news paper , m agazm es, journa ls, from 

d ifferent workshops (I NSET programmes ), by sharing exper ience with oth er 

teachers , TV, e tc . 

Th erefore , th e above data shows tha t most teacher s h ave th e opportu n ity 

to get n ew information and update themselves every tim e through d iffe rent 

m ea n s , which ac tu a lly h elp teachers up date th eir teaching materia ls and 

presentation skills using technologies . 

Table VIII: Planning an INSET Programmes for Teachers' 

Serial Respondents 

No Teachers 

No % 

Who most ly plans the in-service training program 

fo r teachers? 

a ) teachers themselves - -

1 b) principals 5 2.89 

c) kebele education expe rts 7 4 .05 

d ) cxperts a t sub· city level l 8 10 .4 1 

e) expcrts at regiona l level 55 31. 79 

f] experts at federa l level 86 49.7 1 

g) No Response 2 1.16 

Total 173 100 

At what level is mos tly the in -;ervice tra inin g 

progra m for teachers planned? 

a ) a t School level 5 2.89 

2 b) a t Kebele level 7 4.05 

c) a t Sub-city level 17 9. 83 

d) at Regional level 55 3 1. 79 

e) a t Fede ra l level 86 49 .7 1 

h) No response 3 1. 73 

Total 173 100 
_.-

From th e a bove ta b le, one can see tha t m ore th an half, 86 (49 .71 %) of th e 

respondents ind icated th at in-service training for teach er s is pla nned by 
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experts at federal level, while 55 (31.79%) of th e respondents confirmed that in­

service training for teachers planned at regional level. 

This shows that most in-service tra ining programmes for teachers are 

planned by experts at federal and regiona l levels. 

Table IX: Teachers' Participation in in-service Training 

Respondents 
Serial Item Teachers 

No No % 
1 In the past two years have you participated in a ny 

form of in-service tra ining? 
a) Yes 109 63.00 
b) No 56 32.37 
c) No response 8 4.62 

Total 173 100 
If your response is 'yes', to item 1 please indicate the 
rate of your pa rticipation in Short term tra ining (e .g . 

2. 1 workshop) 
a) once 42 38.53 
b) twice 25 22.94 
c) three times 15 13. 76 
d) four and more than four times 13 11.93 
e) No response 15 13.76 

Total 109 100 
2 .2 Visiting other schools 

a ) once 6 5.50 
b) Twice 3 2.75 
c) th ree times 0 0 
d) Four and more th a n four times 0 0 
e) No response 100 91.74 

Total 109 100 
2.3 Summer course program 3 1 28.44 

Total 109 100 
2.4 Distance education 4 3.67 

Total 109 100 
2.5 Organizer of the training 

a) School 2 1.16 
b) Kebele education office 7 4.05 
c) Sub-city Education office 33 19.08 
d) Regional Education Bureau 96 55.49 
e) MOE 32 18.50 
f)other 8 4.62 
~o resEonse 5 2.89 

Total 173 100 -

From the above ta ble of item 1, 109 (63 %) of the teachers had 

participated in in-service training in the past two years. While 56(32.37 %) of 
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the respondents didn't get the chance in participating in INSET programmes in 

the past two years. 

Regarding item 2 .1, 42(44.68%) of the respondents h ad participated once 

In short term trainings (workshops). Aga in 25 (26.6%) h ad participated twice. 

Only 15(15 .96%) had pa rticipated three times . The rest 13(13.83%) had 

participated in workshops. 

Therefore, from the above data we can observe that most teachers 

participated in workshops for two or less times . Regarding item number 2.2, 

6(5 .5%) of the respondents indicated that they have participated once in visiting 

other schools. While 3(2.75%) participated twice in visiting other schools. 

Therefore, from the above data we can understand that most teachers did 

not get the chance of visiting other schools. Visiting other schools is a very 

important type of INSET because it may give the chance of sharing ideas among 

teachers of different schools. 

Regarding the summer course program (i. e. item 2 .3), 31(28.44%) of the 

respondents participated once in summer course program. 

On the other hand, item 2.4 of the same table, showed that 4(3.67%) of 

the respondents ha d participated in distance education program once . 

From the above data, one can understand that most teachers in the city 

administration h ad got the chance of participating in in-service training 

programmes. Short- term trainings and summer course programmes are the 

most common in-service ac tivities. Moreover, the interview conducted with 

school directors showed that the most common in-service training progra mmes 

that are arranged in their schools are short term trainings such as ELIP 

(English Language Improvement Program), workshops on active learning, 

continuous a ssessment, teachers development program (TOP) , civics and 

ethical education, etc. 
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Table X: Contribution of In-Service Training for Teachers' Professional 

Development 

Respondents 

Serial Item Teachers 

No No % 

1 Do you believe that the lD-serVlce training 

gIven to you has a contribution to your 

professional development? 

a ) Yes 140 80.92 

b) No 11 6.36 

c) No response 22 12.72 

Total 173 100 

According to the table, 140 (80.92%) of the teachers affirmed that the 

INSET they had participated have contribution to their professional 

development. While 11 (6.36%) of the respondents indicated that the INSET 

they had participated do rot have contribution to their professional 

development. 

Therefore, the above data indicates that the in-service training given had 

a contribution to the professional development of teachers. 

Moreover, the teachers who respond 'yes' to th e above question lD the 

above table indicated through open ended item that some of the developments 

followed after th eir training. The in-service training helped them in upgrading 

their qualification, increment of their salaries, enhancing their teaching, 

helping in th e overa ll classroom management of their teaching, etc. 

In addition to this, the interview conducted with sub-city education and 

training experts and school directors showed that INSET programmes minimize 

shortage of trained teachers and contributed a lot in minimizing shortage of 

qualified teach ers. Besides, an INSET program helps teachers to master th e 
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subject m a tter they teach , it h elped them in les s on pla nning, cla ssroom a nd 

time mana gem ent, how to employ active learning in the cla ss room, continuous 

assessment, enha n ce their in te rest to teach , e tc. 

On the other h a nd , th e teachers wh o responded 'No' to th e above 

question in the above table indicated tha t some of their reasons to their 

response a re th a t no access to the application of INSET in the classroom, 

teachers a re not willing to ilolplement INSET training, the contents of the 

trainings are irrelevant to tea chers professional d evelopment , difficulty of 

a pplying it in the classroom, poor planning of the INSET programmes, becau se 

of inefficiency of trainers, e tc. 

Table XI: In-service Training Programmes for Upgrading Teachers 

Respondents 
Serial Item Teachers 

No No % 
1 Are there in-service tmjning programmes to upgrade 

the qualification of teach ers? 
a) Yes 112 64.74 
b) No 48 27.75 
c) No response 13 7 .5 1 

Total 173 100 
2 What kinds of in -service training do teachers u se 

mostly to up grade th eir qualification in the city 
adminis tra tion? 
a) summer course program 102 60 .00 
b) evening (extension) program 49 28 .32 
c) distance education program 6 3 .47 
d) systematically arranged class alon g with teaching 3 1.73 
e) No response 13 7 .5 1 

Total 173 100 
3 Are there clear in-service training stra tegies and 

guidelines? 
a) Yes 67 38.73 
b) No 92 53.18 
c) No resEonse 14 8.09 

Total 173 100 
4 Are training programmes In line with school 

development and the interest of the teachers? 
a) Yes 98 56 .65 
b) No 64 36.99 
c) No respon se 11 6 .36 

Total 173 100 
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The first two questions of table XI deals with the availability and kinds of 

INSET programmes for the upgrading teachers' qualification. While the last two 

items of the same table deal with the availability of clear INSET strategy and 

guideline; and whether INSET programmes match with the interest of teachers 

and school development plans. 

Regarding item 1 of table XI, 112(64.74%) of the teachers agreed with and 

48(27.75%) of the teachers disagreed with the availability of INSET programmes 

to up grade teachers' qualification . 

Therefore, the above data indicates that there are INSET programmes to 

upgrade teacher qualification in the city administration. 

Item 2 of the same table ".hows that 102 (60%) of the respondents agreed 

with summer course progra m, while 49(28.~~2%) agreed with evening (extension) 

program, 6 (3 .75%) agreed with distance program and the rest 3(l.73%) agreed 

with the systematically arranged class along with teaching are the most 

available INSET programmes for upgrading teachers' qua lification. 

Thus, majority, 102(60%) the respondents showed that the summer 

course program is mostly used to upgrade the qualification of teachers in the 

regIOn. 

Regarding item 3 of the aoove table, 67(38 .73%) respondents agreed with 

the presence of clear INSET strategies and guideline, while 92(53.18%) 

disagreed with the presence of clear INSET strategy and guideline . On the other 

hand , the interview conducted showed the presence of INSET strategy and 

guide line which is prepared by MOE and AAEB. 

Therefore, the above data indicate that (53.18%) of the respondents 

showed Lhe INSET programmes were planned and organized without clear 

strategy and guideline. However , this may be lack of information about the 

guidelines. 

Regarding item 4 of the same table, 98(56.65%) of the respondents 

affirmed that INSET programmes are in line wiLh teachers ' interest and school 

development plans . While 64 (36 .99°Al) of the respondents responded that 

54 



INSET progra mmes did not go in line with the interest of teachers and school 

development p lans . 

Therefore, m ajority (60.49%) of the teacher s indicated that the INSET 

programmes in th e city administration were not in line with th eir interests and 

school development plans. 

Table XII: Description of the Availability of Resources 

Respondents 
Serial Item Teachers 

No No % 
1 Are there adequate training facilities and 

materials? 
a) Yes 70 40.46 
b) No 93 53.76 
c) No respon se 10 5.78 

Total 173 100 
2 Are there adequate budget for INSET 

tra ining? 
a) Yes 33 19.08 
b) No 137 79. 19 
c) No resj20nse 3 l.73 

Total 173 100 
3 Are there competent and trained 

. . 
In-serVIce 

training personnels? 
a) Yes 61 35.26 
b) No 106 6 l. 27 
c) No resj20nse 6 3 .47 

Total 173 100 
4 Is there sufficient and convenient time 

schedule for in-service lrainir..g programmes? 
a ) Yes 
b) No 38 2 l.97 
c) No response 125 72.25 

10 5.78 -
Total 173 100 

As shown in item 1, 70(40.76%) agreed with the presence of adequate 

training facilities a nd materials. While 93(53 .76%) of the respondents disagreed 

with the presence of tra ining facilities and materia ls. 
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Therefore, the above data may indicate that training facilities were not 

adequate in the city administration. Regarding item 2 of the same table, 137 

(79.19%) disagreed with the presence of adequate budget for in-service training 

programmes. While 33 (19.08°/c) of the respondents agreed with the presence of 

adequate budget for INSET programmes. 

Therefore, the above data may indicate that adequate budget was not 

allocated. Sufficient budget is necessary for INSET programmes because 

finance is a major factor in INSET programmes . 

With regard to item 3 of the same table, 61 (3 5 .26%) of the respondents 

agreed and 106(61.27%) of the respondents disagreed with the presence of 

competent and trained personnel for INSET training. 

This shows that there is shortage of trained INSET personnel in the city 

administration. Competent a nd trained trainers are important for the INSET 

programmes to achieve their objectives . 

Regarding item 4 of the a bove ta ble, 38(21.97%) of the respondents 

agreed while 125 (72 .25%) of the respondents disagreed with the presence of 

sufficient time and convenient schedule. 

Therefore, the finding shows that the time given for INSET programmes 

was not sufficient and the schedule was not convenient for the trainees. 

Table XIII: Description of Evaluation of INSET Programmes 

Respondents 
Serial Item Teachers 

No No % 
1 Are evaluations made to check whether the in-

service training programmes are achieving the 
intended results? 55 3l.79 

a) Yes 94 54.34 
b) No 24 13.87 
c) No response 

Totd 173 100 
2 Are the feedback got from evaluation used for 

further planning of in-service trainings? 
a) Yes 3 l.73 
b) No 52 30.06 
c) No resElOnse 118 68.21 

Total 173 100 
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In item 1, 55(31.79%) of the respondent agreed and 94(54.34%) of the 

respondents disagreed whether evaluations are made to check the achievement 

of the intended objectives of INSET programmes. 

Therefore, the finding indicates that INSET programmes a re not evalua ted 

most of the time . However, the interview conducted with sub-city education and 

training experts s howed that evaluation of INSET programmes were rarely done. 

Normally, evaluation of INSET programmes is very important because it 

helps to see strong and weakne<>ses and enables the concerned body to improve 

the weaknesses. 

Regarding item 2 of the above table, 3( 1.73%) of the respondents agreed 

while 52 (30.06%) of the respondents disagreed with whether the feedback got 

from evaluations a re used for improvements of INSET programmes. Moreover, 

118(68.21 %) of teachers didn't respond to item number 2. 

Therefore, the above finding proves that after evaluation, the feedback 

was not used to improve INSET program. 

Table XIV: Description of Barriers of INSET programmes 
-

Respondents 
Serial Item Teachers 

No No % 
1 Are there barriers that hinder the effectiveness of 

in-service training programmes for teachers? 
a) Yes 142 82.08 
b) No 21 12.14 
cl No response 10 5.78 

Total 173 100 
2 If your answer to number 1 IS 'yes', which 

barriers mostly affect INSET programmes for 
teachers? 42 29.58 
a) financial problem 17 11.97 
b) expertise problem 15 10.56 
c) material problem 30 21.13 
d) time problem 19 13.38 
e)lack of interest of teachers 17 11.97 
f) lack of relevance of the content of INSET 1 0.70 
g) any other 1 0.70 
h) No res}2onse ----

Total 142 100 
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As shown in the table, item 1, 142 (82.08%) of the respondents agreed 

with the presence of barriers tha t hinder INSET programmes for teachers. While 

21(12.14%) of the respondents disagreed to the presen ce of barriers that hinder 

INSET programmes. Therefore , the above data prove the presence of factors 

which hinder INSET progra mmes. 

Rega rding item 2 of the same table, 42 (29 .59%) of the respondents 

indicated that fina ncia l problem is the most affecting factor tha t hinders INSET 

programmes for teachers. While 30(21.13%) of the respondents indicated that 

time is the most a ffecting ba rrier that hinders INSET programmes for teachers. 

Moreover, in rela tion to this the interview conducted with sub-city 

education and training experts revealed that finance, time and shortage 

professional trainers are the m a in barriers that hinder th e INSET programmes 

for teachers in th e city administration. 

Therefore, from the a bove finding one can unders tand that finance a nd 

time problems a re the two m ajor barriers that hinder INSET programmes for 

teachers. 

Table XV: Description on Induction Program for Teachers 

Respondents 
Serial Item Teachers 

No No % 
1 Is there a n induction program for beginning 

teachers in your school? 
a) Yes 83 47.98 
b) No 72 4 1.62 
c) No response 18 10.41 .-

Total 173 100 
2 Do you think th at the induction progra m for 

beginning teachers play a great role for their 
future professiona l development? 

a ) Yes 80 96.39 
b) No 3 3.6 1 

Total 83 100 

58 



As shown in the table , ;tem 1, 83 (47.98%) of the respondents agreed 

with the presence of induction program. While 72 (41.62%) of the respondents 

disagreed with the presence of an induction program in their schools. 

Therefore , from this finding an induction program is in ac tion In most 

general secondary schools of the city administration. 

Regarding item 2 of the same table, 80(96.39%) of the respondents agreed 

tha t the induction programmes for beginners has a great role in their 

professional development. While the rest 3(3.61%) disagreed to the contribution 

of induction program for beginning teachers for their professiona l development. 

Moreover, the interview conducted with school directors and sub-city 

training experts revealed that induction programmes playa significant role in 

h elping to develop confidence; introducing school culture (ada pting school 

environment), sharing of experience between senior and new teachers, gives an 

opportunity to introduce innovation to schools, e tc for beginning teachers. 

Therefore , from the above finding we can conclude that an induction 

program for beginning teachers has a great contribution for the professional 

development of beginners. 
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CHAPTER FIVE 

5. SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

In this part of the thesis, summary of thc major find ings of the study, 

conclusions drawn on the basis of the findings and recomm endations that are 

assumed to be useful to enhance the contribution of INSET programmes for the 

professional development of teach ers are presented . 

5.1 Summary 

The purpose of the study was to assess the contribution of INSET programm es 

for the professiona l development of secondary school teachers in Addis Ababa 

region. To meet this purpose, the study was conducted in seven genera l 

secondary schools one in each sUb-city. Moreover, education and training 

experts in three sub- cities were interviewed on issues that n eed clarification. 

The neccssary information was gathered mainly through questionnaire. The 

data obtained werc analyzcd using percentage. Based up on the a nalysis made, 

the major findings of the study a re summarized as follows: 

1) Majority of the teachers confirmed that there is access to an INSET 

opportunity in their schools. Moreover , a little more than one-half of the 

teachers agreed with the fair accessibility of an INSET program. 

2) Substantial portion of tJ::::! teachers indicated that short- term trainings 

such as workshops a nd summer course programmes are mostly arranged 

INSET programmes in their schools . 

3) A little more than one- half of the teachers had access to new 

information . The main accesses to new information for them are internet, 

print media, books , etc . 

4) Nearly one- half of the teachers indicated that experts at the Federal level 

were the planners for their in-service training program for teachers. 

5) Nearly two third of the teachers got the chance to participate in in-service 

training programmes in the past two years. While one- third of the 
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teachers did not get an opportunity to participate In any form of In­

service training programmes in the past two years. 

6 . Majority of the teachers participated once or twice in short- term trainings 

(workshops) . 

7. More than one- half of the teachers indicated that regional Education 

Bureau as the organizer of in-service trainings. The sub-city Education 

department and MOE organize INSET programmes rarely . 

8 . Majority of the teachers agreed with that the training programmes given 

to them had contribution to their professional development. Teachers 

showed improvements in lesson planning, continuous assessment, 

employing active lea rning methodology in the classroom, preparation and 

usage of teaching a ids, creating smooth relationships with students, staff 

and parents, classroom management, etc. Moreover, they described 

their developments in terms of upgrading of their qualification, salary 

improvement and helped in the overall classroom management of their 

teaching which of course, increased their professiona l competence and 

skills, etc. 

9. Majority of the teachers ha d a lready got the opportunity to upgrade their 

qualification through training programmes. Majority 
. . 
In-service 

Substantial portion of the teachers used mostly the summer course 

programme to upgrade their qualifica tion. 

10. Though they are infavour of in-service programmes, more than one-half 

of the teachers said they don't know on the presence of clear in-service 

training strategies and guidelines. 

11 . Majority of the teachers indicated that the in-service training 

programmes were in line '-'lith their interest and school development plan. 

12. More than one- half of teachers agreed with the absence of adequate 

tra ining facilities a nd ma teria ls in schools and colleges . However, 

majori ty of the teachers replied that there have been lacks of adequate 

budget for INSET. Majority of the respondents also expressed their view 

on the presence of competent and tra ined INSET personnels. Besides, 
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nearly three- fourth of the teachers replied that there was no sufficient 

a nd convenient time schedule for INSET programmes. 

13. A little less than two- third of the teach ers responded that there was no 

preset evaluation of INSET program to check whether the intended 

objectives were m et. Moreover, some of the teachers indicated that the 

feedback got from evaluation of INSET were not used for further planning 

of INSET program. 

14. Majority of the responcents agreed with the presence of ba rriers that 

hinder INSET progra m for teachers. A little more than one- fourth of the 

respondents indicated that financial problem as the major ba rrier that 

hinders INSET program. While nearly one- fifth of the teachers indicated 

that time a rrangement problem as the most affecting barrier of the INSET 

Program. 

15. A little less than one-half of the teachers indicated that induction 

programmes were practical in their schools . However, some of the 

respondents disagree on the presence of an induction program for 

beginning teachers in their schools . Besides , majority of the teachers 

indicated that the induction programmes were helpful for their 

professional development. 

5.2 Conclusions 

Based on the basic research questions and in line with the preceding 

resea rch findings and considering the review of related litera ture, the following 

conclusions are drawn: 

The research finding indicates tha t INSET programmes are accessible to 

teachers in Addis Ababa city administration. Besides, most teachers 

participa ted mos tly in short-term trainings (workshops) not more than twice . 

But other INSET programmes such as distance programme is given less 

attention. 
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Most teachers had different access to n ew information. The sources of 

information for them were books, internet, news papers, magazines, TV, radio, 

etc . 

INSET progra mmes in the city administration were planned a nd 

organized by sub-city, regional edu cation bureau a nd th e Federal MOE experts. 

Schools and teachers are given less attention. 

The INSET programmes given for secondary school teachers in the city 

administration had contribution to their professiona l developments like 

improvement In salary, upgrading qualifir:ation, and Increase In their 

professiona l knowledge a nd s kills, etc Moreover, teachers In the city 

a dministration upgrade their qualification mostly through summer course 

program. According to Addis Ababa Education Bureau (1997 E.C) 13 th Annual 

report, 836 teachers upgraded . th eir qualification from diploma to degree level 

through summer course progra m . This shows that if teachers upgrade their 

qua lification then they will improve their teaching competence and skill s. 

The resea rch findin g shows that INSET strategies and guidelines were not 

clearly stated. However , most of the INSET programmes that were given for 

secondary school teach ers in the city administration were not in line with their 

interests. Adequate budget were not a llocated for INSET programmes of 

teachers in th e city administration. Besides, there is no sufficient time and 

convenient time schedule to INSET program for teachers in the city 

a dministration. 

Even though the research finding indicated the presence of different 

barriers tha t hinders the effectiveness of INSET programmes in the city, 

a dminis tration , evaluation of INSET programmes were ra rely done and thc 

feedback got were n ot used for correcting the defects of the INSET program 

gIven. 

Induction p rogrammes were practical in the gen eral secondary schools of 

the city administration. This shows th at the induc tion program was used for 

socia lizing beginning teachers to school environment and cul ture. 
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5.3 Recommendations 

Based on the major findings and conclusions drawn with respect to the 

contribution of INSET programmes for the professional development of 

teachers, the following recommendations are suggested. 

1) The research findings show that major INSET programmes that were 

a rranged for teachers of the region are short-term trainings (workshop s) and 

summer course programmes. In addition to these, distance education 

program should a lso be organized so th at those teachers who a re 

constrained by different problems such as family commitment could benefit. 

2) INSET programmes will be successful if tra inees (teachers) participate in 

planning, organization and evaluation of INSET programmes. Their 

participation will make them be motivated and strive for the success of the 

program. Moreover, it creates a feeling of ownership of the program. Hence, 

teachers of the region should play their part in planning, organizing and 

evaluating INSET programmes. 

3) Some INSET programmes for teachers are followed by incentives and 

improvement in qua lifi cation (upgrading) but oth ers do not. If teachers are 

rewarded (improved their 6alaries) after INSET programmes. Then th eir 

motivation and interest towards their job and profession will be enhanced. 

Therefore, INSET programmes for teach ers should be followed by rewards or 

incentives. 

4) In order to maximize the effectiven ess of an INSET program for teachers, the 

programmes should be in line with the in terests of teachers. Adequate 

budget should be allocated; sufficient time and convenient sched ule should 

be set to the INSET programmes. Because fina n ce and time are the most 

determining factor s of an INSET program. 

5) The effe ctiveness of a n INSET program for teachers also depends on the 

knowledge and skills of training experts (personnel). Hence, well trained and 

competent INSET personnel should be assigned. The assignment should be 
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based on competence and expertise rather than by mere years of service and 

administrative position. 

6 ) The evaluation process of INSET program for teachers provides information 

about whether th e intended objectives are achieved or not. It helps to take 

corrections for any defect in th e training program, shows strengths and 

weaknesses of the program, etc. Hence, due attention should be given for 

the evaluation of an INSET program. 

7) To minImIZe the attrition rate of beginning teachers In the city 

administration the induction program should be used twice a year because 

m any beginning teachers lose their job in early years of their experience. 
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Appendix-A 

Addis Ababa University 
School of Graduate Studies 

College of Education 
Department of Curriculum and Teachers Professional 

Development Studies 
Questionnaire to be filled by Secondary School Teachers 

This questionnaire is designed to survey the contribution of in-service training 

for th e professional development of secondary sch ool teachers. The success of 

this study to a great extent depends on your genuine responses. Therefore, you 

a re kindly requested to be honest and give responses to a ll items provided in 

this questionnaire. 

In responding to the questionnaire, please note the following: 

1. 

2 . 

3 . 

1. All question raised h ere are of equal importance to attain th e objectives 

of the study. Failure to complete a ny of them will a ffect th e overall study . 

2 . You are not required to write your n ame . 

3. All your responses wi ll be kept confidential a nd used only for academic 

purpose . 

4 . Ma rk "X" for questions with options, and write your opinion for questions 

with open-ended. 

Part One: Personal Data 

Sub-city School 

Sex a ) Ma le D b) Female D 

Age a ) 20-25 D b) 26-30 D c)31 -35 D 

d) 36-40 D ej 4 1 and a bove D 

4. Year of service a) in teaching _ _ ___ _ 

b) As a director _____ _ 

c) Any other ______ _ 



5 . Qualification 

a ) Below 12+2 0 b) 12+2 0 c) 12+3 0 

d) BA/ BSC / BED 0 e) MA/ MSC / MED 0 

6 . Subject a rea of specialization a ) Major _____ _ 

B) Minor __________ __ 

Part Two 

1. Is there an access to an in-service training opportunity in your school? 

a ) Yes 0 b) No 0 

2. Are in- service t ra ining programs equally accessible to a ll teachers? 

a ) Yes 0 b) No 0 

3. If your answer to question number 2 is "Yes", what types of in- service 

training programs are mostly a rranged in your sch ool? 

a) Sh ort-term tra ining (e .g. workshop)D b) visiting other 0 

Schools 

c) Summer course program 0 d) dista nce education 0 

e) If th ere is any other state it. _______ ________ _ 

4 . If your response to question number 13 is 'No', then p lease mention some of 

the problems _______________________________________________ __ 

5. Do teachers have different access to new information? 

a) Yes 0 b) No 0 

6 . If your response to question number 17 is 'Yes', then what are the mam 

sources of new information? _______________________________________ _ 

7. Who mostly plans an in-service training program? 

a ) Teachers 0 b) principa ls 0 c) kebele education experts 0 

d) Zone education experts 0 e) experts at regional level 0 

g) Exper ts at th e federal level 0 

h) If any oth er please mention it ___________________________ __ 



8. At what level is mostly the in-service training or the secondary school 

teachers is planned? 

a) At school level D b) at kebele level D 

c) At zone level D d) at sub-city level D 

e) At regional level D [j at Federal level D 

9 . In the past two year s have you participated in any form of in-service 

training? 

a) Yes D b) No D 

10. If your response to question number 3 IS 'Yes' please indicate the form, 

rate of your participation and organizer of the training by 'X' mark 

Training given Frequency of Participation Organizer 
Once Twice Three times Four and 

above 
10.1 Short -term 

training (e.g. 
workshop) 

10.2 Visiting other 
schools 

10.3 Summer course 
program 

10.4 Distance 
education 

10.5 Other 

11 . Do you believe that the in-service training given to you has a contribution 
to your professional development? a) Yes D 

b) No 
12. If your answer to question number 9 is 'Yes', then whO kinds of 

developments did you get as a result of the in-service training? 

a) Up grading your qualificationD 

c) A shift to higher level D 

b) increase in salary D 

d) enhancing your teachingD 

e) All over classroom m a nagement in your teaching D 

1) If there is any other pleclse state it _____________ _ 

13 . If your response to question number 9 IS "No", then please mention the 

problem ________________________ _ 



14 . Are there different in service training programs to up-grade the qualification 

of teachers? 

a) Yes D b) NoD 

15. What kind of in- service training do teachers mostly use to up-grade their 

qualification (go to from lower level to higher level in their qualification) in 

the region? 

a) summer course program D b) evening (extension) program D 

c) dista nce program D d) systematically arranged classes 

Along wi th teaching D 

e) If any other, please mention __________________ _ 

16 . Are there clear in- service training strategies and guidelines? 

a) Yes D b) No D 

17. Are training programs in line with school development plans and teachers 

need? a) Yes D b) No D 

18. Are thcre adequate training facilities and materials? 

a) Yes D b) No D 

19. Are there adequate budget fur in service Lraining? 

a) YesD b) No D 

20. Are there competent and trained in service training personnel? 

a ) Yes D b) No D 

21. Is a convenient and sufficient time allocated for in servIce training 

programs? a) Yes D b) No D 

22. Do the feedback got from evaluation is used for further planning 

a) Yes D b) No D 

23. Are evaluations made to check whether the m- servIce training programs 

are achieving the intended results? 

a) Yes D b) No D 
24 . Are there barriers that hinder the effectiveness of in- servIce training of 

teach ers? a ) Yes D b) No D 

" 



25. Wha t are the m ajor barriers that mostly hinder the effectiveness of m 

service train ing for teachers? 

a ) Fina n cia l problem 0 b) problem of expertise 0 

c) Material problem 0 d) time problem 0 

e) Lack of interest on the side of the teach er 0 

f) Lack of relevance of the t raining 0 
g) If a ny oth er, please m e;ltion it ________________ _ 

26. Is th ere a n induction program for beginning teachers? 

a) Yes 0 b) No 0 

27 . Do you think that induction program for beginning teachers playa great 

role for their future professional development? 

a ) Yes 0 b) No 0 

28 . If your a n swer I S to qu estion number 27 I S 'No', then please state you 
reason ____________________________________________________________ _ 

Part Three: General Information 

29 . In your opinion , what are th e mam con tributions of teachers' in -service 

trainingprograms? ________________________________________________ _ 

30 . In your opmlOn, what a re the mam problems of teachers ' in - service 

tra iningprograms? ________________________________________________ _ 

3 l. What should be done to improve the planning, orga nization and conducting 

the in-service trainin g in th e city administration? __ _ 

32. Your su ggestion on the over all in-service tra ining 

progra m es, ________________________________________________________ __ 



Appendix-B 

Addis Ababa University 

School of Graduate Studies College of Education 

Department of Curriculum and Teachers Professional Development Studies 

Interview Questions with Secondary School Directors 

The purpose of this interview is to survey the contribution of in-service training 

for the professional developm ent of secondary school teacher in Addis Ababa 

city administration. 

1. Which types of INSET programmes for teach ers are arranged III your 

school? 

2. Do you think that the INSET programmes given for teach ers h ave 

contribution to their professional dcvelopment? 

3 . What kinds of professional developments are observed on teachers III 

your school as a result of in-service training programmes? 

4. In your opinion , does the in-service training given for secondary school 

teacher s enhance the tcaching learning process? 

5. Is there an induction progra m for beginning teachers in your school? 

6 . In your opinion, what is the significance of an induction program for 

beginning teachers? 

7 . In your opinion , what should be done to improve the quality of in-service 

training programmes for teachers? 



Appendix - c 
Addis Ababa University 

School of Graduate Studies College of Education 

Department of Curriculum and Teachers Professional Development Studies 

Interview Questions with sub-city education and training experts 

The purpose of this interview is to survey the contribution of in-service training 

for the professional development of secondary school teachers in Addis Ababa 

city administration. 

1. Is there a clear in-service training policy and guide lines iTI the city 

administration? 

2 . Are the objectives of the iTI-SerVlce training iTI line with the interests of 

teachers and school developmental plans? 

3. What kinds of in-service training programs are arranged for teacher in your 

sub-city? 

4. In your opinion , did the iTI-SerVlce training given for secondary school 

teachers h ave contribution for their overall professional development? 

5. What a dvantages do second.:..ry school teachers in your sUb-city got from in­

service training programs? 

6. What kinds of evaluation m echanisms have you used to assess the impact of 

training programs? 

7. At what level is the in-service training program for secondary school 

teachers planned? 

8. In your opinion , what are the major barriers that hinder the effectiveness 

of in-service training programs? 

9. Are in-service training programs equally accessible to all teachers in your 

sub-city? 

10. Is there an induction program for new teachers? 

11. In your opinion, what is the contribution of an induction progra m for the 

professional development of new teachers? 

, . 
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