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ABSTRACT 

The main pUlpose of this s tudy was to investigate the status of teachers' CPD 
program and, the degree of the linlcage between TTCs and CRCs, and to give 
recommendations for its improvement. The study was conducted on the samples 
drawn from CRCs, primary schools, WEO, ZED, and TTCs in Oromia Regional 
State. Three of the TTCs were randomly selected from six colleges that similarly 
pel/onn CPD practices. Six school cluster centers from the towns and another six 
from. l11ral woredas were randomly selected. Two primary schools from each 
school cluster were selected using pwposive sampling technique. Four groups of 
respondents, namely; mentees, mentors, directors and coordinators of CPD at 
different hierarchical echelons were included in the study. Questionnaire, 
interview, and personal observations were used to collect the necessary data. 
The collected data were analyzed using statistical tools like p ercentage, mean, t­
test, one way ANOVA and post hoc comparison of means. The results of the study 
indicated that the re was lack of responsible body to manage the CPI{ and the 
lin/cage between TTCs and CRCs, and their linkage was loose. In addition, the 
involvement of most of the CPD providers at school, CRC and Woreda level was 
almost partial. Regarding the training techniques or strategies, only li'mited 
number and type of them were employed; however, teachers have benefited from 
those scanty trainings. Teachers were interested to participate in the training, 
mostly, to get financial and material benefit more than the knowledge of the 
subject matter and the teaching methodology. Moreover, the competence and 
commitment of some of the CPD stakeholders was low. There was also absence 
or lade of clear guideline; materials, competent coordinators, and absence of 
assigned personnel to manage the program. The recommendations include: 
training the supervisors and assigning responsibilities, improving the linkage 
between TTC and the CRC through preparation and provision of films and 
training materials using cost sharing mechanism, involving different stakeholders 
to malce them provide financial, material, and technical support and providing 
incentives like salary increase for both the mentees and mentors. 

VI 
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CHAPTER ONE 

THE PROBLEM AND ITS APPROACH 

This chapter is designed to present the introduction, statement of the problem, 

objectives of the study, significa n ce of the study, delimitation of the study, 

limita tion of the study, the research design a nd m ethodology, definition of 

terms, and organization of the study. 

1.1. Introduction 

Sducational o rgan izations are established and are interwoven with each other 

to ach ieve educational purposes . Schools a re institutions that provide 

instruction and are largely geared to preparing children for the world of work, 

and some for further education. Primary education, particularly, is the chief 

instrument for social and economic growth, and it is the right to every citizen. A 

person with primary school education is more productive than a person who 

had no schooling opportunity (MOS, 2002 :77). 

Teachers training colleges are educational organizations where students arc 

trained to be teachers, a nd working teachers develop their profession. Current 

practices show that teachers trainin g colleges inter-link with primary schools to 

provide their instructors with practical applications of what is in the college or 

the theories, and to help their trainees to practice in the schools. In the 

teaching stations like classrooms, gymnasia and laboratories, teachers 11l1pan 

information or knowled ge to students. Thi s might be effec tive when there is 

professional linkage among different educational structures. 

The attainment of educational objectives seeks the sys tel1latic and well ­

established links of teachers with s tudents, colleges with s chools, and teaching 

stations in general with ed ucational man age m erll s tructu res. Therefore, the 



strong links among schools, colleges, teachers, s tud en ts and other educational 

organizations is importa nt process in education system. 

Teachers are th e bas ic providers and facilitators of educational serv ices, agents 

of change and as such a re in the front line of education reform (Oejnozka, 

1983: 164; MOE, 2004 :2). Teachers, with other resources, if th ey possess the 

desi rable knowledge and skill, are indispensable to fulfill educational purposes 

of sch ools. Nelson , Carlson and Palonsky, (1993 :251) reviewed tha t without 

good teachers, there cannot be good education. They added , "Effective teachers 

are as essential to good schooling as good athletes are to the success of spon's 

teams" . Training is an instrument to maximize teachers ' potential, skill and 

k n OWledge. 

Teachers acquire professional competencies through different ways. Firstly, 

they acquire the knowledge a nd s kill through pre-servIce trai ning and 

practicum program given in the teachers' edu cation institutions before joining 

the teaching profession. In these institutions, the students comple te 

coursework in the following general areas before being eligible for certification: 

language arts , methodology courses for various subjec t areas, measurement, 

learning theory, a nd curriculum (Smith , 1990: 240). 

Secondly, they develop their profession th rough a n induc tion pe riod th at ranges 

fro m 1 to 2 years, and is given d u ring the teachers' initial entry in to the 

profession . This time is a h ighly sign ificant moment for the newly deployed· 

teachers. It is a time when they face great challenges and are in n eed of a well­

established support in developing and dem onstrating tht.:ir competence. It also 

is a period of transition fro m student teachers to full m embers of the staff of a 

sc hool (MOE , 2004 : 12). 

Thirdly, teachers acqUI re knowledge and skill through tn- service tmllling 

programs given through out their caree r. These programs are planned activities 
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for incumbent teachers designed to improve their on-the-job performance. 

Oejnozka, (1983:86) pointed out the ways in-service training brings about 

improvements. These train ings (1) expa nd teachers' knowledge, (2) Improve 

individual teachers' effectiveness; and (3) encourage teacher s to want LO 

improve themselves. Teachers training colleges (1~rC s) possess a great deal of 

duties and responsibilities in this program. These in s titutions a imed aL 

developing the teachers' knowledge with which they are going to teach, and the 

method and skill of teaching. 

Moreover, the TrCs are going to have increasing links with schools. Apart from 

conducting pre-service teacher education and undertaking research , these 

colleges are going to have increasing links with school::;. This linkage could be 

any of the many formal or informal arrangements in which the colleges, schools 

and their respective faculties collaborate to enhance the education of sl:Udents 

(Unger, 1996:949) . Smith (1990:411) has stressed that; s t:udent teaching or 

practicum is one of the links between teacher training colleges and schools. 

In Ethiopia, the mam duties and responsibilities of teachers' education 

institutions for this linkage are spelled out as follo,vs (MOE, 2004:20) : 

• Link with school directors and supervisors [Q support th.e implementation of 
induction paclcages for the newly deployed teachers. 

• Link with. schools, school supervisors, and chlster centers to SUppOJ'l the 
implementation of CPD programs. 

• Provide professional support to the CPD programs for teachers. 
• Develop CPD packages for locally identified needs. 
• Provide findings of action research [Q schools, school supervisors anel 

cluster centers. 
• Provide reports and examples of good pracrice to schools, school 

supervisors and cluster centers. 

In general, Teachers training colleges perform a number of training activities. 

They undertake practicum programs, higher diploma programs, the new CPO 

strategies, the induction of newly deployed teachers , and the on-going CPO 
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,Programs of other working teachers at the schools 111 their vicinity (MOE, 

2004:20). 

To sum up, teachers could accumulate skills and competencies through pre-

serVIce, induction and 
. . 
lI1-servlce programs. However, there could be 

indispensable changes in the knowledge structure, the procedure of practical 

application of the knowledge, teachers, students, and/or communication 

resources. New forms of university management, for example, could bring 

different students and different challenges to teachers (Nicholls, 2001: 16-17). 

This is true in Ethiopian context. The 1994 Education and Training Policy of 

Ethiopia has brought different students to colleges and universities. They must 

have completed their freshman program at the secondary schools. 

The MOE also launched that the criteria for the professional development of , 
teachers will be continuous education and training, professional ethics, and 

teaching performance. Therefore, u pdating is important and it must be 

continuous throughout career long. MOE (2004:2) pointed out that, CPO is the 

most effective process and system of learning, experiencing and sha ring 

throu ghout a teacher's career. It will be more effective if it is properly 

implemented at school level. 

In general, the world is swiftly changing. Therefore, the already employed 

teachers have to update their knowledge and skills, and cope up with the 

dynamic nature of knowledge through in-service training, which is also termed 

as professional development Warant, 1980:5). In order to attain these 

objectives, the 2004 CPO guideline is prepared and its implementation has 

i;Jeen started. 

Although CPO is not a new idea to Ethiopia, it has n ot been structured , and 

supported (MOE 2004:2). Teachers' training colleges and schools are the 

training and practicing cites for training programs. Therefore, the efforts of 
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these colleges must not terminate just after graduation or certification of the 

students. They have to continue developing teachers' profession beginning from 

th e star t up of teachers' career. They do this in col laboration with school 

cluster centers and other educational structures . 

Ethiopia has a lready started clu st:ering pnmary schools for providing 

opportuni ties for a range of staff development activities. l~ecently, some three to 

five n earby primary schoo ls are organized as a school clusler Centre . One of 

the se schools (grade 1-8) is selected as Cluster Reso urce Centre (eRC) and IS 

respon sible for coordinating the school clu s ter centre. 

Thus, it is in ligh t of this framework that the s tudy is designed to assess the 

status of the linkage among teachers' traini ng colleges, school cluster centers 

and primary schools in Oromia l"<egional Sla te. With this guiding principle, as 

part of a country, Oromia Region a l State is expected to implement teachers' 

CPO within its respec tive primary schools as per the guid eli ne of l.he MOE. 

Accordingly, the region is impiemf:nting the program in all primary schools in 

collaboration with teacher training colleges. 

1.2. Sta tement of the Problem 

The fact that pre-service education is not a guarantee for acquiring qualified 

teachers implies there is a necessity to update their proiessional compe tencies. 

Sincc the world is rapidly evolving, teachers will face problems for the fact that 

their initial training will not see them throughout their lives. ThercJ'ore, lhey 

need to update a nd improve their own knowledge and techn iques throughout 

their lifetime . Th e implication of this fact is thal teachers need to continuously 

LIp-date their profession . 

Pertaining to this fact , various attempts were made to help teachers develop 

their competen cies . MOE has conducted a number of mechanisms like' 
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workshops, seminars and symposlums w improve the quali ty of teachers. On 

the other hand, frequent observations and research findings have shown that 

teacher s are poorly educated, in-service programs are used only w up-grade 

teachers' qualifi cation, there are inadequate CPO opportunities, programs are 

not relevant to professional development needs, and there i:; no systematic 

follow up a nd support (MOE , 2004: 1; MOE, 1991) . 

The Ministry a lso recognizes that there is a gap between policy demands and 

the existing professional skills of teachers (MOE, 2004 : 1-2). Other investigawrs 

also have found ou t the factors that adversely affect the training program. 

There is uninviting work environment, lack of incentives, finance, time and 

in d ifferen ce of education a l leader w CPO (Zenebe in Amare et. al 2001:429; 

Seyoum , 1998:15). 

UNICEF' (2000) proposed that to ove rcome such sh ortcomings that may have 

bee n part of problems in teachers' pre -service education, and to keep them 

abreast of new knowledge and practices in their field of profession, the effective' 

implementation of CPO is compulsory . In add ition, Ayalew (2004) recommended 

that a cluster network has w be created and [he linkage be[\veen c lusters, Tl'ls 

and colleges has to be established. 

At present, MOE is trying to create favo rable conditions for teachers' CPO, 

which is endorsed in June 2004. A guideline for schoolteachers' CPO 

en compasses the rationale for CPO objectives, s trategies and other details 

about teachers' career structure, licensing of teachers and the role and linkage 

of various leve ls in educational structure . Particularly, it emphas izes the 

practical linkage betwecn teacher training co ll cges and school c lUSler ccillcrs . 

In p ractice, too, there are attempts in schools, at woreda and zonal level w 

undertake teachers' CPO . 

The strategies currently taking place include English Language Improvement 

Program (ELIP) course that is being given to almosl all teach ers so as to 
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5. What are the factors that constrained CPD and the linkage between Tl'C 

and CRC? 

,1.3. Objectives of the Study 

General Objective 

The general objectives of this study were to investigate the status of teachers' 

CPD programs and the level/degree of linkages between the 'IvrCs and the 

CRCs of Oromia Regional State . 

Specific Objectives 

The specific objectives of this study were: 

• To know the extent of the links made between 'ITCs and CRCs, 

• To assess the degree to which the responsible bodies of CPD discharge 

their roles and responsibilities . 

• 

• 

• 

To examine the level of the involvement of CPD providers in the program. 

To identify the extent to which different CPD strategies /opportu',1ities are 

effectively conducted in the CRCs and the individual primary schools. 

To investigate teachers' motives behind CPD progr2.m. 

1.4. Significance of the Study 

Primary education is the base for social, economIc and human capital 

development. The absence of quality teachers, however, jeopardizes the effort 

towards the effective building of human capital investment, poverty reduction 

and an attainment of UPE goals . Teachers have to participate in quality and 

sufficient programs of CPD to be effective . The linkage between colleges and 

schools is popularly known in that colleges train secondary school completers 

and equip them with teaching profession. Beyond this, the involvement of 

colleges in to schools activities was limited. In deed, this limited involvement 

was not need based too. 
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To ensure the level of quality of teachers and the level of linkage between 

colleges and schools, it is important to evaluate programs frequently and make 

timely adju stments . Although a number of studies were made on teachers' 

CPO, th ere were limited effor ts to study the link between colleges and schools 

(Aya lew, 2004) . Thus, th e study becomes useful and timely in assessing the 

anomaly behind the problem. It will also have contributions from the following 

points of view: -

1. It shows the status of the linkages made between TrCs and CRCs and the 

underlying problems during the linkage. 

2 . The findings of the study would shed light on the alternative s trategies of 

CPO and thus c reate awareness on planners a nd managers of the subject 

under study. 

3. The study will help the colleges to formulate realistic and need based 

strategies in developing teachers' profession . 

4. It will iden tify the major stakeholders and create better ways of linkage 

among them so as to discharge their efforts. 

5 . It is hoped that the findings of the study would provide specific data to 

act as a working platform for fu rther studies . 

6. The paper would serve as a reference material for beginning researchers 

in the field. 

1.5. Delimitation of the Study 

Teach ers' profession could be developed th rough different strategies or 

programs. This study is restricted only to the development obtained through 

the linkage amon g TrCs, school cluster centers and schools; in line with the 

newly endorsed strategy of the 2004 teachers' CPO . The reason is related to due 

attention given by MOE to implement the program. 

Cons iderin g the distribution of colleges, the study was conducted in public 

primary schools and CRCs of Oromia Regional State to which the colleges 
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undertake the CPD programs. The reglOn I S chosen for its greatest number of 

primary schools compared to other regions. Public schools and government 

colleges are considered because the CPD program is aimed at teachers serving 

in public schools and it is ta king place in the government educational 

ins ti tu tions only. 

1.6. Limitations of the Study 

The researcher could not access to complete data on the number of CRCs, 

mentors, and mentees at each woreda or zone. Since CPD is a newly emel'ging ,! 

activity to Oromia Educational Bureau, there was no well-organized and 

complete data pertaining to this issue. Besides, there was lack of literature on 

the linkage between TTCs and CRCs or primary schools. 

In addition, documentary information that could have helped to show the 

actual practices of CPD undertaken at CRC and the number of men tees and 

mentors participated in the CPD programs were totally inaccessible in CRCs or 

TTCs for the reason that there was no personnel to collect and organize the 

data . 

1.7. The Research Design and Methodology 

A descriptive survey method was employed in the study. Since the purpose of ! I 

this study is to identify the status of teachers' CPD program, and the linkage i 
among TTCs, CRCs and schools, the problem can best be approached using '! 

this method , Besides, it is an appropriate method to understand the root cause 

and the current state of the problem by exa mining a nd describing the major 

problems facing the implementation of teachers' CPD and collaborative efforts 

on CPD in the region. Both the quantitative and the qualitative meth'Jds were 

employed. 
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1.7.1. Source of Data and Sampling Techniques 

The study tried to gather data from both primary and secondary sources . For 

secondary data source policy documents and guidelines related with the 

implementation of teachers' CPO were used . As a source for primal'y data, 

various relevant groups of respondents were selec ted. These include: the newly 

employed teachers (mentees), serving teachers that are trainers (mentors), 

directors and coordinators of CPO at WEO, ZED, and TICs . The three colleges 

included in the study out of the six colleges of the region were Jimma, Nekemte, 

and Asella Teachers Training Colleges . 

In Oromia, there are six teachers' training colleges. Three of them were 

randomly selected for the reason that they are operating CPO programs in 

almost similar fashion. Along with each of the sampled college, two sch ool 

cluster centers, from the town in which the colleges are found and are 

exercising CPO programs, were ra ndomly selected. In addition, two other school 

cluster centers from other rural woredas along with each of the three TTCs were 

randomly selected. From each of the school cluster centers, the school that is 

operating as CRC and one additional primary school were selected using 

purposive sampling technique. The samples were indicated in Ta ble 1 below. 
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Ta ble 1 : S a mple Colle ges, Zone s ,Woredas, CRCs and Respondents 

Locations CPD Considered for 
Sampling Number of S am les of the F our Gr ou s 

"';; 
~ ~ 

oS <Xl 
'" o " 

" "" C) , ..... -C) " ~ " <1 " I>: ~ 
.-< '" '" 0 !:: 0 " '0 " " ..... . ~ 0 

N 0 C) oS " 0 0 'TJt::: ::: 8 0 ..... ..... 
" " .... 

.<1 <1 <1 " o 0 
' ': 0 " " is o ..... 

'" (f) :;;; :;;; C) oS 

Jimma Jimma Jimma 2 4 3 8 4 4 
Town Town 

J im ma Ke rsa I 2 5 6 2 2 

Nekemte Ne kem te Nekemte 2 4 2 8 5 5 
, Town Town 

East Guto I 2 6 6 3 2 
Wollega Wayu 

Guduru 1 2 6 6 3 3 

West S h oa Welmera I 2 4 7 3 3 .. -

Meta Robi 1 2 6 5 2 2 i 
As ella East Ar si Asella 2 4 4 5 4 4 

Town 

Tivo 1 2 6 5 2 1 

Total Sites (361 12 24 

Total Rcsoondents 11521 42 56 I 2 8 I 26 

With regard to the subj ec ts of th e stu dy, 42 men tees, a n d 56 mentors were 

selected u s ing stra tified sampling techniqu e from strata of m entors and 

men tees of sample prima ry sch ools. Using purposive sampling, the school 

directors and CPO coordina tors from each sample primary sch ool were selected. 

This is becau se it is believed th at they have a lmost simila r characteristics with 

their respective groups and perform the CPO program. Office level coordinators 

including TIC deans , TIC a nd ZED personnel re sponsible for CPO program 

were selec ted using purposive sampling for the fact that they have decisive 

position in th e coordination and implementa tion of th e scheme. 
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Finally, WEO is one of the responsible bodies for CPO at the grass roo t k vel. 

The CPO coordinators of the WEO were included based on purposive sampling 

technique. 

1.7.2. Data Collection Procedures and Instruments 

The instruments used for collecting primary data were questionnaire, 

s tructured interview and observation. The questionnaires were prepared based 

on basic questions and review of rela ted literature . Four sets of questionnaires 

containing open and close ended question items were prepared in th e 

guestionnaire and d istributed: the first for mentees, the second for mentors, the 

third for directors and vice directors, and the last for coordinators. The content 

of the questionnaires were obviously different based on the duties and 

responsibilities of the respondents . 

Prior to d istribution, the questionnaires were tested for reliabili ty and validity 

on Nekemte TTC a long with one of its school cluster center. Three of the 

questions in the questionnaire possessed wrongly stated items, and they were 

corrected based on the feedback from the pilot test. After the pilot testing, 

questionnaires were distributed to the sample respondents and filled in by the 

mentees, mentors, directors and coordinators. Moreover, to enrich and assist 

the data collected through questionnaire, structured interview was conducted 

with WEO and ZED training personnel and the colleges' CPO coordinators. 

1.7.3. Methods of Data Analysis 

Different methods of data analysis, which are relevant to each variable or 

component, were used to examine the qualitative and quantitative responses. 

The unclear respon ses that were difficult to comprehend were disca rded. After 

the questionnaires are collected from the respondents, they were tabulated. 

Based on the nature of the questions, different statistical tools such as 

percentage, mean, standard deviation, t-test, one-way ANOVA, and Tukey !-ISO 
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post hoc comparison were employed for statistical analysis to explore and 

descri be d ifferences among the four groups. Information obmined through 

open-ended items, structured interview and observation were considered in the 

analysis and in terpretation of data. 

1.8 . Operational De fin ition o f Key Terms 

Cluster schoo l- One of a group of schools, geographically contiguous to one an 

other, which make thei r individual offerings (material and human) 

available to one another's teachers 111 to a mutual support.(Good , 

1973: 114; Bredenberg and Dahal,2000). 

Continuous Professiona l Deve lopment- A process and system of learning, 

experiencing and sharing throughout teacher's career (MOE: 2004 :2). 

In-servic e educat ion- Efforts to promote the professional growth and 

development of teachers' while on the job (Good, 1973 : 294). 

Me ntee- A teacher who is assisted, guided, lrained, etc. by a mentor during' 

his/her initial years in the profession. 

Mentor- The teacher who is relatively exper ienced, highly skilled and given the 

responsibility and playing the role of assisting, guiding, tra ining and 

serving as a role model for n ew teachers during their initial years in 

the profession. (Unger, Harlow. G., 1996: 595). 

Pre -service education- The academic and professional work in schools, 

colleges, or universities that a person has done before employment as 

a .eacher (Good, 1973: 435) . 

Profession- The teaching career of teachers that requires advanced education 

a nd specialized training (Dejnozka, E.L., 1983: 128). 

Professional De ve lop ment- An effort of moving eaeh teacher forward towa rd s 

eve r expanding expertise ancl expert praclice (Allinglon and 

Cunningham, 2002 : 186) . 
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Staff Development- Personnel process designed to improve the personal and 

professional growth of teachers, s upervisors , and adminis trators 

(Dejnozka, E.L., 1983: 154) . 

Strategies of Continuous Professional Deve lopment- the methods, 

techniques, or CPD opportunities that a re a imed at teachers 

professional development and that help them acquire knowledge 

and skill. 

1.9. Organization of the Study 

This s tudy was organized in four chapters . The firs t ch a pter deals with the 

problem and its approach. The second chapter presents the review of the 

related literature. Presentation, analys is a nd interpretation of the data are 

treated in the third chapter. The final chapter is concerned with the summa ry, 

conclusions a n d recommenda tions. 
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CHAPTER TWO 

REVIEW OF RELATED LITERATURE 

2.0. INTRODUCTION 

Teachers are one of the basic inputs in education system. Educational 

purposes are materialized through the interac tion of the teachers and students 

in the classrooms. This interac tion is the essential mechanism [or effective 

teaching and active learning process. Effective teaching is a comprehensive 

concept that involves the orchestration and integration of key activities into a 

meaningful pattern to achieve specific educational goal. Effective teaching 

behaviors a re positively linked with student achievement. Lambert , et. a l. 

(1996: 33) noted that effective teaching implies making a difference at schools, 

classrooms and profession tha t is central to the work of teachers . 

Active learning, on the other h a nd, as discussed in Ainscow (1 994 :40), is the 

process in which the learners are being required to take responsibility [or 

engaging with certain experience whilst taking note of a lternative perspectives. 

This will help them to relate n ew ideas to their existing frames of reference . 

Teachers with competent s kill and knowledge on how to guide students to be 

active learners are the base for the attainment of teaching learning objectives . 

Educational objectives are also best achieved in effective schools where there 

are effective teachers and directors. The best way of improving sch ool 

effectiveness is investing in teachers' development. Stronger teach er skills and 

qualification lead to greater students' lea rning . Quality profes sional preparation 

increases professional status and the re s ponsibility that goes with that training 

(Sadker and Sadker, 2003 : 24). Student achievement and teach er competence 

are, therefore, interrelated. There[ore, the importance of teach er development to 

successful educational change h as to be well establis h ed a nd h as to be 

continuous. 
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Recently, teacher preparation programs typically emphasize research and 

practical classroom skills, often working in close collaboration with local ' 

schools (Sadker and Sadker, 2003: 24; MOE , 2006), In connection with the 

above argument, Lambert, et. a l. (1 996: 47) also added th e importan ce of th e 

collaboration. Professional educators, pa rents, students and community 

members in partnership continue to know one another better. 

School leadership also h as an effect on teach ers' development. When school has 

onc or two good teachers, it is u s ually a mat te r of in dividual initiative, but 

when a school has many good teachers , it is a result of leaders hip (Allington 

a nd Cunninghgam, 2002: 16). Therefore, in line with the professional 

deve lopment of the teachers, the directors' development should actain greater· 

emphasis. Currently, MOE has set new form of collaboration among different 

stakeholders of education on teachers CPD to create m a ny good teachers a nd 

effective leadership (MOE, 2004). It should be noted here that effective 

educational results and outcomes would hardly be obtained without quality 

teachers and directors who need timely and continuous professional 

developmen t opportunities. TTCs are the m ajor responsible educational 

organizations to effectively and timely develop teache rs' and directors' 

profession. Ins tead of coordinating CPD a t individual prima ry school , the 'ITCs 

co uld easily interact with collect ion of schools- the clus tcr sch ools. 

To this effect, the linkage be tween rrcs a nd Cl<Cs on teachers' development 

should obtain special prominence. Ha ving introduced the importance of 

e ffective teachers and effective schools, it seems reasonabl e to briefly shed light 

on the linkage between the rrcs and CRCs, and CPD and its management. 
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2.1. Teachers Training Colleges: An Overview 

To become a teacher, considerable training is required. Qualified elementary 

teachers complete a program of study at 11'ls and/ or TTCs with an a pproved 

teacher education program. Upon successful completion, individu a ls will be 

eligible for certification as an elementary teacher. 

Colleges, in d ifferent countries, vary with the duration of initial training. There 

could be various ways to prepare and support teachers in variety of 

environments. UNESCO (2007: 80) proposed, the reduction of the duration of 

pre-service trainin g is a means to increase the supply of teachers. For instance , 

in UK, trainees spend two-third s of their training time in schools. In Cuba, all 

pre-service training is school-based. Although the shortening of training time is 

a growing trend, it requires significant resources, sufficient schools serving as 

training environments, and enough mentors. 

It is summarized in UNESCO (2005) cited in UNESCO (2007: 80) as : the 

teachers trained in the new program (shorter time) are as effective as those who 

graduate from the three-year one, a nd the program is considered cost-effective 

in part of higher ratio of student teachers to teacher trainers. Moreover , 

effective schools encompassing effective teachers could serve as lraining 

grou nds for the teachers' CPO. [n so doing the linkage between the colleges and 

the sch oo ls has to be firm. Along with this, MOE also is improving and 

developing the expertise of 'n 'c instructors through a highe r d iploma program 

for lcach er educators (MOE, 2004: 23). Therefore, a thorough training is 

incompa ra ble, and it could be supported through CPO and effective training in 

the TTCs. 

It is believed that Ethiopian Higher Education started in the 1950s with the· 

advent of a western type of colleges and universities . These college,,; were part of 

higher education institutions and designated as Teachers' Training Colleges, 
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Teachers' Education Colleges, Teachers' Education Institutions, etc (MOE, 

2004 ; MOE, 2006; Amare, 2005:1). Prior to the 1994 Education and Training 

Policy, TICs have trained secondary school (grade 12) completers, for two years 

and certified them with d iploma. These individuals will become eligible for 

e lementary or secondary schoolteachers. Since the 1994 education policy, the 

general secondary school (grade 10) completers are trained for three years and 

certified with diploma and will be eligible as second cycle primary education 

(grade 5-8) teacher (TOE, 1994). 

The admission to 'ITCs had exposed the colleges to critics. Admission standards 

were so low that anyone that has low academic talent could enroll in teacher 

education and will undoubtedly graduate, because the academic standards 

were so low. Furthermore, in developing countries, teachers lack adequate . 

preparation, pedagogical skills, motivational and professional commitments 

(Smith, 1990: 402-404). This argument seems true in the Ethiopian context. 

Secondary school com pIeters with low OPA are admitted to teachers' training 

colleges. This situation demands a great deal of support to teachers while they 

are on-the-job, and hence, the need for continuous professional development. 

Currently, TICs are creating partnership with schools. One of the roles of TICs 

is to cooperate in operating with schools like laboratory schools and CRCs. 

Laboratory School, as defined by Dejnozka (1983: 93), is a school operating 

under the supervision of a college for demonstration of teaching, student 

teaching and research. Recently, however, colleges are operating with clusters. 

This concept will be discussed briefly in the forthcoming topics. 

2.2. The System of Primary School Education 

Primary school, also called elementary school, is an education system catering 

children who a re, in most cases, eagerly involved in learning a nd /o r playing 

and who may be as young as six or seven in first grade and as old as thineen or 
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fourteen in eighth grade. This school IS a mandatory beginning point or the 

stepping-stone, the most important education opportunity and the first 

organized educational experience for young children (Smith, 1990: 222). 

In UNESCO (2002: 306) elementary education is defined as: 

Educational programs that are normally designed on a unit or project 
basis to give pupils a sound basic education in reading, writing and 
mathematics along with an elemenCClry undersCClndiltg oj other 
subjects such as history, geography, natural science, social science, 
art and music. In some cases, religious instruction is also featured. 

Jarolimek and Foster (1997: 5-7) also discussed purposes of elementary school 

education that included literacy, citizenship education and personal 

development. 

Currently, there is a consensus among world community to enroll and retain all 

primary school age children to schools until 2015. However, developing 

countries have faced a problem in arres ting dropout and attracting children to 

school. In 2004, for example, a large number of out of school children were 

found in Nigeria, Pakistan, India and Ethiopia (UNESCO, 2007: 30) . For 

instance, the 1997 Educational Statistics Annual Abstract indicated that, when . 

even the GER is considered, about 12 .5% of children arc out of school from a 

total s tudent popUlation of more than 5.2 million in Oromia Regional State. One 

reason could be the shortage of teachers and the inadequacy of CPD to 

convince teachers to work effectively in their respective schools. 

2.2.1. The Organization and Management of Primary 

Schools 

Grading 

Primary schools could be organized in either graded schools or non-graded 

schools. Graded school is a structured system in which specific information or 

content is "covered" with in a set period (Tewksbury, 1867 in F<einhanz and 
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Beach, 1997 : 9). I t is the practice of grouping children , who are of simila r age 

and keeping them intact from one year to the next as children progressed 

through school. The elementary school in Ethiopia officially enrolled children of 

age seven through fourteen in the graded schools from grade one to eight 

respectively. On the other hand, Jarolimek and Foster (1997: 51-52) have 

proposed the organization of the non-graded school system. This is a cross-age 

grouping that groups children of homogeneous ability with even varying ages 

for specific subjects . 

More specifically, schools can be organized in to grades for separate subjects, 

with libraries, and pedagogical centers in the classrooms (Allington and 

Cun ningham, 2002 :54 and 260). Whatever the organization of schools or 

classrooms is, the schools that work, in which all children learn bes t, are 

schools where every classroom teacher becomes more expert in teaching 

children . This could be resulted from the development of professional learning · 

community (Allington and Cunningham, 2002: 273). This implies that expert 

and effectiv e teachers are the most important elements in all types of school 

organizations. 

Principal Role 

In line with the best organization, effective management of elementary schoo ls 

IS vital for the s uccess of educational objectives. Principals perform many 

different tasks and functions. These may include instructional leader ship, the 

management of personnel, finance, the school plant, community relations and 

students. "These roles are becoming increasingly complex; make principals . 

constantly shift activities now and then" (Smith , 1990: 224-225 and 343). 

Cooper (1989) in Smith (1990: 225) expressed that principals, as instructional 

leaders, perform all activities that promote learning in students, and a ttend 

staff development activities to improve their skills. As Smith argued, principals 

must be able to identify exemplary teaching from poor teaching and should 
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develop incentives and rewards for the better and improve the pOOL Principals 

s h ould support teachers for the development of their profession. They h ave to 

give teachers enough time to accept responsibililY for their own professional 

development 

2.2.2. Considerations in Primary School Teachers 

A n u mber of important elements are needed to improve the quality of primary 

education . Investments aimed at improving facilities, developing coherent 

curr icula, providing cost effective instructional materials, textbooks or 

lech nology, or improving school management are all essl:nliul inputs one cou ld . 

men tion. However, Raudenbush, et. a !. (1993: 279) argued that "the impact of 

such an inves tment on student learning depends upon the capacity of teachers 

to utilize resources effectively in classrooms. Lissitz and Schafer (2002: 3) 

stressed the importance of teachers, "the locus of the teaching learning 

expen ence IS in th e classroom, and its primal-y agents a re teachers a nd 

students". They added, "Teachers become the experts in a domain no one else 

is expected to understand". 

Effective schools are not the results of a plan developed by federal, regional or 

district officials. The people who work in them change them. Others outside can 

help thl: change, but do not do the chan ging lhat n eeds to be done (A llin glOn 

and Cunningha m, 2002: 282). Therefore, teache rs are the main actors as well 

as th e change agents in the process. There are factors inter linked with teachers' 

career that cou ld affect teaching and additional ro les. Some of these might 

include training, social status, incentivl:s and qual ifil:at ion. 

Training 

Effective teachers can be the result of effective training and improved teaching 

learning environment. Tra ining (pre-service a nd in-service) is the means by 

which teachers are made and developed. After pre-service training IS 
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successfully completed, it follows the receipt of a certificate (0 mark the 

acquisition of professional knowledge and skill. The acquisition of the certificate 

may not be the end of teachers' training. 

Through time, also, the knowledge and skill they once acquired could become 

ch anged. The educational policy, institutions , organizations or s tructures may ' 

be changed or reorganized . As the pre-service trainees a re newly joining the 

teaching profession, they definite ly lack the prac tical skill and experience. They 

have not yet assimilated their theoretical knowledge with practice. Therefore, 

CPO is to be compulsory. 

Social Status 

Before the pre-service training or even throughout the ir career, teachers could 

perceive themselves as low status professionals. Smith (1990: 386) said, 

"Teachers often are looked up on by the public as unprofessional who a re 

incapable of earning a living in any other vocation". Weis (1987: 3) added, "The 

best and the brightest do not elect to enter teaching, and prospective teachers 

learn little in teacher education programs" . 

Teac hers dislike their career for many reasons. The major one IS low salary. 

Incremental obstacles pile up and wear down a teacher. Teachers complain 

heavy workload, extra responsibilities, disc ipline issues, negative attitudes 

expressed by students, unrespon s ive school administrators, and lack of 

s upport from parents . The worst of all is teachers' perception. They perceive 

themselves as being at or near the bottom of a hierarchicaJ order in the 

educatio n system (Lamber t, 1996:34). 

Incentives 

Different authorities and researchers have recommended that teachers' 

recogn ition or teacher promotion is powerful incentive for professiollal 

development. J arolimek and Foster (1997: 370- 371), Sadker and Sadker (2003: 



567 -571 ), S mith (1990 : 22-23) mentioned the strategies that assist teacher 

recognition or teacher promotion . Some of th ese include merit pay, career 

ladder and board certification, and d ifferentiated staffing. The themes of these 

s trategies will be d iscussed under the topic "Teacher s' CPO", below. 

A s tudy undertaken on why teachers join the teaching profession indicated thaL 

th e reasons could be intrinsic, extrinsic or altruistic, although they vary among 

the d eveloped and the developing coun tr ies (UNESCO, 2000: 343). In mOSL 

adva n ced countries, also called m e tropolita n s, the l·easons a re intrinsic and 

a ltr u istic motivations. These include the need to make a d ifference to students 

and socie ty, to be role models for students, exchange of ideas between teacher 

and studen t for mu tual growth, a w ish (0 share personal knowledge and · 

expertise, love fo r children , to express creative expressions, considering 

teaching as respected profession, etc. The reasons in developing countries fall 

ei ther in ex trins ic, in trinsic or altruis tic. These include to serve the nation, (0 

fur th er knowledge , to contribute to society, (0 earn a living, teaching was the 

only choice, fULure is un certain or nothing else available. 

Qualification Ass ociated Beh a viors 

Pertaining to the qualification, as indicated in MOE (2005: 25), in Ethiopia, 

about 97 .3°;(, of first cycle (1-4) primary teachers a re qualified. However, in the 

second cycle (5-8) primary, only 43. 1 % is qualified . This indicates that there is . 

a great need for qualify ing teachers to the level they teach and LO co ntinually 

develop th e ir p rofession-in line with teachers' development. program (MOE, 

2006). 

The other considerations that teachers must be aware of are the range of 

behaviors associated with effective teaching . In the effective teaching process, 

teach ers need to have background informarion to success fully use resources 

and m aterials that aid the teacher in delivering instruction a nd enrich the 

instructional strategy (Remhanz, 1997: 144). 
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Effective teachers could act as mentor, itinerant teacher, and substi tute 

teacher, for example . Mentor is someone who supports or nurtures the student 

teacher or the newly deployed teacher in the m ost prevalent perception (Elliott 

and Calderhead (1992) cited in Williams (1994)). Mentor, as defined III 

Jarolimek and Foster (1997: 372), is experienced and highly compe tent 

professional who is selected to work with beginning teachers for ensuring a 

successful entry to teaching. Mentoring, as discussed by Caruthers (1993) cited. 

in Field (1994), is a complex, interactive process occurring between individuals 

of differing levels of experience and expertise that incorporates interpersonal or 

psychological development, career a nd /or educational development, and 

socialization funct ions into the rela tionship. 

"Itinerant teacher is a traveling teacher; one who works in more than one 

school. He works directly with children who have special needs. And provides 

advice and assistance to regular teachers" (Dejnozka, 1983: 89) . He is needed to 

foster inter CRC relationships, in case of CPD . Substitute teacher, on the other 

hand, is a certified teacher who serves as temporary replacement for regular 

teachers for a day or more during a regular teacher's temporary absence or for 

an e ntire year, while a regular teacher is on leave (Unger, 1996: 948). This 

might work in urban primary schools where there are excess teachers. 

2.2.3 . Primary School Students 

Enrollment 

The international community h as planned to achieve Universal Primary 

Education (UPE) in 2015. The UPE goal implies both universal access to and 

universal completion of primary educaLion that is measured by net enrollment 

ratio. According to the report of UNESCO (2007: 109), under a topic "A Nine 

Point Agenda", achieving UPE by 2015 is uncertain. The report said, "In some 

countries, the gender parity goal, already missed in 2005". We must act now to 

get a ll children , includin g the disadvantaged and vulnerable, into school and 
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take steps to ensure thar they stay the re and learn. To this effect , teachers 

must be motivated to effectively perform their teaching ac tivities and ass ist the 

achievement of UPE goal. This need s increased number of trained teachers · 

through both the pre-service and the in-service . 

In Ethiopia , dramatic quantita tive achievements h ave been made recently. 

Primary school enrollment has increased from 19% in 1992 to 6 l. 7% in 2004 . 

As indicated in a report of UNESCO (2007: 202), Ethiopia is grouped with 

countries that h ave low EFA Developmen t Index (EOI) . Ethiopia is on the 118111 

ra nk in EOI a nd 117111 in the to ta l primary Net Enrollment Ratio (NER) our of 

the 125 countries, according to the 2004 data. Countries ranked below Ethiopia 

include: Benine, Mozambique , Guinea, Ma li, Burkina Faso, Niger and Chad. 

Therefore, Ethiopia has to s trive to enroll a ll s tudents into school, retain th em. 

in the school and make them complete primary school education. To do so, the 

role of prima ry school teach ers is of great worth. 

S imila rly, achieving UPE 111 Oromia Regional State IS uncena ll1. The 

Educational Statistics Annual Abstract of MOE (2005: 25) indicated that the 

Gross Enrollmen~atio (GER) of 2004/05 (1997 E.C) is 87.5% . Although GEI"< 

is 102 .8% in gr~-4, it is only 55.3% in grades 5-8 in the same year. Many 

children includ ing th e disadvantaged and the vulnerable are out of the school. 

It can be assumed that the NER is lower than this figure. 

On the other hand, s tudents at pnmary schools a re lea rning in densely 

popu lated c lassrooms a nd a re taught by many unqualified teachers (about 

3%at grades 1-4 a nd 57%in the second cyc le (5-8)) with heavy workload. The 

MOE (2005) reveals that th e pupil teacher ratio (PTR) and Pupil Section Ra tio 

(PSR) are 78 and 74 respectively. Therefore, to catch up on the countries of t.he 

world, we have to consider the paramount importance of teachers' development 

program (MOE, 2006) .. CPO has to get emphasis to help teachers stri ve 

towards attracting and retaining students at school. 
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Academic Achievement 

Reinhartz and Beach (1997: 143) suggested, in the teaching learning process, 

when identifying goals and objectives, teachers have to consider s tudents' 

suggestions, perceptions , ideas, needs and interests; teachers have to consider 

the s tuden ts ' learning styles, and discover various ways to motivate them, 

acknowledge their developmental level and cognitive styles. This will help 

stu dents learn more effectively and retain what they learn. These achievements 

could easily be attained when the teacher s are knowledgeable about these 

concepts, which could be obtained through CPO . 

2.3. Main Functions of Primary School Clusters 

Primary sch ools organize themselves to provide a higher level of support. 

Bredenberg and Oahal (2000) stated that, "school clustering is a process of 

organizing geogra phically contiguous schools into a mutual support, to share 

resources, both material and human, and to facilitate interaction be tween 

schools" and also to undertake CPO. In Lunt, et. a l. (1994: 6) a given committee 

recommended about cluster schools that secondary schools and their reeder 

primary schools in a locality shou ld form themselves int.o "cluslcrs" and . 

collaborate in meeting their pupils' needs by sharing or pooling resources. By 

pooling resources, ordinary schools could take joint respon sibili ty for mee ting a 

greate r level of pu pils' needs. 

Ethiopia has started clustering primary schools. In some part of the country 

there m ay a lready be school clusters in operation. Recently, some three to five 

nearby primary schools are organized as clus ter schools and a re provid ing 

opportunities for a range of staff development activitie s. One primary school of 

grade 1-8, termed Cluster Resource Center (CRC), 1S responsible for 

coordinating the clus tered schools. Teachers are participating in CPO programs 

a t the CRC. 
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The specific obj ective of training, as stated in Education and Training Policy 

(TGE 1994: 8), is "to improve relevant and appropriate education and training 

through formal and non-formal program". Concerning the teachers' 

qualification the policy adds, 

Teachers, s tarting from Icindergarten 10 higher education, 
will be required to have the necessary teaching qualification 
and competency in the subject matter, techniques of 
teaching, language fluency, classroom management, and 
media of instruction (TGE, 1994: 20-21). 

As spelled out by MOE, cluster schools could have different func tion s and 

responsibi li ties. These include: 

• Design and develop, p lan and coordinate high quality CPD programs for 
schools within their cluster, in consultation with the cluster schools and 
other relevant stalceholders. 

o Provide weI/-planned CPD programs for schools within their cluster in ' 
cooperation with school directors. 

• Supervise support and evaluate the CPD programs of the schools within 
their cluster. 

o Ensure that effective systems of communication are in place within and 
betw een the cluster schools. 

o Encourage and support action research and the sharing of good practice. 
• Implement particular CPD opportunities for female teachers, 
• Provide report, evidence of good practice to schools and worec/a educatiolt 

ojjices (WEDs). 
• Be venue for the delivery of centrally cleveloped course, so that stajj)i'om 

isolated schools might then be able to benefit Fom the facilities of the 
cluster center. 

In Lunt, et, al. (1994 : 6), some of the functions of cluster schoo ls is li sted" 

These a re: 1) s h a ring of responsibilities for m ee ting education needs; 2) forming 

links a mong cluster schools, secondary schools and tertiary education ; 3) 

assisting local decision making process on ed ucational needs; 4) providing 

services like health and social services, etc. 
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This concept implies that a group of primary schools that may be three to five 

in number could form a cluster and contribute their important resources, 

materia l, or human to the CRC a nd all the individual primary schools could 

share a nd effectively use these resources. Moreover, in-service train ing or CPO 

opportunities could easily take place in the CRCs. 

2.4. Teachers' Contin uous Professional Development (CPD) 

2.4. 1 . The Meaning of CPD 

Different authorities have defin ed CPO in different ways, and according to 

Ornestein a nd Levin (2000: 46), MOE (2004), and Ra udenbush, et. a l. (1993: 

280), it is commonly under stood as:-

a. the further education and tra ining of teachers to stay u p to date; 

b. an integral part of teachers' professional growth ; 

c. continued education or train ing of teaching staff; 

d. a li felong learning process; 

e. the most effective process and system of learning, experiencing and 

sharing throughout a teacher's career; 

f. a n a lternative mode of pre-service training. 

Once teachers acqUIre professional knowledge and skill during the pre-service· 

training, it is h ardly a guarantee that they could be effective throughout their 

career. They should develop their knowledge and skill on continual bases to be 

effective and up to d ate , as it can be summarized from the previous 

discussions . 

l~ aundenbush , et. al. (1993: 280) and Lissitz and Schafer (2002:42) a lso 

disc us sed CPO saying, it is the competence o f teachers a lready on the job that 

must be enha nced through CPO if educational quality is to increase. CPO is the 

means fo r filling professional deficiencies of teachers. If teachers are deficient in 

the mastery of assigned achievement targe ts , they must be h elped to fill this· 
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gap. To- summarize the concept of CPO, Rabindranath in Elahi (1997: 8) aptly 

said, "A lamp can never light another lamp unless it continues to burn its own 

flame, a teacher can never truly teach unless he is still learning himself'. 

2.4.2. The Needfor CPD 

The development of economy guarantees the adequacy of education. 

Educational inadequacies in developing countries are both a cause and a result 

of poverty. Therefore , countries and international organization s have placed 

great stress on bolstering the economies of developing countries by expanding 

and improving their educational systems in general and primary education in 

particular. Most importantly, CPO programs produce positive effects on 

teachers' behavior and students' achievem ent (Ornstein and Levine, 2000 : 514). 

To help the attainment of the UPE goals of 20 15, CRCs toge ther with TTCs are 

responsible for developing teachers' profession to achieve educational aims of 

primary school using CPO strategies . The n eed for CPO has become widely 

accepted for different reasons. Obsolescence of knowledge through time is one 

of the reasons (Harris, 1989: 11-12). Change is another important factor tha t 

initiated CPD. Levin (1962) cited in Elahi (1 997 : 10) suggested that, further 

training remedies teachers from long set habits that become rooted in them a nd 

forces them to act always in the old well-established way, independently of the 

transformed world around them. Change in curriculum, technology, teach er's 
, 
role, materials, programs, etc force teachers to continuously develop their 

profession (Farrant, 1980 : 286; Lieberman a nd Miller, 1979: 4; Raudenbush, 

1993: 281) . 

Through CPD programs , teachers satisfy the requirements for the renewal of 

teacher licensure, work toward an endorsement or a license in a teaching field, 
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attend programs to master new skills, obtain advanced certificate, diploma or . 

degree, as well may earn a higher sala ry. 

Considering cost is important in educational programs. The cost of training 

teachers ou tside their school is extremely expensive. Conversely, training at 

school level or at CRC could be cost effective. Every dollar spent to increase 

teacher qualifications improves students' academic performance more than 

money invested in other areas (Sadker and Sadker, 2003: 551; Raudenbush , 

1993: 282). 

Although the need for professional development is worthwhile, it has to be 

tested against some benchmarks whether it attains its objectives. Little (1993:· 

138) has set the following principles against which professional developmclll be 

reasonably tested. These are: 1) it offers meaningful intellectual, social, and 

emotional engagement with ideas, materials and colleagues both in and out of 

teaching; 2) it takes explicit account of the contexts of teaching and the 

expen ence of teacher s; 3) it offers support for informed dissel1l; 4) it places 

classroom practice in the large contexts of school practice and the educational 

careers of children; 5) it prepares teachers to employ the techniques and 

perspectives of inquiry; 6) its governance ensures bureaucratic restraint and a 

balance between the interests of individuals and the interests of institutions. 

2.4.3. The Practices of Some Countries on CPD 

Countries underline the importance of the development of their teachers' 

profession. The emphasis may vary, however, on (he length of training, 

strategies, policies, etc. Some countries prefer shorter and school-based 

training schemes. In UK for instance, two-thirds of the training time is spent in 

schools. All pre-service training, in Cuba, is school based (UNESCO (2005) in 

UNESCO, 2007: 80) . 
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Public professiona l conversation is one of s trategies of CPO. Schools of America, 

in wh ich public professional conversations are fostered a nd supported , a re 

moving towa rd becoming good schools. These conversations could exist during 

classroom observation. Teachers n eed to be observed by thei r mentors , 

administrators, or a veteran teach er. The observation by the ve teran leacher, 

wh ich is a lso called peer review, is well known in some s ta tes of America such 

as Mineapolis, Cincinnati, a nd Columbus . These states identify their strongest. 

teach ers to evalu ate and assist others to move th em toward greater 

professionalism and autonomy (Sa dker a nd Sadker, 2003: 555). 

In Thailand, on the other hand , internal supervIsIOn is preferred to in-service 

training. Teacher's experience in in-service training cou rses pred icts neither 

instructional quality nor student ac hievement. On the other ha nd , i11lensity of 

internal supervision significantly predicts both instructional quality and 

studen t achievement. In-service training, to them , in cl udes courses of academic 

instruction that mayor may not include components of classroom observation 

and feedback. Supervision, on the other hand, is the activities of adminis trative 

authorities over teachers to m onitor, observe, evaluate and provide feedback on 

classroom teaching (Ra ndenbush, et. a!. 1993: 279-280). 

In general, there are wide varieties of teacher in-service educational schem es 

th a t improve teachers' profession in dilTerent co un tries . These include: i)a 

n a tion a l program of principal training with a strong emphasis on classroom 

supervision; ii) the granting of increased a uthority to school clu ste rs, each 

hav ing a resource center and a m andate to involve teachers in developing a nd 

using innovative instructiona l ma te ria ls iii) informally, at the school level, a 

n u mber of teachers and principals h ave organized teacher s pecia liza tion 

schemes (Randenbush, et. a!., 1993 : 28 1). 
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2.4.4. The Practice of CPD in Ethiopia 

In Ethiopia, less in terested and less committed individuals was recruited to 

teachers' education institutions as in other countries. There was a lso lack of 

correspondence between training curriculum and the need of the school. The 

teachers wel-e poorly educated. The capacity of teachers' education institutions 

in providing adequate ly qualified teachers has been far below the need 

throughout the development of modern edu cation in the country. There are 

limited or no staff development or prom otion oppor tunities or supponing 

mechanisms th at will enable teachers develop their profession. (MOE, 1991; 

MOE, 2004: 1). The in-service trainings practiced were workshops, summer 

courses and trainings on how to u se different instructional materials like radio, 

science kits, books, different teaching aids, etc. These practices were sporadic 

and spontaneous. 

Currently, MOE has considered the recommendations of different resea rchers 

on the quality of teachers' education. Particularly, the 2006 TOP document has 

cons idered the recommendations suggested on a study titled, "Quality and 

Effectiveness of Teacher Education in Ethiopia" that has been undertaken in 

2002. Based on the recommendations, the TOP program is set to updating and 

upgradin g teachers (MOE, 2006: 1-2) . 

Since 2003, student centered approach and higher diplom a for teacher 

education institutions' educators have been started. This diploma focuses on· 

effective a nd reflective teaching that could assist CPO of all teacher educators. 

Newly qualified teachers will obtain special suppOrt a t their schools . Generally, 

the CPD gu idel ine has been prepared stating the ration a le, objeclives, 

strategies, du tie s a nd respon si bilitie s of involving bodics (MOE. 2004) . 
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In Ethiopi a , CPO program was not widely and equally practiced at all regioIls. 

Some regions are effectively practicing CPO . In Oromia Regional State this 

concept is new and did not well practiced (Ayalew , 2004). 

2.5. The Strategies for Implementing CPD 

CPO strategies are techniques or components that help teachers develop their 

profession. They are the CPO opportunities or methods used for the 

development of the teachers' profession. They include trainings on classroom . 

management, language proficiency, microteaching, action research, etc. Prior to 

the discussion of the CPO strategies, let's first see teachers' motivating factors 

to CPO. It is because most teacher pay schedules are connected to professional 

development opportun ities (Sadker and Sadker, 2003: 558). Factors related 

with and/or influence teachers to undertaking CPO practices may include 

career ladder, merit pay, license and certification. 

Increasing salary, as stated in Weis (1987: 6) is a means to attract brighter 

people into the profession. Career ladder a lso is a means to motivate teachers . 

It is designed to create different levels for teachers by creating a "ladder" that 

one can climb to receive increased pay through increased work respon sibility 

a nd status to becom e a "lnaster" or "mentor teacher". The entrance criteria to 

the career ladder include teaching experience, educational qualification , and 

performance eval uation. (Saddker and Sadker, 2003 :570; Smylie and Smart, 

1990:143). 

Some critics argue that, although career la dder is rooted in professionalism, it 

lacks a clear standard or appropriate evaluation tool. On the other hallel, many 

teachers view it as a means for admin istrators to reward their pets while 

punishing other teachers (Smith, 1990: 388; Sadker and Sadker, 2003: 570). 

To sum up, the aforementioned teachers' pay scheme is the factor that initiates' 
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teachers to participate in the CPO programs in addi tion to the: need LO develop 

their profess ion. 

Professional development strategies are the key elements that a re needed to· 

bring improvement in the quality of a teacher. There are a number of strategies, 

which differ in approach, time requirement, number of individua ls involved, e tc. 

Educational reformers suggest that th e best professional development programs 

connect directly the teachers' work with students , link subject content with 

teaching skills, use a problem solving approach, reflect research findings and 

a re sustained and supported over time (Sadker a nd Sadker, 2003: 558). More 

specifically, some of the strategies are grouped into four categories, for the 

purpose of this s tudy, and a re discussed here under. 

2 .5. 1 . S t rategies that Connect Teachers Work with 

Students 

Teachers are expected to manage their classrooms effective ly. Effective 

classroom managers, as indicated in Sadker and Sadker (2003: 85-93) are good 

planners, formulate few rules that a re fair, reasonable a n d fit the growth and 

matura tion of the students. They set proper physical setting of the classroom, 

use appropriate questioning and answerin g techniques, be aware of s tudents' 

behavior, know the transition techniques from one lesson to the next, know 

teachers' behaviors that cou ld cause students' misbehavior, know the 

pedagogical cycle, e tc. Ainscow (1994: 42) also stressed that; teachers' priori lies 

tend to be managing the classes they are expected to teac h. !-knce, CPO . 

program on classroom management is one of the CPO s trategies. 

Language is the most impor tant form of huma n communica tion and is the most 

cxciting pa rt of the elementary curriculum. La nguage learning includes th e four 

basic s kill s. Pertaining to this, MOE has set English language improvement 

program. Therefore, the teachers should themselves know the important 
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conditions in the subject content and the teaching methods of the language 

(Rein hartz, 1997: 219; MOE, 2004: 5). 

The assessment of students work is the base for future improvement. Teachers ' 

knowledge on how to assess students' academic achievement, knowledge of 

achievemen t ta rgets that their stu dents, parents, community, district or zonal 

or regional officials, etc agreed upon IS important (Stiggins, 2002: 39). At 

primary schools, the assessment needs to be continuous assessment. To sum 

u p, teachers are expected to know and use the s trategies that connect their 

work with students for common good. 

2.5.2. Strategies that Link Subject Content with Teaching 

Skills 

A number of strategies that link subject content with the teaching methods are 

identified. Microteaching, for example, is a technique that focuses on specific 

teaching skill. A brief lesson is taught by a teacher (trainee) to a small number 

of teachers, colleagues or supervisors. This technique is used to give the tra inee 

a measure of success in teaching and immediate feedback. In this technique, 

teachers could make critics and give feedback to each other for their own 

professional improvement (Dejnozka, 1983: 102). 

"The use of particular teaching strategy and materials", Reinhanz (1 997 : 144) 

said, "Will enable students to learn and develop the conceptual understanding 

central to the content of the unit". Similarly, clarity and the setting of academic 

structure could also save the teacher from a number of questions he/she is 

bombarded with (Sadker and Sadker, 2003: 92). Finally, teachers should know 

how to give feedback for students when they perform well and when lheir 

efforts are inadequate or inappropriate (Sad ker and Sadker, 2003: 104). 
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2.5.3. Strategy Related with Research or Problem 

Solving 

Strategies that could improve the work of sch ooling or solve specific problems of 

teaching learning, students, teacher s or administrators could be designed at 

school or cluster school level and help the development of teache rs' profession. 

Some of th e strategies of these types a re discussed below as examples . 

T-group, as defined in Unger (1996: 983), is a small training group organized to 

s tudy interpersonal and intra person a l reactions by learning about group 

members, how they affect others a nd how they might interact more effec tively 

with o thers . 

Another strategy that needs a group is collaborative ac tion research. It is 

carried out when a group of teachers identifies a genuine problem in the school, 

classes, district or community; designs ways to address the problem, and then 

evaluates their success through the u se of research methods . Thi s method' 

needs establishing learning communi ty a m ong teachers and their ad ministrator 

co ll eagues. They talk, work, solve problems, and learn togethe r (Sadlcer and 

Sadker, 2003 : 560; Lambert, 1996 : 86-87). 

Teachers could form subject matter associations or subject-specific teacher 

collaborative in different subjects at school, district or collective bargaining 

units (clusters in this case), a nd m a ke multiplied effects on the development of 

their profession (Little, 1993: 134-136). In a s imila r fa shion, teach er network is 

a nother form of teachers' collabora tion . They fo rm n etworks to s tudy and 

examll1e school or student data, solicit feedback on practice, etc a mong. 

leachers of thei r school or among diffe renl sc hools . They co uld focus on whole 

school change, specific discipline, teachers' development, etc (Lambert, et aI., 

1996: 40) . 
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2.5.4. Multi-dimensional CPD Strategies 

These groups of strategies are assumed to improve the genera l teac hing­

learning process, students ' academic achieve m ent, teachers' effectiveness in 

different dimensions, and the management of the school system. Here 

enormous strategies could be cited . However , some of them rela ted with this 

study are discussed below. 

The u se of mentors, the most important professionals, who will make the CPD 

and licen s ing of teachers, evalu ate activities done by teachers, m oni tor progress 

and quality improvements made by the m en tees, discuss a nd keep records 

(portfolios), etc is the best method for teachers' CPD (MOE, 2004: 16) . It sh ould 

a lso be n oted that mentors could help in a ll the s tra tegies discu ssed above. 

The other important strategy that helps teach ers gain the knowledge and skills 

they need is conducting open a nd h onest self- r eflection program a mong 

teachers. Although it is challenging, teach ers must ad m it their inadequ acies 

a nd be frank about the need for improvement. There must be collabora tion , 

trust and confidence that will permit teachers to go to their supervisors or 

mentors in the sprit of professional growth without fea r of penally for the 

ina dequacy (Brookhartz, 2002: 4 1) . 

In the CPD guideline (MOE, 2004: 4-6), there are three m ajor CPD stra tegies ,. 

which encompass numerous development opportunities. These include: i) A 

two-year induction course for newly deployed teachers ; ii) A series of centrally 

developed co urses, dealing with identified prioflty issues, to be taken by all 

teacher s; and iii ) individually approved profess ional developmen t for all 

teachers. The first strategy involves NDTs to participate in a two-year ind uction 

course, working on prepared cou rse materials and completing a se ries of 

activitie s while teaching in th e sch ools. The n ext provides courses that include 

professional e thics, gender a wareness, HIV / AIDS, civic education and rural 
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have special interest, they will be more effective . Thi s s trategy needs certain 

kind s of specialization on a more widespread basis. For example, specialization 

in languages: mother tongue, n ation al and international language; or natural, 

science subjects, etc . 

To sum up, teacher- de velopment processes h ave to consider the particula r 

interests , th eir own learning objectives within the overall program; and 

concerns of individual participan ts (Ainscow, 1994 : 4 1) . 

2.6. Problems Associated with CPD 

Another way to look at CPO is to shortly cons ider the challenges that go a long 

with them . One of these is resistance to chan ge from within or outside the 

school. For example , experienced teachers have established patterns of. 

beha vior in the classroom setting. So, most of th e time, they pose problems that 

are more intrac ta ble from a training a ngle than newer recruits (Allington and 

Cunningham, 2002 : 289; Murdoch, 1994: 49). S imilarly, absence~ or 

inadequacy of finance (O rnestein a nd Levine, 2000: 541; Little, 1993: 144); 

limited or a b se n ce of CPO opportunities to teach ers, lack of structu re and 

support fo r CPO (MOE, 2004) cou ld hinder th e progress of this program. 

Little (1993 : 143) also identified ~ome problems of CPO . The dominance of 

training over problem solvin g, the absence of political wi ll , the slow response of 

districts or s tates to re shape professional development that re~pond to the . 

complexities and a mbiguities of reform. In addition , school work place and 

teachers' opportunity to learn (i .e. teachers' work load, time of training, issues 

of obligation, incentives and opportunity in the salaried work day a nd work 

year) , e tc a rc ~ome issues that need to be considered when dealin g with 

problems. 
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When con s ide rin g co llaboration between clus te r schools , one can see thal, as Lun1. , 

e t. al. (1994: 21) discussed, schools would feel that the costs of collaboration would 

out weigh the benefi ts. It is because; there could be two main difficulties. i) "The 

school looses some of its freedom to act independently, when it would prefer to 

mainta in control over its domain and a ffairs". ii) The school must invest its scarce 

resources in deve loping a nd maintaining cluster relationship . 

It can be envisaged that only confident and entrepreneurial school may wish to 

collaborate with others if they perceive it to be to their advantage. However, school s 

in turbulent environment, if they feel threatened in th e collaboration , may shut out 

any party wantin g the linkage (Lunt, et. al., 1994: 22) . 

Schools that are similar in structure, intake, sIze, goals, philosophies, a reas of 

expertise, network awareness, resource capaci ty, etc may find it easier to 

collaborate and perform effective activities than schools that are diss imilar. 

Therefore, the comparative properties of the schools could influence the 

relationship among cluster schools (Lunt, et. a I. , 1994: 23). 

2.7. The Linkage between TTCs and Cluster Schools 

The linkage between colleges and schools was begun when many higher education· 

ins titutions h ad "lab schools" attached to their campuses or situated near by. These 

lab schools were used to prepare student teachers and to conduct research. They 

were protected environments in which the real and challenging problems of 

schooling were minimized . These lab-schools, as d iscussed in Lam bert , et. al. 

(1996: 92) had ceased to exist and replaced by professional development schools. 

In these schools both the schools and colleges collaborate for mutual benefit i. e . 

professional development of the schoolteach er s and college instructors. The 

professional developmenl activities are tak ing place in the real leaching- learning 

environment. 

TTCs, primarily, link with schools to better prepare the teaching force. Schools 

serve as laboratories where pre-service teachers work s ide by side with in-service 
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teachers, and TTC instructors to learn the theoretical and the practical dimensions 

of the teaching-learning process (Reinhartz, 1997: 40; Osguthorpe and Patterson, 

1998: 3). 

The importance of the influence of a group on individual members is pointed out by 

Handy and Aitkin (1986) cited in Ainscow (1994: 38). They said, "Groups allow 

individuals to reach beyond themselves, to be part of something that none of them 

would have attained on their own and to discover ways of working with others to 

mutual benefit." Therefore, TTCs could positively influence cluster schools. 

In the mutual relationship there must be in terest of both parties to work together , 

the parties become committed to achieving their common goals, they have to care 

for one another, and involve to each others' development (Osguthorpe and 

Patterson, 1998: 3). For instance, as the involvement Il1crease, the chance of in­

depth studies of the schools' problem increases thereby the professional 

development of college instructors is positively affected . 

Colleges and cluster schools cou ld also link to jointly perform research activities, to 

form partnership in the support or professional development of various subject 

maller reforms. In order to facilitate and assist linkage, although it might be 

expensive, they could set electronic networks (i.e. the use of internet and e-mail) 

and use videos, computers, soft ware programs, etc (Little, 1993: 136-137; 

Reinhartz, 1997 : 196). 

It is stressed Il1 the CPD guideline (MOE, 2004: 20) and recommended by 

Ayalew (2004) that colleges and schools should have link. The link could be to 

conduct pre-service teacher education, to undertake research; to effect the new 

practicum arrangements; to undertake the new higher diploma for college 

instructors that need the instructors to spend time in schools; to support the 

new CPD strategy; and to support the induction of the NDT and the on going 

CPD programs of other teachers. 
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2.8. The Management of CPD at Different Levels 

Educational mangers at different levels are involved in the ma n age rial functions 

like planning, o rganizing, staffing, decision m a king, training, controlling, e tc to 

effectively accomplish activities of schooling most of the time the s tyles they 

have a lready established. Since CPD seem s a new concept in primary schools, it 

is compulsory for school managers, teachers and different managing offices to 

unlearn the set of power a nd communication relationships and then relearn (or 

create) new processes and procedures, which is collaborative model of 

leadership (Allington a nd Cunningham, 2002: 279). 

It IS important to changing school culture from control 

commitment strategies. Allington and Cunningham (2002: 

strategies to 

277) brieDy 

discussed that co ntrol strategie s rely on rules, regulations and mandates to 

come up with improvements; whereas, commitment strategies reduce 

bureaucratization and foster professional independence and decision m aking. 

Therefore, the CPD practice need s the school culture in which commitment 

strategy actively works. CPO is a communal activity. Comprehensive and 

coordinated approach is es tablished among all the stakeholders operating in 

the education sector. Specifically, as it is has been detailed in MOE (2004), a 

collaborative m echanism is evolved among fede ral and regiona l education. 

offices, TICs, CRCs and schools. 

Central to the management of CPO is duty a nd responsibility of Regional 

Education Bureax . They work in partnership with MOE in achieving CPO goals, 

and encourage co lleges, woredas, CRCs and schools. Practically, however, the 

accomplishment of CPO is effected through the linkage and the practical 

measures taken by colleges, school cluster centers and schools through the 

vital support of woreda education offices. 
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2.9. The Roles of CPD Stakeholders 

Teachers are change agents when they receive administrative support and 

follow up assistance. Teachers, in the CPD, are the major stakeholders upon 

which the change takes place . To facilitate this change effectively, all the 

stakeholders should know and accomplish their duties and responsibilities. 

Mentors should guide their men tees properly; school managers should have to 

possess the knowledge and skills of effective managers and should have to 

develop this profession on continual bas is; TICs, ZEDs, WEOs, and the 

community should be committed to attain the educational goals thereby see 

students with changed knowledge, skill and attitude. It is because the ESDP 

has clearly put the school cluster program as one of its strategies for CPD , 
(MOE, 2004; Raudenbush , et. a i., 1993: 282; Sadker and Sadker, 2003: 553). 

To be able to adapt to the changing environment, the stakeholders have to be 

flexible if the CPD is to take place continu ously. Differences or diversicy in the 

roles or the management should become strength rather than a liability 

(Lambert, et. ai., 1996: 45). School leaders are responsible individuals for 

change. Allington and Cunningham (2002: 282) aptly expressed the role of 

leaders as, one or two exemplary classrooms in a school could be the efforts of 

individuals, but a school with many exemplary classrooms is the result of the 

effective leadership. 

Taken together, when a ll the stakeholders accomplish their duties and 

responsibilities in planning, coordinating, implementing, and/or managing it 

might be easier to bring change in the education sector, and then bring cha nge 

in the country's development, as education is the core of all developments. 
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CHAPTER THREE 

PRESENTATION, ANALYSIS AND INTERPRETATION OF 

DATA 

This chapter deals with the presentation, a nalysis and interpretation of data 

gath ered throu gh questionnaire and interview. It includes analysis of 

characteristics of the respondents and data on the subject under study. Four 

sets of questionn aire were distributed one to each group of respondent. A total 

number of 158 qu estionnaires were d istributed to 45 mentees, 56 mentors, 30 

primary school d irectors and vice directors, and 27 coordinators of CPD at 
, 

different level. Out of the 158 ques tionnaires, 96 percent (152) of them were 

filled a nd returned . Besides, semi-structured interview was conducted with 

TIC, ZED and WEO coordinators of CPD. Most of the questions were common 

to the fi r s t three groups a nd others were specific to the last group i.e . 

coordina tor s . 

3.1. Characte ris t ic s o f the Re spondents 

Four grou ps of respondents were included in the s tudy; n amely men tees 

(trainees) , mentors (trainers), directors (primary school directors and vice 

d irectors), a n d coordinators (WEO, ZED and TTC coordinators of CPD program). 

The fi rst three groups were directly performing CPD program in the school while 

the coordinators were those who support and coordinate the functioning of the 

program . Although grouped differently, a ll the grou ps work on similar issues of 

the CPD program. Response of interview with WEO personnel shows that 

teach ers were grouped as men tees and mentors based on service year, 

educational qu alification and training participation a t different levels . 

Therefore, teachers in cluded in the first group-are not only NDTs but a lso other 

serving teachers who are assigned as mentees by their respective schools. 
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No 

1 

2 

3 

4 

Table 2 below depicts the frequency and percentage d isLribution of respondents 

included in the sample with their background information . The table s ho\Vs 

that most of the respondents, 28% a nd 37% are men tees and m entors 

respectively. This is because they a r e the actual prac titioners of the C PO 

program. As indicated in the table , most (84 % ) o f the sample respondents were 

male. The number of females decreases as on e goes from the first group, 

mentees (38%) to mentors (11 %), and to sch ool leaders (7% ). 

Table 2: Respondents' Background Information 

General Mentee Mentor Director Coordi- Total 

Background 
nat or 

No % No % No % No % No % 

All Groups 42 28 56 37 28 18 26 17 152 100 

Sex Male 26 62 50 89 26 93 26 100 128 84 

Female 16 38 6 11 2 7 - - 24 16 

Total 42 100 56 100 28 100 26 100 152 100 

Academic 12+1'1'1 25 60 4 7 - - - - 29 19 
Qualifi-

12+Diploma 17 40 52 93 28 100 14 54 111 73 cation: 
Degree and - - - - - - 12 46 12 8 

above 

Total 42 100 56 100 28 100 26 100 152 100 
- -

Service 1-5 years 13 31 3 5 - - 1 4 17 11 

yew-: 6- 10 yew-s 27 64 4 7 - - 1 4 32 21 

11 -15years 2 5 28 50 12 43 3 11 45 30 

> 15 years - - 21 38 16 57 21 81 58 38 

Total 42 100 56 100 28 100 26 100 152 100 

Teaching < 10 periods - - - - - - - - - -

load 
11-20 3 7 2 3 - - - - - -ma 
periods week 
21-30 39 93 53 95 - - - - - -

pe riods 
>30 periods - - 1 2 - - - - - -

Total 42 100 56 100 -
J - . 

J 
. . . 
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The availability of well-qua lified personnel, among::;t other factors, contribLlLe::; 

to the effe ctiveness of educationa l programs implementation. Table 2 presen ts 

the academic qualification of respondents as well. Accord ingly, more than half 

(60%) o[ m entees and mos t of mentors (93%) had 1'1'1 certificate and diploma , 

respectively . All the directors and more th an half (54%) of coordinators 

graduated in diploma, while almost half (46%) of coordinators had first degree 

and above. The gen eral picture o[ the academic qua lification o[ m entees, 

mentors and d irec tors coincides with the qualification needed for primary 

school education. 

As indicated in the table, most of the men tees (95%) h ad experience up to 10 

years. Men tees we re not only NOTs bu t a lso experiencing teachers with service 

years more than two were included. Mos t of the mentors (88%) had experience 

grea ter than 10 year s. Beside s, a ll the directors and 92'Yo of the coordinators' 

had experience greater than 10 years. It means that the CPO providers and 

coordinators were well experienced a nd in a position to provide and coordin ate 

the program if experience is to be considered. 

Sufficient t ime is required [or teacher s to undertake CPO side by side with the 

time needed to teach and do other related activities. In table 2, teaching load in 

a week is indicated. Abou t 95% of mentees and m entors were teaching more 

than 21 periods a week. This means that they could have time to undertake 

CPO program along with the teaching learning activity. 

3 .2. The Status o f t h e Linkage between TTCs and CRCs 

The importance of the linkage between ' l~rCs a n d CRCs is many fold. To 

mention few: pre-service teach ers practice teaching in the real educational 

environment; practicing teachers develop their profession at school; and college 

instructor s learn and observe the theoretical and practical dimensions of 

teaching and learning in schools (Reinhartz, 1997: 40) . For its effectiveness, the 

47 



linkage between th e two n eeds to be well managed. To identify the status , the 

extent of the interaction, and the management of the linkage between the two 

entities the responses of the mentees, mentors and directors were assessed. As can 

be seen from table 3, teachers have 'high' interest to participate in CPO (grand 

mean 2.65), and they are implementing CPO s trategies a t high er level in their 

schools (grand mean 2.28). 

Table 3: Degree of Interaction among Teachers, TTCs and CRCs 

No Area of Interaction Mean and Standard Deviation of Grand F-
Res onscs mean Ratio 

Mean Mentee Mentor Directo 
SD N = 42 N = 56 r N = 

28 

1 The extent of teachers ' Mean 2.71 2.50 2. 86 2 .65 
interest to participa te in SD 0.60 0. 7 4 0.36 0.64 3 .376* 
CPD 

2 Level of care of college Mean 2.07 1.95 2 .04 2.01 
instructors toward the SD 0.89 0.71 0.92 0.82 0. 30 
practitioners during CPD 

3 The extent to which CPD Mean 1.76 1.71 1.61 1.71 
practitioners consider S D 0.8 5 0.56 0.83 0.73 0.382 
college instructors a s 
co lleagues 

4 The extent of 'fTC's Mean 2.24 1.6 6 2.46 2.03 
involvemen t in the induction SD 0.85 0.72 0.51 0.80 13.91" , 
of newly deployed teachers 

5 The extent of TICs Mean 1.64 1.59 2.32 1.77 
professional support given to SD 0.91 0. 57 0.6 1 0.76 11.06* 
teachers 

6 The level to which teachers Mean 2.50 2.00 2 .50 2 .28 
implement CPD stra tegies a t SD 0. 7 1 0. 66 0. 64 0 .7 1 8 .6 19* 
school level -

7 The extent to which 1vrCs Mean 1.43 1.71 1. 54 1.58 
organize subject m a tter S D 0. 83 0. 89 0. 84 0 .86 1. 375 
associations in the CRCs 

8 The extent to which 'rrcs Mean 1.50 1. 34 1.07 1. 33 
organize teachers' networks SD 0.8 1 0.5 5 0. 26 0.62 4 .230* 
in the CRCs 

9 The extent to which 'IvrCs Mean 2. 26 1. 52 2. 50 1.98 
train mentors and CPD S D 0. 86 0. 83 0.75 0.92 16.92 
coordinators 3 

Mean.:': 1.75 low; mean 1.76 - 2.25 medIum; mean > 2. 25 hIgh; 
• At P5;0.05 significant difference is identified. Df ranges between 2 and 123 f or 

men tees, mentors and directors. 

Although teachers had high in terest to partic ipate, and had exercising CPO 

dpportunities at school level, responses of interview with WEO and ZEO 
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personnel indicated that the strategies were not well planned and of low 

development opportunity. 

On the other hand, the result of ANOVA test showed that statistically there was 

significant difference among the perception of the three groups, namely; 

mentee, mentor and director on the level of implementing CPD s trategies at 

school level. Post hoc comparison was computed to see which one of the three 

group means was different. The result of mUltiple mean comparisons using 

Tukey HSD showed that there was s ignificant difference of perceptions among 

mentees, and mentors; and directions and mentors on the level to which 
, 
teachers implement CPD strategies . 

The directors and men tees perceived that teachers implemented different 

strategies. This might be for the reason that the directors participate in 

different workshops or trainings of CPD and mentees highly valued the 

infrequent tra inings they came across. 

As depicted in table 3 above, the extent to which CPD practitioners consider 

college instructors as colleagues, the extent to which TICS organize subject 

matter associations, and the organization of teachers' n et works in the CRCs 

were rated 'low' with the mean values less than 1.72. The result of the ANOVA 

test indicated that with exception to the organization of teachers' net work in 

~he CRCs, statistically there was no s ignificant difference in perception among 

the three groups on the items rated 'low'. The result of multiple mean 

comparisons using Turkey HSD showed that the difference of perception on the 

organization of teachers' network is between mentees and directors . Mentees 

might perceive the link between mentors and m entees as teachers' network. 

The remammg four items of table 3: the level of care of TTC instructors, the 

involvement of j]'Cs in induction, the professional support given to teachers 

and the extent to which 1~rCs train mentors were reported as 'medium' 
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interaction. The s tatistical values of ANOVA and Tukey !-ISO indicated that 

statistically there were differences in perceptions among the three groups on 

these items except the level of care of TTC instructors for practitioners. 

Accordingly, mentors' response, on the involvement of TTCs in the induction of 

newly deployed teachers was the lowes t of all the groups (mean l.66). It implies 

that only mentors of the school rather than l~rC instructors undertake the 

induc tion. 

Conversely, director s highly value the interaction of TTCs in the induction, the 

professional support of r r cs and the training given to mentors and 

coord inators as 'high' involvement (mean> 2.30) since they themselves enjoy 

the trainings of CPD at WEO, ZEO and rrc level, as the response of interview 

with ZEO and TTC personnel indicated. 

R e sponsibility f o r the Linkage between TTCs and CRCs 

The linkage between liCs and CRCs has to be managed by an authorized' 

responsible body to make the CPO program effec tive . As can be seen from the 

CPO gu ideline (MOE 2004), there was no respo nsible body that took up the 

linkage between rrcs and CRCs. To this end, coordinators of WEO, ZED and 

TTCs were asked to suggest who should be responsible for the linkage. 

As can be seen from table 4 below, WEO, 'I~rc and CRC were ranked first, 

second and third respectively. As to WEO, the coordinators expressed their 

ideas that, WEO is an authorized body in a decentralized governance process of 

education system and has vested responsibility in the CPO guideline of the 

2004. rrcs a re responsible bodies composed of professionals that need lO be . 

willing and eager to professionally support their c1ients- the teachers. CRCs are 

areas where the progra m is really materialized, so they eagerly invite 

professionals to themselves for professional development. The responsibility I S 

to c reate mutual relationship rather than leader-follower relationship. 
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Table 4: Ranking of Educational Structures Responsible for Managing the 

Linkage between TTC and CRC 
--

No Responsible Weighted Mean Rank 
Educational Structure 

I WEO 3.42 1 
2 TIC 3 .30 2 
3 CRC 3.03 3 
4 REB 2.96 4 
5 ZED 2.54 5 
6 MOE 2.46 6 

Similarly, REB, ZED, and MOE were ra nked fourth to sixth, respectively. The 

implication is that these three a re needed for their vested power to develop a n d 

manage the education system rather than the profess ional support they could 

provide with teachers at CRCs. 

Level of Involvement of CPD Providers at Different leve ls 

The linkage between TICs and CRCs' could a lso be manifested through the 

involvement of other CPO providers at different levels. They could plan, 

implement and evaluate different techniques of CPO training. 

Table 5 below portrays the level of involvement of CPO providers at school level. 

Mentees, mentors and directors were asked to rate the level of involvement of 

different CPO providers at school level. From the bird's eye view, one can see 

from the table that mentors a nd directors involve 'usually' in the CPO (grand 

mean 2.47 and 2.63 respectively) with no s ta tistical s ignificant difference in 

perception among the groups . School supervisors and woreda supervisors were 

also involving in CPO program but the level of their participation was only 

partially (Grand mean 1.94 a nd 1.85 respectively) . Thi s implies that mentors 

and directors were more concerned about the program to be functional at 

school level tha n the other CPO providers . 
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Table 5 : Level of Involvement of CPD Providers at School Le vel 

Mean and Standard Devia tion of 
Involvem ent level of Responses Grand 

CPD providers Mean / Mentee Mentor Director mean 
SD N =42 N = 56 N = 28 

Mentors Mean 2A3 2.36 2.75 2A7 
SD 0.83 0.82 0.44 077 

Directors /vice directors Mean 2.67 2.52 2 .79 2.63 
SD 0.69 0.81 0.42 0 .70 

School supervisors Mean 2.43 1.82 1.43 1.94 
SD 0.67 0.83 0.50 0.81 

WEO supervisors Mean 2.21 1.46 2 .07 1.85 
SD 0 .8 1 0.71 0.54 0.79 

TIC in str uctors Mean 1.36 1. 14 1.43 1.28 
SD 0.73 0.48 0.79 0.65 

Exemplary teachers of Mean lAO 1.75 1.36 1.55 
other schools SD 0.86 0.62 0.78 0.70,-,,-

Mean 2 1.75= rarely; mean 1.76 - 2.25 = partwlly; mean> 2.25= usually . 
• Significant at an alpha level 2 0.05 and dJ ranges between 2 Clnd 123 

F· ratio 

2 .604 

1.474 

17.603* 

14.948* 

2.30 

3 .607' 

Besides, as it is depicted in table 5, the involvement of TTC instructors and 

exemplary teachers of other schools was 'rare ' (granu mean 1.28 a nd 1. 55 

respectively). It means tha t, 'n 'c instructors did not go beyon d their respective 

towns a nd exemplary teachers of othe r schools did not go beyond the ir . 

peripheries. This is because there was s hortage of lime on the part of 

instructors a nd teachers to go to other places since they are responsible to 

cover the teaching loads and related activities assigned to them in their 

respective schools . There was also lack of a llowances a nd transport ation 

fa ci lities to travel from school to school , as WEO personnel through the 

interview have pointed it out. 

The involvement of school s upervIsors was rated 'u su ally' by merllees (mean 

2.43) 'partia lly ' by mentors (mean 1.82) and 'ran:ly' by directors. ANOVA Le Sl of 

s ignificant difference at p <0 .05 a nd F-ratio 17.603 showed that the re was 

statistically s ignificant difference whcn judgin g the involvement of sch ool 

s uperVIsors among the respondents . Pos t hoc compa ri so n using Tukey HS D 

indicated tha t the statistical d iffe rence was between mentors a nd directors, a n d 
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between men tees and m entors. Mentees ra ted 'h igh' perhaps because they 

benefited more from the school s u per visors th an from th e other providers for 

the reason tha t they h ave immediate contact to on e a n o ther. 

~he purpose of establishment of cluster s was to organize , m an age and support 

the CPO of the p r imary sch ools through the involvem ent of other stakeholders 

(MOE, 2004: 18; Lunt, et al. 1994: 6). 

Table 6: Level of Involvement of CPD Provide rs at CRC Level 

Involvement Level of Mean and Standard Deviation of 
CPD Providers Responses 

Mean / Men tee Men tor Direc tor 
SO N =42 N = 56 N = 28 

Mentors of the CRC Mean 2.40 2 .2 1 2 .64 
SO 0 .70 0 .9 1 0. 62 

Directors/vice directors of Mean 2. 62 2.25 2.79 
the CRC SO 0. 70 0. 96 0 .42 
School supervisors Mean 2.48 1. 50 2 .32 

SO 0 :71 0 .74 0. 67 
WEO supervisors Mean 2 .00 1.46 1.43 

SO 0 .77 0 .8 1 0.79 
TIC instructors Mean 1.3 1 1.14 1.50 

SO 0 .68 0 .48 0.79 
Exemplary teachers from Mean 1.76 1.39 1. 57 
other CRCs SO 0 .85 0.71 0. 84 
Exemplary teachers of the Mean 1. 57 1.38 1.32 
woreda SO 0.70 0.73 0. 6 1 
Exemplary teachers of Mean 1. 57 1.14 1.1 1 
other woredas SO 0.74 0.48 0 .42 

Mean 5. 1. 75 rare; mean 1. 76 - 2 .2 5 p arttal; mean > 2.25 usually 
• Significant at an alpha level.":. 0.05 and df between 2 and 123 

Grand F-
mean Ratio 

2.37 2 .827 
0 .80 
2 .49 5 .2 18* 
0 .8 1 
2 .01 25 .952* 
0 .84 
1.63 6.744* 
0.83 
1.28 3.078' 
0.64 
1. 56 2 .658 
0.80 
1.43 1.384 
0 .70 
1.28 8.427* 
0.60 

In this res pect, responden ts were asked to rate th e degree of involvem ent of 

CPO providers a t CRC level. Similar to the respon se in table 5 above, mentor s 

and directors of the CRC were on es who 'u su a lly' u sed to involve in the 

provision of CPO (directors ' grand m ean = 2 .49; m en tors' gra n d mean = 2.37) . 

Next to them were sch ool supervisor s who 'partia lly ' involved in th e program 

(gra nd m ean = 2.01) . AN OVA tes t showed that s tatistically there was significant 
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difference when jUdging the involvement of school supervIsors at CRC level. 

Although men tees and directors responded that the involvemen t of supervisors 

was high i.e. 'usually', the mentors replied that the supervisors ra rely involve in 

the provision. This implies that mentors assume themselves as the m ajor 
, 

providers of CPO. On the other h and, it was responded that the remaining CPO 

providers namely; WEO supervisors, TIC instru ctors, exemplary teachers from 

the woreda, or other woredas, or other CRCs were 'rarely' involved in the 

provision of the program. Thi s indicated that the CPO program was ~ 

functioning as it was intended to be . It is because the key stakeholders were --not involving adequately. 

As of the endorsement of educational decentralization,WEOs are empowered to 

carry out the major educational ac tivities in their localities (MOE, 2004: 18). 

Hence, WEOs are in a pos ition to coordinate the stakeholders of CPO at their 

level. Regarding this, the respondents were asked to indicate the level of 

involvement of CPO providers at woreda level. 

At a glance, one can see from Table 7 that the grand mean of th e respon ses 

indicated that the providers of CPO at WEO level were 'ra rely' involved in the 

program. When seen individually, th e involvement of CPO providers at woreda 

level was responded nea rly low by men tees while m entors and directors replied 

the involvement of CPO providers a t woreda level to be generally low. From this, 

one can infer that WEO has not given due attention in coordinating the 

stakeholders to provid e CPO opportunities at their level. The m en tees , to som e 

extent, considered the spontaneous CPO program once given at th e beginning 

of this academic year. 
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Table 7: Level of Involvement of CPD Providers at WEO Level 

Mean and Standard Deviation of 
No Involvement Level Responses 

of CPD Providers Mean / Mentee Mentor Director 
SO N =42 N = 56 N = 28 

I Exemplary teachers Mean 2.14 1.43 1.14 
of the woreda SO 0.84 0.74 0.45 

2 Effective directors / Mean 2 .10 1.54 1.54 
vice directors SO 0.93 0.74 0.84 

3 Effective school Mean 1.71 1.54 1.11 
su pervisors SO 0.86 0.74 0.42 

4 WEO supervisors Mean 2.00 1.52 1.64 
SO 0.77 0.74 0.83 

5 TIC instructors Mean 1.71 1.29 1.86 
SO 0 .92 0 .53 0.93 

6 Zone personnel Mean 1.76 1.21 1.32 
SO 0 .93 0.56 0.61 

Mean::: 1.75 rarely; mean 1.76 - 2.25 some/lines, mean> 2.25 always . 
... p 2 0.05 is SigHijicCJ.llt and df is between 2 altcl .123 

3.3. Methods or Techniques of CPO 

Grand 
mean 

1.60 
0.82 
1.72 
0.86 
1.50 
0.76 
1.71 
0.79 
1.56 
0.81 
1.42 
0.75 

--

F-
Ratio 

19.012 '· 

6.379* 

5.965* 

4.862* 

6.435* 

7 .354* 

There are multiples of methods, techniq u es, strategies or CPO opportunities 

a imed at teachers' professional development. They are the methods or 

techniques o r strategies used to acquire knowledge and skill, and may include 

private reading, forma l or informal training a t different hiera rchies, classroom 

vis itation s, conduc ting action research, and different CPD programs taking 

p lace under the support of l~rCs like continuous assessment, project proposal 

preparation, using science kit, and TALULAR (Teaching and Learning Using 

Locally Available Resources) . These programs could effectively take place using 

appropriate time length and frequ ency of the training session s; and the use of 

appropriate and scien tific procedures during the training program (Sadker and 

Sadker, 2003: 558; Lambert, 1996; 86-87). 

Pertaining to the strategies or CPD opportunities, respondents were asked to 

react on different questions as listed in tables 8, 9, 10 and 11 below. 
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Table 8: Training Participation of Mentees and Mentors at Different Levels 
No Organizational Level Mean and Standard Grand 

Deviation of Responses mean t-value 
Mean / Mentee Mentor 
SO N ~42 N ~ 56 

1 College-level Mean 1.07 1.29 1.19 -2.728* 
SO 0 .26 0.46 0.40 

2 Zonal level Mean 1.31 1.32 1.31 -0.124 
SO 0.47 0.47 0.47 

3 Woreda level Mean 1.79 1.61 1.68 1.461 
SO 0.57 0.62 0.60 

4 CRC level Mean 1.79 2.05 1.94 -1.857 
SO 0.68 0.72 0.72 

5 School level Mean 2 .60 2 .88 2 .76 -3.332* 
SO 0.50 0.33 0.43 

Mean < 1. 75 ~ 'not at all'; m ean 1. 76 - 2 .25 ~ 'occasIOnally'; mean> 2.25Jrequently 
·Significant at an alpha level.:: 0.05 and dJ iJetween 1 wtd 96 Jor mentees and menlOrs 

Table 8 above shows that as one goes from school to the upper hierarchical 

levels, the rate at which teachers participated in CPO programs decreased 

dramatically. It can be seen that the respondents were frequently participated 

at school level (grand mean 2.76), occasionally participated in the train:ngs 

undertaken at CRC level (grand mean 1.94) and rarely participa ted in the 

trainings undertaken at woreda, zone and college levels (grand mea n 1.68, 1.31 

and 1.19 respectively). It means tha t, relatively there was active, well organized 

CPO training at school level and some what at CRC level while there was no 

well organized CPO at CRC, zone and college level. 

Overall, based on the results obtained, one can conclude that the CPD 

programs took place more specifically at school level only between men tee s and 

mentors of the school; and partially at CRC level. The providers and the 

oenefited (trainees) were of almost similar background in their knowledge and 

skill except in their years of experience. The trainings that the zone, college and 

woreda level professionals provided were insignificant. 

Wherever the place of training might be, different CPO strategies should have to 

take place effectively and frequently as need be. Regarding this, table 9 shows 
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some of the strategies that mentees, mentors and directors h ave u sed lD the 

cpo. 
Table 9: Professional Development Opportunities/Strategies 

No Types of professional Frequency IF) and Percentage 
development strategies I Mentee N - 42 

Classroom Visitation 
I Invitation status of mentees and F % 

mentors to visit their classrooms 
I.I.Meentees have been invited by 15 36 

their men tors 
1.2. Mentees have not been invited 27 64 

by their mentors 
Total 42 100 

1.3. Mentees have invited their 30 7 1 
mentors 

1.4. Mentees haven't invited their 12 29 , 
mentors 

Total 42 100 

Action Research 
2 Mentee Mentor 

N = 42 N = 56 Total 
The status of conducting F % F % F % 
action research by 
respondents 
2.1. Conducted 23 55 12 21 35 36 
2.2. Not conducted 19 45 44 79 63 64 

Total 42 100 56 100 98 100 

Resource Sharing Time and Frequency of Training , 
3 Mentor Director Total 

N = 56 N = 28 
Whether schools have shared F % F % F % 
resources with each other 
3.1. share 13 23 18 64 31 37 
3 .2. Not share 43 77 10 36 53 63 

, Total 56 100 28 100 84 lOQ_ 
4 Time length and frequen cy of 

training 
4.1. short and infrequent 48 86 26 93 74 88 
4 .2. short and frequent 4 7 2 7 6 7 
4 .3. Long and frequent 4 7 - - 4 5 
4.4. Long and infrequent - . - - - - -

Total 56 100 28 100 84 100 
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Classroom superVISIOn helps both the teachers (supervisees) and the 

'supervisors' to know how adequ ate their performance is (Allington and 

Cunningham, 2002: 281). Table 9 indicated the response of men tee!; fo!" the 

extent to which they have invited their mentors to their classrooms and the 

extent to which their mentors have invited them. Their mentors h ave not invi ted 

the m ajority of mentees (64%). Conversely, majority of mentees (71 %) have 

invited their m entors to be supervised. This might show that there was a 

perception that supervis ion is the activity of the authori ties , the leaders or the 

mentors. It seems that it is only unidirectiona l. Therefore, most of the seniors, 

a uthori ties or mentors were not in a position to acquire a piece of knowledge or 

skill from their juniors, followers or men tees. 

Action research, on the oth er hand, is used to identify genuine problems in a 

school, classes, district or community and come up with su ggestions or 

possible solutions (Sadker and Sadker , 2003: 560). Concerning the 

respondents' status of conducting action research, table 9 above shows tha t 

majority of the respondents (64%) have not conducted action r esearch yet. 

Shockingly, a s ignificant number of mentors (79%) indicated that they h ave not 

conducted action research. In general , the implication could be related with the 

benefit obtained after the tiresome research report. WEO personnel, during the 

interview, reported that the benefit the teacher obtained didn 't exceed a point 

'4 ' or '5' out of '5 ' in one of the many lists of questions in the performance 

evaluation of the teachers. Moreover, there was lack of competence to 

undertake action research. 

Respon ses of mentors and directors on the question whether their schools have 

shared resources su pportin g teachers ' professional development and teaching 

learn ing ac tivi ties were indicated in table 9 above . Accordingly, abou t two-third 

of the re spondents reported that their schools did not share resources such as 

books, teaching aids, etc with other schools . From the information obtained 

from TIC, ZED and WEO personnel, sch ool directors were afraid of the 
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penalties for lost or damaged properties shared among schools. They also 

reported that many of the important educational resources kept locked in the 

stores and offices of some school directors. 

Contrary to this fact, when the responses of directors and mentors are 

separately observed, majority of the directors (64%) responded that their 

schools shared resources with other schools. In line with the interview 

responses, however, more than three-fourth of the m entors suggested that, the 

schools did not share their resources with each other. From this, one can infer 

that, directors were trying to escape from responsibilities, and gave attention to 

the material value of educational resources rather than the pedagogical value. 

To a lleviate these problems, as college deans and CPD personnel of the TTCs 

responded in the interview, model schools were being organized a round the 

TICs in a model school. In that model schools, one section of any gmde was 

randomly selected and all the teaching a ids needed for that class of sruden ts 

was properly arranged and put in the classroom permanently. That class was 

both a classroom and a pedagogical center. This approach coincides with the 

issues raised in the literature in Allington and Cunningham (2002 PP. 54 and 

260). It could be pedagogically valuable for students' academic performance 

improvement although it seems expensive as compared to the previous a single 

pedagogical center of a school. 

As indicated 111 Smith (1990:225) teachers h ave to be given enough time to 

accept responsibilities for their own professional development. The length of 

t ime and the frequency at which trainings take place are one of the decisive 

techniques of making the training sustainable . Accordingly, mentors and 

directors were asked to express the length of time and the frequency at which 

the trainings they have undertaken took place. Majority of them (88%) 

responded that the trainings took place for a short period of time and at an 

infrequent pattern as indicated in table 9. TIC personnel explained, through 
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the interview, that the time length and the frequency had direct relation with 

budget allocated from BESO and OEB. Trainings were taking place when TTCs 

obtain financial support for the CPO program. Therefore, it can be inferred, as 

it has been indicated in Kebede Nemomsa (2006: 60), that the trainings were 

sporadic and spontaneous. In general, the time and the frequency are 

inconsistent with what the literature above suggested. 

Along with the strategies 111 table 9, through the interview with college deans 

and coordinators of CPO and higher diploma programs at TTC level, the current 

practices of CPO have been identified. They reported that, nowadays, TTCs are 

exercising some CPO strategies among few primary schools found in their 

respective towns. They organized 'link schools', that are primary schools linked 

directly with TTCs through the CRCs. In the link schools, TTCs organized a 

model classroom, discussed earlier, the one, which is a classroom and a 

pedagogical center. They also send TTC instructors (who are attendillg higher 

diploma program currently open to instructors and lecturers to certify them as 

teacher educators) to these link schools for practicum, teaching practice and 

observations. , 

Moreover, TICs train teachers of the link schools in the training topics 

identified by the colleges. These topics include; active learning, TALULAr~ (to 

mean Teaching and Learning Using Locally Available Resources) , action 

research, continuous assessment, project proposal preparation and the 

induction of newly deployed teachers. 

One can conclude from this fact that it was en couraging beginning for teachers' 

professional development . However, it was limited only to the smallest, may be 

insignificant portion of the region's primary schools that are found only in 

Jimma, Nekemte and Asella towns. 
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CPD coordinators of the TICs responded that the · u se of computers and 

Internet services h ave a lso been started in the TTC-school linkage . Teachers of 

the link schools could have access to download datal information if they need 

to. The problem h owever, was the absence of computers in many of the primary 

schools. It was a good beginning of modernizing primary schools, h ad it been 

exercised widely. 

Moreover, a number of strategies/CPD opportunities could be exercised at 

CRCs and schools . Pertaining to this, Table 10 below depicts the mean of the 

responses showing the extent of the benefit obtained from those strategies. 

Accordingly, the grand mean of only two strategies, namely; self reflec tion 

program and informal teachers specia lization program showed that the benefits 

obtained were 'low' (grand mean 1.67 and 1.66 respectively). Similarly, the 

grand means of the two other strategies, 'generating school finance' (2 .00) and 

'supervision feedback' (2 . 1) indicated that the benefits obtained from these 

strategies were also considered 'medium'. 

However, the ANOVA test indicated that there was statistically significant 

difference in perception among the three groups. Directors degraded the 

benefits obtained from the above four s trategies more than mentees and 

mentors. Regarding school finance generation, it seems that they compared the 

school income obtained because of tra ining with the training expen se and time 

consumed. 
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Table 10: The Degree of the Benefit Obtained from CPD Opportunities 

No The degree of the Mean and standard devia tion of Grand ANOVA 
benefit obtained from Res onscs mean Test 
the strategies (training Mean Mentee Mentor Director F-ratio 
opportunities) SD N=42 N=56 N=28 

1 English language Mean 2.74 2.68 2.93 2.75 1.904 
Improvement program SO 0.59 0.64 0.26 0.56 

2 Curricu lum based Mean 2.50 2.50 2. 7 1 2.55 0.876 
tra ining SO 0.83 0.76 0.60 0.76 

3 Educational leadership Mean 2 .52 2.57 3 .00 2 .65 5.044' 
SO 0.77 0.74 0 .00 0.69 

4 Lesson plan preparation Mean 2.95 2.79 2.82 2.85 l.679 
SO 0 .22 0.56 0.48 0.46 

5 Child-centered approach Mean 3.00 2.86 2.86 2.90 2.158 
SO 0.00 0.44 0.45 0.37 

6 Teaching aids prepa ration Mea n 2.38 2.16 2 .75 2.37 4 .505' 
SO 0.91 0.91 0 .59 0.87 

7 Continuous assessment Mean 2 .81 2 .79 2.86 2.81 0.176 
SO 0 .51 0.56 0.45 0 .52 

8 Classroom management Mean 2.8 1 2.79 2.82 2.80 0.053 
SO 0.51 0 .53 0,48 0. 51 

9 Classroom supervision Mean 2.69 2 .75 2.89 2.76 l.265 , 
SO 0 .56 0.55 0.42 0 .53 

10 Increasing enrollment and Mean 2.76 2.68 2.75 2.72 0.322 
reduc ing dropout SO 0.58 0.51 0.59 0.55 

11 Generating school finance Mean 2 . .10 2.16 1.54 2 .00 6.351' 
SO 0.79 0 .80 0.74 0.82 

12 Supervision feedback Mean 2.40 2.16 1.54 2.10 11.337' 
SO 0.70 0.80 0.74 0.82 

13 Self reflection program Mean 1.81 1.80 l.1 8 l.67 9.518' 
SO 0 .71 0 .75 0.39 0 .72 

14 Informal teacher Mean 1.52 2 .04 l.11 l.66 15.349' 
specialization SO 0.74 0.89 0 .32 0 .83 

* At P5: 0.05 sIgnificant difference IS Identified 
- dfis between 2 and 123 for men tees, mentors and directors 
- Mean5: 1.75= low; mean 1.76-2.25= medium; mean> 2.25 high 

Therefore, it could be concluded that, for directors the ben efit obtained was 

worthless. For the 'self-reflection program ', too, they rated 'low' as compared to 

other respondents . One can infer from this that directors associated the 

academic self-re flection with the administrative/ political self reflection session 

taking place at the WEOs or Woreda Administration Offices up on which they 

might develop different attitude . 
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The remaining items of table 10 above, item 1 to item 10, were rated high on 

the benefits obtained except that the mentors benefited 'medium' from teaching 

a ids preparation; and their grand means were ranging from 2 .37 to 2.90. The 

first four strategies those ranked first to fourth in the degree to which 

respondents benefited from them were (grand means were indicated): child 

centered approach (2 .9), lesson plan preparation (2 .85), continuous assessment 

(2 .81), and classroom management (2 .80) with no significant difference of 

statistical value of ANOVA test. 

The other strategies beneficial to the respondents, ranging from fifth to renrh in 

the value of their grand mean were classroom supervision, English language 

improvement program, increasing enrollment and decreasing dropout, 

educational leadership, curriculum based training, and teaching aids 

l?reparation, respectively. The result of ANOVA test computation showed that 

there were statistically significant difference a mong directors and teachers 

(men tees and mentors) with regard to educational leadership and teaching aids 

preparation. The mean of the responses of directors on the degree of the benefit 

obtained from the training of educational leadership and teaching aids 

preparation were 3.00 and 2.75 respectively. This means that CPD s trategies 

that were compatible with teachers' needs might be effective and well accepted 

by the beneficiaries . 

To sum up, the re spondents were eager to participate in CPD as it can be seen 

from earlier discussions, and want to be beneficial from the program. The s tudy 

also showed that the teachers have benefited from most of the strategies of 

CPD. Had the programs been well planned and organized bet ter than the 

existing practices, the degree to which the stakeholders would ha ve been 

benefited become very high. 
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3.4. The Consideration of Interests during CPD Planning 

Prior to the planning of CPO program , it is advisable to investigate the factors 

th at cou ld motivate teachers to participate in this program. Salary, career 

ladder promotion, material benefits, knowledge a nd skills obtained through the 

tra inings could be factors that could in itiate teachers to participate in CPO 

(smith, 1990: 22-23; Weis, 1987: 6). On the other hand, career ladder was 

criticized for it lacks clear standard or a ppropriate evaluation tools (Smith, 

1990: 388). Pertaining to the issue of career ladder, mentees and mentors were 

asked wh ether they support the exis tence of teachers' career structure in the 

education system. Table 11 below shows the frequency and percentage of their 

respon ses. 

Table 11 : Whether Mentees and Me ntors Support the Existence o f 

Teachers' Caree r Structure 

No Supporting Me ntee Mentor Total 
status F % F % F ~/o 

1 Support 40 95 53 95 93 95 
2 Not support 2 5 3 5 5 5 

Total 42 100 56 100 98 100 

The table above shows that, almost a ll (95%) of m entors and men tees 

respon ded that they support the existence of teachers ' career structure. It 

mean s that teachers perceived this p rogram as a means to increase their 

salary, thereby improve their economic status. It is because, teachers perceive 

them selves as being at the bottom of h ierarchical order in the education system 

(Lam ber t , 1996). On the other hand, WEO and ZED personnel responsible for 

CPO respon ded on the issue of career structure that direc tors, most of the time, 

didn't appropriately evaluate teachers, and they use this method as a means to 

reward their pets and punishing other' teachers a nd this could discoi.lrage other 

teach er s from effectively carrying out their duties. This idea is directly related 

with th at of Smith (1990: 388) and Sadker and Sadker (2 003 : 570). 
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As regard s to the factors that initiate teachers to participate In CPD, the 

respondents were asked to race on degrees of the benefit they want to gain from ' 

the tra ining. Likewise, the mean of their res ponses were displayed in table 12 

below. 

Table 12: The Benefits the Teachers Want to Gain from the Training 

Mean and s tandard deviation Grand ANOVA 
distribution of re s pondents by type mean Test 

No Types of Benefits Mean Mentee Mentor Director F-ratio 
SD N~42 N~56 N~28 

I F'ina n cial benefit / Mean 2.60 2.59 2.82 2.64 1.479 
salary increment SO 0.63 0.71 0 .39 0.63 

2 Promotion through Mean 2.69 2.68 2.79 2.71 0.473 
career ladder SO 0.56 0.47 0.42 0.49 

3 Material be nefit Mean 2.57 2.63 2 .7 1 2.63 0.448 
SO 0.67 0 .62 0. 54 0.62 

4 Knowledge of the Mean 2.02 1.89 1.93 1.94 0.300 
su bject matter SO 0.8 1 0 .87 0. 8 1 0.83 

5 Knowledge of teachi ng Mea n 2.21 2.11 2.39 2 .21 1.645 
methodology and SO 0.72 0.59 0.79 0 .69 
related skill s 

Mean::: 1.75= low; 1.76-2.25= medzwn; > 2.25= hzgh 
Significant level is identified at alpha ::: 0 .05 and df ranges belween 2 and 123 

As is shown in th e table, with th e exception to 'knowledge of the subject matter' 

and 'knowledge of teaching methodology and related skills ', the remaining three 

items, namely; fin a ncial benefit/salary increment (grand mean 2.64), promotion 

through career ladder (2.71) a nd material benefit (2.63) we re rated high. In fact , 

the benefits listed cannot be exhaustive. Others might be described. The 

researche r ; however, has considered only th e major ones to see the intrinsic 

and extri nsic motivations. 

From the birds eye Vlew, one can observe from the table that the re spond e n ts 

were inclined towards the extrinsic motivation, that is , the financia l and 

material benefit. Even, their interest in p romo tion through ca reer ladder, a s 

discussed earl ier, was also a imed at salary incre m e nt. 
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As indicated in the table, ANOVA is computed to examine if there was 

significant difference among the three groups on the benefits they want to gain. 

The result of the computation s howed that, statistically there was no significant 

difference amon g the groups . This shows that, a ll the three groups: men lees, 

mentors and directors h ave similar interest and could be initiated by s imilar 

factors. Contrary to this, 'the knowledge of th e subject matter' and 'teaching 

m e thodology' could n ot have immedia te fina n cial or material benefit, except 

person a l satisfaction to the respondents. 

From the perception of these respondents one can infer that teachers could be 

motivated m ore at programs that reward them with salary increment, fin a ncia l 

or mater ial benefit, which a re the extrinsic motivators than the intrinsic ones 

like promotion and knowledge acqu isit ion. 

3 .5 . The Compet ence and Commitment of Stakeholders 

The nature of the linkage among different stakeh olders of CPO varies widely. As 

the experiences of different countries h ave indicated, it ranges from very loose , 

voluntary a rra n gemen t to mandatory membership . School clustering is a lso a 

means of facilitating interactions a nd effective use of resour ces, both material' 

a nd human, among schools (Breden berg and Dahal, 2000). This ac tivity could 

be materia lized la rgely on the competen ce and commi tment of s ta keholders. 

Re lated to th is fact the respondents were inquired to rate the degree at which 

different stakeholder s participated in the provision of material/human support. 

Ta ble 13 below, depicts the mean of their responses. 
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Table 13: The Degree of the Support Given to CPD in the School by 

Management Bodies 

No Types of Mean and standard deviation distribution of Grand ANOVA 
support given restlondents bv tvtle mean Test 

by Mean Mentcc Mentor Director Coord F-ratio 
management SD N=42 N=56 N=28 inator 

bodies N=26 
1 School leaders' Mean 2.62 2.57 3.00 2. 12 2.59 10.848-

SUDDort SO 0.66 0.63 0.00 0.59 0.62 
2 PTA support Mean 1.57 1.68 1.57 1.73 1.64 0.415 

SO 0.80 0.58 0.84 0.67 0.71 
3 Kebele Mean 1.52 1.30 1.46 1.69 1.46 1.995 

Education and SO 0.71 0.66 0.79 0.68 0.71 
, Training Board 

SUDDort 
4 CRC Mea n 2.21 1.46 2 .36 2.69 2.05 22.184-

coordinating SO 0.78 0.76 0.49 0.68 0. 85 
bodies SUDDDrt 

5 'ITC Mean 1.38 1.70 1.57 2.54 1.73 11. 393-
management SO 0.70 0.89 0.88 0.76 0.90 
bodies SUDDort 

6 WEO support Mean 2.05 1.82 2.75 2.38 2. 15 11.165-
SO 0.80 0.79 0.59 0.64 0.80 

Mean,:: 1.75= low; mean 1.76-2.25= medium; mean> 2.25= high 
*at P,:: 0.05 significant difference is identified. df is be tween 3 and 148 for the 
four groups. 

At a glance, one can pinpoint that the highest grand mean (2. 59) was that of 

school leaders' support. The computation of ANOVA, however, shows that 

statistically there was significant difference amon g the four groups on this 

support. Particularly, the result of multiple m ean comparison u s ing Tukey HSD 

shows, directors and coordinators were at two opposite extr emes when they 

rated the support of the school leaders . Directors were occupied with 'I did it 

best' perception and rated mean is 3.0. Conversely, the coordina tors perceived 

that the contribution of directors was medium rather tha n high . Along with the 

ideas of directors , the men tees and mentors rated that the school leaders' 

support was high. 

From the researchers observa tion and interview conducted with the 

coordinators; however, the contribution of directors wa s not high . In some 

schools, there was directors' turnover, lack of directors ' commitment to allocate 
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budget to CPO, lack of willingness to share resources and lack of commitment 

and competence in facilita ting interactions . 

Next to school leaders, the support given by school cluster center coordinating 

bodies and WEO were rated as 'medium' with grand mean 2.05 and 2. 15 

respectively. The s tatistical computations showed, as can be seen from the 

table that, there was significant difference in perception on the degree of the 

!'}upport given by the two management bodies among the four groups of 

respondents. While the coordinators highly credited the support of school 

cluster center coordinators, the directors highly valued the support of WEO. 

This shows that the judgment of the support was more on the degree of the 

interaction among each other rath er tha n on the work performed through the 

program. Directors valued WEO for they have frequent interaction with each 

other. Likewise, coordinators , pa rticularly, of TICs cr edited CRC coordinators 

for the fact that they have frequent intera ction with link schools , even though 

their catchment area (the number of primary sch ools up on which they a re 

exercising CPO) were insignificant, that is, (30 link sch ools for Jimma TIC, 11 

link schools for Nekemte TIC and 15 link schools for Asella TI'C) . 

The support of other s takeholders, namely; PTA, kebele education and training 

board, and TIC management bodies was rated low. One can infer from this that 

CPO is mainly the concern of trainees (mentees), tra iners (mentors), TTC 

coordinators of CPO and directors rath er than the administra tive bodies like 

PTA, kebele education and tra ining board and TIC management bodies. To sum 

up, there was lack of consensus and commitment a m ong the stakeholders to 

promote the program and a lso there was lack of competence to facili tate the 

linkage between TIC and CRC. 

More specifically, the respondents were asked to judge the degree to which 

TICs were committed to can-yout the role and the respon s ibilities the MOE has 

listed in the CPO guideline of 2004 . 

68 



Table 14: Ratings on the Judgment of the Commitment of TTCs by 

Respondents 

Mean and standard deviation Grand ANOVA 
dis t ribution of res pondents by typ_c mean Tes t 

No College's role and Mean Mentor Director Coordi F·ratio 
responsibility SD N=S6 N=2 8 nator 

N=26 
1 Link with directors and Mean 1.32 2.46 2.69 1.94 57.600' 

supe rvisors to support SD 0.69 0.51 0.55 0 .88 
induction of NDTs 

2 Link with schools, Mean 1.70 2.2 1 2 .69 2.06 23.466' 
supervisors and CRCs SD 0 .7 1 0 .42 0 .62 0.82 
to support CPD 

3 Provide professiona l Mean 2 .04 2.14 2.54 2.18 3 .585' 
support to teachers SD 0.95 0.45 0.71 0.82 

4 Develop CPD packages Mean 2.05 2 .00 2.62 2.17 4.929 ' 
for locally identified needs SD 0.96 0.67 0.64 0.86 

5 Provide findings of Mean 1.41 l. 11 1.73 1.41 7.511' 
action research to CRCs SD 0 .50 0.32 0.92 0.63 

6 Provide reports and Mean 1.00 l.00 2.27 1.30 81.039' 
examples of good SD 0.00 0.00 0.92 0.70 
practice to CRCs 

Mean ~ 1.75= low; mean 1. 76-2.25=medzum; mean> 2.25= hzgh 
* at p~ 0.05 significant difference is identified; df is between 2 and 107 fo r the 
three groups. 

As it can be seen from table 14 a bove, none of the grand means of the responses 

indicated that the commitment of TICs was 'high'. Rather , the respondents judged 

the commitment of TICs 'to provide findings of action research to CRCs' and 'to 

provide reports and examples of good practice to CRCs' as being 'low'. 

The computation of ANOVA test, however, showed that statistically there IS 

significant difference among the group s on these two items. The difference was, as 

can be observed on the Tukey HSD multiple mean comparisons, between directors 

and coordinators on the provision of findings of action research. On the provision 

of reports and examples of good practices to the CRe's, too, the differences were 

between coordina tors and mentors, and between coordinators and directors. 

This might imply that most of th e directors and mentors have not come across 

seeing or reading findings of action research at their level. Some 'of the 

coordinators, h owever, responded that they provided this finding, but it might 

be to the few schools -the link sch ools. Similarly, the coordinators judged 
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themselves that they reported to the CRCs. This might also be true for the few 

link schools and their CRCs only. 

On the other hand, with the exception of these two items, the remaining roles 

and responsibilities were judged as being 'medium'. Regarding the 'commitment 

to provide professional support to teachers', there was a difference in 

perception between mentors and coordinators . Mentors recognized th at, they 

themselves were the only providers of CPO at sch ool or CRC level. They did not 

see that TICs provided at school or CRC level. The coordinators, on the other 

hand , judged them selves as if th ey had highly con tributed/ committed . 

In general, for all of the four items whose grand means indicated 'medium', the 

coordinators judged themselves as if their commitment was 'high'. Contrary to 

this, the judgment of other respondents did not coincide with tha t of the 

coordinators . This implies that there was no benchmark against which to 

measure the accomplishment of one's roles and res ponsibilities. Therefore, it 

can be concluded that the commitment of th e TTCs on the wider a rea of the 

region was low. From the in terview, it was under stood that TTCs were 

competent enough to provide the program. 
, 

With a view to gather data simila r to the commitment of TTCs, questions were 

posed to the mentors, directors and coordinators to judge the extent of the 

commitment of CRCs to undertake the roles and responsibilities assigned to 

them. From the data shown in table 15 below, it can be concluded that the 

commitment of CRCs to undertake their roles and responsibilities was not 

'high'. All the grand means a re below 2 .25. 

Four of the items in th e table showing the extent of the commitment of the 

CRCs that were judged as 'medium' include the following: the provision of well 

planned CPO program (grand mean 1. 91 ); supervising, supporting and 

evaluating the program (2.03); ensuring the effectiven ess of the communication 
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between cluster schools (1.89), and the provision of report and evidence of good 

practice to schools and WEO (2.02) . 

From the data shown in the table, the commitment of the CRCs to function the 

three remaining roles and responsibilities was 'low'. That is to say, the CRCs 

lacked the competence to design and develop, plan and coordinate CPD 

programs; they were not committed to encourage and support ac tion research 

and sharing of good practice; and they were not in a position to implement 

particular CPD opportunities for female teachers. 

Table 15 Ratings on the Judgment of the Commitment of CRCs by 

Respondents 

Grand ANOVA 
No CRC's role and Mean and standard deviation of ITIcan Test 

re s ponsibility rcs anses 
Mean Mentor Director Co Q),:di F-ratio 

SD N=56 N=28 nator 
N=26 

1 Design and develop, Mean 1.61 2.00 1.58 1.70 3.976' 
plan and coordinate SD 0.59 0.61 0.81 0.67 
CPD programs 

, 2 Provide well Mean 1.63 2.14 2.27 1.91 10.149' 
planned CPD programs SD 0.62 0.59 0.87 0.74 

3 Supervise, support and Mean 1.52 2.82 2.27 2.03 39.900' 
evaluate CPD programs SD 0.63 0.39 0.87 0.85 

4 Ensure the Mean 1.61 1.79 2.62 1.89 24.559* 
effectiveness of SD 0 .59 0 .74 0. 50 0.73 
communication 
bet\yeen cluster 
schools 

5 Encourage and Mean 1.20 1.93 2.12 1.60 27 .287 ' 
support action SD 0.55 0.60 0.65 0.72 
research and sharing 
of good practice 

6 Im plement particular Mean 1.38 1.79 1.81 1.58 4.678' 
CPD opportunities for SD 0.73 0.74 0.69 0.75 
female teachers 

7 Provide report and Mean 1.77 2 .54 2 .00 2 .02 9.999' 
evidence of good SD 0.76 0.69 0.75 0.80 
practice to schools and 
WEO ---

* The mean difference IS Significant at the 0.05 level. 
- Mean,:'; 1.75= low, mean 1.76-2.25= medium, mean> 2.25= high 
-,df is between 2 and 107 for mentors, directors etnd coordinators. 
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Again, the variance of the judgment of mentors, directors and coordinators was 

statistically tested for all of the items. The result s howed that s tatistically there 

was significant difference in judgment among the three groups. Note that a 

iarge value of the F-ratio would indica te greater variability of judgment among 

the groups towards the commitment of CRCs to play their roles and to carry out 

their responsibilities. The mentors underestimated the commitment of CRCs. 

This might be for the reason th at the mentors were the only a nd the m ajor 

actors of the CPD at their respective schools. The directors highly valued, 

particularly the commitment of CRCs to supervise and evaluate CPD programs. 

This might be because it was m ainly the directors' role and responsibility. 

Another point worth discussing is the extent of the judgment of men tees up on 

their mentors' support. From the data shown in Table 16 it can be concluded 

that more tha n half (57%) of mentees judged that the support of their mentors 

was 'high'. Only about one fourth (24%) and the remaining one-fifth judged the 

support as being medium and low, respectively. · This implies that the , 
professional support the mentors provided to their men tees was encouraging. 

Table 16: The Extent to Which Mentees Judged the Support of Their 

Mentors 

No The degree of judgment given Response in Frequency 
to the support of the mentors and percentage 

F % 
1 High 24 57 
2 Medium 10 24 
3 Low 8 19 

Total 42 100 
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3.6. Constraints Related with CPD and the Linkage between 

TTC and CRC 

The major drawbacks/ con straints associated with CPD program in general and 

the linkage between TIC and CRC in particular is analyzed based on the data 

gathered from the respondents. 

Structure and Guideline 

The three items in table 17 below reveal the seriousness of the problems related 

with struc ture and CPD guideline. The grand mean of the responses indicated 

the problems were serious. The absence of clear CPD guideline was very serious 

problem to a ll the three groups of respondents. Actu ally, there was a genera l 

guideline forwarded in 2004. Moreover, even this guideline was not well 

understood by teachers and WEO personnel, and was not sufficiently 

distributed to the stakeholders. 

Incompatibili ty of th e existing CPD s trategies with teachers' needs is another 

pitfall of the CPD . Currently, the well-known strategy adopted in almost all 

primary schools is that, working on the material/book prepared for newly 

deployed teachers, and is being exercised by men tees with the supervision of 

their mentors. For other serving teachers however, there were few strategies 

accustomed to be performed in schools like workshops, experience sharing of 

practices almost known by others. These strategies were rather aimed at 

teachers' performance evaluation rather than profession al development. 
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Table 17: Drawbacks Related with Structure and Guideline 

Mean and standard deviation of I , 
No Type of problem Res onses Grand F'-ratio I Mean Mentor Director Coordina Mean 

SD N=56 N=28 tor N=26 
I Absence of clea r Mean 2.61 2.93 2.73 2 .72 2.566 

guideline SO 0.71 0.26 0 .67 0.62 
2 La ck of awareness Mean 2.55 2.75 2.38 2 .56 2. 142 

of the concept of SO 0.66 0.59 0.70 0 .66 
CPO and CRC 

3 Incompatibility of 
the existing CPO Mean 2.84 2 .68 1. 85 2.65 39.556* 
strategies with SO 0.31 0.32 0.93 0.69 
teac h ers' needs 

* The mean difference IS sIgnificant a t the. 05 level, and df IS between 2 and 107 
for mentor, director ancl coordinator. 

- Mean ~1. 75= rare problem; mean 1.76-2.25= partial problem; 
Mean > 2 .25= serious problem. 

The ANOVA test for difference In th e means on the incompa tibility shows tba t 

there was a higher difference in perception among the groups. As can be seen 

from the table, for coordinators, the incompa tibility of the exis ting CPD strategy' 

with teachers' needs was not a seriou s problem . This migh t be for the reason 

that they undertook need assessment in the few link school s and CRCs of th eir 

reach . 

Lack of awareness of the concept, the role, func tion s and objec tives of CPD, 
I , 

CRC , a nd clus tering school were also serious problem in [his program as is 

indicated in the table. Concerning the structure, the coordinators pointed out 

during the interview that CPD is a n ac livity mel'ged with the ac tivilies of 

supervIsIOn offices. Structura lly, CPD personnel were not a s signed specifica lly 

to thi s task. They reported, there was a pla n to assign personnel a t Cl"<C level . 

currently; teachers are being assigned as CRC super visors a lthough without 

salary incremen t. It can be assumed th at there was absence of responsible 

body that organize a n d manage the p rogram. 

In general, CPD is more said than done. Its guidelines, strategies, objective s 

and even the co n cep t we re not well understood by m ost of the s takeholder::; 
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even though it seems that it IS taking place among different stakeholders 

discussed earlier. 

Shortage of Resources 

To assess the level of the seriousness of the problems related with resources, 

questions were posed. The data in table 18 below revea ls the seriousness of the 

problems related to time, incentive, human and m aterial resources . It is 

obvious that resources are scarce. In the CPO program; however, the problem 

exceeds the usual minimum requirement to operate a nd conduct the CPO. It is 

because the stakeholders, particularly the resource providers, were not well 

aware of the program. 

Table 18: Problems Related with Resources 

Mean and standard deviation of 
No Type of problem Rest Dnses Grand F-ratio 

Mean Mentor Director Coordina mean 
SD N=56 N=28 tor N=26 

1 Lack/ absence of Mean 2.34 2.89 2.46 2.51 6.788' 
reading materials SD 0 .77 0.32 0.65 0.69 
on CPD 

2 Shortage of Mean 2.21 2.86 2. 73 :l.50 11.592' 
coordinators' time SD 0.78 0.36 0.53 0.70 
to undertake CPD 

3 Lack of financial Mean 1.88 2.82 2.69 2.31 19.442' 
and material SD 0.92 0.39 0.62 0. 87 
resource 

• The mean difference lS slgnificant at the. 05 le vel, and df lS between 2 and 107 
for mentor, director and coordinator .. 

- Mean 2,.1. 75= rare problem; mean 1.76-2.25= partial problem; 
Mean> 2.25= serious problem. 

From the data shown in the table, it can be concluded that the problems listed 

were serious. Lack/ absence of r eading m ateria ls related to the concept of CPO 

itself, the strategies, opportunities supporting professional development, and its 

organization and management cannot be found in the schools, CRCs, WEO s 

and ZEDs. TIC coordinators reported in the interview that, these materials 

were found in the TICs to some extent, though not as much as required. 
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Again, time a lso was scarce resource in the CPO . Coordinators of CPO at 

different levels; mentors and m en tees a ll have the assignments of their regular 

duties. CPO was assumed, to many people, as an extra assignment and have 

not been given ample time for the execution of the program. Particularly, at 

CRC level, it demands for mentors' time to travel from school to school and 

coordina te / support men tees' activities at school. TTC coordinators, too, were 

instructors at the colleges. They were required to coordinate this program with 

the expense of their scarce time. Generally, it can be concluded from the data 

indicated in table 18 above that the devotion of coordinators to allocate their 

t ime to underta ke CPO was serious problem. 

CPO at WEO a nd ZEO is attached to the offices of superVlSlOn with no 

personnel assigned to it. These offices had given priorities to th eir major tasks 

rather than the CPO. It can be concluded th at people working on CPO are those 

occupied with other major tasks and who were unable to devote themselves to 

the progress of this program. 

Along with this, lack of financial and material resources, were rated serious 

problem. With the exception to the material prepared for the induction of newly 

deployed teacher s, and the budget allocated to the spontaneous and sporadic 

training took place at WEOs and TTCs, there was lack of fin ance and m a terial 

to make the program continuous . Perdium and transportation expenses, 

together with a budget for purchases and hiring personnel were a ll n eeded by 

the mentors to move from school to school; by the TTC coordinators to widen 

their catchments and to strengthen the linkage; and by the other offices to 

assign personnel responsible for CPO, but lack/ absence of finance was 

observed a ny where and anytime in the program. 

Organizational and Managerial Capacities 

School cluster is a grouping of 3-5 contiguous pnmary schools into mutua l 

support, and this would be supported by the CRC to effectively utilize resources 
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to develop the teachers' profession (Bredenberg and Dahal, 2000) . And this 

organization should also be supported by an effective management. 

The first two items of Table 19 below shows the problems related to the 

organization of the CRCs. Distance of schools from their CRCs was a serious 

problem. Nowadays, primary schools are being opened one at each rural kebele. 

Although they wi ll be numerous in number, the distances among them could 

not be manageable in the rural areas where there were no transportation 

facilities. What matters to the management of CRC is the number of schools 

enrolled in them. The respondents replied that this problem was a partial 

problem. On the other hand, zone personnel pointed out that in some of the 

rural areas, the newly opened primary schools were included to the a lready 

established CRC and widened their catchments area. As a result, the larger the 

number of the schools, the greater the problem of the management will be. 

Another point worth mentioning IS the lack of the knowledge of CPO 

strategies/techniques. There are a number of techniques through which 

trainers could develop their profession on issues like subject content and 

methodologies. As it can be seen from the table below, lack of this knowledge 

was considered as a serious problem. This implies that there were no manuals, 

guidelines, magazines, books or other writings acquainting different techniques 

and procedures in the schools or in the hands of the teachers . It was observed 

that some unpublished materials discussing the general ideas of CPO, mentor 

and men tee were found in the WEOs. 

77 



Table 19: Problems Related to Organization and Management of CPD 

Mean and Standard Deviation of 

No Type of Problem Res ponses Grand F-ratio 
Mean I Mentor Director Coordi- lucan 
SD N =42 N = 56 nator 

N = 28 
1 Distance of schools Mean 2.34 2.86 2 .19 2.44 6.717* 

from CRC SO 0.77 0 .36 0.90 0.76 
2 The large number of Mean 2 .09 2.64 1.77 2.15 7.833* 

schools in a CRC SO 0 .90 0.62 0 .86 0.88 
3 Incompetence of Mean 2 .84 2 .68 2 .00 2.60 

coordinators and SO 0.50 0.6 1 0.89 0.72 15.61 * 
directors at sch ool 

• 4 Incompetence of Mean 2.55 2.71 2.23 2.52 3.254* 
WEO personnel SO 0 .66 0.60 0 .9 1 0.73 

5 Lack of knowledge Mean 2.71 2.89 2.69 2.75 1.229 
of CPO s trategies SO 0 .59 0.32 0.62 0.55 

6 Lack of su pport and Mean 2 .79 2 .57 2.69 2.71 
follow up from SO 0.46 0.69 0.62 0 .54 l.371 
managing offices of the 
woreda, zone, region) 
and colleges 

• The mean difference ,s s'gnificant at the 0.05 level, and df ,s between 2 and 107 for mentors, 
d irectors and coordinators. 

- Mean < 1.75 = rare p roblem; mean 1.76 - 2.25 = partial problem; meCll'! > 2 .25 = serious problem 

The las t item of the table reveals the level of seriousness of the problem related 

with support and follow up. It has been an a lyzed earlier that the support of the 

stakeholders greatly influenced the program. Along with this , the follow up of 

the upper hierarchies over the lower ones was of serious problem (grand mean 

.2.71) . TIC personnel discussed that regional education bureau h ardly follow up 

this program. The bureau once a llocated fund but not following up the 

accomplishments . The personnel added that, the TICs preferred to report the 

achievements to BESO rather than to the regional education bureau. Similarly, 

the follow up of the bureau over the ZEDs ; and ZEDs over WEOs was limited . 

ZED and WEO personnel, too, share these ideas . 

It is generally assumed that, in a program in which responsible personnel was 

not found, it was difficult to say that there could exist fo llow up a nd support. 
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3.7. Suggested Solutions to CPD Problems 

The respondents were asked to give suggestions on what is to be done to 

improve the CPO program of the region, on the open-ended questions of the' 

questionnaire and through the interview. Accordingly, men tees and mentors 

recommended that guidelines, manuals, journals and magazines, that could 

describe different practices and techniques of CPO, would better be prepared 

and di stributed to schools and CRCs. They added training needs of individual 

schools or CRCs have to be identified and the relevant training has to be given 

accord ingly. 

Directors also suggested, the necessary materials and finance has to be 

a llocated to schools and CI~Cs; and TICs h a ve to involve in the trainings given 

at CRC level. The coordinators, on their pan, s u ggested that it might be . 

important if organizational structure for CPO is set and implemented. There 

must also be assigned CPO personnel at different educational hierarchies 

starting from CRCs up to REB. In addition, they recommended, the teaching 

loads of mentors has to be reduced, CPO practitioners (men tees and mentors) 

have to be benefited in obtaining the important and necessary knowledge and 

ski ll together with material and economic benefits. 

Moreover, the TIC coordinators suggested, competent ma nagement 

professionals have to be assigned to the management of schools a nd WEOs to 

improve the proper funclionin g of the program. 
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CHAPTER FOUR 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

This chapter deals with summary of the findings, conclusions drawn from the 

findings, and recommendations given for the improvement of the linkage 

between TICs and CRCs. 

4.1. Summary 
, 
The main objectives of this study were to investigate the s tatus of teachers' CPD 

program, and the degree of the linkage between TICs and CRCs in Oromia 

Regional State. The specific objectives of the study were: 

• To know the extent of the links made between TTCs and CRCs. 

• To assess the degree to which the responsible bodies of CPD discharge 

their roles and responsibilities. 

• To examine the level of the involvement of CPD providers in the program. 

• To identify the degree to which different CPD strategies/ opportunities 

are effectively conducted in the CRCs and the individual prima ry schools. 

• To investigate teachers motives behind CPD program. 

The following basic questions were raised to attain the objectives: 

1. How is the linkage between TICs and CRCs on CPD established? 

2 . What are the strategies/techniques adopted to guide a nd implement 

CPD? 

3. To what extent did the CPD program consider the interest/ benefit the 

teachers want to gain? 

4. What is the teachers' perception about the competence of trainers and 

coordinators at different levels in implementing CPD? 

5. What are the factors that constrained CPD and the linkage between TIC 

and CRC? 
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A total of 152 respondents from mentees, mentors, directors a nd coordinators 

of CPD at WEO, ZED and ITC were included in the study. Data were collected 

by using four sets of questionnaire; one for mentees, an other for mentors, still 

an other for directors. One set of questionnaire was distributed to CPD 

coordinators at woreda, zone and ITC level as well. Besides, in terview was 

conducted with CPD coordinator s at different levels. On top of this, 

observations to some CRCs were made. Data was presented and analyzed using 

statistical tools of percent, mean, standard deviation, t-test, one-way ANOYA 

and Tukey HSD post hoc comparison. 

4.2. Major Findings 

The following are summary of the major findings. 

4.2.1. The Background of the Stakeholders 

• More than half of the mentees (60%), who were the receivers of training, 

had IT! certificate. Majority of the mentors (93%) and all of the directors 

that is, the providers and coordinators of CPD at school level, had college 

diploma. 

• More than half of the coordinators (54%) and the remaining oth ors (46%) 

had college diploma, and university degree and above, respectively. 

• Only one-third of the men tees had service years up to 5 . The remaining 

two-third was serving more than 5 years. 88% of mentors and all the 

directors had served for more than 10 years. 

• The majority of mentees and mentors (95%) were busy occupied with 

large number of teaching loads . 

4.2.2. The Degree of the Linkage among Stakeholders and 

Their Responsibility 

Majority of the respondents described that teachers have high interest to 

Ilarticipate in CPD, TIC instructors provided care for the practitioners during CPD, 

8 J 



and teachers were implementing CPD at school level. H owever, the interaction 

among TICs and CRCs wa s low on issu es like collegia l rela tion ship, indu ction 

program, profess iona l support, organizing subj ect ma tter associa tion, and 

organizing teachers ' ne tworks . 

CPD coordinators of different levels su ggested and ranked th at WEO would better 

manage the link between CRC and TIC. Next to WEO, they ranked TIC itself, CRC 

and REB second to fou rth for the managem ent of the linkage . ZED and MOE were 

ranked second to the las t and las t, respectively. 

The involvement of CPO providers at different levels, th a t is , a t s chools , CRCs 

and WEOs va ried greatly . The respon ses of mentees, men tors and d irectors 

showed that: 

• at school level, only m entors a nd direc tor s involved in the provis ion of 

the CPO progra m . Most often, WEO supervisors a nd sch ool su pervisors 

(at an a verage) involved 'partia lly '. However , TIC instructor s and 

exemplary teacher s of oth er s ch ools 'ra rely' involved in th e p rogra m at 

school level; 

• at CRC level, m entors and director s a re 'u su a lly' involved. The school 

supervisors involved 'sometimes'. Whereas WEO, TTC in s tru ctors, 

exempla ry teach ers of the woreda, teach ers of other woredas, teachers of 

other CRCs involved 'rarely'; 

• at woreda level; however, a ll of the providers 'ra rely' involved. 

SpecificaJly, m entors responded that th e involvement of a ll CPO 

providers was 'rare'. Directors responded tha t 'rrc ins tr uctors involved 

only sometimes. On the other hand, m en tees responded that the 

involvement of m ost of the provider s was m edium. 
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4.2.3. Strategies / Techniques of CPD 

There are a number of strategies or techniques or professional development 

opportunities that could help teachers develop their profession if the teachers 

effectively practice them. The study revealed that: 

• Mentees and mentors frequently participated in the trainings taking 

place at school and CRC level only. They did not at all participate at zone 

and college level. 

• During classroom supervision, the mentors supervised the men tees most 

of the time . Most of the men tees did not ge t the chance to supervise their 

mentors. 

• Action research was not conducted by m ost of the respondents . 

• There was no resource sharing among the majority of primary schools. 

• The training time during CPD programs was short and its pattern was 

infrequent. 

• TICs organized model classrooms in their respective towns 111 some 

selected model pnmary schools. They a lso trained teachers in the 

training topics identified by TICs themselves, and provided (eachers 

with Internet access to download data/information. 

4.2.4. The Benefits Obtained from CPD 

Mentees, mentors and directors have benefited to some extent from those 

spontaneous and sporadic trainings taking place at different levels. This implies 

that the inadequacy of the program was compensated by the higher interest of 

teachers towards training. The most beneficial trainings indicated by the 

respondents include trainings on: child-centered a pproach, lesson plan 

preparation, continuous assessment, classroom management, classroom 

supervision, and English language improvement program. 
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4.2.5. The Motives that made Teachers Interested at CPD 

o Mentees and mentors supported the existence of teachers' career 

structure to improve their economic s tatus; however, directors' evaluation 

of teachers' performance to be eligible for career structure was not 

a ppropriate, rather impartial. 

o The respondents were interested in obtaining the financial and material 

benefit rather than the knowledge of the subject matter and the teaching 

methodology. 

4.2.6. The Competence and Commitment of Stakeholders 

o Although the extent of the support of directors towards CPD was rated 

'high', it was not to the expected degree. The turnover of directors, their 

resis tance to a llocate and share resources, negatively a ffected the CPD 

program rather than facilitating it. 

o The support and commitment of WEO a nd sch ool cluster center 

coordinators were medium; whereas, the support and commitment of 

PTA, kebele education and training board, a nd 1~rC management bodies 

was 'low'. 

o Although the TTCs have capacity to provide professional support to CRCs 

a nd sch ools , their commitment to perform different activities on the wider 

area was found out being low. 

• The CRC's commitment and competence to plan, implement, suppor t and 

supervise different CPD activities were found out being low. 

o The professional support the mentors were providing their men tees was 

important and encouraging. 

4.2.7. Factors Contributing to Poor Performance of CPD 

The major drawbacks/constraints associated with CPD and the linkage 

between TIC and CRC include: 
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• that CPO guideline was not well understood and sufficiently distributed 

to the stakeholders; 

• as a result, there was lack of awa reness of the concept of CPO, CRC and 

related issues ; 

• incompatibility of the existing CPO strategies/ opportunities with teachers 

needs; 

• lack of reading materia ls on CPO, shortage of finance an d materia l 

resource and coordinators' time; 

• schools that were not contiguous/ near to each other were organized as 

a cluster, and their number a lso was unma nageable in some clusters 

since newly established schools merge to existing clus ters ; 

• lack of competence of directors, WEOs a nd coordinators to manage, 

support, follow up the program and lack of involvement of the upper level 

hierarchies in the m an agement and support provis ion; 

• Lack of assigned personnel to manage the CPD at different levels, and the 

organizational structure of CPD was not functional. 

4.3. Conclusions 

The following-conclusion s a re drawn from the findings of the study: 

• The findings of the study revealed that teachers were grouped as m entees 

and mentors based on service year, educational qua lification and training 

participa tion at different levels (see table 2 and 8). The grouping of the 

teachers could be based on their respective school's criteria . As a result, 

there was variation between rural a nd urba n teachers to be either men tee 

or mentor. I.n rural areas, teachers of lower service year s could be 

mentors. On the other hand, in urban areas teachers of higher service 

years could be mentees. 

• There was loose interaction amon g TICs, CRC a nd teachers; and the 

responsible body in managing this linkage was dysfunctional. This loose 
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or weak interaction reveals that the provision of professional knowledge, 

skill, etc to the teachers through CPD training was low and promoting 

measures were not taken by most of the providers . As a result, it was 

suggested that WEO might h ave to manage the linkage between l~rc and 

CRC . It means that, CPO would better be m a n aged a t a grass root level 

beneficiaries/ authorities rather th a n the upper level authorities . 

• As to the strategies/techniques of CPO, the findings of the study show 

that the trainings were taking place only at school and/or CRC level. The 

involvement of mentees and mentors to undertake different CPO 

programs was minima l. It was found out that CPO trainings did not take 

place frequently. However, the teachers benefited from those few 

infrequent opportunities. It could a lso mean that if CPO is implemented 

at larger scale, teachers would obviously benefit from the program. Thus, 

CPO program is a key solution to teachers' professional problems if it is 

well planned and managed, especia lly at lower, grass root tier s, but a t the 

same time teachers are interested a t the extrinsic m otivations like sala ry 

increment, too . As a result, the improvement of teachcrs' profcssion 

through CPO was ra ther weak. This m ight imply that th e techniques or 

the strategies that could h elp teacher s acquire knowledge and skill were 

not well practiced by the providers. 

• Mentees , mentors and directors were interested to obta in material and 

financial benefit , even through career ladder promotion, than the 

knowledge of the subject matter and teaching methodology, and 

promotion itself. This implies that the respondents were inclined more 

towards immediate and extrinsic ben efits than the intrinsic ones. This 

might emanate from the lower living standard of primary school teachers; 

which could a lso have adverse effect on the CPO program itself. 

86 



• Although the support and commitment of directors, 1TCs, WEO and 

CRCs were encouraging to some extent, they were not as intended to be 

in the CPD plan. Mentors at their sch ools, and TTCs at their towns, tried 

to implement the program. The findings a lso indicated that the CPD 

programs a nd the linkage between TICs and CRCs faced a number of 

problems. Lack of basic inputs like finance, material, guideline and 

competent managers were its p itfalls . One can infer from this that in an 

area where there was no s trong commitment to duly participate and 

provide CPD training and lack of competence to provide different CPD 

techniques, the program could n ot be well practiced and as a result the 

change that could be brought on teachers' profession would be minima l. 

The existing management of CPD was functioning ineffectively that could 

resulted in low performances of the CPD program. 

4.4. Recommendations 

On the basis of the findings obtained and conclusions drawn, the following 

practical recommendations are forwarded. 

4.4.1. Training and Assignment of Responsibility 

Authori ty and responsibility has to be de legated to CRC managing body. CRC 

should be managed by a supervisor assigned to it. The assignment of the 

supervIsor has to be through the recruitment and selection process from 

interested teachers with better service years and better performance evaluation. 

Professional training in the CPD must be provided to CRC supervisors, with the 
, 
assumption tha t it p rovides with theories and practices, techniques and 

strategies, and the management of CPD itself. The TTCs would better 3.rrange 

the training program for one or two summer sessions and certify the 

supervisors. And a different salary scheme should be introduced for the 

supervisors.-The remuneration for the task s h ould be attached as incentive and 
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indication of accountability. These supervisors would better be accountable to 

WEO. 

4.4.2. Improving the Linkage between TTC and CRC 

The interaction and involvement of TIC in the CPD program implementation at 

CRC and school is crucial factor. In fact, it will be difficult and may be 

impossible for TICs to directly involve into the activities or programs of a ll the 

CRCs. Therefore, TICs would better prepare and produce films showing 

practical steps that should be taken during training sessions, a number of CPD 

techniques / strategies su ch as team teaching, micro teaching, classroom 

management, continuous assessment, the use of different ins tructional 

materia ls, etc., methods of follow up, support and supervision. In the film 

production, the TIC could use teachers of the cluster schools themselves whose 

inclinations are toward art and theatre to create all. environment of mutual 

relationship. 

This film production might be costly for TTCs . To a lleviate this, the TIC will sell 

the films to the CRCs and/or primary schools so as to share the produc tion 

cost. The relations between TICs and CRCs on the materials produced in the 

TICs have to be business like rather than donation or provision of the items. 

The CRCs and the schools might watch the films/ clips by renting digital video 

disc (DVD) players and television from teachers, community or any available 

source; or if possible by purchasing the apparatus at areas where there are 

electricity supply. In the CRCs where there is no electricity supply, the CPD 

training might be functional through the inter CRC or the inter woreda linkage. 

Similarly, the linkage between TICs and CRCs could be effective when resource 

materials supporting professional development activities are distributed to 

CRCs. To do so, TICs could prepare resorce materials/modules discussing 
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theoretical and practical applications of CPO techniques or strategies and 

distribute those using compact discs (soft copy) to CRCs or WEOs. WEOs, on 

their turn , could arrange on how the CRCs use these materials with the help of 

WEO secretaries or computer literate personnel. 

4.4.3. Involving CPD Stakeholders 

Through the better involvement of PTA and kebele education and training board 

into CPO activities, the community, parents, teachers a nd students can provide 

fina ncial, m a terial and technical support. In areas where there is electric 

supply, teachers or the community could supply the CRCs or schools with 

te levis ion or digita l video disc (OVO) players to help teachers watch the films, or 

they might p urchase these apparatus for their CRCs or schools. 

WEOs togeth er with the CRC supervisors would better involve in the 

management of CPO and the linkage between TICs and Cl~Cs. MOE, REB and 

ZED need to provide technical and professional support, prepare formal 

structure and up to date CPO guideline, and be committed for the effectiveness 

of the program since CPO is one of the government's priority areas. 

4.4.4. Providing Incentives/Benefits 

TICs and CRCs with their coordinators, supervisors, mentors and men tees better 

be benefiting from the program. TIC coordinators have to be provided with 

. transportation facilities and allowances to timely supervise CRCs. A different salary 

scale for supervisors and promotion scheme attached to the existing career 

structure has to be arranged for men tees and mentors. 

Sufficient time is required for mentors to suppor t the professional development of 

men tees, and for TIC coordinators fo r similar activities . Therefore, the teaching 

loads have to be reduced as much as possible. The desired teaching loads can be 

decided on further study of the time requirement of mentors and TIC coordinators. 
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Appendix A 

Addis Ababa University 
School of Graduate Studies 

Department of Educational Planning and Management 

(Questionnaire to be filled by Trainees) 

Study Objective 

Oromia Education Bureau is undertaking teachers' continuous professional 

development (CPD) program in a ll its primary schools to improve teachers' 

competencies In collaboration with teachers' training colleges (TTCs). This 

ques tionnaire IS designed to collect information about the linkage between 

colleges a nd school cluster centers. The purpose is to investigate the s tatus of 

teachers' CPD program taking place between TTCs and school cluster centers 

a nd to recommend how the program may improve to support teachers' 

development program. 

General Directions 

i. When filling in and checking please use these abbreviations that are u sed 

in the questions. 

CPD- continuous professional development 
CRC - Cluster Resource Center 
REB - Region Education Bureau 
TTC - Teachers Training College 
TTl - Teachers Tra ining Institutes 
UPE -Universa l Primary Education 
WEO - Woreda Education Office 
ZED - Zonal Education Department 

ii. There is no need to wri te your name. 

iii. Most questions need only putting an 'x' mark against your choice and few 

questions need to comment shortly. 

Thank You in Advance! 

March,2007 



A. Background Data 
1. Name of the sch ool _____ _ 
2. School level: 

a. Grade 1-40 b. Grade 5-80 c. Grade 1-80 d. Grade 1-60 
3. Sex: a . Male 0 b. Female 0 
4. Qua lification: 

a. 12 Comple te 0 b. 12 + TIl 0 c. 12 + TIC 0 
d . 12+2 (Diploma) major Minor _____ _ 
e. l0 + 3 (Diploma) major Minor _____ _ 

Others ____________________ _ 
5. Year(s) of experience __________ _ 
6. Tota l teaching load in a week _______ _ 
7. Responsibilities other than teaching ______________ _ 

B. Data on the Issue 
1. How often have you participated in formal training with your colleagues or 

trainers at different levels? 
No Places F r equently Occasionally Not a t all 
I A t zonal level 
2 At college level 
3 At woreda leve l 
4 At CRC level 
5 At school level 

2. To what extent is the interaction of teachers, Trcs and CRCs? Show the 
degree using very high =4, high =3, medium =2, low= 1 or n o interaction =0 
aE aJns t h ' t th t bl b 1 eac I em In e a e e ow. 

No Item 4 3 2 1 0 
I The extent of teachers' need to participate in CPO. 
2 The extent to which college instructors care for school (Cl'l.C) level 

practitioners during CPO. 
3 The extent to which school (CRC) level .CPO practitioners assume 

college instructors as colleagues. 
4 The exten t of the involvement of TICs in the induction of newly 

deployed teachers 
5 The extent of the professional support given to teachers by 'ITCs. 
6 Implementation of different CPO strategies at schools by teachers. 
7 Organizing subject matter associations in the CRCs by colleges 

1-

8 Organizing teachers ' networks by colleges 
9 Training the mentors and CPO coordinators by colleges 
Others ________________________ _ 

3. Have you ever been invited by your mentor teacher to visit his/her classroom? 
Yes 0 No 0 

4 . Have you ever invited teacher(s ) to visit your classroom? Yes 0 No 0 , 



5. Identify the degree to which the CPD providers are involved at their level. 

No 

1 
2 
3 
4 
5 
6 

1 
2 
3 
4 
5 
6 
7 
8 

1 
2 
3 
4 
5 
6 

Show the frequency of provision u sing the scale always ~4, usually ~3, 
sometimes ~2, rarely ~ 1, or not at all~ o. 

Providers Involvements 4 3 2 1 0 
a) At School Le vel 
Mentors 
Directors/ vice directors 
School supervisors 
Woreda supervisors 
College instructors 
Exemplary teachers of other schools 
b) At CRC Level 
Mentors of the CRC 
Directors / vice directors of the CRC 
School su pervisors 
Woreda supervisors 
College in structors 
Exemplary teachers from other CRCs 
Exem plary teachers of the woreda 
Exemplary teachers of other woredas 
c) At Woreda Level 
Exem plary teachers of the woreda 
Effective directors/vice d irectors 
Effective school supervisors 
Woreda supervisors 
College instructors 
Zone personnel 

6 . What are the available CPD opportunities (strategies) in which teachers are 
pa rticipating at your area? Please indicate the extent of the benefit you 
gained from the training using the scales high ~4, medium~ 3, low ~2, no 
benefi t = 1, or no training at a ll ~o. 

No Types of Training Strategy (opportunity) 4 3 2 1 0 
1 English Language Improvement Program(ELlP) 
2 Limited curriculum based training (ex. math, science) -
3 Education a l leadershi p 
4 Lesson plan preparation 
5 Child-centered approach 
6 Teaching aids preparation 
7 Techniques of continuous assessmen t 
8 Classroom management 
9 Classroom supervision 
10 Increasing student enrollment a n d decreasing dropout 
11 Generating school finance 
1,2 Supervision feedback 
13 Self reflection program 
14 Informal teacher special ization 



7. Have you ever conducted action research? Yes 0 NoD 

8. If your answer for the above question is 'yes', what was your research topic? , 

9. To what extent is the assistance (support) given by different management bodies 
to the CPO in your school? Indicate using the scale Very high= 4 High= 3 

Medium= 2 Not at a ll= 1 or I don't know= 0 

No Mana~ement bodies' Support 4 3 2 1 0 
1 School leaders 
2 Paren t teacher association 
3 Kebele education and training management board 
4 School cluster center coordinating bodies 
5 TTC management body 
6 Woreda education office 

10. How do you (mentee) judge the importance of the support given by 
mentors? Indicate the extent of the importance. 

Very high 0 High 0 Medium 0 Low 0 Insignificant 0 

11. What do teachers want to gain from the training? Please show using the 
scale high= 2, medium= 1, or low =0. 

No Benefits Respondents 
2 1 0 

1 Financial benefit/ sala ry increment 
2 Promotion tbrough ca ree r ladder 
3 Material benefit 
4 Knowledge of tbe su bject matter 
5 Knowledge of teaching methodology a nd rela ted skills 
Others ____________________________________________________ ___ 

12. Do you support the existence of teachers' career structure? 
Yes 0 NoD 

13. If your answer for the above question is 'No', what are your reasons? 

14. Please indicate the major problems you think hamper the implementation of 
CPO in your CRC and woreda. 

1. __________________________________ 11. 

111. ________________________________ _ 

lV. ___________________________________________________________ __ 

15. What do you think are the solutions to CPO problems? Please mention them 



Appendix B 

Addis Ababa University 

School of Graduate Studies 

Department of Educational Planning and Management 

(Questionnaire to be filled by Trainers) 

Study Objectives 

Oromia Education Bureau IS undertaking teachers ' continuous professiona l 

development (CPO) program in a ll its primary schools to improve teachers ' 

competencies 111 collaboration with teachers' Training colleges (1~rCs). This 

questionnaire IS designed to collect information about the linkage between 

colleges and school cluster centers. The purpose is to inves tigate the status of 

teachers' CPO program taking place between TTCs and school cluster centers 

and to recommend how the program may improve to support teachers' 

development program. 

General Directions 

i. When filling in a nd ch ecking please use these abbreviations that a re u sed in 

the questions. 

CPD- continuous professional development 
CRC - Cluster Resource Center 
REB - Region Education Burea u 
TIC - Teachers Training College 
TIl - Teachers Training Institutes 
UPE -Universal Primary Education 
WEO - Woreda Education Office 
ZED - Zonal Education Department 

ii. There is no need to write your n ame. 

iii. Most questions need only putting an 'x' mark against your choice and few 

ques tions need to comment shortly. 

Thank You in Advance! 
March,2007 



A. Background Data 
1. Name of the school ______ _ 
2 . Sch ool level: 
. a. Grade 1-40 b . Grade 5-8 0 c. Grade 1-8 0 d. Grade 1-6 0 

3 . Sex: a. Male 0 b. Female 0 
4. Qualification: 

a. 12 Complete 0 b. 12 + 'n! 0 c . 12 + n 'c 0 
d. 12+2 (Diploma) major Minor _____ _ 
e. 10 + 3 (Diploma) m ajor Minor _____ _ 

Oth er s _____________________ _ 

5. Year(s) of experience __________ _ 
6. Total teaching load in a week _______ _ 
7. Responsib ilities oth er than teaching ___________ __ _ 
B. Data on the Is sue 

1. How often have you participated in formal training with your colleagues or 
t ra iners at different levels? 

No Places Fre quently Occas iona lly No t at a ll 
I At zona l level 
2 At co llege level 
3 At woreda level 
4 At CRC level 
5 At school level 

2. To wh a t extent is the interaction of teachers, TfCs and CRCs? Show the 
degree u s ing very h igh =4, high =3, medium =2, low= 1 or no interaction =0 
a~ ams t h 't th t bl b I eac 1 em In e a e e ow. 

No It e m 4 3 2 1 0 

I The extent of teachers' need to participate in CPD. 
2 The extent to which college instructors care for school (CRC) level 

practitioners during CPD. 
3 The extent to which school (CRC) level CPD practitioners aSSUlne 

college instructors as colleagues. 
4 The extent of the in volvement of TICs in the induction of NUl's. 
5 The extent of the professiona l support given to teachers by TrCs . 

-- I-

6 Implementation of different CPD strategies at schools. 
7 Organizing su biect matter associations in the CRCs. 
S Organ izing teachers ' networks. 
9 Tra ining the mentors and CPD coordinators 
Others __________________________ ___ 

3. Have you ever conducted action research? Yes 0 No 0 
4 . If your answer for the above question is 'yes', what was your research topic? 

. I 



5 . Identify the degree to which the CPD providers a re involved at their level. 
Show the frequency of provision usmg the scale a lways =4, usually =3, 

t' 2 lIt 11 0 some Imes = , rarelY = , or no at a = 
No Providers 4 3 2 1 0 

a) At School Level 
1 Mentors 
2 Directors/ vice directors 
3 School supervisors 
4 Woreda supervisors 
5 College instructors 
6 Exemplary teachers of other schools 

b) At CRC Level 
I Mentors 
2 Directors/vice directors of the CRC 
3 School su pervisors 
4 Woreda s u pervisors 
5 College instructors 
6 Exem plary teachers from other CRCs 
7 Exem plary teachers of the woreda 
8 Exemplary teachers of other woredas 

c) At Woreda Level 
1 Exemplary teachers of the woreda 
2 r!:ffective d irectors/vice directors 
3 r!:ffective school su pervisors 
4 Woreda supervisors 
5 College instructors r--6 Zone personnel 

6 . What a re the available CPD opportunities (strategie s) in which teachers are 
participating at your area? Pl ease indicate the extent of the benefit you 
gained from the training using the scales high =4, medium= 3 , low =2 , no 

benefit = 1, or no training at a ll =0. 

No Types of Training Strategy lopportunityj 4 3 2 1 0 
I r!:ngli sh Language Improvement Program Ir!:UPj 
2 Limited curriculum based training lex. math, sciencel -
3 r!:ducationallea dership 
4 Lesson plan preparation 
5 Child-centered approach 
6 Teaching aids preparation 
7 Techniques of continuous assessment 
8 Classroom management 
9 Classroom supervision 
10 Increasing student enrollment and decreasing dropout 
II Generating school finance 
12 Supervision feedback 
13 Self reOection program 
14 Informal teacher specia lization 



'7. To what extent is the assistance (support) given by different management 
b d' h CPD' h J? I d' h I 0 les to t e m your sc 00 . n !Cate u sm g t e ratmg sea es. 

No Management bodies Very high High Medium Not at I 
a ll don't 

know 
1 School leaders 
2 Parent teacher association 
3 Kebele education and training 

ma nagement board 
4 School cluster center coordinating bod ies 
5 TIC management bodies 
6 Woreda Education Office 

8. What do teachers want to gain from the training? Please show the degree 

using the scales high =2 , m edium= 1, or low = O. 

No Items Respondents 
2 1 0 

1 Fina ncial benefit/ salary increment 
2 Promotion through career ladder 
3 Mate rial benefit 
4 Knowledge of the subject matter 
5 Knowledge of teaching me thodology and related skill s 

Others __________________________ ~--------------------------

9 . How do you evaluate the duration and continuity of trainings on the CPD 

program? Ma rk 'X' in the box. 

The trainings were short a nd infrequ ent 0 

The trainings were shor t but frequent 0 

The trainings were long and frequen t 0 

The trainings were lon g but infrequent 0 

j 



10. How do you judge the commitment of colleges and CRCs in supporting and 

managing CPO activities? Indicate the degree of commitment or support u sing 

very high= 4, high= 3, medium =2, low =1 or not at a ll= 0 

No Items 4 3 2 1 0 
1 Colleqe's role and responsibilitTj -

1.1. Link with school directors and supervisors to support induction 
of NDTs. 

1.2 . Link with schools, supervisors and CRCs to support CPD 
1.3 . ProvideQfofessional supjJort to teachers 
1.4. Develop CPD packages for locally identified needs 
1.5. Provide findings of action research to CRCs 
1.6. Provide reports and examples of good practices to CRCs 

2 The school cluster center's role and res ponsibility 
2.1. Design and develop, pla n a nd coordinate high quality CPD 

programs for the schools in th e cluster 
2.2. Provide well planned CPD programs 
2.3. Supervi se, support and evaluate CPD programs 
2.4. Ensure the effectiveness of communication between cluster 

schools 
2.5. Encourage and support action research and sharing of good 

practice -
2 .6 . Implement particular CPD opportunities for fema le teachers 

.. - ---
2.7. Provide report a nd evidence of good practice to schools and 

WEO 1 _ _ -

11. Do you support the existence of teacher s' career structure? 

YesD NoD 

12 . If your answer for the above question is 'No', wh a t a re your reasons? 

13. Do schools in a clus ter share teaching resources? Yes D NoD 

14. If your answer for the above question is 'Yes', what a re the resources/ 

materia ls? Please m ention some: -----------------------------------



, 

15. How do you judge the seriousness of the followin g problems on the 
imp lementation of CPD program? Indica te the seriousness using very high (4), 
high (3), medium (2) , low (1) or not at all (0). 

No Problems 4 3 2 1 0 
I Prese n ce of clear guideline to be followed at different levels 
2 Knowledge of the existing CPO strategies (techniques) 
3 Provision of reading materials on CPO and techniques supporting 

CPO 
4 Shortage of coord in ators time to undertake CPO 
5 Awareness of the concept of CPO, CRC, ... 
6 S u pport and follow up from WEO, ZED, REB, and co lleges 
7 Incompatibility of the existing CPO strategies with teachers' needs 
S Competence on the part of coordinators and principals at school 

level 
9 Competence on the part of WEO personnel 
10 Financial and materia l resources 
II ~istance of schools from CRCs 
12 The large number of schools in a clusterjgreater than 5 schools) 

Please indicate o ther problems _____________________ _ 

-------------------------------------------------

16. What d o you think is the solution to CPD problems? Please mention __ _ 



Appendix C 

Addis Ababa University 

School of Graduate Studies 

Department of Educational Planning and Management 

(Questionnaire to be filled by Directors) 

Study Objective 

Oromia Education Bureau is undertakin g teachers' continuous professional 

development (CPO) program in all its primary sch ools to improve teachers' 

competencies In collaboration with teach ers' training colleges (TECs). This 

questionnaire I S designed to collect information about the linkage between 

colleges and school cluster cen ters. The purpose is to investigate the status of 

teachers' CPO program taking place between TTCs and school cluster centers 

and to recommend how the program may improve to support teachers' 

development program. 

General Directions 

i. When filling in and checking please use these abbreviations that are used in 

the questions . 

CPD- continuous professional development 
CRC - Cluster Resource Center 
REB - Region Education Bureau 
TIC - Teachers Training College 
TIl - Teachers Training Institutes 
UPE -Universa l Primary Education 
WEO - Woreda Education Office 
ZED - Zonal Education Department 

ii. There is no need to write your name. 

iii. Most questions need only putting an 'x' ma rk against your choice and few 

questions n eed to comment shortly 

Thank you in advance! 

March,2007 



A. Background Data 

1. Name of the school _____ _ 

2. School level: 

a. Grade 1-40 b. Grade 5-80 c . Grade 1-8 0 d. Grade 1-60 

3. Sex: a. Male 0 b.FemaleO 

4. Qualification: 

a. 12 Complete D b.12 + TIl D c. 12 + TIC D 

d. 12+2 (Diploma) major ___ _ Minor ____________ _ 

e. 10 + 3 (Diploma) major ___ _ Minor ____________ _ 

Others ____________________________________________ _ 

5. Subject you teach ______________________________________ _ 

6. Grade (s) you teach ________________ ~ 

7. Year(s) of experience __________ _ 

8. Total teaching load in a week _____________ __ 

9. Responsibilities other than teaching __________________________ _ 

B. Data on the Issue 

1. To what extent is the interaction of teachers, TTCs and CRCs? Show the 

degree using very high ;4, high ;3, medium ;2, low; 1 or no interaction ;0 

against each item in the table below. 

No Item 4 3 2 1 
) The extent of teachers' need to participate in CPD. 
2 The extent to which college instructors care for school (CRC) level 

practitioners during CPD. .-
3 The extent to which school (CRC) level CPD practitioners assume 

college instructors as colleagues. 
4 The extent of the involvement of 1"rCs in the induction of NDTs. 
5 The extent of the professiona l support given to teachers byTTCs. 
6 Implementation of different CPD strategies at schools. 
7 Organizing su bject matter associations in the CRCs. 
8 O~~anizin~ teachers I networks. 
9 Training the mentors and CPD coordinators i 

Others ____________________________________________________ ___ 

0 



2. Identify the degree to which the CPO providers a re involved a t their level. 

No 

1 
2 
3 
4 
5 
6 

1 
2 
3 
4 
5 
6 
7 
8 

1 
2 
3 
4 
5 
6 

Show the frequency of provision using the scale a lways =4, usually =3, 
sometimes =2, rarely = 1, or not a t a ll= O. 

Providers 4 3 2 1 0 
a} At School Level 
Mentors 
Directorsl vice directors 
School supeI-visors 
Woreda supervisors 
College instructors 
Exemplary teachers of other schools 
b} At CRC Level 
Mentors 
Directors / vice directors of the CRC 
School supervisors 
Woreda supervisors 
College instructors 
Exemplary teachers from other CRCs 
Exemplary teachers of the woreda 
Exemplary teachers of other woredas 
c} At Woreda Level . 
Exemplary teachers of the woreda 
Effective directors/vice directors 
Effective school supervisors 
Woreda supervisors 
College instructors 
Zone personnel 

3 . What are the avai lable CPO opportun ities (strategies) in which teachers are 

participating at your a rea? Please indicate the extent of the benefit you 

gained from the training using the scales high =4, medium= 3, low =2, no 

benefit = 1, or no training at all =0. 

No Types of Training Strate~y Lopl'ortunity} 4 3 2 1 0 
1 English Language Improvement Program (ELIP) r--
2 Limited curricu lum based training (ex . math , science) 
3 Educational leadership 
4 Lesson plan preparation 
5 Child-centered approach 
6 Teaching aids preparation 
7 Techniques of continuous assessment 
8 Classroom management 
9 Classroom Sli pcrvision 
10 Increasing student enrollment and decreasing dropout 
I 1 Genera ting school finance 
12 Supervision feedback 
13 Self reDec tion program 
14 Informal teacher specialization 

J 



4. To what extent do the following methodologies or procedures occur during 
the training or CPD sessions at CRCs? Please indicate the extent of the 
occurrence using scale very high= 4, high= 3, low= 2 , very low =1 or don't 
exist= 0 

No Reasons 4 3 2 1 0 
1 Presentation of the theory of the subject matter of the tra ining topic 
2 The u se of modeling or demonstra tion technigues of teaching 
3 Teaching practice under simulated condition during the training 
4 Structured feed back afte r classroom observation 
5 Structured feedback after school supervision by WEO supervisors 
6 Coaching for application to new setting 

'5. To what extent is the assistance (support) given by different management bodies 
to t h CPD ' h j? I d ' h I e 111 your sc 00. n Icate uS1l1g t e rat1l1g sca es. 

No Management bodies Very high High Medium Not at I don't 
all know 

1 School leaders 
2 Parent teacher association 
3 Kebele education and training 

management board 
4 School cluster center coordinatin~ bodies 
5 Teachers' education colleges 
6 Woreda educatin office 

6. How do you Judge the commitment of colleges and CRCs 111 support1l1g and 
manag1l1g CPD activities? Indicate the degree of commitment or s upport 

h' h 4 h ' h 3 d ' 2 I II 0 uS1l1g very Igi = Igi = , me lum = ow = 1 or not at a = , , 
No Items 4 3 2 1 0 
1 College's role and responsibility 

1.1. Link with school directors and supervisors to support induction 
of NUl's. 

1.2. Link with schools, supervisors and CRCs to support CPO 
1.3. Provide professional support to teachers 
1.4. Develop CPO packages for locally identified needs 

, 1.5. Provide findings of action research to CRCs 
1.6. Provide reports and examples of good practices to CRCs 

2 The school cluster center's role and responsibility 
2.1. Design and develop, pla n and coordinate high q u a lity CPO 

programs for the schools in the clus ter 
2.2. Provide well pla nned CPO progra ms 
2.3 . Supervise, support and evaluate CPD programs 
2.4. Ensure the effectiveness of communication between . cluster 

schools 
2.5. Encourage and support a ction research and sharing of good 

practice 
2.6. Implement particular CPD opportunities for female teachers 
2 .7. Provide report and evidence of good prac tice to schools a nd 

WEO 



No 
I 
2 
3 
4 
5 
6 
7 
8 
9 
ID 
,ll 
12 
13 

7 . What do teachers want to gain from the training? Please s how the degree 
u s mg t h I h' h 2 d ' 1 I 0 e sca es Ig = , m e lum= , or ow = 

No Items Mentors MClltec s 
2 1 0 2 1 0 

1 Financial benefitL salary increment 
2 Promotion through career ladder 
3 Material benefit 
4 Knowledge of the subject matter 
5 Knowledge of teaching methodoloR\' and related s kills 
8 . How do you evaluate the dura tIOn a nd contmUlty of trall1ll1gs on the CPO program? 

Mark 'X' in the box. 
The trainings were short and infrequent 0 
The trainings were short but frequent 
The trainings were long and frequent 
The trainings were long but infrequent 

o 
o 
o 

9 . How do you judge the seriousness of the following problems on the 
implementation of CPO program? Indicate the seriousness u s ing very high (4), 
high (3), medium (2 1, low (ljor n ot at a ll (0) . 

Problems 4 3 2 1 0 
Presence of clear guideline to be foll owed at different levels 
Knowledge of the existing CPO s trategies (techniques) 
Provision of readin g materials on CPD and techniques supporting CPO 
Shortage of coordina tors ti me to undertake CPD 
Motivation / interest of teachers 
Awareness of the concept of CPO, CRC, .. . 
Support and follow up from WEO, ZED, REB, and ,rcs 
Incompatibility of the existing CPD strategies with teachers' neecls -
Competence on the pa rt of coord ina tors and principa ls a t sch ool level --
Competence on the pa rt uf WEO personnel 
Financial and material resources _.-
Distance of schools from CRCs 
The la rge number of schools in a clu ster (greater than 5 sch ools) 

--r---
, 
Please indicate other problems ____ ______________ _ 

10. What do you think is the solution to CPD problems? Please 
mention _ ______________________ _ 

I 



Appendix D 

Addis Ababa University 

School of Graduate Studies 

Department of Educational Planning and Management 

(Questionnaire to be filled by CPD Coordinators at WEO, ZED and TTC Level) 

Study Objective 

Oromia Education Bureau is undertaking teachers' continuous professional 

development (CPD) program in a ll its prima ry schools to improve teachers' 

competencies 111 collaboration with teachers' tra ining colleges (TICs). Th is 

questionnaire is designed to collect information about the linkage between 

colleges and school cluster centers. The purpose is to investigate the status of 

teachers' CPD program taking place between TICs and school cluster centers 

and to recommend how the program may improve to support teachers' 

development program. 

General Directions 

i. When filling in and checking please use these abbreviations that are used in 

the questions. 

CPD- continuous professional development 
CRC - Cluster Resource Center 
REB - Region Education Bureau 
TIC - Teachers Training College 
TIl - Teachers Training Institutes 
WEO - Woreda Education Office 
ZED - Zonal Education Department 

ii. There is no need to write your na me .. 

iii. Most questions need only putting an 'x' mark agains t your choice and few 

questions need to comment shortly 

Thank You in Advance! 
March, 2007 



, 

A. Background Data 
1. Nam e of the office _____ _ 
2. Sex: Male D Female D 
3. Qua lification: 

a.12 Complete b .12 + 11'1 ___ c.12 + TTC ___ _ 
d .12+2 (Diploma) m ajor Minor _____ _ 
e . l O + 3 (Diplom a) major Minor _____ _ 
f. Degree a n d above _____________________ _ 
Other _____________________ _ 

4 . Year of ex perien ce ___________ _ 
5 . Respon s ibili ties _____________ _ 

B. Data on the Issue 

1. Wh o is respon sible for managing the linkage between colleges and 
CRCs please ra n k them? MOE D REB D ZED D WEo D 

CRC D Sc hool D TTC D 
2 . How do you judge th e commitment of colleges a nd CRCs in supporting a n d 

man aging CPD activit ies? Indicate th e degree of commitment or support using 

very high = 4, high= 3, m ed ium =2, low =1 or not at a ll= 0 

No Items 4 3 2 1 0 
1 College's role and responsibility 

, 1.1. Lin k with school directors a nd supervisors to support induction of 
NDTs. 

1. 2 . Link with schools. supervisors and CRCs to s upport CPD 

1. 3. Provide professional su pport to teachers 

1.4. Develop CPD packages for locally identified needs 

1. 5 . Provide find ings of action research to CRCs 

1.6. Provide reports and examples of good practices to CRCs 

2 The school cluste r center's role a nd responsibility_ 
2.1. Design and develop, pla n and cootdinate high quality CPD 

programs for the schools in the clus ter 
2.2. Provide well planned CPD programs 

2.3. Supervise, support and eva lua te CPD programs 

2 .4. Ensure the effectiveness of communication be tween cluster 
schools 

2. 5 . Encourage and support action research and sharing of good 
practice 

2.6. Implement particular CPD opportunities for female teachers 
f-

2.7. Provide report and evidence of good practice to schools and WEO 



No 

1 
3 
4 

5 
6 
7 

No 
I 
2 
3 
4 
5 
6 
7 
,8 
9 
10 
11 
12 
13 

3. To what extent is the assistance (support) given by different management 
b d' h CPD' h !? [d' t h t 1 0 les to t e 111 your sc 00 . n lca e uS111K t e ra lng sca es. 

Management bodies Very high High Medium Not at I don1t 
all know 

, School leaders 
Parent teacher association 
Kebele education and tra ining Inanagen1ent 
board 
School cluster center coordinating bodies 
TIC management body 
Woreda education office 

4. How do you judge the seriousness of the followin g problem on the 
implementation of CPD program? Indica te the seriousness using very high (4), 
high (3), medium (2), low (1) or not at a ll (0). 

Proble m s 4 3 2 1 0 
Presence of clear guideline to be followed at different levels 
Know lcdge of the existing CPO strategies (techniques) 
Provision of reading materials on CPO and techniques supporting CPO 
Shortage of coordinators time to undertake CPO 
Motivation/interest of teachers 
Awareness of the concept of CPO CRC, ... 
Support and follow up from WEO, ZED, REB, and TTCs 
Incompatibility of the existing CPO strategies with teachers' n eeds 
Competence on the part of coordinators a nd principals at sch ool level 
Competence on the part of WEO personnel 

I Financial and material resources 
Dis tance of schools from CRCs 
The large number of schools in a cluster (greater tha n 5 sch ools) 

Please indicate other problems, __________________ _ 

5. What do you think is the solution to CPD problems? Plea se 
mention __________________________________________________ ___ 

I 



Appendix E 

Interview Guide 

1. How is the grouping of teachers as mentees and mentors? 

2 . What are the CPO strategies/techniques/opportunities taking place at school 

level? How often th e teachers exercising the? 

3. What do you suggest on how the TIC instructors and teachers move/ go 

beyond their respective colleges and schools to provide CPO opportunities? 

4. What is the benefit/ advantage the teachers obtain a fter undertaking action 

research? 

5. How was the sharing of edu cational resources among schools? 

_ 6 . How do you judge the length of the training time? 

7 . What are the weaknesses of teachers you observed or understood during the 

interaction between schools or CRS and colleges? 

• Lack of the subject matter 

• Lack of teaching methodology 

~ • Resistance to change (ex. CPO) 

• Others : ____________________ __ 

8. Is there the use of computers of internat service that could help CPO, at 

school, CRC or woreda? 

,-- 9. What are the major problems in managing CPO? 

/ 10. Wha t do you think are the solutions? 
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