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Abstract 

The study was intended to know for certain, the extent to which primwy pupils in the SNNPR 
are currently provided with concrete, meaningful and involving learning experiences in 
school. To this effect attempts were made at the initial stage, to identify the different 
variables that affect the provision of concrete learning experiences to students. One set of 
variables considered in this regard was the kind and level of performance teachers were 
demonstrating in selecting, obtaining, producing and using instructional materials. Similar 
attempts were made to determine various dependent variables that affect the production and 
utilization of instructional materials. These include among others, the professional 
competency and commitment teachers have in materials production and utilization. In 
addition, consideration was also given to the kind and amount of media services and 
administrative support that were made available for the teachers. 

With this aim in view, various instruments were employed in order to gather data from 
several sources including teachers, pedagogical center (media centel) coordinators, school 
directors, officials and experts in education offices. Because of various internal and external 
factors, teachers are found to have very low performance in the selection, procurement, 
production and utilization of instructional materials. Hence, students in the SNNPR were 
found to receive little or no concrete, meaningjili and involving learning experiences in 
school. 
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l.l BACKGROUND 

CHAPTER ONE 

INTRODUCTION 

At present, Virtually all authorities in the area of instructional media agree that students can 

understand a lesson clearly and concretely when teachers always use varieties of 

instructional materials in their different combinations. Newby et al (1996), Heinich et al 

(1996), Clark and Starr (1996), Kasambira (1993) for instance, agree that instructional 

materials are decisive for effective and permanent learning. At the same time they raise 

student involvement and add variety, interest and motivation to the instructional process. In 

short, instructional media are one independent variable, which cause maximum student 

learning (Amare, 1999:56). But contrary to this, too much verbalism or teaching by words 

only, forces students to learn Gust the words) by their hearts. They will be forced to merely 

memorize the words (or facts) with out understanding their real meaning. This is just an 

abstract learning. So teaching by mere telling and learning by mere listening will eventually 

result in distorted or incomplete understanding on students' part. This will bring about a kind 

of pupils who 'know' just a collection of words but not their real meaning and application. 

Also, when students are not assisted to learn by seeing, hearing, touching, investigating, 

trying and doing things, then they will not be able to create, print and store, the visual and 

aural images of things, activities and concepts in their minds. Forgetting is very likely to 

occur. So according to Nacino-Brown etal (1982: 194) the less audio-visual materials 

teachers use, the shorter will students remember. Hence, products of verbal teaching and 

abstract learning would be pupils who are deficient in meaningful knowledge, usable skills 

and relevant convictions. On the whole effective use of varieties of instructional materials 

increase the quality of learning. But conversely failure in the effective use of varieties of 

instructional materials contributes to decline in the quality of learning. Decline in the quality 

of learning has several manifestations. Some of the immediate manifestations are low 

student achievement in examinations, increased number of student repeaters and increased 

rate of dropouts. Ultimately, decline in the quality of learning manifests it self in students' 

failure in personal fulfillment and failure in discharging community responsibilities . If this 

should not happen to students, then teachers must use instructional materials on a daily basis. 
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entire region, for their summer in-service training at the AC.T.E. They mentioned, on 

several occasions, that the number of repeaters at all grade levels was increasing in their 

respective schools. Like wise, teachers who were coming from Awassa Zuria (Awassa) , 

Shebedino (Leku), Dale (Yirgalem), Aleta wondo and other near by weredas and towns to 

attend evening coll ege classes shared the same views and observations. Furthermore, both 

groups agree that the problem has several causes. And they admit their failure in producing 

and using instructional materials to be one important factor that led to students' low 

achievements. These are some of the indicators showing the problem of quality of primary 

education in the SNNPR 

Hence, unless this trend is not intervened very quickly and systematically, then it would not 

be difficult to imagine what it could cause to the present and future generations of students 

in the region and the couniry at large . And the students who are learning under such 

extremely difficult circumstances could not be blamed if they fall short of personal 

fulfillment or fail to build their country (region) in the manner envisioned in some policies 

and sector development programs. Amare and Tassew (J 996 : 1) cited Mc Ginn and 

colleagues as rightly placing the blame to where it belongs. They argue that "the students' 

fai lure to learn is a failure of the school (or the entire system-mine), and to attribute failure to 

the students themselves is to blame the victim, and to loss sight of the purpose of schools". 

There fore, in practical terms, the problem of quality of education in the region must be at 

the top of our priority list. But first of all the problems must be well identified and correctly 

understood . And as well, now must be the time for all concerned parties to take practical, 

systematic and coordinated measures to attack the problem from all possible dimensions . We 

need to act before it is too late. Other wise the damages wou ld be too difficult and costly to 

repair. In this regard, a survey report titled" A glance at Educational Pedagogical Centers .. 

was compiled by Gizachew (J 999), an expert in the one-man unit set up in the southern 

R.E.B. for the purpose of coordinating pedagogical centers in the region. In this report, it 

was strongly recommended that the problems related to instructional materials and 

pedagogic centers be thoroughly investigated. It helps to see the real implication they might 

have on and the answer they might provide to some of the prob lems of quality of educat ion 

in the region There fore, the need for a further study, as felt by the appropriate unit in the 

RE.B, has given an additional impetus for launching this research project. The researcher 

on hi s part, felt from the out set that one of the problems of quality of education prevails in 
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the application of instructional materials. In complete agreement with educators like 

Endalew (1984), Belayneh (1991), Fantu (1 992), Birara (1988), and A1emu (1991), this 

investigator has also assumed that there is a wide gap between where we are today and 

where should be in terms of application of instructional materials. However some initial 

searches to some official documents revealed that the problem in the application of 

instructional materials is much more serious than it appears to be. The problem is not just a 

matter of implementation. More importantly it is a problem of planning too. For instance, 

the educational planers in the southern region have mentioned only vaguely about non­

textbook instructional materials in the five-year Education Sector Development Plan 

(ESDP). Nothing was mentioned for instance, about rehabilitating and expanding 

Pedagogical Centers at various levels, for these are very important tools for concretizing 

classroom instruction or for connecting instruction with life or for involving students in 

practice-oriented instruction process. This indicates that the real value of instructional 

materials is not taken seriously by the planners and decision-makers in the southern region. 

This will have a far-reaching implication and very big consequence too. If this trend has to 

be reversed for good, then the regional educational planners, administrators, curriculum 

experts and supervisors, media specialists, individual educators and researchers will have a 

tremendous role to play. The primary school directors and teachers, the N.G.Os and the 

public at large, should also have responsibilities to discharge in the effort to provide students 

with concrete and meaningful learning experiences at the classroom level. 

On his part, the researcher here has taken an opportunity to pick hi s own share in attacking 

the bigger problem from the dimension of instructional materials. As a primary teacher 

trainer who is currently teaching courses on instructional media and methods, the researcher 

found it appropriate to investigate the problems prevailing in selecting, obtaining, producing, 

and utilizing instructional materials intended for the primary schools of the SNNPR. 

1.3. MAIN OBJECTIVE OF THE STUDY 

Basically, the study aimed at finding out whether or not primary students are learning their 

lessons in the vivid, concrete, practical and involving manners possible. With this main 

objective in view, the study targeted at finding answers for the following specific questions. 
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1.4. RESEARCH QUESTIONS 

I . Do teachers incorporate in their plans the instructional materials suggested fo r each unit 

in the syllabuses? 

2. Do teachers make regular efforts to obtain, produce and use appropriate instructional 

materials? 

3. Do teachers possess and demonstrate the competence, interest, commitment and self­

initiation necessary for an effective application of instructional materials? 

4. Did teachers receive training, which equip them with the knowledge, ski ll s and 

convictions necessary for selecting, obtaining, producing, and utilizing the instructional 

media suggested in the syllabuses? 

5. Do the primary teacher education colleges design and offer professional courses as per 

the demands and needs of the primary syllabuses and teachers? 

6. Are there media centers established at school, local and regional levels, where teachers 

can borrow or produce or request for the production of instructional materials for specific 

purposes? 

7. Do teachers and students get efficient and effective media services, which support the 

classroom instruction? 

S Are the School Pedagogical Centers (S.P.Cs.) or School Media Centers (S.M.Cs.) in a 

position to support the classroom instruction in a sufficient manner? 

9. Are the S.P.Cs. receiving due attention in terms of finance, staffing, space and facilities 

in order to deliver standard media services to their users? 

10. Are there trained and experienced media personnel at all levels to provide quality media 

services to users (teachers and students)? 

11. Are school administrations properly discharging their responsibilities to improve media 

programs and services in their respective schools? 

12. Are there local / regional initiatives taken to ensure that instructions are concretized at 

the classroom level? 

1.5. ACRONYMS USED 

ACTE 
APC 
BESO 
CTE 
EMA 

Awassa College of Teacher Education 
Awraja Pedagogical Center 
Basic Education Systems Overhaul 
College of Teacher Education 
Educational Media Agency 
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EMPDA 
ESDP 
ICDR 
KAT 
MEO 
REB 
SPC 
SMC 
SNNPR 
TTl 
WEO 
WMC 
ZED 
ZMC 

Educational Materials Production and Distribution Agency 
Education Sector Development Program 
Institute for Curriculum Development and Research 
Kambata, Alaba, and Timbaro 
Ministry of Education 
Regional Education Bereau 
School Pedagogical Centers 
School Media Centers 
Southern Nations Nationalities Peoples Region 
Teacher Training Institute 
Wereda Education Office 
Wereda Media Center 
Zonal Education Department 
Zonal Media Centers 

1.6. DEFINITION OF TERMS 

1. 'Instructional materials' is used here as a phrase synonym to instructional media or 

instructional resources. 

2. 'Application' in this context includes Selecting, Obtaining, Producing and Utilizing 

instructional materials . 

3. 'Raw materials' refer to a wide range of items necessary for repairing, upgrading or 

replacing old instructional materials or producing new ones. Examples include markers 

and construction papers, brushes and paints, pieces of cloth (or canvas), pieces of wood 

and ply wood etc. 

4. In this report the 'School Media Center' (SMC) is used as a name synonym to what is 

commonly called 'School Pedagogical Center' (SPC) in Ethiopia. This investigator chose 

to use this name just for the sake of coping up with international standards . Also, 

'Media Centers' seem to represent more definite functions of media programs or clear­

cut types of media services to be delivered to teachers and students ali ke . 

1.7. SIGNIFICANCE OF THE STUDY 

The researcher here wishes to express early on, his strongest feelings that problems related 

with concretizing instruction in the primary schools of the SNNPR, have not yet received 

understanding, appreciation and attention, on the part of the concerned parties, to the extent 

they should. With reference to the larger Ethiopian context as well as the Tigry context, 

Amare (1999:60) observed absence of proper understanding on the part of educational 

planners and decision makers about the role and contribution of instructional materials in 

increasing the efficiency and effectiveness of teaching and learning. This researcher agrees 
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that Amare's observation is also applicable to educational planners and decision-makers in 

the southern region. Hence, one real value or significance of thi s research study lies in the 

belief that it brings forth, important data and evidences that show the real nature, magnitude, 

causes and implications of the same problems. Obviously the research is intended to come 

up with workable recommendations that would help to improve the situation. Therefore it is 

believed that all parties who ought to bring impact on the quality of primary education in the 

region will eventually find the findings of this research as data bases for making informed 

and rational decisions. As the saying goes, 'your decisions are only as good as your 

information.' So hope fully, the decisions will ensure the effective procurement, production 

and utilization of instructional materials on a systematic basis. And ultimately the findings 

and the resultant decisions would contribute for the improvement of the quality of primary 

education in the region. 

More specificall y, appropriate departments and sections in the SNNPR Education Bureau as 

well as in the Z.ED s may find some of the results of this study as yardstick to measure their 

achievements thus far. And perhaps they might also reconsider (if necessary) some of the 

strategies and priority areas they have been pursuing up to now in favor of serious 

consideration for planning and executing effective media programs and services. 

The colleges of teacher education, which have graduates currently teaching in the region will 

find some of the results of this study informative of the current performance of some of their 

graduates in the professional areas mentioned above. The colleges may also be able to know 

if there are any gaps between their training exercises and the actual challenges the graduates 

are facing in the field . As this research study partly represents a sort of needs assessment 

exercise, no doubt that it contributes for designing or re-designing need-based and 

competency-based teacher education curricula. 

Donor agencies such as BESO with its component projects of primary teacher training 

program, Community - School Activities Program (world learning), School Leadership 

Development and Curriculum Development Programs as well as the Irish Development Aid, 

Action Aid and the Unicef are no doubt among the potential beneficiaries of this research 

proj ect. This is true as long as they have taken up the cause of helping to improve the quality 

of primary education in the region. Again, as partly a needs assessment exercise, the 
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CHAPTER TWO - LITERATURE REVIEW 

2.1. INSTRUCTIONAL MEDIA 

2.1.1. MEANING OF INSTRUCTIONAL MEDIA 

The phrase instructional media has been defined in a variety of ways. And it would be 

quite some time before scholars reach a universal agreement on the meaning attached to 

the phrase. Review of current literature, however, shows that several scholars accept the 

fo llowing meaning. Instructional Media are all sorts of devices or physical means used to 

carry instructional contents (i .e., knowledge, skills, and attitudes) from various sources to 

students. They aim at realizing a set of instructional objectives (Newby et.al, 1996:144; 

Heinich et.al, 1996:8; Reiser and Gagne, 1983 :5; Rudy, 19705). These educators agree 

that Instructional Media are like vehicles. They are carriers of information; or each 

medium represents a channel of presenting information to the learner. More specifically, 

they carry, transport, and bring facts and concepts, ideas, abilities and values to students 

in a variety of forms Examples of the types of media include printed materials; display­

able materials like teachercmade diagrams, Charts and maps, models and specimens; 

project-able materials; audio materials like radio programs and audio tapes; combinations 

of sound and films like TV broadcasts, video tapes and motion pictures; and programmed 

materials like the computer etc. Educators such as Reiser and Gagne (1983 :5), Singh 

(1982 :255) and Mondfrans and Houser (1973 81) would like to include in this list 

individual persons and teachers as well as social and natural phenomenon. This is so 

because they believe, these ones can also transmit information on their own and 

eventually bring comprehension to students. 

2.1.2. A BRIEF HISTORICAL REVIEW OF INSTRUCTIONAL MEDIA 

In fact educators like John Dewy recognized the critical role of instructional media (visual 

materials) more than a century ago (Heinich et,al, 1996:67). However, after all those 

media-related efforts made over the past hundred years, there is still a wide variation in 

the terminology used by educators in relation to the term instructional media. This 

variation occurred as a result of the ever-increasing use of new media in education in 

different times (Ullmer, 1973 : 33). The most common terms include instructional media, 
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as instigating interaction between the student and the subject matter on their own. This is 

possible because they carry the ' complete ' message in the form of verbal exposition 

including narration, commentary, dialogue or captions; not to mention visual presentations 

(Rudy, 1970). This does not mean of course, that self-instructional media are fully capable 

of replacing a good teacher. In this regard Rudy (1970: 6) wrote that instructional media " 

can not take over all the functions now performed by a good classroom teacher", however 

self-contained they may be. What current evidence strongly suggests is that the presence of 

the teacher has to be felt in one form or another, even when self-contained media are used. 

Because as Conte (1998:29) rightly puts it, instructional media alone are not a panacea for 

the problems of teaching and learning. 

On the other hand, more recent achievements In educational technology in general and 

instructional media in particular marked a shift of emphasis from teacher-centered to 

student-centered approaches (Kemp, 1968 : 5). For instance, the current trend towards what 

is variously called independent learning, self-instruction and active learning is effected in 

the developed countries partly because of the wide spread use of the electronic media. The 

following observation by Tucker (1979:145) reinforces this argument. "Media alter methods 

and potentiall y alter learning strategy" 

And as clearly put by Heinich et.al (1996: 8), the new media have also brought a remarkable 

change in the role of the teacher and the learner. With the new media in use, the teacher and 

the textbook, Heinich et.al added, will no longer be the soul sources of all knowledge; the 

teacher is increasingly becoming the facilitator of the knowledge-access process. The 

application of such instructional media in western classrooms have found deeper roots to the 

extent that the word 'lecture' has become a bad word nowadays (Birk, 1997:58). 

2.1.3. MEDIA CLASSIFICA nONS AND TYPES 

Different authorities on instructional media and communication developed various models 

for classifying the diversity of media types in to certain broad categories. In spite of the 

continued efforts made to refine these classification models, however, none of them has so 

far proved to be complete or perfect, because each of the model s is said to have weaknesses 

in certain respects . The most popular and perhaps the most elaborate classification models 

are based on a common criterion; that is, the way or manner the media types present 
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information (e.g., visual, Auditory etc.) Best examples in this regard can be found in the 

works of Reiser and Gagne (1983 13) who classified media into six categories; Ellington 

and Race (1993: 24) and Heinich et. al (19968) who categorized media into seven broad 

groups. Even with a common classification criterion, these people did not have the same li st 

of individual categories in their respective model s. Nevertheless, we have fou nd them to be 

usefu l for our purpose here . Fig. I su mmarizes the cla ssifications developed pa11icularly by 

Reiser and Gagne (198316-64), Ellington and Ra ce ( 1993.24-91), and Heinich et al 

(1996: 102-107). The table also gives short descriptions of the major categories and 

examples of the most common indi vidual media types fa!ling under each categoly. 'I 

F ig.I : Major categories oflllstl'lIctional Media . 

CA TEGORIES' SHORT DESCRIPTIONS INDIVIDUAL TYPES (Examples) 

I Audio Media Includes vcrbal or non - verbal sounds uscd to Face-to-facc oral speech or I-luman 
convey mai nly \ (; rbai in fo rmation: or all thc vo icc (c.g., Tcacher's or other 
vanous systems where by straight forward resOllrce persons ' voice), Radio 
audio signal s can be played to or li stened to Broad casts, Audio tapes , etc. 
by a class or indi vidua l students . 

2 Printed and Comprisc all textual matcrials to bc uscd by Text books, reference books, textual 
Du plicated studcnts (or teachcrs) which can bc run off in programmed materials, hand ou ts, 
media large numbers by printing machi nes work sheets, manuals and study 

duplicators, and photocopiers; mainly uscd for guides, magazines and newspapers, 
conveYi ng written fOfm s like type written pamphlcts, brochurcs, etc. 
sheets, or in prInted pages ctc. 

3 Non projected Graphic or pictoria l rep resentation of Skctchcs and drawings, cartoons 
media or visual information on fbt (two-d i mensi onal) and eomic strips, Diagrams, 
symbols surfaces; shown to a class with out the use of Rca li stic pictures and paintings, 

optical or clectronic cquipmcnt (projector) of Photographs, 
any son -- Posters, graphs, charts, maps, etc. 

4 Sti II-projected Visual symbols which don ' t Incorporate Slides, filmstrips, Over Head 
media movemen t and which require an opt ical Transparcncics (OHP) projccted 

projecto r in order to show them to a class. opaque material s, etc. 

5 Video media Il1 cludes audi o signals co mbined with moving I TV broadcasts, videotapes, motion 
i 

\'isu;:d sequences I pictures. etc. -I -, 
6 Co mputer-based \A/can: togeth er text. graphics, i:lllllllatloll, Compllt~r softw3res, 

Multi-med ia data. video and audio from vanous sources, 
lllcluding a videodisc, a CD, and the computer 
it self 

7 Thrce PrOVide information involving three Natural and social phenomena , re31 
dimensional dimensions in J. " realistic" manner ; processes and activities, specimens, 
media (Real recommended when realism is essent ial for art ifacts, real equipment 
objccts and lca rning. (machines) , mock-ups, simulators, I 

models) models, dioramas, etc. I 

Facilitics or su rfaces mainh usco t'or Chalk board , markcr board , bulleti n 
8 Display boards clispbying vanous typcs of Visua l symbols board , cloth boards, hook-and-I oop 

ane! very light weightcd models (c .g. paper- board. magnctic board, ctc. 
made models) ------ - _ .. L -

lG 
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2.1.4. MEDIA CHARACTERISTICS 

Each medium type has its own set of unique characteristics; or different types of media have 

different characteristics. Their characteristics emanate from the inherent capacity of the 

media to record and present information in certain manners (Vandermeer, 1973: 103). And 

depending on its unique presentational capability, a medium may address only one or more 

of the senses. For example, a picture is perceived visually while an audio tape recording is 

perceived only aurally. On the other hand, a sound film is perceived both aurally and 

visually while a real object may be perceived by any or virtually all the senses (Mondfrans 

and Houser, 1973 : 81) . The following figure represents a little modified summary showing 

media characteristics in terms of the different presentational capabilities of each medium 

type. 

Fig. 2: Media characteristics 

Types of media Visual color sound motion Interaction tactile 

I Real objects and models • • • • • • 
2 Text (books, handouts) • • 
3 Visuals (pictures, photos, • • 

drawings, Charts, graphs) 
4 Display boards • • 
5 Over head transparencies • • 
6 Slides and filmstrips • • • 
7 Audio (tape, voice) • 
8 Video and film • • • • 
9 Television • • • • 

JO Computer soft ware • • • • • 

Source: Timothy et.al, 1996:147 

Banks (1985 :224) argues that the very unique characteristic of a given single medium type 

would make it effective for some instructional purposes and ineffective for others. For 

example printed materials like handouts may be more effective for providing information 

(teaching facts and concepts) and less effective for teaching skill s. In this regard, 

Vandermeer (1973 : 102) said : "In using any given medium, some thing is gained in 

educational currency and some thing is given up." It is also true that different media can 

contribute to student learning in different ways (Newby et.1996 : 66 and Reiser and Gagne 

1983 : 7) . This could mean that some instructional media are better at serving certain 

instructional functions than others; for example, a chalkboard may be sometimes more 
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be used as demonstration facilities as well; meaning, they can also be used for demonstrating 

how some systems work and processes move. Chalkboard is perhaps not only one of the 

most important types of display boards but also the most available and widely used of all 

instructional materials. This holds true in spite of the recent spread of OHP in virtuall y 

every classroom in the developed countries. The chalkboard is still so much a part of all 

classrooms that teachers have become too familiar with it. Thus, chalkboards are considered 

today as ' best friends' to the teacher and universal symbol for education (Ellington and 

Race, 1993 : 91). In addition, chalkboards are most known for their versatileness, low cost 

and ease of maintenance. Nevertheless, many teachers often overlook the value of 

chalkboards and as well lack sense of seriousness and deliberateness in systematically using 

them (Nkuuhe, 1995). Bulletin boards, on the other hand, serve three important purposes: 

decorative, motivational, and instructional (Timothy et.al 1996: 70) . 

2.2. THE ROLE OF MEDIA IN INSTRUCTION 

As a matter of fact , the process of teaching and learning is nothing but communication 

between the teacher and students. The term ' teacher' in this context could refer to anyone 

or combination of the following : the 'live' classroom teacher, the radio and television 

teachers, the person who produces textbooks and other visual symbols etc. The aim of 

educational communication is, therefore, to create common understanding between the 

teacher and students (Newby et.al, 1996: 37). Obviously, the specific mission of 

instructional media here is to facilitate and ensure the creation of common meaning and 

understanding (Heinich et. ai, 1996 : 8). 

In the past few decades, countless researches and experiments have verified the crucial role 

and value of media in any process of instruction (Kieffer and Cochran, 1962:242). In thi s 

regard, Amare (1999 :57) writes this: "It is absolutely clear that no teaching-learning activity 

takes place with out media" And in terms of effect, for instance, instructional media play 

important but different roles in all the basic types of instructional settings that range from 

mass instruction to individualized instruction. And in all cases, they provide a stimulus-rich 

instructional environment where students acquire knowledge, skills, and attitudes through 

the senses of sound, sight, taste, smell, and touch (Powell , 1973: 3). They do thi s by 

manipulating size, time, di stance, relationships, the focus of attention, and the amount of 
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information to be presented to students (Mondfrans and Houser, 1973: 82). Fig 3, which is 

directly adapted from Mondfrans and Houser can better illustrate the point here . 

Fig. 3: Representative dimensions of concepts arranged by sensory mode. 

Sight Hearing Tactile Smell Taste 
1 Size Pitch Size Flowery Sweet 

2 Shape Timber Shape Spicy Sour 

3 Texture Loudness Texture Burnt Bitter 

4 Color Temporal Relationships Temperature Resinous Salty 

5 Motion Vocalizations Force Fruity --- -- -

6 Temporal relation ships ------ Consistency Putrid ------

7 Spatial Relation ships ------ Temporal Relation ships ----- ------

8 ------- ------ Spatial Relation ships ----- ------

Source: Mondfrans and Houser, 1973: 82 

There are people who misconceive instructional media to be mere enrichment tools used 

only if class time permits, or just to occupy spare times. Such people consider media as 

playing only a peripheral role in the instruction process (Kemp, 1968: 3). Likewi se, teaching 

with media other than the voice, the chalkboard and the textbook, is equated by some to 

inferior teaching, in intellectual terms (Tucker, 1979: 26). As Kemp (19683) has well 

observed it, these people seem to have a feeling that unl ess they stand always in front of the 

class and talk, no learning takes place. This is nothing but undermining the critical role of 

instructional media; and inevitably this w ill result in fai lure to incorporate them in to all the 

components of the instructional system, i.e., planning, implementation, and evaluation. Also 

Kemp (19683) argues that undermining the critical role of media starts mostly at the 

planning level where they are only considered as afterthoughts of the process. It goes with 

out saying that unless media are seriously considered at the very level of planning, then they 

would be consequently neglected or poorly used during the implementation and evaluation 

phases 

2.2.1. SPECFIC FUNCTIONS OF INSTRUCTIONAL MEDIA 

Media facilitate learning by performing several specifi c functions or uses. According to 

Abraham S.Luchins (197 1: 13) some of these potential contributions are intrinsic while the 

others are somehow, extrinsic to the aim of learning. The following summary (figA) of the 
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specifi c funct ions of in structiona l med ia is developed mainly based on t he works o f Nacino-
"j 

Brown et. al (1 982: 166), Powell ( 1973 5-9), Aggarwal ( 1995 18), C la rk a nd Starr (1 996: 

350) , Newby e t. a l (1996) and He ini ch et. al (1 996), A m are ( 199954-55). 

Fig.4 : Specific fun ctions of instruc tiona l media 

2 

3 

4 

5 

6 

SPECIFIC FUNCTIONS 
Provide a concrete referent for ideas; 
give concrete meaning to words; raise 
learning from verba lism to true 
unders tand ing; create impact, thu s make 
learning mean ing full ; 

Clarify abstract eonccpts and compl ex 
ideas which may be diffi cul t to 
communicate verbally; illustrate ond 
simplify info rmati on that is diffi cu lt to 
understand ; 

Make ideas easier to remember; make 
ideas remembered longe r; ensure better 
retent ion (p ermanent lea rni ng) 

Ga in and ho ld students' attention 

Generate, raise, and sustain students ' 
interest and enthusiasm and motivation 
to learn a topic 

Emphasize the essentia l and leave the 
non-essential ; Focus attention or 
highlig ht key po ints . 

7 T o condense (sum marize) la rge 
quant ities of infcnnati o ll 

SOME DESCRIPTIONS 
Give audi o-visual accesses to some 

thing, which may be inaccessible. 

The age old say111g, "one picture IS 

worth a thousand words" is applicable 
here . 

There IS a relati onship between the 
quant ity of information remembered 
and the sense organs being used 
(Nkuuhe, 1995 226) Most peop le 
rcmember visuals longer than they 
remember words and numbers 
(Hein ich et.a l, 199653) 

Tha t moment of students' attention 
wou ld be used to teach forcefu ll y 
some thing worthwhil e (Powell , 1973: 5). 

The message in p roperl y used media 
will convince and strike learners as 
useful and relevant to the ir necds 
(Rudy, 1970 59) . 

Students can be he lped to focus on 
sa li ent po ints by means of cue 
identi fi ers slich as col Of , arrows and 
pointers, animatioll , narration, and 
zoom-Ill 
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GENERAL 
EXAMPLES 

Real objects, 
models, video 
media, community 
resources etc. 

V isual symbols 
Real objects, 
models, video 

Communi ty I 
resources, real I 
obj ectsandmode1s, 
videomedia, visual I 
symbols, textbooks, 
handouts .. 

Real objects and 
models, visual 
symbols, audio and 
video media 

Videomedia, 
community 
resources, 
photographs, 
posters 

Models, 
videomedia, posters 
vOice 

OJ 

Handouts,eha rts , 
D iagram, voice 



8 Raise studcnt partIcIpation and 
involvement in the learning process ; 
examples include: observing; asking 
and answering; identifying, 
Investigating, interpreting, compari ng, 
judging, and doing 

9 Encourage emotional responsc: help to 
change or strengthen attitudes .. 

10 Bring and add useful variety to the 
learning process; bring pleasant 
lea rning atmosphere, and make learning 

lively and enjoyable; avoid boredom .. 

II Evaluating students' learning progress 
and results; Example: learners c3:11 be 
asked to idcntify and classify things and 
ideas, describe their functioning, 
discuss their utility, perform motor 
activities . 

12 Establish and maintain good 
Interpersonal rclation ships ; Invite 
cooperation in the classroom . E.g. 
students would want to learn Just to 
show their appreciation of the teacher 's 

. cfforts and interest in them. 

13 Save time and other resources by 
reducing \-vardy explanations; reduce 
the time taken by learners to attain 

desired goals; thus provide bus)' work , 
maximizing effic iency In !earning; 

14 Give feed back to the teacher and 
student about their teaching and 

learning performances .. 

Active participation definitely 
Promotes learning (Kemp, 1968:40). 

Passivity of mental processes precludes 
learning (Wash, 1973:25). 

Med ia can present messages that are 
value- laden (Rosenthal, 1973: 18). 

Variety of sensory Input brll1gs 
inspiration, alertn ess, excitement and 
enterta inment to the learner (Michael 
and Edward, 1973 (5). 

When information IS presented through 
a given medi um , it IS appropriate to use 
the samo medium to test students ' 
leaming (Rudy, 1970 27). 

When a teacher often brings media then 
students may develop the impression 
that s/he always: 

-thinks of them even out side class, 
-has a sense of sY mpathy for their 

difficulty 111 learnIng; 

-considers them as persons of greater 
importance (Powell, 1973). 

Teacher can teach less and the learller 
can learn more (Ashby and Besse, 
1972 ii i) 

Bring about posi tivI.: changes in student 

I 
behavior III the shortest possible 

I pe ri od or tlllle (k' " '1[1, 1973:5 ), 

I Feedback bridges ,;ap and clear up 
Jll iSlI ndcrstatld i ngs . 

All 

Video media, 
photographs and 
posters, real objects 
community 
resources 

All 

Real objects and 
models, visual 
symbols audio and 
video media, 
printed media. 

All 

Real objects and 
models, visual 
symbols. 

Audio and video 
media, printed 
media 

It is very impoI1ant for teachers to understand and accept these crucial values and 

contributions of media for student learning. Because good knowledge of the various roles 

and functions of media is very basic to success in using them (Powel l, 1973: 3) And 

effective utilization in turn improves efficiency and quality "f learning (Fred and Ellington , 
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4.5. I Personal factors 

- Qualification ,Media training and work load 

4.5.2 Institutional ( school-level) factors 

- Systems of support/ media services, 

4.5 .3 Local / Regional factors 

- Media policy, structure and organization, supervision and support 

4.5.1 PERSONAL FACTORS 

A. Media Training Opportunities For Teachers 

Knowledge and competence is one very essential factor to which success or failure of 

practitioners in media related activities can be attributed. Competence in media is achieved 

and further developed through pre-service and in-service training opportunities as well as 

work experience gained from a Job it self 

Educational Qualification of Teachers 

The following tab le contains data about the level at which teachers and S.M.C. coordinators 

received training. 

Table 27: Educational Qualification Of Teachers & Media Coordinators 

<: ualifications 
12th T.T.I. Advanced 

Respondents complete (Certificate) T.T.I. + 1 Diploma Standing 

# % # % # % # 0/0 # % 
Teachers (65) -- -- 20 30.7 II 16.9 26 40.8 8 12.3 

Med.Cord.(22 I 4.5 14 63 .6 5 22.7 2 9 -- --

The above table communicates a couple of things . First, nearly all of the respondents (65) 

received teacher training at different levels. Second, out of the same total, 69% (45) teachers 

have had a college exposure for at least one-year time. Third, 52 .3% (34) of the total of 65 

respondents were qualified (with diploma) fo r the level they were assigned then. Note that all 

of the teachers targeted for the purpose of this study were teaching in grades 7 and 8. And 

fina lly, out of the 34 qualified teachers eight (12.3% of the total) were pursuing their studies for 

a B.Ed at the time of this study. The set of observations reported above makes one other thing 
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clear too. That is, nearly all of the respondents have had a formal training on media for a couple 

of weeks at least (TTl), and for a full semester at most (CTE). The researcher confirms this 

from his personal experience as a primary teacher trainer for the last 18 years . Of course it has 

been quite some time since many of these teachers received their formal training on media. 

Perhaps with the exception of those 11 (16.9%) teachers having an academic standing of TTl + 

1, many of the respondents (61.8%) received their training (long or short) some eight to 12 

years ago. This is true because we have evidence indicating that 41 (78.7%) of the respondents 

were graduated in 1992 and before. This is shown in table 28. 

Table 28: Year of graduation (Teachers) 

Year of graduation 
Before 1988 1988-1992 1993-1997 After 1997 

# 0/0 # % # % # % 

No. of Teachers 25 48 16 30.7 4 7.6 7 13.4 
N=52 

To this can be added the fact that 47 (73.4%) out of the 64 respondents have served for over 16 

years (Table 29) . This is mentioned here just to reinforce the last observation above. 

Table 29 : Teaching Experience 

Teaching Experience (years) 
Respondents 1-5 6-10 11-15 Over 16 

# 0/0 # 0/0 # % # % 

No. of Teachers 25 48 16 30.7 4 7.6 7 13.4 
N=64 

Much clearer evidence on media training for teachers can be obtained from table 30. 

Table 30: Teachers' regular training on media 

Course on media 
Respondents Have Have not Have no idea if 

taken taken such a course exists 
# 0/0 # % # 0/0 

Teachers (67) 26 38.8 37 55 4 5.9 

Med Cord (22) 2 9 20 90.9 -- --

Table 30 shows that 41 (61.1 %) of the 67 respondents have never taken any independent 
course on media at a college level, while 26 (38 .8%) took one. 
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Table 31: Inclusion of practical learning experiences in the media course 

Amount of practical learning 
Respondents experiences 

Adequate Not Difficult to 
adequate comment 

# 0/0 # % # % 

Teachers 13 52 II 44 I 4 
N-25 

And out of the 25 teachers who took the course, 13 (52 %) felt like acquiring an adequate 

amount of practical training in their course, while 11 (44 %) disclosed that the course did not 

include adequate amount of activity-ori ented or practice-rich learning experiences (Table 31). 

In this connection, the personal experi ence of the investigator also proves that the media 

courses offered in many of the Ethiopian Teacher Education Colleges over emphasize on 

theoretical rather than practi cal aspects of media selection, production and utilization. The 

investigator reached to such a general ization from what he directly experienced as a teacher of 

media and methods courses in one of the Teacher Education Colleges. And more importantly, 

he has recently visited Bahir Dar Gondar and Kotebe Colleges of Teacher Education. He has 

had series of discussions with course instructors in these colleges and has also seen the course 

out lines for the media courses. 

Table 32 : Amount of time teachers had for studying the media course 

Amount of time 
Respondents Relaxed time Conl!ested time 

# 0/0 # % 

Teachers 9 34.6 17 65 .3 
f.J = Zb 

On the other hand, 17 (65.3%) of the total of the 26 teachers who took a coll ege course on 

media, complained that they did not have enough time to study the course in a settled or relaxed 

manner (Table 32). It is worthwhile to mention here that many of these 17 teachers took their 

media course in the summer program. And they were required to fini sh up to fi ve courses, each 

having a total of 32 or 48 (54 in some cases) contact hours, with in seven weeks time. This 

practice is still there. 
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Table 33 : Time When respondents realized the practical significance of the course 

Realized : 
While taking the course After the course 

Respondents # % # % 

Teachers 14 53.8 12 46 
N= 26 

And only slightly more than half of the total respondents (53 .8%) said they had good 

knowledge of the significance (purpose) of the course right at the time (as a resu lt) of the 

training. While 46% (12) of the respondents realized the significance of the course lately after 

they left college and joined the world of job (Table 33). Obviously, lack of knowledge of the 

practical value of a course would result in lack of seriousness of purpose and lack of energy in 

studying it. It is also important to remember that those teachers with out a college course on 

media largely attributed their TTl training for their present knowledge of media. The chapter 

on 'teaching aids' as it is called in the TTL pedagogics course, lasts for not more than a couple 

of weeks, to the maximum. 

So one obvious implication of the above evidences is that large majority of the target teachers 

lack competency in media. To a certain extent, this also app lies even to those few teachers who 

took a college course on media. Because our evidences are indicating deficiencies in the 

motivational and practical aspects of the course, as well as in the amount of time many former 

trainees have had to study the course. This puts the adequacy of the college media courses in to 

question. Eventually, inadequacy of the training on media happens to be one inhibiting factor 

that explains the poor performance of the target teachers in selecting, obtaining, producing and 

using media. 

A.2. In-Service Media Training for Teachers 

Whatever media knowledge was given or missed during the regular teacher training, should be 

refreshed, reinforced, compensated or updated after the graduates joined the world of job. 1n­

service training is essential to raise the media-re lated competency of the practitioners . Table 34 

and the subsequent discu ss ion deal with this. 

79 



Table 15: Teachers' Performance in materia ls production (199617-1998/9) 

DataAvaii Amount of instructional materials Prepared by teachers 
Ac. Yr. ability 0 1 2 3 4 5 Remark 

teach (#) 
Av. NA #!J"I % # % # % # % # % # % 

I 199617 39 32 35 89.7 I 2.5 2 5 - - - - I 2.5 1997/8 a 

2 1997/8 55 14 45 81.8 5 9 I 1.8 I 1.8 I 1.8 
teacher - -

3 1998/9 57 12 46 80.7 4 7 2 3.5 2 3.5 - - 3 5 
prod. 8 

4 1999/2000 59 7 5 1 86 5 8 2 3 I 1.6 
another - - - - prod. II 

Average 84 6 3.4 1.7 I 2.5 

We need to put aside the data for the year 1999/2000 and focus on the three years before it. 

This is necessary because, as mentioned earlier, the last data for thi s study was secured around 

the close of the first semester (middle of 1999/2000). And this makes the information 

incomplete for the year. Of course this may not prevent us from making some reasonable 

guesses on how things would likely move for the rest of time just by examining the existing 

data. 

The evidence in the table reveals that a very large majority of the target teachers (84% on 

average) have never prepared any kind of instructional materials in the three years that 

preceded 1999/2000. That fi ve teachers managed to prepare five materials each, in one year 

(1998/9), is only a negligible representative of the whole performance of the target teachers. 

Apart from this, another testimony made by media coordinators completely agrees with the set 

of evidences presented in tables 12-15 . It was only in three (15%) of the 20 S .. M.Cs that 

teachers frequently came and used the existing faci lities and resources in order to produce their 

own materials. But in the remaining 17 (85%) M. Cs, teachers used the centers for the same 

purpose only sporadically. Table 16 contains more complete data in this regard . 

Table 16 : Frequency of teacher visits to M.Cs to produce media. 

Frequency Of Teacher Visits 
Respondents Frequently Casually Never Visited 

# % # % # % 

Media Cooord. 
Testimony 3 15 17 85 -- _. 

N=20 
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As a whole, very few teachers were known to frequently visit the M.C.s. For that matter, we 

can not expect any remarkable achievement from teachers who mostly rush up to the M.C. only 

seasonal! y. 

Students' Involvement In Materials Production 

The number of teachers who made significant efforts to involve their students in materials 

production is not encouraging either. 

Table 17: Teachers' Effort To Involve Students In Materials Production 

Amount Of Teacher Effort In Involving Students ... 
Respondents Much effort Little effort No effort 

# 0/0 # % # % 
Teachers who 
made the effort 7 104 45 67.1 15 22.3 

N-67 

The tab le indicates that 60 (89.4 %) of the 67 target teachers admitted that they made little or no 

effort to involve students in materials production activities. 

The summary of teachers' performances in the stages of obtaining and producing instructional 

materials is presented in table 18 and might give some idea about their behavior in media 

utilization too. 

Table 18: Summary Of Teachers' Performance In Obtaining And Producing Media 

(A) Ob tammg Md' e Ja 

Loan from M.e. (3 Yrs.) Teachers' efforts in obtaining media from 
(From Loan File) students and other local sources (Teacher Resp.) 

Borrowed Not Av.mate. Aver. Little No effort Little or 
borrowed single T. effort effort no effort 

boorowed 
T.Av. % T.Av.(% # # 0/0 # 0/0 # % # % 

18.3 81.6 5.6 16 24 22 33.3 24 36.3 46 70 
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(B) Producing Media By Teachers 

Amount of Teacher-made Teachers' materials Teacher ' material 
teacher-made materials production requests (teacher production 

materials (from files in responses) 1 Yz years request (M. 
(Teachers' the M.C) coordinators' 
responses) 3 vrs responses 

Very Half of 
0-4 Over 8 Yes No Never 1-3 Total few teacher 

times teacher 

... ... ... '0 '0 e <II <II <II ... ... 
.~ 

..c ..c ..c 0 0 ... ... ... 0 0 ., .. .. ... ... 
~ 

<II <II <II 
# 0/0 # % % % !- % !- % !- % :; % :; % 

'It 'It 'It 'It 'It 'It 

55 83 3 4.5 2.5 5 84 26 42 17 27 43 69 15 75 3 15 

(C) Teacher Effort To Make Students Produce Media 
Student Made Materials (Teachers' Responses 

On Their Effort) 
Little effort No Effort Little or No effort 

# 0/ 0 # % # 0/ 0 

45 67.1 15 22.3 58 89.4 

All of the above evidences make it very clear that most teachers have preformed less than the 

requirements of efficient and effective teaching and learning. And from here fo llows a direct 

investigation of media utilization behaviors of teachers in the selected schools of the region 
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5. UTILIZATION OF INSTRUCTIONAL MEDIA BY TEACHERS 

It is not an easy task to determine with all sense of certainty, whether or not teachers are using 

media in their day to day classroom instruction. Most objective and reliable evidence however, 

can be obtained only when several different approaches and techniques are employed in a 

manner where they complement one another. In this regard, the testimonies given by school 

directors and media coordinators were of extreme value to this study, in addition to those 

relevant documents and records made avai lable by the M.Cs and records offices. The annual 

and lesson plans prepared by teachers also contributed to the same effect. 

In the initial stages of this study, it was believed that most reliable information could be secured 

when more direct means are employed. And class observation was the logical alternative, which 

occurred to mind at first. However only a second thought revealed that it would be very 

difficult to get a more reliab le picture of the whole thing by merely making one or a couple of 

visits to each target class. This requires conducting rather repeated and regular class 

observations, which may last for an entire academic year or so. Certainly this demands too 

much resource and a real need for a critical investigation of media utilization practices in the 

classroom. With these understandings in mind, the researcher opted for the use of a checklist in 

order to elicit data directly from the actors (teachers) themselves. And later at the time of data 

analysis, it was found out that this approach proved successful for the purpose at hand, of 

course with all its imperfections. It is appropriate to mention here that the task required the 

researcher much more effort and especial caution too, in the initial stages. And this was 

particularly true at the time of distributing the questionnaires and giving some orientation to the 

potential respondents. 

The checkli st was attached to the questionnaire, which was di stributed by the investigator in 

person. The investigator experienced a hard time while trying to persuade and make the 

respondents fee l that they were persons of consequence as far as this study was concerned. To 

this effect, it was extremely necessary to persuade them to fill the checklist in the most frank, 

honest and professionally responsible manner possible. The researcher believes now that the 

effort has yielded the desired effect. 

The checklist contained 45 different types of instructional material s. In relative terms, the li st 

ranges from traditional, inexpensive, simple to use, and widely avai lable to more modern, 
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expensive, complex to use and not wide spread in the context of the Ethiopian school system. 

And the teachers were asked to rate how frequently they use the instructional materials listed 

for them. The checklist presented four options to the respondents to rate. It starts from "I use it 

frequently" (3), " .. Use it occasionally" (2), " .. never used it"(1), and" have no idea of what 

it is or looks like" (0). The following di scussion concentrates more on those observations, 

which might probably have greater implications on the results of teaching and learning in the 

primary classrooms of the southern region. 

4.4.1. Provision of Concrete Learning Experiences 

Students seemed to have very little or no opportunities for first hand, concrete, more direct and 

involving or activity oriented learning experiences. 

Table 19: Teachers' Use of concrete learning events and real objects 

Frequently Occasionally Never used Have no 
Items idea 

(T.)# % (T.) % (T.)# % (T.)# 0/0 

# 
I Field trips 1 1.4 18 26.4 49 72 1 14 
2 Exhibitions - - 7 10.6 57 86.3 2 3 
3 Guest speakers - - 11 16.6 53 80.3 2 3 
4 Role play - - 14 20.5 53 77.9 1 14 
5 Real objects 13 19.6 45 68 7 10.6 I 1. 5 

A very clear majority of the respondents have admitted that they never provided their students 

with such learning experiences as fie ld trips (73.4%), exhibitions (89.3%), instructions by 

guests speakers (83.3%) and role playing (79.3%). Aside from thi s, as large as 53 (80.3%) of 

the total of 66 respondents have only occasionally or never used real objects, while only 13 

teachers (19.6%) used them repeatedly. It is important to mention here that the inventories of 

the collections in all the S.M.Cs revealed that what are labeled here as real objectives were 

nothing but largely few samples of rock types. 

4.4.2. Provision Of Contrived Learning Experiences 

Also, except for a negligible number of occasions there has never been a time when the target 

teachers (85% and 95%) used instructional materials li ke diorama and sand tab les respectively. 

These are considered to be amongst the closest alternatives to real objects and events in social 

studies (Geography) teaching. 
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Table 21: Teachers' Use of visual symbols 
Items Frequentlv Occasionally Never 

(T)# % (T) # % (T) # % 
I Maps 52 76A II 16.1 3 4A 
2 Simple sketches 37 57.8 26 40.6 I 1.5 
3 Charts 23 33.8 31 45.5 14 20 .5 
4 Graphs 20 29A 41 60.2 7 10.2 
5 Diagrams 20 29A 36 52.9 12 17.6 
6 Paintings or pictures 6 8.8 24 35.2 36 52.9 
7 Photographs 2 3 32 47 32 47 

As essential tools of teaching and learning particularly geography, maps were relatively 

heavily used by the target teachers . But it is also important to note here that the maps used at 

the time by most teachers were nearly the same in all the schools. This became clear as a result 

of the inventories of the media collections as well as the searchers made in the borrower files 

Political maps of the world, Africa and Ethiopia dominated the types of maps that were said to 

be frequently (or occasionally) used by the target teachers. Obviously, this reduces the number 

and types of social studies topics taught with the help of maps. The result of the inventories of 

media collections in the target media centers served as a means for cross checking related data 

obtained from different sources. And it is presented in the next table 

Table 22: Availability OfInstructional Materials In The Target Schools 
Social Studies Gr. 7&8) 

Types of Media Amount in Aver. # per- Remark 
pieces school 

I Rock samples in 12 schools 
2 Models 35 1.59 
3 Globes 18 0.8 14 = factory made 
4 Maps 78 3.5 20 = factory made 
5 Diagrams 28 1.2 
6 Pictures or Paintings 18 0.8 
7 Graohs 2 0.09 
8 Charts 2 0.09 
9 Sketches 2 0.09 

10 Photographs IAlbum 0.04 
II Posters I 0.04 
12 Templates 2 0.09 
13 Radios 37 IA5 -5 radios not working; 
14 TV Sets 13 OA - more than half with tapes 
15 reference books (Media) I 0.04 -4 TV s not working 
16 Temolates 2 0.59 
17 Collages I 0.04 
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A comparative examination of the two tables above will make it apparent that there is 

discrepancy between what teachers said (for visual symbols-'we use frequently') and what was 

available in the S M. Cs. For instance more than half of the respondents (57.8%) maintained 

that they frequently use sketches in their teaching, whi le the inventory exercise confirmed only 

2 sketches to be available in the whole of the schools visited. Similarly, the charts which were 

said to be frequently used by 33.8%, and graphs by 29.4% of the target teachers were almost 

absent in all the S M. Cs. The total number of graphs and charts available in all the schools was 

two for each. One possible explanation for this might be traced in the annual and lesson plans 

prepared by the target teachers. In the plans, many of the teachers have commonly and 

repeatedly mentioned their intention to use the same sketches, charts, graphs and diagrams 

embodied in the students' textbooks. But they did not indicate if they had the intention to 

enlarge these visual symbols. Or there was no trace of such enlarged materials in all the S. M. 

Cs., except for a very limited number of diagrams in each. Hence, this might lead us to making 

some reasonable guesses about the possible sources of those 'frequently' used instructional 

materials. Most probably, what these teachers did was either they drew some of these sketches, 

charts and graphs on the chalkboard as they teach, or simply advised their students to copy and 

study them from their textbooks. This, having its own advantage, however does not help much 

to provide common visual experiences to the students at the same time. Furthermore, the 

textbook-pupil ratio, which some times exceeded 1:10 and even reached up to 1:24 and 1 :70 in 

some of the target schools, will make such an effort even more futile . 

4.4.4. Use Of Display Boards 

Out of the varieties of types of display boards in use today, four were selected for this study. 

These are the chalkboard, bulletin board, cloth board and magnetic board. And the assumed criteria 

used for selecting them were availabi lity, low cost, ease of use and maintenance in relative terms. 

Table 23: Teachers' Use of Display Boards 

Amount ofUse ... 
Items Frequently Occasionally Never Have no idea 

(3 (2) (1) (0) 
(Te)# 0/0 (Te)# % (Te)# % (Te)# 0/0 

1 Magnetic board - - - - 49 72 19 27 .9 
2 Cloth boards I 14 8 11.7 52 764 7 10 .2 
3 Bulletin board 5 7.3 20 294 39 57.3 4 5.8 
4 Chalk board 66 97 2 2.9 - - - -
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by the Tigray REB against the political and economic bottleneck in the SNNPR, which resulted 

in the bulky cost of textbook production. 

So, in view of the wide gap in the pupil-textbook ratio in the southern region, the textbooks 

reportedly used by teachers in a frequent manner, served little purpose other than sheer aids to 

the teaching activity of the teachers. Students are not enjoying maximum benefits out of 

textbooks, for these are not supplied to them in sufficient quantity. There fore, one can argue 

that textbooks in the SNNPR are less of aids to student learning and more of aids to teaching. 

And this represents a theory and practice that is not fashionable any more. In effect, it means 

little for student learning. Much worse is that textbooks reach schools long after schools 

resumed their program. Table 26 provides some information about the situation. 

Table 26: Time when textbooks reach schools on average 

Months When Textbooks Reach Schools 
Respondents Sept. Oct. Nov. After Feb. Other 

# % # % # 0/0 # % # % 
Directors 
(Schools) I 5 I 5 10 50 3 15 3 15 

N=19 

4.4.6. Use Of Teacher's Voice (Lecture) 

As well expected, 94.1% (64) of the target teachers said they use lecture frequently. This makes 

teacher's voice (the lecture) one of the most widely used instructional media in the target 

classrooms. The other two are textbooks and the chalkboard, which are used by 66 (97%) of the 

teachers each. 

As mentioned earlier, a number of sources and procedures were used in order to obtain the most 

reliable evidences possib le. And what all the evidences reveal is that the target teachers, by and 

large, performed poor as far as media (selection, obtaining, production and utilization) are 

concerned. The target teachers were using extremely limited amount and types of instructional 

materials. Obviously, the problem is much more serious than what it looks on the surface. As 

shall be reported latter, the deficiency in media training naturally entails lack of knowledge and 

skill of properly using even the voice (lecture), the chalkboard and the textbook This means 

nothing but poor teaching. The poor teaching demonstrated there was nOI specific to anyone 

individual teacher. It was not confined to a few teachers either. Rather it invo lved virtua ll y all 
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of the target teachers. It is this fact what makes the consequence too big and the implication far 

reaching. Poor teaching restricts learning. It is not diffi cult to imagine how many thousands of 

students (in the target schools) have already been made victims of such poor teaching. On the 

whole, The under use of varieties of types of instructional materials in the target schools, has 

definitely reduced the teaching and learning activities to verbali sm and rote memorization 

respectively. All together, though on a smaller scale, the findings here confirm once more not 

only the popular assumptions but also the research-based observations of national educators 

like Amare and Tassew (1996:2) that Ethiopian classrooms are over dominated by the 'talk and 

chalk' approach. 

And if at all these evidences can reasonably represent the state of affaire in the entire region, 

the outcome then will be so devastating that no rational mind can tolerate. The data presented 

thus far communicated mainly the 'what' and 'how' aspects of teachers' performance in terms of 

media. Equally important are the 'why' aspects of the observed performances. And a number of 

relevant questions might be posed in this respect. Was it all teachers ' fault that they failed in 

obtaining, producing and using media? What made the target teachers fail ? Or what factors 

were possibly working behind their failure? Internal-personal factors, external-administrative 

factors, or the combinations of these? To where can the causes be traced? To individuals 

(teachers, S.M. coordinators, and directors? etc.), to the school as an institution? , or to the 

system (educational etc.) as a whole? What were the unique contributions made by each of 

these parties, in which case everyone might probably need to take a share of the responsibility? 

And what amount of the share of the responsibi lity should go to which party? etc. Effective 

production and utilization of media are never a one-man (one-factor) show. It ' s like a melting 

pot where various people and factors come and work together with the help of a system, which 

is carefu ll y designed and operated for the purpose. 

4,5, FACTORS THAT CONTRIBUTED TO TEACHERS' LOW PERFORMANCE IN 

MEDIA APPLICATION 

The following section presents a wide-range of data on factors that explain why the target 

teachers performed the way they did in media-related areas. To thi s effect, the presentation of 

the data is organized around the following major factors. 
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3.3. RESEARCH INSTRUMENTS 

The following methods and instruments were employed in order to collect data from the 

aforementioned sources and eventually find answers for the basic questions in this research. 

The instruments were document analysis, observation, interview, focus group discussions, 

and questionnaire. 

3.3.1. DOCUMENT ANALYSIS 

Part of the data were obtained by analyzing the documents available in various appropriate 

institutions operating in the SNNPR (REB ., ZEDs, primary schools, A.C.T.E and NGOs) 

3.3.2. OBSERVATIONS 

Observations and visits were made to school media centers to see their physical condition, 

space, faci lities, Co llections and know the actual kind and amount of resources/services 

made available to support the classroom instruction (Inventory) . 

3.3.3. INTERVIEWS 

Interviews were held with officials and experts in the departments or sections of educational 

supports, curriculum, educational programs, and supervision in the REB., ZEDs, WEO s. 

W.M.C and S.M.C coordinators as well as School directors were interviewed. The 

interviews were both structured and spontaneous in form. 

3.3.4. FOCUS GROUP DISCUSSIONS 

The researcher held group discussions with the target teachers in the selected schools. The 

aim was to elicit more information about their feelings and reactions through 'person to 

person' conversations. 

3.3.5. QUESTIONNAIRE 

Grades 7 & 8 social studies teachers, school directors and media coordinators were invited to 

fill questionnaires, which were prepared in Amharic . Copies of these questionnaires appear 

as appendix to this research report and serve as bases for interpreting and analyzing the data . 

The following table contains information on the number of question papers distributed and 

returned . 
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Table3: Question papers returned 

Papers: 
Distributed Returned 

Respondents # # % 
I Teachers 72 68 94.4 

2 School directors 22 20 90.9 

3 School media 22 22 100 
coordinators 

3.4. VALIDATION OF INSTRUMENT 

Draft copies of the questionnaire items were given to SIX speciali sts in Psychometrics, 

Curriculum and other related fields for the purpose of validation. The people were all 

teaching at the ACTE at the time of the research. After incorporating the feed backs 

obtained from the first validity test, the instrument was again tested on a larger sample 

population. This time a total of about twelve schoolteachers drawn from different schools of 

the Awassa town were made to respond. The contents and structure of the instrument were 

then revised to represent the final version. 

3.5. STRATEGY OF ANALYSIS 

All of the things what the researcher witnessed during the field observations and visits, heard 

from his sources during Interviews and F.G.D.s and read from relevant documents and 

responses to the Questionnaire are described and analyzed in the most critical and integrated 

manner possib le. In this report the data are presented both quantitatively and qualitatively. 

Like wise, stati stical and non-statistical methods such as percentages and simple cross 

checking are used in interpreting all of the data. 
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CHAPTER FOUR 

PRESENTATION AND ANALYSIS OF DATA 

4.1. PLANNING FOR MEDIA-RELATED ACTIVITIES 

Media are integral part of the whole system of instruction. From this follows that they are 

important components of any plan of instruction. Hence, in order for teachers to incorporate 

appropriate media in their course and lesson plans, they need to know, among other things the 

list of instructional materials suggested for them in the syllabus. Awareness of the suggested 

materials is one necessary condition for a successful adaptation of the syllabus and 

accomplishment of all the activities in the subsequent stages of media. The types of 

instructional materials suggested in the syllabus are presented in the following two tables. They 

would serve the purposes of reference and cross-checking. 

Table 4: Types of instructional materials suggested in Grade 7 social studies syllabus 

Unit Title Suggested instructs and materials 
1 Main elements of social Maps, sketches, Globe, chart, posters, 

studies models, Real objects 
2 Map Reading Globe, real objects, charts, Graphs 
3 Climate pictures, photographs, slide films , maps, 

Graphs, charts, 
4 Population Growth -
5 Origin and development of Chart, Maps, Models, Pictures, Film, 

mankind Photograph, slides, 
6 Citizenship Emblems and Flags, Charts, Models, 

Tables, Maps, posters, photographs, films 
and slides 
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Table 5 : Types of instruct ional materials Suggested in Grade 8 Social studies syllabus 

Units Titles Suggested instructional materials. 
1 Map skills Maps, Globe 
2 The natural and Maps globes, Charts, Graphs, Slides, etc. 

social Environment 
2.1 Atmosphere Pictures, Photographs, diagram, Slide etc 
2.2 The Earth Model, Pictures, photographs, Rock Samples, 

Slides etc 
2.3 Social environment- Pictures, Photographs, chart, slides etc. 

Growth of population 
, 

Modern History World map, films, Photographs ~ 

3. \ Ethiopian History Maps of Ethiopia, Fi lms, Photographs, Pictures, 
charts, Posters, Cartoons 

3.2 African History Map of Africa, Films, photographs, pictures, 
Cartoons, Posters 

Liberation Struggle Films, Photographs, Pictures, Posters, Cartoons 
3.3 World History World Map, Films, Model s, Photographs, 

Charts, Pictures, Cartoons and posters 
3.4 The cold war Films, Photographs, World map, charts 

4 Citizenship Newspaper, magazines, radio, charts, cartoons, 
printed Materials, Posters , Post cards, Pictures 

Teachers' awareness of the individual types of media suggested for each specific objective or 

topic is perhaps measured by the amount of access or exposure they have to ~uch curriculum 

materials as the syllabus and teacher's guide. With this aim in view, the target teachers were 

asked to tell how much access they had to the new curriculum material s. The evidences 

obtained are presented in table 6. 

Table 6: Teachers' possession of the new curriculum materials 

Teachers who: 
Types have have not 

# % # % 
Syllabus 12 17.9 55 82 
Teacher's guide 40 59.7 27 40.2 

N = 67 

From the responses, it was learned that 55 (82%) of the 67 teachers did not have or have never 

seen the syllab i for grades 7 and 8 social studies. And only a small number of teachers ( \8%) 

managed to possess the sy llabus or see its contents . This indicates that most teachers had very 

little or no idea of what types of instructional materials were suggested for them. This is true for 

all of the sets of specific objectives and topics in their subject. And this is no less than leaving 
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teachers do their job in the darkness. 27 (40%) of the teachers did not possess the teachers guide 

either. Of course more than half of the teachers (60%) said they have the teacher's guide, 

although thi s can never substitute the syllabus. Or these teachers did not have any other means 

of knowing the contents of the new syllabus for they were never invited to any 

workshop/seminar intended to give orientation to them or familiarize them with the contents of 

the new curriculum materials. Besides 50 (78%) of the 64 respondents pointed out that they 

have never received an in service training where they could perhaps get chances to know the 

contents of the new syllabuses too. Therefore, it would not be difficult for any informed person 

to imagine how taxing teachers' job has been in the areas of media obtaining, production and 

utilization. Because in the absence of the new syllabus, most of the teachers (84%) were forced 

to rely on either the new teacher's guide or the new student textbook or on both of these, for the 

purpose mentioned above. Table 7 below shows thi s. 

Table 7: Alternative document (s) teachers use in the absence of the new syllabus . 

Types Of Documents 
New New Old Old 

Teacher's Student Syllabus Teacher's A&B A&C 
Guide Textbook Guide 

# % # % # % # % # % # % 

Teachers 6 10.3 23 39.6 I 17 I 17 26 44 .8 1 17 

N=58 

With out the syllabus, these teachers were very likely choosing and usmg media based on 

intuition and mere subjective judgements. And problems and weaknesses demonstrated at the 

time of media selection would inevitably entai l more serious problems and wastage in the 

subsequent stages of media procurement, production and utilization. The problem becomes 

much serious for those teachers who had little or no training on media. It can be seen from table 

29 (page 77) that about 61 % (41) of the target teachers did not take an independent course on 

media at college level. These teachers said they have acquired what they know then about 

media, mainly from the TTI Pedagogics course which gives instruction on media for not more 

than a couple of weeks. 
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4.2. OBTAINING MEDIA 

Success in obtaining appropriate media depends partly up on the amount of effort one exerts in 

this direction. Simpler types of instructional media, which are also appropriate to the 

objectives and students alike are obtainable from near and lor far . Perhaps the first place to go 

for this purpose could be the S.M.C But most of the teachers in the target schools seemed to 

have no good record in this respect. This became apparent after careful searches in to the files 

and documents maintained for the past 3 Y2 years by the target S.M.Cs. The intention was to 

find out the amount of instructional materials each target teacher borrowed from the S.M.C 

over the past 3 Y2 years (1996/7 -1999/200) . And the findings are presented below. But before 

proceeding any further, we need to get some background information on what the systems of 

documentation look like in the target S.M.Cs. 

Table 8: Availability of fileslrecords for media loans in S.M.Cs 

have files have no files 
Ac.Yr. # % # % 

I 199617 9 40.9 13 59.1 
2 1997/8 17 77 5 23 
3 1998/9 18 81. 8 4 18.2 
4 1999/2000 20 91.9 2 9.1 

N =22 

As a result of the on-site visit, it was found out that 13 (59%) of the S.M.Cs were not able to 

produce their loan records (documents) for the year 1996/7. Therefore, in a way the figures in 

table 8 represent the amount of information made available to the researcher concerning media 

loan services. 

Efforts Made By Teachers To Borrow (Obtain) Instructional Materials 
From The S.M.Cs. 

Table 9: Amount of teachers who borrowed media from S.M.Cs ( S.P.Cs.) 

Total # Teachers Teachers Total media Av.Media borrowed 
Year (Teachers) borrowed Not Borrowed borrowed by a single teacher 

# % # % # # 
1 199617 36 3 8 33 91.6 10 3.3 
2 1997/8 55 10 18.2 45 81. 8 65 6.5 
3 1998/9 62 15 24.2 47 75 .8 105 7 

Total 153 28 18.3 125 81.6 180 5.6 
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This table shows two things. One, the number of teachers who did/did not borrow instructional 

materials . Two, the total and average number of materials lent to the target teachers . Hence in 

199617 only three (8%) of the 36 teachers borrowed 1,3, and 6 instructional materials 

respectively. All of them were from Kulfo School in Arbaminch. In 1997/8, 17 S.M.Cs 

maintained fi les for loan services. And the search made in to these files revealed that 45 

(81.8%) out of 55 teachers borrowed no instructional materials at all in the same year. The 

remaining 10 (18%) teachers borrowed 6.5 instructional materials each on average. This could 

mean that each of these teachers was borrowing only one instructional material every I V, 

month (6 weeks) in the whole academic year. 

And in 1998/9, 24% (15) of the total number of 62 teachers had records of borrowing an 

average of nearly seven instructional materials each. This can be equated to borrowing one 

instructional material every five and a half weeks for each teacher. Borrowing an average of 6. 5 

or seven materials by only a small number of teachers each is an insignificant amount. It is not 

enough to make any difference. The statement, which says 'borrowing once every five or six 

weeks' should not conceal the real fact. As a matter of fact the teachers did not follow a regular 

time interval when they borrow media. A look at the fo llowing table makes this fact more clear. 

And we can see that in nine (50%) of the 18 schools, teachers rush to the M.C. only when the 

scheduled class visits of the school officials got closer. 

Table 10: Time when S. M.Cs host larger number of teacher-visitors in the Ac. yr 

Time of visit Media centers (18) 
# % 

A Through out the year 3 16.6 
B At the beginning of the year 5 27.7 
C At the time of class visits by the director for the 

purpose of evaluation 9 50.0 
D B&C I 5.5 

Generally, the evidence in the earlier table (Table 9) clearly shows not only the number of 

borrowers to be very small, but more importantly, it also reveals the performance of these same 

teachers to be even far from satisfactory. This is particularly true when the actual performance 

of teachers in media borrowing is compared to the expected level of performance, which was 

implicitly suggested in the syllabus (Tables 4 & 5) . The problem does not stop here. Rather 

teachers' failure in this respect will have an obvious implication on their performance in the 
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subsequent stages of media utilization and evaluation. On the other hand, a careful look at the 

whole data in tables eight and nine for the years 199617- 199912000, would make it clearer that 

certain improvements were registered in certain respects. For instance, the number of S.M.Cs, 

which managed to maintain records on loan services, has grown from year to year (Table 8). 

And also more number of teachers tended to borrow more number of materials from time to 

time (Table 9). But it is difficult to tell if this were real or apparent growth, which manifested 

itself just as a result of the improvement in maintaining media records. As far as indiv idual 

schools are concerned, Teachers in Durame Junior, Kulfo (Arbamich), Bobicho (Hosaina), 

Morsuto (Hadiya), and Ras Zessi lassie (Welkite) appeared to Perform better in borrowing 

media, although this is far from satisfactory. 

As opposed to this, many of the oldest and largest schools in the region were found to have a 

very poor performance with regard to media loan to their teachers. Examples include Tabor 

primary school (Awassa), Leku primary, Ras Desta school (Yirgalem), Chuko school , Atse 

Dawit and Kofe schools (Dilla), Yirgachefe school, Alaba school, Chamo and Lante schools 

(Arbaminch). In fact nearly all the target teachers in these 10 schools plus in two other schools 

(Wachemo N.3 and Shone schools in Hadiya) have never borrowed any sort of instructional 

materials from their respective S.M.Cs over the past 3 V2 years. This was what the record in the 

M.Cs. revealed I In this regard, the evidences we have about the loan services given by shone 

S.M.C. for instance never substantiate the good reputation it has in its locality. In fact the on­

site visit proved that the M.C. looked good and well organized. But the loan (provision) 

services it was giving for its users never match up with its reputation and potential. This is a 

paradox. It can create a suspicion that some M.Cs might probably be praised by some, not for 

the actual services they deliver to the real clients, but rather for the good look they maintained 

or the impression they created to uncritical observers. On the other hand, to be fa ir to some 

teachers, it is important to mention that they keep few instructional materials like globe and 

maps in their respective cabinets. Some M.C. coordinators reported this practice as one reason 

why some teachers had no record of media loan at all. However their number is too small to 

change the picture. The situation is no better with regard to efforts the target teachers made to 

obtain instructional materials from local sources outside the S.M.Cs. including students. Table 

II contains relevant data. 
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against the above 'standard' . What makes the situation much worse is that 56 (82%) of the 68 

teachers have produced from nil up to only four instructional material s fo r the last two years . 

This refers to what was reported by the target teachers themselves. 

Requests Made By Teachers To Media Coordinators For Materials Production 

Services 

It was also learned that the target teachers made little or no effort to make media coordinators 

produce media for them. The full information as obtained directly from teachers, is presented 

in the following table. 

Table 13: Teacher order for materials production 

Frequency Of Teacher Order 

Respondents All The Time When 1-3 Times Never Asked 
The Need Arises For One 

# % # % # % 

Teachers Who Ordered 19 29.6 18 8.1 27 42.1 
N-64 

The table shows that only 19 (29.6%) teachers out of the total of 64 have requested media 

coordinators to produce materials for them, as and when they fe lt the need for it. But 45 (70%) 

of the teachers admitted either not to have ever requested production services or requested only 

very few times. This evidence was further confirmed by 15 (75%) of the 20 media coordinators, 

who said materials production requests were advanced to them by only very few teachers. The 

full data is presented in table 14. 

Table 14: Materials production requests advanced to S.M.C coordinators 

No. Of Teachers From Whom Orders Were Received 
Respondents Majority Half Of... V.Few ... None Of... 

# 0/0 # % # 0/0 # 0/0 

Med. Coord. Who 
received Orders 3 15 9- 10 16 7 5 - -

N=20 

In a similar manner, the data retrieved from records in M.Cs. also show very poor performance 

on teachers' part in terms of materials production. The following table shows teachers' level of 

performance in materials production over the past 3 \12 years . 
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1984: 12). But if teachers give a peripheral status to media or if they just consider them as an 

'add-on features', then they will be left with teaching by word of mouth only (Kemp, 1968 

3) . No doubt that teaching by words (teacher's voice) is one important medium of 

instruction. Nevertheless, excessive use of words in teaching (i.e. over verbalizat ion) is very 

harmful to learning in many ways. One can imagine what could have happened to the 

student and the learning process if media were not made to serve the above purposes. In this 

regard, Amare (199953) correctly described the broader implication of not using media in 

instruction. He writes: "Teaching with out instructional materials boils down to teaching 

with out technology." In specific terms, learning by heart (rote memorization), mere 

recitation, forgetting, loses of appetite for learning and boredom wou ld be only some of the 

consequences. Hence we need to accept the extra ordinary contributions of media. In doing 

this we should also know that they can and should be well used at virtually all phases or 

levels of instruction within a given lesson, i.e., from introduction through to evaluation. 

2.4. SELECTING INSTRUCTIONAL MEDIA 

Ellington and Race (1993 : 13), write, "well chosen instructional materials can enhance the 

effectiveness of teaching and learning processes" . Nevertheless selecting the most 

appropriate media is one of the challenges that a teacher faces in planning a lesson. What 

makes this task more complex is the availability of large varieties of media types together 

with the wide variation in learner characteristics (conditions) . The variation in the nature 

(types and levels) of instructional objectives also contributes to the same effect (Heinich 

et.al, 1996:44). These statements show that there is no simple and instant way to select the 

most appropriate medium (media) for a given lesson. In fact, over the years, researchers in 

the area of instructional media have been working hard with the aim of developing media 

selection models that are concrete, objective and feasible in terms of the sets of the selection 

criteria proposed (Allen, 1974 :8). Reiser and Gagne (1983: 12) for instance, reviewed and 

compared nine of the several models proposed by different media specialists . And they 

concluded that it is difficult at present, to find a single generally accepted model for media 

selection (1 983 :3). Because, they observed, most of the existing media selection models 

have a number of different origins, rationa les, and physical forms (1983: 4). This is also 

because of lack of adequate empirical evidences showing the relative merits (or demerits) of 

the media selection models in existence now. But whatever difference or weaknesses they 
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may show, most of these models consider in common, certain media selection factors 

(criteria) that fall in to the fo llowing three categories (1983: 14): 

1. Instructional design considerations (learner, setting, and task characteristics) 

2. Physical attributes (capabilities) of media , 

3. Practical factors 

At least for the present, these are the sets of criteria available for the task of media selection. 

And they are further described in the following more specific and practical terms: 

l. INSTRUCTIONAL DESIGN FACTORS 

l.A. Learner Characteristics : This refers to the conditions or characteristics of the 

particular learners who will be studying a given lesson. Examples include: the age, 

educational level, cultural and family back ground, knowledge of the subject and attitude 

toward it, and individual differences with in the group (Kemp, 1968:23; Nkuuhe, 1995228; 

Heinich etal, 199644; Reiser and Gagne, 198320). 

l.B. The Nature of Objectives and Contents: Objectives and contents of instruction have 

to be the starting point for media selection (Nkuuhe, 1995 228). Therefore, any media 

selection has to consider the nature of objectives, which refers to cognitive, affective and 

psychomotor obj ectives (Heinich etal, 1996: 45). Consideration should also be made to the 

various levels of the tasks to be learnt (objectives) under each domain. The levels range from 

simple or lower levels of knowledge, skill s and attitudes to the complex or higher levels. 

And detailed consideration of such levels will help to refine the task of media selection. 

More specifically, it helps to choose specific types of media that match up with these levels. 

On the other hand, it is advisable to select media separately for each individual and well 

specified objective in a lesson's topic; rather than making the decision on a whole-sale basis, 

i.e., for the entire topic as a whole (Kemp, 1968: 38). 

l.e. Setting: Equally important factor to be considered during media selection is the kind 

of setting or situation chosen for a particular instruction. This refers more to the size of the 

class for which the learning experience is intended. Examples of setting (class size) include 

individuals (self- instruction), pairs, small group, medium group, large group or mass 

instruction. Also, the types of instructional approaches (methods) chosen for a lesson have 

their own influence on the types of media to be selected for the same purpose (Ellington and 

Race, 1993 :35 ; Newby etal1996 145) . 
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2. PHYSICAL ATTRffiUTES OF MEDIA: The presentational capabi liti es of a medium 

type have to be weighed well before determining its suitability for all of the above criteria 

(Heinich etal, 199645). Or in other words, the advantages and limitations of the medium 

type have to be considered in order to determine its relative effectiveness in addressing these 

instructional design factors such as the objectives, setting, learner and task characteristics. 

The following are some of the questions and issues to be considered in this respect (Kemp, 

1968 31 ; Clark and Starr, 1996 353; Heinich etal, 1996: 47). 

Do the unique physical characteristics of the medium permit it to: 

-provide the lesson in a vivid, concrete and meaningful way? (Can it concretize the 

instruction ?) 

- make student learning permanent, interesting, motivational and enjoyable? 

- make students have an active mental engagement (participation) in the learning process? 

- cater for individual differences in learning styles? 

Furthermore, such issues as clarity, relevance, accuracy, authenticity, simplicity, and 

visibility can be raised concerning the quality of media to be chosen. 

3. PRACTICAL FACTORS: The task of media selection would be incomplete and 

ineffective too, if our concern were limited only to the above criteria. Practical factors should 

also be taken in to account before we make the final decision or selection (Ellington and 

Race, 1993 :35 ; Kemp, 1968 :7). Practical factors include availability, or ease of production 

and presentation, avai lability of necessary facility or equipment, cost, convenience, personal 

preference and so on. 

In reality, media selection has got a lot of problems. Perhaps the following observation of 

Ell ington and Race (1993: 34) may shade more light to these problems. In many cases, they 

say, media selection exercises are purely based on personal preferences and avai lability . 

However, over reliance on such very narrow factors, they concluded, would often lead to the 

use of inappropriate media. Eventually this will bring damage to the efficiency and quality of 

the teaching learning process. So if a task of media selection has to yield fruit then it is a 

must that all of the above factors are addressed adequately. The diagram below may help to 

sum up the discussion on media selection. 
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Fig. 5: Factors influencing the selection of media 
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Source: Nkuuhe (1 995: 227) who has adapted it from Romiszowski, 1981 , and Laver, 
1990 

2.5. PROCUREMENT AND PRODUCTION OF INSTRUCTIONAL MEDIA 

2.5.1 OBTAINING MEDIA 

Once a teacher decides that a given set of media is the most appropriate one based on the 

selection criteria considered, the remaining job will be to try to get it Here success depends 

partly up on the teacher's effort and initiative, Of course, many teachers make excuses for 

their dull teaching on the ground that the school media center fails to supply them with 

required instructional materials. But many people take such complaints as lame excuses 

intended to cover up their incompetence which might be caused by lack of commitment, 

initiative and resourcefulness. Nkuuhe (1995: 259) noted that obtaining selected media 

might well be tiresome and work intensive in light of financial and other constraints. 

Nevertheless, he argues that quite a large amount of instructional materials can be obtained 

easi ly even by the poorest schools, if teachers and media center staff show only a little 

ingenuity and initiative (1995:259). In fact , this task requires, among other things, a good 

knowledge of the local resources and sources on the part of the above two parties. (For 

sources and resources available at various levels, look at Fig, 8 in page 48,) 
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Many educators including Ellington and Race (1993 :62), Newby et.al (1996 : 144) and 

Heinch et.al, (1996:45) agree that teachers have at least three options in obtaining 

instructional media chosen for a lesson. This means that teachers can adopt, adapt or start 

from scratch. When the selected materials are readily available, say in the media center, then 

they would be adopted or used as they are . This will save much resource and hence should 

be teachers' first choice. Other than the school media center, government and non­

government agencies, civic organizations and of course the local M. C. could be among the 

potential sources in a local community. In addition, students and parents, as well as 

colleagues and friends can be persuaded by the teacher to contribute useful instructional 

materials . The teacher and students can also have access to the local resources by organizing 

field trips or by inviting resource persons to the classroom to share their experiences and 

expertise with the students (Banks, 1985: 243). 

When the materials obtained are only partly relevant to the subject of study, then they can be 

modified or adapted. For example, some of the materials found could be at too high or too 

low conceptual levels or contain inappropriate or irrelevant points. The teacher then needs to 

modify them to meet hi s/her specific objectives. 

Ifboth of the above options don't work, then the third alternative may be to start the job from 

scratch, that is, to produce one's own materials. Of course, this option might be more 

expensive and time consuming too . 

But at times, all of the three options might not be feasible Purchasing too, is most unlikely 

for many schools with low budget. Under such inhibiting circumstances, teachers would be 

forced to cancel the idea of using the selected media. And as a last resort, they will need to 

think of other feasible alternative means or media to achieve the same objective (Nkuuhe, 

1995 : 259; and Ellington and Race, 1993 : 40). 

The flow chart below indicates all the possible course of actions to be taken in order to 

obtain the instructional media that match a lesson's requirements. 
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Fig.6: Obtaining appropriate media 
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2.5.2. PRODUCING MEDIA FROM LOCALLY AVAILABLE SOURCES 

1 

Commercial producers of various kinds of instructional media are quite common In the 

developed world . And they have a relatively big market for their products. This is mainly for 

two reasons. One, their products are often superior in quality (both in form and content) from 

those produced in-schools by teachers and media center staff. Two, the developed nations 

have allocated relatively larger sum of money for their education. Thi s gives individual 

schools a better capacity either to commission the production of instructional materials by 

private companies or purchase ready-made ones from the market. However this does not 

mean that in-school production of instructional media is not necessary any more. Mainly for 

reasons of relevance, there are times when teachers rather opt for producing their own 

materials. They produce locally just inorder to meet the requirements of some specific 

objectives or topics. The point we intend to make here is that the schools' burden in material s 
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production is well shared with other agencies there. But schools in developing countries are 

operating against all odds. The fact is either the supply and demand for instructional 

materials are at their infant stage, or even where there is a limited supply and demand, many 

factory-made materials evidently lack relevance to the very specific objectives and contents 

in many of the school syllabuses (Kemp, 1968 : 7). As a combined result of these, school 

media center staff and teachers will have to take the heavier responsib ility of materials 

production using locally avai lab le resources (Singh, 1982: 271) . In the Ethiopian context, 

Amare (1999 :64) argues that "most instructional materials need to be prepared at the school 

level using local materials by teachers, students and media experts." In general, obtaining or 

preparing such instructional materials as newspaper cuttings, charts and diagrams, 

photographs and posters, maps, books and documents, models and specimens does not entail 

much expenditure on the part of individual teachers or schools (Singh, 1982: 118; Ellington 

and Race, 1993 : 118). 

Effective in-school production of media demands that certain basic factors be considered and 

principles used as guidelines for the task. Few of the factors that reall y influence the local 

production of instructional materials are li sted below (Ellington and 1993:4 1; Newby et. aI, 

1996: 157; and Heinich et. aI, 1996: 48). 

1.eost: Heinich et. al (1996:48) strongly believe that sufficient money should be allocated 

out of the school's budget for the purpose of producing required instructional media. 

2.Expertise: With out the necessary technical know how, teachers and media staff will be 

forced to produce poor quality materials in too amateurish ways (Kemp, 1968 26). As 

Newby et. al (1996) remarked, at present, we have a lot of evidences suggesting that only 

few teachers have the necessary expertise to produce their own quality materials. This 

shows that too many teachers are in need of media related training (Nkuuhe, 1995) as well 

as technical assistance from the staff of the school media center (Kemp, 1968). 

3.Time: Singh (1982263) and Newby et.al, (1996 : 146) argue that teachers are busy people 

with much professional responsibilities to discharge before, during and after class (school) 

hours. They further argue that most teachers don't have sufficient time to produce all the 

materials suggested for the various specific topics or objectives in their respective subjects. 

They should not be over burdened with producing every material while many of these could 

be and should be done by the school media center staff. Other wise, if teachers have to 

produce media, then they need to have a release time for the purpose. On the other hand if 

34 



teachers are required to devote their leisure time for in-school materials production, then it 

should be recognized that they deserve incentive of what ever meaningful form it might 

take (Ashby and Besse, 1972: 66; and Nkuuhe, 1995). While these are common factors to 

be considered, but on the other hand we also have separate sets of guidelines to be used in 

producing individual types of instructional media. These can be referred to in detail in the 

works of E llington and Race (1993) and Timothy et. al (1996 158-162), among others. 

Ellington and Race (199339) and Nkuuhe (1995261) have each developed a flow chart 

showing the course of actions for in-house production of instructional materials. That of 

Nkuuhe may suffice to summarize our discussion here. 

Fig. 7: Producing media in-school 
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Source: Nkuuhe, Ibid: 26 1 

On the other hand, Kemp (1968 26) Singh, (1982 262), and Nkuuhe (1995:232) strongly 

noted that instructional materials production should often be a cooperative venture. 

Colleagues, experienced people from the local community and students can be involved. 

Students' involvement is very important for two main reasons; First and foremost they will 

make benefit out of the process of creating materials. And second, they can be of good help 

to the teacher. 
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works ofNacino-Brown et. al (1982196); Banks, (1985 : 293); Newby et. aI, (1996 173-4); 

Clark and Starr (1 996: 35 1-2); Heinich et. al (1996 48-50). 

COMMON PRINCIPLES AND PROCEDURES FOR AN EFFECTIVE MEDIA 

UTILIZA TION 

1. Prepare your self 

2. prepare your instructional materials 

3. Prepare the learning environment 

4. prepare your students 

5. use the instructional media inorder to provide the learning experience and guide students 

through the learning activity. 

In concluding this part of the discussion we need to stress again that success or failure in the 

use of media depends very much upon the teacher. In the words of Heinich et. al (1996 : 19), 

"Research has long indicated the importance of the instructor's role in the effective use of 

instructional media". From this follows that teachers should use show-man ship techniques 

appropriate to each individual media format in question. They have to use them in the most 

professional manner possible. There fore, at least some basic training on media is extremely 

necessary for teachers. The following section devotes itself to the kind of professional 

training teachers require inorder to develop basic competencies on media. 

2.7. TRAINING ON INSTRUCTIONAL MEDIA 

As Newby et.al (1996 262) noted, pre-service and in-service training of teachers on media 

skills are not intended to make teachers media speciali sts. But since media have become so 

important to teaching and learning, it is quite necessary for every teacher to become 

producer of at least simpler types of media and an effective user too. To this effect, any kind 

of training on media has to be need-based and practice oriented. More specificall y, 

workshops as well as college courses on media have to be directed more toward activities 

and invo lvement of trainees in handling and operating equipment, selecting, producing, 

utilizing and evaluating various types of media. In this regard, Melvin and Dennis (1973 : 51-

2) cited an experiment made by a team of subject matter and media speciali sts in Auburn 

university (school of education) for over a two year period. The aim was to identify the most 

effective strategy for teaching media (production and utilization) to trainee teachers. The 
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experiment revealed that trainees learn much more through simulated and authentic practical 

experi ences rather than through intensive lectures and di scussions. Requiring trainees to 

write term papers, do project works and write reports, observe real classes and visit media 

centers, conduct peer teaching sessions, or teach a class of pupils in the natural setting - all 

focused on media - has proved extremely useful and successful 

Newby et.al (1996: 263) also share the same view on the need to provide trainees with 

hands-on experience on media. They write: " People don't learn to ride bicycle from lectures 

or books and they don't learn to produce and use instructional material s that way either." 

But contrary to this, there are evidences indicating that some instructions on media are 

showing certain weaknesses. In this relation, Robert Legat (1979 :37) reported that quite a 

number of trainees leave colleges with out acquiring even the basic knowledge and skills on 

those media types that most teachers use most in their classrooms. For instance in the 

interviews he made to some novice teachers, Legat found out that they did not know how to 

write properly on the chalkboard. Neither did they know how to use their voice during 

lectures especially for the first few weeks. Tucker (1979 :21) also made a similar observation. 

He reported that in a number of American colleges of education, student teachers spend only 

small amount of time during the whole of their training in learning to produce and utilize 

instructional media. In a similar manner, B. Eugene Koskey (1974:66) writes this : "we have 

observed or heard about .. . audio visual courses taught with out visuals" . 

But what ever excuses may be given for these, they can never under mine the following 

research based fact; "there is nothing inherent in the various types of instructional materials, 

that rules out their application to instruction at the tertiary level" (Ashby and Besse, 

197240). Of course the intention in this particular review is not to generali ze that these few 

observations can ever represent the whole picture in the U.S.A - past or present. But what 

ever the picture may look in other places or times, or in the wider context, it can change none 

of the cases reported above. And these cases no doubt give us a g limpse of ideas about the 

nature of problems, which may prevai l in some college media courses. 

Koskey (1974: 66) explained that the traditional separation of utilization from production in 

media training could be one reason for some of these shortcomings. Any way, when teaching 

a materials production and utilization course to students, trainers must utilize media 
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themselves and also require trainees to practice the skills. Other wise stuffing trainees' minds 

with dry facts and raw data about media can not serve any real purpose at all (Koskey, 

1974:66). Also, student teachers and trainers alike wi ll need more training on the newer 

student-centered or experience based instructional methods (Ashby and Besse, 1972:3). This 

is so because, for one thing, it is vital for effective teaching and learning of media courses; 

and for another, it will definitely help the trainees to effectively integrate media in their 

instructional system in the future 

In another dimension, in-service training IS needed to up date teachers with latest 

developments in instructional media (Newby et.al, 1996) . In addition, as a need-based 

exercise, it will be a useful opportunity to entertain those media aspects often overlooked in 

college media courses. 

Concerning the implementation of in-service training on media, Newby et.al (1996 :263) 

suggested that it would be good if local media experts and more qualified teachers are used 

as resource persons rather than out side consultants. Such kind of people can make better 

trainers because they know the classroom and school reality (Mergendoller, 1997: 15) . 

Moreover, experienced teachers and school media center staff will be of much help 

especially in rural schools where the teacher is most likely the most educated person who has 

no one else to go to for professional support (LCD.R., 1988:3). 

What is more, because teachers are so busy people, those in-service sessions have to be 

scheduled in times convenient for them. For instance in service days, among others, need to 

be scheduled in the school timetable (Newby, 1996263). 

2.8. THE ROLE OF MEDIA CENTERS IN FACILITATING INSTRUCTION 

As cited by Richard N. Tucker (1979: 1 02), UNESCO conducted a series of educational 

researches in mid 1970s. And it was discovered that there were 20 equivalent names in use 

(in different countries) for those special units that house instructional materials . Examples 

include Instructional resources center, Learning resources center, A-V center, pedagogical 

center, Instructional support unit, Educational technology center, Education center, Teachers' 

center, media resource center, and media center. Amare and Tassew (1996) cited Osuala 

(1984 :340) as calling the Nigerian version of these centers 'National education technology 
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centers' . In Kenya they are called Teacher advisory centers' (Belayneh, 199112 as cited by 

Amare and Tassew) . Hence with the aim of resolving the misunderstanding that might 

follow as a result of such a variation in terminology, UNESCO opted for the term 'Media 

center' (Tucker, 1979). In Ethiopia, Pedagogic center is the equivalent name to what is 

commonly called media center (Tsega, 1983 ; Belayneh, 1991 ; Fantu, 1992; - as cited by 

Amare and Tassew, 1996: 13). 

Essentially Instructional media centers are special units with in an institution where a wide 

variety of media are produced, housed, and distributed from (Kieffer and Cochran, 

1962:233; Fred and Ellington, 1984124; Ashby and Besse, 1972 : 33 ; and Heinich et al 

1996: 18) . Today Media centers are established and maintained in schools because 

improvement and development in teaching and learning definitely require such kind of 

service/support organization (Tucker, 1979: 127). 

Historically, a crucial need for establishing school media centers grew in the western 

countries in the 1960s (Singh, 1982: 262; and Newby et.al, 1996 325). Prior to this period, 

media that were commonly required by most of the school subjects were kept in libraries; 

while subject-specific media were kept in the cabinets or offices of individual teachers or 

departments (Newby et.al, 1996). The 1960s marked the addition of a wide variety of new 

and modern instructional resources (including electronic media) to the enormous number of 

materials already existing in schools. In addition to this, quite a number of equipment in 

schools had naturally become common requirements of all subjects. These include slide 

projectors, film projectors, Tape recorders, Television sets and duplicating machines. And 

also some resources initially considered as special requirements of single subjects were later 

on found to be useful for or needed by other subjects as well Maps may be a good example 

here. So, as noted by Singh (1982: 255), all of these developments brought with them 

problems in storage, equipment handling, management and use of resources. Much more 

space as well as systematic organization and management were needed to store, display, and 

rationally use such a wide variety of resources . The new interest shown in the 1960s and the 

wide spread of media centers in western countri es in the 1970s and 80s, were all logical and 

practical answers to the above developments and the subsequent problems and needs 

(Newby et. aI, 1982: 325). 
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According to Ashby and Besse (1972 :33), a media center represents a structure that put 

together and delivers all of the media related support services under a separate, single and 

centralized administration. And Tucker (1979 :26) argues that many of the strengths of media 

centers rely upon the centralized holding, organization, management and use of resources. 

Centralization reduces duplication in the procurement or production and purchase of 

resources in the same schooL It proved to be economical for it reduces unnecessary wastage 

of schools' resources, which are always limited, although relatively so. Like wise, 

centralization provides teachers and students with an easier and 'unlimited' access to the 

schools' instructional resources (Judith, 1973: 39). These are some of the reasons why school 

media centers became and continue to be a necessity in modern teaching and learning 

(Kieffer and Cochran, 1962230; and Singh, 1982: 256). 

According to one document produced by the ICDR (1980 5), 'Pedagogic centers' - as they 

are called here- were established in Ethiopia at a school level after 1977. This was preceded 

by the establishment of 106 pedagogic centers at Awraja (or District) level between 1977 

and 1978 . A second progress report released in 1984 by the MOE, documented that about 

5,422 S.P .Cs. were set up then in the whole of Ethiopia (Am are and Tassew, 1996:19). The 

periods up to 1984 represented the high times for the Ethiopian P Cs. where it was said they 

have registered remarkable achievements to the extent that they attracted foreign donor 

agencies as well as educators and their regional professional organizations from Africa 

(Am are and Tassew PP.16-17). 

2.8.1 SERVICES DELIVERED BY MEDIA CENTERS 

To Liesener (1976: 1), the primary role of media centers is that of mediating or facilitating 

the interaction between cli ents (i .e., teachers and students) and information or media. So, 

characteristically, media centers are service-giving centers. They provide media related 

services to teachers so that they can do good teaching in the classroom. Hence by way of 

increasing the efficiency and effectiveness of the teacher, media services ultimately aim at 

enhancing and ensuring students' learning (Kieffer and Cochran, 1962 : 229). With the same 

aim in view, media centers also provide services to students directly (Liesener, 1976:7). 

Today most media speciali sts seem to accept the following as major categories of media 

center services, each with a number of subcategories (Liesener, 1976, 90 -1 07; Tucker, 1979: 
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18-9; Kieffer and Cochran, 1962, 233-238). The services include a wide range of specific 

jobs or functions performed by a media center. 

1. Resource Acquisition and Provision Services: 

This includes acquisition and provision of instructional materials, equipment as well as 

facilities and space for the use of media in the center. Successful provision of resources 

for clients requires efficient retrieval system and procedures (Singh, 1982:262; and Fred 

and Ellington, 1984: 131). To this effect, all of the various types of media in the center 

must be catalogued or lists of availab le materials issued. 

2. References Services: 

This involves provision of media-related reference materials for self-study as well as 

assistance in identifying and locating information and materials in and out side the media 

center. Tucker, (1979 : 18) views a media center as a 'clearing house' of media related 

information. Because it constitutes the school's central bank, holding information 

concerning mainly non-book resources and their sources too. Moreover, it acts as an 

agent of link between the school media center and outside media centers and sources. 

3. Production Services: 

This category of services includes specific services such as: 

• supplying teachers and/or students with for example, tools, raw materials and 

stationary materials to produce simpler instructional materials ; 

• providing expert advice and technical assistance to teachers and students who want to 

produce their own materials; 

• producing recommended instructional media by media center staff for users ; 

4. Media-related In-service Training Services: 

Kieffer and Cochran (1962:237) pointed out that in-service training is mandatory to 

ensure that teachers have a working knowledge and skill of selecting, producing, using 

and evaluating varieties of instructional media. 

5. Consulting Services: 

It is the responsibility of the media staff to provide professional advice to teachers and 

students alike on media related matters. The consultation may include anyone, or part or 

all of the fo llowing tasks. Determination of the nature of a problem presented; or 

selection, procurement and production, utilization and evaluation of the effectiveness of 
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CHAPTER THREE 

RESEARCH DESIGN AND METHODOLOGY 

This is a descriptive study, which is qualitative and quantitative in nature. Ultimately, it aims 

at finding solutions to problems related with the selection, procurement, production and 

utilization of instructional materials in the primary schools of the SNNPR. 

3.1. DATA SOURCES 

Relevant documents prepared or maintained by institutions, mainly operating in the area of 

primary education in the region, served as very important source of data for this research. 

The very large part of the data however, was obtained from grades 7 & 8 teachers of social 

studies in the selected primary schools of the region. Instructors teaching courses like 

instructional media, general and subject area methods of teaching (geography and hi story) 

were data sources in ACTE. Also Media Centers and their coordinators at various levels, 

School directors, Educational support and Curriculum departments and sections in the 

REB. ZEDs and WE Os were valuable sources. 

3.2. SAMPLES OF THE RESEARCH - RATIONALE & PROCEDURES USED TO 
CHOOSE THE SAMPLES 

The SNNPR contains nine Zones and five Special Weredas. This is a vast region where 

some of the Zones & Special Weredas are situated farther from the center and in a scattered 

manner. As a result, some of these places are less accessible. Access to these places becomes 

difficult due to lack of infrastructures and services such as road and public transportation and 

telecommunications. Further more, some zones and nearly all of the special weredas enroll a 

less significant number of pupi ls compared to the zones selected for the purpose of this 

study. Taking these and similar other factors in to account, the researcher decided to pick six 

zones out of the total nine zones and five special weredas. The main purpose here was to 

make the research project feasible and manageable by making the data sources as accessible 

as possible. Resource constraints such as lack of finance, assistants and time have also 

forced the researcher to limit his samples to the six zones, namely, Gedeo, Gurage, Hadiya, 

K.AT, North Omo and Sidama. The six zones make some 42.8% of the whole region. 
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In this study, minimum of two or maximum of six schools have represented each of the six 

zones of the region. Each, zone took its share of schools on the basis of the number of urban 

primary schools it operates and the number of students it enrolls. Accordingly, larger 

number of schools represented North Omo and Sidama Zones, which had 31591 and 22870 

primary students respectively. Actually we had six schools from Sidama and four from 

North Omo and Hadiya each. North omo's share fell to four because of a crisis situation, 

which prevai led around Wolaita while the researcher was gathering data for this research . 

The researcher was forced to exclude three schools from Sodo zuria and near by weredas, 

which could have other wise made North Omo's share seven. Gurage and Gedeo Zones were 

represented by three schools each while K AT was represented by two. 

This way, out of the total number of 143 urban primary schools operating in the six zones at 

the time of this study, 22 schools (14%) have been chosen for the purpose of this study. 

Both grade level s (7 & 8) have received equal attention. 

The 22 target schools are situated in 14 different Weredas, which make 25.4 % of the total 

number of weredas in the six zones (55) . These weredas were picked mainly on the basis of 

the same criteria mentioned above (i .e., number of students ... ). This means, with the 

exception of North Omo zone, which was represented by one wereda only, the rest of the 

five zones were represented by two Weredas at least, or four Weredas at most 
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Table 2: Samples of the Study 

Teache 
Zones Weredas Towns co schools (22) Leve Studen (70/79) 

(6) (14) de I # # 

I Gedeo I Wonago Dilla I Dawit 7-8 1382 4/6 
« 2 Kofe 1-8 18 15 2/3 

2 Yirgachefe Yirgachefe 3 Yirgachefe 7- 12 733 4 

2 Guragh 3 Goro W elkite 4 Selam Ber 1-8 1889 2 
e « 5 Ras Zeslassie 1-8 2605 2 

4 Gumer Arekit 6 Arekit 1-8 2508 2 

3 Hadiya 5 Badawacho Shone 7 Shone 1-8 2683 I 

6 Limu Hosaina 8 Wachemo no.3 1-8 1635 1/2 
« Hosaina 9 Bobicho 1-8 2008 2 

7 Msha Morsuto IO Morsuto 1-8 1842 2 

4 KAT. 8 Kulito Alaba II Alaba 7-12 631 3/4 

9 Kedida Durame 12 Durame 1-8 1644 3 
Gamela 

5 North 10 Arbaminch Arbaminch 13 Kulfo 7-8 2195 7 
Omo Zuria 

« « 14 Chamo I-IO 2479 2 

« Lante 15 Lante 1-8 2042 2 

« Kola Shelie 16 Kola Shelie 1-8 14 16 2 

6 Sidama II Awassa Zuria Awassa 17 Tabor 1-8 6295 11 114 

« Tula 18 Tula 1-8 1927 2 

12 Shebedino Leku 19 Leku 1-8 2858 3 

13 Dale Yirgalem 20 Ras Desta 1-8 4005 7/8 
« 2 1 Yekatit 25 1-8 3662 3/4 

14 Aleta Wen do Chuko 22 Chuko 5-12 2379 3 
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Table 34: Media-related in service training for teachers 

Frequency of training 
More Only once Never had an 

Respondents than once opportunity 
# 0/0 # % # % 

Teachers 5 7.8 9 14 50 78 
N=64 

As indicated in the table above, 50 (78%) of the 64 respondents did not receive any kind of in 

service training on media, ever since they joined the world of teaching. The only teachers who 

had chances to participate in an in service training program were nine (14%) in number. And 

this was only a one-time training, which was also very short in duration . More importantly, 

89% (57) of the teachers have served for more than 11 years. And (Few teachers) attending a 

workshop for 2 - 3 times in 11 to 15 years time means very little. If at all it could be said there 

was a training opportunity, then it took place long time ago . 

A.3. School - Initiated Staff Development Programs 

Also, the researcher found no evidences of considerable effort made by the school 

administration to initiate school - based staff development programs (works shops) focused 

particularly on media. In fact there was none of such kind of programs conducted on any of the 

other aspects of instruction too, namely planing, methods, evaluation or ethics and so on. 75% 

(15) of the 20 directors who responded to a relevant item admitted that they have init iated very 

few or no media - related staff training (development) programs in their respective schools. The 

target S.M.C. coordinators were rather more critical in confirming the absence of school 

initiated training opportunities given to teachers. J 7 (89.4%) of them admitted that they didn't 

remember a single time when such kind of program was ever initiated by the S.M.C as a unit, or 

if at all there were any, some said, it was never more than once. 

Table 35: Staff Development Programs Initiated By The School Administration 

Frequency 
Several times Few times None 

Respondents # % # 0/0 # 0/0 

Directors 5 25 8 40 7 35 
N=20 
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Table 36: Media training services given by S.M.Cs. 

Frequency oftraining services 
More than once Onl once Never 

Respondents # % # % # % 

Media Coord. 5 25 8 40 7 35 

Of course there are a number of factors to be considered in order to effectively under take staff 

development programs. For instance, finding trainers would not be a very serious problem, 

unless schools fa il in supplying raw materials and providing faci lities necessary for the 

subsequent activities of materials production and utilization. There were around 26 teachers in 

the 22 schools with a moderate training on media. The combination of these teachers and the 

media coordinators could make valuable facilitators of such kind of programs. To the same 

effect, the possibilities and potentials perhaps existing in local Education offices and Donor 

Agencies should not be ignored too. While this being the case, however, some teachers' self­

concept about their media competency level seems to deviate a little from our evidences above. 

The target teachers seemed to demonstrate a little exaggerated self-concept in the response they 

made to a relevant item (Table 37). 

Table 37: Teachers' self concept of their media competency 

Self concept on media competency 
More than Just Not I don't 

enough enough enough have at all 
Respondents # % # 0/0 # % # 0/0 

Teachers 2 3.2 28 45 30 48.3 2 3 
N=62 

As indicated in the table, 32 (51.5 %) of the respondents admitted that they lack knowledge 

and skill s necessary [or media production and utilization, whi le 28 (45 .1 %) felt that they 

have competence just enough for producing and utilizing media. However, as said above, the 

self concept of the second group appears to be a little exaggerated, particularly when weighed 

against the very limited training opportunities (pre-service and in-service) they have had in the 

past. What all the evidences presented earlier show is that the target teachers had no way at all , 

of catching up with neither the basic/ classical nor the new knowledge and ski ll s of media. The 
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knowledge gap is still very wide. On the whole, there are enough evidences proving the 

prevalence of lack of competency on the part of the target teachers. 

B.1. Availability of Media-Related Reference Materials in S.M.Cs. 

There will be no argument that teachers could also benefit from media-related reference 

materials, if these were avai lable to them. Such materials would help them develop their 

knowledge and skills in the various areas of media, which range from selection to evaluation. 

The data in table 38 show what the situation looked like in this respect. 

Table 38: Availability of media-related reference materials in S.M.Cs. 

Types of Media Coordinators (20) On-site visit (21) 
reference 
materials Available Not Available Available Not Available 

# % # % # % # % 
1 Hand outs 7 35 13 65 - 0 21 100 
2 Reference books 3 15 17 85 I 4.7 20 95.2 
3 Manuals/ Guides I 5 19 95 - 0 21 100 

The inventory made in the entire target M. Cs. during the on-site visit proved complete absence 

of reference materials, except for a single old book, which was present in Shone S.M.C. 

(Hadiya) . The responses of the media coordinators, however, showed some difference, although 

negligible these might be. Even though seven Coordinators reported that they had handouts in 

their respective M.Cs., no one was actually able to produce one at the time of our meeting 

Even if we assume that these handouts were probably owned privately, then they could 

obviously bring very little direct impact on teachers' knowledge and competence, as long as 

they remain in private hands. The same holds true for the rest of the responses too. 

B.2. Supply of Hand Outs and Manuals on Media 

The number of media-related reference materials (handouts) privately owned by the target 

teachers is extremely small either. This includes the handouts supplied to teachers during the 

pre-service and in-service training programs. This is reflected in table 39. 

Table 39: Amount of handouts Supplied for teachers during training 

Amount of supply 
Sufficient Not sufficient No Supply 

Respondents # % # % # 0/0 

Teachers who took 12 54.5 I 4.5 9 40.9 
mcdia course 

N=22 
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As indicated in an earlier section, the media training provided to teachers was defi cient in many 

respects. To this can be added that those limited training programs had as well succeeded little 

in terms of supplying teachers with reference materials (handouts and manuals) for private or 

collective use. It can been seen from table 39 that only 13 (19%) of the 68 teachers had the 

chance to get handouts from training programs. 

Table 40: Usefulness of the hand outs supplied 

level of usefulness 
Very much Much useless 

Respondents useful useful 
# % # % # 0/0 

Teachers who took media course 4 23.5 6 35.2 7 41 
N=17 

In table 40, it can be seen that 10 (58.7%) of the 17 teachers found the hand out extremely 

valuable for their media-related jobs, whi le 7 (4 1 %) disclosed that the hand outs were of little 

use to them. 

Table 41: Frequency of Supply of Manuals/ Guides to Teachers 

Free uency of supplv 
More than once Once Never supplied 

Respondents # 0/0 # 0/0 # % 

Teachers 1 1.5 1 1.5 64 96.9 
N=66 

On the other hand, only two (3%) teachers out of 66 respondents reported that they were able 

to acquire one or more than one media-related manuals or guides in the past. In this connection 

the ICDR for instance, has produced a manual tit led 'Source book on the preparation of low cost 

teaching materials for primary and junior geography' (1989). Moreover, the books written in 

Amharic by Girum (1994) and Terffassa et.al (1 999) could have served the same purpose. But 

the researcher has found out that none of these extremely valuab le materials was available in 

any of the target schools . These evidences make it clear that teachers were again denied another 

valuable professional development opportunity that could have been supplementary or in some 

cases alternative to the training they received. As a combined result of these, teachers lack 
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media competency. This partly explains why teachers perform poor In the selection, 

procurement, production and utilization of instructional materials. 

C. Teachers' Interest And Commitment In Media Related Activities 

Training and school-initiated staff development endeavors could also contribute in awakening 

and further strengthening teachers' interest and commitment to media-related activities, aside to 

their contribution for the development of knowledge and skill s. It was reported earlier that 6 1 % 

and 78% of the target teachers did not have pre-service and in-service media training 

respectively. This implies that majority of the target teachers will find it difficult to develop 

and demonstrate permanent interest, commitment and self-initiation so as to make application 

of instructional materials daily routine activities. In practice, there are some evidences 

indicating that some teachers (46%) who took media course at college level implied that they 

simply took it just because it was a requirement. More over these teachers clearly stated that 

they did not know the real purpose and significance of the course while they were taking it. One 

can imagine how such lack of clear knowledge of purpose keeps interest and commitment idle 

inside a person. Lack of interest and commitment is one failure that many teachers are accused 

of these days. In this respect, a good number of the target school directors and media 

coordinators told the researcher that teachers' poor performance in borrowing, producing, and 

utilizing media were partly attributable to lack of the above qualities on teachers' part . The 

evidence presented in the following table confirms the observation just reported . 

Table 42: Conditions That Prevented Teachers From Producing Their Own 
Instructional Materials 

Responses of 
Factors affecting Procurement and in-house Media Coordinators 

production of Instructional Materials # 0/0 

Lack of teacher interest and commitment 8 40 
Shortage of budget, facilities, and supplies 6 30 
S hortage of time 2 10 
Lack of motivation and pressure from the 1 5 

school administration 
Teachers' loss of hope and a mbition in one's caree r I 5 
Lack of skills in materials production I 5 
Fai lu re to make M.Cs. readil y accessible I 5 

to teachers when ever they find free time to use it 

N= 20 
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Out of the total respondents, 25 (37.8%) teachers have a weekly load of over 20. This means every 

teacher wi ll have between 4-5 periods every day. In other words, a teacher wi ll be free for a 

maximum of two periods out of the six periods scheduled for every school day (shift). And the free 

periods are not consecutive in most cases. Therefore, it can be argued that much may not be done 

with in this time, as there are several other activities awaiting the attention of the teacher in 

addition to media. However, teaching load may very likely be a deterrent factor for effective media 

application more in rural primary schools than urban primary schools in the SNNPR. This IS 

because weekly load tends to increase in rural schools where we have shortage of teachers . It 

should not be forgotten that this study has only targeted urban schools, where there is a relatively 

larger concentration of teachers. 
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4.5.2. INSTITUTIONAL (SCHOOL-LEVEL) FACTORS 

SYSTEMS OF SUPPORTI MEDIA SERVICES 

It is now a well -established fact that efficient and effective system of support/media services 

enhances the teaching-learning activity. Table 44 wi ll serve as a basis for the subsequent 

discussions on availability of media centers opening time, space, and staff 

Table 44: Status Of School Media Centers (S.M.Cs.) 

Functionality of S.M.Cs. Opening time 

Space 
I: '0 ] 

~ '" j:;' Separate rooms " c " " .. S ~ ~ 

'" c, .s :.; ~ " Q '" Q .::: ~ e 
~ 

S U "0 
U t: "" I: ~ 

I: .S: := .c 8 ... ;., ;., ~ >. 
" I := ~ >. '" .. : >. : iii - ., " ... ... -as -Sa .. .. ... .c .. ... e.!l oJ 

., ., ... " Q .. Q .. I: I: - Ii: < ::E ". = 0 
Q I: .~ 8 E 8 $8= :; < :; 

Zone School E-< ro.. = r;; 0 "' ... Po ... m;::,e 

Gedeo I Dawit I 10 '" '" - 7x8 . . . - - - - -

2 Kofe 3 6 X X X '" - - - - - - * -

3 Yirgachefe I 18 '" '" - 7xl0 - - - - - * - * 

Guragh 4 Selam ber 2 6 '" - '" -- 3x4 6xl2 7x l 2 - * - - -

e 5 Ras 2 10 '" - '" 8x lO - - - - * - - -

zeslassie 
6 Arekit I 20 .- - .- 6x8 - - - - • - - -

Hadiya 7 Shone I 15 '" '" - - 2.5x3 5x7 4x5 3x3 - * - -
8 Wachemo I 16 '" '" - 6x7 - - - - - - - * 

nO .. 3 
9 Bobicho 2 16 '" - '" 7xl0 * - - - - - - -
10 Morsuto 2 20 '" - '" 6x7 * - - - - - - -

KAT. II Alaba I 9 '" '" - 6x7 - - - - - * - -
12 Durame 2 12 '" - '" 6x7 - - - - - * - -

N.oIne 13 Kulfo 2 8 '" - '" 3x6 - - - - - * - -

14 Chamo 2 15 '" - '" 6x7 - - - - - * - -

15 Lanle 2 26 '" '" 6x6 * - - - - - - - -

16 Kola shelie 2 20 '" '" 6x7 * - - - - - - - -

Sidama 17 Tabor 2 8 X X X 6x9 -- -- -- -- - - * -
18 Tula 2 22 '" - '" -- -- 6x7 6x6 .5 I.5x2 * - - -
19 Leku I N N N N No No No No No N N * -
20 Ras Desta 2 12 X X X -- 4x4 .5 6x7 4X4 -- - - * -

21 Yekatil 25 2 10 '" - '" 6x8 -- -- -- -- * - - -

22 Chuko I 12 X X X -- 4x6 4x8 4x4 4x4 - - * -

NOTE: No = No media center x = Media center closed 
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A. Availability of S.M.Cs. (S.P.Cs.) 

As indicated in the above table, five (22.7 %) schools were not giving any kind of media services 

to their users. Out of these, four schools (19%), namely Kofe (Dilla), Tabor (Awassa), Ras Desta 

(Yirgalem), and Chuko (Aleta wondo) had M.Cs, which were not functional at the time. Leku 

primary school (Shebedino) did not have any special building meant for M.e. at all . They said they 

turned the former M.e. to a classroom some four years before the time of thi s study. And the media 

coordinator reported that all of the collections, tools and other resources were destroyed, lost or 

misused. Though arguable it might be, this researcher can not accept the act of accommodating just 

a class of (80-90) students at the expense of closing an entire support/media program that serves 

rather the whole of the school community (teachers and students alike) It was really surprising to 

know that the last four of the five schools with out media services were found in the same zone 

(i.e., Sidama). Equally surprising was that three coordinators (a chief coordinator and two shift­

coordinators) were exceptionally assigned for a M.C. that was not functional in the strictest sense 

of the term (Kafe) . Its windows were sealed and there was no electric light in the room. And the 

display room ofRas Desta M.e. had turned into a dangerous place where large band of dragonflies 

bred and lived. The investigator's on-site visit revealed that, except for negligence on the part of the 

respective school officials and center coordinators, no convincing explanation could be given for 

leaving these centers un functional. Because, as they were, the M. Cs. at Chuko, Ras Desta and even 

Tabor, for instance, were better than many of the functional M. Cs, in terms of space and 

accommodations, physical condition, instructional materials collections, and hand tools and simi lar 

facilities (Please look at table 44). But they were closed down l And when seen at a much larger 

scale, there are reports indicating that closer to 45% of the primary schools in the southern region 

were not having media centers (Gizachew, 1999; SNNPR Education Statistics, 1999). 

B. Opening Time 

In this context, 'opening time' refers to two things. One, it refers to whether or not the S. M. Cs. were 

giving services for both shifts (morning and afternoon) . Two, it also refers to whether or not the 

centers were open from period one to six for which ever shift they may be giving service. As 

regards the first one, 11 (64.7 %) of the 17 functional M.Cs , as such, were giving service to both 

shifts (full day), while six (35.2 %) of them exclusively serve either of the shifts, as the case may 

be. This was so because there was only one media coordinator assigned for each of these six 

schools. Which shift receives media service depends up on which part of the day (morning or 
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afternoon) the M.C. coordinator has class. If he (all were male!) has class during the morning shift, 

then the afternoon shift will obviously be denied media services. As the groups of classes change 

their shift every week or month, so changes the time of media service in the schools. The problem 

was not only that of serving one or both shifts. But also, whichever shift(s) they were serving, most 

of them were not operating full time. For example, if a media center was supposed to give service 

for the morning shift, it did not necessarily mean the center was open from the beginning 

(morning) till the end of classes in that shift (noon). In most cases, the center would be open only 

when the coordinator had no class. It is worthwhi le to note that there was no marked difference 

between the weekly teaching loads of media coordinators and the target teachers. The average 

teaching load for the target media coordinators was 15 periods per week while for the target 

teachers it was approximately between 16 - 19 (please look at tables 43 & 44). Therefore, given 

such heavier loads for S.M.e. coordinators, it should not be surprising to see most of the target 

M.Cs closed during most of the school/class hours . And in reality, as shown in table 44, there were 

four (23.5 %) M.Cs. which were mostly closed, regardless of the shift (s) they serve. And seven (41 

%) of them were mostly open. Now, if S.M.Cs. have to be used full y, as and whenever needed by 

teachers and students, then it is a must that they remain open all the time; that is, in both shifts and 

through out the school hours in a day. Therefore, when measured with this yardstick, all the 11 

(64.6 %) M.Cs, which were mostly (or sometimes) closed, were operating under the requirement 

By the same measure, we find only six (35.2 %) M.Cs. managing to meet the stated requirement 

These were Selam Ber, Ras Zeselassie, Bobicho, Tula, and Yekatit 25 . 

C. Space 

In terms of space, 16 (76 %) of the 21 S.M.Cs. maintained just a single room of varying size, which 

is less than the minimum requirement The minimum requirement is for any M.e. to maintain 

separate rooms for production, storage and disp lay (See page 45). But only five schools (138 %) 

were relatively closer to meeting the minimum requirement These include Selam Ber, Shone, 

Tula, Ras Desta and Chuko, although the last two were not functional at the time. 

D. Physical Condition 

The difference in the physical condition and level of attractiveness of these M. Cs. was very wide. It 

ranged from M.Cs. built from and bamboo to those built from bricks; from those with soil ground 

to those with cement floor; and from much disorganized to the well-organized ones. The researcher 
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has seen for himself that only one (5.8 %) of the 17 S.M.Cs was in a very good physical condition, 

while there were two (11. 7 %) with a good physical condition and three (17 .6 %) with average 

condition. But 11 (64.7 %) of the S.M.Cs. were found to have what can be called 'bad' (even worse 

than that for some) physical condition. So, whatever service (good/bad) some of these II M.Cs. 

might be giving at the time, it was visible that they were not attractive to go to and not conducive 

to work in. 

Table 45 : Physical Condition Of The Target S.M.Cs. 

V.Good Good Aver. Bad V. bad 
115.8 %) 4123.5%) 115.8 %) 8147 %)M.C 3117.6 %) 

I Selam Ber Tula Bobicho Ras Zeselassie Kulfo 
2 - Shone - Arekit Yirgachefe 
3 - Alaba - Lante Chamo 
4 - Dawit - Yekatit 25 -
5 - - - Kola shelie -

6 - - - Durame -
7 - - - Wachemo -
8 - - - Morsuto -

It is appropriate to make note of the criteria roughly used to rate the physical condition of the target 

S.M.Cs. The criteria included, age and actual physical condition, materials they were made of, the 

look of the floors and walls, neatness, organization of collections (organized/disorganized) and the 

general impression they could give. 

E. Budget 

The evidences presented in the following table indicate the sources of operating budget for the 

target S.M.Cs. 

Table 46: Sources of operating budget (supply) for the S.M.Cs. 

Sources of budget Directors (17) 

# 0/0 

Internal revenue 8 47 
From budget allocated by the W.E.O. 3 17.6 

to stationary materials 
From students' contributions 1 5.8 
A&B 3 17.6 
Others 2 11.7 
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As indicated in the table, large majority of the schools tended to rely mainly on two sources, 

namely internal revenue and budget provided by the government to supply stationary material s. A 

look at the alternative sources in the table makes it evident that there was no independent budget 

title especially meant for media programs in the schools. If there was any thing what schools could 

do in this respect was, to make a general request for stationary materials having the demands of the 

M.Cs in mind. If they failed to consider the M.Cs. whi le they work on the budget for stationary 

material s, then they will have no raw material s supply to the M.Cs before that budget year was 

over. But as can be seen from the table, only three (17.6 %) schools have opted to give a share to 

the M.C. out of what ever amount of budget they could get in the name of stationary materials. And 

slightly less than half (47% - eight) of the respondents (directors) said they relied solely on internal 

revenue for the raw materials demands of their M.Cs. By doing so, these schools had of course 

demonstrated that they chose to save the stationary budget for purposes excluding the M.C. 

Anyway, although difficult to substantiate, the difference among some schools in the amount of 

money they allocated some times to their M.Cs, may be partly explained by the different amount 

of internal revenue they had. The internal revenues for some of the target schools came from 

different sources. Generally, sell of coffee, fruits, crops and grass, renting plots of land from the 

school compound, for people (including teachers) to grow crops, and in some cases evening classes 

were some of the sources of revenues for these school s. 

Recently, complaints and grievances were growing on the newly imposed financial directive, 

which requ ired individual schools to hand over all of their internal revenues to the local offices of 

finance. According to this rule, 75% of their money would be latter released back to the schools on 

request. This practice has created a visible suspicion and resistance, on the part of the schools, on 

the ground that they may not be able to secure the alleged amount of their money back. More 

importantly, some school directors feared that this practice might probably kill the motivation, 

energy as well as the local initiative of individual schools in generating internal revenue to 

subsidize some programs of the schooL Many school directors also complained about a new 

circular, which prohibited schools in some areas of the SNNPR, from mobilizing the local 

community to raise fund for supporting school programs. The researcher was told that the circular 

was issued by some local Education Offices on the ground that the educational policy establ ishes 

that free education be provided at the primary leveL However, it must be known that this circular 

and the subsequent steps directly contradict the popular philosophy of encouraging community 
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discussions held with some of these teachers revealed that the real problem in some schools was 

not absence of money. These teachers rather felt that the problem was a matter of giving lesser 

attention and priority to media-related activities and more so a problem of mismanagement and 

misuse of the meager resources available to the schools. To sum up, the discussion in the preceding 

sections revealed that S.MCs. like Selam Ber (Guraghe), Bobicho (Hadiya) and Tula (Sidama) 

remained at the top of the sets of li sts presented in terms of space, physical condition, and opening 

time. The rest of the S.M.Cs were in a disadvantageous posit ion in the above regards. 

F. Supply of Raw Materials 

The on-site visits and the di scussions with the media coordinators revealed that there existed a 

variation in the supply of raw materials to the target S.M.Cs. The variation ranged from complete 

absence of supply to a relatively greater amount of supply. Table 49 is intended to show the 

variation in the amount of supply made available to the 17 S.M.Cs. which were functional at the 

time of the visit. 

Table 49: Amount of Supply of Raw materials (17 M.Cs). 

Better supply Some supplies Very poor supply No supply 
3(17.6%) 6 (35 %) 2(11.7%) 6 (35 %) 

I Lante Kola shelie Morsuto Yirgachefe 
2 Selam Ber Arekit Kulfo Chamo 
3 Bobicho Tula --- Dawit 
4 --- Yekatit 25 --- Wachemo 
5 --- Shone --- Durame 
6 --- Ras zeselassie --- Alaba 

From the evidences presented in the tab le, it would not be difficult to tell that about 81.7 % (14) of 

the S.M.Cs. got little or no supplies of raw materials. Even those few supplies secured by the six 

(35 %) of the M.Cs were provided only sporadically. And in terms of effect, such sporadic supplies 

(of limited amount of materials) were found to serve no more purpose than merely keeping the 

M.Cs. alive, as far as materials production is concerned . It was not also difficult to tell, from the 

observations and subsequent discussions, that those supplies labeled here as 'better' for the three 

(17.6 %) S.M.Cs, were far from sufficient to run the M.Cs properly. For one thing, these supplies 

also suffered from lack of continuity or permanency. And for another, the actual amount of suppl y 

itself, was not enough to provide materials production service of an acceptable (or average) 

standard. In fact, the factors working behind the relative achievement of the three S.M.Cs. were not 

the same. For instance, if we take Selam Ber's case, we find that thi s S.M.C was also serving as a 
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Wereda M.C In other words, we find here a situation where a school (Selam Ber) and a Wereda 

Education office (Goro/Guraghe) shared the same (rooms) for maintaining two kinds of media 

centers of different levels i.e. a S.M.C and a W.M.C. This explains the relatively greater amount of 

supplies made avai lable to the Selam Ber SMC Of course, it was understandable that the education 

office took this as an alternative or a forced measure, in view of the extremely meager resources it 

had at its disposal. However, the advantages/disadvantages of this kind of practice need to be 

critically investigated in the future The Lante S.M.C (Arbaminch Zuria) seemed to have better 

exploited the relatively stronger financial capacity that the school managed to secure out of internal 

revenues. Lante was probably one of the leading schools, which benefited much from the sell of 

fruits and crops that grew with in their compound . 

The relative achievement registered by the Bobicho S.M.C (Hosaina) was a work of a different 

factor - a human factor. It could be one remarkable example of a real difference that a committed 

director is capable of making to his/her school. At the time of the study, the Bobicho School had 

neither significant amount of internal revenue nor external donations that could be channeled to the 

SMC Rather, the school officials were just serious in doing two things . One, whenever they 

prepared their annual budget, they gave special emphasis and priority to the SMC. Many teachers 

in the school agreed that there was visible devotion, clean management and rational use of existing 

resources, on the part of the school officials. And two, perhaps the most important one, the school 

administration (the director) had managed to initiate, persuade and mobilize the most important of 

all the resources that might be available to any school, i.e., the teachers . During the surprise visit he 

made to the S.M. C., the researcher met a number of teachers working in there. Later on, he found 

out that there was a working system (program) designed by the S.M.C. for every department to 

work (on individual or group basis) in the M.C. at least once a week. There were also evidences 

showing the relatively higher motivation and commitment demonstrated by many teachers in that 

school. In Bobicho School, the commitment of some teachers has gone to the extent that they bring 

raw materials from their homes. Some also buy some materials out of their pockets, not to mention 

those who managed to involve students to the same effect This was what the school director, 

Media coordinators (2), and the few teachers he met, told this researcher, in almost the same words . 

It is only natural to wonder if a small school, whose teachers have to travel long before and after 

classes, managed to run an encouraging media program such as this one. The further inquires made 

by the researcher later on revealed that the school director has served as a S.M.C. coordinator, for 
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no less than a decade's time in the past. It is not the intention of this researcher, if in case, the 

relatively lengthy report on the achievements of the Bobicho School, has created any exaggerated 

impression in the mind of the reader. As a matter of fact, despite its indisputab le achievements, the 

school was still working under extremely difficu lt circumstances. This is what many of the 

evidences presented in the earlier sections tell . 

G. Media Staffs 

The kind and level of performance that teachers demonstrate in the various areas of media, are 

functions of a wide range of factors. For instance, the forgoing presentations and analyses of data 

have shown how the defi ciencies in teacher training as well as the deficiencies in the systems of 

support/media services contributed to the low level of teachers' performance in the target schools. 

In a simi lar fash ion, media staff has many things to do with the success or failure of a school's 

media program and eventually with the success or failure of teachers in media related activities . As 

a matter of fact, the wide-range of media-services that should be provided for schoolteachers and 

children are principally the responsibilities of the media staff And particularly, the instructional 

materials provision services, reference services, materials production services, media training and 

consultation services are all with in their immediate professional region. Thus, the quality and 

quantity of the staff assigned to M.Cs. will inevitably facilitate or hinder the provision of these 

servIces. 

1. Quality of Media Staff 

The question in our context was "are the media coordinators really in a position to properly discharge such heavier 

responsibilities"? "Do they have Ole professional competence and personal qualities necessary for Ole purpose"? "Do 

Oley get Ole necessary support fTOm Ole school administrations"? Media Coordinators' Qualification 

The following sets of data will probably provide some answers for these and similar other 

questions that might be raised by any informed person. 

Table 50: Educational Qualification of School Media Coordinators. 

Qualification 
12th T.T.1. T.T.I. + 1 Diploma 

Respondents Com lete Certificate 
# % # 1 % # 1 % # 1 % 

Media Coord. I 4.5 14 1 63 .6 5 1 22.7 2 19 
N=22 

To start with, the evidences in the table indicate that almost all of the media coordinators (95. 5 
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%) have received primary teacher training in one or another level. Out of thi s, 63.6 % (14) had 

certificate from a one year Teacher Training Institute (T.T.L), while seven (31.7 %) coordinators 

had teacher training at mainly T.T.L + 1 and diploma (2) levels. This is passable, because it shows 

that, with the exception of one (4.5 %) Coordinator, they all fulfi ll ed the minimum requirement for 

a media coordinator, i.e., teacher cel1ification. But in practice, we see a paradox here. The paradox 

is that a group of coordinators dominated by T.T.L graduates (63.6 %) was supposed to give 

professional services like training and consultation to a group of teachers largely composed of 

dip loma graduates (53 %). Let us not forget that 25 .8 % (8) of the 34 diploma graduates were 

studying for their first degree at the time of the data collection (see Table 27, P.76). 

The complex nature of media services to be provided for teachers requires coordinators to be well 

ahead of the clients in professional terms. S/he must know more and perform better than her/hi s 

clients, in all areas of media. However, the evidences in the following table prove the otherwise. 

Table 51: Media coordinators' regular training on media 

Level of Traininl! on media 
Respondents College level T. T.I. level No instruction 

# % # 0/0 # % 

Media Coord. 3 13.6 18 81.8 I 4.5 
N-22 

As presented in the tab le, nearly 82% (18) of the 22 media coordinators received only a few days 

formal instruction on media at a TTl level. And only three (13.6%) of the total took a separate 

course on media at a college (diploma) level. As opposed to this, there were 26 (38.8 %) teachers 

with a college level media training. In this case, every target school could have at least one teacher 

with a college level media training on average. Where as the ratio here was one media coordinator 

(with a coll ege level media training) for seven target schools. Therefore, one can tell how difficu lt 

it must have been for the target media coordinators to render satisfactory professional services with 

such lower level of media competency as described above. 

In-Service Training 

The amount of effort made by the concerned bodies to bridge this knowledge gap through in­

service training opportunities was not promising either. Table 52 contains data that support this 

statement. 

96 



52 : In-Service Med ia Training O pportu nities For S.M.C (A.P .e.) Coordinators 

Items M.coord. Tot Responses 
# % 

1 In service training on 10 47.6 A Yes 
media I I 52.3 21 B No 

2 Frequency of in service 4 40 A More than once 
training 6 60 10 B Once 

3 Duration of in service 6 60 A 1-7 days 
training 2 20 B 8-1 5 days 

I 10 C 16 d. - 1 month 
- - D 1-2 months 
1 10 10 E Over 2 months 

4 Time when in service 2 20 A 1-2 years 
training was received last 3 30 B 3-5 years 

3 30 C 6-10 years 
2 20 10 D Over II years 

The tab le shows that slightly more than half(52 .3 %) of the 21 media coordinators never had any 

opportunity for an in-service training on media (Table 52, 1). This makes the aforementioned 

situation of media coordinators much worse. The alleged training given to those 10 (47.6 %) 

coordinators did not even take long (Table 52,3). For example, the training given so far for 80 % 

(eight) of the 10 coordinators did not exceed 15 days. In fact, if we take individual cases in to 

account, we find that only 1 - 3 days time to be allotted for many of the training programs. In short, 

the duration of most of the training given to these coordinators was very short . Moreover the 

training seemed to lack continuity. If their memory served them well, 60% (six) of the 10 

respondents took part in an in-service program only once in the last several years (Table 52,2) . On 

the other hand, 40% (four) said they have attended in-service training program for more than once. 

l! is even unli kely for these to have exceeded two or three. Even then, four coordinators (18 %) out 

of 22, attendi ng a workshop for two or three ti mes does not mean much. The evidence in same 

table (No. 4) indicates that there were only two (20 %) coordinators (out of 10) who participated in 

a workshop in the past two years. It is important to remember that more than half (52.3 %) of the 

med ia coordinators never attended an in-service traini ng workshop since they graduated several 

years ago . And many of the target teachers have already noticed thi s lack of competence (and 

leadershi p quality) on the part of many of the media coordinators. For that matter, as shown in the 

following table, 79.3 % (50) of the 63 target teachers have made it clear that they have little or no 

confidence in the people who were then running the M . Cs. in their respective schools. These 
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teachers looked many of the media center coordinators as inferior people in professional terms. As 

a result, they seemed to have concluded that they could get little professional assistance from these 

coordinators. 

Table 53 : Amount of confidence teachers had on the competency of media coordinators. 

Amount ofteachers' confidence on media 
staff 

Full Little No confidence 
Respondents confidence confidence at all 

# % # % # % 

Teachers 13 20.6 38 60.3 12 19 
N=63 

Feelings of hurt were also visible in M.C coordinators while some of them told the researcher 

about the low regard that many teachers (including school directors) had toward them. This feeling 

(superioritylinferiority) residing in both parties was really detrimental to the quali ty of media 

programs/services in the target schools. Perhaps, this may partly explain why some teachers didn't 

frequent the M. C in their school, although some media coordinators and directors accused them as 

well for lack of interest and commitment. For this researcher, the reservations that both parties had 

to one other in these respects are things to be considered seriously and investigated farther 

2. Quantity of Media StafT 

The problem of the media stafT was not only that of quality. Equall y important was the problem of 

quantity, as far as the target schools were concerned. Table 44 also presented some evidence on the 

number of media stafT available in the target schools. During the visit, the researcher learned that 

eight (36.3 %) of the 22 M.Cs. had only one coordinator each. Of course, out of these eight M.Cs. , 

two were not functional then. On the other hand, I3 (59 %) S.M.Cs. had two coordinators each, 

while there was only one S.M.C (Kulfo) having three coordinators. However, it is amazing that 

this S.M.C (Kulfo -Dilla) was out of function for nearly two years from the time of the visit. In 

addition, assigning only one coordinator, as was the case in the eight schools (six functional) , 

caused the closure of the M.Cs. in either of the shifts . Generally, the number of media staffs in each 

target school was far below the requirement. It was far from enough even under such an extremely 

limited supply of raw materials, which almost brought materials production activities to a halt. 

Because, there will still be other kinds of services to be provided by the M.Cs. (e .g., instructional 

materials provision). In fact, one needs no hard thinking to understand that the S.M.Cs need at least 
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one coordinator and one 'all-rounded' technician for each shift . This means, in the present context, 

the S.M.Cs will need to have at least five staff, one of whom will be the chief coordinator. 

As a matter of fact, the media coordinators in the target schools were working against all odds. 

First, they had little or no training for the purpose. Second, they were carrying too much workload, 

meaning that they were supposed to work in the classroom and the M. C. for a total of 35 periods a 

week, which was of course the maximum load for any teacher. Third, they received li ttle or no 

recognition, respect and support from the school administration. Also, some teachers had low 

regard for some of the media coordinators. Therefore, one wi ll at least be morally obl iged to show 

sympathy for them and recognition for their duties, which were accomplished under such very 

difficult conditions. 

H. Planning and Management of Media Programs in the Target Schools 

From the enquiry made in the target schools, the investigator found out the absence of teamwork, 

systematic approach and management in almost all of their media programs. Of course, some 

media centers advise academic departments to prepare, at the beginning of the year, annual work 

plans concerning mainly the production of instructional materials . In the plan, the departments 

identify and include lists of instructional materials to be prepared by individual members or in 

collaboration with the media coordinators or by the media staff as a unit. The departments then 

submit their plans to the media center on the basis of which the later prepares the school's media 

plan for the year. But the evidences secured from most of the media coordinators and the relevant 

documents proved this activity of planning to be a nominal practice, which remained just on the 

paper. Not only this, the investigator has also learned that some two or three media coordinators 

were clearly told by their school directors not to even prepare annual work plans for their media 

programs. The simple reason given was that these schools were not in a position to fu lfi ll any 

request for the supply of raw materials to the media centers. Otherwise, only very few S.M.Cs. 

with some possibilities for a raw materials supply, showed some effort in planning and executing 

their media programs. These included the media centers in Bobicho, Arekit (Guraghe) and to some 

extent Lante (Arbaminh Zuria) schools. 

I. Team Work and Collective Leadership 

There was a sign of teamwork observed in Arekit School where a group of fourallegedly talented 

and interested teachers were assigned to run the media program, of course under the leadership of 
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the media coordinator. As reported by the media coordinator of the same school, the committee has 

been promising and really helpful too, in promoting the media program in the school. This was an 

interesting experience from Arekit School! It was really a demonstration of very good imagination 

and anticipation on the part of the school community there. 

When seen at a much larger scale, at present, there are several evidences in the literature supporting 

the real value of such media committees in enhancing media programs/services in schools. With 

this in mind, the researcher suggested to his respondents the idea of setting up a media committee 

in every school. More importantly, the idea was suggested in anticipation of the extra ordinary role 

the committee might be capable of playing, under the difficult circumstances prevailing now in 

Ethiopian schools (Am are, 1999) . Directors and M.C coordinators in the target schools were 

therefore, asked to react on how much difference such a committee could probably bring to a 

school's media programs. Their reactions (opinions) are presented in table 54 . 

Table 54 : Opinions on the establishment of 'school media committees' as one system of 

managing media services. 

Impact of 'Media Committees' ... 
Make big Make Little Make No Difficult 

Respondents difference difference difference to tell 
# % # % # % # % 

Media Coord .(22) 20 90.9 I 4.5 I 4.5 - -

Directors (20 18 90 - - - - 2 10 

As shown in the table, two people from each group (10% of the directors and 9% of the media 

coordinators) showed reluctance to the proposal. Particularly the two media coordinators rejected 

the idea on the ground that establishing a media committee alone is not enough unless reliab le 

means are first created to supply media centers with the necessary raw materials on a permanent 

basis. Otherwise, 90 - 91% (18 and 20) of the directors and M.C coordinators respectively, 

welcomed the idea of running school media programs by a committee. More over, subsequent 

discussions with individual M.C coordinators resulted in a common understanding that well­

authorized media committees can increase sense of ownership, seriousness of purpose, 

deliberateness as well as energy to the media programs in schools. But the above assertions made 

especially by the school directors seemed not to go beyond words. Because some of them failed to 
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invite and exploit the readily available media expertise and experience of some of their teachers 

who were formerly serving in school pedagogical centers (S.P.Cs. or S.M.Cs.) else where or in 

Awraja pedagogical centers (AP.Cs.). These were people who left the Awraja pedagogical centers 

when the centers were closed down or disp laced from their former school pedagogical centers on 

the ground that they don't speak the language of instruction there. The researcher met some of these 

former media center workers in some of the target schools like Wachemo NO. 3 (Hosaina) , Tabor 

(Awassa) and Ras Desta (Yirgalem). And he learned from some of them that they were still willing 

to contribute to the media programs in their new schools in any way possible, if the school officials 

invite them. 

J. School-Level and Regional Policy on Media 

Characteristically, a well elaborated media policy establishes, among other things, guiding 

philosophies and sets standards regarding the organization and management as well as quality and 

quantity of media programs or services in schools. Also, it contains general statements expressing 

the kind and amount of resources necessary for media programs. With this theoretical framework 

in view, an attempt was made to obtain evidences of any media policy ever formulated for and used 

in the operation of media programs in the target schools. The following table and the subsequent 

discussions reflect the major findings in this regard . 

Table 55: Availability of recently issued or old media policy documents in the S.M.Cs. 

Recently issued media 'Old' media policy 
Respondents policy documents documents 

Available Not available Available Not available 
# % # % # % # % 

S.M.CsJ 
Coordinators 1 5 19 95 3 5 17 85 

f.J '20 

Availability of Media Policy 

The first attempt made by the invest igator was to find out if any kind of newly issued media-policy 

was ever made available to the target schools. But as expected, nearly all (95 %) of the 20 school 

media coordinators responded to this question in the negative. Interestingly, only one S.M.C 

(Chuko), which was of course not functional at the time of the visit, was found to have a recently 

issued media-related 'policy' document. This document was adopted by one of the WEOs of the 

Sidama Zone in 1995, from an older document prepared by the former curricu lum Depal1ment 

(Ministry of Education). Other than this, a smaller draft document, prepared in 1999 by the 
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Table 56: Directors' and media stall's' knowledge of the job descriptions fo r a 

S.M.C. coordinator. 

Knowledge demonstrated 

Sufficient Not Very little or 

Respondents Sufficient no knowledge 
# % # % # % 

Media Coord. (17) 4 23 .5 9 52 .9 4 23.5 

Directors (20) 9 45 II 55 - -

In their responses, nine (45 %) of the 20 directors and three (214 %) of the 14 M.C. coordinators 

demonstrated sufficient knowledge about the job descriptions of media staff. On the other hand, the 

knowledge demonstrated by 11 (55 %) of the directors and nine (52.9 %) of the media coordinators 

was not sufficient. And four (23.5 %) of the media coordinators demonstrated very little or no 

knowledge about their responsibilities and duties in the school media program. As a whole, one can 

see that 13 (764 %) of the 20 media coordinators lacked adequate knowledge of their professional 

and administrative responsibilities in the media programs they are supposed to run in the schools. 

Obviously these discrepancies and deficiencies are attributed to the absence of a clear policy on 

media as well as training and awareness opportunities for both parties. 

Assigning Media Staff 

Also, the absence of media poli cy and training seemed to have caused mal practices in recruiting 

and placing media staff at ALL levels in the educational structure of the southern region . The sets 

of data presented below substantiate the mal practices and haphazard now prevailing in the 

recruitment and placement of media personnel at school leveL 

Table 57: The body which assigns school media center coordinators. 

Assignin Bodies 
School General Assembly Other 

Respondents W.E.O. Administration of Staff 
s 

# % # % # % # % 
Directors (20 5 25 8 40 7 35 - -

Media Coord .(20) 2 10 7 35 10 50 I 5 
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In schools where the administrations showed good will , the general assembly of the academic staff 

took the opportunity to elect and assign school media coordinators. Eight (40 %) of the 20 directors 

confirmed this case. And seven (35 %) of the directors said the school administrations themselves 

appointed media coordinators,. while five (23.8 %) reported that their media coordinators were 

assigned for them by the local WEO. Generally speaking the responses given by 20 media 

coordinators also confirmed the same observations reported above. On the whole all the evidence 

here verify that no body in the educational ladder possessed a clear cut understanding on who has 

the authority and responsibility to select or appoint media staff for schools. 

Media Staff Selection Criteria 

Also, absence of media policy denied schools and education offices a systematic and 

comprehensive set of criteria for the selection and placement of media personnel. As a result, the 

customary and common practice had become to use a very limited selection criterion in all of the 

target schools. At the time of this study, the principal selection criterion commonly considered by 

all schools tended to be the relative talent and experience in arts and craft allegedly possessed by 

the candidates. There was no evidence in any school of giving due consideration to the equally 

important criteria like media training, knowledge and experience on the contents and problems of 

primary curriculum and leadership qualities, etc. This might perhaps explain why most of the target 

teachers (79.3) have little or no confidence on the professional competence of most school media 

coordinators. 

Evaluation of Media Staff 

The researcher has also learned that there was no system or procedure employed in the schools to 

evaluate the media staffs for their performances in the schools' media programs. Media 

coordinators were not evaluated for what they did/did not accomplish in delivering media services. 

Like all the rest of their fellow teachers, they were formally evaluated only for their teaching 

performances in the classrooms. 

Motivation for Media Staff 

As mentioned earlier, most of the media coordinators carried the maximum load for a week, which 

was 35 periods. And despite they worked under such pressures and other difficult circumstances, 

no system of support, encouragement and incentive was employed by the school admin istrations to 
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The following sections present data and evidences showing the weaknesses observe in those areas 

mentioned last in the above table. 

6.3. Efforts Made By School Administrations To Mobilize Teachers To Use Existing 

Instructional Materials 

This refers to the time and energy spent by the school administrations in persuading and requi ring 

teachers to use instructional materials, which are already existing in the S.M .es. The evidences 

obtained from teachers show (table 59) that most of the school administrations were not very 

serious in this respect either. 80.5% (54) of the 67 teachers implied that their school 

administrations were reluctant in convincing and mobilizing them to use existing instructional 

materials on a permanent basis. 

Table 59: School administrations' efforts in mobilizing teachers to use existing instructional 
materials. 

Amount of formal effort by school 
administration 

constant Ocassiona No effort 
Respondents effort 1 effort 

# % # % # % 

Teachers 13 19.4 42 62.6 12 17.9 

N=67 

7.1. Evaluation of Media-Related Performances of the Target Teachers 

In the Ethiopian school context, the school community carries out evaluation of teachers' 

performance twice a year. The format prepared for this purpose contains few items particularly 

intended for measuring the quality of teachers' performance in some media-related activities. And 

with the assumption that these items would be seriously considered by school administrations, the 

researcher tried to find out the grade points and raw marks given to teachers for their media-related 

performances during the last evaluation period . To this effect, two most relevant items were picked 

from the format filled by the school administration and one item from that filled by classes of 

students. The items are listed as follows . 
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1. Competence in connecting instruction with life and using appropriate methods and materials of 

instruction (Item 4); 

2. Participation and cooperation shown by the teacher in co-curricular and media center activities 

as well as in various committees and posts in the school (Item 13); and 

3. Competence in connecting instruction w ith life, presenting lessons using simple language and 

instructional materials, and participating students in the lesson (Item 2 - students). 

The maximum point given to each item (quality) was five . The three items altogether make up 15 

points. Table 60 presents the sum of the raw scores achieved by the target teachers . 

Table 60: Evaluation Results for the Media-Related Performances of Target Teachers. 

A= Scores For The Three Evaluation Items 

Scores earned out of 15 
15 14 13 12 9 

Respondents # % # % # % # % # % 

Teachers 15 31.9 14 29.7 12 25.5 3 6. 3 3 6. 3 
N=47 

B= Scores for two evaluation items 
Scores earned out of 10 

Respondents 10 9 8 

# % # % # % 

Teachers 4 26.6 8 53.3 5 33.3 

N=17 

It is appropriate to mention early on that the researcher found it very difficult to get complete and 

readily available information about teachers' performance evaluation results in most of the target 

schools. For instance, in some cases, one or another of the three relevant items was missing in the 

formats used by some of the target schools. In other cases, some schools failed to fill the grade 

points for all of the three media-related items in the format Consequently, the investigator was 

forced to consider only two items for some 17-target teachers, while he excluded some five-six 

teachers for they had no evaluation record at all at the time of the inquiry Coming to the evidences, 

it can be seen in table 60(A) that 32% (15) of the 47 teachers have earned full mark. Clearly, this 

means nothing but the teachers must have the best and most satisfactory performance in obtaining, 

producing and using instructional materials. Like wise, earning 14 out of 15 , as was the case for 
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29.7% (14) of the teachers, must also be considered as an evidence of best performance. With this 

kind of interpretation in mind, we can find around 41 (87.2%) of the 47 target teachers scoring 13 

and above out of 15 . These raw scores as well, can be taken as representing an excellent 

performance on the part of the target teachers . Also, noting that the lowest mark (9/15) is still a 

pass mark, the performances of the entire teachers was there fore taken as a satisfactory one in the 

judgment of the school administrations. But the problem is that the evidences presented earl ier as 

obtained from several different sources never agree with this judgment of the admini strations of the 

target schools. In fact , all of the evidences presented in this report about teachers' media-related 

performances rather prove the other wise. In more specific terms, the fact is that most of the target 

teachers demonstrated very low participation in their schools' media programs (centers) and 

eventually poor performance in obtaining, producing and utilizing instructional materials. As a 

result, we will be obliged to doubt the validity of the evidences obtained from the evaluation results 

compi led by the school administrations. Before closing this part of the discussion, it would be 

important to make few remarks on the factors that caused the non-objectivity and unreliability of 

these evidences. The investigations of the evaluation records and the subsequent discussions held 

with the media coordinators revealed serious shortcomings in the procedures employed in the 

process. For instance, in very many cases, grade points were simply given by the school 

administration with out involving or considering the testimonies of the right people for the purpose 

(the S.M.C. coordinators). More amazing was that the administrations of the five schools whose 

M.Cs. were not functional have been continually giving grade points (good ones l ) to their teachers 

for their media-related performances, which were not there in practical terms. The excuse made by 

some directors fo r these and the other inflated marks, was more or less the same. The school 

officials si mply wanted to stay on good terms with their fellow teachers. It is evident that they 

chose this at the expense of the quality of the instruction in general and the quality of the media 

programs in particular. This is no doubt, detrimental and hence requires further investigations, 

which lead to some corrective measures. 

System Of Motivation Used To Encourage Committed Teachers 

Recognition and rewards given to teachers, who showed extra ordinary performance in media, will 

surely have a motivational effect. About 12 teachers, who constituted 17 .6% of the total 

respondents, were ab le to produce over five instructional materials each, in the past one and half 

years. In fact, the number of teachers who managed to prepare more than eight instructional 
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contains evidences obtained from these 'high achievers' on the amount of encouragement and 

rewards they received fo r their better performances in the past. 

Table 61: Encouragement and reward given to teachers for their better performances in 

media related activities. 

Frequency of rewards for teachers 
I Rave No 

Frequently OccasionaUy None Information 
Respondents # % # % # % # % 
Teachers (12) 3 25 2 16.6 7 58.3 - -
Directors (20) 3 15 2 10 14 70 1 5 

It was reported that two (16.6 %) of the 12 teachers received encouragement from their school 

administration in the fonn of verbal praise, whi le 2 (10 %) of the 20 directors simi larly said they 

have given verbal praise occasionally for some of the high achievers. On the other hand, those 

three (25 %) teachers who prepared over eight instructional materials each have confirnled that 

they have received some meaningful rewards from their respective school administrations. The 

forms of the rewards included, in addition to words of praise, a letter of appreciation given to one 

of them on the occasion of a school (parents') day. The other teacher was given a privilege for 

attending a short workshop while the last one got priority for a further education at a diploma level. 

As opposed to thi s, seven (58.3 %) of the high achievers disclosed that they have never recei ved 

any kind of encouragement for the relative commitment they demonstrated in the past. It was 

interesting to know that 75 % (15) of the 20 directors did not hesitate to admit their failure in thi s 

regard. During the interviews, many of these directors told the researcher that they failed to give 

encouragement not because there were no teachers who deserved it, but rather the idea simply has 

never occurred to their mind. On the whole, from the evidences presented above it seems apparent 

that the target schools didn't have a clear policy or system for motivating outstanding teachers. 

In summing up this part of the discussion, it may be appropriate to mention that the investigator has 

learned that several demotions and appo intments of school directors took place in the whole of the 

region, immediately followi ng the last data collection in January 2000. All of the six target school s 

in the Sidama Zone, for instance, were affected by the change. In fact little is known to date if these 

changes and reshuffles were results of we ll informed decisions or connected in any way to similar 

low performances of directors with the ones presented in this report. Which ever the case may be, 

whether or not thi s new generation of directors can bring improvement in the schools' media 
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3. LOCALIREGIONAL FACTORS 

Support From LocallRegional Media Centers 

There can be no argument that local or regional media centers playa tremendous role III the 

promotion of media services at school level. This section presents the findings on the nature and 

extent of media support/services the target S.M.Cs. received in the past few years, from wereda, 

zonal and regional educational offices or media centers. In fact, the quality and quantity of media 

services provided to S.M.Cs will largely depend up on the capacity currently maintained by these 

local/regional offices mainly in terms of policy, finance, media centers and media personnel. 

Tables 62 and 63 provide a glimpse of idea on the present condition of media centers and personnel 

maintained in the target weredas and zone of the southern region. 

A. Local/Regional Media Centers 

Table 63: Availability and functionality of M.Cs at locallregionallevels. 

Media Centers at 
W.E.Os. (14) Z.E.Ds. (6) R.E.B. (1) 

Yes No Yes No Yes No 
# % # % # % # % # # % 

Availability 5 35.7 9 64.7 2 33.3 4 66.6 - - 1 100 
functionality 2 40 3 60 - - 2 100 - - - -

The visit made to the target education offices in the region revealed the following facts. The R.E.B. 

does not as yet have a regional media center (R.M.C.). In general, at the time of thi s study, all of 

the six target Z.E.Ds were not maintaining M.Cs., which can provide what so ever kind of media 

support/services to their schools. In fact Z.E.Ds in Sidama and Gededo have Z.M.Cs. that went out 

of function some five to six years ago. Formerly these were media centers organized at regional 

(Sidamo) and Awraja (Gedeo) levels. Their facilities and equipment were sealed for a long time 

now. Similarly the Hadiya Z.E.D. has taken over a building which was initially meant for A.P.C. 

(Kembata and Hadiya) The building has never started operation after its construction was finished. 

At the time of the visit they were using it as a conference hall and parts of it for office purposes. 

And construction of a Zonal Media Center (Z.M.C.) in the premise of the Guraghe Z.E.D. was 

closer to completion, although unlikely that it will resume its operation soon. Also with the 

exception of two W.E.Os in Guraghe Zone (Goro ad Gumer) , twelve (85 .7 %) of the fourteen 

target W.E.Os were not providing media support/services to their schools. It was mentioned earlier 
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the present context of the region. In practice, a decisive part of the power in the local 

administration (of education) appears to concentrate at the level of Z.E.Ds. So the absence of media 

experts at this level contributed to the stagnation of media programslservices in all parts of the 

region. On the other hand, six (42.8 %) of the 14 weredas did not have media coordinators. One 

smaller implication of this was that tens of schools missed benefits from some local and individual 

initiatives that might be taken by some committed wereda or zonal media coordinators. The case of 

Gumer wereda (Arekit) could be recited as an example here. 

B. Work Relations 

There were reports about the Areki t (Guraghe) wereda media Coordinator maintaini ng better work 

relations with and among S.M.Cs. in the locali ty. Apart from th is, about 75% (15) S.M. 

Coordinators out of a total of 20 respondents, have reported that they had loose or no work 

relations with neither wereda nor Zonal media coordi nators. Eventually, most of them to ld the 

researcher that the S.M.Cs. received little or no technical and material support from the local and 

regional education offices. 

All of the evidences reported thus far about 10caV regional media centers, personnel , work relation 

and recent efforts etc. tend to reveal one harder fact. The entire mal practices and serious 

deficiencies in the region's media programs did not happen all by themselves or by sheer 

coincidence. Or as might be assumed from a face value, the main problem is not just a matter of 

lack of good will , initiative and commitment on the part of individual teachers, School directors or 

media coordinators at all levels etc. In practice, one of the real problems is that media programs 

and services in the SNNPR are no body's responsibility. The researcher strongly feels that the 

region's educational planners and decision-makers at the very top levels have forgotten med ia 

programs. The researcher has also learned that many people including teachers, school directors 

and med ia coordinators as well as media 'experts' at W.E.Os and R.E.B. level strongly share thi s 

observation. 

Media centers Iprograms are left unnoticed at a po licy or strategic plan level in the southern region. 

A glance at the Education Sector Development Plan (ESDP) for the SNNPR (1997/8-200011) can 

substantiate this observation. The section titled "Textbooks and instructional materials" (1997: 30-

36) entirely deals with only textbooks and issues related to them. Instructional materials are only 

vaguely addressed w ith just five lines in the whole document. So, if instructional materials (media 
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centers) are neglected at a strategic plan level, then it would be a li ttle nai've to expect them to 

receive any meaningful attention in any of the subsequent levels. The fo llowing seem to be some of 

the immediate consequences of this negligence. Media centers and programs are depri ved of 

feasible policy implementation strategies, workable structure and organization, sufficient budget 

and media personnel. These in tum have resulted in very poor media services and practices at 

school level. Ultimately, this has brought about an instructional system, which is over dominated 

by verbal presentations and rote memorization of lessons by teachers and students respectively. 

This is what the evidences in this report substantiate! 

On the other hand, except for some occasional initiatives, S.M.Cs or media programs did not get 

any considerable attention from the donor agencies either. A brief review of the media issue against 

the primary objectives of some of the donor agencies might perhaps explain why School Media 

Centers or Programs are not with in the immediate focus of their improvement programs. 

The BESO project (USAID) for example, consists of various units, which are all , structured around 

the common goal of improving the quality of primary education in the SNNPR. The project intends 

to realize this broader goal through the following independent units or programs: 

a) Primary Curriculum Improvement Program, 

b) Primary Teacher Training Improvement Program, 

c) School Leadership Development Program, 

d) Community Awareness and Mobilization Program (World Learning Incorporated), etc. 

Hence the specific mission (objective) given to these different units (project offices) seemed to 

make them focus more on other areas than on media programs. 

So, in practice only little has been done by donor agencies in areas such as bui lding new media 

centers or maintaining old ones. Other little attended areas include provision of facilities, 

equipment and tools, supply of raw materials and stationary materials, donation of factory made 

instructional materials, training media personnel in the education offices and school teachers and 

media coordinators . It is sad to know that media programs/services received little attention from all 

stakeholders, i.e. the school administrations, the government, and donor agencies. But it should not 

be forgotten that effective media programs playa very decisive role in improving the quality of 

education at any level. 
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RECENT EFFORTS 

After a long period of stagnation, there appeared in recent months, a revival of some interest in the 

restoration of media centers and programs in the region, One manifestation of this was the seminar 

organized in Dec, 1999 at Arbaminch and Hosaina by the department of educational supports in the 

R.E.B, Unicef sponsored the seminar and media personnel or delegates drawn from all Z,E,Ds and 

W.E,Os attended it. The theme of this seminar was revival of media centers and programs in the 

southern region. Although far from sufficient, this initiative should be praised for it was the first of 

its kind in the last 6-7 years, The researcher met many participants who also praised the initiative 

but worried about the sustainability of such efforts in order to bring the desired effects, In fact, 

there were clear evidences that the workshop and the other paper works carried out by the media 

centers coordinating unit (R.E.B), were all individual and sporadic initiatives. As yet, media 

centers and programs have not received attention from the educational planners and decision­

makers, Consequently, southern schools are not getting any kind of media support or services from 

the concerned bodies in their locality and from the R.E.B , at large, On the contrary, it can be said 

with all certainty that the wereda, zonal and regional media 'programs' have now become tails even 

to the very limited media programs on most schools in the southern region. If we just attempt to 

reflect two decades back in time, we will find a very good example (fact) showing how media 

programs (supports) are extremely neglected currently at local , regional and national levels, The 

fornler A.P,Cs" which did not have more than six or seven years of existence in 1984, have 

managed then to produce and disseminate prototypes of 17, 116 different instructional materials to 

different schools in Ethiopia (MOE,1984), 

On another dimension, there are no evidences indicating that national agencies like ICDR, EMA, 

EMPDA, Science and Technology Exhibition Center were considered to help in the improvement 

of media programs and services, Except for the educational radio and TV programs EMA 

broadcasts, and the textbooks EMPDA publishes, their presence is not fe lt in the schools as far as 

other related instructional materials are concerned, For instance, if some efforts are made in that 

direction, it would not be difficult for EMPDA to produce printed materials like maps, graphs, 

charts, diagrams etc. Like wise, EMA is certainly capable of producing audio and video programs 

or slide films for educational purposes, There fore, the possibilities for these institutions to serve 

for instance as national media centers or cooperating resources centers needs to be thoroughly 

investigated, 
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CHAPTER FIVE 

CONCLUSIONS AND RECOMMENDATIONS 



CONCLUSIONS 

Teachers include different types of instructional materials in their lesson and annual plans 

without referring to the list of instructional materials suggested in the syllabus. Apart from using 

other curriculum materials than the syllabus, they rely more on their own intuition and sUbjective 

judgement in all the media-related decisions they make. The teachers resorted to this for the 

simple reason that the education offices completely failed to supply them with the syllabuses. 

There is extreme shortage of instructional materials in the S.M.Cs. Even relatively common 

place media are not in evidence in most schools. And considerable portion of the already meager 

collections is not only old in physical terms but also less relevant to the new school curriculum. 

Only a handful teachers show enthusiasm for using existing instructional materials. In practice 

most teachers heavily rely on or confine themselves to the use of very few types of instructional 

materials, namely their voice (lecture) , the textbook and the chalkboard. Hence teaching by 

words (spoken and written) and leaming by listening and copying have become characteristic of 

primary classrooms in the SNNPR. 

On the whole it is obvious that the limited production and utilization of instructional materials in 

the primary schools of the southem region are still largely effects of few individual efforts and 

occasional initiatives. Media use is taking place unsystematically in response mainly to the 

enthusiasms of certain relatively devoted individual school teachers, directors and media 

coordinators. Failure of the majority in tltis regard deterred students from receiving concrete and 

meaning fullieaming experiences. 

The achievements of the very few enthusiastic teachers and media coordinators are seldom 

recognized/rewarded and never communicated to the rest of the staff members. Like wise the 

failure of the majority in materials production and utilization are always ignored. This is so 

because the schools don't have any system of motivation in use. In addition, teachers are only 

nominally evaluated and never held accountable for their media-related performances, while 

media coordinators are not evaluated at all for what they do/don't do in the media centers. 

Most teachers are lacking competence and enthusiasm necessary for the production and 

utilization of instructional materials. As a result, there seems to be an apathy and natural 

resistance to obtain, produce and use instructional materials. Moreover, Nearly all of the target 
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schools are using un-trained and incompetent personnel who are supposed to run media centers 

and render wide range of professional media services to the clients. 

Full-fledged media centers are almost absent in the entire primary schools of the southern region. 

There are schools with out media centers. Some S.M.Cs. are fully closed and give no media 

services at all. Others are functioning on a shift basis hence give services only for half of the 

potential users. Still other media centers, which are supposedly serving both shifts, are not open 

through out the school hours. The current buildings, layout, and space of S.M.Cs just don't meet 

even the minimum requirements for the purpose. 

All of the schools do not have budget for running their media centers. They are also suffering 

from absence of school-level media policy, space and faci lities for media programs. As a result, 

many media services (centers) have reached at the verge of death, where they can no longer 

provide efficient and effective media services for teachers and students. 

One of the greatest obstacles to media programs in the schools IS lack of institutional 

commitment, which made school officials fail to accept and playa leadership role in enhancing 

media services. 

Due to lack of imagination, attention, commitment as well as policy and a workable structure 

from the top, instructional media's (media centers') potential to increase instructional 

effectiveness have been barely realized and actualized. 
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RECOMMENDATIONS 
be 

Although the recommendations listed below will not by any meansA"the answer" to the whole 

quality of instruction in the region, they do present some valuable possibilities and 

dimensions for so lving problems pertaining to the application of instructional materials at the 

classroom level. 

1. As a rule, Education offices must provide teachers with the syllabuses. Also they have to see 

to it that textbooks reach schools on time. The Riso machines in the R.E.B. and the 

duplicating machines available in the Z.E.Ds, W.E.Os and in some schools could be fu lly 

utilized to this effect. 

2. Education offices at all levels must take serious and well-integrated initiative to revive and 

strengthen M.Cs. at all levels in the entire region; 

2.1. Schools, which do not cUITently have media centers, must be required to reopen at any 

cost; 

2.2. The S.M.Cs that are wholly or partly non-functional should resume their programs in 

such a way that they give media services to both shifts on full time basis; 

3. School officials must show all rounded institutional commitment toward media programs/ 

centers. They should stop regarding media centers as sideshows of the school's program .. 

More importantly, responsibilities for planning and managing media programs should be 

placed up on the highest levels of the school officials. 

4. A system should be designed and enforced in order to require and motivate teachers produce 

simpler materials and use existing instructional materials on a permanent basis. A motto 

equivalent to the "Publish or Perish" as in the tertiary level , might be introduced and 

effected in the school system in order to ensure the concretization of instruction; 

5. Gove1TUl1ent (Federal, Regional and Local) must allocate viable budget for enhancing media 

centers/ programs at ALL levels including S.M.Cs. 

5.1. The new financial directive that requires schools to transfer part of their internal revenue 

to local finance offices needs to be waived out so as to encourage schools' initiative to 

subsidize own programs (e.g. media programs); 

5.2. The new circular that prohibits schools from mobilizing local communities to raise fund 

for supporting school programs should be reconsidered, as thi s act squarely contradicts 
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the popular philosophy of encouraging community participation in local educational 

development schemes; 

6. Teacher education colleges need to revitalize and redesign their professional courses 

(e.g. medi a). The courses should be made to include more practice in the selection, 

procurement, production, utilization and evaluation of media. 

6. l.The colleges need to initiate a remarkable shift of emphasis from instructor-centered 

expository approaches to trainee- centered participatory approaches. To the above effect: 

A. The credit hour for the college media course has to be raised from two to three 

B. In add ition to well organized media course rooms, media centers with a full and clear 

access to trainees have to be set up in all the teacher education colleges and faculties. 

6.2. In addition to well-equipped media course-rooms, education colleges and faculties have 

to set up fully-equipped media centers in their respective premises; 

7. Education colleges and faculties have to take the initiative to design and run short in-service 

media training programs so as to help raise the media-related competency of teachers, S.M. 

coordinators, media personnel, curriculum workers and supervisors working in the various 

educational offices of the SNNPp. ; 

7. l. The R.E.B. and Z.E.Ds, in collaboration with Education Colleges and Donor agencies 

have to make continued effort to provide awareness programs and refresher mini­

courses on media to educational administrators and school directors. 

8. A comprehensive media policy has to be formulated at a regional level. And the ESDP for 

the SNNPR has to give enough consideration for non-textbook instructional materials (at 

least for the next term of plan); 

8.1. New standards should be set up for the buildings, space and layout, facilities and staffs 

... of all levels of media centers. This should be enforced particularly in the newly 

emerged (emerging) Education Offices, schools and Teacher Education Colleges. 

9. Donor agencies operating in the SNNPR need to show fresh interest and initiative in making 

impact on the neglected dimension of capacity building in the specific areas of media. 
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h:"CWPA ? 

vi n"V'&.7i 1'f</; M</'t. ,nh·9" 

,hi hh').17 '1.11. nll.e h:"Cn.,I'll V· 

III h,}.17 '1.11. 

unl /\,11 unAfl 1]11 .e 'III 7.' _______ _ 

16. n(tllnn· OJ.e9" nuv9"v,;· o"9"tf OJ'M' h,t-m'Y,oo.:', unc~ un"ltf9>:Y. OlJl]hA n,,.IIII· 

I\. 'I7-1I\.w';·1 r°'l.e :Y.I\-T 9",} fVII-:r. ":~OJ' ? 

Vi n"l9" ,nH·9>:': I\. '17' h.e :)~II·9" 1\/ 1l".9>~; I\. '17· h.e :r· II· 9" 

wi Ml.n·'} n.Mfl'i· ruv9"v,;· UV9"tf h.e:,:OJ· MOJ':"9" 

17 . 1I°1..ffl·t-9".;·n·l· rT9"vc·l· q.e~T r.,.o'ltOJ· uno'ltf un/'J,h<i: nT9"1 11..,: hll ? 

17.1 117'<1 n<i:A 

17.2 liS I;' n<i:A 

Vi ~,ll 

Vi M 

vi M,r)p,,}p,· ' ''°'It .l'..Ct).A 

£Ill h,}.17 UV7.·,h<t: 1\4-5 .,.O'lt 

III rll9" 

1\/ rll9" 

£Ill h.euvllh·,'''}9'' 

£Ill h.euvllh·'·,,}9" 

1\/ h,}.17 un?",h<i: 112-3 ,'.O'lt 

unl h,}.17 uv?"m<i: 1\6'1 htlf nll.e .,.0'lt 
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19. r°'lfl"'°'/t,y ooc1f 00"16J'fPif1 r°'l.ootlh-r -r?"UC-r f ~r'I·1 r"tI )'1f: t>CfI 11'<;' 

.,.9" t.w· :1'1:" ? 

ul ·'·9"&.ytlu· til ),A·,.o,/ch·9" (hi -r9"UC": ~r'I. CflJ<;'<;'1 )'ltw·:',?" 

20. nP'Am'i"W' /1001 Ip'Am'i" wflJ'.w· hl1'~1 fIlIooC~' uP "16 YfP:r· ),/I'I~'~-r'i" ),m:J",,9" 

nt rl1'~ ''''''fl~'e A9"9"f:'i" -r9"UC:" J"/7' ~ooflAfP:J'A ? 

ul ~ooflll~:A til ),~uPfIlI'}9" (hi M.,.yr-r tlooflm-r ~hl1J'.;;:A 

21. tI'I' Y</: 20 ooAflfP ~ooflll~:A hl1'~ I t>Cr'I· r UDc1f 00"16YfP:r'1 ),/I'I~'~-r'i" ),m:J',,,9" 

n°'l.ootlh-r Ittl·nfP-r ?It&.~:', nl1:J'-r 1ttI.?~:·Y.;;:A l1tlw' Yflfltl· ? 

ul nhtt:.,.;;: J'.t.1f ),/I.?~·Y·;;:A til nuPm~· 1ttI.?~·f·;;:A 

001 p'Am'i" ),Awr'lf:h·9" 

22. r°'lfl.,.ooI6Y ooC~ 00"16YfP:}:1 ra'l.uPtlh·} -r9"UC-r (nt>cfI W~9" n9"6~tt: J'.t.1f) 

'''9''t.W· hl1'~ ·}9"UC·,: tl°'lfl'''°'lC P'~fP r°'l.r'lmw·1 '1':'-9" na'l.'Ifl yaJ</I-r 00:'; ~w· ? 

ul -r9"UC-I>1 n9"h.-:J""An-r w:,.:,· 
ti l -r9"UC-I>1 m,ci'i. aJJ'. P'~ '}t19u h1flU· Ih,,·uDlIfIh· n:\1t 

chi r"'m'l'r'Iw'"} -r9"UC-r ),A",u'ICh·9" 001 tI.It ooAfI l]tI ~1Mi ______ _ 

23. fIlI°'lfl.,.°'l6Y UDC1f UD"16YfP:r· -r9"UC-r ),..,'}.,·w· hl1'~ -r9"UC-I>1 n;>,c.?:J' tluPh:)''''A 

n aJ:" -I> n t 1.11, ), ..,:~ .,. '1' A ? 

III M17tJ.9" 

uul tl.1t ooAfI l]tI ~'ItI~ _____________ _ 

24 . tI'I' y4; 19 ooAflfP ),fP hl1'~ r uPc1f uP"16YfP:f1 ),00~t.'I' I ),II'1~'~ -r'i" ),m:J''''9'' 

r°1.UDtlh-r 6ch·tt: n·'· '''~flnt. ooAh· (Hand Out) n),/PA"I'}fP "'r'I 'I"Y' 9':)' A ? 

ul ),9' til rtl9" (hi tl.1t ooAfI l]tI ~'IM .. ______ _ 

25 . tI'I' y4; 24 ooAfl9' ),fP hl1'~ 6ch·4· np'~fP It~ 9"1 YUA m" 'oofP:"? 

til 0"19" 

/pI ?,·(h·4· :""/1 l1tl·'} ), 1·On.w· MW':"9" 

26. tI'I'y4; 19 UDAflfP rtl9" hl1'~1 ',1..,"",Yw, fill UDC1f 00"16Y9':r· YtlfP-r1 6w·",:" hr:" 

), 'IJ.-r? 

(hi h)'"l"C r°'lfl"''1'al</':Y f1'Or'lfl "r, Iw ~9" wcni't'T 

001 n:"9"uc-r n.:'·9' l]tlw' r:'·?Uuc-r u'lOMV' °'l6hA 

/pI tl.1t l]tI ~ 'ItI?· ____________ _ 
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27. oooC:<r oo"lt.J'?':f AH'I:<rJ?: :,.r, Am.<J>4'9" "I.!'. (H·tJ~ mCl1ifT m.!'.9" (l, °Z r,c ,,.Ij<t:(\m· 

..I'm' .<J> fI. ? 

vi hA1~ 'lit O"l.!'. ..,.1j<t:y(\V· (\1 A1~ 'lit ..,.1j<t:y(\V· tltl 06f."6-·{j AA..,.Ij&.Ah·9" 

28. Nr ..1'4: 27 ooMI?' «A?'1:r'e» hll'F mcl1~' -,: r""H;JJ?:m· 09"1 J'.~:<r ~OC? IhA1~ O"l.!'. 

00 MI oof'l m -r .!'. :f "I fI./ 

vi 0:'·9"1Il.:'· J'.~~' r\/ 0"·4'6-~(l. AIjIJQ?'1- (\°Z1]· -r/fl.'Y.:f OA1~ "I.!'. 

tltl om~.'\ J'.~:<r 001 0111 J'.~~' 0'1 OI1AA J'.~:<r ~I O'I1C A4'<t: J'.~:<r 

29. ooC:<r 00"lt.y?,:r·1 (\ O'Ilf;JJ?: -r r°'l.Yf'I&.A 1m' 04: bm'4'-r r, :ffl.:J· y(\?,-r .!'.oof'lA?':rA? 

vi h04: O"l.!'. M"i (\1 04: M"i tltl 04: r(\"i9" 

30 . O:"9"VC-r fl.-r?' r-r9"VC:" o'IOM1.Y °'MhA M ? 

vi A(\ (\1 r(\9" 

31. (\'1'..1'4: 30 ooMI?' A?' hll'~ °'lbhfl. (JhV·~· 1,/1, (Jr'} v·'t,;t- 'I.e .e1'?i(;l.? 

vi V·A 'lit 11<t::" ~m' r\/A1.'\1~ 'lit 11<t:-r ~m' ,hi V·A1.1t 11"1 ~m' 

001 A1.'\1~ 'lit 11"1 ~m' 0'1 t\."1 Ij(\ .!'.1M _______ _ 

32. (\'1' y./; 30 OOAf'I?' A?' hll'~ (\°'Mhfl. r..,.ooJ'.o M..,.IJIJt. OO9"VC l'I;I1Vi...f'11 M? 

vi A?' r\/ r(\9" tltl (\P'trm' 1I.<J>-rr, <t:"I1-r rt\.(\m· I'Im' ..,.oo~n hrO'6' ~m' :: 

33.Af!. Af!. ooC:<r 00"lt.y?':f1 (\°'lH.:JJ?:-r oooot.y roy.I'I'1' "'th-<t:l°'l'l-'PAI hOzoo(\h..,.m· 

o'IOhAI r:"9"VC -r ",/fl. -r ""1'I'1'+?'-r ym·.<J> A ? 

Vi hA 1 ~ 'lit O"l.!'. '''1'1'1'-1'.;;: A (\1 A 1~ 'lit ""1'1'1'+;;: A tltl 06f."6-7i AA ""l'Im"i9" 

34 . A 1 ~ r..,.ml'l~ rooc:<r 00"lt.Y1 (\°'lH;J J?::,. roz~.'\?'-r1 bm'4'-rr, :f(\·:J· h°'lOA?1.Y , 

°'lbhfl. O'6-..,.;;:/oo9"VCI m.!'. 4' m' ,.f'1J.0-r 'lit M ? 

35. OA(\&.m· rA1~ a,au:, • ..,.h·A 'lit m'f'I'I' r-r9"VC-r °'lOA?1.Y °'lbhfl.1 0'6-..,.;;: rooc:<r 

ooult.y h1.v....rII;J~:A?' 9"1 YVA 1.t~ m.!'.4'm·-r I'P-rl ym·.<J>(\. ? 

vi IJr'It.(\1"i 'lit V·fI. (\1 hl-3 1.ft ,hi m.!'.4: Mm·:"9" 

36 . rooc~' 00"lt.y?':f1 M1~'J?:-r O°'l.oo(\h-r fl.1'I'1'?'-r h°'l.:f(\m· ""'Y'e 9"I1Cr, r"'I1~11 

J'.';J<t: M .Y O:'·9"VC'} fl..}?, r:"9"vc-r o'IOA?1] 0'6-..,.;;: 'O.<J>-r 9"1 YVA .I'.-I'0'loor,(\ • . 

vi 0 0 .(\. h9"~-r A(\"i (\1 aum~;;: b9"~-r A(\"i tltl 9"19" b9"~-r r(\"i9" 

37. m,Cf'I?' Aoo(\ljh-r ' r°'lf'l""u'lC-oou'/C1 """1IJC f'lh.,r°'l (\U'/~~"1 r:'·9"lo'IOA?1.Y u'lbM-r 

roz 6li),m." -r °z C; 9"1 YVA ~m'? 

Vi W'I9" h<t:..,.;;: °'lS 

001 na l9" 'n:"..,.;;: "'IS 
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3S. fJM1.r I") r;h'''uC.r °'lnA?1.J' o'MhA ~II ? 

ul 011 II I rll9" 

3 9.11'1' J"11 3 2 ooA(l9' 011 hlf~ ooC~ uv"ftJ' II°'lJ1;J~.r 6OJ'</' ,)-r, :1' 11-:1' hO'Mhf\. wt,.1''i' 

m,e </' OJ' n1·n.r 1.11. 011 ? 

ul 9"19" 1.11. rll9" 

40. n°z.h.,-II OJ· Ot.<j:.,- ~1C 9"1 J'UA ,eft°'I°'lf\.? «:'-9"UC.r (1:'-9' M·l1tq r'rw<;- ooC~' 

OO"ftJ'9':r-')<;' 1'1j0'l~ '/l"f4.(1:1~1 IIUVO}'1f r'°'l.lf') n4: n~-)- rllOJ'9"» 

41. ,r°'lt9':1· nooc~' OO"ftJ'9':l~ ;J-,,]J1OJ' 1\0'1<;. r~</'fJnNi r°'lft;J-OJft :r-II-;J-r OJ' h<j: WIA 

l111OJ' J'9"r, II· ? 

ul nnw' ~9"<;'IIu· III noom~· M"r,IIu· tltl M9"19" 001 n<j:?·9" M9"19" 

42. nM&'OJ· A1.r: '}oo.r 1'h·A 1.lb OJ·ft'l' n~qfJn. 9' r°z.1·~· '/lul'/l(l:r-1 nuvm4'9" 9"1 J'UA 

ooC~ oo"ftJ'9':1'1 ~";J:e.:"·'l'A? 

ul hS n",e III h5-S ,hI hl-4 001 9"19" MJ1;J~tJ.9" 

43. 9"r,AfJ.r ooC~ oo"ftJ'9':1'1 h1'IIJ'r p<j:t,. ~&."A'1 0'l9"n,:"9" lf~ 0'lJ1;J~.r rllOJ:"c 

"''']fJC9' hlf~ T h.r9"uc:'· (1'" M -h'lJ.'.C nh·A r 'rnm9':" °'lnt.;J· ;r All? 

ul r:l'A 9"ft;J'i 1'n'l'1"'i'A III rl'i"tIt·<j: 9"ft;J<;' 1'n'l'1'-'i'A ,hI .r9"UC,?-'f! ftl1nfJ 

IOJCh71TI r ouf)1'<j: :P .r:0'l.J' 1'n'l'·y.'i't\ 

wI 9"19" rll9" 

44 . 1'°'lt9':1~1 ooC~ oo"ftJ'9':1~1 II°'lwt,. -} "r, IOJ,e9" h(1:1':':OJ' ',1'<\'J'oom· 11°'1 J>:t. "] 9"1 

J'UA 'l"ht.'l'A? ul IInCq;j- 1.11.J'.r III ~AC: ~AC: ,hI n"/]'t,.·{j 'l"h&. MOJ':P9" 

45 . h:"9"UC:" (1:"9' OJ·(J;!. qll· 9"1(;'",:r- Ar. Ar. ooC~ ooultJ'9':1'1 nOJ·n.r9" lf~ nft(O.+ 

ODAh II0'}"]1:" 9"1 J'UA 'I't. -). ',J' J.'.t..,. ~OJ' ? 

ul nn,9" nCq;J- 'I't..r II/ODqhll'i' 'I't.:'. ,hI Mft,,.'i' 'I't.:'. 0"/ r'}r 'rt. 'r MJ!.t. "lu·r 

46. h.r9"UC-)· (1.r9' OJ·"/]' qll· 9"1(}'Q'· Ar. Ar. ooC~ OD''1tJ'9':j"·-) nOJ·n.r9" lf~ nft (0 ,?­

ODAh II°'/°J'~.r "1.'\. :1'11, .r9"Uc.r (1.r9'1 r.rl1l1C J.'.l1.<1(1 ',1'<\'?"<j:A9' m,e ,,. OJ' 

J' OJ' :I' II, ? 

ul ~9' 

47 .II'1'J'41 46 Ol'Aft9' A9' hlf~ rmr4 • .r1 r -)·'n·nc J.'.l1.<1(1 II"'111;J~:" r.r9"Uc -)· (1:"9' 

M1'.<IJ.'.C &.:I'J.'.'i'~.r 9"1 J'UA ~nc ? 

ul n<j:'I'~.r ?"C:A"9A til 1111' 1.11. Mml141'i'A tltl 1\?"<j:A'l &.:I'J.'."9 ~Alf~9" 

001 11." qll ,e111?" ________________ _ 
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48. uucl{- uuutt5'9':r·"} O*oyy,. h"}t;Tm4'oo- O:hJ"UCT (1,:,.9' M·h'lf..C Oh-A 0"',01'11] 

h°'l"" '>; ~T °'lttt'lfl 5' "' t'l 'l"Y- 5'W':J' A? 

UI tlWTC III hAC: hAC: rhl 06J;"t-.7i 

49. f'TI(I,-f:"} r:'·9"Io'lOA?1] °'lbhA tlw:',c h"}t;,l' m4'0D- O:"I(I,-f: ;)"&.9':}~ wf,'}" 

007bhll- ",'m6 0 irA °'lttt'lfl5''i'' :"""""1 "'t'l'l"Y' 5'w':J' A ? 

50 . uu9"Ut-."}"} r uu19"1°'l.5'W-"} :"7; 1IC'tlC ,e,/'/: "} h,e"'W-T 5'w-:J'II-? 

ul hW':J'IIU- 11/ Mw-:"9" 

51. 11'1' 5'4; 50 ooA"'9' «hw-:J'IIU-» htf~ ruu19"1°'UW-"} :"7; ""}~T 1I.5'17·T ;rll- ? 

ul rTI (1,:,.9' MNIf..C (r'}9"/~' I1t;:A9') h"lr9'T 

III h'lf..'i'9' w,..f..w· hr.,l· rhl 1\,1) """ ,e111?· ---------------------
52. 0uu9"Ut-."} uu19"1°'l.5' :,'?. w-,..'I' rooc):f uu"l65'"} oom4'9" r°'l.0011 h:" ~'I'1I oo,..,"'..,:"} 

5(0)- :J' II· ? 

53 .11 '1'5'4; 38 UDA"'9' hW':J'IIU- htf~ rTlJ'W' P't;:t-. I),e h"}f..°'l.1'>; OTI1I1A 5'w-:J'II·? 

ul hW' :J'IIU- III Mw-:"9" 

54. rll~-/rwt.-'lw- o'MhA r°'l.1,>;oT h""I]O_ hCM' T9"I(I,T 0'79":" 9""} 5'UA h.. CPl ,eC:J'A? 

ul h20 Ol) ,e III hI 0-19 rhl h 1-9 

55. hll~-/hwt.-'lo)- r:"lo'l(]A01.5' °'lbhA 11 00-5'9' r°'l.t.-'I (r h"L"C p'Am'i" f rooc):f 

uu"l65'9':f· f r9"I1C w,e,," 1\,1) '},e~:,.) h1A"IIIp,l· h"l'>;'" 0)- 5'W-:J'1I-? 

58. II ",°'l69':r- ['0'1.1'1'1' ?,·rh·t;: (U"}t; hW-~') ,,"}.'\.I]I1A9' IIf!~· o'/bhA '1'5"11 h:"COw-

5(0)- :J'II-? 
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60, (}fIODc;q' UlJu/t$'1':f· t-."1;q·~ .}" t-.m:"4'9" ~,'}.ItV·?" (}fI .r9"VC.r fl..." °'lIlAl'.1] ooMhA 

tJ.'b;rr,· h.(1.:r·?" Iltl.u ODm,e·p aJ'l'l", $'A1·P,M· t-.m:"Il,e ,/u/(I:r·" MT $'f'-f· '·f· fll\·1'.r 

·,.",fI· (]flaJ' hlj:.r F'lj:t,. Il,e ,e'l1-:: 
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APPENDIX-D 

Pt/to. tPtYUUctlllJntlB l~lllJil htlYUtlh;J­
(OBSERVATION) 

v- "7bM· pO?l~(l:'· ,,'} ______ _ 
fI - °7bhfl· pO?l~(l:" wt.p, ______ _ 

I. ~.,.,.'} p;rfl P:"9"VC:" "'IIlAl'l1.f '''MhA ~fI wf.? 
2. u'MM· O~V·~· 1.11" 119",} V·~> ;J· 'I.e .el;;'A? 

vI V·A 1.11. Il<i::" ~w· til ~ ,}P.'H': 1.tt Il<i::" ~w· 
,hI V·A 1. 11. 11°1 ~w· 001 ~ '}p,'}~. 1.11. 11"7 ~w· 

Ib 'I --------------------
3. (l"7bhM:" P"?f1f1"7f1w· h<;:A oom'}'1 ~IJ'I'P. M:9" 

vi (lfll9" wt., ~w· fli wt., ~w· ,hi m!J'n ~w· 
~w· 

4. fI"7bhfl· N'oo~O MI1'!J!J& U"9"UC 11; h~.7i. .. n l ~fI? 
VI M' til Pfl9" 

5. pU'lbM· MI:9"'I ~~t.iff::": 

vi ~fI fll Pfl9" 

wi 

5 .1- f'!'t. b:J' ~:j'C(I '''' vI n4: ~w· til 0": ~.e~fl9" 
ffl9" 

5 .2- PI"&- o°l)&f9':r·: vi P"'flf~ '}.e~·Y.:f ~fI· 
,n;r 

5 .3- PI"&- ool)&f9':f 
00;111 
00p.7j 

oo"'C"'&f 
quCI) 
11-;' 'Ii 

,hI 9"'ty" ffl9" 
1'1\0)' 

v i M 
vi M 
vi M 
vI ),fI 
Vi M 

til Pfl9" 
til Pfl9" 
til Pfl9" 
til Pfl9" 
til Pfl9" 

6. OU7bhfl· w'I'l'!' pvl1t."-""1l ')-9"1')- PI"C'H' :"9"/-'1- 00"/&f9,"1- ~fI·? 
6.1 nl",' h<;:A "'.flnl'l vi M til Pfl9" 
6.2 f7l",' h<;:A POO9"U-;' uu9"&,f vI ~fI til ffl9" 
6.3 f7l",' h<;:A P,,."7&W· U°l'l',h<;: vI ~fI til ffl9" 
6.4 f8l",' h<;:A "'.flOI'l vI M til ffl9" 
6.5 P8l",' h<;:A puu9"u';· uu9"M' vi M til ffl9" 
6.6 f8l",' h<;:A P',''''l&W' OT'l'l',h<;: vI ~fI til ffl9" 

7. fl7l",''1 8:;' h<;:fI.:1- ~l1t.',.,.,'n 'N')- f"'H;1~: UDC~ uu"/&f9"·)~ M·? ('}.e ~;t-:fw' 
Variety) 



APPENDlX- E 

v . :"9"/(l1: r°7.1'Hl'''' ,IJ ______ _ 
fl . :"9"/(l1: 1'07.1'5(1 .). 0101 ______ _ 

1. T9"VCT (lT9' uocn uo"/&f9':l~J fluoP'trT r°7.ffl.tA10l·J Olat. 
r°7.n10l· hr:" ~Ol'? 

VI hM I· rOl'fl'!' 1fJ. fl l huoJ"/p':" h°7.f1101· (1~T 
,hI h-/'''7&9':1~ h° 7.r'l(l()l1 n ll '(1 upI (1 ~:" rflOl'9" 
lJ'l h/l.l\ .e 1M.. __ -:-__ 

2. fl T 9"VC'''' "7(1Afl1.f o'lbM:" P'tr °7flh.n r °7.Ol·A (1~ :" ()C;r :l~U· 
m.e:l':f:\A ? 9"J 9"'I'li 1l1;;,:r·u-? 

3. r "70hfl·J IPtr-t-;;' I '/;Il~:ii f') 1'°7.00 .l:·(101· on ~Ol' ? 
v I :"9"VCT (l'" 1lM·?,.l:C til rool"'vtrJ 1·1JJ\. /(19"C6l>}.1 
,h/rOll. ?,Ol' T9"VC T (l,Y·:f ",. ,),.t T (IT 
uol 1\'1 IJfI .e1f1"'· __________ _ 

4. (19"') oouolI;;' ~Ol' r°7.UD.l:(1Ol· ? 
vI (1oocn oo"/&f 1lrI1n~T fflOl' 1l00'''':''r, :ffl .. ;I· Ol· hl\fI .. :r· oo·(1f1m· 

-t-l.;J"/(n /oj' Ol?,f;c:1 
fI hOll.?' y,-,),&.T (l:" Mh"''Ih f;l.fl 
,hI :'·ct;: UD9"Ve hU'~'T OJ'fl'!' -t-UDC(I1 
UDI 1\'1 IJfI .e 1f1y,- _____ -,--____ _ 

5. r°'lllhA 1Pt,.,,.;;' UDU'J Af. 'I'."j>9" ffl1;;'A Ol.e ? 

6. r 0 7llhfl· M ,,.IJIJI, J' fI(1'-"'J ;>'I&'~')' (1'(1 ,!!> '''' flUDOln'T ~,J?'. :l~A r0 7M''''lC 
P'tr 6l>}.r,OJ· I rll t;: fI 1,11. '(11"'" -/·.,.J(tfl ;l·A ? WI9"J ')' fJ'} .-,.. llt;:fI 1.t'. fM' 9"trA? 

7. 1'"76hl\o ,,,&.-/.;;, Af. p'Amr, ~,J?'.f1~ r'/· .l:l.1(1T 1.1~ 1lfl? fl9"J fVA 1.1I.?oo:'; ? 
1':,. ? ________ ____ _________ __ __ 

8. oo9"vtrJ UDen oo".,&,r9' :l~J fI"'ltI;J~'-"'r, fl uum"'9" r°7.ffl&.A10l·J 1l0l'''''-''' 
:ffl .. ;rr, 1lUDfllJh:" 1lr1.l/,0l· ~,'}p,.f7i'lifl· fI'''/ .l:·l."/ I'lJfl ou'f 9"IlCr, .l:';Jt;: 
~,J?'. n1' ""I"Il(::A? 

vI 1111· 1.11. "" I"Il(::A til '1'</: • .,. 1,11. " "I"Il(::A 
,hI 9"Jl'" 1.t1. 1lA'/·'l"hl.9" 



18. M.e'i'm· 1' .1'<1: u"AM' fm':PA Inn. h"1'} ~m' rf1m·? 
ul hmGp.IWJ T'rIT "10A01 . .r "?DhA fII OD'}",,..., ;J''P. I-JAlI'~· ~·c .~·r·:y. 
rhl hOJl\}t:Y. t>,,?.1; 0"1 t'l.1\ I-JII I .e111~· __ ----:-_ _ -,--_ __ _ 

19. r"?6h1'\· htH-1l1l6 O·'A~· r;J-m<f>1 r-/-<f>oom r,...,,:. ;}I\&.~T" .e,-clfm· 'r,}~''} ~m'? 

22. r·l;t'l.o.'l"n h1A"1I'I":'- Il OOt'lm:'- r"'l.J't'l:Y·A ·I;h'lllo~. ("'/.eh(~'lI:O ... ) 
OI'~·tnmGp.m· M ? (·1;t'l.0. 'in 111:tA? ) 

23 . hAr. Ar. Ar. p..:rc:'·"'/.'}·H: r·/,m·fllm· <i:1\'1:'-" uum~'i' ·N)'!'). .rl\:fm·'} 
. UU'ru,:. '} .r1-J.,..,. "f'-I; h'lllo~. " t>"'l-l; Q!I:!I:'r r"'l..roofllm· 11m',!, .e'lC 

.eoot'lA?':1'A? 

28 . rT'rIT 0.:" u?OA01 . .r "?6hA M-/-1l1l6m' 0-1-'ruc-1- 0.-/: M-""IJ.'.C 
r"'l.:1'm,l·O:'- r ,...,&. 00 J.'.·O oo'ruo·1- ~m' m.et'l ~'.?<j: I'lrn. r ~\t'l'''''H'_C lP&"/'''fH-? 
O"'rUC h.eJ.'.1\ :r-u·'r .,.lIl1m· r J.'.G~ 6~'1:'- r·r·~&..?:fm· hll-? 
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29. UDlI"U?'} r.J·lI"uc.J· "7(lAII1.J' "?tlM-1-'} M"'Ir, ''''7fJC/ m·""1.;N M"'''w'r, 
hll"~W' t/w·"'C "'}.'l.m",oo·fJ',:w, PM.-1- f!.J!.t.;JA? nll"'} UDAh? raDlI"U?~·f'l 
h aDt\l]h·1·r, Ml:lI" lI",}f!: ,} ~w· ? 

32 . r'''/fJ"lf''w''} un"ltJ' aD'IC t\ £.IDlI"U?·} h"W" "W' h ,}-'I.m",oo·n-1- '7t.-1- hf!:C1w' 
J'w·:pt\.? nll",} un,}1!:? lI",} lI"lt7i h1"'i·? 

36. r1'''?(. .un?·,h'f: 'l"aDC;:rw· lI",} J'UA ~w· ? ___________ _ 

37. ?,'I"t.-1- I]t\ haD?,·,h1· W'W" hf'lt..It1. rlf~· 'I"':'''' 1r.:f· 'n,./p'tllt'P. un'7t\""I.9' ··f/w~· 
unll"tJ' w!!.lI" n.J·lI"uc-1- "'/OA01] "?tlhA nh·A h?·n·f· M''''It9':): t\"?-'lt.f'l 
h!!.,.AlI"? 'l"J'4l h:"CfJ:f·v· ;I·w·:PIt:f·v·? lI",} lI"ltli ?,1;;::):V'? 

38 . n.J·lI"uc.J· tl.;:r :f·v· r"nnn.J' h'f:A M ?r"nnn.J' h'f:A t\u?tI;J"f. -1- r"? !!.,.An·'" 
lI"h'}J'-1-i")"-'7C lI"'H':'} ~w·? nU?tlht\· W'f'l'l" r"nnn.J' f'l'f:t· t\"'III;J"f..J· h!!.,.AlI"? 
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APPENDIX- C 

II.r9U /r fl.r rr9u /r u'lnA7tl! u'lOhA 0>/,·1-:-;1 ·t;hti'i..P';,:f 1 
r°7. <fen· ODfI1.e~ '·f 

vI '7-9"/0. '" r"?1'H!:'- "1 ::--_______ _ 
III :'-9"/0.1: r~1~n-r OJ~-'l _______ _ 

I. 1I"?{)hll, r·,'un~n M"-llll& un9"UC 1·/;t!~:ri,.r11 M? 
vI hfJ' 11/ rll9" 

2. r"?ohll- w/r-,-;-;I oP9"VC r:'-9"Vc:'- ~~"P,' 
vI 12;-; .f'mc,'</'</' 11/ wc-t&./'J,:'-loP."'/ . -,-9:9" 
rhl 12;-;+1;-; '}oP:,. 11{\,~ unl P.. Til""'! wI tV\ 

3. r"'!fH-"'!&.f' oPc7{ un"'&.f'fJ':r·1 n°'l.oPllh:'- -r9"VC-r (IJf'I~.A? 
vI n"l\,~ J.:.~Il' III n.,.9:9" r.~"P,· rhl 9"19" hAaJI'IJ.:.9" 

4. 1I"'MhA -/;t!'di..f'1H- f,uY]n:l' AI!- p'Amc,' h'7~"-'I'A? 
vI h9' II I f'lI9" 

5. r p'Am 'i' OJ' lluc,e/,ewl- 9"1 ,eunf'lllA (Wood work ... ) 

6. AI!- ,....,Amc,' h'7~"'OJ' hll'~ tl9"1 .rUA r1,11. C1/un.}? 
VI hl--7 </,'1 11/ h8--15'''1 rhl hI6"'1 --IOJC 

unl hlOJC ---2 OJC ,pI h2 Ole; n'l,e 
7. AI!- ,....,Amc,' lIunbLl,~1f 1./1. 1'J17' 9"1 .rUA 1./1. 1I'~? 

vI I ',c,' 2 '}un:'- til h3--5 '}uu:'- rhl h6--IO '}un:'- unl hll,}un-r 
n'l,e 
8. AI!- ,....,Amc,' h'7'HOJ' hll'~ f'l1-r 1.1I.? 

vI hh1J.:.· 1.11. n'l,e 11/ hH .. 1.'" rhl 9"19" M17'9" 
9. r°?{)hfI· M.,.llll& O"IA?· r;1-OJ</, IN",uum r,....,/r f.·c7i htlOJ' ? ('I"I'I'l"I'-;1-A?) 

I'JII '"e;.t1~ ,e 1t1?' 



26. "?oht\· MUDCI>: UD"Itf9':): ~,1/1'1f.e: :,.c,' hm:f'4'9" t\un9"Ut- '} :"9"UC:,· 
I ""AmC,'1 (H·~t-J?: UUAh· \'t\mO:" 1,/1. ht\? 

ul hh'}~ 1,t~ O",e t\/ h'}~ 1,tL ,hi 9",}9" \'t\9" 
27. O"'Mht\· llI't'l'l' MuuC;>" UD"Itf9':): hH11>:J?::"'i' hm:f""9" r°7..NIt-... ~·m·b. :f 

M·? 
27 .1 "?~·'PA 

27.2 V'}~· hlll"'" 
27.3 ur'~',hlj: 

ul ~,t\ 

ul ~,t\ 

vi f,t\ 

t\/ \'t\9" 
t\/ \'t\9" 
t\1 \'t\9" 

28. rU ·O~1·t\·0 :"9"1:" ""ccH' :"9"1:" uu"ltf9':f (t\. t\Ot'l l run9"u,;· UD')"t.l'C,· 
\'1' ''7tlll' UD"?tf uny.-,hlj:) 0"7oht\· llI't'l'l' 1lI,e9" Oh.~9' ,e1~t\·? (O·/·t\,e 
r7~'" \'8 ~ t!lj:A) 

28 .1 r7~ t!lj:A t\,t\0t'l 
28.2 \,7~ hlj:A r'/,"'Itlll' UU~',hlj: 
28.3 r7~ t!lj:A r UD9"u", UD9" tf 
28.4 \'8~ t!lj:A t\,t\0t'l 
28 .5 r8~ t!lj:A r"""'ltlll' uu~',hlj: 
28 .6 r 8'J' IIlj:A ruul/" u,;, un9"tf 

29 . '''Mht\· r ·/·UD ~O oJ?::" ~,t\1lI' ? 

30. oJ?::', qt\llI' 9"'} fUA ~1lI' ? 

vi ht\ 
vi M 
vi M 
vi M 
vi M 
Vi M 

vi h9' 

t\/ rt\9" 
t\/ \'t\9" 
t\/ rt\9" 
t\/ \'t\9" 
t\/ rt\9" 
t\1 I'M" 

31. t\"'Mht\· 0J?::', ,pC' /'llI ' ',·M. t.."'~· t\:"1·1· 0. .,: 'l'f'll h7COlll' flll·:f't\ .? 9"'} 
9""0 h17'? 

32. "'Mht\· r°7.mo·}0·1·'} h1A"1t\ .. :,· t\Ul>t'lm:" ,e:):A I/,}J?: h:'·1·1· 0. '" hM'-'l~C 
\'07.~~"1t\:', ~ ;Jlj:'i' t!''''''''A 9"'} fUA ~1lI'? 

vi (J1l19" hlj:""~ ~llI' t\1 ~,.), ')u (Jt../> ~ uUm'} ~llI' 

,hi (J1l19" 11~'1''J' ~1lI' UDI 117""~ ~llI' wi 9",}9" rt\9" 
33. \,"7oht\·'} h1A"1t\ .. :,· t\"'/7j7iA \'07.~-'l \''''I-t;tfA'i' rnu'(J ~';Jlj: h:,./-1· 0.." 

I hUD,}"1"":" 1 llI'm hl1'~' ~,qt\" :): h°l'H· flll':f'A? 
vi h~,'}~' 1,tL O",e t\1 h'}~ 1,11. ,hi hflll'79" 

34. t\'I'f ' ll 33 uuAt'l9' M''}:}>,/! tlln ~';Jlj: f~~11l1' f,qA un ~llI' ? 
vi 1':"9"1:" 0.1: 1lI,,}£:r- /10'1.1; t\/ "1M·(J OC-'l;J' t\GIJ. 
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52. ry,-V-<f: "1fJlJr A'IAo/ll. ')' ft"'/ o171' rl'~-'}I OI(.p,OI-,} "1ohA m.e </' 01- fOl-:Pft-? 
9" '} 9" I) 71 '1'1" m 9' l' ? 

54 _ r"1WW UD"Itf (l/I'}I OI(.P, "'lohA UD"""} ft UD9"Ut,. '} A "101-</,01- ",}p,. '1ft 'IMH' 
m.e",01- f Ol-:PlI-? rov9"ut,.~- 9"1)71 9"'} ~flC? 

vi Aft til rft9" 

56. flAM- ()'}r r°2.f(}"" 9" 'i. hln fl''I9u
'}')' (},} ,). h/'l.l~ f(}-I-9"t-ft-? .eu fl"7ohA 

;}1)&,~''''9' I).e f "I!!. (. 01- ""IS Aft? 
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