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ABSTRACT 

Changing expeclalions about Ihe quality of educalion occur in evel), sociely 01 IInexpecled r(l{e. 
In this a5peCI, professional development programs for lutcher educalors have always been 
essentially importanl where HDP is one. 11 was Ihe main objeclive oflhis sllldy 10 invesligole Ihe 
impact of HDP on leacher educators' teaching performances al Gondar College oj' Teachers' 
Educalion. The study employed both qualitative and quanlilalive dala IIsing case sllldy lIIelhod 

. which was designed to answer the research queslions raised. The research parliciponls were 
leacher educalors, HDL, HDTs, Department Heads, the VAD and sludenls. In order 10 collecl 
dala Fom the parlicipants, questionnaires, interview, FGD, and classroo//1 ohservalion Ivere 
used employed. The dala obtained were analyzed and inlerpreled . The reslIlls o{lhe analysis 
showed Ihat a considerable number nfleacher educalors have posilive alfillide 101l'ards Ihe HDP 
training and they have been trying to be benefited Fom Ihe program. However, Ihe COlltpOnenls 
of HDP were nol fully practiced yet as expected for a number of reasons. II was Ihen conellided 
Ihal Ihe prevailing praclice of the componenls of HDP was poor. In addilion 10 Ihis, Ihe Irend oj' 
using Ihe lecture melhod Fequenlly and assessing sludenls based on examil'lOliol'ls as 11I1!i'C' 

modes of teaching and assessment were emphasized al Ihe college. To overcolile litis, it \I 'lIS 

suggesled thai Ihe actual context of the college and ils influence on Ihe leaching -teaming 
process should be given due attention. 

VII 



CHAPTER ONE 

INTRODUCTION 

1.1 Background of the Study 

Teach er ed ucation is the core of a ny educational syste m. Pa r ticula rly in 

developing countries where we h a ve scarcity of tea ching a nd learning 

m a terials, the role of the teacher is significantly high. Teach ers a re regarded as 

sources of knowledge a nd engines of ch a nge . They a re seen as models for 

s tudents in m a ny aspects . How teacher education programs a nd curriculu m 

are design ed , pla n ned a nd implemented is decis ive in the type of teach ers we 

produce (Gebre Egzia bher, 2006: 16). 

Simila r to this idea, the Teacher Education System Overhaul documen t (MOE, 

2003:7) explained that education is at the core of national deve lopme n t; it 

mus t be a source of great con cern tha t teach er educators exist a t the very core 

of educational development. The teacher educator s should form the vangu ard 

or s pea rhea d of educational initia tives and innovation but a t p resen t that is fa r 

being the case . Action s to professionalize the teach er educators a re therefore 

vita l. 

Tha t is why if a country wants to improve th e qu a li ty of its education , it sh ou ld 

primarily Improve teach ers ' teaching capacity by p rovid ing d ifferent 

profession al d evelopm ent courses . 8du cationists and materia l writers who are 

working h a rd to improve the qua li ty of edu cation at di ffe re n t levels s hould 

consider teach ers ' n eed for professiona l development. 

Education a l reform plans which do not include teacher s a n d their professional 

developm en t could no t be s u ccessful. In 2ddition, educational refo rm policies 

that h ave n ot em bedded TPD in one form or a n oth er cou ld n ot achieve th eir 

goa ls. Because , a s mentioned earlier, teach ers a re those who stan d at the 

center pf th e wh ole process, h ence, wh a t IS m ore importan t is the 

implementation of reforms m ade. If re form p la n s are not properly put in to 



practice, the desired goal would not be attained only by reforming pla n s. In line 

to this view, Kotasek (1975:1 3 1) explains: 

It is only through teacher training programs which scientific 
ideas and discoveries at the highest possible level will be able 
to exert an effective influence on the substructure of the school 
system and education. A s long a s the teacher training 
institutions re main in capable of doing this for reasons lying in 
the methods, this objective will remain in project fonn fo r the 
short or long term. 

It a lso appea r s that neither initial tra ining nor teaching expenences by 

themselves guarantee the effectiveness of teacher educators in their teaching 

performances. In regard to this,. Wajnryb (1992:2 5) added that because 

teachers are experienced they may not necessarily remember or understand 

the process of becoming a teacher. 

This implies that teachers should attend profession a l development progra m s 

for better teaching a nd improve the qua lity of educa tion. In addition , teaching 

IS a complex and exceptionally demanding profession. To handle it 

successfully, tea chers have to develop their profession continually in order to 

become effective professionals who work to a void profess ional atrophy and 

improve the quality of educa tion . 

Currently, the idea of TPD has become a dominant issu e in teacher education 

because of the dynamic nature of education a nd social changes. As a result, 

sensitizing programs a re very much required in Ethiopia where most teach e r 

educators have had little or no effective professiona l developm en t tra ining a fte'r 

assignment. In a ddition, there a re teachers who only follow set routines, ba sed 

on tradition, habit, institutiona l norms a nd expectations. They tend to be rigid 

and unre s ponsive, although they may be reason ably effective in covering th e 

syllabus a nd preparing students for examination (HDP handbook, 2004:53). 

Therefore, TPD progra ms like the HDP become essentia l to promote teach er 

educators' professional competence and improve the quality of education. 
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~'rom the above arguments, it is clear that teachers h ave to deve lop personally 

and professionally . Ethiopia has reformed its education an.d t rai ning policy in 

order to improve the deteriorating quality of education in the country a nd 

making efforts to cope with ~b.e current technological advancements (MOE, 

2002: 13) . 

To improve the qua lity of education and achieve the desired educational goals, 

the Ministry of Education organized a task force to study the cause (s) of the 

problem a nd to recommend ways of improving it. The report of the study a nd 

its recommendations for action emphatically stated a desperate need for TPO 

through short a nd long term training programs. Based on the 

recommendations, the Higher Diploma Program (HOP) was star ted in October 

2003 to meet the identified needs of teacher educators and support the 

implem e ntation of th e TESO program as part of con tinuou s profession2-1 

development p rogra m s (HOP handbook, 2004:5). Th e program is potentially 

thought of as an essential part of professionlization for a ll existing teacher 

educators de~igned to improve the quality of education through eqUlpplllg 

them. 

Accordingly, the mam objectives of the HOP are, to equip teacher educators 

with knowledge and skills to enable them exerCise differen t teacher 

development activities, active learning methods, continuous assessment a nd 

action research. Therefore, conducting a study on the program for further 

understanding of the impact of HDP on teacher educators'· practices is timely 

and essential. 

1.2 Statement of the Problem 

The purpose of this study was to explore the impact of HOP on the practices of 

teacher educators a t Gonda r college of Teachers' Education as one of the 

professional development programs designed for teach er educators . 
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Professional development offers a great dea l of personal fu lfillment and en ables 

teachers to build higher levels of expertise if it is undertaken in a sustained 

way with like -minded colleagues when mutual support a nd c ritical fri endship 

are easily available (Pollard, 2005: 18) . Similarly, (Villegas- Reimers, 2003 : 19) 

has stated that professional development experiences h ave a noticeable impact 

on teachers' work, both in and out of the classroom, especially considering tha t 

a s ignificant number of teachers throughout the world a re under -prepared for 

their profession. 

The HDP, based on the idea of reflective practice, is believed to bring significant 

changes in teacher education in Ethiopia as it is the part of overhauling the 

system . It provides teacher educators with a practical program to support their 

development as effective teachers and reflective practitioners with enhanced 

professional status, able to model active learning and con tinuous assessment, 

manage change a nd make a difference in the edu cation system (HDP 

Ha ndbook, 2004:5). However, the literature available questions the way such 

kinds of course of professional development are offered and the attitudes of 

those concerned which could affect the attainment of the objectives . For 

instance, Bell (1991) cited in Robinson (2002:15) stated that course based 

models of professional development may be too theoretical, it may not have 

practical application in the classroom, it may be based on the c hoices of the 

provider, and may ignore teachers ' expertise. Guskey (1988:25) has also 

indicated that a lth ough many professiona l development programs provided for 

college instructors focused on improving practice, they seem to have low 

impact and were not regarded highly by the faculty members who h ad been 

participants. This indicates Lnat even well-organized programs may not be 

welcomed by participants and may result in low impact on their further 

performance. 

For example, Yalew (2006:210) in his study on "The Need for Continuing 

Professiona l Development (CPD) of Professionals in Higher Education: A 

Comparative Case Study of AAU and St. Mary's University College" found that 
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though HDP tends to be popular today, the training lacks practical, 

pedagogical, philosophical and methodological heads that wou ld have firm 

guarantee for higher professional training. In addition, from the researcher's 

experiences, there is a gap between what is expected from the teacher 

educators as a result of the HDP training and their actual practices in the 

classroom. Moreover, m any teacher educators argue that the HDP IS full of 

repetitions and impractical in the actual classroom conditions. In addition, 

they stated that the HDP training is not different from their pr-service t raininp,. 

Therefore, the purpose of this study was to explore the attitude of teacher 

educators towards HDP, the impact of HDP on teacher edu cators' teaching 

performances and the practices of HDP components at GCTE. 

Hence, to attain the objective, the following research questions were raised. 

1. What is the attitude of teacher edu cators towards HDP? 

2. Does HDP training have an impact on teacher educators' practice? 

3. How do teacher educators practice the components of HDP? 

4. What are the major factors that affect the practice of the components of HDp? 

1.3 Significance of the Study 

The results of this study will have the following significances: 

1. Higher Diploma leaders, tutors, coordinators and the college community 

at large can have clear understanding about HDP a nd how it is put in to 

effect. 

2. Policy makers, officials and researchers can have knowledge and clear 

idea about teachers' professional development to make possible 

improvements. 
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3. Provide feedback to a ll involved in imple men ting HOP at various levels , 

ranging from the initia tors of th e progra m at the Minis try of Education 

throu gh teacher edu cators at the college. 

1.4 Delimitation of the Study 

The scope of the study war, on the impact of HOP on teach er educators' practices 

at GCTE. It was de lim ited to teacher educators wh o attended the HOP t ra ining 

in 2005 and 2006. 

1.5 Limitations of the Study 

HOP is re la tively a n ewly introdu ced program for teacher educators' 

professional developm en t in Ethiopia. Thus, the locally written li terature is 

scarcely available . This lim ited the researcher in having sufficient literature 

reviewed on the Ethiopian con text exhaustively . 
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CHAPTER TWO 

REVIEW OF RELATED LITERATURE 

2.1 Professional Development 

2 . 1.1 Intl'"Oduction 

The main objective of the HD P as part of TPD is to develop the skills of teacher 

educators in areas of teachers' professional development practices, action 

research, active learning, refk..;t;ve teaching and continuous assessment. 

In this chapter, though each of these areas are broad to be underta ken a s d 

study proj ect, the researcher would attempt to present a brief review on these 

a reas separately by focl).s ing on the points which are very much pertinent to 

teach er educators' professional development. 

2 . 1.2 Theoretical Framework on TPD 

Professional development, in a broad sense, refers to the development of a 

person in his / h er profcssional role. Professiona l d<cvelopment is an elusive term 

in education. To many, the term conjures up images of in-service trainings a nd 

workshops. To others, it refers to a proces s m whic h teachers wo rk und e r 

supervIsIOn to enhance their profess ional prac tice 

(http://www.cal.org/resouru>srligest/peytonO 1. html on line retrieved on 5 

November 2007). 

From this, one can understand that professional deve lopment a s a process is 
o 

not a one-shot, one-size-fits-all event, but rathe r an evolving proces s of 

professional self-disclosure, reflection and growth tha t yields the best resul ls 

when sustained over t ime in communities 0; practice and when focused on job 

embedded responsibilities . 
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Professional development includes formal expenences (such as attending 

workshops and professional meetings, mentoring, etc) and informal experiences 

(such as reading professional publications, watching television documentaries 

related to an academic discipline, etc) (Ganser, 2000 cited in Villegas-Reimers, 

2003:11). More specifically, "Teachers' professional development is the 

professional growth a teacher achieves as a result of gaining increased 

experience and examining his/her teaching systematically" (Glatthorn,1995 in 

Villegas-Reimers, 2003: 11). 

For years, the only form of professional development available to teachers was 

"staff development" or "in-service training", usually consis ting of workshops or 

short-term courses that would offer teachers new information on a pa rticular 

aspect of their work. This was often the only type of training teachers would 

receive and was usually unrelated to the teachers' work. It was in the past few 

years that TPD has been considered as a long-term process that includes 

regular opportunities and experiences plan 'led systematically to promote , 
growth and development in the profession. This shift has been so dramatic that 

many have referred to it as a new image of teacher learning, a new model of 

teacher edu cation, a revolution in education, and even a 'new paradigm' of 

professional development (Cochran-Smith and Lytle, 2001 in Villegas- Reimers, 

2003: 12). 

Professiona l development consists of a ll natural learning experiences and those 

conscious and planned activities that contribute to improve the quality of 

education in the classroom. It is the process by which teachers review, renew 

and extend their commitment as change agents to the moral purpose of 

teaching. They will acquire experiences, skills and emotional intelligence 

essentia l to good professional thinking, planning and practice with children, 

young people a nd colleagues through each phase of their teaching lives (Day, 

2004:34). 
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In conclusion, it is possible to say that professional development is a 

continuous process that includes the formal and informal experiences of 

teachers during their teaching activities. It is helpful to bring .improvement in 

the quality of education and students' learning. 

2.1.3 The Need for TPD 

Professional development has become increasingly important as a way to 

ensure that teachers succeed in matching their teaching goals with their 

students' learning (http: //www.cal.org / resoruces/digestp eytonO 1. html 

retrieved on 15, Nov.2007). 

This implies that professional development h elps teachers to develop the 

knowledge and expertise needed to ena ble students to function as independent 

thinkers and creative learners both in the school and in the larger environment 

of society as a whole. In addition, professional development is essential to 

broaden the knowledge ar d expertise of teachers needed to guide students 

towards successful a ttainment and mastery of the curriculum content 

standards and to create effective schools. 

A.ccording to Craft (2004: 6) professional development has attracted increasing 

attention in recent years. Faced with rapid cha nge, demands for high 

standards and calls for improving quality, teachers have a need to improve 

their skills through professional development. Craft (2004: 9) has further 

mentioned the reasons for undertaking TPD .It is to be done to: 

• improve the job performance skills of the whole staff or groups of staff; 

• improve the job performance skills of an individual teach er ; 

• extend the experience of an individual teacher for career developmer::t 

or promotion purposes; 

• develop professional knowledge and understanding of an individual 

teacher; 

• ma ke staff feel valued; 
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• develop an enhanced view of the job and 

• enable teachers to anticipate and prepare for change and clarifY the 

whole school or department's policy. 

From this, one can understand that TPD is essential to help teacher educators 

develop positive attitudes, cooperative approaches towards their work and 

strengthen professional competency. As a result of the program teacher 

educators were also introduced with the idea of reflective practice and action 

research through which they improve their teaching performances. 

TPD programs can help teacher educators to cope with changes and 

innovations that occur through time with respect to their subject area, the 

different teaching approaches and assessment techniques. It is a lso helpful to 

be creative and improve the quality of education and students' learning. 

In relation to this idea, Day (2004: 1) expla ined that higher expectations for 

higher cuality teaching demands teachers who are well qualified, highly 
, 

motivated, knowledgeable and skillful not only at the point of entry into 

teaching but also throughout their career. This implies that TPD has a n 

important role for teacher educators in their teaching activities by helping them 

to be motivated , knowledgeable and skillful. Hence, TPD should be continuous 

since it is important to improve teacher educators ' perform a nces and to develop 

the quality of education and s tudents' learning. 

2.1.4 The Impact of TPD on Teacher Educators' Practices 

Professional development offers a great deal of personal fulfillment and enables 

teacher educators to build higher levels of expertise which in turn has an 

impact on their practices. Regarding this, Villegas-Reimers (2003 : 19) explained 

that aside from the individual satisfaction or financial gain that teachers may 

attain as a re sult of participating in professional development opportunities, 

the process of professional development has a significant positive impact on 

teachers' beliefs and practices, students' learning, and on the implementation 
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of educational reform. Successful professional development experiences have a 

noticeable impact on teachers' work both in and out of the classroom 

especially, considering that a significant number of teachers throughout the 

world are under-prepared for their profession. 

TPD has become increasingly important as a way to ensure that teachers 

succeed in matching their teaching goals with their students' learning needs. It 

focuses specifically on how teachers construct their professional identities, 

ongoing interaction with learners by reflecting on their actions and adapting 

them to meet the learners' expressed or implicit learning needs 

(http:/www.cal.org/ resources/digest/peytonOl.htm retrieved on 5 Nov, 2007). 

From this , it is possible to understand that TPD has an impact on teachers' 

practices a nd students' learning needs which in turn has an impact on 

s tudents' achievement. Evidences show that professional development has an 

impact on teachers' beliefs and behavior. It is also indicated that the 

relationship between teachers' berefs and their practices is not straight 

forward or simple; on the contrary, it is dia lectic, moving back and forth 

between change in belief and change in classroom practices (Cobb, Wood and 

Yackel, 1990; Frank et.al., 1997 in Villegas-Reimers, 2003:20). 

Baker and Smith (1999) in Villegas-Reimers (2003:21) identified the following 

characteristics of professional development as the most effective in su staining 

change in teachers' teaching methods and students' learning. These a re: 

• 

• 

A heavy emphasis on providing concrete, realistic a nd challenging 

goals; 

Activities that include both technical and conceptual aspects of 

instruction; 

• Support from colleagues; 

• Frequent opportunities for teachers to witness the effects that their 

efforts have on students' learni ng; 
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These characteristics indicate that TPD has an important impac;t on teachers' 

beliefs, their relationship with students and change in classroom practices and 

activities which teachers perform during instruction. 

With regard to the effect of TPD on students' learning, a number of studies 

report that the more professiona l knowledge teachers have, the higher the 

levels of student achievement (National Commission on Teaching and America's 

Future, 1996, 1997; Falk, 2001; Tatto, 1999 in Villegas-Reimers, 2003:21). 

Simila rly, Barko and Putnam (1995) in Villegas-Reimers (2003:21) explained 

that professional development plays an important role in changing teachers' 

teaching methods that have a positive impact on students' learning. 

It is a lso suggested that professional development can influence teachers ' 

classroom practices significantly and lead to improved students' achievements 

when it focuses on how students learn particular subject matter, instructional 

practices that are specifically related to the subject matter and how students 

understand it and strengthening teachers' knowledge of specific subject matter 

content. (http: ! !www.area.net!uploadedfiles ! journalsandpublications ! Re searh 

Points!Rgsummer05pdf.retrieved on 28, Nov, 2007). This shows that 

professional development that is rooted in subject matter and focused on 

students' learning can have a significant impact on students' achievements. 

Hence, to be effective, professional development must provide teacher 

educators with a way to directly apply what they learn to their teaching. 

Professional development leads to better instruction and improved students' 

learning when it is connected to the curriculum materials that teachers use to 

guide their work. 

In summary, TPD is a key factor in ensuring that reforms are effective at any 

level. Successful TPD opportunities for teacher educators have a positive effect 

on students' performances a nd lea rning. Thus, when the goal is to increase 

students' learning and to improve their performances , TPD should be 

12 

\ ,- . 



considered as a key fac tor In improving teacher educators' practices and 

students' achievements. 

2.2 HDP for Teacher Educators 

2.2.1 The Need for HDP 

Teaching is a complex activity requiring professional decisions in s itua tions 

where there are no right answers. At one extreme, there are teachers who only 

follow set routines based on tradition, habit, institutional norms and 

expectations (HOP handbook, 2004:53). Therefore, professional development 

programs provided for teacher educators like the HOP become essential to 

promote teacher educators' professional competence a nd to improve the quality 

of education. 

The HOP for teacher educators was established to improve the quality of 

education in Ethiopia through a licensing program which is intended to develop 

the skills and professionalization of teacher edu cators (HOP handbook, 

2004:5). HOP s ta rted in 2003 as a result of recommendations of s tudies by the 

task force which was organized by the Ministry of Education to improve the 

qua lity of education and to achieve the desired goals . The report of the study 

and its recommendations for action stated a great need for TPO through short 

and long-term training programs. HOP is, therefore, one of .th e programs whic;l 

was recommended to meet the identified needs of teacher educators and 

support the implementation of the TESO program as part of the continuous 

professional development for teacher educators. 

Hence, the main objectives of the HOP are to equip teacher educators with the 
, 

knowledge and skills to enable th em exercise different teach er development 

activitie s, active learning methods, continuous assessment and action 

research. The participation in these activities will h elp teacher educators to 

develop their profession a nd to improve the quality of education which provides 
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case and practical activities from which every participant learns from what 

he/she does. 

2.2.2 The Implementation of HDP 

HOP as one of the professional development programs offers a great deal of 

personal fulfillment and enables teacher educators to build higher levels of 

expertise if it is implemented properly in line with its specified objectives. 

The HOP is skill-oriented training which each candidate tries to test the 

lessons of each session in the classroom a nd reflects on his/ her practice. The 

focus is on the learning process and relates directly to teaching methodology 

a nd the practicum. 

The HOP candidates in each institution work as a group a nd will be supported 

by HOL and tutors who have already completed the HOP. The group is 

responsible for generating ideas, focusing discussions, making mutual teaching 

observations, providing peel support and feedback a nd presenting res~arch 

findings. Active participatory learning is fundamental to the implementation of 

the course. 

The HOP lasts for one academic year and provides time for attending the higher 

diploma classes (two hours a day and two days a week), regular observation, 

feedback, practicum, action research and professional meetings with the HOL 

and tutors. The teacher educators have to complete a number of course 

package projects showing that their work for the diploma had a significan t 

impact on changing their own instructional practices. Throughout the year, 

reflection on their classroom practices a nd research studies should lead to 

continuing and sustainable improvement in their teaching. The trainees 

carryout their teaching commitments and at the same time complete the HOP. 

Most of the works of teacher educators in the HOP is based on their own 

teaching and other professional activities. Continuous assessment contributes 

to comple te the portfolio of evidence which is the beginning of con tinuous 
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professional development plan for teacher educators who complete the program 

(HDP handbook, 2004:5). 

From this, one can understand that the implementation of the HDP requires 

reflection on practices, continuous and self-assessments, devotions and 

commitments of both the teacher educators, HDL and tutors to improve their 

practices. 

2.2.3 Attitude of Teacher Educators towards HDP 

Teacher Educators' attitude is the basic ground to act in a positive or negative 

way towards persons, ideas or events happening in the environment. And most 

educators convinced that teachers' attitudes are very important dimensions in 

the teaching process. 

A successful innovation depends substantia lly on teachers' attitude towards 

proposed curriculum alterations. Students with teachers of positive attitude 

towards teaching and the curriculum are found to be h igh-level achievers in 

learning. Keynes (1986:39), Cooper (1986:5) and Chalhan (1988:2) consider the 

teachers' attitude as a very important aspect in the teaching process and II 
suggested that teachers' attitude towards the subject tau ght is one of the 

commonly studied teacher characteristics . 

No matter how good developed a curriculum IS and the extent of back up 

resource supplied, no matter how much incentive is applied through the 

accountability of a national assessment scheme, no m atter how much 

politicians exhort, unless teachers are with a good enthusiasm for the subject 

and methods with their students, teaching will never became better than 

adequate (Wool, 1994:43). Similarly, Anderson (2004: 114) stated that whatever 

is done in terms of distributing new material or developing new curriculum, 

educational effectiveness depends on teachers' attitu de and their ways of 

teaching and handling classes. 
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Many prominent writers focus on the importance of teachers' attitude to the 

real achievement of educational results. Selection and training provide 

qualified personnel to do each job. But to get the job done the individual must 

also want to work. What individuals actually accomplish may vary widely as a 

function of their attitudes towards the work, towards the immediate superior or 

their fellow workers, and towards other aspects of the job (Walberg, 1986, 

J ackson, 1986 cited in Chalhan, 1988:5). 

Educationists have common agreements on the correspondence between 

attitude and teachers' performa nces in the classroom. According to Cooper 

(1986:6) teachers' attitudes are very important and have direct effect on our 

behavior. They d etermine how we view ourselves and interact with the 

environments . 

Therefore, from the above ideas of scholars it is possible to understand that, 

h aving good curriculum or a college degree in any way m ay not en sure that 

teacher educators will be effective in their teaching unless a nd otherwise they , 

have positive attitude to the subjects, new programs and teaching methods. 

Negative attitude may h arm the whole process of teaching such as selection of 

contents , m ethods, planning activities, mechanisms of evaluation and so on. A 

teacher educator with a positive attitude and the necessary theoretical and 

technical know-h ow is the one who can demonstrate the ability to bring about 

the intended learn ing outcomes. 

2.3 Components of HDP 

2.3.1 Reflective Teaching 

Reflective teaching is one of the components of HOP. Schulman (1 988) in Eby 

(1997:14) suggests that reflection is what a teacher does when he or she looks 

back to the teaching and learning processes that have occurred and 

reconstructs, reenacts, and/or recaptures the events, emotions, and 
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accomplishments . Using this process, teachers can begin to develop their own 

capacity for reflection. 

Reflective teachers are able to feel many other body cues and use them to 

select new strategies that create a more comfortable learning environment for 

themselves and their students (Eby, 1997:16). 

Eby (1997:18) further explained that reflec tive teachers do not get bored easily 

and do not give up. Once they have identified a worthwhile goal for themselves 

or their students, th ey become very committed to achieve it. With limited time 

and resources availa ble, teachers who use reflective actions are likely to 

concentra te on those concern s until they consider them satisfactorily resolved . 

This implies tha t reflective teachers are those who identify their goals for 

themselves and their students . They perform their practices with fu ll 

commitment to attain their goals for themselves a nd their students until they 

resolve the difficulties they face in the teaching a nd learning processes by 

creating comfortable learning environment with limited time anJ available 

resources. 

Reflective teaching is a n inquiry approach that emphasizes on ethic of caring, a 

constructivis t approach to teaching, and creative problem solving. An ethic of 

caring respects the wonderfu l range of multiple talents a nd capacities of a ll 

individu a ls regardless of cultural, intellectual, or gender differences . Teachers 

using a constructivist approach emphasize on concepts, students' questions, 

active learning, and cooperative learning a nd interweave assessment with 

teaching. A constructivist approach seeks to connect theory to practice and 

Vlews the student as "thinker, creator, a nd constructor" (http: / / 

www.uwsp .edu/education/wilson/exams/783%20exam.html re trieved on 4, 

December 2007). 

From this , one can understand that reflective teaching reqUIres the 

practitioners to develop reflective practices which enable them to experience 

and evaluate their actions by verbalizing, thinking or writing about them. It 
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also helps them to maximize the autonomous, continual and life long 

construction of meaning from one's professional experiences. 

The process of reflective teaching supports the development and maintenance 

of professional expertise (Pollard, 2002:4). The complicated nature of 

educational issues and the practical demands of classroom teaching ensure 

that teacher educators' work is continuous. This implies that teacher educators 

need to have continuous professional development in order to cope with the 

changing nature of educational issues in general and the practical demands of 

the classroom teaching in particular. 

Reflective teaching helps teacher educators to make wise and principled 

decisions. Confident and competent teaching requires teachers to reflect 

systematically and rigorously on evidences derived from practices. Reflective 

teaching and learning then is evidence-based (Ghaye, 1998:9). 

In sum, reflective teaching is important to help teacher educa tors 111 rals1l1g 

their chances of taking informed actions (a·ctions that a re based on 

assumptions that have been carefully and critically investigated), develop 

rationale for practice, share experience with colleagues, construct meaning 

from experience, change their theoretical knowledge in to practice and develop 

evidence-based decisions in their career which in turn contributes to their 

professiona l development, quality education and students' lea rning. 

2.3.2 Active Learning 

You can tell students what they need to k now very fa s t. But they will 
forget what you tell them evenfaster. 

(Silberman, 1996: ix). 

Learning IS not an automatic consequence of pouring information 111 to a 

student's mind. It requires the learner's own mental involvement and doing. 

Supporting this idea, Michael (2006: 18) describes active learning as a proce~s 

of having students engage in some activity that forces them to reflect upon 
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ideas and how they are using those ideas. Requiring students regularly assess 

their own degree of understanding and skill at handling concepts or problems 

in a partiCUlar discipline. It is the process of keeping students mentally, and 

often physically, active in their learning through activities that involve them in 

gathering information, thinking, a nd problem solving. This implies that active 

learning requires students to engage in an activity and solve problem s which 

help them to have meaningful learning. 

People use the term active lea rning with very different meamngs and 

assumptions. Briefly speaking, "active learning" is "learning how" as well as 

"learning what" MOE (2003) cited in Firdissa (2005 :56). It implies learners ' 

active participation, involvement, thinking and doing what they think, and 

sharing responsibilities for their learning rather than passively absorbing the 

supposedly rich contents provided by their teachers. 

Active learning as the name suggests, is a type of instruction which some 

teachers employ tv involve students during the learning proc,ess. Associated 

with the term, "lea rning by doing", "active learning" , is often contrasted with 

less active forms of instruction (e .g. Lecture) Bonwell and Eison (1991) 

http://itc.uk.edu/teachingprinciples/active,shtml. retrieved on 4 December 

2007. 

For Mitchell (2002) active learning is defined as an ins tructional strategy tha t 

changes the focus from students acquiring knowledge to students actively, 

iridependently and critically making meaning for them. Similarly, active 

learning is a strategy in which students solve problems, answer questions, 

formulate questions of their own, discuss, expla in , debate, or brainstorm 

during class. (http://hca. Itsn.acuk/ resources / britbingpaper / activelearning 

reflection pdf retrieved on 7, Dec, 2007) . 

According to Lambert and McCombs (1998) cited in Yalew (2004: 19) learning is 

a constructive process tha t occurs best when what is being learned is releva nt 

a nd meaningful to the learner and when the learner is actively engaged in 
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In the past, teachers' ideas of continuous assessment were incomplete . They 

restricted the idea of continuous assessment to school-based assessments that 

were used to evaluate students after teaching and learning have been 

essentially completed (AED and MOE, 2005: 17). Such a view provides little 

hope that teacher educators will use information about students' progress to 

improve learning because assessment occurs at the end of the instructional 

process. The past view sees assessment as something apart from teaching 

rather than as an integra l part of the teaching process itself. 

A more complete view of continuous assessment requires teacher educators to 

have clear information about students' learning. It should be used 

continuously during the teaching process to improve teaching and learning. 

Continuous assessment, therefore, must have the following basic 

characteristics: 

• it is an ongomg process of gathering informa tion about s tudents' 

learning progress; 

• it uses a variety of techniques to make decisions about what to each , 

how to teach and how well students have learned and 

• it provides timely feedback to students about what they need to do 

to improve their learning. 

According to Vale (1 990) cited in Teshome (2001:28) continuous assessment 

was stated as the record of achievements over a longer period to give a more 

accurate picture of the ability of a child. Such a record or profile should include 

copies of class work , ongoing teacher comment, comment from the child and 

parent and not merely a list of test marks. 

Continuous assessment is carried out on an ongoing basis while students are 

actually working their way through a course. It can take a wide range of forms 

including periodic tests, essays and other types of assignments, ongoing 

assessment of practical work or situational assessment. 
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The appropriate way to assess students' performances is to assess each stage 

of a course as soon as it has been completed as possible, or in some cases, 

while the work is actually being carried out. This is much more useful to the 

students since it provides them with ongoing feedback on their performances, 

helps them to become more self-critical, and encourages them to attempt to 

master material as they actually work through a course rather than leaving the 

real lea rning process to the very end (http://apu.gcal.ac.uk/ciced/ch25.htm. 

retrieved on7,Dec, 2007). 

In sum, continuous assessment occurs throughout the teaching process. A 

teacher edu cator's more complete understanding of continuous assessment 

requires the teacher educator to realize that assessment information should be 

used all through the teaching process. In other words, assessment must be 

continuou s . 

2.3.4 Action Research 

Action research is the other component of HDP which is essential to improve 

teacher educators' practices. 

Action research is becoming increasingly known as an approach that 

encourages practitioners to be in control of their own lives and contexts. It is a 

term which refers to a practical way of looking at one's own work to check that 

it is as one would like it to be . Because action research is done by the 

practitioners , it is often referred to as practitioner based research. Because it 

involves thinking about and reflecting on practice, it can also be called a form 

of reflective practices. (http://www.emu.edu/ education/action/model.html 

#framework, retrieved on4, December 2007) . 

In relation to the above idea, Gay (2000:592) explained action research as a 

type of practitioner re search which is useful to improve the practitioner 's 

practices. Practitioner research is don e by practitioners about their own 

practices. Gay (2000:594) further explained that action research is a process in 
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which individual or several teachers collect evidence and make decision about 

their own knowledge, performances, beliefs, and effects in order to understand 

and improve them and their practices. 

Thus, it is possible to understand that the m a m reason to ' engage teacher 

educators in action research is to let them improve their practices. Specifically, 

conducting action research helps teacher educators to: 

• examine their own practice and see whether it lives up to their own 

expectations of themselves in their teaching; 

• establish a systematic evaluation procedure and 

• identify the criteria, or standards that they and others a re using to 

judge the quality of what they are doing. 

For Villegas-Reimers (2003: 108) action research is a process of investigation, 

reflection and action which deliberately a ims to improve, or make an impact on 

the quality of the real situation. It i::. a fo rm of inquiry which involves self­

evaluation, critical awareness and contributes to the existing knowledge of the 

educationa l community. Action research can be an effective model for TPD : it is 

inquiry-based and allows teachers to investigate their own worlds. It is a imed 

at the improvement of teaching and learning and it leads to delibera te and 

planned actions to improve conditions for teaching and learning (O'Hanlon, 

1996 cited in Villegas-Reimers, 2003 : 108). Here, it implies that action research 

is . planned and deliberate action performed by practitioners to improve the 

teaching and learning processes which in turn improves practices. 

In summary, support for professional development th rough action research 

builds on a model of learning where practitioners a re challenged and helped to 

find new ways of doing things directed toward s improving practices . 

2.3.5 School Placement 

School placement is one of the components of HDP which IS helpful for the 

professional development of teacher educators. 
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Strong and mutually beneficial link between teacher ed u cation ins titutions 

(TEls) and schools should be developed both for the developm ent of teacher 

educators' experience and understanding of the type of sc hool. This he lps to 

provide teacher educators to undertake teaching to improve their experti se 

(TESO, 2003: 10). 

Each teacher educator in TE: 3-"hould be placed to a s pecified school. Teach er 

educators will have more understanding about the nature of the schools by 

working with teachers, teaching classes, and a ttending cluste r m eetings. With 

a deeper understanding of the organization and functioning of schools and the 

nature of school teaching, the courses delivered in TEls will become relevant to 

the student teachers (TESO, 2003: 10). The relationship that is built between 

teacher educators and the school teachers could lead to the exc ha nge of ideas, 

skills, and experiences both informa lly and form a lly . 

In sum, it is possible to conclude that the school placement could provide 

teacher educators with an opportunity to : 

• investigate and reflect on the organ ization a nd management of local 

s chools; 

• h ave experience of tpa-:hing in the loca l schools and 

• understand some of the challenges that new teachers and school 

teachers may face . Thus, school placement is essentia l for teache r 

educators to share experience. 

2.4 The Experiences of Other Countries on TPD 

Teacher education, both pre-service and in-service, is a key factor in improving 

professionalism of teachers. In res ponse to the worldwide s hift of emphasi s 

from access and inputs onto qua lity outcomes, teach er education in many 

countries has been undergoing major reforms in policy , curriculum, and 

pedagogical approaches, networking of teacher training institutions and th e 

use of information communica tion technology as too ls, resources and leve r of 
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change. A series of paradigm shifts have been emerging in varied national and 

regional contexts. 

There is increasing recognition III UNESCO member countries of the need to 

enhance teacher professionalism. To that end, major initiatives concerned with 

the quality of tea chers are under way in many countries. TPD is promoted a t all 

levels. Efforts a re m ade in creating and sustaining a comprehensive and 

systema tic a pproach to training/ retraining and ongoing development of 

teachers (International Center of Teacher Education, 

2005: 1.www.ceis .us / BuIletins/2006 -May / announcem entChina.htm.33k.retrieved on 

2 February, 2008. 

2.4.1 Teachers' Professional Development in Tanzania 

In the Con text of Tan zania, TPD refers to the process, organizational 

mechanisms and pra ctices that a re aimed at providing support to the teacher 

for the improvement and smooth discha rge of his / her duties. Organiza tiona l 

mec.hanisms are the mechanisms for monitorir g continuous development of 

the teacher. These m ay ta ke the form of pla nned and scheduled short- term 

tra ining program s a nd seminars a imed a t meeting various professional need s 

of the tea ching force. 

Practices , on the other ha nd, include the formal m en toring programs. For 

example, advice that the teacher gets from the head teacher , edu cation officer 

and other con cerned body. Other fo rm s of practices are meetings h eld a t sch ool 

level and a t clu s ter level with the purpose of reviewing and reflecting on 

practice on a regula r basis . Esta blishmen t a nd effective utilization of Teachers 

Resource Cen ter is an important elemen t in the profession a l development of 

teachers . Informal practices include team teaching and the sharing of 

experien ces and educationa l resources am ong teachers , which grea tly 

contributes to self improvement (Nkumbi, 2006:7). 

In rela tion to th is , Ganser (2000) cited in Villegas-Reimers (2 003 : 11) expla ined 

tha t TPD inclu des form al experiences (su ch a s a ttending workshops, a n d 

professional meetings, mentoring, etc) and informal experiences (such as 
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reading professional publications, watching television documentaries related to 

an academic discipline, etc). 

From this, it is possible to conclude that TPD is practiced in Tanzania both 

formally and informally in order to meet the various professional needs of the 

teaching force. This can help in building the necessary support to ensure that 

teachers can fulfill their role in their actual practices. 

2.4.2 Teachers' Professional Development in Nigeria 

Teachers a re the determinants of success in any educational system. In Nigeria 

this is clearly expressed in the national policy that "no education system may 

rise above the quality of its teachers". To have competently trained and 

motivated teachers, the training program should be a continuous and 

systematic process, spanning through their entire professional lives. It 

demands more than a "one-shot" training, such that teachers may not only 

possess the knowledge of their subject a rea and pedagogy, but would 

consistently aspire to acquire new skills and build up competencies necessc>ry 

to guide and support active learners (Ekpo, 2006:5). 

Nigeria is facing a double challenge in her teacher development efforts like 

most African countries . Training a n adequate number of competent teachers 

for the avai lable schools and up-grade these teachers' knowledge and skills to 

meet changing professional demands were the cha llenges. In the face of these 

competing educational needs, the continu a l professional development of 

teachers has been greatly neglected. Teachers have merely given initia l 

training. This urges the need to have mechanisms for the professional 

development of teachers. 

Collaborative Learning 1S one of the learning strategies adopted for the 

continuing professional development of teachers in Nigeria. Problems faced 111 

learning environments a re known to be tackled by a collective synergy of 

teachers' effort using the collaborative learning techniques. In addition, joint 
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work and job enrichment are the other mechanisms of improving professional 

development of teachers. 

Joint work refers to shared responsibility for tasks, such as in team teaching, 

curriculum committees, or other jobs that create interdependence a mong 

teachers and require cooperation. It promotes learning on the job because it 

provides opportunities for productive exchange among teachers and ref1ection 

about practices. Job enrichment refers to the expansion of teachers' work in 

ways that require new skills such as the scoring of portfolios or serving as 

mentors to beginning teachers. 

In sum, it is possible to say that d ifferent m echanisms were used in Nigeria to 

improve teachers' competence a nd professional development. Collaborative 

learning, Joint work, and Job enrichment were among the mechanisms used in 

order to up-grade teachers' knowledge and skills to meet the changing 

professional demands. 

2.5 Local Research Studies Conducted on TPD 

Currently, the idea of TPD has become a dominant issue in teacher education 

because of the dynamic nature of education and social changes. As a result, 

sensitizing 'programs are very much required in Ethiopia where most teacher 

educators have had little or no effective professional development training after 

assignment (HOP handbook, 2004 :53) . 

In relation to this, Gizaw (2006:77) in his study on "School Level Teachers 

Continuous Professional Development at Holy Primary School in Addis Ababa" 

explained the reasons for the need for TPD referring to the National 

Educational Conference Document (July, 2002) for the higher institutions 

academic staff, led by. the Prime Minister pinpointed problems related to 

teachers. The document enumerated that teachers have not developed the 

required professional and academic knowledge, teachers lack competency to 

shape students as good citizens, they do not use student-centered teaching 

strategy, they are not keen An innovation and learning from new thoughts and 

do not show a n effort to d~velop their profession. In addition to this, it was 
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underlined tha t during the initial training, less emphasis is given to teachin g 

methodology and practicum. This calls for the professional development of 

teachers to fill in the gal' and this entails systematic approach. Gizaw 

(2006 :76) found out that though there is a committee at school level it is no t 

actively functioning. Moreover, he found that there was training provided to 

teachers, attempts made to conduct mutual classroom observations and 

sessions of departmental discussion. Because of time and resource constraints, 

it was difficult to. run School Level Professional Development. The implication of 
. ' 

these efforts for the school is that there is a need to regard continuous 

professional development as part of its program a nd incorporate it in its annual 

school schedule . Finally, Gizaw (2006:76) recommended that there is much to 

be done on teach ers' conviction of their profess ional identi ty and 

accountability. 

Similarly, Bekalu (2006: 12) in his study on "Reflection s on Higher Diploma 

Program at St. Mary's Un;"e~sity College" found that the HDP has had a 

remarkable effect on the teaching performance of the candidates. It ha s 

enabled teachers to refine their teaching skills and apply them in the actual 

classroom. However, it was a lso found that the program did n ot cove r a ll the 

objectives stated in the HDP handbook. This implies that the need for TPD is 

timely and essential. 

Yalew (2006 :210) in his study on "The Need for Continuing Profession al 

Development (CPD) of Professiona ls in Higher Education: A Comparative Case 

Study of AAU and St. Mary's University College" underlined that the HDP offers 

effective training of H .E.!s instructors to promote ac tive learning and to 

enhance the professional competence of such lecturers. Th e s tudy furth e r 

indicated that though this program (HDP) tends to be popula r today, the 

training lack theoretical and practical pedagogical, philosophical and 

methodological heads that would have firm guarantee forhigher professiona l 

training. Yalew (2006:210) finally , recommended that the HDP need to be 

carefully revised by including pedagogical, professional and general courses 
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that enhance competence of H.E.ls instructors, and injecting modula r courses 

and action research ac tivities in th e progra m that en ha nces se lf-di rected 

learning. 

From the above findings and recommendations, it is possible to say that TPD 

programs like HDP are essential in order to improve the quality of eclucation in 

the country and making efforts to cope with the current technological 

advancements. This could h elp to fill in the gap a nd deve lop the professiona l 

competency of teacher educators. 
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C:IAPTER THREE 

RESEARCH DESIGN AND METHODOLOGY 
.' 

3.1 Research Methodology 

The purpose of this study was to investigate the impact of HOP on teacher 

educators' practices at GCTE. The s tudy was a case study. Case study could be 

qualitative am'. quantitative or a combination of the two (Denzin a nd Lincoln , 

1994:245). In regard to this, Creswell (2003:21) stated that collecting diverse 

type of data using mixed approaches best provides an unders ta nding of a 

research problem. Similar to this, Yin (2003: 14) described that case stud ies 

can include and even be limited to quantitative evidence and can be based on 

any mix of quantitative and qualitative evidences. Thus, to get better 

understanding by collecting diverse data, both qualitative and quantitative 

methods were used. 

3.2 Sources of Data 

The participants of this study were teacher educators who attended the 

training on HOP in 2005 and 2006, HDL, HOTs, the VAD, Department Heads 

and students . Documents designed by different bodies for implementing HOP 

were used to make the data more reliable and to fi ll the gap . 

3.3 Methods of Data Collection 

The data inputs for this study include both primary and secondary sources. 

With regard to the secondary sources, documents such as the HOP h andbook 

were consulted. Questionn2;re, Interview, Classroom Observation and FOCL: S 

Group Discussions were used as methods of primary data collection. 
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3.3.1 Questionnaire 

Questionnaires were set to obtain information from teacher educators and 

students. The questionnaires for teacher educators were intended to obtain 

information about their attitude towards HDP and the impact of HDP training 

on their teaching performances. The questionnaires for students were set to 

obtain information about the practice of the components of HDP in the actual 

classroom. 

The items of the questionnaire were close-ended and s tructured. Some of the 

items were positively worded and others were negatively worded in order to 

counter possible bias. 

The questionnaire prepared for teacher educators has two parts. The first one 

consists of 12 close-ended items, which were attempted to explore teacher 

educators' attitude towards HDP. That is to see whether the teacher educators 

h a d desire and readiness to up-date their teaching knowledge and skills by 

pa rticipa ting in the HDP training. For this, a five-point Likert scale, whIch was 

intended to elicit information from teacher educators about their attitude 

towards HDP, was prepared . The points were "Strongly Agree", "Agree", 

"Undecided", "Disagree" and "Strongly Disagree". The second part also consis ts 

of 12 close-ended items. The purpose was to investigate the impact of HDP on 

the teacher educators' teaching performances. For this, points su ch as "High", 

"Moderate", "Low" and "Not at All" were u sed to see teacher educators' degree of 

practices of HDP and its impact on their actual performances . 

The questionnaire for the students consists of 12 close-ended item s which were 

attempted to investigate the practice of HDP components in the actual 

classroom by teacher educators. For this , degrees of frequency such as 

"Always", "Often", "Sometimes" and "Never" were used. 

An observation checklist was a lso prepared. The purpose of the questionna ires 

for studen ts and the observation checklist was to see the con gruence between 

the respon ses given for the questionna ires by the teach er educators and what 
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the teacher educators actually do in the classroom. 

3 .3.2 Interview 

An interview schedule was prepared. The re searcher took six participants for 

the interview purposively. That is, one HDL, two HDTs, two Department Head .:; 

and the VAD participated in the interview. Before starting the interview, the 

respondents were informed about the purpose of the study. Moreover, for the 

purpose of ethical consideration, they were informed that no harm would come 

to them because of their participation in the study. On top of this, they were 

inforni:~d that they would rem_a in anonyms in the presentation and discussion 

of the results of the study. 

During interviews, all responses were recorded USll1g hand written notes. 

Finally, the responses of the interviewees were analyzed and incorporated in 

th e final report. 

3.3.3 Focus Group Discussion (FGD) 

The purpose of the FGD was to supplement and enrich the information that 

was drawn by the questionnaires and interview. A group that comprises ten 

members from the sample teacher educators took part. There was a long 

interva l and democratic discussion among them. The discussion was followed 

by probing questions. Additional comments were given by the group members 

after they heard the questions posed by the research er and the responses of 

others. The responses were "ollected by writing notes. All the FGDs were h e ld 

in comfortable rooms and calm situations so that there was no encountered 

problem. Finally, the discuss ions were described and analyzed. 

3.4 SaIP-pling Techniques and Sample Size 

With respect to sampling, purposive and random sampling techniques were 

employed . From the teacher edu cation colleges found in the Amhara region, 
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GCTE was selected purposively because the researcher h ad a n expe n ence at 

the college as teacher educa tor and believed that it was conve nient to get the 

necessary data for the study. 

From the teach er educators who attended the HDP tra ining, those who took the 

training in 2005 and 2006 were selected purposive ly . Teach er educators who 

took the training were 60 . 0 1 these; ten of the teacher educators left the college 

for further education. The remaining 50 were taken as partic ipants of the 

study. 

To select student participants from the available five departments (Language, 

Social Science, Na tural Science , Mathem a tics, a nd Aesthetic and Physica l 

Education), a ll departments were taken purposively . And, 15 students from 

each department were selected randomly . The sample students were third year 

Sll1ce they h ad better experiences in the college as compa red to others. One 

HDL, two HDTs a nd the VAD were selected pu rposively. To selec t two 

Department Hea ds, available sampling tech nique was u sed . 

3.5 Pilot testing of the Instruments 

The academic advisor examined the qua lity of the instruments and then they 

were piloted. A pilot test was conducted a m on g 20 respondents in Dbre markos 

College of Tea cher s ' Education. The purpose was to ch eck th e appropriate ness 

of the items in the instruments and to m a ke the n ecessary correction s based 
IF; 

on the feedba ck obtained. Accordingly, som e words were ch a n ged. For example, 

handbook was changed in to portfolio. 

3.6 Method of Data Analysis 

The data collected t!::trough questionnaire were tabulated a nd a nalyzed using 

percentage . On the other hand , the data from the in terview, observa tion , 

documen t analysis and focu s group discussion were categorized a nd described 

qua lita tively . 



CHAPTER FOUR 

PRESENTATION, ANALYSIS AND INTERPRETATION OF DATA 

In this chapter, general ove. li~w of the college, the data obtained through 

questionna ire, observation, document analysis, interview and focus group 

discussion (FGD) will be trea ted under four maj or parts . 

• Genera l Overview of th e College, 

• Teacher educators' attitude towards HDP, 

• Impact of HDP on teacher educa tors' teaching performa nces, 

• The practice of the components of HDP. 

4 . 1 The College-General Overview 

Gondar College of Teach ers' Education (GCTE) was first established as 

Te,}$hers' Training Institute in 198 1. It was upgra ded to college level in 1995 

according to the New Education and Training Policy of the country. 

As the policy proclaimed in 1994, regional education bureaus a re fu lly 

m andated by the fede ra l government to decide on matters related to primary 

education and t raining in regional states. Based on this r ight, the Amhara 

National Regional S tate Edu cation Bureau upgraded ' Gonda r Teachers' 

Tra ining Ins t itute to college level to' offer a two-year d iploma program, with th e 

view to producing professional teachers for the second cycle of primary 

education (grades 5-8). 

GCTE was upgraded to college level with the foll owing m a in obj ectives. 

1. To tra in tea,chers equipped to teach in the second cycle pnm ary 

education. 

2 . To provide s hort term training to enhance the academic and professional 

competen ce of both trained (but sub-standard) and untra ined teachers 

teaching in the second cycle primary education. 

3. To conduct research activities in various aspects of ed,u cation. 

In order to achieve theSE gl>als, . the college run s three separate program s: 

summer in -service teacher edu cation, evening extension a nd regular 

programs. While the su mmer entirely trains teachers of the first cycle for 
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upgrading purposes, the evenmg extension and the regula r programs are 

undertaking trainings for both cycles of primary edu cation. 

The college h as a total of 104 academic staff m embers. Among them, 50 a re 

second degree holders, 43 a re with first degrees and 11 a re with diploma. 

There are 13 female s taff m embers in the college. Of these, 7 a re with first 

degrees and the rest 6 are with diploma . Among the male staff members, 50 

are second degree holders, 36 are with firs t degrees and the rest 5 a re with 

diploma. 

4.2 Attitude of Teacher Educators towards HDP 

Table 1. Training Method and Contents of HDP 

NQ Items 

1 1 do not enjoy 

training 

2 HOP contents were 

challenging 

SA- Strongly Agree 

A- Agree 

Alternatives 

SA A UD DA SD 

NQ % NQ % NQ % NQ % NQ % 

the HOP 

1 2 2 4 1 2 29 58 17 34 

3 6 2 1 42 14 28 1 I 22 I 2 

UD- Undecided SD- S trongly Disagree 

DA- Disagree 

From Table 1, it is observed that 46 (92%) of th e responde n ts supported that 

the HDP training was enj oval)le a nd effective. In relation to the con te n ts of 

HDP, 24 (48%) of the respondents confirmed that the contents were 

ch a llenging. When the contents are challenging, the candida tes could h ave 

high chance to participate ac tively in the trai ning . Thi s would help them to 

develop creativity, which in turn helps to develop their problem solving capacity 

and skills of improving practice . Developing the s kills and problem solving 

capacity of teacher educators with n ew theories and innovations could a lso 

improve the quality of edu cation. Supporting this, it is described in the HDP 

document that, the HDP for teach er educators was established to improve th e 

quality of edu cation in Ethiopia through a licensing program that will 
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develop the skills and professionaiization of teacher educators (HOP 

handbook, 2004:5). S imila rly, Oay (2004:1) explained that higher expectation s 

for higher quali ty teaching demands teachers who are well qualified, highly 

motivated, knowledgeable and skillful, not only at the point of entry into 

teaching but also throughout their career. This implies tha t TPO has an 

important role for teach er educators in their teaching activities by helping them 

to be motivated, knowledgeable and skillfu l throughout their career. 

Table 2 . School Placement and HDP as Experience 

Alternatives 

NQ (' 
Items SA A UD DA SD 

NQ % NQ % NQ % NQ % NQ % 

1 The school placement was useful 12 24 26 52 8 16 3 6 1 2 

2 HDP was in teresting and enjoyable 18 36 28 56 2 4 2 4 - -

3 I ha"" an interest in enhancing 

student learning as a result of HDP 

training 13 26 24 48 11 22 2 4 - -

4 HDP helped me to use a lternative 

instructional methods 16 32 28 56 3 6 3 6 - -

As depicted from Table 2, the majority of the respondents accepted the school 

placement as useful to s h are experience and educative s ince 38 (76%) of the 

participants confirmed their agreement. 

From the responses of the respondents, it is possible to understand that both 

. . the school placement and HOP were enriching and interes tin g experiences f01" 

the m ajority of the r espondents . This opportunity would give the teacher 

eClucators to h ave real experience from the schools. Having clear idea about the 

conditions of schools would enable teacher educators to prepare their 

prospective teach ers academically and pedagogically with different methods of 

teaching and evaluation techniques. Their experience gained from the HOP 

training and the school placement provided actual practice and experience. 

This idea of the respondents was a lso confirmed during the interview. 
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In relation to the s ignificance of the school placement for teache r educators, 

one of the interviewees, fictitiously named Alemu said: 

In principle, it is imJ"Jr!ant because it enabled teacher educators 
to have an actual image and experience of elementary schools. 
By doing so, they can train student teachers to fit to the actual 
school by integrating the· college and the school experience. In 
practice, however, its implementation seems to lack 
trustworthiness and authenticity. 

23/03/2008 

Adding to this, one of the interviewees fictitiously named Ayele said : 

The school placement is helpful to get experience from primary 
schools and to relate teaching with the schools' real situation. 

22/03/2008 

From the idea of the respondents, it could be possible to learn that the school 

placement was helpful to share the experience of primary ~;chools and prepare 

student teachers according to the ·actual conditions of the schools. However, 

the practical application of the school placement was challenging. 

As stated in the TESO document, with a deeper understanding of the 

organization a nd functioning of schools and the nature of school teaching, the 

courses delivered in TEIs will become relevant to the student teachers (TESO, 

2003 : 10). The relationship that is built between teacher educators and the 

school teachers could lead to the exchange of ideas, skills, and experiences 

both informally an.d formally . 

From Table 2, it could a lso be possible to observe that the HOP has helped 

majority of the respondents to d.evelop the interest in enhancing student 

learning where 37 (74%) of the participants supported the view. Similarly, 44 

(88%) of the respondents approved that the HOP has helped them to use 

a lternative ins tructional method s. 

From this, one ca~ understand that the HOP is essential to eqUIp teacher 

educators with different teaching methodologies, new educational theories a nd 
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skills . This in turn improves the quality of education a nd student learning 

since the teacher educators would be capable of u s ing different instructional 

methods, professional development activities and different assessment 

techniques. In relation to this, it is explained that the HOP provides teacher 

educators with a practical program to support their development as effective 

teachers and reflective practitioners with enhanced professional status, able to 

model active learning a nd continuous assessment, manage change and make a 

d ifference in the education system (HDP handbook, :2004:53). 

Table 3. Usefulness of HDP Experiences 

Alternatives 

NQ Items SA A UD DA SD 

NQ % NQ % No % NQ % NQ % 

1 HDP.improved my teaching 

effectiveness 7 14 31 62 7 14 4 8 I 2 

2 HDP helped me to acquire skills in 

applying active learning methods 15 30 29 58 2 4 3 6 I 2 

3 HDP is helpful to improve 

instruc tional quality 27 54 17 34 2 4 3 6 1 2 

4 HDP helped me to use different 

assessment techniques 5 10 38 76 3 6 3 6 I 2 

From Table 3, it can be observed that 38 (76%) a nd 44 (88%) of the 

respondents respectively supnorted that HDP was useful in improving their 

teaching and acquiring skills of applyillg active learning methods. Changing the 

traditional lecture method in to active learning and initiating students' 

involvement in an activity during the teaching learning process are among the 

centra l points of the HDP. Moreover , HDP helped them use different 

assessment techniques s ince 43 (86%) of the respondents supported the view 

as can be observed from Table 3. 

From the responses of the participants, it ,is possible to conclude that the 

teacher educators have positive attitude towards HDP. This would initiate them 

to apply different active learning methods and assessment techniques in the 
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actual classroom activity. Supporting this, Wool (1994:43) explained tha t no 

matter how well developed a curriculum is and the extent of back up resource 

supplied, no matter how much incentive is applied through the accountability 

of a national assessment scheme, no matter ~ow much politicians exhort, 

unless teachers a re with a good enthusiasm for the subject and methods with 

their students, teaching will never became better than adequate. Similarly, 

Anderson (2004: 114) stated that whatever is done in terms of distributing new 

material or developing new curriculum, educational effectiveness depends first 

and foremost on teachers' attitude and the way they teach and handle th eir 

class . 

This idea of the respondents was a lso confirmed during the interview and F'GO. 

In line with this, Alemu said that: 

Definitely, first teacher educators w ere acquainted with new 
teaching methods, theories, assessment techniques, and 
action research and share expenence with colleagues. 
Therefore, HDP sparked a sense of collaborative and team 
work. 

22/ 03/2008 

Another interviewee fictitiously named Girma added that: 

HDP is very relevant for teacher educators. It equipped them 
with different active · learning methods, continuous 
assessment, and action research, planning and school 
expenence. 

22/03/2008 

From the responses of the interviewees, it could be said that the HOP was 

relevant for teacher educators to have insight about different active learning 

methods, assessment techniques and to share experience from colleagues. 

Moreover, it was essential in changing teacher educators' attitude to shift from 

the traditional to modern methods of teaching and assessment. 
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In relation to this , one of the HDP tutors fictitiously named Belay added that: 

HDP has significant impact in improving the teaching performance of 

teacher educators. It enabled them to identify their students' 

learning behavior and to plan their lesson according to students' 

learning styles as much as possible. 

23/03/2008 

Supporting the significance of HDP, the VAD on his pa rt said: 

HDP has helped teacher educators to improve the ir teaching 
performance from semester to semester. They tried to use 
different active learning methods, continuous assessment and 
to discuss w ith each ether about the teaching lemning process 
informally and formally . . 

23/03/2008 

Hence, the ideas of the interviewees underlined the relevance of HDP in 

improving the teaching performance of teacher edu cators. Moreover, th e 

relevance of HDP in improving the teaching performance of teacher educa tors 

was reflected on the focus group discussion (FGD). The discussion among the 

respondents revealed that HDP gives them the chance to know different active 

learning methods, teaching theories, evaluation techniques and to h a ve positive 

attitude towards teaching. Fic titiously named Derb expressed it as: 

At least the HDP helped us to talk (discll ss) with colleaglles 
about teaching though making all the components of HDP in 
the actual classroom is too difficult and challenging. 

23/03/2008 

Hence, it is possible to conclude that HDP was helpful for teacher educators to 

develop collegial relation and s ha re experience among themselves. 

In the FGD, it was eviden t that the respondents completely agreed on the 

importance of HDP in improving the teaching pe rformance of teacher 
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educators . However , the practice of the components of HOP was difficu lt and 

ch a llen ging for the respondents' in the context of their institution . 

Table 4. Applicability of HDP 

Alternatives 

NQ Items SA A UD DA SD 

NQ % NQ % NQ % NQ % NQ % 

1 I believe that HOP is impracticc' -

in our situation 22 44 1 1 22 5 10 5 10 7 14 

2 HOP should be encouraged since 

it improves student learning 14 28 30 60 4 8 1 2 1 2 
,, -

Here, the respondents were asked a bout their belief on the applicabili ty of HOP 

in their institut ion's conditions and 33 (66%) of them suppor ted that applying 

the components of HOP in the actual s ituation of their in s titution is difficu lt. 

However, 44 (88%) of them confirmed that HOP should be encouraged in order 

to improve student learning which indicates their positive attitude towards the 

program. 

The problem of applying the components of HOP was reflected during the 

interview a nd FGO with the participants. They underlined that the practice of 

the compon ents of HOP in thp c:mtext of a college is complex though it seems 

simple . Broadly speaking, there m ight be quite a number of problems tha t 

hinder th e practice of th e components of HO P. As the evidence from a ll the 

in terviews, observation and FGO indicated almost a ll of the respondents 

pinpointed the pertinent problems that they face in practicing the components 

of HOP in their college. Accordingly, the major challenges raised include large 

class size, h eavy workload, time constraints, students' prior experiences, a nJ 

lack of teacher edu cators' commitment and scarcity of resources. 

41 



Large number of students in a class 

The respondents underlined that attempts to practice the compon en ts of HOP 

with large number of students in a class is a big challenge. Emphasizing this, 

one of the interviewees fictitiously named Molla sa id: 

Imagine how difficult it is to handle 65-70 pupils in a 
classroom and to come up with an effective implementation of 
the components oJ HDP. Had there been few numbers of 
pupils, it would have been manageable to practice the HDP 
components. 

25/03/2008 

Molla added that: 

Lack of teacher educators' commitment could also be the other 
constraint which hinder the practice of HDP components '?:J ),/1 

'/0/,1 'I! '!7C " F;;' /IU'J. .jOUlI 'J'/" / ,/lUllr;'c l{f}o: : 

2 5/ 03/ 2008 

Another participant fictitiously named Workneh a dded tha t: 

It is not only large class size, but also lacle of resources; heavy 
workload (the presence of distance and euening programs in 
addition to the regular program) and prior experience of 
students are among the major barriers. 

25/03/2008 

From the idea of the respondents, it could be concluded that the practice of the 

compon ents of HOP was ch a llenging in the actual context of the college. 

Moreover, one of the interviewees fic titiously named Gebru added severa l other 

factors that hinder the practice of the componen ts of HOP as: 

Lack of follow-up and support; students' resistance- taking 
teacher educators who use active learning methods as lazy, 
unprep0.red and poor in their subject area knowledge. 

2 5/ 03/ 2008 

42 



This idea of the responden ts could imp ly th at the existence of su ch 

. stated factors m akes prac ticing the components of HOP very difficult 

and challen gin g as far as tL~ condition of th e college is concerned. 

Emphasizing this, the VAO, said: 

Implementing the components of HDP was good in improving 
students' learning but this is not mostly practical because 
teacher educators have heavy workload, some of them lack 
commitment, large class .size and students' prior experience­
f ear to express their ideas infront of their friends in class. 

25/03/2008 

Besides this, the problem of practicing th e components of HOP was ref1ected on 

the FGO. The discussion among the respondents revealed that the ac tual 

condition of the college was not conducive to practice the components of HO P 

effectively though teacher educators appreciate their relevance. Similar to this , 

Fiseha (2001:39) stated that class s ize is on e of the major factors that inf1uence 

the proper implementation of d ;fferent active learning m ethod s. The lower the 

number of s tudents, the better the s tudent performance or teaching quality is 

likely to be a nd the components of HOP like active learning is properly 

implemented. A la rge class s ize may hinder teach er educators from proper 

prac tice of the HOP components . Shimeli s (2001:67) a lso indicated that la rge 

class size is on e of the factors that hinder th e practice of different active 

learning m ethods and continuous assessment s ince the number of students is 

significantly increasing with limited number of classrooms . Hence, la rge class 

size makes it difficult to m a n age and implement the components of HOP easily. 

4.3 The Impact of HDP on Teacher Educators' Teaching 

Performances 

In this pa r t, the data obtained on the impact of HOP on teacher educators' 

teaching activities will be presented and discu ssed. 
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Table 5. Lesson Plan Preparation and Stating Lesson Objectives 

Alternatives 

NQ Items High Moderate Low Not at 
all 

No % No % No % No % 
1 HOP has helped me to prepare my 

lesson well 10 20 32 64 8 16 - -

2 HOP has helped me to state my lesson 

objectives 1 2 23 46 25 50 I 2 

3 HOP has helped me to review my 

lesson p lans 2 4 22 44 25 50 1 2 

As depicted from Table 5, 42 (84%) of the respondents supported that the HOP 
~. . . 

was helpful to prepare lesson p lan welL But, the extent to which the HOP was 

helpful in stating lesson objectives and reviewing lesson plans were not 

supported by the majority since 25 (50%) of the re spondents responded to 

"Low" and 1 (2%) to "Not at a ll" . In addition, even though teacher educato rs 

supported the importance of HOP in preparing lesson plan, there was no 

evidence for their preparation. Because when they were asked to show a lesson 

plan which they h ave prepared by the researcher, they did not have it at h and. 

Hence, they seem reluctant to give real information. Moreover, there is no any 

recorded evidence by the other concerned bodies like the Vice Academic Dean, 

Higher Diploma Lea'Uer and the Department Heads. 

From the responses of the respondents , it can be noted that though the HOP 

was helpful in preparing lesson plan, teacher educators were n ot able to state 

objectives and review"lessons. Hence, HOP could not help them to state clear 

objectives and review lesson s. 

In teaching, planning is very important because a pla n for teaching is a guide 

for action. It provides teachers with the opportunity to think carefully about 

how best to help stu dents 3.chieve educational goals. Successful p lanning 

means knowing how to facilita te a positive learning experience for all students 

(Dhand, 2004: XIII). 
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But if a teacher fa ils to plan lessons well and una ble to reView, he/sh e could 

not perform his / her task properly which in turn results in dissati s fac tion 

among the educational needs of students . It could also create disturbance in 

class, loss of interest and demotivate learners . Because of this, the students 

will not get the necessary knowledge and skills, which in turn leads to the 

failure of educational quality (Ohand, 2004: 15). 

Table 6. Becoming Reflective Teacher Educator 

Alternatives 
Items Hi h Moderate Low Not at all 

NQ No % No % No % No % 
1 HOP has helped me to talk to 

colleagues about my lesson 7 14 27 54 14 28 2 4 

2 HOP has helped me to 

become reflective teacher 

educator 2 4 24 48 24 48 - -

As could be seen from Table 6, 34 (68%) and 26 (52%) of the respondents 

respectively confirmed that they have benefited from the HOP tra ining. 

From the responses of the pa rticipants, it is possible to learn that the HOP h as 

helped them to hecome reflective teacher educators. As s tated earlier , HOP 

provides teacher edu cators with a practical progra m to suppor t th eir 

development as effective teachers and reflective practitioners with enhanced 

professional status (HOP h andbook, 2004: 5). When teacher educators a re 

reflective, they will be devoted to their tasks . Supporting this, Eby (1997: 18 ) 

explained that reflective teachers do not get bored easily and do not give up. 

Once they h ave identified a worthwhile goal for themselves or their s tudents, 

th ey become very committed to achieve it. With the limited time and resources 

they ha ve available, teach ers who use re fl ective actions are likely to 

con centrate on those concerns until they cons ider them satis factorily resolved. 

This implies tha t reflective teachers a re those who iden tify their goals for 

themselves and their students, and practice with full commitment to attain 

their goals for themselves and their students unti l they resolve th e difficulties 
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they face in the teaching <ulei learning processes by creating comfor table 

learning environment with limited time a nd availa ble resources. 

Table 7. Using Active Learning and Providing Feedback 

Alternatives 
Items High Moderate Low Not at 

NQ all 
NQ % NQ % .' NQ % NQ % 

1 HOP h as helped me to encourage my 
studen ts to debate 

10 20 26 52 14 28 - -

2 HOP has helped me to organize different 

a ctivities for different groups 
10 20 24 48 15 30 1 2 

3 HOP h as helped me to use active 

lea rning methods 5 10 25 50 20 40 - -

From Ta ble 7, it could be observed that 36 (72%) a nd 34 (68%) of the 

respondents respectively supported that the HOP h as h elped them to 

encourage their students to debate and to organize different activities for 

different groups . Similarly, 30 (60%) of the respondents h ave a lso supported 

that the HO P has h e lped them to use active learning methods. 

From the responses of the respondents, it is poss ible to conclude tha t the HOP 

has helped the r,1 to engage students in an activity by using different active 

learning methods a nd organizing tasks for diffe rent groups . 

It is known tha t learning is a constructive process that occurs best when \V hat 

is being learned is re levant a n d meaningful to the learner a nd when the learner 

is actively engaged in creating his/her own knowledge a nd understanding by 

conn ecting what is being learn ed with prior knowled ge and experience (Ya lew, 

2004: 19). In other word s, when the learner is given the chance to engage 

ac tively in the learning p rocess, learning becomes more meaningfu l a nd 

relevant to the learner. 
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Table 8. Assessment and Relating Assessment Methods to Course 

Objectives 

High Moderate Low Not at 
NQ Items all 

No % No % No % No % 

1 HDP has helped me to relate my 

assessm ent techniques to course objective 7 14 23 46 19 38 1 2 

2 HDP has helped me to use continuous 

assessment 3 6 28 56 19 38 - -

From Table 8, it can be observed that m ajority of the responden ts supported 

that HDP was h e lpful. 30 (60%) ·and 31 (62%) approved its significan ce in 

relating assessment to course objectives a nd using continuous assessment 

respectively. 

From the responses of the respondents, one can conclude that the HOP was 

helpful for teacher educators to use continuous assessm en t a nd relate 

assessment techniques to course objectives. Co n tinuou s assessment as a 

compon ent of HDP, contributes to comple te the portfolio of evidence which IS 

the beginning of continuous professional development pla n for teacher 

educators completing the program (HOP handbook, 2004: 5). 

Table 9. Professional Development Activities 

Alternatives 

NQ Items Hi h Moderate Low Not at all 
NQ % NQ % NQ % NQ % 

-
1 HDP has h elped m e to apply new m ethods 

of teaching 10 20 28 56 11 22 1 2 

2 HDP has helped me to particip •.• e in 

action resea rch 2 4 11 22 30 60 7 14 

Table 9 indicates that 38 (76%) of the respondents confirmed that HOP has 

h elped them to a pply new methods of teaching. However, 30 (60%) and 7{14%) 

of the pa rticipants a pproved the ir low and no participation in action research 

while only 13 (2 6%) of them approved that HOP h as helped them to participate 

in action research. 
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Therefore, the majority of the participants were n ot encouraged to involve in 

action research though they participated in the HOP training . Hence, it would 

be safe to conclude that either the HOP was not effective in encouraging 

teacher educators to involve in action research or th ey were n ot committed to 

participate in action research . This could imply that the objective of HOP th at 

aimed at producing teacher educators who are equipped with the knowledge 

and skills of exercising different professional development activities mainly 

action research could not be realized. In relation to the reasons why teacher 

educators d o not do action research, the VAO described: 

Conducting action research was good in improving teache r 
educators ' practice but this is not mostly practical because 
teache r educators (,vlVe heavy workload, some of them lade 
commitment, and clear understanding about action research. 

25/03/2008 

Similar to the idea of the VAO, Dizaw (2006 : 100) expla ined that teachers do 

not do action research because some have no idea about it while others 

attribute their fa ilure to shortage of time . 

Teacher educators who fail to conduct action research could not be able to 

improve their practice. Besides this, they will not be able to find new ways of 

doing things which could affect their professional competen ce as weE. 

Conducting action re search is h elpfu l for teacher educators to collect evidence 

and make decision a bout th eir own knowledge, perform ance, beliefs, and 

effects in order to understand and improve them and their practice Gay 

(2000:594). 

4.4 The Practice of HDP Components 

In this part, th e data obtained on the practice of the HOP components from 

students through questionnaire and classroom observation will be presented 

and discussed. 
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Table 10. Introducing Lesson Objectives and Clarifying Instruction for 

Tasks 

Alternatives 

NQ Items Always Often Sometimes Never 

The teacher educator: . NQ % NQ % NQ % NQ % 

1 introduces the objectives of the 

lesson 16 21.3 II 14.7 38 50 .7 10 13.3 

2 gives clear instructions to 

activities 11 14.7 12 16 42 56 10 13.3 

As could be seen from Table 10 above, 38 (50 .7%) of the respondents suppor ted 

tha t the teach er educators "Sometimes" in troduce objectives of the lesson and 

10 (1 3.3%) a pproved tha t they "Never" introduce the objectives. On the oth er 

hand, only 16 (2 1.3%) and 11 (14.7%) supported that the teacher educators 

"Always" and "Often" introduce objectives to th em respectively. For the clarity 

of instruction to activities 42 (56%) m arked "Som etimes" 11 (1 4 .7%) "Always", 

12 (16%) "Often" and 10 (1 3.3%) "Never". 

From the re sponses of the respondents, it would be safe to conclude th at the 

teacher educators were not introducing objectives and did not give clear 

instructions to activities since 50.7% and 56% of the respondents confirmed 

this idea. 

This res pon se of the students coincides with th e teacher respondents where 26 

(52%) of the teacher educators responded to "Low" (see Table-5). 

Therefore, though the teacher educators prepare lesson plan, they were no t 

introducing it to the students in the classroom . In addition , they h ad no 

written document or prepaP"d lesson pla n, because the researcher did not find 

any recorded document from the teacher educators, Vice Academic Dean, HDL 

and Depa rtment heads while they were asked to show th e prepared lesson 

pla n s . Moreover, th e researcher did n ot see any teacher educator who prepared 

lesson p lan dur illg classroom obsc r\' ~1!il1l1. Il nll'cI','I" , ~~ r~r as pl:1nnin g lesson 

is concerned, teacher educators s h ould p lan a nd in t roduce objectives fOl" 
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students while they are performing the teaching-learning process in the actual 

classroom because su ccessful teaching depends for a considerable part on 

successfu l p!anning. With good planning there exists the potential to Improve 

instruction and make teaching more effective (Oh and, 2004: XV) i. e ., successful 

p lannin g means knowing how to fac ilitate a positive lea rning experience for a ll 

s tudents. Hence, what is expected of the HOP train in g with regard to p la nning 

seems impractical ip. th e actual teaching performance of teacher educators. 

Table 11 . Creating Suitable Condition for R eflection and Providing 
Feedback 

Alternatives 

NQ Items Always Ofte n Sometimes Nev er 

The teacher educator: NQ % NQ % NQ % NQ % 

1 creates opportunities for reflection 7 9.3 11 14.7 37 49. 3 20 26.7 

2 guides students during group 

discussion 16 21.3 10 13.3 37 49 .3 12 16 

3 provides appropriate feedback for 

students II 14.7 9 12 34 45.3 21 20 

From Table 1 1, it could be observed th at majority of th e participants responded 

to "Som etimes" in rela t ion to th e teacher educators' activities presented in the 

Table . And 26.7%, 16% and 28% of them respectively supported "Never". But , 

only 9.3%,2 1.3% and 14.7% were responding to "Always" . 

From th is, one can con clude that th e teacher educators were not creating 

opportu n ities for reflection, d id not guide students during group discussion 

a n d th ey did not provide appropriate feedback. This indicates tha t there is lack 

of guidan ce while students were at work (group discussion). This could also 

imply th at th e teacher educators are n ot practicin g the components of HOP in 

th e classroom as expected of them. Because teach er educators are expected to 

be reflective and guide students during group discussion. In addi t ion, teacher 

educator s are expected to provide appropriate feedback for ·students. Providing 

a ppropriate guidance and feedback motivate students and develop their 

interest to the s ubj ect. 
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Various research studies have concluded that feedback is most useful. It serves 

to encourage students and maintain motivation and effort, and, it identifies 

specific aspects of attainment or good performance in re lation to a specific task 

(Pollard, 2002: 290). 

Table 12. Methods of Teaching and Assessment 

Alternatives 

NQ. Items Always Often Sometimes Never 

The teacher educator: NQ. % NQ. % NQ. % NQ. % 

I uses lecture method 38 50.7 10 13. 3 25 33.3 2 2 .7 

2 uses active learning method of 

teaching 15 20 8 10.7 44 58.7 8 10.7 

3 evaluates students performance on 

the basis of continuous assessment 16 21.3 15 20 24 32 20 26.7 

From Table 12, it could be observed that majority of the respondents suppor ted 

that lecture method was the most frequently used where 38 (50.7%) and 10 

(13.3%) of the respondents confirm ed by responding to "Always" and "Often" 

respectively which indicates the excessive u se of the method. But it was only 2 

(2. 70%) of the respondents who responded to "Never" and 25 (33. 3%) of them 

responded to "Sometimes". For the active learning method, 48 (58 .7%) 

responded to "Sometimes" and 8 (10.7%) responded to "Never". As to the 

continuous assessment, 16 (21. 3%), 15 (20%), 24 (32%) and 20 (26.7 0
;:,) 

responded to "Always", "Often", "Sometimes" and "Never" respectively. 

Here , the data indicated that the teacher educators used the lectu re m ethod 

frequently and ac tive learning method in a limited extent since 50.7% and 

58.7% of the respondents supported the issue. This could lead to conclude thh t 

the objective of HDP, which emphasizes on shifting from the traditional lecture 

method to the modern active lea rning methods, seems malpracticed . The way 

of assessment was not a lso practiced as expected since only 16 (21.3%), 15 

(20%), 24 (32%) and 20 (26.7%) respective ly responded to "Always", "Often", 

·"Sometimes", and "Never" where majority of them supported "Sometimes" and 
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"Never" respectively. This was witnessed during the document analys is in th at 

there was no recorded document that indicates continuous record of results of 

studen ts' except mid-term and final examination results and one or two 

assignment results in th e docum ents observed. 

The data obtained from student participants contradicts with the responses of 

teacher educators . From this, it could be safe to say that teacher educators 

may be reluctant to give rea l information about their performance . 
. ' 

The responses of the st"d":nts · were a lso witnessed during classroom 

observation . Among the nine classroom observations, only two were conducted 

u sing active learning m ethod of teaching. The rema ining seven classes were 

conducted using the traditiona l lecture method . During the classroom 

observation th e students were s imply listening and taking sho rt notes written 

on the blackboard . The instructors were explaining the lesson using the lecture 

method. 

Hence, having this evidence it could be possible to conclude that the data from 

student respondents has congruen ce to the observation made. Therefore , the 

components of HOP like active . learning were not practiced as expected. 

Because, the lecture method was repor ted by many of the respondents being 

frequently used s ince 38 (50.7%) of the respondents confirmed this point as 

depicted from Table 12 . 

Table 13. Identification and Provision of Activities 

Alternatives 
Items Always Often Sometimes Never 

The teacher educator: No % No % No % No % 
provides selected activities tha t require 
students' involvement 1 I 14.7 10 13.3 43 57.3 1 1 14. 7 
provides individual and group 
activities 14 18. 7 9 12 41 54.7 1 I 14. 7 
provides activities that motivate 
students to participate in discussion 1 1 14.7 8 10.7 35 46 .7 25 33.3 
provides activities that encourage 
students' creativity 3 4 12 16 29 38.7 31 41.3 
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As depicted from ::fable 13, the provIsion of activities that require students' 

involvement were supported by 43 (57.3%) of the respondents as they were 

practiced "Sometimes" and "Never" by 11 (14.7%) of them. The same was true 

. for individual and group activities since 41 (54.7%) were responded to 

"Sometimes" and 11 (14.7%) to "Never" . In addition, providing activ ities that 

motivate students to participate in discussion and initiate students' creativity 

were rated "'tJ.S less frequently practiced since 35 (46.7%) and 25 (33.3%) , 29 

(38.7%) and 31 (41.3%) of the respondents responded to "Sometimes" and 

"Never" respectively. 

From the responses of the participants, it could be possible to conclude that 

activities that require students' involvement to engage in an activity and to be 

creative were not well practiced. This could imply tha t teacher educators were 

not practicing the components of HDP as expected of them. 

Teacher educators' malpractice of the components of HDP was witnessed 

during classroom observation where more time was given to lecture method of 

teaching with little involvement of students. Of the nine classroom observations 

conducted, only two of them were supported by activities to be performed by 

students in group. The rest seven were dominated by the teacher educators 

except asking few oral questions at the end of each lesson. Hence, one can 

conclude that the components of HDP like active learning methods of teaching 

were not properly practiced. 

Giving more emphasis to the lecture method would make students to be 

passive listeners. Learning is not an automatic consequence of pouring 

information in to a student's minll. It requires the learner's own mental 

involvement and doing. Supporting this idea, Silberman (1996: ix) explained 

that you can tell students what they need to know very fast but hey will forget 

what you tell them even faster. This implies that giving more emphasis to active 

learning method of teaching is more important than the lecture method . 

Because as Mich9.el (2006: 18) described, active learning is a process of having 
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students engage in some ac tivity that forces them to reflect upon ideas and 

how they are u s ing those ideas. It is the process of keeping students me n ta lly , 

a nd often physically , active in their learning through ac tivities th at involve 

them in gatherin g information, thinking, and problem solving. This implies th a t 

ac tive learning requires s tudents to engage in an a ctivity and solve problems 

that help them to have meaningful learning. S imila rly , Firdissa (2005 :56) 

underlined that active learning is learners' active participa tion, involvement, 

thinking and doing wh at ' they think, a n d sharing responsibilities for their 

learning rather than passively absorbing the supposedly rich con ten ts provided 

by their teachers. 
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CHAPTER FIVE 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

5.1 Summary 

The main objectives of this study ·were to investigate the impact of HOP on 

teacher educators' teaching performances and the practices of the components 

of HOP at GCTE. 

The study employed both quantitative and qualitative data using case study 

method tha t was designed to answer the following research questions. 

1. What is the attitude of teacher educators towards HOP? 

2 . Ooes the HOP training have impact on teacher educators' practice? 

3. How do teacher educators practice the components of HOP? 

In order to attain the desired objectives, the following procedures were 

undertaken. Relevant documents were investigated; questionnaires were 

prepared and distributed to the participants of the study (teacher educators 

and students) and finally the data collected were analyzed and interpreted . 

The study was carried out at GCTE which was selected purposively. The 

participants of the study were a sample of teacher educators , HDL, HOT:;, 

Department Heads, VAO a nd studen ts . To gather the n ecessary evidences 

questionna ires were provided to teach er educators a nd students. Semi­

structured interview was made with HDL, HOTs, VAO, and Department 

Heads.FGD was conducted with sample teacher educators. Moreover , 

classroom observation was conducted during the actual teaching and learning 

process . 

The data obtained through questionnaires were a n a lyzed u sing percentage a nd 

data "from interview, FGD , and classroom observation were descri bed 

qualitatively to supplement the data obtained through questionna ires. 
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Oepending on the results of the analysis made, the fo llowing major findings 

were obtained . 

• A considerable number of teacher educators h ave positive attitude 

towards the HOP training. For this reason, they have been trying to be 

benefited from the program. 

• The teach er educators gained a lot about active learning, continuous 

assessment, school placement a nd ac tion resea rch and their previous 

assumptions were changed. 

• The components of the HOP were n ot fully practiced yet as expected. 

The common trend of teaching was the traditional lecture method and 

the assessment techniques were no t continuous. 

• Action research as a component of HOP was not prac ticed by teacher 

educators. This implies that the objective of HOP that a imed at 

producing teacher educators who are equipped with the know ledge and 

skills of exercising different profess ional development activities could 

not be realized. 

• La rge class Slze, lack of teach er educators ' commitment, time 

constrain t, pupils' reluctan ce a nd lack of follow-up were some of the 

major factors that hinder the practice of the componen ts of HOP. 

• Reducing the heavy workload of teacher educators and the class size 

were suggested as solutions by teacher educators. 

5.2 Conclusions 

Based on the results, the following conclusions were made . 

• The teacher educators benefited from the HOP .. training. i.e., the 

training has an impact on . teacher educators ' teaching performances. 

This is understood from their regard to the components of HOP. 

Although they are not actually practicing the components in the 
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classroom, their justifications for not practicing imply that they value 

the components. 

• The prevailing practice of the components of HOP was poor. Thus, it is 

difficult to say that the components of HOP are fully practiced in the 

college. The trend of using the lecture method frequently and assessing 

students based on examinations as mere modes of teaching and 

assessment were emphasized. This implies that teacher educators have 

not used the different active learning methods to raise students' 

engagement in the learning process . Moreover, the various continuous 

assessment techniques were not fully practiced in the college. 

• Many factors affect the implementation of the components of HOP. 

These include large class size, heavy workload, and shortage of time, 

teacher educators' lack of commitment, poor coordination and lack of 

support at different levels and pupils' reluctance to express their ideas 

in front of their friends. 

5.3 Recommendations 

The researcher suggested the fo llowing recommendations 111 light of the 

summary and conclusions made. 

• The government and other bodies are expected to make an utmost 

effort to reduce the large number of students in a class so that class 

size will be optima l. 

• Committees have to be organized to monitor the practice of the 

components of HDP at department, the college and regional level. 

• The heavy workload of teacher educators ought to be reduced for 

effective implementation of the components of HOP at the college. 

• The current mode of teaching which focused on traditional lecture 

method should be changed. I t should place emphasis on increasing 

57 



students' engagement in the teaching- learning process i.e., encouraging 

students to involve in the learning process. 

• The actual con text of th e college and its in fluence on the teach ing­

learn ing process should be con sidered a nd given due attention. 

• Further researches on the area should be conducted in other 

ins titutions. Other institutions (colleges) should a lso explore the impact 

a nd practice of HDP in promoting teacher educators' classroom 

activities, so that a conclus ive genera lization could be drawn. 
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Appendix-I 

Addis Ababa Unive rsity 

College (),f Educa t io n 

Depa r tment of Curriculum and T eacher Profess ional Devclopmcnt Studies 

Qu e~· ~io:Hla i .. c for Teacher Educa tors 

T he purpose of thi s questionnaire is to obtai n in fo rmatio n abo ut thc impnct of Higher 

Diploma Program on teacher ed ucators' pract ice. Yo ur genuine response contributes much to the success 

of the research to be undertaken. Hence, you are k indly requested to fi ll the quest io nnaire. 

Thallk YOII !'elY IIIIICh' 

I. Here is a fi ve-point sca le to measure yo ur att itude towards HOP. Please put a <") mark to show your 

leve l of agreement. The sca les are Strongly Agree=5, Agree=4, Undecided=3, D isagree=2, and Strong ly 

Di sagree= I . 

Items Strongly Ag ree Undec ided I)isagrt't.' St rongly 
Ag ree Disag ree 

The HDP is interesting and enjoyable 

The School placement \vas useful 

The HOP helped me to improve instruct iona l ("'11 :!y 

I have an interest in enhanc,ing student learning as a 
result ()fHDP training 

HDP helps me to use alternative instructional 
methods 

I do not enjoy the HOP training 

HOP improves my teaching effectiveness 

HDP helped me to acqu ire skills in applying active 
leamin. techniaues 

I be lieve that HOP is impractical in our situation 

HOP contents were challenging 

HDP helped me to li se different assessment 
techniques 

H[)P should be encouraged being it ilnproves student 

i learning 
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II Questiollnaire/or teacher e{~IlC(ltors 011 the impact 0/ flDP Oil th eir per/or!,wJlce. 

PI"ase respond to the items be low by putting a (" ) ma rk under the co lumns " Hi gh"," Moderate". Low". 

and "Not at a ll " . 

Item Alternatives 

The HOP has hel ped me to: Hi gh Mode rate Low No t at all 

I prepare my lesson wel l 

2 enco urage my students to debate on the ir ideas 

:J state my lesso n object ives 

4 talk to co ll eagues a00ut my lesson 

5 rev:"w my lesson plans 

6 app ly new methods of teaching 

7 organize different activities for di :corcnt groups 

8 use active learning methods 

9 relate my asscssmcnt techniques to course object ives 

10 participate in action research 

I I use conti nuous assessment 

12 become reflective teach er educator 
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Appendix-2 

Adrlis Ababa Univers ity 

College of Ed ucatio n 

Department of Cu rriculum and Teacher Professiona l Development Stud ies 

Q uestion naire for S tud en ts 

The purpose o f thi s questionn aire is to obtai n informat ion abou t the inl poct or Hi gher 

Diploma Program on teac her educators' practi ce. Your genuin e respon se co ntr ibutes much to the success 

oflhe research to be undertaken. Hence, you are kind ly req uested to fill the questionnaire. 

Thollk YOll vel)' IJllIch! 

Please respond to the items below by putting a C.J) mark und er the co lum ns "A lwoys". "O lie n". 

"Sometimes", and "Never". 

Act iviti es Alternatives 

The teacher educator: Alwa ys Often S OllI c tillll'S Nl'vt'r 

I introduct!s the object ives orthe lesson 

.-
'1.:" ~ 

2 give-s clear instructions to activ ities 

3 provides selected activities that requ ire students ' invo lvement 

4 creates opportunities for reflection 

5 provides individual and group act ivities 

6 evaluates stuch:nts' perfo rmance based on continuous assessment 

·7 uses lecture method 

8 gu ides students duri ng group discussion 

9 uses act i ve learning methods of teaching 

10 provides acti vities that motivate studen ts to participate in 

discussion 

I I provides activiti es that encourage students' creat ivity 

12 Provides appropriate feedback for slUdents 
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Appendix-3 

Addis Ababa University 

College of Education 

Department of Curriculum and Teacher Professional Development Studies 

Interview Guide for HDL, HDTs, Department Heads and VAD 

1. Do you think that HDP is relevant for teacher educators? Why? 

2. How do you see the impact ofHDP in improving teacher educators' teaching 

performance? 

3. Do you think that the school placement is important? Why? 

4. What do you think are the constraints to apply the components of HOP in the actu,,\ 

classroom? 

6. What measures shou ld be taL.! ,0 reduce the constraints? 

7. What is your feeling (general) outlook regarding HDP? 
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Appendix-4 

Addis ,\baba 1I 11i\'l'l"Sit~ 

College of Ed ucation 

Depat'tment of Curriculum and Teachet' Professional Development Studies 

Questions for Focus Group Discussion for Teacher Ed ucators 

1. Some teachers say I-lOP does not have any re levance to improve tCilchcr ed ucillors' kaching 

performance? How do you react to this? 

2. How do you see the importance of HOP for profess ional development of teacher educa tors? 

3. Do you thin k that yo ur Institu' ;')c 's situation is conducive to implement the components or 
HOP? 

4. What are the constraints that prohibit the' implementation of HOP components in the actual 

classroom? 

5. What measures should be taken to reduce the constraint s? 
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Appendix-S 

Addis Ababa U niversity 

College of Education 

Department of Curriculum and Teacher Professional Development Studies 

Classroom Obse,-va tion Checklist 

Date ofObservation, _____ _____ _ 

Lesson Topic, ____________ -

Section' ______________ _ 

No Activities Observed Yes No Not Sure 

Did the Teacher educator: 

1 introduce the objectives of the lesson? 

2 use active learning methods? 

" talk much during instruction ? J 

4 encourage students to participate in discussion? 

5 give appropriate tasks in the classroom? 

6 provide (give) appropriate feedback to students? 
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