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ABSTRACT 

This study attempted to examine freedom of students to leam by taking 
the case of Feres Bet General Secondary School. The purposes of the 
study are to understand students' and teachers' perceptions toward 
freedom to leam and the factors that impede to implementation of freedom 
to leam. 

A qualitative case study method was used to undertake the research and 
understand the phenomenon deeply. Primary data were collected from 
teachers and students of the school through in-depth interviews . To 
extract the data, which are not visible to participants, and to give 
meanings to what has been interviewed; participant observation had been 
employed for more than three months. The participants were chosen 
purposely based on the criteria of their concem, cooperativeness, 
willingness, responsibilities, and roles they played. 

To get valuable data twenty-four participants were interviewed using semi­
structured and unstructured questions . The data obtained through 
interview, observation and document analysis were presented in a 
narrative form on the bases of informants' perceptions and interpretation 
of the phenomenon supported by the researcher's reflective analysis. 

The results of the research indicated that participants had high interest for 
leaming to be freely and they viewed freedom as to be protected with 
laws, pedagogical rules and regulations and implemented with humanity 
and rationality. However, the practice of freedom to leam was inhibited 
because of the prevalence of human and non-human factors . Lacle of 
willing ness and initiation to promote lea mer freedom were the major 
problems of teachers obtained from the research. The research results 
indicate that lacle of the necessary instructional materials and lack of 
qualified teachers were setbacks to freedom to leam. Therefore, the 
research suggested that instead of rushing to feed students simplified 
information it is better to leave leaming to the personal manipulation of the 
leamer and it is better to teachers to play the role of facilitating the 
situation for independent leaming. 
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CHAPTER ONE 

THE PROBLEM AND ITS APPROACH 

In this, research attempts were made to unders tand the practice of 
freedo m to learn by taking the case of Feres Bet general Secondary 
Schoo l. The study assessed participa nts' perception of freedom to learn 
and facto rs (ma inly pedagogical) that limi t freedom to learn. To 
introduce the problem examined in the study, this ch a pter has 
in troduc tion, s tatement of the problem , significance and delimitation of 
the s tudy. 

1.1 Introduction 

Studen ts especia lly , teen agers often fee l that, a dul ts mi sund erstood 
them even worse; they do not attempt at all to unders tand them (Manen, 
1993:83). Students are worried with their fe eli ngs of "why does no body 
know how I feel?" "Why does not my teacher understand what 
difficultie~ I ha ve?" (Ibid). However, on the s ide of teachers and parents 
these fee lings of students a re not surprising because they are puzzled 
with behaviors of students (Ibid) . This major problem needs pedagogical 
u nderstanding of students so that they are encouraged to assume more 
self-responsibili ty for personal learning and growth . 

For an effective learning to take place , intellectuals of the field urged tha t 
therc must be an open and free communication between the teacher, 
student, and environment, conditioned by love and care. The teacher 
has to encourage lea rners to search, discover , and work for the pursuit of 
the ir better lives a nd knowled ge. Students in their own part need to take 
the responsibility for their own learning; define learning strategies that 
suit them best; and set their own objectives and goals of learning. 
Student-teacher relations should be es tabl ished on a more radical 
pedagogy that confirms students' maximum pa rticipation different from 



the traditional "master-servant" type relationship. This, in turn, needs 
teachers' willingness a nd abili ty to help their stude n ts a nd s tudents' 
readiness . courage and motivation to involve In a self directed 
indepe ndent learning hence, freedom to learn is realized . That is, in a ny 
educational activity both teachers and students a re respo nsible a nd h ave 
the a uthority to implem ent it. 

The talk of a uthority and respo ns ibili ty In pedagogy focuses on moral 
concepts that unde rline students not to be abused, neglected, a nd 
exploited (Manen, 1993:69) . Manen proposed tha t parents a nd teachers 
assume that they have a legal license to enforce tough discipline over 
students to inflict pain and mental anguish and to con tro l students by 
fear and punishment (Manen, Ibid) . 

Secondary school classrooms are usua lly m ore 'o rdered ' focu sed on the 
co n ten ts to be lea rned (Myres and Myres, 1995:57) . In academic 
subjects teachers frequently s ta nd at the front of th e class read lecture 
notes , fo llow a long in the textbooks (Ibid). Stu dents s it a t their row 
desks facin g to the teach er, listen to the teache r, ta king brief notes, often 
talking each other or day drea ming (Ibid). Myres a nd Myres reported 
that secondary sch ool learning is overwhelmingly cogn it ive a nd teaching 
cons iders th e class as a group rath er than individual s tud ents (Ibid) . 
The teacher plays th e role of a rranging conditions that a re suita ble for 
memorization and repetition of facts and the s tudent is expected to ma ke 
repeti tion with long hours of exercise supported by a threat of force if he 
fa iled to do so (Tubbs, 2005) . These repressive pedagogy led advocators 
(humanists) to call for emancipation of children from a ll forms of 
parental and other caretakers ' influen ces, which should be regulated, by 
edu cational laws and more by an autonomou s pedagogy in which 
students learn freely (Manen, 1993:69). 
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Research on au tonomous pedagogy indicates that s tude n ts are in a 

position to identify th e skills and knowledge that they would like Lo 

acqUIre; the condition s, techniques and mate rial s to be used in Lheir 

learn ing and the methods of evalua ting their performance (Arment and 

Obese-Jecty, 198 1:25-26). 

Humanists need teachers, parents, and other stakeholders to s how 

respect ;::ld se ns itivity toward learners in their charge (Atikson, 

1989:268). Students on the other hand should fee l that the teacher is 

there to help them to make as much progress as possible in learning a n 

enjoyable and stimulating way (Ibid). It is evident that students who 

take the initiative in lea rning (pro-active learning) learn m ore things and 

learn better than s tudents who sit at the feet of the teachers, passively 

waiting to be taught (Bertoldi et al. 1998: 157). 

The implementa tion of a self-initiated learning reqUIres fund a mental 

attitudinal a nd habit changes of both the teacher and the student. 

Teachers h ave to avoid their beliefs of being the source of knowledge to 

flow and develop instead of an "aptitu de for empathy and the tendency to 

act as listeners a nd catalysts" and students must not seek refuge in this 

passive role in the "traditional no-risk system" (Armnet and Obese-Jecty 

1981:25-26). 

To enhance the discipline of learners, Foucault (1980) proposes a form of 

teacher-students relations, that is "disciplinary power" in which student 

would regulate their own body and manipulate their behaviors so that , 

students can act in accordance to the expectations that are carried by 

the discourse of education (Tubbs 2005:256). Foucault argued, 

"Pedagogy was now contained in the way the bodies were a rranged rather 

than in any confrontation between (teacher and student) caused by 

inequalities. " 
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Ed ucationalis ts proposed that there must be a remarkable fre edom in 

schools in which, s tudents and teachers can ac t independently . To this 

end, they point out their views about the important of providing freedom 

to s tudents tha t enhance their learning. Emanuel Kant (1990) argues 

tha t s tudents should be a llowed to make decisions and determinat ions to 

use their own justification without strict direc tion from the teacher or 

anybody else outside (Tubbs, 2005:259-60) . Kant (1990) m a inta in s that 

freedom could not be a lienated from the will of the learner so that , 

she/he makes choices a bout her/ his learn ing that must be built on 

reasons a nd thought of the student but not be imposed by exte rna l 

authority including the teacher (Ibid). Kant concludes that a student is 

learning freely , whe n he/she "makes his/her mind up." However, if "the 

teacher makes Ilearner) mind up this can not be freedom." This is 

because a student learning is something that comes from with in, and 

cannot be imposed from without (Ibid) . 

Areglado and others believe that a student must have a n environment 

where he/ she will learn to educate him self/herself focusing not only 

contents of subject m ater but also unders tanding his / her own work 

habits, knowledge bases, insights, aspirations, value systems, best 

learning strategies and personal ta lents instead of totally de pend on a 

teacher (Areglado 1996:1). This is a student need to have an o pportunity 

to exhibit initiation , independence, and persistence to acce pt 

responsibility for his / her own learning and consider problems as 

challenges not obsta cles to be goal oriented (p.2-3). 

Friere, in his book, "Pedagogy of the Oppressed" strongly emphasized the 

importance of freedom to emancipate students from any sort of 

oppressIOn. He recommends that engagement in dialogues between 

students; between students and their world; between students and 

teachers a nd the space in which they are situated are the only mea n s to 

enhance critical thinking and create good communication (Friere 
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1972:65). Such dialogue can be implemented through "problem posing" 
method in which both the teac her and the s tudent jointly a re responsible 
for learning as a result a ll will benefit from the process (Ibid, p. 53). 

The issue of making stude nts free to learn is s tated in th e Education and 
Training Policy of Ethiopia (1 994) in the form of active learning by whic h 
students should be grown up as a good and problem solving citizens of 
the nation. However, it seems that there is no research undertaking 
made so far on the need of extending freedom to learn in secondary 
schools of Ethiopia a nd its importance to learning. In fact, it is true that 
some researches were undertaken locally in relation to active learning, 
which has an implication to freedom to learn . There fore, this study is 
intended to contribute its part to the improvement of freedom to learn in 
secondary education. 

1.2 Statement of the Problem 

The dominant opinion of the behavioral psychologists is that the student 
is not free for political, social, a nd cultural reasons. PoliticR.lly , the 
student is often under the pawn of government; socially the student is 
molded by mass propaganda a nd their behaviors are shaped largely by 
the opinions and beliefs of the society he/ she belongs (Skinner, 
1981: 10). Skinner argued tha t the learner is formed and moved by 
cultural forces, which a re beyond his or her control (Ibid). 

Freedom to learn, freedom to choose or self-directed learning are 
completely untenable concepts to the minds of many behaviora l 
psychologists who believe that learning is the inevitable product of the 
learne(s conditioning (Rogers, 1969 :259) . Behaviorists believe tha t a 
free and a happy student is imaginary. To develop a free student who 
has been taught however is almost too painful and takes a longer tim e 
for him /her to make such an appearance (Skinner, 1981: 14). 
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Skinner said that children were first made fre e and happy In 

kinderga t _<: n , where there seem ed to be no danger in freedom and for 

long time th ey were found no where else, because the rigid discipline of 

the grade schools blocked progress. However, eventu a lly c hildren broke 

through moving from kindergarten in to grade school , taking over grade 

a fter grade, moving into secondary school and on in to college a nd very 

recently into graduate school (Ibid) . Gradually, they have insisted up on 

their rights, justify ing their de mand with the s loga n that philosophers of 

education have supplied (I b id). He said tha t; if sitting rows restricts 

persona l freedom unscrew the seats; if order can be m a intained only 

through coercion, let chao s reign. If one cannot be really, free whil e 

worrying pbout examination s and grades, down with examinations and 

grades then, "every thing is washed away with h appy and free" s tuden t 

(Ibid). 

Skinner still believed that almost a ll living things act to free themselves 

from harmful contacts. A kind of freedom achieved is by the relatively 

simple forms of behavior called reflexes (Skinner, 1971 :26). Some 

traditional theories could conceivably be said to define freedom as the 

absence of aversive control, but the emphasis he said has been on how 

that condition feels (p .32). To Skinner, control is the opposite of 

freedom. If freedom is good, control is bad (Ibid) . To Skinner, the 

problem is to free men not from control but from certain kinds of control, 

a nd it can be solved only if our analyses take all consequences in to 

account (p.41) . Students' struggle for freedom is due to a will to be free 

but, to certain behaviora l process characteristics of the human organism, 

the chief effects of it is the avoidance of or escape from aversive features 

of the pedagogy (p.43). 

Skinner a lso criticized autonomy of learner's as an all out permissiveness 

where no control is exerted and makes the learner to remain 

unchangeable at all (p.84). He said an autonomous learner needs no 
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teacher; h e/ s he learns because he/ sh e loves learn ing a nd his natural 
curiosity dic tates what he/she needs to know a nd solves his/her 
problems without the direction of the teacher (Ibid). 

The humanis ts argue that students might fac e several c ha ll e nges aga in st 
their freedoms but what is desirable to them is to reduce and if possible 
avoid thp<;e constraints . Students should be motivated and the ir 
mot ivation should be derived from a basic actualizing tend ency that 
moves the individua l in the direction of a state of personal autonomy in 
which he/ s he is ultima tely free from control by external forces (Shager, 
1984:33). 

Advocates of freedom to learn believed that the educationa l tasks of 
students are of finding out what they want to do; a llowing them practice 
it or discove r what they a r e capable of doing and they should be 
encouraged to do and help them to do it (Kandle , 1966: 116). Humanis ts 
hold that freedom is not a gift but a conquest that can be achieved by a 
slow and gradual process (pp.117 -118). Humanists urge free 
deve lopment of the student unstrained by a ny external control or 
obligation, or refuse to recognize any loyalties or social obligations, on 
the ground that external interferences of any kind will thwa rt studen t ' 
growth (p.118 ). Kandle a rgued that the child must be free to develop his 
own standards of conduct, to express him and to engage in activities of 
his own choice (Ibid). 

A sound education should be based on the concept that the student is 
not a passive being to be molded in a certain way or to be filled with facts 
and inforP1ation but, an independent and active individual with interests 
and tendencies to grow, placed in the right kind of academic environment 
(p .126) . In addition, an effective freedom implies a mind that is trained 
to think to reflect to make a choice and to exercise ini t iat ive and 
resourcefuln ess (p.120). The researcher is interested to und e rstand the 
status of freed om to learn and the process of handin g ove r th e 
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res po n s ibility of learn ing to learners by takin g the case of Fc rcs Be L 
Ge neral Secondary School beca u se it seems there are no researc h 
undertakings done so far in th e field. 

Therefore, the general objective of the s tudy is to enha nce unders ta nding 
of freedom to learn and its prac tice at secondary school level. The study 
has the following specific objectives: 

To explore the s tatus of freedom of s tudents to lea rn 
To identify teach ers a ttempt to make th eir students lea rn freely 
To a n a lyze the s tudents u nde rstandings of freedom to lea rn 
To point out the factors that affect freedom to learn. 

To this end, the following bas ic questions were posed. 
Are studen ts free to discover thi ngs by themselves? 
How do students understand freedom? 

What factors impede s tude n ts ' freedom to learn? 

1.3. Significance of the study 

The major objective of this study IS to Increase the knowledge of 
providing possible opportunities to students to help them to be confiden t 
and self-dependent individua ls in their lives. To this end, it is m andatory 
to guide students to recognize themselves as the principal partner s of 
lea rning. Thus, educators' claim of teaching without full involvem en t of 
the learner as meaningless and fruitless is treated in the research with 
due a ttention. 

I hope that the results of this study a re s ignificant to FBGSS, Amhara 
National Regional State Education Bureau a nd to researche rs. Th e 
research might benefit FOSS in such a way that the study attempted to 
indicate the mC\ior pedagogical problems and the possible solutions 
su ggested by research participa nts. This might motivate the school to 
assess its problems more in detail and take the necessary measures to 
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a lleviate them. 

The Amha ra Region Edu cation Bureau a lso can u se the research results 
as a s pringboa rd to m a k e fu r th er in vestiga tion s on the s chools of the 
Region to understand the ir statu s In providing varied learning 
opportunities a nd prac ticing freedom to learn. In a ddition , s ince 
re search underta kings a re a lmos t none in the fie ld, the findin gs may 
se rve as supplem entary source for those who a re interested fo r fu rther 
a nd more compreh en sive investiga tion in the a rea. 

1.4 Delimitation of the Study 

Since the term freedom is very genera l a nd wide, the study is d elimited to 
th e tea ching and learning processes go ing on in the school. 
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CHAPTER TWO 

RELATED LITERATURE REVIEW 

Thi s ch apter attempted to provide brief review of the issues related with 

meaning of freedom ; education a nd freed om; teacher freedom a nd 

authori ty, ethical principles for teach ers to facili tate freedom to learn; 

learner development sh ifting of emphasis from teaching to learning; 

obj ections against freedo m to learn and the fac tors tha t inhi bit freedo m 

to learn . 

2.1. Meaning of Freedom 

Intellectuals have no common unders ta ndings of the word fre edom . They 

defined freedom differen tly from different a n gles of ma n 's po li tical, soc ia l, 

economic, and cultural lives. For instance, Farrer (1 975: I ll ) said thal 

dictionary definitions emphasize two aspects of freedom , having negative 

and positive elem ents. The nega tive element of freedom em phasizes 

absence of interference or constraints in to something or some on e's 

activity and ; positive element of freedom refers to a certain ideal 

autonomy of self- possession or self-control in performing certain ac tivity 

(Ibid) . 

To others freedom is "th e abili ty to make choices a nd to carryout" (World 

Book Encyclopedia, 1994 :502). On the oth er hand freedom is understood 

as " ... rationali ty and mastery over one's passion" (Of s ta n d 196 1 :98). 

Clarizio and others defin ed freedom, as fulfillment of the ord er sequence 

of the individua l life in which the individua l decides to sa tisfy 

her/ himself through a respons ible and voluntary role to bring abou t the 

in tended world th at he /she live in, (Clarizio, 1981:11) . 

According to Blauner, freedom is an environment that permits the 

individua l to liberate him / herself from dominating factors that makes 
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him/her simply a reacting object (Blauner, 1964:16). Tha t is , freedom 

involves phys ical and socia l movement of an individua l to walk away 

fro m coercive process and searching oth er non -repressive a lternatives 

(Ibid). 

The World Book of Encyclopedia (1994:502) indica tes, "For some one to 

have a complete freedom, there must be no res trictions on how [peopleJ 

think speak or act." Free person has to know the type and kind s of his 

or her decisions a nd at the same time, unders tand method s a nd 

opportunities to select the appropriate one among the ex isting 

a lternatives tha t suit best (Ibid). In addition, Of stand (1961:98) 

underlines that whenever some one is exposed to any sort of coe rcion, 

his a bility to make a ration a l judgment will be often affected. 

In general, the above conceptions about freedom claimed by proponents 

a re a ll about the ability of a n individual to make decisions and translate 

those decisions in to prac tice without interference and compulsions by 

an outside authority. External body may involve in making those 

personal choices in the form of informing the, possible alternatives and 

opportunities (Sinclair (1999:3 11). 

2.2 Types of Freedoms 

The World Book of Encyclopedia (1994:502) grouped human freedom in 

to three broad categories. These are political, socia l, a nd economic 

freedoms. 

A. Politic iii Freedoms: refers to people 's voices including students in the 

government. That is a nd the opportunities to participate in government 

and to play roles in it. Such freedom involves the rights of people to 

vote and elect to take pa rt in political parties, the right to criticize 

government policies and strategies, the right to form and join 

organizations (World Book of Encyclopedia, 1994:502) . 
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B. Social Freedoms: refer s to those opportunities that make better living 

fo r the individual a nd the society (World Book of Encyclopedia 

1994:502; Sen , 1999:39). Thi s freedo m includes freedom of speec h, 

freedom of the press, freedom of re ligion, freedom o f assemb ly 

academic freedom and freedom to due process of law (World Book of 

Encyclopedia 1994 : 502-506). 

C. Eco n omic Freedo m: refers to opportunities and abilities of people to 

make their own economic decisions . This freedom includes the right to 

own prnperty to u se it a n d to benefit from it. Sen defined economic 

freedom as an opportunity to utilize economiC resources for 

co nsumption production and excha nge (Sen 1999:39). 

I t is necessary to note that these three categories of freedom are not 

totally exclusive of one anothe r. For example, some of the elem ents 

under social freedom can be pol itical freedoms and the sam e is true for 

economic freedom (World book of Encyclopedia 1994:506). Moreover , 

Derje Amera (2000:11) identified human freedom into two broad categories 

as internal and externals freedom s. 

External Freedom: To him external freedom speaks of independence, 

the right of being free of external bonds and limitations (Ibid). If some 

one is under the control of peo ple who a re unsympathetic to him/her, 

s he/ he will not get real freedom (Ibid) . Dereje pointed out that 

s tate/ government a nd the society are agents that restrain the 

individual's freedom and rights (Ibid). External freedoms involve those 

rights of man to make decisions on political, social, and economic issues 

that are not stood against the interests of others a nd the right to 

implement these decisions (World Book of Encyclopedia, 1994:502-506). 

External freedoms a lso emphasize the rights of man not to be forced 

/ coerced by external authorities (Ibid). 
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Inner Freedom: re fers to li beration from the bondage of se nse a nd full 

co ntrol of these sen ses (Dereje 2000: II) . Derje a rgued that unless some 

one liberates him/her self from the slavery of sense a nd controlled 

his / her C Nn mind, it is impossible to say that he/ s h e is interna lly free 

(Ibid). That is , to enjoy inner freedom one th ing that an individual has to 

do is to develop the faculty of sense control a nd gaining control over 

mind. In other words, inner fre edom involve s the degree to which an 

individual is guided in his ac tions by his own considered will rathe r than 

by mo netary impulses or other sensua l circumstances (De Crispigny, 

etal. 1975: 50). Shuster (1967: 34-35) argued that inner freed om can 

exi s t without external freedom but external rreedom is mea ningless 

without interior freedom. 

Starratt (1 994:30) viewed lOner freedom as autonomy, ac ting out of an 

intuition of what is right of appropriate in a give n s ituation. Autonomy is 

in co ntras t to those who act out of a mindless routine, or simply because 

others tell them to act that way, or who act out of a feeling of obligation 

to or fear of those in authority (Ibid). Autonomy implies a sense of 

individual choice, of taking personal responsibility for her/ his own 

actions no t imposed by anyone else and claiming ownership of one's 

ac tions (Ibid). Pedagogically, educators viewed freedom as an important 

ingredient to lea rning to develop learner' s self-confidence and 

independen ce . 

2.3. Freedom and Education 

llan Gur-Ze'ev (1998:8) proposed that m a king students to learn freely 

helps them to promote their thinking, reasoning, a nd most importantly 

reflective potentia ls to reconstruct create and understand their own 

meanmgs . This in turn aids them to challen ge and emancipate 

themselves from"the dominant hegemonic ideologies of the school 

system "(lbid). Sinclaire (1999) advises that educators should work for 

the freedom of student to make them more effective and independent in 
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their learning. She su ggests three things to be addressed. These are: 

1. Studen ts should be provided with s itua tions a nd opportunities to 

exerClse a degree of independence. These s itua tion s and 

opportunities might range from activities in the classroom, in 

which students can make choices and dec is ions about the ir 

learning for a n independent partic ipation [ins ide and] ou ts ide 

classroom self-directed project work; 

2. Developing capacity of students by providing necessary , 

introspec tion reflection and experimentation so that, they can 

acqUlre knowledge about how to pursue his/her learning 

independently; and 

3. Students should be free from constraints that viola te their rights 

and they should have an opportunity to work for social 

transformation to which they belong (Sinclarie, 310-311). 

Research indicates that students want freedom to exercise their own 

thinking; the freedom to express and define them se lves freely a nd not to 

be governed by those rigid rules and regulations whose pu rpose they do 

not clearl:· understand (Sorenon 1954: Ill). More over, they do not like a 

"school system where there is much freedom that the re is disorder" (Ibid). 

Manen urges that it is difficult to draw a clear boundary that separates 

freedom from control exclusively in favor of one from the other (Manen 

1993:62). In other word, it is difficult to secure freedom with out order 

and control. However, the rules that are expected to maintain order 

must not be rigid dos and don'ts. They must be procedures evolved from 

the existing needs of students and put in to practice with humaneness 

and equality (Grambs, 1952:40). Manen explains the relationship 

between freedom and order and students response to wards it as follows: 

An environment of high permissiveness and the almost 
complete absence of control ironically does not appear to 
contribute to the kind of development of cooperatives, 
gentleness, positive self-concept ... A highly regulated 
environment of sever rules blind obedience, imposed 
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discipline and s trong punis hment also has detrimental 
effects on the positive development of young people. 

Any attempt to a void coe rcion or punishment in fact, is advisable in 
education (Cla rizio 1981:15). Students at all levels should act to escape 
from such a versive control that negatively affects their educational 
discourse (Ibid). Even through, students are n ot literary free (If they a re 
totally free, they may go in to anarchy) from the influence of thei r 
teachers (Ibid) , it is mandatory to provide them with the opportunity to 
think, to create, to do, to make decisions , to determine the ir own course 
of action and to self-gove rnment and equality (Sorenson, 1954: I I I). 

Letting students free to go a bout promotes their performance , happiness 
and pleasure in their learning and highly reduces the pa in of a vers ive 
control (Ibid), Research indicates that a repressed s tud en t fe els less 
interested; his/ her activities are limited and, his/ her experiences are 
some how unpleasant (Ibid). Therefore, this indicates that teachers need 
to be aware of this paradox of freedom and control in their interaction 
with students. It is better for teacher to be sensitive in letting students 
to work on problems and holding them back when they go in to chaos 
(Manen, 1993:63). 

2.3.1 Teacher Freedom and Authority 

Freedom may be understood as the situation 1I1 which c hoice a nd 
initia tive can be exercised with out restraint where as authority is an in 
influence that maintains order in the life of an individual or soc iety 
(Flecher, 1961:18). However , unlimited freedom to an individual or 
group (including teachers) may lead to "egotistical, se lf-inflation or 
paranoia"(Ibid). Like wise, unlimited authority of an individual may lead 
him /her to be "slavis h , self-immolation [behaviors] or [commit] suicide" 
(Ibid). The exercise of freedom and authority without restraint in schools 
there fore, lead to a n a rchy a nd tyranny, respectively (Ibid, P: 62). 
Pedagogically, freedom stands for, free self-development of the student 
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and at the some time teachers' free exercise of their duties to influence 

the process of learning (Ibid , p.63). 

According to Biggs, to develop positive a ttitudes toward s learning, 

teachers like their students need an opportunity to explore and discover 

things. Every teacher must have the freedom and responsibilities to 

adapt a nd utilize basic principles that are compatible to his / her own 

personality and capability (Biggs, 1969 :6 ). Since' there IS difference 

between teachers and students; difference between teachers; difference 

between students a nd; since there are many ways, ideas, activities and 

patterns to utilize to meet the needs of learners , it is essentia l, to allow 

teachers to go in their own paths. Otherwise, it becomes destructive to 

the education system to make use of identica l or limited patterns of 

classroom interactions for a ll teachers in a school (Ibid). So, teachers are 

those who guide the teaching and learning process, need an environment 

that facilitates their attitudes of taking students to the center of learning, 

encouraging and assisting pupils how to inquire organize and discover 

solutions to problems (Ibid). 

The provision of freedom to teachers has the following advantages: 

I. It allows teachers to have deep understanding of the process and 

assists them to value the excitement and benefit of learning with 

out much restraint learning; 

II. It allows teacher to practice an autonomous learning in their class 

rooms and gives opportunities to discuss difficulties with other 

teacher s; and 

III . 1t assis ts teaches to increase and expand their professional 

knowledge backgrounds (Ibid). 

Research finding show that teachers especially, those successful and 

experienced one's do not want interference in their classroom decisions 

and activities (Myers, and Myers, 1995:572). They need more 

"professional freedom than people in other professions. " At the same 
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time, they have more responsibility for their pupil s (Ibid). 

In most cases , it is believed that teachers are older than the ir students 

are. Together with [academic status], this age d iffe rence gives them an 

authority that needs them to recogn ize and de mand for it (Fletcher, 

1961:65). Teachers' authori ty is a form of responsibility that the student 

grants to them to be "morally res ponsive to the values that ensure 

students well being and growth toward mature self-responsibili ty" 

(Manen, 1993:70). This indicates that the source of teacher auth ority in 

pedagogical aspects is the student him/ her self. 

Myres a nd Myres (1995:564) argue that teachers require to posses this 

authority properly to regulate the relationships with their s tudents, the 

communi ty, and the environment. This auth ority there fore, makes 

teac hers to have s ignificant influence o n the knowledge, skill, a nd 

attitudes of learners (Dalmont, 1985:50). However, teachers can only 

have such an influence over their student when it is only on the bases of 

love, affec tion, and internalization toward the student (Manen, 1993:70). 

Failure to do so or if teachers abdicate these authority and responsibility, 

they may jeopardize students success; make learning less pleasant 

(Myres and Myres, 1998:564); and more severely authority in the 

classroom may transferred to the "ignorant the egoists, the immature 

even to the sadists and then its weaker m embers can suffer badly" 

(Fletcher, 196 1:65). 

There fore, to reduce and prevent such failures of students, teachers 

must mediate the possible influence of the experie nce of the world so 

that students initiate continually to assume se lf-responsibility to their 

learning and self-responsibility to their growth and development (Manen , 

1993:50). To students, th ey mus t unders tand that to acquire the 

"painful" experience of "growing into useful, con structive and unselfish 

member of adult society"; it is an unavoidable to submit themselves to 

authorities of teachers (Fletcher, 1961:65). Generally, students must be 
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responsible for their own interest of learning and teachers are 

responsible and accountable in keeping and promoting the interests of 

student that students want to pursue (Roges, 1969:38). 

The tasks with in an educational set up should be designed in such a 

way that they prepare students for learning [during] and after school and 

help them to exercise responsibilities for effective learning (Boud, 

1982: 12). To structure and implement these educational activities 

educators argued that there must be remarkable freedoms for teachers 

and students in schools. To this end, Rogers (1969:3 2) identified two 

types of freedom in education . That is, academic freedom and autonomy 

(inner freedom). 

2.3.2 Academic Freedom 

The World Book of Encyclopedia, (1994:502) categorized academic 

freedom as a social freedom of teachers and students in educational 

institutions. Academic freedom is an external freedom of teachers and 

students that provide them full rights to implement their academic 

activities (Ibid). Academic freedom is an idea that encompasses both 

individuals and the academic institution where scholars and studen ts 

are working. Academic freedom is broadly viewed as the right of an 

individual "educator or teacher or researcher (in higher ins t itutions) to 

interpret his/her findings to communicate his conclusion with out being 

liable to any interference, attack of penalization" (Maciver, 1955:9). 

Institutionally, academic freedom is an institutional freedom in which 

staff members claimed the right to exercise their rights in serving their 

clients p,·operly (Ibid) . Academic freedom as an external freedom is 

meaningless without interior freedom (good will) of teachers or students 

(Shuster, 1967:35). That is whatever degree of rights students and 

teachers have, it is nothing unless they are internally free and motivated 

to take responsibilities and duties. 
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According to ,J oun ghin academic freedom provides certa in rights a nd 

res pons ibilities to teache rs and students at all levels of sc hool s . These 

are: 

a. Academ ic freedom gIves full rights to teachers in researc h and 

making results open to the public In publications a nd through 

other m ethods 

b . Academic freedom gIves teachers the responsibility to pe rform 

other academic activities a ppropriately 

c . Academic fre edom entitles teachers with full rights to discuss thei r 

su 'oject matte rs in the class room and 

d. Academic freedom forbids teachers to bring on controversial issues 

in to the cla ssroom unrelated to their subjects (Jounghin, 

1967:356). 

The essential attribute of academic freedom is its advocacy for a free 

inquiry and a free expression by students and teachers . J ounghin (1967) 

argues that since students are part of the school community, they have 

the right to be encouraged to enhance their own capacity for critical 

judgm ent and to work on in a well-established independent search fo r 

knowledge (Ibid). Academic freedom pushes forward that students must 

have a n autonomous learning environment with appropria te 

opportunities and conditions where they can act free ly, without restraint. 

It a lso advocates th at students have the right to make free discussion, 

inquiry, and expression in their classroom (Ibid) . 

Nevertheless, Rogers (19 69: 134) argue that, it does not seem reason a ble , 

to impose freedom on anyone who does not desire it. It s eems wise th a t , 

when students got the freedom to learn , there s hould a lso be provis ion 

for those who do not wish freedom to learn and preferred direc t lecturing 

(Ibid). That is if students are made free to learn independently there 

should a lso the freedom for those who do not desire freedom (and to 
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learn passively in a pre-determined programmed learning). 

Academic freedom of studen ts a lso emphasizes students ' evalua tion that 
must be done "on the basis of their academic perfo rmance, not on 
opinions or conducts in matters unrelated to the academic standards" 
and thei r grades must be recorded and docu mented properly. Students 
h ave the duty to exercise their rights and freedoms for learning with 
maturity and res ponsibility (p, 67). 

2.3.3 Inner Freedom (Autonomy) 

According to Wenden (1991), the increasing movement towa rd s student 
cen tered learning in the 1970s s trengthening the em phasis to foster the 
ro le of student in the process of lea rning (cited in Thanasou las, 2000: 1). 
Such shifting of attention makes the learner the center of the education 
system instead of focusing on tea ching, teachers, or the subject matter to 
be studied (Stevick, 1982, in, McCarthy, 1998:5). This in turn ra ises the 
issu e of autonomy of learners and teachers. 

2.3.3.1 Student Autonomy 

Autonomy is an inner freedom (Rogers, 1969 :32) that involves the degree 
to which a student guides his / her learning by his own good will rather, 
than by any other circumstance outside (De Crispigny, 1975:50). Holec 
(1 981) argues that autonomy is the skill or intell igence of the learner to 
take charge of his owrt lea ning (cited in Tha nasoulas, 2000: 1). Taking 
the responsibility of learning rests on learner 's moral willingness and 
his / her ra tional reasoning capacity to make choices (Ibid) in which the 
learner determines what he / she thinks and exercises that are important 
to his/ he life (Dearden, 1972, cited in Boud, 1982:22). 

To Kant (1990) autonomy is the ability of the student to make rational 
decisions a bout their choices in a non-coercive environment, freely and 
independen tly (cited in Tubbs, 2005:259-26 0) . Dam (1990) cited in 
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Thanasoulas (2000: 1) and; McGarry (1 990) cited in McCarty, (1998: 1) 

viewcd autonomy as a state in which learners are initiated to take the 

responsibility for their own work a nd to have some control in what ho\V 

and why they learn. That is to choose aims, purpose materi als. methods , 

and tasks exercise c hoices tasks and to choose c riteria for cva lu ating 

their su ccess and failures which help them to be efficient educabl e 

persons in their lives (Ibid). 

The general intention of autonomy of the lea rner in pedagogy emphasizes 

learners wi llingness to play a pro-(active) role in his / her leaning 

processe;; and learner ability in creating ideas and "availing of lea rning 

opportunities, rather than s imply reacting to various stimuli of the 

teacher"(Boun, 1988; Kohone, 1992; knowles, 1972 cited In 

Thanasoulas, 20001; Cook, 200 1:23 1) . 

Thanasoulas reiterates that autonomy is not a matter of faith or ready­

made output reserved for use or a personality trait or quality 

(Thanasoulas, 2000: 1). Rather, it is student's psychology in relation to 

th e process and content of learning (McCarthy, 1998: I) in which 

students become autonomous learner when they gain certain learn ing 

strategies, motivation, attitude and knowledge about their learning 

(Thanasoulas, 2000 :1) . Benson and Voller, (1997) proposed the 

following: 

• Autonomy IS used for conditions In which students study 

entirely on their own; 

• Autonomy is used for a n in born capacity which is suppressed 

by institution education; 

• Autonomy is used for the exercise of learners' respon sibi li ty for 

their own learning and; 

• Autonomy is used for the right of learners to determine the 

C:irection of their own learning (cited in Thanasoulas , 2000: I). 
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2.3.3.2 Teacher Autonomy 

Teachers a re taken in to account as an important ingredient of 

autonomous pedagogy in promoting inner freedom of their pupils . For 

learners ~o follow the right track to ach ieve autonomy, the teacher is part 

of the process to light out their ways . In other word s, learning 

autonomously does not mean students work in their own In isolation 

from the teac her or removes structured teaching, ra the r , it needs 

teachers ' involvement a nd support in the process (Bound, 1982:25). 

Smith viewed teac her autonomy, as a moral good will a nd ability to 

develop necessary s kills, knowledge, and attitudes to guide a n e ffec tive 

teaching (Smith 2000: 1). An autonomous teacher has the res pon s ibility 

to make appropriate decis ions and choices concerning the needs of 

his / her student a nd to launch learners in to an independent self­

directed learning (Sheerin, 1997 cited in Thanasoulas, 2000: 1). Smith 

identifies three aspects of teacher autonomy in pedagogica l practices to 

be understood . These are : 

• An autonomous teacher need to have the capacity for self­

initia ted professional activity with a strong sense of personal 

responsibility for his/her teaching, exercI s in g through 

continuous thinking, analysis and reflection: a nd cogn itive 

control of teaching process (Little, 1995, cited in Smith, 

2000: 1): 

• An autonomous teacher need to have the capacity for a self­

initiated professional development and need to aware why, 

when, where, and how pedagogical skills can be acquired in 

self-consciousness awareness for teaching itself (Tort­

Maloney, 1997cited in Smith, 2000:3) a nd; 

• An autonomous teacher needs an environment where others 

cannot check his/ her professional actions (Smith 2000: 3). 
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2.4. Ethical Principles for Teachers to facilitate Freedom 
to Learn 

Rogcrs (1969) sugges ted certain ethical principl e that teachers should 

fo llow. These a re: 

Facing real life problem 

2 Trust in huma n organism 

3 Realness/ sin cerity / 

4 En,pha tic understanding 

5 Providing with resources 

6 Use of contractual obligations and 

7 Self-evaluation 

A. Facing a Real Life Problem: To pursue se lf-initiated autonomous 

learning teachers should make students to face issues, which a re real 

meaningful a nd relevant to their lives, In th eir understandings. 

Exposu re to real problems may face resistance from students at the 

beginnin g because it m a kes them responsibl e to the ir lcarni ng. 

Gra dually however, they become highly interested in it as a n opportunity 

and "use it for beyond their expectations" (Roge rs, 1969: 130). It is 

advisable for teachers to try out to draw real problems from their 

students th at are believed to be m eaningful to the learn er and relevant to 

the subject under study (Rogers, 1969:130- 131) . 

B. Trust is Human Organism: It sh ould be understood that for an 

a u ton omous learning to take place, teach ers initially must trust the 

students being a human organism with a cons iderable potentialities. 

Teach ers need to trust capacity of the student who can develop his / her 

potentials a nd they need to provide him / her with many opportunities 

and perr. lit them to choose their own ways in their learn ing (p.114). 

However, failure to believe huma n be ing quality to develop one's 

potentiali ties, leads teachers to prepare students only for examinations, 
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lo fill students with a dosage of informa tion of their own choices. 

Accordingly, this distrusting of being a human organism lest studen ls to 

go their own mistaken ways, which might result fear, anxiety a nd even 

jeopardizes success (Ibid). 

C. Realness / Sincerity: Realness (sincerity) is the genuine quality of a 

teacher in autonomous learning characterized by absence of facade (not 

denying what h e/she is). He/she is much more seeming to be 

productive, honest, open, sharing feelings to his / her students 

appropriately, and to arrange direct personal meeting or en counter with 

students (Rogers, 1969: 106; Lehman 1981:100). Rogers said that a 

genuine teacher may face different feelings of hi s/ h er own in the process, 

but he has to manipulate it appropriately as follows: 

The teacher can be enthusiastic, he can be bored he can be 
interested in s tudents, he can be angry he can be 
sensitive, and sympathetic. Because, he accepts these 
feelings as his own he has no need to impose them on his 
students. He can like or dislike a student product with out 
implying that it is objectively good or bad or that the 
student is good or bad. He is simply expressing a feeling 
for the product, a feeling that exists within him. Thus, he 
is a [real] person to his students not a sterile tube through 
which knowledge is passed from one generation to the next 
(Rogers 1969: 106). 

Rogers is just saying that the teacher is expected to express her/his 

feelings regardless of the nature of his/her feelings / . If a teacher is 

angry, she/he can say that 'I am angry' and if he /she is happy she/he 

can say, 'I a m happy' (Lehman, 1981:100). This realness can be 

expressed without evaluating, blaming, or judging others a nd shou ld not 

be ta ken for a license to down grade student (Ibid). For th ose harsh and 

uricaring teachers whose emotional problems cause to condemn others 

and take out their anger and create frustration on students has no room 

in education (I bid). 
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D. Emphatic understanding: This IS teachers understanding of 

student's perceptions, opinions and feelings towards the process of 

learning and education system as a whole. Emphatic understanding is 

the awareness of students' reaction to learning from the inside (Clarizio, 

1985:11; Lehman, 1981:100; Rogers, 1969 :11 2). According to Rogers 

(1969: 12). emphatic understanding involves " ... [an I attitude of standing 

in other 's shoes of viewing the world through the student's eyes is al most 

un heard in the classroom" That is, teachers are expected to make an in 

depth understanding of their student's attitude to learning from inside. 

E. Providing with Resources: To promote freedom of students to learn, 

the teacher needs to organize his/her time and efforts different from the 

conventional teacher. Instead of wasting much time and resource to 

prepare lesson plans and lectures, it is better to concentrate on 

supplying learners with both human and non-human resource that are 

relevant to th e needs and physical and psychological development levels 

of students (Rogers, 1969: 13 1-132; Parrot, 1982: 135). Moreover the 

teacher can a lso make him / her a vailable to learners as a resource 

person but s h e/he must not impose him /her self on students (Rogers, 

1969:131 - 132) . 

F. Use Contractual Obligations: According to Rogers , contract is an 

open-ended agreement set by students and teachers to m ake the process 

of learning productive and effective. In this agreement students 

develop /adapt goals and plans of whatever they want to do individually, 

in -group or both. Such contract "provides a sort of transitional 

experience between complete freedom to learn whatever is of interest and 

lea rning ... whi ch is relatively free." In addition, u se of contracts helps to 

avoid "fe ar a nd apprehension" and creates a climate of a n honest free 

classroom discussion, possible (Rogers, 1969: 133). 

1. Self-Evaluation: Se lf-evolution is a mechanis m by which teache rs and 

s tudents are set / adapt/ standard s to check the status of learning 
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rcspon s ibly. He re students decide criteria important to them to eva lu atc 

their performance whethe r or not learn ing objectives a re ac hi eved 

(p.143). Th a t is , teachers a re expected to encourage student to eva luate 

and c riticize their classroom performance if they whish to do so (Appel, 

1989 :266). Appel expla ined that teaching becomes self-defeating if 

evalua ting procedures a re imposed on learners opposed to their good 

wills (Ibid) . 

2.5. Learner Development 

Since the early 1960's, proponents of the field are a dvocating the 

promotion of learner autonomy. They argue that one of the mean s that 

h elp to enhance learning to be free is developing the skills and knowledge 

of learners (Sincla ir 1999:310). Different scholars named learner 

development as learn er training, learn to learn and learn how to learn 

(I bid). 

Holec (1985) stated that learner development is instruction of studen ts to 

adapt strategies that enable him / her to perform different activities in 

best and simplified way to developed his/her whole personality (cited in 

lake 1997:170). Ellis and Sinclaire (1989 cited in Lake, 1997:170) 

viewed learner development as assisting the student to consider the 

f'3.c tors that affect their learning and discovering learning strategies that 

suit them best. Dickinson (1 987) expla ins th at learn development is 

something that involves primarily "developing knowledge about one self 

as a learner , Second of pla nning and third of discovering and then using 

appropriate and preferred s trategies (cited in Sinclaire, 1999 :315) . 

The above-mentioned conceptions of learner development emphasis on 

acquired knowledge and skills of students by which learne rs can 

understand and internalize the experiences of their worlds. To thi s end , 

Rogers h as summarized the importance of learner development as 

follows: 
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The only man who is educated is the man who has learned 
how to learn the man who has learned how to adapt and 
change the man who has realized that no knowledge is 
secured that only the process of seeking know/edge gives a 
base for security (Rogers, 1969: 104). 

The goal of learner development is to inform students the necessary 

skills , st .. ategies, knowled ge a nd self-in struction mecha nism s that help 

them to be responsible in making and implementing decision a nd to 

formulate learning objectives to know what to learn that fit their own 

changing needs and, to evaluate the effectiveness of their lea rning (Lake, 

1982: 170-171; Dickinson, 1992 cited in McCar ty, 1998: 1). 

The assumption that the incorporation of the idea of learner development 

in a formal school classroom interac tion progra ms is for one reason, it is 

believed that the individua l student may learn in various ways a nd a pply 

several d ifferent learning m ethod s. For another, it is believed tha t the 

more instructed students abou t how to learn things and acquire 

knowledge , skills, and attitudes "the more effective they will be m a naging 

their own learning" (Sincla ir, 1999:322-323). 

The whole process of learner developmen t is therefore to make the 

student on his/her own righ t path for a self-initiated learning a nd for 

se lf-re liance . However, this does not mean that the teac her, at a ll times 

d ictates the process and imposes his / her c hoices. Instead, teachers 

p lay, partly, in leading learners and providing inputs and a lternative 

means that might be u sed by learners (Ibid). In any case , it is up to the 

learner to decide the m ethods that suits best (Ibid) . 

2.6. Shifting from Teaching to Learning 

In these days, th e major concern of educators is to make school life easy 

a nd attractive for learner s so that they become more initiated in their 

learning. Lambert and McCombs (1998) point out that learning becomes 
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fruitful ",hen the student actively involves in constructing his / her own 
knowledge and understanding by creating relation to previously 
developed knowledge and learned experiences (cited in Yalew, 2004: 19). 
However, if students have limited participation in learning, their 
dependency on teachers becomes high and lia ble to external con trol 
(Glynn, 1984, cited in Amare, 200 1:68-69), which may diminish their 
academic initiation and success (p .67). This in turn makes the 
interaction process simple imparting of a series of information from the 
teachers to students, which IS less worthy value for personal 
development in education . 

It was observed that "course of study, specific textbooks, standard report 
cards, extern a l examination s and iron curtain of subject specialization" 
imposed mainly by authorities who have no direct contact with students 
are "insurmountable barriers" to create a kind of class room where 
students can fully involve in learning (Biggs, 1969:3). More over the 
existing traditional classrooms in many schools are n ot arranged for the 
purpose to promote freedom and responsibility of students to learn (Ibid). 
Therefore, even though the re a re problems it is essential to organize the 
school system that assures and appropriate and attainable climate to 
student to learn instead of for teachers to teach (Ibid). Dienes (no date) 
in Biggs said that creating such classroom environment requires a shift 
from "teaching to learnin g; from our experience to the children's; [andJ 
our world to children's world" (Ibid). 

The ch ange of focus of attention from teaching to leaning according to 
Biggs h as the following advantages . These are : 

a. It makes learners free to think for themselves; 
b. It provides favora ble moment for students to d iscover the order 

patterns and relation s that exist in the m a n -made and natural 
world and; 

c. It educates students to acquire the necessary skills, attitudes, and 
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knowledge (Ibid). 

This shift of emphasis has profound implications to the works of 

teachers and students to think for them to challenge a nd to be aware 

of environmental possibilities that facilitate learning. If teachers are 

to spark learners' imagination, they need first rekindle themselves to 

adapt to the changes and lead the characteristics of students ' 

curiosity and desire to learn (Ibid) . On the other hand students need 

to understand that teachers cannot give them knowledge but only 

informd.tion and data that knowledge is only developed through 

thinking and processing of data with in the mind of learners 

(Areglado, 1996; 27). 

Psychologist point out that prOV1SlOn of vanes stimuli to studenls to 

improve their learning and help them to generate flexible attitudes (Ibid). 

Pestalozzi and UNESCO (no date) suggest that involvement of more 

senses of learners (hearing, seeing and touching) in the process is 

significant to produce an efficient learning out comes (Biggs, 1969:4). 

UNESCO (no date) especially confirmed that "if a student only hears but 

does not see he does not learn. If he can touch as well as hear and see, 

he will lea rn more soundly" (Ibid). In other wards, lack of variety and 

poor quality of stimulation may result in deprivation of education (Ibid). 

Thus, the concern for promotion of learning requires an education 

systems that has a free environment where students can create related 

analyze and synthesize knowledge and encourage their curiosity and 

engender the interest to learn (Ibid). The school en vironment should 

favor and translate learner centered programs and learning expericnces 

that would meet the needs of the individual learner and; teachers and 

concerned stakeholders should use their knowledge of "biology 

psychology and education" to change the situation which facilita tes 

learn ing instead of teaching (Ibid) 
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2.7. Objections against Freedom to Learn 

Cornwall mentioned eigh t objections against freedom to learn .. These are : 
I. Left to them, students would work a t a low level and standards 

would drop 
2. Students a re not capable of working independently. This objection 

is usually based the assumption that students lack the basic skills 
and knowledge from which to begin to wok independently 

3. It is more efficient and much quicker to use teacher-directed 
leal ning than to a llow students to find out for them 

4. In a highly stru ctured subject it is essential th at students be given 
a firm foundation of basic fac ts on which they can build 

5. Students do not know what they ought to s tudy 
6. Most students prefer to be taught 

7. Teach er cannot properly assess flexibi lity, adaptability, and other 
such qualities (Cornwall, 1982 : 198-203). 

2.8. Constraints that Affect Freedom to Learn 

I. Philosophical Orientation of Teachers 

Enhancing or blocking of freedom to learn IS partly influenced by 
epistemological orientation of teachers. If teach ers advocate the 
positivists ' philosophy that a teacher is the source of knowledge and 
knows best and the student is assumed as an empty receptacle to be 
filled with facts , it is impossible to facilita te independent learnin g. Such 
an activity accord ing to Friere (1972:54) is a practice of domination of the 
learne r by the teacher by virtue of power. The positivists' assumption of 
knowledge exists separately independent of the learners' perception, 
make the students' passive listeners who need to absorb or memorize 
highly s implified information for the purpose of repetition (Miller and 
Brewer, L003:236). However, humanists criticize positivist assumption 
of rote lea rning as dehumanization of s tudents and they a dvocate an 
opposite epis temology that is, constructivism. 
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The huma nist referred constructivism as their base for knowledge claim. 

Humanists argue that, the learner constructed knowledge through a n 

active and free interaction with the environment he/ she s ituated (Rogers , 

1969 :152). This interaction helps the learner to understand and 

in te rpret his / her experiences (Ibid). To humanists the world is not seen 

as be ing made up of fixed facts; instead, it is unstable depending up on 

the interpretation of the learner or observer (Miller a nd Brewe r, 2003:41 ). 

Learning to humanists is, learner's free interac tion with the world 

around his/her to understand, think, make linkage, interpreter, draw 

conclusions a nd communicate about what he / she is learning not to 

memorize and repeat facts accurately (Rogers, 1969:93). A humanist 

teacher ;s there fore expected to facilitate this interactive learning of 

students not pass down information from generation to gen eration (p .5). 

II. Teachers' Abrogation of Authority and Responsibility 

Freedom to learn cannot be developed if teachers deny the ir authority 

anrl respons ibili ty to influence lea rning (Baud , 1982:28). Boud argued 

that it might be difficult to imagine teachers who a re not ini t iated in their 

own work environment being able to effectively assist students who are 

trying to m ake decisions of their own (Ibid). This fa ilure to exercise 

authority a nd responsibility m ay lead to improper a pplication of extrinsic 

reward s a nd incentives to students' performa n ce (Ibid: 25). If students 

are judged a nd rewarded on grounds , which h as no re levance to the 

goals of learning, it may block the effort to develop learner freedom hence 

independent learning and students themselves will be d iscouraged (Ibid). 

Boud added th a t if teachers a re not free, they are not best faci lita tors of 

freedom to learn (Ibid; 25). 
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III. Lack of Necessary Resources 

Unavai la bility of the necessary human and non-huma n resources has a 

s ignificant impact on freedom to learn. Instructional materials; 

committed and qualified teachers are highly needed to implement 

learning in freedom. Nevertheless, if these resources a re not fu lfilled 

with the required quantity and qua lity, the attempt to develop learner 

freedom .night be aborted (Rogers, 1969:131-132, Perrot, 1982 :135) . 
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CHAPTER THREE 

METHODOLOGY 

Methodology implies an approach th at has set of rules a nd procedures 
that govern the resea rch and give the stru cture of inquiry to draw 
conclus ions from the evidence at h and (Miller and Brewer, 2003 : 192; 
Walker, 1996:99). These rules a nd procedu res are u sed to evaluate a nd 
pass judgments a boutthe qua lity of the work in the field (Ibid). 

A qualitative approach is used to underta ke this research . The rationale 
for selecting qualitative resea rch pa radigm is that a dvoca tes of it argued 
that an individua l is a n active creature having feelings, meanings, and 
intentions in accordance with the environment he / she lived in and he 
has the capacity to create his own realties (La ws , 2003 :27). The 
advocates claimed that r eality is partly con s tructed by the natives 
(participants) not by the categorie s constructed by the researcher, 
(*which is the knowledge claim of quantitative researchers) who believed 
that real ity exists outside the human mind (Ibid). Qualitative research 
proponents proposed that "background assumptions a bout people and 
s ituations ; the ta ken for granted aspects of people 's live and the hidden 
issues" should be brought to fore to be viewed in the eyes of the public in 
a relatively safe way (Ibid). 

According to Flick (2002) and Walker (2003), qualitative approach helps 
to view the participants understanding of rea lity; their socio-cultural 
knowledge and to bring their tacit knowledge to light (Flick, 2002:6; 
Walker , 2003: 100). In addition, Flick (2002 :6 ) s tated tha t qualitative 
approach makes the resea rcher and the research flexible in improving 
and redesigning research objectives, research questions a nd method s of 
data gathering, sampling, data a na lysis, a nd other bodies of the study. 
Thu s, for the a forementioned reasons, qual itative approach was preferred 
than quantitative one in order to have a deep u ndcrstanding of lhe 
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phenomenon under study. 

3.1. Research Design 

A descriptive case study was employed for this inves tigation in view of 

unders tanding the pedagogical a pproach in the context of freedom of 

students to learn. Case study helps to make a deta iled exploration about 

a single case rather than making general explanations about a 

population (Hassey, 1999:24-25). Case study focuses on a few cases and 

ma ny factors of the subject to be studied (p. 24). It is possible to have 

intensive description for a single contemporary phenomenon with in its 

real life context. The study focused on FGSS's human and non-human 

factors, which had direct and indirect links to freedom to learn that 

en han ce or inhibit it . 

3.2. Sources of Data 

The sources of information for the study were teachers, s tudents, 

principals, guards , Librarian, other government officials, parents, 

classrooms, and docum ents. 

• Teachers: Since teachers a re one of the important elements of the 

teaching learning process, their experiences a re used as a useful 

source for the study. 

• Students: Students were taken as one source of da ta to furnish 

importa nt information pertaining to their freedom to lea rn 

• Principals: s ince principa ls are responsible to the academic a nd 

non-administrative activities, they were used as source of data. 

• School Guards: Guards had a direct li nk with studen ts. They 

were expec ted to m aintain disciplinary prob lems in the school. 

Thus, they were one source of data for the research . 

• Librarian: Library is the m ajor fac tor th at helps to foster free 

learn ing. To get valid da ta about s tudents' attac hment to it, the 

librarian was interviewed. 
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• Government Officials and Parents: Government a uthorities and 
parents who had re lations with students were oth er sources of 
data. 

• Classrooms: Classrooms were the maJ or areas where the 
instructional activities took place , were on e sources of data. 
Documents: Valuable documents were used to supply data to the 
research. 

3.3. Data Gathering Tools 

The intended information for this study was obtained through inte rview, 
observation, and document analysis. 

1. Interview 

Interviews were the pnmary data-collecting tool in this study. To get 
detailed information from research participants about the overall 
condition of freedom of stu dents to learn, in-depth interviews were 
undertaken using unstructured and semi structured interviews. The 
process of in terviewing was supported by a udio-equipment (ta pe­
recorder) to minimize lose of in formation. To minimize risk and increase 
confidentiality pseudonymous names were used to a ll participan ts . 

2. Observation 

Observation was th e second data-collecting too l. Observa tion was used 
to obtain a fi rst hand account of the situation and to give mea nings of 
what is interviewed in terms of what is observed. Observation was 
employed to obtain in formation of th e context in which events occur a nd 
enable to see things that participants are not aware of or that they are 
unwilling to discuss . To ge t such valuable data, the researcher s tayed a t 
the research s ite for more than 90 days. As a n observer , the researcher 
watch ed what the participants do; listened to what they said a nd interact 
with them to get the required information. 
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3.4 Sampling Technique 

Sampling in qualitative research is conceptually different from survey . It 
is not sampling for representation a nd gene ra lization to the universe , 
which follows the procedure of probability. Sampling in this research is 
purposeful that seeks highly informed informants . A total of twenty five 
participants were selected and among them eleven teachers (eight males 
and three females), nine students (five males and four females), one 
principal, one librarian, one school guard, h ead of Dega Damot Wereda 

-A.drninistrative Office a nd the head of Dega Damot Wereda Police Office . 
Accordingly, the researche r chose some sections from grade 9 and grade 
10 based on students' cooperativeness and concern for their learning. 
This selection was done based on the witness of homeroom teachers, unit 
leaders, principals, and students themselves of the school. This was also 
a pplied to the selection of student informants to the interview. Teacher 
participants were selected based on the criteria of their wi lli ngness, 
concern, responsibility, and roles they played . 

3.5. Data Analysis 

According to Bogdan and Patton (1982) qualitative data a nalysis involves 
breaking the data in to manageable units, synthesize it, searching for 
patterns, discovering what is important and what is to be learned and 
deciding what the researcher will te ll to the rea der (cited in Hoepil , 
2006:no page). Th e data obtained through interview, observation, and 
document analysis are discerned, examined, triangulated, and 
interpreted in to meaningful pattern s and themes. 

Analysis of the data began with the id entifi cation/coding of th e mes 
emerging from the raw data. The mass of data were reduced in to some 
how m eaningful reconfiguration by se lecti ng, focu s ing, simplifying and 
tra nsforming it from written fi eld notes a nd transcriptions of recorded 
cassettes . The reduced data are combin ed and organ ized a nd displayed 
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in narrative form that permits to draw conclusions. To increase 

confiden tiali ty of participants, pseudonymous n ames were used . 

3.5 The Rationale for Selecting the Research Site 

The rational for selecting Feres Bet General Secondary School as the site 

for this research was due to my personal experien ces of bein g a native to 

Feres Bet. I was born and completed my primary a nd secondary 

education there. After I graduated from Addis Ababa Univers ity, I taught 

hi story for th ree months . After I left teaching a nd joined Dega Damot 

Wereda's Education Office, I had a direct contact with th is school ror 

administrative and academic purposes (to provide supervis ion se rvices). 

Moreover , there were my friends who taught th ere, which c reated an easy 

communication with the other teachers. On the s tudents' side, since I am 

a native of the Wereda, I was not a stranger to most of them . Some of the 

students were my relatives and neighbors . All these factors have 

facilitated the researcher's entry and access to the s ite and thereby 

develop my confidentiality. In fact , these closeness and a ffiliation with 

the sch ool community highly helped me to go deep in to the phenomenon 

without difficulty. 

The rease n for including students from Grades 9 and 10, in this research 

was that I tau ght history and civic education subjects in these grade 

levels for abou t three years in government secondary schools in difrerent 

a reas in cluding F'BGSS. This teaching experience helped th e investiga tor 

to have som e gen eral understanding about the behav iors of these 

students at these levels and in deed, it was helpfu l to m e to have a n easy 

interaction with these students. 
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CHAPTER FOUR 

DATA ANALYSIS AND INTERPRETATION 

This chanter involves the general background of the research setting; 

history, physica l a nd social conditions FGSS. The data obtained were 

a lso analyzed, interpreted, and presented in the form of n a rration. 

4.1. Description of the Research Site 

4.1.1. Brief History of Feres Bet General Secondary School 

Feres Bet General Secondary School (FGSS) is situated at the town of 

Feres Bet, which is the administra tive center of Dega Damot Wereda. 

Ferest Bet is found In the Amhara Regional State under the 

administrative Zone of West Gojjam, located southeast of Bahir Dar a t a 

distance of 266 km and 401 km away from Addis Ababa. The town is 

one of the "less developed" towns of the Region, which has very poor 

infrastructures. There are a problems of transportation; lack of 24 hou r 

electric powcr service, absence of automatic telecommunication, shorLage 

of pure water, poor health service, etc . 

Feres Bet General Secondary School was establis h ed in 1983 to provide 

academic services to those students of Dega Damot and near by Weredas 

who completed their primary education. The school was established by 

the ini tiative of some individuals worked in government offices and by 

high puhlic demand and pressure for secondary education. Since its 

founda tion , the school was named and renamed for several times. At its 

beginning it was called Feres Bet Junior and Senior Secondary School 

having grade levels from 7 - 12. Following the downfall of the Dergue 

regime, it was named as Feres Bet senior secondary school by separa tin g 

the junior one (grades 7 -8) from it, in 1996 . Th e introduction of the new 

Education and Tra inin g Policy of the country in 1994 has cerLain 
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structural effects on primary and secondary schools. As a result, the 

level of the school was reduced to first cycle secondary school and 

became Feres Bet General Secondary School having only two grade levels 

(9 and 10) by the year 2001. By September 2006, Amhara Regional 

Education Bureau opened second cycle secondary school (lland 12) in 

the sam e campus and now becomes Feres Bet General and Higher 

Education Preparatory secondary school. Since the study focused on 

grades 9 and 10 and for sake of convenience, I used the former name 

that is, Feres Bet General Secondary School. 

4.1.2 Physical set up of the School 

The school has an extended area of land and a lmost half of it was 

covered with eucalyptus trees (u sed for construction and m aintenance 

purposes and partly as a source of income to run academic and 

administrative machineries). The school has volleyball and basketball 

fields. In the surrounding of the school, there are 23 blocks of buildings. 

For instructional purposes of (grade 9 and 10),22 classrooms are used in 

double shifts . There were 2 1 sections in grade 10 having an average of 

88 students in each and in grade 9, there were 22 sections having an 

average of 87 students in each section. 

The physical appearances of classroom s were less attractive, dark, and 

its Ooor covers (made from bamboo) were worn out. Floors a re filled with 

dust particles that a re harmful to the health of students. Classrooms for 

grade 9 particularly were uncomfortable and had rough, clumsy, and 

broken cha irs and tables that collapsed immediately following students 

leaving it (standing up). The seating arrangement was in rows where, all 

s tudents faced th e blackboard a nd it was highly crowded. In some 

classes of grade 9, there were no rows and columns; students sat in any 

order facing the teacher. It was impossible for the teacher to check and 

supervise students if she / h e wanted. The school had a laboratory (non 

fun ctional) , pedagogical center (non -fun ctional), library, a nd conference 
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hall and computer laboratory rooms. For administrative purposes, there 

were four rooms; two for store; one for the school's HIV / AIDS and Red 

Cross club; one for school guards and two toilet rooms (that ' serve only 

teachers and male students). There were 41 rooms constructed for the 

purpose of implementing preparatory education although, its 

construction was not finalized. The Amhara Regional State Education 

Bureau was also building eight additional rooms in the school that were 

expected to give services by the September 2007. 

The school had a very poor sanitation. At any Corner of its 

surroundings, scattered distributed animal dung was very common. The 

vegetation areas were also filled with human excretes. The researcher 

observed cows, oxen, sheep, and some how horses were grazing in the 

compound from down to desk. I observed also particularly, at break 

times, students were urinating around bushes and trees. 

4.1.3 Social Conditions of the School 

When we see the human assets, 86 academic and non-academic staff 

members gave services for both the general and preparatory secondary 

school programs. These groups of people had different educational 

backgrounds that ranged from grade 10 (who were school guards) up to 

first-degree holders. The January 2007 statistics of the school indicates 

that, there were 29 male and 8 female college diploma holders; and 18 

male first-de gree holder teachers who taught in grades 9 and 10. 

They had diverse experiences in teaching that ranged less than one year 

up to 12 years and more. Out of the 37 d iploma teachers, 16 males and 

6 females were currently studying for their degrees in the summer in­

service training program of Bahir Dar University. For the second cycle, 

there were 17 male teach ers, a mong them 16 were bachelor degree 

holders and the other one was a diploma holder, who was currently 

studying for his first degree in the summer in service training program of 

Bahir Dar University . Those staff members who serve in administrative 
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positions were totally 15. Among them, there were 3 m a le principals that 

had first degrees and of which 2 were deputies. The rest 5 were females 

and seven were m a les who were grade 12 completes h ad responsibilities 

in financial , secreta rial, guarding and other administrative activities in 

the sch ool. Here , one thing that needs to be clear was that some 

teachers tau gh t in both the firs t and the second cycle grade levels. 

FGSS ha d a total number of 3756 s tudents enrolled in .the school. In 

grade levels , th e enrolment is shown below in the table: 

Table 1, Student enrolment at FBGSS: 

Number of Students in 

Grade Levels Sex Tota l 

Ma le Female 

Grade 9 1164 738 1902 

Grade 10 1210 644 1854 

Grade 11 383 258 641 

Total 2757 1640 4497 

'fherefore, tablel indicate that the total enrolment in the school is 4497, 

which might be difficult to m a nage. 

4 . 1.4. Vision, Mission, and Goals of Feres Bet General 
Secondary School 

Behi nd the m a in gate of the school (to the right side) vis ion , miss ion a nd 

goals were dis played on a s hee t of iron written in English language. 

Even though som e of its ch aracters were scratch ed and diffi cul t to read, 

it is d isplayed as follow s. 

Vision 

1. The school is very a mbitious to create generations wh o a re initiated 

enough in their kn owled ge, a ttitude and s kill. 
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Mission 

1. Taving s tudents to their fullest intellectual potentia l 

2. The provision of thorough and systematic intellectual training In 

the fundamental discipline 

3. Developing the pursuits of academic exce llence 

Goals 

1. Increasing students academic achievement according to their 

a bility 

2 . Developing a spirit of co-operation among pupils and staff 

3. Increasing promotion rate of students by 10 percent 

4. Motivating the staff and the students by using different 

mech anisms. 

For an external observer the school had these vision mission and goals 

but the principal of the school fictitiously, Tizazu Beshah reported that 

these things were n on -functional and the school had other vis ions 

mission and goals . However, these new ones were not visible any where 

even in my interview with him, he never clearly stated them . The rest 

principals and teachers claimed that the vision, mission, and goals were 

those described above and until now there were no others . 

4.1.5. Ethical Principles and Civic and Ethical Values 

Ethica l principles and civic and ethical values were di splayed separately, next to the right 

of vision, mission and Goals of the school. They were written in Amharic language and 

.it.s translation reads li ke this. 

12 Ethical Principles 

I . Honesty 

2. Loyalty 
, Transparency ). 

4. Confidentiality 
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5, Respon s iveness 

6, Accounta bility 

7, Working to community interest 

8, Exercising legal Authority 

9, Impartiality 

10, Respect the Law 

11 , Serving the Society 

12, Leadership 

11 Civic and Ethical Values 

1, Building Democratic sys tem 

2, The rule of law 

3, Equality 

4, Justice 

5, Patriotism 

6 , Responsibility 

7, Industriousness 

8, Self- reliance 

9, Active community Pa rticipa tion 

10, The pursuit of wisdom 

11, Saving 

43 



4.2 Participants Understanding of Freedom as an 
Inviolate Right 

Different thinkers viewed freedom from different a ngles of life experience 

of huma n beings, from political, economic, and social aspects. Similarly, 

my research participants understood freedom from its pedagogica l aspect 

in various ways . For instance, a student participant fictitiously, Hilien a 

Misikir, conceptualized freedom in terms of learning without viol at ion o r 

he r huma n and democra tic rights . In her words: 

To me, freedom is learning without violation of my 
human and democratic rights by my teachers, friends, 
parents, and other individual. 

She claimed that she felt free when she was not forced to do something 

without her will a nd she needed those people who had direct and indirect 

CO'1tact with her to understand and accept her feelings otherwise, her 

academic success might be at risk. Hiliena explained that starting from 

her primary school at Grade 1 until now (Grade 10), she observed people 

who committed or suffered physical and psychological attacks of one 

against the other both in and out side the school: parents again s t the ir 

sons and daughters; teachers against their students; students against 

students etc. She wishes a ll these things to be changed. 

In the s <..me way, a student participant fictitiously, Befirdu Dagnachew 

viewed freedom as a cooperative life having rights and respon sibiliti es 

that one had to deserve and exercise respectively. He said: 

No one is born to be forced to go in a certain direction by 
mere decis ion of an outside body. At the same time no one 
is created fully self-sufficient that did not need any 
support. 

He asserted, "Freedom is living in cooperation built on the willingness of 

individuals ." Teachers need to work with students and students need to 

work with teachers and stud ents need to fee l re sponsible ror th eir 

education . 



Participant Students fictitious ly, Tigis t Teshager a nd As h e bir Be ha ilu , 

understood freedom as learning with out demoraliza tion and labor 

abuse. They explained tha t for various reasons , students we re 

demora lized by the unethica l activities of teachers (will be discu ssed 

later) . In addition, they reported that, "the government claimed that 

students should not do forced labor but we [students] are obliged to do so." 

Another student fictitiously, Kibrua Yitebeqe mentioned that those 

students who failed to do their home works and committed other 

disciplinary problems were made to carry pieces of woods, dig the 

ground, or clean school surroundings as a punishment for their 

misbehavior. 

I witnessed that one day I saw Grade 10 students who carried and 

trans ported heavy long pieces of eucalyptus woods to an individua l's 

house that was neither a teacher nor s ta ff member of the sc hoo!. In the 

mean time, I heard students who were angry by the decision of those 

individuals that made them do so against their wills. All my student 

participants reported that demoralization and labor abuse were common 

practices in the school. 

4.3 Participants View of Freedom as Equality 

Kibrua, a student participant conceptualized freedom 111 · terms of 

teachers' methodological treatment of the subject matter and students' 

interest. To her, "freedom is equ al treatment of individual and group 

interests." She said that in her classroom, the major focuses and 

attentions of teachers were those gifted lea rners while the rest group 

members were ignored or dominated by a few. Teachers did not exac tly 

fc lt the dominance of minori t ies ' in teres t a t th e expense of majorities . 

She explained tha t, "students are oppressed by s tudents." That is durin g 

lectures, high achieving s tudents respond by saying "Yes !" "Yah! " "Ok!" 

a nd showed gestures, and nodded the ir heads to indicate that they were 

commun icating with teach ers . At this time , teachers wrongly perceive 
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that all ~[Udents understood the subject matter and they progressed to 

the next portion of the lesson. There were a lso teachers who ignored 

medium and low achieving students out of the domain as "lazy" who had 

less contribu tion to the process of teaching and learning. 

However, in light of students' treatment, Manen has a different argument 

that a teacher should not choose his or her students like a friend or a 

lover or develop bond with some students (Manen, 1993:66). Instead, 

teachers need to treat students with love and care as they appear in 

classes and help them to develop identity, character, and se lfhood (Ibid) . 

Kibirua asserted that outstanding learners easily benefited from 

classroom d iscussion, but to cater for the needs of medium and low 

achieving students, teachers should create other learning environments 

such as tutoria l programs. 

On the other hand , student participant fictitiously Chirotaw Kefale 

viewed freedom from psychological perspectives of learner s. In his 

understanding, "freedom means expressing ideas and beliefs without fear, 

anxiety, and frustrat ion and struggling to develop confidence." He 

attempted to u nderstand freedom in terms of classroom learning 

activities, in which the m ajority of students in the class were passive 

learners who did n ot say anything throughout the day d uring 

instruction. Hi s justification was partly because of stude nts' fear o f 

making mista kes in front of their friends a nd teachers in the class. 

Chirotaw recommended that to reduce such kind of psychological 

problem students should be aware of equality of human beings . What 

makes the difference between students is their devotion to learning and 

the amount of time they invested. 

Student participant fictitiously, Nestanet Bilelign, on the other hand 

defined freedom in terms of freeing oneself from unnecessary addictions. 

He said , "Freedom is freeing one self from any form of addictions such as, 
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drinking, smoking, chewing chat etc." He added, "These men tioned 

behavior s were very challenging to life in terms of h ealth a nd in ful fil lin g 

one 's d uties and respon s ibili ties, appropriately." If a student had such 

kind of behaviors, he might not attend classes properly. S in ce most of 

the students in the school including him were dependent a nd came from 

poor fa milies, they could not afford it financially. Addiction th us 

becomes a danger to students that might make them ineffective as re su lt 

became hopeless to forth-coming life s ituations . Hence , th ey develop a 

feeling of inferiority. 

Teach er participants sh ared a s imilar understa nding among themselves 

a bou t freedom in rela tion to teaching and learning. They viewed freedom 

as the rights of students to raise doubts and ask questions in and out 

s ide the classroom and, teachers ' responsibilitie s to listen , accept, and 

solve students ' problems. However , in practical a pplication of learn ing to 

be free Ley had two different ideas. Some a rgued that students in the 

school were learning freely an d equally a nd the othe r group cla imed that 

students were n ot learning freely and trea ted equa lly . 

Those who m entioned that students were learning freely and equally 

a rgued, "Every student is allowed the chance to raise the ir problems in 

classroom discussions and could be clear of with it." Th ey gave a n 

example to justify their a rgument as students were observed 111 

compa ring one teach er from another in terms of academic competency 

a nd inviting the competen t one to teach a nd prohibiting the incompetent 

one from entering th ei r classes . They h old thi s students' act of choosing 

effective teach ers from the less efficient as a major student practice of 

freedom. These group of pa rt ic ipan t teachers a lso understood freed om in 

te rm s of rights of learners co ming to sch ool, s itt ing in the class, a nd 

going back to home at the end of the day. Nevertheless, they did not 

me11lion th e necessary quali ties that ma de learners free from the in s ide. 

That is, they emphasized only external freedom of s tudents but ignored 
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inner freedom of learners. 

The other group of teachers' participants argued that for various reasons 

students were not free to learn and equally treated. Teacher participant 

fictitiously, Mintesnot Fekadu, believed that the provision of freedom is 

extremely valuable for self-development of learners and laying the 

foundation for the development of self-actualization in their later 

adulthood. However, the problem was that teachers were not working 

responsibly to enhance freedom to learn. Teachers are expected to 

exercise meaningful academic activities that are relevant to the learne r. 

It seems that they gave little attention to the teaching learning process. 

Teachers' efforts to benefit learners in accordance with their needs were 

limited. In addition, it seems for teachers that they were working only for 

gifted learners the rest medium and lower learner were either ignored or 

left unfit to learning. 

[n addition, Mintesnot said that students did not have in-depth 

understanding of their freedom to learn. Students preferred dependence 

on the teacher and disliked those teachers who encouraged them to learn 

freely and responsibly. They were full of complains to do hard work. In 

his words: 

... 1 attempted to make students learn freely and 
responsibly either peacefully or through threatening them 
that they would lose some marks if they failed to do tasks 
and actively participate in class discussions. Nevertheless, 
1 am not effective in all my works. Students lacked 
willingness and the courage to learn with interest. 

Mintesnot added that there were a lso teachers who were careless and 

non -responsive to their professional ethics. Moreover, poor instructional 

material supply was an obstacle to practice freedom to learn. As a 

result, h e concluded that because of the prevalence of these major and 

other minor problems "it is impossible to claim that students lean freely. " 
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4.4. Freedom as a Free Access to School Resources 

Nestanet a student participant viewed freedom in terms of learning with 

qualified teach ers a nd; free access to school instructional and other 

mate rialf> of the school. He said , 'freedom is learning with qualified 

teache rs with fu ll school facilities such as library, laboratory, textbooks, 

classrooms, desks and other necessary inputs. " Nestanet reported that 

the major obstacle to learning in freedom was lack of sufficient amount 

and quality of huma n and n on-human resources in the school. Like 

him, other pa rticipants agreed to the idea of poor supply and availa bility 

of inputs in the sch ool. Participa n ts explained that library student 

textbooks laboratory and broke of transmission of satellite television 

ins truction were the major problems that affect their independent 

learning negatively. 

The library of the school h ad some outdated books a nd question pa pers 

of n a tiona l exams displayed on shelves . These books h a d a lmost no 

value to the teaching learning activities except for s tatistics purpose to 

report it as there a re these numbers of books in the reading room a 

teacher pa rticipant fictitious ly, Tihitena Muiluneh, said. Its a rea was so 

smail tha t it might not exceed a medium size ins tructional classroom. It 

had only 60 chairs that were expected to serve a population of 4461 

students and teach ers , exclu ding those library users who came from 

outside . I interviewed the school librarian fictitiously, Bedilua Digafu , 

how the library could a fford services to this la rge population. She 

expla inec with a saddened fac e that when there were la rge numbers of 

users , students had only 30 minutes to stay in it a nd must leave the 

space to the next group of readers and to staff m embers and visiting 

reade rs . She added th ere was no ti m e limitation for teachers a lthough 

mostly they do n ot use it, as they preferred to borrow books and read at 

their respective homes. 

S tudent participants complained that In add ition to poor h oldings, the 

49 



working hours of the library were short . The librarian provided poor 

service to clien ts , inclu d ing ha rassmen t «;J'l7D'1'T""'1t1)~:: » Kibirua 

studen t pa rticipa n t said that she cam e to school for several days to read 

in her free times but there was n o times that s h e was su ccessful. Degu 

Alemayehu,teach er participant, ela bora ted th e s itu a tion as: 

"Because of poor service of the library and absence of 
public library, s tudents were seen sitting and reading 
under the tree and others were wasting their sp are times 
wondering here and there gambling, playing jitney and 
BIlliard. " 

Bedilua, a pa rtic ipan t libertarian, accepted the t ruth o f Kibrua's idea . 

She said tha t becau se of pe rsona l health problem the li brary wa s 

inaccessible to clien ts when she got s ick. I observed the li brary was 

closed for a wee k (on the fourth week of May, 2007) a n d in some workin g 

days; it was opened m ost of the time la te. 

Participa nts also asser ted that scarcity of s tudent's textbook was a nother 

headach e to the teaching a nd learning process. There were a bout 17-20 

textbooks on the average in each section for students of 8 5 or 90 . Since 

th ese b00ks were d is tributed on lottery system s tudents were una ble to 

u se textbooks free ly at any time they went. Participant teachers 

described tha t due to shortage of textbooks, they were in trou b le to 

enforce s tuden ts to do academic tasks (hom e works a nd assignmen ts). 

The scarcity of textbooks was c reated becau se of prin t in g a nd de live ry 

delay from th e Amhara Regional Education Bureau. 

Stu dents indicated th at there was a m ischief in d istributing textbooks to 

studen ts. Those stu den ts who had relatives a n d close links with staff 

members got som e extra textbooks from the sch ool store. One of 

pa r ticipan t s tudents Kibrua explained that sh e h ad a n extra English 

textbook throu gh her sister (staff member). In addition, other stu dents 

got additional textbooks like her through affil iation. 
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Finally, a student participant, Ashebir declared on behalf of students 
"students need freedom and independence but the school system in 
general and teachers in particular were oppressing us, mentally and 
physically and our voice for liberation is aborted. " 

4.5 Participants View of Inner Freedom 

Dearden (1972) believed that a student or a teacher is said to be 
internally free when he/she thinks and makes determination at least in 
important areas of his / her life (cited in Boud, 1982). This personal 
thinking and determination IS possible by bearing relevant 
considerations in the activities of m ind such as choosing, deciding, 
deliberating, reflecting, planning, and judging (Ibid). 

Research participants' understandings of inner freedom go with the 
ideas of intellectuals. They reported that inner freedom in education is a 
personal motive. It is the attempt to learn independently with personal 
decisions without external compUlsion or impulsion of senses to get 
some material interest. Chirotaw,a student participant asserted that he 
was internally ambitious to learning. That is why he had dropped out of 
th e traditional church education and joined secular education. In his 
secondary school education, he said, "[ am responsible to my leaming 
more than any body e lse. [attempt to perform academic requirements 
with less teacher pressure." In most cases, he described that h e 
completed educational tasks earlier, before the teacher reached to that 
particular lesson for classroom activities. 

Another student, Ashebir said, he had the initiation to learn by himself 
overcoming those parental and somehow pedagogical problems. Ashebir 
described that even though his families did not support his academic 
aC livities; he determined to learn effectively and co mplete hi s secondary 
education with great success and change his future life conditions. It 
seems for Ashebir that he had set his goals a nd objectives of his learning 
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to be achieved through edu cation to make h is future life co ndition s 

better. 

Nevertheless, teach er participants criticized m ajority of students as less 

interested and discouraged in their learning. Teach ers referred students' 

earlier educationa l backgrounds as the major reason for their loss of 

internal initiation to take the responsibility for their learning. 

4.6 Students Demanded Freedom from Treatment as 

"Empty Vessel" 

Psychologists su ggest that contents of differen t subjects a re prepared to 

promote benefit of learn ers. These contents should be instructed 

throu gh a ppropriate meth ods of teaching to develop knowledge, ski lls 

and attitudes and more importantly to t ra in the minds of learn ers for a n 

independen t leaning that h elp them to change themse lves a nd the ir 

situ ation. In light of this idea, the researcher interviewed teachers 

under standing of methods of teaching and its appl ication. A teacher 

participant, Mintesnot reported: 

1 eachers know pedagogical and psychological theories 
that state what teaching and learning look like, during 
their pre-service trainings in college and universities . 
These theories emphasize that any teaching activity in a 
formal schooling should satisfy the needs of the learner. 

Other teachers confirmed that they did not h ave problem with the 

theoretical aspects of teaching a nd learning but the problem was its 

application. Th ey said there were several obstacles that hinder them 

from going in line with the suggestion s of educators a nd psyc hologists. 

Amon g these problems, the major one was students' prior edu cational 

background and its deficiencies. Tizazu, a principal repol·ted that 

students . who completed Grade 8 and joined thi s school, having several 

personal and academic problems. He said that the administration 

system of primary schools was a laissez-faire type and haphazard and 
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students conditioned by it and expected such kind of environment here, 

in this school. These students came to school late and would want to go 

home early . They hate to attend classes through out the day . In general, 

they were ineffective academically and did not know how to learn and 

how to behave in school life, «~t'l"'11 ~,,f'eD·'I,l ~116.' n,f'eD"":: » 

I observed that in each school day, many students were pleading with th e 

school guards at the Main Gate, to come out of the school compound. 

This was especially observed at break times. One of the guards ' Tateqe 

Kumlachew reported that these groups of students did not bother about 

their education and wanted to miss class and go to their own personal 

business somewhere. 

Tateqe argued that they used those unemployed graduates from private 

teacher training colleges live in the Wereda as an instance so that no 

need to sit in classes for longer time. In an informal discussion with 

these students, I understood tha t, the above-mentioned group of 

graduates had created a negative impact on students that they might no 

succeed to change their lives through learning. They said "These 

graduates learned for about 11 -13 years in schools and colleges but left 

with an empty hand .. . " They hold that they wanted to use their times in 

other productive fields other than learning. Nevertheless, what thev 

needed the Ministry of Education was to give them a certificate, which 

mentioned, "The undersigned students had completed grade 10."They 

need this certificate as a means to be employed if there are government 

vacant posts when need arises. According to Tateqe, school guard 

participant, that is why they came early in the morning to have an 

attendance not to be dismissed for absenteeism and left the school either 

through the main gate or jumped over the fence . 

A teacher participant, Girum Damot, expressed a similar instance. In hi s 

words: 



In these days teaching and learning becomes ajoke, ajoke 
with out communication. In my, classes' students did not 
unders tand what I am saying. To make things clear, / 
continuously explain the subject matter in English ' and 
more in Amharic languages. Students never understand 
neithe r language explanation. 

Learning is m eaningful when it begins with the real life of the learner and 

the environm ent where h e/ s h e situ ates (Davis, 1971:3). In a ny teaching 

and learning process, it is funda menta l to consider previous learning 

experiences and learners n eeds (Bound, 1982 :26). For Girum, it seems 

mat he failed to understand the existing menta l, physical, emotiona l 

levels of his students. If h e did this and began from those gaps, such 

kind of failure to communicate with his students might be reduced and 

inc reased learning. The only thing that Girum did was, he a ttempted to 

iden tify that there was no much in formation in the ir minds, and a ll of his 

attempts were directed to pour facts in to their m ind so tha t they were 

full of it . It seems that he did not go fa r to identify the causes of this 

problem a nd tackling it to improve this weakness and increase learners' 

effectiven ess . 

To the contrary, a teach er pa rticipant fictitiou s ly, Kindu Belachew was a 

resistant to letting students free to learn. If students were free to learn, 

they might jump some important facts of the subject m atter to be 

acquired. He a rgu ed that such kind of teachin g methods led learners to 

miss to raise, some m ajor points of the dai ly lesson in classroom 

discu ssion s and presentations . To him, m aking learners to 

men tion / memorize these jumped facts, took time. The only thing that h e 

wanted to do was he decided which informat ion IS necessary to the 

learner to be remembered then narrating them . However, Rogers 

(J 969: 11 4 ) criticized that teachers who a ttempted to fil l the intellectua l 

vacu um of students is their fai lure to trust students ' as human bein gs. 

Boud a lso a rgued th at whatever the cases a re, students must not be 

trea ted as a n empty vessel (Boud, 1982). Boud h olds that even newly 

a rrived student brings a vast wealth of experiences about his/ her own 
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reasons for taking a particular subject (Ibid). If learner's prior experien ce 

is aband ::med, the teaching will be inefficient, the students will receive 

message, and his ability to synthesize and construct knowledge will be 

degraded (Ibid). 

Student participants had a different idea to what Girum had said. 

Although they agreed that, there were students who had such kind of 

qua lities like he mentioned. In the words of Ashe bir: 

Even though there are some students who do not care 
about their learning, the majorities are sensitive and eager 
to learn. However, the problem is teachers' competence to 
facilitate learning. Teachers could not identify our 
[s tudents] knowledge needs and rushed to fill these 
knowledge gaps . We students are here to learn, we did 
not have other business. Teachers need exactly to 
understand it but they did not. Some teachers came to 
class with less academic preparation and psychological 
readiness to teach. They entered the room, put their hands 
in their pockets, and spent our time telling unnecessary 
issues that have no relation with the subject matter at 
hand. Sometimes these teachers missed classes. 

In relation to this, scholars said that trends of school system need 

teach ers to equip themselves with the necessary professional compete nce 

a nd spirit and are committed to make constructive contributions to this 

end (Goodlad, et a l. 199 1:69). 

Ashebir criticized th e teaching methods used by teachers a s s imilar, 

poor, and incompatible to the requirements of the curren t educational 

and training policy of the country as fo llows. 

[ am very much surprised and feel guilty by those teachers 
who simply narrate those mathematical contents like 
history do, with out s howing the necessmy procedural 
steps of solving the question on the black board. Other 
social science teachers too, continuously dictate students 
what comes to their mind since, the beginning to the end of 
the period. [n the mean time, the only chance students 
have to listen them quietly. Students are not allowed to 



raise ques tion and doubts . If students did so, they w ould 
be insulted, threatened, and even expelled out of the room. 
Students feared them like an armed individual who comes 
to make them silent... Most teachers advised students to 
as k questions a t the end of lecture but, no more time left for 
this purpose, which is contrary to the new education and 
training policy advocacy of active learning. 

Hilien a a student partic ipant a lso said that she expected h er teachers to 
follow-up activities of learners, provide tasks, checking it whether 
students did it or n ot a n d arrange tutorial programs to those lower a nd 
medium achievers and fem a le s tudents. She said except lecturing 
tea.ch ers never did any thing to empower students. Erickson argued that 
when th e student p erceives his/ her interest is to b e fundamentally in 
conflic t with th a t of the teacher a nd when the student resists the teacher 
by with h olding learning, th e teacher is unable to teach (Erickson , 
1986: 137). 

My observation witnes s ed tea c h ers' dominance a nd stude nts' 
passiven ess starting from in troduction to the en d of the instruction. The 
only thing that dominated the environment was th e voice of the teacher. 
S tudents were calm; extremely bored; even dreaming. Their eyes weakly 
fo llowed the drama of the teach er that seems fe lt the teacher to s top 
lecturing or com e out of the room and be relaxed. In an informa l 
d iscussion with students whom I got wondering in the school compound 
d ecla red that excep t note takin g classes they were impatient to s it and 
li sten a n extended lecture of the teacher, «I'},o''} A<j::M. UTf'} '/~qb ·no- "'7'} 

J' .'l9Ufllt\: :» 

I interviewed participant teach ers why they used lecturing as the only, 
best metnod of in s truction. Mintesnot reported on b eh a lf of teachers th a t 
lcac h er themselves were n ot free to promote freedom of students to lea rn . 

Teachers could not make students to learn actively (in fact, 
the best way that ensures freedom to learn) in their 
classroom interactions for various reasons . Firs t, problem 
of large clas s s ize reached up to 90 students in each 
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section. Second, there is lack of sufficient textbooks. The 
third problem is learners' lack of w illingness to take the 
responsibility of their leaming. Fourth, freedom to leam 
creates additional task on teachers compared to lecturing. 
Fifth, teachers have over load of credit hours, reached up 
to 30 periods, teaching above 14 sections. Six, There is no 
material and financial incentives to teachers. 

Mintesnot was a rguing that these problems of the school limited 

teachers' freedom; hence inhibit the promotion of learning to be free. 

To the other side of the coin , Minesnot added th at there was the belief on 

the part of students that the only best teache r to them was the one who 

grasp the facts stated in the textbook a nd presented it in the classroom 

like a journa list who reads news in a radio or te levision. A teacher who 

a ttempts to make learners to discu ss a nd present freely in his / her 

classes is, criticized by his/ her students as a n incompetent teacher. 

Students felt as they are doing the teacher's business. As a result, the 

teacher turned his/her face towards lecturing and did most of class room 

activities "1709u U<' 1'11+ ilt- .ef).JtT)A I7OA(I t-O- .eP' t-A ::" Iyasu reminded 

that teachers had the concept of ma king students to learn freely by 

themselves but they were pulled back by the these feelings of learners 

(who did not want to challenge hard work) . 

Participants did not deny that there were teachers who attempted to 

make students to learn by themselves (suc h as civic and ethical 

education, history, mathe ma tics and geogra phy subjects' teachers) 

a lthough their attempts were limited. These teachers tried to ma ke 

students to perform assignments and present it in the class. However the 

activities were not properly planned and students' performance were n ot 

we ll evalu a ted and recorded. 

1 n the same token teacher participant fictitiously Aschenaqi Tagaye 

claimed tha t when students became free to learn , they did unnecessary 

things in the class su c h as writing certain information on pieces of 
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papers and throwing it to friends, discu ssing social issues ignoring the 

subj ect, laughing, sitting idle, e tc. He maintained that theoretically, 

freedom to learn was interesting but practically it was destructive to the 

teaching a nd learning process and less suitable to cover co n tents. All 

participant teache rs agreed that the contents of each su bject a re vast 

a nd often complex so. difficult to cover on time in acco rd an ce with the 

stated academic calendar. As a result, teachers forced to incline to 

lecturing instead of helping students to develop confidence a nd lea rn 

independently. 

Resea rch pa rticipa nts indicated that poor administrative system of the 

sch ool affected freedom to learn, negatively. A teacher participant 

fictitiously Yehua la Teshome said: 

School administrators lack knowledge of how to plan 
coordinate, organize, and lead the system. They are 
amateurs who lack administrative skills who work in try 
and error. Moreove r, they did not know how the structure 
of the school s ystem works. They did not know clearly the 
rights and responsibilities of teachers and other personnel 
in it. Direct interference of directors in professional 
activities of ' teachers is observed. An organized 
Supe rvision, inspection, and other academic supports to 
teachers to improve the situation never exis t. In fact, these 
problems are direct reflection of above officials of the 
hierarchy. Regional Education Bureau's control and follow 
up of Zonal Education Department (West Gojjam) is very 
w eak. Zone Education Department to Woreda Education 
Office has loose control. Woreda Education Office to 
schools and schools to teachers is similar. In general, the 
w eakness of control and follow up in the hierarchy lead 
teachers to work in unorganized and miscellaneous way. 
lfj'ureover, to school administrators, teaching and learning 
is interpre ted in terms of covering the content in accordance 
with the academic calendar and the annual lesson not in 
terms of knowledge acquisition and behavioral changes oj 
leanlers. 

Student participants too expla ined tha t the school admin istrative 

machinery was failed to screen those students and teac hers who had 
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discipline_'}' problems a nd taking the nece'ssary correcting measures . 

The school principals admitted that there were such kinds of problems. 

They themselves were busy through meetings and conferences and other 

conditiona l activities in the Wereda and other a reas so that they did not 

do appropriate administrative activities . 

In an informal discussion with teachers, they had dissatisfaction with 

sch ool administration system and they were not treated properly. For 

example, they mentioned that they had a grievance in the application of 

resu lt -oriented evaluation done by students and Parent Teac her 

Association (PTA) members. They complained that th ey got results that 

did not express their efforts, which were lower than what they expect. 

They related the problem directly to the principals' poor administra tion 

system tha t they never properly orient those students a nd PTA members 

why a nd how this evaluation was done . Teachers said th at numbers 

were s imply put in front of their names but nothing was said a bout their 

weakness and strong sides and didn't differentiate efficient teacher and 

}ess efficient one's, They felt that they were demoralized, less mutivated 

to teach properly "UJe,,"} 7,Vlb\UJ?-'} 7,f'Ll'.l'?,} 'Jm-:: " 

Teacher pa rticipants mentioned administrative problems, which limited 

th em partly to administer proper assessment activities. Bakalu reported, 

there was a n interferen ce by Woreda Education Office expe rts a nd school 

prin cipals who forced some teachers to add some grades to those 

incompetent students, w"llnZ;;,'m- 7,'}l]iltl')" In a n in formal d iscussion , 

teache rs seriously, with an in depth feelin g, expressed that some grade 9 

stude nts were detained by 2005/2006 academ ic year because of poor 

perfo rman ce. However, through unjustifia ble reasons, these students 

made to promote to grade 10 by direct inte rfe rence of the Wereda's 

highest officials, called Cabinets. These cabinets decided to give summer 

tutoria l programs for the a forem entioned students and promoted to 
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grade 10. These teachers highly resented In the direct interference of 
their professional freedom and the right to pursue it. In addition, 
currently teachers said that officia ls who h ave highest authority 
informa lly told them not to give students below pass m arks in their own 
respective sUbj ects. 

These teachers a lso had other complains that directed toward the 
government of the country. They said th at they know how to benefit 
s tudents but they had some basic question that should be solved. One 
was money and the second was workload. 

They claimed that if the Ethiopia n gove rnmen t needed them to work 
a ppropriately In accordance with pedagogica l a nd methodological 
principles it had to pay sufficient a mount of salary a nd other over time 
a nd part-time incentives. Secondly, the a mount of credit hours should 
be reason a ble. Iyasu said that in the existing condition he could not do 
more than lecturing if he did more than these he was doing additional 
instructional activities to which he was not paid. 

In the discussion of over loaded working hours, it is essentia l to see some 
important things in it. Teach er participants said that they had 25-30 
c redit hours per week, which is 5-6 periods per day, each period having 
42 minutes . This indicated that they were working 3 a nd h a lf hours to 4 
hours a nd 20 minutes per day. However, it was said th at each 
government civil servant had to work an 8 hours per day. Therefore , 
they had 4 a nd half to 3 hours and 40 minutes free t ime per day. 
Teacher pa rticipants also reported the re were teachers who had 15 
periods per week who worked a bout 2 h ours per day, even less than it. 
In addition, I observed that m any teachers sat in the school lounge for 
longer time and wondering here and there in a nd ou t side the school 
.GOI71pou nd. 

60 



4.7 Students Demanded Freedom from Superficial 

Continuous Assessment 

Success and failure of any teaching learning process is evaluated 

through proper assessment of students' performance with appropriate 

measuring standards. To this end, Ministry of Education (2002) urged 

the national educational institutions to apply continuous assessment in 

judging students educational progress. 

The Amhara National Regional State Education Bureau too on its part 

tried to influence its schools to use proper assessment Tizazu, a principal 

participant said. In a similar pattern, Feres Bet General Secondary 

School was attempting to apply it although the practica l application had 

problems . The evaluation mechanism of the school had some sort of 

paradox a nd misunderstandings in it . There were dilemmas abou t 

assessment standards between principals, teachers, and students, even 

between teachers and students . 

The administrative group forced teachers to use continuous assessment 

but teachers had their own resistance to it because, of large class size, 

over load and other obstacles but they had to do it. In my interview, 

teachers reported that the government forced them to use such kind of 

evaluation mechanism more than administering tests but its application 

is difficult. For instance, a teacher participant fictitiously, Tibiqa 

Getachew, highly resisted that if she wanted to assess students 

continuously and support them; she needed to know every aspect of each 

student's psychological, emotional, and physical conditions. In her 

words: 

... 1 have 28 credit hours per week teaching in 14 sections, 
each section having more than 85 students on the average 
let alone understanding the overall states of leamers, there 
are students whom 1 did not know to which grade and 
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section they belonged. However, I have to use continuous 
assessment. However, I administer it superficially. 

Teachers were expected to make continuous assessment that weight 40 

percent and finial exam 60 percent. For continuous assessment, teachers 

Rre expected to established different standards that could evaluate the 

weakness and strength of each learner. Tibiqa said that she thought to 

use quiz, test, group assignment, filed trip and class activities, as criteria 

to assess learners but she did not decide which standards to use. 

All teacher participants reported that they attempted to assess students 

continuously but they applied it superficially because of the prevalence of 

those problems what Tibiqa mentioned. 

My student participants agreed with teachers' idea of superficiality of 

assessment but they had a reservation in the application of several 

evaluation standards. They said, in most cases, teachers used paper­

pencil tests, group assignments, and unclearly defined class activities. 

That is, at the end of the semester teachers gave some marks that did 

not exceeded more than ten in the name of class activities and for the 

neatness of their notebooks. Nevertheless, they said that they did not 

know which class activity was evaluated and; the given marks were 

almost similar to all students of the class that range on the average from 

8 to 10. 

Student participants had other dissatisfactions on group work 

evaluation . Befirdu said that the whole students of the class was divided 

in to some groups and were given similar often, different assignments to 

be done and submitted to the teacher. He reported that few gifted 

students did these assignments . Sometimes other teachers did these 

assignments. It was then handed over to subject teachers as a result; 

the same mark was given for all group members . Participant students 

criticized such an evaluation mechanism as an inefficient to differentiate 

students of h a rd er workers from those less hard workers. Befirdu 

summarized the situation as "teachers used continuous assessment as an 



ins trument to gather marks bu t not judge students behavioral changes 
«\,0'1 Ch ln1 mt··/' '''Z.,f' ~m· ,f' Yo/. 7"')-: :» 

Neverth eless, Aggrawal (1994:78) a rgued that assessm e n t is not mere 
collection of information instead collection with purpose to come up with 
an integra ted development of the whole personality of the learner. 

Solomon Fikiru, student pa rticipant declared that this tradition of doing 
a s signments by few students and providing the same marks to group 
m embers produced many students who cling to the ha rd working 
students and score good marks (which was sported by cheating) . The 
$ituation reduced the competitive spirits among students and 
di scouraged h igh achiever students (which might lead them to develop 
de pendency and loss confidence) that backfired independent learning. 
Solomon demanded tests instead of assignments. 

Hileina, s tudent pa rticipa nt h ad a different idea a bout group work 
assessment. She said that "group work is important to lower and medium 
a chie vers because, it he lps the m to learn more by discussing with friends 
alld help them to make a vigorous reading to get good marks compared to 
tes ts." A teacher participa n t , Tibiqa on her pa rt argued that lower and 
m edium students liked group work very much because they scored better 
gra des in it than pape r pencil tests .On the contrary higher achievers 
ha ted it as wastage of time and inefficient to d ifferentiate learners. 
T~achers knew these problem s of doing assignments by a few and 
providing s imilar marks to the m ass but it was difficult to them to 
ad minis ter it properly because of large class s ize and over load of 
pe riod s . 

The fee lings of students about group assessmen t indicated that there 
wa s u nju s t evaluation of s tudents , which was no t done in accorda nce 
with each student's contribution to the work done . This was probably 
due to teache rs' lack of concern to employ the mechanism properly. 
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4 .8 Free dom from Cheating at Exam Halls 

The d iscu ssion of assessm en t raised another cha llenge tha t was cheating 
a t exa mina tion h a lls, which created high dependency of one s tuden t on 
t h e other that in tu rn negatively , a ffected a n independen t learning. 
Pa r ticipants claim ed th a t except some studen ts the res t were seen 
s triving to copy a n swers from those whom they believed s tudents. 
Sam son Shiferaw teacher pa r ticipa nt explained tha t m ajority of students 
were attempting to gra b a n swer s from their near by s itting friends. 
Excep t lim ited studen ts , no one looked towa rds the black board and read 
wh a t the qu estion was. He added th e gene ra l attitu des of slude n ls we re 
in one way or anoth er to get good passing m a rks, not to learn and bring 
a bout behaviora l ch anges. He strongly believed th at th is was the resul t 
of the direct impact of the ir experiences at primary school education. 

According to participant stu den t s, during their primary school education 
they adapt unj u st edu cationa l experien ces . Studen t pa rticipants 
pa r ticula rly expressed tha t a t prima ry sch ools eva luation wa s a s imple 
writin g of n u m bers on m ark list in front of s tudents' n a mes. They said 
tha t stu den ts registered at Grade 1, in spite of wh ether they came to 
school or n ot or wh ether they acquired knowled ge and skills they 
reached grade 8 with out any problem . They ra ised a very su rpnsmg 
example; a child who d ied when at he was at Grade was reponed thaL 
after three years he reach ed a t grade 3 . 

In a n informal discu ssion with full cycle pnmary schools' principals , 
promotion of students from grade to grade withou t acquirin g the requ ired 
skill s and knowledge was a common t radition in th ese schools. There 
were students who could not read and write their names but reached 
Grade 5 and above. Stu den ts th at n ever properly spell Latin a lphabets 
were also common even at grade 9. This was don e due to teachers' fear 
of getting low resu lt in result-orien ted evaluation. If s tudents scored 
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lower results in their respective s ubjects and eventua lly deta ined there 

was a belief on the pa rt of teachers that they would ge t low resu lts in 

result-oriented evaluations. As a result, whe ther stude n ts brought about 

behavioral ch anges or not, pass m a rks were writte n on th eir report 

card s. There was a tra ditional saying in the a rea, espec ia lly in the fi rst 

cycle (grades 1-4), if a student is detained, the situatio n was reversed 

a nd it was said as the "teacher detained "",0']./,01' h01.e, 'r 17D9nU~, 01?'" '101' 

f""Ul t\ 01' : :» 

Students sti ll ma intained that when they reached a t Grade 8, subject 

teachers , gifted s tudents and examiners colla bora tively did the Regional 

Exam and a lmost a ll of them who took the exam promoted to the next 

grade level «7, '} ?Il,,} '," /J!:r'} '101' r =11]'101':: » 

At secondary school, students expected such kind of environment and 

wanted to ge t pass marks without doing a ny thing. Instead of studying 

and exercis ing duties, students were seen in des igning techn iques of how 

to copy exam answers from their classma tes. Th is syste m of student 

tran s ition from grade to grade made many s tudents dependent to their 

friends and eroded the intention to lea rn in freedom . Nevertheless, the 

Ministry '1f Education demanded that the tra nsition of students from one 

grade to the next a nd from one lesson to the precedin g one when they 

acquired the required skills at each pa rticular level which is checked 

throu gh proper evaluation (Ministry of Education , 2002 :39) . 

A teac her participant Tihitena, who did a n action research for partial 

fu lfillme nt of the requirements of her bachelor's degree , on cheating 

claim ed, "since majority of students are lower achievers, they adopted 

cheating as the best outlet to pass from grade to grade." She a rgued that 

th e school had a fertile ground for thi s behavior o f s tudents to be 

rcinforced . The schoo l h ad over crowded s ittin g arrangements . Th ere 

wcre teache rs who were lai ssez-faire (did not control students properly at 

exam halls). Moreover, s tudents them selves were highly collaborative to 
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disseminate exam answers to their friends. Tihitena su ggested that 

improving sitting arrangement and m aking examiner teacher responsive 

as a remedy to reduce the problem. 

Participants pointed out a nother most destructive problem that 

particularly affected girls' students, academically and personally. This 

was the tra nsa ction of marks against sex. Kibirua a s tudent participant 

claimed tha t those girls who were poor in their performance made some 

sort of sexual relations with male students whom they believed that they 

wou ld help in supplying a nswers in exa m s a nd doing othe r academic 

tas ks. In addition, student participant fictitiou s ly As te r Asse mu , 

indicated that there were teach ers who com mi tted sexual inte rcourse 

u sing gi rls' academic weakness as a gap. Girl s who ha d low performa nce 

were ra ped for sake of obta ining passing marks . 

Tamiru Yineger, teacher participant described that sexual transaction 

agains t marks liable many girls for sexual transmitted diseases and 

pregn a ncy. It was said that roughly, there were 90- 150 pregnant 

students in the school. As a result, act of a bortion and leaving n ewly 

born infants to the forest happened. In addition, some pregnant 

students were drop out of school. Tamiru a lso indicated that for the 

unknown reason som e girls were psychologically s tressed and sometime 

becam e faint, fa il on the ground, a nd shout . At this t ime, students were 

disturbed a nd became difficult to teach or learn. 

4.9. Student Demanded Freedom from Physical 
Harassments in the School 

Psyc hologists proposed that avoiding any form of punishment is 

advisable in education . Student participants reported that they were 

punished, insulted , and threa tened by principals, unit leaders, a nd the 

school guard s for major or minor mis behaviors. Subject teachers 

particularly , punished student, severely. For instan ce , Nestanet student 

participant said that teachers kicked students without identifying their 

66 



sen si tive body pa rts , " (V"1-/: n,en'o 1'C{l~7i <'1)'(\. )'ro"t\</:'lt\:: " Student 
participan ts claimed tha t among subject teachers, physical education 
teachers were very cruel in committing corporal puni shment. In addition, 
they forwarded unnecessary, demoralizing, word s such as "donkey, bull 
s tupid non-sense dull etc." 

Female students pointed out tha t their physical education teachers were 
a ttacking particularly girls physically, psychologically, a nd morally. 
These teachers forwarded taboo wards toward girls for being they were 
created biologically as fem ales . In addition, these teach ers purposely 
gave to some girls whom they wanted for sexual intercourse, a very low 
grade, a nd some times, it was said that they succeeded in ra ping them. 

I interviewed the head of physical education depa rtment, Samson 
Shife raw about the truth of what h as been claimed by students. He 
confirmed that some members of the department in cluding him had 
certain qualitie s of punishing and demora lizing students on the belief to 
make stud ents disciplined a nd learn better. Departmen t mc mbers ra ised 
th e is su~ and made series of discussions and evalu ation on each 
teac her 's misbehaviors . As the result, corrective measu res were taken 
and now teachers were some how improved their beh a viors. However , 
Samson ha d a different idea about sexual ha rass m ents of girls by these 
teachers. He went some steps to identify the victims of it, but he did not 
get a ny valid information that proved the situation. He concluded that it 
-was an ordi na ry rumor forged to create popula r dislike on these teachers. 

The school p rincipal pa rticipate , Tizazu shared the idea of student 
participants and indicated that he had observed some uneth ical activities 
on some of these teachers, such as m a king a ppointments for individual 
girls on non-school days in their office a nd sport fields. He wilnessed 
lhal; he saw o ne of these teachers who gave make up prac lical cxam on 
Saturday (even thou gh he stopped the teacher from doing so from thal 
day onwards). Moreover, Tizazu said that th ere was a rumor that some 
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of these teachers gave practical make up exams a t their living homes to 

girls. Ti.,;azu added th at there were much complains that cam e to his 

office by students and their parents against these teach ers for their 

unethical professional activities . 

As a result the cases of two physical education teacher who had sen ou s 

disciplinary problems were tried by the School and Wereda Educational 

Administration and Training Boards' members, and finally these teacher 

were punis hed in m oney a nd one of them was send to a ce rtain remote 

rural primary school to teach there as a demotion. 

According to teacher participant fictitiously, La miro t Dejenie , student 

ha rassm"nt was comm on in the school Students we re punished for 

fa ilure to do their home works, punished for coming to school late a nd; 

sometimes in sulted because they raised questions and doubts in classes. 

Lamirot also reported that some teachers threatened to revenge s tudents 

who evaluated teachers ' performance and gave low results to them in 

resu lt-oriented evaluation. 

I asked participant s tuden ts to express th eir feeling when teachers 

punish or insul ted them. They asserted that they were too much 

depressed; s trongly hate the teacher and the subject he taught. They did 

not fo llow what had bee n going on in the class a ttentively and they 

thought things of outside the classroom. 

On the contrary, Degu, teacher participant claimed that th c current 

s itua tion of the school, which emph asizes on respect of rules and 

regulation s and observance of the law, challenged teachers Lo teach 

freely. He reported tha t students were very much sensitive to their ri ghts 

and they forget to exercise their duties and responsibilities. He further 

explained that students defined their responsibilities as their rights. 

When they failed to do their duties, teachers could not puni s h or 

reprimand the m because the law forbids them to do so. This made 
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teachers to teach their students "neither rebuking their heads nor 

pinching their ears." Degu on the oth er hand com pla ined that studen ts 

were cvaluating teachers' performances efficiency not based on their 

efforts to he lp studen ts based on their cruelty. 

4.10 Students demanded Freedom from Harassment for 
Political Cases 

Studen t participants claimed that in addition to school problems that 

offended them to learn freely, there were a lso other illegal acts committed 

on th em outside th e school. As h ebir pointed out that the Wereda 

policemen a nd Feres Bet 01 Keble a rmed group of people called «;:!,1l1,t:h 

cruelly attacked male s tudents. This a rmed grou p took s tudents ta king 

out of their dormitories a nd ha rassed them , at nigh t. Ashebir said that 

this was done for political reasons tha t following May 15, 2005 national 

election students were categorized informally as members a nd 

supporters of Ethiopian Peoples Revolutionary Democratic Front (EPDRF) 

and members and supporte rs of Coalition for Un ity De moc racy (CUD) 

political pa rti es . 

Ashebir, Solomon a nd other students whom I talked in in forma l 

discuss ion s nervously expla ined that th ose students who were suspected 

to be member s and suppor te rs of CUD were severely chastised, disturbed 

and even imprisoned by th e a bove m entioned a rmed group of people. 

Wh ile, those students who were expected to be supporters and mem bers 

of EPRDF fac ilitated con d itions against su spected CUD members a nd 

were free to do what ever th ey want «;"TI':" I~ 'f r O'Ultd· ,e,.l'. n,\'Jlt'l· ".U".'l. 1°:-'~ 

,e; /I <;<; t'l .:: » Ye shamed added that there were a lso students who were 

cruelly punished on beha lf of their re la tives whom th ey wee s uspected to 

be members of CUD. 

Adanc one of the victims of it expressed the situation in an e labo ra led 

way as foll ows. 
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... The reasan is that during the 2005 e lectian CUD was the 
winner and EPRDF was the laser af it. As a result, the 
Wereda Administrative Office (the highest autharity at 
w ereda level) and members af EPRDF canclude that the 
majar cause far the ir Palitical failure was s tudents 
themselves. They belie ve that befare and during May 15, 
2007 s tudents af secandary schaals played a great rale in 
agitating the saciety nat to. elect EPRDF candidates and 
students were the mam instruments af CUD m 
disseminating its palitical programs, abjects and 
propagandas and students we re the ane who. resisted 
EPDRF's palitical, ecanamic and sacial ideas in different 
meetings and canferences. Thus, to. re venge this palitical 
las s, armed groups began to. attack the suspected, students. 

Ashebir explained his experience as one day at night; the policemen taak 

him out from his dormitory accompanied with corporal punishment until 

down. In the coming day he scored 5 out of 15 at m athema tics test 

because , he d id not read and prepared far the exam as the result of the 

prablem. Participant students described that they faced anxieties at 

night and cou ld not read and perform their hame works freely . 

I interviewed the Wereda's Administra tive and Security Office head a nd 

Police Office h ead, S iletanu Bazizew and Assistant Inspector 

Endalkal. i1ew Yigezu , respectively about the tru th of s tudents' claim of 

their human and democratic rights violations. Lake sa id it is true that 

students had played a great role during elec tion process in favar of CUD 

a nd opposing EPDRF but th ei r mode of support a nd o ppos ition was not 

done in a democratic and peaceful m anner. 

S tudents and ather members af the s acie ty w ho supparted 
CUD reveal their appasitian against EPRDF was by 
cammitting illegal activities. Such as dis turbing urban 
d we lle rs, by throwing stones an their hauses [mainly 
govemment afficials and supports af EPRDF, abtained at 
infannal discussions], by a cantinuous laud (s hauting and 
aften by calling names af individuals d eclaring that 
s umeane has last his life); stealing dwellers properties; and 
creating sanitatian problems. 
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To settle such kind of security problems, there was group of people called 

«C"},l'.··h> recruited from the Ke ble to keep peace a nd security of the town. 

When disturbance created this group of people moved to the areas and 

attempted to settle it. In the mean t ime he believed that problems of 

threatening and light punishment of studen ts "SNAWV." might have 

happened. Nevertheless, he underlined that there was no any meas ure 

ta ken against CUD supporters and members for political reason s, unless 

failure to respect the law. 

Endalkachew Police Office h ead participant, on his part explained his 

experience with particular reference to students disciplinary problems 

that during exam weeks and examination's result report dates, they were 

seen shouting, drinking moving at nightfa ll, until 2:00 am to 3 :00 am 

even quarreling with the policemen and other peace keeping people of the 

town. At this time attempts were made not to hurt these students when 

measures were taken to control the s ituation but h e believed that there 

might some sort of mistakes committed on them. Endalkachew a lso 

indicated there were teachers who over dra nk and disturb a t night 

together with their students. However, in informal discussions with 

teachers there were teachers who were victims of 2005 election like 

students for being suspected as members a nd supporters of CUD. 

In informal discussions with some of the armed group of people, they 

said that when students disturb dwe llers, sometimes sorts of corporal 

punishments were taken against students as a measure to correct their 

discipline. This indicated that there was a likely hood of student's 

harassment even though, it is difficult to generalize whether it was done 

for political reasons or not. 

Students indicated that there were students wh o had di sc iplinary 

problems a nd disturb the dwellers at night. However , the disciplinary 

problems of these students were used a s a pretext to a ttac k sus pected 
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CUD members a nd supporters. Students dema nded that peace keeping 

people of the We red a to respect the law a nd not to harass them. They 

strongly urged that if there are students who move against the law, it is 

preferabl e to take them to the court. 

4.11 Students Demanded Freedom from Parental 
Harassment 

Solomon, a student participant ma intained that the 1995 Federa l 

Democratic Republic of Ethiopia Constitution states that children should 

learn freely with proper protection , love, a nd, economic support e tc. 

However, some parents were not found In a position to a fford the 

necessary financial and material support to the ir children's ed ucation a l 

needs . For instance, Ashebir a student pa rticipant explained that hi s 

fa mi lies were in different to support his edu cation . In his words: 

My families never provide me with proper financial, 
material, and nutritional support. It is my friends and 
re latives partly funded my learning expenses. My families 
needed me to drop my education and become a cowboy to 
a rich farmer household and generate money. As a result 
this attitude of my famil ies made me to come out of their 
house even though; I am not a street boy until now. 

Solomon, student participant, said on the behalf of rural boys' and girls' 

tha t their pa rents, needed the labors of students for agricultural and other 

activities a nd wanted them to be abse nt in school d ays . 

... Parents forced students to miss some academic days 
and p erform agricultural activities such as plowing, 
weeding, harvesting, herding cattle etc. To girls, 
particularly, parents needed them to fetch water, collect 
firewood, and look after their younger sisters and brothers 
(this true for urban girls). 

Solomon further explained that these students were In a dilemma 

whether to be absent and help their parents or to go to school ignorin g 

paren ts' ideas. That is, if they were absent from school, they might loss 



tests, quizzes and more than these they had to learn to gain knowledge 

and skills; and if they came to school ignoring parents' ideas, parents 

might nag, punish, or expelled them out from the household. He further 

explained that there were parents who ma de students to do some 

laborious tasks before they went to school and a fter th ey returned from 

school. This m a de learners unable to read and co mplete their 

assignments on time using their spare time . This failure to do academic 

tasks had a vicious circle, which result misunderstandings with subject 

teachers and poor academic performance. 

In light of education and economy Erickson argued that when the life 

situation of the poor are difficult and if their vision of life situations is 

limited , fami lies of the poor may not provide children with the amount of 

intellectual stimulation and motivation for achievement (Erickson, 

1986: 186). 

In informal discussions with students, their parents were not voluntary 

to allow their students to do academic activities such as reading, doing 

assignments and homework at nighttime. They said that s ince the town 

had no a 24 h our hydroelectric power supply, the society used firewood 

and gas as a source of heat and light. These resources especially gas 

was costly compared to their economic potential. As a result, parents 

ordered their students not to over consume it «;,<;" /11/\1 ,oll -,f-v- 119u f1(1) -] 

;,'}~''' -r.n.Cn+ fU\-<;I:\::» 

Solomon also pointed out that there were paren ts who did not have a 

posit ive attitude towards students' attendance of modern education. 

Thi s group of parents called modern education as an education of "devil 

sprit « ('/P ,enl'} ')"ruc')':: » They believed that modern education made 

their children to deny Orthodox Christianity religion (the domina nt 

re ligion of the a rea). These parents need th eir boys LO go and lea rn 

church education and need their girl s to be farmers strongly observing 

the faith. According to him, the students from such kind of parents were 
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To th e contrary, pa rticipants declared that, th e re were pare nts who made 

their children extremely free . This group of paren ts gave excess money 

to their children to finance academic ex penses . Howeve r, they did no t 

make proper follow up of "what do s tudents do ;:> Where do students u se 

the ir t imes?" As a result, according to th e m these students develop 

u nnecessa ry addictions such as over d rinking; smoking c igare tte; 

ch ewing chat; committing unsafe sexual intercourses; crea ting 

d isciplinary problems both in and outs ide school and sometimes they 

atte mpted to break down female studen ts do rmi tories to rape. 

Female student participant on the other ha nd m entioned that they faced 

multidimensional problems to learn free ly . Because of economic 

problems, more female students reaching up to eight or nine in number 

lived in a single house together with male s tudents. As a result because 

of close intimacy some became pregna n t and; often dropped out of 

school. Those girls who lived in independent dormitories were also 

disturbed at night by ill-disciplined males. Teacher participant, Tsehay 

Mull explained that she knew many girls who were raped by students 

a nd oLher individuals when they came back to their homes from school 

a nd; in their dormitories. 

My research participants referred absence of sufficient secondary schools 

in the Wereda as the source of some of the above-mentioned problems. 

There were only two secondary school s which were expected to give 

service to those students who came from ten full cycle primary schools 

a nd of which majorities came to FGSS. The school is located far a way 

from the residence of students. When these students departed for their 

parents, they faced political, economic, and social problems. To 

minimize these problems, participa nts suggested that secondary schools 

should be expanded so that students can learn living with their parents. 

74 



CHAPTER FIVE 

CONCLUSIONS AND IMPLICATIONS 

This cha pter h a s two section s, one is conclusion pa rt, and the next is 

implication. In th e conclus ion, part attempts were m ade to indicate the 

resul ts a nd th e possible conclu s ion s d rawn ou t of the research. The 

implication pa rt a lso showed the educationa l implication of the research 

results . 

CONCLUSIONS 

The results of this research indicate that participants h a ve no problem 

with the theoretical aspect of freedom to learn at least in a very general 

sen se. Research results reveal the pa r ticipa nts unders tanding of 

external freedom as a n inviolate right of learners to be protected by the 

law; a nd pedagogical rules a nd regulation s (th at s hould be evolved from 

the exis ting experiences of s tudents a nd to be prac ticed on the basis of 

rationality, equa lity and h u manity). Pa r ticipants understood inner 

freedom as a per son al self-determination of the learner to be respon s ive 

to on es learning. 

The findings s h owed th at students need freedom . Freedom to learn 

i'eCjui res th e coopera tive atti tu des of teacher s and students a mong 

themselves .It is n ot a phenomenon pursued sepa rate ly one from the 

oth er. Ins tead , it is teachers ' belief to show respect , sen s itivity, and 

encouragem en t toward stu dents and studen ts feeling of the teacher that 

he l she is th ere to assist their progress. 

Resea rch fi n dings revealed that the promotion of freedom to learn nceds 

the ava ilabili ty of n ecessary inputs suc h as qualified teache rs, textbooks , 
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libraries, comforta ble classrooms, teaching a ids, laboratories and others. 

Nevertheless, the research found out that these human and non -human 

resources were not found in the required quality and quantity. Th at 

m ight be due to th e weak economic base of the school a nd the situation 

risked freedom to learn . 

The study showed that the concept of h anding over the responsibility of 

learning to students seems aborted . Teachers considered majority of 

s tudents as less interested to learning; lacking the s kills how to learn 

a nd adapt new s itua tions . It seems th at teacher denied the rich potential 

of learners to grasp, comprehend and to construct kn owledge. Teachers 

themselves lacked the initiation fo ster learner freedom . The on ly thing 

they d id was that they understood stu dents h aving inte llectual vacant 

spaces tc be packed with dosages of facts .As a result th ey concentrated 

on content coverage through lecture. Such pedagogical a pproach 

according to Rogers (1 969) was a inefficient to learning that might result 

confusion, frustration, dependency on the side of s tudents. 

The findings of the research indicated that what has been gom g on 

practically in the school was incompa tible to its vision, mission and goals 

.One of the missions s tates that the school is devoted to provide 

"thorough and systematic intellectu a l training in the fundamenta l 

di sci plines" to develop "generations who are ini t iated enough in their 

knowledge a ttitude and skills ." The general intention of vision, mission 

and goals of the school is to create s tudents who a re equipped with th c 

necessary skills and knowledge for th eir future li ves. Neverthe less, 

practically the patterns observed and understood seem discouraging. Th e 

a ttempts to m a ke students to learn how to learn were very much limited ; 

more atten tion was given to teaching (teac he rs) a nd to make the 

s ituation wor se, evaluation mechanism was ill -des igned and ineffi cient to 

d iffere n ti a te learners. 

The research findings showed that studen ts were seve rely punished, 
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insulted, demoralized and harassed, partly for their own good because of 

the belief to cultivate their lives in the right direction and to make them 

morally disciplined but these activities pulled back students from their 

learning. 

IMPLICATIONS 

The above conclusions imply that , it is better to the school to gIve 

emphasi:: to the practice of tra ining the learners' mind -to think, reOect, 

a nd make choices and determinations. It is also essential to note that 

these qualities cannot be achieved s imply by giving the students a 

chance to grow, without doing something more than guidance and advice 

from a teacher. Students' personality development requires a selection of 

iliese valuable experie nces from the poin t of view of the learner and the 

society. The findings imply tha t there should be a plan and a sense of 

direction; well-defined plans a nd methods to attain freedom. The plans 

and directions should be clearly spelled out personal, intellectual, and 

institutional constraints on freedom to learn and the possible measures 

to solve it. 

The results of the research imply that students should have an 

environment that provide a proper sequence of articulated experiences by 

which students can discover the need and s ignificance of the acquisition 

of those skills, knowledge, and other resources to make their growth in 

freedom meaningful. 

To make education credible to life it is better to enable students 

,. To understand the environmen t in which they live ; 

';- To cu ltivate breadth of interests a nd gain the ability to find 

infnrmation for themselves; 

,. To develop the capacity for judgment and acqUlre an appreciation 

of standards of right and 

,. To be initiated to a rea diness to work and coope rate with others ; 

a nd to motivate in to the art of living is. 
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It is a lso better to the school to organize and arrange series of 

discussions between studen ts, teach ers, and the community to reduce 

the prevailing harassments committed on s tudents both in side and out 

s ide the school. 
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APPENDIX-A 

ETHICAL GUIDELINES TO THE INTERVIEW 

The purpose of the s tudy is to undertake a research as a requi rement for 

Masters of Art at Addis Ababa University. The study highly needs your 

cooperation with a better understanding of freedom to learn and how and 

how the orocess of handing over the responsibility of learning to learners 

is going on. In the research I want to investigate the attitude of teachers 

-sfld students toward freedom to learn, its practice and the problems 

faced to foster freedom to learn. 

One of the major criteria to be considered in qualitative research is the 

issue of ethics. Scholars advised that each activities of a research s hould 

be guided with ethical principle s. Otherwise, the research parti c ipants 

may not share persona l informa tion to the researcher. Thus , the 

following ethical principles are the guidelines that light out the inte rview 

process with you to be employed based on consent and agreemen t 

These a rc: 

l. Your participation In the research is voluntary that you partake 

according to your own free wi ll. You have the right to withdraw at any 

time you want. 

2. You h ave the right to clear with the objectives, purposes, significances, 

and other things rela ted with the research. 

3. The data you supply to me will be u sed only for the purposes of this 

study . 

4. You have the righ t to debrief th e information give to me. 

5 . Your identity will be protected through anonymity. I wi ll no t use \'our 
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real name unless you a llowed me to do so . 

6. I will use tape recorder to reduce loss of information if you permit me. 

You ha ve th e right to improve, change, and even tota lly dismiss your 

recorded information. 

7 . The interview with you will proceed in accordance with your permission 

and good will until I obtain the n ecessary data for analysis. 

8. The Data you supply will be treated as your own. Analysis a nd 

in terpretation will be mine. 
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APPENDIX-B 

INTERVIEW GUIDELINES TO TEACHERS 

l. What is freedom to you? How do you promote it? 

2 . How do you evaluate s tudents' attempt to learn free ly? 

3. How do you help your students to learn free ly? 

4. What factors limit you to foster freedom to learn? How it a ffects? 
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APPENDIX-C 

INTERVIEW GUIDELINES TO STUDENTS 

1. How do you see freedom? 

2 . How do you compare autonomous learning a nd heteronymou s 
learning? Which one do you prefer? Why? 

3. How do you beh ave in your class? 

4. Teachers say that s tudents a re sensitive to their rights but ignora nt of 
their respon s ibilities . How do you see this a rgument? 

5. Do your teach er s let you free to learn? How? If not, why? 
6. What fac tors limit you to learn freely? How th ey a rrect your- rreedo m 

to, learn? 
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