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CHAPTER ONE

INTRODUCTION

1.1. Introduction

Educationis a means for solving political, economic, social and cultural problems of all times. It
is also both a means and an end for all rounded human development. It creates bondage
among all the generations by helping them to transmit their successes, experiences, values,
innovations, and philosophical views from one generation to the other in continuous manner
(MoE, 1994, 2000; Kinde, 2014). Education is also the base for economic development and social
changes (Lockheed and Verspoor, 1991). It enables individuals and society to be creative and
critical thinkers. Therefore, it is the base for the process of national development, through
developing the proper skills and forming the desired character or depositions (Iffa, 2005) cited in
Desta (2016). According to UNESCO (2005) education is the base and the means of social
change and economic developments. Thus, importance of education is unquestionable and the
question is how well the education system of a country is preparing the children to meet the

demand of a local and global community (Colin, 2015)

On these grounds, quality education for all become slogan of the day. Recognizing these
general facts, all the nations of the world give due attention to education. Formerly, United
Nations Organization takes education access and quality as one of the major millennium
development goals/MDGs/ (UNESCO, 2004). The Jometien declaration of Universal primary
education and the Dakar Framework of quality education for all are typical examples of UN
focus on primary schooling (UNESCQO, 2008; World Bank, 2008). Education also gets significance
attention in the sustainable development goals. Individual countries also give emphasis to

education and proper schooling than ever.

Ethiopian by issuing education and training policy gives due to attention to access, relevance,
quality and equity (MoE, 1994). Despite improvements in the other pillars of attention, quality
remains to be a challenging. To overcome this challenge, the country introduced the general

education quality improvement program (GEQIP) which consists of six programs, namely, school
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improvement, teacher development, curriculum improvement, ICT, educational leadership and

management and civic and ethical education programs.

The General Education Quality Improvement Package started in 2008 (GEQIP I. 2008) and
continued implementing the second phase since 2012 (GEQIP II: 2012). Yet, improving and
ensuring the quality and efficiency of education at all levels remains an important priority area.
Accordingly, the third phase of the program involved an addition of equity (GEQIP-E, 2017)
which was planned to be lasted up to 2022 fiscal year. Thus, it is being currently under
implementation with the intent of supporting the education sector development programs
(ESDPV and VI). But, the exit evaluation of GEQIP-II, revealed that despite achievementsin some
indicators such as increasing access to primary education, and some improvement in learning
outcomes over the last ten years alongside progress made on education inputs and the learning
environment under GEQIP, internal inefficiency; inequity; and poor education quality persist as
challenges in the sector (GEQIP-E PAD, 2017). This program also sets the following result areas
1) Improved Internal Efficiency, 2) Improved Equitable Access, 3) Improved Quality, and 4)

System Strengthening for planning, policy formulation and reform.

School improvement program (SIP) was introduced in to Ethiopian schools in the year 1999 .E.C
focusing on students’ all rounded achievements. MoE (2004) defined SIP as the process of
performing activities towards improving teaching and learning. According to Habtamu (2014)
school improvement program is the means of making schools the safe place for learners,
facilitating conditions for students; participation and improving instructional quality. This
concept is logical because schools are naturally to be the safe place for learning, the place
where human right and good governance are to be implemented, the place where young
generation acquire knowledge, develop general and life skills, develop logical and universally

accepted and country wide values and dispositions.

According to Jeilu (2010) school improvement is focused on improving instructional activities
through improving input and carrying out proper processes in order to improve teaching and

learning outcomes (students’ result). According to Abera (2013) school improvement is



improving overall capacities of schools and making them centre of changes and reforms which
help students over all achievements. Thus its very idea is improving and modernizing school

culture these ideas are boldly expressed in (MOE 2005).

SIP could be effective when and if the other educational quality assurance mechanisms are
effective. One of the important educational quality assurance programs is teachers’ continuous
professional development. On this ground the program received great attention. Hence, in
Ethiopia, CPD focuses on improving the teaching-learning process, with the priorities of
introducing active learning, practicing continuous assessment, and managing large classes. The
training and education of teachers are important contextual conditions for quality education and
continuous professional development (CPD) as a means of improving learner performance and
production of required skills (Gray, 2005). The professional development programs thought as
systematic efforts to bring change in the classroom practices of teachers, in their attitudes and
beliefs, and in the learning outcomes of students. Villegas and Rimers (2003) argue that
professional development experience have a noticeable impact on teachers work both in and
out of the classroom, especially considering throughout the world are under prepared for their

profession.

However, considering SIP and CPD programs is not fruitful unless proper Curriculum is provided
and properly implemented, because curriculum is the most central component of the broad
package we call "education”. Regardless of its delivery in a formal, non-formal, or informal
modes education always involves a certain conceptualization of valuable knowledge to be
imparted, skills to be developed, and values to be inculcated (Flinders & Thornton, 2004; McNeil,
1996; Pinar et al,, 1995). While these educational goals can generally be taken as the “contents”
of education, the process of successfully imparting, developing, or inculcating them can be
referred to as the “methodology” of education. Curriculum is the core for it comprised of both

content & methods (McNeil, 1996; Schubert, 1986).

Scholars argue that, without curriculum there is no schooling, without instruction it isimpossible

to talk about learning Therefore, curriculum improvement is taken as one of the six quality
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assurance programs. The relevance and substance of the curricula offered in different academic
subjects is naturally assumed to be the major focus of an educational research. However, a
glance at most studies on Ethiopian primary education indicates a serious neglect of curriculum
content as the main focus of educational research development. National learning assessment
results showed that students failed to meet minimum learning competencies. Theses curriculum
issues are being full and effective when it has the capacity of cultivating socially responsive and
democratic citizens, because, education without democratization, ethical consideration and the
desired value formation is fruitless. The idea is rightly expressed by Walter, (2001) who says:
Education that failed to develop democratic values may create citizens that the Germans
brought up during the 2nd W.W. The German citizens of the time were well educated
and capable engineers, architects. They used all this knowledge to build concentration

camp where millions of human beings were killed. (Walter 2001; 93)

Thus, Ethiopia takes civic and ethical education as one of education quality assurance programs.
Post 1990s was the age of Civics and Ethical Education in Ethiopian history due to the major
socio-political changes that took place in the Country. Civics & Ethical Education is among the
choice of justifiable means of having effective and responsible citizens. That is why it has been
prepared as a separate school subject in primary, secondary; and as one of education quality

assurance programs.

These all and other related educational issues can be effective by the effort and effectiveness of
educational leaders. Consequently, the Ministry of Education designed to decentralize the
organization and management of education MoE (2000). This was to create the necessary
condition for increasing access, improve the relevance, quality and equity of education and
training, and ensure educational management as democratic, professional, coordinated, efficient

and effective.

Moreover; Education Sector Development Programs (ESDPs) were launched and the evaluation
of ESDPI (1997-2001) showed that Planning and management of educational leaders were as

per the decentralization process, where the responsibility for implementing ESDP by and large
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rests on words. ESDP I (2002-2005) established explicit link with the Education for All (EFA) and
claimed that the Dakar Framework for Action in 2000 was in line with the goals of the ETP set in
1994 — six years earlier than the Dakar Framework. ESDP II focused on providing a number of

inputs to improve quality.

In ESDP III (2006-2010) efforts have been made to deepen decentralization to school level.
Decision-making is being shifted from regions and zones to Words and further to school level to
improve direct service delivery. Accordingly, MoE with the intent of facilitating the
implementation of this decentralization process has developed Guidelines for the Organization
of Education Management, Community Participation and Education Finance MoE (2002). Based
on these basic guidelines regions have developed their own guidelines focusing on specific

areas such as education finance, community participation and school administration.

The general education quality assurance also considers TCT. This is because, to cultivate citizens
who would be technologically competent, effective technology integration and the development
of student learning skills in the 21st century are common goals among schools. “Students in the
21st century should have experience with and develop skills around technological tools used in
the classroom and the world around them” (National Council of Teachers of English [NCTE],
2013). School are placing a large emphasis on developing 21st century learning skills to prepare

students to be college and career ready (Rotherham & Willingham, 2009).

Part of building a successful future for students is helping them to acquire the essential 21st
century learning skills of creativity and innovation, communication and collaboration, research
and problem solving, critical thinking, and digital citizenship (Silva, 2008), because, jobs will be
technology-based than in previous years. In addition, the rising use of the Internet has brought

people together from all over the world (Kleyn-Kennedy 2001).

Though the purpose of GEQIP that encompasses the six programs component is meant to build
overall capacity, efficiency and effectiveness, the actual implementation isimportant to leverage
strengths and missing links with which future plans and policy recommendation can be

mentioned. Cognizant of this, the Education and Training Quality, Occupational Assessment and
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Assurance Authority of Addis Ababa City Administration invited consultants to conduct an
assessment on the implementation of General Education Quality Assurance Package in Primary
and Secondary Schools of Addis Ababa. This study will explore the on-going implementation by
considering all of the six components of the general education quality improvement programs
for equity, and will recommend points of actions explicating the situation and draw issue briefs

to address some of the critical ones.

Post 1990s was the age of Civics and Ethical Education in Ethiopian history due to the major
socio-political changes that took place in the country. Civics & Ethical Education is among the
choice of justifiable means of having effective and responsible citizens. That is why it has been
prepared as a separate school subject in primary, secondary; and as one of education quality

assurance programs.

These all and other related educational issues can be effective by the effort and effectiveness of
educational leaders. Consequently, Ministry of Education designed to decentralize the
organization and management of education MoE (2000): this was to create the necessary
condition for increasing access, improve the relevance, quality and equity of education and
training and ensure educational management is democratic, professional, coordinated, efficient
and effective. Moreover; the evaluation of Education Sector Development Programs (ESDPs)-
ESDPI (1997-2001) showed that Planning and management of educational leaders were as per
the decentralization process, the responsibility for implementing ESDP by and large rests on
words. ESDPII (2002-2005) established explicit link with the Education for All (EFA) and claimed
that the Dakar Framework for Action in 2000 was in line with the goals of the ETP set in 1994 —
six years earlier than the Dakar Framework. ESDP II focused on providing a number of inputs to

improve quality.

In ESDP III (2006-2010) efforts have been made to deepen decentralization to school level.
Decision-making is being shifted from regions and zones to Words and further to school level to
improve direct service delivery. Accordingly, MoE to facilitate the implementation of this

decentralization process has developed Guidelines for the Organization of Education
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Management, Community Participation and Education Finance MoE (2002). Based on these basic
guidelines regions have developed their own guidelines focusing on specific areas such as

education finance, community participation and school administration.

The general education quality assurance also considers TCT. This is because, to cultivate citizens
who would be technologically competent. Effective technology integration and the development
of student learning skills in the 21st century are common goals among schools. “Students in the
21st century should have experience with and develop skills around technological tools used in
the classroom and the world around them” (National Council of Teachers of English [NCTE],
2013). School are placing a large emphasis on developing 21st century learning skills to prepare

students to be college and career ready (Rotherham & Willingham, 2009).

Part of building a successful future for students is helping them to acquire the essential 21st
century learning skills of creativity and innovation, communication and collaboration, research
and problem solving, critical thinking, and digital citizenship (Silva, 2008),because, jobs will be
technology-based than in previous years. In addition, the rising use of the Internet has brought
people together from all over the world ( Kleyn-Kennedy 2001).This study will consider all of the

six of education quality improvement programs.

The Education and Training Quality, Professional Competence & Assessment Assurance
Authority of the Addis Ababa City Administration aspired assurance of the quality of education
and is concerted through the deployment of various support systems to ensure the same.
Among the efforts made by the authority was exploring the status of the general educational
quality improvement program, and compile learning that could help develop policy input and

inform action on the side of implementers.

This report discusses the findings of the assessment that was conducted to assess the status of
the implementation of general education quality improvement program (GEQIP). The report

consists of the following:
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Background of the prior general educational quality improvement programs and the on-
going general educational quality improvement program for Equity;

The study methodology: design, approach, sufficiency and appropriateness of evidence,
data collection strategy and methods;

The study findings that will help to understand the situation and review the on-going

status of implementation.

1.2. Background

After relentless efforts by the Ethiopian government to mitigate the problems associated with
access to education, the Ministry of Education (MoE) embarked upon improving the quality of
general education through its General Education Quality Improvement Program (GEQIP I: 2008
and GEQIP II: 2012) and the milestones stated in the Education Sector Development Programs
(ESDPs:1-V:2015/16 — 2019/20). Despite the fact that one of the goals of general education is
'to improve [the] quality of general education in order to motivate children to complete primary
and secondary schools and provide them with the knowledge, skills and values to become
productive and responsible citizens' (Federal Ministry of Education ESDP V: 2015/16 — 2019/20,
p.35), the intended improvement in the quality of learning and education in the general
education program has not yet been achieved. Studies such as the National Learning
Assessment and the Early Grade Reading Assessment revealed the problems associated with the
quality of education and these further show remarkable gaps in improvements in students’
academic achievement (NLA 2008; NEAEA 2012, 2016). One of the factors to this end could be
associated with the power of implementation, and prolonged and progressive assessment that

could assist program amendments or enhance planning activities.

To recapitulate, student achievement and the quality of teaching in schools across the nation in
general and Addis Ababa City Administration in particular, has so far remained unchanged since
the launching of the general education quality improvement program (GEQIP) in 1999 E.C. The
assumption that proper implementation of the general education quality improvement program

(GEQIP) at all levels including schools will increase effectiveness and efficiency need to be

15



assessed and the level of its contribution detected to contribute documentation of the learning

for subsequent improvements.

Critical analysis of the situation is helpful to account existing power of implementation and
supplement the government both at regional and at the national levels, and provide feedback to
the implementers at various levels. Thus, the current status of implementation of the general
education quality improvement program (GEQIP) was explored, implementers level
categorization and their views made, and learning documented. The effectiveness of
implementers at various levels, roles in enhancing the general quality of education, and the
overall effectiveness of the general education quality improvement program (GEQIP) in meeting

intended goals was the focus of this study.

The foci were further uncovered through the unpacking current practices of each of the six
components of GEQIP that are school improvement program (SIP), Curriculum, Continuous

professional development (CPD), ICT, Leadership, and Civics and ethical education.

1.3. Statement of the Problem

Since the emergence of General Education Quality Improvement Program (GEQIP) in Ethiopia,
there are successful achievements such as access and improved learning achievement, but there
are concerns on the success of the expected quality of education and equity issues. As possible
causes, there are issues indicated such as lack inadequate and skilled educational leadership,
resource scarcity, resistance of stakeholders to implement the initiatives and other limitations in
implementing the package (MoE, 2006). In order to solve the aforementioned issues and to
bring quality of education affront greater emphasis was been given to quality enhancement in
ESDP III (MoE, 2004). To this end, MoE designed General Education Quality Improvement
Package (GEQIP-I) in 2004/5 that has six programs, namely school improvement program,
teacher development program, curriculum improvement program, information communication
technology development program, leadership and management program, civics and ethical

education program.
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The educational quality assurance programs were aimed at building democracy and enhance
prosperity through civic education (MOE, 2005; 2006) by cultivating informed, competent and
responsible citizens by equipping them with civic knowledge, civic skills and civic dispositions.
But, society complains that civic education has created individuals who demand for their rights
but not willing to meet obligations. Investigating actual implementation at schools and
associated causes for the incumbent civic and ethic manifestations and seeking out mitigating
strategies is paramount. The other area of quality assurance is CPD which is aimed at improving
the teaching learning process in Ethiopian schools. However, MoE (2005) in its Education Sector
Development Program (ESDP III) document reported that, teachers do not continuously update
their competencies and skills. This indicates that in the rapidly changing world being certified in
pre-service training is not the only guarantee to become a well informed and effective teacher.
Thus, teachers must continuously teach themselves like they are teaching their students.
Therefore, CPD has been designed to be the most effective process, system of learning and
experience sharing throughout teacher’s career. To this effect, the MoE has launched CPD
program as a new reform of reaction that intended to solve the problems of educational quality
by updating teachers. However, it is not known whether the intended objective of CPD is
attained. Gizaw (2006) reported that, there is a doubt whether the CPD program is actually
practiced at school levels like other responsibilities of schools and teachers. This implies that
there might be a gap between what has been intended and what is going on in actuality of the

CPD practices.

To make quality assurance package effective including the above two programs educational
leadership is crucial and is taken as one of the quality assurance programs. According to Kelley,
Thornton & Daughterly (2005) school leaders have strong power in facilitating conditions for the
creation of safe school environment and initiate teachers to carry out effective teaching learning
process. Leadership in schools is related to the ability to move the school forward through
designing long term strategy. In the same manner Hopkins (2002) pointed out activities of
principals in relation to improving students’ achievements and important elements in school

improvement. In this regard principals’ practices are directly related to moving schools forward
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through designing long term strategy, mobilizing communities building team, culture of
collegiality, and working strategically for staff and self-development within and out of the school
towards and generally on school improvement. Seyoum (2014) also argues that effective school
leadership works towards school improvement by coordinating all stakeholders and mobilizing
the community to play their part in school improvement activities. Now a days principals are
expected to initiate and support school improvement program (Grift & Houtveen, 1999; Moffite,
2003), be committed and initiate the commitments of teachers and non-academic staff and all
the communities (Fullan, 2001; Bottery, 2001; Harris, 2005). Associated with the concern raised in

ensuring quality, the practices of the school leadership and related factors need to be explored.

ICT isanother area of education quality improvement program because; 21st century education
system must be comprehensive and purposeful in order to support students in the mastery of
core content areas and the 21st century learning skills (Vockley, 2007). In order for schools to
prepare students to compete in a global economy and build the skills necessary for them to be
critical thinkers, innovators, and problem solvers, technology is necessary. A strong technology
infrastructure and broad and intensive use of technology is required in creating a 21st century
education system (Vockley, 2007). But, stakeholders complain that students are not competent
as expected to be on one hand and on their use of technology negatively. What do schools do
to empower the competence of students remains to be checked through research. Curriculum
program is another program in GEQIP. For education to play fundamental role, one has to
continually strive to improve the curriculum and its materials (teachers’ guides, student
textbooks, lesson plans, teacher-made tests and examinations, and on the qualities and proper
utilization of learning-teaching materials). In such practices, one has to consider different
situations like social, economic, political, and the ever-changing nature of curriculum. These in
return can help an individual to be empowered (become knowledgeable and skilful) through
proper delivery of content areas in the curriculum materials. These types of practices can also
help an individual to contribute to better quality of education through their improved
achievement and with understanding. The implementation in this regard is also important to be

studied.
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The sixth program named school improvement program in one way as a standalone and on the
other side as encompassing each of the other components discussed above, is critical program

to ensure quality. It is thus, useful to explore the school improvement program as well.

In general knowing the extent of implementation of each of the GEQIP component programs is
fundamental. Thus this study will conduct an assessment on the implementation of General

Education Quality Assurance Package in Primary and Secondary Schools of Addis Ababa

To do the assessment on the implementation of General Education Quality Improvement

Program, the following research questions are set,

1. To what extent is the General Education Quality Improvement Program implemented in
Addis Ababa primary and secondary schools?

2. Which programs of the General Education Quality Improvement are being implemented
better and which ones need more attention?

3. What factors are affecting the implementation of the General Education Quality
Improvement Program in Addis Ababa primary and secondary schools?

4. What are the strengths, limitations, opportunities, and threats to successfully implement
the General Education Quality Improvement Program in Addis Ababa primary and

secondary schools?

1.4. Purpose and Objectives of the Evaluation

1.4.1. Purpose of the study

The main purpose of this assessment was not to conduct an evaluation of the program but its
implementation. The implementation was assessed to explore the current implementation
practices, learn from practice and identify potential variants to improve implementation of the
program both in terms of each of its components, human resources, and ownership. The

findings will also impute development of policy inputs and recommend ways of improvement.
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The assessment also intended to be forward looking and has considered the effectiveness of the
general education quality improvement program (GEQIP) implementation, it also intended to
identify gaps that will help fill them in the future to enhance the power of implementation and

effectiveness.

1.4.2. Objective of the study

The major objective of this study is to conduct an Assessment on the Implementation of the
General Education Quality Improvement Program to support identifying gaps and to

recommend proper actions to be taken to bridge the existing gaps in Primary and Secondary

Schools of Addis Ababa.

Specific objectives

To address the General Objective stated above the following specific objectives are outlined:
conduct an Assessment on the Implementation of the General Education Quality
Improvement Program;
identify gaps inimplementing the General Education Quality Improvement Program; and
Recommend proper strategies and actions to be taken to bridge the existing gaps in
implementing the General Education Quality Improvement Program in Primary and

Secondary Schools of Addis Ababa.

1.5. Significance of the study

This type of study has multifaceted significance. Some of the significances of the study are to:
Identify the status of implementation of the general education quality improvement
program in Addis Ababa primary and secondary schools.

Explore the factors that are affecting the implementation of the general education
quality improvement program in Addis Ababa primary and secondary schools.
Identify which programs of the general education quality improvement program are

being implemented better and which need more attention in the future.
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Identify the challenges that hinder the implementation of the general education quality
improvement program and the opportunities that could help to improve the same in
Addis Ababa primary and secondary schools.

Serving as spring board for further study.

Given these peculiar significances, the completion of the study is believed to contribute
to schools, educational leaders, and policy makers to understand the situation of

implementation and devise better ways of acting for the future.

1.6. Delimitation of the Study

Delimitation of research study is narrowing the scope. It is also focusing the core and theme of
the research problem to the manageable size of realities. General Education Quality
Improvement Program for Equity (GEQIP-E) intends to achieve the Project Development
Objective (PDO), Key Performance Indicators (KPIs), Disbursement Linked Indicators (DLIs) and
Disbursement Linked Results (DLRs) as stipulated in the World Bank's Program Appraisal
Document (PAD). The purpose of this assessment was not to evaluate the program, but to learn
from the implementation of the program in practice and document learning that could serve
either, to improve practice or provide information for policy input. Thus, the scope of the study
delimited to the implementation of the six programs of the general education quality
improvement. These programs are (1) school improvement program, (2) teacher development
program, (3) curriculum improvement program, (4) information & communication technology
development program, (5) leadership and management program, (6) civics and ethical education
program. The study was conducted geographically only in Addis Ababa. Since the six programs

are vast by setting the study was delimited in scope to the implementation only.

It is obvious that the research could be more reliable had all the schools in Addis Ababa and the
educational offices are represented in the study. But, due to time and cost constraints, the study

will be conducted based on representative sample representing both public and private schools.
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1.7. Operational and conceptual Definitions of Key Terms

School: Is a place where offering basic and general primary and secondary education to prepare
students for further general education and training MoE (1994)

Government school: Schools established, owned, financed and managed by Government and
Operating on the line of the set procedures (Argaw, 2014)

Private school: Schools established, owned, financed and managed by investors or faith based
organizations and Operating on the line of the set procedures.

Primary School: Primary school covers Grades 1- 8 for basic and general education.

Secondary School: Secondary school covers Grades 9 — 12 for secondary education.

Leadership: The behavior of an individual directing the activities of a group towards shared
division (Hemphill & Coons, cited in Yukl, 2008).

Opportunities: Enabling conditions that educational leaders have and could use to implement
GEQIP.

Challenges: Personal (leadership) and institutional (school) variables that hinder the practices of
principals to effectively implement instructional leadership (MoE, 2006; OECD, 2012) and
the general education quality improvement program.

Parent-Student-Teacher Association: Executive committee formed to make collaborative
decisions on activities and overall operations and services as a bridge between parents,
students and teachers (Argaw, 2014).

Practices: - Activities carried out by education leaders at different levels to implement GEQIP.

Stakeholders: Participants who are expected to be involved in the planning and implementation
of school improvement program including teachers, principals, students, and parents and

local community (MoE, 2004).

1.8. Organization of the Study

We have the plan to organize the study report under five chapters. The first chapter deals with
background of the study, statement of the problem, research questions, objective of the study,

significance, delimitation and organizations of the study together with operational definition of
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terms. The second chapter deals with essential review of related literature to support the study
with various sources and to give the rational for designing the research work the way it is done.
The third chapter deals with research method and design of the study. The fourth chapter
presents the data, their analysis and interpretation. The fifth chapter deals with the summary,
conclusion and recommendations of the study. Apart from these, essential information such as
contents, acronyms, and executive summary will be presented as a prelude to the report. Finally,
references and appendices such as data collection instruments will be separately attached to the

study.

1.9. Ethical Considerations

An effort was made to make the research process professional and ethical. To this end, the
purpose of the study was clearly consulted to the respondents. The participants were informed
to understand that the purpose of the study is purely to learn from the implementation of
GEQIP and improve it further. An informed consent was being gained from the participants and
they were assured that participation is voluntarily. The informed gained from the respondents
have been kept confidential and their names were not put explicit in any report. Thus, responses
were not personalized during data presentations, analysis and interpretation. When necessary
debriefing was made to confirm the information gathered was representing their ideas.

Furthermore, all the materials that were used for this research had duly been acknowledged.

1.10. Effectiveness

The effectiveness of implementation of the general education improvement quality program
(GEQIP) is determined by the improvement in the overall capacity of implementation and the
extent of support delivery of each of the components of GEQIP in schools and other level of
educational leadership. Assessing effectiveness involves examining the extent to which the
program objectives were achieved, taking into account their relative importance and success in
mitigating the problems that affect the quality of education. The reflections of implementers
such as teachers, school leaders, supervisors, educational leaders, and other stakeholders were

assessed. Each of the program components was also scrutinised. The efficacy of the upgrading
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program, especially in terms of level of satisfaction and observed achievements were also

considered in this study.

1.11. Relevance

As a criterion of assessment, relevance deals with the validity and necessity of a program or its
expected effects (program purposes and overall goal) against the standards set for such validity
and needs of grassroots implementers. Relevance in this case, hence, focuses on investigating (i)
whether the program meets beneficiary needs (ii) whether each of the components of the
program are implemented in alignment with the school curriculum and contextual settings (iii)
Whether the program is consistent with regional policies, and (iii) whether the program is
justified to be implemented meeting the identified needs and standards. Relevance was also
specified by the level of satisfaction of the implementers and achievement of the intended

objectives.

Based on the foci of the assessment outlined above, the following basic questions were
addressed to ensure relevance:
To what extent has the general education quality improvement program been effective
in achieving intended objectives of improving quality of education?
To what extent are the implementers of GEQIP effective in their course of
implementation and assessment practices?
What are the strengths, weaknesses and critical challenges faced by the implementers to
ensure quality provision of services and stakeholder involvement?
What recommendations can be drawn to suggest improvement of implementation in

order to enhance the effectiveness of the GEQIP in Addis Ababa?
Limitation of the study

This study was conducted in Addis Ababa during a time where schools were running to
undertake second semester examinations. Such timing made it challenging to reach each
member of the sample intended. Hence, the results may be limited in scope to the attained
sample groups.
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The time given to conduct the study was too short. Hence, making detailed observations via
recording and transcribing the record was not possible. Hence, the quality of the results might

be challenged due to the hasty makings.

The study was not intending to evaluate the GEQIP program, rather how it is being implemented
in Addis Ababa. Hence, it did not take key performance indicators of GEQIP for its assessment

rather perceptions of implementers, observed actions, and reviewed documents.
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CHAPTER TWO
LITRATURE REVIEW

2.1.Introduction

This chapter consists of related review of literature that documents the learning in relation to
quality education in general and that of the general educational quality improvement programs

in of Ethiopia particular.

2.2. Conceptions of quality education

Quality as a generic term and quality education as a sectorial demand is fuzzy and needs to be
operationally defined. The UN anchored quality education as the fourth Sustainable
Development Goal, and it seeks to "ensure inclusive and equitable quality education and
promote lifelong learning opportunities for all.” For UN, using “quality” as a qualifier is
important and some of the targets for SDG 4 include ensuring that children have access to pre-
primary education, free primary and secondary education, and options for affordable technical,
vocational, and higher education options, including college. It also aspire quality to add value to
the lives of students. In Ethiopia, enrollment in most of the regions has gone up for primary
schools, but many students still lack basic skills like literacy and numeracy as justified by the
national level studies such as NLA, EGRA and EGMA. Conventionally, quality includes issues of
literacy, numeracy and life skills though these are associated with several components as
teacher, content, instructional method, curriculum, assessment & examination systems,
leadership and availability of infrastructural considerations. The general education quality
improvement programs (GEQIP) conceive quality as contextual and as suitable for the time span
of the programs. Currently the second GEQIP is being implemented in Ethiopia, and the

components of GEQIP and underlying conceptual deliberations are presented in the below.

2.3. Components of General Education Quality Improvement Package (GEQIP)

Ethiopia launched General education quality improvement package (GEQIP) for the first time in
2007. According to GEQIP 2007 the general education quality improvement package (GEQIP)

initially encompassed the areas of intervention, namely school improvement program, teacher
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development program (TDP), curriculum improvement, and leadership and management. Then
later in the subsequent GEQIPs two additional complementary packages were incorporated
namely civic and ethical education and information communication technology. An annual
review was conducted by MOE in 2007 and proposed the support of implementation of the first
four of the six components of the GEQIP namely curriculum, textbooks and assessment,
management and administration and school improvement program (SIP) each accompanied
with school grants. The need for the program according to MOE (2006) was to make schools
accountable to parent's, community and government to improve student’s learning
achievement. The scope of the recent GEQIP-E focuses on four key Results Areas comprising
Internal Efficiency, Equity, Quality and System Strengthening for Planning Policy Formulation

and Reform

The Program Development Objective (PDO) of GEQIP-E is to improve the internal efficiency,
equity, and quality of the Ethiopian general education. Within the selected programs and
crosscutting issues of ESDP V, and with improved student learning as the core objective, GEQIP-
E focuses on the following four main Results Areas:

(1) Improving internal efficiency

(2) Improving equitable access

(3) Improving quality, and

(4) System strengthening for planning, policy formulation and reform

2.4. Concept of School Improvement

According to Potter & Chapman (2002) and Hopkins (2001) SIP is sustained effort aimed at a
change in learning conditions and other related internal conditions in schools with the ultimate
aim of enhancing, pupil progress, achievement, development and then accomplishing
educational goals more effectively. This concept indicates the plan to improve the quality of
teaching and learning in the school. It also points toward a desire to bring improvement in
student outcomes. For Macbeath & Mortimore (2001:5) school improvement is a repeated

process of enhancing the effectiveness the school that supports students learning. Milesetal
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cited in Harris, (2005) has similar idea. For him, school improvement is a systematic, sustained
effort aimed at one or more schools with the ultimate aim of accomplishing educational goals
more effectively. According to the same source, SIP can be defined as a common sense which
relates to the general efforts to make schools better places for students to learn and in which
school improvement is defined as a strategy for educational change that enhances student

outcomes as well as strengthening the school’s capacity for managing change.
Historical Development of School Improvement Program

Reform of education has been on the educational agenda since 1960 and the early 1980s, due
to globalization (Hopkins, 2005). By the 1990s, governments around the world were seriously
implementing agenda for educational improvement across schools. As Hopkins and Reynolds
(2001) explain, there were five distinct phases of school improvement as of the 2™ quarter of the

20" century.

During the 1970s and the early 1980s SIP began to get attention with the main focus on
organizational change through school self-evaluation and ownership of change by individual
teachers and schools (Townsend, 2007:44). However, school improvement practices did not have

much impact upon classroom practice (Reynolds, 1999, p.123).

As Desimone (2002) argues in the early 1990s school improvement was facilitated by more
systematic interaction between school improvement and school effectiveness. This was the time
when, providing schools with guidelines and strategies to promote classroom level change
(Hopkins, 2001) and governments starting to play a more active fundamental role in school
improvement, that was followed by system level changes through collaboration and networking
across schools and districts (Harris, 2008). Harris further suggests that district reform and
network building (including professional learning communities) need to occur side by side, and

these each need to be interlinked.

Currently school improvement focuses on systematic improvement. In the last decades, we have
begun to learn far more about the features of an effective educational system, but we are now

only beginning to understand the dynamics of improvement at system level (Townsend, 2007).
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Assumptions of SIP

Assumptions of SIP might vary depending on the purpose and context of implementers.

However, SIP has general conceptions of improving school functions and can be considered as

an approach of action. Potter & Chapman (2002) and Hopkins (2001) summarized assumptions

of school improvement as an approach to education change. According to them, there are seven

assumptions of SIP.

1.

School is a centre of change: according to this assumption, external reforms need to be
sensitive to the situation in individual schools, rather than assuming that all schools are

the same.

. SIP seeks systematic approach to change: school improvement is a carefully planned

and managed process that takes place over a period of several years.

. Internal conditions of schools are a central theme for change: role and resource

allocation that support the teaching and learning process is the key issue.

. Accomplishing educational goals more effectively: educational goals reflect the

particular mission of a school and represents what the school itself regards as desirable,

including the professional development of teachers, and the needs of its community.

. A multi-level perspective: although the school is the centre of change, it does not act

alone. The school isembedded in an educational system that has to work collaboratively

or symbiotically if the highest degrees of quality are to be achieved.

. Integrative implementation strategies: this implies a linkage between top down and

bottom up, remembering, of a course, that both approaches can apply at a number of

different levels in the system

. The drive towards institutionalisations: change is only successful when it has become

part of the natural behaviour of teachers in the school.
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Approaches of SIP

SIP depending on its conceptions, purpose and availability of resources, its approach could be

flexible. According to Hopkins (2005) SIP has the following assumptions for approaching action.

A.

Achievement focused - focus on enhancing student learning and achievement, in a

broader sense than the mere examination of results or test scores;

Empowering in aspiration — that intends to provide those involved in the change
process with skills of learning and change agent that will raise levels of expectations and

confidence throughout the educational community;

Research based and theory rich - that bases their strategies on programmes and
programme elements that have an established track records of effectiveness, which
research their own effectiveness and connect to and build on other bodies of knowledge

and disciplines;

Context specific — that pays attention to the unique features of the school situation and

builds strategies on the basis of an analysis of that particular context;

Capacity building - aims to build the school conditions to support continuous
improvement;
Enquiry driven — which appreciates the reflection in action is an integral and self-

sustaining process;

. Implementation oriented - that takes a direct focus on the quality of classroom

practice and student learning;

. Externally supported — that builds agencies around the school and provides focused

support, and creates and facilitates networks that disseminate and sustain good

practices;

Systematic — that accepts the reality of centralised policy context, but also realizes the
need to adapt to external change for internal purposes, and to exploit the creativity and

synergies existing within the system.
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Purpose of School Improvement Program

According to Hussein and Lethwaite cited in Firew (2010) the purpose of most school
improvement policies is to improve the educational process that includes instruction or subject
matter. These help a school to improve its organizational function that is indirectly linked to
student achievement, school climate, staffing, and school organization. Besides, SIP encourages
schools to conduct self-enquiry regarding the strengths and weakness of their performance.
Moreover, SIP helps schools to get a collaborative effort of several stakeholders at different
levels of the education system, as the success of an improved policy largely requires the

interaction between many participants.

Types of School Improvement Programmes

There are three major types of school improvement programmes so far known and experienced
in different countries (Sally, 2013).
Bottom up programmes — improvement programmes fully initiated and implemented by
the school, Finland experiences this program;
Top down programmes — external improvement programmes forced on the school,
including improvement programmes supplied to schools with low results. Italy strictly

follows this program;

Mixed programmes — improvement programmes initially developed by external agents
but subsequently voluntarily implemented in schools or adapted by them, for example,
in Portugal where schools have some freedom to adjust nationally prescribed

programmes to their own contexts and needs.
Principles of school Improvement

Based on the indications stated in the above, principles that guide SIP can vary by either its
approach or purpose. According to Luneburg & Ornstein (1991:124) cited in MOE (2010:15) the
following guiding principles need to be followed in the school improvement process.

» Schools should employ a set of goals and mission which are easy to understand;
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» Student achievement must be continuously checked and evaluated;

» Schools need to help specially the low achievers need to be tutored and enrichment

programmes should be opened for high talented students;

* Principals and staff should actively be involved in continuous capacity building to update

their knowledge, information and to develop positive thinking;

= Every teacher needs to contribute to successful implementation of the school

improvement programme;

= Teachers must be involved in staff development by planning and implementing the

school improvement programme;

= School environment has to be safe, healthy and pupil friendly;
» School community relationships should be strengthened so that community and parents

need to be involve in school improvement programme implementation;

» School leadership should be sharing among staff, student and parents.
Phases of a school improvement program

A school improvement program passes through successive steps with its own procedure and
requirement of the participation of different responsible bodies for the success of the program.
MOE (2010) identified four implementation steps of the SIP cycle. These four steps of school
improvement program are self- assessment that refers to the overall aim of the first stage of the
SIP cycle that seeks is to collect information on the situation of the Standards of the SIP
framework. The use of the information gathered in Step 2 that stands to develop a three-year
School Improvement Strategic Plan and a one-year action plan for school improvement. Under
step one there are six different information collection activities which are called self-assessments
and these activities are: teacher interviews, self-assessment by students including tests, parents,
observation, and the student and school records. The second step of planning refers to

reviewing the indicators of practice data for each standard, identifying priority standards for the
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school and completing and 3-year School Improvement Strategic Plan and the Annual Action
Plans, and undertaken are these two activities by school improvement committee. The third step
of implementation refers to the overall aim of the third step of the SIP cycle of successfully
implementing the strategic plan and annual action plans. The School Improvement Committee
(SIC) is responsible to ensure the implementation of the annual action plan successfully. The
fourth step, which is monitoring, refers to the overall aim of the fourth step of the SIP cycle that
seeks monitoring the implementation of the annual action plan. Woreda staff, School Cluster
Supervisors (SCS) and School Improvement Committee members monitor the implementation of

the annual action plan.

The Domains of School Improvement Program

According to MOE (2007) school improvement program is developed based on the result of the
review of the best practices of the schools all over the country. Accordingly, The SIP has four
domains in which every domain links to each other and aims atimproving students’ learning out

comes.

2.5. Teaching and Learning Domain

Quality of teaching is at the heart of successful schooling (Sammons et al., cited in Harris, 2005).
In successful schools, teachers are well organized. Lessons are well planned and structured.
These plans have clear objectives to communicate to the students. These are also sensitive to
differences in the learning style of the students and teachers need to adapt their teaching style
accordingly.In this regard, Ethiopia has made significant investments in teachers’ development,
and achieved remarkable results in regards to increasing the number of qualified teachers at
schools, though the quality at entry of teachers remains low, as evidenced by the results of

teacher licensing exams (GEQIP-PAD, 2018).

2.6. Safe and Healthy School Environment Domain

As indicated in Estyn (2001), healthy school environment for teaching and learning reflect
confidence, trust and mutual respect for cooperation between staff, students, government,

parents and wider community and it is essential for purposeful effort and achievement. Best
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school leaders encourage good working relationships and overcome the worst effects of
contrasting on developing positive environment, high achievement and progress. Effective
schools share a set of characteristics that add up to an environment that raises student
achievement. By setting goals to improve a school’s environment, principals, teachers, school
councils, parents, and other community members can make their schools more effective places
in which students learn. Characterized are effective schools by setting a clear and focused vision,
a safe and orderly environment, a climate of high expectations for student success, and a focus
on high levels of student achievement that emphasizes activities related to learning. These also
include a principal who provides instructional leadership; frequent monitoring of student

Progress, and strong home school relations (EIC, 2000).

School improvement is about the enrichment of student progress, development and
achievements, so that most research evidence points towards the importance of teacher
development. Collegial relations and collective learning are at the core of building the capacity
for school improvement. This implies a particular form of teacher development that extends
teaching repertoires and engages teachers in changing their practice (Hopkins et al,, cited in

Harris, 2002).

Safe schools need a collaborative work at the school and community levels to support inclusive
education for children and teachers with special needs, and parents /guardians of children with
special needs are actively involved in the school. So, teachers are responsible to use various
teaching methods in order to meet the diverse student needs in the classroom, and sufficient

learning and teaching materials are available (MoE, 2010).

2.7. School Leadership and Management Domain

According to Harris and Muijis (2005) leadership can be defined as providing vision, direction,
and support towards different and preferred state-suggesting changes. School leadership has
become a priority in education policy because it is believed to play a key role in improving
classroom practice, school policies and the relations between individual schools and the outside

world. As the key intermediary between the classrooms, the individual school and the whole
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education system, effective school leadership is essential to improve the efficiency and equity of

schooling (Pont et al., 2008).

According to Waters, et al, (2003), school leaders must lead their school through the goal-
setting process in which student achievement data are analyzed, improvement areas are
identified, and actions for change are initiated. This process involves working collaboratively
with staff and school community to identify discrepancies between current and desired
outcomes, to set and prioritize goals to bridge the gap, to develop improvement and monitor
strategies aimed at accomplishing the goals, and to communicate goals and change efforts to
the entire school community. Principals must also ensure that staff development needs are
identified in alignment with school improvement priorities and that these needs are addressed

with appropriate professional learning opportunities.

The most successful school leaders are open-minded, ready to learn from others, flexible, have a
system of core values and high expectations of others, and are emotionally strong and
optimistic. It is asserted that successful leaders to make progress in schools facie challenging
circumstances. Successful school leaders share certain attributes, such as strong sense of moral
responsibility and belief in equal opportunities; belief that every pupil deserves equal
opportunity to succeed; respect and value for all people in and connected with the school;
passion for learning and achievement; and commitment to pupils and staff. These key attributes

are common to almost all effective school leaders (Day et al., 2010)

2.8. Community Involvement Domain

There are always interaction and interdependence wherever society exists. The major roles that
community could perform in the development of education is effective participation in school
construction and encouraging parents to send their children to school and motivate children to
stay in school. However, some parents are indifferent about their children’s progress and failure
in school works and they throw away their responsibilities on school. On the other hand, schools
arein no way to control the pupils out of school activities. It is the parents who should follow up

their children as to where they are and what they do. In this regard, Assefa (1991) has noted that
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a school is not an island speared from the rest of the community that it serves. Where the
participation of community membersina school program is active, the objective of the school is
easily achieved. If school community interaction operates as a continuation and strengthening
of the formal education program, the success of projects will be supplemented by the
knowledge acquired in the formal academic program. Communities and PTAs are playing
important roles in all aspects of education from raising resources to managing schools.
Resources are generated for building classrooms and schools. PTSAs and community members
need to be active in advising on the benefits of education and in encouraging parents to send
their children to school that increases access and reduces drop out. Financial resources are
raised and used for various purposes. These include purchase of basic equipment and materials
and hiring and paying contract teachers. PSTA involved in school management involve in
preparing annual plans and follow-up disciplinary cases. In this regard, communities are
expected to be funding new school buildings, building teachers’ houses, running non-formal
educationinitiatives, and encouraging girls to go to school and be retained in school until they
complete a given education level. However, PSTAs and communities still need further capacity
enhancement in carrying out quality support to help schools to function as desired (MoE, 2005).
According to MoE (2006) a school cannot succeed without the support of the parents and
community. It is, therefore, essential for a school principal to develop good relations especially
with parents. The simplest level is to ensure parents and communities are getting informed on
what is happening in the school. Parents and communities cannot provide the necessary support
for learning without a good understanding of what the school actually does. Thus, the school
should communicate regularly with the community, and should receive both positive and
negative feedback at regular intervals. The period for such communications should be agreed by
each party and should be regular such as once a month, or once a term. It is important to

consider what school responsibilities can be shared with the parents.
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Ways of improving Schools

Described in the above are issues related to SIP and their importance. The ways of improving

schools depends on identifying key targets, approaches, and accordingly, Clark, (2012) ways of

improving schools include:

>

Create a safe school - is a place where a culture of inclusion and respect is established

and is welcoming all students and making sure that students interact safely.

Ensure good order — without good order, teaching and learning become a rather

haphazard affair. Good order means discipline within the school environment.

Ensure a clean and well-maintained school — a school that is clean, neat and well

maintained is more pleasant for everyone. Cleaning and maintenance need to be part of

a systematic and ongoing process with clear standards and regular monitoring.

Teachers teach - if our teachers are in class when they are supposed to be and are well

prepared, they teach every lesson successfully and completely.

Good work should be acknowledged — teachers should be expected to be praised for
good work and, where suitable, to display such acknowledgements on the walls of their

classrooms and in the corridors of the school.

A range of extracurricular activities should be provided - participation in
extracurricular activities has a significant impact on how students relate to their school,
provided the activities are well organized and provide opportunities for students with a

wide range of interests to participate in the activities on a regular basis.

There should be fun events - fun events for each grade and/or for the whole school

have to be there to build a sense of belonging in each grade through shared experience.

Students should be involved in decisions that affect them — part of the value of a
representative council of learners and other management structures involving students is

that they give them an opportunity to influence decisions that may affect them.
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» Parents should be involved in the school — when parents become involved in the

activity of a school, education becomes a family affair that is always good for pupils.

> Parents and students should be kept informed - keeping students and parents

informed of what is happening makes them feel part of the school.

2.9. Continuous Professional Development (CPD) Program

Teachers’ CPD programmes contribute much for the enhancement of education quality as well
as provide opportunities for teachers and educational leaders to be professionally capable.
Many scholars define teachers’ CPD in different ways viewing it from their educational
perspectives and philosophical backgrounds. For instance, Ali (2010) and, Bubb and Earley
(2009) define CPD as human resource development; continuing education and lifelong learning;
teacher development; staff development; INSET; and as career and professional development.
According to Guskey (1986) and Borko (2004), CPD is the provision of policy or other factors to
school and teachers. Whereas Bolam (1993) as cited in Blandford (2000) understood CPD as
teachers interest in improving own skills, knowledge and updating oneself. Bolam (2000) used
the term CPD program to mean, training activities that engage teachers and principals following
their initial certification and intended mainly or exclusively to improve their professional
knowledge, skill and attitude. To him, CPD is a series of activities that are given to teachers and

other educationalists to make them master in their profession.

Historical Development of CPD

CPD is a recent phenomenon. According to Nicholas (2001), CPD was formerly known as in-
service education, training, or INSET. He also stated that CPD was first developed in 1960's in
Great Britain. According to him, the reason for its development was the reports given by John,
Hale and Parry on the quality of teaching and related problems. Accordingly, highly trained and
competent teachers were assigned as mentors to improve teachers’ skills. This in-service training
latter developed as CPD and then it was given to all teachers to update their skills. Hence, due to

a continuing internal and external pressure on the education system, CPD has emerged and got
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a wider attention. In support of this idea, Blandford (2000:66) pointed out that CPD program has
gained demand due to increasing interest for quality of education and the need to improve
teachers’ skills. As a result, governments’ involvement in the professional development has
increased overtime. The program has become more structured, part of government policies and

targets in many countries.

Importance of CPD

Continuous professional development program for teachers should aim at forming a better and
more effective teacher capable of adapting to different school or classroom situations. At the
same time, the change should improve learning outcomes for the learners. Clarke and
Hollingsworth (2002) stress that the most immediate and significant outcome of any successful
CPD is a positive impact in changing teachers’ knowledge and practice, which in turn should
lead to improved learner performance. In a research study on professional development of
teachers reported by Guskey (2002) it was revealed that most teachers engage in CPD activities
because they want to become better teachers. These teachers see professional development
program as among the most promising and most readily available route to growth on the job. It
is also important to note that, for the vast majority of teachers, becoming a better teacher
means enhance students’ learning outcomes. Scholars such as, Fullan & Hargreaves (1996); and
Fullan (1999) also report similar findings that, teachers are attracted to professional
development because they believe that it will expand their knowledge and skills, contribute to
their growth, and enhance their effectiveness with students. Any development program

therefore, that fail to address these needs, are doubtful to succeed (Fullan & Miles, 1992).

Principles of Effective CPD Program

According Villegas-Reimers (2003) CPD has the following principles that help it become
effective.

1. CPD is based on constructivism rather than on a ‘transmission-oriented level'.
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2. ltis perceived as long-term process as it acknowledges that teacher learns over time.
Regular follow up support is regarded as an indispensable catalyst of the change
process.

3. It is perceived as a process that takes place within a particular context. The most
successful teacher development opportunities are ‘on-the-job learning’ activities
such as study groups, action research and preparation of portfolios.

4. A teacher conceived as a reflective practitioner. The role of professional development
is to aid teachers in building new pedagogical theories and practices and to help
them develop their expertise in the field.

5. Professional development is conceived as a collaborative process.

6. Professional development may look and be very different in diverse settings, and

even within a single setting, it can have a variety of dimensions.

According to MoE (2003), the principles outlined in the Ethiopian context are: there should be an
initial CPD program phase for all teachers to follow. It should focus on areas of identified needs
that are common across the system. Staff development program will be more effective if all on-
going activities are registered or documented. One key element of CPD will be the provision of
courses related to the levels and status of teachers; the renewal of a professional teaching
license that requires the completion of equivalent of stated minimum number of semester hours
of record of their participation in CPD programs. The mentors will also keep records of all

completed activities, classroom observations and meetings held with teachers.
Features of Effective CPD

The most effective forms of professional development seem to be those that focus on clearly
articulated priorities, providing on-going school based support to classroom teachers, deal with
subject matter content as well as suitable instructional strategies and classroom management
techniques and create opportunities for teachers to observe, experience and try out new

teaching methods (OECD, 2005:128).
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According to Sparks and Louck (1990) features of effective continuous professional
development include: Program conducted in school settings and linked to school wide efforts,
teachers participating as helpers to each other and as planners, with administrators, of in-service
activities. And also, it focuses on self-instruction and with differentiated training opportunities,
teachers in active roles, choosing goals and activities for themselves, emphasis on
demonstration, supervised trials and feedback, training that is concrete and on-going over time,
and ongoing assistance and support available upon request are the major features of effective
CPD.

According to WestEd (2002) an effective continuous professional development program is one
that focuses on teachers as central to student learning, individual, collegial, and organizational
improvement, respects and nurtures the intellectual and leadership capacity of teachers,
principals, and others in the school community. Moreover, it reflects best available research and
practice in teaching, learning, and leadership, enables teachers to develop further expertise in
subject content, and teaching strategies. It also uses technologies, and other essential elements
in teaching to high standards, promotes the continuous inquiry and improvement embedded in

the daily life of schools.

The CPD Cycle

The CPD Cycle is a carefully planned response to identified development needs. At each level
(individual, group, institution, woreda, zone, region, and the Nation) the CPD cycle is similar
(MoE, 2009). The major activities in CPD cycles are analysis of the existing situation, planning,
doing, and evaluation. CPD analysis is related with the activity of selecting the learning needs of
anindividual, a group and an institution. This activity includes: self-assessment, peer review and
selection of school CPD priorities, curriculum meetings, demonstration lessons, planning lessons
together, peer observation, observation of lessons and feedback, observation of students in
lessons, talking to students, assessment of students work before and after the CPD activity, and
marking of students work. Additionally, giving feedback and advice for development, shadowing
a teacher, action research, professional reading and research, visiting schools and teachers to

see examples of good practice, sharing/showing good practice within a school, maintaining a
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professional portfolio, team teaching, workshops, visiting experts, mentoring and discussion
meetings are among the major activities of the CPD analysis MoE (2009b). Planning is part of the
CPD cycle developed annually, preceded by priority agendas, and identified by the analysis
process. The CPD plan can be prepared individually or institutionally with details of events and
timings within the CPD module (MoE, 2009). Doing is concerned with practical methodologies to
realize the CPD needs in improving and updating the teacher performance. Such activities
include curriculum reforms, planning, peer observation, action research, communicating
students, sharing professional experiences, workshops, mentoring, discussion, and meetings.
Evaluation is reviewing and to judge the effectiveness of the desired outcomes of the CPD
action plans (MoE, 2009).

Generally, analyzing the existing situation, planning, doing and evaluation are the major actions

and variables of the CPD cycle.
The major activities in CPD

Induction

Induction is a systematic organizational effort to assist personnel to adjust to new assignment
(Castetter, 1992). Induction is an intended activity to help beginners and/or new staff to properly
perform their duties. This is because the first year of teaching has always been difficult as almost
any serving teaching will testify. Newly hired teachers need to understand how the system is
functioning and how they fit into it. Induction is a form of well-organized professional assistance
provided for beginner teachers and new staff to contribute for the proper accomplishment of
their job. Newly deployed teachers need to understand how the school system is functioning
and how to suit to it. Induction is provided for new teachers as transitional CPD in order to

adapt or transform to the lifelong process (Gray, 2005).
Portfolios of teachers’ professional development

Portfolio is a compiled complete record of teachers’ professional development initiated
throughout a year. Portfolios are purposeful collection of documents as evidence to professional

learning. It contributes to the enhancement of professional attitude, commitment and
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motivation of teachers (Falk, 2001). In the past few years, portfolios have gained increasing
support in education from students, teachers, and school administrators for a variety of reasons.
Portfolios were initially introduced to address a variety of student assessment concerns
regarding the genuineness of tasks, learning over time, and the application of knowledge. In
addition, portfolios reflected and integrated many current theoretical perspectives on teaching

and learning like peer coaching (McLaughlin and Vogt, 1998).

A portfolio, as defined by Riggs and Sandlin (2000) is a collection of items gathered over a
certain period of time to illustrate different aspect of a person’s work, professional growth, and
abilities. However, in teaching, a portfolio is usually a tool used to engage teachers and students

in discussions about topics related to teaching and learning (Villegas-Reimers, 2003).

A teaching portfolio is a purposeful collection of evidence assembled by a teacher consisting of
descriptions, documents, examples of good teaching, and a teacher’s thoughts on their
educational practice (including illustrations of its complexity). The use of portfolios in the
teaching profession began during the late 1980s in the work of the Teacher Assessment Project
at Stanford (Wolf, 1991). According to Wolf (1991), as an alternative form to assessment,
portfolios represented a way to define, show, and store - evidence of a teacher’s knowledge and
skills that are based on multiple sources of evidence collected over time in authentic settings (in

Delandshere and Arens, 2003).

Continuous professional development (CPD) in Ethiopia

In Ethiopia, continuous professional development can be placed into two categories (MoE,
2009b). These are updating and upgrading of teachers in CPD. Updating, is a continuous process
in which every professional teacher participates during their career as a teacher. It focuses on
subject knowledge and pedagogy to improve classroom practice. upgrading, is the process by
which teachers can choose to participate in additional study outside their regular work as
teachers at appropriate times in their career, e.g., convert certificate to diploma, a diploma to a

first degree or first degree to master's degree.

43



The plan set for staff development includes introduction of relevant pre-service and in-service
teacher training and development for professional competence. To this effect short-term
training such as workshops for teaching and learning in the higher education diploma programs

for teacher certification are being implemented.

To facilitate implementation of the policy in the area of teacher education, a task force was
formed to study the problems. The duty of the Task Force was to explore the quality and
effectiveness of the teacher education system. The Ethiopian Teacher Education System
Overhaul (ETESO) has emerged based on the quality and effectiveness of teacher education
study. These presupposed teacher development programs including school based CPD, stated in

the new Education and Training Policy [ETP], (TESO Task Force, 2002).

The study report of the task force showed that the Ethiopian teacher education had multifaceted
problems, and this led to a complete teacher education system overhaul, hence, the emergence
of TESO. The Ethiopian Teacher Education System Overhaul (TESO) was created to improve the
overall quality of education based on the new education and training policy. This was to be
accomplished through teacher training and overall professional development of teachers and

other personnel.

The TESO-CPD strategy had three steps to be accomplished at a school level: induction, the
proper CPD training, and individual CPD. the former two are modular approaches planned for
two successive years. Induction is a program for newly deployed teachers having four modules,
two per year to be practiced in the actual teaching with mentors. The proper CPD on the other
hand is for those teachers who are already in the system or required to meet the objective of
licensing. In order to increase the effectiveness of teachers the Government accomplished

various activities.

As a kind of new initiatives, systematic practice of professional development and improvement
of teachers’ competence is an important component of the program (World Bank, 2004). In line
with this, the Ethiopian Ministry of Education (MoE, 2008) developed a General Education

Quality Improvement Package (GEQIP), a five-year plan (2008/9 -2011/12) that comprised of six
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pillars: Civics and Ethical Education, Curriculum, Information Communications Technology,
Management and Leadership, School Improvement Program (SIP) and Teacher Development.
One of the major areas of concern is school-based Continuous Professional Development
program. These days, as stated by MoE (2007a), in the strategy of Teachers' Development
Program of the Ethiopian education system, the need to enhance school-based CPD is the focus
of the ongoing education system. Accordingly, professional development emphasizes the
improvement of profiles of teachers, principals and school supervisors to go hand-in-hand with

the vision, mission, goals, curriculum development and renewal of career development.

The Teachers’ Development Program guideline further targets at sustainable standards of
teachers’ professional growth through the improvements of teachers quality, assuring teachers'’
motivation, encouraging action researches and collaborative studies, quality teacher education,
continuous in-service short term trainings and experience sharing to add to the overall goal of

achieving quality education.

The challenges for improving instruction and the need to enhance of students’ achievement
both require professional knowledge and skills. One of the strategies in addressing these
challenges is to enhance pre-service and in-service training of teachers. According to Amare et
al., (2006), the government acknowledges the key role that teachers play in education quality
and places teachers at the core of its quality improvement strategies. This demands evaluating
different alternatives to design and implement suitable teacher professional development
program. Thus, the MoE has developed CPD program strategy for improving teachers’ quality

through in-service training program (MoE, 2003).

The Education Sector Development Program (ESDP), which is re-planned every five years, was
introduced in 1997 as a vehicle for implementing the 1994 ETP, and to meet the envisaged
universal primary education by 2015. The ESDP has recognized that the capacity of the teacher
training system needs to be improved in order to provide qualified teachers necessary to teach
the greatly increased enrolment. It has also identified the need to improve the quality of

teaching force.
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In ESDP III, the government attached significant priority to pre-service and in-service teacher
training (MoE, 2005). One of ESDP III key strategies were stated in a way to improve the quality
of education, and emphasis was given to improve the academic qualifications as well as the
ethical values of the teaching staff. As parents expect teachers to be professional role models to
their children, efforts were exerted to have teaching staff that are well motivated, disciplined and

endowed with ethical values.

Ethiopia has made good progressin addressing educational access in the last two decades and
has begun working in quality issues. This has been expressed by Aga (2009) that the Ethiopian
government has shifted its attention from expansion to improving the quality of education.
Quality of education was vouchered with an initiative called ‘General Education Quality
Improvement Package (GEQIP) of 2008. By then the package consisted of six programs; School
Improvement Program (SIP), Teachers Development Program (TDP), the civic and ethical
education improvement program, Management and Administration Program (MAP), Curriculum,
Textbooks and Assessment (CTA) program, and Information and Communication Technology
Development program (ICTDP). Accordingly, as part of teachers’ PD, CPD program was re-
designed and was put into practice to update teachers with new outlooks, approaches and

policy directions.

Focusing on improving the teaching learning process, with the priorities of introducing active
learning, practicing continuous assessment, and managing large classes; CPD program was
developed in a modular approach and introduced on accurate implementation in all primary,
secondary and preparatory schools. The TDP guideline indicates that CPD is a program that
enables teachers to be efficient and effective in their teaching life through experience and
continuous learning; improve their professional skill and knowledge on on-going basis and
upgrade their professional level (qualification). As noted earlier, the CPD program was designed
to have two forms as upgrading professional level and updating or improving professional

competency.
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1. Upgrading professional level program: the process by which teachers can choose to
participate in additional study at appropriate times in their career; e.g. convert a certificate to a
diploma, a diploma to a first degree, a first degree to a master's degree through regular,
summer, evening or distance programs (MokE, 2007).

2. Updating or improving professional competency program: is a continuous process in
which every professional teacher participates during their career as a teacher, and focuses on
classroom practices. This we call CPD is made up of two components; the first one is a two year
induction program for NDTs while the second one is for those who are already in the system
where each teacher is expected to complete a minimum of 60 hours CPD time (MoE, 2005). CPD
for in-service teachers has four types; induction program, higher diploma program (HDP),

English language improvement program (ELIP), and proper CPD (MoE, 2007).

CPD program was developed for in-service teachers that focus on clearly articulated priorities;
providing on-going school based support to classroom teachers; deal with subject matter
content aswell as suitable instructional strategies and classroom management techniques; and
create opportunities for teachers to observe experience and try out new teaching methods. As

(MoE, 2009), teachers are expected to develop through their CPD.

Importance of CPD Program

As CPD is right of teachers as well as of a great value for national development (Barrow, et. al,,
2006), staff in a school must have the necessary subject professional support to bring about
changes in the classroom. At school level professional development programs should include
school principals, teachers, technical and administrative personnel. The ETP 1994 set standards
for teachers and described a new approach to education. The new approach promotes active
learning, problem solving, and student-cantered teaching methods. Hence, in Ethiopia, CPD
focuses on improving the teaching-learning process, with the priorities of introducing active

learning, practicing continuous assessment, and managing large classes.

The future of any country depends on the quality of human resource and technical ability. To

have a qualified human resource with such ability, one time training is not sufficient. In this
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regard, Fullan (1991) noted the following: if schools are to become responsive institutions, they
must participate the teachers in them to purposefully engage in the renewal process. Moreover,
there are also many research evidences on the importance of the continuous professional
development as one of the mainstays in the improvement of teachers’ professional skills. On
the other hand, Craft (2000) also listed some reasons as to the need for CPD to improve the job
performance skills to the whole staff or groups of staff; improve the job performance skills of
individual teacher; extend the experience of an individual teacher for career development or

promotion purposes; develop professional knowledge and understanding of teachers.

In outlook of all the above facts, somebody undoubtedly understands that continuous
developmental training must be considered as a normal discource for teachers to work through
their entire career. Therefore, the success of this practice needs active participation of all
stakeholders such as school principals, teachers, supervisors, officials, experts of the education
sector, and so on.

Practices for Effective Implementation of CPD Program

Implementation is the vital phase in any type of CPD activity. Yaekob (2009) indicated that,
careful planning, open communication, cooperation among implementers and support obtained
from different directions are important factors that need to be considered in implementing a
CPD program. This is because CPD is viewed as a means of improving learner performance and
the production of required skills. Effective professional development may have a positive effect
on teacher knowledge and motivation as well as in improving students’ learning. However, the
general acceptance of professional development as essential to improvement in education,
literature has consistently pointed out the ineffectiveness of most programs (Clarke and
Hollingsworth's, 2002; Cohen and Hill, 1998; Kennedy, 1998 cited in Elizabeth 2011). However,
carefully planned and executed CPD, and wilful involvement of teachersin a school is one factor

to make the CPD effective. Yet, different practices have varying effectiveness.

48



2.10. Information communication Program

ICT is a generic term referring to technologies used for collecting, storing, editing and passing
on information in various forms SER (1997). Information and communications technology or
technologies (ICT) is an umbrella term that includes any communication device or application,
encompassing: radio, television, cellular phones, computer and network hardware and software,
satellite systems and so on, as well as the various services and applications associated with
them, such as videoconferencing and distance learning (Phiri, 2016). Though the ICT use in
Ethiopia is lower level than other countries, it seems that the situation has been improving
recently. For example, the number of the Internet users has increased more than twenty times in
the last decade. The Government of Ethiopia as part of its ICT4D process is currently
implementing a number of major projects and initiatives including: the public sector capacity
building (PSCAP), the Ethiopian School Net project, Woreda Net project and the E-service

program among others.

Advanced countries have integrated ICT in the education system and these days the coming of
COVID-19 has shown the paramount importance of ICT. Some typical characteristics of the
developed countries are that almost all classrooms are equipped with computers and other ICT
tools. The student to computer ratio is high; Internet is available in all schools making it easy for
students to access materials. These days curriculum revision requires ensuring nationwide ICT
integration as delivery of education is becoming increasingly online (Bangkok, 2004). Integration
of ICT in schools in developing countries especially in Africa is slow and uneven (Farrel and

Shafika, 2007).
School Net Initiatives

The concept of a School Net (School Network) has spread since the mid-1990s, when the
Internet began to be used more widely in education. Individual definitions and activities of
School Net vary but a School Net can be described, in general, as a network which is set up to
support effective use of the information and communication technologies (ICT), particularly the

Internet, for enhancing education, and for encouraging greater communication and co-
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operationamong a network of schools (Scimeca, 2009). School Net has become a strong voice

for ICTs in schools and the education sector.
School Net system in Ethiopia

The proposed implementing strategy is guided by the need to develop programs and initiatives
the implementation of which will progressively facilitate the process of integrating ICTs into the
Ethiopian educational system. Generally, the process of implementation of School Net systems
goes through a number of stages: starting from the implementation of what could be describe
as the basic minimal model with very little integration of ICTs into the teaching, learning and
management activities of the participation schools; through a partial integration stage to what
could be described as full integration (full integration model) stage. Basically, the minimal model
is characterized by schools getting involved in ICT-in-Education initiatives on a self-selection

basis.

The School Net project arised from the need to integrate ICTs into Ethiopia’s educational
system. It was designed to develop a wide-area network linking all schools in the country and
making internet and online education accessible to them. The initiative constitutes a key
component of e-service program and aims at the application of ICTs for purposes of teaching

and learning. The broad objectives of this initiative are to:

Effectively deploy and utilize ICT to facilitate teaching and learning in Ethiopian

schools;

Ensure that ICT and other educational delivery technologies are developed and

effectively used to manage and administer the processes of teaching and learning;

Broaden access to learning and other educational delivery technologies to a wider

section of pupils within the Ethiopian school system;

Support teaching and learning and improve the efficiency and effectiveness of

administrative an service-delivery processes within the school system;
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Promote and facilitate access to educational services and resources;

Ensure that school administrative, teaching and support staff all have access to ICT

resources to enhance their effectiveness and efficiency;

Developing educational delivery infrastructure capable of delivering a wide range of

educational application systems;

= Provides access to educational services and resources for the benefit of learners,

teachers, and administrators. The implementation of the on-going national School Net
project can be seen as an aspect of the implementation of the ICTs in Education sub-plan
of the ICT4D-2010 plan (Dzidonu, 2006). The key elements of the ICTs-in-Education
Implementation Strategy are defined in terms of a number of core activities grouped
under three main initiatives namely the:

o0 Ethiopian National School Net Initiative

0 The National ICTs in Higher Education Initiatives

0 The National ICT Education, Training and Awareness Initiative

The joint initiative by the Ministry of Education and UNDP is probably the most visible project in
the country with a total of 181 schools equipped with a minimum of 15 networked computers

per lab all connected to the Internet.

A key activity of the implementation strategy should, therefore be targeted at the mobilization
of the requisite financial and other technological resources by the Government to support the
EthiopianICT-in-Education program. To have efficient and effective e-service in Ethiopia, one of
ICTs activities, such as School Net implementation shall be managed in accordance with
acceptable theories and practices (Kassa, 2012). Conducting research on School Net practices to
evaluate its effectiveness and identifying the major reasons that adversely affect its success may
help e-service officials particularly Ethiopian ICT Development Agency and Ministry of

Education:-

To bring improvements in overall School Net activities,
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To generate knowledge in respect with underutilization of resources and a means to

get rid-off,

To provide different techniques in manipulation of School Net requirements with best

level of competency,

To create the prospective of successful implementation and getting away from the

problem of mismanagement and underutilization of resources.
School Net Implementation

School Net offers an increasingly wide range of technical services and implementation supports
(including professional development) to facilitate use of the system and foster data-driven
practices (Bangkok, 2004). District leaders are the driving force in implementing School Net.
These leaders determine which School Net products and services to lease or purchase, and then
to whom, when, and how the data system will be introduced and used. In these initial decisions
and subsequent implementation, School Net serves as a supporting partner and advisor School
Net representatives and administrators in each district viewed the full School Net
implementation as a lengthy process that would occur over years rather than months. District
staff who worked closely with School Net representatives shared a common understanding of

the reform, how it supported district goals, and the overarching implementation plan.

2.11. Civic and Ethical Education

The Concept of Civics and Ethical Education

The subject Civic and Ethical Education was derived from two different fields of studies: Civics
and Ethics, to conceptualize Civic and Ethical Education as an education. The word “Civics® is
derived from the Latin word civic which means a citizen and civitas meaning a city-state. Both
these words may have given birth to the social science known as civics. Citizenis a person who is
a legal member of a particular political community/state and who fully exercises rights and
responsibilities bestowed to citizenship (Michael, 2017; Meron, 2006). Meron (2006) defined

civics as an education that deals with the relationship between government and the citizens. In
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the same vein, some scholars defined civics as a branch of social science that deals with the
rights and responsibilities of citizens (Ibid). Addis (2013) by making combination of the many
definition given by different scholars defined civics as a branch of knowledge dealing with
various aspects of social life of citizens, paying special attention to the rights and duties of
citizens and about citizenship, government/state, how the state/government works, what rights
and responsibilities a citizen has in the state. In general, rights and duties took pivotal pointin

civics as an education.

Ethics

The concept of ethics has been defined by many philosophers and ethicists differently in
different times. Tena (2015) cited in Michael (2017) defined ethics as the value given to
the human tradition, custom and character and the study of human behavior. For Addis (2013)
ethics is concerned with moral issues and standards and codes of behavior an individual
should demonstrate in his/her profession and his community. Ethics as to Rich (n.d.)
cited in Michael(2017) is a systematic approach to understand, analyze, and distinguish matters
of right and wrong, good or bad, desirable or undesirable, acceptable or unacceptable to the
well-being of human. Similarly it has been defined in MoE Grade 9 -12 CEE student text book,
Ethics, as a branch of philosophy, that deals with what is right and wrong, just and

unjust, and refers the accepted norms ( MoE, 2006).

Civic and Ethical Educationwas introduced to the school curriculum with different contents and
objectives from its predecessors (Michael, 2017, Meron, 2006). In 1994 Ethiopian Education and
Training policy was developed to meet transformed national socio-economic and political
makeup of the country and hence democratic civics education was incorporated in to the school
curriculum with new goal to play a great role in developing democratic national unity

(Endalcachew, 2016).

In terms of contents and objectives, the Civic and Ethical Education of the EPDRF regime varied
from the two a priory governments as it contains the actual nature of the discipline such as
citizenship, morality, democracy, constitution, human rights, justice and equality with which

students acquired basic knowledge, skill and values in political and some legal aspects to be well
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informed and active participants in democratic society (Michael, 2017, Meron, 2006). Nowadays,
in Ethiopia the subject civics and ethical education is delivered in the primary, secondary and
higher education levels (Gosa and Desta, 2014; Tesfaye et al.,, 2013) and derived its contents
heavily from political science, economics, philosophy, law, ethics and other related disciplines
(Ethiopian National Agency for UNESCO, 2001 in Endalcachew, 2016). As Yamada (2011) noted
the inclusion of CEE in national education strategies since 1993, was that the Ethiopian
government demanded to cultivate a collective identity amongst more than eighty formally
recognized ethnicities. A few of descriptive studies explored why and how the Ethiopian
government has made multiple reforms to civics education curricula for grades 1-12 (i.e.
restructuring to correspond with national elections that took place in 2000, 2005, 2010, 2015,
and the current election that underwent recently). In short, the federal government has focused
on Civics and Ethics Education (CEE) as a means of establishing a collective ‘Ethiopian identity’
among different ethnic groups in the decentralized, ethnically federated states (Yamada, 2011);
MoE (2006) disclosed the reason contrary to Yamada (2011). It stated that the main objective of
educational system is to address societal responsibility through producing good and responsible

citizens.

Furthermore citing the FDRE constitution and MoE, CEE grade 9-12 students textbook (2002),

Addis (2013) unearthed some chief forms of civic responsibility as follows.

Voting, studying, analyzing, and evaluating Issues critically to avoid prejudices and
biases;

To make every legal effort to limit government to its constitutional power and
jurisdiction;

To participate in voluntary and free services to the community, the country, when
conditions require and where it is appropriate;

To take care of one's family;

To respect the rights of other individuals and groups,

To promote tolerance and value diversity and pluralism,

To pay fair taxes, and, etc,
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Goals and objectives of CEE in the general education system

One of the objectives of Civics Education is to promoting civics dispositions and commitments
of fundamental values and principles required for competent and responsible citizenship. Thus,
the first goal of Civics Educationis to promote/develop civic interests, commitments and minds
of citizens (Meron, 2006). The second objective of Civics Education is to develop the
participatory skills required to monitor and influence the formulation, implementation,
adjudication and enforcement of public policy as well as participation in voluntary organizations
or efforts to solve community problems. In this regard, Civics Education aims at equipping
students with participatory skills (Ibid). The third objective of Civics Education is to enrich
citizens intellectual capacity that enables them monitor and influence government rules,
decisions and actions that significantly affect individual rights. It also helps citizens to evaluate
information, to take sides and defend their position in public policies. Therefore, Civic Education
provides them with the basic knowledge and skills about their government and society (Ibid). It

set the following objectives.
Civics and ethical education aims to create:

O  Democratic citizens who safeguard their rights and respect the rights of others.

O  Citizens who work within the provisions of the constitution and abide by the rule of
law.

O  Patriotic citizens who uphold the democratic ideals and the principles of the
constitution as well as defend the sovereignty and territorial integrity of their
country.

O  Responsible citizens who nurture tolerant culture and resolve differences
peacefully.

O  Industrious citizens who are self-reliant.

O Citizens who are active participants in the political process of their country

and dedicated to work for the common good.
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O Citizens who have a decision making capacity on the basis of knowledge and
objectivity. (Civics and Ethical Education Grade 9 & 10 Syllabi)

The Influence of CEE in Students’ Character Development

The influence of CEE on the character development of students is multifaceted and be broadly
categorized as positive and negative impacts. Positive influences are those characters of
students observed in the face of the society and are accepted by the society as amicable
practices in showing the principles and values of democracy and as good code of conducts,
ethically. The negative influences are attributes described to problems in relation to ethics,
moral and value educations; and are those traits of students that are not in line with the
accepted values and norms with regard to ethics and morals and are considered by the society

as bad characters, democratically.
Positive Influences

Civic knowledge and skill: Civic knowledge is concerned with the content or what citizens ought
to know. In that the knowledge component is embodied in the form of three significant and
enduring sources of knowledge as enumerated here under. There are sources of knowledge

which every thoughtful citizen does or should engage in:

= Civic life, politics, and government

» 1L The foundations of political system

» III. The purposes, values, and principles of democracy (Fisiha, 2004; MoE CEE
grade 9-12 students' text, 2002)

The second essential element of civic education in a democratic society is civic skills, where the
intellectual skills essential for informed, effective, and responsible citizenship sometimes called
critical thinking skills. Another intellectual skill which good civic education fosters is that of
describing the ability to describe functions and processes such as legislative, checks and
balances or judicial review is dedicative of understanding. (Branson, 1998; Fisiha, 2004; MoE

CEE grade 9-12 students text, 2002)
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2.12. Education Leadership and Management program

The Concept of Leadership

Concept of leadership is not easy to define in a single sentence using single idea. However, the
concept revolves around one central issue that is achieving organizational goals through
involving people directly and indirectly in the activities of organizational goals attainment. This
helps the effectiveness and wellbeing of the institution. Despite these facts, the term leadership
is different thing to different scholars. According to Tigist (2015), the differences are grounded
on leaders’ abilities and personality traits. Tigist (2015) and yukl (2008) pointed out the different
concepts of leadership due to different focuses which are related to either of cognitive versus
emotional orientation, individual versus group orientation, self-versus collective interest.
Scholars like Chemars (1997; Mark Brundarett (2003) cited in Tigist (2015) define leadership on
the ground of influencing others. For them, leadership is getting work done through other
people who understand and work towards organizational objectives. This is true for a number of
scholars like yukl (1999) who defines leadership as inciting, supporting, inspiring, and

encouraging building trust in the followers.

Theories of Leadership

According to Musaazi (1988) there is nothing as practical as a good theory. Hence, we have two
successive goals with regard to understanding the components that comprise theory and
incorporating this knowledge into the theory of leadership. Like any theory, leadership theory
has to answer three key questions: what, why and how (Fiedler, 1967). "What" refers to the
constructs analyzed, or the target of theorizing; "how” explains the methods we use to create
interrelationships between constructs of the theory; and “Why" represents the conceptual
assumptions behind these relationships. Thus, in leadership theory the “what” represents the
goal that the leader aspires to attain, the “How" explains the way the leader reaches the goal,
and the "why” explains the reasons behind selecting this particular method for attaining the

goal.
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Transformational Leadership

Transformational leadership is centrally expressed as transforming institutions by being
committed, supporting others to be committed, and facilitating conditions for changes and
better future. According to Leithwood cited in Seyoum (2014) transformational leadership
focused on building organizational vision, establishing goals, supporting and stimulating the
followers, setting and materializing values expecting high performance and mobilizing the stake
holders towards achievement of goals, applying the art of collective leadership styles. According
to Barnett, McCormick, & Conners (2001) transformational leadership is the capacity of leaders
to influence others towards school transformation in a continuous manner. Transformational
school leaders work towards empowering, supporting and persuading school communities and
other stakeholders to do their best in bringing the desired changes in schools. Generally, it is
related to improving and transforming schools. Yukl (1999; Awelu (2012) and Northouse (2007)
argue that transformational leadership is the way of creating conditions among followers and

other stake holders towards changes and innovations in schools.

Transactional Leadership Theory

Transactional leaders are leaders who have the capacity to communicate with self and others.
Thus, they need suitable conditions and prefer peaceful leaving. For this reason, they are
reactive to stimuli rather than proactively acting as transformational leaders Bass (1997). Their
creativeness is not strong. Thus, they lacked the desired capacity to innovate and let others be
innovative. Unlike transformational leadership style transactional leadership focuses on the link
between the effort and reward. Leadership is responsive rather than proactive reward
punishment and controlling of followers (Ibid). In the transactional leadership, leaders have
technical knowledge to determine changes (Bass, 1998). Since they are not proactive their

decision making role is less effective when we compare them with transformational leaders.

Contingent Leadership Theory
Schools are full of controversies and problems challenging new ideas, new approaches to
change unique ideas and the like. It is school leader (principal) that treat these issues

accordingly (Morgan, 2006; Bush, 2007; Gamage, 2009; Liethwhood et al, in Bush, 2007). These
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further elaborate contingent leaderships as choosing proper strategies for various problems,
designing appropriate mechanisms to maximize successes and taking risk to achieve the set
goals. This leadership theory is suitable for principal leadership who should be flexible,
adaptable, collaborative, facilitating both social and natural environment motivating and

accordingly communicating and increasing commitment.

Servant Leadership Theory

According to Greenleaf (1977) servant leadership is giving emphasis to the Client and the needy.
Thus, it is the way of serving rather than leading. Scholars like Rost (1991) agree with this idea
and define servant leadership as serving first and leading later. For OECD (2001a), servant
leadership bases onthe modern principles of leadership, because the current values and beliefs

of leadership are related to serving others (Ban, 1985).

Instructional Leadership

Different authors defined instructional leadership as the behaviors and actions taken by the
principal so as to enhance learners’ achievement growth (Leithwood, 1999). Regarding to this
idea Pawlos and Oliver (2008) state that instructional leaders have to play the following
important roles in the schools. These roles of instructional leadership are as follows: program
coordination, program evaluation, direct assistance, action research, and curriculum
development. Leaders of this era, have three major functions related to creating vision,
persuading groups, to acting together to attain institutional goals, and on impact on high

achievement of the institutions (Letchwood and Rehl, 2003).

Practices of Principal Leadership
Principals have number of practices related to their leadership. According to the Wallace

Foundation (2012) principal leadership practices are categorized in to five areas. These are

deliberated as follows.

Shaping a Vision for Academic Success of Students based on High Standards

Shaping vision is related to developing school wide vision of commitment for the success of all

students. This is generally setting and keeping standards for students’ achievement. One of the
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better practices of principals is working towards high students achievements (Wallace
foundation, 2008). This commitment emerged out of high expectation of students’ achievement.
To materialize their high and positive expectation, principals do their best in improving schools,
scaling up best practices working with stakeholders and managing changes, and innovation. In
principle the 21st century leaders are visionary who create and communicate ones vision. The
created vision should be accepted by the staff. Thus, principals should great vision of education
sector. According to Chang (2005), vision, has strong power to motivate staff, to this end,
principal are expected to share vision of the school to the school community and set strategies

to increase the commitment of the staff to change the vision too action.

Creating Climate Hospitable to Education

Creating climate is related to creating an atmosphere in which students feel supported and be
effective. To this end, principals support and motivate teachers to work hard to act together to
less modern ways of teaching and facilitating students learning. According to the GQEIP
document, maintaining peace, and security in schools, and facilitating conditions for staff
development MoE (2008). Making schools safe for students and staff, creating strong bondage
with parents and other communities, democratization, the schools, data based actions and
decision making is one of the practices of principals in schools that they are leading. One of the
secrets of successful schools is related to community support. Community support can be
maximized by the efforts of efficient principals (Goff, 2003). Community participating according
to Emana (2006) is one of the key factors for school improvement. This is when the community
support schools by financing contributing innovative ideas effective community participation is
depend on effective and persuasive communication facilitated by principals. According to
Herrgrealses et al, (2008) school leaders will increasingly need to lead out there beyond the

school, as well as with in it, in order to maximize community involvement in schooling.

Cultivate Leadership in Others
Capacitating school community and communicating important issues to the teachers and non-
teaching staff and students in schools is essential. These include community members out of

school. Essential is exercising collective leadership experiencing common decision making and
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getting aware about the school system, creating common areas of understanding on school

culture, the set vision, the stated mission, and the developed values.

Improving Instruction

Modern principal leadership focuses on making instruction effective. Thus, principals need to
design mechanism on how to evaluate the effectiveness of instruction the teaching learning
approach that directly contribute for students achievement. In the cause of improving
instruction effective principals to be advantage of the collective culture they work to create in
their schools. These become effective through planned supervisions services and continuously
filling capacity gaps. Students learn better when there prior knowledge is widened and when
their misconceptions are restructured and replaced by scientific ideas (AIR: 2014).Principals
should know these realities and support students learning accordingly. According to Coleman
et al, (1966) quality curriculum and applying principles and methods of modern teaching are

the two pivotal factors for better student learning.
Curriculum Improvement Program

Curriculum is the foundation of the education system. The Ministry of Education has published
curriculum policy documents that set out expectations for student learning in each grade and
subject area. The expectations...describe the knowledge and skills that students are expected to
develop and to demonstrate in their class work, on tests, and in various other activities on which
their achievement is assessed. To set a goal for improving the way curriculum is delivered,
principals, teachers, school councils, parents, and other community members participating in the
improvement planning process must understand the expectations set out by them inis try and
how well the students in their school are achieving those expectations, (EIC, 2000). Teachers
should understand a curriculum, and develop and use additional materials in the classroom to
improve student learning. One of the key responsibilities of teachers is to study the curriculum
and develop supplementary materials for use in the classroom. It is important for schools to
provide the time and support that teachers need to develop these supplementary materials

(MokE, 2007).
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2.13. Framework

The study used the framework given below. The framework indicates the major pillars of GEQIP
and called program framework. The framework guides the conception of the study that

emanates from the GEQIP program and its components.

GEQIP Framework in the context of the study

School Improvement Safe School School Leadership

Program (SIP) Cycle N Environment Domain and Management
7’ Domain

N\ | ’,
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Schoo an. School Improvement Teaching-Learning

Community Program (SIP) Domain
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Teacher Continuous School Improvement
Professional
Development (CPD)

program

Program (SIP)
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School Leadership and

Curriculum Development Management Program

Program

Civicand Ethical
Education Program

Figure 1. GEQIP Program, Components and sub-components
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CHAPTER THREE
METHODOLOGY

3.1. Introduction

This chapter presents the methods followed to conduct the study. It reiterates the sample,

sampling, data collection tools and approaches, and the methods of data analysis and

interpretation.
3.2. Assessment method

We conducted the assessment using a combination of quantitative and qualitative methods.
Given the scope of the work and the relatively short period of time allotted for the entire
assessment study, it was necessary to employ different methods in a flexible manner to permit
several tools (questionnaires, semi-structured interviews, FGDs and observations) and data
sources (teachers, principals, supervisors, experts in the woreda, regional and federal levels, and
PTSA members and documents). The use of quantitative and qualitative methods made it
possible to gather not only in-depth information but also dependable data that could be

triangulated, as it was collected from different groups of stakeholders using different tools.

The study sites, technical and methodological approaches of the study, sources of data,
sampling techniques, data collection instruments, employed procedures, associated data
analysis methods and ethical considerations, including quality assurance mechanisms, together

with process framework were considered and described below.
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GEQIP: (1) school improvement program, (2) teacher development program,
(3) curriculum improvement program, (4) information communication
technology development program, (5) leadership and management program,
(6) civics and ethical education program.

[ Maior Tasks ] Means

Document Analysis &
Consultations

[ Program structuresand

I

Instrumentdesignand ] \\
Deploying experts
~ Conducting consultations & review
Sampling (publicand private Training & supervision
schools) & Key informants ) Data cleaning & confirmation
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interoretation ) J/

Inception Report
Data Collection Instruments [ Review and Validation ]
Validated Study Report

Figure 2. Process Framework

3.3. The Study Site and Target Population
The study site was Addis Ababa City Administration, which encompasses formally ten and

currently eleven sub-cities. The data for the assessment were gathered from scientifically
sampled and selected sub-cities considering their geographical location — central and periphery.
Data were collected from all possible sources within the selected sub-city, teachers, principals,
supervisors, PSTA members Addis Ababa bureau of education and sub-city education Office

heads, Teachers & Education leaders, Curriculum Preparation & monitor Directorate directors.
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Data were also included Education and Training Quality, Professional Competence &

Assessment Assurance leaders.
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Figure 3. Map of the study area (to be updated upon issuance of new map)

The study was conducted through the following technical and methodological approaches.
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3.4. Technical Approaches

Before engaging in the study, the following technical approaches were used for the smooth
execution of the activities related to this study.
a. Consultative meetings were conducted with concerned bodies, to create a common
understanding of the tasks and approaches;
b. Conducted a kick-off meeting involving officers and experts from the Authority;
c. Aninception report was developed and submitted to the Authority;

d. Worked closely with the Authority to ensure quality deliverables.

3.5. Approach to the Study

The assessment of the implementation of general education quality improvement program used

the following methodological approaches.

Research Method

According to Creswell (2003) research method is the choice of research approach (quantitative,
qualitative and/or mixed) based on the nature of investigation. In the same manner, Quirk (1979)
states that the design and methodology of a research is determined by the purpose of the
study. The aim this study was dealing with the implementation of General Education Quality
Improvement Program in Addis Ababa primary and secondary schools. The study also
considered factors affecting the implementation of GEQIP in the City. To get relevant data for
the study, both quantitative and qualitative research methods were used. Scholars like
McLaughlin (2001) support with this idea. According to him, qualitative approach helps the
researchers to get data which may not gain through quantitative means. Therefore, in this study,
a mixed approach involving both quantitative and qualitative methods were employed so as to
collect extensive data and used to assure findings from different data sources though

triangulation instruments and to draw valid general conclusions.
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Conducting Consultative Meetings with Relevant Stakeholders

Discussions were conducted with key stakeholders on the inception of the research (officers of
the Authority and concerned experts), and improvements were made to the inception report as
a result of the discussion. Within a week, the revised inception report and data collection tools
were submitted to the Authority for further enrichment of the documents and validation of the
data collection tools. We also conducted a one day validation of the data collection tools. After
line-by-line editing and following receipt of the green light from the Authority, data collection
started after a half-day briefing training with the supervisors and enumerators. In the meantime,
our firm and the team of experts consulted different information-rich participants who are
knowledgeable about GEQIP who had been in the system. Documents were collected for better

triangulation while the data collection was on-going.

3.6. Methodological Considerations

Based on the consultative meetings and the agreed upon quality standards, the following

methodological approaches were used to conduct the study.

3.6.1. Data Sources

The data for this study were collected from different education sectors and individuals with
relevant information. To do so, relevant data for the study were generated from both primary
and secondary sources. The primary sources of the study were key informants from sub city
including Education Bureau Leaders, sub-city and Woreda education office heads, secondary
schools and cluster supervisors, principals, vice principals, teachers, students, and PSTA
members. These participants were taken as primary sources for they have direct roles in
supporting the implementation of GEQIP and having better ideas about the programs.
Moreover, information had been collected from secondary sources such as: documents related

strategic and action plans, reports, checklist, minutes.
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3.6.2. Study Design

According to Best and Khan (2003), Descriptive survey design is appropriate to describe
conditions that exist, opinions that are held, processes that are going on, and trends that are
developing. Moreover, descriptive survey research design has the capacity predicting the future
on the basis of findings on prevailing conditions, and on-going implementation. In line with this,
Jose and Gonzales (1993) stated that descriptive survey research gives a better and deeper
understanding of a phenomenon that helps as a fact-finding method with adequate and
accurate interpretation of the findings. Thus, the design was preferred on the ground that
practice, opportunities and challenges of implementing GEQIP in general and each of the
components of GEQIP in particular are better perceived from the opinion survey of the school
leaders and stakeholders, and implemented in accordance to the intended objectives. In
addition, the conditions for the on-going implementation of GEQIP and that of meaning making
to help develop policy input, qualitative methodological approaches were used. For these

reasons mixed research methods design was used in this study.

3.6.3 Population, Sample Size and Sampling techniques

There are different ways to identify respondents/participants/ in a mixed research design,
depending on the type of research approach, the paradigm and the research question. Patton
(1990) has remarked that identifying participants for qualitative research depends upon the
'richness of information’ (p. 238) participants are equipped with, while identifying respondents
for quantitative research depends upon the nature of the business and purpose of the study,

and representation of the population under study.

In gathering qualitative data, ‘there is no direct relationship between the number of participants
and the quality of a study; questions of number are answered in reference to research questions
and levels of analysis’ (Hatch, 2000, p.48). That is, the size of the sample depends ‘on what you
want to find out, why you want to find it out, how the findings will be used and what resources

(including time) you have for the study’(Patton, 1990, p.230).
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For descriptive survey research, it is crucial to determine an appropriate and representative
sample size to ensure acceptable data collection. To this effect, using the minimum sample size
formula for simple random sampling as developed by Cochran (1963), for a 95% confidence
interval ata 5% margin of error, and considering the optimal values for proportion of response

of interest, the sample size for this study was computed.

As sample size is one of the determinant factors of the research output, great care was made in
sampling and systematic /biasing errors through increasing the sample size and making the
samples to be representative (by well-designing the probability sampling techniques). Basically,
two sample size determining strategies were used. Census and Yamane's (1967) sample size
calculation formula, at a 95% confidence level and + 5% precision level. The following formula
was used to determine the sample size, especially for teachers; and purposive sampling was

employed for educational leaders.

ch/zpq
nz= o2

p=q=0.5,z=1.96

By considering the purpose of the research, all sub cities were initially considered as targets for
the study. However, to suit sampling purpose and meet minimum standards, especially for the
descriptive survey sub-cities were categorized as central and periphery, and selection was made
accordingly. Schools were also categorized as pre-primary, primary and secondary using
stratified sampling. Once, the schools were categorized, for large homogenous population,
simple random sampling technique was used after determining strata while for small population
census sampling were included. The teacher populations were classified as pre-primary, primary
and secondary by types of schools. Therefore, stratified random sampling was used for teachers'’

classification. After strata, simple random sampling method was used to take sample teachers.

The participants of the study comprised of two groups in each sampled schools: school leaders
(principals & vice-principals, supervisors) and teachers. All the school leaders (principals and vice
principals) were participate as availability sampling including those who are working as
department heads, who were purposely sampled based on their experience serving as
department heads for three years and above. Purposive sampling, also referred to as judgment
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sampling, was the process of selecting a sample that is believed to be representative of a given
populationin terms of exposure to the phenomena (L. R. Gay,2012) and school supervisors who
are serving in the sampled schools were included as respondents since their number assumed to

be minimal and manageable.

For the qualitative data, the principle of ‘data saturation’ was employed, whereby data and
information collection were carried out until adequate data had been collected and no new
information or themes. Direct link between data triangulation and data saturation was ensured;
the former realized the latter. Thus, in this study, the number of participants depended upon the
adequacy of the data that was collected from them. Accordingly, key informant interviewees
were identified among stakeholders in the MoE, region, sub-city, woreda including PTSAs who
were believed to supply sufficient information. Table 1 presents number of schools involved in

the study.

Table 1. Composition of schools by subcity and school type

Sub-city Pre-School Primary Secondary

Public Private  Public Private Public Private
Addis Ketema 2(1) 3 3 2 2 2
Bole 2(2) 13 2 8 2 7
Gulele 2 4 2 4 2 4
Lideta 1 2 2 1 2 0
Yeka 3(1) 13 3 3 3 5
Total 10(4) 35 12 18 11 18
G.Total 45(4) 30 29

Table 1 presents the number of schools involved in the study. An attempt was made to consider

proportional representation of schools based on the EMIS data provided.
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Table 2. Composition of schools in which FGD, KII, Observation and Document Analysis
were performed

Purpose Data sources No. schools
PTSA 13
Curriculum Committee 14
For FGD SIP Committee 13
Cluster Supervisor 19
For key informant School Principals 19
Interview Students 24
For Observation Observation 40
For document Analysis  Document Analysis 40

Table 2 shows the number of schools at which focus group discussion, key informant Interview,
observation and document analyses were performed. This shows how sufficient data could be

collected from the sample schools to generate data that can serve triangulation.

3.6.4. Variables

Variables used for the purpose of analysis and approaches to data collection were identified.
Background characteristics such as school type, education level of respondents, roles in the
educational leadership, service years, gender, etc., were used as category variables to determine
the extent of implementation with respect to the category of respondents. Dependent variable is
the variable hypothesized to depend on or to be caused by another variable, called the
independent variable. Anindependent variable (IV) is a variable that is set to cause changesin or
explain another dependent variable (DV) that is a variable that is set to be affected or explained
by another Louis Cohen, Lawrence Manion and Keith Morrison (2007). In this study the
independent variables were awareness of the components, commitment, school leadership
effectiveness, and actions taken so far, and the dependent variable is effectiveness of
implementation and the quality of implementation of the general education quality

improvement program specified by each of the six components of GEQIP.
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3.6.5. Date Gathering Instruments

Proper instruments of data gathering in any scientific investigation help the investigator to get
reliable information that enable him/her reach concert conclusions. Data gathering instruments
are based on the research approaches, either quantitative, qualitative or the mixed approach.
Since this research employed descriptive survey (mixed method), instruments of data collection
for the study were questionnaire, semi-structured interview, focused group discussion,

observation and document analysis.

Questionnaire

Both open and close ended questionnaires were prepared and distributed to teachers who had
rich experience in relation to GEQIP in the sampled schools. Those respondents were carefully
selected as sources of information. Questionnaires were used to gather the required information
freely from individuals for they enable individuals to express responses that they do not want to
express orally Npeveen (2007). This is also true particularly, in the view of open-ended questions.
Thus, open-ended questionnaire were included to get the respondents views. Close-ended
questions were also used to get realities at their natural setting, and to easily tabulate and
analyse using descriptive statistics relating responses to one of the research approaches. The
close-ended parts of the questionnaire were presented to the respondents through the use of
Likert scale method of rating and the respondents were expected to express their agreements
on five scales to be chosen under the given degree of agreement which they view as relevant

scale.

The questionnaire had two major categories: Background information and Likert type scales. In
its design, it had both closed and open-ended items, where the items were presented on a five-
point Likert scale. The scale ranged from: 1= strongly disagree (SDA), 2= Disagree (DA), 3=
Neutral (N), 4=Agree (A) and 5=Strongly Agree (SA). With the same rating, respondents were
also asked to rate from Very Low to Very High. The items were clear and simple enough to be
understood by the respondents. The open-ended items were presented following the closed

questions, for further clarification. The reliability of the data collection instruments was
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calculated for each program component. The Cronbach Alpha coefficient were 0.94 for SIP, 0.89
for school leadership, 0.93 for CPD, 0.91 for Civics and Ethical Education, 0.94 for ICT, and 0.80
for Curriculum each of which is above the accepted minimum of 0.7. This justifies that the data

collected with these instruments were reliable to generate acceptable conclusions.

Interview

According to Earl (1990) interview has two main importances. First, it helps the researchers to
get deeperideas that are in the mind of the interviewee. In this case, the researchers believed to
get additional information or ideas that were not clearly forwarded through the use of
questionnaires. Interview can also help to counter check data obtained from other instruments.
Taking these realities and considering the research method, interview was used as one of the
data gathering instruments for this study. Therefore, to get information to the research
questions in the study area, two sub-city education office heads and education Bureau head,
two sub-cities Education Office heads six principals educational leaders were interviewed. The
interviewees were selected for the responsibility they had to lead educational activities including

schooling on one hand and support and enforcing principals to lead schools on the other hand

Focused Group Discussion

The third important data gathering instrument for this study was focused group discussion
(FGD). This data gathering instrument was preferred by the studying team since it helps to
generate valuable information about issues raised in relation to the topic understudy. The
discussion aimed at getting information that couldn't have been not sufficiently addressed
through other instruments. Thus, it helps to supplement ideas obtained from other instruments
and also to increase the validity of the total data; because by its very nature FGD helps to get
multiple viewpoints which are commonly expressed, and uncovers contradicting ideas which

help the researchers to look deeply Stewart (1998).
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Observation

Observation was also used as data gathering tool. Consequently, the study team observed the
overall school activities in relation to principal practices to support implementation of GEQIP
and its components, students’ academic achievements, school priorities, vision of the schools,
school grounds, pedagogical centres, and libraries. Moreover, class room conditions and
students’ activities were critically observed including early grade reading and early grade

mathematics because achievements in these areas are taken as quality indicators at for GEQIP.

Document Analysis

Documents play a great role in identifying key factors when gathering qualitative data, and are
powerful indicators of the value systems. On this line, Patton (1990) argues that documents
provide a behind-the-scenes look at institutional processes and how they act. They can give the
researcher a sense of history related to the contexts being studied (Hatch, 2002, p. 117).
Document analysis was used as instrument for data collection because it helps identify recorded
supports provided to all implementers in the school and ways of assuring quality delivery to
support students’ learning. Thus, using document analysis was believed to help to get
information that lacked through other instruments, to validate other data and generally to get
comprehensive information. With these views in mind, GEQIP related documents were accessed.
Documents related to strategic and action plans, reports, checklist, minutes, focusing on
instructional effectiveness that help investigate successful implementation of GEQIP and other
relevant documents were consulted. In valuing documents for being able to ‘tell their own story
independent of the interpretations of participants’ (Hatch, 2002, p. 119) the following
documents were gathered: the Education and Training Policy (1994), the Teacher Development
Program Blue Print, GEQIP I: 2008, GEQIP II: 2012, GEQIP-E, 2017/18, the CPD Framework 2013,
ESDP V, 2015/16 - 2019/20, SIP Strategic document, Ten years strategic plan of the Authority,

Inspection guidelines and associated standards, etc.
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3.6.6. Data Collection Methods

Educational researchers employ different methods to collect data from selected respondents.
This may be because the researchers have several research questions, or they want to use
different methods or sources to collaborate each other in the form of methodological
triangulation (Silverman and Marvasti, 2008, pp. 156-57). Procedures of data collection for this
study were based on formal and professional approaches. In the formal approaches letter of
cooperation was written from the Authority to the concerned institutions to inform to the
selected schools to give the necessary data. For the professional approach, researchers deployed
trained enumerators to collect data by using each of the tools (See Appendix). Since gathering
data using one method would have been insufficient to address the intended objectives, a
cumulative view of data drawn from different methods and contexts were employed, so as to
triangulate the data by examining where the ‘different data intersect’ (Silverman and Marvasti,
2008, p. 157). Triangulation methods in this study were also crucial to maximise the reliability of
the data collection. Accordingly, a survey questionnaire containing both closed and open ended
questions, observation checklist, key informant interviews, focus group discussions and

document analysis were employed as data gathering tools that were concurrently handled.

Sufficient numbers of enumerators who had the required academic qualifications, professional
experience in related kinds of data collection processes, who were knowledgeable about the
local context and capable of speaking the local language, were selected for data collection. They
were given one day training on the tools and survey techniques before the actual data collection

commenced.

3.7. Data Management

Data management is fundamental for proper data analysis. One of the data management
strategies is ensuring gathering of data from sources through proper identification of the
sources of data. Other is protecting data from missing loading to mitigate problems that could

emerge during analysis. The earlier was ensured through data mapping stated as follows.
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Table 3. Data management Map

Progra | Focus Requirements/perf | Sample Tools
m ormance Lead [Teach | Stude | PTS | Questionn | Interview FGD Observati
Compo standards ers |ers nts A |aire on
nent
Program | TBD v v R [Teachers |[Principals [PTSA Enumerat
Cycle & ors
supervisors
Teachin |TBD R v v R Teachers | Teachers Teachers | Enumerat
SIP g & Students Students | ors
Learning
Safe TBD R v v R Teachers | Teachers Enumerat
School Students ors
Env't
School- | TBD v IR v Principal, | PTSA
Commu supervisors
nity &
Relation Teachers
s
School |[TBD v R R Leaders & | Teachers
Leadersh Teachers
ip &
Magt.
TCPD TBD v v Teachers Leaders, Teachers | Enumerat
Principals ors
&
Supervisors
Curriculum TBD v v R Teachers | Leaders, PTSA Enumerat
Development supervisors ors
(implementation) , &
Principals
School Leadership | TBD v v v v Teachers Leaders, PTSA
& Management Students supervisors
&
Principals
Civic &  Ethic|TBD v v v Y |Teachers Principals PTSA
Program Students
ICT TBD v v v Teachers | Principals Enumerat
Students & ors
Supervisors

Another strategy for data quality management was the selection of the enumerators. They were

recruited based on their relatively high level of academic qualification (and with a background in
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education); their experience in similar data collection processes; and their knowledge about the

local context and capability of speaking the local language.

3.7.1. Data Analysis and Report Writing

After gathering data from multiple sources using different data collection instruments, the data
were arranged and organized to make them manageable and ready for analysis. The close-
ended data were coded and captured. The captured data were cleaned and made ready for
analyses. The cleaned data were analyzed with the help of SPSS V25. The out puts of data were
interpreted using mean values, standard deviation and percentages. Comparison tests were
used considering associational and correlational analysis. The qualitative data gathered through
interview, FGD and document analysis were categorized, reduced and analyzed using thematic

analysis and narrations.

3.7.2 Quantitative Data Analysis
For the questionnaires, both descriptive and inferential statistics were considered to present

data and compute if there is statistically significant difference in the responses with respect to

subgroups such as sex, age, service year, educational qualification and school types.

For the descriptive frequency, percentage, mean scores, and standard deviations, and for the

inferential statistics tests like t-test and one way ANOVA were employed.

3.7.3. Qualitative Data Analysis

Quantitative results gained from the quantitative analysis need to be cross checked or
substantiated by the qualitative data analysis results. Largely themes identified from the
quantitative data analysis were cross checked against the qualitative data analysis. Emerging
findings were also identified to enrich the status of implementation of GEQIP. Thus, thematic
data analysis was employed for the qualitative data. For this purpose supporting qualitative data
analysis software(s) such as NVIVO, QDA, etc., were employed. The results were narrated via

cross analysis.
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CHAPTER FOUR
DATA ANALYSIS AND INTERPRETATION

This chapter presents the findings of both the quantitative and qualitative data analyses, and an
interpretation and discussion of the status of implementation of the general education quality

improvement program in Addis Ababa.

4.1. Background of the study and Respondents

The study was conducted in Addis Ababa by comprising five sub cities. The sub-cities were
selected by considering central and peripheral locations. Accordingly, Lideta, Addis Ketema,
Gulele, Bole and Yeka were included in the study. From the selected sub-cities teachers, school
principals & supervisors, educational leaders, and PTSA were included in the study. Educational
officials were also included as interviewee to provide information useful for the purpose. The
sample was provided in chapter three in the above, but the characteristics of the respondents
were deeply treated here.

Table 4. Background data of respondents

Category Classification f %
Sex M 335 62.2
F 204 37.8
Experience 5 Years and Below 125 23.5
6 — 10 Years 184 34.5
11 - 20 Years 149 28.0
21 Years and Above 75 14.1
Education Level Certificate 30 5.6
Diploma 114 21.2
Degree 335 62.3
Masters 59 11
Responsibility Department Head 252 55
assumed by Club Coordinator 182 39.7
Respondents Mentor (Induction) 23 5.0
Other 1 0.2
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Table 4 presents the background of the participants by different categories. The Table indicates
representativeness of the real context by the respondents. This indicates that the information
gathered demonstrates to be real and is believed to help infer confounded recommendations.
Based on this background descriptive and inferential results are presented below. The tabular
results were cross-referenced with observation, interview and document analysis data to make
meaning and indicate feasible recommendations.

Table 5. School types and Educational programs

Category Classification f %

School Type Public 241 45
Private 295 55

School Program Pre-School 51 9.5
Primary 287 53.2
Secondary 201 373

Table 5 indicates the schools considered in the study (public vs private) and the number of

educatinalprograms (pre-primary, primary and secondary).

Results of the Study

The data for this study were collected by using multiple tools as indicated above. The tools
included questionnaire, document analysis, observation, interview and focus group discussion.
The results obtained from the various data sources are presented contrasting one against the
other and complementing when vivid. To this end, the results are initially presented in an
inductive form where each component is treated first and then followed by the results on the
overall GEQIP implementation. For each component of GEQIP, the responses obtained from the
respondents using teacher questionnaire are presented in various descriptive (especially tabular)
and inferential forms. These results are further contrasted against the results obtained from
other sources and through the varying tools, as document analysis, observation and
interview/FGD. The results and an interpretation of the findings in relation to the status of

implementation of GEQIP are presented below.
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4.2. Implementation of SIP component of GEQIP

One of the objectives of the study sought to address the implementation of GEQIP by each of its
components, and this section addressed SIP. To meet this objective, several questions were
presented to the respondents and their answers were triangulated using the responses of school
principals, supervisors and experts from the bureau of education and various educational offices.
The results and associated interpretations are presented in the following table.

Table 6. SIP Program Cycle

Items related to Implementing School Improvement Disagree Undecided Agree
Program cycle f % f % f %
Self-assessment data are collected from all the concerned 27 9.6 42 148 214 75.6
stakeholders for the preparation of strategic and annual SIP

plan.

All the necessary comments gathered from internal and 21 7.4 72 253 192 67.4
external stakeholders were analyzed and taken as the base

for 3 years strategic planning.

Benchmark is formulated from the analyzed data 22 7.8 54 192 205 72.9
The school improvement committee uses the identified 26 9.2 44 155 214 75.4
bench mark for its own SIP planning.

The implementation of SIP is based on the priority areas 25 8.8 22 7.8 236 834
identified during self-assessment.

All the necessary resources (human, materials and financial) 32 113 45 15.8 208 73.0
are coordinated based on the priority areas to implement

SIP.

The results presented in Table 6 indicate that the SIP program cycle of the GEQIP was
implemented through the use of self-assessment data and comments collected from the
concerned stakeholders that are useful for the preparation of strategic and annual SIP plans. The
observation and interview data also revealed the same results. In handling SIP program cycle, it
was verified by about 73% that all the necessary resources (human, materials and financial) are
coordinated based on the priority areas to implement SIP, which in practice was limited to
specific participants, perhaps those who could directly involve through official assignment, as

revealed by the interview data and observation. One school principal stated that
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‘ATTRUCT NF AR APE HIET MOZEPT & NAPN+T NARGRUCE +MLPTE NOALT
2ANANA == F/Nk PFNLF 1DNTFT ALT P3 900F N HeEENAPE APR A PFNLTF 1NE
AATT AR ATH L9 I P+ TEALID ATSAHINC TELAIHTLPT N+-ahe-
AT8.MPa> P/ P+MLPEY MMFS N1 IRINC TIAAA PTLAT TF M AHUT® HIET
@YYyt PF P+ MALTT MAE a4 +A4FE AL CTIPA' (PRST)
The same was indicated by PSTA members who gave condensed information as ‘N+Aff 92075 2+
@M NePI9° AP+AL £75A:' But, the same principal (PRS1) indicated ‘NF/Nk F/NF
MAAN 0-RF TNt AERRTD 1971991 PN APAN NN AT PTULAN +ATE PAT™. In
addition, the students were asked whether they participated in SIP program cycle. Some
informant students replied that °4& 192799 A4 AAPITR PARA+E& +THLIR PATR: A
supervisor from one school forwarded on the same issue as NENA TCAT +@ LN NPT
APEAAM: ALUT ATE ATE FICT N2 NOPE E9PC PARIANNDT PARL ITI9™ NPT NAL ANN FF

£7PA:: Beyond these, we also learned from some schools that they prepare their SIP planin a

small circle and they convene open discussion to enrich and improve the plan.

What has been mentioned in the above was largely for public schools. The same was not a
common experience in private schools. As data from observation indicated, there is some
improvement in some private schools where they started to involve PTSAs, teachers and
students in their annual SIP programs. As an example, a PSTA member from one private school
indicated that ‘AP @@ A+& NF ALUT N&PFIIR NARIIRIIR AL PFT ATAPTCMAT AT, TAN+0-
ANATR ATAD-PATET NPAAR+H APL 99R79R A LL19® ANLT AT1RTITAY. As observed in one
school, teachers, parents and students had participated during the initial phase of SIP planning
that would serve for three years, but after wards the annual plan was developed only by the
school management, extracting from the SIP plan based on the identified apriory. The principal

of the school forwarded that

Nt/NF AR 0-2%F FING AL98T° AL Phaqtm ANAT NADEMRLPM- A3 L HAET AL
NASNM BYtédAh NPME A>T AL 97 F/NFF NATELEEN APS. PO+ POMA AT,
PR @ +WNAN ATL AREARL LM NASINMT ALY/ +H&TP:: (PRS2)
This indicated, the existence of a gap indicating exclusion of emergent issues that could
somehow been incorporated in the school plan.
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Data obtained from observation revealed that there were some notes that indicate the way SIP
program cycle was implemented through the process of gathering information from teachers
and PSTA members. Yet, the observed documents were not demonstrating full stakeholder
participation. These all showed that there was an effort in managing SIP program cycle, but it
needs to be strengthened towards involving all stakeholders for a better sense of awareness,
inclusion of critical needs and in making strategic gains. It may also be useful to devise a
mechanism for stakeholder engagement that is possible to audit. As depicted by the data
obtained from document analysis benchmark was not properly formulated from the analyzed
data for further improvement, rather, it was conducted for the sake of show-up and fulfilling the

expected criteria.

Table 7. Teaching-Learning

Disagree Undecided Agree
f % f % f %
Arrangements of different programs for special needs
students are one of the focus areas of the school. 31 11 42 14.9 208 74
There i . £imol . .
ere Is practlc.e o |mp emen.tlng c.ontlnuous 13 16 5 18 263 935
assessment to inform instructional improvement.
Actlve I'_earnlng is implemented properly during 18 6.4 47 16.7 217 77
Instruction
Th hani h i ivel
er.e.are mec anisms that motivate students to actively 7 76 45 16.0 209 743
participate in school clubs.
There is mechanism of involving students in learning 38 136 54 19.2 189 673

both in class and out of class

Teaching — learning is a fundamental determinant of quality of education. To that end, emphasis
was laid on the domain. Table 7 in the above indicates teachers’ beliefs in making efforts to
undertake arrangements of different programs for special needs students. The respondents level
of agreement was found to be (74%), implementing continuous assessment to inform
instructional improvement (93.5%), properly implementing active learning during instruction
(77%), devising mechanisms that motivate students to actively participate in school clubs
(74.3%) and mechanism of involving students in learning both in class and out of class (67.3%)

respectively.
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Most of the respondents believed that implementing active learning and continuous assessment
as core values of the school, and convicted they are implementing them — through continuous
improvisation of practice. However, when students happen to manifest learning differences,
employment of differentiated instruction was not happening. One school principal indicated that
NANHED aRgeysTy N+ PF aphhd PAFTT ARTRT NITHN ANTN+@ PARN+IIC N¢ Pamw4
ARAPNATGR BT AC™PM- AR &FC PATM- AR9RULTY RUTT P+T9¢ ARYTE NATHN ANTN+O-
PN+9esA:' Despite these as reported by another school principal it was revealed by majority of
the schools that +™¢PF ATLEAIFF @ PNST A 4PTFT NARNLYF PHHLI PANGC NCST PATR::

Some schools as reported by supervisors and witnessed through observation have established a

committee to monitor, support, and report the teacher's engagement in the teaching-learning.

The observation data also revealed that there was potential misunderstanding of one's own
conception and actual practice. The actual practices of active learning seems to be grouping
students and giving them a task, and continuous assessment as repeated testing and recording
(tests, activities, attendance, participation, etc.). In spite of the above intentions and actual
practices gaps, lesson was taken from some schools that undertook several programs for special
needs students. These included identifying students with special needs, offering tutorial in the
day students were off school, soliciting emergent funding and assisting such students.
Nonetheless, in almost all schools there was no an attempt to identify and support gifted
students. Impairment and disability were commonly taken as trends of the special needy
students ignoring gifted and talented learners. Both quantitative and qualitative data with
regards to the teaching-learning domain conceptualized that, supporting students with special
needs, girls and students who are left behind in coping up with their peers had been carried out

by committed teachers rather than structured system and designed strategy.
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Table 8. Curriculum Evaluation for improvement

Disagree Undecided Agree

F % F % f %
Teachers evaluate the curriculum and present 18 6.4 65 230 199 70.6
points for improvement
System is established to link the curriculum with 43 152 64 226 176 62.2
students day-to-day activities
There is the culture of ensuring the achievement
of minimum learning competencies set in each 21 73 48 17.0 214 75.6
subject.
There is a culture whereby teachers integrate 23 8.2 36 128 223 79.1

curriculum framework, teacher guide and textbook

A working curriculum is naturally corrigible and seeks to be contextually suitable and relevant.
However, to maintain minimum standard all schools are provided with same curricula and
teaching learning materials. Upon delivery, though, school teachers are expected to conduct
curricular evaluation, identify gaps observed during instruction and provide input for curricular
improvement. These engagements are considered to be parts of the GEQIP in the SIP domain;
teachers were invited to give their response on how they were involving in curricular evaluation.
Table 8 presents the results and indicates that (70.6%) of the teachers who were involved in the
study agreed that they participated in curriculum evaluation. (62.2%) of the teachers indicated
the existence of a system to link the curriculum with students’ day-to-day activities, while 75.6%
of the respondents assured that achievement of minimum learning competencies set for each
subject had nicely been implemented. For 79.1% of the respondents there was a culture of
integrating curriculum framework, teacher guide and textbook by teachers. From these data one
might provoke own senses that things are being done safe and smooth for the participant
teachers. In addition, a supervisor of a school informed that NAM$AL ATL +9°/NF N+ PF
@MmtT A19RINC @Mk NAR+F+F PaR9gRIge N4 NH9R/T GLI1FT Nh&GA BLE AT&T &U
Pt/ 9Lt h&+d @mt AdPm FA AAGDN AT HP AA NTIAT £7aD7997 h&++79°
AT18N+hnA £2274 N+AL h&+E @Mt haem FRNAT T PaZI1M Né- £NAEA: Another school
principal also endorsed this by saying @®9°U&Y NRPN+H9P4T PHIRUCT 9L7F @AM
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PtPMMF7T Ne+T NOPETF® APALT PCA ATINGEA 245 T FLPA NAPMPI® A LN NM- £75 A
LUTI9R F/Nk NAND ATCAHIT 92ANF PLIIMAL

Majority of the responses tend to endorse what is stated in the above excerpts. However, critical
observationindicated gaps in practice where integration of curriculum framework, teacher guide
and textbook, and alignment with stated minimum learning competencies were at stake. Many
teachers seem to have a gap in identifying what the curriculum framework is and some never
use the teacher guides. Curriculum evaluation reports were hardly available at observed schools.
Cognizant of the on-going curricular reform, it seems to be high time for teachers to know the
details and intentions of the curriculum framework, and devise school-based system of
curriculum evaluation for quality education to happen. According to the data obtained from
document analysis and observation curriculum committee were not involved in evaluating
curriculum materials, but a kind of error, unclear statements, and the like that was consucted

haphazardly.
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Figure 4. Curriculum Evaluatio for Improvement
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Table 9. Safe School Environment

Disagree Undecided Agree

F % F % f %
Adequate teaching and learning materials (text 47 16.5 31 10.9 206 72.5
books, teachers™ guides* library, laboratory
pedagogic center etc.) are available according to the
set standards
There is a formal system for students’ to participate 34 12.2 81 29.2 162 58.5
in decision making
Inclusiveness and gender mainstreaming are 19 6.8 40 14.2 223 79
considered in the school.
Students have awareness on the school 27 9.6 77 274 177 63.0

improvement program and ways of implementation

Safe school environment is foundational for better learning, human interaction and promotes

love towards going to school. Results from Table 9 indicate availability of safe school

environment in the views of teachers. In support, a school principal indicated that:

F/0ET ANG TN, ATEL NG NPT P8 LY NGtHE e PTIPUCT N 91N, 7F aaq(e
N&A AT U AT NPT APHRS AR P RIPANA 8P TF19° PTINA ARy P A& AT 9N, aPF4

TR 85 W&t NPT PARIRYULTT P9 A +ALT CRPLF M-I PMY APCNT PA ARz

N+AL AGRAYC AA+aqC aq PIADN 2ARNT NF/M+ P+IRA RPTFDT NACYHR DPIO AL

APPA OB RE

Observation also indicated improvement in all the observed schools towards making the school

and its compound relatively safe and comfortable. However, the case is not the same across all

private schools. There were some private schools that were safe, attractive, and enjoyable. In

complement to these, one supervisor indicated that

gog pananr ayf+aqr AhNN, ACREME PAG- PHIRUCT NF PoIN, N&T N N TI9° 9oF
AL APHAL 2754 +TILT N4 ARJ AGPhANA haPh g AT$NSM 19 NPT APMeh,
+LPT ATLINTGT AT8.OM- TS PO-6e NC ANTTNTTA INDT AN, A9 L L PR68F N
NN&+E 228 NCTTAI N MYT PARRSE NEAT ATRA +LC3A PARRPF NG +ehTil

h& AT 97N+ +hTdm-T A

Another supervisor also indicated “IN.@% 9°F&S AN, NTILL ATRC AUATR &8F Ne-+&F PANNN,

AP +LCT APTRTS. PLrT £CA NATINM NTRFLG NI AN NPT APNG £75 A These ideas

could lead to conclusion that most schools were safe particularly in physical setting and

sanitation. Nonetheless, there are some private schools whose setting is not marching to be
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better school environment, are narrow at which focus was emphasized on how to contain

students in class at the cost of outdoor activities, and leverage of sufficient space to make the

school safe, attractive and appealing. One principal noted in relation to this idea as follows;
FIRUCT Nk ANGT TSN NPT NHELD- PA APN, 11CTF AONHT ATRFEAT PO FL jm-:
PTHIRUCT NkY ADC D PHAST ACHN A&F P NATT NANNNMD- P18 +884PF a2 NHY
+htde N+HMELPF Rmshg ARoN P NGF AL PALCH FINA ANAN, NARUPF N+$TE AN
ATN+NNA P9 RLIM-9° MLt MMt AAGRMIP: T4 ATRPMA T

Hence, though the internal environment were safety, significant number of schools were under
the influence of external disturbances, such as, sound pollution, sourced from music shops of
commonly known as Arkebe shope. Moreover, girls of some schools were psychologically
influenced by road dwellers nearby schools that disturbed them during their entrance to the

schools and exit from the schools.

Despite the above notes some schools were forcing students to stay out of school compound
when they come late which exposes them to unwanted behavioural challenges. In addition, the
focus seems to be on improving physical setting of schools and paying less attention to the
human relations within the school community members which is critical ingredient for safe

school environment.

Table 10. Community Participation

Disagree Undecided Agree

F % F % F %
Awareness rising of parents to support the learning 27 9.6 55 19.6 199 70.8
of their children is conducted continuously.
There is a habit of encouraging parents to involve in 22 7.8 38 13.5 221 78.6
supporting school improvement
Teachers regularly communicate and discuss with 29 10.3 38 13.5 215 76.2
parents about students’ progress
Feedbacks from stakeholders are considered for 34 12.1 69 24.6 178 63.3

improvement.
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Experiences from other countries such as Finland show that education is largely owned by the
community. From literature it is also noted that better community participation is a best bridge
to ensure continuum of learning in school and out of school. Apparent to these, community
participation seems to be given due emphasis in the Ethiopian context but they largely engage
in administrative matters than academia. As depicted in Table 10, majority of the respondent
teachers revealed that there is continued awareness creation of parents to support the learning
of their children (70.8%), habit of encouraging parents to involve in supporting school
improvement (78.6%), regular communication and discussion with parents about learning
progress (76.2%) and use of feedback for improvement (63.3%). Albeit these, a school principal
indicated that

OAET PAEFF®Y oy Uiz I N1-9°9NCE PAND AT @6 N, NHING AT8.L%

NO$FRT NARLNGT MALF N+ AT 1H NANAN AT8mPR £L82I4A= BUIST NF/NES

N@AEF aehhd PA®: 9T F1HT AMPAL PPTET BIOC 24 NFCI OMFTH AATRLPT =
Members of PTSA in one school also indicated that ®AES +9°UCT N+ ALNG PLPT P17 FIF 1H,
PAD-9® 1T ANEATL NPT 1H +MCF a>& ANA NLT59 A7195AT: In contrast, a supervisor of one
school indicated N@®C 11H N@AE IC NA +T9¢ N19R9INCE @Mt N&PTF APHhDE L7174
However, members of PTSA from other school indicated that let alone to have a strong
participation, they said P@+aey aean/ ey FAFIIR AG@-+M-9° AT L+HI® NH 1H NATLPPLPC
1@ PIYHN M A GT° hATNLTP::

An educational leader also informed that almost all schools develop SIP plans but there are
some schools that involve stakeholders, the large majority of the school do not involve
stakeholders to the expected level. In addition, the interviewee indicated that this practice is
available only in government schools. In the private schools, there is the trend of expecting SIP
plans from central office (or owners) on how to move on planning. E.g, if there are schools that
belong to same leadership as branches they are obliged to use the central plan. They do not
develop their own school plan that fulfils the school situation. This experience is observed in

private schools.
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These all indicated that community participationisin a fuzzy state and that needs to be handled
carefully. To that end, the on-going guidelines need to be reviewed whereby members of the
community, including school community, can sufficiently participate so that their role in

improving quality of education can be ascertained.

4.3. Implementation of School Leadership and Management component of GEQIP

Leaders of this era, have three major functions related to creation of vision by persuading
groups, to act together to attain institutional goals, and on impact on high achievement of the
institutions (Letch et al, 2003). The role instructional leaders assume is among the core
determinants of school achievements. Owing to this, the GEQIP emphasizes on school
leadership and management for which a number of capacity building efforts have been taking
place. With these regards, the on-going school leadership and management was explored and
the results were presented in the below. Data related to the school leadership was gathered
from the educational leaders themselves for self-reflection, and from beneficiary teachers,

students, and PTSA's from triangulation.

School leadership and management as part of SIP domain seek school leaders to be
instructional who the vision and direction, and support towards different and preferred state-
suggested changes. As the key intermediary between the classrooms, the individual school and
the whole education system, effective school leadership is essential to improve the efficiency
and equity of schooling (Pont et al., 2008). They are also expected to work collaboratively with
staff and school community to identify discrepancies between current and desired outcomes, to
set and prioritize goals to bridge the gap, to develop improvement and monitor strategies
aimed at accomplishing the goals, and to communicate goals and change efforts to the entire
school community. Principals must also ensure that staff development needs are identified in
alignment with school improvement priorities and that these needs are addressed with
appropriate professional learning opportunities. Cognizant of these, the following Table

presents the findings along the points noted.
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Table 11. School leadership and Management Domain

Disagree Undecided Agree

Item
The school leadership: F % F % F %
Gives wider room for SIP planning, implementing 20 7.1 32 11.3 231 81.7
and evaluating its effectiveness.
Creates regular and effective communication with 22 7.8 60 21.3 200 70.9
stakeholders.
Works with stakeholders on the ways students 22 7.8 36 12.8 224 79.4
learning and results could be improved
Helps teachers and department heads to work 23 8.1 43 15.2 217 76.7
collaboratively on SIP
Expects better achievement of students and works 13 4.6 29 10.3 240 85.1
towards it

School leadership is not assessed only in terms of the style of leadership but also on the

outcome in terms of engagements of school community in particular and the surrounding

community at large, and the learning outcomes of students. From the response presented in

Table 11, it seems that majority of the teachers are happy with the school leadership in terms of

getting room for SIP planning and implementation (81.7%), effectiveness of communication with

stakeholders (70.9%), student achievement and working towards it (85.1%), and helping teachers

and department heads to working collaboratively (76.7%). One principal in this regard noted

that:

Nt9°/N+ N2012-2014%.9° eF9°/Nt dOARA APL PFef AUT NAPSI NO-PM-
PAINLATIDY 42F L8 NTAL PFI°/N+7T RAG FC NARALY P+APR PF92/F NALCA ANAT
NAMPS/ +MLPF1/ MIPYLT/ +T0E PASTE 0H9°/N A+ ANHELC T NPA AP MPP AL EPTT
N@et @ NgRAhF e+ANAN AT BUIR NARPr NAPSTT $LI°P Fndt APRIN+D-

ATETNAN AECA:

Another principal noted that

P+ @Mt 75 NARF NAL AT8, AP M- PANTEN &L+, PA

NUNZHAN +AFE NARAC MA+TIC AL AMPAL HCHC 0PAT NTIRUCT Nk FPLPAL
NNE- ULA NS T NTRTRAT ATAC BNT1T AAD-:

NTANT APLT AL Aoy M+ AL M-NTTFH AANT: ARIRUC NDSP+ ALAR LNATF OGP
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These indicate an effort from the side of the principals. Yet, a student respondent noted that
Na-N% ANMD +T94 +ATE A PM-$IR :: And a supervisor indicated that NF/M+k P+/NF ARARA
0-2%F +INGT ALRRTD 1927199109 ARAN $NNAA AT PTRULAN +AFE PAAD- ARPFE

These show haphazard understanding of what the school leadership has to be. While the school
leaders believe they are doing fine, the stakeholders seem to disposses it. But, significant
proportion of teachers has supplemented the views of principals. Therefore, one can infer that
school principals are working in an improved was with teachers, but need to strengthen their
system and work ethic to include other stakeholders as far us they can have roles to improve

student learning outcomes.
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Figure 5. Overall implementation Status of SIP

4.4. Implementation of CPD component of GEQIP

Human resource is among the vital components for successful implementation of activities and
development endeavours. CPD seeks continued professional development of personnel based
on identified priority agendas and excellence of school functions. As noted in the previous sub-
section there seem to be some limitation on the implementation of CPD, despite the success
reports indicated in the below, Table 12. The idea related to CPD, noted in the above is
indicating the need to link CPD with career development and advance qualification. As a

success, the CPD program is being implemented that meets the time specified for it. Induction
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of beginner teachers was also reported as one emphasis. But some schools indicated ABa® A8

NMIR ANLATL 10 11C 7 A+10N4G AL N&E+E ANT1F AANT:: some of the limitations indicated

for the same were sustained implementation, mentorship, lack of sufficient budget, etc.

Specificimplementation activities related to Teachers' CPD were further scrutinized the results of

which are in Table 12.

Table 12. Teachers continuous professional Development - design, implementation, and

monitoring & evaluation

Disagree Undecided Agree
Item

F % F % F %
The school has designed monitoring and evaluation 29 10.1 33 11.5 226 78.5
strategies for the school teachers to support CPD
program implementation.
The school encourages teachers to participate in 50 17.6 45 15.8 189 66.5
CPD training based on their identified gaps.
School CPD coordinators engage in identifying what 50 17.4 62 21.6 175 61.0
teachers need to be trained.
The schools checks whether the training hours for 42 14.6 67 234 177 61.9
CPD are sufficiently used
Mentors carefully plan and implement Induction 33 11.5 62 21.5 193 67.0
program for newly deployed teachers
Teachers prepare portfolio based on the required 51 18.0 62 21.8 171 60.2
standards.
All the CPD modules and tool kits are properly used 44 15.6 53 18.8 185 65.6
to implement CPD.
The CPD priority areas are properly identified and in 36 12.7 53 18.8 196 68.8

consultation with teachers.

As indicated in Table 12 almost two-third of the teacher population seems to agree with the

following.

The school encourages teachers to participate in CPD training based on their identified

gaps.

The school designs monitoring and evaluation strategies for the school teachers to

support CPD program implementation.

School CPD coordinators engage in identifying what teachers need to get trained.

The schools checks whether the training hours for CPD are sufficiently used
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Mentors carefully plan and implement Induction program for newly deployed teachers
Teachers prepare portfolio based on the required standards.
All the CPD modules and tool kits were properly used to implement CPD.

The CPD priority areas are properly identified and in consultation with teachers.

These were justified with interview and observation data except for some of the items. Some of
the indications noted in the above seem to be argued as deliberated in Table 8 in the above.
Observation also witnessed that CPD is among the emphasized components of GEQIP, but its
implementation was not justified to meet expected standards. One school principal indicates

success stories in relation to CPD, but lastly noted problems that included

A+ae-ag 7490 N NEF PaRLaD e o (fr]

ARS.NG £a9¢ ARGRYLT PA™P T MP L2 IA I TIC 1Y M MF T AREATID: ADGRYLT

A+ae-aq PAF M- AAPANNT G AATD P
Beyond these the link between CPD agenda and identified priorities was weak, as CPD largely
goes on repetitive training programs (repeatedly giving training at different time on the same
topics). It is largely lacking to base on need assessment and impact of implemented CPD
program is not assessed to inform for improving for future planning. The induction was weak as
it is considered a routine requirement than building one's professional identity. Mentors were
assigned to support newly deployed teachers out of their subject area. In private schools CPD

implementation was by far below expectation

The points raised in Table 12 might cause lack of teachers’ interest towards CPD. Hence, it is
indicative that CPD seeks critical scrutiny for better implementation and impact. From
observation, what has been done so faris promising in matters related to CPD asindicated from
the chart presented below. However, it still demands to get improved with the noted indicated

in the above.
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Figure 6. CPD implementation

In order to improve implementation of CPD it is worthy to develop a system of prioritizing,
documenting and assessing CPD to stipulate the impact that can be aspired and to enshrine the
power of fulfilling observed or felt gaps with the ultimate purpose of improving teacher

competence and student achievement.

Cognizant of the implementation status mentioned thereof we attempted to investigate how the
schools perform their activities strategically and how guided these are by standards which

relates to school leadership. See results in Table 13.

Table 13. School leadership for School Program

Disagree Undecided Agree

Item
The school: F % F % F %
Focuses on strategic issues to implement the GEQIP 27 9.7 57 204 195 69.9
components
Created common awareness on school mission and 22 7.9 53 19.1 202 73.0
aims
Shares its mission, aims and gals to all stakeholders 23 8.2 46 16.4 211 75.3
performs each of its activities based on standards 19 6.9 50 18.1 207 75.0

As indicated in Table 13, most of the respondent teachers' responses depicted that the GEQIP

components are implemented by focusing on strategic issues (69.9%), created awareness on
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school mission and aims (73%), and each of the activities are performed based on standards
(75%). From observation and interview data, and SIP and other activities, schools tend to base
on annual plans. Most of the activities also step towards mitigating gaps. It is useful to devise
mechanisms of developing school based medium and long-term strategies. That could help
aligning the SIP with the stretched strategies and professional developments can also be tracked

towards meeting the strategic goals.

As data obtained from PSTA members and SIP committee school leaders were not at good
position in communicating vision and mission. Interview responses of supervisors indicated that
principals were busy in practicing routine bureaucratic activities lacking time for implementing

instructional leadership.
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Figure 7. School leadership and Management

4.5. Implementation of Civic and ethical education program component of GEQIP

Civic and Ethical education is one of the GEQIP components. Since civics as an education deals
with the relationships, and ethics as the value given to the human tradition, custom and
character and the study of human behaviour, ensuring quality delivery of these two concepts is
believed to enhance mutual respect among one another, enforce rule of law and enhance civic

and ethical citizens. To investigate the way this program is being implemented at schools, data
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was gathered from all stakeholders as teachers, educational leaders, students and PTSA

members. Results are given in the below.

Table 14. Civic and ethical education program

Disagree Undecided Agree
Item

F % F % F %
Mechanism is designed on how students understand 29 10.4 67 23.9 184 65.7
democratic system
The civic and ethical education club in the school 17 6.1 67 23.8 197 70.2
functions actively and focuses on fulfilling ethic and
civic obligations
A system is established for students to identify and 32 11.3 65 23.0 186 65.8
walk towards obligations and duties on a balanced
manner
Students are practically working towards tolerance 29 10.3 57 20.2 196 69.5
of diversity as a consequence of civic and ethical
education
Situation is created that builds work ethic of 44 15.7 73 26.2 162 58.0
students
students are engaging in community services 37 13.1 94 33.2 152 53.7

As presented in Table 14, more than two third of respondent teachers believe that mechanism
was designed on how students understand democratic system (66%), civic and ethical education
club in the school functions actively and focuses on fulfilling ethic and civic obligations (70%),
system is established for students to identify and walk towards obligations and duties on a
balanced manner (66%), and students are practically working towards tolerance of diversity as a
consequence of civic and ethical education(70%). In spite of these, creation of a situation that
builds work ethic of students and extent of student engagement in community services were
agreed closer to a half of the respondents. Interview with supervisors indicated “N+/N.+ eN71 H 09
N7 929NC +9UCT AN +L4EF NHTLPF N1 F29INC HEP hARhAEST 72870  JIC NAR+NNC
NNy 929NCT Mt P+ANk AT8 P APAG AR RS P+ ML Nepe1T AT8RIPC P+MLTF TCATY
t&eq® APNL AU, PTSA members in their turn indicated that A+99¢ ®M.3T971+5 NAT F2NC
PHAA ATR U NECNT APNLT ARBATR: MALTI® ABFFM@T AP+hF+h ARLATR: In support of
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this a supervisor indicated +@Z¢PF N4 YAN P+M4FF N+oINC PR LPART ¢ PAGR. These tell
the existence of divisive positions among respondents on civic and ethical issues. To develop
civic and ethical society such programs are essential, but these should not be limited to schools
only. Hence, mechanisms need to be devised with highest concern and integrated approach to
undertake such a program that seeks concerted efforts among all stakeholders, in-school and
out of school. Generally, there were wider gaps in involving students in community services.
Some principals claimed that students were participating in volunteer services, but that was

organized by out of school program.
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Figure 8. Civicand Ethical Education Implementation

4.6. Implementation of ICT education program component of GEQIP

In the technological era where students are engaged a lot with technological demands, and with
the intent of acquiring the 21* century skills, experiencing ICT right from early grades is
important. The reformed general education curriculum framework emphasizes integration of ICT
in all subjects and across all grades. These are informing the extent of the need to focus on ICT
education and on the ways; it must be organized and delivered. With this endeavour, school-
net system was launched in Ethiopia, and plasma and radio based delivery were in place. This
program also expects schools to establish ICT labs that assist emerging shifts in the use of

technologies for instructional purpose. Especially, in these days where we are exposed to
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COVID-19 pandemic, there is excessive development of technological utilities that are used for
educational purpose. The proposed implementation strategy for ICT is guided by the need to
develop programs and initiatives, and this aspires an implementation that will progressively

facilitate the process of integrating ICTs into the Ethiopian educational system.

Table 15.ICT education program

Disagree Undecided Agree
Item

F % F % F %
Plasma and radio are sufficiently available for 112 40.0 52 18.6 116 414
instruction
The school net program facilitates the 62 22.4 65 23.5 150 54.2
implementation of ICT program in schools
ICT lab is well organized in the school 60 21.7 61 22.0 156 56.3
The radio, plasma, ICT lab and students ratio are in 112 39.9 67 23.8 102 36.3
line with the set standards
Students are developing ICT skills as a consequence 74 26.2 77 27.2 132 46.6

of the ICT implementation in the school.

Table 15 depicts the level of use of ICT in the schools, and the results tend to vary from school
to school that caused diffused percentage of levels of agreement. Some schools, largely private,
do not have the use of either plasma or radio. Those that have plasma as well it tends to fail
applications. Despite these the availability of ICT labs is not sufficiently provided to meet student
population. In this regard, principals believe they have established ICT labs, but they declared
that the ICT labs available at their schools are not sufficient to the student population. One
principal indicated Nt/ Né &80FFT hPTO+CTF PA NPT NhET ®ZCAY 207 et
APTNALNT AAGRUFR: Another principal indicated that NAMPAL FI2UCT N+ P94 NARUPF
PALMNPDT U N DL ALHTDY NPT D@ ATR+MN$ BT TN  AAAT PaR3NT
T/NAT ATLMPLCIM PhAMST £ J& APNG NATRLPF +Fo1l P

Another principal also indicated that N& 48R8FF PAIR: 11C A7 NAT £8.0FT haTe Mohd
AT18HAAG HCIF APRLTF 10 Nl P NA+PC ANG NNT hRTE+HC NPCT hh&Ah+a
AT8TMPa™ NA+NA A+TZ +2.4RA ML AAFATIC:
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Observation also revealed that the implementation of ICT at schools has not developed to the
expected level, where the status could be label as moderate. The following chart presents the

status.

ICT Implementation
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Figure 9. ICT education program

The ICT related conceptions, supply, and implementation are demanding and something has to
be done to elevate it. Especially, where students have advanced in their exposure to ICT,

especially the prevailing social media, integrating ICT for learning is much weighing.

4.6. School Leadership and Management Program

Leadership and management as a program revolve around one central issue that is achieving
organizational goals through involving people directly and indirectly in the activities of
organizational goals attainment. In addition it aspires to be effective and influencing others.
Leadership is presenting oneself collegial and management seeking to be inclusive and
transparent via maintaining values. Both dictate to be getting work done through other people
who understand and work towards organizational objectives. In this regard, an attempt was
made to look into the leadership and management as a program referring the findings noted in
the above. Classification of the leadership was also dome to locate the existing school

leadrership and management.
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Participant principals revealed that there is improvement in their roles as school leaders. But,

when it comes to the implementation of GEQIP components one principal forwarded that:

NAaRgeYsT ATF AT N ICT aCU 9NC NN++C Nteet aCU NCT AL AB9 NMIP Ah
17 NAPA: NARIRYLT AT9F PAR3Nt B J& RTINS DALY AT A T8 PMTPe aIRYLT
+haF8 PNCIoT TIRUCT 084 AATINT FF O NALALI® +TLPFT NANEHNN PATRTT 6
¢7 NATE NTN+IRC NATRIMPP A+INNGT ANF IS AECTIFA:

These show that each of the GEQIP components is not equally emphasized and implemented.
However, these indications might not be complete. Despite these, the appropriation of curricular
and extracurricular issues related to ICT needs closer touch. The points mentioned in the
ledership and management as a domain of SIP also indicated that there is gap in the execution
of leadership roles in becoming seamless, open and participatory. Such notes indicate largely
transaction type of leadership as existing leaderhip style that prevails much. But, what is sought

is transformational leadership.
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Figure 10. School Leadership and Management Program
4.7. Overall situation of implementing GEQIP
In the above we discussed component based status of implementation. We believed it is

important to see the overall GEQIP implementation specifying current situations and challenges

faced. Table 16 presents overall situation of implementing GEQIP.
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Table 16. Overall situation of implementing GEQIP

Disagree Undecided Agree
Item

F % F % F %
There exists a general education quality assurance 18 6.4 50 17.7 214 75.9
framework with detailed programs
There is well established and clear organizational 18 6.2 49 17.1 220 76.6
structure from Education Bureau to the school level
to implement GEQIP
School inspection that informs ways of improving 16 5.6 43 15.1 225 79.2
the framework are timely conducted and feedback
provided
There is proper implementation of continuous 37 12.9 68 23.7 182 63.4
professional development for teachers and school
leaders
The feedback from inspection is positively 19 6.7 54 18.9 212 74.4

contributing to improved teaching-learning

Since GEQIP implementation seeks existence of frameworks, and working institutional structure
assessment was made to investigate the status in this regard. Table 16 indicates sufficient level
of agreement (about 76%) on the existence of a general education quality assurance framework
with detailed programs, and availability of well-established organizational structure from

Education Bureau to the school level to implement GEQIP.

These indicate promising foundation for the implementation of GEQIP. But, these also inform
that there is the need to work for more and excel with better mechanisms to implement GEQIP
at a better scale. This demand identifying the challenges that caused limitations of successful
implementation of GEQIP, the result of which is indicated in the below. In conclusion of the

overall situation, there are conducive strategies that support the implementation of GEQIP

4.8. Overall Challenges in implementing GEQIP

Challenges associated with implementation of GEQIP are diverse and it is difficult to be
exhaustive to address all. Yet, presented are some of the identified challenges and their scale in

Table 17.
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Table 17. Overall Challenges in implementing GEQIP

Item Disagree Undecided Agree
F % f % F %

Shortage of financial resource/budget 83 30.0 80 28.9 114 41.1
Lack of leaders’ commitment 120 43.6 66 24.0 89 324
Lack of community participation 80 28.6 62 22.1 138 49.3
School leaders focus largely on bureaucratic issues 107 384 66 23.7 106 38.0
rather than giving attention to the package
Taking the package as simple routine activities 111 39.2 67 23.7 105 37.1
rather than as strategic issues
Lack of students’ interest to play their part to 96 34.0 38 13.5 148 52.5
implement the package
Teachers resistance 114 40.8 77 27.6 88 31.5

From Table 17 we see some level of agreement and disagreement in relation to the listed and
possible challenges. The dichotomies of views on the challenges indicate diversity in the level of
awareness, but also in the scope of private-public schools. Private schools are required to
implement the GEQIP components but are not benefiting from the GEQIP funding. Significant
proportion of participants also fail to rate their scale which might indicate lack of awareness.
Some of the challenges include shortage of financial resource/budget — in one hand it does not
include the private schools on the other hand it may not be sufficient to address each of the
GEQIP components. Indicated were also lack of leaders’ commitment and lack of community
participation as detrimental for quality provision. Indicated also was focus by school leaders to
bureaucratic issues rather than to achieving the components of the package. As teachers are
among the implementers of some of the components, their perception towards and acceptance
of the package as simple routine activities rather than as strategic issues is daunting that need

to get buy in.

In the above each of the components are analysed and status deliberated. However, what did
the status look like when considered in terms of the several categories of background was
demanding. Example, how were the aggregate GEQIP look like with respect to school type was

presented below.
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4.9. Comparisons among Groups

The discussion provided in the above largely bases on data gathered from the respondents and
hence may not represent all types of respondents equally. To uncover possible difference, if
there exists, we conducted comparison of the various categories of components of GEQIP with
respect to background characteristics of respondents. The results are given in the below.

Table 18. Comparison by aggregate of scales by school type (Public-Private)

Variable Type of N Mean SD T Df P
Institution

Aggregate of each Public 241 36782 63124 -1.26 533 .208

component Private 294 3.7477 .63808

Since the provision of support is not the same to each type of schools as public-private, we
made comparison between the two school groups. Table 18 shows no statistical significance
different by school type in implementing GEQIP. This triggers the question “could GEQIP be
subjected to school type, as private schools never benefit from GEQIP?" to remain to be a
discussion point. This means there is the need for further explication on the manifestation of
GEQIP status on equal footing between private and public schools. But as the result pointed out
in the above could be swapped by the joint effect of the components, an attempt was made to
check if the implementation across the public-private groups stands to be same for each of the
GEQIP components. The result for the comparison between school types with respect to each

component is presented in Table 18 in the below.
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Table 19. Independent samples t-test for the comparison of mean scores with respect to

school types
GEQIP Program  Gender N Mean SD ¢ Df P
Component
SIP Program Public 241 2.0945 2.02007 .342 534 732
Cycle Private 295 2.0340 2.04754
Teaching- Public 241 2.0846 2.00509 -.053 521.766 .958
Learning Private 294 2.0940 2.11378
Curriculum Public 130 3.7615 .81106 -2.680 257.163 .008
Evaluation for
. Private 151 4.0061 .70238
improvement
Safe School Public 241 1.9914 1.91599 -.141 523.677 .888
Environment Private 295 2.0155 2.03958
Community Public 241 2.0041 1.92380 -.045 524.558 .964
participation Private 294 2.0119 2.06865
School Public 240 2.1329 2.05120 .209 533 .834
leadership and .
Private 295 2.0949 2.12128
management
Public 131 3.8200 .85571 -1.857 280 .064
School program
Private 151 4.0017 .78696
Continuous Public 241 2.0923 2.00710 1.238 501.566 216
professional )
Private 295 1.8813 1.90547
development
Civics and Public 128 3.5680 .84098 -2.698 280 .007
Ethical )
. Private 154 3.8279 77499
Education
. Public 241 1.3450 1.38492 -.907 527.585 .365
ICT Education .
Private 294 1.4593 1.52755
General Public 131 3.8813 77045 -.748 284 455
Situation of
GEQIP Private 155 3.9491 .75922
implementation
Challenges to Public 241 1.7394 1.72025 1.710 491.300 .088
GEQIP .
Private 295 1.4940 1.56669

implementation

As presented in Table 19, the implementation status of GEQIP across public and private schools

was revealed to be the same except for ‘Curriculum Evaluation for improvement’ with t = -2.68,
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df = 257.163, p = .008 < .05 and ‘Civics and Ethical Education’ with t = -2.698, df = 280, p = .007
< .05. The difference between school program (scales including focus on strategic issues to
implement the GEQIP components, creating common awareness on school mission and aims,
sharing mission, aims and gals to all stakeholders, and performing each activities based on
standards) was close to critical pointt = -1.857, df = 280, and p = .064 with mean of private 4.00
while that of public is 3.82. Though the result depicts no statistically significant difference, an
attempt was made to uncover possible explanations. Some points were noted in that regard that
included issues of purpose of establishment (public schools for service, but private schools with
additional intention of profit), issues supervision and inspection the extent of including the
issues discussed herein, and development of these issues at a school level or at owners
discretion (especially for private schools). These require further deliberation of how the

inspection must be designed to include more other issues that those specified.

105



Table 19. Comparison by components of GEQIP with respect to gender

GEQIP Program  Gender N Mean SD ¢ of P
Component
SIP Program Male 335 2.0750 1.99878 133 412.92 .894
Cycle Female 204 2.0507 2.09709
Teaching- Male 335 2.0946 2.02201 -.004 407.62 .997
Learning Female 203 2.0953 2.13948
Curriculum Male 180 3.7819 .75858 -3.377 281 .001
Evaluation for
. Female 103 4.0939 .72786
Improvement
Safe School Male 335 2.0087 1.93604 .005 407.41 .996
Environment Female 204 2.0078 2.06566
Community Male 335 1.9925 1.94352 -.292 400.11 771
participation Female 203 2.0456 2.10450
School Male 335 2.1181 2.04440 .000 536 1.000
leadership and
Female 203 2.1180 2.17057
management
Male 181 3.7758 .86564 -4.084 282 .000
School program
Female 103 4.1796 67224
Continuous Male 335 1.9715 1.96811 -.003 537 .998
professional
Female 204 1.9720 1.93054
development
Civics and Male 178 3.7103 .85952 -.002 281 .998
Ethical
. Female 105 3.7105 73178
Education
) Male 335 1.4370 1.50095 .658 448.47 511
ICT Education
Female 203 1.3527 1.40435
General Male 178 3.9434 .80086 .709 285 479
Situation of
GEQIP Female 109 3.8775 .69690
implementation
Challenges to Male 335 1.6427 1.68116 .784 451.64 434
GEQIP
Female 204 1.5304 1.56993

implementation

Implementation of GEQIP components was not statistically different with respect to gender
except for both curriculum evaluation for improvement and school program. The items
considered for the component of curriculum evaluation forimprovement include involvement of

teachers’ in curriculum evaluation, whether there is a system that is established to link the
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curriculum with students day-to-day activities, whether there is culture of ensuring the
achievement of minimum learning competencies set in each subject, and whether there is a
culture whereby teachers integrate curriculum framework, teacher guide and a textbook. The
component for school program also included focusing on strategic issues to implement the
GEQIP components, creation of common awareness on school mission and aims, sharing
mission, aims and gals to all stakeholders, and performing each of its activities based on
standards. The mean score of female teachers outperformed that of their counterpart male
teachers to have a better view on the implementation of the items of this component. Interview
result also informed to be same in that female teachers believe to have readiness and
willingness to know issues in their school and act consciously. In both sub-components females
were found to have higher mean score as compared with male teachers. Since these functions
are expected to be equally likely for each of the teachers, existence of statistically significant
difference seeks closer examination, one factor could be school type, or qualification and

experience of teachers each of which is discussed in the below.
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Table 20. ANOVA for Comparison of components of GEQIP with respect to School Level
(Pre-primary, primary, secondary)

Sum of Mean Square F
Squares
Between Groups 8.118 2 4.059 .980 376
SIP Program o
el Within Groups 2219.088 536 4.140
yee Total 2227.206 538
. Between Groups 4.986 2 2.493 .584 .558
Teaching- o
. Within Groups 2285.212 535 4.271
Learning
Total 2290.198 537
Curriculum Between Groups 6.577 2 3.289 5.871 .003
Evaluation for ~ Within Groups 156.837 280 .560
improvement Total 163.414 282
Between Groups 5.211 2 2.606 .661 .517
Safe School o
) Within Groups 2112.890 536 3.942
Environment
Total 2118.101 538
School Between Groups 7.508 2 3.754 .858 424
leadership and  Within Groups 2340.172 535 4374
management Total 2347.680 537
Between Groups 4.399 2 2.199 3.300 .038
School program Within Groups 187.280 281 .666
Total 191.679 283
Continuous Between Groups 8.461 2 4.230 1.111 .330
professional Within Groups 2041.846 536 3.809
development Total 2050.307 538
Between Groups .818 2 409 .190 .827
ICT Education Within Groups 1150.914 535 2.151
Total 1151.732 537
General Between Groups 5.933 2 2.967 5.255 .006
Situation of Within Groups 160.335 284 .565
GEQIP
) ) Total 166.268 286
implementation
Challenges to Between Groups 1.858 2 .929 .345 .709
GEQIP Within Groups 1444.055 536 2.694
implementation Total 1445.913 538
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Implementation of each of the GEQIP components was analysed with respect to levels of schools
(pre-primary, primary, and secondary). The result depicted that there is statistically significant
different between the levels of schooling for the components of teachers’ involvement in
curriculum evaluation for improvement, school program, and challenges faced during
implementation. The mean score of M = 4.10, SD = .53 for pre-primary, M = 3.99 and SD = .76
for primary and M = 3.70, SD = .78 for secondary for teacher involvement in curriculum
evaluation for improvement; M = 4.12 and SD = .61, M = 3.99 and SD = .85, and M = 3.76 and
SD = .81 for pre-primary, primary and secondary respectively on school program; and M = 4.24
and SD =63, M = 3.97,SD =68, and M = 3.76, SD =.87 respectively on faced challenges. These
indicate teacher involvement in curriculum evaluation and on school program being higher in

lower grade school levels, while challenge is comparatively lower in primary school.

Despite the above, the data for the components of Community participation and Continuous
professional development violated the assumption of homogeneity of variance, and hence non-
parametric Kruskal-Wallis test was run the result of which is presented as below that reveals no
statistically significant difference on the GEQIP components of community participation and on

Continuous Professional Development across the school levels.
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Table 21. Kruskal-Wallis test for Comparison of components of community participation
and on Continuous Professional Development with respect to School Level (Pre-
primary, primary, secondary)

Level of School N Mean Rank Chi-Square Df Sig
Pre-Primary 50 280.79 3.895 2 143
Community  Primary 287 278.84
participation Secondary 201 253.36
Total 538
) Pre-Primary 51 297.92 2.536 2 .281
Continuous .
) Primary 287 271.14
professional
Secondary 201 261.28
development
Total 539

The result in Table 22 depict that there is no any statistically significant difference in the
implementation of the components of community participation and Continuous Professional

Development with respect to level of school.

Table 22. ANOVA test for Comparison of components of GEQIP with respect to Education
Level of respondents

Sum of Df Mean Square F Sig.
Squares
Curriculum Between Groups 9.917 3 3.306 6.002 .001
Evaluation for ~ Within Groups 153.130 278 .551
improvement Total 163.048 281

With respect to education level of respondents, statistically significant difference was observed
between teachers with different qualification levels only on the involvement of teachers in
curriculum evaluation forimprovement, whereas in all the other components there is no any real
difference. The pattern of involvement decreasing as qualification level increases from certificate

to master degree level, which needs to critical examination.
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Table 23. Comparison of teachers’ responses on each of the components of GEQIP with
respect to their year of experience

Civics and
Ethical

Education

Between Groups

Within Groups
Total

Sum of Df

Squares

9.553

176.886
186.439

Mean Square F Sig.
3 3.184 5.005 .002
278 .636
281

From Table 24, one can see that the only statistically significant difference was observed on the

implementation of civic and ethical education, with higher mean score of M = 4.00 at pre-school

followed by primary M = 3.74. As education level increases the expectation would have tended

to better implementation of civic and ethical education, but the real observation depicts

otherwise.

As the assumption of homogeneity of variance was violated for the components of Continuous

professional development and General Situation of GEQIP implementation (p = .009 and p =

.005 respectively), a non-parametric Kruskal-Wallis test was employed, but the result presented

as below reveals that there is no statistically significant difference on CPD and the challenges to

implementing GEQIP with respect to respondents level of education.

Table 24. Kruskal-Wallis test for Comparison of CPD and challenges in implementing
GEQIP components with respect to Education Level (Certificate to Master)

Level of School N Mean Rank  Chi-Square Df Sig
5 Years and Below 125 272.82 1.705 3 .636
) 6 - 10 Years 184 274.83
Continuous
. 11 - 20 Years 149 257.39
professional
21 Years and
development 75 257.17
Above
Total 533
5 Years and Below 65 160.24 3.942 3 .268
S_e”er_a' 610 Years 103 139.40
ituation o
GEQIP 11 - 20 Years 81 134.49
implementatio 21 Years and 37 14524
n Above
Total 286
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From the discussions presented in the previous sections, revealed was that the overall
implementation of GEQIP is higher in the components of SIP and CPD. It was revealed that there
is no problem in planning for SIP in the public schools, but perseverance inimplementation. This
was contended by the fact that expected change is not achieved in the overall school
achievement and student learning outcomes. The GEQIP conception and implementation in the
private schools is largely dependent on the central plan than specific school based planning. The
trend of declining implementation, at least in the view towards GEQIP implementation from pre-
school to secondary schools in the components of Civic and ethical education, school programs,
and curriculum evaluation for improvement seeks careful attention. The overall limitation with
the implementation of ICT also seeks careful attention since we are in an era that demands
technical advancement and want to meet the 21° Century skills. All in all GEQIP as an aggregate
program is staggering in its implementation despite some of its components. The issue of

inclusion/exclusion of both public and private schools also demands critical look.
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CHAPTER FIVE

SUMMARY, CONCLUSION AND RECOMMENDATIONS

The major objective of this study was to conduct an assessment of the implementation of the
General Education Quality Improvement Program in Primary and Secondary Schools of Addis

Ababa City Administration. To that end, the following research questions were set

To what extent is the General Education Quality Improvement Program implemented in
Addis Ababa primary and secondary schools?

Which programs of the General Education Quality Improvement are being implemented
better and which ones need more attention?

What factors are affecting the implementation of the General Education Quality
Improvement Program in Addis Ababa primary and secondary schools?

What are the strengths, limitations, opportunities, and threats to successfully implement
the General Education Quality Improvement Program in Addis Ababa primary and

secondary schools?

To conduct the study, mixed research methods employing both quantitative and qualitative
research methods were used. Relevant data for the study were generated from both primary and
secondary sources. The primary sources of the study were key informants from Education
Bureau, sub-city offices, and respondents from primary and secondary schools that include

cluster supervisors, principals, teachers, students, and PSTA members.

The study targeted 50% of the sub-cities on Addis Ababa where the sub-cities were categorized
as central and periphery, and selection was made accordingly. Schools were also categorized as
pre-primary, primary and secondary using stratified sampling. Once, the schools were
categorized, for large homogenous population, simple random sampling technique was used
after determining strata while for small population census sampling were included. The teacher
populations were classified as pre-primary, primary and secondary by types of schools as private

and public.
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For the qualitative data, the principle of ‘data saturation’ was employed, whereby data and
information collection were carried out until adequate data had been collected and no new

information or themes.

Since this research employed descriptive survey (mixed method), instruments of data collection
for the study were questionnaire, semi-structured interview, focused group discussion,
observation and document analysis. Hence, both open and close ended questionnaires were
used to gather the required information and were presented on a five-point Likert scale. The
scale ranged from: 1= strongly disagree (SDA), 2= Disagree (DA), 3= Neutral (N), 4=Agree (A)
and 5=Strongly Agree (SA). With the same rating, respondents were also asked to rate from
Very Low to Very High. The items were clear and simple enough to be understood by the
respondents. The open-ended items were presented following the closed questions, for further
clarification. To get additional information or idea, interview, focused group discussion
document analysis and observation were used as tools of data collection. Qualitative data were
analysed using percentage, mean and standard deviation and the qualitative data were
annualized though narration. Then the results were accordingly summarized as noted in the
below. As a follow up the major findings, conclusion and recommendations, and notes for policy

input were forwarded based on the findings.

5.1. Summary of the Findings

SIP Program Cycle

The research report showed that SIP program cycle of the GEQIP was implemented by using

self-assessment data and comments collected from the concerned stakeholders. Accordingly,

Organizing and conducting feedback on overall school improvement was below
expectation. Moreover, students were not fairly participating in the school self-evaluation
process.

Three years strategic plan had been prepared in schools following self-assessment

information and through participation of stakeholders, but yearly SIP plan had been
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prepared without conducting self-assessment in significant number of schools and
involving stakeholders.

According to the data obtained from observation, better activities were carried out in
some private schools in conducting self-assessment and taking the feedback as input for
planning and improvement. But, whether the driving force is profitability or excelling
quality of education is pron to debate.

As depicted by the data obtained from document analysis, benchmark was not properly
formulated from the analyzed data for further quality improvement. Rather, it seemed to

be conducted for the sake of show-up and fulfillment of the expected criteria to respond.

Teaching-Learning domain

There were better practices in some schools that undertook better programs for special
needs students by identifying students with special needs, arranging tutorial, funding,
and giving them counselling services to properly assist them.

Most of the respondents believed that implementing active learning and continuous
assessment were their success areas and implementing them properly. But the qualitative
data revealed that the actual practices of active learning were grouping students and
giving them a task, and continuous assessment as repeated testing and recording (tests,
activities, attendance, participation, etc.) rather than using these following scientifically
set pedagogical procedures. Therefore, there were misconceptions on both active
learning and continuous assessment and linking them for instructional improvement.
There were no pedagogical based activities to identify and accordingly support gifted
and talented students, rather than considering their gift, talent, learning styles, physical
conditions, emotional disorders, and learning pace etc. the schools had given attention
to disability and impairments as if these are the only special need students and tried to
support them.

Supporting students with special needs, girls and students who are left behind in coping
up with their peers had been carried out by committed teachers rather than footing on

structured system and designed strategy.
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Curriculum implementation for learning and Evaluation for improvement
Teachers attempted to support students to meet the minimum learning competencies
set in each subject by preparing worksheet and presenting to the students. However,
gaps were identified in the area of integrating curriculum framework, teacher guide and
textbook, and alignment with stated minimum learning competencies.
Significant number of teachers seemed to have gap in identifying what the curriculum
framework is and using the teacher guides. Curriculum evaluation reports were not
available in observed schools indicating the absence of curriculum evaluation practices.
The country is on the way of curricular reform, therefore teachers are expected to know
the intentions of the curriculum framework, and devise school-based system of
curriculum evaluation for quality education to happen.
No evidence was assured for the involvement in curriculum evaluation, albeit their

reports of involvement.

Safe School Environment

The study revealed that schools and their compounds were relatively safe and
comfortable, particularly in physical setting and sanitation especially in public schools.
Some private schools are safe ans appealing, but some are narrow and are not
convenient to student’s free movement and involving in outdoors activities.

Most schools were under the influence of external disturbances, such as, sound pollution,
sourced from music shops of commonly known as Arkebe shop. Moreover, girls of some
schools were psychologically influenced by road dwellers nearby schools that disturbed
them during their entrance to the schools and exit from the schools.

Community Participation

There were programmed school-parent relationships in some schools like twice annually
and occasionally of some other schools based on the request of schools. However, the
school community relationship was by far below expectation. Their involvement in

instructional engagements is lower than expected.
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School Leadership and Management

Majority of the teachers were happy with the school leadership in terms of getting room
for SIP planning and implementation (81.7%), helping teachers and department heads to
working collaboratively (76.7%), but largely in public schools. In private schools the same
is not true. Despite these, the focus of leadership was on fulfilling requirements than

transforming the schools, and generating new ideas.
Implementation of CPD component of GEQIP

Linking CPD to career development and advance qualification was at better position in
government schools, however emphasis on upgrading than updating.

Induction of beginner teachers was also reported as one emphasis areas. But limitations
were observed in implementing, mentorship, and lack of sufficient budget.

Teachers were encouraged in most schools to participate in CPD training based on their
identified gaps. Additionally, monitoring and evaluation were conducted for the school
teachers to support CPD program.

School CPD coordinators engage in identifying what teachers need to get trained and
checked whether the training hours for CPD was sufficient. Mentors carefully plan and
implement induction program for newly deployed teachers. However, significant number
of teachers lacked interest towards CPD. The focus was on reporting the fulfilment of the

required hours than improving self learning and updraging of oneself.

School leadership and management Program

As 69.9% respondent teachers forwarded, the GEQIP components had been
implemented by focusing on strategic issues.

School leaders were not at good position in communicating vision and mission.
Moreover, principals focused more on bureaucratic activities rather than implementing
instructional leadership. While leadership was expected to be transformational, the on-

going is either transactional or laissez-faire.
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Civic and ethical education program

More than two third of respondent teachers agreed that mechanism was designed on
how students understand democratic system (66%), the establishment of system for
students to identify and walk towards obligations and duties on a balanced manner
(66%),

PSTA members on their part argued that, there were gaps to practically implement value

formation and meeting ethical standards on students.

ICT education program

Private schools didn't have the use of either plasma or radio, government schools that
have plasma tend to fail applications. Moreover, the availability of ICT labs was not
sufficiently provided to meet student population.

Observation also revealed that the implementation of ICT at schools has not developed

to the expected level.

Overall situation of implementing GEQIP

Respondent agreed the existence of a general education quality assurance framework
with detailed programs, and availability of well-established organizational structure from
Education Bureau to the school level to implement GEQIP. These indicate promising
foundation for the implementation of GEQIP. But implementing the framework was not

as it was to be.

Overall Challenges in implementing GEQIP

Private schools were required to implement the GEQIP components but were not
benefiting from the GEQIP funding.

Shortage of financial resource/budget, lack of leaders’ commitment and lack of
community participation were reported as detrimental for quality provision.

The focus of school leaders to bureaucratic issues rather than to achieving the

components of the package was manifested.
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5.2. Conclusions

Drawn from the findings of this study, the following conclusions are set.

The overall implementation of GEQIP is not consistent for each program component. SIP and
CPD are among those that were found to be on a fairly acceptable, but they need critical focus
where their implementation status can be assessed during inspection. The intent of SIP should
not be to fulfil what is expected by inspection, but for improved school functions, and student
learning outcomes; and CPD for learning progression and professional development. The other
components are either seeking upgrading or adjusting rethinking. Some conclusingremarks are

elaborated for each program component of GEQIP.

We can conclude that there is relatively good statust of implementation of SIP program cycle of
the GEQIP as there is the trend of using self-assessment data and comments collected from the
concerned stakeholders especially in preparing three years strategic plans, but benchmark was
not properly formulated from the analyzed data for further improvement, rather, it seemed to
be conducted for the sake of fulfilling the expected criteria of inspection. Other domains of SIP
like teaching-learning, community participation, and safe school environment are implemented
variably across different schools. Curriculum evaluation, though reported to be well done,

document analysis didn't support this assertion showing this component to be in critical gap.

Teacher development program in either upgrading or updating was shown to be implemented
at a better level — maximum emphasis on upgrading as this is associated with career
development and promotion. But, the updating is done with limited scope of fulfilling
requirements and specifically on time requirement. This is not well received and appreciated by
teachers themselves. CPD implementation was also found to focus on repetitive training
programs (repeatedly giving training at different time on the same topics) without assessing

needs and gaps.
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The induction was weak as it is considered a routine requirement than building one's
professional identity. Mentors were assigned to support newly deployed teachers out of their

subject area. In private schools CPD implementation was by far below expectation.

Civic and ethical education must have been addressing equally irrespective of school type since
both functionin a community members of same demand for civics and ethics. But, variation was

observed in focus and action among the private and public schools.

The implementation of ICT at schools has not developed to the expected level and this needs

critical scrutiny and support.

Lastly, the required standards to be ensured by inspection are dictating some schools to direct
their school activites, than what actually must be done to excel the school and achieve the

objectives it was established for.

5.3 Recommendations
Based on the identified gaps the following recommendations are forwarded.

The research indicated the existence of efforts to manage SIP program cycle, but it needs to be
strengthened towards involving all stakeholders for a better sense of awareness, inclusion of

critical needs and in making strategic gains. Thus,

» Itis recommended for the Education Bureau to design monitoring and evaluation system
on how SIP cycle is implemented as intended.

» Inspection department of ETQPAAA and supervision services should encourage and
support schools to fully conduct self-assessment and accordingly prepare 3 years
strategic and yearly operational plans that insure SIP implementation.

» School leaders should give attention to organize and conduct continuous feedback
among all the concerned bodies to properly implement SIP, and tool has to be

developed to ensure this.
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Principals are recommended to design mechanism on how to use self-evaluation data to
prepare yearly SIP plan and participate students during the school self-evaluation
process, and in descision making.

As benchmark is critical for improvement and planning action benchmarks should be
formulated by school leaders from the analyzed data during self-assessment for further
improvement, and these need to be shared to all stakeholders for review and joint effort.
It is recommended to prepare a guideline for designing strategy on how all kinds of
students with learning difficulty, physical disabilities, different learning styles, multiple
intelligences, gifted, talented, emotional disorder, etc. are treated.

Outcome based training on active learning, continuous assessment and the ways of
linking them to teachers, principals’ supervisors and curriculum experts and designing
system of monitoring and evaluating implementation of active learning and continuous
assessment is recommended.

Mechanisms need to be designed to ensure the alignment of curriculum framework,
teacher guide and textbooks, on the line of meeting minimum learning competencies,
and this needs to be included with the works of inspection.

Mechanism should be designed and guidelines developed on how curriculum evaluation
is conducted in schools, and has to be monitored accordingly.

There is a need to design a system on how curriculum committee involve in curriculum
related professional activities including evaluation of curriculum materials, and this has
to be supported by a guideline.

Whether school leaders share vision and mission to the school community and other
concerned bodies has to be monitored, and mechanisms that regulate whether principals
pay attention to instructional related tasks need to be put in place.

Space limitation was hindering some schools from implementing GEQIP program
components, especially for private schools. Something has to be done to resolve this
problem if they are to be accountable for their functions.

There has to be some means to facilitate conditions on how schools can be legally

protected from external influences.
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Since involvement of parents was limited to administrative issues, their role in improving
student learning was limited. Hence, strategy should be designed on how parents can
play their roles towards students’ academic achievement.

If GEQIP is to be performed across all school types, some solution need be put in place
to include private schools in any benefit and make them accountable for the
requirements.

School leaders should facilitate CPD focused training based on need assessment and gap
analysis and evaluating its impacts, than mere repititions.

Value formation and meeting ethical standards on students should be given proper
attention by concerned bodies.

ICT was not implemented well, and was treated as issue of infrastructure. But, this has to
be strengthened and has to be utilized to improve instruction. Thus, ICT for educational

purpose has to be well thought, planned and utilized properly.

5.4. Best practices

The attempts made so far, though still demands to be worked out, to make schools
internally safe environments with proper sanitation.

Preparing 3 years SIP strategic plan and identifying priority areas.

Better practices in some schools that undertook proper programs for special needs
students including identifying students with special needs, offering tutorial, funding and
assisting such students.

Inspection and follow up, and giving critical feedback to schools for improvement

despite so many things that need to be upgraded and redesigned.

5.5. Critical challenges

The compound of significant number of private schools was not convenient for student’s
free movement that helped them to involve in outdoors activities.
External environments were not convenient to many schools due to the exposure to

sound pollution, psychological influence, substance abuse, etc...
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* The inspection guidelines seem to lack some critical components that need to be
explicitly measured. Some additions indicated in the recommendation section also seek

to be addressed to mitigate associated challenges.

5.6. Notes for Policy Input

» The way public and private schools benefit from GEQIP and can be put as accountable to
the reqiorements needs to have policy attention.

= From the findings it seems that the economic return of GEQIP stands to be lower as
there were so many deficiencies. Hence, measurement rods for each of the GEQIP
components and associated guidelines need to be designed to ensure things are
properly aligning input, process, output and impact.

= Strategy for inclusion and support of students with learning difficulty, physical
disabilities, learning styles, multiple intelligences, gifted, talented, emotional disorder,
etc. need to be considered.

* The need to control of external pressures for safe school environment.

5.7. Suggestions on further study

= Practices and challenges of parental involvement in ensuring education quality

» School location and safety for learning; and associated factors that affect the safety of
external school environment

» Identification of gifted and talented students and investigating what is needed for better
learning.

* Piloting better ways of implementing GEQIP in some selected schools
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ayAsF PMAL PHMLPTF O-MAT FIPUCT Nk PANT 845

> AMRFING PFeaPmm- L%+ FIPULT (intended curriculum)= N399It +HIEF NUAID
PFHIRUCT +2MF N TF P AHING A CYt-TIRUCT:

> MR &A}F PAFD- (Gifted, talented, impaired)= NAPNNAG 0FI°UCT APNNA PHAR TATIR NAL
@EIR NFT PP +MPT TF @ NAHY PTLAMF FRAR ATHUT UANT he9ed PAIN 1@-::

> PELGTt FIPYLF AP PPF (curriculum materials)= TR CU-A2CY+ F9RUCTH PaRgRY4. dngny, pq
P+ PF g p avg &t JRPAR NTLAM-NT 1H NITHN PRI §F @

$pie NPT WIMLHT O-ND PLMHFT MPEPF NINN NTATINF AAN NC Px RANT
NAPM$IR LaAN: NWIMLH NFF NA®- N&F NF AL PAPFT i UNT NARR& LARATE
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1= NMI™ AANTMI® 2= AANTMI® 3= AONY AF1LAL 4= ANTIMAU-

AhMMAU

1. P49°UCH N+ ™AKA 0-2%F (cycle)? N+aeAh+

5= Nmo™

+.¢

Pl D PEPT

Nm9e

hAhT T

9‘0

hAhmm
9'I)

ADAY
AF14AL

AN AU

Nnmo»
RhaaA

(4]

(2)

(3)

4)

(5)

1.1

TIRUCT Nk PANTT 828 ALT
PFHIRUCT NF dARA NHetB R
0%2  AMHIEF hogd@AhFFa-
ANAT U aRZBPF RANNNA::

1.2

he-nmge P71 hagh,  PTRNAM-
ANTPEST  +tIRTm A3 qdpi
TIRUCT N AN NFetEN 0P
HI&+  NINSGTHIF P AL
SMmAf::

13

PO+t ODZEPF  FIRUCT Nk
PLCE Ty222 P 1T (bench mark)
MAPGT MARL T Mg AL
[ X W

14

PHIRUCT NF AOAAA haq £ F9oUCT
N+ PEZE a39882P 1mNT ALY
AODE H1 &% NN+
LM$IeNFa:

1.5

PrRUCT Nt dRARA FeNeG
PHIRUCT NET PRt aehhT
At PRCIA:

1.6

UAg® 9N+ (PAD  3RAT
RARNTT  4L970) tPTEFD
ATIRUCT Nk PHLF ARARTF AR
LA i

NTRUCT NF RARA 0-2F AL PAPF +eBTIE AN
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2.0 ayhtaqe N, L CON-78L5 A CY+ +UCT MARL TSI

+.¢

may h+MC oNL CON-75L

Nmo»
hAhm 9o

Y- L

ADAY
RAF14AU

AN AU

nmo™
ANTMAU-

Q)

(2)

(3)

4)

(5)

2.1

Nh&A N P A+PAT PF Aot
P+AMAG PORAGC &yt (AR
&A1) haet @-nd 1N+
NAINM 2N+578 A

2.2

+NF L JPHTPF AdeagC ayi\tag
MAALIT MPIR AL LMAk::

2.3

+ATEAP faraqC NAT  (Active
Learning) ALINR MAZ+T LH
£+INEA:

24

+mPT  N+38% hANNt  @-hm
N2t AT8.N+4 NFNLF BNEA:

2.5

+aPF Nh&d @-Nm9e Py hhea
M-ch, anaqC AL N s
P, PRLHENT MCYT THCOIL A

CYZ FIUCT MAAL 780 F7
n+aAh+

2.1.2

angoyey
nanqgnqge
PPCNA::

ALYt
PAnAA P

TIRUCTTY
UANF7

213

NtoNG AL PAM- CY+ F9RUCT
N+ P+ oAt NoAT
ATPNPAPTT ANNNPR UiPF
IC P ITHMTNT Ui HE &

214

+msPF  NALTILIS.  PRIRUCT
gLyt mND PtPdm- AMIN,
paoagC Ne+T  AT8MNM
NFThet 2ALA:

2.1.5

AT8+INC PP MMY ALYt
FTIUCF NAINMT AAR+OINC AOCh-
MCot T9PUCT: pargryC
aogn/pq  dandg/p ADQA&TT
APTE+Mm PAR+INC NUA PIANT
YM-::
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naeaC @A+ 0NL CON-F8L AHINNCT ACt FIRUCT TMAALT N+APANt PAPT +ehTid

AN

3. 9™k P+9RUCT NF AhNN, 0NE CON-7+9L

+.¢

Pl D PP T

Nmo~
hAhm ™

RANM

A DAY
AF14AL

ANTMAU-

nmo™
AN MAU-

Q)

(2)

(3)

(4)

(5)

3.1

LT @Y PMNG PARARL P 2ARAT
(ARan P AP & T PARGRY(C
angng Pt (L+-aO MG+ M +-
NPT 0FIRYCT TNARLL
mMohd @H+..) NNe Us
NFIRUCT Nk N L5 A

3.2

+aLPF N@AL  AAMA AR
PanA+éNTF 2 CYF HHCT A

3.3

NFIUC Nk ANFTITST PR3 ANATT
+IN, ALt DL F P

34

+aPF PRCATDT  ATL.DM.
PRIRUCT NF dERA  9RYIERG
A+HINNC AL TTHN AATF -

g% PFHIRUCT Nt ANNN, 0NL CON-F8L FoINET N+HRANT LAPT eI AN
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4. eUNLHNN +AFTE 9 NL-CON 52

+.¢ Pl M PRPT nmgo AANTMID | ADAY | ANMAU | M
hAhaggo AF14AL ANTMAU-
(1) (2) (3) (4) (5)
4.1 MALF  ATIUCT Nk APAAA
PECATET  AT8.OM NPT
LNA:
42 payamAnNFF@  ANAT  NOAYL
At AL MA+E NFIRUCT Nk
+9NP ATPNPAPT RhhA ATS
[
43 amgnyesy  NATMLPTF  FIRUCT
APNNA hOAET IC Nt+hte
™-LL2%F PRCIN:
44 NUNZ+AMN 9NL-aRAN PARANANGT

ATIAALTT A MPIR P+ATR L j(D-::

PUNZHAN +ATE 9 NL-CON F8L FINET N+HMPANT PAPT +enTid UAN
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5.0F9°UCT N APLC SNL CON-+52F TR

+.¢ etTIRUCT N AGRLC 9N CON-782 | NI RANTTI™ | ACDMDAY ANT@AL | M
hAh@aqgo AF14AL AN AL
() (2) 3 (4) (5)
5.1 PTIRUCT Nk AORALC AFIRUCT N
mARA 0%L TINET 192799 AR FhlF
BAMA::
52 Nt9uct Nt MARA HePf hNAZCA
ANAT JC +1N, +INNT +4DZA::
53 NAECA  ANATT NMDA+NNC  P+IRLPF
magrs @Mt TRARA AR NFNMeT
BALA::
54 PL, Ayt +MEPTT angnysy
NT92UCT NF PAARA AL +egE+m-
A18.N4 UsFPFY +0D FF+PA::
55 PFIPUCT Nk AARLCT ARIRULT
N+@ZPF e+AA &Mt EMNPAE
ADMFREID NFHET BAGA::
5.6.1 etTUCT NT TSI
5.1.2 AT ¢ NEN+T PHIRUCT Mo-T T2 I76b
TCALPFT AM+9NC N HstEh +80F
AL T2t NTEL BALA:
513 PHIRUCT NET TAONPT ATINZE +IN
+oNNT +4DZA::
514 FIUCT Nk LORT ALATR NALCA ANAT
PILA::
5.1.5 AP AAPI8TS PFIRUCT TCETP

tNg NNFI8CATF aRALFTT NFT18CLTFTY

NMHIEF AT8+1NG PLLCIA::

NAMPAL NTIUC NF ARAIN~ACY+ FIUCT AALT PTIPUCT N ATREC TCALPF

HeP PAPT hMPAL UNN

PFoING £25:-
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NG PR TAR:-

+o18 % F:-

PAIAAL UANT:-
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6. P9 YLY +hJJL P MARP T4 N+ AN+

+.¢

PN D PEPT

Nm9e
hAhmago

hAhmmo

ADAY
AF14AL

AN AU

nmo™
ANTMAU-

4))

(2)

(3)

4)

(5)

6.1

FIRUCT Nk 2 ap AHAAP
omFm™  AT8UT  mihe
PATHAT 992799 WG T hAD-:

6.2

FRUCE Nk PARIRULTY
PAUATS OOt  NE+ETY
NARAPE POINSF e BALA:

6.3

paRgRysy thr L ao-p aiAAe
ANTNNEPT angeysly 9o G L5t
AAMmS  @e@Ng  ATSANFO-
PARAPT & PFTY BAGA:

6.4

FIUCT Nk AGTP+ PHbdd M-
P AMS n%t aay Ak
L£EIIMA:

6.5

aogeye PR MULL-taNCH
(professional portfolio)
Ntema- NF18CE ALT
L+

6.6

pam-p to-m-P (induction)
TCALIRT  OMFT AL
ATNCPTF NFNLF BN

6.7

Ptha e do-p aRARP dbteny P
MALPPFT  IPEAT  NA9NMT
LN

6.8

Pthae d-p MMAAP Fhdt
10T NAGINMT BALA:

+h28 eaxp MARL TCALI® F9NET N+ARANT PAPT +eTiE AN

PFoING £25:-

NG P TAR:-

+o18 % F:-

PAIAAL UANT:-
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eAY-9RoNCS PR FRUCT TCALT

+.¢

PPLM D PEPT

nmo™
hANT M

RANM

A DAY
AF14AU

ANTMAU-

nmgo™
AN AU

()

(2)

(3)

(4)

(5)

7.1

+LPTF CEIPNGN, A CYT INFT
P.LENT NAT TN B+INEA:

7.2

NFtIUCTF Nk PA7-H,95 N1-929NC
FIULT AN +TPFT AYgRanc
amANAT PHTT 98 FPF dPmMT
AL Tt AAD-:

7.3

+a/PF AN FFOIG

9L, FPFFOT NANA LLE
+77HN@- P99 +7N4NF U F
AN AYE

74

nN*5-05  N1-9°9nC +9°UC+
R et +a, PF ARTTTT
PMNTT1L NUA A8NZA:

7.5

+MLPT  MmING PG
P LIANENT Ui Mz

NUA

7.6

TALPT NANANPF@ NTYNLA
A1 BN BA+HEA

PAT--H 29 7-9RNC FIRUCT TEVLIR ToINGT NHPANT LAPT +en Ml AN

PN £25:-

NG P TAR:-

+o18 % F:-

PRAAL UANT:-
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8./ Bq 1T thP A T4

+.¢ PN D PRPT Nmge AAN@agn | Add@mAy | AAMMAU- | NI
hAh@aygo AF14AL AhMaAY
(1) (2) (3) (4) (5)
8.1 | NT9UCT N+ PARARC anp+an(
MEPTY PPt L8 0PFT
TAHM +ALHST NNe U3 Ak
82 | PF9RUCT N 1 PaRZES ADIgF
FNPAE FOINLT O FTT
APRZT 1
83 | Pan¢Bq dapiqf HAPAE M-
a-neg. NASINM: P+LLE -
84 | NFTIUCT Nk PAT haq T+HETFE
48, 0PTE TAHM tANTFT
NtMLPF @MC JC P+HaMM'E
']:FCD-::
86 | NT9UCT N+ PA/ZBg doiqd

HNP B TN TONY T +a9LPT
PEATACE, OD-$+T NUAT APRNG
§F @

PaR¢8q aR19F AP AL, TCLIPT N+ANT PAPF +enTIL AN

PN £25:-

NPTNG P TAR:-

T8 CHF:-

PARAAL UANT:-
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9. PAMPAL FRUCT D&t LI ThE FaNG PAT P Ui FPT

+.¢ PPl mPEPT nmgo AANT@MI™ | A@AY | ANMMAU- | NI
hAhaaggo AF14AU ANTMAU-
(1) (2) (3) (4) (5)
9.1 | PAMPAL TRUCHT (VA
aZ J7ee, Theq HCHC
TCILIT aOF(:
92 | *+9PUCT et PPt hne
ANN T9RUCT NF &N PSP
EDHCQ-h::
9.3 | NPIH@ PMNTMEST PAINTNANT
TG FIRULE NETF IR 9Py
aOARA  ATSANTM  99NL-TRAN
ao A Mk
9.4 | PaOIRYLYT  PFIRUCT ARG
PADPID 91INF PAMTPT ADP(::
9.5 | PTCL9™ AINTART 9NZ-TRAN

AdRaRC f+agC g ADRAR
APTIFR ANTPRA ALNZNT 10k

PAMPAL FIRUCT Mt M I760, ThE F9INET PP AdeT e 9ok U PT

FIOUCT T aMPI° AINFO- PA+MPI-NFO- I°F 13 PF

P.MeI™Nt NAt
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12. PAMPAL FIULTF DT ML IT60, ThE FoINEG +A8CH+T

+.¢ PPl M PRPF Nmoo AAh@aqge | AdomAY | ANMAY- | NMI
AAh@aygm AF14AU ANMOAU-

(4)) (2) (3) 4) (5)

01.1 PNET At

10.2 PR 6 RCMATT TN

10.3 PUNZLHAN TATE A1 AR

104 | PT9RUCT N ACPLC
PR 2 &PTF AL FdT
a9

10.5 | P+9°UCT M&t  THLITem,
ThET A8 Ntret8 8L
AT t+4 POAT  TOAT
ATPNP N AECT AN

10.6 PHaLPT PARMCT +ATE
&ATF AT AP

107 | PARIRULT THET NA™A A
RATRPNA:

PAMPAL FIRUCTH Mt M2 9760, TRE FINL BMF ATE LT P18 Adet +918CFT

+98C+ET AGRPING ATHNDIL ANT DY PANF D ACICEPF

ACIREPE Py MAL.NFM NATT
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Appendix 2: ACON @ IPULT AT AGTCALHCT 0HHIE A P M LS

U/ ACON A 9YLT AT ARTCALHCT P+HHIS. PPA P MEP B PEPTF
NAMPAL NFIPUCT A2 ¢- AL 92T PUA LH ATAIAPA? NCON @ 9PUCTH? NA-TCALHCTTF?

PHU $A ®MLP FA NAB N ANN N+ O-AM NARL URTT ANN 2§ 848 F9°UCT NAF PHI°UCT
Mt MATINCE ThE AHINNC PANTT £2E NTIMGT PAD&F A AANTT ACRMSIRT PAYAA P
Nt EPFT ATMAANT 10~ AAHU ACAP PTLAMT hAN ADT+H AT ANTEEE D HOB+ PAD-
ANTPEA NAMTR NEHE j0: ML AMGTF ATE AA oI9° GAY PAM-9® NAHU PAPTHT UA
AREMMT A V8,041 NANNCH ATME LAY

L  P+9°CYT NF ARA TCAL9T N+acAht

1. P9RUCT N ARAAA FoN¢- 0-2%F (cycle) ATINNCT AMPAL Us - N7ARAT? NA A+1NN4

goy 9oy AZEPTF A?

11, ATRUCH N ARA 6L HIBEF Ao ZEPTFT ATLFT N9y RANANA? F9UCH Nk
P3 Q0AG QMR FP PRNLF IDNTFT ATLF LAPA? ATNLT IMNE ARYRPT 9o 9o
TFEM? PN IMNTY ACRAPE AT99Y RA+EA? NHY 278 PARIRULYST PAAT
NAECA ANAT +ATE 9o B4G AL £174?

12, NFRIRUCH Nk ORIPUCT N ARARA 0-2%F +oINst hERRT® TIATIR PHIRYCH Nk
MUNZAN +ATERET PINZ-TRAN NNAER P4 NUAT +HME 180T PAD-Y
ANTPR R AR 270000034 ?
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2. ha®c Mh+MC G5NL CON-+8L ATRC

2.1. gRYLT NNEA O-NDE NPT aBhhd PATT ARIET NTHN ANTN+®- Panage
@A+ 2 LPTY PNYBA? 90 PUA? ATST RFDPA?

22. mgRYsy NEQPA+HIR4E PRIRUCT 981t AN PHPMMET NS AP
AT NM ATIE L 2T PUA NEIRET BWAA? ATET?

23. ®mgYLT AR &AYT PAT@Y +ARLPTF (AR +AMAL PHAPE 18RTG AdDagC aoFC
@H+...) ATLPEAIFTFD PN S AL PFY AT LT PHHL I A CYHE AAGC AA? 9B
goy A/ EPFT MIABPT AX?

24. NF9RUCT Nk ATRARC AN+ MM FT7F W/ F PP AT Ak?

25.  NHU CON 8L MC PA 0N F8ET TIATGR PaIN+AC +eNCE PARGRYLTY

®CMPy+T ADAYCG gRaRT Qo+ AgRYCT AHINNC Io77 BLE AL RITA?

3. ™ PFIUCT N+ ANNNT hA®&MC ATRC
3.1.F9RUCT Nk ANG TG AT8UPT 27 o A 4PT HWCHPA?

3.2. AOR@C @A+ P LIANN RARAT T°F PUA P+RA TFM? MPID AL PAM-ANFT U1 FN
ATET £748.347

3.3. NHU COA 8L AC PAT J0-NY F8OF aYAFRT

PHIPUCT N APCNF

+@LPFTY PN F +NLT
A+aLPTF P94 &8

PAR &A1 +TLPTF A4 PARARC § L4

9o PUA NFHNLFS FONNT BWEA? 9% 9o AR/ B PTG aRIARPTF AN?

4. CUNLHNN AT CON-18 L
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4.1. ®AET PALFF@F aoayC N+1M, U AT8.294 THN HEMCATPA? AT8F?

42. NFIRUCT MRS NDAET ahhd +hdFL1F PAD- PINL-TRAN $NNAR AA? INL-TRANET

+NFAe PR MAS. ACTPEPT 9o 9O TFM? MM F TRy FFMN AT F £7aRoam-4A?

ncon +8e ~C +emm-+ 10-07 +80F

>
>

NOAETF/ hAS1PF IC ANC PAR VLT U3

P+mMLPFY AOMC MMFTH ATELT NTHIRUCT N+T NOASTF a@hhd PAD B39
IYFIT

NUNZHANT AT Pareh, ANAT +NNE NAR2 Lt A ICTF PAREMC U

PFIRUCTE NET MELFT AMPAL 2 EPTFT PANTPDS s o7 BLE AL £15A? F9RUCH
Nk NPFER 2 PR M PLA? NOTFETR TONT F80TF MEIA $CHA?

5. 0F9RUCT N APGC AL CON 82T NHARANT

5.1. NAGRACTE MEP ATIRC NCON 88 @D P+APAN+TT 10-1T R80T

i oA W

NtetENP 0L

paRsyt NUCR

F9RUCH NETACA NCH O™ PP aeaqaq  p 378 PTG PAAR 4. PARGRYLT PP ADARA AL
PAD AL U ATF RIARA? NYO-NT CON FEEE aPhnd NOHEE NRNAM MM Fa) F1PA?
NPHEE AL AG+TT SATPAA? ATRY?

Ppangoy sy +hJF-L eax-p MERP TEIL9Y N+AN+

Aoy AGE+HNC PHHLF AAGCT T°F o TFRO-?

NP+ ACRIRYLY WAMS 927 PUA RAMA? NNST ANA 97 PUA BUPTA?

N+aeaq P+ARS 2.0 P Py AMFM- PHNLF IMNTF 9oY 92 TFD? AT8T +AR?
ATC-T™ Nk NEF £aDLeNA? NFANAN - AR BD-AA?

AR&.NG B¢ aogpys.n Pam-p F@-@rd Al @MY 1@ NAG- PIRGA? IO 9O ADLEPTFG
MIABPT hA?

P CoYt FIPUCT MARL TCILI
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1. @IRYLT PFIRUCT ARALPPFT RIARIMA? P9192799 MMy $ T AT TRANFFD- ANAT L7 CH

LRCIK?

2. MCY+ FIRUCTT ATIARAT AGR+NG P+LALE P LY+ FIRUCT T+t AA?

3.

VI.

1.
2.

nay @ ALY+ FIOYCTHT PARIARIONT: AALL AADR? ANGC NAG- 9B 9o 1EPF AL
StGA?

NACNP ALFG @19R7aq angny sy ab (- O+ HIRUCTTE PADGRYC aDgRy P AG P+aqs P
aoaq/ P ah&TT N+FNN AN SHINEFPA? ATLF? IO IO AR LEPTF AR?
PHIOUCT AP LG

PHIPUCT Nk ATRLC NNTLEER F8OTF AR 927 PUA NFI-LF BACA?

PA&A N+G @28 NhetER £ILTF ARE-CrtT 09 PMa NG TFM? ATL8+?

PA1-1IF 227-9R9NG FIOUCT TEALT N+acAh+

NtIRUCT Nk PAT-H 09 A1-9R9NC FIUCT ANN AA? 927 PUA M) A4 BWAA?
+TLPF V2L AN P+TEET NHINC AT PAR PHWe H4PTF AR? DM TFO-?
A18F B1ARA? AGRY?

m/8g 16T AP AE TC49°1 N+ AN+
NFIRUCT Nk N LBPTIPTFT NITRHCT hA?
AR B aR19E NP8 FIRUCT ATAINT BAMA?

AL AMPAL ARMPAL FIPUCT MeF TMAMNEL ACAH-INCT OMFMyT 9o 97 9ok

U33PF AN? PATT °F U FPTF PALaANFF M- ANAT NAINMT APHMPANTF: 107 IO PUA?

g7y 9oy 1918 P F AN? +I8CHETY +ERMM AD-MF PO LT Ui 90 £48 AL £I1TA?

AT+ AANT NAPTE ROIAR.:

ATARAITAT!
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Appendix 3: AFFRUCT N.CT NEA N+ PF PARIRYLYT FIRUCT APLC SLLNTLT
8L4N+CF PA-OMPLP

h) ATTUCT N.CT AEA DT PAPIRYLYIT FIRUCT AP L-C 8LLNATLT 824N THCT PA-
mMmeLeP P+HIS, PaRIA HPEPT
NAMPAL NTFIUCT ¢ AL 7 PUA 9GO0 F KRI1AIAPA? AUT NANT

IALTEN?
1. +aeaqy AGR+INC OHHLTF AWLCT TPITRT §FO-?
& NCO /N&A N+HaRar/ IRYLYT AT PRIPUCT NF ATRLLCT ATINSF 0+ PFA Nt
AAD? NAD: N FEE Y HNFAG: 927 92 +aNt EhTmTA?
& FgRUCTH NPT NHaeay pag ARG a9 P PaY AMF M- Pt 1HNTF Nhb@ MM ANGC aPWt
BALA? 9Py 9O AOLEPTT AIABPTF A?
< ATCIL0 N NEF 2aD2NA? NTFANAN A4 AR BO-AA?
% ARBN B/ apgoysy pap A@m-ard A4 MY 10~ A PIOTA? JOY 9B B EPTS
MIABPT hi?
& ORgRYLT d-PR aYRZ-+NC Nmst APHIE 107 NTLPHISF MULL-taINC dPw/ T
+9N4TT PRTO-GA? NNTDET A8 T 10 P99 PG M-++? NANGT DR AGDY?
& MGRYLIET FIRYCT NF AMECT ATINST PAMS AT 8AN BACA? NTAPD A&+T
MALFN AAMT 2AMA?

7
L4

ATR AMPAL A+ h+HINNC T°F T2 T Ui FPT A? PATT T°F U1 3PF PAa@ANFFO-
ANAT NAGNM APHMPI™NT @2 927 PUA? 9277 Y +98CFF AA? +18CHET +dbam-
ADMT PN+ Uit T £APAALN?

AT e AANT NAPT ANNPT LIIAR:

ATRAITAY!
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M) A+TLPF P+HIS. PPA PMEP D PEPT

P+ [t PANN ANFENNE (Rhd)T PO+ ANAT P+MLPTF +mhL +MLPF IC
AL/ $A-OMLP P+HIB, PA0YA M PELPT

£ NGA 228 VALY

PHU A C®MELP AT NABAN ANN N+ @AM NARL UKTH ANN 25 B28 +92UCH NF T9RUCT
et MATINCS ThE AHINNC PANTT £4E8 NMMGT PAR&TY AANTFT ACPMSIRT PARAAP
NTeEEPTFYT AaeAnT @ NAHU ATH/E PPRHPAME/BO AN AT+ AtT ANTEEE 0
HIBF PAD ANFPRA NI NEHE 100 AOMLE ADTTH ATE AA FOIT° QAT PAD-IR: AAHU
PAUT/BT AN PATRIIR 2 0% RTEFAM/, ATMRPAY:

1. PFIRUCT N+ MRAARL TCILIR IA-I9P1M AT LLY FPAU/A? hDPH/A NI 91927990
AL +LPF oY PUA BATEA? +ATETON ATST 27ARA? P+HALPT AAN NFIRUCT Nt
MmARA 0P N EhtFAh? NI PUA £LE?

2. @OgRYLT PRPOARY PHIRUCT GAT A+TILPF RIARA? AAFL PAINTAC NAT B+INLA? T
goy IABPT AA?

3. PHIRUCT NF ARAAAT 209 P Pa AMF M- PNt IPNF AAF? 0Lt 1 PNTE aDIRT 9o 9
TFMD-?

4. +MLPTF N@AL ANMD AR P A+ENT ANGC AA? DA TP G 2Y1F 17

5. NFIRUCT Nk PAR &AYF FIRUCHT ANTFIT ATINNC NPT £2E AL BI5A?

6. TIRUCT NTAHMT NS ALSLLMm £AMA?  PAT NPRTO+CTF A+MLPTF N §FM?
PhIOTO+C A&EN AA?

AT+ AANT NAU/A ANAUT/AT 1A /b

AGaRATAY!
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a) ATPUCT N.CT NEA N+HPF 2CY+ FUCT HAIETT TING 824N T4T S24NHCF
PA-BMLP P+HIE. PARIA B PEPF

NAMPAL NFTUCT 24 AL 2% PUA LR ATAIAPA? AUT NANT JALTHN?

1.

amgoyet PHIRUCT RALPPTY £1aRomA? P9R1M MMyt TFT ATLMRANFFD- AhAT
L7Cr LRCIN?

ACY+ FIRUCHT ATARAAG ATRHANG P+L4E P CO+ FIRUCT DA 4 M) +oINLtT
RPNTMY 10-? NI PUA L2587

hagta- w0+ FIRUCTT PaIMAIRNT AALC THCIFAFA? ANGC NAD- 9o 9o R8ETF
AR Pthrca?

ageysy aCU-2 L+ FIRUCHTT PARIRYC aRIRL PG P+aq L PF aRay P AR &F Y N+5 NN
AN 2HINEFPA? ATLF? 9O 9o A/ EPTF AA?

. ANZFE PANHC NAF 9T PUA BHINGA? ANGC HNEFAFA? o7 GL5F? DM FTI+N

AT8F £I1ARA?

MIYST ATRTINCG PHHL @Y LY+ FIRUCT M AR PLLTH TF T2 £I&T ATTA
LLLAATFPA?

AR AMPAL ALY+ FIPUCT ARAAAT ARaRC MN+MC B-MFTF 9o 9o I°F U1 FPF
ANR? AT IR PP PALMANFTFD ANAT NASINMT APHMPaNF 12 T PUA? I°7
o7 +98CEF AX? +I8CFFET tEREMD ADMF PAPNET U3 TP £28 AR BITA?

AreTF +eTe UANT NAPF ANAPT RoIAR:

ATARATAY!

147



w) ATPUCT N.C JALPTFT hEA h+M FRUCT K/NT JALPF PA-®MEP PHHIE.
panyl pPEPT

IANLTHP

PHU $A PMEP FAT NASA ANN N+ MNP NARE UKTF ANN 25 848 F9RUCT NFF PAMPAL
FIRUCTH Mot MATINLE TRE AHINNC PANEY 848 NTIMGH paegty UANTY AdDMm&9RG
POIARL Nt EPTY ATARANT 1@ NAHYU ACNP PTRAMT AN ADT+ ANFT ANEE D
HIBF PAD ANHPRA NMID NEHE j@: NAHU PAPTY UAN AL A18.0747 NANNCT
RIME AT

1. A7 N+ /AEA htay PF9RUCT N ARARA F9NE- 0-8%F (cycle) NAREaRZP ANN 35Mm- gao4
ATINNC AMPAL Ui 97 828 AL £7FA?

2. AYRUCT N ARARA 0L HIET ZEPT NThNA hNALCA ANAT NATRANANT T T9RUCT
NFF PMANAMT RZEPT P3 GaRFT GaRF@ PRt IMNTT ARAPE 9°F PUA
ATRMMPA™NTT NTANAT a°L8 AL P+aPAl+ NAMUETFDT PRt 1MNTY AGRART
PAARANFF D ANAT NATATEF O LM HAZHFTFTE FINGTT 192197 Phtt 2 4PTF NA
MPLFD PARAPTT PARLIE WAPT IoF BLE AR RITA? NHU 18 927 97 mThaPTq
n&E+HT AA?

3. NF9RUCT NPT PUNZAN +ATEE PINZ- AN NNANTI P4 NUAT +HME 180F
PAN+IIC +AINCE ARIRYLT RCMTFTHE ARAYCT 99RI99T LY+ FIRULT AHINNG PFTRUCT
Nt LAAL IHMLPTT PN F HANLHIATTLPT PAYLLLT £IKIPAR AT +TLPT ANrA
PaRaqC 6 BA 9O RLE AL £154?

4. NDAET /AA81PF IC ANC PR LA U aE PHTILPTY DARC M-Myd0) ATY 229 NFIRUCT
NS MAET aohhd PAD MM 97T NUNZTANGT AT PO, AhAT JC +NNC
Nt AICTT PAREME s AT ORFRUCT NRTFT MEHT AMPAR 2 EPFT PONTPDP
U 97 828 AR £154? 907 971 MINLPTT NE+ET SN+PAA?

148



5. PFRUCT Nt AGRGC NFEEEND &08 PCF Pareyt NUCL NARANA +9RUCT NAF ACNNNC
ao-pQ aayaq/ p A8, 1T PAOD £4.G PARGRY LT O PP APAAN AR PAPNLY Ui AT TARA?

6. PFIRUCT N+ ATRLLCTFT (CONYT ARIRYULYT A TCALHETY) ATNSF NNL.C P+HIE NFetE AA?
gy /8 hA? @MFT9Y+N ATLT £70D7994? 907 P/ B AR RIFA?

7. +a>a9Y AM+ANC PHHLT ANCCT TPTI9RT TFO? OO /NEA NHT®- (RIRYLTY AT PHIRUCT
NFATECT ATINST AT PFA N E AAD? NAD: Db BT +NFAG: 9o 927 +onst
PNEOSFA? F9PUCE NAT N+a-ag PAgARS $L-ag P Paq AMFM- P2t 1mNFT Nt M-
ANGC AT BALA? 9o 9o RLEPTE DIARPT AA? ATCILI™ Nd NEF LaPLNA?
NFANAN e AR BMAA? ARgRYLT a™PP YR/-+aNC Nt APHIE 102 NTY PHIE
@YLs-+aNC ALF +ANGET PhT@TA? MIRYLT AT PHIRUCT N ATPLCT ATINST
PAAMT &ATF 8NN LNLA? NTULAPE: N&+T APALTN AAMST 2AMA? A8 ?

8. NCY+ FIRUCT RAARA NG ATRC TRIRUSLT PHIRUCT ARALPPTT £7AR)aqA? PojgR)ay
O-MPFT AT AANFFD- ANAT L7CF PRCIA?

9. LYt FRUCT Nt MY +INGHT ATE PNT MY PARRLPT PANLC & 08 RRLTIAFA?
ha+@ 2C9%+ FRUCTT PTRIARPNT ANGC HHCIFAFA? RIRULT dRCU-CS+
FIRUCTTT PARIRYC ARIRLPYT P+ PF Ay f AP A& T N+TNN AR AN £+ NeA? ATEF?
goy go7y Ao/ SPF AA?

AT2 AMPALT ARMPAL FIPUCT Dt TMAMNEL RCU-INCT O-MF1T o7 o7 I°F U1 FPF
AN? PAFT IR UL PTF P MANFTF®- ANAT NAGINMT APHMPA-NT 1?7 9% PUA? IO 927

+8 T AN? T8 CEET +EEMM ADMt PARNLT UFs 3 90 28 AL £I1TA?
AT T UANT NAPF ANAPT £99AR:

ATARAITAY!

149



PAN-M®YF FY+T FhANT

t&

A TAL

NATRR4. NA PA+INNC £28

AA | PATR | 4 e HIEF Y| HOIE+kID
&+ | PHLAIDTY PUA | TeNG-m-9P
Faneg | patt+Ing n&+T PANT

P3 9% PHIRUCT Nt AR TSI
0%

PT9UCT Nt PARA TC9ILID han4
O e

Q@R F@ PFIRUCT Nt RAAN TEIIP
0%

PthF72 ao-p MAAL N T

p+ao-ag qo g Aof

PFHIRUCT N ARAAA TCILIR Fhrdt
ypNTF

Pramag ALt 10T

PANF4 TN+TIC AT TOFPA

Pthz22 I°HT THFPA

10

+84-8. PAngRY Ly A PP ayy e/ +eN(

PA-FNAPT

12

PRIPUCT NF TOARA TSI hagt
e P

13

N+aeaq AL e+L4TF -2 2%F

14

P LYt FIRUCT 999P79% ML LT F

15

P LYt FIRUCT hao+ @-L2%F

16

PL+TT 9PHT N+ @-LBFF

150




emAh FhANt

panayC Mh+MC oNL CON-75L

+.¢ | P9PAhZF 0FN-LT 10T PtoING 848

1. H®+5 2. ®hhAT 3. n&+§

1 ARAZF4 R @A+aC e+Am Thét

2 Athg 38 J°HS P+Am +hd+

3 +h8 FPHTT AT A4 PTON+TIC
NATT APT B Pan+aNC Ut 3

4 +MEPT A IN, PaRaC NPT
ATALAN P RLT T

5 ANF1HT NAR+NC A IR L P
NAAR +N AT PANA 8% PANTFO-
®H+.. +MPM, ATR P PMLLT
EIET

6 agoysy PPOA+T PHIRUCT FATPF
@LT® AN, N+ TF A+TLPF
PaRyIC NUA

151




AhJ FhAnt

goFk P+ UCT NF UL 0N CON-78L

+.¢

PeAh S PFEN-LTF 10T

PFeING 828

1. HP+§

2. ™hhAF

3. h&+F

PHIRUCT Nk AMPAL ToERTT

aoayC A+aCYy DM P PLCT
ANGFF (N+-aNST NP &
ARAL AN AR P DR &1
pangeyg. angey p

PARR & +MML MIRCH

PN+-m ke Né+q  PaIMPA
m2h&t 92715 NHT Ui

P@Y M+i ADILTFS AT P+APS
NNFI8CATF A AT e+HIENT U

PAFT 1XUT CPMNLE APCNTT AT
ARET PR BIRT

P CYtT-RF NS Ui

+aLPF NOAL AeeetT PR A+4NT
Ut

152




PmAh FhAnt

+am-ay

+.¢

PeAh S P FE-ZTF 12NF

PToNs 228

1. H®+§

2. ®hhAF

3. n&+§

pta>-ay s +INNC APNF P AR T

PARIRYLTY P AMT &AYT SAA N1

A+aeaq Fe)Ng. PN RARNT

Alwlin|—

Ata>ag N NET NAGRAR L Pag PAR
N1AF

PAIOINLS +APNE ARIRYLT ANGCTY
PR 748 N12TFT 0PRTFT PA FNAPT

pangeysy  amp@  agyp/-+enC
hBCBBT

ARBN B angoyc a>-pP FMm-0-
ANEGC

P+amaq &AYF PTLALNT ANGC

P9eAh G FhANT

P/ 8q MIGF FATPAE

+.¢

9o AhJ e+N-ZF 10N

Ptane 228

1. HP+§

2. ™Y hAF

3. het+d

panan4 AN ARZEETT FoING

PALAL NA+aNg hBLEET

+a9¢ NIRTR+C IS+

153




PmahF FhAnt

+.¢ | e9”AhFeth-lF PANT U2 >
TN+ hA PA 1 2 3
91)
1 PTIRUCT Nk 402 NALCA AhAT NALCA AhAT NALCA AhAT
Pm-d A NNdA P44 A Pm-kFgm
2 PTIRUCT Nk +AOHPTF NALZCA ANAT NNALCA AhAT NALCA ANAT
Pm-d A NNdA P34 APO-kFg
3 P+AR P2 A AR NALZCA AhAT NALZCA AhAT NALCA AhAT
AD-PPFO- Pk A 7 NN A PP iy
AP++1N4 §FMD | A2+H1N4F9 goygn
AL+1N4& T
4 N+ ah&t NNe Ui PAT NNe Ue 3 A % | NLCI™ N
+1MN, A74° et N+dA7 M7 AEL2ATR
P AM- A0 T TEAM- | ATAIA+ET
AFPNHID 1D~
5 N+-ao-ng- NNe Ui PAT NNe Ue 3 A % | NLCI™ N
+1MN, A74° et N+dA7 M7 ALLATR AT+
P AM- A0 TEAM- | AFTPNHI® y0-
6 M-YidaA8E Nt F NNe U 24T nNe e A 1% | NLPCI N
+1MN, A74% et N+4A7 M7 ALLATR A7+
P AM- ATAINeT MEAM- | AFTPNHID 1D-
7 anNn+t NNe Ui PAT nNe Ue A % | NLCID N
+1MN, A74°1 et N+4dA7 M7 ALLATR AT+
P AM- ATA et MEAM- | AFTPNHIR 1D-
8 pan/5q anqg NNe U 24T nNe Upr A 1% | NLPCI N
tAFP A N+-a-he. TN, A7A% T N+4A7 MY ALLATR AT ek
(ICT LAB) PR AM- ATA e AgRHI® 10>
PR LNAM-
9 PTIPUCT THNARLP NNe U 2T nNe Uer A 1% | NLPCI N
oNA +1MN, A7t N+t4A7 M7 ALLATR A7+
PR AMm- A4 e AIRNHI® 10>
PR LAM-

154




PFRANS FAANT

O0AF® PFIUCT 6P L HAZFT TN N+a2Ah+

+.¢ | OAFP Paoayc apfayr GO HP+§ amhhAF he+¢
HAEH+T FINE
1 2 3
1 LH®FIT QAMPTFY Ao

2 NT9UCT 9245+ N PP Mt
NS+F eamn++ U1 3

3 P+LPFT +INSFT PARHCHC Us -

4 AOA® BHT +10, PTIRUCT ARALPPTT
marAnt

5 PT PT NP +FT ACRARHY P4pdD .
NAFT

6 ANFE PTINTIC NATT PARARANT UL &

7 Athz 22 9PHT P+nm FhrdF

NOAFP PFHIRUCT 0P L HAEFST F9NE IC N+LLPH AdeT +6nT9E 1% F:-

155



h) AL+T °HT haqt (€% +hC @-LLF P+HIE, dOTA M PePF

PHEF ANAT NNAC NTIUNEE ALTN ENES ntdme AN £9eC

M-
1. NPFIRUCT 9L+ N P+ba® M. NETF7 APANT P+bP: NATT 9°F 9o §FM-?

2. NFIPUCT Nk PTRHIE £+TPTF NE+T 18& (Test Blue print) 84+ HAET NIC (Table of
specification) W+ A8 HIE N @ 927 97 +9NLTT PhTOTA?

3. thF 22 IPHT ARTAR NPT ARF7E AT8+INC Pha+m T ATLT BIARA? mIN? EndR+?

AT e AANT NAPE ANNPT LIIAR:

ATARAITAT!

156



e CYt FRUCT h ot Y +hC @-L2F 0+HIS. A1R PP T

PHEF ANAT NNMC:- NTIUNGE ALTN EES Nt ALTN g9eC

YM-::

1.

PFIPUCT Nt aOAAA Ao CU-NCT AT +0>097 ATY$E B 90T 907 +9N-FT FNTOD-TATU?
amgoyet PHIRUCT aRALLPFY 19 M M+ T ATLARANFT® ANAT £7CF A8 PRCT
Ne+RUCt N&ATU 27 9o +aNs+T FNTOTATFU?

ATL hay4 0o+ FIRUCET PRHIARA-NF AWAC AA? AWLC hA 9°F 927 R80T AL
SthcA?

amgoye aRCU-2CY+ FIRUCHTE PARgRYC aRgRPYT PR PF apan p ang &+ N+TNN
mAn A8 +11N4 2% % +aNeTT FNTE-TATU?

ANFL PTINHIC NAT 07 PUA BHINGA? AWAC TNERAFA? T 4 L5H? O-MF RN ATET
£1AR%A?

amgnysy ATRFTINC PHHL DY LY+ FIRUCT M) ATSPRCT 927 9 27F B J&T AtTA
LLLAAFPA?

AR AMPALT ALt FIRUCT APARAT AR AN+IRC OMF7F T°F 9L7F I°F U1 FPT
AX? IR 3 FPERT PLAANFFD ANAT NANMT APTMPATNTF 10?2 927 PUA APtMea™NF
10?2 927 92 +18 LT AA? TISCFET TRRMM ADMT PAPNLT U F 9B BLE AL £15A?

ArTF e AANT NAPF ANAPT RIIAR.:

ATORAITAT!

157



AD+4 (&% +hC @-L2F P+HIS, a1l HhPRPF

P ANAT ANMC- hhaag agoyc hmAE: NPHIPUCT N ATRLC
eooc Y

hag M- .M aof Ban/?

1. PRIRUCT N MARA AOCU-INC A+INNG ToF 828 AR L7547

2. ATIRUCH NF ARA 02 HAST FIUCT Nk 4rT A1GR99R FA+4ATU? N9 PUA
287

3. PRRUCT MY PRIRUCT NF GRAAAS PRNZT IMNFT PHa™aRy €AY NHCHC
FOSATU? 0 90 TFD? PT PTPET NFMPAAT?

4. PRIOUCTE kG MAET 971t 907 BLE AR 27547 mTN4AM-? N&+hN?

5. P@+aeyy aran/p UATUI NANA 828 FO-kFATU? RARP@my dRALT PLLT
+NGFIN Y PUA FNTDFATU? NHU 218 PAF MTNLPT 9oF o7 §F@? AG+HFTN?

6. +MLPT NFIPUCHFD @M ATB U 9T 9o +aINGFT FNTTATU?

AT e AT NATU ANNTU NF74A8A7::

ATARAITAY!

158



	INTRODUCTION
	1.1. Introduction
	1.2. Background
	1.3. Statement of the Problem
	1.4. Purpose and Objectives of the Evaluation
	1.5. Significance of the study
	1.6. Delimitation of the Study
	1.7. Operational and conceptual Definitions of Key Terms
	1.8. Organization of the Study
	1.9. Ethical Considerations
	1.10. Effectiveness
	1.11. Relevance
	CHAPTER TWO
	2.1. Introduction
	2.2. Conceptions of quality education
	2.3. Components of General Education Quality Improvement Package (GEQIP)
	2.4. Concept of School Improvement
	2.5. Teaching and Learning Domain
	2.6. Safe and Healthy School Environment Domain
	2.7. School Leadership and Management Domain
	2.8. Community Involvement Domain
	2.9. Continuous Professional Development (CPD) Program
	2.10. Information communication Program
	2.11. Civic and Ethical Education
	2.12. Education Leadership and Management program
	2.13. Framework

	CHAPTER THREE
	METHODOLOGY
	3.1. Introduction
	This chapter presents the methods followed to conduct the study. It reiterates the sample, sampling, data collection tools and approaches, and the methods of data analysis and interpretation.
	3.2. Assessment method
	3.3. The Study Site and Target Population
	3.4. Technical Approaches
	3.5. Approach to the Study
	3.6. Methodological Considerations
	3.6.1. Data Sources

	3.6.2. Study Design
	3.6.3 Population, Sample Size and Sampling techniques
	3.6.4. Variables
	3.6.5. Date Gathering Instruments
	3.6.6. Data Collection Methods
	3.7. Data Management
	3.7.3. Qualitative Data Analysis


	CHAPTER FOUR
	DATA ANALYSIS AND INTERPRETATION
	4.1. Background of the study and Respondents
	4.2. Implementation of SIP component of GEQIP
	4.3. Implementation of School Leadership and Management component of GEQIP
	4.4. Implementation of CPD component of GEQIP
	4.5. Implementation of Civic and ethical education program component of GEQIP
	4.6. Implementation of ICT education program component of GEQIP
	4.6. School Leadership and Management Program
	4.7. Overall situation of implementing GEQIP
	4.8. Overall Challenges in implementing GEQIP
	4.9. Comparisons among Groups

	CHAPTER FIVE
	SUMMARY, CONCLUSION AND RECOMMENDATIONS
	5.1. Summary of the Findings
	5.2. Conclusions
	5.3 Recommendations
	5.6. Notes for Policy Input
	References

	Appendices

