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This study had attempted to investigate assessment practices and factors for grade 8 students score
disparity in Regional versus Teacher-made exams, from 2015 in Bench Maji Zone primary schools. In
doing so, a descriptive survey method was employed. A sample of 185 stakeholders composed of 58
teachers, 101 students, 14 principals, 11 Woreda Education Department Officers, 12 school supervisors
and the Zone Education Bureau Officer participated. Purposive sampling technique was employed to
identify the participating individuals. As tools of data collection, questionnaire, semi-structured
interview, and document review were employed. The collected data were analyzed qualitatively as well
as employing percentage correlation in accordance to the thematic areas, primarily to substantiate the
guantitative descriptions. The results with respect to assessment had shown that teachers were
applying the traditional pyramid of assessment procedures whereby the proportion of assessment of
learning (Summative Assessment) dominates assessment as learning and assessment for learning
which are vital for better learning and performance. The correlation between students' scores in
Regional versus Teacher-made exams was found to be positive but very much lower than the absolute
positive correlation coefficient value (¥=0.476**at p<0.01 level of significance). The contributing factors
for the existing score disparity were the traditional assessment practice itself, assessment feedback
provision experiences, differences in invigilation room setting and degree of control, and large class
size. Also included are commitment differences among students themselves, differences in the
difficulty and quality standard of exam questions, poor study skills, support provision variations
obtained from parents, supervisors, principals, Education office and Education department officers.
Therefore, concerned stakeholders must cooperate fully and responsively to put in place proper
assessment which contributes much for effective learning.

Key words: Assessment practice, score disparity, time perspective of assessment, assessor.

INTRODUCTION

Assessment plays an important role in the process of any nation. It provides the necessary feedback required
ensuring the quality of the overall educational process of in order to maximize the outcomes of educational efforts.
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As described by Airasian (1991), continuous formative
assessment is considered as an assessment approach
which should depict the full range of sources and
methods teachers use to gather, interpret and synthesize
information about learners; information that is used to
help teachers understand their learners, plan and monitor
instruction and establish a viable classroom culture. As
pointed out by Cone and Foster (1991), good
measurement resulting in accurate data is the foundation
for sound decision-making. The assessment of students'
learning provides objective evidence necessary in the
decision-making process in education. There is little
doubt among educational practitioners about the special
value of assessment as a basic condition for effective
learning. However, there has been an increasing criticism
in the educational field of high stakes formal
examinations of having harmful effect on students'
learning and that it should be reduced to a minimum
(Harlem and Crick, 2003; Morrison and Tang, 2002;
Black, 1998).

Research supports that attention to assessment for
learning improves students’ achievement. Black and
Wiliam (1998), indicated that formative assessment, if
properly implemented in schools, is a powerful means to
improve student learning. To this, a research conducted
by Olufemi (2014), showed that there is a significant
relationship between the junior secondary school
continuous assessment scores (JSSCAS) and the overall
performance in junior secondary school certificate
examination in mathematics (JSSOT). Moreover, Black
and Wiliam (1998) found that students taught by teachers
who used assessment for learning would achieve in six or
seven months what would otherwise take a year.

In order for assessment to play its important roles,
Baker and Stites (1991) on their part suggested that
continuous assessment should involve a formal
assessment of learners' affective characteristics and
motivation, in which they will need to demonstrate their
commitment to tasks over time, their work-force
readiness and their competence in team or group
performance contexts. In line with this, the Ethiopian
educational reforms have led to the introduction of
continuous assessment to our curriculum to offer
teachers the opportunity to make stronger links between
teaching, learning and assessment. However, for
continuous assessment to be used effectively, teachers
must be willing to confront a number of obstacles when
changing to a system of true formative assessment.
When the educational system is evaluated, assessment
has traditionally been linked with formal exams
particularly promotion and school-leaving end of year

*Corresponding author. Email: antenehmelaku83@gmail.com.

exams.

In connection to balancing teacher-student participation,
Clark and Starr (1986) noted the rate of retention of
pupils as: "pupils generally remember: 10% of what they
read, 20% of what they hear, 30% of what they see, 50%
of what they hear and see, 70% of what they say, and
90% of what they say as they do a thing." They added
that, valid evaluations depend on accurate measurements
and assessments. Consequently, evaluation of students'
progress must be a two-step process. In the first step,
one must gather the pertinent data for an assessment of
students' status. For this purpose, assessors employ
tools and techniques to estimate both the quality and
guantity of students' learning. The second step is to use
the information to make reasoned judgments concerning
the merits and inadequacies of students and programs in
light of the instructional objectives.

The ultimate purpose of teaching is to bring about
learning (required competences) in students. This
students' achievement is usually expressed in terms of
numerical scores and practical aspects too. Learning is
with no doubt continuous and that better learning requires
active engagement of learners in varied and meaningful
learning experiences throughout the teaching-learning
process. In line with this, Black and Wiliam in Hanover
Research, (2014) which compiled over 250 publications
indicate that students who receive formative assessment
perform better on a variety of achievement indicators
than their peers who do not receive. Some researchers
like Alonge (2004), Cliff and Imre (1981), and Thorndike
and Hagen (1977), observed that teacher-made tests in
general are quite defective evaluation devices. The
common faults put forward by these researchers include
not covering the range of objectives specified by the
teacher in terms of contents and educational objectives,
ambiguity of question items and test characteristics that
are inappropriate for the purpose for which the teacher
wants to use the test results.

The intention behind introducing continuous
assessment in the instructional and testing process is to
achieve two major purposes: to improve both the validity
and reliability of the results of pupils' performance on
tests and exercises, and to help learners develop
effective learning and work habits. Besides, formative
assessment requires continual follow up and provision of
constructive feedback from the side of the assessor/s.
When this lacks, the progresses made by each learner
and the challenges faced are not going to well known and
remediation and enrichment will be questioned. However,
from the researchers’ personal observations, the present
practices researchers’ personal observations, the present
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practices towards implementing continuous formative
assessment in Bench Maji Zone seemed essentially
based on frequent test taking which does not really serve
the two critical purposes of continuous assessment.
Moreover, there is a tendency to conceive assessment as
a separated process from the teaching-learning process.
Again, it seemed yet customary that the provision of
immediate feedback and comprehensibility of exams are
lacking.

Therefore, the researchers decided to carry out this
research for the reasons that poor attention has been
given for students support, particularly in terms of
continuous formative assessment with proper feedback.
Therefore, this survey study stressed on addressing the
herein basic research questions:

i. What are those teacher-student related factors that
negatively affect the academic achievement of grade 8
students in Regional exams?

ii. How do teachers prepare grade 8 students for
Regional exam from the affective learning perspective?

iii. How do teachers practice assessment during teaching
and learning from the perspectives of nature of continuity,
variety and immediacy and degree of constructiveness of
feedback?

iv. Is there considerable achievement difference between
students of Governmental and Private schools?

Objectives of the Study

Generally, this study was aimed at investigating
assessment practices and corresponding teacher-student
related factors that contribute for disparity between
students’ academic scores in teacher made and Regional
exams. Specifically, the study aims at:

i. Identifying teacher-student related factors that affect
grade 8 students’ academic scores in regional versus
teacher-made model exams,

ii. ldentifying teachers' experiences to realize emotional
readiness of grade 8 students for regional exams,

iii. ldentifying assessment strategies that teachers are
accustomed to apply during teaching and learning,

iv. ldentifying students’ academic score gaps between
Governmental and Private Schools and the contributing
factors.

Significance of the Study

The study is expected to have the following benefits and
beneficiaries:

i. Firstly, the study may guide teachers to work for the
betterment of their assessment practices.
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ii. Secondly, it arouses learners’ interest to work hand-in-
hand with teachers to improve their academic
achievement in both classroom and Regional exams.

iii. Thirdly, it can serve the school leadership of the study
area, in their effort to counter the identified challenges.

iv. Fourthly, it can serve as an input for Zonal Education
Office and Woreda Education Departments to adjust their
support in-line with the scholarly recommended principles.
v. Finally, this study may serve as a baseline for all
interested individuals to study the issue in detailed and
wider scope.

MATERIALS AND METHODS
Design

Both qualitative and quantitative methods were concurrently
employed to address the basic research questions formulated. This
had helped to improve the quality and reliability of the research
findings as it enables the collection of multiple set of data, as had
been noted by Johnson and Larry (2008). Descriptive survey design
was used as it helps to provide a description of current practices
and factors that contribute for the disparity between students'
academic scores in regional and teacher-made exams.

Sources of data

In the process of meeting the objectives of this research, both
primary and secondary sources of data were utilized. The primary
data were obtained from teachers, students, principals, supervisors
and Zonal and Woreda level Education Department Officers. On the
other hand, secondary data were obtained from the Record and
Documentation Offices of sample schools.

Population, sample size, and sampling techniques and
procedures

A population is the set of all elements to which the researcher
wants to generalize the results obtained (Johnson and Larry, 2008).
Thus, the target population of this study consists of all teachers of
grade 8, grade 8 students, principals and Zonal and Woreda level
Education Department Officers of Bench Maji Zone which is 9,266.
In the Zone, there are 136 second cycle primary schools currently
operating, of which 132 are government and 4 private ones. From
this sampling frame, 4 privately owned and 11 governmental
second cycle primary schools were taken as samples. The student
population who took the Regional Exam in 2015 was 8,509 of which
the top 25% and the bottom 25% of the students' population in each
sample school had been considered to check academic
achievement disparity of students in teacher-made versus regional
exams.

While private second cycle schools were taken purposively, the
eleven second cycle government schools had been identified by
employing lottery method of simple random sampling technique. In
this case, each Woreda was represented by one government
second cycle school. Again, out of 548 teachers teaching at grade
8, 58 teachers from the sample schools were randomly selected.
Whereas, top scoring five and bottom scoring five students in
regional exam, 14 school principals, 12 cluster supervisors of
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Table 1. Enrollment, dropout, promotion and repetition (failure).

Registered Dropout Sit for exams Total pass Pass scoring 2 50 Pass scoring <50
1447 50 1397 1088 847 241
(100% ) (3.46%) (96.54%) (77.88%) (77.85%) (22.15%)

sample schools, 11 Woreda Education Department Officers and 1
Zone Education Office Officer were taken purposively for interview
and questionnaire data collection.

Instruments of data collection and procedures

In addressing the basic questions of this study, data were gathered
through document review, questionnaire, and semi-structured
interview. While the questionnaire was used to obtain data from
sample teachers and students, the interview guides were applied to
collect data from Zone Education Officer, Woreda Education
Department, principals and cluster supervisors. The third tool,
document review guide was employed to obtain data of students'
scores. With the help of these three tools, the researchers
triangulated the data obtained from different sources.

Data were gathered adhering to the following procedures: First,
the questionnaire and semi-structured interview guide were
developed based on recent literatures in the area and had been
checked for content validity by subject specialists. It was pilot tested
and further improved for final application. Next to this, the
questionnaire had been duplicated, dispatched on face-to-face
situation and actual data collection took place. Besides, the
interview guide and documents on students' academic records had
been used to complement the questionnaire data.

Data analysis and interpretation

According to Yin (2002), data analysis consists of examining,
categorizing, tabulating or otherwise recombining the evidences to
address the initial propositions of the study. Therefore, this study
required going through all the raw data and bringing order and
meaning to all the information gathered. Correlation between
students' academic achievements in teacher-made and regional
exams had been computed, employing Pearson's correlation
formulae. The data obtained through interview were analyzed
qualitatively to substantiate the questionnaire data and the data
from document review. The questionnaire and interview guide
focused on the reasons for the disparity in students' academic
achievement, on teacher assessment versus regional assessment.

RESULTS AND DISCUSSION
Proportion of students who pass and fail

The data with respect to grade eight students of the 14
sample schools in Regional Exams as obtained from the
Zonal Education Office is summarized and presented in
Table 1.

Table 1 shows the number of total enroliment, dropping
out, students who sit for exams, and pass and fail. In
relation to pass or fail in Regional Exams, 100% of

students of the three privately owned schools and five
governmental schools namely Abuneteklehaymanot,
Misgana, Zemedeab, Gedu, Otuwa, Shey Bench, Jemu
and Kasha pass the Regional Exam. While all private and
some governmental school students totaled 847
(77.85%), pass scoring = 50; there are yet significant
number of students (241 which comprise 22.15%)
enrolled in some governmental schools who pass scoring
below an average mark of 50 which is less than the
minimum standard endorsed in the 1994 New Education
and Training Policy of Ethiopia. Students who pass
scoring below the minimum standard was by far
significant in governmental primary schools such as
Bajeka (76.74%), Teramaj (75%), Aman (70%), Anjo
(68.18%), Jeba (41.03%), Maji (34.33%), Jemu (27.78%),
and Shey Bench (11.83%). Whereas, Otuwa, Kasha, and
Gedu contributed 0.99, 1.98, and 2.68% respectively.

Failure is the other area of concern of the background
data. It is highly pronounced in Teramaj (87.88%),
followed by Aman (59.89%), Bajeka (55.20%), Jeba
(22.22%), Anjo (12%) and Maji(9.45%). Like that of
private academies, five governmental schools, namely
Jemu, Gedu, Otuwa, Shey Bench, and Kasha, registered
no failure Appendix I.

Composition of participant teachers by qualifications

Figure 1 shows that a large proportion of teachers,
53.45% were diploma holders followed by degree holders
who constituted 27.58% of the participants and 18.97%
of the teachers who possessed degree plus PGDT (Post
Graduate Diploma for Teachers) certificate. It should be
noted that teachers who participated in the study were
teachers teaching at grade eight. According to the New
Education and Training Policy of Ethiopia (MoE, 1994),
the minimum required qualification to teach at this level of
schooling is Diploma in Education or teaching. The data
in Figure 1 reveals that while majority (53.45%) of
teachers in the study had the minimum qualification level
of requirement to teach second cycle primary school
students, the remaining 46.55% of teachers surpassed
the minimum qualification requirement by holding degree
and degree plus PGDT certification.

According to Ronald et al. (2006), the calculation of
pupil/teacher ratio and class size is quite different. While
pupil/teacher ratio is a global measure of the human
resources brought to bear, directly or indirectly on
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Figure 1. Percentage composition of teachers.

children's learning, class size refers to the actual number
of pupil taught by a teacher at a particular time. Thus,
pupil/teacher ratio is always lower than the average class
size. Consequently, while pupil/teacher ratio is very
important from administrative and economic viewpoint,
what matters from psychological viewpoint, in terms of
how students learn, is the number of students who are
physically present interacting among themselves and with
the teachers.

Note that the issue of PTR and class size
appropriateness in the sample schools of this research is
compared and contrasted in line with scholarly
recommended figures. According to research findings
obtained from a study conducted upon 766 lower primary
schools of Northeast Karnatanka by Azimir Premiji
Foundation (2006), a PTR of less than 30:1 has a high
correlation with superior school performance. Again, the
Right to Education Act (Article 26 of UNESCO, 1960)
mandates a pupil to teacher ratio of 30:1 in order to
ensure that children learn better in the classroom.
Schools in which the PTR was between 10 and 20
showed the best learning levels as a result of
convenience to participate all in all matters of schooling,
manageability to conduct variety of assessment tools and
provision of on time feedback and easing the burden of

the teacher to know each learner in detail. The Azimir
Premji Foundation (2006) investigation on the other hand
evidenced that pupil teacher ratio less than 10:1 results in
poor academic performance, which possibly arises from
insufficient peer interactions that backfires through
making the classroom instruction boring. Thus, the ideal
PTR according to AzimirPremji Foundation (2006) study
is found to be somewhere between 20:1 and 25:1.
According to some scholars, the impact of PTR differs
across level of schooling. In this connection, a research
conducted by Esther and Haroon (2014), envisaged that
a higher pupil teacher ratio exceeding 18 has a larger
negative effect on the likelihood of attaining a primary
education than that of a higher education and the effect is
get worse with an increase in pupil teacher ratio. This is
because primary school students are more reliant upon
teachers than high school and tertiary level students are.
As have been shown in Table 2 of this study, the PTR
in the 14 sample primary schools of Bench Maji Zone at
grade 8th by 2015 averagely ranges from 45.25:1 of
Aman Primary School to 5.8:1 of Anjo Primary school in
case of Governmental Schools and 10.14:1, 3.85:1 and
1.2:1 at Misgana, Abune teklehaymanot and Zemedeab
Academies respectively. Aman Primary school with a
PTR (45.25:1) and that of Otuwa General Primary School
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Table 2. Pupil teacher ratio (PTR), textbook-student ratio and class size.

Parameter Ratios

1:27.75, 14.28, 10.14, 45.25, 1.2, 3.85, 7.71, 7.40, 5.8, 10.71,

Teacher-student: 6.16.

23.87,14.71, 15.71
Student-classroom:

Textbook-student: 1:1to 1:10

68.66, 50, 35.5, 60.5, 6, 27, 54, 37, 29, 75, 37, 63.66, 51.5, 55

with PTR (27.75:1) were found to exceed the higher limit
of the ideal PTR, which is 20:1 to 25:1 of Azimir Premji
Foundation (2006) and from what is recommended by
Esther and Haroon (2014). Again, PTR of Zemedeab
Academy (1.2:1), Abuneteklehaymanot (3.87:1), Jeba
Primary School (7.51:1), Jemu Primary School (7.40:1),
Anjo Primary School (5.8:1), Teramaji Primary School
(6.16:1) were found less than PTR of 10:1 which is not
recommended by some scholars such as Azimir Premiji
Foundation (2006).

From Table 2 PTR data of this study, one can infer that
it is the size of the total enrollment of grade eight
students determines PTR in Primary Schools of Bench
Maji Zone than the academic principle. Moreover, the
interview data obtained from principals evidenced that the
increase in the proportion of PTR in the 11 governmental
schools was partly contributed by the assignment of
teachers to teach more than one subject including
subjects out of their actual area of study. Such a
teachers' assignment experience to teach out of their
specialization is thought significantly damaging to the
quality of instruction and the ultimate outcome, which is
students' competence.

It is a fact that there is no consensus with regard to the
number of students for small and large classes. For
instance, for Butler et al. (2001), McKeachie (2002),
Yoder and Hochevar (2005) and Laura et al. (2015),
classes with 15 to 30 are small and > 30 students are
large. For Daniel and Rosenberg (1998) and Sarah
(2006) small classes are those containing 13-17 and
large classes containing 22-25 students respectively; to
Finn and Achilles (1990) and Ronald et al. (2006) small
class size is a maximum of 20 students per classroom.
When the reference point is the suggestions of these
scholars, the case of Bench Maji Zone schools at grade 8
was found large enough out of the fourteen sample
Primary Schools.

Thus, Maji with 75 students per classroom, Otuwa with
68.66 students per classroom, Shey Bench with 63.66
students per classroom, Aman with 60.5 students per
classroom, Gedu with 55 students per classroom, Jeba
with 54 students per classroom, Kasha with 51.5 students
per classroom, Bajeka with 50 students per classroom,
Jemu and Teramaji with 37 students per classroom, and
Misgana with 35.5 students per classroom fall under
large classes. From the eleven Primary Schools with

large class sizes, seven of them had even more than the
maximum class size endorsed in the 1994 New
Education and Training Policy of Ethiopia. On the
contrary, Anjo with 29 students per classroom, Abune
teklehaymanot with 27 students per classroom and
Zemedeab with 6 students per classroom fall under small
classes. Likewise that of PTR, class size was found to be
determined by total student enroliment than the scientific
principles.

Even though it requires further in depth comparative
study, as have been argued by many scholars, while
11(78.57%) of the schools with large classes
disadvantaged their students, the rest 3 (21.43%) schools
are thought securing the benefits of small class sizes.
Laura et al., (2015) on their part noted that the size of the
class might affect students' ability to learn. Small class
size encourage increased student-teacher interaction; it
allows thorough evaluation of students' learning; and it
permits greater teaching flexibility (Eugene and Linda,
1997). Students in large classes have less one-on-one
time with the teacher, they are suffocated, there is
disciplinary problems, which leads to less instructional
time and in turn lower test scores. Whereas in smaller
classes, students are given more instructional time, they
feel comfortable and are able to focus more on the
curriculum being taught instead of maintaining discipline
and other issues, which affect and destroy their attention
span (Sarah, 2006) and overall students' performance.
Valuation is more negative in large class sizes (Bedard
and Kuhn, 2008), and small class size favors active
learning that helps to maximize students' level of
understanding or capability to retain what have been
taught more effectively (Butler et al., 2001; McKeachie,
2002; Yoder and Hochevar, 2005; Laura et al., 2015).

The data in Table 2 moreover shows that textbook-
student ratio lays between 1:1 and 1:10 ranges. The
ratios 1:2 to 1:10 is believed to significantly decrease the
chance of students to make use of the textbooks for
doing home works and studying purposes. Material
(textbook) shortages in the 21st century are beyond what
one can expect and is believed to negatively affect
students' overall learning and self-assessment
engagements. Private schools in particular reported that
concerned offices did not fairly distribute teachers' guides
and textbooks though they paid the cost. For this reason,
private schools were forced to buy from bookstores in the
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Top ranking participants

Sex
Age range
M F T 13 14 16 17 18 19 20 21
33 20 53 3 4 21 9 6 1 1 1
62.3% 37.7% 100% 567% 7.55% 13.21% 39.62% 16.99% 11.32% 1.88% 1.88% 1.88%
Bottom ranking participants

M F T 13 14 16 17 18 19 20 21

29 19 48 - 2 20 8 7 - - 1
60.42% 39.58% 100% 0% 4.16% 20.84% 41.67% 16.67% 14.58% 0% 0% 2.08%

market incurring additional budget. The lack of teaching
materials (teachers' guide, textbooks and references) is
yet a common serious problem in governmental schools
as well, but no way to buy and cover the gaps.

As had been shown in Table 3, top 5 and bottom 5
ranking students of the 14 sample schools totaled 140
participated in this study; but only 101 (72.14%) had been
engaged during the actual data gathering time. This had
happened because the rest 39 (27.85%) of the sampled
students were transferred to other Zones and Woredas
situated out of the geographical scope of the study.

According to the Ethiopian New Education and Training
Policy (MoE, 1994), the official primary school entrance
age in Ethiopia is 7 years old. However, it was found that
late entrants comprise the greater proportion than the
normal age entrants do. Accordingly, while the proportion
of age 14 and 13 (normal and early age entrants)
comprised of 8.91%, those with age 15 to 21 who are late
entrants comprise 91.09% of the participating students.
Among the late entrant student participants, age 16
encompassed 39.62 and 41.67% of top 5 and bottom 5
ranking students respectively. Accommodating late, very
late, normal age and early age entrants in same
classroom is a very challenging task to all teachers;
particularly to less experienced ones.

Assessment practices of grade eight teachers

As an element of the learning-teaching process, the way
subject teachers are assessing students' learning
progresses plays its part in determining academic scores
and/or successes. In order to investigate how grade eight
teachers were practicing assessment, 58 teachers were
asked to indicate their actual practices. For triangulation
purpose, top five and bottom five ranking students of the
14 sample schools planned to fill the same questionnaire.
Out of 140 planned sample participants, 101 participated.
This had happened because 39 students had left their
prior places of residence by the 2015 academic calendar

to places far away from the geographic scope of the
research. Thus, the analysis and interpretation was done
based on the data obtained from 72.14% of students as
indicated in Table 4.

Table 4 holds seven questions having alternatives to
make answering at ease. The questions are adopted
from literature to be used for identifying assessment
practices in relation to the teaching-learning process.
While six of the questions were presented to 101
students and 58 teachers, the seventh one was
presented to teacher samples as it dealt about teachers'
role during invigilation.

Accordingly, the data with respect to item 1.1 that is,
content and/or objective coverage comparison between
Regional and Teacher-made Model exams depict
Regional exams outsmart in content and/or objective
coverage. To express in numerical terms, 26 (44.83%)
teachers and 45 (44.53%) students noted that Regional
exams had more content coverage of the curriculum than
Teacher-made Model exams. Yet, numerically second
ranking proportion of sample teachers and students that
is 20 (34.48%) and 33(32.67%) respectively argued as
there was no such noticeable content coverage
difference between the two exams. Again, though the
number of respondents is not significant, there were 2
(3.45%) teachers and 9 (8.91%) students who replied as
they are not sure about which exam had more content
overages. This finding largely coincides and to a lesser
degree contradicts with the suggestions of Alonge (2004),
Cliff and Imre (1981), and Thorndike and Hagen (1977).

Item 1.2 of Table 4 was about the experiences of
sample schools concerning compiling and accessing
previous Regional and Teacher-made Model exam
sheets for preparing their students. Accordingly, 16
(27.59%) teachers and 28 (27.72%) students replied five
years; 11 (18.97%) teachers and 10 (9.9%) students
reported four years; 8 (13.79%) teachers and 11
(10.89%) students reported three years; 5 (8.62%)
teachers and 16 (15.84%) students replied two years;
and 1 (1.72%) teacher and 14 (13.86%) students replied
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Table 4. Subject teachers' and Students' responses concerning assessment experiences.

Parameter Source of data Frequency
1.1 Content coverage comparison between Regional and teacher-made model exams:
There is no clear content coverage difference Teacher 20(34.48%)
9 Student 33(32.67%)
. . Teacher 26(44.83%)
Regional exams had more content coverage of the curriculum
Student 45(44.55%)
. Teacher 10(17.24%)
Model exams had more content coverage of the curriculum
Student 14(13.86%)
I am not sure which one covers more curriculum contents Teacher 2(3.45%)
Student 9(8.91%)
1.2 Experience of compiling and accessing prior teacher-made model and regional exams:
) . Teacher 16(27.59%)
A recent fiv rs regional an her-m model exam
ecent five years regional and teacher-made model exams Student 28(27.72%)
A recent four years regional and teacher-made model exams Teacher 11(18..97%)
Y g Student 10(9.9%)
A recent three years regional and teacher-made model exams Teacher 8(13.79%)
y 9 Student 11(10.89%)
. Teacher 5(8.62%)
A recent two years regional and teacher-made model exam
f WO years regi ' xams Student 16(15.84%)
. Teacher 1(1.72%
A recent one year regional and teacher-made model exams ( )
Student 14(13.86%)
My school did not have such experience Teacher 9(15.52%)
Student 4(3.96%)
I did not know anything about it Teacher 8(13.79%)
Student 18(17.82%)
1.3 Percentage proportion between continuous versus teacher-made model exams:
. Teacher 19(32.76%)
C.F.A70% by 30% t t
6 by 30% summative assessmen Student 20(28.71%)
. Teacher 4(6.9%)
C.F.A 50% by 50% U t
6 by 50% summative assessmen Student 19(18.81%
. Teacher 7(12.07%)
C.F.A 60% by 40% summative assessment
oDy &0% Student 42(41.58%)
. Teacher 2(3.45%)
C.F.A 20% by 80% summative assessment
o by 0% Student 2(1.98%)
Teacher(6,1,1):
Specify if different from the options: 40: 60, 80:20 and 90: 10 611
10.34%, 1.72% & 1.72%
0.34%, b& 6) Student 9(8.91%)
1.4 Time perspective when the outweighing assessment took place:
During instruction Teacher 16(27.59%)
9 Student 41(40.59%)
Sometime after instruction Teacher 42(72.41%)
Student 60(59.41%)
There is assessment experience before instruction Teacher 17(29.31%)
P Student 33(32.67%)

1.5 Assessment of students' learning before model and regional exams is predominantly done by:

The subject teacher

Teacher
Student

52(89.66%)
84(83.17%)
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Table 4. Contd.

- Teacher 4(6.9%
Individual students themselves (self-assessment) ( )
Student 8(7.92%)
0,
Peer assessment through exchanging what they have done Teacher 2(3.45%)

Student 7(6.93%)
Teacher 0(0%)

G t on the basis of gi ideli
roup assessment on the basis of given guidelines Student 2(1.98%)

1.6 Attendance rate of majority ( > 75%) of your students or your attendance as a student can be rated as:

. Teacher 30(51.72%)
Attended all the periods allotted
per Student 83(82.18%)
. Teacher 21(36.21%)
Attended more than half of the periods allotted
periods Student 10(9.9%)
. Teacher 4(6.9%)
Attended about half of the periods allotted
! periods Student 3(2.97%)
. Teacher 2(3.45%)
Attended less than half of the periods allotted
ss than ha periods Student 0(0%)
I am not sure of students' attendance record rates Teacher 1(1.72%)
1.7 Invigilation experiences in controlling cheating (from teachers perspective) Student 5(8.62%)
Exam room settings are less susceptible for cheating during taking Regional exams as compared to 37 (63.8%)
taking teacher-made tests and/or exams
Cheating is equally curiously controlled both during school and Regional invigilation times 9 (15.52%)
Better performing students are taking exams in special classrooms during model exams 6 (10.34%)
. . . . . . 0 (0%)
Better performing students are taking exams in special classrooms during Regional exams
Classroom settings are equally less susceptible for cheating during both Regional and classroom
>>100 6 (10.34%)
testing times
Exam room settings are less susceptible for cheating during taking teacher-made tests and/or 0(0%)
exams as compared to taking Regional exams 0
Table 5. Descriptive Statistics of Frequency of use of various assessment
methods.
Assessment tools N Mean Std. Deviation
Class exercises/class work 58 4.89 1.23
Homework 58 4.94 .96
Quizzes 58 4.18 1.11
Observation 58 451 1.36
Tests 58 4.01 1.10
Portfolios 58 4.25 1.57
Exam 58 3.51 1.24
one year. Again, 9 (15.52%) teachers and 4 (3.96%) obtained from sample respondents from schools,
students replied as their schools did not have any whereby the 2015 grade-8 graduates were first batch to
experience of compiling and accessing Regional and them. Yet, 8 (13,79%) teachers and 18 (17.82%) students

Teacher-made Model exam sheets. This data was replied as they did not have any knowledge about the
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matter related to compiling and accessing exam sheets.
These samples were found to be having no or less care
and concern about their respective roles. For triangulation
purpose, 14 school principals were interviewed about the
experience of compiling and accessing previous Regional
and Teacher-made Model Exam Sheets to students. Data
showed that, 3 (21.43%) replied as their school had
experience of compiling and accessing (some even
through borrowing from sister schools) but, failed to
specify the count of accessed Model and Regional exams
by year. Whereas, nearly half of the principals, 6
(42.86%), replied as if their schools had no experience.
From those who specify the count of years, 2 (15.38%)
replied as their students were accessed a recent five
years Regional and Teacher-made Model Exam Sheets,
and as to the other 2 (15.38%) their students were
accessed exam sheets of recent three years and 1
(7.69%) principal replied as they did accessed a recent
seven years exam sheets. Inconsistencies had been
found among the data obtained from teachers, students
and principals.

ltem 1.3 of Table 4 deals with the percentage
proportion of continuous summative assessment versus
Model exam in sample schools. In this respect, while
majority of teachers, 32.76%, replied 70:30 proportion,
majority of students, which comprise 41.58%, replied the
60:40 proportion, which contradicts one another. From
teachers side, there were 7(12.07%) who reported the
60:40 proportion. Still, significant number of students,
which is 29 (28.72%), replied the 70:30 proportion.
Moreover, 4(6.9%) teachers and 19(18.81%) students
replied the 50:50 alternative, 2 (3.45%) teachers and
2(1.98%) students replied the 20:80 percentage
proportion. On the other hand, the remaining sample
teachers and students specified other proportions than
given ones in the questionnaire. Accordingly, 6 (10.34%)
teachers gave 40:60; 1(1.72%) teacher, 80:20; and again
1(1.72%) teacher noted 90:10 proportions respectively.
Among student samples, 9(8.91%) students replied as
there exist different proportion of assessment than given
ones, without specifying the percentage. In essence, it
had evidenced that there were inconsistencies across
schools and subjects, as exact sameness was hot
expected. There were experiences in private schools in
particular to undertake more than 100% assessment
records and conversion of it back to the standard
maximum evaluation proportion had been undertaken.
The finding predominantly coincides with the suggestions
of MoE (2013).

Iltem 1.4 in Table 4 was about the time perspective
when the outweighing assessment took place. The data
obtained from 58 teachers and 101 students had shown
that the greater portion of assessment had taken place
after instruction took place sometime in the past than
during instruction. To specify it, while 42(72.41%)
teachers and 60(59.41%) students replied the out-

weighing assessment portion took place after instruction,
16(27.59%) teachers and 41(40.59%) students argued
that the outweighing assessment took place during
instruction. For the twining question under item 1.4 of
Table 4 asking whether or not there is assessment
practice before instruction, 17(29.31%) teachers and
33(32.67%) students replied that assessment still took
place before instruction which is a good start to
implement modern assessment. As a continuation of item
1.4 of Table 4, which was used to identify the
outweighing percentage of assessment employed across
the three periods of assessment (i.e. Before Instruction,
During Instruction and After Instruction), one open-ended
guestion was presented to teacher samples. The concern
of this question was identifying assessment tools they
used during the three periods when assessment was
recommended. The finding witnessed that; the
assessment practice was highly inclined to summative
form of assessment, which contradicts with the data for
item 1.3, and suggestions of MoE (2013) and Dorothy
(2012).

Assessment tools used before instruction

In relation to such period of assessment, the data
obtained from 58 teachers revealed that they were
unaware of the essence of "Assessment before
instruction." For this, 48 teachers mentioned oral
questions in relation to the new lesson topic
(brainstorming questions), questioning and answering
about the previous lesson, pair work, correcting
homework, and class work that are inappropriate. This
had disproved what 17 (29.31%) teachers and
33(32.67%) students replied, as there exist experience of
using assessment before instruction. This period of
assessment usually took place during the first meeting
with students for the primary purpose of knowing
students background knowledge and to act the way it can
match. The rest 4 teachers omit the item and the other
six had given fully unrelated note, which witnessed that
grade 8 teachers are unaware of such assessment
experience. In general, it seemed that, the whole
teachers were getting confused between the activities of
the deductive element "introduction" and “assessment
before instruction”.

Assessment tools during instruction

Unlike the previous first period of assessment, teachers
in this period of assessment were found to have clear
understanding evidenced by the data obtained from
54(93.10%) teacher participants. They listed the tools of
assessment they make use of during instruction which
are: oral questions to check students attention level and



degree of their learning, class work, quiz, pair and/or
small discussion followed by reflection. Also included is
the revision questions concerning the new lesson for
stabilization purpose, which goes with the suggestions of
Thomas and Vincent (2001), Maddalena (2005) and
Black and Wiliam (2014). Yet, while 3 teachers omit the
item, 1 teacher replied he has never used assessment
tools thinking it aroused classroom disturbance which
witnessed their misconception, because no literature
supports formative assessment as a cause for
disciplinary problems.

Assessment tools used after instruction

As literatures support (Harlem and Crick, 2003; Broadfoot,
2001; SQA, 2015; Morrison and Tang, 2002), the primary
purpose of this period of assessment and the tools
employed is summative one. In this period of assessment,
46(79.31%) teachers mentioned the right tools like
homework, test, assignment, worksheets, model exams,
and doing previous model and regional exam sheets.
Nevertheless, still there were 4 teachers who omit the
item and 8 teachers who noted tools inappropriate for this
period of assessment such as: quiz, class work, and oral
guestions which had assured the failure to differentiate
the time perspective of assessment and the right tools to
be employed.

ltem 1.5 in Table 4 was concerned about who
predominantly assesses students' learning excluding
model and Regional exams. The alternatives were the
subject teacher, self-assessment, and group assessment.
Among 58 teachers and 101 students who participated,
52 (89.66%) teachers and 84 (88.17%) students replied
that the subject teacher is responsible; 4 (6.9%) teachers
and 8 (7.92%) students replied students' self-
assessment; 2 (3.45%) teachers and 7 (6.93%) students
replied as peer assessment was dominantly employed
and no teacher and 2 (1.98%) students confirmed that
group assessment had dominated. From this, it can be
understood that self, peer and group assessments were
not noticeably practiced at grade-8 which contradicts the
scholarly recommendations made by Thomas and
Vincent (2001), Maddalena (2005), Dorothy (2012) and
Black and Wiliam (2014).

Item 1.6 in Table 4 was demanding data about the rate
of attendance of majority (275%) of students during the
2015 academic year. Accordingly, 30 (51.72%) teachers
and 83 (82.18%) students replied that they attended all
the periods; 21 (36.21%) teachers and 10 (9.9%)
students replied they attended more than half of the
periods. Also, 4 (6.9%) teachers and 3 (2.97%) students
attended about half of the periods; 2(3.45%) teachers
and no student attended less than half of the periods, and
1(1.72%) teacher and 5(8.62%) students are not sure
about the rate of attendance. It evidences that; there is a
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need to improve rate of attendance on one hand and
build responsiveness on the side of those who are not
sure of their peers and students rate of attendance. This
partly goes in line with 80% and above rate of attendance
requirement and partly in different with the
recommendation of MoE (2013).

Item 1.7 in Table 4 was presented to teacher samples
only which dealt about the invigilation experience of
teachers in controlling exam cheating. From 58 teachers
who participated, two alternatives from the six: "better
performing students seat for exams in special/separate/
classrooms during Regional exams" and "exam room
settings are less susceptible for cheating during taking
Teacher-made tests and/or exams as compared to
taking Regional exams" attracted no teacher respondent.
While 6 (10.34%) teachers replied that, "Better performing
students took exams in separate setting/exam rooms/
during Model-exams, just equal number of teachers
argued "Classroom settings are equally less susceptible
for exam cheating during both exam times." 9 (15.52%)
teachers on their part replied "Exam cheating is equally
curiously controlled both during school and Regional
invigilation times." However, the majority of teachers
comprised of 37(63.8%) noted that; "Exam room settings
are less susceptible for cheating during Regional exams
as compared to the setting during Teacher-made tests
and exams." The finding is to a lesser degree consistent
with the suggestions of Qualifications and Curriculum
Development Agency (2010), Elinazi (2014), and Joanne
(2017).

Types of assessment tools frequently used

Teachers were asked to indicate the frequency in which
they make use of it. Accordingly, they were made to use
a scale in which 1 - Never, 2- Once a year, 3- Once a
term, 4 — monthly, 5 — weekly and 6 — reflected daily use.
Responses provided by teacher respondents are
summarized in Table 5.

Table 5 shows that the most frequently used
assessment tools include homework, class work,
observation, portfolios quizzes and tests in a decreasing
rank order. Exam was the least frequently used tool of
assessment followed by test, which coincides with the
suggestions of educational measurement and evaluation
principles, as they are mostly used for summative
purpose. This finding coincides with Joyce (2013).

How do teachers use assessment information?

In an attempt to explore the predominant purpose to
which assessment information was used, various possible
uses of assessment information were given and teacher
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Table 6. Use of assessment information.

Use of Assessment N Mean Std. Deviation
| use assessment to evaluate the effectiveness of my teaching 58 4.46 1.68
I use .assessment data to provide remedial teaching for low 58 4.32 173
achieving students
| use assessment results to give advice to students and parents 58 3.98 1.56
| use assessment data to punish students who do not meet the 58 395 191
expected standard
| use assessment data to help students to improve their grades 58 4.34 1.69
| use assessment to diagnose learning difficulties encountered 58 412 174
by students
Table 7. Nature of assessment feedback provided by teachers.
Nature of Feedback N Mean  Std. Deviation
I help students to realize specific errors in their solutions or answers 58 4.20 1.19
| provide feedback to students by explaining why an answer is correct or wrong 58 4.12 1.20
| provide feedback to students by focusing on their errors and misconceptions 58 3.67 1.34
| discuss with students the correct answers or solutions to problems 58 422 1.20
I usually inform my students the criteria in which their work will be assessed 58 3.68 1.17

respondents were asked to indicate the frequency of their
actual practice. Results obtained are presented in Table
6.

Responses of the teachers presented in Table 6
indicates that the most predominant uses of assessment
were in "evaluating the effectiveness of their teaching,
helping students to improve their academic score,
providing remedial teaching for low achieving students
and diagnosis of learning difficulties"” at mean= 4.46,
S.D= 1.68, mean= 4.34, S.D= 1.69, Mean= 4.32, S.D=
1.73, and mean= 4.12, S.D= 1.74, respectively. The use
of assessment in "providing advice to students and
parents" with (mean= 3.98, S.D = 1.56) and the item "I
use assessment information to punish students who do
not meet required standard" (mean= 3.25, S.D= 1.91) are
found less frequently used ones than others. Though the
use of assessment to punish students who do not meet
expected standards does have negative effect on
students' motivation, yet some teachers make use of it.
Such practice of teachers is not scholarly advisable.
Instead, they should give appropriate instruction to raise
their achievement standards. It coincides with the
findings of Joyce (2013).

Assessment feedback provided by teachers

In an attempt to explore the nature of feedback provision
of primary school teachers and the frequency in which

such feedback is rendered, they were asked to use a 5-
scale in which; 1 reflected never, 2- rarely, 3- sometimes,
4- often, and 5- very often. Responses obtained are
summarized in Table 7.

Table 7 shows the nature of feedback mostly provided
to students and emphasizes on correcting their work. The
items " | discuss the correct answers or solutions to
problems with students" (mean= 4.22, S.D = 1.20),"l help
students to realize specific errors in their solutions or
answers" (mean= 4.20, S.D= 1.19), and "l provide
feedback to students by explaining why an answer is
correct or wrong" (mean= 4.12, S.D= 1.20) had been
found to be the most frequently used natures of feedback
provisions. This evidenced that teachers devote most of
their time in correcting students' work and provision of
frequent feedback. The items " | provide feedback to
students by focusing on their errors and misconceptions"
and "l usually inform my students the criteria in which
their work will be assessed" with (mean= 3.67, S.D=1.34;
and mean= 3.68, S.D= 1.17) respectively were found to
be the less frequently used natures of feedback
provisions. This implies that there are some teachers who
gave lesser emphasis on appreciating the positive
dimensions of students' performances on one hand and
not doing well in communicating the criteria they use in
assessing students' work on the other hand. Thus, it is
advisable for teachers to give due emphasis for both
strong and weak sides in their feedback provision and yet
should strengthen their communication with students on



the criteria they use to assess; so that students become
aware of it and strive to achieve desirable learning
outcomes. The findings in most areas go in line with
Joyce (2013).

Support provision to teachers in improving formative
assessment practices

As an aspect of continuing professional development
indorsed into the schooling system in Ethiopia, the need
to provide professional support is unquestionable. The
need to introduce modern way of formative assessment
as an important aspect of instructional process is
necessary to do task for better learning. Among the
bodies responsible to discharge such a support are
school principals, school supervisors, Zone Education
Office and Woreda Education Departments. In order to
disclose what had been done to replace the traditional
pyramid of assessment by the modern one, open-ended
guestions were included in the questionnaire presented
to teachers. Moreover, cluster supervisors, Officer of the
Zone Education Bureau, and Officer of Woreda
Education Department were interviewed.

Support rendered by principals

According to the data obtained from respective principals
of: Misgana and Abuneteklehaymanot Academies, and
Aman, Gedu, Anjo, Shey Bench and Maji primary
schools, annual assessment schedules and/or guidelines
have been developed, ratified and communicated to all
teachers. Progresses in relation to the implementation of
assessment plan has been checked and analyzed at
department level to take corrective measures. In Abune
teklehaymanot Academy, if a student scored <7 marks
out of 10 points assessment task, the score had been
considered as failure and tutorial class ranging 1:30-2:30
hours has been offered for improvement. Moreover,
weekly Question and Answer forum was undertaking in
the Academy. In Shey Bench Primary School, the
proportion of continuous summative assessment and
summative assessment was set to be 100:30 to 140:30
and communicated to subject teachers. In addition, within
two weeks range each month, the school had general
evaluation forum with students, and teachers primarily
focusing on continuous assessment implementation
progresses and challenges encountered. The experience
in Maji Primary School was giving test after each two
weeks lesson in all subjects, then score analysis had
been done followed by setting actions to be taken. Aman
Primary School in its part had emphasized on making use
of variety of formative assessment tools. Likewise, the
principal of Gedu Primary School had experience of
determining the type and number of tools of assessment,
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communicated to teachers and implementation has been
properly monitored.

On the other hand, the provision of training in relation
to formative assessment had been given due emphasis
in:  Abuneteklehaymanot, Misgana and Zemedeab
academies, by invited guests, Anjo, Teramaji, Jemu,
Jeba, Bajeka and Otuwa Primary schools, by the
principals themselves. More specifically, Teramaji primary
school had rendered training, with regard to the proper
utilization of continuous assessment twice a year for all
teachers in general and for newly recruited ones in
particular. Moreover, it was requested that all teachers to
plan continuous assessment implementation strategies in
accordance with the three domains of instructional
objectives and then, the administrative body had
supervised whether or not they put in place. Again,
teachers' peer observation took place and feedback had
been given for further betterment. The principal of Bajeka
Primary School in his part had dispatched an assessment
manual obtained from U.S AID and arranged experience
sharing program between novice and experienced
teaching staff. Whether or not this qualitative data
coincides with the quantitative data concerned the
researchers and took further steps. The support
provisions coincide with MoE (2013) suggestions.

What kind of support does School provide in
implementing classroom assessment?

The study intended to explore the kind of school support
that teachers receive in conducting classroom
assessment. They were given statements reflecting
possible kinds of support from school with a 5-point scale
indicating the frequency whereby; 1-never, 2-rarely, 3-
sometimes, 4-often, and 5-very often. The mean of
teachers' responses related to the frequency in which
each support provided are presented in Table 8.

The mean results in Table 8 reveals that the support
teachers received from principals was low in most
aspects except the item "my school verifies the
correctness of continuous assessment records" with
(mean=4.03, S.D= 1.28). While the two items "My school
provides incentives for effectiveness in assessment" with
(mean=2.62, S.D- 1.55) and "My school sets the required
number of assessment tasks for each subject" with
(mean=2.86, S.D= 1.51) had revealed very low
emphasis; the rest of the items: "My school provides
guidelines for moderation of test items" (mean=3.20,
S.D= 1.46), "My school provides resources needed to
undertake assessment" (mean=3.48, S.D=1.36), "My
school inspects assessment tasks prepared by teachers"
(mean=3.62, S.D=1.41), and " My school inspects
continuous assessment records generated by teachers"
(mean=3.75, S.D= 1.34) had been given moderately low
concern in schools. Thus, the support rendered by school
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Table 8. Experience of principals' support provision for teachers.

Type of Support N Mean Std. Deviation
My school inspects assessment tasks prepared by teachers 58 3.6207 1.41207
My school verifies the correctness of continuous assessment records 58 4.0345 1.28371
My school provides guidelines for moderation of test items 58 3.2069 1.46010

My school inspects continuous assessment records generated by teachers 58
My school sets the required number of assessment tasks for each subject 58
My school provides resources needed to undertake assessment 58
My school provides incentive for effectiveness in assessment 58

3.7586 1.34178
2.8621 1.51540
3.4828 1.36679
2.6207 1.55403

principals in the process of implementing effective
classroom assessment seemed poor. From this, it is
possible to say that the school principals tend to take for
granted that each teacher is responsible for conducting
classroom assessment at the expected standard as to
their belief. The findings are inconsistent with the
suggestions of MoE (2013) and the findings of Joyce
(2013).

Support from cluster supervisors

Both governmental and private schools were clustered
and supervisors had been assigned to each cluster. Their
primary role has been undertaking close supervision and
rendering professional support for better instruction.
According to school principals and cluster supervisors,
the support rendered was fully discriminatory whereby
private academies namely: Abune teklehaymanot,
Misgana and Zemedeab were not served at all but, Maji,
Jemu, Jeba, Teramaji, Shey Bench, Bajeka, Aman,
Kasha, Gedu, Anjo and Otuwa had gotten noticeable
support. Unlike the other two private academies,
Misganaacademy had employed their own full time
supervisor to undertake closer supervision and render
support in all aspects of instruction, which include
assessment. For crosschecking purpose, cluster
supervisors were interviewed about the efforts they make
to help teachers with regard to undertaking continuous
formative assessment. According to the 14 cluster
supervisors, they had undertaken classroom observations
upon the overall standard of the instructional process and
rendered face-to-face feedback on both strengths and
weak areas for improvement. As an important aspect of
instruction, assessment experiences of teachers were
given due emphasis. In addition, they disclosed that their
support varies from school to school because of distance
from the place of dwelling of the supervisor. Again, one
cluster supervisor assured that private academies were
not as such equally served, which coincides with the
argument of private academies. These private academies
are located in the Zone capital, Mizan-Aman Town

Administration, and were clustered together with
government schools. Except the partiality, it goes with
what MoE (1994) and MoE (2013) suggested.

Support rendered by Zone Education Office and
Woreda Education Departments

School principals were interviewed about the support
rendered by the two offices towards maximizing
promotion rate of grade-8 students. According to the data
obtained, principals held two different stands: as they had
gotten considerable support and did not gotten significant
support. This might partly arise from the difference in
their expectation. Principals of Misgana,
Abuneteklehaymanot, Zemedeab, Maji, Bajeeka, Jeba
and Aman argued that as they had received nothing from
both the Zonal Education Office, Woreda Education
Department except distributing registration formats and
answer sheets-to help students get familiar with it, and
arranging experience sharing tour following its overall
performance evaluation of schools at Woreda level (in
government schools). The Principal of Aman added that
the Woreda Education Department forwarded repetitive
non-constructive criticism and degrade the effort of the
school rather than provide support. Private schools in
particular even failed to get textbooks and teachers'
guides for the past three years, even though they paid
the required amount of money.

On the contrary, Principals of Jemu, Teramaji, Shey
Bench, Kasha, Gedu, Anjo and Otuwa Primary schools
noted as that they had gotten significant level of support
to raise the rate of students' promotion. Textbook and
Teacher's Guides distribution was done by the
coordinated efforts of the Zone Education Office and
Woreda Education Department and provided trainings
upon maintaining educational quality and minimizing
educational wastage. Moreover, the Regional Education
Bureau in collaboration with the Zone Education Office
provided training on how to promote Early Grade
Reading Ability (EGRA)-to avoid poor background. Of
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Table 9. Correlation between school and regional exam academic scores of students.

Parameter

School Average
score of students

Regional Average
score of students

Pearson Correlation

Sig. (1-tailed
School Average score of students 'g. (1-tailed)

Sum of Squares and Cross-products

Covariance
Pearson Correlation
. Sig. (1-tailed)
Regional Average score of students

Covariance

Sum of Squares and Cross-products

1 0.476"
0.000
79674.038 38184.509
191.524 91.790
0.476* 1
0.000
38184.509 80641.890
91.790 193.851

#*p<0.01.

course, the support given in case of Gedu General
Primary School was request based. As to the principal of
Teramaji, Zone and Woreda level plans in relation to
avoiding academic wastage meaning; making dropping
out and failure rates to become zero; will be sent to the
school and the school acted accordingly. The principals
of Shey Bench, Gedu, Anjo and Otuwa noted that, the
Zone Education Office had distributed enough number of
teacher's guide and textbooks on time except that of the
two subjects: English and Amharic. Again, the Zone had
initiated the preparation of Model exams by instructors of
Mizan-Tepi University, and the Woreda Education
Department played the facilitation role during exam sheet
distribution and invigilation. However, both the Zone and
Woreda level professionals arranged no training
opportunities. According to the principal of Kasha,
experts from the Zone and Woreda had given awareness
creation orientation towards the consequences of exam
cheating and its future impacts and on other misconducts
as well. The support rendered by Zonal and Woreda level
experts in general evidenced partiality in Bench Maiji
Zone; whereby noticeable supports were not rendered in
seven schools and had been given in the rest seven
schools as to MoE (2013).

Score disparity of students in: model versus regional
exams

Academic score of a student may vary across tests or
exams because of variety of contributing factors. In this
research, overall average score of students registered in
Teacher-made model exams was compared against their
corresponding overall average score registered in
Regional exams to examine whether or not there is an
increase-increase, increase-decrease or no relationship.
The correlation coefficient value in Table 9 shows that
there is positive relationship between average academic
scores of students at Regional versus Teacher-made

model exams (r= 0.476**; p=0.01). This indicated better
performance in Teacher made model exams is preceded
by better performance in Regional exams or low
performance in Teacher-made model exams is also an
indicator of low performance in Regional exams. Yet,
because the correlation coefficient value (0.476 < 0.5) the
relationship between the average scores of students in
the two exams can be labeled having moderate
correlation.

Although not the only factor, the way teachers prepare
their students to sit for exams is believed to influence
students' academic score and actual performance in real
life situations. A "yes" or "no" questionnaire was
presented to teacher samples in order to explore the how
they prepare students for exams. The questionnaire
embraced four close-ended and three open-ended
questions.

ltem 4.1 of Table 10 requested teachers to rate how
much of the syllabus contents of grade-8 were covered
before the Regional exam time since 2015. The item had
four alternatives and 28(48.28%) teachers replied as they
had covered "whole contents of the subject at a proper
time with proper speed before the Regional exam time".
Numerically second ranking proportion of teachers, which
was 20 (34.48%), had replied as they had "fully covered
contents of the subject they had taught with high speed
than normal before the Regional exam time." While 7
(12.07%) replied as they "covered halfway of contents
with normal speed ahead of Regional exam time,"
3(5.17%) disclosed as they had "more than halfway
covered with appropriate speed before Regional exam
time."

Item 4.2 in Table 10 was requesting teachers to rate
how they view the students' status of mental and
emotional readiness to sit for Regional exams. From the
alternatives given, 31(53.45%) teachers viewed their
students' readiness "moderately ready,"” 17(29.31%)
labeled "very well ready," 7(12.07%) rated "poorly ready,"
and 3(5.17%) on their part argued that the students were
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Table 10. Reflection of teachers on how they prepared students for regional exams.

Factors for the difference in performance of students at classroom versus regional exams Frequency
4.1 How do you rate content coverage of your subject ? N
Halfway covered with normal speed before regional exam time approaches 7 (12.07%)
Wholly covered with high speed at proper time before regional exam time approaches 20(34.48%)
Wholly covered at proper time with proper speed before regional exam time approaches 28(48.28%)
More than halfway covered with appropriate speed before regional exam approaches 3 (5.17%)

4.2 Your students mental and emotional readiness for regional exam can be rated:

Very well ready

Moderately ready 31(53.45%)
Poorly ready

Very poorly ready

17(29.31%)

7(12.07%)
3(5.17%)

4.3 The teachers' actual experience in making their students psychologically and/or emotionally ready can be rated as:

Excellent
Very good
Good

Fair

Poor

15(25.86%)
15(25.86%)
20(34.48%)
5(8.62%)
3(5.17%)

4 .4 What are the challenges to apply continuous formative assessment in your classroom and/or school?

Knowledge gap of teachers about the different assessment techniques/methods

6(10.34%)

* Knowledge gap of teachers about the different assessment techniques/methods, and

* Lack of students interest to be engaged in assessment methods used for learning purpose
Lack of commitment of the teacher to make use of variety assessment techniques/methods

2(3.44%)
16(27.61%)

* Lack of commitment of the teacher to make use of variety assessment techniques/methods, and

* Lack of students interest to be engaged in assessment methods used for learning purpose 3(5.17%)

Lack of technical and material support from school leadership 4(6.89%)

* Lack of technical and material support from school leadership, and

* Lack of students interest to be engaged in assessment methods used for learning purpose 3(5.17%)
Lack of students interest to be engaged in assessment methods used for learning purpose 21(36.21%)
There is no challenge confronting me to implement continuous formative assessment 3(5.17%)

"very poorly ready." Item 4.3 in Table 5 as continuation of
Iltem 4.2 was about the efforts made by teachers in order
to ensure their students psychological and emotional
readiness for Regional exam. From the quality indicators
of teachers' effort 20(34.48%) replied "good", while
15(25.86%) labeled their effort "excellent”, the other
15(25.86%) labeled their effort "very good". Yet, there
were 8 teachers out of which 5(8.62%) teachers
disclosed their effort "faire" and 3(5.17%) teachers who
replied "poor" respectively. From this, it can be
generalized that majority of teachers did labeled their
students readiness "moderate" and the effort they made
"good."

ltem 4.4 in Table 10 was used to identify the
challenges, teachers faced in attempting to apply
continuous formative assessment in their instructional
engagement. As the data in Table 10 show, while some
teachers identified single factors, some others provided a

combination of factors having equivalent weight. The first
ranking factor, which challenged teachers to make use of
continuous assessment for formative purpose, was "lack
of interest/willingness from students’ side to be engaged
in assessment activities for non-summative purpose.” 21
(36.21%) teacher respondents had identified this factor.
The second ranking contributing factor was found to be
"lack of teachers' commitment to make use of variety of
methods/techniques of assessment for formative
purpose" as had been identified by 16 (27.61%) of
teachers. Thirdly, as to the other 6 teachers which
comprised of 10.34% "knowledge gap of teachers with
regard to the variety of formative assessment
technigues/methods" was responsible. From a group of
teachers who identified single challenging factor, 4
(6.89%) of them replied "lack of technical and material
support from the school leadership” and 3 (5.17%) noted
"there were no challenges they encountered while



making use of continuous formative assessment." The
second category of teachers argued that the challenge to
implement continuous formative assessment had resulted
from the combination of two factors having equivalent
contribution. Accordingly, to 3(5.17%) teachers, the
challenges were "lack of teachers commitment and lack
of students interest to be engaged in non-summative
assessment”. The other 3 (5.17%) noted that "lack of
technical and material support from the school
leadership, and lack of students' interest to be engaged in
non-summative assessment activities" and as to the rest
2(3.44%) teachers, "knowledge gap of teachers about
different techniques/methods of assessment, and lack of
students' interest” in combination were the significant
challenges.

As an extension of the close-ended questions of Table
10, which gave clue about the contributing factors for
students' score disparity in Regional versus Teacher-
made Model Exams, three open-ended questions were
presented to teachers to let them freely express their
thought.

Amongst the three open-ended questions, item 4.5
requested teachers about what did they do to help
students to be wholehearted and ensure emotional
readiness to sit for Regional Exams. Accordingly, 50
(86.21%) teachers noted as they had provided academic
advice and support as an important tool to build the "I can
do spirit" in each student. The specific areas of academic
advice can be sub-divided into two: academic advice in
relation to preparation and academic advice in relation to
countering back challenges faced during exam. From the
aspect of making students well prepared, repetitive
testing and ensuring they have sufficient knowledge on a
subject matter and scheduling all aspects of their day-to-
day life with greater emphasis on their study were
mentioned. Also worthy of mentioning are helping them to
place emphasis on "learning to know than learning to
pass exams," letting students to engage in doing
guestions collected from Regional Exams of different
years following completing each unit of the subject,
provision of guidance and counseling services to boost
both mental and psychological/emotional/ readiness.
Also, making them do previous Regional and Teacher-
made Model exams individually within the time budget
specified to make them time conscious and self-reliant as
well as in groups to let them learn one from the other;
undertaking marking and scoring of the two exams and
provide feedback as there exists no significant difficulty
level difference between the two exams, which help them
to lessen and/or avoid exam anxiety. In addition, letting
them take care of Regional exams as there is a
probability of failure and helping them experience how to
provide answers through shading given "Os" were
mentioned. The rest 8 (13.79%) noted their usual duty;
which ensured, they missed the essence of the question.

In an extended investigation, with regard to students'
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level of confidence during the exam times, an open-
ended question of comparison was presented to 101
student participants. The data obtained revealed as
41(40.60%) students were fully equally self-confident in
cases of both exams, 23(22.77%) ones were having low
level of self-confidence, 19(18.81%) had better self-
confidence during Teacher-made Model Exam time and
7(6.93%) had better self-confidence during Regional
Exam time. There were yet 11(10.89%) students who
omit responding to the question.

As to the rationale behind the respective levels of self-
confidence, those 41 fully and equally confident ones
during both exams notified; as it had resulted from being
well prepared ahead of time, get ensured by their day-to-
day performance, and the teachers and school
administrations were rendering high status support the
whole academic year. On the other hand, those 23
students whose level of confidence was low in both
exams forwarded: as they lacked preparation resulting
from being poor in their prior academic background; lack
of study skills (poor study habits); work overburdening at
home (for self-supporting and rural dwelling students).
Lost of concentration (for students at towns), whereby
their attention was distorted by TV programs and play
stations were also included. For the 19 students, who had
better self-confidence during Model Exams, the
contributing factors were: they had known how the
subject teacher sets questions, it did not result in failure,
content coverage was well communicated and the
invigilators were not strange people. Whereas, 7 student
participants argued that they were rather had better self-
confidence during taking Regional exams. This was so
because items were found clearly stated emphasizing on
major concepts and ideas and understanding than very
specific unnoticeable concepts in need of dry
memorization. In addition, there were items in Model
exams, which are long, unclear and add some hesitation
as if you were unprepared or less prepared and unfit for
the level.

With regard to the academic advice and support
rendered to students in relation to avoiding challenging
situations during Regional Exams, experience sharing
prior to exam time in relation to what should they do in
cases of confronting with questions they are not sure of
the answer and on how to change the given answers
when needed. Also letting them leave their worries about
the exams primarily taken aside and concentrate on the
upcoming exams in a relaxed mood had been mentioned.

In relation to ensuring students readiness to sit
wholeheartedly during Regional exams, the interview
data obtained from principals of sample schools depicted
similar actions to what had been mentioned by teacher
samples. Of course, the intensity and type of support
rendered varies in some ways from school to school. To
this, while Abune teklehaymanot Academy made use of
"four round model exam provisions", Misgana Academy
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had employed a kind of forum named "Tea Program" and
Teramaji Primary School was running "Discussion
Forum" on monthly basis whereby, teachers and students
took part. Whereas, Gedu Primary School had rendered
"tests which composed of 40 questions each week."

In general, since the data in Table 5 with regard to
teachers' view towards the status of students' mental and
emotional readiness was found 'moderate’ and the efforts
they made 'good' as to 31(53.45%) and 20(34.48%) of
teachers respectively. Also, because only 41(40.60%)
students replied they were 'fully equally confident' during
both exam times, what teachers and principals forwarded
about the support rendered to ensure mental and
emotional readiness are liable to be questioned and/or
evidenced the existed significant variations among
schools in this aspect.

Guidance and counseling provisions

The provision of such services is believed to have
paramount importance in preparing students for Regional
exams. In this connection, principals of the 14 sample
schools were interviewed "whether or not they had an
office and personnel assigned for the provision of
guidance and counseling services and the issues
addressed." The interview data had evidenced that there
are 8 schools (governmental ones) which had no
experience at all. However, the rest 6 schools had
experiences in the provision of guidance and counseling
services. Amongst these six schools, two private
academies were having B.A degree professional in
Psychology rendering the services of which one was part
timer and the other one was fulltime employees. In the
rest four schools: Civic and Ethical Education teacher at
one school, all subject teachers, the unit leader and the
principal in coordination, in the second school, Civic and
Ethical Education teacher and the Females' club in the
third school, and model and more experienced teachers
in the fourth school had handled guidance and counseling
service provisions. In general, guidance and counseling
services were found rudimentary and less organized when
compared to the standards of MoE (1994).

In schools where there exist office and personnel, the
most important issues of students addressed by schools
are: developing self-confidence, finding own potentialities,
falling in sight love, consecutive disruptive behavioral
characteristics, guilt feelings in relation to bodily changes
and experiencing incidental menarche, sexual harassment
related depression, exam anxiety, withstanding sex
drives affecting learning and the likes.

The second open-ended question, item 4.6 as part of
Table 5, was aiming at identifying the possible teacher
related, students' own, parent related, and school related
factors contributing to score disparity in Regional versus
Teacher-made Model Exams. The question was having
the premise "students achieve better average score in

Model Exams as compared to Regional Exams."

Teacher related factors

In relation to this factor, 11 (84.62%) of private and 10
(22.22%) of governmental schoolteachers rejected the
premise and argued that the students instead score
better in Regional Exams. They had justified that their
students were passing through by doing more
challenging model exams and thus it is easier for them to
do the less challenging Regional exams on one hand and
there are times when students lacked concentration
during seating for Model exams because it did not result
in failure. Even though unlawful, there are data evidences
in that; some students missed Model exams.

In contrary to this argument, 2(15.38%) of private and
35(77.78%) of government school teachers agreed as
their students score better average score in Model exams
in support of the premise. They believed that, the
disparity in students score at teacher-made model versus
Regional exams was registered because of the following
reasons:

One of the most frequently mentioned factor was related
to teachers' professional competence expressed in terms
of lack of experience in teaching grade-8 level, poor
qualification from the aspects of instruction and subject
matter knowledge gaps, teaching subjects other than
their area of study. In addition, commitment, which is
lesser than expected, exhibited in poor subject matter
content coverage, and provision of biased attention to
better performing students and leaving aside the rest.
The second equivalently mentioned factor, which
teachers believed contributing for score disparity was
related to lesser difficulty level of model exam questions.
In specific terms, the questions in model exams as
compared to questions in Regional exams were simple to
do, promote learning through memorization, less
inclusive in content cover and thus incomparable. This
rationale had gotten support from Woreda Education
Department Officers. The third a bit less frequently
mentioned factor was related to the difference in
invigilation process as cheating is usually less controlled
during model exams than during Regional exams.

Students' own and parent related factors

From students' own related factors which contribute to
score disparity, the most repetitively mentioned ones
were: attention distortions to nonacademic circumstances
such as wandering films in Kana TV and rented ones,
poor interest towards their academic life, and ill
preparation which emanate from lesser study skKills,
wrong self-understanding (overconfidence). In addition,
other factors are postponements  of learning
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Table 11. Students' experiences in: time management, note taking and preparation for tests.

Students' time management experiences N Mean Std. Deviation
| use a schedule for my academic and personal activities 101 2.45 0.76
| use a dally.spfeuflc to do" list to keep track of completing my academic and 101 214 0.76
personal activities

t:wztrilrt studying for quizzes, tests or exams ahead of several days before | take 101 252 0.70
| start doing class works and home works soon as they are assigned 101 2.76 0.58
| have enough time for school and fun 101 2.19 0.82
Preparation experience of students for tests

| study with a classmate or group 101 2.26 0.71
When | did not understand something, | get help from classmates and teachers 101 2.29 0.71
I do all my graded and ungraded home works and assignments 101 2.65 0.57
I can easily identify what | have learned and what | have not yet learned before | 101 251 0.70
take a test

| review lecture notes soon after class 101 2.15 0.74
| keep studying from the first week to the end of the academic year 101 2.39 0.80
| have gotten study skills advise from my teachers 101 2.11 0.84
Guidance services been rendered by teachers with regards to test/exam anxiety

o ; 101 2.14 0.88

management and building self-efficacy

Reading textbooks and note taking experience

| formulate questions from a chapter before, during or after reading 101 1.90 0.71
| formulate answers to questions | have made as | read textbooks 101 2.22 0.76
I look for main ideas as | read 101 2.73 0.52
| use a textbook study system such as SQ3R 101 221 0.83
| take notes as | read my textbooks 101 2.37 0.75
| take notes during class lectures 101 2.53 0.70
| compare my notes with one or more other students to check completeness and 101 1.89 0.78
accuracy

engagements resulting from being poor in time management experiences, how students get prepared for

management, work overburdens at home( for those self-
supportive ones), significant level of absenteeism, exam
anxiety related to telling failure to their mind and/or poor
psychological makeup. Poor Psychological makeup had
been mentioned as "being over tensioned" by all Woreda
Education Department Officers.

From the perspective of parents, those whose
background is rural with low level and/or no formal
educational background of both urban and rural areas
failed to set proper study places; properly follow up their
child's learning, control their child's overall activities,
which at the end resulted in either poor performance or
failure in regional exams were mentioned as factors for
score disparity.

Study skills of students

Study skills are expressed in terms of students: time

tests, and note taking engagements during their overall
learning journey in a given academic calendar. The items
used to investigate such very vital skills, were taken from
standardized study skills inventory questionnaire (Dennis,
2014). A three scale questionnaire was presented to 101
sample students whereby; 1-reflected rarely, 2-
sometimes and 3- many times. The items were used in
an attempt to cross check whether or not the findings go
in line with what students had mentioned as students'
own factors contributing to score disparity in Regional
versus Teacher-made model exams.

As shown in Table 11, from the aspect of "time
management experience" as an element of study skills,
five specific activities were presented. The data in Table
11 depicted that the activities "I start doing class works
and home works soon as they are assigned" (mean=
2.76; S.D = .58), "I start studying for quizzes, tests or
exams ahead of several days before | take them"
(mean=2.52; S.D =.70), and the "1 use a schedule for
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my academic and personal activities" (mean = 2.45; S.D
= .76) had been given better emphasis in a decreasing
ranking order. The rest two activities used to evidence
good time management skill had relatively lower average
mean scores: "l have enough time for school and fun"
(mean = 2.19; S.D = .82), and "l use a daily specific "to
do" list " to keep track of completing my academic and
personal activities" (mean = 2.14; S.D = .76). The low
mean result for the specific activity "I have enough time
for school and fun" though partly show the students' gaps
in time management skills, for both rural and urban
background. It might most probably happened as there
were considerable number of fully self-supporting
students on one hand and students from subsistence
economic background families who did not have time not
only for fun, but also for studying and doing home works.
Again, the relatively low average for the activity "l use a
daily specific "to do" list to keep track of completing my
academic and personal activities" pauses a question
upon the third ranking good time management practice "I
use a schedule for my academic and personal activities."
It might either witnessed that students used to have
schedule for formality purpose or they are accustomed to
have only generalized plans. The other possible
argument is that; students did not have experiences with
regards to evaluating self-practices against their preset
schedule, which was a way through to take on time
corrective measures.

Preparation experience of students for tests as an
element of study skills was checked using seven(7)
specific activities and a three scale questionnaire. The
results in Table-11 shows that, the sub-items "I do all
graded and ungraded home works and assignments"
(mean = 2.65; S.D = .57), "I can easily identify what |
have learned and what | have not yet learned before |
take a test" (mean = 2.51; S.D = .70), and "l keep
studying from the first week to the end of the academic
year" (mean = 2.39; S.D = .80) were first, second and
third emphasis areas with respect to students experience
for test preparation. This evidenced that; there were
partial success areas in the process of been prepared for
tests. Whereas, the sub-items "when | did not understand
something, | get help from classmates and teachers"
(mean = 2.29; S.D = .71), and "l study with a classmate
or group" (mean = 2.26; S.D = .71), showed the lesser
initiation or interest students did have to learn from others
(peers, and teachers). On the other hand, the sub-items:
"l review lecture notes soon after class" (mean = 2.15;
S.D = .74), "guidance services been rendered by
teachers with regards to test/exam anxiety management
and building self-efficacy" (mean = 2.14; S.D = .88) and “I
have gotten study skills advise from my teachers"
(mean= 2.11; S.D = .84) were the very least frequently
used test preparation experiences. This finding shows
that some teachers are less aware of part of their
professional responsibility, “teachers as counselors" and

"rendering academic advise" on one hand and most
students did not undertake on time lecture note revision
and attempting filling the missing parts of the given notes.

The third major element of study skills is "students note
taking experiences during reading textbooks." This item
does have seven(7) specific activities. The specific
activity "l look for main ideas as | read " (mean = 2.73;
S.D = .52), "I take notes during class lectures" ( mean =
2.53; S.D = .70), and "l take notes as | read my
textbooks" (mean = 2.37; S.D = .75) were usual
experiences of students. Whereas, in the rest four(4)
specific activities which dealt with note taking experience
of students during reading textbooks and attending
classes, "I formulate answers to questions | have made
as | read textbooks" (mean = 2.22; S.D = .76), "l use a
textbook study systems such as SQ3R" (mean = 2.21;
S.D = .83), "I formulate questions from a chapter before,
during and after reading" (mean = 1.90; S.D =.71), and "I
compare my notes with one or more other students to
check completeness and accuracy" (mean = 1.89; S.D =
.78), have gotten very lesser attention/concentration by
students. General truth let alone reading for learning, any
reading should have some purpose/s and/or objectives to
meet. However, the students actual practice in relation to
taking notes during reading textbooks was found been
guided by traditional approach than been guided by
systematic principles. Again, the data in Table 11 shows
that, students were not noticeably employing a checking
up mechanism to evaluate the degree to which their
textbook reading was good or bad (effective or non-
effective). Study skill of students had been found partial
fulfillment of what is suggested in Dennis (2014) and
Thomas and Rikke (2007).

School related factors

Participant teachers of private schools reflected their firm
stand as their schools and schooling systems were
convenient enough and registered 100% promotion rates
so far. This achievement was for the first time in two of
the schools and for the past 6 years in the third school
including the 2015 grade 8 graduates. This achievement
had been registered partly because; the school
management and the owners of the schools were
working hand-in-hand with teachers, held forums with
students and their parents, and took immediate actions if
competence of teachers is questioned. Maintaining its
business might be the reinforcing factor for private school
management and owners consistent efforts to keep
working to the utmost of their capacity. Yet, they did not
deny that; laboratories were not well-furnished with
required chemicals and equipment.

On the other hand, government schoolteachers
mentioned a number of school related factors, which
have contributed for the score disparity in regional versus



model exams. Among the most influential ones: lack of
disciplining students, employ laissez-faire style of
leadership (as a result classes were missed, contents
were poorly covered), no or poorly organized laboratories,
lack of textbooks and references, teachers' turnover and
failure to replace them, improper rewarding systems, and
loosen relationships between the school, parents and the
community can be mentioned.

Comparative evaluation of regional and model exams
overall difficulty level

Item 4.7 was demanding teachers to compare and
contrast the difficulty level between the two exams:
Regional and Teacher-made Model exams. Note that;
this teachers' evaluative judgment was not based on
computing the difficulty levels and powers of
discrimination rather it is judgment based. Accordingly,
100% of private school teachers argued that Teacher-
made Model exams were purposively set to be more
detailed and challenging than Regional exams in order to
enforce students to have better level of cognitive
preparation as well as develop self-confidence before
seating for Regional exams. In relatively speaking,
students' well preparedness had been witnessed by their
scores in Regional exams, which was either better and/or
at least equivalent to respective scores in Teacher-made
Model exams.

Teachers of government schools hold three different
stands and their numerical proportion was almost
balanced. Like those of private school teachers, part of
government schoolteachers argued that Teacher-made
Model exams were set to be more challenging and
inclusive in content coverage than Regional exams. In
opposition to this argument, the second group of teachers
argued that it is the Regional exams, which are more
standardized, test higher level of learning outcomes and
inclusive of wider range of syllabus content. They added
that, even the stems of questions demanded
understanding and analysis. The third group of
government schoolteachers, on their part argued that the
overall difficulty level of Regional exams and Model
exams is balanced. This is because, school teachers are
well informed, have exam sheets of Regional exams of
previous years and thus set comparable questions of
their own to prepare their students for doing Regional
exam questions.

Student samples on their part hold four different stands
of view with regards to the difficulty level comparison
between Regional and Teacher-made Model Exams.
Accordingly, as to 44(43.57%) students, Teacher-made
model exams were found more difficult and challenging
than Regional Exams. This was so; because, teachers
and the school administration believed that if students
pass through more challenging exams, they will be fit for
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the Regional Exams and rate of promotion been
maximized. Again, it will serve as a warning sign and/or
waking up call for further improved preparation.
Moreover, essay items had been included in model
exams, thus be challenging for them with low level of
prior experience. Still poor invigilation experiences such
as repetitive interruptions for item correction, warning
shouts to curve cheating, and setting questions with
greater emphasis on some portions and units as well as
on very specifics affected the emotions or motives of
students. Contrary to this stand, 40(39.60%) students
argued that it was rather Regional exams, which were
more challenging and difficult than Model exams. As
justification, they forwarded that item preparation
including the wording demands understanding, analysis
and evaluation, cover wide range of contents from grade-
8 and grade-7 curriculum, items prepared by more
experienced professionals, and pressure from friends to
cheat exams including warning of beating and killing and
been strange to invigilators. Yet, while 7 (6.93%) students
argued as none of the two exams were challenging
because they were get well prepared, 10 (9.90%)
students replied as both exams were equally challenging
and difficult to them because they lacked preparation and
been poor in prior academic background.

Conclusion

From the findings and discussions, the following
conclusions can be made in relation to assessment
practices and rationales behind the comparative score
disparity in Regional versus Teacher made exams:

I. The minimum average score to promote from one
grade level to the next level is expected to have a
standard set in the curriculum of a country. Consequently,
the Ethiopian Education and Training policy of 1994
endorsed an average mark of 50 to be the minimum
requirement. However, average score of 40 marks was
applied by 2015 at grade eight, which is indifferent from
what the policy says. Such act of violating own promotion
policy seemed an attempt to compromise quality of
education. There is a year-after-year inconsistency about
the lower average cut point to promote from grade eight
to ninth grade. By 2015 the promotion rule violation had
saved 241 (22.12%) grade eight students from so called
"academic wastage" which is numerically less significant
as compared to those majority students who pass scoring
50 and above average marks.

Il. From the aspect of promotion rate comparison made
between private and government schools, private ones
outperform by registering 100% promotion record year
after year even by scoring greater than an average mark
of 50 as compared to a few government schools having
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registered 100% promotion. Such noticeable gap results
from the quality differences in the process of preparing
students for life and education. Private ones implement
scheduled study hours after class, establish teacher-
student friendly relationships, and communicate with
parents in case students score poorly during continuous
assessment. This might partly be as their earning will
only be sustainable if and only if their academic services
are fit for the demands of their students as well as
students' parents.

[ll. Schools are expected in whatever ways to work hard
in order to access students with previous exam sheets for
preparation purpose. Thus, the experience of schools
with respect to compiling and accessing previous regional
and model exam sheets was among areas of emphasis in
this study. The actual task accomplishment of schools
was found very well in schools having grade eight
graduates before 2015. Students in these schools were
accessed at least either a single year exam sheets of all
subjects to a recent five years. Whereas, those schools,
which did not have graduated batches before 2015, were
not having the initiation to borrow from sister schools and
make accessible.

IV. Findings on the influential factors, PTR and class size,
were found to be done haphazardly, which was fully liable
for the number of student enroliment than coinciding with
what literature suggested (Azim Premiji Foundation, 2006;
Laura et al., 2015; Sarah, 2006; Jeremy and Charles,
1999).

V. Support provision expected to be rendered by school
principals to promote proper utilization of continuous
formative assessment and assessment as learning was
found to some degrees in the right track in all private
academies and a few government schools. Yet, it
seemed done for formality (report purposes) in most
government schools. Those that were in the right track
had the experience of developing detailed assessment
procedures and requirements followed by continual
systemic follow up whether or not the plan was put in
place and undertake evaluation forums with students and
teachers as well as with parents in some instances. More
importantly, they rendered training about promoting
continuous formative assessment and assessment as
learning. Whereas, a majority of government schools, an
overall plan of assessment had been communicated to
teachers for implementation. The next steps such as
undertaking follow up for gap identification, provisions of
on time feedback, and attempting to solve the
challenges/gaps was almost non-existence. In general,
though there is little strive to apply continuous
assessment for learning, the general scheme of
assessment can be labeled traditional one whereby,
assessment of learning outsmarts the proportions of

assessment for learning plus assessment as learning.

VI. On the other hand, support provisions from cluster
school supervisors, Zone Education Office and Woreda
Education Departments was found to be discriminator
and very much Ilimited to instructional material
distribution, budget allocation to government schools and
collecting list of students for statistical purposes. The
support given from cluster supervisors was also limited to
government schools leaving aside private ones and still
less intense in schools situated far away from the
residential place of supervisors. Again, though what they
actually done was largely limited to material and financial
support provisions, the Zone and Woreda Education
Offices were established to pursue technical and
professional supports as well. As to the data obtained
from private academies, Zone and Woreda education
officers except taking list of students gave no technical
support. Moreover, enough instructional materials were
not distributed for private schools as per their demand
though they paid for books and teachers' guides.

Therefore, support provision in promoting better
assessment for learning scheme remains a big
assignment.

VII. The instructional less syllabus content coverage,
which by implication limit content and/or objective
coverage in model exams make students less competent
in doing regional exams. Moreover, the speedy mode of
delivering lessons just for finishing contents had negative
effect on students’ learning. This experience implies that,
teachers did have incompetence in the proper planning
as well as pursuing what they planned.

VIIl. From the findings in Tables 6 and 7 which dealt
about the "experiences of teachers in the use of
assessment information" and the "nature of assessment
feedback provided by teachers" it is possible to conclude
that schools were in a promising position in most areas. A
six scale and six items questionnaire in the case of
‘teachers' experience in the use of assessment
information' and a five scale and five items questionnaire
in the case of 'nature of assessment feedback provided
by teachers' were used. Mean values ranging from
(mean= 3.25;S.D= 1.91 to mean= 4.46; S.D= 1.68 and
mean= 3.67; S.D= 1.34 to mean= 4.22; S.D= 1.20) had
been obtained.

RECOMMENDATIONS

The findings evidenced that the concept '‘Assessment for
learning' is not well understood by school principals,
v/principals, teachers, supervisors and even by Zone and
Woreda level officials who had direct role assignments
with the issue. It has been misconceived as 'continuous
summative assessment'. Therefore, the Zone Education



Bureau in collaboration with professionals from nearby
Teacher Training Colleges and Universities should run a
well-structured CPD plan to address the huge gaps
identified through long-term trainings.

Gap identification and provision of constructive
feedback are among the functions of assessment for
learning to be promoted. Therefore, schools should
implement scheduled weekly consultation and feedback
sessions with students to be run by subject teachers
whereby both positive/strong and/or areas of improvement
are going to be well communicated. In doing so; the
students can be categorically classified to reduce the
burden of teachers.

The technical and material supports rendered by the
Zone, and Woreda officers as well as cluster school
supervisors were not found directly relevant to promote
formative assessment on one hand and discriminatory on
the other hand. Government schools had gotten sense of
ownership by concerned bodies mentioned. Whereas, the
private academies though serving children of same
population were pushed aside. Thus, establish such
groundless, discriminatory and harmful ways of support
provisions should immediately be curved and institutional
integration better to work on common shared goals.

Prior academic background is believed to have far
reaching impact upon (among the scholarly accepted
factors affecting) current and future academic success of
students of any level. In this regard, pre-primary
schooling in rural Bench-Maji Zone in particular was not a
well-established practice as depicted in the findings of
this study. Only a very few rural schools had begun Early
Grade Reading Ability(EGRA) program which enabled
students to read, write and count and operate lower level
math. The situations in urban centers is different in that;
most children are passing through three levels of
Kindergarten education. Therefore, the researchers
strongly recommend that the Zone Education Bureau
should better take the initiation to scale-up the EGRA, as a
replica of kindergarten schools of towns, in all rural schools.

The students’ time management experience and the
investigation of their study skills shown significant gaps.
Their time scheduling experience for academic and non-
academic activities, reading books, preparation for tests
and note taking experiences as well as study skills need
further betterment. Therefore, experience sharing and
training forums should be held at cluster schools by the
facilitation roles of Woreda Education Office.
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Children's literature is the literary work concerned with the level of interest, need, readiness and
development of children. It started in Europe and the Tanzimat in the 16th century. Children's books
both local and foreign ones, enhance their cognitive and affective developments cumulatively. This
study examines violence and fear in Francesca Simon's series of "Horrid Henry". This work identifies
the frequencies of violence and fear elements in the series as well as their effects on the child
development were. This study uses qualitative research method using document analysis. Francesca
Simon's books were collected and scanned. The data obtained were interpreted based on the research
problems. The result shows that Horrid Henry series contain violence (f: 185) (physical (f: 38) and
emotional violence) (f: 147) and fear (f: 10), originating from both humans (f: 6) and animals (f: 4).
Although this series may negatively affect children, it is possible to say that it contributes a great

wealth of knowledge to children’s literature.

Keywords: Horrid Henry, children's literature, violence, fear.

INTRODUCTION

The influences of literature and its sub-derivatives is seen
on the social man completing his/her intellectual
development. Literature can be described as the way
people express their emotions and thoughts as well as
any other aesthetic works. It is not wrong to say that
children's literature began and developed in other parts of
the world long ago than it did in Turkey. It began in
Turkey in the 16th century; a product of Renaissance
(Nas, 2004: 1). Children’s literature became apparent in

Turkey with the emergence of pedagogy studies after the
declaration of the rescript of Gulhane in 1839. There are
different definitions of the term, children's literature, which
can be considered as a relatively new literary field. These
different definitions of terms constitute problems in many
areas of our literature including children's literature
(Temizyurek, 2003: 161). According to Sinar (2013: 575),
children's literature refers to the literary disposition
constituting works written, compiled and arranged to
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prepare children for the future based on their age,
interest, needs and expectations. According to Sever
(2012: 17), "children's literature (letters) is the general
work that enhances children’s ability to appreciate and
enrich their world of emotions and thoughts with linguistic
and visual messages of artistic quality based on their
language development and comprehension levels, starting
from early childhood to puberty.

It can be said that children's works of literature affect
their social development, individual development,
linguistic development, cognitive development, and
personality development. 'Children's literature should be
effective enough to raise sensible individuals; children
with good reading culture and well-balanced emotional
and thinking faculties; and children who love science and
arts, with the ability to ask questions and discuss (Sever,
2012: 198). In other words, children's literary works
should be formed on based on some tenets in order to
instil these characteristics in children cumulatively.
Children's literature works should support children in the
acquisition of these characteristics. In this regard, writers
have a vital role to play in creating works for children.
Children’s books can be authored by a writer who is
conscious of writing for children (Sirin, 2007 as cited in
Cevik and Mulddr, 2014).

The Concept of Violence

The concept of violence can be perceived as a whole of
cognitive attitudes which arise from the combination of
multidimensional variables and how individuals relate to
themselves or other objects. Examining the sources
etymologically, Turkish language has not been used to
give a general definition of the concept Violence, in its
narrow sense, is a harsh and painful act directed
physically against oneself or another person (Guneri,
2016: 9). The various definitions have some features in
common: It is an act of using power to hurt, injure, or Kill
an individual or to destroy property; the use of physical
force against the law; it involves a threat to use violence
to reach a goal that is against the law; acts of physical
destruction contrary to generally accepted laws and
moral principles; unnecessary breaking and destruction
of properties unlawfully; use of coercion beyond what is
acceptability in social relations (Ozerkmen and Golbasi,
2010: 24).

“In addition to the use of force in violence, all words,
attitudes and actions that reflect aggression, physical or
mental affects are important” (Ozgur et al., 2011: 54).
Aggressive behaviour and violence have long been areas
of exploratory interest for social scientists and
practitioners [for example Berkowitz (1993) as cited in
Lewis and Fremouw (2001: 105]. From a theoretical point
of view, it appears that there are more than one argument
on the formation and development of violence on the
human self. Beck, the founder of cognitive behavioural

theory, explains the cognitive bases of anger and
aggression as follows: In order for the threat perception
to emerge, one must be an object of a deliberate attack,
oppression, criticism, prevention, rejection, poverty, and
objection (Guneri, 2016: 14). Taking this into
consideration, it can be said that the concept of violence
develops from the relationship that the individual has with
a whole range of variables. It can be deduced that an
individual's distance from violence and aggression is
determined by his/her experience either with self or his
/her environment. According to social learning theory,
which was developed from Bandura's ideas, violence
occurs for a lot of reasons. In Bandura's theory, people
show aggressive attitudes towards others for the
following reasons: Their experience makes them
aggressive, when they are appreciated or rewarded for
such actions they tend to repeat them, and when they are
encouraged to be aggressive by specific social and
environmental conditions (Adak, 2004: 29-30, as cited in
Kaplan et al. (1994: 176). Children must manifest what
they read in any literary work whether positive or
negative. Using social learning theory on this, these
violent children’s books will have great negative impact in
children making them aggressive and exhibiting it
physically. Production of good children's literature will
help the child’'s development, specific cognitive and
affective structures in the society.

Authors should design contents that would help in
developing and improving children in various ways. It is
very important that the issue of violence is presented to
children mildly without exaggeration. Despite the lack of
consensus in the definitions of violence, the most
appropriate definition of violent acts as: "There is violence
when and where one or more members in mutual
relations act directly or indirectly, either once or
sporadically to harm the physical, moral, spiritual
integrity, property, symbolic and cultural values of others”
(Kara, 2007: 62, as cited in Michaud (1978: 20). As
Michaud points out, it is necessary that violence is used
proportionately and in an organized way without harming
the cognitive development of children; every work must
provide an environment for children to play a healthy role
in and to make their attitudes towards multidimensional
variables conduct positive. Apart from its admonishing,
instructive and punishing qualities, violence in juvenile
literature has other importance (Nimon, 1993: 29). It can
be considered that the moderate use of elements such as
fear, pain, evil, grudge, hatred, etc. should not distort the
cognitive development of children; rather these elements
should be used moderately to make children more
curious and have the ability to understand and explain
these books.

The concept of fear

It would not be right to limit the concept of fear to a single



and fixed definition because it is complex and has a
plurality of variables. Fear can be defined as a whole of
events that affect people’s personalities and act as a
catalyst of their physical or emotional actions, either from
a certain or an uncertain source. Generally, fear can also
be described as an emotional reaction that results in a
fight-or-flight response when a stimulus is perceived as
threatening (Eren, 2005: 2). It is possible to talk about the
impact of more than one sensations emerging from fear.
In fact anger is the strongest emotion that looks so much
like fear among other emotions. Fear and anger are close
because they affect people in different ways (Parrott,
2001). Where there is fear, happiness disappears. In some
studies, it was determined that there is a relationship
between emotions and variables such as age and gender.
Although studies by other researchers (Taylor et al., 2001;
Tong and Song, 2004 as cited in Elilisiik, 2018: 92) have
shown that there is no significant relationship between
happiness and gender, income, age, marital status. A
person who is afraid of any situation has the tendency to
fear. In this context, we can say that fear emerges as a
result of interaction with more than one sensation.

It is assumed that horror stories dominating children's
literature in the West will instil in children life values,
desire to read, satisfy their feelings of curiosity and desire
to explore without causing any terror (Iskender, 2016:
297). This can lead to the child's cognitive and social
development positively when the element of fear is used
modestly. According to the work of many theorists,
reading of books containing terrific and horrific charms
affects young and old people differently (McCort, 2016). It
has more effect on children than adults. The proportionate
use of fear can motivate children to read literary products.
On the other hand, excessive use of fear element in
books may lead to the formation of some cognitive
problems in children. Though, children have the tendency
to view beating and violence in books as a play because
they are used to it (Dumanli, 2016: 96), and also it can
activate their sense of curiosity making it possible for them
to explore and analyse events in a constructivist manner.

The works of the American writer, Francesca Simon
should not be ignored. Among the authors of children’s
books, she has written a lot of books for children around
the world. Since 1989, she has devoted her whole time to
writing children's books, and till date she has produced
more than 50 books. Simon won The Children's Book of
the Year in 2008 at the Galaxy British Book Awards for
Horrid Henry and the Abominable Snowman. Horrid
Henry series has been published in 24 countries
worldwide and sold a total of 15 million copies. The series
is also shown on television as a cartoon series' (Simon,
2012: 4a).

The problem of the study

This review attempts to answer the following questions;
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A) What are the elements of fear and violence in
Francesca Simon's "Horrid Henry's Series"?

B) How are the elements of fear and violence in Francesca
Simon's Horrid Henry series dispersed among themselves?
C) What are the results of examining critically the
elements of fear and violence in Francesca Simon's
"Horrid Henry Series"?

The limitations of the study

The research population is Francesca Simon's "Horrid
Henry's Series", written and intended for children as the
main readers. This research was prepared based on the
report of Renaissance Reader UK web site published in
2016. The limitation of the work is of all Francesca
Simon's "Horrid Henry's Series" one of the most popular
20 children's book series, only five were analysed "Horrid
Henry's Holiday", "Horrid Henry's Birthday Party"”, "Don't
be Horrid, Henry!", "Horrid Henry Gets Rich Quick" and
"Horrid Henry and the Bogey Babysitter".

METHODS
The model of the study

The research model is ‘...regulating the conditions necessary for the
economical collection and resolution of data based on the purpose
of the study’ (Karasar, 2002: 76, as cited in Selltiz et al., 1959: 50).
In this research, children’s story books written by Francesca Simon
were examined in terms of the elements of violence and fear used
in them. In this study, qualitative research method is used. The
method of document analysis is based on the principle of examining
and processing documents in various ways and reaching a
conclusion accordingly. Document analysis usually involves:
“Getting the document, checking the authenticity of the document,
analysing and understanding the data in the document and using
the data” (Simsek, 2009: 43). 5 story books namely "Horrid Henry's
Holiday (Simon, 2012a)', "Horrid Henry's Birthday Party (Simon,
2012b)", "Don't be Horrid, Henry! (Simon, 2011)", "Horrid Henry
Gets Rich Quick (Simon, 2012c)" and "Horrid Henry and the Bogey
Babysitter (Simon, 2015)" among Francesca Simon's "Horrid
Henry's Series" were analysed in this work.

FINDINGS

In this work, the elements of violence used in Francesca
Simon's selected books of Horrid Henry's Series are
examined under two subheadings: "Elements of Physical
Violence" and "Elements of Emotional Violence". While
the elements of fear in the same books are examined
under three subheadings: "fear originating from humans",
"fear originating from animals" and "fear originating from
inanimate objects".

The elements of violence and fear in the book "Horrid
Henry and the Bogey Babysitter"

The elements of violence used in the book "Horrid Henry
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Table 1. Violence Elements in the Book "Horrid Henry and the Bogey Babysitter".

Physical violence

Emotional violence

Types F Page No. Types F Page No.
17,18,29,29,29,32,33,36,37,48,53,55,55,59,63,6

Attacking 4 13,18,33,77  Yelling 37 5,67,68,73,75,75,78,78,78,82,
82,82,83,84,84,84,85,85,85,86,87,92

. . 12,18,27,30,32,36,36,37,40,48,49,55,55,57,57,5

Cutting 3 15,45,68 Using Bad Words 24 7 65.66.73.73.75.76.76.76,

Shredding 2 29.46 Howling 7 16,16,17,18,36,42,42

Pulling 3 33,56,56 Threatening 5 43,49,61,67,80

Puhing 1 23 Roaring 1 73

Throwing 1 35 Growling 1 42

Crashing 1 78 Screaming 1 84

Kicking 1 84

Total 16 76

Table 2. Fear elements in the book "Horrid Henry and the Bogey Babysitter".

Types Frequency Page No.
Fear originating from humans 3 37,38,42
Fear originating from animals 3 47,49,49
Total 6

and the Bogey Babysitter" and their frequency values are
listed in Table 1.

In analysing the content of the story book "Horrid Henry
and the Bogey Babysitter", it is seen that a total of 92
violent elements are used: 16 for physical violence and
76 for emotional violence. The emotional violence
includes 37 "yelling”, 24 "bad words”, 7 "howling”, 5
"threatening”, 1 “roaring”, 1 "growling" and 1 "screaming’.
The physical violence includes 4 "attacking", 3 "cutting", 3
"pulling”, 2 "shredding”, 1 "pushing"”, 1 "throwing" and 1
"kicking".

The horror elements in the book, "Horrid Henry and the
Bogey Babysitter" and their frequency values are listed in
Table 2.

In analysing the content of the book, "Horrid Henry and
the Bogey Babysitter" , it is seen that a total of 6
elements of fear are used: 3 are "fear originating from
humans”, and the other 3 are "fear originating from
animals”.

The elements of violence and fear in the book,
"Horrid Henry Gets Rich Quick"

The elements of violence in the book, "Horrid Henry Gets
Rich Quick" and the frequency values of these elements
are presented in Table 3.

In analysing the content of the book, "Horrid Henry
Gets Rich Quick", it is seen that 60 elements of violence
are used: 15 are elements of physical violence and 45
are elements of emotional violence. The violence
elements include 7 "use of bad words", 6 "threatening”, 1
"enraging” and 1 "howling”. The physical violence
elements include: 4 "Pushing”, 3 "attacking”, 3 "pinching"
, 1 "hitting", 1 "elbow throwing" , 1 "tripping”, 1 "hair
pulling" and 1 "pulling".

The fear elements in the book, "Horrid Henry Gets Rich
Quick" and the frequency values of these elements are
presented in Table 4.

In analysing the content of the book, "Horrid Henry
Gets Rich Quick", it is seen that 1 fear element is used
and is the “fear originating from humans".

The Elements of violence and fear in the book,
"Horrid Henry's Birthday Party"

Table 5 contains the violence elements in the book,
"Horrid Henry's Birthday Party” and the frequency values
of these elements:

In the content of the book ™Horrid Henry's Birthday
Party", a total of 17 violence elements are used: 3 are
physical violence, while the other 14 are emotional
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Table 3. 'Violence elements in the book "Horrid Henry Gets Rich Quick"

Physical Violence

Emotional Violence

Types Frequency Page No. Types F Page No.
9,11,12,12,27,32,32,34,34,42,52,52,53,
Pushing 4 10,10,75,77  Yelling 30 63,65,71,72,72,72,72,73,87,87,88,88,
88,88,90,90,91
Attacking 3 12,32,90 Using Bad Words 7 12,16,57,63,79,84,88
Pinching 3 10,16,53 Threatening 6 16,16,33,39,54,73,
Hitting 1 11 Enraging 1 34
Elbow throwing 1 10 Howling 1 20
Tripping 1 10
Hair pulling 1 39
Pulling 1 76
Total 15 45
Table 4. The elements of fear in the book "Horrid Henry Gets Rich Quick".
Types Frequency Page No.
Fear originating from humans 1 81
Total 1
Table 5. The elements of violence in the book "Horrid Henry's Birthday Party".
Physical Violence Emotional Violence
Types Frequency Page No. Types Frequency Page No.
Kicking 2 54.68 Yelling 11 33,37,48,50,54,64,73,74,74,74,74
Hitting 1 66 Threatening 2 51.54
Hate speech 1 61
Total 3 14
Table 6. The Elements of Fear in the Book "Horrid Henry's Birthday Party".
Types Frequency Page No.
Fear originating from humans 1 38
Total 1

violence. The 14 emotional violence elements include 11
"yelling", 2 "threatening" and 1 "hate speech". The 3
physical violence elements include 2 " kicking" and 1
"hitting".

The elements of fear in the book, "Horrid Henry's
Birthday Party" and the frequency values of these
elements are shown in Table 6.

In examining the content of the book "Horrid Henry's
Birthday Party", 1 fear element is used and it is the one
"originating from humans”.

The elements of violence and fear in the Book "Horrid
Henry's Holiday"

The violence elements in the book, "Horrid Henry's
Holiday" and the frequency values of these elements are
listed in Table 7.

In the content of the book "Horrid Henry's Holiday", a
total use of 6 violence elements (1 physical and 5
emotional) are used. The emotional violence elements
include 5 "yelling". The physical violence element in the
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Table 7. Violence Elements in the Book "Horrid Henry's Holiday'.'

Physical violence

Emotional violence

Types Frequency Page No. Types Frequency Page No.
Kicking 1 59 Yelling 5 42,42,42,49,52
TOTAL 1 5
Table 8. Fear Elements in the Book "Horrid Henry's Holiday".

Types Frequency Page No.

Fear originating from humans 1 49

Total 1

Table 9. Violence Elements in the Book "Don't be Horrid, Henry!".

Physical Violence

Emotional Violence

Types Frequency Page No. Types Frequency Page No.
Kicking 1 30 Yelling 7 32,34,40,42,51,56,57
Casting down 1 31
Hitting 1 32
Scattering 1 33
Total 4 7
Table 10. The Elements of Fear in the Book "Don't be Horrid, Henry!".
Types Frequency Page No.
Fear originating from animals 1 55
Total 1

book is 1 "kicking".

The elements of fear in the book "Horrid Henry's
Holiday" and the frequency values of these elements are
presented in Table 8.

In the book "Horrid Henry's Holiday", 1 fear element is
used and is the "fear originating from humans”.

The elements of violence and fear in the Book "Don't
be Horrid, Henry!"

The elements of violence in the book, "Don't be Horrid,
Henry!" and the frequency values of these elements are
shown in Table 9.

In the content of the book "Don't be Horrid, Henry!", 11
violence elements are used: 4 is physical and 7 is
emotional. The emotional violence elements include 7
"yelling". The physical violence elements in the book are

1 'kicking", 1 "throwing", 1 "hitting", and 1 "scattering".
The elements of fear in the book, "Don't be Horrid,
Henry!" and the frequency values of these elements are
given in Table 10.
In the book, "Don't be Horrid, Henry!" 1 fear element is
used and is the "fear originating from animals".

Conclusion and Recommendations

In analyzing Francesca Simon's "Horrid Henry" series, it
is observed that the works contain elements of physical
and emotional violence and fear. From the 185 elements
of violence, 38 are examples of physical violence, while
147 are emotional violence.

Although it is thought that this series may negatively
affect children's readers it contributes a wealth of
knowledge to children's literature. Considering that the



target group for the series is primary school children, it is
obvious that these children are in the stage of doing
concrete work. “Children can produce alternative
solutions to problems during the concrete operational
stage, while in abstract operational stage, they thinking
multidimensionally, abstractly and analytically” (Ozsoy,
2008:721, as cited in Piaget). During the concrete
operational stage or last stage, children identify
themselves with the events or characters that direct those
events. Children accepting those violent acts within
themselves and the external environment would
inevitably demolish their social structure instead of them
being constructive. Furthermore, it should not be
overlooked that children exposed to excessive use of
yelling may exhibit impatient, insensitive or selfish
attitudes in their social environment as "yelling" is the
most frequent element of emotional violence used in the
book.

It is seen that there are many elements of violence
used in Horrid Henry Series. The language fashions that
have gained personal characteristics are settled in the
childhood period; in the following years they basically
remain same although they experience a very limited
change due to education and social environment"
(Koprulu, 2015: 22). The linguistic characteristics of
books given to children to read, which is one of the 4
basic language skills, are very important to regulate and
enrich children's vocabulary. The use of negative
vocabulary in the series would make the vocabulary of
children not to be well structured.

The affective domain can be defined as the field of
development that embraces the world of emotions and
thoughts of individuals. The elements of violence used in
Horrid Henry series would have a negative effect on the
affective development of children at primary school level.
Exposure of children, who are just knowing their emotion
and thought, to a negative schema may cause them not
to use their feelings in a healthy and consistent way in
the future. In this respect, the multiplicity of words that
contain violence elements in the book would adversely
impact the mental structure of children as well as their
affective structure.

Upon examination of Francesca Simon's "Horrid
Henry's Series", a total of 10 fear elements are used.
Among these 10, 6 are “fear originating from humans"
and 4, "from animals". Considering that the violence
elements are used more frequently and distributed
proportionately and consistently than the fear elements,
this can make the children to be devoted to the book they
read. The child would follow the story arc with curiosity
due to the consistent and proportionate use of fear
elements, and can get to the last page without getting
bored.

After examining the content of Francesca Simon's
Horrid Henry's Series, it is seen that they do not have
suitable examples for children's cognitive and affective
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developmental characteristics. Despite the appropriate
use of fear elements, the elements of violence are used
excessively, and this can create adverse effects on the
pupils of primary school in various ways. In this context,
we should be aware of the abundance of the elements of
fear and violence in the content of the “Horrid Henry’s
Series” and care should be taken when recommending it
for children readers.
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The purpose of this study was to examine the practices and challenges of school-based teachers’
continuous professional development implementation in secondary schools of Hawassa City
Administration. The study employed a descriptive survey design with both quantitative and qualitative
method. The sampling technique used in the study was availability and simple random sampling
technique. The sample size was 101 teachers (31 females and 70 male), four department heads, four
principals, and four continuous professional development facilitators. The data gathering tools were
through questionnaires, interview, and document analysis. Principals, senior teachers and Continuous
Professional Development (CPD) facilitator were involved in the in-depth interview. The questionnaire
was administered to 101 teachers, of which 101 of them were properly filled and returned. The data
gathered through the questionnaire were analyzed using percentage, mean and standard deviation
while the data gathered through interview and open-ended questions were narrated qualitatively.
Results of the document analysis were also substantiating the quantitative analysis. The findings of the
study revealed that the extent to which teacher’s engagement in professional development activities
such as mentoring, portfolio development, conducting action research, facilitating group discussions
and peer observations, and evaluating the overall successes and failures of the implementation
processes were inadequately implemented. The school principals, professional development
facilitators, senior teachers as a mentor, the City Education Office Experts were providing insufficient
support for the teachers. The major challenges identified were, lack of teachers motivation/interest, lack
of adequate training, lack of skills in conducting action research, lack of adequate resource in
conducting Continuous Professional Development, lack of trained facilitators, insufficient allocation of
budget, lack of peer coaching and peer evaluation, and high workload to those who participate in
continuous professional development were identified in this study as the serious challenges of
Continuous Professional Development realization in secondary schools of Hawassa City
Administration. Therefore, conclusions and recommendations were forwarded based on the finding of
the study.

Key words: Practice, challenges, continuous professional development, teachers.
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INTRODUCTION
BACKGROUND AND RATIONALE OF THE STUDY

Education is believed to be one of the most significant
motive forces that shape the task of giving the speed of
economic, social and political advancements of society. It
plays a significant role in establishing suitable conditions
for development process by producing a skilled workforce
and raising the human capital for national development,
and it helps to foster changes in technology (Ministry of
Education, 2010). Education plays the most significant
role in the development of a nation, and it brings all
rounded solution for economic, political, social and
cultural problems of society (Anderson and Planning,
1991). According to the Ministry of Education (2015),
publication quality education by itself largely depends on
the magnitude of school-based teacher's continuous
professional development (CPD) in improving student’s
achievement.  Furthermore, teacher's professional
development is a crucial driver of excellence in any
school to contribute to not only teacher and school
improvement but also the overall improvement of the
education system (Dagnew and Asrat, (2016)).
Professional development, in a broad sense, refers to
the development of a person in his or her professional
role more specifically. Teacher development is the
professional growth teacher achieves as a result of
gaining increased experiences and examining his or her
teaching systematically (Davies and Preston, 2002).
Professional development includes formal experience
such as attending workshops and professional meetings,
mentoring, etc. and informal experiences such as reading
professional  publication, watching on television
documentaries related to academic discipline, etc.
(Harris, 2002; Semela, 2007). Professional development,
in a broad sense, refers to the development of a person
in his or her professional role more specifically, teacher
development is the professional growth teacher achieves
a result of gaining increased experiences and examining
his or her teaching systematically (Glatthorn, 1995).
According to the Ministry of Education (2009, p. 16),
CPD is “anything that makes me a better teacher,
targeting the improvement of teachers’ performance in
schools situation to learners.” The framework document
further explained, CPD is a continuous process of
enhancing personal growth in order to improve the
capability and realize the full potential of teachers at
school. This can be achieved by obtaining and
developing a wide range of knowledge, skills, and

E-mail: gebbabri@gmail.com.

experience which are not normally acquired during initial
training or regular work, and which together develop and
maintain competence to practice. As Day (1999) puts,
school-based  teachers  continuous professional
development is defined as “all informal learning
experiences in a school, and those conscious and
planned activates, which are intended to be of direct or
indirect benefit to the individual, group or school, which
contributes to the quality of education in the classroom”
(Day, 1999, p. 5). It is the process by which teachers
alone and with others, review, renew and, extend their
commitment as change agents to the moral purposes of
teaching. Also, young people and colleagues throughout
each phase of their teaching critically acquire and
develop the knowledge, skills and emotional intelligence
essential to good professional thinking, planning, and
practice with children (Day, 2002).

Due to changing demands and impact of globalization
on the new roles of teachers in the 21st Century,
traditional approaches to CPD such as formal courses or
one-off seminar are criticized for their shortcomings of
being unable to get teachers prepared for the new role of
knowledge facilitator rather than knowledge transmitter.
Instead, two theoretical perspectives lead the alternative
approaches to CPD which support teacher learning more
effectively (Hustler, 2003). These two perspectives
include cognitive psychological and professional
development perspectives that are briefly discussed as
follows:

Cognitive psychological perspective

Student learning and teaching-learning are the same
from a cognitive psychological perspective (Martinez et
al.,, 2009). Teachers are assumed to learn, like what
students do, wherein teachers are considered as
constructors of knowledge who learn actively in a self-
directed way. Such kind of learning occurs when
interacting with the learning context and it is strongly
affected by prior knowledge of individual learner (Borko
and Putnam, 1996). In other words, this kind of learning
is situated and influenced by the interplay of the
individual's existing knowledge and the Iearning
environments. Thus, teacher learning takes place when
favorable learning environments are provided in which
teachers are responsible for their own learning (Bransford
et al., 1999), whereas staff developers play an important
role in creating favorable learning environments for
teacher learning.
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FACTORS AFFECTING TEACHERS’ PARTICIPATION
IN CPD

Few studies were conducted to examine factors affecting
teachers’ participation in CPD activities over the decade
in different countries. Hustler (2003) conducted an
empirical study about some factors affecting teachers’
participation in CPD in the Netherlands. In her study,
three factors, personal factors (that is professional
attitudes, appraisals of feasibility, appraisals of
meaningfulness, emotion exhaustion, loss of personal
accomplishment), task factors (that is pressure of work,
emotional demands, job variety, autonomy, participation),
and work environment factors (that is, management
support, collegial support, intentional learning support)
were used to examine the effects on teachers’
participation in CPD. As a result, of these three factors,
personal factor seemed to be more significant in
predicting teachers’ participation in CPD activities than
task and work environment factors. However, this study
may over-generalize the factors affecting teachers’ CPD
(that is, personal, task and working environment), and
some factors may be understated (such as, family factor)
and not context-specific to other situations or cultures.

Another study conducted by Lee (2005) identified some
factors facilitating and inhibiting effective professional
development in Taiwan. Amongst the factors contributing
to effective professional development, ‘relevant/realistic
content’ was the most important factor (34%), while the
least important factors were ‘presenter with recent
experience’ (9%) and ‘based on practice’ (9%). He also
examined factors inhibiting effective professional
development. The most commonly cited factor that
inhibits  effective  professional development was
‘insufficient resources to implement learning’ (21%), while
the least frequently cited factor was ‘school not
supportive of CPD’ (13%). Some other factors related to
CPD providers, including contents, formats, and
presentation of CPD activities, should be considered in
affecting teachers’ participation in CPD activities, and
they should be supplementary to the factors in Hustler
(2003) study as mentioned above.

To sum up, the above studies examined some factors
that affect teachers’ participation in CPD activities. This
study takes an exploratory approach to explore further
the factors affecting teachers’ participating in CPD
activities in the Ethiopian context

Accordingly, South Nation Nationality Peoples Regional
State Education Bureau determine to realize National
CPD Program, by giving support to teachers and
stakeholders to avoid obstacle of CPD. As indicated in
regional education supervision team field report, there is
loose coordination among stakeholders and the
implementation of the CPD program is poorly practiced.
Even though, a great deal of effort has been made by
different researchers in investigating CPD practices and
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challenge, teacher’s perception, principal role, and
implementation. Still, there are wide gaps in the
implementation of CPD all over Ethiopia in general and
specifically in south nation nationality people’s regional
state. For instance, many researchers elucidated the
challenges and contribution of CPD on teachers
professional growth (Davies and Preston, 2002; Day,
2002; Tasissa, 2006; Wan and Lam, 2010). Day (2002)
further revealed that a similar but useful concept in
professional development by stating that:

Professional development consists of all natural
learning experiences and those conscious and planned
activities which are intended to be of direct or indirect
benefit to the individual, group or school and which
contribute to the quality of education in the classroom (p. 4).

Thus, professional development encompasses all
activities that cater both for the individual needs of
teachers and for the institutional needs of the whole
school (Bell, 1991). The teacher, the school and the
pupils thus benefit from such a process of professional
development (Bell, 1991). However, the challenge of
CPD implementation not touched in the above stated
researchers in different areas of Ethiopian secondary
schools. Since the poor implementation of CPD has a
high impact on students’ achievement, this study is
targeted to fill the gap of the stated researches in
Hawassa City Administration (HCA) of SNNPRS
secondary schools.

Moreover, from the researchers teaching experiences
and conducting researchers as well as providing
pedagogical skill training for secondary school teachers,
he observed poor implementation of the CPD program,
and he realized that there is no any scientific study
conducted in the study area on this aspect. So, in light of
the above stated problems, the primary purpose of this
study is to investigate the practices and the challenges in
implementation challenges of continues professional
development in secondary schools of Hawassa City
Administration (HCA), therefore, in order to achieve the
objective, the following basic research questions were
asked to guide this study.

RESEARCH QUESTIONS

1. To what extent HCA secondary schools practiced the
CPD program as per its implementation guidelines?

2. To what extent planning of CPD program is carried out
in secondary schools of HCA?

3. How do HCA secondary school teachers perceive CPD
in contributing to their professional growth?

4. To what extent do the stakeholders contribute to the
implementation of CPD in the secondary schools of
HCA?

5. What are the major challenges that the secondary
schools encounter while implementing CPD program?
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THE SCOPE OF THE STUDY

In order to make the study more manageable, it was
delimited geographically and conceptually. Geographically,
the study was delimited to public secondary schools in
HCA. The study considered four secondary schools with
101 teachers (31 females and 70male), four department
heads, four principals, four continuous professional
development facilitators. Conceptually, the study is
delimited to the practices and the challenges of
implementation of CPD specifically in the area of defining
the schools CPD cycle (analyzing, planning, doing,
evaluating) the module progress; promoting school
learning climate and promotes teacher’s professional
growth and challenges of CPD implementation was
examined.

RESEARCH DESIGN AND METHODOLOGY

The research design is the plan of action that links the philosophical
assumptions to specific methods (Creswell and Planoclark, 2007).
In order to assess the practice and the challenges of CPD
implementation descriptive survey design was employed with both
quantitative and qualitative methods. This is because it enables
researchers to collect and describe a large variety of data related to
the roles and practices of secondary school principals and
teachers. Creswell (2015) argued that descriptive research design
is used to describe the nature of the existing conditions. Kelley et
al., (2003) confirmed that descriptive survey method of a research
is relevant to collect different types of data form large sample size
to attain the aim of the study.

Primary as well as secondary sources of data were used in the
study to get factual information in terms of figures or just statements
of facts. The primary sources were gathered from HCA sample
secondary school teachers, principals, vice principals, secondary
school supervisors, school CPD facilitators, and department heads.
Whereas, the secondary sources were gathered from school
records such as portfolio documents which consist of CPD plans.

The study considered four secondary schools: Alamura, Adare,
Tabor and Addis Ketema secondary schools of HCA and 101
teachers (31 females and 70 males) selected by stratified sampling
techniques. Whereas using availability sampling techniques four
department heads, four principals, four continuous professional
development facilitators, and one HCA CPD focal person were
selected.

Data collection instruments

In order to gather the required data from the sample respondents,
three data collection tools were used namely, questionnaires,
interviews, and documents analysis. Given below is a description
for each of these instruments.

Questionnaire

The researcher used the questionnaire as the data collection tool
because it is convenient to conduct a survey and acquire necessary
information from a large number of study subject with a short period
(Best and Kahn, 2003). Questionnaires were designed with close
and open-ended type question items prepared initially in English, as

the researcher believed that the respondents could understand
English language and English is the medium of instruction.
Accordingly, 5-point Likert scale items were prepared for teacher
respondents.

Regarding the content, the two sets of the questionnaires had 39
items (39 closed-ended and 4 open-ended items). The
guestionnaire had three sections. The first section had three close-
ended items on background information of respondents and these
section address on an issue related to practice and the challenges
of implementation of CPD, which consisted of CPD cycle analyzing,
planning, doing, evaluating. The second item consisted two parts
item related to support provided by the school principal to CPD
implementation and related to support provided by CPD facilitate or
for implementation of CPD, and the third item was related with
items related to support provided by HCA education office focal
person, and the final item is related with challenges of CPD
implementation.

The third section, open-ended question employed to obtain
detailed responses to complex problems and their dedication to the
issue. However, unstructured questions item was fewer in number
since it permitted greater depth and insight of responses and
hence, many respondents could not take enough time to respond to
the items in reasonable attention.

Interview

The interview enables the research to probe the research
participants in a greater depth of response, which was not possible
through any other means. Thus, the purpose of the interview was to
collect more supplementary data to substantiate and triangulate the
responses obtained through questionnaires. With this in mind, the
interview was conducted in Amharic to make communication easier
with four department heads, four principals, four Department heads
and CPD facilitator. Semi-structured interview questions were
prepared for the above respondents. The reason behind the semi-
structured interview questions was the advantage of flexibility in
which new questions could be forwarded during the interview based
on the responses the interviewees. The interview guide question set
for all group of respondents and had one part which targeted to
obtain information related to the basic research questions.

Document analysis

To complement data collected all available relevant documents
were consulted. The documents examined include modules, CPD
plan, minutes of meetings, written documents of schools, files,
quarter and annual report of CPD and HCA Education Offices
consulted.

Data collecting procedures

To answer the research questions raised, the researcher went
through a series of data gathering procedures. These procedures
helped the researcher to get genuine and applicable data from the
sample units. Thus, after having letters of permission from
Hawassa University and HCA Education office for appropriate
ethics clearance, the researcher directly went to HCA non-sample
secondary schools to pre-test the data gathering instruments. After
all aspects related to the pilot test, the researcher contacted the
sample Secondary School principals of respective schools for
consent. After agreeing with the concerned participants, the
researcher introduced the objectives and purposes of the research



Table 1. Summary of Population and Sampling.
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Study area Sample Teacher Principal CDP Head of 'HCACPD Focal Teach(_er TOtal,
facilitator Dept person Population  Population
M F T M F M F M F M F M F T
Alamura 25 13 38 1 - 1 - 1 - 1 - 84 43 127
Tabor 15 7 23 1 - 1 - 1 - 1 - 55 19 74
Addis Ketema 17 6 23 1 - 1 - 1 - 1 - 53 22 75
Adare 13 5 17 1 - 1 - 1 - 1 - 42 16 58
Total 70 31 101 4 - 4 - 4 - 4 - 234 100 334
Data collection instrument Questionnaire Interview
Sampling Techniques Strat'f'.Ed Purposive sampling Avalla_blllty Population
sampling sampling
to the research participants through the third party not to influence Qualitative

the research participants. Then, the final questionnaires were
administered to sample teachers in the selected schools. The
participants were allowed to give their own answers to each item
independently, and the data collectors were closely assisted and
supervised through the third party to solve any confusion regarding
to the instrument. Finally, the questionnaires were collected and
made ready for data analysis.

The interview was conducted after the participants’ consent was
obtained. During the process of the interview, the researcher
together with school administrative arranged free and conducive
environment to lessen communication barriers that disturb the
interviewing process.

Methods of data analysis

On the basis and types of data gathered and the instrument used,
both quantitative and qualitative methods of data analysis were
employed. To get the collected data ready for analysis, the
questionnaires were checked for completion. Thus, the data
obtained through a questionnaire, which is responsible for
quantitative data, were analyzed by using descriptive statistics,
frequency and percentages, followed by mean and standard
deviation. The data gathered through open-ended questions, semi-
structured interviews and documents were analyzed qualitatively
through descriptive narration for triangulation.

Quantitative data

With regard to the quantitative data, responses were categorized,
and frequencies were tallied. Percentage, mean, standard deviation
and frequency tables were used to analyze the characteristics of
the sample population as they help to determine the relative
standing of the respondents. The items in the questionnaires
were presented in Table 1 according to their conceptual similarities.
The scores of each item were organized, statistically using
frequency and percentages. Likert Scale was employed to identify
to what extent the respondents never or rarely. Likert scale is easy
to construct; takes less time to construct; is the simplest way to
describe the roles and practices of principals as an instructional
leader and provides more freedom to respond. The scale consists
of five scales: l1=never, 2=rarely3=sometimes 4=often, and
5=always.

The data collected from the semi-structured interview, the open-
ended question of the questionnaire and document were analyzed
and interpreted qualitatively. The handwritten notes of the interview
were transcribed; categorized and compiled into themes. The result
of open-ended questions was narrated, summarized, and organized
with the related category. To this end, analysis and interpretations
were made by the questionnaires, interviews, and documents.
Finally, the overall course of the study was summarized with
findings, conclusions.

Thus, an internal consistency reliability estimate was calculated
using Cronbach Coefficient of Alpha for the questionnaires. The
researcher found the coefficient of Alpha(a) to be .812, which is
regarded as a strong correlation coefficient by (Jackson et al.,
2009). Supporting this, Cohen and Morison (2007) and (Jackson et
al., 2009) also suggested that, the Cronbach’s alpha result, greater
than 0.8 good, while less than 0.5 poor. Table 2 indicates the
computed reliability coefficient of the Reliability Test Results with
Cronbach Alpha summarized below.

Ethical considerations

An official letter was written to the concerned schools and Regional
Education Bureaus from School of Education, Hawassa University.
Based on the official support letter received from the School of
Education, the researcher asked permission and began establishing
rapport with the concerning bodies for the successful
accomplishment of the study. The purpose of the study was
explained to the participants through the third party, and the
researcher asked their consent to answer questions in the
guestionnaires or interview guide. He also informed the participants
through the third party that the information they provide will be kept
confidential and only used for the purpose of the study. Accordingly,
the researcher ensured confidentially of the information by making
the participants not to write their names on the questionnaire and
considered as anonymous.

RESULTS AND DISCUSSION

This section presents the results and discussion obtained
through questionnaire and interview from the research
participants.
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Table 2. Reliability Test Results with Cronbach Alpha.

Detail description of the title of Questionnaire

Number of items Reliability coefficient

Practice related CPD implementation

Item related to Support provided by school partners
Item related to teachers perception

Items related to the challenge of CPD implementation
Average reliability

10 0.76
11 0.79
7 0.82
9 0.89
39 0.812

Table 3. Extent to which the CPD implementation practiced.

Respondents The extent to which CPD is practiced Descriptive
S/IN Items VH H M L V0L
Teachers =101 Mean SD
5 4 3 2 1
To what extent have you involved in f 10 5 15 41 30
1 conducting action research Teachers % 9.9 5.0 14.9 40.6 29.7 225 112
To what extent have you organized portfolio f 12 12 13 33 31
2 by recording all CPD documents Teachers oo 199 119 120 327 307 24 IO
To what extent have you participating in f 7 17 8 40 29
3 peer coaching on CPD actions Teachers % 6.9 16.8 79 39.6 28.7 234 1.06
T h h - f 6 10 22 38 25
4 0 what extent have you practicing ..o 232 104
mentoring other teachers on CPD actions
% 59 9.9 21.8 37.6 248
To what extent have you involving in the f 17 11 10 41 22
5 selection of the school CPD priorities Teachers % 16.8 10.9 99 40.6 21.8 258 122
Average mean 2.38 1.08

The extent to which Implementation of CPD Practiced

This part deals with the items related to the
implementation of CPD practices by secondary school
teachers. Each item is analyzed based on the data
obtained through questionnaires responded by teachers
and further backed by the data obtained from interview
and document analysis. Therefore, the five items are
interpreted as indicated in the Table 3.

Action research empowers teachers by increasing the
individual classroom instructional practices, improved
students learning outcomes, commitment to work,
supportive workplace and effective school leadership Aga
(2017). As indicated in item 1 of Table 3, out of the total
only 15 (14.5%) respondents replied that the extent to
which teachers’ involved in conducting action research
was rated as high. On the other hand, 71 (70.3%)
teachers’ respondents replied that the degree to which
they were participating in action research is rated low. As
stated in the table the mean of the item is 2.25, within the

extent of low level. However, in contrary to the literature,
the practice of teacher’s involvement in conducting action
research to enhance the teaching-learning activities at
school is ineffective. Therefore, it is possible to recognize
that teachers were less involved in conducting action
research to contribute their professional skill to improve
student academic performance systematically. However,
the HCA CPD focal person stated in the interview as To
this effect, one of the HCA experts explained his view as:

| feel that CPD has improved some secondary
schoolteacher’'s knowledge and skills of applying active

learning, continuous assessment in teaching their
respective subjects. It also has improved their
performances in helping individual students and

strengthened their practice of keeping records of
students’ progress. Because of the CPD, some of our
teachers are also trying to do action research focusing on
classroom and student-related problems (E2, October,
2016).



Overall, from the above data one see that CPD program
implementation has positive impacts on teachers’
classroom teaching and related activities. However, the
issue raised by the CPD facilitator and what is on the
ground is quite a paradox. They provide a pretext to the
issues instead of striving to support the program

In item 2 of Table 3, the respondents were asked to
rate the extent to which the action of organizing portfolio
is a compiled complete record of all CPD documents. The
portfolio is a compiled complete record of teachers"
professional collection of documents as evidence to
professional learning. It contributes to the enhancement
of professional attitude, commitment, and motivation of
teachers (Falk, 2001). Accordingly, 24 (22.8%), 13
(12.9%), 64 (63.4%) of teachers rated that the practice of
organizing portfolio by recording all CPD documents was
high, medium, and low respectively. Hence, the majority
64 (63.4%) of respondents replied that the action of
organizing portfolio by recording all CPD documents was
rated low. The mean score of the item is 2.42, which is in
the range of low level. However, in contrary to the
literature one may say that teachers’ preparation of CPD
portfolio by recording all relevant documents was not
regularly assessed to provide feedback, which has a less
significant role in improving the overall learning-teaching
process. From the data, it could be said that teachers’
preparation of a CPD portfolio by recording all relevant
documents was found to be insufficient. By the document
analysis, it was confirmed that teachers were not
prepared CPD portfolio by recording all useful actions of
CPD. Thus, there was a gap regarding this in HCA
secondary schools.

In item 3 of Table 3, various respondents were given
regarding the extent to which participating in peer
coaching on CPD actions. Coaching is the process where
a person with expertise in the field assists colleagues
through structured discussion and activities on how to
solve their problems (Teacher Training Agency, 1998).
Accordingly, 24 (23.7%), 8 (7.9%), and 69 (68.3%) of
respondents responded that the involvement of teachers
on peer coaching is high, medium and low respectively.
Thus, 69 (68.3%) was rated low. The mean and standard
deviation of the responses also confirms that
(Mean=2.61, SD= 1.06) which are in the range of low
level. This indicates that the degree to which participation
of teachers on peer coaching on CPD action is low. From
this, it can be argued that teachers were not always
participating in peer coaching to share experiences with
colleagues in order to promote their profession.

In item 4 of Table 3, the respondents were asked to
answer the extent to which practicing mentoring other
teachers on CPD action. Accordingly, 16(15.8%),
22(21.8%) and 63(62.4) respondents replied that the
practice of mentoring other teachers on CPD actions is
high, medium and low respectively. Thus, 63 (62.4%) of
teachers replied that the practice of mentoring other

Tulu 39

teachers on CPD actions is at a low level. As stated in
the Table 3 the mean and standard deviation of the
respondents also confirms that (Mean=2.32, SD= 1.04)
which are in the rate of low level of support. This
indicates that the mentoring activities of experienced
teachers for newly deployed teachers are not practically
implemented. This shows that the mentoring activities are
not accomplished as the expected level.

In item 5 of Table 3, the respondents were asked to
rate the extent to which teachers’ involvement in the
selection of the school CPD priorities. Significant
numbers 28(27.7%) of respondents replied that teachers’
involvement in the selection of the school CPD priorities
is high. On the contrary, the majority, 63 (62.4%) of
respondents responded that the participation of teachers
in the selection of the school CPD priorities is low and the
mean and standard deviation of the responses is that
(Mean=2.58, SD= 1.22). This implies that the participation of
teachers in the selection of the school CPD priorities is in the
medium level of support in Secondary Schools of HCA. The
response of the interview held with school principal
confirmed that

There was some attempt made in participating of
teachers in the selection of the school CPD priorities
program. However, it was not conducted to the expected
level due to the low attitude of teachers to the CPD
Program (P1, October 2016).

In Table 4 item 1, teachers were asked to respond their
opinion about the support of school leaders to practice
CPD and 72(71.3%) agreed that support given from
school leaders to implement CPD activities is inadequate
whereas only 15 (14.9%) disagree on the issues. This
revealed that the school leaders lack to discharge their
responsibility to support teachers to be involved in the
CPD program to improve the quality of education through
empowering teacher’s  professional = competence.
Moreover, the mean score of this item response is 3.79,
which are in the scope of the high level of agreement on
the issue. This indicates that the Secondary School
leaders of HCA were not well committed to applying the
actions of CPD as per the required level.

Regarding item 2 of Table 4, the intention was to find out
the shortage of time for teachers is the challenge of the
implementations of CPD action. While responding to this
item agreed 73(73.3%) with a shortage of time was the
challenge of CPD implementation. Additionally,
20(19.8%), teachers said that they disagreed with it. The
mean score of this item is 3.71 Thus, one can conclude
that a shortage of time for teachers to implement the
CPD activity was a moderate level of complexity. This
result shows that time constraints because of teachers
workload were found to be at the average level of
challenge to implement CPD in HCA Secondary Schools.

In item 3 (Table 4) states that the lack of trained CPD
mentors and facilitators were the challenges of CPD
implementation. Accordingly, the majority of the
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Table 4. Responses of teachers on the challenges of CPD implementation.

N Challenges of CPD ?—ZZEEZ?:?,\E? The extent of the challenges in CPD implementation
implementation 101 SA5 A4 U3  DA2  SD1 Mean
1 f 33 39 14 5 10
Lack of support from school leaders Teachers % 327 386 139 50 9.9 3.79
) . f 28 45 8 11 9
2 Time constraints Teachers % °8 45 8 11 9 3.71
3 Mentors and facilitators lack the Teachers f 19.0 40 21 10 3 3.38
required knowledge and skill % 188 396 20.8 9.9 3.0 '
. . f 35 25 30 2 9
4 Lack of incentives for refreshment Teachers % 347 248 297 20 8.9 3.74
. ) f 31 19 25 10 16
5 Absence of collegial collaboration Teachers % 307 188 248 9.9 15.8 3.39
Lack availability of f 33 24 25 14 5
6 materials/modules Teachers % 327 238 248 139 5.0 3.65
7 The absence of commitment due to Teachers f 22 40 17 10 12 350
high workload % 21.8 396 16.8 9.9 11.9 )
respondent 59(68.4%) agreed that facilitators and performance to enhance quality education. Teachers with

mentors lack training skills on CPD. The mean score also
confirms as 3.38, which are in the scope of the high level
of complexity. This shows that the lack of trained CPD
facilitators is the serious problems in secondary schools.
Literature supports the main responsibilities of the CPD
facilitator is to promote CPD as a central element of
school improvement and performance management, to
create and sustain CPD arrangements for all staff, to
monitor and report upon the quality and impact of CPD
undertaken, to keep up to date with CPD developments
and initiatives, both nationally and locally, maintain and
develop links with sources of CPD provision (Hustler, 2003).

In item 4 of the same Table 4 was intended to check
the absence of teacher's commitment and motivation on
the action of CPD is the challenge of its implementation.
Accordingly, 60(59.5%), teachers responded that they
agreed. Moreover, significant number 11(10.19) teachers
pointed out their disagreement. Moreover, 30(29.7%)
respondents could not make a decision. The mean score
of the item was 3.74, which show a high level of
influence. This implies that the lack of teachers’
motivation and commitment was one of the challenges
that hinder the actual implementation of CPD activities. In
support of this issue, studies widely declared that low
teacher motivation results in poor professional

low motivation are characterized by limited effort devoting
less time to CPD activities (World Bank, 2004).

With item 5 of Table 4, respondents were asked to give
their opinion on the lack of resources or budget or
availability of materials for the implementation of CPD
activities. Accordingly, the majority 50(59.5%) of teachers
showed that they agreed on the issues. On the other
hand, 26(25.7%) of respondents replied to their
disagreement. However, 125 (24.8%) of teachers could
not make their decision. The mean score of this item is
3.390, which are in the scope of a moderate level. This
implies that failure to allocate money and avail resource
to practice CPD activities was one of the severe
challenges in the Secondary Schools of HCA (Table 5).
To strengthen the above quantitative analysis, one of the
department head in the interview said:

CPD is a program that requires sufficient resources
ingeneral financial and materials resources in particular.
CPD program implementation requires a regular supply
of spaces, secretarial and photocopy services, record
keeping materials and incentives for refreshment. Let
alone supply these services and resources; our
secondary schools are not in a position to consistently
supply basic stationery materials.” (D1, October 2016).
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Table 5. Challenges in the implementation of CPD in HCA Government Secondary Schools.

Challenges of CPD Respondents

The extent of the challenges in CPD implementation

SN implementation Teachers =101  SA5 A4 U3 DA2 SD1 Mean
1 Lack of support from school 33 39 14 5 10
T h 3.79
leaders Cachers o, 327 386 139 50 99
. . f 28 45 8 11 9
2 Time constraints Teachers % o8 45 3 11 9 3.71
3 Mentors and facilitators lack the Teachers f 19.0 40 21 10 3 3.38
required knowledge and skill % 18.8 39.6 20.8 9.9 3.0 '
Lack of incentives for f 35 25 30 2 9
4 T h 74
refreshment CaCNeIS oy 327 248 207 20 89 3
Absence of collegial f 31 19 25 10 16
5 collaboration Teachers % 30.7 18.8 2438 9.9 15.8 3.39
Lack availability of f 33 24 25 14 5
6 materials/modules Teachers o 3,7 238 248 139 50 3.65
7 The absence of commitment Teachers f 22 40 17 10 12 3.50
due to high work load % 218 396 168 9.9 119 '

Item 6 is intended to find out the lack incentive for the
refreshment of teachers to implement the CPD program
in the secondary schools of HCA. With regard to this,
Majorities of teachers 57(56.5%) agreed that lack of
incentives for teachers refreshment during the
implementation of CPD program is the severe problem in
the secondary schools to motivate teachers towards the
program. Moreover, the absence of collegial collaboration
among the teachers and School leaders were also one of
the challenges for the effective implementation of CPD in
HCA secondary schools.

In relation to this one of the school principal in the
interview said:

School level actors or teachers are not serious about the
CPD program. Most of them consider it as a routine
activity conducted to fulfil requirements. Most
experienced teachers want to avoid being assigned as
mentors. Even those who accept the assignment do not
show commitment to assist the novice teachers (P2,
October 2016).

Another expert from another HCA education office put his
view as follows;

The culture of cooperative learning and sharing of
experience is not a common practice among teachers in
our secondary schools. No as such, culture of dialogue

and discussions on important issues of education like the
quality of education, modern teaching, action research,
quality of the teaching force. On top of this, it is not
uncommon to see some teachers who do not want to
update themselves with modern ideas and practices of
teaching and learning (E1, October 2016)

All the respondents gave their suggestions that the
Ministry of Education (2004) and the Regional Education
Bureau declared that quality education assurance
package containing six pillars of which is CPD (as part of
Teachers Development Program) one of them. It was
articulated in the document that the program was working
in all schools and education offices of different levels.
However, there is still a lack of common sense of
ownership and various aspects of supports and
continuous follow up of the process. According to the
respondents, teachers’ perceived school-based CPD as a
complex and ambiguous process. Moreover, training was
not continuously conducted based on teachers’ needs.

Conclusions
Based on the analysis, the following findings were drawn:

The majority (61.5%) of the teachers and 88.33% of the
principal respondents reported that CPD activities were
carried out both individually and in groups. The groups
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engaged in practicing CPD activities once a week for 2 h.

Majority of the respondents (86%) of the teachers and
all (100%) of the principals indicated that their
participation in the CPD has its impact on their daily
teaching-learning activities. In addition, most of the
respondents agreed that the program has benefited and
helped them to apply active learning method, undertake
continuous assessment, properly manage their
classrooms and solve students problem and encouraged
them to involve themselves in collegial learning and
cooperative work as evidenced with mean values ranging
from 3.54-3.85. The HCA experts also revealed that the
positive influences of CPD on the daily activities of
teachers and their competencies.

Majority of the respondents (84.1%) reported that they

received training, which enabled them to start the CPD
program. Nevertheless, there were also respondents who
did not receive training due to lack of trained person and
diligence and a deep sense of responsibility from top to
lower level.
The majority (60.7%) of teachers and principal indicated
that the schools (the experienced teachers and
principals) were the primary providers of the supports that
received to practice CPD in these secondary schools.
Majority of the respondents indicated that there was
largely experience sharing in schools among colleagues
while there was no data indicating the presence of
incentives for teachers and principals. Though a majority
(79.1%) of the mentees indicated that their mentors act
as an advisor, some mentees (20.8%) revealed that their
mentors were acting as a fault finder, as an evaluator,
and as a boss.

The findings of the study show that different
stakeholders provided the support. Both from inside
(within the school) and outside. However, the support
provided by insiders seems much higher than the one
obtained from outsiders. That is, the participants mostly
in the form of general discussions or assessment that
takes place at different times and was not adequate,
consistent and sufficient in reported the support from sub-
city or woreda:

1) HCA education experts related that in different times
the experts provided different supports by different
concerned bodies were prepared for these secondary
school teachers and principals. However, there were not
enough; it has limitations.

2) In secondary schools, the CPD program was
encountered with many factors that affect its imple-
mentation. These include: Unavailability of material
resource, lack of financial resource, lack of support from
principals and experts, lack of required knowledge from
mentors and facilitators, shortage of time, absence of
collaboration, absence of effective management, negative
attitude towards the program and lack of commitment are

the major one as evidenced by mean values ranging from
3.70- 4.35.

3) The workload in the schools, lack of well-trained
facilitators or mentors in the schools, lack of consistence
support and incentives from concerned bodies and lack
of incentives were further added by the respondents as
challenges or factors affecting the effective
implementation of CPD program in secondary schools.

4) Implementing active learning and conducting action
research were the main challenges observed by
principals among teachers in practicing CPD activities.

Based on the analysis and summary of the findings, the
following conclusion could be drawn. The effective
implementation of CPD program in governmental
secondary schools of HCA was highly challenged by the
unavailability of material, lack of financial resource, lack
of support from City administration education experts and
supervisors, the absence of collegial collaboration, lack of
incentives lack of attractiveness of the program and other
similar problems. Unless the concerned bodies tackle
these problems, it is difficult to expect much improvement
in the day-to-day activities of teachers in general and in
teaching learning process in particular. Most of the
research participants agreed that the CPD program is
essential as it focuses on the core issue teacher
professional development and improving the quality of
teaching and learning. On the other hand, it was
observed that there were participants (respondents) who
had a negative attitude in their vision of real contribution
of the program to improve teacher competencies in
knowledge, skill, and attitude.

Based on the major findings and conclusion drawn
concerning practices and challenges of teachers’
continuous professional development program the
following recommendations are suggested:

1) Some teachers do not have enough information on
CPD. Some of them consider it as a routine activity that
has no benefit. Hence, it is important to have awareness
creation on teachers’ continuous professional
development program HCA Education head officials.

2) Lack of persistent support affected the implementation
of the CPD program. Therefore, regular onsite support
and feedback provision are essential from the HCA
education officials and school principals.

3) To develop the capacity and knowledge of mentoring
and facilitating CPD practices, there should be persistent
support for mentors and facilitators. Hence, it is essential
for HCA Education officials to provide the necessary
training and support to school level actors.

4) Assigning CPD coordinators and mentors at the school
level should be strengthened with all secondary schools.



It is important for the HCA government secondary
Schools to provide the necessary material and financial
support for schools in order to smoothly running of CPD
program implementation.

5) It is important to involve other stakeholders (NGOs,
and higher education institutions) to work closely on
training and the development of facilitators’ capacities.
HCA education officials shall take the initiative to involve
these and other stakeholders in CPD programs.

In general, this kind of research in a wider context is
implied for further research in the future a s teacher's
continuous professional development is an essential
component of teacher education program.
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