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1. Course Introduction 

 

Teaching is a demanding and complex activity which requires its practitioner to 

acquire, develop and master an array of knowledge, skills, values and attitudes. 

Learning to teach is not a one shot episode, which happens once and for all. 

Experienced teachers know that it is rather a process of lifelong learning. 

2. Definitions of Education 
The word education has a very wide connotation. It has no single definition as the objective of 

education covers the whole of life in all its manifestations. The word education comes from the 

Latin word ―Educare‖ which means ‗rearing, nourishing or bringing up‘ a child. As education 

covers the whole manifestation of life, everybody in the field defines it in different ways. 

Accordingly, different philosophers define the term based on their philosophy of life. Some of 

these definitions are education as 

 An experience; 

 A process of growth; 

 A process of habit formation; 

 The acquisition of knowledge; 

 An agency of social progress; 

 A process of moulding characters; and  

 A process of modification of original nature.  

  

These definitions correspond with one or more of the following aim of education  

o Cultural development; 

o Maintaining discipline, moral values and etc; 

o World building and advancing social life; 

o Happiness; 

o Self development; 

o Vocational skills and efficiency; and 

o Utilitarian ends. 

 

Considering the considerable variations in the meaning of the term, some say education is like a 

diamond that appears to be of a different colour when seen from different angles.  



List and explain the reasons that make the definition and interpretation of the term 

education so different and complex before you go to the text. 

 

 At least there are three basic reasons for the variation in the definition of education:   

The complex nature of the human personality (the subject), the complexity of human 

environment and the existence of different philosophies of life and various educational 

theories. 

 

The complex nature of the human personality (the subject) natural science is simpler than 

social science because the object of study in natural science can be studied relatively easily. Any 

natural phenomenon can be unravelled through scientific investigation. However, the science of 

education takes, as its subject human person which cannot be that easy because human behaviour 

is unpredictable. One cannot investigate the personality of a child in laboratory experiments 

because of the general make-up of the child.  

Can you cite some other factors that contribute to the complexity of human personality? 

 

3. The complexity of human environment 

Human environment in which education functions has many complex aspects like geographical, 

economic, historical, religious, political, social, racial and linguistics. These differences 

influence the perception of people thereby their definition of the term. Therefore, emphasizing 

one or more of those aspects lead to the difference in the definition of education. That is, with the 

change of these aspects, the definition of the term also changes. 

Can you give a definition of the term education showing how human environment affects 

one’s conception of education?  

 

4. The existence of different philosophies of life and various educational theories. 

 

Do Plato, Aristotle, Marx … differ in their perception of education? Why do you think is 

that? 



 

As there is no one world outlook, so there will not be one and the same perception about 

education. That is why different philosophers define education in different ways, line with their 

own different philosophy of life. Idealists, realists, pragmatists and other philosophers with their 

different philosophies cannot define education in the same way.  Since they have different 

perceptions about the universe or the world, they define education differently based on their 

views of the nature of reality. They define it concept in the way they understand the world or the 

way they perceive reality.  

Can you categorize these definitions in terms of their similarity? 

  

Among these definitions, some of them emphasize internal budding while the others stress 

external potentialities. The definitions given by Plato, Rousseau and Pestallozzi stress inner 

potentialities while the definitions given by Dewey, Daniel and James emphasize the role the 

environmental plays in the learning of an individual. The first group of the philosophers believe 

that the main source of education is the inner potentiality or internal ability of the individual. 

They believe that education is the result of internal ability rather than external interaction.  

5. Teaching and professionalism 

 

Overview: 

The question of professionalism has many discourses. There are views which consider some 

occupations as sub professions. However, disregarding some of them as professions and others 

as non-professions demands sufficient theoretical backgrounds. Teaching is under such discourse 

where some consider it as a profession, while others do not. This discourse could be judged from 

the characteristics teaching exhibits. This section provides you with what a profession is and 

perceived and conceived its characteristics in general and teaching in particular. 

 

Objectives: 

At the end of this section you will be able to: 

 Define the term "profession"; 

 list the basic characteristics of a profession; 



 differentiate between occupations and profession; 

 explain why teaching is a profession; and 

 Discuss the different approaches of  professional developments. 

 

As there is difference in perceiving and conceiving theories of human learning and how one 

looks at the social and interactions in relation to man's autonomy to every thing, it would not be 

simple to assert that there is one absolute meaning for concepts in social science, of which 

profession is one. However, there is a need to agree on certain working grounds in determining 

whether an occupation is a profession or not. 

 

Hove you ever heard the terms profession and occupation? 

Are they the same or different? How? 

 

5.1. The concept of teaching  

 

What is teaching for you? 

 

Definition 

 

Teaching is a form of interpersonal influence, stimulation, guidance, 

direction and encouragement of learning aiming at changing the 

behaviour of another person. 

 

Teaching contains three elements: 

a. Teaching is a system of action where interaction is crucial. It is an interactional process 

demanding a person or agent to interact with.  

b. Teaching is a goal-directed action- teaching as an interactive activity must be a goal 

oriented performance, intended to achieve a desired outcome.  Therefore, teaching is an 

intentional transfer of knowledge. 



c. Teaching takes place in a situation comprising the controllable and uncontrollable set of 

factors. The controllable set of factors include activities on which the teacher has the 

power to control, modify, or change (E.g. teaching methodology), while the 

uncontrollable sets of factors encompassing activities which the teacher has no control 

over (E.g. class size). 

 

1. Can you add some more examples of controllable and  

      uncontrollable sets of factors? 

2. Is teaching science or an art? Why? 

 

Teaching is a science as it applies all scientific methods of problem solving, and an art for it uses 

all the persuasive qualities of the teacher to influence the behaviour of the learners.  

 

Do you agree with these conceptions of teaching? Why?   

The review of definitions given above reveals that a competent teacher is expected to appreciate 

the significance of understanding the main questions of education discussed earlier. Since 

teaching covers all the main questions of education, it is the corner stone of education. It is the 

noble profession for different reasons. Among the reasons, it enables one to impart knowledge, 

provide leadership, instil value and prepare young individuals for future life.  

 

As was discussed earlier, teaching is an art (and therefore the teacher is an artist) and a science 

(and therefore the teacher a scientist). Therefore, teaching demands a principle that guides its 

practitioner to follow a systematic approach to his/her activity.  

1. Teaching must use the experiences already acquired. Since every learner has some 

experiences from his/her previous exposure to his/her environment, education 

must start from what the learner already knows.  

2. Make the knowledge meaningful. Teaching must encourage transfer of knowledge 

so that the learner is able to use his/her learning in outcomes in his/her future life. 

3. Teaching must consider individual differences. Teaching must appreciate the 

differences everybody has in intellect, ability, socio-economic condition, 

expectations, emotional development, needs, motivation, interest and etc. 



4. Teaching must consider the readiness of the learner. It is important to know the 

state at which the learner is, if he/she is ready to learn. It has to consider the 

intellectual, physical and spiritual maturity of the whether he/she is prepared or 

not to learn new behaviour. 

5. Teaching has to specify or define the objectives of learning, indicating the 

importance behavioural changes expected of the learner as the result of the lesson. 

6. Teaching should follow psychological principles of learning. It must start from 

simple, concrete, known, and proceed to complex, abstract, unknown. 

7. Teaching should consider different phases, i.e. pre-active, interactive and re-

active phases. 

 

6. The concept of learning 

  

How do you perceive the concept of learning? 

 

Learning is a process which changes behaviour of the learner as the result 

of previous experience or performance. It is a process that encompasses 

encounters of some experiences leading to development of some new 

experiences resulting into performance of some activities that one cannot 

perform before. 

 

According to this definition, all experiences we face in our daily life influence our behaviour and 

serve as the sources of learning. To make learning effective, the following principles need to be 

given due attention. Learning is most effective when: 

a. the objectives and philosophy of education are clearly understood by the teacher and the 

learners; 

b. reciprocal and friendly relationship exists between the teacher and the learners; 

c. the student has meaningful, satisfying and realistic goals; 

d. motivation is provided through a regard for the learners‘ needs, problems, interests and 

conveniences; 



e. an attractive, aesthetic, safe and healthy environment is provided; 

f. the learning experiences and activities are enriched by the use of relevant teaching 

materials; 

g. a tolerance for failure is developed through the provision of a backlog of a success; 

h. the learners engage in active, real-life experiences, which are related to one another and 

to the problems of home, school and community; 

i. there is continuous and periodic student and programme evaluation.  

 

 

 

6.1.1. GEQUIPII 

GEQIP Phase I contributed to the building of institutional capacity both as a result of 

using government systems and by including an explicit capacity building component. 

Phase I has been relatively successful at building capacity at federal, regional and school 

levels, but there has been limited progress in the Woredas.  

GEQIP Phase 2: Building on the Achievements of Phase 1  

GEQIP Phase 2 has responded to lessons learnt under GEQIP Phase 1 and emphasises the 

needs of: a) regions, communities and groups that lag behind in access and equity 

compared to national averages and; b) children with special needs who have limited 

access to the education system. The cross-cutting themes, under GEQIP Phase 1, remain 

central to the programme:  

• attention to drop-out and repetition in school improvement programmes, teacher and 

leadership training;  

• Emphasis on gender equity across the whole of the programme that goes beyond 

gender parity in enrolment to gender equality in: access to educational resources; 

participation in learning and teaching opportunities and gender equity in the application 

of school rules and regulations.  

 

GEQIP Phase 2 comprises six integrated components:  



 Component 1: Curriculum, textbooks and assessment to improve the quality and 

relevance of the curriculum; maintain and increase availability of textbooks and 

supplementary reading materials; and develop a robust national assessment and 

examination system and a school inspectorate. The introduction of braille textbooks is 

also proposed. These  

 Component 2: Teacher Development to improve the quality of teaching through pre-

service teacher education, in-service teacher training, Continuous Professional 

Development and professional licensing and re-licensing.  

 Component 3: School improvement to strengthen school planning for improved 

teaching and learning conditions and outcomes, and to fund the improvement plans 

through per capita school grant provided on the basis of enrolment to all government 

primary and secondary schools. There is provision for additional school grants based on 

the remoteness and size of the school and the number of special needs children enrolled.  

 Component 4: Capacity building for planning and management including 

strengthening the Education Management Information System (EMIS). Implementation 

of school report cards is targeted at improving the planning and decision making at the 

school level and making it more evidence based. There will also be additional support for 

planning in developing regions.  

 Component 5: Information and Communications Technology (ICT) for learning to 

provide a foundation for equitable, quality learning and teaching in secondary schools. 

This is a new area of work for GEQIP and reflects the GoE's commitment to developing a 

more strategic approach to the use of ICT in Schools. This Component will tailor 

interventions for isolated and poorer communities in emerging regions to provide 

equitable access to quality education.  

 Component 6: Programme coordination, monitoring and evaluation to continue the 

GEQIP 1 emphasis on effective coordination, monitoring and evaluation, and add, as a 

third subcomponent, an emphasis on improved communications.  

 

GEQIP Phase 2 also includes specific sub-components to strengthen communication 

between REB and WEBs and school communities and the general public on whose 

support to a significant extent GEQIP depends.  



Stakeholder Perceptions of Inclusive and Equitable Quality Education  

Rapid participatory stakeholder consultations in selected woredas in Afar, Gambella, 

SNNPR and Oramia focused on stakeholder perceptions in relation to the: quality of 

education, ICT and Communication and School-community linkages. The full findings 

are presented in a separate annexe.  

The Quality of Education  

In all regions, significant improvements in textbook availability were perceived, but in 

Oramia and SNPPR, it was observed that the increase did not meet the demand. There 

was also appreciation of the benefits of multi-grade teaching as it was felt this had 

improved standards. In Gambella and Afar, concerns were expressed about the lack of 

teachers able to teach in the local language, or adapt their 7 Social Assessment of 

GEQIP Phase 2 Ethiopia 

GEQIP I  

               Component 1: Curriculum, Textbooks, Assessment and Inspection 

The main objectives of this component are to: (a) implement a new school curriculum; 

(b) provide textbooks and teacher guides developed for the new curriculum; and (c) align 

student assessment and examinations with the new curriculum and reform the inspection 

system. The component will consist of the following subcomponents. 

Subcomponent 1.1: Curriculum Reform and Implementation. This subcomponent 

would support the reform of the curriculum for Grades 1-12 to improve the quality of 

general education. The project will support the following activities: (i) orientation 

programs about the new curriculum; (ii) development of a new strategy for teaching 

science and mathematics; (iii) alignment of the curriculum for the Alternative Basic 

Education (ABE) with the new revised general education curriculum; and (iv) monitoring 

and evaluation of the implementation of the new curriculum.  

Subcomponent 1.2: Teaching and Learning Materials. In the context of available 

resources and capacity, priority will be given to the development and provision of 

textbooks and teacher guides for Grades 9-12 mathematics, biology, chemistry, and 

physics which national and international publishers can readily adapt from their market-

tested series; provision of Grades 9-12 textbooks and teachers guides in the other 

subjects; and provision of textbooks and teachers guides for Grades 1-Where the required 



quantities are small, as for books for certain languages of instruction at the primary level, 

the project would seek alternative methods of provision, including negotiation with 

contracted publishers for translation and publication in those languages. The acquisition 

of books would be made using open and competitive procurement procedures. The books 

would be delivered to MOE designated woredas. 

Subcomponent 1.3: Assessment, Examinations and Inspection. Under the first 

phase of the project, this subcomponent will focus on detailed review and analyses to 

develop strategies for implementation during the second phase. The analytical work 

would include identifying measures to strengthen the capacity of the MOE General 

Education Quality Assurance and Examination Agency (GEQAEA), including the 

Inspectorate Department, to ensure that national examinations and assessments are 

aligned with the newly developed curriculum. The program may support the expansion of 

the NLA to include Grades 10 and 12. The program may also support 

preliminary work on inspection system reforms, based on the results of the Inspection 

Reform Study to be conducted during Year 1 with GEQIP support.  

 

Component 2: Teacher Development Program (TDP) including the English 

language Quality Improvement Program (ELQIP) 

The component will support the Government‘s efforts to increase the supply of effective 

teacher educators, teachers and facilitators in primary and secondary education through 

the implementation of teacher education, and in-service and pre-service teacher 

development programs. MOE has gained some implementation experience under the 

Teacher Development Program (TDP1), financed through a pooled funding arrangement 

by a consortium of bilateral development partners. TDP1 closed in June 2008. Under 

GEQIP, MOE plans to continue to support teacher development activities, including 

improved targeting of access to primary teaching, enhanced practical teaching experience 

during teacher training, expanded in-service professional development opportunities and 

training for the facilitators (or teachers) in the Alternative Basic Education (ABE). 

Subcomponent 2.1: Pre-Service Teacher Education Quality Improvement. 

GEQIP will provide support to enhance the pre-service teacher training program for 



GoE GEQIP Plan November 2008 regular and ABE programs. The teacher training 

program will focus on six elements: (i) improved selection of entrants to teacher training; 

(ii) provision of teaching materials in the teacher education institutions (TEIs); (iii) 

enhanced practicum for teacher candidates; (iv) in-service pedagogical training for 

teacher educators; (v) enhanced English language supports in the TEIs; and (vi) provision 

of a training program for ABE facilitators. 

  

Subcomponent 2.2: In-Service Teacher Education Quality Improvement. The 

in-service teacher training subcomponent includes revision of the following program 

areas: (i) enhancing the provision of continuous professional development at schools; (ii) 

providing English language training for teachers of English and developing a cadre of 

school-based English mentors who will support all teachers using English as a medium of 

instruction; (iii) developing a teacher career structure and licensing and re-licensing 

system which recognizes professional development and behaviour; and (iv) upgrading 

primary teachers from a certificate qualification to a diploma qualification. The MOE 

Department of Education Programs and Teacher Education (EPTED) will take the main 

responsibility for management and implementation of this subcomponent in collaboration 

with ELID. 

Component 3: School Improvement Program (SIP) 

The objectives of the school improvement program component are to: (i) improve the 

capacity of schools to prioritize needs and develop a school improvement plan; (ii) 

enhance school and community participation in resource utilization decisions and 

resource generation; (iii) improve the government‘s capacity to deliver specified amounts 

of schools grants at the woreda level; and (iv) improve the learning environment by 

providing basic operational resources to schools. 

Subcomponent 3.1: School Improvement Program. The project would build on a pilot 

program that included developing a School Self-Assessment Form (SAF) for schools, 

through which schools identified problem areas, developed priorities based on identified 

problems and ultimately developed a School Improvement Plan to address the prioritized 

needs. A broad revision of the SAF and SIP templates is proposed, to ensure that the 

instruments are appropriate, user-friendly for schools, and result in prioritized operational 



plans. Capacity building at the woreda and school levels will also be delivered through 

the Management and Administration 

Program (MAP) described below to ensure that the SAF and School Improvement Plan 

processes are properly implemented. An ongoing monitoring process through the School 

Grants Utilization Survey, to be conducted every two years, will ensure that the 

instruments and training materials are updated regularly to ensure appropriateness and 

effectiveness. 

Subcomponent 3.2: School Grants. The key issue facing the provision of school grants 

in Ethiopia is not related to difficulties in disbursement, financial management or 

accountability, rather it is the acute constraints on woreda budgets which results in a 

much lower overall level of disbursement across the country than is prescribed in the 

Bluebook. The project would support the implementation efforts at the federal, regional 

and woreda levels, particularly with respect to establishing an effective system to monitor 

the flow of funds. The school grants component under GEQIP has been designed to 

address this constraint through the provision of a minimum amount of funds based on 

enrolment rates to all schools and ABE Centres. The grant will be used to finance 

elements of the school improvement plan. To assist with implementation of the school 

grants sub-component, School Grants Guidelines have been developed. These Guidelines 

provide guidance on all aspects of implementation at federal, regional, woreda and 

school/community levels and are cross referenced with the SIP guidelines. The School 

Grant Guidelines are consistent with government‘s Bluebook guidelines, but will be 

implemented as a stand-alone document to ensure that key responsibilities and outputs 

are conveyed and understood at different levels. 

Component 4: Management and Administration Program (MAP) including the 

Education Management Information System (EMIS) 

This component supports the Government‘s initiatives to strengthen the planning, 

management, and monitoring capacity of MOE, REBs, and WEOs to implement system-

wide primary and secondary education programs effectively and efficiently. The 

following objectives will be addressed: (i) improve the effectiveness and efficiency of 

education planning, management, resource allocation and utilization through human 

capacity development; and strengthen the linkages between the woreda, regional and 



federal levels; (ii) design and implement a transparent, low-cost and productive system of 

management and administration; and (iii) strengthen the EMIS including improved 

collection and use of system data for planning, management, evaluation and policy 

making. During the first phase of the GEQIP, this component will support capacity 

development for: (i) education sector planning and management (ii) school planning and 

management; and (iii) EMIS at all levels. During the first year, the predominant activity 

will be a detailed analytical and design work (MAP Capacity Development Design 

Study), followed by a more comprehensive implementation program from the second 

year. 

Subcomponent 4.1: Capacity Development for Education Sector Planning and 

Management. A key priority for this subcomponent is to build capacity for federal and 

regional level strategic planning and budget analysis, and to strengthen systems for 

resource allocation and transfer. This will include analysis of capital and recurrent 

expenditure needs, including salary and non-salary expenditures. Gender budgeting in 

education has been identified as a particular planning priority (and MOFED has 

developed training materials in collaboration with the MOE). The MAP Capacity 

Development Design Study will be carried out under this subcomponent. No other 

activity will be implemented in Year 1 (though non-pooled DPs will continue such 

support); other programs will be developed and implemented starting in Year 2, 

based on the results of the impact and needs assessment. 

Subcomponent 4.2: Capacity Development for School Planning and Management. The 

objective of this subcomponent is to contribute towards strengthening participatory 

school planning, management and monitoring for the purpose of greater effectiveness, 

efficiency and accountability in school performance, and improved teaching and learning. 

An essential aspect of improving quality will be to improve performance through 

strengthening planning and management capacity at the point of service delivery, i.e. the 

school. This sub-component has two major elements (i) SIP training and (ii) the 

Leadership and Management Program (LAMP), which was started under TDP1. This 

subcomponent will be closely coordinated with the School Improvement Program (SIP), 

including application of the specific planning and assessment tools to be developed under 



SIP. Additional programs will be developed and implemented from the second year, 

dependent on findings from the MAP Capacity Development Design Study. 

Subcomponent 4.3: Education Management Information Systems (EMIS). Under the 

first phase of the GEQIP, the MOE plans to strengthen the existing system through a 

combination of: (i) capacity development for policy analysis and planning, (ii) renewal, 

renovation, repair and ongoing maintenance of IT infrastructure at the federal, regional 

and woreda levels; and (iii) several enhancement initiatives that will make education 

information more accessible and relevant. This subcomponent will support MOE and 

REBs to (i) strengthen the existing education management information systems; and (ii) 

build the capacity for policy analysis and planning of the MOE in order to improve 

education provision. 

Component 5: Program Coordination and Monitoring and Evaluation 

Effective implementation of the GEQIP will depend on efficient coordination 

mechanisms; proper financial management and procurement practices and the timely 

implementation and effective monitoring and evaluation of project outcomes. This 

component will provide the necessary resources for effective coordination and 

monitoring and evaluation, and the implementation of an information and 

communications strategy at the national and sub-national levels. This component has two 

main subcomponents. 

Subcomponent 5.1: Program Coordination. The GEQIP will be implemented at the 

federal, regional and woreda levels as well as at the participating public universities and 

teacher training institutions, responsible for pre-service and in-service teacher 

development programs, and coordinated by the MOE in close coordination with the 

regional and woreda governments, and the participating institutions. At the federal level, 

the Planning and Policy Analysis Department of the MOE will coordinate the 

implementation of the GEQIP, reporting directly to the State Minister for General 

Education, with inputs from relevant departments and institutions. The technical support 

for the implementation of the program includes a team of short and long-term 

consultants, specializing in project implementation (including project management, 

financial management, procurement and M&E), resident in MOE, and providing regular 

support to regions. MOE will play a key role with technical aspects and procurement 



management of the project, whereas MOFED will be responsible for financial 

management aspects. At the regional level each region will have a similar institutional 

arrangement as the federal level, and the Planning Department will coordinate the 

implementation of the regional GEQIP, reporting directly to the Head of the RBE. Funds 

would flow from MOFED to BOFED to WOFED as directed and then directly to the 

implementing institutions (i.e., teachers colleges, schools) while keeping the REBs 

informed about the transactions.  

Sub-component 5.2: Monitoring and Evaluation. This subcomponent will support the 

establishment of a robust M&E system at the federal, regional and woreda levels to 

monitor and evaluate project outcomes and broader educational trends to provide 

feedback to improve performance. The MOE will continue to update data to facilitate 

accurate reporting on the key progress indicators. Most of the data for monitoring project 

outcomes will come from existing mechanisms such as EMIS, or regular project reports, 

supplemented by project preparatory studies and a baseline survey undertaken prior to 

effectiveness. A number of surveys are planned as part of the M&E strategy as follows: 

(i) baseline survey at the beginning of Year 1; (ii) School Grants Utilization Survey at the 

end of Years 1 and 3; (iii) mid-term review in the middle of Year 2; and (iv) exit survey 

at the end of Year 4 to assess impact of Phase 1 and to plan for Phase 2. In addition, 

various policy and evaluation studies will be financed to address key issues (e.g., quality, 

financing, teacher effectiveness and utilization); annual reviews and impact assessments 

under the supervision of the PPAD. The M&E sub-component would oversee the 

development and implementation of a gender and equity needs assessment that covers all 

of the GEQIP components during Year 1. Efforts will be made to connect education 

review processes with PBS review processes, including the JBARs. 

3. Curriculum, Textbooks and Assessment (CTA)  

Background and Situation Analysis 

Curriculum 

A full General Education curriculum reform is currently underway. The current 

curriculum has been revised once since its introduction 15 years ago. This first revision 

focused mainly on re-arranging content and addressing concerns such as civic education, 

gender equity, HIV/AIDS education and other government policies and strategies. 



Following a short needs analysis carried out by the General Education Curriculum 

Framework Development Department (GECFDD) in 2007, work began on developing a 

new curriculum framework, syllabuses, content flow charts, and minimum learning 

competencies (MLCs) for Grades 1–12 subjects, as well as a new science and maths 

strategy document. The new curriculum is being developed by the GECFDD and regional 

education bureau (REB) experts with assistance from international and national 

consultants. The reform has the aim of further addressing issues of the overloading and 

sequencing of the content, with an additional focus on more active learning 

methodologies. It is also designed to be responsive to international economic realities, 

national democracy and gender equity. The revised curriculum documents for the Grades 

1–12 — curriculum framework, 

syllabuses, content flow charts and MLCs — were approved in September 2008. These 

documents are now being proofread and corrected prior to procurement of printing and 

distribution to REBs, woredas and schools. Development of syllabuses, content flow 

charts and MLCs for three subjects — Information Technology, and Grades 11–12 

Economics and Basic Business — has been delayed by the unavailability of suitably 

qualified personnel. These materials are now expected to be ready for Ministerial 

approval in early 2009. The revised curriculum documents will be supported by new 

textbooks and teacher guides in three stages: 

• Grades 9–12 mathematics and the three science subjects (biology, chemistry, physics) 

to reach schools for the beginning of the school year ETC 2002 in ratio 1:1 

• Grades 1–8, all subjects, to reach schools during the school year ETC 2002 in ratio 1:2 

• Grades 9–12, all subjects (other than mathematics and the three science subjects) to 

reach schools for the beginning of the school year ETC 2003 in ratio 1:2. 

It is expected, therefore, that the full curriculum for Grades 1–12 will be introduced 

within two years. Because new Grades 1–8 textbooks will not be available until the 

middle of the 

school year ETC 2002, some regions will reprint existing textbooks in limited quantities 

for the beginning of that school year. The MoE is aware of the need to balance the 

urgency of curriculum reform against the need to improve the overall quality of teaching 

and learning. Quality will not be compromised by the desire to quickly replace the 



current curriculum. The MoE is also aware that the timing for implementing the new 

curriculum will depend on the capacity of publishing companies to develop new or, for 

Grades 9–12 mathematics and the three science subjects, to adapt materials according to 

MoE curriculum and textbook operational guidelines. The scale and speed of the review 

and reform of the curriculum have meant that 

participation in, and understanding of, the process has perhaps not been as wide as would 

normally be expected. Therefore, there is a challenge for the GECFDD to develop a 

programme of orientation, information and public awareness, which should begin before 

the new curriculum is implemented. 

Textbooks 

The quality and availability of textbooks and other materials have represented a challenge 

to effective teaching and learning for many years. Although some REBs have recently 

managed to improve the textbook: student ratios for primary grades, reaching as high as 

1:1, the content of the textbooks is widely seen as not being conducive to effective 

learning. One of the main reasons for this is the limited capacity, experience and 

resources of textbook producers in the regions. (The development, print procurement and 

delivery of textbooks for Grades 1–8 are all currently the responsibility of the REBs, 

while the mandate for developing textbooks for Grades 9–12 is assigned back to the 

MoE.) While the costs of current textbooks are apparently low, with cover prices of as 

little as 5 ETB, the real costs are considerably higher due to the amount of time that it 

may take to deliver the books to the schools themselves. Furthermore, the low costs 

reflect the fact that minimum specifications are used, with the result that:  

• textbooks are unattractive, using very few illustrations 

• all textbooks are printed in a single colour (black) 

• all binding is either wire saddle- or side-stapled, resulting in shorter book life 

• paper is of low grade and weight, leading to show-through of printing and low 

resistance to tearing 

• the textbooks covers are very unattractive. 

Furthermore, teacher guides are either non-existent or do not meet the required level for 

all grades. Teachers are expected to depend on the activities and methods described in the 

syllabuses. However, in reality, very few do so and the teaching is largely based on 



encouraging students to memorise what is printed on the pages of their textbooks. As a 

result of the above problems of textbook content and provision, the MoE has decided to 

adopt a new approach to procuring textbooks and teacher guides. International tenders 

will be announced for the development, printing and distribution of textbooks and teacher 

guides conforming to the requirements of the new curriculum. Procurement will be 

organised in ‗packages‘ by cycle series. For secondary (Grades 9–12), the packages will 

be organised by subject. Primary 

(Grades 1–8), packages will be organised by subject and language of instruction. The 

quantities of each textbook and teachers guide required will be specified in each lot and 

package. Bidders will be required to submit: 

1. sample sections of camera-ready copy for each subject and grade (8–12 interior pages 

for Grades 1–4, 16–24 interior pages for Grades 5–8, and at least 32 interior pages for 

Grades 9–12) with accompanying teacher guide pages, written, edited, designed, typeset, 

illustrated, proof-printed, and with a dummy showing the book format, number of pages, 

paper stock, cover finish and binding 

2. the price per copy, per region, delivered to woredas as specified by the MoE. Titles for 

each subject and grade will be qualified at federal level. The regions will then choose one 

title from those qualified. Translation, where necessary, will be carried out in agreement 

with the publishers of the selected titles. The new approach is designed primarily to 

facilitate the process of textbook and teacher guide development, by means of a 

partnership with private sector publishers both within Ethiopia and from abroad. The 

challenge for the MoE is therefore to introduce the new procurement system, with 

improved textbook and teacher guide content and production specifications, without 

increasing the overall cost of procurement. At the same time, the MoE is aware of its 

responsibilities to encourage local Ethiopian partners in the publishing 

and printing industry. 

Assessment 

Monitoring the academic achievement of students is a critical component of an effective  

ducational system. A comprehensive assessment and monitoring system makes it possible 

to answer important questions about the student, the classroom, the school and the 

educational system as a whole. Assessment for monitoring and grading students‘ 



achievement in the Ethiopian school system is mainly exercised through the 

administration of:  

a) mid-term teacher made classroom tests to monitor students‘ learning progress  

b) final examinations to assess how far students have attained the overall subject 

objectives  

c) national exams delivered by the General Education Quality Assurance and 

Examination Agency (GEQAEA) at the end of primary education (at the end of grade 8), 

general secondary education (at the end of grade 10) and the second cycle of secondary 

education (at the end of grade 12). The agency also conducts national learning 

assessments at grades 4 and 8. Since 1999/2000, the agency has carried out three national 

learning assessments every three to four years at Grades 4 and 8. The main objectives of 

the assessments are to obtain adequate information about the overall learning 

achievement of grade 4 and 8 students and to identify major factors that potentially 

influence academic performance. In addition, the MoE has launched a nationwide school 

improvement programme. Each school is required to carry out self-assessments on the 

basis of a form that involves performance indicators. An inspection department at federal 

level and supervision at regional level are established for visiting schools to monitor the 

effectiveness of school management, teachers‘ performance and students‘ 

achievement. A consultancy study was carried out in early 2008 with the aim of: 

 • providing the basis for planning and strengthening of the current student learning 

assessment and monitoring system and 

• informing the planning of the General Quality Improvement Programme (GEQIP) as it 

relates to the student learning assessment and monitoring system. 

The study assumed that multiple-choice testing would remain a substantial component of 

the grade 10 and 12 assessments, as the answer sheets are relatively simple to administer 

and can be scored and processed quickly for large numbers of students and have the 

advantage of covering a large amount of syllabus content. They also provide detailed 

feedback on characteristics of individual items, objectives and levels of achievement of 

students classified by grade, gender, region, language, etc. However, construction of 

good and effective multiple-choice items is time-consuming. It demands a detailed 

analysis of curriculum documents, textbooks and different 



cognitive levels (recall of facts, interpretation, analysis and synthesis). Strategies to 

improve the quality of the questions were suggested, as well as the addition of openended 

questions and alternatives to multiple-choice questions, which would result in increased 

validity and reliability of testing. It is thought that the exclusive reliance on multiple-

choice questions for school and 

national examinations may be causing a negative back-wash effect on classroom practice. 

The skills that are measured by multiple-choice questions are limited to recall of facts. 

Thus, wider understanding and mastery of analytical and practical skills are not tested. It 

is possible that productive skills not tested by multiple-choice questions, such as writing, 

reasoning, arrangement and presentation of data or practical skills, are not being taught in 

schools because they are not tested in exams. This would obviously affect students‘ 

ability in these areas. If this is so, the exclusive use of multiple-choice testing should be 

reconsidered. However, it might be possible to argue that multiple-choice testing is the 

best option since it produces more reliable results than other forms of testing. It can be 

scored by machine which avoids delays and error, and it is the cheapest form of testing. 

With the rise in school enrolment and retention, the introduction of manual scoring would 

entail a high start-up cost in training markers and an increasing on-going cost. With 

multiple-choice testing, unit cost efficiency rises with increased entries. The challenge for 

the MoE is to strengthen the capacity to improve assessment practices in schools through 

training. 

6.1.2. Inspection 

Inspection is also an important part of this sub-component. At present, a school 

supervision and inspection system exists only at regional level. However, there is a newly 

established department at national level. This department is currently working on 

frameworks, guidelines and manuals for a national system of supervision and inspection. 

Feasibility studies are underway along with field trips for needs assessment. The capacity 

of the new department needs to be strengthened through further training for its experts by 

international consultants, study of international 

practice and experience-sharing trips to other countries.  

 

6.1.3. Approach and Technical Rationale 



Curriculum Reform and Implementation 

The MoE has already committed to completing a new curriculum and basic curriculum 

documents such as syllabi, MLC, content flow charts and curriculum framework for all 

subjects for Grades 1–12 by November 2008 — well before the start of the GEQIP 

pooled funding. This will enable funding under GEQIP to be largely applied to 

curriculum implementation rather than development activities. It should be noted that the 

Government will be responsible for the costs of printing, distribution and translation 

(where necessary) of the revised basic curriculum documents (curriculum framework, 

syllabuses, content flow charts, and MLCs) for all Grades 1–12 subjects, and the science 

and maths strategy. Curriculum activities under GEQIP will focus on four main areas: 

1. support to, and supervision of, schools that are implementing the new curriculum 

2. an orientation and information campaign to inform all stakeholders of the curriculum 

reform principles, process and timetable and the related documents 

3. a review and reform of the curriculum for Alternative Basic Education 

4. ongoing monitoring and reporting on the impact of the curriculum implementation, in 

terms of teaching methodologies, student attitudes and, to some extent, on learning 

outcomes. One of the first curriculum activities under the GEQIP programme will be to 

plan the orientation and information campaign. This campaign will be sustained 

throughout the period of preparing for implementation of the new curriculum and the 

period of implementation, including all related teacher training activities. The first phase 

will be targeted at MoE departments, REBs and teacher training colleges to ensure an 

awareness of the essential curriculum activities. The primary purpose of orientation 

within the MoE and REBs will be to gain support and understanding for the activities and 

to ensure an effective integration with all other appropriate activities. The second phase 

should be aimed at the schools themselves, where such changes are likely to find the 

steepest challenge. It will be essential to win the support of teachers by demonstrating 

how the new curriculum will improve teaching and learning. If possible, this will be 

extended to the provision of information to parents and communities in general during 

school open days. The campaign will be planned and coordinated by GECFDD and rolled 

out using the 



cascade model with cluster training, involving GECFDD personnel and regional experts 

who have been involved in the actual syllabus review and reform. REB experts, 

supervisors and selected teachers will be trained as TOTs. All phases of the campaign 

will be supported by the use of appropriate media (including radio, television, plasma) 

and languages to reach the target audiences. The campaign will also be able to inform 

audiences of the changes in textbook and 

teacher guide procurement procedures and assessment procedures. The speed at which 

the current curriculum has been reviewed and the new curriculum developed means that 

monitoring and reporting are essential means of testing whether the curriculum changes 

have gone far enough. Monitoring activities will be carried out on a twice-yearly basis, 

jointly by GECFDD and the regions. A review and reform of the curriculum for 

Alternative Basic Education (ABE) will be carried out to bring it in line with the revised 

GE curriculum. This will be carried out by 

GECFDD. 

6.1.4. Teaching and Learning Materials 

In the context of available resources and capacity, priority will be given to the 

development and provision of textbooks and teacher guides for Grades 9–12 mathematics 

and the three sciences – biology, chemistry, physics – as these subjects are largely 

‗universal‘ and can therefore be developed more quickly through adaptation of existing 

materials, which publishers have prepared and distributed in other countries. Provision of 

textbooks and teacher guides for all Grades 1–8 subjects and all other Grades 9–12 

subjects will follow. Improved textbook: student ratios are a priority for all grades and 

subjects. The provision of workbooks for core subjects will be reviewed for possible 

introduction in the second phase of GEQIP. The provision of supplementary readers 

under GEQIP will also be reviewed for possible introduction in the third year of the 

programme. Again, this is in accordance with MoE priorities to improve the availability 

of high quality textbooks and teacher guides as the most effective strategy for improving 

learning through materials. In addition, it is expected that some funding will be available 

from other sources for supplementary readers during the first two years. The MoE has 

adopted a new approach to the procurement of textbooks and teacher guides for all 

grades. The changed approach is based the MoE purchasing finished textbook and 



teacher guides from publishers. International tenders will be announced for the 

development, printing and distribution 

of textbooks and teacher guides in packages (or ‗lots‘) prepared by subject and grade 

level. Bidders will be required to provide sample sections of camera ready copy for each 

subject and grade, as well as a dummy book showing format, paper and binding. 

Procurement will then follow a two-step process:  

• evaluation and selection of qualified books at federal level 

• regional selection at REB level from those books qualified federally. Supplementary 

readers will be procured in a different way. Publishers will submit titles in any language 

for evaluation and approval, but will also submit a published price for each title. The 

MoE will evaluate the submitted readers on the basis of conformity to specifications only 

and will send a list of titles, with their prices, to the REBs for evaluation and selection. 

Publishers will be responsible for printing and supplying to the REBs. The new systems 

of textbook and reading book procurement will be monitored to ensure that the objectives 

of the new operational guidelines are met. 

6.1.5. Assessment and Examinations 

Assessment, examinations and inspection activities under this sub-component will 

developed through further detailed analytical and review work. Strategies and plans will 

be developed for implementation later in the first phase or in the second phase as 

appropriate in response to the outcome of the analytical work. 

6.1.6. Curriculum 

The management of the curriculum orientation/information campaign will be coordinated 

between federal and regional levels. The review of the Alternative Basic Education 

curriculum will need to be carried out at federal level by GECFDD, following approval 

of the general education curriculum. In collaboration with REBs, a plan for monitoring, 

reporting and evaluation of the implementation of the new curriculum documents will 

need to be designed by 

GECFDD. This will track the impact of the key elements of the new curriculum. This 

will be essential to inform proposed teacher training plans, inspection/supervision 

activities and possibly also assessment procedures. It is also expected that the MoE will 

begin a new cycle of curriculum review before the end of the GEQIP programme, which 



will need to be informed by the monitoring and evaluation reports. The GECFDD will 

manage the monitoring and evaluation of the curriculum, and will provide reports to the 

MoE as well as to REBs. The timing of curriculum development has now changed from 

an approach in which each cycle was reviewed over a period of two years, thereby 

engaging the GECFDD in continuous curriculum development, to one in which there will 

be ‗fallow‘ time between periods of curriculum development. This allows more time for 

proper curriculum monitoring. 

6.1.7. Textbooks 

Considerable attention will need to be paid to developing capacity at both federal and 

regional level for the proper implementation of the new procurement system. Activities 

will include: 

• the development of the textbook and teacher guide tender documents  

• the management of the tender process 

• evaluation and selection of textbooks and teacher guides at both federal and regional 

level. 

All stages of the process will need to be fairly and transparently managed in order to 

establish public confidence in the system and to ensure that the most appropriate 

textbooks and teacher guides reach the schools. The high financial value of the tenders 

will place considerable pressure on the system, which will therefore need to be strong 

enough to withstand such pressures. Textbook and teacher guide management capacity is 

recognised as being currently 

under-strength. Competent managers will be needed at federal and regional level. 

With the removal of textbook and teacher guide development responsibilities from 

REBs (when these responsibilities are transferred to publishers), it is expected that 

capacity will be freed at regional level to take on such management roles. A 

comprehensive training programme will be designed and implemented. Textbook and 

teacher guide evaluators (and moderators) will also be identified and trained, especially at 

federal level. At present, there are textbook management units within the REBs. Capacity 

is mixed with some regions requiring strengthening. A unit has been formed at federal 

level to oversee the procurement and distribution of new textbooks and teacher guides. 

The MoE is currently considering the feasibility of attaching this unit to the Procurement 



Department, as recommended by the World Bank‘s Textbook and Procurement 

Specialists. Textbook monitoring will be strengthened in order to ensure that the target 

textbook: student ratios are met in each region across all subjects and grades. While some 

regions have managed to develop a system for collecting data on the actual number of 

copies of each title, other regions have yet to make progress in this critical 

area. Therefore there will need to be a process of transferring learning from some regions 

to others. Only in this way will it be possible to reduce the inequity of some schools 

having high ratios while other nearby schools have very low ratios. The MoE will be 

responsible for undertaking publishing tenders in the same way as they currently do. 

Publishers will produce the translations/adaptations of some languages of instruction in 

collaboration with REBs. The responsibility for textbook and teacher guide procurement 

will be undertaken at the federal level. 

The advantages of federal procurement will be maximising economies of scale and 

simplifying tendering, particularly if dealing with international publishers. After REBs 

have selected their titles, the MoE will contract and pay the publishers. Where more than 

one REB has selected a particular title, the MoE would contract that publisher to print 

and distribute copies for all REBs that have selected the title. (This may require minor 

changes to the cover only. It will also mean that REBs and the MoE should agree to make 

few or no changes to the text.) REBs will be able to work in partnership with publishers 

of qualified textbooks and teacher guides to translate, print and distribute those titles into 

local languages of instruction. A monitoring and evaluation plan will be designed by the 

MoE, which will track the effectiveness of the textbook and teacher guide procurement 

systems. 

Assessment 

It is emphasised that the development of the examination, assessment and inspection 

strategy needs to be strengthened, with the need for extensive further analysis. In this 

respect management and implementation arrangements will require further development. 

7. Second level alternative education TVET  

 



The TVET strategy makes it clear that unemployment among the youth is significantly 

higher than the rest of the workforce. Generally it is said that there is a substantial skill 

gap throughout the economy, especially in economic sectors with a higher skill level and 

outside of Addis Ababa. 

 

7.1.1. Formal, Non-formal and informal TVET sector in Ethiopia 

 

TVET is seen as an overarching term to describe all modes of formal, non-formal and 

informal training and learning below higher education provided by all government and 

non government providers. The TVET aims to provide more TVET opportunities to a 

wide range of different groups including, school leavers, dropouts, people without formal 

education including illiterates, entrepreneurs and employees, farmers and their families, 

people from marginalized ethnic groups and other groups.  

 

Realizing the need for skilled human power, it has been envisaged that: 

“Technical and Vocational Education and Training (TVET) in Ethiopia seeks to create 

competent and self-reliant citizens to contribute to the economic and social development 

of the country, thus improving the livelihoods of all Ethiopians and sustainably reducing 

poverty.” 

 

It was with this vision that measures were taken to expand the formal and non-formal 

TVET program across regions and Woredas.  Formal TVET has been provided mainly to 

secondary school leavers. Working people have also been benefiting from the program 

through evening classes and distance learning. Non-formal TVET has been offering 

training to a wide range of groups.  

 

Informal TVET sector is recognized and described as those operations which are 

unregistered and operating on a very small scale and with a low level of organisation. The 

informal sector operates without fixed locations or in small shops, outlets or through 

home-based activities. The government has little or no direct involvement in informal 

TVET in other words it is not supported or regulated by the government. 



 

7.1.2. Facts and figures the Formal TVET Sector 

According to the Education and Training Policy (ETP), the formal TVET system of the 

country requires completion of a tenth-grade education to obtain certificate, diploma and 

advanced diploma upon completion of the levels 10+1, 10+2 or 10+3 of the TVT 

program. In order to provide options for the increasing number of school leavers, the 

Government embarked upon a massive expansion of formal TVET since 1993. Between 

1996/7 and 2006/7, the trained in number of TVET institutions providing formal and non-

agriculture TVET increased from 17 to 388, and enrolment from 3,000 to 191,151. Of 

these, over 30% were non-government TVET institutions. Around 60% of formal TVET 

is provided in the form of regular programmes and 40% in evening classes.  

 

Despite the enormous expansion of formal TVET program, it only caters for less than 3% 

of the relevant age group. Enrolment figures in formal TVET programmes show a 

considerable gender disparity with about 43% female students. Besides girls are over 

proportionately represented in commerce and typical female occupations such as textiles 

and hospitality, and underrepresented in traditional technical occupations. In 2004/05, 

42,000 trainees were enrolled in agriculture TVET programmes and some 10,000 in 

teacher training institutes and colleges. It is believed that more students were enrolled in 

agriculture and teacher training institutes in the following years.   

 

The growth of enrollment in formal TVET institutions could be observed from the table 

below. 

 

Table: Number of students by sex and gender 

 2002-

03 

2003-

04 

2004-

05 

2005-6 2006-

07 

Male  37,37

7 

45,79

8 

51,940 61,415 107,32

7 

Female 34,78

5 

41,36

0 

54,396 62,142 83,824 



Total 72,16

2 

87,15

8 

106,33

6 

123,55

7 

191,15

1 

% of 

female

s 

48.2 47.5 51.2 50.3 43.9 

Averag

e 

annual 

growth 

rate 

 30.2 24.6 27.6 30.0 

 

Source: MOE, Annual Statistical Abstract 2008. 

Note! The actual enrollment data is likely to be slightly be higher than that shown in the 

table above since data from Afar, Somali, Gambela and Harari regions was not included. 

 

The table shows that there has been steady increase in the number of students enrolled in 

formal TVET training institutions. The total enrollment that was only 72,162 in 2002/03 

became 191,151 in 2006/07. The annual average increase was 28.1%. Definitely this is a 

big success story. However, compared to the youth population in need of TVET training, 

there is still a need for the establishment of a large number of formal and non-formal 

TVET institutions. 

 

Gender: In the last seven years, female enrollment has also significantly increased in 

TVET centers although the gender gap was not consistent. The number of female 

students was lower than male students in 2003/03 and 2003/04 and it was greater in 

2004/05 and 2005/06. It sharply widened in 2006/07 for reasons not yet clear. 

 

Generally, it is important to examine the gender gap and take measures that could bridge 

it. It is also important to examine the types of trades girls are enrolled in. As it is often 

said girls should not be limited to traditional female stereotype roles. They need to 

equally participate in all vocational areas including the prestigious ones.   



 

 The following table provides a more detailed 2006/07 enrollment figures in TVET 

centers by region 

 

Table Distribution of enrollment by region 

Region  Total 

Enrollment 

NO. 

TVET 

centers 

No of 

teachers 

Teacher-

student 

ratio 

Tigray 19,420 40 862 1:23 

Afar - - - - 

Amhara 29,830 61 1,238 1:24 

OROMIA 52,596 103 1,768 1:30 

Somali - - - - 

Benshangul 

Gumuz 

3,707 14 188 1:20 

SNNP 36,198 63 1,155 1:31 

Gambela - - - - 

Harari - - - - 

Addis 

Ababa 

45,195 98 1,742 1:26 

Dire Dawa 4,208 9 130 1:32 

Total 191,151 388 7,083 1:27 

 

In 2006/07, the number of TVET institutions owned by the government and private 

sectors was reported to be more or less equal. The table also shows the disparity in terms 

of teacher student ratio the lowest being 1:20 and the highest 1:32.  

 

7.1.3. TEVET Curriculum 

Twenty broad vocational areas have been identified for the TVET program by the MOE. 

Over 163 trades were also intended under the twenty vocations. The table below shows 

the number of the trades identified and the levels at which the trades are provided. 



 

No. Occupations Number 

of 

trades 

Levels at which the 

trades will be 

provided 

1 Construction 18 Level iii (6); Level 

iv (7) 

2 Electricity/electronics 7 Level iii (3), Level 

iv(3) 

3 Metal manufacturing 3 Level (iii) (2); Level 

iv (1) 

4 Automotive 5 Level iii (2); Level 

iv (3) 

5 Textile technology 7 Level ii (1); Level iii 

(4); Level iv (2) 

6 Leather technology 11 Level iii(6) Level 4 

(5) 

7 Agro food processing 23 Level iii (3) Level iv 

(5) 

8 Industrial laboratory 5 - 

9 Business and services 10 Level iii (3); Level 

iv (5) 

10 Hotel and tourism 9 Level iii (3); Level 

iv (4), Level (v) (1) 

11 Information-

communication technology 

5 Level iii (2); Level 

iv (2), Level v (1) 

12 Metrology 3 Level iii (1); Level 

iv (3), Level v (1) 

13 Health 16 Level iii (1); Level 

iv (13); Level (2) 

14 Culture 8 Level iii (4); Level 



iv (3) Level v (1) 

15 Craft 1  

16  Transport 14 Level I ( 2), Level ii 

(3) Level iii ( 3); 

Level iv (6)   

17  Defense  10 Level iv (10) 

18 Water technology -  

19 Agriculture -  

20 Sport -  

Total 163  

 

The number of trades is not yet exhausted, more could be identified. Currently the formal 

TVET institutions are providing about 39 trades in regular, evening and distance learning. 

There is great disparity in terms of trades offered by the different regions. It ranges from 

6-39 in regular classes 5-18 in evening classes and 2-11 in distance learning in 

government institutions. The training areas provided in non government organizations 

range from 4 - 28 in regular classes, 1-24 in evening classes and 6 to 16 in distance 

learning. A one year training program is organized for the 10 + 1 program certificate 

students, a two year program for 10+2 diploma students and a three year program for 

10+3 advanced diploma students.  

 

The Ministry of Agriculture runs 25 of the 388 TVET centers. It enrolled more than 20% 

of the students (35,365) in 2006/07. The percentage of enrolled female students from the 

total was 13%.  The MOE also runs agricultural TVET programs. The major trainings are 

animal science, plant science, natural resources, animal health and co-operatives. 

 

7.1.4. Curriculum development 

At the beginning of the launching of the TVET program, the Ministry of Education was 

in charge of identifying the vocational areas and the specific trades offered under each 

vocation. It was also responsible for developing training materials centrally. It could be 

said all training centers were using similar materials for the same training areas. It is 



envisaged that taking existing experiences of other countries could promote the country 

to the technological and economic development level that others have reached as much as 

possible within the shortest period. Thus, with the technical support of GTZ experts, the 

experiences of Australia and Philippines have been adapted and used as a bench mark.  

 

Occupational standards were developed for all the trades being provided in formal TVET 

institutions with the involvement of stakeholders. The Ministry of Education has also 

facilitated the development of occupational standards for vocational trainings provided by 

the Ministry of Agriculture, Ministry of Health, Ministry of Culture and Tourism, 

Ministry of Defense, Road Authority and a few others  

 

It has been more than a decade since the TVET curriculum has been decentralized. Each 

training institution is accountable for developing its training materials based on the 

centralized occupational standards. Developing training materials has become a challenge 

for all TVET institutions. To curve the problem, model training materials have been 

developed and disseminated. However, training institutions are seen using old materials 

and the model materials without much change. The government expects all training 

institutions to develop materials that reflect local needs and environments. Training 

modules development is facilitated, monitored and evaluated by regional TVET Bureaus 

or Commissions. 

 

The other major problem observed in curriculum development was the continuous change 

made in it. At the beginning, all training materials were prepared centrally and used by all 

institutions with similar inputs and processes. That was changed shortly by occupational 

standards which were prepared for 10+1, 10+2 and 10+3 program. Lately the 

development of the occupational standards has been re-categorized into five levels i.e. 

Level 1, Level 2, Level 3, Level 4 and Level 5 packages. Changing the curriculum with 

out giving it adequate time for implementation has created a feeling of discomfort on 

both developers and implementers and is seen as wastage of time and other resources. 

 



The Level 1 and Level 2 training packages are developed for students who drop out 

before completing grade 10 and for those not entitled to enroll in the 10+1, 10+2 and 

10+3 program. The Level 1 and Level 2 packages are short term programs for those who 

need to acquire specific skills and enter the world of work.   

 

 

 

7.1.5. Training  

As has been pointed out earlier, trainees are offered certificate, diploma or advanced 

diploma program that is provided for one, two and three years respectively. The program 

has career development opportunity for those who deserve it after giving service in the 

world of work. In this regard, one of the major challenges is trainers‘ capacity. Many of 

the trainers are said to be old timers and lack the creativity and practical skills to 

competently give the desired training using the new equipments available in TVET 

centers.  

 

A number of short term training has been organized to capacitate trainers. The 

government has made efforts to bring expatriate trainers who could bridge the gap. Yet 

many feel that care should be taken in the selection and deployment of expatriates and 

more efforts need to be done to continually upgrade the capacity of local trainers.  

 

The other challenge with regard to TVET training is the lack of opportunity for 

apprentice ship. There are no adequate number of factories, production units and other 

opportunities for attachment. The few that are available are not often willing to provide 

attachment opportunities.  

 

Facilities and equipment 

It is said that many of the government TVET training institutions are well equipped and 

furnished. Most contacted individuals appraise the effort made by the government to 

support and facilitate the formal TVET program.   

 



Employment opportunities  

Experts feel that there is plenty of opportunity for self employment of TVET trainees. It 

is very difficult to accept this assertion unless labor market assessment and tracer studies 

are made. As it stands very little is known about the whereabouts of former graduates 

since tracer studies have not been made. 

 

7.1.6. the Non-formal TVET 

For decades short-term non-formal technical and vocational training has been provided to 

different groups of youths and adults. Community Skill Training Centres (CSTC), 

prisons, farmers training centres, rural appropriate technologies, etc are known as non-

formal TVET training centres. The government, NGOs and the private sector have been 

running different training programs.  The purpose of all these organizations has been to 

build the capacity of the workforce and to alleviate poverty by providing skill trainings of 

the poor and improving their livelihood. Unfortunately the scale at which training has 

been given was so small that it has not made substantive change on the life of the 

majority of the poor. 

 

In Ethiopia, some of the known trades given in NFTVET centres include woodwork, 

metalwork, tailoring, embroidery, weaving, typing, computer training, driving, etc. These 

trades have been given in institutions like Community Skill Training Centres (CSTC), 

prisons and other government institutions. However experiences vary across regions in 

the country and in other countries regarding the types of trainings given and the modality 

under which it is given.  

According Education Expertise Committee (EEC), Non–Formal TVET is any organized 

form of training for which the content and learning aims and targets have been defined. 

By definition, NF–TVET means training based on well-defined curricula, either within or 

without an institution, with or without guidance from a teacher or trainer. It also includes 

informal training, e.g. learning on the job or self-learning. From the general economic 

development and the demand for better livelihood point of view, NF-TVET is considered 

a broad area of learning that accommodates learning/training needs of various target 

groups both in content, scope and depth and goal orientations.  



 

NF – TVET designate every other form of formal technical and vocational education and 

training. This includes:  

 Training over different periods of time – from short-term courses of a few days to long-

term programs of up to 6 months,  

 Training through different modalities: (institutional, community based, mobile, link and 

apprenticeship) 

 Life skills or add-on components for ABE / Primary Educations  

 Training for a wide range of target groups:  

o Unemployed, youth and adults,  

o School dropouts and those with grade 8 - education or lower including illiterate 

people,  

o People potential /active in the informal economic sector,  

o People from urban and rural areas,  

o Landless poor, and 

o Disadvantaged groups 

o People with disabilities 

 Non-formal TVET differs from formal TVET in the following respects: 

 The educational background of the target groups is different and very diverse.  

 Teachers/trainers/instructors are so far usually not certified or examined.  

 There are no standardized curricula to be used in non-formal TVET provision. 

 The duration of training is usually shorter and varies widely.  

 Non-formal TVET is more cost effective than formal TVET. 

 

Profile of data sources/respondents 

NF-TVET training provision is characterized by lack of uniformity in profile of human 

power. Differences in qualification and experience of trainers and managers within 

government NGO, private and CBO considerably vary. 

 

 The majority (18 out of 19) of the NF-TVET coordinators, managers and trainers are 

males (NF-TVET mapping study).  



 

 Trainers working in the private institutions have better qualification compared to those 

working in the government institutions although trainers in government institutions have 

long years of experience.  

 

 In Addis Ababa, trainers working in NGO and the private institutions have better 

qualification compared to Amhara region and Oromia. 

 

The recent Non- Formal TVET mapping survey report showed that NF-TVET is provided 

in over 400 government, Private, community and non-governmental organizations. The 

number is expected to be much more than this as there is one Farmers Training Centre 

(FTC) at Kebele (peasant association) level. The highlights of the findings of mapping 

survey study could be observed from the following paragraphs. 

 

Profile of training Providers 

The sample training institutions in the three regions mainly consisted of government, 

NGO, private and community owned. The literature shows that there are five TVET 

provision modalities i.e. institutional, community based, mobile, link and apprentice. Of 

these, the mobile modality is observed only in one case. The Save the Children UK is the 

sole provider of mobile training to the rural people on woodwork, tailoring, weaving and 

embroidery. Although it is known that apprenticeship is being exercised almost in all 

vocations, there is very little documentation on how it works, how many are trained and 

what the benefits are in terms of self-employment and improving the livelihood of 

trainees.  

 

Objectives of the training institutions: 

There are lots of similarities between the objectives of government and NGO NF-TVET 

training institutions across the three regions. Most government and NGO institutions 

provide training that will enable poor youth and adults engage in self-employment with 

the ultimate goal of improved livelihood of trainees. Disabled persons, people with 



HIV/AIDS and poor women are among those who are given training opportunities\by 

NGOs and CBOs. 

 

Types of trades provided 

Compared to the experiences of other countries, the types of trainings provided in 

Ethiopia are very few (only 26 types) in numbers although there is distinct variation in 

terms of types of trainings given in government, NGO and private institutions. The major 

types of trainings provided in government institutions are basic metal work, tailoring, 

knitting and embroidery.  

 

Non- government organizations are giving training on leather craft, heavy machine 

operation, metal work, secretarial science and photographing, and private institutions 

provide training on wood work, embroidery, hair dressing, food preparation leather work, 

car décor, massage, driving, basic computer skills, computer maintenance, and beauty 

skills training. The training areas given by community-based institutions are few in 

number i.e. trading and family planning.  

 

Target groups 

The target groups of government organizations, NGOs and the private institutions are 

diversified. NGOs provide training to different groups. The government institutions in 

Addis Ababa provide training for students who drop out from grades 4-8. This includes 

HIV/AIDS orphans, people living with HIV/AIDS and destitute women who meet the 

academic requirement. For women, the academic requirement ranges completion of 

grades 3-12. 

 

In the Amhara region, the target groups are unemployed literate youths and adults and, 

landless rural women, HIV/AIDS orphans and victims and poor rural youths and adults 

depending on the training center.  

 



All types of training are not given to all the poorest of the poor. Some kinds of trainings 

are open to all and some others only to literate youth and adults. For example trainings on 

metalwork, woodwork etc. is given mainly for literate youth and adults.  

 

Selection Criteria 

NF-TVET trainees are selected among the following groups. Actually, the training 

centers have their own criteria for selecting their trainees. 

 Dropout youths and adults from grades 4-8. 

 Unemployed youth and adults 

 Farmers 

 Poor and marginalized adults who could produce supporting letters from Kebeles. 

 Disciplined and free form socially disvalued habits 

 Interested to get training. 

 Completion of grade 8 education 

 Orphans 

 Youth and adults with disabilities 

 Destitute women 

 Juvenile delinquents 

 

Most NF-TVET institutions employ a combination of these criteria to recruit their 

trainees.  

 

Availability of training manuals  

All the government, NGO and private NF-TVET providers develop or adapt the available 

TVET training materials based on the occupational standards set by the Ministry of 

Education. The training institutions have reported that the available curricular materials 

i.e. modules and manuals respond to contemporary market needs. However, it has to be 

noted that market oriented training provisions require continually developing and 

renovating the curriculum.  

 



Accordingly, the curriculum materials used by most training institutions are adapted from 

those developed by the MOE, Education Bureaus or TVET Commissions. It is up to the 

training institutions to take the whole or part of training modules and adapt and prepare 

their training manuals. For example: training on welding could take more than six months 

whereas arch welding could take only three months. Thus a training institution that is 

interested to give training on arch welding could take that part from the module and 

provide the training.  

 

Market assessment and training needs: 

All the government, NGO and private training institutions claim that what they have 

provided so far is need based training. However, none of them were able to produce 

evidences of need assessments they have made. Besides, many of the trained ones 

complain for lack of job opportunities be it as employee per-se or as self employee.   

 

Trade preference of trainees 

Trades given in government institutions are few in number and fixed. Trainees may apply 

for the available trades. Most of the time, the number of applicants exceeds the available 

space. In such instances training institutions are obliged to assign trainees using a lottery 

system and these forces trainees to accept what is available. The situation is quite 

different in the private institutions since trainees pay tuition fee. They have the freedom 

of choosing the trade they want. The private institutions also provide training based on 

current market demands. The situation in NGO institution is also somewhat different 

from government institutions. Trainees join trades they prefer. The problem in this regard 

is availability of limited space. This makes NGO and private institutions preferable and 

attractive compared to government institutions.  

 

Physical Facilities 

In Addis Ababa, facilities in the training centers are not adequately available. Most 

institutions lack ventilation and safety features, workshops, and in some cases latrine for 

trainers and trainees. There are problems in relation to maintenance and security of 

equipment. In contrast water and training manuals are available in all institutions.  



 

In Oromia workshops, latrine, water, ventilation, training manuals, tools and equipment 

are available in the most of the training institutions. In contrast, the state of the conditions 

of classrooms, stores and safety features are categorized as poor. 

 

In Amhara, most training institutions are poorly facilitated in terms of workshops, 

ventilation, training manuals, tools and equipment and safety features. 25% of the 

training institutions have poor water and latrine services.  

 

Condition of Buildings 

The state of the condition of buildings of the training institutions fall under two 

categories. There are buildings that are in good condition and useful. There are also old 

and dilapidated ones that require maintenance though still being used. In some cases 

compounds are very narrow. 

 

Equipment  

In most cases the available equipment are reported to be in good condition and are still 

useful. However, government institutions are known for using too old equipment that has 

been used for decades. The present situation requires the use of up to date and adequate 

equipment. In a fast changing technological world, it is important to bring in new 

equipment and make trainees familiar with and use them. 

 

Running cost 

The main sources of fund for the training institutions are government allocations, 

donation, tuition and income generating activities. However, it was very difficult to get 

exact information on sources of budget and amount obtained.  

 

Adequacy of the budget 

Most government institutions have reported that they don't get adequate budget that 

enables them to give training all year round. They need adequate fund for the purchase of 



raw materials, payment of external trainers and follow up of former trainees. The same 

thing is true with CBOs. 

 

Unit cost 

The available data didn‘t enable to calculate the unit cost in the training institutions. The 

unit cost and the length of training depends on the nature of the training. Generally, the 

issue of unit cost requires conducting a special in-depth study. 

 

Enrolment in training centers/institutions 

There is no documented statistical data on enrolment, drop out and retention on NF-

TVET institutions at Federal, Regional or institutional level. Very little is known about 

how many trainees have completed their training, self and wage employed and 

unemployed. The lack of statistical information is even more serious in private and NGO 

run training institutions.  

 

Class-size and (Teaching/Training load) 

Generally class-size varies from institution to institution. In some cases the number of 

trainees is as low as 7 and 8. There are class-sizes in the ranges of less than 10; 10- 20; 

21-30; 31-40; 41-50 and in a few cases 51-70. 

  

The class size varies with the type of training given in general, the availability of spaces 

and training materials and equipment. It could be said that in most cases teaching loads 

are very low. For example in Oromia class-size ranged from 10-20 in 11 institutions, 21-

30 in eight and was found above 30 only in a very few institutions. 

 

8. The Concept of Professionalism and Teaching as a profession 

 

Definition 

 



Professionalism is a process by which we shape the behaviour of an individual to 

acquaint him/her with the necessary skill or knowledge to participate in social 

production. It is a socially accepted practice and skill, autonomy, monopoly of certain 

kinds of knowledge and flexibility in practice. It involves the socialization of 

practitioners through career development and changes in social expectations. Hoyle and 

John (1995) 

 

It is difficult to specifically explain whether some type of knowledge is a profession or 

not. However, there are some attributes identified by scholars. 

Attributes of profession: 

What do you think are the major attributes of a profession? 

 

Attributes that account to the concept of a ‗profession‘ are still under discussion. Scholars like 

Hoyle and John (1995) organize the notion into three central categories, namely;  

 knowledge, 

 autonomy and  

 Responsibility. 

 

Knowledge:-Professionals are seen to base their practice on a body of technical or specialist 

knowledge that is beyond the reach of layman .The arguments say that traditionally this 

knowledge has been tested by scientific method thereby acquired validity; and is supported by a 

variety of theoretical models and descriptions, which allow it to be applied in specific cases. It is 

because of this that professionals need a structured and prescribed long period of training in the 

institutions.  

Autonomy:-Closely related to the knowledge base of profession is autonomy. Arguments on this 

say that since professionals work in complex and unpredictable condition, they have to have 

autonomy to judge.  

Professionals work in uncertain situations in which judgment is more important that routine. It is 

essential to effective practice that they should be sufficiently free from bureaucratic and political 

constraints are allowed to act on their own judgments made in the best interests of the clients. 



What is critical here is that professionals make judgments on behalf of clients as they see them. 

In this case, the client for the teacher is his students. This is to indicate that professionals 

interpret those interests, and while doing so, they do not act as an ‗agent‘ of some one else, say 

for instance, government or political party, but as a ‗principal‘. 

Responsibility: - making judgments, professionals shoulder responsibilities. In the process of 

making judgments, a professional does not simply use the knowledge he specializes in .He/she 

has to have the code of ethics. Professionals need to balance their own and their clients‘ interests 

through ‗a voluntaristic‘ commitment to a set of principles governing the practice and the 

realization of these through day-to-day professional activities.  

The unpredictable situations professionals enter into necessitate a special body of knowledge, to 

apply this knowledge they need the autonomy to make their own judgments. Provided that they 

have this autonomy, it is imperative that they act with a collectively developed professional 

value. 

Could you add more attributes of profession to the above categories? 

With reference to the above major categories, the attributes can further 

be elaborated as follows: 

 

Education 

- Unique training 

- Formal education 

- Achieving  credentials 

- Active in continuing education opportunities 

- Joining and actively involving one self in professional association 

 

8.1. Responsibilities 

1. Maintain associations which advance the goals of the profession; 

2. Protest against stereotyping; 

3. publish information research to explain the profession‘s uniqueness; 



4. Find money to support the profession; 

5. promote favourite;  

6. Have the final say of what is accurate about the profession; 

7. Make sacrifices; 

8. Control access to knowledge about the profession; 

9. Develop standards for themselves and their institutions; 

10. Promote the well being of members of the profession. 

 

Expectations 

 

Establish a special relationship with  

1. clients or patrons ‗Home a lack of self-interest‘ 

2.  individual in all aspects of the profession 

3. publicize what the profession ―does and‖ is‖ 

Criteria 

Training   

 

There is an extensive period of training, often after a combination 

of formal education, training and apprenticeship; usually in a 

higher education environment. 

 

 

Intellectualism The intellectual component is dominant. 

 

 

Autonomy                  Professionals usually have autonomy in their work. 

 

 



Judgment Professionals are in a position, given their training and education, 

to use their own judgment in determining the appropriate approach 

to their clients or customers 

 

 

Independence They can work independently and charge fees or they can be part 

of an organization. 

 

 

Service Their abilities can provide a valuable service to society and operate 

with little or no self-interest. 

 

Dedication   Professionals are dedicated to services and institutions.  

  Characteristics of professionals 

 Professionals are considered experts; 

 Professionals have  a high degree of generalized and systematic knowledge 

with a theoretical base; 

 The primary orientation of professionals is to their public and/or community 

interest; 

 Professionals have a high degree of self-control of their behaviour and are 

governed by a code of ethics; 

 The code of ethics is a statement of values;   

 The code ensures a high quality of service; 

 The code guarantees competency of membership, honour and integrity; 

 The code is a direct expression of the professions‘ principles of service 

orientation; 

 The code emphasizes no personal gain and protection of the  

                   client or patron;  



 The professional‘s system of rewards is primarily a set of symbols of work 

achievement; 

 There is a system of rewards is primarily a set of symbols of work achievement;  

 there is a system of testing the competence of members.  

Competencies 

           

         Application 

 

Mastery of    Capacity to           of 

Theoretical      Solve    Theoretical 

Knowledge      Problems   Knowledge   

       to Practice 

 

Ability to   Enthusiasm    Commitment 

   Create        and      to 

Knowledge   Commitment        Learning 

As well as   to Clients       About the   

          Profession 

 

What are the areas of knowledge teacher education requires? 

 

The debate what type and proportion of knowledge should teacher training curriculum bear is 

still universal. Currently, the profile and mode of training of teachers in training institutions at 

different levels emphasize: 

   a) Supplementing the general education of the would be teachers 

   b) Improving the specific knowledge of the subject matter they will teach 

   c) Providing information on children‘s learning conditions 

   d) Developing pedagogical knowledge and skills. 

 



This mode and area of training emphasizes the theoretical (abstract) knowledge rather than the 

concrete or empirical knowledge of would-be- teachers. By concrete and empirical, it means the 

type of knowledge which addresses the practical problems of teachers and schools.                                        

 

 It requires extended professional preparation- a profession is secured by completing a 

prescribed institute, college or university curriculum. Non-professional occupations are 

usually secured through practice or apprenticeship or a combination of study and 

apprenticeship differently from a profession.  

 A profession demands continuous in-service growth- it is not a onetime completion of 

an institute but a continuous development through in-service training and retraining in 

different ways such as workshop, seminar, and orientation and so on. 

 It has its own standard- it has a predetermined standard of entry, selection, preparation, 

certification and in-service growth.  

 A profession enhances public service rather than personal gain a profession is 

motivated towards serving others rather than economic rewards for oneself. A 

professional person gives priority to the social benefits and is satisfied by the service 

he/she provides to others. 

 A profession demands strong professional Association-   

 

Why professional association is necessary?  

 

There are an ongoing number of persons who poses this question. These individuals find 

themselves handicapped, because lay people cannot distinguish them from the incompetent 

or from those who are in the teaching profession without qualification. Therefore teachers' 

association is the means to find a means to enable the public to distinguish the capable from 

the incapable, and the scrupulous from the unscrupulous. 

 

Why? 

 

In order to protect the reputation of the profession, the association should sets up rules of 

conduct, which define the proper relationship between practitioners and clients, and among the 



practitioners themselves. Finally, the association should put in place machinery that enforces 

high standards of professional conduct in order to preserve the gains made in public esteem and 

professional autonomy. 

 

It is important to see the interconnectedness nature of the problems dealt with by a professional 

association. The task of distinguishing the competent from the incompetent candidates for 

admission to the professional standing invariably leads the profession to take strong interest in 

professional training. The professional organization sets up machinery to approve or disprove the 

various schools purporting to give professional training. These efforts become effective if the 

profession is able to exercise some effective controls over the graduates. If candidates graduate 

from unaccredited schools and still practice the profession, even if not admitted to the 

professional organization, professional control cannot function. 

 

How is this possible? 

 

For this reason, the profession inevitably pushes for a larger measure of autonomy and legal 

control over the practitioners. Representatives who are qualified to speak for the profession must 

be present when local, state and national legislations affecting the profession are discussed.  

 

In general, to unify the purpose, and maintain the ethical values of the profession, to unify the 

voice for the improvement of professional knowledge, scientific study and research activities, 

teachers‘ professional association become inevitable. 

 

Teaching profession affords life career and permanent membership.  An association, limited to 

those with demonstrated competence, is formed. Membership to the profession is the budge of 

competence. 

Do you think that teaching in Ethiopia has these features? 

 

8.1.1. Professional Development of Teachers 

 

Overview 



 

Professional development of teachers sometimes is referred to as staff development. Staff 

development refers to the activity of ensuring personal and professional development of the staff 

of the school. It helps to identify the fundamental role of the individual within the institution. 

Therefore, staff development should benefit the teacher, the students and the school as a whole. 

In order to attain this, there should be a means or procedure. This section attempts to clarify 

some basic concepts in teachers' continuous professional development, approaches of 

professional and the procedures to be followed in continuous professional development of 

teachers. 

 

Objectives 

At the end of this section you will be able to:- 

 Define the concept of professional development of teachers; 

 state the principles and  purposes of teachers‘ professional development; 

 identify the different approaches of professional development; 

 discuss the differences and similarities of professional development; 

 identify the type/approach of professional development that is most prevalent in Ethiopia.  

 

8.1.2. The Concept of In-service, Professional Development and  

        Staff Development 

 

It is probably easier to say when professional development should occur than to give an 

immediate definition. It is often used with the in-service Education. 

 

Then, what is In-service education? 

 

In-service education is the education intended to support and assist the professional development 

of teachers that ought to experience throughout their work lives. Its starting point, thus, should be 

marked by the occasion when the newly qualified entrant to the teaching profession takes up his 

first appointment in school. It‘s finishing point coincides with retirement. 



 

What does it actually consist of?  

 

It consists of virtually any experience to which a teacher, voluntarily or involuntarily, is exposed. 

Professional development according to this line of thought will be strengthened by almost all 

activities undertaken by him after he has started to teach. But there is a danger in believing that 

almost any experience or activity will be linked directly to the teacher‘s work in classroom or 

school. 

There are different ways of expressions of teachers‘ on-job education, say in-service education 

and in-service training. 

 

Is there a difference? 

 

There is little doubt that there is distinction between in-service education and in-service training; 

and the difference is not unimportant. In-service training is concerned with the acquisition of 

skills and techniques using standardized learning procedures and sequences; in some instances it 

might be learning the mechanics of constructing a school time table; another is finding out how 

to mark a class register and total it up at the end of the term. 

 

In contrast, the broader concept of in-service education is bound up the notion of bringing about 

the teachers‘ professional, academic and personal development through the provision of a whole 

series of study experience and activities of which training should be rated as but one aspect. 

Hence, in-service training should not be considered as an alternative to in-service education, but 

as part of the total framework of in-service education. 

 

Thus, there is a close connection between the two which could be illustrated in acronym 

―INSET‖ (in-service education and training), which is comprehensive and concomitant with the 

concept of professional development. 

 

But what is really teachers’ professional development? 

 



Professional development of teachers should be directed towards the improvement of the school 

as well as the professional advancement of the individuals in the school. From this point of view, 

professional development of teachers could be defined as:- 

 

  A deliberate and continuous process involving the identification and discussion of 

present and anticipated needs of individual staff for furthering their job satisfaction and 

career prospects and of the institution for supporting its academic work and plans, and the 

implementation of programmes of staff activities designed for harmonious satisfaction of 

needs. 

 

When do we consider teachers’ professional development as developmental?  

 

Professional development of teachers is a development only if it enables the teacher to make a 

planned contribution to the work of school: 

A. making a self analysis of professional needs and effectiveness; 

B. making an analysis of the needs and effectiveness of the school;    

     and 

C. identifying and achieving a set of goals related to both  

     levels of analysis discussed under ‗A‘ and ‗B‘. 

What are teachers’ professional needs that are in line with their career development? 

 

Career Situation and Teachers’ Accompanying

        Professional  needs 

 

1. Period of probation at start of career 

2. Adjustment period immediately following INDUCTION NEEDS 

     appointment to a new post 

______________________________________________________________ 

3. Early career period; serving as a subject or class teacher 

4. Middle career period; serving as a head of department; etc.    EXTENSION NEEDS 



5. Later career period; serving as deputy head or head  

______________________________________________________________ 

6. Period towards end of gap in career 

7. Period prior to having to teach a subject or age-range      REFRESHMENT NEEDS not 

taught for a long time (e.g. since teaching practice) 

8. Period of excessively repetitive professional experience 

    (E.g. same post, same school, similar type of children) 

9. Period prior to internal redeployment 

10. Period prior to external redeployment  

11. Period of anticipated promotion                             CONVERSETION NEEDS 

12. Period of ante-retirement 

______________________________________________________________ 

 

In which of the career development do you think you will be when you have a three months 

work? What can you perform during this time? 

 

The need, principles and purpose of professional development 

 

Why professional development? 

 

 It seems obvious that professional development is imperative for any professional community. 

All professions require that their members update their knowledge and skills throughout their 

careers. After all, how many people would seek treatment from physicians, for example, who 

have stopped learning after graduating from medical school?   

 

New modes and functions in medicine, law etc that are improved are not based only on the 

formal education offered during the initial training, but on the improvements made as the result 

of knowledge and skill acquired during their actual work. Teaching is not an exception. What is 

more, because of its peculiarity in shaping the complex human personality, it requires continuous 

professional development more than the other profession. 



It is impossible for teachers to learn everything they need to know about good teaching. Some of 

the most important lessons can be learned only after graduation. The past few years have yielded 

important research results on human learning and teaching that was not available to most 

teachers during their college educations or earlier in their careers. 

Continuous professional development plays an essential role in improving school performance 

and students achievement in learning. It serves as a bridge between where the prospective 

teachers are now and where they will be in the future. The situational experience of teachers will 

need them to meet the challenges of leading students‘ learning in achieving better standards of 

learning and development. In doing so, it fills in the gap between the institution-based training 

and externally delivered mode of improving teachers‘ profession.  

 

Regarding the flaws of a technician model of teacher education, Dadds (2001:51) says; ―The 

teacher as technician model associated with the delivery of concept of educational reform, in 

which the teacher is positioned as the uncritical implementer of out side policies is inappropriate 

for developing a well-educated teaching force‖. Dadds designates this as ‗Delivery‘ or ‗empty 

vessel model‘. This is because, he says, this model assumes teachers as receivers of change and 

deliverers of centrally packaged decisions. 

 

It is obvious from this discussion that professional development of teachers should be based on 

what the teachers encounter during their actual practice and confrontations in the course of their 

professional endeavour. Hence, the inner knowledge, judgement and wisdom of the professional 

teacher are seen as one of the greatest sources available to the improvement of children‘s 

learning. Of course, the inner knowledge, judgement and wisdom of the professional teacher 

must be nurtured and enriched through continuous professional development. Another factor is 

today‘s emphasis on international, national, and local curriculum standards and expectations. 

These standards require teachers to have a deep knowledge of the subjects they, teach and to use 

various teaching materials depending on the learning needs of their students. Teachers need 

sustained and rigorous professional development if they are to help students to perform 

successfully based on the new techniques of instructional improvements and forms of 

assessments that are a product of these standard movements. 



8.1.5. Purposes and principles of professional development 

What do you think is the purpose of continuous professional development? 

 

Though the purpose depends on ones stance, and on the value he assigns to professional 

development, it is to prepare and support educators to help students achieve the highest learning 

standard, through improved learning process. 

 

There could be many reasons that make professional development necessary. These reasons are 

required to serve different purposes depending on the specific need of the needy; among which 

are: 

 to improve the job performance and skills of the whole staff ,groups of staff 

or individual teacher  

 to extend the experience of an individual teacher, for career development or 

promotion purpose 

 to develop professional knowledge and understanding of an individual 

teacher 

 to extend the personal or general education of an individual 

 to make staff feel valued 

 to promote job satisfaction 

 to develop an enhanced view of the job 

 to clarify the schools‘ or department‘s policy. 

 to enhance school-community relationship 

 to improve classroom learning situation, thereby improving learning as a 

whole. 

  

Professional development at any level requires partnership among schools, training institutions 

and other appropriate bodies that impact students learning. Those within and outside schools 

need to work together to bring to bear the ideas, commitment and other resources that will be 

necessary to address important and complex educational values in a variety of settings. 

 



Therefore, professional development principles are essential guidelines that help in the 

realization of the potential of individuals, school communities and institutions and in enhance 

learning. 

  

What do you think are the major guides? 

 

The following principles help as guidance. 

Professional development: 

 regards teachers as central to student learning, although it includes all other 

members of the school community  ; 

 focuses on individual ,collegial ,and organizational improvement; 

 respects and nurtures the intellectual and leadership capacity of teachers 

,principals, and others in the school community; enables teachers to develop 

further expertise in subject content, teaching strategies, uses of technologies, and 

other essential elements in teaching to high standards ;promote continuous inquiry 

and improvement embedded in the daily life of schools; 

 is planned in collaboration with those who will participate in and facilitate that 

development ; 

 requires substantial time and resources; 

 is driven by a coherent long-term plan; 

 is evaluated ultimately on the basis of its impact on teacher effectiveness and 

student learning ;and this assessment guides subsequent professional development 

efforts. 

 

Though these principles seem based on some standardized programme, it is good to adapt them 

to one‘s context. The important element that needs due consideration and to be added to these 

principles is the importance of action research and professional portfolios to teacher‘s 

professional development. 

 

9. Professional Portfolios 

 



―A professional development portfolio provides teachers with a framework for initiating, 

planning, and facilitating their personal professional growth while building connections between 

their interests and goals and those of the school.‖ 

 

Student assessment more authentic, educators have begun using student portfolios to capture 

evidence of growth and development over time. Teachers are now asking students to reflect on 

their learning, share their finding with peers, and set new goals based up on their strengths and 

weaknesses. Many educators, students, and parents find that is often not found in traditional and 

standardized tests. The portfolio is more personalized, allowing choice and encourages 

reflection. 

 

As teachers find success using portfolios with their own students, they realized that portfolios 

can provide clearer representations of themselves as professionals than the tradition twenty 

minute observations by the principal each spring. As Wolf (1996: 34) in Burke (1997) states, 

―Although portfolios can be time consuming to construct and cumbersome to review, they also 

can capture the complexity of professional practice in a way to assess teaching quality, but they 

also provide teachers with opportunities for self-reflection and collegial interaction based on 

documented episodes of their own teaching‖ 

 

Educators have begun to explore the various uses of professional portfolios in documenting 

teaching practice. They have also begun to re-examine whether they facilitate long-term teaching 

learning and promote student achievement. 

 

 

―Portfolios have much to offer the teaching profession. When teachers carefully examine their 

own practices, those practices are likely to improve‖ (Wolf, 1996: 37).  

 

 

Pre-service 



 

―Over half of the teachers‘ teaching in the year 2005 will have been hired in the preceding 

decades‖ (Darling-Hammond, 1996: 6). Many colleges and universities are revamping their 

programmes to prepare students for the challenges of teaching in they year ahead. Darling-

Hammond recommends making the investment up front of selecting, training, and supporting 

beginning teachers in order to control the cost incurred though incompetence. ―These early 

investments will also reduce the costs of band-aid approaches to staff development for those who 

have not learned to teach effectively and the costs of compensating for the effects of their poor 

teaching on children‖. 

 

Many colleges are incorporating portfolios in their education programmes to showcase students‘ 

learning, reflections, and make connections between the college classroom are elementary, 

middle, and high school classrooms. Some colleges use the portfolio primarily as a reflection 

tool, while others use it to document specific competencies. Professors at the University of 

Memphis require student teachers to keep portfolios to document demographic data and 

placement conference; to conduct performance reviews in six areas- (1) planning, (2) 

communication, (3) leadership, (4) teaching strategies, (5) classroom management, and (6) 

evaluation- to perform a self-rating to showcase evidence from at least five observations; and to 

showcase unit lesson plan, work sample, and daily logs (Chance and Rakes, 1994: 1-3). 

 

Professors at the college of education at Wayne State University in Detroit developed a portfolio 

process for documenting development in ten areas. They want evidence showing that the 

students teacher; (1) know academic content and a variety of teaching methods, (2) organize and 

implements effective instructional programmes, (3) demonstrates appropriate classroom 

management techniques to ensure a safe and orderly environment conducive to learning, (4) 

stimulates students‘ creative and critical thinking, (5) has knowledge of human growth and 

development, (6) is committed to students and their learning, (7) uses listening, speaking, 

reading and writing skill effectively, (8) behave in an ethical, reflective and professional manner, 

(9) understands the importance of multicultural perspectives, and (10) applies appropriate 

assessment, evaluation, and testing procedures (Snyder et al, 1993: 56). Student teachers have a 



half hour interview to discuss their portfolios with two-member teams made up of university 

faculty, principals, teachers, curriculum leaders, counsellors and superintendents. 

 

In a pilot study conducted in district #21 in Wheeling, Illinois, student teachers enrolled in the 

professional development school in conjunction with Illinois State University spent entire year 

working in the classroom with mentor teachers. As part of the partnership, the student teachers 

were required to keep portfolios that included their philosophy of teaching, their credentials, 

units they created, artefacts from students, and evidence showing that they could transfer ideas 

learned in colleges‘ classes to the elementary and middle school students they thought. 

 

9.1.1. Career Portfolio 

 

―A teaching portfolio should be more than a miscellaneous collection of artefacts or an extended 

list of professional activities. It should carefully and thoughtfully document a set of 

accomplishments attained over an extended period.‖ (Wolf, 1996: 34).  

 

Career portfolios enable professional educators to collect and organize artefacts that showcase 

their experience and qualifications. These portfolios are used for job interviews and promotions. 

They can be very effective if they include reflections or insights on teaching as well as 

connection of the entire to school-wide goals, standards or expectations. Wolf (1996) has 

suggested several ways to organize a career portfolio. One organizational plan includes the 

following: 

 

I. Background information 

A. Updated resume; 

B. Transcript of course work; 

C. Philosophy of teaching; 

D. Teaching goals; 

E. People who have influenced me. 

 

II. Teaching artefacts 



A. Videotape; 

B. Unit plans; 

C. Lesson plan; 

D. Student work samples; 

E. Reflections on artefacts; 

F. Assessments; 

G. Pictures of group projects; 

H. Videotapes of students‘ performance. 

 

III. School involvement 

A. Committee work; 

B. Extracurricular sponsorship; 

C. Letters to students, parents; 

D. Letters from students, parents. 

 

IV. Professional information 

A. Membership in professional organization; 

B. Letters of recommendation; 

C. Letters of commendation; 

D. Formal evaluations; 

E. Awards, certificates. 

(Adapted from Wolf, 1996: 35 that was reprinted with permission) 

 

Many educators have found that compilation of a career portfolio to be a project they 

recommend for others, especially if they are requiring students to create portfolios. 

 

Action Research Portfolios 

 

―Action research has been defined as ‗research carried out by practitioners with a view to 

improving their professional practice and understanding it better.‖ Action research enables 

professional to reflect on whether they can perform better. An individual or cadre using action 



research can identify problem areas and seek methods to correct them. Inquiry, reflection, 

collaboration, and continual self-improvement are aspect of action research that professionals 

can use to expand their knowledge base, their repertoire of strategies, and their team-building 

skills. 

 

Teachers enrolled in the field-based Mater‘s programme sponsored by Saint Xavier University 

and IRI/skylight training and publishing in Illinois work individually or in teams to define a 

problem, establish data collection processes, identify probable causes of the problem, design and 

use intervention strategies to reduce the problem as defined, evaluate the effectiveness of the 

interventions, and make recommendations for future study. An action research portfolio provides 

the organizational framework for collecting and reflecting on the data throughout the entire 

process and documenting the evidence. 

 

The ultimate purpose of professional development is to bring change and improve school 

situation, which is mainly done at school level/school based. 

 

Why School-Based/ level professional development needed? 

 

It is obvious that school is a social unit where various human and non-human interactions take 

place. This interaction could be conscious, purposeful and organized, led by trained professional 

teacher. The school is an outstanding influential factor in teachers‘ professional development, 

and hence necessitates school based professional development. To make this clear, it would be 

important to overview some attributes of school pertinent to professional development. 

 

An analysis of the literature on school culture indicates that five beliefs play an instrumental role 

in teachers‘ professional development, (Fullan in Scannel, 1994: 5932). 

 

First, the school is a cooperative community where people act with trust and work collegiality. 

Second, there is a belief in common goals. A strong consensus on common goals leads the 

principals and the teachers toward a dynamic sense of community, in which professional growth 

is viewed as an essential part of professionalism. Third, school improvement can be achieved 



through problem solving. Professionals spend the time necessary to solve school-based problems 

.Fourth, all those in the school can achieve success; related to this, the school community must 

hold high expectation for themselves and others. Finally, administrators and teachers believe that 

instruction is their highest priority. Thus, while professional development is essential, it should 

not be regarded as the means of improving, or as an end by it self.  

 

Teachers, as core agents in school, have professional needs .These needs derive from their work 

with students, colleagues, the community, and advancing demands of the contemporary 

environment. The degree and scope of the needs are very varied. This can be attributed to the 

academic and professional knowledge and skill, experience, responsibility, personality and 

disposition of the teacher. These needs may come about frequently and regularly, periodically or 

in a relative term, rarely. The need may be felt by teachers as functional groups or individually 

within school or across school.   

 Approaches to Professional Development of Teachers 

There are two identified approaches to professional development of teachers. 

1. Individualistic Approach 

The individualistic approach itself has other sub-approaches 

 

9.1.2. TEACHERS’ CAREER MAP 

 



1 year course leading to Certificate after the completion of Grade 10 

Or 

3 year course leading to Diploma after the completion of Grade 10 

Or 

3 year  course leading to Degree after the completion of Grade 10 plus two years preparatory. 

 

BEGINNER TEACHER: INDUCTION 

Newly deployed teachers must complete a two year induction programme in school before receiving their full teaching 

licence. 

 

JUNIOR TEACHER WITH TEACHING LICENCE 

All teachers are expected to engage in CPD and keep a portfolio recording their development. Periodically they will 

have to apply to be re-licensed as they progress through their career. The portfolio will provide one element of evidence 

to meet the re-licensing criteria. 

 

PROPER TEACHER-RE-LICENSING 

(After 3 years as Senior teachers) 

 

SENIOR TEACHER-RE-LICENSING 

(After 3 years as Proper teachers) 

 

ASSOCIATE LEAD TEACHER-RE-LICENSING 

(After 4 years as Senior teachers) 

 

LEAD TEACHER RE-LICENSING 

(After 4 years as Associate Leader teachers) 

 

FURTHER LEAD TEACHER RE-LICENSING 

(Every three years) 

 

              CPD Relations to Teachers’ Career Structure 

Pre-Service Training Programme 



 

Teacher Career Structure  CPD Programme 

 

Beginner Teacher  Induction Programme 

                                                                                     (Course) 

Junior Teacher    

       License 

                                                                                                                                                               Completing courses and other 

                                                                                                                                                        activities related to junior Teacher  

                    Completing course                            

                    and other activities         

                                                                                                                                                 related to Junior Teacher 

 

Level 

Senior Teacher                Re-license 

                               Completing courses and other                          

                                                                                                                                                        activities related to senior Teacher   

                                                                                                                                 Level 

Associate Lead Teacher                            Re-license 

                                  Completing courses and other 

                 activities related to                                                                                                   

Associate Lead   Teacher Level 

Lead Teacher                                          Re-license 

                                                                                                                 Completing courses and other 

                                activities related to Lead Teacher 

           Level 



        Re-license 

                                          (every 3 years)  

           

9.1.3. CPD, LICENSING AND CAREER PROGRESSION 

Rationale 

 

All Ethiopian school pupils deserve to be taught by teachers who are both qualified and skilled in the 

practice of their profession. The provision of quality education for children is a critical function of the 

federal and regional governments. Minimum standards must be applied, if at all possible, to: the 

screening of applicants for training as teachers; the initial education of teachers; the proper placement of 

teachers at the different school levels; the continuous professional development (CPD) and the licensing 

and re-licensing of teachers. Processes that strengthen teacher standards enhance the school system‘s 

accountability to the general public, that qualified and able teachers are employed in it.  

 

In order to build the competence and confidence of teachers, it is necessary to provide them with 

continuous professional development opportunities. A new scheme has been devised to combine CPD 

and licensing. Teachers will have to prove that they have undertaken set amounts of CPD; and that the 

CPD has resulted in improved classroom performance. These activities will ensure that they obtain and 

retain their licences to teach. The scheme thus integrates CPD, licensing and career development. 

 

(A) The processes of Licensing 

 

(B) Introduction 

 

This part of the module addresses issues associated with the issue of teaching licenses for teachers of 

both primary and secondary. The terms Certification and Licensing are not always used with quite the 

same meanings. Sometimes they are used as if they were interchangeable. For general understanding, it 

may be important to say the following. 

 

In general, certification is a process controlled by particular occupational groups. It typically signifies 

special or advanced competence in a field of practice, attained through education, training and 



demonstration of competence. In the field of teaching, certification refers to government requirements 

for practice. In Ethiopia, certification is used for that stage when the teacher has completed the pre-

service or initial teacher education phase and is about to enter the profession as a beginner teacher.  

 

In the broad sense, licensing is a process controlled by governments on behalf of public health, safety 

and welfare. Licences legally restrict practice to those duly licensed. Services such as education have 

social effects that extend beyond individual transactions and; to ensure an acceptable level of quality in 

these social benefits, governments claim the right to intervene. The licence is the document signifying 

the grant of permission to practise the profession of teaching.  

 

In teaching, the first licence will be issued on the occasion when the teacher has successfully completed 

the beginner two year induction period of early professional development and has achieved the status of 

the junior teacher. 

 

There is also another term, registration, which is used in the processes of licensing and re-licensing. 

Registration involves the keeping of records of those teachers who are licensed; it will also involve 

teachers being required to maintain their licensed status through proof of continuing professional 

development. Teachers will be given every support to meet the re-licensing requirements. If there are 

teachers who do not meet the requirements for licensing, they will be given two further chances to 

succeed, with support. This will apply at all levels of the teaching profession.  

 

In the future, teachers at all levels will be licensed and re-licensed periodically. For licenses to be 

renewed, teachers must give evidence of continued professional development and positive change in 

their teaching performance.  

 

1.1. Objectives of the CPD-Licensing Scheme 

 

The scheme for CPD and licensing of school teachers has the following general objectives: 

 Teacher development will become a continuous process from initial education into induction, 

and from there to licensing and regular re-licensing; 

 Licensing will constitute a key element in quality assurance and accountability; 



 Satisfying licensing requirements will ensure that teachers will continually update themselves 

and keep abreast with current educational changes; 

 Beginner teachers will go through the induction process, which links with initial teacher 

education, and, when successful, will be licensed as teachers; 

 Serving teachers will complete appropriate CPD programmes aimed at the different levels of the 

career structure; 

 Teachers will be licensed and re-licensed depending upon their CPD involvement and evidence 

that these have made a positive difference to their professional performance; 

 There will thus be minimum standards to ensure that teachers have competence in their 

profession; 

 The system, when operational, will ensure the provision of an acceptable level of quality of 

education to students and the society at large; 

 There will be a system which excludes those who are unlicensed from the teaching profession.  

 

1.2.  CPD, Licensing and the Phases of the Career Structure 

 

1.1.1. The Induction Phase and Licensing 

 

All beginner teachers, after they complete their initial teacher education, are placed as teachers at the 

appropriate level. However, the initial teacher education package is not by itself sufficient for a student 

to become a professional teacher. The teaching profession is a lifelong undertaking that is initiated in 

teacher education institutions, refined in the teaching experience, and enhanced through professional 

development. Thus, teachers should go through on-going and systematic professional development 

programmes (CPD), so that they build their professional skills and demonstrate improved performance.  

 

The newly deployed or beginner teacher will serve and initially supervised and supported by teaching 

for a set of interval of time (two years). That period will be one of probationary service and it must be 

completed satisfactorily before the teaching licence is awarded. For this to happen, the beginner teacher 

has to go through the first phase of CPD- the induction process- and show realistic levels of mastery of 

teaching required for the phase.  

 



At the completion of the two-year induction period, the beginner teacher will progress to the junior 

teacher level provided that requirements of the induction have been met. Teachers must be able to apply 

the principles of teaching in their classrooms at the end of the two year induction period, in order to 

receive their teaching licenses that will qualify tem to become junior teachers. At the end of the two 

years, before they receive the initial licence, all beginner teachers will have to demonstrate competence 

in the areas set out in the pre-service list of professional competences.  

 

1.1.2. Re-licensing: Junior Teachers 

 

The second phase in the current career ladder, prior to the achievement of proper teacher status, is the 

junior teacher level. At this level of teaching the career structure dictates that there are 3 years to be 

spent successfully. So, both the beginner and junior teacher levels are probationary periods prior to 

achieving the status of a fully-fledged (proper) teacher. The junior teachers will go through an 

appropriate series of CPD programmes designed to improve their professional skills and ethics. They 

will have to demonstrate the levels of competence required for recognition as fully-qualified teachers. 

This will be a re-licensing point. 

 

1.1.1. Subsequent Re-licensing: the Four Proper (fully-fledged) teacher levels 

 

After the successful completion of the junior teacher level (5 years service), there remain four levels in 

the career structure for teachers to pass through, provided that they meet minimum requirements for 

progression. These are: 

i) the fully-fledged (proper) teacher level- 3 years service; 

ii) the senior teacher level- 4 years service; 

iii) associate lead teachers- 4 years service; and 

iv) leader teacher. 

 

During the period of service at each of the levels, appropriate forms of CPD will be provided and 

required. The attainment of each of these four levels in the career structure will also be a re-licensing 

point. 

 



Thus, the overall pattern of licensing and re-licensing points will be: 

 

Career Structure level Minimum duration Licensing Sequence 

Beginner (NQT) 2 years induction Licence 

Junior 3 years CPD Re-licensing 

Proper (fully-fledged) 3 years CPD Re-licensing 

Senior 4 years CPD Re-licensing 

Associate lead 4 years CPD Re-licensing 

Lead 3 years CPD Re-licensing 

  

Lead teachers will be required to renew their licences every three years. 

 

(a) The Principles for the CPD Programme  

 

 There will be an initial CPD Programme phase for all teachers to follow. It will focus on areas 

of identified need that are generic (common) across the system and, alongside other staff 

development activities, will take up the first 2 or 3 years of the new scheme. Thereafter, the 

scheme proper (phase two) will be introduced. 

 Staff development programmes will be more effective if all on-going activities are registered or 

documented. This will be necessary for all who may be involved in the licensing of school 

teachers. To do this, school principals should establish a mechanism by which all staff 

development plants, actually implemented training activities and outcomes would be registered 

by the CPD coordinating body (Woreda Education Office). 

 One key element of CPD will be the provision of courses related to the levels at which teachers 

are (level-related courses either in terms of content or activities). 

 The renewal of a Professional Teaching License will require the completion of the equivalent of 

a stated minimum number of semester hours of CPD credits over the period concerned. 

 All teachers will keep a portfolio of their participation in CPD programmes. The mentors will 

also keep records (portfolio) of all completed activities, classroom observations and meetings 

held with teachers and have them signed by themselves and teachers. All these portfolios will be 

used as evidence for licensing and re-licensing teachers by the body responsible, mainly 



Woreda Education Office. The portfolios might contain details of CPD participation, benefits 

that accrued and effects on performance. 

 Professional licence renewal documents, indicating that teachers have met the required renewal 

criteria, must be verified by school principals and/or by other education professionals, mainly 

Woreda Education offices, who are responsible locally. 

 All professional development activities used for renewal purposes must be approved in advance 

by the principal or other person responsible for conducting local evaluation. This must be part 

of a clear set of processes and procedures, linked to setting performance and improvement 

targets on and annual basis. 

 Documentation proving participation in these activities will be retained at the local (school) 

level. Summary compilations of this documentation should be submitted to the Woreda 

Education Office (Zone Department of Education) with renewal applications.  

 

An Example of a statement of teaching competence 

 

Criterion 1 

Subject(s) Taught. Candidate teacher know, understand, and use the central concepts and structures of 

the subject(s) they teach, and can create learning experiences that develop student competence in the 

subject matter. Teachers create interdisciplinary learning experiences that that allow students to 

integrate knowledge, skills and methods of inquiry from several related subject areas. They use 

connections in instruction across disciplines and draw on their knowledge to build understanding and 

motivate students. 

 

Criterion 2 

Student Learning and Development. Teachers understand how children learn and develop and provide 

learning opportunities that support intellectual, social and personal development of students. When 

making instructional decisions, candidates draw upon an in-depth knowledge of developmental 

progression in student physical, social, emotional, moral, and cognitive domains.  

 

 

 



Criterion 3 

Diverse Learners. Teachers understand how students differ in their approaches to learning and create 

instructional opportunities that are adapted to diverse learners. They are able to design instruction and 

adapt instructional techniques for students who have exceptional learning needs. Teachers create a 

learning community which is inclusive and in which individual differences are respected. 

 

Criterion 4 

Teaching Strategies. Teachers understand and use a variety of instructional strategies to encourage 

development of critical thinking, problem solving and performance skills in students. Teacher 

understand and use the principles and techniques associated with various instructional strategies that 

reflect vest practice (such as cooperative learning, direct instruction, whole group instruction, 

independent study and interdisciplinary instruction) and that foster high expectations for all students. 

They use multiple teaching and learning strategies in active learning, creating opportunities that promote 

the development of critical thinking, problem solving and performance capabilities.  

 

Teachers organize instruction to create learning experiences that connect subject matter to real life 

experiences, and enable students to apply learning to future careers. Using a wide variety of resources 

and methods, including technology, teachers develop and use clear, accurate presentations of concepts 

to promote student learning. Teachers vary their role in the instructional process (e.g. instructor, 

facilitator) to achieve different instructional purposes and to meet student needs. 

 

Criterion 5 

Learning Environment. Teachers use an understanding of individual and group motivation and 

behaviour to create a learning environment that encourages positive social interaction, active 

engagement in learning and self-motivation. They organize and manage resources such as time, space, 

facilities, technology and activities to engage students in productive tasks and maximize the amount of 

class time spent in learning. They develop shared expectations for all students and create and maintain a 

positive classroom climate of mutual respect, support and inquiry. Teachers understand and use a wide 

variety of classroom management strategies that foster self-control and self-discipline. They can defuse 

potential conflict and use conflict resolution strategies to maintain a smoothly functioning learning 

community.  



 

Criterion 6 

Communication. Teachers use knowledge of effective verbal, nonverbal and media communication 

techniques to foster active inquiry, collaboration and supportive interaction in the classroom to support 

student learning. Teachers model effective communication strategies in conveying ideas and 

information, asking questions, listening, giving directions, probing for student understanding and 

helping students express their ideas. 

 

Criterion 7  

Planning. Teachers plan instruction based upon knowledge of subject matter, students, the community, 

and curriculum goals. They evaluate, select and create learning experiences that are developmentally 

appropriate, relevant to students and based upon the principles of effective teaching. They are able to 

help students connect learning to real life and future careers. Teachers identify long-range instructional 

goals, sequence short-range instructional objectives, and develop units and daily lessons that target these 

goals and objectives. Teachers effectively integrate a variety of resources, including teacher-created 

materials, textbooks, technology, community and business resources, to promote student learning. 

 

Criterion 8 

Assessment and Evaluation. Teachers know, understand and use formal and informal assessment 

strategies and instruments appropriate to the learning expectations in order to evaluate and ensure the 

continuing intellectual, social, and physical development of the learner. They understand the 

characteristics, uses, advantages and limitations of different types of assessments for evaluating student 

learning. They actively solicit and use information about students‘ learning needs and progress from 

parents, other colleagues and the students themselves. Teachers develop and maintain useful records of 

student work and progress and responsibly communicate student progress to students, parents and other 

colleagues. 

 

Criterion 9 

Reflective Practitioner. Teachers consistently reflect on their teaching practices by continually 

evaluating effective their instruction has on students. They monitor teaching strategies and behaviour in 

relation to student success and use the information to modify and revise instruction accordingly. 



Teachers seek professional literature, engage colleagues, participate in professional organizations, and 

use other resources to support their continuing professional development.  To guide professional 

behaviour, candidates draw upon a broad knowledge of legal and ethical responsibilities, education 

policy, and organizational and professional dimensions of classrooms and schools. 

 

Criterion 10 

Colleagues, Parents, and Community. Teachers consult teachers, foster relationships with parents, and 

collaborate with other professionals within the school and agencies in the larger community to promote 

student learning and well-being. They participate in collegial activities designed to make the entire 

school a productive learning community. Teachers act as advocates for students, advise them, recognize 

student problems, and seek additional help as needed and appropriate. Teachers understand schools as 

organizations within the larger community and effectively communicate school goals and 

accomplishments to the community and general public.   

 

Criterion 11 

Technology. Teachers use technology and technology-based resources to facilitate developmentally 

appropriate student learning. They integrate instructional technology to facilitate teaching and learning 

in their classrooms, and to enhance hands-on experiences and problem solving activities. Teachers 

select and use grade-level and content-specific technology resources to increase student participation in 

the total curriculum.  They analyse assessment data to target individual student learning needs.  

 

1.3/ Modes of education 

 

From the point view of organization, direction, management and interest, society has developed 

many strategies to carry out the functions of education. 

 

Accordingly, there are three modes of education practiced in the contemporary society. 

 

         1.3.1/ Formal education 

  



Formal education is a consciously and deliberately planned programme to bring about specific 

and special change in the behaviour of the learner. It is intended to influence the nature and 

behaviour of the learner, that is, to modify the attitude, skill and knowledge of the learner. 

Agencies of formal education include all educational institutions such as Schools, Teacher 

Training Institutes, Colleges and Universities. Therefore, formal education is synonymous with 

educational institutions. 

 

Formal education uses systematized, organized, structured & defined educational experiences 

presented in the form of curricula for teaching.  

 

Characteristics of Formal Education 

There are some specific characteristics that enable one to identify the nature of formal education 

from other forms of education.   

1) It is finite & limited to a period of ―being taught‖ as against a period of ―life & 

work‖. There is a limited period of time to take place based on the educational 

philosophy and policy of a particular country.  

2) It has fixed points of entry & exit. This point goes in line with the first point. There is 

a limited period of time to enter into the programme and a time to finish/complete the 

programme. In fact, this could be related to the philosophy of a country.  

3) It is a device towards impersonal goals of knowledge acquisition, i.e. it is not 

influenced by specific personal feelings. 

4) It has fixed concepts and contents in its curriculum. The curriculum of a formal 

education system has limited concepts to be covered within a prescribed time frame 

in the process.  The contents are bounded to a limited level of coverage.   

5) It works on the principles of weeding out ―failure‖. The purpose of formal education 

is to remove ignorance or get rid of lack of awareness/knowledge about the 

environment the individual lives in.  

6) It works within a fixed social frame and hence gets quickly out of steps with social 

changes. Formal education works within a fixed political system serving that 

particular system. As the political system changes, the formal education system also 

needs to be changed to suit itself to the newly emerging system. Therefore, as the 



political system is changed to be replaced by a new one, the education system is also 

subject to change as to go well with the new system.  

 

What mode of education is it that you are experiencing at the moment? 

 

         1.3.2. Informal Education 

 

When and how did you start learning? 

How do you think education starts personally? 

 

Informal education is a basic form of education. Informal education refers to a life long process 

by which every person acquires and accumulates knowledge, skill, attitude and insights. Such 

form of education can be acquired from daily experiences and exposure to the environment –at 

home, at work, at play, from the example and       attitudes of family and friends, from travel, 

from reading-books, news papers, magazines, listening to the radio, viewing films or TV and so 

on.  

 

Generally, informal education is unsystematized, unorganized, unstructured, undefined and even 

unintentional. It is a form of education where the learner is not conscious that he/she is learning.  

Yet it accounts for the great bulk of any person‘s total life time learning. Informal education is 

limited to whatever the environment happens to offer, i.e. the knowledge acquired informally is 

limited to the situation in that particular environment. 

  

2. Non formal education (NFE) 

 

Many notions started to view education as a basic human right and prerequisite for personal and 

economic development. Because of considering as a basic human right, nations have been trying 

to universalize formal education since the 1960s. Countries laboured a lot to universalize primary 

formal education by the year 2000. But the economic reality of the nations didn‘t permit the 

universalization of primary education. 

 



Therefore, international agencies, educational planners, educational philosophers and critics of 

schooling began to search for alternatives to formal education for the reasons of the failure of 

formal education to universalize primary education. Non-formal education is the result of this 

search as an alternative approach to the other forms of education.  

 

The concept of non-formal education encompasses  

 Early child hood education i.e. kindergarten education for childhood ages 

 Primary education for school age children, which are out of schools because of different 

factors.   

 Adult education-numeric and literacy where adults are expected to develop the 

knowledge of arithmetic (addition, subtraction, multiplication and division) and reading 

and writing.  

 Knowledge and life long skills for youth and adults such as family planning, 

environmental and personal sanitation, cooperative training and extension package 

programmes. 

 

The programmes of NFE are seen as a means; 

A/ to provide education to those for whom formal education is not a realistic  

     alternative, e.g. – for nomads, out of school children /adult, refugees, drop     

     outs and workers of different organizations.   

  

B/ to make new schools available to the rural poor. Our experience shows that    

    schools are scarce in the country side compared to towns. Therefore, NFE, as a means of 

provision of education for large population helps to extend schools to the rural areas.   

C/ to overcome cultural obstacles that prevent some segment of the society to utilize schools 

effectively. For instance, NFE facilitates girls/women education as they are disadvantage parts 

of the society due to various cultural obstacles.   

D/ to use scarce educational resources more effectively. Whether in the country side or towns, 

NFE permits the use of all the existing resources as effective as possible due to the fact that 

provision of non-formal education is possible in any conducive environment and place. So, 



using all the available schools, teacher training institutes, colleges and universities as 

efficiently as possible is the aim of NFE.  

 

Though there are some similarities between NFE and basic education (informal education), they 

are basically different, as NFE is a deliberately planned educational programme. 

 

 NFE takes many forms, i.e. it has many names in different countries or programmes among 

which are adult education, continuing education, on-the- job training, accelerated training, 

farmers‘/workers‘ training, functional literacy, extension service and second chance schools.   

    - 

NFE provides education to those many millions of people who, by accident, or by birth or by 

place, would otherwise be deprived of the stuff of learning. Generally, NFE is any organized, 

systematized and intentional mode of educational activities that are the formal education system. 

This mode of education can be given to anybody at any time, at any place & in any situation. 

 

NFE aims to provide selected types of learning to raise the awareness of poor adults about the 

sources of their problems and how to organize their resources to overcome the problems. It 

targets particular sub-groups among the population and provides such programmes as literacy, 

basic education, occupational training, and agricultural extension training etc.  Mostly these 

programmes are prepared for adults and out of school children. 

    

Flexibility is the key word in NFE, i.e., its curriculum, time, place, and programme… are not 

followed strictly. It is also adaptable to the needs of the learners, as most of NFE programmes 

are need-based education. That means, its programmes can be changed and offered as it is 

demanded by the learners. 

 

                                   Characteristics of NFE 

1/ it is life long learning where learning is integrated with life & work; life is  

    upgraded and enriched by learning. 



2/it has flexible points of entry and exit; re-entry & re-exit through out the life span of the 

individual. E.g. farmer training, workshops…have no end and therefore can be started at a 

point as need arises and be terminated at another time when there is no need. 

3/it enables individuals to understand their environment, own needs, societal  

   goals and mutual relationships.  

4/it has heterogeneous & flexible curriculum relevant (responsive) to learners  

   & environmental needs.   

5/it requires maximum participation of learner, analyse, explore & share  

   experiences. Learners in the NFE are required to participate in learning as efficiently as 

possible, for it is directly relevant to their daily life. Through the participation, they acquire the 

maximum knowledge that helps them to solve their daily problems. 

6/it works on the principle of universal success through universal learning.  Non-formal 

education is a life-long process when compared to formal education. It assists learners to 

upgrade their existing knowledge about their life and environment and continue to do so 

throughout the life span of the learners and thereby helps them to solve their problems.   

  

Though non-formal education has the advantages discussed above, it also has limitations. 

         1/ Government and receivers of NFE believe that, without procedures of formal education, 

one cannot get education. The learners themselves, the government as well as the public do not 

believe that without going to formal education, one can not be educated. They believe that the 

only way to acquire knowledge is   by going to formal schooling.   

  

         2/ Since it depends up on the need of society, it is difficult to coordinate NFE in the same 

way we organize formal education. As formal education is need based, and flexible in its 

provision, it is difficult to coordinate centrally, for the needs of different learners varies. 

   

         3/ NFE provides inequalities (discrepancies-disparities) by giving lesser quality education. 

As was explained earlier, one cannot get education without going to formal school is the belief of 

the society. Therefore, learning through non-formal does mean below the standard of education. 

It is not possible to provide quality education through non-formal education.  

 



         4/ It has the problem of accreditation (recognition) when compared to formal schooling. As 

it is need based, the non-formal education can be provided by individuals, Non Government 

Organizations (local or   international). There is no one to accredit the programme except the 

providers. This lack of accrediting institution makes the providers to provide less quality 

education, and therefore, it cannot have the standard of formal education.   

   

         5/ Graduates of NFE may not be desirable for employment as compared to their 

counterparts in the formal school, because it is thought that non-formal education can not 

provide quality education, and therefore, graduates from this programme are not proficient in 

their skills or knowledge, when compared with the graduates of formal schooling. 

 

Activity 4  

1. Identify other advantages of NFE and explain them. 

2. Are you comfortable with the limitations of NFE discussed above? Why? 

3. Give more examples of NFE. 

    

3. Basic questions in the process of education 

 

Questions related to education are numerous.  Education is purposeful and covers the whole life 

of an individual. This purposeful nature of education and its wide coverage of human life lead 

educators and educational planners to ask many questions that call for answers before they set 

out to start an educational programme.  Educational planners are concerned to know not only the 

purpose or aims or objectives of education but also the questions about methodology, content, 

space and the like. The following few paragraphs attempt to raise and discuss different questions 

pertaining to education.    

 

3.1.  Why to teach? 



 

This question is about the aims (objectives) of educational effort. It responds to the purpose of 

teaching, that is, why is education needed or important. This question refers to the end, result or 

the out come/achievement of educational effort. It is basically concerned with the question of 

what to expect from educational programmes. 

 

This question is basic as it helps us to determine our aims and/or objectives. Any educational 

programme can only start after aims or objectives are determined. Therefore, it is after we 

answer the why question that we raise the other main questions. This is because of the fact that 

planning educational programme can take place only after we know the aims of education. This 

makes the why of education basic and more important, and that is the reason why it is stated 

―Without knowing why, one is bound to end-up in confusion, aimless rambling and waste of 

time and intent‖ (Azeb 1990). 

 

Though educational objectives can be planned based on global notions, educational objectives of 

a country can be planned based on needs, culture and tradition of that country. The educational 

objectives can be planned from national educational philosophy that encompasses national 

educational aims, curricular goals & instructional objectives. An educational objective of a 

certain society needs to be lesson specific to be applied in the classroom situation. To put the 

objectives into practice, a prominent teacher is expected to have enough knowledge about the 

subject matter, know the concerns of his/her society to the level of local community and needs 

have the aims of his/her course or lesson to suit it to the needs and interests of the learners.  

 

Educational objectives are planned as to be applied to the compartment of human mind 

indicating the way individuals are to act, think or feel as a result of participating in some 

instructional activities. This compartment includes three domains- the cognitive, the affective 

and the psychomotor domains. The cognitive domain includes learning objectives which deal 

with the recall or recognition of knowledge and the development of intellectual abilities and 

skills. It has six sub-categories developed from simple to complex- knowledge, understanding, 

application, analysis, synthesis and evaluation.  

 



Affective Domain is related to the attitudinal domain of educational objectives. Learning in the 

affective domain pertains to changes in interest, attitudes, and values, and to the development of 

appreciation that is needed for effective learning. Affective domain is the higher level of learning 

that has close relationship with cognitive domain. It has five stages of development (reception, 

responding, valuing, organization and characterization), from simple to complex level of 

learning.  

 

The psychomotor domain pertains to the manipulative or psychomotor skills of educational 

competency. It involves learning of the skills of a chain of motor skills that requires muscular 

movement, coordination of perception and motor skills, and organization of stimulus-response 

chains into large response patterns. The stages of psychomotor learning are seven (perception, 

set, guided response, mechanism, complex overt response, adaptation and organization) from 

simple to complex.  

 

Any educational objective is related to one or more of these domains, and the different stages 

under each domain. However, it must be noted that there is no clear demarcation among each 

domain and the sub-categories, as they share contents with each other. This can be seen in the 

following diagram. 



  

Activity 5 

Discuss your understanding on the above diagrammatical representation of the three 

domains of human knowledge. 

 

It is possible to observe that some contents are shared among the three domains. The cognitive 

domain contents are not limited to that particular domain only. Though the majority of the 

cognitive domain contents are covered under the domain, some of the contents in their domain 

are also indicated in the affective and psychomotor domains. This is also true for the contents in 

the two domains. 

 

3.1.2. What to teach? 

 

Psychomotor 

Domain 

Affective  

Domain 

Cognitive 

Domain 



This question ‗what to teach?‘ deals with the subject (s) to be covered, i.e. curriculum in the 

process of teaching. Curriculum is a Latin root ―Currere‖ which means race or course or a path 

that can be completed within limited time. 

 

Academically, ―currere‖ means the standard subject to be covered (mastered) by the students 

during their study. Therefore, curriculum is a prescribed course (s) of study with beginning and 

end, that is, it is a content to be covered in a prescribed time frame. It is about the content or 

subject matter which should be taught and learned in order to achieve the objectives (purposes, 

aims or goals) identified under the why of education.  

 

Basically, this question ‗what to teach?‘ is far from simple,as human knowledge and experience 

is developing from year to year and from generation to generation, in a continuous process. 

Therefore, consideration of the relevance of the content to be included in the curriculum must be 

done carefully and thoughtfully. Hence, selection, arrangement, and preparation of the content 

for specific lesson is a mandatory activity, because every experience and content can not be 

covered not in a single course but even in all the school curricula.      

  

From these points, the conception people have about curriculum influences how they plan and 

utilize curriculum. That means, they defining curriculum in different ways, which is reflected in 

the way they plan and utilize curriculum. For example, Saylor et.al. (1980) presented four 

categories of curriculum. 

 

                   A/ curriculum as subjects and subject-matters 

 

According to this view, curriculum is any organized, structured, systematized body of 

knowledge, including specific area of specialization. Therefore, it can be said Biology 

curriculum, English curriculum, Geography curriculum and so on. 

 

Any curriculum can be planned based on:  

 



 i) Use of expert judgement- it is possible to plan a curriculum based on various social and 

educational factors and an individuals‘ judgement of his/her field of specialization. . 

 ii) Use of some criteria- this can be done from the point view of the difficulty of the 

subject matter, the sequence of contents selected, interest of the learners…To plan the 

curriculum of any subject, such types of criteria are set forth, as a guide in the planning of the 

course intended or desired.  

 iii) Plan and implement appropriate methods of instruction- once the curriculum is 

planned, it has to be put into practice by the use of appropriate instructional methods suitable for 

the content of the curriculum. This is to ensure the mastery of the subject – matter that was 

selected as curricula of the course(s). 

 

  B/ Curriculum as experience 

 

This form of curriculum includes all the experiences children have from the school or the 

teacher. Any form of experience that a child acquires from the teacher in the school, fellow 

learners, school community and the school environment is considered as curriculum.  

 

It has four types: 

         1/ Formal/planned curriculum- this is a form of curriculum planned and  

             set forth by educational planners, the state or local school boards.  

         2/ Perceived curriculum-the perceived curriculum is based on the 

             teachers‘ perceptions. It is what the teachers say they are trying to do.  

             Such curriculum  is what the teachers understand and try to do. 

         3/ Observed curriculum- what observers see when presented in the  

classroom is the observed form of curriculum. It is what an observer  

observes when it is presented in the classroom during the actual 

teaching process.  

         4/ Experimental/experiential curriculum-this is what the students  

perceive they are doing in the course of their learning. It  

encompasses what the students are get from  their learning, and  

what they can conclude as the experiences they acquire from their 



day to day learning experiences.  

 

The experiential or experimental curriculum may include some contents which may not have 

been planned. This is referred to as hidden curriculum. Hidden curriculum is the form of 

curriculum learned or acquired from what can be seen in the environment, i.e., it is not a 

prescribed form of curriculum or a documented form of curriculum, but observed and 

experienced as a result of exposure to that form of behaviour. For instance, a learner in an 

authoritarian classroom may acquire authoritarian behaviour from his observation of or exposure 

to that form of attitude. So, students may perceive the hidden curriculum from the circumstance 

and act/react accordingly. 

 

  C/ Curriculum as objectives 

 

This view conceives curriculum as structured series of intended learning out comes. Such type of 

curriculum is not concerned with what the students will do in the learning situation, but with 

what the students will be able to do as a consequence of their learning. Its basic concern is the 

out come /result of learning, that can be achieved through instruction i.e. through experiences 

provided in the teaching process.  

  D/ Curriculum as planned opportunities for learning /  

                           planned  learning experiences  

 

This type of curriculum is the latest conception of curriculum. It perceives curriculum as 

involving both the means (methods) and the ends. That is, it includes the subject matters, 

objectives and experiences to be provided, (i.e. blue print of learning experiences). It is not 

concerned with not only one aspect of the area intended but also all the other areas of the 

content.  

Green (1997) agrees with Saylor et. al (1980) that curriculum consists of the experiences planned 

for learners to learn and acquire as an end. 

 



In general, curriculum is the prescribed subject matter, content and experience of learning 

expected to be achieved through the process of education. Curriculum of a course can emerge 

from different sources. For instance, it can emerge from  

  

a. Societal needs, i.e. through the study of people‘s trends, family living styles,   cultural 

experiences, technological advancements and etc.; it is possible to know the educational 

objectives the society needs for its development and advancement. The educational 

objectives required for the construction and technological advancement of the society can be 

planned from the needs of the society. 

 

b.  Learners‘ needs- characteristics, concerns, expectation, interests and feelings etc. of the 

learners can be understood through conducting needs assessment. From what we obtain 

through the assessment we conduct, we come to know what learners are interested in and 

plan the curriculum according to the identified needs and interests.  

 

c. Subject-matter – the importance of each subject (history, economics,   mathematics…) may be 

the source for the curricular objectives. That   is, the more important type of the subject can 

be introduced to the teaching learning process. The importance and substance of the subject 

may be exploited from subject experts‘ advices. 

 

3.1.3. “How” to teach? 

 

The third main question of education is the ‗how to teach‘, which is concerned with the way, the 

means, the methods, styles etc of teaching. It refers to the methodology, the procedures and the 

approaches to the presentation of the content of curriculum for the realization of the objective 

set.  

 

The ‗how of education‘ can be observed from two perspectives- general methods of teaching and 

subject area methods of teaching. The general methods of teaching are concerned with general 

methods applicable to every subject, regardless of their specific features and characteristics. For 



instance, classroom management is applicable to all the subjects, without any difference in the 

subject-matter.  

 

Subject area methods are approaches to the teaching of a single subject based on its specific 

characteristics or features. As all the subjects have their own specific features, peculiar to each of 

them, the approaches to be used for   the subjects vary. For instance, the method of teaching 

English is different from the teaching of chemistry or any other subject.  

 

In general, a competent teacher responds to the how of education from the perspectives of 

principles of teaching, the sequences of the teaching process, the methods of teaching to be used, 

teaching materials (aids) needed for teaching, the role and functions of the teacher, the role and 

functions of the students, etc.  

 

3.1.4. Whom to teach? 

 

Do you think that the physiological, social and psychological differences in human being 

demand different type of education? Why? 

 

Education as a source of knowledge has to be provided for every body, formally or informally. 

Beyond this, since the1960s, education has started to be viewed as a basic human right. Thus, 

countries laboured a lot to provide education for their citizens, though they could not materialize 

it due to economic and other constraints.  

 

Provision of education for every body is necessary but requires special attention when thought 

for children.  Every child should have the opportunity of attending schools at all levels, primary, 

secondary or tertiary. Therefore, the whom to teach question is related to the knowledge of a 

teacher he/she has about the students he/she is going to teach.  

 

We have already said that provision of education for every child is mandatory. In this process 

(the provision of education), a competent teacher is expected to (it is a must) know his/her 

students- their age, background, ability, intellectual and physical maturity, and etc. Knowing 



his/her students helps the teacher to approach learners in accordance to their interest, needs, 

expectations and aspirations.  

 

 

3.1.5.  Who teaches? 

 

Obviously, it is common that the first teachers to teach a child are the family, i.e. the parents 

including relatives and people in the environment. In other words, the first teacher in child 

education is the immediate person/s in the environment. The second teacher is the educator in 

any type of educational institution. He/she is the person, who has been trained to teach at 

different levels of education, though there are cases where there are untrained teachers. 

Therefore, the question who teaches is pertained to the parents and the immediate person/s in the 

environment that influence the child, and the teacher in the case of educational institutions.  

 

 

3.1.6. When to teach? 

 

Another main question is the time or age of the learners at which they begin education. Here, it 

must be noted that education normally starts at birth and ends up when the learner dies. This 

implies that there is no end to education. That means there is education as long as the learner is 

healthy and able to learn. However, the question here is at what age a child is obliged to start 

formal learning? The answer to this question may be difficult to come by. In the case of 

developing countries, it is difficult to indicate the exact time, because there are children who can 

not go to schools for different reasons. By implication, in such cases, therefore, some segment of 

the population may die without attending formal education.  

 

In some other cases, countries may fix the school entry time by law. In most of such countries, a 

child is required to start learning at the age of six. This is also true for Ethiopian children. In 

developed countries, it may be below this age. 

 

 



 

3.1.7. Where to teach?  

  

This question is related to the place or type of institution where education is provided in. The 

answer to this question may include educational places and institutions like kindergarten (for 

children of below age six), different schools for different types of learners (like special schools 

for handicapped and so on), and training centres like colleges and universities.   

 

Among these main questions, which one do you think should come first? Why? 

10. Primary and secondary schools 

Statistics 

The Ministry of Education (MoE) provides some indication of achievements in the five years 

from 2008/9 to 2012/13 although statistics do depend upon the accuracy of data collected. 

Primary school enrolment has increased substantially but only about half of those enrolled 

manage to complete both cycles. There are a large number of over-age children enrolling for 

grade 1 although this has been declining. This is shown by the difference between gross intake 

rate (GIR) and net intake rate (NIR). GIR is the percentage of children enrolled for grade 1, 

regardless of age, out of the population of the appropriate age of 7 years. NIR is the percentage 

of children of appropriate age out of the population of that age. 

In 2008/09, GIR was 162.5% (boys = 169.4%; girls = 144.1%) and NIR was 82.2% (boys = 84.3; 

girls = 80.1%). 

In 2012/13, GIR was 144.1% (boys = 150.2%; girls = 137.8%) and NIR was 95.5% (boys = 

97.9%; girls = 93.0%). 

Problems are indicated by repetition rates, drop out rates and low completion rates. Repetition 

rates remained much the same but drop out rates increased. 

In 2007/08, repetition rates for grades 1 to 8 were 6.7% (boys = 7.0%; girls = 6.3%) and in 

2012/13, they were 7.9% (boys = 8.1%; girls = 7.7%). In 2012/13, repetition rates were highest 

for grades 1, 5 and 8. 

In 2007/08, drop out rates from grades 1 to 8 were 14.6% (boys = 15.9%; girls = 13.2%) and in 

2012/13, they were 16.1% (boys = 16.2%; girls = 16.0%). 

In 2007/08, the survival rate to grade 5 was 49.2% (boys = 45.8%; girls = 53.3%) and in 

2012/13, it was 50.7% (boys = 49.6%; girls = 39.1%). 



Completion rates for grade 5 varied around 70% and 80% but completion rates for grade 8 have 

improved from 43.6% to 52.8% with near parity between boys and girls. There were regional 

differences in grade 8 completion rates. 

In 2012/13, lowest completion rates were in Afar (16.4%) and Somali (15.9%) followed by 

Oromiya (43.5%). About 80% of children sitting the grade 8 exam passed to grade 9. 

Most children are not going to secondary school and differences between gross enrolment ration 

(GER) and net enrolment ratio (NER) indicate that many of these children are over-age. GER is 

the percentage of children enrolled out of the population of appropriate age. NER is the 

percentage of children of appropriate age out of the population of that age. 

In 2008/09, GER was 38.1% (boys =43.7%; girls = 32.4%) and NER was 13.5% (boys = 15.0%; 

girls = 11.9%). 

In 2012/13, GER was 38.4% (boys = 39.9%; girls = 36.9%) and NER was 19.4% (boys = 18.8%; 

girls = 20.1%). 

From all children registered for the grade 10 exam, the percentage scoring the pass mark of 2 or 

more increased from 42.6% in 2008/09 to 70.1% in 2012/13 with girls increasing from 32.2% to 

61.9%. 

A very small proportion of children attend the second cycle of secondary school. Between 

2008/09 and 2012/13, GER increased from 6.0% to 9.5% with girls increasing from 3.5% to 

8.5%. From all children registered for the grade 12 exam in 2012/13, 91.7% attained the pass 

mark of 201 or more but only 1.7% attained 501 or more.
[11]

 

 

11. National professional code of ethics of teachers 

 

This can be indicated under six categories 

1. Teacher and his/her profession. 

a) Understand that the profession requires rigorous and specific functions. 

b) Believes that education be related to social problems and instrument for problem 

solving. 

c) Be genuine and competent to teach. 

d) Love his or her profession. 

e) Know that the teacher guides and controls educational activities and life-long 

learners. 

http://en.wikipedia.org/wiki/Oromiya
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f) Acquire knowledge through scientific methods and understand that self deception 

is anti development. 

g) Know that knowledge is developed through discussion criticism and self 

criticism. 

h) Develop his/her professional competency and scientific thoughts through group 

or individual research, investigation, educational meetings and excursions. 

i) Be model in his/her moral and professional activities. 

j) Refrain from all things that disturb teaching professions. 

k) Perform professional duties and responsibilities properly (promptly) and on time. 

l) Take other responsibilities to accomplish professional missions. 

m) Doesn‘t look for benefits other than indicated in the rules and regularities. 

n) Retain secrets pertinent to the profession. 

o) Respect children‘s mother tongue and encourage it as a medium of instruction. 

2. The teacher and the students. 

a) He/she should be courageous (wise and create healthy relation ) to help 

,guide ,and control students. 

b) Understand that he/she is a model for the students. 

3. The teacher and his/her colleagues. 

a) Create healthful and cooperative inurnment with teachers and administrative 

workers.  

b) Understand that respecting colleagues is professional ethics. 

c) Forward opinions and suggestions that improve when necessary. 

d) Create environment to learn from one another on the basis of professional unity. 

4. Teacher and students‘ parents. 

a) Respect parents‘ responsibility for their children. 

b) Understand that the relationship with parents is based on their children‘s 

educational and social development. 

c) Create relationship that helps parents to know about their children‘s education  

d) Advise students to strengthen their trust or thinness of their parents. 

5. The teacher and society  



a) Provides good resections and assumptions for the society as society is the largest 

school. 

b) Strengthens appropriate relations to learn from and teach the society. 

c) Fore front participant for the improvement and dissemination of quality education 

in the society. 

d) Participates in useful activities in the society. 

e) Respects equality of nations and nationalities, believes in equalities of languages 

and their belief instruments for development.  

f) Loyal to his/her society and country. 

6. The teacher and his/her professional association  

a) Accomplishes all the necessary supports for the contribution the association 

renders for individual members. 

b) Accomplishes his or her rights and obligations on the basis of rules of the 

organization. 

c) Ready to comply with functions of the association‘s regularities. 

d) Fulfils his/her responsibilities to make the association strong enough in material 

and human resource to respect members rights, obligations, social security and 

academic freedom. 

e) Strengthen his/her cooperation with the association based on professional unity. 

f) Make all the efforts to make the association in struggling for quality education 

through research. 

g) Accomplish his/her responsibilities in order to make the association‘s 

participation high to create a generation that has good ethical behaviour. 

h) Make the necessary effort to create conducive teaching learning environment in 

the school through the association.   

 

 

11.1. Prospective development  

   

a/ Be aware that respect and trust comes from his/her effort to perform his/her     

    professional duties and competency. 



b/ Keep the academic freedom of students. 

c/ Respects the rights of the students, love and respect them and renders equal     

    service on the  basis of equality. 

d/ Provides pertinent knowledge and skill. 

e/ Help the learners to develop attitude of equality, democracy and feeling for justice,    

   love for the nation and people. 

f/ Show the effort to avoid problems that may occur on girl students as a result of   

   gender differences and biases. 

g/ Understands that his/her relation with his/her students is only on the basis of  

    teaching-learning process and on the well-being of the students in particular and    

    the society in general. 

h/ Keep what she/he knows about students a secret unless and otherwise  

    requested by legal body and the guardian or enforced by. 

Lesson plan preparation  

Name of the school__________________ 

Department________________________ 

Specific Subject you are going to teach ______________ 

Grade level you are going to teach__________________ 

General and specific objective______________________ 

date topic Teacher 

activities 

Student 

activities 

Time 

allotted  

Teaching 

methods  

Teaching 

materials  

Ex What is 

crafts and 

arts  

Definition 

 

Introduction 

Presentation 

Practical 

activities 

  

Listening  

Taking notes 

Participation 

In the 

practical 

areas  

 Lecture 

Discussion 

   

Picture of 

craft and 

arts  

  summery 

Evaluation  

answering    

  Topic of discussion what is craft and arts  

Teaching methodologies more of practical   



Time allotted 45’ 

Teaching materials= white bored, markers hammer, axe, saw etc...     

12. Presentation evaluation pre-teaching acquaintance  

Direction below are a number of qualities which are generally considered 

important rating scale item after teaching your student you can use lickert scale 

other. After teaching at the end of teaching, it is better assessing yourself by using 

your student weekly or day to day activity of the teacher receive general comment 

from the students or your supervisors.    

1. Introduction topic clearly 

2. Created interest in the topic 

3. Supported statement with facts 

4. Showed clear grasp of material 

5. Used clear transaction of topics 

6. Spoke with confidence 

7. Gestured naturally 

8. Maintained good posture 

9. Help eye contact with audience 

10. Used visual aid effectively  

11. Lesson was easy to follow 

12. Maintained good relations with audience 

13. Spoke with enthusiasm  

14.  Spoke clearly and at normal rate 

15. Avoided unpleasant habit 

16. Pronounced words correctly  

17. Moved clearly through content of subject  

18. Appropriate use of allotted time 

19. Summarized effectively 

20. Answered audience questions clearly  

21.  Overall rating  

 

 

Comment________________________________________________________
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